
DOCUMENT RESUME

ED 293 814 SP 030 142

AUTHOR Canizeres, Anita M.; Vickery, Tom Rusk
TITLE Principals' Perceptions of Teachers' Instructional

Practices: A Case Study.
PUB DATE Apr 88
NOTE 30p.; Paper presented at the Annual Meeting of the

American Educational Research Association (New
Orleans, LA, April 5-9, 1988). For related documents,
see SP 030 140-141.

PUB TYPE Speeches/Conference Papers (150) -- Reports
Descriptive (141)

EDRS PRICE MF01/PCO2 Plus Postage.
DESCRIPTORS *Administrator Attitudes; Elementary Secondary

Education; *Instructional Effectiveness; *Mastery
Learning; *Principals; Program Effectiveness; Teacher
Attitudes; Teacher Behavior; *Teacher Evaluation;
*Teaching Methods

ABSTRACT
A brief description is given of a small school

district in which the Mastery Learning approach to instruction has
been operative since 1971. This stuc1y examined the teacher evaluation
records written by the school principals in the District in order to
determine the behaviors, attitudes and actions that these school
administrators encourage in teachers, and the teacher behaviors,
actions and activities that are taking place in the district as
perceived by the principals. The District was chosen for the study
because it is becoming well-known for the excellence of its program
and for the extraordinary achievement results its students are
obtaining. Ar analysis of the data from these reports is used
compose a profile of the principals' concept of the "mastering
teacher"--one who possesses the knowledge, expertise, and skills that
result in an excellent job performance with excellent results. All of
the principals, without exception, placed a great deal of emphasis on
and encouraged behaviors, actions, and attitudes that would enable
teachers to grow professionally as well as contribute toward the
goals of excellence through the implementation of Mastery Learning.
(JD)

***********************************************************************

Reproductions supplied by EDRS are the best that can be made
from the original document.

***********************************************************************



PRINCIPALS' PERCEPTIONS OF TEACHERS' INSTRUCTIOWIL

PRACTICES: A CASE STUDY

Anita Canizares M. and Tom Rusk Vickery

Cultural Foundations of Education and Curriculum
Syracuse University
Syracuse, NY, 13244

(315) 423-3343
"PERMISSION TO REPRODUCE THIS
MATERIAL HAS BEEN GRANTED BY

1

TO THE EDUCATIONAL RESOURCES
INFORMATION GEN-1ER (ERIC)

U S DEPARTMENT OF EDUCATION
Office of Educafionai Research and Improvement

EDUCATIONAL RESOURCES INFORMATION
CENTER (ERIC)

0 T1115 document has been reproduced as
received from the person or orpaniztion
ongmatInp t

0 Minor changes have been made to Improve
reproduction quallty

Points oh/lee or cpinionssIated n thadocu
ment do not necessarily represent offical
OERI posit*, or policy

Paper presented et the annual meeting of the American
Educational Research Association in C... Orleans,

Lpril 5.9. 19A8.

4

BEST COPY AVAILABLE



This study is an investigation through the use of

written teacher evaluation records of the actions.

behaviors, and attitudes that principals at the Columbia
1

School District (CSD) perceive and encourage in teachers

with respect to the district's instructional program.

Specifically, we are exploring the use of these documents as

records of instructional leadership and as a method .)f

information dissemination and feedback from the principals

to the teachers in a school district with a reputation for

excellence.

getting Where Principals Work

The CSD is located in a small blue-collar city in the

Central New York region. Its population is approximately

21,000 people (25k are retirees), and it is considered a low

to middle socio-economic city. The CSD has four schools

(two elementary, one piddle high, and one high school) that

serve approximately 2,700 students from grades K-12.

