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Leadership as a Way of Thinking

Leadership is only one ingredient school
executives need to serve our schools well

Douglas E Mirchell and Sharon Tucker

ike most Americans, educa
I tors tend to think of leader
hip as a matter of taking
action and getting results. They see
real leadership as a rare and won-
derful capacity to take charge and
get things done in the face of com-
plex and trying circumstances.
Leaders, those who believe in this
typically American perspective ar-
gue, are people who can overcome
resistance, shore up the weaknesses
of their followers, and produce ef-
fective action - accompanied by a
great sense of accomplishment and
satisfaction.

For public education, this view
is doubly wrong. First, the assump-
tion that individual leaders can pro-
duce quick and dramatic differences
in school performance keeps us
from focusing on the importance
of teamwork and comprehensive
school improvement. Second, em-
phasizing the value of melodra-
matic, media-grabbing, high-profile
actions keeps people from provid-
ing desperately needed guidance for

ordinary programs and day-to-day
school operations. In urging risk-
taking behavior, this view of lead-
ership distorts our understanding
of the thought processes and con-
crete actions that make up the real
dynamics of school effectiveness.

All too often, today's most
popular school improvement poli-
cies are based on the assumption
that effective leadership is a matter
of effort and expertise or that legal
mandates and formal rules can pro-
duce it. While these policies cer-
tainly do create anxiety and guilt
among educators, there is little evi-
dence that they produce effective
schools, Perhaps it is time to rec-
ognize that leadership is less a
matter of aggressive action than a
way of thinking and feeling - about
ourselves, about our jobs, and
about the nature of the educational
process.

The Spirit of Leadership

The thinking that lies behind
effective leadership is complex and

varied. Contrast the following com-
ments by school superintendents
who were asked to describe how
they motivate staff to perform ef-
fectively. For some, the dominant
leadership problem is one of re-
sponding to ideas and program pro-
posals put forward by others. With
little study or analysis, for example,
one superintendent decides to pro-
vide major funding to a program
proposed by a group of teachers and
says of his decision,

"Support is the key thing. |
wouldn't care if they were try-
ing to turn seawater into ice
cream, | would have sup-
ported it."

A second superintendent, re-
sponds to the same situation by
saying,

"in this district, where teach-
ers, parents, or administra-
tors decide a problem needs
to be addressed, we form a
study group. Everyone is
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assigned research articles to
read, and when they come
together to share what they
have learmned, they debate,
talk about the idea's applica-
tion, about where we are
headed. We bring in outside
helpers to speak to the
group. Only then do we fi-
nancially support a change
and make it part of the
district’s program.®

For other superintendents, staff
leadership means finding ways to
draw attention to their own versions
of good program and policy ideas,
rather than reacting to ideas or
pressures arising from others. One
superintendent in a mid-sized ur-
ban school district visits every
classroom in the district four times
a year. It is a major undertaking,
but he makes this "big commit-
ment” in order to interact infor-
mally with staff and engage them
in discussions of possible new di-
rections. On his visits he makes a
point of talking about innovations
currently under way in the district.

Another superintendent orga-
nizes a yearly management retreat
with principals. She explicitly ad-
dresses the issue of districtwide
goal setting and insists on discuss-
ing with everyone district program
priorities and strategies for achiev-
ing them. She believes that it is
crucial that everyone be able to
philosophically "buy into" the dis-
trict priorities and that all have a
feeling of "being in it together.”

So much variability exists
among these superintendents and
in their work settings that it is dif-
ficult to get a handle on the char-
acteristics of successful influence
over instructional programs. Set-
tings range from large to small dis-
tricts, from urban to rural environ-
ments. Occasionally boards of edu-
cation or labor problems make
some climates contentious. Others
have relatively peaceful settings

where board members have long
tenures or have broad agreements
on basic goals.

The superintendents, both men
and women, some in their 40s and
some in their 60s, also vary in per-
sonality and style. Their personal
characteristics, their organizational
environments, and the kinds of
communities in which they work
influence their leadership style and
emphasis.

One common feature is clear,
however. These superintendents,
like the principals in each of their
districts, seek to control, or at least
significantly influence, school per-
formance. How they seek to gain
influence varies, as do the goals
toward which they direct their ef-
forts. If we could clarify the sources
and aims of executive influence in
public education, we would add
much to the current debates over
how school performance can be
improved,

Superintendents’ leadership
springs from the way they think.
Effective action follows from effec-

Leadership is less a
matter of
aggressive action
than a way of
thinking and
feeling - about
ourselves, about
our jobs, and about
the nature of the
educational
process.

tive thinking in ways that are far
too richly textured and varied to
be captured in any list of suppos-
edly effective leadership strategies.
For this reason, recent studies of
school effectiveness have often
found it necessary to talk of the
"ethos” or "culture” of the school.
Cultures guide thinking and feel-
ing and influence behavior by help-
ing people to get a "feel for” the
situation in which they find them-
selves, Cultures create and con-
strain executive behavior by gen-
erating values rather than direc-
tives. They create social norms and
draw attention to opportunities for
action; they do not specify exactly
what to do or how to do it.

School performance is just as
closely tied to competent adminis-
tration, effective supervision, and
dynamic management as it is to
aggressive leadership. Indeed, edu-
cators who succeed in producing a
balanced integration of the work
orientations and actions implied in
these four concepts are much more
likely to stimulate high perfor-
mance in their schools than those
who give themselves to a one-di-
mensional leadership or manage-
ment emphasis.

Transactional vs Transformative
Leadership

As vividly expressed in James
Mcgregor Burns' seminal analysis
of leadership’, some cultures em-
phasize transactional control
through the distribution of incen-
tives, while others work by trans-
forming the goals and aspirations
of organization members.

The first type of culture creates
a system of economic, political, or
psychological incentives for hard
work and successful performance
of assigned tasks. Transactional
leadership only works, unfortu-
nately, when both leaders and fol-
lowers understand and agree about
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the important tasks to be per-
formed. To acquire leadership in
such a cultural setting it is also
necessary to get control over the
incentive system - to be able to re-
ward high performance or, if nec-
essary, to punish those who refuse
to cooperate.

Transformational leadership, by
contrast, arises when leaders are
more concerned about gaining over-
all cooperation and energetic par-
ticipation from organization mem-
bers than they are in getting par-
ticular tasks performed. If leaders
are working in cultural settings
where goals are unclear or organi-
zational members do not agree
about them, effective leadership
requires an approach that trans-
forms the feelings, attitudes, and
beliefs of their followers. Compli-
ance is not enough under these cir-
cumstances; it is important to get
followers to believe in themselves
and in the goals of the organiza-
tion, Transformational leaders are
"people oriented”; rather than fo-
cus on tasks and performance, they
build relationships and help follow-
ers develop goals and identify strat-
egies for their accomplishment.

The difference between trans-
actional and transformational con-
trol systems can be seen in super-
intendents. Transactional superin-
tendents seek indirect control
through attention to the design of
district organizational structures.
They give careful thought to how
organizational structures serve to
facilitate or impede the work of the
school staff. Transformational su-
perintendents think quite differ-
ently. They give primary attention
to the staffs rather than the struc-
tures.

Transactional superintendents
concerned with structures, concen-
trate on defining job functions and
on developing district policies and
procedures. They believe that if

they succeed in improving organi-
zational operations, school instruc-
tional improvement will follow.
They concentrate on creating and
stabilizing district programs. They
have a high sensitivity to hierarchy
and standardization of practices.

Transformational superinten-
dents, concerned with staff skills
and beliefs, direct their efforts to
building and strengthening organi-
zational norms and attitudes. They
strive to establish common mean-
ing systems, believing that quality
education will arise when profes-
sional staff agree about educational
goals and the most effective strate-
gies for their attainment,

Frontier vs. Settled Cultures

Cross-cutting the transaction/
transformation dimension of rela-
tionship between leaders and fol-
lowers is the cultural role of the
school organization. The primary
issue in this second cultural dimen-
sion is whether the schools are seen
as part of an established, success-
ful system for the socialization of
the young or as institutions in need
of redirection and reform, restruc-
turing to meet new conditions or
reach new goals.

In some communities and in
some historical periods, schools
enjoy broad community support
based on a widely shared consen-
sus about the purposes and pro-
cesses of education. In the begin-
ning of the 19th century, for ex-
ample, there was a near-universal
enthusiasm for schools as the
source of economic opportunity
and civic culture. Even today,
schools serving middle- and upper-
class families in many suburban
communities continue to enjoy
widespread support as a natural
adjunct to family and community
socialization. More typically, how-
ever, today's schools are troubled
institutions - they are often labeled

School
performance is just
as closely tied to
competent
administration,
effective
supervision, and
dynamic
management as it
is to aggressive
leadership.

failures and challenged to change
their goals while at the same time
radically improving performance in
traditional areas of emphasis.

The difference between these
two cultural settings is much like
the difference between frontier life
and settled communities. In fron-
tier cultures life is rough, danger
is everywhere, and groups have to
band together for mutual support
and protection. Frontier leadership
emphasizes culture building and
problem solving - individual dif-
ferences may be respected, but
there is an obvious need for com-
mon experiences and a shared com-
mitment to the emerging commu-
nity.

In settled cultures, by contrast,
well-established norms and shared
beliefs interpret ordinary activities
and guide the inhabitants. These
same beliefs baffle newcomers and
prevent minority group members
from experiencing full membership
in the community. Stable schools
with settlement cultures develop
programs that are sensible; tasks
and relationships are both well-
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specified. Effective leadership in a
settlement culture rests on coordi-
nation and expertise - programs can
be planned in detail, and task as-
signments can be fully specified.
In this type of cultural setting the
most productive approach to lead-
ership often involves concentrating
on recruiting good staff members
and coordinating support services
- leaving work on core tasks to staff
experts.

Culture and Work Role

The two cultural dimensions
just described intersect to define
supervision, administration, man-
agement, and leadership - the four
key terms in the lexicon of control
over school performance (see fig.
1}. When schools are well estab-
lished and their cultural role is
settled, supervision and adminis-
tration are the dominant processes.
When confidence is lost and new
frontiers are being crossed, dy-
namic management and aggressive
leadership are required. Supervi-
sion shares with management
(rather than administration) a com-
mon reliance on incentive systems
and transactional control. When

Transformational leadership arises when
leaders are more concerned about gaining
overall cooperation and energetic
participation from organization members
than they are in getting particular-tasks

performed.

organization members lack com-
mon incentives and goals and need
to be energized and engaged in
transforming interpersonal relation-
ships in order to define or restruc-
ture their work activities, adminis-
tration and leadership become
dominant functions,

Changing circumstances and
changing beliefs about the schools
encourage educators to give pri-
mary emphasis to one rather than
another of these basic work orien-
tations. As superintendents, prin-
cipals, and other school staff re-
spond to the underlying cultural di-
mensions, they change their think-

Figure 1

CULTURE AND WORK ROLE DEFINITIONS

Transactional

Transformational

Settlement
Cultures
Standardized
Work Activities

Supervisor

Administrator

Frontier Cultures
Problem Solving
Work Activities

Manager

Leader

ing about how school performance
should be controlled. With these
changes in thinking about effective-
ness come basic changes in con-
ceptions of effective teaching, strat-
egies for school improvement, and
beliefs about how to influence the
work behavior of school staff mem-
bers,

Supervision. Educators who see the
school as a stable, broadly sup-
ported social institution and who
think about interpersonal influence
in transactional, incentive-based
ways, will give primary emphasis
to supervision in defining their own
role. Supervisors in these environ-
ments tend to assume that educa-
tional goals are obvious to every-
one. If there is difficulty it is be-
cause some people are unable or
unwilling to work effectively to
obtain them. The supervisory ap-
proach gives superintendents and
principals responsibility for iden-
tifying specific tasks and directing
staff in how each is to be per-
formed. They closely monitor staff
to ensure that directions are being
followed and that performance is
high.

The supervisory orientation to
school effectiveness brings with it
the belief that teachers can be ef-
fective if they will diligently imple-
ment good standard classroom
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Melodramatic
claims about school
failures are a basic
ingredient in the
shift from the
management focus
of the >70s and ’80s
to the emphasis on
restructuring and
transformational
leadership in the
1990s.

practices. Within this cultural view,
good teachers are seen as loyal la-
borers working on tasks defined by
curriculum experts and overseen by
principals. School improvement is
a matter of teacher diligence and
conscientiousness rather than cre-
ativity or spontaneity. Student
achievement is equated with mas-
tering materials, and teaching ef-
fectiveness with careful implemen-
tation of established programs.
Supervisors subscribe to the world
view expressed in most reforms
adopted after the publication of A
Nation at Risk (1983) - better
schooling results from longer
hours, more requirements, stron-
ger mandates, and above all, an
accountability system that ties in-
centives directly to measured stu-
dent achievement.

Administrarion, Educators who feel
that their control over meaningful
incentives is weak, or who simply
believe that school effectiveness
rests more on the attitudes of teach-

ers and students than on the imple-
mentation of specific programs,
will adopt an administrative ap-
proach to influencing school per-
formance. The administrative work
orientation shares with the super-
visory one the settlement culture's
confidence that the overall goals of
education are well understood and
supported. These administrators do
not feel a need to redirect teachers
or students to new learning objec-
tives or to reconsider the efficacy
of existing school programs.

From this perspective, high-
quality teaching depends on giv-
ing teachers more professional au-
tonomy. Effective teachers cre-
atively diagnose student learning
styles and problems and develop
their own techniques for encour-
aging achievement within estab-
lished programs and practices. In-
deed, those who adopt an admin-
istrative orientation to school im-
provement believe that teaching and
learning are rather private and in-
dividualized processes - not ame-
nable to either direct oversight or
explicit rewards and sanctions.
Curriculum and child development
specialists help ensure effective in-
struction by identifying and help-
ing to remediate children's special
learning problems. To increase
their effectiveness, professional
teachers and specialists form into
a cohesive team. Administrators
give a lot of attention to interper-
sonal dynamics - they talk about
the importance of good communi-
cation and emphasize the role in
recruiting, supporting, and coordi-
nating staff activities. When they
identify performance problems,
they make every effort to create a
transformational relationship with
teachers and students. They use
counseling, staff development, and
day-to-day interactions to ensure
that their staffs fully participate in
the established program.

