DOCUMENT RESUME ‘. . ‘

ED 207 175 - ‘ : EA 013 934

AUTHOR - ' . ‘" Butherfordy wWilliam L.; Hall, Gene E.
TITLE . lnternal Support Structures for the Deveiopment of
- Autonomous Schools. Research on Concerns-Based

. Adcption.

INSTITUTION , Texas Oniv., RAustin. Research and Development Center
for, Teacher, Education.

SPONS AGENCY National Inst. of Education (ED), Washingtoa, D.C.

PUB DATE ” Nov 19

NOTE S 35p.; Paper presented at the International Seminar on °

' . Strengthening School Capatity for Change: Developing
an Autonomous Schooi (The Hague, Netherlamds,
November 21-23, 1979).

EDRS PRICE - MF01/PC02 Plus Postage.
DESCRIPTORS Change Strategies; Decentralization; Educational
. Change; *Educational Innovation; Faculty Development;

Poreign Countries; *Institutional Autdrnomy; *Program
Implementation; School Role; Secondary Education;
Self Determination; Teacher Attitudes; Teacher
Participation .

IDENTIFIERS concerns Based Adoptiom Model; *Netherlands; *Support
Systens

ABSTRACT ' ‘ *

Focusing on the development of autonomous secondary
schools in‘the Netherlands, this per analyzes a Dutch plan for such
schools, poses- questions, and makes suggestions concerning the plan's
implementation. Although requested to identify ‘the characteristics of

. needed internal support structures (such as counseling or
Supplenmentary training for teachers), the authors instead desctibe
how to establish an environment and set of procedures out of which \
needed support structures 'cdn émerge. The ‘first sectier of $he report
aralyzes the five-year plan Dutch officials have formulated for the
development of autonomous schools. Several measures are recpmmended,
including plans for respénding to schools that’do not become
autonomous. The second ‘section of the paper explains autapomouys
schools and .internal support structures and recommends the separatlon
of the two,’ with an initial focus on "developing autonomous schools in
which staff are freé to request the support structures they feel are
necessary. The third section offerg theoretical perspectives on
change, with an emphasis on the Concerns-Based Adoption Hodel. It
ther deals with the steps necessary to implement the autonomous
school in real ‘'sites. A short concluding section locks at Dutch
education as a whole and poses questions about the role of the
school. (JM)

‘ . ¢

\ ’ ’ . Y
3 AR K SRR o R o A K K oK o Ao AR ok oK ook K kK o o oo o ok ok A o KKK KoK K K
*  Reproductions supplied by EDRS are the best that can be’made *

v

* -+ from-the orlginal document. e *®
************************‘***********************************t**********

» . v

.

ERIC




Us DEPARTMENT UF EOUCATION
NATIONAL INSTITUTE UF EDYLATION
FDUCATIONAL HESOUR o INFURMA IO,

. T UENTER i

b < T A T \, N

X IRE

A LR LR AT

oty ot gt
Mooy Boange v nper ot |

Tahity

Q.
-EMCA S L T

Wil ETRRTTANTIN
I 7 e e NI

OB OF ey o




B 0 O W R R N T D T T Y T e N S RS T A

f

PAFullToxt Provided by ERIC




‘ INTERyAL SUPPORT STRUCTURES FOR l
THE DEVELOPMENT OF AUTONOMOUS SCHOOLS
i\

) Witliam-L. Ruther%ord /

< Gene E. Hall

Research on Concerns-Based Adoption Project
Research and Development Center-for Teacher Education

The University of Texas at Austin . %
y - , Y. ’ 2
\ . " N , [
N /} . . L . ) ‘ i )
R CR : S o
. o ER o \
_Paper presented at the International Seminar oh " o
A Strengthening School Capacity for Change: ‘
Developing an Autonomous School ™ L ‘ S o,
. November 21-23, 1979, . L :

The Hagque . Co




E

Aruntoxt provided by Eic

13

O

s » - d t
. foo. i .
Internal Support Structures tfor the Detelopment
of AuLon:boua Sehoo s ! '
.\ i
4
~ i - )
William L. Ratherford .
Cene E. Halle ‘ ‘ i

\

Procedures for Adoptding Educational Innovetions Project
ResqdTch and Development Center for Teacher Hducat ion
The University ot Texas at Austin

1
Statement of the Problem

e R

e

I, The purpose of this paper is to descrihe ways of facilitating the devel=

opment of internal support structures for the establishment of autenomols
se¥bndary schools in the Netherlands. -

2 . ' .
2. A first and necessary step in the preparation »f the paper was to become
acquainted with the past and current educational environment in the Nether-
lands ¥¥hd with plans for the future. This was possible, at a minimal level
at least, through a reading of the books and documents provided for.us.
(These mate{ials aré listed in the bibliography.)

