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ABSTRACT

» N ) ' ' v
\ N N . » . \
Historically, institutional innovations withip a school district's
'] . . : . i

instructional program usually expand the inigial focus of attention from

AN

. . ’ [4
the teacher®and child to' include various other important school personnel.
. * -~ ) N

Afiter more than a decade since the bassage'of the‘Bilinguai Education Act,

the focus of this. educational innoQétion’@as not changed. There is little

» . - - s w .

. . : 3
- or no evidence: of an attempt to define the role of instructional super-

. .
, ¢ .

vision or\admiﬁistration in the implementation of bilingual programs

deéigned to sefve.Spanish—speaking populations. M\ ‘ .

This paperéproﬁoses,two‘types_pf’supervision——clinié;l and-deyclopmental-—

Pl

-
I [N

for application within a bilingual education context. Whereas eacﬂ indepen-
dent model~has nume rous merits, iE is prbposed that for bilinguyal edQcation
,progréms;Vé‘ﬁdal modéiLof field-based §upervision wahld prove more effective, -
Efforts to develop a délivery mechanism for.supe;;isibﬁ of bilinguél ;é;chgrs

’and student tegchers could yield multiple benefits»to:bilingual education per-

t -

i . .
sonnel at the IHE and at

-

the school districts. By establishing a network of

university field-test programs, utilizing a more holistic approach to super-'

L

‘vision, a clearer definition of the role of sﬁperviéion in bilingual education

. . : \
programs can be realized. ‘
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\ | s

- - - -
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A State of the Art Review , L A s o -

r

. :
Research in the area of instructional séﬁervision within the context of

fbilingual education is sorely needed " While a recentczeviewgof bilingual

-~

education research revealed an increase in the number of studies dealing with

teaching m \Ethodology,curriculum, and'Tanguage acquisition theory, supervision

of teaching‘in bilingual programs was mentionei:E?ly occasionally in %tudies

[4

1

related to - ‘teacher training..

H o ~ N -

Hilliard (1982), in a report to the American Psycholog%cal Assoc%ation

(APA) on the "Effectiveness of Bilingual Education Pblicy Implementations

-

of Recent Research " during its 90th Annual Convention in Washington “D. C.,!

I

A

.argued that'what is needed in the improvement of,education--particularly' fn7 !
bilingual education--is;increased research'which deals with leadership'inf E

_\the'improuement of instruction. He suggested thath:::much faith hasfbeen,: | ?
placed in the capacity of current bilingual'education research to effectively |

)

S o
assess programs and methods. Policies which can, affect the future of -

bilingual education ‘are being formulated on the basis of research which is

v . .
. . .
. .

\ too limited in scope to trulf judge its effectiveness.‘ (Baker and de-Kﬂnter,' T
) IR ) o - " o 7 v ,
. 1981; Hilliard, 1982) . ) o ‘ ooyt
l . : ) B L - ¢
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o imprgve ‘the instructional program for bilingual learners, and 3 foster

. .and pointedly deals with the need for supervision of, bilingual programs was’

_his publication, "Instructgonal Supervision in Bilingual Educatiqn:‘ A

y . o ) 1 . -

. One.particularly significant study which supports these same arguments

.

the study conducted by Leonard Valverde in l979 In a three month survey of
~
bilingual.programs in three states--California\ Arizona, and 2exas-—where'

most bilingual programs exist Valverde attempted to determine the extent oﬁ
instructional supervision jn bilingual education. He discovered that super-‘

vision of instruction is in fact, one of the most neglected aspects in the
process of implementing dual-language programS\in the public schools. g
R T . . ; : - . .

The study eoncluded that current practices in supervision of bilingual -

teaching were random, unsystematic, and 'in most cases virtuallyenon-existent.
. ;o ¢

Valverde proposed that major deficiencies in the supervision of these programs

could be removed by more clearly defining the roles, relationships, and

responsibilities of supervisory staff and by prpviding relevant formal . . ‘

training and guided field: experience.

. . . - : .
: . . . . .
il B B I B I = I = =

A recent interview with Dr. Valverde indicated that.since the date of
7

[

-a

New Focus- for*the 1980's," little'progress or follow-up research has been

. . L - .
made in t@e supervision“of bilingual teachers. Valverde emphasized that the

’ . \ ]
1mportance of high quality instructional supervision in all educational*

~ _'j
programs, is unquestionable éHe believes that those interested in quality

bilingual education should alsa direct more time apd effort to the leadership °

-

sector through instructional supervision Through quality instructional

supervision, manyvof the maJor problems facing bilingual education gould -
. . ; S . . S
begin/to be resolved. 'Supervision when properly practiced, can provide a

[ ,

mechanism to (l) promote the growth of instructional staff members, (2) \

f

‘Sl BN B = .

t

improved curriculum development. o s .
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There are many aspects of bilingual program‘superviSion'in need ofy
- . _ . o~ o~ o W - ' .
attention. ©Our own observation of bilingual teachers and supervisors support

o ) . . «- "
some of the same contentions-thatvsurround general instructional supervision.

/t‘ .. . s
in - regular programs—-bg%h teachers and supervisors need,to develop a more ;

~

-

.

- ..

N N N & B

) productive relationship. It is not uncommon to hear complaints related to

different -views regarding supervisory effectiveness. Comments and observa-

.visors.appear to be democratic, but in reality are not sincere; and super-

. -
¢ . . . ¢ N

teacher/supervisor frustrations. . . :
. : ' ‘ . ' ‘. . - K : -
Research studies have ifidicated that supervisors and teachers hol)

. ) . ) /

. \
tions frequently made hy bilingual‘tEaihers.parallel those‘criticisms .

N

expreSsed by regular pregram teacherg'in a study by Blumburg (1974) where

*

. /
they stated that supervisors seem to be out of touch with the classrodm' much,_

r \ N »
of what is communicated involves procedural trivia; supervisors avofd

teachers;iwhich.makes\teachers think that supervisors. are insecure; super-

- . ° 9

visors particularly lack interpersonal communication skills. -

‘A more recent study of Blumburg (1980) indicated that superviso‘
o B " ,4 \
generally lack training to fulfill most of their duties and, responsibilities.
v f
If supervisors are not technically competent in the performance ofﬁthose

-

‘tasks most directly redated to teacher's work and to the improvement of it-=

i

K

then teachers and supervisors tend to avoid ore another (Alfonso and N
-/ . ‘ N L.
Goldberry, 1982). ' . : - '

Studies by Ritz and Cashell (1980) attribute prqblems 1n supervigionato
the process threugh which supervisors are selected. Their studies revealed -
that very few sdhool systems selected\instrucrional supervisors on the basis‘
of their human relations skitls, most -acquire’ their new positions as a result

}...

of demonstrated success in the classroom, which does not assure success as a -

. o 1.’
T P -

el
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Ritz and Cashell contend. that "success" in the educatipnal sense ”

& oL

*. 1is more closely related to the formal responsibilities of supervision than to'

supervisor

\ auccessful teaching experience. They also noted that only the rare schvol
I \ . . » & /‘ : =
. 'district rewarded a,supervisor for his or her emphasis on interpersonal/

' Valverde (1979) made similar observations in- his

1 4

study of s gerVision in bilingual education. The problems in supervision of

-communlcation activities

bilingual ducation programs arising from lack of training are further comr)/

. pounded by the fact that there ‘are’ not enough supervisors available to .

-

provide the necessary support to-the classroom teacher v

-

~/

While much is made of the importance of instructional supervision in the
ke

field of education—~in bilingual programs the teacher sees little of it « In

I

Texas, fof*example, the’ Valverde Study showed the ratio between bilingual

.

’~.classroom teachers and supervisors to be approximately 50 l

founA.that only 5% of the instructional staff were certified by the Texas';

'

Education Agency &s having gaccessfully completed an academic program in

- N .

supervision, and that in fact many of the Texas school districts circumvent

~

the requirement for supervisor-credentials by appointing~instructional support

staff as "resource teachers'" o . - ' . .o

‘

Bilingual education “involves many - comp!ex difficulb issues that have

N ,

been little (or insufficiently) studied .The need for additional research is

N

Educators 1nvolved in bilihgual program implementation have faced
&

. great

Many of the
12
original problems and pressures which have challenged the concept of bilingual ~

numerous prpblems beyond'the realm of instructional supervision

=
education from the onset are still present ﬁgday. Although the need'for the
development of. leadership and supervisory competencies in bilingual education

v

has notbeen.sufficiently expressed in the literature, many of us who work

ERCY e e o
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clhsely with bilingual teachers agree rhat'the tfme has come to place
e instructional leadership through proper supervision high on the list of i
" i’ priorities if bilingual education is go gain the credibility with schol* ' .' ’
'ﬁf administratdrs: teachers, and the community as a whole. \Bilingual educators - -; o ‘

(]

AR

«' ~and researchers must now look beyond the importance<of competencies solely /(\,
- € ‘ . .
. _ A s ’ t : k T €
for classroom teachers and realize the importance of competent supervisors’ '
C e - . N - . . .

s, -
3 - ° - LR : P ~
- . . o~ N | ~

= and instructional leaders. . o .
B : ’ ~ S L .

It has been almost five'years since the publication of Valyerde's study

and the state"offthe art, of instructional supervision.of dual-language

'

B

,\ . R ) . . . e 4 . ~
-l B BN B B O e e
. . . ' G'

programs is still unStable and relatively undefined Yes\\conditions for

_focusing on the field of, supervision are far better today than they were fige

Y

-

yehrs ago. ,The‘additional years df research‘and field experience have- . .

. .
-

improved‘services'to bilingual classroom teachers and'paraprofessionals in ¥

terms of materlals, inservice, teaching methodology, teacher competencies,
and student language assessment. The fact that" these areas. have been -
.strengthened has paved the way for a clearer deiineation of the role of ’ -

supervision within the bilingual context o ' V _ | }

.

\ This work will not attempt to.deal with large numbers of socio-politicalv S
factors and'community‘cross-pressures which often affect the supervision of - SN

» Ve - . ’
- bilingual programs, nor will it focus on the:entjire scopé%%f general . .

)
-~

instructional supervisory competencies required to fulfill other supervisory jf"

_ tasks.* Instead, it is our goal to suggest a framework from,which’ theories,

. - .
A ‘

. .. ‘ . -
o . . A . "
. - . R
N i . . ) .

" *For a more - compréhensive list of supervisory 60mpetencies needed in

A bilingual programs refer to: 'Supervision of Imstruction in Bilingual
_ﬁ. ~Programs" by Leonard A. Valverde in Bilingual Education for Latinos, 1970: . .
II 4 74=T77,, L o -
L0 R N s . \
' o e~ N .
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' concepts, andvskillsEE%?\be define® for improving bilingual instruction in
/ ™ B (N ' o ' Ny

the "glinic" or classrpom‘setting” 'The'proposed'frameWorkfwill draw upon the

vbasic-principles of clinidal andvdevelopmental,super:}sio e supervision“
in this approach is field-based and can be'specifically-directed to super .
visors 'bilingual classroom teachers, and student teachers. This type of '

~*framework can offer practical solutions to those programs in the local S hooi

L]

vdistricts that have bilingual supervi§ors and. to 1nstitutions of higher
. » - )
education that are involved in'the training ‘and certification of*biIingual‘ |

student teachers, P _ L .

-

" The principles and procedures of clinical supe?vision can provide clarity

and specificity of ‘competencies, rqles, and responsibilities needed for

direct in—class supervision of the bilingual teacher or student teacher. o

4 If clinical supérvision is practiced in light of what ds cuniﬁgtly.known v C

regarding teacher concerng and teacher stages of development, it has the . 'E
. - . - ’ .' l
potent1al to. improve the’ quality of instruction which {is currently being i

*

ztﬁ"provided .to children of limited Englisgh proficiency. ' : : ;w

Ultimately, ' the goal of this work is to “encourage bilingual researchers

- VY

_and<educators al}ke, to use enlightened forms of human dnteraction for the
purpose of developing instructional leadership. o . ' .

. B - . - A
S o . . . )
Clinical and Developmental Sdpervision, in Bilingual Education T

A \ '

Y, Clinical supervision in bilingual education was f1rst suggested by

Valverde (1978) as-a possible mode for providing staff development within

the classroon, The clinical approach to supervising teachers - was developed !

\

in the 1960 s by Morris Cogan and a group of colleagues at Harvard University.

-

»

. Clinical supervision involves a five—step process that aims at helping the

(-4

'} teacher identify, and clarify problems, receive feedback data from the super

&

T L . | »

“n

. .
+ -
. ) .
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visor, and,dévelop solutions with the.help of, .the teacher. The'major %heory

¢ : -

and principles underlying clinical supervision.are described in-detgil in two

hooks:ﬁ Mhrris'COgan's Clinical Supervision!and Robert qudhammer's book,

entitled Clinical Supervision: Special Methods for Snﬁervision'of Teachers.
o > B D > T _

: ‘ » T -
- Goldhammer, -et. al. (1980) defined clinical™eupervision as that phase

of instructional Supervision which draws its data from‘first-hana observation

1

. ) N . I 9 i ' .
of actual teaching events and-kfcurring teaching patte{ns. It involves face-~".

to-face interaction between the'éupervisbr and - teacher in the ‘analysis of
teaching behaviors and'aCtivities for instructibnal improvement.

Clinical supervision more clearly defines, as well as prescribes-the

role of the teacher and supervisor ‘According to Goldhammer, et al. (1980),

the following nine characteristics or notions are generally &ssociated with®
‘e

- . » ‘w
[

clinical supervision; it: ., . .. o .

. ) » ) ) [
1. 1is a technology improving instruction..

-

2. 1is a deliberate int* ‘eﬁtion_into the instructional process.
3. is goal~oriented, comb
4, assumes a working relatitﬁi

-5."requires mutual trust, @?:

6. 1s systematic, yet requireé a flexible and contiguously changing
" methodology .- ¥
b

ndoo-

R )

7. creates productive tensiqn for bqidging the real)ideal" gap.

4

.8. assumes the supervisox knows more about 1nstruction and learn

‘than the teacher. . - _ . 5
9:-(reénires training for the supervisor. o "
‘ ¢ : . @ ‘ .
The ‘basic clinical supervision model described by Goldhammer consists of
~ : : o : _ >

- five stages'which comprise- the sequence of,superﬁision. ‘By applying this
_ A p el

-

sequente to varions mitually identiﬁieo instructional problems the teacher




- . «
- . [ . . .

- ’ . . . X I

kY and . supervisorqire involved in the ' cycle of superv151on., The sequence
. N

s " -, . "

consists of the following five stages: (l) pre—observation conference,

(2) observation, (3) analysis and strategy; - ¢4) sypervision conference, and
’

- A
(5) post~conference affalysis. . (See Appendix A "Clinﬂ’:l gupervision o

4 -

Cycle, An Overview. ) - » _ ’ o &

Cogan (1973)vadvised that any one of the steps “in the cycle may be

+

~altered or omitted ér néw proceduree instituted depending on the.nature

of the situation.or on the successful development of working relationships
r

between the superviSor and the teacher. agman (1983) warns that care

must be taken to ensure that the method ofg?anical supervik}on and' the,
[ 4

-

spirit with which it is.practiced does~not become rinualistic-or ‘mechanical

)
|

in nature. Most educators realize that no single appqoach to supervision .

