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WE OFTEN SPEAK OF THE SCIENCE AND ART OF TEACHING. If we accept that
supervision is teaching, we are comfortable to consider the science and
art of §upervision' as well. The characteristics of both ificlude planning
of nstruction, self-actuahzation, quality performance, facilitation of
learning, and evaluation. ' .
" This Yearbook is §n attempt to provide a current benchmark of -
_thinking aboat supervision and deals with its three faces the artistic,
-the chinical, and the scientific..Early in the book thesk faces are dis-
cussed separately, and then are integrated within the description of the
personal-helping relationship role of the successful supervisor
.*  These authors are not offering answers, as of course there are no
panaceas. Rather they deal with the varied facets of supervision and
give perspective on its history, organizational framework, strategie$,
models, and futuré prespects. The point is made that though educa-
tional supervision has developed concurrently with economics and
technology that we must never lose sight of the human aspects of 1ts
. responsibilities. - :
In regard to future efforts to strengthen the supervisory role as.a
© way to improve instruction and the image of public education, there are -
several appropriate changes suggested. collaboration between class-
room teachers and supervisors is vital even though bureaucrauc struc-
tures discourage if, they both. neet to identify their stremgths and
| weaknesses and to plan perscriptive staff development opportunities,
[ and solving new prablems is more important than perfecting ways to ac- .
complish standard routines. New sets of standards for certification
should include high level intellectual skills, expertise in observation,
data collection, and analysis, and evidence of successful leadershmp
activities. - . . )
Business and industrial leadérs count heavily on a strong super-
visory staff to ensure quality performance. Hénce their representatives
- _relate to specific descriptibns of responsibility as school personnel needs
" are expressed. As we lessen ambiguity and sharpen the focus of respon-
sibility for educgtional supervisors, it is expected that they will perceive
their roles more realistically and will therefore perform more effectively
The bottom line then can be professional satisfaction, b%ige,ts suf-' |
ficient to ensure job security, and administrative and lay suppdrt for the
role of the educational supervisor.

AT Lucille G. Jordan
. L President, ASCD, 1981-82
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| Introduction
- Supervision and the ,
Improvement of Instruction

[ .

.

\

THis YEARBOOK ON SUPERVISION IN SCHOOLS Is a straightforward attemp
to provide a modest benchmark of thinkiAg in the field as of 1982 The
word modest is key for supervision is a field broadly conceived, as a
general school activity that encompasses a number of school Yoles and
that includes virtually all of the activities of admimstrators and super-
visors involved in the improvement of instruction. -Though the chapters
in this book acknowledge this broad base,” our perspective is limited
primarily to the task of helping teachers, working in classrooms with
students, to be more effective

Embedded in the concept of supervision gre certain principlés and
ways of operating that are often taken for granted Supervision as
authority stemming from superordinate and subordinate relationships’
and supervisidh as quality control are but two examples. These ideas
become. increasingly fallible as their ongins are discovered and
understood.

Part [ of the Yearbook provides a brief historic sketch of supervi-
sion in the Unjted States. This sketch 1s party€ularly important {o super-
visors who seek to understand why se manfcontcmporary supervisory
structures and practices are taken for granted. ’

From this brief exploration into our past, the book moves directly
to the issue of evaluating and understanding teaching. Orie’s view of the
world of teaching and the process of supernslzﬁn depends largely on
one’s vantage pqint or perspective In education and other human
sciences vantage point and perspective are more than topographical
They emerge from values, assumptions, and points of view each of us
holds dear. Like colored lenses, different ‘perspectives and vantage
points provide persons viewing the same teaching with entirely different
realities of this teaching. These differences provide us with important
issues yet to be resolved. - ‘ . ™ % v

Supervision, then, has many faces, three of which*— the scientific,
the artistic, and the clinical — are discussed in Part I1. Though these
faces can be viewed as competing, they can also be viewed as images of
“truth’’ in_their own right which, when applied alternately and imtegrative-
ly, provide a more useful view of-rcality tén any one alone. A theory of
supervisory practice proposed in the final chapttr of Part II seeks to in-
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SUPERVISION OF TEACHING vii

tegrate the sctentific, artistic, and clinical views, around the theme of
helping teachers to be more effective.

Part 111 of the Yearbook is concerned with the human factor in

. supervision. Simply stated, supervision is a human enterprise which
seeks to help teachers provide high quality classroom experiences for
students. Personal and professional growth are key here. Such growth

" aspirations are not likely to be achieved in schools, conceived as organi-
- zations, which hinder rather than help learning. Such aspirations are
not-likely to be achieved n schools where growth goals apply only to
teachers Such aspirations are not hikely to be achieved in settings where
teachers are objects of supervision and where the emphasis is on evalu-
ating teachers rather than teaching. Such aspirations are not likely to be
achieved under the shroud of prejudice, whatever its Source and
whomever 1ts targ€t. These are the themes considered in the four
chapters which comprise this important.part of the book

Teaching is not easily separated from teaching arrangements or
from the curriculum Teaching and structural arrangements and teach-
ing and curriculum interact and modify each other. The curriculum i ule
i a hybrid born of the stated curriculum on the one hand and the 1n-
clinations. biages, and beliefs of teachers on the other With respect to
structural arrangements peaching might be vigwed as an elderly nver
that seeks to follow its gwn course but bends as well to topogrﬁcal
contourss Organizational structure and bureaucratic requiremers are
two Yuch contours affecting teaching

Part IV examines the impact.of the curriculum and the impagt of
the school’s bureaucratic structure on the process of suptryision Cur-
riculum and bureaucratic structure are hidden dimensions that act as
powerful déterminants of classroom life They are, in fact, a surrogate
system of supervision Included in Part IV 15 an analysis of political and
social forces that affect educational policy. Particular attention is given
to the long and short term effects on sypervision of emphasizing scien-
tific rationality now 1n vogue. )

Part V assesses the possibilities and new directions; given progress
to date, 1n developing the field of supervision and evaluation A state of
the art summary 1s provided and from this summary comes a staterment
of possibilities and some basic coordinates t6 help us begin to realize the
future we desire in supervision '

The Association for Supervision and Curriculum Development
membership is vast and heterogeneous. A Yearbook such as this, is not
hkely to please everyone. There is no sensationalism here There are no
quick answers and sure-fire cures. Those who seek an encyclopedic sur-
vey of the field will not find it here. We concentrated on key aspects of
supervision bearing on the improvement of classroom life: modd]s of
supervision we implicitly and explicitly hold, an integrative, framework
for putting these models to work to help teachers, some human issues
tHat impinge on the process of supervision, surrogate forms of supervi-
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vili ©  SUPERVISION OF TEACHING ‘ . . S
sion implicit in curriculum and organizational designs which we believe
are often overlooked, and some analysis of future prospects for supervi-
'sion ®s a field of inquiry and practice.

What is to become of our efforts? We hope they wxll open up new
avenues of inquiry of interest to scholars and practmoners alike. More
important for the present, we hopé to provide.practitioners with better

* (more intellectually reasoned and sensitive) cognitive maps from which
strategies’of supervision can be developed We seek not to replace the
intuitions of supervisgrs with a set of practices for them to imitate, but
%o improve the intyitions of supervisors so they might refiné present
practices and develop better ones

Fifteen authors prepared the yearbook chapters and we are in-
debted to many others from the professional and academic’ communi-
ties The Counail of Professors of Instructional Supcrwsion devoted a
major portion of their fall 1980 conference to reviéwing the yearbook

* chapters and to thig group we owe a special debt The \carbook com-
mittee is particularly indebted to the seven authors who accépted our in-
vmauogn to help us prepare this Yearbook - :

0

Thomas ] Sergiovanni
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S . “Part I. '
The Genesis of Supervision

1 .

THE AGE-OLD BEBATE OVER THE EXACT MIx of influence between socicty
and school remains unresolved Nonetheless, most” will agree thati
soutetal influencgs un schooling have historically been and remain
strong [t 1s no acadent, for example, that schools throughout the states
and territorjes”of the United States share a remarkable resemblance 1n
organization and structure. The requirements of accrediting agenaies
and state education departments for program and hccnsmg approval,
for anmpl( provide certain uniformity in thotight and practice about
education 1n generdl and teaching and supersision in particular that
overrides any drversity assumed by public commbtments to state and
local control This unlformm ‘occurs in reaction o certain societal
forces and expectations  Standards and practices are ideologies that
reflect the pressures dominant 1n our society. To understand fully pres-
.ent practice in supervision, therefore, historical analysis 15 necessary

In the tradition pf “‘Roots,”’ Clarence Karier provides a sense of
vur histor® m the first chapter of this book In **Supervision in Historic
Perspective’ he argues that the “‘precise form*superyision will take at
any given ume is dircctly related to a number of historically determined
facts.'” The facts analyvzed by Karier are the goals of education con-
sidered most impdrtant at the ume, the nature and distribution of
educational authority, and the generally accepted means for achieving
educational goals As these dimepsions change, so does the nature of
supervision )

In any given period, however, competing views of supervision ex-
ist among thuse within the scholarly and professional education com-
munities. Teaching as saience, for example, and supervisory strategies
based on'tgchmical rationaluty are dummant today But these views and
related practices coexist with more acsthctic and humanistic views and
practices. The genesis of these supervisory emphases and therr fatc over

the years is part of the story Karier tells -
+ 0 v i
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~__ Supervisionin
. Historic Perspective
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Clarence Karier
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Ir we étnm-: EDUCATION As LAWRENCE A. CREMIN DOEs ‘‘as the deliber-
ate, systerbatic, and sustained effort to transmit, evoke, or acquire
knowledg titudes, values, skills, or sensibilities, as well as any out-
comes of that effort,”” ' and we define supervision as ‘‘the direction and -
critical evaluation of instruction,’” ? then th@¥orm supervision takes is
dnrectly related to a number of historically determined factors. The first
factor is the goal of education, the second s the locus of educational
authonty, and the third is the socially acceptable méans for implement-
ing the educational goal. Viewed historically, all three dimepsions of the
supervisory process have changed considerably. .

While many goals of education have remained fairly constant,
others have undergone considerable change. Although it is difficult to
spccxﬁcallv articulate the goals of American education at any given
time, they do exist, if énly tmplicitly in our action. However defined,
the goals of American education ag a composite picture of the hopes,
expectations, and possibylities any gcncration has with®respect tu the
future generation . In this sense, education i5 a cultural senewal process
in which the economic, social, religious, and cultural valués of one age
are systematically reconstituted for the next. As values shift sp eventual-
ly does educational practice. The goals of educatién of seventeenth cen:
tury Puritan New England were thus quite diffetent ¥rom those of the
nineteenth century settler on the western frontier und vastly different
from those of the corporate-minded twentieth century American

Not only have the goals of American education changed-over time

. but the locus of educational authority has also changed. Who is respon-

sible for the education of the young? For the Puritan, that responsibility
rested with the parent in cooperation with the church which helped
define the larger community. In the context of the family unit most of
the economic, social, religious, and cultural values were transmutted

To be sure, there werc institutional forms of education such as the col-

' Lawrence A Gremun. Tradiions of American Education { New York Basic B()Uk\-, 1977).p vur
? Webster's New Collegiate Dutioniary, p 852 . .

Clarence Karier 15 Professor of the Hustory of Education and Chairperson of Educa
tional Policy Studies at the Unwersity of Ihnors, Urbana-Champaign. -
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lege, Ldun,g ramimar school, district school, and dathe school, cach 1n
1ItS OWN VeRYy msmuuondl legacies of Medieval, Renassance, and Refor-
matipn cultures, but the center of authority did not rest in state or
public hands. The educational authority in colonifl America rested
mainly with the parents wlo eapressed that authonity in a varniety of
private forms of education.

Private education remained the dominant form (hruuqhoul the co-
lonial era, even while governmental authonity increased By the con-
stitutional period, a wide variety of private ¢ducational institutions
served a very literate population * As’the.mneteenth century dawned in
the grips of a strong nationdhistic’ fervor. public power at both the
federal and stawe levels gigw By thie third and fourth decades of that
century, state authority had grown espeaially in the northeast and mid-
dle Atlantic $tates to such an extent that a public school could be dearly
defined as a school that was publicly controlled and publicly “financed
By the common school era (1830:18350) this distinctuon as to what con-
stituted & public school as opposed td®& private school was largely ac-
cepted. Prior to that ime the difference was often blurred * )

Although the major authorty over the education of the child still

,rested with the parentin the family dnit, the common school movement
- led by Horfice Mann in M(\:aLhuscus. Henry Barnard in.Connecticut,

Calvin Stowe in Ohio, Cal®% Mills in Indiana, and John P Pk(‘ﬁc in

HMichigan extended state authority at the expense of what had been

parent-family dulhomly The common school movement isell wass
-spurred,on by the passions of nationalism and the social and economic
instability nsulung from immigraton -and industrialization By the
Ciul War peniad Amierica had greatly extended state authority 1n
education . .

What began as atrickle of state authonity 1 education begame by
the end of that century a rdaging torrent Underlyving the decihing
educational role of the family was 1ts changing funcuon from Heing both
a producing and consuming unit to bemng solely a consurming unit
When the first artisan cobbler laid down his pegs and awl and left his
houschold for the power-driven machines of the factory, the decline of
the family ‘as a vocational educator began At virtually every turn.in the
parent gave way to the growing authority of the state '

Not only havé the goals of education-and the locus of authority
changed, but alsu the acceptable means for implementing thm( goads
The 1dea that schooling 15 necessardy the main course of one’s educa-
tion is of relatively rceent origin, In the age of Benjamin Franklin and
Thornas Jefferson formal schooling was not critical in the education of
the young. rhus when Jefferson argued that the arerage Llll[(n must

o (\«m‘:]! see Cramim < discussion of this) i Zraditions u/ Amertcan Fowaton pp 30 8%
Y Sae ( larence ] Karir Man SmM and hium[um (Glenview T Scott Toresman 1967 p
-0
5
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be educated so as to “‘reecugnize {yranny and be to revolt ‘against

average citizen would nced ohly shree years of publicly supported
schooling, he was thinking in, terms of the selfitaught individualism of
his age. Jefferson believed that'in three years of schooling one could
learn enough of the essential. touls to bccumc an edudated atizen. Thus
® one mlght learn art, architdeture, lays medicine, navigation, survcey-
ing, cnginecring, and languagesm{\\:rict) of ways. For example, une
could become accomplished in any. of these arcay by self-study, by ap-
prenticing oneself to a person practicing the art, or by rcspundmg to
any of the newspaper adv ¢rtisements promising to. teach an art fur a fee.

In that pre-modesn world, jechrson Franklin, and others could
become knowledgeable in a variety of fields But by the early decades of
the Pmetccnth century that world began to changc As new knowledge
increased, requests for extended formal training and state heerising and
credentialing 1n some fields appeared ® The beginning signs of the
modern practige of making education synony mous ®ith schuoling g were
evident 1n,the nineteenth century

As the 1dea df education as Synonymous \Mth schooling grew the
locus of authority shifted from parent to state. In this context, amdr( of
state representatives emerged who, working within the growing cor-
porate structure, claimed expertise in the techniques of implementing
msftuuonally derived goals As the systém became more bureaucratc,
the primaty values became standardization and efficiency  As means
became evaluated more on cfficiency grounds, the role of the profes-
sional teacher and supervisor entered the hnghl\ charged, pro )knmtl(
modern world of sdcial engineering. .

Given, then, the changing nature of the supenvisory process with”
respect to goals, means, and authority over time, 1t might be helpful to
keep these dimensions of the process in mind as we scan two significant
pcnods of educational reform and briefly afralyz¢ one of the problems of
the professional supervisor in"the mid-twentieth century  Our first
period under consideration will be that of the common school era
(1830-1850) when' the state system of/publicly controlled.elementary
schools took Shdp(‘ The second period will be that of the progressive
liberal refort cra (1890-1920)/ This was the pengd when our secondary

hogls not only underwent’ fantastic ¢xpansion, but it was also the

dycnod whcn‘thcy were effectively reorgamzed within the framework of

a centralized burcaucratic System that has remaimned the d()mm‘mt
model-of schqol qovcrndncc throughout the twenticth ccntury

>

!
. N
* See Gordon Lee, Crasade Aqmml lgnorance (New Yurks Clasacs Sernies, 19%7), p 83
- A - - B
I dandt mean w nply that all skill trammng was wide open or that it had boen presviousty The

Medieval guid systan was notan open systan. However i the ransinon froni the feudal st
to the Capitabist system, there was a weakemng of the guld gystani cven as the apprenticcshap
systermn was denived Trom thd“ \yﬁ(('m..mdkmg room for a more dmpeive, pussessive g
dividualinm .:g;t flected i the lmurgtum( dass Once thus dlass was in place, acw mstitutional

structures were created that were equally as controlhng

.1, and then suggested in hus Bill for the Dj]'u.swn of Knowledge? that the ¢

-
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. \ .~ The Common School Era r
. . [0
The common school,” as many have noted was not a sehool for ;
commoners but was a school that tauyght the ‘common elements cg
American culture. The integrative purposc of such a school loome
large in the minds of Horace Mann and others who led the common
scheol movement. To Mann and othcrs the new American society
seemed to be disintegrating before théir €yes as they observed the socal,

, religious, and economic conflicts of the day  As the family began to losé":“
its producer function to 4 factory system of employment and poverty-
stricken Irish Cathglics flooded Protestant Boston providing cheap
labor and undercutting the native workers, the potential for social
disintegration seemed alarmingly «lear. As Horace Mann put 1t

The mobs, the nots, th(xbucmngs the lynchings, perpetrated by the men of the present
day, are perpetrated because of their vicious and defective edutation We see and feel
the rav ang of their tiger passions now. when they are full grown, byt it was years agu
when they were whelped and suckled And 50 too, if we are derdhictin vur duts i this
manner, our children in their turn will suffer If we permut the vulturc's cges to be
b hatched. 1 will then be 0o late to take care of the lambs ~

As a wh:g poliician opposed to*Jacksonian dLmocrau and as a
strong advocate of industrial cxpansnon, Mann saw the possibilities of
social class onflict. ’Q{c argued that, “Propcrty and labor, 1n different
classes, are essentially antagomsm but property and labor, in the same
class, are essentially fraternal *’ * Mann's solution to the social class
conflict that surfaced on the first wave of induMtrialization 1n i\mcnca
lay in the development of the common school and a more highly educat-
ed populace It ‘“‘never can happcn," Mann argued, ‘‘that an intelli-
gent and practica) body” of men should be pcrmdncntl) poor " % The
more formal education a population had the less chance it had of being
.poor )
The argument Mann sct forth in his Twelfth Annual Report to the 1

Massachusetts Board of Education assumed not only -that education

would prevent. powrty and thus reduce dass conflict thmugh the proc-

ess of tividing the wealth, but that the pool of wealth to be distributed

would steadily increase as a consequence of a more highly cducated

. populace. Horace Mann beheved educatipn to be the “*balance-wheel of

. the spaal machinery,”” ' which disarmed thc poor of their hostulity
toward the rich by preventing ‘‘being poor '* As Mann puf it:

Beyond the power of diffusing uld wealth, it has the prerogative of creating new Itisa
thousand times more lucrative than fraud, and adds a thousand fold mord tu a nation’s

reSources than the most succossful conquests Knaves angd robbers can obtain only
4

? As quoted by Kdrl(‘r Aan, Soctety, and Education, p 60

* As quoted by Lawrence A Crermin, he Republu and the School  Horace Mann on the Education of
Free Men (New York Teachers College Press, 1957), p 87

3 b . .
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e
what was before pussessed by others But educaton creates ur descdups new treasures,
treasures not before possessed or dreamed of by anyone 't »

- Mann had dearly conceptualized a theory of human capital He
wrote to Abbott Lawrence that **Education has a market value. . It
may be minted and will yield a larger amount of statutable coin than
common bulhon.” '?

The same year Karl Marx wrote, The Communst ,Manzfesto (1848)
Horace Mann penned his last Anrual Report to the Massachusetts
Board of Education In that report was embedded a theory of human
capital that conceptually linked schooling to ecgromic and social growth
within a mentocratically - -organized social and economic dass system
Hete. then, was the rationale for public schooling that would sustain the
American nation for the next century "Implicit in that rationale was an
ideology ¢f competitive and possessive individualis jekaged 1n the
context of cqual dpporturuty for all within a system of schools locall\
managed under state authorization

The whag political-educatipnal platform of \1ann combined the
carlier Hamiltonian respect for propefty with the Jeffersoman concern
for equality, all nicely set within the insututional® framework of a
mcntocratﬁcalh governed public school system The end producf was a
school system that tatght not only how _to read, write, and ciphtr but
also Horatio Alger stories from which ehlldrcn learned that material
rewards and riches ecame to those who pla\,cd the competitive games of
business life. As the mneteenth century wore on, the religious and
moral v alues expressed in the educational hiterature of an carlier period
were frequently overshadowed by business values .

The common elements of American culture were woven into ‘the,

fabric of childrengs books and tcachlng manuga}s throughout the nine-
teenth century As Barbara Berman, Momca Kiefer, and others have
shown, these strands consist of considerable Protestant moral precepts
intertwined with business values interspersed with military modeling
The Méxican War, the Civil War, the Indian Wars, and the Spanish-
Amcncan War left their imprint on the rhetoric and practice of the
common school :

» Itwasnot only the line and staff method of organization that school

people borrowed from the military, the mihtary model clearly entered |

the literature on classroom teaching and supervision of instruction as
well. As the Michigan Teacher 1n 1873 attests, ‘A good school, like a
great army, must be drilled to preaise, prompt, and well-ordered move-

i

~

tlkd p 88
. " As quoted by Richard H del.one Small Futures Children Inequality and the Lunits of Liberal
R(Iarm(.\u\ York Harcourt Brace }m.mm.lrh 1979). p 13 ?

" As quuted by Barbara Rowuh Berman, © A Method of Progress Sucial Mission in Nine
tecnth-Century Teacher Traiming Laterature. 1830-1890° (Ph D dissertation University of
Rochester, 19783, p 257 .

]
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and Practical wrote, ‘*A child of our common schools is not only a future
workman, but a future soldier.” ' :

. The Pragressive Esa

e N
By 1900 only ten pescent of American youth 14 to 17 attended a
secondary school: Fif {-years later apprpximately ninety percent of that
age group was In secohdary schools. This massive system of schooling
was ec;nomxcall» based, t0 a large extent, on the rising development of
+ +  corporapons which profoundly shaped American life.
Thé phenomenal groyth of the corporation was. critical 1n estab-
lishing the mass system ofAmerlcan production, djétribution. and con-
sumption in the twentieth century. Charles Forcey points out that

. in 1897 the wotal capualization %éll corporations individually valued at a million
: dollars or more came to unly 170 mdlion Three years later the same figure for total
capitahization stood at five billion, and n 1904 at over twenty billion ™

Massive accumulation of-capital was now underwriting the crea-
tion of mass production systems e ’ :

As Lawrence Cremin in 198 correctly concluded, industrializa-
*  uon, urbanization, and rmmxgrauon ‘were the central problems of the
era.'s .The polfical progressives’ solution to these problems was found
-1n the idea of the regulatory state. This concept of state, as it was
fashioned by such Wisconsin progressives as Robert T Ely, John R
Commons, and Robert M LaFollette and later instituted by the na-
uonal government, was itself h‘f’stoncally rooted in the paternalistic
Bismarckian state that utilized government. to rationalize and regulate
the political-social economy.  *

. The Wisconsin idea as expressed in progressive legistation at both
the state and national level was modeled after its German counterpart
The corporate liberal state that emrerged in America was, like the
Bismarckian state, designed to ameliorate fundamental conflict between
tompeting cconomic and socfal interests. As the state became a regula-
tory agency, it alsp-became a protecuve welfare agency which, in exer-
asihg its power, extended 1t§ compulsory authority to nearly all aspects
of life. The largér corporations as well as unions found it to their finan-
aal advantage to support greater governmental regulatory authority in
many areas of life.'” That same state authority that regulated commerce.
also came to regulate- drugs alcohol, tobaccg, food, clothing, work
leisure time, communications, news, Knowledge, rcscarch medicine, *
child labor, soc1a$wclfam, and education.

i

-

P

_—

Sihd,p 258 . - ’ .
, ' Charles Forcev  The Crossroads of Libsralism {INew York Oxford bnncrsm Press. 1‘161) p
xiv

15 Lawrence A Cremin, The Transformation of the School (New York Knopf. 1961)

© See Gabniel Kolko, The fxumph of Conservatism A Rnnlnpmalmn of Ameran Hutory (New
York Free Press and Glencoe, {963}, and James Wenstein, The Corporate Ideal in the Liberal State
(Boston Baron Prss 1968)
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Within -thls'ksmg tide of state power, child labor laws as well as
‘yompulsorv education laws began to be seriously enforced The newam-
migrants from southeastern Europe who flooded into our urban centers
néw had to be Amecricanized quickly and trained for the workplace
With the Haymarket Riot, the Ludlow Massacre, and the Pullman
. Strike in the background, more and more voices could be heard calling
for order, control, and social efficiency . Political and social reform was
intimately tied to educational reform Within that milieu of ¢thnic and
racial conflict and econamic and social dislocation, there emerged a
workable coalition of business and professional elites, new school mana-
"gers and unnersity people who organized to reform the schools As
David Tyack put it, these eliteg’ :

.

planned a basic shift in the control of urban education which would vest political
power in a small (ummm(c composed of “Successfiul men  Thev wishedwto emulate
the proggss of decision making used by men un'the board uf directurs of a modern cor-
poration They planned to delegate almost total administrative power to an cxpert
+supenintendent and hus staff <o that they could reshape the schools to fit the new eco
nomic and soia] conditions of an urban-industnal societs Thes regected as anachro-
mistic, nefficient, and putenually corrupt the older methods of decsion making and
school politics Effective pohtical meform, said one of their leaders might require  the
imposition of imgations upoun the common suffrage " They ndll uled  the exceeding-
ly democratic xd& that all are equal’ ‘and urged that schooling be adapted to soqial

stratification '* .

Raymond E. Callahan in his work Education and the Cult of Efficiency
. very well documented the efficiency craze of the new administrative
bureaucracy He however mistakendy laid the cause of the problem on
the vulnerability of schoolpeoplg to business pressures Payl Violas in
The Trammg of the Urban Working Class and Joseph Cronin in Control of
Urban Schools, as well as David Tyack in The Ore Best System, have clearly
shown that school leaders were not so much victims of business in-’
fluence and pressure as they were exponents of it These works further
document that even though there was some oppusition, vn the' whole,
school leaders were clearly successful in achlcnng their goal '” One such
leader, Ellwood P Cubberley, for more than three decadeswnot only
dominated the field of history of education, but profoundly shaped the
thinking of the adminustrative cadre of public schouls 1n the twentieth
century Cubberley argued that the ward system of organizing urban <
schools was not only inefficient arid unwieldy, but 1t allowed the less in-
telligent and less successful people to rule the board  As Cubberley put
i, ' '

The writer vnce knew @ ward board composed of one ph»ssuan,\w: businessmeg, une

good lawyer, two poliician lawycrs with fow clients, one buvkheepes, one blaefomith,
one saloon-keeper, one buyer of hidey_and tallow, une butcher, unt drugyist, one &

worker in a lumber yard, onc retired army officer, one man of nu occupation «Xeept
general opposition to any form of urganized government. and one woman The result
A )

- "
#*David Tvack [he One Best System [Cambridee Harvard Univeraty Pros 1978 o 126
L 4 " For an anadvas see Thd  p 137

O . ' ; z?
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was a board divided into factions, members from the better wards having but little n-
fluence with those from the puurer' wards The constant danger was that the less in-
telligent and less progressive element would wear out the better element and come to
rule the board *° .

. The schools,.Cubberley argued, must be governed by the “better’”’
people of the community and this could be accomplished by changing
from a ward syspem of school board representation to a five to seven
m9mbcr board elected at large. As he put it- .

One of the more tmportant (cxul(s‘ of the change from ward representation to clection
from the citv at large, in any uty of average decency and intelligence, 1s that the in-
evitable representation from thuse poor wards’’ is chminated, and the board as a
whole comes to partake in the best charactenstics of the city as a whole ¥

School board reorganization during the progressive era proceeded

with the cleag intent of getting our **best elements’’ to control the school ¢

system Board members elected at large would no longer represent their
own respective wards where they were accountable at the neighborhood
level but would be supposedly more representative of ** the best
chvactensucs of the city as a whole.’

Reformers also insisted that politics be removed from the schools
This was to be done first by elcctmg school board members at large so

. that the “*better elements’’ of the community would control the board

and, second, by holding school board elections separate from political
electigns, thus frcemg them from the taint of party affiliation The pro-
gressive liberal ditve for a “‘nonpartisan’”’ schoo] board elected at large,
effectively disenfranchised the poorer classes School boards in the pro-
gressive era moved more under the control of business and professional-
leaders, .and the disproportionate representation of these classes on
school boards remains to the present day.??

Amidst. these changes emerged a. professionalization of the.
supcnn{cndeno, which came 1n the wake of the growth of citiely As late
as 1870, Cubbcrlcy reports 29 ity superintendents of schools, but by
1876'there were 142 aties f8 000 inhabitants or more which had a city
superintendent ** The population growth in the mietropolitan centers
sumulated both the bureaugratization of /management as well as the
professionalization of school administrators. By the beginning of the
century courses in school agmuinistration could be taken at the universi-
ty level . .

Throughout the early decades of the twenticth century, school
management was increasingly recognized as a job for professional ex-
perts tramned at the university leve). For the most part, these experts

\
2 Ellwood P Cubberley  Public School Adminustratign (New York Houghtor\ Mufflin, 1922). p
“3 . *
Hlpd,p 9 2
i See George Ryh.rstcr C.ounts, I7u Selective Character of American Secondary Education (Chicago,
l‘)22)
2 (Lubberley, Pubhr School Admimistration pp  58- )9
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were drawn from the middle class. By the 1920's mosf city school
systerns were governed by boards drawn primarily from#business and
Pprofessional classes and managed -by muddle-class professional ad-
ministrators who in turn tended to hire lower middle-class teachers 'who
had just moved from a social positiog of lower, cdgss 1t s hittle wonder,
then, that most Amegcan public schools by mid-twenteth century were
so thoroughly middle

While the nineteenth cenfury witnessed "the rise of the common
school, the first half of the twekueth century witnessed the rise of the
secondary scheol For examnple. ditmg the 70 year period from 1870 to
1940 the populatlon of thc United Sthtes increased three times over,
while the population of vur secondaryschools increased 90 umes over
This astonishing growth ip schooling sey the conditions for reorganizing
ols from a commuttee system to the more efficient military line and
st system The new organization allowed for greater centralized con-
trol and vet considerable speciahzation of funcuon

As the overall <chool systems became larger. the role of the
superintendent became more specialized As this occurred, the work of
supervision of instruction was delegated t0"a new cadre of admimstra-
tors By Februarv 1921, the National Confetence vn Educational
Method was organized as an independent society and by 1929 the
organization changed its name to the Department of Supervisors and
Directors of Instruction and became a separate department of the Nags

tional Education Association This department maintained its sepdrate

identty unul 1943 whtn 1t merged with the Societs for Curriculum
Study to become the Department of Supervision and Curriculum
Development of the NEA . .

Thus by 1929 the trend toward professionalizing supervision ds 4
separate Tield had advanced far encugh to warrant a4 separate depart-
ment in the NEA - Although it s impossible to descnibe all the concerns
of supervisors and directors during the next two decades within this
short space. 1t 1s dlear that the problems they strugelcd with wete prob-
lems of ends as well as means, very much mﬂum((d by the histonic ar-
cumstances ()f therr ime 4

The Depression

The new Department of Supervision and Curriculum Deselop-
ment of the NEA was hardly orgamized when the country ®as over-
whelmed by a sévere depression Many supervisors and administrators
believed therr ml‘;ﬁunng that tme was to lead the new generauon to
social adjustmentling to what hitdde happiness might be gvrested from the
“dull and sordid years' that they beliesed lay ahead for that genera-
non While Franklin Delafio Roosevelt spoke of this generation having
a rendezsous with destiny, public school admin’istrators more oftyn

“w
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' _spoke 1n sadder. less uphitmg*crms. E W. Butterfield, State Commus-
stoner of Educauon for Connecticut. expressed this view when he said,
* -

Our‘ schools face this new vk While children are sull pupils, the schools are to
educate all 1o lead w social adjugtments o train for 4 mec hanical age and o give
thru club activites thru music and art and moving piltdrt appreciation and home -
2 makyng and beauts culture the interests that will carrs happiness thrw many dull and

soradid years

\

Throughout the next few decades the overall view of education wa~
to help the younger-generation adjust to the real world of pain and sut-
fering which la} ahead As Butterfield contnued. .

~

Breswtd is the boy or airl who for fifts vears will mectin turn pain worey poverts

l‘-'\m(k hard work generous 1n gmsunt and monotorious in nature agd all of

the/ woes and ills that ffesh .~ hoir to and et will search tor no (scwdnur ot
’ d;‘ipﬂlr‘. SU l:j‘t‘ Or msdnity <

While a few educators paused momentarily o listen to George S
Counts’ darion call — * Dare the Schools Build a New Social Order]™
— most conuinued on 1n the more secure role of adjusting the vounger
generation to the soaial and ccopomic necessities of what then percenved
to be the real world Meeung the needs of children in such a world
called for ""individuahzing instruction.”” which often meant tracking’
the voung back into the soaal and economic dass from whence they
came $

The world of technological change continued to impress super-

_visors Some spoke of cultural lag, while others spoke of saenufic
management, soual efficency . and saenufic measurement Sull others
spoke of cooperatve curriculum resision, the whole child. pupil-teacher
planning. democratic supenvision. and hfe adjustment curricular goals

. While efficiency and saenufic management continued to occupy the at-

tention of manyv, toward the dosing years of-th¢ 1950s such words as

democracy . cooperative living. and group lhnﬂung became increasingly

commonplace While a few educational leaders sought to change the

. social order through the schools, many more thought in terms of soaal

harmony and Life adjustment  All seemed 'to agree that educatignal

supenisors ought to avail themselses of the new techniques emerging

from the new scicnces of psychology and sociology for analyzing, shap-

g, and conroling human behavior so as to become more efficient
social engineers or, at least. more effective educational leaders.

The interrelationship of ¢nds and means, as John Dewey never
ured of repeating. was mcwté)lﬂ; transactionally related Social science
methodology was never soially néutral, although many educators liked
to treat 1t as 1f it were Dewey correctly warned that undemocratic
methods, no “mat_tcr how objective, were sull likely to produce
undemocratic ends . e

¢ Naprona! Fdwation {,.ocatien [’rmm}m;i, Vol 72 193t p b8
7 bt .

. v = ” »

2N ¥ :

| r

<




94

12 “SUPERVISION OF TEACHING Lt .

N \
By the end of the 18305 4 cruaial philosophical discussion was tak-
. ing place among profe$sional educators which proved highly significant
in ‘terms of the role the profession would take 1in the decades ahead
That discussion centered on the changed meaning of the Yord
democracy and what was meant by demberatic method While in retro-
spect some have dismissed these discussions as rhetorical flourishes,
they were. mdeed. substantive cnitical arguments -
In the minds of Dewev and others the argument over democracy
Neentered on the guestion of method. The question ot whether soaal
scicneeanethods faould or could contribute to a more democratic society
troubled the vougg professor of education, Kenneth D Benne at the
University of [lhinkys In a 1949 edition o Progressice Education devoted to
social engineering,*\Benne argued that educational leaders must be-
come 'change-agents skilled 1n inducing. direcuné, and stabilizing
those changes 1n persons, groups. and organizations which intelligent
development »f educational situations today requires 7?7 Such socidl
engineering, Benne argued. will semve democratic aims and observe
"+ democrauc scruples and standards only 1f it1s guided by a methodology
which incorporates hasic democrauc values as procedural norms "'
Benne, along with R Bruce -Raup. George E Axtelle, and B
Othanel Smith, further developed these ideas in the 1943 Yearbook of
the Nauonal Soaety of College Teachers of Educaton under the utle,
The Disaapline of Practical Judgment in a Demacratic Society later published as
. The Improcement of Practical Intelligence in 195¢ Although Dewey did not
entirely agree with the work of these authors, their study 1s a landmark
attemnpt to expliatly deal with the practicgilinkage between the use of
soaial saence methodology and the possible conscquences for a demo-
cratic sog1al ordeér That the hook failed to reach a large audience makes
it no less significant Tt may_have fallen, on deaf cars because 1t was
onginally published during war ume when other concerns were ob-
“viousls more significant Perhaps it was the fact that it did not represent
+ - " the wave of the future For most gducational administrators and super-
visors in the post-World War I peniod the wave of the future lay in in-
*cdhseniminate borrowing and use of new soaal sciencg - technigues,
devad of philosophic and soaal conderns The damise of philosgphy of
cducation as a significant component 1n the education and training of
administrators and supervisors parallels the nise inthe use of social
- suence dfsaplines Since Waorld War I, educational lcaders have tend-
ed to worry most dbout the efficiency of means and to treat the ends as
‘ something ginven Yooy ~

“Fprexample e Davui H Jenk®s  Socal Fnainecnng in Educational € hange An Outline
- of Nothexd ngrf, we Fdwatlen 20 7 (Nav 1649) 197 197, Max R Guoodson Sacal
Frnginccning in a School Svstern Prodressie Education 26 7 (May 1119 197 301 Kenneth 1)

" Benne  Democratic Frhies n Sooal' Fagineenng Progresacr Rdwation 267 (May 114
201 207
o Ihd  Benne p 20l -
1 P ihd p 207
[ ] .
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/ , World War 11 demonstrated the useful application of social science
+ methods to practical problems)of change. Systems analysis of budgets as
well as personnel found its Way into'the lexicon of educational leader-
ship. *‘Group Dynamics’ was.anothe® technique with direct applica-

tion to educational engineenng ) '
,  Funded by the Office of Naval Research, the first Nationa} Train-
ing Laboratory o Group Development took shape under the joint
directorship of Leland P. Bradferd of the NEA and Dorwin Cartwright
of MIT with a selected cadre of trainces, among whom were Kenneth
Benne of Teachers Collgge, Columbia, and Ronald Lippitt of MIT’s
Research Center for Group Dynamics The stated intent of this labora-
{ tory wasto help leaders and groups ‘‘achiev ¢ maximum human produg-
tivity”’ while bringing their **behavior into line with the difficult de-
mands of democratic ideology."** The laboratory was further initiated

(1) to providé research suentists with an opportunity o communicate scientific
knowledge of group dv #mics to key cducation and acuon leaders. (27 provide an op-
*  portunity for obscrving experiencing. and pracucing basic clements of the democrate
group process which are relevant to educational and action leadership. and (3) to pro-
vide an experunental laboratory for further research explorationg of baac problems of

assessment and nnprovement of efficiency of group growth, group thinking. and group

action > )

Thus the National Training Laboratories gave birth to sensitivity
training. Over the next three decades it was used by ggvernment.
business, education, and rehgious institutions under th§ rubric of
“*democratic group process’’ to achieve efficiency ix *‘greup growth.
group thinking and group action '’ Whle one might seriously take issue
as to whether or not this process was democratic. 1t 1s clear that it was a -
highly manipulative series of techniques whereby sndividual thought,
identity, and freedom were overcome in order to serve the bureaucratic
“‘group’” 1n thought and action In the end it proved to be a highly cf-
fective apparatus to be used in any corporate structure from the mili-
tary, which.originally funded it, to the religious, economic. and educa-
tional institutions which u$ed it. From its origins+¥t promised efficiency
in maximizing ‘‘human productivity” within an institutionalized
framcworr]i ] S ‘

The problem that emerged 1n the NTL experiment was one that
emerged over and over again in the field of cducation in the post-World
War II perrod. While administrators and supervisors repeatedly turned
to the scaal saences for more effective methodology andgefficient tech-
niques for predicting and controlling human behavior, their role in goal
7 determination was diminighing. As this occurred the function of the
8| humamues in the education of such leaders became more and more ir-
relevant, if not a bit anachronistic. The older self conception of the

H

2 Prelyminary Report of the Farst National Iraining Laboratiry on Group Development {Mimcographed)
Bethel, Maine, Junc 1610 Julv . 1947. p w
* Ihid . ,
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supervisor as particpating in goal determination, which often appeared”
in the earlier pre-war literature, sedimed to fade as IHG,more technocrauc
model predominated Under the circumstaneés the question of meral
and cthical ends of educauon found little place in_the professional
literature ) . )

For the most part educators did not take the lead 1n social reform
mosyements. Although some educators in the late 1930s and carly 1940s
participated 1n intercultural prograrns which struggled against’ racsm
and sexismt su inherent in this culture, by and large, the limited progress
made in the post-war }cdr;m thése arcas was a4 consequence of he
educational bureaucracy being forced tu react from outside the system.

Over the last century as the idea of education became equated with
schooling, and the locus of educational authority shifted from parent to
teacher and then to bureaucrauc authorty, the locus of educational
decision-making became increasingly obfuscated Within this kind of
framework, lacking any significant philosophical rationale for judg-
ment, the means of education tend to be seriously evaluated solely in
terms of efficiency criteria Under such circurnstances the end of effi-
ciency justified the means of electrical shocks, group psychological ma-
nipulation, time-out boxes, sensitivity training, and drugs Thus these
devices becamie part of the repertuire of educatunal training techniques
in the 1980s. . ‘ ) )

Perhaps Max Weber was correct when he argued that, * the fully
developed burcaucratic mechanism™ has characteristics similar to that
of a machine when he said.

Pieasion spoad unambiguity knowledge of the files, continuity discreton unity

A .
sthict subtrdinatiog reduction of fricuon and of matenal and porsonal costs — these

ate raised 1o the optimum pointn the stricthy burcaucrane admimistraton !

[t was clear to him that, -

. .
Tho deasive reason for the advanée of burcaucratie orgamization has alwavs bun/l(s

The fully devdoped

purchy tcchmcal supenonts over ans other form of vrganization

burcaucrate mochanism canparcs with other orgaruzanons exactdy as docs the A

machine with the nonmeghanical modes of production * N
.

Early on Weber pointed out that such an organization n its fullest
development carried with 1t g thoroughly ratondhized fundamental
disrespect for hife '

Py
When fulli developed, burcaucracy also stands, uhder the pringiple of sine 1ra ac
studie (without scorf and buas) Tts spectfic nature, which 1s wdlcomed by capitahsm,
develops tht murc perfectly the more the bureaucracy 15 "dehumanizede”  the more
completely it succeeds in diminaung from offical business love, hatred, and all purely
personal, arrational, and emotional dements which eseape calculanon This s the
specific nature ofybureaucracy and it 15 appraised as 1ts special virtue

z
-

"'H H Gerth and C Wrnight Mills, From Max Weber Esiays in Socielogy {New York Oxford

Universsty Press, 1958), p 214 7 - ,
2 Jbhd -
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The driving force ofthe Kafka-like bureaucratic world of profit
and efficiency 1in which we live when carried to its rationalized extreme
becomes irrationally devoid of human purpose and dignity. Wnexam-
ined, unchecked, and uncontrolled. the criteria of efficiency cut deeply
into our traditional views of the dignity of life, knowledge, the meaning
of words, and the overall poliucdl process by which we govern
ourselves In such a world, words like democracy and freedoni lpse their
traditional meanings as they take on a propaganda fungtion. Margaret
Mead reflected this when she spoke to an earlier gencration of pro-
gressive educators who in 1935 were involved in the task of creating a
new sovial studies curriculum for what 1s now our present adult
gcncrduon . -

that for a sotiety to operate effiently, there must be a great number of words and
phrases which will set up immediate responses in the minds of any group which is ap-
pealed 10 act or to refram from acton Without such rallying words as ‘Democracy.”
The Constitution * Americanism, it would be impossible to organizc masses into
sufficiently integrated groups to produce sdual acion One definite task of the social
studies tegching s to build up the fone of certain words  to place thern in a series of cun-
texts so that they have come (o have a fixed sumulus value in the mind of tHe histener
The tale of the taartvr, the patriot. the hero, t%ndrrau(m of events as tranorous oy

despicable — all of these have this fum%‘ Py

The extent to which social studies teachers accepted Mead's
analysss of the pohitical process and the extent to which they- were suc-
cessful 1n effectively reaching the younger generation with such ideas 1s
the extent to which they. in part at least, significantly helped shape the
political life of the America of 1984

*

1 Margaret Mead,  Report of the Commuttee on the Socal Studies ol the Commission un the
Secondary School Carnculom Octaber 2601935, Secuon 3, Rockefeller Archive Conter_ As
quoted 1 Russell Marks  unpubhished manuscnipt * The Idea of 1 Q Indiana University,
Blrmmnwmn Indiana p 162
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. -Part }I .
The Many Faces of -
Supervision

s v *

THIS SECTION INCLUDES CHAPTERS THAT PRESENT several alternatiye
modéls, or ways of knowing in supervisign. John D. McNeil leads off
with a chapter analyzing “‘A Scientific Approach to Supervision.”
Noreen Garman follows with a chapter promoting “A Clinical Ap-
proach to Supervision.”’ To complu;ate matters, these very different
views are followed by yet a third view articulated by Elliot W. Eisner in
his chaptet ‘‘An Artistic. Approach to Supervision.*’ Not only do these .
analyses provide certain exphcnly formulated assumptluns or postulateg
in support of the advocated view but they provide as well background
assumptions that reveal the philosophical’ pérspccmes and epis-
tomological heliefs of these authors. Ealczh therefore, is able to argue a
point of view as true because the standards used to determine truth are
suited to the view argued. Truth, in this sense, is not determined by an
external set of standards but by criteria implicit to the view- being
argued._ .

McNenl for example, argues convmcmgly for a sclenuﬁc view of
supervision based on beliefs that teaching is or can be a science and on
assumptions that technical rationality carrectly characterizes human
thinking and behavior. Eisner, on the other hand,. argues convincingly
as wel for an artistic view of supcrws)on based on beliefs that teachmg
15 a form of art and on assumptions that tacit knowledge, intuition, and
particularistic rationality correctly characterize human thinking and
behavior. Noreen Garman avoids this debate directly but provides nev-
ertheless a view of humankind and a framework for supervision with
unique background assumptions. faith in individuals to share, to prob-

/ lem solve, to trist, =nd to relate to each other in some authentlc fashton
given a proper climate.

On first reading the chapters one can conclude that each of the
authors is talking past the others and that the views themselves are not
reconcilable. Stuck withthis predicament one must either choose a par-
ticular point of view and thus reject others or give up,an the whole affair
as another argument of interest only to academics. But a carcful reading
of the McNeil and Eisner chapters will reveal that the viéws proposed
are sensitive to a variety of ways of knowing. McNeil, for example,
points out th@t not engugh scientific information exists about teaching *
and that a research base for supervision is still wanting. Though he
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believes that developing thistucniTﬁc base is important, he concludes
nevertheless that saentfic supervision should be viewed gs only one of
many methods for improvmg instruction.. LCaution and aghalanced
perspective are evidenced in Eisner’s paper as well He softks not to
‘throw vut scientific reasoning with its abuses but to broaden/tHe «dhiept
to allow a more sensitive, particularistic, and meaningful rendering ‘of
. the.actual and possible in teaching. Ifonqudgcs cach point of view not
as true or correct n a universalistic sense, but as true or correct given
certain background assuraptions, then perhaps each ofthe supervisory
perspectives.can be viewed as alternative and o\'crlappmg lenses, none
of which alone provides an adequate yiew of supervision and evaluation
of teaching. , .
, Chapter Five, “Toward a Theory of Superv 1sor\ Practice™ con-
> . dides Part I of the book by attempting to bring together sciengfic, ar-*
. tistic, and clinical views of superyisieq _lp an integrated fr(umvmrk
. designed to help understand "and mmprove teaching. It is fn this im-
. — provement sense that a theory'of supervisory practice is proposed rather ”
than a theory of measurement or ¢valuation
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- Chapter2, -
A Scientific Approach to
. Supervision |

‘John D. McNeil®

WE ARE APPROACHING ANOTHER FIN DE SIECLE. Scientific supervision
began with the optimistic promise to deliver both a more just authority
for teacher improvement and great gains in student achievement. Farty
years later, in the early 1960s, scientific supervisors were denigrated for
not having determined teaching effectivencss nor the methods by which
pupils best learn. Consequently, and again with optimism, professional
researchers — behavioral scientists — took over responsibility for
discovering scientific knowledge that would make teaching more effec-
uive and supervisors were relegated to implementing their findings. A
highly supported R and D effort aimed at strengthening the research
basis for-'teaclier effectiveness followed. However, in the early 1980s,
this effort is viewed pessimistically. The behavioral scientists are criti-
aized as having had littlg impact on what or how students learn or, even
worse, that their rescarch is reinforcing inadgguate goals offeducation
Nevertheless, the conguct of research as an underpinning to superision
will continue albeit in differing directions. (a) theoretital research to ex-

plain what occurs inclassrooms.and to get better ideas about what is in- .
volved in teaching and (b) practical action research whereby practi-

tioners and researchers together try to resolve limited problems in par-
ticular school sitlpfﬁls and to search for procedures that work in the
hands of teachers.
-
Scientific Supervision as Part of the, .
a Scientific Managethent Movement

~ ~

}iarly in this cehtury, scientific supervision was viewed as a
answer to the lack of clearly defined standards, a lack that made it dfz
ficult to determine which methods were proving best and which teachers
were doing the best ‘work. Franklin Bobbitt, for example, saw scientific

supervisors as addressing two nitial tasks. guiding teachers in the selec-
N N - M

SA . ;.
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John D. McNeil 15 Professor of Education at the Unwersity of California at Los
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A SCIENTIFIC APPROACH TO SUPERVISION 19 - .

tion of methods and preparing and renewing teachers.' Superyisggs .
themselves were to discover the best procedures for performmg teaching
tasks and to help teachers acquire these methods in order to ensure,
maximum pupil achievement. Basic to this early concept of scientific
supervision was the need for a research basis for teaching — a replace-
* ment for supervision that appeared to be personal and arbitrary.
Examples of the kinds of information sought in deriving ap- - -
proprmtc methods are seen in these questions regarding the teaching of ~ «
additjbn in arithmetic. At what age should the 45 addition combina-
tion¢ be taught? What are the combinations that require much, medi-
um,Yand little drill? Sheuld the drill be oral or written? Is it best per-
“formed with abstract cxamplcs or in connection with concrete prob-
lems? What 1s the value of using exercises Wat involve vocagyonal or
civic motives? .
- Teacher preparation and renewal were to be undertaken gnly after
identifying the teacher’s weaknesses by méasuring the teacher’s know}*
edge of subjecy matter, understanding, of methods and teaching prac-
esses, ability to see teaching’in academic and social perspectives, ¢n-
durance, and energy. - \

1

»

3

. Scientific Super’vi‘sion as Drawing on Research Studies
: and Applying a Problem Solving Method
. e :

. v
By 1930, the difficulty of separating scientific supervision from the
*  scientific study 6f education itself was apparent Data generated from
carly investigations — experimental and statistical — aimed at yielding
knowledge of optimum mecthods to be employed by teachers were
deemed inadequate. Instéad supervisors were to be familiar with the
broad range of educational research and to use this knowledge in the ap-
praisal, training, and jmprovement of teachers Supervisors were to
draw 1mph(_atmns from redearch undertaken by cducationgl psycholo-
gists interested in mental measurement, inthvidual differences, and the
psychology of learning, they were to constrlict,” understand, and use
new types of tests suggested by educational gheasurement experts, and
they werc to see that teachers formulated objectives 1n accordance with 7
Qhe curriculum expergs’ new techniques.
At this time, the concept of scientific supervision changed from
that of regarding rescarch findings as fixed condlusions, formulated into
a pattern for all to follow, to that of regarding such findings as data for
sharpening obscrvation and directing further thinking. The influence of
John Dewey’s The Sources of a Science of Education® was apparent.” Accord-
ﬁingly, the object of ‘scientific supcrvision was the development of

v -
P «

' Franklin Bobbitt, "The Supervision of Caty Schools, in The Tuelfth Yearbook o}lha,\atwna[ . N
Soctety for the Study of Education (CHieago University of Chicago Pregq 1913) .
? John Dewey, The Sources of @ Science of Fducation (New York Horace Liveright 1929)
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! 20 SUPERVISION OF TEACHING

teachers who would attack their dassroom problems scientifically, free
from the control of tradition, and activated by the spirit of inquiry (the
forerunner of faction research). Supervisors and teachers together were
to adopt an fxperimental attitude, trying out new procedures and
studying the effects of each newly introduced means of improvement
until satisfactory results were attained. An undeslying assumption was
that the efficiency of teachers would be¢ increased through the guidance
of a supervisor who would translate aims of the school into terms which
the teachers understand, gain teacher acceptance of the aims and objec-

. twes, help teachers adapt the curriculum in hight of community and in-
dividual factors, analyze teaching, and judge the quahty of instruction
and the efficiency of the results *

. L
Scientific Supervision as Democratic Ideology

~

In the carly 1940s, saentfic supervision took a new turn in re-

sponse to political concerns and the.climate of war. Printiples associated

with democracy — widespread participation, respect for personality,

and the importance of ehciting the contributions of many in reaching a

common goal — tempered the earher admonitions that teachers should

act in accordance with facts and principles that were reasonably well
established by the process of science

Indeed, supervisors were to help teachers apply saentific methods

ahd attitudes only in so faras those methods and attitudes were consis-

tent with the social values ¢f the day |The formulating of hypotheses,

the selecting of ;épr)pndtc&search .signs. and the statistical analysis

found 1n action research centered oy instructional problems of impor-

tance to the participating teachersSuch saentific methods were to help

teachers and supervisors collegt’data and draw conclusions that would

be more sufficient and sy atically organized than the facts and con-

«clusions they would derive from their uncontrolled opinion Although

_ supervisors continued to study and relate th{écncralizablc findings

from research that seemed to have implications for school pracgyce, thes

. tended to cite only those studics that were eonsistent with the. political

ideology of the ime. For example, a limited study comparing the effects

of autocratic, democratit; and laissez-faire leadership by Lewin, Lip-

pitt, and White, indicating the superionty of the democratic role over

autocratic and laissez-fare roles, was taken as the defining answer

regarding the most appropriate teaching style for the classroom * This

« study had a more far reaching effect on practice than any other single

piece of research, although 1t was faulty as an experimental study

Y A'S Barr. An Introduction to the Scentrfec Study of Classroom Supesiision (New York Appleton and
Company, 1931) T

¢ K Lewmn, R Lipptt, and K White. "'Patterns of Aggressive Behavior in Experimentally
Created ‘Social Climates,’™" Journal of Svcial Psychology 10(1939) 271-299
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.

The End of Scigiytific Research b‘y Schoél Su'pervisors

By the 1960s supgrvisors were no longer engaged with teachers in
action research. Action researchers were criticized for their lack of
quantitative methols and their failure to conceptually grasp the prob-
lems undertaken.® Educational science did not cement teachers into a

“self-governing expert group. Instead, research on teaching was about to
be rclegatcd to techmically professnonal rcsearchers Jot supervisors and
teachers ’

The Handbook of Research on Teaching publxshed In 1963 signaled an
effort to put rcsearch on dassroom behavior into contact with the
behavioral sciences. The content ofgthe book emphasized methodology
for conducting rescarch on teaching — "theories, paradigms, statistics.
and expenmental designs. In focusing on the methods and concepts of
the behavioral sciences, the authors of the handbobk sought causal in-
terpretation and explanation in contrast to'the earlier posxtn ist concep-
tion of saence which limited inquiry to simple investigation into facts,
such as experimenta# design to determine the relative effectiveness of
phonics versus whole word method in the teaching of reading. The
handbook both set the direction for future research on teaching and
revealed the himited knowledge derived from previous research.

. The pauaty of knowledge about teaching vanables and student

. achieverment attamnedyin the previous_cra was apparent Little was
known about the pra®gal productivity and unexpected effects of given
.« teaching methods. A research hasis fgngmdmg supervisors was still
lacking. The folléwing condlusions by experts who reviewed the status

of knowledge regarding teachers are testimony to this uncertainty
Procedures for Assessing Teachers Ratings of tcaching cffectiyeness
have no discernible relationships to student gains. After 40 years of
research on teacher effectiveness, one can point to few outcomes that
supervisors can safely employ 1n hining & teacher ar in granting tenure.

