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Means for

Facilitating Reflection

This aricle is frankly a “how t0” piece, intended to illus-
trate the use of various means for sparking, facilitating,
and sustaining reflection at various levels and preparato-
ry stages of professional practice. Application oriented
though it may be, the presenration is conceprually
grounded. My worst fear is that “reflection” and “reflec-
tive practice” may become only the latest in the casual-
ty hist of ideas with great potential thar have been
reduced to the level of tinkling jargon through unin-
formed use, primarily as symbolic smoke screens to con-
vince our critics that we are working to make things bet-
ter. If used in faddish or mandarted ways without under-
standing and appreciation of the larger perspectives
found in other arricles in this issue, the means suggest-
ed here become mere gimmicks whose only porential is
the further, unnecessary validation of Seymour Sarason’s
(1971) axiom that the more things change, the more
they stay the same.

Definitions

Reflection and reflective practice are defined variously
in this journal and elsewhere. Hewson, Hewson and
Jensen, working in medical educarion, accent “replay-
ing’ performances...for che purpose of articnlating what

is ‘or was  happening. . -making knowledge which is nor-

mally racit more explici” (1989, p. 4). MacKinnon, in
a more restrictive view from teacher education, sees
retlection as “a conceptual move,” a shift from inter-
preting classroom events from 2 teacher or student
teacher perspective to a pupil perspective, a “reconstruc-
tion of experience through which the teacher..begins 10
attend 1o features...previously ignored” (1989, p- 3.
Hart emphasizes the “integration of knowledge with
action through thought” (chis issue), Schén’s tmage is
that of a “dialogue of thinking and doing through which
{ become more skillful” (1987, p. 31). Osterman
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describes a “challenging, focused, and critical assessment
of one’s own behavior as a means toward the develap-
ment of one’s own craftsmanship.”

For the purpose of this discussion, reflection is consid-
ered to be:

A cycle of paying deliberate, analyrical atrention to one’s
own actions in relation to intentions—as if from an
external observer’s perspective—for the purpose of
expanding one’s options and making decisions about
improved ways of acting in the future, or in the midst of
the action irself.

‘The distinction in the last phrase between future and
present acknowledges Schan’s (1983) important differ-
entiation berween reflection-on-action (reflection on a
past event) and reflection-in-action (reflection in the
midst of an ongoing action). The latter type is the mors
difficult to achieve, but the more powertul for improve-
ment of practice because it resules in “online” experi-
ments to adjust and improve one’s professional actions.
It is more difficuls o achieve because the acror rmust
simultaneously arrend 1o performing the action and
observe and analyze his or her action, as if from an exter-
nal perspective: Furthes, in reflection-in-action the scror
is the sole collector of data on the event.

Reflection-on-action is accomplished “offline” at 2 time
when full arrention can be given to analysis and plan-
ning for the future without the imperarive for immedi-
ate action. Farther, though reflection is always self-ana-
Iytical, when the focus is on a past event the actor may
be aided by others who provide a tacilitative strucrure,
including the collection and presentarion of data on the
event under scrutiny. The great majority of attempts 1o
teach and facilitate reflection concern reflecrion-on-

Copyright © 1990, Sage Publications, Re rinted with permission from Sage Publicarions, Kottkamp, Roberr. “Means for
pyrig £ £ g P

Facilitating Reflection.” Education and Urban Seciaty, 22.2 {1990): 182-205.



128 & CAMPUS COMPACT

action. However, optimal professional pesformance
assumes reflection-in-action. Those who work 1o faciii-
tate reflection seem to assume that, with enough prac-
tice and consciousness, actors will be able to move
themselves from reflection-on- to reflection-in-acrion.
This assumption has yer o be tested.

Characteristics of Means and
their Applications

This article presents a sort of catalogue of means cur-
rently being used to facilitate reflection, and includes
references to specific printed sources, programs, and
individuals from which greater detail may be sought.
The specific means and applications may be categorized
on a number of overlapping sets of characteristics. The
temporal dimension of present versus past focus has
already been discussed. The medium dimension differ-
entiates among the modalities used for collecting and
presenting data for the reflective process. Media include
writing, reading, observing and listening, taiking, and
electronic reproduction. The number dimension differ-
entiates between reflective acrivities undertalen by indi-
viduals and groups. Though the majority of means are
used with individuals, corporate reflection is both a pos-
sible and a potentially powerful means of improving
professional practice. Locus of inidation is another
dimension on which means and their uses vary. Some
means are completely self-initiated, while others are sug-
gested, structured and facilitated by external agents, The
reality dimension differentiates berween means which
focus on events in actual professional practice that have
real outcomes for both the practitioner and clients, and
those which focus on contrived events such as simula-
tions and role plays. Contrived settings are “safer” learn-

" Ing situations because they buffer both professionals and
clients from real consequences, while the professional is
in the awkward position of unlearning oid and learning
new ways of acting. But means that use contrived sirua.
tions lack the complexity and importance of real profes-
sivnal events,

Osterman has more fully described the relationship
berween reflection and Kolb's {1984) four sequential
stages of experiential learning: concrete experience,
observation and reflection, formation of abstract con-
cepts or generalizations, and active experimentarion.
The means described here key in at different stages of
the sequence. Some begin with reflection on prior expe-
rience, others begin with the generation of experience
itself,

Finally, though not a dimension like the others, the
cxamples [ use are drawn from numerous flelds and
from various levels of professional practice: teacher

preparation, supervision and staff development, admin-
istrator preparation, medical and higher educarion.