Management. When educators
sense that broad social support for
education is no longer available,
when change is more important
than implementation of established
program, it makes sense to shift
from supervision to management.
Managers, like supervisors, rely
more on transactional than trans-
formational relationships. They see
effective teaching as the result of
competence and skill. Task defini-
tion is more important than nur-
turing interpersonal relationships.
For the manager, teaching is a
skilled craft and is improved by
careful program design and appli-
cation of sophisticated instructional
techniques. Good programs are
those that are fully researched and
carefully planned. Where supervi-
sors tend to think of getting people
to work harder, managers think they
need to work smarter. They value
effective analysis of school perfor-
mance problems and staff training.
Managers are likely to emphasize
the importance of performance in-
dicators and to want explicit mea-
sures of school productivity.

Transformational
leaders see
themselves as
responsible more
for redefining
educational goals
than for
implementing
existing programs.

ASCD Review



Leadership. Where weakened so-
cial and cultural support for the
schools is accompanied by a belief
that high performance depends on
transforming student and teacher
attitudes and beliefs (not just redi-
recting their behavior), leadership
becomes the dominant theme in
school improvement. Leaders, like
managers, recognize that support
for their organizations depends
upon making qualitative changes in
their performance. Unlike manag-
ers, however, leaders do not believe
that either the incentive system or
the knowledge base for effective
performance is adequately devel-
oped.

A belief in the transformational
leadership approach to school im-
provement leads easily to concepts
like "restructuring” or "re-invent-
ing" school organizations. Trans-
formational leaders see themselves
as responsible more for redefining
educational goals than for imple-
menting existing programs. They
believe that high-performance
teachers are more like creative art-
ists than skilled craft workers.
Teachers are talented experts. Be-
cause of their creative talents, they
know what is important for chil-
dren and how to make schools
work. Leadership-oriented execu-
tives assume, however, that teach-
ing talent becomes effective only
when it is integrated into cohesive,
coordinated activity. Their effec-
tiveness depends on everyone work-
ing together, developing and then
pursuing common goals.

Leadership-oriented executives
think of high performance the way
a drama coach or concert master
does - the important thing is to so-
licit full engagement and release
energy. School improvement is,
therefore, a matter of realigning
school programs with the needs and
interests of communities, families,
students, and school staff. These

transformational leaders see the
central issue as commitment rather
than competence. Of course, effec-
tive teachers will need to be com-
petent, but the key problem for
improved schools is harnessing
teacher competence to a new set of
program goals.

Leadership is Only Part of the
Story

It is not surprising that today's
education policymakers and school
reformers are talking about the
critical importance of leadership for
principals and superintendents.
They are reflecting their own be-
lief that schools have to change
program goals in order to prepare
workers for an international
economy and citizens for a turbu-
lent and pluralistic civic culture.
As the superintendents we studied
made crystal clear, however, trans-
formational leadership is not the
only route to improved school per-
formance. Melodramatic claims
about school failures are a basic
ingredient in the shift from the
management focus of the "70s and
‘80s to the emphasis on restruc-
turing and transformational leader-
ship in the 1990s. It is vitally im-
portant to recognize that failures
and shortcomings, just like success
and high performance, come in
many different forms. Where the
problem is changing goals and re-
directing belief systems, all short-
comings will be interpreted as com-
prehensive and catastrophic. The
“little failures” of poor organiza-
tion and technically weak programs
may ultimately be the most impor-
tant, however. And these little fail-
ures can be more easily remedied
through energetic management,
supportive ad ministration, or direc-
tive supervision than by the melo-
drama of charismatic leadership.

Public education and the
nation's children will be well

served if school executives devote
as much skill and energy to super-
vising well-established programs,
administering to the needs of teach-
ers and students, and managing the
utilization of scarce resources as
they are now being urged to spend
on mobilizing and focusing energy
on sweeping revisions and funda-
mental changes. As important as it
i5 to redefine educational goals and
restructure school programs to pur-
sue them, this kind of frontier lead-
ership is only part of a balanced
approach to creating and sustain-
ing high performance in schools.

Author's note: The leadership
concepts developed in this article
are taken from our studies of prin-
cipal and superintendent effective-
ness. The focus of these studies
have been on how these school ex-
ecutives succeeded in influencing
teacher behavior and school per-
formance.

‘1. M. Burns. (1978). Leader-
ship (New York: Harper & Row).

Douglas E Mitchell is Profes-
sor of Education and Director of
California Educational Research
Cooperative, School of Education,
University of California, Riverside,
Riverside, CA 92521. Sharon
Tucker is Deputy Superintendent
of Instructional Services, Riverside
Unified School District, Riverside,
CA 92521.

Reprinted with permission from
Educational Leadership (Feb
1992).
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Visions That Blind

Principals would do more lasting good for

schools if they concentrated on building

collaborative cultures rather than charging
forcefully in with heavy agendas for change

Michael G Fullan

e current emphasis on vi
sion in leadership can be mis
leading. Vision can blind

leaders in a number of ways. For
instance, the principal who is com-
mitted to a particular innovation or
philosophy - whole language, inte-
gration of special education, coop-
erative learning - may pursue it in
such narrow and self defeating ways
that key teachers will resist the idea
until the principal leaves or is trans-
ferred. In other cases, the princi-
pal is "apparently successful” in
getting teachers to use the innova-
tion while failing to achieve more
basic changes in enabling them to
consider alternatives, reflect on
their practices, and otherwise im-
prove.

The high-powered, charismatic
principal who "radically transforms
the school™ in four or five years
can also be blinding and mislead-
ing as a role model. This
principal's strategy is fragile be-

cause s0 much depends on his or
her personal strength and presence,
which is relatively short-lived. I
have not seen any follow-up stud-
ies of schools that have been trans-
formed by powerhouse leaders, but
my hypothesis would be that most
such schools decline after the
leader leaves. Also, the particular
direction of change in these schools
may have some flaws that go un-
corrected because of the leader's
dominance.

The basic problem in both of
these situations - overattachment to
particular philosophies or innova-
tions, or overreliance on the char-
ismatic leader - is that they restrict
consideration of alternatives and
suppress the voices of teachers who
may have guestions or who may be
open to other ideas than the ones
being considered. Too much store
is placed in the leader as solution
compared to the leader as enabler
of solutions. Such reliance leads at

best to short-term gains, at worst
to superficial solutions and depen-
dency.

The crucial question is "Whose
vision is it?" Principals are blinded
by their own vision when they feel
they must manipulate the teachers
and the school culture to conform
to it. Such a vision does not serve
long-term development:

"My vision,” "my teachers,”
"my school" are proprietary
claims and attitudes which
suggest an ownership of the
school that is personal rather
than collective, imposed
rather than eamed, and hi-
erarchical rather than demo-
cratic. With visions as sin-
gular as this, ieachers soon
learn to suppress their voice.
It does not get articulated.
Management becomes ma-
nipulation. Collaboration be-
comes cooptation. Worst of
all, having teachers conform

ASCD Review



to the principal’s vision mini-
mizes the possibilities for
principal learning. It reduces
the opportunities for princi-
pals to leamn that paris of
their own vision may be
flawed, and that some teach-
ers' visions may be as valid
or more valid than theirs.
(Fullan and Hargreaves
1981, p. 90).

Developing Collaborative
Cultures

While principals can be instru-
mental in implementing particular
innovations through direct monitor-
ing and support, schools are not in
the business of managing single
innovations; they are in the busi-
ness of contending with multiple
innovations simultaneously. Rather
than impose their individual vi-
sions, principals would do well to
develop collaborative work cultures
to help staff deal with all these in-
novations. To build collaborative
work cultures, principals must con-
centrate on fostering vision-build-
ing; norms of collegiality that re-
spect individuality; norms of con-
tinuous improvement: problem-
coping and conflict-resolution strat-
egies; lifelong teacher development
that involves inquiry, reflective
practice, collaboration, and tech-
nical skills; and restructuring ini-
tiatives (Fullan et al. 1990, Fullan
and Hargreaves 1991).

This does not mean that princi-
pals’ visions are unimportant. The
clarity and quality of their visions
may have helped mark them for
leadership, but:

Principals have no monopoly
on wisdom. Mor should they
be immune from the ques-
tioning, inquiry, and deep
reflection in which we have
asked teachers to engage.
Principals' visions. should
therefore be provisional and
open to change. They should

be part of the collaborative
mix (Fullan and Hargreaves
1991, p. 90).

In short, the principal should
strive to be not an instructional
leader, but rather a leader of in-
structional leaders (Glickman
1991, p. 7). He or she is respon-
sible for making vision-building a
collective exercise. It is a mistake
to fix on a vision too early in the
process. Louis and Miles (1990)
observed during the course of their
case studies of five urban high
schools engaged in major improve-
ment projects:

The more successful of our
schools had no a priori mis-
sion statements. Instead,
multiple improvement efforts
coalesced around a theme
or set of themes only afier
the activity had begun (p.
206).

When one commits to major
reform, it is often best to start small
and experiment, gradually expand-
ing on the successful:

The objective of evolution-
ary planning is to capitalize
on the "low risk"” quality of
smaller-scale innovation to
increase certainty. This, in
turn, increases motivation
and the possibility of con-
certed, more “tightly couple”
action across the school
{Louis and Miles 1990, p.
211).

Thus, an alternative approach to
vision-driven reform is one in
which the principal pursues prom-
ising visions provisionally, learn-
ing as well as leading through col-
laboration. If there is one justifi-
able generic vision, it is schools
working together to press for and
support improvements.

During the course of our Learn-

The message for
both the school and
district levels is
captured in
Schein's (1985)
observation:

"The only thing of
real importance
that leaders do is to
create and manage
culture."
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R S
The principal
should strive to be
not an

instructional
leader, but rather

a leader of
instructional
leaders.

ing Consortium work over the past
three years!, we formulated eight
guidelines for how principals
should approach the complex task
of working interactively with teach-
ers and communities:

1. Understand the culture of the
school before trying to change it;
2. Value your teachers, promote
their professional growth;

3. Extend what you value;

4. Express what you value;

5. Promote collaboration, not
cooptation;

6. Make menus, not mandates;
7. Use bureaucratic means to fa-
cilitate, not to constrain;

8. Connect with the wider envi-
ronment (Fullan and Hargreaves
1991).

Districts also need to employ
short-term strategies (inservice for
leaders) and mid- to long-term
strategies (selection and promotion
criteria and procedures) to create,
coordinate, and allow the develop-
ment of leadership for collabora-
tive school cultures (Fullan and
Hargreaves 1991, Zywine et al
1991).

The message for both the school
and district levels is captured in

Schein's (1985) observation: "The
only thing of real importance that
leaders do is to create and manage
culture.” But the process of help-
ing to develop collaborative work
cultures is complex. It requires
great sophistication on the part of
school leaders; to express their own
values without being imposing; to
draw out other people’s values and
concerns; to manage conflict and
problem solving; to give direction
and to be open at the same time.
Thus, Schein's statement should
not be taken too literally. Develop-
ing school cultures is a subtle, not
a blatant business.

Note:

*The Learning Consortium is a
partnership of four large school
boards (average number of students
54,000) and two post-secondary
institutions, set up in 1988, de-
signed to work on teacher devel-
opment across the teacher educa-
tion continuum (preservice, induc-
tion, inservice, leadership) and on
school development by coordinat-
ing the resources, policies, and
practices of the districts and of the
post-secondary institutions (see
Fullan et al. 1990).
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School Snapshot: Focus on
Collaborative Work Culture

orah Central Elementary

I School today has built itself

a collaborative work culture,

but it wasn't always so. A few years

ago, as then-new teacher Marie

Geleen remembers, the professional
isolation was stifling:

When | arrived at the school,
| soon found out that teach-
ers believed in the closed
door syndrome. | had no idea
what was going on in other
classrooms. There was little
kid-talk in the staff room -
mostly complainis. | felt as
if | was working in a vacuum,
Classroom management
had never been a problem
for me before, but these kids
were the most obnoxious,
poorly motivated kids | had
ever to deal with. | was never
quite sure if the negative ai-
titudes of the students were
being fostered by the home-
room teachers. That year |
spent a lot of time upset,
questioning my competence,
questioning my instructional
strategies, and looking for a
different job,

Principal Don Real's assess-
ment of the situation was that the
school’s isolation was keeping
Thorah's 23 teachers from doing
more than just a "good, steady job."
Thorah, in rural Durham County,
is a K-8 school northeast of
Toronto, Ontario. Most of its 300
students are bused from across the
sprawling county. A good hour's
drive from the board office, the
school's location didn't provide

opportunities for teachers to work
with colleagues at other schools
and, for whatever reasons, they
didn't work with one another very
well either.

Don Real began his effort to
change the school with a personal
decision: he would learn more
about strategies to support three
initiatives Thorah has already un-
dertaken: the whole language ap-
proach, the full-time integration of
exceptional students, and multi-
grade classrooms. In 1988 he in-
vited two teachers - Gloria
Snodden, a 4-6 multigrade teacher,
and Marie Geleen - to go with him
to a seven-day Summer Institute of
the Learning Consortium, which
focused on cooperative learning,
peer coaching, and the management
of change - including the develop-
ment of collaborative work cul-
tures,

That fall the three educators got
to work, Real committed to team-
teach a 7th grade mathematics class
with Marie Geleen. Every six days,
Real recalls, "we worked as a
coaching pair. We planned the les-
son together. We alternatively
taught the lessons while the other
person watched, and then we would
process the lesson after it had been
taught.” Noticing how "genuinely
enthused” their students were be-
coming, the two became convinced
that collaboration was the key.

