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Supervision for Growth: A Practitioner’c Perepective

School facultiee are a rich mix of perconalities,
commitmente, and expertiese. Encouraging the faculty to tap into
thie richness is the primary chullenge of administrators in
general, and of those esceking to promote the moral developent
of the school community through staff development activitiec.

The reccach makes it clear that ecuch a concern is best
addressed by those vested partias with the greatest
recponeibility for teaching and 1learning (Darling-Hammond,
1988; Liberman, 1986; Timer & Kirp, 1988). Indeced, it ie
becoming increasingly clear that the current wave of school
reform centers about school-based models of improvement in both
curriculum and staff development (Orlich,1989).

The concern for a echool-based epproach reflecte and
extende the findings of the effective school movment in the
area of sastaff development (Gall & Renchler, 1985: Lindelow &
Heynderickx, 1988). 1Indeed, perhaps it ie best viewed as the
humaniziation of che effective achool movement. One of the
major criticieme of the effective eschool movement iz that it
fails to take into account the specific neede of the teachers
and etudente in an attempt to ‘*control® echonl variabhles
(Linney & Seidman, 1989). Central to the effective school
movemnt ie a concern for the zchool climate or ethoe. It would

%e unjust to avoid addressing the "moral* nature of thie

3




climate in an attempt to be "vz2lue free" in the echool
community.

Indeed, once teacheras and egtudents come together for
echooling, and enter into diecuczeion about the "etuff'" of the
curriculum t+he moral dialogue hae begun (Jackson, 1986)>. The
dialogue becomee both the content and process of the "moral
ecology'" of the achool (Bellah, et al. 1987).

When teachere as&k queetione of who, what, where or when,
they conclude the discuscion with "why". If they don’t, their

~

etudente do, albeit in ancther form: “why are we estudying thie,
for what purpose". At the heart of such questions iz the moral
iecsue regarding the valuee inherent in any cource of study. In
addition, therc iz the pereonal moral dimension implicit in
this dialogue: it ig the central quesction of '"lecarning how to
be oneself even while responding to the claime others make on
ug" (Starratt, 1989, p.i3).

It 4s in the midst of this dialogue that moral development
actually unfolde. Indeed, euch an exchange ieg at the heart of
the movement towards moral development within the Kohlberg
perepective (1976). Thies dialogue must be carried out with a
aenaitivity to “he persona involved if the claims the claims of
critica of thie approach, who eeek to underscore the mcral
growth of persons through care and compaseion, are to be
adequately ancwered (Gilligan, 1981). Of couree the “truth" of
norzl development liee in the tension of both perespectives
(Schrag, 1989). By addreeseing the duel concerne of justice and
compasgesion the achool community can more effectively move

cloger to "truth'" as embodied in the formal academic curriculum
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and the “hidden" curriuclum of social interacticn within the

school setting.

The Administrator and Morsl Development

It ie the criticel role of the Adminietrator to ineare that
thie dialogue occurs with a classroom environment and echool
ethoe which 1ie both Jjuet and csring, and that the teachere
involved are ekilled in approaching the tas): of moral discourse
both in the claeerocom and the halle of the echool.

This task 1s best accompliched through the duel approach
of a) supervieing teachers baced upon the conviction that asz
adultse they are responsibile for their own méral and
profescional development, and that such development will occurr
in a wvariety of gettings and involve varied pacing; and, b)
that programe of eupervicion for cstaff development muct gtart
from the experience of teachers and students rather than
impoged from the outeide.

Hence a &successful program for staff developmant focused
on moral development will view teschere as growing adultse who
will Dbecome more professional and succeessful as they are
provided with a& work environment that demande choice, autononmy,
dialogue, and reflection (Glickman, 1985; Sprinthall,
Thies-Sprinthali, 1983). Such a working environment comee fron
the cloae collaboration of the administrator, the teaching
etaff, and the studente. The programe deecribed beiow move the
faculty closer to the ideal of a new professional culture
centered on etudent learning rather than the currrent modele
focused upon faculty deficiency. While ¢this model examines

policiee within the s&chooclhocuse walle, it does have the power
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to effect policy changes outside of the inaividual schoecl aince

