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INTRODUCTION

.A. recent review of research
on planred organizational change in industry by
Campbell and Dunnette (1968) pointed out tist the
assumption that T-group training {or sensitivity
training) is useful fos organizations mvst neces-
sarily rest on shal y ground since it has becn
neitner confirmed nor disconfirmed, They £rgued
that usefulness for organizations {s not nccesseri-
ly the same 2s usefulness for individuals.
Although several studies have indicated that T-
group training does change individuals (Harricon,
1966; Milcs, 1965; Schutz and Allen, 1966), none
has shown that organizational chunge is brought
about by training individuals aw:y from their
organization in T-groups. Somc glimmer of hope
that T-group trai- ‘ng can be useful to an organiza-
tion is found in a study by Kuriloff and Atkine
(1967); but even there, all T-group members were
drawn from the same organization.

In this paper we wish to
differentiate between the goals of per: onal devel-
opment typical in the T-group and the geals of
organizational development that organizational
tratning is designed to achieve. T-groups gener-
ally aim at helping individuals to understand
themselves better, to be able to diffcrentiate their
interpersonal worlds more completely, and to
earry out their interpcrsonal relationships with
openness, tact, and ski'\. In <hort, learning the
cognitions, attitudcs, and skills of constructive
openness can be said to be the primary goals of
T-group training.
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Orgarnizationr] training, on
the oth<r hand, remains > on ovganizational
roles and norras and their »terrcl:tionships. It
represents ap amalgamation of theary from group
dynamics on the one hand (¢.g., Bradford et al.,
1934; and Schein and Bennis, 1965) and Gereral
Systems thecory on the otker (e.g., Buckley, 1967).
Although organizational training makes use of the
organization as its own laboratory, laboratory
groups are uscd In ways different from sensitivicy
training or the T-group, The targets of organiza-
tional training arc the membersbhip as a whole and
as subgroups. The training sceks t fnereasc the
effecliveness of groups as task-oriented entities
and tries to leal pariicipants to function more
effcetively as components of working bodies carry-
ing out spccelfic tasks in that pariicalar job sctting.
Nevertheless, organizational life is fraught with
lis own a1ray of emotiors--a point to which we
shall return lawer. An expericnce in T-groups is
an important preparation, even a vital one, for
whe organizatioaal trainer himself. We do not
believe, however, that the 1-group in itself is a
vital tool for rcfurbishing organizational life;
nerhaps it {sn't cven an important orie. The argu-
mnt will beccome clear as we go along.

In this paper we shall limit
our discussion to onc subclass of organization,
namcly, schools. We prescnt a theorctical basis
for organ!zational devclopment that we have found
helpful in our own planning and analysis.
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SCHOOL ORGANIZATIONS

as systems

Sohool organizations are
open, living systems, contained within, but con-
stantly influeneing and being influenced by the
environment. They are complex social systems
stablilized by role expeetations and iaterpersonal
norms. Individuals withis a faculty berave pre-
dietably largely beeause of their »dherence to
shared expectations for what is appropriate in the
sehool. Norns are eompelling stahilizers
heeausc individuals in the sehool monitor one
another's Lehaviors, It is the strength of this
sharedness that makes a scheool organization <o
resistant to mod:fieation; Lut ut the szme time,
it offers a too! for planned change. If organiza-
tional change in the schoc) is to be viable and
stable, changes in interpersonul expeetations
must be shared so that eaen person knows that his
eolleagues have changed thelr expeetations in the
sapie way that he has changed his own.

Fdueational organizatiens,
therefore, are more simply the sum total of their
fndividual members and earrieulum muterials,
The total staff has characteristies quite different
from those of its individual members., These we
refer to as the school's systemle charaeteristies.
From this point of view, effeective management of
schools is evidenced when greater produetion
oceurs than would be expeeted from a simpl:
summing up of individual resmrees. As an open
system, an organization’s efficlency is measured
by how completely resourees arc used in develop-
ing its produets,

O
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Four postulates are basic

to our theory of school organizations.

1.

3.

Schools are made up of basie units referred
to as eomponents, Components most
promincnt for our analysis are the people
and the eurricdum, ‘These eomponents
are organized intc subsystems by means
of the comrunication of information, by
deetsion-making, job alloeation, und
program evaluation. Some important
subsystems take the form of elass-ooms,
departmental groups, curriculum commit-
tees, building groups, and administrative
eabinets in the school district,

Schools are goal-dirceted, In gereral,
they aim at preparing yoang ncople for
productive adulthood in a cowslex, indus-
trialized, socicty, The subsvstems are
organized presumably to achieve system's
goals and they are organizcd with function-
al differcnres.  For example, the superin-
tendent's administrative committee may
foreeast about the future in order to accen.-
modate changing times; classroom teachers
may diagnosc the fearning necds of thelr
students and currfevlum commitices may
sean the outside world for new ideas and
practices.