Snodden, who had been trying
to implement some of the coopera-
tive learning ideas on her own in
her multigrade classroom, was be-
coming convinced about the same

idea. "What really changed me,"
she now recalls, "was the integra-
tion of the special education chil-
dren into my classroom in 1987.
Now there were other students and
teachers in the classroom and we
had to learn to work together.”

Snodden found the multigrade
classroom an ideal place to use
cooperative learning - children of
all ages and abilities could be chal-
lenged to work according to their
own level on the same themes. "The
goal of multigrade classroom is to
be more like a family. There is less
peer pressure ... it's also a good
place to integrate exceptional chil-
dren.”

Terry-Lynn Jago, a special edu-
cation teacher who today team-
teachers with Snodden, agrees that
cooperative learning builds self-
esteem in children as well as adults.
The power of being in a group, Jago
says, has made all the difference
for her kids. "Each child is part of
a group - the group is their home
for half of each year." For an ex-
ceptional child, "if you don't be-
long to a group and you're in com-
petition with everyone else, you
don't build self-esteem, especially
if your behavior really sticks out.”

Real, Geleen, and Snodden vis-
ited other district schools that had
participated in the Summer Insti-
tute and invited teachers from those
schools to Thorah. Other teachers
at Thorah begin to show more in-
terest toward the end of 1988, so
the Institute trainer gave an intro-
ductory session on cooperative
learning to the whole staff.
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In three years,
largely through the
active but by no
means dramatic
leadership of the
principal, the
professional culture
of Thorah has
changed
substantially.

At staff meetings, the principal
reinforced the cooperative learning
concept by organizing teachers into
groups of four. Rather than present
material in the usual manner, Real
gave topics to the groups to dis-
cuss, and they used various coop-
erative learning techniques to re-
port their conclusions. For ex-
ample, one member of each group
would be called on at random to
report the group's findings, a
method that effectively raised in-
volvement and accountability lev-
els of all staff members.

Over the next three years, the
principal and other staff members
participated in other Summer In-
stitutes, Cooperative Learning In-
stitutes, and Learning Consortium

training institutes. They worked at
integrating cooperative learning
into various curriculum areas -
mathematics, history, and language
arts. They have given many pre-
sentations on cooperative learning,
integration of exceptional students,
and the collaborative development
of school plans.

In September 1991, Don Real
was transferred to Cartwright Cen-
tral Public School, and
Cartwright's principal Roden
Rutledge was transferred to Thorah.
Thorah continues with its coopera-
tive learning impetus, and now
teams from each school, after at-
tending a Summer Institute on cre-
ative conflict, are planning ways to
link the two schools as they imple-
ment and integrate ideas on coop-
erative learning and creative con-
flict.

This year, an outside researcher
interviewed teachers at Thorah to
see how things are going there. The
researcher found positive feelings
of trust among staff members. Dis-
cipline problems are minimal,
there's a high energy level, staff
room conversations are focused
more on kids, and staff meetings
are run on a cooperative model.

Now, four years after joining
Thorah, Geleen observes:

There is more smiling. There
is a family atmosphere. | find
it a very relaxing atmo-
sphere to be in. | know | can
make mistakes and say |
tried this and I'm not happy
with it. There is much more
collegiality - more openness.
There was little interaction
before, but now there is lots
of sharing. Staff members
are more enthusiastic about
how kids learn. Students
show more respect and un-
derstanding of each other. |
have special education stu-
dents who are able to teach
a concept to the group,

There are fewer classroom
discipline problems.

Twenty-one of the twenty-three
teachers that were at Thorah in
1988 are still there, yet so much is
different. And although teachers
appreciate the principal’s active
leadership, they don't see him as a
visionary. They simply acknowl-
edge that his enthusiasm sparked
their own involvement. As Gloria
Snodden explains:

Don is not charismatic really.
He just had these expecta-
tions for the school. People
really respected that. He was
so excited about cooperative
leaming, | just got caught up
in it.

And Real himself recalls:

Someone asked for my
implementation plan. Well, it
really wasn't there, we just
rolled with it ... | sure wanted
them to do it when | found it
was successful ... | believe
they felt pressure, but in the
initial stages there was not
pressure. It was an invita-
tion. It was the success we
saw with the kids that really
committed us.

The whole experience changed
Don Real. He now finds himself
"doing things now as a person that
[ wouldn't have done before. Like
doing workshops. I hate speaking
in front of people - it gives me a
great deal of stress. But I'd volun-
teer to do these things now.”

In three years, largely through
the active but by no means dramatic
leadership of the principal, the pro-
fessional culture of Thorah has
changed substantially.

- Michael G Fullan
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Developing Teachers'
Leadership Skills

Nathalie Gehrke

ERIC Clearinghouse on Teacher Education, Washington, D.C.

ere have long been teacher
I leaders in schools. They
have traditionally accepted
positions as department chairs,
team and grade leaders, curriculum
committee chairs, and more. With
the advent of school and teacher
education restructuring efforts, new
leadership roles are emerging
(Lieberman & Miller, 1990).
Whether taking on traditional or
emerging roles, a major character-
istic of teacher leaders is that they
often teach full- or part-time and
then assume other responsibilities
(Howey, 1988). An additional char-
acteristic is that they have gener-
ally learned the new role just by
doing it.

A more systematic approach to
developing the requisite skills for
assuming leadership roles may be
helpful. Whether or not a teacher
takes on a formal leadership posi-
tion, the acquisition of these skills
may serve to enhance performance
in the classroom.

Emerging Opportunities for
Leadership

Beginning Teacher Assistance Pro-
grams

Programs such as those devel-
oped in Ohio (Zimpher, 1988) and
m California require the identifi-
cation of experienced master teach-
ers to work with beginners. These
"mentors” must be able to provide
not only good role modeling, but
also offer the kinds of help neces-
sary to establish the beginners as
competent professionals. They must
know about teaching children AND
about teaching adults; they must
have a level of expertise that goes
beyond being a comforter and a
source of practical information.

School-Centered Decision Making

School-centered decision mak-
ing, also known as site-based man-
agement, has been variously inter-
preted (Sirotnik & Clark, 1988),

but in its most authentic form it
requires strong teacher involvement
in decisions about structures and
programs in their schools. School
districts that have moved to decen-
tralize decision making have dis-
covered that teachers with conflict
resolution and communications
skills are more effective. Also help-
ful is an understanding of the school
district's organization and knowl-
edge of the state and federal edu-
cation scene.

Professional Development Schools
{PDS)

Professional development
schools call for an array of new
teacher leader roles. These PDSs,
Jointly created by schools and uni-
versities (Holmes, 1990), propose
to serve as the locus for teacher
preparation, career-long profes-
sional development, and school
innovation and inquiry. Teacher
leaders will be called on to dem-
onstrate skills required in
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mentoring programs and school-
based management, as well as skills
related to a wide array of peer help-
ing approaches, inquiry methods,
innovation leadership, and school-
university collaboration.

Learning Leadership Skills

In the past, teacher leaders’ suc-
cesses or failures were due more
to context, previous experience, and
personal characteristics than to any
formal effort to provide them with
appropriate leadership skills.
Teeachers have been expected to have
the necessary skills on entry into
leadership positions, or to develop
them on the job.

Lieberman, Saxl, and Miles
(1988), in hopes of offering guid-
ance for formal program develop-
ment for teacher leaders, described
in detail the kinds of on-the-job
learning of teacher leaders they
studied. The teacher leaders re-
ported that they had had to develop
competence in several areas includ-
ing:

rapport building,
organizational diagnosis,
dealing with the change process,
finding and using resources,
managing the leadership work,
and

* building skills and confidence
in others.

* & & 8 @®

Devaney (1987) offered an in-
clusive list of leadership areas that
teachers might be called on to ex-
ercise in emerging school organi-
zations. The six roles she identi-
fied can provide an organizer for
the descriptive reports on the for-
mal programs to develop leadership
skills:

Continuing To Teach and Improve
One's Own Teaching

This is the largest category of
staff development programs for
teacher leadership. Teaching exper-

tise, including subject matter
knowledge, seems critical because
it is basic to other leadership roles,
including in-service education, ad-
vising and assisting individual
teachers, and peer support.

Maeroff (1988) described sev-
eral programs for enhancing teach-
ers' power by increasing their
knowledge of their subject matter.
He claimed that the sessions were
designed to get teachers accustomed
to acting and being perceived as
professionals and required them to
set the agenda for their own learn-
ing.

Organizing and Leading Peer Re-
views of School Practice

Programs for the development
of teachers' ability to examine
school practices must include
preparation in doing a form of prac-
tical research. Pine (1986) sug-
gested that action research be seen
a5 an ongoing aspect of staff devel-
opment and that teachers be pre-
pared accordingly. Action research
methods have proven useful to
teachers in the Puget Sound Edu-
cational Consortium who are seek-
ing to enhance their leadership ca-
pacities within their individual
schools, their districts, and the con-
sortium,

Providing Curriculum Development
Knowledge

Curriculum development
knowledge may also be seen as req-
uisite to leading peer review of
school practice. Klein (1985), for
example, discussed the master
teacher as a curriculum leader. Per-
haps because curriculum develop-
ment knowledge is seen as a pre-
requisite to teacher leadership,
there are no readily apparent de-
scriptions of programs to develop
this knowledge among teacher lead-
ers. Perhaps, too, this is an area
where undergraduate and graduate

courses are assumed to provide
sufficient preparation; such an as-
sumption may be unwarranted.

Farticipating in School-Level De-
cision Making

Many articles may be found es-
pousing the importance of teach-
ers' involvement in decision mak-
ing in their school, but the impres-
sion is given that one learns deci-
sion making primarily by doing it.
The Pittsburgh Public School Dis-
trict is one exception (Johnston,
Bickel, & Wallace, 1990). In-house
facilitators of organization develop-
ment are trained to lead problem
solving and to conduct process
observations in each participating
school.

Leading In-Service Education and
Assisting Other Teachers

As early as 1982, Joyce and
Showers offered guidance to pro-
gram creation for teachers in peer
coaching. Little, Galagaran, and
O'Neal (1984) later offered direc-
tions for training of teachers for
teacher assistance responsibilities,
based on the California experiences
in mentor teacher programs and
teacher advisor projects. Raney and
Robbins (1989) have given a good
overview of the cognitive coaching
program offered in Sonoma
County, California. Hilton,
Kuehnle, School, and Zimpher
(1988) described an induction pro-
gram for "invigorating the new and
experienced” teachers in Ohio,
while Anderson, Asbury,
Grossman, Howey, Rentel, and
Zimpher (1988) described a peer
assistance program, also in Ohio.
These latter two efforts have led to
the creation of a graduate program
in professional development
through the Ohio State University.
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Farticipating in the Performance
Evaluation of Teachers

The Ohio teacher leader pro-
gram described by Anderson et al.
(1988) prepared teachers not only
for assistance roles, but also for
performance review of peers. De-
scriptions have also been given of
the Schenley High School Teacher
Center and the preparation for
teacher assistance and performance
review of the Pittsburgh teachers
who participate in it (Johnston et
al., 1990).

Conclusion

As in the larger field of teacher
education, there is little evidence
of research on the actual effective-
ness of the programs offered to
develop leadership skills. There
are, at best, developers' comments
on perceived effectiveness. Perhaps
the next five years will see a more
concerted effort, not just to develop
programs to replace learning on the
job, but also to evaluate teacher
leader programs and thus enhance
not only the programs offered, but
the leaders who emerge.
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The Search for Teacher Leaders

Interviews with high school teachers

nominated by their colleagues sketch a

portrait of who leaders are and how they

behave.

Meena Wilson

ore than 2.5 million
teachers in 15,500
school districts across

the country strive to develop the
skills, attitudes, and knowledge of
young people.’ The quality of their
work determines the future well-
being and economic welfare of a
generation of Americans. Educa-
tion can make a difference.

The general assessment,
though, seems to be that education
is not making enough of a differ-
ence. Why do students not achieve
as they should? This tough issue
has resisted glib policy solutions
and thereby has created a window
of opportunity for teacher leaders.

Sketching the Picture

Do teacher leaders exist? Who
are they? How do they think, feel,
and behave? How do they show
leadership? Do they have any im-
pact on the system? I began my

search for teacher leaders by ask-

ing more than 400 teachers at all

six high schools in one school dis-
trict to nominate teachers that they
regarded as leaders. Despite their
difficulty with my request, the rea-
sons listed (by more than 100 teach-
ers) for nominating a colleague
were remarkably consistent.

Followers sketch this picture of
their leaders:

* They are hard-working and
highly involved with curricular
and instructional innovation.

» Their creativity is demonstrated
by their power to motivate stu-
dents from a wide range of back-
grounds and abilities.

® They are gregarious and make
themselves available to other
teachers as a resource or an ad-
vocate,

¢ They energetically sponsor ex-
tra-curricular activities for
young people.

These responses were cursory
answers to a simple question: Who
is a teacher leader? To give the
portrait more detail, | used a
reputational nomination procedure
to elect 13 of 355 teachers for in-
tensive interviews, With demo-
graphic data from these
interviewees, a fuller picture of
teacher leaders emerged. A typical
leader is 42 and has taught for 18
years, at the same school for al-
most 13 years. More than half of
them have served as formal lead-
ers, either as department chair for
an average of 11 years and/or as a
committed representative of the
teachers' union for at least 3 years.
They usually hold a master's de-
gres.

How do these men and women
compare with leaders from other
fields - for example, business?
Choosing a template to understand
and assess the leadership ability of
these teachers was not easy. Theo-
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Teacher leaders
perceive that the
school culture does
not reward (and
perhaps obstructs)
risk-taking,
collaboration, and
role-modeling.

ries about leadership are numerous,
and transcribed interviews yielded
560 pages of description. T eventu-
ally selected the widely dissemi-
nated Kouzes and Posner (1990)
model as the best tool for under-
standing teacher leadership.