A Catalogue of Means

Wriming

Writing is a powerful medium for learning, and a pow-
erful means of facilitating reflection-on-action, Emig
(1977} described the uniqueness of writing hoth as a
language process and as a learning mode, by differenti-
ating it from listening, ralking, and reading. Writing is
both process and product. As a learning activity it is
simuftaﬂﬁausly enactive (hand}, iconic {eve), and sym-
bolic (brain) in nature. Thus, both right and left sides of
the brain ate engaged in integrative reinforcement,
Writing is self-produced feedback, available for immedi-
ate review and re-evaluation, and, because of jts slower
and self-regulating pace, it allows for a moving back and
forth among past, present, and future. Writing, as a
product, leaves a trail of the evolution of ideas as » form
of long-term feedback. It is an active, engaging, and per-
sonal process,

Put in differenr terms, writing is often a reflective
process in itself We often pause, cycle back, reread and
rethink the very descriptions and ideas we are in the
process of formulating and inscribing. We also capture
our thought processes in a product to which we can later
TeLturn 1o reassess, search for options, and plan for the
future. When writing is done by the one reflecting, it
also provides a durable self-perspective on events that
can then be compared with perspectives, generated in
other ways on the same events.

JOURNALS

Adaptable in form and purpose, journals as a means of
learning and reflection have both a long history and 2
strong set of contemporary advocates (Fulvriler, 1987).
Barnett and Brill (19893, for example, nse two kinds of
journals in their principal preparation program. The
“daily” journal is a running account of important events
and interactions of concern 1o people—administrators,
teachers, students, and parents—in internship settings.
This journal is used, in part, to help aspiring principals
o acquire an administrazive and leadership perspective
on events as they seek to shift roles from reacher ro prini-
cipal. Interns chronicle whar they “see” or artend 1o
{and, by absence, whar they don't see) as they go abouz
learning activities. The daily journal is used extensively
in teacher and administrator preparation, especially in
conjuncrion with the elinical elements of student teach-
ing and administrative internship. Dama in these records
are available for reflection in a wide variety of ways. The
journaiist may search for patterns and meaning alone, or
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may be aided by ourside readers such as fellow interns,
mentors, or professors.

A “critical incident” journal is more focused and struc-
tured than the free flowing daily variety. Here, selected
important experiences are documented in detail,
Barnert and Brill provide their students with 2 common
formar: (1} a brief summary description, {2) important
questions generated by the event, (3) a list of new jargon
or concepts, (4) subjective reactions to the incident, {3)
a description of what they learned and how it might
alter their furure responses (1989, p. 10). The reflective
nature of this form of journal needs no elahorarion.

Patricia Schrouck (1988) uses another vatiation called
the “learning journal” in a preparatory program for
school superintendents, This is 2 loosely seructured jour-
nal for focusing thoughrs about practice. She reads the
contents periodically, and she expects them ro provide
the focus of some class discussions. Schmuck views these
journals as “a particularly valuable reflective tool for stu-
dents finding their voices™ {p. 11}

Another form of journal thar T use in the classroom
might be termed “stop action.” Action is ficerajly
stopped at various poines during role plays or simula-
tions, and students are asked to reflect on whar has just
transpired, and to write notes o themselves, Prior 1o 2
role play, for example, they record their intentions for
action, what they wish to accomplish and by what
means. Often, at the conclusion of the role play and
before discussion of any kind, we swop to jot reflecrions
on behavior in relation to inzention. Sometimes the
reflection time is after discussion; sometimes it is both
before and after discussion. The “stop action” form of
journal “models” and legitimates time for reflection,
making it as important as traditional sharing through
discussion.

Case Recorbps

Building cn earlier work by Silver (1986}, Osterman, at
The Silver Center for Reflective Principals, Hofstra
University, uses case records as'a means for improving
the reflective capacity of elementary and secondary prin-
cipals.” Writing 2 case record is a structured activity to
support reflection-on-action. Principals choose prob-
lemaric situations, either resolved or still in process, and
describe them on case record forms. The record includes
responses to basic questions: What is the nature of the
problem? Whar alrernatives did you consider? Whar did
you hope to accomplish? What acrion did you take?
What were the results of your acrions? How would you
evaluare the process? In reviewing your actions, what are
your reflections, insights or conclusions?
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The basic reflective value of wiiting is incorporated in
producing the case record. Once the record Is compler-
ed, there are a number of further uses thar may spur
reflection. Records may be shared and discussed wizh
other principals or used as a vehicles for rcﬂecticn_ in
administrative internships with mentors or professors,
Sharing with others who are en countering the same gen-
eral types of problems is especially powerful. Purther, as
the Silver Center collects and files case records from a
national constituency, it will be possible for individuals
o receive packages of records on the same issue,
Muldple cases should expand the number of available
alternative approaches for an individual 1o consider, The
Silver Center has also received a grant ro pilot a com-
puter nerwork o interconnecr selected Long Island
principals and the university. The written nature, of
both the cases and other communications in response o
themn, results in products of a lasting narure which are
available for a wider audience than typical phone con-
versations among administrators.

Though Osterman is concentrating on the principal’s
role and its associated problems, it is easy 1o adapt the
case record o any role, for example, teacher, chairper-
son, college administrator. The case record approach
might be thought of as a structured form of critical inci-
dent journal.

CONTRIVED SITUATIONS

This group of means includes case studies, role plays,
simulations, and such specialized applications as
micro-teaching. All of these are contrived in the sense
thar they lack che major dimensions of real professional
practice, typically real outcomes for the client, or real
professional responsibility for the pracriticner. They also
vary along a dimension of thinking through doing. Case
studies generally provide a basis for examining muldple
options for behavior and stating what one “would do” or
“wants to do” in the siruarion, Simulations, role plays,
and micro-teaching require one to put the “want to dos”
to some form of action test. All forms of contrived siru-
ations lack the complexity of actsal practice situations, -
however, they do have the advantages of being flexible,
adapiable o classroom and laboratery settings, and able
to generate public data available ro a whole group.

