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Introduction

Instructional supervision is more than learning how to conduct classroom
observations—instructional supervision is about building relationships
with teachers and providing the conditions for them to flourish as leaders
in and out of their classrooms.

I vividly recall the first time I conducted a classroom observation after
completing my coursework for a degree in educational leadership. With
blank sheets of paper, I sat in the back of the room and aimlessly wrote
page after page of notes, without any classroom observation tools to guide
me. It was from this sense of frustration that I decided to dedicate my
work as an administrator, and now as a professor, to developing the tools
and approaches to conduct classroom observations that support teacher
learning,.

Assuming the role of instructional leader means that you are ready to
think beyond yourself; you are equipped with the skills, tools, and disposi-
tion to support all learners—teachers and students—as they negotiate the
events of the classroom. Fundamentally, everything a person does as a
leader must relate to the success of students, and we know that the success
of students depends on the quality and success of teachers. Therefore, as
leaders of the instructional program, it is our duty to support teachers as
learners.

When writing this book, one of my objectives was to present instruc-
tional supervision as a unified, cohesive approach to professional learning,.
A second objective was to amplify the acquisition of skills and disposi-
tions within a framework in which supervisors can foster the professional
growth of teachers, provide learning opportunities for them, and motivate

+ Xix



them. I learned early in my career as an instructional leader that teachers
are the most important resources in any given building, and as such, it
is critical for school leaders to support and nurture them. Without the
investment of time and effort needed to build relationships with teachers,
no set of tools will ever be enough.

This book is designed to help you learn the skills and dispositions
needed to be an effective supervisor by examining motivation, the prin-
ciples of adult learning, and how supervisors can use these constructs as
they spend time working with teachers before, during, and after classroom
observations. Professional learning and the principles of job-embedded
learning unify these approaches.

This edition of Instructional Supervision: Applying Tools and Concepts
contains an even larger treasure chest of tools to support school leaders
who conduct preobservation conferences, classtoom observations, and
postobservation conferences. It also offers more case studies, suggested
fieldwork, and extended reflections. Each chapter concludes with sum-
maries and suggested activities to help readers review the contents of the
chapter and exercise what they have learned.

Given that no two schools are alike, this book includes differentiated
and developmental approaches to instructional supervision. For example,
action research, peer coaching, and the portfolio are explored as ways to
complement the work of classroom observations. This book also provides
strategies to work with marginal teachers. Although working with mar-
ginal teachers presents thorny issues, supervisors must address marginal
performance to avoid compromising student performance. All students
deserve teachers who are learning from the work they do in the class-
room. If teachers are not learning, it is highly suspect that students will
be learning,.

Because this book employs an applied approach to instructional super-
vision, the reader will be able to implement the steps needed to practice
instructional supervision in classrooms, in addition to grasping the key
concepts and the research from which they are drawn. The reader can take
great comfort in being able to make classroom observations that make a
difference.

It is my hope that readers of this book will gain a firm knowledge of
how instructional supervision can be used as a system-wide means to an
end: improved teaching and learning. If you ever have any questions or
would like to share an application, I'd like to hear from you at szepeda@
uga.edu.



Supervision, Professional
Development, and Teacher
Evaluation That Make a

Difference

The landscape of standards
Issues of accountability and high stakes
Understanding that supervision is not a linear, lockstep process
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Linking instructional supervision, professional development,
and teacher evaluation

0 Race to the Top
(0 Teacher effectiveness
¢ The value-added movement and teacher evaluation

¢ Developing a vision for supervision

Perhaps the most important work a supervisor does—regardless of title or
position—is to work with teachers in ways that promote lifelong learning
skills: inquiry, reflection, collaboration, and a dedication to professional
growth and development. Educators today sense an urgency that stems
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not least from high-stakes expectations for students to perform well on
standardized tests. In turn, these expectations focus attention on how
teachers must improve their skills so that students can achieve more.
Essentially, supervisors are teachers of teachers—adult professionals with
learning needs as varied as those of the students in their classrooms.

Although there is debate about the value and emphasis placed on how
well students do on standardized tests, there is little debate on the need
for supervisors and others to foster the professional growth of teachers.
For supervisors, this means that they must examine the fundamental
ways of linking teacher support—supervision, professional develop-
ment, and teacher evaluation. The accountability movement, although
pushing for students to “bubble in” their knowledge on standardized
tests, cannot reduce supervision and teacher evaluation to a standard-
ized checklist filled out once a year. Race to the Top (RTTT) is rooted in
the belief that we need “great teachers and leaders” (Duncan, 2009, p.
9) and that teacher evaluation would play an integral part in measuring
teacher effectiveness.

Perhaps, we need to think about McGreal’s (1983) perspective that
all supervisory roads lead to evaluation. Today, supervisory roads will
intersect squarely with teacher growth and development by unifying pur-
poses and expanding the roles that teachers play in supervisory processes.
For teachers to be the focal point at this intersection, they must be more
than bystanders; teachers must be the central actors assuming, alongside
supervisors, the responsibility for growth.

The challenge for supervisors is to extend learning opportunities for
teachers through a unified approach to professional development and
growth. They ignore this challenge at their peril.

Developing a vision for supervision is a reflective and iterative process.
In a culture built on a foundation of collaboration, collegiality, and trust,
the supervisor is better able to promote the processes that support and
actively engage adults in reflection and inquiry.

Supervisors need to be knowledgeable about standards as they frame
the high-stakes environment where accountability will continue to esca-
late. There is urgency for supervisors to balance the types of support, the
providers of these supports, and how these supports will be measured
while simultaneously ensuring that teachers are growing as professionals
capable and confident with their own learning,.
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The Landscape of Standards

American educational standards emerged from the state and national poli-
cies and initiatives of the 1980s-1990s. Howard and Sanders (2006) assert
that “standards serve as guides to best practices in a variety of endeavors
associated with systems of accountability” (p. 54). The accountability era
that started with the No Child Left Behind Act of 2001 reinforced the push
for content and performance standards in schools.

Although the focus is on high-stakes performance of students, the
stakes should be equally high for teachers and for the supervisors, profes-
sional developers, and teacher-leaders who help to induct, mentor, and
coach teachers throughout their careers. Instructional supervisors must
gain familiarity with several standards——a daunting task, especially for
new supervisors. Moreover, it is difficult to supervise and then provide
developmentally appropriate professional learning opportunities without
the knowledge that the standards offer. Standards can illuminate what is
called best practices across subject and content areas. Figure 1.1 outlines a
sampling of the types of standards that our profession embraces.

The standards identified in Figure 1.1 are but a few of many; prospec-
tive supervisors are well-advised to think through the myriad disciplines
(English, math, social studies), grade levels (elementary, middle, high
school), and specialty personnel (school nurse, counselor, social worker,

Ficure 1.1 Selected Standards at a Glance

Type of
Standards Examples Contact Information

Content National Council of http:/ /www.ncte.org/
Teachers of English standards/
National Council of http:/ /www.nctm.org/
Teachers of Mathematics standards/
National Council of Social http:/ /www.socialstudies.
Studies org/ standards/

Grade-level | National Middle School http:/ /www.nmsa.org/
Association

State Kentucky http:/ /www.kde.state.

department ky.gov

National National Board for http:/ /www.nbpts.org/
Professional Teaching
Standards
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and others) that make up a school and a school district. The following
descriptions may help supervisors understand how standards can frame
their work with school personnel.

Subject-Matter Standards

Often referred to as content standards, subject-matter standards exist
for just about every discipline in which teachers are certified (e.g., Eng-
lish, social studies, mathematics). For example, the National Council of
Teachers of Mathematics {(NCTM) (2000) has established the Principles and
Standards of Mathematics, which delineates six principles to guide school
mathematics programs and 10 standards that set content and process goals
across grades pre-K through 12. Inherent in the standards are pedagogical
considerations that supervisors must recognize as they work with teachers
to develop a coherent curriculum across grade levels. Regarding this, the
NCTM states that teachers must

continue to learn new or additional mathematics content, study
how students learn mathematics, analyze issues in teaching
mathematics, and use new materials and technology. Teachers
must develop their own professional knowledge using research,
the knowledge base of the profession, and their own experiences
as resources. Preservice education, therefore, needs to prepare
teachers to learn from their own teaching, from their students,
from curriculum materials, from colleagues, and from other
experts. (p. 3)

Organizations such as the National Science Teachers Association
(NSTA) offer valuable information to assist supervisors in their work with
teachers. For example, NSTA (1992) suggests that science supervisors
should improve science education through leadership and support for the
professionalism of science teachers (Figure 1.2).

Standards are typically divided into content and curriculum standards.
Marzano and Kendall (1996) differentiate between content and curriculum
standards and define both categories: “a content standard describes what
students should know and be able to do; a curriculum standard describes
what should take place in the classroom” (p. 15). In other words, content
standards focus on knowledge to be taught and learned, while curriculum
standards address teaching techniques and activities. Content standards
should be measurable because “if mastery of the standard is neither mea-
surable nor demonstrable, then it is probably so vague that it has ljttle
meaning or value for teachers and students” (Ravitch, 1995, p. 12).
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Ficure 1.2 NSTA Supports Instructional Supervision for Science Teachers

Science supervisors support the professionalism of science teachers by...

¢ Staying abreast of the latest research on the ways students learn and apply major
concepts in science so as to help teachers understand and embrace the latest,
most effective teaching strategies;

¢ Becoming an advocate for the special instructional needs of historically under-
represented students, including minorities, females, disabled and at-risk students;

+ Promoting the maintenance of a safe laboratory environment by facilitating imple-
mentation of federal, state, and local laws and regulations, and by disseminating
information that is part of an experiential science education program;

¢ Advocating manageable laboratory student—teacher ratios to increase safety,
expand hands-on opportunities, and contribute to enhanced student-teacher
interactions;

+ Interpreting the current philosophies and approaches to science curriculum and
instruction, especially through the knowledge of existing core and supplementary
instructional materials;

+ Providing access to instructional resources and professional development oppor-
tunities for teachers, students, and aides to improve science education for all
students;

¢ Networking among a variety of professional associations, organizations, and agen-
cies concerned with the improvement of science teaching and learning;

+ Building consensus through involvement in various local and state constituency
groups for science education, so that the most effective practices are shared among
a wider segment of the science education profession;

+ Accommodating the ever-growing assessment techniques within accountability
systems designed to gauge the effectiveness of instructional materials, programs,
teachers, and students toward achieving the goal of scientific literacy;

+ Making the best possible use of telecommunications media as one of the tools
for interacting with administrators, teachers, and students; and

+ Recognizing the special work (both curricular and co-curricular) of science depart-
ments, teachers, and students through effective public relations outreach.

National Science Teachers Association (1992).

Performance Standards

At the heart of the standards-based reform, performance standards are
guidelines for education and assessment of students (Horn, 2004). Per-
formance standards, based on assessing student performance using
assessment methods other than standardized tests, are used to indicate
“how students were meeting specified learning goals” (Van Roekel, 2008,
p. 1). Marzano and Kendall (1996) assert that performance standards are

Supervision, Professional Development, and Teacher Evaluation ¢ 5



critically important to a standards-based approach to educating children
and urged that schools develop clear content standards (what students
should know and be able to do) and performance standards (the environ-
ments where students are taught).

Grade-Level Standards

Standards for teaching across grades pre-K through 12 are available for
supervisors to consult as they work with teachers. Professional organi-
zations, such as the National Middle School Association (NMSA), have
proactively supported standards for both initial preparation and ongoing
professional development of middle-level educators. For example, Program
Standards for Middle Level Preparation (NMSA, 2000) calls for middle-level
teachers who can work appropriately with middle-level students. Figure
1.3 details some of the program standards for middle-level preparation.

State Department Standards

All states that initially certify teachers require them to meet certain standards;
many states also have standards for the ongoing certification of teachers. For
example, Kentucky has standards both for initial teacher certification and
for experienced teachers. Figure 1.4 illustrates these two sets of standards.

Ficure 1.3 Sample Program Standards for Middle-Level Preparation

Middle-level teachers can...

1. Use a variety of teaching/learning strategies and resources that motivate young
adolescents to learn.

2. Create learning experiences that encourage exploration and problem solving so
all young adolescents can be actively engaged in learning.

3. Plan effective instruction individually and with colleagues.

4. Use a variety of formal and informal assessment techniques to improve
teaching/leaming strategies (e.g., evaluation of student learning).

5. Provide all young adolescents with opportunities to engage in independent and
collaborative inquiry.

6. Participate in professional development activities that increase their knowledge
of effective teaching/leamning strategies.

