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ARTHUR BLUMBERG AND R STEVAN JONES

Permitting Access:

The Teacher’s Control Over Supervision

Supervisors, of course, may visit any
classroom, but they must be
psychologically accepted by the teacher
while they are there if the process is to be
anything more than a ritual.

Interoifice Memo

Date: Any day of the school year
To:  Anysupervisor
From: Any teacher
Re:  Your request to go swimming in
miy poot

Flease be advised that it s my
pool and that [ issue invilations only to
those people with whom [ feel comfort-
able,

This interoffice memo is a metaphor
with a message. Itillustrates our belief
that the teacher, not the supervisor,
conirols supervision. It is the teacher
who permits or refuses access to self,
and it is the supervisor who needs to
obtain an invitation "to go swimming”.

We need not kst here the hiany of
studies that suggests that teachers
tend to view the structure and process
of supervision as something rather
comsiderably less than efficacions. Al-
though some teachers do value the
help they receive from other teachers
and supervisors, a great many seem Lo
feel that observation is a meaningless
ritual. Indeed, many of them may
prefer it that way. Why this state of
affairs? We cannot hope to answer

that question here, but we propose (o
lay out a broad framework wilhin
which the notion of 'permilting ac-
cess™ seems to fit and then to present
the results of some initial inquiry into
the concept’s empirical vahidity.

Two other points are central to this
discussion. First, we believe that most
teachers want to be better than they
already are. Increasing mastery of
one’s work leads 1o a confirmation of
sell-worth. Helping teachers become
better, then, does not require helping
them to become motivated. And while
we acknowledge implicit motivation
as a positive article of faith, we also
recognize Lhat it does not apply to all
teachers (or supervisors).

Second, we are concerned about
how a teacher thinks about what he or
she does in the classroom. Teachers
who are concerned about high-quality
performance tend to have a deep in-
tellectual and emotional stake in what
they do - a deeply ingrained belief sys-
tem about the process of teaching. It is
nol 50 much that veteran teachers, for
example, do not want to alter the way
they do things. Rather, any changes
need to fit their established belicf sys-
tem about good teaching. Thus, if su-

pervision is to be more than ritualistic
or cosmelic, the supervisor musi carn
access 10 a teacher at the level of belicf
system. It is the teacher who,
metaphorically, permils the super-
visor to "swim in my pool” It is the
supervisor who must attend to things
that will result in a much-sought-after
"invilation™.

Legitimate Access and Inlerpersonal Ac-
eSS

The structure of supervision makes

to teachers. Not only may supervisors
go into classrooms, but they are ex-
pected o "play” supervisor during and
after those visits. So, too, do school
organizations sanction group or
school-based supervisory activilics,
such as staff development programs.
These givens and expectations say
nothing about what transpires be-
tween the superviser and teacher or
teachers and whether what occurs has
any meaning [or either party.

Two things seem clear concerning
physical and role access toleachers by
supervisors. First, all teachers know
that they cannot refuse access as man-




"All teachers know
that they cannot
refuse access as
mandated by the
supervisory system.
They also know
that acceding to it
is all they have to
do. That is, once a
supervisor is in a
classroom or once
teachers are seated
at an inservice
session, the
question of access
changes."

dated by the supervisory system. They
also know that acceding to it is all they
have to do. That is, oace a supervisor
is in a classroom or oace leachers are
scated al an inservice sessiom, the
question of access changes.
Legitimacy of access does no more
than open the structural door; there-
after teachers decide whether or not
to grant access to their teacherhood.
Second, teackers may or may not ex-
granting access, but they gencrally be-
have as though they implicitly accept
such prerogatives. Picture, for ex-
ample, a postobservation discussion
between a supervisor and a teacher,
The teacher may not be terribly inter-
ested in the supervisor's comments

but realizes that a facade of interest
needs to be created for the purpose of
civility, if nothing clse. For cxample,
the teacher may pretend to listen in-
tently to the supervisor or listen
without intending to act on any of the
suggestions. The situation is not unlike
an experience with door-to-door
salespeople. They ring cur doorbell
We open the door, listen politely Lo the
sales pitch, and then say, "No, thank
you" or "I'm not interested” while clos-
ing the door. The big dilfference be-
tween the consumer and the teacher,
of course, is that teachers’ refusal to
*buy” involves behavior that is more
complex than a simple word or two.

QOur experience and interpretation
of the research led us 10 pose this
question: Is there any empirical sup-
port for the idea that a teacher con-
trols access to the supervisory setting?

To answer our guestion we inler-
viewed 12 teachers. So as nmot to
prejudice the interviewees, we did not
broach the idea of access as we began
our discussions. We asked teachers to
recall, in as much detail as possible,
circumstances in which they felt a su-
pervisory experience had been highly
productive for them. We define a
"productive” supervisory relationship
as on¢ from which they had derived
both a sense of professional effective-
ness and of deeper insight into self.

After the teachers had described
their expericaces, we asked cach one
to think about it in terms of the con-
cept of access. We asked, 'Did the
supervisor do anything that said to
you, in effect, "it’s okay to open the
door? Aliter they had reflected, all
12 teachers indicated that the concept
made sense. Further, they vividly
recalled things their supervisors had
said or done that had led them to con-
dudclhalltwuu!dbeallmhttu open
the door.”?

We analyzed the interviews with the
idea that calegories of access-induc-
ing behaviors might cmerge from
teachers’ comments about their ex-
periences. Our analysis resulted in 41
descriptions of supervisor behavior,
which we further grouped into 11
themes and finally into 3 categories.
These categories are presented below

with illusirative comments from the
teachers.

1. The supervisor's task-oriented ap-
proach toward the teacher.

e The supervisors gave immed:-
atc nonpunitive feedback about
the teaching:

“ftwasn’t critical. it wasn't, You're doing a
lousy job.' t was, "You might aHer thiz. Let
me know how it works out.™

"t was the character of hisimmediate feed-
back. He never talked about technique. He
talksd about how | felt about my experience,
was it good for me and the students, wae |
gettng encugh out of what | put in.”

® The supervisors took a col-
laborative approach to problem
solving;

*The door got opened by her saying. I'm
new at this; | need your help; we'm in this
together.’ And she was as good as her word

“He had a collaborative approach to help-
ing sclve my problems.”

® The supervisors made teachers
feel they were the experts on
teaching:

“She made my fsel | had somehing 10
offer. that | was inteligent.”

"He was new. | had more sxperiance than
he. He asked me to talk with him about what
I did in the classroom, He made me fesl very
miueh the expert on what | was daing.”

® The supervisors were geouing
in their relationships with
teachers:

*He didn't simply go through the motions.*
"I knew, through our discussions, that he
was really atending to my problems.*

® The supervisors made the
teachers feel that they are intel-

ligent.

*She mads me fesl | had someting to
offer, that | was intelligent; that | could hand-
o it”

2. The supervisor's interpersonal set
toward the weacher.

e The supervisors made the




teachers feel that they were al-
ways available to them:

"He always had time for me.”

“He was always there, not to criticize, bul
to reinforce "

“He would take a walk down to see us. k
was always &t the right time. He made him-
solf vary visible, but in a family kind of way.*

® The supervisors made the
teachers feel that they were
being listened to:

"He's an sxcallent listene:r. I'm attuned to
that. f someona’s really listening, I tell him
things.”

*Things became more and more comiont-
able becauses | could tell he was listening.”

® The supervisors were open
about what they knew or didn’|
know.

"It was his openness about himsell. He
risked a lot of himssif in the beginning.”

*Ha modalad an open relationship with ma.
He never held back from saying ‘1 don't
know'; that he didn't have all the angwers.”

® The supervisors made teachers
feel that they were interested in
them as people:

"He'd go out of his way 0 come and see
me. He was always giving me stuff to read.”

“He made me fesl that, &s a person, | could
continually develop, learn, and grow. | think
he cared about me as a person.”

¢ The supervisors made the
teachers’ mterests their nter-
esis:

*I had the feeling that my problems, profes-
sionally, wera his problems.®

“He had a sense of what | was talking about.
It was like my problem bacame his problem.*

3. The supervisor's own competence
a5 an educaior

@ The supervisors gave the
teachers a sense of their own
competence:

*I had a great deal of respect for his com-
petence and expertise.”

‘She was ‘there' professionally. Her
knowledge and competency made me
raspect her.”

Granting Access

From those teachers’ reflections, we
begin to develop an array of factors
that influenced them to permit access
by their supervisors. Several addition-
al comments are in order, First, our
idea of access seems 1o make sense;
that is, the teachers whom we inter-
viewed were able to relate toit direct-
Iy. Further, they did not haveto search
their memories long or hard to pro-
vide vivid examples. From this we sur-
mised that granting access to self isan
expericnce both gratifying and rare
enough to be memorable. Clearly, it
seems (o be an antidoie for the loncli-
ness that often accompanies teaching,
Thic is no small matter.

Second, we could hypothesize that
without access, there can be no effec-
tive supervision. Although teachers
are able to be specific about their ac-
cess-granting experiences, it would be
foolhardy for a supervisor to seize on
one or the other behaviors with the
idea that "If I do X, I will get Y." Life
in schools is much too complicated for
that. What does make sense, however
- and this could be thought of as a rule
of thumb - is that supervisors need to
devote central attention to the matter
of access in their relationships with
teachers. It is not so much a case of
manipulating an invitation to "go
swimming" as it is of considering the
character of relationships between su-
pervisor and teacher as well as among
teachers.

Third, there are probably some
general principles involved - for ex-
ample, one can hardly doubt the "rule”
that all teachers want to be istened to
and understood by their supervisor. It
is probably also true that many
idiosyncratic interpretations of the
rule need to be considered. For in-
stance, a teacher who has real difficul-
ty coping with complex classroom
problems might not be expected to
opcn up to a supervisor who projects
the image of an expert. More likely,
such a supervisor would come across

"To be considered
competent, to be
listened to, to be
asked to
collaborate with
one’s
organizational
supervisor,
particularly when
that person is
highly competent,
produces a feeling
of being valued."




BRI .
"They vividly
recalled things

their supervisors
had said or done
that had led them

to conclude that it
would be all right

to ’open the door.”

as phony and uncaring. The conditions
and behaviors of supervision relate to
and affect each other.

Fourth, the teachers responded
positively when they sensed that their
supervisor and theywere operating on
the "same wavelength " It's an elusive
idea and maywell be a result of having
granted access, rather than be a
precursor to it. Sensing the pervasive
and deep-scated views of another
develops from relatively intense con-
versation between people over mat-
ters of common concern. We also
suspect, however, that such con-
grueace forms the ground on which
mutually satisfying work relationships
rest.

Fifth, much of what we have said
here transcends the issue of produc-
tive supervision in the schools. That is,
to be considered competeat, to be lis-
tened to, to be asked to eollaborate
with one’s organizational supervisor,
particularly when that person is highly
competent, produces a fecling of
being valued. There is a vital mental
health component attached to our no-
tion of access, which probably should

Finally, though our focus was
primarily on the relationship between
supervisor and teacher and the
teacher’s control of that relationship,
we noted earlier that a similar type of
teacher control exists in schoolwide
developmental activitics. Therclore,
just as a supervisor needs to attend to
with an individual, so must he or she
attend to the same matter when work-
ing with a school staff. It is the faculty
that owns the swimming pool.

1. We do not equate the notion of access
with that of rapport, which typically is used
to describe how well people relate to each
other. One may have good rapport with
one's supanisor and still not parmit access
in our terms. On the other hand, itis hard to
concaive of granting access to another with
whom one does not, minimally at least, “get
along®.

2. A side note is appropriate here. The
teachers whom we intenviewad ware not the
firgt 12 we sncountered. We appioached
many others, but we did not interview them
because they could not recall having had a
productive supervisory reletionship as we
defined it. Casual questioning revealed that
there had bean no granting of access.

Arthur Blumberg is Professor, Area
of Administrative and Adult Studies,
Syracuse University, School of Educa-
tion, 350 Huntington Hall, Syracuse.
NY 13244-2340,

R. Stevan Jonas is Director of Spe-
cial Instructional Services and Pupil
Personnel. Fulton Public Schools, Ful-
ton, NY 13069.

Reprinted with permission
Educational Leadership (May 1987).




EDWARD PAJAK

Dimensions of Supervision

Researchers from the University of
Georgia found that a "love and like of
people” is among the vital ingredients for

The consuming national interest in
improving education makes the
need to identify elements of outstand-
ing supervisory practice more press-
ing than ever. An

rescarch project attempted to do just
that during the 1988-1989 school year.
This article describes the study, which
yielded 12 dimensions of outstanding
supervision, gleaned from the litera-
ture of the past 15 years and verified
by expert practising supervisors.

Using methods of content analysis, a
team of 14 advanced doctoral students
and faculty from the University of
Georgia' reviewed supervision
textbooks and research literature. We
identified specific references o the
knowledge, attiiudes, and skills as-
sociated with effective practice in
various leadership positions, includ-
ing superintendent, district-level
generalist and specialist, principal, as-
sistant principal, schodl-based super-
visor, team leader, departmeat chair-
person, peer coach, and mentor
teacher.

From this review, we compiled a list
of more than 300 specific examples of
knowledge, attitudes, and skills al-
legzd to contribute to instructio._al im-

supervisory excellence.

provement or professional growth, As
a rulc of thumb, we had to find any
specific example in at least two sour-
ces in order toinclude it on the list. We
excluded administrative functions
such as facilities management, student
discipline, and personnel evaluation.
Then the research team sorted and
resorted these examples into
categories on the basis of content.
Eventually, from this classification ef-
fort, the following 12 dimensions of
supervisory practice emerged:

dividuals and groups throughout the
organization;

2. Staff Development: developing
and facilitating meaningful oppor-
tunities for professional growth;

3. Instructional Program: support-
ing and coordinating efforts to im-
prove the instructional program;

4. Planning and Change: initiating
and implementing collaboratively
developed strategics for continuous
improvement;

5. Motivating and Organizing: help-
ing people to develop a shared vision
and achieve collective aims;

6. Observation and Conferencing:
providing feedback to teachers based
on classroom observation;

7. Carriculum: coordinating and in-
tegrating the process of curriculum
development and implementation;

8. Problem Solving and Decision
Making: using a variety of strategies to
clarify and analyze problems and to
make decisions;

9. Service to Teachers: providing
materials, resources and assistance to
support teaching and learning;

10. Personal Development: recog-
nizing and reflecting upon one’s per-
sonal and professional beliefs,
abilities, and actions;

11. Community Relations: estab-
lishing and maintaining open and
productive relations between the
school and its community;

12. Research and Program Evalua-
tion: encouraging experimentation
and assessing outcomes.

Since the 12 dimensions represent
duties of instructional leaders at all
levels of the organization, they arc not
the sole responsibility of any single
individual or position. Of course, any
one position (e.g superintendent,
principal, lead teacher, department




chairperson) requires close atteation
to the performance of certain super-
visory functions and less attention to
others,

Verifying the Twelve Dimensions

During the second phase of the
study, the researchers secured
nominations of outstanding super-
visors from four national professional
groups with special expertisc and in-
terest in supervision and from ex-
emplary teachers from two mational
teacher assodiations.® Questionnaires
designed to verify the importance of
the 12 dimensions were mailed to a
national sample of 1629 individuals.
On these questionnaires, the super-
visors provided demographic infor-
mation about themselves and indi-
cated the extent to which they agreed
or disagreed that each of the 12
dimensions of practice was important
to supervision in general The par-
ticipants circles one of four possible
responses: S A = Strongly Agree, A
= Agree, D = Disagree, and S D =
Strongly Disagree. Sixty-six perceat of
the sample (n=1075) returned their
questionnaires, with a good repre-

sentation of the various positions at
both school and district levels (see fig.
1).

The respondents’ perceptions of the
impaortance of the 12 dimensions of
supervisory practice are summarized
in Figure 2. The dimensions were
clearly verified, with more than 50 per-
cent of the respondents choosing
“Strongly Agree” with respect to the
importance of each dimension. Rank-
ing the dimcnsions suggests that, al-
though all 12 dimensions were verified
as important, certain ones were per-
ceived as more importan! than others.
Communications, staff development,
and the instructional program, for ex-
ample, were rated somewhat more im-
portant to supervisory practice than
community relations or research and
program evaluation,

Next the research team conducted a
second survey to verify the relevance
of the more than 300 specific state-
ments of knowledge, attitudes, and
skills from which we had derived the
12 dimensions of supervisory practice,
The second round of questionnaires
were mailed to 987 of the original
sample of practitioners who had on

Fig. 1 Characteristics of

Respondents 1o the Firs! Survey
(n=1,075)
Laved
Elementary 25%
Middie/Junior High 18%
High School 5%
District Office 2%

Numbser of Years' Exparlance in
Curront Poaltion

Maan 7.6 yoars
Madian 5 years
Mode 3 years
Range 1-37 years
Type of School or District

Rural 21%
Suburban 48%
Urban k]
Highest! Degres Earned

Bachalors 5%
Masters 45%
Specialists 19%
Doctorate 31%
Sax

Famala 48%
Male 52%

Fig 2. Percent of Outstanding Practitioners Who "Strongly Agree”
That Each Dimension s Important to Supervisory Practice

1. Commumnication

WEZOoO=0ZEZME-0

7. Curriculum

mo
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L. Staff Development

3. Instructional Program

4. Planning and Change

5. Motivating and Organizing
6. Observation and Conferencing

8. Problem Solving and Decision Making
9. Service to Teachers

10. Personal Development

11. Community Relations

12. Research and Program Evaluation




the first survey indicated their willing-
ness to respond. Respondents were
asked 1o indicate the extent of their
agreement that each specific state-
ment was relevant to the effective
enactment of the dimension under
which it was listed.

The response rate of the second sur-
vey was 68 percent (n=672). The
characteristics of these respondents
differed little from the original
sample, and all levels of supervisory
positions were again well represented.
The specific statements verified as
relevant to the communication dimen-
sion, for example, with a "Strongly
Agree” rating greater than 50 percent
or & mean score of 3.5, are presented
in Figure 3.

The practitioners also identified the
knowledge, attitudes, and skills con-

Fig. 3. Knowledge, Atthudes, and
Skills Relevant 10 Effective
Communication

Knowledge

Knowledpe of confiict resclution
strategies

Knowladge of relationships within
groups

Knowladge of relationships between
groups

Knowledge of human relations theory

Attitudes

Encouraging mutual trust

Open and approachable

Collagial

Committed to open channels of com-
munication

Responsive to concerms and aspirations
of others
Accapting of diverse viewpoints

Using and interpreting nomverbal com-
munication

Speaking clearly

Communicating effectively with differant
sudiances

Writing clearty and concisely

Managing conflict

Listening attentively

Creating opporunities for professional
dialogue

sidered relevant to the remaining 11
dimensions of supervisory practice.
The limitation of space, however,
makesit impossible to present them all
here. (See note at end of article.)

To further verify the dimensions of
practice and the knowledge, attitudes,
and skills associated with each, the
team conducted a series of telephone
interviews. Twelve participants were
randomly selected (one from each
lcadership position), and each par-
ticipant was asked to respond to one
of both of the following questions:

o What knowledge, attitudes or
skills do you think are most im-
portant to effective supervisory
practice?

e If you were planning a staff
development program that
would train people to be effec-
tive supervisors, what
knowledge, attitudes, or skills
would you want Lo include?

The telephone interviews further
confirmed the important of the 12
dimensions. No new knowledge or
skills were identified, but the respon-
dents did elsborate on the relevance
of certain attitudes to effective super-
visory practice.

Ouoe clear theme emerging from the
interview data was the respondents’
strong belief in the importance of
human relations. A superintendent
observed, for example, that a key to
supervisor effectiveness is a "love and
like of people.” A leader should take
time to know something about each
individual in the organization, he said,
becausc it is important (o be able to
communicate with people on a per-
sonal as well as a professional basis.

Another participant said an instruc-
tional leader should "want people to
be happy in their work, to feel good
about what they are doing, and to feel
that what they are doing is making a
difference.”" A supervisor should be
willing to give other people credit for
success, he suggested, and be more of
a "cheerleader” than a "scorekeeper”.

