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This paper attempts to investigate the supervision behaviour as a viable way of guiding, educating and supporting trainee teachers. 32 clinical supervision techniques were measured in terms of the degree of clinical supervisory behaviours. The respondents consisted of 102 guiding teachers from the University Technology of Malaysia who involved in 2004 school-based teaching practicum. The data yielded that guiding teachers were agreed in most of the techniques. Although there were uncertainty in several techniques it was not affected the overall agreement of the activity. This was however suggests that there was still work to be done regarding the implementation of various techniques in supervising teacher trainee. The study also indicates that teacher trainees may experience considerable variation in the quality of the supervision they received depending on the approaches that the guiding teacher’s practising. Implications however, are drawn about the role of the guiding teachers in helping teacher trainees overcome their concerns associated with the early stages of professional development; setting up a comprehensive programme which includes the activities of identifying appropriate approaches, clarifying the function of the guiding teachers and strengthening the existing school – university partnership in teacher education.

Introduction

In teaching practicum supervision is seen as an activity of two or more people that engaged in structured and unstructured interaction for the benefits of the new teacher’s professional development. This is also considered as an educational system that draws together the discrete elements of instructional effectiveness into a whole educational practice in future (Glickman, et al., 1995). Without this, the induction process to the teaching profession may not be as effective as expected. The importance of the process in regards to student development, suggests that the lack of student learning could be associated to teachers and their teaching techniques which may be deep rooted in experiences gained through the teacher-training period. In a study by Montgomery (1999), revealed that most teachers lack grounding in relevant teaching theory when dealing with teaching and learning processes and they become susceptible to fashions and fads in teaching. It was assumed that the training 
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susceptible to fashions and fads in teaching. It was assumed that the training

programme, which the teachers have gone through, does not give sufficient ingredients to the new teacher to acquire.  

In terms of teaching practicum, supervision provides an opportunity to promote teacher efficiency, abstract thought, and reflection on the teacher’s own instructional methods (Glickman et al., 1995). It also reflects the importance of guiding teachers to ease the trainee’s transition to the profession. If the supervisor lacks adequate knowledge of supervision and does not know how to meet the needs of the teacher, then an unproductive working relationship may be established (Acheson & Gall, 1980). However, encouraging teacher trainees’ development is not an easy task to accomplish. It can be complicated and challenging though, since the supervision should hinges on the effectiveness, knowledge and openness of an instructional leader (Reiman & Thies-Sprinthall, 1998). As noted by Glickman et al. (2001), effective supervision is the glue that holds together individual teacher’s needs and school goals. It means that when supervision functions properly, it goes unnoticed, but when supervision functions inadequately, errors of transferring skills and competencies will compound over time and therefore become magnified disproportionately.

Zaitun et al. (2004) have found the guiding teachers regardless their level of supervising experience, still lack of competency and skills about supervision. They are not appropriately trained and they sometimes lack in understanding and skills of actual classroom practice. They are also sometimes unclear about the concept of supervising, what actually is required in supervision, and even the number of times to supervise (Ganeson, 1997). There also a strong recommendation of improvement to the current supervision practices following the studies of Mohd Hamsan (2002) about the effectiveness of supervision practice. As guiding teachers where much expectation was put on them, they should in fact, understand and possess specialised knowledge and skills to enable them meet the challenges. As vast majority understand, supervision in the present day should place a premium focus on initiative, flexibility, tolerance for ambiguity, collaboration, and an ethical mindset and the main concerned was actually should be on the teacher trainee’s learning. The present paper generally examines the guiding teachers supervision behaviour and how it is appropriate to the targeted objectives of the programme. 

Context of the Study

In 1984, the semester system was introduced to all teacher-training colleges. It meant that the three-year ITT programme was to be carried out in six semesters in which each year consisted of two semesters. However, due to the shortage of supply for primary teachers, the six-semester ITT programme was reduced to five semesters in 1986. Apart from the training colleges, the teacher ITT programme also conducted in the university. UTM for example, have a teaching program in its academic programme since 1984 (Panduan Latihan Praktik, 2003). This program in general is dealing with the shortage of the teacher supply for the country especially in the field of science, mathematic and technical. Throughout the year, the ITT programs faced various changes and improvement especially in the way teaching practicum being conducted.