3. From these materials, it is evident that.the concept of an autonomous
school represents a significant change in Dutch secandary education. On the
surface .at least, it represents a major innovation. However, on closer in-

"spection, it appears to be even more’ than that. It seems that there-is more

than one innovation involved in developing an autoliomous school. For cxam=

ple, developing a school faculty that functions in an autonomous manfigr is a .

major innovation in itself. Efforts to develop external and internal support
structures may well be considered as two other ianovations, for rhey_c uld
occur independent of the autonomous school and rﬁey may require differing
change strategies if they are to be successfully implemented. Additionally,
there are many other pedagogical and social changes either underway or
planned that will have significant influence oh Dutch secondary education and
the development of autonomous schools: From our merspective, all of these
changes together represent an "innovation bundle” rather than a single inno-
vation. '

o
-

X s .
&, Success¥ul implementation of any innovati\Q~;equircs daretul planning
and consistent and systematic management of .the *Change ef{fdrt. When imple-

-

* tion'should be inferred.

7 <

l’I’he research described herein was conducted under contract with the -
National Institute of Education. The opinions expressed .are those of the
auth?2; and do not necessarily reflect the position or policy of- the Nationai

Institute of Education. No endorsement by the National Institute, of Educa-
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out to achieve this objective.

mcncxné an innovation bundle, plannlng and managenent dre even more oritical.
It is 'very evident that much thought and effort has already been devoted to
pollcy plannlng for the future of secondary education in the Netherlands (van

Velzen, June 1979). Indeed, the systematic approach to a natlgnal assessnent
and treatment of educatlonal needs in the NetheTlands offers 4 mode] worthy
of intérnational attention. J -

A . . *
5. In the initial invitation to prepare this paper, it was suggested taat

we address our remarks to the chdractgrlstl s or pOSsLblc charapterist ics of
internal support structures for secondary hools in the Netherlands. White
wé did not lose sight of that topic, the paper iy directed more towards
describing how to establish an enviroument and a set of procedures for devel-
oping internal support structures. than towards identifying specific support

structures and their chdraqterlstlc%. This approach was taked because we

believe that internal support structures must grow out of the needs of
schooﬂ# and individuals. Thus, they should follow, rather than precede, tire
dLthOment of autonomous schools. "Theretore, the focus of this papers is® on

a(LlLtaLLng the development of internal support structures rather than
identifying and describing them. o .

\ . .
6. This paper attempts to build upon the excellent work that has already
been done regarding policy planning for autonomons schools and internal sup-
port -structures and relate it specgifically to Ch1“gl the individual schonl.
The paper is divided into four® major sections: Thefﬂﬁhool and Its Role, The
Innovatlon, Change Strategles,.and Summary.and Discussion. Generally, each
section will discuss the topic, analyze it, pose auestions or raise issues
abodt it, and offer suggestions related to it.

~

.

— N

. The School and Its Role x -
- 4
‘Anélysis . bt : .

3

7. The dmoynt and quality of detailed planninz that Dutch officials hdve
carried-out in preparation 4of establishing Autonomous schools is erlyv‘
remar&able. [t has been stated that the firstbjective in Dutch education
is to build a systém of coordinated facilities to encourage and support
autonomous schools. Policy recommendations 2-13° (Dutch Catholic School
Council, 1979) présent in much detﬂll\the vae-yoar plan that hag been laid