it eeeke to establieh a richer urderetanding of the teaching

profession (Darling-Hammond, 1988).
Collaboration: A Case Study

A faculty workshecp was organized around the theme of
developing new norms to enhance the profescsionaliztion of our
teaching staff by attending more respongibly to students’
nceds.. The =&achool ig failrly large (N=750) with a varied
atudent body (30% minority; 24% econoqically disadvantaged).
Thie meeting was held in the context of a school-wide
eelf-cvaluation gtudy. Elected claes repregentatives from the
Student Government were invited to participate 4in the
diascussion. CQuecstions regarding the nsture of the educstion
provided at our cchool were raiczed: what were teacher concernc
about atudents and the apparent lack of involvement of etudente
in their educational achievement: what impact did etudente’
needs and concerns have on instruction; and lastly, how would
we frame a recponge to the many icsuee raised in this worlzehop
which was open-ended and inclusive of all gectors of the school
community.

It Dbecame clear to the teachers that thoy cared very much
about the quality of the education they were regponcibile for
nanaging. As other researchers have found, the dominant
motivation and eource of reward for teachers centered about
promoting students’ growth and development (McLaughlin, et
al.,1986).

After initisl agreement about ghared purspocea, a rich

discueeion unfolded with specific problems emerging which
4
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needed to be addressed by the faculty. Three dominant problen
areas emcrged from diescuession among teachers anmd among teachere
and satudcntse together: a) atudente judged tcachere to be too
hareh and punitive in the awarding of gradees, si@ply
put--atudents perceived teachers to be "unfair"; b)> that
ingtructional gtyles needed to be enhanced and expanded, and c)
the faculty endorsed the ideal of both short tern and long ternm
recponcibilitiee for professional development.

It should be made clear that all threce issucs were judged
to be important by both ctudents and faculty and that both
groups agrecd that there was a shared moral obligsation to deal
with the injuctices thst were involved in theese three areas of
concern. Indzed, gtudents were plecased to sce their teachers eo
concerned about their welfarc; 4in turn, teachere felt that
students "listened, really listcned” to their frustrationse
regarding studentg’ failuree to take greater responsibility for
their learning. I. was clear to the teachers that the
competence at gtake in euch discueseione concerned not only
intellectual gains of students but alsc the development of
moral capacities of cgctudente in dealing with the obligationse
involved in their assuming a greater role in their education.

As a regult of thie initial phace of reflection, teacherse
felt the need for more information to evaluate and plan
activities to deal with these three central corncerns. Building
upon the reaulte of action-orientated reeearch for stafff
development (Boehnert & Moore, 1985; Lieberman, 1986; Sparke,
88), the faculty took regponaibility for studying each of the

three central neede. They reviewed research on grading and
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student evaluation, worked on materi=l dealing with student

motivation, and discusced their findinge with studentzs. The
aupervisory role of the principal was one of "rescarcher and
etaff facilitator™. That ig, the pricnciapl lead workahopz‘(on
themea of getaff dcvelopment, gtudent motivation), supplied
resesarch literaturc for faculty to revicw, and worked with
teams of teachers to statistically evaluate some of their

questione.

I. Grading and Evalaution: In discuseion with student two

iszuce predominated, a) the perceived harshnescs in awarding
grades, =nd b) & perceived differential treatment of boys and
girla in clase by "come teacherc™.

The firet igeue was explored by a gtatistical analyesie of
over-all grading patterns within the echool (Appendix A). The
data failed to reveal any sgeignificant differences 1in gradese
between departmentz. Indeed, there appeared to be surpriesingly
congiestent pattrens over the course of three ycare worth of
grades.

After review of thise data by atudents and tcachers, the
disgcussion moved to a new level of underetanding. What studente
were most critical sbout was the way in which ‘“claes
participation” ac a category of evaluation wase being "misgusged"
by teacherc (thé student definition of “"harshness"). It
appeared to etudents that many teachere did not a) give clear
feedback about what was desirable class behavior, b) did not
nake it clear how they penalized etudente for euch

inappropriate behavior, and c) how they factored class
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puvrticipation inato the final grade for the cource.