This city is a "contsrvative blue-collar community that

likes to think of itself as a place where people aren't

interested in change .Just for the sake of change. The school

system was known for not having adopted any of the

educational fads so prevalent it the 1960's" (Brandt, 1981,

1

The CSD is a pseudonym.
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p.2). However, in the late 1960's, the CSD decided to

reexamine its ongoing school organizational end educational

practices in order to raise the academic achievement level

of its student population. In order to accomplish this, the

district decided to follow a mastery learning approach as

first described by Bloom (1968). The premises ono promises

of mastery learning played an important role during this

period" (Champlin, 1980, p.2). When working under a mastery

learning approach, it is assumed both that almost all

students can learn what iz taught in schools and that school

learning can be greatly improved provided that favorable

learning conditions are present (Block, 1971; Block and

Anderson, 1975; Anderson and Block, 1977; Bloom, 1968, 1971,

1976; Guskey, 1985). Operating under these assumptions, the

CSD created and defined an instructional process which, for

purposes of its curricular and instructional organization,

is divided into three stages: (a) the pre - instructional

stage, (b) the instructional stage, and (c) the post-

instructional stage.

The CSD began implementing its reorganized

instructional process on a small scale in 1971 with only two

thr -3e- teacher teams one of their elementary schools. Over

the years, through the use of an intensive staff development

program. other teachers had the opportunity to be

incorporated into this program, and, by 1978, the district

4 2



reported that this instructional process was in use

throughout its whole system. This district is becoming

well-known around the country for the excellence of its

program and for the extraordinary achievement results its

students are obtaining (Brandt, 1981: Suarez, 1985: Vickery,

1988; Vogel, 1980).

In a school district where excellence in school

achievement seems to be the norm, it is also necessary to

find out what other organizational or instructional aspects

could be making an impact on the district's success. For

example, what roles do administrators play in promoting such

a program? What types of support did the community provide

to the school system? What instructional practices are

carried out in the classrmom and what support systems exist

for students? In other words, all the possible factors that

may be associated with a program's success or failure should

be analyzed in terms of their impact in the overall

effectiveness of the program. Rowen, Bossert and Dwyer

(1983. p.30) point to the fact that " whale research on

effective schools calla for a achoolwide emphasiu on

instruction and for instructional leadership. its failure to

provide fine-grained analyses of within school processes

makes such calls vacuous." This study explores one

alternative for filling this void by examining the teacher

Lf
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evaluation records written by the school principals at the

CSD as documents of information dissemination and feedback

to the teachers.

Design of the Study

W. examined in detail the principals' perceptions as

recorded in evaluation records of teachers' instructional

practice at the CSD . In particular, we analyzed these

records to examine the behaviors, attitudes end actions that

these school administrators encourage in teachers and the

teacher behaviors, actions and activities that are taking

place in the district as perceived by the principals.

The primary source of data for this study is the annual

written teacher-evaluation records of the CSD. All the

evaluation records for all the teachers in the district

(from the two elementary, the middle high. and the high

school) during a period of five years (from 1980-1981

through 1984-1985) have been collected and are being

analyzed. With approximately 180 teachers in the schools,

the total number of evaluation records used for the study is

900. Also, we have collected unpublished documents from the

central district offices which provide information about the

changes that have occurred in the district from the early

1970's through the aid 1980's concerning the philosophy, and

the instructional and organizational practices used in the

district-
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In the CSD, each building principal is in charge of

writing teacher evaluatiwa reports at the end of the school

year. These evaluation records which are the data of this

study were written by six principals during this five-year

period. One of the elementary schools and the high school,

had only one principal each for the five years. The other

elementary school and the middle high, had two principals

each during the five-year period covered by the data.

The evaluation records consist of three different

sections. The mein section celled the General Teaching

eetformance SummLEy is descriptive in nature and provides.

as its title indicates, a summary of a teacher's performance

at the end of each school year. This description, which in

most of the cases is summarized in one or two paragraphs,

states the quality of the Sob done by the teacher, the

classroom performance, the involvement in different school

or district projects, end the professional growth of the

teachers for the year.

The second section consists of a rating scale with

eleven different teacher behaviors and/or activities deemed

both important end necessary to promote student achievement

end district growth. Each teacher is rated on each item

according to three categories: developing, maintaining, and

not implementing. pevelolang scans that the teacher is

further exhibiting a behavior beyond what has been
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previously observed. MR/R&aining means that there has not

been a change in the behavior from the last evaluation, and

apt implemmting refers to the fact that the teacher is not

displaying particular behavior.

The third section of the evaluation record states the

IgemRry 2t gbservations tpr growth and Improvement. This

refers to the individual-growth goals each teacher plans in

collaboration with the administrator, which serve as a part

of the groundwork for future evaluations.