7. Establish positive learning climates for all young adolescents.

8. Employ effective, developmentally responsive classroom management
techniques.

Program Standards for Middle Level Preparation, 2000. Used with permission. National Middle
School Association. All rights reserved.
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Ficure 1.4 Kentucky Standards for Beginning and Experienced Teachers

Beginning Teachers
Standard 1: Designs/Plans Instruction
Standard 2: Creates/Maintains Learning Climates
Standard 3: Implements/Manages Instruction
Standard 4: Assesses and Communicates Learning Results
Standard 5: Reflects/Evaluates Teaching/Learning
Standard 6: Collaborates with Colleagues/Parents/Others
Standard 7: Engages in Professional Development
Standard 8: Knowledge of Content
Standard 9: Demonstrates Implementation of Technology

Experienced Teachers
Standard 1: Demonstrates Professional Leadership
Standard 2: Demonstrates Knowledge of Content
Standard 3: Designs/Plans Instruction
Standard 4: Creates/Maintains Learning Climate
Standard 5: Implements/Manages Instruction
Standard 6: Assesses and Communicates Learning Results
Standard 7: Reflects/Evaluates Teaching/Learning
Standard 8: Collaborates with Colleagues/Parents/Others
Standard 9: Engages in Professional Development
Standard 10: Demonstrates Implementation of Technology

http:/ /www.education.ky.gov/

Familiarity with standards is essential, but many supervisors want to
know which standards to use. Professionals aspiring to a supervisory posi-
tion are encouraged to do some legwork first. This includes accessing state
department teaching standards, professional standards from organizations
such as the National Council of Teachers of English, grade-level standards
from such organizations as the National Association for Middle Level Educa-
tion, and the National Board for Professional Teaching Standards. Standards
often overlap. The supervisor needs to become familiar with these standards
and think of ways to frame supervisory support and professional develop-
ment so that teachers can meet and then exceed standards. Central-office cur-
riculum coordinators, directors of professional development, and assistant
and associate superintendents can be valuable resources. Curriculum guides
often reflect standards, and, typically during textbook adoption and other
work such as curriculum alignment, instructional guides include updates
to standards. Local universities, especially those that prepare prospective
teachers and administrators, are another good source of information.
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Core Standards Movement

The Common Core State Standards Initiative was introduced in 2009 as a
stale-by-state-led initiative to develop and adopt common core state stan-
dards in English-language arts and mathematics (as the subjects assessed
by different tests). A year later, in June 2010, the Common Core State Stan-
dards for English-language arts and mathematics for grades K through 12
were released in 49 states (Zepeda, Parylo, Bengtson, & Shorner-Johnson,
in progress). The development of these standards was initiated by the
Council of Chief State School Officers (CCSSO) and the National Governors
Association Center for Best Practices (NGA Center) in partnership with
Achieve Inc., ACT, and the College Board. The Common Core Standards
evolved because the “changing nature of work, technology, and competition
in the global job market has far outpaced what the U.S. education system
provides for students, despite the ongoing efforts of educators and commu-
nities to improve their schools” (Daggett & Gendron, 2010, p. 3, emphasis
in the original), and this movement “presents a significant and historic
opportunity for states to accelerate and drive education reform toward the
ultimate goal of children—from states across the country—graduating from
high school ready for college, work, and success in the global economy”
{Council of Chief State School Officers, n.d.).

The rationale behind the movement was the fact that states differed
greatly on the National Assessment of Educational Progress (NAEP)
assessment. States with lower scores were believed to have lower stan-
dards (Kentucky Department of Education, n.d.}. The Common Core State
Standards were developed to provide all states with an opportunity to
have rigorous standards in the core areas.

The mission statement of the Common Core State Standards Initiative,
which somewhat resembles the A Nation At Risk mottos (National Com-
mission on Excellence in Education, 1983), sirives to prepare American
students to better compete in the global economy:

The Common Core State Standards provide a consistent, clear
understanding of what students are expected to learn, so
teachers and parents know what they need to do to help them.
The standards are designed to be robust and relevant to the
real world, reflecting the knowledge and skills that our young
people need for success in college and careers. With American
students fully prepared for the futiure, our communities will be
best positioned to compete successfully in the global economy.
(National Governors Association Center for Best Practices and
Council of Chief State School Officers, n.d.)
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According to the criteria for standard development, standards should
¢ Be aligned with expectations for college and career success

¢ Be clear, so that educators and parents know what they need to do
to help students learn

¢ Be consistent across all states, so that students are not taught to a
lower standard just because of where they live

¢ Include both content and the application of knowledge through
high-order skills

¢ Build upon strengths and lessons of current state standards and
standards of top-performing nations

¢+ Be realistic, for effective use in the classroom

¢ Be informed by other top performing countries, so that all students
are prepared to succeed in our global economy and society

¢ Be evidence- and research-based. (National Governors Associa-
tion Center for Best Practices and Council of Chief State School
Officers, n.d.)

Daggett and Gendron (2010) aptly offer a few thoughts for supervisors
to ponder:

Of course, standards do not tell teachers how to teach and cannot
by themselves ensure the quality of our nation’s education sys-
tem. However, they constitute an important starting point in help-
ing schools determine the knowledge and skills that ALL students
must be equipped with upon graduation. In essence, thoughtfully
written standards provide an accessible roadmap for teachers,
students, and parents. (p. 3, emphasis in the original)

EXTENDED REFLECTION

¢ How are content standards incorporated into the daily life of
your school and school district?

¢ What are the advantages and disadvantages of core standards?

¢ In what ways may core standards change your practices, such
as instructional practices, assessment, and student grouping
patterns?
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Standards for School Leaders

Prospective supervisors and administrators can consult standards of
practice for school leaders. Figure 1.5 lists resources that provide not only
standards of practice, but also the knowledge and dispositions that super-
visors need in their ongoing work with teachers.

Beginning supervisors, once hired, attend formal (and in most cases
mandatory) training on the use of formal evaluation procedures and pro-
cesses tied to state statutes governing teacher evaluation. Such training
usually covers legal issues surrounding evaluation, dismissal, nonrenewal,
and due process. Supervision per se is usually not covered; most train-
ers assume that administrators know the difference between supervision
{which is formative) and evaluation (which is summative and related to a
final rating).

Site-level and district-level supervisors can find a wealth of materials
to help them supervise the instructional program and the teachers who

Ficure 1.5 Standards of Practice for School Leaders

Development Council)

Standards Source
National Board for Professional Teaching http:/ /www.nbpts.org/
Standards (NBPTS)
Learning Forward (former National Staff http:/ /www.

learningforward.org

Beginning Teacher Licensing and Development

Council of Chief State School Officers (CCSSQ) http:/ /www.ccsso.org/
Interstate New Teacher Assessment and Support http:/ /www.ccsso.org/
Consortium (INTASC)—Model Standards for intascst.hitml

The Personnel Evaluation Standards

http:/ /www.eval.org/
EvaluationDocuments/
perseval.himl

Interstate School Leaders Licensure Consortium—
Standards for School Leaders

hitp:/ /www.cscvsc.
edu/woodruffinstitute/
isllestd. pdf

National Council for Accreditation of Teacher
Education (NCATE)

http:/ /wwwncate.org/

Standards for Advanced Programs in Educational | hitp://www.nassp.
Leadership for Principals, Superintendents, org/portals/0/
Curriculum Directors, and Supervisors content/55089.pdf
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Ficure 1.6 Organizations for Supervisors

Organization Source

The National Science Education Leadership http:/ /www.nsela.org/
Association (NSELA) (formerly known as
National Science Supervisors Association)

The Council of State Science Supervisors (CSSS) | http://www.csss-
science.org/index.shtml

National Social Studies Supervisors Association | http://nsssa.
(NSSSA) socialstudies.org/

National Council of Supervisors of Mathematics | http://ncsmonline.org/
(NCSM)

National Association of District Supervisors of | http://www.nadsfl.org/
Foreign Language (NADSFL)

shape it. Figure 1.6 lists some useful organizations. Readers are encour-
aged to discover whether there are subject-specific organizations, such
as the Florida Council of Language Arts Supervisors (CLAS) (http://old.
escambia.k12.fl.us/instres/langarts/CLASinfo.htm) and the Connecticut
Science Supervisors Association (CSSA) (http://www.cssaonline.net/),
available in their locality. These organizations often hold meetings, spon-
sor workshops, and offer opportunities for supervisors to network with
other subject-area supervisors.

Issues of Accountability and High Stakes

The issues of accountability and high-stakes learning environments are so
broad and deep that a textbook on instructional supervision cannot cover
them all; however, the high-stakes movement does carry implications
for the types of supervision, professional development, and evaluation
provided for teachers. The accountability movement, rooted most directly
in the publication A Nation at Risk (National Commission on Excellence in
Education, 1983) and numerous reforms, including “academic standards
for students and professional standards for what constitutes quality in
teaching,” has brought sharply into focus the need to support teachers and
the work they do (National Association of Elementary School Principals
[NAESP], 2002, p. 2).

The era of accountability presents thorny issues for schools—teachers,
administrators, parents, central administrators, and students. First, it is
unlikely that accountability initiatives based on standards will diminish.

Supervision, Professional Development, and Teacher Evaluation ¢ 11



Central to this issue is the use of standardized testing as the benchmark
of student success, dating back to 1973 when Oregon initiated minimum
compulsory testing “to spur higher achievement in secondary schools”
(Vinovskis, 2009, p. 13). As Darling-Hammond (2002) reports:

In recent years, the education reform movement in the United
States has focused increasingly on developing new standards
and assessments for students. In the last decade, 47 states have
adopted new standards for student learning and most have
created or adopted statewide testing systems as well. Some of
these measure student learning through complex, open-ended
performance assessments. Most rely primarily on the multiple-
choice testing technology that has dominated large-scale U.S.
assessments for nearly 50 years. (p. 2)

The second issue is the move to link student performance on standard-
ized and other assessments to teacher evaluation. With the swirl of account-
ability, the Race to the Top initiative essentially urges “states to develop
approaches for evaluating teachers that incorporate student-achievement
results” (Fuhrman, 2010). Several states are currently implementing
value-added teacher evaluation models. These models are complex, to be
sure; however, looking beyond data collected in a supervisory classroom
observation allows for a deeper analysis of teacher effectiveness. Tucker
and Stronge (2005) assert that traditional classroom observations of teacher
performance are not sufficient. They believe that extending practices to
include student achievement and other types of data can increase student
learning. However, Tucker and Stronge underscore that the use of student
achievement data should be only one of several components of a teacher
evaluation (assessment) system. The practice of including more than class-
room observation data in the overall evaluation of teachers has implica-
tions for the administrators who supervise and then evaluate teachers.

The third issue deals with the relationship between accountability,
improved teaching, and the support that teachers need from those who
supervise them. Accountability systems have essentially created a ripple
effect between what students and teachers do and according to the NAESP
(2002):

We've learned that it’s meaningless to set high expectations for
student performance unless we also set high expectations for the
performance of adults. We know that if we are going to improve
learning, we must also improve teaching. And we must improve
the environment in which teaching and learning occurs. (p. 2)
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For supervisors, the challenge is to recognize that the professional
development of teachers is essential to creating learning environments—
communities in which teachers learn from the work they do with students
and other teachers. Learning opportunities for teachers must be embedded
into the very work that teachers do at their sites. (Job-embedded learning
and the needs of adult learners are addressed in Chapter 7).

These challenges can lead to new opportunities for supervisors to be
proactive in their work with teachers. Too often, however, the hectic tempo
of life in schools prevents supervisors and teachers from finding the time
and other necessary resources to engage in learning opportunities that
match the needs of adult learners. Sorely missing are the opportunities to
link instructional supervision, professional development, and evaluation
as a cohesive plan for professional development. What makes it difficult
to connect activities designed for adult learning? Here are a few possible
challenges that are worth considering:

¢ Teacher evaluations must be completed by a certain date, usually in
the spring, two or more months before the end of the year. Further
exacerbating these time constraints is the time lag between that
deadline and the time when the results of standardized tests are
available to include in the assessment of teachers.

¢ A prescribed number of classroom observations must be completed
before a summative rating is assigned, but this number can be as
few as one. Moreover, in some states, the length of time mandated
for observing a teacher is as little as 15 minutes per observation.

¢ Teachers leave the building to attend professional development
seminars throughout the year but have no opportunities to share
with others what they have learned. Moreover, follow-up is sparse,
perpetuating professional development as “shotgun learning.”

¢ Central administrators often book big-name consultants to address
districtwide issues on teacher workdays, but follow-up activities
cease when the consultant leaves.

¢ Mentoring and induction delivered by central office personnel do
not necessarily reflect the context of the school; site- and district-
level activities typically stress global issues, whereas building-level
programs stress more context-specific issues. Moreover, these
efforts are not embedded into the teacher’s workday; these pro-
grams are “added on” to an already full day after or before school.

¢ The efforts of mentors are not factored into the equation of what
supervisors do to assist beginning or other teachers.
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¢ Supervisors often focus their attention on the hot spots or deficit
areas—a single grade level implementing a new program or grade
levels that performed poorly on standardized tests.

¢ Supervisory and professional development efforts are rarely dif-
ferentiated by taking into account the differences of teachers across
the career continuum. Too often, beginning and veteran teachers
are supervised and evaluated the same, and professional develop-
ment activities follow a one-size-fits-all format.

¢ Too often, teachers are not supervised; they are only evaluated.

