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SEEING SUPERVISION DIFFERENTLY: THE PROCESSES OF
FACILITATING CHANGE IN A VETERAN TEACHER’S BELIEFS

W.Edward Bureau

Focug of the Regearch

"Can the Improvement of Instructlion come about through
systemic means or, In the last analysis, does it simply
occur within indlividualis acting alone?* That question seems
a perpetual puzzle to all those a part of lmproving teaching
- teachers, supervisors, teacher educators, researchers. An
emergling alternative to that either/or question Is creating
within a system chances for a teacher to have her
professional growth nurtured by a supportlve suvervisor.
Such an approach holds that the greatest potential for
reform Is within the rich knowledge and experlience nf
veteran teachers.

Respectful of a teacher’s bellefs and practices, such
supportive supervislon presupposes that a teacher retains
ownership of change or of the desire to do so. The
supervisor can, at best, facilitate reflection and change in
- or confirmation of ~ bellefs and practices. Acting as a
tourgulide who shows cholces of routes or sights, a
supervisor may nudge the teacher Into a process of seelng
her teaching anew or differently.

Too, the process of reflection occcurs within the
supervisor engaged in nurturlng a teacher’s reflection.
Within supportive supervislion lles mutuality; co-reflection
and co-learning occur for teacher and supervisor. Supportive
supervisory and reflectlve processes must occur within a
culture that values mutual risk taking and trust bullding.
As part of those processes, a supervisor listens for a
teacher’s reflective language - a mirror to changes or
conflirmations In bellefs and practlices.

Investigating the assertions and hopes in such a
supportlive approach to supervision Is at the heart of this

research project. Simply sald, the focusing question for
research s, *

ED358508

as a supervigor attempts to facllitate changeg In a veteran
teacher’g bellefg?* Using qualltative research methods, the

question was Investlgated by a veteran teacher and me over a
periud of a year and a half.

This paper 1s prepared for a presentation at AERA’s annual! meeting in
Atlanta, April 12-16, 1993. For further discussion of its findings,
feel free to contact Ed Bureau at 5 Nottingham Drive, West Grove, PA
19390. <(Copyright, 1993)
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Beyond seeklng answers to that focusling question, the
research speaks to the reform of supervisory practlces
toward those that enhance teachers’ reflectlion and growth
through collaboratlive processes and shared dlalogue, toward
those that engender mutual trust. respect. and rilsk taklng.
Offering a phenomenologically expanslve vliew of supervision,
the research 1s emanclpatory In 1ts hope that supervision
can evolve Into a process of nurturlng teachersgs’ reflectlion
upon and change or conflrmation of bellefs and practices.
Such an expanslve view envislons supervislion that ls a
teacher centered, constructive soclal process.

Those who are curlous about how or belleve that
teachers’ professlional growth can be faclllitated wlll find
the Interpretations arlsling from the research thought
provokling. Practltloners who work where chlldren are
learnlng ~ teachers, supervlisors, and admlinlstrators -
should find that the research polnts toward reorlenting
supervisory processes and behaviors. Those who contlnue the
patlent work of research wlll find polnts of departure for
further lInvestigatlon Into supervision, reflectlon on
practlce, and_.the language of reflection.

Research Contexts and Methods

To fully understand the research, It ls essentlal to
g'lmpse at lts surroundlng contexts (the teacher and a
district’s supervislon pollcy), data collectlon methods, and
problematlc concerns that arose. Before such gllimpses are
glven, a simple but critlical assumptlon bchind the research
should be understood. In contrast to much recent research on
preservice and novice teachers, the research focused on
supervislon of veteran teachers. Thus, the research s
grounded In the notlon that the greatest potentlal for
Improving teaching Is wlthin the rich knowledge and
experlence of veteranr teachers.

& veteran teacher who particlpated In the research, Pam
had taught thlrd grade for a number of years and was In the
process of trylng to move her classrcom to a readlng/wrltling
workshop approarh. Prlor to teachlng third grade, she
taught second grade and, prlor to that, fifth grade In a
more rural school system. As research data shows, her
tralnlng and early teachlng can be typlfled ags "1lnear
sequentlal® in approach and thinklng. Subsequent coursework
prepared her for a princlpal’s position and made her a
member of the Pennsylvanla Wrlting Project. Pam was an
actlve particlpant In dilstrict staff and curriculum
development projects. Partly from her own curloslty about

her teachling, Pam expressed wllllingnesas to particlpate In
the research.




