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N : Preface o .

. v
‘ : This ﬁgnograph concentrates on the procésses of change in a

specifiC/éoc}al system--the scHOoI--and.presents specific strategies

for promoting‘%ystem change. It is addressed to school psychologiSts;
counselors, soé}%l workers, and others responsible for providing

counseling and pupil personnel services within school organizations.

R 1 :
For some it may serve as a primer and help satisfy avcuriosity-abouﬁ

the nature of sySFem change; for others already involved in change

P o . projects, it can -be used as a handbook with useful tools and strategies.

e . r

. , ’ah&_psychblogicél‘services’in schools, our hope is that the ideas and
étrategies are simultaneéusly helpful to others. Those who work in
other.kinds of systems, those who attempt to change gystems in which

they do ﬁot work all tRe time, and those who prepérejpeéple or groubs

to facilitate system chénge may also find the informgtion in this
monograph of interest.
We have wfitten this monograph because we are basicaily optimistic.

i

’

‘We believe it is pq;éible to improve the human condition and that good

‘schools can provide one of our better vehicles for this improvement

v

process. We~also~have a strong conviction that people in schools want
to change and that helping profes;jbnaisvcan and should take a more

- ©, active role in promoting and facilitating change;v , .

-
.

» -

The ménograph describes both the theoretical and practical aspects

b oof producing system change. *At times we write from an awareness of

-

[ I‘l ] . \ ‘ s »

D b . . / o
what researchers and theoret?c;ans havgr%a|q< at other times, we discuss

Although our eXampTés are specific to those who provide pupil personnel

“x




_ the problems and }ssues from our own personal pérSpective,‘offerinQ
hints becLuse they have worked for us as we taught and consulted in
schools. MWe do not claim that all of tﬁe suggestions wﬁll wdrk for s
everyone iﬁ"any situétion, but,hope that they will at least stimuiate
thought and other writing. ‘

We want our readers to know that we are not counselors, social
workers,.or school psychologists: but that we do care ab&hé these
roles, the work associatea with them, .and the problems facfng school
> '
systems today. We have worked in schools and have seen the frustration
and joy that can be associated with&;;hool improvemenp and change. We

rhave tried to bring about organizational Change‘in schools and have

studied the efforts of others who have been moving in the same direc- )

_tien. Since past opportunities to share with and learn from others

have been very rewarding, this monograph has been written so that
others might join our network. ’

The monograph is divided inko five chap;ers, each of which ’
contains é set of ideas that seem to go together. vWe know there are

other logical ways to structure and sequence these ideas, and we’encourage'

&

sense to them. |In the

.

readers to proceed in any direction that makes

first chapter we describe why we think schools need to change and suggest
: 4
the part that those who provide guidance and pupil personnel services can,
T . .
play. The second.chapter explains schools as social systems and describes
! L

’

some group processes through which work is accomplished in schools.-

Examples and tools appéar intthe third chapter, while the fourth includes

4/

guidelines. We suggest trends fbr the future in the final chapter and

conclude with an annotated bibliography for those who wish to read further.

»

“
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Systems Change Strategles for the Helping Professional
. e ' Richard I. Arends
R U Jane H.‘Arends
v Ve
This chapter deserhbesethe needs  and poasibilit?es‘for\change
in’sqhools.‘ né begin by citing evidence that the roles of counselors
and school psychologists are changing to allow them to be a major
' lnfluence for change in schools Then we point to the need for change
in schpon and to the goals for the ‘kinds of change that we have ln
mind. In a descrlthon oF our perspectlve on change, we descrvbe how
purposeless change, mindleag ohange, hit-and-miss change, and imposed

change can be avoided.

| Chapter |

Change in Schools:

i we discern a trend in the coupseling and psyehological services'
professnon away from the preventlve approach to the mental health of .

¥

'|nd|V|duaIs toward a sys§§ﬁ§ or|entatvon This emerging role is

f:equently djscribed |n the Ilterature and we believe is likely to
take hgld. |nger, Uhiton and Fried argue that ”any psychological
approach to ducatlon based only upon either psychopathology or a
theory of individuals is inadequate' (1970, p.173). They propose a
model and role definition for those providing psychological services
based on (1) '"working in a school.”..to help the school carry\out its

, educational mission'"; and (2) providing assistance to people in schools
regarding the ”dxpamic aspects of education, the psycho-social bhenomena

which affect~leafhing” (p.174).

More recently, Murray and Schmuck described how the role- fragmen-
»xv Kﬁ'/
tation of gﬁhool counselors ha§ reduced their'effectiveness. They also

i 6
.
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cite evidence regarding the failure of the mentai'hea]th mode\.

They predict a role change for counaeiors and school psychoiogists
which wouid "include moving away. from attempts to |ncrease the mentai
heaith of indiVlduai students through counseling tqward attempts to
improve the climate of the Schooi organization by c0nsuiting with ail ..
members of the school" (1972, p.99).

tn the future we think even more counselors and school psychoiogists

will become aware of the 1iiited potential and’ inefficiency of |nd|viduai

~ change and wiii try |nstead to bring about system change. They wiii

intervene in subsystems, changing norms and roies that hinder meaningfui

and productive work MedWay (1975) deScribes the role we have .in mlnd'

7

" for counSeiors and school psychOIOgists as, that of ”internaiiy accountabie

socioeducationai speclaiists“ (p.21). ‘He describes these helpers as

'""behavioral sclentists adept at reducing and contajining the incidence of

1]

maiadaptlve 'social behaviors thrOUgh indirect consultation methods., organ=

-
-

ization deveiopment and systems analysisy and environmental. restructuring"
(p. 21) Medway says soc1oeducationai specialists, working coiiabgrativeiy
with the|r schooi personnei clients, wouid do the following kinds of things:
(1) dlaqnosinq interpersonal apd educational aspects of ‘the school culture

and delineating present and nrojected service needs, (2) developing and

implementing interventions in response to these needs, (3) evaluating

‘piannedvchanges, and if necessary, (4) devising(a}ternatiVe strategies.!

(p.21). o ‘

L - ) ‘;. .
Medway alse recommends that counselors and school psychologists

take 'a "synergistic' view of school organizationé. This view implies .

that socioeducational specialists
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“concern themselves «ith individual cli%nts (e.g.2 students, L

- m

. ‘ ) . staff, admlnkstrators) as socaal:cllents (e.g., classroom &

I} [4 : . ~
s, § o . . .t

culture,‘facgkty relatiOnsh%ps,,system commynicatiqn progesses,
- &L T - . .

» L .comfnqn'ity influence, &tc.). Helping individuals fulfill their
- - o ’é' :" needsz clarify thejr values and aSp;raﬁﬁons, gain a sense of -

n yﬁ({:'ﬁ‘; - ‘ aécomplfshment and ach|re desiréd sknlls must be coordfnated ST .
5 y h . RS

i | - ; F}i with EffOftS tO‘hePP groups move fron r1va1 to teammate relatlon‘ ke

£ ships” (p.21). C .

>~ L o

o

Meyers (1973), indescribing a consu]tation model for school
°&psyqnological services, suggests that counselors and school pyscho--

\ I Iogists diaénoéﬁ and lintervene at four levels: (4D diregt service to

,f‘, - the c;ild such as tesxing and recommending treatment approaches, (2)°
- iai(‘* i indirect service to the child by coaching teachers in ways they might
17 . thange ehpssrbom procedures to help the child; (3) diréct service to
o teachers such as Eélp{ngvthem.understand and pl;n ways to alléviate

school-home problems,, and (4) service to the- school system. Meyers
H .

- describes this.final/}gvel as follows:
- '”Sérvicqvto the=sghool system, the fourth level of

consultation in thfs model, can be differentiated from -

the three preceding levels- sincé change in children or

individual teachers-isvnot the consultart's primary

goal. On the contrary, the prlmary focus would be to _ Ve
change the behavuor of various subgroups within the

school. Two approaches to intervention can be concept-

ualized within this level of consultat;on. First, the

consultant might take an actvve role in developing

Ty
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rnnbvatrons, and thls could be accompllshed at an ' LT

Cee _
admlnlstratlve tevel or through ln-serV|ce tralnlng

. R A
LA

Some_current-exanles mjght ‘be the.implementation_of
PEA T i " Sl .

sl .t - R . DL e
T open classrooms, the.lmplementatlon of modified:grad-. ., .

|ng pTdEedures, or the restructur|ng of Special

L3

et Ty L :
, o 3 - A '7~w»mA T
' edu;atlbn. A second app#oach to~{nterventnon“weuld L
*.n&, - T
S
be’ to Tmprove thesgenerai functioning of the sah661

.......

LI T 5

as., the gonsua i

-

both, and the goafﬁuou‘d be *mproved~problem Solving
‘@ R -
(P ] 1 ) R e "”;7‘::’:_1 |

Havnng suggested this trend for- the partICIpation of counselors

and school psychologists in the process of system chadge, the remalnder
, ; X < -

of this chapter specifies our view.of change in schools.
. . . |

It is organized/

in three sections:

the first describes why we think schools need to

change; the second outlines important goals for change;

and the third

o

explicates our perspective on change by reporting some research on what
\ :

makes some change efforts succeed while others fail.

Schools Need to Change
N -
Certainly no one will deny that schools have changed in the past
decades. Go back to the high school you graduated from, and, without

much trouble, you wil'l observe changes in pol1cies; modes of behevior,

and topics of conversation. Even though few people would claim to

°

heve predicted accurately what schools in the 1970's would be like, we -

‘think everyone would agree that change has been fairly universal.

But what actually has changed about schools? Some would argue

s

*

|
i
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A

that the chaqges have been oﬁly on the surface--that schools perform
- the same basic soeletal functlons that they did long ago. Even .
“Sarason, adpsychologw§t'who has stud:ed the problems ?f change in
educatiph,’seriously co&mented‘that, ""the more thingg change, the
more fhey remain the sahe“ (1971, p.7). .Others who have looked for -
new and potentially exciting practlde\ in schools have come away |
>\\, . o equally dlsapp0|nted (see Good1lad, 1970, Sllbermqn, x?O) Lortle
summarizes the situation in this way: ''If there has been a revolution
...:it has éeCUrred in people:s expectations for schools, not in
tﬁ%actice; ehe gap between the eOSSibIe and the actdal has become -
' ' / an kssue'' (1975, p.ﬁﬂS). We share his obseryations and believe that
: L the gap between'“what is'' and what many people think "ought éq be'' is

: ‘ !

K the major reason why schoolsuso badly/need to change.
o~ * : . 4

However, in additiop to assuming that change is needed, we base

this monégraph on the assumption that resources for change exist. Some,

may challenge thi; a55um5tidﬁ by pointing to the fact that it has become = -
k3 .

%

-

much harder in recent_years to obtain money from(the federal government

and private foundations than it formerly was. THe years when educators
* . t‘ g

could opportunistically grab for abundant flnancval resources seem to

be over. = » )

s

Others may say thbt the critical resource of a large, young and

innovative staff is missing. As the decline in student enrollment

" causes reductfsgg'::'the teaching force and as the mean age of teachers

+

lncreases, others flnd the excuse they need for not changing.

‘There is still another common challenge to the assumptign that

) ¥
resources exist.. Even when the money and staff are sufficient, you ;. \\§ﬁ

e .i. O * /\ N . ,/ r




) . . . .

can always count on some people to say ''the time is not right." %L
" They point' to pervasive and sometimes v%olent'éonfrontations~pyer

‘ [ N [ ’ ) P
-1 teacher salariés, desegregation or textbooks as the reason why ''yester-
u.\’> . . =
day' or "later" would be better than new. Fearing additional confron=-

°

tation, they find it much easier to wish for what used to be than to
R :

dream of whaf could be. .
N - Yet we maintain that the resources are there in the form of ideas

and human energy that typically go untapped. We've seen many examples

of people learning to take great delight |in Sharin@ what they know and

wcan do, and in dreaming up new\hays ‘to organize thgksélves so they can ,

use all their resources to meet the demands of some current problem., .-
g We've seen whole staffs reach out to parents for their ideas and

welcome parent volunteers as active participants in the instruction of
: \

&t

- ‘ students. We've seen commi ttees dream up alternatives to Robert's Rules +™

so their méetings are.more productive. We've known many schools where
schedules and requirements have been changed so that students could
: ’ \ ’

tutor or counsel other students. And in many of these instances, we've

-

- : seen counselors and school psychologists serving as helping persons or
[4 ! ‘d.

change agents.

3 - .

Certainly in our minds, the resources of helping professionals
-, all too often go to waste. Efforts to change the behaviors, attitudes
“or understandings of individuals are too typically ineffective and

inefficient means for bringing about system changé. If we could capture

only part of the energy tHat goes into one-on-one counseling sessions;’

encounter groups, personal_growth labs, treatment groups far under-

achieyers or truants, etc., we would have more than enough to bring

: | 11 — .

Q . R ° ' —6—' X - . ’
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about |mportant and Iastlng change in systems\and organlzat;ons

The list cound go on anJon but. we hope we fve made our po1nt  The ,

3 - - .
N
resourceS\for e;fectlng systgm change Ske there. The need is there.
\\ s S, , . 4
A1l that remains |s for people to find thelr resources an& brlng them

to bear on lmportant problems " No one can do that for anyone else

]

Basncally, tkat s what taking the chance to facnlltate change is all
t . z >

about. L , : ) .

R Goals for Chang_/

\J ’

F#om our valuq perspecta%s, we believe schools need to becoqe mere

' :,u'l

satisfyhgg.places inANhLeh peopIe work ‘and Iearn.- They need to' become‘
more humanisticj;ettingsuehere learners and teachers deyeIOp and reach
their full poter{tial, for lving in a chang.;ng world. Involvemeht,
humanism, and relevaécy need to become mare of a part-of‘the feeric
from which. schools are made. ’

But even if some schools were.to change enough to‘meet'expectatlens
like ours, we would not be satisfied. We believe that future geherations
1 v

will expect different fhings from schools. -ﬁe believe what is most

needed now i$ to change the ways that schools change so_ﬁhat future

gaps between what schools will do and what people will want thém to do

L4
TS TITIITE e

can be closed.
Miles (19675 talked épou; the change goals we seek when he suggested 'x -
the needs for: (1) increased internal interdependence&end collaboration; .
(2) added adaptefion mechanisns and skills; (3) stronge;-data-based,
inquiring stances toward change, and (4) continuing commitment to organi-
zationaf'and‘perSOnel growth'and development. He deplored the isolation

° ]

of individual éducators within schools as making it "very diffigult for

' 1% \ .
-7- - . ; .

-




1
: these |nvent|ons to. othens” (1967, p 24) "He Spoke to the need for )
be of.hlgthdality.' Simiiarly, he proposed that increasing the ',
number of sensory and feedbacw”loops within school orgaanationsA

" for- longer-tﬁrm change " He concluded by saying ﬁhat the ‘o'rlentatlon

- in ‘the organizatlon;;(z) high self*sustaining motivations of members to

: Structures whlch'are technlcally sound (will'reach group and system_goals);

school personnel to secure help and support from‘one another, to

develop adequate solutions to educatnonal problems, and to diffuse " f
9 1'

adaptatlon of schools to, the communlt:es they serve and~emphasnzed

s -

the snmthaneous_nged to |nsure that,school-communnty transactlons N @

! O '\
would;transmlt the |nformatjon needed for short run operatlons\and

\
cannot be toward Speclflc change proJects alone,lbut to institutional-

lz:ng the research and development change funcp1$ns within schools.

In another article, Mtles.and»Lake'(l967) pOSlted the following

LY
~
+ '

’crlterla by which movement toward ins%ltutionaliaedpchange capacity
could be gauged: ''(1) the effectiJeness of'problep solving by all groups
accompllsh the goals of the|r groups; (3) effective l|nkage between the
goals of one group’and those connected to it; (h) work procedures and

K
(5) a working climate which supports effective job performance; and (6)

réward systems which facilitate cooperative and collaborative effortvamong"

groups and individuals, so that influence is exerted on the basis of actual

“

competence and knowledge, rather than through organizatlonal status as such'' -

(Miles and Lake, 1967, p.82). |

| It:is; thus, toward strengthening the capacity of school systems to
, . ; s :

change themselves that we think change efforts should be directed. And

it is in moving toward these kinds of changes that we believe counselors
g ' ' A

. - | 16




: categoriesI of perspectives deviskd by Havelock (1970),

~and school psychologists must and will play a part;

‘A Perspective on Change o e

Many people have tried tg’change schools in the past. Some haQe

.

been reasonably sucdessful while others have met dismal failure.
Researchers'who hav;\tried to find,OUt why some efforts worﬁ while
others don't, have ge@erated numerous explanatlons." The four wer
discuss .in the follownhg paragraphs are only some that appear repeat-
edIy as “keys to successy or "roadblocks to avoid.'" We assume that
these four--purposeless 8hange, mlndless change, hlt*and—mlss change;
and imposed change--are'cohmon enough to provide Ieverage in ylrtually‘

¥ .
3 . - .
.

any system. . h

w

\

The<“four topics reflect dpr choice of a perspective for system

change that will be eIaborated more fully in Chapter . According to °

\ ur’perspectivei
falls more or less cleatly among ‘problem-solving models.| This persped*
tive emphasiies the~spcial-pSYChoIog%caI needs]ahd motivations ot people
in the system to be changed.

“

eduggtional

Purposeless Change, Results of a very extensive study o

0ther categorles of perspectlves described by Have]o‘k include: ([)
the research, development, and diffusion. perSpectlve thad emphasnzes

rdtional sequences of goal setting, plannlng, implementation and eval-
uation behaviors as perfornied by various I stitutions;. (i) the social-

interaction perspective that focuses on thd information to be exchanged

" and who influences whom in the exchange pr tess ; add“ffﬁpkhe 1 inkage

perspectlve that - empha 1zes the dynamlcs .among roles, institutions, and

functions in the preccss of brlnglng about changeﬂln schools.

»

14




. problem soLvnng ways. Projects with opportunlstlc start- ups are those
designed prumaru]yaLo take advantage of funding-or ‘the availability of*

wbelpers. Projects that start[odt with a problem-solving focus, on théﬂo

. R . ] e g )
‘other hand, are initiated to help meet a specific need. They are %ﬁﬁ - %ﬁ :

e

designed and planned in ways that take account of present and expected
future realities.

¢« Project® studied by Rana‘that were generated'essentialﬁf7by %.

-opportunism were characterized throughout by a lack of interest and
. b . ! . o

commitment on the part of participants. As a result, participants were
often jndifferent to project activities and outcomes . Little in the way

.S

of serious change was ever attempted--orgaccurred
RS 0n the other :hand “ﬁrOJects that started~out wnth a problem-solving
\\\, - 4#’ i o
¢ tﬁrust were more likely to result in change. Whenever the project

'addressed goals that were important to teachers, prlnClﬁa]s, parents, and*

+

students, commi tment and consequent actlon wenathere from the beglnnnng.a
One dlfflculty that must be overcome if purpoaéfnl and problem-soIV|ng

é
change is to occur is the general Iack of clarnt%%%hd agreement about

indlcators of educatlonal success. Slnce educaﬁofs cannot talk about the

rate of production.or profits made last year, ‘they often attempt change
without specifying how they will know when tﬁéy have been successful.
Without clearly defined purposes’and a tqunblogy for. measuring progress

toward goals, many change interventions stray off target and no one can
o / ’ ’

tell until it's too late. Purposeful cnange thus provides leverage

—




_Sijberman (1970, pps.

_'careful self-ref]ectlon énd tHoughtful self- analy515.

because it conserves human enérgy for movement toward important targets.

Y
Mindless Change. Even when ‘people clearly know what it is they want to

chénge they often-move through the change effort as through a_fog.

10-11) defined this leverage most ‘succinctly.

'"What makes change possible, moreoVerQ is that what is mostly

wrong with the public schools is due not to banality or

indifference or Stupidity3 but ‘to mindlessness. If they

(teachers, principals, and superintendents) make ¥ botch qt‘

"7t, and an uncomfortably large number do, it is because %t

simply never occurs to more than a handful to ask why they

are doing what they are doing."

AS|Iberman s wor@s reinforce need for purposeful chehge and also
w-’
speak eloquently to7the need for consciousness about

S

Qﬁgnge processes.

¢

The primary importance of the Rand Study lies in the elp it protides

for thihking clearly about: the waxs'in which educatjonal change

e-

profects succeed or fail to meet their objectives.’
. Rational planning, data collection, doctmentation, debriefing, and”
eva1uat|9n are all necessary;lf people would know how their purposes

are being achleved But because these activities are mfre rare than

-

common , |mportant Ieverage for system change can be found through

. Those'who would
’&’& T

change a system can often find one key to success by examining whét
! v

o

happened in prior change efforts in their system; L a

i

Hit-and-Miss Change.

Imagine, if you will, an orchestra where only %:\
the violins are tuned, or a football team where only the gquarter-backs

Unless the violins play solo or unless no one cares that the
S 16 ‘ c
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-more receptive than others to innovations, but more importantly, found

ball always drops to the ground in mid-field, this sounds ridiculous.

Yet educational change efforts are oftenvdesigned in this way. For

¥
i

instance, spme people expect teachers to start teaming without taking
time to fighre out how this will be different from working in self-
contained ¢ assrooms . 'Others expect counselors to provide career

students wnthout recognlzing that" counselors need time

guidance fo
. /z

and resources to do this job well. Still others Operate as thoth a
new building, a new computerized grading system, or a new organizational

chart would cure, everything.