Methodology

Working under a symbolic interactionist perspective,

this qualitative study focuses on describing the images

principals have of **embers' performances. Using this

approach, abstractions are built as the particulars that

have been gathered are grouped together. It is in this way

that grounded description emerges from many separate

although interconnected pieces of the collected information

(Bogdan and Biklen, 1982, p.29). The data analysis has

followed the techniques and methodology of the constant

comparative method (Glaser and Strauss, 1967).

We have also used QUALOG (Shelly and Sibert, 1985), a

logic proloamming system for qualitative analyses which

facilitates tag' tasks of interpreting data and testing

questions about those interpretations.

6



ANALYSIS AND EMERGING RESULTS

At this point in the analysis, we have developed a

model (figure 1, p. 9 that depicts the instructional

approach the school principals in this district follow in

their evaluation of the teachers. This modal represents an

approach utilized by the school administrators not only far

the dissemination of information and feedback to the

teachers but also for vigorously promoting the goals of the

school district. With the model, we also went to portray an

image of the principals' instructional leadership role which

resembles that of the district's philosophy towards mastery

learning and goals for students, but which is here extended

towards the teachers. In other words, the process the

school principals use for the evaluation of teachers in

general follows a mastery learning approach, but in

particular, it really exemplifies a mastery teaching

approach.

Although we will briefly describe what the categories

in our model mean, we will concentrate foremost on

presenting and describing only one of these categories:
2

Mastering Teacher. We chose to focus ,our attention on this

2
This term should be understood as distinct from master

teacher. Master teacher implies the attainment of a fixed
and set level of expertise. Mastering teacher, on the other
hand, refers to the process of improving in the teaching
profession where a level of expertise is never fixed but
keeps on changing and being improved (see p. 13-14).
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category because we think it illustrates best 1) the

actions, behaviors and ideas the principals encourage in

teachers; 2) the perceptions principals have about what the

teachers are doing in their schools and for the district;

and 3) the principals' understanding of what the role of the

teacher in this district is and should continue to be.

First, however, we will present a brief description of 'elm.

model.

[Figure 13

The first component in the model is the district's

instructional process (IP). We placed this component at the

to? because all the actions, behaviors, ideas and activities

that the school administrators encourage in the teachers as

well as the criteria for evaluating teacher performance

appear to be measured against this instructional approach.

The staff development program and the evaluation of this

staff are oriented towards the enhancement and

sophistication of this instructional process. The central

school records describe the CSD as having a "K-12 outcome-

based/mastery learning program that includes all areas of

the curriculum and all the personnel" (Columbia Central

School District, Mastery Learning Conference, October,

1984). Also, in the annual teacher evaluation records, this

instructional process appears to be the core around which

1 0
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INSTRUCTIONAL EVALUATION OF TEACHERS:
PRINCIPALS' PERCEPTIONS OF TEACHERS' INSTRUCTIONAL PRACTICES

Criteria for
Success

Teacher
Pwriormanc

LEARNING\\\
TEACHER

Classroom Building District Classroom Building District
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principals disseminate information and feedback to the

teachers. The following texts by four different principals

in different years evaluating different teachers emphasize
3

this perspective:

... past growth and observations center about the
instructional process as it relates to mastery
learning.

.. provides appropriate learning cues through
motivation and utilization of the various aspects
of the learning process as a very structured skills
teacher in the team teaching environment. Clearly
definf:d ob3ectives, reinforcement, monitoring,
interaction and guided practice for mastery
learning. Is well planned/prepared for
instructional process.

Lacks the confidence and ultimately the skills to
apply the instructional process effectively. Goes
through the steps but it is an artificial
situation. All teaching is geared to texts and
workbooks....

Another goal ... should consider is a study of
mastery learning end how mastery ties intc the
instructional process model. It should also enable
the teacher to verbalize to others outside the
district exactly what we are attempting to
accomplish in the CZD.

Next, there are two categories: philosophical

pi-inciples and criteria for success. Philosophical

principles refer to those beliefs that are implicitly or

explicitly stated in the records and represent the tenets

that guide not only the evaluation process but also the

3
The original wording of the evaluation records has been

preserved in the interest of accuracy even when that wording
is awkward or grammatically incorrect.



school administrators' expectations of, as well as their

responsi .ties toward, the teachers. Two fundamental

principles appear to emerge from the data: 1) all teachers

can become excellent teachers or what we call mastering

teachers and 2) the school administrators end the district

are providing end will continue to provide the necessary

conditions to enable each teacher to become a mastering

teacher.