After discuecsion of the issue it was decided by faculty and
studente that they together would decide what werc appropriate
claseroom behaviors and that teachers should nrake clear a) how
a cstudent was progreeeing in the claec participation category,
and b) how a grade would be assigncd to thie achievement. Both
teachers and students adop?ed a generalized form for evalusiing
class participation (sec Appencdix B). The form is used on a
regular basie (normally once every 3 weeke). The implementation
of thie form has been reccived well by all partics involved.
Students ncw feel that they have a cay in what ie expected of
tnem, and feel that they are now receiving adequate feedbaclk on
their perfcrmance; There chould be an improvemenc in the
academ.c success rate of students for the future (sce Appendix
£ eince feedback 1ic concietently corrclated with eschool
achizvement (Belmont, 1989).

Through this discussion both students and teachers have
come to realize that more than academic iccuves were raicsed.
Indeed, the concern for doing the "right thing" was raiced by
both groupe. To thie degrce, the diecuscione have moved the
school community closer t> realizing that academic performance
and echool effecte have moral consequences (Good £ Weinctein,
1986).

A eccond and related 4isscue to the use of grades was the
differcntial way in which teachers awarded grades. It waz the
gtudent perception that teachers were "easier on the girls than
the boys”. Thig complaint was most strongly voiced by studentes

in the honors program. A egtatistical anslysis of the grading
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patterne of thece studentc revealed that guch a difference did
indecd exist (Appendix C). Teachers had to confront the
injuetice rcvealed in the data. Upon review and reflection it
appcared that teachers were using grades to control boys’
behavior 4in the clacziroom. A egeries of workechope led by‘thc
principal and teacher voluntecrs were initiated w.th an eye on
aseicting teachere to develop more appropriatc behavioral
interventione for dealing with student clacaroon managemcnt. At
this point in time, it appearec that teacherec have an incrcaesed
sence of their optione for managing claserocom diecvruptione, and
that they feel more in control of their teaching. While euch
outcomes etill need to be formally evaluated, they appcar to be
congistent with the rcscarch on teacher efficacy (RBerman &

McLaughlin, 1977; Brophy & Good,1986).

II. JIngctructional Stylee:! Teacherc were gaick to highlight the

central difficulty in dealing with students: how to motivate
then. In part thie appeared to involved varied teaching

otrategiee as well as attending to different motivational needs

of ectudente. Agsain, the model f£fr~r dealing with thie concern

followed the action-research guidelines of Liberman (1986 end

Sparks (1988). The 4initial phaee was to have faculty recad

eignificant literature in the field of achievement motivation

(Aree & Ames, 1984, 1985; Brophy, 1987) and to begin to apply

key ideae to strategiee geared at motivating our students.

Thie has produced a geriee of *"faculty forume" whereby

- individual teachers or cluaters of teachere from the same

department preesent to the faculty new teaching methode based

upon actual classroom use with our studentas. To demcnstrate the




"newneee” of the information gained, tcachere developed a quiz
on motivation which they administered to their peers (Appendix
D). Thie exerciege gcrved to a) introduce the faculty to eome
key concepts, b)) 1iliustrated the need to appreciate how
different etudente react to diffcrent classgroom environmehte,
and c¢) fostered faculty evpport to work together on developing
a greater awareneec to e more recponcive to the necde of
etudents. These faculty forums have produced far morec
change on thc part of teachers than would have been poeeible by
adminictrative dictatos. The net result is a faculty morc alert
to the waye in which their behavior impacts not only on =student
learning but aleo on the waye they, individually and
collectively, can motivate studente to agcume gresater

reaponsibility for their learning.

