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ABSTRACT

) This study wns~désigﬁed to identify and geszpibe conceptual
components of the role and function of educational ﬁ@nsﬁltancy in
order-tg open possibilities f;f a new understanding of what it is
to be a consultant. The consultant operates by putting together a

mixture of what he perceives as his function and what he thinks others
- ' : !

consider his function to be. !

Various operationa] components were identified from the literature
to show that a wide range of functions and uriEﬁtatianS are encoyraged
for consultants. A number of conceptual models were introduced és
' 48 means of understanding major component skills of -consultancy from

curricular, instructignal, and pégfessiaﬂal dimpensions. Many of the
rmgdels presented attempt to stgise for something more profound than
V simply technical change b;t they cannot somehow reach fulfillment. Many
authors appear to realize dimensions afféansultaﬁcy which are eaﬂsiéered
to be "growth-oriented" rather than %deficiEﬁcysoriented.“ o
The study H;s conducted using a sample of fifty (50) consultants

in the five core subject areas at the elementary, junior high, and |
senior high levels. Three distinct types of data were géthefed and
analysed, including written responses to open-ended statements, preference
responses to specific questions usiﬁg a Likert scale, and personal
interview responses.

The data indicated not only a multitude of job perceptions but

the frustration, confusion, and uncertainty which resulted.  Support

iv



of support for a more profound orientation of ¢ 'sultincy_
Among the major findings of this study were

- that most consultants in the sample operate from an
instrumentalist perspective, satisfying lower-order needs of teachers;

A - that,, for many consultants the lack of a definitive role
descrxptxon leads to inconsistency, frustration, tension, and general
disorganization which results in a deficiency-oriented conception of

consulfancy;
’ .

- that consultants operating with a growth-oriented ﬁﬁncgptlun
of consultancy enjoy the freedom and professional independence of a
nebulous role definition. ) "

The instrumentalist conception of consultancy is valuable, even

. . _ )
necessary to the workings of an educational institution (ar system) .

I
L]

It attempted to intruduce a perspective where language may be inadequate
or restrictive to attend to the most profound aspects of consultancy
and to posit the view that the essence of consultancy is at one and

the same time the.essence of pedagégy.
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they experience and what they remember, what .
their emotions and motives are like, and the
reasons for acting as they do -- why not ask
them?"' (G.W. Allport, 1942, in Mouly, 1978:
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STATEMENT OF THE PROBLEM AND DEFINITION OF TERMS

INTRODUCTION:

Many aspects of North American society of the 'eighties are highly
oriented toward the ggncépt of consultancy. Our society is wrought
‘with individuals as well as large corporations influencing others under.
the banner of ''consultant' -- the tax consultant, management consultant,
planning consultant, and the beauty consultant are among those claiming
a viable service to.offer,

Thé dictionary provides the origin of '"consultant" as coming from
the Latin 'consultare’ (which itself is rooted in the term 'consulere')
meaning ''to deliberate with, to call together as if to ask for advice;"
"con' meaning with others or another, and 'sulere' meaning to seek

s < ) , , .
advice or counsel. The process of cohsultancy would thus be considered
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relationship. /

The origin of the term EQﬂSﬂltintriipliES change, which in turn
implies improvement to (with) a given situation. Since the change
 desired is growth on the part of the client, the role of _
can%ultant can be éﬁsumed to be a helping role.

One classic explanation of consultancy is often quoted from
psychologist Carl Rogers (1977:3) as he defines a helping relationship
as one "in which at leastwone of the parties has the intent of promoting
tha}grawth; development, maturity, improved functioning, improved
coping-with life of the other. The other, in this sense, may be one

individual or a group." This view suggests that the attitudes of the



person being helped sﬁd:fhe one helping are key elements to the whole
process. It also suggests that all helping gélgtianships are essentially
learning situations and that such consultants are !supportive' rather
than 'directive' in their role with clients. Other viewpoints are
provided by Hﬁfguiles and Raia (1972:61) who see the zaﬂsultanésfunt-
tiﬁning as a technical expert with the kncwledgé or skill required. to

acc@zpiish a task or to solve a particular problem: he is providing

expert inf@fmatian; advice, or service. Tharp and Wetzel (1969) use a
Triadic Model which stresses that the services of consultation are
offered through a mediator, not directly to the 'client.'

A very important and Essic question facing educators today is how
to provide teachers with the consultative assistance they require in a
way that will be seen as helpful. The need for curriculum specialist
personnel is no longer seriously questioned, however the problem of
determining the various dimensions of the role remains a serious §§?
question. ' | . e

, £

Educational consultation seems based on the premise that what is
done in education corresponds to what should be done. Yet educators
hesitate to agree an.a precise definition or a precise ﬁ@nteptiﬂhbaf
roles for persommel engaged in such designated pgsitians:e The issue,
therefore, seems to be not whether consultation is desiraﬁle or undesir-
able but rather a question of the components of consultancy that should

be emphasized.
Regardless.of its type or style, all educational consultation has
the same basic purpose -- to improve the teaching/learning process

(instructional improvement), of a school or school system., As Garvey

(1979:1) states



... most large school systems employ a number of

subject area consultants and supervisors whose

main task is to assist teachers in the improvement

of instruction in their classrooms.
'Instruction' necessitates the interaction of teachers and students,
however, Regan (1974:4) maintains the primary focus of the consultants'
attention would, for the most part, be that of the teacher and the
teacher's actions, -'Teachers are, or should be, the consultant's
primary clients or target group!'

Implicit in such a view is the position that the consultant is
ultimately concerned with the whole area of staff/professional develop-
ment (i.e. the improvement of whatever conditions, situations, techniques,
motivators, etc. are necessary for the teacher to grow and develop
. through a process resulting in self-analysis, self-direction,and self-
motivation).

... Fundamental in this process is the notion that
individuals currently in the—fteld.might be improved.
The hallmark of a true profession is

s
most recent and vital information is ¢
and used by its members., (Hansen, 1980:§7)

Thus the educational consultant does not work in a vacuum: he
must work ciasely with other school personnel. In fact, the actual
role performed and the functional relationships developed with others
are a result of all the perceptions and expectations held for the
.consultant Eyfthe people with whom hE.GﬁiES into contact. The curricu-
lar consultant operates by putting together a mixture of what he
perceives as his functions and what He thinks others consider his func-
ﬁgnsit@ be, Cowley (1971:14) stated that

... a consultant's role in a school system is a
composjte of all the expectations held by the
peoplet associated with the role, including the

incumbent.



a
As well as performing according to certain perceived (outside)
éxpectitians, each curricular consultant brings together his individual
personality and personal conceptions of the role. The interaction
between thggé components results in certain types of céﬁsultative

behavior. >
\ ‘ p s

STATEMENT OF THE PROBLEM:

The purpose of this study was to identify and describe various

o .

' components of the role and function of consultants as outlined in the
literature and to examine the perceptions of curricular consultants
within a large urban setting through questiomnaire and interview pro-
cedures. Such a procédure was seen as one means which would help to
determine the actual and ideal nature of such a role. The-intent,

however, was not to provide a definition but merely open possibilities

for a new understanding of what it is to be a consultant.

Need far‘the Study:

Relsiively little research literature has been published dealing
with the role and function of educational consultants. Several studies
have been carried out in the general area of consultative needs of
teachers, consultancy as a supervisory activity, and the effect of

consultants as change agents, directly and indirectly (Hewko, 1965;
U.s. Deéértmeﬁt of Hzalthigﬁd Welfare, 1968; Heron, 1969; Cowley, 1971;
Plamondon, 1973; Regan, 1974; Haughey, 1976; Harrison, 1978 and Millikan,
1979). While not all of these studies deal with the same questions,
many had specific observations about the role of coordinators and/or

consultants at various levels.

Although Hewko (1965) does not offer a definition which will



distinguish between consultation and coordination, his major conclusion
was that consultation rather than coordination was basically the fumc-
tion of the curricular coordinator at the junior high level. He found
that the role of coordinotor lacked a clear definition in the minds of
teachers, administrators and coordinators alike, His study showed an
almost total lack of congruence between the expectations of togchers
and coordinators for the function of the coordinators. Hewko also felt
request by teachers but should not be considered as "line" personnel;
rather, their naipffunctions revolve around communication, consultation
and goordination within their respective departments. -

Additional 'role description' is provided by Petdr Heron (1969)
through his study of local junior high science coordinators. Innova-
fiveness (in terms of utilizing new courses) in junior high school :
science was found to be more common in those schools that had a resident
coordinsgtor. In short, this study snggests that the coordinator was
functioning effectively only in the school 1n thch he was based. This
conclusion supports the conclusion of Hewko (1965) that the coordinator
lacks a clear perception of his own role.

Such a view is also supported by a study carried ;ut by the United
States Department of Health, Education and Welfare (1968:69). This
study suryeyed the regional perceptions and practices of consultants
in six states. The consultants were asked to dis;uss>dr3Hback5 which
they had encountered in their work.

In'all six states consultants Eentiangd"th; fact that there was

insufficient time to adequately coordinate their activities. In five

states consultants complained directly of lack of proper role definition,



Consultants in three states also mentioned a lack of direction,
commitment or adequate philosophical approach as a stimbiing b,l»m:%c in
their work as comsultants.

Millikan (1979) describes ﬁaﬁsnltative services within schools as
being carried out on a number of levels (from informal inter-teacher

iscussions about small incidents in the day-to-day interaction with

[ =%

students, to the f@rialédiscussicn with the outside consultant or
subject specialist, which may deal with various major issues such as
methodology, curriculum implementation, and resources). His findings
indicate areas of concern where teachers experienced the greatest need
for consultative assistance. Statistics reported in this study also
indicate that lack of time to seek assistance was the most frequently
mentioned reason for not seeking consultative hglgg;ﬁl

Consistent with other studies, Millikan (1979) suggests that

consideration should be given to the redefining of consultants' roles )

to rid them of administrative duties and allow them to spend more tiié
in "actual" consultation with teachers. |
On the basis of the frequency of comments reported, one would
have to conclude that a pervading, current concern of consultants is
the clear identification of the consultant's role and function.
Previous studies (mentioned above) suggest that much role conflict and
role confusion exists within the school districts studied regarding the
functions of the curricular consultant. A person employed under the
‘title of "consultant” in one setting may be known by various other
titles in other settings, such as 'advisor,' 'coordinator,’ or 'master

teacher.' This view has been shared by many authors over a long time



span (Lawler, 1958; Blessing, 1968; Regan, 1974; and Vacca, 1980).

7 . Miklos (1971) identifies the range of positions associated in some
way with the consultation function as including team leaders, depart- «
ment heads, subject coordinators, prin;ipalsg specialist sup;rvisars:
and others. He claims the complexity of the consultative function is a
reflection of the large variety of positions invelved,

and more to denote service in special fields or at specified grade
levels. For example, the Edmgﬂtzn Public School Board, Directory of
Services, Instructional Serviées, lists approximately one hundred and
ten entries which use a variety of consultant labels including reading

consultant, science consultant, native studies consultant, and driver

training consultant,

Whatever the variables found in the literature coricerning the title,

setting, or role of the ''consultant"”, most references ass that any

person in a consultative position possesses special knowleMge, skills and
school
setting. When reférgnce i= made to the consultant specificaliffas a resource
person or a specialist in subject-matter areas or special education,
questions are often raised in regard to the nature of the role, (Cowley,
%971:11) Consideration of the consultant's pe?teptians ¢f hiz own

v
role and function has. however, received little attention even though
consultancy has been considered as "a major means by which teachers kee;§\.
abreast of current trends and techniques in their continual quest to improve
- the quality of instruction and to achieve pérsanal prafessiaﬁal

growth." (Millikan, 1979:1). The questions concerning the type of role



and function consultants themselves see as the primary :spééts of
what they presently perform and what they should perform have not
received much attention in the literature.

2

comment ¢

... admittedly, there is little of substance in

the curriculum literature that speaks to the.role

of the consultant or coordinator, or to the

knowledge/skills required to function in this role.

It would appear that the role of consultant is a function of a

number of interrelated dimensions, Eigg;i%*ﬂimensians considered in
the literature to be influential i;‘defining or describing the role
and function of a consultant are discussed in this studf- These dimen-
sions are iésu:s which must be recognized as real and as directly
affetting_the day-to-day, as well as the long range, functioning of -
~ educational consultants. The way in which such dimensions are vis;ad
and dealt with on a local level can provide a basis for the role descrip-
tion such as could be created or estabIished within that system.(tn@blﬁéi

? I

in Blessing, 1968:49)

PROBLEMS INVESTIGATED:

The study was designed to investigate the following general and
specific questioms: |

1. What are the perceptions of consultants concerning the actual
(performed) components éf consultancy?

1.1 What are the notable similarities in perceptions?

1.2 What are the notable differenigs in perceptions?

2. What are the perceptions of consultants concerning the ideal



components of consultancy?

2.1 What are the notable similarities in perceptions?

2.2 thf are the notable differences in perceptions?

3. To what extent does the designated éufriculsrgicansultant
perceive that he is ::'ble to become involved with and make Emtﬁbuéi@ﬂs
to the personal and professional growth of teachers?

4. To what extent is the position of consultant perceived as being
a viable and meaningful job by eqnsultéﬂts?

‘4.1 What elements of their role do consultants perceive as
providing the greatest amount of personal and professional
satisfaction.

4.2 What elements of their role do consultants perceive as
providing the least amount of personal and professional
satisfaction?

5. To what extent is the function of a consultant perceived as
being related to the improvement of instruction in the educational

setting?

OPERATIONAL DEFINITION OF TERMS:

The following are examples of opewtional definitions developed
for the purpose of this study: |
Consultant: For the purpose of this study the terms consultant,

educational consultant, and curricular consultant are used inter-

changeably. The term consultant was defined on the survey/ N

questionnaire as

those persons designated as "consultant", ;curricuIST
coordinator' or ''department head' and are, through

such a designation expected to provide servicks to
teachérs and/or other personnel.



_ Consultancy: This term is defined as any set of actions performed by

designated consultants which have as their goal that the receiver
of help be capable of accomplishing the same (or similar) task
independently when the helper is no longer present.

Inst:g;;iaﬂalrI;g;gge-gnt: This term has the goal of helping teachers

become self-analytic, to become sufficiently motivated and profi-
cient at snalyzing and changing their classroom behavior in such
a way as to enhance the learning process.

Rnle/Fuﬂ;tignir As used in this study, this term refers to the complex

system of behavior generally guided by the expectations of others,

but always in a state of flux, altering according to the situation,

SUMMARY :

A consultant's perception of a situation will cause him to hold
certain expectations of what is required for the performance of his role.
These expe&tatiaﬁs.cften help form the actual role for each particular
consultant. It is almost certain that all of those associated with the
consultative role will not view the position in the same way. Each
will hold his own expectations, by the very nature.of working with people.
The consultant may view his role as that of an "expert", » "process

person' or a ''resource person’” and be favored by some people in some

In order to provide for constructive improvement in educational
institutions, educators must be informed of existing practices and
ﬁgrceptiang éf all levels of personnel. Understanding the present role
of consultants within a school systém-may be a meaningful step toward
providing information for possible redefinition of the role, and

providing critical analysis of the consultation services offered in the



schools.

The role of the consultant in educational systems has become an
important function in the curricular field. This vele then is a critical
one -- critical within the context of providing efficient and effective
commmication that will allow for g?anth among people in all areas of
curricular development, implementation and evaluation; necessitating a
clese inspection of the curricular consultant's role and a need for

exploring ways of viewing the consultant as a pedagogue (Kemp, 1980:1).

ORGANTZATION OF THE THESIS:

This chapter has provided a brief introduction to ;ﬁe study,
including a statement of the general problem to be discussed along with
specific 5ubspfablems contained in the survey and interview phases of
research. Justification for the investigation together with a brief
descriptign of related resgar;h studies carried out in recent years
were also given, Dperatianai-definitians of the terms ﬁsed in the
study ;ere explained.-

Chapter 11 contains a rg#iew of relateﬁ literature on consultants,
;Elpiﬁg relations, metivaticﬁal theory and the concept of change.

The chapter refers to major component skills of'consultancy from
curricular, instructional, and professipnal dimensions. A brief
critique of major approaches in the literature concludes the chapter.

Chapter III examines ihesresearch methodology and instrum&nts:
used, data collection, data treatment, and the sample selection
procedures involved in organizing the investigation. Delimitations,

limitations and assumptions are also presented in this chapter.
7

11



* The description and analysis of the.data recovered }roa Section
IT and Section III of the questionnaire are presented in Chapter IV.
The skill components identified in Chapter II are explained further.

Chapter V presents results of the- sentence completion portion
of the survéy (Section I) as well as personal interview comments.
Analysis of major views' of consultants relates the "lived redlity"
to the ''desired reality,” g

Chapter VI contains the summary, conclusions, and implications

of the study together with suggéQtions for further research.
L4
The appendices-include copies of the questionnaire and the'
transmittal letter which accompanied eaeﬁ survey package. - Tables of
frequency responses, néans,.ﬁnd Chi squares res;lting f%on the
computer analysis are ;130 presented.  Written responses from Section

I of the survey together with interview comments relating to commdn

concerns are included in exerpt form. -

12
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Many perceptions of consultancy are pres§nted in this chapter,
Central to the conceptual view expressed in Chapter II is the position

which relates consultancy as

... assisting other persons to reach goals that
are important to them....facilitating personal
growth in the direction chosen by the person
being helped, as well as toward the helper's
own model of igéeffeztive person. ''Meeting the
other's need®B a common descriptive phrase,
but the real goal of all helping is self-help,

o

through their own efforts. (Brammer, 1977:303)
The chapter provides major components of the conceptual aspects of

consultancy according to prominent views in the literature. Chapter

Ei concludes with a brief critique of some of the underlying factors
of the dominant or '"in-use' conceptions of consultancy.

ITERATURE : -

e

As nﬂtedv;n Chapter I, the purpose of this study was én ide%tify
and describe a conceptual framework of the role and function of the
curricular éansultant, To this end, the review of the literature was
undertaken with the following questions in mind:

1.7" What are the major companents of consultancy?

2. What do consultants actually do in the performance of their
responsibilities? .

3. How is the function of a consultant related to the improvement

of instruction in the educational setting?

4. What are the dynamics of the social relationships established
threugh the consultant/consultee interaction?

-

13 S




-

S. How do consultants atlemut to contribute to the personal and
professional growth of teachers?

For one to question the value or worth of educational consultants
seems to be a moot task; rather, the question to be addressed should be
one which concerns the dynamics of the interaction of consultants and
colleagues in the field of education. Consultants are continually
faced with problems which arise from their status as (usually) strangers
entering into a relationship in which both parties have established .
perceptions of what the consultant's role should be. Parker (1975:3)
states that

...status problems and feelings of inadequacy arise
when an expert, however labelled, comes into the
classroom to assist the regular teacher, The con-
sultant, therefore, must know how to overcome the
anxiety and defensiveness that is inherent in such
situations.
Establishing an effective relationship is further complicated by the
implicit connotation that seeking assistance from a consultant carries
with it. As Blumberg (1974:31) states
... teachers do not ask help of a supervisor
(consultant) for these reasons: ...for a teacher
to ask for help is tantamount to a confession of
incompetence, particularly if he is tenured....
The conflict is evident. Tenure implies competence;
asking for help implies that a teacher cannot deal
with the situation with his own resources and is,
therefore, incompetent.

Thus, conditions of human interaction and human relations
remain of primary importance to the conceptual framework of consulta-
tion. If communication is to take place between parties, it is
essential that the persons so engaged ''understand the perceptual worlds
of those they seek to work with and become skiliful in helping others

to change their perceptions of themselves and their surroundings,

(Avila, Combs and Purkey, 1971 in Garvey, 1979:34)
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As long ago as the late 1950's the roles of curricular

coordinator and educational consultant were being recognized as the way

" of the future:

There are increasing numbers of social systems in

the United States employing professional workers

whose primary responsibility is to provide leader-

ship for staff members -- teachers, guidance workers,

administrators -- and lay people as they continuously

and youth. These workers are known by various titles

sugwisars}::ﬁnsult,@ts, curriculum coordinators

.. (Lawler, 1958:vii)
The importance of Lawler's comments (as early as they were made) lies
in the connection between the function of consultants and the areas of
"leadership for staff members” (i.e. professional development) and
the "improvement of learning opportunities for children" (i.e.,
improvement of teaching/learning conditions). Such comments suggest
that Lawler views consultancy as a form of manipulation and the consul-
tant as one who has the power and/or knéwleége to do things '"'for"
and "to" others; a view which seems widely held today as well,
In fact, almost any standard dictionary defines a consultant as

one who ''gives professional advice or opinions; a person who consults

with another or others; an expert!' (Websters New World Dictionary)

is one who acquires both a degree of expertise and the ability to share

this expertise in ways that eventually help atheré to help themselves.
By its very definition then, consultancy would be seen as a manipulation
process involving more 'than one person tér perhaps as Enns, 1968:228
states, Yit may consist of thé individual learning from printed materials"),
It was néted earlief that etymologically the verb 'consulere' b

originally meant a calling together for the purpose of "seeking advice or

£



counsel” (see p. 1). Perhaps the esgance of consultancy, then, goes

beyond the surface view of inst st philosophy prevalent above,
to the consideration of the view that the essence of such concepts (as
leadership, learning, or consultancy) is not that which someone else

gives to, or does for, someone.

SKILL COMPONENTS OF CONSULTANCY:

Such social interaction leads to the identificat!on';f~ono of the
most important components of consultation: ‘the complex stress of com-
munication and social dynamics which results from person-to-person
reiationships. Interaction and communication with school personnel
requires a number of interrelated skill dimensions. Many authors view
such companents of consultancy differently. Neville (1971), for
example, noted.that consultants need skills in areas of“human relations,
technical competence, and manageri;l ability. Harris (1963), on the other
hand, identifies_the three most important skill areas as human,
conceptual, and technical. Although his original focus was the improve-
ment of teachers through inservice education, fhe péipt made by Hansen
(1980:71) seems directly applicable here as well. Hansen observes

Some teachers are concerned with self, adeﬁu:cy, and
confidence. Others are concerned with methodology, N
techniques, and strategies. ‘And yet others are
concerned with interpersonal relationships, social
needs, and group affectivity.
Regan (1974) refers to thes® major consultancy skills as Curricular
_Development skills, Master Teacher skills, and Professional Development
skills. Although such required skills may be referred to by a variety
of words, Regan suggests the difference seems to be more a case of

terminology than one of intent.