¢ Afinal rating given at the end of the year stays with that teacher for
twelve months until the next assessment. Processes such as class-
room observations and planned professional development based on
lessons learned from prior years are not aligned with teacher needs.

As a result of these challenges, unifying elements between activities are
rare, the pace of activities is frenetic, teachers and administrators fall behind
schedule, and opportunities for teachers to plan and work together in any
systematic way are absent. Reflection, dialogue, inquiry, collegiality, and col-
laboration are not embedded in the work needed to refine classroom practices.

Teachers need assistance, and they need a green light from supervisors
and from each other to engage in professional learning. Teacher account-
ability will become a reality only when teachers can exercise leadership
in the learning process and assume partnership responsibility for their
own learning with supervisors. Because teachers are on the front line daily,
for the most part, they know what is needed to help them improve their
practice, and given the formal and informal networks in schools, teachers
know who needs mentoring and other assistance.

Given myriad contextual variables in schools, the diverse experiences
and training of teachers, and the reality that teachers and school systems
are being forced to be increasingly more accountable, those who work with
teachers must begin to unify efforts. Supervision (regardless of its form),
professional development, and teacher evaluation must be unified at both
the site and district levels. Not only is purposefulness required to connect the
processes needed to promote growth, but also supervisors must be mindful
and diligent about building the momentum and sustaining efforts to moti-
vate teachers while encouraging them to examine their practices (Chapter 8).

Principals would be at odds with teachers who failed to deliver a cur-
riculum that was unified, flexible, and adaptable to the needs of students.
This same professional care and concern must apply to teachers if they
are to be able to help their students learn. A unity of purpose must link
supervision, professional development, and teacher evaluation.
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EXTENDED REFLECTION

Small-Group Processing

After brainstorming with team members, identify other chal-
lenges in the systems in which you work. Then brainstorm a
series of solutions to these challenges. Share with the class your
challenges and possible solutions. Consider the following as pos-
sible ways to organize your solutions:

Leadership
Policies
Special interest groups (unions)

Bureaucratic structures (e.g., the ways schools and teachers are
organized)

Politics

Supervision Is Not a Linear, Lockstep Process

Instructional supervision, clinical supervision, or any other form of in-
classroom supervision (e.g., walkthroughs, data walks) that aims to foster
the professional growth of teachers cannot be reduced to a lockstep, linear
process with a fixed beginning or end. The processes involved in super-
vision, professional development, teacher evaluation, and the like must
be cyclical and ongoing. The process known as clinical supervision was
originally designed to continue in cycles, with each cycle of preobservation,
observation, and postobservation informing future cycles and identifying
the activities needed to help teachers meet their learning objectives. The
intents of supervision (that is, its underlying purposes) are more thoroughly
discussed in Chapter 2, and the processes of the clinical supervisory model
are explored in Chapters 3 through 6.

Professional development and teacher evaluation must be linked to
instructional supervision, embedded within and throughout the workday
for teachers. What is needed is a model that connects the various forms of
assistance available to teachers. However, no one model can ever be expected
to fit the needs of every teacher and the contexts in which they work. There
are ways to bridge supervision, professional development, evaluation, and
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EXTENDED REFLECTION

Identify the professional development and supervisory oppor-
tunities available to personnel in a school building. In the first
column, list these opportunities. In the second column, describe
how they are linked. See the following table for an example:

Professional
Development
and Supervisory
Opportunities How These Opportunities Are Linked
Peer coaching Numerous peer coaches serve as mentors,
coaching teachers through direct
classroom observation that includes both
pre- and postobservation conferences.
Induction The induction program includes
mentoring, peer coaching, and study
groups.

Study groups Teachers form study groups and examine
instructional issues; groups may read
common materials; some teachers are
involved in peer coaching; some teachers
extend study group activities with
teacher-directed action research.

Portfolio Action research teams are developing
development portfolios to track changes in practice.

other activities, such as peer coaching and mentoring. The real charge for
prospective and practicing supervisors is to unify these efforts. One way to
start is to scan a particular school building or organization. In addition to
clinical supervision, what support systems are in place for teachers?
Teachers are the central actors in the learning process. In the final
analysis, they are the ones who internally control what is (or is not) learned
through schoolwide efforts, such as peer coaching or portfolio develop-
ment, as well as in the traditional clinical model of supervision.
Prospective supervisors should seek a wide range of methods to extend
the original model of clinical supervision. Examples include portfolio
development, action research, peer coaching and other forms of coaching,
and other original site-specific activities. All approaches need to be embed-
ded in practice and linked as a unifying whole. A part of this unifying
whole is professional development and the learning opportunities afforded
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to teachers. Because the original intents of the clinical supervision model
included multiple cycles of conferencing and classroom observations, pro-
viding much information, namely data from the classroom observations
and the insights gained by the teacher during extended discussions in
pre- and postobservation conferences, it is logical to link ongoing profes-
sional development learning opportunities to supervisory efforts. Chapter
14 has a more purposeful discussion of professional development linked
to instructional supervision.

Linking Instructional Supervision, Professional
Development, and Teacher Evaluation

School leaders, legislators, system administrators, and teachers feel the
urgency for increasing student learning. Systems continue to be motivated
to find unified ways in which efforts to support teachers yield results.
Coherence is needed with the programs that support teachers in their
efforts to educate children. In The Centerless Corporation: A New Model for
Transforming Your Organization for Growth and Prosperity, Pasternak and
Viscio (1998) describe a type of unity they call coherence:

Coherence is what holds the firm together. It is the glue that
binds the various pieces, enabling them to act as one. It includes
a broad range of processes. It begins with a shared vision and
shared set of vaiues, and expands to inciude numerous linkages
across the company. (p. 61)

This shared vision and set of values link supervision, professional
development, evaluation, and other learning opportunities, but more
importantly, this shared vision relates and unifies them. Woven together in
a holistic way, learning opportunities follow their own course while con-
tributing to the overall development of the faculty and the organization.

To be truly valuable, an approach must be flexible, balanced, adapt-
able to a particular environment, and shaped by the people who apply it.
Figure 1.7 (page 18) presents one approach to linking supervision, pro-
fessional development, evaluation, and other approaches (such as peer
coaching, action research, and portfolio development) in a way that fosters
coherence.

This approach offers a framework for unifying professional develop-
ment, supervision, and teacher evaluation. Implicit assumptions are that
the work of supervisors is recursive and that all approaches to supervision,
professional development, and evaluation employ processes that promote
growth, including reflection, inquiry, and dialogue. The basic premise is
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that supervision, professional development, teacher evaluation, and other
efforts form a seamless web.

There are myriad factors to consider when linking supervision, teacher
evaluation, and professional development. Teacher evaluation and supervi-
sion are often regarded as being at odds with each other. This battle has been
enduring in the field of supervision. Given the structure of schools and the
tenor of accountability, it behooves us to examine how teacher evaluation
and supervision can coexist as both complementary and formative processes.

Teacher evaluation, if linked to supervision and professional develop-
ment, can, indeed, be a formative process. Linking data and using stan-
dards as a measuring stick for teacher effectiveness related to student and
teacher growth might just ensure that all people in the school are learning.
Although controversial, value-added models that examine teacher effec-
tiveness can add robustness to teacher evaluation systems (Little, Goe,
& Bell, 2009) by including multiple sources of data and processes such
as classroom observations (Chapter 5), peer observations and coaching
(Chapter 9), action research (Chapter 10), and the portfolio (Chapter 11).

Federal and state initiatives need careful attention while building cohe-
sion of processes that support teacher growth and development. Supervi-
sors need to be aware of Race to the Top (RTTT), teacher effectiveness, and
value-added methods (VAM).

Race to the Top (RTTT)

As outlined in The Race to the Top Program Executive Sunmary (Duncan,
2009), the thrust of the Race to the Top Program, created by the Obama
administration under the American Recovery and Reinvestment Act
(ARRA) of 2009, is

to stimulate the economy, support job creation, and invest in
critical sectors ... by supporting investments in innovative
strategies that are most likely to lead to improved results for
students, long-term gains in school and school system capacity,
and increased productivity and effectiveness. (p. 2)

Related to supervision and evaluation are two of the four core and
interrelated education reform areas:

¢ Building data systems that measure student growth and success,
and inform teachers and principals about how they can improve
instruction

¢ Recruiting, developing, rewarding, and retaining effective teachers
and principals, especially where they are needed most (p. 2)
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To achieve these reform areas, the Race to the Top Program calls for
“great teachers and leaders” by “improving teacher and principal effective-
ness based on performance” (p. 9). In a speech elaborating the core values
of the RTTT, Arne Duncan (2009), U.S. Secretary of Education, elaborated:

When teachers get better data on student growth, it empowers
teachers to tailor classroom instruction to the needs of their
students and boost student achievement. When principals are
able to identify their most effective and least effective teachers, it
makes it easier for them to place teachers where they are needed
most—and provide struggling teachers with help. (n.p.)

Figure 1.8 includes the federal guidelines related to teacher effective-
ness and evaluation that school systems have to address in their applica-
tion process.

Supporting the notion that all teachers can be great teachers, the reform
strategy puts at the forefront the urgency needed to build systems that do,
indeed, assist teachers. These supports at the building and system levels
might look quite different from those currently in place. As supervisors, it
is our responsibility to plan and to conduct supervision, evaluation, and
professional development that is differentiated and developmental based
on the needs of teachers, that takes into account the context of the building
and system, and that squarely aims all efforts at the end goal—ensuring
that no child or teacher gets left behind (Zepeda, 2006).

Teacher Effectiveness

The term teacher effectiveness elicits many responses as there are several
definitions and frames for examining it (Little et al., 2009; Weisberg, Sex-
ton, Mulhern, & Keeling, 2009). Little et al. (2009) write that “teacher effec-
tiveness, in the narrowest sense, refers to a teacher’s ability to improve
student learning as measured by student gains on standardized achieve-
ment tests,” but they note that, “although this is one important aspect
of teaching ability, it is not a comprehensive and robust view of teacher
effectiveness” (p. 1). Little et al. offer these caveats to be considered:

¢ Teachers are not exclusively responsible for student learning.
¢ Consensus should drive research, not measurement innovations.
¢ Test scores are limited in the information they can provide.
¢ Learning is more than average achievement gains.
In A Practical Guide to Evaluating Teacher Effectiveness, published by the

National Comprehensive Center for Teacher Quality, Little et al. (2009)
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Ficure 1.8 Teacher Effectiveness and Evaluation: Federal Guidelines

(D)(2) Improving teacher and principal effectiveness based on performance

(i) Establish clear approaches to measuring student growth (as defined in

this notice) and measure it for each individual student;

(i} Design and implernent rigorous, transparent, and fair evaluation

systerns for teachers and principals that:

(a) differentiate effectiveness using multiple rating categories
that take into account data on student growth (as defined in this
notice) as a significant factor, and

(b) are designed and developed with teacher and principal
involvement;

(iify Conduct annual evaluations of teachers and principals that include

timely and constructive feedback; as part of such evaluations, provide

teachers and principals with data on student growth for their students,
dasses, and schools; and,

(iv) Use these evaluations, at a minimum, to inform decisions regarding:
(a) Developing teachers and principals, including by providing
relevant coaching, induction support, and/or professional
development;

(b) Compensating, promoting, and retaining teachers and
principals, including by providing opportunities for highly effective
teachers and principals (bath as defined in this notice) to obtain
additional compensation and be given additional responsibilities;
(c) Whether to grant tenure and/or full certification (where
applicable) to teachers and principals using rigoreus standards and
streamlined, transparent, and fair procedures; and
(d) Removing ineffective tenured and unmtenured teachers and
principals after they have had ample opportunities to improve, and
ensuring that such decisions are made using rigorous standards
and streamlined, transparent, and fair procedures.

(D)(3) Ensuring equitable distribution of eflective teachers and pnncipals

(i) Ensure the equitable distribution of teachers and principals by

developing a plan, informed by reviews of prior actions and data, to ensure

that students in high-poverty and/or high-minarity schools have equitable
access to highly effective teachers and principals and are not served by
ineffective teachers and principals at higher rates than other students; and

(i) Increase the number and percentage of effective teachers teaching

hard-to-staff subjects and specialty areas including mathematics, science,

and special education; teaching in language instruction educational
programs and teaching in other areas as identified by the State

Plans for (i) and (i) may include, but are not limited to, the implementation of
incentives and strategies in such areas as recruitment, compensation, teaching and
learning environments, professional development, and human resources practices
and processes.