Effects ojClassroom Practices. There 1s a laclgof both a formal system
of pcdagoglcal thtory and knowledge about the relationship between
particular classroom procedures and their educational consequences.
Dhfferent kinds %f teachers get varying amounts of achlcxcmcnt from
different kinds of children.

Programs for Teacher Improvement. It is hard to find evidence that pat-
terns of teachér behavior are generated by teacher training. Teaching
behavior has little to do with scienufic knowledge of learning. Instead,
most teaching patterns are influenced more by tradition and the per-
sonal nceds’ of teachers than by rescarch on teaching. The teacher 1s
formed by the soaal situations imposed by the job, especially by the
teacher’s rclanonshlp with students A tejching method cannot be de-
signed in terms of a set of laws of learning alone. It must also include a

- -

- .
" H L. Hodgkinson. ' Actton Research — A Cninque, ' The Journal of Educatienal Sociology 31
41957) 137-153
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22 SUPERVISION OF TEACHING

_sgt of laws that characterize the consequent behavior of the teacher We
Thave no such laws.
Teacher Charactenistis The rclauonshlp between psy chologlcal mal—
. functioning and teaching effectiveness is low There are inconsistent
L finditigs regarding the relationship of the teacher’s intellectual power
. and success in teaching. Little 1s known about the relauonship between
teaching pérsonality and teaching effectiveness.

Teaching in Nursery Schools. The body of knowledge rcgardmg
nursery school teaching is spotty and unorganized Statements about
teaching method are so_tentative that they are of little value

Teaching in Higher Educatzan When one is asked whether lecture is
better than discussion, gtJ'Je appropriate counter is ''For what goals®”

Teaching Reading.*There 1s considerable difference of opinion
among experts on reading methods. Research has not given much help
in identifying developing skills, appropriate attitudes, or flexibility
necessary when reading for different purposes and reading different
kinds of matetials. There seems to be no “'best’’ method for all children
+ learning to read

Teaching Science Research on the rclauonshnp between the béhavior
of science teachers and other variablesy, such as the behavior of their
pupils, is meager.

Teactuing Math Evidence about the consequences of tell-and-do
methods versus heurstic methods 1s not conclusive One should be
wary of adopting one rm:thod or aniother on the basis of the evidence
available. .

Teaching Composition The transfer value of grammar to the writing
of compositions depends on the particular grammatical ability involved
We do not know what speaific items of grammatical knowledge hold the
greatest promise for improving composition skills

Teaching Social Studies. Research on the outcomes of any given tech-
nique has yielded conflicting results. -

Teaching Vasual Arts. Those n this field do not seek a single set of
procedures for teaching art. There is no theoreucal base that is correct
to the exclusion of other points of view ’

Teaching Foreign Language There 1s no adequate classroom prcn-
mentation There 1s no research from which to draw useful conclusions
for teaching grammatlcal habits. The problemn of optimal methods of
teaching pronunciation is practically untouched There is a dearth of
evidence on methods of teaching reading in a foreign language

Similarly, A S. Barr's summary of studies related to the measure-
ment and prediction of teacher effectiveness indicatgd little was known.®
During a period of. ncarly 40 years beginning with his gxperience ras
director of supervisors 1n the public schools Barr sought to apply the

> A S Barretal . Wisconun Studies of the Measurement and Prediction of Toacher Effec
tiveness — A Summary of Invesugauons ' Journal of Experimenial Fducation 30 L(Scptember
1961) 1-153
-
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sciénufic approach to objectifying teaching. Under his direction, teach-
ers, supervisors, and 73 doctoral candidates éarned out studies of teach-
ing effectiveness. Almost every conceivable aspect of teashing ability
and evidence of effiuency’ was explored imterests, attitudes, behaviors,
knowledges, skills, and personality traits In looking back over these in-
vestigations, Barr asked, **What progress has been made®’” His answer
Y.as that some progress had been made in clanfying the problemr He
correctly saw that the problem that needs clarifying before all others 1s
the criterion of teaching effectivenesw Different people employ different
criteria and approaches to the evaluation of teachers Some prefer to ap-
proach effectiveness from the point of view of personal prerequisites.
some from teacher-pupil behaviors, 3ome from basic knowledge. at-
titudes. ang skill. and some from the point of view of resulds or pro-

“ducts These different approaches give different answers to the ques-
uon.. Is this teacher asr effective teacher””” ’

Other ptoblems include the difficulties of (a) 1solating teacher m-
fluence from the influences of home, peers, and ®nvirdnment and (b)
relating the specific teaching acts to larger ends (Supersisors tend to
infer sigmficance of specific acts to larger purposes, but they have not
established the validity of their inferences according to the canons of
science ) A number of unresolved problems are associated with the need
for assessing how teachers make decisions with respect to pupil needs.

A\
means of mstruction, rewards, punishments, and standards Super-, .

visors themselves should be tested by dqx‘négstratmg their ability to 1m-
prove a teacher’s effectiveness through the manipulation of variables
thought to be associated with effectiveness One of Barr’s most impor-

. tant conclusions is that the constituents of effectiveness are not found 1n

teacher, pupil, or 1n situatign’, but in the relatiogships that exist among
the three at any given .un;)é and place

‘
.

.

Current Teacher Effectiveness Research

A Technology of Instruction Based,on Learning and Behavior
Theory { - ]

. Behavioral scienusts thought that the problem ofcffcct‘ixc' instruc-
tion could best be met by applying psychological®heories of learning
and the results of cxptriments involving controlled mampulation of
specific factors. The development of teaching machines and pro-
.grammed instruction became the vehide for generating ideas about
critical instructional variables and for tesping their effects. B F. Skin-

\ ner, in connection with the design of t8aching machines. drew attention
\ ;

E
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to the importance of such instructional variables as active overt re-
sponding, ehcitation of covert respunses, reinforcement, and knowledge
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/ 24 SUPERVISION OF TEACHING

of results. Psychologlsts such as % A Lumsdaine’ andR M Gagnc 8
‘who had been engaged 1n trammg research for the military in World
War If. sought to develop an instructional technology by which a
. teacher could be aided agd made more effective

Lumsdaine stressedf the need for controlled experiments showing
the influence of specificffactors that consistenily influence the outcomes
of instruction Some of his conglusions were that overt responding 1s less
important 1 meanirigfu) context learning than in rote learning and that
such responding 13 likely to be greatest with very young children and’
with difficult material, there is value in prompting or cueing student
responses 1n learning a procedural skill, and that learrung may be
enhanced by repetition, pacing, example, review, and opportunity to
repeat missed items He urged better definitions of variables and analy -
s1s of their interactions as well as empirical demonstration of the effects
of these vanables in particular instructional programs

Gagne stressed the idea that achievement of the objectives of an in-
structional program depends on whether or not the learner has attained
the learning prerequisites to the task that the program is designed to
teach Accordingly ,the teacher would have to decide on the ultimate
goal and determine the subskills necessary to progress smoothl\ to the
goal, keeping 1n mind the methods and matersals to be used Knovung
the comporients of a logical and hierarchal sequence and the use of this
sequence in preparing diagnostic tests to assegs the learners’ prepara-
tion offers considerable possibihity for improving instruction

J. B Carroll presented a conceptual model of the learning process
that proposed that the success of learning’is 4 function of five elements®

. 1 Aptitude — basic charalcigyfgtics that influence th%nme se-

quence for one to attain mastery of a task

’

o

2. Intelligence — the ability to understand the task to be learncd

and -the proccdurcs to follow i learhing the task
‘ '3 Perseverance — the amount of time during which one will en-
gage 1n active learning of the task
4 Quality of instruction — the degree to which elements of the -

task are wellpresented,’explained, and ordered oo )

5. Opportunity for learning ~— the amqunt of ume allowed for
learning reflected 1n the pacing of istruction relative to the students’
capacity to profit from it

. While the first three elements reside in the learner, the latter two

/

reside 1n the Ecachlng ¢

. -

"A A Lumsdaine Educational Technology Programed Instrpction and Instructional
Saieqce  Theones of Learning and Instruction 63rd Y earbouk of the National Sooety for the Study
of Fﬁuca(mn‘ Part 1 1964 pp 171 401

*R M Gagne The Condihions of Learming (New York Holt, Rinchart and Winston, 1967)
*} B Carroll, * A Model of School Learning.”” Teachers College Record 64 11963) 723-7%3
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The technology of nstruction emanating from the work of these
behavioral scientists hanja great impact on both school practice and the
conduct of research on teaching effectiveness. Goyernment supported
agenaes such as regional laboratonies for research and development
created curnculum matenals that followed the technologists’ demands
for specification of objectives, measures that match the objectives to use
in*evaluation, dehineation of the component skills requisite for achieve-
ment of the .objectives, prototype development and tryout, and testing
of the learning sequences in both laboratory and field situations to find,
out to what extent they attain desired results Publishers of instructidhal
materials also ado;yted features of the new educational technology. such
as specific objectives, continua of sKills. criterion-referenced tests. and
provision fer immediate feedback * .
The application of technolégy to the-development of instructional
products constitutes an indirect form of supervision, that 1s, product
developers external to, the classroom determine objectives of instruction
and provide the means to attainment Although 1t has been more
popular to’ focus onteachers as the way to affect instructional improve-
ment. behavioral scientists with a product developmentforientation
assumed that by lmprth\g materials, they would improve educational
practice ¢
. Technology of instruction was not only applied in the develop
of products. Instructional procedures associated with mastery learning.
personalized teaching (The Keller Plan),™ ind1vidually-guided instruc-
tion, and other popular innovations are based on the concepts dnd work
of the behavioral suentists Indeed, one can make the case that present
trends 1n competency-based educatioh and performance tesung are de-.
pendent on the technologists’ notions of prespeafied objectives, criteri-
on measures. and direct practice with important skills
Cnucism of learning theory as a basis for gujding teaching practice
was forthcoming W ] McKeachie attacked Skinner and programmed
instruction as well as the laws of learning themselves as applied to
human learning !' He challenged the usefulness of thg, concept of rein-
forcement by ating inaidents when children do lewell in learning
when materially rewarded, and the concept of knowledge of results by
atihg evidence showing that knowledge of results does not always pro-
duce better learming and that feedback and praise do not always lead to
improvement McKeachie attributes the popularity of psychological
principles and the technology of teaching to their simplicity; the basic
ideas pre simple to apply and they work often enough to maintain en-
thusiasm-for them—"~ . ~

‘

’

P ~ ]
5 F S Keller, The Keller Plan Handbook (Menlo Park. Cahf W A Benjamun. 1974)
W | McKeachie, The Decline and Fall of the Laws of Learming * Educational Researcher 3.,

3 (March 1974) 7 11




O

Aruitoxt provided by Eic:

ERIC

O f o .

i

26 SUPERVISION OF TEACHING

The "Process-Product Paradigm

L. Gage is a representative propénent of an approach by which
investigatérs search for teaching processes (teacher behavior and
characteristics) that predict or cause student achievement and attitude.
"This approach 1s similar to that followed by A S Barr and others in a
prior era of criterion of effectiveness studies.” As stated previously, this
approach as carried out in the past faled to produce conclusive
know ledge for a variety of reasons. failure to control for the intervening
events between teachmg behavior and outcomes, failure to get at the
meaning behind (eachcr behavior. falure to attend to the vanables that
are unstable but important in briniging about learning, and fajlure to

@%oﬁze that the relation between teacher practice and results need
only be better than chance Gage sees some ways of overcoming these
failures and holds that the approach will lead to a scientific basis to
teaching "2 He does not look for a science wherehy good teaching 1s at-

tainable byffollowing laws that yield predictability and control «Instead,

§ at scientific findings that will allow teachers to know that certain

teachehbehaviors are likely to have an effect on what students learn
InaSmuch as the nurmiber of v ariables referring to teacher behavior,
pupil behavior, and classreom envinment number in the hundreds,

Gage recommends instructional treatments that combine teacher v aria-

bles found to correlate with pupil achievements into combinations of
com%onents Should the combination improve achievement, further
analysis can show the relative influence of the individual components

By testing the significance of combined results through an estima-
tion of the '‘nonchanceness™ of a number of independent findings
related to a process variable, Gage has been able to find effects that were
masked 1n 1solation  This situativnal technique 1s aimed at overcoming
the failure to find significant correlations due to small sample size After

sifting several hundred variables in teacher behavior, Gage developed a

set of inferences as to how third-grade teachers should work if they wish
to maximize achievement 1h the basic skills Most of these call for op-
timizing academic learning time

* Establish classroom rules that allow pupils tddtend to personal
and procedural needs without having to check with the teacher

* Move around the room a lot,  monrtoring seatwork and attend-
ing to academic needs

*  When pupils work independently, ensure that assignments are
interesting and worthwhile, yet easy enough to be completed m(hout
teacher direction - .

. Spcnd little time 10 giving directions and orgamzms the class

* Callon achild by name before asking questions to ensure that all
have opportunity to respond.

N L Gage The Sambifuc Basus of the Ant of Teaching (New York Teachers College Prese 197§)
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DM \chlev claims to have ovércome other limitations of proc-
ess-product researc summarizing the results of studies of teacher
behavior that used mmaftcr several months of instruction as the
criterion of effectiveness.”” He concluded that the following three kinds
of teacher behavior have strong e¢nough relationships to effectivencss
that they can be considered dépendable:

Learmng environment — the effective teacher has a (Iassroom that is
orderly, and psychologncﬁllvmppomv '

Use of pupil time — the effective teacher devotes more ume to
academic activities with the dass orgamzed in one large group
Although effective teachers devote less ime to pupil seatwork than inef-
fective ones. they supervise pupils engaged in scatwork more dosely

Method of imstruction — contrary to popular opinion, teachers who
use more low-level questions and whose pupils initiate fewcerfquestions
and get less feedback or additiondl @mplification of lhcxr questions are
associated with higher pupil gains -

Medley 's research 1s consistent with the findings from a number of
process-product'researchers For example, B V' Rosenshine found that
of ten_prétising variables two that showed the highest correlation with
achievement are those related to content covered (opportunity to learn
what 1s being tested) and task orientation or academic focus '* The work
of D C Berliner and others at the Far West Laboraton for Educa-
tional Research and Development, the research of J E Broph\ and.C*
M Evertson further supports the valugof teachers giving dfrect super-
vision to pupils in order to ensure academically gngaged time

. . J
Impact of Process-Product Research on Supervision

The impact of this process-product research has been great Super-
visors now cmphasize staff development programs.aimed at getting
teachers to apply a mcthod called ‘‘direct ihstruction,’” a method de-
rived* from research findings regarding the apparent importance of
academically focused teacher-directed dassrooms. In accordance with
direct mnstruction, ‘teachers are expected to make goals or objectives
clear to students, to allocate time for instruction in sufficient and contin-
uing amounts, to match the content prcscmcd to that which will be
measured on tests of achievement, to monitor the performance of
puptls, and 1o keep questions at Y low level 50 that pupils have a high
success rate while learning and to give immediate feedback to students
Unlike the teaching model of the 1950s, the “‘good™ tcachtr is neither

= Donald M Mediey, * The Effectiveness of Teachers.” s Rescarch on Teaching od P L
Peterson and H | Walberg (Berkeley Calf  McCutchan, 1979) pp 11-27
. "B \ Rosenshine  Academic kngaced Time Content-Covered, and Direct Instrucuion,
paper presented at AERA New York 1977 .

' D G Berlingr et al | Phase 111 of the Beginmung 1eacher Evaluation Study (Far West Laboratory
for Educational Rescarch and Development, 1976). ] E Brophv and ¢ M Piertson, Praces
Product Correlation in the 1 exas 1 racher Effectiveness Study (Austin. Tex Ln\srrsn\ of Texas 1974

.
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-
laissez-faire nor democratic but c(\)ntrolling The teacher controls the in-
structional goals, chooses materials appropriate for the student’s ability,
. and paces the instructional sequence
Action research has been réintroduced as a way to sensitize
teachers to the importance of tune-on-task Supervisors in the San
Diego City Schools, for instance, involved teachers and rescarchers to
determine what keeps teachers from giving more urfie to direct academ-
i instruction They found that organizational and management prob-
lems within the classroom were the chief obstacles, not external inter-
ruptions. Teachers often did not have the solutions for the problem of a
productive classroom chmate
B .S Bloom points out that although supervisors have always
recognized time as a ccntral factor in learning, they are now giving
more attention to 1mprox1ng instruction so that pupils will give more
time-on-task. The key is that pupils comprehend what 1s being taught
and what they are to do '* Idenufication of specific knowledges,
abilities. or skills that are essential prerequisites for the learning of a
particular task and teaching these prerequisites accounts for much of
the success attributed to mastery learning. Bloom is also concerned that ?
teachers are frequently unconscious of the fact that they do not provide
equal opportunity for learning ¥l students . Thus. he recommends
that supervisors help teachers s&tire an accurate picture of their 1n-
teractions with students.
In the 1920s. supervisors stressed time-on-task and student atten-
- tion from a preoccupation for efficiency, effectiveness, and productivi-
ty In the 1940s. they downplayed time-on-task as being too mechanis-
tic and authoritarian for democratc cassrooms. Now. partly as a result
of the process-product studies and the stidies of mastery learning,
sypervisors are luoking to this variable astthe answer to improvement of
{caching and lcarning Therefore. supervisors encourage teachers to be
; aware of their aliocation of time in class, to the manser in which pupils
utilize that time, and to how meaningful the task is to the pupil
In her workshop for supervisors, Madehine Hunter, for example,
has influcnced staff development in the direction of dear indications of
lesson objectives, expected work patterns, criticizing assignments — all
of which represent proactive rather than reactive tcacEgr behavior 7
Vo Her prescriptions for teachers are as follows: (

1. Duagnosis — Identify a major objective and the status of learn-
ers 1n relation to this objective

2. Specfu objectives — On the basis of the diagnosis, sclect a specif-
ic objective for a particylar group’s daily instruction.

' B $ Bloum. The New Iirection im Educational Research Alterable Variables, P Delta

Kappan 61, 6 (February 1980) 282-305
" Doug Russcll and Madchne Hunter, Planning for Effectice Invtruction (Lasson Desyeny (Laos
¥ N Angeles Universty Elementary School, 1980)

€
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3. Antiapating set — Focus the learners’ attention, give brief prac-

tice on related learning previously achieved, and develop a readiness for

i~

the instruction that will follow. %
4. Percewedpurpb; — Inform the learnets of the objective, indicat-
ing why 1ts accomplishment is important and relevant to present and
future situations. . .
5. Learming opportumties — Select lcarking opportunitics that
promise to help learners achieve the objective '
6. Modeling — Provide both a visual example of what 1s to be at-
tained (product or process) and a verbal description of the eritical ele-
ments involved. .
\ 7. Check for understanding — Check for learners’ possession of es- e
sential information.and skills '
8. .Guided practice — Circulate among students to see that they
. can perform successfully before being asked to practice independently .

9 Independent practice — Once learners can perform without major
errors, they should be given opportunities to practice the new skill or
process with hittle or no teacher direction. .

The Process-Product Paradigm and Practices that Follow From It

s

Some of the limitations of the process-product paradigm are over-
come by applying newer statisucal techniques, such as meta analysis, '
and by conducting expetimental studies in which the variables 1den-
ufied through correlation studies are manipulated —"acted on by
teachers — to determinel if they have a causal influence However,
serious problems remain. Chief among them are those mentioned by
Barr dong ago — the difficulty of getting agreement on the criterion of
effectiveness and the problem of implemenung the implications of
research findings into unique classroom situations.

Process-product researchers use controversidl definitions of
achievement. Their definitions are chiefly mastery of narrowly defined,
skills in arithmetic and reading, a closed set of performance and infor-
mation. Mastery is usuall{,mcasurcd by an achievement test rheasuring -
low levels of urfderstanding, such as recall and comprehension, rathef
than appligation and evaluation. We do not know that the education of
pupils is advanced by teachers who follow the newly prescribed proc-
esses, only that certain skills are attained. Therc is no validation of these
” prescribed processes to other defintions of literacy, suth as critical
- thinking and invention. . ) .

The use of a questionable criterion for effectiveness might account ’
for some of the unexpeuted findings from process-product research
Consider the low correlations between the asking of high level questions .

" .

i G V Glass, ' Integraung Findings The Meta Analysis of Rescarch,” in Retiew of Research
wn Education, 5 ed L. S Schulman (Itasca, [l Pracock, 1978) N
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by tcach(’;{s and achxucmcnt of puplls. Inasmu

demand low level responses, it follows that hn
appropniate. Also, ﬁndmgls shuwing the superlont) of direct instruction
whereby teachers exercise control are unacceptable to those who value
self-directed learning and the student’s own sensc of personal control,

In her examination of studies that seem to fvor direct mstruction,
P L. Peterson found that only small effects were attributable to such in-
struction.'® Indeed, the data on effect size suggested that while the
average student tended to achieve more with direct instruction, the dif-
ference between this instruction and an individual or open approach

was only g

i

h as achievement tests
level questions are less

-tenth of a standard deviation Further, Peterson found the
ct rather than the direct instruction to be more assoaated with
ity and problem solving )
Teachey difficulties in acting on resecarch findings are numerous.

By way of example, teachers are confronted with the dilemma of follow-
ing a set of teaching proccdures designed to attain hngh levels of pupil
time-on-task by concentrating on whole class scttings, while at the same
time pursuing a path aimed at maximizing the individual mean-
ingfulness of instruction requiring imdividualized activity Consider,
too, the relative difficulty of getting active learning time 1n a classroom

We pupils are motivated to learn as opposed to one where pupils view

school tasks as aversive stimuli The dependable finding that effective
teachers have orderly classrcoms may be only an artifact Orderly
pupils may just as well produce an effective tcacher as an effective
teacher cause an orderly class.

Acquiring an understanding of the reasons for the considerable
day-to-day fluctuation in pupil engagement 15 unlikely to come from
reliance on precess-product rescarch There is a need for action re-
scarch in widely different dassroom contexts whereby participants at-
tend to vatiables outside of those offered by the behavioral saientists No
matter how well planned a I8sson, effectiv e teaching will remain difficult
because of the many changing cues to which teachers and students must
respond Supervisors and teachers sense the uselessness and absurdity
of some of the conclusions from product-process research

G. D. Fenstermacher? offers the view that hehavioral saentists err
in believing that what teachers do is more important than what teachers
think He would have supervisors give more attention to helping teach-
ers think and feel differently about what makes teaching worthwhile.
Getting knowledge about teaching and getting teachers to be cffectuve
arc two different activiti€s. Instcad of asking. °
behaviors produce x effect?”’, supervisors should ask, ““Why do these

P L Peterson, " Direct Instrycion Reconsidered,
ings and Implications, ed P 1,

pp 57-69

G D Fenstermacher,

-

A Philosophical Consideration of Recent Research on Teacher Fif-

fectiveness..” Revier of Research in Education 6 (1978) 157-186

‘39

‘o

‘Do these teachers’

" Research on [ eaching and Concepts, Find-
Pn/rson H J. Walberg (Berkeley, Calf McCutchan, 1979),

.
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+  teachers perform as they do?’", looking for relationships begween per-
formance and teacher intentions. The relation between thought and ac-
tion may be the critical issue in research on teaching.

’ " ° The Future of Scientific Supervision )

One of the Unifed States’ great stréngths is the extfaordinary
development of science and technology which is a direct consequence of
the freedom of investigation and criticism. Also, the American national
character is rooted in optimism — *‘A sense of efficacy.”” Our problems
can be solved.- We shall make life better. It is not surprising then that a
gientific #pproach to supervision — that we can find out why some
people are more-effective teachers than others and that we can use thig
knowledge to help teachers become effective — is a central dimension in
the supervision field. There are other reasons as well. Supervisors want
a knowledge base to free them from charges of personal arbitrariness int
their supervisory practice. Teachers, even though they at times distain
the results of scientific inquiry in(6 teaching, see the need for such ac-

. tivity, if only to strengthen the myth that teaching is a profession as
evidenced by the use of scientifically validated procedures which are not,
possessed by and which cannot always be judged objectively by the
general public. ) .

On the other hand, the case for scientific supervision has not been
won. Just as there is an erosion in thehﬁmerican’s faith 1n science, so,
there is a lack of confidence that research in teacher effectiveness will
ever fulfill'its'promise. The search for effective teaching methods and
teachers is like the s¢pwgh for the Holy Grail. Not all teachers can be
successes because we are dealing with an art, and there ate no formulas
for art. ‘. .

Limitations to the Scientific Approach to Teaching Effectiveness

\

Fa

Future scientific research into supervision will probably follow the
direction of social research in generalg' This means that scientific
supérvision will be seen as only one among several nalytical methods
for improving instruction. Other forms of inforfnzi&)an and analysis, in-
cluding the ordinary knowledge of dupervisors and teachers, may be
more effective than the results of scientific inquiry. Ordinary knowledge

. is not won by the methods,of science but by common sense, empiricism,
and thoughtful speculation. Such knowledge is highly fallible, but,
nevertheless, knowledge to anyone who takes itis a basis for action.

N .

7 C. E Lindblomand D K .Cohcn, Usable Knowledge (New Haven. Yale University Press,
1979). : .
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The Limited Contribution of Researéh to Improving Teaching

R'%search has been"liraited in its cOntribution to teaching pr%ctice

for\a\number of reasons® .

1. The number of propositions produced by a scientific oach
is tiny compared to the judgments and guidelines employed in teaching.
2. Researchers of teaching fefine ordinary knowledge more than.
_they create knowledge. The researchers’ newly found alterable
-« variable 6l)tifnv;-on-tﬂask, prerequisites to learning, pupil opportunity
to patﬁcsi’pate, home environment, teachers’ attitudes toward children,
feedback and corrective procedures have circulated as part of teachers’
and supetvisors’ ordinary knowledge for generaiqns. *

3. Researchers refine knowledge in a highly selective fashion.
Only a few of the propositions from ordinary nowledge gt tested by
researchers, and of these only a few are givewa high degree of verifica-

tion. V ) o
' Indeed, Walter Doyle 'hag_called for 2 fundamental conceptual re-
organization of research on teaching on the grounds that present
variables found to be assoéiated}‘vith achievement, such as time-on-
task, may be leading to spurious interpretations.?? These teaching
- ~—variables are assumed to causf student behavior when if may be that the

student behavior, such’ as specifying time in learning, is a factor of”

" teacher adapgation to students or students 'need for atthority. Doyle

k would reorganize reséarch so,that less attention is given to teacher

"behavior as the treatment variable and more attention is giventgd the

_ nature of the tasks students are trying to accomplish. Examples of tas
variables are degree of risk and ambiguity Other variables of im

tance are the meanings students give to the objects and events they g

counter in instruction. Admittedly, research conducted along this re-

. constructed line would not increase knowledge about effective teaching

p\&eins, but might provide an analytical framework for helping
t

eachgrs interpret the problems they meet in their specific classrooms.

4" There i§little hope that resefirch will bring authoritativeness to
. .supervision. Research does not cover the whole terrainof classfoom
problems. Also, many of the scientific findings will be rejected on other
~*  groupds — political, ecgnomic. Further, teachers and supervjsors will
not agree that any finding is sufficiently established to serve as the final
word\of authority. The most authoritative knowlédge is that which has
been dpnfirmed by research and carresponds to the ordipary knowledge
of teachers. Ordinary knowledge thiat children achieve more when
in appropriate learning tasks, that leatning opportunities shoul

-

L

n M/\ ,
* Walter Doyle, *'Learning the Classroum Environment Glugical A ps." Journal of

Teacher Education 28 (1977) 51-55

n
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1 / . .
progress are more authoritative statements than some of the findings

from the behavioral scicn(istszocess—product research,

. 5. Many scientific findthgs regarding teaching effectiveness- are
divergent. When there are divergent views — teacher praise and criti-
cism, class size, open structure, valug of drill, pupil choice, concurrent
versus transference.methods in bilingual education — then supervisors
and teachers take only the view that is consistent with their ordinary
knowledge as authoritative and act on it. The other view is dismissed as
,%elmg incorrectly defined or the research design and sample‘are said to
by faulty. . .

\

-

Optional.Directions in the Scientific Approach

In view of the lack of authoritativeness of educ#ional research
regarding methods and effective teaching, how should it be redirected?
One option 1s for researchers tp forsake the search for practical solutions
to well-defined problems and instead attend to the functions of fun-
damental enlightenment of thought as achieved by those such as
Dewey, Piaget, Chomsky, and Freud Members of the National Acad-
emy of Education in their recent review of instances of research that
have anfluenced educational practice credited theoretical ideas as having
the greatest tmpact, not hard-core statistical demonstrations.?? AcEept—
ing the goal of‘cnlxghtenment. rather than social engineering sets new
tasks for researchers on teaching Instead of aiming at authoritativeness
and testable scientific propgsitions, they would try to clanfy under-
standing of the classroom and its problems. Conceptuahzation which
_might include alternative ways to enhance learning would be an exam-
ple of such activity '

_-A second optional direction is for researchers to return to the
earher practice of action research and limit themselves to highly selec-
tive but restricted questions of importance to a local community The
argument fo this direction is that problems of teaching require a wide

~=rAnge of ongooks and _participants, not just problem solving The i~

teractive problem solving of action research 1s an alternative to solving
problems, understanding, thought, or analysis from the viewpoint of a
particular source of knowledge, Researchers using forms of human in-
teraction for the purpose of reducing a problem have the advantage of
implementing knowledge as well as finding it.

A third direction is to pursue the ideal of objettive experiments on
children, zittcmpting to modify them by the proces$ in question. Such
efforts to impr8Ve the science of pedagogy will be difficult because they
‘involve entanglements with questions of both ends and means The
sciences from which pedagogy draws, particularly psychology, often
limit the inquiries undertaken.

L )
B P Suppes, ed , Impact of Research on Education Some Case Studies (Washington, D C - National
Academy of Education,1978)
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»

A fourth direction is to improve teaching through fact-finding
studies, adding to knowledge about teaching problems. who are the
achievers, non-achievers, where are they, and what do they lack.
Although reporting may seem insignificant compared to other dimen-
sions of scientific undertakings, researchers have a higher success rate in
this activity than in achieving scientific generahzations Further, the
facts uncovered may contribute to solving problems of teaching
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| . Chapter 3.
.-~ The Clinical Approach to
~ Supervision

Noreen B. Garman ¢

.
IN THE CLINICAL APPROACH TO SUPERVISIOY, the supervisor provides the
practitioner with a service that is concetned with the quality of histher
practice. The supervisor is competent, compassionate, professional,
however," it should be emphasized that supervision ‘represents a good
deal of effective tinkering. Supervisors ,are itinerant, working in one
place and then another, seeing no beginning, no middle, no end They |

must be knowledgeable and skillful engagh to have ‘‘the courage not t0 ,
know'' and yet to function conﬁdentb}}is is the clinical supervisor's
legacy. .

The clinical approach to supervision takes the name and assump-
tions from the landmark works of Cogan' and Goldhammer? and others
who have interpreted clinical supervision for thei® own practice agd
writing. In this chapter I will develop key concepts related to the elinical
approach to supervision and will pagit that clinical supervision as a con-
struct is different from the procedural orientation popularly described in
the literature. In other words the classic eight phase process known as V¥
““the cyclé of supervision’'? 1s useful under limited conditions, but does
not define the practice itself. During the last gedade, meaningful
features have developed that provide a concept al framework from
which to derive alternattée methods appropriate to the broad cir-
cumstances of clinical practice. A substantive knSwledge base from the
collected experieries of supervisor practitioners has begurfo generate a
language for intellectual study. Fhe concepts, colleagiality, evllaboration,
skilled service, and ethigal condust, hsve become the imperatives that, whep
explicated, stake oyt the domain & the dinical approach to stipervision

~

' Mornis L. Cogan, Clinical Supéssion (Boston. Houghton-Miffin, 1973)

? Robert Goldhammer, Chinical Supervusion (New York Holt, Rinchart and Winston, 1969)

! Both Cogan and Goldhammer descnbe the operational procedures of dinucal supervision asa
cycle that emphasizes the ongoing \nvolvement of the process Cogan's cight phases are |
Estabinhing a relauonship, 2 Planning with the teacher, 3 Planning for sbservaton, 4 Obsers
ing wstruction, 5 Analyzing the data from the observation, 6 Planning for the conference, 7

. The confercnce, 8 Renewed planning — thus the resumption of another cycle

- . .
+

Noreen B. Garman is. Professor of gum'culum and Supervision at the
= University of Pitisburdh. - - -
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. 36  SUPERVISION OF TEACHING . '
. .. A Knowledge Base ° ‘

A litde over a decade ago educators had no effective way to
describe a clinical supervisor. It was in the early 1970s that a new
language was introduced b”]ogan and Goldhammer. In 1972, Lewis
and Miel devoted one page to the nascent field in Supervision for Improved
. Instruction, Mosher and Purpel in Supervision. The Reluctant Profession
devoted one chapter. In 1976 The Journal of Research and Development in
Education featured, as the central theme, Clinical Supervision, as did Con-
temporary Education in 1977. By 1980 bibliographies reflected the state of
the art * To date, the literature has established a recognizable construct®,
and delineated a method that researchérs have tried and found general-
. % ly, “it works.”’® A number of enthusiasts and sceptics continue to

debate the future of the method as well as the semantic dissofiance caus-
ed by the term clinical.’
Discourse about clinical supervision generally. reveals two disposi-

* " tions toward th€ process, the itinerant and the clinical Itinerant super-

visors often report, ‘‘We are doing clinical supérvision in our school”’

(meaning we are following the plan of the method) or more direct, *‘I

. am using the cycle on a group of teachers.”” Itinerants are generally

competent leaders who find the clarity of the method Tefreshing and are

guided by the texts. Sometimes they wish for more time to work

through compelling issues. They regret the demands of their jobs,
reminding themselves of the ‘‘real world’’ of supervision.

The clinical disposition, by contrast, imagines that the ‘“‘real

-

&

\

. .

, * Perhaps the most complete explication of the state of the art to date 1s found 1n Robert H

U Anderson and Robert J Krajewsks, Clinual Supervuion Special Method, for the Supercision of Teahers

(New York Holt, Rinchart and Winston, 1980), pp 186-139 See alsu Cheryl Granade Suilivan,

Chnucal Superosion, A State of the Ant Review (Alexandnia, Va  Associauon for Supenvision and Cur-

riculum Development, 1980), and Charles A Reavis, Teacker Improvement Through Clinical Superea
ston (Bloomington, Ind  Phi Delta Kappa, 1978)

* Not only have a growing number of publications focused on dinical supervision in the past
few years but there seems 1o be evidénce that the construct 1= becoming internauocnally recogniz-
ed Example Project CLINSUP '80 (acronym for chinical supervision; iscurrently a joint venture
by the School of Education and schools in the Colac Inspectorate, Deakin University, Vitona.)
Australia, 3217 The project co-ordinator 18 W Joha Smyth

¢ Charles A Reavis, '‘Research in Review/Chnical Supervision A Review of the Research,
Educational Leadership 35 (April 1978) 580-56% - »

" See Robert J Krajewski and Robert H Anderson, Goldhammer's Clinical Supervision a
Decade Later,’" Educational Leadorship 31,°5 (February 1980) 420-423, for details of the label,
a clinwcal .

b4 [ personally find the etymology of the term igteresting In the 1600s a 'clinic  was described
in church history as one who was a bedridden patient,  one who deferred baptism unul the death
bed in the belief that'thre could be no atonement for sins commutted after that sacrament  The
clinical physicran became the one who administered  at the bedside  and often gave ihe last
ntes The physician became known as the chnic (chinicus) In 1752 Chambers. reported
“NClinicus’ 18 now seldom used but for a quack, uf for an empincal nurse who pretends ty have
. learned the art of cuning diseases by attending on the sick © Thu¥, frum the carhiest roots, dinucal
has been associated with the act of adminustening to the patient in cluse proximity and the curauve
process was “‘empincal,”’ based un actual observation and treatment A wontemporady definition

of chinical includes as one notation, *‘extremely objective and realisuc '

~

i

Iy . . ’
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world'" is the chnic (wherever that may be). Itis a time and place where
special involvements will eventually be meaningful. At present there are
a number of clinicians in the field of supervision who share a common
knowledge base, that 1s, they have had .a residency-like experience for a
prolonged penod of time when their primary activity centered on work-
,ing with teachers in classrooms. They were there to learn about their
own supervision. : o
. “The cycle of supervision was fashioned by Goldhammer and
. Cogan out of long, arduous searching as they lived with supervisors and
teachers 1n the collaborative world of Has ard-Lexington and Newton .
MAT programs. Ironically, taken together their texts remind us about
the essential knowledge that can come from intense introspection under
. pressure. What we dori't read about is that as a supervisor encounters
the awesome umverse of teaching'and learning and becomes commutted
to the challenge® there 1s no place to retreat from the ignorance The
processes. imphat 1n the cycle of supervision can become inquiry
methodology for one to generate theory The empirical qualities of
. observation and analysis, two of the phases of the ‘“‘cycle,”” help the
‘novice to- quantify events mn ordér to be free from judgmen al
preconceptiohs. Personal empowerment releases one’s senses to savor
the aesthetics of teaching and learming. Freedom 1s won through pa-
" tience and devotion, through careful documentation of accumulated ex-
peniential knowledge (Goldhammer developed detailed case studies,
Cogan wrote nsights and informauon -on file cards, hundreds of file
cards) Somewhere, 1n the ngor of inquiry, the chnical spirit 1s born

Constructs and Concepts in Supervision

To understand the nature of the climical approach to supervision, it
1s necessary to recognize the 1importance of cdncept formation as a ra-
tional way to commuhicate. Any terms used to describe the events
under consideration deal with aspects of the events, not the events
themselves Thus a construct or concept is an abstraction of some aspect ,
of an event given from a particular point of view For the edutator there
are at least two characteristics of operational concepts that can be used

. ascritena for their value. One is reliability, that 1s the degree to which
the same event, observed by other colleagues, would be recognized or
described in the same way by them. The other cniteria for a good con-
struct or concept 1s its utility fot a given purpose. Therefore, as one at-
tempts to understand a particular point of view of supervision (or
teaching), one would not necessarily ask ‘“What is supervision  (or

»  teaching) really?”” or ‘“What are the true aspects of supervision?”’
Rather, concept formation addresses the question, ““What 15 a reliable
and useful way to describe people and events so that we can understand |
why we perform as we do in regard to various skills: ”

If a construct is explicated well through key concepts and sub-

1
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concepts, the terms can provide explanauon and 1ﬁterpretauon More
important, concepts guide our actions in Supervisory practice. Julian
Rotter discusses the nature of concepts in the field of clinical
psychology: *‘In all sciences, terms that have been used at one time to
describe the events of nature have later been discarded as poor or er-
roneous conceptions The belief thay a term of long standing 1s
necessanly accurate or useful is mistaken.’"® If educational practice has
integrity, the practmoner recognizes that coneept formation 1s
necessary for renewing the life of the practice, and searches for unifying

pranciples, #which connect the past to the present. Twenty years ago |

Morris Cogan and Tus contemporaries groped for terms to describe
what they perceived to be the critical features of the events they en-
countered. “‘In these new roles and processes, and especially an these
new relationships we found some cause for optimism and we began to
refer o our basic procedures as ‘the cycle of supervision.” '*% By 1973
he had recognized the inevitable. ‘It should be noted at once that cer-
tain phases of the cycle may be altered or omitted or new procedures m-
sututed depending upon the successful development of working rela”
tionships between the supervisor and the teacher.’’!® *

As a tribute to my beloved Colleague, Morns Cogan, and to my
other colleagues — the clinicians who have been transformed by the
baptism of fire, the itinerants who have effecuvely tinkered with sacred
words, and espccnally the teachers and supervisors who are pagf_of m
own chnical practice — [ qffcr the conception of chnical super\xsﬁ‘ﬁ}hat
follows.

* The Clinical Approach: Twenty Years Later

The concepts offered here ale not necessarily exclusive of the
clinical approach Itis the explication of each, the referents and the rela-
tional aspect of the four together that help to describe and guide the
events of clinical practice. For instance, to contrast colleagiaity ang col-
laboration helps illuminate each Colleagiality refers to the posture of the
persons who become involvad in supervision, that is, their state of be-
ing, their prevailing tendencies — more direct, the “mental baggage "
they bring with them as they work together. Collaboration addresses the
nature of the involvement of the persons during the supervisory
alliance Skilled service suggests that the supervisor is able to offer compe-
tent accommodation and activities required by the supervisee as a result
of prolonged' and specialized intellectual training and practice. Ethical
conduct refers to cohstant discretion and judgment in one's actions
through standards of behawior so that those involved can be confident
that this professional attitude will provide trust and protection

* Julian B Rotter, Clinucal Psychology, Ind ed (Englewood Chffs, N\J Prenuce-Hall, 1964)

* Morns L. Cogan. Clx%:l Supervision (Boston  Houghton-Miffin, 1973), p 7
# Cogan, p 12 .
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Colleagiality: A Frame of Mind

Colleagiality, defined here as an internal state, depends on the way
(or ways) one identifies with the world of teachers and learners and
supervisors in a self-conscious sense. It is the particular frame of mind
one brings to educational encounters. In this section the notion of
“‘frame of mind’’ is embodied in the alienated critic, the neutral
observer, the connected participant, and the organic member “Each
represents a special set of attitudes associated with colleagiality

Alienated Critic ) ’

As a clinical supervisor encountering the everyday world of
teachers and students, I have the vantage of looking again at the place
where I used to lives In Maxine Greene’s words,

It 18 Like returming home from a long stay in some other place The hamecomer notices
details and patterns in his environment he never saw before [One[finds that [one] has
1o think about local rtuals and customs to make sense out of them once_more For a
ume he {she] feels quute separate from the person who 1s wholly at hOI’UQ‘I}hC in group
and takes the famihar world for granted¢!

Because I have an emotional investment in the educational en-,
vironment, 1t 1s easy for me to become an alienated critic, unable to ac-
cept the imperfections I now see. Because I care about kids and learn-
ing, [ can find the faults, describe the absurdities, and offer suggestions
based on what could have been done in the past or what might be better
in the future Yet [ can only deny the present, unable to deal effectively
with the here and now because of the displaced feelings of frustration
In this professional disequilibrium I cannot identify with *‘them ™ 1
have no disposition toward colleagiality until I can understand the
source of my attitudes. ’

Similar reactions are reflected in Goldhammer’s first chapter, “‘A
Context for Supervision.”’ The reader is able to sense how he comes to
terms with his own denial and alienation. In the beginning pages he
says, ‘. . . if' I am forced to exist in an environment filled with insani- |
ty, 1n ime my own behavior will begin to incorporate the insanities that
have surrounded me."''? For 50 pages he describes with eloquence and
passion the typical school world as he sees it. By the end of the chapter
he 1 resigned, ‘‘For better or for worse, that school and others like 1t,
represent the context in which constructive supervision must occur, if it
is to occur at all.”’'* His chapter serves as a kind of self-relief. The
burden is discharged. The emotional pressure is reduced to a
manageable level through the aesthetic expression.which objectifies his

i Maxine Greene, Teacher as Stranger (Belmont, Calif Wadsworth, 1973), pp 267-268

1t Robert Goldhammer, Climical Superpision (New York Holt, Rinchart and Winston, 1969, p .

2 -
1* Goldhammer, p 52

-
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private sensations by making them into a shareable entity.

. Similar feelings.were expressed by a group of teachers in the
Reynolds Schéol District in Pennsylvania after a prolonged, intense ex-
perience.'* While six of them were taking part in a field-based tearn sab-
batical, they talked about their temporary alienation and frustration at
being disconnected from the familiar world they had taken for granted.
With a mixed sense of sadness and joy, they realized that they might .
never return as the same people. One of their favorite concepts was
described as a metaphoric affliction called R9 — ressentiment — a state of
mind more permeating than R, simple resentment. In thgir words,
‘“R2 has been described as a suboonscious, free floating illtemper which
penetrates the personality_causing a chronic negativism toward most
situations.’"'$, Once the condition was labeled, the Reynolds teachers
began to deal with their own symptoms. In addition, they said they
could empathize with colleagues who showed signs of severe, perhaps

AN S

terminal, cases.

Neutral Observer .

The first inclinations toward colleagiality come when I am able, as
a neutral observer, to think about the events of my professxonal world 1n
a detached dispassionate way. As one novice supervisor said, ‘I may
not be doing any good, but at least I'm not doing too much damage."" It
is when 1 have developed mental techniques for quantifying my
Jjudgments, when I can easily tell the difference between high inference
and low inference, that I begin to understand the importance of descrtp-
tive data as the basis for a rationale. It is when I know I am being
‘‘judgmental’! by my unverified and unbending normative responses to
events that I can struggle to make caréful judgments based on stable
data.'® The mathematical knowledge that allows mé to understand ‘' ap-
proximations’’ of perfection and ‘‘probabilities” of success also pro-
vides me with a way to derive reasonable expectations for myself and
others. It is then that I recognize the humaneness of an empirical
approach. ’

I feel obliged to comment here on a condition that leads to the
deterioration of colleagxallty Many supervisors get stuck somewhere
between alienated critic and neutral abserver. They have developed the
facile skills and language associated with scientific-like techniques and
can assume a neutral, descriptive position for a pcri?d of time only o0

'"* A Cgllins and others, ''The Reynolds Model for Professional Development,” intenm
Report to the Members of the School Board, Reynolds School Dmna. Greenville, Pa . March 8,
1978

"* See Reynolds Intenm Report p, 19 for a more detaded description of the charactenstics of
Ry

* Noreen B Garman, ""Objectivity and Clinical Supervision A Study of the Supervizor's Use
of Stable Data Dunng Classroom Observaton and Hh, Her Awareness of Selective Perception,”’
Faculty Research Grant, 1979 .
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return, even more articulate, to the comforts of the alienated critic, not
wanting the responsibility for action and accountability. They~have

learned to put aside temporarily their expectations for perfection Lack
of compassion for those with whom we differ locks the mind and spirit
It 1s the combined flaws of ignorance and lack of compassion that pre-
vent us from making meaningfal connections with those whom we find

disagreeable. .

Connected Participant o

/ Genuine colleagiality is possible when I can become the connected
participant. It is that spirit that allows me to “‘connect’’ wigh another
person so that both of us are aware of the connectedness. I am able to

” identify with the other at a level of respect and affection, I am not ‘‘at
odds’" with my colleague, even though I may not agvee with him or her
I ‘accept the 1mage of myself as a participant in an educational alliance
and I share some of the responsibility. I have faith that together we can
discover the kind of contributions we make to each other.

Another form of connectedness is manifested when at some point I
am able to 1dentify with the community of teachers and especially with
the heritage of teaching-learning and schooling. The “we” of col-

-leagiahty 1s articulated when we accept the richness of our common
mythology and folklore of teaching. We may, indeed, carry around
with us some forms of pedagogical archetypes, as well as images of
universal traits of the typical teacher, such as vitality, dedication, self-
sacrifice, intellectual sharing, nurturance, arrogance, pomposity, ab-
surdity, pumshment, and love. Cogan mentions that “‘powerful social
and cultural®orces not only press us intp the form and behavior of
teacher but also generate in us the, evaluative ambience surrounding the
role of teacher.”’"’ )

I am convinced that 1t is in the appreciatioref our mythology that
we can address our educational myths. Contrary to the popular notion
that a myth 15 a widely held belief that is not true,’® I find Campbell’s
definition of myth, “‘the symbolized facts of the mind,""! an important

. one. The myth is a conscious representation of oar past identity It is
the source and nature of our culture within the educational institution
Campbell reminds.us that the life supporting nature of myths allows us
to recognize, analyzg, and interpret the preseqt. We can evolve tech-
niques for retaining these images in health and, as the old, often

7 Morns L Cogan, ''Rationale for Chinical Supervision; " Journal of Research and Deotlopment 1n
Edhtation 9, 2 (1976) 7
1t See Arthur W Combs, Myths in Education (Boston Allyn and Bacon, 1979) It at this point
- that | disagree with Arthur Combs’ approach to the notion of myth as an insidious belief which
has “*hampered progress and frustrated human goals through history. " He says *‘We must break
. ounelves loose from the myths that btnd ux " He confounde the terta myth with the dysfunctional
aspects of tradition .
1 Joseph Campbell, Myths to Lioe By (New York Bantam, 1978), p 11
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dysfunctional traditions of the past fade, we can, through knowledge
and apprecxatlon assist il the reafrangement of pedagoglca.l culture
patterns. To reject our heritage is to sever our connections to the past, a
form of collective denial that xan only lead to professional alienation.
Perhaps a properly functioning mythology (one that we, as supervisors,
recognize) can help us relieve our professional anxiety. As I engage in a
supervisory relationship with a teacher, the appreciation or denial of the
rich culture of teachingwill inevitably become a force 1n establishing
mutual colleagiality.

Organic Member

A heightened sense of colleagiality is possible when I can imagine
myself as a member of an organic unit,?® when the distinction between
supervisor and teacher is less discernable and I can trangcend my con-
ventional role status. While in the frame of mind of the connected par-
ticipant I remain constious of my unique self in.relation to another, the
emphasts 1s often on the qualnv of the relationship and the nature of the
interaction. As the organic member I'm aware of the individual and
dollective possibilities when members are involved in the flow of the ex-
pcnence toward common goals. As a member of an organic unit I am
active and reactive, inductive and producme durmg the life of the ex-
perience I can be most effective when I imagine how other members
might contribute I'm able to see that much of the activity ard results of
the involvement will unfold in a manner that will lead to new and un-
predictable states I can be energized by seeing others and myself make
important contributions, discovering potential we never imagined in
ourselves

Colleagiality as a Face-to-Face Encounter

In clinical supenision there is an impllcit assumption that the face-
to-face situation is the basis for practice. When two or more people
come together for this special kind of supervisory encounter, the
amount of time they are tegether may not be the most important factor.
It is the quality of the time spent that makes the speualness Those who
bring a particular collegial frame of mind to the situation will inevitably
set the mood for the quality of the experience.

In their treatise on the sociology of knowledge, Berger and
Luckman emphasize the unique reality level.of the face-to-face situation
and, in particular, the importance of the shared reality with "*others."

The most important expenience of others takes pface in the face-to-face siuation which
is the prototypidal case of social interaction All other cases are derivations of it,
My and his "*here and now ™’ continuously imfinge on cach other as long as the face-to-
|
| -
|
2 See the Rcynfﬂds Intenm Repon for a comprechensive defintion of organicseam. p 19
| .
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. face situation continues .. no other form of soal relating can reproduce the,
plenitude of symptoms of subjectivity present only here are the other subjectivity

emphatically *'close " All other forms of relating to the other are in varying dégrees

“remote.”” In the face-to-face situation the other is fully real.?: . i

The above statement may. seem obvious and yet, as supervisors,
we need to remind ourselves that we aré®engaged in both immediate
and remote interactions.' Others can become progressively anonymous
the farther we get from face-to-face working situations. The disposition
and skills of collaboration are fashioned through prolonged and intense
collegial encounters. : ‘

Collaboration: Toward Educational Alliances

The following discussion of collaboration addresses the nature of
involvement between or"among the people working in an educational
alliance. If we consider four types of involvements and the conditions of
each, we might better understand the notion of ‘‘educational alliance "
Because clinical practice depends on_face-to-face interactions, we can
assume that, Tor whatever motives, there are verbal interchanges in the

types of involvement presented here. .

Non-working Involvement  /

The non-working involvement is characterized by feelings of
resistance on the part of one or more of the peopl€. Resistance may take
the form of confliet or open hostility, in which case the involvement
would be a short one. Defensive behaviors are more subtle, less
abrasive, and take a bit longer to discharge, albeit, most supervisors are
well versed in the wide range of defenses, from negativism, silence,
oververbalization, self-deprecation (“‘I'll tell you my faults before you
do'’) to unmitigated charm and ebullience (including flattery for the
supervisor’s cleverness). Even more subtle are the protective devices
supervisors cultivate to keep themselves intact. There is an insidious,
compelling urge (called ‘‘zap the teacher’’) ever-present as one develops
the empirical skills of the neutral observer. The more data one has, the
more one can verify one's prejudgments. In“the. non-working involve-
ment those involved have intuited that nog much good will come from

(X34

the efforts and therefore ‘‘it is not working very well.”’

Working-Acceptance Involvement:

The tetm working-acceptance is borrowed from Ervinﬂg Gofi:man’s
_insightful essays on face-to-face behavior, Interaction Ritual ** This type

2 Peter L Berger and Thomas Luckman, The Social Condtruction of Reality (New York Anchor, J
1967), pp 26-29
7 Erving Goffman, Interaction Rutual Essayson Face to Face Behavior (New York Anchor, 1967)

-
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of involvement @fconcerned primarily with the ritual aspect of super-
visory encounters. A key assumption is that within the ritualistic inter-
changes there 1s an acceptance of customary modes of operating. The
prevailing mood is that of politeness. Goffman describes the rule of self-
respect and the rule of considerateness as it relates to interaction ritual
in the following pass&

Just as the member of any group 1s expected to have self-respect, so alsu he 1s expected
to sustain a standard of considerateness, he 1s expected to go to certain lengths to save
the feelings and the face of others present, and he is expected to du this willingly and
spuntanevusly because of emouunal iWdenuficaton with the others and with their feel-
ings In consequence, he is disinclined to witness the defacement of others The person
who can witness another’'s humiliauun and unfeelingly retain a (ool countenance
himself is said in our society to be “heartless,” just as he who can unfeclingly par-
ucipate n his own defacement 1s thought to be “shameless

The combined_effect of the rule of self-respect and the rule of eonsiderateness 1s
that the person tends to conduct himself during an encounter sv as (o maintain both his
own face and the face of the other parucipants This means that the hine taken by each
partictpant is usually allowed to prevail, and each participant is allowed to carry off the
role he appears to have chosen for himself A state where everyone temporanly accepts
everyune clse’s line is established This kind of mutual acceptance seems to be a basic
structural feature of nteraction, especially the interaction of face-to-face talk 7t 1
typually a ‘working’’ avceptance, not a ''real’’ one since i tends to be based not on agreement of
candidly expressed heari-felt evaluations, but upon a willingness to gree temporary lip service lo
Judgments with which the participants do not really agree © (The emphasis 1s mine )

The ‘‘working’" aspects of ritual and custom in supervision have
not been closely examined, perhaps because we assume they are bar-
. . . . . - .
riers to productive results. Blumberg's examination of supervisors and

teachers in a private cold war?* details many of the incidents that are

related to the non-working as well as the ritualistic workmg-acceptance
situations. In my opinion, ritualistic activity' may be viewed as marginal
aspects of educational alliances. There is considerable rituad behavior in
any culture that supports the life of the institutional orgamism at the or-
dinary, day to day level. At anwther level, certain ritual can reaffirm

. one’s existence within the culture. To give an example, I've répeatedly

heard teachers say, ‘‘nobody has been in to observe my teaching for
years’' (translated as ‘‘nobody cares what I am doing'). The
customary visit by an administrator is interpreted as ‘‘at least someone
up there will see what I am doing.”” The administrator may consider
this act as ‘‘show and tell’’ by the teacher and not worthy of his/her
time, or may be deluded into thinking that it improves the teacher’s in-
struction. This 1s a form of ritualistic behavior'in supervision. When it
works, it reaffirms the teacher's worth. When it doesn't work, it 1s a
futile exercise.

The primary setting for supervisory ritual is the conference. The
preceding passage by Goffman points out the implicit surface

 Goffman, p 11
™ Arthur Blumberg, Supervisors and Teachers A Private Cold War (Berkeley, Calif McCutchan,
1974)

.




THE CLINICAL ABPROACH TO SUPERVISION 43

- ™ .~

agreements in the .conference 'environinept. Consider: both parties
know there is limited tifne to cover the multitude of possibilities (or'sins,
as the case may be). The supervisor’s credentials are often in question
(What does he/she really know.about effective, teaching?) The super-
visor will open with, “‘How do you feel about the lesson?”” or “Let’s
-consider first you¥, strengths and then your weaknesses.”’