However, Regan's use of the term Master Teacher presents the possi-
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bility that she sees the components of consultancy is being more than her

suggestion of mere terminology. She perhaps misses the essence of her
own attempts t§ deal with consultancy on a more profound dimension than
the materialistic or instrumentalist view -- concerned with techniques,
skills, and managerial ability. The concept of Master Teacher implies
»dinensions of ""teaching" and "learning" which would go beyond the
superficial nechini;s of instruction into the very essence of pedagogy.
The process of consultation had been identified earlier as having
a primary goal of assisting teachers in the improvement of instruction
in their classroom. Any improvement of instruction requires a degree
of human relations skills, a degree of understanding or knowledge of
the teaching-learning process in order to diagnose classroom problems
and suggestyways of alleviating or coping with the conditions and, as
. well, technical compeéence in the area of the curriculum of study (i.e.’
the skills required to conceptualize curricular problems related to a
particular discipline and to provide input toward solutions -- under-
standing the curricular content). Regan (1974:4) statesthatthe'primary.
objective of the consultant is to assist teachers in recognizing and
using their own potential for developing classroom programs and improv-
ing instructional practice." Upon investigating.the qualities of such
consultative personnel, Vacca (1980:9), on the other hand, claims '""the
professional growth of teachers doesn't just happen; it is brought about
by planned efforts," which she intimates is the reSponsib;lity of
"staff development leaders, ' —
Earlier it was stated that Lawler (1958) had consjdered the primary
responsibility of consultants to be in the areas of leadersﬁipnfor

staff and improving learning conditions for the students (see p. 15).
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Apparefftly much of the literature written since the late 1950's has
shared such a view -- the ultimate 'target'being the improvement of
the teaching-learning conditions by helping the teachers to help
themselves rather than directiﬁg their "progra-neé responses’’ to
difficult situations. Neagly and Evans (1970:43) commented on the
changing role of the consultant this way:
. today's well-educated and enlightened teachers
~—- are assuming more and more responsibility for their
own professional growth programs. The (consultants)
role is changing from that of one who suggests or
recommends, to the role of an aid or resource
person to the teachers.
' . .
Thus, the major skill components of the theoretic view of consul-
tancy seem to include at least three conceptual areas:
(1) teacher's professional commitment or development (professional
concerns),
»
(2) teaching/learping conditions (instructional concerns), and
(3) content knog;nge base (curricular concerns).
Several authors deal with a range of consultative functions by applying
a number of dimensions of consultancy together with various required -

skills. -

RANGE QF CONSULTATIVE VIEWS

A. Consultancy: Task/Process Orientation

Using a model called the Range of Consultative Roles (Figure 1),

_Marguiles and Raia (1972:61) described the consultant functioning as a
technical expert with the knowledge or skill required to accomplish a task
of to solve a particular problem: he is providing expert information,

advice or service. In this task-oriented approach the consultant's role

is essentially to do something FOR and TO the client he is serving.



CONSULTANT AS A

X
m .

TECHNICAL EXPERT.

THE CONSULTANT AS A

PROCESS FACILITATOR.

TASK_ORIENTATION

RANGE OF CONSULTATIVE ROLES 7
(adapted from Margulies & Raia, 1972:125)

PROCESS ORIENTATION

Commenting about such a technical orientation of consultants, Kemp

(1980) argues that one may assume that, despite the shared or mutual
interest of content, the reaction of the teacher when presented with

materials from an outside expert is one of reluctance to engage in
E )

effective, mutually advantageous communication.

expertise has developed into a commmication barrier rather than a

commmication facilitator.

Possibly the aura of

1

Serving as a technical expert, the consultant

can easily provide a measureable degree of assistance to the teacher.
b s

In addition the cbnsultant fits neatly into a systems
theory where evaluation is oriented towards achieve-
There is here an inherent need for

ment and goals.
certainty which the consultant-technician-expert
can provide for the teacher, but in providing this
certainty, the consultant effectively precludes a
creation of personal meaning or self-actualization
of the teacher. (Kemp, 1980:5)

_ At the "B" end of the Figure 1 continuum the approach is more process

oriented. According to Marguiles and Raia, such sn approsch is thought
of as "therapeutic" since it is aimed at improving the client's ability

to function more effectively and more independently in the future.

At



the one end of Tthe continuum the consultant may function mainly as a
technical resource by supplying expert information and service. At the
other extreme he may operate prinarilyAas'a process facilitator,
nsking the client system more self-aware (of both its processes and
ways of improving them). Marguiles and Raia fefer to this description
as being at opposite ends of a '"task-process continuum."

' Indeed, the question must be asked if in fact there are suchv' T e
""opposite ends of a task-process continuum " Conceptually and practi-
cally the process arientazian appears as a disguised version of the
technical orientation. Both are means toward the manipulation of
others; whethef it is "providing expert advice" to the client or
"making the client system more aware,” the process eriéntstian appears
to be simply "daf%g it to them" in a more subtle way. Kemp (1980:5), .
on the 6ther hand, hints at a more profound aspect of consultancy as
she talks of "personal meaning or self actualization '

An earlier view of the approaches to the process of educational

consultation is adapted from counselling literature and explained by
Enns (1968:289). According to Enns, teach3£ assistance could be
provided by the consultant in at least two ways:

the directive approach implies that if a teacher comes
to the consultant with a problem, the consultant
suggests a solution and sends the teacher on his way

.+« (with the) non-directive approach, the aim is to assist
the consultee to define his own problem, to suggest his
own alternatives, explore their implications, decide on
a course of action and then try to implement it.

The latter approach (the non-directive) seems to be the approach

located at the '"process" end of the Range of Consultative Roles continuum,
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identified in Figure 1. Many other suthors seem to share the philosophy
of the non-directive approach -- with variations and modifications,

The process or non-directive approach, for example, seems to be the
“approach taken by Neagley and Evans (1970:43) in their claim that the
successful instructional leader (consultant)

aié; teachers in discovering problems related
‘ finding procedures to use ip the solution to these
problems, and provides tim#¥nd resources to arrive

at creative solutions.

B. Consultancy: Helping Relationship -

f

]

Holdaway (1980:197) comments that ''consultation, regardless
the work setting, is firmly based on the helping relationship.' Such
a view is ultimately a perception influenced by the conceptual frame-
Rogers (1977:3. definés a helping relationship as one which involves
the growth, development, or improved functioning of one of the parties

involved. Rogers is not only saying that all helping relationships are

essentially learning situations, but also that teacher self-actualization

is or should be one of the foremost goals for the consultant. If a
consultant endeavors to help others, that consultant should also contin-
ually seek self-improvement and the expansion of his own potentialities
for growth. Helping teachers are described by Neagley and Evans (1970:
132) as

... successful teachers who become attached to the

central office staff for the purpose of helping

other teachers. They have no responsibility for

- evaluating teacher performance but are concerned only
with assisting teachers to improve in the classroom.

Unruh and Turmer (1970:8) similarly look at the position of the consul-

tant as satisfying a helping role in that the



... helping teacher carries no authority and
does not create a threatening situation to
teachers being helped. The position requires a

high level of competence and leadership skills.
Parker (1975:135) présents a slightly different view of the

~helping teacher (consultsnt): the Consultative Triad model adapted

from Tharp and Wetzel (1969). Tharp and Wetzel use a 'Triadic Model
of Psychological Consultation" which stresses that the services of

consultation are offered through a mediator, not directly to the "Eliéﬂt"

(see Figure 2), B

CLIENT

(TARGET)

FiEUTe 2

The Consultative Triad

(Parker, 1975: 135)

teaching/learning praﬁess if one considers the students as the "target,"

the teacher as "mediator,’ and the consultant as 'consultant.!' Since

the mediator must influence the target and the consultapt must influence

1 .
the mediator, a great advantage can be found in this model when consid-

consultant owe responsibility -- to the teacher, to the child, to the
school system? Ti;rp and Wetzel claim

... there is a social ccmtrai among the participants
» in a consulting operation ... the consultant and

mediator agree upon several p@ints, some of which

are the ga‘ls for the target, the methods of




intervention, and that the direct influence of
the consultant is limited to the mediator so
that the mediator alone acts upon the target.
(in Parker, 1975:137)

These authors suggest that the consultant is only responsible for
and to the mediator,-for as long as the contract is in effect. In
adapting this view to the educational setting, the consultant would be
reséaﬁsible only to the teacher. It would be up to the teacher to
influence the learning activities of the student.

Rauh (1978) describes the role of the "helping teacher" as being
primarily one which helps the teacher to help the student. To satisfy
this end, the helping teacher works in a variety of ways.

She visits the classroom, observing the

children and the teacher at work; she brings

new materials, resources methods, and ideas to

the attention of the teachers; she confers with

the teacher and helps her plan effective ways to

. improve the educational program; she becomes a

trusted co-worker and friend to whom the teacher

can go with any problem. All her efforts are

aimed at providing conditions which encourage

teachers to develop their best potentialities

and increase their competency (Rauh, 1978:159).
The program of investigation which Rauh carried out was referred to as
the Instructional Associate Program and the consultants were given
the title of Instructional Assistants (IA). These people were to work
with teachers who requested their assistance, responding to the per-
ceived or expressed needs of the teachers in terms of .curricular
implementation, the development of teaching strategies, and the improve-
ment of teaching skills.

When they first started out in the schools, the IA's made the

L
following observations:
1. Many teachers held back, perhaps not wanting the principal

and other teachers to think they needed help (an overall danger was

*
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perceived as the IA's being seen as wﬁrking only with the 'poor teachers’',
those hnviﬂE problems, or those who want merely to impress the right
people, but are not sincerely interested in instructiqnal improvement).

2. The IA's found that, once teacher;‘gsked for help in one area,
they 'inevitably looked for advice and assistance in other instructional
dimensions (the problem solving askect would carry over).

3. Establishing credibility ihe most essential ganditiéﬁ for
an effective working relationship to emerge (the understanding that ihe
essential ingredient in the helping relationship is trust).

. 4. The IA's felt that the approach ;hould encourage the teacher to
focus on underlying tearning psychology and assumptions of instructional
strategie?, as a significant way of giving the teacher a 'handle' on

the curriculum (of importance here is the continual self-assessment or
evaluation to ensure that teachers reflect on their learnings and
e%periences in order to improve, integrate, and eliminate st;;tegies

in the future).

Although not directly related to the Rauh study, the model of the

helping relationship presented by Kolb, Rubin and Mcintyre (1979:303-
319) reflects many of the observations of the IA's mentioned. above,
fhese authors present a model which emphasizes what they consider to be

five key elements in the helping relationship. These include: |

1. the task or problem which is the origin of the relationship,

2. the helper with his motives and his self—iiagf,

3. the receiver of the help and his motives and self-image,

4. the environment and psychological‘clinate in Qﬁich the)hglpiné A
activities occur, ' |

5. the information feedback which occurs during the process.



»
Xolh, et al., (1979) claim that it is passibaa to cl:ssif} all tasks on
a single dimension by answering the question: “To what extent is it
required that the rzceivei of help be capable of accomplishing the task
independently when the helper is no longer présgnt?“ (i.e., the degree
of self-actualization reached by the original 'client'). In other
words, the authors make a distinction betwpen "assistance" and "educa-

-tion." This distinction is presented in Figure 3, below.

TL ASSTSTANCE .

- situations where there is no
emphasis on the client's inde-
pendent task performance. The
emphasis here is on the solu- EDUCATION
tion of an immediate problem with -
no provision for handling recur-

rences of that or similar problems
(ie. symptom relief).

-developing the client's
ability to resolve prob-
lems like his present
problems when they occur
by using the resources
available -- working with
the client -- in the
client's own frame of
reference, to increase
the problem solving
ability.

FIGURE 3

(Adapted from Kolb, Rubin and McIntyre, 1979:303)

The continuum in Figure 3 can be related to the one presented by
Margulies and Raia (1972), discussed earlier (see page 19 , Figure 1).
It also seems compatable to compare the above explanation of "assistance"
to that of the "task'" (or symptom relief) of thé Figure 1 continuum.
Likewise, at the other extreme of the model in Figure 3, one could

relate the view of "education" to the '"process'" end of the continuum

&£



presented as the Range of Consultative Functions, on page 19, Figure 1.
In each case it would also be possible to place the terms "directive”
and 'mon-directive' on a composite model such as presented in Figure 4,

below.

h.:a‘

CONSULTANT AS A TECHNICAL EXPERT

"task oriented”
"offers assistance"

"directive approach”

CONSULTANT AS A PROCESS FACILITATOR

"process orientation”
"offers education"

"non-directive approach"

FIGURE 4

Range of Consultative Functions -- A Composite Model

C. Consultation: Role of Motivation

The most commonly stated objective of consultant's work is the
.ultimate goal of improvement of instruction. Therefore, it eaﬁ be |
assumed that the consultant is concerned with the improvement
of those conditions, techniques and motivators which are necessary for
the teacher to grow and develop through a process resulting in self-
analysis, self-direction, and self-motivation.

An impértant component in the role and function of the céﬂsultaﬁt,
then, concerns the area of teacher motivation. Helping relationships
aim at providing such services as to "put themselves out of a job"
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(i.e; help others to the point of self-help without the ﬁe:essityiéf
assistance), Considering iﬁé previous defi@itians of "assistance" "
and "educatian“;as points of dgparturg, maﬁy authors are in favor of
the latter (""education') as a major gésl of cangultancy. In short,
they favor self=§ctua1izati@ng But the medns to that end-are not
abundantly clear.

This search for self-acttalization (a type of professional com-
mitmeni}iappears to be at the foundation of the conceptual framework of
a number of authors ideﬁtified in the literature. People like Rauh
(1978), Regan (1974), Xolb et al., (1979) and Kemp (1980), as well as
others, show attempts at reaching something more profound than the
superficial, task*criénted conception of consultancy. Yet, they cannot
some how seem to fulfill their own aspirations. They seem caught up
in the instrumeﬁtalist pPhilosophy and mode of action,

One model which helps to provide some clarity and means-ends

" direcfion is that of Maslow's Hierarchy of Needs. Maslow determined

human motivation to be broken down into five distinct types of needs

(Sergiovanni and Starratt, 1979:155) as shown in Figure .

Although Maslow was originally speaking of needs as a whole and

mankind in general (not specifically education or even schaels); many

theorists have adapted the hierarchical needs-as-motivators concept to
develop other motivational and educational theories.

In discus%ing Maslow's hierarchy, Sergiovanni and Starratt (1979)
relate the satisfaction of the lower-ordet needs tnithe concept of
"deficiency-oriented" thinking. That is, these needs-as-motivatdrs have

a low potential as motivational satisfiers for the professional teacher.



HIGHER-ORDER NEEDS

self-actualization

esteem

safety e

physiological

"
E N

LOWER-ORDER NEEDS

o e J

FIGURE 5

Adapted from Maslow's Hierarchy of Needs

The satisfaction of the lower-order needs would appear to be in the

"task orientation' end of the Marguiles and Raia (1972) continuum.

Satisfaction of higher-order needs, on the other hand, is referred to by ;

Sergiovanni and Starratt as being“growth-oriented’in béthithinkiﬂg and

effects, ’
An individual's investment in work is described by these authors

as either a participation investment or as a performance investment.

A participation investment is explained as a traditional legal work

relationship (T.L.W.R.) where one has the attitude of working to meet

demands of the job (Sergiovanni ané Starratt, 1979:153). This would

amount to preparing lessons, meeting and teaching classes and receiving

28



"assistance" (in the Ko6lb et al. sense). Consultation with teachers

(and/or consultants) with this type of commitment "will never lead to

the lower-order needs.

A perforﬁance investment, on the other hand, exceeds the T.L.W.R.
by giving mofe than most wguié ""reasonably expect'' and béing concerned
with personal fulfillment. Sergiovanni and Starratt (1979:157) claim
that the higher-order needs encourage performance investment (i.e.
those needs of esteem, autonomy and self-actualization). For the role
and function of consultants this wci:uld mean that attempts to help
teachers reach the performance investment éémﬁitmEﬂt must come from very
knowledgeable (perceptive) personnel. Such consultants must be aware of
(or able to judge) the level at which teachers desire satisfaction.

The comparison of higher-order and lower-order needs is represented
_in Figure 6. The distinction between growth-oriented Q;d deficiency- .
oriented needs is adapted from the original Maslag_m@dei_ ]

In the helping process, personal eharaﬁtg?istics of both helper R
and client are important since they determin; (or help to determine)
how each will orient themselves to one another and to their ''task-at-
hand.¢ Kolb, Rubin‘EAd McIntyre ClQ?Q) present information which links
éome of the observations of the Instructional Associate Program carried
out by Pauline Rauh (see pages 23-24) and the ideas presented by
Sergiovanni and Starratt (1979).

Kolb et al. (1979:305) identifies three aspects -of motivatiom - .



d .
MOTIVATIONAL POTENCY
HIGHER-ORDER : /\ Higher-order needs
"~ NEEDS SELF-ACTUALIZATION 1. Support for second-
(growth-oriented)  level decision
(performance).
'AUTONOMY 2. To be earned on
the job.
3. Higher motivational
! potentials for
professional teachers,
LOWER-ORDER Lower-order needs
NEEDS 1. Support for first-
-

(deficiency-oriented) level decision

. SECURITY (participation).
2. Considered’as job
o givens.
3. Low motivational
potential for
- ‘professional teachers.
FIGURE 6 o i

Hierarchy of Needs: A Motivational Focus for Consultation

(adapted from Sergiovanni and Starratt, 1979:156)
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which will influence the actions of the consultant and his colleague:

1. PQEER;EGTiYAT;QN: Power motication determines how much consultante/

teachers will be concerned about influencing and controlling
one another. According to Kolb, change agents were more
concerned with their own personal goals and with their
political position within the organization than were the

effective change agents (i.e. Maslow's security level needs).

2. AFFILIATION MOTIVATION: Affiliation motivation determines how much

the consultant and client will be concerned ‘about trust and
understanding., If the participants are not sufficiently

trustworthy there will be a lack of commumication and common

purpose, while over-concern can produce pressure to reach

conformity and may result in a loss of perspective on the
issue at hand. Such a view supports the observation by Rauh
(1978) that mutual trust is crucial in an effective working
relationship.

3. AEIEYELEHT;KIEI!ATIQ!: Achievement motivation determines how

concerned the parties will be about accamplishing their task,

question posed earlier by Kolb et al. was "To what extent is

it required tﬁit the receiver of help be capable of accomplish-
ing the task independently when the helper is no longer present?"
The extent of independence reached will theref?re Telate to

the degree of motivation involved. The degree of self-
actualization sought relates also to the higher-order needs in

.the Maslow hierarchy.
L



Kolb's view suggests that the attitudes of tﬁe pe}san being helped
and the one helping are key elements to the whole process of
consultation. The view that personal motivation of the partici-.
pants involved is crucial to the success of the consultancy effort

is also a basic tenet of this positiom.

D. Consultation: Role of Change

The origin of the term consultant implies change, which implies
improvement to (with) a given situation. Since the expected change
assumes personal 'growth' on the part of the client (teacher), one
perceives the role of consultant as an assistant of change:

The agent of change is not a person but the.
experiential process the users go through ... .
(Czajkowski § Patterson, 1977:537)

Change occurs as 'a result of involving people in processes that
encourage £hg development of new perzeﬁtigns and beliefs and/or tha(
alteration of old ones.

Blessing (1968:3) viewed the importance of change in the following
\

Change in and of itself does not necessarily
ensure educational improvement, but in order
to facilitate improvement ... change becomes
inevitable,



Huberman, on the other hand, reiates the concepts of change and improvement
in education by observing that

Most educational ilprovgments involvdPchanges in what

the teacher must know and do, which in his teaching

is closely related to the way a person conceives his

professional identity .... The result on the adopter

is usually high anxiety, prolonged resistance and

the necessity of a much deeper involvement in

'unlearning’' and 'relearning' than is brought

about by simply giving him written information about

a new practice. (Huberman, 1973:20-21)

In order for change to occur, Czajkowski and Patterson (1977)

claim there must be a perceived discrepancy between existing and
desired beliefs or actions. In ‘order to comprehend such a discrepancy,
people need the chance to examine currently held perceptions, consider
them in the light of new.data, and put their trial idea on to the test.
In a sense, tﬁb;purpose of consultancy then becomes one of promoting
self:gzareness, self-analysis, and self-actualization. Teachers who are
simply handed a receipe or 'the tangible results of the process, benefit
little, if any."™ (Czajkowski and Patterson, 1977:539) These authors
go on to claim that many curriculum workers incluﬂing consultants need

to reconstruct their conception of role and develop breadth and depth in

- social-psychological competencies.

CRITIQUE OF LITERATURE -

Ea

The major tenent of the literature presented above points to a

wide range of role dimensions ‘For consultative interactions. The



behaviors range from very direct, prescriptive attions (implementing,
directing, recommending, and/or prescribing) to very indirect behavior
-(¢larifying, interpreting, and suggesting élterﬁative views). Many
authors seem to feel the priorities in consultancy lie in the skills
aspect of consultants’ interaction with teachers. These authors often
take a directive, technical, or task-oriented approach to the consulta-
tive process. Whatever ﬁhgif methods, the ultimate goalsappear to stop
at this instrumentalist philosophical view. Such a view suggests that

one can use certain ideas, strategies and persuasions to promote a

measureable difference between the "is' and "ought" of the instructional

situation.

The comment by Vacca (1980:9) seems partieularily appropriate to
reconsider here (quoted earlier on page !7 ). Vacca claims the prafes;
sional development of teachers must be the result of "planned effort.'
Such a view implies a manipulative perception rather than a growth
perception of consultancy and is consistent with the task-oriented
approach presented by Marguiles and Raia (1972:61). The top-down
suthority-type dimension is perhaps one canifibuting factor. to the
widely held teacher view that calling in a consultant for advice is
"tantamount to a confession of incompetence' (Blumberg, 1974:31),

It would seem appropriate for caﬁsﬁltants to consider very care-
fully the social dynamics (and subsequent mode of action) which are
connected to one's perception or conception of the goals and components
of consultancy. It could be argued that perception has a direct
relationship to the role and mode Q‘ilﬁtién one employs. If, for
example,a consultant views his role as a source of definitive answers

to problems or as a wealth of knowledge about instructional techniques,

-

34



he will likewise see the teacher's role as the recipient of such expert
advice. By maintaining the outside authority role an; the subsequent
subordinate position of the teacher, both parties are in effect
confirming the two distinct roles. Both are maintaining the view of

the expert giver and the less competent receiver. They each remain

in a manipulative state and neither will grow. They will have a tendéncy
to become set in a routine and continue a steady-state ﬁatt"n.

Another perception might rg—focus on the essence of consuitancy.
The purpose of consultancy appears to have stagnated with tﬁe literal
interpretation of the phrase "improvement of instruction;'" simply
‘understood as the changing of techniques, skills and classroom manage-
ment behaviors. Pedagogically, it could be argued the ultimate purpose
of consultancy is the inprbvenent in the teaching/learning conditions
presented to children, through which they learn. That the purpose must
ultimately come down to the improvement of instruction through ''that
which makes us teachers” is a dimension of consultancy which often
appears left out of the literature.

The above conceptual framework has a specific application to the
notions presented earlier, of a conceptual need-hierarchy. Consultants
operating-at th; "literal" level of interpretation remain encased in
a limited, 'traditional work relationship,” operational mode.