In the UTM teaching practicum context, the role of the guiding teacher is clearly seen to be one of mentor, role model and advisor, to the teacher trainee (Zaiton, et al, 2004). Further support for the importance of the diverse roles of the guiding teacher is supplied by the study which was undertaken by Bennett (1995) which indicated that guiding teachers and supervisors focused on different aspects of the student teacher’s teaching experience. The university supervisor tends to relate more to children’s learning, instructional design, and theories and research on teaching processes while the guiding teacher tends to relate more towards the practicalities of teaching on subject matter knowledge and classroom event. Therefore, in terms of bridging the gap between theories and practices, the schools often appreciate supervisors as a support for not only the teacher trainee, but also the guiding teacher.

In promoting professional development, the UTM teaching practice is devoted to creating an opportunity for the teacher trainee to learn. This is the opportunity for student teachers to engage in field-based practical experiences and it is important for their professional development (Beattie, 1997). In a study by Wideen, et al. (1998), the student teachers are reported to mention how powerful an influence the practicum experiences have been in their professional development. However, in determining the successful of every opportunity created, the teacher trainee anticipation is very important in seeking guidance, asking questions, critically analyse and synthesise what they have observed and make sense of the intricacies of the profession called teaching.

The UTM teaching practicum also cultivates reflective behaviour in its trainees. Many studies claim that a teacher trainee should become ‘reflective practitioner’ in order to develop ‘expertise’ in their practice (see Tom, 1984; Berliner, 1986; Russell and Munby, 1991). The school-based teaching practicum of the UTM renders the teacher trainees with a ‘real school world’ context so that through these experiences, they may begin to address the various pedagogical concerns or issues which they encounter in practice (Buku Panduan Latihan Praktik UTM, 2004).

The UTM teaching practicum always strives to implement ‘collaborative supervision’ which is based on the clinical supervision. It is involved the following practices: systematic reflection, focused sharing, collaborative planning, negotiated observations, constructive feedback and learning conversations (Buku Latihan Praktik UTM, 2004). Each guiding teacher usually had 2-3 trainees with whom they worked in a structured school-based program. They also made special arrangement with the university supervisor to discuss the trainee’s development through out the practicum period. Subject booklets were provided in which their roles were outlined to ensure the successfulness of the program.

In relation to the effectiveness of the teaching practicum program, the researcher views the guiding teachers as intermediaries between theoretical perspectives that the trainees gained from the university and the practical context of teaching in school. They are agents that ease the transition to the reality of the profession. They also undertake various responsibilities from providing educative and supportive environments to cultivating the professionalism in the trainees. They directly involved in the day-to-day life of the trainees in school especially overseeing, guiding, monitoring, observing and evaluating their instructional activities. In specific the guiding teachers play multiple roles and perform multidimensional tasks. The extent to which they are immersed in each of them is determined by the nature of demands and expectations from the university and the school as well as by their own level of commitment and competences. Their supervisory role can generally grouped into eight broad areas, namely: (1) guiding teachers as a role model; (2) guiding teachers as an observer; (3) guiding teachers as guiding teachers as a planner; (4) guiding teachers as an evaluator; (5) guiding teachers as a conferencer; (6) guiding teachers as a counsellor; (7) guiding teachers as a professional colleagues; and (8) guiding teachers as a friend. These supervisory roles however, dispersed into supervisory techniques that divided into three main function categories that are educative, supportive and managerial. The interaction further can be seen in the cycle of supervision: preobservation stage, observation stage and postobservation stage which the study trying to address.
Method 

Both quantitative and qualitative approaches were used in this survey. A close-ended and open-ended questionnaires was sent to the secondary guiding teachers from Johor, Melaka, Kuala Lumpur, Selangor, and Sarawak, Malaysia, who were involved in the 2004 University Technology of Malaysia teaching practicum (N = 238). Since the guiding teachers scattered unevenly within these states, stratified random sampling was identified as the most appropriate ways of identifying the research respondents. As Bryman and Cramer (1998) emphasised that the advantage of using stratified sampling was that it offers the possibility of greater accuracy, by ensuring that the groups that are created by a stratifying criterion are represented in the same proportions as in the population. 