Case studies and simulations are available from a num-
ber of sources. For administrative preparation, the
University Council for Educarional Administration has
sets of materials for various roles in several kinds of
school districts. The Kenaedy School of Management at
Harvard has also developed 2 number of cases applica-
bie o administrative preparation. Role plays may be run
off these or similar marerials by having them acred our
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in class. The actual experiences of students also provide
a rich and motivating basis for developing role plays.
The case records previously described, for examnple, may
be converted into role plays by simply using the stare-
ment of the problem and a bit of extended background
marerial,

Contrived situations are not of themselves reflective
vehicles. Some use them o demonstrate 2 one “right
answer,” others as opportunities to reflect. For reflective
purposes these situations allow for generation of hehav-
ior, which the actor may then process either alone or
with the support and help of others. T make broad use
of contrived situations when working with students 1o
test their educational and administrarive platforms.
What participants actually do in the simulations or role
plays contains elements of their theory-in-use, They can
then compare what they did to the espoused theory con-
tained in the platform. As an instruceor, 1 find it mose
important to provide a structure that facilitates feedback
from other participants to the central acror. What the
actor needs for reflection is descriptive reporis of how
his or her actions were experienced by others, the our-
comes produced in others, and his or her intentions as
the others experienced them. These are grist for reflec-
tion. Telling the actor how to behave differently destroys
the passibility for reflection. The instructor has 2 very
important role in guiding the use of contrived activities,
Simply “throwing out” a case or role play for students
“ro kick around” is counterproductive 1o reflection,
because the typical response is to tell the actor how ta do
it better,

Bruce Barnert, in an Indiana University principal prepa-
ration program, makes similar use of contrived sicua-
tions (Barnett & Brill, 1989). In addition, he has stu-
dents reflect upon and chare their behaviors relative to 2
set of skills that were advanced by the National
Association of Secondary School Principals as criteria
for identifying administrative candidates. This reflection
provides aspirants with a comparison of their actions
with the expectations advanced by their professional
association. Disczepancies indicate aceas for work: Barry
Jentz, in workshaps on “How to Tell People Things
They Don’t Want to Hear,” videotapes short role plays.2
The two-person contrived situarions run from only thir-
% seconds 10 a minute, bur provide powerful dara for
reflection by the participant and observers.

Donald Cruickshank at Ohio State University has, over
the past ten or more years, developed a system of simu-
lated teaching for the preservice education of zeachers,
Termed “reflective teaching,” his goal is 10 prepare
reachers who are “students” {1987). He divides clagses

into groups of four 1o six with each individual playing,
in rotation, the roles of teacher and learner/feedback
agent. The designated teachers prepare and teach a 10-
10 15-minute “common reflective -teaching lesson,”
knowing that the learner’s achievement outcomes and
satisfaction levels will be assessed on standard feedback
instruments at the conclusion of the lesson.
Achievement outcomes and satisfaction feedback are
then shared in a small group discussion guided by struc-
tured questions. Sample questions include: Whar does
the group believe contribured most to achievement and
satisfaction? What does the group believe got in the way
of achievement and satisfacrion? What did you learn or
recall about effective teaching and learning? After 15
minutes of discussion, the small groups are all brought
together, and the instrucror leads a cross-group discus-
sion with questions eliciting descriptions, for example;
What happened that facilitated leatning and satisfac-
tion? Students play the role of teacher at least once, and
play that of learner several times. One cyele of reflective
teaching takes from 60 o 75 minutes.

In research on this structure for developing reflection on
reaching, students who were engaged in the process pro-
duced proportionately more analytical statements abour
teaching and learning than did a control group
(Cruickshank, Kennedy, Williams, Holton, & Fay,
1981). The basic structure of Cruickshank’s simulated
activity has transfer potential to other areas, such as
supervisory conferences and administrazor mestings
with parents.

INSTRUMENT FeEEDBACK

Standard diagnostic, counseling, and even research
instruments may be of tremendous value in sparking the
“surprises” which lead 1o significant reflection, or in
providing analytical categories for reflection on ane’s
theory-in-use. I have found that the Myers-Briggs Type
Indicaror {Myers & McCauiley, 1985) provides broad,
meaningful, and helpful feedback to students engaged
in the platform writing and testing process. This instru-
ment, based on Jungian conceprs, provides informarion
on how the individual tends to process information,
focus attention, and come o decisions. Further, it focus-
& on an individual’s strengths. It is used widely in coun-
seling high school, liberal arts, theological, business, and
nursing students, and for enhancing work groups in cor-
porate, university; and social service agencies,

Since administrators work in ambiguous circumstances,
[ also use feedback from a rolerances intolerance of
ambiguity scale (Budner, 1962) 1o provide aspirants, or
practicing administrators or supervisors, with daza use-
ful for reflecting on their actions and comfore fevels in
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various situations, Barnew and Brill (1989) use Kolb's
(1985) Learning Style Inventory o give their princi-
pal-preparation students information about the particu~
lar stages of experiential learning they are most likely to
employ. Craickshank (1987) suggests using varicus
classroom observation instruments (Simon & Bover,
1967, 1969, 1970; Flanders, 1970) as aids to reflection
for students in teacher preparation. These are but a few
examples of instruments that are useful to facilirate indi-
vidual reflection. At the corporate level, many of the
survey feedback methods associated with organizational
development may be used for group reflection.
Schmuck and Runkels’ Handbook for Organizational
Development in Schools (1972) is an excellent source of
such instruments.

