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Action Reseavrch as INSET for Principals
The W.A. Peer Process Consultancy Project

R.J.S. Mappherson
Monash University

Introduction

How might principals learn best? If we assume that in
their own terms they are ideologically professional1
rather than bureaucratic, and recognize that they are
by preparation teachers rather than administrators,2
then the Rand s"cudy3 provides preconditions to the
design of principal development strategies. Design
would recognize that principals possess important
clinical expertise, and that they will learn in an
adaptive, heuristic, long-term and non-linear manner,
Further, their learning must be tied to school-site
development efforts, and it will be critically in-
fluenced by organizational factors in the school, and
by .those in the structures into which the school is
embedded.?

From the extensive study of professional in-
service by Joyce and Showers® it can be drawn that
principals need to experience four levels of impact:
awareness of needs, the acquisition of concepts and
organized knowledge, the learning of principles and
skills, and finally, their application. They propose
training components to foster changes in performance
as experiential learning of theory or skill or strategy,
practice in simulated and real settings, structured and
open-ended feedback on performance, and coaching
during application. Common sense perhaps, but
common in practice?

A comprehensive overview and critical analysis
of organization development in schools® found that
effective programs exhibited particular characteristics.
A whole-school focus,-and a systems orientation were
found to be features, and participants typically
experienced action research and problem solving
cycles. The heavy use of group processes, feedback
to individuals and experiential learning were widely
evident, as was a contingency orientation and the use
of skilled external process facilitators.’ Further,
Knefelkamp et al.B provide psychosocial and cognitive
developmental theories, maturity and typology
models, and person-environment interaction inter-
pretations of how adults learn that strongly support
the line of argument above.

Recognizing the recent vulnerability of education
budgets, and shaky commitment to on-site inservice,
designers seeking low-cost strategies need to remain
cognizant of the criteria above for effective school

and principal development. An account follows of
just such a search in Western Australia.

The Design and Mounting of the Project

In early 1980, the very useful NSW School Develop-
ment Project data® became- available, and it was
appraised and related to WA conditiona by the
writer.’® There were at that time, four strategies
being used in WA to help principals: workshops and
consultative services run by some regional super-
intendents, annual association conferences, a once-
only three-day leadership course, and informal peer
counselling. - Despite the distances involved, the
informal network among the high school principals
was then transmitting a developing awareness of why
their leadership should change, what in schools should
change, but that interest was focussing onto the
‘how’ processes of facilitating change in schools. Also
indicated was that as analysis of any school implies
the need for feedback on perceptions of performance,
‘top-down’ or ‘grass-roots’ agents would be unaccept-
able. Instead principals would be most responsive to
self-selected peers, particularly if procedures enhanced
their own performance as educational leaders, and
used an approach that developed the whole school as
a coherent social enterprise.

The writer 'proposed a four-year project that
accepted these design constraints and lessons explicit
in the NSW data. Extensive negotiations involving
influential individuals, the Teacher Development

- Branch, and the WA High Schools’ Principal Associa-

tion (WAHSPA) led to an understanding that a one-
year pilot could proceed. The pilot was formally
legitimated by a brief presentation at the 1980
WAHSPA Conference in terms which emphasised the
design features negotiated:

* Be based on self-selected triads of principals;

given the need for maximum depth of analysis
and the likely intervisitation rates.

Develop-along lines that each triad finds con-
venient and profitable; each principal to develop
further his school as a unit with the help of
two peers acting as process consultants.

Allow principals to increase their experience
and skill as school development consultants,
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and thus in time, extend tﬁe range of con-
sultancy services available to schools in Western
Australia,

Be summarized and reviewed at the end of one

year, and to possibly yield an effective general -

model of whole-school development with wider
applicability in Western Australian education.

Be facilitated by the writer (then seconded to
the Teacher Development Branch) who will
satisfy information and training needs as they
develop.

In a letter inviting participation, and at subsequent
opportunities, process consultancy was reaffirmed as
aiming to improve the procedures used by staff to
reach their educational objectives.’? Patterns of com-
munication, leadership procedures, tensions impeding
collaboration, decision-making and problem-solving
procedures were defined as the foci of attention.