Regearch was done wlth Pam In Springfleld School
Dilstrict In Delaware County, Pennsylvanla. Comprised of 180
some certiflicated staff, the district actlvely developed
ways to Increase ceacher professiocnallsm and senses of
efflcacy. One such effort has been the development of a
Teacher Evaluatlion Plan vested In such notlons as teacher
declslon making about professlional objectlives and as
supervislion that ls supportlve of progress toward those
objectives.

The Teacher Evaluation Plan Includes such features as
Goal Setting, Supportive Clinical Supervislon, and
Teacher/Supervisor Plannlng and Progress Conferences. 1In
Goal Settlng, a teacher chooses up to four long-term goals
ldentlfled In a self-evaluatlon process. Goals, for example,
can range f:om those related to classroom teachlng to
assessment of learnlng to school/community relatlonships.
In a Teacher/Supervisor Planning Conference at year’s
beginning, the teacher plans actlivitles, timellne, and
resources needed for meetlng those goals.

Throughout the course of the year, the two work
together toward achlevement of the goals; the supervisor’s
role I3 primarlily that of resource person and of coach.
Buring the vear several progress meetlngs are held during
which the two collaboratlvely write progress statements; In
a llke way, a summary statement Is written at year’s end
durlng a Cycle Report Conference. Because many teachers’
goals are long-term In nature, they often are extended Into
the second and, perhaps, the third years of teachers’ plans
for professional growth,

In Supportive Clinical Supervision, a teacher and
supervisor meet before a classroom observation to dlscuss
what features of teaching and classroom events should be
subject to data gathering; these features must relate to a
teacher’s long-term growth objectives. After focused data
Is gathered durlng a classroom observatlion, both meet to
mutually analyze the data and cooperatlively write a summary
statement. The intent of the process Is not only to offer
useful data to the teacher but to encourage reflectlon and,
if warranted, actlon upon the results.

Worklng within the context of the Teacher Evaluatlon
Plan, Pam was lnvolved in both Supportive Clinical
Supervislion and Goal 3etting during the research perlod. As
part of the supervisory process for both Goal Setting and
Supportive Clinlcal Supervision, Informal classroom visits,
conferences, and dlscussions between supervisor and teacher
became sources of data. Sources, too, were the conferences
at the beginning of the year (Teacher/Supervisor Plannlng
conferences) and at tne end of the year (Cycle Report
conferences). .

The systemlc contexts, thus, for the research are an
effort withln a district to create a plan that offers




chances for a veteran teacher to change or confirm her
bellefs and practices through a process of reflection and
growth. Central to that plan are assumpt lons about what
roles both teachers and supervisors should play in the
processes of working toward fulflliment of long~term growth
objectives. This research project Investigated the nature
of trose processes as a supervisor attempted to facllitate a
veteran teacher’s changes In bellefs.

Together, Pam and 1 used our many tlmes for talking as
teacher and supervisor as sources of qualltative research
data. As both a researcher and a supervisor wcrklng with the
teacher, my research role was that of a participant
observer. Three means of data collection were used -
audiotaping of supervisory conferences, a dialogue Journal
between teacher and researcher, and audiotaping of two
interviews. Together, these methods offered triangulation
of data and Interpretations. A fourth device, the
researcher’s fleldnotes/reflective log offered further data
not just on Instances of teacher reflectlion but on
contextual overlays and on my own reflectlons about the
research. As a flfth method, supervisory documents were
collected as we generated them as part of a multl-year
supervisory plan.

Processes of Inductive analysis bolled the rich data
from those flve soucrces down into implicaticns that can be
taken to other contexts. In keeping with the concepts of
generallzabllity none of the impllcations to follow I8 to be
taken as a prescription applicable to all teachers and,
certalnly, not to all supervisor/teacher Interactions. As
opposed to prescriptions, they are visions of what could be
and challenges to those who would reorient supervisory
practices and behaviors.

Research that seeks to Interpret processes and beliefs
and which uses language as a mirror of changes Is not
unproblematic. Pam’s reflective language mirrored a gserles
of successive approximations as she reconsldered classroom
practices, the problems that accompanied them, and the
bellefs that framed them - all messy prccesses not glven to
crisp, llnear descriptions. Too, the messiness was at times
corpounded by the constructlive, soclal process of a
supervisor and teacher making meaning together, thus mixing
language and ldeas. Simply sald, the problem In consldering
the volume of data was sorting out Indicators of changes in
her beliefs and of the nature of facilitative supervision.
Doing so was possible through the combination of flive data
sources. Collectively, they also enabled triangulation of
implications as well as setting lmplications descriptively
In the contexts of classroom and supervisory processes.




