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ABSTRACT
The study describes, from the perspectives of selected teachers and administrators, the
phenomenon of forced resignations of teachers for reasons of unsatisfactory performance.
Interviews with thosc most involved with the supervisory process provided rich

descrniptions of both the supervisory process and its emotional impact on the participants.

Addiional information was gathered by means of a sur: b+ spenntendents, from
arcview of sclected files provided by the Alberta T- . #~ A<wxiwr  and from a review
of the judicial summaries of Alberta Board of Ret == . + n wk:h the major

reasons for dismissal were related to unsatisfact: - <t

The major findings were that: (a) a very sma g=i.. v+, Alhena teachers are forced
to resign, (b) sound and effective supervisory prax ¢ < can result m the forced resignation
or dismissal of teachers whose performance is sesstistacun  1¢) there were profound
cmotional and psychological cffects on both the :c.xhe- - and the supervisors, (d) issues of
canng and justicc emerged as major themes and+: - -agervision of teachers whose
performance is unsatisfactory was deemed to have conmderable impact on the

organizational culture.

iv
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CHAPTER ONE
ORIENTATION TO THE STUDY

Teachers whose performance is unsatisfactory have a detrimental cffect on students,
parents, other teachers, and administrators. Y ct, despite widespread efforts to improve
teacher evaluation and supervision programs, the concern persists. Often, there is little
improvement in the quality of the teacher’s performance following attcmpts at remediation,
leaving the termination of the teacher’s contract, cither through board motion or through a
forced resignation as the only recourse.

This study investigates the nature of the expericnces of selected teachers whose
performance was judged 1o be unsatisfactory and of administrators who were involved in
attempting to resolve the issues which arose from the teachers’ unsatisfactory professional
Introduction

A recent emphasis in public education has been on improvement of instruction for
students. Thesc efforts have resulted in attempts to improve the quality of teacher

mmgmllheevJMmMmllgmnmddf@vei struction to
Bmdmthepml‘mmmdevdmldm(pﬁ)
m;:qemnndmpmm&géfmmmdm“ﬂmm

mmmmbmgﬁhrmmﬂmﬂwhmmaamm
mmdhmmﬂdmmnmmuﬁmﬂmk
miﬁqkmmeGMMbhfm:n



contract icrminations and/or subsequent appeals. For cxample, Miklos (1990), in his :
review of the doctoral disscrtations completed at the University of Alberta, identified four
on lopics related to teacher supervision and termination, Only onc, completed by Harrison
(1980), was dircctly related to termination of teacher contracts,

The nature of the problem. At present, there is little indication of the magnitude of
the problem of unsatisfactory performance, or of the number of forced resignations of
teachers whose performance is unsatisfactory. Also, there is little information on the means
used to induce resignations from such tcachers. Most important, there appcears to be little

insight into the effects of the supervisory and dismissal process on the teach
supcervisors involved.

Rescarch into teacher evaluation has avoided the question of what happens to educators
whosc performance has been judged to be unsatisfactory. Kelsey, (1992) after analyzing
reports writien abowt eight school principals who were judged by their superintendents 1o

In the normal course of affairs in school districts, information about less-than-
satisfactory principals resides primarily inside the heads of senior officials, trustees,
the principals themselves, and in the anccdotes and apocrypha that are part of the
fabric of the profession. It exists rarcly, if at all, in the research literature, because
whether and how a principal is failing arc matiers that lie well beyond the limits of
whal a rescarcher’s respondents are willing to discuss. (p. 1)

The same concen apﬁearztnbemgmthtegmhiolm-m-mﬂﬂmy teachers.
Very little research appears to have been done on the factors which contributed 10 a decline

in performance or the effects of such a decline on teachers, supervisors and the
Almjsﬁme,dﬁgmbhclimimdbmwledgeofﬂieﬂéﬁsmmgr
mwmwhmaﬁoummployeeummmmnﬂzmﬁmry
pafmxdﬁy(lgz)wnmmm“m“lmmlmnﬂ
“failure, especially public failure, brings its own pain, and pain is something of which
patplespﬂmﬂymmnmy:wmamnmﬁmﬂedmplc“(p. 2). As aresult,
het hvehmﬁmmm:mmmmm
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As well, information about the range of consequences of the summative evaluation

process appears quile restricted. Bridges (1992) noted that Supsrvisons respond o
unsatisfactory teaching reports in two stages. During the first stage, the supervisor altempts
to work with the teacher to remediate the difficultics, During the sccond stage, there is an
effort to remove the teacher from the teaching function. This can be done by a foreed
resignation, a transfer (0 a non-tcaching position, or the formal termination of the teacher’s
contract. Furthermore, Bridges (1992) found that only a limitcd number of options were
used as inducements for tcachers to resign their teaching position. However, while
experience suggests that incompetent teachers more often resign duc to a combination of
pressure, negotiation and inducements than due to formal termination of their contract, the
forced resignation of teachers appears to be an area which has not been studied.
RATIONALE FOR THE STUDY

This study could provide a better u

who have changed from feeling and being competent to feeling and being perecived as

nding of the experiences of wenured teachers

incompetent. As well, the study could identif: y alternative approaches to resolving issues
created by unsatisfactory professional performance. | believe that present approaches oficn
devalue the self-csteem of the teacher, and lead to hostility between the tcacher and the
supervisor. By gaining a better understanding of the emotions and experiences of those
constructive manner. A better understanding of the thoughts, feelings and emotions
approach similar situations in a different manner.

Bridges (1992) suggesied that administrators often avoid working with incompetent
mumwmhmmu for the administrators 1o face
mmnhewmyndhmmdbymm;mpmmm
the school Mnmmmmmummﬁmwmu
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requirements of natural justce have been met. The procedures appear to be driven more by

administrator who may be faced with the problem of developing sufficicnt and adequate
documentation while attempting to respect the self-esteem of the teacher. An investigation
of this aspect of the forced resignation of teachers was seen 10 be useful.

PURPOSE OF THE RESEARCH

lenured tcachers whose performance is perceived to be unsatisfactory and on the lived
expenience of the teacher and the administrator just before, during, and after the time of the
inlcrvention.

The major research question is: What were the experiences of selected teachers and
supervisors before, during, and after the induced exit of a teacher whose performance was
judged to be unsatisfactory? Related questions include:

1. (a) How frequently are teachers whose performance is perceived to be unsatisfactory

confronted about their performance?
(b) How frequently are these teachers induced to leave the teaching profession?

2. What factors were perceived by the teacher and the supervisor to have contributed to

ation of the teacher’s performance?

3. What was the nature of the administrator's supervision of, assistance to, and/or

counselling of the tcacher?

(b) What support should be provided to such a teacher?
whmpafmwmvdmhmimy?
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6. (a) What support was provided (o the supervisor during the time the supervisor was

working with a teacher whose performance is perecived to be unsatisfactory?
(b) What support should be provided to the supervisor duning the time the supcrvisor
is working with such a tcacher?

7. In what ways could the resources presently commitied to the process of induced exit

of teachers be reallocated to have a greater poicntial benefit for the tcacher?
OVERVIEW OF THE RESEARCH

The study consisted of three main parts. The first part provided insight into the
magnitude of the problem of unsatisfactory teaching performance from the provincial
perspective. This was done by surveying school supcrintendents with a questionnaire about
the unsatisfactory performance of teachers, and by reviewing the Alberta Teachers'
Association files of those teachers who requested assistance from the Member Services
Department because supervisors perceived their performance 1o be unsatisfactory. The
second part was a review of the judicial summaries of Board of Reference cascs related 10
unsatisfactory performance. The final segment sought 10 increase our understanding of the
experiences associated with the forced resignation of icachers through a serics of interviews
with those most directly involved.

The interviews witis teachers and administrators created a greater understanding of how
these two parties felt about the possibility of termination. Each tcacher was asked to
provide an account of the events which occurred and the emotions or feclings experienced
prior 1o the direct intervention by the supervisor, during the formal cvaluation and
following the resolution of the issue by the teacher’s decision to resign. Some specific
i move (o lerminaic the teaching contract had begun? Had this
view changed over time? What events actually triggered the commencement of the
proceedings t0 lerminate? At what point was the decision (0 resign made? What emotions
Mhﬁsm?“hmﬁmﬁhhﬁnnmdmum?




Administrators who have worked with tcachers with a similar history of decreasing °
compelency were also interviewed. An effort was made (o detcrmine what feclings and
emaotions the administrator experienced prior 1o the beginning of direct intervention, during
the lormal cvaluation and following the teacher's decision to resign. How did the
administrator view the icacher’s level of competency betore the move 1o terminate had
begun? Had this view changed over time? What events actually triggered the
commencement of proceedings to terminate? What conflicting values did the administrator
experience as a result of the responsibilities being carried out? Did the administrator feel he
or she was facing a moral dilemma created by concern for the tcacher versus concems for
the needs of students to receive quality instruction?

It mmhesumedﬂmthaeqmmmmmﬂymbemggmvedmﬂmd
the understandings sought. They are not meant (o represent categories of questions. In
addition, teachers and administrators were asked about other inducements which could be
used (o encourage teachers whose performance is unsatisfactory (o leave the profession.
Furthermore, some parallel cases from other segments of public administration, or from
private industry were reviewed. The altemnatives which are presented are ones in which the
selficsieemofug!ﬂﬂhﬁﬁmwﬁleugﬁgh&ddggmﬁmm,

As an example of one such alternative, Bridges (1992) indicated that in approximately
five percent of the employing school jurisdiction outplacement services as well as other
inducements were provided to the teacher who was pressured

to resign. This sort of

position casier and more fruitful.

Thus, the study provides insights into the phenomena of forced resignation of teachers
ﬁunavmyafmmﬂaenmgbumymnmmmmmm
more cffectively with teachers whose performanc  is deemed 10 be unsatisfactory.




REVIEW OF THE LITERATURE

This study can be linked to five separate, but overlapping, arcas of cxisting litcrature.
These include teacher supcrvision and evaluation: icacher dismissals and terminations;
stress associated with forced resignations; poor health and its relationship to tcacher
performance; and finally, organizational culture.

A. TEACHER SUPERVISION AND EVALUATION

The prevalent beliefs related to teacher evaluation are changing duc (o reviews of the

policy have remained relatively constant over the past 20 years, a number of studies into the

caknesses of present practices. While the purposcs of teacher evaluation

effectiveness of the evaluation practices have suggesied there should be a move 1o separate
the summative and formative functions.

Purposes of Summative and Formative Evalustion

There is general agreement that there are two distinct purposes for teacher evaluation —
lﬂ:hﬁmlhmdmhmnmlny The evaluation practices which correspond to
these purposes are often denoted as formative or summative evaluations, This distinction
was elaborated on by Lecuyer (1986), who described them in the following manner:

The purpose of formative evaluation, in the present context, is to improve teaching
performance. Formative evaluation occurs in the course, rather than at the end, of
the teaching activity. It is often accomplished through an intcractive and relatively

Summative evaluation aims to facilitate administrative decision-making. ... For
teacher performance evaluation, it has traditionally been accomplished through
direct and/or indirect observation and by monitoring achievement results. (p.-9

Morgan (1986) provided a similar definition:

refers (o on-going asscssment and moni ring which can lead 10 changes in method,
adaptive, not final. Summative, on the other hand, refers b final judgments on
effectiveness of pesformance in relation 10 supervisory and organizational goals. (p.




the Alberta Teachers® Association, in a position paper adopted in 1990, acknowledged the

nced for both types of evaluation, although it used the terms performance supervision and

performance evaluation, rather than formative and summative evaluation. This position
The teaching profession has a responsibility for supervision and evaluation of
professional performance. School boards have a responsibility for the provision of
adequaic resources (o implement programs of professional performance supervision
and performance cvaluation. ... Supervision should be initiated by the professional
or by mutual arrangement with a collcague.... Evaluation of an individual's
professional performance should be initiated only by the individual or by
certificated personnel with administrative responsibility for that individual. (pp. 1-

2)

other parts of Canada. In addition, the Alberta Teachers® Association and Alberta Education
arc in agreement with both the purposes and the assignment of responsibilities for
cvaluations.
The Need for Formative and Summative Evalustion
Teacher evaluation is a key to school improvement. If excellence in education is to be
realized, school sysiems must establish and maintain sound evaluation policies and
onnel dmmmhnﬂapnﬂngdamhmmmwmlmd

nmﬁ:mm:ﬁﬁmdhvmmwﬂmmﬂmﬂym
Fermative evaluation. The broad purpose of formative cvaluation is to contribute o



teaching practice, the creation of a culture of continuous Icarning and improvement among
the teaching staff, and the reduction of the isolation in which tcachers operate.

Leithwood ( 1988) speculated that mceaningful appraisal and fecdback could provide an
opportunity to ensurc that what has been Iearned through the teacher effectivencss rescarch
is incorporated into classroom practice. He identificd a large and growing body of research
related to teaching stratcgies and routines which can enhance the outcomes achicved by the
student. A well-designed formative evaluation program should link the needs of the teacher
to this rescarch through professional development activitics,

This suggests that the evaluator needs to remain current about educational rescarch, and
further, that the evaluator is able to discern which rescarch findings should be passed on 1o
the leadghangevﬂmmmmdmgsmbcmmmc — those which
amymmmm“gsmauarmﬁcmamcuhrmbjmmmm If the
material relates (o the second, the evaluator should have acknowledged expertise in that

The second purpose of formativ.. svaluation is to help teachers improve the art and craft
which they practice. This will occur if teachers view themsclves as lcarners and view the
school as part of a leaming culture. Barth (1991) advocated a view of schools which

ocuses on learning:
I see in these kinds of endeavors the conce uflheschmlnammumlyd’
learners, a place where all participants — (eachers, principals, parents, and students
i 0k o o et et Pl o Iportan el who
where students discover, and adults rediscover, the joys, the difficultics, and the
satisfactions of leaming. (p. 43)

Formative evaluation, if based on the belief that teachers are capable of improving their

The third objective of formative evaluation i8 40 break down isolation between tcaching
professionals, t0 encourage greater sharing of ideas, and coliaborati
which teachers must compiese. Barth (1991) belicved that callegiality among tcachers is the
key 10 developing a community of learners. He wrokc:
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Collcgiality is nice — but it is extremely difficult to introduce into the persistent
cultures of schools. Schools display little collegiality because, like most good ideas
in education, it is casier said than done. As w~ all know, enormous risks and
frequent costs arc associated with observation, communication, mutual visibility,
sharing knowledge, and talking openly about the work we do. (p. 32)

A lormative evaluation model which is based on the belicf that the most growth occurs

Summative evaluation. Teachers have accepted the need for performance appraisal
which is designed to fuifill a judgmental function for various personnel needs. This is
reflected in the position paper of The Alberta Teachers’ Association (1990) which identified
the foliowing purposes: (a) the granting of a continuous contract; (b) recommendations for
promotions; (c) ' idcration of the possible
ation of suspension or cancellation of a

teaching certificaic; and (g) to provide a record of teaching performance.

great importance on the feedback they received from a credible evaluator — on the account
mmm“(pﬁ)mrﬁmmmdﬂmﬂuamvﬂmﬂ
The Need to Separate the Two Types of Evaluation

There is a cc
MmﬂﬂﬂmMuhaMMJmmrmﬂw
eﬂmhmﬂmmﬂmwhmwﬂlwdhm
pﬂmﬂnhmweﬂmAhdﬁugammuﬁmm
role of peer involvement in formative evaluation. However, there is disagreement over the

ble amount of agreement among the various stakeholders as (o the




Thmngmmbkmmknlmybmﬁcmmm?m
that effectively combine both purposes, it is more likely that such a sysicm would not be
successful at either. Thcmfmnmmnsamcmm&xhptﬂmwﬂl be met if
tlnlwuplmms:pnmadTh:sfeelmghahernmﬂcr:ndbyanwnherdml
mdnawhnchhavemludedﬂmpdmy%chmhmbmh roaches docs not work.

A teacher evaluation policy impact study (TEP1) commissioned by Alberta Education
(nnm)mﬂﬁeﬂ“hmﬂ:@yﬁnﬁnpmhhmmﬂmdlhcmcmlcxl:r
evaluation practices, the use of a single evaluation format o identify incompetence and

simultaneously promote instructional mmdmldh:mdmd“(p 310).
Lawton, Hickcox, Leithwood, and Musella (1988) reporied on “at lcast 80 percent of
the teachers said they perceived little or no improvement as a result of the appraisal
process” (p. 32). The authors concluded “it is clear that most school sysiems in the
mlnghvefmwwbmmmmmmm“ being used with
any particular effectiveness” (p. 39). Stiggins (1988), in a study in the northwestern United

mmﬁndnng,hawcmuﬂmwhankﬂfmhmmmdmdn
wnnmﬁylommplymlhhmdpdlcy"(p,ﬁ)Mmﬁmhmmw
md‘lhem-lhﬂmyhtdedﬁamm“nnmmnghm

impact study (TEP1), sponsored by Alberta Edu




In terms of their present policics on teacher evaluation, most Junisdictions could
retain but continuc o refine their teacher evaluation policies for tcachers who are in
their first year in the profcssion or in the jurisdiction, and for teachers requiring
particular assistance; however, the routine evaluation of compeient Icachers using
prevalent teacher evaluation practices should be reassessed. Instead, practices that
Icarning and thosc that encourage tcachers (o take initiatives to improve their
instructional practices and the learning cnvironment for students should become
widely adopted. Since no single st of evaluation procedures is appropriate for all
conicxts or for all teachers, jurisdictions should atiempt to develop policies which

meet the needs of tcachers ers for professional gmwlhandlheneednﬂhepubllclnh:
assured of quality education. (p. 311)

A similar concern was expressed by Garvie (1990) who believed the school
administrator is oficn concerned about the dual purpose of teacher evaluations and feels that
the duality of roles makes the process ineffective. He stated:

The reality, of course, is that we admi Nstralors wear not one but two hats. One hat
is wmmhdﬂfdmhmmdmarpﬂmmdmmmucﬂidme
“devehmnlm“mmmlswmmhdﬂlfdﬂEHQmM.mm
the level of teaching competence; this is called the “evaluator™ hat,

The trouble occurs because of a clash between the reality (wearing 2 hats) and the
way we wish (0 be scen (wearing 1 hat). We play up our developmentalist position
and we play down, even deny (in the name of trust-building), our evaluator
capacity. (p. 23)

The Alberta Teachers’ Association (1990) has adopted a position which urges peer
nh:wm:dpeampﬁcmfufmnv:mmﬂﬂimby
administrators (or the summative function. This division of responsibilities is supported by
the findings of Wise and Derling-Hammond (1985) who stated:

muaﬂmfmlﬂazmmmﬂfmm cisions have adopted

more professionally oriented evaluation strate raiegies.... The districts have addressed

the dual functions of evaluation — monitoring general teaching quality and

improving specific icaching performances — by dividing evaluation responsibilities
Summ(lﬂ)fdbmngnmwmdymhﬂgeﬁmvmd’m
and for all™ (p. 150).

v
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Problems with the Formative Evaluation Processes
Stiggins (1988) asked teams of teachers and administrators at a workshe hop 1o identify
barriers to formative teacher evaluation. Four major themes emcerged. These were:

1. Evaluators often lack important skills needed (o evaluate, and the training noeded
10 solve this problem is frequently not available, not used or ineffcctive. At least

two sets of skills arc lacking: (i) skills in evaluating tcacher performance, and (ii)
skills in communicating with tcachers about the evaluation process and results,

2. There is often insufficient time for both evaluation and follow-up.

3. The process(es) for linking staff development and tcacher evaluation is (are) not
clear. We lack a clear goal for formative tcacher evaluation.. and a plan for
achieving that goal....

4. Tmnmmeevﬂmmudalﬂmgmgedumuﬁmmn in
loping performance criteria and infrequent and

Morgan (1986) had similar concerns about the effectivencss of the professional
development tied to formative evaluation. He concluded “it is evident that, though lip-
servmusp-dml,hnlemmumdefwnmn:jwdmlmdpd’mdﬂehmt
to improve performance and less for follow-up and monitoring™ (p. 62). Therefore, it
appgalsmaxmgugmfmwmmmrmm:mmmld
teaching, little real benefit is realized.

become evident when the practices associated with summati > evaluation are directed to
mmﬂﬂm@hbmﬂhmﬂu“m“u valued




mcthods:

In many school districts, teacher evaluation is a perfunclory, routine, bureaucratic
requircment that yields no help to teachers and no decision-oriented information to
the school district. The process does nothing for tcachers except contribute to their
weariness and reinforce their skepticism of burcaucratic routine. (p- 20)

The concern for sameness and ritual in summative cvaluations has also been expressed

obscrvation, in which the supervisor observes what is occurring in the classroom and then

cnmmwéalogucmthdmmmmmfardgvanmjsﬂwmm

preferred. Sergiovanni (1985) stated that supervision will not improve if we simply try to

doawmpbdwhuwnpmdyinn;smmmhegnmdn&ng

differendy.

lnwmmmmedbuduwﬂmdmﬁedlmbadfmrdemthmm

-Misagmtmmm(:)fmveevdmﬁmmmﬂsﬁ

growth, and (b) summative cvaluations to make judgments about the quality of
teacher performance.

* There is a need 10 scparate the formative and summative functions.
O’I‘lmeauamlnberdpltﬁm iated with current practices. These include:
* The cvaluators lack the necessary skills.
* There are insulficient resources, including time, made available for teacher

cvaluation.
-Muamybﬁmmraﬂmdm

14
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Thereviewmmsthcreisaneedlomakcmfmdamulchangcsinlhcnaum:of

teacher supervision and evaluation.
B. TEACHER DISMISSALS AND TERMINATIONS

Working with incompetent personnel is a serious problem in many organizations,
including public education. For example, Bridges (1984) stated that in the United States
“incompetence in the tcaching profeuioniupmblcmdmajmimp(mnccwmhlicly
supported ciementary and secondary schools...and surveys conducted. .. show that tcacher
incompetence ranks as the third most serious administrative problem.” (p.1). Furthermore,
Bﬁdguindawduqualhimyurpaiod.dcwluppdldauumknm
p\ﬂicducaﬁmcomimnlyfmmddmmmkeddnqmmyoﬂwlingpeﬁmm
in the top seven problems mentioned.

Pumhin&nadadomawmdwednmnbﬂnmdcgm. While there is
mcompuﬁemmlMy,dnCmadedeAmciaﬁmdidcaﬂuaaponm
lm.msopinionpollfmmdﬂmdledTeaivmofﬂlemchingmﬂwasmedas
follows: “S8.5% gave A or B for effectiveness of the teaching staff; only 3.2% said F”
(Canadian School Executive, 1990, p. 26). As well, school sysiems in Alberta would
mbumﬂecﬁveamnﬁngdnmudemploywdwmwm
Mmuwmmuwrmmumum For example, more
tenured teachers were dismissed in Alberta than California during a similar time period.
Bridges (1992) reported that only lzmedwwhmmdimﬁuedinatwoyutpemd
wﬁhlheDimofTuduCaﬁﬁaﬁondAlbauMWmm
wbulmfomdlydimui-edinAlbuuduin;theMywpuiod— 1989-1991.

Am&ddumﬁm'sﬁmwdfmmybcmmﬁuwimm
whuepufami:dmedbbemmy.&we(lmmmmi:my
estimated that, at any one time, from lOmbmpumdlheworkfaccmpmhhu
enﬂoyea.ddlulﬁsmwbwmmmnnmuu&)mdm
time in trying (0 motivate and deal with them” (p. 1). The incompetent teacher does not
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“although administrators cstimale that unsatisfactory teachers comprise only 5to 15 percent
of employed teachers, thesc individuals take an inordinate toll upon students, colleagues,
and the school organization” (p. 246). Bridges (1992) argued that “the large number of
students who arc being shortchanged each year by incompetent teachers underacores the
importance and the scriousness of this problem™ (p. 2).

’ mhmmwcdgaﬂﬁlmpmmmwrmgndgl@
procesacs of ‘managing’ the incompetent teacher: board policy, summative evaluation
procedures, recommendations for remediation, documentation and the various levels of
appeals to which teachers are entitied. The studies have tended to attempt 10 define

compeience of incompetence and 10 describe cases which have gone 10 the courts or to
quasi-judicial bodies. The role of the supervisor in the ieacher evaluation process has also
been examined carefully (See Harrison, 1980; Manatt and Daniels, 1990).
dismissals in the United States and sum '

The criteria included: poor knowledge of subject matter, inability to impart knowledge
effectively, inability m@nhmdmuﬂm:mmmdm
punishment, unwillingness o accept teaching advice from superiors, inadequate academic
progress of students, inability to maintain discipline, lack of physical ability to perform the
duties of a teacher, and emotional instability.

occur. In a study done in a large urban school system in the mid-wester United States,
Bﬁﬁdte(lﬁ)lnmwdxmmphmhmim ors in working with
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aggressive, hostile threats to the administrator's well-being” (p. 247). She argued that

occasional incpiness, lazincss, unpreparcdness, poor Judgments, cte., coupled with low
commitment and morale among teachers, which poscs the most pernicious threat (o our
nation’s schoolchildren™ (p. 249). However, in spiic of the adverse effect on the education
of individual students, Brieschke concluded that most often principals cither ignose or
condone the actions of these teachers.

In a study of stress experienced by school based administrators in Edmonton, Ratsoy
and Friesen (1985) found that principals and vice-principals ascribed considerable stress 1o
“recommending the dismissal of a tenured teacher” (p- 161), cven though such an cvent
had the lowest frequency of any of the 93 tasks the administrators were asked 1o rank. This
suggests that such an action is relatively rare among the over 200 principals and vice-
principals surveyed.

Induced exits. Bridges (1984) stated that “dismissal of tenured teachers for
incompeience is a relatively rare occurrence” (p. 6). However, the dismissal of «cachers
should not be confused with forced resignation, which is more common. Both practices
result in the teacher leaving the organization against his or her will and so resolve the issuc
of incompetence. Forced resignations or induced exits were considered by Bridges (1992)
in hnmﬂynﬁmmuﬂdmxmdfmmdnmﬂgfmqmydmdmems was
approximately 12 times that of terminations. Bridges surveyed and later interviewed
administrators in California to determine the ues and inducements they used 10
persuade some incompetent teachers (o resign their t~aching positions.

daim




* Extcnd carly retirement deadline

* Announce resignation after school year
Fringe benefits

* Medical coverage

* Paid Icave for part of school ycar

* Supplcment (o statc pension

* Lifc insurance

Future employment with district
*Consultant
* Substitute teacher
* Classificd cmployce
* Half-time employment as a teacher
Ouiplacement counselling. 7 7
* Professional assistance in preparing resumes, creating job search plans, and/or
prepaning for job interviews. (p. 94)

Itis doubtful that these induced exits would have occurred without meaningful
summative cvaluation as this process provides an opportunity for the supervisor to discuss
with the teacher the need w consider other career opportunities. Furthermore, McLaughlin
and Pfeifer (1988) found that at-risk teachers in school districts which had a strong
commitment W performance appraisal and a reputation for fair treatment of teachers were
more willing to consider career transitions. These school districts developed a culture
which demanded and supported high standards from the teaching stafT, and the staff
responded. As an cxample of the importance of a strong culture, they reported that the
supcrintendent of one jurisdiction with exemplary teacher evaluation processes conducted
an annual personal interview with each teacher. This interview provided an opportunity to
avoed misunderstandings regarding the focus on evaluation. In addition, there was an
uncxpected benefit:

In many cascs, . . . it was in these inlerviews that she learned of
unhappincss with icaching many of the district’s poorest teachers experienced. This
knowlcdge enabled her 10 assist these individuals in either improving or changing
their carcers while still maintaining their sclf-respect and professional pride. (p. 25)

18
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Later, McLaughlin and Pleifcr (1988) re-cnforced this idea by citing cxamplcs from
each of the four jurisdictions they studicd where tcachers voluntanily left the district because
the teachers had received fair and credible evidence which suggesicd they are not well-
suited to tcaching.

Working with the problem employee. Andcrson (1991) provided a number of
suggestions for supervisors who must work with marginal tcachers. She argucd that the
first stcp was to determine if the teacher was culpablc or blamcworthy for his or her
actions. If so, the correct approach for the supcrvisor is a disciplinary approach where
“directives for action and progressive discipline are to be used” (p. 7). If the teacher is non-

the problem. Anderson belicved that supervisors must follow the rules of natural justice,
and furthermore, must ensure that teacher evaluation reports are factual and writien clearly .

justice means, in simple terms, is faimess in the procedurc used. Its basic aim is to
safeguard individual rights” (p. 8). She went on 0 say that natural justice involves two
components: (a) an opportunity to be heard, and (b) the right 1o be heard by people who are
without bias.

Anderson (1991) expanded on this concept as it applics to the supervision of the
marginal or unsatisfactory performer. She stated that faimess implies;

* the teacher knows the performance standards expected,

* the cvaluations are timely,

* the teacher receives directions for correction of shorticomings, and

* reasonable time and opportunity is provided to implement the nceded corrections.
Anderson summarized these ideas by concluding:

The issue of bias is of particular relevance when dealing with the marginal
teacher.... In simplistic terms, this concept means that an evaluator must come 10 an



cvaluation process with a free mind and without having reached any conclusions
concerning the adequacy of the performance of the teacher. (pp. 185, 16)

The concept of procedural rights extends the rules of natural justice. Its implication for

Generally school boards are required to develop evaluations procedures that contain
teaching guidelines, provide for notice in cases where problems arise, provide for
wamings, and opportunity for i improvement, and ﬁml sume form of meeting with
the employer, before a teacher can be suspended. e end result is dismissal, a
further appeal is available through the gnevm m in the cdlgcuveammt.
(p. 133)

(lﬁ)whaugadmpemmmﬂkeamqmnﬂ

Similar advice is provided by Steinmet

muMddamuhmmbyﬂtmﬂmhépmmmmd
performance to desired performance.
Summary of teacher dismissals and terminations. The review of the literature
* The number of tcachers who provide unsatisfactory service is unknown, but it is
estimated o be between 5 % and 15%.
* Many more (eachers are induced 1o leave than are dismissed. Honest and accurate
teachers who are providing unsatisfactory service o decide (o leave the teaching
-Tlmeuamnghdyoﬂnﬁlmﬂnhuwmmkmthmarmemmimy
C. STRESS ASSOCIATED WITH FORCED RESIGNATIONS
Cﬂm:g_umm_un‘mypafmunmmd
pﬁﬁhmydpbknnmﬁeﬁnfeltbyh“ However, the effects scem 0




bemonprumncedfmuusuperviummdmclyanocimedwithwunm:fxuy
performer.

Frustration and intrapersonal conflict. Johns (1988) suggesicd there are two
basic forms of stress: frustration and intrapersonal conflict. Both forms often occur in
dealing with incompetent teachers. There is a great deal of frustration involved in
anmpﬁngwmimdncmmdaudmwlmcperfmnmisjudgedwbe
unaatisfactory.aslheproceasisoﬂenmamdbydclaysorfailurebmmovcthewaclm
from the classroom. For example, based on a survey conducted in 1984, Bridges reported
Madmilimmfdtthabaweensfbandlﬂduumdnnmideunﬂidmy
service, yet the respondents indicated that only 12 tenured teachers — less than 1/10 of 1%
— were dismissed for incompetence.

Jolms(lm)fmﬂuuwdﬂmiuumcmﬂidinmmdhmﬁdly
positive and negative features of the termination process. On one hand, the administrator
recognized that quality instruction plays a significant role in the success of students at
M.SMNWMdd&impethwmﬂdewmd
this goal being attained. On the other hand, the administrator will normally care for and
mwmwwdl-hdngdmewhu.lnddiﬁm.expamnuemm:
ﬁgﬂfmpaﬁmdmendfﬁllamunmdm.mifdwympiuum
Whmﬁngmﬁimymmm.dmisammnwdm
goal being fulfilled. This intrapersonal conflict elevates the level of stress the administrator
experiences.

Qam:,umy.wmm’um&edﬂukdem.me
stress created by the inability t0 meet the demands defined by the role due 1o lack of
morhwuledconﬂicﬁn;w.widmﬁﬁdhymu%)uam
mfdloﬁnﬁlahuﬁwmbwdmelimmmiﬁmmm
mmrﬁmdmmAlquumwhuudMMWmia
Mfoﬂmm‘mkiugwi&mwhmpfmm



unsatisfactory” as the most stressful of the activities in which they participated. Ratsoy and
Fricsen (1985) surveyed over 200 administrators in the Edmonton Public School District
and found that these principals and assistant principals ranked “dealing with a teacher
whose attitudes or behaviors are considered unprofessional” as the most stressful activity,
and ranked “recommending the dismissal of a tcacher™ 36th of 93 items, even though most
had never participated inmdunaaivity.AlimilarﬁndngwaslepuwdbyJankovic
(1983) who carlier had interviewed and surveyed S0 principals from the Edmonton Public
School District. These principals identified “recommending the termination of employment
or transfer of a teacher” as the most stressful activity.

BMgu(lM)mpaﬂedinlhismmlodnequeﬂimdwhymacﬁommmt
taken to remediate incompetent teachers or remove them from the classroom:

Theindinﬁmdaduﬁdmu:wumwmmhammwnrmgm
o i ot s b
Py L o Sl ek e B S
factor is the deeply-seated human desire 10 avoid the conflict and unpleasantness
which often accompany criticism of others. (p. 20)

The effects of involuntary job loss. Involuntary job loss occurs when a teacher
is forced to resign, Ntcurlymiremenl.goonlonglemdiubililyluvc.orhas!ﬁsorhu
wumumimwmmw:u.mewuﬁkdytow:mdgﬁd
similanollmwhichocunwhmadoaeﬁiqdamlaﬁvediu.mdwillIikelyundergom
ambganmcﬁngmbm(lmmﬂm“invdmmyawbuiwﬁma
wmmwramiﬁm....ltisdmmubyagid
reaction not casily undersiood by the individual involved” (p. 196). Furthermore, “it is also
imbwmmwmhh-dmmymummmnmm
death of a loved one” (p. 197).

Suppert is required for the superviser. The experience may well be difficult for
mm.-wdl.Bﬁdp(IM)muﬁMmem
mmwmmpﬁabumummmu
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in criticizing and finding fault with the behavior of others™ (p. 25). Phillips and Older
(lmindiweddmﬂnudeddwaﬁngwithdnmargimlammfmwm
involves strong feclings of anger towards the cmployee, guilt at not providing better and
more cffective supervision, and fear of confrontation with the cmployce. As well, many
supervisors who hired the employee may deny inadoquate performance for fcar that it will
reflect poorly on their judgment. Phillips and Older concluded that the problem employee
had the potential lo create tremendous stress for the supervisor and so the problems were
often ignored.

Bmcc(l990)alsodincussedmestrmplacedonwpewim who attempt 0 work with
mmﬂmmwmmwnmamadmmuemuw
stages in those who must deal with them.... The stages arc denial, anger, bargaining,
depression and withdrawal, then finally, acceptance and active planning” (p. 157). These
mmgemmimﬂmpomubmcpmduemmdmfmﬁng the concerns raised
byimdequmepufammoﬂenmﬂtinpmﬂemsbdngimwwlwwvae
aliernative becomes dismissal. The manner in which this is carried out is often destructive
10 the scif-csieem of the employee, difficult on the supervisor, and detrimental to the morale
of the other employees.

Summary of the literature related to stress caused by increased
supervision. ermajordmrdaedlod:m“paiencedbyuwadmimnmoror
teacher emerged .

* Teacher evaluations involve frustration and intrapersonal conflict which are two

factors associated with high levels of stress.

-Rdemeu.tdaedbcodlicﬁngdemudsmdiwndemmium

source of stress.

OTheyievin;phenumommwhokudleirpodﬁmsisdmihrmM

experienced with the loss of a relative or close friend.



* Supervisors need support from colleagues when working with teachers whose
performance is perceived (o be unsatisfactory.
D. POOR HEALTH AND ITS RELATIONSHIP
TO TEACHER PERFORMANCE

Jevne and Zingle (1991) conducted an Alberta study into the possible interaction of
health and tcacher performance when they investigated the effects of disabling iliness on
teachers. The methodology included a detailed questionnaire, to which 312 teachers
responded, and interviews with “a total of 72 educators according to guidelines which
paralici the issues addressed in the questionnaire” (. 1).
whose performance was unsatisfactory underwent a gradual, yet insidious erosion of their
tcaching skills and seif-esteem over a period of years. Jevne and Zingle (1991) believed

mmdemmsmimmlpnldmmmdhﬂm-rﬂmm
“Regardiess of ‘who's responsible’, the outcom i the development of a disabling
MMwhﬁdmﬁﬂbwﬂnmhgmMnmmfmmmedm“m

22).
mmmmmmnnmmﬂmeymm
dlmdauedlhenmThlﬂvﬂdsfdtmm&nmmmbhmﬁm
h“ﬁgmd‘dﬁ:éﬂ‘iﬂmymdmm d, or are even ignored” (p. 22). In
ﬂmmfﬂﬁ“mfﬂdhmﬁpﬁ:ﬂmmm
scemed commitied 10 a conspiracy of silence.
mhadlhvmmmmaﬁmmymnmeymh
-hemnmuﬂ:(b)hlmhrm&mmlnhn;mmmy(:)h
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rehabilitation, (d) secking resolution by reintroducing a scnse of stability into their lives,
and finally, (¢) daring to dream again. They stated:

A person can experience fecling less enthused/idcalistic, less valued, less able or
compeient and less connected. Being disillusioncd, being devalued, depleted and
w:zﬁnmhdalmmlbmumwytan important part of
the differences experienced by recipicnts who have chronic ilincss and/or

wanted mgacu(dladnnghnduhltmhowmmugmm to other carcers.
ﬂﬁﬂmhmfmﬂem“;dimammmﬂmmwcaﬂy

lﬁdu:.ndthiewhnhﬁmthrmdnﬁliqmgwmwng
was becoming a more stressful ¢ Amghmyfmmndﬂmﬁed
school boards were factors which afTected uﬁrﬁlilyhfﬁﬁmﬂ‘[eﬂivﬂy.

following were among the ideas suggested: (a) limit expectations with respect (o the
leacher's responsibilities; (b) enhance school climaie by looking aficr self-estcem nceds; (c)
enhance administrative and dist m(d)mpgdgnmwhnmhw
dﬂlﬁmmmmmy;sﬂ(e)mhﬁﬂmhﬁmm“g
aim!mmmunMﬁpndhﬂmmdmugnymhmd‘
Hﬁﬂmuhﬁﬁmheﬂmﬂﬁemﬂuﬂﬂﬁﬁmmlmm
dwlydeﬁnammmm




Summary of heaith and professional performance. The study by Jevne and
Zingle (1991) revealed four aspects of the relationship of health to professional

lThmuadenwmﬂﬁlnldlﬁﬂlﬂﬂmmyldmedpmﬂemsﬂEﬂﬂt
tcacher’s health deteriorates which leads 10 a decrease ¢ in professional performance,
which leads (o an increase in stress, which in turn, has a further adverse effect on

E. ORGANIZATIONAL CULTURE
In his authoritative work, Schein (1985) argued that the term ‘organizational culture’ is

to one another and solve the problems faced by the organization.

Mhmﬂmnﬂﬁnﬁ:tﬁnnﬂmﬂ@mmmdmﬁmm
that operate uncons yﬂhﬂinnut@cﬁta{wwrmmm
w:mﬁnﬁfﬂmmm“mﬂuﬁsn
lﬁﬁﬁmb;mipwmdmvﬂlmuexmmmﬂ
its problems of internal integration Tkym@bmrwmmm

solve those problems repeatedly and reliably. (p. 6)
Schein expanded on this definition by deacribing why and how certain basic sssumptions
Hunemhﬂdinmmmm“pﬁ-nMdimﬂMB
ilmhmd‘lhemmwddm;mmmgy-&ﬁynmﬂ

a patiern of basic assumptions — invented, discovered, or dcvelopd.:g a given

group as it learns 1o cope with its problems of external adaptation an internal
mghhmwﬂl“bhcmhﬂﬂﬂ,mﬁem

umﬁbmm-:hmnybmve think, and feel in relation
to those problems. (p. 9)




Boiman and Deal (1991) summarized various idcas about culture as the unwriticn,
impliedmlaabomhowUinpmdawwidinanormm.mwlermd*heﬁeﬁ.
values, practices, and artifacts

define for its members who they are and how they do things. Culture is both
product and process. As product, it embodics the accumulated wisdom of those
who were members before we came. As process, it is continually rencwed and re-
created as new members are taught the old ways and eventually become teachers
themselves. (p. 250)
Culture is the non-rational aspect of an organization which stems from the values, norms
Muadiﬁaudfmnﬂandinfmndmmuﬂmhfanwdfm@plyim
patterns of behavior and s0 can give direction, impose coberence, and order, and create
meaning for the members of the organization (Weick, 1985).