P . 2

°8. A review of the five year plan reveals that authorities are td pursue a

specific policy of stimulat\ing the devclopment ‘ol the autonomous.school.
Accordingly, it is recommended that®the authorities take a number of stéps o
carry out thls pollcy, (e. «8+, Selt up management training programs, compile a
handbook on personnel hanagement, sStudy the.number of hours to be at the

disposal of. schools for specific Abeianmontb) “Mhat is not clear in the
_eighteen recommendat ions ts what LndLVLdunl schools are expected to do durd ng
the five-ydar plannlng period. . . ) .
o ‘ ‘
13 ‘ ‘ . . . .
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9. Research 06 educational change conducted by the Texas Research JHJ.
Development Center (Rutherford, 1979) has shown 'that if individuals (and
groups) are to use an innovation, they must understand the innovation and
tbeir role in it. If Dutch school personnel are going, toeffectively devel.p
autonomous schools, they will want to know several things, ~School personnel
will want a very specific description of an autonomous school so that they
will know when\they have become autonomous. , Schools will want to know what
the steps or phases are that indicate progress toward the goal of rautonomy.
Specification of these steps is necessary so that schools will know what they

are to"do, and can evaluate their own progress. . °
10, If there is a timeline schools are to.follow Eor implemenfation of
,autoffomy, that timeline should be made clear. In addition, schools will
surely want to know why they are to become autonomous. They will want to
know what is to happen when they become autonomous ,and how theiv school wiil

be different. Finally, they will ask how much autonomy they, will really
have and what kinds of power and authority wilf be vested in an individual
school. ) .

» 11. The policy recommendations formulated by Dutch autforities have estab-
lished a strong foundation for, the ultimate development f autonomous
schools. What is needed now.f{s a process for translating these policy dgei-
sions into day-by-day practice. . : \\\\

b . _
12. With regards to internal support structures, two major forms have been
proposed: ~ (1) counseling of midar and adult students and (2) support to
teachers and the school as a whole. It is interesting to note that the plan,
for developing the 'counseling function in schools is very detailed, wliereas
the plan for the support system as a whole is quite general. For’géhools to
implement the counseling program in the detail that is called for in the
recommendat ions, changes are necessary in the role and practice of teachers.
Thig means the counseling program development is an innovation.in. and of
.itself, . . - ’

. P
. . b
s

13. Plans for the internal support system to the SChoo?/dS a whole focus on

(1) an official who is to work within the school and (2} the need for a%

’ ~ receptive attitude within the school$ that are to feceive this offlicial.
Apparently, this official is to¥be the link that helps (or causes) schools tor
translateNpolicy into practice. The goal eof this particular effort, the role

- of staff méﬁbers in it, and a timeline for accomplishing the effort have yet

r to be estaE}ishéd. —_

Questions . -

l4. As we tonsider the role of the school in tkis whole process of change,
there are a number of specific questions that can he fofmulated.

r . N .

15. Do schools know whaf is expected of them in the movement toward autono-
my? Time tables and résqurces have been allocated for activities, such as

\
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management training, personnel management in ochool facilities, training
advisors for adult educat ion and evaluation. Is it poing to b required tnat
all schools participate in each of  these grtivities, or will schools have tie
au;onimy to decide in which activities they will enpage?

v

16. €an schools reject some aspectg of the plan for developing autonomy?
For example, can schools refuse to participate in the manmagemént training
activities or could a school reject the idea of establishing a counseling

' team and a "counseling scheme” within the school? It is quite possible that
a schgol could develop autonomy without -utilizing all the intermal aad exter-
nal'support'opportunities that are made available te then. L7

.

»

17. 1t has been .stated that the first objective is to "stimulate conditions
which favor the development of autonomous schools” (Dutch Catholic School
Council, 1979; pg. 3). According to the plans for accaemplishing this goal,
Sax‘least some members of school staff will be participating in some type'ot_
traiging or re-training. ~As schapl staff members engage in the various
cougsés or insetvice training, is itc<expected that somé immediate outcoifes
Will be recognized in schools? By the end of '1980,-1982 and 1984, what is
'supposed to be happening in sehools? s the actual development of autonomy
in schools to’ be.dccomplished after 1985/86, or is it to -be ongoing with the
. training that takes place Huring these years? '
. ¢
18. What happens if seme sthools do not deve!%p hutonomy? Far example, some
schools might resist the changes openly, or some micht participate in all the
training activities without being a cted. After 211, to become autonomous
will rgqgure much effort from siﬁggﬁfztaffs and thev may feel the benefits of
’ autonamy are not worth the output required. What benefits will schools re-

¢

- ceive that would encourage them to become autonomous? . .