The Essence of the Data

At the end of the research perliod, an aggregate body of
data enabled answering the research question, “What is the
nature of the processes involved as a supervisor attempts to
facllitate changes In a veteran teacher’s bellefs." To
answer that question two primary questions needed to be
answered: ‘How did Pam’s belliefs change? What was the
nature of the supervisory processes." What this section of
the paper does is to give the essence on data that answers
those two questions.

Pam’s story is bound by and woven in and out of three
areas of beliefs, those about student needs, curriculum, and
classroom management. In telling the story of how she
dellberates and reconstructs bellefs in each area, a thick
description unfolds of a veteran teacher changing her
classroom and practlces. Understanding Pam’s story sets the
stage for understanding the facillitative supervisory
processes intertwined in the story.

Pam’s reflective language s captured in a chart
organized to show how her bellefs in three major areas
shifted during the research perlod. Major shlifts are
summarized, keeping them as closely as possible to Pam’s
Intent. Key words, most of which are metaphors, are
underlined. Former bellefs are presented in the left
column, current bellefs in the right.

BELIEFS ABOUT STUDENT NEEDS

Respond to needs by teaching Respond by

information or gkills. facilitating the
procegges that can
be interpalized.

Respond to needs en masse Respond to any

with a ditto sheet. person at the
claht time by
diagnosing then
troubleshooting,
arplving the
bandaid, and
reaching jnto the
bag of tricks.

Children can be taught to Children are
cowrjters and
colearners.

Behaviors during workshop Behaviors can be
are distractions. indicators of
needs.
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BELIEFS ABOUT CURRICULUM

Language arts curriculum
is llnear and gequential.

Skills are taught in a
box necklace that combines
1 L

Curriculum content should be
taught directly and
explicitly.

Crosscurrlicular themes are
taught in sideline,
supplemental, quasl
unjts.

BELIEFS ABOUT CL#SSROOM MANAGEMENT

Control of and responsibliity
for learning ls the teacher’s
exercised through specific
directlion glving.

The teacher’s role ls to be

A classroom must be absolutely
aulet with no distractions.

A teacher malntalng control
by creating gtructures that
keep chlildren on task.

Language arts
curriculum Is
process oriented.

Skills,
strateqies, and
soclalizatlon are
taught via
patterns that are
tools or hooks
to be applied.

Curriculum content
should be taught via
immersion and
implicit learning.

Themes are global
approacheg or
orlentations that
reshape entire
programs.

Both are the
child’s,
learned via
developjng a
sense of
ownership.

The role 1s one of
facilitator
overgeer, or
orchestra
conductor.

A clagsroom can
reflect a
constructive or
divergent
undercurcent.

Children become
respongible for
thelir own on and
off task behaviors




BALANCING THE THREE BELIEFS

The teacher’s role s to

among the three.

A structured approach to
teaching Is to plan based on

objectives and to stay
with plans during lessons.

withln boundaries,
aquidelines, and
expectations.

Balance s pot
pecessarlly alwayvs
alwayvs qoing to be
achleved.

Look at the pature

and plan based on
the three, but be

fiexible by
responding to the

teachable moment
and to klids’ needs.

Standard operating Teaching should be

procedures guide teaching. flexible, procesg
oriented, an¢
cyclical.

In this last sectlion of the chart, appear Pam’s answers
on the right to a question she asked early In the research
perliod - whether the three areas of bellef could be balanced
one against another. As her words show, she moves toward
the belief that balancing cannot always be achleved because
she must respond flexibly to the changing nature of
children’s needs. Too, the reflective language shows a
changed view of teaching from one once run by "standard
operating procedures" to one "flexlble, process oriented,
and cyclical." This shift In orlentation to teachling has
occurred through reflectlion, represents a major

reconstruction of beliefs, and Is linked to facliitative
supervision.

Just as Pam‘s reflective language evidenced changes in
her bellefs, so, too, was It a path Into understanding
supervision that facllitated those changes. A vignette from
the body of the data lllustrates both nature of and
procedures that support facllitative supervision.

During the second spring of research, Pam and I go
through the classroom observation process, beginning with a
pre-conference. As part of the procedure, I wrlite out on a
form what Pam says will be rccur during the time perliod:
"Kids will talk, then work through a story map - all as a
prewriting activity." Too, on the form I have written,

7

3




"Look at all writers to see who iIs attending and who Is
hesitating (note behaviors)." A procedure has been used to
focus the observation within Pam’s goals for the year. By
going through that procedure, the preobservation conference,
Pam and I have worked collegially, creating a level of
comfort that will set the tone for analyzing the data in our
postobservation conference.