Optimistic attitudes like these are
sometimes dismissed as naive, but the

Communications,
staff development,
and the
instructional
program, for
example, were rated
somewhat more
important to
supervisory practice
than community.
relations or research
and program
evaluation.




A supervisor should
be willing to give
other people credit
for success and be
more of a
"cheerleader” than a
"scorekeeper”

research team found such views ex-
pressed by ountstanding supervisors at
all levels with remarkable consistence.
The supervisors were realistic - they
recognized a need to mainiain stand-
ards - but they also emphasized that
there is "no one best way to teach, no
pattern or process that is better than
all others." A subject arca specialist,
for example, emphasized the impor-
tance of being "receptive to
idiosyncratic teaching and encourag-
ing to teachers who want to try new

In summary, these outstanding su-
pervisors expressed attitudes that sug-
gest supervision is a very person-
oriented activity, It requires
knowledge and skills, to be sure, but
the human element is paramount. As
one practitioner asserted,"You always
have to remember that people are

more important than things."
How We Can Use Our Findings

This study has taken an important
step toward defining the discipline of
supervision at the national level; its
findings have powerful implications
for research, training, and practice.
We arc undertaking further analysis to
identify the knowledge, attitudes, and
gkills most pertinent to the effective
Pm'fcrmmn{cachxpeciﬁcpmhinn
included in the survey. An interesting
question we will consider is whether
effective practice by content area
specialists requires additional
knowledge and skills related to subject
matter,

The 12 dimensions and the
they comprise may be useful to states
or school districts for assessing needs
and planning training programs for su-
pervisors. Colleges and universities
might also use these dimensions to
guide the content and directions of
their preparation programs for super-
visors and administrators.

Finally, instructional leaders may
find the dimensions useful for review-
ing policies and programs in their
schools and districts to ensure that all
elements of effective supervisory
practice are in place. And instruction-
al leaders may also use them for as-
sessing and planning their own profes-
sional development.

Notes

“The following faculty of the University of
Georgia Curriculum and Supervision depari-
ment served & members of the Project Ad-
visary Committee: Theresa M. Bey, Ray L
Bruce, Mary F. Compton, Gerald R Firth,
Edith E. Grimsley. Doctoral students and prac-
ticing supervisors who were members of the
committee inciude Letty Carr, Barbara Duke,
Mary Guerke, Patricia Heitmuller, James
Kahre, Sheila Kahre Lewis McAfee, Rebecea
Smith, and Hannah Tostensen,

lsupmmmmmmludadﬁm:m
of the Council of Professors of Instructional
Supervision, 180 members of the Supervision
Metwork of ASCT, 100 members of the Instroc-
tional Supervision Special Interest Group of
tion, and 100 members of the Presidents and
Executive Secretaries of ASCD affilistes. Fifty
outstanding teachers from the National BEducs-
tion Association and fifty from the American
FPederation of Teachers also served as
OOMINAIOTS.

Copies of the full report, "Identification of
Supervisory Proficiencies Project” are available
from ASCD for $13. To order, contact Lyna

Klinger in the Member Relations Diepartment
at (3} 5499110, ext. 226,

Edward Pajak is Associate Profes-
sor, Department of Curriculum and
Supervision, The University of Geor-
gia, College of Education, 124 Ader-
hold Hall, Athens, GA 30602,

Reprinted with permission from
Educational Leadership (Sep 1990).




CARL D GLICKMAN AND STEPHEN P GORDON

Clarifying Developmental Supervision

Supervisors should match their assistance
to teachers’ conceptual levels, but with the
ultimate goal of teachers taking charge of

Tiuz theory of developmental super-
vision (Glickman 1981, 1985) has
generated a great deal of interest, ap-
plication, and research, as well as
some misinterpretation, Our purposes
here are to clarify propositions under-
lying the process, discuss the three
phases necessary to put the theory into
practice, and illustrate the process as
applied to two task areas of instruc-
tional supervision. Finally, we discuss
the purpose of the theory.

Underlying Propositions

Developmental supervision is based
on three general propositions. First,
because of varied personal back-
grounds and expericnces, teachers
operate at different levels of profes-
sional development. They vary in the
way they view and relate to themsel-
ves, students, and others. Teachers
also differ in their ability to analyze
instructional problcms, to usc a reper-
toire of problem-solving strategies,
and to match appropriate strategies to
particular situations. Furthermore,
there are variations within the same
teacher depending on the particular
instructional topic or timing of life and
work evenls,

Second, because teachers operate at
differing levels of thought, ability, and
effectiveness, they need to be super-
vised in different ways. Teachers at

their own improvement.

lower developmental levels need more
structure and direction: teachers at
higher developmental levels need less
structure and a more aclive role in
decision making.

The third proposition is that the
long-range goal of supervision should
be to increase every teacher's and
every faculty's ability to grow toward
higher stages of thought. More reflec-
tive, self-directed teachers will be bet-
ter able to solve their own instruction-
al problems and meet their students’
educational needs (Muorphy and
Brown 1970, Parkay 1979). Further, if
the goal of education in a democratic
society is to produce responsible
learners and decision makers, then
teachers who are themselves
autonomous and independent will be
better able to facilitate students’
growth toward such ideals (Calhoun
1985). Put simply, thoughtful teachers
promote thoughtful studeats.

Phase Onez Diagnostic

The developmental supervisor’s first
task is to diagnose the level at which a
teacher or group of teachers is
functioning in regard to a particular
instructional or curricular concern.
The central determinant in the
supcrvisor's diagnosis is the level of
abstraction exhibited by the teacher or
group. The concept of teacher

abstraction is derived from concep-
tual systems theory (Harvey et al.
1961). Abstraction is the ability to
form "more oricntations toward the
environment and the interpersonal
world" (Sullivan et al. 1970). Abstrac-
tion is nol an innate characteristic of
an individual but rather a variable.

Teachers exhibiting low abstraction
al problems and generating instruc-
tional solutions; they szek concrete
advice from an expert or authority on
how to complete a complex task.
Teachers exhibiting moderate
abstraction can defline nstructional
problems (usually centering on a
single dimension of the problem) and
can generate one or two possible solu-
tions. They strive for independence
but need help in selecting and
prioritizing solutions, thinking
through consequences, and im-
plementing an improvement plan.
Teachers exhibiting high abstraction
can identify problems from disparate
sources of information. They can
visualize various stralegies, anlicipate
the consequences of each action, and
select the most appropriate response.
Highly abstract teachers follow the
problem-solving task through to com-
pletion, taking full responsibility for its
results.

The supervisor makes this diagnosis
by talking with and observing teachers
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in action and asking them questions,
such as "What do you see as areas for
classroom instructional improve-
ment?” "How do you know this is an
arca of concemn?” "What could you do
about it?" Another part of diagnosis is
observing classroom teaching be-
havior, especially with students who
arcn’t lzarning. The supervisor looks
for the degree of flexibility and adap-
tability that the teacher exhibits when
handling a learning or behavioral
problem. Do teachers use habitual,
routinized scts of behaviors when
lr:armng problems continue? Can they
change in midstream by abandoning
actions that aren’t working in favor of
other actions? Is there a rationale for
new actions, or are actions random
and erratic? Talking with and obszrv-
ing teachers at work can help the su-
pervisor to determine teachers’ vary-
ing levels of abstraction.

Phase Two: Tactical

The supervisor’s next step is tactical,
focusing on the immediate concern of
helping teachers solve current instruc-
tional problems. The tactical phasc in-
itially involves matching supervisory
approach to the level of teacher
abstraction. The supervisor matches a
directive approach with teachers ex-
hibiting low abstraction, a collabora-
tive approach with teachers exhibiting
moderate abstraction, and a nondirec-
tive approach with teachers exhibiting
high abstraction.

Using the directive approach (with
teachers of low abstraction), the su-
pervisor provides teachers with a great
deal of information and advice. This
approach calls for high supervisor
responsibility and low teacher respon-
sibility for the instructional improve-
ment decision. The supervisor does
not attempt to coerce teachers to use
a specific action, but instead suggests
alternatives for the teacher to consider
and choose.

The supervisor using the collabora-
tive approach works with teachers (of
moderate abstraction) to share per-
ceptions of a problem, proposc alter-
natives, and negotiate a mutually
designed plan of action. In the col-

laborative approach, supervisors and
teachers share responsibility for the
final decision.

Taking the nondirective approach,
the supervisor invites teachers (of high
abstraction) to define instructional
problems themselves, generate ac-
tions, think through consequences,
and create their own action plans. The
nondirective approach calls for low
supervisor respoasibility and high
teacher responsibility for the final
decision. Nondirective supervision,
however, should not be confused with
a laissez-faire approach.

The nondirective supervisor takes an
active role by encouraging teachers to
make critical decisions and follow
through on those decisions, and by
being an involved facilitator, helping
teachers clarify their perceptions and

plans.
wpunmnmtchmgsupmuuryap—
proach to teacher level of abstraction
- is the functional dimeasion of the
model, concerned with the approach
most likely to produce a satisfactory
solution.

Phase Three Strategic

The real and more important
"developmental” dimension of the
model is the third phase. The strategic
phase is aimed at accelerating the
development of icacher abstraction,
helping teachers to think "harder and
smarter,” and stimulating their prob-
lem-solving abilitics. The strategies in-
tended to promote growth in teacher
abstraction are all long-term proposi-
tions. One strategy is to gradually ex-
pose teachers to new ideas, ways of
viewing students and instruction,
problem-solving techniques, and
teaching methods. At first such new
ideas should be related to concepts

to a wider range of ideas and innova-
tions (see Hall and Loucks 1978).
A second strategy is to gradually
lessen teachers’ dependence on the
supervisor during decision-making
conferences. This can be done by
gradually decreasing the structure

Teachers vary in
the way they view
and relate to
themselves,
students, and
others. They also
differ in their
ability to analyze
instructional
problems, to use a
repertoire of
problem-solving
strategies, and to
match appropriate
strategies to
particular
situations.
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Table 1
Phases of Developmental Supervision
— PURPOSE GOAL SUPERVISORY TECHNIQUES
3. STRATEGIC* Davelopmental hnrm teacher abstraction and | go4,.0) exposure to new ideas; incremental
self-diraction decrease In structure, Increase In teacher
responsibility; optimal mismatches with
other teachers.
2. TACTICAL Functional Meet instructicnal need/ Match suparvisory approach (directive, col-
aolve instructional problem laborative, or nondirective} to teacher lewvel
of abstraction (low, moderate or high).
1.DIAGNOSTIC | Functional  and|Determine current teacher level of | Observe and interact with teacher(s).
. Developmental abstraction (low, moderate, or | Compare teacher behaviors to research on
| high) teacher abstraction.
*Strategic phase, cnce begun, is ongoing. Diagnostic and tactical phases continuously repeat during the strategic phase.

provided by the supervisor while
simultaneously irncreasing the
teacher’s decision-making role. A
third strategy is for the supervisor to
involve teachers exhibiting lower
levels of abstraction with teachers ex-
hibiting slightly higher levels in prob-
lem-solving sessions. Such "optimal
mismatches" {(Hunt 1971) can result in
conceptual growth for teachers ex-
Libiting lower abstraction.

The three phases of developmental
supervision make fora complex model
of instructional leadership. Table 1
summarizes the purposes, goals, and
supervisory technigues related to cach
phase,

Two illustrations of the Model at Work

We can further clarify the model by
illustrating the three different phases
of developmental supervision as im-
plemented in two distinct supervisory
tasks: providing dircct assistance to
three teachers and belping a group of
teachers work better mgather.l

Direct assistence. [n our first ex-
ample, let's suppose that the develop-
mental supervisor is engaged in a
separale clinical cycle (preobserva-
tion conference, classroom observa-
tion, postobservation conference)
with each of three teachers, focusing
on teacher questions and student
responses. In the diggnostic phase

(phase 1) the supervisor holds preob-
servation conferences and classroom
observations for each teacher, The su-
pervisor diagnoses Teacher A as ex-
hibiting low abstraction, Teacher B as
moderately abstract, and Teacher Cas
highly abstract in regard to question-
ing techniques.

The tactical phase can be illustrated
by discussing initial postobservation
conferences held with each of three
teachers. With Teacher A (low
abstraction), the supervisor uses a
directive approach, first presenting
data gathered during the observation,
then interpreting the data and asking
for teacher response. The supervisor
next suggests instructional improve-
ment goals and enlists possible alter-
natives to accomplish them. The
teacher is asked to select from these
alternatives, and the supervisor out-
lines an action plan. Finally, the super-
visor provides Teacher A with
bascline data and standards by which
to evaluate the effectiveness of the im-
provement effort.

Taking the collaborative approach
with Teacher B (moderate abstrac-
tion), the supervisor asks for the
teacher’s perceptions of how the ob-
served class went and polential areas
for improving teacher questions and
student responses. The supervisor
then follows with observation data and
his or her own interpretation of im-

provement areas, Comparing percep-
tions, the supervisor and Teacher B
determine their goals for improve-
ment, Through continued brainstorm-
ing, negotiating, and problem solving,
the supervisor and teacher eventually
agrce on an action plan and follow-up
activities desigozd to evaluste out-
COMES.

The supervisor uses a nondirective
approach with Teacher C (high
abstraction) by reporting observation
data, which Teacher C has requested,
and then using active listening skills
while the teacher relates persoaal per-
ceptions. The supervisor encourages
Teacher C to set instructional im-
provement goals and explore alterna-
tive avenues for reaching these goals.
The supervisor serves as a sounding
board, using the nondirective inter-
personal behaviors of listening,
clarifying, encouraging, and reflecting
as the teacher formulates an action
plan.

Despite the fact that different super-
visory approaches are used in each of
the three conferences, they are all ex-
amples of the tactical phase of
developmental supervision. In each
conference the supervisor attempts an
optimal match between supervisory
approach and teacher level of abstrac-
tion, The goal of each conference is to
solve a relatively immediate instruc-
tional problem.




The strategic phasc of the develop-
mental model is carried out in sub-
sequent clinical cycles. During the
next post-observation conference with
Teacher A (onginally of low abstrac-
tion), the supervisor moves away from
a purcly directive approach, asking
the teacher to propose some personal
ideas for instructional improvement.
At this stage the supervisor might still
assume the bulk of decision-making
responsibility, but in future clinical
cycles the supervisor and Teacher A
would gradually move into a fully col-
laborative relationship.

During the next clinical cycle with
Teacher B (originally of moderate
abstraction), the supervisor begins a
gradual shift away from a collabora-
tive approach toward nondirective su-
pervision. This is done by requesting
that the teacher set a personal goal for
instructional improvement, then col-
laborating on the remainder of the
decisions in that conference. In sub-
sequent post-observation conferen-
ces, the supervisor hands over more
responsibility to Teacher B, in time
assuming an entirely nondirective ap-
proach with that teacher. The ultimate
goal of the strategic phase of develop-
mental supervision is for all ex-
perienced teachers to take charge of
their own instructional improvement
efforts, with supervisors and peers
serving as facilitators and providing
feedback.

Group development. Our second ex-
ample illustrates how a supervisor
might work with a group of teachers.
The critical part of a group’s function-
ing is being able to make collective
decisions in their team, grade level,
department, or school. An effective
group must be able to reach agree-
ment on when change is necessary and
what direction that change will take.

Suppose that a supervisor is working
with three departments or teams on
curriculum revisions. In the diagnostic
phase, the supervisor determines that
Group A is made up primarily of
teachers exhibiting low abstraction;
maost of the teachers in Group B are
exhibiting moderate or mixed levels of
abstraction; and highly abstract

teachers predominate in Group C. (If
there is an equal distribution of
abstract thinkers, the supervisor
woild regard the group as moderate).

Greiner (1967) has identified a num-
ber of approaches used to bring about
organizational change with groups.
The supervisor can use adaptations of
three of these approaches during the
tactical phase of group development,
for instance, a decision-from-alterna-
tives approach when working with
Group A (low abstraction). The su-
ricular change, then presents the
group with alternative ways to make
the change, along with advantages and
disadvantages of cach alternative. The
group then decides which alternative
it will use. This approach is essentially
directive, in that the supervisor takes
responsibility for collecting, analyz-
ing, interpreting, and presenting data
to the group.

The supervisor uses an adaptation of
the data discussion approach (Huse

If the goal of
education is to
produce
responsible
learners and
decision makers,
then teachers who
are themselves
autonomous and
independent will be
better able to
facilitate students’
growth toward such
ideals.

1980) with Group B (moderate
abstraction) by seeking data from the
group, organizing the information
gathered, and presenting the or-
ganized data to the group. The group
then analyzes the supervisor's feed-
back to determine if change is neces-
sary and, if 50, the appropriate means
for making the change. This is basical-
ly a collaborative approach to change,
with the supervisor serving as an "in-
formation mediator” between initial
data gathering and the group’s final
data analysis and decision.

The supervisor relics on the group
problem-solving approach (Greiner
1967, Huse 1980) when working with
Group C (high abstraction). Here the
group generates its own data, then
analyzes those data to ideatify
problems and decide on appropriate
changes. The supervisor serves as
group facilitator throughout the prob-
lem-solving process. The group prob-
lem-solving approach, then, is a non-
directive one (again, not a laissez-faire
approach).

The strategic phase of group
development begins with the next
round of problem-solving sessions.
The supervisor helps the less abstract
group togradually increase their share
of responsibility in the decision-
making process. During Group A's
next serics of meetings, the supervisor
changes to the more collaborative
data disenssion approach for identify-
ing needed change, but maintains the
original (and more directive)
decision-from-alternative approach
for choosing a plan of action. Even-
tually the supervisor completes the
shift toward collaborative decision
making, using the data discussion ap-
proach throughout the decision-
making process.

For the next session with Group B,
the supervisor shifis to the nondirec-
tive problem-solving approach for
identifying the group's new problem,
then shifts back to the role of informa-
tion mediator, using the (more col-
laborative) data discussion approach
for creating an action plan. In time, the
supervisor uses the group problem-
solving approach during all stages of
decision making with Group B.




The gradual movement of the groups
of lower abstraction to higher abstrac-
tion can be accelerated by optimal
group mismatches. Group A is
matched with Group B either in a
workshop that simulates decision
making or in an actual decision
making session aimed at solving a
problem common to both groups.
Here, Group B shares new ways of
thinking about change and change
strategies with Group A and thereby
models a higher level of thought
pro<ess and decision making for mem-
bers of Group A. A separate
workshop or meeting, focusing on a
different change-related problem, in-
volves Groups B and C. In this session,
Group B is pulled toward Group C’s
level of abstraction and change
strategies.

Amnother way of promoting increased
thought and collective responsibility
of group members is by reforming
groups in which the highest level of
abstraction is exhibited by the majority
of group members. This placement
pulls upward the thinking of the
minority of members who exhibit less
abstraction. Unfortunately, the
reverse is also true. If the majority of
group members are less abstract, they
tend to inhibit and pull down the more
abstract thinkers.

The ultimate goal of developmental
supervision is have all groups operat-
ing at the group problem-solving level,
with the supervisor using nondirec-
tive, interpersonal behaviors ta
facilitate the group’s own decision
making,

A Homsan Theory

We are aware that the model of
developmental supervision is com-
plex. Level of abstraction will vary not
only among individuals and groupsbut
within the same individual or group
depending on the partienlar instruc-
tional concern. For example, a high
school teacher might exhibit high
abstraction when thinking about im-
provements in her advanced physics
class and exhibit low abstraction whea
thinking about her general science
class. A science department might ex-

hibit high abstraction with a
laboratory approach to teaching and
exhibit lower levels of abstraction with
student record-keeping. Also, a stage
of devclopment is not reached per-
manently but can change with new
teaching situations, personal life hap-
penings, and altered professional
work conditions.

Developmental supervision is not a
coatingency or situational theory. Itis
not a theoryto label teachers into fixed
categories. It does not lend itself to
algorithms or prescriptive actions.
Rather, it is a theory about under-
standing the aim of our work in rela-
tion to ourselves and others. A
democracy such as ours aims at
educating students to become
thoughtful and independent aitizens
who ultimately will make decisions in
the best interests of all (Kohlberg and
Mayer 1072). Insofar as informed
human judgment is critical to educa-
tion, we must strive forall educatorsto
become more active, aulonomous,
and thoughtful about instruction.