¢ . . « -

. 19. The autonomy, of an ind{vidual school is apparently very limited (Rutch
Catholic School Council, 1979, pg. 3). Itow much power and independence will
schpols ‘actually have? Will schools be able to decide on major issues such
as type of students to.be admitted, the basic curriculum to be offered, or
standards for_teachers who are to be emploved? Apparently, social changes in
the Netherlands are creating new demands and problems for schools. Gan )

"schools decide which demands they will meet and problems thdy will solve? . If
schools do\not control the major decisiens that influence their activfties,.
they may feel that the concept of autonomy is nothing more than a technique

A for ensuring that each school decides how it is going to implement what the
Dutch Catholic School Council or some other.govi-ramental body tells them tney
must do. : U N

. A M
. . - ' ¢

-
El

2Q.* Have various change processes been considered? Thorq\aru a numnher of

< approaches to accomplish change in schools. _It My /be that nore than once

. & approach yill.be'needed'under the differing vondifiohi. "
[ - . .
" N " g e
(' Suggestions L . .

21. An excel)éﬁt plan from theé devélopment of interpal and external support
structures pow exists. This Qian explicates the-amount of money that wil! bo
\‘)“ . Q\\ ) ) ST - ‘ .
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spent each year On these structures, how many people will‘bq trained or re- A

trained, and the kind of training thev are to receive. The ultimate purpose

Qf this plan is to sQﬁmulate the develdopment of the autonomeus school.

Granted, this first objective is to build up*a system of coordinated facili-

ties, but these facilities must be applied to the goal of autonomous schools. o

[t 1s recommended that as soon as possible a4 plan be developed that will <how )

how the development of the autonomous schools is to progress in relidtion tu . -
. the buildup and utilization of theysystem of «coordinated tacilities. Changes ]

that are to occur n schools in response to the support structures must be - -

described in this plan. . s

<

22. A second recommendation is for clear, frank explication of the purposes
that are to be served by the development of autonumy in schools. These pur-
poses must HE stated in practical terms, that are relevant td the dav-by-=dav *
work of sehools and their staffs. SchoolsZare not, Likely to pursue changes N
that have only vague” goals and do not make clear the bencfits of the change. ) :

. . o N

P 24, Whea an innovation is introduced into a school or into a group of
schools, it is almost certain that some individuals .and some schools will not
use the innovation. A final recommendation is that plans bé made now for
responding to thoses schools that do not become autonomous. A decision might
be made to leave those schools alone, to coerce them, to increase-the support;
structures avajlable to them, or to follow some other course of action. What T
is importdnt at this time is not the precise action to be taken,.but that Cx
thege is recognition of the probability that some schools won't change and
. that some guidelines are neéeded for handling such a situation,

. . . -

.

U

, Thé dnnovation
. - ~ toe « ‘.

Analysis L.

[ . ¢ ' “ s ‘ .
25. Before one can propose processes and techniques for implementing an in-
novation, it is first necessary to clearly identify the innovation. It is

’ . . ¢ . »
also important to have a common understanding of implementat ion.
T° . .

-

26. .Miles (1964, 'p. 14) describes an innovation “"as a deliberate, novel, ;
‘specific change, which is thought to be more efficacious in accomplishing the
goals of a.system.” Rogers ind Shoemaker (1971, p. 19) say "innovation is an
idey, practice, or objeect perceived as new by an individual.” At The Re-
_search and Development Center for Teacher ‘Fducation, Austin, Texas, The Pro-
cedures for Adopting Educational Innovations (PAEIL) Projgct has defined an /
t . , Lnnovatdon as “an identifiable, describable product gnd/or process that when
. implemented in a settipg will result in observably different behaviors and’or
outcomes than were present prior to implementation” (unpgblisﬁed?.

. ‘ L

N ‘. ’ N - .
’ ’ /
4 '

Q ' . * . }
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27. The PAEL Projéct defines implementation as the process of estdblishlng
use of the innovation. [mplementation is mot specifically defined by o les
but he ddes speak—of the “durable installation” of a particular innovation.
Coughlan, Cooke and Safer (1972) develop a collective Innovation Decision
Process in which there.i$ an implementation phase, the time when a proposed
innovati is trapslated into practice. The temn “adoption” used by Rogers
and Shoemaker (1971) and others, *seems to iaclude implementatiwa. <7
. Q o .