Transmission of cuiture. The group culture is shaped by the actions, and decisions
dm.mmmmnw.mwm.mummmm
the organization in a varicty of ways, including:

(1) what leaders pay atiention to, measure, and control; (2) lcader reactions to
critical incidents and organizational crises; (3) deliberate role modeling, teaching,
Mm.dﬁngbyhda:;(ﬂaiuhfadknﬁmdmmmm;ﬁ)ﬁigﬂi
for recruitment, selection, promotion, retirement, and excommunication. (Schein,
198S, p. 225)

In addition, Schein (1985) listed a number of secondary factors which help inculcate
the basic beliefs and practices of the group members. These included the izational
structure, policies and procedures, design of building and physical space, the stories and
kgaldswlidlmkﬁdmdmud.mddnmimimﬂlcmtaupmnedpliksoﬁiy.
Rinnl,ﬁgmd'm,mdeumydnmimpmmmdfomiagixl
reinforcing underlying assumptions and belicfs. Stll, Schein cautioned: “The operating
cultural assumptions will always be manifested first in what the lcaders demonstrate, not in
what is writien down or inferred from designs and procedures” (p. 237).

Orgasizational culture and change. Strong, persuasive culturcs develop in
mature organizations which have on-going commitment (0 well-defined central beliefs and
assumptions. These potent cultures can be of grest benefit. They represcat an effective
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and direction for loosely coupled structures such as those found in school systems. A well
developed culture can lead to commitment and performance which far exceeds that which is
attained through regulation and monitoring.

However, as Sergiovanni (1991) noted, the unchallenged acceptan
defined beliefs creates another feature — a less desirable feature — related to the
development of such a culture. Strong cultures may be highly resistant to change, as they
the exiernal environment. The entrenched culture can create a tendency to rely on the
decision-makin processes and relationships which have served the group well in the past
rather than find new approaches more appropriate 10 the che
mmugfmwh@ﬂzaﬂ“myemmmemwymm

ce of certain well-

ﬂueluhﬂnﬂhma.mﬂﬁﬂveaﬂunum%mhmdmg.

a focus on instruction, teaching, and learning; creating the conditions at the
classroom and the school level for collaborative teacher and principal
essionalism; mobilizing parents and communities: using district resources 10
ire, promote, and support the rig :mmwmumm
support necessary for continuoes classroom an improvement. (p. 210)

Maﬂm@“ﬂ:md‘mwwmﬂhﬁyhm
mﬂﬂhumwﬁummﬁqmmmﬁmmy- In these
lmm:uﬂeubmﬁhmmnﬁmmly




EMPMMPWG’F!MEﬂMhSmmyE-
enforced in the literature. For example, mn(nmwmmmwm;:
mmmihmcﬂnfﬂﬂmﬂnfmmﬂlykmbyilsell“(p 2). 1t

ThulnﬁedmmmHaﬂemdbyuzmmwmmlﬁdmﬂaﬁ
react in critical incidents, the events they pay atiention 10 and the sort of relationships they

(l%)&pﬁ@ﬁsmmpedamm:hdmﬂmsmﬂnmm
d’dzhmandmn@tdnﬂndmmmwlhmmfﬂmn
nt or the principal — those in positions of formal autl ority. Teacher
mvnlvmunimmimﬂngmllmﬂmbellmnﬂlnm\rdigml‘”:;': ) (0 those in
Hﬁmﬂhmmmmmmllhﬁmﬂmm
m“nﬁtlﬁdmmgﬂuﬁymﬁ-ﬁmmm

MGmlﬁiuw&udw“n&-ﬂmhemmmq
and coordinating the various activities of the school district.

M



This is in marked contrast 1o a district culture which is based on professional authority
and moral 2uthority. Sergiovanni (1992a) argued that if authority is vested in “informed
craft knowledge and personal expertise,... and felt obligation and dutics derived from
widcly shared community valucs, idcas, and idcals” (pp. 38-39), trustecs, supcrintendents
and principals will develop strategics which are based on creating dialoguc, providing
assistance and support, identifying core values and pmmnung collegiality. In other words,

common commitment (o moral and cthical practice.
Sergiovanni (1992b) expanded the concept of professionalism by asserting that
professionalism requires both competence and virtue:
In teaching, professional virtue is made up of four dimensions:
* acommilment (o practice in an exemplary way;
* a commitment (o practice loward valued social ends;
* a commitment not only (0 one’ s own practice but 10 the practice itself;
Oammmncntwthee(mcofcnnng.(p 43)
ltmmucfawmmmdawmmymﬂem(mﬂmityfﬁrﬂg
Mhdmmﬂmﬂwapﬂuﬁaﬂcmmgilisd‘mmgigﬁdgﬁg
dwmﬁnﬂm,hfawdmimﬂmdawﬂﬁmym iderabl
insight to the kind of relations those in leadership positions wish to model for all school
diuﬁamembuxﬂwevmﬂiehleadmﬂnfaeeduﬁmﬁmdi,wmﬂdm
pmvidelenclm:inlhesclxx:lorlcbooldinﬁctwithinsighﬁimmhgvaliiﬂddg
supervisors. Therefore, there is a noed 10 look at some fundamental beliefs and
assumptions which underlic the organizational culture.
Organizational Values
M(l%)umuu“ﬁnimunﬁmMEﬁallyMﬁmvﬂna
ndwilhelt:mhawix.whywwldwedmtﬁsplﬂeﬁan?“(p_ 72). He continued
M‘\heuhummwaumnmypemddmtydwmnﬁdmmd 0 the
organization” (p. n)ByMpmunmdlhe:ﬁuEmmﬂmﬂevdﬂ
of the school or school sysiem.




establish the hierarchy of values of the organization. If the administrator chooses W ignore
the unsatisfactory performance, the message is clearly given that demands for cducational
excellence and high expectations for teachers and students take a lower priority than docs

the desire to maintain non-controversial relations with all tcachers. Thus, the
administrator’s choices may strongly influence organizational valucs and culture,
Foster (1986) could have been speaking of the issue of unsatisfactory tcaching
performance when he said:
- - . administrators must deal with moral dilemmas. Each decision carrics moral,

rather than just technical implications. This rcalization distinguishes the
administrator from the technocrat. Eack administrative decision carries with it a
restructuring of a human life; this is why administration is the resolution of moral
dilemmas. (p. 33)
He goes on to suggest that the resolution of the various moral dilemmas which
administrators face demand that they cxamine and understand their fundament belicfs and
assumptions. While there are many belicfs which guide the actions of both teachers and
administrators, two beliefs, in particular, — belicf in the ethic of Justice and in the ethic of
care — were raised frequently during the interviews. The values associated with these
beliefs need 10 be explored further.
Care and Justice as Core Values
Sdmn(l%ﬂwgﬂedﬂ:hﬁﬁlem:ummpeandmhﬁmm
ental belicfs and
leadership is o promote and enhance an ethical environment in schools, for if members of
the school community are (0 live in mutual respect, there must be some shared
mmnp.ammﬂumwhchdlmaga A moral sclling provides the basis of
the social contract necessary for students, parents, teachers, and adminis ralors 10 work
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together. Starratt (1991) wrole: “cducational administrators have a moral responsibility to
be proactive about creating an ethical environment for the conduct of education” (p. 187).
He suggcsted that principals and tcachers should be enabled to excrcise greater autonomy to
cstablish a more humanly responsive environment. As the school community accepls more
responsibility to govern itself, it must pursue a moral purpose. Furthermore, Starratt
argucd that this was best done through a commitment to the ethics of Jjustice and care.

The ethic of justice. Most educational administrators would readily endorse the
cthic of justice as a fundamental belief of both schools and school sysiems. ‘Being fair® is
frequently scen as a basic tenet of school discipline policies and practices. Teachers
generally subscribe 10 classroom management philosophy that is “fair, but finm® while
administrators attempt (o create balanced teaching loads and treat all teachers in a manner
which is fair.

Most would also agree with Strike, Haller and Soltis (1988) who wrote of justice as

due process, or ‘natural cﬁrme: This interpretation suggests that all persons have

the night (o be aware of charges that are made against them, to hear the accusatio

and to have an opportunity (0 speak to those accusations.

educational decision should have the right to appeal that decision. This interpretation is also
readily apparent in the Act, which provides many avenues of appeal against perceived
capricious adminisirative decisions. Likewise, it is evident in local and provincial teacher
and student evaluation policies which ensure that teachers and students have the right to
wmmnwmmémuhmfm

school personnel must recognize the unconditional value of each person and that each
person has the right to “equal consideration of his claims” (p. 164). Closely related to this
vaniation is that of Callan (1991) who described justice as respect for human dignity. He

++-OUr common understanding of respect portains not merely to what it is (0 be a
person but also o the conditions that empower onc 10 flonrish as a person. Among
ﬂhﬁﬁngbﬂmﬁﬁjimhﬁbem&mﬁmﬁnmﬂm
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intimacy and solidarity, to be free to perfect onc's talents, 1o be able to make
independent choices about religious affiliation, vocation and the like. (p. 8

Collective versus individual rights. The concepis of justice outlined above

individual is a part. Thus, the administrator often must rely on a form of justice which
makes a distinction between collective rights and individual rights. Starratt (1991) argued
that an understanding of justice must embrace two aspects, “namely justice understood as
individual choices (o act justly and justicc understood as the community’s choice to direct
or govern its actions justly” (p. 193). In a school setting, an individual must consider the
values of the community when making choices. However, community choices — those
choices which affect most members of the community — must be made with some
awareness of individual choices that have become commonplacc. In other words, the
concept of justice will depend partly on the context in which the action is judged. Whether
particular actions are judged to be just or unjust will depend, in part, on the norms of the

becomes a part of this variation of the concept of justice.
A similar concept — the principle of benefit maximization was cnunciated by Strike ef
al . (1988). This principle states:
that, whenever we are faced with a choice, the best and most just decision is the one
ﬂmmuinthemmgmdcfﬂlemhagmfmugmmopk Thus the
principle of benefit maximization judges the morality of our actions by their
consequences. It says that the best action is the onc with the best overall results. It
does not directly tell us what is to count as a benefit or a good. That requircs
additional reflection. It merely says that once we know what is good, the best
decision is the one that maximizes good outcomes. (p. 16, 17)
Application of this principle suggests that if the unsatisfactory performance of a teacher
is having an adverse effect on the students’ ability 1o fulfill their educational needs, the

mwrmhmmlnmmmm“mmm:tmm
the interests of the students.



Justice complemented by caring. However, the ethic of justice, alone, does not
provide the necessary undergirding of a moral culture. The ethic of justice provides an
understanding of how people can live and work together in such a way that the actions of
onc person do not infringe upon the rights of another. This, though, cannot be the sole
piling on which an organizational culture is founded. Callan (1991) described the limits of
the concept of justice in this manner: “...justice is a virtue designed for conditions of
conflict and the equilibrium it establishes may be little more than the peace which enemies
reluctantly live with after battle” (p. 3). Justice, as a concept which stands alone, is
impartial, rational, and abstract. The concept is based on “...emotional disengagement. In
giving justice, moral agents confront cach other with wholly separate identities, each
isolated in the pursuit of its own private ends, impervious to the call of human solidarity”
(-7

What is missing from such a notion is the sense of caring which must exist between the
members of the school community. Starratt (1991) believed that justice and caring must be
considered together:

For an cthic of justice 1o serve its more generous purpose, it must be complemented
or fulfilied in an ethic of love....Such an ethic does not demand relationships of
intimacy; rather, it alevel of caring that honors the dignity of each person
and desires to see that person enjoy a fully human life. (p. 195)

Callan (1991) argued that the ethics of justice and of caring form a powerful coalition, a
coalition which recognizes that persons have worth, exclusive of the relationship between
the people involved, wtdnmumpa‘dammwwmfammhu.andn
havcshaedfeclingswhicha!lowuto“mpmdlodwaimmmmnphsine‘chothu's
lives™ (p. 13). Actions of support and assistance follow from the sense of caring.

The Ethic of Caring

A variety of scholars havewﬁllenabmneling.dnedlicofm.orofﬂlewhﬁaﬂip
between the concepts of caring and community. Noddings (1988) described aspects of care
when she said (a) caring is a relationship; (b) it focuses on both the relationship and the
pwﬂein&ewm(c)poﬂeuybmamaadnlﬂm;md(d)



the ethic of care is based on the natural caring which exists between people who respond o
the needs, wants, and feclings of cach other. She argued that people who are committed 10
an cthic of care attempt to make all relationships into caring relationships. The pnmary
concern of such people “is the relationship itsclf — not only what happens physically w0

they may respond (o the act under consideration” (p. 219). This focus on the relationship

between people was elaborated by Starratt (1991) who wrote:
This ethic places the human persons-in-relationship as occupying a position for
cach other of absolute value; neither one can be used as a mcans (o an end; cach
enjgzls an intrinsic dignity and worth, and given the chance, will reveal genuincly
lovable qualities. An ethic of caring requires fidclity to persons, a willingness to
acknowledge their rmto be who they are, an openness to encountering them in
their authentic individuality, a loyalty to the relationship. (p. 195)

Rather than attempt to define the concept of caring, Beck (1991) described the
conceptin terms of the goals of caring. She suggested that thesc may include concern for
human growth and development, being responsive to the needs of others, being concerned
about the welfare and protection of others, and encouraging belonging, or of creating a
sense of community.

Beck urged that educational administrators and tcachers operate from an cthic of caring.
She argued that

leaders using this cthic would seek 1o understand the many needs of individuals and
groups within schools and of the larger society and would strive o discover
siraicgics (o address these nceds in ways likely to result in long-term well-being. It
would allow administrators and tcachers (o alter strategics as needs and situations
change, and it would encourage all involved to treat cach person with respect and
dignity, regardiess of her/his actions or choices. (p. 28)

Itis worth noting that Beck suggested that caring relationships should be based on a
commitment (o treat persons with ‘respect and dignity’, while Callan (1991) deacribed
justice as “respect for human dignity” (p. 8). This suggests that the ethic of justice and the
ethic of caring should be combined into a single ethic of caring and justice.



Caring and Justice

The scparation of morality into the ethics of justice and caring, according to Callan
(1991), is a serious mistake. He argued that neither caring nor the “justice worth having”
(p. 1) can be understood in abstraction from one another — that justicc is ncoded even
when there arc unselfish caring relationships. Furthermore, by ignoring the importance of
caning relationships, educators may lose the motivational power provided by the sense of
justice. He concluded “if the sense of justice is aligned with unselfish caring, then it has a
formidabic ally in resisting any slide toward injustice; and even if onc’s only interest is the
avoidance of the later, it would be foolish to overlook the power of that alliance™ (p. 13).

Flanagan and Adler (1983) and Cottingham (1983) both stated a belicf in a single
fundamental principal of caring and justice. They each took the position that no moral
principles can be applied without considering the context in which the situation occurs.
Furthermore, one seeking o apply these principles cannot divorce oneself from the other
indvidmlsinvdved;dnorhemno(bcmﬂadymlf!hepenonisnot
autonomous, is not completely divorced from the emotions and feclings of those affected
byﬂnacﬁmu,ﬂrcndwmwillbeudaﬁomlipbﬂmﬂcpeople.mrdaﬁauﬁpm
andshouldbcacuingrelatiomhip.Thmonemmhauibelothchsicpﬁncipleofjmice
-—abusicregardforhummdignitymdintheh-icpindplcofaﬁngbymjeaingmlydn
concept of impartiality from the notion of justice.

Thcmpuhalmannmknowjuiceindnahwnceofaﬁngwanlsomtfawud
byHiggins(l%D).Sbeprovidedanempleofcuingndjmﬁcewbereinafamilyofﬁve
the parcnts met the physical and material needs of all three children, but provided care to
only the eldest. Higgins argued this would not be a just situation as the parents have not
umddlcﬁl&mmhuy.mnidngmdjtﬂuwmﬁmﬁsmﬂe.
Higgimundclhcdaimum(a)wemknowmodyin&emnofjuﬁee.nd(b)
(lueiudl‘femnocbetweenunfedin;dm.ldm-macﬁvity.mmwﬁaof
care arc based on feelings of love, charity, benevolence, community responsibility and



good tcward others” (p. 199).
Thus, the organizational culture should be partially bascd on the cthic of justice and the

organizational culture considered the views of organizational culture which emerged from
the work of Schein. In addition, the core values which undergrid cthical organizations were
* Culture is comprised of the shared belicfs and assumptions, which opcraic

usly, and define how people interact with one another, and how they solve
problems. Quite simply, it defines how the peopic in the organization work together.

* Culture is transmitied by what leaders pay attention 10, by leaders’ reactions ko critical
incidents, by role modeling and coaching, and by what is rewarded.

* The beliefs of the leaders determine the beliefs of the organization,

* Actions are shaped by beliefs which are rooted in values. Therefore, it is necessary Lo
examine and understand the organizational valucs.

* Various interpretatio

s of the concepts of the cthic of care and the cthic of justice were
considered. Caring was considered as a relatinnship between two people, and also as
respect for the dignity and well-being of the person. Justice was viewed as “natural
justice,” as fainess and as being impartial. The concept of a single ethic of caring and
justice was also considered.

SUMMARY OF THE LITERATURE
A review of the literature related 1o the foroed resignation of ieachers identified a
mhaﬂfmmwmﬂmhmmemﬁﬂhwmm

These included (a) teacher supervision and evaluation; (b) the studies of and rescarch on

3



teacher dismissals and terminations; (c) stress; (d) health and their relationships (0 teacher
performance; and (¢) organizational culture.
* Teacher supervision and evaluation. There is an exicnsive body of research
related to this arca. The literature recognized two main purposes for evaluation — to
promotc cacher growth, and 1o make judgments about the professional performance

with limited success in achicving either goal. As a result, separation of the two

functions is recommended.

tcacher dismissal. However, there is a considerable body of literature related o
working with the unsatisfactory performer in business. This research indicates
working with marginal or unsatisfactory employees often follows a eries of stages.
* Identification of the problem employee
* Diagnosis of the reasons the employee is experiencing problems
* Provision of time and assistance (o remediaie the problem
-Apafmwwdasmmnmzemﬂoyeemmmdmg
* The literature related to stress. There is a very large, and growing body of
hmmmmmm@ummmmmdm
nmhdmﬂm::mluebmeh-diwmm;m
who loses his or her job with ofien expe ience the same gricving process as one
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important aspect of administrators® activitics when they arc deciding how o
work with teachers whose performance is judged 10 be unsatisfactory.

* Administrators rate the dismissal of a tcacher as onc of the most stressful
activitics in their work. Bocause of this, supervisors should receive support
during the supervisory process.

* Causes of stress included role ambiguity, frustration, and intrapersonal conflict.
Boards need to take steps to greater role clarity while senior administrators

* The relationship of health and competency. Jevne and Zinglc's study into the
effects of long-term health problems found a definite refationship between long-term
health problems and the level of competency. They found that where there was a
slow, progressive deterioration of health, there was oficn a corresponding
tended to increase the stress, which further exacerbated the health pro
The implications for administrators included:

* the need to limit expectations with respect to the icacher’s responsibilitics
* the need 1o enhance school climate by looking after self-csteem needs
-mgﬁudmmmm&w@twimmmmmy
* respect the differences between and among tcachers.
* The literature on organizational culture was extensive. Five themes
emerged:

“the patierns of beliefs, values, practices, and artifacts which define for its
nmnbmwhothcymmdhnwtheydmhmg“mdmmdm 1992, p.

dnmbaldtbmmmmhmmrﬁsﬁuhm



leadership has a significant impact on the culture.
* The leaders have a responsibility for defining the core organizational values.

* Justice is & core value. The review provided many interpr

occur only when the parties in a relationship recognize the dignity of the other
Mmyihmuwmmmmﬁﬂmhhmmmmﬁfm
the interviews with the supervisors and teachers. For example, the administrators felt that
hmm@nﬂ“ﬁhhmenmmﬂmﬂzmlnm
mmmmdhmﬂbmfmﬂygﬂmﬁﬂmhﬁmwb

maintain a caring relatio hip with the teachers they were supervising. Furthermore, the
mamamvﬂymmmmmmmmymmmm
lmdmn;ﬁdjmwmﬂimawhehmrﬁemdhmﬂMEv&ylm




CHAPTER THREE
METHODOLOGY AND UNDERLYING ASSUMPTIONS
This study has been conducted within the interpretive paradigm in an attempt o gain
greater understanding of the experiences of both selected icachers and supervisors involved

in efforts to resolve issucs of unsatisfactory performance and of the mcanings attached to
those experiences. Stainback and Stainback (1988) suggestcd that an interpretive study is
appropriate where the rescarcher is willing 1o sacrifice the scope of the problem 1o allow for
greater depth of understanding. This research approach provides a means to gather a broad
range and variety of types of data, including certain types of data that traditionally have not

been collected. An interpretive study allows the rescarcher 10 gain an und
situation, how the situation developed and outcomes which followed. These insights are
necessary if viable aliernatives are to be generated. Lipson (1989) advocated interpretive
research as a means of “describing the complexity of human cxperience in its context, with
cmphasis on describing daily events of people’s lives using their own world...on lcaming
from ‘informants’ rather than approaching ‘subjects’ with pre-sct hypotheses” (p. 62).
Rationale for this Approach

The issues which underlie this study are not s0 much qucstions of “how many teacher
contracts were terminated?” or “what settlements are provided (o icachers who appeal the
with the description of the type of policies which have been developed for tcacher
evaluation and supervision. The goal is “gaining an increased understanding of the ideas,
feclings, motives, and belicfs behind people’s action” (Stainback and Stainback, 1988, P
4) which can be accomplished through imterpretive rescarch. This approach allows for a

mwhﬂmdmmhwnm:mﬂnnaﬁ

Wammhnwrmmzd
I‘mexpum ’ mﬂmwbﬁmnnﬂd‘
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landing of a
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deeply because we know them in the context of our participation in the whole
sysiem, not as the isolated dependent and independent variables of experimental
scicnee. Our holistic concerns lead us 1o a form of theory-building and ,
undcrstanding which is descriptive and systemic, what Geertz (1973) would call a
“thick description’, or Kaplan (1964) a ‘concatenated’ theory. The essential quality
of a paticrn model is that it creates a densc web of knowing. (p.11)

The non-dircctive naturc of the interpretive approach is important in generaling new
undcrstandings and alicrnatives, and as such is a major reason for sclecting this approach.
Stainback and Stainback (1988) stressed that this allows the rescarcher (o uncover the
pomnts of view of those interviewed without restricting these by predetermined categories of
Qucstions or rating scales. “In qualitative rescarch, direct quotations — often obtained

reveal people’s thoughts and perceptions™ (p. 14).
Intcrpretive rescarch begins with a fundamental belief in the ability and freedom of
peopic 1o make choices. Bemnscddﬁs,itisnmmucbp!ﬁiﬂwhilhmﬁll

whoncpu-rmmnccisjndgedbbcumﬁsfmy,itisimpmﬁﬁlomgﬁzeﬂ:ﬂﬂk
wxmwhm:nmudmewdnymllmmswmshhdpﬁem
gain meaning from the choices and the impact of those choices on the educational

The qualitative rescarcher, according to Stainback & Stainback (1968), assumes t!
social reality is created in the minds of individuals. It is a socially constructed reality,

podliviumtlutmfmwilhmobjecﬁveMiwﬁinmfmﬂgbﬂi&ﬁ
oﬂhcind’vidml.mmmmmﬁitykanddmmisimmifﬂ:
rescarcher is 0 gain an understanding of the feelings, emotions, and motives of those
interviewed, the ‘informant’s’ definition of reality must be accepiod as that.
METHODS USED FOR DATA COLLECTION

Thefounoflhelmdyiwnﬂnexpeﬂmdbmhmﬂﬁwhﬁminvd@inﬁe
involuntary exit from their icaching position and on those of upervisors who have been
involved in the actions which lead to the foroed resignation of icachers. However, in order




(a)mem-mwmw.(b)amny.m(c)mmm_
SEMI-STRUCTURED INTERVIEWS
mwmmmmmﬂhmmmﬂlm}
mumammmumwmkmmmm
ofplﬁqﬂsiaueubdnmﬁﬁblﬁlldbﬁqi nsideral
and depth. May also stased that
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occurred in the teacher’s home. While a list of possibic questions was developed, it was
not uscd in any of the intesviews as the teachers were very willing 1o tell their stories, and
apparenily, were very candid about their experiences and their emotions. The teachers told
their storics; only questions of clarification werc asked.

Interviews with supervisors. Interviews were conducted with twelve supervisors.
However, two of the supervisors were principals at the time they were involved in the
involuntary exit of a tcacher. The supervisors were very open in describing the supe
process, but were less inclined to talk about their personal emotional response. Because of

this, more probing questions were used than were required with ieachers.

considered to be valuable. Reason (1988) describes co-operative inquiry in this way:

Amdc&mmﬂmmmmmmdmmhfemdm

;.AlSﬁg:!duydimmdrwﬁﬂilisugywimam:whﬂm

and theories they may bring 1o e inquiry. . . . In Stage 2 they take these decisions
about research action into their lives; they engage in whatever behavior has been
agreed 10, noie the ouicomes. . . and record their discoveries. . . . the co-
rescarchers (Stage 3) become fully immerse in their practice. They encounter each
ofT any prejudicial influence of the ideas they started wit in Stage 1, and s0
muﬂﬂﬁmmmdﬁmmm“mftnmﬂemn
actually happening. (p.5)

This possibility was discussed with each of the supervisors, and all heartily endorsed the

daAﬁgwmwmdlnﬁmdﬂwym“FhmeﬁBMMb
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Selection of Teachers and Superintendents

Teacher respondents. Thc staff officers from the Mcmber Services department of
the Alberta Teachers® Association provided assistance in identlying a pood of icachers with
appropriate historics. Additional candidates were identificd following the review of selected
files. In total, cleven teachers with a suitable history were identificd. A staff officer of the
Alberta Teachers’ Association agreed to make the initial contact with teachers (o determine
willingness o participate. The staff officer indicated to the teachers that the rescarch was
part of a doctoral study into the expencnces which surround the forced resignation of
teachers. Furthermore, she indicated that the A.T.A. had provided me with access to the
files with the provision that all identities would remain confidential and that the lindings
were to be used only for research purposcs.

The stafl officer was able 1o contact five of the eleven teachers identified, and of these,
four agreed to participate. Five teachers had moved and left no forwarding address, and the
staff officer was unable to reach onc possibie respondent, even though there was a current
telephone number. The onc teacher who was contacted but who was not willing 0
participate gave no reasons for his decision.

Following the initial contact with the teachers, I contacted by tclephone thase who
agreed to participate. During this conversation, | outlined the purposcs of the rescarch,
indicated what sieps | would take to ensure that both confidentiality and anonymity, and
made arrangem ents for the interviews.

Administrator respondents. A bricf description of the study was distributed to all
Alberta central office administrators through the Conference of Alberta School
Superiniendents, and those supervisors with relevant experience were requesied (0
participale. Seven supervisors were identified in this manner. In addition, three supervisors
heard of the study through other means and volunteered 10 tefl their stories. As well, two
superiniendents who do not engage in the practice of forced resignations were interviewed
in order (o obtain a difTerent point of view.



SURVEY OF SUPERINTENDENTS
A survey was developed (o determine the answers (o questions related to: (a) the

idenuification of tcachers whose performance is unsatisfactory; (b) the number of such

the nature of inducements which were used. The surveys were distributed to each of the
124 chief supcnintendents according (o a list provided by Alberta Education.
The survey instrument was modeled on a questionnaire developed by Bridges (1992) in

Drfferent approaches were used (o analyze the data obtained from the various parts of

the overall study. The methods included statistical analysis, repeated readings of

transcripts, and grid analysis.

a statistical analysis was appropriate. The data were entered into a computer program which
Analysis of the interviews. The interviews were transcribed and read a number of

times. During cach reading, key paragraphs were noted, and paraphrased in the margin.

This lcad to the identification of concepts, which were later clustered into themes. After

Analysis of the files. The filescompiled by the Alberta Teachers’
the teacher, as well as copies of teacher evaluation reports, and any other material that was
 relevant to the case. A summary of important events or conclusions was

developed for cach case. The summary included a time line, a listing of pertinent
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information, the reasons which lead to dismissal, the supervisor(s) involved, and the
outcome. In addition, judgments were made about the quality of individual tcacher reports
and the overall supervisory process. The information was further summarized onto a grid
which allowed similaritics in the supervisory practices and the outcomes to be noted.

Analysis of Board of Reference judgments. The Legal Services department of
the Alberta School Boards Association maintains files of the judgments of all Board of
Reference hearings. These are categorized according to the rcasons for dismissal. Only
those cases in which the most significant reasons were related to teacher competence were
reviewed.

The reasons were normally explicitly stated and provided in the form — “The tcacher
has failed to meet the expectations of the school board with respect 1o...." A grid was
developed which allowed the reasons cited for dismissal to be compared. Clusters of

reasons related to various teacher competencies, such as ‘planning and preparation’

emerged. The entire set defines a series of minimum competency standards which the
Boards of Reference have upheld.
TRUSTWORTHINESS OF DATA
The concept of trustworthiness is used to indicate an emphasis on using multipic
methods, sources of information, and theories 1o reveal the varied aspects of the topic
under consideration. Knafl and Breitmayer (1989) suggestcd that

¢ investigator does not expect multiple sources of data to confirm onc another,
mﬂﬁﬂgmndﬂmmmnmhnemndﬁminmbh
contribution to addressing the research question and not because of their
counterbalancing nrenJu and weakness. (p. 212)

Furthermore, Stainback and Stainback (1988) emphasized that in qualitative rescarch, the

mufungmuluplednnmummuzdephmdmplﬂmdm:

jerstan fngdwhuevgri;bénginvﬂiggdﬁweilﬁimﬂgpmhﬁlitylhuﬂle

rescarch {indings will be scen as credibie by others.




Taylor and Bogdan (1981) felt that “qualitative researchers tend to view reliability as the
fit between what they record as data and what actually occurs in the sctting under study” (p.
76). They viewed the subjective nature of the data as a strength of qualitative rescarch and
urged researchers to “cxamine their own subjective states as a source of understanding the
sciling and subject under study.... Through a critical examination of one's own perspective,
onc often obtains insights into the perspectives of others” (p. 77).
Stainback and Stainback (1988) agreed with the thoughts expressed by Taylor and
Bogdan but used different terminology. They suggested that
qualitative res o1, in contrast, are not as concerned about reliability. They tend
lo concentrate on validity, data that represents a true or full picture of what the

rescarcher is investigating.... It is imperative to gain a thorough, rich, and decp
understanding of the lopic under investigation. (p. 7)

situations arc similar, the meanings gained from the study may assist others in gaining a
better understanding of their own experiences.

Moultiple sources of data. In total, 39 teacher files maintained by the A.T.A. were
read. Files related 10 each of the four teachers interviewed, and to three of the cases
described by the supervisors were among those reviewed. This provided a different source
d‘dml‘m'themlnlddium‘*ammmﬁmngmmﬂmmmm
themes which were identified. |

Maintaining lM-lMﬁﬁlemMmyMVHm
noied, and to record any change in perspective as a result of the interviews. In addition, an
m:humlwukq:mfallpammmmwﬂ,thsmﬂmdmdmmmmddmy
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1o questions of confidentiality and anonymity duc 1o the possibility of recognizing
participants and to the potentially sensitive nature of the information disclosed. References
to specific places or events which could identify the informants have not been included in
the final report, and pscudonyms for both people and place names have been used
throughout this document.

Tapes, transcripts and journals have been kept in a secure and pnivate location.

Stainback and Stainback (1988) provided a caution about ethical considerations which
gives a fitting reminder to the importance of trust in the research process.

Wmmmmmgningidmu'omﬁdumaMm.euiw
derati N N

require atiention. With acceptance by participants more in-depth

Evatiate crely what a0 ow mich o 0 oo s oo 0
m;ge:mb;f &mmgul?;)ml responsibilities that must be
Delimitations
As stated earlier, surveys of administrators in the United States suggest that between
5% and 15% of teachers provide unsatisfactory professional service. While it is belicved
that the concern is not as great in Alberta, with a teaching force of approximately 30,000
teachers in Alberta, the most optimistic suggestion would still result in a large number of
teachers who could be described as “providing unsatisfactory service”.
1. Because of the potentially large pool, it was neccssary to delimit the sub-group of
teachers. Those considered in the study had the following history:
OAllmcxpeﬁmdAlbuumwbomindmgadlnvingorMMr
contracts wtminaeddnclou;suisfmy performance.
* There was formal involvement by an administrator acting in a supervisory role.
* Supervisory pressure was applied to the teacher.
* nitially, these teachers would have been considered 1o be competent. However,
over a period of years, their effectiveness in the classroom decreased 10 the level

that their performance was judged to be unsatisfactory.
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four years of the time of the interview. Initially, a time frame of two years was going
to be uscd as it was felt that general econom ic conditions could influence a person's
decision (o resign, and these conditions had been relatively stablc over this period.
However, the time frame had 10 be increased in order to obtain sufficient numbers of

1. The study is limited by information obtained through the analysis of data supplied by

the information obtained by the survey of superintendents..
zmmadlmbydzmgrddgﬂmuwhchledmﬂETMrﬁzgﬁnmmy
have been affected by the significance of leaving the profession.
Summary
Theﬂudyfmmdmu:expmmdmmmmwmmm
performance was judged (0 be unsatisfactory and on some administrators who were
involved in aticmpting 10 resolve the issucs crested by unsatisfactory profcssional
ﬁmﬁmmmfnﬂﬁmmmmynm und
the thoughts, feclings, and motivations of both the admini




The study was an interpretive study with emphasis on depth of understanding rather
than the scope of the problem. Semi-structured interview's served as the major data-
It was anticipated that the study would provide significant information, insights and

practical suggestions lo educational administrators in dealing with tcachers whose
performance is perceived as unsatisfactory, and 10 teachers who find themselves in
difficulty.
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CHAPTER FOUR
FORCED RESIiGNATIONS — THE PROVINCIAL PERSPECTIVE

Three scparate studies were conducted to gain some information on the number and
naturc of forced resignations and dismissals of teachers for issues related to competency.
The three studics involved: (a) a survey of school superintendents with a questionnaire
cntitied Teachers whose performance is perceived to be unsatisfactory, (b) a review of the
Alberta Teachers’ Association files related to instances were ieachers requested assistance
because school or system administrators had questioned their professional competency, and
(c) a review of the Board of Reference hearings where the teacher was dismissed for
reasons of professional competency.

The results from the questionnaire provide information on the frequency of forced
resignations and on the nature of inducements used to encourage teachers to resign.

SURVEY RESULTS

Questionnaires were distributed to each of the 124 superiniendents in Alberta. Ninety
four surveys or 75.8% were returned. Approximately 19,700 teachers were employed by
the boards whose superintendents responded.

Superiniendents were asked (o indicate the relative use of each of six methods used to
idulﬁfywachmwhuepaformmwumﬁd'maymaproimm.my
indicated that the three primary methods were: (a) supervisor ratings through teacher
cvaluations, which was used (0 some extent by all supervisors; (b) complaints from parents
or students, which were also used by riearly all supervisors; and (c) informal observations
by supervisors. Student test results were not used to any great exient. The full results are
presented in Table 1.

A mwdmmﬁmmmwmnmwmhmvedb
be unsatisfactory. The results suggest that very few such teachers are identified, and even
(ewer arc induced 10 lcave the employ of their board. Only 213 of 19,700 teachers, or



Table 1

Methods used to identify teachers whose performanc. is perceived to be

__unsatisfactory

Method tigh | Moderae | 1ow
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about 1% were identified, and less than haif of those were forced 1o leave their teaching

Table 2
Number of teachers induced to leave
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Superintendents were asked o relate information about the inducements provided o
tcachers in exchange for their resignation or for taking early retirement. Cash scttlements
were by far the most common inducement used. Table 3 provides the results.

Table 3
Inducements used to encourage a teacher to resign

Most | Occasionally | Rarely
often
Inducement B % % %

Cash scitlement (n = S5) _ 28 u__ | 16
Sabbatical, followed by 20 days of returm service 0 9 13

(to provide pension benefits for the teacher) (a = 54) ) i — -

Removal of reports from personaci file (53) - 4 4 21

Wbpnndmﬁou@jlydm 4 6 21
Lperformance (a = 52) . -

Superintendents were also asked o indicate the size of financial settlements which were
provided to teachers pressured 4o resign for the period September 1, 1988 1o June 30,
1992. Forty-cight setticments were reported. The manner in which this information was
provided varied, as some related the dollar amounts while others said they based the
sctilements on a certain number of moaths salary. However, the latter have been converted
1o doliar amounts based on an cstimated annual tcacher’s salary of $45, 000. The
sctticments ranged from less than $5,000 1o more than $40,000, and the mean, median and
mode were $21,150, $17,500 and $22,500, respectively. This information is illustrated in

? hu WH 3 mm o Iﬁ ® g

figure 1.
The questionnaire distributed o0 superiniendents provided considerable information on
unmbudmwhomfucdhmamﬂlymeuﬁlm;m




Figure 1
Range of Financial Inducements

$,001- 10,001-
10,000 15,000

diubility,orwbmecmhctsmfauullyluminﬂeddmbmammeqﬁlilyd
their professional service. The information suggests that such cvents arc relatively rare, as
alpeﬁmmdenumpuudawdlllmiwwlavemghugvm
methods. This represents less than 1% of the teaching force employed by the boards whose
superiniendent responded.
REVIEW OF ALBERTA TEACHERS’ ASSOCIATION FILES
A review was conducted of the files of 38 teachers who, faced with the possible

termination of their contracts, requested assistance or advice (rom a staff officer of the
Member Services Department of the Alberta Teachers’ Association . The selected files were
identified from the annual summaries of “Requests for Assistance™, prepared from the
telephone log of staf ofTicers of the Member Sesvices division.

Requests for assistance. The stafl officers compleic a telephone contact sheet afer
Mmufammemmeﬂmmmmm:
summary of the “Roquests for Assistance” and group these undcr the headings: (a) assault,

m(d)mm(e)mmm(ommrwe4mmm
of requests for the five year period.




Table 4
Number of “Requests for Assistance” 1987-199]

Category 1987 | 1988 | 1989 199 | 1991

Assault A ] 3

33 =

| Discipline 39 34 46
Prof. Rel. 308 28 288 364

30

Termination 98 __ 52 M

Trasders a_ 27 19 19

_ 3%
_ %
__260
LY
14
166

Misc. 216 178

;m?
N
[-]

Total 726 604 $18 | 101 54

In total, there were 256 requests for assistance with respect 0 possible terminations.
These were further sub-divided into six categories: a) non-tenured teachers, b)

had tcnure. When unswcuﬂadngm:rwmmhv:ﬁm:ﬂﬂgm
mdmﬂwdnukmmﬁmmmﬁﬁadmdﬁmm
“Unsatisfactory Performance”, for example, may not have had tenure.

The number of requests for assistance where the reason was given as concerns about
Wmﬁamam&m“mnﬁmwmm
administrative designation, as this averaged nearly 8 requests per year.
with respect (o possible termination due 10 unsatisfactory performance. In addition, four
mmrmme“mu”wmmedmhmhﬂhmnﬁeﬁypﬁm
Therefore, these files were also revie




Table §

Requests for Assistance from Teachers

Regarding Possibie Termination of Contract

Year

Total
Number

Nea-
Tenured

Unsalt.
PiffifE.E

1991

42

9

5

Term,

_of Bgl:

of Siall

5

Wreaglel
Dismissal

Other

1990

30

12

3

g

9

3

3

13

Total

46

8

LAverage

9.2

7.

