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INSTRUCTIONAL supervi 
sion as presently employed in the United 
States is not a definable area of speciali 
zation. The kinds of duties performed by 
supervisors vary widely from one school 
system to the next and collections of job 
descriptions reflect this basic variability 
in the duties described by Neagley and 
Evans (1965). As a further complica 
tion, the functions that are most often 
performed by supervisors are distrib 
uted over a wide range of educational 
specialties which have been assigned 
other identifications.

Administrators supervise and so at 
times do classroom teachers. Lucio and 
McNeil (1962) note that, "We believe 
that supervision is a distributive func 
tion, a common dimension in the ex 
pected role behavior of those who hold 
various positions in the school system." 
What we actually find in practice is 
that there are a number of functions 
thus distributed; and as a consequence, 
we are likely to find teacher, curriculum 
coordinator, supervisor, or superin 
tendent all, at one time or another, en 

gaged in supervisory activities, coordi 
nating activities, developing leadership 
and the host of other functions that 
may be found listed in the professional 
literature.

Harris (1963) further reinforces the 
notion that supervision is a distributive 
function in his theoretical analysis of 
the relationship of supervision to the 
major functions of school operation. He 
describes a two dimensional model that 
includes the functions of teaching, su 
pervision, management, special services 
and general administration. For Harris, 
these functional areas are not mutually 
exclusive but tend to overlap.

Such observations about the nature 
of supervision by these authors are most 
helpful in clarifying the role of the 
supervisor as it is presently defined by 
school systems. These observations, 
however, still do not provide us with 
a clearly defined direction for the fur 
ther development of supervision as an 
educational specialty. As long as we 
continue to see supervision as a multi 
functional task that may be accom-
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plished by a wide variety of specialists 
we will continue to experience difficulty 
in developing effective programs of pre- 
service education and in-service devel 
opment for this educational specialty.

Earlier writings on supervision are 
even less helpful in this respect. More 
over, we find on inspection an even 
greater lack of unanimity as to what 
supervisory functions really are.

Wiles (1955) lists five major func 
tions having to do with skills in leader 
ship, human relations, group process, 
personnel administration and evalua 
tion. Swearingen (1962) discusses eight 
functions beginning with "coordination 
of efforts," and ending with "integrating 
of goals and energy building."

One could identify as many other 
diverse viewpoints as there are books 
on supervision.

One result of this multi-functioned 
conception of supervision and the ac 
companying diffusion of role has been 
the reduction of the supervisor's posi 
tion to that of a sort of educational, 
utility infielder whose responsibilities 
are likely to shift from time to time- 
depending on the nature of current 
emergencies or tjir need of superiors to 
unload some time-consuming and un 
rewarding task that has drifted their 
way.

A second result of this global defini 
tion of supervision has been an exces 
sive duplication of teaching about these 
functions in most graduate professional 
courses. Since everyone from adminis 
trator to classroom teacher may on oc 
casion supervise, instructors feel obliged 
to devote some portion of their classes 
in these areas of study to a considera 
tion of supervisory functions. Instruc 
tors in supervision courses, because of

the scope of the field, feel obliged to 
include in their presentations work on 
administration, personnel, curriculum 
development, and a liberal sampling of 
the rest of the functions identified at 
one time or another as a part of super 
vision.

A Proposal for Delimitation
As a way out of this miasma of con 

flicting, overlapping and intertwining 
responsibilities, it is proposed that su 
pervision be redefined as including 
those services that contribute directly 
to the improvement of classroom in 
struction. I t is further proposed that 
curriculum development work and ad 
ministration be specifically excluded 
from this definition.

Obviously current staffing practice 
will not change rapidly as a result of 
the acceptance of such a definition, 
but until we are able to specify reason 
ably discrete areas for supervisory spe 
cialization, the supervisor will remain 
a sort of educational chameleon. More 
immediate improvements could be re 
alized if programs of graduate profes 
sional preparation were reorganized into 
the discrete and clearly defined areas 
of study, toward which this definition 
leads.

Since the supervision and curriculum 
development specialities are already 
partially separated in practice from 
administration by the "line and staff" 
form of organization, we may expect 
comparatively little objection to this 
formulation from administrators since 
no real change in this pattern is in 
volved. Changes in the ways that cur 
riculum specialists and supervisors are 
used within the pattern would be in 
volved. Curriculum specialists, on the
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other hand, may be expected to object 
to this proposal on the grounds that 
effective supervision is generally a con 
sequence of curriculum development 
work and therefore may not be thus 
readily separated from its counterpart. 
Let us therefore examine this probable 
objection.