That there is a more profound aspect to consultancy, occasionally
comes through in the literature. The fact that such a vigw is not
stressed or perhaps even directly stated however, suggests that such authors

.are not totally aware of the complexities of the consultancy role.
Regan (1974:5) makes the statement that 'an important objective for

the consultant is increasing the teachers level of professional



commitment,” Kemp (1980:5) refers to the "personal ie;niﬁg or self-
actualization of the teacher,” and Sergiovanni and St;rratt (1979:157)
talk about "performance investment and éersanal fulfillment,” all of
which imply going beyond the "literal" interpretation of instruéiiaﬂal
improvement to a deeper, more profound level of consultancy. Examples
can be found in the literature which indicate that such a

level beyond the superficial is, in fact, recognizing a higher level of
needs - satisfaction in changing ér increasing the commitment toward
improved instruction. There is more to consultancy from this percep-
tion ;han‘siuply providing the means. Such means must be transferred

into actions; they must be internalized and become part of the thinking

This kind of transfer is stresseg as a coaching process by Joyce (1980).
Joyce uses two terms when dealing with questions of inservice
programs for teachers which could easily be considered in the present
conceptualization of consultancy. "Fine tuning'" of present skills
(i.e. involve students more, ask more penetrating questions, increase
the clarity of lessons, understand the-shbject matter more fully, etc.)

is a way of improving one's teaching by using existing approaches.

- Developing a "new repertoire,' however, is a process which may require

rationale.

The most prevalent orientation contained in this review of litera-
ture appears to centre on the aspect of "fine tuning.'' These methods
obviously result in some change;but,if'the‘essen:e of pedagogy is not

present such changes appear grounded in the instrumentalist paradigm.

Viewing the conceptual components of consultancy as self-actualization



or professional (pedagogical) commitment, for iany consultants and
teachers, may require a "new repertﬁize“ and more profound conception
of consultancy. y

Clearly, up to a point the tlsisariented conception of consultancy
is valuable, even necessary, to the workings ﬂﬁ‘an educational
institution or system. This study attempts to look beyond that point

~ —~in both the literature and the application of consultative practices.

SUMMARY :

This chapter has pointed out a Conceptual framework of the role of
educational consultant by looking at the major components of the theore-
tic view of consultancy. Various operational modes were identified

¥ showing that a wide range of functions and orientations are encouraged
for conslutants. Three major skill components of the theareticx
perception of consultancy Hereridentified as professional, instructional
and curricular. A number of models were introduced as a means of under.
standing the various perceptions of consultants (ranging from
technical-experts to process-facilitators), |

Chapter II has pointed to the lack of clarity which has pervaded
the area of consultancy for the past two decades. Many of the models  —__
presented attempt to strive for something more profound than the
-superficial type of technical changes but they cannot somehow fulfill

their own aspirations.

The view was expressed that the essence of consultancy can be said 73
to lie beyond the dominant instrumentalist position contained in much Y

of the literature. Many authors appear to realize dimensions which.
. 1

were considered to be growth-oriented rather than deficiency-oriented.
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CHAPTER III

RESEARCH DESIGN

INTRODUCTION :

The research methodology used iiéihis study is presented in

Chapter I11. 'A déscription of the research instruments, questionnaire
population and interview samples, data collection procedures, data -
treatment procedures, and the delimitations and limitations of the
design are included.

The questionnaire for this study was developed as a result of
consultation with a number of earlier survey questionnaires dealing
with tie general area of consultation. Direction, ideas, modifications,
and suggestions were taken from questionnaires developed b?g
Cowle (1971), Plamondon (1973), Haughey (1976), Regan (1976),
Harrison (1978), and Millikan (1979). The above studies researched

[ §

information varying from consultative needs of teachers to the conceptual

role of consultants by surveying teachers from every grade level,

administrators, '"curriculum directors," consultants, and superintendents,

DESCRIPTION OF RESEARCH INSTRUMENTS:

The instruments of research used in this study are reflections of
both descriptive and analytical methodologies. They were descriptive
in that the survey questionnaire and interview approach used were
"oriented toward the deséription of current status" (Mouly, 1978:174)
and analytical in that they were intended to assist in analyzing the

basic components of consultancy.

Mail-out questionnaires are noted as notorously poor means of

obtaining results. Kerlinger (1967:397), for example, states that

38
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... results to mail fuestionnaires are generally

poor. Returns of less than 4Q or 50 percent are

common. Higher percentages are rare. At best,

the researcher must content himself with

returns as low as 50 or 60 percent.
Fox (1969:549),h§?ever, 5uggests a number of steps which could be used
to increase the number of respondents to the questionnaire. These
steps included limiting the length, structuring responses tagrequire
a minimm of writing by the respondents, and making sure the introductory
material is,short and concise,

As a means of increasing bath the degree of response and the
completedness of the responses given, efforts were made to contact each
subject personally -- first by letter, next by phone, and where neces-
sary by arranging for personal pick-up of the completed questionnaire.

In addition to following the advice of Fox, provision was made for the )
respondents to learn about the results of the resear;h by completing ’
an enclosed card and returning it ;ithltheir questiommaire results.

The questionnaire method was used as a preliminary survey instrument
in order to provide data which would form the basis of follow-up
interviews and to survey a variety of areas identified in the literature

and previous studies (see Chapter II) as being crucial to the imple-

Both open and closed questions were used in the survey. This

each respondent to express personal views about five basic aspects of
their consultancy experiences if they so chose. The open-ended
questions (two were given as sentence completion statements) were given

at the begimning of the questionnaire as a means of seeking information



from the respondents before they may have been influenced by suggesa
‘tions and/or questions contained in the actual qugstiannai;ﬁi Thé two
primary aspects of consultancy (i.e. what consultants DO and what
consultants SHOULD DO) were covered by the five stat®ments in this
initial task of the survey.

The second and third sections of the questionnaire required the
respondents to provide general personal and prafessianllziﬁfnr-:tiﬁn and
to identify (by ranking on a Likert-type, 1 to § SESlE);Hhif specific
activities they see as being part of the role and function of a
consultant. Results of the entire survey served as a saurcgifﬂr A

questions used in follow-up interviews. A random sample of consultants

THE INTERVIEW:

Esseniially the interview format was that of an unstructured

interview. As a researcﬂ technique, the interview is described as one
of the most effective, yet complex methods of obtaining data. Bledsoe
61972:140) supports this view with the comment "Because people are
usually more willing to talk than to write; the interview is often
superior to other data-gathering forms." The interview is especially
useful when used to explore or probe attitudes and motives of which
even the respondent may not be aware, (Mouly, 1978:203) This view is
shared by many in the fi®d of behavioral research including Kerlinger
(1967) and Fox (1969). Kerlinger, for example,stated :
-.. the interview can be used to supplement other
methods used in research study: to follow up

unexpected results, to validate other methods, and_

to go deeper into the motivations of respondents

and their reasons for responding as they do.
(Kerlinger, 1967:468)

- ) 3
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In this study, each interview was tape-recorded, with the permis-

sion of the interviewee, and later transcribed. According to Fox (1969),
when dealing with the question of recording the interview data, there
are basically only two choices -- a tape-recorder or the interviewer
himself writing the responses. By far the most preferred is the tape-
recorder since it frees the interviewer to concentrate totally on the
conversation of the interview.

The negative side to the use of the recorder is

the possibility that the presence of the machine

will make the respondent uneasy but the danger

.of this grows less likley each day as tape

recorders come into wider use in schools, business
and at home. (Fox, 1969:546) ~

>This perception is expanded by Bledsoe (1972:142) as he comments that

Tape recording devices permit convenient,

accurate, and inexpensive means of recording

interviews, making it unnecessary to write

during the interview, which is likely to be

both time-consuming and interrupting. Not only

do such devices perffit the replaying and careful .
analysis of -responses at a later time, but the : '
tone of voice and emotional expressions are

preserved by these means.

Mouly (1978) indicates that the greatest drawback of the personal
in;érview is "interview bias,” Unknowingly the results of the interview )
may be influenced through non-verbal means such as ''gestures, facial ex-
pressions, snd various subtle cues' (Mouly, 1978:203) as ;ell as verbal ?
intﬂnatiansrsnd gestures. Attempts were made in this study to reduce
this possibility by using an unstructured interview format.

The 'questions' for each interview were based on the trends and
concerns of  the statements and the responses made in the questionnaire.
General statements were then made to the interviewee which ‘would elicit
some response, These statements followed the general format of: "A

number of. consultants answering the initial questionnaire indicated that



they had a concern with .... How do you feel about such a concern?”:

QUESTIONNAIRE POPULATION AND SAMPLE:

A sample of fifty (50) consultants, coordinators, and department
heads was selected to receive the questionnaire survey. -These fifty
subjects represent all five of the core instructional areas (Language
Arts, Science, Social Studies, Mathematics, and Physical Education) at
all grade levels (selections were ;ade from elementary, junior high,
and senior high consultants). This number (igs;;RSD aaﬂsuitantsj
provided a small enough sample to permit personal contact close to the
requested return date. As well, the sample represented two out of three
zgnsultgnté designated in the fivé core subjects and at the same time
represented approtimately one out of every four consultants, coordina-
térs,and department heads in the school system regardless of their area
of specialty (i.e., including second language consultants, driver
training consyltants, process ﬁaﬂsultants!aﬁd the like);

The sample was chosen from two different sources: the "Directory
of Services, Instructional Services, 1980-81" and the list of appoint -
ments attached to E.P.S.B Staff Bulletin, Vol. XXIV, No. 39A June 11,
1980. e

The "Directory of Services, Instructional Services" lists

approximately one hundred anﬁ ten (110) entries which use the designa-
tion "consultant ! f'specialist i or “eurriculum coordinator" to identify
areas of assistance and advice as diverse as "Reading Specialist,"’
"Resource Teacher Consultant," "Consultant - Native Studies,"
“Consultant - DriverbTraiﬁing,“and "Coordinator, Social Studies." Thi§>
same directory, however, does not include a list of those persons

designated as "Department Head'" in the various high schools.
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The E.P.S.B. Staff Bulletin, Vol. XXIV, No. 39A, of June 11, 1980

included a list of appointments for the current school year (1980-81).
This document listed the pefsanngl designdted as '"Department Head,"
"Assistant Department Head," and "Work Experience Coordinator" as well
as those appointed to serve as "Cﬁffiiuliféﬁéﬁfdingtﬂf" for the system;
the document included a total of approximately two hundred and fifteen

(215) entires in the above categories. Also contained in this document

was a notation which stated:

For system consultant and curriculum coordinator
positions, assignments made to date (June .1980)

total 50.458 F.T.E. (Full Time Equivalent). Positions
yet to be assigned are for a future 3.20 F.T.E. (page
9)

The sample used for the purposes of this study was composed of

the designated consultants and. coordinators listed in the ''Directory

of Services, Instructional Services, 1980-81" that were perceived o ,

~deal directly with one of the five core subject areas. These consultants

were all designated as responsible for a particular subject area (iié.

!either the junior high or elementary school level. The large number of
high schools and their respective department heads suggested to the |
researcher that a random sample of these persons should be included in
the survey population to give approximately equal proportions and
yet give a strong representation of the perceptions of consultants
involved at each core subject area at the higher grade levels.

At the elementary and junior high grade levels, with the exception
ﬂ§ Language Arts, the core subject areas were represented by approximately
three people per subject. It was détidgd, thérefcre, that tﬁrEQ repre-

sentatives chosen at random from each of the core subject areas in the



high schools would give a reasonably 'balanced sample' (between
elementary, junior highyand high school). The sample thus contained
all consultants listed for elementary and junior high subject areas
and only a random sample.of those departnent heads represeﬁting core

subject areas at the high school.

DATA COLLECTION PROCEDURES: -

Written questionnaires were distributed to fifty selected consul-
tants through the Edmonton Public School Board co&rier truck service on
April 15, 1981. The school courier service was used to assist with the
distribution and collection of the survey packages as a means of
improving the rate of return since this method provided for a minimum
infringement on the consultant's personal time. B |

Data collection from the consultants was also assisted by the
provision of self-addressed return envelépes and a resource card which
could be used to request a copy of the survey results. ;ollow-up. )
telephone calls were made to consultants who had not returned their
questionnaire four school days after the requested return date of
April 30, 1981. Suggestions were made for personal pick up of completed
questionnaires.

Personal interviews were held with some consul;ants after the
returns were initially tabulated. The interview candidates were
selected by noting every fourth neturn. Each candidate was then

contacted by telephone and a subséquent>interview time was set. Each

interview was tape-recorded and later transcribed to assist in analysis.

——

DATA TREATMENT PROCEDURES:

Essentially, three sets of data were obtained in this study. The
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initial activity of the survey requested the consultants complete an
ppen-ended questidngaire. The. resulting written data were analysed,
grouped accérding to similarities, and trends or general thought
patterns Qere identified. Questions were formulated, using these
general ideas as a base, which were later ﬁsed as the roots of open
ended statements to solicit responses during the interviews.

The responses from the survey returns for Sections II and II1
were coded onto data code sheets, key-punched onto cards, and entered
into a computer file. Section II requested mostly personal ahd
professional data which were processed to give simple frequency distri-
butions. Section IIT required the respondents to consider a series of
thirty-eight statement/questions which concern general purposes,
attitudes, and activities of consultancy. The responses of each return
were analysed by computer to produce cross-tabulation results of the

'actual' and 'should' perceptions for each cell.

VALIDITY OF INSTRUMENTS:

To assist in the development of a clear and valid questionnaire
and to advise on the format and questions, copies of the instrument
were distributed to a number of educators, including:

1. selected faculty members of the Departments of Secondary and

Elementary,Educatiaﬂ, University of Alberta;

2. selected graduate students of the Department of Secondary
Education, University of Aiberta;

3. two former Curricular Coordinators at the junior high school
level; |

4. a former elementary consultant; aﬂé;

5. two former high school department heads,
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Modifications, additions, and deletions were made to the research and

survey instruments based on the recommendations of the above advisors.

DELIMITATIONS: o

The study was confined to those persons formally designated as
consultants, curricular coordinators, and department heads from the
Edmonton Public’School Board dealimg with the five core subject areas
of Language Arts, Science, Math, Social Studies, and Physical Education.
Only respondents within the original population sample were
considered as possible subjects for personal interview sessions. ' .

The study did not attempt to determine the quality of consultation

offered.

LIMITATIONS:

The data collected were descriptive of a select population and,
therefore, the resulting conculsions and implications are directly

applicable only to the personnfifgpd population involved in the study.

ASSUMPTIONS :

The following general assumptions were madé in relation to the -
collection of data:

1. that the consultative activities delineated in the questionnaire
truly accomnodated the major areas of practicing censultants.

2. that all responses to the questibnnaire were given by the
participants in an accurate, valid, and professional manner.

3. that the d;ta collgction and analysis technique§.used

accurately reflected the respondeni's perceptions.



SUMMARY :

A questionmnaire consisting of both open-ended and highly structured

sections, together with personal unstructured interview techniques
were used to obtain information from a sample popul;tian of fifty (50)
consultants concerning their perceptions of what consultants do and
should do in the perfornanﬁe of their duties.

Computer analysis of the data provided frequency, percentage
frequency, and cross-tabulation for each cell in the structured portions
of the questiomnaire. The open-ended statements were summarized and
classified according to major trends and similarity of thought patterns.
These served as the basis for interview questions. The inté%viaa data
were transcribed and classified ‘in a similar manner,

The population sample was explained and the procedure for selection

was outlined:



"Analysis is a process which enters into
many phases of life, not merely into
research. Each of us tends to select
from the infinity of possible stimuli
those which interest us and which we can
employ for some worthwhile purpose."

Bledsoe, 1972:121
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CHAPTER IV

<

DESCRIPTION AND ANALYSIS OF QUESTIONNAIRE DATA

INTROQDUCTION :

The description and analysis of the data recovered from Sections
IT and II1 of the mail-out questionnaire are presented in this chapter.
The presentation and treatment of the statistical data in Chapter IV
is intended to be a brief consideration of results which help to clarify
later discussion. While the highlights of the data are outlined below,
more complete statistical information (including frequéﬁcy tables and

Chi squares) is contained in Appendices D and E.

THE RESEARCH INSTRUMENT:

The questionnaire used in this study was divided into three parts.
An open-ended written section consisting of five incomplete sentence
items was placed as Section I of the mail-out survey. It was felt that
placing such question/statements at the beginning of the package would

\ ,

enable respondents to express views of consultancy which were not
influenced by the ideas and/or suggestions presented in the agﬁgr
sections of the survey. The second section of the questionnaire was
intended to gather information concerning the general nature of the
consultant sample chosen. Items such as consulting experience, grade
levels concerned, and consultative training were explored here (see .ﬁ
Appen%ix A for conpleté list of survey questions).

Section III of the survey posed a series of thirﬁy-eight
sta;ement§Lbutlining possible consultative tasks, responsibilities,

and 6pinions. Most of these statements were compiled from a variety of

research surveys conducted during the last decade.
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The participants were asked to consider each statement both from

the viewpoint of their actual role as a consultant and from the ﬁ
hypothetical perception as to what extent the statement should fafN )

within their personal conceptual framework of consultancy. The major
trends and views which seemed evident from the analysis of this data

were used to help design subsequent interview questions.

QUESTIONNAIRE SURVEY: RESULTS AND ANALYSIS

The first aspect of the research data to be examined issthe
quantative or hard data. This includes the responses to Section II and
Section III of the survey questionnaire. From the original sample
of fifty (50) questionnaires, thirty-eight (38) useable returns were
analysed giving a return rate of 76%.

The data from both sections were recorded onto data code sheets,
key-punched onto cards, and entered into a computer file. These data
were then processed through a basic S.P.S.S. computer program calling
for simple frequency tables for the responses in Section II and more |
elaborate analysis (cross-tabulations and Chi squares for each cell)
for the data in Section III. The intent of such an analysis was to
assist the researcher in the identification of prominent themes and
trends in the consultants' perception of the reality which they experience,
For this reason the numerical data are presented in some detail in
Appendices D and E, but have been summarized and simplified for

presentation here.

SECTION 11:

Description

The data gathered from Section II of the survey describe the
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characteristics of the respondents. The nature of the:information
provided from this section helps identify the consultant "image" more
fully. The data were tabulated and put through the S.P.5.5. computer

program to obtain simple frequency tabulations.

Analysis of Sg;tig§7I17D3t§

The returns indicated that over 92% of those who answered the .
survgf had been involved in education more than 8 years. ‘The experience
in education was supported by the amount of training indicated. Seventy
percent of the consultants showed at least some éfaining at the graduate
level (all respondents have a minimm of four years!péstésecandafy
training in compliance with present legal requirements for teachers in
the province of Alberta). |

A mixture of youth and experience was noted in the '"experience
as consultant" questions. The sample analysed shgwedrseveﬁaﬁEgphyte
consultants (18%), six with more than 8 years experience (16%), while
13 showed 4 to 7 years experience (34%). Twelve caﬁsultants (32%)
indicated two or three years in that position.

The respgnsibilitigé of the consultants who responded seemed
reaéanably balanced according to grade level assignments. Fourteen
surveys (37%) indicated a K-6 responsibility, 10 people showed 7-9
role (26%), while 12 consultants (34%) identified themselves as primgrily
responsible for the 10-12 grade levels. One person indicated major
responsibilities covering K-12 and one noted a 7-12 grade level
designation,

éf thé 38 quéstiannaifes returned, 13 responses (35%) showed their
designation as full-time éansultaﬂts! yet 18 people (47%) indicated

they had no classroom teaching responsibilities. It is assumed the



extra five people were engaged in special projects at the board's
discretion (such as Edfational Opportunity Fund projects, or individual
research projects sponsored by the particular department) since this
was the case with two of the consultants interviewed at a latér stage

of the research study.

(]
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It is ii?aftaﬂt to note, as well, that Eéiaf the remaining
respoadents (i.e. the 25 who were not designated as full-time °
consultants) each received .5 %ull Time Equivalents (F.T.E.'s) or less
for their consulting activities. The total F.T.E.'s accounted for by
the SEgrgsPandenfs is approximately 32.5, or slightly more than 60%
of the 53.658 F.T.E.'s alloted throughout the whole system. The nota-
tion earlier (Chapter {II, page 43 ) from the Edmonton Public School

Board Staff Bulletin, Vol. XXIV, No. 39A, of June 11, 1980 indicated

this total of 53.658 F.T.E. consultants was actually assigned to more
than two hundred and fifteen (215) positions (including Assistant
Department Heads, Work Experience Coordinators, Department Heads,
Curricular Coordinators, and Consultants). Throughout the entire #
"consultant' designation the pattern is the same: there are few full-
time consultants and a large number of people with partial consultant
designations and a variety af'additignal responsibilities.

In addition, approximately 42% (16 of 38 returns) indicated they
Wwd received some degree of consultancy training before becoming a
consultant. Most returns indicated such training was in the general -
areas of subject matter, teaching methods and strategies, and aurri:ulun.
As well, sn equal number ( approximately 42%5 of tl;e respondents - .
indicated sim%lar consultancy training before being appointed to th?zr

job (See Appendix D, Table 10).
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While the above figures may not appear meaningful in themselves,
they serve at least two primary purposes for this study. First, since
the responses to Section II show the sample used in this sEde Tepre-
sented approximately €0% of the total F.T.E.'s assigned for consulting
activitieg. these data help to provide a-gare rounded picture of the
people appointed as consultants in the school system examined. Consultancy
in the Edmonton Public School System appears to be heavily male dominated
since twenty-seven responses (71%) were male. Nine of the eleven female
. responses came'from elementary consultants. The thirty-eight respondents
represented a crbss—section of teaching and consulting experience- ‘
ranging from four to more than fifteen'years employment in education, .
and from one to more than eleven years as a EénéultSﬁt. The sample
was also representative of all grade level and core subject area
responsibilities. '

Second, thq_results of Section II, together with other data, help
explain the basis of consultant comments which reflect personal
conceptions of consultancy. This point will be considered more fully

in the analysis of written data in Chapter V.,

SECTION III: . ‘ -
Description -

Section III of the survey consisted of a series of thirty-eight
statements arranged in random order. Each statement described an
activity which could be considered within the role of an educational
consultant (as indicated by previous studies such as ‘Cowle, 1971;
Millikan, 1979; Regan, 1978; and others). The survey participants were
asked to indicate the extent to which they perceive that consultants

{



do/should perform each description. These perceptions were fEt@rﬂed
onia five-point Likert scale (ranging from "A GREAT DEAiﬁ - #1 to "NOT
AT ALL" - #5), {n ;;der to obtain quantitative data. This data would
assist the researcher in identifying trends and perceptions from which
to develop questions to explore the "lived Treality" of consultancy
througﬁ subsequent personal interviews.

The results of Section ITI were tabulated and put through an
S.P.S5.S. computer prograa. Frequencies, cross-tabulations, and Chi
square values were obtained for each question. The major trends and
perceptions of this analysis are p;esented here as summary figures.
Tables with complete details are presented in Appendices D and E.

The thirty-eight question/statements of Section III were grouped
according to three categories formulated as a result of the review of
the literature. As foted in Chapter II, several authors (among them
Regan, 1974; Neville, 1971; and Harris, 1963) identifiéd major skill
dimensions of consultancy. Regan (1974) refers to these major components
as Curricular Development, Master Teacher, and Professional Development
skills. Such skill areas, for purposes of this study, were considered
as being centered in curricular components, instructional components,
and professional components. ‘

Questions classified under the heading of "curricular eaipaﬁ&ﬂts"
involve the consultant's knowledge and skill which relate to & particular
subject discipline. Included in this category are such areas as curric-
ular knowledge and academic skill or awareness of resource materials,
recommended supplies, and understanding of provincial guidelines. A
complete list of questions classified as "curricular components' is
given in Table 1.