[

Summary of the files reviewed. The files of the thirty cight tcachers id

entified

tluoughthe“RequestforAdunee"mgbﬁng related 1 the possible termination
dmfamdmi&mﬁmmmmﬁm&mlﬁﬂmm

wmmmwdatmdﬂmm:mmﬁaﬁmﬁmymmL Four tenured
teachers retained their position following the intervention of the staff of ficer. Eighteen

teachers resigned, scven had their contracts te

was still under contract, but on long term disability. Two cases in which the teacher’s
contract was formally terminated are still ongoing, pending a hearing before a Board of

Reference.
Successful terminations. The reasons for the dismissal o forced resignation for
the 25 teachers who left the employ of the board were cat

QAN AEWN -

Unsatisfactory performance
Alcohol Abuse

Sexual Harassment
Failure to Follow Policy
Reduction in Force
Lost Confidence of Board

17

-

25.

~J



nce” gave variations of the following as the reasons for

the termination: a) failure to provide adequate instruction, b) failure to plan appropriatcly —
cither long-term or for daily lessons, c) failure o maintain or utilizc approprialc discipline,
and/or d) failure to cstablish and maintain a climate conducive to Icarning. As was noted
carlicr, scven teachers had their contracts terminated by board motion. Three of the tcachers
appealed 1o Boards of Pcference and the cases have been heard. In each case, the Board of
Reference upheld the decision to terminaie and supported the reasons as valid grounds for
dismissal.

The review of the twenty-five cases where the administrators conducted a thorough
cvaluation, and which resulied in the teacher leaving his or her teaching position, found that
the supervisory process involved the following steps:

standard(s).
4. Recommendations were made with respect (o the changes required 0 meet the
standard.
5. Ammﬂadeqmumewgpuvldﬁhuﬂﬂ:hammmpm
the changes.
failed 1o meet the standard.
7. In most cascs, more than onc cvaluator was used.
8Theleachuwunnfmndlnwnunguﬁllevﬂmwhdmmﬂdhem:pm
him/her.
9. The requirements of natural justice were met.




!neadicgewhaemmrallcﬂheamvgmpsmunﬂ.lhcculmmcwmcilhcm

Reference.

Crisis intervention. Therc appeared to be a tendency lor some supervisors (o Gl to

unsatisfactory until the situation reached a crisis stage. Notes and letters in the files
mchcaiedummucnnnpmmdmbespnrkedbyadmanmm from parcnts or by
concerns expressed by members of the Board.

In these cases, the terminations ofcn appeared 0 be poorly done; the cvaluations were
rushed, and/or requirements of natural justice were violated. For example, in onc casc the
teacher reporied that members of the public were shown an external report on her teaching
performance prior 10 it being made availabie to her. In another casc, the teacher, who had
received a number of satisfactory evaluations, was given one unsatisfactory report. On the
basis of this, the superiniendent, within days, gave notice of a hearing to discuss the

the teacher evaluation report that the teacher was providing satisfactory scrvice. However,
the report concluded with a statement that the supervisor was going o recommend the

did not accept the recommendation of the superintendent o terminate the contract, as the
A.T.A. stafl officer was able to demonstrate inadequacies in the documentation the
supervisors had prepared. The teacher was reinstated; however, within a year the
supervisor had been forced (o resign.

ion available in the files indicated that some

supervisors followed a evaluation process which was thorough and fair, albeit lengthy. In
these cascs, the supervisors were successful in forcing the resignation or in dismissing the
teacher. In other instances, the supervisors appeared to hurry the evaluation, or conducted
the evaluation after there was evidence that a decision had been made 1o terminate the




teacher's contract. In thesc instances, the attempts were either unsuccessful or the financial
scttiements were lerge.

Inducements to resign. The inducements negotiated in exchange for the tcacher’s
resignation involved: a) hinancial scitiements; b) Icave of absence followed by one month of
return service to allow the ime o be classificd as pensionable service; ¢) letters of
reference; and d) “cleansing of the file™.

The range and distribution of the financial scttiements were as follows:

< $10,000
$10,001 - $20,000
$20,001 - $30,000

o B D D el

There were no scttiements in any of the seven cases in which the contract was formally

terminated, including the three which have been heard by a Board of Reference.

of teachers, in danger of having their contract terminated for reasons of unsatisfactory
performance, received assistance from the Alberta Teachers® Association over the five year
period 1987 — 1991. There appeared to be only 17 cases where a tenured teacher resigned
or was dismissed for reasons related to competency, and eight for other reasons related to
unsatistactory performance of their teaching responsibilities during this time. However, in
thosc instances when an A.T.A. staff officer was involved, the staff officer ensured the
teacher was treated fairly — both school board policy and the rules of natural justice were
followed, and if cither was breached, the teacher was reinstated or received a large
BOARD OF REFERENCE HEARINGS

The Legal Services Department of the Alberta School Boards Association maintains a
file, organized according to the reasons for dismissal, of the judicial summaries of all
Board of Reference cases. Since 1972 there have been 11 hearings where the major reason
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for dismissal was related 1o issucs ol tcacher competency. The Board of Relerence upheld
the terminations in ten instances.

The approach most often used by school boards was (0 argue that they set clear

consistently failed to meet those expectations. The demonstrated, repeated farlure (o meet
these expectations provided the grounds for the school board action, As these grounds have
been upheld, the reasons for dismissal now scem to define a set of minimum compelency
standards acceptable to Boards of Reference.

In each case, the school boards provided more than one reason as grounds lor

these have been categorized as follows.
The school board charged that the teacher failed (o

* Demonstrate adequate preparation and planning — long range, unit and daily
lesson plans; plan for the needs of individuals or special groups,

* Treat students with respect, establish rapport, and maintain an cffective learning
climate.

* Establish effective classroom management and organization, and maintain student
disciplinc.

» Operate within the policies and directives of the Board,

* Cooperatc with the administration, behave in an acceptable manner, and/or
maintain a cooperative relationship with other adults in the school.

* Maintain a constructive working relationship with parents.

This list secms to definc a set of minimum competency standards which Boards of




itself, been grounds for dismissal, but in total, it was apparent that the teacher was not

mecting the performance standards cxpected by the employer and so the decision (o

lcrminate was upheld.

Summary of Findings — The Provincial Perspective

Dunng this phasc of the rescarch, three separate but related studies were compieted.
These combinced to provide a provincial perspective on the forced resignations and
termination of tcachers for reasons of unsatisfactory professional performance. Each of the
three studics indicated that few terminations or forced resignations occur.

* Teacher competence surveys. The questionnaire was responded to by 124
supcrinicndents who worked for boards who employed approximately 19,700 teachers.
Thesc indicated that 29 teachers whose performance was Jjudged to be unsatisfactory were
cncouraged o take carly retirement, 34 were pressured to resign, 36 were counseled to
goon long term disability and 12 had their contract terminated by board motion during
the 1991-92 school year. Thus, a total of 111 tenured teachers whose performance was
judged to be unsatisfactory were induced 0 leave their teaching position.

* The review of Alberta Teachers’ Association files. This study indicated that
only small numbers of tenured teachers requested assistance due to their concerns about
possiblc dismissal for reasons of unsatisfactory performance. During the five year
period, 1987 1o 1991, only 30 such files were identified, and in only 25 instances did the
teacher leave the ecmploy of the school board.

* Board of Reference. Only 11 cases related to teacher competency have been heard by
the Board of Reference s..ace 1972,

The A.T.A. files and the Board of Reference summaries provided considerable insight
inio what constitutes a fair and valid process of teacher evaluation, and grounds for
dismissal. As well, the three studics provided data on the nature and size of inducements
given (o teachers to resign.



DISCUSSION
FORCED RESIGNATIONS — THE PROVINCIAL PERSPECTIVE

The most surprising aspeet of the three studics was the small number of lcrminations or
forced resignations which were noted. The survey of supenintendents indicated that during
the 1991-92 school year only 111 icachers had been forced 10 resign, encouraged 1o take
early retirement, directed to long term disability or were formally dismissed by their school
board. This represented approximatcly 0.5% of the icachers cmployed. The review of the
teacher files of the Alberta Teachers® Association indicated that onl y 25 tenured teachers
had been forced to resign or were dismissed during the five ycar period 1987-1991 for
reasons of unsatisfactory competence. Furthermore, only 11 Board of Refercnce cases
related to teacher competency have been held since 1972,

This information strongly suggest that very few tcachers who provide unsatisfactory
service are even identified, and that even fewer arc pressured by the mcans described o
improve their performance. This, in tum, suggests supeninicndents belicve that few

This supposition is very different from onc of the findings of Oliva and Jesse (1993)
who found that principals rank “ieacher qualifications and compcetence” (p. 19) third among

providing unsatisfactory performance. Regardiess of the reason, the finding of Oliva and
Jesse lends credence to my belief that there are a number of teachers who are providing
unsatisfactory performance, yet are never challenged 10 improve. Some reasons for this



scttlement, is favored over the formal termination of the teacher’s contract by board motion.
It would appear that about 90% of thesc cascs are resolved by some form of agreement,

detcrmined that a sample of school jurisdictions in California only averaged six formal
dismissals of tcnured teacher a year, from a combined teaching force of more than 40,000
teachcers. Thus, the frequency of dismissals in Alberta is considerably higher than that
found by Bridges.

A related aspect of the findings is that where the evaluation is done fairly and
ngorously, the supervisors have been successful in having the teacher leave the employ of
the board. Dismissals or forced resignations resulted in 25 of the 30 cases which involved
tenured teachers and which were in the A.T.A. files. In those instances where the teacher
left the employ of the board, the supervisory process included evaluation against the
standards set in policy, evidence that the tcacher failed to meet the standards, provision of
recommendations, assistance and time to implement the recommendations, and, finally,

possible to end the contracts of teachers who provide unsatisfactory service, if supervisors
arc willing W complete the entire supervisory process thoroughly and carefully.

The review of the Board of Reference cases suggested a set of minimum competency
standards which formed the basis for hearings related to unsatisfactory performance. In
addition, in some cases, the presiding judge stated that failure to meet one or more of those

the study he conducted in Califomia, Bridges (1992) concluded that teachers should be
dismisscd for marginal performance. He stated that marginal performance occurs when “the
person’s performance falls just short of fulfilling one or more of the professional duties of



a teacher” (p. 176). Bridges suggesicd that a list of professional dutics could be identified,
and furthermore, claimed that the responsibility of the supervisor should be limited 1o

duties” (p. 176). He felt that by such an approach, administrators could “hold tenured
teachers accountable for a higher and morce reasonable standard of performance than now
exists” (p. 177).

The effects of hurried evaluations. n most cascs where the tcacher remained on
staff, the evaluations appeared (o be hurried and or poorly donc. As was indicated carlicr,
in these instances there was reference to parental or board complaints about the tcaching
performance. In addition, the superintendent often scemed to be in personal difficulty with
his Board, as five superintendents involved in the cases deemed (0 be poorly done lost their

contract of employment terminated. This suggests that the supcrintendents responded (o the
complaints by conducting an evaluation, but did not take the time or have the skills roquired
to cnsurc a just and fair evaluation.

This review of files from the A.T.A. and the Board of Reference hcarings raises a
process, why arc there not more forced resignations or dismissals? The interviews with
teachers and supervisors provide some insight into that question.

Involvement of the Alberta Teachers’ Association

There was relatively little involvement of the A.T.A. staff officers in support of
teachers who were pressured to resign. It appeared the staff officers represenied fewer than
ten tenured teachers a year who had concems about possibic job loss due (0 unsatisfactory
performance — a number far less than the number of icachers reporicd by supenniendents

as having been forced to resign or dismissed for the same reason.



It is possibic that some of this difference may be accounted for by rescarch error. There
may have been files which were not reviewed. However, extensive conversations with
staff officers and sccretanes indicated they were unaware of any additional cases. It is also
possibic that the superintendents did not accurately report the number of cases of teacher
termination. In some cascs, the termination of contract could have occurred for reasons
other than unsatisfactory professional scrvice. However, it appears likely that many
teachers choose not to contact their professional association when charged with satisfactory
performance, a finding consistent with that of Jevne and Zinglc (1991) who found that
many tcachers who nceded long term disability did not contact the Alberta Teachers'
Association for cither information or assistance. However, this is contrary (o the widely
held belicl among supcrvisors that tcachers tum to the A.T.A. for assistance and counsel at
the first sign of troublc with a supervisor.

Itis possiblc that the small number of requests for assistance was affected by the degree
of isolation expericnced by the teachers. The interviews conducted with teachers as a part
of the larger study suggested that they tended to become more isolated as they received
morc unfavorable supervisory reports. Furthermore, they tended to feel isolated from
fricnds and colleagucs, as well as administrators, and so tended not to reach out to the stafl
officers of the A.T.A., cven though they represented a potential source of help.

In the instances where A.T.A. stafT officers were not involved, the decision appeared (0
be made through negotiations and or counseling between the supervisor and the teacher.
The nature of such mectings will be considered in the next two chapiers.

Inducements to Resign

incentives were uscd, but these appeared 1o be much less common than financial
scttiements. Funlwm,dwaiuofdwmindmummhﬂmby
three factors:



1. The values and beliefs of the supervisor or board. Some school sysiems offered a
scttiement even when they had a very good case. Other sysicms appeared unwilling
lo make even a modest or token settlement, cven when this would have provided a
means for the teacher to resign with some degree of dignity. To illustrate this point, a
teacher who had been notified of a hearing (o consider the possible termination of his
contract of fered (o resign if the Board would give him a setdement of $5,000, The
supcrintendent refused to take the offer to the Board.

2. The manner in which the supervisor developed the case. Larger scttiements tended (o0
occur where there was administrative crror, For cxampie, one first year tcacher
reccived a settlement equivalent 10 3 months salary while a sccond reccived S months
salary. In both cases, there was evidence of administrative error. There were ninc
terminations of employment or forced resignations of tenured tcachers in which the
settlement was valued at lcast $30,000. In five of thesc cases, the necessary
cvaluation was cither not donc or was done poorty. For examplc in somc cascs, a
very large number of evaluations were conducted after the decision o move )
lermination appeared o have been made. In other cascs, the actual cvaluations did
not atlempt to compare the performance of the teacher 1 the standards outlined sn

3. The size of the seutiement appeared 10 be influenced by the length of service with the
Board and by the total amount of teaching scrvice, but no discernible formula was
used.

Other strategies used (o encourage the teacher to resign arc limited. [ctiers of
recommendations and the “cleansing of the file” occurred. Career transition counscling was
provided (o some teachers and bencfits were maintained for some.

Thus, from the provincial perspective, the forced resignation of teachers is a relatively
rare phenomena as less than 1% of tenured icachers
forced to resign. However, where administrators worked through the cntire supervisory

67



process, and conducted the process fairly and thoroughly, the teacher generally left the
employ of the board. The ~ases which went to a Board of Reference tended (o be resolved
in favor of the school board. Furthermore, in many cases, settlements were reached with
the teacher, but no apparcnt patiern for the size of the settiements emerged.

In the following chapters, the effects of forced resignations will be considered from the
perspective of teachers and supervisors.



CHAPTER FIVE
FORCED RESIGNATIONS — THE TEACHERS' PERSPECTIVE
hers and is told from their

This chapter presents findings from interviews with four tc
perspective. The common thread which unites thesc icachers is their forced exit from the
teaching profession duc to questions of professional compeicncy. In cach case, the file with
the Alberta Teachers’ Association was reviewed before the intcrview, and the teachers were
aware that | had read the file. It should be noted that my review of throe of the four files
suggested that the evaluations were poorly done, as there scemed (o be evidence of hurried
supervision and/or biased decision-making. These stories from tcachers, then, differ from
thosetoldbympq'vimiﬂbmhpazpmiveﬂinﬂiemcfmpﬁviamymlhﬂ
was conducted, as those supervisors who volunieered 1o tell their stories, for the most part,
seemed (o have conducted their evaluations in a more professional manner.

Three main themes — the supervisory process, issucs of caring and justice, and the
emotional impact on the teacher — emerged from the interviews The findings related o
cach theme are presented, followed by a discussion of these idcas. However, the chapter
begins with a brief description of each teacher.

Description of Teachers

Four teachers described the experiences which influenced their decision to leave the
teaching profession. The pscudonyms of Allan, Betty, Charles and Debra will be used in
order to protect their identities.

Allan, a teacher with perceptisal problems. Allan was employed by the same
school board for over twenty years. During that time, his main course load was in social

mwba&mum,mﬂdkmﬁngmndmweuteaﬂgmvmd



the transcript would tend to support this perception. Following arc some comments that
Allan used 1o describe his icaching style:

! think | tended 10 be more of the old school Iype of teacher. | didn’t use a lot of
audiovisual stuff.... They're nol very effective.... So | didn'1 use that a lot, I tried
some, because | think it's good.

1 know I have a tendency 1o lecture a bit, although it’s irying to explain rather
more than lecture.... OK what about this situation? And we’ll alk about it a bit....
and explain a bit. I had them do written work, a Jair amount of written wortk,
assignments, do readings and questions, I did work sheels, or assigned questions
Jrom the book, a lot of work sheets.... | suppose one of the things 1 could have
doneisloclwngemyleachhg"ﬂyk. 1 know I tend 10 lecture — and 1o be more ofa
dry type. I use some humor, but | guess my type of humor isn't very effective with
most of the students. lthint,lpﬂgauybentmr acxwards 100 much with some
ojlk:mdem-mybelnezédmmmmﬂja “Tough Love" approach with
them.... | tended 10 bend over backwards and give the uiv a second, third, fourth
chance, that type of thing.

There have been a few cases where I've blown Mp, 30 1o speak, in the
classroom. But they’re rather isolated.. ..

1 don't have any illusions that I'm a lop-noich teacher, but I don't think I'm a
lousy teacher. I think I'm competent. I know my material, I can present it in
varying ways.

Duﬁngﬂwinwrvicw.Alhanﬁ!eddm!ghdhendTmHﬁsix months with

superiniendent in June (o discuss Allan's Placement for the fall, the superintendent asked
him to resign. After discussions with his family and with a stafT officer from the ATA,,
Allan agreed. He also indicated that he had been contemplating retirement, although he still
was not cligiblc for pension.
Betty, a teacher who overcame a personal crisis. Beuyhegnherlednng
for three months due (o iliness. Following a happy and successful two years at the
Christopher Day School, she was transferred to the Evert Farr Elementary School, but
Al STy o ok e
On lemporary again.
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The following year, Betty experienced a personal crisis. She was hospitalized for two

she take the rest of the year off. She and her husband agroed:
But the superintendent said that the best thing would be for me 10 quit because

the school board wouldn't be paying me any money and it would look better Jor
when | wanied 1o come back in the fall..... | Jelt that that was probably the thing 10
do because 1 felt guilty because I'd missed so many days and that's probably the
thing that you do. You know — You just quit so don't feel like you're laking
advantage of them, and so that's what I did,

decided not 1o offer her a continuous contract, and so Betty lost her teaching position.

The impression gained from the interview and repeated readings of the transcript was
that Betty had the potential to be a very good teacher. Slglndmﬂntahclmedmlﬁﬂg
and, despite the problems, viewed herself as an “above average” teacher. Betty had
mvﬁmp@dmﬂimmhmm hlmiﬂemamlly
clash with both the principal and vice-principal during her last year which may have
influenced the decision to allow her contract to lapse.

Betty returned (o substitute teaching in neighboring jurisdictions and was frequently
called back to two schools. During her time in these schools, she received considerable

Charles, trapped in a changing environment. Charles had taught in a highly
structusred, insular community school for 19 years prior to immigrating to Canada nearly 20
yu:lp.kklﬁuedinmhanmha;n.mdwmployadbylhcmm
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ywiu!hmgmmchﬁmmumlymd:jmm
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and the remaining



He acknowledged that over the past 10 years, he had problems with classroom
management which began when he moved to the larger center. The students and parcnts
there had a different attitude to school and (o authonty, and so there was constant conflict
between the teacher and the students. Charles felt he would have been able to continue
tcaching and would have been more effective, had he not changed schools:

I'm just sorry 1 left Dickens. | would have been able 10 stay the distance then. |
thought | had more parental support there. | could have taken those kids and gone
lo see their parents. Bul here there was such a different attitude. Right away, you
were the one who was al faull....

1 think the major problem was the kind of situation in the home. It has no
parental authority. especially in some homes where there is actual hostility
lowards the teachers. | have never been tesied as much as I'd been tested in this
school.

Charles revealed that he had wanted 10 leave teaching much earlier, but felt trapped as
his years of experience prior to coming o Canada wouldn’t count; therefore, his pension
was very small. He admitied any day was really a trial, you know. It simply became more
and more of an effort for me 10 go to school.

During the last two years, Charles was off work for stress-related illness on three
occasions. Aflefdtcdﬁldim,ﬂnﬂwdgavenoticeﬂmunymgoing to meet to
consider the possible termination of his contract, However, with the aid of an A.T.A. staff
officer, Charles was able 10 negotiaie a sttlement in exchange for his resignation.

Debra, still struggling to find her niche. Debra’s story is different from the
othcrs in that she neither resigned, nor had her contract terminated. In fact, Debra is still
teaching with the same school jusisdiction in which she began her career over 15 years ago.
Whumdmhuﬂmyuiqui:dm:hehadmmmmdwithﬂlewnninuimdhu
cmummambudoccﬁmfaumidmywngpafm.mm
lmldmmwummubmam-mhvedm. with the intent
of investigating other career opportunities. Upon returning, she was placed in a school on a
Hutierite colony. Debra recalled:



I was evaluated right away. Well [the superintendent] evaluated me umil
January. He came 2 or 3 times a month uniil . anuary and evervthing was great. He
gave me excellent evaluations.

Over the ycars, Debra has been the subject of a number of formal evaluations, Some
cvaluators have judged her to be a satisfactory teacher, while others have indicated that her
teaching was unsatisfactory and they were going to recommend termination of her contract.
She constantly reccived mixed messages about the quality of her tcaching performance and
now seemed unsurc of whether she vas a good teacher, an average onc, or in fact, a poor

Debra revealed that she would like 1o leave tcaching, but continue to work in a refated
field. She feels trapped as she is the sole bread winner in the family, and the other jobs she
has investigated do not pay ncarly as well as tcaching.

Four teachers, fowr very different stories. The storics told by the four tcachers
relate 1o a wide range of experiences. However, in spite of the uniqueness of the storics, a
number of themes emerged. The themes were related to the supervisory process, issues of
caring and justice, and the emotional impact on the teacher,

THE SUPERVISORY PROCESS

The teachers did not recognize a “supcrvisory process”; rather they described a series of
scemingly ad hoc events which led 10 the supervisor making decisions which had
significant impact on their lives. In spite of this, the transcripts provide indications that a
number of steps related (o the supervisory process did occur, The sicps were (a)
identification of the teacher as providing unsatisfactory scrvice, (b) formal and informal
supervision, and (c) the decision to dismiss, or try to dismiss the teacher.

Each of the four teachers felt the supervisory process began following complaints about




which they attempied to discipline students led (o complaints. In some instances the

compliunts followed an outburst from the tcacher, or an incident in which the teacher

shake a student as a means of discipline:

Cxcasionally I would physically shake a kid, you know. That brought me into
conflict with parents and so they would come 10 the school and complain to the
principal or they would go straight io the superintendent and he would get on 1o the
principal and the principal would gel on 1o me. And somehow the kids sense that
you don’t have the backing.

Problems with discipline were common in his classroom, and were a factor in crealing
the pereeption that Charles was not providing satisfactory service.

Complaints from the teacher aide. Not all complaints originated with parents or
students, s Betty found out. Those about her came from the teacher aide who had been
assigned to work with a special needs student in her class. Betty recalled a conversation
with the resource room teacher who also worked with the special needs student:

She said “I feel that I need 1o tell you this. Your teacher’s aide is undermining

you. [The aide| came 10 me and said that she felt that there needed 1o be a better
program — a more siructured program for her and the little boy that she was hired
lo work with.” So that was the first piece of evidence I had that something was not
right between this aide and me. So I 100k it 10 the principal right away. And then we
called her in and 1 10ld her some of my concerns. Also, she was telling parents how
these kids were doing and telling them things that weren't really true at all. So 1
confronted her on all of it. But after thal, the dynamics of the class — the tension
was just terrible....

S0 then the vice-principal came in and the vice-principal and [the aide | secmed
1o be quite closely linked, so that was an awful situation.

The principal responded (o the teacher aide’s criticism by sending a letter to all parents
of students in Betty's class indicating the aide had been moved f| rom Betty’s classroom,
and placcd the blame for that on the teacher. The letter concluded with the following

_. Teachers are regularly evaluated and [the teacher s/ classroom will be visited by
District Office Administration and quite extensively by School Administrators this
year lo prepare a thorough teaching and program evaluation.

Itappeared that the principal not only identified a concern with the teaching

performance, but also made a decision about the outcome of the evaluation.



Changes in teaching strategles. In the last case, the complaints seemed 10 surface
following a change in tcaching strategics. The students were having trouble getting along,
and so Debra decided to try a cooperative Icaming approach:

It took awhile. It started working reall v well with the kids. But the parents came

in [and said] “No! We don’t like this. | don’! like my smart kid working with this
dummy kid.” And so the principal iold me to stop ir.

Thus, in each of the historics there was evidence of complaints about the tcacher, and in
cach case the principal took some actions 1o determine the validity of the complaints.
Classroom supcrvision and, in most instances, increased monitoring occurred. The two
approaches led to the confirmation of specific problems.

Formal and Informal Supervision

Formal teacher cvaluations occurred in cach of the case histones, although the nature of
the evaluations varied greatly. However, in some instances, the tcachers: did not scem sure
if the supervisor madc up his or her mind following the evaluations, or if the cvaluations
were merely window dressing for a decision which had alrcady been made. The following
casc suggests the decision was made before the supervision began,

Concern over planning. Betty's principal was good to his word — a formal
evaluation was conducted within weeks of the date the leticr went home, and this cvaluation
identified concerns with the quality of planning. Betty found this both surprising and
distressing:

I was thoroughly evalualed. And all of a sudden, my plans weren't good
enough anymor +. | had just been evaluate and my plans were excellent. It got so
bad that 1 had ti ¢ vice principat in and she said that | had 1o account for every single
minute — like every minute from that moment on for the rest of the school year. |
Jigured out the hours that | was working putting in plans. It was non stop. | had 1o
do every subject and I already had the long range plans and then the weekly unit
plans and then break it down lo daily plans. And they were good.

During the previous year, Betty had been evaluated by the same principal, and received
a glowing report. In fact, the report was so good, the supcrintendent sent a note

congratulating her on the quality of her performance. This raised qucstions about the
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principal’s truc concerns. Were the concerns about her tcaching performance, about her
working relationship with the aide, or some other reason?

And | feli almost like because I was off sick... because | was also in counseling
and | was going through a depression, [that| they're of the mind that if you are
depressed, you will never get over il. Basically, they feel that you are an
untouchable person and you [will] just accost them. And 1 felt bad, vou know. I
was doing every thing I could 10 get through that personal crisis and, of course it
look the toll on my health. So that was hard,

In spitc of the doubts, Betty atiempicd to mect the planning requircmenis demanded by
the administration. For examplc, the pnincipal blamed Betty because there were no
individualized program plans for special needs students in place. She recalled:

They said “Well, we need individual program plans. Where are they for the.~
three kids? " So first of all, I don’t have one of the kids. He's in grade three. And |
said “I never was aware that I had to do these things.” And then they said “Well,
being a fourth year teacher, you should know enough that these things need to be in
order. I said “But if these things are supposed 1o be in order, why dgidn ‘'t they start
in kindergarten? Why, all of a sudden, do | need 1o come up with these program
plans that 1 know nothing about? '

So I had a days’s notice that 1 had 10 have these individual rogram plans for
these two studenis so [the Director of Special Education ] from ﬁad office phoned
— the woman who was helping me witf:he plans in the first place. She came and
we stayed afier school until they were all done. So I had them all in order so the
next mzming Isaid “Yes, here they are. Basically, you know, I've go! everything
covered.” '

However, it scemed that she was unable (o satisf y their requirements: But they just kept
digging, and they said these plans weren't good enough and this wasn't good enough.
Mixed messages. While some of the experiences Betty endured seemed to be
cxceptional, Debra’s story may be more common. Over her 15 year teaching history, she
was frequently told her performance was not good enough. Following are some excerpis
which indicate the conflicting messages she constantly received from her supervisors:
[The principal| threatened me, said that he was going to get rid of me. He
picked on absolnlely everything I did. He said that | was going 10 lose my job; he
was going lo make sure that | did, I didn’t know what 1o do. So | went 10 the
in and waiched me teaching and then went and talked 1o the principa’, and the
principal laid off.... '
A new superintendent came. Right away, [the principal] went 1o that

superiniendent and said that “lwmcoftridojw: teacher.” He started hassling
me again. Just anything that | did. He' come into my room, siand at the back, and



glare at me. Anything 1 did. I had to be at the door of my room when the kids came
in from recess — he didn'1 say anything 1o any of the other teachers, but 1 had 10 be
there. And he would go out and waich 10 make sire. Just a whole bunch of linle
piddling things.

1 tried everything 10 cooperate with him, and | could not get along with him.
There was an opportunity for a Iransfer. So | requested a transfer. The
superintendent said 1o me “You're not going to be teaching next vear, anyway. "

1 thought, he hasn’t even come out lo see me and he's already got this judgment
of me? He says “I'm going to come out there and evaluate you", I thought, well, if
he's going 1o come out and evaluate me, and he's already decided I'm not going 10
be there nexi year....'m not going to ge! a fair evaluation. So | went 10 Alberia
Education and asked for an external evaluation. They sent someone out. He was
there for a day and evaluated me — gave me a super evaluation. He couldn'
understand what the problem was at all,

So after thal, then the principal would still hassle me a bit, but the

superintendent laid off. He came and evaluated me that year 0o, and it was fine.

While Debra received considerable feedback from the cvaluations, thc messages
contained in the evaluations always secmed 10 contradict previous findings. As a result, the
recommendations supplied by the supervisors were often in conflict:

And it didn’t matter if I would do what one person wanted, (say the principal).
I'd talk to him about my problems, and he'd say “Well you should be doing this."”
1I'd go do this and the assistant superintendent would come in, — “Well, no, you
shouldn't be doing that, you should be doing this.” You're trying 10 do the things
they would like you to do; you want to do something that works, but there's always
people who say you should be teaching this way. You're never going 10 please
everyone. It's always a vicious circle.

It appears that the formal supervisory process failed to confirm, but did not dispe! the
fecling among some administrators that Debra was providing unsatisfactory service.
Furthermore, the feedback did not scem to be specific enough, nor was the assistance
sustained long enough to enable Debrato grow in her tcaching ability.

The use of informal monitoring. In some instances, the principal was able (0

supervision. The example which Charles provided illustrates this approach. Students in his
classhadbeunmubelnvmgfmmehmewmemhaﬁmlly reacted:

So eventually, on one particular occasion, 1 really got mad at them, and | was

there by design or noi, because this hac been going on for awhile. This must have
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whole attitude is hostile, his whole attitude is one of contempl, of condemnation,
you know. “What's going on here?" So anyway, | ended up on the carpel.

Charles went on long term disability for the remainder of the year, and rcturned the
following Scpiember. Despite the opportunity for renewal, the problems continued.
However, the principal’s approach changed:

Bul, as 1 said, all the other classes continued [to misbehave | and the principal
warned me he would be on the waich. But he was laking a more sympathetic
allitude now, you know. So rather than come barging in my classes, if he found the
classes 100 noisy, and seemed 10 be out of control, he would call me into the
adjoining, unoccupied room and we discussed things.

At this ime, Charles was teaching half ime in the clementary school, and half time in
the high school. In addition 1o the more stringent monitoring, there was also an increase in
the numbcer of formal teacher evaluations:

And so | had this problem of [the elementary school principal | coming into my
classroom from time 10 time. Oh, by the way, that was beginning 10 happen at the
high school, 100. Unscheduled drop-ins — goes back, sits down and listens 10 me,
It’s very disturbing 10 a teacher. You really know what it is about.

Perceptual problems. Allan was also aware of problems with classroom

probiem. However, in Allan's case, the perceptual problem was exacerbated by a lack of

specific feedback from supervisors throughout the period he was experiencing difficulty.
For example, the principal conducted a formal evaluation of his classroom performance but

The principal had come in and observed me, but as far as | understood, it was
normal procedure. He was observing all the teachers as part of the ongoing
supervision they have to do. So he came into my class. He had been in there, |
think, on one or two occasions — 1 can’t remember if it was two. And the write-
ups, the reports | z:: were all — nothing really negative, a few minor things that
were negalive. Whal needed 10 be done was minor. So I was a bit sur ised,
although the principal did come 10 me. I think he saw what I couldn’t sve. He said
something to me about.... | should be thinking about iaking some time off.

Innﬂdﬂ:caehﬂa,ﬂnfmmdﬂdmmédmmmlﬂlpﬂ:m
understand the nature of the concerns, nor did the lations appear 10 help the




teacher improve his or her teaching performance. Furthermore, in some cascs, the
evaluations did not cven seem (o be a factor 1n the decision (o remove the teacher from his
or her tcaching position.
The Decision to Dismiss

In cach of the four case historics, a supcrvisor encouraged the tcacher 1o resign,
threatened the teacher with dismissal or dismissed the teacher. The process seemed o be
affected by cxtrancous cvents as much as by the teacher’s performance.

Pressure on the supervisor. In Allan's casc, the supcriniendent was under

considerable pressure from the school board with respect (o his own professional

S0 in June, about the middle, [the superintendent| called and asked if | was
ready 1o go back. I said, “Well, I should be ready come fall” and he said “Fine
«.you'll need a doctor's OK".... So I got that [letter| and 100k it over 10 the office,
ceniral office, and a few days later | 80! a call from [the superintendent ] 1o come in.
And that’s when he again brought up the question of if I would resign and that they
would give me some sort of a termination amount that was negotiable.

I didn’t know what 10 do, so I contacted the A.T.A. and | contacted the doctor
and my counselor and they asked “What are you going 10 do?" 1 didn't know. |
needed some time 1o think it over. At aboui the same lime negoliations weren't
handled by [the superintendent| anymore because shortly after he 1alked 10 me [the
board] began his termination process and so it was handled by [the acting
superintendent|.

The superintendent was released b’y'lhe board at about the same time as Allan decided to
resign. Allan later talked about his feclings towards the superintendent:

But there were complainis to the board, and the board had gone 10 [the
Superintendent|.... That caused a bit of bitterness on my part for a bit. | was bitter
al [him|] for awhile, bus now | realize his pasition (1 had gotten over it even before |
knew he was in the same kind of straits | was in). He was doing his job as he was
instructed , as | understand it, so I wasn’t oo bitter about thai,

Thus, Allan wondered how much the pressurc the administration was under affected
the decision to force him to resign.

Communicating a decision made earlier. It scomed that the decision o not
rencw Belly's contract was made in November, following the disputc with the tcacher's
aide. Other cvents which occurred during the ycar scemed 0 confirm this fecling. The



assistant superintendent visited Betty's class in February, and commented on some minor
details. She suggcested that Betty pay more aticntion (o the transitions between activitics as
these took o long. This visit was followed by a formal cvaluation by the superintendent in
May. This is how Betty described that visit:

The superintendent came in at the end of last year during a drama class. No, it

was ari, and of course, | decided, because we had b.zem 50 much time on language

arts, that | would give them art, so I was flexible and | changed my timetable

around.... But, the superintendent, of course, caught me on that one when he came
in and he didn’t even stay for the full half hour. And then he came back, not 100
long afier, with his letter, and his letter was already written, like he had his mind

made up that he wasn't going to hire me back on. And | said “But not even Jor
lemporary?” And he said “No. Why should | pay a teacher like you the money that |
pay you when 1 could be getting better quality from somebody else.”

Thus, the decision was made to end what seemed 10 be a promising teaching career,
and Betty was left to speculate on the real reasons for the decision. In another instance, the
teacher was also left wondering. Debra had received a number of unsatisfactory comments
and cvaluations, although nonc seemed 10 identify specific concerns. The evaluation which
prompied her (o take a year long unpaid leave was similar:

1 had my evaluation done in June. LEverything 1 did was excellent, except she
[the supervisor| said | was 100 nice. She didn’t think I should be leaching.... She
said she was going 1o recommend termination,

Following this evaluation, Debra approached the superintendent who agreed o the
request for an unpaid leave of absence. Thus Debra was able to take control of the decision
which affected her future. This approach seemed 10 be succ

cssful as, since returning, she
had taught in a position where she was providing more satisfactory service.
The Supervisory Process as Destribed by the Teachers

The supervisory process scemed (o go through three vague, indistinct stages:

* The formal and informal supervision.

* The decision to dismiss the teacher.
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In each instance, complaints Icad to closer scrutiny of the scacher. However, the
supervisory process tended to be disjointed, and scemed to be affected by cvents from
outside the classroom. Factors which tended 1o disrupt the process were:

* Most of the tcachers suffered from psychological distress duning the period of the
intense supcrvision.
* Changes in supervisory personnel, which resulted in different messages being given
(o the teachers.
* The evaluations also scemed 10 be affected by the personal relationships between the
tcacher and the supervisor.
ISSUES OF CARING AND JUSTICE
All of the teachers talked at length about how they had been able to teach successfully in
one situation, but had experienced considerable dif| ficulty in others. The tcachers suggested
that a major factor was the degree of support they received from administration, and
whether they felt the administration had treated them fairly. Each tcacher felt that a
meaningful personal relationship with the administrators was a necessary condition for
support (o occur.
The Need for a Supportive Environment
The teachers talked about the need for positive re-enforcement from administrators,
parents or from other teachers. They felt this afTected their teaching performanc
The climate affects motivation. Betty talked about the differences in climate
between Christopher Day and Evert Farr Elementary:
And the administration is much different. I go in there and you can just feel that
Ihe atmosphere is a different kind. Whereas, | can walk inlo the first school that I

was al, right now and I could have coffee in the st [ room and | could feel iotally a
m.lmldmrdolbalalﬁnﬂl"m.mﬂk ' el

Well, 1 don't really feel




space for nol keeping quite up o professional standards. You felt with that you
wanled (o do an even better ]of
The fecling of working together, and of belicving in each other seemed to make the job
much morc enjoyablc. In addition, Betty talked about the effect of praisc on onc's sclf-
confidence, and on the quality of work they want to do.

It’s amazing when people give you a little bit of praise how much confidence
you can build and how much better a job you want 1o do. You know, automatically,
You do a belter job. But it's amazing how much more You wanti to put inlo it

The need for a personal relationship with the supervisor. Mos! teachers
talked about the nced w establish and maintain a relationship with the supervisor, a
relationship in which they were recognized as people with feclings, hopes and needs.
However, each person, at times, felt that the administrators were not interested in sucha
relationship. Charles recalled his feelings after he came back from long term disability:

And, 1 got some snubbing on staff, not the ones who really mattered 1o me —
you're bound 10 meet some people who dislike you on first sight. But, | must say
the principal here, and the vice-principal deliberately set out to ostracize me. So
we're in a group — they are there, t0o. I'm in that group and make some kind of
conversation, and they would turn their backs on me, walk away.

Betty described a situation which illustrated the impersonal relationship which existed
between her and the principal:

The principal runs a very tight ship, there. Everything has 10 look just so. He's
a perfectionist, but he basically has no emotion. Like everything is by the book and
([)mdon'tpllowil.zugamunkm in your mailbox. He never comes io
you and says “Can I help you with anything?” It's all done with little notes. Like,
afier all of this stuf), he wouldn’t even talk to me.

And, 1 had a field trip planned for the grade 2--3 and the grode 3 [classes].
Well, the day of the field trip, one of my little girls couldn't come. And I was
walking by his office to get 10 my classroom. He knocked on the window of the
office and held up a sticky note which said “Angie won't be coming today.” He
ripped it off the window and walked away from me.

Some administrators scem (0 have the right combination of attitude and abilities to work
effectively with marginal teachers. Debra spoke of the different feclings she had about
Varnous supervisors.