Improvement of Instruction
It has been assumed that involve 

ment in curriculum development pro 
grams, action research projects, human 
relations workshops, and other educa 
tional problem solving endeavors will 
automatically result in improved teach 
ing competence. To assume this is to 
base the program of instructional im 
provement on the fortuitous operation 
of concomitant learning. Without ques 
tion such learning does take place and 
many teachers have profited from their 
involvement in these diverse activities. 
It is, however, highly doubtful if rapid 
and continuous professional growth can 
be adequately supported by learning 
processes whose outcomes are so gen 
erally unpredictable.

An assessment of what is presently 
known about teaching, as described in 
the many research studies so ably re 
viewed in The Handbook of Research 

'on Teaching (Gage e t al, 1 962), leads 
one to the conclusion that teachers fail 
to work effectively with their classes 
for very specific reasons.

In order to improve their professional 
competence, teachers need to be en 
gaged in carefully devised programs of 
serious study which are aimed at the 
development of substantive understand 
ings, methodological skill, or knowledge 
about the availability and uses of 
learning resources.

For example, current experiences 
with National Science Foundation sum 
mer and full-year institutes clearly in 
dicate that mastery of new content 
areas and the procedures needed for 
teaching them requires a kind of in 
struction, a degree of concentrated 
study, and large blocks of time that 
we have not heretofore dealt with in 
school in-service programs.

Substantive learning about the con 
tent of a discipline, the growth and 
development of children, and the theo 
retical principles of learning requires a 
disciplined approach by the learner and 
a quality of teaching rarely encountered 
in an in-service setting. In general, on 
campus, advanced degree programs sel 
dom provide adequate backgrounds of 
this type for a variety of reasons, one 
of which is the heavy emphasis on 
training for administrative or other 
specialty positions in such programs. 
Undergraduate programs of instruction 
generally offer a brief overview of these 
areas, but usually fail to get past the 
superficial aspects.

It is difficult to see how any great 
advances in the improvement of teach 
ing methodology can be achieved with 
out recourse to laboratory experiences 
in which teachers can try out new ways 
of working and receive dependable feed 
back on the consequences of their 
efforts. The possible usefulness for such 
instruction of sound films, closed-circuit 
television coupled with video-taping, 
and simulation exercises is only begin 
ning to be explored. Empirical studies 
by Bowers and Soar (1961) and 
Flanders (1962) are examples of the 
laboratory approach to the improve 
ment of teaching methodology. Com 
ments by Broudy (1964) on the labora-

666 Educational Leadership



tory aspects of the preservice education 
of teachers also reinforce this point of 
view.

With regard to the problem of help 
ing teachers learn the function and 
uses of the wide variety of materials 
and media available to them, it must 
be pointed out that present preservice 
and in-service preparation programs do 
not generally make a very great con 
tribution to this part of the teacher's 
professional equipment. '

For example, it is not very likely that 
a high school English teacher will be 
very effective in guiding the reading 
of pupils unless the teacher has an ex 
haustive knowledge of the literature 
that is most appropriate to the age 
group he is teaching. Furthermore, it 
is not enough to know the materials 
that exist, but one must also know 
which of these materials may be found 
in the local setting. Preservice prepara 
tion courses rarely deal with this prob 
lem, and in-service time devoted to a 
thorough exploration of the school 
library is indeed a rarity.

A basic prerequisite to the individu- 
alization of instruction is a teacher who 
will know what to try once the indi 
vidual learning need has been identified.

Curriculum plans and the accessi 
bility of learning materials may bo 
viewed as limiting or facilitating factors 
in teaching effectiveness; rather, it is 
v.-hat the teacher is able to do with the 
plans and materials that must be the 
supervisor's central concern. Materials 
and plans are not necessarily useful 
because the teacher has constructed 
them himself; rather they will be help 
ful to the degree that they are appro 
priate to a given learning task or a 
specific learning problem of an indi 

vidual. While the teacher must be a 
skilled diagnostician of learning diffi 
culties, he need not compound his own 
prescriptions for the remediation of 
learning deficits. What the teache^does 
need is an exhaustive knowledge ofHhe 
media that may be employed to accom 
plish specific teaching goals. This is, in 
a sense, the pharmacology of the pro 
fession, and its dimensions are presently 
expanding at a staggering rate of speed.

Without deprecating the importance 
of curriculum problems, we believe that 
the most critical area for concentration 
of supervisory effort is on the profes 
sional development of the teacher and 
not on the instructional program to be 
employed. In the final analysis the 
teacher must make the specific curricu 
lum decisions that make the difference 
for the individual pupils in his charge. 
In difficult cases, consultation may be 
desirable, but the critical decisions will 
always be a responsibility of the 
teacher.