Notes

1. For a thorough discussion and raview of
resgarch on the application of developmaen-
tal gupervigion, see Glickman 1585,
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DON JUNE, HOWARD WENGER, AND BARBARA GUZZETTI

Personalizing Instructional
Supervision Systems

Five years after individualizing a
"packaged"” system, administrators at
Loveland, Colorado, High School see

greater teacher anutonomy with increased
learning and experience more positive
relationships with teachers.

AViewof Change from the Practitioner’s
Corner
Fiva years ago the administrative
tcam at Loveland High School,
Colorado, shopped the cducational
markeiplace for an instructional su-
pervision system that would provide
for better teaching, resulting in in-
creased student learning. Because we
believe the most important factor af-
fecting student achievement to be the
Quality of the instructional staff, we
lpoked for a model that would help us
design and wmnplement instructional
training to increase teacher effective-
ness. We hoped to find a system that
would function within our existing or-
ganization, without upsetting the good
teaching practices already in use.
‘What we found were several "pack-
aged” systems that taught us how Lo
identify, coach, and reinforce specific
instructional behaviors that reported-
ly increase student achievement. Each
system offered ohservation and con-
ference techniques to diagnose and
prescribe remedies for deficient in-
structional strategies. Unfortunately,
we soon discovered that our use of a

"packaged” system did not ensure the
use of desired techmiques by our
teachers. Perhaps the reason our staff
dido’t voluntarily implement the
recommended practices is that the
structwred system provided only su-
perficial skills for implementation,

Teachers need to be able to adapt
and adopt instructional strategics,
making their own judgments where
appropriate; the process of making
those judgments characterizes the
teaching act. We agree with Costa and
Garmston (1985) that the aim of su-
pervision should be to belp cachers
make better decisions about instruc-
tion. However, most of the packaged
systems we saw emphasize teaching
and supervisory practices that expect
and reinforce routinized perfor-
mance. Our staff prefers a highly in-
dividualized and personalized ap-
proach. Yet no single supervisory
process provides cnough flexibility 1o
accommodate the many teaching
styles in our high school.

FPersonalizing a Packaged System
By modifying a packaged system, we
have been able to provide what our

staff wants: an individualized ap-
proach to instmictional supervision.
We formulated and implemented a
plan that is characterized by four

steps.

Step I: set a goal. First we set a goal
that we hoped to accomplish within
five years: to enable teachers to teach
themselves to teach. We wanted
teachers to acquire the skills necessary
for correcting their own miscalcula-
tions (Sergiovanni 1984). By increas-
ing their repertoire of instructional
stralegies, we hoped that our staff
would be able to choose appropriate
instructional techniques from an array
of options. We call this goal creating
the gutonomous teacher,

The implied intent of our goal is that
awionomous teachers will increase
students’ awareness of their own
learning processes. We wanted stu-
deats to look for the objective in a
lesson and to seck an understanding of
why they are doing a particular ac-
tivity. We call this implied goalcreating
the autonomous learner. Our ad-
ministrative team then made public
our five-year goal: autonomous
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teachers creating autonomous
learners.

Step 2:  Create a vision. Next we
needed to establish an attitude con-
ducive to change: a belief that change
would be rewarded with success.
Recent research has shown that
teachers’ attitodes change with their
behavior as they begin to experience
success (Guskey 1985). However, we
had preblems getting teachers to that
point. Our philosophy is a radical
departure from traditional practice;
high schools have not been organized
for close scrutiny of imstructiomal
practices. Firestone and Herriott
{1982) have described the constraints
of large staff size, departmentaliza-
tion, and diverse staff goals, which in-
hibit secondary admimistrators’ in-
fluence on instructional improvement.

Realiring these constraints, we ad-
dressed the problem of a large staff
first by dividing all administrative
duties into thirds. This means that
cach administrator cvaluates ome-
third (approximately 25) of the
teachers. The concept of a coprincipal-
ship began to evolve.

Second, we broke down the walls of
departmentalization. We have found
that we don't need to understand
physics, for example, to understand
good teaching. Our acceptance by the
departments is better when we focus
on spealic teaching acts, No longer do
we need to feel inadequate in a class
we personally have never taught.

Third, we attempted to unify staff
goals by publishing our yearly objec-
tives, sharing our five-year plan, and
modeling good teaching practices.
Departments have begun to adopt
goals that are similar, if oot identical,
to building goals.

Step 3: provide support. Attitudes
conducive to advancement are mot
created by simply announcing that ex-
pectation. Not only have we declared
instruction as our priority, but we also
make all our decisions in support of
these cfforts. We speak of "advance-
ment” o tcaching, as opposed to "um-
provement,” which implies remedia-
tion of a deficiency. We have furnished

the necessary resources and oppor-
tunities to foster professional growth.
These resources take the form of in-
service taught by our administrators
(together with the district teachers)
and formal college courses taught by
our staff for our staff. We also share
the latest research on teaching and
learning through informal but regular
study groups composed of teachers
and administrators. Through these ef-
forts, instructional supervision has be-
come one component of a staff
development program.

In addition to announcing and sup-
porting our expectations, we began
using a lesson plan format that incor-
porales the instructional strategies we
adopted from packaged systems. The
strategies we selected are: (1) a per-
ceivable objective, (2) clear purpose
and relevance, (3) an established and
maintained learning set, (4) learning
activities congruent with objectives,
(5) modeling that provided an ex-
ample of the behavior or content
desired, (6) informal checks for stu-
tice of content and behavior, and (8)
an evaluation plan for measuring at-
tainment of objectives. We peri-
odically collect and read lesson plans,
giving individual teachers written
feedback. As a result, our staff mem-
bers display increasingly effective
levels of competence in applying thesc
techniques.

We modified the content of our
packaged systems by requiring ap-
propriate use of these instructional
strategies as the minimal expectation
for all teaching plans; every element is
not needed for every lesson. As
teachers master these techniques, they
request additional strategics. We have
added other elements, such as internal
bridges, external bridges, closure, and
rehearsal technigues (Stahl 1983),
which have been used and shared by
teachers able to tackle more sophisti-
cated practices.

We reinforce these strategies by
using them in planning the inservice
courses that we teach. Faculty meet-
ings are an opportunity to practice
what we preach. We model these be-

haviors inour own presentations, con-
veying the notion that skillful planning
is indeed a high priority.

Siep 4 reinforce. An intensive obser-
vation/feedback cycle is the single
most powerful tool we use to en-
courage our staff to translate the
teaching-learning rescarch into prac-
tice. We adapted the structure of our
cycle (fig. 1) from the supervision
model constructed by Dornbusch and
Scott (1975). Teachers undersiand the
process of our cycle; they know the
criteria we will be looking for prior to
an observation.

Our supervision process is charac-
terized by a four-day observation
cycle. Each teacher is visited by the
same administrator on four consecu-
tive days, during the same class, for the
entire period. We set this repeated
sampling as a norm because, like Dar-
ling-Hammond and Wise (1983), we
believe that administrators cannot
adequately assess teaching perfor-
mance based on only a few mnutes m
a classroom. Alzo, as Hunter (1985)
has pointed out, many lessons incor-
porate only a few clements; an ap-
propriate strategy one day may not be
appropriate the next. We want to see
if teachers can judge when and how a
particular technique is appropriate.

With a staff of approximately 75
teachers, our supervisory schedule
results in cach administrator visiting at
least 100 classrpoms per year, This
number increased for our nontenured
teachers, who are observed during two
scparate cycles cach year. Every
teacher receives oral and written feed-
back about the four observations
during one-bour conferences with the

In addition to cstablishing a supcr-
vision: cycle, we model our belief that
instruction is important by reinforcing
two rules, First, if an unforseen event
interrupts our schedule, we will start
the four-day cycle over again. Second,
we will allow no interruptions (that we
can conirof) in our schedule of obser-
vation.

When a crisis occurs during a period
when an observation is scheduled, the
coprincipalship concept enables
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another administrator to addrcss the
problem. By consistently announcing
and following this procedure, we show
teachers, parents, and district person-
nel that we recognize and support the
importance of instructional super-
vision. The coprincipalship approach
has enabled us to modify the cursory
nature of a packaged supervision sys-

fom.
What Came from Our Modified Plan?

One consistent outcome of our per-
sonalized plan for instructional super-
vision is the development of a positive
relationship between administrators
and teachers, which we believe has
been fostered by three circumstances.
First, our approach to supervision is
flexible in that we share techniques we
have learned from other teachers. Qur
allowance for variation stimulates
teachers to become more adaptable in
what they will accept and implement.

Second, our own administrative
failures seem to work in our favor. For
instance, we sometimes expect too
much too soon, have our own teacher
favorites, and unintentionally alienate
some teachers, We deal with our mis-
takes by admitting them, soliciting
tcachers’ input for an analysis of why
we failed, and continuing to work
toward our goal.

Third, our conscious and persistent
cffort to build trust helps foster a posi-
tive relationship between ad-
ministrators and staff. While an at-
mosphere of trust encourages
teachers to take risks and share new
behaviors, trying to create it is com-
plex - not a procedure to be obtained
easily from a packaged system. We try
to build trust by being predictable in
our expectations and actions. Once
teachers know how we will react (as
coach, not judge), they arc free to try
new techniques with confidence in an
atmosphere condudive to experimen-
tation.

We are now in the fifth year of our
five-year plan. We have seen our
teachers become more autonomous in
their teaching; they are better able to
make correct judgments and ap-
propriate decisions at "teachable mo-

An intensive
observation/feedback
cycle is the single
most powerful tool
we use to

encourage our staff
to translate the
teaching-learning
research into
practice.

ments". After years of experimenta-
tion, we believe that our personalized
approach to instructional supervision
is best for a complex organization.
Before you buy a packaged system,
consider modifying one. It worked for
is.

A View of Change from the Researcher’s
Corner

Some of us who have taught instruc-
tional supervision ncarby at the
University of Colorado-Boulder were
able to study the Laveland High
School administrative team’s efforts.
We spent countless hours observing
their staff development practices and
interviewing teachers and ad-
ministrators. We can certainly docu-
ment and elaborate on the process
they have reported. Beyond that, how-
ever, we wanted to know how far they
had come toward reaching their goal.
Had they developed autonomous
teachers and students?

Our graduate students and the litera-
ture also stimmlated questions. Re-
search tells us that teacher evaluation
is not commonly used for instructional
improvements; it is unusnal to find in-
structional supervision embedded in
an administrator-conducted staff
development effort (Wise and Dar-
ling-Hammond 1984, Guzzetti and

Martin 1986). Therefore, we wanted
to know if results had been worth the
expended resources (time, dollars,
and effort). Our graduate students
asked how teachers reacted to such
close scrutiny. What was the effect of
a rigorous supervisory cycle?

Our gueries concerned the effects of
changing teachers’ attitudes and be-
haviors. We focused on the consc-
quences of implementation and rein-
forcement (supervision) of that im-
plementation. Had changes in teacher
behavior affected student perfor-
mance? Was the assumption that im-
proved instruction would result in im-
proved learning a logical one?

How Can We Examine Effects7

Our first thought was to determine
effects by comparing achievement test
scores. However, since Loveland was
a high-achieving school before the
staff development effort and had con-
tinucd to maintain that record, this
strategy did not prove useful. We were
familiar with statistical peculiarities
(regression effects) when attempting
to show statistically significant growth
with extreme groups. Instead we chose
to use naturalistic techniques to iden-
tify differences that would indicale

One researcher conducted audio-
recorded, semistructured interviews
in a private setting with selected
teachers, We used a purposive sam-
pling procedure to identify a range of
informants - from teachers who had
been enthusiastic to those who, in one

.administrator’s words, were "not cx-

actly our fans." We asked teachers to
describe benefits and drawbacks of
implementing new teaching strategies,
toidentify any differences in students’
performance or awareness of the
learning process, and to appraise the
usefulness of their supervision.

We also conducted audiotaped in-
terviews with small groups of students
in a private setting, asking them to talk
about their teachers’ instruction and
their own awarcness of the teaching-
learning process. Had they noticed
teachers using instructional techni-
ques that helped them learn? If so, had
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The implied intent
of our goal is that
autonomous
teachers will
increase students’
awareness of their
own learning
processes.

these techniques made them more
aware of how to learn? And, finally,
had the teaching made a difference in
their grades?

The Teachers’ Report

The tecachers described threo
benefits resulting from the implemen-
tation and supervision of new teaching
strategies.

1. Increased student leaming. When
asked if student performance had
changed as a result of particular in-
structional methods, teachers
responded that they believe that their
students are learning more, but not
necessarily earning better grades. (In-
terviews with students reinforced this
perception). Teachers did report im-
proved student performance on infor-
mal measures, such as essays, assign-
ments and pre- and postunit tests.

Teachers also related that students
are more aware of the teaching-learn-
ing process. One English teacher in
the building for nine vears noted:

Goals

ra

Determine tha new
expectations during
feedback sessions

Feedback

Uss diffarent approaches with

Expectations

Train teschers in
appropriate

instructional bahaviors \

RS \_/

Fig. 1. Observation/Feedback Cycle

Sampling

Implement an extensive
obsarvation system

Appraisal

Gather detailed recod of
classroom behavior

Students seem to expect to accomplish
more now. Once a few teachers satablish
practices like stating objectives, thekids ook
for it in other classes, it's s subtle process;
teachers den't say, "Now we're going to do
guided practice.” Yet the students are very
critical of classes where they don't feel a
sense of structure,

2. Established teacher auionomy.
Teachers, speaking of standards for
their own performance, felt that estab-
lishing a repertoire of instructional
strategies increases their awarencss of
what constitutes g&;ﬁd 'It.:aching, Tht,::r
have increased their accountability for
learning through continuous monitor-
ing of student progress and have
engaged in substantive conversations
about instruction with their col-
leagues. They have become attuned to
the craft of tcaching, An English
teacher in the building for eight years
explained:

Teachers are aware of those who put
hougnt and effort into their preparation. The
status quo has become following the ele-
ments of instructicns toward specific oul
comes, whereas before the status quo was
each to his own. Before, if someone didnt
given much thought to teaching, no one
would know the difference. Now it's different,
and | don't mean bad,

3. Improved attitudes toward super-
visipn. Teachers were unanimous in
their appreciation of the observa-
tion/feedback cycle. They described
this intense scrutiny (four consecutive
days) as uncomfortable but necessary,
One teacher related the act of watch-
ing teaching to watching a move; she
explained that it is more difficult to
watch several 15-minute segments of a
film and try to pierce it together than
it is to watch the whole two-hour
movie and understand it. The inten-
sive observation system enables the
administrator to see the whole movie.

Teachers also attributed their ad-
ministrative team's approach to obser-
vation as a factor that fosters positive
attitudes. Administrator’s acceptance
of variation in implementation and
teaching style prompis tcachers to
willingly try new methods. Other
teachers spoke of the observation-su-
pervision process as a professionil
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growth effort for both administrators
and teachers.

The attitude the administrator displays is
one of coeducation, like we're all In this
iogether. The attitude 13 "vWe'Te here 10 help
you out; we're not out 1o get you "

As a result, teachers have come to

expect  and  respect their
administrators’ knowledge about the
teaching-learning process:

| can ask them an educational question,
and they can give me ten aricles on that.
They're "educator-administralors,” not "ad-
ministrator-sducators.®

The Students’ Report

Students articulately identified
teachers’ behaviors that have helped
them become autonomous learners.
We identified three propositions from
the stndents’ taped interviews,

1. Students are aware of teachers’ in-
structional practices. Students were
able to identify specific teaching
strategies that they find beneficial, al-
though no effort had been made to
train students in the language of in-
struction. They dida’t know labels ke
"closure” or "guided practice”, yet they
were able to describe these techni-
ques. For example, one senior ex-
plained "purpose and relevance” as
used by his physics teacher:

The best teacher | have apgiies the lasson
to something you do everyday. My physics
teacher installs experments along the way
and gives examples while he's lecturing. A
lot of teachers relate the topic to other ax-
periences,

Students reported how many of their
teachers gave objectives for the day
and the percentage of those who used
"purpose and relevance.” Their com-
ments reveal uneven degrees of im-
plementation (or degrees of effective-
ness) among teachers.

2. Studenis benefii from teachers’ or-
ganizational paterns. Theimagery stu-
dents used when talking about the
benefits of teachers’ organizational
practices is particularly powerful and
illuminating. They spoke of the "tools"

they were given to learn with and the
"atmosphere” teachers set for learn-

ing. Onc senlor stated:

Almost all my classes have a *game plan®,
That's very helpful because it sets boun-
daries. The leacher lets you know what youll
be doing., why vou're doing H, and how
you're going to be doing it.

3. Students believe good instruction
affects their leaming. Students distin-
guished between learning more and
carning better grades. They believe
that teachers who are implementing
the strategies they described are caus-
ing them to learn more; however, bet-
ter grades are not necessarily an end
product. In one junior's words:

I can't say that | get better grades because
of a teacher's teaching. Their teaching doss
affact how easy it is to get that grade. l's
hard to reach yourself. it's easier if they give
it to you to take than if you have to pull it out.

What Can Research Learn from Prac-
tice?

Rescarchers, practitioners, and
trainers can be encouraged by these
findings. The Loveland administrative
team’s efforts have shown that secon-
dary administrators can overcome or-
ganizational constraints to directly ef-
fect instructional improvement. That
is, "packaged” supervision systems can
work if we open the packages and use
the contents in oreative ways.
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VICKI I. KARANT

Supervision in the Age of
Teacher Empowerment

A study of three schools that practice
shared governance indicates that
supervision and teacher empowerment are

ill the empowerment of teachers
make supervision and school ad-
ministration cbsolete? In this article 1
hope to offer nsight into this question
from a study I conducted on differen-
tiated staffing, participative decision
making, and the role of ad-
ministrators. | investigated programs
that had operationalized one or more
aspects of differentiated staffing -
such as senior teachers serving in su-
pervisory roles; collective respon-
sibility among teachers for student
progress; and collaboration among
teachers on educational policy, school
improvement, and school effective-
ness issues - as discussed in the reports
by the Carnegie Forom on Education
and the Economy (1986) and by the
Holmes Group (1986). These reports
suggest that such a system can en-
hance professionalism by affording
icachers greater participation in
school governance and decision
making. Neither report, bowever,
clearly specified the roles of ad-
ministrators nor acknowledged how
cxpanded responsibilities for teachers
might alter them.
Becaunse theories are often adapted
by practitioners in ways far different
than theorists envisioned, espeaally

compatible concepts.

over time, I selected long-standing
programs that had been recognized as
cxcmplary by either a government
agency or anationally known research
organization. In each of the three
programs | examined, the shared
governance model had evolved from
pre-1983 theories. Their practices,
however, reflected many aspects of
theories encouraged and adopted
since the publication of 4 Nation At
Risk in 1983, The portraits illustrate
how teachers and administrators in
three different setiings have been able
to share governance and benefit from
the experience.

Midwestern High School

"Midwestern High School” has ap-
proxmately 1,500 students and 85
professional staff members. It is part
of a district that has had a peer
review/teacher mentoring program in
place for almost a decade. A review
board of union and management
leaders selects senior teachers as mea-
tors on a competitive basis. Criteria
for selection include letters of recom-
mendation from the candidate’sbuild-
ing principal, his or her union repre-
sentative, and three peers. Emphasis

is placed on whether the candidate is
skilled in human relations and able to
terminate teachers who cannot
achieve competency. During three-
year rotations, the senior teachers su-
pervise the first-year work of novices.
Sometimes tenured teachers are also
recommended for mentoring by a
combined building union and ad-
ministrative committee. The mentors
spend about 30 hours per year obseryv-
ing and consulting with the novices,
offering assistance in practical class-
room management and instructional
techniques. More time is provided for
those experiencing difficulty. During
the year in which a teacher is being
mentored, administrators have mini-
mal supcrvisory responsibilitics for
that teacher. They monitor atten-
dance, make bref (5- to 10-minute)
classroom wvisits, and record overall
observations about the professional
behavior of the teacher being men-
tored.