Some [supervisors| have a natural lendency of how 10 deal with situations.
Ihyhawmjuhmudﬁndghudueythuojmasapem. 100, not just



as “Well, you're a ‘teacher’, and we want the best for our students. We have 1o get
something different. You're Justan item.”

Later she recalled a conversation which illustrated a lack of tact and thoughtfulness, and
which affected her trust in administrators:
The principal had called me into his office and told me that he was going 1o see

that I never 1aught again, and he was going 1o get rid of me. He's done this before
and he knows how to do it. He knows how 10 gel rid of teachers, and he's going 10
be rid of me. Now, things were going good, I didn’t have any discipline problems
in my classroom ~ there were no problems ai all! It was just something, I don't
know what, [that] I had said or done that 8ol him on my case.

Thesc comments from Debra were not uncommon as a number of tcachers talked about
the sense that they were viewed as replaceabie parts in the educational cnterprisce, rather
than as people who were teaching. In some instances, the teachers described specific events
which revealed the lack of consid

ration for the joys and frustrations they were
experiencing.
Critical Incidents

Each of the teachers talked about one or two incidents which had a profound effect on
the relationship between the teacher and the supervisor. In cach of the these, the icachers
felt the supervisor was both unjust and uncaring. What follows arc the teachers’
descriptions of two of those incidents. The first was described by Betty.

wﬂedoﬂmgﬂ;nﬂmppgmqﬂlﬁaxgﬂ, okay, we're going 10 get Conrtney
lo read. So here he was, in grade two — he had nothing to follow him from
kindergarten io grade two except these new LP.P.’S that | had made up. We
Mth:;:gm. “GhyCouﬁgymrzgaIu;mmd“Aﬁm worked and worked with

After Christmas, 1 think it was February, the assistant superiniendent came in,
audskmsmdyh“ng&skminﬁnkmwmkﬁnm
mm:ﬂylm#mm&ﬁdsmﬂreﬂdwmbcﬁzrwl
would read 1o them. And it just 30 happe 1 that it was Courtney’s turn. It was the
very irst time that Courtney was going lo read o the class. And | thoughi, well, |
m:mmmm*a_ ling for the five minutes. Couriney can’t read
— and he was going 10 read 1o the class, ell.be.ﬂmzdrzddiugmilmmnj

Mayer booi mqmalﬂnfnumzm:m&tkgwy
Mm&htkredﬁi&mwojaﬂnkmmﬂq‘
¥ remembering. And | ikought, whal is she going 1o
cowrse, Co.mymaﬁﬁﬂlﬂﬂnﬂlm “Well, bless your heart.” And
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then another kid said, “Courtney, you are a very good reader. You're doing very
well.” And so Courtney just kept on reading. When he was done the book, he

closed it and they all clapped for him.

And | just thought, “Surely, she can see the goodness in this. Well, this is a
miracle and I'm glad she is here 10 see i1.” So she said, in her sort of coldish tone,
“Well, I'll be back 10 see you when you're in library and discuss what I've written
about you.” So she came in library and I was so excited, | thought “She has just
witnessed a miracle. This is the greatest thing. Look what it did Jor Courtney.” |
mean, she could see wha it did for the little guy, and all the rest of the class were
behind him. I mean, for him 10 go from not reading at all 1o sit up in fromt of the
class.... 1 thought, “Well, I've got it. She’ll see that we're doing something.” She
came and lalked about that the classroom was decorated beautifully, and then she
said, “But your times for moving from one sul ‘ect 1o another 1o another was too
long, way 100 long.” She felt that the transition times — that I had 1o work on it
because it was way too long. And basically, she went over the obvious things, like,
you know, my dress, and how I take care of myself was very good, and I mean,
like “Big deal!” and then very obvious things but nothing aboxut my teaching, and
then at the end, she said, “Ob, it looks like Courtney has fit in quite well into your
class.” Period. That's all.

That was February and it was just like “How much more can I do here? I mean,
what do you want me 1o do?"

S0 there was nothing that | could say o her, and | Jelt like 1 just wanted 10 just
rip up the evaluation. But 1 felt that if 1 did anything tiien they can pin me for it.
You know, if | tell her off or if I tell her this is a crock, they’ll just throw that into
my face, too. So basically, I just had o grit my teeth and bear it.

The superintendent’s intervention. The second incident was described by Allan,
He had been off for sick leave for two weeks prior to the Christmas break. After the break,
he returned and taught for about (wo weeks before getting sick again. At about this time,
some parenis complained about his teaching performance o the superintendent.

sick, I got a sub in. [The superiniendens| came over 10 the principal, and told
Mkwmnakwwbﬁmmmwlhh't been doing some things for
them, and that [the studenis | were getting nolIduLom of i, and that kind of thing.
So he wanied [the principal] 10 go down 10 the classroom and tell them that,
e o and ld [ geimenton e s e e crom. [ The principa
re o superintendent ] ke’ so. So did,
— he went into the class and told the kids.

The sub, who was in at the time, loldmelhis....acoupleoftkudscmupn
her afierwards and told her that some kids had been lying because they had
worksheels, they had review sheets, Mbadcmndalltksuﬂandlminm
process of ielling them what was going o be on the exam. In fact I had given them
amtslamjulkdayk]on.am:ket.mmrmrzuuglhatmgdag
lo be on the exam. They told this substitute teacher, 3o s wen! and sold the



1 talked 10 him about it too, | went and saw him, because | was really upset, |
was just fuming - whew! | was fuming when | heard tha.... So, | went over and
talked 10 [the principal | and he said that he hadn't got hold of [the superintendent |
~ he had tried 1o, but [the superintendent | was in a meeling or m’ﬁzg So after
that I never went back again. So I don't know if he ever got hold of [the

superintendent to tell him| that these kids were lying.

lo leave teaching. He felt that he needed the support of the administration beforc he could
perform his teaching duties in a satisfactory manner, and this incident convinced him that
he did not have that support. In addition, it appeared that the incident suggested that the

superintendent questioned his personal intcgrity. Allan could acoept that his performance

would treat the students unfairly in any manner.
Flaws in the Supervisory Process
The teachers raised a number of issues related to the ethic of justice when tatking about
the supervisory process. These included concerns about:
* Observer biascs.
* Hurried evaluations.
* Mixed and conflicting messages 10 the icachers.
Theyalmfdlﬂi:mpuvmmyptmpmwded:wdemeofalaﬂkdcanngm the part
administration and the teacher varied greatly from administrator 10 administrator., They

* They taught better in an environment where they felt supported.
-Smmmmmmemuwmmmmmpmﬂewm
* Praisc was important to motivate and sustain them.



THE EMOTIONAL IMPACT ON THE TEACHER
Throughout the interviews, all tcachers made numerous comments about their

cmotonal well-being. Some teachers experienced proiroms with classroot
found tcaching very stressful. These teachers expressed that they wanted to leave
classroom tcaching, but were trapped by financial pressures and the inability to move to
another occupation. Some teachers experienced health problems due to the stress from
tcaching or from personal problems, and, in addition, the supervisory process proved (o be
very distressing for each of the teachers. Each of these had an effect on their emotional

determine the emotional impact of the supervisory process.
The tcachers experienced a range of emotions during the evaluations. Some indicated

the expericnces affected their sclf-esteem, sense of worth and confidence. Al times, they
fclt angry or bitter, while at other times they felt distraught and nearly overcome with
dmrTheylmdedmbecmmadmdfmﬂﬂTandmumhﬂmmmb
overcome this.
Losing Control

The teachers talked of many different forms of losing control, including control of their
time and of choices in their own lives. For example, Allan talked of the incredible amount
of time he spent marking student assignments and preparing for classes:

 And then I'd go down and work in the den, doing corrections and lesson
planning and what noi. I'd be down there as early as 7:30 probably, sometimes a
litrle later, depending upon whether 1 had a meeting or not. And generally it would
hﬁdﬁgﬁmﬁrw&nlmmm sometimes as early as 11:30, but quite

ChMyaﬁemaﬁmﬂngsmdwhr&hwta in. I had 100
much work 1o do. At leass | felt | had. Well, 1 did, I did have a lot o work to do. It

Ilmmﬁﬁmhmd’hﬁmfﬂummmhmd’
hrmlnhm:hymbm their planning and teaching



practices (o satisfy the demands of the supervisors. In addition, some fclt like they had
been shunted from one school to another, while another felt she had allowed the
administrators to take advantage of her:
Basically, when I look back, I was pretty much someone just that they could
walk on. And I didn’t really fighi Jor myself. But | though, well, he's a
superintendeni — he knows whether or not I'm a good teacher. So 1 basically put
all of my faith into what he said.
The loss of the sense of control was affected by the way the tcachers viewed
themselves. In cach case, their sensc of self-worth was very low.
Effects on the Psyche
Some teachers tended 1o talk quite a lot about the effects on their cmotional well-being,
while others were more restrained. ¥hat follows are selected comments from three
teachers. Debra experienced a number of formal or informal unsatisfactory evaluations
from administrators, and this lowered her sclf-confi idence, and created a distrust of
administrators. She described her fear of evaluations and of conf| rontations:
After 1 had gone through all this with that principal, my self-confidence — | had

lost weight, I couldn’t sieep, | had to take sleeping pills, I went through a series «:f
isical and mental problems. Because of that, I was very edgy. Every little thin

was always waicking me. And | know, because | would gel these litle motes from
him all the time. | finally was working again, bringing myself up. Now it was time
Jor an evaluation again.. ..

That's how it has been. Problems with evalnation, or anyone coming in — right
now | totally clam ip and freak out. Any crilicism whatever, and it's the end, 1 just
can’t take it. There's a lot ajpu;thbfknl[dungel You work so hard 1o build up
your self-confidence again, [your self-| assurance. And one little thing can just
miz&m&m;{gﬂbﬁek'm;agﬁm

The notice from dwmm:mmnmumﬂgwasgmng o recommend the

I cried for days. I had 10 g0 home that day when she 1old me — she told me in
lﬁemglmﬂnlmudm;ahmneanimh myself. | was just to1ally

" ﬂiﬁlﬁﬂmﬁﬂmwﬁkmﬁibne&immu

through a long depression. You even have suicidal thoughis. That's
sunity. My parent and my relatives live in this community. The



shame — you don’t want 1o tell them. I did tell them, I was very open with them,
They have 1o deal with it 100,

Dcebra expericnced a loss of confidence, a sense of betraval of trust, and emotional
problems as a result of the supervisory process. Betty had similar expeniences.

It was May so 1 had another five weeks 10 Ro. I was devastated, so much so
that 1 felt that I couldn’t apply any place else because 1 Jelt D wouldn't be able 10 sell
myself. And still, basically, going into another school vear, I'm very content to
sub. It's like I'm 1oo fearful to sell myself. And | never used 10 be like this, ever. |
mean, 1 fell like I was a very good 1. acher, and 1 felt like | had the confidence
behind me and 1 felt like 1 could stand up for what I was saving. And afier the
report that I was given — I don’t have that now, and that's devastating. And that's
part of the reason we're wanting 1o move.

Betty felt the stress from tcaching in the Evert Farr Elementary School, and from the
evaluations affected her physically as wel! as emotionally:

When you're siressed out, I mean, everything else in your body is just so
and I could feel it, | could fee! how wired | was. You know, when vou have
constant headaches, and then, my weight dropped reclly badly, because | Jelt like 1
can’t eat anything because it all makes me sick. Yes, it'’s much better: it's much
calmer, excepl there is still that nagging feeling of what if don't get a job.

The experience caused her to doubt her abilities as a tcacher:

But there's this awful feeling, still, well, maybe | am just a terrible teacher. I've
8ol 1o really fight with that.... Like when you asked me a question like that, my
first immediate response is because I'm a terrible teacher, and that's why I was
treated like that. Obviously, | must have done something terrible 1o [have this

happen).

family and professional support to overcome many of the doubts. She talked about the
substituic teaching she was doing in a different jurisdiction, and her success in dealing with
the medical problems:

So basically, what we're doing is we're moving on a lot of faith. We're even
buying a home, our first home and it’s like “Gee whiz, | don'l know if we should
be doing this, because I don’t know what kind of work I'll be getting.” But, for
me, it’s just the feeling :ﬂzing in a new environment. | am really excited and I'm
starting to feel some of that excitement and energy come back.

And the depression actually lified in February, 100. We got through a lot of
things so that was a miracle. | had thought | will probably Jeel this way for the rest
of my life. And | feel hopeful now. | am looking forward 10 things, and my
hs is really behind me so, that’s a really greal thing.




Betty 15 hopeful about her future, and is looking forward 1o returning to tcaching.
Allan, on the other hand, has grave doubts that he will ever teach again, or cven want to
tcach again. Allan had suffered from stress-related illness, and, consequently found it
dillicult to scparate the emotional responses o the illness from the responses 1o the
SUPCIVISOTY ProCess.

When asked for his reactions to the superintendent’s suggestion that he resign, after
coming back from the sick Icave, Allan responded:

Yes. Well the second time wasn'1 as great a shock, | Sypfgs; as the first time.
I thought — I was really — what really hurt was it seemed like | was being kicked
while 1 was down. I think the timing was terrible. I don't know Jrom his
perspective or the board’s perspective that timing would make a difference. That's
what hurt me — 1 had no inkling thai this was coming.

When faced with the decision of whether to accept the Board's offer, and resign, or
stay and retumn to place a long term disability claim, Allan considered the following:

Well, 1 guess I've never been not wanted. There's not much point in me
staying. How am I going 10 feel? Am I going to be looking over my shoulder all the
lime? Am | going to be back to where I was before?... But, I decided if I really
wasn't wanted, I might as well [resign]. And it wouldn't be fair to the kids 10 dump
them in the middle of the year again. It might be different with the kids, but..J
might end up being back to where I was, which I didn't want.

Allan recognized that tcaching has changed, and he wasn't sure if he had the skills and
attitude nccessary to succeed in the different eavironment:

I've had time to think about it, and I think teachers and kids are not the same a.
they were. There's as lot of differences and | don't think I've adjusted as well as |
should have. I don’t know if I could. To be honest with you I don’t know if I could
readjust 1o that. I find the kids a lot less mature.... I'm not too sure I even want to
80 back. Like | said earlier. I don’t think 1 can cope with it anymore.

Allan was not sure what he would do after he recovered, but the longer he talked, the
more apparent it became that he would not return to teaching.

Becoming Isolated

Receiving an unsatisfactory evaluation caused some teachers to withdraw from any
{orm of interaction with the administration or with other teachers. They were aware that the
principal wantcd them to leave the school, and felt that many staff members shared that
fecling. Debra madc the following comments about her experiences after the assistant



superintendent informed her that she was going (o recommend the temunation of Debra's
contract:

So 1 [elt very isolated and had nowhere 1o turn. Maybe, because once that
happened, the principal says, I really don’t want vou to be teac hing here next vear,
either” Everybody deserted ship, 100. I was a wreck for a while. Thank goodness it
was a Friday when she came, so it gave e time 10 work things out so that I could
come back on Monday. It was hard. The only support I had was my husband.

isolated from staff, students and the administration. Two factors scemed 1o affect this sense

of isolation. The first was that the tcachers scemed to feel that other statl members didn"t

avoid association with the staff or with students. The sccond was a lack of understanding
about the nature of mental illness, and especially the recognition that it can be treated
successfully.

Allan talked of his feclings while he was on long tcrm disability Icave:

Al first I tried to schedule my walks to go when | was least likely 10 meet
Studenis or teachers. And, of course, with the open climate, when kids are off and
they don’t have 10 go to a classroom o, they can leave and they du. Occasional, lly I'd
run into them. Afler the first couple of times, it became easier. A student worked in
the store, and when I went in there, he was always Jriendly, and wanted me 10

come back [to teach]. So that helped a lot.

1 think the hardest part was with the teachers, 10 be honest with you. Some of

the teachers, some of my friends ihat are teachers have been really supportive.
There's a couple that have been very supportive. Bui others — there are a couple
that just can’t [accept I'm ill].... I did go o a couple of staff parties. The first one
was tough, really tough. Most of the teachers didn't know how 1o talk 10 me. |
think I felt very uncomfortable because I knew they felt uncomforiable.

Charles experienced similar feelings of isolation and discomfort after his return from
iliness. He had this to say:

Mmmlﬂm&thmwllmmwlmauykhl&za
cheat, you know, that I was taking advantage of the system. And anyway we
suffered I8k March 1o November. Then, | decided | must try again. So | went
back and stuck it out for 3 months.... '

My best friend on the staf) came 10 me one day and said “What's this I hear
about disability? " And | said “yes.” And he said, “Oh, you just need a rest, There is
nothing wi MM“BHkm;&plmlmmmm:maguyl
had been ieaching with, at that siage, for somet) ing like 16 years. But | understand,

A



now, that it is difficult to accept this, you know. They've known you and it really
shouldn't be because you've proved yourself.

Betty fclt that the administration did not belicve that a teacher could recover from mental
ilincsses such as depression or anorcxia, and so the administration simply rcfused to
acknowledge the personal problems she was experiencing.

And of course, people with anorexia are totally nuts. I could feel, I could Jeel
that kind of tension in the school and nobody would 1alk about it with me. I would
be more than willing to discuss it. I mean, you know, if people come up 1o me and
say “You suffered with anorexia, can you, can you...?” I'm more than happy to
lalk about i1. You know, it’s just when everything is kept so secretive and so you
Just feel like you're living in this dark place where nothing is suppose 1o come out
and you're just suppose 10 look like you're very professional on the outside....

Also, another thing that I would have really appreciated is Jor it 1o have been
totally brought to the front. You know, and said “Is it true that you have anorexia?
and is it true that you are dealing with all kind of abuse in your background? and tell
us about i1.” I mean, I would have been more than willing 1o have say this is the
process that you go and all these things that you see on Oprah, | mean, that really

happens. It just made me feel like an outcast and it made me Jeel like I wasn't
strong enough 1o deal with it1.

The tcachers experienced a range of emotions which were directly or indirectly affected

by the supervisory process. These included:

* Fecling a scnsc that they had lost control over time and over events in their lives.

* Loss of scif-confidence, and increased doubts about their abilities to teach
successfully.

* Increased health problems related 10 stress. The health problems often led to long term
medical Icaves, which created a sense of isolation from staff and students, and in
some cases, a fecling of guilt lhat they were not teaching.

SUMMARY OF FINDINGS — THE TEACHERS’ PERSPECTIVE
Four teachers who had been forced to resign, or forced to take a year's leave of absence
were interviewed about their experiences before, during and after the decision to leave their
position. The teachers had very different backgrounds: thus, their stories were very
different. However, three themes, related 10 the supervisory process, issues of caring and
justice, and the emotional impact of the cvents on the teacher did emerge.
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The supcrvisory process. The cvaluation of the tcachers followed a vaguc,
* Identification. The tcachers were identificd through complaints o the principal
or superintendent. In most instances, the complaints originated from parcnts,
although in onc case history, the complaints were generated by a teacher's de.

* Formal and informal supervision. The supervisors followed up the

cfuiesupervismypitmsgemedmhcpmﬂydm.smcmwgm instances of
, none of the teachers

conflicting judgments, and biased evaluations. Furtherme
felt the fecdback received from the supervisors helped them improve.

* The decision to dismiss. The decision to dismiss the teacher often appcared
(o have been made for non-mstm:umﬂl reasons as much as instructional reasons,
It did not appear that the formal classroom observations had much impact on the
final decision. _

Issues of earing and justice. Throughout the interviews, the tcachers made
reference to the importance of being treated fairly and with dignity and respect. They felt

* A supportive environment. The climate of some schools was conduc, ve 10
teachers working together, and this enhanced the teacher’s motivation to do well.
However, the climate of other schools seemed to lead to confrontation and to
teachers working in isolation. The key person who influenced the climate was the
principal.
administrators did not scem to recognize them as peopie, but rather treated them
as replaceable parts who were 10 be kept around if they provided a uscful service,

S



but who were to be discarded as soon as the service was no longer considered
sausfactory.

¢ Critical incidents. The tcachers cach described onc or two critical incidents
which had a profound cffect on them. They felt they were treated both unfairly
and in an uncaring manncr, and this symbolized how the tcachers perceived the
administrators fclt about them.

The emotional impact on the teacher. Three sub-themes cmergee! &+ the
teachers’ comments related to the emotional impact of the scries of cvess. - hich bead
them caving their teaching position. These included:

* Losing control. The teachers suggested that they felt as = -wgt =1 lom
control of many aspects of their lives. Tremendous amowst -~ v« requesed
lo deal with the real or imagined pressures they experiemcet Tius affected ther
family life, and their teaching. In addition, some expreswss i | ccling that they
had lost much of their decision-making ability as they wtes 1~ iea=® m a manner
which would satisfy the supervisors.

* Effect on their psyche. Each of the teachers cxperiemeed a drammatic decrease
in sclf-confidence, combined with increased seif-doubts about his or her teaching
ability. This was often coupled with physical symptoms of weight loss,
headaches, and difficulty with sleeping.

* Becoming isolated. The teachers reporied they felt isolated from the
administration and stafl both during the time of intense supervision, and during
periods of medical leave. The isolation was affected by a sense of guilt for being
off work, and by a lack of understanding of stress-related or mental iliness by
members of staff.

The stories of four teachers who were forced 1o lcave their teaching positions provide
personal perspectives into the issues associated with the forced resignations of teachers.
Theac findings will be discussed in the next section.
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DISCUSSION
FORCED RESIGNATIONS — THE TEACHERS' PERSPECTIVE

The discussion will be organized around the three themes which cmerged from the
findings: (a) the supervisory process, (b) issucs of caring and justice, and (¢) the emotional
impaci on the teachers. However, before those aspects arc discussed it 1s necessary (o
review some aspects of the study of the A.T.A. files, and 10 provide some concluding
comments about cach of the four teachers.
Review of Alberta Teachers’ Association Files

An carlier chapter contained the summary of the analysis of the files of 39 tcachers who
had requested assistance from the Alberta Teachers® Association because their SUPCTVISOrS
perceived the teachers were providing unsatisfactory service. A group of 11 teachers was
identified as ones who would be suitable respondents for this portion of the study. Of that
group, only five icachers could be contacted, and four agreed 10 be interviewed.

files suggested the supervisory process was done poorly. The perceptions gained from the
interviews and from the repeated reading of the transcripts have re-affirmed the conviction
that the evaluations could have been conducted more effectively. Thus, the supervisory
process experienced by three of the four teachers may illustrate many practises which are 0
be avoided.
The Teachers Revisited

One of the central issucs in a summative evaluation is “Should the teacher continue
teaching, or should the teacher be dismissed?” Weat follows is my judgment about the four
teachers. This judgment is based on my interpretation of the information found in the filcs
provided by the Alberta Teachers’ Association and from impressions gained through
interviews with the teachers and informal conversations with the A.T.A. staff officers who



had worked with the teachers. The criteria used to formulate the judgments were the
standards of minimum compelency as defined by the Board of Reference hearings and
outlined in Chapter Four.

expenienced problems with classroom management for a number of years, and that he was
cxpericncing increasing difficultics in recent years. He recognized that the students had
changed, but that he had not made appropriate adjustments (o his icaching.

technique which, at times, is used by teachers to control, rather that teach students. He
sclected audio-visual materials on the basis of convenience, rather than effectiveness. In

In spite of these obvious weaknes:
and was commitied (o providing the best quality of instruction possible. However, the

stress he experienced affected his confidence and abilities to the point that it was taking
longer and longer to complete the work he felt was required. Allan recognized this, and it
Qaamedmbeamajﬁrfﬂﬁinhﬁdgciimmmpmghﬂrd‘mﬁﬁﬁﬁgm

Itis my belief that both Allan and the students were best served by this decision. It is
doubtful if Allan would have recognized the degree to which his teaching performance had
mmmhﬁnmfmﬂlnmmbyhmlmmmh
warranted. Ehwwaitmm&wmgvmnﬂeqmgtdmmghfm
mhsﬁﬂungpﬁmbmpaaphﬂMrﬂﬂbhh:hng
eﬂeeuvmmdmhelﬁlm;mefmufhmnmwlmﬂmh
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resolved many of the personal probiems which had plagucd her throughout her teaching
career — the depression had lifted, and the catirg disorders were under control. She
looked, talked and acted like a person who had great enthusiasm and cncrgy. Thus, the

which would have been formed a year carlier.

However, throughout the interview, Betty talked about her relationship with students,
and with other teachers. The relationships she described were ones which were based ona
sense of caring and commitment 103 common goal — that of helping students lcam.
Repeated readings of the transcripts reinforced the perception that Betty could be a very
good, dynamic teacher. It appeared that the decision to not renew her contract was made
primarily for reasons other than her teaching ability — conflict between the principal and
the teacher, concems about her health, or simply the desire of the principal and the
superintendent to exercise power over the teacher. In Betty’s casc, it appcared that the
evaluation and decision-making process were both flawed and unfair.

Charles, trapped in a changing environment. Charlcs was the oldest of the

it not been for financial pressures (o continuc. The supervisnry proocss was long and
drawn out, but this was due, in part, to the various periods of illness Charles experienced.
The administration tried placing Charles in a elemes tary school position in the hope that he
would have fewer discipline problems. However, the problems persisted in both the
Mrymddwjunmhghplmnentandﬂﬂﬂﬁmmlﬁvcmhhhang
accepied at the elementary school. There was evidence of formal and informal supervision
in both schools, and the high school principal did atiempt 10 work with hm with regards 10
the discipline concerns.

Charles acknowledged that some of his teaching skills had deteriorated during the last
years, and further, that he bad been unable (o adapt 1o the changes in the students. The
teacher seemed bbamﬁﬂmﬂgmﬂemwﬁ.amﬁmmﬁkﬁyim@




teacher. However, he secmed relieved and happy to be out of the tcaching profession. The
process used (o force him (o resign seemed 1o be both fair and effective, and the financial

isting him through the transition to retirement.

scttiement was a means of ass
Debra, still struggling to find her niche. Dcbra and her account was the most
puzzling of the stories told by the four teachers. The file accumulated by the Alberta
Teachers’ Association, and Debra’s story both indicate that she has been accused of
providing unsatisfactory performance by a number of administrators over many years. The
fact that at least two principals and two central office administrators were concerned enough
about her teaching performance to consider recommending the termination of her contract
suggests there were more problems that she revealed in the interview. She also indicated on
two occasions that she would like to leave teaching, although she would like to remain in a
related ficld. These factors combine to suggest that her teaching performance was not
satisfactory.
cvaluations. Howev.x, the file and her comments both suggest that the evaluations tended
whwduwmunﬂahnmdamnﬁmlmm?ﬁhpﬂ:
wasunableloimpmvefmmﬂtefﬂﬂdbackpmvid&darwamfﬁgdtoregi;nba:migm
mdmnnmmamdmimmmmmuhﬂgenmem
process. Inmhuwa&.:tmﬂm&h:r;mnmngmmﬂemiﬂm,
supervisory process was flawed, and 0 was inefTective.




THE SUPERVISORY PROCESS
The discission related to the supervisory process will focus on the strengths and the

some validity to the complaints, and so further actions were impicmented.

Some supervisors also atiempied 10 provide assistance (o the teacher involved. The
person who supplied the assistance varied; in Betty's case, it was provided by the director
of special education, while in Debra’s casc, onc assistant supcriniendent was particularly
niche. Charles was given the opportunity to teach in the elementary school in hopes that he
would be more effective in classroom management. Debra was given the opportunity o
transfer (0 a school on a Hutterite colony, where the students were less disruptive, and
SUpervisors were responsive 10 complaints from the community, and made cfforts o help

Some of the case histories illustrate a number of weaknesses. These include biased
obecrvers, uncthical practices, hurried evaluations, and mixed messa pes (0 the teacher




Biased observers. Most lcachers felt the supervisors concluded prior to the
cvaluation that he or she ‘vas providing unsatisfactory service and carried out the
cvaluations to gain support for that conclusion. For cxample, the administrators who
conducted the cvaluations of Belly scemed to have decided carly in the school year that they
v-ere going 1o release her. The cvaluations tended 1o be short, and focused on the negative
aspects of the lesson while ignoring the more positive aspects. Furthermore, it appeared
that the cvaluators were not willing to acknowledge Betty's attempts to improve upon the
perceived weaknesses in planning. Thus, Betty's concerns about problems of bias appear
1o have somc basis.

This concern about bias is not unique to these four teachers. The Joint Commitiee on
Standards of Educational Evaluation (1988) acknowledged this problem and developed a
standard 1o assist educational organizations in dealing with the concern: “The evaluation
process should provide safeguards against bias, 90 that the evaluatee'’s qualifications or
performance arc asscssed fairly™ (p.114). They continued by stating “there is constant
potential for the intrusion of bias in personnel evaluations. Evaluations are biased if
Jjudgments are reached partially or totally on considerations irrelevant to the Job” (p. 114).
Furthermore, they indicated that a common efror of educational institutions is to continue
using evaluators where their biascs are apparent.

Unethical practices. The findings that relaic to the supervisory process revealed
actions which may be considered unethical. An example was the letter sent by the principal
to parents which explained the reasons why the teacher aide was moved from Betty's
classroom. The letter concluded with the statement: “Teachers are reguiarly evaluated and
{the seacher’s | classroom will be wisited by District Office Administration and quite
extensively by School Administrators this year o prepare a thorough ieaching and program
evalnation.”

Because the discussion of any aspect of a teacher's evaluation with parents is
considered uncthical, this practice should not be condoned. Furthermore, this statement
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amounts to a threat as it implics that the wacher has been cngaged in some actions or
practices which are inappropniate. In addition, it suggests that the truc purpose of upcoming
cvaluation was (o control the tcacher, rather than promoltc tcacher growth, or 1o lead to
Judgments about performance.

The second example occurred when Debra asked the supcriniendent o transicr her as
she felt she could not work with the new principal. The supenntendent replicd:

“You're not going 10 be teaching next year, anyway.” I thought, he hasn't even
come oul 1o see me and he's already got this judgment of me? He says “I'm going
{o come out there and evaluate you”.

In both cases, the threat of evaluations could be viewed as mechanisms to control the
teacher; to exert power over the teacher, and (o ensure the tcacher carricd owt the directives
of the administrator without complaint. Unfortunately, this is not an unhcard-of purpose
for teacher evaluation. For exampie, Barth (1991) stated “Evaluation can also scrve the
needs of the principal. For some administrators, supervision is an opportunity 10 cxercise
‘power,’ to ‘show the flag,’ to remind teachers who has authority over whom™ (p. $6).

Such an approach to tcacher evaluation is likely to have an undesirable effect on the
relationship between the teacher and the administrator, and on the school climaie. This was
afinding of the TEPI Study which referred o the importance of the relationship between
the teacher and the evaluator:

The studies in this report reinforce the notion that icacher evaluation involves the
Mmmmawm must share a willingness 1 participate in
and an 'ngoﬂhepmceu.\vbeneithq'pmonmmaucormwimng
to participate fully in the venture, the process had little chance of success. This
10 the importance of trust in such relationships. A lack of undersianding of
pmcendnetolackofinformﬂioaorlodnddibenlcmmipulﬂimof
information suggests that one partncr in the relationship secks (o retain power.
(Alberta Education, in press, p. 306)

The authors also commented on the importance of the school culture on the eacher
cvaluation policy:

Many teachers used their icacher evaluation experience as an opportunity o reflect
on their ilosophy and practice but, unless there was a school culture which
discussion and reflection about their practices, few icachers were abie 1o

m&WMrmraququAM
mmwm'amdm:mu.mm goal-
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scting was practiced, and where teachers themsclves had setrhi%h standards for
their teaching proved (o be essential o sustaining this practicc. (Alberta Education,
in press, p. 305)

The two examples of unethical practice described carlier effectively destroyed the

relationship between the teacher and the administrator. Furthermore, it is highly likely that

influencing the school culture. As we will sce in chapter seven, the manner in which
administrators conduct cvaluations has more of an effect on the organizational culture than
docs the final outcome of a teacher evaluation.

Hurried and insufficient evaluations. Aswas noted earlier, the formal
cvaluations conducted through classroom observations were viewed by teachers as an ad

For cxample, during her final year, Betty deacribed two evaluations, conducted by two
different evaluators, cach lasting less than one half hour. Allan received one evaluation
from the principal, which he viewed as routine, while Debra reported receiving one
evaluation at the end of June from which the assistant superintendent concluded she was
somewhat regular supervision following the complaints about his teaching ability.

This approach can be contrasted mlhﬂ::ladneﬂ'mvemmrym
evident in some files provided by the Alberta Teachers’ Association. Recall that the process
deemed effective involved at lcast four distinct stages: (a) the identification of the problem,
(b) making recommendations, (c) providing time for improvement, and (d) subsequent re-
cvaluation. In comparison, the cvaluation process revealed through the interviews appeared
to involve one visit, with the judgment made following the visit.
seemed to be very little relationship between the observations and the decision reached.

The noed 1o cnsure comprehensive supervisory practises is supported by the Joint
Commitiee on Standards for Educational Evaluation (1988) who recognized that

evaluations vary in complexity and importance, [but]...when a personnel decision
i:iudﬁuh-?niﬂlhvebwheda‘enﬂinmlpudeme‘ ictates a thorough




and well-documented cvaluation....In gencral, more time and cffort should be
devoted to applying standards when personnel actions arc doubtful or potentially
controversial. (p. 9)
It would appear that hurried and insufficient cvaluations had more of an adverse than a
constructive effcct on the stated goals of promoting teacher growth and cnsuring
Mixed messages to the teacher following the observation. There were
numerous cxamples of inadequacies in the feedback given to the tcachers following formal
evaluations. Three of the teachers remarked that the ¢
needed to be more specific in the both the observations and the in crpretations of those
obscrvations. For example, McLaughlin and Pfeifer (1988) argued that

omments and reccommendations they

Specificity is important (o effective feedback in all organizations; it is cspecially

cnitical in educatio where teachers. .. judge their effectiveness primarily in tcrms of
student responses. Generalities or theoretical abstractions have little meaning for
teachers’ a ments of their performance or as a guide for growth. ...
Specificity also is critical because it enables the cvaluator (o engage the cvaluatee in
asscssment of evidence. Whereas interpretations may be disputed, data closely tied
to the observation or event allow individuals to draw their own conclusions. And
where disagreement occurs, evaluators and teachers can refer (0 what actually
occurred and interpret it together. (pp. 47, 48)
lnmelmmugmp:wmymemldhvebmmmmbyprmdmg
more meaningful, specific feedback. This feedback would have assisted the teacher in
l‘mulaungldﬂuﬂhdﬂﬂﬂngdh:mhamghunddmdpﬂm
performance which required improvement. Rather than concluding that he or she was
providing satisfactory service, the teacher would have emerged from the evaluations with a
realization that continued performance at the current standard would result in dismissal.
Snm:ﬁﬂhemdﬂnmggnmmdemmmemmMﬂ:
evaluator conveyed his or her findings, and 50 the pronouncement that the administrator

was going o recommend the possible termination of the teacher’s contract came as a

surprise.



The mpuﬁmmfﬂmmlﬂfmuddmewnummpmhnvehEﬁmm
by Carcy (1988) and by the Joint Commitice on Standards for Educational Evaluation
(1988). Carcy suggcested that the two most common problems which occur following the
cvaluation of a troubled teacher are (a) the supervisor is 100 nice, and (b) the comments and
subscquent report lack focus. He stated that such actions by the evaluator leaves “open the
door to accusations of inconsistency, whimsy, or unclear standards, none of which will
scrve the interests of the district” (p. 132). It was apparent that at least two of the eachers
received feedback which would be subject to such accusations.

The Joint Commitiec on Standards for Educational Evaluation (1988) indicated that one
of the standards of functional mpmﬁngwummmmuwhdim“dwumdy
accuraic and germanc, so that they are of practical value 10 the evaluatee” (p. 64). They
argued m&mﬂmtmhm:fmlmm;ﬁgm&nﬁmdhm
matiers, and 0 must contain clear, useful and relevant information. Thus, the need
expressed by the teachers (o receive more specific and substantive feedback following
formal supervision is strongly supported.

The Need for Fair and Comprehensive Supervision

What has emerged from the interviews is insight into the adverse effects of a poorly
dwﬂmnnhmmmMmmﬁadmm beervers
(b) uncthical practices, (c) hurried evaluations, and (d) unclear and contradictory messages

Weimfﬁmldﬂlbmemnd values that lead teachers (0 improve on the
basis of evaluation feedback also lead teachers to resi vnluhnlywh l‘nr.
m&mWiﬂﬁymmﬁlﬂnﬂnmA the

Wlﬁndmhpmiypafmm“emm their current
mmmmmmmmﬁpwuthm“



position and maintaining a comparable standard of living. The district was able 10
craft an individual package mvdvmg carly retirement, carcer counscling, and
benefit packages for individuals who secured their resignation, which. ..cnatle them
to leave with positive attitudes. (pp. 64, 65)
It seems that a fair and comprehensive approach would have been more effective than
the ad hoc supervisory process evident in these case historics,
ISSUES OF CARING AND JUSTICE
The interviews with the iachers suggested that they were concerned about the cthics of
canng and justice. They wanted the supervisors (o treat them fairly, but at the same time,
they expressed the need to have a meaningful relationship with their supervisor. They did
not want to be treated in an impartial, detached sort of way but rather, they wanted 10
respected as complete people, cach with a unique history, with their own nceds, and with

successful, while in other schools, they felt heavily criticized and under attack. They
attributed the difference lmhedegme e of support lheymwedfmu:pnnmﬂ and they

’,,;'ﬂ;ﬁ:ﬂﬂﬁnlmmmmmmplmﬂiﬂmgo

elation ,;p.lfthelshs-pimpilmlm can be cha 17ed
uhalpl‘ul T\re trusting, revealing of craft kmwiedg: 50 100 will mher:
To the ex teacher-principal interactions are suspicious, -guarded, distant,
adversarial, mmij ﬂmllkéyhguﬁhhmmg

school. The relationship between teacher and pr incipal scems to have an
extraordinan amﬂlfylngéfm.llmmi ationships will be. (p. 19)
Themmdhrﬂﬁmﬂupmhmmhm:nmhem
fwﬁaﬂm;umhpﬂmpﬂﬁemmwﬂlmﬁﬁﬂﬂmdﬂmhﬁmm
created the fecling that they, as teachers, were unimportant.
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Betty found the reaction of the supervisor painful on a personal level, because the
reaction caused her o realize that no matter how well she performed, it would not be good
cnough. However, she was aiso hurt on the professional level because Courtney’s success

ugh. The supervisor, through
unity to share, with

that rare moment when a student makes a dramatic breakthre

her indifference, squandered that moment, and thus ruined an oppor

Betty, the joy of Courtney's achieve
Allan interpreted the superintendent’s action of allowing students to write Allan’s exam

ent.

using their textbooks and notebooks as both unfair and uncaring. It was unfair because the
students. The superintendent did not attempt to rine if there was another side (o the
Allan would test students unfairly, and it showed how little the superintendent knew about

to which the students were entitled, he worked exceptionally hard to provide the best
service he could, and 30 would not do anything (o put the students at a disadvantage. The

administrators, and suggest that the way the teacher feels about his or her work is
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mdmwhchmmndvcwdmlymﬂmm&ﬂbyk\maﬂngh
(1991) in their study of the expericnces of teachers ~ho went on long term disability. Jevne
and Zingle found “a common predictable describable process appears (0 be associated with
the onset of a health disabling condition™ (p. 236). This included denying the signs,
coming to acknowledge the symptoms, fecling less abie to teach, less enthusiastic about
teaching, less valued by administration, and more isolated from other staff members, They
found that “the experic oe of being on long term disability is riddled with multiple losscs
for all involved: this reality engenders strong feelings on behalf of all stakehold
over their own teaching. In many cases, they experienced additional stress when the (cacher
“has an insidious onset of an invisible disorder” (p. 12). As well, many of the tcachers fcht
Mah&m@gm@nmwmﬁﬂ:mdhmm

the potential to profound uﬂmn:gmvdympmuvﬂydgquﬂnydtheexpﬁm
of teaching, as well as the impact and experic ce of being on long term disability” (p. 238).
Tllllsﬂsmrmwbéhlhmﬂ‘iHlmmﬂihmErMBhwﬂly
important 10 the emotion wﬂl-hangdﬂghﬂallmﬁﬂnmmmﬂ
MpwmmmmmemmmHKMymmhmnﬂ

m(lmmhm“nmﬂmmmmeﬁm
poordy. thuﬁﬁmmulﬁhﬂdf:i; rics: (a) manageria
(c)omtmm.khfmwm&fﬁnpnm“ﬁ_pﬂ
enﬂoyanbmﬁemhkmﬁmmmmm
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experiencing, they may have acted differently toward the teachers. The administrator could
have changed the way in which he or she interacted with and evaluated the teacher, and
madc a conscious cffort to provide support to the teacher.