Questions grouped as "curricular components'' deal with the solution
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TABLE 1

OUESTIONS WHICH REFLECT PRIMARILY CUPRICULAR COMPONENTS

— —— = = - p— - o

V3T IS YOF PERCERTION Tei” TENCLLTENTE BL/s<t .t ! \
s PefFlav TrE FC_LOV!NG: -

1. Explaining provincial curriculun guidelines to a teacher or .
grouds ef teachars {(other than at & forma! ipservice . . .
expressly for that purpose).

= . .. hJ

2. Explaining school board pollcy guidelines te & teacher or
. ‘ groups of teachars (othe- than at » forkal inservice for
that purpose).

i
. ). Developing curricular materials anZ/or guidebooks for your
. schoo| board, basec on Provincial guidelines?
-r
) &§. Bsyisting teschers in developing & wnit of study snd/or
‘ other specific curricular materials for thair personal wie.
7. Delivering te lgig!s;?;‘ instructional paaterialsy and
resources specifically reavisted. -
. 13. Organizing and planning subject ares warkshops ané/or .
inservice sctivities for teachers. N =3
. th. Adviting teachers of dates and locations of professional
. Inservices, fonferences Bnd/or workshops.
- .
1€. Attending meetings (i.e. consultemt meetings, specisjist .
- council meetings, curricular reetings, bSudte: meetings), ’ - .
related to your consuliant position. *
20. Meeting with rep-esentatives fro= pLhlishing hﬁuiiig
< equiprent suyzliers, and other resource materials..
_ | ) 2 i - = _ -
o~ i 22. Deternining curriculu~ objectives for School Based
Budgets with othlr teachers.
23. interpreting ecucational Progracs to comtunity and
parantal groups. N ]
* 2. Adviting staffs on the purchaste of instructions! supplies
textbocks and other resource materials.
2s. Dcveigpiﬁ? and directing a system=wide tii:iﬁﬁ program
o In o specific subject area:
. 29. Acting a3 & lisson between the central office adninig-
tration and the teachars al va-ious schools.
34, ’roviﬂiég updat?d Iinformation and insights for teachers
concaraing curricular revision. ] )
g .
38. Providing assistance to teachers that are instequately
prepared/trained in 2 specific subject sres. *
A —_— -
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n ' OQUESTIONS WHICH REFLECT PRIMARILY INSTRUCTIONAL COMPONENTS

WMAT IS YOUR PERCEPTIO% THAT CONSULTANTS DO/SMC.LD
PERFORR TRE FCLLOW na: °

§. Planning with a teacner the samount of work to be handled
In a given time period (class peripd, schaz! day, wees,
etc.). o . ) .

€. Advising teschers on strategies of clasiroo~ mansgement
Including discipline of students.

9. Observing classroom in sction for the purpose of counseling
¥ teachers about classroorm prograwming (i.e. progra~~ing
T80 involves st Jeast one ofgthe following mctivities: the
@ selection of curriculum resource materials, lesson
organization, instructional technigues, wnit planning
end/er timing).

10. Demonstrating tasching techniques when requested.

11. Teaching snother teacher's students (srall group or
individuals), for other than de-onstration purposes.

inservice activities for teachers.

18. Attending meetings (i.¢. consultant meetings, specialist
: council meerirgs, curricular meetings, budget meetings),
s - relatec to your consultant position. '

19. Counseling teachars about classiroom planning without
experience of clasiroom observazion in at least one of
the following activities: selection of curriculu=
resource materia’ls, lessor Organization, instructicnal
techniques, unit planning and/or timing.

21. Preparing annual budgets for instruction with other
teacters (assisting).

24, Advising n;fh on the purchase of instructional supplies
textbooks snd other rescurce materialy.

30. Assisting In the develooment of instructional detivities
shichenable students to understand concepts, construets
d generalizations.

Y 31 WAssisting In the development of alternative questioning
. ~—— technigues for the classroon.

32. Explaining such alternative teaching procgsses a#s problem
solving, ingquiry, disccvery methods.

36. Consultaris spending part of their time teaching in thalr
own classroom,

38. Providing astistance to teachers that are inadecuately
. preparud/irained in & specific subject area.

13. Organizing and planning subject area workshops and/or A



QUESTfONS WHICH REFLECT PRIMARILY PROFESSIONAL COMPO

TABLE 3

TICH THAT CONSULTANTS DL /s=ciLD

12.

1s.

16.

29.

33.

35.

37.

3.

Collecting and sharing with teachers, az=inistrators an?
other consultants, professional literature which you feel
might be of interest to them. .
Orienting new teacher: to the schoa! system through
induction and origntation inservice progra=s.

Attending workshops snd/or insermice activities for your
own personal snd/or prefessional developrent,

Arranging interschool visitations for teschers, to assist
In their personal and prefessional development.

Acting &3 & "sounding board” for teachers to air their

professional and/or pe?ar;i cencerns (i.2. rot necessarily

trying to resclve the problers but to present the teacher

with an outler). *

Attending meetings (i.e. consultant meetings, specialist

council meetings, curricular reelings, budoet meetings)

relatcd to your comsultant position,

Melping teachers tog resch snd/or maintain high levels
of self-satisfaction in their job.

Providing curricular leadership within the schools under
your reiponsibility.

*
Proroting philesophical discussion between colleagues re:
educational trends, new £ourse developrents, methaas of
instruction and student evalustion.

Acting as & liason betwee~ the central office adminis-
tration and the 1sscrars a: various schools.

Spending time in personal discussion with teachers

concerning the curricular pregra™, current trends,

organization and interpretation of curriculum ‘guide books
-

Consulting (seeking advice from) ether consultants about

common role functions and concerns.

tﬂc§uflgiﬁ§ taachery to.expariment with different and or
new methods and ideas of instruction in the classroom?
Providing assistance to teachers that are inadequately
prepared/trained in & specific subject arsa.




%

v

of an immediate problem with no real proyi n for handling recurrences

of that or similar problems. Such questions Would be concerned with
providing ''assistance" (in the Kolb et al. sense, se&\page 25). Responses
to these questions were assumed to be indicative of the consultants'
perception of his role as it is and as it should.be. Consultants who
préfer to work within this framework concentrate on, symptom relief and,
according to the literature, are concefned with the satisfaction of lower-
order needs.

"Instructional Components'" refers to actions, skills or knowledge,
involving the teéching or learning process. This category looks at
statements centered around knowledge or skills thg consultant has which
relate to the learning process and the appreciation (understanding) of
conditions which influence learning (principles of learning). Sgch
awareness would also include instrumentalist activities like teathing/
learning strategies and classroom management techniques as well as
é;nsideration of annual instructional budgets and workshops. Consultants
who prefer‘to work within this framework also concentrate on the solution
of an in;ediate,task and tend to work using a directive approach.
Questions grouped as "instructional ccmponentﬁ" deal primarily with the
provision of expert ﬁassistance" and as such ;lso tend to satisfy the

lower-order needs., The actual statements grouped into this category

are listed in Table 2.

was idéntified as centering primarily around the concept of profession

alism. The "professional components' address themselves to the

effective ways of encouraging higher levels of confidence, competence,

and intemal motivation or self-actualization. These questions deal

L4
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with the extension or realization of a professional commitmentd on the
part of teachers with whom consultants work. As such, these Questions
deal with the development of the teacher's ability to regofve problems .
independently when they arise. Consultants who stc gly prefer to work
within this framework are growth-oriented and concentrate more on the .
satisfaction of higher-order needs than do consultants who prefer
either of the above two categories. Specific statements from the survey
which were grouped into this category are identified in Table 3.

A number of perceptions of consultancy were presented earlier in
Chapter II. Thése range from a task-oriented perception primarily
concerned with "assistance' offered through a directive approach, to a
process-oriented perception concerned m@stlf with "education" through
a non-directive approach. In each of these perceptions the various
categories of skill components (i.e. curricular, instructional, profes-
sional) are dominant to varying degrees. The thirty=eight'questians
presented in Section III were intended to assist the researcher in
identifying the perceptions of the consultants in the Edmonton Public
System, Specifically, the responses to Section III were directed at
the first two research questions stated in Chapter I:

1. What are the perceptions of consultants concerning the
actual (performed) components of consultancy?

1.1 What are the notable similarities in perceptions?

1.2 What are the notable differences in perceptions? *
2. What are the perceptions of consultants concerning the ideal
components of consultancy?

2.1 What are the notable similarities in perceptions?

2.2 What are the notable differences in perceptions?
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The information from these thirty-eight questions was also used
to assist in the formulation of the researcher's overall perspectives
and understandings of prominent themes and trends of the consultants’

"lived reality" as it relates to perceptions identified in the literature.

Analysis of Section III Data

Analysis of each category indicates a significant differencé
(overall) in actual and ideal perceptions (all but fodr cross-tabulations
produced a Chi square significant at the .05 level). A complete list of
Chi-sQuare'figures for each question appears in Appendix E (see Table 11,

page 136).

\

" In order to obtain a visual perception of the respondents views
-

arithmetic means of the "ACTUAL" and "SHOULD" results for each question
were plotted. Figure 7 presents the curricular components, Figure 8
the instructional components, and Figure 9 displays results which relate
primarily to professional components. These items are presented simply
to provide visual display of trends and perceptions rather than to serve
as a comparative graphic analysis. Tables 4, 5, and 6 show the numerical
values of mean responses for each question in each category.

Such visualg show a consistent pattern from which two primary
observations can be madg?. First, there is a general perception among
the respondents which seémsvto indicate that what is being done collec-
tively in the role of consultant is.relatively consistent among the
individuals performing these functions. As well, the respondents overall
perceptidn suggests that for most of the 38 items of the questionnaire
the status quo is not the preferred. These general ‘observations lead
this researcher to posit the view, to be examined in a later chapter of

this study, that there exists an "inner tension" between the "lived



reality” and the "desired reality".

ANALYSIS -CATEGORY A: CURRICULAR COMPONENTS

The questions grouped under this category are presented visually
in Figure 7. 1In all but two statements, the mean response of tﬁe
consultants is higher for what should be done than for what actually is
being done (higher in this sense refers to the selection of a choice
closest to #1 - "A GREAT DEAL"). Two questions (question 7 and question
18) are viewed in the opposite light. The general perception here
appears that the consultants ""attend meetings' and 'deliver instructional
materials" saneuhgf more than they feel they should.

The questions showing the greatest discrepancy between the "in-use"
activities and the "desired reality" relate to working with individual
teachers in the area of curriculum development and working with community
and parental groups. Considering these questions in more detail one
finds the percentage responses for the combined categories '"A GREAT DEAL/
OFTEN" (Table 7, see Appendix D) supporting the perception obtained from
Figure 7. While only 27.8% of the respondents actually assist teachers
in curricylum development, 75.0% felt they should for the combined
categories. Only 2.8% indicated they do interpretive work with parental
or community groups but 33.4% were of the view this should be done "OFTEN"
or "A GREAT DEAL."

One question which stands out the most when analysing the frequencies
on Table 7 is question 25. Only 2.8% actually spend time on a system-
wide testing g%ggram and 8.4% felt it shﬂulﬁ be a part of their
responsibility. - |

From the responses to Section III of the questionnaire, in the

curricular category consultative activities center around such activities

-
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TABLE 4
COMPARISON OF MEANS FOR RESPONSES TO QUESTIONS WHICH
REFLECT PRIMARILY CURRICULAR COMPONENTS
X ACTUAL X SHOULD
1. Explaining provincial curriculum guidelines to a teacher or 2.861 2.639
groups of teachers (other than at & formal inservice O )
expressly for that purpose).
2. Explalning school board policy guidelines to a teacher or 3.278 2.944
* groups of teachers (other than at a forral inservice for
that purpose).
3. Developing curricular materisls and/or guidebooks for your 3.194 2.B06
school board, based on Provincial guidelines?
&. Assisting teschers in developing & unit of study and/or 3.056 2.056
other specific curricular materials for their personal use. 3.0 2.

7. Delivering to teachers, instructional materisls and 2.417 2.667
- resources specifically requested. s e
13. Organizing and planning subject srea workshops and/or 2.714 2.257

Inservice activities for teachers.
14, Advising teachers of dates and locations of professional 2.889 2.361
inservices, conferences and/or workshops. P
1B. Attending meetings (i.e. consultant meetings, specialist 2.194 2.389
council meetings, curricular meetings, Sudget meetings),
related to your consultant position.
20. Meeting with representatives froo publishing houses, 3.333 3.167
equiprent supzliers, and other resource materials. ‘
22. Determining curriculum objectives for School Based 2.167 2.750
Budgets with other tuch!. S
2j. Interpreting educational ograms to community and 3.917 2.861
parental groups. _ S s
24. RAdvising staffs on the purchase of Instructional supplies 2.444 2.361
textbooks and other resource materials.
25. Developing and directing 8 system-wide testing program . 4.333 3.889
In a specific subject area. Lo nTEE T
29. Acting as a llason between the central office adninis- 3.057 K:
tration and the teachers at various schools. 5.05) 2.914
34. Providing updated Information and insights for teachers ° 2.694 2.139
concerning curricular revision. v
38. Providing assistance to teachers that are inadequately 2.694 2,222

prepared/trained in a specific subject area.
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FIGURE 7
DISPLAY OF MEAN RESPONSES** FOR
"ACTUAL"® AND “SHOULD™* PERCEPTIONS OF
QUESTIONS REFLECTING CURRICULAR COMPONENTS
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as "delivering materials to teachers," "attending meetings," 'giving
advice on the purchase of materials,” and Gpraviding updated information
about curricular revision." Generally, comsultants are less involved
with 'the organization and planniné of wgrkshaps," "informing teachers
of inservice dates and locations,” and ""providing assistance in the
development of specific curricular materials." "Developing a system-
wide testing program" is not a significant activity in the present r@le;
Most of the above activities are primarily task-oriented and center on

the satisfaction of lower-order needs,

ANAﬁYSIz CATEGORY B: INSTRUCTIONAL COMPONENTS
The means for questions relating primarily to instructional com-

. . . , -
ponents are represented in Figure 8. The questions and mean figures

are specifically listed in Table 5. The mean responses of the consultants
is noticeably higher for what should be done than for what actually is
being done for all but three statements. Two questions (question 18 and
iS) relate the general perception of respondents as "Attending meetings'
and ";Buﬁseling teachers without the benefit of classroom observatiof™
are being done somewhat more than they should be.

The greatest perceptual differences are found with questions
and 31 ("Observing classraams in action," "Demonstrating techniquek
and "Development of alternative questioning techniques" respéétiv ly). «»
However, when one considers the percentage responses for the collapsed
categories ''OFTEN/A GREAT DEAL" the percentage of responses in the
""SHOULD" column for each of these questions gives a more tempered view

(i.e. while the differences between the means are great, 50% or less

- L]
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TABLE 5§

COMPARISON OF MEANS FOR RESPONSES TO QUESTIONS WHICH
REFLECT PRIMARILY INSTRUCTIONAL COMPONENTS

X ACTUAL X SHOULD

5- Planning with » tescher the smount of work to be handled 3.114 2.600
In & given time period (class period, school day, week,
etc.),

6. Advising teschers on stretegies of classroom menagement .3.056 2.639

including discipline of students.

9. Observing classroom in action for the purpose of tounseling 3.444 2.472
teachers about classroom programming (i.e. programming ) o )
involves at least one of the following sctivities: the
selection of curriculum resource materials, lesson
§rggﬁin;i§n. instructional technigues, unit planning
and/or yiming).

10. Demonstrating teaching techniques whan requested. 3.694 2,667
. . =7 N, . N
11. Teaching sncther tescher's students- (small group or 4,389 3.889

Individuals), for other than demonstration puFposrss.

3. Organizing and planning subject ares workshoos ar - : , -
z [ ning Ject ares workshops and/or 4 2.
'ﬁ“fviii .it'vif'fi féf teschers. 2-714 2;257

18. Attending meetings (i.e. consultant meetings, specialist 2 194 Z.389
council meetings, curricular meetings, budget meatings), I T
related to your fgonsultant pesition.

19. Counseling teachers sbsut classroom planning without. 2.8B89 - 3.056
exparience of classroom observazion in at lesst one of .

the following activities: selection of curriculym

resource materials, lesson organization, instructional

techniques, wnit planning and/or timing.

21. Preparing snnual budgets for instruction with other ' 73;351 3.028
teachers (assisting).

24. Advising staffs on the purchase of instructional supplies 2.444 2.361
textbooks and other resource materials. -
. r

30. Assisting In the development of instructions] dctivities 2.972 2.250

7 which enable students to understsnd concepts, constructs
and ganerallizations.

31, Assisting In the development of alternative questioning 3.806 2.750

o techniques for the classroom.

32. Explaining such alternative teaching processes as problem 3.361 2.611

i solving, inquiry, discovery methods.

36. Consultants spanding part of fhelr time teaching In thelr 3.139 3.194
own classroom.

38. Providing assistance to teschers that are inadequataly 2.694 . 2.222
preparsd/trained in a specific subject areaa. :




- 66

X FIGURE 8
DISPLAY OF MEAN RESPONSES** FOR
"ACTUAL™* AND *SHOULD"* PERCEPTIONS OF
QUESTIONS REFLECTING INSTRUCTIONAL COMPONENTS
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The consultants indicated virtually an even split in response to
question 36 (''To what extent consultants do/should spend part of their
time teaching in their own claséroo-?"). Fifty-two point eight percent
(52.8%) of the respondeﬁts indicated they do this "OFTEN/A GREAT DEAL"
while 47.2% indicated the opposite yiew ("SELDOM/NOT AT ALL"). The
view of what: should be the case was similar, with 38.9% feeling
consultants should do this while an equal number (38.9%) indicated this
should be done 'SELDOM/NOT AT ALL" (see Appendix D, Table 8). The mean
for both sets of responses was approximately 3.1, indicating the "even
split."

Further analysis however indicates that 13 of the 14 consultants who
felt they should not teach were the same consultants who indicated they
do not teach. Ten of these 13 respondents were elementary consultants.

There are also items_on which the responses were in gene%al agree-
’nent that the "lived reality" and "desired reality" were at the approxi-
mate level they should be. Responses for questions such as 13 ("'Advising
staffs on purchases') seem to be in general agreement.

Consultants responding to questions in Section III which reflect
instructionai components indicate their major activities are concerned

Yith "attending meetings' and "advising staffs on the purchase of
materials.'" The consultants 1ndicated a somewhat lower involvement for
such activities as "teaching their own classrooms," "Drgan%zing work-
shops and inservices," an& "providing assistance to inadequately prepared
teachers.'" Very littl; involvement was noted in "development of
instructional activities which enable students to understand cancapts o
"observing classrooms in action," "developnent of alternative questioning

techniques.with teachers," or "demonstrating teaching techniques."



Cogsidering the latter activities as being closer to the process-oriented
perception of consultancy, it seems gppgrzné consyltants are locked into
the satisfaction of lower-order needs thfﬁugh a task-oriented approach
relating'ta instructional components,

. . |
ANALYSIS CATEGORY C: PROFESSIONAL COMPONENTS

Figure 9 displays the visual ca;pnrisan of the mean responses for
questions reflecting primarily professional components. Ihe actual
question statements and the mean figures gre listed a< Table 6, The
general pattéin identified for categories A and B holds true for C as
well. For all questions but one fquestian 18 was included in all three
categories as it was seen to reflect curricular, instructional, and
professional components) the perception of what should be displa&ed
a higher mean response than for what is done. The two questions with
the greatest perceptual mean difference relate to "interschool visita-
tions" (Question 16) and ''self-satisfaction" (Question 26). The
information contained on TgPle 9, Appendix D, reflects this iﬁfar:étian
in a slightly different way. When the two highest ehaice!eatggaries |

(OFTEN/A GREAT DEAL) are combined, question 26 becomes most prominent.

igﬁ total of 36.1% of respondents actually concern themselves with
""helping teachers reach self-satisfaction,” yet 91.7% felt this should
be & part of the role. This perception points directly at a growth-

oriented approach to consultancy.

"fine-tuning’ the teachers' skills. These consultants primarily praviﬂg

'hssistance’ in areas of “curricular components" n%ﬁ/af "instructional

components .'' Consultants working from a process-oriented perception

68
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TABLE 6
COMPARISON OF MEANS FOR RESPONSES TO QUESTIONS WHICH
REFLECT PRIMARILY PROFESSIONAL COMPONENTS
v L
8. Collacting and shering with teschers, sdministrators and 2.944 2.222

other consultants, professional literaturs which you feel
might be of Intersst to tham.
12. Orjenting new teschers to the schoo! system through 3.528 2.750
induction snd orientsation inservica programs.

15 Attending workshoo§ and/or inservice sctivities for your 2.694 2,278
own parsonal snd/of professions! deavelopment.

16. Arranging Interschool visitations for teachers, to assist 3_359 2.500
in their personal and professional developmant. ) )

17. Acting as & “sounding board" fdr teachers to air thair 2.556 2.194
professionsl snd/or persoral cencerns (i.e. rot necessarily

trying to resolve the problems but to present the teacher
with an outlet).

18, A:fg meetings (i.e. consultant meetings, specialist 2.194 2.389
COUNC i ! meetings, curricular reetings, budget meetings),
related to your eonsultant position.

26. MNelping teachars to reasch snd/or maintain high levels 2.750 1.722
of self-satisfaction in their job.

27. Providing curricular leadership within\the schools under 2.647 2.059
your responiibilPiy.

: 28. Promoting philosophical discussion between collesgues re: 3.361 2.639

& sducational trands, new coJrse developmentd, methbds of ‘

instruction and studant svaluation.

29. Acting as & lisson between the central offhce adminis- 3.057 2.914
tration and tha teschers a: various schoofs. ‘
_ = 33. Spandimp time In parsonal discussion with teschars L 2.722 .2.056

concerning the curricular program, current trands,
orpganization and Interpretation of eurriculum guide books

35. Consulting (seshing advice from) other consultants about 3.278 2.528
common rols functions end concerns. )

37. UEncoursging teschars to axperimant with diffarent snd or 2.861 2.194
aow mathods and ldess of Instruction in the lassroom?

38. Providing sssistance to teschers that are inadéquataly 2.694 2.222
Proparsd/trairad In o specific subjoct arsa. G
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FIGQURE §
DISPLAY OF MEAN RESPONSES*™* FOR
"ACTUAL®* AND “SHOULD"* PERCEPTIONS OF
QUESTIONS REFLECTING PROFESSIONAL COMPONENTS

8 2 i5 % 7 v % 7. 32

QUESTIONS REFLECTING PROFESSIONAL COMPONENTS

**ACTUAL "RESPONSES A
**SHOULD*RESPONSES  * L

**1 REPRESENTS "A GREAT DEAL"
‘5 REPRESENTS "NOT AT ALL"
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appear to concentrate more on developing & 'new repertoire" ?y providing
“education" toward different thinking, different behavior, and pgrhaps
personal growth. '

Since an obvious requirement of the latter approach (above) is
a considdrable amount of time and twenty-four (approximately 63%) of the
respondents to the present study indicated their designation as providing
.5 F.T.E.'s or less for consulting activities, it was erpe:te&&thgtf the
category showipg the greatest discrepancy between "ACTUAL' and "SHOULD"
perceptions would be Category C ("professional components'). In féet,
the difference between the means in this category was .571. The
discrepancy in Category B was .457 while Category A showed a discrepancy
of .364 between the'''ACTUAL" and ''SHOULD'' perceptions.

