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This chapter looks at the range of interper-
sonal behaviors available to a su-

pervisor who is working with
individuals and groups of teach-

ers. It will assess how supervisors typically behave with staff in school settings and
then determine other behaviors that might be used skillfully and effectively. Later
chapters will provide training in each of four clusters of interpersonal skills.

What are the categories of behaviors? After many years of collecting super-

visors’ observations in meetings with individuals and groups of teachers for pur-
poses of making classroom or school decisions,

behaviors have been derived (

(e A

broad categories of supervisory
Glickman, 1981, 2002; Wolfgang and Glickman,
1980). These categories encompass almost all observed supervisor behaviors that

are deemed purposeful. A purposeful behavior is defined as one that contributes
to the decision being made at the conference or meeting. The derived categories of
supervisory behaviors are listening, clarifying, encouraging, reflecting, presenting,

problem solving, negotiating, directing, standardizing, and reinforcing. Defini-
tions of each category are as follows:

* Listening. The supervisor sits and looks at the speaker and nods his or her

head to show understanding. Gutteral utterances (“uh-huh,” “umm?”) also
indicate listening.
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further information to know whether that is true. If not, then later in this chapter
we might recommend a continuation, refinement, or discontinuation with a clus-
ter of behaviors that simply do not exist in anyone’s mind but our own. As an ex-
ample, let us give a personal instance of erroneous self-perception.

As a school principal in New Hampshire, one of the authors regarded him-
self as operating a successful school and being accessible to teachers. He could doc-
ument success by external evidence—state and national recognition the school had
received and complimentary letters from numerous visitors. He documented his ac-
cessibility through casual discussions with teachers in the lounge and by having an
open-office policy for every staff member who wished to speak with him. In his
third year as a principal at this particular school, the superintendent asked all prin-
cipals in the school system to allow teachers to evaluate principal performance. One
item on the evaluation form was “Ability to Listen to Others,” followed by a nu-
merical scale of responses from 1 (“rarely listens”) to 7 (“almost always listens”).
Before giving the form to teachers, the author filled out the same evaluation form
according to his own perception of his performance. He confidently circled the
number 7 on “ability to listen.” Once the teachers’ responses were collected and
results were received, he was amazed to find that the lowest teacher rating on the
entire survey was on that very item on which he had rated himself highest. To the
author’s chagrin, there was an obvious discrepancy between his own perception
of performance and staff perceptions.

_Johari Window

The Johari Window (Luft, 1970; Janas, 2001) provides a graphic way to look at
what we know and do not know about our behavior (see Figure 6.2). Visualize a
window with four windowpanes. In this scheme, there are four windowpanes of
the self in which behaviors are either known or not known by self (the supervisor)
and others (the teachers). In windowpane 1, there are behaviors that both super-
visor and teachers know the supervisor uses. This is the public self. For example,
the supervisor knows that when he or she is anxious, speech will become halting
and hesitant; teachers are also aware of what such speech indicates.

In windowpane 2 is the blind self—behaviors the supervisor practices that
are unknown to the self but are known to teachers. For example, as a school prin-
cipal, one of the authors was displaying behaviors toward teachers that he thought
were listening behaviors, but teachers saw the same behaviors as a failure to lis-
ten. Of course, once one becomes aware of teachers’ perceptions of those behav-
lors, the blind self becomes the public self.

In windowpane 3 is the private self—behaviors the supervisor has knowledge
about but that teachers do not know. For instance, in new situations a supervisor
might mask his or her unsureness by being extroverted in greeting others. Only the
supervisor knows that this behavior is covering up insecurity. Once the supervisor
discloses this perception to others, the private self becomes public.
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superintendent about instructional problems of which he was unaware. After the
superintendent had told him that teachers were going over his head, he angrily con-
fronted the teachers with their “unprofessional” behavior. It did not occur to the
author that he might have been the one at fault. After the staff evaluations, he could
no longer delude himself. Many teachers were not telling him their concerns be-
cause they did not believe that he would really listen. The author had to face the
fact that the staff did not see him as accessible. He might have avoided collecting

such information, continued with his euphoric self-perception, and then been dev-
astated as the school fell apart.