Criteria for success refer to those characteristics,

attitudes, and actions which school adminlatrators value as

necessary for the teachers to have in order to become the

best they can be. Also, these characteristics, behaviors

and actions seem to represent standards by which teacher

performance is evaluated. Among some of the most highly

regardeo criteria for success by these school administrators

are classroom implementation of the instructional process

(IP); involvement at all levels -classroom, building and

diatzict; continuous change, which in most cases is equated

with growth; relationships with students and peers; and last

but not least, the ambassadorial role of mastering teachers

to other schools end districts. Some of these criteria

will be further explained below when we describe a mastering

teacher in more detail.

The third category is Teacher Performance. It refers,

as its name inGicates, to the activities and action%
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teachers carry out as well as the attitudes ahoy exhibit.

At this point in the research, we have divided this category

into two components: learning teacher and mastering teacher.

These terms represent two different and yet relates types of

teacher performance that are emerging from the analysis of

the data. These types of teacher performance are different

and yet related to each other because many of the actions

and behaviors demonstrated by each category are the same.

However, certain diffe'ences in the degree of sophistication

of implementation of the instructional process end the type

of involvement and activities carried out by these teachers

ere quite distinct. This category of Teacher Performance

for the learning teacher and the mastering teacher is

further subdivided into the kinds of setting, where the

teachers perform their duties: classroom, building, and

castrict.

In general thQ inclusion of these settings is

especially relevant for the description of teacher

performance because the evaluation records show that the

principals' perceptions of teachers instructional practice

is not limited only to the teachwrs' accomplishments in the

classroom. On the contrary, the term instructional practict-,

appears to have been redefined in these schools so that it

goes beyond the teacher's classroom to practice elsewhere in

the building and district. Those settings also influence

12



and are influenced by teachers' involvement: this

involvement makes an impact on classroom performance. In

particular, the subdivision of settings is especially

appropriate for our description of what a learning and a

mastering teacher is since teacher participation or lack of

it in all of these three settings, among other things, will

determine to a great extent where a teache- could be placed

in these two categories.

Before we begin with our description of who is a

mastering teacher and what she seems to be like, it is

important to point out that when a teacher is perceived as

fitting one of these categories, she IS NOT LOCKED into it

indefinitely. On the contrary, there is a continuous drive

on the part of the administrators and teachers to improve

and grow. Learning teachers are always encouraged to

perform better in the classroom, to become more involved in

the building and district activities, to participate in

workshops and training sessions, and to share and discuss

ideas and plans with colleagues and administrators. In

other words, there is a push on the part of the

administrators for these teachers to become mastering

teachers.

On the other hand, mastering teachers cannot stop

performing at a certain "top" level after they have reached

that level. Mastering teachers are expected to continue

113



growing, changing, and participating in the activities that

administrators, tha district, and the teachers themselves

establish in order to continue pursuing "excellence."

As previously stated, we will mostly limit our

description to delineating what a mastering teacher is

because this type of teacher appears to exemplify whet the

school administrators perceive all teaching staff should

become.

ffastering Teacher!

It is difficult to define in a few words what the term

mastering teacher means because the actions and behaviors of

this typc of teacher are not limited to what she does in the

classroom, but also spread to activities she performs at the

school building level and at the district level and how she

impacts all of them. We could probably say that a mastering

teacher is, in a way, a master teacher, one who possesses

the knowledge, expertise, end skills that enable her to

perform her Sob in en excellent manner and with excellent

results. However, unlike the association one has with the

word master, as one who already has acquired all there is to

know in one's profession, the term mastering implies an

acknowledgement of all that there is still to know, to be

learned, to be mastered in order for her to continue at the

forefront of the profession. Regardless of how excellent a

mastering teacher is, there is always expectations for



improvement. Perhaps the best way to describe mastering

teacher in this district is to describe what this teacher

does at the classroom, building and district levels. The

image that emerges from these descriptions will best portray

the picture that we went to depict when we talk about

mastering teachers.