- O’

.»j" ~ can address the myrﬁéﬁ of Jproblems that teachers face in t ei day—to—
day responsibilities If supervision is to be effective, the approach

must be flexible and sensitive to the ‘ever-changing conditions in the

. . . i
,classroom ) * . i

[ 7 ‘] )
Recently, studies by educators, (Loucks, 1978, 1980) interested in

supervision of adult le%rners have suggested adding tHe developmental

dimensio? to clinical supervision. Glié&man (1980), for example, believes

’

that it is- necessary to” consider specific stages of teachervdevelopment
+a

< before defining supervisory behavior. This view is supported by the pilot

-~

+

P 2

research studies done by Frances Fuller (1969) with beginning teachers and
\ . .
successful experienced teachers. These studies parallel Piaget's studies

o -
of development'in children. The Fuller research shows that the child

'development progression from egocentric to altruistic thinking reqapitil;

ulates itself when adults enter a new career. - Glickman illustrates in’ '

) . " . @ & ) ' .‘“ I3 ‘ S
. | - ‘ TR d l . . . .,:9 .
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Figure 1 how teacher levels of concerns. shift as they progress through the
three stages of, develppment along the Piagetian continuum~--~from self-

adequacy,to the classroom and finally to other students and teachers.’

Fuller (1969) noted that student teachers tended to”always remain at the

.

lower level of the developmental continuum, while the developmental stage of
;-

inservite teachers tended to range from one extreme to the other. Glickman

is careful to note that the stages illustrated hereare not all-inclus1ve

and that there is oftenvsome'overlap frofi one to the next, as well,as'a;

possibility of‘regressionAwhen obstacles become too great.

FIGURE 1. Simplified ‘Stages of. Teacher Development

Thought ° ' Egocentric — e —> Altruistic
:Concern Self Adequacy Classroom Other students & Teachers.
Stage R | SN & 1 v . III - ‘ ,

Glickman, 1980

- . ~

: According to Glickman,'classroom supervision can be more‘effective'when
“it is practiced with a developmental approach. He propbses'that supervisory"

%%hav1or .should match the developmental stage of the teacher. The nature of

vthe.activities that_occur within each of the stages of clinical supervision
have a set of purposes and possibilities which encourage "the supervisor to
incorporate strategies for matching<superv1sory behavior with the appropriate
tages of development of the teacher ~-As the supervisor progresses through
o,
is tailored to the in&tvidual teacher. AGenerally, supervisory,behavior can

be grouped into three somewhat simplified models, categorized as (1) directive,

-

ﬁII the stages in the c¢linical supervision cycle—-his or her superv1sory behavior

4(2) collaborative, ‘or (3) non-directive. The directive model proposés

~N . Vi ."9>..

. }-\
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ﬁuperv1sory behaviors that are almost -exclusively asserted by the'supervisor--

Enforcing standards of teacher competency by modeling, directing, and

!
. .

-

e measuring proficiency levels The collaborative model advocates'that the

_l‘fé i R
_{Qroles and responsibilities in the Supervisor/teacher relationship be based on

equality. Any change in the classro%m environment is mutually planned and

both teacher and supervisorpsharevin presenting, interacting, and evaluating
. . ’ , . o - S @

the outcomes. The'non-directive mgdel.suggests that"the supervisory behavior

- be of minimal influence~~a listener non-JungenEal clarifier and encourager

.of teacher decisions, Thus the supervisor decrEases or increases the degree
of influence based;on'the'teacher's own perception, thoughts, and concernsi\'
of his or her own competency : . |

kN '
Hall, Wallace, and Dossett (1973) applied the concept of teacher

- development and level of concern based on Fuller s (1969) earlier work to

.teachers involved in instructional innoyations They developed the.Concernsk

 Based Adoption Model (CBAM)‘which identified seven stages of concern about

' the innovations. (See Figure‘2) Dominguez;‘Tumner (1979;; and Acosta .

(1980) utilized these concepts with bilingual teachers. They administered

the stages of concern questionnaire SoCQ (See Appendix) to bilingual teachers

’

in various school districtsvin Texas. The purpose of their study was to
determine level of concern toward bilingual education and to determine the

relationship of selected variables to the type of concern expressed The

researchers wanted to establish the extent of the cgE:;tment of bilingual
d

program participants. This kind of information woul e helpful in

-

identifying the fype of staff development activities needed for bilingual

-

'program improvement. : . , %

10
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Stages of Concern
6 Refocusing

- .
5 Collaboratiom'

Conse€quence

w &

Management

PeFsonal

=N

Informational

Awareness

‘o

K Typical‘Expressions of Concern About the Innovation

" I have some ideas about something-that would work even 1

1 seem to be spending all my’ t1me getting material

How will using it affect me? '

FIGURE 2. Stages of Concern: .

i

A Expressions of Copcernb
better.

I am concerned about relating what & am doing with -
what other teachers are doing. '

How is my'use affecting students? ) ,

ready. @ ' .

1 would like to know more about it. : »

A\l

I «am not concerned about it (the innovation)
Loucks and Pratt, 1979

By understanding and analyzing the stages of teacher or student teacher

nature and degree of superv1sory.responsibility needed to better serve

. : # ) - :
individual needs of bilingual teachers or teaghers-to-be, instead of using a-

development, a bilingual supervisor or cooperating teacher can iﬁentify the

single uniform approach regardless ofilevel of development.

The'b}lingual teachers and practice teachers stage of development can

_ b:\determlned by using. the SoCQ 6§ by closely aﬁ%lyz1ng their own statements

of concern. Generally, at the beginning stages the developing bilingual

¥

4

teacher is charact%rized-by concerns for his or her own adequacy. The most

typical questions askéd at this sstage of development are largely, "What

-

should I teach’" "Gan I face the classroom tomorrow?" "What language do I

use to teach what subject?“ As bilingual teachers become more ‘secure in their

,.'\3

* competence, the question might shift.to, "How can my'teaching in the native

language and the target language be of increased benefit to LEP students?"

&

- At .this stage the;hilingual teacher would want to seek out better bilingual

i1
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materials\zgd utilize other dual-langdﬁge teaching strategies which could
P ,
. enhance the educational opportunit1es ‘of students with limited English
' )
proficiency. In the final" stage of deVelopment the bilingual teacher would

-

be more concerned with the school (or profession as 'a whole) ‘and would look

. . : PO ) ' ] P
. for answers to questions which would benefit the field of bilingual education.

—"Thus far, we have set fhe context for clfhical-development supervision

of inservice bilingual teachers and to some degree reference has been made to

1+~

. 1 - B
. . . - . ) ) .
. . . N
& . . L ’ - ' . .

clinical preservice bilingual teacher education. Robert Hughes, Jr (1982)
stresses thatfone cannot discuss the education of teachers without giving
‘some consideratio7 to_the.place and pldrpose of student teaching or;practice
teaching. Maxine Green (1982) describes practice teaching as a cornerstone'
of education and believes that the nature of student teaching must be further
e researthed since it has possibilities for affecting all of schooling. Hughes
(1982), in a report to a recent conference on student teaching stated “The'
task that emerges in student teaching seems to be one of establishing a
theoretical and empirical bas{s for making_decisions about what practice,
. o v .
evaluation, and strategies for supervision leadbto‘the'most competent

Y : : . )
teachers . d ‘ ‘ o b3

\
In a study by Theis-Sprinthall (1980), supervision of student teaching
is described as the most troublesome aspect of programs in teacher education

The study concluded that part of the difficulty in practice teaching seems .

P

to. derive from an inability to specify the supervisor's role. Etther the

Iy : 9
role is se global-—i e " general instructional supervision, or too specific--

i €., Supervision as individua&ized instruction, that it is most difficult

either theoretically or empirically to create a systematic supervisory mode ®

-

The'study further pointed out a need.for careful work with inservice

'~ cooperating teachers. This is perhaps one of the most significant findings

’
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of the Theis—Sprinthall Study : Sprinthall is currently conducting a first

»
-

attempt to systematically instruct cooperating teachers through a method

- designed to raise_the teachers developmental stage. More: solid research is

N

needed in defining the_responsibilities'and behavioral roles of cooperating

teachers 4s they assume supervisory ‘functions in the development of the
. . ) . , v , *
teacher-to~be. Cooperating teachers must realize.that the ‘student teacher

also develops in stages from (1) a depehdent observer‘to (2) a,guided

'apprentice and ultimately to (3) the practitioner who begins to initiate

instfuctional change. ‘p

-

The research studies which have been rev1ewed in this work amply support
the belief that the clinical-developmenta approach to,supervisionnis ..
appropriate for preservice and inserviCe teachers alike Likewise, in ,_‘
defining an approach or a model of instructional supervision for bilingual
programs, a dual model--the clinical developmental deel appears to be the
most appropriate‘since it provides a more holistic approach to supervisor/
teacher interaction. The dual model incorporates all of those specific
features which are sensitive to the developing teacher. Bilingual teachers-
and student teachers, like all teachers, are at various stages of development
in their career in:bilingual education. In Texas, for example,»the extent
of training which bilingual teachers have received can vary from the 30-clock-
hour institute for endorsement to a 24-hour university program where ‘
bilingual education has been selected as the aéea of specialization.
Experience often varies -from beginning teachers to 25 years or more in the
classroom.‘ The pergeived level of competence, concerns, and.seCUrity that
bilingual teachershpossess is largelvidependent on program and experience.‘
(Acosta, 1980) A\supervisory mod%l for bilingual education programs must be
flexible yet sufficiently structured to be comprehensive, A flekihle model

¥ PR
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would provide for all levels of teacher competency. ..In addition, a super-
» ‘ visory»modeflfor bilingual program must be'particularly directEd towardslthe

'-development of a bilingual teacher s competencies in relation to those

f competencies not mﬂﬁually exclusive to Bilingual education and- which in .
some cases may have been previously acquired by - each individual teacher. 1In
the State of Texag, the Texas Education Agency has designated 39 teacher
competencies (See. Appendix) within the following five areas: '(l) language“f~
linguistics, and content, (2) culture, (3) testing methods, (&) instructional -

methods and (5) instructional material usjtw " Teachers and supervisors in the

Texas Bilingual Programs must use this list of’competencies as criteria for
L .

. . .
Lo . - .
.
N N N - - .

-
v

,
) . N - —

improving_teacher performance since they are considered crucial to effective
. . v . AL . -
' N\ . - .
instruction'within a bilingual setting. The monitoring of bilingual progtam

implementation by the Texas Education Agency is condu\ted using a{/yggitoring

checklist" (See Appendix items lSA—E) which includes items from. the list

\

of competencies This checklist can be adapted and utilized by the local
school district-to help.the bilingual teacher and supervisor evaluate teacher
. performance and mutually define areaslof needed improvement during'the pre-

- observation cdhference of‘the clinical supervision.cycle;f Golub (1980)
<. - )
utilized a series of competency checklists for developing bilingual ‘
1"“-‘
competencies in the classroom. \ e ey */M
S o . . ' o . e

In summary, we beligve the litérature_thus far reviewed, and our‘own
experience with the problems of bilingual program\implementation makes a_

" ' compelling case for defining a framework for developing field—based bilirgual _ :

L

P
supervisory competencies. This framework should contain the essential elements -

from (l) theories o§-chang_f—for increasing skills- in&the dynamics of instruc—_

" tional improvement for increasing skills in group dynamics and for under-

v g

)

_ standing the principles of role identification, (2) clinical Supervision-—for

[ SR ’ B 14 . S -
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incfeasing the ability to communicate and conduct instructioqal conferences

between teacher or student teacher and supervisor' <(3) adult- le;rniggitheoryf-

o R .

for inéreasing the supervisqr's understanding of how teachers and propective

. /
. teachérs‘%éarn and how they apply their knowledge to the bilingual instructional{
' LA ’
setting, and finally, (4) ' the maJor aspects of effective instruction—-for in-

. i *

* creasing the bilingual‘teacher or stuant teacher's competency based on »

performance criteria. Conceptualization.and'application of these four areas X

‘through the 1nstructional team concept (ITC) with clearly defined roles, e~

.

lationships, and responsibilities would undoubtedly produce successful classroom

4n

instruction. (See Figure 3) Lo
g . v ‘ ' i

FIGURE 3. Essential Elements of Bilingunl Program Supcrvi:ion' .

THEORIES OF- CHANGE
Knowledge and skill in the
.dynamics of change; know-
ledge of group dynamics
and principles of role
identification

] {

CLINICAL SUPERVISION  _
 Knowledge pf clinical
supervision; ability to
commmicate and conduct
instructional conferences
‘appropriate to ths stage
R of tgacher dwdlopunt.

. pr £ ‘training in supar-
o bilingual programs

4

ADULT LEARNING THEORY

\ Knowledge of personality
development; knowledge of

how teachers learn; ability

to apply knowledge to

J bilingual classrooms -

ASPECTS OF EFFECTIVE

INSTRUCTION

Philosophy and theory of

bilingual education; - :

knowledge of bilingual - o - . . .

teacher competencies and . . - i

mqthodology to apply them | :

in the bllingual classroom | ° .

setting : : v’

‘.

N

h -‘
P

-
.

i

EFFECTIVE SUPERVISION

B T

SUCCESSFUL CLASSROOM ' -
INSTRUCTION :

L
{\
S\

The ma.;a/t canupta which have .influenced Zhe dqvw ent of this model come 6/wm
: Wilsey (1982]; Lucio and chuu (1979); and Valverde (1978). R

PAFulToxt Provided by ERIC
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Roles, Relationships, and Responsibilities

~

The success.of ah educational innovation is largely dependent on

~

programmatic design and direction for its implementation. Valverde (1978)

. -

noted ~that although these two functlions are traditionally_vested in the
. .'- H - -

v persons occupying the_leadership-positions in bilingual programs, the com;

piz7ncies‘of these individualsdhave‘never been clearly delineated. Valverde
ponded to the challenge by defining the responsibilities of two key .

