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ABSTRACT

A CASE STUDY OF INSTRUCTIONAL SUPERVISION SYSTEM
AT A PRIVATE SECONDARY SCHOOL

Collins, B. Ayse
Ph.D., Department of Educational Sciences

Supervisor: Assoc. Prof. Dr. Ali Yildirim

January 1999, 386 pages

The purpose of this study was to explore (1) types of supervisory practices
carried out at a private secondary school in Ankara (2) how these supervisory practices
are perceived in terms of strengths and weaknesses by administrators, department
heads, teachers and students, (3) impacts of these supervisory practices on teaching and
learning, teacher development and overall school improvement processes, (4)
recommendations made to improve the current supervision system.

The subjects of this study included two members of the education board, the
principal, all department heads, three assistant heads, 15 teachers and 50 students.

The data were gathered through interviews and critical incidents. Furthermore,
various documents were analyzed. The data collected through the study were subjected
to a content analysis.

The data revealed that there are two types of supervisory practices carried out at

the school: school-based supervision and Ministry of National Education inspection.
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School-based supervision was based on three areas: classroom based performance
evaluation, beyond classroom performance evaluation, summative evaluation of
teacher performance. Although the idea of teacher evaluation was acceptable and
needed, the subjects had serious concerns about the way the evaluation was done
regarding clarity of purpose in teacher evaluation, the criteria and instruments for
evaluation, the way class observation is conducted, feedback and reinforcement,
reliability of evaluation, effectiveness of the supervisor, and his relationship with
teachers, student and i)arent participation in teacher evaluation. Ministry of National
Education Inspection was perceived ineffective due to its judgmental and subjective
nature. Impact of supervisory practices on learning and teaching, teacher growth, and
overall school improvement were perceived as both positive and negative by the school
staff. Overall school-based supervisory practices were seen as administrative
assessment. Finally, recommendations were made to improve the current supervision
system in line with the findings of the study.

In light of the findings of this study, an ‘instructional supervision’ model was

designed and proposed.

Key Words: Teacher evaluation, supervision, teacher development, school

improvement.
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OZEL BIR LISEDE OGRETMEN DEGERLENDIRME SISTEMINE ILISKIN
BIR DURUM CALISMASI

Ayse, B, Collins
Doktora, Egitim Bilimleri Béliimil

Tez y6neticisi: Dog. Dr. Ali Yildinm

Ocak 1999, 386 sayfa

Bu galiyma (1) &zel bir lisede uygulanmakta olan degerlendirme etkinliklerini
tammlamak; (2) bu etkinliklerin zayif ve giiglii yonlerinin yoneticiler, ziimre
baskanlan, miidiir muavinleri, 6gretmenler ve 6grenciler tarafindan nasil algilandigim
ortaya ¢ikarmak, (3) bu etkinliklerin O8fretme ve 6Brenme siirecine, OZretmen
gelisimine ve genel anlamda okulu gelistirme siirecine etkilerini incelemek; ve (4) bu
okulda var olan ogretmen degerlendirme sistemini gelistirmeye yonelik oOnerileri
derlemek amaciyla yapilmigtir.

Bu galigmanin 6rneklemini Ankara”daki 6zel bir lisedeki 2 idari kurul iiyesi,
okul miidiirii, biitiin ziimre bagkanlan (6), 3 miidiir yardimeisi, 15 6gretmen ve 50
dgrenci olusturmugtur.

Veriler “goriisme” ve “kritik olay” yontemleriyle toplanmustir. Ayrca,
degerlendirmeye iliskin yazili dokiimanlar incelenmigstir. Toplanan veriler “igerik

analizi” teknigi uygulanarak degerlendirilmistir.



Elde edilen bulgular okulda uygulanmakta olan iki tiir 6gretmen degerlendirme
etkinliginin oldugunu gdstermektedir: okul yOnetimi tarafindan yiiriitiilen
degerlendirme ve Milli Egitim Bakanlik miifettiglerince yapilan teftis. Okul bazl
performans degerlendirmesi smif igi, simf disi, ve y1l sonu olmak lizere ii¢ agamada
yapilmaktadir. Ogretmen performansinin degerlendirilmesinin benimsenmesi ve gerekli
bulunmasina ragmen, degerlendirmenin yapilis bigimi ve siireciyle ilgili su alanlarda
problemler oldugu saptanmigtir: Ofretmen degerlendirmenin amaciin agikligy,
degerlendirmede kullanilan. 6lgiitler ve formlar, simif gézleminin yapilis sekli,
degerlendirme sonucunun O§gretmenlere bildirilmesi yontemi, degerlendirmenin
glvenilirligi, degerlendiren kisinin etkinlifi ve Ogretmenle iligkisi, 0grencinin ve
velinin degerlendirme siirecine katkisi. Milli Egitim Bakanlig: teftisi yargilayic1 ve dar
kapsamli olmasindan dolayr yetersiz bulunmugtur. Ofretmen degerlendirme
etkinliklerinin Ogretme ve Ggrenme siirecine, 6gretmen gelisimine ve okulun genel
gelisimine etkileri okul personeli tarafindan hem olumlu hem de olumsuz olarak
degerlendirilmigtir. Genel olarak Ogretmen degerlendirme etkinlikleri “idari
degerlendirme” olarak goériilmiigtiir. Son olarak Ogretmen degerlendirme sisteminin
daha etkili ve verimli hale getirilebilmesi i¢in arastirma Ornekleminden ¢esitli Oneriler
derlenmistir,

Son olarak bu ¢alismada ortaya ¢ikan sonuclarn 1sifinda, bir “dgretmen

degerlendirme” modeli ortaya ¢ikanlmig ve tartigiimistir.

Anahtar Kelimeler: Ogretmen degerlendirmesi, Ogretmen Gelisimi, Okul Geligimi.
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CHAPTER 1
INTRODUCTION
Background to the Study

The concept of ‘supervision’ is defined as the art of accomplishing work
through the efforts and abilities of other people (Bishop, 1976). The “large shadow
army of school personnel known by the collective title of supervisors,” as Oliva (1989)
terms them, play major roles in the direction education takes within a school system.
They can be a positive force, giving guidance and/or direction, or they can allow the
system to run itself with no clear course and no gage of achievement.

The ‘instructional supervisory role’ can be assumed by one or several different
individuals, working to assist other school personnel to perform their jobs better. They
may be professionals from outside the school or the school principal or a department
head or even a senior instructor whose knowledge and experience can add to the prime
purpose of educating students. In their performance as a supervisor they should be able
to demonstrate methods, give suggestions, issue specific instructions, evaluate the
results of the teaching efforts, and based on that evaluation, assess the individual
teacher’s performance. In unison with the teacher, the supervisor should evaluate the
programs and content of the given course to assure that they meet the achievement
level required and expectations of the specific program. The critique performed by the
supervisor should improve the curriculum. This principle was pointed out by Nealey
and Evans (1980) as the “democratic nature of modern supervision.”

The literature presents three approaches to supervision: ‘Laissez-faire

Approach,” ‘Scientific Approach’ and ‘Group Dynamics Approach’ (Association for



Supervision and Curriculum Development, 1982; Poster, 1991). A combination of two
or all three can also be seen in schools.

As implied, the laissez-faire approach is a hands-off methodology by which the
teacher is allowed to run his/her classroom with little or no direction. The supervisors
have more of the intention to praise the instructors and, thereby, indirectly affect the
course of the instructions. The prime thought is that the fewer supervisors and less
direction, the greater the potential for creativity among the staff. They may or may not
monitor the end results to determine whether or not their approach is successful.

In just a reversal of methods, the scientific approach is a pragmatic, rigid view
of teaching. Lucio (1979) argues that teachers can “be regarded as instruments that
should be closely supervised to be sure that they mechanically carried out the methods
of procedure determined by administrative 'and_ special supervisors” (p.3). This sterile
approach to the educational experience stresses the opinion that teaching is a science
not an art. Based on this ‘science,” successful teaching can be achieved. The control
runs through the whole teaching process and is monitored closely at each stage.

In the third method, group dynamics approach, supervision is a continuous
exercise that strives to establish a positive climate of consensus among all of the
teaching faculty. The thought is that by doing so, human relations will give rise to a
more fruitful learning environment. Group discussions, sharing and review of ideas
flow freely. There is a constant review of ideas and an openness to new techniques.

Concentration on any one approach and ignoring the others will not suffice in
today’s school system (Sergiovanni, 1982). Only through a balance of all of the
principles can one hope to achieve a professional level of ‘instructional supervision.’
The best of each method must be used at the appropriate time within the learning cycle.
Just as there needs to be freedom of the teacher within the classroom, there needs to be
decisiveness in certain techniques and policies. There also needs to be a continuous
review by more than just a small select group. Self-assessment must be essential to
development of new and relevant teaching methods that meet the needs of the student.

Franseth (1961) sums up her assessment of supervision as “leadership that

encourages a continuous involvement of all school personnel in a cooperative attempt



to achieve the most effective school program” (p.19). The effectiveness of supervision
can be seen by the end result, such as a student that has achieved his highest potential
and is eager to learn for the rest of his life. -

Compared with the supervisory approaches discussed in the literature, the
supervisory practices in the Turkish Education system present a different picture. The
terms supervision and supervisor have been translated and used in Turkish as ‘Teftis’
and ‘Mufettis,” which focus mostly on ‘inspection’ function requiring controlling and
directing an organization on behalf of the Ministry of Education (Karagozoglu, 1972).
There are differences between the meaning, function, and content of the term
supervision used in Western countries and in Turkiye. Consistent with the centralized
nature of the educational system, supervision of schools is also centralized. Within this
centralized systém, there are Elementary School Inspectors who inspect schools from
grade one to five within a given province, and the Ministry Inspectors who inspect
schools from six to eleven nationwide. The inspectors have a high status in the Turkish
Educational System. They have the authority to visit any school, supervise any teacher
any time of the year according to a prepared program which should be ratified by the
chairman of the Board of Supervisors. They can inspect not only teachers but the other
school staff including principals, assistant principals, clerks as well. They mainly carry
out a ‘classroom observation’ during which instructional skills of the teachers, their
plans, and the effects of classroom activities are evaluated. Evaluation is also expected
to include the degree to which the teachers apply their annual study plans, their ability
to prepare written exams, and their out-of class activities.

There have been several studies carried out regarding the ‘inspection system’ in
the Turkish Education and almost all of them show that the present ‘inspection
system’ of public schools in Turkey implemented by the Ministry of Education is not
effective and efficient for various reasons (Akbaba, 1993; Altintas, 1980; Bursalioglu,
1982; Demir, 1996; Karagozoglu, 1972; Karsli, 1990, 1994; Kulular, 1992; Kamal,
1994; Ozdemir, 1985, 1990; Saglam, 1995; Tabancali, 1995; Tombul, 1996; Yavuz,
1995). Teachers think that classroom observation is unnecessary. They do not believe

that the existing system brings about help improvement of the instructional activities.



They say that inspectors come to the classroom for 10-15 minutes, at most for one
hour. They believe that teachers can not be evaluated within such a limited period.
They say that inspectors come to the classroom with prejudices because they obtain
information from the principal regarding the teacher to be observed, and they do not
seem to be interested in contextual issues. Moreover, teachers think that each inspector
uses different criteria and they are not guided by the inspectors.

According to Bursalioglu (1982) the main problem which affects the inspection
process is the inspector’s domineering attitude. When inspectors have the authority of
decision making on the teachers’ future professional life, they cannot perform guidance
and leadership roles. In his study, Karagozoglu (1972) states that in Turkish inspection
system, the universal developments in the field of ‘supervision’ have not been adopted
to the ‘inspection’ system; teachers do not believe that inspection helps them to
improve themselves; the reports of inspectors are not objective; inspectors are not
sufficient in guiding the teachers. Altintas (1980) states that there is no cooperation
among inspectors; the performance standards of teachers to be observed are not defined
clearly; the time of supervision is not sufficient; the forms used in supervision are not
useful for objective and realistic evaluation. He offers that supervisors must be trained
periodically through in-service education in order to improve their skills.

To sum up, within the current supervision system the interval between the visits
to a certain school can extend up to two or three years. During the inspection period
teachers are observed one or two times in class. Teachers are not given much feedback
by inspectors on their performance, thereby, not contributing to their professional
development, which is one of the primary purposes of supervision. As a result, most of
the procedures in teaching remain unchanged and ‘supervision’ does not seem to
function as a developmental tool. These problems with the centralized inspection
system and the demand for supervisory practices that can assess teachers’ performance
effectively and contribute to their professional development, have forced the private
schools, in which there is more competition and more concern with effectiveness and
efficiency in teaching and learning process, to find a reasonable solution. Thus, beside

the Ministry inspection system, they have started establishing their own ‘school- based



supervision system’ to update and maintain the quality of their teachers. Within this
process different people, such as the principals and/or department heads, have been
given the responsibility of supervising teachers. In some private schools the principal
observes teachers himself or with one of the head of the departments. In others,
department heads carry out this aspect of supervision themselves. In still some others,
coordinators in different areas (such as Social Studies, Science, Literature) assume the
responsibility.

There have not been many researches on the school-based supervision systems
in regards to the function of the principals. Ozdemir (1985) investigated the role of the
principals’ in school-based supervision. The result of the study showed that school-
based supervision systems had several problems, which the Ministry Inspection system
had as well. Some of these problems were ‘not having efficient teacher evaluation
criteria and evaluation forms,” ‘being subjective,” and ‘inefficient principals in terms of
the skills in supervision.’

Although there are various efforts in private schools to establish their own
supervision systems, what is being done in the name of supervision is still not clear.
We do not know, in-depth, how the supervisory practices are carried out; whether the
information gathered by the supervisors is used, if so how; how the teachers react to
supervision system and what impact the supervision has on teachers and the teaching
and learning process. In this sense, it is important to study how the supervisory
practices are carried out in private schools, in-depth, to find out whether the aims and
development in this field can keep pace with universal concepts. The study must
further address whether there is a different standpoint in private schools with

comparison to the inspection system of the Ministry of Education.

Purpose of the Study

The purpose of this study is to assess the instructional supervisory practices

carried out at a private school (*) in terms of their contribution to quality teaching and



learning, teacher development and overall school improvement processes, and propose
recommendations to improve these practices.

The specific research questions of the study are as follows:

1. What types of supervisory practices are carried out at this private school?

2. How are the supervisory practices perceived in terms of their strengths and
weaknesses by administrators, department heads, teachers, and students?

3. What impact do the supervisory practices have on teaching and learning, teacher
development and overall school improvement processes?

4. What recommendations can be made to improve the current supervision system?

(*) The school has three divisions: primary (grades 1-5), middle (grades 6-8) and high
schools (grades 9-11). Only middle and high school levels were included in this study.
For the sake of convenience, the term ‘secondary school’ was used to include grades 6-

11 from this point on in this study.

Significance of the Study

Supervisors have an important role in improving the teaching quality. Teacher
evaluation, in-service training, judgment, consultation, and guidance are only some of
these supervisory duties. Supervisors need to perform these duties effectively.
Although there are several studies on the centralized inspection practices in Turkish
primary and secondary schools, ‘school-based supervisory practices’ have not been
studied to a great degree. Thus, such a study is hoped to help us understand school-
based supervisory practices in comparison to centralized inspection system.

Through the comparison of the expectations and perceptions of the teachers and
supervisors on the importance of the ‘school-based supervisory practices’ as they
currently exist and as they should be, it is expected that this study could show whether
one is really conducting supervision or simply engaging in a set of practices which he

perceives as supervision. Therefore, the information gathered through the study should



be helpful for teachers, supervisors, and administrators in their mission to understand
and implement better supervisory practices.

Supervisory effectiveness is enhanced by the presence of mutual goals and
expectations (Ledding and Dye, 1987). Therefore, a study on the teachers’ and
supervisors’ perceptions of the supervisory activities, as they currently exist, and their
expectations about the ideal supervisory activities, as they should be, can be helpful to
apply and adapt recent and universally accepted supervisory activities. These activities
are necessary for improving teaching and learning process.

In education there are three essential elements to affect the teaching and
learning process. These elements are effective teaching methods, effective
administrative practices and effective supervisory practices. Keeping these elements in
mind, if any educational institution wants to see improvement in its students’
performance, it has to give equal importance to the organizational development.
Improvement in teacher, administrator and supervisor performance is also essential to
improved student performance as well. Thus, this study should serve as a significant
material for national and international comparative research on teacher and supervisor

relationships and their implications for the improvement of teaching quality.

Definition of the Terms

Supervision: In the literature, the terms appraisal, assessment, evaluation and
supervision are used interchangeably. However, within the framework of this study the
term supervision is used as an umbrella term to cover the practices such as assisting
teachers to perform to the best of their abilities, evaluating their performance and
making professional development plans to improve instruction, learning and the
curriculum. It consists of positive, dynamic, democratic actions designed to improve
instruction through the continued growth of all concerned individuals-the child, the
teacher, the supervisor, the administrators, and the parent (Oliva, 1989).

In this sense, assistance requires an effort from both the supervisor and the

teacher for classroom performance and beyond classroom performance. The assistance



for classroom performance includes practices such as helping for lesson preparation,
material selection and development and advising the teacher on the appropriate
teaching methods, classroom management, and student evaluation. Similarly, beyond
class assistance includes the practices such as helping for interaction with students,
colleagues, peers and superiors, support for the administrative duties and extra
curricular activities. All these practices can be carried out through a face to face
supervision or by means of school-based and in-service training programs.

In this study, evaluation is seen as one part of supervision, which leads to
supervisor support aimed at improving teacher effectiveness in the profession through
professional development plans prepared as a result of mutual negotiation between the
teacher and the supervisor.

Supervisors: Professionals who are responsible for the supervisory practices
mentioned above. They are namely, the principal, department heads, assistant heads,
lead teachers, peers, and colleagues.

Supervisory Practices: Activities carried out by the supervisors to evaluate the

teachers through classroom visits and to improve the teaching act through individual
and group conferences, school-based training programs and in-service training
programs.

Ministry Inspection: Inspection of the teachers by the Ministry of National Education

inspectors once every two or three years period. It primarily involves observing
teachers’ class performance, and checking whether or not the teachers have the

required papers, such as yearly plans, daily lesson plans and exam papers.