A review of the above information suggests a number of observations.
Variation in the mean responses through the entire thirty-eight
questions would indicate a degree of disagreement or confusion between
individual consultants about their role perception, In other words,
different consultants appear to consider different statements with
greater or lesser importance. Not all the cﬁnsulténts perform the same
tasks with the same degree of intensity and not all consultants have the
same perceptions of what they should be doing in their role, SPEtific
differences for thirty-four of the thirty-eight questions were identified
as significant at the .05 level (as shown by the Chi square values in
Appendix E, Tablﬁ 11).

The responses to Section III indicated that the consultants in the
Edmonton Public System perceive their role to involve the three major
categories identified in the literature. The general perception of the

respondents to the survey was also that what is being done is not



generally cangruent with what they feel should be done, particularly
in the category of 'professional components." The consultants appear
caught in a task-oriented role more than they w@uld prefer, however, not
all consultants perform the same tasks with the same degree of intensity.

SUMMARY :

A brief description and analysis of the data obtained from Sections
II and III of the mail-out survey has been presented in Chapter 1V,
Each section of the survey was expigiﬁed as to purpose and content.
The results of both sections were summarized.

Major trends and perspectives of consultants were identified.
Indications of similarities and differences{in consultant views were

explored.



CHAPTER V
DESCRIPTION AND ANALYSIS OF INTERVIEW AND WRITTEN DATA

INTRODUCTION:

Chapter V provides the description and analysis of data recovered
from the sentence completion section of the mail-out survey and the

personal interview sessions. Such datawere used to identify the domin-

consultant's position. The data were also used to demonstrate attempts

to reach alternative conceptions of consultancy.

THE_RESEARCH INSTRUMENTS: DESCRIPTION

Section I of the mail-out survay consisted of three 5pe¢ificj
yet open-ended questions and two sentence completion statements (see
Appendix C). Respondents were asked to express personal/
prafessiangl perceptions for each statement or question. This activity
was intended to explore the opinions, views, and experiences of the
consultants themselves rather than perceptions resulting from possible
“influences of the femainder of the survey. The written responses were
therefore solicited at the beginning of the survey.
of the research questions stated in Chapter I (see page 8 ). Responses J
relating the most satisfying and least satisfying aspects of consultancy
provided insights into the perceptions (similarities and differences)
of consultants. As well, the comments supplemented earlier descriptions ___
(Chapter IV) of the actual and ideal role perceptions. The insight
gaine& frﬁm-thg written responses also proved valuable in the personal

interviews process. Interview questions relating to "demands of the
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job,'" to "Tﬁlé-defiﬁit§ﬂﬂ,“ and to "consultancy preparation" were
directly related to the information secured in Section II and Section
III of the survey. 'Being in touch,” 'who should be 'served',' and
"personal judgements of success' were more the result of comments

obtained in the written responses to Section I,

action'/"Major Task;"

1. Describe what you feel was the most satisfying or gratifying
experience of your past (present) year as a consultant (i.e.
what event(s) or circumstance(s) gave you the most satisfaction
in your work as a consultant?).
4., The way I see it, my major task as a consultant is . . .
The consultants' fespanses:ta the above items were analyzed together.
The assumption was made that the consultants were likely to interpret
their role in such a way as,;to reflect their most satisfying experiences.
Consistent with patterns identified in the literature, the con-
sultants' recollections of {ée most satisfying experiences revolved °
around curricular components, instructional components, and professional
Cgmpanenés, However, differences in responses were noticeable according
to grade level. For example, apparently much of the cnnceptual;and
practical orientation of a high school degartﬁent head is administrative
(with instructiﬂ‘al; curricular, and professional overtones).

The most dominant theme precipitating from the responses to

(¥,

Question 1 reflects the technical-expert approach to consultancy. This
is particularly true at the high school department head level. The
department head's perception of his role appears to be dominated by

pfﬁgfii,‘érg;ﬂiiltiﬁh,iﬂd power. The failauing are exerpts from the




survey question-response sheets which illustrate the most satisfying
experiences of department heads:
"staff placement in order that (i) maximun use

is made of their potential, (ii) the teachers are
teaching in the courses of their choice,"

'"being able to make a decision in the department's

best interest (a decision not pnpular with the

administration) and see it bear fruit,"

"that my staff performed well in spite of the fact

that no one outside the department knows or cares

what is happening."
That these same department heads also perceive their major task in a
technical, top-down framework, is evidenced with their descriptive
words such as: ‘'organizing staff,' a 'good program,' '"trouble shooting,"
"efficiency,' "good teaching "' "administrative,' "motivate staff,'
"function smoothly."

A more varied perception was evident in the responses obtained from

junior high consultants. The most satisfying experiences reflected

role. Curricular components were identified by such comments as "haviné
a direct input into the (subject area) program," '"the setting up of the .
Instructional components are witnessed by =uch written comments as
"working with teachers to help plan lessons, unit and strategies," or
"an afternoon when a new teacher came to spend the t;me observing one of
my classes, visit my classroom and discuss methodology.'
These consultants also expressed a number of experiences relating
to the professional growth of teachers. The most satisfying experiences
were ''where a teacher initially expresses negative feelings regatding

.the advice and assistance offered by consultants and then chan nges their



with individual teachers who are able to implement changes which result
in improvement in the classroom,"
Consultants at the junior high level express their perception of

ma j

b

r task in quite different terms than their senior high counter-

]
o

parts. Such expressions as "help implement change in the classroom,"
"professional growth in areas of classroom atmosphere and discipline,"
""improve instructional mEth&dsj“ "increase the teacher's knowledge of
how children learn," "professional leadership," "course preparation,"
''provide course information and supplies" are all used to outline the

major task perceptions in a manner which seems more facilitative than

directive .,

The experiences of elementary consultants were shared in the follow-

ing manner. The most satisfying experiences included "working with

one on one, and seeing positive results," "helping a teacher who summons

help realize he is successful," "working towards kidslbeing turned on

[

to learning,” as well as being "involved in the choosing and implementation

of new curriculum.'

The elementary consultants viewed their major task more in line
with the professional components mentioned earlier (Chapter 1V). Comments
such as "supportive, facilitative, nurturing,’ "respond to needs,"
"encourage and reinforce a good job," and ”helpiﬁg teachers grow profes-
sionally" were more pronounced than ones such as "assistance in p}cgram;
strategies and instructional processes'" or "assisting with ideas for
curricular implementation."

Chapter II identified a number of different views ﬂf'canSultancy



which are reflected in the comments from Section I. Kolb, Rubin and

McIntyre (1979:304) present a distinction between "assistance" and
"education" which is particularly relevant to the ;ritten comments
presented above. The term "assistance" is described as emphasizing
the solution of an imnedia;e problem, also referred to as symptom
relief.” This type of involvement on the part of a consultant is defic-
| iency oriented, directive, and concerned primarily with the satisfaction
of lower-order needs. As well, many of the comments presented relate
directly to the concept of power motivation (see Chapter II, page 31 ).
According to Kolb et al., the deficiency-oriented change agents are —
more concerned with their own personal goals and with their political
position within the organization than those change agents endeavoring
to offer "education. Such people have a high'power motivation and.also
tend to work to fulfill the satisfaction of lower-order needs. -

A number of consultant comments are concerned with providing
"education" (in the Kolb et al. sense) as a means of helping the teachers
develop their own ability to resolve problems. The most‘satisfying
experiences here relate to the professional growth of teachers and d;al
with the satisfaction of the higher-order needs such as personal fudfill-
ment and self-actualization. While these experiential accounts were not
limited io elementary consultants, the highest incidence of such
comments were from elementary personnel. Eleven comments were classi-
fied as primarily concef;;d with professional growth, eight of these
comments were from elementary consultants.

As the self-perception of consultants continues te move towards the

" process end of the Marguiies and Raia continuum (Figure 1), the major

task areas reach toward the "growth-oriented” end of the Maslow hierarchy

.. po
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(Figure 6). Thus, the literature impliés that consultants who operate
at the '"process' end qf the continuum will most likely be concerned
with higher-order needs and will operate in a non-directive manner. The
primary objective for these consultants is growth on the part of the'
teacher. However, those consultants who prefer the '"task" end of the
continuum operate in a directive manner and are concerned with the

satisfaction of lower-order needs.

B. PERCEPTIONS OF 'LEAST SATISEX;NEAExPERIENCES?/"EQSS;BLE CHASGES?:

2. What would you say is/are the least satisfying (or most |

frustrating) aspect(s) of consultancy?

3. If you were in a position of creating (directing) change

in the role of consultant, what change(s) would you see
made? What benefit(s) would result?

The above items were considered as relating to the consultanv's
perception of his awA role and to the Reérception of what the role could
(should) be. For this Teason the assumption was made that, given the
possibility of chgnge,ithe consultants would iastblikely change those
condiéions which were least satisfying to them in their lived experiences.

The responses of the consultants lend a great deal of support to
the above assumption. More than half of the written responses of
consultants mEﬁtiaﬁgd the concept of timei Consultants strongly
supported the view that the iegst satisfying aspect of their position was
the lack of time (coupled with incre;‘;pg number of responsibilities). .
As well, the most important area fggiprapased change was related to- .
the amount of time pyovided (or required) for consultancy. Items
centrally concerned with time (as\Fhe least satisfying experience)

varied with the following kinds of gesponses. From simply "a lack of



time," or "not enough time to do the things that can be done as a
consultant," to comments such as "being unable to follow a task to
completion due to time or money restraints," or "insufficient time to
follow up on client service," to questions of choice such as "I found
*it extremely difficult to do both a good consulting and teaching job
at the same time; it seemed that when one became demanding the other
suffered.”
' These comments together with data obtained from Section I of the
questionnaire indicate that those'censultants who seem to be most "task-
oriented" have the least amount of consultancy time. Of the twelve
high school consultants who rdsponded, eight indicated they had less
than .3 F.T.E.'s assigned for consultancy. Of those consultants who
appear most process-oriented (elementary consultants) ten of fourteen
respondents were designated as full fime consultants.

With such a perception of the drawbacks, the changes proposed were

consistent. They included comments such as:

"would see consultants responsible for fewer
schools,'

"consultancy time would only be spent working
wlth groups who wanted service,"

"always be full-time in order to have a flexible
schedule,”

"adequate time provided.”
"\5 teachlng time, .5 consulting time,” and
""provide more penple;haursl' k
However, time was only one of the troublesome experienées and proposed
ﬂﬁng es the consultant identified. A second Very strong concern of the
consultants related to the lack of role definition, Thi% perception was

also often mentioned as an element for change in the written responses.
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Written comments centrally concerned with role description were
common throughout alt‘krade levels and were expressed in the following

manner:

""Some years have been frustrating due to lack
of direction and unclear role description,"

"No real purpose for the existence of the position,"”
""Role is not well enough éefined;"
"limits placed on activities keep changing,"

"Central office {nitiated programs which take time
from the main function of helping teachers."

A central concern for change also revolved around the role description
of consultancy. These comments were not restricted to grade level or
subject area but were quite common throughout the written responses
to the question. 1In general, respondents felt that changes should take
place which would
"Bring the role definition and real life closer
together,"
B -
"present a clearer definition of the consultant
;'013,'. -
""change the position to build in some continuity, "

"make the job more curriculum oriented and less
administration oriented,” or

"pre-think a purpose for having consultants --
put purpose in the job,"”

That considerable confusion and frustration existéiﬁithin the
framework'of consultancy is not a recent fiﬁﬁing. Earlier studies as
long ago as'Hewko (1965) were consistently reporting a lack of clarity
and a need to research the néaning and orientation for the role of
consultancy. As noted in the literature as well, consultancy is most
effective when viewed as a process which goes beyond the traditional

work relationship geared toward the satisfaction of the lower-level needs
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(Sergiovanni and Starratt, 1979:153). The consultant is not the real
agent of change, rather it is the experiential process which the people
go through that results in change and growth tc;ajkauski and Patterson,
1977:537). Such a change process must be the result of interaction
between people over a period of time. The reaction of the consultants
contained in the Section I comments illustrates a strong lvirgﬂess that
effective consultancy cammot be implemented while operating at the i
"assistanEE" (Kolb et al.) level. Huberman clgi:s-eduéggzgzgf
improvements necessitate

A much deeper involvement in 'unlearning' and

'relearning' than is brought about by simply

giving him written information about a new

practice. (Huberman, 1973:21) ;
Thus people need the chance to perceive where they are, where change is
beneficial, where they need to grow. Such reflection requires time.

-

C. PERCEPTIONS OF CONSULTANTS:

5. I feel consultants should be the kind of people

wvho ...
Assisting teachers in the improvement of instruction necessitates
that considerable attention be paid to the conditions, techniques,and
motivators which are necessary for the teacher to grow and develop
through a process resulting in self-analysis and 5elf=aétua1izgtian- The
ﬁagple;itiEStTﬁﬁgiﬁing%EE?éher competence, status,and social inter-
action require highly sen;;¥}tgﬁand perceptive personpel. When replying
to the open-ended statement above, respondents to Section I recognized.,
with great consistency, that consultancy is concerned with saéi;l
dynamics. The concept of effective commmication resulting from establi-
shed trust relationships is strongly ii}dint in the documented responses

below,
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Consultants should be ...
(people who) "have excellent comsumication skills,"
""people-oriented,"

""able and willing to help (communicate with) teachers
on an equal basis,'

"above all can communicate pcsi“ely.”
"respected and trusted by their colleagues,"
"must be sensitive people,' .. —

The literature indicated consultants are af!:g;x faced with problems
arising from their perc‘:gi»vad status as strangers entering inté a
relationship. It is important for effective commmnication that the
consultant 'know Now to overcome the mietf and defensiveness that is

inherent in such situmtions)' (Parker 1975:3) The responses of the

expertise and the ability to share this expeétise in such a way that 11:
is the teacher who travels through the experiential pr@;es-s. and is not
simply told about it. i

Rauh (1978) identified the establishment of consultant credibility
as the most i:ﬁcﬁmt condition for an effgpctive working.relationship
to develop. Kolb et al. (1979) also indicate the importance ﬁi;' a
mutual agreement concerning trust, understanding, and communication in
their concept of affiliation motivation. These authors refer t; the  lack
of commmication and even loss of perspective on the issue at hand ~
through a lack of mutual trust. Consultants responding to the survey
appear to recognize and strongly support the conceptual components
outlined in the literature. Yet, as evidenced in the written comments
from questions 1 and 3 in Section I, much consultancy promotes the

“assistance” orientation. That there is a discrepsncy between the actusl

1



\’%
™
7

s 1

ipd the 1deal between the pragtltal and ‘the conceptual, is obvious.
Further 1nqu1ry into this "inner tension" was ngried out thrnugh per- - ;;

sonal mter\r;e\is.

" CONSULTANT _INTERVIENS : pgsciﬁrm L T

A series of nine in-depth personal iﬂterviEﬁstas held apprcxi:atély p

"~ five weeks after the initial survey was d,stributedi Every fourth return .

was noted and iarked as a posgible interview candidate. The originators
of thgsa‘returns were Egntacted by telephone’ and a “mutugl 1nterV1ew

<
time was esgahlgshed. Permission was obtained from each candidate to

b .
allow' the interhiew discussion to be tape-recorded. Each interview was

i .
S,

subsequently transcfiﬁed to paper and distributed to the interviewee
for proof-reading (fgr cantént and meaning) and appraval Altﬁ@ugh'
very few changes were made by thase 1nterv1ewed each lntEIVIEHEE was

;enc@ufaged to add ‘or d&lete whatever cumments they felt necessarv.

the initial question pased by the researcher and subsaquent questions

+

directed by zu11d1ng and expandlgg on the responses. The interviews

were intended%o provide information which would serve to fill in the

views, trends, and comnceptions idEﬁtigied through other obtained’ data.

= t

ANALYSIS: A, Rclé Description

The dominant perception of Ecnsultantiresp@ﬁdents in Sections III

- of the questi@ﬁnai;e survey was clearly that those performing the job
or role of cgnsuitaﬂcy feel ;hey are not doing the job they shéuid be.
These results, discussed in Chapter IV, clearly display a dissatisfaé-
tion, frustratian,and confusion which was not clearly articulated in - P

either the statistical responses\or the written comments from Section I
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- ' © .- .
of the survey. .Also, throughout the written résponses discussed in

Chapter V, a more profound ‘conception to consultancy than the instru-

/ mentdlist perception was implied. The instrumentalist view presents

N . =
consultancy as a tool or instrument with which to do something to

someone. Reflection updn the literature and preliminary results of the

data from the present study revealed that there was something‘beyond

- the instrumentalist conception of consultancy. The'reason for the

discrepancy between Ahat consuftants perceive they do and what they
perceive they showld do was a major consideration of the interview
sessions. .

The "Directory of Services, Instructional Services, 1980-81"

.and the Edmonton Public School. Board Staff Bulletin, Vol. XXIV, No. 39A,

June 11, 1980, togethé; list more than two hundred and fifteen (215)

-
L]

entries as curricular appointments. These curricular pla¢eﬁe§§s use a
variety of titles including work experience ca@rﬂiﬁatgrs: assistant! 7
department heads, department heads, curritﬁlar coordinators, and
consultants. The specific task assignments include such consultant

desjgnatjons as the major subject disciplines, business education, music,

~descriptions. At the same time, the "Directory of Services" indicates a
single job description as

N . "providing advice and assistance upon request"
- 100).
‘Consultancy appears not to suffer from a lack of sdmething to do,
R

rather there seems to be too much to do. The problem becomes one of

clarifying what consultancy is. During the interviews a number of
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consultants were asked to relate their personal perceptions and feelings
about their job description. Their perceptions varied considerably, as

_indicated by the following interview segments.

Consultant: I don't have a job description. I have never seen
-a job description. I have no idea! I make up my
own ... I think one of my most important functions
is just to spread all these ideas that I see’ (in terms
of classroom set up, organization, management, and
. content idealg. I think that's “important because
teachers do get that opportunity.

.

O =
Interviewer: Do you think a lot of people are creating their »
own job? Yoo - :

Consultant: Sure they are -- we make it up as we go along.

Interviewer: But what if everybody is doing something different

and no one really knows what anyq?e else is doing...?

Consu}tant: We have no idea about what we do in common. 1
teach! Up to 90% of my consultant time is spent
teaching someone else's classes. I bet there are

~. consultants who haven't been in a classroom all

" year. But I don't know what they do.

’
. * & % ®x &
.

. @ .
Consultant: .I think there are a lot of consultants that don't

' know what to do. I think that when I started as a

consultant, because there was no clear description there,
every time somebody called I was running here and there and it
provided me with structure to the job. - But it was always

.somebody else's structure, it was never mine. I never

got my work done that way, and I never got any sense of
satisfaction from the job. I did on a few things, but not

for a complete year. I couldn't look back on the year.

and say where I'd been. I'd had some successes with
individual teachers but I never really thought there was
direction to a lot of things.

Interviewer: How do you avoid that?
Consultant: I think you've got to take charge of it yourself and

decide "what are my goals for this year? What do I think
is important to do?" and then set out to do it.



-

=3 about it now is I can define my own goals -- for.4 period

‘ * & * & &

) .
Interviewer: So what kinds of things do you really do?
Consultant: I work on a orises basis, What I do is go where
" I'am asked to go. I don't initiate contact with teachers .’
' in the main. . The only time I initiate contact with.teachers
" is when I am working on curriculum develapment. Other-
wise it's on a Tequest basis.

Interviewer: Well what kinds of, to use your term, ‘'crises

situatiohs' are most common?
. . -

content -- in other words, just not knawiﬂg the materials
‘that afe available, not knowing the program and how it
Tuns, the objectives, explanations of objectives and how
they can be reached. Equally important,I think, is
teaching the objectives of the program. This involves

teaching strategies and how best to approach teaching )
the content. That would take care of most of my dealgggsgsﬁjsg

right there, those two areas,

- % * & ® *
= ke

Interviewer: - Do you think it is ppssible to arrive at that
definiteness ¢of.the job?
. ,

Consultant: Not as a consultant.
Interviewer: Why?

Cansultant: Once the job becomes definite, I think you're no
longer a consultant, you're something else -- you're
some kind of ... a different kind of ... an entity -- an
administrator, an evaluator, something else. I like ...
I'm getting comfortable with the lack of a ... clear
direction as to what/the job is and the thing I like

of time, 6 months, a year, two years -- and these are
the things I want to accomplish in the job. 1!like that
better than waiting for someone to tell me what I should
be doing. It gives me a lot of freedom because I can ...
work in this area for a while and gake it as far as I'm
interested or as far as I think it needs to go, but then
I can moWy in another direction. Things aren't cut and
e dried and I'm beginning to like that now. For the first
three years it was awful, I was always waiting for somepne
to tell mwe the sorts of things I should be doing, but \
its changed this year, S

' * & & * %



Interviewer: Have you ever had a job description or a job
definition given to you? ‘ ‘

Consultant: No! I think it was assumed, partially, that we
were to figure out our own role depending on the need.
If it was a need for consulting, and it ‘was on request,
hen we got after it if we thought we could handle it.

Interviewer: Do you thépk other coordinators or consultants in
other subject @reas do the same kind of thing as you
see yourself doing? ’

Consultant: I really don/t know what they do. I gather that

‘ some people have been asked to consult (as different
from coordinate programs) but I suppose it comes down
to a matter of 'what is your job definition?' and an
assessment of what the people are expecting from you.

Interviewer: OK, do you, do you think that's the way it should
' be? W' txg//

Consultant: Hhatgore5ponse Yo need? ) ,
A DY \
Interviewer: NWell, for everybody to figure out their own

N particular degree of emphasis on whatever aspects
e they see as necessary?

’

{

- Consultant: I think I like that freedom. I don't think there's
anything wrong with a job definition if it tells you
what you can do.” But I don't think there's anything
wrong with any teacher approaching any consultant or
coordinator and requesting something knowing full well,
according to the little blurb from downtown, these people
aren't supposed to do ‘it "but if they feel you can do it,

do it .... That's just a response to a need.
' T <

* % & & »

Consultant: When other department heads say they are consulting,

what are they doing? I would really like to know how
" many department heads are actually consultants. At

junior high or elementary a consultant goes into a
school specifically to help teachers with teaching.
That's what he does. He doesn't have to organize their
final exam. He doesn't have to say, "You teach this
class and this class."