The questionnaire for the study was first drafted in English before being translated into Bahasa Malaysia. Back translation was used to ensure the original context was maintained. However for the purpose of this paper only quantitative approach will be presented due to the time and space that available. The close-ended questionnaire consists of three different parts.  The first part was asks for demographic data such as gender, level of education, years of supervisory experience, number of visits, and number of conferences. Respondents are required to tick the appropriate boxes available following each item. The second part consists of thirty- two (32) clinical supervision techniques measured the degree of agreement upon clinical supervisory behaviours. It requires the guiding teachers responded by indicating their level of agreement on a five-point Likert scale ranging from ‘strongly disagree’ (1) to ‘strongly agree’ (5). These thirty-two techniques addressed the overall supervision process which focused primarily on three stages of conferences that are pre-observation, observation, and post-observation. Responses from questionnaire was analysed by using the Statistical Package for Social Sciences (SPSS) programs. In the last part, there was a section where the respondents were given a chance to express their difficulties encountered during the supervision processes. They were encouraged to give comments upon the supervision process concerning their personal experience. As mentioned earlier only the guiding teachers responses on the close-ended questionnaire will be discussed to see their agreement upon the supervision behaviour.

Results 

A total of 102 guiding teachers returned the completed questionnaire (39.5% response rate). 27 (26.5%) of them were male and 75 (73.5%) were female. There was interesting to note that only 10 (9.8%) of them admitted that they have a proper training in supervising teacher trainees. However, their lack of competency was seems resolved as more than half 59 (57.8%) admitted that they have reduced the effect of short of training by doing reading in field of supervision. 

Pre-Observation Stage

This stage consists of eight techniques that covering different perspectives of action. From the table, showed a strong consensus of agreement in most of the techniques ranging from 45.1% to 79.4%. T1 recorded the highest score of agreement at 80.8% followed respectively by T2, T7, T8, T6, T3, T4 and T5 at 79.4%, 68.7%, 67.7%, 66.7%, 54.9%, 54.9% and 45.1%. Although three of the techniques recorded quite high in the uncertain responses as appeared in T3 (22.5%), T4 (19.6%) and T5 (38.2%), these does not affected the overall agreement of the stage. These were answering the research question that most of the guiding teachers agreed upon the techniques of pre-observation stage.

Table 1: The Pre-Observation Stage Responses

	PREOBSERVATION TECHNIQUES
	SD
	D
	U
	A
	SA

	
	% (n)
	% (n)
	% (n)
	% (n)
	% (n)

	TECHNIQUE 1 (T1) 

Meeting the teacher trainee prior to the observation of the class is necessary
	7.8 (8)
	9.8 (10)
	2.0 (2)
	30.4 (51)
	50.4 (51)

	TECHNIQUE 2 (T2)  

Prior to an observation, I usually find out what the lesson objectives are and the strategies the teacher trainee plans to use during the teaching
	4.9 (5)
	13.7 (14)
	2.0 (2)
	45.1 (46)
	34.3 (35)

	TECHNIQUE 3 (T3) 

Prior to an observation, I find out what the teacher trainee expects students to be doing during the teaching 
	3.9 (4)
	18.6 (19)
	22.5 (23)
	46.1 (47)
	8.8 (9)

	TECHNIQUE 4 (T4) 

I will find out any concerns the teacher trainee has or any problems he feels he has before I go through the observation phase
	2.0 (2)
	23.5 (24)
	19.6 (20)
	45.1 (46)
	9.8 (10)

	TECHNIQUE 5 (T5) 

To involve the teacher trainee in deciding the focus of the observation, will not make my preparation more complicated
	2.9 (3)
	13.7 (14)
	38.2 (39)
	32.4 (33)
	12.7 13)

	TECHNIQUE 6 (T6)

Prior to an observation, I usually help the teacher trainee translate his concerns into specific behaviour, which can be observed
	2.9 (3)
	13.7 (14)
	16.7 (17)
	54.9 (56)
	11.8 (12)

	TECHNIQUE 7 (T7)  

Prior to an observation, I suggest a variety of observational techniques which the teacher trainee could use during the teaching 
	2.9 (3)
	16.7 (17)
	11.8 (12)
	56.9 (58)
	11.8 (12)

	TECHNIQUE 8 (T8)  

I usually suggest methods, which the teacher trainee can use to gather his own data about his teaching without help from others.
	2.9 (3)
	15.7 (16)
	13.7 (14)
	55.9 (57)
	11.8 (12)


SD = Strongly Disagree

D   = Disagree

U   = Uncertain

A   = Agree

SA = Strongly Agree

(N=102)

Observation Stage


As expected, the observation stage also recorded quite similar pattern of responses to the pre-observation stage. Most of the guiding teachers agreed upon the implementation of the technique. Scrutiny of the data have found that T9 recorded the highest agreement at 96.1% followed by T18, T10, T17, T13, T19, T12, T11 and T14 at 90.2%, 84.3%, 82.3%, 79.4%, 79.4%, 64.7% and 53.9% respectively. T15 and T16, which recorded quite high percentage of uncertain score, also recorded higher disagreement upon the techniques respectively at 32.3% and 65.6%. Based on the researcher personal experience regarding the teaching practicum programme these disagreements appeared related to the practicality of conducting supervision. Most of the guiding teachers found that they are not able to do recording and charts due to the other more important concerned of the trainee’s teaching. 