Twenty-four of the eighty-four WA high school
principals volunteered to participate, in some in-
stances specifying conditions. Protracted consultations
resulted in five, largely self-selected triads being
formed. A modified Delphi process over two months,
and a day-long workshop produced the following
guidelines by late October, 1980, The phases must be
seen as cyclic, overlapping, sometimes concurrent;
they were used to confirm ways-and-means of operat-
ing that were acceptable to all fifteen involved.

STAGE ONE :
ENTRY

* Consultant effectively delegates for his periodic abssnces
from school.

* Consultants clarify client principal’s definition of target

. area for improvement,

* Consultants negotiate and agree visit timings and purposas.

* Client principal explains consuitancy to staff, and clarifies
the issues to be focussed on, and purposes, and discusses
how matters of confidence will be handled,

STAGE TWO:

DIAGNOSIS

* Consultants collect perceptual data pertinent to targst
area: they will accept divergent views, clarify meanings,
and generate trust and acceptance. Open, relaxed, non-
evaluative, tactful enquiries, and observing meetings will
be the data collection methods initially used.

* Consultants regularly and discretely exchange informa-
tion to .reinforce their impartiality, and to avoid affective
involvement.

* Consultants prepare an impartial overview of the (possibly
divergent) perceptions of the issue; They might cite data
from open-question surveys, but will depersonelise and
generalise the data so that views are untraceable.

STAGE THREE:
FEEDBACK

*  Consultants present the range and content of perceptions
of the issue-to the whole staff,
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* Consultants reflect pertinent information on the issues
frankly and amicably.

* Consultants clearly indicate the differences between
generalised perceptions, individual opinions, and facts,

* Consultants help staff understand the feedback by clarify-
Ing findings, without trying to offer advice.

* Consultants present written feedback, and allow time for
thoughtful consideration by all parties before contracting.

STAGE FOUR:

CONTRACTING

* Consultants help clarify the client Principal’s intervention
objectives.

* Consultants negotiate objectlves and evaluation criteria
for change in current procedures with whole staff,

*  With staff planning team, consultants design intervention
appropriate to the intended outcome.

* Planning team clarify to staff all aspects of the interven-
tion process, and confirm the role of the consultants
during this phase as facilitative-only in nature,

* The contract could specify a wide range of interventions,
from merely advica-giving to Individuals, to jointly-
planned whole-school in-servics.

STAGE FIVE:
INTERVENTION

*  Whole-staff, or smaller peer professional groups use pre-
planned mestings and structured experiences to resolve
issues, consultants possibly facilitating,

* |Interventions could utilize a Problem-Solving Cycle, i.e.

1. Problem or Issus Specification: after a close examin-
ation of feadback data,

2, ldeal Situation or Criteria: for Evaluating Successful
Change.

3. Analysis of Changes Required,

4, Generating of Alternatives, Ways and Means etc.

5, Selection of Alternatives, Ways and Means,

6. Action Plans and Contracts,

7. Formative Evaluation using criteria developed in 2,

above.

* Consultants should attempt to plan activities that are
non-directive, non-competitive, and experientiai for
participants. Further, they should focus on practical
issuas, use a common-sense approach, and be planned to
yleld professional involvement, commitment and action,

* Consultants free to utilize WA Teacher Development
Branch expertise on in-service modes and management.

* Consultants maximise " opportunities for school leader
roles in group work, encouraging ownership of processes,
not necessarily content,

STAGE SIX:

WITHDRAWAL

* Client principal and subordinate Jeaders manage the
emergent change.

* Consultants monitor attitudinal change, allowing con-
siderable time,

* Consultants openly accept changlng staff definitions,
facilitating reflection by using staffs’ criteria-for-success.

* Consultants maintain focus of attention, avoid no-win
situation of accspting broader vistas of changing targsts
for improvemant.

* Consultants plan for withdrawal, discourage cllent depend-
encs by emphasising ‘criterla for success’, and abliities of
staff,

* Consuitants openly torminats one contract,
beginning the process jeading to the naxt.

before



The postal and workshop process was designed
with local conditions in mind, and was intended to
generate understanding, ownership and commitment,
Subsequent information indicates adherence to the
guidelines varied.