In The Leadership Challenge:
How to Get Extraordinary Things
Done in Organizations, Kouzes and
Posner describe the leadership be-
haviors of 1,300 middle and senior
managers in private and public sec-
tor organizations across the coun-
try.* Briefly, leaders challenge the
process because they are risk-tak-
ers who capitalize on opportunities.
As idealists who communicate ex-
pressively. they inspire a shared
vision. Since they like teamwork
and instinctively nurture the talent
and energy of colleagues, leaders
enable others ro act. Leaders are
role-models and planners who
model the way. By serving as
coaches and cheerleaders, they en-
cotrage the heart.

Interviewees candidly shared
thoughts and feelings, making it
possible to understand their
strengths and limitations as lead-
ers. Let me share the evidence and
the exploratory understanding I
gained about teacher leadership.

Seekers of Challenges and
Growth

First, in common with other

leaders, teacher leaders seek chal-
lenge, change, and growth. Here
are some of their comments:

Today was something differ-
ent. We worked on a grant-
writing project and are sub-
mitting a building grant pro-
posal. We are so excited
about it that we can hardly
see straight.

| think one ought to like what
one is doing, so | expend a
lot of energy creating situa-
tions that | will like. | don't
want to get stagnant.

| had so much fun leaming
about 9th graders. | see so
many neat and exciting
things that | can do, things
that if | were a Sth grader
would really interest me,

The teacher leaders I spoke with
go out of their way to find innova-
tive, exciting programs, both for the
benefit of their students as well as
themselves.

Supporters of Colleagues

At the same time, teacher lead-
ers feel like family: informal, re-
assuringly dependable, and sup-
portive of colleagues.

My sense is that anytime you
get teachers who worked to-
gether talking about kids,
problems, and curmriculum in
a supportive way, they feel
betler about themselves,
and there is more energy. All
of that has positive conse-
quences for kids in their
classrooms.

A number of us feel that one
of the most significant things
we ever did was arrange to
have lunch together outside
the faculty lounge ... It was
an environment where ev-
erybody had given you per-

mission to be elated about
things that worked and cry
about things that didn't. The
end result is that it created
relationships that made pos-
sible a lot of sharing and en-
couragement to try things
when you were nervous.

| created materials that we
then passed out to every-
body who was teaching that
subject in my department, |
have a personal interest in
digging out information that
| think may be heipful to
somebody else even if | cant
use it at that particular mo-
ment.

Thus, these teachers busily pursue
novel opportunities, but continue
to be nurturing and cooperative
people. Using leadership jargonese,
they are risk-oriented and collabo-
rative, Clearly, these leaders both
"challenge the process™ and "en-
able others to act.”

Role Models for Students, But
Not Teachers

Third, leadership is the process
of bringing forth the best form from
oneself and others. Unfortunately,
these teachers do not as yet seem
to lead colleagues. However, the
Kouzes and Posner model shows
they are potent leaders of students.

Around here | have a repu-
tation of working hard and
pushing the kids hard ...
Some people just hold kids'
hands.

| like to be able to love my
students. When | get letters
from them after they have
graduated or when they
come back to see me and
tell me that what we did in
class was right and that it
worked for them, that's the
kind of positive stroke that |
think teaching is all about.

November 1994

17



They'll come in early and sit
down, and they won't look at
you, but they want strokes.
Their parents don't evertalk
to them. Ever. Their parents
ask you questions like, "Who
is my son? Who does he go
around with? What's he like?
What does he do?

| would caution student
teachers always to be flex-
ible with the kids, but not fo
leave them with no structure,
because many times we are
the only structure, the only
model, these kids have.

In the eyes of their colleagues, lead-
ership skill with students is what
uniquely qualifies some teachers as
leaders in their schools. Ironically,
teacher leaders do not see that sim-
ply by "walking their talk,” they
inspire and influence others. They
fail to understand that role model-
ing is a powerful form of leading.

| don't know that we are lead-
ers, because we are not out
championing any cause. We
don't do what we do for rec-
ognition. We are here be-
cause we enjoy teaching,
and we like to improve the
quality of our teaching and
help kids. | think because we
do these things, people no-
tice us.

| think of him as a master
teacher, and that is how he
gets his influence ... (by}
modeling what an excellent
teacher should be as far as
relationships with students
and content. His leadership
hasn't been with anything he
had done outside the class-
room.

This lack of understanding of how
they can play a leadership role, just
by "modeling the way," has some
unfortunate consequences. As com-

mitted and competent profession-
als, teacher leaders could invigo-
rate their schools. But if they do
not recognize that role models are
critical to school improvement,
their leadership potential is
aborted.

Coaches and Cheerleaders

Fourth, coaching and
cheerleading "encourage the heart"
of workers in any organization.

Historically, teachers have not
coached other teachers, but the fol-
lowing comments are telling in their
portrayal of the need for, and the
potential efficiency of, peer-coach-
ing.

When | am God of Educa-
tion, for at least two years.
nobody will be in a class-
room by themselves.

| am excited about
mentoring because it is a
support system for new
people who sometimes feel
they have just been thrown
to the wolves. That is such a
terrible thing to have happen
to somebody who is full of
new ideas, and there is no-
body out there to bounce
ideas off or vent frustrations
on.

When we first started peer-
coaching, the people who
came forward weren't the
new teachers. It was the per-
son with 18 or 20 years in
teaching who came to the
first meeting and said, "What
can | do?" "if | could do this,
| could do a better job.” they
were the ones who ... were
looking for something to re-
energize their life and their
teaching.

Peer-coaching gave teach-
ers the power to try things,
to seek out innovation, to
find out about what was go-

ing on in other places.

Yes, committed and competent pro-
fessional can invigorate their
schools when they choose, and are
formally chosen, to be role mod-
els, coaches, and cheerleaders. The
question remains: Is their ability
to "model the way" and "encour-
age the heart” likely to be put to
systematic use in any school dis-
trict?

What About A Shared Vision?

One leadership behavior that
they did not demonstrate was
"envisioning a unigue and ideal
future.” These teachers seemed to
register dreams too hazy to shape
an ideal school. Though commit-
ted to idealistic personal goals, they
were tentative about schoolwide
goals. While recognizing that a
leader is "a strong personality who
has some sense of where she is
going and what she wants to do,"
only two asserted that teachers are
entitled to express "an idea of what
they want the school to be like, and
a willingness to work toward that,
rather than just being in the envi-
ronment and existing and coping
with it.

Some themes emerged: Teacher
leaders want schools to be commu-
nities with more resources for in-
struction and greater influence and
control for teachers. However these
ideas were not expressed persua-
sively enough to "inspire a shared
vision".

A useful picture of teacher lead-
ers had taken form. This picture
had light and dark aspects, and ar-
eas of gray as well. Yet other goals
of the study were unmet. Leaders
or not, did these teachers have an
impact on their high school? Did
their initiative win them recogni-
tion and influence? How was their
influence demonstrated in interac-
tions with colleagues? Was the
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teacher's exercise of leadership
supported by the organizational
culture of their school? What part
could teacher leaders play in the
drama of school reform?

The Costs of Playing by the
Rules

The findings of the next phase
of this study are disconcerting. The
very capabilities that distinguish
teacher leaders from others in the
high school environment - risk-tak-
ing, collaboration, and role mod-
eling - produce tensions between
them and colleagues.

Administrators, for example,
often prefer to avoid risks.
Interviewees typically observed
that:

It's not what the kids leam
that matters to them; it is
whether the boat is rocking
or not.

Sometimes we have differ-
ent missions in schools. As
an administrator, one of your
missions is order and disci-
pline. That is important
within the building, and that
is a primary mission for
them. If they are not doing
that job, nothing else works.
If you have multiple mis-
sions, at times they are go-
ing to conflict with one an-
other.

These comments cut to the heart
of the conflict between administra-
tive need to maintain order and
risk-taking attitudes that naturally
generate some disorder,
Nevertheless, most of these
teacher leaders choose a non-
adversarial stance toward princi-
pals, and their credibility as inno-
vators usually enables them to push
their own priorities. Teacher lead-
ers accept that administrators have
different agendas, and they adjust

by adopting a live-and-let-live atti-
tude.

Also, collaboration between
administrators and teachers is a new
rule of the game. Traditionally,
administrators have not expected to
be influenced by teachers. Teacher
leaders, in general, find this restric-
tive attitude toward teacher initia-
tive to be distasteful. For example:

| am not saying that all ad-
ministrators come with a
chip on their shoulder ready
to do their thing. It's just that
they have been trained to
say. "This is what we are
going to do,” trained to not
ask teachers, to not accept
any kind of direction from
teachers.

Teacher leaders prefer to cooper-
ate with others in order to create
learning options for their students,
themselves and others. However,
administrators, by habit, seem
averse t0 teamwork that disregards
rank-based authority. Teacher lead-
ers do not like this traditional atti-
tude, but pragmatically choose to
ignore the impasse,

Finally, teacher leaders often are
dismayed by the behavior of col-
leagues who don't seem to want the
best for students. Leaders are com-
mitted to student welfare. They like
young people and willingly devote
tremendous time and energy to stu-
dents as individuals; they focus on
students first and subject matter
second. As they put it:

We have teachers who don't
like kids. They don't get them
behind their desks ... they
have to have authority; they
have an "us vs them” men-
tality. They falk about "bad
kids™ and how they are go-
ing to take them on.

Too many high school teach-
ers are content-oriented in-

stead of kid- and process-
oriented.

Yet, they choose not to censure less-
committed colleagues, partly be-
cause they believe that "profession-
alism" requires the freedom to
choose the ends and the means you
wish to adopt for your classroom.

50, just as school-culture norms
prevent teacher leaders from de-
manding public air-time for their
risky teaching ideas and recogni-
tion for their collaborative style,
professional norms restrain them
from openly criticizing teachers
whose commitment to students is
low. Given these cultural and pro-
fessional norms, "teacher leader-
ship" sounds hollow., When a
teacher leader does not audaciously
insist on the best for all young
people, is he or she really a leader?

Teacher Leadership: A
Feminine Paradigm?

Thus, this research indicates
that school culture, as perceived by
these teachers, does not reward (and
perhaps obstructs) risk-taking, col-
laboration, and role-modeling. In
fact, leadership traits such as ini-
tiative, an instinct for teamwork,
and commitment actually can cre-
ate stress for teacher leaders in their
relationships with colleagues.

Despite frustration, teacher
leaders manage conflict, but not by
becoming confrontational. On the

Administrators, by
habit, seem averse
to teamwork that
disregards rank-
based authority.
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contrary, they prefer persuasion.
Their choice of strategies seems 1o
demonstrate nontraditional ideas
about whether leaders are impor-
tant and how change occurs. Many
of these teachers voiced the follow-
ing thoughts:

¢ The label of "leader” sets a per-
son apart from peers and dimin-
ishes his or her ability to bring
about change.

» Leadership is a role played by
one person in a group. The role
seduces the leader into believ-
ing that he or she is the mouth-
piece of the group. Given a
strong group of competent
people, a leader may not be nec-
essary.

o Secondary teachers value their
autonomy and do not wish to
lead or be led.

* As agroup, teachers should ex-
ercise more control over the ini-
tiation and implementation of
change.

e Participatory decision making is
critical. Any teacher who wishes
to participate in a particular de-
cision should be encouraged to
do so.

What do such statements sug-
gest? Maybe these teachers misun-
derstand the nature of leadership.
Or conceivably, as individuals, they
are reluctant to give up their en-
joyment of good teaching for the
uncertain satisfaction of good lead-
ing. Certainly, not one interviewee
aspired to become an administra-
tor.

A third supposition is that if the
behaviors and attitudes commonly
regarded as demonstrating leader-
ship are not acceptable to these
teachers, perhaps they prefer a style
of leading that is not as yet preva-
lent. Notably, a majority did not
consider themselves leaders, de-
spite their influence on colleagues

and appointment to leadership po-
sitions. Could it be that lacking an
alternate set of rules for playing the
leadership game, they choose to
bow out of the leadership arena?

Their preferences are theoreti-
cally and practically significant.
Rosener differentiates between so-
called masculine and feminine
styles of leading.” The masculine
style uses structural power, which
is based on authority associated
with position, title, and the ability
to reward and punish. The femi-
nine style relies on personal power,
which is based on charisma, work
record, and contacts, Masculine
versus feminine styles of leading
also are labeled transactional ver-
sus transformational.

Additionally, these teachers pre-
fer shared leadership, with roles
and tasks distributed among mem-
bers of a group. Individuals move
in and out of membership. Per-
chance, these teachers’' hazy no-
tions of leadership hint at a dy-
namic organizational form for
which an organizational chart does
not as yet exist. Can this organiza-
tional form be described (for want
of better terminology) as feminine
rather than masculine? Unfortu-
nately, not enough information is
available to warrant such generali-
zations,

Dilemmas and Dreams

Paradoxically, though the teach-
ers described here are highly pro-
ficient leaders of their students and
themselves, in their work with col-
leagues they appear to be reluctant
leaders who exercise incomplete
leadership. Their remarks illustrate
how their influence in the high
school is curtailed by school-cul-
ture and professional norms, as well
as self-imposed limits. For ex-
ample, they neither accept nor ful-
fill their leadership role in the
school due to prevalent misconcep-

tions about professionalism and
leadership. To be fair, though, they
seem to reject the leader's job be-
cause they like neither the struc-
ture that props up leaders, nor the
style the role requires.

For me, my research led to some
answers but raised an even bigger
guestion: Can "teacher leadership”
be more than a semi-fulfilled po-
tential? I hope so. I hope the school
of the future will be a formal but
nonhierarchical system that nour-
ishes informal arteries of influence,
a place where the pulse and rhythm
of good teaching and learning are
driven by the capabilities of teacher
leaders. It seems to me that only
then will the potential contribution
of these teachers be realized. Only
then will we genuinely begin the
work of fashioning school environ-
ments within which it is possible
for every student to achieve.