The supervisor's major objective 
should be to help the teacher master 
the substantive content he may not un 
derstand, attain competency in teaching 
techniques he may not know, and cata 
log, classify and test the countless re 
sources that may be brought to bear 
on the specific learning problems he 
may encounter. With such skills as these 
at his command, the teacher will be in 
a position to create that rare blend of 
professional competence and personal 
understanding which results in the fine 
and sensitive decisions vital to the de 
velopment of superior programs of 
classroom instruction.

If the arguments presented in the 
preceding sections of this paper are 
valid, then some special areas of corn-
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petency for the supervisor are clearly 
implied.

Refining the Supervisory 
Speciality

First of all, the supervisor needs to 
be a person highly skilled in the analysis 
of the teaching act. He should be 
knowledgable about and able to employ 
in his work a variety of the research 
techniques now available for the ob 
jective study of classroom teaching. In 
order to improve his work, the teacher 
should have available a continual feed 
back of reliable data on the character 
istics of his own performance. The su 
pervisor should be the specialist who 
is able to collect and present such in 
formation to the classroom teacher. The 
studies listed in the pamphlet recently 
published by AACTE entitled A Pro 
posal for the Revision oj the Pre-Sennce 
Professional Component of a Program 
of Teacher Education ( 1964) would 
constitute a nucleus of substantive con 
tent for instruction in this area.

Second, the supervisor should be able 
to employ effectively, techniques of in 
dividual and group counseling with 
members of the professional staff he 
proposes to help. If supervision is a 
teaching speciality, the need for such 
skills is paramount. If individualization 
of instruction is an important educa 
tional goal, then supervisory efforts 
should provide for the classroom teacher 
a model of such teaching methodology 
worth emulating. Real gains in teaching 
effectiveness are more likely to be pro 
duced in the context of the face to face 
interaction between teacher and super 
visor and among the members of small 
groups that include the supervisor as 
an instructional leader than in the large

group, inspirational address approach 
usually employed in in-service work.

It also follows that the supervisor 
should be highly skilled in the use of 
instructional media. His own instruc 
tional work with teachers should ex 
emplify the wise and deliberate selec 
tion of media of instruction and his 
knowledge of this field of study should 
be comprehensive enough so that he 
will be able to guide teachers in their 
own use of such instructional tools.

Since the structure of knowledge in 
the several disciplines appears to be so 
closely related to the teaching meth 
odology essential to their adequate 
presentation, it will be necessary for 
the supervisor to have a considerable 
depth of understanding in at least one 
of the instructional areas common to 
the public school curriculum. In addi 
tion to his own special area of accom 
plishment, he will need a thorough un 
derstanding of and sensitivity to the 
critical differences among the different 
curricular areas and the implications 
of these differences for modification in 
teaching strategy and methodology.

These four areas of study the an 
alysis of teaching, individual and group 
counseling techniques, instructional me 
dia, and the structure of knowledge in 
the content areas should constitute 
the major emphasis in the preparation 
program, both preservice and in-service, 
for the instructional supervisor.

Depending on native ability and 
background of previous training and 
experience, additional work will be 
necessary in differing degrees for spe 
cific individuals in communication 
skills, administrative and management 
techniques, and principles of curricu 
lum construction. Beyond these special-
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ized studies, it is assumed that the 
common elements of a good graduate 
program in education would supply the 
broad understandings of the nature of 
public education in the United States, 
and the philosophical, social and psy 
chological bases upon which it rests.

It is believed that a major shift in 
emphasis toward the basic functions 
described herein would make possible 
the development of a supervisor who 
will be able to provide the educational 
guidance essential for the classroom 
teacher's continuous professional growth 
and achievement.

In summary, the notion that the su 
pervisor is essentially a teacher of 
teachers is not a new one. This function, 
however, has not been viewed as the 
central role around which the prepara 
tion and work of the supervisor should 
be developed.

Supervisors do have a responsibility 
for curriculum development, but the 
curriculum that should concern them 
most is the program of learning for the 
teachers they supervise.

Supervisors also have a responsibility 
for administration, but their major 
concern in this area should be with the 
elements that are directly related to the 
instructional programs they develop for 
professional improvement of the teach 
ers they supervise.

Supervision viewed as a logical ex 
tension of college and university pro 
fessional instruction carried on within 
a school system will have a unique and 
crucial role to fulfill. The continuous 
educational growth of classroom teach 
ers has been an ideal long recommended.

Effective supervision properly conceived 
and executed can move us rapidly to 
ward the achievement of this goal.
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