At every level of the program, the
emphasis is upon sharing governance.
District-level union officials and ad-
ministrators share in the supervision
of mentors. Twice a year, mentors for-
mally report the progress of their su-
perviseesto the review board, which n
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Sharing decisions
concerning who
does what is as
vital as the
enlargement of
responsibilities
that is so satisfying
to the teachers in
the study.

turn carcfully scrutinizes their efforts.
Mentors may also recommend reten-
tion or termination of the teachers to
the review board., After novice
teachers have successfully completed
the first year, they are then placed ina
traditional supervisory relationship
with the building administrators, who
make all subsequent retention and
tenure recommendations.

Is it a perfect system with tension?
Mot always. For years administrators
were reluctant togive up any tradition-
al supervisory responsibilities; some
remain skeptical. Because roles and
responsibilities are at times am-
biguous, those in participative gover-
nance situations need to be flexible.
For example, becausc mentors arc as-
signed to several schools, they do nat
directly associate with parents. Thus,
if a novice is challenged by a parent,
the administrator steps in as usual.

The benefits of shared governance,
though, seem to compensate for these
drawbacks. For the mentors, making
meaningful contributions to the
educational goals of the district
provides powerful intrinsic rewards.
For the novices, receiving more time,
attention, and practical assistance
than a building administrator can pro-
vide is a plus - a pointl with which
administrators agree. Novices also
feel their internship period prepares
them in ways that their student teach-
ing did not. While administrators
share supervision with senior teachers
during the novices' critical first year,
they do retain many traditional super-
visory responsibilities. The benefits of
shared governance for admanistrators
are twofold: gaining more competent
teachers and having time to redirect
their energies into other important
responsibilities.

Suburban/Rural High School

"Suburban/Rural High" has 800 stu-
dents, 65 faculty members. It is an East
Coast traditional high school. For 15
vears teachers there have been or-
ganized into departments without
chairpersons in which they collectively
make all instructional and managerial
decisions. They select their courses

and texis, schedule classes, determine
budgetary allocations, order books
and materials, and participate in
hiring new staff and administrators. In
addition, all members of the profes-
sional staff - administrators,
librarians, counselors, and teachers -
serve as personal and academic ad-
visers to approximately 10 students. In
many ways Suburban/Rural High (a
U.5. Education Department award
winner) is the antithesis of differen-
tiated staffing. However, this school
has operationalized theories that
recommend a more professional
model for decision making than tradi-
tional bureaucratic management.

At Suburban/Rural, the teachers I
intervicwed wore cothusiastic about
their enlarged and empowered
responsibilitics. They did aot, how-
ever, view this change in their role as
happening in the absence of super-
vision. On the contrary, nearly every
teacher acknowledged the principal as
the inspiration and gniding force be-
hind this unusual and long-standing
system of empowerment. The prin-
cipal described himself as a facilitator
of shared governance who plays the
*managing partner” role discussed in
the Carnegie Forum report,

A surprising example of why super-
vision is not obsolete has occurred at
Suburban/Rural High School:
teachers there have given back a sig-
nificant responsibility to the super-
visors. For the first seven or eight years
of the program, teachers served as dis-
ciplinarians as part of their advisory
responsibilities. Over time, though,
they recognized that amore consistent
discipline policy was needed. In order
to play more of an advocate's role for
students, they requested an assistant
principal for discipline be hired.

As in any school, some tension exists
between teachers and supervisors. For
example, at difficult times teachers
often want the principal to make
decisions, while he encourages them
to work through problems and reach
their own solutions. Some teachers
complain that the combination of con-
sultative and participative decision
making at full faculty meetings causes
them to spend too much time talking
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about every ilem on the agenda.
Nevertheless, none of the teachers I
interviewed wanled o give up their
special system. Because the teachers
see their principal as instrumental in
facilitating their empowerment, Sub-
wrban/Rural High is a powerful ex-
ample of effective supervision in a
sthool where teachers have apprec-
able influence over the catire pro-
gram. Teachers actually recom-
mended adding a position to the su-
pervisory staff! That teachers are also
enthusiastic about their respon-
sibilities attests to the possibilities of
carcfully managed shared gover-
nance.

Inner-City High Schoel

"laner-City High School® has 196 stu-
dents, 12 teachers, and 3 paraprofes-
sionals per site. It i an East Coast
alternative school. For 18 years,
teachers and paraprofessionals, work-
ing in interdisciplinary teams of about
15 persons, have made decisions about
curriculum, scheduling, budget,
hiring, and school policy, including
discipline. As at Suburban/Rural
High, teachers here also serve as per-
gonal and academic adwvisers to stu-
dents. The school is divided into four
sites, and a principal and an assistant
principal travel among them. Eachsite
has a teacher coordinator who is the
building peer supervisor. Teachers
here believe they have a great dezl of
influence over the entire program.
cipal made obsolete as a result of the
{cacher coordinator role? The ad-
ministrators and teachers I inter-
viewed all view the adminitrators as
facilitalors and feel that governance is
shared. Sometimes the views of
criticism. Here, as al Suburban/Rural
High, the principal is philosophically
commilted to shared governance and
decision making. In addition to their
facilitative roles, adminisiralors su-
pervise and cvaluate new teachers,
perform managerial functions as the
school's liaisons to the central office,
and offer insight and advice. In many

ways they retain traditional respon-
sibilities while offering teachers real

Curiously, here too, over time,
teachers have given back certain
responsibilifies to administrators. As
Inner-City High has in past years tried
peer review and evaluation. However,
teachers found the task incompatible
with the small, collegial environment;
they felt thewr time could be better
tasks As a result, administrators now
consult with teacher coordinators but
are solely responsible for teacher
evaloation

The Eey Lo Shared Governance

Skeptics might suggest that since
teachers give back power, why bother
to give it to them in the first place? The
answer rests in the basic philosophy of
shared governance. Sharing decisions
concerning who does whal is as vital as
the enlargement of responsibilities
that is so satisfying to the teachers in
the study.

The research highlighted here sug-
gestsl.hat supervision can be dynamic
in empowered situations if ad-
ministrators are philosophically com-
mitted to the concept. They also need
to recognize that the process is slow,
may be inefficient, and requires
patience. And yet, in spite of the

Clearly, as we have seen in these three
powermeat are concepts that in prac-
tice are mutually compatible. In
shared governance, the important
point to remember is that the em-
phasis must be on sharing.
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CAROLYN TAN

The Montessori Approach:

In Singapore today, thereis a gradual
but increasing number of Montes-
sori preschool set-ups. At the same
time, there is also quite a number of
Montessori-trained teachers in the
preschool market. Although Sin-
gapore has generally been slow to ac-
cept this approach, there continues to
be a resurgence in the popularity of
Montessori schools in recent years in
the US.A. and the UK.

Wheo is Montessori?

Maria Montessorl, who lived from
1870 to 1954, was a medical doctor,
eduocator, humanitarian and
philosopher. She inhcrited the intel-
lectual and progressive tradition in
education from Roussean, Pestalorn
and Froebel She developed this in-
hentance further by discovering and
formulating original ideas about
children’s intellectual development as
well as by designing revolutionary
Iearning materials. In 1907, as director
of the Casae dei Bambini (Children's
House) in an impoverished quarter of
Rome, Montessori observed children
and developed her theories of and
materials for early learning,

The Absorbent Mind

The most basic principle in
Montessort's theory 1s that the learn-
ing capacity of a young child is fun-
damentally different from that of an
adult. To realize this, we need only
think of learning to speak of a new
language. Adults experience great dif-
ficulty in learning a new language.
Even when they accomplish this, they

A Brief Outline

rarely speak the language well enough
to pass as a native speaker. And yet a
three-year-old can accomplish this in
a remarkable way. How does the
young child learning his first language
spezk it so perfectly?

According to Montessori, the child
has an absorbent mind - a unique
learning capacity. In using the term
"absorbent”, she did not mean "like a
sponge absorbing water” but in the
sense of "combining into itself’. This
is an unconscious absorption of the
environmental stimuli by means of a
special pre-conscious state of mind.
Impressions do not just "enter” the
mind, they "form” the mind, This is
why the child enjoys and secks the
repetition of a stimuli many times
over. Each time, the impression chan-
ges the child’s perspective slightly. For
the adult who learns by hypothesis-
testing and drawing of conclusions,
such repetition of previously learnt

stimuli is both tedious and boring, This
unconscious absorbing of impressions
is an "active” phenomenon in that it
involves the child in imitation, move-
ment, manipulative play and so on and
helps ereate the child's basic human
development and abilities which will
later be integrated with other abilities
learnt carlicr to become skills.

The Sensitive Periods

The child’s intellectual development
does not mercly depend on an absorb-
ert mind that just reproduces like a
tape-recorder. It involves the process-
ing, calegorizing and interpreting of
information. The impressions ab-
sorbed fit into an intellectual struc-
ture. This structure forms gradually
and unfolds as the child grows.
Through her years of observing
children, Montessori deduced a
general outline of this structure and
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The most basic
principle in
Montessori’s theory
is that the learning
capacity of a young
child is
fundamentally
different from that
of an adult.

termed them the six sensitive periods
of early learning and development.

The first sensitive period for the
development of sensory perception
begins at birth and continues through
age five. During this time, the child
needs to use all his sense facultics as
fully as possible. Frustration surfaces
in children who are constantly told not
to touch anything and are locked up in
a play pen or cot.

The second sensitive period for lan-
guage development takes place from
age three months to age five-and-a-
half years. Montessori observed that
language development occur in many
stages from the early months of infan-

The third sensitive period for order
lasts from the child’s first birthday till
when he turns three. During this
period, the child’s development seems
to go through an organizational phase
where impressions are being pat-
terned. This implies that the external
order of the environment such as the
location of things and the following of
the same routine will benefit the
child’s inner development of order.
This is probably why children in the
“terrible two's" seem to cry most of the
time. This is often a result of a small
change in the order or pattern of adult
behaviour or environmental stimuli.

The fourth sensitive period is for
small detail and occurs around age
two. Ofien, children at this period
concentrate very deeply on a specific
task such as turning the pages of a
book. The child’s total attention may
be focused on the turning corner and
not on the rest of the page.

The fifth sensitive period for move-
ment begins al age two-and-a-half and
lasts until age four. For example, a
young child loves to wash his hands
simply because there is an inclination
to do so to gain more precise control
of physical skills. In contrast, an older
child will only wash his hands to clean
them. This sensitive period is crucial
in order for the child to co-ordinate
and acquire more complex physical
development.

The sixth sensitive period is for so-
cial relations which lasts from age
two-and-a-half to age five. This mainly

involves social development. During
this period, the child pays special em-
phasis to the behaviour of others and
begins to develop friendships as well
as involve himself in co-operative play
with others.

Learning by Connecting

The absorbent mind constructs an
intellectual structure. The sensitive
periods provide the basics for the
building of general skills. According
to Montessori, "learning’ then is the
act of connecting previously assessed
impressions so that they are bound
together by use or meaning. Firstly,
the mind absorbs. Secondly, the loose-
ly absorbed stimuli is repeatedly acted
out to form connections between
phenomenon, for example, connect-
ing between a verbal sound and a letter
of the alphabet. Through repetition
and activity, phenomena are con-
nected and concepts are formed.
Thirdly, the child applies these con-
cepts to situations in his world, for
instance, using sound-letter combina-
tions to write a story,

The Prepared Environment

In order for the absorbing mind, sen-
sitive periods and learning by connect-
ing to take place effectively, the child
requires a "prepared eovironment” Lo
mect these developmental needs. The
distinguishing features of
Montessori’s prepared environment
are the child-sized environment, the
selectively "graded” activitics (in terms
of difficulty), the practical life ac-
tivities designed for the sensitive
periods as well as the self-corrective
materials. These are introduced when
the child is ready and thereafter lclt
freely available for the child’s
repeated use.

The Adult’s Role

In Montessori's theory, adults need
to understand the child sufficiently to
guide his development in the best en-
vironment. The teacher in a Montes-
sorian classroom is basically a guar-
dian of the environment, a facilitator




of the child’s interaction with the
materials and an observer of the
child’s work and development. In
Montessorian terms, the teacher is the
"director” of the environment. She is
not the teacher in the traditional sense
of the word because the child learns
through active discovery, not passive
reception.

Applications to Singapore Preschool
Classrooms

Considering all the highlights of
Montessori's theory for early learning,
it seems difficult 1o apply in the con-
text of Singapore preschools. In most
of our preschool classrooms, the
teachers play a dominant role in
deciding how and what should be
learat in the classroom. Although
there is much discussion about match-
ing teaching styles to the learning
needs of the children and showing
concern about the emotional welfare
of our students (that is, pastoral care),
our curriculum plans are often guided
by whai we feel are the needs of the
children. This approach would be

ircnic in Montessori’s view, par-
ticularly for early childhood education
where we are dealing with the forma-
tive years of learning. According to
Montessori, "the child is the father of
the man", There is much we can learn
about the child from the child himself.
Therefore, in order for him to develop
to his fullest potential, the teacher can
only be a guide in the learning process.

Today, many preschool classrooms
have adapted their curriculurm in par-
ticular ways to incotporale
Montessori’s ideas. The most com-
mon feature adopted is the free-
directed activity concept where the
child can select his own task (guided
by the teacher) and independently
complete it in his own dme Many
schools are using the famous Montes-
sorian sand-paper letters in their
reading programme as well as other
sensorial equipment. On the teacher’s
part, although it has been difficult to
change their perceptions of the role
they play, many are now more mindful
of the inner needs and sensitivities of
the children they work with. Henee,
the preschool climate is slowly chang-

In most preschool classrooms, teachers play ¢ dominant role in deciding how and

what should be leam...

ing to accommodate Montessori's
views as our society works to enhance
child development and education by
recognizing the child’s place in this
world.
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QUAH MAY LING

Dyslexia:

What Teachers Need to Know

yslexia is not a discase. It is not
Dconlagiuus. but it has been
reported that one child in every seven
has it to some degree, often with tragic
impact on hisschooling and life. Some
studies suggest that it may be one of
the most petent factors behind
juvenile delinquency. It probablykept
inventor Thomas Edison and the
American President, Woodrow Wil-
son from coping with ordirary school-
work. It made Hans Christian Ander-
sen an atrocious speller all his life,
even though be became a magnificent
storyteller. It most likely accounted
for the nickname "Mr Dullard® given
to a school boy named Albert
Einstein. The term "dyslexia® is a
Greek word meaning “having difficul-
ty with reading” and was origmally
made up by the medical profession to
describe the reading and spelling dif-
ficultizs of patients who had suffered
certain sorts of brain damage which
might have been caused in accidents
or wars, or as a result of tumours,
strokes, psychiatric disorders, drugs
or the effects of ageing. Historically
spcaking, children who experience
reading disabilities have been clas-
sified according to a variety of ter-
minology. Strephosymbolia was used
by Orton (1937) to describe the child
with a "twisted" symbaol difficulty.
Lateron, terms such as alexia, minimal
brain dysfunction and word blindness
were used. More recently, the term
dyslexia has come into wide use to
describe children who experience
learning disabilities in reading.
Today, the term "dyslexia” is univer-
sally accepted and used as a con-
venienl label to describe a learning

disability involving difficulty with
rudmgmspncnfmma]mldﬁ;mu:.
adequate educational opportunity,
and no evidence of seasory, neurologi-
cal, or emotional dyslunction. This
langnage disorder is characterised by
difficulty with reading, spelling, hand-
writing, language and memory. (For
an extended discussion of dyslexia,
see, for example, Richardson, 1992;
Siegel, 1985; Siegel and Ryan, 1988;
Stanovich, 1988; Vellutino, 1979.)

Although it appears to be unrelated
1o basic intellectual capacity, dyslexia
causes a mysterious difficulty in han-
dling words and symbols. Some subtle
peculiarity in the brain’s organization-
al pattern blocks out an otherwise
bright child’s ability to learn to read,
to write legibly, to spell or perhaps to
use numbers. Ackerman, Dykman
and Gardoer (1990) found that
children with scvere dyslexia were
slower in counting from memory and
naming aliernating digits and letters
than those with milder reading mpair-
ment.

The dyslexic child is not different
from the rest of his peers except his
minor impairmenis become highly
debilitating for they make it extremely
difficult for him to learn to read. This
affects writing and all other academic
leamning. Earlier, it was thought that
this disability occurs much more oftea
in boys than girls (five to six times
more), but recent studies show
evidence that the number of boys to
girls with dyslexia may be closer than
previously believed (Shaywitz,
Shaywitz, Fletcher & Escobar, 1990).
In a study of 249 childrea with severs
reading retardation, Melekian (1990)

The dyslexic child
is not different
from the rest of his
peers except his
minor impairments
become highly
debilitating for they
make it extremely
difficult for him to
learn to read.




concluded that (a) marital status does
not contribute to the causation of dys-
lexia, (b) large sibships predominate
in children with dyslexia, and (c) high
ordinal birth positions prevail within
these sibships., On the controversial
side he found (a) no convincing
evidence that parental age is a risk
factor in dyslexia and (b) parents’,
especially mothers’, low
socioeconomic and educational status
cannot be excluded as an aggravating
factor of reading and writing dis-
abilities.

The adverse effects of failure in
school on the dyslexic child are
serious. Usually, he does not show any
signs of anxiety until he starts school
and is required to use his faulty sen-
sori-motor systems for learning to
read and write. His reaction to failure
is ene of frustration and these frustra-
tions may lead to emotional problems
which are an added stumbling block to
successful learning. Consider the dys-
lexic child. He appears to be normal.
He isintelligent, often extremelyintel-
ligent, with a greal capacity to learn.
He does nol limp, stutter, wear thick
spectacles. He may be a good
sportsman, a great storyteller, a reli-
able friend, a good sport - everything
boys and girls are, until he goes to
school. Then he faces the first and
biggest failure of his life. He has
trouble learning to read. Since our
cducational systcm, with some cxcep-
tions, is geared to Jearning by reading,
the dyslexic child may be denied an
education and all the economic and
cultural rewards that stem from it. In
general, children who fail to learn to
read and write early may develop all
kinds of associated problems. They
seldom find status in school either
with their tcachers, or more impor-
tantly, with their peers. They may be-
come friendless and solitary, their lack
of confidence inhibiting their ability to
make friends. Their teachers may try
to help them, but defeated and dis-
couraged by lack of progress, may give
up and hope the problem will solve
itself. Sympathetic and discerning
teachers, however, will seek further
advice and professional help.

VWhat can teachers do?

"How do I recognize it?" and "What
can I do about it?" are two fundamen-
tal questions which any teacher wonld
ask about the dyslexic child in their
class, The skillful teacher of reading
has no difficulty in recognizing whena
child has a reading problem. The dif-
ficulty arises in trying to single out the
dyslexic child from the wide range of
other children who are failing to make
adequate progress in learning to read.
Furthermore, to have to wait {as is
commonly the case) until a child is two
or more years behind in reading
development, with no obvious intel-
lectual, social, emotional or educa-
tional explanation for this, before a
proper diagnosis of dyslexia can be
made, is a lamentable state of affairs.
Surveys (for example, Lowenstein,
1983) have highlighted the urgent
need for more accurate assessment of
dyslexia in order to be able to differen-
tiate clearly between the dyslexic child
and children with other types of read-
ing difficulty.

Diagnosis and screening

tially unchanged for the past two
decades. In summary, these involve
establishing (a) that the child’s read-
ing age is significantly behind his
chronological age (usually two or
more years behind), (b) that the
child’s intelligence is not significantly
below average, (c) that there are no
social, emotional or educational
causes for the reading difficulty, (d)
that the child is not suffering any sight
defects, hearing loss, brain damage, or
serious problems of gencral health,
and (&) that the child exhibits some
*positive signs’ of the disorder, such as
speech problems, difficulty with se-
quential memory, clumsiness, crossed
laterality, and so on. However, the
conceptual and methodological in-
adequacies of this diagnostic sysiem
are well-known (Ravenette, 1971;
Reid, 1969; Singleton, 1975, 1977).
Over the last ten years, there has
been progress made in identifying

With early
identification, a
dyslexic child need
never experience
failure and become a
candidate for
remedial education.