On that Tuesday, I take notes on NCR paper so that we
both can have ready made coplies. Specific writers’
behavliors are noted in the context of the writing workshop.
For Instance, some look contemplative as they write; others
exchange papers with a friend to recelve a response to what
is written. Before I leave, I give Pam a copy of the notes
so that she can read and reflect on them before we meet for
the postobservation conference. My role durling the actual
observatlion has been to gather descriptive data In the
fashion and with the focus that Pam and 1 agreed to.

Several days later, we meet durling the postobservation
conference to complete two procedures, co-analysis of the
descriptive data and ccllaborative writing of a summary
statement. As supervisor, I have read and refiected on the
data but have consciously not drawn final conclusions about
what 1t means. That I will do with Pam by listening to her
reflections, sharing mine, and coming together with her on a
mutual interpretation. Within the procedures, then, are the
qualitlies of co-reflection, colleglality, and, most
importantly, trust.

Through co-analysis of the data, we faclilitate
reflectlon, focusing Pam’s thought on those three broad
areas of bellefs she is changing, most particularly on her
bellefs about student needs. I begin by reminding us of the
procedural tasks that we must complete.

E: What we want to do is Jot iIn this sectlon what we
think the data shows about what was golng on,
then Jjust write a summary statement -
collaboratively written. We were going to look
at the klds, who’s attending, who’s hesitating,
what *nelr behaviors are, the writers’ behaviors.

P: 1 was Interested by the writers’ behaviors. They
appear to me to be exhibiting the types of
behaviors that I hope they would be exhibliting.
The fact that they were still writing after the
bell went off 1s encouraging to me. You want to
motivate them, but, i1f you let it go too long,
they get off task. So, I think that what I have
been trylng to do Is, 1f they need to keep
writing, to keep writing and, if they‘re ready,
they may share. I1/ve been pleased with the way
they have taken and assimilated the story map we

8




did for Chocolate ‘Touch, King Midas, then they
cdeveloped thelr own. They really had, I thought,
a good feel for 1t after looklng over the notes.

E: I think one of the other indicators was that they
were real exclted. In the large group sharing,
as far as getting ldeas together, there was a lot
of excltement In there.

P: I felt, In the time period we had, we got a lot
of good ideas on the board....I’m pleased with
thelr progress cverall. We‘re working a lot with
descriptlon now, ¢going into how wrliters describe
characters. 1711 be anxious to see thelr next
story and how 1t carrlies over.

E: One of the things that I caught at the end, along
those lines, was that the klds - you were reading
chapter four - were responding to the text as
writers. The kids were asking "What 1s golng to
happening toc this milk?* That’s an Interesting
Indicator of story mappling and all that work you
have been dolng with description is coming iIn.

P: It“s paying off. They amaze me at times with
their predictions; they will just blurt it ocut,
which Is good that they are thinking and
anticlpating, which Is funny because some of the
more reluctant readers that I have had thls year
are the ones who are startling to take off and
make predlictions. I am getting a lot of good
feedback orally; hopefully It Is carryling over.

As we analyze the data together, Pam reflects on her
actlions, palinting plctures from the descriptlive data In
the notes. From my notes on writers’ behaviors, she sees
how the chlldren have assimllated story maps into thelr
wrlting. We share pleasure In the Indicatlon that the
children are exclted about thelr writing. The focused
observatlon, too, helps Pam see that some of reluctant
students are makling unexpected progress. That reflectlion
feeds Into Pam’s contlinulng reconstruction of her bellefs
about student needs.

Capturlng her language and thoughts durling the
co-analysis, I have written our points on the form’s
section labeled, *Analysis of Data." The document shows
that our analysls indlicated that, *Writers’ behaviors
showed klids were actlvely writing; they wrote after the
bell sounded. Klids were exclted to share In palrs and In
a group; many ldeas flowed to the board. XKlids responded
to reading as writers." Our procedural task now Is to

9
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summarize what happened durlng the lesson, agaln, settling
the summary i{n the context of Pam‘s goals for the year.
At the outset of this, we laugh about ourselves and a
common experlence In our backgrounds.

E: This Is what we have so far. Miss anything?
P: No that summarizes it.

E: Now we get to write a statement. Thlis ought to
be really fun, two Wrliting Project Fellows golng
to collaboratively write a statement! What does
it all mean?

P: What’s our focus? Who Is our audlence?

E: Our sublect ls...our purpose ls who’s attending
and who is no. And I think we should also put
down somethlng about the transfer you are seelng
In this writing of the story grammar and all of
the mapping you have been doing. That Is
important.

P: I think that the klds have really started to come
Into their own as far as feeling comfortable
about themselves as wrlters. Case In polnt, now
that we have taken the story a step further Into
the drafting stage and the fact that 1 am
avallable back there to conference with
them...you know, a couple have come back and
sald, "I‘m Just really stuck; I don’t know where
to go to next." And Jjust the fact that thev did
not completely fall apart.