CHAPTER 2

REVIEW OF LITERATURE

This chapter consists of two major sections. In the first section, the researcher
presents a review of literature on the origins of the concept of supervision, different
approaches and models to supervision, their roles in improving teaching and learning
process, school improvement and teacher development. Further, discussion of
researches on supervisory practices is also presented. In the second section, a review of
literature regarding qualitative research methodology is presented in order to provide
the reader a brief perspective what qualitative research is and what it offers in the way
of educational research. Since this study is primarily of a qualitative nature, such a

review was considered to be necessary.
Theory and Research on Supervision

Today’s education system derived its basic influence from a movement in the
1970s towards humanistic psychology as it applies to management concept. Today the
trend is increasingly towards a recognition of the value of individuals within the
organization and of their autonomy and self-actualizing potential. Nowadays
individuals are acquiring more freedom for the management of their own careers, for
determining their preferred goals, for assessing their own capabilities and acquiring
their developmental needs. However, it is still true that few people are wholly able to

judge their own capacities, strengths and weaknesses without the catalyst of some form



of appraisal, whether by a peer or a line manager. This demand has created a new
image for the previous evaluation systems at institutions. With the new ideas in mind
the jargon has broadened its vocabulary coming from assessment, evaluation, appraisal,
supervision to staff-development.

Looking at the way specialists in the field have defined the terms may help us
come up with our own definition: Stressing the helping nature of supervision,
Franseth (1961) sees supervision as “leadership that encourage a continuos
involvement of all school personnel in a cooperative attempt to achieve the most
effective school program” (p.19).

Neagley and Evans (1980) point to the democratic nature of modern

supervision in their definition:

Modern supervision is considered as any service for teachers that eventually
results in improving instruction, learning, and the curriculum. It consists of
positive , dynamic, democratic actions designed to improve instruction through
the continued growth of all concerned individuals- the child, the teacher, the
supervisor, the administrator, and the parent or other lay person (p.20).

Contemporary definitions of supervision stress service, cooperation, and
democracy. Lovel (1983) looks at supervisory behavior in instruction in the following

way:

Instructional supervisory behavior is assumed to be an additional behavior
system formally provided by the organization for the purpose of interacting
with the teaching behavior system in such a way as to maintain, change, and
improve the design and actualization of learning opportunities for students
(p-4).

Poster (1991) points out a similar approach by using the term ‘appraisal:’

Appraisal is a means of promoting, through the use of certain techniques and
procedures, the organization’s ability to accomplish its mission of proving a
better service or product while at the same time enhancing staff satisfaction and
development (p.6).

10



It is obvious that a well-run supervision system has various benefits. First, it
helps to integrate the individual and the organization by providing the opportunity for
initiation of problem-solving and counseling interviews. It gives the managers greater
control through the setting of objectives and the individuals greater clarity of purpose
through the provision of clear objectives, while allowing autonomy of method by
building collective morale. Within this context it also allows for better vertical
communication and the creation of a more open style of management. This open style
of management allows the organizational aims to be communicated to all staff. It
further encourages self-development, self-esteem and seif-confidence by providing for
dissemination of career development advice. Moreover, it channels individual effort
into organizational goals and provides a mechanism, whereby, individual effort can be
recognized even if no financial reward can be offered. Lastly, a well-run supervision
system reduces alienation, removes resentment and provides the opportunity for
subordinates to let off steam (Poster, 1991).

As can be seen from the definitions and regulations it is obvious that no one
system can provide all potential benefits of supervision, both because the
circumstances and climates of organization differ, and because some of the potential
benefits may, in any given organization, prove to be incompatible. In one organization
the climate may favour individual support and encouragement; in another, high
achievement and goal orientation. One organization may view the nature of supervision
as developmental; to review and plan what action will best contribute to the
development of individual members of the staff. Another may see supervision as more
concerned with maximizing performance: to inform and develop each member so as to
extract the maximum benefit of the services. To try to combine all possible benefits of
supervision would probably create a confused multi-targeted approach, with conflicting
objectives and resource demands, that it would fail. To sum up, the designers of a
system must be clear about which of the possible benefits they are seeking and then
construct their system to achieve those objectives. This should be even at the expense

of ignoring other benefits, no less valuable potential outcomes (Poster, 1991).
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Evolution of Supervision

Historically, school supervisors fulfilled their function by giving directions,
checking on compliance with prescribed teaching techniques, and evaluating results of
instruction by teachers in their charge. Early authoritarian supervisors set strict
requirements for their teachers to follow and visited classrooms to check on how
closely the teachers complied with the stipulated requirements (See Appendix A for an
example of this set of instructions written for the teachers of Harrison, South Dakota,
in 1872).

Another classic illustration of this is France, where it is said that the minister of
education can tell on any given day exactly where each teacher is in any textbook
through out the entire country. Such a system requires a highly structured form of
instruction and a highly centralized system of supervision.

In 1922 Burton listed the following tasks that he saw pertinent to the

supervisor:

1- The improvement of the teaching act (classroom visits, individual and group
conferences, directed teaching, demonstration teaching, development of
standards for self-improvement).

2- The improvement of teachers in service (teachers’ meetings, professional
readings, bibliographies and reviews, bulletins, intervisitation, self-analysis and
criticism).

3- The selection and organization of subject-matter (setting up objectives,
studies of subject-matter and learning activities, experimental testing of
materials, constant revision of courses, the selection and evaluation of
supplementary instructional materials).

4- Testing and measuring (the use of standardized and local tests for
classification, diagnosis, guidance).

5- The rating of teachers (the development and use of rating cards, of check-
lists, stimulation of self-rating).

Half a century later, during the 1960s and 1970s both the UK and the USA went

through a stage of unprecedented public expenditure on education.
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Staff Appfaisal Movement in UK

In the UK the educators were still more preoccupied with the provision of
physical resources, both to compensate for the effects of wartime destruction of schools
and to provide for the replacement of a selective system of secondary education by
comprehensive schooling for all. During the 1970s it became evident that ‘the demand
for accountability in education shifted from broad issues of finance and program
management to specific concerns about the quality of classroom teaching and teachers’
(Darling- Hammond et al., 1983).

As an important aspect of supervision, the ‘appraisal’ of teaching in England
and Wales was initiated in 1976. Higher standards and a greater accountability in
education was called. However, this call lay unheeded until 1983. This new ‘teaching
quality’ movement made those teachers who did not maintain a level of competence
redundant from their teaching duties. Therefore, in 1983 England and Wales started an
inservice training system to improve the competence of teachers and there was a strong
safe guard system in place to protect teachers from being wrongly dismissed. In 1984
the suggestion of teacher assessment was offered. The suggestion was for a ‘collective
self assessment of teachers.’

It became apparent that these years were the beginning of ‘staff appraisal’
schemes for a strategy to improve schools. A voluntary plan was set forth that was
implemented gradually and received a great deal of cooperation of the school system. It
became a common theme, however, that “appraisal schemes” should be tailored on a
school by school system; borrowing one system and applying it to another system
would be difficult. This is emphasized when trying to apply a national system from one
country to another due to different management styles and structures and different
approaches to learning with staff experience.

In 1985 it was concluded that the ‘appraisal’ of a staff ‘involves qualitative
judgment about performance.’ It was further added that though a teacher made a self
appraisal, ‘judgment by other persons responsible for that teacher’s work’ was needed.

Despite all this effort, the governmental legislation was vague and it was not clear

13



whom shall enforce, whom shall evaluate, and even who shall be subject to the
assessment.

Even with the misgivings studies were conducted in 1987 and an interim report
was presented to a national conference in 1988 giving the findings of nearly two years
of work. The interim report was circulated among educators for their review, however,
with a change of administration at the top level, the Secretary of State, regulation was
to be formulated to require ‘appraisal’ over a few years for all schools. Reactions to the
report and to the legislative directions were received by the teaching population with
disappointment. They were not complaining of ‘innovation fatigue.’ Yet their
disappointment was caused by several reasons. First it was the only innovation that
involved directly teachers. Second, the ‘appraisal’ had been steered from the
judgmental process to the developmental process, which would help teachers’
professional development and the improvement of pupil learning. Moreover, teachers
and administrators had, independent of the National level, set up'their own programs
and training scheme. Finally, it was a realization that ‘appraisals’ could be the key to
successful management.

However, despite all these efforts, it was later announced that the ‘appraisal’
would not be obligatory since schools were already heavily burdened with other major
innovations. In particular they were involved with ‘massive’ introducing the National
Curriculum and ‘appraisal’ which is essentially a management issue. As a general
policy, decisions about the way schools and teachers are managed were to be taken
locally (MacGregor, 1990c).

However, it is likely that the high cost of the appraisal (40 million pounds a
year) was one of the reasons. There is also the possibility that, consequently, the new
Secretary of State, was attracted by the practices in the USA: simpler, superficially less
costly, but far less effective in securing school improvement and professional

development.
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Appraisal in USA

In the USA there are no central instructional inspectors. There are no inspectors
from the U.S. Department of Education whose duty is to check on teachers and schools.
There is no federal legislation in matters of this kind. However, there has recently been
a considerable upsurge of attention to the process of teacher evaluation since the mid-
1970s. The states themselves enact what they individually deem to be required.
Oklahoma and Texas are two examples of this effort.

In Oklahoma the State Board of Education developed a minimum set of criteria
for teaching and administrative ‘appraisal’. A committee of educators and parents were
involved in the development of performance criteria. After research in effective
schools, the criteria were approved and adopted in 1989.

In Texas, the Legislature mandated that the criteria be based on observable job-
related behaviors. The State Board of Education decided on at least two ‘appraisals’
during each of the two appraisal periods within the regular school year. They also
proposed a uniform training program for appraiser of teacher performance, including
uniform appraiser certification standards and, inclusion of teacher self-appraisal in the
appraisal process. The Texas Administrative Code for appraisal specifies that the result
of the appraisal of teachers shall be used for career ladder-promotion, staff
development purposes, and may be contact renewal purposes.

Therefore, the appraisal system in the USA has several purposes such as
defining the skills that teachers should demonstrate in classrooms, developing the
abilities of teachers and appraiser alike to recognize these skills in action, using the
system to evaluate teacher performance, using the system as a mechanism to upgrade or
improve skills. The main system goals are concerned with improvement and not with
termination.

Consequently, first, there is one issue that everybody should agree on teacher
evaluation, which is as Knapp (1982) says the pressure to improve teaching
performance may foster more elaborate systems, but it may force summative thrusts
over formative efforts. Second, we should always remember that developmental

supervision is derived from an educational philosophy of ‘progressivism,” which sees
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learning as the result of actively putting ideas and knowledge to work in the real world,

the individual as the end, subject matter as the means, and society as the result.

" Models of Supervision

There are several alternative models or ways of knowing in supervision.
Authors argue different points of views related to different philosophical perspectives
and epistemological beliefs such as developmental, laissez-faire, managerial, and
judgmental types of supervision (Poster, 1991) or another classification like a
scientific, a clinical, an artistic, and an eclectic approach to supervision (Association
for Supervision and Curriculum Development, 1982)

Developmental approach views the supervision as self-improvement along with
long-term professional development which requires self-motivation, trust, openness,
and cooperation. It assumes professional, collegial and collective authority to lie within
the profession. Based on this perspective, supervision is made by peers making use of
the public information.

Similarly, laissez-faire approach recognizes the importance of self-development
with self-motivation. It is not the management, but the teachers who have the
responsibility to raise and discuss issues and decide on the follow-up practices.
However, there is lack of focus, direction and purpose in system.

Alternatively, managerial and judgmental perspectives give importance to
organizational goals rather than the individual ones stressed in developmental and
laissez-faire approaches. Managerial type of supervision sets hierarchical positions
which confirms authority. Supervision is made by superordinates and is more
concerned with doing and achieving, efficiency and effectiveness. Management sets the
objectives to maximize achievement of organizational goals. Incentives and praise are
used to motivate the subordinates to achieve short-term goals.

Like the managerial approach the judgmental approach uses the system to

maintain social control by collecting data for assessment of subordinates. System is
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used for merit rating and performance-related payments. It assumes extrinsic
motivation.

There are clearly strengths and weaknesses in each of the four systems. The first
two approaches namely developmental and laissez-faire emphasize individual
responsibilities but may place excessive reliance on the ability of individuals to make
sound judgments and to recognize the occasions when the needs of the organization
may override those of the individual. Managerial and judgmental perspectives may be
effective in setting institutional goals and making objective judgments but may fail to
capitalize on the internal strengths of individuals. The emphasis on objectives and the
characteristics of the managerial type of supervision has been critiqued for several
reasons. One such reason is the performance criteria since there are large areas in
which specific targets can not be identified and in which it may be undervalued in any
review of activity. The managerial approach may well increasingly commend itself to
those to whom the school is considered to be accountable.

Where any institution places itself on these four approaches will be a powerful
determinant of the type of supervision system which it will adopt. A secondary
classification to supervision of teaching was articulated by the Association for
Supervision and Curriculum Development (ASCD) in their Yearbook on Supervision
in Schools (1982). McNeil (1982) contends that a ‘scientific view’ of supervision is
based on the beliefs that teaching as a science given of technical rational can represent
human thought and behavior. The ‘artistic view’ of supervision as presented by Eisner
is a compelling belief that supervisory practice is in art form and relies heavily on a
humanistic tacit knowledge, intuition and human rational. In still another view Garman
(1982) attempts to take an authentic approach by combining a humanistic and structural
approach based on individual sharing, problem solving and interrelationships between
supervisors. An integrated theory of the scientific, clinical, and artistic precepts of
professional supervisory practices is presented by Sergiovanni (1982) to give an
understanding of framework for supervisors and teachers.

Supervision as a field and as a form of educational practice has developed

within a scientific tradition. Scientific supervision was intended to deliver both more
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authority for teacher improvement and better development in student achievement.
Early scientific supervision was seen as an answer to the lack of clearly defined
standards and was hoped to determine the best methods by which the teachers could do
the best work. Bobbit (1913) viewed two tasks for scientific supervisors: guiding
teachers in the selection of methods and preparing and renewing teachers. It was
supervisors responsibility to discover the best procedures for performing teaching task
and to assist teacher to acquire these methods. This would ensure student achievement.

Dewey (1929) influenced the field of supervision with his book ‘The source of
a Science of Education.” It was made apparent that supervisors and teachers together
were to adopt an experimental attitude, trying out new procedures and studying the
effects of each newly introduced means of improvement until the results were
satisfactory. However, in the early 1940s scientific supervision took a new direction in
response to political concern and the climate of war. Although supervisors continued to
work on the generalizable research findings that seemed to have implications for school
practice , they tended to give priority to those that were consistent with the political
ideology of the time.

Similarly, behavioral scientists thought that applying psychological theories of
learning and the results of experiments involving controlled manipulation of specific
factors could solve the problem of effective instruction..Lumsdaine (1964), Gagne
(1967), Barr and Brueckner (1961) and Carroll (1963) were the leaders of this
approach. The application of technology to the improvement of instructional products
results in an indirect sup:ervision. This means that product developers outside the
classroom decide on the objectives of instruction and provide the means to attainment.
Therefore, behavioral scientists with a product development orientation thought that
they could improve educational practice by improving materials.

Gage (1978) led to a new paradigm, the process-product paradigm. He aimed at
scientific findings that will allow teachers to realize certain teacher behaviors are likely
to have an effect on what students learn. With the impact of this process-product
paradigm, supervisors started to emphasize staff development programs. They were

aimed at getting teachers to apply a new method derived from research findings
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emphasizing the importance of academically focused teacher directed classrooms.
Consequently, the scientific approach to supervision can help to establish what is going
on in the evaluation of teaching and can contribute identifying empirically based
aspects of what ought to be. However, the researchers should try to clarify
understanding of the classroom and its problems by means of action research instead of
aiming at authoritativeness and testable scientific propositions ( McNeil, 1982) .

Alternatively, the clinical approach (Garman, 1982) is based around four
domain concepts, that being colleagiality, collaboration, skill services and ethical
conduct. These go beyond Cogan’s (1973) self explanatory breakdown of clinical
supervision, those being: 1. establishing relationship; 2. planning with the teacher; 3.
planning for ob‘servation; 4. observing instruction; 5. analyzing the data from the
observation; 6. planning for the conference; 7. the actual conference; 8. renewed
planning , and a new cycle begins. In Garman’s term ‘colleagiality’ centers around the
posture of the person who is involved as a supervisor. The nature of involvement of
supervisory personnel during the interaction between them and the subordinates can be
termed ‘collaboration.” ‘Skill services’ are those acts of supervisors in accommodating
the needs of teachers and the activities that result from prolonged and intellectual
training and practice. The supervisors’ discretion and conduct during the directing of
activities, requiring a standard of behavior to provide trust and protection to both
teachers and students, can be termed as ‘Ethical Conduct.’

In fully understanding the principles behind colleagiality one must understand
that this comes from an internal state of mind with respect to a perspective frame. The
supervisor must be an ‘Alienated Critic.” It has been said that we are sometimes too
close to the trees and do not see the forest. Viewing a given situation from a remote
point can provide a totally different answer to a sometimes complex situation. To be
confused by details clouds true issues and potential solutions. One must be a neutral
observer to supervisory situations which arise in the real life clinic of the classroom.
This requires thinking in a detached dispassionate manner. Though disconnected as a
‘neutral observer’ and an ‘Alienated Critic’ the genuine colleagiality practitioner is able

to connect with his colleagues in order to show awareness of their situations. Even with
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the delegation of responsibility to subordinates one must share in the result and
altimeter responsibility for failure or success. The supervisor should give the
impression that both he/she and the teacher will together perfoi‘m. The supervisor
should engage a relationship with the teacher expressing that they share the ‘rich
culture of teaching.” The teacher and the supervisor form a bond by which collective
possibilities and common goals can be achieved, those of which were unreachable as
individuals. The clinical supervision in its purest form is reinforced by a face to face
encounter of supervisor and teacher.

‘Collaboration’ brings together two or more supervisors and/or teachers who
basically form an educational alliance to engage in verbal interchanges for the
betterment of the educational process. Too often supervisory roles take on rigid and
never changing patterns. Clinical concepts, however, are meant to be renewed and
reviewed to ensure that they properly describe the situation and/or needs of the teachers
just because we have always done it that way in the past is not acceptable reason or
justification for methodology in the future. Garman (1982) states that there are five
different modes of inquiry necessary for supervisory practice from a clinical measure.
They are ‘discovery,” ‘verification,” ‘explanation,” ‘interpretation’ and ‘evaluation.’
Asking the appropriate question and fully articulating a problem’s description allows
for discovery of fresh perspectives to solutions of given situations. Given the same
input data and methods of resolution different supervisors may come up with the same
conclusion to the same problem . This deductive mode constitutes ‘verification.” Both
inductive and deductive ‘explanations’ of phenomena and situations must be derived
by supervisors in order to give conceptual resolutions. Only through ‘explanation’ can
one search for the causation of events. ‘Interpretation’ must be made in order to derive
the meaning behind events. The values and judgments surrounding events can only be
addressed through ‘evaluation.” These activities allow both the supervisor and the
teacher to answer internal and external questions regarding particular problems. In
practicing good supervisory skills a balance of social and ethical moors are essential to

alleviating situations which may arise. These vary from culture to culture and within
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different social orders, however, must be adhered to in order to exist in a structured
society.