Sebools digplay seme degrees of openness
and adaptability--although at tines we feel
not enough. But to some degree, sehools
are always changing. They react to envi-
ronmental influenees with eertain fcedback
meehanisms. Locations in the sehool
system that manifest openness to the out-
side environment are administrative eabi-
nets in relation to the school board,



curricuium committees in relation to
outside innovations, and teachers' pro-
fessional organizations in relation to

other similar organizations in the environ-
ment.  Schools are constanily mapping
part of their environmental varicty into
their internal organization. Strain within
schools oecurs when one subsystem (such
as the curriculum division) brings into the
school distriet certain new praetice: and
ancther subsystem (such as a school-build-
ing staff} {s mostly cioscd to the new
practices,

4. Schools are constituted with many
resources within their subsystems and
components that at any one time are not
being used. This repertoire ‘or adapta-
tion ean be referred to as u variety pool.
While the variety pool +vill incvitably
include a number of irrelevant or even
deleterious processes in relation to its
goals, it is nceessary, if a school system
is to be effcetively adaptive, for the
systeni {o seek, support, and faeflitate the
emergenee of whatever resources exist
for maxiinizing its crducative tur.ctions.

These four postulates help
us to move toward an oricntation for organization-
al training in schools. First, interventions will
be more efficient if they deal with subsystems
and aot just randomly sclected components,
Further, the total school takes its shape from the
ways the functional subsystems eonncet their
effcrts to one another; for this reason, organiza-
tional training should focus, to>, on relationships
within and between subsystems. Second, inter-
ventions should confront the school with discrep-
aacies between goal-striving and actual goal-
achtevement. Since the goals of 2 school distriet
lic in its interaection with its environment, an
fntervention in a school system should he designed
to affect the interresponsiveness of the system
with its environment. Third, interventions should
be ailmed at making every suhsystem {n the sehool
more open to the Influences of every other sub-
system. I'rom our po:nt of view, fnereased open-
ness is especlally apprepriate in relationships
between subsystems, on the one hand, tha. are
closer to the boundaries of the whole system such
as the curriculum division and the subsvstems,
on the other hand, that are eloser to the inner
core of the systern sueh as classrooms,

O
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Finally, intcvveations
should help tne school define its variety pool Ly
identifying system-wide resources and help the
school build comn:unication connecticen: Jetween
comiponcnts and subsystems. In this way, inter-
ventions often lead to the ereation of new or ad hoe
subsy :tems that exist only long encugh to mobilize
resources for certain isolated and non-regular
problems. Interventions quitc often lead to forma-
tion of problem-solving groups that did not exist in
the formal structure of the school before the inter-
vention. If school organizations are to be truly
adaptive, they must be able to form: new subsys-
tems, change them, or dispose of them as neceded.

ns adaptive systems

Schools are not static. They
have multiple and differentiated processes that are
constantly in motion. One essential process for
adaptation concerns the feedback that changes
niodes of interaetion of the school with its environ-
nment so as to maintain goal-dircctedness, Every
time the teedback process cesults in a new strate-
gv for equilibration, the school has altered its
structure by that mueh and is therefore a modified
organization. Consequently, every complex school
or district is not mercely statie, not merely equi-
liberating, not merely homeostati?, but inhcrently
strueture-changing. This inexorable process nas
been referred to as morphogenesis v Buekley
(1967). Organizational training strives to help
sc¢hools achieve more capabilit: for rapidly and
effictently bringing about morphogenesis,

The key o effective morpho-
genesis les in the school's capacity to do thiags in
new ways-~in its variety pool. The need for a
variety pool reminds us thot a school eannot be
morphogenie or "self-renewing” if {ts repevtoire
of responses to environmental stress {s fmpover-
Ished. If the possible ways of coping with chal-
lenge are too limited. then a violent discontinuity
may be necessary if the larger system--the
district, the ecommunity, or the state--is to adapt
to a mismatch it finds cxisting between the real
environment and the “map" {nside the school. Oue
or mote faculty may he discharged, a portion of
the students may he moved to another school, tic
drop-out rate may incrcase markedly, the school
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may be closed down for some period, athletics and
music may be dropped from the curriculum,
parents may go to the sehool en masse to press
their demands, students may riot, ctc.