Continued
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Ficure 1.8 Continued

(D)(4) Improving the effectiveness of teacher and principal preparation programs
The extent to which the State has a high-quality plan and ambitious yet achievable
annual targets to:
(1) Link student achievement and student growth data to the students’
teachers and principals, to link this information to the in-State programs
where those teachers and principals were prepared for credentialing, and
to publicly report the data for each credentialing program in the State; and
(i) Expand preparation and credentialing options and programs that are
successful at producing effective teachers and principals
(D)(5) Providing effective support to teachers and principals
The extent to which the State, in collaboration with its participating LEAs [Local
Education Agencies] has a high-quality plan for its participating LEAs to:
(i) Provide effective, data-informed professional development, coaching,
induction, and common planning and collaboration time to teachers and
principals that are, where appropriate, ongoing and job-embedded. Such
support might focus on, for example, gathering, analyzing, and using
data; designing instructional strategies for improvement; differentiating
mstruction; creating school environments supportive of data-informed
decisions; designing instruction to meet the specific needs of high-
need students; and aligning systems and removing barriers to effective
implementation of practices designed to improve student learning
outcomes; and
(i) Measure, evaluate, and continuously improve the effectiveness of
those supports in order to improve student achievement. (pp. 9-10)

Race to the Top Program Execulive Surnmary. (2009). Washington, DC: U.S. Department of
Education. Author. Retrieved November 6, 2011, from http:/ /www2.ed.gov/programs/
racetothetop/executive-summary.pdf.

provide a five-point definition of teacher effectiveness. This definition,
based on their earlier research, serves as a synthesis of major research
about teacher effectiveness.

¢ Effective teachers have high expectations for all students and help
students learn, as measured by value-added or other test-based
growth measures, or by alternate measures.

¢+ Effective teachers contribute to positive academic, attitudinal, and
social outcomes for students such as regular attendance, on-time
promotion to the next grade, on-time graduation, self-efficacy, and
cooperative behavior.

¢ Effective teachers use diverse resources to plan and structure
engaging learning opportunities, monitor student progress forma-
tively, adapt instruction as needed, and evaluate learning using
multiple sources of evidence.
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+ Effective teachers contribute to the development of classrooms and
schools that value diversity and civic-mindedness.

¢ Effective teachers collaborate with other teachers, administrators,
parents, and educational professionals to ensure student success,
particularly the success of students with special needs and those at
high risk for failure. (Little et al., 2009, p. 3)

Related to teacher evaluation and its possible deleterious impact on
teacher effectiveness, Weisberg et al. (2009) write about the “widget effect”
this way:

The Widget Effect describes the tendency of school districts

to assume classroom effectiveness is the same from teacher

to teacher. This decades-old fallacy fosters an environment in
which teachers cease to be understood as individual profes-
sionals, but rather as interchangeable parts. In its denial of
individual strengths and weaknesses, it is deeply disrespectful
to teachers; in its indifference to instructional effectiveness, it
gambles with the lives of students. (p. 4)

Because no two teachers are the same, they need differentiated and
developmental approaches to the types of supervision and supports they
receive (Chapter 2). Schooling, Toth, and Marzano (2010) explain well the
complexities of teacher effectiveness and point to the need for systems and
their schools to focus on teaching and learning this way:

Schools and districts often struggle with defining effective teach-
ing within the context of multiple and competing approaches

to teaching and learning while also creating challenging
curriculum and robust assessment systems amidst differing
philosophies, unclear performance measures, and fragmented
professional development. Unfortunately, teachers bear a
disproportionate burden within misaligned systems, hindering
their growth and effectiveness in working with their students.
Current approaches to monitoring classroom instruction, such as
walkthroughs, typically use narrow checklists that do not reflect
the complexity of the teaching and learning process. Teachers
are rarely provided immediate and specific feedback to improve
their teaching, which is not always aligned with teacher evalua-
tion or support processes. Given what we know from research, a
common language/model of instruction must:

¢ Accurately reflect the complexity and sophistication of the teach-
ing/learning process
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¢ Identify the key strategies revealed by research for effective
teaching

¢ Go beyond a narrow list of “high yield” strategies

¢ Identify which research-based strategies are appropriate for dif-
ferent types of lessons or lesson segments

¢ Include rubrics or scales with clearly defined continuums of
implementation and evidences sufficient to impact student learn-
ing

¢ Allow for flexibility for districts to adapt and adopt the model to
reflect local needs and priorities yet retain the common language.
(Schooling et al., 2010, p. 5)

The push for increased teacher effectiveness has resulted in many
complexities in the ways teachers will be assessed. The value-added move-
ment and its myriad models have emerged as a way, in part, to address
teacher effectiveness.

The Value-Added Movement and Teacher Evaluation

The accountability movement has opened up many new and uncharted ter-
ritories, including revamping teacher-evaluation processes and procedures
based on student data. Although value-added models (VAM) vary, Little et
al. (2009) state that “value-added models directly assess how well teachers
promote student achievement as measured by gains on standardized tests”
(p. 4). For almost 10 years, Tennessee has been evaluating the effectiveness
of teachers using value-added assessments. The list of systems and states
employing value-added assessments is growing exponentially (including,
for example, Colorado, Maine, Memphis, and New York City). The Center
for Greater Philadelphia (n.d.) offers a succinct overview of value-added
assessment:

Value-added assessment is a new way of analyzing test data
that can measure teaching and learning. Based on a review of
students’ test score gains from previous grades, researchers
can predict the amount of growth those students are likely to
make in a given year. Thus, value-added assessment can show
whether particular students—those taking a certain Algebra
class, say—have made the expected amount of progress, have
made less progress than expected, or have been stretched
beyond what they could reasonably be expected to achieve.
Using the same methods, one can look back over several years
to measure the long-term impact that a particular teacher or
school had on student achievement. (n.p.)
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Schools and their systems have begun to wrestle with the reliability
and the proper use of value-added approaches that seek to estimate school
and teacher performance by analyzing students’ improvement on stan-
dardized tests in such areas as math and English. Reminiscent of Weisberg
et al. (2009), Rotherham (2010} cautions:

The last decade has yielded an explosion of data about student
performance. In many places, these data can be used to create

a year-over-year analysis of how much a teacher advanced the
learning of an individual student. Because value-added models
can control for other factors impacting student test scores, the
most important being whether a student arrived in a teacher’s
classroom several grade levels behind, this method of analysis
can offer a more accurate estimate of how well a particular
teacher is teaching than simply looking at the latest set of
student test scores. High-flying teachers can be recognized,
and low performers can be identified before they spend years
doing a disservice to kids. Science and technology to the rescue
again! (n.p.)

Although there is controversy about value-added models, by adding
value-added measures, systems are able to look beyond single measures to
examine teacher effectiveness. After reviewing data from a multiple-state
study on teacher evaluation, Weisberg et al. (2009) conclude that “value-
added can be a useful supplement to a performance evaluation system
where a credible model is available and may be appropriate for wider use
as student assessment systems and value-added models evolve” (p. 27).

Systems and schools are searching for ways to evaluate teaching effec-
tiveness as instruction unfolds in the classroom. Through the examination
of Phase 1 of the Race to the Top applications, Learning Point Associates
{2010) provides a listing of the frameworks that have been used to evalu-
ate teaching at the time of publication of this report. Figure 1.9 (page 26)
provides links for more information about the frameworks and the rubrics
used in teacher evaluation.

Although several states have implemented value-added evaluation
systems and some of these states are using the results of value-added
measures, tying results to merit pay, we are, at the time of the writing of
this book, evolving in our understanding of the results and unintended
consequences of these efforts.

Supervisors face daunting tasks and complexities as they move through
the value-added movement, tying teacher effectiveness to gains in student
achievement. To help ground supervision, professional development, and
evaluation at the site, there is a need for a vision for supervision.
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Ficure 1.9 Rubrics Used in Teacher Evaluation

Charlotte Danielson’s Framework for Teaching
http://www.danielsongroup.org/theframeteach.htm

TAP: The System for Teacher and Student Achievement
http://wwwi.tapsystern.org

The University of Virginia's Teaching Performance Record
http://tpr.casenex.com/content/index.php

The Bill & Melinda Gates Foundation’s Measures of Effective Teaching
http://www.gatesfoundation.org/united-states/Pages/measures-of-effective-
teaching-fact-sheet.aspx

The New Teacher Center’s Formative Assessment System
hitp.//www.newteachercenter.org/formative_assessment.php

Educational Leadership Policy Standards from the Interstate School
Leaders = Licensure Consortium
http://www.ccsso.org/Publications/Download.cfmFilename=ISLLC%202008%20
final.pdf (p. 4)

Developing a Vision for Supervision

The coherence of instructional supervision, professional development, and
teacher evaluation portrayed in Figure 1.7 (page 18) will not “just happen.”
The leadership of the supervisor is needed to promote and champion these
connections and to work proactively with teachers supporting the develop-
ment of more coherent and seamless approaches to professional learning,
Prospective supervisors need to stand for something related to leading and
learning. They need a vision for supervision to guide their work.

The field of instructional supervision has continued to evolve since
2005, when the first set of codified standards for instructional supervision
was developed. These standards can be found in the book Standards for
Instructional Supervision: Enhancing Teaching and Learning, edited by Dr.
Stephen Gordon. This text opens the discussion for the field and includes
chapters addressing a variety of standards for instructional supervision.
Additionally, there are standards in place for the preparation of school
leaders, most notably, the Interstate School Leaders Licensure Consortium
Standards (ISLL.C, 1996) and the Educational Leadership Constituent
Council Standards (NPBEA, 2002). These standards give insight for the
practice of instructional supervision.

For the purposes of this discussion, attention is focused on selected
aspects of the language of ELCC Standard 2 (Figure 1.10) and the connec-
tions to supervision and professional development.
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Ficure 1.10 Selected Excerpts from ELCC Standard 2 and Targets

Elements Meets Standards for School-Building Leadership
2.1Promote a. Candidates assess school culture using multiple
Positive School methods and implement context-appropriate
Culture strategies that capitalize on the diversity (e.g.,

population, language, disability, gender, race,
sociceconomic) of the school community to improve
school programs and culture.
2.2Provide a. Candidates demonstrate the ability to facilitate
Effective activities that apply principles of effective instruction
Instructional to improve instructional practices and curricular
Program materials.
¢. Candidates demonstrate the ability to use and
promote technology and information systems to
enrich curriculum and instruction, to monitor
instructional practices and provide staff the assistance
needed for improvement.
2.3 Apply Best a. Candidates demonstrate the ability to assist school
Practices to personnel in understanding and applying best
Student Learning | practices for student learning,
2.4 Design a. Candidates design and demonstrate an ability
Comprehensive | to implement well-planned, context-appropriate
Professional professional development programs based on
Growth Plans reflective practice and research on student learning
consistent with the school vision and goals.
b. Candidates demonstrate the ability to use strategies
such as observations, collaborative reflection, and
adult learning strategies to form comprehensive
professional growth plans with teachers and other
school personnel.
c. Candidates develop and implement personal
professional growth plans that reflect a commitment
to lifelong learning.

National Policy Board for Educational Administration. (2002). Educational Leadership
Constituent Council Standards for Advanced Programs in Educational Leadership for Principals,
Superintendents, Curriculum Directors, and Supervisors. http:/ /www.npbea.org/ELCC/
ELCCStandards%20_5-02.pdf
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Maurice and Cook (2005) assert that the field of instructional supervi-
sion has been undergoing the process of standardization and note that
standards on efficiency for supervisors were published as early as 1931. In
addition, Maurice and Cook outline three categories to evaluate supervi-
sion on: the effect (the impact of supervision on students, teachers, and the
community and on teaching methods and materials); the activities (which
should be adequate to accepted supervisory standards); and the supervi-
sor’s characteristics (which should conform to the accepted standards for
a supervisor’s traits).

Although standards are critically important, standards alone are not
enough for the implementation of supervision in schools. Developing a
supervisory vision is an important first step. Why is a supervisory vision
important to the work of supervisors? This question begs for reflection
by professionals aspiring to a leadership position and especially to those
positions that require supervision. Conley (1996) believes the vision acts
as an internal compass, and Speck (1999) makes a compelling argument
that “vision is what separates the principals who are school leaders from
those who are simply managers” (p. 117).

Beliefs and Values Shape the Vision

A vision is shaped by beliefs and values about students, learning, and
leading. These values and beliefs influence actions and motivation related
to supervising instruction and the supervisory behaviors associated with
working with teachers. Developing and enacting a vision is a process shaped
by prior experiences, beliefs, values, and other factors that interact with each
other over time. Because of this interaction, a vision about anything should
be revisited periodically to check on how beliefs, attitudes, and subsequent
actions and interactions change over time.

Because those who supervise instruction work with the most impor-
tant resource in schools—teachers—and, by extension, with students—it
is important to identify core values and beliefs that motivate supervisory
efforts based on these values and beliefs. A starting point in the develop-
ment of a supervisory vision is to identify what a person stands for as a
leader. The following questions serve to guide this process:

¢+ What do I stand for?

¢ What is my personal vision about teaching, students, and achieve-
ment?

¢+ What does good teaching look like?
¢ What separates good teaching from excellent teaching and medio-
cre teaching?
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EXTENDED REFLECTION

As a prospective supervisor, develop a supervisory vision that
will serve as the road map for your approach to instructional
| supervision, leadership, and learning. Share this vision with

your instructor.

¢ How do data about learning translate to teaching, professional
development, and the needs of the community?

¢+ What contextual factors (e.g., time, teaching schedules) affect super-
vision, professional development, and teacher evaluation at the site
level?