*positive signs’ of the disorder. There
have been efforts to base diagnosis on
d:ﬁerenua.l p-erfmmanmln subtcsts of
Miles, 1981; Thomson, 1982) and also
on the reading and spelling crrors and
language difficulties of the dyslexic
{Snowling, 1983; Thomson, 1984).
Several studies have confirmed that
retarded readers are generally poor at
certain subtests of the Wechsler Intel-
ligence Scale for Children (WISC),
particularly on the Information, Arith-
metic, Digit Span and Coding subtests
(Tansley and Panckhurst, 1981;
Thomson, 1984) and one study reports
a similar profile on the British Ability
Scales (Thomson, 1982).

A common approach has been the
compilation of assorted diagnostic
procedures designed for usc in
screening for dyslexic-type difficulties
(for example, Aubrey et al, 1982; Clay,
1979: Miles, 1983). However, one of
the major difficulties in screening is
setting the cut-off points in order to
minimize false negatives (cases where
children are not identified as being "at
risk’ by the screening procedure but
who are later found to manifest dys-
lexic symptoms) while at the same
high number of false positives
(children who are labelled "dyslexic’ as
a result of screening but who turn out
to be quite normal). Perhaps the two
most well known screening tests are
the Aston Index (Newton and Thom-
son, 1976; Aubrey et al, 1982) and the
Bangor Dyslexia Test (Miles, 1983).
The Aston Index is designed both as a
screening device for children shortly
after school entry and as a diagnostic
test for reading failure in older
children. It involves (a) the assess-
ment of general intellectual ability and
(b) the anmalysis of performance on
reading-related and dyslexia-related
skills. In addition, details of social and
emotional development, family back-
ground and medical history are taken.
For older children, the Index includes
tests of spelling and oral reading
(Schonell). By contrast, the Bangor
Dyslexda Test concentrates more oo
‘positive signs’ of dyslexia, such as
knowledge of left and right, ability to

repeat polysyllabic words, subtraction
tables, saying months of the year, digit
span, sentence memory, rhyming
ability and famihal incidence. Read-
taken into account.

An analysis of the child’s problems
should indicate the best way to help
him. Diagnosis should be dealt with
by an interdisciplinary team com-
posed of medical, psychological and
educational experts. The most useful
report for a teacher will be one which
gives the child’s potential intellectual
ability, the results of tests of word
reading, reading speed, comprehen-
sion and spelling, an indication of the
child’s perceptual abilities as indi-
cated by tests of visual and auditory
discrimination and motor coordina-
tion. As mentioned carlier, the Aston
Index, an early predictor of dyslexic
which teachers can administer when
pupils do not make expected progress
in the written language skills, can also
be used. The teacher needs to know
what makes a child "tick”, so an inter-
view with his parents is cssential, and
if there are other teachers involved,
they should also be consulted.

Teaching

With early identification, a dyslexic
child need never experience failure
and become a candidate for remedial
education. The child with a faulty sen-
sori-motor system loses out on all
counts - not only can he not recognize
or recall whole words easily, but he
also has a problem in that neither a
"look-and-say” nor a "phonic" ap-
proach would be appropriate either by
itself or in combination. A dyslexic
because his specific needs are not met.
Success can be achieved when the lan-
guage training achieves harmonious
interaction of all the senses, that is,
when the learner sees, hears, speaks
and writes simultaneously. This is
multiscosory learning. The learner is
using visual, auditory, kinesthetic and
oral abilitics in an integrated process,
thus encouraging the various parts of
his sensori-motor system to support

each other in making permanent
sound-symbol associations.

Most teachers are aware of the im-
portance of encouraging their pupils’
fluent spoken language to promote
good comprehension and pleasure in
reading, coupled with a facility in writ-
ing for enjoyment and communica-
tion. If these attributes are to be
within the scope of a dyslexic child, in
addition to training in oral and written
construction for organizing and ex-
pressing his thoughts in speech and
wriling, he needs to acquire the neces-
sary mechanical skills for recognizing
and producing the printed word. Un-
less teachers can be helped to recog-
nize the problem and be willing to un-
dertake some training, many dyslexic
children will continue to represent the
"hardcore” of the teacher's problems.

It is often said that a backward
reader needs only the encouragement
of a sympathetic teacher. This may be
true of a pupil who has failed to read
for reasons which are primarily emo-
tional. Many sympathetic teachers
who have taken up remedial teaching
because they want to help children to
learn to read, have been defeated by
their own lack of knowledge when they
attempt to teach a dyslexic child who
cannot make sense of known methods
of learning. The teacher needs to
study how to teach the skills in a way
that the dyslexic child will understand.
Because such a child may have ex-
perienced many beginnings and
failures, he will need to have complete
faith and confidence in his tcacher.
This situation will only come about if
the teacher is an expert in her field
Good relationship between teacher
and learner will not last without

progress.
What hope is there for dyslexics?

Fortunaiely, even the victims of
severe, classic dyslexia can now learn,
with proper help to read at a decent
speed and to write legibly. The
cxperts’ consensus is that the best
solution is educational: careful, sys-
tematic, one-to-one tutoring on a
regular basis, to teach the dyslexic
child using multisensory approaches.




Since every dyslexic child’s problems
are different, individual tutoring tech-
nigues must also vary.

The encouraging prognosis for
properly tutored dyslexics was docu-
mented in a study by Margaret Byrd
Rawson who carefully followed a
group of 20 boys with moderate to
severe dyslexia, all of whom had been
given struclurcd, mulli-scnsory lan-
guage training in school. All but one
went to college; 18 earned degrees;
then, went on to obtain a total of 32
postgraduate degrees. Not all dys-
lexics will do as well. Yet, it is ako
clear that dyslexics no longer need 1o
fail simply because of language and
reading problems,
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CHONG KENG CHOY

Improving Pupil Grades:

In Singapore, teachers typically
teach a class of forty pupils as a
group. When the pupils learn, they
learn as individuals. We have a situa-
tion in which group teaching is ex-
pected to resull in individual learning,
However well we prepare the lesson,
and bowever well we present the les-
son in class and monitor pupils’ under-
standing through appropriate ques-
tioning, we know very well that we are
unable to meet the meeds of every
pupil. The truth is individual needs of
pupils vary, At times the variation
could be very large. Teaching be-
comes like trying 1o hit as many of the
forty shifting targets as possible all at
onee. This is an enigma, but this is not
the problem.

While teaching and learning are car-
ried out in the classroom, we need a
tool to link them so that teaching and
learning could lead to improvement in
pupils’ grades. The tool must help us
think about each pupil’s nceds, so that
teaching and learning is medisted by
it. The problem is that such a tool is
not available,

The solution: Exshioning = tool

In order to fashion such a tool, we
could look at some basic ideas in
managing change. First, we need to
know what the current state is like.
Second, we need 1o decide on the next
state we like to reach. Third, we must
decide on what to do in order to reach
that next state, Fourth, we must decide
on when we are likely to have altained
that next state. Al the ead of the time
period, we repeat the cycle of this
four-step model. Let us try to fashion

A Tool

the tool we need by stepping through
this model.

Step 1

At the beginning of the term, based
on test resulis or other forms of
evaluative feedback, we list the names
of the pupils in the class in five
clusters. The first cluster coasists of
pupils who will obtain a distinction
grade at the end of the year, according
to our professional judgement. We
could be wrong, but we can make a
judgement. In the same way, we
decide on a sccond duster of pupils
who will obtain a pass grade al the ead
of the year, and a third cluster of those
who will fail However, there will be
difficultyin placing some pupils in ose
of these three dusters.  For them, we
create two additional clusters. The
first consists of pupils who will be in
the margin between a distinction
grade and a pass grade. The other
consists of those who will be in the
margin between a pass grade and fail
grade. Having constructed the five
clusters, we have a picture of the cur-
reat state of our class for the subject
we teach

Step 2

Now we need to decide on the next
state we desire to reach. We want to
improve the grades for our pupils. So
we could decide on belping the pupils
move on to the next higher cluster, For
example, we could think of moving
pupils in the fil grade cluster to the
marginal pass/fail grade cluster, which
is between the pass grade and fail

grade clusters. We want every pupil o
reach the next higher grade cluster.
For us to want to do this, we must
assume that all pupils can learn.

However well we
prepare the lesson,
and however well we
present the lesson in
class and monitor
pupils’
understanding
through appropriate
questioning, we know
very well that we are
unable to meet the
needs of every pupil.
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Helping pupils reach the next higher grade cluster ...

Step 3

We must decide on what to do in
order to help the pupils reach the next
higher grade cluster. Let us list all the
names of the pupils in the class on a
page according the five grade clusters.
This is easily done on a computer,
Next draw a column down the page
next 1o the column of pupils’ names.
Against each name, write what we can
do for the pupil so that he or she could
move up to the next grade cluster at
the end of the year. Call this the action
column. Let us draw a third column
next to this action column. This is the
progress column. In this column, we
can write our perception of each
pupil's progress as we carry out the
action we have decided just a while
Egﬂ_

Step 4

We could decide that at the begin-
ning of nexi term, we will do Step 1
again for this class. Remember what
wo did in Step 1 - we amanged the
names of our pupils in five grade
clusters according to our best judge-
ment. ' We risked being wrong. At the
beginning of next term, we will carry

out Step 1 again and obtain a name list
in five new clusters. Presumably some
pupils will be placed in a cluster dif-
ferent from the one they are in this
term. We will then continue fo step
through the four-step model

The tool and its use

Now we have the tool in front of us.
It is a class list with the pupils’ names
arranged in five grade clusters, name-
ly, Expected Distinction, Expected
Distinction/Pass, Expected Pass, Ex-
pected Pass/Fail, and Expected Fail.
This is the first column on the sheet of
paper. The second column is for you
to indicate the action to be taken for
cach pupil. The third column is for you
to record your perception of each
pupil’s progress. Let us remember
what we have written in the action
column for each pupil when we
prepare and teach our lessons over the
rest of the term. Let us keep this in
mind when we direct our questions to
appropriate pupils during our lessons,
so that questioning is not used to
monitor pupils’ understanding of our
lesson but to help pupils cross their
individual barriers to understanding,
Recall alsowhat we havewritten in the

action column when we grade or read
our pupils’ written work. Once a week,
let us remember to note our percep-
tion of each pupil’s progress. This tool
is simple to use,

The step forward

With experience in the use of this
tool (o link teaching and learning o
improving pupil grades, we may build
variations into the tool. We could
think of more clusters, especially sub-
clusters for the pass grade cluster. We
could include records of test scores
within the third column on perception
of pupils’ progress. One suggestion for
enriching our experience with the tool:
we could sharc our success and failurc
in its use during our departmental
meetings in school. Better still, we
could try to construct other tools for
linking teaching and learning to im-
proving pupils’ grades.

Chong Keng Choy is senior lecturer
at the National Institute of Education,
Nanyang Technological University,
Singapore.
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JOHN JAY BONSTINGL

The Total Quality Classroom

Deming’s principles for improving
industry can help schools better prepare
young people to meet the challenges of a

workplace that will demand more of them
than it did of workers in previous
generations.

The right time for
attention to final
outcomes in any
production process
- including the
learning process -
is at every step
along the way.

- W. Edwards Deming
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favorite hangout is one of those
rare finds in life. I's a small
family-owned ncighborhood res-
taurant, a place where you can find
just about everybody in town at one
time or another. Prices are
reasonable, food portions are deli-
cious and generous, service is prompt
and always given with a smile, and the
table scitings show a certain atiention
to detail.

Recently, when | weni there for
lunch, the place was packed. Jim, the
owner, was al the door greeting in-
coming customers and asking those
who were leaving whether they had a
good time. Jim, a hands-on manager,
is always at the restaurant to make
sure everything is going just right.
When he's not at the door, he’s going
from table to table, making sure his
customers arc satisfied. Old-
fashioned quality service from a rela-
tively young man.

He greeled me as | was shown to my
table. "Jim," | commented with a smile,
I'm going to have to buy stock in this
place - I've never been hore when your
restaurant hasn't been filled to
capacity. What's your secret?"

"No secret,” Jim responded, shaking
his head. "We just aim to please our
customers. We try to give them the
best quality we can, as consistently as
passible.”

" " I thought aloud, "I know
quite a few teachers who would love to
have their students comnsistently
producing the best quality work
they're capable of doing. It seems to be
getting harder and harder to motivate
young people in their school work.”

"Sometimes it's not as easy here
cither,” Jim replied. “Just yesterday I
was raining a new waiter, a college
sophomore with a 3.8 average - a very
bright young man. First thing, I told
him, "Here's our menu. Sit down and
read it over.'

"I stressed how important it is that
our waiters know absolutely every-
thing we offer on cur menu. A few
minutes later, he gets up and asks,
'Okay, what do I do now?" I told him,
it back down and read the mesu. 1
wanl you 1o know i."

"And? What happened?" T asked.

Jim continued: “This bright young
man tells me, Tve read the menu.
What do you want me (o know aboul
it? It was as if he was asking me, "What
are you going to put on the exam? Tell
me what you want me to know and I'll
memorize it, but I won't waste my time
with anything else!” "

*I know what you mean, Jim," | said,
thinking of the multitude of times my
students have raised their hands in the
middle of alecture or caperiment, cult-
ting the process short with the bottom-
line question, "Mr B, is this going to be
on the test? The sole measure of
relevance, the lont determiner of stu-
dent effort wisely expended: Is it going
to be on the test?

"Just yesterday,” Jim continued, " a
new waitress asked me how many
mushrooms to put on a 12-inch pizza.
Apparently, at her previous job - one
of those chain restaurants - she had to
follow a thick rule book, and onc of the
rules prescribed the exact number of
mushrooms to be put onto every pizza,
00 more and no less.

"So I asked her: 'Do you like pizza?’
and she said, "Sure.”

* 'Okay,’ I said, 'how many mush-
rooms do you like on your pizzas? Just
do for your customers what you would
like if you were in their place. You
decide!”

"My toughest job," Jim concluded, "is
geiting these kids to put themselves in
the customer’s shoes. I keep thinking
how nice it would be if they all thought
of themselves as managers. | want
them to take a natural pride in their
work, to make good decisions without
a lot of outside advice, to act as aleam,
to just use their common sense. My
only rule is this: Everyone who works
here must always keep the cusiomer
first n mind."

1 looked around at Jim's cheerful,
bustling staff. "I ocks like you've found
the secret.”

*Thanks, Jay," he respoaded. "But it
does take a lot of hard work."

Most of the hard work Jim does with
his young employees is focused on
training them to take personal
thoughtful responsibility for im-
plementing his customer-focused
policy of service. "When they are first

hired,” Jim reflected, "many of these
young people wail for me to iell them
whal to do, even after 1 put them
through an intensive training pro-
gram. I've got to work closely with
each of them over time, to develop the
characteristics I want them to exhibi -
the secret as you put it."

Both of the employees Jim discussed
with me - the college sophomore who
didn’t want to waste his time with the
menu and the young waitress who
needed instruction in mushroom
placement - are actually exhibiting
ideal employee behavior, according to
a philosophy of work expressed early
in this century by Frederick Winslow
Taylor, an industrial engineer,

The Industrial Model at Work

Taylor taught American industry to
view every worker as simply "a cog in
job could be defined and dirccted by
appropriately educated managers, ad-
ministering a set of rules® (Walton
1990). Workers need nol exercise any
imagination or individual initiative,
according to Taylor, because such ac-
tion would only serve to disrupt the
realization of management objectives.

Taylor's industrial model was a top-
down, authoritarian structure, in
which management’s job was Lo worry
about quotas and quality if necessary,
whilc subscrvical workers mindlessly
did managemeat's bidding without
questioning the reasons for their work
or the overall plan. It was just the sort
of "enlightened thinking" that Henry
Ford was looking for, perfectly suited
to his revolutionary new assembly-line

The Industrial Modd at School

To a great extent, American educa-
model of "efficient” work. Perhaps in
that era such schooling was ap-
propriate to train young people for
work requiring "patience, docility, and




the ability 10 endure boredom. Stu-
dents learned to sit in orderly rows, to
absorb facts by rote, and to move
through the material regardless of in-
dividual differences in learning speed”
(Clarke 1986).

Today's teachers and students know
that system all too well. The
philosophy and practice of Taylorism
is still in place in many schools, in-
dustries, and government offices
throughout the country. And yet, it is
becoming abundantly clear that this
model will not serve us well in the
world of the future, where workers will
nced to be sharp, creative thinkers
wilh a keen sensc of intelleciual
curiosity and 2 personal dedicatioa to
lifclong lcarning, as wcll as an in-
dividual commitment to the collective
good.

Indeed, we are living in such a "world
of the future” at this very moment. Yet

Education, in the
new paradigm, will
be a process that
encourages
continual progress
through the
improvement of
one’s abilities, the
expansion of one’s
interests, and the
growth of one’s
character.

our ways of responding to the challcn-
ges before us are more in tune with the
perceived needs of the past than with
the imperatives of our present and our
future. As management consultant
Robert F. Lynch tells us, "Our entire
educational system is designed to
teach people to do things the one right
way as defined by the authority figure.
We arc taught to recite what we hear
or read without critically interacting
with the information as it moves in and
out of short-lerm memory. In this ex-
change, the information leaves no
tracks, and independent thinking
skills are not developed” (1991).

Lynch links antiquated educational
philosophies and practices with anti-
quated workplace philosophies and
practices: "The workplace often rein-
forces the value of compliance. The
student going into the workplace has
been taught there will always be some-
one in charge who has the ‘right’
comes akin io getting a passing grade.
Satisfying the customer is secondary
or ncnexistent in this system® (1991},
No wonder Jim has such a difficult
time training his young restaurant
employees to think for themselves and
to "always keep the customer first in
mind”

What We Lost Along the Way

What i lost along the way we have
run our schools and businesses is, of
course, precious opportunities for
high-quality work. We now know that,
aparl from the military, systems that
are based oa coatrol, compliance, and
command stifle creativity, loyalty, and
optimal performance. In such systems,
fear, cynicism, apathy, and low
productivity spread Lke a crippling
disease throughout the entire or-

ganzation.

Back in the early part of this century,
when literacy rates were low and com-
or no formal schooling, Taylorism
reaped abundant rewards for the in-
dustrial barons of the times. Aad, by
the ead of World War II, with foreign
productive capacities decimated,
American worldwide preeminence in

techoology, manulacturing, and trade
seemed to be forever secured.

But then something happensd that
the leaders of American industry are
just now beginning to fully understand
and acknowledge. The rest of the
world began to catch up with the
Uniled States. Today. competition in
hundreds of highly competitive fields
comcs from Europcan, Asian, and
Latin American companies. Most
noliceably, il comes from the
Japanese, whose postwar “economic
miracle” has enabled Japan, a country
with virtually no indigenous natural
resources, (o rise Phoenix-like from
the ashes 10 attain ils current position
of strength in world finance and trade.

The imperative for our nation is
clear. According to a study by the Na-
tional Center on Education and the
Economy, America's choice amounts
to this: Either we commit now to high
performance in the processes and
products of our schools and in-
dustries, along with the development
of intrinsically motivated and highly
skilled young people, or we consign
more than 70 percent of our workers
to increasingly lower wages and put
our heritage truly at risk as the global
economy washes over us.

According to this report, "What the
world is prepared to pay high prices
and high wages for now is quality,
vanety, and responsiveness to chang-
ing consumer lastes .. "Tayloristic’
methods are not well suited 1o these

goals. Firms struggling to apply the
traditional methods of work organizs-
tioa o more complex technologies, in-
creased quality requirements, and
proliferating product variety often
create cumbersome and inefficient
bureaucracies” (National Center oo
Education and the Economy 1990).
The alternative, the report says, is to
reduce burcaucracy "by giving
frontline workers more respoasibility.
Workers are asked to use judgment
and make decisions.” The results arc
enhanced productivity and improved
quality, essential factors contributing
to economic prosperity and greater
democratic participation in the
workplace and in our society at large.
Ia the school, our students and




teachers are the frontline workers.
How can we rethink the schooling
process so that young people have
greater opportunities to develop the
self-direction and creative decision-
making skills so essential to success in
the emerging global economy and
American workplace?