ELecTrONiC FEEDBACK

Tape and video recorders provide complete and
repiayable records of events for reflection-on-action.
Although tape recorders are limited to audio data, they
produce complete records that are inexpensive, readily
available, relatively unobtrusive, and that can be operat-
ed by the individual seeking the data or by others. Audio
tapes are easy 1o reproduce, take home, and can even be
played while commuting to work.

Teachers at all levels may tape their classes, supervisots
may tape their pre- and post-conferences, principals
may tape their opening day speeches, and leaders may
tape their meetings. In organizational development
work, I have used tapes of meeting interactions both for
my own reflection, and for that of individuals and
groups. Others have used raped “self-talk™ as “electronic
journals,” in ways similar to those outlined in a previous
section. Though ot as inherently reflective 2 means as
writing, talking to yourself on tape makes explicit what
might otherwise remain tacit,

Videotape is the most complete means available for cap-
turing events for [ater reflection-on-acrion. The poten-
tial power of video as a reflective medium was iliustrat-
ed bya conversation with'a new graduate dean who had
the familiar problem of a tenured, highly reputed facul-
&y, many of whom taught miserably. He was able to con-
vince 3 number of faculty members to be videoraped in
the classroom, and promised thar the tapes were for
their eyes only. He kept his word. The simple act of
observing their own teaching apparently raised suffi-
cient dissonance berween the way they thought of them-
selves as professors and what they saw, that it motivared
sorne of them to improve. Student evaluations also indi-
cared this improvement.

Allan MacKinnon (1989} described the use of video-
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tapes of student groups engaged in science labs as 2 hasis
for student-teacher supervision in a reflective teaching
practicum. In this case, his reflective goal was to make 2
‘conceptual move” in the interpreration of classroom
events, from a student-teacher perspective to a student
perspective. The video data provided both the com-
pleteness and the replay capability that enabled the
teachers to appreciate the reasonableness’ of the pupils’
ideas” {p. 3).

Marina Hewson et. al. (1989) used videotape as a major
source of behavioral data 1o assist medical educators—
attending physicians—reflect on their clinical teaching
of residents. Staffing sessions in which the physician
worked with residents were regularly taped. The physi-
cian also received resident feedback from a paper and
pencil inventory on clinical teaching behaviors. From
these data, the educational supervisor negotiated with
the physician to concentrate on selected clinical teach-
ing behaviors. The supervisor and physician then
viewed the videotape together. The tape review was the
process through which the physician was able to indi-
cate dissatisfaction or “provocative dissonance” with his
or her clinical teaching behavior. Reflection was facili-
tated, and with the help of the supervisor in the role of
“coach,” the physician could reframe the teaching event
and make plans for improved practice, The three roles in
the medical education illustration are paralle] to stan-
dard supervisor, teacher, and student roles in K-12 edu
cation. Videotape is also frequently used in microteach-
ing laboratories. One major difference between this and
the medical example is that, in the former the tape is a
“real” sivuation, whereas in microteaching the siruation
contains both real and contrived elements.

The field of clinical psychology has tradirionally used
videotapes of therapy sessions for reflection and
improvement of practice. When tapes are viewed by a
group, the emphasis is on reframing or reconceptualiz-
ing the problemadic situation being observed, rather
than on criticizing the actions of the pracritioner. The
description in the fast article in this issue, of the power
of videotape for moving a collaborative group forward
with individual and corporate reflection, is a graphic
and concrete example of the importance of moving this
older tradition of learning and problem solving into
educadon.

Though it produces rich and completely objective {or
“ronfiltered”) dara, videotaping has drawbacks.
Although the equipment is growing increasingly light
and compact, it is still cumbersome coempared to a small
audio tape recorder. Its presence is mote obtrusive, at
least originally, and may affect behavior more than a
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tape recorder. And if any focal movements are required,
another person is needed o operate the equipment.

MEeTaPHOR

Metaphor is a human construction created as part of the
fundamental drive to name, categorize, and give mean-
ing 1o the events of life (Bowers, 1980). For teachers and
administraters working in complex, pluralistic, and
ambiguous work environments, metaphor is one means
of creating and clarifying personal meaning amidst mul-
tiple values, claims, and pressures  (Provenzo,
McCloskey, Kortkamp, & Cohn, 1989). As such,
metaphor is 2 powerful and flexible means for reflection,

Larry Wells, social studies teacher ar Hillshoro High
School, Missouri, developed the following extended
metaphor in reflecting upon his teaching style and con-
trasting it with thar of a colleague:

I'have a colleague who teaches as though ha's
on the Delta Gueen [a paddie wheel riverboat]
and we're all sitting here on the Delta Queen.
He's got a microphone in his hand, and he's
talking about over here is this and over there is
that, and everybody's jugt sitting there Inoking
back and forth. When | think of mysetf, and |
hope—you know | don't always do this—-my kids
are in the canoe, and they're coming down the
stream, and we go along the routes where if's
somewhat wavy, and we go along the rapids,
and they furn over sometimes. You've got o lat
them turn aver and get wet and paddle back
upstream somefimes, go back through 1 littie
obstacle here, but aiong the way, they're going
to experience that river so much more than
somebody who's on the Delta Queen, who's just
fistening (Cohn, Kottkamp & Provenzo, 1987, p.
135).