Eisner (1982) raises the question .of science and art to education and discusses
the meaning of the term ‘supervision’ by emphasizing its different connotations.
Firstly, a supervisor is supposed to have ‘super vision’ which disagrees a possible
hierarchy between the supervisor and the teacher. This suggests that the former has the
right to prescribe to the latter how the job is to be done. He points out that a sense of
dialogue or intercﬁange between two professionals trying to improve the educational
experience of the young tends to get lost. Secondly, he views the term ‘supervisor’ as
an industrial ring having prescriptive , evaluative, and hierarchical connotations.

Eisner (1982) illustrates artistic approach to supervision by briefly summarizing

its grounds, functions, aims and practices:

......... an approach to supervision that relies on the sensitivity, perceptivity, and
knowledge of the supervisor as a way of appreciating the significant subtleties
occurring in the classroom, and that exploits the expressive, poetic, and often
metaphorical potential of language to convey to teachers or to others whose
decisions affect what goes on in school, what has been observed (p 59).

The above quotation is significant also in drawing attention to the human factor
in supervision. Human is the instrument that make sense of what has gone on (Eisner,
1982).

Artistically-oriented supervisors sense that teachers are different in their styles,
strengths and weaknesses, therefore, they try to help the teacher exploit these
differences by strengthening the positive steps already taken. The approach briefly asks
what the teacher does that is unique or distinctive, what particular characteristics of the
teaching give it special value, and how the supervisor can strengthen those values that
are consonant with quality education.

The scholars and practicing professionals supporting artistic perspective
consider facts and values inseparable and therefore the act of supervision is viewed

more subjectively. Since the emphasis is on thick description of the classroom life they
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seek a richer and more in depth view of teaching. However, in doing that they sacrifice
the rigor, objectivity and unambiguity, which are associated with scientific approaches
to supervision (Sergiovanni, 1982).

To sum up, artistic approach to supervision can be identified with its attempt to
understand the kind of experience that the students and the teacher have. It does not
simply describe or count the behaviors they display as it is done within other
approaches. What the situation means to the people who are involved in it and how the
actions within the situation create such meaning are the landmarks of the phenomena of
interest in an artistic approach to supervision.

It would seem from the review of literature that an integrated approach to
supervisory methodology, combining scientific, clinical, and artistic approaches, taking
the best of each method, would better serve the needs of education (Sergiovanni, 1982).
By doing so, it is hoped to drive a framework of improved teaching skills and allow
science and art to be considered as inter-dependent dimensions.

According to Sergiovanni (1982), the implementation of an integrated method
should enhance theoretical values by a) improving the teaching environments, b)
raising teaching standards, and c¢) promoting overall living standards. He further
expounds on the scientific benefits as being to 1) discover truth, 2) establish fact, and
3) establish accurate recordings. By doing so he has considered the importance of both
fact and value. His integrated theory of supervision deals with two aspects, the actual
practice of supervision and the evaluation of teaching methods. Three questions must
be continually asked when considering both of these matters: what is going on in the
classroom, what ought to be going on in the classroom, and, what these events,
activities and desires really mean in the context of supervision and teaching.

When considering what is going on in the classroom, sense of realism
connected with teaching should be established. An in depth, accurate description of the
classroom situation should be drafted with an explanation in detail to assure non-
ambiguity and understandability.

Values should be addressed when answering what should be going on within

the classroom. A discovery of those implicit things required of teachers and teaching
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during the real life process should be foremost in the examination. Without a full
understanding of the life of a classroom no interpretation can realistically be made.
Even personalities and timing, to mention but a few factors, can play roles in classroom
life and must be examined in detail.

By far the integration of the methods points out that statistics can sometime
overlook important facts that must be pulled out by fully understanding the description
of the situation. While scientific methodology compiles a great deal of data, just one
hidden response, which does not fit into the mold of other derived data, can be the key
to unlocking matters that were initially overlooked. The development of the detailed
description of the ‘classroom life,” enables one to become familiar with the given
situation and the personalities that comprise the factors shaping the events within the
classroom. By doing so it forces the practitioner to examine the inplace process with a

critical eye.

Teacher Evaluation in Supervision

Teacher evaluation systems are only one of the several kinds of control
processes in educational institutions. Control is also practiced by means of rules and
procedures, available technology, and professional norms. However, teacher evaluation
delivers the purpose of organizational control through several different functions with
several different levels of effects. An understanding of these multiple purposes and
attributable effects will enhance the capacity to assess the total impact of teacher
supervision system processes. It will also define the design and operation of what at
times may seem to be arbitrary or irrational practices. In actuality, the evaluation of the
performance of individual teachers is performed constantly, by students, by parents, by
other teachers, and by the public. Natriello (1990) says “but only when the teacher
evaluation process is tied to the school organization do we deem it a system and
attempt to study its formal properties and examine the intended purposes and

consequent effects (p.35).”

23



There are a number of ways to classify the purposes of teacher evaluation
processes along with the different supervision classification. Among these
classifications, Natriello (1990) provides three major purposes of evaluation: (1)
influencing the performance of individuals within particular positions; (2) guiding
decisions about the movement of individuals into and out of positions, e.g.,
certification and hiring, granting tenure or firing, movement to a new office or level;
(3) legitimizing the organizational control system itself by persuading employees and
constituents of the organization that personnel activities are performed fairly and
effectively.

First, much of the evaluation practice that is held within a school involves
attempts by principals and other evaluators to influence the performance of individual
teachers in their current assignments. The aim is to improve performance that is already
within a range considered acceptable for the holders of the position. There are different
approaches and techniques, as are discussed in the literature. For example, teacher-
evaluation systems having criteria, based on effective teaching research, those applying
models of clinical supervision, and those exercised to determine merit pay increments
are all classified as attempting to improve the performance of individual teachers in
their profession.

Secondly, although there have been many discussions and proposals regarding
the use of evaluation to make decisions about the status of teachers, evaluation may
help to screen individuals who will enter a position, to maintain individuals in a
position, or to demand the withdrawal of individuals from & position. For example, in
the U.S. many school boards have recently revised processes for determining
certification eligibility and many of these changes have involved the institution of new
forms of evaluation as requirements for certification e.g., some type of examination to
enter teaching. The actual employing process is another step at which evaluation is
used to make decisions about individual into the position of teacher. Once individuals
are in the profession additional personnel decisions may be based on evaluation. The
granting and denial of tenure is basically based on some evaluation process, often the

similar process used to help teachers improve their performance. Decisions about the
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movement of teachers on career ladder are also tied to some evaluation process. Lastly,
the dismissal of teachers might be based on evaluations of performance.

In all of the cases in the previous paragraph the key element is that evaluation is
used to change or maintain the performance of the system, by changing the individuals
who are in the position since the first purpose of evaluation is improvement.

Third, evaluation may be used to convey a sense of justice and equity both
about the organization and about its attempt to control. They are designed to influence
performers by convincing them that the dictates of the evaluation process, for either a
change in the performance of an individual in a position or a change in the position of
an individual are legitimate and deserving of compliance.

Coming from these different teacher evaluation purposes different models are

suggested in the literature such as

» evaluation for school improvement
e evaluation for professional development and
o evaluation for career awards and merit pay.

Teacher Evaluation for School Improvement

As for the teacher evaluation for school improvement Iwanicki (1990) presents

four purposes for which teacher evaluation can be used:

1. Accountability - to ensure that only effective teachers continue in the
classroom,

2. Professional Growth - to foster the professional growth of new and
continuing teachers,

3. School improvement - to promote school improvement and the enhancement
of student learning and

4. Selection - to ensure that only the best qualified teachers are hired (p. 159).

Iwanicki (1990) notes that educators involved in the development of teacher-
evaluation programs tend to place more importance on the accountability and
professional growth purposes, and less emphasis on the school improvement and

teacher-selection purposes. The major purposes in this respect are to select high quality
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teachers and then induct these staff using the evaluation process that fosters
professional growth and promotes school improvement. He says that in settings where
the teacher-evaluation process has a demonstrable impact on teacher selection,
professional growth and school improvement practices, less attention needs to be paid
to the traditional accountability purpose of evaluation. Some educators argue that there
are other effective ways to bring about school improvement rather than through the
teacher evaluation process. It is an inevitable truth that the teacher-evaluation can
complement thé particular change strategies used by a school system to bring about
school improvement. For example, the literature on school effectiveness and school
improvement (Loucks-Horsley and Hergert, 1985; Purkey and Smith, 1983) suggests
teachers and administrators become involved in planning and processes. They must be
compatible with those qualities that are pursued through an effective teacher evaluation
to bring professional growth. It is noted that (Iwanicki, 1981; McGreal, 1983; Redfern,
1980) integrating teacher evaluation and school improvement is especially appropriate
for the school systems whose goal-setting models of teacher evaluation are being used.
In order to integrate the purposes of a teacher evaluation system, Iwanicki
presents a Teacher-Evaluation Cycle. The cycle consists of three phases, as indicated in
Figure 1, for tenured staff: teacher evaluation, staff development and school
improvement. As is shown in Figure 2, some school systems tend to design the school
improvement, staff development, and teacher-evaluation process in a more disjointed
way than systems that are integrated. In school systems favoring the more disjointed
approach teachers develop objectives as members of school-improvement teams and
attend staff development meetings parallel to the school-improvement needs. These
same teachers set performance objectives for teacher-evaluation purposes and are
involved in staff development activities relevant to those objectives. Hence, teachers’
efforts to achieve those objectives developed separately for school-improvement and
teacher-evaluation purposes, tend to show a marginal impact on changing school

effectiveness.
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Teacher Staff School

Evaluation Development Improvement

A Disjointed Approach

Teacher
Evaluation

School
Improvement

Enhanced School Effectiveness

An Integrated Approach

Figure 1.
Approaches to Organizing the Teacher Evaluation, Staff Development, and School
Improvement Process (Iwanicki, 1990, p.167)

On the other hand, in the school systems, which have integrated school
improvement, staff development, and teacher evaluation, teachers develop performance
objectives which both support school-improvement needs and serve as a basis for their
evaluation. Moreover, these objectives could be addressed through the same staff
development program. In other words, the school improvement, staff development and
teacher evaluation processes compliment each other in the integrated approach, which

may result in enhanced school effectiveness. As Murphy (1987) notes:
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One of the conclusions of the recent school improvement research is that
schools work better when the parts fit together, when plans and activities are
coordinated in a common effort to reach important school goals (p.160).

There are four features in the suggested Teacher Evaluation Cycle. First, the
cycle begins with an ‘accountability’ orientation, giving emphasis to the appraisal of
teacher performance through the classroom observation. After each observation
recommendations are made to the teacher to strengthen or enhance his/her
performance. Teacher growth is monitored through later classroom observations and
evaluation conferences.

Only by receiving a favorable evaluation at the end of the evaluation phase,
does a teacher proceed on into the ‘support’ phase. By doing so the teacher has met the
standards of performance expected by the school system. Iwanicki (1990) suggests that
each teacher is evaluated at least every three years. If the teacher in either ‘support’ or
‘continued professional development’ phases of the cycle seems not performing
satisfactorily, he/she might be placed in the ‘appraisal’ phase. In such situations the
teacher must be informed of this placement in writing.

Second feature of the Teacher Evaluation Cycle assumes that good teachers take
more responsibility for their professional growth and evaluation. When the teacher
moves to the ‘support’ and ‘continued professional development’ phases of the cycle,
the evaluator supports the teacher, when needed. The administrator or the supervisor
does not evaluate the teacher in the ‘continued professional development’ phase since
at this phase the teacher himself/herself is the evaluator. In the second and third phases
of the cycle teachers are given sufficient time to accomplish meaningful outcomes and
to reflect on where they are going professionally. Research with school systems has
shown that teachers cannot always set meaningful objectives during a year. Another
year may be given to refine and implement the product of such efforts if needed. In the
last phase of the cycle, activities can be planned to help teachers to reflect upon what
they have accomplished and to plan for the directions they would like to see their

profession take in the future. As McLaughlin and Pfeifer (1988) note:
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Reflection is a necessary first step in professional growth and improvement....
To the extent that a teacher evaluation stimulates a teacher to think about their
practice, it can be a powerful force for self-improvement. (p.68-69)

Third feature of the Teacher Evaluation Cycle is that it records a teacher’s

performance and development over a three-year period as follows:

Year 1 - Appraisal Report,
Year 2 - Progress Report on Objectives,
Year 3 - Final Evaluation Report.

These evaluation reports are put in a portfolio which is included in the teacher’s
personnel file and provides a richer perspective of a teacher’s performance and
accomplishment. They give a view in terms of the professional growth and/or school
improvement objectives rather than the more traditional yearly evaluation reports.

Fourth feature of the Teacher-Evaluation Cycle is its manageability. Iwanicki
(1990) suggests that once the system is set, the evaluator works on the appraisal with
nontenured teachers and only about one-third of the tenured teachers (See the example

of an overview of the Teacher Evaluation Cycle in Appendix B).

Evaluation for Professional Development

As for the evaluation for professional development, Duke and Stiggins (1988)
note that teacher evaluation can serve two basic purposes- accountability and
professional growth. The accountability purpose requires the collection of data to
determine the extent to which teachers have achieved minimum acceptable level of
competence and prescribed areas or performance standards. However, teacher
evaluation for the purpose of professional development involves the collection of data
to assist teachers who are at least minimally competent in continuing to grow.

Riegle (1987) identifies five general areas in which such growth can occur:

1- Instructional development emphasizes the development of skills involving
instructional technology, microteaching, media, courses, and curricula.

29



2- Professional development emphasizes growth of individual faculty in their
professional roles.

3- Organizational development emphasizes the needs, priorities, and organization of
the institution.

4- Career development emphasizes preparation for career advancement.

5- Personal development emphasizes life planning, interpersonal skills, and the growth
of faculty as individuals.

The review of literature shows that at least three justification for professional
development can be identified (Duke and Stiggins, 1990). First of all, many teachers
take advantage of a variety of opportunities for growth, including staff development
workshops, peer observation, continuing education and travel. Recently both the U.S.
National Education Association and the American Federation of Teachers have
endorsed the use of teacher evaluation for formative purposes and have considered
adding a professional development component to the existing teacher evaluation
systems. Second, many states in the U.S. have begun to encourage continuing
professional development for teachers since they have recognized the teachers need
new forms of assistance if they are to grow beyond minimum competence. The third
reason why professional development is important comes from the nature of
professions consisting of knowledge coming from systematic inquiry. Therefore,
members of the teaching profession will follow the new developments.

Duke and Stiggins (1990) identifies evaluation conditions associated with

teacher growth into three general categories:

1- characteristics of individuals for being teachers and facilitators
2- characteristics of evaluation systems
3- characteristics of the environment in which the evaluation takes place.

Characteristics of individuals for being teachers and facilitators. As for the

characteristics of individuals for being teachers Duke and Stiggins (1988) identified
eight teacher characteristics that appeared to be linked to professional development:
strong professional expectations; a positive orientation to risk taking; openness to

change; willingness to experiment in class; openness to criticism; strong knowledge of
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technical aspects of teaching; strong knowledge of subject matter; and some positive
prior experience with teacher evaluation.

As for the individual differences in terms of facilitators-typically principals and
peers- of the growth in their study Duke and Stiggins (1988) note that the
characteristics of teachers listed above were not found to be correlated with teacher
perceptions regarding the value of the most recent evaluation experience. However,
characteristics of evaluators tended to be highly correlated.

In sum, these findings suggest that teacher growth in the context of evaluation
is highly dependent on the perceived skill, integrity, and caring of those doing the
evaluating. Therefore, since it can not be assumed that the characteristics of effective
growth facilitators are naturally abundant, extensive training is a prerequisite for those
working with teachers to promote professional development.

As well as principals and supervisors, Johnson and Johnson (1987) have found
in their studies that peers play a key role in growth-oriented teacher evaluation. Duke

and Stiggins (1988) say:

It can be argued that fellow teachers more, likely than administrators, to posses
the empathy, understanding, and contextual awareness, not to mention subject
matter knowledge, so crucial to the facilitation of teacher growth............. As
teacher evaluation systems have expanded to include provisions for formative
as well as summative evaluation, and as opportunities for release time have
increased, however, the prevalence of peer involvement in professional
development has begun to grow (p.125).

The reason why peer involvement has not been utilized more extensively is due
to three factors (Duke and Stiggins, 1988) the traditional isolation during the workday,
the reluctance of colleagues to participate in the summative evaluation process and the
unwillingness of many administrators to share evaluation responsibilities.

Characteristics of evaluation systems. As for the characteristics of evaluation

systems two sets of characteristics of evaluation systems were identified as being
important and the findings were confirmed during validation of Teacher Evaluation

Profile Questionnaire (Duke and Stiggins, 1988):
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o characteristics of evaluation procedure and
e characteristics of feedback given to teachers.

There were aspects of evaluation procedures which were identified to be
correlated to the perceived quality and impact of the evaluation experience. They were
based on the teachers’ perceptions that they had grown professionally.

Another interesting finding (Duke and Stiggins, 1988) is that other sources of
data -including teacher records, classroom documents such as lesson plans, and
evidence of student achievement besides formal and informal classroom observations
may have a role to play in growth-oriented evaluation. This findings is supported by
Peterson’s (1987) research which centered on the use of multiple sources for teacher
evaluation. Similarly, Haertel (1986) has defined conditions for the satisfactory use of
student achievement data in the evaluation of teacher performance. When these
conditions are satisfied, the assessment results provide teachers with strong evidence of
the effects of their instruction on student learning. This can provide a strong basis for
identifying professional growth needs.

For the characteristics of feedback given to the teachers (Duke and Stiggins,
1988) it is apparent that although it seems unlikely for principals and other growth
facilitators to devote the necessary time for the growth-oriented feedback the central
administration should support and encourage them to ensure that growth-oriented
evaluation succeeds.

The environmental factors in which the evaluation takes place. The

environmental factors in which the evaluation takes place were also correlated to
teachers’ perceived quality and impact of teacher evaluation (Duke and Stiggins, 1988).

These were:

e clarity of policy statements regarding teacher evaluation

e extent to which a primary purpose of teacher evaluation is perceived to be
directed toward teacher growth

o time allocation for evaluation

e extent to which labor relations have been tranquil

e availability of time during the teaching day for professional development (p.
108)
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Assuming that professional development and professional accountability are
both desirable, McLaughlin and Pfeifer (1988) have collected case study data on
exemplary evaluation systems. This data presumably serve both purposes. However,
until recently, there were relatively few teacher evaluation systems where it was
possible to study evaluation for professional development. Most were evaluation for

accountability; Therefore, the field needs further studies to investigate the possibilities.