2istrict. In this setting, a mastering teacher is

?erceived as an ambassador or representative for the

district. This teacher is the one who represents most fully

the beliefs, attitudes, and actions that the principals

perceive as best symbolizing what the district stands for.

The visibility of the mastering teacher encompasses internal

and external audiences. In internal audience, we include

all the teaching staff and school administrators in the

district. The mastering teacher is the teacher that gives

presentations during district-wide meetings in order to

inform and demonstrate the latest state of the art in the

teaching of different strategies or the instructional

process and how these can be implemented in the classroom.

Also within the schools and district, the mastering teacher

works toward bringing together some sort of curriculum

alignment to the district's curriculum development process.

Ala. the external position, the mastering teachur attends

nationwide conferences in which she is invited as a speaker



to talk about the instructional process she is using in her

classroom and district. Furthermore, some mastering

teachers act as consultants to other school districts in

order t, help these districts understand what it is that the

CSD is doing so well. The districts or schools that the

mastering teacher visits are either attempting to implement

a similar '..:aching approach or are considering revisions in

their instructional practices. This is the reason why, we

infer, the school administrators perceive the mastering

teacher as the best ambassador for the district. This

aspect is also described in the records:

... is a teacher who values good planning and the
"teem effort". She hes often shared her expertise
with visitors and with others around the country.
She it. a "blue-chip" teacher who models the
excellence that this school seeks to stand for.

She was a consultant at the mastery conference, a
presenter at Superintendent's Conference Day,
assisted many visitors and has represented our
school and district many times on the road.

... is an outstanding practitioner and a model of
a mastery learning-outcomes based program, teacher.
He has proven to be exemplary for numerous
observers and visitors. He has spent hours of his
time discussing and sharing programs with
visitors.

imildtas. Perhaps involvement and dedication are the

words that describe best the relationship which principals

envision exits between the mastering teacher and the school

building. The descriptions in the records indicate that the

18
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school buildings function the way they do, to great

extent, because of the active and participatory role the

mastering teacher performs. The range of tasks and

activities she undertakes is quite diverse. However, in all

these activities, an effort is made to involve all the

school staff.

In the eyes of the principal, the first activity in

which the mastering teacher seems to be a leader is in the

implementation of the instructional process. The mastering

teacher is or becomes a "core" person in the use of the

instructional rrocess and/or it any of the other teaching

strategies that the school administrators end district wish

to incorporate into the instructional program. A core

person is one who not only possesses knowledge and skills in

a particular area but also a person who can demonstrate well

the use of that area in the classroom. Furthermore, part of

the responsibility of being a core person is to teact other

staff members what that process or strategy is and how to

incorporate it into the classroom. In other words, training

others in the area of which she is a mastering teacher is

one of the main responsibilities of a core person. For

example:

... has served
capacities 1. teas
and demonstrator
supportive staff

this year in the following
leader, 2. 4flet core facilitator
... continues to be most
in our building. Her constant

17
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positive approach with her students and her
excellent classroom performance exemplify our
mastery program and models for others those
techniques desired in teechers.

... was a member of the Talents Unlimited core
group. For Talents, she renewed practices in her
classroom. She was also part of the newly trained
CPS group.

Second, the mastering teacher is also seen as an active

participant in the process of curricuY.um development. Unit

guides are written, revised, and renewed in conjunction

with other teachers in order to incorporate the

instructional process. These units then will be tried out

in the classroom. This activity as well as the one

described above requires a great deal of teamwork and the

sharing of experience and expertise on the part of the

mastering teacher. This fact, however, does not seem to

bother the mastering teacher. It is a fact that seems to

come naturally to her.

Finally, the training of peers, the teaming practices

which the mastering teacher actively participates in, and

the sharing of ideas, knowledge and skills among the

pestering teacher and her peers also help create an

envigorating and active building atmosphere, which school

administrators perceive not only as necessary but also as

essential for the well functioning of the school.

...strong leadership role in several areas. She
has worked with team B teachers to develop, test,
and critique the new social studies planning

2 0
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guides. These guides were shared with colleagues
at a workshop led by at the Superintendent'.
Conference Day.

She also was trained in Investigations. ... has
felt more suzcessfull this year as there was a
sense of connectivaness, problem sharing and
problem solving with team colleagues. She is
motivated to continue to improve instruction and
with ongoing intensified efforts and team
orientation next year can offer still more growth.