Table 2:  The Observation Stage Responses

	OBSERVATION TECHNIQUES
	SD
	D
	U
	A
	SA

	
	% (n)
	% (n)
	% (n)
	% (n)
	% (n)

	TECHNIQUE 9 (T9)

It is convenience for me to use the observation form provided by the teacher trainees’ university 
	1.0 (1)
	2.0 (2)
	1.0 (1)
	53.9 (55)
	42.2 (43)

	TECHNIQUE 10 (T10)

I make the verbatim notes of selected parts of what the teacher trainee says and what students say during the observation 
	1.0 (1)
	9.8 (10)
	4.9 (5)
	63.7 (65)
	20.6 (21)

	TECHNIQUE 11 (T11)

I will write the teacher trainees’ questions during the observation for later analysis
	4.9 (5)
	25.5 (26)
	15.7 (16)
	49.0 (50)
	4.9 (5)

	TECHNIQUE 12 (T12)

I usually write the students’ responses to the teacher trainees’ questions for later analysis
	2.9 (3)
	15.7 (16)
	16.7 (17)
	56.9 (58)
	7.8 (8)

	TECHNIQUE 13 (T13)

I record whether the students are working at their assigned tasks or not
	2.9 (3)
	11.8 (12)
	5.9 (6)
	70.6 (72)
	8.8 (9)

	TECHNIQUE 14 (T14)

Making charts of patterns and amount of student responses in class discussion does not distract my observation focus
	1.0 (1)
	15.7 (16)
	29.4 (30)
	46.1 (47)
	7.8 (8)

	TECHNIQUE 15 (T15)

Making audio recordings of the teaching is practical when observing
	13.7 (14)
	18.6 (19)
	28.4 (29)
	29.4 (30)
	9.8 (10)

	TECHNIQUE 16 (T16)

I usually make charts to show the physical movement of the teacher trainee and/or his students during the observation
	17.6 (18)
	48.0 (49)
	22.5 (23)
	10.8 (11)
	1.0 (1)

	TECHNIQUE 17 (T17)

I will observe and make notes about the behaviour of a specific student if the teacher trainee has identified that student as a “problematic” student
	1.0 (1)
	12.7 (13)
	4.0 (4)
	69.9 (71)
	12.7 (13)

	TECHNIQUE 18 (T18)

I usually record my personal opinion about whether the class is good or bad
	2.0 (2)
	3.9 (4)
	3.9 (4)
	59.8 (61)
	30.4 (31)

	TECHNIQUE (T19)

It is necessary in every observation to stay until the end of the teaching session 
	2.9 (3)
	13.7 (14)
	3.9 (4)
	45.1 (46)
	34.3 (35)


SD = Strongly Disagree

D   = Disagree

U   = Uncertain

A   = Agree

SA = Strongly Agree

(N=102)

Post-Observation Stage

For post-observation stage, there was not much interesting findings to be discussed due to higher agreement in all of the techniques. The guiding teachers agreed the important of these techniques in supervising their trainees. Scrutiny of the data have found that T22 recorded the highest agreement at 98.1% followed respectively by T29, T31, T21, T27, T26, T30, T23, T20, T32, T24, T28 and T25 at 97.0%, 97.0%, 94.2%, 93.2%, 91.2%, 90.2%, 88.2%, 87.3%, 87.2%, 68.1%, 65.7% and 65.1%.  