E: Sure.

P: They know that there are ways out of 1t now;
whereas, before when they got a llttle
frustrated, they just threw thelr hands up and

sald, "enough." But I‘m seelng growth in their
wrlting behavliors. '

E: I‘m plcking up your language here...thls is a way
to do collaborative writing. I‘/ve got, "Klds are
coming into thelir own behaviors as writers and

are particlipating In wrlting...workshop"...what
do you want to call t?

P: Writing workshop.

10
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E: "and...In showlng...story maps"...Is this all
right?

P: Yep.

E: How’s that? Is it enough?

P: Sounds fine. I don’t know.

E: Somethling else you want to add In there?'

P: 1’d like to tle In somethlng, you know, a carry

over from maklng connectlions between reading and
writing.

E: Say more...
P: As evidence...that’s not the word...
E: How about If we put a semicolon here?

P: "Thls shows making connections between readlng
and writing.” I think It sounds flne. Great
collaboratlve statement there.

E: It’s terriflc, exclting. 3/1/91

As part of the procedures in supportive supervision,
Pam and I have written collaboratively, producing a
summary statement that Is both nonevaluative and rnutually
agreeable In content. Agaln, I have generated phrasing
by gathering pleces of her language, and, as a firal
gtatement, Pam has glven me phrases to Include. Thus,
the document states, "Klds are coming into thelr own as
wrlters In their behaviors, In particlpating In writling
workshop, and In showing they can use story maps in
wrliting; this evidences making connectlions between
reading/writing processes.*

Both the procedures and the qualltles In thils
supervisory process have furthered Pam’s reflectlon on
and reconsgstruction of bellefs. The quallitlies of the
processes are colored wlth mutuality as we write a
summary statement that we both feel captures what
happened In the classroom. Listening carefully, I
respect Pam’s tentatlveneas at accepting the statement in
It first form. WIith a question that Invites her ideas,
I listen to the phrase that Pam wants to append to what
we have written.

Thls vignette Is but part of a year and a half long
story of a veteran teacher changing hert bellefs about
teaching In the context of supervision that faclilitates
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the changes. Pam’s story ls a tapestry woven from her
teaching and from the children In her classroom. It Is
Pam who 1s the weaver, the artlist seeing patterns in her
reflections, the owner of changes. Yet she shares her
weaving with a supervisor who faclllitates reflection and
changing that tapestry of bellefs. With the unfolding of
Pam’s story, shifting bellefs become the threads ccloring
her tapestry of change - threads showing, too, the hues
of the supervlisory processes integral to the story.

With patlent examination, those hues paint answers
to the central research question in this study: "What is
the nature of the processes involved as a supervisor
attempts to facliltate changes In a veteran teacher’s
bellef?" What emerges from the data are two views of the
concept of *nature of the processes.* Part of the nature
is qualltlies of processes; the other 1s the supervisory
procedures. Both qualities and procedures appear in the
data as responses to the research question.

The qualltlies of supervisory processes that
facilltate change in a veteran teacher’s bellefs, shown
in this research, conflirm what those who understand an
expansive view of supervislon ailready know. Supportive
supervision not only Is typlfled by but nurtures:

- mutual trust, colleglallty and the freedom to take
risks

- unders.anding that leaves ownership of the
directlion of change with the teacher

- a climate In which a teacher can express her
comfort and discomfort with changes in her
teaching, classroom, and bellefs, as well as her

intuitive feellngs about accepting or rejecting
change

- engagement of both teacher and supervisor in
co-learning and co-reflectlion.

- listenling to a teacher’s reflectlive language for
evidence of reflection on and changes in bellefs

Procedures In supervisory processes that facilltate
cnange can be written Into a school district’s policles
but must be part of the context of Interactlons between a
teacher and supervisor before they can begin to
faclilitate changes In a veteran teacher’s bellefs. What
the collected data showed was that faclllitative
supervisory procedures:

- sustaln long-term dlalogue focused by the

teacher’s growth objectlives.

12 in




- focus an observation In the context of a teachur’s
objectlves and gather descriptlive data as grist
for teacher and supervisor reflectlon on how a
teacher 1s develcplng In relatlion to those
obJjectives

- provide for co-analyslis of the data durlng a
post-observatlon conference, at which time a
nonevaluatlve summary statement 1s collaboratively
wrlitten

With the rich contextual cescriptions of Pam’s story
as background, our Interactlons In faclilltative
supervisory processes should enhance understanding of a
phenomenologlcally expansive view of supervision.