We have nothing against team-teaching, career guidance, new school

J \ . o
_buildings, and the like.' However, we have seen a number of single

innovations seemlngly get IOSt or fade away because other changes
were Hgt also’ made  The egamples are num erous, but the pélnt is that
%
h|t and-miss change often turns out to be no change at all.
i : s

‘The Rand Study-uncovered a number .of prOJeCtS that were not imple-

mented |n\§he ééh%e of reachlng their objectives or havin} “staylng

-power." Instead the prejects were “|mplemented” in pro forma fash10n,

they broke down altoéether, or they were co- opted by project parttC|pants
) .

so that the prOJec; was changed tQ‘flt traditlonal ways of doung things.

Projects in which partlc:pants did carry out plans for new -action

were characterized by mutual-adaptation. This phrase applies .to an

lmplementatlon process in whlch the proJect was modified and in Wthh

the organizational relatlonships among staff and among teachers and
4 .

students were altered.

The study did find that some school communities and districts were

-

157 N
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that |the receptive setting was not a.§uffic}ent condition for eﬁfecqively '

s ’ .

implementing new ways of acting. _ .An jmplemgntat}on stratégy,that'prohoted

~ 1 ¥ @ . &

2t

-

- mutual adaptation was Qriticalf' ' .« -
Four strategies seemed most often to promote mutual adaptation or

., to allow’it to occur: (1) on-line planning effofts and continuing re- J

&

‘assessment of the ‘ways: the project was moving, (2) provision of exten-
o - N 14 R

sive training for a}l ps?ff;iﬁaﬁts, (3) freqﬁent regular meetingé'of, -
projéctfperSOnnel to‘A?SCUss problems anq to share ideas, and (4) the’
local development of materials., “Learning;by'doingh——even if it meant

" “'re=inventing the wheel“--helpe& participants identify with project

-~ hd
-

goals and precepts.

14

Thu$, purposeful and- conscious change seem to be insufficient by

5 thehse]vés. For a change fO'have staying powef,'it”ﬁust take ihto'
.account all of the interdependencies among pérsonal behavidrs, norms
and struétdreé bfftheir.organizétions: availability of materials, and
o the limitations or potential of the physical plant. At the same time,
the changé must be focused and carefql]y”monitbred to,insdre'that it
does not limit the avallability of human resources for future change N
when thatv is called fof. _ ‘
N -

_ Imposed Change. % An increasing amount of evidence suggests that change

1

1

interventions initiated or imposed from the ''outside'' are likely to

v

i

: v fail. The Rand Study, for example, found that most {mplemented projects

were initially based on information or treatments that were already

’,

known to local participants¢ Few projects were based on information

gathered through a systematic ''search for alternatives.'" Local

actors--in a single échool_éommqngty or district--were likely to be

1

16




skeptical about the reborted ”succees“ of sdme method'that had been
tried “somé@hefe else " They tended to rely on the adv:ce of those
i ' | they believed to have a thorough knowledge of partlcular and peculta;
condltlons in.their school c0mmuntty or arga.
. * o ‘ Yet outside agencies such as State Departmenfs of Edecétion;
texteook publishers, and inetitutioqs of higher learning continue to
- act as fhough the imeetus for educational change has te be 'externally:

. imposed. Certainly teachers, parent%, and counselors confirm this

. BN B ' :
IR . assumption each time they cope with an imposed change instead of {

~ . ’

3

initiating -their own. Instead “of predicting needed changes and

TS

—

_actively seérching-for solutfons, insiders encourage ?mpositipn by ' /

O
#”r

,f}ghting ffres as they wait until 3 "solution" presents itself. But
\ b

o " then, betause the imposed solutlon rarely solves the |mportant problems,
q ~

.

the need for fngtlng maintains itself.
_\\*. Imposed change is often like hit-and-miss change in soﬁe ways. |If
| many .of the impositions or the "hits' come down on the same place, there
is the rea) pessibility of innovation overload. We know of one smaTl
e1ementary scheol for |nstance, that tried to lmplement team teaching, ' i;
dl?ferentlated stafflng, ? ngw readlng program, and mlnl-courses all in
the same year. The staff got so tlred, the students and parents so
.ceﬁfused, and the principal so discouraged, that almost everything was
abandoned the next year. :
) - In many ways, tifferefore, it seems that projects designed by 'outsiders"

will generally fail to gather support or to achieve their objectives.

Importantly, 'outsidedness'' can and often will be defined in very broad

terms. Teachers in 'other' schools, personnel from the district office,

19
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consultants from state departments or universities will often bé thrown

into the same ''bag.'' They will lack creéfbility because they do not

""belong'! to the school community system where the‘Ezoject is being tried.

.

On the other ha;&, those who clearly do Qelong--like counselors and school

S .

psychologi;tsF-have—é much better‘éﬁance to bring about.importaﬁt and

cwy

lastigq change. o,
P ~ Summary
g v
Chapter™

~

I3

| has explored the need for change in schools, the necessity

for clearpy established goals, and the ‘several types of change most

frequently implementéd by school communities, together with the degree of

potential succéss possible with each.

-

Ao




"

: complex social systems comprised of functional subsystems; (2) that

This chapterx introduces three- major ideas: (1) that schools are

changing a system means changing certain processes in the culture of these
subsystems; and (3) that certain forces influence the functions that facil-
itators of change can fulfull in a system. ogr major principles are ex-
plained (1) focus the change effort on changing functional subsystems

in which interdependence is highest-and with-which other subsystems have
recognizable interdependence; (2) change the norms and roles of communica-
tion, meetings, problem~solving, conflict management, goal-setting, and
decision—making, as well as the relationship among them; (3) know what
others expect of you and be honest about what you'd like to do; and (4)

. develop multiple bases of power from which to exert influence on the system,

»

‘/,
¢

"~ o . Chapter II L ;-

Sofie Prineiples of System Change ‘ L o ,

..
“t

In the>first chapter we spelled out some assumptions‘about system-'
change that we think are basic. But bécapsg assumptions alone do hot
providé a ratioﬁale for the strategies and guidelines presented in the
next two chapters, we include this chapter to outline a few key prinéiples.
The chapter is divided into fsur major sections. The fimst describeé.a
view of schools as ¢oﬁpléx’social systems. The secqnd outliqes several s

interpersonal and group ﬁrocesses that provide targets for system change.

Edﬁctions that facilitators fill in the change process are discussed in

‘/the third'56ction, while the fourth describes variables that must be * .

|

‘ Eaken into account when deciding which function to fulfill.

- Schdols As Social Systems

When. we say that sdhools are,social'§§stems, we simply mean that

-v-> .

they are not mere collections of individuals who\behave in disconnected

>

or independently detetfmined ways. 1In schools, people come together to ~
pérform'spetxfieﬁ=fﬁ§ks, the major purpose of which is to facilitate
student learning. People in schools, like the components ¢f any syétem,

interact in*fairiy regularized and predictable'wgys. Their actions pro-

duce consequences that can be observed and are sometimes examined to

-16- ’ -
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guide future ac;ioh. In spite of the fact thaf people in schools rarely

view themselves as part of a social system, we think this perspective is
important. Particularly in large, schools, it is- difficult to picture a

single, unified "system." One way to grasp the total picture is to look

at functional subsystemé. Begin by defining some gnal that people strive

& -
to achieveLl The goal of facilitating-student learning, for example, ‘
includes functions like teachirig readlng, teaching math, and providing
student support services. -Functions may be qrcher’dissecced-as when.

ey . .

."providing‘student support services' becomes counseling students about
. . . . vl

career opportunities, providing food for the lunch program, or assistingﬂ
‘students who become 11l in school. Od%e a function is defined, all the
people who'must perform well if it is'to be fulfilled can be lisﬁéd.
For .example, those who must function if students are to eat include those
who order food, &eliver the_raw materiais, prepare .it, serve it, an&  . R
release étqdénts from class at a specified ﬁime. ,

Ofpen, of cbufﬁe, the same pédple épbear in moré than one furictiomal
subsystem. For instance, a‘counselor may talk id&ividually to éeveral
; . students, attend é pupil personnel divis o&?&ée&@pg to consider.scheduling,

&<

. talk to a few teachers about problem stydents in their classes, and

explain some aspect of the school's progrgm to parents-—all in ‘the same

day. ' -t —
Although the individual's perspective of the‘systemvis 1arge1x . .
structured by the face-to-face interactiéns he or she ha; as a member .
- . : Pcida)
of Sevgral subsystemg, important work is done and major goals are 3 -

e

lgoth explicit and latent functions of schools need to be considered, . -
By latent functions we mean such things as supplying jobs for adults,
keeping children off the labor market, socializing students to prevail- -
ing values, etc.. While this may seem cynical, we have observed that many
people in schools expend a great dea% of energy to realize goals such as

these.
¢ _. 2%

e
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‘accomplished only through the cbordiﬁétad éfforts’of sets of personé.

Just as all individuals depend on each 6thef to perfbrm the subsystem's - = .

r. ’ . - ”

. . - function, all subsystems are likewise iﬁterdependént. By virtue -of
bringing people together to achieve common tasks, oréanizations create : =

*

igpsystems in which every component or part affects every other component

or part. What one person or group does is affected by and affects others.

.

In spite of the fact that people in schools are.arranged in inter- oo
‘dependent fsnetional subs§stems, feﬁv¢han§e st?ategieL take this into
accounf. Take, ﬁPr example, the typicél étrategy of sénding individual
épunselors to workéhops of,inserﬁicerclaéseéa There{ if everything 8093.
well, a counselor may léarn thét methpd“"k" is effective and~fUn to .use. .
When he or she comes back to the school, wanting tb tf§ it out, oﬁhers

m;y disapprove, the needed materials may.npt be there; the échedﬁle may

be too inflexible, or something else about the sﬁbsystem of which he or

she is part may make the effort‘unnecessarily difficult. Perhaps even

a better example is:Ehe case of the high school counselingvdePartment
that wanted to involve teachers in making decisions about gtudent pef-.
RN 3$,sonnel ser;ices, ma&e that wish publiéfsgnd then got frustraFed’because %H%
: it didn't hapéeh. The éounseliqg subsystem clearly“;gﬁ;red}the fact that
. E many teacher subsystems dééended upon it--if not out 6f preference at 1least
rléut of habit-=-to ﬁ;keﬁtheSe decision; for'them.‘ Since other subsystems
did not change toﬁreciprééaﬁe the counseling subéyétem's preferred funétioﬁ,
no changeioccurred at all. » ‘ ) P )
. \+ We wish to highlight here that th£s monograph is about changing .
systems an&'not about using groups or sy;tems as a méané to bring about

individual change. To i1llustrate this difference, let's return to the Fe

previodé example.., To change a system so that influence over decision

| | | 2o
o | 18- : CE .
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. ‘ . v
making is more widely shared, one must Hhtervene both with subsystems

Y

that have made decisions in the past and. with sugsxsésms;uhat have not.

. . v \

This kind of system change does not happeh ﬁhen counsélors go off to

workshops and learn to plan collaboratiVely wifh%teache?swor'when teachers

Y

- : o N .
take courses in counseling and guidance. We're not-detracting from the
* worth of workKshops and'training programs such as those described by Jacobs

aﬁd $pradlin (1974), Put wéjare saying t&at system chasge requires a

lheory and technology unlike the concepts and strategies that prcmoﬁe

individual gro&thf/-

The key principle here is tha; to change_s system, one must’sﬁange
. . R

:the subsystems in which Interdependence is higbest and with wh@gp other

.subsystems have a.recognizable intérdependence. Attempts to change a

S~ I * N -

single person wen't have significant or lasting impnct unless other

people change too; 1f one subsystem is so éhange its functions, other

subsystems must be willing and able to reclprocate. .

” 4 )

o Systehs Have a Culture

oy,

e Think about sihilarities and differences among schools you have
observed.' You can probably shink of numerous similar}ties--older pedplg
always teachéyounger people, spacés are always set aside for storage of
equipment, o; doors typically open and ;lose at certaiﬁ times. Yet the
differences are striking as well. In one school, students are rewarded
for the same behavior that 1s punished in anothsf school. Teachers in

: one school expect the'principal to 90 what teachers in anoﬁher school

expect.to do for themselves. How people behave and‘how people are expected
to behave‘ars very different; the culture is different. |

The cylture or climate of a system is in many ways no more or less

than the way people behave and are expected to behave. ULortie's (1975)

o 25
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definition‘ofjculture §ays that "culture includes the way members of a
« ‘ S

-~ .

groub think about social action;vcultqre encomgasses alte(pétives fbr'i.
vreSOIVing ptoblems invcbliectiverlife. Thé~sforehousé of %deas may exceed
the vafiety of‘observable behavior within the group, for some pdsgibilitiés
may not .find expressidn" (p. 216). However one defines culture, changes

ed to do, and are rewarded for doing result

.in what peoﬁle do, are expect
o i -

in system change. - .

The culture of the school becomes visible when oﬁé knows ;he norms
(behaviors that will be rewarded and pudished)'gnd Eg}g§_(expeﬂtations
that others have for the behavior of certain individuals). Change the

norms and roles and ybu change the system. This 1s the second key

R .
’ ‘.
.

principle. ‘ ‘

The rest of this section iilus;rates whét we mean by changeablé
norms and roies. We have categorized our examplesjunder six headings
(comﬁunication, meetings, problem—solving; conflict manégement,igoal—
setting, and decision making), notibecauée we find six a'hagica} number
nor because these particular six categories have been found to be most

) .
meaningful to the largest number of people. Instead, we chose them for
convenience to parallel chapters in a book with which we have lived
(Schmuck, Runkel, Saturen, Martell, and Derr, 1973). The categories let
us include much of what commonly appears in bookg on group processes Or

-

organizational change in a way that can also provide structure to a sub-
seqﬁent chapter on tools and strategies for intervening. So now, asking
the reader's acceptance of these categories, we'll proceed with examples

of how norms and role expectations can change.

Communication. Many norms and roles concern the subtle and complex pro- |

cess of communication» This process. includes verbal and written messages

2o
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as well as nonverbal tones, signals, and postures. It dictates who speaks o
. I 4 - .
to whom, when, and why. . . : , s

b
+

Because of the complexity of cammunication, the chances “that this
-~ . - ) . P [N

process can go awry or need changingcvu.barticularly high. Communication =

»
o -

may not occuY at all, or’miscommunicatidn——particulafly under stress or
about topics in which peopie‘%ave a great deal of emotional 1nvestment~—

can be obvious. Often, the following unprodhctive norms exist in sub-
systems: . y ’ hg ' i L g

~

e Group members continuaflly make\their own pasition known, and
. .
.
persuade others of its merits by talkifig past each other and
. " R . T . \

N

refusing to .hear what others .say.

. ® Group members ignore each other's feélings, never checking on

.-Il , . * .
.anyone else's.internal state. s, .
® Everyone is expected to talk loudly and emphatically, no matter s .
. '% - '
[} - ~ %
what the issue. vTE .
EEE SO »
- )

. Py
.® People are listenéd to as long as ‘theytalk about trivial
issues, but people-withdraw when certain topics are mentioned.

Changes in the communicatfon process can instead, produce norms like these:

. B

‘ e Group members continually check to make sure they understand

EXY
M

what others are saying. o oo T g

;
e

’

e Everyone is expected 4o show concirn for the feelings of

others by monitoring npnaveqbal cues and checking their
4

W
B

impressions.
e Voices typicadly remain‘calm, but people are heard--even whén -
.they express strong emotions.- > o .

e Important and fundamental issues or topics are digcossed
i, .

publicly with those concerned.




' . -
. e - . - . /

In many ways the communication process is basic to all the rest. -

o : T : ! ’
¢ .

[ ﬁglginPPEOPle to express their opinions and desires clearle‘dey%lopinéi'_

norms that sppport, directness, and teaching methods for listening with
N 3

- understanding are strategies that can“bring about important system change. e

GOal Setting We ve often laughed at ‘the truths 1n a story by Mager (1972

3

vpp v—v1) about -King Aling 1n the land of Fuzz. It seems that King_Aling
. N ’ i o -
- Q;i' commanded his round and mdlti—legged cousinﬁDin‘to,vGo_into Fuzzland and

find the goodest.of men, whom I shall reward for his goodness." Ding -
1mpert1nently asked how hesWould‘know the goodest of men when he saw one.

lThe king whacked off‘Ding s leg for this affront and said only that the

T
%
14

goodest of men would be "sincere.? Ding limped out to searchy but returned

.

alidiscouraged to'ask his impertinent question,again. Replylng that the good—

oy T

est of men would be "dedicated " the Klng whacked off another of Ding's
legs. The story goes on for several more rounds until- the King whacks

off Ding's last leg and he falls to the f&bor w1th a squishy thump. ~The

moral, say Mager s1mply,—1 1f you can't tell one when you see one, you

may wind up without' a leg to stand on."
Unfortupately, lots of educational goals'are,just asfamhiguous as
‘ . v t
King Aling's. The follow1ng sysfem norms apply:

1

5 ] People take goals for grantéd ~never discu331ng them or
N , [ .
writing them down. |
N\ . !
f ; . .
P : oy . ,
. . ® Because no one can say you don't get some place if you_don't
' N . |

- say where you're going, pEOﬁle are rewarded for ignorin ' o N\

P

- goals. . . .
® No one expects‘that progress toward goals will be carefully
assessed; _
® People state véry different versions of}goals_that are .
EUURE e ;suPPQsedly shared. y ' PR s , -/ *
., ) ) w - N L
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Strategies that help people sharpen goal statements or uncover and

-

share goals that are not explicit can create norms.like the following:

e No one discusses goals without ascertaining how much others
‘ S : AN

S ‘ : ar? Couﬁnit.ted’ to theni. N v " . . ] ) . - . - . .

® People expect goéls tqbbe precisely stated, eVEﬁAwhén clarity

)

surfaces conflict: " , . ' .-

® Many kinds of informal and formal procedures are used to assess
movement toward goals. ' U
, .

® People are rewarded for getting'whgfewghéy'said'they Wanted"

to be:

Problem-solving. The d;timatg test of an effective system is its abiiity

Ty

to solve the problems it encounters: For effective problem-solving to
occur, group members must identify discrepancies between the way things

are and a more desirable %pndition. Once thé problem is defined, group
memberS'thén need to identify quality solutions. that move them to where

~they want to be. An ineffective problem-solving process might include

the following norms: | .
) ! ‘1
® Group members ignore problems or state them in forms 'that

don't address the real issues. . . )

® People expect othérs'to solve their problems, rarelyrfoim;ggqf~’ o

.groups to do so. Feen T

- - .
® Problem-solving procedures are not systematic or procedures

. .
\ \
:

are.rigidly fdllowed without review consideration. -

® Since life seems happier when there are no problems, people

£

are rewarded for witﬂholding problgmatic infofmation.

: 'It is possiblé for groups to develop norms that support an effective

‘Pfoblem—solving procegb\\ Examp le /of this kind of norm include the . '%
< - . " ) . N , . ) ‘\
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- ® Group members state problems precisely and directly, accepting
o I o :
any discomfort as temporary.and solvable. .

] People'organize'quicki§ into groups to jointly inquire into ~ .

o .

common problems.
® Everyone understands and is égpectéd'to folldﬁ‘fleXible,

agreed upon procedures. R

@& People are rewarded for viewing problems as normal, and logical

. problem-solving as a springboard to creative action.

Many Systems would change markedly if pedple clearly defined the_

i
Jproblems confrdntiﬁé,them and developed workable plans in collaborative
ways. - Strategies that aim toward fhis.kind‘of goal can make important 1

sysféﬁ changes. ' ‘

o

Meetinés. If the most abominable thing about the ﬁysfem in which'you-work
- is the process people go through in meetings, this may become your first

target for system change. 'For example,'ydﬁ may very much wantlto change

| norms like thgsé:

-

® People straggle in anq=iea§e early, but no one.pays enough
attention to catch them upno; fill them iﬁ latef. . o

® Only certain peopie_are exéected tq‘cOnvene or-tbke minuﬁéé.

e EQeryone talk; at once or some people &o_all the’télking

~ % while others femain silent.

’ >

® Everything is "all business'; no one pays attention to others
" as people or to the way the work is accomplished.
By contrast, some groups have meeting norms that ‘we think are much

easier to live with. It may take a concerted effort to turn things |

i ~

~

around, but consider the advantages of nquitlike these:

s ] - - oy \
® Expectations about starting and ending ‘times are clear and
people help those who can't meet them.

o _ -24- -
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Aruitoxt provided by Eic:

!

® Convening and recording functions are shared or rotated so
v vy

everyone has a_chanceAto pafticipate without-this added
responsibility. ; o

) P;ocedures.encou%age‘participation by all thqse'who want to
speak'because mono logues afe not reciprocated by siience:

® Certain times are set aside to discuss the way the meeting.

.

went and any interpersonal feelings it created.

Deeision~Making. Creative efforts to solve problems inclede choosing among

alternative goals, prbtedures, resources, and solutions. Even when only

one solutlon s’ thought of or g0531b1e, problem-solving always ends with
- wJ

. the choice of actlng or not actlng The decision making process in a

- .
.system is activated any time members carve out a choice for action.':;%is

Ve L - e

* process is important because it often produces much conflict in the system.

Norms like these often inhibit the way people. exert or accept‘influeqée and

-

fnake their decisions:

Ks

® Only those with legitimate authority are expected to make
decisions. -

® Responsiblitities for decision making are vagge or unclear.

Y

® Group members are locked into a single method of group -
decision making--majority voting, for ekample.

® Even decisions that require everyone's understanding and
commitment are made by one person or majority vote.
Through effective intervention strategies, it is p0551b1e to change

system norms 1nto somethlng like the following:

" ® People with.informatioﬁ make decisions because decision quality

-

is viewed as more important than who makes it..

[ - . . »
® Everyone has clear expectations about who will'make,yhat
’ ’ ' i
decisions.