¢ What types of support would teachers need to achieve good teach-
ing as I envision it?

¢+ How do instructional supervision, evaluation, and professional
development fit into this scheme of support?

¢+ What types of teaching do students need in order to learn? Can all
children learn?

A personal vision for instructional supervision unfolds at the school
site, and there are important workplace conditions, such as culture and
norms of collegiality and collaboration, that the leader must consider.

School Culture
According to Peterson (2002),

School culture is the set of norms, values and beliefs, rituals and
ceremonies, symbols and stories that make up the “persona” of
the school. These unwritten expectations build up over time as
teachers, administrators, parents, and students work together,
solve problems, deal with challenges and, at times, cope with
failures. (p. 10)

Leonard (2002) indicates that positive cultures are marked by profes-
sional collaboration that is “evidenced when teachers and administrators
share their knowledge, contribute ideas, and develop plans for the purpose
of achieving educational and organizational goals” (p. 4). In healthy school
cultures, principals work with teachers; they focus on student learning;
and they work under a common set of assumptions about learning for both
students and adults.
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It is in the power of a school leader to shape and reshape the school
culture. It is important to remember that to “be effective, school leaders
must read and understand their school and community culture: its past,
its present, and its beliefs for the future. Reading a culture takes several
forms: watching, sensing, listening, interpreting” (Deal & Peterson, 2009,
p- 197). Principals will be able to shape the school culture only when they
understand the existing culture in their school and community.

A healthy culture does not magically occur. Strong cultures emerge,
in part, by the efforts of the principal to support and nurture the condi-
tions that teachers need to collaborate. Fiore (2001) believes that there are
key behaviors of principals in schools that reinforce healthy or unhealthy
cultures (Figure 1.11).

Healthy school cultures thrive in environments built through collabora-
tion, frust, and care for the members of the school. Kruse, Louis, and Bryk
(1994) assert that collaborative school cultures are dependent on the following;

¢ Critical elements of school communities: reflective dialogue,
deprivatization of practice, collective focus on student learning,
collaboration, and shared norms and values

¢ Structural conditions: time to meet and talk, physical proximity,
interdependent teaching roles, communications structures, and
teacher empowerment

Ficure 1.11 Principals’ Behaviors in Healthy and Unhealthy Cultures

Principals in Healthy Cultures Principals in Unhealthy Cultures
¢ Are visible to all stakeholders + Are rarely seen outside their office
¢ Communicate regularly and pur- | ¢ Find litile time for communication

posefully ¢ Feel that other people are respon-
¢ Never forget that they are role [ sible for their school building’s

models physical needs—they take passive
¢ Are passionate about their work roles in decorating and furnishing
¢ Accept responsibility for the | their schools

school’s culture ¢ See themselves as the lone leader,
¢ Are organized or “boss,” of the school—they
+ Exhibit a positive outlook never empower teachers to lead
+ Take pride in the physical envi- | ¢ Are poorly organized

ronment of the school ¢ Habitually make excuses for their
¢ Empower others appropriately school’s shortcomings, blaming
¢ Demonstrate stewardship—they | 1Radequacies on outside influ-

protect their school and its people | €TC€S

Fiore (2001). Used with permission.
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Ficure 1.12 Identifying Programs for Teachers That Shape the School
Culture

¢ What types of professional development activities are available for teachers?
¢ How many teachers participate in these activities?
+ What types of pragrams would teachers like to see initiated?

+ Are teachers provided time during the day to observe each other teach and talk
about what they learn from one another?

¢ What types of leadership activities are available for teachers?
¢ How many teachers are involved in formal and informal leadership activities?
+ What types of teacher recognition programs are in place?

Adapted from Calabrese, Short, & Zepeda (1996).

¢ Social and human factors: openness to improvement, trust and respect,
supportive leadership, and socialization of teachers (pp. 4-5)

An important aspect of understanding the culture of a school is to
know the faculty members and the types of learning opportunifies avail-
able to them vis-a-vis professional development, supervision, leadership
opportunities, and the relationships that teachers have with each other and
the administration. Figure 1.12 can serve as a way to identify the programs
for teachers that shape the school culture.

Building a collaborative school culture and positive school climate is
dependent on several variables, including, most notably, norms.

Norms are unwritten rules of behavior that serve as a guide to the way
people interact with one another (Chance & Chance, 2002). Hodas (1996)
asserts that “norms of school culture are profoundly conservative in the
sense that the underlying mission of schools is the transmission of preex-
isting, predefined categories of knowing, acting, and being in the world”
{p. 200). Saphier and King (1985) identify twelve norms of school culture,
which, if strong, contribute to the instructional effectiveness of a school.
The norms that “grow” a strong school culture are the following:

1. Collegiality: Members of the community treat each other with open-
ness, respect, and civility.

2. Experimentation: People feel free to take risks.

3. High expectations: People have high expectations for themselves, for
each other, and for students.

4. Trust and confidence: People trust each other.
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5. Tangible support: Resources—time during the workday, materials,
and learning opportunities—are provided.

6. Reaching out to the knowledge bases: Research on high-yield instruc-
tional strategies, the characteristics of how children learn, and
other germane topics are available, and discussions about relevant
knowledge is encouraged.

7. Appreciation and recognition: People feel important, respected, and
part of the school. They feel that what they do is important and
that colleagues, administrators, and the larger community hold the
work they accomplish in high esteem.

8. Caring, celebration, and humor: People thrive when they feel emo-
tionally supported. Communities take the time to celebrate the big
and small accomplishments of staff members and students.

9. Involvement in decision making: Decision making spans the school
environment and is not just a function of the administration.

10. Protection of what is important: Principals and others identify what
is important and then protect time and secure resources to support
priorities.

11. Traditions: Traditions shape the culture and are upheld as part of
the community.

12. Honest, open communication: People talk to one another, sharing
ideas openly without fear. Clarke County (Athens, GA) Superin-
tendent Dr. Philip Lanoue (2011), upholds the belief that conversa-
tions are one of the most important aspects of improving teaching
and learning.

Collegiality and Collaboration

Supervisors dedicated to fostering the conditions for improved instruction
promote collegial and collaborative relationships with and among teachers.
The norms of collegiality are promoted in an environment that supports

1. Interaction and participation. People have many opportunities and
reasons to come together in deliberation, association, and action.

2. Interdependence. These associations and actions both promote and
depend on mutual needs and commitments.

3. Shared interests and beliefs. People share perspectives, values, under-
standings, and commitment to common purposes.
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4. Concern for individual and minority views. Individual differences are
embraced through critical reflection and mechanisms for dissent
and lead to growth through the new perspectives they foster.

5. Concern for meaningful relationships. Interactions reflect a commitment
to caring, sustaining relationships. (Westheimer, 1998, p. 17)

Collaboration in schools has been marked as the “key schooling pro-
cess variable for increasing the norms of student achievement” (Lunen-
burg, 1995, p. 41). McLaughlin, Black-Hawkins, McIntyre, and Townsend
(2008) state that “collaboration could reduce duplication of effort, thus
increasing efficiency and reducing overload ... {and] could lead to the
improvement of teaching, through teachers’ learning from one another,
through their learning together and through the reflection stimulated by
dialogue among them” (p. 79). Similarly, Hargreaves (1997) reports that

cultures of collaboration among teachers seem to produce
greater willingness to take risks, to learn from mistakes, and
share successful strategies with colleagues that lead to teachers
having positive senses of their own efficiency, beliefs that their
children can learn, and improved outcomes. (p. 68)

Collaboration is about altering relationships and is dependent on the
feeling of interdependence (we are in this together) and opportunity. When
teachers collaborate, they share ideas and problem-solve solutions to the
thorny issues they face in the classroom. However, collaboration in schools
is “neither easily achieved, nor automatically beneficial” (McLaughlin et
al., 2008, p. 79), and school leaders must work hard to make collaboration
effective for teachers and the school.

Through collaboration, teachers are able to support their own growth
and development while improving instructional practices. Collaboration
includes such activities as coplanning and teaching lessons, brainstorming
ideas, conducting action research, and interclassroom observations (peer
coaching), and the reflection and dialogue that follow. To break the prevalent
patterns of teacher isolation, time and the commitment of the supervisor
are needed. Collaborative cultures send strong messages to teachers and
students about the seriousness of the work accomplished in the classroom.
Students benefit in collaborative cultures when teachers work toward the
betterment of instructional practices.

Trust

Trust is a prerequisite for building a positive school culture. Without trust,
efforts to build a healthy culture will be diminished. Without trust, rela-
tionships will flounder. Trust and respect build a strong foundation for the
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EXTENDED REFLECTION

Think back to your own experiences with instructional supervi-
sion. What did your supervisor do to signal that trust was pres-
| ent or absent in the supervisory relationship?

work and efforts of teachers. Bryk and Schneider (2002) identify “relational
trust” as the core ingredient for school improvement. Relational trust rests
on a foundation of respect, personal regard, and integrity. Relational trust
flourishes when all members of the school are encouraged to contribute, to
learn, and to be part of the discussion about teaching and student learning.

Building and maintaining trust evolves over time. Trust is built on
its history in the organization, and the history of trust between teachers
and administrators. A leader must ask several questions, including the
following:

¢+ Do teachers trust me?

¢ Do teachers have confidence in my actions?

¢ Do my words and actions align with each other?
¢ Do teachers believe I hold them in high regard?

¢ Do I exhibit integrity in the way I make decisions, communicate
expectations, and allocate resources?

¢+ What behaviors have in the past eroded trust in the leadership of
the school?

The answers to these questions can serve as a guide to self-discovery
about the patterns of trust and the work needed to build more trusting
relationships with teachers.

Summary

Many educators believe that hyperbole permeates the discussion on stan-
dards, student assessment, and the high-stakes propositions found in state
statutes. Perhaps this belief is warranted; however, what is not hyperbole
is the absolute need for supervision that makes a difference in the profes-
sional lives of teachers. Teachers need opportunities to grow and develop,
and there must be coherence in the work, efforts, and programs designed
to help teachers excel in the classroom.
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Prospective and practicing administrators face many competing tasks,
but none is as important as the work that centers on teacher development
and growth. Although often snowed under by their complex responsibili-
ties, supervisors need not travel this road alone. Professional teachers will
grow and thrive if the conditions are right. The real work of supervisors
is to get things right so teachers can work in a culture that promotes col-
laboration and collegiality.

Suggested Activities

From Theory to Practice

Consult the state Department of Education website in the state in which
you work. Identify the standards for teacher performance and certification.
Then access the website for the formal organization that sets standards
for teaching and accountability in your field (e.g., for English, consult the
National Council of Teachers of English). Download these sets of standards
and identify their similarities and differences.

Group Processing

In a small group, share the various standards for the subject areas in which
group members teach. What are the commonalities for instruction? As pro-
spective supervisors, develop a rubric—an assessment form—for supervi-
sors and other leaders, such as lead teachers and department chairs, to use
as they work with teachers to assess their instructional practices. What
types of information would be important for teachers and supervisors to
have on this form?

Reflection

Is it possible for a supervisor to be familiar with all the professional stan-
dards that dictate professional performance?
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Instructional Supervision

The intents of instructional supervision
The intents of teacher evaluation
Differentiated supervision

Developmental supervision
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Styles that support differentiated and developmental supervi-
sion

Introducing Instructional Supervision

Never before has the field of instructional supervision faced such an urgent
need to help teachers thrive in the classroom. The complexities of schools,
the many ways in which teachers prepare to enter the field, the varying
experience levels of the adults in any given school, and higher calls for
accountability as mandated by state boards of education now present
administrators with the crucial task of providing learning opportunities
that meet the needs of teachers (Zepeda, 2006).
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Ficure 2.1 The Formative and Cyclical Nature of Instructional Supervision
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Learning opportunities can be formal, through such processes as
instructional supervision and professional development, or informal,
through interactions with peers and independent study. Formative
approaches to supervision include more than just a classroom observa-
tion at the end of the year. Figure 2.1 illustrates the formative and cyclical
nature of supervision.

Instructional supervision is the focus of this book, and this chapter
examines the purposes and intents of instructional supervision, as well as
differentiated and developmental aspects of supervision. Learning how
to become a supervisor or how to refine existing supervisory skills is an
ongoing practice that continually evolves as supervisors gain experience
and nurture their working relationships with teachers. Thus this chapter
begins with an extended reflection.

EXTENDED REFLECTION

¢ From your perspective as an active or prospective supervisor,
define the terms instructional supervision and teacher evaluation.

¢ Keep these definitions at hand and modify them as you read
this chapter and the rest of the book.
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The Intents of Instructional Supervision

Instructional supervision aims to promote growth, development, inter-
action, fault-free problem solving, and a commitment to build capacity
in teachers. Cogan (1973) and Goldhammer (1969), the early framers of
clinical supervision, envisioned practices that would position the teacher
as an active learner. Moreover, Cogan asserts that teachers are able to be
professionally responsible and more than able to be “analytical of their
own performance, open to help from others, and self-directing” (p. 12).