’ * '

28. From 'these definitions, ap innévation implies somethiné that will bhring
“ about change. Implementation implies use of an innovation, thus change. .

With this in mind we can now consider the innovation of an autonomous schon |-

and the internal suppodrt structures negessary for implementation. These two

aspects of change will be_cgasidered separately because they differ im terms

v

of 'what is known and what necds to be done if the change 1s to be success- .
ful. . "o .
v nd _ . .
- ® .
\ \ . * '//
Autonomous Schools - { ~ T

AN

29. Precisely defined, an automomous schools would be one that is seli-

governing. Since it is not possible for a single school to be truly self-

goferning, it seems this innovation is intended to help (caas%) schonls be- ‘
come as autonomous as possible, or relatively autonomous, according to Dutcli

PUSBI

officials., ~_ - . S
\ . y . ) - . . * y
- 30. The achievement &f autonomy will require changes in the practices and
‘ ©  probably the values of staff members. (staff included teachers, administra-
; tors, miqrmanagemegg_personnel; and all other personnel working with the
oo school). Just.a-few of the changes that must occur will by ment ioned here to
emphasize the magnitude of the innovation. . . ‘
31. In an autonomous school, everyone has to assume ygreater responsibility
for decision making and for administration of the school. Those who make
decisions -must share in _the responsibility for implementing those decisions.
Teachers typically do not view themselwes as-amh{?istrators and are reluctant
to assume that responsibitity.. They may be adept® and comfortable in making .
decisions affecting their wlassroom but they can be very reluctdnt and : i
uncomfortable when expected to make decisions affecting other staff members
and the school as a whole. ) ' .-
. - . N v
32. Teachers usually feel that their primary, if ot their only, responsi-.
bility is to provide the best possible Instruction to students. Asking them
to redirect some of their time and energy from their teaching responsibility -
to,the organization and management of the school will be ,viewed by many as an
+ . Inappropriate professional expectation. There is a traditional assumption *
among teachers that administrators should provide.the resources and school
+ enuironment required fop them to be effective teachers. ,When a school be-
comes autonomous teaché{g must become providers as well as_users of .

B
. - ) . .

resources,

<
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33. Just as aLchLlng decision mak1n5 and adninistrative responsibilities ts
’ dlrtlcqét for teachers, sharing those rcs)oﬂslh Lities 1~ both di¥ficult and
potentially threatenlng to 1nd1¥1d\n1 The authority traditionally accorded,
Ato. administrators glves them a certain status within the sehool and community
and ft also provides a personal/professional protection of pesition.  Pven
. among the more willing adm1n1»tra;or5, authorivy and responsibility are’nots
- easily s%ared. . S - - ’

t - .

34, Obviously, i8 a school is to function wlonomously, there Will need to

be much tralnlnb and retralnlng of a1l members of the statf if thov ard to

develop the skills and maturation needed to filiction in their new “nanage-

. ment/leadership role. ngryone“hlll have roles that are somewhdat new and
different and they must be prepared to accept and perform in those roles. By

-s

s no.means will the sraff be able to automatically make thas change. Deve Top=___

ing autonomy is a,major fnnovation representing a fundament al ~hange accord-

* ing to MeMullen's< categories wand the implementat ion process muast be
planned accordingly. (It should *be mentioned that ‘this brief discussioh has «
not overlooked the fact that the schopl needs Lo interact with i{ts environ-
ment. Ih}s'will'be addressed in a later section.) ~ ’

35, How, then does this change riglate to 1qterna1 support structures” [his

issua is d1scussed in the :ﬁ}t section. ' ..
~ L4

. ’

Internal Support Structures

36. AIl the 11terature availkable to us concerning the developmean in Dutch «
education suggests that a symbiotic relationship is intended Between autono-
mous schools and internal support structures. Whxle this.is quite lagical
and may be good for a number of reasons, it iy not a necessary relatiochship.
Consider what “ls involved in the dgvelopm nt of internal support structures

and, how that relates to the GVOlUClOﬂ of the autonomous s$chool. The two T

developments differ in a basic way. For a school to become” autonomous, staff
members are being asked to assume new roles and respofisibilitigs which will
make their professional life morescomplex. At the same time, the development
of internal support strugsyres is apparently intended to provide teachers

- with assistance tha uces the complexity as the school develops autonomy.
Both are Lnnovations ; one places demands on the Lquherst,the other offers
. theni help. . . - . ’
- ” + N
N »
. - . : . .