1eadership roles-—the,school principal and the districtfbilingual‘program

. . 2. . . . .
director. This work will attempt to explore the major roles, relationships, .

and responsibilities of ithese -and other key individuals involved in.super-

vising the "clinical" aspects of bilingual teacher and student teacher training
. l

Conceptualization of the supervisor in bilingual education may be aided B

-

by understanding some of the basic tenets of role theory. Briefly, such

-

theory postulates that a school system is a miniature-s0ciety'in‘wﬁich admin-

istrators, supervisoss, teachers, and pupils represent positions or offices
. \

within the system.' Certain rights, duties and responsibilities are associated N

with each position The actions appropriate to the positions are defined as

roles. Lucio and McNeil (1979) emphasize that a r61e is linked with the

+

position not with the person :ho is temporarily occupying the position

-

,.According to them, supervision is itse1f a distrib?tive function which holders

A

of various positions discharge in different ways. They further explain that
at a general level there is a common dimension in the’ expected role behavior

of those who are supervisors regardless of their position in the‘school

,system's’organizational chart. This common'element is what defines the

nature of . supervision within a school . i -

In the context of bilingual progrgm implementation bilingual classroom

‘'supervision would involve the determination of‘ends to be sought,‘the design‘

16 :
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. odeual language instructional methods, procedures, and strategies for .

i

effecting the ends, and the assessment of results Therefore, the major
x "'~ ,

responsibilities of persons involved in bilingual supervis1on would'be to”

+

predict what consequences will follow from the introduction of the innovation

3

and to check results to see if predictions\come true. Eigure 4 illustrates
¢ ' >

the common dimension of bilingual program Supervision regardless of who holds

P

A ’ . ° —F .
that position. : L - . . (

\ s N : .
. . ) - . )

. FIGURE 4. Bilingual™ Supervision: A Dimension of Behavior

» - In Many Positions
‘ ) l\ : . .
L 7 . . B
1. To propose desirable ends or results to be attained -

2. To develop a dual language program-and define strategies, methods and
,,,procedures that promise to produce the results desired in the academic

‘achievement of LEP sStudents : " . y o "r .
3. To see whether the des1red and des1rable results actually are obtained . .'
from the procedures followed . . .
A A | . | . o o '; ' .
T, © Adapted from Lucio & McNeil, 1979 B R
l. \L | J/ l . { . l B . ’\L' . )
Teacher/ Cooperatdng - Bilingual IHE |, 4 Bilingual Principal
Student Teacher ~ Supervisor ~ Supervisor Director - .
Teacher ' ‘ : e A R -

Locio and Mogeil (l979) .also noted that defining the relationships among

‘persons fulfilling the supervisory roles or functions is perhaps mere - _, - .. L

important than searching for a common supervisory role, It is not expected

that all of the persons involved in the supervision of bilingual teachers S

N . - ‘ . 4.

 should perform the same supervisory job, instead, it is.ekpected that thev

. C L & : : '
understand that for the purpose of.meeting the educational needs of LEP =

students they must share common goals and objectives and relate to one another
. . ' L . ',- o N : .
within an instructional team(concept., . : .

-

20
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”principal, the IHE bilingual'supervisor; the.bilingual program director, the
» . ,

~ coop at1vely in developing systematic strategies for effecting instructional

 school practitioners has kept emergent'programs such' as bilingualoeducation

due'to the fact that universities hold the power for recommending the.
) 3 T - : . S

.
’

‘ -
’ ! . . AY
C ’ - : - . .
LI N i e ’ ' o s . 4 Lox
b ' 4 4 ~ ..\ E . . ' . N i - :
The lists of roles, relationships, and responsibilities for the persons. - . )
. . _ ‘ ./ . . - M . . . . . A.'
involved in bilingu}l supervision which are pxovided in this section were o~

4

developed by analyzing and synthesizing suggestibns and'recommendatiqes from
various gources (Bennie l972 Griffin 1982 Valverde 1979, 1980 Dull 1981

Cogan, 1973’ Goldhammer. 1980; Lucio and McNeil; 1979) .
LY

Since the development of teachers ultimately involves both Tocal school -

'districts and 1nstitutions of higher education (IHE' sp we must examine the  °

responsibilities of personnel in both of these s ctors—-among these are the -

© .

. . ° < . ‘ . - . »
district bilinguall supervisor, the cooperating teacher, the teacher, and the
- @ -
. . ‘ . L ) ] - .
student teacher. ' : . - : - ..

raditionally, universities and school districts have not worked

,
. e : e
¥ . . . . -

-~ ) . .
} _ .

innovations. The polarigation yetween university academicians and public
{ : : . . .
from being effectively implemented. In spite of divergent viewpodnts, the “}
public schools have historically sought leadership and consultative'services-

from universities in the area of staff-development; " Perhaps this is largely

~

certification of teachers. Nonetheless, both the‘IHE andlthe local district C.
have convergent interests in the preparation of. teachers and they must no |
join gogetherpin the development of instruftional leadership for directi o
effective bilingual classroom practices; The needAfor a valid and lasti g -
partnership is evident and should be sought by leaders from both instit tions.
Valverde (1978) suggests that individuals within the ‘local district ;

establish an instructional team concept (ITC) among staff'members working

: is | . ;23:3 ; ) ‘., VV _. : o

», -
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. ’szith innovativg Pr°83sQ§§, We suggest that in schools where bilingual studen;k

Va7

i~

u

teachers are being trained, the'instructional team concept must be expanded

. L * - )
~ e . . “

“to{inciude;persgpnel from the IHE. ‘- Most educators will agree that the roles, f é
. A : ’ o . P 7 . ‘L

’

r -
. o~

.

the network\of individuals.involved

. : t
likewise, have never heen clearly

'Lreiationships; and responsibilities fo
T v ! ’ . ‘ '
in training bi}ingual student teacher 5

- ® -

establlshed The“e persons must also perceive and work from the,instruc-

tional team toncept which structures role relations on a functional basis

‘ o, :

_Father than qn ‘the traditional decision By/decree whichyis.typically practiced '1~*

nal charts and traditional job descriptiqnsi The instruc-
N X ‘ : .

P2 hd
N -
©a

with organiz

e . . »

—

quality involvemen _ :
. S R -
_ model strpulates that dec1sion‘making and responsiblities .

9

ccording to student needs, rather than on the authority
- . A

Bestowed in hierarchical positionsu Persons operaflng within the ITC would .

fValv rde's

o,

'should‘he designated

]

il BN NN BN .

‘not perceive decisions as flowing from top down, since there is no top*

Coﬁmunicatfbn in the ITC ;lows within and across those individuals involved

’

in the team. The;interacti n among team members would require themvaf times

. . N N
"to be leaders, otherxfimes followers, SOme¢ times influentials, and at other -

. P ) \
. occasions minor players.'* \@

<

IHE Supervisor: Major Roles, Relationships, and Responsibilities

el

3 In situations where unjversities have the opportunity to work with the

. T e - . . ' ‘ T, ,,,f.;n‘ v ’ v . v B
local school districts in training bilingual teachers, the university

o »

-

Tk

: ~ _

"*Additional information on the rationale and benefits of ITC can be found in
Valverde's ''Supervision of Instruction in Bilingual Programs.' Bilingual
Education for Latinos. Washington, D.C.: ASCD, 1980. !

r
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T i .
supervisotr should make ev,éry effort td,provide the leadership for initiating ' '

»a’ET;nipalqdevelopmental model of supervisioﬂT\ The major princioles of this
. & h ! - .

{ : . o ! . ’ ‘ .
model can be introduced by the IHE supervisor to the dooperating teacher and

o

N

RS

shared with the caﬁpus,snperVisor and the building principal. For school
. L] . :

distritts thatare not involved with the university in training student
T _ . : —

teachers, the principles of clinieal-developmental supervision could be . ©
introduced by a qualified administrator,-supervisor,‘or eonsnltant who has'

hknoWiedgevand training in this' realm offinstrUctfbnal Supervision.‘;
" The notion’that thesclassroom teacher is the most influential person in .
the determination of the kind of teacher that the student teacher will,becone

is supported by various educitors (Blanco, 1977; Golub, 1980; Griffin, fb&z;

~ Bennie, 1972). These.educagsrs advocate that the college supervisor may well
v SR : S - R .
devote more time working with the cooperating teacher, rather than with the
. . . ( v.‘. . .

.

" student teacher. Since more than Bﬁé person is. responsible ﬁor‘guiding the

0y

student teacher, problems often arise in the area of student teacher evalua-

tion. These problems stem from the dlfferlng status relationships W1thin

local school ¢istricts and" inst1tutions of higher educatlon. Ihe best W
»
ﬂ . . . - B

resolve‘these role conflncts is for the IHE superisor and the\EOoperati g

. . . ) . Jisis
teacher to function as a team. JE/the team approach, they can work out- proai‘

N St
o,
N . oo
- e . . . ~ L . . e
. P - .

.
,
-: - - -“

1

student t@acher.
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' generation of teachers.of LEP

-
L]

% Y
. . : ~N .
1. work with LEA personnel on establishing goals for administration of
- the student teaching program. )

Al

2., cooperate with LEA in formulating roles and responsibilities of the

o F

instructional team members . ) .

3. participate in the decision making process during the review of e
selectton process for c00perating teachees and assignments of student
teachers and ensure that specific ériteria is followed. s"

. & 4. assist district personnel in administering questionnaires to
'+ - determine student teacher and cooperating teacher competency, ievelop-
mental stage, level of teacher: concern and personality : .

b p

. 4 '
5. appraise student teacher and cooperating ‘teacher characteristics at
entry leVel » <L .. SN
6. introduce the concept of clinical—developmental supervision to campus
- e principal, campus supervisor, ‘coopérating teachers and student
teachers ;T : :

‘ P . . :
R : x Lo . - . . . .

7. model the use of clinical—developmental Supervisory steps and allow
.the cooperating teacher to-observe the clinical .cycle while working

with the bilingual studént teacher to develop a particular competency.'

8. conference with other school personnel (principal director of
1nstruction, supervisors, etc. ) -

a

9. conference with the cooperating&teacher to work, out shared proceduresr
yand standards for evaluating teacher compeﬁbncy

’

10. provide’fonsultative services through regular inservice training
't
© 11. asses the performance of th Student teaching training program and
 plan experience with school district personnel that will lead to
greater understanding and improvement of teaching. g
12. coordinate between university and public schools through the IHE
‘ director of student teaching. -

Y

Cooperati g Teacher. Major Roles, Relationships, and Responsibilities

This year more ‘bilingual teachers throughout the country will be called '

«

upon to perform maJor roles jgﬁ the professional education of the new //:

'tudents, as well as to help fellow inservice

teachers. -Knownfby such names cooperating, supervisory, or master -

‘<hilingualateachers, theyvsupply‘novices with the experience necessary -

~ . . 21
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+clinical experiences of the prospective teacher as h% or she‘progresse§ //
. 0
) 14

- addition to being an experienced person who possesses the competenci

o b .
 functioning in a hjigher stage of development.

I A -

.

.

Y -

the key‘role in the developmtnt of the student teacher.‘ It is the-coope ating

% +*

teacher who provides the d%?‘to—day assistance and supervision Qf he

¢ . \

, S i
within the pre—teaching and early teaching stages.f ; v o K

-

“a T : P .
. . ra R X o . .
In the contéxt of bilinguaI'classrooms'the cooperating-teaCher }n/ R

- -

required for effective bilingual instruction must also be traiped 2; the:

4 . ° . /_.,

dynamics‘of:supervision. i

’ ' . ‘L-”.

y role are intensive, 'personal,

=,

. .. B ’ L} - . .
. ’
. . . . o . .

-

-

The functions involved 1n this supervis

‘and highly individualized and demaﬂa skill motivation intelligence and ' g

L

emotional-stability. All competent teachsrs are not automatically good -

+

C

supervising teachers. The skills necessary for teaching elementarybor even
L A . o ' -
secondary school students are not identical with those needed’in teaching

v !

a prospective teacher, or those needed in providing.demonstrations, analysis,

P

and evaluation of the_teaching act itseif. In orderato provide proper
‘ . : . % :

training for a_teacher—to—be, the bilingual cooperating_teacher needs to be
. § . Ce S
The concern. ’level of the -

cooperating_bilingual-teacher_should-be well beyond all-the vague'unéef&ain— i\&

S ' : .. i
- ties of managing oneself injgég classroom. The cooperating teacher should
. . . . '. Vv g N . i -/ .
be secure in his or her own professional role, or it will weaken the -

Fl

relationship which must exist during the critical stages,when'the'student

A 2N
- ; . e .
T

. Nn : . _ . o
Bennie (1972) states that colleges and universities preéfer cooperating
< ) l. N A,‘
teachers that are altruistic enough to want to_wori with student teachers, who

teacher begins to acquire the teacher role.

feel a professional duty involved and who -thoroughly enjoy such assignnents as

26
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" teacher are: . o “
: "t ’

—_—

cooperating teachers.
When a student teacher‘is.placed in a designated bilingual classroom and

is asked to participate as a member of an instructional team practicing the

principles of clinical}developmental supervision, the quality of the practice.

el

teaching is increased, It is through this unﬁiue-cooperative effort ofv
training bilingual teachers that the goals of bilingual*education andmthee.

improvement of bilingual programs may be further realized The presence of, an

apprent;?ﬁh ﬁha.classroom’r@sults in an- indirect self-evaluation and self-

improvement of all the members o@ the instructional team : Indeed the,coop-

-

erating teacher must be a competent bilingual individual, practitioner, and -

‘field researcher with skills in supervision’as well as in public relations;

The major competencies needed to fulfill the role of?the cooperatingi

s
i

", 1. undérstand the characteristics of bilingual instruction and seek to
improve personal competencies while working with the student
‘teacher.

2. work with the members ‘of the iﬂstructional team on establishing
goals for the administration, operation, and evaluation -of the
student ‘teaching program. -

3. confer with the university Supervisor regarding the observation
and evaluation of the student teacher.
R :
4. assist the student teacher in planning activitiles which will
' provide the opportunities for the prospective teacher to gradually
experience greater responsibility and complexity of the teaching
task , .

-~

5. serve as a model for the student teacher.

6. >provide the student teacher with information basic to the °
adjustment to the class and school.

7. dimplement principles of clinical-developmental supervision.

8. ‘superyise all clinjical experiences_of’the studentvgeacher. o
' . o o : S

9. confer with the student teacher in regards to the progress-being
made . e : c ' »




10. meet periodically with other teachers in the school or school
system to openly discuss problems and strategies for solutions

Bilingual'Student Teacher: Major Roles, Relationships and Responsibi-
lities , , : . .

¢ .

L

The student teaching experience is the culmination of education and

| B L . N . .4' . - L : j

training for the prospectjve bilingual teacher.' The potential value of the

practice teaching experience has seldom been questioned. Within a clinical- .-

developmental approach for supervising bilingual student teachers,‘the'

experience appears even more valuable as the developmental stages of the ‘

student teacher and the-corresponding supervidory behavior within,the

Eclinical cycle are combined to create a harmonious’ interaction among IHE and

| .~ LEA personnel interested in improving the student teaching program., '

| Regardless of the time required~by the. IHE for the student teaching

« l_exPerience, the student teaching‘program is usually divided in§g~three major

stages uhich provide for'gradually experiencing‘greater responsibility and

complexity of the bilingual teaching tasks These ph;ses define the role of

the student teacher as one of observer (role identificatioﬁ‘phase),

apprentice (role induction phase), and pragtitioner (role assumption phase).