30 '
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I

e Procedures for'making a decision are carefully'matéhed to

| the kind of decision being made.
{ -

e Those who must understand and be committed to thé decision

.,

1
1

are rewarded for participating im it,

Conflict Management. The process of identifying and managiﬁg or resolving
. . . . o ~

conflict in a group is often quite eaﬁy to see. vConsider.a group with {

norms like the following: ‘ ' N

.

e Conflicts are hidden'frbm,public view entirely or are only

-

dealt with behind the scenes. ' ' -
o‘People ar% rewarded for igno;ing littlé,éﬁnflicté and dealing
only with %hose that have reacﬁéd a size;ble magﬁitudé. .
° Procedureslgre based on the egpectatiop that conflicts are N
resolved ohly if one party loées while the other wins.
o People.conkuse disagreements with conflicts due to differences
in self-in%erests, and,col;aborative comprquéing with
negotiatiog.
Norms liké these.are not only common in groups, they also pose a
major hindraﬁcé to éffective group functioning. Since conflict doesn'ﬁ
surface until differencéé-of opinion of self~interest are expresse&)and

since different opinions can be a group's most valuable resource fo;

creative problem-solving, ignorancé or suppression of conflict can stop

a changé{effortrcold. We think it dis much more productive to change

norms governing confl%ct so that the following behaviors are expected,
exhibited, and rewarded: -+
e People admit they have different views and consider the ten-

" sion as a signal to problem-solvel. N \-

® Small conflict situations are handled as they occur.

3% | -
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® Others actively try to help persons emgaged in conflict by

serving as i¢térested and caring third parties.’

® People attempt to resolve differences of opinion in a

collaborative win-win fashion while skillful;y hggotiating

differencés in self-interest. N l

The process of conflict identificatién and the processes\of decision
makihg, meetings, and the like, are highly intgrdeﬁendent.‘ For example,
norms aﬁout'who may Falk about what may enhance or 1imit the amount of |

information that is available for finding solutions to problems. Or,

Al

for another example, if few people are expected to take roles in the

decision-making process, there is“high likelihood that self-interest

™

conflicts will surface.

7 Furthermore, the processes can be changed by persons acting fvom a
variety of stances or roles. In the next sections, we explain six roles
that can be assumed for the purpose of facilitating chéhge in sygtem

processes. We also exﬁlain séie factors that should .be taken into

account when determining which role to assume. -

Functions Filled by Facilitators of Change

It is our contention’ that the person who decides to bring about
) s

change in his or her system can do so from a variety of vantage points.

| .‘ | \
We have identified six for this monograph: member, cpnvenér, resource :
linker, protess consultant, third party consultant, and teacher or ‘
trainer.. The choice among these roles or wvantage points‘is never exactly
clear as the roles have at least as many similarities as they have

differences. Just as parents do a lot ¢of teaching and’ teachersdo a

lot of parenting, a group member may perform the resource linking func-

‘tion and a person designated as trainer may perform the convening function.

A 35
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Being aﬁ‘vEffective Grodp Member. Everyone who reads this paper is un-

doubtedly a member. of several task groﬁps or subsystemsl As a member a

N

" person brings about system change primarily by modeling and risk-taking.

For example, the counselor in the pupil personnel department of a large

»

high school might improve the effectiveness of this subsysten by continuous—
ly clarifying what others are saying. If others rarely make clariffcation
. ] N .

statements and then begin to copy this behavior, the modeling would have

its desired effect. Risk-taking might be displayed by stating one's feel-

ings about membership in the group wheé7%orms support staying on the

task, Many’of the examples in the third chapter can translated into be-

-

haviors for modéling that require greatgx or less risk-taking dépend;ng
‘ : . |
upon present norms.

Serving as Group Convener. Often groups canwbe helped a great deal by

those who agree to serve as chalrpersons or conveners. In Chgpter I1T
we suggest a number of tools that conveners'can use in such tasks as
preparing for the meeting, helping the group warm up, helping group members

organize their agenda, encouraging wide participation, helpibé with record-

. -~

keeping, and leqding the group in assessment of its own functioning.

Resource Linking. Sometimes groups and subsyntems within an organization

)ﬂ

“reSources for

are fairly clear about existing problems, but lack skil% or
solving them. Valuable assistance caﬁ belﬁrovided:in thig situation by
clearl& offering one'g own ideas and_enérgy br by elicitiﬁg information
épout the resources that others have to offer.' When the grouﬁfnéggs
resources that none of its members can provide, the resource’linker searches
for and suggestf.other peopie, materials, programs, or the like for examina-
tion.' Functioning as a resoﬁrce linker, thé school psychologist might do
demonstrétion teaching, set up a crbss—age helping program, organizé volun-
’ .

teer parents, or track down a curriculum consultant for teachers in a

i

-~ R -'::"‘ s
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- .particulat department.

Providing Process.Consultation. Too oftén groups are unaware of how tdiy

v
I

are in%éuenced by norms and group processes. Members of the student 7buncil

o

Kl CL i

-may know that their meefingé don't go smoothly, but may nbt.understaqd why.

Teacliers in a certain department may ask why decisions th&}y think they .

7 make never get carried out. .Many of the tools presented in the thifd cﬁap-

ter can be used to'highlight important'group processes as the process °

consultant collects and feeds back data about actual and preferred agg%e¥
. . [N
. ~ I
ments or norms’, 7

S

Third Party Consulting. The functions of a third parfy consultant ang

not all that different from a process éonsultagt. We have isolated this
role only because it is most often‘played when problems occur withwﬁhe

' ;
process of uncoVering and managing conflic?. Third pérty cqnsulting re—
quires special skill in helping parties to a conflict clarify their
positions, estaglish working agreements, and use theilr differences as a

springboard to problem-solving. More about this function will appeaf in

the next .chapter.

Teaching Alternative Modes. Once in a while persons in a sysfem may be
asked by othegé‘to design and carry out a ﬁrainiﬁg intervention for the
force to make decisions by cdnsensus 1f majority vote procedures seem
uns tisféctory. 6r, for another example, the school psychologist might
help a teacher graﬁh students in basic interpersonal communication skills.
Some of the lessons in Chapter III and some of ' the guidelines in Chapter
IV are directly applicable to_the functions of training‘of teaching

alternative-modes . ) .

Ay

84 | '

ygroup, For example, a counselor might teach others on a dist:iéftask ‘J//
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/ﬁetermining the Stance to Take
L/tT

Selectihg whi function Qp perform can depend upon many factors.
- N

. These-factors fﬂélude very OPVlOUS ones such as what one wants. to accom-
A

plish audyh t one ihas the skills to do. Primarily, however, we think .

is most often limited by how deﬁinitely others expect the

t

- facilifatof to advocate a particular change or to remain neutral with

no/ﬁersonal investment in specific outcomes. )

//// For example, a colleapgue of ours once worked in an organization "
4 - 4

that was faced with the difficult decision of narrowing its scope of work
an&'staff size to save money. She knew this decision was a unique one
and likely to produce a lot of conflict. Before deciding which function

she could play to be most helpful she encourag d ff members qo dis-

cuss what they expected of each other at the decision-making retreat.
Since most people expected everyone to participate@s an active member,
they decided to hire two consultants from outside the orgamization to

serve as process consultants. Her functions as member and resource linker

became olear. Only a few months{later, one of the sobsystems of the
organization wanted to spend a day on prohlem-solving abou% roles and
commitments. Since she was not a member of this subsystem, she was called
upon to serve as process"and third party consultant. Her other skills
.could now be used because others expected her to remain sufficiently

.o N

“neutral about this problem. G )

Insidedness and Outsidedness. In the jargon of interventionists, expecta-

tions like these determine on¢s '"insidedness'" or "outsidedness.": Insided-

ness refers to expectations that you will abide by the group's norms,

recognize your interdependence with others, and work hard to get changes

that wkll benefit your individual position. By contrast, out51dedness refers
o to expectations that you will remain neutral and-objective at all times because

_the group can make certain changes that will not directly affect you. Either

set of expectations can apply to any member of a group - .

a3
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‘ at certain times; you don't have to be a paid consultant to the.group to .
be seen as outside a particular problem.

Insidedness or outsidedness vis a vis the system to be changed is

1Y

aécdmpaniéd by a different perspective. Remémbér the old adage about "
standing so close you can't.see the forést for the, trees? That's the K
perspective of the insider. Before;jumping to the conclusion that it is
a bad place.to be, consider how this gives one access to informatioh to

which no outsider is privy. If you,really want to eliminate unproductive
. : ¥ i e ' )
norms, install new norms, or otherwise change the system, some of that

information may be vital.

But insidedness has its limitations. We've already mentioned that

chgnge takes energy. The stamina of change facilitators will be tested

many times as they initiate change ideas and expend their personal resources
to bring chénges about. But unproductive norms also consume a lot of

energy. It is possible that a system can drain people inside it to the

point that they have little left to give. . . . ' .

‘The expectations of others thus may be a double-edged sword because

being too inside or too outside can limit one's effectiveness. But the .
principle embedded in all t@ié is simple: be clear about what others

LY .
expect of you and honestly tell them what you'd like to do. In this way,

no matter which side -of the sword you stand on, you can use it for a 1eve¥.

. . - . 0
A Base of Influence. So far we have listed three key principles for changilig =~ !

.

a system: ' (1) change the functional subsystems in which interdependence »

is highest and with which other subsyétems have recognizable interdependence;

(2) change the norms of communication, meetings, problem-solving, conflict
N . management, goal-setting, and decision making as well as the relationships
c among them; and (3) knoh what others expect of you and be honest about what
| you want to do. Before we conclude this chapter, wé'd like to offer one .  *
- 30
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because it sounds so ctuel and inhumahe; but remember that if pébple

L ’
%
more: (4) develop multiple bases of power from which to exert influence

-

on the system. ‘ - V e v

°

Y

We predict that many people reading this monbgraph will begin to’

o

;;muéte:‘as they read that principle. "After all,™ they'll say, "I'm not

in any position to legitimately facilitate change,” or,. "The principal

(or boss or supeévisor) is the only one around.here that can change any-
thiﬁé." Before the muttering goés on too long, let ué‘say that this view
is partlyv iight. There is a kind of power that comes from holding a
positibn‘in which autﬁopity'is legally vested.

~ But ﬁhe view islalso‘partly wrong. There are according. to & model

provihed by French and Raven (]959) ét least four other bases of power.

Z

R

Firsé,ﬂthere is reward power that is based on the control of, and ability

=

to distrib%te, reward valued by others. Eveﬁ though someoné'elsé distri-

. i : .
butes paych?cks or writes recommendations, others in a group are bound
1 : ‘n - ’

to have soﬁﬁ—qgsources-—good ideas, a jovial manner, a-comforting way--

that are valued by others. This base is at least accessible to most people.
Second, there is coercive power, the opposite of reward power. This

power is bésed on the ability to infiitt éunishment or‘withhold valued

rewards. Few people deliberately try to develop this base of power

appreciate what you do, tpgy are likely to resent you or fear that you can /
.

stop. Building reward power can have the side advantage of building
coercive power as well. ' \

Third, and most important in o§r minds, is the power that comes

from knowledge, skill, or experience. We rate this as important because

it is the easiest to develop. We hope this monograph contributes at least

| -
in some small way to the expert power base of readers.

o

3% | é"’;&

-32-




-

e

. | o i
The fourth gnd final base of influence is called referent® power.

French and Raven define it as based on personal attractiveness or membership

in the primary reference group of others. Some may'hoﬁ;want this kind

of power arnd others may despair of ' ever having it, but it is important

a
<

because it, too, can be developed with‘gelative ease. Dr. David Berlew

(as cited in Schmuck, Runkel, Satuéen, Martell, and Derr, 1972, p. 12)

~described the-components of charisma, a concept quite close to referent

ppwer, ”Aftéf studying great leaders to discover what“motivated groups to
follow them, he fouﬁd three common characteristics: (1) the ability to
relate goals to values che}ishea‘by the group, (2) the ability to make
others feel stronger éﬁd possessed of a greater sense.of pg;sohal eﬁ&icacy,
and_(3) the ability to impart a sense of urgency concerning the stated
goals. Convincing others—-and maybe yourself--that you have this basezof

power to faciz&tate sysﬂqg change comes from learning and teaching others

to say, "I wén; to do it!" "I can do it!" "Now!"

i
~

~

o .
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This chapter describes. a number of tools and strategies used by

. facilitators of system change. We've sampled procedures, in zruments,
.and activities for facilitators who axe group members, convengrs, resource

linkers, group process and third party consultZnts, and skills trainers.
Each highlights one or more group processes such as communication, goal
setting, problem solving, meetings, conflict “management, and decision
making. .

Chapter III <

StrateéiES and Tools for Facilitating System Change
The'prédicamegp of many teachers has often been summarized as a .
, ‘ -y : @
tension between long range planning and thoughts of "What will I do

Monday morning?' We presume that a similar tension exists in readers

" of this monograph. 'éome, no doubt, prefer to read theoretical state-

- ments that help them organize the tools already in their 'bag of tricks."

[

But some undoubtedly sense the near—emptiness of their "bag' and wish~
for tools and ideas that can be tried out tomorrow. For these people,
the urge to have it all make sense will foliow the urge to take action.

We emphathize with this predicament. Sometimes abstractions and strategies
®

are very seductive, but sooner or later come the hours when #e sit &own‘tq

s

design interben:ions that we will carry out.
This chapter is for those who wish'gkamples of almost immediately

useful ideas. It.is a collage, of questionnaires, exercises, checklists,*

- &
! ] ¥ .

procedures, and observation'iﬁstruments. Each highlights one or more of .
/ .

the group processes described in the frevious chapter: éommunicas;ons,

’ /

. FaN
meetings, problem solving, conflict' management, goal setting, and decision
/ - .

making. Some of 'these tools will b% most useful to persons playing

‘

the process consultant role; other/tools go more 1ogicallylin¢o the "bags"

<

%

of skills trailners, third party cénsulpénts, conveners, or group members.

Resource linkers may want to share these tools with others. .

/// 3 9 \ : °
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All of these tools and ideas have appeared in many other sources

. . .
‘before. From tiwe to time we will suggest references specific to an

ﬁ51 AN idea or book# but we have reserved mést of oyr comments on other sources

for the annotated rgsource éqé{ion at the end of this monograph.

G - N . . 7
Strategies to Improve Communication 3

s .
Have 'you ever seen a group where people did not talk about their -

reactions to each other? Where everyone carried a load of annoyances
]

[

and hurt feelings? Where peoplgfwere not sure that they unders tood or

! .

were understood? Quite clearly, groups like Eﬁis have communication

problems. ~ ]

i

In other groups, members tell others‘how they come across and learn
what their behavior does to others. "Guﬁnx';acks" never fill up because
tﬁef‘doﬁ'q have to; information about personal feelings is shared regularly.
Peeple di;cuss their differences with the aséurance_that they have both "

the right to listen and the right to be heard.

Helping Improve Interpersonal Communication. Four interpersonal communica-

tion skills are frequently used in groups with posigiv communication pro-

1

cesses. These include paraphrasing, behavior description, describing one's
[} -

-

own féelings, and checking impressions.1 *

«
N

(1) Paraphraging. Paraphrasing is any way of checkinJ with ot%era to be sure

you understand their ideas as they intended you to. ~Ahy meang of reveal-

ing understanding constitutes a paraphrase., Paraphrasing is more than

word-swapping or putting another person's ideas into other terms. Instead

lye've adapted descriptions of these four skills from some originally
developed by John Wallen for the Intern@rsonal Communication training
system of the Improving Teaching Competencies Program in the Northwest
Regional Educational Laboratory.

<0
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it answers the question, 'What does

’

her?" and requésts the other to verify the correctnéss of your

o f

tion. The 6ther's.%g@peme

the other's statement mean to him or

B

interpreta—°-"

. ’ . ? . PR ot
nt may convey something specific, an. exam?le,
’ . /

. Lo ‘
or ‘a more”'genéral ;ae to.you-as ih"he fol@owing examples:
‘ ) Other: 1'd surefl?ke'to ?wn_ﬁ;is book.° ' ’
. You: (being more;specific):'eDoes/it have useful information in it?
. Other: il don't qnow about that, but the binding is beautiful. )
. X ¢ . | . | :
/ ' Qtﬁer: This book is too har to use." N . . |
. PR . ' o
| You:- (é&ving ~ example): Qe you mean, for example, that it )
- - . _ fails’toj[ite researcé& | : ._5 | | . . ' ;!-
. Other: Yes, that's eneregaméle. It also lacks‘en adequate index.-, .; .
~ : . : f | i ‘ "
Jebther: Do yeg heve a boo% on pe r_counsel;ng? . : : -
- . You: (being hore gener%l): ‘D you jusé want_infprmetion on thatx JW
topic? I haje some ertic es. . . ‘ ' & )
. Other: Great. Anything that I can read qeickly will do!

L .
(2) -Behavior. Description. 1In a behavior deseriptibn, one person reports

- ,V v , specific observable behaviors of the other wiﬁhout evaluating them or .

making inferences about the qther's-meti‘ee, attitudes, or personalify. . ' S
If'you’tell me tﬁat I am rude (a trait) ot that'I don't care about your
opinien (my-motivetions) and if~I am ﬁot tgzing to be rude and gg_care

aHoué your opinion, I'd;n't enderstand %hat‘youvare trying';q cdmmenieate. *

- B -

If you point out that I have interrupted you several times in the last:
ten minutes, I wouid receive a clearer'picture of what actions of mine
> were affecting you. Sometimes it's helpful to preface a behavior descrip-
tion with "I hoticed that" or "I hear you say" to remind yourself that A
you dre trying to describe specific actions. Consider the following examples:
- : o .
4% » | |
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"Jim, you've talked more than others on this topic," instead of,

4 /"’j »

"Jim, you/glwéys_have to be the center of attention."

'Bob, :I. really felt good when wmyou c?mplimentea mé on my . -
presentation before the boafd,” instead of,
= :

"Bob, you.sure go-outvof your%way to say nice things to people."

A'N R . . N . i 7 “ Y
o "Ellen, that's thes fifth: cigarette you've sméked in the past hodr
\\. i . S { . ‘ ’.‘ P . . B
: ‘and the smoke is bothering my eyes," instead- of, L ' s
‘ Pl - BN . i . . <
/ "Eilen,fyou're deliberately polluting my air." ' ' S
f , - . ’ ) /, . } o. . .
% * (3) Describing Own Feelings. Aithough people often take pains to make.sure

;'that_bthers @nderstand their id%as, only farély do'they desqrige how they

, ‘. ] : “

-

are feeling. Instead tZéy act on their feelings, sending 'messages" that ~

qtﬁers draw inferemces rom. 1f yqu think that others are failing to take

youf feelings into account, it'"s helpful to put those feelings into words,.
» e ~ - ,\ . < . .(‘ . . (.
i - » . - . ! ) .
. Instead of blushing and saying nothing, try "I. feel embarrassed,” or "I -

~

5- }f l\x feel pleased.” .Instead Qf,'ﬁShut‘up!"Atry, "I, hurt too much.to hear any more,";v

-

- -~

~or, "I'm angry with you." = = ° . e -
- A ’ , . » — ) v | | .
The word 'that" signals the description of an ideg rather than a f

}
-

o

,feeling. ;"L féel thaf we should go gownt0wn,“ doesn;t conyey as @pch
. ;Ydut my internal sfate qs, "I\ﬁ.bored..;Lef's go dowﬁtown." |
B One Qé}ﬂfo describg;é féeling is to name it: - "£ feel cgmfortable bt
\ | wi h’yodh; "I feei’angfy." Sim£i£;§Vare also ué;ful: "I feélflike

o I'm é mOuse'that has juég Béen péﬁncedién:" pf, ﬁI feel like éant%fCIaﬁs."
\ Avthird way.iovdescribe a feeling iS'tQ report the action that tth

" 4

feeling urges you to take: "I feel like hugging (or slugging) you,"’

or, "I wish I could walk away."

" o v 7 |-
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.

(4) Checking img;essions: This skill complements describing your own

feelings and involves cheéking your sense of what is going on ihside

C . ) . . !
‘the other persen. You transform the/other's expression of feelings
R _ / . :

V(thelblush, the silence, the tone of voice) intoja tentative description: . |

of feelings and check it out for accuracy. 'An impression check'(l) descfibes

|

what you:think the other's feelings may be; and (2) does not express 1

, ) e BN . :
 disapproval or approval--it merely conveys, "This is how I understand 5
' . T / [ S N ' ‘ ‘
your fe.lings. Am I accurate?" Exdmples include: . S \

) N o I3 : . . ’
"I get the impression you are angry with me. Are you?" . S,

“"Am I right thgt you feel Hisabpointed'thdt nobody commented on
your suggéstion?"_ v \ : a> ' g |

Often an, impression check can be coupled easily with a behavior deséription,

1

‘as in these examples: ’ b

\ .
. |
-, the slowness of the meeting. Are you?"

-

."Ellen, you've sépked five cigaté%tes so fag.énd séem\upSet with
. , \

. N ' - .

"Jim, you'v: made that proposal a couple of times befote. - Are you

- .feeling put down because’ we haven't" ccépEed it?"

Many people learn and practice these skills in.interperéonalji

LI '

_ . . .
-communication workshops of various kinds and use them spontaneously in

\ . 4

their interactions with others. As group pqmbers, counselors or.échool
psychologists can model these skills. Such modeiing-maz’or may not
be éccompanied by difect.explanations of the names and purpoées of ' . §

the skills. Third-party consultants can pro&ide a véluable service

by explaining the skills and enforcing their .use by-&hg-parties:engaged

>

in conflict. : \

One way a skills trainer can help people learn the skills ‘involves )
five steps: First, the trainer'expiainé theﬁskiIIS‘and suggests a topic

that people talk about, e.g., what I expect from this workshop, how




.'\

ERIC

T

a o 2 ' L » i
) 1

I think paren s and stude;ts could be involved.in the school, etc.
. o . : \
i\isassigned the role
' |

of sender, receiver, or observer. The sender begins the conversation

Second, parti ipahts form trios and each person
. N :

and tries to describe his or her feelings or the receiver's behavior'_

while discussing the topic. The receiver, listens and either pavaphrases
or checks his or her impressions of the other's feelings. Thepobsetver

notes ilnstances of communication—skill use and repotts his or her

. r

| vt

observations to the sender and rece#ver at the end of a Specified time.