Notes:

I Newsweek, (Fall/Winter 1990),
special issue entitled "The Future
Is Now."

J, M. Kouzes and P. Z. Posner,
(1990), The Leadership Challenge:
How to Get Extraordinary Things
Done in Organizations, (San Fran-
cisco: Jossey-Bass).

1. B. Rosener, (June 1990),
Leadership Study: International
Women's Forum, (available from
the Graduate School of Manage-
ment, University of California,
Irvine,

Meena Wilson is a Research
Associate with the Center for Cre-
ative Leadership, One Leadership
Place, P.O. Box 26300, Greens-
boro, NC 27438-3999,

Reprinted with permission from
FEducational Leadership (March
1993).
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Motivating Teachers
for Excellence

Thomas I. Ellis

ERIC Clearinghouse on Educational Management.

hers are primarily moti
vated by intringic rewards
such as self-respect, respon-

sibility, and a sense of accomplish-
ment. Thus, administrators can
boost morale and motivate teach-
ers to excel by means of participa-
tory governance, inservice educa-
tion, and systematic, supportive
evaluation.

What do we know about work
motivation?

Because motivation is psycho-
logically complex, no general and
comprehensive theory exists, The
beginnings of such a theory, how-
ever, have taken shape from the
writings of influential theorists such
as Abraham Maslow (1970}, Dou-
glas McGregor (1967), Frederick
Herzberg (1964), and, more re-
cently, Edward L. Deci (1975).

Maslow (1970) argues that ev-
eryone seeks to satisfy two basic
levels of needs: lower level needs
(physiological, security, the need
for love and belonging) and higher

level needs (esteem of both self and
others and self-actualization or
achieving one's full potential).
Once any of these needs is met, it
becomes less important as a moti-
Vator.

What are extrinsie and intrinsic
rewards?

According to several authorities,
the proper approach to work moti-
vation lies in a careful distinction
between extrinsic and intrinsic re-
wards. Herzberg (1964) distin-
guishes between extrinsic rewards
surrounding a job (such as salaries,
fringe benefits, and job security)
and intrinsic rewards of the job it-
self (such as self-respect, sense of
accomplishment, and personal
growth), Intrinsic rewards, accord-
ing to Herzberg, are more satisfy-
ing and motivating.

McGregor (1967) is best known
for his two managerial theories,
Theory X and Theory Y, which
emphasize, respectively, extrinsic
and intrinsic rewards. Deci (1975),

in his book INTRINSIC MOTIVA-
TION, shows how injudicious use
of extrinsic rewards can undermine
intrinsic motivation.

What motivates teachers?

Recent studies have shown fairly
conclusively that teachers are mo-
tivated more by intrinsic than by
extrinsic rewards. Pastor and
Erlandson (1982) conducted a sur-
vey which found that teachers per-
ceive their needs and measure their
Job satisfaction by factors such as
participation in decision-making,
use of valued skills, freedom and
independence, challenge, expres-
sion of creativity, and opportunity
for learning. They concluded that
high internal motivation, work sat-
isfaction, and high-quality perfor-
mance depend on three "critical
psychological states”: experienced
meaningfulness, responsibility for
outcomes, and knowledge of re-
sults.

Sergiovanni likewise found that
teachers obtain their greatest satis-
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faction through a sense of achieve-
ment in reaching and affecting stu-
dents, experiencing recognition,
and feeling responsible.

What can administrators do to
encourage teachers?

In a survey conducted by
Brodinsky and Neill (1983), a ma-
jority of school administrators (and
teachers) cited three policies that
effectively improved morale and
motivated their staffs: shared gov-
ernance, inservice education, and
systematic, supportive evaluation.

Shared governance, or partici-
patory management, enhances
teachers' professional status and
their "ownership” in the planning
and operation of the school. Thus,
shared governance gives teachers
a vested interest in school perfor-
mance and also promotes harmony
and trust among teachers and ad-
ministrators. The results of such
cooperation can be dramatic: in Salt
Lake City, a shared governance
policy enacted eight years ago en-
abled teachers and administrators
jointly to develop a districtwide
accountability plan, an evaluation/
remediation process, a salary pro-
gression program, and a curricu-
lum reform which emphasized ba-
sic skills.

Formal or informal inservice
education promotes sharing of ideas
and interdependence among teach-
ers. Informal education can include
resource sharing or conversations
among teachers about professional
concerns; formal education can in-
clude workshops and seminars.
Either kind of inservice tends to
improve instructional technigues
and enhance professional self-
awareness.

How can an evaluation system
help to motivate teachers?

An evaluation system, if well

designed, provides teachers with
the necessary feedback to assess
their own professional growth. A
poorly designed evaluation system
can be disastrous, pitting teachers
against administrators and engen-
dering anxiety, mistrust, and re-
sentment.

Administrators should encour-
ape teachers to take part in the de-
sign and implementation of a prac-
tical, research-based evaluation
system customized to individual
district needs. The main purpose
of evaluation should be to provide
information to help teachers im-
prove their teaching performance.

Accordingly, a good evaluation
system should reflect respect for
individual worth and dignity by
encouraging teachers to set per-
sonal and organizational objectives.
An evaluation system should also
foster imagination and creativity,
recognize work well done, and in-
volve both self-appraisal and ap-
praisal of others.

This digest was prepared for the
ERIC Clearinghouse on Educa-
tional Management, 1984. This
publication was prepared with
funding from the Office of Educa-
tional Research and Improvement,
U.S. Department of Education,
under OERI contract. The opinions
expressed in this report do not nec-
essarily reflect the positions or
policies of OERI or the Department
of Education.
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Lessons for Principals from

Site-Based Management

An elementary school principal says the
advantages of school-based management
far outweigh the drawbacks, and he offers

eight suggestions to ease the transition

Abby Barry Bergman

e decision was made. Our
I staff had voted to accept the
superintendent's offer to try
a new approach to school decision
making: site-based management.
As with any innovation proposed
in a school community, I met the
prospect with both enthusiasm and
concern. Our small elementary
school was working well. The
Ralph 8. Maugham School's repu-
tation for academic excellence, cre-
ativity, and a spirited, involved, and
dedicated staff was widely acknowl|-
edged. Why should we tamper with
something that was working well?
How would my role as the princi-
pal change?
Frankly, I was pleased with the
degree of sharing that was already

established in the school; 1 also
enjoyed the prerogative to make
important decisions on my own,
knowing full well that the staff ex-
pected everything would fall into
place. Somehow, they didn't seem
to want to be bothered with the in-
tricacies of the hundreds of deci-
sions made every day. I was a bit
worried. Isn't site-based manage-
ment most often recommended for
troubled schools that require ma-
jor restructuring?

Learning to Let Go

Tenafly, New Jersey, is a well-
to-do suburban community of ap-
proximately 13,500 residents lo-
cated within a few miles of New

York City. The community has
consistently demonstrated an active
interest in, and willingness to sup-
port, quality educational programs.
Our public school district consists
of four elementary schools, one
middle school, and one high
school.

My own leadership style can
best be characterized as organized
and responsive. I had made count-
less arrangements to ensure that the
school ran smoothly and stayed on
an even keel. To the degree that I
could provide assistance to teach-
ers and take care of their concerns,
I felt that I was fulfilling the role
of an involved, active principal. As
my experience with site-based man-
agement unfolded, however, [ found
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that I needed to learn to let go and
provide the means for people to
solve their own problems.

This process of "letting go” can
be likened to a tightly wound watch
spring. As we moved toward site-
based management, I had to let it
unwind incrementally; with each
release of the spring, new poten-
tial energy was realized. The re-
wards for all of us soon became

apparent.

Charting New Paths

In the spring of 1990 at staff
meetings, we designed the configu-
ration for a school leadership coun-
cil. After examining various mod-
els, we decided on the following
arrangement:

* four teachers: one from a pri-
mary grade, one from an inter-
mediate grade, one specialist,
and one additional teacher at
large (if possible, a nontenured
teacher);

e three parents: representing both
those who are actively involved
in our parent organization and
those who are not;

¢ the school principal;

* 3 noncertified staff member
(secretary, aide, or custodian);

e a member of the board of edu-
cation;

e 3 central office administrator.

Then, in a self-directed meet-
ing, the school staff elected repre-
sentatives to the council, the par-
ent body followed a similar proce-
dure, the superintendent appointed
a central office administrator, and
the school hoard president selected
the board member representative.

Lesson 1: Learn to Listen

In the fall, we held our first
meeting as a school leadership
council. Bena Kallick, our district's

consultant for site-based manage-
ment, was the facilitator, Through
our involvement with her, we
learned many of the skills and tech-
nigues associated with site-based
management. More important, we
learned them within the context of
our own deliberations - not an iso-
lation from real problems.

Our first step was to develop a
school philosophy. We worked in
cooperative groups, employing and
practicing the techniques many of
us had learned to use in classrooms.
In the process, one of the most
important lessons we learned is that
in order to really listen, you must
move beyond simply hearing the
content of what is said. You must
hear some of the emotion, concern,
and passion with which points are
made. 1 discovered that by para-
phrasing what someone is saying
and checking whether my under-
standing matches the intention,
communication is clarified for both
parties. As a result, | hear some
teachers in a new way for the very
first time. What an insight!

Lesson 2: Establish Patterns for
Communication

Defining a school philosophy
became a significant task for our
fledgling group. After producing
our first draft, council members
volunteered to meet with 7 to 10
members of the community to share
our efforts, check whether our be-
liefs were consistent with their
views, and then report results to
the council. Some teachers met
with other teachers who were not
members of the council; other
teachers met with parents; some
parents met with non-parent citi-
zens; the secretary met with our
clerical staff: the board member
interviewed other board members;
and 1 chose to work with our grow-
ing Hispanic community.

Through these interchanges, we

With a move to
site-based
management,
decisions may be a
little slower in
coming, but they
will be more
enduring.

listened to the ideas of others, re-
fined our perceptions, became at-
tentive to our audience, and raised
our collective consciousness about
what a school philosophy means.
In order to represent the collective
thinking, we synthesized the vari-
ous viewpoints into statements
about our values as a school com-
munity.

Lesson 3: Understand
Individual Styles

The format of the meetings to
gather community input took sev-
eral forms, from informal conver-
sations to more structured discus-
sions. Two teachers invited small
groups of parents to early morning
coffees. Another staff member in-
terviewed all the school aides after
lunch. One teacher laid out a folder
containing our working draft in the
faculty room and asked for feed-
back.

Initially, I wasn't comfortable
with this mix of approaches. It
wasn't "neat"; there seemed to be
little consistency in how we were
spreading our wood. [ learned,

24

ASCD Review



though, that once others are en-
trusted to fulfill such functions, a
variety of styles will emerge, re-
flecting the individual personalities
within a group. While I cannot dia-
gram the pattern of communication
with clearly placed lines and ar-
rows, I can say that what we did
worked! Information was shared
liberally and in an unfettered fash-
n. After modifications resulting
from the input we gained, a gen-
eral consensus arose within the
school and community, and our
philosophy was published. The
three basic precepts are:

1. We strive to provide a nur-
turing environment in which all
children can flourish, enhancing
their self-worth.

2. We strive for academic qual-
ity in a stimulating school environ-
ment.

3. We value close ties among
children, staff, parents, and the
community.

Lesson 4: Promote Open
Communication

As the council met throughout
the year, we learned how to pro-
cess information and feelings in
group work by "freezing” a state-
ment to seek further clarification
and more open communication. By
acknowledging the emotion behind
a member’s remarks, we found that
our discussions took on a new free-
dom and honesty.

Previously, during such inter-
changes, I had attempted to protect
group members by trying to keep
feelings from surfacing that might
be hurtful or impede our progress.
What I learned, though, is that such
feelings must be aired. We found
that by expressing and dealing with
divergent opinions, we made far
more progress than by trying to
minimize them. Teachers began to
face one another without my inter-
vention.

Figure 1

Patterns of Communication
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Lesson 5: Work to Build Trust

A mew level of trust began to
develop within the group. Before
long, we were taking turns leading
the meeting, exercising our skills
in setting agendas, assigning roles
(facilitator, recorder, timer, and
process observer), and evaluating
our progress. Divergent ideas re-
sulted from brainstorming sessions
in an atmosphere of mutual respect.
Reaching consensus, we discov-
ered, does not mean total agree-
ment, but rather a willingness
among all members to accept a
decision,

As we refined our decision-mak-
ing processes, we began to see the
connections among the various
tasks we were tackling: determin-
ing our school philosophy, analyz-
ing sources of frustration, defin-
ing priorities, and generating alter-
natives. We assumed ownership for
our individual assignments and re-
ported findings of our own "re-
search” to the entire group. One of
the more important and broadly felt
realizations was that we looked for-
ward to our meetings and to the

sense of accomplishment shared.
We truly enjoyed our times to-
gether,

Lesson 6: Think with New
Perspectives

One of the important issues pre-
sented to our council mid-year was
the frustration staff members felt
within a busy, stressful day. The
parade of classroom interruptions,
pull-out programs, and short, un-
productive spurts of planning time
- all contributed to a feeling that
staff members longed for more
"quality time". In light of the daily
demands on student and teacher
time, I might have thrown up my
hands, deemed the problem impos-
sible to solve, and then felt thwarted
by not being able to provide any
relief. But, this time, [ held back
for a while.

In our council meetings, we fo-
cused on the tempo of our teach-
ers’ day, contrasting this with what
we considered to be guality time
in our own lives. Council members
wrote about what the concept meant
to them in their personal lives, and
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students described their notions of
quality time. Before long, we be-
gan to see how we might build more
quality time into our days. For ex-
ample, we knew that we enjoyed
our times together as a staff solv-
ing problems, sharing joys and sor-
rows, and providing professional
and personal support for one an-
other. We then looked for time
within our day that could be used
to foster what we valued.