Some difficulties were anticipated. The instability
of triads as groups, that triads might legitimize negative
aspects of principalship, or that triads could be formed
for alternative purposes {e.g. flight, band-wagoning)
were three concerns. The structuring of consultant
coalitions (as the sites and roles changed) was expected
to resolve the first issue, but given the early critical
need for intra-triad trust, only the fostering or inter-
triad communication was used to control activity.

Participants recognized three forms of account-
ability:

(a) to the client principal and school; and thus the
need to use data ethically from both sources,

(b) to other principals seeking to develop schools;
and thus the need to systematically log events,
and the needs and impact of neophyte process
consuitants,

{c) to the Department and wider interest groups;
and thus the need to monitor costs, summarize
efforts and outcomes, and to contribute to an
informed overview by a non-participant. (A
highly respected acting-superintendent agreed
to this role). Reporting proforma were then
designed for participants to use after each
visit.

Determined to learn by doing, participants im-
mediately contracted to intra-triad familiarization
visits, and the writer to conduct literature searches on
‘target areas for improvement’. Access was gained to
a hitherto closed Departmental computer data base
to satisfy accelerated demand for relevant updated
articles, and the writer visited most of the schools to
clarify consultant needs. By mid April 1981, reports
and visits indicated that most groups were deeply
engaged in diagnosis or feedback activity, some at the
early contracting-for-intervention phases. A workshop
was organized to share information on developments
in schools and consultancy, and to define the skills
and understandings consultants wanted as content
for future training workshops. The reports and
responses to instruments provide data crucial to
understanding what had happened.

Triad Reports

At the workshop reports from each triad were
accepted, clarified and discussed. The implications
were later drawn by the writer, who provided con-
sidered feedback to the triads. In many respects the

feedback encapsulated peer consultant response to
each triad’s report.

The First Triad reported that a very generalist
approach was used between philosophically dissimilar
principals. A wide range of issues was discussed;
cultural dimensions of clients, school design, pastoral
systems and staffing. Analysis was confined to des-
criptions and discussions of phenomena perceived
by the respective principals. These were followed by
organized staff visits between schools, with un.
anticipated outcomes.

The readiness of the three principals to accept and
use implicit feedback on the perceived comparative
effectiveness of their schools varied widely, and it
resuited in there being little prospect of any further
consultant activity. Compounding the problem was
the near-closure of one school due to demographic
trends, a major senior staff problem in the second,
and the known close friendship between two in the
triad since early childhood. The third school utilized
the staff-visit device a number of times to evaluate
organizational and procedural options in schools with
more similar philosophies.

The following implications were drawn:

The low use made of the consultancy procedures
negotiated at the beginning of the pilot, implies the
methods used were, for this triad, ineffective. A
collaborative device could have been useful to ensure
consultant procedures were transposed from being
putative notions into planned action.

Divergence between schools® (i.e. principals’)
philosophies needs to be thoroughly clarified, and
accepted by consultants as a given situational factor
during the entry phase, Any shift from a neutral
non-evaluative stance by process consultants on
philosophy, for example, limits their ability to give
objective feedback on the range and nature of philos-
ophies encountered in a school, If the staff later
conclude that the divergence is a root cause of many
difficulties in the school, then the process consultants
could offer value clarification processes, but remain
outside the content of deliberations.

There is a need during entry contracting for intra-
triad awareness of personal readiness levels; in par-
ticular, willingness to accept open feedback of
alternative perceptions and to the open self-disclosure
of feelings. Judgement needs also to be made on
consultants” willingness to accept situations and per-
ceptions discovered as temporarily taken-forgranted,
without deploying values.