]

McMul len (1973) describes three types of innovations or changes. A
marginal charige does not alter_the teacher's role nor greatly change hiY or
her practices. An incremental change.does not alter role, but changes .
teacher pract!ces. A‘fundamental change transforms both role and practice.

x

o . ‘l_ '
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37.

. . ¢ . . . : . Lo . :
Certginly, the combination of these two igrovations 1s logical 1f in-

ternal support structures tlo indeed make the work of
pleX and more effective. lowever,

staff members do not

staft
1(ﬁxvs know or dg ree

nenbers less

(OW°

on

th

e kind,of assistance they need nor do they

effectively utilize theae resources. Thcryforn

dut()mnt ivaldy kunow how to

helping ~tarf

members

o

‘identify ‘and choose wisely the typc of support structures theyv really

and training them to use thent effectively may well be a cliange

mental if not fundamental nature.

ot an

It should be recognized that the

need
icre-
develop=

ment of autonomy and internal support stru\turcg, if not carefully guided, *

Cguld be Confl1ct1ng rather than Lompitlble .

3

.

38.

Consideration of some examples may help illustrate the dynamies of this

change.

A major problem in schools,

according to the Van Velzen report,

s

» . that sheer populatYon density make it difficult for teachers and students to
personalize relatfanships. A studeat counselor (one type of internal suppurt
structure) may be very helpful in reaching out to students and- providing ti¥ea
with some personalized services. Teachers will most certainly welcone coun-
selors if they feel they can readily refer students with problems., This tvpe
of assistance may not be so welcome, however, if.restrictions set by the
counselor on the students they will sec do’ not satisfy the needs of t;dchers.;
Also, what happens if the counselor, Tafter working with a ‘student, recommends
that the teadhér change the way in which he works with the student? At this
point, a conflict in role and iuthorlty can easily develop and the teachgr-

» . may no longer viey the counselor 35 a help but as an‘lnterferencc. .

¢

39. Rarely do all teachers, especially 'in lafge schools, feel the need for
the same type of internal support. One teacher, may want & greater varie ty of
sub ject matégials so a greater span of btudent needs. and differgnces can be
addressed.  Another may think the best way to cope with student difference
"Is to provide a teacher or teachers, to work with remedial students. Nhure
internal support structures are provided on the basis of needs that Are sup=
posedly school—WLde, it will inevitably mean that_some teachers receive the .
,assistance they want and others will not. Jhis can posc a4 real prpSlem for
»staff morale. In individual schools: that are. functioning autonomously, this
problem gould be minimized through”the LOUPUrdthe selection ang a]locatlon
of internal support.resources. . N

40, Even when teachers are happy with the internal support they receive;
they may not be effective in utilizing that support. For example, Dara- ' .
professional teacher ildes were introduced into American schools some years
ago. One expected outcome was increased pupil-achievement. Aides Wuuld .
supposedly free teachers from non-instructional tasks allowing teachers™to
spend more time teaching. The expectation of increased pupil learning yas
not always realized (Status Report,=977). This was due, at least in part,

to fhe fact that frequLntly teachers and aides did not know how to work -
together productively. In fact, infmany cases the aide was one more person.
the teacher had to manage and dlroct and thus chamL a burden rdather than- an

. .

asset. *

n
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4)]. Hopefully, the point has been made that developing an autonomous school
and developing internal support.structures are two distinct innovations. Not
only are they both innoJations, they can be developed and implemented inde-
' pendent of each other. < .

Questions ' i

»

42. The actual goals to be obtained by having autonuvmous schools and
strengthening internal support structures will be considered in the next sec-
tion. At this point, it Ls relevant to ask "which of the%c two innovations

<' i{s it most igportant to be 1mplemented in Dutch bChO?lS. How quickly must
they be ﬁmpleﬁented? Research conducted at The Texas Besearch and Develop~
ment Center shows that it may take as long as five years to fully implement a
complex innovation. When a school attempts to implement two innovations at
.the same time, implementation time is likely to be even longer. “

43. Who decides what internal support structures schools will hive and how

they will be provide&? The planning that has been done to ,date has already

identiffed several support structures schools should have. These include

adequate numbers of staff, counseling of young and elderly teachers, supple- Ve

mentdry tralning, career planning and improvement of the system of task allo-

cation. Very detailed schedules have already been set up for some of these

- activities, such as time allocatlons for aiding young and.elderly teachersy.