Evaluation for Career Awards and Merit Pay

As for evaluating teachers for career awards and merit pay, there are evaluation
systems which allocate special payments or pay increments to some teachers based on
some form of evaluation of their performance. Merit-pay systems equip school districts
with special incentives to be used to strengthen evaluation and training procedures, and
give teachers special incentives. This should give attention to evaluative feedback to
improve teacher performance (Bacharach, Lipsky, and Sheed 1984; Calhoun and
Prothero, 1983; Hatrey and Greiner, 1984). Similarly, career-ladder systems create
hierarchies - among teachers and provide for promotion from one level to the next
(Malen and Hart, 1987).

However, merit-pay and career-ladder systems have been criticized for their
lack of objectivity, discouragement of cooperation and sharing job knowledge among
teachers. This reinforces the myth that classroom teaching itself is less than a fully
professional activity and the corollary myth that the only real profession in education is
administration (Bacharach and Conley and Shedd, 1986).

Many people have suggested taxonomies of important teaching skills toward
which a career-development-evaluation system could be directed (McPherson, 1972;
Lortie, 1975; Lampert, 1985; Jackson, 1968; Bacharach and Conley, 1988).

Table 1 presents the ‘Teacher Decision-Making Skill Matrix’, in which
teaching skills can be referenced to three teaching roles and three teaching functions
(Bacharach, Conley and Sheed, 1986). Nine basic role-function combinations were

identified coming from the three basic roles-instructor, counselor, and manager. As is
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shown in Table 1, they performed three basic functions-planning, implementation and

evaluation of decisions.

Table 1
Teacher Decision -Making Matrix (Bacharach et.al., 1990)
FUNCTIONS
ROLES Planning Implementing Evaluating
Instructional Instructional Instructional Instructional
Planning Implementation Evaluation
Managerial Managerial Managerial Managerial
Planning Implementation Evaluation
Counselor Counseling Counseling Counseling
Planning Implementation Evaluation

The progress of teachers through the (Bacharach, Conley and Sheed, 1986)
three developmental career stages represent their move from acquiring a basic set of
’teaching practices to developing decision-making techniques (see Table 2). As is seen
in Table 2, the assumption is that this will help them deal with the uncertainty and

unpredictability inherent in their environment.

Table 2
Career Development Stages for Teacher Skill Acquisition
STAGE FEATURE
APPLICATION | The ability to use one’s skills and knowledge to make | BASIC SKILLS
decisions in basic teaching roles and functions
ADAPTATION | The ability to adjust one’s teaching decisions to reflect | VARIETY and
the diversity and unpredictability of the sitvation a | INTEGRATION
teacher faces, may face, or already has faced in the
classroom.
LEADERSHIP | The ability to share one’s adaptations with others INNOVATION
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Bacharach, et al. (1987) have identified four evaluation principles which may
serve as general guidelines for developing a system of evaluation for a teacher’s éareer.
It is expected that these principles will support the efficiency of current merit pay and
career ladder schemes:

e Principle one: Skill-based versus Performance-Based Evaluation:

Performance-based evaluations, which are used for those merit-pay and career-ladder
schemes, simply rate teachers on the basis of outcomes, rather than on the skills
they have acquired. This approach puts the teacher at an immense disadvantage. If
teachers are evaluated on output-oriented measures of their performance e.g.
student standardized test scores, the implicit assumption is that teacher skill is only
a ‘sufficient’ condition for good performance. On the contrary, if teachers are
evaluated on their skills directly, the assumption is that teacher skill is a necessary
condition for good performance.

e Principle Two: Developmental Versus Uniform Evaluation Criteria: The principle
involves specifying multiple evaluation criteria which is designed to reflect a
teacher’s stage of development rather than formulating a single set of criteria and
then uniformly applying it to all teachers.

e Principle Three: Subjective Versus Objective Evaluation: The principle underlines
the fact that it is difficult to achieve an objective system of evaluation in education
due to the subjective nature of teaching. Teaching involves the exercise of
judgment in the selection of alternative solutions inherit to uncertain situations.
Therefore, a teacher’s performance can not be observed and evaluated without
someone making judgments about the teacher’s choice of alternative solutions.

e Principle Four: Formative Versus Summative Evaluations: The principle involves
using the evaluation system as a set of diagnostic techniques to encourage teacher
improvement, rather than as a process to produce an overall pro and con assessment
of a teacher.

In sum, it is also noted that (Bacharach et all., 1988) any evaluation system can
not be called successful unless the organizational culture of the school commits

implementation to a professional staff.
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Effects of Teacher Evaluation in Supervision

The impact of teacher evaluation falls in three levels:

1. individual,
2. organizational
3. environmental (Natriello, 1990).

Individual Effect

Evaluation systems are expected to support the improvement of the individual
teachers performance or the maintenance of the satisfactory performance levels.
Teacher performance can be strengthened if evaluators give feedback regarding
problems of performance and then, solutions for overcoming these problems. Hence,
communicating the information on performance may provide positive effects. This is
particularly true for teachers who most often desire the perspective of another
professional educator. The impact of this feedback on teaching performance may work
in one of two ways. First assumption is that simply pointing out problems in teaching
to a teacher, even without any organized follow-up activities, would lead the teacher to
improve. On the other hand, it might be assumed that feedback on problems with a
teacher’s performance will produce only little improvement if the professional
development opportunities are not provided. There might be settings which each of
these assumptions would be welcomed, although most complex improvements need
organized development opportunities in practice.

Individual performers may be affected by the evaluation process in various
ways, only some of which might have been intended by the evaluators. These processes
may have motivational as well as instrumental consequences. Evaluation activities can
provide teachers with both contact to other colleagues in the school and with
confidence about their performance. Teachers prefer more frequent evaluations
regardless of having been provided with either positive or negative feedback. Teachers

who are seldom evaluated feel isolated and undervalued.
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Further, different teachers may interpret the evaluation in different ways: some
may be challenged by evaluations; others may experience stress and anxiety which is
never converted into improved performance. Teachers seem less likely to react
negatively to evaluations when they have an understanding of what is expected of
them, when the evaluation is necessary and adequate information is collected regarding
their performance, when feedback is frequently given and is informative, and, finally,
when they are provided with resources to help them to improve themselves (Natriello,
1983).

Another effect of teacher evaluation, on the individual level, is when the
evaluation is used for the entrance, maintenance or removal of an individual from a
given position. Individuals are familiar with the linkage between evaluation and status
decisions. Therefore, teachers might try to perform well on activities subject to
evaluation to maximize their opportunity of attaining or retaining a desired position due
to either challenge or fear. However, there are several common examples by which
such effects may occur. This occurrence may take place even if the individual
evaluated never experiences a change in status.

Finally, teacher evaluation conducted to control systems of the organization,
also has direct effects on individual teachers. Evaluation practices which tend to collect
representative samples of teacher performance in order to produce a more consistent
evaluations have a greater likelihood of leading to greater teacher effort (Natriello and
Dornbush, 1981).

Organizational Level

Organizational level effects may result from the evaluation of one teacher or
from the evaluation system in general. Therefore, the impact may involve one teacher
or the entire school since the members of the school organization are the immediate
observers of the evaluation practices being held within the organization. Teachers may
react to the evaluations received, by their colleagues, although their performance is not
directly evaluated. For example, if teachers see another teacher being negatively

evaluated for a particular kind of performance, they tend to avoid that kind of
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performance. Similarly, if certain teachers are rewarded with good evaluations for their
performance, other teachers learn that such performance is accepted and has premiums.
In this way the evaluation system has effects which results in the improvement of
performance in the school overall, independent of direct evaluations of teacher
performance.

Another organizational level effect of teacher-evaluation systems is that it
provides a high level of teacher participation. This participation leads to shared
discussions of educational issues and greater communication among the members of a
school staff about their teaching. For example, Natriello and Cohn (1983) point out, in
their study of a district with an evaluation system linked to a merit pay plan, that the
formal participation of teachers and their representatives to define the criteria for good
teaching leads to a great deal of discussion among the teachers regarding the most
appropriate and effective teaching practices.

Evaluations related with entry to, stability in and exit from teaching positions
also affect the school organization. Teachers observe the changes in the status of
colleagues resulting from the evaluation processes and come to understand the values
and norms of the school, their roles in the school organization and the school’s role in
the community. For example, a new teacher who is able to devote greater effort to the
school and to teaching may create competitive forces that lead other teachers increase
their effort in teaching and other school assignments.

Further, there are such effects from evaluation conducted for the purpose of

'increasing the validity of the control system. If teachers experience the conditions by
which their colleagues are being evaluated with a consistent set of criteria and
standards, based on rational evaluation processes, they may believe that the
organization will treat all teachers in an equitable manner, which makes them feel

secure. Such conditions may enhance the commitment of teachers to school.

Environmental Level

Many of the effects of teacher evaluation systems involve other organization

such as state and national teacher organizations, state education agencies, governmental
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bodies that regulate the treatment of employees, and the courts (Strike and Bull, 1981).
Furthermore, members of business community may question the personnel policies of a
school or district to ensure that the teacher-evaluation system is not missing certain key
elements. Parents and other members of the local community may also question the
evaluation practices of schools when there is a specific controversial personnel
decision. Consequently, environmental-level effects, generally concerned with the
status decisions such as hiring, retention, and dismissal, which are highly public, acts to
be justified by the evaluation activity.

In sum, an awareness of the potential effects of teacher-evaluation processes at
an individual le'\'/el,‘"srganizational level and / or at an environmental level will enhance

the improvements in educational settings.

Research on Supervisory Practices

As science and technology develop and change rapidly the structure of
organizations and their functions also change in order to adopt themselves to the
changed and developed environment. In this perspective organizations need
supervisory services more than ever before. This new trend has made all organizations
spend efforts for better utilizing the supervisory processes, implicating that supervision
systems and related activities must be effective, and this effectiveness has to be
assessed on an on-going basis.

Although it is impossible to be certain that a given indicator is a good measure
of effectiveness (Hoy and Miskel, 1987), there are two accepted models in the
educational literature to provide a basis for taking the necessary action to work toward
effectiveness of an education system and its subsystems (Hendrix and McNichols,
1984; Hoy and Miskel, 1987). Namely, they take the form of ‘goal model’ and ‘system
resource model.” In the ‘goal model’ an organization is viewed as effective if the

observable outcomes of its activities meet or exceed organizational effectiveness (Hoy
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and Miskel, 1987). Alternatively, ‘system resource model’ defines effectiveness as the
organization’s ability to obtain the needed resources (Hendrix and McNichols, 1984).

The studies on the effectiveness of supervision and the effectiveness of
supervisory activities depend on the integration of these two models. In other words, it
is accepted that there are twelve dimensions of supervisory effectiveness that are
important to the job of the principal: Communication, Staff Development, Service to
Teachers, Curriculum Development, Effective Job Performance, Observation and
Conferencing, Research and Program Evaluating, Community Relations, Planning and
Change, Problem Solving and Decision Making, Motivating and Organizing, and
Personal Development (Duke, 1990, McAfee, 1990, Smith, 1990).

McAfee (1990) carried out a study to investigate effective supervisory practice.
Through an extensive review of the literature, 335 statements of knowledge, attitudes,
and skills were identified. All twelve dimensions were found as important to the job of
the principal both in terms of current and ideal practice. Elementary school principals
perceived ‘staff development,” ‘communication,” ‘instructional progran;,’ ‘service to
teachers,” and ‘observation and conferencing’ to be significantly more important to
their jobs as is currently considered by high school principals. Middle/Junior high
school principals differed significantly with high school principals in terms of the
importé.nce of ‘observation and conferencing’ and ‘research and program evaluation’ as
they relate to their jobs. In terms of the ideal practice there were no significant
differences among the three groups of principals.

As a total group principals perceived all twelve dimensions should be
important. However, middle/junior high school principals perceived that all dimensions
except ‘community relations’ should be more important. Elementary school principals
reported that all dimensions except ‘communication’ should be more important to their
Jjobs. On the other hand outstanding principals verified all of the knowledge, attitude,
and skill items as being relevant to the effective performance of their jobs (McAfee,
1990).

In the literature many researches have been conducted in order to compare the

different supervision models in terms of their effectiveness. Kamia (1986) investigated
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teachers’ perceptions by comparing clinical supervision with existing supervisory
practices. Three major findings were presented. Firstly, the differences between actual
and ideal responses for all participants showed Japanese teachers believed that ideal
supervisors would use clinical supervision techniques more frequently than the
supervisors in real life. Secondly, on the issue of either informed or uninformed the
majority of the teachers preferred uninformed evaluation. Thirdly, concerning the issue
whether teachers wanted to have oppértunity to be formally evaluated on the objective
criteria; teachers in this study would not indicate strong preference between having
opportunities to be evaluated formally and not having such opportunity.

Supervisory effectiveness has been classified by many types and dimensions.
Particular situations can only be judged by those supervisors actively‘involved with the
given dynamic of that situation. However, enhancement of the supervisory skill of the
individual could promote the effectiveness of dealing with the wide variety of
situations, handling, manipulating, and ultimately correcting them to bring about a
better teaching and learning environment.

Another study comparing the perceived effectiveness of clinical supervising
with traditional methods of supervising was carried out by Jones (1992). The purpose
of the study was to determine whether clinical supervision has a differential impact on
teacher behavior. A comparison of mean scores of a pretest and posttest on behaviors
of clinically supervised teachers showed significant differences. Posttest scores
concerning behaviors of traditionally supervised teachers and of clinically supervised
teachers revealed significant differences, indicating that clinical supervision impacts
instructional behavior more than traditional supervision ( Jones, 1992).

Cramer and Koskela (1992) also conducted a study on the clinical supervision
cycle. Findings are reported from a statewide survey of middle and junior high schools
in Wisconsin. The purpose of the study was (1) to determine the extent to which the
clinical supervision cycle was a component of staff development programs; and (2) to
identify the characteristics of existing clinical supervision practices within staff
development programs. Of the 136 principals who responded to the survey, 84 percent

indicated that they had formal staff development programs at their schools and that 39
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percent of these programs included the clinical supervision cycle-preconference,
observation, and postconference. Although the original concept of clinical supervision,
as outlined in the literature, does not view clinical supervision as evaluation, a
significant number of respondents-indicated that, at their schools, clinical supervision
was used for assessment and evaluation. The data also indicated that, at many schools,
the clinical supervision cycle was used to assist teacher growth and development.

Similarly, teachers’ attitudes toward classroom observations as a means of their
evaluation were investigated by Smith (1991). The purpose of the study was to assess
the attitudes of teachers toward their evaluation in the light of their experiences with
classroom observations. The results indicated that teachers perceived their evaluation
as an accurate assessment of their skills

Duke (1990) identified evaluation conditions associated with teacher growth
into three general categories (1) characteristics of individuals for being teachers and
facilitators, (2) characteristics of evaluation systems, and (3) characteristics of
environment in which evaluation takes place.

In this sense, Joyce and McKibbin (1982) found that teachers working at the
same school responded differently to the same opportunities for professional growth.
They were able to identify five distinct teacher growth patterns:

1- Omnivores- people who actively use every available aspect of formal and informal
systems; whose lives are rich with books, the performing arts, travel, sports, university
courses, and the offering of teacher centers and districts; who have found professional
colleagues with whom they are close and interchange ideas; who tend to be happy and
self-actualizing people; and who believe teaching has not jaded them nor has the rest of
the life.

2- Active customers- people who take advantage of many opportunities for growth and
who occasionally initiate activities.

3- Passive customers- people who are there when opportunity presents itself but who
rarely seek or initiate new activities.

4- The resistant- people who are unlikely to seek out training unless it is in areas where

they already feel successful.
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5- The withdrawn- people who avoid virtually all growth-oriented activity.

Similarly, Guskey (1988) conducted a study of 130 elementary and secondary
teachers and found that teachers who were most receptive to the implementation of new
instructional practices expressed a high level of personal efficiency, liked teaching, and
felt confident about their teaching abilities, which are the attributes associated with
greater instructional effectiveness. These teachers are already quite effective and are
more likely to welcome new ideas, unlike those who presumably have more to gain and
less to lose as a result of professional development.

Duke and Stiggins (1988) investigated that characteristics of evaluation
procedure in supervision had an effect on professional development. They covered the

following items as being important:

e clarity of the performance standards
e extent to which teacher was made aware of performance standards

e extent to which teacher endorses performance standards as appropriate for their
classroom

¢ use of classroom observations

e examination of data on student achievement
e number of formal observations

¢ number of informal observations

As for the characteristics of feedback given to the teachers during supervision
Duke and Stiggins (1988) identified nine elements. All of these elements correlated to

the perceived quality and impact of teacher evaluation in their case studies. They were:

quality of ideas for improvement

depth of information

specificity of information

account of information

extent to which information was descriptive (rather than judgmental)
timing of feedback to promote attention on the message

extent to which feedback was linked to standards

frequency of formal feedback

frequency of informal feedback

WO R W=
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Duke and Stiggins (1988) also identified the key characteristics of growth
facilitators typically principals and peers. Of the 55 items in their Teacher Evaluation
Profile Questionnaire, the 10 items which were most highly correlated with the
teachers’ ratings of quality and impact of teacher evaluation and had a direct relation to
the perceived characteristics of growth of a facilitators were (p. 106-111):

1. credibility of evaluator as a source of feedback (r =.65)
quality of ideas contained in the feedback (.59)

depth of information contained in the feedback (.58)
persuasiveness of evaluator’s rationale for improvement (.58)
usefulness of evaluator’s suggestion (.57)

trustworthiness of evaluation (.56)

helping relationship to teacher (.54)

evaluator’s capacity to model suggestions (.54)

© N o n AW

evaluator’s technical knowledge of teaching (.53)

10. evaluator’s familiarity with teacher’s classroom/students (.52)

Abbott investigated critical incidents of supervisory behaviors in regards to
teacher supervisors and other appraisers in order to determine whether statistically
significant difference existed between observed and theoretical observations of
supervisory behaviors of teacher supervisors and other appraisers. Elementary and
secondary public school teachers were asked to relate both the effective and ineffective
supervisory behavior. The study showed that teachers’ perceptions of supervisory
behaviors of teacher supervisors and other appraisers 1) were influenced by teaching
level 2) were influenced by gender 3) were not influenced by teachers’ level of attained
formal education 4) were influenced by years of classroom teaching experience
(Abbott, 1988).