(Elementary Student Teaching Handbook, UTEP)
~ S - . ' : .
As the student teacher progresses through the student teaching experience,

[

he or she passes through a series of developmental‘stages of teaching — .
effectiveness which also parallel the student's stages of concern. An
- . . - . " . e h
o ~ awareness of the developmental stages and concerns is helpful ‘to.those THE
N , » . :

and LEA team members with supervisory_responsibilities. This awareness

e les the 1nstructional team to establish a program which facilitates the _ ﬁ}w

student teacher s development

No dspect of the studgnt teaching experience is more critical for success

+
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than that of establishing a special team relationship among the IHE supervi— -

sor, the bilingual cooperating teacher, and the student teacher. Cooperative

planning, feedback, and encouragement are necessary elements which foster

this type of relationship. These elements are inherent in the clinical—
developmental approach to supervision |

By following the principles of clinical developmental suPervision the
members of the instructional team are able to share in the responsibility of

A}

assisting the student teacher in acquiring, maintaining, and . improving the

- matrix competencies needed to function effectively as & bilingual teacher

This unique opportunity for interaction between the IHE and LEA personnel has
the potential for improving supervisory practices and effectively institu—

Rionalizing bilingual programs., -
The major competencies\qeeded to fulfill the role of bilingual student

- teacher are;

]
' .

‘1. recognize ‘and respect the position of the cooperating teacher and
assume responsibilities mutually agreed with the cooperating teacher.

2. maintain an active interest in the support:of the policies and
activitdes of the whole school in order to be a constructive force,
for the growth and betterment of LEP students, the school, and
himself or herself. ,

3. .work on a day-to-day basis with the cooperating teacher to discuss
" and plan the instructional program.

4, ~plan'and teach lessons incorporating feedback received during the
~ conference cycle of clinical supervision

5. meet with the university SUPGfViSon» and principal te discuss the
student teaching obj ectives :

)

6. attend university seminars.

7. attend meetings that the cooperating teacher attends according to
building policy

8. denonstrate mastery of ‘the matrix competencies for bilingual
insfruction.

'25 . ,




9. ‘hold conferences with the‘cooperating teacher and college supervisor."

£

10. discuss the final evaluation with the cooperating teacher and the
college superv1sor. S _ S ‘

C S & N practiCe‘the principles»of_elinicalfdevelopmental supervision.

LEA Biling;al Pro ogram Director: Major Roles, Relationships; and Respon-
sibilities ~ ' . o

~

The bilingual program director is involved in the.overall adminiStration

of the bilingual program in the local school district. The major responsibili—
¥
‘ties in. thlS role require a variety of administrative duties. However,

instructional supervision is also a major responsibility of tne bilingual o
director. The bilingual‘director must structure-and monitor the entire |
organizdtion of the‘bilingual program using input from principals, teachers,
and,supervisors'so that information and-procedures are specified and made
concrete prior to implementation. . A .

In the larger districts-the director may have a staff“of”supervisors, while
in a‘small distrfct the director.may need to.also function as a clinicall
supervisor of classroom'teachers. Informal interviews with program &irectors

". .‘in over forty schoolldistricts in South Texas revealed tﬂat;i;)creates a (
severe~ﬁardship on the_oilingual program when the bilingual director has to
also supervise the classroom teacner.‘ |

In schools that participate in student teaching programs, the bilingual .
‘director’would also need to be involved in coordinating&student teacher
,activit es. , he opportunity to‘participate in a.student'teahhing'program :

\N;;ere the IHE supervisor uses the clinical—developmental approach, fould be R
- of great benefit to the bilingual director.‘ By acquiring the knowledge and .
skills of a clinical~supervisor; the quality of the.instructional.program_ _

.
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would be greatly improved. Many school districts, however, do- not enjoy the

- opportunity of student teacher 'training. Consequently, the bilingualv

'director might not be involved with, IHE personnel trained in clinical-

R

developmental supervision and therefore, would need to employ a consultant or.

an administrator trained to.provide assistance in implementingjthis'approach,

Valverde cites other responsibilities of the bilingual director that

“

extend beyond clinjcal supervision. For a comprehensive list of the:adminis~

‘trative and supervisory dutjes of the bilingual director our recommended

. list might be added to a list such-as the oneJValverde suggested

The major competencies needed to fulfill the role of bilingual program

director are:’ . . -
1. work with the IHE ang/ofﬁgr‘tﬂé personnel“on establishing goals for
administration, operdtion, and' evaluation of the student teaching
-program. ' '

2. assist in committee selection of program teachers, teacher aides,
and assignment of student teachers to cooperating teachers when
applicable. '

3. provide training or hire cons ltants to provide training for
improving clinical~developmental supervisory competencies of ‘teaching
personnel particularly to the bilingual supervisors. and, if
applicable, to the cooperating teacher.

4, require evidence. from supervisors in charge of the bilingual program'
. that observation, feedback, and analysis of teaching is being

systematically conducted '

5. identify program evaluation procedures and evaluate supervisory and
instructional personnel

6. \require supervisors and teachers to evaluate the quality and
_effectiveness of bilingual matersals

~J
.

provide timely disbursement of program monies to purchase materials
and equipment.

8. 'coordinate meetings'with supervisors, teachers, and subject matter
specialists in order to discuss teacher training requirements and
procedures.

' . { ) N )

9. provide for the teachers' release time from instructional duties
for inservice training.

.
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.descriptive. It might be wiser not to consider supervisor" as a title,

~ to keep the school running.

. the operation of the logic-tight compartments of Xine and staff or authority

"and influence. In the implementation of bilingual programs, supervisors are

P

10. develop procedures to involve teachers in the decision making
. process during the implementation of the bilingua]g program

= ) : : T e
ll;v_attend training sess?%ns in order to understand more about the '
/pxential problems which bilingual teachers may encounter. @
) Y
12, provide meetings for principals, teachers and supervisors to
review program progress and to identify and solve problems. (These

should be planned, scheduled and documented) - — R '

‘l.
'.‘

¢

l3.*:periodically distribute a newsletter throughout the. school system
- describing the progress of the bilingual- program '
. .
14 1fmho supervisors are available, provide elinical supervision to
( teachers. . : .- » : . S

The Bilingual Supervisor: Major Roles, Relationships and Responsibilities

1

Perhaps the most complex'role'in a school is that of supervisor. Super= .
visors are responsible for so many areas of seryice that the title is hardly
but as a specialized Job that requires specialized training--since supervisors

must contribute to any areauof the school program or.to any=service required

- -

)

ST e
A

[

,In tfe field of bilingual'education the supervisor is primarily respon-

sible ¥Tor providing in-class support to classroom teachers. The bilingual

. . . ..

supervisor's role is basically that of resource leader ' The superv1sor

should provide expertise to support program development along with neéded
information and practical experiences for professional improvement ‘of the

teachers he or she supervises. In addition to supervisory functions, the

L]

2 Y .
a .

supervisor is also involved in:general administrative functions.. Lucio and

McNeil  (1979) noted that conditions in school ‘situations do not always permit

sometimes delegated authority and held responsible for results. They must:.

32 -
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therefore, hold others responsible'for carrying out instruations.

The bilingualvsupervisor must estaBlish'a_specialfprofessional relationj
ship with the classroom teacher.

Wlationship patterns between supervisors and/;ekfhers.“ The.najor ones are

~

2.

6.

In the clinical—developmental mode, the colleague relationship predom-

inates.

]
1

supervisor is privileged:and-confidential;

of the teacher's performance be given to the administration unless it is

the resources have been exhausted by the supérvisor. to remove the problems{
Adherence to confidentiality and the ideals of profeesionalism.willvreduce
teachér—supervisor anxiety and energies\can be foéused on the learning needs

of«%fudents through their mutual professional. development

1.

_.as‘follows:

the ‘teachet-student relationship

the counselor—client relaéionship
T )

Yoo . .
' the superior-subordinate relationship

v

\

éogan'(l973) describe;;a variety of

&

the supervisor‘as_evaluator‘and rater

the "helping relationship"‘in‘supervision

Instructional change is determined through mutual agreemént and

: mutuaI/trust between professionals

]

qommunication between the teacher and

\

feared that the teacher pouses a threat to the welfare of the students and all =

clinical supervision as colleagueship

It is recommended that no réports

n

>

Sy

The major

competencies needed to fulfill the role of bilingual supervisor are:

1.

provide evidence of the innovation s appropriateness relative
to the- school's goals. :

values that are obstaclesﬂto the change.

o

.
work within the instructional team for proper selection of program
teachers, teacher aides, and assignment of student teachers to

‘cooperating teachers when applicable.

29 .
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. provide activities,designed to deal with existing attitudes and




4; assist the staff at the local campus lev@l in planning and implemen—
ting the bil}ngual program .

5. cooperates with the principdl and his staf£ in idendgfying and
' solving instructional problems related to coordination of regular

and bilingual programs. 9

‘ 6. provide leadership over procedures for bilingual program evaluation

7. develop a well-organized insefvice.education program relative to
the innovation for participating staff.
8. assists the school staff in the/dTagnosing’ of ‘the needs of LEP
- students, interpreting assessment instruments, and utilizing
- results for identification and placement.
9., assist in the evaluation and selection of in#tructidnal programs,
-materials, and equipment with regard to supporting. the bilingual
program._ A . .
10. review any hardware and software carefully with teachers during
inservice programs so that teacher acceptance is not jeopardized
" by ambiguities in how to use various parts of the program

11, focus 1nteraction with teachers on specific instructional strategies,

' demonstration teaching, content questions, etc., using principles.
of clinical-developmental supervision. :

12. cooperate with administrators and teachersg in formulating roles and _-

responsibilities for team members ‘as well as for any . outside >
consultants

13. provide sound estimates of financial and staffing requirements and
reasonable projections of future program costs.: :

14, 1nteract effectively with students to. promote a pos1tive school
"o image.. '

15. promote positive community relations through effective dissemination o

' of information _ o
16. perform other duties and functions as needed for the effective
operation of the bilingual program.

Bil;;guaf Teacher: Major Roles, ‘Relationships, and Respongibilities

-The major role of the bilingual teacher is that of developer,:practi—

tioner, and field researcher. The teacher must provide input'%nd feedback -

- b -

-about the bilingual program, the sgpdents, and his or her own performance at

v
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‘statutes. and standards of regulatory agen¢ies and in accordance with

every step of implementing the innovation.

The continued.aévelopment and refinement of teacher competencies is -
o &

crucial to the implementation and 1nstitutionalization of emerging programs

such as bilingual education. In addition to basic teaching competencies,v

/

- -

bilingual teachers must receive special training to meet the linguistic,“.

cultural and pedagogical needs of the LEP student. Cogan -(1973) notes that ;

in the'implementation of innovative programs, teachers must also be given

»’enOugh expert help to‘make such innovations "stick " He suggests that o

v clinical supervision can facilitate innovative program implementation and

that the competenctes required can be systematically and mutually developed

‘aéd\evaluated through the.cycle'of'clinical supervision.-

' The bilinguél teacher needs a relationship of . continuing support from

his or her colleagues, particularly the b11ingual supervisor and the principal.
v

*Ultimately, the role of the b11ingual teacher in responding ‘to the

unique needs of limited English speaking students, is to interact effebtively

with each component of ghe educational setting within_the framework of the

philosophy and objectives established by Board policy, consistent with

administrative regulations and procedures, to create an educational envigBn-
ment’whigh'is conducive to' learning and whichrprovides opportunities,'
. . . - oL ~

strengthens areas of wedkness, and extends positive values to each facet

.

" . . . . . -

- of life. - - . R

The major competencies needed to fulfill the role of bilingualLteacher
are:

1. understand the characteristics of bilingual education.

2. study carefully the theory -and philosophy of bilingual educatioﬂfai
/ N ‘ b




. . 3.  make ideas known on, howrto develop and st:reng'then the communication | , l
' AT, . process and on how to'smoothly install,the,innovation. : - .
R 4. describe preferences and" attitudes toward the proposed innovation in~’ _
an open,. direct, and honest manner. : l
4 ’ . .
" 5, communicate questions: and concerns to the appropriafe ‘members of L
o the instructional team. - : o L l
- ' 6. wse administrators and supervisors as résource helpers in meeting -
o needs resulting from the innovation. - ‘ : . l
7. ‘work with the principal and supervisory staff in identifying and ’ N
solving problems related to LEP students. ” ’ l
) » i ‘ . -
8. be available for feedback sessions. = -
‘ 9. administer and analyze oral language proficiency tests to identify ! . ‘
LEP students. _ _ L S ~ . o P g
o 10. - #iagnose and assess student needs with regard‘to the instructional - 'l|
goals and objectives. ' ' : ' : ' o ?
¥ ‘ ' ’ ’

11. utilize teaching technique; ‘and cla’ssroom strategies to accommodate
: ‘the  various learning styles d modes of LEP students.
- . . D . . \ a A
- 12. group students' in reference to language proficiency and level of
cognitive development. o . - -

-

13. teach subject matter in the student's first and second -language.

14.- assist in the selection of programs, equipment and. materials
to " meet student needs. :

15. in[teract with students to promote a positive school image to 5
enhance the teaching-learning process. B

A

|

16. - cooperate with other ‘teachers in planning and implement.ing the . .
instructional program for the students’ assigned to him _ : ‘
|

|

|

i

. »

17. supervise. paraprofes ionals, aides, and volunt)a/ers assigned to his
¢lassroom.. ' _ » _ -

‘

18. perform effectively assignments relating to reco,rd keeping, reporting,v_ -
- ‘and textbook accounting .

19. promote positive community relations through eFfective communication
: and involvement of parents and community members.. : —_— :

&
. g
S - ~e " . X

20. after the innovation is implemented, meet periodically With other
teachers in the school system to openly discuss role problems and
strategiﬁs for solutions.

o o 32
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improve the quality of life of each'individual within the school (Roe l980).

“ tion and its application and 3) ~ formal training in administering and-

! : ’

ﬁ:21. give the bilingual program a fair chance for success by teaching in
' the recommended manner. -

22, visit teachers in other schools using ‘bilingual .education to leamn
~  what new, roles and respons1bilities are required for more
effective implementation :

23. use feedback gained tﬁroughrthe clinical supervisory cycle for.

. continued. improvement in the process of developing the required - v

‘bilingual teaching competencies . A ) .f
264 perform other duties and functions as needed for effective bilingual
' program operation. . . . ‘
Principal' MAJOI Rol®s, Relationships, and Respons1bilities “- ) g~—-_;g )

" An important function of the principal is to exert dynamic leadership to

N

Basic. to this improvement is the development, implementation and institutiona— ’

lization of emerging 1nstructional programs such as bilingual education with
S . /@ﬁ

the potential of improv1ng instruction for the LEP child. As the inStructional

_leader of the school, 'the principal plays a key leadership role in coordinating

: the knowledge and abf!ities of all personnel within the school’ as well -as

in rev1ew1ng the evidence about how well each oé/the individuals is or is not =’

suceeding“with pupils
In addition to leadershi killg and being knowledgeable in the dynamics

of change, Valverde (1978) states that in order for a principal to be effective

o

in implementing and insitutionaliZing emerging programs, a principal must

also posSess some basic qualities and skills similar to those required of .a
\
bilingual\teacher. Among the qualities identified by Valverde are-l) a

genuine sensitivity toward the culture(s) carried by the students, 2) a

thorough knowledge of the*Bhilosophy and theory concerning bicultural educa-
\ .'v‘\’. L { . »

supervising bilingual programs. A knowledge of clinicaledevelopmental

- 33.
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institutionalize this t}pe of supervision.