... cooperative etti.i..ude, team spirit and upbeat
optimism, when coupled with a solid instructional
performance contributes significantly with the
mission of our school.

clas§room. The principals perceive ,he mastering

teacher as one who excels in the classroom. This is the

place where she can demonstrate what she knows, where she

can incorporate new ideas and strategies into her lesson

plans and teaching practices, where she cannot oi.ly

implement the basic components of the instructional process

but also the place where she can start raising its level

of implementation into high= levels. The classroom,

however, also represents the place where the mastering

teacher faces the biggest challenges since her performance

is not delivered in a vacuum. Her students are her main

concern and the most important reason for the planning and

preparation as well as the delivery of instruction.

Furthermore, the classroom environment and the atmosphere

she creates has to be conducive and appropriate to stimulate

student learning. In other words, the school administrators

ig



perceive the mastering teacher as that cips of teacher that

prepares for and during classroom instruction, taking into

consideration the following aspects: 1) her pupils, 2) her

utilization of the instructional process, and 3) the

environment and atmosphere of her classroom. These areas

will be dealt with separately for purposes of description

but it should be realized that in practice they are all

interrelated.

The mastering teacher is perceived as a teacher who

makes her pupils the focal point of her planning,

preparation and delivery of instruction. The mastering

teacher seems to be concerned in parti=ular about the

students' cognitive and affective development. Therefore,

lesson plans and classroom instruction will be developed and

oriented toward enhancing these areas.

Teacher-pupil relationships are enhanced through
application of mastery principles of encouragement,
caring end providing good self-concept experiences
for pupils.

...teaching skills nre enhanced by the enthusiasm
end in providing pupils with an exciting and
positive learning experience. She possesses those
skills in instructional techniques which provide
for the need of all pupils....

Techniques of instruction are geared to the needs
of all pupils. Alternative modes are implemented
so that each and every child may experience
success. Her tolerance with pupils who have a less
than positive attitude towards learning is
inexhaustible. Interest in areas of writing and
literature is high and is reflected in her
expectations of her pupils.



Plans/preparations are made for specific objectives
end selects a variety of learning activities to
to meet the needs end differences of each
individual pupil.

Next, principals' understanding of the mastering

teacher performance indicates that in the planning and

delivery of instruction, the mastering teacher is also

intentionally concentrating on implementing the district's

instructional process. The philosophical foundations of

this process rest upon the principles of mastery learning.

The set of components that make up this process takes into

considaration the pre-instruction, instruction, and post-

instruction stages of teaching. The mastering teacher pays

special attention to implemening and following these

components until this process becomes second nature for her.

When this process is in place, she starts incorporating and

meshing different teaching strategies (mtg. cooperative

learning, creative problem solving, investigations, talents

unlimited, among others) into this process in order to raise

its level of implementation to take into account different

students' needs, and further improve modes of learning, or

feedback procedures. The evaluation records clearly reflect

this point:

Techniques reflect emphasis on the basic skills
of mastery. Clarifies lesson ob3ectives using
"best shot" instruction. Carefully guides class
interaction to involve most students.
Encouragement reinforcement, end positive feedback

21 r)
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given. Motivational techniques ere u ed for
retcaching various alternatives. Selects material
carefully and organizes well to meet the needs of
the learner.

Classroom performance reflects her positi,fe
abilities in dealing with our mastery program and
specifically, the instructional process. My
classroom observations, end those of her
coordinator, point to areas which include planning,
correctives and guided practice as strengths for
... in the classroom.

She has worked with the instructional goals,
namely, the best shot mode of instruction and pre-
requisite skills end has demonstrated a growth
level to the area of application and creativity
stages. She has also developed the mastery
techniques and is constantly refining and
implementing the use of enrichment activities,
correctives ....

With respect to the classroom environment, the

mastering teacher is perceived as a person who creates a

caring and nurturing atmosphere so that the students and

teacher herself can feel at ease and motivated to engage in

active participation during the teaching process. A

positive, enthusiastic, creative and encouraging attitude is

needed by the teacher in order to create such an

environment. A mastering teacher appears to possess these

characteristics, and some others. Her classroom performance,

according to the principals, seems to represent how

masterful she really is at what she does in the classroom.