Goldhammer (1969) describes clinical supervision as close to the
teacher supervision (as opposed to supervision from a distance, i.e., cur-
riculum supervision) that is aimed at increasing the teacher’s skills and
willingness to supervise colleagues. Goldhammer elaborates:

The term should also denote supervision of actual professional
practice, of actual practitional behavior. What the teacher does is
central in clinical supervision, of which one hallmark is that the
supervisor is an observer in the classroom and that the observa-
tional data he collects represent the principal foci of subsequent
analyses. (p. 54, emphasis in the original)

Goldhammer defines clinical supervision as a method and as a model.
He indicates the importance of intimacy, collaboration, openness, and
orientation on the teacher’s needs and deeds for the success of the super-
visory process.

The supervisory cycle as defined by Cogan (1973) consists of eight
independent phases:

1. Establishing the teacher-supervisor relationship
. Planning with the teacher
. Planning the strategy of observation

. Observing instruction

2
3
4
5. Analyzing the teaching-learning processes
6. Planning the strategy of the conference

7. The conference

8. Renewed planning (pp. 10-12)

Cogan emphasizes the importance of the cycle in this model of super-
vision and states that supervision should be oriented on the person, not on
the task. The relations between the teacher and the supervisor are described
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as colleagueship because, in this way, they are much more productive than
when the supervisor is superior, counselor, evaluator, or helper.

Unruh and Turner (1970) see supervision as “a social process of stimu-
lating, nurturing, and appraising the professional growth of teachers” (p.
17) and the supervisor as “the prime mover in the development of opti-
mum conditions for learning” for adults (p. 135). When teachers learn from
examining their own practices with the assistance of peers or supervisors,
their learning is more personalized and therefore more powerful.

Acheson and Gall (2010) describe the notion of clinical supervision as
directed mainly toward the professional development of teachers. They
also link the notion of clinical supervision to the concept of teacher evalu-
ation as done by the supervisor. Acheson and Gall define the following
goals of clinical supervision: to provide objective feedback for teachers,
to solve instructional problems, to help teachers develop teaching skills,
and to evaluate teachers’ performance. In addition to clinical supervision,
Acheson and Gall also review other types of supervision: counseling and
curriculum support. Overall, they stress the need for clinical supervision
and its importance for effective teaching and its positive effects on students.

The intents of instructional supervision are formative, concerned with
ongoing, developmental, and differentiated approaches that enable teach-
ers to learn from analyzing and reflecting on their classroom practices with
the assistance of another professional (Glatthorn, 1984, 1990; Glickman,
1990). In contrast, the intents of evaluation are summative; classroom
observations and other assessments of professional performance lead to a
final judgment or overall rating (e.g., S = satisfactory, E = excellent, NI =
needs improvement). McGreal (1983) makes clear that all supervisory roads
lead to evaluation and that supervisors cannot evaluate teachers until they
have spent considerable time observing teachers in their classrooms.

Research on the practice of supervision reveals that most K-12
schools shortchange the original intents of instructional supervision by

EXTENDED REFLECTION

¢ Obtain a copy of the policies and procedures that govern
teacher evaluation and supervision in the school system
where you work.

¢ What are the policies pertaining to teacher supervision and
evaluation?

¢ What are the intents of supervision and evaluation?
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supplanting it with evaluation (Sullivan & Glanz, 2000). The intents of
evaluation are to meet state statutes and district policies, assign teachers a
rating at the end of the year, and determine whether a teacher will return
to work. Supervision for the sake of evaluation does not support teacher
growth and development.

The intents of supervision promote

¢ Face-to-face interaction and relationship building between the
teacher and supervisor (Acheson & Gall, 1997; Bellon & Bellon,
1982; Goldhammer, 1969; McGreal, 1983}

¢ Ongoing learning for the teacher and the supervisor {Mosher &
Purpel, 1972)

¢ The improvement of students’ learning through improvement of the
teacher’s instruction (Blumberg, 1980; Cogan, 1973; Harris, 1975)

¢ Data-based decision making (Bellon & Bellon, 1982)
¢ Capacity building of individuals and the organization (Pajak, 1993)

¢ Trust in the processes, each other, and the environment {Costa &
Garmston, 1994)

¢+ Change that results in a better developmental life for teachers and
students and their learning (Sergiovanni & Starratt, 1998)

Glatthorn (1984) believes that clinical supervision is not “hitting the
mark” and that a differentiated approach to supervision was necessary for
at least three reasons. First, the standard supervisory practice of adminis-
trators and supervisors is often both inadequate and ineffective. Second, it
is neither feasible nor necessary to provide clinical supervision to all teach-
ers—it is so time-consuming that it is not practical to use with all teachers,
and there is no conclusive evidence that clinical supervision improves the
performance of competent, experienced teachers. Third, teachers have dif-
ferent growth needs and learning styles—they differ in the type of interac-
tion they prefer, the supervisory relationships they prefer, and the kinds of
environments in which they work (pp. 2-3). Glatthorn (1990) concludes,
“Too often clinical supervision is offered from a ‘one-up’ vantage point:
the supervisor, who knows the answer, is going to help the teacher, who
needs to be improved” (p. 17).

Anderson and Snyder (1993) emphasize the importance of supervi-
sion and coaching for the teaching profession. Viewing the supervisor
as a moral agent, they state that clinical supervision is connected to the
notion of relationship (p. 42). They also emphasize collegiality, caring, and
collaboration, as Goldhammer (1969) does. However, Goldhammer and
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EXTENDED REFLECTION

Consider how you are supervised and evaluated. Given your
own experiences with supervision and evaluation,
¢ What changes would make sense and why?

¢ What would supervision that is developmental and differenti-
ated look like?

¢ What would need to change in your work environment for a
supervisor to implement the changes identified?

Cogan (1973) define supervision as a collegial and collaborative process
aimed at supporting teachers; Anderson and Snyder view clinical supervi-
sion as a tool for school improvement.

School districts typically use the same supervision methods for all
teachers regardless of whether they are beginning, mid-career, or late-
career teachers. This one-size-fits-all approach to supervision is bureau-
cratic, relies on inspectional methods, and is mainly concerned with
administrative efficiency (Sullivan & Glanz, 2000). Supervision in this vein
goes against the grain of what can be achieved by professionals working
together, “in helping relationships that are authentic, mutual, and indi-
vidualized” (Glatthorn & Shields, 1983, p. 80).

Although there is recognition that learning to teach is an ongoing
process, rarely does instructional supervision give individual teachers
authority to select professional development and supervisory options that
best fit their needs.

This contradiction in the theory and intents of supervision occurs when
supervision is practiced as evaluation and when supervision is limited to
only one model, such as the clinical model of supervision. The principles
of adult learning and teacher career stages are examined in detail in Chap-
ter 7. Thinking ahead, it makes good sense to reflect about teachers and
their unique learning needs while reading this chapter and then reading
Chapter 7.

The Intents of Teacher Evaluation

Teacher evaluation is summative and ideally occurs as a complement to
formative supervision. The purposes of evaluation and supervision need
not be in direct opposition; both can support the improvement of instruc-
tion. At the end of every quarter, semester, and school year, teachers assign
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students a final grade based on the work accomplished during that time.
In the same vein, teacher evaluation leads to a rating for the year. Like
students who receive input throughout the year, teachers receive input
about their performance through professional activities such as multiple
cycles of supervision, and then they receive an overall rating. The rating
serves as a benchmark.

Much of the inherent conflict and tension between supervision and
evaluation stems from the intent or final outcome of evaluation. Acheson
and Gall (1997) highlight the conflict between evaluation and supervision
as follows:

One of the most persistent problems in supervision is the
dilemma between (a} evaluating a teacher in order to make deci-
sions about retention, promotion, and tenure, and {b) working
with the teacher as a friendly critic or colleague to help develop
skills the teacher wants to use and to expand the repertoire of
strategies that can be employed. (p. 209)

Admitting an enduring struggle with the dynamics described above,
Acheson and Gall argue that supervision and evaluation ultimately serve
the same purpose: “the improvement of instruction” (p. 48).

Darling-Hammond (1986) summarizes that “evaluation of teaching is
conducted largely to ensure that proper standards of practice are being
employed” (p. 532). Given the hectic nature of the work of teachers and
administrators, supervision and evaluation are often practiced as one and
the same; a single classroom observation toward the end of the year yields
an immediate rating. Most teachers experience evaluation as “a princi-
pal’s report of teacher performance, usually recorded on a checklist form,
and sometimes accompanied by a brief meeting” (Peterson, 2000, p. 18).
Through such practice, it is little wonder that teachers do not easily see the
distinctions between supervision and evaluation.

McGreal (1983), comparing evaluation and supervision (clinical
supervisory model), concludes that it is not possible to use supervision for
evaluation because it would deny the very essence of the supervisory pro-
cess. Although he agrees that clinical supervision is effective, it cannot be
the evaluation model. However, some techniques from clinical supervision
can be useful for evaluation. McGreal suggests that when teachers receive
their summative rating for the year (S, E, or NI), growth ceases. Perhaps
a contributing factor is the variety of outcomes linked to teacher ratings:
promotion, retention, termination, and pay raise. Evaluation becomes a
“big club” (although one that can be used to nudge teachers, especially
marginal ones, toward improvement).
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Peterson (2000) suggests 12 new directions for teacher evaluation that
can bridge the gulf between supervision and evaluation:

1.

83

1

© ® N o

10.
11.
12.

EXTENDED REFLECTION

Emphasize that the function of teacher evaluation should be to seek
out, document, and acknowledge the good teaching that already
exists.

Use good reasons to evaluate.

Place the teacher at the center of evaluation activity.

Use more than one person to judge teacher quality and performance.
Limit the administrator judgment role in teacher evaluation.

Use multiple data sources to inform judgments about teacher quality.
When possible, include actual pupil achievement data.

Use variable data sources to inform judgments [about teaching].
Spend the time and other resources needed to recognize good teaching,.
Use research on teacher evaluation correctly.

Attend to the sociology of teacher evaluation.

Use the results of teacher evaluation to encourage the development
of a personal professional dossier, publicize aggregated results,
and support teacher promotion systems. (pp. 4-12)

Peterson (2000) indicates that evaluators and, by extension,
supervisors need to “when possible, include actual pupil
achievement data” and to “use variable data sources to inform
judgments [about teaching]” as two future directions for teacher
evaluation.

From a formative perspective, what beside pupil achievement
data can and should be used to promote teacher development
and growth? After identifying other data points,

4+ How would you engage teachers in examining such items as
artifacts of teaching (student work, lesson plans, etc.)?

¢ What types of administrative support would be needed?

¢ How would you help teachers to monitor the impact of these
efforts on their practices? On student achievement?
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Supervision can become “the heart of a good teacher evaluation sys-
tem” (Acheson & Gall, 1997, p. 60), especially if supervision is differenti-
ated and teachers become the central actors in the process.

Differentiated Supervision

Glatthorn (1997) describes differentiated supervision as “an approach
to supervision that provides teachers with options about the kinds of
supervisory and evaluative services they receive” (p. 3). Differentiated
supervision operates on the premise that teaching is a profession; teachers
should have a degree of control over their professional development and
the power to make choices about the support they need.

Glatthorn (1984) suggests that clinical supervision is not equally effec-
tive for all teachers and that it is very important to provide them with
choices. Glatthorn questions the effectiveness of traditional supervision
for several reasons: the inadequateness of the administrative supervision,
the impossibility of providing clinical supervision for all teachers, and
the different teaching styles of the observed teachers. As an alternative,
differentiated supervision gives the teachers the option of choice. There are
four supervisory options to choose from: clinical supervision, cooperative
professional development, self-directed development, and administrative
monitoring. Glatthorn defines clinical supervision as “an intensive process
designed to improve instruction by conferring with the teacher on lesson
planning, observing the lesson, analyzing the observational data, and giv-
ing the teacher feedback about the observation” (p. 7).

Effective schools support collegiality in communities built on a foun-
dation of cooperation, mutual assistance, and trust among faculty and
staff. Without collegial relationships between teachers and supervisors, it
is unlikely that either can be nurtured toward ongoing growth and devel-
opment. As Kindred indicated in 1952, all teachers share common needs;
they want

¢ Security

¢ Desirable working conditions

¢ Fair treatment

¢ The feeling that they are an integral part of the school
¢ Recognition for their work

¢ A voice in administration (pp. 158-159)
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Differentiated supervision can unfold only in an environment in which
collegial relationships are built through “cooperation and mutual assis-
tance” (Glatthorn, 1990, p. 177).

Differentiated supervisory approaches allow supervisors to concentrate
on teachers who need their time and effort most, rather than conducting
perfunctory classroom observations of all teachers merely to satisfy district
policies. Glatthorn's differentiated system is built on the assumption that
“regardless of experience and competence, all teachers will be involved
in three related processes for improving instruction: teacher evaluation,
staff development, and informal observations” (1990, p. 179). According
to Glatthorn, teachers must be involved in “two or more” of the following:

¢ Intensive development (mandatory use of the clinical supervision
model)

¢ Cooperative development (developmental, socially mediated activi-
ties such as peer coaching or action research)

¢ Self-directed development (developmental activities teachers direct
on their own)

Glatthorn’s differentiated approach is not meant to be prescriptive,
but rather “a process approach, in which each school district or school
develops its own homegrown model, one responsive to its special needs
and resources” (1990, p. 179).