Interviewer: But do you think you have a role as consultant at
the high school level?
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Consultant: ] think there is a role for a consultant, but for
a consultant that's not school basgd. That consultant is
not me., They might as well call we an administrator
around here because that's what I'm doing. If they want
= F consultants in the high school system they ought to be
: consultants who come into the school like the lower grades.
Or 1ike in Ontario; I was evaluated twice by a department
head there. Now if you include evaluation in a department
__head's role, then I tHink, and this may seem a bit odd,
~" \but it seems to me if you include evaluation and
consulting in his role you'd find that he would be a better
consultant and one with a lot more credibility.

* ¥ & * #

Interviewer: In. terms o consultancy, dealing with teachers
specifically,. t kinds of things do you normally do? <

Consultant: With new teachers, if they're fresh out of
+ university, then you can sit down with them, help them
prepare their lessons, get them headed in the right
¥ Y direction in terms of what the curriculum is supposed
to do.” You can help them with any difficulties they
might have, in terms of how they might teach a
certain subject or give them some help in terms of
vhere they might find some reference material, exam
‘ questions and things like that.
' '
Interviewer: Do you ever deal with questions about philosophy
of teaching?

Consultant: Not too much. Most of any consultant-type efforts
would be geared in terms of '"What do you do in order
to get a certain concept across to a student]” 'How
would you teach this? 'What have you used?" If a new
teacher is having difficulty with a certain area he
might come to you and say, "How did you do this?" "What
examples did you use?' ""What techniques did you use here?"

* & & & =

Interviewer: It's come to me from some of the results I've found
that most consultants are doing almost totally different
things. Do you think that's the way it should be?

Consultant: Yes, I think that's the way it should be, but I
think it should be according to the assignment. If it's
a generalist kind of consultant rgle which I've been
involved in, t I feel approachfng it in this process -
role is imart‘ But if it's science and they say

k]
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there's nathing in the schools anfgye've got to get some
- new curriculum deveicped then, a right; or inservices,
: oT what ever it is, then fine. But there should be some
identification of what the role is according to the [
assignmerit and people then chosen to match that require-
ment. But I think consultants should be involved with
professional development, primarily.. And if professional
development leads to growth of a teacher in professional
areas like confidence and competence ... I think that
would be the prime purpose or objective of a a?taﬂt's
work. And it may mean then that it is professiwwal
develamnt through materials. But then you have to
) watch ogs there, it-is isn't programs that you're pushing
rather 1an people. A program wil 1 cnly be as good as
the peaple that are using it. "So I think primarily, it
is the people, the teachers, that should be the focus.
Assisting the teachers to become better teachers and R
if assisting the teachers to become better teachers means
"that you have to put materials in their hands, then fine.
It's not the materials that's important, its the assisting
the teaching that's s~smportant, and the ways to lift it
s to assist the teacher. I'm a great believer in the
development process rathgr than the band- ald quality when
there's a problem.

& % w *

B The above interview segments are illustrative of a number of ;:::EEX\

significant cancépticns; The variety of responses to the question of i
role description identifies not only a multitude of job perceptions
but more importantly it bring% out elements of consultant frustration,
confusion #nd uncertainty. _  The cbvicus:suppart for consultancy based in
the instrumentalist philosophy and mode of action leaves the najar]
puipgses and goals in & caﬁéusgﬂ state of téﬁs;an between what-consultants
do and what they should do. On the one hand gg;sultants trying to supply
therinfafmatinﬁ, éiféﬂtigni strategies,and technical é;pertise required
to sustain & minimal competency level of insﬁructicni !Thera is also a
realization on the part of some consultants which transcends such

b

deficiency-oriented perceptions to internalize a jbb 5escription which

is predominant]y growth-oriented. Such a position recognizes that while

89



the technical, ' Surv1va1;‘:spe¢ts of clasiroom instru:tlun are very

important and the lﬂUEr—QfﬂET needs must cﬁnstantly bi ‘met, there iga

-

desire to "keep pushing a little fufthet" and help tagchers grow.

‘The conflicting conceptions of thfijab description prgs&nted above
may be a logical consequence of atplzgst three separate conditions. The
definition or job description prﬂvideé in the "Directory of Service" is
a very general, nebulous descrfftion. The terms '"advice and assistance"
carry with them a connotation which is deficiency- arlented (See ChsPter
I1, page 30 ). The, EDﬁditlQﬂ @f classroom arganizatian and cperation

also dictate a certain degree of '"band add cnﬁsultanéy" in that g;ny of
the problems are rrelatively immediate and require "here-and-now,"
thw;taidéait" salutiénsi - As well, the experience of 5@m&icaﬁsu1tants

has influenced their present and futuYe actions. «Some consultants

indicated personal growth résulted from past experience. These’

icﬁnsult;ﬁts have taken over their own job description while others
continue the "advice aﬁd assistance, as requested,” for teachers --
maintaining "saﬂgbadylese's structure' to the jaﬁi

If some consultants are thus ;ble to transcend the’instrumgntslist
pa;itiaﬁ into a mode of action which is consistently concerned with
the persanél/prafessiana{ﬁgzéyth of teachérs, pé;haps they are focusing
on the one thing that makes the real difference in consultancy. To
focus on the essence of consultancy itself is to focus on the essence of
pedagogy. Consultants working on a "crises basis' are not dealing with
pedagogy but rather are concerned with teacher survival through the sol-.
ution of an immediate problem, |

Examination of interview comments zanzaéﬁing consultative functions

related to’ change help to illustrate the above points further.
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ANALYSIS:

“better. I think the maj

L
.

B. Cﬁ;nga 5

Consultant: I think you have to work with both people who

are interested Th change and people who don't seem
to be at’ the present time. T think it's always best
in every school to always visit those people whom you
know are trying out things to confirm the things you
know they are doing, to bounce ideas off -- back and
forth with them -- because they often don't have some
one on staff to talk about their ideas. But I really
think that it's important to talk with those people who
are not interested in change because most of them do )
still have questlani about what they are doing. They
may not be interestéd in grabbing onto whatever idea
you suggest,

Most ef the people who aren't interested in change
that I've worked with don)t seem to be able to grasp
the rhanges -- {ust dom*fseem to be able to understand
and know how to impJeme hem. I've very rarely worked
with anyone who jus 4 to change. I guess I don't
see my role as really fo: g change. 1 really see it
mgre as trying to understafd what the teachers ajg trying
td do and help them to do{ it efficiently or a lithe
thing is long term contact and

visiting in the classroom and trying to figure out
what it is tﬁEy re tryihg to do and T'm not always trylng

LI (

Interviewer: What kinds of strategies do you use to help

teachers?

Consultant: I teach -- well that's the basic one. I sometimes

teach three or four lessons in a row for them. They're so
happy to see me arrive at the door on that particular day
because they know I'm going to take their class. So
sometimef, it just means an extra break for them. It
means nothing else. They don't get anything out of the
lesso® that I teach other than just a break. That's the
first positive step, I guess. After that I try to do

some talking to them. And then, I usually urge them to
teach a lesson. My belief is that I can't always do them
a lot of good if I don't understand where they're at;

and where their strengths are; and where they perhaps need
to have some more 1nput to help their program grow.

You know, there are lots of teachers that are just dying
to have you come and that every time you speak to thegg
they listen, they change, they're keen. You watch them
grow. Some teachers I've been working with for two

years now. [ have watched them grow so much, and it's

'



never going to change, and I feel really frustrated and
say '""Where's our obligation? Should we be working with
the teachers that we know are going to grow?" And I |
guess, I guess it's sort of six of one and half-dozen

of the other. But the other argument.is that our obliga-
tion is to the children. And that if we can, in Fifteen
hours worth of consultant work make one minute change

in a teacher, that helps one child, ‘thed maybe 1t s

worth it.

just really exciting. There are other teachers that are

Tk ® ® W

Iaterviewer: In terms of the kinds of things you are doing, yau re
trying to change the attitudes of teachers and make them
-, more receptive to other people, other people's ideas?
l—r? X A
Cunsultggt Yes ... but not change to my ideas but change to ideas
that I could bring in but came from other sources, other
people, you know, somebody teaching grade 7 10 blocks
away in another school, that type of thing.
’ ¥
... many of these people had fantastic ideas ahd this is
. what T thought I was always trying to do is pull the
ideas that these people have, e5pezlally the ones who
wpre verbal, and those would be shared ...

-

Then I thiﬂk tBETE's a belief that these peaple
knau they re sort of Sﬁaaps -- and 1 dan t think that's
pecullar to teachers, I think that's peculiar, tp most
peaple and it's a thing yith our society. You know,
it's the '"'snoop'" attitude prevails on parents when ,
they're bringing up their kids ... I think there's a way
that you can sort of try to personify that ... the
absolute honesty that you are not snooping in any sense
and that what you're doing -- you're handirg out a unit,
or you're handing out a teaching suggestion and tha#

allll
L §

V) * &« # & *

Interviewer: So are you saying that prgfeésicnal development is
something that everybody should continually seek?

Cansultant That's right, but you've got to create an atmosphere
that makes him want to do that for whatever reason.
Maybe it's pure fear, fear of losing his job. I think
the truly great teachers are motivated by the fear of
Q\ losing the respect of their students, :

1 * & * % &
N
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Interviewer: What about the people you're trying to work with,’
the teachers, what kinds of people are you nost -
encouraged to deal with?

Consultant: Peaople who are willing to listen and to try out
some of the ideas that I have presented to them, for
sure, there is no doubt about that. One of the things
that I perceive that would happen if we had more time
is that we could really get involwed with a smaller
number of schools and work with them on a continuous

© basis. Therefore you open the doors right away like
people getting to know you -- you become part of a
school, demonstration teaching or whatever and then
. become part of the group. And I think that makes people
become a lot more open to you. They may come up and
say "I'm having a problem with this'! where in tMe past
. they say nothing if you're a total stranger. I know
"myself, I would not open up to someone I didn't know.

..‘w"'
Interviewer: Do you ever have other people from your department
come into your classroom to watch you teach? , Or do you
have a chance to watch them teach?

Consultant: Not on a regular basis, no.

Interviewer: Do you offer other people the chance to come 4‘F watch
you?

Consultant: It's not really part of the picture here. I don't
think anybody ever does that in the whole school, really.

Interviewer: Do you think maybe it could be done, or perhaps it
should be done? Do you see any advantage in it?

*. Consultant:- I can't ... other than, say for instance, if it's
a fa1r1y new teacher, there might be some advantages.

) But for someone that's been teaching for tem years or
more, say, I can't really say there's much advantage to
going in and watching a teacher teach. I don't think ...
really, you're not going to gain that much.

® * & * *

The consultants' understanding and promotion of his role description

appears as a major factor in determining his concept of change. It
- . o

seems'apparent to some consultants interviewed, that they are
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the instrument of change. According to others it is not the consultant

" who quyides change but who provides the conditions for the experience

of change. The view was\expressed that consultants should work with
thdse teachers *'who are willing to listen and to try out some of the
ideas that I héve presented to them...." Others exﬁressed
a yiew which was more grcwthaarientgd; "I think you have to work
with both people who are interested in chsnge and people who don't
seem to Bé at the present time... I gueés I don'y: see\my role as geally
forcing ghﬁ%ge;"

The,above comments describe two conflicting views about the '
components of consultancy. The first éaﬁnent displays a technical-

expertise, task-oriented view of consultancy while the second relates

. N ) - -
a conception which necessitates a much deeper involvement through

the possibility:cf un-learning and re-learning (in'order to change)

than is brought about by simply the giving of information about some-

thing new.

- ,
Up to a point the instrumentalist conception of consultancy

is valuable, even necessary, to the workings of an educational

institution (or system). The present examination has attempted to look

beyond that point: to explore the region where language may be
inadequate or restrictive to attend to the most profound aspects of

consultancy; to pesit the view that the essence of consultancy is one and

the same time the essence of pedagogy. <, ’
SUMMARY :

Chapter V has presented the description and analysis\bf data
obtained through the written comments of thirty-eight survey respondents

‘and nine personal interviews. The respondents to the initial survey

=
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were asked to. express their views to each of five items relatipg to -

satisfaction, djssatisfaqtion, change,role des@;iptiaﬁ;snd cohsultative

" persomnel. . d

The perspnal intervieaé were described gnd;anélyzeé in a Séiend
section of Chapter V. Excerpted segments Qf;ibiéf?ifﬁs were included
to Ergvide!can;ext and'neaningxta consultants views relating primarily
to role description and the concept of change. ”IﬂhETEﬂt in these major
ideas were a series of points which referred to a i;de fangegaf
c@nsult%ﬁt ipersper:tivesi ' . °

The essence of consultancy was posited as aééésplt of reflection
" upon the latent comments made in the ;nterviews.* Throughout the study

k¢ . ',,.f
and interviews the tension between the job performed by consultants and

tHe<iab which should be performed was identified. -

ne.



: CHAPTER VI . -X

- . -

SUMMARY, CONCLUSIONS AND IMPLICATIONS \\

INTRODUCT ION

LS

. The purpaseaaf the present study was ;zézégntify and describe var-
ious conceptual components of the réle of consultants in a large urban -
educational setting. Identifying pefgeptiaﬁs of consultants was con- L~
sidered as one means Hhic}ﬁmuld heglp to determine the actual and

ideal nature of such a role. The primary intent of this process was

of the study as well as providing a brief summary of the research

~questions, the methodology used, and the results obtained.

SUMMARY :

Research Questions

Research literature in the last two decades concerning educational

-3

consultancy has centered primarily on such general investigative -
areas as conspltative needs of teachers, consultancy as a supervisory
activity, and the effects of consultants as change agents (Chapter I,
N
page 4). Because they did not consider consultancy from a consultant
viewpoint, such studies prompted this researcher to investigate
questions cancefning perceptions of consultants: Specifically the -
investigation was carried out to determine similarities and differencés :
of consultant perceptions of actual and ideal components of iheir
. Tole. As well, this study sought to determine the extent to which
consultants perceive they are able to become involved with and make

contributions to the personal and professional growth of teachers.

96
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Elements which consultants perzeive as providing the most and least
‘amount of personal and professional satisfaction were also probed to

determine the 11 ccnsultgni view of the viability of their job.

in the educational ',ttingg

was made that consideration of the

;,«!5

would provide the consultant's view of cnncePt1gns,in use (''lived

The assumpti

reality') and gaﬁcepticﬁs sought (''desired reality").

Methodology

Three distinct research instruments were used in

study. Initial reactions were sought through written responses to
general questions and open-ended stat;mEﬁts as well as preferred-
chojce responses to thirty-eight role description statements. The
Ainformation obtained through this data served to help organize and
focus. subsequent personal interviews.

Data obtained fram‘ﬁiE preferred-choice questions were analysed
Ethrﬂugh an SPSS computer program to obtain E:\f’ﬁs frequencies, means,
Chi-%quares, and signlflcance levels fcr each question, Statistiial
resulﬁs assisted in the formulation of interview questions as well as
‘the ensuing interpretation and analysis. )

Written comments obtained from the open-ended statements were
grouped, interpreted, and analysed according to dominant themes.

Perspectives resulting from these initial written remarks also served

to focus and direct the later interview sessions.

wy
~J .



Results _ , . : : - N

Data obtained frun.Section IT of the questianﬂairg were population-
description daéa. 'These data provided a general dgsériptian of -
consultative personnel responding to the survey. Tbe results
indicated that 92% of the consultants had been E§p1nyeé in education
for at least eight years and that the consultant group contained a mix-
ture of experienced and inexperienced conshitsnts. Approximately 42% of
these consultants indicated at least some training prior to and sub- :
sequent to being appointed as a consgiﬁaﬁts This training wa%

}enerally in areas dealing with subject-matter content, teaching
strategies, and curricular information.: -

Almost one-half (47%) of the respondents indicated they had no
specific teaching responsibilities, yet twenty-four consultants
(approximately 63%) claimed to have .5 FTE or less as designated
teaching time. The pattern was consistent across all grade levels:
few full-timelcon5u1tants and a large number of people with partialA
consultant designations assigned together with a variety of additional

responsibilities.

‘Perceptions of.consultants concerning the actual and ideal
components of consulfancy,'their similarities,and.thgifrdiffETEﬁces
were obtained through the responses to Section III of the survey,

Two general perceptions indicated considerable agreement on the part of
consultants. The respondents collectively indicated that the role and
function of consultants is not what it could or shéuld be and that

they prefer a different role or job. On the Likert scale, the mean

responses to most questions in Section III were closer to #1 (A



Collective resﬁanses for the survey were broken into éurricu;afj
Instructional, and Professional -components. In each category, the
results displayed the same general perceptions noted above. Mean
responses for questions primarily Eancerned:with curricular components
indic#ted the greatest discrepancy between tﬂb "ACTUAL" and ''SHQQLD"

perceptions came in the areas of consultants working with individual

teachers mefr;;:;f? %ﬁlmnt acfivities and consultants working
with éaﬁmunity and pare;;al groups, explaining and interpreting
curriculum.

Questiong concerning instructional components suggested that consul-
tants preferred hiE§?£ involvement in observing classroom activities.
demonstrating tr§§§§ng'techniques, and assisting teachers in the develop-
ment of alternét%vg%g5§§tigning techniques. However, respondents

v
deﬁgnstrsted divided loyalties to the question of consgltants’ respnniaftzrs
sibility for their own classroom teaching assignment. Alm@stdéos 7
indicated they do not teach with their present assignment while 40%
felt consultants should not have classroom teaching responsibilities

ogether with their consulting assignment. An equal number (40%) .

[

indicated consultants should teach and consult at the same time.

The discrepancy iﬁ perceptions of "'ACTUAL" and "SHOULD'" components
was also apparent in tHe results obtained from questions dealing with
professional components of consultancy. Consultants indicated a great
deal of agreement concerning the question of teacher self;satisfgttiap.
A t§t31 of approximately 36% %f the respondents actually concern
themselves with '"Helping teachers to reach and/or maintain high levels
of self-satisfaction in their job " yet, almost 92% felt this should

be part of their role either "A GREAT DEAL" or "OFTEN.'
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Results of open-ended comments from Section I of the Stionnaire
were in general agreement with the trends established by the computer
analysjs of Section II and Section III results. Hcﬁevef! the nature
of the &ata_obtainad in Section T was largely the personal choice of
the responding comisultant.

Consultant recollections of most satisfying experiences also
revolved around curricular, instructional, and professional éﬁépﬁﬂ:ﬁts. -
Hoﬁever, responses were naticeibly different in content according to -
the consultagt% grade level assignment. Much of the conceptual and
practical orientation of high school department head reflected the
technical-expert approach to consultancy. The department head
responses were dominated by pfogram; organization, and power compon-
ents. These consultants viewed their major task in a technical,
directive manner.

Consultants and coordinators at theAjuniar higﬁ level expressed

their most satisfyis xperignces and major task perceptions in a

manner which was much more facilNtative than directive. Their most

satisfying experiences related mote to working with teachers and some-
what less with "administratrivia." Major task areas identified-by
these consultants included more responses dealing with 'growth-oriented"
components than with the ''task-oriented" components identified by
high school confultants.

Elementary consultants reflected satisfying experiences and major
t perceptions more in line with the professional components of
consultancy than either of the above groups. Comments related an

orientation concerned with Support, response to need, and professional

growth,
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Although nbt orginally an intent of this study, the data
gathered from written responses and interview discussions suggest
distinct factors which c&uld influence the iype of orientation S e
consultants display. Three such factors are associated with the
grade-level responsibilities (elpmentary vs ;econdary). the time
designatioA»(part-ti-e vs full-time), and the sex.(femsie vs male)
of the consultants. - ' ..

"According to the data gathered, considerably more elementary
consultants reflect a8 growth-oriented perspective toward consultancy
than do secondary (particularly high school) consultants. As indicated
ih Chapter V, those consultants who seem most task-oriented are
part-time consultants (less than .3 F.T.E.'s was a common time
allocation for these consultants) while the majority (10 of 14) of
vthose who emphasize a growth-oriented approach were designated as
full-time consultants. A third factor which appears to influence a
. consultant's orientation is indicated by the observation that most
female respondents reflect the "supportive, facilitative, nurturing"
aspects of a growth-orientation. Male consultants who responded to
the survey on the other hand, appear to favor directive, trouble-~
shooting, and band-aid aspects of consultancy associated with a

-~

deficiency-oriented approach.

The two most prominent written comments were in response to

v

consultant's least satisfying experiences. Most consultants reacted to

|ty b
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the small amount éf ti-é allocated for consultant activities, claiming
the respﬂnsiﬁilities and demands of consultancy were not possible
to meet in the amount of time allocated. The second most recorded
comment related to role definition. Many consultants considered the
lack of definitive role description the least satisfying experience
of the past ysar. Responses from these two concerns impiied
considerable.confusion and frustration gﬁizh was not explicitly stated
in other questionnaire data, but was supported by interview data.

The perceptions of consultants obtained from the final open-
ended stétemént consistently indicated the view that con-
sultancy is concerned with complex social dynamics.
Consultants emphasized the establishment of effective communication and
a strong trust relationship. A third major view of respondents
indicated that consultants must possess both the expertise and the
ability to share that expertise with others.

Interview sessions held with nine consultants indicated not only
a multitude of job perceptions but the frustration, confusion and
uncertainty which resulted. Support for the instrumentalist mode of
action was counter-poised byrindiggtigns of support for a more profound
orientation. The consultant's understanding and promotion of his role
description appears as a decisive factor in determining how he reacts
to the concept of change. Snﬁé consultants interviewed considered
themselves the instrument of change,.ﬂhile others obviously viewed
change as a process of growth and the consultant as providing condi-

tions to promote the experience of change.
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The major findings of this study include:

that most consultants identify a dg‘prepnncx between what is.

being done and what should be done;

that'lost consultants operate from an instru-enta;ist porspective, '

satisfying lower-ofder needs; . .

that consultants perceive a lack of assigned consultancy time together

with additional responsibilities as counter-prbduétive to effective
N\ .

consultancy;
“«

that, for many, the lack of a definitive_go}g descriptjon lead;
to inconsistency, fruSiration, tensiom.lnd‘;eneral disorganization
for consultants with a deficiency-oriented: conception of
consultancy; . '
that consultants operating with a growth-oriented conception

of consultancy enjoy the fregdon and professional independence

of the'nebulous school board definition of their role;

that positive social interaction is a necessary component of
consultancy;

that confusion in role perception is reflected in 2 variesy of

implementation procedures.

The general findings of the present study point out more pro-
o/
.

foundly than the literature elements an inner tension in the role

and function of consultancy. The dominant position of the literature

1 4

revolved around an instrumentalistgphilosophicél orientation. Yet

certain authors were identified ai)attenpting to reach beyond such a

position toward a more ontological/ function of consultancy. This
L .

pattern was identified'iefe obviously through the research data.

Results of the survey instrument show consultants are functioning



at the lower-order needs of the -otivaﬁa?l hierarchy. This indicat€s
ihgy are'-ostly concerned with the ta#k-oriented approach. In a
number of ways this position seems -to be forced Onfo‘conSultants
who are struggling with the very dofinitiqn of th;ir role.

(’ Many consultarnts provided commen ; indicating that‘they would

like to do more in their job but sim ly Tyn out of time, mental eniergy
‘ >

and support. \

Consultanf: ...:and the lack of time necessary for all of
your functions. As a teacher I have one preparation
' period per day, asconsultant, I have two preparations
off per day. However’ 'my work load has increased
disproportionately.