Over the yeags.I have listened to hundreds of conferences with
script themes of striking similarity. At one point I began to pick up
recurring patterns analogous to the religious confessional”

Lad

: — Supervisor officiates
Z Teachersonfessés his/her transgressions
— Supervisor suggests ways to repent.
— Teacher agrees to recant .
— Supervisor assists in penance
— Teacher makes Act of Contrition
— Supervisor gives absolutiont
— Both go.away feeling better.

The clinical supervisor recognizes the powerful undercurrent of .
ritualistic conferences and cah change the ceremoniél aspects 1nto
educational alliances — those encounters during which participants
learn something about their professional actions.

,

Involvements with Genuine Participation - .

When people deal with one another honestly, transcending the
ritualistic tendencies to ‘‘maintain face’” o} give “‘temporary lip ser-
vice,” educational alliances can be established. As Goffman points out
in the previous passage, the working acceptance 1 not’‘‘a ‘real’ one
since it tends to be based not on agreement of candidly expressed, heart-

~ felt evaluations . . . ."” The emphasis here is agreement, the act of mak-
ing explicit statements dbout the shared events so that the participants
have a common language and accept cach others’ pcrcc;&ion of the
events from a similar frame of reference. For the clinical supervisor the
, imperative is language development, not only as it refers to com-
munication, but also as it regards the capacity to mediate alternauve
modes of reality.?

' One basic principle of the meaning of language development in
supervision might be. To know the real name of something is to have power over
1.2¢ Early 1n the clinical practice, the supervisor develops a keen ear for
precise vocabulary and, in a sense, becomes bilingual. HeAhe acquires
one language which speaks about the inner world of personal feelings .
arid attitudes and another for describing, interpreting, and judging the

15 Lawrance 1.¢Shan. Alternate, Realitres (New York Ballantine, 1976) .
% LeShan, p 85 , : . .
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outer world of professional ac tand consequences. Concept formation,
mentiened earlier, is a primaryskill, since intelligent communication is
the basis on which oyr pgofession rests. Initial responsibility for col-
. . . . L
laborz?tlon 1s placgd@r} the supervjsor who is expected to have thg ap- .
. Ppropriate language, to Mgke explicit what the nature of educational

Injaddition 1o &8

unication, language developrtient in supervi- =
slon igconcerne q}%

&iene need for all members involved in educational
alliances to ha®® “cally the same experience, that isf they construe
reality from a sHared frame of reference.?” (Concept formation, to a
great extent, is a way for us to invent modes of reality as much as it is for
us to discover them.) The four colleagial “‘frames of mind’’ and the four
“types of collaborative involvement’’ that I preseht in this chapter are
actually representations of alternate modes of reality. The realness of

,  each depends on the reader’s ability’ or willinggess to identify each |
mode as,‘‘real.”’ To mediate alternate modes of eality, thefefore, the
« supervisor can deliberately act within a given mode while recogmzing
his/her ability to move from one mode to another in a reconaling way, \
« a way that does not negate the existence or importance-of the other
. modes *The skillec% supervisor is also able to recognize the mode (or .
% ritodes) of reality within which other participants are acting and, if need
" " be, to resolve serious discrepancies if collaboration is in jeopardy.
..  Educational alliances, then, are gaucational involvements based on
@ wgrking agreements during which the participants understand the con- o
ditions of the agreement and willingly wopk within ®em. In another
sense, the group that forms an educational alliance becomes culture-
.. like, using Cassirer’s definition of culture, which 1s ‘‘minds acti‘ng n
cooperation through a similar defimtion of reality.”’?® As 1 suggested
earlier, ritualistic activity may be viewed as marginal aspects of educa-
. tional alhances, in that much of what we dﬁuring &r professional en-
- counfers gives the appearance of ‘‘minds acting in cooperation ™’ It
) may well be that when our acts are made explicit through appropriate o
language, we find we are actually not in agreement. In apy case, when

-

. we work toward mutually explicit agreements we have the opportunity .
. to experience a different type of collaboration — ape of genuine'
. participation. T -

* When we imagine the concept of collaboration, there is at least one
assdmption that bears close scrutiny.\It 1s often dssumed that 1f par-
ticipants are acting with honesty and trust, eventually they will gencrate
a degree of genuine participation. This may be a naive.point of view.
There are basic differences among honest, trusting people that can deter

# A -

‘

subject 1 reflected in the works of Ernst Cassirer, especially Language and Myth (New
over, 1953) and The Philosophy of Symbolic Forms (New Haven, Conn  Yale University,#

=Y

assirer, Language and Myth 4
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the collaborative effort.?® For example, we can examine one area of dif-
ference and speculate concerning the supervisory implications.

People tend to negotiate agreements based on their own pro-
clivities related to internal and external structure.®® In addition, the
nature of the T)'ﬁ-ét agreements themselves reflects two basically dif-
ferent structurz, referred to as open and closed agreements. The closed”
agreement assumes that the events witiin the involvement are
reasonably predictable, therefore the negotiators are able to focus the
terms of the agreement on the particular conditions and expected out-
comes. The agreement is, by design, restrictive. The open agreement,
by contrast, implies that events will er?le}rge and may not be predictable
enough to direct the terms of the agréément toward the probable out-
comes. This agreement is basically non-restrictive. In the closed agree-
ment, people generally agree to the explicit objectives and outcomes,
the salient features are determined a priori. In the open agreement,
people agree to the process of involvement with the significant mean-

« Ings to be determined after the events occur.
- The negotiating aspects of collaborative agreements are most clear-
ly dclinﬂd in the Cogan method by the preobservation conference,
Acheson and Gall*' and Reavis®? appropriately describe the essenti
reasons for a moderately restrictive type of conference by suggesting -
- that this is a way to ‘deal from the teacher’s poipt of ¥ew with the
teacher's concerns. (It is also a way to help a new supervisor focus on
specific aspects of teaching while he/she is still in the early stages of
developing the supervisory skills of data analysis and a language of
teaching.) Anderson and Krajewski* imagine the ‘‘contractual”
abpects in a broader sense and allow for short term and long term
agreements in their preobservation conference including the possibility .
of facing the ritualistic enactments of supervision. . ’
As supervisors, we need to look carefully at the reasons we
negotiate for ¢ither an open or a closed agreement. Reavis, for instance,’
states, ‘‘It is very impor¢ant that the teacher suggest observation objec-
tives' and he gives recommendatiohs for getting the teacher to do this.
Some teachers prefer the open,approach and find the restrictic:y._

-

7 | find the notion of differences in the learning modes of adults an important one in supervision
The growing field of interest known as learming styles s ugeful for background See Student Leamm?
Styles Diognosing and Prescribing Programs (Restun, Va  Natonal Associauon ofgBecondary School
Principals, 1979) - . °

30 See Julian Rotter, * Generahized Egpectancies for Internal Versus External Contrdl of Rein
forcement,’' Pychology Monographs General and Applied 80, 1 (1966), also, ' External Control and
Internal Control,”” Psychology Today, Junc 1971 . -
+3 Keith A Acheson and Meredith Damuen Gall, Techmgues en the Climical Supervision of Teachers
{New York Longman, 1980) The authors present a detailed description of specific techmiques in
a useful format for new supcryisars

32 Charles A Reavis, Teacher Improvement Through Clinwcal Supervision (Bloﬁmngton, Ind Phi

Dehta Kapiga, 1978). p 12 . . -2
¥ Ro H Anderson and Robert Krajewsky, Clinical Supervision, Specal Methods for the Super
visor of Teachers (New York Holt, Rinchart and \VVInlen, 1980), p 35 . .ot

«
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untenable. In some cases, the supervisor may be meeting his/her own

- preferred style’of agreement and not necessarily that of the teachers. I

am convinced that, effective clinical practice depends on our ability to
articulate and thereby manage this diversity.

As we begin to think of clinical supervision beyond the Cogan
method, we can alter our unagc of the conventional scenario with the
two person cast. We can imagine a clinical supervisor who acts in dif-
ferent configurations with diverse groups of educators in face-to- -face ac-
tivities (such as planning, fact-finding, working on materials) exploring
new realms together, It is especially important for-the supervisor to
develop a repertoire of ways to describe basic individual differences
among the members of larger groups. Collaboration in this way may
depend on the ability of each group member to understand some of the
differences in order to be able to transcend the subconscious fear of
them. Furthermore, to encapsule the richness of the diversity is to
create the potential for dynamic tension inherent in the involvements

. manifesting organic reciprocity.

r

Involvements with Organic Reciprocit); ‘

~

When a group of educators comes together in an educational
alliance there is opportunity for the unit to become involved in a rich
encounter with a heightened sense of reciprocity. The term synchronici-
ty is often used to describe this condition. It is when the participants
work harmoniously toward achieving their own goals and the goals of
the group. In many insfances the goals are similar. I have observed two
recurring characteristics of organic groups which relate to the nature of
reciprocity. First, at some point members are able to accept each other’s
““realness’’ with a degree of compassion, respect, and eventually with
genuine affectigh. Second, the group begins to function with an op-
timum level gf dynamic tension. The extreme anxieties due to in-
dividual differences Have been reduced. the level of disspnance and
discord has been dissipated. Yet the individuals in the group remain in-
teresting enough to one another that they offer stimulation and
challenge as well as a sense of commitment. Part of the dynamic tension
is generated by each individual’s own fascinating inner world. They
find themselves learning from each other in very different ways. The
pther aspect of dynamic tension comes from the excitement that spawns _

+” a collective spirit as a result of the recognition that the aims and actjon
_of the group are toward worthy goals. Members are said to be “‘in
“sync” with one another, therely regenerating the collective spirit and

then revitalizing thremiselves from it a:s)hcy work together.

Within the past few years the organic team has become a visible
force in formal and informal school endeavors. Some are initiated by
the administrators of the school, some begin as grassroots groups with
common interests. I find I'm devoting more of my cli practice to

i
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thée efforts and other clinicians have reported similat activities as well
The Reynolds Model was a team sabbatical for six teacher$ who
were given one year's release ime from their classroom assignments in
order to function as a learniftg team. They ‘were respongible for direct-
ing their own_activifies, choosing to do so without a designated leader
In their Interim Report to the school board they summarized their im-
portant work as follows ’ . ‘ / ~

>

a  Established collegial relationships through growing trust of one another and a
strong faith that something meaningful was possible, that we could make 1t happen

b Set goals and tasks Yo accomplish the goals .

¢ Internalized the goals as a guiding force and identfied new matenals
. necessary to complete the tasks - 4 :

d Learned appropriate behaviors (at first thrc.;ugh trial and error) for ac-
comphshing specific goals !

e learned how to Wdenufy and use resources to develop concrete products
f Reassessed original goals and revised the plans for tasks and products

. g Developed strategies for introspection — *Learning what we were learning
“and how we were learning ' (Organic learning as related to model building )**

I spent twenty days with the team during the year In the report they
desexibed my role.

Her fubction, as a team member. has been as a facilitator with an organic sense
Among her roles she has (1) 3wided the direction of an organic maogdel. (2) guided the
direciom of our learning expenences by giving us a language tu usec (3) acted as a.
resource person in the learning team

I think what I really did was help.them’gain a serfse of courage and
faith in themselves .

This kind of group approach 1s alogical extension of the conven-
tional clinical mode where the teacher and supervisor work 1n a diadic
relationship. Comparison might be made to similar changes in the
counseling practice of the clinical psychologist Group counseling has
become a common function within the traditional client/counselor do-
main. Many clinical psychologists now work with clients in different
configypations In both.professionalsfields 1t 1s assumed that the clini-
cian offers a skilled service to those who want the involvemant

.

. Skilied Serwvice

¢ »

* »

The clinical supervisor is able to claim that he/she can offer a ser-
vice to teachers in the educational community as a result of prolonged
and specialized intellectual tratning and practice The nature of the ser-
vice 1s made explicit to the teacher who becomes client-colleague during
the supervisory alliance. The professional practice of clinical supervi-
sion 1s derived from the assumptions that_the supc'r\j,sor understands

3 Noreen B Garman. The Tcam Sabbatical An Extraordinary Field Based Expenience,
Unpublished manuscript, University of Pittsburgh, March 1978 :
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the nature of educational encounters and has the inquiry skills tg make
sense out of the events under ¢onsideration. .

Educational Encounters. The school is a unique place, a teaching-
learning community where educators can shape the involvements,
where events have special meanings, where actions are significant
because they are part of a larger action. Schoolirtg implies that all par-
ticipants ‘‘encounter’’ learning in contrived ways. The clinical super-
visor is at home in this environment. He/she knows that tradition as
well as technique guide the action. that nonrational forces such as faith
and caring are as important as appropriate intervention methods and
materials for the success of encounters. Together, the supervisor and
teacher can come to know the significant acts.

Inguiry Skills: At the heart of the Cogan method are the stages of
observation and analysis, the basis for the empirical approach that
Cogan used in $is own practice. Observation refers to the supervisory
function of recording al events of educational encounters in order to
. collect stable data acC@Bted By both the teacher and supervisor as

reliable and useful. Analysis is the process of systematlcaﬂy makmg
sense out of the data. Iphe process is interpreted narrowly it can cause
frustration, Data collecfing and analysis are cumbersome, often too am-
biguous and awkward for itinerate supervisors to manage in the daily
sthool routine. They generally advocate a checklist approach instead of
the empirical approach for classroom visitations. The competence of the
clinical supervisory however, depends upon the vanous skills of inquiry
* used in clinical practice.

A four year study,® recently completed at the University of Pitts-
burgh, examined the actions and attitudes of 300 supervisors durng
clinicdl olservation and analysis. The research helped me to concep- .
tualize the nature of supervisory inquiry. Results from the study reveal-
ed at least five different modes of inquiry necessary for supervisory
practice. discovery, venification, explanation, interpretation, and evaluation.
The concept modes.of inguiry is derived from essentially different
“‘ways of knowing’’ about the events of a classtoom encounter, a dif-
ferent paradigin exists for each mode. It is important to recogmze that
each paradigm presents a different way of looking at the world under
examination with a particular set of insights or hunches. Each paradigm
represents different assumptions and methods for data collection and
treatment. Each has a different, yet vital, purpose in a comprehensive
plan for supervision. The following brief description of the modes of in-

. quiry can merely suggest some disunctive features:
* Discovery has as a goal the induttive search for well-articulated
phenomena and “appropriate questions inherent in the classroom
scenario. Both qualitative and quantitative data are appropriate here.

* Norcen B Ggrman, 'The Mousetra A Three Paradigm Research Effort un Practice
in Chinical Supervision * Summary published in the™ /980,81 Proceedings of the Counail of Professors
of Instructional Supervision Annual Conference by the University of Georgia
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.

The analysis often begins by identifying the teather’s stated intent of
the lesson and the signs of consistency or inconsistency as a result of
subsequent actions. In his article ‘“Toward a Theory of Clinical Super-
vision,”” Sergiovanni’ describes ‘‘the concept of surfacing dilemmas, "’
as one focus for productive results. The primary emphass, however, is
toward an eclectic approach free from a predetermined system The
supervisor continues to look for a fresh perspective in familiar situations
through discovery.

Venfication 1s a deductive mode that provides for a deg'ree of objec-
tivity (which suggests that others using the same method with the same
data can,arrive at similar conclusions). When the salient features of the
lesson have been discovered, it 1s imperative that the supervisor verify,
usually with quantitative methodology, the extent to which the
discovery was justified. Objectivity is also regarded as a general frame
ofmind that helps the supervisor assume a detached and neutral
posture Hypothesis testing is a feature of the verification mode

Explanation 1s both inductive and deductive Its purpose is to ex-
plain the venfied phenomena through nference derived from the con-
tent analyss of stable data. The supervisor and teacher bring their sub-
jective ‘‘best esymates’’ of what is happening from their owni reality
base. Concept formation is a vital part of the process since this becomes
the means for the two to share their construed realities from both
worlds Understanding through language is the basis for explanation

Interpretation 1s the search for meaning in the events under study
The mterpretive mode often provides a way to get to what really mat-
ters, to denve mature nterpretations from that which has been venfied
and explained. Through appropriate methodology one has the sanction
to go beyond the lteral. encouraged to look for deeper meanings than
the inferencey derived through explanation. The supervisor
understands mtS!:mally by intuitively referring to his/her experience and
externally by searching for symbholic acts which reveal insights about the
myths and predispositions of those involved. Through the interpretive
mode the supervisor and teacher are able to seek deeper significance
beneath the surface content that may appear trivial.

Fvaluation 13 a, normative’ mode Which addresses values and
judgments about the events under consideration. Evaluative methods
are used to determine the effectiveness of a particular action or the wor-
thiness of the meaning. They help the teacher answer such questions as,
““How well have I performed?’’ or ““Am I doing what I should be do-
ing?"' By valuing, the supervisor and tgacher come to know the internal
and external criteria for setuing priorities and making judgments in the
evaluation mode. )

The chnical supervisor unéicrstands the distinctive feajures of in-

-

3 T'hom;g Sergiovanm, Toward a Theory of Chnical Supervision.’” Journal of Research and
Development 1n Education 9, 2 (1972) 20-29 »
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quiry inherent in each of the modes He/she can determine when adeci-
sion represents a mature or a premature discovery, venfication, ex-
planation, interpretation, or evaluation Because the inquiry mddes
present different purposes, methods, and results, they are ways to come
to know the significance of educational encounters This is the sknlled
service offered through clhinical supervision

Ethical Conduct ‘

\

Ethical conduct generally implies that we subscribe to a belief in
the constant exercise of discretion and judgment 1n supervisory action
through standards of behavior so that those involved can be confident in
knowing that a professional attitude will maintain trust and protection
Ethical conduct 1s different from a code of ethics which 1s a series of
statements developed by professionals In chinical supervision one
doesn’t have ethics, one does ethics The manner in which we choose to .
respond to people and situations will continually challenge the ethical
spiit Conlflicts and dilemmas are everpresent At cach turn we can
make judgments based on self-interest, expediency, or pragmatsm We
can also choose that which is fair. good, and wise We may not always
know the difference Yet, on the basis of ethical conduct,.we are obliged
to make the conscious choice

Waen Are We Really Clinical Supervisers? =

Throughout the narration of this chapter I have attempted to
develop a reliabl¢ and useful way to describe the people and events in
c¢hnical supervision so that we can understand why we perform as we do
in regard to various skills The question remains when_1s one con-
sidered a clinical supervisor and not an iunerant” I would presump-
tuously suggest the following

A person becomes a clinical supervisor when he/she begins to think
and act as if the “‘cycle of supervision’” were a metaphor as well as a
method, when observation and analysis are not only procedural phases
for actions in classrooms. but also represent the empirical approach in-
herent 1n a skilled service, when the notion of conference not only
means two people meeting before and after classroom visits, but also
suggests dynamic forms of collaboration in educational alliances, when
the image of “‘cycle’ not only guarantees repeated performance, but
also refers to high levels of involvement and commitment that press par-
ticipants tgward the ‘‘connectedness’ of colleagiality, when the
teacher-supervisor relationship stands for ethical conduct as it 1s lived
out in important choices The specifiaty of the method can inform us
about the unbounding qualities of the metaphor

Ulumately a person becomes a clinical supervisor when he/she can
use the method, act through the metaphor, and thereby sort out the
nontrivial from the trivial in order to brmg meaning to educational
cn(gavors &
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Cha;t“er 4.
An Artistic Approach to
| Supervision

Elliot W. Eisner

ONE OF THE IRONIES OF CONTEMPORARY EDLCATION is that although
teaching 1s often regarded as an art or a craft, 1t is most often st?ﬁed as
if 1t were, oF aspired. to be, a science Almost any teacher willftell you
that teaching is far from scientific. Yet the study of teaching:and the
conduct of supervision has, 1n general, been undertaken using scientific
— some would say scientistic — assumptions and methods

What do we mean when we say that something 1s a science or that
it 15 stuched stientifically?> Ex&minations of the vernacular use of the
terms science and art will be useful, not because they provide sophis-
ticated theoretical exphcations, but because their connotations are
revealing .

In vernacular discourse we often hear people say, ‘‘He's got 1t
down to a science,’” meaning that the individual. has so mastered a set of
procedures that he or she can repeat those procedures to secure the
desired results time after time. To have it down t0 a science means hay<
ing a predictable routine, being able to hit the target every time The
baking of bread 1s ‘“'down to a saence,’”’ [ am sure, as the factoncs that
produce Wonderbread and Silvercup No surprises for them They scek
standardization.-control, and predictability.

Consider what 1t means when someone says’of a practice within a
field that 1t 1s " the state of the art " This statement, sometimes heard at
social science research conferences, implies that the practice, and by im-
plication the field, 14 not yet a science, but only an art, and that with
tirhe a sqence of the practice will emerge. An art 1n this context is con-

sidered less dependable and not fully understood, something that chugs

along at less than full steam.

These vernacular uses of the terms science and art are 1h no way
adequate eharactenzations of cither science or art. But they are 1n-
dicative of the ways peeple think about science and art in the context of
education and educational research. The implications of such connota-
tions are significant for they reveal the tacit aspiration to move teaching
and by association the sypervision of teaching from a practice that 15 ar-

-
-

s

Ethot W Eusner s Professor oj Education and Art at Stanford Unwersity, Palo
Alto, Califormia.
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tistically grounded to one that 1s grounded in science. The usual
analogies for justifying this aspiration for teaching and supervision are
to medicine and engineering, two fields that differ fundamentally from
education but whose differences are often overlooked.
" I raise the question of the relationship of science and art to educa-
ton at the outset bécause I believe it 1s important for the reader to have
a context for considering what an artistic approach to supervision would
require Furthermore, I'm not that happy.with the term supertision It
has connotations that seem at least somewhat incongruous with educa-
tional practice — at least as I regard it Consider for a moment what the
term supervision imphes In the first place a supervisor 15 supposed to
have super vision The relationship between the supervisor and the
teacher 1s hierachical and while hierarchy will never be absent from
human relationships, in the context of supervisor/supervisee relation-
ships 1t suggests that the former has the right to prescribe to the latter
how the job is to be done A sense of dialogue or interchange between
two professionals trying to improve the educational experience of the
young tends to get lost

In the second place the term supervisor (like the term superinten-
dent) 1s most often used within an industrial context Factories and of-
fices have supervisors whose job 1t 1s to see that other employees per-
form their jobs as prescribed. Indeed, one of the basic tenets of scientific
management as formulated by Frederick Taylor around the turn of the
century was that efficiency could be greatly increased in industrial set-
tings if the behavior of the worker could be suentifically managed.'
Time and motion study was the means to scientific supervision Much
supenvision sull taatly draws from®that traditon This is notYu say that
all superviyurs in education embrace the view that Taylor advocated It
15 to say that the term supenisor has an industrial ring and that
prescriptive, evaluative. and hierarchical connotations are related to it

To drive the pomnt home. simply reflect on the connotative dif-
ferences between the terms superyisor and consultant A consultant is

r&i to, someone who provides views

to consider The imitiative 1s with th individual who invites the consul-
tant The term supervisor has quige another set of connotations It 1s
someone on the managenal side of the ledggr that the workers on the
line must heed '

.

The Fallacies of ‘‘Scientific’’ Supervision

[ believe severdl p}oblcms have been created by treating teaching
as if it could be scientifically executed and by implhication concerving of
supenvision as the saenufic management of teaching 1 list sume of these
problems here :

See Ravmond ( dlahan  Education and the Cult of Efficsency 1Chicago University of Chicago
Press 1962)

# <
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The fitst problem might by called the fallacy of additivity which is
commutted by attempting to study or supervise teaching using a pro-
cedure that implies or assumes that the incidence of particular teaching
behaviors — structuning, giving examples, positive and negative rein-
forcement, and so férth — all have equal pedagogical weight and can be
added together to secure an index of the quality of teaching.

For example, more student nitiated questioning is considered bet-
ter than more teacher initiated questioning, indirect discourse is better
than direct discourse What 1s utterly neglected is the quality of the con-

. ‘tent of the interaction. Discussions are not necessarily better than lec-
tures Discussions having a high frequency of student particspation can
be inane and lectures can be briliant The reverse. of course, can also
be true Simply recording incidents and adding scores are an inade-
quate and, even worse, misleading way to appreciate what has gongon
in a classroom. / '

I mention the fallacy ‘of additivity because state departments of
education and school districts send brigades of supervisors into
classrooms armed with checkoff sheets lising dozens of teaching
behaviors. Ticks in boxes are thep summed and averaged to create a
profile on a grid The absense of these behaviors, however, may notin-
dicate weak teaching. or their presence excellent teaching

Second. associated with the fallacy of addiuvity is the fallagy of com-
‘p{mmn, that the whole is equal to the sum of its parts This s committed

. when the quality of teaching is determined by counting the incidence of .
teacher behaviors in a variable or category and then adding to this sums
the scores produced in other variables This method assesses the quality
of teaching based on the presence of discrete characteristics Thus, one
state teacher observation schedule contains 14 teacher charactenstic ~
vanables 2 Each vamable contains from four to seven subvariables
Three observers rate the teacher on all subvariables using a seven puint
scale The scores from each subgenable are then added for each
variable and a total score emerges for each of the seven major variables

. Excellence in teaching is supposed to be indicated by having high scores
on all seven major variables -

But what if a teacher is superb in three of the variables and weak 1n
the other four? Might not the excellence of the three far outweigh the
himitations in the four® In our daily lives, do we have for friends only .
those sterhing individuals who are faultless on all major vanables® I
think not. Among friends (and even close relatives!) there are trade-
offs God never made anything without a crack in it One cannot simply
add the parts to get the sum The whole 1s more — 1t is sometimes less
—- than the sum of s parts. -

Third among the fal?acies in both the study of teaching and 1n
supervision is the fallacy of concreteness. Thus fallacy is the offshaot of

* Tracher Obseration Rating Seale, Georgia State Department of Education 1979 .
O
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behaviorism which holds that the exclusive referent for observation 1s
the manifest behavior of the student. Now it is clear that few people who
study teaching or who supervise are bona fide, card-carrying mind
readers. Behavior is a primary, referent for observation, but 1t is not the
only referent or the most important one.. When we observe pupils or
teachers we do not merely look at the behavior they display, but also at
its meaning and the quahty of their experience. Even the term behavior
is misleading since it suggests that an individual’s actions are 'bodnl)
movements rather than activities that. are motvated, purposeful, in
strumental to aspiration, and reflecting a greamtleal more than the bhnk
of an eyelid. Indeed, even a blink requires interpretation to distinguish
between an autonomic response and, say, flirtation.?

To focus exclusively on behavior and to’ neglect meaning or ex-
perience because it requires inference and imaginative forms of em-
pathetic pamm the life of another can be to misinterpret what
one looks at Again, i, our daily lives we seldom regard manifest
behavior as the primary rgferent of our interpretive eye. If at a cocktail
party we receive the compliment, “‘You never looked better,”” we
usually respond in kind, understanding this cultural gambit is not to be
taken literally When somgone asks *“How are you doing?’’ the person
does not expect a descripffon of our physical condition or the size of our
bank account . '

Manifest behavipf is, in general, a cue from which we imaginative-
ly construct meamfig Construing what we encounter entails a great
deal more than recording its incidence Thus, the fallacy of concreteness
leads us to neglect what we cannot see. In the pursuit of an illusive ‘“ob-
jectivity’’ we disregard the character of experience and the
psychological significance of what is taking place

A fourth problem that emerges in the use of scientific approaches
to the study of teaching and the conduct of supervision might be called
the fallacy of the act, although 1t is gradually being rectified. This is the
tendency to neglect the process of educatwonal life as it unfolds in
classrooms and schools. For years the paradigm for social science in-
quiry into educ ational practices was the classical experiment What was
sought was the solation of varables that made a significant difference in
student outcomes To locate these variables and to determine their con-
tibution to teaching and learning the experiment rather than the cor-
relational study was regarded as the most robust and rigorous method.
To control for confounding effects, experimental treatments had to be
brief and, as a result, artifiaal. The conclusions drawn from such
studies all too uften have been either so qualified (that is, the results ap-
plied to male subjects in the fifth grade who lived in urban areas when
taught by a fernale teacher with less than three years of teaching ex-

' Clifford Geertz makes this paint an his book, The Interpretation of Cultures (New York Basic
Books. 1973), sce p 6
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perience, provided the range of ability in the class in the subject taught
did not exceed two years) as to make them impossible to use. Qr, the so-
called treatment was so vaguely described that there was nb way of
knowmg how toereplicate it.*

This penchant for precision led to a neglect of the messy processes
that are part of any non-regimented classroom. The aspiration to be
figorous — which I regard as a virtue — became a device that made the

Aﬁidy of teaching, and the recommendations about how to improve it,
naive. ~

Related to the problem of neglecting the process is the more
general tendency to neglect those aspects of teaching that are immune to
the criteria and instruments that the researcher employs. This may bé
regarded as the fallacy of method. When certain criteria are regarded as
sacrosanct, methods of inquiry that do not meet those criteria are re-
jeeted. For example, if it is assumed that a valid judgment about the
classroom requires the independent concensus of more than one judge,
observations on which there is little overlap are likely to be dismissed.
In the process some of the most interesting,information may be discard-
ed. We do not necessarily seek unanimity among critics who write
about plays or books, each might have something different and in-
teresting to say. In the social sciences this model won't do, the condi-
tons needed for rehability pfohibit it. Hence, to secure interjudge
agreement we often choose to describe those aspects of teaching that are
most easily degcribed and to neglcct the rest. Ironically, what often
emerges is a raflically biased view. N

The problem of any approach to the world blocking out certain
aspects of that yworld is not limited to saientific inquiry. But, because the
stientific tradition has held such a commanding position in the study of
educational practice, its impact both negatively as well as positively
deserves special attention.

Still another problem or Yimitation of scientific approaches to the
study of teaching ard their meaning for supervision is the forms
through which they represent to the world what they have revealed
Throughout_history human beings have devised a variety of forms
through which they share and make public what they know. These
forms of representation® each convey unique kinds of knowledge and
make particular kinds of understanding possible. Thus, poetry is a form
of representation that makes meanings possible that are inexpressible in
prose. Visual images make meanings possible that text cannot convey
Number conveys meanings with a precxsxon that poetry and.music can-
not achieve. Each form of representation is a vehicle through which dif-
fering conceptions find their public expression, each form houses its

¢ The amount of text decribing treatment conditions in the rescarch reported in the Amenican
Educational Research Journal 1s about two tnches

s Eliot W Eusner. Cognition and Representation A Basis for Draading What to Teach (New York
Longman, Green, forthcoming)
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own potential for meanings that cannot be replicated in other fo‘rmé.
The history of culture shows that a diversity of forms, many common to
all cultures, are used to convey or represent what humans have learned
or imagined and that each form sets its own constraints on what can be
expressed.

In applymg this xoncept of the uulmes of forms of representation to
the study of teaching and the conduct fsupenlslon we find that unly a
few of the forms that have been invented have been used. In social
science research the forms of representation that are used are proposi-
tional language and number. Researchers report what they have learn-
ed in language that aspires toward the literal, while using number to
provide evidence to support their propositions. <

Propositional language and number are useful. They make certain
kinds of precision possible that are ndt possible, say, in poetic state-
ment. But neither literal proposition nor number carried to the fourth
decimal exhausts all that can and needs to be said about classrooms or
teaching. Some things — perhaps some of the most important things
cannot be expressed in this way.

This characteristic of scientific 1nqu1ry, of using propositional
forms of representation as carriers of meaning, is both its greatest asset
and its greatest weakness. While the logic of its methodology is rational-
ly persuasive, and at times even beautiful, it cannot reveal more than
what its carriers can contain. What is not contained is left out of the ah-
tire realm of what meaning means. Indeed, the view that scientific
discourse has a monopoly on meaning is held by many in the academic
world. Nonpropositional expressions are regarded as utterances or as
forms of emotive discharge, but not as meaningful statements. The con-
sequences of this view are extremely important since the tone 1t
establishes for the conduct for supervision and research on supervision
restricts vahdity to what can be put into literal language.

Another aspect of the scientific orientation to the study of teaching
and the conduct of supervision is the aspiration to maximize control and
prediction in classroom practice. As I indicated earlier, to have
something “down to a science'’ 1n the vernacular refers to the abihty to
repeat routines that lead to predictable consequences. By analugy, the
effective teacher is regarded as one who can control student behavior so
that prediction 1s maximized

It is true that some of what goes on in dassrooms should indeed be
predictable. Neither random behavior nor chaos are educational vir-
tues. Yet it is a mistake from an educational point of view to regard
teaching as primarily the ability to produce known student behavior
relevant to known cnds. While prediction is a virtue in arithmetic and
spelling (no one secks creative spellers), novelty and surprise in the
classroom are also desirable as are exploratory conditions that lead to
unforeseen outcomes.

»
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The model that works so well in producing refrigerators is not an
adquate model for educational practice. Yet a great deal of research that
has sought “‘the best method’’ for teaching X, Y, or Z has assume#that
scientific researth would eventually provide such control and that true
excellence in teaching consisted of knowing how to predict vutcumes.®
The tacit image of the“teacher was that of the competent technician.

This orientation to teaching also neglects the satisfactions that
teachers need 1n order to work happily in the classroom. If the research-
er's or supervisor's major focus is the Production of certait student
behaviors, the tendency s to prescribe tofteachers what they need to do -
in order to achieve these outcomes The{concept of teacher-proof cur-
riculum materials is related to this line ofthught. What occurs 1s a
failure to appreaate the fact that teachers need a sense of pride and
satisfaction 1n the classroom and that highly prescriptive methods
reduce the scope of their own ingenuity and dintimish their sense of
pride and satisfaction. When~onsidering an innovation in education,
we seldom agk. **What's in it for the t€acher?’’ If there 1s nothing in 1t
for the teacher. the likelihood of its effective and sustained use 15 small

An Artistic Approach to Supervision\

>

In the previous section of this paper [ have described a context
within which”an artistic approach to supervision can be placed [ have
done this because contrast 1s nécessary for seeing contours. [tis difficult
to appreciate the quahities of the new without understanding how it
departs from the old. Supervision as a field and as a form of educational
practice has, I have suggested, developed within a saenufic tradition
The aspiration to produce a science of educational practice has gone

.& hand in hand with the treatment of $upervision as a scientifically based

technology Many of the efforts that have been made have misconstrued
the nature of educational practice and have had some unfortunate ef-
fects on teachers, pupils, and on life in schools Let us now turn to the
question of what an artisuc approach to supervision might look like.

There are two basic ways to grasp the meaning of **artistic’” super-
vision One 15 through definiion, the other by observing what those
who engage 1n artistic modes of supervision do

Numerous definitions of art exist, I claim here only to be arbitrary
By artistic [ mean using an approach to supervision that rcllchon the
sensitivity, perceptivity, and knowledge of the supervisor as a way of
appredating the sigmficant subtleties occurring in the classroom, and
that exploits the expressive, poetic, and often metaphorical potential of
language to convey to teachers or tq(others whose decisions affect what
goes on 1n schools, what has been observed. In such an approach ‘o

“ Lee Cranbach  Bevand the Two Disaplines of Saenufic Psvchology.”  The Amerian
Piychologist 30, 2 (February 1975
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supervision, the human is the instrument thatjnakes sense of what has .
gone on. The major aim is to improve the quality of educational life in
schigpl. . i
. If we use the second way to determine what is artistic.(obserying
peoply who engage in artistic supervisiorn) perhaps some ‘of the/most
vivid §xamples are foiind among music coaches, critics of the arts, and
socialfand group case workers. Consider the work of Jacqueliné DuPré
coaching students playing the ccllo or Jascha Heifetz's master clas;es n
— violin at UCLA There are, of course, important differences between
an individual listenir® to a single performer playing an instrument and
a supervisor 1n the schools observing a single teacher working with 32
nineéx;azolds Yet, there are illuhiRating similarities’as well. First of
o all, both DePré and Heifetz have de¥eloped an agute abihity to hear
what is being played. Now this might seem to some a simple and
straightforward task. It is not To hear the subtleties of‘complcx musjcal
passages, the various possibilities of vibrato or pizzicato, the expressive
contours of a slow, mordent tremolo requires what [ have referred top ~ *
. the literature as connoisseurship.” Both DuPré and Heifetz are able to
¢ hear, not merely listen to, music. This accomplishment is as critical to
the supervisor as it is to the music coach. The forms of awareness that
the cogpoisseur achieves provide the basis for subsequent action. What
he or she hears makes it possible to comment, to offer advice, to refleet
back to the perfortfier what has been perforfhed. .
The achievement qf hearing the music, lik®the achievement of Seeing
the teaching, takes two forms. The first of these deals with grasping
what has unfolded over time. the character of the passage played, the
words spoken, the pace and uming of the moves, and in the case of the
classroom, the quality of the responses received by the teacher from the
pupils and haw, 1n turr, the teacher responds. The mode of perception
here is primarily aimed at appreciating the character and quality of the
performance as a whole and the various ‘‘parts’” that compose it. -
-But there 15 more. Every performer may be said to have a
charactenistic mode of expression and the first-rate superyisor or music
coach is able to recognize this mode and help the performer move in the .
direction he or she is “‘by nature” ificlined Glenn Gould's crisp and
methodical handling of the piaps—ieffundamentally different from the
romanticism displayed by Arfur Rubinstein. It would, I think, be a
disservice to try to move Gofld in Rubinstein’s direction, or Rubin-
stein to Gould’s. . : .
- What is the analogy to teaching? Simply this. teachers, too, are dif-
. ferentiated by their style and by their particular strengths. Artistically-
. oriented” supervision would recognize this style and try to help the

teacher exploit it by strengthening the positiye directions already taken.
’ N

* Sce Elliot W Eisner, *“The Use of Qualitative Forms of Evaluation for Improving Educa-
tional Practice,”’ Educational Evaluation and Policy Analysis 1, 6 (Now):mbcr - December 1979)

- \}f 6! N
e -~ . . Y

Aruitoxt provided by Eic:




L T -

‘r e G",
) . ~ . ™

AN ARTISTIC APPROACH TO SUPERVISION 61 v

. .

Some teachers may never really shine at leading small group discus-
sions, but might be first-rate lecturers, Some are magical in their sense
of timing ,and 1n the relationships  they establish with 1namdual
children, while others provxdc a sense of cdarity and” ngor that is”
rcmarkakﬂe The connoisseur of teaching, like the connoisseur of the
violin or cello, would appreciate these charactenstic traits of the per-
former in addition to the general overall quality of the performance In
other words. both the general level of teaching competence and the
unique characteristigs of the performance would be perceived and
appraised - %\

The ability 16 appreciate such qualities requires access to the pro-

. cess In the context of music, both DuPré and Heifetz sit with the per~ .
former and comment on what they "hear Furth@rmorc#.hcy hear the
performef repeatedly over a period of several months.” T'hus they can
. comparewhat they art hearing to what they have heard This 1s no =~

# small advantage since the performances of the past do much to establish
' the reasonable parameters for present cnticism How far and how fast
one can move dcpcnds on where one starts and what the prior rate has
been. : . .
I beHeve that such considerations are relevant to the supervision of
teaching. The one-shot, 40-minute. visit severely constrains what a
supervisor 1s able to do, if for no other reason than the problem of —_—
establishing rapport Furthermore. the aspects of teaching that need
modification mlght be duc to habits and needs that simple feedback is
“unhkely to alter Our most ingrained habuts, the things we do because of
the kinds of needs we have, are not likely to be changed by a brief con-
vepsation or @ paragraph or two of recommendations prepared by a
supennsor Such chdngc quums substantial attention and support On
the apprecrative side, an artistig, approach to supervision would aim at
the dual modes of percenving performance, it would seek to appreciate
the ovcrall quahty of the performance, including the quality of the
“parts’’ that constityte 1t, and 1t would seck to appreciate the distinctive

- charatter of the performance. It would ask, *‘What does thd teacher do
that 1s umque or distinctive?”’, ‘‘What are the particular characteristics
of this tcachmg that give it special value®”’, and, ulimately, **How can ©
I as a supervisor strengthen those values that arc consonant with quality
education””’ . s . ’

_/ / Ln " B

-~ ~ -

: "Content of Perceptions

4

a
,

¥ The contént of what is perceiyed also warrants special emphasis [
have already mentioned that hehaviorism is fimited by its preoccupa-
tion with manifest behavior, with the movements the orgamsm makes.
' Thegkre, of course, casy to observe, One cdn calculate the percentage
of words uttered by the teachgr compared with those uttered by pupils
One can count the number of incomplete sentences or determine the
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/
amount of ime pupils speak. An artistic approach to supervision would
attend to the expressive character of what teachers and students are do-
ing, the meta messages contained in the explicit actions they .engage in.
It would attempt to understand the kind of experience that pupils and
teachersthave, and not simply describe or count the behaviors they
display What the situgfion means to the people who are 1n 1t and how
thé€ actions within the dituation convey or create such meaning are the
phenomena of interest in an artistic approach to supervision But more
dramatically, the supervisor must artistically construct the situation.
This requires far more than the ucking off of variables on a five point
scale. ‘

The appreciative side of supervision, what I refer to as cducanonal
connoisseurship 1s but half of the equation. Appreciation can be done in
private, 1t need not be shared 1n order to occur But private pleasures
and pains, though of significance tp those who have them. need-to be
made public in order to be useful to others This side of the equation Is
called educational criticism By the term criticism’[ mean rendering in
artistic language what one has exp‘encnccd so that 1t 1s heipful o the
teacher or to others w ews have a bearing on the schools 1 do not
mean by criicism tffe negative appraisal of something I use the term as
a_kind of analogde to art critism, film critiasm, music criticism,
dra criucis Perhaps one Lan\do no better than to quote Dewey on
.the fun ritasm  In Arl\as Experience he said, ''the end of
critcism s the reeducation of thé perception of the work of art '®
Critics write peak about works so as to function as a midwife to
perception The critic’s funcuon and [ would argue one of the major

functions of the supc S“to help others apprecate what hdS
transpired Supu»lsur all \llus v fist having developed a lugh
level of educational connoisse rsh it 15 this process that provides
the content for criticasm and. by being able to convey 1o others,

oftery through «xpressive or arustic use of language. what has taken
plade '

Fxamples of such criticism are tound in the arts and also in the
work that my students at Stanford have been duing over the past ten
years Let's consider first an example from the area of music What
follows is a rendering of one of Zubin Mechta's first rehearsals after he
was appginted Director of the New York Philharmonic. It provides a
r(w('alm(J sense vk the character Of the situation and Mehta’s role in
creating 1t

. ~
“let's gct started © He gave a brisk downbeat for Ravel's "La Valse,” which begins

with a deep murmur of string basses, a whisper of cdlos, and a bassvon solo After a
few bars, he stopped, and looked aroung at the orchestra 1 would hike the first four
basses to play pizzicato, " he said, "' Also, basses, the second and third part of the two
trills shéuld be softer " A few minutes later, when the basses were accompanying the
violas. Mr Mehta stoppcd thém again'and said,  Sometimes I've doge this with one

* John Dewey At as Eapenience (New York Minton Balch 1934), p 324
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bass. because if vou use too many you get a blur How many are doimg 12>"" Four bass
plavers raised their hands. and Mr Mehta looked skepuical *"Why don't you change
the bow on the F," he said, "'so the accent can make the passage clearer And then, f
vou could all play also pianc " The musicians began again.*and Mr Mehta
gradually swept them up into the cumplex patterns of Ravel’s mordant apotheosis of
the Viennese waltz, pausing frofn ume to ume to adjust a transition. correct a
dvnamic. or redefine an entrance ‘{"Cellos and basses, that pizzicato chord two bars
betore thirtv-four sounds forced Mavbe we can taper down Brass, how staccato
can vou play those triplets’ Basses. don 't lose the downbeat after thirtv-four, it’s
the only impulse that 1s carned right through the prece Bassoon. more legato after
sixtv-one, 1t helps the strings 7'j As “"La Valse' reached its turbulent chmax, Mr
Mehta scemed to become intoxicated by the wollective sound of the orchestra He lean-
ed over the viohms, smiling ferociousls, his knees bent. his right foot stamping out the
rhvthm on the podiam. whirled in a semi-crouch to encourage the cellos with his
mouth open in a silent sgream, and flung his body back 1n ‘an arch, both arms out-
stretched above his head, to punctuate each shattering crescendo During these gvm-
‘nastics, he was also balading the orchestral voices with great care, giving precise in- «
strumental cues to product crisp attacks. and maintaining a clear. rapid beat with the
baton clenched in his right hand ‘As we watched and listened. an invisible current
seemed suddenly to flow between musicaians and conductor When the orchestratook a
break at the end of the piece, most of the tension in the hall had vanished *

Reading this material makes it possible with little dufficulty to envi-
sion what has taken place. We camvsee Mehta's crouch and feel the rela-
tionship that he has to the orchestra We can experience the crescendo
of the music by the momentum of the language the critic has uscd
Through the words we are helped to see. \

Such description is a far cry from what most studies of teaching .
provide The average number of soliciting behaviors. the quantitative
relationship of teacher talk to student talk. the number of sesponding to
reacting moves simply are not adequate for achieving a conception of
how the teacher and the” students engage each other When the
characterstics of classroom life are formalized. as they are when check-
off observation schedules are used, the quality of that life and 1ts mean-
ing for those who are in the situaton 1s radically reduced ]

There are two things that we can learn from the critasm of
Mehta's rehearsal First, we can learn something about Mehta's style as
a conductor and his relationshp to the musicians, the kinds of cues he
gives them, the fact that he not only directs and selects, but explains why
a certain beat has to be sustained We also learn something about the
character of the music We learn something of the general environmeht
that Mehta was able to generate. The critasm allows us to appreciate

. the qualities of the situation. Such forms ol awareness are not irrel¢vant
to the understanding and improvement of classroom life
<The second thing we can learn is what the critic did to make this
possible. Notice how the crutic first creates the setting and provides a
context for what 1s to follow Notice how the language used alfnost
replicates the growing tension in the music, the musicians, and the con-

‘ \* "Tall: of the Town. Th:[\'m Yorker September 4 1978, pp-22 23
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ploit the potential of language to communicate character and moo
And finally, notice how in the last lines, the relief in the music is
paralleled by the relief in the cric’s language The language used
becomes an expressive analogue to the developing situation Its move-
ment over time seems to keep pace with the music being played,

What about educational criticism, material written not abouf sym-

phgny rehearsals but about classrooms? Consider the following section

of an educational criticism about a second-grade classroom in an upper-
muddle class suburban school The section describes the phvsical
characteristics, and by impiication the psvchological charactenistics of
the room

\
ductor. Notice the use of metaphor, the willingness and the ability to eg‘-\

The room invites me in Itis a large extended room drawn & the waist 1t was once
two single rooms that have come together to walk Surely T could spend a whole
childhood here A wealth uf learning matenals engulfs me. each piece beckoning me to
pick it up The patchwork rug that hides'the floor is soft and fluffs and warm Some
desks have gathered Wgether for'serious business Chairs converse across semicircular
tables At the bookshelf. dozens and dozens of books slouch arvund, barely 1n rows,
leaning on each vther's shoulders Children s drawings line the walls What are those
masses of shiny objects growing frum the ceiling lLike sxl"er stalactites in the secret cor-
ners of the room? [ focus 1n on thousands of tuny beer can pull-tabs crunched
together. straining to pull the roof 1n

A massive wooden beehive called The Honevcomb, with geodesic cubicles in
which to hide vourself A towering ten-foot dinosaur made of wire and papier-maché.,
splotched with paint Jblue and red colors crawling up its body The monster 1s smul-
ing he]plesslv — is he not’ — because a convov of tiny people have just been tuckling
him with their paintbrushes

In another corner there are several plants growing in small cups An incubator
with eggs Over there 4 phonograph and some records A map on the chalkboard
lr,(;“eq xh(‘ h]llk I Hli' rh’n\,r fhrflllgh _— 'hl‘ anes pr( Q]d(‘d oanver }‘)\ 9hf)§(‘ hr“J\'K'\'EXr s
the map there are frozen smiles on faces captured within tiny «quares of pape Strings
connect the smiles with places on the map This smile lives there thar one Aere’ Butall of
the $Smiles | have come to learit Iive inside this room .

Mostly in this room there are letters and words Lined up nn the walls Aa Bb (¢
D Ee Ff In combinatuohs which have meaning — at least for me leang would, said
Blue next to a dab of blue paint The words appear on the faces of the books and gather
together in great multitudes on their insides On the map On the material that covers
the couch Soon in my eved even when | shut them  And later they pop wut of the
smules of the chuldren and hang in thc air Caressing each other in a low murmur. the
omnipresent words pervade the room . i

Soon I am not alone The other children are pourinty through the door, infusng
the roumn with life, brinming with energy hankering for release Maostly fair-skinned,
light-haired. blue-eved, and all fresh and ebullient, these are vesterday s Geiber
babies Lats of Erics and Chnises and Heathers and Lisas Each seams o be drawn to
his uwn comer of the room. hig energy pulling him toward a special task One moves 1o
the bookshelf and snatches ufa book Several take themsclyes to the math table. Three
crawl in the Honevcomnb Mne uckles the dinosaur with a paintbrush Others string
pull-tabs or,watch a fil ‘

i

Tom Barone 'Of Scm‘t and Lita and Other Friends  in Elhot W Risner The Educational
Imagination {“ew York Matmillan 1979) pp 240-245
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As from the description of Mehta before it, the reader is able to
secure from the writing a vivid 1mage of what thesituation s like and to
infer some of the cducational Values that 1t reflects Later in the
cnticism the writer gives greater detail about the character of the rela-
tionships between the teacher and the children, as well as the character
of the tasks (in this case, the extensive use of contracts which students
complete). ‘

But also in this bit of des¢riptive narrauve, the writer uses
language carefully The writer is not afraid to use metaphor or to ex-
ploit the poetics and tempo of language t¢ communicate a tone ap-
propriate for that particular classroom. Far from a **scientific’” descrip-
tion, the writer has relied on both a perceptive eye and a disposition and
ability to communicate in an artistic mode to help readers acquire a pic-
ture of this classroom. one that is probably like a host ofsother upper-
muddle class classrooms in suburban settings ’

The ability to see a situation 15 crucial for supervision One of the
roles of the supervisor is to enable people to grasp aspects of the situa-
tion that they are often too close to appreciate Habit and famihanity
that make automatic responses possible and that contribute to efficient
action are, at the same tme, likely to blind one to important
characteristics How many of us who have been teaching for ten or
twenty years know what we do not see in our own classrooms” Equally
important as the ability to describe 1s the ability to interpret what has
been scen and appraise its educanonal value " o7

Interpretation 1s the process of making. theoretical sense out of
what one has seen and described While the descriptive aspect of educa-
tonal criticism makes the situation vivid, the interpretative phase of
critiaism explicates the relationships that have emerged It explains by
using whatever theories, madels, generalizations. and concepts are ap-
propriate’ Interpretation éocs beyond the surface and attempts to ex-
plain how the classroom functions as 1t does ’

The appraisal or evaluative aspect of educational criticism secks to
address the educational import of what has been described and 1iter-
preted What 1s educationally significant in educational practice cannot
be determined through staustical tests of significance, such tests deal
only with questiors related 'to probability By themsclves, they have
nothing to do with question? of value The educational cnitic and the
supervisor who use an artistically-oriented approach to supersision are
obligated to judge the worth of what has been seen by applying to it
educational, not simply stanstical, criteria. To do this comfpetently the

" cnitic,needs to be aware of the variety of ways in which cducat‘mal vIT-
tues can be displayed so that apprasals are not parochial and incg-

\ o

" Those wishing to pursue thus area further shdlild consult the works cited in the footnotes See
Elhiot W Ewner The Educational Imagination | New York Macmullan, 1979), espeaally Chapters
10, J1 and 12
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7

uitable. One needs to be able to recognize the unique qualities of
teaching and the special svays in which this classroom affects the educa-
tional development of students. -

What can be said therefore about the characteristics of an artistic
approach to supervision? What are its most important features” Eight

such features appear to me to be especially important.
~

s ‘ 1 Artisuc approaches to supervision require attention to the
muted or expressive character of events, not simply to their incidence or
literal meaning. )

Y

2. Arusuc approaches to supervision require high levels of educa-
tional connoisseurship, the ability to see what is significant yet subtle

3. Artistic,approaches to'supervision appreciate the unique con-
- tributions of the teacher to the educational development of the young,
as well as those contrnibutions a teacher may have in common with

others

4  Artstic approaches to supervision demand that attention be
paid to the process of classroom hfe and that this process be observed
over extended periods of ume so that the sn%ﬁcance of events can be
placed in a temporal context

: : g
5 Artstic approaches tq supervision require that rapport be
established between supervisor and those supervised so that dialog and

a sense of trust can be establ ‘tween the two
6. Artisuc approaches to superSusion require an ability to pse

language 1n a way that exploits 1ts pot¢nual to make public the ex-
pressive character of what has been seen

,{‘f 7 Arustc approaches to supervision require the ability to inter-
. pret the meaning of the events occurning to those who experience them
and to be able ta appreciate their educational 1mport
8 Artistic approaches to supervision accept the fact that the 1n-
dividual supervisor with his or her strengths, sensiivites, and ex-
. perience is the major '‘instrument’’ through which the educational
situation 1s percerved and 1ts meaning construed

Y
g |
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" Chapter 5.

Toward a Theory of
- Supervisory Practice:

. Integrating Scientific,
Clinical, and Artistic Views

Thomas J. Sergiovanni

OxE seLECTS A TITLE THAT INCLUDES THE WORD ‘‘THEORY ' with some
risk when writing for large numbers of professionals in need of hands-
on wsights and suggestions for improving practice Key to the ttle,
however, is the word practice. In this essay I wish to speak not to theory
per se but to a theory of supervisory practice sensitive to the needs of
professnonal action. Such a theory would serve to inform the intuition of
supervisors and teachers alike and would emphasize both explanation
and understanding in the analysis of teachmg Its purpose would be to
provide a helpful framework to supervisors and teachers in an effort to
improve teaching. It s notlikely that we will be able to develop a theory
of supervisory practice unless we turn the tide on the science-art debate
in our field from that of a zero-sum game 1n which teaching is con-

sidered a science or an art, to that which considers the science and art of
teaching as two interdependent dimensions requiring integration in an
effective supervisory program.