Younis (1989) conducted a research regarding the joint and unique
contributions of the selected teachers’ demographic characteristics and principals’
leadership behavior variables. The study was conducted in order to explain the total

variance produced on Arab and Jewish secondary school teachers’ overall job
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satisfaction. The sample consisted of 470 secondary school teachers. The method used

was the survey method. The data were analyzed by using ‘multiple regression analysis.

The results of the study showed that:

e the unique contribution of principals’ leadership behavior variables was the only
variable found to be significant in explaining the variance produced on Arab and
Jewish secondary school teachers’ overall job satisfaction.

e Arab teachers perceive their principals to most frequently use ‘initiating structure’
with same degree ‘tolerance of freedom’ followed by ‘consideration.’ “Tolerance of
uncertainty’ was found to be the least frequently used.

Jewish teachers perceived their principals to most frequently use ‘initiating structure’

followed by ‘consideration.’ ‘tolerance of freedom’ was found to be the next and

‘tolerance of uncertainty’ of the principal was-found to be the least perceived behavior.

Department chairs are also considered as being supervisors in most of the
school settings. A study to explore the leadership strategies of high school department
chairs was conducted by Wettersten (1994). The study develops a model based on
social-exchange theory to show how chairs, as middle managers, must satisfy the
expectations of both teachers and administrators. Data were derived from a case study
of department chairs identified as exemplary in four suburban high schools in a large
midwest metropolitan area. Findings of the study indicated that reciprocal exchanges

between administrators and chairs and between teachers and chairs included:

e the communication of information

e the delivery of services and rewards

¢ adisplay of confidence and trust.

The exchange relationships alone were not ‘transactional’ or ‘transformational’; rather,
the consequences of the exchanges may be either. The heads were not described by
their colleagues as high-profile, unusually stimulating, or charismatic. However, their
work created opportunities for teacher leadership, teacher-initiated changes, and
collegial relationships, which in turn facilitated loyalty, trust, and a sense of

community.
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It is apparent from the literature that the traditional supervisory skills will only
maintain the status quo. Only through change can improvement be realized. The key is
the selection of the appropriate supervisory traits and the methods of implementation.
This selection must be sensitive social order and committed to quality education if
improvement is to be realized. As can be seen by this review many varying qualities,
attributes and traits can be identified. However, until such time as a definite statement
as to the direction in which supervision will be pointed is made, the critical processes

for an effective supervisor will be enacted.

Research on Supervision in Turkiye

There are not many studies directly related to the supervisory practices carried
out by schools themselves, which is the main focus of this dissertation. However, the
researcher feels that referring to some of the studies carried out in the last ten years on
the effectiveness of supervision and supervision system by the Ministry of Education
supervisors would help to have a better view about the Turkish Education System.

Ozdemir (1985) investigated the effectiveness of the school-based supervision
practices carried out by the principals. The population of the study included all the
principals (43) working at the schools in Ankara and the teachers supervised by these
principals. Data were collected through the utilization of a 40 item questionnaire for
principals and 37 item questionnaire for the teachers. The data were analyzed
statistically by using t-test. The following conclusions were reached through the
evaluation of the data: (1) the forms used for teacher evaluation was not efficient, (2)
there was a significant difference between the teachers’ and principals’ perception on
the objectivity of the evaluation, (3) there was a significant difference between the
teachers’ and the principals’ perceptions in terms of the evaluation criteria, (4) there
was a significant difference between the teachers’ and the principals’ perceptions in
terms of the principals’ effectiveness in teacher development.

The effects of principalship qualities have been investigated in various

researches since these qualities are considered to be important in supervision process.
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Saglam (1995) investigated the effects of the principalship qualities during in-service
training programs for teacher development. The research design was the survey
method. The instrument was applied to 204 teachers in 40 schools. The data were
analyzed by using Scheffe analysis, t-test and correlation. The conclusion was that (1)
teachers perceived the functions of the principals in regard to technical, mental abilities
and human relationships as ‘quite influential’ and ‘less influential,’ (2) the views of the
subjects for their principals did not show differences in terms of the sex, subject
branch, and their teaching experiences. The study revealed that principals’ human
relationships skills had effects on teacher development.

Similarly, Tabancali (1995) carried out a study to investigate teachers’ opinions
related to leadership behaviors of elementary school principals in the ‘initiation of
structure’ and ‘consideration’ dimensions. The subjects were 283 primary school
teachers from 10 randomly selected school in Istanbul. The researcher used ‘Leadership
Behaviour Description Questionnaire-LBDQ’ which had 20 leadership behaviours on
‘initiation of structure’ and ‘considerations.’” In the questionnaire a 5 point Likert type
scale was utilized. Obtained data were analyzed as frequencies, percentiles and
averages. General results indicated that the responses from level 1 (grade 1, 2, 3, 4, 5)
and level 2 (grade 6, 7, 8) teachers were not significantly different from each other,
(t:0.964). Teachers coming from these two levels observed both ‘initiation of structure’
and ‘considerations’ behaviors from their principals ‘most of the time.’

In another study, Demir (1996) investigated the effectiveness of the private high
-school principals and assistant heads with regard to their ability to use the existing data
during the decision making process. The data were collected from 108 principals and
assistant heads working at 17 private high schools in Ankara by means of a
questionnaire developed by the researcher. The results of the study concluded that (1)
private high school administrators use their values and experiences while dealing with
the personal problems, the problems related to the relationship between the school and
the environment and, problems related to the student affairs; (2) they consult the
experts while dealing with problems related to the support units; (3) they use (in order)

their experiences, values, experts ideas, academic research results, previous examples
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while dealing with educational problems; and (4) they consult media while dealing
with administrative problems.

Kulular (1992) conducted a research study on how administrators and teachers
perceive the qualities which Ministry supervisors have and the qualities which they
should have. The subjects of the study were 120 principals and 400 teachers from 40
elementary schools. The research design used was the survey method. The data were
analyzed by using chi-square test. The results of the study were as follows:

1. The qualities which the ministry supervisors have (in order)

Teachers’ responses: strict, untroubled, lazy, practical, moderate, considerate,

passive, quiet, anti-social, tight-lipped, obstinate, touchy, uneasy, optimistic,

active, pessimistic.

Principals’ responses: strict, tight-lipped, uneasy, obstinate, touchy, hesitant,

careful, aggressive, passive, talkative, practical, lazy, untroubled, calm,

easygoing, moderate.
2. The qualities which the supervisors should have (in order):

Teachers’ responses: leader, reliable, extrovert, talkative, calm, self disciplined,

social, lively, moderate, easygoing, considerate, careful, active, optimistic,

energetic, untroubled

Principals’ responses: social, active, optimistic, easygoing, reliable, extrovert,

talkative, leader, lively, moderate, calm, self disciplined, energetic, lazy,

careful, practical.

The supervision models used are investigated in several studies in order to
compare their effectiveness. Yavuz (1995) made a study to find out teachers’
perceptions of supervision activities. Teachers were asked to evaluate supervision
activities with regard to principles of ‘clinical supervision.” Data were collected from
179 teachers by using a questionnaire including 94 five point Likert scale items. The
results of the study concluded that (1) supervision activities carried out in elementary
schools are not similar to ‘clinical supervision’ activities’; (2) teachers believe that

contemporary principles of supervision are not applied in their schools; (3) supervision
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activities are usually focusing on physical conditions of the classes and schools and on
appropriateness of classroom teaching to the goals of educational system. Other factors
which influence instruction are often disregarded; (4) pre and post supervision
conferences with teachers do not take place through out the supervision process; and
() teachers perceive supervisors an incompetent in improving instructions and helping
the teachers develop themselves professionally.

Karsli (1990) made a study on the perceptions of the teachers and principals on
classroom supervision carried out by Ministry Inspectors. The sample used in the study
consisted of 53 teachers and principals from the general high schools. The instrument
for the data collection was designed by the researcher. The data was analyzed by using
t-test and one-way analysis of variance. This study concluded that (1) the aim of the
classroom supervision was perceived as controlling and evaluating only teachers’
personalities, (2) supervisors were perceived as an inspector who only perform
inspection functions, (3) supervisors developed a good friendly relationship with
neither teachers nor principals, (4) the number of classroom supervision and the time
spent in class supervision was not sufficient for observation, (5) the class observation
criteria was ambiguous, (6) supervisors should act as a master teacher and should be at
the same level with the teacher supervised, (7) supervisors must perform as a leader,
guide, and source person.

Karsli (1994) made another study to investigate the effectiveness of the
supervisory activities carried out by the Ministry Inspectors at the first level of Turkish
Elementary Education. This study investigated the perceptions and expectations of the
inspectors, principals, and teachers. Data were collected from 175 randomly selected
elementary schools, 735 inspectors, 175 principals and 875 teachers. Data were
analyzed using both descriptive and inferential statistics, one-way analysis of variance,
tukey test, and crosstabs analysis. The results showed that the inspection system is not
effective on the accomplishment of the purposes, adaptation, integration, and latency.

The expectations of the elementary school teachers from primary education
supervisors on classroom supervision with respect to their sex, job experience, level of

education, and frequency of supervision was investigated by Akbaba (1993). The
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research instrument was developed by the researcher and applied to 501 elementary
school teachers from 27 randomly selected schools. The data were analyzed by
descriptive statistics, t-test, one-way analysis of variance and chi-square tests. The
results of the study concluded that there is significant difference in the expectations of
the elementary school teachers on classroom supervision with respect to sex (p<.05).
However, no significant difference was found in the expectations of the elementary
school teachers on classroom supervision, with respect to their level of education, job
experience, and frequency of supervision.

Similarly, Kamal (1994) conducted a research to find out if the supervisors
realized the importance of contemporary guidance activities in the supervision system.
The research group was 43 principals and 97 teachers from high school in central
districts of Ankara and 91 Ministry supervisors who participated supervision in these
schools. The method used was the survey method. The results of the study showed that
supervisors’, principals’ and the teachers’ opinions on the supervisors’ realization level
in terms of the importance of contemporary guidance activities were significantly
different from each other. In sum, supervisors viewed themselves as realizing the
importance of these guidance activities. However, the principals viewed them as
‘partly’ realizing the importance of these guidance activities. Furthermore, teachers
rated the supervisors as ‘rarely’ realizing the importance of these guidance activities.

Ozdemir (1990) conducted a research on the Ministry Inspection at the high
school level. The population of the study included all the inspectors (349) working at
the Ministry of National Education in 1988. The questionnaire used to collect the data
was developed by the researcher. The researcher interviewed 24 inspectors, 5 high
school principals and 20 high school teachers in order to gather information to prepare
the research instrument. The data were analyzed statistically. The results of the study
was grouped under three subheading: (1) Data related to demographic structure of the
inspectors, (2) Data related to the problems encountered at the schools, and (3) Data
related to the problems encountered during teachers’ evaluation through class

observation.
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1.

Data related to demographic structure of the inspectors: Ministry Inspectors were
mostly from Mathematics and Science field. Half of the inspectors were graduate of
Educational Institutes, the rest were. the graduates of university, higher teacher
institute, and colleges.

Data related to the problems encountered at the schools: The inspectors observed
problems mostly related to the development of teaching and learning context. The
suggestions made by the inspectors in evaluation reports were not taken into
consideration seriously by the principals. This was due to various reasons such as
having inexperienced principals, financial issues, and frequent principals transfers.
Data related to the problems encountered during teachers’ evaluation through class
observation: Inspectors observed that teachers had problems using the relevant
teaching techniques during the class performance observations. Inspectors wanted
teachers to integrate the lesson with students’ real life experiences. Preparing daily
lesson plans was the most observed problem related to teachers’ outside class
performance by the inspectors. The data also indicated that:

teachers should be evaluated by the inspectors coming from the same subject field,
after class observation a conference should be held with the teacher to talk about
the weaknesses,

teachers should not be criticized in front of the class,

schools which have consistent quality for a long time should not be evaluated as
much as the other schools, and

duration for class observation should be decided according to the teacher’s tenure
in profession.

Ministry of National Education conducts in-service training programs for

school administrators in order to provide the necessary supervisory skills and
knowledge. Tombul (1996) conducted a research in order to investigate administrators’
perception of the effectiveness level of in-service training programs, organized for
school administrators, by the Ministry of National Education. The data were collected
from 189 administrators who participated in in-service training programs during the

last five years. The instrument, Washington Principal Evaluation Inventory, consisted
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of 43 statements which were designed to interpret the respondent’s pefception of the

program’s effectiveness in terms of ‘technical,’ ‘human,” and ‘conceptual’ skills of

school administrators. The data were analyzed statistically. The analysis indicated that:

e School administrators’ perceptions about the effectiveness of the in-service training
programs organized for administrators were found to be mostly ‘positive’.

o There were significant differences between principals’ and vice-principals’
perceptions about the effectiveness of the programs, in that principals think more
positively than vice-principals.

e School administrators’ perception about the effectiveness of in-service training
programs differ due to (1) their status, (2) type of teacher training institutions from
which they graduated, and (3) frequency of participation in these training programs

e School administrators’ perceptions about the effectiveness of inservice training
programs do not differ due to (1) seniority, (2) type of school they work for, and (3)
the way they are invited to the programs.

e School administrators’ found the training programs more effective in terms of

‘human’ skills than ‘technical’ and ‘conceptual’ skills.
Summary

Recently, the most important indicator of school effectiveness is student
achievement. Similarly, student achievement is seen as an indicator of teacher
effectiveness. On the other hand, teacher effectiveness is accepted as a function of the
supervisor’s use of a teacher performance observation and feedback procedure. In that
sense, teacher evaluation is important to maintain and continually improve the quality
of instruction. There are two purposes of this evaluation. The first one is the summative
purpose, that is, to asses teachers’ skills for minimum competence. Summative
evaluation is usually for the purpose of making personnel decisions. The second is the
formative purpose, that is, continual professional growth. During formative evaluation

the supervisor aims to help the teacher to better his / her instruction skills.
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The system as it actually functions in Turkey and as is the ideal picture drawn
from the literature, varies primarily due to the fact that school based supervisory system
has been neglected in favor of the Ministry of Education Inspections, in favor of a
system that was considered by studies as being unable to accomplish its purpose. It is
not to say that these inspections are not needed, however, the fact that very little study
or attention has been given to the school based supervisory system leaves a whole
realm of potential power laying dormant.

Within the existing supervision system implemented by the Ministry of
Education Inspectors, it is hard to consider that it provides for a formative evaluation as
is described in the literature. Therefore, the demand has arisen for school based
supervisory practices carried out by either school principals or educational consultants.
However, the lack of studies on this particular subject matter limits the body of
knowledge and therefore fails to promote this trend. The studies which were carried out
or will be carried out on the issue of effective in-school supervisory practices will
definitely help the educational institutions to reach a better level in their teaching and
learning context.

In the light of the finding of a few researches on the effectiveness of school
based supervision practices, it was concluded that (a) teacher evaluation forms are not
efficient, (b) teacher’s and principals have different perceptions regarding objectivity of
the evaluation, (c) there is also different perceptions of the evaluation criteria, and (d)
there are different perceptions between teachers and principals when it comes to
effectiveness of teacher’s development.

When considering principalship qualities, teachers considered that the function
of principals was either very influential or not influential at all, with nothing in
between. The model of a supervisor as a “master teacher”, all knowing was the desire
from those studied, but most found supervisors as incompetent when dealing with
improvements to instruction and teacher development.

Only through an advanced understanding of the problems as they exist and
realistic approach to developing a comprehensive school based supervisory system can

we hope to over come the educational stagnation associated with today’s supervisory
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practices and advance teacher evaluation to include developmental characteristics, not
just summative. This is the researcher’s opinion as Turkey’s next step toward Quality

Education.

Qualitative Research Methods

This section deals with the reasoning for and the process by which the
researcher has expressed the data, findings and conclusions in the form of a
quantitative study. Within this framework, the types of studies, the perspectives and
perceptions involved in a qualitative study are explored. Having a totally different
nature from a quantitative research, qualitative research allows the researcher a greater

realm of description that cannot be expressed by numbers.

Qualitative Research Traditions and Applications to the Study of Education

There are various contemporary qualitative research traditions used in the field
of education. These are namely ecological psychology, holistic ethnography, cognitive
anthropology, ethnography of communication, and symbolic interactions.

Kuhn (1970) identified several dimensions as central features of traditions:

assumptions about human nature and society, foci of the study, and methodology.

Ecological Psychology

Ecological psychologists study naturally occurring human behavior and the
relationships between human behavior and its environment. Ecological psychologist
sees the behavior of individuals as having both objective and subjective aspects. In a
similar way, they recognize both objective and subjective aspects of the environment.
The basic assumption in this tradition is that individuals and environment are
interdependent. However, they also believe that human behavior within behavior
settings is influenced by physical properties of the settings (e.g. the amount and

arrangement of space, furniture and temperature), the human components (e.g. the
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number and characteristics of the roles in the setting), and by the programs (e.g. a
teacher’s lesson plan, the agenda of a business meeting). They have developed two
major foci in their studies. The first is the subjective aspects of the behavior and
environment, which is the psychological habitat and goal-directed behavior of
individuals. The second is the objective transindividual patterns of behavior and the
particular places, things, and times, which are called behavior setting. Two
methodologies to describe behavior and to discover the laws of behavior have been
developed: the study of individuals’ behavior through specimen records, and the study
of behavior settings through behavior surveys. A specimen record is ‘narrative
description of the behavior of one person, usually a child in a natural, noncontrived
situation as seen by skilled observers over a substantial time period’ (Schoggen, 1978,
p- 43). A behavior setting survey is ‘a comprehensive inventory and description of all
the behavior settings occurring within a particular community or institution during a
stated period of time, usually a calendar year’ (Schoggen, 1978, p. 50).

Ecological psychologists (Patton, 1990) have used specimen record studies to
examine children’s social interactions with parents and teachers; have compared the
behavior of ‘disturbed’ boys during tutoring sessions; and have studied differences in
how children with and without physical handicaps are treated by others (Schoggen,
1978). School environments, in this sense, could be analyzed using the same tradition;
specifically the effects of various classroom organizational structures on teacher and

student behavior.

Holistic Ethnography

Holistic ethnographers describe and analyze all or part of a culture or
community by describing the beliefs and practices of the group studied and showing
how various parts contribute to the culture as a unified, consistent whole. For holistic
ethnographers the concept of culture is central and complex. They focus on the study of
the culture of bounded groups such as tribes, towns, institutions, and ethnic groups.
They also focus on parts of the society such as religion, economics, and education.

Holistic ethnographers do not have a standard research design but, most agree that the
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design evolves as the work progresses with a cross-fertilization of analysis and
observation (Malinowski, 1922) . Although there is not a standard research design,
there are several methodological tenets on which most ethnographers agree. These are
(Glesene and Peshkin, 1992) :

1) It is important for researchers to collect empirical evidence directly themselves
through ‘fieldwork’ in the culture they are studying

2) Ethnographers should document the native’s point of view - ‘his vision of his world’
3) It is crucial for the researcher to have verbatim statements from natives in order to
get their views of their world

4) The ethnographer should gather a wide range of data using a wide range of methods.