-

The° principal must be willing to practice his or her leade

within thevinstructional team concept (ITC). As a member of the

vision. Information on the legal theoretical, psychological
. ¥

foundations ofvbilingualreducation, for example may be provided

-
,

supervisor; Information on. program implementation,' scheduling
v, . - F 2 i . * . v/'

expertise in the supervision of.bilingual programs may “be providﬁﬂf

~

W
school district supervisor and/or program director. The princi

. team members as he provides input necessary to maintain balance ;

‘in the ITC shares his leadershlp and administrative kriowledg

. .

tional'emphasis. < . "

Together with osher team members the principal can evaluate thejjist

*

teaching program. A : - . - ' .ﬁg

‘/f_Erequently, the pr1DCipal’takes an active part, in the sup b 4

particularly in smaller schools . Through visitations and conff

B

g 5

she is able to exercise the same relaﬁiqgshlp with bilingual t

a4

exist with regular faculty members. The major role of the pX:

implementing the bilingual_program, is that of liaison, clarié

4

I

|

supporter: The  principal should monitor communication channe]
personnel. He'or ShT is,also‘tne_primary school agent for hav

:l

3%,

e

rsh;

e I3j '

bf :
’ .."'
p}f.operating

ol Conionay
gﬁ,the other

»f,instrub—
1 .

isory process,

:ences ‘he or

g.
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~ available when they. are needed. . ' > : ' T -

RS v - .
. 4 S ) ’ s ]
’ .Nll in all, the principalis.’reSponsible_ for utilizing his or her ‘

: : i ST e : " - .
lead®rship, supervisory, and admiglistrative slfi/l_ls in ma'naging his.assigned

»

school in order to promot? t'he educatg.onal .developmentr of each student. The

pr1nc1pal'is responsible for planning ‘and implementing the total mstructional
%

.o

: program for his assigned school. . The principal. hasr’responsibility for the

'overall admmistration of the sc\\ol, coordinating non-mstructional activi- o <
ties and services _as a sup_p‘ort to the instructional p_rogram. S B
The'major compéq_xenci-es needed to fulfill the role of the principal le* .
: @
1. understand 'the c’haracteristics of bilingual education. :
2.. assess teachers attitudes, mo%le, and preferen[:\es befor&e imple- _ . _
mentation of‘*the b11ingual program. & . - o
3. design a system:;s: By| which differlng views of teachers, specialists,
etc., may be commt ated and reconciled prior to implementation. , :
J
4, develop with tedechers proposed procedures for gathering evaluative
data and for obtaining periodic feedhack on . the innovation. '
© 5. design procedures for obtaining teacher input on the tasks to be
performed by consultants. s .
6. set early delivery dates for _any hardware and-‘ software.' T s
7. make sure a sufficient amoudt of necessary materials and- supplies 7 e,
~ are available in the classrodbm before implementation of the
, program begins. Ty ' :

8. develop plans for teacher tra1ning about what to do and expect .
during the early stages of the program. :

9. attend tra1n1ng ‘sessTons in order to better support the teachers.

. \ : L. .. .' o -

10. initiate periodic meetings to develop solutions, to “afiy problehs.
b

‘11. assure that parents are knowledgeable concernirbg the&p\\ gram. 3,,"

12, assure that teachers get ‘the recognition they deserve for their work
in the bilingu?bl program L '
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For principals participating in a bilingual student teaching program,

‘the following responsibilities may also be necessary:

. , .

, 13. - assist in screening potential cooperating teachers which meet ‘the
criteria set forth by.the university and school district and'assist
in* setting up procednresofor the1r continued selection. S A

L . g - .

“

. . . .
. c . f - X ] :
k o Lt . . 3 . . Lo . v B Lo

‘14, participate in the orientation of the student teachers and
cooperating teachers assigned to his building. ' =

-~ .

L ¥

~

'i, 15. ‘undertake in-servige education programs which will enable his
£ faculty to do the supervisory, job expected of it. ‘

16. act as an adv1sor to the cooperating teacher and student teacher = ..

and some cases, if problems arise, serve as mediator.
| 2 s S
7. occassionally analyze strategies being used in clinical—developmental
superV1sion. ‘ N o ) . . -

18. evaluate the quality of conferencing that ig taking place, between .
cooperating teacher and student teacher and at times become part A
.of that process to make sure it is taking place.- . : o
. ; P : B
19. assist in arranging for an exchange of ideas among public school-
" personnel ang, college faculty to ensure that the student teaching
program will be one of continuous improvement with an ever increasing

quality of teachers being*produced

20. acquaint student teachers with school philosophy, procedures and
personnel, . : . .

~ . - ¢

»
.

;The Framework of Clinical—Developmental Supervision as: a/System for: Building e
Instructional Leadership Competencies in Bilingual Education Programs ’

Few educators have advocated the exploration and development of the

1

leadership sectoﬁ,of bilingual programs. .ConSequently, the leadership

Lm

. qomponent has lagged behind as .the instructional component movedvaheadiin

the development of teaching.competencies:
» ]

A system for building instructional 1eadership and supervisory competen- o

cies must be established if bilingual p/Pgrams are to be effectively

implemented Establishing such a system requires..u; . ”riﬁi'
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1. a collaborative effort among a network of people within the IHE and
the LEA, '

2. 8vredefinition of the existing approaches to supervision \f both
preservice and inservice bilingual teacher training, '

3. that the initiative for making the system operatiomal be forthcoming
- from both institutions, and -

4, that proceduresk}am monitoring and evaluating the performance of bilin—
gual supervisors and teachers be specified.

Figure 5 provides a comprehensive overview of the.proposed theoretical

framework for a more systematic approach to the development of supervisory

and instructional competencies. in the context of bilingual programs

e

Cooperative Action:- ITC o v .
The instructional team concept (IIC) iszthefmechanism.for instructional
change through cooperative effort. Innovati ns such as bilingual education,

require that aI{ of the individuals involved in the training of bilingual

. w® . . N .

personnel possess a common understanding of bilingual program goals ‘The ITC
serves as a forum within which team members from the IHE and LEA who are
responsible for 1nstruction and supervision of preservice and inservice . . ‘v ‘
bilingual teacher'training programs can work cooperativelvftowards these -
" goals. | » o _ ' . S | e
The ITC replaces the traditional leadership ‘roles practiced by

administrators and supervisors alike It requires that roles, relation-
ships, and responsibilities be clearly delineated on a functional basis
rather-than‘on administrative hierarchies. Cooperative effort,‘joint
decision’making, mutual‘support and’communication-are~the basic principles

-which undergird the instructional-team concept.




A%

Knowledge Matrix
‘Teacher/Supervisory
Compatencies

.Langhlge.
Linguiatica, -
Content

.Cu} ture
.Teating Methoda

.Inpiructionll
Methoda

.Inatructional
Materials Use

ITEA, 1982

—

teacher

competency

—>

level

expressed
. in terms

»

of

——————FIGURE O - Thaeoretical Framework for the Supervision of Bilingual Teachers & Student Teachers: A Cc p

Teacher/Student Teacher Developmental Stage -
; and Level of Concern

—
[}

henaive Overview

Level of Supervisory Behavior

Teacher/Student
Teacher Concarns

Teacher
Thiought
Continuum

Stages of
Practice
Teaching

Supervisory
Model

Predominant
Supervisory
Behaviora

Supervisory
Behavior
Continuum

4 Behaviora |

Altr?facic Other Studentas

and Teachera
(Initiative)

ciillroo-
(Guided
Exploration)

N

Self~Adequacy
(Dependency)

Egocent;ic

{naequence
nagement

Level
of
Concern

Refocusing

" Practitioner

Collaboration

> Nondirective

Apprentice

eraonal
Informational

obnerverf
Awsteneas -

‘4 CQIIiborltive

liltening
Clarifying ~>

lEngouraging,

Interacting .

{%relenting

Counteracting

> Directiva

T=Haximum Teacher Responaibilily §
Lt=Minimum Teacher Ru%mibw/ty {

or Deciaiol
or Decisdo

S=Maximum Supervisony Responsibils

ity fon Decisdions

S=Mindmum Supervisory Reaponsibility for Decisions

Modeling
Directing
Messuring .

.r‘rl

4

Cycle of Clinical Supervision

oat-conference Preobaexvation

..

Anslysis : Stage 1

Stage 5

Superviaion : Ob
Conference

Stage 4

Analysis
. and

Strategy
Stage 3

servation
Stage 2

i

The majon concepts which have influenced the development of this model come from Glickman {1980); Loucks and Pratt (1979); Yatverde
{1975); Gotdhammen (£980); and Etementany Stident Teaching Handbook, UTEP,

,
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The Framework: Clinical-Developmental Supervision . -“/
The existing traditional approaches to supervision of student teachers

and inservice bilingual teachers are unsystematic and generally dysfunctional..

ﬁilingual4educators must seek toldefine alternative modes of supervision

which are change-focused and directed at promoting the development of

N

'supervisory leadership competencies as well as teacher competencies. The

vsuperv1sion of emergent programs requires procedures for assessment and direct

feedback evaluation of those aspects of instruction that are of concern to
teachers? rather than procedures that concentrate on items on an evaluation
form or on items that are of.major concern to the supervisor only.

. Clinical and developmental supervisionvcan/provide a more direct and
functional'approach for improving the performance of bilingual supervisors
and teachers alike.i'Clinical supervision offers a sYsteQatic process that.

helps teachers identify and clarify problems, receive feedback data and,w
N ( ) ) . . 3

mutual support for developing solutions to these problems. Clinical super-

vision focuses on what and how teachers teach as they teach. The basic method

of clinical supervision is systematic rational study and analysis‘of teaching.

‘The major concepts which clinical supervision provides are planned-change,

colleagueship, mutuality, direct contact, and skilled -service.in.the labora-’
tory of the teacher's own.classroom.

Developmental supervision is derived'from an educational.philosOphy of
progressivism and is premised~on stage theorv. ubeveIOpmental'supervision
offers a framework.of'concepts from humanist, cognitivist, and behaviorist
views of how adults learn. It suggests that there are methods and orienta-
tio;s\ko learnlé% that are more approprlate than'others when determined by -
purpose,,situation; and needs of individuals. Humans learn through self-

-

exploration, collaboration®, and conditioning. Research has not (nor will it

- 39 |
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" 'likely ever) unequivocally establish one orientation touards‘learning as the

. , o
"proven way". (Glickman) 1981)

' The principles of clinicalband developmental.supervision can be practiced

o . r .
simultaneously to create a dual-supervisory model. ' In this eclectic model

systematic procedures can be executed in terms of the developmental stage N

of the bilingual teacher or student teacher. Clinical—developﬂental supervision-

allows bilingual teachers, student teachers, and supervisors to move through

a series of stages to higher degrees of competency.

Initiating the Process: A‘Cﬁfllenge . /(

~

The 1nitidf&ng responsibility for making clinical- dez;lopmental super—
vision operational invthe context of bilingual education needs to be felt by
both uniyersity and public school educators. Bilingual educators in both
institutions need to be more supportive of quality 1nstruction for ﬁiP
- learners. Leaders in our field need to demand 1mprovement of instruction
through accountability, competency, and renewed commitment to bilingual
program goals. ,Bilingual teachers,‘supervisors, and parents -together witb.
university;educators need to Iook at current practices with a sense of —
constructive dissatisfaction. We must risk disrupting the status_ouo.for
the‘purpose of'quality bilingual education.

We must hold to the strong opinion that faulty bilingual programs ' -

cannot be remedied, satisfactorily, from a distance. We must accept the

~challenge and the opportunitygthat intense clinical interaction between

teachers and supervisors incorporates more possibilities for yielding higher

jevels of student achievement.

\

The times.call'for strong.leadership. We must learn to do more4gith less.

As Valverde (1979) so eloquently remarked, "individuals placed in 4 new

- - am Em i i B e an Al B N = = = e - i
- - . i . E 7 .. . . .
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meet the emerging problems with confidence.

- equitable

! - - ' . . s - 3 - - . - | R
R .
. o ) |
. ) . .

structure and required to perform complex behaviors must be given rigorous

formal, . academic, and on-the-job training". We must choose to use our best

£l

talent and invest the next generation of bilingual educators with skills to

>

Process Jfaluation in the Clinical—Developmental Model
Bilingual programs have faced numerous'problems ﬁi@h traditional

(

approachss to evaluation. Bilingual education has not been evaluated in

g

terms and with pertinent stand%rds of Judgment% Typically, eva-
‘luation designs focus on product and ignore process evaluation.‘ This limited
analysis damages the opportunities for quality programming for m1nority
children. ) | ' ) o -

v Bilingual‘researcherstand‘educators‘have argued that innovative'programs
require innovative evaluation procedures. In bilingualiteacher training
programs, educators -should attemﬁt‘to evaluate'various'other dimensions of
the program which are also'directly related to the achievement of;hilingual‘
learners such as the effects of supervision-on teaching and the quality.of
supervisory practices. |

| Evaluation is perhaps the most salient feature of the proposed clini-

cal—developmental model. formative or process evaluation is jnherent in “the
clinical supervisory model.v Thevface—to—face analysis of teaching/learning
,behaviors are unlike the traditional "form; evaluations. | ¥

The strength of clinical evaluation is vested in the notion that analysis

is for -the purpose of providing assistan in developing }eaching skills and

not for the mere arbitrary rating of performance. This removes suspicion,

'

fear, and mistrust to a problemrsolving atmosphere. Data obtained in a

41
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climate of mutual trust will provide measures which.will~ultim?tely prove to’

be'more equitable and true.

ConcIﬁding Statements_

asan”

This work proposes the’ utilization of two types of supervisionqscli_‘

and developmental-—for application within a bilingual education context .
Whereas each independent model has numerous merits, it is proposed that for

bilingual education programs, a dual model would prove more effective. Ef-

™~ » -

forts.to‘develop a deliv&ry mechanism for supervision of bilingual téachers

[ 4

viand student teachers could yield multiple benefits to’ bilingual education

‘personnel at the 1HE and at the school districts. We. believe that through a

network of university field-test programs, ntilizing a more.holistic approach

to supervision, a clearer définition of the role of stpérvision in bilingual .

education programs can be realized. We welcome the‘opinion of other.educators

of the Eeasibility of collaborating efforts_between universities for field

testing this endeavor. Ultimately, the design of clinical-developmental su-
‘.' » »;‘ ) . . C"‘

pervision in the comntext offbiIingual education must be examined more

thoroughly forpadequacy through research and throngh critical analysis.

L e
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Appendix -

I , , THE CLINICAL SﬁfEEVISION“CYCLE: :
C o S . AN OVERVIEW . G N
' . . S .

Stage 1: 'Preobservation Conference

™

Stage 2: 'Observation o

. .

’ Stage 3: Analysis,and Strategy

Stage 4: Supervision Conference

-

Sy Stage 5: Postconference Analysis

Ha

The Preobservation Conference ~ . , g \ | e,

\

i
T e

A. Purposes

~ .

1. To obtain information .as to the teacher 8 intentions (objectives

e

‘ of/the lesson, planned procedures, criteria of evaluation)

@ 2. To establish a contract" or agreement between the supervisor >

v and’ the teacher (items or problems on which the teacher wants

»

feedback). s .