Central to understandling that view Is a thoughtful
reflection on the language so central to facllltatlve
supervisory processes and to changes In Pam’s bellefs.
Facllltative supervisory processes and reflectlive
language are polnts of departure onto a frontlier where
supervisors, teachers, and supervisory processes are seen
dlifferently.

Implications from the Research

“What 1s the nature of the processes Involved as a
supervisor attempts to facllitate changes In a veteran
teacher’s bellefs?" That questlon has focused thls
research project. Shcwlng the way, a medium for
Investlgatlon, the source of lmplications that have
arisen 1s reflectlve language shared by a teacher and a
supervisor. Simply sald, the Implicaticons support a
phenomenologlcally expanslive view of supervision. In
this sense, the impllcatlons are another season’s promlse
put In the ground, perhaps frontlers for the brave to
venture forth upon.

The broadest Impllicatlion from the research Is that
the processes of supportlive supervision can facilitate
changes In veteran teachers’ bellefs. The nature of
those processes shared by a teacher and supervisor are
both qualltatlive and procedural In nature. The nature of
the prcocesses within the teacher, herself, are those of a
recurslive, constructlve process of reflection on action,
recongstructing bellefs, and deliberating between bellefs.
Whether wlthln the teacher or shared wlth the supervisor,
processes are typlfled by mutuallty and by recognition
that the teacher owns changes In her bellefs. Flnally,
the research polnts to a seemingly little explored
frontler in school reform - that {t beglins with the
veteran teacher In the contexts of her classroom and of
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reflective supervislion that enhances rather than lnhiblts
growth.

what follow are select Implications that arose from
the research, those that apply directly to the notlon of
supportive supervision. After an implication Is stated,
short discussion clarifies, using, of course, words to
show us the way.

Implicatlon: A supervisor can faclllitate a veteran teacher’s
reflection upon and change in or confirmatlon of bellefs.

Facilltatlion can occur through nudging a teacher Into
seeling her teachlng anew or differently bv showling options,
ideas, or research.A nudge 1s an encouragement to try on a
variation of an existing or an entireiy new teachlng
practice, such as an alternate way to assess children. By
doing so, a supervisor may help a teacher to see her
teaching differently. Or the supervisor may help her to see
her teaching anew by highlighting those facets of her
teaching which have become second nature during years of
dally practice. 1In elther way, the supervisor becomes a
coach who nudges and, then, Is there for support and
feedback, sometlmes In the form of descriptive data gathered
as part of a focused classroom observation. What that
means, reallstlcally, 18 that the supervisor must become a
resource person who listens for what the teacher needs, then
provides optlons, ldeas, or access to research.

Implication: Supportive supervision is a constructlve, soclal
process of reflecting on practices and changing or conflirming
bellefs about teaching. Ownership of change is the teacher’s.

Supervisors can take a stance toward supervision that
leaves ownershlip of change with a teacher. The supervisory
process of facllltation may lnclude ralslng consclousness of
ownership; laying out divergent bellefs or practices; or
encouragling reflection on how bellefs or practices are being
changed or conflirmed. Ownership of change simply means that
a teacher retalns responsibllity for changlng, growlng, or
learning. This is partlcularly so when bellefs, the
foundations of a teacher’s practice, are lnvolved. Perhaps
in her mind, a supervisor needs to see herself saying to a
teacher, *Whether or how you change your bellefs and
practlices is yours. I can serve as a tourguide who shows
you optlons or resources. Too, I1‘d like to reflect with you
on how and why changes are occurring In your teaching.*®

The problems here are that some supervlisors may not
belleve that teachers are willing or able to accept
ownership; other supervisors may not be able to nurture
ownership; and some teachers may not wish to acknowledge
ownershlp of change because it carrlies with 1t potentlal
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upheaval as teaching beliefs and practices are confirmed or
changed. Without a stance of leaving ownership of change
with the teacher, supervision rides on the assumption that
teaching and teachers can be *fixed" or “educated* through
such typlcal practices as inservice days. Most school
district’s staff development histories are littered with
toplics and programs that had a moment of attention but sadly
faded away, leaving only a residue of Impact.

Implication: A supervisor can hold a mirror to a teacher’s belliefs
during the classroom observation process by ccllecting
descriptive data focused by the teacher’s growth objectives,
analyzling it with the teacher, then collaboratively writing a
summary statement.

Focused descriptive data collectlion, co-analysis, and
collaborative writing should be Integral parts of the
classroom observation process. As a consequence of
co-analysis, the teacher may find new meanings in the
context of classroom, students, and curriculum. Such
interactions, ultimately, are a process of the teacher and
supervisor making meaning together.