L

' * ® * & &

Consultant: I mean mental and physical enargies, mental energies
which is really where creative teaching comes,from,
it's just not there. So no matter who you get as a
o. brilliant teacher, he would have to be extraordinary
to remain as such as a consultant.

* * ¥ & *

Consultant: There have been numerous situations when I have
felt that I could have done much more for the
system and for individual teachers....The preparation
time is so great for teaching alone that it really
cuts into the time and energy left for consulting
responsibilities.

® * * & & -
Such comments indicate a desire to perform in other than an
instrumentalist manner, yét the pressures which keeps one in such a
mode are beyond the consultants power to resist.
There are attempts ("feelings") to reach soﬁething deeper;

an understanding that there is more to the essence

of consultincy than simply providing a service of "advice and

assistance."
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onsultant: That's the problem with the whole job -- is to
know when you have been (successful) and to get that
kind of feedback that you need. I guess there are
certain things just within myself where 1 feel there's
been progress and I have to juydge for myself whether
or not I'm satisfied. I do get feedback from teachers
that say whether or not things have been helpful,
either directly or I can tell by talking with them.

R k
1

Consultant: Some teachers I've been working with for tﬁagye;rs
now, I have watched them grow so much, and it's just
really exciting. There are other teachers that are

never going to change, and I feel really frustrated
and say "Where's our obligation? Should we be working
with the teachers that we know are going to grow?"

And I guess it's sort of six of one and half-dozen

of the other. But the other argument is that our
obligation is to the children. And that if we %an,

in fifteen hours worth of consultant work make one
minute change in a teacher, that helps one child,

then maybe it's worth it.

* % * % &
]

If the essence of consultancy is also the essence of pedagogy
then it cannot be packaged and reduced to a primary or secondary set
of skills. Reducing the above comments, 'certain things just within
myself," and "our abligaticn is to the children," to the provision of
ﬁadvite and sssistancef' is to be embedded in an instrumentalist frame-
work. The view is pcsit;d here that there is saiethiﬁg much more
fundamentally profound at the essence of consultancy. .

The "iﬂner—tensian“‘di5p1;y§d by the mean respéﬁges of tonsultant
Eéerceptinns (see Figures 7, 8 and 9) together with the above comments suggest
there is samethiég behind what the consultants are saying which even
they cannot articulate. This seems to confuse them. Clearly,
something i’s creating the confusion between thejﬂivgdsfeaiity" and
the ""desired-reality."

This researcher proposes that the difference which makes the real

/
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is an ontological factor which is imminent in the daiiy cantradiéticns
of the "lived-reality.” Consultants are caught performing thgié;;
function at a level which is a natural extension of what the people

seem to think they!re doing and the instrumental Teasoning. éSﬂsh

condjtions are encouraged by time constraints, multiple responsibil-

ities, and a basic instrumentalist definition of "advice and assistance

Yet a number of consultants indicate there is more to consultancy. ‘ ¢

IMPLICATIONS:

Indications from the literature are that priorities in consultancy
lie in the skills aspect of consultants' interaction with teachers. This
sperspective results in a task-oriented apprpach'tc consultative action

which is often a one-shot or short-term "band-aid' designed specifically

to solve an immediate problem. Such a view is pr@miﬁeqt withiﬂ the
research sample as well and js perhapélone contributing factor to the .
view expressed in the interview comment "... if they (teachers%

perceive you as someone from 'up there' then nothing happens ...." -
Consultants should be aware that the interpersonal dynamics involved

in the complex situation of dealing with people necessitates recurring
visitation in order '£5 develop the rapport or relationship which

fosters the possibility of long-lasting change.

The lack of time and apparent confusion resulting from the role
description provided could be largely responsible for the above
orientation being prominent within the research group. These conditions
séem to almost force the consultants to remain locked into in instru; |

mentalist orientation, even though a number of consultants interviewed

were trying to reach beyond such a position. o /AN

N



Consultants expressed the view that a more positive result would

be realized if the gﬁpﬁin;jéﬁt of a consultant were to be of such a

and directions to persue, according to his own calling. The
development of rapport and social relationships may result in a deeper
professional commitment.being 'ﬁontagiausi‘ .
Consultants within the researﬁﬂ sample clearly stated that they
did not know what other consultants Qere doing to any degree which
might be of assistance to them. Fostering this type of communication
would permit the sharing of perspectives and would perhaps allow

those consultants searching for change a chance to change fMemeelves.

SUGGESTIONS FOR FURTHER RESEARCH:

Research studies often serve as a starting point for new research
conceptions and new‘dirgﬁtians of inquiry. Some possible Suggestieﬂg
for further study are as fal?cws:

1. Expansion of the study to include other school districts.

2. Examine the perspectives of consultants iﬁ aréas other than -
the five core subjeéts for conceptual components,

3. Investigate the possibility that there is a connection between
tﬁt training of teachers and their performance orientation as
consultants, ' .
2 . ]

4. Explore further the relationship between consultative
orientation and the age level or grade level of students the consultants
‘teach (or tsught).

5. Conduct a comparative studf which looks at deficiency-oriented
and growth-oriented consultancy.

6. Examine the possible connection between the type or consultancy

offered and the amount of consultancy time assigned.

.
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QUESTIONRAIRE: CONCEFTUAL COMPONENTS OF CONSULIARCY

Tha fﬁllaﬁiu pages include questions seeking three different kinds of responses:

SECTION 1 asks for vritien responses to five questions/statements;

_SECTION 2 asks for parsomal/professional data;
SECTIOR 3 requests that you rank your gctuyg] role perception and your 1deal
role perception on ssparate scales.
EACH SECTION 15 COMPLETE VTITH DETAILED INSTROCTIONS, FLEASE ANSWER EACW QUESTIONK.
S— : : 7 —

Tha oumbsr at the top of sach quastionnaire is. for statistical use ﬁﬂl'yi

those persons duigﬂ;ud as "econsultant”,"curricular
ecordinator” or "departmant head" and are, through
h s designation expected to provide services to

[y
w

taachers and/or other persomnsl. N

GENERAL INSTRUCTIOMNE:
1. Flaase anwver aach gquestion. =
4. Ansver writtem section FIRST. -~ 5
3. Upon completion of all sections, place the completed questicnnaire in the snvelepes

provided and return it to your principal. (or sacretary), wvho will see that it is

returned to me by school board truck. ’
4, Fleass onaure that you have returned the completsd questionmaire te vour principal

not later than April 3, 1981, Thank you. A -

P B IR F ;}-!k‘ e T e e e P g s s”“‘
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SECTION ): PLEASE COMPLETE TMIS SECTIOK FIRST. Raspond to sach of the statements
or quastions below in such a manner as to exprass your personal/profassional
percepiions (fsel fres to use the reverse side of the sheet 1if you raquire
sdditional spacs).

1. Describe vhat you fesl was the wmost sacisfying or ;f::ifjini sxperimmce of your
put (prevent) yesr &5 & consultant (is. what event(s) or eir:m:mn(-) gave
you the wost satisfaction in your work as a ma;ulm:").

2. Vhat would you say is/are the least ntiifﬁn; (or most frustrating) aspect(s) ’ -

of consultancy?

3. If you vu.: in a position of creaciag (dirscting) chamge in the role of

- consultant, what change(s) would vou sse made? What bemefdt(s) weuld ﬁiélt?

PLEASE COMPLETE THE FOLLOWING TVO STATEMENTS (4 and %) ASTIIEYHHIMTZEE
&, Thcv.y 1 see 1t, my major task as a emulﬁlnt is . . .

- L3
5. 1 feel comsultanis should be tha kind of pecple who . . . _ 5
B ; : ) *. = ._ N vAI

)

PV, v e mrirTh s s gm e Ems A -, AR s e tR men o Dl et £ ..x,...-.,h--_a,ﬁ-—ssx—-——-:--‘iaem ‘?f“i‘d
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SECTION 2: -raquasts background data, focusing on very genaral sxperiences and
responsibilicies. Flesss respond to sach queszion by circling the
number beside the appropriats response.

1. Fleass 1&1;!'&\};6“ BEX. Femals
Hals 2

2. HNowmany years have you baen employed in education (within a school system)? L
S 1 =3 yaats 1

4 = 7years 2

8 -llyaars 3 .4
12=15%years &

" wmore than 15 vears$

3, Whet s your post-secondary education to date (as per grid placenent)?
‘ "~ less than 4 yaars 1
4 yamrs 2
5 yaars 3
_ 6 yests 4
- more than 6 years 5

4. 1Indicate tha specific title or designsted position you hold.
’ Consultant/Ceneralist
Curricular Coordinater 2

Department Head 3

5. Hov mamy years have you served aé a cowsultant as of and including this wesr?
’ . 1 yasr

2 yaars

3 yaars

2
3
4 - Tyears &
8-1]1 yaars 5

[]

more thap 11 yaars

6. For what grade leval ars you mainly responsible as a conaultant?
K-1 (primary)

it

ol
)
e
- w e L™ )



SECTION 2 (con't): -~

7. During the present school year, did you spend approximstely the same ﬁsmt of time
at each grade for vhich you were responsidle?

Yes

] 2

8. lndtuu the smownt of time you vere w.d ss consultant during the presant vasr.

e less than .3 r T1.E. 1

& <3 " 2

) . - 3

. - 4

.6 " 5
.7 - 6.

.8 " 7

4 " N 8
full time 9

»
9. Do you have supervisory responsibilities included as part of your consultant paiit.'lm:
(1e. are psople responsible to you, #re You accountadble for ether peopls)?

Yes 1
o ) 2
10. Please indicate the amount of time you are assigned classroom teaching dutiss.
no sssigned’ teaching time- 1
.1 F.T.E. b B
200" 3
.3 " 4
° . " 5
] " [
-§ " 7
- ’ B - 8
R sore than.? ‘- L

11. D1d you take eny courses or formsl training im preparation for your nrti:\g:r
comsulting job? ‘ » o . .
Yes 1
. ' : . 3
1V _YOU ARSWER “WO™ 70 )1, PLEZASE OO DIRECTLY 70 OUESTION 14

118
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jECTION 2

12, If you ansvered YES to question 11, plesse indicats the general substance of this

Preparation. .

a. subject matter 1

b. tesching methods and stratagies 4
’ €. currfculum dévelopment 3,
d. teschsr evalustion 4.

. interpersonal relations ]

f. 1inservice snd curricule

implewentation ]

g£- elinical supervision ?

h. other (plesse specifv) 8

13. To vhat extent do you feel such Prepatory training was useful ir the performance
of your Enn:ulun; doties? '

8. not at all useful

b. of vary littie oas 2
s €. useful to soms extent 3
4. vary Qiful 4
14, l-in-e you besn involved in consultsnt training programs Since becoming & consultant?
Yes ) 1
Bo ' 2

IF_YOU ANSWER "¥O" T0 14, PLEASE GO DIRECTLY TO SECTION 3
15. If you answersd YES to question 14, please indicate the general substance of this
Preparation. .

8. swbject matter
b. teaching methods and strategies

€. curriculum davelopment

. : ’ d. teschar svaluation ' .

o R e

&. interpsrsonal relations 5
= f. finservice snd curriculum

implamentcation [

- clinical supervisio ) 7

h. other (plaass spec 1f§‘5, -

16. To vhat extent do yob I"nl such prepatory training has bes the .
performmncs of your chnsulting dutias?
L &, pot at. 51l ussfyul
b. of very litels usse” 2
€. wiaful to soms amtemt 3 -
- 4. wvary wssful 4
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SECTION 3: This section requests that you rank your ACTUAL role perception and your IDEAL

rols perception on separate scales. Column Dne

responses listed balow:

WHAT 1S _YOUR PERCEPTION THAT COWSULTANTS DO/SHOULD

PERFORM THE FOLLOMING:

1A,

15.

Explaining provincial curriculum guidelines to a teacher or
groups of teachers (other than at a formal inservice
expressly for that purpose).

Explaining school board policy guidelines to a teacher or
groups of teachers (othar tham at a formal inservice for
that purposas) .

Oeveloping curricular materials and/or guidebooks for your
schgol board, based on Provincial guidelines?

Assisting teschars In developing & unit of study and/or
other spacific curricular materials for their parsonsl usa.

Planning with a teacher the smount of work to be handied
in & given time period (class pariod, school day, week,
etec.).

Advising taachers on stratégies of classroom mansgement
including discipling of students. :
Delivering to taachars, instructional materials snd
rescurces spacifically requested.

Collecting and aharing with teachers, sdministrators and
other consultants, professional literature which you feel

wmight be of interest to them,

Observing classroom in asction for the purpose of counseling
teachers sbout classroom programming (i.e. programming
involves at least one of the following activities: the
selection of curriculum resource materials, lesson
organization, instructional techniques, unit planning
and/or timing).

Demonstrating teaching techniques when requested.
Teaching another teacher's students (small group or

individuals), for other than demonstration purposaes.

Orienting new teachers-to the school system through
induction and orientation inservice programs.

Organizing and planning subject area workshops and/or
inservice activities for teachers.

Advising teachars of dates and locstions of professionsl
insarvices, conferences and/or workihops.

Attending workshops and/or inservice activities for your
own parsonal smd/or profassional development.

Arranging interschool visltations for teschers, to assist
in thair personal and professional development.

Acting as a ''sounding board' for teschers to sir their
professional and/or persons! concerns (i.e. not necessarily
trying to resolve the problems but to present ths tascher
with an outlet).

. - o= suiieat s . f FLEASE RESPOND TO
EACH STATEMENT N EACH COLUMN by circling the approprists number for the

" . represents the ACTUAL rols you
carry out (85 YOU see it), while Column Two represents YOUR view of
what the consultant’'s role SMOULD be for each statement.

1) S if & AL ﬂff’ H
2 |z AN E NN
a = - I ; S
=z . -
= =] [ =1
- = Lo B! *,gt—;
HEEEE HEBEHE
S| & SIS )52 %2
MNEREY  PIEEEE
1 2 3 4 501 2 3 & 5
1 2 3 & 501 2 3 & 5
b2 3 6 sk 2 3 4% 5
1 2 3 & 501 2 31 & 5
1 2 3 4 sy 2 3 & ¢
1 2 3 & 501 1 1 & 5
2 3 & sy o2 03 4 s
123 658y 2345
P 2 3 b sh1 2 3 & 5
sl 2 3 & 581 2 3 & 5
1 2 3 & sy 2 3 & 5
1 2 ¥ & 50 2 3 & 5§
12 3 & 5001 2 3 45
1 2 3 & 5§01 2 3 & 5§
1 2 3 & 501 2 3 & §
1 2 3 & sf1 2 3 & 5
T 2 3 & S5F1 2 3 & 5§

N
]



19.

20.

21,

22.

23.

24,

25.

26.

27.

28.

29.

30.

3.

32.

33.

34.

35.

37.

38.

Attending meetings (l.i. consultant meetings, specialist
council meetings, curricular meetings, budget msetings),
related to your consultant position.

Counseling teachers about classroom planning without
experience of classroom observation in at least one of
the following activities: selection of curriculum
resource materials, lesson organization, instructional
techniques, unit planning and/or timing.

resentatives from publishing houses,
s, and other resource mstetlals.

Preparing annual b ts for instruction with other

teachers (assisting

Determining curriculum\pbjectives for School Based
Budgets with other tsacfers.

Interpreting educational programs to community and
parental groups. )

Advising staffs on the purchase of instructional supplies
textbooks and other resource meteriais.

Developing and directing & system-wide testing program
in » specific subject ares.

Helping teachers to reach and/or msintain high levels
of self-satisfaction in their job.

Providing curricular leadership within the schools under
your responsibility.

Promoting philosophical discussion between colleagues re:
educational trends, new course developments, methods of
instruction and student evaluation.

Acting as a lisson between the centra! office adminis-
tration and the teachers at various schools.

Assisting In the development of instructional activities
whichenable students to understand concepts, constructs
and generulltltion.s.

Assisting in the development of alternative questioning
techniques for the classroom.

Explaining such alternative tesching processes as problem
solving, inquiry, discovery methods.

Spending time in personal discussion with teachers
concerning the curricular program, current trends,
organization and interpretation of curriculum guide books

Providing updated Informetion and insights fer “teachers
concerning curricular revision.

Consulting (seeking advice from) other consultants about
common role functions and concerns.

Consultants spending part of thelr time teaching in their

own classroom.
i 4

Encouraging teachers to experiment with different and or
new methods and ideas of Instruction In the cliassroom?

Providing assistance to teschers that are inadequately
prepared/trained in a specific subject ares.

"ACTUAL" "' SHOULD"'
—d > -
JRF NP HEEINE
-~ g - S <
ARBEHLE ARG
JEIREI E E Rl
e |S|SIVIS <« 1S (8]5]S
12 3k 1 2 3 & 8
1 2 3 & SE1 2 3 4 5§
1 2 3 & SR 2 3 A& S
12 3 4 51 2 3 & §
1 2 3 & §J1 2 3 & §
1 2 3 & g1 2 3 & §
1 2 3 & 5B 2 3 & 5
k]

1 2 3 & sf1 2 3 & §
Y 2 3 04 SET 2 3 & S
1 2 3 & SE1 2 3 & 5
1 2 3 & sP1 243 & 5
1 2 3 & SEYT 2 3 & 5§
1 2 3 & SRV 2 3 M S
A Y

1 2 3 & 5§ 2 3 & S
1 2 3 4 s 2 3 & S
1 2 3 & 581V 2 3 & 5
1 2 3 & sf)r 2 3 & 5§
1 2 3 & SEY 2 3 & S
1 2 3 4 SRV 2 3 & S
1 2 3 4 s 2 3 & S
1 2 3 & 501 2 3 & S
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N

0o
April, 1981

At the prasent time'l =m on half-time sabbatical lsave from che

Edmonton Public Schocl Board to complete a Master's program in Secondary

Education. Information gathared from ths #nclosed questionnaire constitured

a major portien of my thesis dealing with the somponents of consul tascy
in the sducational setting.

Information is being sought from pecple designated as consultan
curricular coordinators and departwent heads. These positions have hiin:
sunmatily lumped into ona description and labelled as :ﬁngul;ugng for
the purpose of this scudy.

I apologise for prassnting this :;_nk, at such a busy time for you

and do appraciate your g@ggfigiggi 1 ask that you complete the quasticonaire

and return it to me by school board truck (use the envelope provided) not
later than Thursday, April 30, 1981,

If you would 11iks to receive a susmary of the results of the
questionnaire, complets the attached card and & statsment will be sent

to you &8 a200n as the results sre assembled.

Thank you again for your time.
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QUESTIONMAIRE: COWCEFTUAL COMPOWENTS OF CONSULTANCY

SECTION 1: PLEASE COMPLETE THIS SECTION FIRST. Respond to sach of the statements
or questions belovw in such a manher as to axpress your personal/professional
perceptions (feel free to use the reverse side of the shest if you raquirs
additional space).

1. Describe what you feel was the most satisfying or gracifying experience of your
past (present) year as a consultant (ie. what event(s) or circumstamce(s) gave

you the most satisfaction in your work as = consultant?).

2. VWhat would you say is/ere the least sstisfying (or wost frustrating) aspect(s)
of consultancy? R

3. If you were in a pasition of creating (dirscting) chamge in ths role of
consultant, what change(s) would vou s&# made? What banefit(s) would Tesyle?

\

~

4., The way I see it, my major task as & eonsultant is . . .

S. 1 feel consultants should be the kind of people who . . . _ - L

PLEASE COMPLETE THE POLLOWING TWO STATEMENTS (4 and 5) AS THEY WERE PERSONAL VIEWS vr

N o

\w‘



RANDOM SAMPLE RESPONSES IN SECTION I

1. Describe what -you feel was the most satisfying or gratifying
experience of your past (present) year as a consultant (i.e.
what event(s) or circumstance(s) gave you the most

satisfaction in your work as a consultant?).

.«» positive and enthusiastic response from a group of
teachers attending an inservice to follow-up the
inservice topic with additional sharing sessions. This,
coupled with the positive and active support from my
supervisor with a large number of sub days (meaning $$)
to work with these teachers.

.'planniﬂg and having accepted in principle a proposal for
professional development for teachers.

. working with teachers to establish curriculum goals and
my most satisfying experiences have been related to help-
ing individual teachers prepare materials for their
classes.

. nothing special! Simply working with my personnel in a
cooperative and Marmonious manner; this I find most
satisfying and gratifying.

- meeting and talking with other teachers -- helping
new teachers, )

What would you say is/are the least satisfying (or most

LV ]

frustrating) aspect(s) of consultancy?

not enough time to do the kinds of things that can be done
as a consultant. There have been numerous situations
when I have felt that I could have done much more for
the system and for individual teachers given more
coordinating time. Also, it has been frustrating being
based in a small junior high school and, thus, being
required to teach a variety of subjects (some out of my
subject area). The preparation time is so great for
teaching alone that it really cuts into the time and
energy left for consulting responsibilities.

»+. Several aspects.come into play: (a) the directions given
by superiors to provide advice and assistance only on
request. The teachers who could benefit the greatest



amount are least likely to request aid, (b) the
multitude of role responsibilities -- organize and
present inservices, evaluate materials, writing and
revising units -- etc. )

implementation of policy decisions made at either the
clear. This is not a question of who makes the decision
but rather a question of input and communication as
related to the classroom teacher.

the most frustrating aspect of consultancy is insuffi-
cient time to follow up on client service. It is
difficult to see how successful your directions and
suggestions have been.

A. Trying to es
teachers and classroom visits,

B. Inservices and workshops that I gave which were
not in an area of expertise.

If you were in a.position of creating (directing) change in

the role of consultant, what change(s) would you see made?

benefit(s) would result?

I would like to see consultants responsible for fewer
schools and actually be able to work with teachers in
schools for extended periods of time.

consultants work in long term project in limited number
of schools to help meet school objectives.

add assistant DH's -- delegate more responsibility --
i.e., decentralize budgeting responsibilities are
too heavy to add to the curricular responsibilities.

two basic functions: (a) provide advice and assistance
(b) provide inservices (series of) that deal with meth-
odologies, strategies. Reduce number of schools/
teachers under the consultant to allow the formation of
a collegial relationship -- where demonstrations, inter
visitations can occur, .

I would make the position full time, and would expect
consultants to work in the affective as well as in the
cognitive domain (i.e., with teachers).

ihat
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PLEASE COMPLETE THE FOLLOWING TWO STATEMENTS (4 and 5) AS THEY WERE
PERSONAL VIEWS

4, The way I see it, my major task as a consultant is ...

... to help teachers, administrators and children

.-« to meet the professional needs of teachers in subject
matter, materials, methods.

to act as a liaison between central administration and
the teachers in the field. My responsibilities lie in
"feeling the pulse" of teachers with respect to problems,
and receptiveness to change. Although commmications

must work in two directions (central administrationg----&
teacher) I feel that I can be a confident of both, without
- threatening either.

... liaison; coordinator; gathering/clearing house; trouble-
shooter

... to assist teachers with curriculum/classroom organization
upon request.