Facts gmd Values in Evaluation

One dxstmgunshlr'lg feature of a theory of practice is its normative
emphasis. Theores of practice’are designed to improv e things, to bring
about higher standards, to strive for a better life. Traditional theoretical
science, on the other hand, is concerned with the discovery of truth, the
establishment of fact, and the accurate recording of the world as it is
The pnncxplc@tradmonal theoretical science are typically articulated
separate from a normative emphasis. Indeed one of the canons of tradi-
tional theoretical science is the separation of fact and value with the con-
vicuon that the former is to be prized and the latter to be considered a
nuisance that should be controlled. In a theory of practice, howe\er
both fact and value are considered important

Accepting the importance of facts about the real world of teaching
and values about what ought to be does not resolve the science-art
dispyte in supervison. Indeed this dichotomy of key evaluation dimen-

-

Thomas J. Sergiovanni 1s Professor and Chairperson, Educational Administration
and Supervision at the Unwersity of Illinows, Urbana-Champaign

s




68 SUPERVISION OF TEACHING “

sions plays intu the hands of scholars and practitioners in both camps.
Advocates of science, for example, claim the importance of intents,
goals, and objectives and consider these normative statements as key to
the process of evaluation. Since such goal statements are often
empirically-based (teacher effectiveness research and studies of student
productivity, for example) the normative standards used often appear to
have more “"truth density’” than those found in other views of teaching
and evaluation The charge is now simple Using the most advanced
techniques. establish the lev®, and quality of teaching actually present
and hold this up against the standard In essence, establish the facts of
tcachmg and hold these up against empinically-derived values Though
both ~1s'" and “"ought’’ dimensions are recognized. they are pursued as
5epam£e enuties and essential ingredients in a discrepancy analysis

Scholars and practicing professionals in the artistic camp are more
likelywto consider facts and values to be inseparable and thus the process
of supervision is viewed more subjectively They wquld dispute, as well,
the scientific supervisors’ pursuit of the facts. complaiming that the
methods used yield only ‘“‘thin’ descriptions of the real world of
teaching Preferring "“thick’’ descriptions and believing that facts and
values cannot be pursued separately, they seek a richer and®more 1n
depth view of teaching and are willing to sacrifice, the nigor, objectivity,
and, unambiguity typically associated with scientific approaches to
supervision

In Search of Mez;ning

Facts and values remain important in a theorv of practice but at-
tention 1s given as well to the pursuit of meaning. A theorv of practice in
the supervision and ev aluation of teaching would be concerned initially
with three qucstxuns What s going on in this cdlassroom® What eught to
be going on” And, what do these events, activitues. and aspirations
mean® Meaning i3 the added dimension Establishing what 1s requires
the development of accurate descriptions and expjanations of the real

" world of teaching Establishing what ought to be gquires that one give
attention to stated values and attgmpt to discoveKthose more imphait in
- teacher and teaching Establishing what events mean requires a closern
sstudy of classroom life and its events in pursuit of understanding
Elstabllshmg meaning requires that supervisors cultivate the art of
. interpretation

The scigntific approach to supenision, so masterfully articulated
and evaluated by John McNeil in Chapter 2, can help to establish what
1s going on 1n the evaluation ¢f teaching and can wontribute as well tq
identifying empirically based aspects of what ought to be Establishing
meaning. however, requires that we tackle the problem with a depth
and sensitivity not possible by employing only scientific methods

Elliot Eisner’s eloquent essay articulating the artistic view, which
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!
appears as Chapter 4, points the way toward shufting the emphasis in
supervision from what 1s to what it means His emphasis on developing
thick descriptions of classroom life is more than an alternative way to
establish what 1s The essence of criticism 1s the art of interpretation,
and one learns of classroom life less from the development of detailed
descriptions than from interpreting what these descriptions mean to
supenvisor, teacher, and others. But the values of science are necessary
nonetheless and the tools and techniques of saientific supervision cannot
be lightly dismis¢ed Interpretation and meaning cannot occur separate
from descriptivn any more than 1t is possible to pursue standards
without benchmarks Despit€ the tendency of scientific approaches to
sacrificé analysis and detail 1n exchange for breadth and scope of
coverage, the descriptive power of scientific methods in accounting for
an array of 1ssues 1s too important to be ignored
As an example. a carefully constructed record pf the number and
types of questions asked. linked to a classification of type of student
responses € oked, can mask such important issues as the quality ‘of
questioning. the quality of student response, and the substantive worth
of question content One good question and one meaningful student
response observed 1n a particular classroom may be more sigmficant
than “higher scores™ observed 1n another class for question and
response. frequency or type. On the other hand, though the quan-
titative and categorical array of question and answer rcsponses 1s not
sufficient to understanding teaching. it 1s helpful and may well be
necessary 1f a more complete picture of events and meanings is sought
‘Glinical supervision 1s a process, a way of life. a cultural structure
within which one works with teachers 1n the ¢valuation of teaching and
classroom life Some see clinical supervision as more a techmque that
mechanically spgcifies a series of steps through which supervisor and
teacher must t/lx el Noreen Garman's sensitive rendering of clinical
supenvision in Chapter 3. as a cultural structure within whxch the super-
vision and evaluation oftcachmg takes place, raises thgr€oncept to new

heights. With care. she portrays the struggles that myst be endured as ,

supervisor and teacher strive to discover what is, what ought to be. and
what events mean Within its rubric both scientific and artistic aspects
of supervision can be brought together A theory of supervisor® practice
within the concept of chnical supérision will require, however, that
saentfic and artistic approaches not exist side by side but integrated in-
to a compreéhensive design .

The case for integrauing saientific and artistic approaches to super-
vision 1s built upon a behef that the perspectaves of cach contnibute to a
theory of supenvisory practice that emphasizes interpretation and mean-
ing ' Classroom meanings, however, cannot exist separate from

" This analvsis 1s based in part on [ | Sergiovanniy  Interpretation and Meaning in the
Evaluation of Teaching,  Joint National Counail for Measurement in Education and American
Fducational Rescarch Assoaation Conference Los Angeles Apnl 1981
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classrgom facts Admltttdly, the facts revealed by scientific and artistic
inquiry often differ but if both are considered perhaps one’s vision of
reality will be enhanced. Interpretation and meaning are not now
evidenced 'by saentfic supervisory strategies. They are, at present,

more compatible with artistic views but sometimes artistic supervisory
strategies neglect them in favor of presenting alternative descriptions
and alternative renderings of the facts.

Perhaps the case for emphasizing interpretation and meaning in
supervision can be made by paraphrasing an allegory attributed to
Gustay Ichheiser? Suppose there 1s a windowless dassroom with three
doors A, B, C. next 1o each duor s a switch, the switch by door A turns
on a green Light. the switch by door B a red light, the switch by door C a
blue light Suppose that students, teacher, and supervisor enter the
room often,*ach always using the same door, but never the door of the
other Students use door A, teachers uses door B, and supervisor door
C Each of the parties will firmly believe, and have evidence that

,substantiates his or her behef, that the room 1s a speaific color. Is 1t the
.task of the supervisor in this¢asc to establish the facts as he or she sees

:

. might be referred to as *‘brute data
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them? What 1s truth and what facts exist 1n this instance? No matter
how carefully the supervisor builds a case, truth and fact cannot be
separate from the meanings and realities of cach of the participants in-
volved in this allegory and such 1s the case as well in the real world of
supervision

There arc at least two dimensions in describing a classroom event
or action, a configuration dimension and-a meaning dimension In its
configuration sense, the emphasis in evaluation is on describing an ele-
ment’s features and factual basis In the jargon of soaal saience, this
emphasis has been referred to as estabhishing "*social facts ** What are
the social facts of teaching and its observed or otherwise documented ef-
fects in a given classroom® Carefully delineated, objt:‘(tnc, criterion-
referenced test questions and student response data, an accurate record
of teacher ‘'‘moves’” ‘on-a dassroom map, a chart depicting how
students spend time, a transcript of the teacher's lecture designed to
assess uses of advanced organizers, and a recording 8 student winks,
smiles, nods, and frequency of hand waving are examples of social facts.
E~valuation that secks to determine social facts relies heavily on what
g - %

In its meaning sense the emphasis in evaluation is on establishing
the meanings of an clement to an indiyidual or a group In the jargon of
soual science this emphasis has been referred to as establishing “*social
meanings ' What are the meanings of a particular classroom element
or of several in combination to an individual or group? The extent to

" The lchhaser allegory is described by /.»gmunlf{mmdn Hermeneutis and Social Sene i New
York Columbia University Press 1978). p 106 ;

* Charles Tavlor lnlcrprrmml:l and the Science of Man  The Revien of Maaphyus 25 1
(1971) . . :
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N

which behavior modification techniques of classroom management are
being used and their subsequent effect on student attention spans can be
accurately recorded in a brute data sense, but the meanings to students
and teachers that result from using this technique can escape
undetected *

In contrast to emphasizing exclusively brute data, the evaluator
should be interested in ‘‘sense data’" as well.? Social facts, as determin-
ed by brute data, are typically the starting point in an evaluation, but
brute data cannot stand alone and still have sense in a particular context
any more than a4 word can stand separate from its context or a color
from its field. The word spint, for example, defies understanding
separate from its use in context (is 1t whiskey, ghost, elan, or soul®)
And even a word as basic as eat takes on different meanings in use and
different meanings 1n different cultural contexts. As a further example,
yellow is a color quite different against a field of white than black. And
so it is with brute data récorded from classroom activity Observation
A, when combined with B, may have quite different meanings and
significance than when combined with C. |

At a simple level, supervision and evaluation of teaching em-
phasize meaning when seeking to determine teacher intents or to
understand the intended outcomes of a particular curriculum format
and related teaching sequence. But classroom meanings can be
understood at three levels intended, common, and intersubjective ®
Common meanings, for example, are the shared sentiments and beliefs
of those having a common social 1dentity Though symbolic interac-
tionists might view my defimition as too simple,’ for our purposes com-
mon meanings might be thought of as the shared meanings derived
from membership in or identity with a particular school culture such as
teacher, student, or supervisor. )

Within these cultures, 'identities may be further broken down ingo
such subcultures as academlc teacher, shop teacher, basics teacher,
oper education teacher, or, in the case of students, college bound, ag-
gie, grit, and so on. Intersubjective meanings are those derived in-
dividually from interaction with or from experiencing a particular
classroom element or event. Basic to intersubjective meanings is that
the same élement or event has different meanings for different people
and takes on different meanings when combined with other elements

* The standard behavior modification practice of ignoring undesirable behavior,”” for exam
ple, raises a number of ethical and psychological 1ssues relating 1 mamipulatiun. arbatrary
authonty . oercion, rejection and due process that may seem ummportant given the specifically
desired behavior and the ume frame in question, but could have lung lasung consequence to all
parties involved as subsequent behavior  learned atttudes, and longer tme frames are
considered

* Taylor *"Interpretation and Science ™

* Tavlor ““Interpretation and Science ™

" See for exampie. Herbert Blumer,  Society as Symbolic Interaction. s i Human Behatior and
Socral Processes. .ed A M Rose (Boston Houghmn Miffhin, 1962;
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The Domains of Inquiry

Classrooms are socialsystems and, like gther social systems, can be
viewed as possessing three interdependent components. a theory, a
structure, and a technology.® Theory refers to the rules, beliefs, and
standards that help define and promote understanding of reality, struc-
ture refers to the set of roles and relationships that exist among system
members, and technology refers to the actual procedures and practices
by which things get done. With respect to classrooms, the interdepen-
dent componeryg might be thought of as educatonal platforms, social
structures, and educational activities

In sceking the domains of inquiry in teacher evaluation one can
look to the social system components on the one hand, and the actions
and activities that take place and their multiple meanings, on the other.
The domains as depicted in*Figure 1 suggest that the task of teacher
evaluation is more complex than normally assumed and that a ‘Anet) of
techniques might be appropriate given the particular domain of interest
at the moment. i

Bsute data collection strategies, therefore, have a role to play along
with sense data strategies if a complete picture is sought. Further, since
the social system features of dassroom life are interdepender, ¢valua-
tion needs to be viewed as dynamic. A change in classroom practiges or
in the organization of instruction, for example, influences the existing
social structure and the shape and texture of-the educational program
As these social system dimensions change, so do the meanings to be in-
ferred from the brute facts of what is.

In the remaining sections of this essay, | wish to emphasnze the in-
terpretive aspects of the pursuit of rfieaning 1n superwslon This em-
phasis 1s taken with full recognition that the pursuit of meaning is an ex-
erase of little value without having established as well what is, and what
ought to be. I conclude the essay by'suggesting a model that presents
some necessary dimensions to be developed if a theory of practice in
supervision and evaluation of teaching is to emerge.

Three major ?enues of 1nq1hry are suggested as being important,

in a theory of supervisory practice. Interpretation is an art that is
enhanced by multiple perspectives on reality and meanings are suffi-
ciently idiosyncratic to require that avenues of inquiry be pursued tn
partnership by teacheys and supervisors. Though I am sure of the roles
of students and parents in the process, they too wo:.:.ld.hlgéc}y be involy -
ed. The avenues of inquiry are suggested by the three questions already
raised.

.

1. What 15 going én in this classroom® How does it work? Can it be
explained and predicted? What laws and rules govern behavior in this

* Donald A Schon. Beyond the Stable State (New York Random House, 1971)
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2
=~ b ~
: intended Observed Common Intersubjective
' Meanings Events Meanings" Meanings
»
Educational |stated intents culturally subjectively
Platform intents observed interpreted interpreted hs
intents , intents f
-
Social relationships |actual cultually subjectively .-
Structure desired relationships |interpreted interpreted
‘ relationships |relationships
Educational |developed activity culturally subjectively
Activity plans observed interpreted interpreted
i . activity activity
What ought to  What is? _ What do “is” and “ought”

be? (espoused

{brute data)

mean? (Sense data)

theories)

‘
rl

Figure 1. The Domains of Inquiry in the Supervision and Evaluation of Teaching
’ /

context? How can I accurately and vividly describe classroom events?

Thin descriptions of reality are important in presenting an overall
map of classroom events. Such a map gives a general orientation to the
classroom’s breadth and scope much like a road map provides for a par- .
ticular region. Thick descriptions of reality are important in identifying
and recording aspects of the hidden curriculum, estimates of quality,
and indicators of cultural imperatives that provide a more vivi por-
trayal of classroom life. The maps in a ttavel atlas, for example, present

" a general descriptive orientation of a particular region but the accompa-
nying text and photos describe the mind and pulse of this region Each
is useful to the traveler.

N 9. What ought to be going on in this classroom? What cultural im-
peratives should determine action? What values should be expressed?
What qualities of life should be in evidence? What standards should be
pursued?

“QOught’’ dimensions of classroom life can be obtained and
verified from empirically established standards (for example, teacher ef-
fectiveness research) on the one hand and from cultural preferences, ’
valugs, and beliefs (for example, conservative or humanistic ideology)
on the other. Admittedly, the twa sources are more easily separated in
word than action. Symbolic interactionists, for example, would suggest’
that valdes are products of interaction among people and are qualities of

ERIC S8 Ty
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| \ mind _that anise both through such interaction and through symbolic
ot meanings .
1 Establishing that a particular level of student achievement canbe
| obtained if teachers follow closely a given set of teaching procedures _
| suggests a standard of fact. Such rclationshﬁsgught to be rigorously
. pursued and empirically established as teaching facts Deciding that the
LIN partigular level of student achievement that might be obtained, is
\ Valuable, and that the tgade offs of what is lost to students ansl others by
obtaining this gain in achievement or by adopting “this method of .
teaching are acceptable, however, does not necessarily follow from :
teaching facts. Making*decisions among alternatives is the establish-
+  ment of teaching values Strong teaching facts saentifically determined
are important prerequisites for eablishing teaching vakues but are not
subsfRutes for these values. The establishment of teaching facts and
.. teachmg values are both impoertant in the de\ elopment of the ter) of
supervisory practice

¢
\

n‘ *

3. What do events and~activaties that comprise t/ze “us” and “ought’’ ¥
dimenstont of classroom [ife mean to teachers, students, supervisors, and significant f
others? What 1s the cultural content of the classroom® What implicit
educational platforms exist? What values are suggested by ,actual
behavior and events? ‘What are the meanings implicit in dlscrcpancyes
between the espouscd and in use theories?

The discovery of meaning and the creation of meating in tcachmg

await the further development of the art of interpretation The work of

- Eisner 1s an important step in this direction.g Perspectives of both

science and art will be key to this effort. §ocial meanings are derived -~
from social facts and neither scientific images nor artistic images have a

monopoly on establishing social facts.

- It may be he}pful in 1llustratmg the importance of social facts and
soaal meamngs in the evaluatg:;})of teaching to distinguish between
“‘picturing’’ and ‘‘disclosure ictueing models of cvaluation try to
be as mugh like‘the teaching attivity and classroom life under study as
possible Disclosure models, on the other hand, contain key

characteristics of the teaching actjyity and dassroom life under study .
but move beyond picturing per se to interpreting meaning by raising *
issues and testing propositions about the phenomenon Picturing and
disclosing:af constrasted below In examining the disclosure side of the
ledger notice the emphasis given to going beyond the data tn ;hc

% strictest sense to telling a stor); represented by the data The data are

enriched in disclosure as a medns of communicating more vividly and
fully. But disclosurg 15not invention and the story des clobed is based on
tHe social facts present in teaching. Meaningful disclosure requires ac-

. * curate plcmrmg . .
-
- - ’ %‘: .
PN ¢ See for example, lan Ramsecy, Modely and Mystery (Londun Oxford University Press, 1904)
. . o= ) L{ . fﬁ
. . . ‘ - ' . N
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- Y .
< : L I '
f . . .
Picturing Disclosure
.
\ .
4 Intents . . .
. ! A
To describe the teaching phenomenon To interpret the teaching phénomenon
under study as exactly as possible To under study To illuminate 1ssues,
develop a replica, ghoto image, or a disclose meanings, and raise hypotheses
carbon copy of reality Agendas and and issues are intents that émerge from .
issues are intents ¢embedded n the the data
data . . Q .
0 * . a 3
' " Analogies . . .
. ' ~
Legal transcript, videotape, photo- Impressionistic painting, collage, book
replica, interaction-analysis, electronic review, interpretative photo, music,
portrait, music or dance score, play dance or play performance, story o~
script, historical chronology . . "o
\ s
o
b e
* Key Questions
What exactl hap‘pened.m this What issues emerge from the study of
classroom? )Zlow can I describe events this class? How can [ represent or il-
-objectrvely? < * luminate these i1ssues in a mcanmgﬁ:l
way? s
. .
Vahidity Check . .
» e ‘h
Are events described accurately”? What actual events are observed” Do
’ they reasonably lead to theinferences

and nterpretations’ ;

=  Ihave suggested that the problems of supervision and evaluation of
teaching need to be addressed in a fashion that emphasizes interpreta-
tion and meaning. Developing accurate and objective regords of the real

" world of teaching as defined by the canons of objectivity would be only
part of the process. Of no less importance would be the subjective world®
of teaching. Tht phenomenological life offfhe dlassroom, teaching as ex-
pressions of cultural, and hermeneutical inquiry are the areas that
should now receive our, attention. Looking to hermeneutics as a method
of analysis, supervision and evaluation of, teaching would require that
one give attention to both normative and descriptive knowledge and
both theoretical and practical perspgectives. !

1 Hermeneutics 18 2 ''science’’ of interpretation  [nterpretation is an attempt to danfy, w
make sense of an object or event under study The ""hermencutical urcle’ is langhrage used by
scholars t suggest the alternating attention given w an artay of factors in pursuit of meaning As
cach of the pants of the puzzic 1s viewed in relationship to others. they becume more intelligible
The aircle is theorcucally endless, with interpretation and meaming enhanced as the whule
becomes dlearer from conunuing and further analysis of interrelated parts Sec for cxample,

! Charles Taylor, “‘Interpretation #nd Soience,’’ and n Habermas and Jerety ] Shapiro,
Knowledge and Human Interests (Boston Beacon Press, 1 N ‘ -
* A 5
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Of 1ntegest 1n using a hermeneutical frame of reference would be
the accurate jrecording of concrete facts that describe in practice
" classroom events Important is sensitivity as well to what the best of .
educational research says are the predictable relationships between and
among these classroom events For example, what does educational
_research say about the relationship between the academic engaged time
of students and subscquent resulis on mathematcs achievement tests’
And, 40 what extent are voungsters in a particular classroom
. academically engaged? .
o® Also of interest would be the teacher’s stated and unstated intents,
stated and unstited assumptions, and stated and unstated beliefs that
compose an educational platform Important would be sensiuvity as
well to the broader social and cultural imnperatives that delfeate and’
define a value system from which standards of quality and excellence
- are born. For example, what does this teacher say dge his or her intents
and what intents can be inferred from the teacher’s ac behavior and
from_other factors found in the classroom® These dimensionéare 1l-
lu?t(atéd in Figure 2 The quadrants compare descriptivg and nor-
mative knowledge with practical and theoretcal perspect}ves One
- qu‘adrant for example, 1s concerned with descriptive knowljedge of a
pracucakna;ure secpnd with descriptive knowledge of a heoretical®
nature, a third th normativ® knowledge of a practical ndture. and a
fourth with normative knowledge of a lheoretlcal natur e
Lo <«  The quadrants of Figure 2° dgpict the avenué? of inquiry that
- - should be considered in a pracmal theory of supersision, and evaluation
of teaching The task 15 mo® complex than rating teachers’ effec-
" tiveness against a standard of validated teacher competencies or in con-
Aucting a discrepancy analysis between stated intents and actual student
. achievement Hermeneutical inquiry for example, would require that
one move from quadrant to quadrant repeatlv in the analisis of
L,classroom events in scarch of meaning Of inferest are not onf
- behavior and other descriptions of whatsrs, but ‘thequality of I
' 1sts in the (ljssroom and the cultural imperatives that define th
ty_ Meaning. 1t 1s assumed. is the vehide for increasing one's vision
about dlassroom happemngs and for informing one’s intuigion These in
v turn are keys to understanding and improving teaching
, . «

) ‘ "Toward a Thtory of Practice

Though I speak ofa theory of practice, [ have in mind the develop-
ment of a number of such theories each emphagjzing different dimen-
sions and each able to iluminate different probletns and issues in super-

' vision and evaluation They would-share, nevertheless, somé common .
) 5 o ‘
o ‘ ’ J ;
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. 0 .
. The Pursuit of Descriptive Knowled?e ;
4
] - )
1 Practical - Descriptive ” 2. Theoretical - Descripfyve ¢
Supdrvisor and teacher seek to Supervisor and teacher review |
record the facts that exist in a social science and educational
particular classroom. Scientific research as well as the i
strategies yield “thin" descrip- humanities disciplines (culture,
tions on an array of congerns ' ethics, values) in an effort to 1
and artistic strategies Qleld ) determine "'what is" good prac- !
“thick’ descriptions on selected tice Scientific perspectives 1
concerns. The intent a%o favor researching the wisdom of e
establish “what i1s.” empirical research and !
) § theoreticaly establistyng facts
. and artistic, the humanistic . .
. disciplines. Both provide in- , !
- | .sights into “what ought to be”
. but as established facts rather .*
than individual preferences !
. |
'alhe 'subaor seeks to under- The supervisor seeks to under-
stand and hglp the teacher stand the teacher's stated and
understand his or her stated and , implied educational platform .
implied goajs and objectives. and the stated and implied ;
Scientifi€ strategies favor the cultural value system that deter-
analysns‘of stated goals and ob- mine classroom life The em- ‘
jectives and artistic, the imphied phasss 18on interpretation and | .
The "‘ought” dimension s of meaning which in turn fuels fur- ‘
concern in both manifest and la- ther inquiry +a{0 the other three N
tent forms Ought refers to quadrants Artistic strategies ;
stated and imphed individual are better able to provide inter-
preferences of the teacher pretation and meaning !
3 Practical - Normative ) 4. Theoretical - Notmative '
L < . . ! ’
4 ‘ . SN ”

Tha Pursuit of N¥mative Knowledge

Figure 2. Avenues of'lnquiry in the Supervigion ‘and Evaluation of
' Teaching . ) .
- ¢
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- i

.characteristics and rest un similar epistemologicas assumptions ' As has
been suggested. a theory of practuce wouldobe integratiie It would recognize
the value of both normative and descriptive views and would seek to
bring them together as alternate and integrative ways of knowing Fur-

.« ¥ ther. w theony of practice would be comerned wuth Reamangs of events Such a
theory would seek to turn the facts of what 1s and what ought to be into
meanings that are important and usefu to those involved i the process
of supervision g;:xd evaluagon Brute data would become sense data and
it 1s sense data that would influence teacher practices As Blumer sug-
gests, ""We can and. I think, must lock upon human group'lfe as chief-

lv a vast interpretive process in which people, singly and collectively,
guide thcmselxes by def'mm,g the objects. events, and situationg which

— they encounter ~'? .

® Towhatend issucha theorv proposed” Is the purpose of inquiry as

described 1n this chapter to advance the science and art of evaluanon®
Are the prime beneficiaries. theonists and analysts” I think not A theory
of measurement and eraluation 15 not being proposed here but a theory afprw.tzu L
P Of eoncern 1s improving the practuge of teachers and the” quality of
classroom life Thus a key fourth question must be considered Given
what 1s (descriptive science)! what cught to be (normative science ). and
what events mean (interpretive science), what should supervisors and
teachers “*do’ " (practice)” Theories of practice are ulumately concerned

s with action taken to improve a present situation and 1n our. case the

beneficiaries would be teachers and students.

The development of a theory df practice an the supervision and
evaluation of teaching 1s a task well bevond the scope of this chapter ™
My purpose 1s to provide some indication of directions such a pursuit
might take Progressin developing such a theory will require 4 fuller in-
tegration of a varietv of points of view Saentfic views and artistic
views of supenvision as articulated by McNeil and Eisner can cach eoh-
tribute importantly If Noreen Garman's rendering of clinical superi-
<ton 1§ taken ta heart, then perhaps this process can provide the cultural
«vsten and way of life within which teachet and supervisor can work
together with honor and dignity in pursuit of both social facts and social

)* . 3
meanings on the path to improved teaching .

T | Sergiovanny Fheory of Prau% in Bducanonal Policy and Admanistration An
Hermeneytics Perspective, American Educational Research Associaton Annual Cunterence
" laos A.ngr?ts April 1981

+ Herbert Blumer,  Souiological Analvas and the Variable ‘@ Ammuan Sontolograr Revirt 21
196 186 ¢ v

57 .
ERIC ~ '

Aruitoxt provided by Eic: ;- .




[

Part III. .

The Human Factor in
Supervision

/

APPLIED FIELDS SUCH As EDUCATIONAL SUPERvIstON differ from the more
academic disciplines in the nature of knowledge that 1s of most impor-
tance Applied fields are interested in theoretical knowledge but they
are also interested in practical knowledge Philosophers of science dif-
ferenuate between proof reasoning and practical reasoning Proof
reasoning i1s more unnversalistic. objective, and rational Practical
reasoning Is more particulanstic and subject to the unique meanings
given knowledge by the people involved and goals pursued. Supervisors
are interested 1n improving teaching and the gquality of dassroom life
They want to ""do’" something about educauonal matters with the in-
tent that tomorrow will be_better than today These actigns and intents

charactenstic of educafional supervision lend themselves to practical .

reasoning as the dominant mode of inquiry

When one considers the practical nature of our ﬂeld along with the
fact that superwsory activity in education involves.ntense human 1n-
teraction it is easy to appreciate how important the human factor fn)
supervision is Scientific knowledge about superyision simply cannot be
considered separate from the human factors involved in converting this
knowledge to actions Knowing which particuar textbook 1s “'best’ in a
proof sense, for example, cannot be converted into action Separate from
the pracmal 1ssue of which textbook will teachers accept and use with
enthusiasm Faung up to-the fact that doing in educational supe®ision
involves working d(‘cl\ with teachers and that successful doing in-
volves teachers being commutted to and {reelv accepting ideas, suggdps-

tions, and pracncfs suggests the 1mportanuc of human factors in

supervision 4

Among the many topics and issues that belong under the heading
“‘Human Factors,”” only four are considered in-this 'Yez_irbook Leonard
Valverde discusses the relationship between the growth and develop-
ment of supervisors as persons and professionals and simijar growth
aspirations for teachers in his chapter **The Self-Evolving Supgrvisor
He argues that the two dare linked In his view, growth’and development
of supervisors is key to building a set of notms and a way of life in
schools conduaive to teacher growth and development. | :

Robert Alfonso and Lee Goldsberry explore possibilities for bring-

ing teachers into the process of supervision 1n their chapter

A

~
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.

“‘Colleagueship 1n Supervision "’ They assume that supervision and
evaluation 1s not something one does to a teacher but 15 a process
designed to improve. teaching, and. that this process is faclitated by
' teachers becoming fuller partners to the enterprise

Human resources supervision as a theoretical'framework for pro-
viding pupervisory leadership to teachers, and 1ssues of organizational
chmate conducive to teacher growth and development are explored in
Chapter 7, *‘The Context for Supervision ' Part IIT concludes with
Ethel Greene's chapter themed to **Issues of Race and Sex in Supervi-
sion *' She provides a historical overview of raasm and sexism in
education and discusses how contemporary 1nterpretations of this pro-
blem affect the supervisory process Critical to her is whether any of the
humanistic aspirations espoused in other papers in this section can be
fulfilled under the shroud of prejudice She points cut that though
- histonically certain groups have been more vicimjzed than others. pre-

judice affects all groups

L

ERIC - A .' S

Aruitoxt provided by Eic:




»

Chapter 6
The Self-Evolving Supervisor

>

Leonard A. Valverde

1
B

~AN EXAMINATION OF THE LITERATURE ON INSTRUCTIONAL SUPERVISION and
scrutiny of supervision as a practice reveal the dominant f8us has been
on what supenisors can do with and for teachers Neglected is what
supervisors can do for themselves. Surprisingly hittle thought has been
gien to the inservice Professional growth of the instructional
supervisor .

Since the supervisor's major concern and focus of effort is to help
teachers so that teachers in turn can increase their chances of helping
chijdren, it would seem natural that much attention be devoted to
developing the supervisor's professional®zrowth This chapter explores
an alternative by which professional educators can continue to learn
The alternative 1s neither novel nor new. but ertaiply different
from the commenly used approach I fef. my position 1s that a
supervisor should depend on self fgpfearning rather than depend on
othess 16 provide instruction. As 1sor who adopts the concept and
practice of self-learning for professional growth becomes. as I use the
term. a self-evolving supervisér

Before advancang the alternative approach. it 1s advisable to
outhine the prevailng views educators have about their professional
learning. their behavior, and the practices used to deliver professional
growth experiences )

y z
- .

Staff Development: Inappropriate Assumptions and
) Dysfunctional Practices

In order for the reader to determine the feas’fblllt,\ of the proposed
sclf-development alternative. it 1s necessary to present my interpreta-
tion (biases) about how teachgs SUPervisors, administrators, and other
-educators receive instruction while in service. The other reason for
describing the gencral state of staff development, as I perceive it, 1s to
Justify the alternative approach I advocate The following discussion of
the supervisor’s role may appear to stray frem ghe topic, 1ts relatign to

i

Leonard A Valverde 15 Associate Professor of Educational Admimistration and
Durector of the Instructional Supervision Program. The Unwersity of Texas,

Austin
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self-learning. however, will become evident.

There are many definitions of what the supenvisor’s role ought to
be—possibly as many as there are authors The concept of supervision
was perhaps best captured by Kimball Wiles when he stated, "*The
supenvisor's role has become supporting, assisting, and sharing rather
thandirecting ="' Wiles assumes that the/ supenvisor shquld be a Aelper of
teachers or a teacher of teachérs However, when teachers need or desire
assistance, they normally, turn to another teacher Hence, just as
students depend on a teacher for their learning, so teachers depend on
another person, who can help 1n their professional development
Theoretically . reachergrowth should depend on another professional a
person who 1s knowledgeable by way of formal training. on-the-job ex-
perience, and organizational positon However, this in only what should

“be the super~ isor's role and not what the supervisor’s role is in practice

For many reasons, claborated by Sergiovanni in Chaper 8 of this Year-
book. the supervisor’s role of being supporuve, helpful. and cooperative
is percened quite differently by teachers School districts and schools
have many bureaucratic charactenisucs The climate and structure that
result from these chara(tfnsucs are such that most supenvisors display
more controlling behavior than collegial behavior In theory, the super-
visor's relationship with teachers 1s based on expert knowledge but, in
practice, the relationship 1s based on reward and coerave
power—power associated with a traditional burcaucratic organization
Hence, in practice, teacher development is hindered because super-
visors are restricted by bureaucratic characteristics from  helping
teachers Teachers. in turn, are reluctant to ask for assistance since
most requests are likelv to be interpreted as cvidence that the teacher s
having trouble :

It is necessar to comment on one important supervisory function
directly related to the construct of learning planming, conducting, and
evaluating inservice programs for the purpose of promoting teacher
dculopment The term frogram 1s usuallv a misnomer, since typically
inservice Traiming 1s in the format of a one-tific session or workshop
Rarely do inservice programs have theoretical constructs, sequenual
and Iogncal orgamzation of curriculum, or multple meeting sessions
spaced over an extended period of ume District-offered sta¥ develo
ment 15 often character;zed by inservice topics chosen on the basis of
high interest .and the extent to which they appear to address district
problerns Topics anse frum deficiencies participants have in common,
or difficulties they seem to be experiencing  Instruction is provided bw
someone recognized as an expert, or by a supervisor who is asked to
studv the problem and to instrua others about overcoming the percein -
ed dcﬁ(,xcnc» or difficulty Ideas are presented and suggestions offered,
using such typical instructional techniques as lecture, demonstrations,

K Wiles Supetaion for Bettrr schoois e ed (Englewond CWfls ™ ] Prennee Hall 1967

pin




. v THE SELF-EVOLVING SUPERVISOR 83 =
. -
and hands-on experiences. In essence, the inservice training format
closely resembles the classroom model in which the teacher, as expert,
+ typically determines student deficiencies and difficulties and organizes
information to present to students as a group. demonstrates lessons,
and assigns exercises and other work for'them Philip W Jackson refers
to this type of inservice approach as defecuive '

.-
= Permeaung this view is the noton that sumeone knows mure about how the teacher

. should behave in his classroom than he does humself In many wavs the defect position -

$  partakes of one of the most enduring of all conceptions of thd educational process Irs

the one in which the student 1s seen as essenual]y helpless and the teacher as omnis

cient. only in this case the teacher humself 15 1n the role of the student and his all-

.

knowing guide 1s the designer of the inservice program - .

This discussion underscores two points about the present state of
insenvice education 1 Learning is single directional. 114% reccf\cd from
the instruction of an expert Instruction comes from someone other
than self In short, learning is perceived to occur when two individuals
interact and when one person knows what the other person needs 2
The conunuing education of teachers as well as other educators. in-
chjl‘dmg supenvisors, 1s conceptually related to dnd pattened after the
seaching/learning model designed for students However: assumptions = -
applied to children are inappropriate for adults For example, young
children lack fundamental knowledge. lack basic skills and processet for
self-learning, therefore. they arc at least imually dependent on others
and require learning activities that place them in relatively passiye roles  »
as learners Surely adults who have advanced preparation for roles as x
professional educators are qualitatively different from young children
Because we have not formulated other.assumptions about learning:ap-
plicable to professionals. supervisors and other instructional leaders
organize and direct staff development sessions in the image of

. classrooms for elementary and secondary students

Inservice raiming programs that suffer feom these characteristics
have some benefits when properly planned and expertly 1implemented
Such, programs can praduce satsfied teachers and supervisors who
carrv awav usable instructional materials. who can rephicate a lesson in

. aclasstoom. and who can restate useful suggestions to others But such
inservice sessions do not aid or guide educators to be imaginative, to be
analytic of situations; to formulate strategies for instructign apphicable
to their special environment. to rely on their own resources, or to be ac-
uve, independent learners - ) .

Professional Growth: Alternative Assumptions

' Inservige progpgins often fail to incorporate some accepted ideas
that expand our vision about lcaiﬁmng For example. most educators

TP W Jackson  Old Dogs and New TricBy Obserations on the Continwtig Fducation of
Teachers  n ImprovngInerice Fdwanon od Louis | Rutin (Boston Allvn and Bacon 149773
- 4
p 4o
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know and agree that personal learning styles and learning rates vary
among all persons—not just among children® We have come o
recognize that there 1s no universal model of teaching suitable for all *
Further, increased student populations, larger professional staffs, and
the multiplicity of services rendered 1n addition to instruction have
diminished material resources and ume for group learning Moreover.
efforts to superimpose cultural valueg. organizational procedures, and
professional philosophies for the purpose of homogeneity and uniformi-
tv are being challenged In addition, curriculums’ that build on the 4
strength of deversity. plurality of values. and flexibility are being pro-
moted as a democratic ideal Thus, just as teachers are slowly beinning
to introduce individualized instruction and prescriptive teaching. so .,
#  educators will need to include these assumptions and others in their own.
learning and development
) " Such concepis as life-long learning. continuing education, and staff
evaluation for professmnal growth are gaimng a permanent place 1n
public education and. more importanf. such concepts represent a
maturing mind-set within education For these reasons it 15 time for
w assumptions to be adopted and implementeds Other than those ex-
- ressed above . what are some of these new assumptions” The first and
the major assumption 1s *borrowed from the medical profession
*Supenvisor. teach thyself ©' As medical .doctors are responsible for © .
P staying abreast of the latest developments in medicine. so should educa-
tional supcn:sors accept such responsibility In order for the supervisor
to #row professionally, a new viewpoint, centered internallv, 1s
necessary The supen isor should reahize that he or she is a self-resource .
to draw from and build upon, that is. instructional leaders possess basic
and advanced knowledge developed through formal training. observa-
» ton. and behavioral skills sharpened by years of experience Further-
more, stipervisors have_access to resources by virtue of their position,
such as command oflhmr time. contact with numerqus individuals both
within and outside the school district. and opportulties to travel (at
Jeast locally) But inorder for a supervisor to capitalize on these human
and orgamzational resources for continued learning. the supervisor
should internalize responsibility for professional growth Supervisors
should diagnose their own strengths and weaknesses. identify available
. apnd accessible human and material resources, “determine activities to
pursue, and determine the amount of time to spend on lcarn?ng Profes-
sional growth. like personal fulfillment, is best “‘purchased” and -
“‘owned'’ by the individual Supervisors must no longer consider
themselves merchants selling staff devdlopmentto tcachcr; ‘Rather,

. / - .

*R Dunn and K Dunn. Teachipg Studenis Through Ther Indvoidual Learning Styles 4 Practucal

Approach i Reston \a Reston Publishing 1978,
. ¢T Goodd and | Bropht  Losking in Classreorns 2nd ed (Nvew York Harper and Row

1978;
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ssupervisors must expand the seller role tp include the investor
role—that is, take advantage of their own expertness in order to
enhance their own capabilitiés.
Complementing this key assumption, Bunker® posits five other
_ assuppptions that facilitate self-learning by teachers but which are also
suitable for pther educators. They are clearly stated and thus are offered |
without modification: .
1. People are their own instruments for growth.”

2. People learn to do what they do.

- . 3. Readiness for growth is by by focusing on’ people’s
strengths . -

. Learning occurs when people recene new 1deas and have an

opportumty to interact with them. . - -
- . 5. People are mose effective helpers when they feel good about
themselves. . :

The first assumption has been tovered and the second will be
treated 1n a following sectiot\ Bunker's third assumption asks us to be

o concerned with people’s strengths. Regarding the third assumption,
} though, educators hold fast to two principles that are erroneous and
harmfu) to learners, be they students or*adults. James Lewis dlscusses
this in the context of teacher performance appraisal.

First, the traditional performance appraisal program is based on a poor theory of
human motivation, that telling an educator where he 1s duing a poor job will provide
the_necessary cffective motivaigen to get hum to improve his performance Rescarch

L has proven that this 1s not always the case Second, the tradiuonal performance .
appraisal program 1s based on the false assumption that the roles of the admymstrator
and the teacher are compauble and that criticism 1n nsclf will bring on the necessary
improvement in performance The admunistrator, in , evaluating the teacher, implies
that the staff member needs to improve his performance in the direcuon of the objec

% Juves and standards of the administrator Falure to achieve according to this expecta-
nion often leads to cniism, threat, anxiety, and a poor working relauonship bctwccn
the admunistrator and the teacher ¢ -

.

» Bunker's fourth assumption addresses the construct of learning as
an interactive process. But unlike the common interpretation used. for
children, where interaction is between two persons, one knoyvledgcable

~ and the other ignorant, Bunker's assumpgion permits individuais to in-
teract with thoughts.and ideas on ah individual basis.”Dependence on
others is no lopger a requirement nor a restriction. Assumption five,
concerned with the affective damain, will be discussed in the next
section.

i - . ’
Y
2

>R M Bunker. 'Beyond In-Service Toward Stafl Renewal.” Journal of Teacher Educatton

28, 2 (March/Apni 1977} 31-34 -
. ¢ ] Lewis, Apprawsing Teacky Pnjormant((Wc;t \yack NY Paker, 1973),p i'Z
1 .
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All these assumnptions argue for a teaching and learning model for

educators that i1s different from the student model, and that is

characterized as heuristic by Bush™ and others The term Aeuristic em-

phasizes the development of self-initiated and self-directed learning, 1t

stresses discovering rather than absorbing knowledge. 1t places the

learner in the role of inquirer, it represents more than one tcaching and

B learning activity, and it treats the learrer as a person who can produce
knowledge and understanding

Self-Learning: How?

A case has been presented for moving people away from inap-
propriate assumptions about adult learning and the corresponding
classroom model of inservice traiming. The question now arises how
can alternative assumptions be put in practice® Or what I can the
self-evolving supervisor practice for continued learning® The dgpervisor
devoted to self-growth can undergo four learning activities, prelferably
in the sequence offered here but not necessarily so Each learning activi-
ty 1s independent. meeting a particular intent ‘

One learning activity is reflection. The supervisor must examuine his
or her® situgtion, behavior. practices, effectiveness, and ac-
complishments Reflection means asking questions of oneself The basic
and comprehensive question asked during reflection is, ' What am I do-
ing and why®"" Reflecion 1s a form of shwghtly distorted self-
¢valuation—distorted in the sense that judgment 1s emphasized rather
than data collecion The individual asks value-laden questions and
responds on stored, selected data (memory), and then concludes
whether he or she 1s satisfied or dissatuisfied Reflection, then, 1s an in-
dividual’s needs assessment and continued self-monitoring of satisfac-
tion with effecuveness As with any type of evaluation, reflection should
be formative, that 1s, periodic, constructive, and deliberate  Putting
reflection into practice can be as simple as every three months setung
aside two hours to write down perceptions. -

Another self-learning actinity is exploration. Exploration is a means
of collecting mformatwn through readmg, ubserving, and listening  Ex-
ploration as alearning activity includes identifying, locating, gathering,
selecting, and marshaling Tesources  Exploration, 1f used following
reflection, 1s a means of scarching for answers. It 1s a way of augmen-
ting ewsting knowledge, to validate or dispel faulty self-perceptions.
Supervisors can engage in exploration by browsing through a profes-
sional library, reading current journals, or visiking with experts

A third means of independent learmng is stimulation Stimulation’is
an activity performed to revitalize interests in one’s job or to remotiy ate

- I3

TR N Bush  Curriculum-Bfoof, Teachers Who Does What to Whotn " in Improcing In
servter Education ¢d Louws | Rybin (B"nmn Allvn and Bacon, 1973, pp 47970
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performance. Stumulaygon, since it relates to the affective domain, 1s &
best accomplished by seeing and hearing. As in the arts, supervisors cath
be energized to recommit themselves to doing more or doing better by
seeing another supervisor perform gracefully or by hearing an instruc-
tional leader eloquently speak about his or her experiences. Compared
with reflection and exploration, stimulation requires less action, but it is
nonetheless effective in promoting learming. The more “pleasure
associated with an experience, the more likelihood of remembrance,
rethinking to idenufy useful elements, and attempting to incorpurates#
such elements in one’s own behavior. (For a discussion gf learning by

+ way of the arts, see Chapter 4 in this Yearbook )3¥n example of
stumulation is an artsupervisor viewing an art exhibit/of student work
or a math supenvisor visiting a computer center of, a large business '

The fourth self-learning acuvity is referred to as experzence Applica-
tion of thought or abstract learning 1s acquired by doing Putting
thought to practice, structuring one's behavior to conform to collected
and organized knowledge 1s experience While experience can be ac-
cumulated random behavior, as in tnal 4nd error, if associated with one
or all of the three activities mentioned cxperience becomes guided .
behavior Experience places the learner in an active role and places him
¢ her in control of the activity Learning by performing the job, attck-
ing the task 1n new ways, produces experzenced growth

The following scenario illustrates experience a science supers isor, . .
after reading about a particular teaching strategy in a professional jour-
nal. decides to practice the method in a science teacher’s fourth period
“The science supervisor does not view this practice as the end of learning
but rather as a phase in learning He or she may need to rethink (reflec-
tion), to read more (exploration), to observe or talk more (stimulation),’
and plan more (experience), before gaining command of the_teaching
technique. . -

e

'Accommodht‘ing Self-Development: Requisite - ;
‘Organizational Changes

As with any model, the four self-directed learning activities of

reflection, exploration, stimulation, \and experience have drawbacks.
Two of major concern are time and autonomy, though neither 1s an In-
.herent disadvantage. The two drawbacks arise because the educational
structure_does not provide instruttional staff with sufficient independent
time and adequate individual authority. Therefore, organizational
changes will have to be made in order to permit supervisors and others S
to practce self-deveJopment. Tyme must be created for supervisors to

. educate themselves This can be accomplished by cutting out un- .
necessary, but ime consuming, tasks supervisors are called on to d» as '
part of their daily work (committee attendance, making out reports,
delivering instructional materidls, attending ceremonies), n

' & , (-
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~ Most supervisors would agree that many of their present.activities’

L are relatively umimportant. If school boards and superintendents -
Y believe that Supcnlsors%hould not be released from sume of their pre-
\/ sent activjties, then they should consider employing additional super-

v1sors to assume some duties from existing supenvisors More free tme
will theil be atailable for self-instruction If the employment of 4 small
number of additional supervisors 1s economically .prohbitive, then .
another pyssibility s for the schoul board to designate certain days each
academic vear as learning days for supervisors Many states, like
Texas, have legislated that each school district have a certain number of
pupil-free days for teacher inservice training Superusors should also
have time relieved from all normal supervisory duties to spend on learn-
ing Still another option would be supervisors covering for cach other to
release them for personal learning.
" But along with the time to learn, supervisors must also ha\C the
. autonomy to determine how, with whom, when, and where this learn-
ing will occur Without the freedom of self-determination. the time ear-
marked for learning will be of little value Consequently. the second
organiZiuoftal change needed 1s the altering of decision-making
authority Decision rights that superiors possess about the inservice
training of supervisors should be transferred to or shared with super-
visors..If educational leaders are to be serious about staff development, .
and 1f they are to make-a deliberate effort to ymprove staff capability,
_ then supervisors will have to be viewed as having greater value and
-worth and concomitantly, given more authunty to determine their own
1mprowment
".Given the additional ume and autonomy to learn, supervisors will #
not only be able tg concenve of new learning approaches, but also to
practice self-learning They wall be able to learn alope\or with others on
an ad hoc or team basis, 1n different settihgs such as dassrooms;
demonstration centers, or university-campuses They will be able, as
well, to 1denufy and have atcess to resonrces thegsneed for self-learning
However, if ime_and aywgpomy are not forthcoming, and if supery isors
are not allowed to be stonal about improvement, then we should
resign ourselves to expect young teachers to cyntinue leaving teaching
because they do not receive appropriate and adequate help We can
continue to expect (reative teachers to leave the classroom because they
' were hot supported or challenged We can continue to expect super-
yisors of instruction to perform their responsibilities mindlessly, and 1o
expect “adininistrators to approach their tasks routiBiely Eurthcr we

’ should hot bc surprised when surveys 1n e a mdlaise among
educators, a “business’’ attitude among administratbrs (producmltv .
accountability. efficiend@y an * ‘overworked and underrespected”

ttude among supervisors, and a lack of appreciation toward lcarmng
. among students The mode! or anti-model of a supervisor as an_ in-
" dependent learner ptrmeates.the entire educational commungty,
- .0
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Ia Conclusion

The way 1nstructional sapervisors comt to learn and regenfgate
themselves has meaning that” reaches out and touches teachers,
students, and administrators. Teachers learn through formal means
such as inservice training and informal means such as role models For
this reason, supervisors must become more self-evolving if they are to
improve the teaching and learning process 1n public schools  Jf
educators are going to develop a genuine interest in larning and %o
value continued growth, then the individual, regardless of designated
tule or position, will have to be honored The concept of value and the
abstract quality of honor’are translated into concrete action by not Just
saying to people that they are competent to learn on their own, but by
advocating, writing, and adopting policy that permits them to make
and carry out their own decisfons about learning Supervisors will not
;}ermu teachers to be independent learners if they themselves are denied
that practice. In turn, teachers will not give to students what they

" themselves do not have—the belief of self-worth, internal motivation tor

continue to learn, and the time and, autonomy to be self-directed
learners’ s .

Finally, 1t 1s important to understand that I am not advocating that
every supervisor or educator be forced to be a seli-learner I have
argued for self—le%rmng only to emphasize the need for and the viability
of such a learning alternative. What I am positing for serious considera-
tion 1s nothing more than an alternative way of learning for professional
educators, a way of learning that is effective for some, under certain
conditions and circumstances This learning model should-Be an option
for supervisors . :

The, growing complexity of educatipn and the increasingly difficult

.role of the instructional supervisor require alternative models for profes-

sional growth If educators expect to stay equal to the challenge of an
ever developing endeavor like education, then educators will have to be
self-fulfilling and self-evolving

The hink between teacher growth' and development and that of
théir supervisor 1s direct and strong. For this reason the concept of the
self-evolving supervisor needs to be brought to the forefront of staff
development training.
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Chai);tér 7.. T
Colleagueship in Supervision

Robert J. Alfoniso and Lee Goldsperry

.

.

IN RECENT vEARS interest in helping teachers assume greater re x}mn-
sibility tor improving thar own instruction and the mstrus ton of their
(olleag{ucs has grbwn Begause both literature and practice in the area of
peer supersision are stll so underdeveloped, it 1s not alwavs dear™what
is referred to by the terms “peer, supervision”™ or - colleagueship n
supervision  These terms might describe o loose arrangement of
influence, the 1nvolyement of teacttrs on in-

teacher interacfion an
structibnak and improtement teams under the direction of an ad-*
ministrator or supenisgrt teachers taking more responsibility tor
developing instructional improvernent programs. or_the”evaluation of
nontenured teachers by tolleagues Sometmes the terms imply a nearls
total teacher responsibility tor the improsement of ingtruction  such
responsibility 1s. of course. characterstic of the highiest level of protes-
sonahsm—members ofa profession monitoring. disaplining. and seek;
ing to improve themselves and their colleagues Few professions obtaim
such a level, and those that do seldom work 10 burcaucratic structures

" as large and complex as school s stergs

Q
ERIC .

-

In general. proponents of peer or colleague supervision define such
supervision in rather narrow terms Most ty prcally . proponents ask for
the involvement of teachersin particular kinds of supervisory acts plan-
ning nservice efforts, evaluation of nontenured eachers, classroom
~isitaton and feedback, or observation of a colleague s instrucuon while

using an interaction mventory svstem Concervably. cnough teachersin
the systern, involved m (nough different supervisory acts, and suffi-
(lend\ tramned 1n them, could represent a very broad range of tvpical
supenvisory behavior Without coordination. however. those behay ors
would lack’ direction and substance and would be merely random and
unsystematic It 1s unlikely that such acts could be very helpful over o
long period of ime, nor could they, fn a technical sense. be vicwed as
supervision unless they were tied to and part of an on-going, com-
prehensive plan of instructffnal Improvement

*
-~

) N _ _
sRobert | Alforso 1 Assuaiate Viee President and Dean of Faculties at Kent State
University, Kent, Ohio Lee Goldsberry 15 Assistant Professar of Superiision at
Pennsylvama State University, Unuersity Park, Pennsyliama
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Perhaps one explanation for the currentinterestin colleagues pro-
viding superyision i -that too httle tormal supervigion is available for
teachers The professional teacher has a strong desire for help, for ih-
volvement with othier professionals, tor feedback on instrugfional pro-

- cesses and outcomes., and fot new 1deas While much 1s made of the im-
portance of instructional supenisiort the tspical teacher sees httle of 1t
and what 15 available v frequently ot limited use When supervisor
tme 1s,in short supply and when the interests and abilitics of the super-
visor are unrelated to the needs of the dassroom teacher, it 1s not suy-
prising that teachers turn elsewhere for help One place thedv can turnos
to colleagues, persohsswho can trequently. provide immediate_help,
practical suggestions. and support in tmes of diffisults and uncertainty
Furthermore, it supenvisors are not technically competent—that s,
skilled in the performance of those tasks most direatly related. to the
teachers” work and to the improvement of it—then self-directed
teachers are torced to seek help €lsewhere Colleagues have the value of
proximity, immediacy. and & ﬁrst-}}and understanding of the other's 3
“workspace " Frequently, teachers who need help er seek observation
or opinion have no one 1o whom to turn, no ohe to whom to say. "How -
am [ doing. how do you think 1t went todav?"'