Ask a Supervisor ...

Interview a person (e.g., principal, assistant principal, depart-
ment chair) who supervises teachers on a regular basis. Ask this
person:

¢ How do you differentiate supervision?

¢ Why do you differentiate supervision?

¢ How do you know when to differentiate supervision?

¢ Are there instances when it is not advisable to differentiate
supervision?

After this informal interview, identify the major points you
learned about differentiating supervision. What did you learn?
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Developmental Supervision

Glickman (1981) asserts that “the goal of instructional supervision is to
help teachers learn how to increase their own capacity to achieve profes-
sional learning goals for their students” (p. 3); a supervisor’s style either
enhances or diminishes teachers’ abilities to engage in learning that is
developmentally appropriate. The success of developmental supervi-
sion rests on the supervisor’s ability to assess the conceptual level of the
teacher or a group of teachers and then to apply a supervisory approach
that matches this level.

Glickman, Gordon, and Ross-Gordon (2010) focus on the teacher
development models and developmental theories and explain the role of
supervision through these lenses. The researchers suggest that those teach-
ers on higher developmental levels use various methods to improve their
teaching and to encourage the students’ personal development and growth
as well. The defining characteristic of this model is that the supervisor has
an authority over teachers and can be quite directive and controlling.

Diagnosing the conceptual level of teachers is central to the success of
developmental supervision. Ham'’s findings (1986), cited by Waite (1998),
suggest, “The most effective supervisors were those able to match appro-
priate models or strategies to the specific needs and developmental levels
of their teachers” (1998, p. 300). Given the diversity of the teaching force
and the varied experience levels of any given faculty, supervisors need to
be aware of the principles of adult learning (Chapter 7).

CASE STUDY

As principal of Highland High School, Suzanne Franklin has
just hired 14 new teachers. Eight of these teachers just gradu-
ated from college, and six are new to the system, Highland Com-
munity School District 092. Both groups of teachers have been
assigned mentors, all veteran teachers within their departments.
What considerations should Suzanne and the administrative
team consider as they develop a strategy to supervise the new
teachers?
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Styles That Support Differentiated and
Developmental Supervision

Glickman (1990) and Glickman, Gordon, and Ross-Gordon (2010) identify
four interpersonal approaches parallel to situational leadership theory:
the directive control approach, the directive informational approach, the
collaborative approach, and the nondirective approach. These orientations
portray the kinds of approaches a supervisor would choose based on the
developmental stage of the teacher; “effective supervision must be based
on matching orientations of supervision with the needs and characteristics
of teachers” (Glickman, 1981, p. 40). Figure 2.2 describes the four super-
visory approaches, with suggestions of when and under what conditions
a supervisor might use them. (Chapter 7 details the career stages and the
principles of adult learning.)

Note that there are no hard-and-fast rules about which style to use, and
as Glickman (1981) asserts, “unless all teachers in a staff are remarkably
homogeneous, no single approach will be effective for all” (p. 40).

Supervisors do more than merely observe teachers in the classroom;
they engage in a wide range of activities that focus on the instructional
lives of teachers. These activities include linking professional develop-
ment to the efforts of supervision. Activities could include promoting
peer coaching, action research, the development of teaching portfolios,
study groups, critical friends, and other initiatives that make sense for the
context of the school site,

The role of the supervisor is a very complex one. Wiles and Bondi
(1996) list several roles that require competence:

¢ Supervisors are developers of people. Supervisors need to be sensitive
to the fact that schools are diverse learning communities.

¢ Supervisors are curriculum developers. Curriculum development is a
cycle that begins with clarifying goals and objectives and ends with
the evaluation of the curriculum effort.

¢ Supervisors are instructional specialists. The instructional role of
supervision has three dimensions: research, communication, and
teaching.

¢ Supervisors are human relations workers. Multiple human relations
skills are called for in the daily interaction with diverse groups.

¢ Supervisors are staff developers. Planning staff development is a major
method of improving instruction.
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Ficure 2.2 Supervisory Styles

Range of Supervisory
Supervisory Style Audience Behaviors

Directive control Beginning teachers; Inform, direct, show,
approach: Supervisor teachers on formal plans | lecture, and mandate
directs all aspects of the | of improvement; teachers
supervisory process. struggling with learning

to use new, essential

instructional strategies
Directive informational | Beginning teachers; Inform, lecture, generate
approach: Supervisor teachers struggling with | alternatives between the
shares information with | learning to use new, teacher and supervisor
an emphasis on what essential instructional
must be achieved. strategies.

Collaborative approach:
Open, two-way
problem solving;
teacher and supervisor
are equals searching

for understanding of
practice and its impact
on student learning.
Collaborative decision
making with the

teacher taking the lead
in framing questions,
posing solutions, and
making the final decision
about what course of
action to take next.

Experienced teachers;
teachers with expertise
and refined skills

Guide, keep the focus
during discussions, link
teachers with similar
needs

Nondirective approach:
Self-directing; the teacher
develops solutions and
ongoing activities to
assist with examining
practices.

Master teachers

Listenin a
nonjudgmental manner;
ask open-ended
questions; provide
clarification to questions;
extend inquiry through
reflection, roleplaying
scenarios, and dialogue.

Glickman (1981).
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CASE STUDY

Franklin Adams, Science Department chair at Reynolds High
School, just completed a 45-minute classroom observation of
Jack Bradford, a first-year chemistry teacher. Franklin is sitting at
his desk thinking through how to approach the postobservation
conference. Going through his notes, Franklin reviews the data:

1. Fourteen of the 22 students were on task less than 50 per-
cent of the time.

2. Bradford spent approximately 30 percent of his time redi-
recting off-task behaviors.

3. Students were “less than respectful” to Bradford (mumbling
under their breath, ignoring his directives).

4. During the last 15 minutes of class, students who were gen-
erally on task began to become less attentive (Stacy turned
to Rob and they chatted; Jim pulled out his lunch; Peter was
selling candy bars; Tina was reading To Kill @ Mockingbird;
Sam put his head down and pulled his jacket over his head;
Kat applied makeup).

5. When the bell rang, students bolted while Bradford was
explaining the homework assignment.

6. Two students were directed to report to Bradford after
school.

In the preobservation conference, Jack had revealed he was
having a “miserable” time with the class. He said that students
were off task and talked among themselves to the point that the
“better” students were complaining. Setting the tempo, Franklin
had explained that he would focus his “observation eye” overall
on classroom management, tracking Jack’s interactions with stu-
dents, students’ on-task and off-task behaviors, and the verbal
cues that Jack gives to students who appear to be off-task.

Jack entered teaching as a second career after working for 17
years as a chemist with a major pharmaceutical company. For
the past two years, Jack attended school part-time to earn his
teaching credentials at a local university.

After reviewing Glickman’s supervisory styles presented in
Figure 2.2, discuss an approach to the postobservation confer-
ence. In pairs, role-play, assuming the roles of Franklin and Jack.
Where does Franklin start with the feedback?

54 + Instructional Supervision 3e




EXTENDED REFLECTION

Wiles and Bondi (1996) indicate that “supervisors are adminis-
trators” who need “a very specialized set of skills.”

¢ Is there an inherent conflict in the statement “supervisors
are administrators”? Be prepared to share your thoughts in a
small group.

4 What are the “very specialized set(s) of skills” that supervisors
(who are very often administrators by title) need in order to
work with teachers? Be prepared to share your thoughts in
a small group and then in a larger discussion across groups.

¢ Supervisors are administrators. Administrators need a very special-
ized set of skills.

¢ Supervisors are managers of change. Systemic reform movements
require supervisors to manage and implement change.

¢ Supervisors are evaluators. The evaluative role is constant. (pp. 18-22)

Regardless of the work, tasks, or roles that supervisors assume, the
supervisor’s style (e.g., directive, collaborative) will have an impact on
the relationship between the teacher and supervisor. Teachers have unique
needs across the career continuum, which are examined in Chapter 7. Some
experienced, competent teachers will prefer to work on their own to foster
their professional development (Glatthorn, 1997). These teachers have the
ability to direct a program of study that addresses their own personal and
professional learning needs. In self-directed supervision, the teacher takes
the initiative to select an area of interest or need, locate available resources
for meeting goals, and develop and carry out a plan for learning and devel-
opment. The supervisor acts as a supporter, not the omnipotent director.

It is important for a building-level supervisor to conscientiously reflect
about what kind of supervisory practices would best suit teachers. Effec-
tive supervisors

¢ Provide teachers with a supportive environment that emphasizes
risk taking

¢ Motivate teachers to continuously seek optimum performance
¢ Encourage the use of sound instructional principles

¢ Provide multiple opportunities for professional growth
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EXTENDED REFLECTION

Reflect on your most recent experience with instructional
supervision.

¢ How would you classify the administrator’s supervisory
style?

¢ What behaviors led you to this conclusion?

¢ What supervisory style, if any, would have been more appro-
priate? Why?

There are clearly many approaches to supervision. When the differenti-
ated approach was in its early stages, peer coaching was just emerging as a
staff development model, and Glickman's (1981) developmental approach
to supervisory leadership and subsequent approaches had gained accep-
tance in K-12 schools. Differentiated approaches to supervision have
since expanded to include, for example, peer coaching (Chapter 9), action
research (Chapter 10), and the portfolio as a means to expand the clinical
supervisory process (Chapter 11).

Summary

The intents of the original clinical supervisory model rested on providing
opportunities for teachers to examine and then reflect on their practices
with the assistance of an instructional supervisor. Moreover, the intents
supported the growth and development of teachers.

The hallmark of a differentiated approach to supervision is that it
centers on the needs of teachers (career stages and adult learning are
addressed in Chapter 7). Any approach linked to clinical supervision
includes the preobservation conference, the observation, and the postob-
servation conference. Each approach has a unique design and application;
however, all approaches champion practices rooted in constructivism and
social learning theory—modeling, dialogue, reflection, inquiry, and active
problem solving.
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Suggested Activities
From Theory to Practice

For an earlier activity in this chapter, you obtained a copy of the poli-
cies and procedures that govern teacher evaluation and supervision in
the school system where you work. Now locate state statutes that govern
the supervision, evaluation, and professional development of teachers. In
these documents, find the intersections governing the supervision, evalu-
ation, and professional development of teachers. What are the discrepan-
cies? Report your findings to the class.

Group Processing

The Interstate School Leaders Licensure Consortium (ISLLC) has devel-
oped a series of standards for school leaders. To read the standards in their
entirety, go to www.csc.vsc.edu/woodruffinstitute/islicstd.pdf. Figure 2.3
shows ISLLC Standard 2. In a small group, examine ISLLC Standard 2
and identify how the intents of supervision can be linked to this standard
across the domains of knowledge, dispositions, and performances. Report
your analysis to the class.

Ficure 2.3 ISLLC Standard 2

Standard 2: A school administrator is an educational leader who promotes the
success of all students by advocating, nurturing, and sustaining a school culture and
instructional program conducive to student learning and staff professional growth.

Knowledge
The administrator has knowledge and understanding of

¢ Student growth and development

¢ Applied learning theories

+ Applied motivational theories

¢ Curriculum design, implementation, evaluation, and refinement
+ Principles of effective instruction

+ Measurement, evaluation, and assessment strategies

+ Diversity and its meaning for educational programs

+ Adult learning and professional development models

¢ The change process for systemns, organizations, and individuals
+ The role of technology in promoting student learning and professional growth
+ School cultures

Continued
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Dispositions
The administrator believes in, values, and is committed to

¢ Student learning as the fundamental purpose of schooling

¢ The proposition that all students can learn

¢ The variety of ways in which students can learn

¢ Lifelong learning for self and others

¢ Professional development as an integral part of school improvement
¢+ The benefits that diversity brings to the school community

¢+ A safe and supportive learning environment

¢ Preparing students to be contributing members of society

Performances
The administrator facilitates processes and engages in activities ensuring that

¢ All individuals are treated with faimess, dignity, and respect

¢ Professional development promotes a focus on student learning consistent
with the school vision and goals

Students and staff feel valued and important

The responsibilities and contributions of each individual are acknowledged
Barriers to student learning are identified, clarified, and addressed

Diversity is considered in developing learning experiences

Lifelong learning is encouraged and modeled

There is a culture of high expectations for self, student, and staff performance
Technologies are used in teaching and leaming

Student and staff accomplishments are recognized and celebrated

Multiple opportunities to learn are available to all students

The school is organized and aligned for success

Curricular, co-curricular, and extracurricular programs are designed, imple-
mented, evaluated, and refined

Curriculum decisions are based on research, expertise of teachers, and the
recommendations of learned societies

¢ The school culture and climate are assessed on a regular basis
+ Avariety of sources of information is used to make decisions

¢ Student learning is assessed using a variety of techniques
+

Multiple sources of information regarding performance are used by staff and
students

A variety of supervisory and evaluation models is employed

+ Pupil personnel programs are developed to meet the needs of students and
their families

> > * * * S * * P * >

*

The Interstate School Leaders Licensure Consortium Standards for School Leaders
(http:/ /www.csc.vsc.edu/woodruffinstitute /isllestd.pdf).
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Reflection

1. Consider this statement: Given the large size of schools, differenti-
ated supervision is just not possible.

2. If you developed a vision for supervision (see Chapter 1), return to
this vision. Make modifications as desired.
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3

Informal and Formal
Instructional Supervision

¢ Informal classroom observations
¢ Formal classroom observations
¢ The clinical supervision model and its components

¢+ Tool 1: Informal Classroom Observations

¢ Tool 2: Guidelines for Informal Classroom Observations

Introducing Informal and
Formal Instructional Supervision

The overall intents of instructional supervision are teacher growth and
development. The instructional supervisor needs to work with teachers
on a daily basis. Effective supervisors do not wait to be invited into class-
rooms; they find opportunities to drop in for informal visits in addition
to the more formal, mandated classroom observations tied to evaluation.
They constantly scan the learning environment, looking for ways to help
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Ficure 3.1 Getting Supervision Out of the Main Office

To create the conditions for effective informal and formal supervision, the
supervisor needs to examine the history and context of instructional supervision in
the school. Issues include:

+ The framework of the clinical supervision process:

+ What is the history of supervision and evaluation at the site?