Wells' metaphor helps him to categorize and artach
meaning to his particular style and intent in teaching,

and to contrast it with the other styles and intentions -

which some of his colleagues pursue, It also provides
him with a basis w0 reflect on whether his teaching
behavior has been congruent with his intention in 2 par-
ticular lesson. In describing his metaphor we also see an
instance of reflection-in-scrion. When he stated, “you
know I don't always do this,” he is showing awareness of
the discrepancies between some of his teaching and his
intentions. Though elicited through an interview, Wells
metaphor was selflinitiared. Supervisors of student
eachers, inservice reachers, or administrative interns
might also ask their supervisees ro develop their own

general metaphoss of reaching or administration, or
metaphors for particular lessons or administrative aces,

Several years ago, I asked a docroral student whom I
believed o be an effective high school principal whether
he used any metaphors to guide his work. “Yes,” he
responded enthusiastically, “I am Caprain Kirk of the
Starship Enterprise!” He went on to unpack his mean-
ings taken from the metaphor. Like the Caprain, he was
ultimarely and completely responsible for the overall
safety, welfare, and achievements of his organization,
Like Kick with his crew of Scotty, Mr. Spock and others,
he too had 2 number of competent and motivazed
teachers, administrators, and non-certified personnel—
all specialists in one work area or anothes—og whom he
could rely for the specifics of rask accomplishment, but
it was his responsibility to keep them al] working with-
in the larger picrure and design of the Enterprise. He
alone was responsible for communicating the vision of
that mission to the adults and students, and for seeing
that the school was moving toward the mission in a bal-
anced way.

For this principal, the Captain Kirk metaphor was a
highly packed, shorthand set of meanings about his
work, His metaphor was a basis for reflection. Tt was a
readily available image, useful in maintaining balance
and purposeful direction in the daily fray of administra-
tion, the activities of which are frequently characterized
in terms of brevity, variety, and fragmentation {Peterson,

19773,

Reflecting on the metaphor helped him to “keep his
head straight” when he was deciding whether to defe-
gaie a task or do it himself, when weighing organiza-
tonal versus individual interest or welfare, and when

deciding what the “big issues” worthy of greater reflec- -

tion are, among the myriad issues presenting themselves
to him in the course of the day. The metaphor was his,
not something imposed externally. Its creation and elah.
oration no doubt arcse from g series of reflective acrs,
and it provided him with a basis for continuing aces of
reflection-on-action and sefleciion-in- -action.

Several other examples suggest how external agents may
help actors © create metaphors as 2 means to initiace
and continue reflection. Helen B. Regan (1989) feports
using metaphor during a rrust building session on a
project in which she was atempting to gain commit-
ment from several schools to join a year-long
teacher-principal colizborative leadership project. She
asked each participant to describe 2 metaphor for his or
her school. The metaphors of two principals were
offered as examples:

L
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My school is a hot air balloon concealed in a
large box with an open top. It is astually guite
coforful, but no one can see that because of the
box. The balloon is not tethered, but it does not
take off because the basket is filed with bricks, |
see myself having just scrambled on board and
struggling to throw out the bricks. | want the bal-
loon fo take off so everyone can appreciaie the
beauty of its colors, but the bricks are very
heavy, I'm going to have a hard time throwing
them out myself.

My schoot is an exuberant marching band. It's
playing enthusiastically and marching off up a
hifl. Everyone has on a colorful uniform. But the
uniforms are a fittle askew and the players are
not all together, m up on the hill watching and |
cant decide what to do. If 'm the band leader
maybe ! should get out in front and set the
tempo and the direction for the march. But |
can't see them when I'm in front, and | worry
that 1l lose touch with their talent and enthusi-
asm. Maybe | could be more effective coordinat-
ing things from the top of the hill, but I'm not
sure how to get my message across from that
spot {Regan, 1989, pp. 5-6),

The Caprain Kirk, hot air balloon, and marching band
metaphors are all from high school principals, but they
might just as easily have come from elementary teachers
or university department chairpersons. In fact, though
she does not describe them, Regan had each of the six or
seven teachers who accompanied the principals produce
their own metaphors for the school. Considered pri-
vately, each metaphor contains tremendous potential to
spark and continue reflection, bur shared publicly the
various metaphors, with her rich and muitiple images
for the same school, provide both 2 powerfid and moti-
vating basis for corporate reflection, and a potentiaf for
investigating and initiating collaborative leadetship and
decision making. Consider the possibilities, for

instance, of requesting each member of an elementary,

secondary, or university department 1o bring a
metaphor of the group 1o its next meeting as a spark for
reflection about goals, or new directions, or improved
processes of working together.

Gray and Deal (1982) recorded vet another use of
metaphor 0 spark reflection in a corporate setting. ln
this case, the goal was the initiation of schoo! improve-
ment projects in several South Bronx elementary
scheols. As external organizarional development agents,

ray and Deal wanted 1o move the schools to 2 position

of being self-critical and selt-developing arganizations.
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Their primary means for the development process was
metaphor, in this instance, the relling of multiple stories
from the perspectives of many roles—principal, teach-
ers, paraprofessionals, parents, and studens. Through a
structured process of telling and listening to the specific
metaphors in various stories (e.g. “our collective experi-
ence is like that of a tribe of wanderers lost in a deep
jungle where a few have survival skills and many are near
panic” and “our collective experience reminds me of an
orchestra with no string section and two trumpezers
plotting w0 destroy the conducror® (Gray and Deal,
1982, p. 7}, the various role groups in the two schools
began 1o forge a “functional we.” The functional we is
the analag of the “I” in persenality strucrure; it is a set
of meanings shared by all groups, in a developing com-
munity of perspective and interest, rather that in isolat-
ed role groups with their own dissimilar and
conflict-laden stories. The functional we is forged
through the process of reflecting on  multiple
metaphors, and it becomes "2 self-conscious place from
which action is contemplated and initiared” (Gray &
Deal, 1982, p. 5). In one school the funcrional we
emerged easily; in the other it was a struggle, In the sec-
ond case, the group struggle finally produced a
metaphor of the school as “centerless.” In reflecting on
the metaphor, someone finally blurted our: “The prin-
cipal doesn’t lead!” The taboo was broken, The princi-
pal indicated a reluctance to dominate, and had no idea
that they perceived this as 2 leadership vacuum; he
expressed willingness to reexamine his leadership style.
Silence wrned to energy, and the process of developing
common meaning began in earnest,