Cognitive Dissonance

Tnvalidity of perceptions creates cognitive dissonance, according to a model of
motivation by psychologist Leon Festinger (1957). The model is based on the
premise that a person cannot live with contradictory psychological evidence—that
is, thinking of himself or herself in one way while other sources of information in-
dicate that he or she is different. When the author’s perception of his listening
abilities were contradicted by teacher perceptions, mental turmoil or cognitive dis-
sonance was created. For example, if you believe that you are a collaborative su-
pervisor and then you receive feedback from teachers that you are a directive
supervisor, this will cause cognitive dissonance. We must wrestle with disparate per-
ceptions and reconcile them. If not, the two differing sources of information will
continue to bother us. This mental anguish strives to resolve the question of what
is it that we really do. The resolution can come about in three alternative ways
(Hyman, 1975).

First, we can dismiss the source of contrary evidence as biased and untrue.
For example, the principal might rationalize, “I really am a good listener; teach-
ers marked me low because they didn’t like the way I scheduled bus duties.” Or
the supervisor might think he or she really is collaborative: “Teachers simply don’t
understand what collaboration is.” By dismissing the other source of information
as erroneous, we can continue to believe that we are what we originally thought.
No further change is necessary.

Second, we can change our own self-perception to conform to the other
source of information and can then live with the new perception of ourselves. We
accept that they are right and we are wrong; thus, our perception will now be theirs.
For example, “I really was wrong about my listening abilities, and I now recon-
cile myself to being a poor listener,” or “The supervisor is really not collaborative
but instead is, as the teachers say, directive.” Accepting the other source of infor-
mation makes dissonance vanish so that no further change is necessary.

Third, we can accept our original self-perception as how we wish to be per-
ceived, use the other source of information as an indicator of how we are currently
perceived, and then change our behaviors to be more similar to our wish. In other
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| BOX 6.1 Supervisor's Self-Assessment

Directions for Completing: Place in the space
before each item the number (1, 2, 3, or 4) of the
response that most nearly indicates your level of
agreement with the item:

1. Strongly disagree
2. Disagree

3. Agree

4. Strongly agree

Section A: Professional Characteristics

1. The supervisor is genuinely concerned with
the growth and development of students.

2. The supervisor is genuinely concerned with

the growth and development of teachers.

The supervisor is trustworthy.

The supervisor treats teachers fairly.

The supervisor is flexible.

The supervisor is ethical.

SIS

L:Section B: Skills
7. The supervisor displays communication
skills.
| _ 8. The supervisor displays needs assessment
skills.

9. The supervisor displays planning skills.
10. The supervisor displays group facilitation
| skills.

\ . _11. The supervisor displays problem-solving
| ‘ skills.
| . 12. The supervisor displays change agency
skills.
13. The supervisor displays observation skills.

_14. The supervisor displays conflict resolution
skills.

1 C: Individual Assistance
-'-_.I i '.I’he supervisor effectively observes teach-
ing and provides helpful feedback.
‘The supervisor provides useful instructional
- Tespurees,
& Supervisor fosters teacher reflection.

stipervisor demonstrates effective

1teachmg .

___19, The supervisor shares innovative instruc-
tional strafegies.

___20. The supervisor effectively assists beginning
teachers.

___ 21, The supervisor effectively assists teachers
with instructional problems they are
experiencing.

___22. The supervisor effectively assists teachers
to plan for instruction.

___23. The supervisor effectively assists teachers
to assess student learning.

___24. The supervisor effectively assists teachers
to individualize instruction.

Section D: Schoolwide Assistance

___25. The supervisor effectively facilitates in-
structional dialogue among feachers.

___26. The supervisor fosters a positive school
culture.

_ _27. The supervisor facilitates collective vision
building.

___28. The supervisor fosters teacher collaboration
for schoolwide instructional improvement.

___29. The supervisor fosters teacher empower-
ment.

___30. The supervisor effectively facilitates
teachers’ professional development.

___31. The supervisor effectively facilitates
curricutum development.

___32. The supervisor effectively facilitates
program evaluation.

Directions for Scoring: For the instrument com-
pleted by the supervisor, add the ratings for the
items in each section to find subtotals. The range of
possible subtotals for each section follows:

Section A: Professional Characteristics, from 6-24.,
Section B: Skills, from 8-32.