Peer process consultancy is a useful mechanism to
facilitate at subordinate levels when trying to en-
courage innovative commitment and self-renewal,
It can be effective when used informally.
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The Second Triad reported that due to illness, one
principal had withdrawn, The replacement principal
had been given a hurried induction by his two peers.
During this phase, the triad ‘re-discovered’ the con-
sultancy guidelines, and familiarization visits had
clarified each principal’s perceptions of local issues of
concern, Much time had been devoted to clarification
of philosophies, and the initial orientation toward
‘problems’ had been discarded as being too conceptu-
ally constricted. Decision-making processes and
problem-solving procedures had become the theme of
consultations. Visiting consultants were asked to
appriase the planning, implementation and reviewing
methods used by each client principal. There had
been little contact with staff in each of the schools,
but a number of procedural and organizational changes
have stemmed from these reflective intra-triad dis-
cussions.

The implications drawn from this report follow:

The intra-triad re-discovery of consultant guide-
lines produced, for this triad, a more ‘custom-built
version’ of the earlier procedure, with a closer match-
ing of present needs, available skills and desired
procedures.

The focusing on to one ‘problem’ or ‘issue of
concern’ might satisfy early demands for overt action
by consultants, but distracts attention from a school’s
more fundamental processes. To use a medical analogy,
attention should focus on remediation and prevention,
rather than on symptoms.

It is a very useful exercise for consultancy pro-
cedures to be reviewed by triads. A sharing between
triads would extend the scope of consideration, as
would the experiences of invited superintendents
with acknowledged expertise in this area.

This triad had re-negotiated the earlier process
consultancy procedures, to a more limited model of
principal counselling.

The Third Triad reported that the focus of interest
in these three schools were different. Staff were told
early during the familiarization visits that the purpose
of such visits was to help the principals. However, the
triad reported real and immediate incidental pay-offs
during the diagnosis phases. Consultants used different
techniques to gather staff opinions —surveys, separate
interviews, small group discussions — and yet had two
concerns about the data they collected. Firstly, had
staff been entirely frank, and secondly, would each
client principal be able to respond to raised expecta-
tions? '

These three principals drew some tentative con-
clusions: :

it would have been easier to have a common issue,

e.g. student welfare, for all three schools;
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. the client principal needs to thoroughly prepare
work schedules for visiting consultants to use the
time available most effectively; .

there is a need for early clarity on ‘the issue’;

the objectives of the visits need to be fully com-
municated to staff, to divorce fact-finding with
a purpose, from snooping; .

the diagnosis of staff opinions has an immediate
positive by-product of accelerated staff interest
and desire to be involved in any subsequent
changes;

there is often a need for visitors to accept &
neutral staff counsellor role; and

there are limits to what two fellow principals can
offer with respect to particular needs in a school,
and that these need to be recognized in the early
negotiations.

The implications drawn from this report were:

This triad’s tentative conclusions have added
substantial support to the first two stages of the
guidelines,

Given the opportunity to reflect on their experience
as neophyte process consultants, principals can sustain
and improve their service despite the distractions of
associated tasks, e.g. staff and principal counselling.

Emphasised throughout, is the need for clarity;
of values, of objectives, of communications, of visit
taskings, of skills, of interests, etc. This implies that
the induction process was partially ineffective, in
these respects, for this triad.

The recurrent themes of concern (for practical
outcomes, and the efficient use of client and con-
sultant time) indicate a developing value being placed
on the activities associated with this pilot, as consult-
ant skill and understanding develops.

The Fourth Triad reported a common focus of
interest — self-paced learning — but very different
staffs and levels-of-readiness for change. Additionally,
school demographies and school architecture differed
greatly. One of the schools had recently been given
a new task of accepting students from other neigh-
bouring high schools and to sustain a new, somewhat
controversial programme. Therefore, this school’s
interest in this area was, to a degree, organizationally
imposed, whereas in the other two schools, the high
initial interest was voluntary.