Philosopher Paul Ricoeur {1977) argues that metaphor
enables an individual to describe discrepancies between
the experienced and the expected, to make explicit the
pluralistic meanings and values in a situation, and to
create new understandings in thar situation. All three
attribues of metaphor make it a powerful, flexible, and
useful means for reflection among professional practi-
tioners. Educators seem to use a profusion of metaphors
(see for example, Provenzo, et. al,, 1989). They are ready -
grist for reflection, when we consciously arrend to our
own creations. And in the role of facilitazor of reflection
far others, metaphor is a means readily avaitable,

PLATFORMS

Writing and testing an educational or administrative
platform is a process drawn dizectly from Argyris and
Schéns Theory in Practice {1974}, Some conceprual
background is needed before describing 2 platform
development process. Argyris and Schén differentiare
betwesn an actor’s “espoused theory” and an acror’s
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“theory-in-use.” The espoused theory conrains the
beliefs, values, and assumprions concerning action that
he or she can make explicit. It is a public statement of
intention. The theory-in-use, on the other hand, is a set
of beliefs, values, and assumptions that acrually guides
observable action. It is often tacit; that is, the actor js
often unable to state explicitly the beliefs, values, and
assumptions underlying his or her actual behavior, even
though this underlying theory-in-use results in relative-
ly consistent behavior. The relationship berween
espoused theory and theory-in-use is the relationship
between a stated intention and an action’s result.
Intention and action may be either congruous or incon-
gruous. Awareness of incongruity berween whar an
individual espouses and what ke or she does is one of the
strongest motivations for personal change (Zaltman,
Florio, & Sikorski, 1977). In order to release the poten-
tial for change inherent in the realization of a discrep-
ancy between one’s intent and result, the tacit aspects of
the theory-in-use must be made explicit. It is here that
reflection entess. Through reflection on such discrepan-
cies, and with the help of others supplying dara and
feedback, it is possible to mave the theory-in-action
from the rtacit 1o the explicic realm. Only when that
which actually guides an acror’s behavior is made explic-
itly available to him or her is there potential for behav-
ioral change.

A platform is one’s espoused theory, one’s stared beljefs
and assumptions for guiding professional practice, or
more colloquially, one’s philosophy of education or
administration (Kortkamp, 1982; Sergiovanni &
Starrcart, 1983). Writing a platform engages the author
in a reflective process. In my experience, few teachers or
administrarors, even those with many yeass of practice,
have ever pur themselves though the disciplined and dif-
ficuls process of reflecting upon and recording the
assumpeions and beliefs that guide their professional
intentions. If wakeh seriously, writing a platform is
tough, but rewarding, work.

Experienced professionals, in my experience, often feel 2
great sense of inadequacy; embarrassment; confusion, or
other negative emotional states. They ofien request a
structure to facilitate their struggles to think and write.
Sergiovanni and Starrart {1983) suggested ten educa-
tional issues to be addressed in a platform, for example:
the aims of education, the image of the learner, the value
of the cusriculum, the image of the reacher, and the pre-
ferred reacher-student relationship. For supervisers, they
suggested two additional issues: the purpose of supervi-
sion, and the preferred pracess of supervision. Barner
and Brill (1989) in their work with aspiring principals
suggested that administrative platforms be wrirten in

relationship to seven elements of an instructional lead-
ership model (Bosserr, Dwyer, Rowan, & Lee, 198723
personal, district, and external characteristics, principal
management behavior, school climate, instrucrional
organization, and student learning, My own preference
is to suggest possible issues as a provisional structure,
bur also to encourage students to develop platforms thar
authentically represent themselves, rather than having
them adhere to a particular theory or authority. I usual-
ly have students write both a preliminary platform and
then a revised version. Many stay close to 2 model like
Serglovanni and Starratt’s in the initial attempt, but pro-
duce more personal and honest statements in the revi-
sion. If the platform is to be tested for discrepancies
with acrual performance, it is important thar it truly
represent the individual, including both the major issues
focused upon and those ignored.

Platform writing is facilitated by structgring Hime for
students to discuss in small groups their feelings stares,
as well as the content of their work, {The incredible
power of emotions unleashed during the analytic exam-
ination of one’s professional activity is vividly described
by Teresa Curtis and Kathryn Zietlow in the last article
of this issue.) Once their platforms are written, I ask
them to respond to the work of the others in their
group, according to a tight structure. First, they look for
internal logical consistency and inconsistency among
the parts. Second, they state any assumptions which
seem to underlie the plazform, or its parts, which the
author has not explicitly identified. As instructor, I do
not grade them, bur I respond to all platforms accord-
ing to exactly the same criteria. The point of the feed-
back is to provide each individual with informarion thar
is useful for and likely to help trigger reflection abour
the platform. All responses are 0 be descriptive rather
than judgmental—a point discussed at length at the end
of this article. When students wanr to praise, argue
with, or give advice to a colleague, they are asked to sti-
fle the urge to do so. Rather, I ask them to wse their
desire to criticize and advise as information to reflect
about themselves. Judgments they make abaur orhers—
if viewed as mirrors—are really statements abour their
own beliefs, values and assumprions. They are requested
to record these stiffed judgments in their own journals
as grist for their own reflection. Students find thar
remaining descriptive is very difficulr, they gain insight
when they have managed to do it.