One solution was to schedule
our monthly faculty meetings early
on Monday morning, instead of in
the afternoon. In this way, we would
be able to use the large chunk of
time, in the afternoon, to address
faculty concerns: sharing new book
titles for our literature-based read-
ing program, talking about indi-
vidual youngsters who might pose
a particular challenge, or dealing
with other matters brought directly
from the staff. Certainly, some
compromises needed to be made.
The early morning meeting would
allow less time than our traditional
after-school faculty meetings. How-
ever, we found that many teachers
are more attentive and forthcom-
ing with fresh ideas at this time.
While we may not have actually
gained more time for staff delib-
erations, we found new frames of
reference for faculty meeting times.
And we might never have arrived
at this happy arrangement had we
not learned to look beyond the
school walls to gain new perspec-
tives about perceived problems.

Lesson 7: To Promote
Autonomy, "Let Go"

It had been my usual practice
to send memos to remind staff
about meetings and commitments
as a date or deadline approached.
When it came time for us to ex-
periment with having an early
morning faculty meeting, I felt cer-
tain that several people might be

late or even forget about the new
time. Since this was a council de-
cision, however, I was advised to
leave it to the members to apprise
their colleagues of our new format.

When individuals feel that they
are a part of a decision, they as-
sume more responsibility for imple-
menting it than if the decision is
made for them. This may sound like
a simplistic observation, but when
you see it for yourself, there is an
important lesson to be learned. If
you want to promote an autono-
mous staff, then you must allow
things to happen without checking
every step of the way. As the mem-
bers of our council sensed a grow-
ing control, their commitment and
enthusiasm for their work together

grew.

Lesson 8: Take Time for Self-
Reflection

Self-analysis and reflection
proved to be an invaluable outcome
of our one-year experience.
Through our deliberations, |
learned to examine my own lead-
ership style. For example, I real-
ized that I had become quite com-
fortable accomplishing many tasks
in isolation - from scheduling to
budgeting to planning for program
implementation. Now there was a
new mechanism available for gain-
ing staff and community input into
decisions that might have a signifi-
cant impact upon the school.

Through our deliberations as a
council, I developed a better ap-
preciation of the frustrations and
perceptions of our staff members.
I became mor empathetic about the
time pressures they felt. I also ex-
amined my relationships with staff
and my own reluctance to delegate
tasks. In the past, | had always tried
to jump in and solve problems for
teachers, rather than empowering
them to feel that they might pos-
sess the solutions. My own desire

to be responsive may have impeded
others at school from assuming
leadership functions.

The Added Benefits

With a move to site-based man-
agement, decisions may be a little
slower in coming, but they will be
more enduring. Staff members who
may have been reluctant to assume
responsibility - feeling "it's the
principal’s problem, not mine" -
will feel a part of the process. With
the realization that their input is
valued comes a new sense of com-
mitment. The process of site-based
management also allows the prin-
cipal to assume a new level of in-
volvement, seeing situations from
the vantage point of others.

The process requires self-exami-
nation, role analysis, and meaning-
ful reflection. Working with a
school council in a participatory
fashion helped to free me from the
loneliness that often accompanies
leadership. The experience also led
to new understandings about human
and group dynamics, as well as a
compelling legitimacy for solving
problems in a collegial fashion,

As principals wend their way
through the many passages of site-
based management, there will be
moments of confusion and frustra-
tion. There will be times when you
think you're losing control over
time-honored prerogatives. But take
it from one who has been there,
Any perceived drawbacks pale in
comparison to the substantial ben-
efits of the approach.

Abby Barry Bergman is Prin-
cipal, The Ralph § Maugham
School, Tenafly, NJ 076790. Bena
Kallick assisted in the preparation
of this article.

Reproduced with permission from
Educational Leadership (September
1992).
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Helping Children to Learn:
Contracts of Three Parties

Margaret S. G. Chan & Lily Y. §. Wong

pils come to school with the
Furpose to learn. However,
some pupils are not learning.
The reasons are many and varied.
Research tells us that if pupils are
motivated to learn, they will do well
in school. If teachers are effec-
tive, their pupils will benefit from
their teaching. And if parents are
supportive and encouraging, their
offsprings will excel in their aca-
demic performance.

Oftentimes, pupils are blamed
for being unmotivated to learn, and
that's why they do not achieve in
school. On the other hand, teach-
ers are criticized for being ineffec-
tive, hence, their pupils do not learn
well. Others accuse parents of not
providing quality time and support
to their children.

In a class of very normal pu-
pils, we may be surprised to know
that these pupils too have needs of
different kinds. These needs are
special and unigue to each of them.

If we, teachers and parents, do not
bother to find out from them their
perceived needs, we will never
know. And some of these needs
may become obstacles to learning
and development if they are ig-
nored.

Working with three parties - Pu-
pils, Teachers and Parenis

Pupils

It is useful to help pupils set
their own learning goal, so that
their learning behaviours are di-
rected. Besides, with a learning
goal set by themselves, they are
made accountable for and be re-
sponsible to their own learning.
Setting goals is an effective moti-
vation strategy. Bandura and
Schunk (1981), and Zimmerman
(1989) found that pupils who set
short-term goals for learning math-
ematics actually liked the learning
activities which they once thought

was dreadful. Their intrinsic in-
terest and feelings of self-efficacy
and mathematical skill were higher
than those who did not set learn-
ing goals.

Teachers

Feedback is informative and
useful to any performer. Feedback
from pupils is useful information
for teachers to modify their teach-
ing speed, style, and approaches.
But if teachers do not invite honest
feedback from their pupils, and
simply try to improve their teach-
ing on the basis of their own per-
sonal perception, evaluation and
reflection, their improvement may
not meet the needs of their pupils.
However, if teachers get feedback
from their pupils, they can then
adjust their teaching accordingly to
cater to the needs of the children
in their class. And that is more
effective than merely teach based
on what they think is good teach-
ing.
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Parents

Like teachers, parents normally
will not get feedback from their
children. They will simply pro-
vide what they themselves think
children need, such as food and
fun. They rarely realize the im-
portant role played by their subtle
support and encouragement in
children's learning. Again, even
if children verbalize their needs
openly, parents may overlook those
that really are related to learning.
Unless children write down and
have their needs endorsed by their
parents and monitored by their
teachers will the needs be taken
seriously. The written suggestions
of help that children hope to get at
home give parents specific ideas for
supporting learning.

If teachers and parents work
hand-in-hand to help children
learn, the effect is greater than
working alone by one single party
at home or in school. To provide
the necessary conducive learning
support to meet the learning needs
of children, teachers and parents
must work together with the pu-
pils to reach the learning goals set
by the pupils. To do that, a con-
tract should be set up to bind each
of the three parties: the pupils, the
parents and the teachers.

In order to try this out, the first
author, a class teacher of Primary
5, experimented this plan with her
pupils, a class of high ability chil-
dren. Her objective was to bind
the effort of the three parties so that
each would do the best for the
maximum learning of the children.

Procedure

Using their performance in the
first continuous assessment (CAT)
in Term One as a guide, pupils were
encouraged to set their own targets
of performance for the first
semestral assessment (5A1) in

Term Two. They were told that
their targets should be high but re-
alistic. It took 20 to 30 minutes to
set their targets on paper. After
the targets were set, pupils were
told that they need to come up with
an action plan in order to achieve
them. The action plan comprises
three parts:

(a) What the pupils themselves
have to do?

(b) What kind of help they want
from their teacher?

{c) How can their parents help
them at home?

Before they set their targets, the
pupils were asked 1o discuss the
prospect of the project in groups.
They were very enthusiastic and
generated many interesting ideas
for them to work on their action
plan. They were explained that
each of them was unigue and had
different abilities and needs. Hence
they had to draw up their own ac-
tion plan to suit their own special
requirements. They were given
ample time to think over carefully
and to work on it at home, together
with their parents if necessary.

The pupils were told that the
action plan was a kind of written
contract or promise whereby each
of the parties - pupil, teacher and
parent(s) - had a role to play. To
bind the parties to the contract, all
of them had to sign their names to
indicate that they had agreed to play
a part to the best of their abilities.
The pupils signed their names will-
ingly. The class teacher, signed and
noted the requests and help which
pupils needed from her in English,
Mathematics and Science, the sub-
jects she taught them. Most of the
parents signed willingly with the
exception of the parents of one child
who asked her parents to give her
more freedom and not to give her
any tuition. After some negotia-
tion and compromise between

Pupils who set
short-term goals
for learning
mathematics
actually liked the
learning activities
which they once
thought was
dreadful.
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Figure 1: Performance target and action plan of a pupil
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teacher and parents, the latter
agreed and signed the action plan
for their child. Figure 1 is an ex-
ample of a pupil's performance tar-
get and action plan. To help pu-
pils study in a more systematic
manner, they were taught how to
draw up a study plan. The pupils
placed a sheet of transparency on a
dummy timetable designed by the
class teacher, with the days of the
week and the times of the day.
Pupils then filled in the subjects
they wanted to work on and in any
of the time slots that they had cho-
sen. At the end of the week, they
were to review their study plan and
made appropriate changes. This
was revised and amended several
times until they were happy and
comfortable with their study plan.

If teachers get
feedback from
their pupils, they
can then adjust
their teaching
accordingly to
cater to the needs
of the children

in their class.

Action taken by the teacher

Besides modifying her teaching
approaches, the class teacher tried
to cater to the individual needs as
far as they are reasonable. Fur-
thermore, to help the pupils to
study more effectively in school and
at home, the class teacher also
taught them study skills. Both the
study plan and the study skills were
modified from a school project
which was shared with other
schools at a professional sharing
session. The activities of the study
skills for the primary pupils in this
study are similar to those of the
PQ4R Method developed by Tho-
mas and Robinson (1972). They
are, however, made simpler and
more practicable for younger learn-
ers to follow. A brief outline of
the study skills is given below.
(a) Before the Lesson

Reading ahead - Pupils are to
look at the title and section head-
ings to find out what the chapter is
all about. For each section, the
pupils are to take note of the sa-
lient points by underlining the key
words and phrases.
(b) During the Lesson

Listening skills - Pupils are to
listen attentively to the topic and
purpose of the lesson. They are to
take note of the important points,
and towards the end of the lesson
they are to listen to the summary.
(c) After the Lesson

Lesson review - Pupils are re-
quired to write out the lesson sum-
mary immediately after the lesson.
On-going skill practice-—-Pupils are
advised to apply what they have
learnt in as many different situa-
tions and levels so as to give them-
selves ample chance to practise and
transfer what they have acquired.

During the first few weeks, the
class teacher (the first author)
monitored the pupils' progress and
gave them, especially the weaker

ones, a lot of encouragement. Ad-
ditional help was also provided by
pairing a weaker pupil with a
brighter pupil for cooperative learn-
ing. The two of them sat side by
side in class so as to facilitate this.
Altogether six pupils were involved
in this cooperative learning pro-
cess. All three weaker pupils
showed significant improvement
after one term. In fact, one of
them, Amy Ong came up to tell the
teacher that she could not help Nora
any more as Nora had become as
good and sometimes even better
than her. Both of these pupils
scored A" for Mathematics in their
Semestral Assessment in the Sec-
ond Term, a target which they had
set up for Mathematics.

Results of the Semestral Assess-
ment in Term Two

All the pupils in Primary 5D
are in the EM1 (English and
Mother Tongue as First Language)
stream. They sat for 5 subjects in
the Semestral Assessment One,
The subjects are English, Math-
ematics, Science, Mother Tongue
and Higher Mother Tongue. Sur-
prisingly, all of the pupils scored
A" and A for English, Mathemat-
ics and Science, a performance
which matched their target or above
it.

From the informal feedback,
many pupils reported that the tar-
get setting and study plan were
helpful. They believed that they
had a goal and a systematic way of
studying to help them achieve their
target. Most of the pupils also
mentioned that by signing their
action plan, their parents became
involved and the parents’ support
and encouragement contributed sig-
nificantly towards their perfor-
mance in the Semestral Assessment
One.

Recalling a scenario in the be-
ginning of the academic year, the
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To provide the
necessary
conducive learning
support to meet
the learning needs
of children,
teachers and
parents must

work together with
the pupils to

reach the learning
goals set by the
pupils.

first author remembered one par-
ticular pupil, Carl. Carl was far-
ing badly in his studies. He was
bottom of the class in the Continu-
ous Assessment One. He did not
qualify for the EM1 stream but his
parents insisted that he opt for it
even though Chinese was his weak-
est subject. His work attitude was
poor and he was inattentive in class.
He passed up incomplete work and
often did not do his homework. His
Chinese language teacher and his
class teacher sent for his parents
several times about his work and
work attitude.

Initially, he was paired off with
David, the top boy in the class to
work together, but they turned out
to be incompatible. He was, later,
paired with another boy, Zainal.
This time the two worked well to-
gether and got along fine. The
teachers gave him individual atten-
tion and a ot of encouragement.
Together with the target setting and
the study skills taught, slowly and
steadily, Carl began to show im-
provement in his studies. His atti-
tude towards school became posi-
tive and he began to participate
more actively in class. His par-
ents noted his all round improve-
ment and were very grateful to the
teachers' effort and they sent a let-
ter of appreciation to the class
teacher.

Conclusion

All pupils in the class showed
improvements in their performance.
They achieved their targets in vary-
ing degrees. The positive change
in the pupils' studies and attitude
towards school were due to the tar-
get setting by the pupils, support
and encouragement from the par-
ents and the caring and consider-
ation given by teachers to pupils.
The implementation of the study
plan and study skills which helped
the pupils to study more system-

atically and organised their time
more efficiently also had a large
part to play. This was evidenced
in Carl's comments:

It helps me organise my
time. When | use the study
plan, | find that | have more
time for things like practis-
ing my piano which is rather
time-consuming.

If this works with a high ability
class, the effect of the contract of
three parties on the average and low
ahility pupils will also be of inter-
est to teachers and parents. The
benefits to these children are un-
imaginable.
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What is Attention
Deficit Disorder?