The process of collecting data and co-analysis does
require more time spent between teacher and supervisor.
What must be asked is how that investment of time welghs
against the growth of a teacher and, ultimately, the
benefits to children. Too, enacting this entire process
that uses descriptive data for co-analysis will require
teachers and supervisors alike to readjust thelr beliefs and
behaviors regarding classroom observations. Doing so may
mean creating and sustalning dialogue about the process, to
include a close examination of actual examples of

descriptive data, supervisory behaviors, and dialogue during
co-analysis.

Implication: Reflective language mirrors changes in bellefs.

To support changes In beliefs supervisors can listen to
and analyze teachers’ reflectlive language as a mirror of
how, if, or In what ways bellefs are changing. Also
apparent in the language can be the desire to change beliefs
and affective dimensions of making such changes. Again, if
supervisors can listen to teachers’ reflective language over
an extended period of time, they may find patterns of
reflection in response to changling classroom practices.
Patterns that emerge indicate that beliefs do exist in
systems or schemata of interconnzctions that may not be
balanced but do, indeed, impinye upon one another. Too,
these patterns show a stance toward reflection: Is the

teacher receptive toc reflection? resistant? actively
involved?

1S5
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Implication: Co-reflective conversations between a teacher and a
supervisor appear to ifoster reflection on practice and
reconstruction of or dellberation between vellefs.

Supecvisors who wish to enable a teacher’s reflection
on and reframing of bellefs should encourage co-reflective
conversations durlng supervisory processes. By adding the
prefix ‘co’ to the term ‘reflective conversation’, the
interpretation suggests that both teacher and supervisor are
engaged in reflecting, sometimes for the same and sometimes
for different purposes. For example, both a teacher and a
supervisor can reflect on descriptive data after a clagsroom
observation. The teacher may reflect on a particular
technique, the supervisor on the success of the supervisory
process, and both on the data In relationship to the
teacher’s long-term growth objectives. Implled is that
extended dlalogue engages both parties in reflectlion - with
potential reframing of bellefs for both. Too, the process
of co-reflection builds qualities essertial to supportive
supervision, such as mutuality and trust.

Implication: A dialogue journal kept between a teacher and
supervisor can be a preeminent means of encouraging reflection
and of capturing the reflective language that mirrors bellefs
belng changed or confirmed.

The dlalogue Journal has potentlial for bullding
collaborative efforts between a teacher and a supervisor.
Part of that collaboration is creating a reflective
conversation. Entries in a dialogue journal kept over an
extended period of time will deveiop that reflective
conversation and will enable the teacher and supervisor to
examine and reshape belliefs about teaching.

To actively participate in the dialogue journal, a
supervisor might mirror a teacher’s reflections by asking
questions, framing problems, or summarlizling fdeas. What
impact might this have on a teacher’s bellefs? How will it
effect the processes of reconstruction of or dellberation on
beliefs? How can it create a metacognitive awareness in the
teacher of her patterns of thinking? Because keeping a
dialogue Journal does require a commitment of time, it Is
nci feasible as a method for a supervisor to engage in with
all teachers. Determining lIts use might be such factors as
teacher need, desire to participate, and matters of access.

About the Realitles of Supportive Supervision
Wwhat the implications from this research are about is
seelng supervision differently - a phenomenologically

expansive view that sees supervision as nurturing,
constructive, and teacher centered. The research question,
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itself, arose as I wondered if a school system could create
a plan within which there would be oppecrtunities for
supportive supervision.

Even given the thick description presented in this
research and principies of generalization, the question from
practitioners might be, "Is this all realistic In contexts
other than those of the research?" What the research
implications offer In eply Is a resounding, *Yes.* The
implications, realistically, can be transferred to other
contexts, but success will depend upon the willingness and
abllity of participants to caplitalize on or reshape their
own cultural and systemic contexts to support a
phenomenologically expansive view of supervision.

The Implications are vislons of what could be, visions
based upon what occurred between Pam and I as represented in
the aggregate body of research data. If they can be
generalized to other schools, the question iIs, "In practical
terms, what can be done to begin to implement some of the
implications?" The point of discussion here is not about
the implications themselves but about what qualities and
processes will foster their implementation.

Obviously, willing Individuals, teachers and
supervisors, can work toward implementation of any of the
implications; they couild, for instance, co-analyze
descriptive data and collabcratively write an Interpretation
of 1t. They could, time permitting, use a dialogue journal
as a means of promoting reflection and change. They could
listen to a veteran teacher’s reflective language. Yet, the
real challenge iIs for a school or a school district to work
toward implementation of the implications. In practical
terms, then, what qualities and processes at a systemic
level would foster implementation of the implicatiosnsg?