+ What are the experience levels and other defining features of the faculty?

¢ What is done with information collected before, during, and after the observation?

¢+ At what time of year does the cycle (preobservation conference, extended
classroom observation, and postobservation conference) occur?

Does the cycle continue with another round?
The intent of classroom observations:

Why am | observing a particular teacher?

How often do | observe teachers?

What is the length of an observation?

Do | observe certain teachers more than others?
If so, what factors motivate me to do so?

The nature of the interaction:

Do | merely report what | observed?

Do I try to link other activities such as professional development to the super-
visory process?

Are postobservation conferences conducted? In a timely manner?

¢+ Where are pre- and postobservation conferences conducted? (In the teacher’s
classroom? The main office?)

* + + S+ S S+ > > > >

*

teachers develop further. Effective supervisors get out of the main office
lo pay attention to the pulse of the school.

Teachers want supervisors to be accessible—but not just by having an
open-door policy. Teachers want supervisors to be visible—but not just by
walking the halls during passing periods. In short, teachers want supervi-
sors to visit their classrooms, and it is the supervisor’s responsibility to
do so.

Figure 3.1 outlines how a supervisor might approach the task of get-
ting supervision out of the main office and into the classroom.

Regardless of their form (formal, informal, peer), supervisory practices
are bound by the context of the school site, the culture and climate of the
school, the characteristics of teachers and administrators, and the values
that the school community embraces.
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Tool 1: Informal Classroom Observations

The informal classroom observation has evolved in the literature and in
practice. Recenily, there has been a resurgence in attention to the infor-
mal classroom observation (Downey, Steffy, English, Frase, & Poston,
2004; Zepeda, 2008). Historically, the popularity of informal classroom
observation emerged in the 1980s and can be tied to the management-by-
wandering-around (MBWA) movement, which was popularized with the
publication of the Peters and Waterman (1982) book, In Search of Excellence:
Lessons From America's Best Run Companies.

Executives who embraced MBWA promoted informal communication
and personal involvement with employees by getting out of the office.
Through this accessibility and visibility, executives were able to ensure
accountability and affirm the work of employees. The practice of informal
classroom observations also embraces getting supervision and evaluation
out of the main office, situating principals as active participants in the
instructional lives of their teachers by promoting visibility and accessibility.

Walking-Around Supervision and Short Visits

In the supervision and teacher evaluation literature, informal classroom
observations have been tied to both formative and summative evalu-
ation practices. Manning (1988) asserts that information about teachers
gleaned from “walking-around supervision” and “short visits” should be
included as summative samplings in the overall evaluation of teaching.
Although they are similar, Manning makes a sharp distinction between
walking-around supervision and short visits. Walking-around supervi-
sion promotes the visibility of the principal but primarily “in the halls ...
before and after the first bell in the morning, and immediately before the
dismissal bell in the afternoon” (p. 145) and in the lunchrooms. During
these times and others, the principal takes in information about instruction
and plans short visits if there is a need (e.g., with a teacher who is hav-
ing difficulties with classroom management or a teacher who is regarded
as having an exemplary instructional method). According to Manning,
short visits last longer, though “less than a full class period.” Also, “it
is important to always follow up a short visit with a brief conference”
especially “if a problem is noted, the principal can discuss this ... and plan
for an additional evaluation” (p. 146). The reader is reminded that Man-
ning’s assessment of informal classroom observations developed in the
1980s, a period in which instructional supervision was evolving to inciude
developmental forms of supervision (Glickman, 1981) and differentiated
supervision (Glatthorn, 1984).
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We have learned much about the perspective of teachers related to
supervision (Zepeda & Ponticell, 1998). Above all else, the supervision
of instruction should not be viewed as a means to find fault with teach-
ing. Supervision and evaluation processes that do so situate teachers in a
deficit mode.

Catch Teachers in the Act of Teaching

The principal conducts informal classroom visitations neither to catch
the teacher off guard or by surprise, nor to interrupt classroom activities.
Informal classroom observations allow principals to affirm what teachers
are doing right, encouraging them to keep up the momentumn. Moreover,
informal observations allow the principal and teacher to celebrate suc-
cesses in teaching and student learning,.

By observing teachers’ work in their classrooms, principals can exert
informed effort and energy to assist teachers beyond formally scheduled
observations. Informal observations provide opportunities for supervisors to

+ Motivate their teachers
¢+ Monitor instruction in the classroom
¢ Be accessible and provide support

¢ Keep informed about instruction in the school (Blase & Blase, 1998,
pp- 108-109).

An Observation by Any Other Name

Sometimes referred to as pop-ins, walk-ins, or drop-ins, informal class-
room observations

¢ Are brief, lasting only 15 or 20 minutes (perhaps longer)
¢ Can occur at the beginning, middle, or end of a period
¢ Can occur at any time during the school day

¢ Focus on a variety of aspects, including instruction, use of time,
classroom management, transitions between learning activities, the
clarity of instructions, and so on

The informal classroom observation is a strategy to get principals into
classrooms with the intent to focus on teaching, learning, and the interac-
tions between teachers and students as the events of instruction unfold.

Informal observations are not intended to supplant formal ones; they
do not include a preobservation conference. Informal observations do not
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Ficure 3.2 Sample Informal Observation Note

Dear Mary,

| enjoyed my informal observation on September 9 during your Honors
English class. The overheads used to illustrate the proper uses of dependent
clauses kept students focused on the common mistakes they made in their own
essays.

Clear directions kept students on task when they broke into small groups to
proofread their essays. The small group size (three) kept all students engaged.
Perhaps you might want to share these techniques with other freshman Honors
teachers?

Thanks, and | hope to see you at the faculty tailgate party tonight!

Zepeda (2008). Used with permission.

necessarily include a postobservation conference, but supervisors can
strengthen their relationships with teachers by communicating something
about what was observed. Although face-to-face interaction with a teacher
is the best way to do this, Figures 3.2 and 3.3 (page 66) offer sample forms
for written comments after an informal classroom observation. Perhaps
the most important aspect of communicating what was observed in a
teacher’s classroom is to be as specific as possible and to avoid platitudes
such as “good job.” Teachers will benefit more from specific information
about their teaching, the ways in which they interact with students, or an
approach used to deal with a classroom event. Timeliness is also impor-
tant; just like students, teachers respond to immediate feedback.

EXTENDED REFLECTION

Dr. Raul Lopez, principal of Johnston Middle School, will con-
duct a series of informal classroom observations starting with
the teachers on the sixth-grade team. Dr. Lopez believes he can
help this team of teachers as they implement the new statewide
curriculum in language arts and mathematics. After he has
conducted several informal classroom observations, he plans to
meet with the sixth-grade teachers as a team to share insights
about instruction and the new curriculum. What suggestions
would you give to Dr. Lopez before he starts conducting infor-
mal classroom observations?
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Ficure 3.3 Sample Informal Observation Form

Teacher: Navzy yeung Observation Date: javaanur o, 2oz
Time: 2:65- s Class Period: =
Subject: englisi Number of students: z=

Students were:

00 working in small, cooperative groups
O making a presentation

O taking a test

™ working independently at their desks
O viewing a film

O other:

Teacher was:

O lecturing

O facilitating a question-and-answer sequence
M working independently with students

O demonstrating a concept

O introducing a new concept

O reviewing for a test

O coming to closure

O other

Comments:
NS,

Studeats were viryRing tndependently) ot thelr desies. The veary angement of the
reeve {desie, prolivim, takle) allowed you ko werk tnolerendently) with students en
thely essays and Lr izeep aw 2ue on studenis working ot thelr desies.

Pernans Yo shoudd nold the nect freshmeain-Level vageting in Yo rocva so
oENErS CAN SEE YO YOO AFYRNIENENT.

Thawies fov Letting vue wisis Yeur izove and see the wark o de to hels ew

Shets beorine Brtter wiiters, [ apprecite virug efferts.

rM2ig Stise

Zepeda (2008). Used with permission.

66 + instructional Supenvision 3e



Special care must be taken to ensure that informal classroom observa-
tions do not become disruptive or send mixed messages to teachers. This
is especially true if the supervisor is new or if informal classroom observa-
tions have not been conducted in the past. According to Sergiovanni and
Starratt (1998),

Successful informal supervision requires that teachers accept
certain expectations. Otherwise it will likely be viewed as a sys-
tem of informal surveillance. Principals and other supervisors
need to be viewed as principal teachers who have a responsibility
to be a part of all the teaching that takes place in the school. (p.
258, emphasis added)

Are Three Minutes Enough?

The Downey informal observation method, in which principals spend
three to five minutes observing a classroom, has piqued interest in informal
classroom observations (Downey et al., 2004). Although that method will
certainly get supervision out of the main office, the principal is encouraged
to spend more than three to five minutes in the classroom during an infor-
mal observation to ensure a meaningful experience for the teacher. The
egg-timer approach to classroom observation of this duration is a “blitz”
in which the observation’s brevity minimizes data collection. It is prefer-
able to conduct fewer but longer informal observations on a daily basis to
connect with teachers and derive a more accurate sense of the classroom
activities observed.

The principal’s daily struggle is to find time for mandatory formal
classroom observations and for informal classroom visits. Although
no clear-cut solution to this problem applies across all school systems,
many principals find creative ways to make the most of available human
resources and provide a supervisory program centered on teachers” needs.
A commitment to being more visible to teachers will be strengthened by
the impact classroom visitations can have on the instructional program;
the dividend is movement toward high-quality learning for the teachers
entrusted to educate children.

Tool 2: Guidelines for Informal
Classroom Observations

The following guidelines for informal classroom observations, adapted
from FutureCents (n.d.), are offered as a starting point for framing this
important work.
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Informally observe all teachers. All teachers can benefit from the infor-
mal classroom observation. Refrain from overobserving teachers (e.g.,
only teachers who are having difficulty, beginning teachers, teachers who
teach subject areas that are heavily tested). Given the suggestion that the
informal classroom observation should last between 15 and 20 minutes,
conduct only as many observations a day as you can follow up with teach-
ers either on the same day or the very next day. Teachers need and deserve
some type of immediate feedback.

Informally observe as often as you can. The principal’s presence in class-
rooms sends a positive message to teachers: The principal cares. Including
the informal classroom observation as a schoolwide initiative requires
consistency and frequency. Become opportunistic in finding time in the
day to observe teachers, and vary the time of the day in which you observe
teachers. What occurs in the morning is much different from what occurs
in the afternoon.

Watch, listen, and write; focus on one or two areas. Find a focus based on
the instruction, events, or discussions that are occurring in the classrcom.
Avoid having a predetermined focus whereby teachers know how to teach
to the hot spot of the observer. For example, if the principal is a proponent
of cooperative learning, teachers might be tempted to transition to coop-
erative learning activities once the principal enters the room.

Given that informal observations are relatively brief (15 to 20 minutes)
compared to an extended classroom observation (30 to 45 minutes), data
from a single focus will make for richer conversation during the follow-up
discussion.

Have fun. Check your demeanor: let your body language and facial
expressions communicate that you are enjoying the time in the classroom.
A principal’s demeanor sends strong messages—either you enjoy being
out and about or you grudgingly engage in informal classroom observa-
tions. Think about how you want teachers and students to view you.

Catch teachers in the act of doing something right and applaud their
efforts. Look for victories rather than failures, and applaud them. Work to
create an ethos of sharing. Teachers who are especially adept at a strategy
or technique need time and opportunities for sharing their expertise with
others. For example, a certain amount of time at weekly or monthly facuity
meetings could be set aside for teachers to share insights or techniques
with one another.
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