Once the platform is formulated, even in a prelimirary
stage, it may become a vehicle for reflection on the con-
gruity or incongruity berween espoused theory and the-
ory-in-use, between intention and action, or between
what I say and whar I do.” Whar is required for this
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stage of reflection is a number of “tests,” thar is, seg-
ments of professional action which can be compared
with the platform. These tests may be generated in a
wide variery of ways, They can come from acrual daily
practice, events in an internship, behavior in a small
group during class, or contrived situations like role
plays.  Reflection  on  intention/action  or
platform/behavior relationships may be greatly facilicat-
ed by descriptive data from external sources. Such
sources include electronically reproduced playbacks of
events, structured feedback in the form of instruments,
and the many varieties of feedback from other persons
who witness or feel the effects of the action, such as role
play participants, mentors, internship supervisors, and
reflective interviewers, When the source of feedback is
another human being, it is difficult, bur important, to
remain descriptive. After a role play; for example, the
important information needed by the central acror to
spark reflection often includes descriptions of what oth-
ers perceived the outcome ro be and descriptions of their
emotional states during and after the events. This is the
kind of information the actor needs to make 2
self-assessment about whether the intent of the action
was accomplished, and if not, why. What actors do not
need from others—role play participants or omniscient
instructors—is advice. Advice, judgment, so-called con-
structive criticism, and praise all inhibit reflection, as
will be explained below:

The platform writing and testing sequence may be used
broadly; and in imaginative ways. Several of my former
administrative students have adapted these ideas as a
basis for supervising new teachers. Novices write plat-
forms, which are then tested through frequent and comm-
plete cycles of clinical supervision. Others, as chairper-
sons, encouraged- department members to write and to
share platforms as a means of working toward better def.
inition of the department’s goals and vision. In all such
cases, collaborative action was a goal and the former
student initiated work with subordinartes or colleagues
by openly sharing his or her platform first.

SHADOWING AND REFLECTIVE INTERVIEWING

Shadowing and reflective interviewing are a pair of
means for encouraging reflection among practicing
administrarors developed by Bruce Barnett and his col
leagues a2t the Far West Laboratory. These processes
emerged from research that was conducted on the
instructional management of principals, (Dwyer, Lee,
Rowan, & Bossert, 1983) in which the subjects of the
tesearch reported that they liked being followed around
and later inrerviewed by the researchers, because it
reduced their sense of isolation, gave them someone
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with whom to discuss their daily work, and helped them
to think abour their own acrions. Shadowing and reflec-
tive interviewing were then developed as cenrral com-
ponents of the Labs peer-assisted leadership (PAL)
Program (Barnere, 1985, 1987).

Shadowing and reflective interviewing were developed
for paits of practicing principals. Bur, when Barnetr
moved to a univessity position, he adapted the process
to pairs of mentors and principal-preparation students
(Barnetr & Brill, 1989). Shadowing consists of one of
the members following the other through at least four
hours of typical administrative practice. The shadower
takes accurate, specific, and descriptive notes. Later, the
shadower conducrs a reflective interview of ar least one
hour by asking questions based on the data recorded
during the shadowing. The purpose of the interview is
to help clarify the intent, meaning, and outcomes of the
partner's actions. The partners then switch roles; the
shadower is shadowed, and then interviewed.

The process sounds easy, bur the skills, orientations,
beliefs, and level of rrust necessary for the process to
yield worthwhile results takes considerable time and
concentrated effort. Tn the original formar, the principal
paizs went through six full-day workshops spaced at
six-week intervals. However, the process is reparted to
facilitate reflection in both roles. The one being shad-
owed receives release from isolation, deseriptive data on
his or her actions, and non-threarening questions
designed to spark reflection. The shadowing partner
recetves release from isolation, and the opportunity to
observe a peer in action over a prolonged period. The
recording and reviewing of data 1o develop interview
questions, as well as the interview process iself, also
sparks reflection for the shadower (Barnert, 1987).

In the original PAL program, the PaLtners went on o
additional stages of work. Fach learned to cluster shad-
owing data by themes, and from these they constructed
a model of observed professional practice for the part-
ner. Though Barnerts original work did nor include
platform writing and testing; it is easy to sée the parallel
between the models of pracrice presented to partners
and the depictions of theory-in-use as constructed over
considerable observation dme by 2 trusted 2nd helpful
sutside agen,

Mixes anp Marcuss

Although presented as relatively distince, the various
means for reflection may be, and have been, combined
to increase and reinforce their individual values.
Hewson and colleagues (1989), in helping atrending
physicians 1o reflect upon their clinical reaching, com-
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bined feedback from a standard instrument on clinical
teaching, videotape of the teaching, and a process simi-
lar to reflective interviewing. Videotaping, rather than
kuman observing and describing, is used as 2 means of
data. In the medical education situation, videotape may
be used because the subject is relatively stationary. Bur
videotape is not well suited 1o gathering datz on the “on
the go” practice of principals, hence the urility of shad-
owing.

My work with platforms incorporates journals, con-
trived situations, case records, and instrument feedback.
Barnett and Briil (1989), ina recently developed princi-
pal-preparation program at Indiana University, com-
bined PAL shadowing and reflective interviewing
processes with simulations, journal writing, a frame-
work of instructional leadership, and platform develop-
ment in the context of a cohort of students who remain
together for their entire preparation program. The pos-
sibilities of combining and interweaving means of facil-
itating reflection are limited only by imagination.

A Caution on Helping Others
to Reflect

All approaches to reflection as a vehicle for improving
professional practice are based on a typically unstated
assumption: The practitioner is in total conrrol of decid-
ing whether to reflect, and, as a result, whether and how
to change his or her practice. We cannot reflect for any-
one else. We cannot force anyone else to change behav-
ior through reflection. Thus, although reflection is a
powerful means for improving the practice of those who
desire to do so, ir is not a panacea. We cannor use it to
change the recalcitrant, the malicious, the unmotivated,
or those who have given up all hope.