. . -

Third, roles are exchanged so that aqdifferEnt trio member becomes

the sender. A new topic‘mav 6r may not be assigned by the trainer for
-this’ second round. Founth,‘in the third and final rbund of‘the exercise,
participants once'again‘exchange.roles. Finally, all trios may join

. : , . \ ) .

-

the trainer in a discussion of how the exercise went .and how the learning

may be applied in"day—torday interactions with.eaéh'qthefh. fn this

.dehriefiﬁé session, the trainer should monitor and encourage use of the.
® . i ’ 4 Coel M ) B . - N ! .
skills. - _— . o B .

T ’ e
Y

; Medeling the skill.pf.opeq communicatiqn, especially when the norms
. . } - ¢
“of the group support other klnds of eommunicatlon behavior, involves

taking ;isks. This is espec1ally dlfflcult when trust — the bellef o
. ‘0
‘ that others will not take unfair advantage and are motivated and

competent to help you -- is low. Openness, risk~taking, "and trust

© are paradoxically'intetdependént:'rTrust is established and maintained
. _ . S .
by openness,'and openness is risky if trust is low; but only a small
| ’ . ’ A - S - .‘ »
amount of trust_can be built if only a small risk is takep. -

‘ Those who want to-change communication norms have to\take this

risk; there. is redlly no other choice. It may'be easier to do after
- . N f
. ~ » L a . v
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The following obgervation too

~an effective groyp discussion. To se;it,\

»

‘practicing with a friegd,i_b& concentzzting on one skill at a tine,

or when you tell others in the group‘_‘atiyou want to try modeling

these skills because you ‘think they are helpful./

Helping Groups Perform deoessary Communication Functions
I .

Task groups wi h effective communication processes do more than exchange

interpersonal £ edback They have ah agénda for task meetings and /
b

|
can be use

o v : o
can also exchang information(fn procedures to use as they work'togéther. 4

to check how often gronp

members perform the task and’ group intek‘nce functions required in

2 simply place a tally each

>

time a person performs one of the,functions.

Task Maintenance-Functions

) » N o
Task' Functions , ' , \

¥

- , v \ v
1. Initiating: Proposing tasks or goals, defining a group problem,

- ‘
suggesting a procedure for solving a problem, suggesting otHer

ideas for consideration.’ '

\

2. ‘InformationHorlopinion;seeking' .Requesting facts on the problem,
) seeking relevant 1nformation asking for suggestions and ideas.
3. InforFation or/ppinion—giving- Offering facts, providing relevant
information, stating a belief, giving suggestions or ideas.
4. ‘Clarifying or elaborating: Interpreting or reflecting ideas or
.suggestions, tlearing up oonfusion, indicating alternatives and
issues before the group, giving examples. : ) '_ v

5. Summarizing: Pulling related ideas together, restating suggestions

lFor'many exercises that can be used with a partner or in a small .
group to improve interpersonal communication skills, see Pfeiffer and : ¢
Jones, (annual handbooks) or Johnson (1972).

This observation schedule appears jin Schmuck, Runkel, Saturen,’
Martell and Derr (1972, pp. 287-288). They adapted it from categories - |
of task and maintenance functions in groups first distinguished by
Ken Benne and Paul Sheets (1948). 4u A v

e
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| . ,
; | . . |
. ;after -thergroup has discussed tiem. ' A -

: 6.A.Consénéus;testing: Sending up "trial balloons" to see if the group

f{ ' ) ) ?s neariné‘% coﬁelusion, or agéeement has beed reéched..
¥ Méinﬁenaﬁce.functions. - - o ?3 ‘,” K
' . Encougaging4l Being frieﬁdly, warm, and responsive to otths; ,
' accepting others and theif'contributioﬁs; listening; showﬁhg '
regard for others by giving ﬁhgm opportunity or recoénition.
2. Expressiqg group feelings: SensingAfeeling;'mqod; relétionship;”
within the'groqp; sharing one's éwn feelings with other mémbgrs.
. 3. Harﬁonizing: Attempting'to reconcile disagreémentg, reducing .
.teﬁsidn through "pouring oil on troubled waters,"tQEtting people
to explore Ehéir differenées; ’ .
) 4. Compromising: Offering to.coﬁpromise 6né's own position; ideas,
‘or status; admiZ?ingAerror; discibl;ning‘dnéSélf to'help\maintain
the group. ) '::.‘ h . E
5. Gabe—keepiné§- seeiné\thaﬁ othe;g have a ?héﬁée to spgak;‘keeping\
the‘discus;ion algrqup diécussion rather than a one-, two-, or
three—wé& céhvéfs;tion.  ‘ AU \\ ‘\\I
6. Setting staﬁdafds: ExprqssingvSLandard;‘that"will Q%lb group to
achieve, applying sténdards in eséluating'group functioning and
producti§n. ' i L ’ |
Tﬁis observatipn schedule might be used by a convener during a
meeting. Althahgh it woﬁld be a.full-time job to thigk about all the
categbfies simulﬁaneously throughout the meeting, the convengr could
/’ work from one task category and one maintenance category for each
agenda item. The cénvener@hight makeéﬁ‘;bkgial effort'to perform the
specific functions.ﬁé or she is attending to or might encourage
46
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participation 3} liose group members who typically perform these

functions wel i group meeEingsg , o
¥ o ' - >
ObserVations such as thzﬁe ‘could be summarized and reported back

to thefgroup by a)process consultant to start a discussion of how the
»

group perceives the nature and intensity of itd communication pvoblems{
. ¢ : , v .
It would also Be'possible to use this list of functions as the basis

for an exercise in which each person in the! ‘group would write down

¥ L3

- -

Y the names of persons who consistently and effectively perform each

function. Indiyidual nominations could then be tallied on a large
. : /
chart and the éroup could discuss how task and group maintenance

i ) _ R
. functions were dispersed among the membership. It would be impprtant.
. | \ !
here for the process consultant to expﬂfin that everyone in the group
. . . "
--not just fotmally designated leaders —-- can and often does take

responsibilitylfor performing these functions. .
k‘\ " If the proq\ss consultant is worried that po:ting the names of
individuals on th\\chart will cause too much discomfort for some group
members,, he or she might‘ially the observations at another time and
record the nominations'for Person #1, Person #2, etc. While the feedback
should be presented“invsuch a4 way as to capture the interest of group

“~members, efforts to insure anonymity of nominators and nominees may
L :

/

- Py ‘ .
prevent raising unnecessary anxiety that could prevent exploration of

\ \ g o\ .
: ' the issues. ) , -

,

| Helpéng Groups Meet Identity Needs. These issues ev}dence the&seives as
T =~ T %
group members, try to answer questions like: '"What's my role in this ' group?’ |

\ , . . ‘
k\ _ "Who's in and who's out?" '"Should I be assertive; or quiet?" Questions

such as these are often particularly common in groups &hat are newly formed,

*have new members, are large, or meet infrequently. .
. : 7 . 5

4%
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COnvenefS or process consultants can help group members cleafly_
understand what they expect of each other. TFor éxample, if 'a new
member has been asked to join the group to represent the perspective
of a partiqular copstityency, that expectation ought to be clearl - /
|
Or, if'thé faculty has‘g;eated‘an ad-hoc tgsklforce to. accomplish a Iy

given task by a given date, the nature and timelines of:the task

ought to be specified.

3

Prqcegs consultants or trainers can also recom;end "warm—up".
exercises in which people get aqquainted with the roles each wants to
play: We've frequently used some' version of the "Who am I" exercise.
(see Johnson; 1972 %or‘details of several versions). In one version;
each person writes five or ten answers to the question, pins them on
his of her che§t, and mills around to read others' answers;In another
version, people answer the question with phrases and pictures on a
large piece of newsprint, posting their wmurals on the wall for all
to study. Many other exercises in Johnson (é?ZZ) and in Simon, et.;l..

(1972) are also useful as warm-ups. RO A

Helping Groups Resolve Control Issues. All people have some need to feel
influentiafﬁand powerful, and the way this need manifests itself in a
group may take many different forms. We ha§e attended numerous faculty~

meetings, for example, in which‘competitive remarks, passivity, or mean-

N

ingless arguments suggested‘to(us that issues of who will control or defer
to whom were salient. Wise conveners and process consultants recognize

that it's more efficient in the long run to get the control issues out
i .
A .
from under the table and to make them legitimate topics of discussion.

-

Control issues often surface and can be dealt with as the agenda
for the meeting is estahlished. If the convener prepares the agenda in

advance without having others partiaipate, this opﬁortunity is lost.
o ) =
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The folloﬁing pfoceduré,{ by con:rast: assures that‘all participate
ian agenda building and have the chance to explore how they can and will
influence tﬁe rest of the meeting. The précedg?e hés fohr steps that é
process consultant, convener, or”group membeéfcan introduce. | |
1. The convener asks everyone to brair;storm2 possibie items fof
the agenda. These are recorded on newsprint or a blackboard so all
can see,
h2.' Itémsrare diécussed until everyéne is clear about  which a;e in-
formation'items, which'will involve making agreements or decisions,
and which call for sharing or discussion. -
3. The éonvener asks for suggested sequences, making sure that
prioritiés are discussed. NumBgrs to indicate the agreed upon

.

seguengghand'names of persons presenfing each item are recorded.

4. All members debrief the agenda-building experience by describing

(a) their own feelings about tHe procedures, particuiarly their

feelings about low or high influence over the agenda; (b)-how‘x

R :

others bghaved to influence the ggenda; or (c) their perceptions

of how inEiuential others felt.

Control issues can alsp be dealt with during the meeting. Group
members or\prdcess c0ﬁsultaﬁta can listen care%ully for proposals L

(suggestions of what to do or not to do) and note what happens to them.

5 [ AY N
The following possibilities3 exlist: . \

tw

T
1'Ad.apt:ed from Schmuck, Runkel, Saturen, Martell, and Derr, 1972,
p. 190.

2 Brainstorming, as we use it here, s{mply means  naming ideas as
rapidly as possible without evaluating them. No one says, "That's not
a good idea," or, "I really want to talk about that,'" during the brain-
storming time. ‘

These categories were originally shared with us by Fred Fosmire
of the Psychology Department at the University of Oregon. He has used
them In extensive work as a consultant for many business, industrial,
and educational organlzations.
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The Plop: No one responds to. the proposal in any way..

Sélf—Authorization‘ The proposer implements: the dec151on . .
/l . B

without explicit agreement from anyone.

e

' Handshaking: One other person.supports the proposal. : '
The Veto: - One other person,negates the proposal. Of ten support or
criticism of the. proposer accompanies the handshake or veto.

Majority Rules: More than half (or_ some othe¥ pre-established

proportien) exp%icitly agree to‘implénent the proposal. The
intentions of the minority are not clear. ~ ~~

Consensus: Everyone evidences understanding of the proposal,
'descrioes his or ner feelings and opinions,“and either (a)-supports
the proposai because he or she thinks it definitely will work,

or (b) says publicly that he or she uill give the proposal ah

; experimental try even though he or she has doubts or would have
preferred an alternative. _ ‘
Unanimitx: All group members explicitly approve the proposaI "‘ﬁ
- We 've observed that many groups strive for unanimity on every

issue ang are disappointed when it cannot be reached. As process
consultants we have found it useful to explain that unanimity assumes

a fixed solution, as when a jury must make a ynanimous decision.that

the defendant is either innocent or guilty. Unanimity is thus very

‘hard to achiéve for many kinds of issues and requires much "people-

shaping" to change the attitudes of those in the minority. Consensual

decision making, on the other hand, is best seen as "solution-shaping."

[ i

1

The '"people-shaping' and 'solution-shaping'' distinction was first
explained to us by Matt Miles, one of the reviewers of this monograph.
He has found it an effective way to help people understand what consensus

is like. :
. r
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' Group members who object to the proposal can be asked how the solution

L

\

o
v

I'd
©

would have to be changed to'meet their needs and no one expeuds energy
- - . . o . ‘.'.- ./ -
trying to shape or change tht needs, attitudes, or. values of objections.
/ L/ .
Since consensual decision maklng is frequently the 1east typical

‘mode of decision making in. educat10na1 groups, a skllls trainer might.

- .
want to suggest exercises through which groups can practice consensual
_ o SR ;

decision making and become aware of 1:5 beuefits“for decision quality

and accept5bi1ity.
" $Ome exercises that can be used for this purpose areadescribed in

Schmuck Rquel “Saturen, Martell, and Derr‘(1972, PP- 273-280) and

\

also in a later section of this chapter.

Helping Groups Reconcile Individual Needs and Group Goals. According

to Schein (1969) member needs mus t be exposed and shared to some degree
before it is possible to set up valid group goals. Therefore, every )
meeting should include some activities in which members get a chance

to express what they want to get out of belonging to the group. The

,agenda building procedure described in the previous section can accomplish

this, ‘as tan a procedure called process debriefiqg. Process deoriefing

usually occurs aththe end of the meeting or at the end of each.agenda

item if thege are particularly long. 'Each member ehares his or -her im-

preooions of how the éroup is.working together and can s:ate if the N

processes being used are ueeting his or her needs. :
Exampies of possible stateMents duriog a4 process depriefing session

include: |
1. "I've noticed that three or‘four people have been doipg most

of the talking. I haven't participated as much as I want to

and feel ignored whenever I start to speak."
. -
| AN | 51
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"have more of their wants met.v

2. "I'm happy that we've stayed right on the topic 4 I wanted more

than anything to get on to item five, and it looks llke we ll
n ‘. \ :

P2

eally liked it when you encouraged Bill to tell you

e hought about your behavior. I want us all to be.

" w

Ld receptlve with each other. .
A poss7b1€ variatlon ta debriefing is to have each member write -

BN

down before,t e meeting starts how he or she ‘wants to feel at the end
. t .

of the meeting. Then each takes a few minutis\at the end of the meeting -

to share his or her present feelings.and to describe how they compare

to the initial wants. Debriefing proceeds as the group makes agree-
\ e ) .

' ments about how the next meeting should go so that more people can

i
¢ However, process debriefing may break group norms or taboos against

being open Aiseussing feelings and behavior; and suggesting that the

agenaa include time for this maylnej;always be easy to ao, especially

/ by'group members. One "trick" we've seen group members use to alter

I 2 - . . ,
the taboo is to first make the suggestion for debriefing when they

think someone else in the group is feeling bad and would like an
audience. For example, a group member might say,‘“I've observed that

several people in our group have been interrupted a lot’in the meeting.

If I had been in their shoes, I'd like to talk about how I felt putfdown.

A

I felt pretty good about the way my ideas Qere received today and would

‘ lik‘bus to offer help to those who didn't. 1I'd like to learn what I

could do to help our meetings so everyone feels OK when they are over."
The basic rationale behind this strategy is that asking for "air-time"
to offer help is often more successful than asking for "air-time" to

describe one's own grievances or to ask for help. It may take repeated

"}"'6“
5% )
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/ offers, But othefs mayreventuall come to value the offerer's learnlng

I
W goals enongh to partici\ate in d%brieflng. :

Helplmg\G ups Stimulate Acceptance and Intimacy Every group develops

S w‘ \ J

norms that support a certain range of aCCepting and intimate behaviors.

In some groups where informality reigns, people call each other by their
\ L]
firsb names, personal exchanges are des&rable,‘and procedures are not

written down. 1In other groups, people are extremely polite with each’

- ‘ other and written procedural models gu de what 1is said and done.

There certainly is no level of acceptance and intimacy that is

| ipeder . T

1 ''begt" for all groups at all times; grpups may need more or less
[ . - N :

'terpersohal closeness. Conveners_
U

f this issue and help the group -re-

) 4 . . . “v " \\

ize that'it's legitimatefto db prgblem solving about these nortns.

' \ \\ stimulation to meet member needs for,

and| process conSultants<can be @ware

co

- Ny

A questionnare1 to elicit information abaut how members pergeive
/

( //rowp norms of interpersonal suppop{ follows Each member makes two

'”marAs/Qn each’ line, an }XQ\:;\indlcate what group members typically do,

and a "vV" to indicate how thay'd like group membérs to behave.
’ ; , .

.

. Group members evaluate , . “ Group members describe
or judge each other's [/ [/ / / / / each other's behavior

. behavior

> * Group members_ attempt to 4 Group members collaborate
control or change each /. / [/ /] /| | in solving problems of
‘ other . ‘ ' mutual concern
Group members use ' Group members are
"strategies' and / [/ |/ |/ |/ | | spontaneous, straight
. preplanned techniques forward, and honest

on each other ' with each other

1Items on this questionnaire come from categories of defensive t
and supportive climates that were first described in Jack Gibb (1961)..

- 3
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Group members seem ' Group members convey 22
néutrdl, detached Y A A ) empathy and respect
toward each othey , ~y : ' - for each othey -
. L ' , . o
Group members make » ' Group mémbers attach little
statements about their [/ / [/ / | /. importance to differences in
superiority to others - . P * ability, worth, status, or
) : . . the like
- N '7% M *
Group members express f Group members communicate ,
certainty and . /[ !l ] provisionalism, a willingness v
dogmatism, defend L. -to experiment or remain -«
,their ideas as 'truths" '’ . : ‘ open to new ldeas < . i

Individual ratings can be tallied, and differences between the
!%means of "X's" and‘"stf can be compared to start the discussion. e
Group, members dhoulﬂ/ée ;ncouragea to use the communication skidls during
i

the discussion. It might help to have them write examples of behaviors
. N . )
]

or their own feelin s to help explain their rating"’

Stirategies- for Improving Problem Solving

People who woJlJ change a. system mus t solve many ‘kinds of problems.
Tnere are at least two‘difgerent sets: (l)’problems of how individuals
may contribute to changing the svstem, dand (l) problems that the system
has to solve in order to accomplish its mission and to maintain itself {

as a system. Since most of this monograph examines ways to solve the

first set}of probléms, let usvconcentrate here on the nature of system

-
=

problem solving. Some-of the tools presihted may, of course, also be
used by indiviihals as they consider how to helpothers.

As 1s true ot»the number of educational pr?blems that need to be BN
solved, there are many approaches to problem solving Some include a
linear sequence of phases such as the following: identify the problem or assess

needs, (2) agree upon objectives, (3) search for alternatives, (4) choose

a means to reach the objectives3 (SE;immlement the chosen plan, and (6)

T ~43-
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evaluate what happens. Other approaches emphas1ze the "closed loop"

e

nature of problem solving with which a group may start at’ any step

and recycle as needed. Some problem—solv1n0 technologies are designed
. . * « ‘ [y
to answer the question* ”What is the best. way to reqch our goal7" :

» Other technologies are m%fe often used to find answers about "How and why

-are thlngs happen1ng as Ehey ard”k»or ”What shall we do g1ven‘that o
N

dif ferent partles need‘llmlted resources to move toward dlfferent

L4

.

o goals?"l S o - 7
- An extremely simple and very powerful model that we like to use \ _
LI ﬁ_ i .' . " Y ) ) : :
vdistingulshes three kinds of informatioh and three kinds of problem
Sty Ce h \ ' '

2 3

v with which groﬁps deal. The three kinds'of information-are::

@

i - c b - . ¥ .
b . 1. Situational Information: that which describes the current

-

o ., { ., situation or condition. - )
) - . . o |

- : - 2. ‘Target Information:  that which describes a preferred state

of affairs. -

3. Proposai/Information: that which describes ways to move from

. .. ,
Y -
the cyrrent situation to one or more targets. -

A "problem" exists anytime there is a discrepancy Wetween a situation

¥

and a target. A problem is identified any/time peo le say, "The way

things are’/is not the way we want them to be."
. ﬁ « N

v It's p9ssible to start with any of the three kinds of information

and edicit the other two.« For example, if Jsomeone says,'"L%th change

AY

the class schedule from a six-period day“to an eight-period day !
2 é . "

N : C - . b . . \
\ , , . N . i a
- x

1 We are indebted to Charles Jung, former director of the Improving  °
Teaching Competencie’s Program of the Northwest Regional Educatignal
Laboratory and a reviewer of this monograph for suggestlng the Stestions
thdt illustrate differences among (1) technical or systems probl

, solving, (2) theoretical®or action research problem solving, and (3) ’
" values-based confllct and negotiative problem solv1ng

: 2 This model was first taught to us by Fred Fosmire of the Psychology

Department of the Un1vers1ty of Oregon. _
». - 3
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o \\;,//r o \

(a propoéal); information about thgféituation and target can be elicited’
' o ' - : ‘
by asking, (1) '"What about the Six-period day makes it unacceptable?'; and,

- (2) "What are the desirable features of an eight-period day?" Or for
another example, if someone says, 'Too many students come inef6T = -

1
' a paraphrase

"counseling in the morning and too few'come in the -afternoon,’
‘like, "Woulq4your goal be to even out the load on counselors during the- -
. . , _ .

AN

day?" can elicit.a :arget statement. Once the situation and target
‘were clear, it would be possible to brainstorm ways to remedy the

situation. o : - \’ \
% According to this model, the three kinds ofvprobléms-with which
\ . X \
i : . ’ |
groups ‘deal are task problems, methods problems, and process problems.