Each tcacher spoke of the desire 10 talk openly with the administrator about his o her
iliness and its cffect on his or her teaching. However, instead of cand'id dialogue, the
teachers felt shunned or, in those rare instances where conversations did occur, felt like

replaccable commodities, rather that valued individuals. For exampie, Debra commented:

Ymmjmumknuympeapk rople Mmumapemngﬁngm ugh
those things.

Charles had similar thoughts:
some kind of a deal — 1i lﬁcyrenﬂnzdllymwmedabmlwhﬂlﬁappum
MHmmmdFMIﬁmnﬁmhswhumdmgmnimy
Mmmagﬂmmlmmm&mEHdm:mm
mmmmmmuhvﬂmmm-mmmnm
lfuznpﬁvmmkﬁgumebgahmmmﬂuamaﬂmuﬁs
mmgbﬁphmhﬂufwhuhﬁfmmmmwfmﬂid

nol just a teacher. They have lo look at you as a whole [person.] You can’t separate
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CHAPTER SIX
FORCED RESIGNATIONS — THE SUPERVISORS' PERSPECTIVE

In the previous chapier, the discussion focused on the expenences of teachers which
led to their resignation or to the termination of their contracts and of the cffects the
supervision and termination have had on them. In this chapter, the focus shifis o the
experiences and emotional response of the administrators.

Interviews were conducted with ten supervisors who had been dircctly involved in the
forced resignation or formal termination of a tcacher. The ten supervisors included one
principal, as well as an assistant supcrintendent and a superintendent who were principals
at the time they were involved in the forced resignation or termination of contract, three
assistant superinicndents of larger rural boards, and four superintendents of small rural
boards. In each interview, the supervisor reviewed the case history, and in doing so,

mealedmanyofhisorherpemepﬁomofmewher.aswellupmv,iding consid
factual information on the series of events.

In addition, two interviews were held with superiniendents who have been in their
current positions for long periods, who are well respecied within the superintendency, and
who have found alternative approaches to forced resignations.

Thewesindiaiedﬂmﬁveofﬂnepcmfacedbmignweiedm teachers,
mwamwhoMMynﬁmmdmhﬂhisemmfmly
mmwdby(headndboudhuwmheqmuym-nmudbylﬂc-ﬂdﬁﬁm
The remaining three cases involved principals. One agreed to resign his designation, one
removed by board motion. He subsequently appealed 1o a Board of Reference, but the
removal of designation was upheid.

lnnmdlhewnhim.themorpmcipdMk&nﬂmgiﬁﬁqmﬁ
of stafl. One teacher had been transferred onto the stalT, and had come 10 the school with
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a long history of poor performance. The remaining two teachers were hired within two
years of the ime of decision (o move (0 lerminate.

The teachers described in five cases had health related problems, and took extended
sick Icaves or long term disability during the time of the intense supervision. Six teachers
consistently demonstrated low teaching skills, two had serious difficulties relating to
students, and two seemed (o have other commitments which took priority over their
profcssional performance.

The analysis of the transcripts from the interviews with the ten supervisors revealed
themes related (o (a) the supervisory process, (b) the sort of disruptive actions engaged in
by the teacher, (c) the emotional costs to the supervisor, and (d) the effects of the series of

the implications for the organizational culture will be discussed in the next chapter.
THE SUPERVISORY PROCESS

Tbesupervwayptocasrdaedtouchmwhonpufmmwmmhe
unsatisfactory tended 1o follow a sequence, although the length of time associated with
whsugeinunaeqmvaﬁedgrudy.mmpm(a)dle‘;),iicilﬁmdh
teacher whose pufmmwapuvdvedbbemﬁdmy.(b)emﬁrmﬁmd‘
concems, (c) identification of specific problems, (d) attempts to remediate the problems,
M(e)dndedsimmmebmumecmwbawdeWEdﬂgBmdnthe
mmmmmmmmmmammum‘
Ofm.ﬁum-md‘umﬁmdm.idenﬁﬁaﬁondapeﬁﬁemnﬂ
mbmmm-mmudamwdmhﬁmﬁgm
muﬁebeﬁ&ehﬁa’smdnﬂoymwmmemﬂf”l hicti
Identification of the Marginal Toacher

lnmmhmwuhmwbmpﬁmw
mmymmruwwmmamrmm




which teachers whose performance was perceived (o be unsatisfactory were identificd.
The names of schools and of tcachers have been changed to maintain anonymts-,

An assistant supcrinicndent who had been cemployed with the junsdiction for an
extended period acknowledged:

I knew her as a teacher in the Greenwood School. | had heard numerous
8ossip stories about her.... I've heard siories before, in the community. | know
that my son went through her class. There were incidents in the class that |
questioned, but I tended to put it off 10 my son exaggeraling what was
happening.... Anyway, the principal came 1o me and she was concerned. She
indicated that she was going 10 go in and she was going 10 start doing some
evaluations with the class.

Another assistant superintendent, who had also been cmployed by his junisdiction for
a long time, stated:

From time to time, we would have reports of problems in the classroom. It
could have been discipline, kids skippi g classes, paremts complaining that not
much is ning, and a general feeling, within the school and the commaunity
that “ , wl:Lare we employing this fellow? " Because he had built up this
reputation with the town, within the school and within the comnunity itself.

Asupeﬁntelﬂentmalledﬂumnnuinwhichlnbewncawmlhmunmdmin

question may not have been providing satisfactory performance:

Sotkinaialcouclniouthﬂldrewmlmw:gnyma noich teacher.
Bui some of the things that I ssarted hearing, then, certainly didn't corroborate
thal. Then I found, in fact, that there were severe problems with classroom
discipline, and the reason the kids were doing so well in the program was he
emuﬂ;ﬂygmlmuequmwuemwm l0o. So naturally, everyone
did well.

Anasodmmpuin(endentwuwdlawmofpownﬁalmwhcnaprindpd
was transfermred into his arca: |

ltma:ﬁuﬂonwkrekmwmuaprincipd[ortkﬁmmum
yearsagol.lkmiuamllﬂghwmm—gmdn 7 10 12. He was in
MpumonhrJor4yun.Mk¢mdmmdda-m
concerns, not only about his teaching, but his administration. Central Office, the
superiniendent in the area, felt thal maybe he could benefit from a differemt
Iranife wes arranged and ot wes o pleced 1 s pomewhere cle. So

was was e /] -9,

mknhm3w4m.ﬂmmmm.&mn
anolher transfer was arranged to my area, where he was in a Grade 1-9
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An assisiant superinicndent initially heard of the concerns about the teacher during
his first days as the principal of a large scheol:
While working in Axgust, I was there by myself up until the last 10 days, or so,

and | received a number of requests from parents to ensure that their son or
daughter didn’t have this particular teacher. That wasn't new to me —that kind of
thing happens. Bul, then when the vice-principals came on board, I quizzed them

a bit about this particular case, and they said that's nothing unussal.
Ampeﬂnwndcnumwaﬂ!grpcciﬁm,myqﬁcﬂyhﬁrddmmwiﬂuhg
principal of the community school. She recalled:
menauymmmangofhwbadykmaﬁmﬁgkm@
opemthmlmmlkyco-ldmnpmpk;zﬁmﬁn&gin
Studenuandpneuughomplmnadmm:qmnydm:mmpilm
instruction:

Almost right away in September, we started 10 get paremts and siudents
mﬁemkywmmﬁughhmtheydﬂulﬁgd cipal 1o go to0. 1
was gelting these growps of Studemts coming and saying “Can’t you do
something? We're not learning anything.”

whoaepufornmwupﬁuavedmhemnﬂmuywum;mfm

Wulmhﬂimaf&tﬁngslrmmdmdamm. NRquote,
cmuptkhlghxh@l m-hbﬁcnmmzmmmlkﬂgk
school.

mmrmmduﬂﬁzmnmvedbEMHg nsatisfactory
mndeaumhouﬂbﬁsmnﬁhmﬂnmap:ﬂhdﬁmﬁﬁ
mmﬁmmmbhheﬂﬁﬁnwhﬂgummw:mmrﬁ
complaints.
Cenfirmation of the Concerns
lndmw«ymﬁemmwmmmwhh
Mmmlummhmwmhyﬁemdmﬁi



reported to the central office supervisor; in some cases, the central office SUpCTVisOr
carried out the evaluation on his or her own; and in still other cascs, the evaluation was
conducted jointly by the central office supervisor and the principal.

A few central office administrators spoke of the noed (o obscrve other cachers

working in the samc arca before visiting the tcacher in qucstion as this provided an

opportunity to determine a performance bencl ark, and so increasc the validity of the

subsequent judgments.

Every teacher gets a school-based and a system-based evaluation, so the
leachers see that a patiern is there. But | believe that having external evaluation
is very important, because we're in a position to make comparisons — we can see
a bigger picture and we can recognize what might not seem like a problem. We

Another superintendent took sieps 10 ensure he was acclimatized 1o the standards and
ions of the grade or class in question:

 What I do is go 10 3 or 4 other classrooms first 1o see what the teachers are
dmngndmmqmdningmﬁenlgamkmkrmqnﬂmBzcaml
nezdmepoimqreﬁremzAudlcmm_ytkejnbudmeuellemgk becanse
I've been in four classrooms where they are good leachers and are doing the
same. Or the job is not well emough done. | don't make reference io the other four.
1 simply say it's just not good enough.

lnmdhmhmﬁmﬁmmluﬂmmmwivcdmﬂt

mpemmmkbwemnﬂdlﬂmmmwwmmm
superintendent had to direct the principal to conduct a formal evaluation before the
supeniniendent would become involved:
get something formal from you, so you betier gel on the process.” As soon as an
there, 1 feit that | had 10 get involved.
Comcerns abeut principals. The confirmation scemed 10 be more difficult for the




We sel out different goals and timelines 1o try to achieve certain ends, [and
agreed on| an assessmenl procedure. Part of that assessment procedure was
interviewing different staff members on certain points. We sort of wrote out the
script logether, and then | went through the interview procedures, consolidated
the resulls, and then came back and discussed them with him.

The supervision of the administrative aspect of the principals’ performance caused
somc central officc administrators more concerns than did the evaluation of their teaching
abilitics.

1 feel very confident about the supervision and evalation of teachers but the
evalualion of administrators is different. For one thing, their Job role is not so
clearly defined. And, in addition, in this school system, there was no
documentation of any sort for performance siandards Jor administrators. There
were no documentalion procedures for administrators. This Just had not been
done.

To alleviate this problem, the superintendent found it necessary (o have the Board
pass a policy on the cvaluation of administrators before she conducted the assessment.

Thus, although the tcacher who was perceived to be providing unsatisfactory
performance was identified through parents’ or board members’ complaints, the
supcrvisors engaged in formal supervision before making a judgment on the relative
merits of the teacher’s tcaching practice.

During the formal cvaluations, the supervisors observed the teacher or principal at
work, attempied to identify specific problems which affected the teaching or
administrative performance and, in almost all instances, gave suggestions (o help
remediate the concerns. Following are a number of examples of the manner in which the

A principal talked about the evaluation process he implemented. He was committed to
mmngdnwmmfurvﬂdnﬂnmﬁﬂmmmtmmm

Between the AP and 1, wgﬂmﬂm&lyﬂm“tkma
process. That would be writing up initial meetings, describing evalnation
processes, doing pre-conferences whick would address what was going 0 be
looked at in that particular portion of the evalnation. The evalnation is divided
into 4 different sections, and eack section would reguire a minimum of 2 visits
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I would go into the class, as did the AP, and look at certain aspecis of
leaching. We would write up what we saw. The teacher would then gel the copy
back, and then we would set a date 1o sit down and 1o discuss the teacher’s
perceptions of the evaluation.

The approach this principal uscd was more rigorous than that descnbed by other
supervisors. However, the basic approach was consisicnt. For cxamplc, an assistant
superintendent acknowledged that the informal data gathering process was replaced by a
more formal system of gathering information about the quality of performance provided
by the teacher:

We've go that on file, a number of suggestions that indicated that the school
administration and the department heads are there to help him. They are going 10

visit on a regular basis.... And then, in writing, we said, “Classroom management,

lo deal effectively with pupils, and plans, organization and implementation had to
be up 10 the school’s expectations. We advised him that *Your performance will
be monitored closely 1o ensure that the necessary improvemenis are made.”

Following are comments from an assistant superintendent related W the manner in
which he and the principal identified specific concemns about a teacher. These reflect the
cyclical nature of the supervisory process, as in many instanccs, the same problems
tended to re-appear after it scemed the teacher had corrected the concerns:

1 know that the principal in the situation started to Iry o set some goals with
her 10 work on. [The teacher | ac tried 1o do some work on those goals and
improve the situation. [The pnu::z did an evaluation of the teacher again in
1988, and at that time, there was a realization that things had slipped again. What
had happened was the ua:::r had been targeted with some areas [m
improvement|. The principal had said, “Okay, you've 801 10 fix these.” She
Jixed some of them; the wargeis had been removed, and then right away the

problems came bact... So we had a problem. You have 10 fix it; it looks better. Yet
a few months down the line — “Hey, we ‘ve gol lo gel back into this.”

msmdimpmmtm“bmwmwamﬂnanmbad
the cases which were reviewed. It appears as though a number of the teachers were able
bmmmypufam,hnmmﬂeormillingbwmmdm
performance over time.

Thednucdleaimpuﬁoadthewvimypmcmmenmvakdmm
were worse than had been anticipated. For exampic, a superintendent who was involved
with the evaluation found more problems than he had anticipated. The formal assessment
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of a school principal revealed that many of the concems were sysicmic, and so pervaded
the entire school.

That part of it we followed up with the deputy superintendent and | doing staff

interviews to check siaff perceptions and understandings of what the difficulties
were in the school because the school had been identified as having difficulties by
both the board and the principal. During the course of that, several other
problems came 1o light from staff comments, that required some follow-up. It was
looking less and less optimistic. One of the things that the principal had taken
greal pride in and had spoken often of was his tremendous concern with special
education and the good work he had done developing a special education
program jor the school....

Unfortunately, when I started 1o look, I found that there were Students in I:E
program — up lo three-quariers of the time, with no program plans in place. No
ﬁf 'S, no L.P.P.’s. And, indeed, { Jound three students for whom there weren’t
even any cumulative records in place. Nobody had ordered cumulative records
Jor these kids. So what I had started out optimistic ) to do didn’t turn out very
optimistically. What | found was some pretty inadequate supervision,
administration record-keeping and some real problems. So that didn's help the
Situation.

mmmmuumhﬁﬂim.themﬁepnﬂamﬁc
his or her students. The behavior of the students provided od the supervisors with
' ';!ﬁimmkmﬂmh‘hehviﬁwnafgﬁinmﬁng

the teacher’s performance. Following are some examples of student behavior and results
When | first walked into the classroom, I interrupted the light of two or three
paper airplanes. Students were walking in and owt of the classroon at will. The
owt of the entire class, and everyboc  else was kind of doing their own thing.
Another supervisor looked at the student progress, as a further indicator of the
m&mmMremMngofﬂukmanmmﬂq
salisjactory progress in lyping class.... The department head tells us these guys
lh:nmmbmmmmdwmumngmﬁeMng-




You might say “In the class observed, three Students were talking 1o each

other, they were nol paying atlention 1o what you were doing".... You also say
that “It would appear thar students weren't finding the learning activities

meaningful because this and this was happening.” Meaningfulness of learning
activities is something that we use as a gumlm is quite fundamental — whether
Students were meaningfully involved, whether they were experiencing success,
whether there is a positive relationship between teacher and student. You'd have
lo quantify it to some extent or to give some indicators that it isn'l there.

These examples have illustrated that teacher evaluations generally take into account
student behavior and outcomes. The judgments were not solely bascd on what the teacher
was doing, but rather scemed 10 be based on a number of factors, including indicators of
student involvement and success.

In each instance, after the instructional or organizational concerns were identificd and
mﬁmﬁ.ﬂgiummnﬁmﬁovmmmmm“smmlﬂph
teachers improve their teaching practices. As the following cxamples illustraic, this was
ofien a time-

suming, frustrating process.

So I'd spend some time over the weekend sitting down and outlining what |
thought were three definite areas that had to be addressed and addressed
immediately. | used some of the Dick Mannet material on supervision — working
on the;?aﬂm performance improvement commiiments a:d went through and
identified them very clearly, and stated the expeciation that I had very clearly,
and outlined the time frames, and the expectations there. | set Mp a Supervision
schedule which was to be conducted by the school administration. Then | would
come in at the end of the prescribed period and do another evaluation myself.

Another supervisor also attempted to provide specific suggestions for a teacher who
had a long history of pour performance.

_ Throughout the process, although it was swmmative, it was meant 1o be
Jormative [as well|. Throughout the process we would bring this teacher in, talk
fo her, and give suggestions for remediation, They were % Strategies which
mldmlkmkummmbm&k&l ich we classified as
being satisfactory.... In fact, mmﬂmﬁwmﬁewﬁgm‘

mplement them. Or she would implement something one day,
ck the next day, she was back 10 her oid ways.

Ththlmmdmhdhbpquﬁhmﬂe istance over a long period
of time but seldom witnessed on-going improvement. For example, a principal worked
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with a teacher for about onc and one-half years before deciding the teaching performance
was still not adequate.

Throughout thal first year, it was just obvious to me that I had to bring in
some more help, | had 10 ge1 some more expertise in the subject area.... | worked
with him that first year, and | got the assistance of the science consultant to help
him with methodology for teaching science, but ihe problem wasn't knowledge.
He tried his best to try different approaches 10 make it more interesting. It was

In the second year, after talking with the superintendent, we had 1o develop a
plan of assistance with the individual, lo make sure that he had the opportunity to
improve. We'd already done that to a certain degree in the first year. We felt he
deserved another shot.

concems and provide specific recommendations and assistance to the teacher. However,
m:wnulmlmlmeummmvdlmxdmmm
severity of the problems.
Tbmamupkafwd;hkrtkpiEiplmmgbyﬁgdmrdﬂdI
kﬂmmm.ﬁmﬁﬂm&nﬁr “ipal, in the first part of
March, qugsmsmﬁngmdeMM¢nmrafmm
and suggestions suck as “continue Planning, intervening with students.”
Bﬂ.ﬁcﬂ,.@emmal@kajmﬁgacyinapplyiqmgm;kxhtgmaf
discipline. So again, more recommendations — “You've got 1o keep working on it.
It's still not satisfactory, but things are coming along.” )
That’s in March — March 14. On March 21, another memo from the vice-
principal. | felt your class was satisfactory, but encourage you (o streich even
Th:mMﬂngmudmmgbhhﬁmnmnlnfﬂ,i
eenuﬂdﬁcudmmﬂmmmﬁﬂm:hmﬂmmmdmuﬂmh

Wehveummm;ﬂkﬁuglmwwﬂmmem
wriing & rpert,sbom b et i Ve v ot them o bnderox
TIIRg @ report, aboul what 10 include in it. We've said that they’re not doin
anybody any favor by not being wp-front. |
Gencerally, the supervisors attempied to remediate | problems by
providing specific nemendati » Or by asking a resource perso 10 assist the teacher.
Iumnmh“mﬂmmnﬂhmﬂmpIn:th
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unproductive practices. In others, there appeared t0 be little or no improvement. This lack
of sustained improvement usually forced the administrator 0 make a decision about the
next step in the supervisory process.
The Decision
Thetedidnotsecmbbeashatplydcﬁneddecisianmgiﬂicrmvemlﬁmiﬂiﬁmg
fomethelcachertomign.Radm,itmmdumuﬂewasascﬁe;ddeﬁmwhich
moved the supervisor and the teacher along the path towards that end. However, there
oflenseqnedtobeapoimwmtheptmwaschangﬂl’ma’nemplmiimfti'm,alive
cvaluation to an emphasis on summative evaluation. The major factor seemed to be
whether there was sustained improvement in the teacher’s performance. Following are
exampies from the interviews of two assistant superintendents:
During ‘87-'88, discipline problems continued and our guys are on his back,
“Listen, we can'’t let this continue. You've got to improve.” And his behavior in
and around sown, as well, Seemed lo deteriorate. So now, he’s bringing disrepute
lo his profession.
The second assistant superiniendent commented:
Mdeciﬁonmmdeaﬁerkmobvﬁgﬂaml&ﬂdzspﬁﬂkklplm
giving, there was no improvemen.... But it didn’t work. I think 1 had madle the
decision in my own mind, afier a lot of observation on my part. 1 just didn’t see
any improvement. | saw it as a rsonality issue, not something one could do or
work on. There are things can do, that you can work on, and there's other
MgstMerenmam':manpaﬂpemﬁqMﬁ-'rgm
80ing 1o change.
Smesupuvmqmcﬂymvedﬂ&ewﬂmdﬂhmlynﬂuﬂw-[ﬁh
tencherlolavelheanployoﬁlwﬂwd.lnlheemplewlﬁdnfdbm.gmijﬁfm

attempts (o improve the weaknesses.

The point is, while this [a seacher the superinsendent had worked with
M[mmuxk[dm?nhmz&
mmmnwbmﬂwkaeﬂkmhﬁﬂym.uu‘;
pre::[owerj-l. , in this sitnation, | saw nowe of thal. As | say, just a totel
imagine how bad it can when things get bad. | guess | had 10 make thet

in & very short time. | just didn’t see any pos of assisting here.... |

Just pos tmu;:apeﬁrmcnd point.




The health of the teacher was a factor which a number of supervisors considered. An
assistant superiniendent wanted (o know what impact health problems were having on the
teacher’s performance:

We wanted a second . We wanted to make sure that he was medically
fit. And, if he was medi ﬁt,thenhemldbeabletoconducthuwrtinlk
classroom to a satisfactory level. If ke is on the top of his game, and
problems continue, thenmmgoinglohavewgoaﬁermuaaonaflkﬁguy.
because we can't let this contine...

So we’re constanily living with this thing of whether i0 press ; '
in performance, or whether wmﬁrkmnamorwait[orhbnlﬂgﬂsﬁ
again so he can go on L.T.D.

The effect of intense supervision on a teacher who was not well was a concern 1o a
new superintendent who was involved in the evaluation of a person who was the subject
of numerous complaints:

Bntlreauydidcmmwumatheremmm Pphysiologically,
i"ally emotionally really the matier here. Sotkre:anouerlﬂnhmz
p the pressure on when you think this guy is mentally unwell?

In some instances, the supervisors feit the teacher was capable meeting the
expectations, but chose not t0. A superintendent indicated that the decision t0 terminate
occurred when he realized the principal refused to complete tasks he was capable of
doing:

1 think probably if there was a point, it was where, afier we had set down
mnry wgs-wmmm—awf#em I'san
not a
l'd:munmemo]muaﬂuughtmnn dowe. He'd
amd:muummmpmuwkmummmm
e'd gone throu Mw 80t one in. It was a model, a good month
%mﬁ‘u«"' oy gamu%nwm
bn was
e #wwam very

mm'mummmmna

fifieen days
beta‘dl tk Cxu, guess

M lmbnlhd n‘lﬂh’mwz s I
mmmmmmu it was a matier of irying to find a way for

him, hopefully, 10 leave with &
In another instance, the teacher allowed aspects of her personal life take priority over
her commitment 10 provide satisfactory teaching performance:
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One of ihe first problems that came 1o light was the principal found she was
teaching and nursing a child ai the same time. She would go home between
classes and nurse and come back. That was covered up 10 s until we acinally
found out that she was actually spending a fair bit of time at home > versus being al

school. That was cansing a lot of problems in the community.
One assistant superiniendent used the results of formal evaluations and the obvious
lack of improvement as the basis of the decision 1o move (0 termination.

) &Iwwreﬂﬂgeﬁngmmmniagdnmlnﬂhﬂﬂowm&rajlm
the curriculum department worked with her. It was right after the intensive
assistance that we ended up going in and evaluating her again. And al that time
we pulled in someone from central office 1o do an evaluation, along with the
principal.... The person I sent in was e supervisor that I had in the department.
She had been a principal in our sysiem, had done evaluations before, and was
looked on as being a fairly neutral person.

saying that performance was not of an accepsable standard 1o this district, and to
move o iermination.
mmwmhmmwdmﬂmﬁbyme[dt
they had developed a strong enough case 10 win at a Board of Reference. The fear of
losing the legal battlc was prevalent in the minds of a sumber of supervisors:
1 salked 10 a lawyer and found out, as there was no documentation of any sont,

it wonid probably iake me a minimm o a year, possibly two years 1o get any kind
of documentation in place that we coul 80 10 a Board of Reference with. As the
lawyer said 10 me, I just don’t want 10 go to any Boards thal | can’t win al, so it

An assistant superintenden was influenced by concemns that he would lose a legal
So durin lhﬂperbda]ﬁmtkrenremmﬂemajd&m
it's going 10 be uphill 10 win &t a Board of Reference.
A principal wanted his supervisory practices 10 be impeccable, as he was concerned

7, _ - ,7,77 lgh‘r . h ,,7 F ,,,: L ‘Eﬂ, iiiii7 ‘ “
did [these visis] 16 Wchmhﬁzmdzwm superintenden
2 drﬂmm matier that could end up at a Board of Reference. We didn’t want to
s M ;q . il &
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The principal later said:

You don’t fabricate anything, bui you are trying to make Ihis intc a situation
that it will ssand, if you, as a principal, are called io a Board of Reference.

a financial settlement:
It turned out that we did pay a year’s salary to have the teacher quit. But we
didn’t feel 1hat we wanited 10 go through the whole hassle of verifying whether
the teacher. There was concern the inicnse pressure would be injurious (o the teacher:

Basically, 1 think the way ya:gepnrzﬁr a Board of Reference... you
virtually have 10 destroy the teacher before you can ensure that your case will be

teacher reached the decision (0 resign at about the same time the supervisor concluded
that a resignation or termination was the only solution:

Here was the case where someone put a lot of hours inso a job and he wasn't
gelting the results. He was saying “It’s not worth it to me 10 go through this.”
annmﬁudutﬂscmﬁﬂwmmwem
Illmnnr.]aiud“l'dﬂkewﬁkzijearaﬂ!@?my’!m!@gghﬂi
I/la:k’rakcnojahwmﬁrm.fmﬂmgﬁeith?"lw “Yes, we

doﬁebeunbmﬂe.ud&u&armhhqlnhmmmh
fammbmﬁﬂbﬁmveﬁdfmuem-ﬁﬁ.Amm
“Nklﬁoﬂhnaﬁdﬂ.cﬂdﬂqhﬂhﬂaﬁqﬁﬂ;
lMlMyMMmcwrﬁm&ﬂ;nﬁndmph
Aas 10 piay that role of evalnator. You try 10 assist, and then, if that isn’t
working, then I think someone else has 10 sake over the role of “assistor”, and the

case.
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) Icamwmkinagmhﬁtm’ . I don’t have any difficuity there,
You are basically dealing with the positive and suggestions on how o do even
better. But in a problem case, no. My experience is thai with a problem teacher,
m‘xgmm:ilmmmlkgareIhgpeopkwhﬂarsgéijgmhglpm
and these are the people who are going 10 be evaluating you. This is what [the
evalmﬁm]ugﬂinglab\elm:danﬂuuwhmhﬁwmmnuiswm-ve
are going lo evaluale. So that it is very, very clear. It's tough 10 mix the two.
Although this supervisor was the one who stated his concemns about the dual roles in
evalmumnmeieﬁlyuwauhemewmenumghanumhemfmempﬁln
fnmympew:mmdbmakndms&mmmndmuiesumMV:cvim
and to leave the formative evaluation 10 others.
The sup visory process iended 1o move through a series of overlapping and
!ldmﬂmdﬁemrwhmmfmwumvdmbemmy
* Altempts 10 remediate.
The supervisory process tended 1o follow a similar patiern in each of the cases.
Whmmmhmninmymhmﬁgpﬁmm

stages. Furthermore, the teachers being supervised often caused some disturbance in the
DISRUPTIVE ACTIONS BY THE TEACHER
mﬁmmmm-mﬂyuﬁmﬁhﬂeﬂm“
always seemed 10 engage in some type of action 10 disrupt the evaluation :
* going on sick leave, or a leave of absence:




which the tcacher perceived the administrator ircated him or her differently than
¢ threatcning legal action against the supervisor,
* refusing (o sign cvaluation reports;

-mhngmdmmhdmmdﬁ

* taking a very combauve stance with the supervisor; or

* playing the role of the victim in order 1o manipulate the supesvisor.

In many cases, the teacher used more than one of these tactics o disrupt the

supervisory process. At times, it appeared that the teacher was consciously trying to

disrupt the evaluation cycle, while at other times, the action appeared 10 result from the

ng. Regardiess of the cause, one outcome

process frequently dragged on for a long time.

Following are some examples of the disruptive actions reported by the supervisors.

poor performance cited a number of actions taken by the eacher:

mmm»mpmemuxmmw ol sign it nor return
it 10 me. ﬂis?pe situation lasted until spring break, and I 10id her that when
she got back, | wanted the document si Hiwﬂhmﬂ.mﬂulmﬁ
camkknyewllﬂianlim hl r Easter Monday, so on the Tuesday |
talked 10 her and she said she d time 10 do it becanse her mother was

ill,
IHH aﬂ;l!ﬂ&rﬂd&dtﬂiﬁﬂ.l m giving you until We

process”, On Wednes ,’;iembnni

alugmml
knr aﬂ:ﬁlﬂmﬂd,uhgnnwﬂﬂekrnmkkr

) 0 finish your ‘r
.ﬁﬁim.lkmwy shhd&lene :kmnﬂhwn; 4P

cecers 0 wen vkt et s o b mbo
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Another principal found that the icacher knew a variety of ways 10 disrupt the
supervisory process. This icacher had a record of poor performance in the jurisdiction in
which he had worked previously, and apparently left just prior to formal dismissal,
Following arc a number of excerpts from the conversation with the principal.

Whenever things got tough at school, it seemed that he had a migraine
the school when he was supposed to be off sick, and he would go up and down the
hallways, yelling, hollering, screaming threats at people, and what no.....

1 had requested a Professional Relations Committee come oul. They had done
s0.... I don’t know, of course, what findings they presented o this other
tentieman. But at the end of the time that they presented the Sinding 10 the staf],
he had a complete blow-ous, ke 100k [the PRC chairman| ont inio the hall, and
swore, yelled, and raved at him for a good 3/4 of an hour — telling him that they

Wkwl&mmmwgﬁijﬁe-nparmyﬁlﬁgtkﬂﬁﬂmhk
school at all, this fellow would take copious notes.... You see, during that Board
of Reference, other teachers were called also. And they found their past coming
ip t0 them in minuie-by-minute intervals — “On February 22, at 9:04, | heard
' 1g at this st Did the principe u on this discipli rwz
of your room and | heard him say. ‘Fuck ihat teacher." Why didn‘t you do
anything about it?" We found out that ke had been documenting, documenting,

hmmmmmmm-muﬂﬁnmghdﬁm
Afier the fact, he really changed his colors. | ness this was because of other

Tt e e ik oy i e L

e e S L

Cﬁ:mmrétmuhmmplﬁemwmgmmwm
mﬁ&ﬁpﬁdopﬂlybyd@thﬂedummﬂmmﬂhhm
byhmﬂuwevermaﬂmmhm&nﬁdmcbnbmgh



supervisor publicly. When asked if reacting as a victim became a common patiern, the
It was, except for the few times when he just erupted in anger. And one of
ﬁexmmum:mﬁgwhrgmmn&inga@ﬂmaf&
school activities. | said “We will do such and such.” And he just erupsed and what
he said then was “You just keep adding all these things onto me. eic. elc.” So I
lﬁ:pﬂumldmykmﬁmnlkﬁcﬁumkhmmmmmkhsq
%uh “Ebwcawmpaﬁiﬂydpmﬁmng?&wcaﬂymk&phﬁngaﬂ

these extra duties on me? "
A number of the supervisors commented that the teacher atiempted 10 obtain
sympathy and support from other stall members. A principal commented:

mmma&aﬂ:ﬂﬁzm&miﬂ:ﬁm“&wm

e el e T
lo obtain these two letiers as character references for her.
mmﬂmmnlllmmdﬂmmm?m“mam
exnﬂe:dwhmﬂ:ﬁchapgdmmfmd‘mmwmﬁmy
process. In most cascs, the teacher spent some time on sick leave, and this often included
long term disability. Other actions scemed 10 vary with the personality of the teacher.
Mmm:nftmnwmhﬂlnmmhmh
} isturbances scemed 10 make the evaluation even more stressful for the

!MGTIONALMAEI'GN“ESIHRVM
mmmmmnmmhmmmm
process had on them. Most indicated there was a significant emotional cost. In fact,




When a principal was asked what sort of emotional experiences he went through
during this period, he replicd:

goes through the process of evaluation, it seems very siraightforward. But
You get into it and have a teacher at risk who lakes you 10 task, there are a

lot of

loop holes. So you end up trying mpluglklaopliakslwmjmslmlednlluk
process, mningﬁaugllmﬂtolemimaIearherismieasmyearmahgy

in length, prdnbly closer 1o iwo....

You know, you're trying 10 be a professional and trying to Jacilitate her
growth, and yet the response is a paranoid one, a Questioning one, a mistrusting

one. Those soris of things. You find that sort of thing very frustrating. I creates a
lot of anxiety. It’s emotionally draining 10 the poini that you go home and you

Fatiguing would be a very good word, too, becanse | found myself in a
Situation where | was becoming fmxﬂpied with the evalnation of one ieacher,
and because of the time it took, i1 ended up being a sitwation where it look away

A superintender
been a principal at the time.
It was probably the most stressful time in my life. The only thing that

leader in the school,

 recalled the emotional impact the experiences had on him. He had

201 me

M-A”“!'—'ﬁ'?-lg in’t afford it. I could afford 1o lose 15 pounds

ence and during the Board of Reference, I lost | §

although | wouldn’t want 10 lose it that way. It was just loo stressful. | didn’t have
achnmhhﬂdkrmgwarpﬂmdgmu. The whole of my time

was spent figuring how so

pe Lwhmhmmmdkﬁﬂnaymmmhe
thgranovaldHMdammﬁ,fdlﬂﬂhlm“mhhﬁlhﬁnmlh
pnnmmlfmmihemﬂmhﬂm

a lid on things, lo keep things from blowing up.

tier, more easily in a jurisdic tion where I'd been for five years, where |
Mgﬂjhﬂh:ndhmy ’s done things that were good
B ,,7 - 3 _— ,‘; 77:7 - e _ _ e
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members of the central office tcam were only peripherally involved in the series of events

which led to the decision 0 recommend the termination of the principal’s designation.
Becausc of this, he did not have another person to deliberate over the findings of the

I think back to some of the literature on stress that I've being looking a1
recently, and level and duration are particularly important. And I'd lived with
that issue literally 7 days a week for 16 months. And it is very, very wearing, and
very, very lelling — 1o the point where it affects your personal life, your family
life. You second and third guess your decisions. You replay the scenarios. You
think “Is there a better way? Is this testimony 1o my incompetence, rather than
somebody else’s.” You think, “Am I at fault? " You spend a lot of time wondering
if you are the person who screwed up. And 1hat maybe if you had handled it
belter, maybe if you had said something different. So you go back and you relive
Ihe 1hing innumerable times trying 1o find a kinder, fairer, more appropriate,
more ethical way of dealing with it. And inevitably, I guess, because in the course
of anything as difficult as complicased as 1hat, you make mistakes. And I guess,
like m;peaple, we're our own harshes! critics, so those mistakes tend to be

~ There was a greal personal cost io everybody. | guess the adversarial nature
of it is one of the most unfortunate things. Becanse while it ceriainly hurt me a
great deal, it hurt the principal, it hurt his family, it hurt a lot of people, and
there has gol to be a better way 10 do this. '

Cﬁﬂi“ﬁebﬂmAanmmfﬂlﬂzkﬂm
w:dglmctﬁivemdieEﬁiﬁmhfﬁtngmdgﬁnalexpﬂingdg
teacher (o the anguish:

When we 201 down o the point of whetker we wowld serminale her contract, it

was more like picking on a defenseless kid. Iht:lkuzuﬁeb&cmam
POinl in lime you Mave siacks of back-up data saying re's what was said by
admitied you did this in this siteation. All of this siuff is sitting there, and you
mmmmhmmrn&nmhgsmmmem — deservedly

AmirﬂAamanﬁ&mthﬂmﬂaﬂdﬂm
performance was perceived to be unsatisfactory for nearly four years before the decision
was made (0 pressure the ieacher 10 resign felt remorse and relief.

iy



Certainly a lot of remorse for the person... some empathy for him, That was
lough for me personally. But not on a long term basis. I think it was kind of over
balanced by almost a sense of relief that we were going 1o be able 10 get someone
into the school now that’s going 1o be able 10 handle the Jjob.

Concern for the teacher. Another superintendent had 10 confront a principal whose
performance was perceived to be unsatisfactory. She was concerned about the impact the
confrontation would have on the principal:

There were emotional concerns about going into this with another erson
anyway, because I knew this was going to hit him like a 1on of bricks. His
reaction, for me personally , made it worse.... When | confronted him with it he
Just sort of got into “Well, I don't understand budgeting and no one has ever
helped me with this before,” and “Could your give me a hand on how to budger?”
And took a tack Ikat made it even harder for me.... I suppose tkrough a lot of this,
there were atiempts on his part 1o manipulate me emotionally.

Differences in expectations. An assistant superintendent felt that the difference in
expectations between those of the board and the fundam:ental beliefs of the supervisor
increased the emotional costs. Following are some statements which this person made
near the middie and at the end of the interview:

Well, the superintendency is a lonely job. One of the best ways you can
overcome that.... so that it do{.m 't R, S0 you don't feel closed im, is really
some type of network. And the ne 8 can be on the iele, . People you
Jeel c ble talking with abous what you are going through. What we all fend
lo do, if you don’t have someone 10 talk 10, we sort of close in, resolve it, and
dow’l sort things through clearly in your own mind. You don’t 1alk openly abowt it
and that's where the ‘thick skin' comes in. You really don’t want to open yourself

up.

1 think the people that become assistant superintendents andsupriﬂadeﬂ;
bylheirwrymm.ono]lkirm;mishmnnhﬁom.M:mmg el
their job. And because it becomes a very lone Jjob, they lose some of their skills.
1 think that’s probably true. I think of myself. 1 that there are things that |
don’t talk 1o anyome about anymore, which bothers me. I'm one of those
peoplewhol&ebbonceluugsolaﬁen.nﬂliymmymuughn.ni&ﬂl
Imalmmklpedm.&ltheremlﬂugsmdon'ln&wmm&m
Job. And so you don’t become as open. You become harder.

Later he speculated that outside expectations increase the sense of dissonance that
some superintendents feel:
This is just @ percepiion on my part — that many of the boards in this
province would Aave that expeciation of the superiniendent 10 be — they want

their superintendent 10 be a “hard-nosed bastard”, 10 be strong, o be hrd

nosed, 1o get rid of & these teachers, 1o kick ass. And some superintendents
mudo‘::ummmdmam&m.
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Relationship to the Person Being Supervised
A number of central office supervisors felt that the more closely the supervisor was

involved with the teacher, or principal, the greater the stress. Generally principals, and

cmotionally draining than did those who were able to guidc the process from a position
wherc there was little daily contact with the teacher. The central office supervisors who
recogmzed this tried to provide support for the front line administrator. Following are a
aumber of cxamplces rclated to this theme:

In looking back on it, it was very emotional. | can remember talking to the
principal, on numerous occasions, late at night, when she was wriling letters and
documenting.... And helping the principal work on that, and dealing very much
with the emotional strain that she was feeling from staff, the em otional strain that
she was placing on herself “I feel like what I'm doing is ‘mean’. I don’t want to
be mean, but what’s happening with the kids is wrong and something has to
happen...."”