Having made clear the assumption about locus of con-
uol over reflection itself, it is still true that, in many of
the applications discussed in this article, another person
helps the one who reflecss by setting conditions o struc-
wre  and by providing data necessary  for

reflection-on-action to occur. This exrernal helping rela-

tionship is, for example, almost universally the case in
teacher and administrator preparation programs. As
helpers and dara providers we can never guarantee that
ceflection will oceus, but it is almost cerrain that we can
prevent it from occurring. How we “help” conditions
whether or not we really do help.

Communication is the central issue in helping., The
prnciple is simple. We must communicare using
descriptions and refrain from using prescriptions. Bur
actually doing this is very difficult, and, for mast of us

it requires a great deal of reflection-on- and

reflection-in-acrion.

Descriptions are communications that carry messages of
fact. They are about whar “is” or “was.” Though not
always completely “scientific,” a descriptive communi-
cation contins a message that most reasonable people
could came to consensus abour. In transactional analy-
sis terms, descriptions are “adule messages” (Berne,
1964). The ultimate in usefud, descriptive messages for
reflection are video or audio tape recardings, These are
objective records of actions in replayable form. They are
not filtered by human beings, However, once we begin
to talk about the tape with the one attempring to reflect,
we can either communicate descriptively or lapse into
prescriptive communication.

Prescriptions are communications that carry messages of
evaluation. They can be straightforward evaluations in
the form of judgments of good or bad, beauriful or ugly,
excellent or poor, right or wrong. They can be stightly
more oblique evaluations, in the form of “you
should...” or “you ought to...” In transactional analysis
terms, these are “critical parent messages” (Berne,
1964). Prescriptions can also be evaluative messages
containing untested assumptions abour the motivation
of another person, for example, “You were making
excuses to the student about...” In alf cases the sender
of the prescription is deciding something for or about
the receiver. The prescriber is in one form or another
taking a superior stance, telling the other whar 1o do,
king the responsibility for creating meaning, and
deciding on behavior change for the actor.

Prescriptions result in “defensive communication”
(Gibb, 1961), and a reduction in trust and openness,
‘They are heard as: “Defend yourselfl” On receiving a
prescription, the listener stops listening, stops attending
to data such as a videotape, and prepares a retort of
defense. For example, “You ought ro...” typically elicits
the response, “But you don’t understand. If you were in
this situation...” “You were making excuses...” may
elicit result, “I wasn't making excuses...” When in fact,
the. person may have been making excuses: Burt, in-
reflection a selfimade conclusion to thar effect is
required. If the external “helper” makes the conclusion
and presents it prescriptively, the possibilicy of the actor
reaching that conclusion him or herself all bur svapa-
rates. The result is the same even when the prescription
is “positive,” a5 is forcefully illustrated by Teresa Curtis
in the last article of this issue. In explaining why she was
able to change her auirudes, beliefs, and behaviors
through a collaborative refiection project, she cires the
noncritical. non-judgmennl climate estzblished. She
concludes: “But we were also not praised. We really had
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w draw on what we believed in individually and 1o
make decisions. It had 10 come from within® {emphasis
added). Prescription of any kind, even the positive sort,
stops reflection and absolves the actor of responsibility.

The descriptive versus prescriptive issue is well flustrar.
ed in the history of clinical supervision. As originally
conceprualized, clinical supervision is a premtier oppor-
wnity for reflection. In the pre-conference the teacher
and supervisor decide on the focus; thar is, they decide
what kind of data the supervisor is o collect. In the
pose-conference the supervisor presents data; thar is, he
describes to the teacher what was seen, so that he or she
tmay come t conclusions about whar happened and
what to do abour it. Prescriprion plays little or no role
in the process. As practiced, “clinical supervision” bears
little resemblance to the original ideas. The pre-confer-
ence is often not held; instead, the supervisor makes a
unilateral evaluation about whar is important o exam-
ine. Further, the post-conference frequendly consists
entirely of prescription, and, even where description is
included, prescriptions must be delivered in the end,
because of state or district mandates. Evaluation, which
is what “clinical” has become, almost completely pre-
cludes the probability of real reflection on practice. The
teacher simply doesn’t listen, much less reflect.

The dominant and persistent use of prescriptive lan-
guage by supervisors has been documented. It has ako
been shown thar supervisors can learn to become more
descriptive, but it is a process that requires months of
concentrated work—nor a one day shot (Johnston,
1985}, The problem appears to be ar least rwo-fold,
First, we are so practiced in delivering prescriptions in
our roles as teachers, administrators, professors, and par-
ents, and so supported in our belief that this is what we
are supposed to'do, that we literally lack another image
of how we might behave. Second, to suspend prescrib-
ing Is to give up the assumption that others will change
because we tell them to, and o adopt the assumpron
thar real change is controlled by the one acting,

This description “tuff” is tough to accept and tougher
to act on. When I work with students in the platform
sequence, we spenid more time on providing descriptive
feedback than any ocher single issue. It is tough to learn
to be a mirror for someane else, when we are so used to
being the authority and the one with answers. It is
rough, but it is central wo establishing the kind of caring,
collaborative, open, trusting, participarory serring
described by Osterman as essential to nourishing reflec-
tive practice.
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Nores

L. Derail concerning case records, the newsletter Praxis,
and the work of the Silver Center for Reflective
Principals may be obtained from Dr. Karen Osterrnan,
Director, The Silver Center for Reflective Principals,
Hofstra University, School of Education, Hempsread,
NY 11550,

2. Detail on this wotkshop and relared issues may be
obtained from Barry Jentz, Leadership and Learning,
Inc., 99 School Street, Weston, MA 02193
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