III. On-going Professional Development: As can be surmisged fron

the above discussion of faculty involvement in evaluating
eerioue questione dealing with their work, a new faculty
culture has emerged through guch reflection. The majority of
the faculty are committed to examining their performance with
an eye on enhancing their akills and ccmpotency as
profeeceional,

With asupport from the Principal, the faculty developed a
geries of profesegional activities designed to meet their needs
as growing brofeasionals. It was apparent that many teachers
who possessed certification and a npaster’s degree were not
about to take graduate courses to enhance their elkills or
extend their knowledge bace. Such courses did not meet their

specific claasroomnm or professional neede. Professional
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workshopr did not always meet their egpecific neede in either

curriculum concerns or specific classroom skilla.
Az a 1i1ccult, the principal and teachere together forged a
program of <Continuing Education Unitas (CEU’s). Thece units

would involve teacher initiated activities cpeccifically

deaigned to gatisfy a teacher or a group of tecacher’c classroom

neede (examplez in Appendix D). The activities would nmeet
criteria for accountability (eg., teacher generated
objectives./goalc, involve a certain amount of time, the

production of resulte, end a sharing of results with the
faculty) and would receive an agreed upon number of CEU’a. 8= a
regsult of the collaborative effort in establishing the CEU
Program, the administartion and tcachers moved one etep clocser
to the 4idecal of a "community of leaders'" described by Barth
(1988). Theee CEU’s would be accrued for the purposes of sgalary
increments in awarding teacher compcngation.

In ite firet vyear of implermentation, approximately 2%9% of
the teaching staff were involved in a variety of activitiese.
Most tecachers elected gome for of collahorative activiticse.
The benefite were increcaeed personal suprort among steachers
and an enhancement of teacher recponcibility for the quality of
inastruction offered studenta. Administrative support, both
pereonal e&nd financisl, ccmented new perceptions about the
collegiel commitments of all members of the school community to
enhance the growth of a professional teaching gtaff.

Conclusion

Superviaion by the principal has been conceived of within

thieg precesentation as an cbligation which geeke to promote both

10 .
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the individual and corporate moral growth of teaching ataffs by
attending to isgues of injustice az perceived by the school
community. It started with the fiecld-based expnrience of the
teacher, wac <chsallenged by the ingights of research and the
larger scholarly c¢ommunity, and returned ¢to the teacher‘for
internalizstion and action.

The Jleadersaip role of the principasl was critical to
initiating and eustairing thiz movement towarde = new cultural
norm for profesaional development within the achool community.
The Qquality of guch leaderzhip wae important in both ite own

right and as a criticsal underpinning of success in sacadenmic and

perconal morasl developmant by all members of the school

community.
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Art
Business
English
Health
History
Math
Mod.Lang.
Religion
Science

Success Rate:
mrrees RJLE

Failure Rate:

Seniors
Juniors
Sophonmores
Freshmen

Anpendix: A: Grading Patterns

Scheol Achieverment: First Semester Graue

Jan.

w
o

Mean

81
84
77
81
79
81
76
60
79
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First Scmester: Listed below are percentage of students passing a

given course. TFor example, if there are 25 students in a class
and 5 fail for the grading period, the success rate is 80%.

Jan. '87 Jan. '83

Mean g2
Median
SD

Listed below are the percentages of students who
courses during the grading period.

Jan. '36 Jan. '87
19 24 31
28 30 41
28 38 33
24 36 25

“Fewer multiple failures; many more cases of only
one failure per student.




APPENDIX B: CLASS PART.CIDATIONM

Class Participation: Criteria £or Evaluation

1. Student aglhks appropriate questione in diccuceion:

th

2. Student follows-up quections of other ctudentas/tcacher:

3. Student malecs reference to materisl previcuely
ctudied in ancwering questions:

4. CStudent listene actively and attentively as
exhibited by posture or writing notes:

S. <Student acke clarifying questione en mateorial
precented:
6. Student makes refercnces to interdisciplinary

material when diccussing topic:
7. Student cubmits written wort on tinme:

8. Student revices work submi“ted in s draft
form:

2. Student geelkc additional help as required:

10. Student offers acssistance to other ctudente
in nced:

11. Student submits class ascignments ahead of
schedule whenever posgcible:

12. Student sceks out the teacher to revieow
accignmentc/tects when they have reccived a
failing grade:

13. Student ghow intereest in gubject, over and
above what ic roquired, by secking add:tional
acgignmente/projects:

Studentes arc cncouraged to lict other
critoria which they judge to be valid in
evaluating their performance:
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Apnendix D: Motivation Quiz

i DUl
e

Match the following: (Stipek, 1984)
"The teacher said I was a geed speller”
"The tezcher usually puts an A on my paper"
"I usually get 100% on my spelling test"

"I usually get the highest score in the class"

a: normative feedback d. objective pPast performance

b: social evaluation

c: symbolic evaluation.