In many school svstemns, formal feedback on teaching performance
may (ome no more than once a vear and then in a quite perfunctory
way One of the tragedies of Amencan education is that teachers work
in asolation Their immediate superiors often have only a rather
generalized perception of their teaching performiance caching 18 sull
largely a solo qct. observed. dpprcuatu}. and evaluated primarily by
students There 1s litde contact among colleagues, dassroom doors are
seldom opened to cach” other, and teachers who are members of the

« same staft in the same school. exen in the same grade” or disaphne.
maintain a collusive and almost deliberate 1gnorance of the work of
their peers [t s essenual that sach barriers be broken down and that
teachers feel responsible for improving their anstrucuon and for
assisting their colleagues in their own self-improvement., this concept
characterizes other professions  Although there is hittle contact and
mutual responsibility among teachers, studies sull show that teachers

collcagues to be their first source of professional help, even

when slipervisory assistance 1s available ?

nother possible explanation for the growing interest | il-

leggudship 1n supervision 15 the. uncertain authonity St instrdcuonal

supervisors  Supervisors.have frequently been admonished o operate
'

Dan C Lorte Shod Tracher 4 Sanraiopical Study 1 hicage 'Univeraity of € hiawo Press
1975 Mar Tou Holly - A Conceptual Framework for Perwonal Profesannad Growth Imgplica
tions for Inservice Education Ph 1) dissertatron t;\.h( higan Sty University 19770 Calbert Te
Landsheere  The { auses ol the Resstance of Teachers to Innovstion  n The Tracher and Fluca
tomal Change 1 Nen Rele .od 1iPane Orgamzption tor Foonomie Cooperstion and Dievelop
ment 1974
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from the authority of competence rather than the authonity of position 2

As a result, they are tempted 0 play down 1if not reject their formal
orgamzational authority and behave in a dearly “helping’” relation-
ship. if not a collegial one At the same time, teachers and teacher
organizations, with a heightened sense vf professionalism and a grow-
ing desire for control of their work, have alsg resisted the imposition of
formal authority Further, when either a helping relationship or one
based on position power 1s not backed by technical competence, the re-
jection of authority becomes more complete In addition. teather
negotiators attempt to- gain collective bargawning contracts giving
teachers as much control as possible vver their work. the processes of in-
structional improvement, decision -making on assignment, additional
responstbilities, and. of course, employment and tenure

In rejectuag their legiumat€ authority. supervisors contribute to the
problems of instructional improvement While the authority of pusition
1s useless 1f nSt backed by technical skill and good human relations, a
supervisor's cqmpetence 1s thade more powerful when it 1s supported by
the authonity of pesition Posttion authority will do hittle to strengthen
an vtherwise weak instructional supervisor, but an intelligent and <8m-
petent supervisor can be even more effective when seen as having for-
mal authonty When neither formal authority nor competence 1s pre-
sent, Instructional supervision is a hollow exerase, fully meériting the
disdain and disregard with which many teachers view 1t Under such
arcumstances, 1t 1s not surpnsing that intelligent and commutted,
teachers turn t& others for help in improving their instruction

This chapter will explore the concept of colleagueship in supervi-
ston through discussion of the defimtion and purposes of instructienal
superyisior. will descnibe the potenual of colleagues and teacher col-
laboration as a professional development resour{e, and will conclude
with a discussion of some of the orgamzationd barniers to colleagueship
N supervision . ' - '

Colleagueship and Formal Supervision

\
Supgrvision s a function found 1n all formal organizations, no

organization can exist without it, yet the nature of the urganizaton, its
work system, and 1ts purpose determine the form supervision takes In
most organizations, supggision occurs 1n close proximty to the work
seting dn fact, it 1s from that proximity that supervision, in a generic
sense, acquires its defimtion In the strictest sense 1t means constant
presence, overseeing o directing others, and monitoring their work 1n
order to ensure effectiveness and efficiency Supervision exists sé that
an organization’s goals can be understood, procedures followed

“
/-\ " Thomas | Sergovannvand Rubert | Starratt Superepron Human Perpectice, 2nded (New
York McGraw Hil 1979 pp 37 90 Arthar Blumbeoeg Superc oo, and Leachery, A Prucale Cald
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schedules met, and adjustmments made when goals are not reached

Supervision 1s related to and responsible for the producme life of an’
organization. The purpose of supervision. then. 15 the'same 1n all types

of organizations *‘To provide the conditions and promotc the behavior
necessary for the “achievement of ‘organizational, goals *** The (ldSSl(
definition of supervision 1s to support and enhance .an organization's
work system @nd to ensure productivity. qualm, and achievement of
organizational goals In all organizations. supervision is the critical-link
between organizational goals and production Typically. the supervisor
provtdes constapt directign and help Betts describes a supervisor as a
person "'who is given authority and responsibility for planning and con-
trolling the work of the groip by dlose contact . Broadly-speaking,

. this definition means that a supervisor may be delcgatcd the authority
to engage. transf(r suspend, reprimand, or dismiss an employ ce under
his control ’ ’

In the precise meaning of the term, there are probably very “few
supervisors in education While many have the e, analysis of their
behavior indicates a rather sharp divergertce between what they do and
the classic definition of supervision. But, as noted. the nature of an
organization defines supervisory processes, one would not expect the
supervisory structure in schouls staffed by highly trained professionals
to be the same as the SUpErvisory structure on an assembly line in a.
large industrial plant The greafer the autonomy and right to makc n-
dividual decsions in relation to one 's work, the less, “"close-in™" the

-supervision Teachers seek and need control over their work and see
themselves  as profeqsmnals and independent deci¥ion  makers
Theréfore, supervision in schools 1s expected to be less frequent and
more informal While the dassic defimition of supervision also applies to
supervision 1n schools. it must be recognized that th(/yumquc
characteristics of schools and of teachers shapc the form that supervision
takes - T :

In schools. supervision 1s both a fun(tlon and a role Supervision 1y
carried out by manv persons. some carry the ttle of “'sypervisor.”
others do not Those who carry the formdl designation of, superwisor
seldom behave as supervisors 100 percent of the time, they frequently
engage in managerial or administrative résponsibilities only remotely
related to the task of mstructional improvement, On_the other ‘hand.
there are those in school systems who carry administra®e titles who oc-
casionally engage 1n supervisory behavior The function of supersision
is generally widespread in schools, dnd there are imes when teachers
faemselves engage in behaviors that could be described as supervisory

If supervision 15 a function—not merely a role—to which many

s in* 4 school coftribute, then teachers can dalso be viewed as on

. T Robert | Alfonso Gepald R Fith and Rachard FoNeville Tnstructional Superiiaom A
Brhacior Syitem Ind ed (Boston Allvn & Bacon 1941) p b -
¢ Peter Betts Superc thony Studies ¢ ondon MacDaonald and Fvans 1968, pp 67

.
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occasion ontributing to the purposes of supervision  Contributing to
supervision and carrying out formal responsibilities for supervision are
two different things  In the technical sense of formally-conferred
organizational authority, 4 teacher cannot be a supervisor. when such
organizational authority 1s granted, the teacher then leaves an mstruc-
tional role—ceasing to be a teacher—and enters a supervisory on¢
Given the dassic defimuion of supervision (control, direction. assign-
ment, evaluation) teachers™annot also be supervisurs Supervision is a
formal orgamizational act, moreover. supervision alwavs implies 4
superordinate-subordinate relationship The terms * peer supgrvision™
and “colleague supervision” mdy be contradictions. for one’cannot be
both a peer/colleague and a supernvisor at the same time Clearly,
teachers can and should help each other in a vanety of wavs, but a
supervisor s vested withr organizatonal authority for decision making

about others | . .

v

. " The profession at large and the Assoaation for Superyision and
Curnculum Development have long had difficults accepting @ concept
+that 1s 30 generally accepted in other organizations and professions We
have long struggled to make a supernvisor a rolleague of teachers rather
than an authornity figure, thus reducing the potental effecuveness and
power of supervision  Now the concept of  teacher as supervisdr™ s
being explored Such discussions blur the purpose and importance of
supenvision in organizations and mislead both superyvisors and teachers .
about their respective roles
A dlear disincuon needs to be made between the cantributions of
teachers to the improsement ofansyfuction and the act of supervision as
a formal, organizational expectation For organizauonal purists, the
concept of teacher as supervisor™ 1s impossible to accept How one
defines supervision. of course, has much to do with whether such a con-
cept can be accepted Given the bligfed defimtions of instructional
supenision and the continued arguments about the extent of authority
“in such roles, the concept of peer or olleague supervisidn is an attrac-
tve one 40 many people Without a clear understanding of formal - -
supenvision and of the possibilities and Limitatuons of colleagueship, the |
continued discussion and promoudn of greater roles for teachers in
supenvision may only further weaken the effectiveness of mnstructional

supervision N
N * . + o
But formal supervision in schools 15 1n shortsupply. and teachers,
in hdping, supporting. and assisting each other, can provide a valuable
addituon to formal supervision Moreover, in work systems with a high

. Richard [ Foster  Fducatonal Supe Ngnon Dead or Alive’ e Changing Superci won for
Changrge Time (Alexandria Vao Assodanon for Supervision and Curticulum Desdoproent,
. Pin9: p 3t Jhhn O Tosel A Perpectine for Viewing Instructional Supervisony Behavior & L 7

\n Supercon Perspectiie, and Propoaton «d W 1”5."@ Lucio Gegdria Va  Assocaton for
Supervision and Curnculum Development 196%) p o 180 Louwise M Berman and Mary Tou
- Usery  Peroonalized Jupercr om i Alexandria Va o Assocnon for Superaaon and Curnculum

- - . BPevclopment )‘;:)h) p 14
ot
Q. - 10" *
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percentage of professionally trained personnel, colleagues commonly
share knowledge 1n order to improve each other’s practice.

Because it is so fragmented, instructtonal supervision 1s difficult to
identify and describe, 1t is the responsibility of many persons, not just a
few who hold the title of supervisor. While such a fragmented system of
influence has some nherent weaknesses—lack of focus, inefficiency,
mixed signals,-and a certain haphazardness—it also has some strengths
.. Making persons at several levels responsible for, the improvement of in-

struction can create links and, if effectively coordinated, requires dialog
and cooperation among many persons. The nature of schools and the
nature of the supervisory process within them not only make possible
but require the-active collaboration of teachers in the process of instruc-
Bonal improvement, they are a very important part of the process and
an nvaluable growth source for calleagues -Although teachers cannot
be supervisors, their rich potential as a source for the growth of their
colleagues has never been adequately tapped. A good supcnlson pro-
gram would fully utilize such a rich resource.

: .

Colleagues as a Professional Development Resource

[X}

Does *‘colleagfieship in supervision’’ refer to teams of supervisors
working together’to 1mprove the éffectiveness of schools and
simultaneously to refine their own professional skills” Does 1t suggest
that supervisors and teachers shoyld pursue these ends 1n partnership’
Or does 1t suggest thdt teachers shiuld collaborate with one another for
the same reasons” To all three quéstions, the answer 1s yes

As used 1n this chapter, ‘‘colleagueship’’ .refers to a relationship
characterized by collaborative efforts to accomphsh common goals Col-
laboration imphes both mutual involvement in 1dentify ing and selecting
specific objectives and mutual responsxbllm for designing, 1implemen-
ung, and evaluating stratcglts t achieve these objccmcs Common
ownership of both the ‘‘targets”” and the processes used to “*hit them™ 15
achieved through shared authonty. Too often schools adopt a par-
tapative approach in the pursuit of predetermined objectives
regardless of the appropriateness or importance of these targets as
percewed by the teachers The result 1s a fimsy facade of collaboration 1n
which the only latitude given the individual teacher 1s how to comply
Such teacher- pamupauon is not an cxample of colleagueship since only
norainal collaboration is used .Further, instead of producing comynon
commitment to the task at hand, this artifiaal involvement of teachers
in the deasion making process is more apt to produce staff alienation *

A goal common to both teachers and supervisors 1s instructional
improvement. When a supervisor and a}'cacher (or group of teachers)
cooperatively interact to identify and implement changes that will

¢ Sydnev Thompson, * Motivation of Teachers  FRIC document. ED 78 009. 1979
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)
positively influence student educational growth, and when these deci-
sions are made jointly, irrespective of formal authonty, they are
operating in colleagueship  Sergiovanm and Starratt state that
““Neither the teacher’s autunumy* as a professionat nor the supervisor’s
responsibilities as a professional are compromised in the process since
the relationship 1s based not on authonty but on a commitment to pro-
fessional amprovement "’ '

[y

- Advah-t'ages of Colleagueship

Three advantages of developing colleagueship in supervision are
noteworthy First, the human resources of the school are mobilized 1n a

tron that cdlassroom teachers have much to contribute to the quest for in-
structional improvement, coupled with incréeased responsibility for the
design and implementation of improvement strategies, can prodpce a
sense of personal achievement as well as a better funetioning school
Recognition. responsibikity, and achievement are termed *'motivators™
by Herzberg and are associated with job satisfaction * Therefore, suc-
cessful colleagueship may well contribute to increaseds job satisfaction
for classroom teachers In an era when teacher turnover is low and
when “‘burn-out® 1s a growing problem, increasing the intrinsic
rewards of teaching might, be the single greatest contribution of
colleagueship . .
Third, the successful introduction of instructional innovatons 1s
more likely in schooly having active collcdgueshlp Berman and
\Ichughlm report that the quality of working relationships 4nong
dassroom teachers has a powerful effect on the ¢ffective implementation
and continuation ufpmJCLts involving educitional change * A history of
collaboration among teachers and supervisgrs would likely contrbute
greatly to bood working relationships. Furthgr, successful collaborative
cfforts m’;y well enhance tcachers’ perceptiony of their own professional
competence by reinforcing their belief that they can positively influence
the achievement of their students. This sensg of efficacy also has a
powerful positive effect on the success of innoviations in schools '
Recognizing the potential contributions to \nstructional mmprove-
ment through teacher "collaboration, nstructiopal supcrwsor% must
assume responsibulity for fostering such interactiqn  Merely providing
structured opportunities for teachers to share and\to reflect upon their
adtumulation of “ordinary krtowledge™ (discussed by McNell in
Chapter 2 of thisvolume) would be a fruitful first sth in harnessing and

»

Sergiovanni and \tdrmn Suprriision, p 298
* % Freddnck Hersberg as ared 1n Sergiovanni and Starrat, p 164
" Paul Berman and Milbrey Wallin McLaughlin, Federal Program ‘\upp:nlmg Fducational
Change Vol VI Implementing and Suwstaining Innprations (Santa Monua, ( .11\ Rand Corpuration,
1978) ’
“ Ihd \
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. \
coordinatin® the vast hur‘nan resources available in schools The onus
for providing the lcadership and coordination necessary to develop a
. glimate condudive to and the impetus for such collaboration belongs to
instructional supervisors. It will not be an casy task, Becausechannels
of communication among teachers are typically so poorly developed,
concerted effort 1s necessary to develop active collaboration !

.+ Leadership in the Development of Colleagueship \

While colleagueship among administrators within a school district,
and even among representaiives of several schogl districts, 1s desirable
1n order to coordinate common activities, the focus in this chaptertis on
developing colleagueship within a single school. Not only does the prox-
8 . imity of,educators in a single building enhance the opportunity for
regular collaboration, but *‘there 1s increasing evidence that shows the
largest unit of successful change in education is the individual
sehool.’’12 . , v ’

Given the poorly-developed channels of communication in schools,
the development of colleagueship where it has long been absent 1s a
substantial change for most schools. ir}troduc'mg and developing active
collaboration within a school 1s, therefore, ap ambitious, innovative
project. Berman and McLaughlin comment that **The importance of
: the principal to both the short- and long-run outcomes of innovative
N - projects can hardly be overstated *"'* The necessity for acuve support
fromg the building principal in developing a working colleagueship in
supervision seems obvious. The development of the shared leadership
characteristic of colleagueship demands committed cffort from the
school’s Tormal leadership.™ According to Blumberg, *‘The higher the.
: value the prjncipal places on, and behaves in, an openly commuhicative

. and collaborative, style, the more teachers will be inchined to risk being
open and collaborative [Emphasis added].””"* By openly espousing and
modgling collegial interaction, the bailding principal provides needed
support for the development of colleagueship—necessary, but not suffi-
cient, 1mpetus for change In addition to the visible commitment of the

1+ school leadership, ~structured opportumties for meaningful, col-

.- laborative interaction are also needed . :

*The formation of staff groups to address ad hoc concerns, as

. o 3
chscussed by Sergiovanni in Chapter 8 of this volume, suggests one
. . .- .

-

1 Robert S Fox and Ronald Tippitt The Innovaton of Classroom Mental Health Prac
tices, in Innovation 1n Fducation ed Matthew B Miles (New York Bureau of Publications,
‘Teaghers College, Columbia Universiyy, 1964) -

12 Fred H Wood and Steven R Thomgson, "Guidding for Batr Staft Devedopment
Fducational Leadership 37. 5 (February 19803 375

"% Berman and McLaughlin, Federal Programs

"* David Weingast, ' Shared Leadggship—" The Damn Thing Works " Fducatinal Leader
ship 37 (March 1980) 502-506 -

' Blumberg, Supervisors and [eachers, p 211

| 100

- PAruliText provided by ERIC. N




I

| J

O

Aruitoxt provided by Eic:

ERIC

»

i .

98 SUPERVISION OF TEACHING .

forum in which LO“CgldI interaction ‘can be modeled and developed
Whethier the group is gddrcssmg classroom management, the language
arts curriculum, or inquiry learning, e expeniental base for col-
laborative effort 1s present. The role of the SUpCTVISOr In such a group 1s
. w facilitate the collaborative process by drawing ideas and opinions
from all participants-and by contributing his v her own expertise as an -
active member of the group. Idciﬁy groups of this sort will generate,
implefnent, and then evaluate innovative approaches Thryugh participa-
tion n this informal approach to action research, a teacher becomes an”
active partner, both in designing potential instructional improvements
and 1n assessing their impact By sharing benefits or difficulties of m-
plementation unifjue to their own classrooms, teachers assume a func-
tional leadership role conducive to ang charactenstic uf"colkdguc ship
*As the functional leadership of the group dcxclops the supersisor's rele
within the group shifts from pfimary initiator to one of more equal
fooung with the rest of the group Frequently, teachers need indidual
help in translating innovative 1deas into classrooth practicé and, in such
cases, chnjcal supervision may prove invaluable

Chnical supervision emphasizes and works to develop collegial
relations between supervisors and teachers ' (Chnical stpervision s
discussed b}, Garman in Chapter 3 ) Oversimplified, clinwcal supervi-
sion 1s a structured approach to dassroom obserwation and confersal w-
tended to help teachers evaluate and inprove instrictonal perfor-

mance Jackson says 4 .
-

As éveryone who has been i charge,of a assroom knows, Jtsoseny difficult to teach
and to think about teaching at the same ume "What 15 ne e, there fore! ws both the
time and the tools for the teachor to conce plualm his experience, to imbuc 1t with per-

sonal meaning i1n 4 way that alterghis wasy uf ],(mkmg at his warld and acung ™ ,

Through the careful collection ()f classroom ddld and through col-
legial conferences in which the “personal meapings™ of the teacher are
emphasized, competent chinical supensison exemplifies colleagueship in
supervision Yet, properly done, dinical supervision requires expertise
and ume not currcntl\ available 1n most schools While most schools
could feasibly offer clinical supervision to a few teachers so that the
technique 15 modeled and colleagueship demonstrated, staffing plans
preclude delivering dinical superyision to all teachers who could profit |
from it How then can teachers get the support necessary to analyze
their classroom performance and to identify and implement needed
improvements?®

" Robert Goldhamnmer, Clintal Supercision Speaal Methods for the Superision of Ieachers (Now
York Holt, Rinchart ahd Winston, l')'ﬁ(J), Morrits Cogan, Clintal Supervision (Boston - Houghton
Miffhin, 197%) ~
: U Philip W Jackson, "Old Dogs and New ‘Tricks, in Improcing Inservice Education Proposals
and Procedures for Changa «d TLows | Rubm (Boston Allyn and Bacon, 1971
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~ . Colleagueship- Among Teachers: .

} would like one day to see schools 1n which teachers can function as professional ol
leagues, where a part of their professional role was t visit the classrooms of their col
leagues, and to observe and share with them in @ sypportive, informed? and uscful way
what they have seen '® . . .

The notion of practitioners collaborating with colleagues 15 certain-
ly not new. In many occupations, intéraction” between co-workers
directed toward improved peformance is expected and common, for ex-
ample, among partners in a law fitm. physidians in practice together,
carpenters on a job site, or actors 1n a play. Interaction between and
‘amony teaching c'olleagues 1S not, per se, supervision, ‘but when
teachers exchange ideas regarding promising practices, When they seek
out one another for counsel on an instructional problem, or when they
simply provide encouragement after a particularly tough day, the major
function of instructional supergision, to improve instruction, 1s being
served. Unfortunately - these peer linkages amonQ classroom teachers
are usually ignored by the formal super\ision system—leaving teachers
on their own to develop these potentially helpful relationships. When
teachers arg unable to develop collaborative links with their colleagues,
they are deprived of a powerful resource for professional growth and
support. It 1s not m&ﬁlsmg that words like lonely and isolated have
describéd the job of‘teaching.’ - . i

The Structure of schools, generally characterized l')y the
burcaucratic - features, of formalization and stratification, further in-
sulates the classroom teacher. Nowonly.are teachers at work almost
always separated from their colI{::gues but traditional bureaucratic
structures generally provide mimimal, if any, opportunities for mean-
ingful dialog among teathérs regarding the aims and means of the
educational effort Hage indicates that bureaucratcally-oriented struc-
tures inhibit *the adaptiveness and job satisfaction of workers > In
“schools, where the structural characteristics of bureaucratic organiza-
tions are compounded by the physical isolation of teachers at work, the
resultant dearth of professional interactionn among teachers not only
deprives them of a vgluable tool for sclf-improvement, but also deprives
the school orgamzation of a rih povl of human talent for vrgamizatinal improve
ment efforts By developing collaborative networks among teachers and
by providing structured opportunities for peer review,, schools can

enrich the organizational dynate while providing dassroom teachers a |

o

potentially powerful vehicle for instructional improvement

13 Bllot W Essner, ** The Impoverished Mind,”" Educational Leadership 35 (May 1978) 622

" Lows Kaplan, Lduation and Mental Health (New York Harper and Row 1971) Marn

Robert, Loncliness in the Schools ( What to do About Ity (Nales, 111 Argus 1973). Lorue, School 1eacher

Blumberg. Supervssors and [ eackers, Betty Dullon-Peterson and Bruce Joyce, * Staff Develop

ment/Organization Development—1981." 1 Staff Devglopment/Organtzation Development (Al xan
. dria, Va , Associauon for é‘up(‘rvmun and Curnculum Development, 1981)
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. ! The wllegial rtldnunshxps betweon and amodng teachers have bccn mmnml}ed and

undersuld as a means of growth iven ume and opportunity, “teachers cannqt unly
learn from each other. but alsu serve was conlidantes for feedback on leadung ap-

proaches and as rcspundcnts to teaching philusophy andustyle Without this uppur-r
tunity, it Is easy to retreat intp a shell vt séerecy and Uu vine defensive about t€aching
) practice ! {

In spite of the dcarlb,effﬁal mechanisms for dev clopmg Lollchal
! support, teachers still report that their best sources for innovative 1deas
rcgardmg their teaching are other teachers,”? Recognition by super-
visors that teachers turn to their teaching collcagucs with problcms and * - -
for new ideas ig lung overdfie, 1t 1s time for supervisors to maximize the
value of this collegial approach to professional growth hy organizing
and coordmating these collaborative efforts A structured system of in-
. tervisitation is one way to start. ’ ; ¢
The value of obsérving the tehching methods, techniques, and
; styles %f other teachers (intervisitation) has fong been recommended as
a professional development tool for teachers 2 When combined with
post-obsém ation conferences, intervisitation offers a potentially power-
ful avenue for teacher collaboration directly pertaining to «lassroom
practice Evans attributed to intervisitatibn among teachers in British
infant schools the successful dev&opment of self-analysks and continued
{ 1mprovement.?* Roper, Deal, and Dornbush explored a system of inter-
visitation and peer ev aluation among elementary teachers and reported
that “‘teachers can and will help each other perform better on their
jobs '% ’

The atiractions of intervisitation as a vehicle for colleagueship to
improve performance are first, actual classroom performance is the
bass for improvement, second, the observing teacher is in a position to

- ,note details that may elude the teacher who is absorbed with teaching,
“and, third, the observing teacher may improve his orher own teaching
as a result of the intervisitation. However, teachers’ skills in observing

"+, -~ teaching and in conferring to analyze dassroom events may not be ade-
quately developed. Further, teachers who are unfarmliar with observa-
tion and conferral techniques may be reluctant to serve as vbservers,
may. resist broaching sensitive topics, or may do so in a manner that
provokes alienation or defensiveness rather than collaboration

-

* 11 Charles Galloway and-Edward Mulhern,  Professional Development and Sell Renewal, ™!
- 'in A School for Tomorrow, ed }ack R Frymier (Berkeley. Galif  McCutchan, 1973)
4 (ulbert DeLandsheere, ' The Causes of the Resistance of Teachers to Innovation,”" in The
Teacher and Fduveationgl Change A New Rolep Volume I Pans Orgamzation for Ewnomic Coupera™
' tion and Development, 1974, Scr:;numnm and Starratt, Superiiion, Blumbcrg Supercisors and .
. Teachers K-
8 Arvnl S Barr and Witham H Burton, The Supervision of Instruetion (New York Applcmn, y‘
1920) Kimball Wiles, Supervision for Better Schooly (Englewood Chffs, N ] Prentice Hall, 1955)
- “ Elis D Evans, Contemporary Influences in Early Childhood Education {(New York Holt,
Rinchart, and Winston, 1975) (f
O

5 Susan Ropcr, Terrence Deal, and Stanford Darnbush, “'Collegial Evaluauon
Classroom Teaching Does It Work™” Edudmonal Research Quarterly 1 (Spring 1976) 66
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Some writers recommend peer-delivered chnical supcrt\'nsiOn fas a
collaborative device to improve instruction.?® Hatris disagrees **Those
who ‘argue that sensitive, competent teachers with limited training can
" gquide the dinical supervision processes are engaging in wishful think-
. " ng."'? Perhaps the contruversy*is one of semantics, 1t may well be in-
appropriate to refer tc a system of peer review and conferral as chnical
supervision First, 1t 1s not supervision. As discussed earlier, supervision
, involves a superordinate-subordinate rélationship This 157cleaffenoy
the casg 1n peer review (In fact, 1n our opimon, ‘‘peer sup‘crvfsxon" is a
contradiction 1n terms much hke “"democratic dictatorship *’) Further,
the originator of the terni **chinical supervision, ™ Morns Cogan, clearly
. establishes, that the competencies needed by clinical supervisors are
complex and difficult to master, requiring extended preparation and a
““critically examined induction into practice "'?® Yet, Cogan makes
‘equally clear that a central objective of clinical supervision is to develop
+  within teachers the abiliues to be analytical of teaching performance, to
interact openly with others about teaching, and to be self-directing
' Given teachers with these capabilities'and realizing that climical supervi-
- sion can currently be offered to only a small number of teachers, 15 1t
wishful thinking to suggest that those teachers who have benefited from -
chinical supervision could observe and con¥er with other teachers to
mutual advantage? Goldhammer answers this question exphaty “‘The
SUPErvISIOn we €nvision 1s intended to ingrease teachers’ incentives and -
skills for self-supervision and for supervising professional colleagues *'2°
The hmited research into systems of peer review based on the- ’
. chimical supervifion ‘model is encouraging, although inconclusive
Simion briefly orfented teachers 1n an clemehtary school to chmcal
supervision 1n preparation for intervisitanon.® Each teacher both
observed and was observed by a fellow teacher, and Simon reported
that teachers valued this approach. . {
In a study by Goldsberry, 15 elementary teachers from four -
schools 1n a single school district voluntarily participated in a semester- .
long course on collcague consultation, a form of peer-delivered clinical
supervision.?’ During this trainingy each teacher was observed teaching
for three cycles of consultation,«trved as an. observer-consultant for

4 John Withall and Fred H Wood, *Taking the Threat Out of Glassroom OObsersy ation and

Feedback,”' Journal of Teacher Education 30 (January-February 1979) %9358 b
« Ben M Harris Improving Staff Performance Through Inservie Education (Boston Allvn and
Bacon, 1980) '
. # Cogan, Clncal Supervision, p 10 ‘4
2 Goldhammer. Clinical Supewx‘an, p 35~ ’ -
) % Alan E Simon, 'Peer Supenision An Alternative,’’ paper presented at the Ar%ﬁudl Con

ference, Assoriation for Supervision and Gurrniculum Development, Detrow, March 3, 1979
3 Lee' F Goldsberry, ““Colleague Consultaton  Teacher Collaboration Using a Chmdal
Supervision Model' (Ed D dissertaton, University of WMinuis, Urbana Champaign, 1980), Lec
: . F Goldsberry, 'Colleague Consubtauon Instructional Supervisor Augmented,” in Critical Poliey
N Issues in-Contemporary Fducation An Admunusirator's Qvertiaw ¢d Lpuis- ] Rubin (Buston Allyn and

Bacon, 1980)




.

102 ¢ SUPERVISION OF TEACHING 4
-~ ’

. 7
three cycles, aftd monitored three cycles of congultation. During the

. semester following the training, 13 of the 15 teachers trained as col- '
league consultants paired with teachers in their schools who had not
participated 1n the training and delivered six cycles of colleague con-
sultation All 13 teachers who received the colleague consultation
reported 1t to be helpful Twelve of these teachers specified some change Kt
in their approach as a result of the experience. nine specified changes in

. actual teaching practice, three reported altered (lassroom structures or

' incyeased awareness of aspects of their teaching Three of the 13

teachers who served as colleague con'sultants reported the experience
did not affect their own teaching, five reported the experience had a
positive effect on their attitude tow ard teaching or being observed, the
r¢gaining five reported performance improvements made as  result of
the expenignce’ Teachers involved 1n this study speafically mentioned
increased colleagueship as a benefit of their participation -

When teachers collaborate with one another, the role of the super-
visors altered but not at all diminished. Initially . the supervisor 1s the
catalyst for organizing colleagueship among tcachers The superisor
must provide training in observaton’ and conferral techniques, must
model ‘both the techniques and colleagueship, and musparrangc time
for training and for peer review and conferral As peer review 1s im-
plemented. the supervisor”serves both as a resource for process un-
provement and as the initiator and model for evaluation of the process
The leadership demanded of a supervisor in a school with active col-
leagueship 15 greater than that required 1h the traditional burcaucratic  *
school because the complexity of coordinating the involved profes-

» sionals in an adaptive situation cannot be done through genergting for-"

ma] rula?orvcwn standardized procedutes Ample time, zealous effort.

and a toleranxe for frustration are necessary to develop and maintain

colleagueship in supervision The payoff is active involvement#in a col-

Taborative effort to improve instruction — to think that meaningful im-

provement can occur without such an investment 15 truly wishful

thinking

.

g.

4 Y

. Organization;il Barriers to Colleagﬁeship

This chapter, thus far, has‘explored the concept of colleagueship in
supervision, the disunction between colleague contributions and formal-
supervision, and colleagues as a resource for professional development
While colleagues are, without doubt, a valuable resource and can make i
important contributions to the processes of instructional 1m9roxcnicm,
there are obstadles to the development of colleagueship Chapter 11 of
this book details the numerous ways school bureaucracy inhibits the
development and implementation of supetvision. While the discussion
of bureaucratic structures deals primarily with their impact on formal ™ >
processes of supervision, school organization structure also puses prob-

-

-
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lems for the development of colleagugship in supervision The typical
workday of a teacher, the inadequate ume for interaction with col-
leagues, the cellular organization, and the physical structure of most
school bunldbngs—-—cumpartmcntahzmgbeach teacher 1n a room almost
impervious Mo $he, nfluence or observation of collcagucs—all work
against the conflept of colleagueship in supervision as discussed 1n this
chapter ; ' ’ )

If one were to design z physical strycture and a workday thar
would virtually guarantee isolation from one’s colleagues, one could
hardly find a better model than a typical school building and the typical
workday of a teacher* 1f teachers are to be resources in a program of 1n-
structional superviston. barriers of time and distance and the tradition,
of privacy will have to be overcome With some exceptions, schools are
not characterized by a hfgh level of professional interaction among staff
"The use of colleagues as a resource for professional development re-
quires a modification in school organization as well as school climate
Histoncally, many attefnpts to involve teachers in curriculum planning
and nstructtonal improxemcn’twhaxe failed because e constraints,
teachers have been asked Mdﬁ new responsibilities to amalready full
schedule or squeeze wdrk sessions into an inadequate time span In

order fo?colleagueshxp in supervision to be truly effective, a more pro- -

fessional model of teaching and an improved teaching environment
must emerge - While time and work load are certainly barriers, another
obstacle to colleagueship is the kind of expectations a school system has
for teachers. If teachess are not viewed and treated as professionals,
they cannot be expected to be effective 1n assisting colleagues in instruc-
tional improvement A high level of professional behavior first requires
a parallel level of professional respect and treatment ' -
The prevailhng milieu of the school 1s also a barrier to col-
leagueship When hired, teachers seldom see themselves as joining a
teaching team, since other teachers are rarely involved in the interview
and selection processZ Neither daes the factilty see the new person as
joining a team, and they feel hittle or no responsibility for helping to en-
sure the success of a new teacher As a result. experienced teachers
seldom sfare effecfive practices with new colleagues A new teacher
quickly-seeks to establish an identity, built on a grade assignment, a
teaching discipline, an a classroom—a domain that becomes a private

T
. enclave and a retreat from the outsie wotld as well as, an some cases, a

retreat from_the world within the school A call for colleagueship in
supervisiog 1s alsg a call, then, for new organizatuonal forms and pat-
terns of interactionr 1n schools

In some cases, there 15 not only a lack of communication and in- )

teraction amang teachers, but a dc}rgcratc effort to avoid sharing good
ideas Admunistrative and supervisory staff are in large measurg respon-
sible for theuaind of dimate that exists in 4 school If a limate exists i’
which®eachers feel they are in compettion, they will seek advantage

" AruiiTet provided by ERic . A g - .
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orer others by holding on to good 1deas Rescarch indicatés that in com-
‘/ - petitive professions and businesses, ideas are seldom shared.* Doctors.
for example, may share new ideas oh medical practide but restaurant
owners do not share recipes Leadership hehavior creates similar
behavior patterns among folluwers. and administrators and supervisors
. are responsible for creating the kind of ¢hmate in schools that con-
tributes to or inhibits LullCdgucshlp The absence of colleagueship and
sharing of practices 1s an unhappy commentary on a group of people .
who, n fact. all serve the same client or clients .
. In  school systems operating under collective bargaining
agreements. there may be additional barriers to teacher collaboration
for instructional improvement. While collective bargaining agreements
could be written in wavs that recognize and support such efforts, an
analysis of agreements indicates they generally restrictsrather than sup-
«port such work ** Agreenrents typically specify the number of hours a
‘ year during whieh teachers can be asked to engage in instructional im-
: provement and the amount of advance noufication needed, the max-
" imum length of any one meeting. how observations shall be reported,
the number of cdlassroom observations allowed per year. and who should , «
be involved in an evaluation conference While these are only a few ex-
amples®f prosisions in contracts, the kind of prescription and nigidity
that charcterizes most negotiated contracts works against the chimate
and openness necessary to develop colleagueship Teachers and super- -
visory personnel will have to find ways of working within the constraints
‘of collective bargaining agreements and, 1if a supervisor is fo be a con-
tribyting partiter in colleagueship in supernvision. then certain kinds of -
supervisory involvement may need to be vigwed as.falling outside the
terms of the contract and, theref, ¢, not 10 conflict In cases where col-
lective bargaining or other issues create sharp divisions and a ““we- .
they " attitude between teachers and administrators. rigig adherence to
. the terms of a contract will make collecagueship Tar more difficult
Supenisors need w create formal communication systems that are
unaffected by contract provisions, and the promise of colleagueship 1s
that teachers, themselves, can help create such systems and initiate in-
volvement with their colleagues—involvement which, if promoted for-
mally b\ supervisors, might be seen as violating contract provision® .
The scnondary school poses speaal problems for those interested in
- colleagueship 1n*superison, Long a bastion of privacy and in-
‘ dependence, a.feifdom presided over by the strong figlire of the prin-
aipal, the high school has always been difficult terrain for the instruc-
tional supervisor to navigate. The majonity of research=and duclop—
ment in supervision has taken place in elementary schools, and writers

)

" Herbert F Lionberger “Diffusion of Innovations 1n Agricultural Rescarch and 1n
Schools " in Strategy For Curneulum Change (Alexandna, Va  Assotation for Supervaision and Cur-
riculum Development, 1965), p 49 o .

" Alfonso, Firth and Neville, Instructional Supertision, pp 441 452
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in the field of supervison continue to neglect the high school.

The high-school and its faculty are fragmented by both departmen-
tal structure and by the orientation of the faculty to their teaching field
Such departmentahzation works against communication, against the
open-door classroom, and against schoolwide efforts of instructional im-
provement. In contrast with elementary teachers, secondary teachers
are less Interested 1n nservice programs and maintain a far more
private world of teaching. . ) N

Yet, despite these constraints to instructional improvemgnt and
supervision, high schools offer unmique opportunities not found 1n
elementary schools. The fallure of the profession has been its lack of
recogmition of the unique charactenistics of secondary schools and the
dynamics of life within them Effective supervision in secondary schools |
and &ffective colleagueship in supervision require that attention be
directed to those issues that are of most concern to high school faculty
They must be ‘met on their own ‘‘turf,”” and for them this is the
disaiphne they studied and have been hired'to teach. While there may
be other concerns that supervisors and administrators believe to be of
critical concern, the entre must almost always be through the teaching
field. )

It 1s the teaching field that provides commonahty and col-
leagueship among high school teachers, and thescompartmentalization
of the disciplines 1n the high school that so frequently makes instruc-
nional supervision difficult, can work as a valuable aid in developing a
program of colleagueship as a resource. The high school department,
for example, can become the initial umt for colleagueshp 1n supervi-
sion, and the department chairperson can play a critical role 1n develop-
ing the climate and process to briryg 1t about. The field of instructional
supervision has rather badly neglected the department hairperson, yet,
the chairperson is in a unique position to provide the kind of “‘close 1n”’
supervision that\ resembles the c¢lassic defimtion of supervision
Moreover, the chairperson has the umique abulity to make a major con-
tribution to the devélopment of colleagueship as a resource for profes-
sional development, as a chairperson 1s one of the few indididuals in the
school system who is seen both as a colleague and a supervisor The
chairperson is daily involved 1n the teaching act, yet also has daily
responsibility for providing leadership for a faculty group.

The secondary school, generally viewed as unresponsive to instruc-
tional imprevement efforts, might in fact—when properly
understood—be a very fertife ground for the development of the con-
cept of colleagueship in supervision.

. . 4 i \ -

Summary and Conclusion

“Golleagueship’’ has been defined n this chapter as a relationship
charactenzed by collaborative efforts to accomplish the common goal of |

TN
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instructional tmprovement Supcr\'lslon ' d:lfcnotcs a function
charactepized by a superordinate workmg through and 1 dose proximi-
ty with suhordinates to accomplish organizational goals For instruc-
tonal improvement—the primary mussion of supervision in educa-
successful, the active cooperdtmn of teachers 1s essential
The developient olkagrucshlp between teachers and supervisors

meto n“fpw thor rinvae nenbie 1 ~b. 0, !
aaaws wadnl sA a L AAMJ\JL u\,ll\.«llt-) i AA‘\)U“‘L“\‘ )“

of the human resources of the school for the formidable task of instruc-
tional improvement, reased intrinsic rewards to and hence job
satisfaction for teachers. and\3 increased likelihood of successful 1m-
plementation of instructional/innovations ,

The individual school\1s recommended as the largest ad-
ministrative unit in which to titiate efforts to’develop colleagueship.

and among teach

[EP4

although in some high schools the department may well be the place to

begin. Active support from the Building pnnupdl 1s crucial for suc-
cessful development of colleagueship Instructional supervisors must
assume responsibility for imtiating collaborative, collegial interaction
Ad hoc groups and chinical supervision are two vehicles for developing
and employing colleagueship in a supcr\'lsorgachcr relationship
As a complement to formal supervision “structured opportunities
for teachers to collaborate with other teachers offer great potenual for
professional development and instructional improvement  Col-
leagueship among teachers is typically 1gnored. and often inh8ited. by
the school’s formal organization. consequently. teashers are frequently
isolated from their colleagues This 1solation. combined with the dearth
of supervisory ‘support. drastically impedes the professional develop-
ment of even the most consaientious and dedicated teachers Despite a
paucity of research. evidence indicates that systems of intery 1sitation or
colleague consultation scem promusing and are valued by teac hcrs}
Developing colleagueship in schools where 1t has been long abgent
‘will not be an easy task The long accumulated incrtia in schdols
characterized by secluded classrooms that are the private domains of in-
dividual teachers. by busy gchedules and the tume-consuming prepara-

ton required for effective teaching, and by organizations emphasizing.

formalization and stratification will require time and concerted effort to
overcome The counterproductive, adversanal competition between ad-
ministration and teacher orgamzations, and among sume teachers
tHemselves, poses difficult obstacles to the dC\(.lUme‘n[ of active wol-
leagueship in supernvision Organizational change requiring committed
and patient leadership is needed to alter existing interaction patterns in
schools Colleagueship in supervision will necessarily lead to an altered,
yet crucial rdle for instructional supervisors ¥
It 1s clear that if supervision 1s to be improved its base must be
*broadened It s simply not possible for those who carry the formal title
of supervisor to have any direct impact on large numbers of teachers
Over the years, despite best efforts, instructional supervision Kas re-
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mathed a fragmenteql activity. It is often a response to a crisis or, in

other cases, a routine of occasional visits to classrooms On other occa-

sions 2 major sehool or systemwide effort at instructional improvement
i1s undertaken, only to terminate when the impetus or funding of the ef-

fort ceases *t

. The critical need for instructional supcrnsnon and the correspon-
ding lack of tormal supervision (some school systems report supcrnbux-
teacher ratios of 1 to 200 or more) suggest a new role for supennsors

They mlght become ‘‘orchestrators'’ of instructional supervision, pey-

sons who serve a broker role in the school system, identifying needs and

then 3elecung and recruiting from throughout the school or school
systern those persons who can contribute to specific tasks of instruc-
g\al improvement. In so doing, formal supervision does not lose its tie
. with organizational goals, nor does it set aside its own authority base
" On the contrary, it uses the authority of position as well as knowledge to
idenufy teachers and others who possess experjence and expertise
uniquely appropriate to a particular task. Such persons may temporari-
ly become members of instructional supervision teams, orgamzed for
the completion of a partxcular task, or may contribute a specnal ability
over an extended period of time.

Such a concept rccogﬂzcs the rich resources available among ex-
perienced teachers and helps create the kigd of colleagueship thar™
characterizes professions Ve strongly endorse the use of colleagues as
resources for, professional development, but also recognize that the
characteristics of schools make such colleagueship difficult It is
necessary that  someone in the school system creaté a process for
developing colleagucshxp, give it orgamzauonal approval, and ensure
that it 1s directed both to the immediate, personal needs of teachers as
well as to the long range goals of the orgamization This is a uniquely
appropriate role for the Instructional supervisor.

This role may call for new skills, for it requires supervisors to.work
well not only with individual teachers but with groups of teachers and
instryctional supervisory teams I bccommg an orchestrator of instruc-
= tional improvement resources, a supcrvxsor dges not give up authority,

' but rather makes more effective use of it Formal resources are inade-
quate for the task at hand, while at the same time rich resources
throughout the school system and in the broagder school comrhunity re-
mamn untapped. In ldenufymg and orgamzmg’!such resources, the |

cess of instructional supervision is made more powerful. In addmo‘n
the use of the rich talents of othérs in & school system—espacially
teachers—contributes to colleagueship amd a ,heighiened sense of
coop®ration and professionalism. '

.
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Chapter 8. L
'The Context for Supervision

) " Thomas J. Sergiovanni

Our ASPIRATIONS In ASCD are MORAL AND sOUND. our goals are firm,
and our convictions are strong Highly motivated, hard working. and
growing teachers are key ingredients in effective teaching and school-
ing These ideals are implicit in the Yearbook chapters by Valverde,
Garman, and Alfondo and Goldsberry as they discuss the self-evolving
superwisor, clinical supervision, and the concept of colleagueship
supenvision This chapter deals with the ideals of teacher growth and df-
fective schooling by examining some important contextual issues A%
supervisors; we need to show a broader concern for the human coddi-
tion in the schools. one that reaches beyond immediate strategies for
working effectively with teachers to the richer context of organwauonal
life ‘

Hou can we procide a context for supervision that best supports teacher growth’
and development on the one hand and that releases the energy and talents of teachers
to the fullest on the other” This is the question that will be addressed In
mind is a commitment from teachers broader than achieving mere self-,
satisfaction and aggrandizement Individual indulgence and personal
self-fulfillment are neither sufficent or key  Needed s sausfaction and
fulfillment that stem from a common ideal and a common commitment
to quality schooling and a delight 1n hating achieved something
substantial on behalf of the school and its students To this effort, fulfill-
ment of a personal nature is secondary to that of fulfilling student and
school needs, and persona] growth comes to be linked closer with pro-
fessionhal growth.!

Two aspects of thg context for 5upcn151dn will be discussed
chmate and structure Though other contextual aspécts exist “(the
political envirenment and governance arrangements, for example)
cijmate and structure can be readily mfluenced by supervisors and
ofhers diregtly responsible for instructional programs The context we'

need will result frorp. s¢hool climates that evolve from an emphasis on
]

' See, for example, Chnstopher Lasch, The Culture Narasssm  Amencan Life 1n an Age of
Dimmishing I'xprdahnm (\1w Yaork \'ormn 1978)

b

Thomas | Sergrovann: is Professor and Charrperson, Department of Educational
Admunistration and Supercision at the University of Hhnows, Urbana Champaign
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human relations to hlf}{nan resources, structures that evolve from an
emphasis on the school as a pro\@ssxonal bureaucracy to a professional
ad hocracy. - ’ .

The contextual aspects of supervision wil] be discussetd unevenly |
have written before of the need for school chmates to evolve from
human relations based princ1p1c§' to those of human resources.? Views
on these matters will, therefore, be only summarized Greater attention
will be given to the role of structure as 1t xelates to supervisory effec-
tiveness To now the professional bureaucracy has been advocated as a
viable and necessary alternative to more traditional and delimiting
bureaucratic structures It 1s ume to move beyond this form of thinking
about school organization and structure. To this end the professional ad
hocracy will be examined as a possible viable alternative to organizing
schools. :

é - +
- From Human Relations to Human Resources

.

Perhaps no professional organization deserves more credit than
ASCD for championing the human dimenston 1n educational ad-
ministration, supervision, curriculum, and instruction This 1s a proud
heritage which has questioned and chaflenged the traditional
bureaucratic school structure with its emphasis on management and
control.” The original vehicle for this challenge was the ideology of
human relations Unlike traditional managemént control practices that
viewed teachers as appendages ‘of management hired to carry out
prescribed duties in accordance with the” wishes and directions of
management, human relations suggested’ that teachers be viewed as
wholg persons in their own nght. Humnan relatjons supervisors, for ex-
ample, work to create a feeling of satsfaction among teachers by show-
ing an interest in them as people. It 1s believed that a satisfied staff
works harder and 1s easier to work with, to lead, and to control Pro-
viding for high morale, good group relatuonships, and a friendly at-
mogphere are gLn&dcgcd important Shared decision-making 1s prac-
ticed as a means to let teachers feel that they are appreciated and invols -
ed. Speaking to the role of supervisor Kimball Wiles, perhaps the best
known advocate of human relations practices in supervision, noted
“they are, above all, concerned with helping people to accept each
other, because they know that when individuals velue each other, they
will grow through their interaction together and will provide a better
emotional chmate for pupil growth Supervisor’s role has become Sup-
porting, assisting, and sharing rather than directing.”"? ‘

? Thomas | Sergiovanm * Human Resource Supervision'” in Professional Superuston for Pro

fessional Teachers, ed Thomas | Sergiovann {Alexandna, Va +Association for Supervision and
Curriculum Devejopment, 1975). pp 9 13

3 Kimball Wiles, Superuiston for Better Schools, 3rd edition (Englewood Chffs N J Prentice
Hall, 1967) ’

(] '
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. Human relations views, stll popu'lar'ém(')ng many within the
ASCD community, represent a definite inprovement over fore tradi-
tional management control views * But human relations is imited by 1ts
inability to provide teachers with maximum opportunity for praofes-
sional growth and to fully unleash the talents’and Interests of teachers
Human relations focuses primarily on humankinds’ lower order needs.
Interpersonal climéte and social needs of teachers are paramount.
Achievement, challesge. responsibility, and feedback from accomplish- -
ment do not receive sufficient attention. though recent evidence in-
dicates that these have the greatest potenual for providing lasting and
meaningful satsfaction to teachers as well as providing 1mp<§u.nt
benefits’to the school 9 . ,

Human resources views, by contrast, seek to better integrate the
needs of individuals with theswork of the school The assumptions
underlying human resources practices can be summarized as follows

1 Teachers desire to contribute effectuvely and creatively to the
accomplishments of worthwhile objectives

2 The majority of teachers are capabte of exercising more in-
iiative, responsibility, and creativaty than Yheir present jobs or_ar-

cumstances allow |

3 Supervisors should work to help teachers contribute their full

range of talents to the accomplishment of school goals

4 Supervisors should encourage teachers to participate i impor-
tant as well as routine deasions Indeed the more importanf the deci-
sion the greater should be the supervisor’s efforts to tap faculty
resources .

5 The quality of decisions made will improve as supervisors and
teachers make full use of the range of insight, experience, and creative
abihity that exists in their school .

& Teachers will exerdise responsible self-direction and  self-
. - N
control in the “accomplishment of worthwhile objectives that they
understand and have helped create *

A convergence of research from a variety of fields lends support to
the relationship between enhanced teacher roles and performance in-
creases of teachers and studetits. The human capital research of the
Nobel prize-winning economist Theodore Schultz 1s an example. In,
lamenting the apparent shift from professional to job orientation of

* In many quarters we can find rencwed imterest in traditonal management control vicws
Extremely ngid and heasily proscnbed curnculum systems, highly seginented directinsgructional
svstems accountability designy, and Lluepnint-like evaluation systems are examples These are
proven methods for achieving low level objectives hut widespread use hmits cntical rationahity
and other forms of intcBectual activity ahd robs discretion from teachers., thus lcstcnlnch ntrin-
sic interest of teaching 4

¥ Adapted from Ra)mund E. Mies, “Human Relations or Human Resources ' Harcard
Business Reviewe 43 4(1965) 153 -
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teachers 1 many school districts he notes, **Most of these manifesta-

tions of school teachers should have been anticipated in view of the way

schools are organized and admimistered. The curriculum is not for them

Jto deaide, nor 1s the content of the courses to be taught and the plans to

“be followed. These deasions require the specialized talents of profts:

sional educators . in assessing performance of teachers, it is a dic-

tum of economics that incentives matter School teachers are respond-

ing to the much arcumscribed opportunities open to them as should be

expected "'5 Upgrade the job, Schultz seems to suggest, and teacher
- performance will increase, which will contribute greatly to the mm-
proved quality of schooling. '

The research of organizational analysts Litwin and Stringer 1s sug-
gestive as well * They contrasted the chmatesof traditional bureaucratic,
human relations,and human résources brganizations, noting that tradi-
tional burcaucratic leadership was associated with closed )climatcs,
human relayons leadership with warm, suppottive, and friendly =
chimates, and human resoyrces. leadership "with supportive, goal-
oriented chmates These results are suramarized in Figure I Note that
satisfaction 1s very high whe®™@human relations is emphasized, bu. per-
formance 1s low. The human resources climate seemed most associated
with high performance and innovation and provided a good deal of
satisfaction to indmiduals as well, ’ ]

Perhaps the most convuinuing support for human resources views
comes from job enrichment research The work of Hackman and
Oldham 1s an example * The job enrichment model they propose 1s
shown 1n Figure 2. Their research suggests that personal and work out-
comes such as intrinsic motivation, hgh quahty work performance,
high satisfaction with work, and low absenteeism are a function of the
presence 1n individuals.of three psychological states Experienced mean-

“ingfulness of the work, experienced responsibility for work outcomes, and knowledge
of results Further, five job charactenstics that evoke these psychological
states are idenuficd Three of the characteristics — skill variety, task
identity, and task sigmficance — combine additively to determine
meaningfulness. Autonomy, a fourth job charactenstic, 1s associated
with fechngs of responsibility Feedback, a final job characteristic pro-

posed by these rescarchers, is associated with knowledge of results ..

B The job enrichment model suggests that in teaching, jobs that re-

. ) ~

.

* Thoodore W Schults.  Human Capital Approaches in Organiaing and Paying for Eduta
uon, paper presented at the “Efficiency and Equity in Educational Finance Natiopal Syin-
posum.”” Universty of Hlinows Urbana-Champaign Mav 3-5. 1979 '

George H Litwin and Rubert A Stringen, Jr - Motieation and Organizational Climate (Boston
Harvard University Division of Research. Graduate School of Business, 1968) N .

* ] R Hackman and Grey Oldham, ‘Motivation Through the Design of Work Test of a
Theory  Urgamizational Brhazior and Human Peformance 16, 21976) 250-279 Sce also *'Job
8nrichment as a Motivational Strategy,” Chapter 7in T ] Sergiovanni and Fred D Carver, The
New School Executie, 2nd edition (New York Harper and Row, 1980) pp 123-134 o
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Figure 1. Leadership, Clim‘a)te, and Effectiveness. Litwin and Stninger

P

hJ A

Leadership - Climate ~ Effectivehess
Bureaucratic leadership Closed ‘Performance fow
: - Satisfaction low
Human relations leadership Warm * Performance low

- Supportive®  Satisfaction ‘very high
Friendly Innovation high
Human resources Supportive Performance very high.

Leadership - Goal-orientéd  Satisfaction high

Innovation very high'

+

« “

Figure 2. The Job Characteristics Model of Work Motivation”

Core Job N Critical Personal and
. Dimensions Psychological States Work Outcomes
Skill variety Experienced i High |nternal.work
Task identity }—> meaningfuiness motivation
Task significance of the work :

High quality work
Experienced performance

Autonomy  ———p» responsibility for

.

outcomes of the

work .
High satisfaction
- . with the work
Feedback ‘——» Knowledge of the Low ahsenteeism

actual results of and turnover
the work activities :

E_mployee growth
need strength *

*Source: J. R. Hackman and G. Oldham, "Metlvatloq Through the
Design of Work: Test of a.Theory,” Organ/zat/onal Behavior and
Hurnan Pecformance 16 (1976):256.
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quire different activities in carrying out the work and the use of a van-
ety of teacher talents and skills (skill variety), require that teachers
engage in holistic or complete and identifiable tasks (task identity), are’
viewed by teachers as having a substantial and significant impact on the
lives or work of other people. (task significance), provide substantial
freedom, independence, and direction to individual teachers in schedul-
ing work and in deciding classroom organizational and instructional
procedures (autonomy), and provide teachers with direct and clear in-
formdtion about thé effects of their performance (feedbatk), are likely to
gvoke the psychological states of meaningfulness, responsibility, and
knowledge of results. These in turn, the research of Hackman and-
Oldham suggests, will result in high work motivation, high quality per-
‘formance, high job satisfaction, and low absenteeism among teachers

-

Beyond the Professional Bureaucracy !

Schools are professional bureaucuracies. Unlike the traditional
bureaugracy where management control is direct and worker behavior
is orchestrated by a system of close supervision, the professional.
bureaucracy is characterized by a great deal of decgntralizgtion and
supervision is general at best.® In schools teachers are’considered to be
expert specialists who, because of their professional training and cer-
ufication, should be provided with discretion in their wotk Teachers
work individually and without supervision They work independently
of other teachers and support staff but dlosely with students As Bidwell
observes, ‘““Teacher autonomy 1s reflectefl in the structure of school
systems, resulting in what may be called t e struct
teacher works-alone within the classroom, relativ
leagues and supcwi?c?r-;, su that he has a broad @Bcpetionary jurisdic-
tion within the boundaries of the e¢lassro®m "''*  Professional
bureaycracy shares with other organizational designs certain uni®ersal
characteristics-necessary to survival The work of all orf;anizations, for
example, must be coordinated in order forvasks to be atcomplished and
organizational goals realized. Mintzberg'' suggests that organizations
can choose from among five coordinating mechanisms as follows

& - . . -
Direct supervision™» whereby one person takes responsibility foggthe
work of others This 1s the traditional superordinate-subordinaff rela-

. tionship possible only in the simplest organizations

* (learlv a range of organizational types can be tound among schools with somnc bang quite
snechanistic of machine-hke i their burcaucratic form but, by and large . schoolsas s group can
be considered professional burdiucracies

10 Charles . Bidwell, * Th®School as a Formal Organization,  n [he Handbook of Organiza

* sion. ed James GG March (New York Rand McNally, 1965) pp 975-976

U Henry Mintzberg. The Mructuring of ()rgwﬂanqlcwnml Chffe, N ] Prenuce Hall
Inc ), pp 1-16
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 Standardization of work processes whereby the contents of work are
specnﬁed “and arranged programatically as ig the case of highly pro-
gramed-and ‘‘teacher proof”’ curriculum formats and in many forms of

““‘direct”’ mstrucuon

Standardization ofw_pr/c outputs whereby results, objectives, and other
products of work are dearly speafied and teachers 4re held accountable
for meeting these.specifications. 1 :

Standardization of skills whereby professionals and other workers are
provided with commor training and education and/or common
soaalization to ensure reliability in their response to organizational
problems. (Medical doctors, for example, are trained in such a fashion
that several will respond reliably in their diagnosis of a similar case.)

Mutual adjustmeny, whereby coordination of work is accomplished by
the process of informal communications among groups of workers in-
volved interdependently in the actual work of the organization.

Given the discretion accorded to teachers in the professional
bureaucracy and the fact that work 1s typically accomplished by in-
dividuals separate and invisible from others, direct supervision is not a
viable coordinating mechanisin. Standardizing the socialization and the
skills of teachers through universal and systematic pre- and inservice
education is seem as a* highly desirable coordinating mechanism by
many. But a universally- acknowledge&vxew of teaching does not exist
and 1deolog1ca)'\debates suggest that we charagterize teaching as a low
level technology at best. Certainly, when compared to the sciences of
medicine and enginecring or the arts of drama and painting, cogimon
socialization and standardizationwof skill in eduation. seem less
developedme—

The school as a professional bureaucracy rehes heavily on the stan-
.dardization of work processes and the standardization of outputs as
coordinating mechanisms. These, in turn, delimit the orfe virtue offered
by the professional bureaucracy as an organizational design for schools
~ teacher discretion or teachersgutonomy. When coupled with discre-
tion, standardization of work processes and outputs leaves us with the
unhappy picture of teachers being frec to do as they please in thé
classroom providing they follow the same curriculum, keep to the same
schedule, and a¢comphish the same outcomes. What differs from class tor
class is not substance, but style Chair arrangement3, classroom rules,
the small range of teaching styles permitted by the standard curriculum,

“combined 'with certain personality characteristics that individual

teachers bring to their dlassrdom and variance in teacher competence
account for differences. The differences that do exist as one moves from
classroom to classroom are very important, but insufficient. Indeed
what results in many cases from relying primarily on the standardiza-
tion ofteachmg work processes and teaching output in order to achieve

. coordination is less enriched jobs for tcachers with probablc negative ef-
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fects on student learning. A sense of ownersship among teachers is lost
Teaching becomes a' routine actmty Teachers become followers of
directions rather than diagnostickans and beCome implementors rather
than creators As suggested earhier in reference to the work of the
economist Schultz, we are only now beginning to understand the effects
on student achievement of such developments for teachers "
Other problems associated with the concept of professiofal
bureaucracy as a design for schools result from the discretion that
. teachers have independent from other profeysionals and from working’
n isolation from other professionals. Feedbaﬁc 1s a common dimension
in most job enrichment models and igggxtremely difficult to obtain in a
natural way and in a contihuous fashion under these conditions. Cer-
tainly indirect supervision exists as part of a system of standardizing
work proccsscs and outputs. But ths 1§ a controlling and restrictive
form of supgrvision that seeks reliability in teacher bchanor rather than
teacher growth. To this indirect system of supervision is added a system
of direct supervision "characterized by formal classroom observation
often of a summative nature. But this formal systern seems out of place
in a supposedly collegial organization characterized by a great deal of
v teacher discretion. >
) In sum, discretion combined with the, coordinating mechanisms of
/_ work standardization and«®indardization of teacljing outputs presents
a paradox, Appearances to the contrary, trug teacher discretion may
well be wanting in the school organized as a professional bureaucracy
Teacher discretion is itself an issue separate from lhinkages with coor-
dinating mechanisms. Typically, teachers work independently of other
professionals What one teacher does day-by-day seems not to be
dependent upon what other profcssxonals are doing Further,
classrooms are private places and, typically, the work of a teacher 1s not
visible to other professionals Thus feedback and other Job enrichment
characteristics are difficult to obtaitnand supervision 1s difficult to im-
plement. Affording wide discretion to professionals low 1n the organiza-
tion 1s its chief virtue. But in occupations such as teaching, where
neither the art or science of techniqie or the undergirding values are
fully developed or widely accepted, schools cannot rely primarily on
corhmon socializations or common professional skill as a coordinating
mechanism
" Coordinating the work of individuals toward some overall purpose
is a universal requirement of all orgamzations. Thus, to obtain coor-
dination, the school provides for staridardizing the work of teachers and
for detailing speaifically the outcomes of teaching. Paradoxncaliy these
forms of coordination constrain the discretional . prerogatives of
teachers. They are free to do as they please providing that they st& to
the schedule, follow the prcscnbcd curricglum, and achieve standard
. outcomes. We can do better for both teacher and student. An important

-
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step it this direction is to move beyond the professional bureaucracy to
more satisfying and more effective orgamzational designs for schools.