~ Some holistic ethnographers have focused on education as one part of their
larger studies of societies as a whole. Others have centered their study primarily on
education. For example, that school ethnography should show how education is linked
with the economy, the political system, local social structure, and the belief system of

the people served by the school.

Ethnography of Communication

Like holistic ethnographers, ethnographers of communication see culture as
central to understanding human behavior. They believe that both verbal and nonverbal
interpersonal behavior is culturally patterned (Philips, 1983) and detailed study of these
patterns reveals much about the culture of the groups studied. Research design for
ethnographers of communication may be either to explore the unknown or to examine a
specific hypothesis systematically. In either case researchers proceed from a more
general participation observation phase to a more focused phase. During the participant
observation phase researchers seek to understand the general setting and participants’
culture(s), and to collect necessary information to decide on sampling procedures for
later collection of detailed, social interaction data. On the other hand, in the focused
phase researchers usually gather the data through some form of audio-visual taping.

Several ethnographers of communication have focused their analyses primarily on
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education. Mehan (1979) examined the teacher-student interactions occurring during

lessons. Furthermore, some researchers examined school setting other than classroom.

Cognitive Anthropology
Cognitive anthropologists stady culture the same as holistic ethnographers do.

However, they define culture purely in mentalistic terms. They have focused on
understanding the cognitive organization of cultural knowledge through the study of
semantic systems, with a consequent emphasis on the relationships among words. They
believe that culture is central to understanding human beings. They assume that most of
the cultural knowledge of a group reflects in its language. However, unlike the
researchers, in many other traditions, they do not study observable behavior. Thus,
cognitive anthropologists seek to answer two questions: What material phenomena are
significant for the people of some culture; and, how do they organize these
phenomena?. The research design of cognitive anthropology is cyclical, which means
that the researcher starts with a very general problem, collects the initial data, identifies
cultural symbols and relationships among them, formulates hypotheses regarding
relationships among symbols, and checks focus, as the cycle continues (Patton, 1990).

Relatively few studies have been conducted using this method to examine education.

Symbolic Interactions

Symbolic interactionists assume that individuals’ experiences are mediated by
their own interpretations of experiencé; They are concerned about understanding how
these interpretations are developed and used by individuals in specific situations of
interaction. They see humans as qualitatively different from other animals, which
means humans act toward things on the basis of the meanings those objects have for
them. They assume that meanings arise through social interaction with others (Blumer,
1969). Symbolic interactionists are interested in the participants’ point of view. The
goal of symbolic interactions is not seen as testing or proving theory. The goal is to ¢
formally identify themes, to construct hypotheses as they are suggested by the data and

to attempt to demonstrate support for those themes and hypotheses’ (Bogdan and
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Taylor 1975). While collecting data they use life histories, open interviews,
autobiographies, case studies, and participant observation. Bogdan and Biklen (1992)
discussed application of symbolic interaction to education. Becker et al., (1961), the
leading practitioner of symbolic interactionism, focused on the study of education in
his research ‘Boys in White.” In another major study Becker and his colleagues studied
the perspectives of undergraduate students toward academic work.

To sum up, qualitative research traditions offer varied ways to study naturally
occurring human behavior and perceptions. In comparison to traditional studies, these
traditions make varied assumptions about human nature and society, add new foci of
study, and use different methodologies. These traditions would look at the classroom
behavior in th;z wider context of cultural standards and patterns of behavior, goals of
participants, behavior settings, and social influences beyond the classroom. It is
obvious that qualitative tradition offer the researchers a rich and in-depth understanding

of educational issues and problems.

Basic Characteristics of Qualitative Research

The literature reveals that there is no standard approach among qualitative

researchers. However, they all share some common ground qualities.

Naturalistic approach

All qualitative researchers share a commitment to naturally occurring data. It is
assumed that systematic inquiry must occur in a natural setting, rather than an
artificially constructed one such as an experiment. Many scholars such as Agar (1986)
Burgess (1980), Marshal and Rossman (1989) supported the idea of field researcher’s
preference for naturally occurring data. More recently Bryman (1988) has attempted to

list the characteristics of qualitative research under the following six criteria:

1. ‘Seeing through the eyes of ................. * or taking the subjects perspective
2. Describing the mundane detail of the everyday settings
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3. Understanding actions and meanings in their social context
4. Emphasizing time and process

5. Favoring open and relatively unstructured research designs
6. Avoiding concepts and theories at an early stage

Holistic Perspective

In qualitative research it is crucial to study a problem from a holistic
perspective. The problem is studied as a complex system, which is more than the sum
of its parts (Patton, 1990). Furthermore, the context is not separable from the
phenomenon studied. To make sense of the behaviors or actions, the related context
should be described and their interrelations should be explored. The context can be
historical, physical or social as is this research study, which involves people and

relationships among them.

Researcher’s Closeness to the Data Sources

The qualitative researcher gets close to the sources of the data by talking to
people, observing them, and even sharing experiences with them during the data
collection and analysis process. Although this feature of qualitative research is often
criticized due to its loss of perspective and objectivity, the qualitative researcher can
overcome this problem by consciously avoiding manipulations or advocating

individual’s own agendas.

Involving Research Participants’ Perceptions

In qualitative studies, the perspective and experiences of the participants are the
real sources for the researcher to reach the conclusion. Interviews, which consist of
open-ended questions allow the researcher to understand how participants see and

interpret the events in relation to the problem studied.

Analyzing Data Inductively

In order to understand the phenomenon studied, the qualitative researcher

involves him/herself in detailed descriptions, works with that data and explores the
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underlying relations or patterns. This is called an inductive process which the
researcher looks at the data to make sense and discover general patterns regardless of
the research design being structured or unstructured. Hence, most qualitative studies do
not start with a hypothesis to test, as is in this study as well, but rather aim to reach

hypothesis (Glaser and Strauss, 1967)

Flexible Design

Qualitative research allows flexibility in design since it is assumed that a rigid
design may restrict effective data collection and exploration of the problem. The
researcher is advised to triangulate the study. Regardless of which philosophical,
epistemological, or methodological perspectives a researcher is working from, it is vital
to triangulate, that is, to use multiple methods and sources of data in the execution of a
study in order to withstand critique by colleagues. In the research literature mostly all
scholars agree that triangulation will strengthen the research process and output. The
touchy point is how triangulation actually improves the research practice, and what the
reasons are for employing triangulation. The discussions of triangulation stem from
some fundamental assumptions . The first assumption is that the bias coming from any
particular data sources, investigator, and method will be canceled out by using other
data sources, investigators, and methods. The second assumption is that the result of
any research will be convergence upon the truth about some social phenomenon when
triangulation is used.

The concept was first stressed by Campbell and Fiske in their paper published
in 1959. They point out that the validity of measures needs to be established through
the application of a multitrait- multimethod matrix, a procedure by which both
convergent and discriminant validation of measures of traits are examined. Although
Campbell and Fiske (1959) introduced the idea of using multiple methods, the term
‘triangulation’ was first coined by Webb et al. (1965). They discuss establishing
validity of propositions which they believe could be supported by using a variety of

methods, and particularly nonreactive measures.
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After Webb et al., Denzin (1978) provided a detailed discussion of how to

triangulate. Denzin identifies four types of triangulation:

Data triangulation
Investigator triangulation
Theory triangulation
Methodological triangulation

Eall o .

In view of the fact that Denzin only suggests three types of triangulation since
the thought of theoretical triangulation is problematic at times and impossible in
reality. In this sense, he states that “The great value of this strategy, as I see it, however,
is its assurance that no study will be conducted in the absence of some theoretical
uncommitted, as well as for analysis of areas characterized by high theoretical
incoherence” (p. 307).

Data triangulation refers to using various data sources such as more than one
individual as a source of data. Denzin believes that understanding a social phenomenon
requires its examination under a variety of conditions. Therefore, he adds two more
perspectives to the notion of data triangulation namely: time and space. For example,
to study the effects of a supervision system at a specific school, those individuals being
interviewed should be observed in different settings, such as classroom and out of
class, and at different times of the year.

Investigator triangulation involving more than one investigator in the research
process is considered to be necessary. The rationale for the selection of these
investigators, and the allocation of foles appear to be important consideration in this
type of triangulation.

Methodological triangulation involves using more than one method in the
examination of a social phenomenon. Denzin (1978) clarifies the value of five different
methods namely: experiment, survey, participant observation, unobtrusive methods,

and historical methods.
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Two Paradigms- Similarities and Differences between Qualitative and
Quantitative Approaches to Education Research

Any researcher starts the design of a study by first selecting a topic and a
paradigm. Paradigms help researchers understand the phenomena in human and social
sciences. They consist of both theories and methods. Although they differ by discipline
fields, two are strongly distinguished in the literature: the qualitative and the
quantitative paradigms. Various scholars (Glesene and Peshkin, 1992; Smith, 1993;
Howe and Eisenhart, 1990) discussed the differences between them in various
respects.

The qualitative research has various perspectives: constructivist, naturalistic
(Lincoln and Guba, 1985), interpretative (Smith, 1993), and postpositivist or
postmodern perspectives (Quantz, 1992). It started as an alternative route to the
positivist tradition in the late 19th century.

Therefore, a qualitative study is designed to be consistent with the assumption
of a qualitative paradigm. This kind of study is a process of inquiry to understand a
social or human problem. It is based on building a complex, holistic picture of a natural
setting, and is formed with words, reporting detailed views of informants.

On the other hand, the quantitative paradigm is termed the traditional, the
positivist, the experimental, or the empiricist, which was established by such
authorities as Comte, Mill, Durkheim, Newton, and Locke (Smith, 1993).

Thus, a quantitative study, consistent with the quantitative paradigm, is an
inquiry in a social or human problem. It is based on testing a theory composed of
variables, measured with numbers and analyzed with statistical procedures to determine
whether the predictive generalizations of the theory are true.

The essential basic parts of qualitative and quantitative study, in name are alike,
however, in usage and form there are differences between the two study types. These
parts are primarily assumptions, criteria for selection, methods and format. One must

fully examine these parts under a critical eye to understand their differences.
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Assumptions of the Paradigms

The qualitative and the quantitative paradigm have been contrasted by several

writers in several dimensions (Creswell, 1994; Lincoln and Guba, 1985; Salomon,

1991). However, not all studies exemplify all of the characteristics of either paradigm.

Table 3 displays assumptions of quantitative and qualitative paradigms based on

ontological, epistemological, axiological, rhetorical, and methodological approaches.

Table 3

Assumptions of Qualitative and Quantitative Paradigms (Creswell, 1994)

static design,
categories isolated
before study,
context-free
generalizations leading
to prediction,
explanation, and
understanding, accurate
and reliable through
validity and reliability

ASSUMPTION QUESTION QUANTITATIVE QUALITATIVE
ONTOLOGICAL What is the nature of Reality is objective and | Reality is subjective
ASSUMPTION reality? singular, apart from the | and multiple as
researcher. seen by participants
in a study.
EPISTEMOLOGICAL | What is the relationship | Researcher is Researcher interacts
ASSUMPTION of the researcher to that | independent from that with that being
researched? being researched. researched.
AXIOLOGICAL What is the role of Value free and unbiased. | Value-laden and
ASSUMPTION values? biased.
RHETORICAL What is the language of { Formal, based on set Informal, evolving
ASSUMPTION research? definitions, impersonal decisions, personal
voice, use of accepted voice-accepted
quantitative words. qualitative words.
METHODOLOGICAL | What is the process of | Deductive process, Inductive process,
ASSUMPTION research? cause and effect, mutual

simultaneous
shaping of factors,
emerging design,
categories
identified during
research process,
context-bound
patterns, theories
developed for
understanding,
accurate and
reliable through
verification.

Regarding the ontological issue, the quantitative researchers see reality as

‘objective’ and independent of the researcher. Reality is something that can be

measured objectively by using a questionnaire or an instrument. For the qualitative
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researchers, the only reality is constructed by the individuals who are involved in the
research study. There are multiple realities existing in any given situation: the
individuals being investigated, the researcher, and the audience or the reader
interpreting a study. Thus, the qualitative researchers need to report these realities
faithfully and rely on the interpretations of informants.

On the epistemological question, which asks the relationship of the researcher
to that being researched, these two paradigms are different from each other. In the
quantitative approach the researchers should be distant and independent of that being
researched. Quantitative researchers are ‘objective’ in assessing a situation so they
attempt to control bias, and select a systematic sample in surveys and experiments. On
the contrary, the qualitative researchers interact with those they study. They try to
minimize the distance between themselves and those contributing to the research by
means of either living with them or observing informants over a period of time or
actual collaboration.

The axiological issue, which is closely related to the epistemological
assumption, answers the role of the values in a study. In a quantitative study, the
researchers use impersonal language and report the ‘facts’ from the evidence gathered
in the study. The researchers’ values are kept out of the study. However, the qualitative
researchers believe the value-laden nature of the study. They both actively report their
values and biases and the value of information gathered from the field. They use first
person and personal language in their study.

Another concern is the language of the research, which is called rhetoric. The
quantitative research language is not only impersonal and formal but also based on
accepted words such as comparison, relationship, and within-group. Variables and
concepts are well defined from accepted definitions. Comparison with the quantitative
paradigm, the qualitative studies are marked with different words such as
understanding, discover and meaning. The language used in qualitative studies is
personal, informal and the definitions evolve during the study.

As for the methodology, which refers to the process of a study, they differ as

well. Quantitative researchers use a deductive form of logic. Their intention is to
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develop generalization that contribute to the tested theory or hypotheses and that
enable a better prediction, explanation, and understanding of some phenomenon. These
generalizations are enhanced if the instruments and the information are reliable and
valid. A quantitative project has a static design in which concepts, variables and
hypotheses are chosen before the study and remain the same during the study.
Alternatively, Qualitative studies have inductive logic. Categories emerge from
informants, not from researcher, which lead to patterns or theories. The qualitative
researchers verify the information with informants or triangulate among different
sources of information.

It is an important concern for any researcher which paradigm - qualitative or
quantitative- to choose. Creswell (1994) lists five criteria that illustrate factors to

consider.

1- Researchers’ worldview

2- Training and experience of the researcher

3- Researcher’s psychological attributes

4- Nature of the problem

5- Audience of the study ( e.g. journal editors and readers, graduate committees)
Sherman and Webb argue, “....there are dimensions of experience for which

quantitative measures have no utility. To attempt to ‘quantify’ those dimensions of

experience is to violate their nature (1988). What Sherman and Webb propose with

such ‘dimensions of experience’ is related to the basic characteristics of qualitative

research discussed in the previous pages. Since naturalistic inquiry, inductivity, holistic

perspective, dynamic approach, emphatic neutrality and context sensitivity are some of

the major characteristics of qualitative research, any research issue, problem and

project to be studied with this approach should be handled accordingly. In this context,

a researcher might wish to find out more than just to what extend or how well is

something done. He/she might wish to obtain a more complete picture of , for example,

what goes on in a particular social setting, how do people react, and how are things

done in this context as well as why. Thus, research issues, problems and projects
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appropriate for qualitative research investigate the quality of relationships, activities,
situations and materials (Fraenkel and Wallen, 1993).

As for the methods used, the quantitative methods are considered into two
types: experiments and surveys. Experiments can be either true experiments with the
random assignments of subjects to treatment conditions, or quasi experiments that use
nonrandomized designs (Keppel, 1991). Surveys intend to generalize from a sample to
a population by using questionnaires or structured interviews for data collection
(Babbie, 1994). Alternatively, in qualitative approaches the human and social sciences
offer various traditions. These traditions may consist of method types for data
éollection, analysis, and report writing , or overall designs which include all steps in
the research process. The four frequently used qualitative designs in human and social
science research are ethnographies, grounded theory, case studies, phenomenological

studies.

Design Issues in Qualitative Research

“Unlike with quantitative designs, few writers agree on a precise procedure for
data collection, analysis, and reporting of qualitative research. Unfortunately,
reading qualitative journal articles provides little assistance because authors
truncate the steps in order to emphasize results or to meet editorial restrictions
on length.”(Creswell, 1994; p.143)

Creswell’s quotation above reflects the importance of the decision made on
qualitative designs.

The procedure for a qualitative study covers advancing the assumptions
indicating the specific type of design, reflecting on the researchers role, discussing data
recording procedures, identifying data analysis procedures, specifying verification steps
and delineating the narrative outcomes of the study.

The data collection steps involve three steps:

1. setting the boundaries for the study

2. collecting information through observations, interviews, documents, and visual
materials
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3. establishing the protocol for recording information

The qualitative researchers purposefully- not randomly- select the informants,
or documents, or visual material that will best answer the research question.
Furthermore, they should consider four parameters suggested by Miles and Huberman
(1984):

The setting- where the research will take place

The actors- the ones who will be observed or interviewed

The events- what the actors will be observed doing or interviewed about

The process- the evolving nature of events undertaken by the actors within the
setting.

LN -

Moreover, the researcher should indicate the type or types of data to be
collected and provide a rationale for the data collection. In this frame, qualitative
research involve four basic types: observation, interviews, documents, and visual
images. Before starting the discussion of these four main types, the following list

(Creswell, 1994) will summarize the data collection approaches for all the types:

Conduct an unstructured, open-ended interview and take interview notes
Conduct an unstructured, open-ended interview, audiotape the interview
and transcribe the interview

Keep a journal during the research study

Ask an informant to keep a journal during the research study

Collect personal letters from the informants

Gather observational notes by conducting an observation as a participant
Gather observational notes by conducting an observation as an observer

Go through the autobiographies and biographies

Examine public documents such as official memos, minutes, archival
records

10. Ask informants to take photographs or videotapes

11. Examine photographs and videotapes

12. Record sounds such as musical sounds, classroom sounds

13. Trace any physical evidence (p. 149)

[N I
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Each approach mentioned above has its own advantages and limitations. Thus,

in many qualitative studies, multiple data collection procedures are used.

67



Qualitative evaluations give detailed descriptions of program activities, process
and the participants. One way of doing this is direct firsthand observation of the
program. Four options can be chosen according to the nature of the research problem
(Bogdan and Biklen, 1992):

1. complete participant in which the researcher conceals a role and he/she has
firsthand experience with the informant but he/she might be seen as intrusive.

2. observer as participant where people are informed about the role of the researcher.
Researcher can record the information as it occurs, but there might be times when
private information may be observed and the researcher can not report

3. participant as observer in which the participant role is prior to the observer role. If
the researcher has good attending and observing skills unusual aspects can be
noticed during observation

4. complete observer in which the researcher observes without participating. This
approach is vital for exploring topics that are uncomfortable for informants.
However, certain type of informants such as children may cause special problems in
gaining rapport.