The principal who was in that situation, who was doing the documentation,
was also feeling bad about it, because she has staff members around her who are
saying ,"But Alana is such a nice person” and [meanwhile, she ] is working all of
these people saying, “You know what she is doing 10 me. You know how bad [the
principal is ireating me|”.... So that z.mtre is coming onto the principal. The
principal is saying, “I feel bad, 1 feel like I'm being the bad person in this case.”

In a similar vcin, a superintendent commented on the need for the principal to talk
with him about the decision they had jointly made regarding the termination of a teacher
from his school:

That was very hard on the principal. But the principal agreed that was what
needed 1o happen, bui it still wasn't easy. It wasn’t easy on us, but it was more
g:eicm. e:pec‘i;tllly om {% lt,l:n the m}c:zy was aware that her contract had

n lerminaled], close to ginning o, . For that principal 1o be working
with a teacher, and the teacher going timgh all the different reactions that you
80 through, was iough. There were certainly times when the principal would stop

in here at the end of the day and re-think it all, and say “Yes I know this is the
right thing we are doing”.

mwmnmww
Most supcrvisors experienced very heavy emotional costs throughout the period of
time they worked with teachers whose performance was unsatisfactory. They indicated:
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* They experienced frustration, remorse and concem for the teacher, fatiguc, anxicty,

self-doubt, and finally relicf.

lended 1o feel more stress than did central office supcrvisors whose role involved
less direct contact.

* A part of the stress scemed to result from the expectations and comments of persons
who were not directly involved in the supervisory process. The people included
other teachers on staff and some board members.

SUMMARY OF FINDINGS — THE SUPERVISORS’ PERSPECTIVE

Three major themes emerged from the analysis of the interviews with administrators.

The themes were related 1o the nature of the supervisory process, the actions taken by the
teachers to disrupt the supervisory process and the emotional costs (0 the SUpCTVisSOr.

The supervisory process. The sub-themes related o the nature of the supervisory

process included:

* Most supervisors identified the poor performance through parental complaints, and
informal monitoring, rather than through formal classroom supervision.

* Summative evaluations were conducted to confirm or deny the opinions formed
through the informal process. The supervisors recognized a need 1o have a broad
perspective of what constitutes acceptable performance and so oficn went through
an acclimatization process which consisted of obscrvations of other tcachers at
similar grade levels or subject areas. They often judged the performance of the

* While conducting classroom observations, the supervisors atiempied (o identify the
specific problems which were contributors 10 the tcacher’s unsatisfactory
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* Once specific probiems had been identified, normally atiempts were made to rectify
the concerns. A number of supervisors recognized they were not able to provide
assistance, and 50 madc arrangements for resource people (0 work with the teacher.

* The supervisors tended to try 1o force a resignation or move 10 termination when
they became convinced that there was very little hope that the teacher's
performance would improve, and when they felt they had developed sufficient

mentation that they could win at a Board of Reference hearing.

Disruptive actions. The sccond theme was related to the actions taken by the teachers

which disrupted the supervisory process. In some of the cases, the supervisors felt the
responses were calculated by the teacher 10 delay the process, while in other cases, they
were legitimate. The actions included:
* Appealing for sympathy of the stafl, including playing the role of the “victim” who
-Thﬂcmgﬁuhnghﬂmmmﬂgmuurﬂn Board.

* Refusing to sign cvaluation reports.

* Engaging in stalling tactics such as postponing meelings.

EﬁdﬁﬂMThemmﬂlmﬁmdmuxyexpeﬁMMe
emotional costs during the supervisory process. Part of the emotional cost seemed 10 be
relaied 1o the length of time which lapsed between the time the teacher was identified as
providing unsatisfactory performance and time the teacher resigned or was dismissed, as
mmmﬂmexﬂdﬁfmmhnmyﬁlmr&lmpmﬂm

Frust n&nmﬂmpmmmmmemmm

duc 10 illness, and by the adverse impact of the teacher on students,
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* Self doubt over the adequacy of the supervisor's decisions.

* Fatigue. Many supcrvisors commented that the process left them exhausted.

-Amﬂymmedbyhmnmnramﬂﬂ:mhcrmm“mw

* Relief that the decisions had been made and the process was over.

The supervisors acknowledged that the supervisory process was a very difficult one
for both the teacher and the administrator. Perhaps this is part of the reason why so few

DISCUSSION
FORCED RESIGNATIONS — THE SUPERVISORS’ PERSPECTIVE
The discussion related to the supervisor’s perspective has been organized around the

disruptive actions of teachers, and (c) the emotional impact on the supervisors. The three
themes are interrelated, as the summative evaluation seems 10 entice some form of
dlwpuvemmbyd:m,udm:m.mmmmaﬂeﬁem
costs experienced by the supervisors.
THE SUPERVISORY PROCESS

lnﬂMwmmmmlmnmmm&mhfmsmm
of the teacher or principal whose performance was deemed 10 be unsatisfactory following
the receipt of complaints about the teacher's performance. This means of identifying
mwhmepafmnmvedmb:mﬁeﬁydlﬁmfmhfmndby
the survey reported in chapier four. The superiniendents who re '
ﬂimmmmdbnmﬁmmmymmgdmgiﬂtpﬁnﬂum
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In most cases, it seemed that the supervisor was aware of concerns, but did not take

formal evaluations were conducted to determine the validity of the complaints. This
approach was consisient with the finding of the Teacher evaluation policy impact study
(TEP1 Study) which found that the “administrators felt that they had sufficient sources of
information to identify teachers who were weak and needed direct support” (Alberta
Education, in press, p. 308), that “administrators identified weak teachers through

document teacher performance in case of challenges from parents or of litigation” (p.
303).

Bndgu(l%)dmnpwhdlhﬂmﬂlmlﬂnnu play an important role in
sﬁmuhﬁngtheadminiﬂaﬁb@fﬁﬂﬁemrmi:mng unsatisfactory
pufonnmmmwdmnwhae“mnchﬂugmvmﬂiﬂrmplmnuﬁe
anmﬂuﬂlsmbmﬂﬁemﬂnnumyfhwmlymmﬂ:
mmlnwmunymvmgiﬂ:dfmﬂlhwhmﬂlem“mammd
the characteristics of the complaints...” (p. 37).

Observation of student behavior and student performance during the formal
adminisirators in afriving at a conclusion about the quality of the teacher’s performance.

mwwmwuﬂmlﬂmmrmjﬂpmmms
teacher. The TEP Study (Alberta Educati 8, in press) reported similar findings, as
&vdwmmdfmnmnds&h:mﬂﬁinsﬁnﬂa}hﬁ
performance” ( p. 301).




A number of supervisors commented that they felt it was very difTicult to perform
both a formative and a summative role while evaluating teachers whose performance was
else to perform the helping role, while they concentrated on the summative role. Again,
this finding was consistent with what was found in the TEP1 Study.

Aumﬁ:bymemmmmphymﬂwmﬂsafhelpam ‘judge’ created a

experienced. Sarros (1986), following a review of the litcrature, suggested that people
feel threatened when their role and the situational cha
they are unabie 1o satisfy. Fur

fulfill these two roles simuitancously.
lnmmﬂgﬁmﬂﬁhjm“h@mghum:md
administrators was involved and 30 different people were able 10 assume different roles.
kbwevernmnaplsmdmpmn&enﬂHhmmﬂer isdictions were often expected
mpﬁmﬂrﬂg,ﬂwlevddﬂmﬂﬁhmmmmlmn
NEWMMMMMWE:MWMWW
adopting the position that their responsibility was 1o conduct the summative cvaluation.

lﬂmmﬂﬂemmmmmmmﬂmng. yet ensured that there
accept the need 10 provide adequate docun jon 10 verify the judgments she had
performance was judged 10 be unsatisfactory:

chmmhibwﬁgﬁﬂkmmuyb-mﬂymﬁlﬁbm:n
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Ihis is the other part of the ethical dilemma, knowing that I subjected students —
well | pus students into a situation thai probably wasn't going to work out very
well. And part of tha, in fact, when you come down 1o performance evalsation
and il comes 10 things like the Board of Reference, it is a whole lot easier 10 gel
somebody on the teaching role than in the administrative role.
By clarifying her role as that of the summative cvaluator, this superintendent was able
to develop a stralegy to fulfill her responsibilitics 1o students and board,
Thus, it seems that the role ambiguity experienced by some supervisors with respect
1o their perceived responsibilities for formative and summative evaluation lead o
increased amounts of stress. Other supervisors seemed to be able 10 reduce this conflict
by assuming only summative responsibilities.
DISRUPTIVE ACTIONS BY THE TEACHER
lnwbddxm,ﬂnwpuvimduaibedmcammmukmbyﬂﬁmhﬁ'
which served to disrupt or delay the supervisory process. Some supervisors scemed 10
mwhm“wMuamdﬂanﬁnm
then took steps 10 ensure that the disruptions had as little effect on the students as

possible. For example, one supervisor delayed the teacher’s retum from long term

continuity in their programs. Another supervisor met with the principal and discussed the
various possible consequences of intensive supervision, including such possibilities as the
mmmmngm.mwfmmmuemtothonacﬁm
Phwwa.fmﬂymddwwwumdlhedismpﬁvewﬁonminamdmm

The most common response of teachers was 10 take sick leave. In many cases, the
supervisor felt this was justified and, in some instances, actually encouraged the teacher
1o take the leave. However, the sick leave also tended 10 increase concerns about
disruptions to students. It also raised the issues of whether the teacher would be well
em'hbuchbaﬂimmm.iadmmwmmemhﬁidm
teach 10 an acceptable standard, of whether the problems were related 1o medical
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problems, or to other factors. Thus, the level of stress (requently increased when the

10 put the teacher back into the situation which had contributed 10 the cacher's ilincss. In
addition, the completion of *he supervisory process oficn required that the tcacher be
placed in a position where he or she was compelicd to demonstrate competence. This
dlmmndemlcalmahﬁum:needmmﬂmwelfmofumstu&nuandd
returning a teacher to a position in which he or she is likely to fail.

The supervisors who seemed 1o be the most effective at reducing the impact on
students and who successfully resolved the issues of competency were those who
anticipated tactics the tcacher might employ, and who responded to those tactics with
assertive actions of their own. For example, one supervisor demanded a second medical
opinion before the teacher was allowed to return from long term disability. He felt this
the teacher 1o meet standards of minimum competency. The supervisor clearly stated to
the teacher that failure to do 30 would result in dismissal. Those who scemed (o handlc
the disruptive actions of teachers most effectively anticipated that some responsc would

occur, planned for various responses, and replied with assertive actions of their own,
EMOTIONAL IMPACT ON THE SUPERVISORS
Itis not surprising that the administrators often found the SUPCrVisory process

ionally draining. The series of events occur over an extended period of time and
often involve highly charged mectings: In these cases, the supervisory process lasted from
cight months to four years. ln:ddmmmmyufuzmlhaememplﬂxf
effort by the teacher lo improve. Some experienced doubts about their own abilitics and



most felt concern over the impact of the evaluation on the students and on other teachers.
These fctors combined (o clevate the level of stress the supervisors were experiencing.

District, Ratsoy and Fricsen (1985) found that principals rated working with staff

The more stressful situations were not necessarily those occurring
frequently.... For example, the item “dcaling with a teacher whose attitudes or
behaviors are considered unprofessional” ranked first among the ninety-three
poicntial stress sources for intensity but seventy-sixth for frequency of
occurrence. (p. 161)

terms of frequency. In other words, there is a strong perception that the events which
surround the dismissal of a tenured teacher are stressful, and this perception tended 10 be
borne out by the experiences of the administrators who described the events related 10 the
forced resignation or termination of a teacher.

The results were similar to those found by Jankovic (1983) who also studied a sample
of school principals from the Edmonton Public School District. He found the principals
rated work situations related to interacting with personnel whose performance was
unsatisfactory as the most stressful of the three groups of situations ranked. The Jankovic
study also found the frequency of such situations rated much lower than that of the other
two groups. In addition, he interviewed 35 principals and 14 “spontaneousls
dahﬁsmMWWiamﬁmﬂeiﬂmwmﬂm‘m 140).
He summarized his findings as follows:

TR T e e
e i e e T i

teacher occur when (1) the teacher refuses 10 acoept that something is wrong with
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the teacher solicits support against the principal from such individuals and groups
as teachers, parents, students, the Alberta Teachers® Association, Alberta
Education, and trusices of the School Board. Several principals explaincd that
cven though it is very stressful going through the process of reccommending the
termination of employment of a teacher it would be more stressful in the long
term tolerating the continued employment of that icacher. (pp. 146, 147)
The findings related to the supervisory process suggesied that administrators may
experience role ambiguity and role conflict due o policy requircments that tcacher

evaluation have both a summative and a formative component. An undcsirable outcome

supervisor in an already demanding and stressful situation. As indicated carlier, it scemed
lhlﬂ:mpawmwhomhmluemmeﬂgmmungfmIh:mhgmly
were those who were abie to clearly delineate their roles. However, it scemed the

scparation of responsibilitics was casier for central office administrators than for
principals, and casier for central office a ators in larger jurisdictions than for those
who worked in smaller jurisdictions and in relative isolation.

Concem about the legal process, and of building a case which would win at a Board

they must develop an airtight case which not only demonstrated that the teacher had
failed to mect minimum competency requirements, but also that the SUPCTVISOTy process
strictly followed the procedures laid out in school board policy. This belief oficn

trators from making a
thamhﬁnﬁnpmhbdbhﬁmwmdhmhﬂﬂmm

any perceived irregulasity would tend 10 increase tensions, as would threatening s lawsuit
:pmhmmplbmmemmpdmmmmluydhkmah
teacher’s performance. In a similar way, the relationshi




the manner in which the principal was conducting the evaluation. These experiences often
raised the level of stress experienced by the supervisor.

The findings indicaic that the emotional stress experienced by these supervisors was
high. In chapter four, it was reported that superintendents indicated that 217 teachers of
the total of 19,600 teachers employed by the boards were providing service that was
perceived to be unsatisfactory. The number of such teachers identified represents about
1.1% of the teaching force. Perhaps the emotional costs associated with the forced
luigmlionoflcadmisapanofﬁwmwhyaofewumervisasmwillingb
mindwmmﬁvecvduﬁmdmwbmepafammisjudpdwbe
unsatisfactory. In order 0 help alleviate these high cmotional costs, processes should be
put in place (0 heip deal with the stress. Some approaches will be considered in the last
chapter.

The Quality of Decision Making

Omﬁudngwﬁdlunapdfmtheinmiemmﬂminudnmhiwy.dﬁ
decision to conduct an evaluation of the teacher in question occurred after formal
complaints were received. However, it scems likely that in smaller school junisdictions
mha!honmum&dindﬁsmdy.lhewwbumdthemm
mdwakmudvﬁmﬂﬂmbutmmwawmﬁbﬁumjﬁ;
Mawmwmmmﬂenﬁfndm&emamm;mﬁ.h
wpetvinwupmwdbukeacﬁmsannltdthemplﬁm It may be
worthwhile spoculating why supervisors would be hesitant 1o take action until the
complaints come forward.

Oumuuumumwnwimuuum
mﬁﬂhﬂ“ﬂ.ﬁdﬂm&dﬂﬁm“nm
myimkﬂmﬂidmmwmwwduinmbm
eagaging in the summative evaluation of the teacher.
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The decision making model developed by Janis and Mann (1977) offers additional
insight. They claimed that the level of stress affects the nature and quality of decision
making. A low level of stress oficn results in “unconflicted incrtia”, where the person
ignores the information and continucs in his or her normal mode of operation; moderale
stress which results in a state of vigilance where the decision maker scarches out various
ap:mtﬂmﬂmmnﬂﬂdmh:fmmhnga@mAhighlcvdsd‘sum
may result in “hypervigilance™ (p. 52), a situation in which the person panics and
scarches frantically for the solution, vacillates between alicmatives, and finally selccts the
alternative which appears (0 best meet his or her needs.

Befmnmymgﬂmhuyltl:mwinrenllmd'utﬁndmgm:dm
mM:tmnﬂaﬂdﬂmmuﬁkEmthmﬁmmmm
ﬂmhnay&ﬂwﬁﬁemﬂweﬂﬂmﬂhﬁh&wmmﬁﬂm
maqmﬁwmm“amllmmm:mm::imm
 the teacher’s contract and the superintendent’s subscquent dismissal

o move (o termin
from his job.
ltwmﬁeﬂeﬂpwvnnlyﬂmmeremwufﬂuﬁlamndqmmm:
manner in which some superintendents conducted the icacher’s evaluation. It appeared
that in each of the six cases, there was poor docy tion, and that the supervisory
ﬁmhﬂﬁnmﬁd%mﬂmmbhﬂmﬂmmmmmdmnwn
d mfmmm;lﬁblspnmnghm
ann model would suggest a possible, partial explanation 1o these
mdmﬁmﬁmbya“%“mmh
mﬁ-mhmﬁemlpﬁmmummmhmlnbm
lnmmmehkdﬁﬁmjuln:daMMﬁmdwmm
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incrtia. It is casicr and there is less personal threat (o do nothing rather than venture into a
process which is widely believed to streasful and frustrating.

When complaints do come in from parents, students, or board members, the level of
stress increases. Modcerale stress results in a state of vigilance — demonstrated by the

deny the complaints which have been laid against the teacher, to develop aliemative
courscs of action, evaluate the various aliernatives, and finally to implement those which
If the pressure from the board or parents becomes t0o great, or if the supervisor is
under considerable stress due (o the performance of other aspects of his job, the decision
mﬂungmuchmzzdbyhypmphm:urnarmcuhmxr
searches for a solution which will relieve the stress. This solution will often not be a good

T‘hﬂ,ﬂle!mtmnnmudelafdmmmhngmydﬁummmd
md‘d:eevenumvaldmmnnﬂyThesuauexmbyﬂgmpmlm
HﬂdmlmﬂmrmmﬂmTMInmmnﬂmhqﬂuy
of the decision making process. In most cases, the superintendents interviewed appeared
lnhaﬂelh:mnmedﬂuﬂmﬂnhﬂmmyhvemﬂlymwdh
quality of the decision making. However, in some instances, such as those found in the

A variety of factors scemed 10 affect the emotional impact on the administrator. These
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supervisor, concern about how the supervisory process was affecting the rest of the staff
and frustration with the legal process.

The series of events which |ead up to the forced resignation or dismissal of a teacher
generally occurred over a long period, and provided considerable conflict and tension, It
i not surprising that most supervisors found the process emotionally draining.
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CHAPTER SEVEN
FORCED RESIGNATIONS — THE ORGANIZATIONAL PERSPECTIVE

The interviews with supervisors suggested they believe the way they choose 1o work
with tcachers whose performance is unsatisfactory has considerable effect on the entire
organization, as their actions can re-cnforce or crode some of the beliefs and assumplions
which under!gird the school and district cultures,
inferviews, These were: (a) superintendents, assistant superintendents and principals
believed their actions affected the organizational culture; (b) the supervisors demonstrated a
strong, and conscious commitment 1o the ethic of justice; and (c) there was a commitment
to the cthic of care, and concern for the teacher’s welfare.

LEADERS SHAPE THE CULTURE

Principals, assistant superintendents, and superintendents realized that their actions and
behaviors should re-enforce core values of the school or school jurisdiction. The
supervisors, cspecially those who served in the same position for a number of years, felt
their actions, attitudes, and their comments or questions provide teachers, students, parents
and board members with an undeﬁmldinggfwhaisvﬂued by the school or school

teachers whose performance was unsatisfactory sent persuasive messages (0 other teachers
about the supervisor’s (undamental beliefs. The comments of an assistant superintendent
are indicative of the thoughts of many of those interviewed:

Teachers who are not involved in the situation waich what is |
they do waich, no matter kaw canﬁdemial you are in what you ¢
going on. luadisﬂ:tj Foﬂmkmmwnmm
ﬁmgmr— achmis lors are going 0 deal
with ¢

~ Number one, mmmgmmmwmmmmmdn
m;q?laﬁds__' don’t like that. Number two, are they g 10 be fair and

ainetic 1o what is happe chthﬂtkﬂc r?&mxlﬂky
mmgﬂgmbﬁuﬂhﬁkrmn gh the leacher may deserve 1o be
treated that way, &ﬂﬁmm&)&“lﬁﬁghm




All of us, at one time on another, have questioned our own competence. .. and if
we were in thal situation, how would we want 10 be treated?

! think you have 1o be very careful. I think that if 1 wanted people 10 know
something about the way 1 deal with leachers and terminations — would | bite the
bullet if I have t0? Yes. Will it be hard on me? Verv. Will I be careful with what |
am doing and how I am doing i1, and how | Iry 1o treat people fairly? Yes, | want
everybody out there 10 know that,

Another supervisor, who moved o terminate the contract of a marginal tcacher who had
been on staff for an extended time, expressed similar sentiments:

Of course, when the decision was made - everybody on staff knows there has
been problems for years, but when it reaches that point - the compassion for the
individual comes out. And of course, the teachers react — has he been treated
unfairly? What happens a lot of the time is that teachers talk 1o each other that
something has 10 be done about this 8uy, but when something is done, then — it's
an understandable reaction — the compassion Jor the individual comes out. Their
concern is that he has been treated fairly.... Teachers are very compuassionate to
their colleagues, and that's undersiandabie. But when someone isn’t doing his job,
they're pleased 1o see that something is done. Because they, the competen! ones,
see themselves as doing a great job. And they don't like someone that isn't doing a
800d job — because they get painted with the same brush.

Organizational values. The issues which surround the forced resignation of a

principal and central office staff choose 1o deal with teachers who performance is perecived
to be unsatisfactory provides concrete information on these values, The actions of the
supervisors inform teachers whether the values are ostensible values, or their actual
fundamental beliefs — their values in action. The serics of cvents which lcad 1o the forced
resignation of a tcacher also indicates the extent to which the supcrvisors arc prepared (0 go
to uphold basic valucs, and provide valuable insights into acceptable means of achicving
Commitment to Public Education

Throughout the interviews, the superintendents and principals referred o their
commitment to public education. This commitment fostcred the desire to contnbute o the
provision of the best possible education for students and it guided many of their actions.
This goal scemed (0 encapsulate the *raison d'8tre’ for principals and members of the
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However, the interpretation of this goal vanied greatly among those intervicwed. Some
superinicndents internalized this statement as a commitment 1o the cducational well-being of
cach student, while other scemed 10 have a more collective view of student welfare. One
supecrvisor cxpressed his commitment (o the students in the school junisdiction this way:

I have a feeling of responsibility to individual kids, 10 the fact that I think I'm
almost overly consumed with the notion that it is possible to make a difference in
the lives of kids in the classroom.... | believe that il is Ppossible 1o make a significant
difference in the classroom.

Another used his belief that the fundamental purpose of schooling was 1o provide a
sound education for students as the basis for the many difficult decisions he had to make:

Many years ago, when I firsi started, I chose that when those conflicis come, to
80 with the students. On any issue and every issue. Even in conflicts with the
board, | have opted 10 go with what | thought was in the best interests of the
Students
The supervisors were consistent in their commitment to meeting the needs of students
through the public education system.
The Importance of Modeling
Supcrintendents, assistant superintendents and principals were conscious of the
organizational culture, and recognized that their actions had a greater impact on the
the mission statements they wrote. This was most clearly evident in the interviews with two
supervisors, who talked explicitly about the manner in which they attempted to mode! some

of the central values of the c ion. One superintendent, who has worked with the

wmmwnmmmm:nmmmlﬁdmmllﬂmﬂ:mmmwm
laclmm(emctwﬂhnudmuHehﬂmﬂnnnﬂdmn'eexpadedmmmmu
wi&m.if@@zmagﬂﬂbmﬁﬂlﬁﬁnﬁiinﬂuﬁngl‘hﬂgwhme
pufammisuuﬂiixﬁyiﬂﬁhemumﬂlmﬁimimﬂam
Whaiever we are doing in education as ducational leaders, in owr role, we need
lo look at the model o what happens in the classrc . There are some fundamental
gglﬂmmkrdﬂes in working with students [that are
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So what is i1 that we do then? Well, | guess the one thing that a good teacher
really can’t afford 1o do is 10 give up on any students.... | would take that
analogy and apply it to what we are doing with teachers.... So the basic
assumption is those who are on the team were good enough 10 make it. And if
they're not plaving as well as you want them 10 be. or thev're affecting the
performance of the team, then you've got 10 do all you can 1o help them.

There is a basic helie[ that people want 10 do a good job, and that would be the

same basic belief — getting back to the classroom analogy -- that everyone wants
tolearn....

When I say that we spend time helping individuals -- we also indicate what we
expect them 10 be doing, 100. That’s part of helping....

When we’re working with trustees, we're modeling as well, what
approach we should take when working with all people. So, if you have
that type of culture, you have 10 make sure it's not Just something you're saying.
You really do have 10 work at creating il....

It seems that when we spend some time with the leacher, things get going and it
might be six months, or a year, and things are really going, and then slips back
again. So other people might say, “Well, how many chances do you give a
person?” That's a difficult one, because I would say that the teacher is not
incompetent, but just is not doing as well as we want him 1o do. S0 it may mean
that we are going io have 10 be in that patiern of working with that person on
an on-going basis, and we may have 10 accept that. Just like a teacher may
have a certain student that always going to take that extra time. So this
isa “high needs"” teacher.

This superintendent saw working with a teacher whose performance was unsatisiactory
as an opportunity to re-enforce basic organizational belicfs in the need to cstablish and
maintain relationships which emphasize the desirc of peopic (o icarn and grow together.

An assistant superintendent who had served the same junisdiction for ncarly 20 ycars,
indicated that the central office administrators saw fairess as a fundamental belicf of their
Muﬁm and 50 were determined 0 mode! this while working with marginal tcachers.

We've spent a lot of time, among central office administrators, in discussing the
rules of fairness. We spend a lot of time in principals’ meetings discussing the rules

of fairness and how 10 lreal people fairly, al least in the legal sense, and also the
moral sense....

We 1alked a lot about the “unwritten contract” that we have with staf]. We've
801 the ATA agreement, but the unwritien coniraci, the least that we’ve got with
them, is that we're going o treal them Jairly. They have the unwritten expecialion
that they are going 10 do the best possible job they can for kids, the Board, the
image of the profession — all that. Very much a conscious decision. ...
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This supervisor was aware that the manner in which he and other supcrvisors work

recognized that treating teachers fairly had a greater impact on reinforcing this
organizational belicf than did anything he might say or writc.
THE ETHIC OF JUSTICE

supervisors interpreied the ethic of justice as acting fairly; some saw it as ensuring natural
justice; others saw it as a need to provide teachers with candid, honest, and timely
asscssments of their performance.
Fair and Just Treatment

While their commitment to meeting the educational needs of students was a core value

Alﬂmghniarmpud‘jmvmedﬂmrMngdumedmgndemmyd‘
their actions. Some supervisors equated justice with fairness 38 and went (o great lengths 0

took a broad view to “acting fairly”. However, other took a narrower perspective and
defined “acting fairly” as judging a teacher on the basis of his or her teaching performance,
not on the basis of rumor.
One principal, fﬁemﬂg@kedﬂgﬂepﬁmbimdenglﬁﬂﬁm
was assigned 10 his staff:
Administrative placements tend 10 follow the formula that the last owes 1o be

my own relationship witk this individual.... I did not want ant lo prejudice myself in
any way. Consequently, 1 did not look at the rationale.

that emotic 8 were kept out of the entire process. Thus, to him, a condition of fairness was
impartiality. This sy ervisor spoke of the sieps he 100k 10 ensure the decisions were made
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nally mﬁﬁnmmm::kﬂrﬂh
in terms ¢ liwmdmluﬂkdxhdﬁﬁd,mﬂ lelt confident that this procedure
m&mmyhﬂmkﬂnm md:emlmhzlpthﬁfﬁzm
to reality; once anmng@dmam.ixmﬁrb straighgforward,
And | didn’t find m rmllym;ﬂlm:parmm“q‘hl
mgdugm tﬂslmﬁmnmwh&hmmmhha
ltmgmwmwlﬁﬂmfmmemmﬂz
p@klmwﬁugmﬂmmm:gwkmlmgmqmwdm

Was on

Bﬂkmdmtkmmm to me and asking some key, pointed
s 50 oy s sl o 1t Tk
provided a —an point of v, t me to
think through what | was doing, addie:skhamrm“ﬁirmdm

AmﬁsmﬂEManﬂfmﬁhmm

Tkwhkxbﬁhim ushing us previous o this time. ..“Listen,
we've got 1o get this guy out of here.” And we | Pt saying "Tlu’smtﬁrtplda.
We“hﬁbﬁnmﬁlﬁz" “How much longer do we need to work with
him?" [f we hﬁmmﬂﬂylmmﬂﬂymwlmﬂ
mmmm&gmhﬂsﬁz

However, not all administras 3 felt commitsed 10 the concept of natural justice. One

ﬁﬂzﬂﬁs&ﬁpbynhmﬂ:nmmm CSSUIe &

eacner has reached the poins of incompetenc nﬁeﬂnhlﬁdum
mmgﬂsm nineuill pive him some job in the County.
Heeanwthtk ,,,,, nce shop, or can be a library clerk, or
whasever.... Aﬂhmnﬂchhm

Well, this man virtually Hemhhﬂﬁilmkﬁﬁnj
ﬂn—ammmm ell, ¥ it s a resignation you want, Flsignir.”

1 aiready hod it set 4 . | just walked out, brought the re nasion in — | elready
had it wrissen . nmﬁnﬂmmm-ﬂmm
hﬁi_lﬂ’ilmmﬂ;nﬂlﬁh He signed is. The next day he wanted
back. Too
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The administrator indicated this had occurred a long time ago, and that he would not
usc such methods now. However, the administrator kept the story alive, though, because it
contributed (o his reputation as a very tough supervisor: .

Hylﬁ?ﬁmlﬁﬂlmﬂfﬂf!ﬁfHﬁyslﬂdﬂlhﬂl[rkaﬂﬁpiﬁfsyﬂsmlWﬂ:l@ show
lhmlmldﬁﬁc,ldaw@exrhﬂdlabedmeaudldidn‘lged!ahidgbehind
anybody else’s skirts to get it done. And there were certain things that had 10 be
danmlmgdnglodﬂmemAndldldlkm,Shnﬂandiplmyperm
Smuewhmm&knlggxsllmam@drspﬂaﬁmmmemlm,ﬁw
Ihaszmnum&mﬁﬂmm&nmmmwﬁﬂrmm&i&ltwﬁh
didn't ha Immﬂup&mﬂqmggpmpk oul...still don't, never
did. An mrzh:ﬂnlhﬁrzanytudydwysmmqmiﬂnkizlkmngh
and it had 10 be done, lhenp:lﬁgﬁd@t;ﬂlllﬂﬂgdﬂﬂeismcm;’emg

methodology, but the reputation serves me well in that respect.

This supervisor believed he acted fairly as his first commitment was to students, rather
ummlea:lmFlefétﬂm:famhswmmléngmimymlmhm

This supervisor raised another aspect of the effects of terminations. He believed that the
lemnmmmuaymmvemmdmummd:hammdh
mmmmbwwhmanBmmﬁrm“k
fdluteiddmmnngdgmumm;mﬁadﬂemmbﬁhmﬂmm

Thmnmmm:vmaydnnmmdedjmﬁm
included the nced to form judgments on the basis of observation, to maintain impartiality,
:ndmmnmammﬂgmmmmmmmkfhmdzmmm
Honest and Candid Agﬁinnhﬂ Performance

thhmdfamﬂnmpﬁdﬂynﬂmnmdmydh
wzm-mmmumd;mmmy

mmadmunmnmuﬁmnhmﬂmmmu
Mﬂhﬁnyth“lqﬂﬂErﬁmmmfmﬂﬂ
Mﬂtbﬁﬂ““mﬁmwﬁhl&vﬁﬁﬁmhﬂ
mmfﬂammbyﬁhﬁmhﬁﬁ.mmlm




service. For example, a principal, new w the school, found the marginal tcacher had been

for the supervisor:

They had, in fact, protected this teacher over the vears - the school and the
school district — in not giving this particular teacher 30 level courses so that there
wasn’t the check on achievement and that kind of thing....Why was this not
addressed in the first 20 vears of this man’s career? I’s just sad that he was allowed
lo carry on. Because I think that if he — if it was early on - he would have
developed some of that self-confidence necessary....

Here's a man who taught Jor this district for 20 years. And if he wasn't
provided with assistance 1o do ihe Job that we wanted 10 be done — there’s some
responsibility on our part — over 20 years. There is something wrong with what
we Aave been doing as a district.... Nobody had told him that he wasn't doing a

very good job. Nobody had told him what he had to address. In one of these
Situations, the way | assess it — he kind of knew it in the back of his mind that
things weren't going very well. Kids were dropping out of his classes, no one ever
lold him why... they never told him why they didn’t want him 10 teach them. The
parents did the same. They would phone the principal. Things were changed
quietly. Yeah. I think no one was ever up-front with the guy. It's not fair.

responsibilities do supervisors have to help young teachers improve their craft? (b) Can
improvement occur without candid feedback from the supervisor? (c) Should
administrators protect experienced teachers wmﬁcmmﬂingmgnm?(d)
What impact does it have on the teacher's scif-confidence when lhmgsarechmgedqmcuy
and never discussed with the teacher? This principal obviously belicves the way one
mmquwmimmm:ﬁhﬁﬂniﬁﬂrﬂvcmﬁﬁ.mfﬁf; mo

the type of practice which shirks these implied responsibilitics 18 a disscrvice 10 both
students and teachers.

Confronting perceptual problems. Many supervisors felt teachers need (o receive
Wﬂ“mﬁdfeﬁb&kumﬂﬂmm%hpyhdﬁmmﬂ
ﬂurmwn;AfewwpeﬁnmudeE‘m problem’ of some
mmmmwmddﬂrﬂmmﬁm&lmﬂmﬂmfmmymh
waMngmm.mﬂNmmahm{mﬁm
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t information to be honest, valid, and timely. As an example, one administrator

d>scribed his interaction with a teacher who finally was forced to resign:

1 sat down with the teacher and went through, in quite some detail, exactly what
was expecied in each of the three areas, when the specific deadlines were 10 be mel,
and how they were to followed up. And then I backed off....

Subsequently, 1 met with the teacher again. That was, I think, one of the most
difficult sessions becanse, in his mind, ildnw improved when, in facl, they
[the students ] just ignored him. They didn't ve lo challenge him amymore. They
knew that they could ignore him an  there was nothing hay ening in class at all. It
cmbﬁspaimwhmlﬁﬂyhﬂpnyiatrzg ess of what you think of
how things have been going, it's just mot happening. We're going 1o move toward

teacher who o fails to recognize those instructional areas which are in need of
lmmmsm:mmmhmhhmwmﬂmmm&
critical:
e emer. ' o oot e e sy o 1 and ks and
hcmmhxbkmwbﬂpnﬁdxapmﬁﬁnummk&tmme
other hand, you need to point out areas that have 10 be worked on.
Thunﬁemmfﬂmmﬂ:yhﬂamhhtybmbmmm
mﬁ:ﬂmmhmiwddﬁrpﬁmnmd‘hﬂnﬂm‘mﬂz
nﬁvmmhmwfmmiMyﬁﬁﬂm
\dministrators’ Interpretation of Justice
A commitment o the ethic of justice seemed 10 be a : undamental belief of the

decision-n qmﬂbmn:mhﬂﬂm
-hﬁ-umcrhnﬁlfathum-nhwﬂ-ﬂ“ddyhﬁuﬂ
standards of compete cy: for the teacher 10 have adequate time and sssistance 1o
improve; and 10 be evaluated again againet the same standards.




Momovcr.inaddiﬁonbawmptingbaainajmmanm.mouofdwnwvim
were also committed to maintaining a personal relationship with the teacher.
THE ETHIC OF CARE
Acaﬂngmlalionshipismcwhichfocmcsbmhonthcpeoplcandmmcimcmctim
between people in the relationship. Furthermore, people commitied to an cthic of care
generally attempt 10 make all relationships into caring relationships, where the primary
cawemishmvpeoplefedmdmpmdloacho&hctandbﬂlcacﬁmm
Mduwmmimkmmidcdmnymmﬂudwwmmmdnﬁn
such associations between supervisors and the teachers.
Maintaining Caring Relationships
Mostmpcrvisonbdieveddmitwaspouiblcwdedmuelomaiuuinaaing
relationship with the teacher whose performance was unsatisfactory. Many found this
diffmﬂkuthethdmapmofﬂlemofworkingwithmdmm
pufammmmﬁd'mywawcmfmuhewmwilhevidamdhhmhﬁ
shoricomings. This was ofien a painful experience for both the administrator and the
teacher.
Mounwvimlmgnizeditwuddbelmwulifpumlduiomﬁpc@dd
be severed — bmmonmfmedlodothis.Theamliaionauedmdamdmf@r
the teacher and affected the impartiality of the decision. For example, onc assistant
superintendent claimed:
Ye:.Ignnlhaveﬁ:md‘il’sndeﬂodnlwmmwbull:nﬁ
“S.O.B.”Almit':moutbelabk!ll'seasknodedmmwllhm
wbmﬁk....mmmeym;ndommumm?
MJMHMQ[WQ.
lnﬁsm.amwnwmmmwmmamm's
mwwmummummmmm.wmmmﬁ

the supervisor:
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My Jeelings at that time — at the Board hearing he had — he didn't do any
lalking — it was all done by the Alberta Teac " Association. I really felt sorry
Jor the teacher — bowed head, the way he walked, It was really sad, really sad. He
would have accepted anything. I don'l recall exactly, but he got really very little out
of il as far as a selllement — he didn’t get a year's salary, or that kind of thing —
Jor 20 years of service.

The supervisor was concerned both about the weifare of the tcacher, and that the
tcacher was not treated justly. He felt the school board could have demonstrated more
axnpasﬁmwfainmbymvidingamacadeqm scttiement.

Many supervisors realized that when things were not going well for a teacher, teaching
became a very difficult occupation. In those situations, the best alternative may be for the
waclmu)luvcthcpmfeuion.bdmgcm

We just think they should get out of the business, because | believe that
leaching, when it goes well, is a great 1 also believe that when it’slud,

and underworked, wouldn't dream of 8 themselves in that position. So | think
they are better off getting out, when they are young enough.

Anmlmmpuimqubmexptmedimiltmm

lthink it'sa lerrible existence io be doing something you don't ea'j‘oy doing, or
10 be doing something — lobeiuamkwyon'remdoing very well.

Ampedntendun,wlikduuibinglheevenhmldedbthuﬁpuimof:eksg
friend, mcalleda«imcultcouvauﬁoniawhichdnwhumdizedﬂmitwinﬁsbm
intcrests (o leave the teaching profession:

b e A e gt g
of things. We had visited in our homes, and 3o on. To this person openly
kT 4 Sy w1
800d.” That still hurt.