Section C: Individual Assistance, from 10-40.
Section D: Schoolwide Assistance, from 8-32.

The overall rating (the sum of the four subtotals)
ranges from 32 to 128.

(continued)
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For the instrument completed by teachers, calcu-
late the mean scores for each item, section, and the
overall rating. For example, if five teachers re-
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mean, if individual overall ratings by five teachers
were 83, 92, 100, 112, and 118, the overall mean

for teacher ratings would be 101.
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128

part three Interpersonal Skills

unlike the previous two principals, nexx;zlgitfe
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ly success began to fa
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experiencing. .
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; i I was not the
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e is to remember who you are. - is to choose the
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e O ing the drop the past, stand in the present,

matter who the lea peale
2 e motion. This does not mean becom-

ime blamin
and not spend my time
i reason over e
and look forward. Lesson three is to choose o T o s haghil g
s my thoughts on the present

ecided to drive out the discord I could no
was that my inner professional self
ence helped me to formulate three

but rather to realize that what you

; ionless,
ing emotio you feel and act in the future. I had to refocu

can influence how
e wn importance and causing an imbalance

. na TV i
e S oy, the. gnitive dissonance 1 was experiencing had

i tunately, the co
o af B eention bethiors of those around me. Now that I have taken

g to do whatever it takes to be ’Fhe
transformed by the resolution
gain in balance. Well, at least

e h ptions or
e
et to greatly affect the perc , 108
Zhe time to reflect and “re-boot,” I am at. peace and x;xlnlhnbeen
best educational leader I can. I can do this because 1 have

i once a
of my cognitive dissonance. My inner and outer selves are

until my mind needs to be re-booted again. .
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2. This chapter proposes three poss
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3. Label the left-hand column of a sheet of paper “Public Self” and the right-hand
column “Private Self.” Think of personality or other characteristics that you in-
tentionally disguise in your work setting. For each characteristic, describe in a
few words the image you consciously present to others (left-hand column) and
the real you that your public behavior conceals (right-hand column)

4. Locate a research study on the effectiveness of one or more of the following su-
pervisor approaches to supervisor-teacher conferences: (a) directive control, (b)
directive informational, (c) collaborative, and (d) nondirective. Summarize the
purpose, methods, results, and conclusions of the study in writing.

5. Chapter 6 relates an experience in which a discrepancy between a blind self and
a public self led to communication problems with subordinates. Discuss in writ-
ing three other situations in which conflicts between a supervisor’s blind self and
public self might eventually lead to leadership problems.

Field

1. Arrange to visit a teacher’s class and for a postobservation conference with that
teacher. The postobservation conference should include an analysis of the teacher’s
instructional performance, the setting of instructional improvement goals, and
planning a strategy for meeting those goals. Record the postobservation on au-
diotape. Refer to the categories of supervisor behavior in this book as you listen
to the tape. Write a paper in which you state whether you used a primarily di-
rective, collaborative, or nondirective approach during the postobservation con-
ference. Cite examples of specific behaviors you exhibited during the
postobservation conference. Compare those behaviors with your results on the
Supervisory Beliefs Inventory (Chapter 5).

2. Carry out the exercises suggested in this chapter. Prepare a written report on the
results of the exercises and your reaction to those results.

3. Putyourself in the shoes of an individual you supervise or have supervised. (Even
those not in formal supervisory roles have at one time or another been respon-
sible for supervising others.) Write a description of your supervisory style; be care-
ful to describe your supervisory style as the other person would, not as you
would. Compare this description of your supervisory style with your results on
the Supervisory Beliefs Inventory.

4. Draw a two-frame cartoon for each of the following themes: (a) public self—
private self, (b) my message—their perception, (c) cognitive dissonance. Base

your cartoons on personal experiences or observations in a school setting. Write
narratives explaining each cartoon.

Developmental

1. Begin to make mental notes on behaviors you use when supervising others. Look
for patterns of behavior that can be related to an orientation toward supervision

(directive, collaborative, nondirective, eclectic) of which you may not now be
conscious.