"Students who lack confidence in their ability credit
their success in luck or the task being easv'",

udents who lackh confidence credit their failures
to lack of ability". (Bill, 1884)

Students vho lack confidence in their ability show a pattern
of:

a. lovw performance

b. low achievement-cotivation

¢c. high test-anxiety

d. all of the above (Hil1l, 1984)

Students with learned helplessness can be taught to persist at

school-like problem solving tasks by showing them that their failure
is due to lack of:

a. ability

b. effort
€. ability and effort
d. all of the above (Dweck, 1975)

True or false:

—Test anxiety and success-failure attribution measures
correlate decreasingly with test performance across the
secondary vears for boys and girls from z1] socieccnomic
backgrounds. (Hill, 1984)

Which of the following characteristics can help decrease motivational
effects on test performance:

a. perceived time limits

b. difficulty of test content

c¢. dinstructions about the test

d. none of the above (R111, 19&4)

i9




10.

11.

12.

13.

14.

15.

True or false: (

Much of the available research evidence seems to support the
hypothesis that rewards that emphasize success or competency
on a task enhance intrinsic motivation.

(Harter, 1981: 3rophy, 1981)

Extrinsic motivation can decrease intrinsic motivation in a .
student by removing feelings of:

a. freedom c. choice
b. ownership d. none of the above (DeCharms, 1984)

Students perception of self competency can be decreased by:

a. intrinsic motivation c. positive reinforcement
b. uncritical use of reinforcement d. none of the above

True or false:

A rigidly structured classroom can inhibit student motivation
as much as an unstructured classroom. (DeCharms, 1984)

Which of the following activities can increase intrinsic motivation in
students:

a. goal setting

b. allowing students to select means to goal realization
c. encouraging personal responsibility

d. all of the above (DeCharms, 1984)

True or false:

Research indicates that administrators rather than teachers
are essential to increasing intrinsic motivation in the school.
(DeCharms, 1984)

What strategies can teachers use to increase intrinsic motivation in
their students:

a. believe that all students are capable of such increases
b. believe that they are able to assist students
c. review their class structure to examine its effects

Most administrators (under/over) supervise their teachers when it comes
to instructional improvements in the classroom.
(DeCharms, 1984)

True or false:

Teacher enthusiasm for subject matter can increase both
student achievement and interest.
(Morgan, 1984); Murray, 1983)

0




Appendix B! Sample CEU Activities

Activity A: Workshop Reflectionsg

Apprcoximately five faculty workshops are schedule for the
academic year. These workchope will be formal precentatione
by the Principal or an ocutside concsultant. To rec=ive CEU’s
for thics option at leaczt four reflection papers must be
submitted.

Following these presentsations, faculty members may prepare a
reflection paper (5 typewritten pages) in which the topice
precented are:

2) recognized as new and cignificant or ac =
re-~affirmation of previoucly gsined knowledge:

b) suggestions discusased for the application of new
ideas for clacssroom uce or departmental review:;

c) atatoment of what the next step ought to be
for cither the individual or the school community
in moving clecsed to the goals of the workshop.

Agtlivity B: Academic Digcucsszion Groupes

Faculty grcups composed of at lesst five persons and no
more that geven, and representing st least two departments
may meet to discuse and review critical educationsal’classroom
ieguese.

The issues may be of:

a) general concern (ie., texts dealing with
educational reform guch as A Nation At Risk, Horace’:s
Compromise, A Place Called School, etc.)

b) epecific curricula/inetructional iggues (ie.,
independent atudy modelsz, writing across the curriculum
projects, uee of media in the clacerocom, computer
applicationa, etc.)

A group must meet at least five times with each aseasion
lasting for at least one hour. Minutes muct be kept and
cubmitted aftcer each geszion. A summary report must be
eubmitted by the group before CEU’e will be awarded.