The following quotation from Patton (1987) emphasizes the importance of

observation in qualitative studies in terms of naturalistic inquiry:

The strength of naturalistic inquiry is that the observer is sufficiently a part of
the situation to be able to understand personally what is happening. It is not
possible to anticipate exactly how the observer will make the difference. It is
possible, when making decisions about what role the observer will play, to
anticipate certain aspects of the situations that may arise and to develop
strategies for as those situations will be handled. (p. 104)

The second technique in qualitative studies is interview which allows the
researcher to enter another person’s world, to understand that person’s perspective.
Qualitative researchers use interview technique to learn about the things that they can
not directly observe. Patton (1987) indicates that we can not observe feelings, thoughts
and intentions. We cannot observe behaviours that took place at some previous point in

time.
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We cannot observe how people have organized the world and the meanings they
attach to what goes on in that world. Thus, we have to ask questions regarding these
things to people. There are three interview types for a qualitative researcher to choose:
a) face to face - in-person interview which is useful when informants can not be
directly observed. However, it provides ‘indirect’ information filtered through the
views of interviewees. b) telephone- which researcher interviews by phone and
informants can provide historical information. The limitation of this is that it provides
information in a designated place, rather than the natural setting. c) group interview
which the researcher interviews informants in a group. This type allows the researcher
control over the line of questioning, but researcher’s presence may bias the responses
and also not all people are equally articulate and perceptive (Patton, 1987).

Apart from observation and interview techniques, a qualitative researcher
analyses documents to enrich the qualitative research data. Documents are mainly
minutes of meetings, newspapers, political speeches, advertisements, pictures, and
novels, which enable researcher to obtain the language and words of informants.
Additional data can be acquired from personal documents such as journals, diaries and
letters. Private documents can be accessed at a time convenient to researcher. They are
unobtrusive sources of information and save a researcher time and expense of
transcribing.

Moreover, audiovisual materials such as photographs, videotapes, art objects,
computer software, and films are used by the researchers. They provide an opportunity
for informants to share directly his/her ‘reality’. The only concern for these is the
presence of the observer (e.g. photographer) may be disruptive and affect responses.

Finally, vignette and pre-structured case approaches are recent techniques for
program evaluation, in-service training, explanatory research, problem solving and
policy planing. Vignettes provide a snapshot of a professional at work. The
professional reflect on a recent episode of practice, first describing and then giving
thoughtful explanations. In return the researcher keeps on reading the account and

making marginal notes and queries on until the final version of the professional’s
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account is mutually decided. Miles (1990) views vignettes as a systematic, structured
approach with the expression of ‘emic’ or personal meanings.

The pre-structured case technique was developed by Huberman and Miles
(1984) to overcome the painstaking, extremely labour-intensive nature of traditional
method of writing case studies from qualitative data. In short, the researcher starts with
a conceptual framework, a set of clear research questions, and designs carefully
structured instruments, which helps himself/herself to code and retrieve the data easily.
Thus, rapid and coherent cross-case analysis and displays are possible with pre-
structured cases. This technique is advised both for specific evaluation studies and for

studies testing theoretical models.

Reliability and Validity in Qualitative Studies

Determining the accuracy of the account, discussing its generalizability across
similar settings and advancing possibilities of replicating a study have been considered
the framework of a scholarly study. Qualitative researchers seem to have no consensus
on addressing traditional topics such as validity and reliability in qualitative studies.
Even, early qualitative researchers did not attempt to relate traditional notions of
validity and reliability to the procedures in qualitative research (Goetz and LeCompte,
1984). Later qualitative scholars developed their own language to distance themselves
from the positivist paradigms. However, more recently, Lincoln and Guba (1985),
Erlandson, Harris, Skipper, and Allen (1993) established quality criteria such as
‘trustworthiness’ and ‘authenticity’, which are important points on the question of

validity and reliability.

Reliability

Reliability, in general, refers to the replicability, which means that a researcher
using the same methods can obtain the same results as those of the prior study.
However, the uniqueness of a study within a specific context, generation, refinement,

and validation of construct and postulates make it impossible to replicate the study
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exactly in another context. That does not mean that qualitative researchers have freed
themselves from these requirements namely external and internal reliability.

External reliability is concerned with the problem of whether or not
independent researchers would reach the same conclusion or phenomena in similar
settings. Qualitative researchers reach the external reliability of their data by
recognizing and handling five major variables (LeCompte and Goetz, 1979):

1-Researcher’s status position. What positions the researchers hold must be

described in detail and explicitly. Qualitative research results are qualified by the
investigator’s social role within the research site. In some studies the findings can not
be replicated due to the uniqueness of the social role held within the studied group.

2- Informant choices. The careful description of those who provide the data

prevents the informant bias. External reliability calls for both careful delineation of the
types of informants and the decision process in choosing them.

3-Social situations and conditions. Delineation of the physical, social, and

interpersonal context enhances the replicability of qualitative studies. Description of
contexts should include both the function , structure, and specification of features.

4-Analytic constructs and premises. Replication calls for explicit

identification of the assumptions and metatheories related to the choice of terminology
and methods of analysis. The first step is to create categories for coding while
organizing the naturally occurring stream of behavior into manageable units. Next,
units of analysis should be identified.

5-Methods of data collection and analysis. Qualitative researchers need to

present their methods so clearly that other researchers can replicate the study by using
the original report as an operating manual, although some scholars do not agree on the
extent to which such processes can be described. However, recently efforts have been
made to codify techniques for data analysis by ethnographers. The followings are

examples of this effort summarized by LeCompte and Goetz:

Pelto and Pelto’s system (1978) of deductive, inductive and abductive strategies
Smith (1974,1979) And Smith and Brock’s (1979) models of analytic process
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Goetz and Lecompte’s (1981) comparative examination of analytic induction
Constant comparison, Glaser and Strauss, (1967)

Standardized protocols , Flanders(1970)

Typological analyses, Lofland (1971)

Alternatively, internal reliability refers to the issue which the sets of meanings
held by multiple observers are sufficiently congruent so that they describe phenomena
in the same way and arrive at the same conclusions. Yin (1989) strongly suggests
reporting a detailed protocol for data collection so that the procedﬁre of a qualitative
case study might be replicated in another setting. LeCompte and Goetz list five
strategies to reduce threats to internal reliability: low- inference descriptors, multiple
researchers, participant researchers, peer examination, and mechanically recorded data.
Although the issues related to the reliability threaten the credibility of much qualitative
work, validity, which refers to the truthfulness of the findings, may be its major
strength.

Validit

The researcher needs to describe how the study will address the issue of internal
validity, the accuracy of the information and whether it matches reality (Meriam,
1988). Various procedures may be discussed in specific reference to the study that lend
internal validity to a study (Merriam, 1988; Miles and Huberman, 1984):

First, researchers need to discuss plans to triangulate, or find convergence
among sources of information, different methods of data collection and different
investigators. For example, another researcher may provide an ‘audit’ trail of the key
decisions made during the process and validate that they are good decisions.

Second, plans on how to receive feedback from informants need to be
discussed. The researchers should take the categories or themes back to the informants
and ask whether the conclusions are accurate.

Finally, researchers identify how informants and participants will be involved in
all phases of the research. The epistemological assumption of the qualitative paradigm

calls for minimizing the distance between the researcher and the informant (Lincoln
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and Guba, 1985). Therefore, key informants need to be identified for interviews or
observation. Participants might be data gatherers and might review the findings as they
emerge. .

Comparison to the internal validity, external validity depends on the
identification and description of those characteristics of phenomena salient for
comparison with other, similar types. First the typicality of the phenomenon is
established then, bases for comparison may be assumed. On the other hand, as
mentioned by Merriam (1988) the intent of qualitative research is not to generalize
findings, but to form a unique interpretation of events. This point aside, however,
limited generalizability might be discussed for categories or themes to emerge from the
data analysis or for the data collection protocol used by the researcher.

Although it is not possible to attain absolute validity and reliability for any
research model, qualitative researchers have used a variety of strategies to increase the
accuracy of the data, the replication of finding and the license to formulate
recommendations and conclusions. Through careful choices of the methodology of data
collection and analysis the diligent qualitative researcher can be fruitful in providing
insight into subject that would other wise not be able to be expressed.

To sum up, in practice by having chosen qualitative research methodology, the
researcher of this study has incorporated parts of the system approaches above, as their
relevance applied. Though it would have been preferred, anonymity within the school
setting was impossible. Semi-structured interview, and critical incident forms were
used to collect the data for the study. Further, archival records were reviewed and the
data further integrated into the study. By doing so, a patchwork of personal
relationships, teacher/administrator and administrator/teacher; teacher/student and
student/teacher; administrator/student and student/administrator, presenting their
feelings both good and bad, their suggestive remarks both constructive and negative, all
recorded and analyzed. Multiple triangulations fixed patterns of though and behavior,

allowing the researcher an intimate look into the working of the school system.
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CHAPTER 3

METHOD

This chapter describes the overall design of the study, the study context, data
resources, development of data collection instruments, data collection procedures, data

analysis procedures and the limitations of the study.

Overall Design of the Study

The purpose of this study is to assess the instructional supervisory practices
carried out at a private secondary school in terms of their contribution to quality
teaching and learning, teacher development and overall school improvement processes,
and propose recommendations to improve these practices.

The qualitative case study methods and procedures were used to carry out the
study since the focus was upon a single secondary school. Hence, the holistic picture of
the natural setting of the school in terms of supervisory practices performed was
presented by means of detailed views of informants.

In general, case study is the preferred strategy when ‘how,’ or *why’ questions
are in the researcher’s mind, when the investigator has little control over events, and
when the focus is on a contemporary phenomenon within some real-life context. Case
studies are particularly valuable when evaluation aims to capture individual differences
or unique variations from one program setting to another, or from one program
experience to another. A case may be a person, an event, a program, a time period, a
critical incident, or a community. Regardless of the unit of analysis, a qualitative case

study intends to describe that unit in depth, in detail, in context, and holistically
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(Patton, 1987). Unlike the experimenter who manipulates variables to determine their
casual significance or the surveyor who asks standardized questions of large,
representative samples of individuals, the case study researcher typically observes the
characteristics of an individual unit - a child, a clique, a class, a school, or a community
(Cohen and Manion, 1992).

Therefore, in an attempt to understand the context of this research in terms of
participants’ activities, interactions, purposes, emotions, plans, cultures, and values, it
was inevitable for the researcher to employ qualitative research method. The common
theme is to focus on understanding the meaning of human behavior and its relation to
the context in which it occurs (Patton, 1990).

To build a frame for the study the researcher reviewed the literature related to
the dimensions of Teacher Supervision, Teacher Inspection, Teacher Evaluation, and
Teacher Appraisal in particular. Moreover, Motivation, Leadership, the Principalship,
Human Resources Management, Effective Teacher, and Effective School themes were
reviewed from the relevant literature. Lastly, due to the fact that this is a case study, the
researcher reviewed the literature related to the Qualitative Research Design and
Qualitative Data Analysis. This literature review enabled the researcher to define the
areas to be pinpointed while preparing the data collection instruments and analyzing
the data.

Figure 2 helps to visualize the framework of the study. As is shown in Figure 2
the subjects of this case study were the members of the administrative board, the
principal, assistant heads, department heads, teachers and students at a private
secondary school in Ankara. Various qualitative data collection techniques, namely
interview, critical incident were used. Besides these, written documents including
letters, agendas, announcements, minutes of meetings, administrative documents such
as forms used during supervisory practices, and the forms used by students to evaluate
their teachers were analyzed.

First, the members of the administrative board, the principal, assistant heads,
department heads, the sampled teachers were interviewed to find out what kKinds of

supervisory practices are carried out, how they perceive these practices in terms of their
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strengths and weaknesses and what impact these supervisory practices have on teaching

and learning, teacher development, and overall school improvement.

Data collection instruments
Interview schedules / Data Sources \
Critical incident forms . Tegchers
* Principal

¢ Assistant heads
¢ Department heads
¢ Administrative board members
* Students

s Documents J

Supervisory
practices

carried out at
school

Impact of '
Perceptions supervisory Recommendations
T pralctlces 1 sLiterature
*Researcher's
v experience

Teaching
learning
context

School
improvement

Teacher
development

Figure 2.
Framework of the Study

Similarly, a group of sampled students were interviewed about the teacher evaluation
they perform. Second, the principal and the sampled teachers were asked to write about
their successful and unsuccessful supervisory experiences by using the critical incident
form developed by the researcher. Finally, written documents were analyzed to support
and validate the data gathered through interviews and critical incidents.

The data collected through interviews in this study were subjected to a content
analysis to explore the patterns of perceptions and the process of the supervisory
practices at the school. The data were labeled using descriptive codes to simplify the
complexity of the data into manageable units. Then, the patterns were identified based

on these labels and they were clumped into broader categories. The major topics and
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themes helped to identify the concepts and the central ideas. The data gathered through
critical incidents were analyzed in the same way. Documentation, archival records,
physical and cultural artifacts were used to validate, support and explore the qualitative
data.

The results of the data analysis coming from the interviews and the critical
incidents were integrated with the information derived from the written documents
during the write-up period in order to draw a coherent picture of the supervisory
practices at the school.

The timeline for the overall study process involving seven stages is presented in
Table 4.

Table 4
The Timeline for the Overall Study Process

' January 96
February
97

March
May
1997

June
August
1997

September
November
1997

December
1997
February

February
November
1998

1998
Review

|_of Literature :
Development N
of Data
Collection
Instruments
Piloting
Data
Collection
Data
Transcribing
Data
Analysis
Write-up

As is shown in Table 4, the process took approximately three years to complete

starting from the review literature and ending with the write-up period.
Context
This case study was conducted at a private school founded in 1984. The owner

came from the field of education and started in the profession first by establishing a

‘dersane’ (a private course preparing students for the University Entrance Exam). He
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soon foresaw the demand for private schools. There were only two schools in Ankara
at that time using English as the medium of instruction. The school started its first
academic year with 180 students in five classes and 12 teachers. In the first five years
the school expanded to some 3752 students and 216 teachers. However, after 1990 due
to the increased number of private schools in the sector, the administration decided to
decrease the number of students accepted by the school. In 1991, the school had only
64 teachers and 957 students. In the 1997-98 academic year, it had 106 teachers and
1239 students. The school’s mission statement mentions that utmost importance is
given to learning through experimenting, searching and audio-visual methods so that
the students will not only gain the skills to apply what they have been taught and be
better educated but also will get used to analyzing what they learn and searching out
new knowledge. It is also indicéted that cultural and recreational activities are to be
given importance, which enlighten the students’ skills by training them how to respect
other people’s opinions, how to accept criticism, and how to choose the right opinion.
It is believed that this curriculum will help the students gain not only the academic
skills but also the skill of appreciation of arts and sports.

The school has a statute as an Anatolian High School and has three divisions
under the control of the Ministry of National Education: elementary, middle, and high
school. It aims, as mentioned in their mission statement, to give a functional education
and provide facilities that support both scholastic and extra curriculary functions for
students faced with new technology and living in a new age. The education shall be in
accordance with the aims of the National Education. The medium of instruction is in
English for Maths and Sciences at a secondary school level, and it has a one-year
preparatory school to teach students English.

The institution has an Administrative Board which consists of the school
owner, who is also the General Manager, and members of an Educational Committee,
forming the top of the administrative hierarchy. Two Assistant General Managers, one
responsible for the educational issues and the other for the administrative functions at

the school, and the school principal positions are held under the Administrative Board.
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The Assistant General Managers and the Principal are responsible to the General
Manager.

The Educational General Manager directly reports to the Administrative Board.
He oversees the overall activities of planning, developing, implementing and
evaluating all instructional and staff development programs. He manages the
development and implementation of grants, policies, and procedures. He maintains the
liaison with social, professional, civic, volunteer, and other community agencies and
groups having an interest in the school. He plays a significant leadership role in
fostering professional growth and in building staff morale throughout the school. He
assists the General Manager in recruiting, and in assessing the final annual teacher
evaluation reports which the principal writes. He also contributes to the evaluation of
the principal as requested by the General Manager.

The principal is primarily responsible for administering all aspects of the
school operation, namely administrative operations, staff and curriculum development,
community relationships, student services and evaluation. He attempts to organize the
school’s mission with the teachers on the actions necessary to move the school forward
by building collegiality among teachers and by forging partnership with parents and by
manipulating resources toward the school goal. The school-based supervisory practices
are carried out by the principal, with the help of the department heads and assistant
heads. He observes the teachers twice a year, obtains information from the head of the
departments and the assistant heads regarding the teachers’ beyond the classroom
performance. He also analyses the results of the teacher evaluation forms filled out by
students. Finally, he writes a report to the Administrative Board that addresses about
the teachers’ overall performance. These performance reports are taken into
consideration by the Administrative Board when they decide to renew or dissolve the
teacher contracts. He is evaluated by assistant general manager, if and when needed by
the Administrative Board.

The administrative hierarchy also consists of a vice principal, six assistant
heads, one for each grade level, and six heads of departments. These departments

consist of (see Table 5):
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1. Turkish Language and Literature
2. Science-Physics, Chemistry, Biology
3. Social Sciences-History, Geography
4. Mathematics
S. English Language and Literature, and German Language
6. Physical Education
Table 5 presents the distribution of the number of the teachers within the
departments.
Table 5
Departments and Number of Teachers in Each Department
DEPARTMENTS NUMBER of TEACHERS
Turkish Language and Literature 12
Science-Physics, Chemistry, Biology 11
Social Sciences-History, Geography 12
Mathematics 11
English Language and Literature 24
German Language
Physical Education 8
TOTAL 78

Furthermore, the rest of the teachers teaching philosophy, religion, music, and
art are placed within these six departments since they do not constitute enough number
of teachers to form an individual department of their own. Philosophy and Religion
teachers are placed in Social Sciences Department; Music and Art teachers in Turkish
Language and Literature Department.

Department heads and assistant heads are chosen by the Administrative Board
according to their teaching performance, communication and leadership skills and
expertise in the subject matter.