Toward a Professional Ad Hocracy

.

How can we provide a context for supervision that best supports
teacher growth and development on the one hand, and that releases the
energy and talents of teachers to thé fullest on the other? The profes-
sional bureacracy has contributed a great deal te this quest, but the
benefits of this design have leveled in such a fashion that 1t appears as
though dysfunctions are’now dominant. The logical evolution of the
professional bureaucratic design, I pelieve, is to move doser to the pro-
fessignal ad hocracy.'? The fully developed ad hocracy has a number of
features that distinguish 1t from other organizational designs.

1. The ad hocracy is a temporary system designed with a specific
life to solve a particular set of problems.
" 2. Solving new problems is more lmpcfant than perfectmg ways
of accomplishing standard routines and ends.

3. Professionals are drawn from a* variety of disciplines or
specializations and placed into ad hoc teams

4. Coordinafion is achieved by a process of mutual adyustment and
is based on felt-needs of people working together An assumption basic
to mutual adjustmgnt 1s thit experts” bring diverse talents and
specialitihtd work, “that thdy are interdependent and thus must
cooperate to be successful.

Let’s examine these £haracteristics seeking implications ‘suitable
for adaption to schools,/Keep in mind that I Ppropose not to replace the
professional bureaucfacy but to modify it in the direction of an ad
hocracy.

First some educational program considerations. We now organize
the curriculum primarily into subject matter modules dccording to the
logic of the disciplines and, indeed, this strategy makes sense. But the
problems we face_today are increasingly interdisciplinary. The cur-
riculum of the future will of necessity be more integrative, combining
the disciplines in the study of complex problems. As this occurs, a
matrix type design or other ad koc arrangements will become increasing-

*ly popular in schools. This design permits the incorporation of features

of ad hocracy as part of the professional bureaucracy. Teachers in a
high school could be grouped into teams, each assigned a group of
students. Teams would be responsible for planning, implementing, and
evaluating an educational program for students that ﬁutilizes the

17 See, for example, Warrcn‘G Bennis, ''Post-Burecaucrauc Leadership,”” Tramaction, July
August 1969, Alvin Toffler, Future,Shock (New York Bantam Books 1970), and Muntzberg, The
Structuring of Organization, pp 431 468.
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cooperative talent§ of team members. Teams Gould be formed in ac-
cordance with a varjety of themes. Some could provide a particular
academic or vocational emphasis but with members whose specialties
- vary. Some teams could have members with matched skills whp simply
operate as schools within schools. One need not fear for loss of tradi-
-tional instruction by disciplines. Teachers could be organized, as well,
into traditional administrative and disciplinary homes (English or math
departments, for example). The school could offer. traditional instruc-
tion by department for part of the time, and interdisciplinary or other
theme instruction by teams for part of the time (alternate days, half
days). Some faculty member%puld work primarily under department
arrangements and others in ad hoc tcams. We are not breaking new
ground here. Teaching teams and other grouping patterns have been
proposed before!? and though noticeable, are not widespread in schools
These plans need to be examined anew and further developed in the
direction of ad hocracy Viable educational programs of the future will
require such _désigns. Higher education will not be immune from
pressures to integrate the disciplines. Consider the following excerpt
from the recent and prestigious Club of Rome policy study on learning

Some reorganizauon of academic and administrative structures should be reconsidered
to combine university departments according to issues rather than only and always ac-

cording to disciph These newly consututed groupings could be considered as task
forces, to be dissol once their onginal objective s attained and to be recombined
when new objectives are sought, Teaching, as well as research work, could ther@be
organized aro,nnd broad themes, reducing the present segmentation and sec-

toralization of the curricula Such a focus would bring the university closer to the basic
concerns of society It would introduce some vital issues currently underempha-

sized on the'unnersity agenda — such as rural devglopment, malnutrition, unemploy -

ment, illiteracy, housing. and juvenile dilinquency These are but a few of the areas
which require research and practical action and where the university pupulatiun of
studems and teachers ahke could be of gfca( significance *

Thc curricular 1mp11cauons of adopglang features of an ad hocracy
are rich and interesting but space does not permit further elaboration
The emphasxs here 1s on supervisory and staff development 1mphca—
tions, and'this is the theme of the next section

Supervision in the Professional
Bureaucracy-Ad Hocracy

'

Thc kcy feature of ad hocracy that is attractive to supervision is
mutual adjustment as a coordinating mechanism for operational teams
It 1s assumed, of course, that team members are well trained but that

- i
" Team Teaching, IGE groups, middlc school clusters, and schools within a school are all
examples with features of ad hocracy
* James W, Botkin Mahdi Elmandyra, and Mircea Malitza, No Limibs to Learning Bridging
the Human Gap (Lundon Pergaman Press, 1979) as quoted in Judith Barnet.  Learning In Crisis
the World Qver,”™ Ph Delta Kappan 61, 2(1979) 113
- 4 _
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skills need not be standard Further, little rehance 1s placed on stand-
ardizing or specifying detailed standarg outputs Since specialists on a
team bring different skill emphases arfd since they need to cooperate
with one another, they are forced into a system of mutual adjustment
through communicating informally as they plan. teach, and evaluate
together Being interdependent often requires that individual autonomy
be sacrificed. Wide discretion is given to the team as a whole. not the in-
dividual teacher But this 1s discretion with substance. Teachers as a
group make the significant decisions about objectives. curticulum.
scheduling, and so on They accept real responsibility for what goes on,
how, and why Discretion 1s not only limited to the stylistic responsibil-
ity that goes with implemenung someone else'mcusxons as 1s normally
the case in teaching. Teaching 1s upgraded, the job 1s enriched. respons
sibility 1s real, and achievement belongs to the professionals involved
Indeed, the virtues of human resources so difficult to implement in the
professional bureaucracy beecome natural characteristics of the profes-
stonal bureaucratic-ad hocracy

Teachers will typically work in view of each other. often side-by-
side as partners Feedback 1s continucus The reward system for good
ideas and excellence 1n teaching emerges from adult peers as well as
students What we have 15 an informal and natural svstem of supervi-
sion that emerges from the normal course of events 1n a continuous
fashion. The role.of teacher-Teader 1s important But unlike the super-
visor 1n the professional bureaucracy who supervises by appointment,
the process of supervision is informal, integral to the work. and col-
legial The team leader 1s involved in the daily work of the team as'
together they plan. teach, and evaluate

In recent years a number of tools and techmques for illuminating,
mapping, understanding. analyzing. and otherwise evaluating teaching
and classroom life have been developed. Despite what we know. the 1m-,
plementation gap remains large One reason is that the humaX context
for supervision 1s not sufficiently advanced o accommodate  thiss
developed array of supenvisory arustry and technology Hunfan
resources supenision can help enrich the supervisory context. But this
1s not enough We need to examine cnitically the professional
burgaucracy as an orgamzational design for schools, appreaate 1ts
strengths but deal as well witlfits weaknesses A viable system of super
vision 1s not possible und.r the urgamzatonal constraints found in the
school as a professional bureaucracy Modifying this design in the direc-
tion of ad hocracy 1s a hopeful alternative

’ . s ¥
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- Issues of Race and Sex in

E

« Supervision

Ethel Greene

- .
* She 1s a young black woman who is charming. graceful, well-
groomed, and holds a doctorate in education She has functioned
superbly in the position of vice president at a fairly large umiversity for
, more than one year-and now has the opportunity to apply for. the posi-

tion of president. . -

N

: ¢ He 1s a btack man who has functioned as sécond in command
. . ¢
in a large urban school system for the past ten years He 15 now in

_Charge of thc’systcm and 1s doing a fine job The system 1s open for a

permanent superintendent

¢ She s Latino and an ex-nun  She has the responsibility of plan-
ning and developing a bilingual center for a small midwestern universi-
ty. She has madle a good start inthat direction

* He s ablack man and has functioned as second in command to
the mavyor of a large industrial uty. On many occasions. he successfully
ran the city in the mayor’s absenaé Now, he has the opportunity to take
over a} interim mayor of thé city

‘ The individuals mentioned here were capable, well-qualified, and

experienced. In adchtion to being minorities. what else did they have in
common” The answer s, i each instance when thgy apphed for the
position,. they wére.;{)asscd‘oxer in favor of a white rréc This happened
despite the fact the all had the qualifications to function 1n a top level
supervisory position

In recent years, much has been done by the federal government, as
well as the private sector, to combat bias against minoritics and women
Affirmative action in the areas of cducation and cmployment has
become an accepted way of ife. Women, both white and minonity, are
more vocal for womgn's rights than at any ume in history The avil
rights movement for racal equality and assurance of nights for
minonities to share equally in the wealth of this country has never been
greater Nevertheless, despite the widespgead movement for racial
equality and wolnen’s liberation, the above inaidents are sull too com-

-

-

" Ethel Greene 15 Professor and Co-Darecthr, Race Desegregation Training Institute,
Northeastern Illinors University, Chicago and Rockford Illinois
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monplace in our society Can it be assumed that women and muinorigies
have fair representation” of earning power and fair representation in
supervisory positiops when incidents such as those described remain
commonplace” Whth the many affirmative action programs, women's
organizations, aftd the mdlions of doHars that are appropriated each
year. for their administgation, why 1s so little progress being made in
providing equality for women and racial minonties in the obtaining of
supervisor\\ positions’ . , '

-

Who Should Supervise? . -

How did our society arrive at the concept that white males should
lead, supervise, or be in charge of most activities of importance’ Are
they endowed with some special ability at birth? Do white males active-
ly seek leadership and supervisory roles to the exclusion of minorities
and women? The author is of the opinion that women and' racial
midnorities are as capable of functioning in high level positions as white
men The cruaal difference 1s in the opportunities offered and the at-
ttudes and ideas embedded 1n our society For“the most part, male
members of the white race are afforded both the opportunity and the
societal concepts necessary for leadership Théy have positive role
models with whom to identify and the availability of various types of ex-
periences, hence, proper _]ob connectioRs for upward mobility

. 'Similarly the white female is fortunate to be exposed to the same
role models -and opportunities as the white male All of the ingredients
necessary 1o supervise are presght in the white female, with the excep-
tion of one The missing mgmtz:nt. possibly the most jgnportant one, is
the attitude of society. Much of thns societal attit¥de came about
through conditioning that the woman's place is in the home Further, i
18 thc feeling and attitude of sany members of society that if women do
indeed work outside the home, their labor is less valuable than that of
men. This concept 1s even sanctioned in the Bible. Leviticus (27 3-4)
states that the adult female's labor worth in Biblical umes was, 30
shekels of silver er 60 percent of the worth of'a male.

Minorities, by contrast, have had very few leadership role models
and few opportunities for leadership jubs. They, like the white female,
fail to have the sanction of society that indicates they can function as
leaders and supervisors. For years, much of society considered black
minorities as property and, consequcntly gave little or no attention to
them as human beings, not to mention supervisors of leaders.

The decision as to who should supervise or lead comes from socie-
ty. Years of’ (.ondmomng has caused society to lean toward the white
male for leadership and supetvision. Even with affirmative action pro-
grams and the women's liberation movement, there is little change in
societal atitudes. As a result, it has been found that for the.same job or
for jobs with similar skills and education requirements, mindrities and
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women often a};_zﬁze to demonstrate greater skills and more education
than‘white males.!

Where Does It All Start? \

Children, regardless of race or ethnic ongin, are born more or less
equal in terms of self-concept. However, minority children tend t6™fall
behind white children on this dimension at a very early age. Children
learn most things through experience and by identificatiod with role
models. Rgle models are usually the people who are close to them. Con-
sequently, much of their de\}elopment is based on what they see, hear,
and experience in their evemyday lives. If children are surrounded by
Pi ple who have a poor self- concept, they will start to think and feel

badly about themselves. This is especially true for minorities. Because
of their color, language differences, religion, and ethnic origin, minor;
ity children are often treated differently from white children Black
children, for, example, are made to feel ashamed of their thick lips,
kinky hair, and different skin color. Puerto Rican children are made to
feel like strangers in their own land, mainly because of language
differences. 'y

To add to these problems, minority children can hardly be shielded
from the way their role models are treated. Black and Spanish-speaking
children often.see members of their own ethnic groups depicted
negatively on television, 1n the movies, in magazines, books, and
newspapers. Minority chllcfren unless given special encouragement,
will quickly lose the feeling that they are adequate and, therefore, not
think of themselves as able to function as supervisors and leaders.

The key to opportunity is found 1n society’s attitudes If there is
confusion and misconception about a particular group, it is almost 1m-
possible for members of that group to suctessfully reach the supervisory
level. Such is the problem facing white women and minonties. Many of
the myths, misconceptions, and double standards that plague these
groups have been around longer than American society itself

Negative or Positive Forces

It is important to examine the forces that work negatively. or
posmvely for women and minorities in relationship to their ability to
supervise,

—

The Media

One such powerful force is the mass media. Most often, the effects

' U'S Department of Commenc, ﬂﬁau of the Census, The Socwl and Economi Status ajthe
Black Population in the Unuted States, An Historicel View 1970- 1978
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‘are negative for minorities Newdpapers, for example, seldom print
good news about minority groups, perhaps because good news does not
increase circulation The same 1s true of television Minorities on televi-
sion will either be involved 1n some problems with the law or will be
portraved 1n non-serious roles Programs featuring minorities usually
depict them as stupid and unable to understand simple things Often
minorities are shown 1n a subsérvient role The movie industry. from its
inception, has cast minorities 1n a poor hight For example, Bill Robin-
son. who was one of the finest tap dancers that the industry has ever
known, could only. find success in Hollywood by entering through the
back door. He could enly dance on the screen as a servant to a hittle
white girl. Shirley Temple Radio 1s equally guilty of depicting
. minonties unfavorably., Amos and Andy 1s a prime example The
American Indian must not be forgotten when reflecting on the treat-

meny of minorities by the media .
ths :

H

\. The many myths embedded in our society affect both dominant
and munority races However, negative effects tend to be more, pro-
nounced with women and minorities than with white males Myths may
be defined as 1deas that are imaginary and have no verifiable existence
These 1deas are passed down from generation to generation In many
instances. myths have been a part of societal belef for so long that they
are simply taken for granted For example, the myth that white males
make better supervisors than white females and minurities has more or
less become a societal belief Likewsse. the-snyth that black people are
innately inferior to white people or that wome¥'are inferior to men Un-
fortunately, once these myths are embedded i the beliefs of society,
they become truth for many people. '

-

Preconceived Notions

Another force 1n society that works against women and minorities
1s the many preconceived notions they encounter Preconcerved notions
are opimons formed prior to gaining knowledge or experience Such no-
tions can be positive forces, as they typically ark for white males Many
preconceived notions_are so much a part of society that women or
minorities use them against One another

The foltowmmgmordent 15 an-example of a preconceived notion.

j Two black males earned college degrees in the late 1940s No doubt, the

ERIC
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preconcerved notion at that ume was that blacks were poor risks in
business and law. This notion was probably due to the fact that no one
had given blacks an opportunity to prove their abihity and few, if any,
people were willing to take the chance Consequently, 1t was easier to
just not employ them Since these men were not able to open their own
business and law firm, they had to seck employment ¢lsewhere Today,
the man who has the business degree is employed as a window-washer
at Cook County Hospital and the man with the law degree 1 f:calc
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mechanic at th¢’pain U.S. Post Office in Chicago. By the time the
tion that blacl(v%e too risky to hire in business and law was partially
dispelled, those two i dii'iduals'_were too old to consider a change~of
employment.-Since t}?ey had not had any experience in their profes-
sions, their skills are now obsolete.

Preconceived netions can inhibit or enhance one s opportumt) to
reach the supenlsc;&r*, Jevel. For many women and most mmormes they
are a negative factor °

Mind-Set

Sull another force to consider is find-set. Mind-set can best be ,
described as deciding that something has to be done in a particular way.
It may also mean that something can or cannot be a certain way,
despite evidence that it may be just the opposite-In relation to supervi-
sion, mind-set most often works in a negative manner for females and
minorities. Mind-set, like myths and preconceived notions, is deeply
rooted in society and must be combatted in order for members of these
‘groups to move to the top. The following incident is an example of
mind-set )

A white female university professor went to'work in a rural school
district as a consultant. She invited a white male colleague to accom- -
pany her. On arrival, the projec/t director suggestz%/that both be in-
troduced to the principal. The project director introduced the female as
“‘our new consultant, Dr King."”" The gri'ncipal immediately reached
for the hand of the male, only to be told that the male’s name was Mr
Lane.

One might surmise that this was not a mind-set, but rather an
honest mistake since the principal did not know if the consultant was
male or female. On the other hand, it is customary in this society that f
a male and fémalejare being introduced at the same time, the female is
introduced first. Normally, one would expect the Principal to extend his
hand to the female. Obviously, the principal had been conditioned to
associate Ph.D. degrees and leadership roles with white males
) ' . .

Stll another problem embedded in our society is the age-old dou-
ble standaxd. Double standard is defined as a set of principles that apply
differently and more rigorously to one group of people or arcumstances
than to another. Double standards have Been encountered by most peo-
ple in society in oné way or another. For minorities, tlfe effects of the
double standard are usually negative. Just being female causes many
white wpmen to encounter double standards in employment, education,
politics, religion, as well as many other vitakareas.

This brings to mind an incident witnessed By the author in a large

Double Standard
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elementary school that was committed to the team teaching concept.

The teacher’s watch was five minutes fast because she wanted to
get started for work a little early that morning. She got busy during the
day and forgot to set it back Consequently, she inadvertently left the
science laboratory five minutes early. The next day she found a long
note in her mailbox berating her for being uncooperative and incon- ,
siderate to other teachers and children because she bfought her class
back to the aréa early The teacher, who was a minority, continued to
observe one of her white colleagues leaving the science laboratory six to
eight minutes early on many occasions One day, the minority teacher,
decided to follow the white teacher to determine what was being said
about her Both teachers,walked past the team leader Immediately, the
team leader carhe over and reprimanded the minority teacher When
the team leader was reminded that the white teacher came down first,
the team leader commented that.she did not see the other teacher.

Prejudice
~ ‘ - )
Perhaps the oldest and most pronounced problem embedded in
society 1s prejudice  Youngaehildren, both white and minority, are born
free of prejudicial feelings@Blowever, it does not take long for children

to learn prejudice through identification with adults and, as a result,
prejudice becomes a vicious cycle in society Of all the societal forces en-
countered by women and minorities, prejudice 1s, no doubt, the most
destructive to one’s self-concept

Prejudice 1s defined as “‘injury or damage resultung from some
judgment or action of another in disregard of one’s nights.”” No doubt,
almost every individual who is old enough and in a rauonal frame of
mind has experienced some form of prejudice Likewise, one shoutd be
suspicious of the individual who states, ‘I don’t have a prejudiced bone
in my body.”

It 1s a fact that minorities have suffered greatly because of pre-
Judices exhibited by whites, but they have also suffered due to pre:
judices exhibited by other minorities. Few white people who have dealt
with minorities have not encountered the sting of prejudice Whites,
like minorities, also demonstrate prejudices towdd each other.

The author contends that this one societal force is more detrimen-
tal to one’s access to supervisory positions than any of the others. It
must be admitted that most often discrimination exhibited by minorities
towards whites has little influence on the ability of whites to move up
the career ladder. However, it is a different story with the prejudicial in-
fh]m%c of many whites. Oftentimes, such influence can prevent a’
minority’s access to top level supervisory positions.,

Most people recognize prejudice when they confront it. yever-
theless, the following incident is indicative of how it works.

Four university profcssors from Chicago were traveling tugether to
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an educational meeting. They stopped at a prominent hotel in a large

southern city, One of the minority professors, being the first to register,

asked the clerk about the discount for educators and was told that there

was no such discount Even after the minority professor produced proof

that there was, the clerk still refused to grantit A short time later, one :

of the white professors registered and was promptly given the discount

When told that the parties were together, the clerk still refused to give

the minonty professor the discount. The, manager had to intervenc

before the problem was settled. " ’

- There is rony 1n the display of prejudice 1n educational organiza-
tions. Though theoretically conceived on the rational premise of equal
opportunity and the criterion of expertness for advancemefit withedt
regard to background Rssues such as race and sex, prejudicial contradic-
tions abound. Wormen and minorities have indeed suffered the most but
like most diseases, prejudice strikes all groups. How many men, for ex-
ample, are heads of research and training programs that focus on the
problems of women? Rare indeed is the white who heads an Afro-
Amencan or Latino study center. To suggest that whites cannot
possibly understand the problem of minorities or that men cannot
understand the problems of women'and thus in each case should be ex-
cluded from such leadership posts gives credence to similar arguments
given by white males with regard to the more mainstream leadership

positions in society. .

' Prejudices, preconceived notions, myths, and stereotyped 1deas
about men, women, and'minorities have infiltrated all aspects of
American society. 'fhcy are particularly significant 1n their effect on op-
portumties for women and minorities Perhaps one day these forces will

s no longer influence opportunities for the less powerful citizens of this

country

The Educational Process ;

1
'

An examinatiop-ef the American educational system will probably '
yield evidence thatmnany of 1ts practices are antiquated and infused with
myths, preconceived notions, and the double standard. Moreover, the
systemn still contains separate but unequal schools ‘almost three decades
after suth schools were outlawed by the highest court 1n the land
There are double standards for males and females just as there are
for whites and minorities. In the ghettos of large cities, there arc - o
- separate but unequal schools for minonities In those schools, minority
children are subjected to the following misleading assumptions-

. 1. They cannot be expected to do well in school because there is .
- no father in the home. g
e 2. The children's ability for future success can be predicted by
(th,eir 1.Q. scores. . .
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7 3. These children are in need‘of sympathy because they have
been deprived. N

4.L Black parents are not interested in their children:

* Because children are from deprived homes, they come to
school with problems that interfere with their ability to learn.

6. Black children are mnately inferior to white children.

According to Kenneth B. Clark, such assumptions are really alibis
for educational neglect and not a reflection of the education process.
Ragher, such assumptions have the insidious consequences of self-

filling prophecies for minority children.?

Educat,Lonal institutions are guilty of programming females into
certain afeas of the curriculum and males into other areas. Males tend
to have grave reservations about becoming involved in areas that have
been traditionally dominated by females. Until recently, males would
not consider positions in kindergarten/primdry education, nursing or
secretarial training, and other fields dominated by females. Though
there is a shight increase in male participation in these non-traditional
areas, they are still not popular. Traditionally, economics, sports,
mathematics, science, and the trades have been considered male ter-
ntory. Recently, however, females started entering these areas in
greater numbers and with fewer reservations. Perhaps, they have finally
discovered that future economic gains tend to be greater in these areas.

The anticipated practice that females shauld take certain courses
and males should take others has penalized white women in their quest

~ for top level supervisory positions. Mmormcs on the other hand, most

often attend separate and unequal schéols. Thcsc schools are uncqual by
virtue of the courses offered, teacher ability, physical plant construc-
tion, and equipment. In many cases, the students are not offered much
more than the three-R’s. Consequently, both males and females fail to
gam skills that will adequately prepare them to funcuon in top lcvel
positions. .

Usually. white females are educated for such low paying, low
prestige jobs as sales clerks, secretanes, homemakers, and teachers. On
the other hand most minorities are not bcmg educated and therefore,
not trained for specific trades and professions.

Institutions of higher education reflget the dnscnmmatory practlces
that exist in public schaols toward education of mmonty students and ,
white women. Financial assistance enables minorities to attend 1nstitu-
tions of higher education. There i§ usually not enough money to go
around for all of those in need. Many minorities who arg.able to secure_
grants find that funds provided ate small. Part-time jobs secured by
minorities pay lesé than those gbtained by white males. This probably

_accounts for the fact thatag recently as 1978, about one out of ten black

LKenneth B Clark, Dast Ghetto (New York Harper and Row, 19653)
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. * . S
men and women, ages 25 to 34 years, had completed four or more years o,
of college, whereas, one of every four white men and women had com-
pleted four or more years of college * In 1976, for example, the attain-

ment of a college education was beyond the reach of most American In-
dian/Alaskari matives, blacks, Mexican Amenicans, and Puerto Ricans *

7

Should Minorities Supetvise Other Minorities
When They Become the Majority in a School System?

Schools in the United States were established for the purpose of
teaching each individual to read. When assessing the entire population,
it1s recogmized that the schools failed to fulfill their original magdate A
large segment of the population still cannot read well enough to file a
job “application or understand the want-ad section of the newspaper
Certain members of alktthnic groups fall into this population, but the
problem is greatest among blacks, Hispanics, and American Indians

_Many whites are leVing lagge urban areas in search of better
schools, thereby leaving most big city.school systems with an enrollment
that is almost totally minority. Community leaders in these apeas are
calling for minority educators to head the school systems.

. Chicago 1s an example of a aty where the call for a minonty
educator is prevalent Community leaders insisted thatya recent
supenntendent’s vacancy be filled by a black educator. As a result of
this demand, whites asked such questions as: ’

" Why is it that once minorities become the majority in a school
- system; they q.c’wand a minority educational leader?

Should not the best qualified person rather than the best qualified
minority person be hired as the superintendent?

Is it the consensus amang black people that once they become thgguws
majonty in a school system, whites can no longer educate them”

Is'not the demand for a mimerity to head the school system an ex-
pression of ragism by blacks?

Minor‘ity leaders responded @y noting that a black superintendent

* would be as capable of running the Chicago School system as a white ~
superintendent. Further, they argucd' that a black $uperintendent |
would serve as a model for miinority youth and give them an incentive |~

to aspire to leadership positions. It was also believed that a blatk
educator 1n a leadership position could better understand and relate to
the problems faced by minorities since he or she would have faced -
similar problems in the past. '
Albert Brigrgs, agveteran black Chicago educator summmed up the
demand for a minority superintendent as follows:

'US I)cpartn.u'n} of Commerce, Burcau of the Census. The Soctal and Economuc Status of the
Black Populgtion in the Unted States, An Historical View 1970-1978

Ihd .
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Wee ought to have at;l@ck supernn(endcﬁ(lbecausc i'sour turn.  If we aren’t guing to
éex one when we have 80‘ercent minonty enrolled, thén when will we;"

* In answer to the question as to whether white educators can still
educate minorities dnce minorities become the majority in a particblar
community, it is.the consensus among black leaders that it is possible.
They are aware that white ‘educators have the experience, the know-
how, and the acdderpic background necessary to educate all children
ess of their ethnic makeup. However, these leaders also know o
at the vast majority of uneducated peuple are blacks, Hispanics, and
Native Americans. .
¢ Minority leaders accept the fact that white educators may havehad

the good intention of educating all children t¢ their maximum potential.
They know that such intentiorfs were te be carried put regardless of#
racial or ethnic make-up. Thus, lea;j(rs are als€ aware that white
educators traditionally maintained separate but unequal schools for
minoyities for more than 100 years.\Nt might be interesting to see what
history will record concerning the hiring of a black superintendent in,

. the Chicago school systegn and the trend toward hiring black
syperintendents in other l£e, predominantly black, citigs.

I3

o

- i

N\ Conclusion . N -
kﬁ - There are widespread problems in relation to cqual aceess to super-
. visory,positions for women and minorities throughout Amergcan socie-
ty. Many of the myths and preconceived notions are infagintary and
have no venfiable existgnice. Many of the ideas, opinions, ang
are often formed without prior knowlegdge or experience in a
. area. Yet, these inconsistencies continue to penalize certain mo
socnety and hamper their opportunities for equal access to top level

.

-

positions.

\ Bccausc of the pressure exerted by affirmative action programs and \L,_
women's liberation orgamzatigns, some strides are being made toward
dispelling the myth that the. white male is right. The practyce of hiring |

» . white males first, and then a token number of mifiority males next yJor
superyisory positions will have to be eliminated. S6 too, will the.practice
of relegating white women and minorities to low payimg, lo® prestige
positions. .This problem is so widespread and the myths, preconceived
notions, and double standards are s deeply entrenchéd in suuety that it

. ill take years of constant work to’ eliminate them. The job is so enor,

ous that it will take the efforts of a.ll‘who are congerned. auth
. recognizes that there 1s no panacea for_the problem, but offrs the
following suggestions, nevergheless
1. All aspects ofedhe media need to develop the policy ofportray—
e

>y

P

) AN
> The Chicago Defender Newspaper, June 17, 1980
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ing minorities in positive ds well as negative roles. They should be given
fair coverage, the same as members of the dominant group. Minority
children need to know that members of their race are not all bad

2. The television and movie industry need to put forth an effort
to cast minorities in serious rather than mainly comijcal and subservient
roles. .

3. Societal institutions should be-comnfitted to the development
of a climate that is conducive, to dispelling the many myths, preconceiy-
\ ed notions, mind-sets, double standards, and prejudices that hinder

_women and minorities from equal access to top level supervisory

positions. .

. " 4. All individuals should work at respecting individual dif-
ferences. They should work hard at trying to Rspect people for their
self-worth, rather than the color of their skin. ) .

5. Women should be given equal opportunity to participatc in all
aspects of American society. This opportunity should be based on their
ability and not on their sex. ’ . .

i 6. There needs to be a concerted effort on the part of those in-
nation’s schools. :

7. Minority children need to be exposed to role models who are
1n top level supervisory positions to assure them that it is possible for
minoritiés to ascend to that level. | ' .

8. Institutions of higher education should put forth a special ef-
fort to give women and minority employees equal opportunity”to gain
access to top level supervisory positions. ~ .

9. Wornen and minorRies should have the opportunity of prepar-
ing for trades and proqusions that will afford them a decent salary, as
well as access to top level positions.

10. Elementary and high schools should abandon the practice of
programming’ females and males into separate curricular areas, since
femalfs are most often programmed into areas that prepare théin main-~
ly for low level positions. -

11. The concept that people advance in this country on the basis of
preparation and abilith regardless of sex or racial background should
apply equally for minorities, females, and white males. '

12. There should always be an air of mutual respect between those
who;wées@t\ed as supervisor and those*who are being supervised. -

>

» . -
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Part IV.
: Hidden Dimensions in
~ Supervision

. '

ADMINISTRATORS AND SUPERVISORS IN sCHOOLS lodk to management and

» organizational theories for insights unto how schools should be struc-
tured and operated Implicit in these management and organizational
theories are certain ideologies, beliefs, and assumptions about "the
natute.of humankind. These assumptions are typically manifested in
the provisions for supervision and control that are implicit in the
theories. In schools conceived as ad hogracies, for example, the’issue of

*.. teacher control is viewed as e ing naturally from the necessity
teachers feel for working cooper ly as members of ad hoc groups.
On the other hand, in schools conceived as classical burcaucracies the
issue of teacher control 1s viewed as one best handled by defining
details, policies, proﬁedures and expectauons to which teachers must
respond In the image of the classical bureautracy the organizational
structure of the s;hool tends to act as a surrogate, albeit impersonal,
system of supervision by expanding or constricung teacher
prerogatives, narrowing or opening teacher options, and restricting or
" freeing teacher behavior. Bureaucratic accounting such as the Carnegie
unit, bureaucratic scheduling such as the 50- minute class period, and
bureaucratic hierarchal arrangements such as thc chain of command re-
quire conformity from teachers who often wish to respood uniquely to
‘particular student needs. Teachers can respond to such needs only in
ways that fit the organizational pattern '

Paul Pohland and James Cross in their chapter “Impact of the
Curriculum on Superwsxom analyze several curriculum and instruc-
tional approack’%s showﬁ'xg that each represents an 1deology thataaffects
teacher behavior in the cla¥toom Curriculum and instructional for-
nmats, they argye, are not independent dimensions but represent highly

- devclopcd models. oftcachmg, supervision, and evaluation. They raise
the questions. can a supervispry strategy ot approach be dcvelopcd
separate from a particular curriculum and instruction design, oris the
superwscsry system really a dcpcndent dimension controlled by the
Tnore dominant assumpuons implicit in the cyrriculum design and the
.instructional system?
Gerald Firth and Keith Eiken provide a comprehensive and critical
£xamination of the schools’ bureaucratic structure in their chaptcr ‘Im-
pact of the’ Schaols Bureaueratic Structure on Supervision ™’ They seck

4
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not only to chart the relatignship between structure and supervision,
but point out as well those aspects of structure that are dysfunctional to
supervision. They suggest ways in which structure might be changed to
accommodate & quadggy supervisory program.

“*Since schools serve as our primary socializing agent, they mirror
the crises of the moment’’ argues Lowis Rubin in the final chapter of
Part IV, “External Influences on Supervision.”” Maintaining that
supervisors are typically commutted to humanistic values and to a broad”
concept of quality education, Rubin describes the stress they experience
in accomodating to current pressures to emphasize teacher effectiveness
research, increased student aecountability. and other expressions of
saientific-rationality in supervision. Rubin provides suggestions as to
how this movement might be used to one’s advantage and concludes
opuimstically that current crises are not hikely to result n the erosion of

long-standing values
- 4

w




Chapter 10.

Impact of the Cumculum
. on Supervision

Paul Pohland and James Cross

THERE IS A CERTAIN SEDUCTIVENESS to the title “‘Impact of the Cur-
nculum on Supenvision ' It is seductive at the outset in presupposing
that curriculum indeed has an impact on supervision. Based on this
presumption a research agenda for determining the nature and/or ~
magnitude of that impact 1s suggested, Further, the direction of impact
is specifief. curriculum (the independent variable) impacts on supers1-
sion (the dependent variable) But are these assumptxonswsuﬁable’ Is
it possible, for example, that supervisory theory and practicg impact on
curriculum rather than vice ver§” Even more extreme, is T\possxble
that the basic premise nself lség:pportable and there 1s no impact at
all®

There 1s another sense in which the title 1s seductive -Within the
professional literature, the terms curriculum and supervision tend to be
associated so readily as to form a umity — curriculum supervision In
the parlance of everyday speech they go together like ham and eggs,
mother and child, war arid peace. Each phrase conveys a commonsense
image of unique and sometimmes quite disparate elements bonded to
form a new relationship Yet as we learn from chefs, pediatricians, and
political scientists, those new relauonsh)ps are complex and rarely fully
undexstood.

If the cautions indicated here are meamngful the title 1s not only
seductive but sensiuizing It 1s sensiizing in the first instance by sug-
gesting focused attention to &ach member of the pair independently
Second, it suggests examining the pair as an entity, exploring the pat-
terns of relationships that may exist while imtially suspending judgment
about the functional consequgnces of the relationships. Such sensitizing
also provides a rubric for}?;amzmg this chapter

1. Curriculum

Curniculum theorists are scarcely of one mind. McNeil (1977)
summarizes the ‘‘state of the field” thus:

Paul Pohland is Professor of Educational Administration and Supercision, Univer
suty of New Mexuco, Albuqum;ue James Cross 1s Prmapal Southwest S¢hool,
Evergreen Park, Illinois
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The search for bibliographical references conveying the ''state of the field™” i the cur
riculum yielded both the expected and unanticipated The expected, of course, 1s the
utter lack of agreement among educators, curriculum dev elopers, curnculum analysts,
evaluators and policy makers on the question of what schooling is about. The surprnise
18 the nichness and complexity of the disagreement. The field of curriculum 1s so fluid,
so enmeshed in funding and politics, that diverse and even con(radmory paradigms,
exist and jostle each other for dominance in the professional Literatute (p. 627) )

It would be patently impossible within the confines of this chapter
to wade through, much less synthesize, all the ‘‘diverse and even con- _ |
tradictory paradigms’’ that exist in the conceptual holding company
called curriculum. Yet some start on that task is required. Hence'in a
modest way we have attempted a comparative analysis of five concep-

: tions of curriculum. We have approached that task by asking the
broadest question possible, that is, ‘“What is the underlying conception
of curriculum?”’ Qur rationale for phrasing a question of such
magnitude 1s simply the belief that how a phenomenon is nitially
perceived structures its subsequent development. Clearly, the question
as posed carries with it some self-limiting features, for example, restric-
tive attention to such crudal curriculum issues as purpose, selectionand ,
organization of content, and the hke." . .

A second self-imposed limitation is restricting the analysis to five
conceptions of curriculum. In large part this decision was guided by the
relative recency and easy availability of a somewhat similar attempt by
Elliot Eisner and Eljzabeth Vallance to differentiate among conceptions
of curriculum (? Conflicting Conceptions of Curmculum, 1974). Like' -

n

Eisner and Vallanck we have treated the conceptions as ‘“classes’” or ex-
emplars, recognizing full well that variations within classes may be as
extreme as variations among them.

A third limitation is noticeable in our decxslon to limit the number
of vanables in the analysis to five. While in our judgment those selected
appear to have high discriminating power, the arbitrariness of choice 1s
recognized. The summarized analysis is presented in Figure 1.

Even a cursory scanning of Eigure 1 provides ample evidence of
the diversity of thought within the field of curriculum. Class titles alone
indicate the absence of a governing paradigm. And, in our judgment,
the absence of a governing paradigm can be attributed initially to basic
philosophic disagreements relative to the purpose of schooling These
diverse orientations to schooling we have labeled utilitarianism, ¢ffi-
ciency, liberalism, confrontation/adaptation, and s¢holasticism, respec-
tively.! More important, we would argue that each in turn shapes and
drives the coffception in use.

Cognitive Processesrcurricula proceed from the belief that there exists
a basic set of intellectual skills that are fundamental and generalizable |

" Our debt uner and Vallance s large and recognized However, conceptual categones
Lke ""wthitanianism ™ have been denived by the present authurs and any argument should be m&h

them
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across a wide range of intellectual and experiential problems. It is in this
sense that a cognitive processes orientation is utilitanian It is (as are the
others) also compelling. Who can argue against the necessity of acquir-
ing “‘basic skills”” (Bereiter, 1974) or proficiency in problem solving
(Burns and Brooks, 1974).

Anchored as 1t is in utilitarianism, the remainder of the ‘‘model”’
logically follows. Developmental psychology, most heavily itfluenced
recently by the work of Piaget, suggests the appropriate time for, in-
troducing particular intellectual processes to the student. Equally, since
development and experience 1s individualistic, the client is the
ual learner. Further, since intellectual processes are generalized,

isefscribed to the teacher in the identification of the intellectual pro-
cebses to be mastered, the assessment of the readjness of the learner to
acquire them, and the provision for such learningto take place. Clearly,
such conceptions place heavy role demands on teacherg and supervisors
alike. - _

Curriculum  as Tecﬁ;wlogy proceeds from a very different
philosophical orientation. Schooling is seen as non-prgblematic insofar
as it assumes consensus on goals. In a sense, then, the curriculum sim-
ply “is,”” and the major task of the curriculum developer therefore 1s to
devise the instructional delivery system Itis “‘efficiency’” oriented. no
doubt exists that there 1s a *‘best way."" The task, of course, 1s to find 1t
And 1t may be found in a variety of sources. hardware. such as com-
puter assisted insj(uon (Bushnell, 1967), in software, such as pro-
grammed learning¥(Glaser, 1965), in the careful ‘‘engineering’’ of an
instructional sequence (Gagné, 1967), in the careful application of
psychological theory, such as the '‘S-R Reinforcement Model"" (Silver-
man, 1974). ,

Like their cognitive processes brethren, technologists take a
content-independent stance. Technology can be applied to any domain
of hurnan knowledge. Domains differ, however, with respect to.client
and teacher role. For technologists the client is only incidentally the in-
dividual learner. Their target is larger. the individual school or school
system that intends for whatever reason to ‘‘adopt’’ a new curriculum,
a community, a nation as a whole. Hence the intrusion of the language
of the economist in curriculum, for example. ‘‘The public school cur-
riculum, viewed in its entirety, appears to the economist as a
community-purchased and distributed bundle of teacher-pupil interac-
tions carried out over a carefully defined period of time"’ (Goldman and
others, 1974, p.81). At the national level, this orientation becomes ap-
parent 1n the concern for “‘planned variation’” (Rivlin, 1971).

The technology and cognitive processes orientations differ also in
the role ascribed to the teacher. As previously stated, the latter ascribes

| e _144 ,
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. a continuously active and central role. Not so the technological. The
curriculum as ‘‘engineered and packaged'’ drives_the process In the
main, the teacher’s role is limited to an imtial set of decisions regarding
which curriculum (**package’'?) to sefect. Thereafter it is largely
limited to monitoring and ‘‘fine tuning.”’ The latent consequences of
this alteration in the teacher’s role are only dimly percerved (Brod,
1972). ’

Self-Actualization, or Curnculum as Consummatory Expertence, the third
conception of curnculum idenufied by Eisner and Vallance, differs
systematically from the prior two. The magmtude of the diﬁerencﬁ
immediately noticeable in the philosophic orientation. As we hay
noted, cognitive processes are rooted in utilitanamsm which, by exters
sion, suggests that individuals take a reactive stance toward coping with
an existent world. Technologists, too, take the world as a given and are
consequently reactive In contrast to both, self-actuahization implies a
creative, proactive, initiating stance. Hence we suggest that self-
actualizing conceptions of curriculum are philosophically roofed in
classical liberalism.

At 1ts best, hberalism 1s a ceJebration of hfe. Human perfecubihty .
is seen as not only desirahle but possible. The whole of human ex-
perience consequently becomes the subject matter of the curriculum
Hence, the development of attitudes, beliefs, and values are as impor-
tant as the development of cognitive skills. Humamstre psychology pro-
vides an ntellectual base, however, this slides easily and quickly into

. phenomenology and existentiahsm. -

The language system reflects this orientatnon Absent 1s the
language of ‘‘behavioral objectives,” ‘“‘input-output,”” “‘criterion vs
norm-referenced tests.”” In 1ts place is the language of poetry and
philosophy. ‘‘transcendence,” “'spirit,”” “‘hope,’” *‘wonder, awe, and
reverence'’ (Phenix, 1974). And the language system carries over into
the role of teacher. One does not find *‘developers’” (except in a very
different sense), ‘‘facilitators,”’ ‘‘deasion makers,”” ‘‘diagnosticians’’,,
instead one finds ‘‘dramatists” and ‘‘social cntics” (Junell, 1974)
More generally, the teacher s the living witness to the celebration of life
who 1n every act of being provides an exemplary adult role model for
the young. .

Soctal Reconstruction-Relevance perspecuves of curriculum distribute
themselves along a continuum from radical reconstructionism to
maintenance of the status quo. More frequently, however, they tend to
cluster arourfd two intermediate points. confrontation and adaptation

Confrontation models are closely allied philosophically, concep-
tually, and operationally with Self-Actualization curriculum perspec-
tives, albeit with a major change in focus. Both, for example, call for
confrontation of socially relevant issues, both require the learner’s ac-
tive 1volvement, both require the teacher to assume the critic’s

3
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posture. There are, however, diflerences inftially cued in the terms
““self”* and ‘‘social.”’ Whereas the former predictably focuses on in-
dividual perfectibility, the latter focuses on the perfectibility of society at
large or, to quote Metcalf and Hunt, ‘“‘the relevant and preferred
utopia.”’ .

There are other differences™ At the extremes, the self-
actualizationist’s concern with “‘transcendence’’ has little in common
with the radical reconstructionist’s strident call for unleashing political
power Commitment to inquiry rooted in ‘‘opposition to all outlooks
that presuppose a fixed content of knowledge, beliefs, or skills”
(Phenix, 1974, P- 130) is hardly consonant with advocating *'a massive
political effort” (Mann, 1974, p. 150). At such points Self-
Actualization and Social Reconstruction-Relevance diverge widely.

The second major point on the Social Reconstruction-Relevance
continuum 1s adaptation. Located here are curricular approaches that
seek to prepare students to adapt to the social order rather than to
reconstruct it. At first blush such approaches appear to be totally incon-
sistent with the concept of reconstruction. However, advocates of the
adaptation stance maintain otherwise, arguing that social institutions
are not static but dynamic, continuously *reconstructing’’ themselves
in response to an ever changing environment. Consequently they |
perceive the school's curndulum as a socially legitimated means of
preparing students to live in a naturally evolving world. Given this
orientation, the teacher’s proper role 1s tg facilitate adaptation —
cognitive, social, attitudinal, and behavioral.

Academic Rationalism, the fifth of the Eisner and Vallance concep:
tions, is probably the most familiar although 1t appears in various
guises. The term conjures up images of schouling ranging from the
cloistered halls of ivy and graduate programs to the httle red
‘schoolhouse and the 3 R's, from demands for ‘“intellectual rigor’’ to
demands for ‘‘basic skills'" and “accountablhty " Whatever the par-
ticular image, the common thread is cognition, and for this reason we
have associated 1t phllosophlcally with scholasticism. Further, it is
because of its concern for the “‘cultivation of the ntellect,” or those
“‘desirable states of mind with which education 1n 1ts specific sense is
centrally concerned’’ (Hirst and Peters, ,1974 p. 178), that we have
identified a ‘‘faculty psychology' ,or ‘‘cognitive rationahty’' as
operative.

Given this orientation it logically follows that the focus of the cur-
riculum is properly the ‘‘structure’ and ‘‘syntax”’ of a discipline
(Schwab, 1974). In the Hitst-Peters formulation it becomes com-
prehension of those ‘‘distinct, 'public modes of experience and
knowledge which man has achncvcd (p- 178)."" Clearly, then, the cur-
riculum becomes content specific. As Hirst and Peters argue,“
within the domain of objective cxpcricncc and knowledge, there are
suth radical differences of kind that experience and knowledge of one
form is ncxther equatable with, nor reduciblt to, that of any other

11
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form”’ (p. 182). Indeed, Hirst and Peters identify precisely seven such
““areas’’ of experience and knowledge. j
Embedded in this conception of curriculum 15 that of teacl};r as
scholar. Surely no one can elucidate the structure and syntax of
£, . L .
disaipline unltﬁs‘ﬂzﬁ)e is thoroughly conversant with it Teaching takes

an active, centia] role in the instructional process, and teaching 5

a process of focusing un points of contact and connection among things and ideas,
of dlanfying the effect of each thing on the others, of conveying the way 1n which each
connection modifies participants in the connection — n brief, the task of portraying
phenomena and ideas not as things in themselves but as fulfillments of a pattern
(Schwab, 1974, p 169) ’

In brief, the most common 1mage of the teacher conveyed 1s that of
the stimulating lecturer. ’

Even 1n our foreshortened analysis, one problematic area remains
with respect to academic rationalism. The issue at hand is the identifica-
tion of the client. To be sure, Hirst and Peters talk 1n terms of “‘the
pupl” and the necessity to ‘‘educate a person.” Yet reading the
academic rationahsts suggests more of a concern with preserving and
extending the best of human thought tifan with the individual’s intellec-
tual autonomy or individual self-actualization. “‘Cultural transmis-
sion”" (**Great Books'') seems to be the metaphor 1n use Hence in our -
schema we have identified civihization itself as the chent .

This, then, 1s a thumbnail description of five conflicting concep- .
tions of curriculum They move on a continuum of alike to different in a
variety of ways. They are alike insofar as all are internally consistent
They are substantively different insofar as they are derived from imtial-
ly chsparate pmluspphical stances. Stated another way, each conception
"1s energized by a ““This I Beheve™' statement’about the purpose of
schooling, but the **This I Believe’s"" differ, Theyare partially alike (or *
different) 1n their position on content, chent, and ascription of teacher
role Clearly, McNeil's (1977) assertion relative to the diversity of cur-
riculum paradigms 1s supported ) B .

2. Supervision

McNeil's observations relative to the ‘‘expefted and unan-
tiapated”” status of the field of curriculum are equally apphcable to the
field of supervision. Again one finds substantial lack of agreement,
complexity, fluidity, ane™diverse and competing paradigms Part H of
this Yearbook suggests the extent of that phenomenon. Equally, as in
the curniculum field, claims of comparative superiority abound, yet in
the absence of empirical support such claims are more a function of
private than public knowledge.

Our approach in this section is similar to that of the last We briefly
present a comparative analysis of four major conceptions of supervi-
sion. Administrative, , Instructional Processes, Counseling, and
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Performance-Based. Clearly, the nlimber of extant conceptions is con-
siderably larger, for instance, those anchoredeconceptually in value
development (Zahorik, 1977), in interpersonal relations (Blumberg,

1968), in corhmunity relations (DeWitt, 1977), and so forth. F?u‘rthcr,‘
"variation be found within class (conception). We indicate the ex-
tent of such vanation by detailing three instructional processes concep-
tions — Clinical, Technological, and Artistic. Further elaborations are
agpossible, for example, the clipical perspectives advanced by Cogan
(1973), Goldhammer (1969), Mosher and Purpel (1972), and Acheson .
and Gall (1980) are not identical in all respectsFinally, we note that
our analyucal descriptors are both limited and isr%me sense arbitrary N\

Our analysis of selected supervisory conceptions is présented in Figure
\ -

Admmistrative models of supervision are penasi\«'ﬁe. In no small part
this can be accounted for by the fact that by law, traditibn, dr default
principals assume the major responsibilities for supervision. More im-
portant for present purposes, however, is the fact that most principals
tend to btumanagerially oriented. As has been pointed out elsewhere
(Pohland and Higbie, 1978), that orientation has a long and consistent
history. Further, as it has been promulgated in graduate programs in.
administration, managerial orientations tend' to place high value on
such organizational 1mperatives as rational planning, order, conformi-
ty, coordination, maintaining organizational equilibrium, and the like
The ificreasing size and complexity of schools exacerbate this condition
This combination of factors, we argue, leads to a press for efficiency and
we have so indicated in Figure 2. N

The'evidence of this onentation is equally pervasive though not
well documented. We note, however, some common indicants of
managerial orientations to supervision. (1) the location of supervisors in
admunistrative offices, whether at the central office or the school site, (2)
the tendency of supervisors vis a vis curriculum to press for districtwide :
plans, adoptions, and so on, (3) the linking of teacher evaluation with
personnel decision making, and (4) the tendency to equate instructional
supervision with student assessment. With respect o the latter, a
.managenal orientation would call for routinely and easily admimistered
standardized tests for selected classes, grades, or schools that would
“profile’" the district .This is precisely what occurs in most school
districts. . -
Clearly, manageridl Jperspectives c’;;"'bc manifested in widely
divergent ways, spanning the entire spectrum from Theory X to
Theory Y (McGregor, 1960), from task-focused to people-focused, ,
from behavior anchured in an optimistic view of people to that anchored
n a pessimistic view.? But however manifested, administtators are,’

s

* For a managenal perspoctive on the Theory X end of the continuum. sec ] Shuttlesworth
and N Fvans, *Why a Principal Must Be a Supeyvisor,’ School Management 18, 5 (May 1974) -

=
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organizationally speaking, superordinates, and that shapes their beliefs

and behaviors, similarly, teachers are subordinates and that shapes.

their beliefs and behaviors. The resultant tensions have been well
documented{Corwin, 1965). . -
Mediating the tensions, however, between teachers as practicing
professionals and administrators as sypervisors are several factors. We
note them only briefly since a full explication would carry us too far
afield. First, though certainly not a new idea, teaching as a “‘lonely pro-
fession,’’ that is, with limited opportunity to interact with other adults,
provides a context where professional interaction may be welcamed
. whatever the source. Second, #fe teacher’s long socialization into the
profession tends to make administrative supervision normatively accep-

table. Third, increasing standardization and consensus decision mak-

ing, for example with respect to curriculum determipation, serve to

minimize, the potential for conflict. In brief, one might argue that ad-

ministrative supervision is perceived as latently functional for super-

visors and teachers alike. .

= Chnical supervision, as befits 1ts recent prominence, 1s treated at

length 1n Chapter 3 of this Yearbook. Hence the discussion#ere is
Alimited and is included primarily to demonstrate its relationship with
and to other supervisory conceptions. ' oy ’

In Figure 2 we suggest that clinical supervision’s bdsic orientation
1s toward empiricism. This appears to be consistent with Mosher and
Purpel’s (1972) stance that é‘teaching, as an intellectual and social Act,
is subject to intellectual analysis’’ (p.79), the conception of superyisors
and teachers as ‘‘hypothesis. makers’’ (p. 82), the accent on inquiry into
causal relationships, and the ‘‘idiosyncratic analysis of behavioral data’’
(Goldhammer, 1969, p. 54)."“‘Search,’” ‘‘analysis,”” and ‘‘undesstan-

ding’’ tend to be central constructs.” The high emphasis on intellectual .

activity leads Gs 'to identify its goals as tealher mastery. through
knowledge acquisition. Its intellectual base is similarly identified as
“‘pedagogy’’ — an unfelicitous term but one intended to capture.what
is known about teaching, learning, and curriculum. The central, active,
and “‘dlinical’’ role of the supervisor in this process suggests identifying
the supervisor as analyst. The consequent relationship between super-
vigor and teacher is one of teacher and learner with, however, str&lg ef-
forts toward collegiality through collaborative planging, problem solv-
ing, and the like. . s

, A second variant of instruggional processes conceptions of supervi-
sion is what we have Jabeled technological.® Unlike clinical models which
emphasize improvement of instruction through the acquisition of a
broad knowledge base, technological models seek improvement threagh
the acquisition of discrete skills. In large part this difference in orienta-

¥ ‘ 2.

% Qur label 1s denived trom B F Skinner's The Technology of Teaching (New York Appleton-

Century-Croft, 1968) A
. ~

' . - .
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' '
tion springs from divergent assumptions relative to knowledge. For the
clinicians, the current knowledge base is inadequate to the task, hence
the hypothesis testing. Technologists take the opposite stance, that is
that both the knowledge base applicable to teaching and the
technologies derived therefrom are sufficient. Consequently, improve-
ment of instruction is predicated on teacher mastery of that technology
or what is referred to in Figure 2 as efficiency.

Our analysis turther indicates that technological approaches are
derived from behavioral psychology. From this perspective, teaching is
learned and patterned behavior and consequently subjett to modifica-
tion or change. The supervisor is therefore correctly perceived as the
agént of change and the teacher\(or more precisely, specific teacher
behaviors) as the object of change. Operatonally this requires the
supervisor to engage those technologies that will most efficently modify
teacher behavior, that is, improve instruction.

The evidence of this mode of thought is easily found
Microteaching as a technology (Koran, 1969) is widely used as'a super-
visory strategy in enhancing a wide \anety of teaching skills Holistical-
ly, carefully designed and sequenced micro-teaching experiences can
constitute the major portion of a ‘‘competency-based’’ teacher educa-
tion or certification program One might further point to the legions of
teachers who have been taught to control their verbal behavior through
such mediums as Flanders Interaction Analysis Simuilar strategies have
been developed for improving questioning skills (Sanders, 1966) or con-
structing behavioral objectives (Mager, 1962) In brief, what we have
called technological approaches to the improvement of instruction are
widely used in the supervisory process.