5. 1 feel consultants should be the kind of people who ...
... self-motivating, good at what they do.
... are well trained in communication skills.

..+ are knowledgeable in their field, and about teaching
processes; and must be sensitive people who can easily
recognize and compliment good teaching, as well as
subtly assist weaker ones. They should be able to -
listen freely and act as sounding boards for teaﬂhers
and administrations.

-+. have the knowledge and skills necessary for #4, enjoy
working with people and serve as a positive 1nf1uence
for change and improvement.

... have expertise in their field, can get along well with
people at all levels.and must be able to have vision
and foresight in educational selected matters.

-
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TABLE 7

_PERCENTAGE RESPONSES FOR SELECTED QUESTIONS
REFLECTING CURRICULAR COMPONENTS

T

Selected Question Statements
Reflecting Curricular Components

Responses for the
Combined categories
of "Often/A Great Deal"

13.

14.

18.

24.

25,

34.

Assisting teachers in developing a unit
of study and/or other specific curricular
materials for their personal use.

Delivering to teachers, instructional
materials and resources specifically
requested.

Organizing and planning subject area
workshops and/or inservice activities for
teachers.

Advising teachers of dates and locations
of professional inservices, conferences
and/or workshops.

Attending meetings (i.e. consultant
meetings, specialist council meetings,
curricular meetings, budget meetings),
related to your consultant position.

Advising staffs on the purchase of
instructional supplies, textbooks and
other resource materials.

Developing and directing a system-wide
testing program in a specific subject
area,

Providing updated information and insights
for teachers concerning curricular
revision,

27.8 75.0
61.1 47.3
45.7 60.0
36.1 JES.;‘E
66.6 58.3
63.9 66.7
02.8 : 08.4
50.0 75.0




~ TABLE 8
Fﬁwé-fmz RESPONSES FOR SELECTED QUESTIONS
REFLECTING INSTRUCTIONAL COMPONENTS

Selected Question Statements Responses for the
Reflecting Instructional Components Combined Categories of
__"Often/A Great Deal"

Actual Should

9. Observing classroom in action for the 19.5 50.0
purpose of counseling teachers about S
classroom programming (i.e. programming
involves at least one of the following
activities: the selection of curriculum
resource materials, lesson organization,
instructional techniques, unit planning
and/or timing).

10. Demonstrating teaching techniques when B 08.4 331.3
requested. .

11. Teaching another teacher's students (small 0.0 05.6
group or individuals), for other than
demonstration purposes.

13. Organizing and planning subject area work- 45.7 60.0
shops and/or inservice activities for
teachers. .
18, Attending meetings (i.e. consultant meetings 66.6 58.3
specialist council meetings, curricular
meetings, budget meetings), related to
your consultant position.

24. Advising staffs on the purchase of instruc- 63.9 66,7
tional supplies textbooks and other resource
materials, :

30. Assisting in the development of instructional 27.8 63.9
activities which enable students to under-
stand concepts, constructs and generalizations.

31. Assisting'in the development of alternative 11.1 33.3
questioning techniques for the classroom.

36. Consultants spending part of their time 52.8 38.9
teaching in tfleir own classroom.

38. Providing assistance to teachers that are 41.7 63.9
inadequately prepared/trained in a specific
subject area,




TABLE 9

PERCENTAGE RESPONSES FOR SELECTED QUESTIONS
REFLECTING PROFESSIONAL COMPONENTS

Selected Question Statements
Reflecting Professional Components

S

Responses for the
Combined categories of
"Often/A Great Deal"

15.

l6.

26,

27.

28.

33.

37.

Collecting and sharing with teachers,
administrators and other consultants,
professional literature which you feel
might be of interest to them. :

Attending workshops and/or inservice activities

for your own personal and/or professional
development .

Arranging interschool visitations for
teachers, to assigt in their personal
and professional development.

Helping teachers to reach and/or majintain
high levels of self-satisfaction in their
job.

Providing curricular leadership within

the schools under your responsibility.

1] .

Promoting philosophical discussion

betwsen colleagues re: educational trends,
new course developments, methods of
instruction and student evaluation.

Spending time in personal discussion with
teachers concerning the curricular program,
current trends, organization and inter-
pretation of curriculum guide books.

Encouraging teachers to experiment with
different and or new methods and ideas of
instruction in the classroom?

N

Actual Should
33.4 66.7
38.9 58.4
11.1 . 58.3
36.1 91.7
47.0. 73.5
13.9 50.0
41.7 72.2
.25.0 61.1
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DISTRIBUTION OF RESPONSES FOR QUESTIONS IN SECTION 11
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. /
TABLE 11
COMPARISON OF MEAN RESPONSE, CHI SQUARE,AND LEVEL OF MEAN
SIGNIFICANCE POR QUESTIONS IN SECTION 111
n_u? 13 YOUR PERCEPT(ION THAT COMSULTANTS DO/SHOULD MEAN MEAN ) SIGNIFICANCE
£ HE TOLLOMING M) actuar () sHOULD sgmu
X

. Explpining provincisl curriculue guidel ines to s teacher or

R groups of teachers (other th:n st » formal insarvice 2.86 2.64 60.585 0.001
enpressly for thst purpose).

2. Expleining scheo! board pelicy guidelines to & tescher or 3.28 2.94 77.288 0.001
grouwps of teachers (other then st & forme! inservice for
thet purpose) .

3. Developing curricular astarials and/or guidebooks for your 3.19 2.80 38.118 0.001
schoo! boerd, besed on Provincisl guidelines?

4. Assisting teachers in developing 3 unit of study and/or 3.05 2.05 46.621 0.001
other specific curriculor moterials for their personsl wse.

5. Plonning with o tescher the smount of work to be handled - 3.11 2.60 58.083 0.001
n o).lm time period (class period, schoo! day, week,
etc.).

6. Advising teschers on strategie: of classroon mensgewent 3.05 2.63 74.625 0.001
includinig discipline of students.

7. Delivering to teachers, Irstructions! meterials snd 2.41 2.66 22.3587 0.033
resources specifically requestes.

8. Collecting ord sharing with teschers, sdministratoss end 2.94 2.22 22.1387 0.033
other consylitants, professionsl litersture which you feal N N
eight be of ihterest to them.

9. Observing classreom in action for the purpose of counseling 3.44 ' 2.47 26.792 0.044
teachers sbout classroom programming (i.e. progrerming
involves at least one of the following Betivities: the
selection of curriculum resource materials, lesson
orgenization, Instructional techniques, unit planning
and/or timing). )

10. Bemoastrating teaching techniquas wvhen requested. 3 3.44 2.47 26.792 0.044

1. Teaching another tescher's students (smel! grous or 3.69 2,66 22.636 0.001
individuals), for ethes then ¢emonstration purposes.

12. Orienting mew teschers to the schoo! systew through
induction and orientation inservice programs. 3.52 2.7 17.726 0.124

13. Orgenizing and planning subject ares workshops and/or 2.71 2,25 33.819 0.001
Inservice sctivities for teschers.

. Advising teschers of dates and lecations of professionsl 2.88 2.36 43,347 0.001
inservices, conferences and/or workshops. .

15. Attending worhshops and/or Inservice activities for your 2.69 2.27 19.525 0.021 v
own parsona! and/or professional development. ) ‘

16. Arranging interschoo! visitations for teachers, to assist 3.63 2.50 19.421 0.079
in thair personal and professional development. . N

47. Acting a3 a “sounding board" for teschers to air their 2.55 2.19 67,231 0.001
professional and/or personal comcarns (i.e. not necessarily
trying td resolve the problems but to present the teacher 7 -

with an sutlet).




TABLE 1]

«.. CONTINUED

[
[F]
o

n.
22.
23.
2.

25.

27.

3.

Attending meetings (i.e. consultent ~eetings, specialisy |
counc i) meatings, curricular mectings, budge: meetings),
related to your comsuitent position.

Counseling teschers stout classroom plomning without
experience of classroom observatien in at least one of
the following activities: seleccion of zurriculem
feseurce asterials, lessor organlzatien, instructions!
techniques, unit planning end/or timing.

Hesting with representatives from publishing houses,
Seuipment suppliers, and other resource materials.

Preparing annual budgets for instruction with other
teschers,

Setermining curriculum objectives for School Besed
Budgets with other teschars.

Interpreting educational progrems to community and
parental groups .

Advising staffs on the purchese of instructions! supplies
textbooks 8nd other resource materials.

Developing and directing a system-wide testing program
In a specific subject ares.

Melping teacherd to reach snd/or melntain high levels
of self-setisfackion in their job.

Providing curricular leadership within the schools under
your responsibi ty.

Promoting philosophical discussion between colisagues re:
edulations! trends, mew course developments, methods of
instruction and student avalustion.

Acting a3 a 1isson Detween the centra) office sdminig-
tration and the teachers at various schools.

Assisting in the development of instructional sctivities
whichenable students to wnderstang concepts, constructs
ond genarg!izstions.

Assisting In the development of slternative questioning
tochniques for the clessroom.

Explaining such slternative teaching processes as prodbiem
solving, inquiry, discovery methods.

Spending time In personel discussion with teschers
concerning the curricular program, curremt trends,
orgenizstion ané interpretation of curriculum guide books

Providing updeted Information snd insights for teachers
soncerning curricular revision.

Consuliting (seeking advice fram) other consultents about
conmon rele functions end concerns.

u:nuncmﬂn pare of their time teédching In thelr
lessroom.

Encoureging teachers to exparisent with different and or
Aow aathods ond Idees of instrygtion in the classresm?

Providing sssistance to teashers thes ore insdoquetely
prepered/trained In a wpecific subjest ares.

MEAN MEAN [« 7)
o4} ‘%) SQUARE SIGMIFICAM
ACTUAL ™ sHOULD x - .
2.19 2.38 24.986 0.001
2.88 3.08 30.447 0,002
3.33 3.16 50.521 0.001
3.33 3.02 31.039 0.0133
3.16 2.75 399450 0.001
3.91 2.86 ~09.216 0.684
2.44 2.36 63.364 0.001
4.33 3.88 26.301 0.001
2.75 1.72 16.199 0.063
2.64 2.0 34,82 0.004
3.36 2.63 34.320 0. 005
3.05 2.91 47.348 0.001
2.97 2.25 33.617 0.0061
3.80 2.75 22.284 0.0345
3.36 2.61 38.531 0.001
2.72 2.05 $8.475 0.001
2.69 2.13 50.857 0.001
3.27 2.52 »54.137 0.001
1
3.13 3.19 ~ 27.468 0.001
2.86 2.19 <18.416 0.005
2.69 2.22 4.787 0.001

s
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CONSULTANT VIEWS CONCERNING SOCIAL RELATIONSHIPS

Consultant: I try to establish a mutual relationship with an

individual teacher to make them feel like I'm here to
help. And this is one of the things that I try to
really, really impress upon a teacher -- is that we

are really equals. And that my job as a consultant

is to help. That is one problem that teachers sometimes
perceive consultants as central office -- see I don't
have that problem 'cause I don't work out of central
office, which really is a ... sort of a ... a benefit. -
They know that I'm out of a school and in most part I ]
also teach -- at least I have in past been a consultant
and a teacher at the same time. So, they perceive me
moTe Or less as a teacher. And that's crucial, I think,
because if they perceive you as someone from "up there"
then nothing happens -- they don't open up to you about
what problems they are really having. I'm not sure how
the receptiveness is affected. Maybe they're less recep-
tive to me because I am a helper rather than someone
telling them to do something. I don't know.

* ® & &® #

Interviewer: What I was trying to get at was the relationship

between the teachers and the consultant.

Consultant: Well, in my case, I don't really know how they

perceive me because I'm just one of their fellow
teachers. So if a department head came from another
school -- somebody came -- I think they would
definitely see him as an authority figure in some
respects, I think that's the best way to do it because
there's some built in authority. It's just that I've
worked with everybody in this department. I know

them all ... I know them cold. Because I've been an
equal to them -- we shared a lot of things -- I know
their faults, they know mine.

Interviewer: Don't you see that as an advantage?

43

"\
/

4

Consultant: No! Because what am I going to do with the guy

down the hallway that I know doesn't give two hoots about
this? Am I going to go down and say "You do this or you're
out?'

Interviewer: You don't have that kind of authority, do you?

Consultant: No.

Interviewer: In the work that has come back to me, and in some

of the other interviews, a great deal of stress has been

£
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placed on the idea of establishing a relationship

between consultant and teachers. What I hear you saying

is the relationship that you've had because of your
teacher status is now working almost opposite.

Consultant: I feel that personally, I'm not sure how they
perceive it but I find that awkward. I think it's
the same for a department head whose been in the same
school for 10 years. I know that that's the same
problem and they are often willing to just let it ride.

* & * ¥ &

CONSULTANT VIEWS CONCERNING SERVICES PROVIDED

Interviewer: Do you think you are able to keep up with the re-
quests for your services? Are you able to provide the
kind of service that is really required?

Consultant: That's the hard question. If the question is am
I able to keep up with the things that are requested --
yes! If I'm doing everything that needs to be done or
is required -- no! I wasn't able to as well, at the
elementary. I find though, at the junior high there
aren't as many requests. Maybe because it is my first
year ... but I find that junior high people don't look
for help to the same extent -- don't depend on the help
of consultants like elemsntary people do. A consultant
is pretty important to an elementary teacher. 1 find
that in junior high they feel they can get along
pretty well on their own -- at least there's more of
that attitude than there is at elementary. But ... you
know, there's always more that you can do. So, from
: the standpoint of whether I'm doing everything that's
needed -- no!!

* * * * *

-Interviewer: Do you think that, that what you understand as a

consultant is considerably different and should be
- different from a coordinator?

Consultant: No! ... Not in the way that we've been told we
could get into those things in the past. Not in the
last couple of years, but in the past. But really
nobody wanted us te. I don't think at that time there
was that much of a need.

Interviewer: So, in temms of contact with people, is it mostly
at your initiation or the initiation of teachers?

Consultant: 99% of the time it is at my initiation.
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Interviewer: Do you think there's something ... when we talk about
.-+ people not really asking for or wanting consultants
or coordinators in their classrooms and the coordinators
in initiating most of the interaction and so on, do you
think that something about the attitude of teachers at
the junior high level? .

Consultant: I would say its probably ‘an attitude of teachers, an
attitude of consultants and an attitude of whoever, ...
There's still many cases where education is a closed
shop in the sense that "it" goes on in a classroom and one
person is involved and that's all!

& & * *

CONSULTANT VIEWS CONCERNING PROFESSIONAL DEVELOPMENT OF
CONSULTANTS AND TEACHERS

Consultant: One of the problems I find is the time for
consultants to learn. There has to be some provision
made for people like consultants to improve themselves
in their interest. Because it wouldn't take me long,
for instance, to disseminate all my information and
all my knowledge and pretty soon everybody in the
field is equal to me.

Interviewer: So you've done yourself out of a job?

Consultant: Yes! If I don't have the time or the ability to
further my study or my research or my development in
(subject area), I'm becoming useless.

Interviewer: ~You don't need to learn more about (subject area)
" for your job. ,

Consultant: No! No, it would be in the innovations in the
teaching of (subject area) and maybe go back and learn
more and more about student development in relation to
learning (subject area). That sort of thing. Again,
the more information you have, the more firm ground
you've got to stand on.

* % &% * &

Interviewer: What about a third area that has been mentioned
by some other people in terms of professional development
of the teacher?

Consultant: OK. You see, like T mentioned, a large portion of my
time is spent with individual teachers in (curricular)
areas, The rest of my time is spent on inservices for
a school staff, which would be considered professional
development and what that usually involves is, during
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the P.D. days schools are allotted now, they may sign
themselves off for half a day. The inservices deal with
any topics the administration, or that staff themselves,
feel they needed -- be it teaching methods or be it
setting up a resource room in the school, or just
getting reinforcement of ideas, or whatever. But then I
really go along with what the school, the staff of the
school wants me to do for thenm.

* ¥ & & &

'CONSULTANT VIEWS ON JUDGING SUCCESS
Interviewer: Which way do ydu think is best?
Consultant: From my point of view?
Interviewer: Yes.

Consultant: As an aid, definitely. And my personality, I
think, makes that work because I'd rather come in
the "back door' rather than the "front door" to help
a teacher. It's not the over-powering kind of
personality ... it's a low key kind of "come and
listen and see what happens'" and for me, that works
well,

Interviewer: Maybe one of the criteria for selection is or
should be personality as opposed to other things?

Consultant: Yes, personality will effect how a person does it,
but how do you evaluate effectiveness? I know consultants
that are very powerful, very outspoken, very dynamic, ,
that are just as effective. Or even more effective. '

Interviewer: How do you, in your own personal way, judge your
effectiveness? :

Consultant: Well, the best way, the most exact way of doing it
is to talk to the teacher.

Interviewer: Which again depends on your relationship.

Consultant: That's right. And, also on your ability, or time
constraints or whatever. Your ability to see that
teacher over a long period of time, several times
rather than just once. That's the best way and it's
probably the most rewarding part of the job. To go
back a month later and say "How are things going?"
and the teacher pulls out all of this stuff -- "Here's
what we've done, and its worked,'" -- that's what the job
is all about!
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Interviewer: And most of the things they would pull out would
’ be the kinds of things they have developed as a result

Consultant: Of our interaction, and with students -- either
showing one student's work, or what they have done in
their lesson planning® or whatever. But that's why
people like myself keep the jobs we've got -- to me,
that's what its all about!! .

‘Interviewer: Do you get the message from someone who reacts
like that that "you did such a great job I don't
need you to come back?"

Consultant: Oh yes, but I think you leave yourself open.
Because, if a problem arises again the principal will
not phone, the teacher will.

Interviewer: And that's when you know you've done a job?

Consultant: That's right. Then the teacher says "I'm having
this problem,' or "I'm going to start teaching this
next week, do you have any suggestions?"

* ¥ % & &

Consultant: I think that it's part of the consultant's job -
to build credibility. A lot of time building up the
teacher's image of themselves .., Because not only
do consultants not get much feedback, teachers get
very little feedback. They get their feedback from
their kids, but sometimes that's deceptive. ... And
teachers don't know, often don't know, where they are
doing a good job. Some of them do but some of them
don't know why they are doing a good job. They have a
feeling, they get a feeling that, "I think I'm probably
a fairly good teacher," but they don't know why they
are a good teacher. They don't know what things that they
are doing that make them a good teacher and they don't
know what things they've chosen to ignore, would detract
from that. And so, I think that that's a real important
job and I try very hard when I see teachers that I think
are doing a very good job, to try to tell them I think
they're doing a good job.

Interviewer: How do you judge if and when You are a successful
consultant?

Consultant: .+. I don't know. How do you judge if and when you
are a successful consultant? How do you know?

* & & & &



Interviewer: How do you judge your success as a consultant?

Consultant: I think it just came. You know, you sort of look
at what you've done, analyse what you've done and say
""Now, where can I improve what I've done?' And then
you build on it and I think its ... to me it was
done individually; where you build, almost develop your-
self by looking at past experiences. If you've done
something that has totally alienated a teacher then you
ask yourself '"What the heck have I done? How can I
change it?"
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Consultant: You don't have the time to go back and follow-up
to see if they really are implementing some of the
things that you suggested.

Interviewer: This is one of the things that intrigues me about,
about people in not just a consulting role, but a role
that is similar in the sense that there is very little
feedback. There's got to be something about the job
or about what you do that keeps telling you that it's
worthwhile.

Consultant: Well, one of the things is that you're your own
boss. In a lot of respects you can make your job as
demanding or as easy as you like. There is very
little monitoring. You know, I could sit in my office .
with the door closed and visit maybe one teacher
every two days and it really wouldn't make any
difference. You know, who would know? The teachers
that I wouldn't get to see? There's a lot of teachers
I don't see anyway. (Interviewer: That's right). You
know, the teachers that I see wouldn't know that I'm
not seeing very many. I could make it that easy for
myself. I'm not saying that the peoplé who have been
there for 10 or 12 years have done that, but it is
possible. Or, you can kill yourself. You know, you can
set yourself standards where you say, "I'm going to try
to see every single one of these teachers 15 times."

Interviewer: What sort of a reward is there in that?

Consultant: It's a personal thing, you know? It's your
personality, nobody else monitors you, so it's your own
personal integrity I think, to a certain extent.

* & ¥ & &

Interviewer: In terms of your position as it is set out, what
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kinds of things do you use to judge your degree of
success? Is it the fact that you're rehired the next
year that tells you?

Consultant: Well, just personal comments from the other members
of your own department.

Interviewer: Or lack of them?

Consultant: Yes, or lack of them. If they say ... you know,
' if you make up your timetable for next year and they
might say '""Well thanks a lot, it looks like everybody's
getting a fair shake” -- things like that that are
either positive or negative, which ever way you think of
looking at it,
* & % & %

Ec;‘lsultant : Teachers don't always see me as a teacher. They
see me as something other than a teacher.

Interviewer: Do you think that's a problem.

Consultant: It's a problem if it results in a lack of communi-
: cation. But I don't agree that consultants have to be
in the classroom. I think we should have been there
and we should be going back there, evelttually.

Interviewer: So you see the consultant's role as sort of an
intermediary period of time?

onsultant: I think it's quite a different role than a teacher's
role -- it needs to be different. I've stopped calling
myself a teacher. 1 call myself a consultant because

I found teachers didn't believe I was a teacher. They
think I as trying to pretend I was something teachers
didn't think I was -- they see me as a consultant, not
as a teacher. The longer I am a consultant the more
they feel I don't know, really, what happens in their
classroom. So the longer I am a consultant, the more I
tenid to do things that are much mpre non-directive,

more just support -- sort of quiet suggestions about
things they could do rather than say '"Do it this way."
Even if a principal calls me in and wants some change
to happen in a classroom I don't approach it in a very
straight forward way. To say 'Now, you're going to
have to do this," -- it's much more of a negotiati
consulting process with the teachers. 1 guess «he
way to handle that would be to go in and say "This
the kind of program and here are the books you must
use,'" but I've gone away from that. .

[l

Interviewer:” Do you think that's part of the consultant's job
to begin with?



Consultant: It's not part of the role that I view for myself
but I wouldn't want to say .. I know consultants who do
operate that way.

Interviewer: Do you think they're effective?
Consultant: I think they think they are.

Interviewer: How do you judge your own effectiveness? How do
you determine that you have been an effective and/or
a successful consultant?

Consultant: That's the problem with the whole job -- is to
know when you have been, and to get that kind of feed-
back that you need. 1 guess there are certain things
just within myself where I feel there's been progress
and I have to judge for myself whether or not I'm
satisfied. I do get feedback from teachers that say
whether or not things have been helpful, either
directly or I can tell by talking with them. I've
been pretty fortunate in that IMve had some pretty good
feedback from principals over the years -- pretty
supportive. Probably I get more positive feedback in
this job than I did as a teacher. My own supervisor is
good at giving positive feedback. But I think that
there is still that whole problem of not knowing
exactly what your job is and therefore it's difficult
to have a scale on which to measure yourself. And so I
think no matter how much positive feedback you get you're
still missing that ... the definiteness of the job and
so it is hard to measure yourself.
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