[

Task problems concern argap between\the goals and output of an organizatidn;
Examp les might\include the lack of a career education program in the

school, the. lack of procedureé-fOr identifying students who want to
) . oo .
\ . . . .
receive coumseling, or the lack of- closet*working relationships between '

" the school pgychologist and some teachers. A task problem can- have

any content, and is usually recognize only'byAthe fact that it is on
_— : N , . -, ‘ a
the -agenda. MEtHods\problems, by contlast, do not get on the ageyda

but arise only as taék problems are worked gn.‘ Methods problems might

‘include the lack of an agreed-upon time to efid a meeting, the lack -
of agreements about whether a vote will be binding, ‘or the lack of

’

clarity about what the rgéorder will write down for thé minutes.
- Process problems arise as members -use their metho%i to work on their

task. They include all kinds of interpersonal_isé\es such as the lack

of ch nceéito‘speak, a lack of trust among people, or the lack of warmth

©
Y

and intimacy someone wants.
\ O
This model can be used in a number of ways. A group member or

.

H = A - .
.convener might keep track of the frequency and duration of task, methods,

? ' ‘ \ 56 R . P
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and process dlscus31ons durlng a meetTng. Slnce groups that do rot o o
. ‘ v !
dlscuss methods and process issues with some frequency often bog ddwn i R
. D .

in dlscuss1ng task 1ssues the member or convener may wan? to ask questlons

\ Puid

E_llke "How are we going .to decide?" "When will we have t1.e to dlscuss

this further?" 'How does.that agreemept make you feel?"n'"I everyone

N\ . ' H \ . .
satisfied that his oY her views have been heard?'’ Questions lIike these

\ . . . . . ¢
» can make the group conscious of the need for all three kinds of problem

solvirtg.l
. \ X . - : N . . AN
A process conéultane¢might stimulate problem solving about the

“w

me ods‘useq in a part{cular meeting with questions like these:

. ) 1. Eliciting Situftional Information: How do people feel about the

. N ; - . ; | .
way thisVXeeting went? What are the' consequences of a
ueeting“that goes like this one?- _ "

-

2. Eliciting Target Statements: How would you 1like ;6 havé meetings

. go? What should the group do differently next time?

3. Facilitating Proposal Brainstorming: What steps cin the group -
i

: take to make the next meetiﬁg more productive and shtisfying?
“ C : | \ i
. Who will do what? - A

A person in a resource-linker role'pays special attention to
. ‘ , o

proposals; By way of example, imagine a couhselorlwho is\helping a

.

(.teaching team discuss the lack of mutual support between OI\Er and

\younger students. The counselor mlght propose a program of peer-tutoring

such as that designed by L1pp1tt, et al. (1971) If the team already knows of . -

enough optlons and just can't dec1de Wthh to use, the counselor mlght

~ -
propose that the decision be made by consensus since everyone will Rﬁlp

KRN - -
&

T

. ‘1 - Research by Maier (1970) prov1des very convincing evidence that
. groups that ignore problem solving about procedures and interpersonal
issues have trouble solving task problems as well. He has also\pinp01nted

ways that convenerscan st1mulare effective problem solving.
1

o oM
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to implementywh%éhever progréﬁ is cﬁo;egz‘\Finally,.if éebriefigg,seems
to fodus bn/dneqﬁéi paftiCipation, thé)counselor ﬁiéht proppse'thét one of
.thé "1ow—ta1kers"‘servé as convener next time; The possibilitiés ére

| : .
endless,1 and thé“resburcg linker's imagination for d;eative proposals or

abil%}y to encourage others to shate their proposal ideas is basic.

S ’ . '
. - N

- ~ Strategies to Improve Conflict Management

Like death, taxes, and rain in Oregon, conflict in groups and

organizétioné is inevitable. The inevitability and normality of

conflict make it a vital topic for those who would facilitate system
- ) . \ . ’ N ' .

change. | ‘ - .

Schmuck, Runkel, Saturen, Martell, and Derr (1972) describe its

.
-

pervasiveness well.

s 'ng R o .
. "It occurs within persons when~they feel amblvalent

.

or confused about a course of action or when their

expectations are unfulfilled. It éccurs between persons

o \ PRI

when their goals are frustrated by the other, when ———

they are competing to try to win some reward at the other's

expense, when they misunderstand or disagree

~

with another's expectations of their ceonduct, or’when
. : v ¢ .

they approach a problem from a different point of view.

[ By

"It occurs between working groups in the organization

for many of these same reasons. It occurs between
organizations when they compete for scarce resources
or when, in the case of revolutionary movements, the

legitimacy itself of some organization is’ challenged ", )

- : /'.‘
(p. 136). '

1A wonderful collectlon of the endless p0551b111t1es can be found
in Koberg and Bagnall (1972).
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"ment can and will assemble. There is little point in trying to manage

IS

Furthermore, conflict in work groups in virtually unavoidable;
3 . - . . ,

it arises. out ' of the interdependence that distinguishes groups,or

organizations from mere' collections of individualSl' Since ihdividuals::.
. . ;{ A R f —‘“. . ) ,
in systems can perform their jobs well only if others do likewise,

- 4

‘the chances of failure are increased as much as are the chances of success.”

L

Finally, we think it is important tb'«sa& the conflict is not bad.’

A basic premise behind working with conflict is that it can“"be'healthy.V
It créateg the stress that makes grouﬁé produce mqré and change. .Oniy

\ )
the most stagnant, bureaucratic, .and dull organizatixn imaginable

would be without,it.

Deciding When t6 Help: Certainly if conflict:is pervasive and if some . .

of it can or must remain, a primary decision of the process or third-party -~
1
L .
consultaft is when to intervene.  We recommend three guidelines. First,
it is eas e;\xe work with conflicts when all parties to the disagree- .
disagreements beéween people who are too ahgry to speak to each other. ’

Ultimately they must rebolve their differences through a éoﬁpfogise*of

trade-off unless‘one or the other party is willing to exit permanently.. ,

- -

* We have no suggestions here for dealing with stiudents who warit to stay °

v

outside and riot or with negotiators-who won't come to the bargainin table.’
; . g A » 24 g ta

M§econd, be sure that the conflict is serious and destructive
: 4 ) . ’
rather than one which creates healthy tension. It is quite easy to ask

3

the following questions:!

1. Which of the‘following best describes the seriousness

IS

b4 .

lAdapt:ed from Shmuék, Runkel, Satufen, Martell, and Derr (1972),
p. 156. : " ' ’
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of the dispute? .-

. not’at -all seripus

_ not seious . ' ‘
- o . R - o o - ) 0
. ___average- -~ % -7 - S
. - ' » o
. __sericus = - ) L
e ~ : _
‘. - __very serious -, » L .

. a
"

» .

-~ _N;J makes me (us) work much better

. -
¢ . . .

i offers encouraging competition :

\

P

' deesn’t affect me (us) -

e

_ i7 keeping me (us) from being as effective as I (we)

~

. could be . . B ST

‘is degtroying our working relationships

Third, when given the choide of two conflicts that are similar
.y ' :
on the first two guidelines,work first on the one in which the parties
are most interdependent. It would be ‘more important, for example, to

belp two teachers who had to teah-teach a.class than to spend time with

two teachers who shared few responsibilities.

Because interdependence exists in the perceptions and expectétions

~

of people, ascertaining interdependence is not as simple as checking
- ' 1 5

where the lines é;eron'an organizational chart. Answers to the following
' . . - - : s :

questions can help define critical interdependence:

1. Upon whom do'&oﬁ depend most to do your job well?

2. 1If you want to achieve a personal goal, whom do you ask '

to work with you?

A

LW 3. Were lightning -to strike all but two people in the group,  &-

o

. 60
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2.' Which of the féilowing'best dbséribes?consequences.of théidispute?,

besides yourself, which two others is it most important tbwspare?




A
After all members of a group give their responses to one or more of these
questions, a diagram connecting those who nominate each other can depict

interactions whefe interdependence is highest

T
.

Even more data can be obtained from a pair of items such as the followlna.’

~

(1) name three people upon whom you depend most to do your job¢ and (Zi for each

person you listed, name three people upon whom they depend most to do
their job well. Again, sociometric~-style diagrams can display the

varying intensity of intelt'{iependence.l

Consultingias a Third Party. x\'In a short and excellent book,vWalton (196?)
has described an approach to what he calls "interpersonal peacemaking."

His methods are particulariy aimeu at helping people resolve eonfliers,_ >\
over ways and meaus when differences in self-interest are not paramount. ’
As we said eariier,'bonflicts that stem from differences in self—interest'
require negotiation rather than collaborative peacemaking. While it is not

possible here to give the topic of peacemaking all the attention it

undoubtedly deserves, a quick summary of some‘key'peints may give the

. ereader a rough idea of‘the'principles Walton recommends.

¥

1
First, the third party consultant tries to equalize the motivation

of both parties to reduce the conflict. The more highly motivated

L]

person can be encouraged to slow down just as the person with low

~ expectations about outcomes can be encouraged to hope for more.

Second, the consultant tries to ‘equalize the situational power
of both parties. Allies for the person with less power can be sought,

and a rule about taking turns can help the person with less verbal ¢

ability. Even the seating arrangement or place in which the‘confrontétion

lFor a general discussion of ways to help peaple deal with conflict,
especially in classrooms where interdependencies are sometimes very
high, see Cordon (1974). :
v P
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occurs can be chosen to equalize power. -
- 4

, Third, the consultant can help both parties achieve a similar

-definition of the situation. Through preliminary interviews, the third

party can ascertain whether one person's desire to confront is reciprocated

by the other's receptivity.

Fourth, Walton maintains that the potential for resolving a conflict--

' achieving integration, in his terms -- is no greater than the adequacy

‘ \ .
with which the parties have defined the differences between: them. In other

'

words, an effective intervention requires a stage in which the two parties

are encoﬁraged to explain their positions before a stage in which they

.

generate’ proposals to deal with their differences.
Fifth, the third party should provide a source Oféemotional support
to those engaged in conflict. It mar be necessary to work with others

in tﬁe group . to which the parties belong to encourage norms in support

1
1

of dealing with conflict. o .
Sixth, the most important task of the third party consultant is

to incrgase the accuracy of communication between the parties in
1
conflict. Walton suggests "franslating or restating the messages

until the sender and receiver agree on the meaning; procedural devices
which require one to demonstrate that he understands what the other

has said; and contributing to the development of a common language

with respect to sSubstantive issues, emotional issues, and the dialogue

process itself' ~(1969, p." 147).
Finally, the third party can try to increase or decrease the sense

or urgency so that an optimum level of tension exists. This can in part

v

be accomplished by encouraging both parties to meet now or by recommending

that the confrontation be delayed for a specified time.

—
i~
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The following five-step prbcedurel gives an example of how a

. / .
third-party consultant can help two people who want to improve the

‘way they work together.'

Step 1. Each person makes up three lists: - -

a) Positive feedback list: thingsvt person.values

in the way the two people have worked ogeﬁher.

b) "Bug" list: things the person hagn't liked or

.

can't abide. N

c) Empathy list:.a p;édictién of what the othervhas on

his or her positive feedback\hné "bug" lists.
Step 2. Each presents his or her positive feedback and "bug"
lists to tﬁe”other; then they:share their‘empathy lists. °’ “
During this period, the third party discourages< any talk
not directed'specificélly toward gaining an understénding
of the other's point of viéw.

Step 3. Each then offers any information which may clarify

matters. Again, general discussion is barred. -

Step 4. The parties now negotiate around changes tbey want,.
They coﬁéent to planned changes and then decide how they
¢ will work together to bring them about. The(third party
lists the agreed-upoh actions to be taken. He ér she .
also lists those issues still unresolved. The pair then  _

decides how these will be dealt with, or perﬁhps agrees

that;phey will be left unresolved for the time being.

lThis procedure is adapted from one explalned in Fordyce and Weil N
(1971, pp. 114-116). .
65
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.Step 5. The third party and the bair plan followup.measureé.

Fordyce and Weil offer the following ”operaﬁing hints" for

- the procedutes:

"Not for the routine issues that come along-daily. The method is

designed for major overhauls.

-

Both parties must somehow arrive at the meeting im a disposition
of good faith, and' both must reposé confidence in the Third Party.

A Third Party is perhaps even more important than in a team-building

meeting where the larger groups provide a moderating influence.

LAl

Sometimes it is good to enlarge the meetihg‘by including others who

know the principals and who can offer Galuable insight, This

W)

¥ , )
should be done only if both principals agree.

S
,

It is important to check the hearing mechanism of the two parties.

A way to do this is periodically to ask one person what he thinks

the other has just said.

a
. v

The structure and diséipline of the meeting can be shapéd to the
problems and the prihgfpale skill in handling them. ’ |

’
-

~Chart pads can be helpful, even for a twosome. Role reversal

can be extremely effective in fosteringkempathy.

Remember that many interpersonal problems are created or relieved

-

simply by new organizational arrangements and job definitions.

Follow-through is important., A followup meeting may be scheduled,

6. -

-59-




=

pea

rd

N

Y

\ )
or the Third Party may la;eratoughhﬁésé with. the parties individually,
and bring them together again if necessary" pp. 115-116).

. Strategies for Improving Goal—Setting:
. . . ¢
We have already made reference to some tools that can be used to.
. A

define organizational goals. ganda‘setting procedures listed earlier
in this chapter can be used to set short-term goals\ﬁust as questions ocut-

lined in the section on hStrategies for Improving Problem Solving'" can

.

elicit information about targets. '

We include yet another reference to this process because goal
v S , ' ’ ./
setting is closely related to measuring a group or organization's
effectiveness and because a basic way to compare two systems is in

reference to each systém's record in goal achievement. It would, of

‘course, be ridiculous tg compare the effectiveness of organizations
« . _

“with extfemely different goals.” Péople don't care about the ability

of.teachgrs to make flyswatters any more than they care about the -
track record of the Ace Flyswatter Company in helping students learn

to compute. ’ .

Although it can be extremely difficult, it can be worth attempting

7

to compare the effectiveness of systems with similar goals. Many

“school patrons are interested in the quality of education provided
by different schools just as many car buyéers examine the quality of
output from'varfpus:motor companies as they shop.

e S ) ' ] -

[ ' ‘r
Goal setting is an important process within ah organization because

v

the process is basic to problem solving and change, and it often figures -
i . ’

prominently in interpersonal communication and conflict. Within an

organization, we are most interested in twe features of goalsE (1) the

degree to which they are clear, and (2) thé\aqgree to which they are

shared. These features are related in that it is hard for peopl o be

-60~
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Ny ‘ N
clear about goals they don't share, and it is hard to share goals when
' . | ’
clarity is missing.

| L. : :
Procedures,; tethniques, formulae, and even elaborate systems for
goal setting have proliferated in recent years. ‘Pressures for

acthﬁtability that spawned "management by objgctives" also led to o

the Creatioﬁ of ?lanning ~programming—budgétipg systems in education.

-

. N - Y 4
Most states ‘now ha%e mandated that schools install some system to

;-

‘report how tax'%bllars are spent and what those tax dollars bhy;

) p _ >
All such systems, of whichever type, require use of the .goal setting
process. ‘ _ o/

Cla:ifying_Goals. Educational goals are nétpriousiy uncléar.

‘ * .
How often, for example, have we heard that,g school district intends.

to "prepare students to live in a democracy'? SeVeralifactorsrmay
account for this. ~Fi}st, goals‘ma§ not be stated'f;equently enough.
A picture of where beople ére headed can cﬁange ;aéh step of the way_‘
a; plang aré.implémented and new problems arise.

$econa,4ény ;ndividual'statement of a goal should always be assumed
ﬁo be tentative and inCQmpiete. Multiple expressions of goais, samp led
at‘different ﬁimes, are more reliable. - “

Third, many educational goals -- like the goals of all people~

>

changing systems -- seem to be inherently unclear. Recognition of

focuses on ''What should a counselor do with this kind of referral?"

can lead to specific goal statements.
~ Clarity, however, can't be obtained until goals are stated. One

technique that can be used to elicit goal statements is, '"Ten Years

/86
/
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‘toward another or differences in priorities can cause poorly coordinated

-action. 4 .

[
/
i

From Now,"1 a procedufe which fantasizeq\éhe‘fu;ure._'Gfoup mgmﬁeré‘can
%escribe what lifé‘ég_iiké .tenlyears from mow either by writing their /
ideas on paper or drawing a mural with colored chalk on pewsptint. The
descriptions can illustrate such'thiggswés (1) what I'do\pvef; day, (2)
what my responsibilities are, or (35 Y&ét outputs of our group Iiam ‘

most proud of. As all members, pf the group report their fantasies, others

. / . .
are’ encouraged to paraphrase/(/ . . .

Agreeing Upon Godls. All members of a group can be extremely cléar about /'

goals thj;/they want to achieve and still have problems working togethef

tq»reach’fﬁem. Movement toward one goal may actually inhibit movement

-

A procédure developed by Helmer-(1966) can help even extremely

¥

large groups to agree upon top priority goals. The procedure includes five

L]

phases.

.

Phase I: All participants write goals they think are appropriate

?

for the group. These are combined and tabﬁlated by the
consultant - into a single list of ten or so that
are most fraquently mentioned.

Phase II: All participants' prioritize the goals, wrifing a "1"

beside the one they think is most important, a "2"

J
beside the goal that 1s next most important, and so

on. The consultant.tabulates the ¥atings of individual/

' -
and presents a report of thg\findings.

*

Phase III:All participaﬁts again prioritize the goal statements.

- Those whq“deviaﬁe from the majority are asked to state

’

1This procedure is a mgdificati@n of one called '"Projection into
1982" from Schmuck, Runkel, Saturen, Martell, and Derr, (1972, p. 113).

' ‘ 67 T
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® their reasons. The consultant tabulates the ratingsv
e :

° E

o ’ :
/ again and includes statements of reasons in a report.
Phase IV

11 participants prioritize the goals one more time
i _ : .
/and the final report is prepared.

-

Phase V:/ If a high.degreé of agreement has‘not yet been achieved,
, / participants may agree to debate, to divide into subgroups
that pursue dlffereyt goals, or to try ahother solution '

‘ they propose. o
. . : r

.
14

\

Strategies to Improve Decision Making

It may seem strange to some that we isolate the process of decision ; -
'makiag in a separate section. It is, of course, inextricably: intertwined
with communication, problem solving, meeting&, goal—setting, and conflict
manag;ment. We have done so primarily for two reagons. First, decision
making is a very saliant issue to many people. They may not know of

Fﬁ care much.about Pptional»w%ys to set‘goala, but they are likely to
complain loudly about deci%ions they don't like or in which they had % -
no chance to participate: .

Second, we isolate decision making because it is often dane sloppily,
unconsciously, or without tﬁc involveme;t of people wvho want and need
to participate. Clearly our biases aad values enter in here to a great
extent, and ueﬂmake no apologico for that. The tools we describe in '

' the following sections have helped many groups make higher quality

decisions that were acceptablg to more people; we think that's a valuable

vtaaget. .
// /;y/ﬁztetmining Participatidh.. Thelliterature'of sbcial—psychological theory
. /// and researech on.decision-mhking is extengive.l ?eopie have
\ \ s '
) 1

See, for exampie, March (1965), and Dubin (1974).
. ~
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studied those who make decisions, how+decisions are made, and how

.

. others are affected whenfdéc1s1ons are made for them. . : qgl-

s Many recent wr1ters have advocated part1c1pat1ve magegement.styles

\

that allow all members to’ Tnfluence decis1ons that are to be carr1ed

[ o . . -

3

" -

out by the group. They have found that participation increases the

o ’satisfaction of workers and reduces the likelihood of sabotage. They’ : -

. . VAN

/

have also estab11shed that the ”boss whqo allows dubordinates to make'

dec1s1ons does not lose 1nfluence, it 1s possible for some group/members

«

toybecome more 1n§Luential without, other members becoming less so.
: o . Vo SRS S . . . -
- We haver often used a questionnaire™ to determine perceptions of and

preferences for influence patterns in groups. The quesfionnaire poses

- . . '
' two kinds of questions: o ’ - ' N
- -

< [] 1 * v .

1. .In generdl} how much actual influence de you think each of
. - ‘. X .
' o the following groups or persons has now.in determining what-

e - innovations :are attempted-in your school?

\ A 2. How much in luenCe df you think these groups Or persons
' . y AR S ” g
+ , ought to have in determining innovations attempted in your
B ' . . ’

schoolZ gy ‘ -

- ) o Each ouestion is followed by a/Iist of persons and groups }n!&uding» .o

) the school board,;the principal, you as an individual,‘a smaiiogroup
" of teadhers: parents, students, the PTA, etc, ?or'each perSOn or

[ . . . -

group, the respondent checks, "no influence,” "a little,” "some,"

0 _ “%énsiderabhe;v or, "a great deal.% : _
; T ) 5.
v ' . l ¢
Of> course it is possible to change the questions to elicit\information o
) about influence over curriculum policy, codes for student behavior, ’
i ’ .
ST S - -
B The complete questionndire appears in Schmuck Runkel, Saturen,- L
Martell; and Derr, (1972, on. 261-263). ' '~
: o , a ' ~
5 \ 6d .
o . . ' . : : T
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_ the school actually occupy. '

. situation ‘steps the‘group could take to\solve probl ms Suggested by -
. nE b4 3 L . ) y/

N 7
\ Fi
: i
7
:
:
i

-

teacher's salaries, and the like. 'It's also possible to revise the
- o ‘ < . :

list of persons and groups to list positions thag people in and around

s
o

¥ 5

. T “' . . . S ) ! ¢
To use a questionnaire like this one requires a four-step procedure.
- . . )

»

h First, the helper (convener or process consultant, usually) creates

[
-

La’ sample 1nstrument and determlngs who will be 1nterested in dlscus51ng

the flndlng and who should be asked to respond.