Deming Enters the Picture

W. Edwards Deming has profound
insights to share, as educators grapple
with this challenge. Deming is the
American whom Japanese industrial
leaders todayregard as the crucial fac-
tor in their postwar "economic
miracle." Hearing of his reputation as
an expert in statistical quality control,
the Japanese invited Deming to come
to their country in 1950 to teach them
how to produce consistently high-
quality goods and services. Over the
span of four decades, Deming taught
Japanese owners, managers, and
workers the principles and practices
of his philosophy. Those of use who
can remember when "Made in Japan”
was a cause for laughter and derision
are now marveling at how far Japan
has come in a single generation.

Unitil a decade ago, Deming’s teach-
ings were largely unknown or ignored
in this country. Then, on June 24, 1990,
NBC broadcast "If Japan Can ... Why
Can't We?", a documentary that
riveted America’s attention on the
"miracle” and the propbet who had
helped Japan achieve it through a
profound dedication of every
Japanese worker and the entire
Japanese society to the principles of
total quality production. In October
1991, PBS aired a follow-up documen-
tary series entitled "Quality ... Or
Else!l®, underscoring the wurgency of
our current situation.

Today, the Ford Motor Company,
IBM, Xerox, Westinghouse, and a
host of other companies are adopling
total quality” as their operational
byword. They are redefining their
reasons for existencs around the re-
guirement to service the customer
first. Bureaucracies are being re-
sculpted and hierarchies flattened to
give more control over quality to those

on the front lines.

We are beginning to realize that
products of consistently high quality
are the natural result of consistently
high-quality processes. The most suc-
cessful organizations carefully build
quality of process and product into
their long-term strategic planning as
well as their day-to-day operations.
Ford reflects this idea in company
slogans: "We build quality inl" and
*Quality is Job One!" When dedication
to quality is adhered to &t every point
in the production process, quality
products - those that serve the
customer’s needs first - are the consis-
tent results.

American companics that have be-
come known throughout the world for
mediocre products, inefficient
delivery systems, and inadequate at-
tention to customer needs are mow
secing their market share shift to
foreign manufacturers whose
products have established reputations
for consistently high quality and con-
sumer satisfaction.

Insights for Education

Likewise, in American education we
have seen a dramatic increase in stu-
dent cynicism and apathy in receat
years. Media attention tolow SAT and
other standardized test scores, not to
mention international comparisons of
student achievement, have led to the
current national education reform
movement. Classroom teachers have
very often felt the sting of public
upbmdmg. as blame for the inade-
quacies of the system have been so
often focused singularly upon them.

Dcming would take issuc with the
assertion that individual teachers are
to blame for our nation’s educational
malaise. "Don’t fix blame; fix the sys-
tem," he suggests.

Our students do not come into our
classrooms from a vacuum. Their
families have had them in their own
care for a far longer time than any one
tecacher will have them in a course.
Families are part of the educational
system, and yet this generation of
young people may well be the first in
our country to have grown up without

Deming would take
issue with the
assertion that
individual teachers
are to blame for
our nation’s
educational
malaise. "Don’t fix
blame; fix the
system,"” he
suggests.




lcarning their first lessons in respon-
sibility, competency, cooperation, and
compassion at home. The iraplicatione
for education are slaggerng, Later
lessons in these essential personal
qualities will come at much greater
costs, if they are ever learned at all.
Consistent family support and interac-
tion with the school is paramount for
sludent success in cducation and in
life.

Within the school system there must
be change as well. Administrators
must rethink their role, allowing
greater managerial freedom to
teachers in their work with studeats.
Teachers are the administrator’s
frontline workers. Administrators and
tcachers arc not natural adversaries.
Administrators who think of themsel-
ves as advisors and teammates with
their teachers will reap great rewards
in terms of teacher productivity,
school morale, and community rela-
tions,

Teachers, in such a nurmring en-
vironment, will be more Likely to nur-
ture their students, to see themselves
as advisors and teammates with their
students, rather than power-wiclders
and deliverers of "the right answer.”
Teachers will use a wide variety of
methods (o help their young charges
develop their ability to set goals to
apply aeative ideas and consistently
high-quality effort toward the achieve-
ment of those goals (alone and in
cooperation with adults and fellow
students), and to take pride of
workmanship in their efforts.

Teachers will use tests as prescrip-
as a final "inspection” of the student’s
lcarning. As Doming poinis out, the
right time for attention to final out-
comes in any production process - in-
cluding the learning process - is at
every step along the way. Industry is
beginning to realize that guality as-
surance by inspection is inherently
wasteful; it puts all the responsibility
for the quality of the end product on
the inspector at the end of the fine.
Total quality requires a commitment
o quality by everyone in the produc-
tion process. [n education, that com-
mitment must be made at every level,

from the superintendent, the school
board, and the community, to the
people who do the primary work of
cducation: the teacher-student teams.

The whole idea of grades and stu-
dent assessment must also be
reexamined. Is there a place in the
quality-focused school for the bell-
shaped curve and other artificial
determiners of success and failure? If
our young people are to succeed,
should a given percentage of them be
made to fee! inferior? What might be
the results if industries consciously set
out to produce mediocrity or in-
feriority in two-thirds of their
products?

Deming (now 91 and going stmng}
would suggest that undue attontion to
short-term benefits - whether they are
monthly wages or quarterly corporate
profii-loss statemenis or course
grades - is inherently destructive of
potentially positive long-term results.

Indeed, the entire issue of grades as
assessment symbols will need 10 be
rethought. If nothing succeeds like
success, why do we seem to structure
schooling for boredom, apathy, and
marginal student involvement, rather
than structuring the work that
teachers and students do together for
ultimate success? In what other in-
dustry do we bring people into the
work covironment without training

them in the skills needed for success?
A Broader View of Education

Ultimately, the purpose of education
must be redefined. Education, in the
new paradigm, will not be a delivery
system for collections of fragmented
information in the guise of cur-
riculums. Rather, education will be a
process that encourages contnual
progress through the improvement of
one’s abilities, the expansion of one’s
interests, and the growth of one’s char-
acter. Such an education would be
good for the individual, good [or the
economy, and good for the common-
weal we call society.

This vision of education will be
achicvable, however, only when we,
individually and collectively, commit
our respurces to the continuous

process of hbuman improvement.
Quality is our "Job One” - a commit-
ment we must each make to ourselves

and to one another.
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LEWIS A. RHODES

On the Road to Quality

Total Quality Management can provide
the continuing information and
management support all school personnel
need to get a little better everyday at

I was halfway out the door heading
home when the office phone rang.
"You don’t know me,” the voice said,
T'm a middle schocl civics teacher in
Sioux City. I read your Deming ar-
ticles," he coatinued, "and I want you
to know that for me Deming is the last
great leader of the Enlightenment ..,
He's provided the final, and missing,
element of natural law.”

Normally a comment like that would
have surprised me. But this was one
more of a series of unanticipated reac-
tions evoked by an article I had written
six months earlier about the acknow-
ledged founder of the quality move-
ment, W. Edwards Deming (Rhodes
1990). What was going on? For ex-
ample, "For an administrator who just
'hung it up® afier 29 years of trying to
influence public education, I found
Deming’s word heartening.” The most
frequent reaction, however, was "I
thought I was the only one who saw
possibilities for schools!”

These, and other reactions, were dif-
ferent from those I'd heard regarding
other 'new” ideas in education, and
they started me on ayearlong quest to
discover why. This article suggest
50ME ANSWETS.

Why Quality? Why Now?

It's relatively easy to answer the
question,"Why has America suddenly

teaching and learning

become so interested in quality?” One
need only listen to economic news
race to world-class competitors.
However, it's more difficult to find
answers to why these ideas are proving
s0 atiractive to educational prac-
titioners, even before being touted by
university-baced theorists or outside
reformers. Why the growing interest
and commitment when there are no
full working educational "models” as
there are in other systemic programs
such as Outcome-Based Education?
Why such appeal, when few can even
agrcc on a definition of "quality”! And
why such seeming understanding now,
after decades of exposure to many of
the same ideas in the writings of or-
ganirational researchers and theorists
such as Drucker, Herzberg, Argyris,
Likert, Maslow, and MacGregor?
Apparcolly Deming's words and
ideas resonate with something that
many pcople alrcady personally
believe is "right”. The ideas seem to
validate long-held feelings of working
individuals who know they want to be
effective in their jobs, and who by and
large have given up on their organiza-
tions ever acting as if they believed it,
too. As one midmanager, whose or-
ganization had sent her a Deming
seminar, realized with a shock, "You
mean our organization might actually
do this ... when now they're rewarding

Apparently
Deming’s ideas
validate long-held
feelings of working
individuals who
know they want to
be effective in their
jobs, and who by
and large have
given up on their
organizations ever
acting as if they
believed it, too.
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people for doing just the opposite?”

Ir’s becoming clearer to me that the
power of Total Quality Management
concepts of Deming and others
derives (1) from their psychological
and value-driven base, and (2) from
their "totalness.” They deal with an
organization's work processes as a
single system.

As one elementary teacher wrote Lo
me, "Schools have a head start over
industry in implementing quality con-
cepts because we kave a better foun-
dation in psychology and human
development than industry.” Oa the
other hand, it's also clear why school
people don't feel they can act on those
principles. The prevailing organiza-
tional paradigm has all the charac-
teristics of a dysfunctional family, That
1%, its members believe that their
present roles and relationships (iso-
lated practitioners, relying on hittle but
their own experience and expertise to
respond to children’s needs) are the
way things are supposed to be. If
there's a problem, they - not their
*family” - arc the ones responsible and
in need of figng,

Until now, this dysfunctional condi-
tion has characterized most modern
organizations - not just schools.
Humans are born as purpose-driven,
trial-and-error leaming, self-regulat-
ing organisms. Bul most organization-
al life limits this natural behavior,
Regardless of what Herzberg's (1959)
research might have told us about the
power of intrinsic motivation and the
ineffectiveness of external rewards, we
could not imagine our work seitings
existing without grading, evaluating
and labeling the people init. We could
nol imagine that "top” vrganizational
leaders would be willing to give up
what seemed like the power of prob-
lem solving and decision making to
those on the "bottom”. Moreover, with
little expericnce to support it, we real-
ly haven’t believed that total organiza-
tions could change.

S0 what happened? In away, W. Ed-
wards Deming has done for the
managemen! of work processes what
Roger Bannister did for the 4-minute
mile. Deming's work in Japan

provided evidence that something not

believed possible was possible. Total
organizations could change, it could
cost less to produce guality results
and the brain power of the workers on
the froot line could be an
organization’s most valuable resource.

A Student’s Eye View

Tetal Quality Management (TOM])
has been termed "a thought revolution
in management” (Kim 1991). For busi-
ness and industry, it created a fun-

damental paradigm shift by refocusing
attention on the "customer” whose
peeds, requirements, and potentials

When decisions by
teachers,
administrators,
and board
members are made
in isolation, there
is no way to take
advantage of
relationships to
others who share
the same goal.

must now drive the work process. In
industrial TQM, the voice of the cus-
tomer provides the information an or-
ganization must have to remain
responsive. In education, our
paradigm shift also involves seeing
things through the eye of the cus-
tomer.

| started out the year thinking that
Total Quality Management could help
all those involved in schools to view
their actions from a perspective that
had a "customer/student” at the cen-
ter. Today, my concept of studeat-
centredness has changed, and along
with it my understanding of the poten-
tials of TOM for education. 1 had al-
ways been bothered by critics’ decla-
rations that cducation is Loo process
oriented and not sufficiently student-
centered. On the contrary, [ had ob-
served that student-centeredness al-
ready was the cause of some of
education’s most serious management
problems. Underlying most decisions
in educational practice has been the
unstated belief this is what’s best for
the kids. The separate acts ofteachers,
administrators, and board members
alike are driven by their personal views
of what's best for children. Unfor-
tunately, the potential power of this
common focus has become instead a
fundamental weakness because
decisions are made in isolation, with
no way lo take advantage of relation-
shipe to others who share the same
goal.

The work of schools has been stu-
dent-centered in the same way that the
work of a basketball team might be
called "hoop-centered.” The success
of the whole team (organiration) is
tied dircctly to success in pulting the
ball through the hoop. But imagine a
team in which the centers, forwards,
and guard were each trained separate-
lyand each provided the opportunitics
te individually practice the necessary
decisions and moves for putting the
ball through the hoop. What would
happen when they came back together
to play a real game? Because of their
"hoop-centeredness,” each would at-
tempt to shoot directly for the basket
every time he or she got the ball. The
result: many cases of individual "suc-




cess” bul a team that most often would
lose the game.

What does that metaphor have to do
with paradigms for education? Keep-
ing the student foremost in our
thoughts has little to do with shifting
our scnsc of the system. We still are
looking at the student. The total
quality view allows us to see with a
student’s eye view - to understand
what the school and the world around
it looks like 1o children growing up
today.!

This student's eye view also allows us
to understand that there are always
two parallel "systems” in operation.
One we control through planning and
operational management decisions to
achieve the results we want. The other
"system" is composed of all factors that
influence the resudts we get, whether or
not we can control them.

Two Parallel Systems

The "two systems” view of schooling
may help explain whythe work proces-
ses of the central office and the class-
rooms secem so disconnected. Each is
responding to a different criterion. As
an example, the work of curriculum
developers in the "first system” starts
with what students must mow. This
first system then provides educators
with goals for general direction-set-
ting, as well as general support for
allaining them.

The work of daily instruction, on the
other hand, takes place largely in the
*second system.” It starts with, and
must respond to, what studeats &l
ready know. And much of this base of
knowledge increasingly is a product of
the "sccond system” - the one over
which educators have little control. As
Bill Moyers has noted, the popular cul-
wre is the "most powerful chancellor,
superintendent, principal, or teacher
in America” (1990). The images and
fragmented reality that children con-
front every day and from which they
evoke meaning and values provide the
canvas and frame on which schooling
starts. And because this starting point
on each student’s learning journey is
constantly changing, those planning
and helping students make that jour-

ney must have access to conlinuing
information about where each child is.
This continuing information be-
comes necessary for appropriate and
effective instruction. Bul until mow,
districts have not had tools and
processes to support a classroom
capability for this degree of diagnosis
and prescription. Information has
been pulled out of classrooms to sup-
port others’ decisions, instead of being
moved down and made accessible to
those who could more readily act on it
Compounding the problem,
America’s concern for the results of
the learning journey currently over-
shadows the vital need to know where
you are at all times. While goals are an
obvious direction-setter, if you're not
where you think you are when you start
out, you can totally miss your goal.
Unitil now, in both public and private
scctors, systernic strategies such as
strategic planning, mission develop-
ment, and visioning have been effec-
tive ways to develop and gain agree-
ment on desired results. But we have
lacked comparable systemic proces-
ses that can be used to accomplish the
resulis through continually adjusting
the work epvironment. In education,
without such processes to bridge the
two systems, many current reform ef-
forts have aitempted instead to shrink
the boundaries of the two until they
appear as if they can both be ad-
dressed by building personncl.

A Quality Lens Applied

Districtwide TQM provides, in ef-
fect, such a bridging process: a process
of strategic management. Building on
the context and direction-setting
provided by systemwide agrecment on
outcomes, it focuses the total system’s
daily attention to the "other end" of the
process - where the studeats really are,
and it brings to the work setting the
strategies necessary to continually
generate information required to
maintain a journey of incremental im-
provement between the results we
plan for and those we're actually get-

ting.
One shorthand way I've begun to
think about what TQM might be like

The total quality
view allows us to
see with a student’s
eye view - to
understand what
the school and the
world around it
looks like to
children growing
up today.

in practice is to imagine a school dis-
trict entirely staffed by developmen-
tally appropriate educators. These
practitioners - usually found in early
childhood and special education - al-
ways start where the child "is". They do
this, not because they know more than
other educators, but because in mast
instances they have no other choice.
The realitics of disabilitics and age
(try to group l-year-olds and keep
them quiet) prevent them from
making the management compromises
"regular” cducalors, opcrating as iso-
lated practitioners, have to make. The
daily negotiation between quantitative




TQM can provide a
broadly applied
constructivist
approach within
which students,
staff, and the
organization itself
are each engaged in
continually
creating meaning.

curriculum requirements and the
gualitative needs of 20-30 individual
children - within the fixed limits of
time, space, and accessible resources
- leaves most isolated practitioners
grasping the most manageable alter-
natives. Most of the "bad" things that
reformers rail against - lectures,
standardized tests, ability-level group-
ing, bell schedules, uniform iexts,
marking on curves - are merely practi-
cal ways for isolated practitioners to
handle on a continuing daily basis the
scope of thal management Lask.
Applying a quality lens to schooling
allows us to see managemen! as the
common work of the school prac-
titioner and of the administrator. Both

creaic and manage covironmenis in
which others can work. Both are
decision makers who must solve the
same basic problem: how to combine
what they know with the resources
they have to best mee! continuing
learning needs. This work process is
little different than in industry today
where, as Shoshana Zuboff notes, the
changing requircments of work have
made it necessary for workers to be-
come learners and for managers to
become teachers - that is, provide en-
virpamenis where workers can learn
from their continuing experience
(1988).

No Substitute for Enowledge

One final point I've heard this past
year has been that ] am not alone in my
search for the meaning of TOM for
education. We each seem to start out
by trying to understand it in terms of
what we already know. This is no easy
task because so much of what we know
is filtered through other beliefs, and
TOM challenges many of them.

This portends a period of time when
we all will be engaged as much in un-
learning as in learning. It will also re-
quire that as educators, we be able Lo
untangle our perceplions of ourselves
as cognitive, purposeful beings from
the jumbled web of "everything-con-
nected-to-everything-clse” that comes
to mind when we think of learning
teaching, and schooling. All three are,
and must be managed as, learning

processes.
Morcover, as educators and noo-

educators attempt to translale into
schooling business terms such as "cus-
tomer”, "supplicr’, or "product”, new
insights may develop that illuminate
the more complex work processes of
schooling,

For instance, our "customer” may not
have chosen to be one. Unlike in-
dustry, the "raw material’ that emerges
as our "final product” never belongs o
us al any point during the process. We
can have no "scrap”. External judg-
ments of the quality of an industrial
product arc made after the develop-
meat process is complete. External in-
spectors of education’s products and

processcs arc daily facts of life,

Current pathways to this under-
standing of schools as organized work
systems and the relevance of TOM to
them seem to follow one of the three
directions. Perhaps the easiest routeis
to start with translating Deming’s 14
pounts into education. This usually isa
rewarding group expericnce because
it uncovers how much agreement
there is about what’s wrong with the
wiys we manage ourselves in or-
ganizations. One important caveat,
however. The 14 poinis are not a se-
quential checklist. Much like the "Ten
Commandments,” these 7 do's and
don’ts merely illusirate the way peopic
would behave if they bought into the
philosophy underlying them.

This is why Deming subsequently
had to develop his Theory of Profound
Knowledge. "Hard work and best ef-
forts, put forth without guidance of
profound knowledge, may well be at
the root of our ruination. There is no
substitute for knowledge... We arc
being ruined by best efforts directed
the wrong way. We need best efforts
directed by a theory of management”
(1989).

As statements of what people need
to believe and know, each of the foar
areas of Profound Knowledge challen-
ges a prevailing mental model loaded
forces one to confront what he or she
accepts about people and processesin
organizations with what they intuitive-
ly "know’.

For example:

® His concepts abow systems
coafront what, because of our
accoptance of the isolated prac-
titioner paradigm, we believe
about the lack of interdepen-
dency in organizations.

e His thoughts about people, as
hologicel beings ot
rmwotivated to want to be cffective
in Ltheir work, force one to apply
o others a principle that some
of us may think applics oaly to
ourschves.

e His dcmonstration that




management processes are the
causes of up to %0 percent of the
variation in outcomes and
results of any system challenge
directly our attempts to im-
prove schools through monitor-
ing of results, then assigning
blames, and trying to fix in-
dividuals,

o And histheory of knowledge for-
ccs awarcncss of bumans as
cognitive beings trying to con-
struct knowledge from ex-
perience within frames
provided by theories and
belicfs. In a confusing way, his
four elements of profound
knowiedge are themsclves an il-
lustration of this one elemeat.