Teachers, supervisors, administrators, and school
directors who would answer that question might consider
that:

- reflection on action that reshapes beliefs may bring
reconsideration of one’s role as & teacher, comfort
or discomfort with change, and Intuitive feelings of
acceptance or rejection of changes in belliefs.

- a gseeing differently view 0of supervision connotes
that there are enough supervisors to support teachers
who would grow.

- existing supervisors cannot be relegated to a host of
competing dutles and responsibilities 1f supporting
teachers is, indeed, a priority. Perhaps the most
critical Ingredient In successful implementation is
time. A phenomenologically expansive view of
supervision assumes that teachers and supervisors are
worth not only the effort but also the time; thus,
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the allocation of time to support ilmplementation of any of
the implicatlions must be a prlority.

- cultural contexts of the school or district must
prom>te and not thwart - trust, ownership of
professional growth, colleglality, risktaking,
mutuallty, and safety. Consclious efforts must be
made to break down the barrlers of power
relationships, perhaps by using sustalned dialogue as
a preeminent means of dolng so.

- a supervisory plan or pollcy that fosters
facilltatlive supervision can be devised but should be
done through a constructive soclial process in which
teachers and supervisors shape it from avallable
research, local contextual features, general staff
input, and their own professional knowledge.

- a plan must include procedures centered on the notion
that continued, focused dlalogue between a teacher
and supervisor can lead to reflection upon and
changes or conflrmations of bellefs about teaching.

- opportunlities for superviscrs to learn should, aleo,
be constructlive processes of learning new supervisory
behaviors and practices, as well as reflective
processes of clogsely examining existing supervisory
behaviors and practices.

- gupervisors can learn to use the tools that promote
reflection, such as a dlalogue Journal, but that
those tools are to be used discriminately as a
teacher needs them - not unliformly with all teachers.

Not an exhaustive list, these suggestlions for
realistic implementation emerged from the research data and
from the context of one school district’s implementation of
a staff evaluation plan that opened up opportunities for
supportive supervision. Can a complex soclal system like a
school district implement what this research has shown lIs
possible? Yes, though the critical bywords for
implementation are "time, training, and support." All three
must be priorlities and must be provided within a school if a
systemic implementation of the implications ls attempted.
The Implications are visions; they are another Season’s
promise put into the ground. The challenge for reallists In

schools 1s, then, to nurture the vislions with patlence and
persistence.
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Flnal Thouahts

From the words collected during research arose Pam’s
story of how a veteran teacher’s bellefs changed and how a
supervisor facllltated those changes - both ylelding answers
to the research question. Turned about, that research
questlion 1s posed In the title of this plece - “Seelng
Supervision Differently: The Processes of Facllitating
Change Ir a Veteran Teacher’s Bellefs." Collectively, the
Imgllications from the research do forward a
phenomenologically expansive view of supervision by
describling how faclllitatlve supervisory processes can be
emancipatory for a teacher.

By reflecting upon and changing or confirming bellefs,
the teacher may open frontlers to explore within her own
teachling practices and bellefs. Too, In the act of
faclilltating changes In a teacher’s bellefs, a supervisor
may experlence emancipation by going out on a frontler on
wh!ich hls or her bellefs are confirmed or changed (The
effects on the supervisor involved In this research make
another story to be told). Those notlons are polnts of
departure for further exploration of the frontlers of
interactlons between teachers and supervisors.

In a larger sense, thls research ls about radical
reform of the contexts and structures of schools. It’s
about time - time needed for teachers to reflect and grow,
to engage in the recurslve process of reflection, tc be
actlive learners Jjust as supervisors and chlldren can be.
It’s about social structures - those that tend to isolate
teachers, engaging them In dances more concerned with
managing them than supporting them. 1It‘s about soclal
contexts - the qualltles In schools that mitigate agalnst
taking risks, bullding trust, and seekling mutuallty. What
the research calls for is bullding soclial settings that
value, protect, and nurture the potentlal and precliousness
wlthin all indlviduals - teachers, supervisors, and chlildren
allke,

Golng out onto the frontler of what supervision can be,
the research has found but a road back home again. Though
supervisory procedures may vary from context to context, the
qualitles remain In a home to which faclllitatlve supervislon
returns, a home full of mutuallity, trust, risktakling, and
respect. In it romps the notion that all members of an
educational community can be actlve learners who reflect on
and change c:r confirm thelr bellefs. By learning together,
a teacher and supervisor, ultimately, reach the chlldren

whose frontlers are no smaller nor less magnlflcent than
ours.
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