1

n gecond, t%i_helper adm1n1sters the questlonnaire, perhaps'by a

"mail-back" pro edume or during a meeting. Procedures fbr collectlng

the data are usually determlned by the number of people who w1ll

respond, but should always ‘be des1gned to protect the anonymity of
\ . - . wt :
1nd1v1dual respondents., :

Third; the helper summarizes, the data to show the numbers oZ/
for

respondents who attflbuted or wanted various ‘agou ts of influenc

‘ iL . 1 }'

various persons ‘and g¥oups. Statistical analyses pf|significant \‘
"\

{
differences may or ma%-not be used. \ ~ﬁ‘

I
i

_Fourth, the elﬁér presents'a< u Findings to .theé grdup

ua 1 ‘) .
and leads a discu slon of how the f dldgs Jh fer‘ om the ideal N

ol .
4 E

\ |

the findings, etc. , \ g .
' ty I '

'Teaching Alternate Modes. We have‘kpund that many groups. are dissatisfied

- . ‘ r (
with,tqe way decisioms are made. ey may\tomplain that too many decisioné
. . v ' ‘
are made by one person or a minority and that majority-votes also fail to
utilize everyone's resources. Y

i
¥

We have also found that few groups‘know how to use any other

»; : . {‘ ’ ) /

"method; they want to use procedures that guarantee that everyone can make

v

‘his/hcr thoughts and feelings known, but don't know how. Skills training

B

\

LN o

"y ' >
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when everyone in the group is motivated to find a new decision-making
A% 4
. e . o . \

that helps a group learn to make consensual decisions is most effeCtiW§\

.’ mode.
PR . . . >/

. 8 . 1 ‘ R ; .
Training exercises™ do not focus on real-life content; ‘choices in g
: ; i \

Vo . "
° an exerclse are simulated so the group can focus on processes used to | |

make the.decision w%;hout‘céﬁcerns over long—terﬁ effects. _Training » ;.'>
episodes,.BeCause théy are artificial, must ngféllpwéd by disCussi ns

of how leafnings cap Ef{transferreﬁ.to thgireél wdrldf ’ . N _ \

Whether the school ngchologist or couhselor‘chdoses to -offer
skills tréining depends greatly upon\the Willingness of others to learn . -
o . ° . ]

new %ays;fyln most éﬂrcumgij;ce§, weAredomme g against trying to train Cos
otﬁers in one's own g,oﬁp; pa;ticulariy if tﬁé &%unselof or scﬁqpl
psychologist who waﬁts the grouzéﬁy/hav;‘krainin%\should feel this way. \

If his or her own role in dec¢isién makiﬁgfhas been'unsatisfactory, it is

K - . BT . )
y easier to let someone else\mégage the training sessions so he or she can
: : i i ’ ‘

be involved as one of the trginees. Also, the simulated content of exercises
\ AN )

is more easily introduced by (a person who' has less affiliation with the

real decisions of Eﬁe gioup. Nln short, while your system may require

. f : ,
training to‘adapt new modes of decision-making, we recommend that you

[} | .
8 b : . .
give ser&ous consideration tq\ he person who should do this.

.Clarifying DecisioneMaking:HJWE‘have repeatedly Tlcommended suryey—feedback.

techniques in this chapter belcduse we think they are effective and
efficient means for facilitatlng system change. In this section we \
describe another survey-feedback tool that clarifies how different

'\ people are to be involved in various deciSions. As with other

tools, we expect the reader to substitute words freely when something
else seems more appropriate. '

\

\ ’ <7

1'l‘he exercises we use would take too much space to reproduce in this
monographi, so we refer the reader to Schmuck, Runkel, Saturen, Martelt
and Derr (1972, pp.~270-280); the Improving Teaching Competencies Program
Preparing Educational Tra&ning Consultants (PETC) I training sisteg;
and Pfeiffer and Jones, for examples.

| R O
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\ This sample instrument is a matrixl thii lists ppsitions in the schoogl
. \-acrags the top and clusters of decisions down the side.
, :
) N : , : : School Psychologist » e
Administrators Teachers and ’ Students
- Counselors L
S e
\ : Determining
Currichlum\
Ordering \ : .
- Supplies R - .
Scheduling i ' ' : ' ' :
- Students . -
Evaluating ‘ P . S ’
Teachers S : Akk

Individuals pﬁt one of the‘foilowipg letters in each cell to indicate

the kind of influence appropriately exerted by each occupant of a position

~. '

upon each kind of decision. , ' l . <A

1= M@st be informed of the decision \ . B 5
- JC = Must be consulted and allowdd to influence: “
P = quf parficiéatq, has a vot i |
V = Has veto power, must agreé ! L"'
A =~Has.sole authority to make t%e decisi&%j ‘

Individual responsgls.are then compiled and discussed; and goal-5etting.

- -

problem-solving, ¢

|

. : : T ) . Summary \

i
. conflict managemeqi ﬁrocedures are used as neéded.
1

Chapter III has offered suggestions and strategies for improving
A
\ . . .

communication including paraphrasing, behavior reporting, and describing

i

feelings. Ways are exploked in which meetings of all kinds can be strength-
\ ened to meet group needs.' When group members hold divergent views, the

-
0

lThis matrix is adapted from one b; Wallen (1972).
| .
|y e . R
7%
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N
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convener has a variety of alternatlves through which group goals can be

Ly

\
clarlfled such as agenda building, bralnstormlng, and reachlng consehsus.
¢

Strapegles for. improving problem/solving”ate presented and\numerous-

examples from the literature are included.

\

The use of a thlﬁd patty
to act not only as a consultant but also as a "peacemaker" between conflicting

partles is examined through spe 1f1c interventlon steps. Exercises and

.

. questionnaires to expedite grou goal-setting and power structure are o

v

ninblud . o o ' LY
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_ This chapter describes*a number of '""rules of thumb" and presents an
- ‘ even larger number of things to. think about. In many cases we have .
\’ described choice-points where alternative strategies have ) different and
possibly preferable donsequences. The guidelines are arré ged to illu- =~ - -
“strate four interdepemdent gets of behavjor that every cha%ge facilitator
- must exhibit: (1) building and maintainﬂgg a relatiodship‘with the
system, (2) knowing everything relevant- about the system‘aﬁd changes that
‘ are brought about, (3) tailoring interventions to fit the system that is
’ \ : to be changed, and ¢4) growing and changing as the system does. The
) chapter en@s'with a case study. of what one person did to facilitate
system change in his elementary school.

1

i

! ‘ . I Chapter IV

,  Guidelimes for Facilitating Change . |

3
‘ ’

More than with the other chapters, we debated about the-title of

this one, Since "Advige" sounded too presumptuous, and ""Issues' too

forbidding, we settled on "Guide}ines" as the most inclusive and humble

rubric. But some of the ideas in the cﬁép;er are intended as advice.
A . _ \

) - . . 12

- "For instance, from our own experience and reading what others have found,

1

- o we aon'tﬂhesitate a minute to say, gDon't do it alone if you can

get a partner." Other ideas such a§, "Don't let your petrsonal preferences
for certain, facilitator functions get}ig the way' are not advice so much

\ - . . ) {r A" .
as they are things tq\think about. %@ hope boph kinds 9f ideas dre useful.

\ . .
‘" One definite pro em_that any writer would face witlj a chapter such
. }

as\this is the one of

. . i \ )
efining.the audience specificallyﬁl We reFer the
} A - .

!

Lo \
reader bacl to Chapte yq for the discussion of the various roles that

facilitators of change \can perform and for our comments on how "insidedness"
g :

and bases of influence dan limit or expand the would-be facilitator's role

- : options. ‘\
Many of the ideas for tﬁis chapter first appeared in an article we

wrote with our friend and colleague, Richard Schmuck (Schmuck, Arends,

and Arends, 1975). Atlthough this artfcle, "Tailoring Consultation in

brganization, Development for Paréicular Schools," was written for

v 7‘;
: I

Q : ) . _go- . .
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facilitators whq are not a part of the\system they help,v&e'think\many of
s ’ . R \ " 3 .

. . . : . ! . o
the "ideas are quite generalizable to those in other situations.. Other
R . > . / :
oW 'resources for this chapter include a short paper by Shepard (undated),

the Haé&book of QAganization Developmenp 1n Schools (Schmuck Runkel,

“
e

Saturen' Martell, and Derr, 1972L amti The Change Agents Guide to Innowa-

tion in Education (Havelock, 1973).

The Basic Model - _
o . "

The guidelines in this chapter illustrate'a four-part model that

e ' includes: | - )
' l.JTBuildfand maintain a relationship’with the system so you
can.facilitate change. , K
2. Khow everything you can about the system and the changes
you bring about.
" ; : 3. Tailor yeur'change efforts to what you know about the system.
‘ qu \ ‘4, Grow and change as the system does. \
. Although the guidelines in uhis chapter are presented to 1llustrate
, o | one or auother of these four points, relationships among them are ueri
importaht. For example, your relationghip with the system in large paga
(ill determine what you can know about it. Persons in high authority \‘
positions may never find out how others view them, yet have an easy time?‘

. understanding external pressures on the system. Persons in roles that

are more insulated by the system may never uanderstand problems at the

. system’s’boundary,\but have little trouble defining system norme and the
day-to-day behavior they support. Or, for another example of interdepend-
ence, the notion of tailoring an iutervention is~bullt on the assumption
that you have information before you begin and continue to elicit infor-

’ mation as you proceed to make possible_further
. ey

ailoring. Finally, infor-




P

\

" as you chaﬁge, so Qill the relationship

y

ou have with the system. 1In

short, progress in one set of tasks wf@l ake other sets easier. In

A AN
exchange, however, a problem in one set of

i

tasks--in your relationship
; ' 3
with a key person or with inaccurate information about one thing--can '

plague you in all others. \ //

/// " Builﬁéng a Relationship
Many of the issues in Gilding a relationship involve themes like |
.trust, depgndability, an9/é§pport'between you and others in thé system.
Do they trust your motives? Are they expecting to do gome of the work
'or are they depending upon you Eo work magic for them? * Is there enough
rapport among you to joim in a collaporative éffort? Others may or may
not state these duestlons eﬁélicitly. If they do, you ougﬁt to'be pre-
pared to share you; ideas/ind féelings:‘ If no\ ne else initiate ‘khe
discussion, you must. . Clarity about these issuds is of prime ﬁm O;Eance.
In addition to sharing information about’ the role YOu‘wili ss&ae,
it is important to see that tgrgets for changeda e discussed and negotiated.
Candor and openness about where you want the sys&em to go may help others
share their pféferences. Exhibiting receptivity tgiothers’ ideas may oo
*» model one of the goals you wént to pursue. It's a loé easier to know the
goals and disagree on them than to leave individual goals and ‘agendas

~under the.{able. ‘Disagreemenps can be treated as fodder for pro%lem-
solving agd nothing will be gained ultimately b;‘denying problems or
preéending that they d&n't exist.
7Est5blishing rapport does not necessarily mean that you have to be

Jdike everyone elseiin the system. It is possible to facilitate change

if you are different from others in terms of sex, race, values, or poli-

EY
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tic?l persuasion. It dees become more difficult as the nu ber‘of'différgy v
ences ‘ingreases, but the most seve;e,difficulﬁies arise when differences
are ignéreq, It is important to diécuss‘éhat which\méy'provgke curiosity,
.conflict, or dependency later on, so that resolutions can be sought early.

As ”outside"iéonsul;ants to school organizations in the past, wé .
have found that frequently asked questions iﬁblude,'"How:;ong will it’take
to change?" and, "What do you (the consultants) expécé of us?" We think
it is helpful to explain whqt we expect and hope fo gain, not once but

>

many times. Our answers about the cost in terms of time are always as

realistic as ggséible, but we don't hesitate to say that we don't know
or would like to negotiate a more' definite agreemeﬁt after a few weeks.
. Since b;th thé change agent and the system éaﬁ be hugt by unfulfilled
promises, it's better to keep the rélatioﬁship on ; short-term and
experimentai basis-;ntil all feel comfortagle with more definite and
long-term commitments.

Me%ningful re;ationships are hard to bui}d with words alone. You -
first may want to ask fofﬁpermiSSion to demonétrate wbat you can do, and \
to let others experience what tgat would be like. Others who know your \
skills and understandiﬁés might help you plan, carry out; or reflect
upon such a demonstration event. Handouts or graphic display§ can t!also
supplement or reinforce oral messdﬁ%s.

Building and maintaining relationships with key authorities or
gatékeggers in the systefn is particularly important; If ybu don't hold
such a_position, your v firqg task may be to talk to those'who do.

o

If you prefer, concentratd on building support from enough of your peers

—

and subordinates to convince those in authority that you are the one to

| ' .
do the job. Remember that, although your supervisors may not have the motiva-

! ~

tion or skill to bring about changes themselves, they can often squelch

7 &
'
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your effort sidéleﬁa dedly. They certainly éhouId not ‘be left out of

a discussgpns. o . , \ "

I

Although permissibon from the "top” of the organizational hierarchy
is necessary, it is not sufficient. If you want to change the system,
all of its members must recognize ‘their needs and bevwilling to receive

help. When and as long as they do, and when and as lgong as,xgu can and .

—

want to help, the relationship has potential for mutual growth and exchange.

- Kndwing About thE System
Different people use differentvwords'té descEibe the process of
poming to know about a system. Diagnosis, aésessment, evaluation, and
research all involve activities.that include matching information or
aata about the system against criteria, meaéuremqnt sc;;gs, questions,
or hypotheses. Since‘there is no way.to point out the fine; distinétiohs

among these terms in a monograph this short, we will assume that readers -

have at-ieast some notion of‘hhat we are talking about.

Potential infoymation Ehat you might collect aboﬁt a'system is
endless, in terms oﬂ‘both amount and kind. For instance, a person with
linguistic orientatiLns mighﬁ study word usage for yeaﬁs, or a political
scientist might examine structures and policies over decades. Because

we focus so definitely on changes in subsystem processes as the way tao

$
-

" change a syébem, we recommend that data collection efforts concentrate in

Fl -

that domain. For examﬁle, rather than initially stﬁdying the content of

BN

s 0 v _ . ) & ‘
problems by gathering informatipn“about past trends or projectigns for the

i

k fyture, examine how group members solve or don't solve problems. Or,

v

for another example, instepd of listening to what group members talk about,:

- concentrate on their use of communication skills or how they fulfill

A i

communication functions in the group. Although yéu may wish to draw
' 1ol
‘G
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distinctions among the ways they solve dififekent kinds of ptbblems or
‘ [ R -

communicate about different toftics, look first at processes dPat will be

t .

the target of whateler intervengion you make. . J\

/
.

‘Many of the tools, in Chapter III can help in collectin igformation

about the system, and virtually ail qf them fbéus on a singie process such
" as conflict managemeng or me.tings.‘,Several of them would have'to be used
: [ ) _
before a comprehensive picture could be dfghn. Beginngrs at process ‘i/X""d’—fd
. < - ’
observation, interviewing, or/gue§€iouna%re desigh and aﬂﬁiﬁistrétion
Vﬁéy prefer to fécus on one process at a time, but information about
all proceéses and the relafionships among them is eventually mnecessary.
It's important to use multiple strategies for collecting information.
Before reaching generalizations about the way‘conflict)is man%ged, for . \
example, you might observe in several meetings, interview parties to a \
conflict, and administer a questio;naire to everyone. A combination of '
» " formal and infofmal pfocedu;és is more effective than either one alone, and '\
colleéfing information frpm“vé}ious'people with differgnt\perspectives on
. the samé'iésue is better than relying on only a few sets 6f.é§es and ears.

We have frequently recommended that you glimmarize. your observations: ¢

or information for the group. Feedback to them from you can serve several .

purpbses; (1) it can he;p you verify the accuracy‘of information you
have.collected, (2) t hayxstimulate the group to do some problem;solving
“ about the situation you have ¢bserved, (3) it will provide a setting in
which you can gather further information about the group, and (4) the
act of collecting data abgut\processes and putting them befare the group
“can provide a valuable model for\others to follow. t
Don't be séprisnd if sxstem members react negatively to your first

.

"pfforts at data collection and feedback. Some systems do not necessarily

(E
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like to be iagnosed or\watched or asked questions, \A&oiding'j)rgon, and \

=

exgieining what you want to do and why you.want to do it in advahee may‘
nelp alleviate some suspicion and resentment. But dpnit let othelrs talk

you out of this effort; insist on having information that will guide your

' s
actions and help you understand the consequences of acglons you have

f- -

already taken. If people insist that they already know what the problems
are and dSn't want you to interfere with their need for action, focus

data collection on their perceptions of why the pfoblems have not been .
»

solved. previously or on the consequences of leaving them unsolved. v
o T - M

¢ Remeﬂbéf that data collection is a never-endiqg task., Unlike the

medical model in which a diagnosis is completed before the prescription
is written, learning about a sYstem will continue as long as the effort
to.change it. Repeat=d use of the same observation or interview séhedule

can provideraluable information about the process of'inteqvention and

e

change as lwell as about the group processes upon which it focuses.

Taildring Inﬁerventions

-

By describing the multiple functions that change facilitators can

1 A
fulfill and by presenting multiple tools that can be used to intervene in

‘the system's funcﬁioning, we hope we've made the point that there is no

-

one way td chinge a system. The most important guideline Of all is to

create a strategy that starts where the system is and moves it toward

.agreed-upon goals. The act of designing a tailor-made strategy is most

cnﬁilenging and important.
/

Qtaﬁiing where the system is may not be as easy as it sounds. You

may decide tﬁat certain prerequisites have not been met and that xhere

-

is a need t¢ increase the system 8 readiness to receive the Kind of help

you can or want tngi&e. For example, we have found that success of an
NI
OV
N ' ~-75-
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.planning. ' o R \

. \

of certain EOrms when the in
\ , o : z

with does not expect its membkrs to work together collaboratively, or\

*

° . l / .
ervention begins.” If the group we want to \Work

A
3

reward them for doing so, we

» irst try to help create this norm. We'll
! .

also train people in ways to ekpress their differences if this behavior‘ig o

not common. We are always prepared to increase yeadiness for accepting

1

our consultation if this does not exist.

Building system readines§/éo profit from the functions you want to

‘perform may provoke you to examine yourself. If you are convinced that

i

process consultatdion would be best, for instance, (or if it‘s the only

t

function that you can skillfully perform ) you may have to prepare others

to accept and profit from that. On the other hand, you may find it
easijé to increase your knowledge and skill in performing the convener
function if others are ready and willing to put you in that role. 1In

either case, don't let your personal preferences for performing certain .

facilitator functioms get in the way of seeing what the system needs and

is willing to accept. A ' T |

A well-tailored interyention includes continuous strategies to main-

tain your relationship to the system and to collect additlonal information
from it. Once you've intervened, talk to others about what you did that

g ' L & i ' 5\
was helpful and unhelpful, and’establish new contractual agreements about

what you'll do the next time. Documenting what“happeoed when you inter-

vened in a certain way will provide a data base that you can use in future

ES

- _— ¥

1Many interesting findings about organizational readiness apbear in\

' Runkel, liyant, and Bell (1975). \ \

83 :
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It's possible to create more than one design that is tailored t¢

L]

" strengths and Weaknessesﬂof the system. One strategy is, to start on the

_ process that needs the fiost attention. Following this strategy with a
: v : ot

. group thax has good meetings, resolves conflict, and is comfortable with

-
.

the way debiéioné’are made, you might begin with the communintion process|,
then' meve to goal setting and probiem solving; i'ntroducing’ additional

tools for meetings, conflict management, or decision méﬁing only as

needed. Likewise, if you think an ineffective decision making process

is the most severe problem, you could teach peoplé alternative decisio

»

~making procedures and then help them exploré the consequences of each
. . kY .

, ooy

procedure oi effective communication and conflict management; This
strategy can also be implemented q& working first with those people who

+ are least accepting of you and your efforts. ! ]
. ) g X
. L .
The other popular strategy and the one we personally prefer is to

|
+ capitalize on mote effective processes to strengthen less effective ones.

With this strategy you would help effective decision—makers decide the

I3

. kind of communication process to use, help good goal—setters agree upon
the kind of meetings they'd like to have, ‘and first work with the eu\group
* : |
r ’ﬁ% that is most supportive of your effort. But neithef strategy has defi—
ﬁ N
*
I'4

Aite advantages over the other, and gsome combination may be most effective.

- A '
The sequence with which subsystem processes are improved is less

* . { -,‘5 . ”
~ important than keeping thém all in mind. An improvement in cgéﬁunication
: : 1 : R - 4
\\ that encouroges more people to say what thex%think may make previously
'adequate decision making procedures obsolete, for instance. A newly
’ id&nti;ied goal moy surface conflicts that cannot be handled with present
. . - . :
norms. Congideration of Eiijprocesses and the relationships among them
_ N R
requires the change facilitator to "light many fires" simultaneously

and help people tend them all.
r £)
‘v
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- how others perceive you and feel.

/A But others. mus
/ .

P Shepardfs list-of-”rules"'Cundated) begins’wit "Stay alive He
says that this means (l) taklng risks op purpose;as part of Vour strategy

" rather than by a§b1dent but ndt if they won t lead toward your goal; (2)

Growing' as the System Changes

N
Nl

If you are sShcessfﬁl\in facilitating change in the system to which

N

R
you belong, new norms and roles\w1ll affect you -as well as’ others More

than that, if you put your whole self 1nto the effort%-you deservevsomef

@

~

thing in return. This is not’a selfish stance, but one that can insure

- ' . - . 1

your "survival" in an effort tha. you do not wish to be your . last.

Persohal growth and change is jecipitated«by feedback. Knowing
y ~ .

* L . .
gut~your behaviors activates personal

-

be, for instance, you

B

an start to resolve the discrepancy by increasing !

i

your knowledge or.ski 1. y k ' o

8

!