Mary E. Scott

ERIC Clearinghouse on Handicapped and Gifted Children

any teachers and parents
have received and will
ntinue to receive the di-
agnosis of Attention Deficit Disor-
der (ADD) for children who have
problems. The American Psychiat-
ric Association (APA) has identi-
fied and defined this disorder. Ac-
cording to the American Psychiat-
ric Association (1980), ADD is in-
dicated when children display in-
appropriate inattention, impulsiv-
ity, and sometimes hyperactivity for
their mental and chronological age.
ADD may be diagnosed as with or
without hyperactivity. Approxi-
mately 20% of the population will
be diagnosed as having ADD.
Teachers and parents are the
ones who usually seek help for
children who exhibit the problems
associated with ADD. Children
from ages B to 10 years are most
likely to be referred and diagnosed
as ADD. The younger the child is

when diagnosed as ADD, the more
severe form of ADD they are likely
to show. Conversely, if preadoles-
cent and/or adolescent children are
diagnosed, they will usually show
a less severe form of ADD. ADD
is most obvious in situations that
call for self-application or in group
situations, and may be absent in a
one-to-one situation or in a situa-
tion that is novel to the child. These
facts should be kept in mind as the
criteria used for diagnosis of ADD
are considered.

What are the APA
Characteristics of ADD?

The American Psychiatric As-
sociation (1980) uses the follow-
ing criteria for diagnosing ADD,

1. Inattention (will exhibit at least
three of the following): — often fails
to finish things he or she starts --
often seems not to listen — is eas-

ily distracted -- has difficulty con-
centrating on schoolwork or other
tasks requiring sustained attention
- has difficulty sticking to a play
activity

2. Impulsivity (will exhibit at least
three of the following): — often acts
before thinking -- shifts excessively
from one activity to another -- has
difficulty organizing work (this not
being due to cognitive impairment)
--needs a lot of supervision -- fre-
quently calls out in class — has dif-
ficulty awaiting turn in games or
group situations

3. Hyperactivity -- ADD may be
diagnosed as with or without hy-
peractivity (if hyperactive, will
show at least two of the following):
-- runs about or climbs on things
excessively -- has difficulty sitting
still or fidgets excessively — has
difficulty staying seated -- moves
about excessively during sleep -
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is always "on the go" or acts as if
"driven by a motor”

4. Onset before age 7.
5. Duration of at least 6 months.

6. Not due to schizophrenia, affec-
tive disorder, or a severe or pro-
found mental retardation.

When a child shows the appro-
priate criteria, the diagnosis of
ADD will be given.

Associated Problems of
Children with ADD according
to the APA Criteria

Teachers and parents who deal
with children with ADD will need
to deal with and work on improv-
ing children’s attention skills, im-
pulsivity, and hyperactivity, if
present. Further research indicates
that self-esteem and social skills
will also need to be remediated.
Perceptual and conceptual skills are
also affected and need to be worked
on. Finally, since ADD seems to
affect children's reinforcement re-
sponses and intrinsic motivation as
well, effective reinforcement sys-
tems need to be found. Many of
these remediation needs in ADD
children are intercomnected and
approaches will impact one an-
other.

What are possible causes of
ADD?

Researchers still stress that no
conclusive evidence on ADD is
available but indications are lean-
ing toward some probability of
ADD being genetic, prenatal, or
physical in nature. Because of the
nature of possible causes, medica-
tion is often tried as an answer 1o
the problems seen in ADD chil-
dren. However, no one medication
has been found to be successful

with all ADD children. Dexedrine,
Ritalin, and Cylert are commonly
prescribed. Active research into the
causes is ongoing.

What are some directions for
teaching students with ADD?

ADD is often diagnosed as sec-
ondary to other learning difficul-
ties which may range from learn-
ing disabilities to emotional distur-
bance. The earlier the diagnosis can
be made and remediation begun,
the better the chances of avoiding
these other complicating difficul-
ties.

As indicated by the name of this
disorder, attention skills will need
extensive work. Attention is an
important prerequisite for all learn-
ing and success in school. Students
will need to learn to finish work
once started. They will need to
learn to listen and be helped to have
as few distractions as possible.
Additionally, they should be pro-
grammed to build up their length
of attention span. Some sources of
ideas for this attention building are
listed at the end of this digest.

Impulsivity is also an area need-
ing remediation. Students will need
to stop and think before they an-
swer or begin work. This will re-
quire much supervised remediation
at first but this control must even-
tually become self-controlled on the
student's part. Activities and plans
for working with impulsivity are
available.

Hyperactivity or an inability to
control movement, if present, can
interfere with attending and learn-
ing. Teaching students how to slow
down and become aware can in-
clude activities such as "The Turtle
Imagery Procedure”; this activity
teaches children to say they will go
slow, like a slow turtle, in a struc-
tured program that includes more
inclusive exercises. Other helpful
methods include modeling of ap-

propriate behavior by adults, self-
confrontation with videotape, role
playing, biofeedback, and relax-
ation.

One major problem students
with ADD will encounter is in the
area of effective socialization with
peers. It is part of a cycle that when
students fail to make friends and
get along with others, the students
then also have negative feelings
about themselves.

Other specific skill deficits in
perceptual and conceptual areas
will also need attention. Much of
the work in this area focuses on
the task to be taught and uses a
strong behavioral approach empha-
sizing incremental learning steps.

ADD seems to affect reinforce-
ment response. But for any
remediation program to succeed,
parents and teachers will need to
find out what would be potentially
reinforcing for a student, and then
a reinforcement schedule can be-
gin to be planned. Success for those
students is crucial.

This digest was created by
ERIC, the educational resources
information center. This publica-
tion was prepared with funding
from the Office of Educational
Research and Improvement, U.S.
Department of Education, under
OERI1 contract. The opinions ex-
pressed in this report do not nec-
essarily reflect the positions or
policies of OERI or the Department
of Education.
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Praise in the Classroom

Randy Hitz and Amy Driscoll

ERIC Clearinghouse on Elementary and Early Childhood Education

ost educators agree that
children need to be in
upportive, friendly envi-

ronments. But recent research in-
dicates that some teacher attempts
to create such environments by us-
ing praise may actually be coun-
terproductive.

The purpose of this digest is to
give teachers new insights into ways
to make their statements of praise
more effective and consistent with
the goals most early childhood edu-
cators have for children, namely,
to foster self-esteem, autonomy,
self-reliance, achievement, and
motivation for learning. Most
teachers praise students in order to
enhance progress toward these
goals. However, current research
poses the possibility that some
common uses of praise may actu-
ally have negative effects in some
or all of these areas.

Praise: Effects on Self-esteem
and Autonomy

Some praise statements may

have the potential to lower students’
confidence in themselves. In a
study of second graders in science
classrooms, Rowe (1974) found that
praise lowered students' confidence
in their answers and reduced the
number of verbal responses they
offered. The students exhibited
many characteristics indicative of
lower self-esteem, such as respond-
ing in doubtful tones and showing
lack of persistence or desire to keep
trying. In addition, students fre-
quently tried to "read” or check the
teacher's eyes for signs of approval
or disapproval,

In a series of six studies of sub-
jects ranging in age from third
grade to adult, Meyer (1979) found
that under some conditions, praise
led recipients to have low expecta-
tions of success at difficult tasks,
which in turn decreased the per-
sistence and performance intensity
at the task. It seems that certain
kinds of praise may set up even the
most capable students for failure.
No student can always be "good"

or "nice” or "smart.” In order to
avoid negative evaluations, students
may tend not to take chances and
attempt difficult tasks.

FPraise as a Motivator

Many teachers attempt to use
praise as a form of positive rein-
forcement in order to motivate stu-
dents to achieve and behave in posi-
tive ways. However, as Brophy
(1981) points out, trying to use
praise as a systematic reinforcer in
a classroom setting is impractical.
Even if teachers were able to praise
frequently and systematically, say
once every 5 minutes, the average
student would still be praised less
than once every 2 hours. Brophy's
research disclosed the reality that
much teacher praise is not deliber-
ate reinforcement, but rather, is
elicited by students—the students
actually condition the teacher to
praise them,

Even if teachers could praise
students systematically, there is still
some indication that such praise

November 994

35



Research
demonstrates that
various forms

of praise can have
different kinds

of effects on
different kinds

of students

would not be effective. Research-
ers point out that at best praise is a
weak reinforcer. Not all young chil-
dren are interested in pleasing the
teacher, and as children grow older,
interest in pleasing the teacher di-
minishes significantly. Esler (1983)
reports that correlations between
teachers' rates of praise and stu-
dents’ learning gains are not always
positive, and even when correla-
tions are positive, they are usually
too low to be considered signifi-
cant.

Some researchers (Martin,
1977; Stringer and Hurt, 1981)
have found that praise can actually
lessen self-motivation and cause
children to become dependent on
rewards. Green and Lepper (1974)
found that once teachers began
praising preschool children for
doing something they were already
motivated to do, the children be-
came less motivated to do the ac-
tivity.

Research demonstrates that vari-
ous forms of praise can have dif-
ferent kinds of effects on different
kinds of students. Students from
different socioeconomic classes,
ability levels, and genders may not
respond in the same way to praise.
The use of praise is further com-
plicated by the fact that it may have
differential effects depending on the
type of achievement being mea-
sured. For example, praise may be
useful in motivating students to
learn by rote, but it may discour-
age problem solving.

Praise as a Classroom
Management Tool

Teachers of young children are
especially likely to try to use praise
as a way to manage individuals or
groups of children. A statement
such as "I like the way Johnny is
sitting,” is often aimed not only at
Johnny's behavior but also at nudg-
ing children in the group to con-

form. Teachers of older students
would never get away with such
control techniques. Even young
children who may not be able to
articulate their frustration with such
blatant manipulation may show
their resentment by defiantly refus-
ing to conform or by imitating the
*misbehaving” child.

Kounin (1970) did extensive
observations in kindergarten class-
rooms in order to gain insight into
effective management practices. He
found that smoothness and main-
tenance of the momentum of class-
room instruction and activities were
the most powerful variables in con-
trolling deviant behavior and main-
taining student attention. Praise did
not contribute to effective class-
room management.

Praise versus Encouragement

Research does indicate that there
are effective ways to praise students.
The terms "effective praise” and
"encouragement” are often used by
researchers and other profession-
als to describe the same approach.
In this paper, we will refer to both
as "encouragement.”

To praise is "to commend the
worth of or to express approval or
admiration" (Brophy, 1981, p.5).
Dreikurs and others (1982) say that
praise is usually given to a child
when a task or deed is completed
or is well done. Encouragement,
on the other hand, refers to a posi-
tive acknowledgment response that
focuses on student efforts or spe-
cific attributes of work completed.
Unlike praise, encouragement does
not place judgment on student work
or give information regarding its
value or implications of student sta-
tus. Statements such as "You draw
beautifully, Marc," or "Terrific job,
Stephanie," are examples of praise.
They are nonspecific, place a judg-
ment on the student, and give some
indication of the student's status in
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Ineffective praise
can stifle students'
natural curiosity
and desire to learn
by focusing their
attention on
extrinsic rewards
rather than the
intrinsic rewards
that come from the
task itself

the group.
Encouragement, on the other
hand:

* Offers specific feedback rather
than general comments. For ex-
ample, instead of saying, "Ter-
rific job," teachers can comment
on specific behaviors that they
wish to acknowledge.

o [s teacher-initiated and private.
Privacy increases the potential
for an honest exchange of ideas
and an opportunity for the stu-
dent to talk about his or her
work.

* Focuses on improvement and ef-
forts rather than evaluation of a
finished product.

# llses sincere, direct comments
delivered with a natural voice,

* Daoes not set students up for fail-
ure. Labels such as "nice” or
“terrific” set students up for fail-
ure because they cannot always
be "nice" or "terrific”,

* Helps students develop an ap-
preciation of their behaviors and
achievements.

* Avoids competition or compari-
sons with others,

s Works toward self-satisfaction
from a task or product.

Children have an intrinsic de-
sire to learn. Ineffective praise can
stifle students’ natural curiosity and
desire to learn by focusing their
attention on extrinsic rewards rather
than the intrinsic rewards that come
from the task itself (Brophy, 1981).
This kind of praise replaces a de-
sire to learn with blind conformity,
a mechanical work style, or even
open defiance. On the other hand,

teachers who encourage students
create an environment in which stu-
dents do not have to fear continu-
ous evaluation, where they can
make mistakes and learn from
them, and where they do not al-
ways need to strive to meet some-
one else's standard of excellence,
Most students thrive in encourag-
ing environments where they re-
ceive specific feedback and have the
opportunity to evaluate their own
behavior and work. Encouragement
fosters autonomy, positive self-es-
teem, a willingness to explore, and
acceptance of self and others.

This digest was created by
ERIC, the Educational Resources
Information Center. This publica-
tion was prepared with funding
from the Office of Educational
Research and Improvement, U.S.
Department of Education, under
OERI contract. The opinions ex-
pressed in this report do not nec-
essarily reflect the positions or
policies of OERI or the Department
of Education.
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Preparing Underachievers to Work
in Heterogeneous Groups

Jessica Ball

tudents who underachieve of-
Stﬁ:n lag behind their age-mates

in social maturity and com-
munication skills (Clizbe, Kornrich
& Reid, 1980). Specifically, re-
search has found that underachiev-
ers tend to show deficits in basic
interpersonal skills (e.g., how to
bid for a turn to talk, how long to
talk, how to give and receive feed-
back), role taking, conflict nego-
tiation, and ability to work produc-
tively as part of a team (Deshler &
Schumaker, 1983). These social
deficits typically appear within a
profile of other, interrelated prob-
lems, most often including low self
esteem, lack of motivation in
school, and specific learning diffi-
culties (Clizbe et al.;, 1980;
Deshler, Warner, Schumaker &
Alley, 1983). These problems tend
to be self-perpetuating: apathy, low
self esteem, and specific learning
difficulties produce poor academic
performance, further decrements in

self esteem, and peer rejection.
How can teachers interdict this vi-
cious cycle?