Department heads act as liaison between teachers and the respective school
administrator. They meet with other department heads to promote interdisciplinary
teaching activities. They hold department meetings to establish a continuous
coordination and cooperation among the members of the department. They have the

responsibility for the subject syllabus, exams and the success of the school curriculum
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on the whole. They attempt to provide first hand help to the teachers in their
department in terms of knowledge of subject matter, and instructional strategies. They
are supposed to help in the recruitment, screening, and hiring of teachers in the
department and in supervision of new teachers during their first year. They follow the
recent publication on educational innovations and trends as they relate to department
concerns such as recent publications on University Entrance Exam questions or recent
teaching techniques in English. The data indicate that they are evaluated by the
principal in terms of their ability to handle the problems related to the application of
the syllabus in the department; the ability to provide unity among the department
members in the department; being an active member of the school community; being
professional by merely concentrating on what he/she is doing at the school without
carrying his/her personal life into the work environment; the ability to handle the
administrative duties properly and on time; the ability to prepare the extra curricular
activities such as excursions, poetry days, and matches.

For example, the Physical Education department head says that the principal
evaluates him according to the activities he arranges on National Days, such as 19th
May activities, or the success they have at the matches. Another department head
indicates that the department head position is so demanding in a private school that one
must leave his/her personal life behind to concentrate on the school work. One
department head indicates that teachers evaluate them informally by accepting or
ignoring their department heads in the department as well.

Big departments such as English have level coordinators. These coordinators
plan and organize grade level meetings to review and assess grade level standards with
teachers of the same grade level in relationship to the total school educational program.
They assist in the evaluation of the instructional work of the grade levels as it relates to
student achievement. For example, weekly assignments, handouts, quizzes, and exams
are prepared by all of the same grade level teachers in turn under the assistance of one
particular coordinator.

Assistant heads help the principal in administrative operations such as

attendance, tardiness, paperwork related to student grade sheets, reports, graduation,
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dismissals, and discipline. Each assistant head is responsible for a grade level and their
offices are located on each floor for which they are responsible. They are evaluated on
the basis of their administrative skills to handle the situations related to their
department. Evaluations are performed by the principal, and if and when needed by the
assistant general manager or the general manager.

A new consulting position, called the Educational Consultant, has recently been
established in the school. So far the person in charged has distributed a set of
questionnaires and has held meetings with each department to find out what kind of
support they need from the administration in order to provide a better quality education.
It has been indicated school-based in-service training programs will be a part of the
responsibility of this position.

There are 106 teachers in the institution employed through yearly contracts. The
recruitment, selection and training stages are organized by a group consisting the
general manager, the principal, department heads and a group of experienced teachers.
For overall recruitment, internal and external sources are used. In relation to selection
of teachers, biographical information, reference checks, the results of tests, and
interviews are taken into consideration before decisions are made. Some teachers
indicate that they were employed without having taken any exam. The primary reason
was that they had been successful teachers in their previous school and they were
recommended to the management. Some teachers mention about a 50-question exam
was given to assess teachers’ knowledge of subject matter. Another group indicate that
they have taken an English test and after passing this test, they have been called for an
interview. At the interview they have been asked various questions some of which are
subject related. However, they indicate that the interview means more than measuring
subject related knowledge and skills, it also gives idea to the management regarding
their attitude toward teaching as a teacher and if they can handle the work at a private
school. As is understood, the organization does not have a consistent and clear-cut
selection procedure.

After teachers are employed, they go through a training process according to the

length of their tenure in profession. If the new recruit is novice, the principal, the
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department head and the lead teacher, who is the experienced teacher in the subject
matter, help him/her by observing his/her lessons, presenting model lessons, and giving
advises during the first year. If he/she is an experienced teacher only the principal
observes his/her lesson to get an idea regarding his/her expertise in teaching. However,
all newly recruited teachers attend a school-based training program which is held at the
beginning and end of each academic year with all the staff who have already been
working.

These programs take place in June and September, and fall into two categories:
courses held with the help of professionals from outside, and staff interaction
workshops. In general, the aim of both types of programs is to improve the quality of
education at school. The institution receives professional services like seminars and
workshops from institutions such as Hacettepe University, Middle East Technical
University and the British Council. The data reveal that the topics in these in-service
training programs include measurement and evaluation; testing skills; raising
performance; English drama; teaching techniques for math, science and English
teacher; psychological approach to teaching and learning context; how to approach
students; computer skills. Staff interaction workshops are organized by either a
department head or an experienced teacher in order to deal with the curriculum and
instruction related issues. The departments decide on the order of the units according to
the importance and the flow of the topics, prepare supplementary materials or modify
the previous year’s material. As for instruction, the groups brainstorm on the ways to
help students to learn better. They prepare and present model lessons to the members of
the group. After all these sessions, a final report which shows the procedure and
product of the sessions is written to the principal.

According to data coming from the administration most students in the school
come from families who recognize the value of a good education. They willingly bear a
heavy financial burden to insure that their children gain the academic aptitude. This is
necessary in order to secure one of the limited number of places available at the

university, and the skills required to meet the demands of modern workplace.
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The institution has support units such as the counseling service, a measurement
and evaluation unit, and the health service. The counseling unit tries to assess the
abilities and interests of the students and helps them to solve their problems. The unit
works with the student advisors to direct students towards the subjects and fields in
accordance with their interests and abilities. Whereas, the measurement and evaluation
unit assesses the students learning level through testing at various stages of their
academic life. The health service deals with day to day physical matters such as illness
at school and administration of First Aid.

The school covers an area of 70.000 m with courtyards, football and basketball
fields, lawns with trees, and flower beds and an ornamental pool. There are 54
classrooms, language laboratories, computer, biology, physics and chemistry
laboratories, 2 music and 2 art rooms, a conference hall, a library, one reading room, a
dining hall, a cafeteria, a health center, and a mosque within the school building.

The school currently provides education to 1239 students-657 students at the
middle school and 582 students at the high school in 1997-1998 academic year. Each
class consists of approximately 25 students. Admission to the school is obtained

through the nationwide private school examination.

Data Sources

This study used both human and material sources for the data collected.

Human Sources

The human sources of the study included :

1. selected teachers

2. selected students.

3. selected assistant heads,
4. the principal,

5. all department heads
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6. two members of the administrative boards, namely, educational
consultant and the assistant general manager

Patton (1987) argues that the logic of purposeful sampling in qualitative

methods is quite different from the logic of probabilistic sampling in statistics:

The power of purposeful sampling lies in selecting information-rich cases for
study in depth. Information-rich cases are those from which one can learn a
great deal about issues of central importance to the purpose of the evaluation,
thus the term ‘purposeful’ sampling (p. 51).

In taking into account the thoughts of Patton, the ‘stratified sampling’ strategy
was thought to be appropriate for the selection of the teachers in the research. After
information-rich individuals, administrative board members, the principal, assistant
heads, department heads, teachers, students, were decided based on the study’s focus,
the population consisting of these individuals was divided into a number of
proportionate groups. The members of a group shared common characteristics and the
number of the groups was selected in order to assure sampling reflected a relative

proportion number of the population as a whole (Robson, 1993).

Selection of Teachers

According to the number of the teachers in each department 15 teachers out of
106 were proportionally selected for the interview. Four teachers from English
Language and Literature and two teachers from each of the rest of the departments were
selected for the study. Two teachers who did not have their own department but were
included in the other departments were also interviewed. In order to have variation
among teachers to be interviewed, the researcher had an initial meeting with all the
department heads to obtain information about the demographic characteristics of the
teachers. Then, the following strata was created by the researcher to capture
proportionately the perception of the teachers having these different demographic

characteristics in the school (see Table 6):
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Stratum 1: Years of Experience in the field of teaching
Stratum 2: Years of Experience in the School.

Stratum 3: Gender

Stratum 4: School level at which the teachers are teaching

As is shown in Table 6, as for the stratum for gender only 3 teachers out of 15

were male since the teacher population at the school was primarily made up of

females.
Table 6
Teacher Selection Strata
Departments Number of Teachers in | Number of Subjects Strata for Selection
the Department Selected S1 82 S3* S4*
English Language | 24 4 T1 11 7 M H
and Literature T2 2 2 F M
T3 33 13 F M
T4 10 10 F H
Turkish Language | 12 2 T1 7 7 F M
and Literature T2 20 10 F H
Social Science 12 2 T1 12 8 F H
T2 30 2 M M
Science 11 2 T1 6 6 F B
T2 12 11 F H
Mathematics 11 2 T1 10 10 M H
T2 27 1 F B
Physical Education | 8 1 T1 33 7 F B
Religion no department 1 T1 28 2 F B
Philosophy no department 1 T1 24 3 F H
Total = 80 Total = 15

S3* M= Male, F= Female
S4* H = High school, M = Middle school, B = Both
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Selection of Students

Since students had a role in teacher evaluation they were involved in the study
as well. Group interview technique was used to collect data from the selected group of
the students.

Patton (1987) suggests that as for group interview, the sample should be large
enough to be credible given the purpose of the evaluation, but small enough to permit
adequate depth and detail for each case or unit in the sample. He also adds that groups
are typically six to eight people who participate in the interview from half an hour to
two hours.

With these principles in mind a group of seven students was thought to be the
appropriate size for group interview. The researcher created a stratum for the student
groups by using random sampling in terms of their place in the class roster and the
grade level (see Table 7).

As is shown in Table 7, the first group of students were the first seven students
in the first class in the respected level, for example, Prep. A the first seven students in
the class roster. The selection for the other levels was carried out with the same logic in

the mind. Table 7 presents also the gender distribution in these groups.

Table 7

Student Selection Strata
Group Number Stratum 1 Stratum 2 Gender *
Group 1- Lycee 3rd grade | no criteria no criteria | 6M-4F
Group 2- Lycee 2nd grade | the second seven students in the class roster | 5-F 3M-4F
Group 3- Lycee 1st grade the first seven students in the class roster 4-E 5SM-2F
Group 4-Middle 3rd grade | the last seven students in the class roster 3-D 3M-4F
Group 5-Middle 2nd grade | the third seven students in the class roster 2-C 2M-5F
Group 6- Middle 1st grade | the second seven students in the class roster | 1-B IM-6F
Group 7- Preparatory level | the first seven students in the class roster Prep.-A 4M-3F

* M = Male, F = Female
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The researcher could not create a strata for the last grade level students at the
school since there were very few students at school. The assistant head responsible for
this grade level expressed that it was difficult to find the senior students at school as
they were taking private university entrance exam courses. Therefore, the interview
was conducted with the students who were at school at that time of the interviews.

This random sampling let the researcher interview a group of student

population which was thought to have represented the whole population.

Selection of Assistant Heads

The school has six assistant heads who are responsible for one grade level.
Among these six assistant heads, three of them were selected. As to representation, one
lowest, one middle and one highest grade level assistant head were selected. As a

result:

1- Assistant head for the preparatory classes,
2- Assistant head for the third grade level classes in Middle School,
3-Assistant head for the second grade level classes in High School were selected.

This selection was though to be appropriate size for the respective assistant

head body at the school.

Selection of the Principal, Department Heads and Administrative Board Members

The principal, all the department heads were selected directly. Moreover, two of
the administrative board members who were the assistant general manager responsible
for the education and educational consultant to the general manager were directly

selected for the study.

Material Sources

Written documents were used alongside the other methods of data sources

described above since the analysis of documentary sources is a major method of social
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research and one which many qualitative researchers see as meaningful and appropriate
in the context of their research strategy (Mason, 1996). As Tutty et al. (1996) point out

there are several advantages to documents as data sources for qualitative studies:

o They can be a rich source of information on the topics being investigated.

o They are a stable source of information, reflecting situations that, because
they occurred in the past, can be analyzed and reanalyzed without
undergoing change.

e Reviewing documents helps to ensure that the research stays attuned to the
historical and organizational context within which findings should be
understood.

e Document reviews can provide opportunities for triangulation of evidence.
(p. 183)

In this study, the researcher was able to review several documents during the
data collection period. However, bearing in mind the ethical issue of the
confidentiality, she felt privileged to use and analyze those documents which were
permitted to be reviewed by the authorities. The information obtained from documents
served to validate information obtained from interviews and critical incidents. During
the course of this study the following types of documents were reviewed in order to

provide ‘hard’ evidence:

announcements,

school leaflet,

documents describing the school-based training programs,

administrative documents such as forms used during the supervisory practices by
the inspectors, and

5. teacher evaluation forms used by students.

el

The kinds of data generated by reviewing these documents were as follows:

e Descriptive background information on the school in the study

o Information on the activities performed by the principal, department heads,
assistant heads and the teachers

o Information on decision-making process underlying the supervision system at the
school in the study.
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Development of the Data Collection Instruments
Several data collection instruments that can be grouped under two categories
were used in this study: interview schedules and critical incident forms.
Table 8 presents the data collection instruments applied to the subjects of this
study.

Interview Schedules

Based on the relevant literature and the researcher’s experience, five sets of
interview schedules were prepared by the researcher for the following individuals: the
principal, the department heads/assistant heads, the members of the administrative
board, the teachers, and the students. The interview schedules consist of both
perception and fact questions. They included questions about the types of supervisory
practices carried out at the school, how these supervisory practices are perceived in
terms of their strengths and weaknesses by the subjects, and what impact these
supervisory practices have on teaching and learning, teacher development and overall

school improvement processes (see Appendices C, D, E, F, G).

Table 8
Subiects and the Data Collection Instruments in the Study

Subjects number in number in Data collection instruments

the school the study

Members of the 4 2 Interview

administrative board

The principal 1 1 Interview, critical incident
Assistant heads 6 3 Interview

Department heads 6 6 Interview

Teachers 106 15 Interview, critical incident
Students 1622 50 Group Interview
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In general, five interview schedules included parallel topics and questions to

each other. These topics were, namely:

[a—y

The subjects’ perception of an effective school and a good teacher,

2. Their perception of teacher supervision, teacher evaluation criteria, and
supervision process,

3. The impacts of the teacher supervision, and

4. Recommendations to improve the teacher supervision system.

Moreover, apart from the students interview schedules, all of those interviewed
included a profile section asking about the tenure in profession, tenure at the school
studied, and in-service training seminars attended by the subjects.

The development of the interview schedules consisted of five steps (see Figure
3):

Reviewing literature based on the main research questions,
Identifying main areas of investigation under the main research questions,
Outlining possible interview topics and questions,

Deciding on the interview format, and

A i A

Writing explanations, questions and prompts.

As is shown in Figure 3, cross-reference was done between step one and step
two in order to make sure each research question has a set of corresponding sub-
categories, and each of these has a set of ideas about interview topics and questions.
Furthermore, it was conformed through the cross-referencing works in reverse, so that
the interview topics and questions really were going to assist in answering the four
research questions.

While preparing the interview format the researcher considered the following

1ssues:

e what questions to ask,
e how to sequence the questions,
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¢ how much detail to solicit,
e how long the interview last, and
e how to word the actual questions (Patton, 1990).

| Il STEP 4
STEP 1 STEP 2 STEP 3 ;LF Deciding

Reviewing Idgntifying Outlinjng on
literature malin areas _ possible interview
under interview topics format
research and questions
questions

STEP 5
Writing
explanations,
questions

CROSS-REFERENCE and prompts

CROSS-REFERENCE

Figure 3.
Overview of the Development of the Interview Schedule

After having written explanations, questions and prompts, everything was
cross-checked in order to make sure that the format, questions, and prompts do cover
the possible research topics and questions adequately.

The first drafts of the interview schedules were prepared in English by the
researcher. Before piloting the instruments, the researcher asked five colleagues to
check the questions in terms of clarity and context-specificity. Some questions were
revised, changed or dropped. However, since the research was carried out in Turkish

and the terminology differs within the two languages, the instruments were translated
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to Turkish. These questions which were found to be unclear, ambiguous and open to

misunderstanding were revised or omitted (see Appendices H, I, J, K, L).

Principal’s Interview Schedule

In order to collect in-depth information from the principal, an interview
schedule was designed along the lines of major research questions. The interview
schedule included questions on the indicators of the effective school (question 2),
qualities of good teacher (question 3), perception of a teacher evaluation (question 4),
principal’s responsibilities in teacher evaluation (question 5), the process and
procedure of the teacher evaluation (question 6), forms and tools used for evaluation
(question 7), procedure of the class observation (question 8), class performance criteria
(question 9), beyond classroom performance criteria (question 10, 11), who else
involves in evaluation (question 12), the ways the information gathered is used
(question 13), example of a successful and unsuccessful supervision experience
(question 14, 15), qualities of a supervisor (question 16), the effectiveness of the
supervisory practices carried out at the school (question 17), teacher’s attitude towards
teacher evaluation (question 18), management’s attitude towards teacher evaluation
(question 19), ways to gather information from parents and students and the
effectiveness of student teacher evaluation (question 20), the impact of supervisory
practices to learning teaching context, teacher development, and school improvement
(question 21), the criteria and process of Ministry Inspection at school (question 22),
the necessity of school-based supervision system (question 23), effectiveness of
Ministry Inspection at school (question 24), recommendations on Ministry Inspection
system (question 25), principal’s performance evaluation (question 26),
recommendations on school-based supervision system (question 27), any ideas on

supervision system (question 28).

Assistant Heads’ and Department Heads’ Interview Schedule

The interview schedule for the assistant heads and department heads included

similar questions on the indicators of the effective school (question 2), qualities of
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good teacher (question 3), perception of the teacher evaluation (question 4), the criteria
and process of Ministry Inspection at the school (question 5), effectiveness of Ministry
Inspection at the school (question 6), recommendations on the Ministry Inspection
system (question 7), assistant heads’ and department heads’ responsibilities in teacher
evaluation (question 8), criteria used for evaluation (question 9), sharing the results of
the evaluation with the teacher and if it works at this school (question 10), if the
evaluation works at this school (question 11), assistant heads’ and department heads’
performance evaluation (question 12), the ways the information gathered is used
(question 13), qualities of a supervisor and effectiveness of the supervisors at the
school (question 14), the impact of supervisory practices on learning teaching context,
teacher development, and school improvement (question 15), recommendations on
school-based supervision system (question 16), any ideas on supervision system

(question 17).

Teachers’ Interview Schedule

Teachers interview schedule included questions on the indicators of the
effective school (question 2), qualities of good teacher (question 3), perception of a
teacher evaluation (question 4), the process and procedure of the teacher evaluation
(question 5), the criteria and process of Ministry Inspection at school (question 6),
effectiveness of Ministry Inspection at school (question 7), recommendations on
Ministry Inspection system (question 8), the necessity of school-based supervision
system (question 9), procedure of the class observation (question 10), performance
evaluation criteria (question 11), pre and post observation meetings (question 12), who
else is involved in evaluation (question 13), the effectiveness of student teacher
evaluation (question 14), qualities of a supervisor and effectiveness of the supervisors
at the school (question 15), effectiveness of the supervisory practices carried out at
school (question 16), recommendations on school-based supervision system (question
17), the way the information gathered through the evaluation is used (question 18),the
impact of supervisory practices to learning teaching context, teacher development, and

school improvement (question 19), any ideas on the supervision system (question 20).
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