-

\ ' 3. To establish specific plans forjparrying'out the observation

(how superwisor should deploy; use .of tape recorders or not;
R . . A"

S PN

time limits).

B. Possibilities ' . o

«

' iS/ _ . 1. The conference~canfserve to relax both parties, by allowidg for

‘ © . frank discussion of any uneasiness or eoncern.
4 , t

2. Especially during a second or third observation cycle,'the

-
-

‘conference serves as a communicatiof Iink with the past and

= . iprovid s for redirecting attention to leftover agenda changes
if" » ’
‘recently made. L>f7

Source: CLINICAL SUPERVISION, Special Methods for the Supervision of
Teachers, Goldhammer Anderson, and KraJewski 2nd Ed., pp. 208-211.
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‘The ObserVQtion f_ '

L A. Purpose

3

‘4’ ) .- . | ) 49‘ | ‘. ":

3. Im spme cases, the conference can be devoted to a rghearsal (or'

“ R
.

L practice) “of devices and techniques to be used.

4, The contract" is not necessarily restrictive It is prinarilyv | s
\ - . ‘ ‘ :

to assure'that the teacher‘s specific interests,vill,be‘net.

—‘Aé,//f;st;minute revision or modifications of plans, as a result of N “_ S

questions raised in this conference are nGt only possible ‘but’

® ¢

desirable' the supervisor then shares with the teacher a keen _ C —

interest in assessing the effectiveness of thé‘plan. .

1, Tq‘view the lesson as“planned in the preobservation conference.. .-

-

B. Commentary - . : ; T : O

‘1. Logistics should be carried out as planned

- a. 'observing (and recording) what E . AT

M N . L ' SR
= b. whether or hot to be "essentially invisible" and detached JAi". .

€ . : : . . . L
- \\'from the observed events. : v B S

.

‘c. when, or in what man§%r, the observation will be terminated.

2. Use of interaction anaiysis; videotape,or audiotape is highiy o o e
1:)  recommended wherever feasible. L
The Analysis and Strategy ~

S Y

1. To "reconstruct" the observed events (essentially as historians

-

A. Purposes /— .

attempting‘to agree on what actualiy happened).
2. To assess the‘observed lesson, in terms of:

a. the teacher's own intentions.

b. pedagogical criteria (especially those which have been,

generated within the total team). -




3. To consider supervisory implications.

<

F]
: ' c. the teacher's own "pattern' and history (asﬂit.becomegzknown).
A o
. 4. To develop a plan (strategy) for helping this teacher: .
a. points, questions, ideas, problemé to be raised or elicited B
durihg the conference. - v.
b. role to be played by supervisor during the conférence.,
B. -Commentary
1. Many lessons usually,last ionger than was predicted: it therefore

makes sense to have an open-ended understanding‘with'thé'téacher

| -

as to starting time of the supervisory'conferénce.
2. The strategy must includeudétermination of priorities, sinée
probably not all items cén or should be brought up in the

supervisory conference. : .

1

3. The éupervisor must aim ﬁo establish a.ﬁliméte within which -
supervision may take place. People have to be readqu; hear
ﬁhat you are ready to say, or to voite the ideas &bu are
attempting to;stegf them toward. There are many‘perceived’
thréats to the in&ividual-and his;or her\perception_of.self,

and the supervisor must create an atmosphere of credibiiitz

"(for example, analysis supported by concrete evidence) and of

&
4

M

trust. (with reference to ‘the superviéor'g competence, mbtives,

-

and essential "optiﬁism" vis-d-vis this teacher's future).
’ N

Such a climatevis'established by:

‘a. using the ground rules of "inquiry'" teaching: examine v

ideas, without intent of hurting people opén all ideai to
' R

examination;¥be flexible and objective.

. 50 5 ' - l
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A

1.

A. Purpose

b. assigning priority to thosewitems of teaching behavior that
are amenable to chenge in the time (and under ‘the conditions)
'ayailable. The deeper, underlying patterns of a'teachen s '
behavior are less anenable_to/change'in a short program than

are the relatively more superficial things (such as technical

behavior)

b _— SN

.c. dealing with behavior, not with the person. Avoid psyehologﬁzing

or ‘analyzing people, and steer clear of ethical and other more
dangerous problems.
d. selecting'only a few of the amenable behaviors on which to

nork, keeping the task manageable, and‘insuring that reward-

! for—change will be ﬁithin each teacher's immediate grasp.

e. working with strengths, if possible, rather than with

weaknesses. Tt is easier to recognize and to talk about the |
failures, but do not £all into that trap. |
The strategy sessioq shouid continne until the snpervisor has
reached closure on some specific, achievable approaches that \

can be presented to, or elicited from, the teacher. It shouldi

' aiso strive to identify behavioral criteria that will help the

.

supervisor to know that the message has actually "gotten across."
Be sure to settle on a strategy for opening the supervisory
conference- (the opening ploy), including what will be said and

in what tone of voice. t

IV. The Supervision Conference

13

To provide feedback antl to provide a basis for the improvement

~of future teaching. It may be appropriate (at the outset or

.51 ES[;




latet as needed) to redefine the supervisory contract. Among '
~other features or purposes are: | e
a. to-ptovide adult rewards andAsatisfactioas.
“ b. to define and authenticate issues in teaching. -
c to. ef.fer didactie help" (if- app.ropriate)'.
d.‘ to train the teaeher in .techniques for self-supervision.
e. ‘to depelop incentives for ptofessional‘self-analysisu
B. Commentary -

1. The butden for ensuring that goals are reached,vfor maintaining
| “the pace of the'eonfefence, for coping ﬁith problems that arise,
for deciding whep to depart from strateéy'(for instance, to
‘terminat®p if the strategy fails, and so oa'restsvprimarity with
P | the sapervisorf ‘Ip the'postconfeteace~analyeis, feedback should

be provided to the supervisor with respeet'tp his or her.
perfotmance.

1 N
' : 2, When the cpnference has been completed, it is sometimes appropriate

A
" to invite the teacher to eommegt on the value of the conferenee,'
{ oﬁ points that pave been made, and on_foliqw—up that seems fitting.
V. The Postcenference Analysis = - |
-A. Purposes .
1. .To reconstruct, as appropriate, the events of the conferenee.
2. -To assess tﬁe cqaference in terms of:
a; the supervisor'e own intentions.
b. supetvisory criteria.
‘c. apparent value of the conference to the teacher.
5“ To considet the implications of this event'vis-éevis the develop;'
ment within the supervisor of greater pﬁgfessi nal skills.
| 52
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4., To evaluate the super§isor'slskill (in each roie, and for the
s" ’ gfoup as a whole): in handling che sevéralvphases-of the cycle.
B. Ccmmentary > |
1. In a sense, this analysis represents superviéion's "superego,'
its conscience. It provides a basis for ;ssessing whether
supervision is working prodﬁcﬁively. Plcses and minuses are
examined,,andvthe supervisor &ecideévto mgdify.sdpervisofy
préctices accordingly. |
©2. Participgticn iﬁ the observation cycle, and especially this part'

) cf it, helps the participants to understand better the intellectual oL

and the emotional dimensions of the teacher's w0rk.

3. Among the matters to discuss are: the techniques of the super-

_visor; implicit and explicit assumptions that,wefe made; Valués;

9 v :
emotional variables; technical and process goals.

y

I . \
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BILINGUAL EDUCATION' TEACHER COMPETENCIES FOR STAFF DEVELOPMENT -

»

COMPETENCIES FOR STAFF DEVELOPMENT

y
K

A. Language, Linguistics and Content

1.

9.
10.
11.
12.
13.

14.

15.
16.

17.

{

Appendix E

Demonstrates proficiency in linguistic structures of the native and

target languages.

)

Demonstrates knowledge of English language dialectsf

Demonstrates knowledge of the formal structure of language'

ology, morphology, lexicon,

etc.

o

-4

-

'Demonstrates knowledge of the function of language in the classroom.

phon-

Demonstrates The ability to identify the similarities and differen--

ces between-: the two language systems (English and Spanish).

Demonstrates skill in designing and implementing instructional-:
strategies that demonstrate knowledge of first and second language

acquisition.

i

Demonstrates skill in identifying probable interferences and possible

‘reinforcements in the acqui51tion of two language systems.

Demonstrates skill in assess

g language development of students.

@

Demonstrates oral and written proficiency in the native and second

languages.

Demonstrates aural.proficiency in the native and second languages.

Demonstrates reading proficiency in the native and second languages.

Demonstrates an appreciation for the student's vernacular and commun-
icates in a manner designed to lead toward universal forms of first

-~dnd second  languages.

Demonstrates skill in teaching the language arts ‘in the universallym

accepted form of the native language.

Demonstrates the ability to design and implement instructional
strategies to develop the student's communication skills:
speaking, reading, writing.

¥

listening,

Demonstrates\knowledge of the relationship among ‘the communication

skills in the language arts process.

" Dedonstrates knowledge of language assessment as related to specific

methodologies.

Demonstrates an ability to identify and expand basic concepts in the

native language.

[y

'.

.l
3

.




19.

20.

18.

" mathematics. .

-’ . . . -

Demonstrates knowledge and skill in/communicating concepts from
science.

Demonstrates'knowledge and skigl inicommunicating concepts -from

Demontrates knowledge and. skill in communicating concepts from
social studie : '

.

B. Culturer

1.

~

Demonstrates knowledgeﬂand proficiency in the anthropological,
sociological, psychological, historical and aesthetic aspects of
the culture of the target population and the United States.
Demonstrates ﬁnowledge of the theory and dBncept'of culture.

Demonstrates knowledge of similarities and differences between the .-
two cultures. : :

Demonstrates understanding of the local manifestatfions and dynamics
of the culture of the target population. : '

Demonstrates-skill in transmitting knowledge, skills, and valuea

from the specific cultural systems.

Demonstrates knowledge of verbal and non-verbal characteristics of -
each language and culture.

Cc. Testing Methods

1.

S S N EBE BN BN TH BN B BN BN N BN B B B W
(=]
.

2.

LDemonstrates knowledge of the rationale for identification 3f LEP

students. , , L ///’

Demonstrates knowledge of the criteria for establishment of a proper
testing atmosphere. :

Demonstrates ability to administer at least one of the tests of
English language proficiency approved by the Agency for identifying
LESA students.

¥

Demonstrates ability to score and record test results.

- Demonstrates ability to analyze test results for identification of

LESA students. _ &

Demonstrates an ability to utilize evaluatiol procedures for assess-
ing students' progress and diagnosing student language and instruc-

tional needs. .
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D.

Instructional Methods

vl.

jInstructional Materials'Use

1.

2.

3.

Demonstrates knowledge of and skill in the use of first and

‘second language methods and instructional techniques.

Demonstrates the ability to utilize methods to diagnose reading :
levels of students and conduct appropriate instruction in reading

for first and second languages.

Demonstra knowledge of classroom management for self-contained
classroo team teach!ng, and resource teacher arrangements.

Al

5_Demonstrates knowledge of methods for individualizing instruction.

4+

Demonstrates knowledge of Texas state adopted materials available

for bilingual education.

Demonstrates the ability t% select and adapt state adopted text-
books and other materials for classroom use.

L4
Demonstrates ability to use materials for instruction in bilingual
education. .

i

F. Paraprofes;aonal

AY

1.

Demonstrates ability to provide communication links by presenting
instructional materials in the native language of the pupil and
assists with the interpretatio of the school's program to parents
and students whose native age 1s not English.

Aide I: Demonstrates skif assisting teachers in class drill
exercises and in identifying student learning problems.

Aide III: Demonstrates skill in assisting teachers in most routine
drill of students, working in teém“EEaching settings productively,
and performing as an "assistant teacher" under the direction of a
teacher.

-

-«
\
i

.\.- ;'
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Appendix E

ENGLISH LANGUAGE DEVELOPMENT
(ENGLISH-AS-A-SECOND-LANGUAGE)
COMPETENCIES FOR STAFF DEVELDPMENT .

A.  Language and Lingufstics : 1

'l. Demonstrates knowledge of the: linguistic structure of English
2. Demonstrates knowledge of the formal structure of language phon—i
ology, morphology, lexicon, etc. .

T~

3. Demonstrates the ability to identify the similarities and differel!bs
between first ‘and second language systems . :

B 4. Designs  and implements instructional strategies_ that demonstrate
knowledge of second language acquisition

5. Demonstrates understanding of second language 6cquisition by’ students.

6. Demonstrates an ability to identify probable interferences and ‘
possible reinforcements in the acquisition of first and second lan-
,guage systems by students.

7. Demonstrates skill in assessing second language development of
~ students.

8. Demonstrates skill in designing and implementing-instructional strate~
" gles to develop the student's specific skills in English-—listening,
speaking,‘reading, writing--and a knowledge of culture.

i

.1. Demonstrates Knowledge and proficiency in the anthropological, socio~
Togical, psychological, historical. and aesthetic aspects of American
culture. .

&

-

H

B. Culture

o

2. Demonstrates knowledge of the.theory and Poncept of culture.

.,'Identifies the various components of the specific cwilture, i.e., deep
and formal culture.

4. Demonstrates knowledge of similarities and differences between cultyres.
5. Demonstrates skill in transmitting knowledge, skills, and values from
the specific cultural systems

0“ . RN
6. Demonstrates knowledge of non-verbal characteristics of language and-
culture.

_ o~ 6o )f
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c. Testing Methods

1\.

- M 'S .
. Demonstrates an ability to utilize evaluation procedures for assess-

Demonstrates knowledge of the rationale for identification of

-students of limited English—speaking proficiency

Demonstgates knowledge of the criteria for establishment of a

_proper esting atmosphere. w‘a

Demonstrites ab#lity to administer at least one of the tests of

- English language proficiency approved by the Agency for identifying

LEP students.

Demonstrates ability to score and record test results.

Demonstrates ability to analyze test results for identification of
LEP students .

»

ing student progress and diagnosing student instructional needs in

- the four language skills and knowledge of culture,

M

' D. Instructional Methods ‘ , | ‘ BV

1.

Demonstrates knowledge of and skill in the use of secondary second
language. methods and instructional techniques-.

4 : ,
Demonstrates the ability to utilize methods to diagnose skill levels
of students and conduct appropriate instruction in those skills for
English i% \ .
Demonstrates knowledge of methods for creating a positive classroom
atmosphere for learning.

Demonstrates knowledge of methods for individualizing instructionm.

o

E. Instructional Materials Use P

1.

Y -

Demonstrates the ability to select and adapt state adopted textbooks

and other materials for classroom use.
Demonstrates ability to use materials for instructlon in E glish—as—
a-second-language. :

”
Demonstrates the ability to 1ncorporate content area mhterials into
Engllsh—as—a—second language lesson content.