The familiarization visit by principals indicated
that one school had a group of staff actively interested
in trying out new ideas in the classroom, and secondly,
that the principals would not achieve much during
visits by merely ‘chewing the fat’. Their experience
as consultants since that time led them to believe



that:’
consultants need to visit classrooms and talk to
students and teachers to get a real understanding
of the school;

. visits had to be fully planned to avoid haphazard
sampling and therefore, biased data collection;

the reporting of findings is a crucial mechanism if
staff are to effectively review the learning in the
school;

time spent clarifying the issue of concern is seldom
wasted, and often leads to the suggestion of solu-
tions;

staff are dramatically heartened and enthused by
visitors whose interest is in the teachers’ area of
initiative;

staff respond very positively to informal classroom
visits by invited Departmental personnel with
recognized specialist expertise or knowledge;

despite one school’s staff (with the imposed pro-
gramme) appearing still quite disinterested in
making any initiatives, the triad had decided it was
worth persisting with visits and gentle enquiry;

although time consuming, the interest and stimulus
it gave to the principals themselves easily justified
their efforts to date;

staff can learn to accept full open feedback, but
it must be handled skilfully and once achieved, it
is much preferred and leads directly to real change
in the classroom; and

staff can learn the basic skills of action research to
take greater control of their own learning and
development as teachers.

The implications drawn from the report above
follow:

It would be useful if indicators of readiness in a
school could be evaluated to help process consultants
adjust their expectations.

A crucial determinant of consultant effectiveness
is the degree of pre-visit planning between client and
consultants.

Perceptions of what constitutes ‘real” school life
varies enormously, and as this range of views needs
to be effectively relayed back to the staff by the
process consultants, an effective process needs to be
agreed upon between client and consultant principals.

Staff morale and commitment appear to be highly
correlated to professional self-esteem and it follows
that inter-personal positive reinforcement will be
dramatically more effective than distant, impersonal,
or negative forms of sanctioning.

The skills of giving and receiving feedback of one’s
professional performance are learnable, and soon
come to be preferred,

The processes and skills being learnt as a by-
product of this pilot are directly transferable to the
classroom, and immediately useful to sustain an
action research approach by a teacher and students
to problem-solving. :

The Fifth Triad reported that as these principals’
schools were up to an hour's drive apart, early
decisions were taken to visit infrequently, to hold
preparatory telephone conferences before visiting,
and to make each visit to last a whole day. The focus
of interest was the same in each school: the role of
senior masters. But, first the principals found it
necessary to thoroughly re-clarify their own roles as
process consultants, Then, by sharing the task, they
reviewed the literature on senior masters, Despite
a considerable search, they discovered there was no
clear distinction between personal skills development,
and development for particular roles. The significant
linkage between means and ends clouded any attempt
to define competencies. However, from this search,
and an initial set of interviews with senior staff, a
role questionnaire was developed and refined with
wider staff consultations. In each school they un-
covered many differing perceptions of the role, and
discussions with some staff moved into deeper,
more personal needs areas. With the results of the
survey imminent, they had foresegen three events.
Firstly, extensive staff discussion of the outcomes,
and secondly, the identification of common issues
worthy of attention. Either intra or inter-school
inservice occasions to allow for peer-based develop-
ment, and planned team-building were predicted as
longer term outcomes.

Reflecting on their efforts as process consultants,
they noted some discovered advantages:

given the distance and time factors, the close
adherence to the negotiated procedures had
proved crucial to success,

joint interviewing, had, as a by-product, exposed
the perceptions and pre-conceptions of consult-
ants. Further, after the feedback, it helped develop
the searching and probing interviewer skills of the
consultants, and

it appeared that readiness levels of the staff in the
three schools to be interviewed and to commit
themselves to preparing for change, were by
comparison to other reported sites, uniformly
quite high.
The following implications were drawn:

145



Readiness of staff in these schools to accept process
consultancy is strongly linked to the taken-for-granted
school norms to do with inter-personal trust and levels
of consultation between staff. They appear to be, in
turn, linked to the leadership styles, and to the nature
of external consultancy the staff experience.

Pre-visit planning by client and consultant principals
(fortuitously encouraged by the distances involved)
prove of high value.

The length of visits enhanced the depth and
extent of analysis and understanding of each school.

The literature of an area can yield concepts,
models, even questionnaires. However, it has to be
transformed into a useful resource by local inter-
pretation before the understanding will be incorpor-
ated into schools” action research. The local interpre-
tative task needs to be collaborative, to gain maximum
value from this form of resource.