A variety pool is a distribu-
tion of readiness for varieties of action. It
ineludes sets of expeetations atout others, atti-
tudes toward visk-taking, ard latent behavioral
skills for new ways of teaching. It is not a list of
ideas residing in a filing cabinet, When relations
among persons have a significant potential for
produeing new action-patterns, they will ernpt
now and again in the form of ""deviant behavior."
Nonetheless, the notion of a variety pool urges to
ask what potentialities tor proeess exist in the
school beyond the offieiai, current, formal pro-
cesses. The simplest way to identify sueh poten-
tialities for variety is to look for so-eallcd devi-
ant behavior in the school. In one school, a com-
mon deviant behavior may be "'goofing-off’ or
talking cynieally about others., In another, it
might be bootlegging topfes or teaehing methods
not preseribed in the offieial manuals. n a third,
it may be meetings of teachers out of school to
plot ways of obtaining more power over policy. In
any of these cases, such events present evidenee
that organizational training eould be helpful in
direeting such deviant behavior toward useful
goals. Deviant behavior ean usually be tieeated as
a richness of resourece rather than a danger about
to beeome unecontrollable.

To understand the potentinl-
ities of a sehool district for effeetive change,
intevveners must know the nature, distribution,
and aceessibility of deviant and innovative hehav-
ior in the system. First steps in moving the
school to a new level of adaptability would be to
eommunleate varieties of deviant and {nnovative
behaviors within ti'» sehool to memhers who don't
vet know about them. Later, it should be possible
for a school to set up orgnnizaticnal deviees for
fostering and trving out alternative processes, at
least in the form of role-playlng or "walking
through.'* For sueh an approach to inerease the
aceessibility of deviant and tnnovative praetiee,
it would be necessary for the school to adapt a
new practice for an extended period and often
enough so that a sufficient number of staff perceive
the praectice as actually stemming from the formal
tridls. Through such a procedure, the first steps
in econstructing a self-renewing sehcol organi-
zatlon are under way. A major o+ retive of organ-
lzatlonal fraining with sehools should be to help
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the schod! develop procedures for scarching out
innovative practices both within and outside itself,

But sehools must move
farther than this if they are to benefit from the
emerging variety pool. A sect of seleetive criteria
is neeessary for accepting rew ideas for trial and
rejceting others, Sometimes this screening gets
donz by the business manager beeause of his
spending hahits, or sometimes through argun.ent
within an administrative committee; however, the
nroeedures arc often not clear to others in the
school. Usually the criteria for sclecting new
ideas are ambiguous, or known only to a few, or
both, If the criteria are vague, innovations may
work at eross-purposes to one another--such as
new procedures for counseling the slow learner
together with a tract system of grouping in aca-
demic elasses that results in frustration for the
slower student.

Organizational training
would aim at developing a shared set of criteria
for serecning innovations, cxplieit and consciously
known to persons funetioning as parts of the
decision-making subsystem. This elarity should
pervade the school so that others who are not
directly parts of the decision-making subsystem
ean obtain further information easily.

An adaptive sehool must
also have arrangements for preserving and propa-
gating sueeessful innovations, Many teaching
fnrovations are never communfeated heyond the
walls of the originating classroom ar sehool.
Sechools often do net have norms to legitimize con-
tinuing an innovation. Fven when such norms arve
present, many schools do not have formalized
mechanisms through which communieation can
occur about the varietics of fnnovation within the
school. Organfzational training should be aimed
at helping <choals invent way s of legitimizing and
mobiliz.ag the sharing of {nnovations golng on
within.

os open systems

Organkzational training ™ust
take into eonsideration the openness of a sehool to

b
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its cnvironment, Such an analysis includes the
receptivity of the system to inputs from the com-
munity and the influcnce of the system on its com-
munily, Being open means using information from
the community to guide interaction with the envir-
onment in such a way as to make goal-sccking
morc efficicnt, An organization is closcd when

it has no mechanism for recognizing a particular
type of input or by having no channel for routing
information to a point where it can be dealt with
as feedback and usced te guide adaptive modifica-
tion of internal proeesses, Even if a school has a
large viricty pool, it will run into difficultics with
sclf-renewal if it is closed to its environment,

For example, a school is
open toward feelings of parents if it provides some
sort of listening a-tivity at the end of a channel
from parcnts, has a mechanism for converting the
listening activity into an act of seleeting a new
procedure frrom the varicty pol, and some way of
monitoring the input from parcents vhen the new
procedure is put into cffeet. A school is open to
information about childreat's hunger if it has ways
of listening and obscrving symptors, if it has a
cafcteria or other device fo\‘furnls.hlng food, if
it has a mechanism for getting the food to hungry
students, and a way of observing the results of
putting the food and the hungry student together.