Finally, we should point out that the classroom door of

the mastering teacher is always open to other teachers, from

the district or from other districts, who wish to observe,

22



to get information and to learn about the instructional

process being used. Some of the excerpts from the

evaluation records summarize quits clearly how principals

perceive who is a mastering teacher and what she doss and

represents:

... models what this school stands farexcellence
in teaching and learning. And, she is still
getting bettor.

cooperative attitude, team spirit and upbeat
optimise, when coupled with a solid instructional
performance contributes significantly to the
mission of our school,

Lealping poachers

The degree of oxporti.,e in the implementation of the

district's instructional process and the degree of

involvement and participation in the building and district

activities appear to be some of the main reasons why

principals perceive learning teachers as different from

mastering teachers. The learning teacher, however, is

contin:ously striving to acquire more knowledge and

e xperience in those areas the school administrators doom

e ssential for her to possess.

One of the areas in which principals urge learning

teachers to improve is in the full application of the

instructional process in the classroom. By full, we imply

two things. First, the learning teacher should incorporate

all the components of the process in her classroom

9 r;
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instruction. Second, in the event that this is already

being done, an attempt should be made to raise the level of

implementation by incorporating in her teaching any of the

other teaching strategies the principals and district view

as essential for achieving excellence in the overall

instructional program. After this is accomplished, the

learning teacher is advancing toward the level of a

mastering teacher. However, more than this is expected from

her. Principals perceive that part of the teacher's

responsibilities,. and obligations is to be involved and

participate actively in the building and district

activities. She has to Ltecome a masterillg teacher not only

at the classroom level but at the building and district

level to be seen truly as a teacher who contributes to the

total school effort. The records illustrate this:

... willingness to improve. ... has developed and
put together numerous creative and innovative
lesson ideas. She cares about her students. But,
the basic elements of the instructional process,
classroom management and control :Rust be improved
to allow these lessons to fully impact students.

Teaching performance carried out with components
of the instructional process being dealt with.
However, there is a need to preview the lesson in
terms of what pupils can reasonably deal with.
Best shot instruction needs to be dealt with more
intensely and not as a part of another component.
At times, attention needs to be given to those
pupils who lose interest in what is going on.
Motivation and cue setting are good, but
instructional portions of the process need to be
dealt with and modified.
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Many useful and effective teaching skills.
However, full involvement in the beliefs practices,
direction and team progress of this district and
school will help his improve, 3ust as it helps
others. this a team school, where staff members
learn to tw_.:h with ever growing levels of
expertise.

Learning teachers can and do indeed become mastering

teachers. School administrators are constantly informing

the learning teacher about those areas in which she is doing

an excellent Sob and those in which an added effort might

bring about stil' further success. New tasks and goals are

set, and if accomplished, little by little, the involvement

ani participation of the learning teacher expands from the

classrJom level through the school level to the district

level and beyond. New responsibilities are taken up, and in

the end, a learning teacher becomes a mastering teacher.

conclugion

Many patterns have emerged from these data which create

a strong link among all the principals from the cur schools

in the district. All the principals, without exception.

placed a great deal of emphasis on and encouraged certain

behaviors, actions and/or attitudes in teachers that would

enable them to teach better, reach more students, grow

professionally, and contribute toward the CSD goal:

excellence through the implementation of its instructional

process. The information provided in the records is one in



which the positive, and not the negative, is reinforced and

looked for.

In general, the message principals send to teachers is

one that says "all teachers can become mastering teachers."

This message is delivered in a special way. First,

principals communicate to teachers what their goals are,

what they expect the teachers to accomplish and what type of

help or reinforcement teachers may demand from them. This

can only be done if all the principals have clear

expectations of what they want the teachers to do and where

they intend to go. A coherent set of expectations and goals

shared by principals is emerging from the data. Second,

The enhancement and sophistication of 4he district's

instructional process is coming into view with a strong

force. Third, principals make teachers strong participants

in the success of the teachers' and district's

accomplishments. In other words, successful teachers, be

they mastering teachers or learning teachers becoming

mastering teachers, represent what principals believe

teachers ought to be in order to fulfill the mission of the

district.

2U
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