The extensive collaborative process of designing
and refining a questionnaire across three schools
produced such a considerable change in understand-
ings and attitudes, that the dissemination of antici-
pated findings could well have far less impact, and
point to the collaborative process itself as the fulcrum
device, not the results of the process.

School development consultants can anticipate
enacting a staff counsellor role on occasions.

Staff enjoy the processes of clarification and
decision-making in themselves, but especially when
they feel it will be guided toward desirable change,
i.e. there is a known overall developmental strategy
being utilized by the school leader.

These principals feel they have closely follawed
the originally negotiated guidelines for process
consultancy and are already indicating the successes
directly attributable to those guidelines, i.e. the trial
of these pilot guidelines has already justified the
exercise.

The two recurrent themes in all reports are the
purposeful facilitation of school development, and
about productive processes linking the intervening
variables of staff, historical, external, and situational
factors. The net impression was that participants
were actively involved in influencing the development
of their schools, and in enhancing their skills and
understandings of school improvement. Despite
design and procedural difficulties, most placed high
value on personal involvement in the pilot study.
Competencies and understanding to be addressed
at workshops were surveyed'? using a forced-choice
‘rating scale, and the categories explicit in the tables
opposite.

" If medium demand is crudely classified as | 1
S.D., and a normal distribution of ratings is assumed,
146

then the seven very high (» 2 $.D.} and high (> 1 S.D.)
demand skill areas were:

Mean Standard

Skill Area Rating  Deviation
C2  Intervention Design 3.79 0.41
C1 Change Strategy Design 3.43 0.62
Cc4 Facilitation and Process Skills 3.36 0,72
Cc3 Persuasion and Power Skills 3.08 0.92
C6  Teaching and Educative Skills 3.07 1.10
A2  Self-Awareness and Others 3.07 0,80
A5  Group Theory 3.07 0.96

However, such is the fall-off in consensus after
the third item, it suggests skill workshops not venture
outside this bound without negotiation.

In August 1981 the writer accepted his present
appointment. An Interim Report13 was distributed
to clarify the emerging nature of the pilot, and to
suggest the need for continued support, and replace-
ment coordination. The process failed. Three im-
portant questions remain; is the ‘being a peer process
consultant’ accurately represented above, what has
happened to the pilot study, the schools and the
participants since, and how do participants reflect
on peer process consultancy as inservice for principals?
Participants were asked to review the Interim Report
in June 1982, and their responses are woven into the
discussion below, All triads but the first were repre-
sented in the six, often lengthy replies.

Discussion

The Interim Report — substantially incorporated
above — is-regarded as accurate without dissent, Since
June 1981 the project has been at astandstill, although
the fifth triad continued visits, others met informally
events permitting. Reasons given include time and
problem management, the need and desire to consult
and the loss of facilitative leadership. A Departmental
review of the pilot project was planned for July
1981, but it was overtaken by industrial trouble un-
related to the pilot. Principals were thus expected to
remain in their own schools during the third term of
1981, But, in response to a recent letter, how do
participants recall the experience of being involved
in such a pilot?

The principals report a range of events, some
attributable to the activities of the pilot. The fourth
and fifth triads, concerned only with self-paced
learning and the senior master role respectively,
indicate a series of positive consequences. It was
interesting that participants reflected on all con-
sequences in very personal senses of involvement,



1: Little Use

2: Some Use

3: Useful

4: Very Usaful

TABLET:
General T

ining Needs of Particip

A. Self-Awareness and Personal Impact
Awareness

the abijlity to sense school needs, and the

ability to generate school and individual

awareness of the need for change.

x =329 S.D.=0.80

B. Conceptual Analytical and Resaarch Skills

the ability to link scientific and school
information;

the ability to research and diagnose
problems within a schoo!; and

the ability to evaluate with the client/
consultant the resuits of the change process.

x=3.00 S$.D,=0.85

C. Change and Influence Skills

the ability to stimulate a school to change;

the facilitating and assisting a school to
change; and

following up, providing continuity of direction
and support.