A school is open to cvaluative information from
the supcrintexdent if it has onc or more informa-
tional channcls from thc : uperintendent, a way of
using the information to sclect a new process from
the vartety pool, and a way of monitoring the
cffeet of the new procedure upon the cevaluative
irformation from the supcrintendent,

An attribute of openness to
the environment would not be of such concern to
organizational development in schools if the envir-
onnient were stable and statie.  But just the oppo-
sitc condition appears to prevail in contemporary
soclicly., Communily environments in general
have beeeme much niore conplex, The inevitabir
cffeet on schools is toward more complexil: of
function--both internally and at the boundary,
Many school districts have been foreed to ndd
numerous administrat s to handle this ine reased
complexity,  The need fir srhools to be able
respond quickly to incrcrsing enviconmental com-
plexity is great, Schoo! wtaffs oficn are pushed
and pulled by farces they are anatle to contr ol
The resulting vole strains a. § personal fim {ra-
tions undermine the quality of education. Oigan-
izational training proposcs to miake substantial
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improvements in the school's responsiveness to
ite environment by helping it modify its internal
featurces, including its rotes and norms, and to
bcecome more scli-renewing.

internal features

of schools

When diagr.osing the organ-
izational condition of a school, the intervencr
makes repeated usc of the coneepts of norm and
role. (sec Katz and Kahn, 1966; Likert, 1961;
and McGregor, 1967)., Norms within the school
organization provide its structure and coherence,
The members of the staff of a school hehave in
patterned, predictable ways because their bhehav-
iors are guided by common expectations, attitudes,
and understandings. Norms are cespecially serv-
iccable and tenacious when individual staff mem-
bers intrinsicaliy valuc the normative behavior in
the school or when they perceive such behavior as
instrumental in reaching cther valued goals, In
any casc, norms arc strong stabilizers of organ-
izational behavior. As we pointed out carlicr in
this paper, it is the strength of shared expecta-
tions or attitudes about how to hehave that makes
behaviors in a school organization so resistant to
modification,

ftoles are the bundles of
functions that individual staff members (organiza-
tional componcnts) carry out in their positions in
the organization. These scts of functions o
working activitics arce patterned and regular pri-
marily hecanuse they are guided by organizational
norms. Administralors, teachers, and stus'ents
behave {n predictable wavs because each expecets
the other to do =o. Inbricf, interacting partici-
pants within the school find their behaviors gulded
b, the normative processes of the organization.

we assum that role-taking
is atways done as pare o0 an interacti~n with other
rele-takers, I it fs s-1d that o1 orgonizational
ricmber is perforreing peorly in a give vole,
what i cant is that (*e interaction hetween him
and his role reciy rocntors is producing a broak-
duwn within the subsystem of thadr me,ahership,
M this sense, the poiat of any intci -ention for
improving a subsystem s no! an the pe.son butl
rather on the iateraction patterns linking role-



reciprocators,. 1t would be a psychologist's falla-
cy to focus on the internal dynamics 2f only one
role-taker, no matter how signifieant he is within
the organizational structure.

We assumc that the roles
being taken in a school arc "earricd’ through the
intcrpersonal interactions betwecn role receiproca-
tors. Any attcmpt {o intervene into a sehool,
thercfore, must include ncw ways of carrying out
interpcrsonal interaction; further, thesc new pro-
cedures should be entered irto by the aetual role
reciprocators who makce the schiool run. Norms
and roles eannot be ehanged in a vacuum, Chianges
in organizational morins and roles arc most effici-
ently brought about and made stable by requiring
staff members to behave in new ways in their
actual work-group setting while, at the same time,
other role-takers can observe these new behav-
iors. Norms will not be altercd unless other rele-
vant role-takers are allowed to sce that their col-
leagues actually accept the new patterns of hehav-
for in the sctting of the school.