Ana-imwpuimwhohdminﬁnedamwdveldaﬁonﬁpﬁma
ww!mawin;ﬂnpﬁoddimmidonwauebcoafmunwmm
Msfackxypufmmudiudleuoahmudmﬂnchod system:

S0 [ called [him] aprer that last evalnation, and said, “How are things
going?"And he said, “Well, I'm having a bad time.” And I've known kim now for
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almosi 15 years. We basically started leaching here at the same time.... We had
built up a bumjnmppan;ubrrmajmrpﬁor association and then we ialked,
beer every now and again. 1 believe he trusted me 1o be honest because
this is not the first time I've 1alked 10 him about these kinds of things. So he
explained 10 me that he was having one hell of a time. Ard 1 told him that we shared
that becaxse were are having one hell of a time, 100, in Justifying 1o the community
and io the teaching profession why he should remain in our employ.
So then we go 10 talking about “How did you feel during the time you were off
on your medical leave?” And he said, “The best I've ever Jelt — the most relaxed.”
And | said, “How long do you wani lo keep kicking yourself in the head? "

lna:hmdﬂmhdlbmednmmmmm:m"nmmamng
rﬂaﬂmﬂnpmm@ﬂ:ﬂnmﬂrﬂmﬁmﬂmﬂmﬁfﬁﬂwmby
mﬁghm“mhmnﬂmmm ary 10 make the
duﬂ‘nqitdaamblﬁv:ﬂgmhngpd‘mﬁm“eillsmmmn
mhﬂﬁhmmﬁ:mmhiﬂmmmmmmm
p&fmﬁmmmﬂfwammmmuﬂﬂmwm
fucedthemnaplbmmeeﬁmhspmrhalﬂiwuhivmgmmpﬁm
He was having some health problems at the same time — p rhaps they were
mwkﬁ-mﬂmmdﬁshvkﬁmm@b
mn&mrlswshkw:pzuwmr he feel that he
;ﬂ;mmzl?ﬁzhmzlb;’ ﬂ&em;ll&h;mnﬂ
In ome discussion — the two of us — outside the school, he agreed that there
would be a benefit 10 him 10 step own and allow himself some time io get removed
M&Mﬂhﬂq:ﬂmmmmmm:

Tﬁmﬂghummmm:lpawmmﬁhm-d

mwmhkdyhmmnnpmmfnﬂmﬁmmmhmn
ﬁ“pdﬁﬂhmﬂbhmﬁmwﬂﬁemm
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lldpingﬂwﬁﬂﬁmﬁizzﬂingwam;vﬁﬂemfmﬁmmhaam
ume. However, it is not always possible or desirabie to establish such a relationship. The
following scction provides some examples of the difficulties which occurred when
relationships were characterized by conflict and acnimony.
Conflict Between the Supervisor and the Teacher
lnmdhmmmmhﬂbyhmmmmemhrwzwm
amdmmhrmuimpeﬁmaﬁﬂmnﬂlymﬂtnﬁdbm
the icaching profession. Most supervisors indicated that both parties made efforts to
maintain a caring relationship, and that this relati nship enabled the two parties 1o deal with
the ensuing difficult situations in a constructive manner. However, other supervisors found
ltmmdmpmmmmwmmammm
the administrator experienced considera ¢ personal conflict between his commitment to
pmmunwdpmﬂemrurﬂlmdmlglﬁhmmmmlthmqmm
dm;mmmehﬁmammepﬂﬂmﬁ
MWuummdm&mbyhsmfnlmmmﬁem
mmrupectordlgmy-aedlnmwhdlmm
Tolﬂ;%ldﬁntﬁthmnmﬁefeisﬁr&ﬂdmmm
wasn 't there for them. And I got canght an awf lot trying 10 run inserference for
[the studenis| — or between the :::erwm We had ... no dis .
mmﬁ&mq&m We had maybe 2 kids a year that |
Mad 10 look afler. On the other hand, with this man, | had 2 or 3 kids a day,
Themqorcmmmrmﬂe“yhmm

He was very, wmﬁmﬁzﬂdsﬁeﬁﬁhﬂﬁm&em
MMﬁrhbmhmm&ﬂﬁlmde@ﬂﬂ

’I‘hemahmyofdismhmﬂzﬁwd relationships were not just restricted to
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sitting down with the differemt parties 1o try 10 resolve something — it didn't work,
He would blow up.
The principal initially responded to this conflict by aticmpting to ignore the teacher as
much as possibic — he aticmpted 10 sever any personal relationships with the tcacher.
I'tried to work with him. It got 1o the point where | guess 1 pretty well locked
him out. By that | mean I locked him out of decision-making, 1 locked him ot of
staff decisions, and we, as a stafj. pretty much ignored him as much as we could,
Over the two year period, the principal responded (o the conflict in a variety of ways:
omamwdwiymu:wxmamudﬁsp@ble,
* The administrator atiempted (o protect students from the tcacher.
omadnmumofﬂnmndyeannwhlchmelﬂcherwasmmemhcﬂﬂm
* Because any meetings between the two inevitability ended in conflict, the principal
chose not to confront the teacher with all the information collected.
ThulmmhumddmnhﬂuﬂdﬂRdmmlﬂmgmﬂgm
wasre-lmwdonMumw:tymmemmﬁhdmmm&m“mﬂlh
evidence used to determine his competence.
Snmdlsmdemuwcuuedmemvlﬁhxglm considera
lhiscue.%ukedwhﬂlnwuﬂddndiﬁmﬂy.hemdz
IMMIMkmilnh!mlm:pnddkmﬂﬁn lo fix
things.... Ikwbko/myduzmmﬂﬁgnﬁugmhﬂwh&epalk!mm;
- lokeepmngsﬁmbloﬁuglf.m iurgmzxi. maybe they should have
blown up right off the bat. As | say, perhaps ihe best thing that could have
MMWMM&:&&&"H = somebody didn’t stand up 10 the man and
say, “Listen, that’s not the way we do things.”
mmm'ammmfmwmmm@mdﬁmm#
Mhmmwuwmwbhdmgninimq[m:ig
Mjmﬁmmm“mﬁdbmemwmdﬁmﬂfm
did not provide adequate instruction in her Iatest placement.

le thought 10




Concerns about the quality of instruction were first raiscd by parents who came to the
pnncipal dunng the first set of parent-tcacher interviews.

But, just at the first repont card, I was inundated with about S parents who came
It me and voiced a very strong concern about what was being done in that
classroom, and quite frankly, what was not being done.

The principal became aware of the teacher’s shortcomings through the formal
cvaluation process and attempted to assist by providing suggestions for remediation.

I was frustrated that the AP and | were offering her sound advice, and she was
nol accepling it. We knew that she was geting on and it was only a matter of time
hefore she decided 10 retire, and we wanted to help her until that time.

The students were also affected by the frequent absence of the teacher. The following
indhcatc the principal’s worry over the effects of the disruptions on the students.
By this time, the teacher had already received sick leave from her psychiatrist

stipulating that she was only able 1o teach half days. Through the latter part of
September and all of October, she was only teaching half days. I voiced my
concern downtown... and we forced her 10 lake 2 or 3 weeks off....

The kids obviously were not in a good educational situation. She actwally did
the kids a favor by going out on stress leave. But there was this constant “I don't
know if I'm going to be in 1o school tomorrow or....” From that perspective, it was
an unstable situation in the classroom. They weren't getting the right “bill of
goods."” The kids weren't learning what they should have ieen learning.

The administrator found it very difficult to establish a relationship with the teacher. Her
responsc Lo the every step of the evaluation procedure was to dispule the fairness of the
process or the validity of the findings. In many instances this was done by requesting the
presence of a third party. The following examples are indicative of the principal’s response
to the tcacher’s approach.

1 would hold a pre-evaluative meeling with the teacher [where| we would go
through the evaluation process, step-by-step, so that there was absolutely no
portion of the evaluation which was going to be a surprise 10 anyone evaluased, She
requested thal an ATA represeniative from the Local be present ai the initial
meeling....

As is our practice, the evalnation is given 10 the teacher 10 be read and
signed..... Al Ihal time, she became rather aggressive and very litigions. She went
lo the ATA for advice as svon as she received i1. She went on sick leave, and as
was stated — the document was not signed nor returned 1o me.... She [later | came
back with the representative 10 lalk abowt these things.. ..
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The response 1o us was very aggressive, in an antagonistic sort of way. All of a
.lranf;e;tane lime she said, “Before I sign this, | want 1o receive counsel Jrom my

The principal’s perceptions of her acts as those of avoidance and her practice of having
a third party present at all meetings destroyed any semblance of trust between the icacher
and the principal which, in turn, made it impossible to create a caning relationship between
the teacher and the principal.

Possible basis for the confliet. The supervisors who bocame caught up in
conflict with the teachers whose performance was unsatisfactory talked about possible
reasons why the conflict escalated. The theme which emerged was that the SUPCIVISOrs
perceived that the teachers had different core values than did the pnncipals and, thus, the
teacher’s values clashed with those being promoted in the achool.,

The following excerpis are from two interviews where the conflict between the tcacher
and the supervisor was most apparent. While the two situations were very different, there
were striking similarities. Neither supervisor was able (0 establish a caring relationship as
the teacher seemed unwilling to make any commitment to such a rclationship. Both teachers

schools, and 0 the supervisors felt they harbored a strong sense of mistrust of
administrators. Furthermore, the teachers appeared 1o reject some of the school's
fundamental beliefs, as neither teacher seemed concerned about the welfarc or education of
the students entrusied to them.

One of the biggest problems with this person is that he didn’t trust kids. He had
no use for them....

Tkﬂdsﬁkuagdﬂdtl{tzhem#opQ=klnmuemlikedm
mﬁﬂeymﬂntﬁgbbﬂ?kmcerﬂlnlyhdhkﬂrm[amhﬁmgﬂ
wenl, but he was nol a ood seacher because teaching is a ‘people’ profession and
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m“ﬂmn;.mdreﬁmdmmummmmmwmhﬁ
teaching skills:
1 asked her why she was teac. P — at one of the meetings — because | saw
there were so many d@icumes in r class. Her response to me was that she

ngﬂgddzmney.mmbﬂlmﬁmmatmmmmwmmh
that situation to teach or tc be with children, bus only for the financial aspect of

teaching. ...
Slanenuchlsﬂﬁemmqﬂm:@thﬂkﬁmkltm&mﬂm
idmnmnacmgmmlpwhenmmummdnhbemmﬂ:m‘:
fundame mnﬁsmmammm&mmmmm
ent Hﬂ?knmﬂehmimg

embroiled in conflict accept caring as a fundame
mhmmwknmmchmmmﬁumm:mP?meﬁm
culture? These questions will be considered in the “Discussion” section.
SUMMARY OF FINDINGS — THE ORGANIZATIONAL PERSPECTIVE
ﬂmm@mﬁanwﬁrﬁmmgﬂn rganizati i
emerged from the interviews with supervisors. Those themes were:
activitics to which they pay attention,
-Hmmmmmﬁmﬁmnmwﬁmmumh
education students receive.
* Modeling behavior consistent with the core organizations
; s mtmmmmmmihmmmhl
* “Acting jusily” had & number of interprotations including being impartial,

| values is seen 10 be an
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* Most supervisors were commitied (o maintaining a caring relationship with the
* Where this occurred, the teacher and supervisor tended to engage 1n open and
forthright discussions.
* Where a caring rclationship was not maintained, the supervisors and tcachers
scemed o act from different core valucs.
DISCUSSION
FORCED RESIGNATIONS — THE ORGANIZATIONAL PERSPECTIVE
Itappears that the manner in which supervisors work with teachers whose performance
is unsatisfactory affects the organizational culture of both the school and the school
jurisdiction. Furthermore, the impact may be greater in those instances where the events led

lo the forced resignation of the teacher, as the tension inherent in the SUPCTVISOFY Process

and the nature of the relationships between the teacher and the administrators provides
insights into the supervisors’ fundamental beliefs.
ORGANIZATIONAL CULTURE

He indicated that three primary mechanisms by which leaders impact organizational culture
were (a) what leaders pay atiention to, or do not pay attention t0; (b) the reactions of lcaders

to critical incidents and organizational crises; and (c) the deliberate role maodeling, tcaching,

commitment o thesc fundamental belicfs explicit, and tended to use modcling as a means of
transmitting their belicfs.
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The forced resignation of a teacher often takes on a symbolic meaning which is greater
than the importance of the event itself. It re-enforces commitment to quality instruction by
signaling that poor teaching will not be accepted. In addition, it can re-enforce the
perception that the supervisors are concerned about the welfare of teachers and students and
the concept of faimess and justice. It is a relatively rare phenomcnon, and as such is often
provides the supervisor with an opportunity to affect the organizational culture.

This finding is consistent with a conclusion reached by Owens ( 1991) that the
organizational culture is influenced by the interactions between the various members of the
motivation, leadership, goal sctting, decision making, coordination, control, and
cvaluations” (p. 180). As supervisors and teachers engage in cach of these types of
ion at some point in evaluation, the supervisory process can become an important

scrics of events to influence the organizational culture.
by Bolman and Deal (1991) who asserted that:

Culture is both product and process. As product, it embodies the accumulated
wisdom of those who were members before we came. As process, it is continually

Thig.th:misgimmluﬂgﬂumgAmﬁngmiimmﬂgevmn
mhﬁmﬂewdmdmﬁwhmpafm::mmymﬂﬂmh
mﬁdﬁuﬂ:mﬁyp@nginﬂnuhmﬂmﬂtﬁﬂd
muuﬁdﬁmmpﬂﬂinMMmpﬂfMﬂmm
mm“nmquumpafmumhmmﬁmgﬁﬂm
ﬁmmmmbhﬂphmﬁmmmuhﬁmﬁm
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could no longer work for the school jurisdiction.

Many supervisors acknowledged that other members of the teaching staff wanted
actions taken against thosc people who were seen 10 be doing their jobs poorly, While they
wanted the supervisor (o be fair and they sought compassion for the individual, they
expected supervisors (o act, as teachers who perform poorly discredit the entire profcssion.

The events which surround the forced resignation of a teacher may have a significant
influence on how members of the organization view the supervisor. Bolman and Deal
(1991) noted that “individuals have power if others believe that they do. Such beliefs are
ged by events or outcomes that become linked to particular individuals” (p. 286).

were providing unsatisfactory performance affucted their power and influence with other
contrasting the reactions of two long serving superinicndents. Onc, the same administrator
whmﬁmm&fm:hdﬂhﬂpbycﬁﬁﬁngﬁminﬂtzlﬁcﬂmmu
Machiavellian twist (0 his actions by acknowledging the myth “many people believe
Iencbmmnuhzﬁred"mdmaﬂd:fnetﬂmhemﬁd:mn:mhﬁumﬂdm:
power over people.

His story has been told, and re-told. It has become one of the myths which surround
lnm.msmvlmrhﬁmpnmdﬂnlmgmhudﬂmﬁmﬂ:mlmmdme
organization and he uses this 1o create a set of Xpoctations for the teaching staff:

Weh&nmﬂumwwnﬂmﬁzﬁmfyﬁwEhzo]lkewngsne
eumuma:mapﬁm“m.a/mmmk best teachers|. We
nhkﬂﬁmﬁﬂwcﬁxmﬁmmm&y would have 10 do anywhere

else in the province — owr standards are higher, we expect more of them than
they woule ' lo produce in any other system. Whether that's true or not,
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This supervisor used stories about the forced resignation of teachers to help create a
particular type of organizational culture — a culture built on cvaluation, control and top-
down management.

Another administrator, who had worked in a different Jurisdiction for a number of ycars
spoke openly about an organizational culture commitied to “people learning and growing
logether.” He has aticmpted o foster a culture that focuses on the strengths of the tcachers
and encouragces assistance for those not performing as well as expected. He did not speak
of incompetent tcachers, nor of firing teachers. In fact, when asked about tcachers who had
been released from the school system, his reply was short:

If someone is really harming siudents, then there is a responsibility. The same
way as if there is a student in the class that is so deviant, or creating problems 10 the
exten! that it’s having a serious impact on the climase of the school or classroom —
a serious impact on the other students — then there is a responsibility to do

something. But | haven't run into... well, | shouldn’t say that. Over the years, there
have been -1hout four cases like that where we Jelt we had 10 do something.

their actions were psychological or physically harmful to students. The reply was that “i
would be more psychologically or physically harmful. "

Beyond that, this administrator did not talk about those teachers who had been forced to
resign. Repeated readings of the transcript revealed that stories of modeling desirable traits
and of coaching tcachers to help acquire appropriate teaching behavior were more important
to the culture of that jurisdiction than were stories which would instill fear and concern
related to the power of the supervisor. Thempulmm;m that Uiandmmm
felt these tcachers were anomalies, an:lr that talking about marginal teachers only served to
discredit the icaching profession. The image he constantly portrayed was one of teachers
and students “learning and growing sogether. "

teachers. In almost every interview, there was reference to the way in which the process of
working with a tcacher whose performance was unsatisfactory influcnced the perceptions
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of how things are done around here. In most instanccs, the references were to the effects
on the cthic of justice and the ethic of carc.
The Ethic of Justice

The supervisors felt they not only had 0 treat the tcachers Justly, but they had 10 be
perceived as treating the teachers justly. At times, their concern with being i meant that
teachers were provided with considerable assistance and time (o improve their performance.
Because of this, long periods of time often clapsed between the imitial perceptions of
unsatisfactory performance and the resolution of the concemns. The supervisor frequently
experienced conflict between his or her commitment to the cthic of Justice and concern for
the educational wcll-being of the students. In each of the cases where moral conflict became

manner because their own belief system demanded they act fairly. In addition, the
supervisors were conscious of the impact their actions would have on the organizational
culture.

The consistency of the supervisors’ commitment to the fair and Just trcatment of
teachers appears to be in marked contrast to the responsc found by Bricschke (198K) during
her study of the ethical basis of decisions made by central office administrators in a
department of a large U.S. school jurisdiction. Brieschke statcd

It was found that most administrators in central office did not agonize over

competing values but wouid not consider the 5ituation 1o posc an cthical problem
for the haaue“ﬂ:wayﬂ:h:“mmﬁd‘ﬁc:pmvz&dagmd:hneﬁrahnl

set of expectations...,

The data suggest that a gatekeeping mechanism may be in operation in central
office, for, with rare exceptions, administrators appeared (0 experience fewer
office. My own bias predicted that commitment at highcr administrative lcvels
would be (o the organization. Surprisingly, social values were named as the
jamfm for resolving dilemmas an overwhelming majurity of the time. (pp. 30,
31)
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Overall, Bricschke considered the justification of over four hundred cthical dilemmas
by various levels of administrators. She found that “self-interest” was the most
predominant basis for resolving thosc dilemmas. She went on to suggest that justification
used for resolving cthical dilemmas may be influenced by the amount of direct contact with
the schools and with students. Staff with more direct contact tended to use professional
considerations as the basis for decisions, while those administrators who were more
removed from involvement with students tended to make decisions based on social values
or sclf-interest.

The supervisors interviewed in this study were cither principals or central office
administrators from small jurisdictions. As such, each supervisor had considerable contact
with the students and with the teaching staff, It scems likely that cither this close contact
helped administrators retain an awareness of their purpose and o act in a manner which
nal commitment o individual

rﬂfillﬁuﬁnpumﬁﬂgﬂminimmhﬂagmng er
students and so choose o work in an environment which maintained the close contact.
The Ethic of Care

It seemed that the majority of supervisors who were involved with the forced
resignation of a:iggeherwemablgmmainlainacaﬁn;mlaﬁmhiﬁwithuﬁleaﬂle,f.This
mpﬂlmnmmlﬂmmmrm:ﬂmdmmvam
options open to the teacher and the supervisor, and the wces of cach option. Itis
dlmhd'ullhuﬂusmﬁddnmanmuldhv:muadnfﬂmelMphﬂbeen
scvered.

However, a few supervisors found it impossible to either establish or maintain any
rmﬂmuummmmmmmmmmmm
nﬂmhmﬂmmwhmmmm“vayhmmmm
mumwhmlmmlnm:mhmﬁmhdmuﬂ
relationshi fimdumlhmmhhvudﬂemm“hmmng
mWﬁﬁmmmFtthgmnngmm:m
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who behaves in a manner which is inconsistent with the fundamental belicfs of the school
or school system?” “Is it possiblc to have a caring relationship with a person who rejects
aliempts o establish such a relationship?” To provide insight into these questions, it is
helpful to recall the thoughts of Starrait (1991):

#eh an cLie 6ocs not demand relationships of inimacy; rather, it postulates a level
of caring that honors the dignity of cach person and desires 10 sce that person enjoy
a fully human life. Furthermore, it recognizes that it is in the rela ionship that the
specifically human is grounded; isolated individuals functioning only f(or

themselves are but half persons. One becomes whole when one is in relationship
with another and with many others. (p- 195)

Starrat continued by saying that in a caring rel ship, cach person is regarded as
respect the intrinsic dignity and worth of the individual, and convey this respoct through
one’s actions. Similarly, Strike, Haller and Soltis (1988) wrote of the nced for cqual

The principle of equal respect requires that we act in ways that respect the equal
worth of moral agents. !lraqnirgdﬂwempﬂhmhéngsashvingimﬁﬁg
worth and treat them accordingly. The essence of this idea is cxpressed in the
Golden Rule. Wehavegdutyhmdﬂhszdgmkindnfmmmweexpgﬂ

them to accord us. The principle of equal respect can be seen as involving three
subsidiary ideas. (p. 17)

Theymntinuedbgyuﬁlthisrequiresthatmpeﬁnnmmtmmhﬁuam
of achieving personal ends. Fu e, we must recognize that all people have the right
mmikechﬁ@.gndfnﬂly;Mﬂ!mﬁgmm&vmgﬁngdguﬂv;lnei
ThewmtafsmandcmeksanMdnmbemuspuedmnmngumh
idﬂumﬂﬂmﬂﬂlyl“yrmdnfﬁeultdmmmﬂmlddmmmb
nmﬁbmﬂnﬂmammmm:hpnmmwmmwumwmh
part of one person in the relati ship must be condoned. In fact, | believe that it is more of
maﬂqunnhemlnmnfmﬁemwhmuwwm e,
rather than isolating, or ignoring the individual. However, this confrontation should be
dmm:mwbehmhdngmtydhmmdwdbymmmungh




The superiniendent or principal must make the teacher aware that behavior which

(1992a), who argucd that

It is the leader’s responsibility to be outraged...when purposes arc ignored.
Morcover, all members of the community are obliged to show outrage when the
standard falls.

Leadership by outrage, and the practice of kindling outrage in others, challenges the
conventional wisdom that leaders should be poker-faced, play their cards close 1o
the chest, avoid emotion, and otherwisc hide what they believe and feel. When the
source of leadership authority is moral, and when covenants of shared values
become the driving force for the school’s norm system, it scems natural (o react
with outrage 1o shoricomings in what we do and impediments (o what we want to
do, (p. 130)

values of the school illustrate the need (0 ensure that where there is a conflict between the
concern for the welfare of students and that of the teacher, concem for the welfare of
students must take priority. However, if the supervisor truly is commitied to the ethic of
mh:urdiemuﬂmummmwmmuh&ptymdlmeg!ydﬂmachﬁ
Thmﬂdemumldaenmﬂedwhﬂehmbywmm:mmfm
10 resign is as important as is the end result — the teacher does resign. Administrators must
keep in mind that the goal of schooling — providing the best possibie education for all
students — does not justify the use of any means 10 achicve that result. The methods and
uscd must be consistent with the fundamental beliefs on which the

Smummnﬂhemwnk:mmmmumemlm
which is contrary (0 the fun al values and beliefs of the school or school sysiem.
Fhwev&nndmn;nﬁeymﬁmhhrmmdﬁrmmmm
’ must retain their commitment 1o maintaining a caring elationship

beliefs. Administras

j ce. At the same,
fons may demand that the supervisor takes sicps 10 end the teacher's
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employmemifmewberisunwillingormblelopmvidcappmpﬁaieandmeaningful
instruction to students. In fact, this may be the be:t solution for both the teacher and the
school system.

The manner in which those in lcadership positions work with tcachers whose
performance is unsatisfactory modeis acceptable approaches for tcachers who interact with
students whose performance is unsatisfactory. When supervisors fail to treat the marginal
twlnrwimhuwyandmpecuammgeismnvcyedwmhmllm itis all night 1o
treat students in a similar, disrespectful manner. If a supervisor forces a teacher to resign
befmthemcherhaadeqmleoppmmtybimptme,am;gizmveygdlh:mi,sﬂl
right for teachers to force a student to drop out of school without providing the student with
the opportunity to improve and grow.

Furthermore, if a supervisor ignores poor performance by a teacher, or if a supervisor
allows a teacher to act in a manner which violates the fundamental beliefs of the school or
school sysiem, the message is conveyed that it is all right for teachers 10 allow students (o
perform poorly or to act inappropriately. Therefore, it is imperalive that the leaders of the
school or school system — u\emncupulsuntmpenmdmmnhempmmﬁ
-minamwhkhismmmmdnmvdmofﬂtm;ﬂmaﬁmi itis only
through consistent action to re-enforce these values that the al culture can be
shaped and molded 1o one which allows the school to maore fully meet the needs of the
students it serves.
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CHAPTER EIGHT
FORCED RESIGNATIONS — REFLECTIONS ON THE PHENOMENA
In this chapter, threc themes which emerged from the findings related (o the various
perspectives will he drawn together. Those themes are (a) the supervisory process, (b) the
issucs of caring and justice and (c) the emotional impact of the supervisory process on the
teachers and the supervisors. The conclusions drawn from these multiple perspectives will

existing literature will be noted. The chapier will conclude with implications for further
rescarch, and implications for action farmpﬂwmalﬂﬁhuul!yngms In addition, a
vawdhmﬁnﬂmpmdﬂtm@m&
through seven is provided in tables 6 and 7.
THE SUPERVISORY PROCESS

Thaewmmpawdmfﬁmmmempavmymmmmemhmmdy
— handly a surprising devel pment in a study on the forced resignation of teachers!
Hmﬂenhsﬁmuyhk@pmmmﬂﬂﬂﬂ:ﬂﬂﬂmﬁﬂp&vmﬂﬂﬁﬂdmdm
m;nﬁngrmugmmd‘muhlnyﬁu.hm“mhngg
technical expertise” (Alberta Education, in press, p. 3) appropriately describes the

ltqﬂy“emﬂﬂhemnwﬂ:vw&mmhqﬂnydﬁe
supervisory process, as well as in the relatic ips between the teacher and the
mmlnmnm.hmmmwﬂmﬁmhrWIem
uﬂa:hmmdhmaﬂﬂmﬂhﬂ@hszﬂmmdmﬂevﬂm
fmahfmveumwmmmmlm:nm
mhkﬁvmmmmmmmhmﬂﬂhh
nhﬁﬁwilydhmﬁngﬁmmlwimmlmﬂmhgnh
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“Teaching as Technical Expertise”

The review of files of the Alberta Teachers' Association, the review of the Board of
Reference judicial summarics, and the interviews with supervisors suggest that the
evaluation of tcachers involved comparison of the teachers® performance 1o standards of
minimum competency defined in board policy. The solc purposc of the evaluation was to
determine whether icachers met the standards of minimum compelency. Where it was
demonstrated that teachers failed 10 achicve a satisfactory standard, they were given both
opportunity and assistance to improve, and were then re-cvaluated against the same
standards. Furthermore, although teachers saw the supervisory process as procecding
through a vague and haphazard series of events, they also recognized that the purpose of

the evaluation was accountability — to ensure they provided quality service to students.

quality control — attempts to ensure teachers consistently mect acceplable standards of
performance — is “an important outcome and a highly significant responsibility for
principals and other supervisors” (p. 285). He suggested that the following aspects were a
part of such an evaluative process:

* The process is formal and documented.

* Criteria are explicit, standard and uniform for all teachers. ,

* Criteria are legally defensible as being central to the basic tcaching compcetence.

* Emphasis is on meeting minimum requirements of acccplability.

* Evaluation by administrators. ..counts the most. (p. 286)

Thus, the findings described in this study are consisicnt with the approach advocated
by Sergiovanni for the evaluation of teachers w hose performance is unsatisfactory.
However, the supervisory process did not follow the scquential patiern outlined by
Sergiovanni. Furthermore, the supervisory process was more complex than suggested.
This deficiency is important, as the complexity and the unknown aspects of the supervisory
process seemed (o intimidate some supervisors and so increased the level of stress they
experienced.



The Need for a Fair and Comprehensive Process

While it is possible  short-circuit parts of the supcrvisory process, it is apparcnt that
there arc long term benefits to the teacher, the supervisor and (o the school jurisdiction (o
provide thorough, comprehensive and fair supervision.

Benefits to the teacher. Most of the teachers interviewed were subjected to hurried
and biased cvaluations, and so suggestions about possible benefits arc based on the
conversc of their expeniences. However, a comprehensive SUpervisory process appears (o
cnablc tcachers o gain a better understanding of their strengths and weaknesses, and to use
this information to improve their teaching performance. Furthermore, the spectre of

possible termination could provide the motivation to examinc one's lcaching practices, as

(Alberta Education, in press) which found that teacher evaluation could lead to reflection
and scll-cvaluation. However, it is doubtful that this would occur where the supervisory

process was conducted in a haphazard

Furthermore, most of tcachers interviewed did not fecl they had been treated fairly.
They viewed themselves as conscientious and committed teachers who had been forced to
leave the teaching profession on the whim of the supervisor. Although they acknowiedged
they were having difficulties in the classroom, they tended to pass this of  to conditions
endemic o teaching, %ot (o their own performance. The supervision which they
expericnoed did nothing to dispel this notion. Had the supervisors conducted more rigorous
and comprehensive evaluations, and provided more meaningful assistance, the ieachers
may have felt they had received fair treatment. This may have reduced the bitierness some

Benefits to the supervisor. The supervisors felt that a comprehensive process was

cssary as it helped to remove any doubts associated with the difficult decision 1o
lerminatc the teacher's contract of employment. The fact that efforts had been made 10 assist
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the teacher, and the teacher had chosen not to accept the assistance, also scemed (o help

responsible for the unsatisfactory performance. This appeared (0 help many supervisors
resolve the dilemma between concern for the teacher and concern for the cducational
welfare of the students.

Benefits to the school jurisdiction. A major finding of this study is that
supervisors believe the forced resignation of a teacher is viewed by other teachers as a
significant series of events which affects the organizational culturc. By cnsuring that
teachers whose performance is perceived 1o be unsatisfactory were cvaluated and
supervised through a fair and just process, the senior officials in the school Junsdictions

the ethic of justice, and thus re-enforce their importance. This, in turn, appears o increasc
the level of trust and to improve communications between tcachers and administrators.

The Joint Committee on Standards for Educational Evaluation (1988) appears to
support this supposition as it argued that sound evaluation practices should promote
desirable educational principles and the effective performance of the tcaching function.
Furthermore, “evaluations should help assure that the institution’s goals are understood and
pursued, educators’ responsibilities specified, students’ noeds addressed, promiscd
services delivered, professional capabilitics advanced, and incompetent or harmful
personnel removed” (p. 22). However, for this to happen, the joint commitiee advocated
that evaluations be fair and just, and conducted in a manner which maintains the dignity and

This belief was also reported by McLaughlin and Plicfer (1988):

The evaluation programs we observed all tried to devclop a sysiem of checks and
balances to promote reliability and validity of the evaluation process as well as its

perceived fairness. In cach district, the multiple procedures functioned to give
teachers a sense of safety — that a bad day or a lcss-than-perfect performance
would not be the sum of an cvaluation or result in unrcasonablc conseguences.
Without a sense of lﬂn{m safety, teachers may divert atiention away (rom the
experimentation that might improve their performance, focusing instead on
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maintaining low-risk teaching stratcgics that meet minimum requirements for
success. (p. 42)

Conflict and organizational health. Therc also scemed to be a benefit to the
school system o handle the inherent conflict associaed with the SUPCIVISOry process in a
constructive manncr. Many of the supervisors interviewed stressed that they took steps to
lower the hostilc responscs to the conflict situations, and so were able to manage the
conflict constructively. This approach is consistent with that advocated by Owens (1991)
who argued that conflict could cither have a positive or a negative cffect on the

conflict cpisode. The manner in which the emotional responses associated with conflict are
handled tend to have on-going consequences for organizational effectiveness. He suggested
that ncgative reactions to conflict led to a competitive, threatening culture, which in turn led

managed constructively, a supportive, collaborative culture which promoted a productive
approach to conflict developed. This, in turn, led to an improvement in organizational
hcalth.

Legal considerations. A thorough supervisory process stands the school board in
g«xxisteadatMpﬁnlwhﬁeﬂaﬁchﬁmmfgdgdaﬁjmmﬁ@wmmwhﬁ
contract of employment ierminated. The A.T.A. files suggested that settiements tended to
be much smallcr where the unsatisfactory performance was carefully documented and
where the teacher had Engim:d:ngnbimme, but failed to do 0. Furthermore, in
Mumhmwlﬂ:thebmﬂﬁmmuzmmdmﬂoymenkmdwmm:
wmwwhdeanmbnhddﬂﬁmmmm“mmmfﬂ:
catire supervisory process had been completed thoroughly and fairly.

Fallure to engage in sound supervisory practices. If there are benefits to
suggesicd a number of reasons. Em.umdhlmmylmmm
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practices occurred, the supervisor was under considerable pressurc. This pressure could
have been from multiple demands placed on the supervisor and, as a consequence, the
supervisor did not cxpend the time or effort necessary (o complete the process properly.
The findings suggest, in some cascs, the pressure could have onginated from trusice
concerns about the performance of the supcrvisor, and subsequent demands 10 demonstrate
more assertive |cadership. Regardless of the source of the pressure, it scemed (0 effect the
quality of the supervisory practices.

As well, some of the files revealed that the performance of the tcacher was so
unsatisfactory that the cducational welfare of the students was at risk, and so the decision
was made 10 proceed, even though the process was not compiete. Another factor may have
been the inexperience and lack of training of the supervisors. Many of the supervisors had
only been in their administrative positions for a short peniod of time, and furthermore, as

evaluation and supervision of tcachers whose performance is unsatistactory, and so had no
opportunity to gain experience. As well, the frequent tumover of supervisory personncl in
some jurisdictions may have contributed t0 a discontinuity in the supervisory process. In at
least one instance, this sccmed to cause mixed messages and threats of dismissal without
commitment (o that decision. Finally, the story told by one teacher suggests that some
supervisors believe that they, by virtue of their position, have power over tcachers and
choose (o exercise this power without regard for the adverse consequences of their actions

The remainder of this section provides some suggestions on improvements W the
supervisory process. These center around improved diagnosis of the problems encountered
by the teacher, the development of a model to suggest alternative approaches (o the
supervisory process, and cons

rations about the development of SUPCIVINOTY Lcams.



Diagnosis of Factors of Unsatisfactory Performance

A comparison of the cases in which the supervisory process appeared (o be conducted
In & just and canng manncr and those in which the supervisory process scemed tc be poorly
donc suggests the ability to diagnose reasons why the tcacher was performing in an
unsatistactory manncr s critical to the success of the process. The manncr in which
successful supcrvisors approached the supervisory process suggests a model which may be
uscful in diagnosing possible reasons for unsatisfactory performance and in suggesting
possiblc approaches Lo usc when working with the teacher.

Use of diagnostic tools. Prior to presenting this model, it is important that some
asscrtions of Foster (1986) be considered, as these will help to keep the potential value of
the model in perspective. Foster believed that organizations are social constructs —

formed by the perceptions of the individuals who comprise the organization. He argued that
“theory in a positivistic sensc provides an ‘image’ of organization, one that may be far
removed (rom its complex reality. Theory provides metaphors and images of schools and,
in 50 doing, helps 1o structure schools along these lines” (p. 68). Thus, a danger inherent
in the usc of a theoretical models is that the model may creale a simplistic interpretation of
the realitics of the process and the underlying issues.

advancing a particular set of values, as the manner in which facts are selected and

“What is happcning?” (0 ask more demanding and insightful questions. Thus, Foster
would argue that questions such as “Why is this happening?”, “What values are guiding
my actions?” and “What values ase guiding the actions of the teacher?” must be asked.
This suggests that the diagnostic tool is useful only if it helps the administrator gain
insights into why the teacher is providing unsatisfactory service, or helps the admini
clarify values which may possibly be in confllict. The danger is that administrators will




aticmpt (o use it as means to predict and control the cvents which make up the supervisory
process.

The model is based on a number of assumptions — assumptions which the reader
should not accept without critically cxamining their trustworthiness. These assumptions
include:

1. Teachers whose performance is unsatisfactory can be identificd.

2. Itis possible to determine if the causc of the unsatisfactory performance can be

attributed mainly (o the teacher.

3. Three factors, the effectiveness of the teacher, the degree of caning for students

demonstrated by the teacher, and degree of culpabslity for his or her professional

performance strongly influence the perceptions and responscs of supervisors.

4. Planning and deliberation can help change the supervisory process (rom a highly

charged, emotional process (0 one which is more reasoned and fair.

Foster (1986) also cautioned that theory is context based, and so themes and tendencics
which emerged (rom this study and led to the development of this modcl may not be
relevant in a different situation. Thus, the mode! may be usciul only if the events occur in a
similar context.

Improved diagnosis. It would appear that the supervisor should vary his or her
approach to the supervisory process according o the situation. As was mentioned carlier,
the problems encountered by lhzmhgrmﬂdb:amulldlhcmppnmmmbyum

the teacher, or poor working conditions such as inadequatc cquipment and facilitics,
unrealistic expectations or unsuitable administrative and man

well done, the supervisors took sicps 1o ensure the problems originatod with the teacher
uﬂmhéﬁmﬁhﬂ:um“maﬂmmdﬂermmifﬁm
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could be more successful in a different environment. Other supervisors suggested part-time
placements, which would allow more time for the tcacher to deal with outside prezsurcs
which may have impinged on the teacher’s time and energy.

In some situations where there were apparent conflicts between the teacher and the
cvaluator, the tcacher was transferred in order to determine if the teacher could be more
success{ul in a diffcrent cnvironment. Other supervisors evaluated their own practices to
cnsurc that their actions were not the source of the problems experienced by the teacher.
Thus, an carly step in the diagnosis is to determine the cause of problems. The
administrator should determine if the problems originate with the teacher, with the
situation, or with the supervisor.

Where problems originate with the teacher. If the failures associated with
unsatisfactory performance appear (o rest with the teacher, the supervisor should attempt to
identify the specific problems, and 10 determine some of the root causes of those problems.
The judicial summaries from the Board of Reference hearings indicate a number of
competencics icachers are expected to exhibit. These competencies were presented in
Chapter 4, and so will not be repeated here. However, the examples of sound supervisory
pracﬁudescribedindneinwrviewswwldmmﬂmdnmpuvinmwgofmhetﬂun
tosimplyidanifythefailureofdlemwfmﬁllmmmmdﬂmmm The
mpuvimindwnudytended!olookfamemwhymmﬁledbmide
satisfactory service.

What emerged from dwinmiewsmweefaaouwhichdnmvimmdb
guide their approach in working with the teachers. These were: (a) the overall effectiveness
of the teacher, (b) lhcdegmeofwlpnhility,w(c)dnedegmeofwingmdwnfor
students demonstrated by the teacher.
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Marginal Teacher Descriptors

I believe the three dimensions which emerged from the | indings of this study can be
combincd to form a diagnostic model which may guide administrators in working with
teachers who performance is unsatisfactory. This model supportsand cxtends suggestions
put forth by Anderson (1991) and Stcinmetz (1985) who urged that supervisors attempt o
diagnose the reasons for unsatisfactory performance in order 0 determine an appropriatc

The effectiveness dimension. This dimension represents an overall assessment of
the teacher’s effectiveness in achicving desired student results. In some instances, the
effectivencss can be measured directly. However, in most instances, the effectivencss
seemed (0 be assessed indirectly. Supervisors tended to consider factors which could be
observed directly and which have been linked, by rescarch, to teacher effcctivencss. Some

such factors are time on task, progress in the course compared to other tcachers
area, student behavior and informal assessments of student work. From this information,

Teacher culpability. Anderson (1991) argued that it is important to determine
whether the teacher is culpable (blameworthy) or non-culpable, and (0 structure the
supervisory activities on this determination. If the unsatisfactory performance stems from

ativencss, allowing other
responsibilitics to take priority over teaching duties, lack of motivation duc to stagnation,
and emotional or psychological problems which the teacher is unwilling o address. On the
reasons beyond the control of the teacher. Such factors might include stress or other forms
diﬂmwiﬁhu&d&eﬁllsﬁ@mhﬂ,w problems which
prevent the teacher from recognizing his or her weaknesses, or an inability to meet the
changing demands of teaching,
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Care and concern for the students. The nature of the supervisory process also
seemed (0 be affecied by the degree of care and concern for students demonstrated by the
teacher. The supcrvisors tended to use a different approach with teachers who were

teachers who were physically, psychologically or emotionsliy abusive to students. Parental
and student complaints, and informal monitoring tended to provide information on the
The marginal teacher descriptor model. This model suggesis the thice factors
are independent, and so can be thought of as falling along three separate dimensions. By
considering high or low culpability, effectiveness and caring, eight cells are defined.