Findings of research indicate
that significant gains across these
problem domains can be made if
teachers take steps to prepare and
involve underachieving students in
task-focused interactions with a
representative mixture of students
in their classes (Ames, 1984,
Feldman, Devin-Sheehan & Allen,
1976; Johnson & Johnson, 1991).
In general, research shows that
well-structured group work that
brings together students with a
range of ability and achievement
can, under certain conditions, im-
prove motivation, self-esteem,
achievement, interpersonal rela-
tionships, discipline, and life skills
(Slavin, 1983a). These benefits
have been found for students with
special needs (Gartner & Lipsky,
1987) and also for students with-
out special needs who are achiev-

ing at expected levels (Johnson et
al., 1991). Further, in comparative
studies, underachievers show
greater gains on tasks requiring
factual recall, application, problem
solving, and higher order thinking
when they are allowed to work in
heterogeneous groups rather than
in homogeneous groups (Swing &
Peterson, 1982; Hooper &
Hannafin, 1988; Tudge, 1990).
While demonstrated benefits for
underachieving students has been
the main rationale for advocating
the use of heterogeneous grouping
in classrooms, it should be noted
that several studies have demon-
strated benefits for high-achieving
students as well (Slavin, 1983a;
Swing etal., 1982). In the case of
underachievers, gains have often
been attributed to their exposure in
mixed ability groups to high-level
reasoning, problem solving skills,
and social skills when working with
a heterogeneous group of their
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peers. In the case of high-achiev-
ers, gains have been attributed to
the frequent opportunities to give
detailed, elaborate explanations
when working with students with
a range of abilities (Swing et al.,
1982; Webb, 1991).

Despite the accumulation of
positive evaluations of involving
underachievers in heterogeneous
cooperative groups, teachers are
often skeptical about the feasibil-
ity or effectiveness of this ap-
proach. For example, many teach-
ers in Singapore and elsewhere re-
port that mixing underachieving
and normally achieving students in
groups can have negative effects on
peer interaction, classroom man-
agement, the level of students’ dis-
course, and group productivity.
Reflecting this skepticism, it is not
uncommon to find that the under-
achievers in a class are grouped
together, or denied participation in
groupwork entirely, on the basis
that "they can’t handle the stimu-
lation of group work", "no one
wants them in their group”, or
"they keep other students from
doing their work." Thus, although
underachievers are integrated into
regular classrooms, they are effec-
tively segregated from the "main-
stream” within their classrooms.
This segregation, when it is prac-
tised across many classroom activi-
ties, perpetuates and exacerbates
the academic and social problems
of underachievers. Studies suggest
that disappointing experiences with
integrating underachievers with
their more achieving peers may be
due to inadequate preparation of
students for the social demands of
working in a group. Disappoint-
ing results have also been attrib-
uted to the routine nature of tasks
that teachers often assign to groups,
such that students do not find it
absolutely essential to cooperate in
order to succeed. Often, under-

achievers become bored or disrup-
tive when they are not given es-
sential roles to play in completing
a group task. With one or two
members doing most of the work
on a single group product, under-
achievers may remain involved
while nevertheless being assured of
"success” on the basis of the per-
formance of more active and able
group members.

Studies have shown that low-
achieving students tend to be less
prepared socially to engage in ef-
fective task-related interactions than
normal and high-achieving students
(Swing et al., 1982). Also, they
are more likely to fall into pas-
sive, dependent roles when teach-
ers assign tasks to groups that do
not require reciprocal interdepen-
dence among all members (i.e., the
task could be done just as well by
working alone or by having one or
two members do most of the work)
(Cohen, 1994).

Slavin (1983a) and other inves-
tigators of student groups have con-
sistently emphasized that learning
gains cannot be realised simply by
putting students into heterogeneous
groups and encouraging them to
"work together.” Reinforcing this
point, in a review hy Webb (1991),
studies consistently showed that the
simple frequency of interaction of
students in a group does not pre-
dict their achievement. Rather,
teachers must take steps that influ-
ence the quality of students’ task-
related talk and cooperative effort.
Several studies suggest that the ex-
tent to which students successfully
rise to the challenge of working
together on tasks that require co-
operative effort is positively cor-
related with gains in achievement,
when individuals' prior achieve-
ment is held constant (e.g.,
Leecher, 1988).

Current research findings and
teachers’ experiences suggest that

Studies have shown
that low-achieving
students tend to be
less prepared
socially to engage
in effective task-
related interactions
than normal and
high-achieving
students

in order to realize the potential
benefits of grouping underachiev-
ing students with a representative
mixture of students in their classes,
teachers must take certain steps to
prepare underachievers to work
productively with their peers. Most
importantly, teachers must: (a)
build in a programme of social
skills training prior to and/or dur-
ing group interaction; and (b) en-
sure that group tasks require recip-
rocal interdependence among mem-
bers, rather than sequential or hi-
erarchical interdependence in
which low achieving or less able
members are chronically in the role
of being helped by stronger stu-
dents. These steps, when they are
well conceived and systematically
followed, help to ensure that un-
derachievers can meet the
behavioural requirements of effec-
tive participation in group work
(Hazel, Schumaker, Sherman &
Sheldon, 1982).
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The effectiveness of
group work in
promoting
achievement gains
depends on
whether task
completion requires
each member to
contribute
meaningfully to
task-related
interactions

Heterogeneous groupings within
classrooms

The widely researched ap-
proaches to student groupwork ad-
vanced by Slavin (1983b) and by
Johnson et al. (1991) both involve
students in groups that are repre-
sentative of the whole class com-
position.  Students are held ac-
countable for the learning of all
members in their group. Studies
have shown that when low, me-
dium, and high achieving students
in a class are brought together for
small group work in this way, there
is more frequent giving and receiv-
ing of explanations among all group
members, more elaborative think-
ing, and greater perspective in dis-
cussing materials and tasks
(Johnson et al., 1991). These fea-
tures of students' interactions are
associated with greater depth of
understanding, reasoning, and long-
term retention (Johnson et al.,
1991).

It is ideal if all students in a
class have an opportunity to work

with everyone in the class during
the school year. This gives stu-
dents opportunities to develop and
practice skills needed to work with
a wide variety of people, and pre-
vents an underachieving student
from placing too great a burden on
any one group. Further, the op-
portunity for social interaction
within a group of socially adept
peers promotes the underachieving
student's social skills and their ac-
ceptance by peers (Mize, Ladd &
Price, 1985; Tindall, 1985).

Teaching social skills

Skills specificity. Studies show that
effective social skills training must
focus on behaviours that are spe-
cific and directly relevant to the
desired behaviours in the groups
tasks to be assigned (Miller and
Harrington, 1990). For example,
asking students to "cooperate with
each other” or to "share ideas” is
too broad. Instead, teachers need
to model and allow students to prac-
tice the precise behaviours that are
aspects or components of coopera-
tion or sharing.

Sequencing of social skills lessons.
Some social skills need to be
learned before others (Association
for Supervision and Curriculum
Development, 1990). For example,
students need to learn basic skills,
including getting into their groups
guietly and quickly and keeping
their hands to themselves, before
being expected to learn more so-
phisticated skills, such as encour-
aging others to share ideas, check-
ing for understanding, or resolv-
ing conflicts.

Steps in teaching social skiils.
Several steps are involved in teach-
ing social skills, including:

(1) Helping students to see the
need for the skill in class (e.g., your
group will do better) and in life

(e.g., people will want to be with
you more).

(2) Defining the skill in concrete
terms (e.g., what it looks/sounds
like; variations).

(3) Setting up practice situations.
(4) Allowing time for clarification,
reflection and feedback.

(3) Encouraging further practice
both in and out of class.

Contextualising socital skills learn-
ing. Social skills are best taught
in the context of regular subject
lessons. For example, a single so-
cial skill may be selected for dis-
cussion, demonstration, and role
play for five to ten minutes at the
beginning of a lesson in which there
is going to be a significant group
work activity. Five minutes should
be allocated at the end of the les-
son for reflection and feedback
about how students experienced the
group work and the progress they
made in developing the skill.

Structuring the group task

Group task selection.  Teachers
need to select tasks that are chal-
lenging but within reach, because
unsuccessful groups will not raise
self-efficacy among members
(Schunk, 1990) and may result in
members blaming the under-
achiever for the group's failure.

Clizbe et al. (1980) suggest that
initially grouping underachievers
with normally achieving students
in less competitive or academically
demanding areas, such as sports or
art, is often an excellent way of ini-
tiating underachieving students into
groupwork. In these non-academic
contexts, it is more likely that un-
derachievers who have become stig-
matized or isolated by their peers
will gain peer acceptance, since
their peers may be less anxious
about the impact of the under-
achiever on the performance out-
put of the group.
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Once
underachieving
students are
helped to feel
confident and
competent in
meaningful roles
in the class

as a whole and
in specific group
tasks, the cycle of
rejection, apathy
or behavioural
disruption, and
poor performance
can be broken
and conditions
for improved
achievement and
academic self-
efficacy can be
created.

Individual accountability. Under-
achieving students will tend to dis-
count positive feedback accruing to
the group if they have had to make
little or no personal effort toward
the group's success. Not only will
the experience be of little benefit
to the apathetic group member, but
he or she runs the risk of further
stigmatisation by more active group
members as a "hitchhiker” or "free-
loader."

Ames (1984) found a reduction
in negative ability-related social
comparisons when teachers ensured
that each group member was ac-
countable for performing some as-
pect of the task and the group mem-
bers shared rewards (e.g., points,
praise, privileges) based on their
collective performance.

In Slavin's (1983b) model of
cooperative learning involving het-
erogeneous groups, students are
given time to help each other dur-
ing the group work, and then stu-
dents are tested individually. Indi-
vidual scores (absolute or improve-
ment scores) are combined to form
the group score. Several studies
have shown significant positive ef-
fects of this approach on student
achievement as well as on interper-
sonal relations and self-esteem
(Slavin, 1983a).

Reciprocal interdependence among
members. Slavin (1983b) empha-
sizes that: "Students must have a
reason to take one another's
achievement seriously, to provide
one another with the elaborate ex-
planations that are critical to the
achievement effects of cooperative
learning” (p. 9). The cooperative
group approach developed by
Johnson et al. (1991) involves
group members in cooperative
work toward a single group prod-
uct. Groups are assessed on their
performance on the group task, and
on how well the members worked
together. Several studies have
shown that this approach promotes
higher achievement across levels of
ability and prior achievement
records (Johnson et al., 1991).
Teachers often assign routine
tasks to groups wherein achieve-
ment depends upon more able stu-
dents helping weaker students.
While this arrangement is interde-
pendent, it is hierarchical rather
than reciprocal; that is, the weaker

student's performance is dependent
upon the stronger student’s help,
but not vice versa (Cohen, 1994),
Teachers may unwittingly foster
this arrangement by assigning the
most capable student in a group the
role of group leader. Studies have
shown that when high achievers
assume a helping role in groupwork
in which mutual interdependence
is not essential for successful task
completion, the high achievers ben-
efit, especially by giving explana-
tions to other members, while low
achievers do not benefit, because
they assume the complementary,
passive, dependent role (Swing et
al., 1982).

In short, the effectiveness of
group work in promoting achieve-
ment gains depends on whether
task completion requires each
member to contribute meaningfully
to task-related interactions (Cohen
& Arechevala-Vargas, 1987).
Variations of Slavin's (1983b) "jig-
saw" model of groupwork, in which
each member has a unigue and es-
sential role, task, or set of re-
sources, have been found to pro-
mote positive task-related interac-
tions and high achievement across
levels of ability and achievement
(Johnson et al., 1991; Slavin,
1983a).

Concluding comment

Some teachers, principals, and
parents may view time routinely
spent on helping students to develop
social skills as a waste of time,
detracting from time on academic
skill development. However, given
the broad set of deficits that un-
derachieving students typically
bring to the classroom, a corre-
spondingly broad set of skills be-
yond the academic domain appears
10 be required for ultimate success
in school and after school comple-
tion (Schumaker, Deshler & Ellis,
1986).
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Once underachieving students
are helped to feel confident and
competent in meaningful roles in
the class as a whole and in specific
group tasks, the cycle of rejection,
apathy or behavioural disruption,
and poor performance can be bro-
ken and conditions for improved
achievement and academic self-ef-
ficacy can be created.
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American ASCD members
visit Singapore

n July 9 and 10, Singapore
OhS(‘.‘D hosted a delegation

of 24 American educators
and their spouses. The delegation,
led by Barbara Jackson, Immedi-
ate Past President of ASCD and
Arch Phillips, Jr., Director, Inter-
national Travel Programs, was on
a 19-day swing through South-east
Asia.

In Singapore, the visitors called
at Lian Hua Primary School and
Raffles Girls' Secondary School.
At both schools, our guests had a
first hand look at schools in
Singapore. Next stop was the Cur-
riculum Development Institute of
Singapore for a briefing on curricu-
lum issues in Singapore. Our
guests later called on Mr Wee Heng
Tin, Director of Schools, for an
exchange of views on educational
1s5ues.

In his letter to Miss Kan Sou
Tin, President, ASCD Singapore,
Arch Phillips, Jr. commented that

... the opportunity you provided
is deeply appreciated and was vital
to our learning first-hand about
educational issues, priorities, and
curriculum planning in Singapore .
It’s our pleasure, Arch.

The Eco-garden at Lian Hua Primary
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US ASCD members having a discus-
sion with Mr Wee Heng Tin, Director
of Schools Division, Mnistry of Edu-
cation, Singapore

A reminder ...

Have you paid your annual subscription? If
not, send your cheque made payable to
'Singapore Association for Supervision &
Curriculum Development' to:

ASCD Secretariat Office

c/o Tele-temps Pte Ltd

Blk 1002 Toa Payoh Industrial Park #06-1475
Singapore 1231

By the way ...

The new fax number for ASCD Singapore is

4712994
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