At any given moment, rolc-
takers act as components of scveral subsystems
of the sehool. While the teacher s interacting
with his students in the classroom, he is simul-
tancously perforraing as part of the "producing”
subsystem in the classroom and as part of the
subsystem that coordinates effort among the
faculty. He performs this latter function by the
cxperiences he makes possible in his elassroom
and which the students will deseribe informally to
other teachers and students, cnahling the others
to verify or changc their expectations about the
behavior of the first teacher, When the teacher is
conversing with other teachers in the coffee room,
he s simultaneously performing as part of the
decision-making subsystem of the school and as
part of the communication net-~the former by
agreelng with other teachers on which administra-
tive dircctives they will resist or sabotage and
the sceond perhaps by exchanging technical infor-
mation about the subjcet-matter the teachers
severally teach, Each subsystem membership
calls for individuals to interact in mutual interde-
pendenec and reciprocal role-relations, These
subsystems, espeeially when they arc faee-to-face
and intimate, require meore detailed norms than
does the school distriet at large.  The norms of
sthsystems include methods for work, interper-
sonal values, and social-emotlional customs,

Each semt-permancnt, face-to-face work group
within a school district rewards eertaln manners
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of spcech, behaviors, gestures, cte., and not
others; it also approves certain topics for discus-
sion and not others. 1n thesc face-to-face sub-
systems, individual diffcrences in emotionality
become important, somctimes crucially so.
Especially important to the small face-to-face
group are individual abilitics referred to as inter-
personal competencies or skills, Alterations of
some interpersonal patterns ean be guided by
formal changes, but sometimes patterns of inter-
personal intcractions that decply involve the cgos
of the participants can be changed only through

the samc proecss by which they are maintained-~
through ncw onc-to-one actions supported by other
members of the subsystem and legitimized through
the formation of ncw intra-group norms,

Beeause we believe that
man*s rationo! and emotional sides arce inextrica-
bly mingled, weo believe also that an organization-
al intervention can he sucecssful only if it ade-
quately takes aecoant of man's easotional exneri-
cnee, Substantial researeh cyidence shows that
men invest emotion in at least three domaiis:

(1) striving toward achievement, also labeled
curiosity, cxploration, or aetivity, (2) affiliation,
also delineated by somc as the interpersonal
dimeunsion of iove, indifference, and hostility,
and 3) influenee or power, also described as the
dimension of dominanec-submission.

We assume that all inter-
personal relations and the motivations concomi-
tant with them can be construcd as having achieve-
ment, affiliation, and influcnce components,
Emotional experiences ~an become problems wnen
any oncof thesc otivational states f= frustrated,
Typleal emotions noted in our ohservations of
schools resulting from frustrations of these
motivations are feelings of inferfority, worthless-
ness, being put down, loneliness, betraval, lack
of interest, and dullness, “These feelings, in turn,
prevent staff members from making masimum usce
of thelr potentials as role -takers. Although it is
fmpossible to arrange human affairs to climinate
cmotional frustrations, it seems possible to bring
ahout orgenizational norms and procedures in
schools that will mobilize emotional states for
procuctive ends and make it more likely thot the
work of the school will flow more smoothly,

Feelings in the arca of
achievement or sclf-accomplishment can be har-
nessed praductively when staff members of a



school have a clear coneeption of one anothcr's
goals, Ambiguity about expeetced outcomes is
usually more emotionally frustrating than being in
confliet over goals, In the latter instance, persons
on a school staff ean gain seeurity by realizing
where they stand in relation to others. Ambiguity,
however, reduces the likelihood that feelings will
be associated with a elear referrent; conscquently,
the frustrated perscn cannot casily find a way

out of hic frustration, Affiliative feelings ean be
gratified idrough building a colhesive unit in

whieh staff members find friendliness and the
reciproeal ex: harge of support and warmth.
Feelings havi. { to do with power can he satisfied
through the organization's allowing for influence
at all levels, Sueh a dispersion of inflicnee will
faeilitate the open cxpression of frusiration over
being placed in a submiz ive or dominated rela-
tion to othcrs, (Then, too, some persons become
anxious when they find themscelves in a position of
domcinanec, ) All emotional states 2ve potentially
harnessed through taking a probicm-solving ori-
enlation to organizaticnal life in the schools,

‘I'he sociological concepts of
norm aad role, along with the psvehological vari-
ables of emotional styles, should guide organiza-
tional training interventiens, We think that the
following goals for organizational trainin: grow
out of our theory., These ferve as objectives as
we intervene in a school district to improve its
organlzational funetioning:

1. Increasce understanding of how people in
different parts of the scheol affect one
another,

2. Develop clexr comnunication neiworks up
and down and laterally,

3. Inerearc understanding of the various
edueational goals in dilferent parts of the
school,

1. Develop new wavs of =olving problems
through ereative use of ncew roles in groups

5. Develop nc.v wavs of assessing progress
toward educational goals in the school,

6. Involve more people at all levels in
decision-making,

7. Develop procedures for searching out
fnnovative practices both within and out-
side the school,

O
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sequence for infervening

with organizational training

The achievement of these
seven objectives depends upon an cffective strate-
gy for altering organizational processes in the
school, We helieve that the follewing three stages
represent a prototypic strategy for bringing into
operation 2 morc self-venewing schoel,

Stage 1:
improving Communieation Skills

I'uaetions within schools,
as in all other organizations, are “carrvied!
through interpersonal intcractions (MeGregor,
1967), Typically, buman beings in organizaticns
lack skill in communieating clearly and <uceinetly,
The first phase of erganizationa! training, while
helping the faculty of a sehoo! Inercase its discus-
sions about interpersonal or inter-role problems,
ean most clffectively do so while simultancously
practicing new ways of comrmnieating, The
first step, then, is to build inereased openncss
and ease of interpersonal communication among
the faculty by training ti.em in the skills of para-
phrasing, describing behavior, describing own
feelings, and checkiag their pereeptions of others!
feelings. The intervention aims to develop skill-
ful, eonstructive opemness; by doing <o, it wili
help the sLafi develop increased confidenee that
communicat’on ¢an have worthwhile outenmes,

Stage 2:
Charsing Norms

After inereasirg communi-
cation <kills, the next step s to attempt to build
new norms thit support interpersonal openness
and helpfulness on the staff (Argyvris, 1064, In
sccking a lever with which to change group norme,
we can use the desires of the staff to amcliovate
some of (Feir actual problems.  For exampuce, we
can invite the faculty to state some fustrations
that they are encountering in the sehool and to
practice a scquence of problem-solving steps to
redure these fiustrations,  An activity like this
onc can lead to reduced frustrations and to the
satisfaetion of knowling that others value the con-
tribution one has made to organizational problem-
solving, Changes in organizational norms of
openness and eandor can occur beeause staff
members are required to behave {n new wavs in
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their actual work-groups. while their fellow col-
leagues can observe these naw patteras of behav-
ior ir the setting of the school.

Stage 3:
Structural Chang,

The culiainating phase of
any organizational trairing should build r.ew func-
tions, roles, procedures, or polictes (Katz and
Kahn, 1966). The new structures should become
part of the basic fabric of the school organization.
They should be formal and institutionalized with
budget ¢ - ~upport. Presently, we are testing the
efficis ta cadre of "communication eonsultantsy
estal:-shied as one part of our intervention, so
that the training that first enters the system from
the outside later becomes part of the intcrnal
structure for self-rcenewal.

example of internal

structure for self-renewal

The objeetives listed above
and the suggested sequence of training require a
process of centinuous readjustinent within the
scknol district. To achieve self-renewal, any
Interveation should develop, among other new
roles, special roles for continuously monitoring
organizational problenis aud for recurrently train-
ing the school district’s subparts in efiective artic-
ulation. \We hope the role of contmunication con-
sultant, mentioned above, wi 1 serve these func-
tions.

Communication consultants,
in our currcnt vorsion, are drawn from the pro-
fessional staff of a school district and from a
variety of positions. They reccive training that
enables them to help nm embers of the school dis-
trict achicve the seven objectives stated above.
The commuuication consultants act in this capacity
only part-time, at othe1 times carrying out regu-
lar professional roles in the school district. Com-
nunication consultants might be classroom teach-
¢rs, piincipals, counselors, assistant superin-
tendents, etc. We require, however, that a com-
munication consuitant not perform this function in
the building or other unit in which his main job is
located. This cadre of communication consuliants
{‘nnstlmtes an organizatioral sub-structure for
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sclf-renewal that has connections to many other
sulysystems and [s arranged to respond flexibly to
organizationz)] problems wherever they might
arise in a school district.

A number of organizational
sub-processes constitute the focal points for inter-
ventions by eommunieation consultants. In gcucer-
al, eommunication consultants attempt to produce
a lively ability for organizational pranlera-solving
by following these guides:

1. Commwunication econsultants should first
judge the sorts of discrepanecivs that c.:ist
bhetween the school's geals and its actual
organizational perforr. ance. Some
features to he diagnosed are: (a) the
school's current tevel of tension in relation
to achieving its gonls, (.; the possible
directions that the school might move in
achieving its goals, (e) the goals that are
or are not heing achieverd, (d) the problem-
solving processes that the school uscs to
cope with discrepancies, and (e) the wavs
that the school now checks to see if it is
achieving its goals.