It would seem logical to enter into an
understanding of the implications of
Deming's idcas through the portal of
profouad knowledge because it is the
sine gua non for loag-term commit-
ment. However, initially this path may
nol provide as many casily glimpscd
signposts as the 14 points, and it can
require skilled facilitation to help

people "let go' of their paradigms.
But What Does It Really Mean?

Finally, because TOM is a process
designed to make continual improve-
ment a fact of organizational life, it has
been natural to attempt to contrast it
with other "improvement” strategies
such as Outcome-Based Education,
Effective Schools, Accelerated
Schools, and Essential Schools. While
& poini-by-point comparison may belp
communication, it can blur a fun-
damental difference belween im-
provement processecs and rmanagermert
processes. Whether true of not, the
former tend to be perceived as proces-
ses withchange as a goal. Total Quality
Management, on the other hand, con-
pects the *where-we-arc-ness® of daily
practice to the "where-we-want-to-go-
pess” found in the organization’s goals.
Change becomes just a natural conse-
quence of people managing themsel-
ves in a way that allows them to get a
little bit more effective every day. The

result: continual growth in total or-
P i il
act differently.

What seems increasingly clear to me
as I've tried to descyibe TOM interms
b incational usd "
is that it can provide a broadly applied

S b within whick
students, staff, and the organization
itself are each engaged in continually
creating meaning, acting based on that
pew mcaning, and being iovolved in
processes that increcase their
capability to act again My current
definition of TQM s relatively simple:

Total Quality Managernent is a value-
based, information-driven manage-
ment process through which the minds
and alents of people at all levels are
applied fully and creatively to the
organization’s continuous improve-
ment.

Notes

'Remember, the oft-cited Copernican
paradigm shift - hhom & view of an earth-
certered universs o one that was sun-
canmred - was not acospied for several

generations because peopie had 1o intuit the
N System concept. No one could stand on

the sun, look up, and find that Copemicus’
logic was immediately apparent.
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KENNETH A. LEITHWOOD

The Move Toward Transformational Leadership

At the reins of today’s new schools will be
not one but many leaders who believe in
creating the conditions that enable staffs
to find their own directions.

Insuuuma]‘ Leadership is an idea
that has served many schools well
throughout the 1980s and the carly
1990k, But in light of current restruc-
turing initiatives designed to take
schools into the 21st century, "instruc-
tional leadership” no longer appears
to capture the heart of what school
administration will have 10 become.
"Transformational leadership” evokes
a morc appropriate range of practice;
it ought to subsume instructional
leadership as the dominant image of
school administration, at least during
the "9s.

Sarason (1990) claims that the blame
for the "predictable failure of educa-
tional reform” rests, in large measure,
on existing power relationships in
schools: relationships among teachers
and administrators, parents and
school staffs, students and teachers.
His view is widely held: most ininatives
that fly the restructuring banner advo-
cate strategics for altering power
relationships. They include school-
sile management, increasing parenis’
and teachers’ participation in decision
making, and enhancing opportunities
for the exercise of teacher leadership
(Sykes 1990). In these respects, the
restructuring of schools is analogous
to the groundshifi in large businesses

and industrics begun more than a
docade ago from Type A toward Type
Z organizations (Ouchi 1981). Type A
organizations, very useful for some
situation and tasks, centralize control
and maintain differences in status be-
tween workers and management; they
also rely on top-down dedision proces-
ses, Such organizations, which include
the traditional school, are based on
"competitive” (Roberts, 1986) or "top-
down" (Dunlap and Goldman 1991)
power. This is the power to coatrol -
to control the selection of new
employees. the allocation of resour-
ces, and the focus for professional
development. One camnot do away
wilh this form of power without losing
one's share. It is a zero-sum gain.

In contrast, Type Z erganizations
rely on strong cultures to influence
employees’ directions and reduce dif-
fereaces in the status of organizational
members. Type Z organizalions em-
phasize participative decision making
as much as possible. They are based on
a radically different form of power
that is "consensual” and "[acilitative” in
nature - a form of power manifested
through other power, not over other
people. Such power arises, for ex-
ample, when teachers are helped to
find greater mearing in their work, to

meet higher-level needs through their
work, and to develop enhanced in-
structional capabilities. Facilitative
power arises also as school staff mem-
bers learn how to make the most of
their collective capacitics in solving
school problems. This form of power
is unlimited, practically speaking, and
substantially enhances the produc-
tivity of the school on behalf of its
students. While most schools rely on
both top-down and facilitative forms
of power, finding the right balance is
the problem. For schools that are
resiructuring, moving closer to the
facilitative end of the power con-
tinuum will usuzlly solve this problem.

The noncducational organizations
that have undertaken this Type A
toward Type Z groundshilt have
usually done so not out of concern for
individual rights or social justice but
becausc such a shift mcreases ther
productivity. Restructured schools
also bope for these positive elfects; as
Sarason (1990) explains in defense of
grealer teacher participation in

decision making:

... whan & process makes people feel that
they have & voios in matters that affect them,
they will have greaier commitmaent to the
overall enterpriss and will take greater
responsibility for what happens 1o e
snterprise (p. 61).
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Transformational
leadership provides
the incentive for
people to attempt
improvements in
their practices.

The term instructional leadership
focuses adminigtrators’ attention oo
"first-order” changes - improving the
technical, instructional activities of
the schoal through the close moaitor-
ing of teachers’ and students’ class-
room work. Yel instructional leaders
often make such important "second-
order changes” as building a shared
developing collaborative decision-
mzking processes (Leithwood and
Montgomery 1986, Duke 1987, Smith
and Andrews 1989).

We are learning that schools are
complex systems made up of pars
with greater interdependencies than
we earlier believed. Successful first-
order changes usually depend on the
support provided through significant
sceond-order changes. Failure Lo ac-
knowledge this complexity is the
second reason Sarason (1990) offers
for the predictable failure of educa-
tional reform. Restructuring initia-
tives are primarily about second-order
changes; they require leadership with
a similar focus.

Transformational Lendership

School administrators must focus
their attention on using facilitative
power to make second-order changes
in their schools. "Transformational
leadership® provides such a focus. As
Roberts (1985) explains:

The collective action that transforming
leadership generaies empowers those who
paricipate in the process. There is hope,
there is optimism, there is snergy. In es-
sence, trarsforming leadership is & leader-
ship that facilitates the redefinition of a
pecple’s mission and vision, a renewal of
their commitment, and the restructuring of
their systems tor goal accomplishment.

In contrast, “transactional" leader-
ship is based on an cxchange of ser-
vices (from a teacher, for example) for
various kinds of rewards (salary,
recognition, and intrinsic rewards)
that the leader controls, at least in
part. Transactional leadership prac-
tices, some claim, belp people recog-
nize what needs to be done in order 10
reach a desired outcome and may also
increase their confidence and motiva-

tion. Transformational and transac-
tional leadership practices are often
viewed as complementary. Both Bass
(1987) and Sergiovanni (1990) con-
sider transactional practices to be
central in maintaining the organiza-
tion - geiting the day-to-day routines
carried out. Such practices do not
stimulate improvement, however.
Transformational leadership provides
the incentive for people to attempt
improvements in their practices. This
is why Avolio and Bass (1988) refer to
transformational leadership as "value
added.”

The idea of transformational leader-
ship was proposed in a mature form
first by Burns (1978} and subsequently
extended in noneducational contexts
by Bass (1987) and others. Re-
scarchers, however, are only just
beginning to make systematic at-
tempts to explore the meaning and
utility of such leadership in schools,
and very little empirical evidence is
available about its nature and conse-
quences in such contexts.

My colleagues and I have receatly
completed three studies in an ongoing
series aimed at addressing these s
sues. We have studied schools initiat-
ing reforms of their own choice as well
as schools responding to both district-
and state-level initiatives. Our results
suggest that transformational school
leaders are in more or less continuous
pursuit of three fundamental goals: 1)
belping staff members develop and
maintain a collaborative, professional
school culture; 2) foslering leacher
developmeat; and 3) helping them
solve problems together more effec-
tively.

Maintaining a collsborative culture.
In collaborative school culiures, stafl
members oficn talk, obscrve, critique,
and plan together. Norms of collective
responsibility and continuous im-
provement (Little 1982, Hargreaves
1990) encourage them to teach one
another how to teach better. Our case
study of 12 improving schools (Leith-
wood and Jantzi 1991) identified a
pumber of strategies used by their
Icaders to assist tcachers in building
and maintaining collaborative profes-

sonal cultures. These strategies in.




cluded involving staff members in col-
laborative goal setting and reducing
teachers’ isolation by creating time for
joint planning. Burcaucratic
mechanisms were used to support cul-
tural changes; for example, leaders
selected new staff members who were
already committed to the school’s mis-
sion and priorities. These school
leaders actively communicaled the
school's cultural norms, values, and
belicfs in their day-to-day interper-
sonal contacts; and they also shared
power and responsibility with others
through delegation of power to schoal
improvement "teams" within the
school,

Fostering teacher development. One
of our studics (Leithwood ct al. 1991)
suggests that teachers’ motivation for
development is enhanced when they
adopt a set of internalized goals for
professional growth. This process is
facilitated when they become involved
in establishing a school mission they
feel strongly committed to. School
leaders can do their part by helping to
cnsurc that such growth goals arc
clear, explicit, and ambitious enough
1o be challenging but not unrealistic.
Feedback from colleagues about dis-
crepancies between their goals for
growth and their current practices can
be especially helpful.

School leaders can further enhance
teachers’ development when they give
them a role in solving nonroutine
problems of school improvement
within a school culture that values con-
tinuous professional growth.

Improving group problem solving.
Staff members sometimes want to and
often have to work harder in order to
provement, Transformational leader-
sh:puvduedhrysumbaumt
stimulates them to engage in new ac-
tivities beyond classrooms and put
forth that "extra effort’ (Sergiovanni
1991). But our third study of transfor-
mational school leaders uncovered
practices they used primarily to help
stall members work smarter, not har-
der (Leithwood and Steinbach 1991).
In this study of how such leaders
solved problems in collaboration with
teachers during staff meetings, we

found that they ensured a broader
range of perspectives from which to
interpret the problemby actively seck-
ing different interpretations, being ex-
plicit about their own interpretations,
and placing individual problems in the
larger perspective of the whole school
and its overall directions.

These school leaders also assisted
group discussions of alternative solu-
avoided commitment to preconceived
solutions: they actively listened to dif-
ferent views and clarified and sum-
marized information at key points
during meetings. They avoided nar-
rowly biased perspectives onthe prob-
lem by keeping the group on task, not
imposing their owa perspectives,
changing their own views when war-
ranted, checking out their own and
others’ assumptions, and remaining
calm and confident. These leaders
shared a genuine belief that their staff
members as a group could develop
better solutions than the principal
could alome, & belief apparently not
shared by the nontransformational
leaders in our study.

Making a Difference

What hard evidence is there that
transformational leadership makes a
difference? The evidence is both sub-
stantial and positive in noneducation-
al organizations, but only a handful of
studies in educational settings, in ad-
dition to our own, have been reported
(Murray and Feitler 1989, Roueche et
al. 1989, Roberts 1985, Kirby et al.
1991, Hoover et al. 1991). One of our
studies, a case analysis in 12 schools
(Leithwood and Janizi 1991), paral-
leled the findings of Deal and Peter-
son (1990) in demonstrating 3 sizable
influence of transformational prac-
tices on teacher collaboration. A
second study in 47 schools (Leith-
wood et al. 1991) demonstrated highly
significant relationships between
aspects of transformational leader-
ship and tcachers’ own rcports of
changes in both attitudes toward
structional behavior. This study, fur-
thermore, reported little or no

One of our studies
suggests that
teachers’ motivation
for development is
enhanced when they
adopt a set of
internalized goals
for professional
growth.




rclationship between transactional
(control-oriented) forms of leader-
ship and teacher change - a finding
also recently reported by Blase (1990).
In sum, we judge the evidence regard-
ing the effects of transformational
educational leadership Lo be quite
giving more attention to such leader-
ship in the future is warranted.
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RON BRANDT

On Teacher Empowerment:
A Conversation with Ann Lieberman

Now Executive Director of the Puget
Sound Educational Consortium at the
University of Washington, Ann Lieberman
has spent her career working with
teachers. A long-time teacher advocate,
she heightens her sensitivity by spending
as much time as possible in schools. Here
she discusses the positive developments
occurring in the profession and the
changes needed to nurture them.

Some people consider you a teacher ad-
vocate. Do you see yoursclf thal way?

Yes, in the sense that most of my
academic life I have worked primarily
with teachers, and this experience has
deepenced my understanding of
teachers' life and work. When you
leave teaching, you tend to forget how
intense and complex it really is. Even
teachers who do something clsc for a
ness is like. And when the "experts”
lose their sensitivity, they begin creat-
ing theories about what teaching
should be that don't take into con-
sideration what they knew whea they
were there.

Unill & kew years ago you chalred the
Department of Curriculum and Teach-
ing at Columbia University Teachers
College.

And | was also the Executive
Sccretary of the Metropolitan School
Study Council, which was developing




new relationships with schools and
school districts in New York, New Jer-
scy and Connccticut. In that capacity
I'worked with a couple of projects with
the teachers’ union, mcluding one in-
volviag the New York City Teacher
Center Consortium.

What are you doing now?

I'm a professor at the University of
Washington, but my major job is Ex-
ecutive Director of the Puget Sound
Educational Consortium, a group of
14 school districts linked to the univer-
sity. My job is to try to bring about
change simultaneously in the College
of Education and in the schools. For
cxamplc, we havc a lcadcrship
acadcmy, located in one school dis-
trict, in which about 200 principals
from all 14 districts participate every
year.

We've just gotten a small grant to
creale a professional development
school, which will have a Leacher
leader, a principal, and give faculty
members, who will work with four
middle schools trying to redesign how
to bring new teachers into the middle
school, and also focus on continuing
professional development. At the
same time, they'll be trying to create a
culture in the school that will help the
ncw Lcachers think differently alsout
how they teach. The university faculty
are rethinking their role too.

My job, then, is to promote col-

ges thal are necessary 1o invigorate
our cducational system.

To what extent do these changes involve
‘empowering” teachers?

One strand of activity that has turned
out lo be very impaortant is what we call
teacher leadership. Initially, it was just
a group of teachers from the 14 dis-
tricts who began meeting to talk abowt
the reform movement, their owna roles,
and what they thought of teacher par-
ticipation. This grass roots discussion
group turned into an action rescarch
study mounted by the teachers with

support from Pat Wasley, a doctoral
student at the university, and me. The
tcachers ended up writing a report
of teacher leadership. They also
created a new agenda of their own. For
me that’s what it's all about involving
people authentically in dealing with
their own professional lives.

That's your definition of teacher em-
powerment?

Yes. Real participation by teachers
reflecting their vision of participation.
One problem is that the word em-
powerment is very value-laden. Be-
cause it has power in it, some people
jump to the conclusion that it means a
takeover: that teachers are now going
to tell everybody what to do. I think
that’s a misunderstanding It means
empowering teachers lo participate in
group decisions: to have real decision
making roles in the school community,
which in most places they doa’t have
now.

Shouldn’t it also include certain
prerogatives that a member of any
profession ought to have: the right to
make key decisions affecting one’s own
work?

Yes, [ believe it should. We've had a
system in which teachers - and prin-
cipals as well - have had very few such
prerogatives.

You seem most interested, though, not in

individual autonomy, but in something
broader.

Yes, | want to see a shift toward a
kind of collective antonomy. I think
that behind the classroom door, a lot
of teachers already have individual

aulonomy -
Maybe not officially -

But it's there, and we all know it
Without getting into the argument
about whai’s a profession and what’s
not, the power [ see in collective be-
havior is that when it becomes
legitimate for teachers to work

When you leave
teaching, you tend
to forget how
intense and
complex it really is.
Even teachers who
do something else
for a while quickly
forget what that
dailiness is like
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When it becomes
legitimate for
teachers to work
together, they not
only get a sense of
themselves as a
group; they begin
to help each other
solve problems they
cannot solve by
themselves.

together, they not caly get a sease of
themselves as a group; they begin to
belp cach other solve problems they
cannot solve by themselves - and we
know that teachers have tremeadous
problems to solve.

There’s growing interest across the
country in school-based management,
which in seme cases included provisions
for parent participation. Do you see a
contradiction between empowering the
professionals while at the same time
providing for more input from parents?

No. I think initially there will be ten-
sion, but it's not because parents and
community want onc thing and
tcachers want another. It's because
until now the system has divided
people. Teachers have been in a
defeasive posture, left to fend for
themselves with ocly their unions sup-
porting them. The pareais have been
outside saying, "Look, we want some-
thing good for our kids - Why aren’t
they making it?" The tensions come
because teachers, insecure in their
isolation, are bound to protect what
they have. They feel they know best -
and parents feel they know best - but
as teachers struggle together Lo estab-
lish a real trusting relationship, they
will be able to be more open with each
other and with the commuaity. The
mechaniems to accomplish this will
have to be discovered along the way -
and [ am sure they will be - as teachers
develop collective confidence,
knowledge and expericoce in working
with pareats.

What signs are you seelng that may be
harblogers of the kinds of changes you
say we need?

There is certainly a sense in the land
that things have to be difference. The
reports of the Holmes Group, the Car-
Commission of the States all point 1o
that I know that the rhetoric far out-
strips the reality, but without the
rhetoric, people don't feel that they
can do anything substantially dif-
fereat.

The problem is that we wanl these

changes (o happen overnight, and it
takes time to organize and get people
thinking in a different way. Mybiggest
fear is that the political energy won't
last long enough to allow the lLittle
beginnings popping up everywhere
the time they need to grow and ma-
Lure,

Some of the big programs in carcer Lsd-

ders, merit pay, and 50 on are beginning
to falter or have been called off already

I believe the reason is that some of
the early models did not consider the
delicate nature of the school culture.
How do you encourage collaboration
while at the same time pitting tcachers
against cach other?

We must learn to use teachers’
strengths in a lot of different ways.
Most people have strengths in some
arcas but are not cspecially good n
others. That's legitimate and human,
and we have to figure out how to get
organizations to allow for that and
even nurture it.

You're seeing signs of that happening?

I'm excited by the variety of things
being attempted. Several teachers in
our teacher leadership project have
told me, "This is the first time I've felt
really cogaged with other tcachers. 1
am using what | know." Now, Icall that
new behavior. Administrators may
say, "It’s not so different. We've always
had teachers on committees.” But it is
very different for teachers to be put on
committees by administrators, as has
besn customary, rather than being in
coatrol of - and responsible for - the
changes they themselves imitiate or
take on. I think the unions involved in
these efforts are seeing these differen-
cecs too.

That raises an important point. Ad-
ministrators I've talked with have deep
misgivings about the "empowerment’
talk. Do you believe some of their con-
cerns are egitimate?

Suchas..?

Vell, as you've noted, some of the efforts




are afraid that any new power will go not
to teachers as individuals but to their
organizations.

We must remember that for a long
time teachers’ working conditions and
pay were very poor and they had no
one represenling them, Under-
standably, unions took a very militant
stance and fought for all the basic
bread-and-butter issues they should
bave fought for, But now things scem
to be changing. It's a new time; the
unions are struggling with a new way
of behaving - and everybody else ought
to be struggling too, including profes-
sors and principals. If the union is not
just bargaining for money but is in-
volved in rethinking how schools
needs to adapt to change, then it
should be encouraged. Knee-jerk op-
position is not appropriate. That's not
to say that the unions are always right;
clearly, there are problems enough to
go all the way around.

Another argument I've heard is that
teachers don’t really want to get invalved
in a lot of administrative matters, They'd
rather have administrators make the
tough decisions, such as who gets "riffed’
when there declining enrolments. Prin-
cipals claim that some teachers are con-
cerned only with their own classrooms;
they won't look at the whole picture, 5o
they cant be depended on to make
schoolwide decisions.