+ 0

be motivated and’competent to give you feedbackéfor
this purpose. Sa et1mes everyone in the system you work w1th w1ll do
th1s for you, but\more often than not you '11 have to~xely on a few

colleagues for a supporu system. It Is for this reason that counsel

. . . P
PP - .

so strongly for teaming dp with someone .else. who wgnts to faéilitate

change.. A partner or partners with whom you can ver1fy 1nformatlon
plan the strategy, and debrief what. happened 1s¥%-ost®valuable asset to , \

,

any facilitator. This is part1cularly true when the goi g gets tough
and youlneed "warm fuzzies" or a nudge to start your p rsonal problem—
‘ ) [ /
. )
solving.- R A | : a |
\

9

X

putting your ‘whole self into the effort instead of stretching yourself
&

with manf efforts or half-heartedly try1ng to do somethlng you really want




1 - ' A . X : \ . ’ .“‘n. »
: : Very much, and (3) loving yourself ihstead of béing seif—disparaging; =

thereby suppressing’your potential>and was\ing youf ernergy in defensive
= manueuverihg.. Paftoets can help you to live by this rule.
. we‘do not want to conclude this séction without mentioniné one final
- ) ! .
guidel;pe that we think has helped us as group facilitators of system
. - - R = . | - . -

-

°change. It's the three—Word guideline we followed.-to write this monoegraph:

o [ ) <
Read and write. There i§ a wealth of. information already available and
.o ] . s . N -
mnew articles and books coime out almost dailyu One criterion we used R

oy ‘ ' . A . .
for selecting books for the bibliography'%aSWthat they *can start yeou

. searching for more information. in almobt ahy ditection yol want to go.
' .w. ‘. At b » . . » .
But "all the books you can possibly read and all the advanced training

you can get cannot tell you everything you might want to know.- The reason
n ' : . . . ‘ : )

is simply that ﬁot»everything'is knewn. : Changihg systems” is’ felativelyz o

1

|

/ ' nemergthan chaﬁéing ihdividuals, and many strategies are hnexplored.r Writing
/ ‘ about what you've done may give others. just the idea they.are looking for.

Yy . -

, T Taking'the’risk to fgport what ypu: have learneﬂ——eyeh if you learned it ‘the
) N o . & . . v ” . -

~

s " hard way by fallinﬁ on youf face more than once--can help all of us who
care about system"change to do a bettemfj b. ' : . ‘o S
, v - . 2N . - :
. A L Mark's Stofy 0":»7 m; | ‘i/ -
v ’ - [ o ' - 3 o .
This case study describes the efforts of a teacher and part-time -
. . . t’ .
; : a A . v
' . counselor (we've called.him,Mark although that was not his:ﬁgme)'who

acted as a fac111tator of system change to h1s own elementary school

faculty. Although Mark was hot a full- t1me counselor or schqol psychologlst Ei

i .

¢, =-his small school d1str1ct could not afford such quuries——hls case does

11Lgstrate some of the unlque d&fflculties encountered by a "vefy internal"

(2

«consultant, descTThas some of the problems of the s@&o«consultant{ and .

s X \. [ . B .

B . -8 A . ¥ . N .’v "
portrays a -common education consulting situation. We include it here .
N - - . - - o - i . - a

1

to help counselbgs‘ﬁnd'school psychologists see how the guidelifies outlined - 'f‘
’ : 84 T = 2o ' -

. | : R ‘ : < T ' )
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i
. race relations work in the archdiocese and had taken- many NWREL 1nstruc'—\

o

“his own gchool and that he wanted to work alopk. He sajid, "The staff .

,organization. o &

~ followup study of PETC-

. ‘ o .

in this chapter can be applied by someone other -than an outsider.
We first met Mark when he was a participant- in a special training . &

| . | . R , .
program called PETC—III.Lﬁ”MarK”Ead'much invested in education and in human
P k\

relations training. Bes1des his BA in Eﬁucation, he had had training in

ional systems, including all the PETC—III prerequisites.2

Mark felt confident about his abilities and‘hlea

\

about what Qﬁ

anted to work withl

]

wanted to do. He was sure from the beginnihg that he
, e

N

already uses me as’ a consultant for some kinds ‘of things. I guess I'm
kind of a loner, but I don't think they (the staff) would want an outsider

hanging around. It's more realistic for me to work alone.”
: . ' s .
Mark 's 7th and 8th grade school was one of two elementary schools in
g r i -
SR\

lPreparing\EducationaZAﬂﬁhining Consultants' (PEFC-III). is the last in
a series -of instructional systeéms deveéoped by’ the Improving Teaching
Competcncies Program of the Northwest egional Educational Laboratory
(NWREL) . « .PETC-IIT prov1des.partic1pants with the opportunity-to acquire
knowledge, skills and sensitivities tha& constitute a change process -
termed organization development (OD). A

Participation in PETC-III training last over an eight—month period
+during which PZI'C-III trainees complete a one-~day preworkshop assignment,
attend 17 dagys of workshop meetings, and: spend approx1mately ten days
deing a practicum. The practicum consists of conducting an organization -
development:proJect that focuses on improv1ng the functioning of a client

4 BETC-III trainees lear ioF ‘the follow1ng stages of 0D consultation.
(a) developing a need for change, (b) establishing a client consultant
relationship,: (c) diagnos1ﬁ§ the client' s/problems, (d) examining

alternatives (e) intervening and- transtrming change efforts, (f) stabilize

1ng change efionts and, (g),
thése stages to organife /His case study
" Mark's story will app ar in a monograph we are writing with William.

Ward and Mary'Ann Smith. is monograph will include case studies of

five trainee teams (Mark, as the only ''solo") that partigipated in the -
iI His story i mewhat abbreviated here, -so

readers 1nterested ¥n more detail or otéer casg studies should refer

to Arends, Ward Smith and Arengls (fort coming) ‘ :

erminating ‘the relationship. Weihave used

See the annotated ,references for tra1n1ng systems of the Improying
Teaching Competencles for names uf these prerequisite instructional )
systems . : L , -
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an inne'—city parochial school system. TBoth schools gave special attention

-

to child n who were below grade- leveﬂ 1n.basicnskllls—;’usually chlldi?

with learnkng difficulties or behav1or problems Each school was smalﬂ

o

with about 200-students- and each class was also small with 15 17 //'

« students. 0 . ) .
LN L ! ' b P
At one ximg\ there had been four elementary schodls in the district.

S
v

As attendance'dfoﬁped} the archdiocese had decided to close two of the

schools, leavihg tw® neighborhood Scﬁ%ols--one for grades 1 fo 6, one
. Y . ’ . LN .

-

> for grades-z and 8.

.
-

in the 7th_and 8th grade schodl. He had been involved in plamning the

P

trust,vcooperatlon, growfng self-respect, and respect’for'others. Mark

N ~ described himself’as'”like che other'teachers. I enjoy working on 'my
! . ;'i‘ B -
| ‘own, but I'm very committed to the school and the kids."”

‘

. f } 0
Entry. Mark chose an informal entry style because, as he said, "'An internal

) : o ! I
person in ajsmallbsystem bas tb'be informal and be himself--not play the
' . . 1

role of a 'big expert.'' .Mark also reported that he had the advantage of ..

an expert and referent power base from which to work. "The staff knew

that I had had‘some training and was getting more. They had rallied

around me in the ﬁégc and I knew i?ey would do so again if I asked them to.

- X ¢ - ’ .
}ﬂe first thing Marﬁ did i&ter deciding he wanted to work in his own

" schdéol was to,ask his colleagues if he could work with them on building
. ~ X \

trust *and openness in the faculty. After the staff informally agreed to

-undertake the proJect he approached the principal and said that he would
- llke to do thls project w1th the staff. They discussed the project and

. , v;whether Mark should be perceived primarily as consultant, as a teacher,
.' L ,Y .A,b. - . . ." . 8/.‘
. - L v v T
o L ‘ - ~-81- Rl /
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as the counselor, or as, a "human -being.'" Thén Mark went back to the
\ . . ' .

‘staff and told them hée had the principa%'s approval. The staff agreed to

v

participate in the project. : ' o ol
. . t »

‘Mark used a formal contract form because’ these wefe-required by

PETC-IIT, alfhough he th;ughtrthe forms were somewhat inappropriate for

an internal consultant in a small’ system. - Other staff members reacted -

N . . .
— .
= == y——————

with comments like, "'You want us to sign a contract?' but agreed to

»

do so because they liked the‘ideé of being specific about agreements

0

~they had with Mark.
‘l'*v

Only later did Mark disco¥er that the formal contract didn't help

i ‘ ‘h¥m discover the principal’s discomfort and uncertainty about dealing

-

with feelings. Although she was in agreement with the project, it

j 7 seemed to Mark that she did not have a clear picture of what might happen.
Diagnosis. When Mark first thought about his system, he described the .
S : \ : .

teachers as "strongly obinionated individuals with definite ideas.” He
also thought that the faculty lacked a basic tedmwotk capability. He

wrote in May, "éombining people's efforts in an organization necessitates ‘

v

hnderstandingggaéh other, agreeing to norms of influence, arriving at

school commitments in decision making, and coordinating their efforts." K

Mérk's.long—term,goal vab to deal with his own system's needs for

huaan maintenance,_problem solviﬁg, ang»dQCision‘making. He also wanted

S : to avoid "laying stuff on people and bein%/pﬁk expert.” He wanted to

. g C /;:i§¢¥e the diagno§tic data so the group would own it. ‘ ’ :
Y \'ﬁi His diagnosis. was based on data he collected with a "needs assessment"

o -

questionnaire during a faculty meeting in May. Eight facﬁlty members <

1. '
responded to 17 statements™ sych as, "Ask others who seem upset to exoress

llhe 17 statements Mark used were: (1) ask™bthers who seemkﬁpset to

r* ’ o
‘ . I N R v
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their feelingg directly," and, "Use formal voting as a way of making

/

deéi§ions,” by indica%ang whether group members did or did not, should or’
‘should not ‘exhibit thoSe behaviors. When everyone had completed the

questlonnaire, Mark tallied all feéponses on.a large chargrand ashed

others Lo con51der discrepanc1es between what staff members were doing
and what they should be d01ng . v

’Then he asked. the staff to generate a list of group goals and to

.3indicate which ones they were most committed to. By comparlng the llst

of koals with data from the questlonnaire, the staff then generated ar list

I . ‘-.._.\‘

of maJor problems to attack in the fall Mark and the staff felt good‘”

o
/

ab ut thls meeting.. As Mark said later, "We were well on our way towards

»

'the yeai of good feelings.'"

InJerventions. During the summér, Mark began to plan for a two-day
wo%kshop with the staff just before school started. In a report, he wrote

'

thé following:

» v’
‘My goals gre: ' (a) to inctease'the adequacy of proBlem

solving in the staff,_(b) to increase the accuracy with which
we understand each other's feelings about the organization,and
\(c) to increase the adequacy with which we manage the school.
:‘ . L3
real isgues that keep us from working well together; we must

3(a) have team akills, (b) understand our values, and, (c)

™

'mistakes, to improve working effectiveness; (11) try out new ways of

doing things, even if it is uncertain how they will work out; (12) stay
cool--keep your distance from others; (13) wuse formal voting as a way of
making decisions in small groups; (14) spend time in meetings on emotional
‘matters which are not strictly germane to the task; (15) be critical
towards unusual or ”way out" ideas; (16) stick with familiar ways of
d01ng\things in one's work; and (17) trust athers to be helpful®in
d1ffi¢u1t situatlons

L 85 -

v e e

. Y N
\My basic assumgtionvis that' if the faculty can identify the -
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# hd ' ’ ~
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express their feelings d1rectly, (2) tell colleagues what yOu really . hink
of their work; (3) avoid dlsagrEement and conflict whenever possible,;{A)
be concerned about other people's problems; (5) only make a decision after
everyone's ideag have been heard (6) push for new ideas, even.if they are
vague oOr unusual (7) ask others to tell you what they really think about
ynur work; (8) keep your real thoughts and reactions to yourself by and
large; (9) be skeptical.about things; (10) point gut other people's

Ao




»2

‘interests in teachings and (4) all of us are sincare; desire new ideas,

analyze our purpose for working together,

!

The strategy that I'll use will be to be a process link, pre-

senting skills so we can uncover and resolve the real issues

in our group.

I hypothesize that the outcqmes will be a process that will
enable’us to deal with larger organizational issues.

He planﬂed the two-day workshop to focus on team-building. He wantéd_

. to help the staff explore the ways in which humanistic values and needs

|

for autonomy and achievement--typical qualities of faculty members-—
inhibited or facilitated their ability to work together. 1In Mark's

words, "I wanted to build on group concepts and to focus on team~building

' ~

\ , . . .
issues. I# we created more sense of teamness, we'd function better and

take care of our human nekds, too." _ . »

, . . . _ .
The workshop included a review of‘}roblggs and goals identified the

previous May, as well as a "brush-up course" on interpersond qgmmunicaﬁion °

V4 .
M 3

skills and constructiye‘féedback. During the two days, the faculty spent

most of the time examining roles and norms in order tb°be more explicit

- - -

abouf their expectations of each other. They also did:é force field
wnr * L A,

analysis on their goals of increased supportiveness in the staff.and

o » @ ) " 3 .
favorable student attitudes toward work, self, and others. - .o
0 ! . Oro

. \ o
.As "Forces For," the staff listed:-s (1) we art a Small, friendly

N - b

N L4 '
group; (2) we have interpersonal communication skills; (3) we have common
4 ) N

v

. i s . . .

and are open-minded. As "Forces Against," the staff listed: (1) - ~

‘ 3 ) . . ) o R , ‘ . .

we fear knowing each othééitoo personally and Rurtigg each other's - s
) h) - - A % ° . :

feélings; (2) we lack time and sometimeg put efficiency ahead of good

v
¢

communication;  (3) we are not always aware of each other's phildsophies

and valdesg and éé) weﬁéoﬁetimes work in competitive ways, judging and*”

, -

. .. Ia) ' .
\ T 90U - y3 “‘TMT. s




making assumptions about each other's behaviors?
L I

A‘major decision during the two days was that the faculty would

\

— 2

meet‘ghce or twice a month during the school year td discuss group mafﬁ
tenance issues. The staff hoped these meetings would help maintainy
following norms: (l) to give/and receive feedback at all approp
times, (2) to work as a team /to monitor each other s bahavior, and (3)

to rotate responsibility fop convening these meetipgs so that’ all "owned"

the OD effort o /‘ ‘ - : e

According to Mark, the staff also spent a great deal of time explor-
. ol ¢

ing inclusion questions like, "What is Mark's p051tion as counselor—teacher— ’

- »

change agent in this faculty?" and values questions like, "What dovothert
;//facultyléemberglbelieve in strongly?" He played a key leadersHip role

~ P
, in the workshop, but repeatedly told the staff "I'1l need help.ﬁ I don't

»y

want to be isolated and I hope you don t expect me to ‘be perfect. Give

¥ e the freedom not to be perfect as an internal guy." » L o ~

One unexpected and pleasant result~of the workshop for Mark yas that -
(Jde,
he gained an informal “partner, another teaeher who had fEceived training

. A
inzcommunicaticn and ‘group process. He said, "She would pick up stuff - ot

.I missed and give me feedback about how I did. She was also sonebne'I

IS s -

.could sit down with over a beér and talk to about hqy things were going, s

sand thgre were times I really needed that!" 3 )
o Y] | L

0 . _,'Ih ~

Another result of the September intervention was thaq teachers were - ¢

nore open’ and relaxed ‘and came to talk to Matk about problems;ﬁ The staff‘, -
. - - ' . ) \ . ~

s . ; .
- continued the monthly maintenance meetings, although they were not always

£ * :
o ! .

held on a regular basis because of the pressuré of other tasks{ _ »

..‘%‘

-, . N ¥
) During the fall, problems in the interacLion between Mark s school

and the other school in the distric¢t began to surface. The teachers in

Mark's school asked Mark to help them work with teachers' from &he other

school. Becausc‘%he other school had an autocratic principal'?nd a more

9% .

» ' . ! ‘ W =85~
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rigid philosophy, thete were problems and those problems had an impact_
a4 ‘ : ' 3

upon the 7th and 8th grade school (Mark's ) it fed into. K Teachers\in

N ! < L]
Mark'&jschool were concerned about what Mark called "the typical hagsles
oveE phllosopnlcal values and directions."

i’J

-

“Tmrk did his' second interventlon in December when he conJéned a

-

meeting that he dubbed "The Red Purge." Teachers from both schools

4

spentva day discqussing how students should be taught and ranking charac-
. \ -

teristics .of each other as teachers. Mark assumed that these activities

would uncover values, build trust, and open up feelings. Both facﬁlties

and Mark thought the meeting was helpfui and "cathartic."

° As his final intervention in May: Mark held a half-day session with

his own staff. This meeting was an opportunity for the etaff' to take a

. ‘ 4 .
look at what they'd been doing, to share feelings about- the year's OD

effort, to sum up their‘efforfs, and to get closure on the project.
This, tbo, was a well-received meeting and according to Mark, "left
people feeling good." . : ' ’ .

By
)

: i
Outcomes of Consultation. Mark did not try to do’any formal evaluation ‘

because he thought that it was awkward for an internal person to attempt

that. At the‘endAOf each intervention, he did ask staff members fot

» speeific activities that théy saw as helpful and unhelpful. He also used
. -
feedback ftom ElaineYto check on_how he was doing.

. In gene}al, Mark felt good about acéemplishing what "he set out to.

do. He thought that focusing on team building and group process skills

had been a manageable project £61r him,' and that the staff had come closer”

together and operated qetter——at least for a while. Accdrding to Mark,

N

.« "The staff wag® pleased I th1nR Although no- one said it explicitly, I

o ~
i

know they wanted me to continue in the consultant fole., All around,
7~ b

I have to call that year 'The Year of Good Feelings.'" .oom S,

- Bl -
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-

‘andwwho had trouble freeing ﬁimsélf f;om the rble hhen_he wanted ‘to :

@
J

Sometimes during his project, Mark had wondered if he was doing what

Ed

.he meant to do and whether his interventions had enough impact to be

- l

important. However, Mark's biggest '‘problem was that he ran out of energy.
After that year, he did not want to deal with others' stresses any longer.

He now describes the major difficulty of internal ‘consultation: "You
get yourself pegged in this role and you can't get out of it. The, -

L . -
internal consultant is always available to be sucked into every difficulty.

When you are an internal consultant, you can't ever leave that place.
R4

’

Sometimes I feﬁt Iike George Washington during his second term’—— -

I just wanted to retire t3/my farm and till the soil with my kids
o f© @
. \ . . o /
in the classroom. One of the things I failed to do was train others

to take the résponsibility for making the project keep happening." v

Cdmments on Mark's Story. In many ways, Mark had a “success experienge"
—~ iy ,

<

as a facilitator of system change: (a) he managed to jind a group of people

who wanted him to help them 1mpﬁove their organizationa& functionlng,

“m

(b) he diagnosed -- with their help -- the major organizational problems

they were facing, and (c)}he"conducted three major interventions that he —
and his clients eVaiuated[fanrably.

His story is also one of solo consultant who "burned out,"

stop. The story suggests.two important -questions:

-

1. WQ{ was Mark as sgccéssful as he was?

IS

~Was it because he didn't start entry from the '"top" -

- "

of the system, but instead went straight to those he
wanted to help and then got the principal's appfoval? ‘
-Was 1t because his clients attributed expert it~ T : -

referent power to him while sceing him as ''one of the

folks'? -




Fre . b .
. ' . - . o N b
o : ) /)
-Was it because he relied heavily upbn'informal methods of “ %
v , . ) Q»
diagnosis and intervention? . ' s
. . ‘ . : : . "
- -Was it because he found a partner who could give him '
_ support and feedbaek? .
\ s s . . .
‘ 2. Why did Mark "burn out"? . . |
. : L ‘ . A
, - -Was it because he worked alone and took,on too big a task?
-Was it because his "clients" never distinguished "Mark
A Y o R h r.
the teacher'" from "Mark the consultant' in spite of
. ‘\* v
his efforts? . R
- \ ¢ .
. -Was it because other PETC-III trainees couldn't empathize
' . with His case or because the system includes too little . I

. that is relevant for consultants as "internal" as Mark? '

«Exploration of questiohs like these should he1p~readers of this

monogréph look at what they might want to do and want to avoid.

o ‘Summaty

\

Previous chapters hive delineated specific albeit various aspects of change

strategies. This chapter>brings these aspects together and presents-a fo@r—"

s
=

part model for implementing cha;ge: (1) building a relationship with the system

N

to be changed,- (2) learning as much. as possible'abbut the system and the changes‘

]
|- .
gought, (3) tailoring change efforts to meet the needs of the system, and &)

growing with the gystem. A case study is presented which uses the model in a

. . 7 : * . . ‘ - ) “

small eIémentgry school where an "'internal" facilitator (counselor) offers to
I

' 9‘; f - ) a

.

Q ) ) v -88~ . p s




: A R
. - ‘
work“solo with the remainiq;/faéulty to open communication, estéblishichange
b "’.'ﬂ . ‘— ~
goals, explore'énd implement possible change stréségies,‘evaluate successes and

’ T a -

failures and establish maintenance brocedures.s While this attempt was %ucqessful,

’

- }

. . ° : |

c . . N <

it had drawbacks for the facilitator which are offered for consideration to those
4

4
é

who may assume a facilitator role.