2, Communication consultants should assess
the level of role clarity in the school. The
importart fentures are (a) suffieiently
promulgated definition and support from
the school district's administration
(central office), (b} adequate level of confi-
dence in the role-performance of othevs
vis-a-vis oneself, and (c) sufficientls
undcrstood roles of others in distant parts
of the school so that the entire vrganization
can be perccived as an organization to
which one sees that he belongs In a mean-
[ngful way.

3. The communication consultant shoukl pav
attention to the flow of communication in
the school organization. Almost incvitably,
malfunctioning in a school will show itsclf
In weakened and distorted communication
at cruclal links. In contrast, schools that
undergo succcessful organtzational training
evinec continuing {»; malized activitics for
improvirg communication. Communica-
tion consultants sho.ld diagnose a school's
attempts to improve its communlcation by
checking to sce if new forms of communi-
cation remain reasonably stable, to sce if
more than just a few staff members et
tavolved In the new mode of communication,

8§
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and to see if there is agreement in the
school that the new form is legitimate and
that it helps the staff to aceomplish its
gosls,

Communication consultants should assess
the extent to which the sehool has a reper-
tcire of internersonal techniques for col-
laboration in small task-groups. They
should assess the suecess of staff mem-
bers in performing eommunieation skills
such as paraphrasing, deseribing one
another's behaviors objeetively without
imputing motives, and expressing their
own feelings openly and construetively.

Communication consultants should assess
to what extent a variety pool is available
for producing new and appropriate ways of
sclving organizational problems. Neither
people nor organizations take on a new way
of behaving merely because someone con-
cefves of the new mode. Formalized ways
for adoptirg new patterns must be present;
the variety vool, if it is to be effective,
must represent a eapability for organized
action. It must be Institutionalized and
rewarding.

To loeate the variety pool {n schools, the
communieation eonsultants should look for
vecently altered interrelations of roles.
the diverse wavs of transmitting informa-
tion present in the sehool, eommitments of
man-hours to temporary projeets, the
variety of ehoices and classroom innova-
tions actually being tried out, and the like.
Often new actlvities in schools taka the
form of committee work, curricular altera-
tions, finanelal ehanges, alterations in
schedules, procedural innovations at
meetings or {inding new roles for students
or new jobs for the faculty. An fmportant
evidenee of an active varlety pool in a
school is the praetice of new for ms without
prior approval of administrators, at lcast
up to the point of disruption of existing
routines. Further, in secking possible
new contributions to the varilety pool, the
eommunleation eonsultants should look at
the deviant behavior in the schoo' and
assess |ts potential for being eonverted to
construetive use.

Communleation eonsultants should assess
to what extent the school econtains means
for seleeting some innovative activities to

RIC
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be maintained in the variety pool and
means for rejeeting others. The sehool
should have a method for deciding whether
any proposed innovation points sufficiently
close to a goal to justify keeping the inno-
vation in readiness for use. Significant
individuals in the sehonl should be able to
verbalize goals in ways with which others
would agree. Norms in the school should
support continuous eomparisons hetween
expressed goals and the impliecations of
current aetion, and committees should
exist for deei7ing what is to be done about
the lack of matehing between expressed
goals and propesed ways of doing things.
Communiecation consultants should insist
on elearer statements of goals, should
help convene frequent eonferences of a
problem-solving type to seek ways of
bringing eurrent aetion into harmony with
goals, and should suggest ""trial runs" of
new organizational forms for bringing
about an understandable eorrespondence
between the variety pool and proelaimed
goals.

7. Communication consultants should assess
to what extent the sehool has a method for
institutionalizing an innovation after it has
been Judged suitable and worth keeping.
Organizational training that helps a faeulty
to search its own members for useful
resoureces will ereate a school in which the
staff members invent their own methods of
maintaining an aeceessible variety pool. A
variety pool will probably be more aceessi-
ble when the distribution of power in a
faculty Is more equalized. Conscious
modes of maintaining innovations wiil Lo
more likely to appear after truining that
gives praetice in using feedback-loops and
in seeking evidence of suceessful innova-
tions.

some skills and actions

of communication consultants

Some examples of skills
useful to communiecation consultants and cxamples
of aetions they ean take to disseininate the skills
to others are summarlized below, The goals for
organizational training are repeated and the rele-
vant skills and actiot.s follow each goal.