-

LS

-
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. - Concerns Questionnaire

'

1

Nane - D ’ o .-

‘Date Completed _ o . ‘ =

The purpose of this questionnaire is to determine the concernSvof people
involved in the bilingual education adoption process. The items were developed
from typical responses of school and college teachers who ranged from no
knowledge.at all about various programs of instruction to many years of
experience with them. Theérefore, a good part of the items may appear to be of
little relevance or irrelevant to you at this time. For the completely
irrelevant items, please circle "O" on the scale. Other items will represent
those concerns you do know, in varying degrees of intensity, and should be
marked higher on the scale, according to the explanation at the top of each of
the following pages. ‘ ‘ ‘ )

>
kS

For example:
01 2 3 4 5 ’6‘(:) .This statement is very true of me at this time.

01 2 3 (:).5 6 7 This statemenr is somewhat trueﬂof me Now.

(:) 1 -2 3 4 5.6 7 This statement seems irrelevant to me.

Please respond to the items in terms of your present concerns, or how you feel
about your involvement or potential involvement with bilingual education. We
do not hold to any one definition of bilingual education, so please think of
it in terms of your own perceptions of what it involves. Remember to respond
to each item in terms of ygQur present concerns about your involvement or
.potential involvement with pilingual education.

Thénk'You for taking time fio complete this tdsk.

- ) .

u ‘- ‘ 'Ei’-k - ) ’ __/

gopyright, 1974 |

Procedures for Adopting Educational Innovations/CBAM Progect
R+D Center for Teacher Educatdion, The University of Texas at Austin
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l -0 @ 2 3,4 5 6 7 This statement is not, at all true of me at this time.




__ | D , ] |
o 1 . 2 3 o4 5 6 7 )
Not true of me now =~~~ Somewhat true of me now Very true of me now :
1. I am concernedabou‘t students' attitudes toward 0 1 2 3 4 5 6 7 k
bilingual education. : ‘ . : l
2. I now know of some other bilingual education ' 01 23 4 5 6 17 c
‘ programs' that might work better. ' ) T : ' : I
3. I don't even know what bilingual ed}lc‘arionois.'“ ‘001 2 3 4 5 6 7 | o
4. 1 am concerned about not having enough time to 01 2 3 4 5 6 17 l
» organize myself each day. : ' : ’ »
. s .
5., I would like to help other faculty in their use =~ 0 1 2 3.4 5 6 7 I
! l of bi¥fngual education. . : .
v e L L 4
6. I have a very limited knowledge about bilingual 001 23 456 7 I
education. . oy : : o8
7. I would likga:to know the effect of reorgani- - 0r 2 3 4 5 67 I
zation on my professional status. ’ : ' . -
- 8. I am concerned about. conflict between my 01 2 3 4 5 6 17 :
interests and responsibilities.’ ’ - v l
9., L am concerned about revising my use of 0 1.2 3 4 5 6 .7_ ; '
bilingual education. . ) . ' : . ‘ A . I
10. I would like to develop working relat?x@hips o 01 2 3 4 5 6 7 o
with both our faculfy and outside facdlty g s I
using’ bilingual ed cation N .
11, I am concerned about how bilingual education . 0.1 2 3.4 5 6 7 ’, '
: affects students. . ‘ : C I
B . . ) | ) . . B
_12. I am not concerned about bilingual education. 0 1 2 3 4 5 6 7 l
13. I would like to know who will make the B 01 2 3 4 5 6 7 -
decisions regarding bilingual education. , S \ B . N
14. I would like to discuss the possibility, of . 0 12 374 56 7 ' .
using bilingual gducation. ‘ I : :
b : ST . -
15. I would like to know what resources are S 0 1 2 3+-4 5 6.7 I
available if we decide to adopt bilingual _ o
education. : ;o
o . o 'l
16. I am concerned about my inability to manage 0 1. 2 ¥4 5 6 7
all that bilingual education requires. - ‘ : I
Copyright, 1974
. Procedures for Adopting Educational Innovations/CBAM Project l
"R+D Center for Teacher Education, The University of Texas at Austin
o BN 60 - . o o :
v | | by |




6 7

~ Very true of me now

01 2 3 4 5.6

l o
n 0 1 .2 3 4
I Not true of me now . Somewhat tru§ of me now
17, 01 would) like tol know how my t g or
l _ administration is supposed to change.
» ~ 18. I would like tp familiarize other departments
I' _ or persons with the progress of bilingual
' \ education.
J 19. concerned about evaluating my impact on
students ' '
| 20. I would like to revise bilingual e&lcation s
I_. " instructional approach.
l 21. I am completely oecupi_ed_with other things.
22. I would like to modify our use of hilin_gual-
education based on the experiences of our
l" P students , s
. 23. Although I don t know about bilingual
' / education, I am concerned about things in the'.
¥ i _-area. ' R . '
_ - 24. I would like to excite my students about their -
I part in bilingual education.
25. I am concerned about time spent working withﬁ'
I : nonacademic problems related to bilingual
. education. :
I‘ ‘ 26. I would like to know what the use of bilingual-
: " education will require in the immediate future.
. - A .
27. T would like to coordinate my effort with
l ' Jothers to maximize bilingual education's
. effects. ?
' 28. I would 1like ‘to have more information on time
Y. “and energy commitments required by bilingual
education.
I 29. 1 would like to know what other faculty are
" doing in the area of bilingual education.
I‘ '30. At this time, I am not interested in learning
N " . about bilingual education.
'l . Copyright 1974
Procedures for Adopting Educational Innovations/CBAM ProJect
I R R+D Center for Teacher Education, The University of Texas at Austin’

N
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0

-Not
31.
32..
33,

34.

35.

'true)of me now

I3

1 e 2 . 3 < b ‘
Somewhat true of me now
. Tk

I would like to dgtermine how to supplement,’
enhance . or replace bilingual education.

I would like -to use feedback from students to
change bilingual education. '

I would like to know how my role will change-

when I am*using bilingual education

Coordination of tasks and people is taking too
much of my time.

r

{ ..-
" I would like ‘to know how bilingual education is
better than what we haYe now. e
. _ ;

- r{ '

. .
~e
y

r  Copyright, 1974

‘\:\ . . 7/ »
6 7
Very true of me now

012 3 45 6 7

/"0_1 2 3 45 67

001 2 3 4 5 6 7

01 2 3 45 67
: -

L0 1‘2@{; 5 6 7

Procedures for Adopting Educational Innovations/CBAM Project
R+D Center for Teacher Education(/;he University of Texas at Austin

.
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‘_? ; ; ~ , . . T . L . , * o ' - ;
. PLEASE COMPLETE THE FOLLOWING: o y
‘1. Schoel District K
' . VA . %
. 2..;Schopl Naiie o PR S RS
. - '(‘\v - Q”. . L ot ’ .
3. Teacher Name . ' et e

4. Grade(s)'you“currently teach: (check ozF Or'pore)

K 1 2 3 4 5 -Other, specify = =~ ot
5. Number of years at present .schodl ' R SRR
. ) . . . ’ . . . \“ .
6. Age: 20-29 - °30-39__ 40-49 » 50-59__ - 60—69
7. What is your ethnicit?: Mexican American : » Black Americ o
. Q T ' Anglo American  , Other . "\ :
How long have you been teaching in a bilingual classroom, not counting this L
oyear? T I - R
Never = 1 year N2 years '3 yedts - 4 years
9. In your use of bilinguai education, do you consider yoursel to be at . -~
‘Nonuser I Novice " Intermediate 0ld hand . Past user

10. Proficiency in Spanish Excellent - Fa‘i~r' . Poor

11. What is your Texas Education Agency Certification status? (Check one)

. R . . . y : y o A . .
P * . : ' P
. . : - . .
oo

State Certified ',I‘ea'cher ‘with Bilingual Endorsement. y
State Certified Teacher with Special Assignment Permit. " S ‘
~ State Certified Teacher with No. Bilingual Endorsement or Schial Assign-
ment Permit. : o . { .

.- __ Cgrrently t_eagling on an Emergency Certificate; | # ’
Other, specify:_ RS | , .', | ' ] ! ' o

12. . Have you received spetialized training in °biling_ual education? Yes ., No

¥

If yes, what ty‘pe of training did you receive’ (check ‘_one or niore)-.

[
I s, College conrse(s) - District sponsored workshop(s)
‘ & . :
. TEA/Service Center 30-Hour Institute e ] ' ' .
N , .
l . Other training (specify type ‘and length)
- .
l' Highest degree earned: Associlate. Bachelor Masters Doctorate ..

[
Mﬁ)

KC 14, Year degree :.arned




19 TAC CHAPTER 77, Subchapter R - , '
v Bilingual Education !
/ ’ . ) ; -~ —
) Program Monitoring Report
’ LEA: N ___ CONTACT PERSON: )
ADDRESS:_ TITLE:,
© ADMINISTRATOR: DATE (s) : _
° . MONITORING TEAM CHAIRPERSON: | ' | - SN
TEAM MEMBERS: . |, | - ' }
N J ,
]
L
o) - :
ol - ] . o L . ’ : o : r
COMPLIANCE STANDARD .- " INDICATOR(s) ’ : 'FINDINGS /EXCEPTIONS *
7. Districts required to establish | 1aA. If the district is required to es- 1A, Yes Mo N )
a bilingual education or special - tablish a bilingual education or
language program shall establish |° special language program, has it T \i
\\‘ and operate a Language Profi- established an LPAC?
: ciency Assessment Committee ' ‘ . : v . \
.(LPAC). ) ‘ 1B. Does the membership of the LPAC 1B. Yes ' "No _
(Sec, 77.355) . . hav® as a minimum the following? - ‘ : '
. . A campus administrator
- . . A bilingual-.teacher
6 , : . An ESL teacher ]
* . A parent of a LEP student
“ 3 1C. Has the LPAC reviewed the Home ~ | 1€. Yes _____ No
‘ Language Survey Data?., - v ,
: A BEECK
1D. . Has the LPAC reviewed the relative. | 1D. Yes _ "No o ?l
language proficiency of each stu- ' : ‘ ’
dent? I . .

R . . . . . . )
- T - .
) . . o L e~ - « -



COMPLIANCE - STANDARD

. ¥

INDICATOR(S)

t

FINDINGS /EXCEPTIONS

1E.

1F.

1G.

1H.

1I.

How many PLS students scored between
the 23rd and 40th percentile on the

language arts and reading section of
an agency approved standardized test?

. ¢
How many students scoring between
the 23rd and 40th percentile on the
" language arts and reading section of
an agency approved standardized test
were classified as LEP ard recom-
mended for program placement?

How- many students scoring between ,
the 23rd and 40th percentile on the
language arts and reading section of
an agency approved standardized test
wer® not classified as LEP? ‘

S~

How many students scoring between

the 23rd and 40th percentile at the -

end of the year on the language arts
and reading section.of an agency ap-
proved stz;ﬂardized test have been
classified/as non-LEP and been recom-
mended for exiting?

’

1H.

Ho"many sﬁudené;~a£q§323 between
the 23rd and 40th percentile at the

end of the year on the language arts
and reading section of an agency~ap-
proved standardizéd test have nj;é
been-recommended for exiting?

1I.




COMPLIANCE STANDARD - ' INDICATOR(S) | . FINDINGS /EXCEPTT ONS
1J. Has the LPAC documented evidence = |1J. Yes No
#at students scoring between the S v .
, _ 23rd and 40th percentile on the lan-
. P ' ) guage arts and reading section of an

agency approved standardized test
still have a need for instruction

™ * through thé primary language?
‘ . 1K. Have studénts scoring below the de- IK. Yes No
¥ : ' - ' signated levels on oral language pro- : E

ficiency tests and scoring below the
. ‘ 23rd percentile been classified as

- : ' LEP and recommendéd by LPAC for pro-
gram placement?

. : | ' SN B
A o , . _ 1L. 'Has ‘the LPAC been given the oppor- 1IL.  Yes No
y e ' tunity to review other pertinent g
2 ' | data as needed? -
1M, Are records of classification of 1M. Yes . . No
’ students kept by LPAC? ‘ "
IN. . Has the LPAC been given the oppor- IN. Yes : No
tunity to review and monitor LEP '
student progress? ' _
“fa. Districts which are unable_to '2A., Has thg district requested permission |2A. Yes - 'Ne
offer bilingual education‘!% re~’ ' for an alternative program from the -
quired by 77.352 (a) (1) shall -Commissioner of Education? o
offer an alternative program. ' : I ¢ .
(Sec. 77.352 (b) o ' 2B. Was the request for approval for an 23)( Yes " No
: alternative program submitted by® ) o !
, August 15 of the school year?
w - ’ - ;
'7\3 : ; e 2C. Has, the district received approval “|2C. Yes . _ - N¢

from the agency t¢ operate an alter- ’ p
native program? T : 74

13
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COMPLIANCE STANDARD

INDICATOR(S)

FINDINGS/EXCEPTIONS

-

Distgicts not required to pro-
vide a-bilingual education or
other special language program
under Sec. 21.453, TEC, shall
provide an appropriate language
program f LEP students,

(Sec. 77.352 (4))

79

¥
’

2D. Does the prégram being implemented
conform with the alternative program
" approved by the agency?

2E. Has the district taken adequate’ steps
to recruit qualified personnel? *
(check as -applicable:) o
. Retraining and reassignment of
district personnel
. Provide financial incentives above
and beyond state and local pay
standards
. Letters of recruitment to univer-
sities with bilingual teacher
training programs
How many
Newspaper Ads
", . Active recruitment on college
' campuses
Which campuses?

. ?

. Use professional teacher organi-
zations to acquire bilingual teach-
ers

. Other:

2D.

Yes ‘ No

2E.

Yes No

v/

{3A. Does the district provide for its

LEP students an English as a second
language program in grades K-12?

4

3A.

Yes No




COMPLIANCE STANDARD -

INDICATOR(S)

FINDINGS /EXCEPTIONS

Districts that provide a program

of instruction in English as a

second language (ESL) shall de-

'velop a program.of intensive

instruction which considers the
student 's "learning experiences,
and which incorporates the ‘cul-
tural aspects of the student's

backgrounds. '

(Sect 77.353 (b))

-

7

4A.

4B.

[

4D.

4E.

S

4C.

L
L2s

Is the district's ESL program an in-
tensive program of instruction with
the purpose of developing English
competence?

. Classes stress oral language

development? -
. Class conducted mostly in English?

Does the district's ESL program pro-.
vide for language differences by
using the results of language asses-

.ment for instructional prescriptions?

Does tiie £5L program reflect a de-
velopmental and sequenced approach
to listening, speaking, reading, and
writing? (as evidenced by:) :

. Lesson plans

*, Materials

. Class groupings
. Curriculum guides

‘Are the ESL teachers trained in re-

cognizing and dealing with language
differences?

(check as applicable )
. By ESC

. By University

4A. Yes

o

Y

No

4B. . Yes

No

4C.

Yes'

No _

'tQ

QD.' Yes

No.

Are the cultural aspects of the stu-
dent's backgroupnds an integral part

of the ESL program:

. As evidenced py ¢ulturally rele-
_vant materials K
. As evidenced by culturally rele-
vant classpoom displays

éEk Yes

.No

-
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COMPLIANCE STANDARD

INDICATOR(S)

FINDINGS /EXCEPTIONS

0L~

T

@

The district's LPAC shall give

- written notice to the parent of?

the classification of his/her

- child as a student of limited

English profigiency within 10
days after this classification
occurs.