3
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This final chapter restates the basic premises from ‘which the
authors began. Thesesinclude: (1) that schocl systems do, need to,
and can change; ¢2) that there are ways to promote-desirable and lasting
changes; and (3) that counselors and school psyechologists can be
involved in this process and work" toward purtoseful thapge in their
own settings. Some of- the .implications of these basic premises. are
discussed, some of the future needs and unresolved problems are
described. - :
& . Chapter V

-

Trends for the Future : : L5

The Roles 9f Counselors and School Psychologists Will Change

In Chegtea'l, we reviewed predictions by Singer, Whiton, and Fried

o

(1970), Murray and Schmuck #972), Medway (1975), and Meyers (1973),_th5t
‘ L3

roles of those‘in the“counseling and psychological services will irdclude

~

a system-wide chdnge orientation. Others have provided.evidence that

B , \ . -
this kind of role change is happening or needs to happen (see Gallassich,

1974; Hayman, 1974; Lee, 1972; Kessinger, 1975; and Schmuck.and Schmuck;

-

1974) .
We agree with the fact that role change in ‘this direction needs
to happen. As an exampie of why we think this way, let us quote a

school psychologist we interviewed.

o

Us: ‘How are things going for you this year in the|district?

The Psychologist: Ygqu won't believe how bad they are! I'm
~~ M

v f“reséonsible for taking referrals from 18 scliools and I get

more. than GO?a month. .In 20 working days I can't do

- . - o :
N 1

anyth nq.moré than put band-aids on peopie”and situetions
,.,.“ 4 - v

4 [ ]

that need radical surgery. qn'top of that, the

diredtor of our division is reairiqg and all of us at the
LI g, ,r"’(ﬂ . ] -

1mtn@f Lﬁd‘;S tﬁérstlck c@nﬁt get any help.

Uq%,»What%wéuld you like to be_doing insteed? What kin¥ of
strategy for a school psychologist like you would be worth-

S unlle? | O 9¢

0 ‘ C 90—

]
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The/?sychologist: I think the only hppe for kids ie if everyone

P . -on the district payroll pitchee-in to help. But t t s golng

:l_ . ‘ “to take some system—w1de changes\ It s not g01ng to help to
. : ,

‘train teachers to admlnlster psychologlcal tests or to tra1n N
secretaries to schedUle Students intp claspes s0 eounselors

and eqhool hsychoioéists have more free timej What iteWitl
t;:tke is help for ll of us to sit -down and talk to eaeh
other.se we can figure'out ways to,solve these‘prehlems 
Qg}helping kide that need so,ﬁheh. Lots of teachers.and ’j‘
administrators could do that Kihd 6f helping'with ho.aeditibnal‘

training, but until we sit down and agree we should do it. . .

DR until the 9ritéria for é"aluating teachers iﬁCiude a respons-
%iju.: ﬁ:(' _ibilitylfor providing‘the "classieal"-psyehological'services. . .
o | —{ l}gt‘ What can you --— all- by yourseif - do to Brih g ‘a‘bou ¢ that -".
- » | ”kjnd of syStem>change? o .4,,_ - . 47" :

N

P The Psychologiét: A few months. ago, I would have told you that
R ] ¥, . « ’ .. . [

there was nothing I could do. Now I don't know. - L have

! -

= been talklng to other snhool psychologlsts, counselors: and

© soc1al workers about this 1 mess. They agree w1th me that ‘we
y » » . ) ! L
e " might as well stay home*for all.the good that one-on-one

>,

=

, "band-aids'" do. We're stillhtalking about what to ﬁé, .-
o . K . o g ’ B . ’ 1

This week a few of.us went‘to the superintendent,:f:éay

5

. 3 R

: : o » T wanted to help select our’ new boss. He surprl ed us . .
L 3 : '

s ! by saying the d1v151on could have two representat ves on

the five-person selection committee. We surprised him, I

'éueES, by coming in. He told us that he hadn't nown we

P
~

o s . &5 . - .
a .- . +cared,. Well, we showed him and now we can try
. o o ‘ . < peee '
Lo . ) N ) ":: ’ 9 '}

o - e : e -91- |
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v

sure that the_Hew director is sympathetic to our plight. =
) : ’ L ot . L e . . 'LI_ .
;o ' . Us: » What :do you thinlc' your strategy-wi;l raccomplish? - , o
- The Psychologist: I don't know for sure. Already I have : .
- . : : : ' ‘ P S . ; €
» @ ’ : .reached out for others who share my dilemma and feel a whole

lot less lonely. Down the pike, T ﬁcpe our division can set :

B ... . - the example‘of a group that solves important problems its T
. ) _ members:héveﬂ If we can help each other, maybe»ﬁe'can'learn

- . >

the ski;lsvto'hélp other -groups.

. d I% . R TS

.
P N

‘ ks ’ ) B P co
- The dther psychologists and counse}Prs we: talked to all expressed.

similar frustrations with their current‘fBles, All expressed thé hope

z ! " .

tﬁét_byhjoiﬂing togethgr'they“couldqmake?significénf changes in éhe
sfstemé‘of!whi¢h_theY‘wefe a part. None of them'hgd m6r¢ specific e
videas aﬁout'how to};roceed bqé a;I:iﬁSiéted thef c¢d}d and ﬁggid"figk
a way:;;’, '\ ' e e S : , SRR
In variqus ﬁ§ys, these i;dividuals“were trying to change their roles
o ; " N { ) .
“ o ~ so they could act as fACilitgtors of system change. Their enthusiasm
' s ) :
and ;sincerity cohvikced us that roles of counselors and school psychologists

T e L. . Ps

will change ~- althbugh~it may take time.

P
&

o

Professional Growth Opportunities Will Expand

= ’

i

Y

.

- T A secdhdjifend we see is thiat counselors and school psychologists . /
;’: _j__u'- 2 ' I o . . . .
will find more professional growth opportunities in the area of S

-~

systé&ﬁqhange.- More books and articles will be pubiished and the

thances to belong to profeéssional organizations will be heightened
< as new networks of technical assisterg interested in‘system change
. : . - - N

are created. -In additiofi, more programs to teach skills and techniques

that faci1itate¥§roup and drganizat;bnal changé‘willlbecome available.
L} o . S K

ki . EY
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i

.deVeloped by the Improv1ng Teaching Competencies Program of -the

' thedtraining’systems from thisiprogram focus specificall§'on the human

, solvzhg, interpersonal infernce, and social conflict. Other training

~ assume

e

An example of the type of training program we envision has been :

., R S

i

Nonthwest Regional Educational,Laboratory'(see bibliography).- Some of -

‘ - - .
rela%ionships -and group precesses of classrooms and Schools.;'They
v - ‘ '
include topics such as 1nterpersona1 communicatlon, group problem
3/

’

systems in this series, those called Preparing Educational Training ™ :

',
Consugtants (PETC) prepare persons in the educational community to

,,,,,,,,,,,,,,

new roles similar. to those we have defined or counselors and

. and conﬁllct. By involv1ng theémselves in a series of workshop " and

el n
‘ .

school} psychologists in this monograph. Trainees learn how to help

others [set goals, clarify communicgtion, reach out for relevant

&

‘resour¢ s; solve problems, make'decisions; and copl_bith interdependence

-

practicuh exper1ences over a two-year period, trainees learn to work with

small“grbups and subsystems of school organizations.
‘ ]

Mark the internal consultant whose story appeared in the previous
) " .

chapter, is just one of hundreds of teachers, cOunselors, administrators,

v

and school p&ychologists we know who have gained these skills.

»

‘New Subsystems for Organizational Renewal’Will be’ Created
In the near future, if present trends prevail, counselors and
school psychologists interested in facilitating system ch%hge.will-
no longer need toloperate in isolation or need to create their own

support systems. Instead, we think school districts and other educational

'agencies will find ways to systematically attend to the skills and

<

processes needed for effective organizational functioning

e

-

structures. I 9 9

These efforts
,p

‘we believe, will be institutionalized in the form of new organizational




blfi_' Few dlstricts at the prLsent time have thlS instltutionallzed
o Lapablllty, buu several experlments by the Program on Strategies of

< L ~ k]

Organlzatlonal Change Qin the Unlversity of Oregon s Center for Ed— -

N ~ucatlona1 Pollcyaand Management) have shown.the potenthal of thls idea:,'Vk;if

I3
-a

Consultants in this program have traimed and studled cadres—ofﬂgrOup* §;
B . < N |
" and organizationaluprocess consultants in Kenty WaEhington; and Eugene, %

-, d..

-
oo

Oregon.l Cadre meLbers perform trainlng and consulting functlons for

“a .

‘schiool Sthffs teachlng or administrative teams, and other work groups

-

~in_the district,,mThemsuceess '”d“étaying”powérmof these cadres may

‘-‘~

SR be attributed to four key factors (Arends and Phelps, 1973 andthnkel,

WL _Wyant, and Bell 1975)

I3 ot . . e

1. Members of cadres are drawn from various roles and subsystems
' v -, ~

. ' within the diatrftt on a volunteer basis. During the regular >

e~ : ‘ * Wiy,

. - working day, they are counselors, teachers, principals, and

B .

s chool psychologists.' They  do not consult or try to help wor /

groups of which they are a part, but instead work upon request
and through released time with other groups and subsystems in

the district.

- 1

2. Cadre members are organrzed and work in teams rather than‘aléne,
. This teaming arrangement allows a natural sﬁpport syetem_for
members, insures a range of resources and skills upon'which'
to draw, and provides a settinglfor continuous learnimg and
growth. New teams are ﬁormed_to work with each new client
subsysten. | |
3. Cadre members do not give advice about, the content ofdtheir

clients' problems. They do not pose as experts in curriculum -

. .
finance, classroom management, or whatever. Instead, they

100
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.

specialize 1n improving .group and organlzatlonal processes
PN 1 & S
‘w1th strateg1e§ similar Q. th//e described in Chapter~ IIT.
411 Cadre members regularly pay attentlon to the1r own task
. ﬁ ‘

v .

. . ,,accomplishment and group process ﬁ%oblems in regular meetings.
4Consultants from outside the district are occasionally inv1ted
f‘; ‘ - to provide addltlonalltraining ‘or consultation so that this

. supsystem can be a model of effective functioning.

-

In both Kent and Eugené, counselors and school psychologists have

L]

played an active role in these cadres. .Their knowledge and training

.?," -
—‘ ¥ 4

- in school psychology equipped many with frameworks to see the value of
th1s type of service. Many adapted skills they had used in traditional
\,counseling to consultation injy group and’ organizational settings.

We believ:a}he creation of nhew subsystems ior organizational renewal

L'V o & L “

holds promise and w1ll be more widely.tried in the near ‘future. 'Counselors

and school psychologi?ts will 'be called upon to participante in and

=] B - N .
facilitate this change. o R o

Summary

This final chapter synthesize, some of the ways school helping personnel‘

can and do effegt change within their schdols. It presents an interview .

with a school psychologist who ﬁirst expresses concern bver his inability

3

to make a difﬁerence in his work setting, but comes to realize he has '

already sowed the seeds for change.

<

. Future trends are viewed as holding great potential for professional

growth among those who are interested in becoming facilitators.
Systemslwill'become more responsive‘to the need to provide and train
: ﬁ

" aw cadres of change agents whose primary function will be to improve group

and organizational processes.

%

Probably many other changes in the business of changing educational

104 '
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. research continue as many more peopté~put"their“energies*intb“such"“*““

systems wi:ll come to pass in the next decades. Experimentation and ‘

¢ .

We haée this mohegragh has conviced old'pros and néophytggf -

efforts.
S ’
“: alike that the benefits are worth the risks. Hopefully our’ Joinlng Co
together and reaching out Lo each other w111 glve us all the thrlll of
»
. ° , . [
work well done. ‘ .
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Arends, Richard I., Phelps Jane H EStabliShiné.organizationai '
specialists within ﬁchool districts.' Eugene- University of Oregon,
1CEPH 1973. 7 . . e

L]

¢
Discusses in detail the entry, training, and maintenance
procudures used- in “two .school districts to establish internal
cadres of organizational specialists. Apgendices include the
training design for the- cadre and a report eard" of : —
interventions done by these cadres. ,

Arends, Richard I., Phelps, Jane H.; and Schmuck,s ,R:tchm'd AL ’“"‘
Organization development: Building human systems in schools. '
Eugene UniVersity of Oregon, CEPM, 1973

.‘I o : _;— ) .

' : A booklet to introduce the theory and strategy.ef: oD. &
Includes information _that school personnel typically want as

‘they consider their own desires to enter into a change £
effort, <Can be accompanied by a slide-tape show of the game
‘mame. s o:g . '

.

Argyris, Chris. Intervention theorzAand methdd' A behavioral
. science view Menlo-Park CA: Addison~Wesley, 1979.

Excellent presentation of theory and strategies to guide
consultants who work and intervene in organizations. Most
examples are from industrial organizations; but applications
‘to school settings are easily inferred. . -
*® Fordyce, Jack K.; Weil Raymond Managing with people' a
.manuger's handbook of organization development. Redding, MA:
Addisonﬁwesley, l97l - . e

';,pv

- . : pe

- Py

: Concentrates on the }oint management of change and presents.
. .particular methods that have proven useful in this process.
“Ldeas for the experienced and the neophyte change agent alike.

Fox, R.;« And: Others. Diagnosing the professional climate of ‘schools. -

Washington, D.CJ; NTL Learning Resource Corporation, 1973.

Explains numerous techniques for diagnosing the norms and ,
roles of a school staff. Sample questionnaires and intéiview
schedules are included.

-, A v
e
U,

v o ‘ d‘,% . - . ‘l ]
Gordony Thomas. ' Teacher effectiveness training. New York: Peter -
H. Wyden, '1974. j I U S

‘Includes information on communication and conflict in schools,
presents a model for effective teacher-stpdent (trainerdclient)
relationships, and features many case studies‘and sample

dialogues - -
105 ‘e -
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_ Havelock Ronald G. The Bhénge'agent's gui&e to?inﬁo;ation in “ oo
*, educatfon. Englewood Cliffs, NJ: Educ tionii/;eﬁhnology‘PublicationS,-v
1973. o . ‘
e L /]

‘t - - PRI T — U S ,_,.'._4,_,,,7,‘_._ RV

Filled with guidelines, hints, and
planned change strategies to impro educatlonal organizations.'
Appendices include many periodicalls, books, agencies, and
”organizatlons in an annotated fashlln.

-Improv1ng Teachlng Competencies Prpétam products. Portland,'OR:
‘Northwest Regional Educational Laboratory} - o

Jung, Charles D.; And Others. -Inte
Tuxedo  NY: Xicom, Inc. o

camples for those using + .

~ v

ersonal communications.

Jung, Charles C.; Pino, Rene-F.5 and
influence. Tuxedo, NY: ZXicom, Inc.

Emoty,rRuth E. Interpersonal

»‘Jung, Chatles C.;, Pino, .Rene F., and|Emory, Ruth E. 'Pregating

»educational trainimg consultants I, [I,. III. Portland, OR: 2
Northwest Regional Educational Labo~atory

2

: ) B
Jung, Charles C.; Pino, Rene F.; a d Emory, Ruth E. Research

utilizing problem'solvlng "Portland, OR: Commercial Educational
Distributing Service. ) / : ' o o
¢ Lohman John; Wilson, Gretchen./ Social confllct and negotiative
d problem solving. Portl@nd OR Northwest Regional Educational

§59eries of instructional systems for educators who wish to
understand or more eéffectively manage the group and organizational
e processes in schools. Each includes materials and experiential-
: learning activities to be used in workshop settings. Experience
in wotrkshops for several products qualifies one as a trainer.

'Koberg;,Don' Bagnall, Jim. The universal traveler: A soft-systems
guide to creativity, problem-solving, and the process of reaching goals.
- Los Altos, CA: William Kau 1972.

In the tradition of sdft-bound catalogues, this one uses a
variety of layouts, typestyles, and information to describe
important features of the goal—setting,(problem—solving, and.
decision making proceéses. T y
Lortie, Dan C. School teacher: A sociological studz, Chicago:
University of Chicago Press, 1975. e :

- s

An interesting and provocative definition of the nature and
content of the ethos of the teaching professions. Concludes — °
with speculations on change that are based on a- thorough
understanding of schools as social systems.’

10
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Maier, ‘N R.F. Problem—solv1ng and creatiyi;)f Belmont

i Brooks—Cole, 1970 'g‘ e “,,_Jﬂ,mmeﬁenees_
A - , _ e
\ v Brings together Maier s extensive- research on 1ndividual and R
A group problem~-solving, Excellent thebxetical- and research ‘[h i
"+ .base-for thinking about ways to improve the problem-solving EAS VAN
effectiveness of school gréups, v % e S
. o Miles Matthew (ed.).. Innovation in edﬁcation. New quki .Teachers
. ' 'College ‘Columbia University, 1964 \z” S
5 . x‘
=6V»:'f

Considers the theory, research actual case studies, and. -
S : principleslzhat apply to innovation in education” Describes s A
- - the Ameriecan educational. system~as~a»set%in fﬁfﬂéhange*iﬁbﬁb*“‘*‘**f.‘V
o . way tﬁat g valuable both to researchers and. practitioners..f;e*

e

K3
@

fMiles Matthew.- Learning to work in groups: . A program- guide for”. i
. - educational leaders. New York: Bureau of”PublicatiOns' Teachers -
College, Columbia University, 1959 Lz . ) s

R Coas
« -
&

Although it's the oldest bonk in t%is list this one: still P
contains excellent suggestions andsexamples for group. gw'f
leaders’ on how to make grﬁups more éatisfying and effective-
Pfeiffer J. Jones, John E. (eds ). The annusl handbook ﬁor Y U
group | facilitators LaSalle CA; University Associates, (yearly L ¥
editions) . & ) (:' i P . i Y

0 “@

L These books contain tructured experiences for all kinds of

< change: agents to-use;, instruments, lecturettes and book ;

. revidls. Excellent Hources for ideas of what can,be dane and
how to do. it. .~ . o

iy

4 o

_% . -
. Phelps, Jane"Arends Richard I. Helping parents and educators
.+ golve school problems tog ther Eugene: Oregon University, CEPM
1973 R
. T . _ L
S ADescribes ;the entry?grocedures, giagnostic techniques, -and
“design characteristics of a change effort involving both:
. : 'ﬁerents and eduéators a8 . .clients. ° Particularly useful for
¢ explaiding how helpers with varying degrees of insidedness
= . can team to,promote system chgnge. Ce 5
.. Saraéon, Seymour B. The culture of the school and the problem of .
thange Boston.J Allyn and’ Bacon, 1971. . B

g .
S

An excellent explication of the importance of treating the
school as a complex. sociarisystem if meaningful change is: to
- aceur.

- " :
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Sc?ein, E. H, Process consultat10n°- Its role in organizat14£ R
“de elopment. Reading, MA, Addison—Wesley, 1969. . - \ i i

“.of processg consultation. Includes guidelines and examples e
;@ that’ apply to yarious subsystem pro%esses and the relationships
) among them, o . o _ ~E

ai S e -

Schmuck Richard A Incorgoratinf;survey feedback 1n OD inferventions.
Eugene, Oregon University, CEPM, 71973. '\.HI . o .

" A thorough explicatioh of prihciples to follow during formal
”data collecﬁion Explains how the  consultant galns insights
and provides feedback to clients.

Schmuck ﬁlchard A.,,Arends, Jane- and Arends, Richard I.

Tailoring

consultation in organization developnment for particular schools.’ - -

The School Psychology

gest ; 1974, 3, :29-40. S

X

o CL sk,
Provides a step—by step approach for. making entty, d1agnosing
systetis, "and® “desighing interventions for schools.» The sixteen
guidelineSWEreat the topics of Chapter Iv in greater detail.
Schmuck, gichard A. Miles Matthew B.% (eds ) Organization ,
development in schools. Palo Alto, GA,; National Press Books, 1971.

. 4

e
i

& A collection of empirical studies of change projectssusing ?"
‘ organization development straregies. ‘Several -of the sgudies.
inglude descriptions of-entry, diagnosis, and design procedures.

Schmuck, R.A.; And Others

i
i
I
3

Palo Alto, CA: National Press Books, 1972.

l

The most complete source of theory and. technolpgy for consultatidnv

“using organization deyélopment strategies Spells. 'out a théotry.
of schools as sociali systems and includes questionnaires, '
1. exercises, and designs that can be used ' ) Lo

Ba .

“w

Scﬁmuck Richard A.; Schmuck Patricia A
of education" Making,the school’ everybody 3 housé.
National Presstooks 1974.

A humanistic_psychology°’
Palo Alto, CA:

Argues that schowls can accomplish humanistic change by changin _'
ythe relationships between people. Chapter .8 describes the rol
‘that cotinselors might play in this proceéss. Excellent annotated
bibliograpHy at the end of each chapter. & _ o
Group processes in th

Schmuck, Richard A., ‘Schmuck, Patricia A.
Wm. C. Browm, 1975.

classrbom Secqndaeditionz Dubuque, IA.'

Thorough review of”group dynamics literature as. it applie to
the -classroom’ ‘@& a learning group. Includes action idea
and hinfs for those'who would intervene to improve class oom
-climates. .

3

Handbook of organization develbpment in schoo S.
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Simon Sidney; Howe ;- Leland, and Klrschenbaum, H. Values pIariflcation. S
A handbook of practical strategies for teachers and studehts: New York:
Hart, 1972. ) ‘ ° N Y - TN

-

v The plans and strategies to be used by teachers in their 0
classrooms can easily be adapted by consultants for use in
other settings. o . . : .

4 Wélton,:R.F; \Interpersonal peacemaking  Confrontations and RN
. - third-party cdnsultatidn., Reading, MA: Addison—WEsley, 1969.. . . -~

, Another book in the Addison-Wesley series, this one provides o
, ' - guidelines and principles for tﬁose who help others surface ‘ s
' and manage_ coanict. ] . _ , v . , B} -

Watsgon,. Goodwin ?Edv;w Change in school systems. WashingtonﬁfD;C.i
* National Training Labo%atories, 1967 .- ‘

Includes'descriptiOns of schools as social systems with
particular properties, a strategy for changing school systems,

_— and a description of the change—agent role within school _
" systems. : R
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