11
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1. Increase understanding of how people in teaching, and dcpartmental uniis could
different parts of the total school system recelve such training.
affect one arother.
5. Develop new ways of assessing progress
Skills: collecting data using questionnaires, toward cducational goals in the school.
interviews, and observations, etc.
Skills: sceking tcchnical assistance from
Actlons: setting up feedback sessions researchers on ways of collecting evalua-
within the school, etc. tive data, ctc.
2. Develop clear communication networks up Actions: collahorating with workshops
and down and laterally. systems analysis (for example) and with
the teachers' associations.
Skills: using communication skills such as
paraphrasing, behavior description, etc, 6. Involve more people at all levels in
decision-making.
Actions: arranging for communication-
skills worksho;  ithin the school, etc. Skills: using communication skills for
increasing participation in small groups
3. Increase understanding of the various edu- and using organizational confrontations
caticnal goals in differcnt parts of the for reducing unproductive distance
school organization. between hierarchical levels, etc.
Skills: writing bebhavioral objectives and Actions: diagnosing influence processcs
speeifying outcomes using operational defi- from own vantage point in the district,
nitions, etc. sharing these dlagnoscs, and developing
plans for involving others in constructive
Actions: collaborating with appropriate problem-solving, ctc.
specialists in bringing various groups in
the district together to discuss objectives, 7. Develop proccdures for searching out
etc, innovativc practicces both within and out-
side the school.
4. Develop new ways of solving problems
tiirough creative use of new roles in Skills: observing for frustrations and
groups, dissatisfactions in the school wherever
goals are not being recached and ideniify-
Skills: using scveral problem-solving ing creative practices wherever they arc
sequences with groups, cte. occurring, clc.
Actions: tra'ning vurious groups in the Actions: sctting up mectings to help bring
school district to usc conscious routincs together the frustrated and the creative,
of group problem-solvirg. Groups such as whether the latter be Inside or outside the
department hcads, comimittces, team district, cte.
12
O
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SUMMARY

Organizational training aims
at increasing the effectiveness In problem-solving
of groups as task-orlented entities. It attempts to
help participants to function more effectively as
components of working bodles carrying out specif-
{e tasks in tnat particular jcb setting. Unlike
sensitivity tralning, it does not aim at helping
individuals to understand themselves better or to
help them be more skillful in personal relation-
ships generally. This paper outlin.s a theory to
gulde organizational training in schools.

Two theoretical perspec-
tives are employed in this paper--general systems
theory and group-dynaniies theory. From the
former perspective, schocl organizations are
viewed as open, living systems conslisting of sub-
systems that require articulation with one another.
They are goal-directed, adaptable, and contain
many more resources than are normally used.
Schools have multiple and differentiated processes
that are contantly in motion. One key to effective
change lies {n the school's capaeity to do things in
new ways-~-in its internal variety pool. A varilety
pool Is a distribution of readiness for varieties of
action. An adaptive school must have proeedures
for accepting new Ideas for trlal and for preserv-
ing those innovations that are successful.

Following group-dynamles
theory, our analysis makes repeated use of the
conecepts of norm and role. It is the strength of
shared expeciations or attitudes about how to
behave that makes behaviors in a school orgariza-

O
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tion so resistant to modification. At the same
time, if any change is to be viable, changes In
norms and roles must occur within the school
organization. We assume that roles being taken
in a school are carrled through the interpersonal
Interaection t between role-reciprocators. We also
assume that all interpersonal relations and the
motivations concomitant with them ean be eon -
strued as having achlevement, affiliation, and
influence componerits and their accompanying
emotlons. It is important, then, in any atteipt
to modify roles and norms, to take i{nto considera-
tion the emotional reactions of participants.
Organizational training attempts to harness emo-
tional states by taking a problem-solving orienta-
tion to group life in the school. Seven object.ves
for intervening in a school district are derived
from the theory. The rest of the paper focuses on
ways of achleving these seven objectives through
organizatiot 1 training.

A three-step sequence for
intervening in schools with organizational training
is proposed: (1) Improving communication skills,
(2) changing norms, and (3) struetural changes.
We are testing, as one sort of structural ehange,
the efficucy of & eadre of "communication consult-
ants' within a school distriet to use organizational
training on a contiruous basis. These eommuni-
cation consultants will attempt to produce a lively
ability for organizational problem-solving and
will constitute an organizational sub-struetire for
self-renewal. The paper ends by discussing sonme
speelfic strategles, skills, and actions for the
eommunteation consultants.
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