Table 3: The Post-Observation Stage Responses

	POSTOBSERVATION TECHNIQUES
	SD
	D
	U
	A
	SA

	
	% (n)
	% (n)
	% (n)
	% (n)
	% (n)

	TECHNIQUE 20 (T20)

I usually give my comments of the lesson observed after the observation 
	3.9 (4)
	7.8 (8)
	1.0 (1)
	47.1 (48)
	40.2 (41)

	TECHNIQUE 21 (T21)

Indirect advices are important for the teacher trainees to improve their teaching skills
	1.0 (1)
	2.9 (3)
	2.0 (2)
	32.4 (33)
	61.8 (63)

	TECHNIQUE 22 (T22)

I usually give the teacher trainee opinions regarding his teaching
	1.0 (1)
	1.0 (1)
	0.0 (0)
	47.1 (48)
	51.0 (52)

	TECHNIQUE 23 (T23) 

I usually relate the teacher trainees’ perceptions of the lesson to the observational data which I have collected during the observation
	1.0 (1)
	2.9 (3)
	7.8 (8)
	69.6 (71)
	18.6 (19)

	TECHNIQUE 24 (T24)

I usually welcome the teacher trainees explanation about his/her teaching session
	1.0 (1)
	1.0 (1)
	0.0 (0)
	66.7 (68)
	31.4 (32)

	TECHNIQUE 25 (T25)

I expect the teacher trainee to make inferences and to express his feelings and opinions about his/her own teaching 
	1.0 (1)
	3.9 (4)
	0.0 (0)
	61.8 (63)
	33.3 (34)

	TECHNIQUE 26 (T26)

I will ask questions during the conference to help the teacher trainee clarify his opinions and feelings
	4.9 (5)
	3.9 (4)
	0.0 (0)
	66.7 (68)
	24.5 (25)

	TECHNIQUE 27 (T27)

I usually suggest specific teaching techniques for the teacher trainee to be implemented in the next lesson 
	1.0 (1)
	4.9 (5)
	2.9 (3)
	56.9 (56)
	36.3 (37)

	TECHNIQUE 28 (T28)

I would flexible to my objectives for the conference that I have set earlier 
	2.0 (2)
	17.6 (18)
	14.7 (15)
	54.9 (56)
	10.8 (11)

	TECHNIQUE 29 (T29)

Explanation is necessary in order for the teacher trainees to understand their teaching better 
	0.0 (0)
	1.0 (1)
	2.0 (2)
	58.8 (60)
	38.2 (39)

	TECHNIQUE 30 (T30)

I usually listen to what the teacher trainee says to show my patience and interest
	1.0 (1)
	2.9 (3)
	5.9 (6)
	61.8 (63)
	28.4 (29)

	TECHNIQUE 31 (T31)

I will give compliment and encouragement for a specific development/improvement in the teacher trainee’s teaching skills
	1.0 (1)
	2.0 (2)
	0.0 (0)
	49.0 (50)
	48.0 (49)

	TECHNIQUE 32 (T32)

I usually recommend resources such as books and training programs on areas the teacher trainee wishes to improve
	0.0 (0)
	3.9 (4)
	8.8 (9)
	64.7 (66)
	22.5 (23)


SD = Strongly Disagree

D   = Disagree

U   = Uncertain

A   = Agree

SA = Strongly Agree

(N=102)

The findings indicate that several techniques seems alien to some of the guiding teachers. From the researcher deep understanding it was suggest that the guiding teachers need to be expose to certain technique of supervising which can accelerate the implementation of whole supervision model. Clinical supervision which was recommended here for instance give a wider opportunity for both the guiding teacher and the trainee to explore deep into their own understanding and practices of the teaching. Nevertheless, by working clinically following the cycles, gives more space for both parties to explore every parts and elements of teaching in greater details.

Discussions and Implications

Evidence from the study suggests close attention need to be paid to what Glickman et al. (1995) refer to as the opportunity the trainees should received to promote the efficiency, abstract thought, and reflection to develop their own instructional skills. They needs to be prepared, in whole or in part, to achieved the high expectations of the organisations (in particular the school and the university) as well as the professions. 

From the researcher’s deep understanding about the Malaysian culture, there was a strong evidence to claim that such tendencies of responses correlated to the culture. As vast majority of people would understand, Malaysian people tended to behave introvertly especially when been asked certain things that considered as personal or critical.  Instead of highlighting their self-critical reflection, they would prefer to refer such comments to a more general manner. In other word, they would felt awkward and uncomfortable to express any comments or critical reflection especially about their own practices directly. It was uncommon for the study to find such comments from the guiding teachers because they were presumed comfortable in expressing it in indirect manner. This would further suggest the study to derive a conclusion of the more experience the guiding teachers were the more informal their comments concerning self-critical reflection would be. The responses however does not denied for the study to suggests that there was a significant issues within the guiding teachers concerning their supervision skills.
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