Well, I think it's true that most
tcachers, because they are isolated,
are concerned primarily with their
own classrooms and their own kids -
bul that is preciscly why it is important
to end their isolation. And that in itself
takes time and the development of dif-
fercot organizational structures.
Working collaboratively requires a
new set of skills and attitudes. Ways
have to be found to give teachers ex-
perience in working together so they
can begin to see how other adults can
be important to them.

Now, as to how much decision-
making teachers want to do, I think
that while they arc mainly interested in

curricunlum and mstruction - that’s the
stuff they know and care about - the
specifics of running the school will
have to be worked out over the long
haul as new structures are developed.
have always worked closely with
tcachers; but now we're seeing a
redefinition of roles. We can’t any
longer just make a list of dutics: the
principal does this, teachers do that.
attitudes on all sides, which is uncom-
fortable and threatening for all con-
cerned. But because it is difficult
doesn't mean it cannot or should not
be done.

Another interesting arpument is based
ou the effective schools literature, which
is said to prove that good schools have
strong principals. This can be inter-
prefed to mean that yoo won't have an
effective school if, for example, it's run by
a committee of lead teachers.

I think the "committce of lead
teachers” is a caricature. There was
onc ling in the Carnegic Report that
has been picked up by a lot of people
as though all over the country,
"restructuring” means schools run by
"committees of teachers." I think it’s
worth trying, but only as one of many
possible models.

I would just say this about effective
schools: one misunderstanding of that
literature is the idea that the principal
did all these wonderful things without
teachers. Teachers have rarcly been
mentioned in the effective schools
literature, even though they are ob-
viously critical to successful schools.

I might add that some things we hear
about teacher empowerment seem to
make the opposite assumption: that if
we empower teachers, the principal
disappears. Both of these extremes
are false. Differing circumstances call
for differing responses. In any case 1
don’t think we should equate "strong”
with a patriarchal or an authoritarian
model.

Sowhat do you think the prindipal’s role
should be in the years ahead?

Principals, hike teachers, are in-
weaknesses and styles, who will play
different roles in different contexts.
But I sec principals spending far more
time than is the case today facilitating
the work of teams of teachers. I hike
Phil Schlechty’s notion of the principal
as "leader of leaders” rather than as-
suming that one person is in charge
who has to make all the tough
decisions. It dignifies the idea that in
any organization, people have a
variety of strengths to be nurtured and
that all can be leaders in one way or
another.

It is a difficult but exciting time. If we
seek to hang on to our personal
privileges and old ways of doing
things, we will certainly fail. We must
have the courage to lake the organiza-
tional and personal risks that will be
necessary to fundamentally improve
the education of all our children.

Ann Lieberman is Executive Diree-
tor, Puget Sound Educational Consor-
tivm, and Professor, University of
Woashington, College of Education,
M215 Miller, DQ-12, Seattle, WA
93155. Ron Brandt is ASCD's Execu-
tive Editor.

Reprinted with permission from
Educational Leadership (May 1959).




KAREN FOSTER

Small Steps on the Way
to Teacher Empowerment

A "slow but sure" approach at Clinton
Grove Elementary in Maryland has helpe:
pave the way for real teacher

o leachers really want to make

their own decsions? Folk wisdom
amung principals bas it that the super-
stars do indzed want to bave an impact
on their own professional lives but that
average teachers - perhaps 95 percent
of the work force - just want someone
to tell them what to do. And yet prin-
cipals and other school system leaders
recognize the advantages of school-
based decision making. The challenge,
then, is Lo preparc tcachers for cm-
powerment.

When Clinton Grove Elementary
was selected as a Project 2000 School
- one of several schools to initiate a
futures-planning, school-based
management modz] within the Prince
George's County, Maryland, Public
Scheols - the foundation had already
been laid for a move toward teacher
empowerment. By the end of the
project’s first year, Clinton Grove's
management tcam of representatives
fromall the teacher teams, the support
staff, and the pareats had made major
decisions about budget and spending,
institured curriculum and instruction-
al changes at the primary level,
developed a personnel plan, imple-

empowerment.

much more. Here’s how it happened.

The Concept of Group Responsibility

For the last several years, teams of
teachers had been making decisions
about such routine matters as
schedules, supplies, and duties. When
I became Clinton Grove's principal,

N T

one of my first decisions was to abdi-
cate responsibility for determining if it
was too cold for outdoor recess. The
teachers could understand my reason-
ing - it was never too cold for me, an
avid skier - sowe agreed that the per-
son on duty each day would deade.
Then there was the matier of
schedules: 1 asked teachers to take

Shared decision making in action can be seen at a meeting of Clinton Grove's School
Management Tean, made up of the principal and representatives from the school’s
teacher tearns, support staff and parents.

mented a staff development program
incorporating peer coaching. and
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In g playful yet symbolic gesture, Clinton Grove Elementary Staff shared a dinasaur

cake at the conclusion of a problem-solving workshop, signifying their intent to let go
of old practices and welcome new ideas.

recess when their kids needed it. One

the best decision for all,

QOur district’s school improvement
program had given us a framewaork for
understanding the concept of group
responsibility and led to our develop-
ment of a mission statement. Evaluat-
ing decisions against a mission state-
ment guards against the parochialism
of individual teacher interests and the
danger of making decisions based on
the interests of adults rather than of
students. The principal’'s role here is
to assist teachers in comparing any
proposed action with the statement, as
they identify how it supports or
deviates from the stated philosophy.

Individually and in small groups, we
listed all the skills, knowledge, at-
titudes, and qualities we wanted our
"ideal graduate” to possess. From that
initial copious list we reduced,
refined, and rewrote until we had a
simple one-paragraph statement. The
process took us almost a year. After
getting parents’ approval, we had the
mission statzment printed. We hung
framed copies on the wall in every

tcam experimented with recess before

lunch and liked it so much, theyve Fig. 1. Structure of Clinton Grove Elementary’s School Management Team

done it that way for five years. I also

decided to keep the supply closet open

SCHOOL MANAGEMENT TEAM ]

at all times. I reminded peogle to let

l

T
the secretary know when supplies of // | II
an item were running low so she could [

recorder. Once we struggled through Principal | || Support Staff

the entire Christmas season with an o,
off-shade of construction paper - dark I
green instead of bright green - but we ||

survived.
These simple decision opportunitics } o [ N
helped to pave the way for real em- | faces X
powerment. Two cautions, however, ,
are worth noting: (1) it’s necessary (o [ Exlélar:im 24 . Team
move decision making beyond the | Non- | L Jupiter
mundane to the important aspects of mﬂssm’:‘ ! Special b
teaching and learning and (2) there's Teachers L] S*“;ad » | Education
a parrow line between empowering g |
teachers and adopting a laissez-faire | .
leadership style, One maju_r difference Great Expectations
between the two extremes in style con- Grades 56
cerns the idea of group responsibility.
While the laissez-faire principal mere-
ly tells cach teacher to do what he or * Non-classreom teachers: music, physical education, reading resource, library media
; I . specialists.
she thinks best, the principal Imoang ** Special education: teachers of self-contained classes, resource facilitator, aides, ||
toward empowerment charges a speech/language pathologist.
group of teachers with coming up with
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classroom, and the statement
prefaced the Parent Handbook. The
symbolism of its overriding presence,
as much as ils meaning, served tobring
people together.

The Stafl Development Team

Probably the biggest single step
toward preparing leachers for em-
powerment came through staff
development. I had become cn-
thusiastic about TESA (Teacher Ex-
pectations and Student Achieve-
ment), a structured program incor-
poraling peer observation and coach-
ing, and several system-level staff
members had been trained to teach
the program, so we started a TESA
pilot. The timing couldn’t have been
worsc. By the time cverything came
together, it was carly May! But we
went ahead, and although the par-
ticipants found themselves doing peer
observations the last week of school,
they became strong proponents of the
program.

The next year those five teachers be-
came enthusiastic trainers for the en-
tire staff. To participate, we required
that all teachers commit to the idea. A
few of us held our breaths while we
wailed for one paiafully shy teacher to
agree to take part in a program that
would invite others to observe her. But
peer pressure won out, and she com-
mitted to it. Although the yearlong
training didn’t always go as smoothly
as the pilot, with its high-energy and
high-skill volunteers, changes in at-
titade became apparent within a few
months, as teachers realized that
coaching was nonthreatening and that
their collesgues could actually offer
them help. The year ended with the
decision o continue peer coaching
next year using locally generated
topics and group-designed observa-
tion and coaching instruments. Inter-
ested staifl members joined the
original core of voluateer TESA
trainers, and collectively they became
the Staffl Development Team.

The School Mansgement Team

MNow that teachers were working

together more closely, we replaced
our loosely coupled grade level teams
with six larger, more cohesive tcams
serving multi-grade groups of
children: one primary team (K-2), rwa
for the middle grades (one including
some primary students [2-4], one in-
cluding some older students [3-5]),
one intermediate (5-6), one special
education leam, and one non-class-
room team that included the teacher
specialists (sce fig. 1). Each tcam then
selected a leader, who became that
team’s representative to our mew
School Management Team, also com-
posed of the principal, a repre-
seotative of the support staff, and
three parent delegates.

Because the team also functioned as
the advisory council required by the
local union contract, the members
spent some time for the first few
months going through the standard
gripe sessions sach groups often get
involved in. Once the team was
haaded was real information, though,
and asked to make a real decision, they
quickly moved on. By midyear, tcam
members had lost patience with
anyone who brought one of those typi-
cal gripe-session issues to the table.

As the group's work proceeded, the
need for information became ap-
parent. ?rmﬂpn!s, especially ex-

information they hold about the way
things are done that is not accessible
to teachers. The team was enthusiastic
about several sessions they arranged
with representatives from various
departments. For example, after an
coordinator for the building, the team
addressed several requests directly to
that department. Their meeting with
the reading supervisor to plan for the
hiring of a new reading specialist was
also most helpful because it gave them
insights into developing an expanded
job description for the reading
specialists position, and it aided them
in the interview process.

During the year, a three-day inten-
sive workshop on problem solving was
made available to schools in Project
2000, and the management team

decided to take advantage of it. Al-
though it took most of the discretion-
ary moncy given by the PTA, we scat
seven members of the team. Later, by
accepling a three-day block of time in
June that no ose else wanted, we were
able to get everyone in a leadership
position in the school trained. At the
conclusion of the workshop, the train-
ing group threw a party for the whole
staff featuring a dinosaur cake. Eating
the cake symbolized getting rid of all
our old, putdated ideas so we could be
ready in the fall to start ancw.

An Empowered Stafl

MNow | have taken a new position, and
several stalf members have trans-
ferred. Leaving the school was dif-
ficult for me, but 1 know the power is
there to make Clinton Grove the very
best. Through shared decision making
tvities, and development of a unified
mission, all these teachers have be-
come superstars who want to control
their own professional lives, and they
have the skills to do it.

Karen Foster is former principal of
Clinton Grove Elementary Schoal.
She is now Coordinating Supervisor
for Media and Instructional
Materials, Prince George’s County
Public Schools, Bonnie S. Johns
Educational Media Center, 8437 Lan-
dover Rd., Landover, MDD 20785,

Reprinted with permission from
Educational Leadership (May 1990).




JANICE BARUSH

Go Head or Go 'Starn’?

For decades, we have been sowing the seeds of Correct
English Usage. The ground was fertile. Many seeds ger-
minated.

Singlish evolved.

Now with the help of SBCs current "English’ progrmmes,
the use of Singlish is going to be entrenched.

I agree that we should not be expecled to use English like
a native speaker. [ even think that using Singlish in the
market place in all right but I certainly do not condone the
use of bad English in the name of Singlish.

ot e, Join M
Don't Ehﬁ'

If that is allowed, do we accept Lhis as Singlish?

A;ld.ﬂ'ﬁl. Mo need
+o *alk wuwtil
| ke that, man.

Mr Lim, you So
kek ki Ylnh'.
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The Straits Times obtained feedback from some readers
on the use of Singlish. As expected, one group was against
its use by the media

‘OveR-uce Of
SimMGaLIs H

and the other group was for its use because it is a variety
of English.

SiNGLISH
1= A
vard &Y

of EHGUISH

Let'’s turn our attention to the people who are for the wide

use of Singlish. Inmy opinion, they are:

(1) those who know only sub-standard English
(2) those who are proficieat in Standard English and can
switch from one veriety to another without effort.,

This latier group may not have problems in dealing with
the varieties of English but what about the thousands of
pupils in our schools who are not able to tell the difference?

If our children are exposed ONLY to Singlish once they
are out of the classroom, then 1 am afraid the standard of
English is going to drop even further.

Just look across the Causeway:

(1) Johorians have improved their English through watch-
ing SBC because of its English programmes and subtitles.

(2) The Malaysian Prime Minister, recently lamented that
his top officers were unable to express themselves at inter-
national conferences becausc they were hampered in their
command of English and communicative skills.

Why are we lowering standards? (At least, the Malaysians
have their Bahasa Malaysia.)

Singaporeans bemozn the poor command of Mandarin,
Malay and Tamil. Eventually, what are we going to be good
for?

We must make up our minds to GO HEAD or GO
WTARN.

Janice Barush is the graphic illustrator for Singapore
ASCD Review.
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Create new approaches to teaching and learning ...

from ASCD books

Teaching Thinking: Issues and Approaches

Authors: Roben Swart and David Parkins

Raoad an overviow of the teaching thinking movemant
and update your knowledge on how 1o infuse the teaching of
thinking skills into regular subject areainstrucion. Two leading
suthorites offer you a broad and perceptive vision of whara
the thinking skils movernant has baan and whars it's going.
Stock # 511-00689229 265 pages S569.80

Evaluating Critical Thinking

Authore: Stephan Morre and Robert Ennia

Learn practical ways to sssess and dewvelop your
thinking skills curniculum. Included in this practical guide am:
suggestons Tor testng and measunng specific aspects of
critical thinking, outlines for multiple-choice tests and open-
endod methods of assessment, and overviews of commaercislly
available critical thinking programs ard tests.

An ideal resource for cumiculum specidists and
clasgroom teamchars who are incomorating thinking skils
instruction into their lessons.

Stock #511-00689Z29 204 pages S$62.80

Building a Professional Culture In Schools

Editar: Ann Lisbarman

Undeistand why tha newest wave in educational
reform will radically slter tha way you do your job, This
collaction of erticles from leading educators explaing why
school restruciuring 8 necessary and offers examples of
successtul programs. Gain insights into the practical and
theoretical aspects of school restructuring from around tha
country.

Stock #511-00389229 251 pages 5$55.80

The Administration and Supervision of Reading
Programs

Editors: Shelley Wepner, Joan Feeley, and Derothy Strickland

Learn how to run successfu reading programs in il
grade lwels. This comprehensive guide draws together
practical and up-to-date information from major studies and
nationaly recognized specialists. Read detailed descriptors of
tha essental components of a8 sound rsading program,
guidelinas based on grade levels pre-K through 12, reading-
writing connections, reading and computers, students with
special noeds, snd more,

Stock #511-00483229 284 pages S$69.80

Trashcan Kids

Author: Richard Benodct

Explora @ canng, creative, alternative approach to
sducating young people who ere dissdventaged, treublad, or
have tound school unbearable. Learn why certain sducation
programs and school cultures turn kide on or off. Identify the
nonschool influences thel ceuse students o either sccepl
defeat far too sarly in life or face the future with confidence
and success. ASCD, 1982,

Stock #611-92132X29 60 pages 5534.60

A Different Kind of Classroom: Teaching with
Dimensions of Learning

Auther: Robert Marzano

Digcowver how to makes ateseemant, ourtioulum snd
instruction lsarning-cantered. And undemtand how recent
research about the learning process helps educators restructure
schools sccording e the ways studemis learn,

A S-part, K-12 framework offers teachers strategies
and dassroom lasks that help students form positive attitudes
and perceptions sbout learming, extand and refine knowledge,
use knowledge meaningfully, and develop productive habits of
mind. ASCD, 1991.

Stock #611-92017129 191 pages §455.80

Readings from Educational Leadership:
Performance Assessment

Editor: Ron Erandt

Delve into the research and practice behind the new
and inngvative approaches 10 assessing stedent learning. And
learn how educstors frustrated with the shortcomings of
multipie-choice snd other traditional testing methods have
developed assessment tools that involve students snd snhance
their learning. ASCD, 1982,

Stock # 611-92134Z29 149 pages S48 76.80

Expanding Student Assessment

Editor: Vilo Parrona

Discover epecifia, concrete alternativea to
standardized tests. And understond why educators are
saarching for more authentic ways 1o assess students” abilities
1o read, write, and apply mathematcs, sclence, and other
subjects. Ten experts on asseszmant help look beyond simple
test modification and understand how ssseserment can link
teaching and the curriculum to create active, meaningful
laarning experiances. ASCD, 1931,

Stock #611-31114229 170 poges 5$52.80

A Practical Guide to Alternative Assessment

Authors: Joan Herman, Pamela Aschbacher, and Lynn Winters
Take advantage of the newest thinking on alternative
assessment by using this practical step by-step guide for
grades K-12. A chapter-by-chapter spproach takes you through
& systamatic process for sssessment developmaent, including
identifying the skills and accomplishments you want students
1o develop, creating approphiate tasks that reguire students to
demonstrate skills and accomplishments, sstablishing criteria
for scoring student performance of the tesks and so on.
Stock # 611-92140 124 pages 53538.30

Making Connections: Teaching and the Human
Brain

Authers: Renate Nummela Caine and Geoflrey Caine

Uniock students’ ebility 1o learn by increasing your
undarstanding of what makes learning happen in their minds.
Two axperts in neurcpsychology and sducaton guide you
through an understandable sxploration of the human brain and
how it functions ASCD, 1881,

Stock #611-21025729 193 pages 54566,80




Circles of Learning: Cooperation in the Classroom

Authors: Dewid Johmson, Roger Jchnson, Patricis Roy and
[dythe Holubec,

Discover wiy cooperative lsarningis helping 80 many
educators change their approach to effective teaching. This
ground-bresking publication helps you understand why
organiang lessons sround small-group ectvilios INCTAS8Ies
students” leaming and enhances their social shills. Claar
expianations provids the how-to informaton you need (o
implemant cooperative learming. ASCD 1984,

Stock F611-84324729 B8 pages 54$29.70

Discipline with Dignity

Authore: Richerd Curwin and Allen Mendlar

Discover a sensible, humane approach to handing
discipline problems. By learning the concept known as " Thise-
Dunensonal Descipline™, you can prevent disciphne problems
and reduce si'ess sssocisted wilh classroom managemeant,
keap manor problems from escalsting into major snes, and
resolve problems with chroree rule-breakers. ASCD 1588,
Srwock § 611-B8166229 267 pages 5534 80

Intardisciplinary Curriculum: Deasign and

Implementation

Editer: Hesd Hayes Jacobs

Make your curniculum more relevant 1o students with
tha 8 damgn optons for an IMmerdieciplinary ouwnmiculum
praganted in thes book. Lean how and why an interdiscipinary
spproach can work in your slementary o secordary school.
Ared rend about Uhe I Wigeaant Chlana every iNTeNiSCiDnany
program mist sdhere to. Than discover s B-step process for
integrating science, mathematcs, wnguags ars, social studies,
and The ans. Included ae 2 successiul cass studiss of
interdisciplinary programs. ASCD, 1989,

Bock # 611-89166229 87 pages S448 BO

The Middie School - And Beyond

Authors: Paul George, Chris Stevenson, Julia Themason, and
James Beane

Interdisciplinary curricuum .. student-centarsd
teaching ... collaborative decision making ... many o the
neawassl and mos! nnovative approsachas to sohooling hawve
beean in practice for years. Discover how this influsntial moded
for schooling is making an increasingly profound impact in the
'‘@0s. ASCD, 1902

Gwock # 61192016229 175 pages 5352 .30

ORDER FORM

STOCK #

QTY PRICE TOTAL

Subtotal

Less 20% for
members

TOTAL

Payment by cheque only. Please make cheque payable to ASCD SINGAPORE and send it, ogether with your order

form, to: ASCD Singapore

clo Teletemps Services

Blk 1002 Tos Paych Industrial Park #006-1473

Singapore 1231.

Bank sad cheque Mo: Name:




ISSN 0218-2491