x =3.86 S.D.=035

TABLE 2:
Training Needs to do with Self-
Awarenass and Personal Impact Awareness

TABLE 3:
Training Needs to do with Conceptual
Analytical and Research Skilis

TABLE 4:
Training Needs to do with Change and
infiuence Skills

A1, Self-Awareness

Self-awareness refers to being aware of one's
own set of vajues, beliefs, ideas, general
emotional state, inteilect and all those things
that make up the total person, and to being
aware of how these things interact within
the individual as well as how they are
stimulated from outside a person.

x=286 S§.0.=0.83

A2, Self-Awareness and Others
This skill area has to do with the impact an
individual has on others and being aware of
other person’s reaction to you.

x=3.07 S.0.=0.80

A3. Awareness of others, and
Interpersonal Awareness

This set of skills has to do with the aware-

ness of transactions and associated con-

sequences growing out of interpersonal

relationships.

x=271 $.0.=0.80

A4, Personality Theory

Being knowledgeable about personality
modets and how personality theories can be
useful in understanding human behaviour,

x=250 $.D, =091

A5, Group Theory

Being knowledgeable of how groups of
people work together and what group
dynamics can contribute to school
development processes.

x=3.07 S.D.=0.96

B81. Theory Building
The ability to theorize about what is happen-
ing in a school, to help make predictions.

x=293 §.D.=0.88

B82. Theoretical Mapping

Assuming a knowledge of organizations,
group and personality theories, theoretical
mapping means an application to a school
to describe its organization and action in
terms of those known theories.

x=250 S.D.=0.73

C1, Change Strategy Design

This is the ability to design basic strategies

for school change, not the actual interventions
used such as project team building or inservice
courses, : ’

x =343 S.0.=0.62

B3. Concept Model Building

This is the ability to conceptualize and
design mental as well as graphic models of
what a school is like, and in particular, how
the school can be conceptualized differently
from what it is today.

x =257 SD.=298

B4. Systems Analysis and Organization
Diagnosis

The skill to analyse interaction between

technical and social systems, and to be able

to design methods and procedures for

collecting information about a school.

x=229 5.0.=0.80

B5. Data Processing

The ability to assemble information to test
Hypotheses, and to provide valid and
meaningful information about the school.

x=243 S§.D.=0.98

C2. Intervention Design

This is the sequence of activities a consultant
would propose to help a school learn about
itself, the impact of change, and the planning
of change, A wide spectrum of experience-
based exercises could be used, including
structured meetings, inservice, planning
events etc.

x=3,79 S.D.=041

C3. Persuasion and Power Skills

These skills are to do with the use of power by
a consultant, to give advice, or to influence
desirable change.

x=3,08 5.D.=091

C4. Facilitation and Process Skills

‘These skills are to do with helping a group be
more effective, or a school improve its decision-
making procedures.

x=336 S.D.=0.72

AG. Organization Theory

Being knowledgeable of how organization
theory seeks to utilize various behavioura!
theories, and in particular, being familiar
with those used to understand the nature
of schools as organizations.

x =264 S5.0.=0.81

B6. Feedback and Pr
The skills to do with approaches to giving
information back tn a school for

development uses,

x=3.14 §.0.=091

C5. Intsrvention Skills

Awareness of the different styles of consultant
can yse to interact with a school, and his
adaptability to school needs.

x=293 S.D.=0.80

CB. Teaching and Educative Skills

These are to do with the consultants’ ability to
teach professional adults, cognitively and
experientially. :

x=3.07 5.0.=110
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knowing and caring: this implies that in the process
of analyzing a professional situation to formulate
feedback, the consultant could learn far more from
the exercise than the client.

Formal facilitative coordination of such a pilot is
held to be crucial by participants: they cite time, and
the need for a neutral process consultant to act as
a model and to maintain cooperative norms. Two
principals, incidentally, argue that principals should
be ‘recycled’ through acting-superintendencies for
school (and principal) development purposes.