A third sub-category of instructional processes conceptions of
supervision has been labeled artistic Such conceptions are almost
uniquely the contribution of Elliot Eisner to the field of supervision and
are discussed at length by him in Chapter 4 of this Yearbook Hence
our presentation 1s brief and, like our discussion of clinical models, 1s in-
cluded only to show its relation to other conceptions.

Like other instructional processes conceptions of supervision, ar-
tistic conceptions focus on in-class teacher activity and depend heavily
on detailed observational data. However, the approach fo the act of
teaching and data utilization 1s quite different. Teaching tends to be
perceived as a creative performance (the analogue with the performing
arts 15.deliberate ) and the guiding rubrics for the supervisor are drawn
from aesthetics rather than pedagogy or behaviorism. This orientation,
leads the supervisor to 4dopt the stance of the connoisseur privately
(**appreciation’") and the staneedf the critic (as in art critic) publicly In
the public world, cnitiasm 1mp11es the act of disclosure, of heightenmg
awareness of the intrinsic and extrinsic beauty of a creative act. *“Thick
description,”’ mterpretauon, and idlumination become both the goals
and the medium of expression.

154 "
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The rationale for counseling conceptions of supervision is articulated

_ by Mosher and Purpel (1972). ** . what the teacher is personally af-
fects what he does and avhat pupils'do-(i.e., learn)’” (p. 114). Focusing
on ‘‘what thé teacher 1s personally’’ clearly differéntiates the thrust ¢f
counselifg coriceptions from administrative and instructional processes
conceptions. The latter two focus either on who the teacher 15 (subor-
dinate, role incumbent, low level line officér, and so on, from an ad-
munistrative perspective). or on what the teacher does (‘‘behaves,”
assigns, lectures, questions, and so on, from an instructional processes
perspective ) Further, “what the teacher is ‘personally’™ suggests a
defimtion of teaching as the enactment of 2 personal role definition

rather than enactment of a set of role expectations, patterned behaviors, .
or “‘performance.”’ Finally, jt indicates grounding in a human growth
and. development metaphor rather than in acquisition or construction .

(Skinner, 1968).

: It should be fairly obvious that the number of possible vanations

B-~  on this theme 1s quite considerable, ranging from gross “human rela-
tions’’ models to sophisticated approaches drawn from such diverse
theoretical formulations as Freudian psychology, .ego-counseling,
motigation psychology, and non-directive counseling Underlying all
such perspectives 1s the goal of assisting individuals in **becoming what
they might be,”’ and what, after Maslow, we have termed self-
actualization. . ~

Under this conception of supenvision, rqleAnd relationships are
farly straight-forward. The supervisor plays out the role of counselor
and the teacher the role of counselee More generally, this orientation

" provides the prime set of conditiohs for the *‘client relationship™ that is
frequently advocated in the supervisory literature However, 1n the
judgment of the authors, counsehing models are potentially fraught with
more danger than those sketched thus far The dangers/difficulties are  +
several-fold. First, counseling models tread in the most sensitive do-
mains Second, the establishment of the inumate bond between super-
vRor and teacher required 1n” counschng models is no simple task
Third, few supervisors whom we know possess adequate counseling
skills, much less sophisticAted psychoanalytic skills. Fourth, teachers
might well view this approach with suspicion, fe¢ling they are being
manipulated by supervisors For all these reasons, Mosher and Purpel’s
(1972) adwvice that supetvisors with “a counseling orientation limit
thernselves to the sexondary ego processes of planning, logical thinking,
and problem solving appears*to be well-founded. .

Qur final class of supervisory conceptions, performance-based, is fun-
damentally different from the others in that the focus of attention is less
on teachers than on students. Stated another way, pupil learning out-
comes (‘‘terminal pupil behavior’’) rather than on-going, in-class
teacher activity (or being) is the principal supervisory concern, In brief,
this 1s what we mean to suggest by a criterion of “‘effectiveness ”’
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The roots of this tonception are long indeed They are easily
traceable to the spelling bees and other forms of public examinations of
colonial days. In this century they become formalized in the early work
of Bobbitt (1918) and others in developing curriculum objectives, were
institutionalized and legitimated by Ralph Tyler (1930, the ““Tyler Ra-
tionale’’), and more recently have been popularized by Mager (1962).
Popham (1969), and others. Further, such a conception 1s immedaately
and socially responsive to demands for accountability and the concern
over Why Johnny Can't Read (or write, or compute, or think logically,
ad nauseum).

Analytically, we have anchored this orientation to supervision in .
curriculum theory We have done so with some trepidation given our
previous discussion of competing conceptions of curriculum Qur in-
tent, however, 1s to draw attention to the concern for the detailed ~
speclﬁcatTon and prdering of objectives (learning outcomes), the craft-
ing of instructi units geared to the accomplishment of the same, and
the development of instruments to measure pupil achievement. Given
this orientation, the supervisor enacts an essentially technological role
in the formulatiod of objectives, designing a program of learning ex-
periences specfic to those objectives, monitoring the processes, and ,

- assessing the outcomes It 1s this latter activity that persuades us tow
describe the supervisor-teacher relationship non-pejorativelv in terms of
evaluator- eyaluatee

Performance-based models of supervision current]» cnjuy broad-
based appeal, especially among hard-pressed admunistrators  Further,
designing an objectives-based program can be a rewarding and cffective
inservice activity for those teachers serving on curniculunr committees
Such advantages, however, must be balanced against potential disad-
vantages For example, difficulies may be encountered in transferring

. the experiences and learnings of teachers engaged in program develop-
ment to those not included Further. the approach 1s time-consuming
and expensive Because of thys, individual schouls or smalldistricts can
rarely adopt this approach Even larger units are scldom able to design
the total package of objectives, instructional units, and assessment
devices. As a result supervisors may find themselves spending their ume
and energies designing alternative strategies to help teachers cope or
bridging the gap between intentions and dev eloped components Clear-
ly, such a condition provides high stress for teachers and supervisors
alike. ’

In sum, we have presented bncﬂv four majur conceptions of super-
vision. Astwnistrative, Instructional Processes, Counseling, and
Performance-Based. Further, we suggested the variation within classes
by idenufying three sub-classes of instructional processes conceptions.

. chinwcal, technological, and artstic. We noted that, similar to cur-

riculum conceptions, all were driven by a basic orientation to the task
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that ordered its goals, roles, activities, and relationships Finally, all
perspectives are ortented toward a basic goal of improving instruction
In that sense all supenvisory roads lead to Rome None are without their
pitfalls and potholes, but some focus more directly,on instruction (for
example, climcal) than others (for example, administrative)

3. Curriculum and Supervision: Impact and Interaction
4

“‘Perspective,”’ write Katz and Kahn (1966, p 171), ‘‘is
~everything "' That terse but insightful observation by two eminent
social psychologists suggests a way of determining the implct of the in-
teraction between curriculum and supervision In this final section we
shall identify and discuss three quite different perspectives an historical
perspective, a perspective from the viewpoint of the teacher, and a
R perspective drawn from research that we have labeled “planF(;d-\
' variation.”’

McNeil's (1977) obseryation that there 1s no ‘‘rigorous historical
analysis of curriculum and its shaping” (p 646 i1s quite accurate
Nonetheless, the broad outlines of large scale curriculum, movements
can be plotted over ime Granting certain liberties, and reversing the
order of Soaal Reconstruction-Relevance and Academic Rationalism
conceptions df currculum, Figure  prov ides a crude 20th<entury cur-
riculum time-line A reading of Figure 1 from this perspective might go
something like this

Very early 20th century curriculum thinking was dominated by a
liberal arts orientation The curriculum was “*classical”” (notably but
not exclusnely at the university level) in the sense of ascribing primacy
to history, philosophy, mathematics, language, Iiterature. and the like
The goal of such an education was not totally dissimilar from that which
we described earlier relative to a cognitive processes orientation to cur-
nculum, that 1s, equipping an individual with a set of generahzed in-
tellectual skills sufficient to cope autonpmously with the world

The liberal arts (cogmitive processes) orientation crumbled under
the press of the Industrial Revolutipn and in the main gave way to
technology Callahan's (1962) Education and the Cult of Efficiency 1s the
«lassic documentation of that shift in perspective Technology tn turn
gave way to Human Relatons (*‘self-actualization '), largely as a func-
tion of the Great Depression and its assoaiated social phenomena
However, World War II and the launching of Sputnik 1n {957 altered
the national pefspective **Academic nigor’’ (Academic Rationalism in
Figure 1) became the slogan of the 50s and spawned “*new math,”” Pro-
ject Physics, NDEA, and the like The Vietnam War and the endemic
social upheaval of the 60s diverted attention quickly from Academic
Rationalism to Social Reconstruction-Relevance Sit-ins, alternative
schools, ethnic studies programs, open education, and the like were all

manifestations of this pheriomenon But {ike other movements, the cur-
{
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riculum upheavals of the 60s passed How historians of the future will
dlassify the 70s 1s indeterminate, but 1t is not unthinkable that given a
currently depressed economy and a demand for accountability that they
may well classify 1t as the re-emergence of an efficiency cult ,

From such an historical perspective curriculum clearly affected
supervision The hiberal arts orientation required a ‘‘*head teacher’” who
could serve beth as a role model of the educated person and who could
engage explicitly in teacher training of a like kind. The Age of Efficien-
cv brought forth both the “‘empirical’” and '‘technological’” orienta-
tions to instructional processes orientations to supervision as we have
described them earlier Similarly, the Human Relations mosvement
provided the impetus for conceptualizing supenvision as counseling,
and the turn to academic ngor called for exquisitely trained subject
matter specialists in the supensory role Finally, who would deny that
such phenomena as open and /or alternauve schools with their new pat-
terns of groupings, unique clientele, experience-oriented curricula, and
frequently dispersed students and faculty did not require new and dif-
ferent modes of supervisory thought and action® Clearly, then, from an
historical perspective curriculum has had a substantive ympact on
supervision .

A radically different perspective on the impact of curriculum on
appesvision 1s from the viewpoint of the teacher, This ““vies from
below ' varies along a host of dimensions [t tends to'be highly pefsonal,
situationally specific, essentially holisuc (particularly in the sense that
teachers tend not to differentiate between curriculum and supervision),
and more affective than analytical Moreover, from this perspective the
direction of impact appears to be reversed, that 1s, supervision (largely
drawn from administrative perspectives) tends to impact on cur-
riculum—if there 1s any impact at all The latter point is not insignifi-
cant As Cuban (1968) noted a decade ago, most teachers find instruc-
tional supervision '‘irrelevant,” and more recently Blumberg (1974)
has observed that suggesting to teachers that supervision should play a
significant role in their professional lives 1s most likely to ehiat smiles
and smckers .

. Some support for the negligibility of impact/irrelevance thesis has
been obtained from studies done at the University of New Mexico
Over the past several years, students in a graduate course in supervision
have been asked to write a brief account of an experience with a super-
visor The vast majority of accounts have been of the following order

¢
Thirty years ago | began my career as a teacher in a small town near the Mexican
border At that ume one could bring a gallon of liquor across the border at a
bargan price, espeually rum  Each month my supervisor and someumics several
others felt the need to pay me a visit, usually. bringing matenials a beginming teacher
would need, but httle ume was spent with me in a dassroum situation Therc had to be
ume 1o cross the border and pick up their quota and mine Su much for supervision
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Such sentiments suggest rather forcibly that teachers perceive the .

locus of responsibility for instructional impré¥ement and day to day
_decision making relative to the curriculum as lying within themselves
Further, such sentiments establish and reinforce norms of individualism
and collegial sharing of technical knowledge (Lortie, 1975) ‘‘Self-
supervision’’ and '‘peer supervision'' become the standard modes of
operation. ‘ ’

While the historical-and teacher perspectives are substantially dif-
ferent, they are, however, similar in one important respect. Briefly, in-
sofar as can be determined, curriculum and supervision appgar to be in-
dependent enuties, ‘‘loosely coupled’” at best. Obviously,£he condition

“suggests an alternative, a “‘plannéd variation’’ to use anbther in-vogue
term, 1n which the articulation between a particular conception of cur-
nculum and a particular conception of supervision is consciously and
deliberately planned. We present an example of this as our third
perspectjve. )

In a series of report’ and papers, Niedermeyer and his colleagues
at the Southwest Regional Laboratory describe the development of an
articulated prototype curriculum-supervisory system (Niedermeyer,
1970, 1972, 1977, Sullivan and Niedermeyer, 1973). The curriculum
component was essentially technologically oriented (see Figure 1), that
15, 1t focused on the development and production of *‘exportable’ in-
structional units Further, th¢ curriculum was “outcomés-t;%ed”
{constructed around.a hmited set of pre-specified behavioral pbjettives)
For example, the SWRL Beginning (Kindergarten) Reading Program
had as intended pupil outcomes . d

' (1) reading 100 words by sight. (2) saying the sound of eleven imitial consonants and
digraphs and twélve vowel-consonant ending phonograms, (3 sounding out .and
reading new words composed of word elements learned in the second outcome, and (4)
reading each letter by{xts name in either upper or lower case form (Niedermeyer,
1977, p 36) ‘

Subsequently, instructional materials based on these objectives were

.designed and produced.

In order to most effectively implement the curriculum, a parallel
outcomes-based supervisory system was developed (see Figure 2,
Performance-Based). The two major elements of that system were (1)
“‘instructional information’’ procedures designed to be of assistance to
teachers in the” development of performance standards, and (2)
“instructional improvement’’ procedures designed to be of assistance in
the analysis and remediation of observed pupil deficiencies. Both com-

_ponents relied heatily on the production and utilization of technological
resources like ﬁlmstribs, cassettes, traiming manuals, and measur-
ing/charting/reporting. instruments. - ) -

" The curnculum-supervisory system just described was adopted by
24 schools. The results as reported by Niedermeyer (1977) are quite

.
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dramatic. In the schools when the system was fully implemented (21 out
of 24 schools), students clearly out-performed control group peers on
such measures as end-of-year reading tests and number of instructional
units completed Equally important for present purposes, students in
the fully implemented system out-performed their peers in those schools
where for whatever reason the supervisory component was under-
utilized or broke down } ‘

It 1s quite true that the supervisory requirements in the system just
described were fairly modest, dinical conceptions are far more demand-
ipg It might also be argued that a kindergarten reading curriculum
with limited, pre-specified. and easily measurable objectives is quite
simplistic in 1tself and hence makes few supervisory demands Further,
it might be argued that experimental conditions are a distortion of reali-
ty Howevervalid such arguments might be. the SWRL plann=d vana-
tion clearly demonstrates (1) that close rather than loose couphing be-
tween compatible conceptions of curriculum and supervision is possi-
ble, (2) that curriculum can indeed impact on supervision through
energizing a particular set of supervisory processes, and (3) that a plan-
ned. articulated curniculum-supervisory system can enhance student
achievement From some perspectives, that, after all. 15 what schooling

is all about '

Summary and Concluding Observations

In a provisional way. this chapter explored the \mpact of cur-
riculum on supervision Mindful of Isaiah Berlin's (1969) obsefvation
that *"The first step to understanding of men 1s the bringing to con-
sciousness the model or models that dominate their thought and ac-
tion [and] to analyse the model itself (p 19)."" we began n
Part 1| by delineating five models (‘'concepuions’) of cur-
riculum—Cognitive Processes. Technology, Self-Actualization, Soaal
Reconstruetion-Relevance, and Academic Rationalism along with their
respective descriptors (Figu® 1) In Part 2 we did the same for supervi-
sion, idenufving and describing four major dasses—Administrative,

_Instructuonal Processes, Counseling, and Performance-Based Within

the Instructional Processes class, threg discrete perspectives were chosen
for analysis. Clinical, Technological, and Artistic In Parts3.we in-
quired more cosely into the relationship between curriculum and
supervision Consistent with Parts 1 and 2. such relationships were

. viewed from three pcrspecmcs——hxstoncal teacher, and deliberate 1n-
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tent ("'planned variaion™) What general observations can be made?
Observation 1 Our reading in the fields of curriculum and supervi-
sion suggests that each has developed largely independently of the
other However productive this strategy may have been for the matur-
ing of the separate disaiplines, 1t has been equally imiting in its joint

impact on the teacher’s world The history of innovation in schools, for
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" . ”
example, the ‘‘new math’* gxperience, would surely suggest a greater
need for articulation.

Observation 2. The interactive impact of curriculum and supervision
is a function of the degree to which one or the other or both 1s ‘‘open’’
or “closed > By “‘open’ or “'closed’” we mean the extent to which one
is amenable to influence by the other. Programmed learning curricula,
for example, are on the closed end of the continuum Supervisors func-
tioning within such contexts may need to be content with seeking to in-

. fluence the/external aspects of teacher/learner interactions. Similarly,

. closed supfrvisory models, for example, personnel evaluation, are
unlikely to'influence curriculum in a significant way

Observation 3 The interactive impact of curriculum and supervisio
is likely to be increased if both are approached from compatible perspebs
tives. We are not prepared to argue at thistume that the extent of com- \
patibility must constityte a “‘planned vanation.”’ Intuitively, however ~_
disjunctures 1n perspective are unlikely to create a chmate conducive to
productive teacher/supervisor interaction

Observation ¢ The interactive impact of curriculum and supervision

1s equally a function of a set’of organizational factors (March, 1966) I

While this 15 not the time or place to delve into the organizational On-

text of curriculum and supervision, it is clear that the structural

» charactenistics of schools exert major influences on curriculum and
supervision “'Open’’ curricula, for example, have difficults survivirg
n ‘‘closed’’ organizational $tructures. Similarly, organizational role
definitions that imply that teachers “‘do’’ curriculum while supervision
15 somethmg ‘done to"’ them are unlikely to faciitate the development i
of organmic’’ teacher/supervisor relationships In sum, concern for the
educative process requires simultaneous attention to a wider set of
phenomena than taken into account heretofore
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Chapter 11.

Impact of the Schools’
" Bureaucratic Structure on-
Supervision

Gerald R. Firth and Keith P. Eiken

DESPITE THE ADMONITION THAT FORM SHOULD FOLLOW FUNCTION, SURer-
vision often conforms to the organizational context in which it opeTates.
The impact of the bureaucratic structure of the school district on the
supervision of instruction is direct, strong, and, in many instances, im-
mediate. Often such influences are obvious and formal. Even in more
subtle and informal ways, however, the effects of the organization bend
the official supervisory system out of shape in actual operation.

In a school or district, the choice of organizatiohal structure pro-
vides the linkage between the views regarding administration and the
expectations for supervison. If changes are sought in supenvisory prac-
tice, the values and assumptions implicit in the organizational structure
of schools must first be affered.

It is unnecessary and perhaps impossible to catalog the various
configurations by which supervisory services are delivered throughout
the nation| Seven of the more common bureaucratic models for supervi-

_sion of ingtruction will be briefly examined. staff consultant, line au-
thority, myltiple central office support, decentralized area support, per-
formance assessment, local school support, and intermediate service
agency support. ’

The advantages and disadvantages of each of these structures for
supervisory services are dcscribed in reference to leadership, téchnical
skills, communication, decision making, morale functions, curriculum
responsibilities, and organizational roles.

A, Staff Consultant Roles

The most common type of supervisory role is that of a chief in-

structional leader in the office of the superintendent. The individual .

functioning in such a position may have a number of titles, including
curriculum coordinator or instructional supervisor. Although usually

Gerald R Furth 1s Professor and Chairperson, Department ‘af Curriculum and
Superuision, Unwersity of Georgia, Athens. Keith P. Eiken is Coordinator of the
Advance Program for Instruction, Jefferson County Public Schools, Louisville,
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considered a staff position that carries no authority, incumbents fre-
quently accrue power because the actions they recommend are sup-
ported by superordinates and/or umhallengcd“by subordinates. Repeti-
tion of this process establishes decision making authority that is not
reflected by an organizational chart

In larger school districts, the efforts of this generalist are sup-
plemented or supplanted by subject speaalists, such as in mathematics,
rcading, or media, who operate on a K-12 basis. In some situations, the
responsibilities are divided among grade levels with respective super-
visors for the clementary, middle and/or junior high, and high schools.
Subject specialists emphasize the vertical relationship of particular pro-
grams and seck articulation from one grade or school leveltto another.
School level specialists emphasize the horizontal relationships of various
programs and seek coordination at the same gradc level within and
among schools

Supenvision of instruction through a staff consultant structure is
based on the assumption that an effective vrganization distinguishes
and separates those who advise and counsel from those with powerwho
direct .

The success of supervisory leadership in this structure is a function
of the value placed on instructional improvement by the administra-
tion If the superintendent and the prinapals are committed % manage-
ment and maintenanee, the influence of the supervisor 1s diminished
However, the staff consultant has the opportumty to shape the priorities
of the organization and to enhance the importance of instructional im-
provement by determining the allocation of resources.

As a staff consultant, the supervisor relics on a combination of hu-
man, managerial, and technical skills to influence both faculty and ad-
ministration  Although all such skills are important, it 1s the techmical
competencies requested by teachers directly or indirectly through prin-
apals that gain intial entry for the supenvisor to dassroom or office and
sustain his or her presence theres The supervisur is expected to possess
teaching expenience, to model appropriate bechavior, and to provide
necessary assistance ’

In communicating ideas, requests, and responses as consultant to
buth teachers and prinaipals, the supenvisor becomes an information
broker Linkages are established within and among schools and the cen-
trahity of the supervisor enables him or her to become an information
gatckeeper. In addition to such internal activities, the supervisor often
rpust communicate trends or interpret data from external sources to
faculty and administration However, access to official communication
channels 18 available only through thc organizational structure. If such
cummumc};lun 15 ngidly monitored (for example, three Slg%ﬂurcs re-

quired for cach memorandum), the process slows onsiderably undef§
the burden of administrative control.
163 - . :
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For sipervisors serving as staff consultants, “decision making is
restricted to creating awareness, persuading, and advising. Effective
superstrs in such roles must be highly informed about programs and
instruction in the schools. The mformation they provide can influence
the quality of administrative decisions by mimimizing precipitous or un-
warranted solutions proposed in the name of expediency. However, the
supervisor must offer alternatives knowing that the administrator may
come to a decision by using otheplegifimate criteria.

Those in staff consultant roles can enhance morale of teachers by
becomning a professional ally who is not required to make decisions re-
garding their future However, this situation may deteriorate and result

in frustration when supervisors sympathetic to the, teachers’ cause are '
impotent to alter the conditions necessary for improvement The super-

visor likewise 1s frustrated when he/she 15’ unab]e to provide the cir-
cumstances teachers need for success. - i .
vl Y

Legislative mandates and_public outcriey for ihproved student
learning have forced supervisors to become more Ygrolved in curricu-
lum planning, implementation, and evaluation However, commitment
of the supervisor’s ime and energy to areas in which they are not well
prepared limits opportunities for staff consultants to respond to teachers
and principals when problems of mstrumonal Jmprovement and staff
development emerge.

The effectiveness of the supervisor as a staff consultant depends on
the functions assigned to the position in the total bureaucratic structure
of the school district. If program design and program implementation
are conceived as ngidly separate responsibilities within the organiza-
tion, the influenggpf the staff consultant role is limited. The potential of
the role for affecting change 13 related to control of resources directly by

_the supervisor or indirectly through influence on the principals There-
fore, the nature of the informal relationships between the supervisor

and the prinaipals is of prime importance i

B. Line Authority’ Roles

' The vesuing of responsibility for supervision in an administrative
position with the title of assistant or associate supenintendent for in-
struction is typreal. In many school districts, principals are responsible
to this indridual, at least for curnicular and instructibnal matters.
However, complications often arise when the prinapals are also respon-
sible for all duties except instruction to an assistant, associate, or even a
deputy superintendent for administration

Some school districts distribute supervisory responsibilities among’

directors of elementary and-secondary education while other districts
have the similar position of director of jumor high/middie schools. This
pattern has the adv/antagc of coordinating all programs within the re-

S &
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spective school levels at the expense O T articulation between school

@ levels. - = . .

Supervision of instruction through a line authortt/}tructure is

based on the assumption that an effective organizatig combines
authority and responsibility for varnious uperations in the same position
.- The concentration of leadership 1n line positions is.often a mixed
blessing. While this structure enables the individual respon51ble for in-
-structional supervision to act 1n a number of related areas, it represents
a superior- su@rdmate relationship many believe intetferes with effec-
tive supervisory practice. It also forces supervision to compete with var-

s managerial tasks and other concerns for the time, energy, and at-
tention of the line administrator at the district or school level.

As a qualification for appointment to a'line position, supervisory
skills are often given low priority. Consequently, technical skills essen-
tial for improvement of instruction often must be developed 6n the job
| - Itis human nature to emphasize the managerial skills called on by other -~

responsnblhtles while tendmg to avoid sitpations that require ‘the
technical skills of supervision. .

Communication is clear and direct.but is often authoritative rather

han consultatxvc_.,BecfEtuse the supervisor 1s a line officer, message$

%rom him or her are assumed to be directives. More important, infor-

| matign ‘considered potentially detrimgptal to teachers, but that a super-

’ visor would need in order to assist teaghers with their problcms, might

~

°

O ¢

not be transmitted to the supervisor in a line authority position in fear
that the supervisor would use it against teachers in his or her dual role
as administrator. A ‘
Difficulty frequently arises in maintaining both perspective and
' balance 1n decision making for, the supervisor in a position of line au-
thority. Matters of program and personnel, generally considered to be
the prerogative of this role, must compete with matters of finance,
facilites, and student services. Conforming to existing administrative
~  pohcies or organizational procedures may take precedence over improv-
Ing 1nstruction. Therefore, supervisory responsibilities assigned to a
line authority position may be.compromised by management deeisions .
" made by the same individual -
Although teachers may view the individual occupying a line ag-,
thority role as able to resolve their problems, mqrale may be influenced
negatively if he or she 1s considered unwilling or reluctant to do so The-
absence of a separate position devoted fully to supervision limits the
’ amount of specialized assistance teachers can hape to receive in improv-
ing instruction-and restricts the willingness of teachers to,identify prob-
lem situations that may expose their real or perceived weaknesses.
Curriculum responsibilities’ cah_be readily assigned to an in-
dividual 1n a lire authority role. Carrying out such responsibilities,
however illustrates a sigmficant disparity \g)etwecn authority and abili-

'EI{IC . ] 165 = - .
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- ty. The requirements stated in joB) descnptnons for such positjons often

demand even less preparation and/of experience in the area of cur-

s+ riculum than in the area of supervision Line authonity positigns are

usually filled on the basis of qualifications in admimistration and man-
agwment, rather than either curriculum or supervision. -

The allegiance of the individual in a hine authority role to the or-
gamzation that created his/her position hmits the probability and per-
haps thc possibility for cxtens:xe changc in the current strucfure How-
. everitis llkxl%that the supervisor in a hine authority role will ultimately
: recogniz importance of and significant relationships among cur-

riculum, instruction. and administration He/she can then use line

" authority to remove barriers within the present structure or mo?hf\,' the
orgamzauon to aCcommodatc program inhovati
T

’c‘:. Multiple Central Office Units N

Angther common pattern of supervision consists of muluplc asy
signments at the central office level. In some districts, the size, complex-
ity, or fundmg of certain programs, particularly for vocational .educa- ’
tich, special education, and career education, prompt the appointment
of supervisors to serve cach area’ Such arrangements are sometimes
established to foster collabotation among teachers scattered throughout
several schools and cngaged in the implementation of the same in-
novative pl‘O_]CL[ or practice; for example, teachers involved in a par-
ticular approach to reading Dissatuisfaction with the traditional struc-
ture for providing supervisory services has led some districts to create
§ ¢ anglternatve and competing structure to meet new and special ncffd
The gamble here 1s that the new organization will circumvent, outlast,
and- u«lumatcly replace the original organization.
Superyision of nstruction through a multiple central support - -
structuré us based on the assuinption that an effective orgamization fully
& utilizes specialization.
The uneven and broad distribution of supervisofyy leadership to in-
dividuals 1n specific content areas uften promotes the formation of coali-
tions. Supervisors rcpresenting related programs (art and music, for in--
stance), frequently join forces—at least informally —to obtain a greater
share of resources than thosé 1Tl other coalitions, such as industnial arts,
homc@conomncs and vocational éducation. Striving to preserve paro-
chial interests then frequently becomes more of a ¢siving force than
does the effort to achieve organizational goals. ’ »
Supcrvxsors serving each umit haye highly speciahized technical
}  skills that they apply to their partncular fields. However, their very
. ecialized vocabulancs and approaches interfere with cross-fertihza- = .
%ﬂ among programs or the use of supervxsory personnel in other por- ot
tlons of the program. As a result, although some general supcrnsory
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skills may be refined and strengthened through’continued use, others
needed to support organizational goals may decline due to inactivity.
Communication 1s far,more likely between individaals in a particu-
lar field because of their common vocabulary and interests Members of
a unit seek mutual assistance through communication with peers. As
the mterdepend!:nce of those within an area increases, however, there is

i
often a corresponding decrease in communication with rhembers of _

other units

Supervisors of multiple central office units often consider several
alternatives befdre making a decision Thelrjudgments about improve-
ments though tend to be unduly influenced by the éffects of the pro-
posed change on the area they represent as supersisor The determina-
tion to ‘‘guard the turf’ often fosters political negotiations rather than
educational leadership

Morale within each separate supervlsor s group may’ be high and
the cgmmuitment to teamwork strong However, members of one unit
“may {re‘come suspicious of another unit simply because no under-
standing develops between them Successes or gains by one group are
interpreted as failures or losses by another

Commitment t6 curriculum is restricted to those programs repre-

_sented by members of the unit Beliefs common to the group will be re-

inforced while those of other specializations will be ignored Such @nY
vicuons will be theld so strongly that conflict among units s likely to
result when a total curriculum 1s considered Any departmentalization
stresses articulation within the particular program while coordifation
with other programs is neglected

Multiple Cegitral office units within an organmization can bring
about duplication of effort, divided loya]ueS, role ambiguity. and ter-
ritorial disputes’ The mere existence of more than a single SUpErv1soryg
umt in the same school district threatens coordination, cooperation, and
communication Collaboration among such units is essential 1f superi-
son 15 to assist rather than disrupt instruction  Yet this is extremely dif-
ficult to obtain because specialists prefer to stress the distinguishing
charactenistics that support retention of their separate units

D. Decentralized Area Support Roles

Large school dlSlI‘l([g particularly in metropolitan centers, have
sought to decentralize 1n an effort to increase responsiveness to sub-
<ommunities Some members of the Zentral office staff may be assigned
to the offices of assistant supernintendents 1n their respective areas.
Those who remain 1n the gentral office may be viewed as senior special-
1zed resources to supplement, upon request, those ayailable in the arca
offices In other metropalitan districts seeking to decentralize, the func-
tions -of those 1n the central office may be redefithd to focus on plan-
ning, 1mplemenung, and/or evaluating for the district as a whole.

.
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The decentralized model may necessitate a diffusion of staff mem-
bers with technical skills and knowledge into regions where respon-
sibilities are more general in nature. Depending on the overall organi-
zational plan, the specialist-turned-generalist frequently becomes a
“*problem-solver’” with responsibility for arranging logistical support to
the local school, rather than providing specific technical assistance in
program developments

Supervision of instruction through a decentralized area support
structure i1s+based on the assumption that an effective organization as-
signs responsibility close to the operational level

The diffusion of leadership among tiie regions can foster a variety
of staff relationships, ranging from competitre to interdependent. De-
pending on € leadership style evident in each region, supervisory
tasks can be cQ-opted into purposeless directives, such as fund-raising
campaigns for ghe United Way, or result in the imaginative sharing of
speaialized knowledge, such as the application of mastery learnmg prin-
ciples across the curricilum

The atternpt to establish duplicate supervisory units in each decen-
tralized area results in spreading the pool of leadership personnel thinly
across a broad front, with 2 corresponding decrease in the number of
specialized resources available to any area. It is unlikely that veteran
supervisors, previously identified with narrow specialities, can com-
pletely alter their roles to become expert across-the-board planners and
that they can avoid the tendency to seek opportunities to apply skills
with which they have been successful irt the past

Advantages exist, however, in smaller administrative units Super-
visory personnel become better informed about the general school oper-
ation and more aware of local instructional problems And the sense of
1solation from the central school authority commonly felt among the
school staff lessens as communication increases If the supervisory roles
are not defined to prevent it, however, and if strong communication
links are not forged with the central authority, the area supervisory staff
may focus on operational tasks and ncglcct program development
priorities

Decision making can be enhanced in this decentralized model by-
«Providing a breader base of involvement for determining priorities and

deploying resources Sub-communitie’ can be involved in advisory ca-
pacmes related to current problems. [n reality, however, decigion mak-
mg may become narrower in focus if the immediate needs of the local
situation obscure the long-range goals of the school district or subvert
“the consistency of gcncral policies that provide integnty to the district as
a whole ,

The morale of supervisors is influenced by the functions required
of them uﬂdcr the decentralized model If resources are avdilable to ac-
complish r)éahsuc goals and if results can be achieved, then morale 15 in-
crcaset% Both pfogram planning and inservice training are major

-
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supervisory tasks in a decentralized district, these functions are neces-
sary for progress and contribute to morale Task commitment decreases
and morale 1s lowered, however, if supervisors simply faclitate ad-
ministrative changes

Decentralization is designed to increase respon51uncss to and in-
volvement in curriculum in each region Lacklng a districtwide plan,
each region may view curficulum differently, for example, which sub-
jects to be learned. objectives to be achieved, or minimum competencies
to be mastered If program development receives less attention than
program implementation in the overall structure, curriculum changes
become mere expedients to satisfy the demands of current policy mak-
ers and are subject to frequent change. Program development should
receive conscious attention to provide contdiuing direction

Althqugh a separate leadership team is established under thc
decentralized area support structure. the credibility of the supervisor
may be rgduced Since line authornty is a dorminant characterisuc in a
decentralized organization. the district teams may be dominated by ad-
ministrators who are concerned solely with iniplementing directives
Supervisors theri become [‘go-betwedns’’ responsible for negotiating
with individuals and groups who may support or subvert the directives
Unless the local school staff and the sub-community perceive guper-
visors as technically competent to resolve problems related to cprricu-’
lum and insiruction. thefr role becomes merely another burealicratic
R layer that hinders any m aningful action '

E. Performance Assessment Rol

4

Trends toward competency-based education and\professional ac-
countability have created a variety of roles concerned* with the assess-
ment of teacher performance Many of the individuals engaged in this
activity are not considered supervisors as that term traditionally has
been appllcd within the school context However.®hey use procedures
associated with instructional supervision and the results of their effotts
have significant impact on both teachers and supervisors

A promunent feature of the assessment process 1s the classroom
observation conducted by individuals spcaall» tramned 1n a particular
‘technique Emphasis 1s placcd on using rcccml) developed instruments
and gathering objective data Teachers would not, however, expect as-
sistance from those who collect data. Moreover, those who provide sup-
portive supervisypn to teachers must not be required to render judg-
ments regardyag the teachers’ retention in or dismissal from employ-

[,

bme sgtuauons teams comprnsing teachers, supervisors, and
admunistrators collect data, develop profiles, and analyze competencies
These reports are then shared with the observed teacher in a non-
threatening atmosphere by a member of the assessment team and/or by

Q '
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a supportive supervisor Individualized plans for impravement are pre-
pared by the teacher in cooperation with the supervisor. In this model,
responsibilities for performance assessment may be assigned to a
teacher evaluator and those for staff development to a teacher educatar
*  Supervsion of instruction through a performance assessment
structure is based on the assumption that an effective organization sepa-
rates responsibility for evaluation from responsibility for support

Leadership is focused on *‘correction’ of factors assessed as below
acceptable minimum according to the standards applied Although the
responsibility for improvement clearly is vested in the regular super-
visory staff, their efforts are directed by the requirement of demonstrat-
ing progress within the particular system. In effect. the assessment both
determines the nature of the assistance to be render® and the
assignments of those who are responsible for assisting .

The technical skills of supervisors that are called upon most fre-
qucntl\ are those associated with the standards op which teachers
receive the lowest raings Conversely, the skills with which supervisors
are most qu]lﬁCd may not be utihized because the assessments do not
indicate need for them As a result, supervisors find that their technical
skills must conform to the assessment standards

Communication between supenvisors and teachers 1s focused on
the results of the assessment and little élse Supervisors confer with as-
sessors on those same topics Other needs felt by the teachgrs and/or
perceived by the supenvisor are seldom considered becaise of the imp-
portance of the standards and the press of time for demonstrating im-
provement

Even when teachers have contributed to the development of the
standards to be imposed—rare in these days of accountability —their at-
utude toward the %pph(anon of such assessment procedures is con-
sistently negative Teachers typically believe no standards can be uni*
versally applied to all situations without modification for particular con-
ditions Moreover, they feel they are invdniably placed at a disadvan-
tage when trying to convey an accurate picture of thewr performance

Curriculum change accurs as a result of the assessment process,
but changes are incremental, haphazard, and incidental to the numer-
ous instructional changes made based on the performance ratings Even
though no overall curriculum change s intended, the results in cach
classroom are 1dhosyncratic to the particular teacher and reflect the local
situation In effect, the assessment standards that were intended to pro-
duce similanity 1n performance actually contribute to greater, more
unstructured diversity in school program 6‘ ’

Although unintentionally, puformancc instruments shape the or-
ganization tn which the assessment 1s made In particular, the perfor-
mance assessment structure shifts the locus of responsibility for super-
vision The relationship between teacher and observer takes on greater
importance than the relationship between teacher and students or

.
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supenvisor The teacher anticipates the behavior to be recorded on the
particular assessmé&nt instrument while, n effect, the observer assumes
the role of supervisor. When the instructional supervisor dilutes his/her
attention to classroom performance under the press of other duties.
he/she contributes substanually *to this redéfinition of the supervisory

role
N

F. Local School Support Roles

Another step in decentralizing authority and responsibility for, su-
pervision 1s tne development of specific roles to support the improve-
ment of instruction in each school Such local school support roles may
be performed by a single individual, the assistant principal for instruc-
tion 1s a familiar examplé in the high school Or, in some districts, local
school support 1s provided by several individuals Traditional depart-
ment heads in the high school, team leadership in the junior high/mid-
dle school, and lead teachers in the elementary school are examples of
this plural form. Although some elementary schools are large enbugh to
assign a lead teacher at-both the prifiary and intermediate levels, a
single resource teacher in an elementary school 1s more common  Re-
cently peer or collegial supervision by t€achers themselves has been en-
couraged as the source .of support at the local school leyel

All such local sc support roles increase opportunities for re-
sponse to teacher problems. A\yngle individual may act in a capaaty
similar to the generalist operating-districtwide The assistant principal
for instruction or resource teacher, for instance, must view a partieular
classroom in the perspective of coordination within the program 1In the
form of plural roles, the characteristics displayed are similar to the sub-
ject ar school-level specialists operating districtwide The department
head in thé high school, team leader in the junior high/middle school,
and lead teachers in the elementary school must view a particular
classroom in the perspective of articulation among levels of particular
subjects © °

Supervision of instruction through a local schoal support structure
1s based on the assumption that an effective organization uses people
immediately available and famihar with the situation.

The existence of local school support roles shifts responsibilities for _
leadership 1n supervision, instruction, and curriculum from the prin-
apal to one or more designated deputies. As these individuals are called
on more frequently by members of the faculty or are directed by the
prinapal to respond to requests, the prinapal has in fact delegated to a
subordinate responsibihity for the most important aspects of the school.
The converse of this situation 1s that some faculty will percenve that
supervision, instruction, and/or curriculum age accorded lower priority
than some management duties because the former are assigned to the
assistant principal or resource teacher while the prinaipal attends to the

17]
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latter When plural support roles exist in a school. responsibility i dis-
persed among several individuals each of whom is expected to provide
leadership 1n a limited sphere Although a department head or team
leader 1s responsible for only a single portion of the school program, he
er she often exercises substantial authority over its direction The effect
is that while communication among those involved in a particular pro-
gram increases, so do the problems of coordination throughout the
school by the prinapal

Technmicak skll-l'fo’f those serving in local school support rales often
mist be developed on the job As their effectiveness 1n improving in-
struction increases, they emphasize those skills while allowing other
skills, even the teachirig competencies that may have earned them the
job, to diminish At the same tme, the administrator relieved of the
dyrect supervision of faculty devotes attention to managenal activities

The existence of local school support roles tends to interrupt the
communication network between teachers and pnncnpaJs regarding
matters of supervision, instruction, curriculum, and, often, personnel
The single form, such as assistant principal or resource teacher, typical-
ly becomnes an intermediary  The advantage of this situation is that the
‘prinapal is provided a comprehensive view of the program from a
sngle source The accompanyving disadvantage 1s that the principal
relies on a subordinate’s perspective for this most important aspect of
the school Moreover, direction of communication on such matters to
the assistant principat or resource teacher increases the proportion of
communication regarding managenal affairs reaching the pringipal
Plural support roles at the local school level create a lateral communica-
ion network armdng such individuals Thus diffuses communication to
and from the pnnupaJ so that neither the prinapal nor the department
heads or team leaders possess all of the information on a particular topic
at a given time

It can be argued that the prinaipal ulumately makes the final dec-
sion even when matters of supervision, instruction, and curriculum are
the primary responsibilities of a subordinate Experience demonstrates
the ‘fallacy of this argument, however If the principal has confidence in
the assistant principal or resource teacher, the principal will encourage
that individual to exerase judgment and initiative By consistently con-
firming the recommendations of the subordinate, the principal effec-
ty %vplaccs the decision making process at the next lower level Many
decistons made by department heads or team leaders which in them-

selves appear routine and even innocuous combine to $hape a program *
The support approved or denied ultimately may determine a total con-

figuration that would never have received acceptance if exgmined in its
entirety Perhaps the most significant decision made by the subordinate
15 not to decide  In such a case the subordmate not only fails to support
the teacher’s request but effectively elimnates the opportunity for the
teacher to appeal to the principal =

o
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. The morale of the faculty 1s disrupted if confusion exists in regard
to appropriate allegiance within a school Although teachers may ap-
preciate the delegation of responsibility for supenision, the parameters
of local school support roles are often \li-defined As a result, teachers
may consult the assistant printipal or wam leader on matters that the
prinapal feels should have been referred to him or her Conversely,
they may bring to the prinaipal matters that the prinapal feels should be
handled by the subordinate
[t 1s paradoxical Mat the local school support role in its single form
1s Likely to increase the potential for curriculum change while in ats
plural form may inhibit such change The key to improvement 1s the
encouragement of an innovative teacher at the cruaal early stages of
planming and development An assistant principal or resource teacher
willingly devotes attention to an activity that appears to enhance his or
* her role in supertision, instruction, and/or curriculum The same ac-
tivity may be burdensome to a principal wko has a broad spectrum of
responsibilities Lack of active support. albeit unintentional, may be in-
terpreted by the innoyative teacher as a signal to decelerate or to aban-
don a promising project In contrast, the plural'roles operate against the
marshaling of sufficient resources—time. matenal, fullds. and;or per-
sonnel—to support an innovation In this-case. several departments or
+ teams must be convinced of the favorable consequences of a proposed
change Moreover, the criteria applied to such proposals often are based
on perceived benefits to the department or teamn rather than to the wtal |
school enterprise -

The establishment of local school support roles for supervision. in-
struction. and curniculum intrudes a structural level between the prin-
cpal and teachers In its single form, responsibility for specified duties
15 conceritrated 1n an assistant prinaipal or resource teacher and the
principal’s time 1s freed for responsibilities in other areas Whether the
prinapal ean appropriately function in such gn organization remains a
matter of conjecture In schools with plural qupport roles. no such con-

©

: centration occurs and loyalties to the depaptment or team are created
with corresponding diminution of allegiane to the total school The of« -
. ficial recognition of plural roles, although™often essential to the effec-
. tiveness of the program. nonctheless establishes structures that impede

reallocation of resources Such structures not only compete with cach
other but with the total school Tor shares of a finite supply of resources

Larger departments or teams possess greater internal flexibility but may
be less willing to adapt to the needs of the total school

G. Interm¥diate Service Agency Roles

-

Supervision s frequently included among the vaned functions of « .
intermediate service agencies established between the state education
department and local school districts Fhe differing designations ap-
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plied throughout the country, such as indermediate unit, board of coop-
erative educational services, or cooperative educational service agency,
often reflect the particular governance structure. Irrespective of title,
these orgamzations were formed to share services on a collective basis
among school districts that 1ndependently could not jusufy them be-
cause of limited sjze, programs, and/or funding.
Supervisory services avaiable through such intermediate agencies
may include generahsts, subject speciabists, grade level speaalists, coor-
¢ dinators of special programs, and/or consultants for innovative projects
The range of services provided by a ‘‘second layer’” of supervision
trethendously complicates delivery of assistance to an individual teacher
in a particular school. Relationships among supervisory personnel from
the state education department, the intermediate service agency, and
the local school district frequently lack clarification State supervisors
typically work directly with supervisors in the central office of the school
district, by-passing-staff members of the intermediate service agency
Moreover, staff members from the intermediate service agency typical-
ly work directly with leadership personnelor teachers in a local school,
by-passing sypervisors in the central office of the school district A fur-
ther comphcation 1s introduced by the. preference of some teachers to
call upon supervisors from the central office of the school district be-
cause of acquaintance and/or confidence, 1gnoring expertise provided
or responsibility assigned elsewhere in the orgamzation It1s usually
more difficult for a supervisor operating op an inter-district basrs to es-
tablish such relationships or to maintain responsive service
Supenvision of instruction through an intermediate service agency
structure 1s based on the assumption that an effective organization
shares specialized services rather than duplicates general resources
Leadership at the local school and district office level 1s cricial to
the success of the intermediate service agency structure for supervision
The particular blend of assistance to teachers in the improvement of in—~
struction 1s a function of proper selection among available resources
The more individuals 1nvolved in the supervisory progess at different
levels, the greater the importance of the organizational structure re-
garding the delivery of such serviees to the classroom teacher Super-
visors from the central office_and from the intermediate service agency
may be utihized by a particular school while neither source of assistance
may be called upon to assist another gchool in the same district
An intermediate service agency selects its supervisory personngl
with the integtion of supplementing skills available from the central of} *
fice stafl of the respective school districts in the geographic area. How-
ever, the larger number of supervisory personnel available may be an
naccurate index of the assistance that can be brought to bear on a given
situation. The staff recruited by the'intermediate agency to serve the
general needs of several school districts may be 1nappropriate to meet
the speafic needs of a particular distnict In fact, some services in-

Q
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Y

.

Supervisory Patterns

<

Faad 3 Local Intermediate - -
Stafl Line Multrple Central Decentrahized Performance "School Service Agency
Areas of Impact Consultant Authoruty Office Support Area Support Assessment Suppornt Support !
»
Determines re-  |Comhines su- | Distnbutes responsi-™  {Accommodates 1o | Provides fucus o | Designates Priivides additional
Leadership [source alloca- pervision with  |bility for speasfic pro-  |needs of different [assidtance but responsibility | optinns but requires
tion but de- management grams but encourages lareas but depend-  |himuted by facturs  [for supera appropriate selection
pendent on ad- [but creates su-  [formation of compet-  |ent on style and included 1n as sion but del-
ministralive pri- | penor-subor- ing coabtions tone set in each sessment egates most
r orities dinate rela- important
tionship functions
Enhances op- Emphasizes Utilizes specialized Diffustes potenual | Unlizes thuse re” | Provides dn | Supplements aval
Technical Skills | portdniues for [ managenal sRMis but reduces op-  |assistance but re- |lated o standards |the jub train | able services but
influence but skills but re- portunities for collab+  |duces fesources but neglects ing but di- duplicates some
dependent on quires on-the-  {oration avaiable to a par- |others needed by [ minishes existing local skills
' requests from job develop- ticularearea teachers other types
teachers or ment of tech- of skilis .
principais nical skills ‘for
" |supervision ’ -
Encourages *| Establishes au- | Encourages interac- Increases knowl- Emphasizes as- Increases in | Offers addisonal in-

Communication

ERIC

Aruitoxt provided by Eic:

hinkages as in-
formation bro-
ker but depend-
ent upon ad-
ministration for
access to official
channels

thenticity of
messages but
restricts snfor-

mation conuid-

ered detrr
mental

tion among peers but
decreases interaction
between members of
different unsts

edge of local situa
tion but reduces
contact with cen-
trgl office

sessment results
but.agnores other
topics of impor

tance to teachers’

teraction

with teachers’
but redutes
contact be-
tween teach-
er and prin-
cipdl

formation but pro-
vides contradictory
views




<

b

v

¥

Decision
Making

Minimizes rash
solutions with
alternatives but
dependent on
persuasion of
administrators

Clanfics pre-
rogatives for
supervision
but compro-
mises by man-
agement re-
sponsibiliies

Permits copsideration
of varied khcma(wcs
but encourages pro- .
tection of parochial
interests

4

- s

Encoufagcs broad
basis of involve-
ment but risks joss
of district policy
itegrity .

C(;nmbuccs 0
improved perfor-
mance but limits
attention to items
1N assessment

Encourages
itiative by
subordinates
but removes
decision

from princi

pal

Retains Jocal pre-
rogauves but ques-
tions lovalty of
agency saff

Morale
Functions

Provides sym-
pathetic ally but
dependent on
others to alter
crcumstances

Possesses abili-
tv 1o resolve
teacher prob-
fems but con-
udered reluc.
tant (o do so

Promotes teamwork
within unit but fosters
suspic1dn between
members of different
units

Increases oppor- »
tunities for assis-
tance but depend-
ent On respurce
avalability

"
-

Establishes stand-
ard for as<ess-
ment but dgstrust-
ed due to general
apphicatidn

4 X

Enhances op-
portuntitics
for assistance
but confuses
teacher dAle-
giance

Enhances impor-
tance of supervision
but requires request
for assistance

»

Curriculum

Responsibilitres

Contributes to
program devel-
vpment put hm-
s opportunties
10 assist teach-
crs

Arcepty as-
signments
readily but
lacks appropri-
ate quahifica-
tions

Encourages attention
to cach subject area
but restucts consider
ation of total prograr

Increases respon-
<iveness to local
pingram needs but
threatens (g1a] dis-

trict direction
2

Promotes e
for sim il Xty bu
protuces unstruc-
tured diversity

Increases po-
tntial for
change but
restricts mar
shaling of re-
ources

Addresses partucular
concerns but may
compromise district
goals

Potential related

Possesses pow-

Distinguishes particu-

Provides team for

Shapes organiza-

.
Frees prinai-

Promises mutually

Organizanonal | 1o resource con® | er 10 modifv lar characteristic but particular area but | tion to assessment pal for other | supporung structure
Roles trol but hmuted | siyation but threatens collabora- increases tendency | but shifts respon- | duties but but requires (Jear
to relationships - holds alle- the efforts for supcnxso‘;s to sibility for super- | ifirudes ad- | distribution of re-
with principals | giance to exist- ) becorne part of vision ditional level | sponsibility
ing structure management of structure
Advise and Power and re- | Specialization should Responsibility Responsibiliy for | Sources of Resources should be
Value counsel should | sponubility for | be fully uuhbzed should be assigned | evaluation and support shared rather than
- Assumnption , | be separate related opera- close to the opera- | support funcrions | should be duplicated
from power and | tions should be tional level should be sepa- immedately
direction combined rated avatlable and

O

ERIC

€

familiar with
local siua-
tion )

E




»

168 SUPERVJSION OF TEACHING -

.
v

variably will duplicate the skills of supervisors in a particular_district

Communicatipn becomes complicated at every level when an 1n-
termediate agency support structure 1s established. It is perhaps most
confusing 1n the local school. Some teachers are saturated with diver-
gent, and perhaps contradictory, views offered by supervisors repre-
sefiting several levels of orgamzation. Other teachers receive little or no
assistance from any organizational level. If services from' the in-
termediate agency are directly available to the principal, other options
open to the supersisor in the district may not be considered. If such ser-
vices caff be called upon only by the district supenisor, two explana-
tions are required .

Decision making on the part of staff members of the intermgdiate

agency are hmted to recommendations since they are “‘once remoy ed”’
from the district supenvisory operation There 1s always a question of
loyalty to the teacher and to the district in which a supervisor serves A
further complication occurs for the supervisor who “‘works for’” an 1n-
termediate agency that **works for’" the district that employs the teach-
er 1in need of assistance.
. Morale will be affected. if only because of the additional personnel
involved 1n the process of instructional improvement Prinapals often
view a call for assistance, whether for themselves-or for a teacher, as an
admussion of inadequacy The problem 'rs\_gomp'oundcd when super-
visors in the district office hold the same view concerning the use of staff
members from the intermediate agency : '

Unless the staff members from the intermediate agency are well ac-
quainted with the totd curriculum of a school district and the direction
of its development, t)'nenr asststance with particular rnstructional con-
cerns raay 1n fact compromise the long-range goals Time 1s unlikely to
allow the necessary famiharity that would provide such perspective If
improvements are to contribute to total programmatic thrust, momtor-
ing must be done by supervisors within the respective districts

Organizational roles must be clear 1f the services provided by the
intermediate agency are to be effective and efficient Confusion 1n re-
sPonmbnllt), role ambiguity, and terntorial disputes results i1 service
that 1s both uneven and inequitable. Unless roles are clear, previous
modes of operation are likely to continue and supervisory services will
be requested from the intermediate agency only when time and/or cir-
cumstances dictate. It 1s possible to develop a mutually supporting
structure that will allow the intermediate servic@gency to benefit sev-
eral districts which retain their particular integrity ‘and sovereign-
ty—pohtical, gevgraphic, and programmatic. Thcng\reatcst obstacle to

the'evolution of such an orgamzation 1s the reluctance of the local school
districts to release supervisors already in their employ to serve other
districts within the~area served by the intermedhate support agency
Ths 1s particularly true if partial control over such services would be
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-~ .
surrendered to the intermediate agency by a local school district that,
| also expects to call upon it for assistance. '
" Summary :
kA
! The delivery of supervision to schools is influenced by the type of

bureaucrati¢ structure in which such services must operate. The many
and complex variables involved in each situation preclude a single
defimtive desciiption. However, it is possible to indicate the likely con-
sequences of the seven organizational patterns for supervision selected
for exarnination in this chapter. The accompanying chart presents the
major advantages and disadvantages of staff consultant, line authority,
multple central office support, decentralized area support, perfor-
mance assessment, local school support, and intermediate service agen-
¢y support roles. : s .
It is possible to select among these alternatives for the delivery of
“supemvisory services the pattern most compatible with the values and
assumptions upon which the bureaucratic organization of a school or
district 1s based. Perhaps even more significant is the option of restruc-
turing supervisory practice on thebasis of changing values and assump-
nons regarding osganization. The pattern selected can serve, to make
supervision more informal, make evalpation more formative than sum-
mative, reduce authority relationships, or involve teachers more direct- -
ly in the supervisory process Only a change in priorities for the school
or district will permit working with teachers directly in instruction and
in classroom improvement to become the primary concern of ad- -
ministrators and of supervisors -

PAFulToxt Provided by ERIC




v C o .
- .+ Chapter 12. . - ~
+
External Influences on
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Louis Rubin 7
- LIKE ANY OTHER ENDEAVOR iPTHE PUBLIC ARENA. SUPLIYISIOD 18 subject
to the ebb and ﬂOW{(j@DO’]l y and pelitics Educational guals and instruc-
# tional prionties hdbitually are” readjusted to fit the changing umes
Thus, schooling—and therefore supervision—invariably reflect social
concerns and societal trends In the 40s, for example. we witnessed a
- _strong drift toward greater souializatiors efforts. in the 50s the tides turn-
’ ed to modernrzation of subject matter, in the 60s humanistic y alues 1&ok
* eonrenewed tmportance, and in the 70s the focus again shifted to' teacher
- effectiveness in achieving speafied learning outcomes
The present scene §s no different in that 1t is characterized by sts
. -own spate of external pressures The conunuing growtff in,teachers’
» pohitical strength. the persistentinterestin cooperative as opposc(fi to ad-
ministrative rnanagement. a new posture on the education ot handicap-
: ped childreh, and the ubiquitous preoccupation with accountability and.
“basics”” have all had their impact Currently, moreover, supersision
must also contend with the aftermath of prolonged educatwonal crincism
in the metha, a somewhat new tBublesome phenomenon known as
' " teacher burn-out, budgetary reductions, and the implications of recent
research in. teaching and*learning "
’ . ' Sustained medig emphasis on dechning test scores, as an illustra-
" uon, has resulted in\ a®¥vholesale attempt to raise—at virtually any
coit—st\idcnt achievepent on standardized tests Many supervisors, in
fact, are now forced 16 3pend the whole of their professional’cnergies on
bettering student performance At least temporanly. therefore. the
.+ traditional ~supervisory gl of good general education has hecn
displaced ‘ ) )
- . ?n addition, the nature of the time has sharply diminished
_ teachers, sense of well-being As the neo-conservative mood deepens, &
% broad conception of well-balanced curricula has given wayg‘té a con-

-

strained, more fundamdntalist. educational program Worse Mcollgcuve
-bargaining courpled with teacher strikes have eraded the long-standing

, esteemn n which teachers have been held Today's pracutivners are
A ’ . ’
T : ‘ .
B . Louts Rubin 15 Profesar of Educa;w! at the Unversity of lllinos, Urbana-
Champaign : '
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viewed,more as members of*a self-serv ing craft than of a helping profes-
sion. As a result, the customary impediments confronting supervisors
have been greatly compounded Job insecurity brought on by extensive
school .closings, salaries deamated by inflation, lack of parental sup-

port, and plain xwlence making teaching an increasingly dangerous
vocation®have had a cumulative effect It 1s not surprising, therefore,.
that many supervisors must cope with teachers who are dlslllusmned

' and embittered \ . ‘

The machinations of \%ashmgton h%xc also had an impact As
various federal.programs are curtailed or terminated, there is a cor-
#¥sponding alteration in supervisory responsibilities Recently, for ex-

< ample, national policy has bent in the direction of school-based reform,

greater principal responsibiity for school improvement, more parent
participation, and increased collaboration among educatiopal agencies
Concerned about possible redundancy. federal program offtcers have
sought to promote cooperative networks that yteld greater efficency
.More specifically, supervisors have been calledupon to diagnose school
weaknesses, project correctives, and help implement desuable,chang‘ 5
If thesc endeavors prove beneficent, 1t is probable that more and more
supervisor tithe will be devoted to such activity If, on the other hand s
* they are not particularly efficacious, it 1s predictable that sypervisory
energy will be directed elsewhere

. The products of research and development, tocr, have their conse-
quences. Current theory argues that the digect pursuit of a learning goal

*1s more efficactous than an indirect approach, that the level of student

. achievement is, foursquare, related to the amount of,ime spent on the
objective, that considerable portions of the school day often are not
devoted to learning, and that even well-bebaved children may be inat-
tentive or unimvolved in the teaching going on  Beyond all these things,
the prinaples of effective teaching are gaining greater and greater ac-
ceptance among pracmnoncrs and, as a result,”superisurs are being
asked to-deliver inservice programs that familidrize teachers witpealter-
native - instructional me&hodologg and ways of increasing student
engagement -

To sum up these cirqumstances, then, since schools serve as our

. primary socializing agency, thev mirror the crisegrof the mioment  As
particular problems move to the forefront, the curriculum shafts and
supervisors must make Lormspondmg rcahgnments At any gnen

" point, therefore, supervisors are likely to be involved in immediate (and
often transient) objectives, as well as with long-range gaals An clemen-

+ tary school consultant, for example, may find it necessary, temporarily,
to set aside his or her passion for greater emphasis on aesthetic ex- |
pencnces in order to help 1mproxc test scores in reading proﬁuenq,

On(_c the scores have reached t csired level, however, the tcachcr
will again return to istruction that gives children adcquatc eXpOSUrego
the arts - %
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]jeyiations of this sort, even when sensible, cap give rise to a kind
of professional schizophrenia—g fragmentation of commitment that
generates a sense of impotence and frustration Worse, when the re*
quired deviation 1s senseless or irrational, rage and despair may also
develop .