(Sec. 77.360 (d))

79

14F.

4G.

4H.

1'5A.

5B.

 occurs between the'ESL and the regu-

Are the previous learning experiences
of the students an integral part of

-the ESL program?
. As evidenced by class participationv

. As evidenced by class as%égnments
Are pertinent cultural patterns of
the United States included in the
ESL program? - (as evidenced by:)

. Materials - ' '
. Lessgn'plans
Has the district ensured that ade-
quate planning and commdnication

lar teacher? ‘
(check .as applicable:)
. Regularly scheduled meetings

.vOther \\'

i

. Was the notice given withtn'lo_deys
‘to the student's parent?

Were the parents of 'students eligible

to participate in the required bi-
gual education program informed .

of the benefifs of the bilingual

education or special language pro-

gram and that it is an integral part

of the school program?

(check as applicable:)

. Letter from superintendent

. Newsletter - -

. Phone call '

. Teacher home visit

. Other

';4?(" Yes

No

4G.  Yes

A, No

'4H. Yes

" No.

5A. Yes

No -

85U




_Cd%thANCE STANDARD

INDI CATOR(S)

AN ;
A studqnt who is not of limited
English proficiency shall be al-

lowed to participate in a bilin-,

gual -education program with the
"approval of the school district
and the student's parent.
(Sec. 77.358 (g))

Districts'shall place students
enrolled in bilingual educatidn

‘or -special language programs in
classes with other &tudents of
approximately the same age and
level of educational attainment.
(Sec. 77.359 (b))

/ o

Does evidence indicate that LEP
studen¥s are participating fully
with their English-speaking
peers in subjects where language
proficiency is not essential,
including art, music, and phy-
sical education?

r

. &

LI

' Does documentation indicatevthaf the

district hasikept the number of stu-
. dents who are non-LEP to 40% or less

. of the total enrollees in the bilin— '

gual education program?

.

Has the district documented its ef—

forts to place sty‘:lents enrolled in

bilingual education or ether special

language programs in classes with

‘other students of approximately. the

same age and level of attainment?

. As evidenced by classroom cumula—
tive folders L

. As evidenced by grade book :

Has the district ‘kept adequate re-

cords of the educational level and
progress of each student enrolled
“in the program? . .
. Progress in firsg language
.‘Cumulative(folder
. Grade bogqk
. Report card
. Progress in 2nd language
. Cumulative folder
. Grade book
. Report card

dence observable in class
£ers, In class assignments, etc.,
at LEP students are participating -
fully in subjects such as art, music,
and physical education?

] . . . B . . -
- - - - -
" N N N B B BN BN BE B EE e B :ill I .- .

_FINDINGS/EXCEPTIONS

Y

Y
L8
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COMPLIANCE STANDARD

'

 ~ INDICATOR(S)

!
‘

* FINDINGS/EXCEPTIONS -

Does evidence indigate that the
distriet has ensured that .stu-
dents of limited English profi—
ciency have the opportunity to
- participate fully with other
.students in extracurricular ac—
tivities? "

District's bilingual education
and special language programs
shall operate under the student-
_teacher ratio established by the
sagency, ‘and shall reflect the
- special educational needs of °
the gtudents. .
(Sec. 77.359)

Districts must provide a bildin-
gual or special language pro-
gram to students of limited

English proficiency even if the

‘ students have a’ handicapping
.condition. .
(Sec. 77.357 (£)) : -

/

Districts.may'transferba LEP
student out of g bilingual edu-
~ cation or special language pro-

Rjgram if the .student is able to

participate equally in.the reg-

'[:R$!: ular. all Eninsh program

(Sec. 77.356 (h)) . _,'

'Has the district identified and is

Was evidence observable in class

rosters, in class assignments, etc.

that LEP students have the opportun—
ity to participate fully with other

students in extracuxricular activi-
ties? .

Has the districé conplied with the
student -teacher ratio established in
TEC Sec. .16.102?

~In grades K-12 the patio should he .

as close to 1:25 as possible, -

S«

it serving students elegible for
programs under this subchapter ih
accordance with TEC Section 21.455?

Has the district ensured adequate L

coordination between bilingual or

othér special language personnel and

special education personnel?
(check as applicable:)

. Individual Educational Plan for

.

~Special Education LEPs v

. Planning meetings between Special
Languageé and Special .Education

' personnel,

. Other L I

. No-

No

No

‘ S

.‘_Has the district administered agency
‘approved English’ oral language pro-
"ficiency test to determine if LEP

students may exit? ]
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COMPLIANCE

STANDARD

’ - INDICATOR(S) ~

a
e

" FINDINGS/EXGEPTIONS

.

128.

12c.

12D.

12E.

Has the district administered agegcy
approved written standardized tests ,
.in English to each LEP students to
determine if the student may exit?

Has the district administered the
SBOE criteria for the reclassifica—
tion:

*\» At K-1, student scores above desig-

nated levels. for LEP o?roral profi-
ciency S

. At 2-12, student scores above de-
signated levels for LEP on oral .
proficiency and scores above  40th
percentile on the language arts
sections of an agency approved
standardized written proficiency
test and is recommended for exit

. by L?KQ.

How many students scoring between
23rd and 40th percentile on the lan-
guage arts and reading section of an
agency approved a standardized test
were classified as LEP and regom-
-mended for program placemént? v

’
T

12B.

Yes, .

No

12c..

Yes

No

12D,

© s

How many students scoring between

' 23rd and 40th percentile on the lan-

guage arts and reading section of +an
agency approved standardized test
conﬁinued to be classified as LEP?

12E.
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: COM{LI,ANCE. STANDARD

=S

INDICATOR(S)

FINDENGS / EXCEPTLONS

13.

 programs that address the needs
of the student. s

\ £

An LPAC that 'exits students
from bilingual educatio# pro-
grams shall rconduct follow-up
studies on each exited student
for two years, and shall consi-
der all appropriate data, and
may prescribe participation in

—

12F.

12G.

12H.

121.

13A.

. ing? . 1.

How many studentsnscoring between
the 23rd and 40th percentile on the

language arts and reading sections of'
an agency approved standardized test

‘have been reclassified as non-LEP
and have been recommended for exit-

12F.

s

i

. How many students scoring between

the 23rd and 40th percentile on the

‘language arts 'and reading sections of

an agency approved standardized test
halve been reclassified as non-LEP
and have not been recommended for
exiting?

12G.

Has the LPAC documented evidence that
students scoring hetween the 23rd
and 40th percentile on the language
s -section of an agency approved
sfandardized written proficiency
est still have a need for instruc-

tigp‘fhrumgh the primary language?

Have students scoring’ above the 40th :

percentile on the language arts
sections of an agency approved stan-
dardized written proficiency test
been reclassified and recommended
for exiting?

L 4 . i .
Has the LPAC properly documentied its
two-year follow-up study on each -
student for whom it has recommended
a transfer out of the bilingual ed-

“ucation program?

..

121,

Yes

No

. "‘31

121.

Yes

No

13A.

Yes. -

" No

(Sec. .77.355 .(h)

. “.
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o A : .
COMPLIANCE STANDARD INDICATOR(S) FINDINGS/EXCEP?IONS
L i . ’ (4
13B. -Has the LPAC reviewed all pertinent 13B. Yes - No °
E information on each exited student?. - o
7 (check as applicable:) = - .
e . ﬁk?ievement-teSt scores 3
# . Criterion-referenced test ' o
v - scores ;"
f ' "« Grades in all subjects or p/
. courses .
& . Written & oral teacher s’ D
evaluation
. Other information as
' _ ’ appropriate .
o ‘
‘ ¥ 13C. Has the LPAC prescribe& participation 13C. Yes . No
. - in bilingual education, ESL, compen- ’
satory, or other programs that ad- ’
. dress the needs of those students who : 5
. ‘ are not performing as desired in the o
all-English curriculum? e
14, Districts shall assign to bi- 14A. Has the district emplyed appropri- 14A. Yes- No
lingual education and special ately certified teachers in its bi- )
language programs teachers that linépal program? °
are appropriately certified. , ' . I
Districts that are unable to 14B. Has the district employed appfopri- |14B. Yes " No
secure fully-certified bilingual ately certified teachers in its ESL
teachers shall request emérgency" program?
permits or special assignment : '
'p6rmits, as appropriate, in 14C. If the district was Tnable to secure {14cC. - No

accordance with Subchapter N
of Chapter 141 of this title.
(Sec. .77.361 (a))

fully certified bilingual education
teachers did i# take all reasognable
affirmative steps in its attempt to

~ ~— secure them?

. ruitment vis
. tters of recru tment -
. Other

N =

Yes

} o

"

e
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. “
3

student $ backgrounds
(Sec: 77.353 (a))
.«

-4

reading, and writing shall be de-
veloped in the student's primary
language as evidenced by% -
- Curriculum guides
" . do they exist?

. do teachers use' them?

COMPLIANCE STANDARD ;NDICATOR(S) FINDINGS/EXCEPTIONS
-7114D. Did the district fequest emergency 14D. Yes No !
teaching permits or special assign-
ment permits, as. appropriate, in
accordance with Subchapter N of Chap- o
ter 141, 'if it was unable to secure
fully—certified bilingual education . g
¢ . teachers? 7
|14E. Has the district compensated bilin-. | 14E. Yes No |
N gual education and special language .| : ;
‘ L program teachers, as it may, for par- ‘
| " ticipation in continuing education T
- . programs designed to increase their , -
skills or tp lead to bilingual or -
! special language certification in ’
accordance with Sec. 21.459 (f), TEC?
15.  Districts which establish a bi- |15A. Basic concepts starting the student = |15A. Yes
lingual education program shall J in the school environment are taught.
make it a full-time program of in the student's primary language? , )
~ dual-language instruction pro-, - . Do teachers use the child's pri-. ' PE
viding for the learning of hasic mary language to orient the child
skills in the LEP student's pri- to the school dbciety? “ﬁ Yes
mary language,” and which also . Do teachers use the child's pri— '
‘provides for the mastery of mary languagé to establish a cli- Y
English-language skills. The - mate in which the student may “
‘program shall be designed to learn? Yes
consider the student's learning /4 .
experiences and shall incorpor—{i T ¥ - - T '
- ate _the- cultural aspects of the .}SB. Basic skills comprehending,- speaking |15B.. Yes
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COMPLIANCE STANDARD

INDICATOR(S) © . N

FINDINGS/EXCEPTIONS

o

LL

158

. (con't.) .

-Lesson plans °
. do lesson plans reflect primary
language development activities
“daily since the begfﬂping of
school?:

. 1s each day s activity related to -

"activities of the day before and
, the day after?
". do lesson plans reflect cultural
and ethnic background of pupils?
1=Materials

. do materials reflect appropriate
_levels of difficulty9

. are state' adopted materials for °
primary language development
Jused? .

—Classroom displays

. do displays' reflect an ethnic
background of pupils?

. are displays in both langauges?

-Class grouping

. is classroom.set up to use learn-
ing cepters and small group in-
structTon?

. does teacher use language assess-
ment results, for ingtructional
grouping?

~Personhel

. does teacher provide instruction
in the primary language daily?

. does the classroom ahve a%teach—
er aide?

. if so, does the aide provide in-
struction in the primary language?

¢

158. (con't.)

Yes' . -

Yes -

Yes

Yes

Yes

»Yes

Yes

v

{

Yesv

Yes

{

No

No

No

(/— Yes '/ No

No

iNo

No

w0

W

- - - - - - -

. . . .
. . . ) o B D X

A

[}
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COMPLIAﬁcz”szNbARD‘

¥

™

INDIﬁATQR(s)

-

FINDINGS /EXCEPTIONS

g1

15C.

F
Basic skills of comprehending, speak-
ing, reading, and writing shall be
developed in the EnglisH language:
- Is the distric's ESL program an
- intensive program of instruetion .
with the purpose of developing En-
glish competence?
. classes stress oral language
development? v
. classes conducted mostely in En-
glish?

. - Does the district's ESL pragram‘£;

provide for language differences
by using the results of language
assessment for instructional pre-
scription?

- Does the ESL program reflect a
developmental and sequenced ap-
proaci to listening, speaking,
reading, and writing?

. lgsson plans
+ materials .
. class groupings

- « curriculum guides

- Are the ESL teachers trained in
recognizing and‘dealing with lan—
guage differences?

-ESCs?
. by Univerisites *

- Are the cultural aspects’ of the
student's background an integral
part of the ESL program? {
. as evidenced by culturally re~

levant' materials?
. as evidenced by cult

3

ally re-

levant 'classroom d ays?
- Are the previous learning exper-
iences of -the students+a#f integral
part of the ESL program? - .

15c. Yes

Yes

Yes

Yes

¥es

- Yes

- No

. No

No

No

No

No

- No

No




INDICATOR(S) -

03

6L

.. . materials

. lesson plans'

. curriculum guides e
", time on .task
‘. agsessment of student progress

.

/

"Yes

FINDINGS /EXCEPTIONS
- P ' ‘ ' ~ -
g . 15C. (con't.) 15C. ~ (con't.)’
I . ' . as evidenced by class participa- . N
:i " tion? ‘ . Yes No
« . i . as evidenced by class assign~ . '
RS ments? ' Yes '’ - No
N - Are pertinent cultural patterns of | ¢ '
- : the' United States included 4n the X :
. ' *, ESL program? -.. Yes No-
. g . materials . ° R ,
: ". lesson plans j - S
- -How has the district ensured that . .
: B adequate planning and communica- .
v tion occurs between the ESL and the- ‘ .
i o teacher? N '
' ‘ . regularly scheduled
meetings . : - - N
. i ' . other . o A '
Y . - 3\
15D. Are subject matter agd concepts 15D. Yes No
taught -in the- student s primary
. language? . 2
«~ = Is math taught 1n the student's . .
primary languagew‘as evidenced by. 4 Yes " No
. lesson plans ,i‘ : ’
’ . materials X ¢ o ‘ B
! , . curriculum = ) ,
- . . time on task s . ~ )
\». _ . assessment- of shpfent progress ' )/_,,
. - Aré social studies” taught in the ' :
student's primary language as ’
" ] evidenced by: No

/
do -
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COMPLIANCE STANDARD . " INDICATOR(S) - FINDINGS /EXCEPTIONS
. L ) V - ' -. P -{.;' ‘.' - . : l- B
* 15D. (cen's.) - I 15D. .(eon't.).
« u"é DY .
~\ - Is science taugﬁt in the student's ‘
P \primagy language as evidenced by: ’ -~
‘ . lesson plans - s - ' )
> . materials \, e
: . curriculum guides ot s . f;"?
’ . time on task v B S . ’ .
. assessmerit of student progress; ¥ , -
J5E. Subhject matter and concepts shall 15E. Yds . ' No
" Dbe taught in the ingliish language. e

(Is there evidence of the district
efifort to teach English in:- '
. lesson plrans

. materials =\

: curriculum gukdes:

. time on taskif

. assessment of student progféss)

L