Problems with the pilot were recalled. The early
flood of ‘jargon’ and articles caused apprehension in
some, others felt the defining of guidelines was too
cautious and exacting. The major difficulty repeatedly
emphasized was the spasmodic and fragmented nature
of principalship-as-it-is. It is clear from such a form of
INSET for principals has to be accorded value with
a host of competing priorities principals- currently
perceive, but it also indicated that principals are
prepared to shift priorities over time. Many other
problems in particular triads are explicit above, and
together are offered to assist future efforts,

Concluding Note

On reflection, great merit is given by participants
to the concept of peer process consultancy as in-
service for principals. They cite six major outcomes:
developed appreciation of consuitative processes and
techniques, positive changes in their schools, new
personal enthusiasm and confidence, fresh willingness
to search for root causes of attitudes and beliefs
impeding development, an accelerated exposure to
others’ thoughts on school renewal, and learning
a manner of helping each other that went past prying
or evaluating in professionally improper ways.

The strategy appears to allow a principal time to
parenthetically reconsider (with a peer consultant)
his values with regard to a real administrative situation
Not only must he clarify what he holds to be of
value, he must also construct a vision of an alternative
situation, and then conduct a strategic and tactical
appraisal of change facilitation, before offering
feedback and later services. This internal action
research cycle could be a key mechanism worth
attention: it appears from this pilot that it provides
for the self-paced development of professional values,
understandings and skills.

But how does this key mechanism relate to practice
or human acency? Giddens 1% helpfully defines social
structure as rules and resources organized as properties
of social systems, and by ‘system’ he means repro-
duced relations between actors or collectivities
organized as regular social practices. Hence ‘structur-
ation’ is defined as the conditions governing the
148. ’

continuity or transformation of structures, and there-
fore the reproduction of systems. Now if structure
exists only as structural properties, and they in term
are both the medium and outcome of the practices
that constitute those systems, then it is suggested
that this key mechanism appears to raise for collective
examination either assumptions underpinning routine
aspects of agency, routine agency based on those
assumptions, or skills that such agency presumes.
The central import of Giddens’ thinking is that peer
process consultancy is an invitation to participants
to recursively evaluate construct and legitimize their
practice,

The internal action cycle can be likened to learn-
ing three levels of analysis proposed by Habermas;'®
hermeneutic, nomological and critical. What hermen-
eutic analysis means for a patticipant is that he
develops his way of understanding what a schoo! or
administrative situation is defined by many to be.
At the nomological levels he discovers and portrays
how influentials construe or create ‘the problem’,
and how others came to define it as they do. At the
critical level, it means for participants that values are
to be articulated contested and constructed to
underpin proposals about administrative agency,
arguably to encourage a more emancipatory service.
Indeed, as INSET, although peer process consultancy
is ostensibly about school improvement, it is in
effect an intervention into the character and cultural
arts of an administrator.
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Introduction

Little research has been carried out on the value of
the handout as a learning aid. Moreover, a review of
recent literature indicates that results tend to be
contradictory.’ Originally, it was believed that to be
effective in teaching, visual aids had to be pleasing
to the user’s eye.? Realism theories® assumed that
the closer to reality a visual aid was, the more effective
it would be in fostering learning. However, other
investigations show that too many embellishments
actually detract from learning.* Some work has been
carried out into how students use handouts. Fisher
and Harris® reported that subjects who did not take
lecture notes, but reviewed a lecture summary,
recalled more information on an immediate recall
test, than did subjects who took notes during a
lecture. Annis and Davis® however, found no differ-
ence in recall by subjects who reviewed lecture
summaries or their own notes. Thomas’ suggests
that under certain conditions student generated

notes provide a better method of review than lecture
summaries. The design of a handout has been shown
to have a marked effect on students’ note taking
practice® and furthermore, the provision of a handout
appears to reduce students’ note taking a<:tivity.9
This article reports an investigation carried out to
identify possible discrepancies between student and
teacher attitudes towards the value of handouts as
learning aids.

Research Design
Hypotheses

A limited pilot project preceeded the main in-
vestigation and on the basis of the results a series of
null hypotheses was constructed.

(a) Student Sub Sample
(i) There is no relationship between student attitudes
towards handouts and the level of their course.
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