Most supervisors are dedicated to giverr principles and beliefs
Their work 1s based on deeply-entrenched values regarding the function
of education, the process of learning. and the role of teachers Nurtured
over time and refined by experience, these consvictions become the
hallmark of the Supervisor's professional ethos When theyv are in-
terfered with or distorted by external pressures, a degree of alienation 1s
virtually inevitable. If not countered in one way or another, this aliena-
tion may eventually take a fearsome toll Few of us, after all, readily
embrace false gods. or submut to the prosutufion of our ideologies

Consider, by way of illustration, the revetsgls of the recent past
the open classroom has, for all practical purposcz closaffs humanism

as almost become a lost cause, the arts are in danger of being reduced
to a token gesture. heuristic learning has given way to rote preparation
for tests, ang the cognitive curriculum once again dwarfs the affective
AlLof this 1s not o suggest, obviously, that drill 1s unncc'cssar\,. or that
accéptable performance <dn standardized measures is not essential. or
that “‘fundamentals’” should be slighted Rather, it 1s to'undascore the
fact that a vast number of aﬁlf supénvisors have been forced to’aban- ~
don. if only for the moment, important aspects of their pryfessional
creed 1n order to accongndvdate pressires from putside sources

Devoted, by traning and ntent, to teacher welfare. supervisors
tend to resent anything that undermines theff effurts Countless high
school department heads. as a case in point, have agonized over the
néed to terminate staff because of dechining student enroliments, or to
assign teachers to subjects for which they lacked sufficicgfi§raining All
externally imposed changes, to besuYe, are.not bad. M? in fact, are

. advantageous Where, however. the required alteration¥ge net con-
gruent with the supenvisor’s aims and beliefs, steps must be taken to
counter a potential disintegration of spirit

.

' Countering Disintegration of Spirit
What, then, can be s&ggcstcd in the way of antidotes” For one
thing, we "would be well-advised to caution against a mmd-sct?f
despair To the &tent that our attitudes are conditioned by our outlook,
three things should be kept in mind Pfst, many of the obhgatory
changes, stemming from external demands, ‘are time<bound and will,
sooner or later, give way to something else As test scores rise, for exam-
ple, other urgences will take precedence. Hcpge', some difficulues may
eventually resolve themselves. ,

Second, through imaginative‘tactics, it may be possible for super-
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\150rs to meet current impositions and. at the same fime, also sustain at «
least some focus on their carlier objectives ‘An emphasis on systematic
achievement assessment, for instance. does not preclude exercises in
problem solving Similarly. e¢nsufing adequate ume-on-task and
respectable standards need not prohibit some attention to the learner’s
well-being

Third, teachers are not capricious in their professional convictions.
strong beliefs, 1if set aside by circumstance or necessity. tend to be resur-
rected when opportunity permits A practunoner who has discovered.
through adept SUpervision. the power inherent in particular methods or
topics 1s likely 10 find wavs 1in which they can be used Thus. revisions
compelled by outside forces do not undo well-ingrained values

#ourth, thdBaturauon of educators 1s a good deal more drawn-out
and complex than one might suspect Professional seasoning goes well
bevond the basic orientation acquired in preservice raining Teachers
and administrators alike are shaped over ume by their commﬁmg ex-
periences For this relson, skillful supervisors frequently have a hfelong
effect on'those with whom they work and inspire These effects,-needless
to sav, outlast the vaganies of periodic fluctuation The patient efforts of
dedicated supervisors, 1t might be observed. pay ‘their own peculiar
. rewards

The supervisor’s crafts have both scienutic and artstic dimensions
There are ume-honored prinaples. tested techniques, and useful rules-
of-thumb to be passed on But'there are other dimensions of supervision
that &re guided by perception, creativity, and intuition  The ineffectual
leadership sometimes deqigrated by teachers is attributable—in most
instances—not to thesretcal steriitw b to malpractice It s the ability
to adapt theory to the umque requirements of the sityation. as well as
the capacity to call forth the best teachers have to offer, that separate '
good supervision from bad During the course of their carcers, most
supersisors work on a great many different tasks and themes .Program-
matc changes, as we have séen. come and go The supervisor’s true
contribution. however, lies Tore in the professional evoluton of a good
teacher than in a short-term revision of instructional content [t 1s in
this sense that expert.supervision transcends the sm;all revisions re-
quired. now and then, by changing politcal currents ‘

Perhaps, then. the-fulcrum of balance between external pressures
and the supcr‘nsor’s Interng values lies in the human rather than the
curricular element Teaching units are developed, prugrams organized,
textbooks selectéd, and methods demonstrated but—at bottom—1t 15
the supervisor's mmpact on the teachtr’s professionalism that lives

beyond 1ts moment in ume - P

Conditions of Professional, Development

N rd
In this regard, four condittons surrounding.professional develop-
ment are worth noting .
A
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One. professional development stems from interpreted experience
However, the indiv idual mternalfzes only those ideas that are personal-
Iv relevant A teacher. for example. may at various points participate 1n
a workshop. observe the procedures of a collcague. dnd histen to a talk
by asupenvisor The utility of cach, howe®er, depends almost wholly on
itss immediate bearing on the teacher’s work situation whatever 1s not
applicable 1s ehminated by a perceptual filter

Twogprofessional development is both cumulative and correlative
Maturation continues throughout the course ot a career As the in-
dividual experiences new events. vielding different insights and visions.
subtle modifications in pracuce take place Successful supenvision. 1n
short. gives birth to new understanding which eventuallv 15 incor-

* porated 1n the individual's professional credo

Third. professional development 1s eclectic It encompasses all
phenomena that even tangentiallv relate to the work scene. Virtually
any event or occurrence that bears upon schooling may have an effect
A television program depitting teachers as excessively permissive. a
newspaper article on classroom » andalism. a chance remark by a parent
at a social gathering, a salesperson having difficulty  with basic
arithmeuc. the behavior of children planng in the street can all m-
fluence the teacher’s attitudes :

Fourth. every professional is the unique product of a collective per-
sonal histors  There are infinite vaniations 1n familv patterns, life en-
counters. education. and so on that make every practiioner different
Hence, the work habits of teachers and sdministrators are highly 1n-
dnldualxzed While supervision can model generally accepted ! Y h-
nques and procedures, the impress of diverse backgrounds causes each
professional to.use them in different ways

Supervision s contribution to professional development. whether
directly through staff development or indirectly t}emugh program
reorganization, provides our only protection against fruitless reform
yTo wit. eonsider the curricular peregrinations of the past two decades.
The potency of the innov ations was dimimished by a vanety of factors
To begin with, we attacked the revisions pjecemeal, failing both to syn-
chromze our energy and to tonsolidate our gains Vye tinkered. as the
saying goes, rather than remodeled The tinkering covered a wide
fronts we introduced new Jorms of mathematigs, added courses in black
culture, altered the presghtation of grammar, broadened the structure
for teaching social studies, fabricated teaching methods that facilitated
individualization, and pressed, generally, for more sophisticated 1n-
struction We forgot, however, that schools are monolithic institutions,
deeply set in their ways, &ad as has often been the case in the past,
many desirable improvements are defeated by an unanticipated passive
resistance to change

In.the late 1950s, for instance, educational television was heralded

Y
~ay the salvaton of the school. Through its magic, we were told. the

. 183




-

EXTERNAL INFLUENCES ON SUPERVISION 175

i

world's most gifted teachers could be brought to €verv child in<the land
Forceful lessons. prepared with infinite care, could be given again and
again But when the final evidence was in, educational TV, like its
forerunnets the phonograph and the radio, failed to revolutionize the
teaching industrn The difficulues instructors taced in bridging the gap
between the telesised and the live lesson were seemurigly
insurmountable ]

Team teaching was heralded as another panacea But the spectrum
of its cure proved. alas. to be narron Even when teachers worked with
the same instrdctional matenals. labored toward the samie objecuves.
and used the same procedures. they often interpreted their funciygpns
differently And in an all too human was. each deferred to the 1diosyn-
crasies of personal style and belief Thus. team teaching was vicumized.
not by its own inherent shortcomings. but by the inabilitv of the teams
to work together

More recentlv. behavioral objecyives and accountability have
become popular goals of reform  Both have a logical rauonale Yet
neither has been able to penetrate the establishment to a pont of
reasonable saturation Apart from the current fixauon on test items
teaching toward # behavioralls-specified goal—one in which the stu-
dent’s learning is measu red by what he or she canrdo—1s sull a long way
from becoming common practice throughout the curriculum  And the
movement toward accountabihtv—determining the extent to which ob-
jectives have been achieved—has not vet resolved the critical qu€§tlons
accountable to whom. and for what” : CT .

Bevond tinkering, the reform movement was debilitated by our
tendency to be caught up in the thick of thin things In a sudden inter-
fuption of its usual dedication to trathtion. education found a Pro-
methean spirit and faddism became the hallmark of the tumes In the

« aftermath, however, it became clear that in toying with (e decorayve

elements. we agoided fundamental modifications in the systemn tself It
could have bed‘-n no other wav. perhaps, for historically socigl institu-
tions have alpavs defended themfSelves against the intrusion of change
that threaterfed the existing urder The best of these defenses. in most
instances, has consisted of-altering the conditions that matter least

The notion that evervthing new 1s desirable has become one of the
most seductive myths of our culture We are maligned by consumer
trends in education fully as much as in our ather marketplaces There
seems to abound in society a feeling that technology curdles if left un-
used A few years back the schools were said to be wal]:lmg the edge of
_error because of their old-fashioned ways Then, like Detroit. they
became recklessly fascinated with seasonal remodeling It 1s.not, of
course, that innovaton in itself 1s without value Indeed, the search for
something better ought to go far beyond our present endeavors We
would do well to remember, however, thata change is an authenuc im-
prover¥ent unl‘\\ when 1t brings superior outcomes  Mindless substitu-

Q w . '
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tions are far worse than no change at all, if only because unfulfilled
promises are hard on the consumer’s spirit If educational reform is to
be the categoncal imperative of the day, 1t 1s essential that we recognize
its boundaries, for there are no quick cures and no final solutions As
Pewey suggested, each end can only launch a new beginning

All of this 1s to say that the hoped-for reformauon of schooling was
diminished, partly because some of the attempted innovations were mot
really innovative at all. being essentially a matter of new gloss on old
ideas, and partly because even in those instances where an authentic
modification was initiated, the goals were of secondar, tather than
primary importance

The greatest failure of all, however. lay 1n our underesumation of
the teacher’s role We assumed, with astonishing navete, that if a pro-
spective innovation was logical in its conception and fertle 1n its poten-
ual, successful improvement would occur as a matter of course And so.
in our zeal, we overlooked the human in the system We searched at the
end of a non-existent raitbow for a fail-proof curriculum and
discovered, in retrospect, that the quest was only an illusion

The Rj\)le of Supervision

Supenvision, obviously, plaved a part in these attempted innova-
uons They were spawned externally, for the most part. but supenisors
were expected to oversee their implementauon The major flaws in this
expectation were, first, that supervisors were not given sufficient ume to
prepare teachers for the_changes—to establish an appropriate mind-
set—and second, there was a simplistic assumpuon that teaching can be
performed according to forrgula and transformed at will In shfort. the
real power of supervision—to shape pedagogical salues—was
disregarded * . .

Lesson plans, wvigual aids, and a course of study are no more than
tools in the hands of an artist If they are to be of practical worth. the ar-
tist must like them, value their utility. and master the intnicacies of their
use In teaching. as in most other human arts. a tool 1s no better than
the talent of 1ts user Thegeacher, therefore, is the indispensable cur-
nculum agent However géod the instructiogal materials, and however
rich the learning environment, the cause is Targely lost if the teacher’s
performance 1s defecuve Whereas a skilled practitioner can take a
lesson w¢ll beyxond the visions of 1ts designer, a poor one can destroy
even the best-laid plans . .

Even if the organization of schooling was totally overhauled, 1t s
doubtful whethet we could diminish the power of the teacher to affect
the Kird of learning that takes place Apart from the fact that teachers
cannot help but reflect their own values in their teaching. a child’s
response to a lesson_can never bé& accurately predicted Hence, if we
‘were to devise tightly structured léssons and specify an exact teaching
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methodology , we stll would be heavily dependent on the teacher’s abili-
ty 1 adjust the lesson to the particular student

To sum up, then, in view of the hmited gains derived from recent
curriculum reforms. the failure to prepare teachers for the innovatons
that'emerged from the theoretical drawing boards, and the impossibility
of devising a school that 1s free from the teacher’s influence, 1t seems en-
urely reasonable to argue that the improvement of education depends.
in the main, on our ability to make superior teachers available to
children. Almost three million teachers are involved in the overall .
educatignal enterprise Whatever modifications weScek must—whether
provoked externally or internally —be accomplished pritnanly through
their efforts It seems clear. then. that the continuing re-education of
the teacher now in¥service is a central ingredient in the process for
reform. ,

Peripheral influences on supervision, therefore, like those arising
within the craft 1tself, have their moment of truth when supervisors
affect teachers The ulumate significance of both, consequently. 1s to be
found 1n what supervisors actually do with teachers Presently, for ex-
ample, many supervisors draw from instructional research and ugge'\
teachers to use learning time more effectively In response to the test,
anxiety that has developed among students, they suggest greater em-
phasis on adequate preparation Aware that dollar austerity may 1n-

~  erease the student-teacher rauo. they show teachers devices that make o
work with large classes easter Worned about the mountng tensions af-
flicing educators, they sponsor workshops in stress-reduction  And
fearful that the itch for high test scores will pervert the curriculum. they
remind practitioners that a humane school is also impertant

Whether supervisors leok outward or inward, it 1s their perception
of events that géverns their intent In “*Essays of a Humanist™" Julian
Huxley vemarks that < it 1s the general idea system, the ideclogycal pat- /
tern of deas and knowledge. values and beliefs. which essenually
characterizes human societies and cultures "' All of us seek an ordered
unn erse—a workable relationship within the circumstances of our hives
These circumsgances may differ from pe?son to person, but everyone,
nonetheless, must have a system that explains the world and directs
behavior If the goalgof supervision 1s to develop worthy teachers and
administrators, then supervisors must help people to formulate an
ideological framework Before this can happen, however. supervisors
themselves must have a personal cgnception of their professional .
destuiny and work style NN . -

. Our vision of order comes to us 1n fragments Lessons learned in

. training‘are vital pieces of a puzzle that will eventually become a com-
. plete picture It 1s therefore important that all practiioners acquire
these pieces Yet, over the last two decades we have become increasing-

' juban Huxdey Esay: of 2 Humamst 1New York Harper and Row 1964, .
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Iy aware that many facets of pedagogy can only be grasped after one has
entered service Preservice training. in effect, 1s but prologue, A super-
visor's educational convictions, for example. are likely to undergo a
period of amendment during the transiion between admunistrative
training and practice As experienge accumulates, these convictions are
refined by perceptions of the ijx things work Such perceptions. 1t
might be added. become deeply embedded and all-powerful They can-
trol professional behavior more than anvthing else Hence, they dre notr
subject to quick mutaton because of outside influence

No one knows from whar mvsterious provenance comes the
magical moment when a Supenisory insight develops A chance
remark. a casual glance or a frequent observation may set off a chain of
apperception An idea mav grow slowly and: methodically, as was the
case with Einstein’s field theory. or in quick penetrating instant. as
when Helen Keller discovered that ."evervthing has a name ™ In either
case. understanding—the clanfving of confusion—creates its own
special euphoria Not onlv does it furnish the mind with new resources,
it also enlarges functional capabilitv in demonstrable wavs

It should be noted, as well. that the correcuion of misperceptions
and musunderstandings whether of a child. a teacher. or an ad-
ministrator 1s of equal amportance The repair of erroneous notions
does not homogenize views with respect 1o schooling Our atutudes
regarding people_and events, as we saw earlier, are influenced by per-
sonality and beliefs Parents and their children sometimes want dif-
ferent things from school Their desires—like those of teachers and
supervisors—both influence and are influenced by their perceptions
Perceptual errors. consequently. often produce hurnan action triggered
either by false conceptions of reality or by distortions of 1ts meaning

[t 15 because perception involves the wterpretation of sensory data
that we are so liable to perceptual mistakes The basis for inaccuracy 15
compound we may gather incorrect data {the teacher lacks commut-
MENL) Or we may mhisconstrue the nght ddld tthe child is bored because
he 15 too dull to grasp the lessony Our perceptions tend 1o confirm what
V\th’{ or think o be so. leading us to believe that it 1, so It s difference
in perception that permuts one person to regard an oby;ct as beauuful,
and another 1o see it as ugly

Perceptual emors are particularly significant in supervision
Criticism of the school 1s notable for its diversity and inconsistency
More, the periodic fluctuations that arise may be attnbitable to newly
available improvernents. ¢aperimentation. or discrect dcquescence 1o
political expediency Wrongly interpreted. they can diminish the supeg-
visor’s professional health considerably

. Itas thus of great importance for supervisors to have accurate

perceptions about the nature and intent of external dernands We are
what our experiences have made us, and we tend to beheve the world 1s
exactly as we perceive 1t In a sense. we are all “'true perceivers
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. Moreover, because there are n;any roads to good education—and many
peddlers selling maps—every supervisor must have a personal feel for
what 1s nght and wrong )

By way of summation, 1t 1s safe to conjecture that supervision will
always be afflicted by crises of one sort or another For the most part,
however, 1t s unlikely that they will result in the erosion of long-
standing values. While supervisors must adjust to different points of
focus as education accommodates alternating trends. outside forces are
rarely inexorable For the most part, supcrtlsxon will continue to con-
centrate on the things that make yrrefutable good sefise "

Plainly said. supervisors do themselves and their clients the
greatest good when they give free rein to their impulse and instinct To
do otherwise would be to court the disasters that occur when profes-
sionals violate their own value! Supervisors can hardly deny ad-
ministrative mandates. but thev can take solace in the fact that several
factors mitigate against a prolonged interference with their professional
objectives

The decisive factor. in improving education. 1s better teaching
What supervisors have done 1n the past—dnd will d in the futare—is of
far greater consequence than a comparatively mnor revision 1n pclicy

In addition, the prafessional beliefs that underscore the efforts,of
«  teachers and administrators are the product of long experiefice and do

not shift willy-mlly in response o one urging or another And finally.

effective supervision has its own power base with which o help guasd
against irrationalitv '
Supenvision, because of its inherent dedication to betterment, has
always had to fight against an uncongenial environment Rather than
defend the status quo. it has sought urelessly to elesate the standards of
good practice In this regard. adversity 1s intrinsic to the’art So. thre
wise supervisor will avoid misreading the signs and see an op-
umistic—not pessimistic—future ) .
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Part V. :
The Future

, &
To CHAPTER 13 AND 1Ts AUTHOR, Robert H.. Anderson, is left the most
difficult task of pulling together the major strands of thought
» highlighted in this Yearbook and of assessing their implications for fur-
" ther development of supervision as a field of study and practice
“‘Creating a Future for Supervision'” 1s more a beginning than an end-
ing, a harbinger of the future than a summary of chapters.
Building on the optimistic notesthat substantjal progress has been
* made on both scholarly and professional fronts Anderson calls for a
massive new effort to bring the field of supervision to full stature He
believes a new set of standards 1s needed in both the halls of state cer-
»~ **tification boards and, among the college and university community
responsible for preparing supervisors. Fougher in intellectual demands
and more sensitive to actual needs of classroom supervision and prac-
tice, the new standards would require the development of high level
« skills in observation of teaching, data collection and analysis, conferenc-
ing, counseling, planning, and evaluation. These clinjcal skills would
be complimented by demanding efforts to develop the human ‘skills
necessary for exercising successful leadership, and by the more tradi-
tional, albeit crucial, focus on matters of educational program planning
and development and curriculum philosophy Recogmzmg that state
departments of echication and universities are sensitive to the demands’
of the professiomal community they serte, Anderson suggests that
supenintendents and boards of education take the lead in this effort by adop-
ting selection chitena for supervisors that exceed the now mimmal and
often trivial requirements of the states. '
Anderson suggests further that the future of supervision rests in the
v hands of the supervision community itself and indeed a successful future
“will require more aggressive behavior by this community in the defense
and nurturance of supervision. His chapter is not only a fitting conclu-
sion to the 1982 Yearbook but represents a rallying banner under which
the supervisory community might well pull itself together.and move for-
ward on a variety of fronts in establishing itself as a-credible field of
scholarly actmty and a critical professional function in the development
of excellc‘ncc in our schools.

'




- Chapftéij 13. \
Creating a Future for
., Supervision

U

Robert H. Anderson

IN A FIELD THAT HAS RECENTLY BEEN BLRSTING WITH ENERGY and
generaing a mature and exciting literature. this Yearbook will.
doubtless seem both a celebration and a prod Both the unique impor-
tance of ASCD as an organization and the high quality of its resources
come 1nto focus as we consider these excellent Yearbook chapters and
acknowledge. the aggregate scholarship and influence of the con-
tnibuting authors. Inasmuch as 1t was my privilege, along with editor
Sergiovann, to examine these’ chapters as they emerged as well as in
their ‘final form, 1 recogmzed early the enormous effort as well as the
generosity” of these experts whose ideas the profession may now
assimilate and implement | perceve that what is currently understood
about the status and the potential of instructional supervision 1s cause
for excitement and optimism, while at the same time a command to
move forward In this Yearbook, as well as 1n. the rich experience and
. published material on which it draws, can be found ample clues to what
. we must know an@what we must do 1f our future is to serve us well
Every reader will have filtered and digested the previous chaptérs
in his/her own way. and some will be either more or less willing at this
point to believe that supervision does have a promising future Obvious
_from several of the chapters 15 that supervision has a_rather un-
distinguished hrstory, a variety of sognetimes incompatible defimitions, a
very low level of popular acceptance, and many perplexing and
challenging problems As Eisnet in particular points out, even the ter-
minology of super-vision causes discomfort and weakens allegiance
The inability or unwilhingness of the society to develop and underwrite .
education as a legitumate profession has always had, and continues to
have, a restraining effect on the dewelopmrent of educational supervision
as the scientific, arustic, ad hocratlc, humane, interpretive, inferential,
apprecrative, collegial, interdctive, and multudimensional enterprise
that the authors advocate
Prevailing definitions and modes of teaching nurture resistance to
supetvision and even to the colleagueship so ably propounded by Alfon-

Robert H Anderson 15 Professor and Dean, College of Education, Texas Tech

University, Lubbgck . -
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so and Goldsberry The contextual framework within which most
teachers and supervisors function is, if not actually hostile to effective
supervisory arrangements, largely non-supportive Limitations in the
preparation, orientation, and skill of the existing supenvisory force fur-
ther reduce the prospects for excellent services, and racial and sex .
discrimination continue to complicate an already difficult situation In
the background, uncontrolled inflation and related political-socal-
economic problems meanwhile preoccupy the utizenry and government
officials, so that the schools continue to suffer from neglect and to pro-
vide enyironments in which needed changes (such as in the quality and
quantity of supenvision) are extremely difficult to accomplish

Desprte all these difficulties, however, a mere decade has seen
supervision emerge as a major force, perhaps we should rather say

resource, in the significant improvement of e tional services.
Although the number of books and arucles curre available on the
topic of supervision may not be much greater than the case in the

early 1970s, there i1s no doubt that the quality and the usefulness of the
newer materials are much greater For one thing. schglars have pro-
duced sounder theory. especially with respect to the nature of effective
orgamizations and processes of organizational change, and much more
is understood about how the growth and development of adult human
beings can be influenced and promoted within organizational settings
The emergence of clinical supervision as a central focus has greatly
stimulated both theory and practice. The welcome revival, at a far
higher level of discourse, of the old debate about science versus art in
supenvision has produced new insights into the many dimensions of
supenision and helped us to see the need, as Sergivvanni approaches it
in Chapter 5, for an integrated approach
. Throughout the volume, and indeed a dominant theme in conven-*
uon and workshop discussions, 1s concern for the significant re-
education of supervisors and for the promotion and agvocacy of col-
laborative patterns of learning and of working Although Valverde is
clearly on target in proposing self-learnring and the aceeptance of full
personal resporisibility for growth, T am ¢¥en morc impressed with the
need for embracing colleagueship s supenision and, by extension, the
adoption, of partnership Pattcrns in both the practice of supervision and
the pursuit of further knowlgdge and experuse
Although the topic of team teaching has long since faded from the
literature and from convention programs, and although teaming has
not replaced the self-contained dlassroom arrangement as rapidly as its
advocates would prefer, there ds virtual unanimity on the values of pro-
fessional role=differentiation and sharing In Chapter 7 are found /==
several commentaries on the regrettable lgneliness and iswlation that o
generally charactgriee tdehmg, and 1n the discussion of peer supervi-
ston are found got ohly important advice about How teachers can help
also f.lucs to the ways supervisors can team up Chapter
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8 1s similarly oriented toward a team approach. A very clear mgssage in
this entire volume is, as I perceive it, that the future of supervision as
well as the future of teaching will depend largely on the willingness and
ability of the personnel involved to join forces and to learn from and
alongside each other. B
The discerning reader may also have noticed howlittle reference 1s
made in this volume to the various managerial, administrative, and
even curriculum-development activities in which supervisors ha
traditionally been involved. Well known, and usually lamented,”is The
fact that many so-called supervisors are frequegfily conscripted by top
administration to assist with maintenance Yunctions, to deal with
various crises that confront_the school district, to put out fires for the
benefits of the superintendents, and in general to serve as assistant line
officers. While somegmes the diversion of supervisory personnel to ad-
munistrative duties 1s a “‘necessary evil,’ woften it reflects poor leader-
ship and man‘agemént in the central office or even at the level of the
. school board, and whether negessary or not, such diversion waters o
down the supervisory progran{cand causes it to be less valued and ap-
. preciated by the corps of teachers i
Unfortunately, some supervisors are pleased to be diyerted from
direct work wath teachers, either because they are not altogether com-
fortable 1n the supervisory role or because involvement with managerial
duties seems more important and perhaps even endows them with
higher status. Either way, this is a bad situation. More often, we hope,
supervisors haye fundamental loyalty to the helping role and are
grateful when the top administration ‘protects them from nonsuper-
visory duties and provides policies and resources to bolster them in the ,
supervisory role.

?

N -
. .

Promoting ‘Supervisors’ Development

. Happily, we have noticed a slight trénd over the past threc or four '
years in this positive direction For reasons related to persistent ques- -
tions of accountability.and cost-effectivkness, and as a response to the
greatly-decreased turnover n school districts and the longer tenure of
tegchers 1n service, school bodrds have lately called for a morc intensive
_and sophusticated effoft to evaluate teacher performancé, provide -
growth (or remedial) opportunities, and in other ways attain a higher
degree of quality control. As a result, the amount and the quality of
supervisory assistance are being re-examined, and warkshops, ugiversi-
ty courses, and training program$ addressing topics such as &acher
evaluation, clinical supervision, analysis of teaching sty}]cs,“aﬁ‘c[rclat
topics are increasingly well attended.. [
In these and related efforts to promotg staffdc'vcloayncnt inservice, .
supervisors represent not only the.potential trainers, for example of
principals and teachers, but also potential trainees” Agaif acknowledging \
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Valverde's admonishments to supervisors about their own respon-
stbilitics 1n this arca, we note that superintendents and school buards
\/ must become more conscious uf their obligation to ipgrade and main-
tain the multifaceted shills that are needed by supervisors An emerging
and difficult question 15 "Who will supervise 'the supervisor””” We
percerve thaf leadership at'the superintendency level must confront this
question and make sure that an appropriate organizational and pro-
. cedural response 1s provided It seems reasonable to argue that
everyone in the personnel chain requires aid deserves both adequate
supervision of performance-in-role, and opportunity for inservice ex-
periences thit enhance and increase one’s abdity” to perform at higher
professional levels
This volume 1s rnich In suggestions about the attitudes,
technologies, procedures. and skills in which expertise will be’required
of tomorrow's supenisor In Chapter 3, Garman examines four con-
. cepts fcollegality, collaborafion, skilled service, and ethical conduct)
that in their explication embrace dozens of abilities ur behavrors in
which the superiisor qua learner can be brought to higher levels of
famihdrits and command Eisner, in Chapter 4, propouses that super-
visors be brought to states of sensitivity, awareness, and appreciation
that go well beyond conventional norms The eight features of an ar-
ustic approach to supervision as described at the dose of his chapter call
for persons whose selection, initial training, and nservice skill develop-
ment must all be of a very high order. I found Rubin’s.argument, to the
. effect that supervisors must feel more frée to follow their impulses and .
mstincts, to be compatible with such thinking. and Rubin’s four condi-
tions that influence the evolution of 4 good teacher can besthe nurtured?
by the.sort of supcrvlso‘r that Eisner defines .
. We have alreadv noted the need of supcr\m;r\ to increase their
+ skills of colleagueship and collaboration Related to all these notions 1s
the almost unlimited necd of supervisors for further skill in communica-
ton We need note only the ways i which b8th body larrguage and
. «word <howes can ca nferences 1o go well or poorly, to apprecate
this need at one level > coraments by Pohland and Cross about sume
of the risks 1n 4 counseling approach to supervision help to dluminate
the problem at anothertlevel It s hard to imagine a supervisor, even a
distinguished weteran at the peak of histher career, for whom the art-
¥ science of supervisory communication does not pose further challenge
- and mystery '
< The implications for university prepara )rggrams and for the
continuing nseivice education programs of pﬁs 1y supety tsory roles
argenormous. The legal and statutory framework that specifies conds
tions for licensure and®e access in most states is wholly inadequate,
and the expectation that supervisors will possess and maintain high-
- level skills (such as 1n observation, data collection, analysis, confegenc
. Ing, counseling, planning, cvaluimng) 1s not reflected 1n certdication

-
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regulations. As a result, universities feel hittle pressure to offer intensive
and advanced courses n supervision. In fact, there are usually too few
students 1n such courses to keep. the courses alive in the catalog The
cadre of professors whose specialty 1s 1n supervision 1s a relatively small
one, and even 1n ASCD aircJes it 1s often noted that the supervision peo-
ple feel ke a neglected minonty The same 1s generally true, n local
school districts, with referénce to nservice programs and the status of
supervision people Asa result, the practice of supervision 1s only mildly
influenced by what goes on in universities and in tservice programs,
and most persons with supervisory responsibihties are 1ll-equipped to
perform at a suitable level Those who do develop the necessary exper-
use over time, usually have rehed or\.their own resources along the way
and have pad a heavy price for their hard-earned knowledge

This situation can and must be turned around Supernntendents
could and, should adopt critenia for the selection of supervisors, direc-
tors, and Buillding prinaipals that go well beyond the trivial state re-
quirements In such a context. aspirants for supervisory roles would be
put an notice that employment depends on evidence of excellent and
comprehensive theoretical gnd pragucal tramning with a strong clinical
emphasis, plus demonstragééd superisory skill at a substantial level of

‘mastery Teachers who have served on instructional teams, for exam-

ple, and who have partuapated effectuvely an peer supe¢rvsion or
equivalent collaborative activities, would be given prionty over those

~whose histories are barren of interactive expenence and who have ap-

parently preferred to function 1n self-contained 1solation,
Superintendents also might well provide far more elaborate induc- R
ton and orientation experiences in (chnical) superwision for newly-
appointed supervisors and principals. through such’devices as appren-
ticing future supervisors to proficient veterans-in-service. or SpONSOring y
special chints and workshops, or providing speaial supervisory services
to the appointee during the first semester or two in the new role Some
superintendents have encouraged thewr supervisors and prinapals to
work 1n teams, for example where three or four prinaipals in the same
general geographc neighborhood spend one morning or afternoon a

"~ week wisiting each other’s schools and practicing their chnical-

Q

supervision skills through full-dress observation cyclesn the classrobms
of volunteer teachers Sometimes 1t 1s possible to ngage university-
based or other consultants to work with supervisors individually or in
groups, on a retainerfbasis over time, sO that expert coaching and
monitoring can take place. Not only are such arrangements helpful at
the moments of coptact, but they tend to inspire ptincipals and others to
assign higher prionty (in time allocated, and in emphasis) to supervi-
sion as they acquire more confidence in their supervisory skills and find
more satisfaction in supervisory achievements On the other hand:
princaipals whose satisfactions are hmited to dealing effecuvely with
dysfunctional drinking fountains and ordering paper clips will very like-
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ly assign low pnOntv to ume spént in classrooms, cspcuall\ if the
supermtcndent and his ot her staff pay more attention to-the plumbing
than to the pupils

A Conceptual Framework for Eff¢ctive Supervision
A}

Gordon Cawelts has frequently pointed out to the ASCD member-
ship that most educational leaders underesumate their potenual in-
ﬂuencc primarily for the reason that they have difficulty articulating a
sense of direction for the schools A quiet but important theme 1n this
“olume 15 that for supervision to become the force it deserves to be 1n
improving schdolss there must be a clear understanding of and cwmmat-
ment to educational goals on the part of supervisors In seeking to con-
ceptialize the operational essentials for effective supervision, therefore,
we are obliged to connect all elements, and acuvities to the goals that
provide direction to everyone's work In the accompammg Figure. the
very tenter is (B district’s goal structure. .

Someutmes a school's goals are at best implicit, or they are stated
mostly as platitudes that have little operational mearfing to either the
teachers or the students. However, educators are fast coming to ap-
preciate the importance of setting down dlear and indusive statements
of the goals toward which everyone 1 the school district should be
working, along with references to specific objectives, indicators ﬁat-

" tathment, and performance standards that help to \lluminate the

ERIC,
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Inasmuch as each school has its'own culture and its own unique mission
within the larger goal structure, 1t i important for the school staff not

.only to understand and embrace that larger goal structure but also to

engage 1n a more particularized goal- setting proecss for themselves and
to select foa and priorites for each year's efforts Ideally. each school
staff should alsq work out action plans a performance management
plan, and an assessment plan that will help in determining whether the
goals are achieved Within such a framework, each nudlear group of
teachers (for example, a department or a teaching tcam) can select gs
own goal subset and performance plan, and at the grass roots cach in-
dividua) teacher ends up with his or her vown particular targets and
plans for accomphshment

[N

In Fxgure 'l the term Student Mastery has been chosen to sym-
bolize the major concern of all school districts and of all indi idual
teachers. It is hard to imagine a district goal that does not, ultimately,
have some intended effect on the mastery by all students of the
knowledge, skills, attitudes, and behaviors that are intended for them to
learn -

Assu‘mxﬁg the existence of a well:defined goal structure that 1s
epitomized by student mastery, and further assuming that the teachers
who work with students need, and deserve, assistance in the form of an
effecuvc supenvisory program, what are the “‘operatonal essentials’ of
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such a program? Eight such esseguials or conditions are recognized, all
of which age nteractive and interdependent although there are four

culating energy system. If one sees the district goal structure as the
heart of that system {another possible analogy is the furnace of a home),
then the goals are constantly providing new sustenance as attention (ac-
tivity) 1s redirected to them. As energy orbits between points A and E,
for example, one 1s reminded that an effective sypervisoryprogram
must have the ‘official blessing of the Board of Education, with both
policy support and adequate funding, and also of the superintendent
Where school boards appreciate the need fon teachers to receive con-
unuous and expert supervisory service and set aside a sufficient budget
for that purpose, the first essentiaj has been met. It remains, however,
for the superintendent to implement the policy and to give the super-

-

visory program visible and enthusiastic support. (for example through,

ways noted -earlier). N
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A second loop. orbiting between points B and F, confirms the im-
portance ofhavmg an organizational framework within which the func-
tions of supervision are defined and then carefully protected as well as
training programs (in the umversitigs and within the school district
framework) that will ensure the capability of the supervisors to perform
those functions

The third loop, starting at point C and continuing to point G and
returning, 1s geared to the teacher's goal structure At one end. the im-
portance of each teacher having in place. as a constant reference point.
a performancé plan that helps him/'her 1o kegp the year’s goals in mind
and be conscious of progress that is or 1s no(f)cmg made toward them 1s
acknowledged It 1s within this frame of reference that supervision is
best provided, and so in the other end of the 100p we have placed the

chnical supériision pragram tflrough which the supervision function
helps the teacher to reach those goals

The remaining loop. between points D and H. refers to the various
persons who carry out the supervision function It seems realistic to in-’
dicate that principals play a major role, with the supervision specialist
as a partper and friend and with various curricilum specialists as
resources to draw on Note that the supervisor 1s portrayed not only as
one who participates 1n the supervisory process (collaborator). but also
as one who provides guidance and instruction (mentor and trainerj to
prinaipals and others seeking to increase their helping technologies

This Figuse represents a tentative conception, and it may be that
more needs to be said about such intriguing questions as (1) how the
superintendent or his/her representative cdn best supersise (guide, in-
struct, collaborate with. cxaluate) the Supcrwsom (2) if and how the
system should acknowledge ‘‘peer supervision’ as a*legiimate in-
fluenc€ on teacher growth-in-skill. and (3) how the role of the principal
can be redefined so that there is less difficulty reconciling supervisory
(helping) with administrative (evaluating) responsibilities In sum. cen-
tral attention to goals will invigorate the supervisory program, and put

us 1n a better position to address these questions
\

&

Aggression as a Virtue

Part of Rubin's heartening message 1s that, whatever in the cur-
rent scene might tend to discourage us, a patient and steadfast loyalty to
qur best instincts will help us to survive — and perhaps even to prevail
I liked what he said about the importance of conceiving and perceiving
one's professional destiny and work style I-also Liked what h; and
several of the other authors touched ony to the effect that supcnlsxon 1S
after all a form of teaching, and 1t calls for making such situational ad-
justments and adaptations as will call forth the best that teachers haye to
offer Such deasions must of course grow out of a strong command of
and commitment to the district goal structure and a sharp awareness of
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"how \arious-elements and forces impinge on the teacher’s role in n-
fluencing student mastery [t follows. as indeed this entife volume pro-
+ claims, that supervisory work 1s among the hxghcst callings available to
educated men and women [t also follows that shoddy supervision in the
schools,” or the neglect of superyisory services for whatever expedient
reasons. can have disastrous consequences for children and youth
One does not, however. often hear that message in thg various
councils of educators, nor has there been much effort to persuade tax-
pavers and the shapers of national policy t¢ that effect On the contrary.
the supervispry cadre has generally suffered 15 ups and downs without
much complaint, and 1n a spirit of almost ungrudging submission tu
seasonal wmnds and prevaling chimates This submussive posture is.
regrettably. in keeping with the historically unaggressive posture of
, educators n general, and 1t quite likely 1s explained by the fact that all
superwsors were once teachers themselves and therefore were socialized
into a compliant tole before they moved into leadership résponsibilatics
Furthermore. supervision as a leadership role does not resemble either
the prm(lpalshlp or the superintendenty with respect to decision mak-
ing and/or scrambling for resources In supervision. a quiet and non-
combative attitude 1s tvpical Nor do superintendents tend to encourage
or appreciate a more vocal and assertive stance on the part of thar
supebvisory people, whom they prefer to view as assistants who help to
keep the boat from racking As a result. neither the values nor the needs
of supervrsory programs enjoy much public attention or discussion
It would therefore seem that the time has arrived for more ag-
-gressive behavior in the defense and the nurturance of our important
work There 1s room for initiatives to be taken in virtualls every direc-
uon Legal and fiscal policies in society do not acknowledge the impor-
tance of staff development as a dimension of improving school services,
We are told that business and industry invest as mych in the growth,
development, and superision of their. workers as all of American
education spends on educational programs for pupils Why do we not
suggest to these business leaders who serve on boards of education. that
what they routinely do for their own employees makes, just as much
*sense in the school business” Why do teachers and supervisors gmups'
not lobby, as they are quite willing to do for better salaries, for better
supervisory budgets and services” Why do not state and natonal ASCD
units pass more forceful resolutigns concerning suc matters, and then
- *pursue a full-court press toward their 1mplerm2ntauon3 Why do not
these groups join forces with umiversities in a serious effort to put ex-
cellent training in supervision at the very center of all graduate pro-
grams that purport to prepare educational leaders” .
It 1s, in fact, criifical to the future of supervision that umversity pro-
. fesgors and admmetrators double or triple their efforts to understand
the) purposes and technologies of helping behaviors, and tu implement
. syth undérstandings in courses and programs There 1s obviously ne -

v
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way for us to command supervisors to seek adequate furmal as well as in-
. formal training and growth expeniences, any more than we can command
universities to step up their research activities and dghten up ther
course offerings in supervision However, this volume will miss its mark
if it does not cause both the producers and the consumers of supervision
knowledge to acknowledge the need for more and better training I am
heartened by the appargniupsurge of interest 1n supervision research
over the past two or three years, and I dare to hope that some of the ex-
aung hypotheses that can be distlled from the foregoing chapters will
be vigorously pursued I am alsgencouraged by signs that textbooks in
supervision (and, let us hope, the courses in which they are used) are
paying much more attention to basic theories about supernsor\ pur-
poses and processes, paying muchless attention to the trivial topics that
. once cluttered such textbooks, and generally becommg more clinical in
focus ’ .

In sum, anyonc with the audacity to participate m helping
behaviors, or to pose as teachers of such behaviors, must match that
audacity with aggressive advocacy of the roles with which such
behaviors are practiced That supervisors have deep tonyictions about
the importance of their work 1s not usually evident to t\}qe general public,
to boards of education and unwersity trustees, of even to the ad-
ministrators of school systetns and anwersities within \Which supervisors
ply their craft That there 1s a rapidly-growing body of practical
knowledge in supervision s evident in this Yearbook and 1s a source of
inspiration to those inside the field, but 1n most respects it 1s a dosely -
guarded secret As school bodrds place more and more pressure on
superintendents to demonstrate that schools are sufficently cost-

- effecuve and that pupils are learning. the imtiatives being taken by

" supervisors to sketch out their role.and show” what might be done

through their services are pitifully few Supervisors seem almost

, helpless and paralyzed, whereas opportunity is not unly knocking at the
door, 1t 1s huffing and puffing enough to blow the house in'

Supervision 1s critically important, and the future of schooling

could well depend on the adequacy with which supervisory functions

are carried out Supervision deserves a distinctive future, and a sohd

foundation of research, experience, and technical development already

~exysts [ see thisY carbouk as convincing evidence tg that effgct If every

Yearbook reader comes away with similar feelings, and if the aggregate

of readers rcspunds with me, in a suitably aggressive mode, perhaps

the ime already lost can be recaptured and a new era can be faunched.
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Dustrict of Columbia Irvin D. Gordy, University of D. c, Romame
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B&Jdreaux, Public Schools, New Orleans, Mary Kate Scully, Public _
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Charlotte Marcus Smith, Public Schools, Salisbury
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A«orth Dakota Ruchard Warner Publig Sch0015‘ Fargo Qumn Brunson,
University of North Dakota, .Grand Forks

, Ohio  Robert L Bennett, Public Schools, Gahanna, Eugenc Glick,”
Public Schools (retired), Medina, Ronkld Hibbard, Public Schools,

_ Akron, Robert rliohiAzinf/Pubhc Schools, Avon Lake, Isobel Pfeiffer,
on *

University nf‘ Akron ron

Oklahoma Rosa Belle Hess, Public_Schools, Tulsa, Neld;/’l’gbOW
Pubhc Schools, Oklahoma City . "/ '
Oregon. LaVae Robertson, Publjc Schools, Albany, Jean Ferguson,
Public Schools, Salem] Rea M. James, Public Schools, Portland
Pennsytuama Anthony F. Labriola, Public Schéols, MCVeytown, Philip
Boggio, Public Schools, Pittsburg, David Campbell Department of
Education, Harrisburg, Robert V. Flynn, Public Schools, Lemoyne,
Joseph Kane, Public Schools, Devon, Jeanne N Zimmerman, Public
-Schools (retired), Millersville

Puerto. Rico Lillian Ramos, Catholic Umiversity, Poncew Etheldreda
Viera, Catholic Unrversity, Ponce, -
Rhode Island Guy DiBiasio, Public Sthools Cranston, James Turley,
Rhode Island University, Providence

South Carohina Karen B. Callison, Pubhc Schools, Greenwood, Edie
Jensen Public Schools, Irmo, Ceail Ward, Public Schools, Florence
South Dakota Phil Vik, University of South Dakota, Vermlhon, Janet
V. Jones, Pubhc Schools, Batesland '

Tennessee John Lovell, University of Tennessee, Knoxville, Marshall
, Perrit, Public Schools, Memphis, Everette Sams, Middle Tennessee
Umversxty, Murfreesboro

Texas Wayne, Berrym/z;n, Public Schools Kilgore, Robert Anderson,
Texas Tech University, Lubbock, Edward Chine, Public Schools,
Houston, Carol Kuykendall, Rublic Schools, Houston, Dewey Mays,
Public,Schools, Fort Worth

Utak Dorthy Wardrop, State Ofﬁcc)glf Educauon Salt Lake City;
Fiorence Barton, Weaver State Collcge Ogden

-Vermont, James Fitzpatrick, Public Schools, Hmesburg, Larry

Ketcham, Public Schools Charlotte

Virgiia Bob L. Sigmon, Pubhc Schools Rlchmond Evelyn P Bickam
Lynchburg College, Lynchburg, Delores Greene, Public Schools,
Richmond. -
Washington Peggy- O’ Connor Public Schools, Tacoma, Francis

. Hunkins, University ofWashmgton Seattle, Monica Schmdt, Depdry )
ment of Public Instruction, Tumwater

West Vigima. Ann C. Shelly, Bethany College, Bethany, /Helcn
Saunders, State Department of Education, Charleston

Wisconsin  LeRoy McGary, Public Schools, Menomonie, Arnold M.

4
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" Chandler, Department of Pubhc Instruction, Madxson }ohn ’Koehn
Bublic Schools, Oconomowoc , -

Wyomzng Phyllis Messer, University of Wyommg, Laramle Donna
Connor Public Schools, Rollms

ASCli Review Council .

Chazrperson CHAR’LES G. Kincston, Prinaipal, Thomas Fowlerjunxor
High School, Tigard, Oregon

Detmo Derra-Dora, Professor and Chairperson, Department of |
Teacher Education, Califorma State University, Hayward

PuiLir L. Hosrorb, Professor of Education, College of Education, New
Mexico State Unmiversity; Las Cruces

EuzaBetH S RanpoLpH, Associate Supermtendem', Charlotte-
Mecklenburg Schools, Charlotte

Girenys Unrun, Public Schools (retired), Clayton, Missouri

\

H

~
ASCDr Headquarters Staff

GoRpox CAWELTI/Execuuvé Dnr(;:‘c/i,b

*_RonaLp S. BranoT/Executive Editor

;\)

Rutn T. Lonc/Associate Director

RooseveLT RATLIFF/Associate Director

Kathy L. Scraus/Assistant Director for Program and Research
Joun Brarove/Businéss Manager

Sarah Arlington, Joan Brandt, Gayle Crossland, Anne Dees, Delores
Dickerson, Anita Fitzpatrick, Virginia Flynn, Daniel Jones, Jo Jones,
Teola Jones, Jacqueline Layton, Indu Madan, Deborah Maddox,
Clara Meredith, Frances Mindel, Nancy Modrak, Nancy Olson,
Rohert Shannon, Carolyn Shell, Betsey Thomas, Barbara Thompson,
Anita Wiley, Colette Williams . .

N .
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QYearbooks

A New Look at Progressive Education
(610-17812) $8.00

Considered Action for Curriculum Improvement
'(610-80186) $9.75

Educatibn for an Open Society
(610-74012) $8.00

’ Evaluation as Feedback and Guide

(640-17700) $6.50

Feeling, Valuing, and the Art of Growing*
Insights into the Affective
(610-77104)  $9.75

Jiife Skilis in School and Society
(610-17786) $5.50

Lifelong Learning—A Human Agenda
(610-79160) $9.75

Perceiving, Behaving, Becoming: A New Focus
for Education (610-17278) $5.00

Perspactives on Curriculum Development
1776-1976 (610-76078) $9.50

Schools in Search of Meaning
(610-75044) $8.50

Staft Development/Orgamzauon Development

(610-81232) $975
(610-82262) *$10 00

Supervision of Teaching
<

Books and Booklets

About Learning Materials (611-78134) $4 50
Action Learning: Student Community Service
i Projects {611-74018). $2.50
B Adventuring, Mastering, Associating: New
Strategies for Teaching Children
- (611-76080) $5.00 -
B8 Applied Strategies for Gurriculum Evaluation
(611-81240) $5.75
B Approaches to Indwvidualized Education
s (611-80204) 34.75
Bl Bilingual Education for Latinos
f *.(611-78142) $6.75
Classroom-Relevant Research in the Language
JArts  (611-78140} $7.50 -
B Clinical Supervision- State of the Art Review .
(611-80184)  83.75,
Curriculum Leaders- lmprovmg Their Influence
: (611-76084) $4.00
B Curriculum Materials 1981 (611-81266) $5 00
B Curriculum Theory (611-77112). $7.00 7
B Degrading the Grading Myths A Primer of
’ Alternatives to Grades and Marks
(611-76082) $6.00
[ Developing Basic Skills Programs in
Secondary Schools (611-82264)
Daevelopmental Supervision Alternalive
Practices for Helping Teachers Improve
B . Instruction (611-81234) $5.00
B Educating English-Speaking Hispanics
(611-80202) $6.50 )
B ffactive Instruction (611 80212} $6 50
lementary School Mathematics A Guide to
[ . Current Research (611-75058) $500
liminating Ethnic Bias In Instrustional
Materials. Comment and Bibliography
B (611-74020) $3.25
B iobal Studies: Problems and Promises for
Elementary Teachers (811-76086) $4.50
Biandbook of Basic Cltlzenshlp Competencies
. (611-80196) $4.75
umanistic Education. ObJectlyes and
Assessment (611-78136) $4.75
R carning More About Learning
; (611-17310) $2.00

$500

IERI
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Mathematics Education Research
(611-81238) $6.75

Measuring and Atfaining the Goals of Education

: (611-80210), $6.50 .

Middle School in the MaKing
(611-74p24) $5.00

The Middle School We Need
(611-75060) $2.50

Moving Towarg Self-Dirpcted Learning
(611-79166) $4.75,

Multiculturat Education. Commitments, Issues,
and Appiications (611-77108) 37 (He]

Needs Assessment: A Focus for Curriculum
Development (611-75048) $4.00

Observational Methods in the Classroom
(611-17948) $3.50

Opén Education: Critique and Assessment
(611-75054) $4.75

PRartners: Parents and Schools
(611-79168) $4.75

Professional Supervision for Professional
Teachers (611-75046) $4.50

Reschooling Society: A Conceptual Model
(611-17950) $2,00

The School of the Future—NOW ~
(611-17920) $3.75

Schopls Bacome Accountable: A PACT
Approach (611-74016) $3.50

The School's,;Role &s Moral Authority
(611-77110) $4.50

Selectiny Learning Experiences: Linking
Theory and Practice %(611-78138) $4.75

Social Stydies for the Evoiving Individual

] (611-17952) $3.00

Staff Development: Staff Liberation
(611-77108) $6.50
Supervision: Emerging Profession
(611-17786) $5.00 )
Supervision in a New Key (611-17926) $2.50
Urban Education: The C8y as a Living
Curriculum_ (611-80206) $6 50
What Are the Sdurces of the Curriculum? ~
(611-17522) $1.50
Vitali2ing the High Schoo! (81 1‘-‘7/4026) $350
Devefopmental Characteristics of Children and
Youth (wall chart) (611-75058) $2.00

Discounts on quantity orders of same title to
single address. 10-49 coples, 10%, 50 or more
coples, 15%. Make checks or money orders
payable to ASCD. Orders totaling $20.00 or
H- 1oss must be prepald. Orders from institutions
and businesses must be ¢n official purchase
order form. Shipping and handling charges will
be added to billed purchase orders. Plsase be
sure to list the stock number of edch publice-
tion, shown In pareﬁlheses.

Subscription to Educational Leadership—$18.00
& year. ASCD Membership dues. Regular (sub-
scription [$18) and yearbook)—$38.00 a year,
Comprehensive (includes subscription [$18]
and yearbook plus other hooks and bhooklets
distributed during period of membeuhlp)-—
$48.00 a year.

.

" Qrder from:

Assoclation for agvervision and
Curricutum Development

225 North Washington Street
Alexagpdria, Virginla 22314
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