Figure 2

MARGINAL TEACHER DESCRIPTORS

<@—EFFECTIVENESS —




By only considering the four cells which correspond 10 low tcacher cffectiveness, the
model can be simplified. This is illustrated in figure 3.

The four remaining cells represent the following characteristics:

Cell 1. Low effectiveness, low culpability and low caring.

Cell 2. Low effectivencss, low culpability and high caring.

Cell 3. Low effectiveness, high culpability and high canng.

Cell 4. Low effectivencss, high culpability and low caning.
Application of this model is based on findings from this study and on the premisc outlined
by Anderson (1991). The supervisors who responded in this study suggesicd that more
mmmandnmemmnedypﬁﬂmwumlddmummhmwhodeme
mngmmnfmﬂﬁmﬁminﬁmwmmmvedasmmmngm
umm;nu&nu!aﬂgmmmbamrummymmcllglnnier
from positions which involve direct contact with students, Anderson recommended the use

remedial approach with those who are non-culps Se. In the simplified model, one word
LOW EFFECTIVENESS DESCRIPTORS
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descriptors have been added Lo suggest an approach which may be workabic with tcachers
with the characteristics found in the various cells. These descriptors arc (a) negotiaic, (b)
assist, (c) direct, and (d) disciplinc.

Negotiate is the term used Lo suggest an approach for unsatisfactory performers who
arc uncaring, yet arc non-culpable. There is a nced to provide opportunities for growth and
change, yet the underlying assumption is that students and the teacher may be better served
if the tcacher Icaves the profession. In other words, the opportunitics for growth and
change may well be in a carcer other than teaching. The suggested approach would be to
help the tcacher realize that his or her performance is having an adverse affect on students
and on the teacher, and 1 explore ways to assist the teacher 0 move to other types of
work. The specific nature of this assistance will be explored further in a later section.

Assistis used 10 suggest significant time, energy, and resources should be invested in
the tcacher who is caring and concerned for the students, and non-culpabile. The assistance
could be in the form of helping the teacher develop specific skills in which he or she is
deficient — an approach which would bemnemwuhdemeqﬁarufmﬂngas
technical expertise (Alberta Education, in press). Another form of assistance would involve
finding ways 10 help the tcacher deal with non-technical concerns such as loss of self-
csteem, or seif-confidence. This may involve the usc of specialists such as counselors
available through employee assistance programs.

Direct is the ierm chpsen to indicate an approach used for teachers who are culpable,

approach might attempt to dis osc specific failures o meet minimum competencies such
u!xkdﬂmmann&qugﬂdmﬂmmmmwwﬁm
mmﬁmmm&ﬁmﬂmﬁmmbﬁmumw
have been implemented. lmllkelythnm:nwvmcyclemymmhemg
Bll:lpﬁnumfahﬁﬂﬁwhnmmﬁadmmm
ﬂﬂimmwhhmum-mdMn




expeditiously as possible. The approach may involve both formal cvaluation against the
ry changes to roctify

up evaluations would occur. Failure 1o implement the dircctives would result in
reprimands. In addition, the supervisor would likcly engage in increased momitoring in an
attempt to reduce abusive incidents. Any cvidence of such incidents would also result in
writlen reprimands.

Thus, the model suggests that the supervisory approaches should be tailored to the
teacher's unique characteristics as these relate 1o their tcaching performance. The low
effectiveness descriptors model further suggests that two characteristics which are
influential in determining the supervisory approach are the Jdegree of carning and the degree
of culpability. The intent is not to prescribe a supcrvisory program (o usc with a teacher
* ‘th particular characteristics, but rather to show how better diagnosis of the problems, and
a greater underst; lngdugammdmemlermmmﬂmmhmln
working with the teacher.

Conferencing and Report Writing
files from the Alberta Teachers’ Association, from the interviews with the teachers, and

from some interviews with supervisors was the poor quality of the conferencing and report
writing which followed formal teacher evaluations. Thus, there I8 a need W consider ways
mmmﬂ:qnmydihem:reﬁmwlhethtydutewnuenmpm11|=
mmmwl&lﬂ:mgmmu:keymmmvmghmﬁmngmmm
mhammmulm-md:mnﬁumembhmmmdwnmlyfm
following the classroom visits. Furthern ore, care must be taken to ensure that ihe

mppvslhﬂ:BdurMmHﬂMmymmmMHmpuﬂemm

lons given in previous reports.
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This approach is similar to that advocated by McLaughlin and Phicter (1988) who
found that elicctive feedback procedures require umeliness, and speaiticuty. To meet the
timeliness requirement, the feedback should occur as soon afier the observation as
possible. Specificity is important because it provides the data to engage the teacher in
discussions about the interpretations the evaluator has made. The speaificity also provides
the tcacher with a signal that the evaluator has taken seriously his or her responsibilities as
observer .

Furthermore, administrators should be provided with opportunitics for 1nservice on
conferencing and rcport writing, practice and, finally, peer review of actual wntien repeorts.
The Use of Supervisory Teams

The interviews and files suggested that the more appropriate supervisory practices
occurred when a number of administrators worked as members of a tcam. An amalgam of
the ideas presentcd by the various supervisors would suggest that an idcal tcam would have
at least five members, cach with clearly defined responsibilitics:

Summative evaluation. Thrcc members would be responsiblc for the summative
evaluation and ongoing monitoring. In most instances, two members would be from the
school, while the third would be from the central office staff. It would be advantageous (o
have two persons from the school involved in the summative evaluation, as throughout the
evaluation of a teacher, school based administrators tend to expericnce greater stress than
do central officc administrators. Having two school based administrators involved would
allow them to support cach other.

Providing assistance. Onc person would be asked to provide assistance to the
teacher following the identification of specific problems, and would have the necessary
expertise to help the teacher gain the skills and competencies he or she was lacking. This
person would not have to be an administrator; in fact, there may be advantages o having a

master teacher act in this capacity.



the outside critic. This person would be responsible to ensure that the process remained fair
and just, and Lo question decisions (o ensure that the decisions were made on a rational,
rather than ecmotional basis. This approach has been used by the Charlotte school system to
cnsure the “presence of a district-wide obscrver/evaluators who scrve as a mechanism to
insurc quality control” (McLaughlin & Pficfer, 1988, p. 35).

In addition 10 the individual responsibilitics, the members of the tcam could be expected
to provide support for other icam members and to assist in the planning for any possible
disruptive actions which may be undertaken by the teacher. While the process which leads
to the forced resignation or dismissal of a teacher is very difficult on the tcacher, it was
found that there was also a strong emotional cost to the supervisor. Thus, by developing a
support network, some of the stress and adverse emotional reactions experienced by
supervisors may be reduced.

Themes related o the supervisory process dominated the interviews, files and judicial
summarics of the Board of Reference hearings. However, two other prevalent themes also
emerged. The theme related to caring and justice will be considered next.

ISSUES OF CARING AND JUSTICE

Both the tcachers and the supervisors commented frequently, and in a variety of ways
on varnious aspects of caning and justice. While many teachers and supervisors talked of the
need to treat tcachers fairly and 10 maintain a caring relationship with the teacher, there was
a subtle difference between the two perspectives. The administrators tended to talk of two
scparale cthics — the ethic of justice and the cthic of care, while the tcachers tended 0
speak of a single cthic, the ethic of caring and justice. The supervisors generally felt it was
mecessary (o treat the teachers fairly, and it was desirable to maintain a caring
relationship, while the teachers generally felt it was impossible to treat teachers fairly unless
a caning relationship was maintained.

186



In chapter two, it was argucd that there 1s a single cthic — that of caning and justice,
rather than two scparate cthies of justice and of care. The impottance ol this distinction as
that if a caring relationship is an integral part of the cthic, then the supery isor must interact
with cach tcacher as a person, not as a commaodity, or a replaccable part. Under ths ethice,
the supervisor could not depersonalize the relationship, but rather the supervisor and the
tcacher would strive to maintain it through the difficult circumstances.

Conflict and the Ethic of Caring and Justice

I was apparent in many of the cases that the supervision of tcachers whose
performance was decmed unsatisfactory led to conflict and, in some instances, o hostihity
betwecen the teacher and the admunistrator. Owens (1991) claimed that conflict between two
parties results from commitment (o mutually incompatiblc goals, whilc hostility 1s often an
outgrowth caused by the emotional responscs of the participants to the conthet .
Furthermore, this hostility is oftcn carried forward from one conflict cpisode to the next.
As hostility appeared to occur in a number of the cases studicd, the outcome of the latent
hostility between teacher and supervisor necds to be explored.

Each of the teachers interviewed harbored feclings of hostility toward at lcast one
supervisor with whom he or she worked. The cases suggest that some of the hostlity may
have been a response to the scnsc of being devalued as a person or the sense of diminished
self-worth caused by the actions of the supervisor. For exampic, the only time Allan
displayed anger and hostility toward his superintendent was when he recounted the incident
in which the superintendent directed the substitute (0 allow the students o usc their
noicbooks during the exam. The superintendent had accepted concerns from pasents that
Allan had failed (o prepare the students for the exams as being valid, and 30 acted without
discussing the matter with the teacher. While Allan acknowlcdged that the superintendent
was attempting to be fair o the students, he interpreted this as an act of disrespect; as a
questioning of his integrity, for it implied that Allan would treat the students unfairly.
Allan’s sense of scif-worth appeared to be diminished by this action.

IR7
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informed hur that a child would not be going on a ficld trip by putting a “sticky note” on the
window, rather than coming out of his office and spcaking to her. She fclt degraded by this
action, and this had an ongoing, adverse effect on the relationship with the principal.

Charles talked of being “snubbed™ by both the principal and the vice-principal during
social gatherings and in the school sctting. He perceived this as an indication that the
administrators fclt that talking with Charles was beneath them, and this perception seemed
to contribute to his decreased self-esteem and his growing sense of isolation.

Thesc examples support the conjecture that the hostility between teacher and supervisor

intcrpretation seem o imply that hostility can be reduced if the supervisors make efforts to
cnsurc that a relatonship which does not devalue the teacher is maintained.

This belicf is supported by the ideas of Maslow (1980) who developed a theory of
human motivation. Maslow believed that people were motivated to act in a manner which
led to the fulfillment of basic human needs. He claimed that people first strive to meet
physiological nceds such as requirements for food, water, and shelter. However, once
these necds arc fulfilled, “higher needs emerge and these...dominate” (p. 94). The
physiological needs are (ollowed in turn by safety, affection and a sense of belonging,

physiological and safety needs met, Maslow's theory suggests they would likely tend to be
motivaied to fulfill either needs of belonging and affection, or self-esteem needs.

Fris (personal communication, Oct. 1, 1993) argued that “personal diminishment is a
common and potent factor in conflicts” and suggested that it may appear during the
supervisory process if the administrator criticizes the teacher rather than his or her
performance. Thus, those actions of the supervisor which tend 10 devalue the teacher’s
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response from the tcacher, thereby increasing the level of conthict.

It1s also necessary to consider some possible cffects of conflict and hostility from the
supervisor's perspective. Several supervisors described incidents in which the teacher they
were cvaluating responded to the criticisms by lashing out at the supervisor. In at least one
instance, the supervisor chose (o respond to the teacher's frequent outbursts by avoiding
him as much as possible. The avoidance approach to contlict was one of fow soted by
Owen (1991), and one which Bridges (1992) identificd as the most common administrative

resignation of the teacher, as an avoidance response may jeopardize the relationship
between the supervisor and the teacher, rather than enhance it.

interest in both the substance of the dispute and in the relationship which exists between the
people who must solve the dispute. They claimed that “most negotiations take place in the
context of an ongoing relationship where it is important to carry on cach negotiation in a
way that will help rather than hinder future relations and future negotiations” (p. 20).

being, a sense of belonging, recognition and control over one's life, and maintained that
cach party in a dispute should consider how the other party will attempt to mect those basic
needs as a result of the changing circumstance. They contended that attempts (o resolve

fulfillment of their basic human needs is being threatened by the other” (p. 49). Thus, the
supervisor needs to be seasitive to the teacher's concerns about the economic impact of the
forced resignation, about the effect of such an event on the ieacher’s sense of belonging,

or her life. As well, the supervisor should remain sympathetic (o the tcacher’s need to be
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rccogmzed for whatever successe & siar=cd, This suggests that the
supervisor must continue (o talk ‘he  acher throughout the supervisory
process. In other words, it wous< ~cm that o i~ slution of the supervision of a tcacher
whose performance 1S unsatisfa e eweataining a canng relationship between the

tcacher and the supervisor.

The effect of the teachimg m<tapher. Earlicr, it was indicated that the dominant
mctaphor used in the cvaluation <+ icachers whose performance is unsatisfactory is one
which vicws tcaching as tcchnical expertise. This metaphor tends to focus on skills and
compctencics, and so depersonalizes the role of the tcacher. Furthermore, this metaphor is
onc which places much of the control for the supervisory process with the supervisor. For
cxample, the TEP! study found:

In the teaching as technical c‘;pem'pc metaphor the person conducting the cvaluation
plays a key role, regardiess of the instrument used, and the teacher plays a relatively

passive role. The teacher has little say about what data are collected and how they
arc interpreted. All the power lies in the hands of the evaluator. (Alberta Sducation,

in press, p. 5)

The TEP! study concluded: “The studies in this report reinforce the notion that teacher
evaluation involves the relationship of two people both of whom must share a willingness
to participate in and an understanding of the process” (Alberta Education, in press, p.
306). Both the TEP! study and the comments from the teachers interviewed suggest that
because the power and control rests mainly with the supervisor, he or she should assume
the greater responsibility for maintaining a caring relationship.

In a profession which is as personal as is teaching, it often appears that supervisors
must be as concerned about the teacher’s emotional and psychological well-being as they
are about the icachers’ ability to achieve the standards of minimum competence. Adherence
to the ethic of caring and justice provides a more powerful means 10 assist the teacher in
this regard. Callan (1991) arrived at this conclusion and it scems (o be appropriate here:

I the sense of justice is aligned with unselfish caring, then it has a formidable ally

in resisting any slide toward injustice; and even if onc's only interest is the
avoidance of the latter, it would be foolish 10 overiook the power of that alliance.
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Irenically, the voice of justice would scem lable to fall altogether silent unless 1t
combines with a different voiee. (p. 13)

EMOTIONAL EFFECTS ON TEACHERS AND SUPERVISORS

cmotional cffect on both the person who has lost his or her job and on the supervisor. It

was noted carlier that Jones (1979) found that “involuntary career loss is often a trmumatic

the loss of carecr may well be more acute than over the death of a loved one” (p. 197).
Phillips and Older (1977) and Brucc (1990) both stated that cmployces who provide
unsatisfactory service have the potential to create cnommous stress for the supervisor. The
findings of this study support thesc conclusions.

What follows are some suggestions on how the adverse cmotional cffects on the teacher
and the supervisor can possibly be reduced. The ideas represent ways SUPCIVISOrS Cin
build confidence in their decisions, and develop morc altcrnative to usc during ncgotiations,
Building Confidence in the One’s Decision

Some supervisors seemed confident in the decisions which Icad (o the teacher’s forced

questioned whether the correct decision had been made. The supervisors who were
confident of their decision tended to: (a) be more willing to discuss the organizational
values and beliefs which undergird the school system, (b) talk openly about the cmotional
efffects of the process, and (c) consider possible undesirable outcomes,

Organizational values and beliefs. Some supervisors, particularly those who had
served the same jurisdiction for a long period of time, clearly understood the fundamental
values and beliefs of their school sysiem, and used thesc as the basis of their decision.
They tended to recognize the inherent conflict between certain values, particularly those
which resulted from concern for the welfare of the icacher and concern for the educational



Furthermore, these supervisors were willing to discuss organizational values, and often
cxpressed their commitment to the values in such a way that it was apparent that the
organizational values and their own personal values were congruent.

Discussion of emotional consequences. A number of supervisors commented
on the importance of discussing the cmotional cffects of various cvents; for example, the
nature of the supervisory process often leading to hostility, anxicty, frustration and feelings
of guilt. Morcover, they suggested that it required a conscious cffort to create an
cnvironment where such discussions were possible, as there is a tendency for supervisors
(o become closed and guarded about their emotions.

Some guidelines on creating an environment conductive to such discussions were

offered by Peck (1987) where he talked of developing a sense of community:

you, to fix you, to change you. Instead, the members accept you as you are. You
are {ree to be you. And being so free, you are free to discard defenses, masks,
disguises; free to seek your own psychological and spiritual health; free 10 become
your wholce and holy self. (p. 68)

Peck goes on to suggest there is also a need o recognize that cach day brings its own
crisis, but that crisis brings both danger and hidden opportunity. The events which are

consequently, there is a need to talk openly of the danger and the opportunity inherent in
these events.

Isolation of teachers. Therc also scems to be a tendency for teachers to become
isolated from family, friends, and othets who could provide assistance and support during
an cmotionally trying time. Each of the teachers interviewed mentioned that his or her self-
esicem was affected and this made it difficult 1o associate with colleagues or friends. The
1o be unsatisfactory approached the staff officers for assistance. A possible reason for this
mlghcuhlﬂﬁmmwnm“mhmmﬂenmmnghﬂpw
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difficult. Because of this, collcagues and supervisors should be encouraged to provide as
much emotional support as possiblc.

The need to consider undesirable outcomes. An assistant superintendent met
with members of the supervisory team to consider all the possible ramifications of the
supervisory process, and (o consider how cach member would feel if an undesirable
outcome occurred. For exampie, he raiscd the possibility that the tcacher may suffer from

stress associated with the formal evaluation and

nervous breakdown duc to the increase
the teaching performance great enough to warrant the risk?”,

The common thread running through these suggestions is that members of the
supervisory team must have an open and supportive climate in which discussion of solt
topics such as one’s feclings, or the ethical dilemmas found in certain situations become the
Developing Additional Alternatives

The survey of superintendents related to the forced resignation of tcachers suggested

used extensively in other industries is outplacement counseling. Outplacement counscling is
a multi-faceted counscling program which Brammer and Humberger (1984) described as “a

process of helping terminated employeces face the crisis of job loss with renewed self -

esteem and to conduct a positive job placement or retraining campaign” (p. 1).
Components of Outplacement Counseling. The componcnts of an outpl
counseling program should be tailored to meet the needs of the individuals involved and of

the school board. However, most programs have some or all of the following components:

on-going support. Each component is designed to deal with different problems or obstacles



Drevets (1989) stressed the need  care for the employee immediately following

involuntary job loss:
Before onc can begin to consider working with the idea of a new job, one must
work with the loss of the old onc. The necessity of identifying and beginning a new
carcer, when the needs for security, sell-direction, purposc and future arc not being
fulfilicd, results in rmoil. . . . It is important here for the client to expericnce a
healing process. An understanding of this by the counsclor is critical in the cffective
assistance of individuals who arc experiencing such a crisis. (p. 3)
However, at the same time that the need for support is the greatest, the employee may
find it difficult t ask collcagues or friends to provide the help that is needed. Morin and

Yorks (1982) and Kingslcy (1984) found that many employecs become isolated from their

also found that many collcagues do not know how to react to the discharged employee.
While they may be sympathetic, they do not want to appear to side with the employee in a
potential conflict with the employer. As a result, the employee often receives little support
from other members of the work group.

appear (o be a viable program to assist teachers whose performance is unsatisfactory. Many
of these teachers realize their present level of effectiveness is inadequate, but feel trapped in
the teaching profcssion. Jevne and Zingle (1991) found that “teachers tend to be ‘one career
track” thinkers.... In other words, there is a nced for teachers 1o be assisted i establishing
themscives in an alicrnate career if apy nate” (p. 253). They recommended that the
ummmmnarwmmmgmmnm“(p 253). It would appear

changes for teachers.



IMPLICATIONS FOR ACTION

The stud;’ on the forced resignations of teachers has implications for further rescarch,
for supervisors, and for school boards. The purpose of this final section 18 to consider
some of these implications.

Implications for Further Research

Two aspects will be considered: (a) ways in which this study could have been
improved, and (b) related arcas of study.

Possible improvements to the study. The original intent was to interview only
teachers who had expericnced a decrease in competence due to health related reasons, and
who subsequently had been released from his or her tcaching position. This criteria proved
to be too restrictive, and so tcachers with a wider varicty of backgrounds were selected.
The initial identification came from the files of the A.T.A., and as has been mentioned, this

dents. It might prove beneficial for future

provided a very small pool of possibie resp
researchers to consider other means of identifying tcachers in order to develop a larger pool
of potential respondents.

Another improvement is related to the feedback from supervisors, Originally, it was
hoped that the administrators would meet 10 discuss the preliminary findings, and (0
provide further elaboration on some aspects of the study. Initially, all but onc agreed to
atiend such a mecting. However, while the meeting was arranged and a summary of the

Therefore, the meeting was canceled. However, it would have been possible 0 get some
feedback from individual supervisors through telephone intervicws. This was not done.
Related areas of stwdy. There has been extensive study of the effects of forced
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Furthermorc, study related to the effects of involuntary job loss on school superintendents
18 also needed, as supenintendents face a much greater risk of such an event occurring than
do other members of the cducational community.

Implications for Supervisors

There have been a number of suggestions for supervisors throughout the discussion

scctions and in this chapter. However, three need to be stated explicitly.

* Supervision is a complex process. Administrators should recognizc and accept
that the supervisory process is a long and complex process which does not follow the
lincar progression suggested in teacher evaluation policies. Supervisors who work
with marginal or unsatisfactory teachers need to become familiar with the various
stages, and with the possible problems associated with each stage.

* School jurisdictions should develop supervisory teams. Following the
identification of a teacher whose performance is perceived to be unsatisfactory, the
school jurisdiction should establish a team of school and central office administrators
lo conduct the supervisory process. The purpose of the supervisory teams would be
(a) to ensurc the use of multiple evaluators to increase the trustworthiness of the data
and subscquent decisions, (b) to provide support (o the other members of the
supervisory tcam, especially (o the members who have the most direct contact with
the teacher whose performance is unsatisfactory, and (c) to assure an ongoing review
that the process is fair and just and is conducted in a manner which respects the
dignity of the teacher.

*Greater emphasis should be placed on ongoing inservice. Theinservice
program should focus on the development of supervisory skills, including betier
diagnostic skills, teacher evaluation, conferencing and report writing, and strategics
for working with tcachers whose performance is unsatisfactory. The inservice should
also acquaint the supervisors with a more realistic understanding of the nature of the
mmmmuuwvmnedbhmmmw”u
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often very time consuming and continues for a long peniod. Furthermore, the
supervisors necd to be aware of the potential effects on the both the supervisor and
the teacher in order to find ways 10 alleviate some of the adverse CONSOYuUCnCes.
Implications for School Systems
School boards need to consider the following policy implications:
* Role clarity. Policics on tcacher evaluation and supervision need o be reviewed to

cnsure that supcrvisors have clcarly defined roles with respect 1o summative and

the tcacher with the opportunity (o reccive assistance.

* Develop means for the teacher to exit with dignity. School boards should
consider developing policics on employce assistance programs, outplacement
counscling and carly retirement packages in order (o provide the teacher a greater
number of options for leaving the teaching profession.

In addition, individual trustees and school boards need to consider ways to meet the
following responsibilities:

* Communicate concerns about the unsatisfactory performance of
teachers. In cach case history considered in this study, the supcrvisors did not take
action until there were complaints from parents, students or trustocs. Thus, when
trusiees become aware of concers about the professional performance of a tcacher,
they should communicate such concerns (o the administrators, and apply pressure on
administrators (0 ensure that the concerns are investigated.

* Provide support for administraters. The evaluation of teachers whose
performance is unsatisfactory is often time-consuming, and emotionally draining. In
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the tcacher. For these reasons, trustees need to recognize the personal costs (o the
administrator and to verbalize their support throughout the supervisory process.

* Know and follow the rules of natural justice. The school board must
recogmze that tcachers have the right 1o be awarce of all the grounds for dismissal and
the right (o be heard by an unbiasced pancl. Thus, while individual trusices have a
responsibility to communicate concerns about unsatisfactory performance (o the
administration, they must lcave the responsibility of working with and evaluating the
teachers (o the administration in order to remain unbiased. Furthermore, trustees must
re-cnforce the belicf that the supervisory process must be fair and just, and conducted
in a manncr which respects the dignity of the teacher.

Implications for Researchers

Most of the litcrature related to the supervisory process suggests that it is a straight
forward, rational process. (For example, see Sergiovanni (1991), McLaughlin and Pfeifer
(1988) and The Joint Commitice on Standards for Educational Evaluation (1988)). The
findings of this study indicate that this is not a complete description of the supervisory
process. Therefore, researchers are encouraged t0:

* Describe the complexities of the supervisory process. Researchers should
more fully investigate and describe the emotional and psychological costs of
summative cvaluations on supervisors and tcachers. These descriptions should form a
part of the mainstream litcrature on teacher supervision and evaluation.

Concluding Statement

The findings of this study have supported a personal belief that a number of teachers
who provide unsatisfactory scrvice continue (o teach in the public schools of Alberta.
Funham.ﬁnﬁndngswﬂmmofﬂmemmammatheym
providing unsatisfactory service and would like 1o leave the teaching profession, but feel
poweriess t0 do s0. As well, many supervisors iend 10 be aware of the teachers who
provide unsatisfactory service, but often chose (0 ignore or protect rather than confront the
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teacher about the unsatisfactory performance. As a result, tcachers whose performance is
unsatisfactory continue tc tcach.

I believe this will continue until school boards and sentor administrators find ways

problem of unsatisfactory performance.



REFERENCES
Alberta Education. (in press). Toward teacher growih: A study of the impact of Alberta’s
teacher evaluation policy. Edmonton, AB: Author.

Anderson, J. C. (1991). Dealing with the marginal teacher. Paper presented at CAPSULE
‘91, the annual meeting of the Canadian Association for the Practical Study of Law
in Education. Toronto, ON.

Anderson, J. C. (1981). Legal issues in education in the cighties. The Canadian School
Fxecutive, 1, 8-11.

Barth, R. S. (1991). Improving schools from within. San Francisco: Jossey-Bass.

Beck, L. G. (1991). Reclaiming educational administration as a caring pro ession. Paper
presented at the annual meeting of the American Education Research Association,
Chicago, IL.

Berliner, D. C. (1990). At-risk and expert teachers: Some thoughts about their evaluation.

Journal of Personnel Evaluation in Education, 4, 75-90.

Bolman, L. G. & Deal, T. E. (1991). Reframing organizations: Artistry, choice, and

Brammer, L. M. & Humberger, F. E. (1984).
Englewood Cliffs, NJ: Prentice-Hall;

Bridges, E. M. (1984). Managing the incompetent ieacher. Eugene, OR: ERIC
Cilearinghouse on Educational Management.

Bridges, E. M. (1992). The incompetent teacher: Managerial responses. Washington, DC:

tcounseling.

Brieschke, P. ;; (1986). The administrative role in teacher competency. Urban Review,
18, 237-251. '

nes cational Research Association,

mmﬁnlﬁemm meeting of the American Edu

Callan, E. (1991, June). Finding a commo voice. Paper presented at the Canadian Society
dSaunﬁ:qum:.lzinmm. Peper '

o S G e e




Drevets, R. G. (1990). Change: A blessing or a curse. Papcr presented at the Anglo-
American Confcrence of the American Association for Counseling and
Development, London, UK.

Fisher, R., Ury, W. & Patton, B. (1991). Getting to ves: Negotiating agreements without
giving in. (2™ cd.) New York: Penguin.

Flanagan, O. J. & Adler, J. E. (1983). Impartiality and particularity. Social Research, 50,
576-596.

Foster, W. (1986). Paradigms and promises: New approaches 1o educational
administration. Buffalo, NY: Prometheus Books.

Fris, J. (September, 1993) Personal communication.

Fullen, M. G. & Sticgelbauer, S. (1991). The new meaning of educational change. New
York: Teachers College Press.

Garvie, N. W. (1990). Position power and formative supervision. The Canadian School
Executive, 10 (9), 23-24.

Greenfield, T. (1991). Science and service: The making of the profession of educational
administration. A paper presented at the Thirty-fifth Anniversary Conference of the
Department of Educational Administration, University of Alberta, Edmonton, AB.

Gross, J. A. (1988). Teachers on trial: Values, standards, & equity in judging conduct &
competence. Ithaca, NY: ILR Press.

Harrison, A. K. (1980). Termination of eacher contracts in Canada. Unpublished doctoral
dissertation, University of Alberta, Edmonton, Alberta.

Higgins, A. (1989). The Just Community Educational Program: The development of moral
cares Theory.researchand dcasionl plcations f he i of v (.
cares? , implications of the ethic of care. (pp.
197-215). New York: Pracger. '

Janis, 1. L., & Mann, L. (1977). Decision making: A psychological analysis of conflict,
choice, and commitment. New York: The Free Press.

Jankovic, M. M. (1983). Faciors associated with school principals' experiences of work-
relaledlmm. Unpublished doctoral dissertation, University of Alberta, Edmonton,
A

Jensen, M. C. (1989). Leading the instructional staff. In S. C. Smith & P. K. Picle
(Eds.), School : Handbook for excellence (pp. 225-252). Eugene, OR:
ERIC Clearinghouse on i Management.

Jevne, R. F. J. & Zingle, H. W. (1991). Striving for health: Living with broken dreams.
MA%&MJMM por ins

mcwe£Mhmaum.n.L , hﬁ-ir. ,
. evalnation stenderds: 10 assess systems for evalnating
educators. Park, CA: Sage Publications. '

201



Johns, G. (1988). Organizational behavior: Understanding life at work. (2nd ed.).
Glenview, IL: Scolt, Forcsman

Joncs, W. H. (1979). Grief and involuntary career change: Its implications for counseling.
Vocational Guidance Quarterly, 27 (3), 196-201.

Kelsey, J. G. T. (1992). Judging failure in the performance of principals. The Canadian
Administrator, 31 (5), 1-10.

Kingsiey, D. T. (1984). How to fire an employee. New Y ork: Facts on File Publications.

Knafl, K. A. & Breitmayer, B. J. (1989). Triangulation in qualuauvemn:h Issues of
conceptual clarity and purpose. In J. M. Morse (Ed.), wrsing research:
A contemporary dialogue (pp. 209-220). Rockville, MD; Aspen.

Kohlberg, L. (1980). The philosophy of moral development. San Francisco: Harper &
Row.

Lawton, S. B., Hickcox, E. S., Leithwood, K. A., & Musella, D. F. (1988). Performance
appmulmOn(anoschools InE S. ankcnx S.B. uwtgn E,A Lathwmd &
D.F Mmdla(Eds).MahngadiJeremthmugkper -
41). Toronto, ON: OISE Press.

Lecuyer, A. (1986). Teacher performance evaluation: Policies, pract
Toronto, ON: Council of Ministers of Education, Canada.

Leithwood, K. A. (1988). Performance appraisal as an instrument for planned change. In
E. 8. Hickcox, S. B. Lawton, K. A. Leithwood, & D. F. Musella (Eds.), Making

adxjeremlhmghpemeapprm (pp. 84-110). Toronto, ON: OISE

Lipson, J. G. (1989). The use of self in ethnographic research. In J. M. Morse (Ed.),
MW"DA nursing research: A contemporarydialogue (pp. 61-75). Rockville,
spen.

MacKay, A. W. & Sutherland, L. 1. (1992). Teachers and the law: A practical guide for
educators. Toronto: Emond Montgomery Publications

Manatt, R. P. & Danicls, B. (1990). Relationships between principals’ ratings of teacher
Mmmdmﬂwtxhwmhruﬂajﬁrmlm&

Edncation, 4, 189-201.

Maslow, A. l-l.(lﬂ)) AdwayofhmmoumlpLEBm&D D. Bowen

(Ed.), The lnmmmmd .
105). Tlill‘.'&“(-

May, K. A. (1989). Interview
inJ. M. Morse (Ed.),
171-182). Rockville,

McLaughlin, M. W. and Plicfer, R. S. (1988). Teacher evalnation: impr
acconntability, and effective learning. New York: Teachers College




=03

Miklos, E. (1990). Evolution indoctoral research in educational administration at the
University of Alberta, 1958-1990. (draft version). Edmonton, AB: Department of
Educational Administration, University of Alberta.

Morgan, G. A. V. (1986). Performance appraisal in the school systems of Ontario,
Toronto, ON: Ministry of Education, Ontario.

Morin, W. J. & Yorks, L. (1982). Outplacement techniques: A positive approach 1o
terminating employees. New Y ork: AMACOM

Musella, D. (1988). Developing and implementing performance appraisal systems. In E. S,
Hickcox, S. B. Lawton, K. A. Leithwood, & D. F. Musclla (Eds.), Making a
difference through performance appraisal. (pp. 176-202). Toronto, ON: OISE
Press.

Noddings, N. (1988). An ethic of caring and its implications for instructional
arrangements. American Journal of Education, 44 (2), 215-229.

Oliva, F. D. & Jesse, K. A. (1993). Schooling in the 1990s: The views of Alberta school
principals. Calgary, AB: The University of Calgary.
Owens, R. G. (1991). Organizational behavior in education (4% cd.). Boston: Allyn and

Peck, M. S. (1987). The different drum: Community making and peace. New Y ork: Simon

Phillips, D. A., & Older, H. J. (1977). A model for counscling troublcd supervisors.
Alcohol, Health and Research World, 2 (1), 24-30.

Program policy manual. (1984). Edmonton, AB: Alberta Education.

Ratsoy, E., & Friesen, D. (1985). Occupational stress among educational personnel in the

Reason, P. (Ed.) (1988). Human inquiry in action. London, UK: Sage.
Sarros, J. C. (1986). Educator burnout and its relationship to job satisfaction, role clarity,
and job challenge. Unpublished doctoral dissertation, University of Alberta,

Sergiovanni, T. J. (1985). Landscapes, mindscapes, and reflective practice in supervision.
Sergiovanai, T. J. (1991). The principalship: A reflective practice perspective. (2nd ed.)




204

Scrgiovanni, T. J. (1992b). Why we should scck substitutes for Leadership. Fd
Leadership, 49 (5), 41-45.

Staff. (1990). Canada's schools: The 1990 CEA poll. The Canadian School Executive. 10
(9), 26-27.

Stainback, S., & Stainback, W. (1988). Understanding and conducting qualitative
research. Dubuque, IA: Kendall/Hunt.

Starraty, R. J. (1991). Building an ethical school: A theory for practice in educational
Icadership. Educational Administration Quarterly . 27(2), 185-202.

Stcinmetz, L. L. (1985). Managing the marginal & unsatisfactory performer. (20 ed.)
Reading, MA: Addison-Weslcy

Stggins, R. S. (1988). The case for changing teacher evaluation to promote school ,
improvement. In E. S. Hickcox, S. B. Lawton, K. A. Leithwood, & D. F. Musella
(Eds.), Making a difference through performance appraisal. (pp. 141-157).
Toronto, ON: OISE Press.

Strike, K. A., Haller, E. J. & Soitis, J. F. (1988). The ethics of school adminis
New York: Teachers College Press.

Taylor, S. J., & Bogdan, R. (1981). A qualitative approach to the study of community
adjustment. In R. H. Bruininks, C. E. Meyers, B. B. Sigford, & K. C. Lakin
(Eds.), Deinstitutionalization and community adjustment of mentally retarded
people. Syracuse, NY: American Association on Mental Deficiency.

Weick, K. E. (1986). The significance of corporate culture. In. P. J. Frost, L. f. Moore,
M. R. Louis, C. C. Lundberg & J. Martin (Ed.), Organizational culture (pp. 381-
389). Beverly Hills,CA: Sage. -

Wisc, A. E., & Darling-Hammond, L. (1985). Teacher cvaluation and teacher
prolessionalism. Educational Leadership, 42, (4), 28-33.

Vﬁ,,,n!




208

Appendix A
Superintendent Questionnaire re:

TEACHERS WHOSE PERFORMANCE
IS PERCEIVED TO BE UNSATISFACTORY
(Note: The intent of this questionnaire is to gain information on those teachers whose professonal
instructional competence is perceived to be unsatisfactory. Please do not consider other factors, such as
professional relations with other staff members, or inappropriate activitics outside of the school, when
completing the questions.)

1. JURISDICTION SIZE
i) Please indicatc the number of full time equivalent tcachers cmployed at
the school level during the 1991-92 school year. (Include principals,
guidance counsellors, and teacher-librarians). ——
i) Pleasc indicate the number of students enrolled on Sept. 30, 1991 _

2. SCOPE OF THE PROBLEM
8) Identification of incompetent teachers
i) Il you did not identify any teachers whosc performance was
perceived to be unsatisfactory during the 1991/92 school year,
please indicate this and return the survey. —_—

i) Please indicate the relative use of each of the various methods
to identify teachers whose performance is perceived to be unsatisfactory:
*  Supervisor ratings through teacher evaluations. High Moderate low N/A
o Stdesttestresults, ligh Moderstc Low N/A
*  Studemt ratings. ligh Moderste low  N/A
Complaints from other teachers. High Moderste low N/A
¢ Informal observations by supervisor. High Moderste Low N/A
¢ Other (Please specify) lligh Modeeme low N/A




b) Number of teachers whose service is perceived to be unsatisfactory

Plcasc cstimate the number of tcachers in your jurisdiction,

during the 1991-92 school year, whose professional performance

was pereeived by supervisors to be unsatisfactory.

3. REMEDIATION AND REASSIGNMENT

Plcasc indicaic the extent to which each of the following apps

oaches is used Lo assist

thosc teachers in your jurisdiction whose professional performance is perceived to be

unsatisfactory:

*  Assistance from a masier teacher,

*  Opportunity (o visit other ieachers.

*  Professional development relsied (0 concerns.

*  Change of assignment (0 a differesit grade level.
¢ Change of assignment 10 a different subject arca.
¢ Transler to a different school.

*  Other (please specify) (n = 9)

High
High
High
High
High
High

N/A
N/A
N/A
N/A
N/A
N/A
N/A
NA

4. INDUCED EXITS

(Tbmd‘d::mummn;ﬂ:mdlhfmym&whﬁmﬁdk

fm“d‘m-ﬂbm&gmﬂyﬁ”i

a) Early retirement

Plcase indicate the number of tcachers whose performance was
mmﬂhbemim?whmmmnedmmaﬂy

b) l?omd resignation
Please indicat

* the number of teachers whose performance was

mvﬁbhmﬂmy who were counselled or pressured, 1o

resign during the 1991/92 school yeer.
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¢) Long term disability

perceived to be unsatisfactory, who went on long term disability
during the 1991/92 school year, and have not retumed o a teaching

position. ——

. AMOUNT OF PRESSURE APPLIED

teachers noted in the previous question.

Discussion about Discussions of cressed Thaestof

FORMAL TERMINATION
Please indicate the number of teachers (in the 1991/92 school year) whose
the School Act due to unsatisfactory performance of his or her tcaching duties 12



7. NATURE OF INDUCEMENTS
1) Some school jurisdictions provide a variety of inducements to teachers in exchange
for their resignation or taking carly retirement. Please indicate the extent to which
any of the following have been used by your jurisdiction in the period from
Scptember 1, 1988 to June 30, 1992.

* (Cash scttlement High Moderse low NA
* Sabbatical, followed by 20 days of return service High Moderste low NA

(10 provide peasion beaefits for the seacher)
* lmployment as a substitute icacher High Moderate Low N/A
* Continuation of beacfits for fixed period of time High Moderate Low N/A
* Carcer transition counsclling High Modorate Low N/A
* Letier of recommendation for a different type

of position High Moderte Low N/A
* Remova' of reports from personnel file High Moderate Low N/A
¢ Agreement to give no information about

quality of \caching pesformance High Moderste Low N/A
¢ Other (pleasc specify) (n=3) High Moderste Low N/A

ii) Ifmhxmmmm.ﬂmdwwgedmnufa!hcmlm;m
the method used to determine the amounts.

Thank you for em this questionnaire.
Your responses will remain confidential.

Mmumm«@u:
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