' Will individual scRoqls have the right to reject any or all of these and re-
quest a completely Wifferent set or system of support structures?

.

-t e
-

N 44, Are schools expected to be making mai&r chaﬁgeb in curriculum, or means
of student evaluation, or any other major changgs at’the same timg they are

Ve learning to become autbnomous. If so, there may be more than one innovatiop
/f in operation in the school at one time and that can create interactional
v _problems. , : . . L. s

Suggestions .

45 It is recommended that the initial focus on chanb in Dutch schools be .
on the development of autonomous schools, and that other changes such as
//\ individualizing Lnstructyon, changlng.é*tluatioh procedures, etc., be delay-
ed. This recommendation is made in. th elief that an autonomous school will
be more, effective. and efficient in choosing and implementing other changes.
. Autonomy implies that a staff has through cooperative, eftorts, decided on €he
) needs of the school and the kinds of changes that should take place to meet
those needs. Staff members typically feel an increased ownership of .and com= ° -/
) minment to changes arriyed at through this cuoperative process. This ownee-
shkywand cOmmitment enhances the probability of a change succeeding in a
. school.

« N

.

46. Individual schools should be encouraged and supported to beg1n immedi-
ately to develop the skills, understanding and acceptance necessary for a

1
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school to function autonomusly. This can be accomplished within a s hool
without making any other changes, at’ least for awhile. The movemegf toward
an autonomous school can logically beb1n with the staff first developing an
underbtdndlng of what an autonomous school is like. ®&Next, the stafr can look
carefully at how they are currently organized and functioning and compare
this with the requirement for becoming auntonomous. At the same time, the
amount of latitude in decision making thL schoQl actually has should .be con=
sidered.

47. " When this initial assessment of the existing conditions within a school
has been completed, the staff is then ready to take the next ma jor step.
That step is to begin to develop and utilize the cooperative decision making
processes and skills necessary to become autonomous. Almost certainlv,
external support will be needed at this point to help the staff to anu]re
and utilize those skllls anolved in establishing and maintaining autoaomy.

* -
s

48. To become fully or even relatively dutonom0us, a school must reach out
and include the school community in the .cooperative processes of decision ,

“making and problem solving. However, before the school reaches out to

include the community.in any intensive or consistent manner, it is recommend=-
ed that the staff first develop & reaspnable level of skill in the processes.
In this way, the staff wil be much more oontldent .when tney do includg com-
munity members and they will be jin a better posxtlon ta help those persons
learn and share in the cooperative processes., Y

. - v . '
3

49. \s the entire staff begins t® share in the process of ldenLL(ylng the
problems their school has and possible solutions to those problems, Twro
things will happen. First, changes that need to be made in the school will
be 1dentified. Secondly, the additienal internal (and extezpai) support
structures needed to accomplish these changes will become clear and the
schbol will then seek ,to#have those Structyres. . When a school staff reque-ts
or develops specific support structures on the basis of recobnlzed nee ds
those structures will be more readily accepted and utilized than if the’
structures’ are provided by an outside source (such as The ministry or a
pedagogical center) that_thinks the school needs this support.' Knowing what
kinds of internal suppowt structures are needed and how to use them most

ef fectively -is part of the skill -training staffs will need as they move to-
ward autonomy. .

4
k3

50. O0Of course, school staffs can identify support structures they want with-
out being autonomous. However, if the entire staff is not involved in iden~-
tifying and-understanding the problems of the entire bLhOOl, individual re-
quests’ for support may not serve the interest of the school as a whole. This
is not to deny the importance of the nceds of individuals, ybut when monies

“for Support are limited, they must be allocated in ways that bgsi"BLnefit the

school as a whole, as well as individuals.-

51. When the staff of an autonomous school begins to develop or oPeKGIHtLr-
nal assistance, that is .the tlme to provide the training that will help them

.choose wisely and use efféctively internal support structures.

e~
~ e

»
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52. In the pfevious sectipgns of this paper, the planning eftort that has

been underway
Specifically,
bundle) was .a

regarding the development of

autonomous schools was analyzed.

the autonomous-school as a set of rnnuvations (innovation

halyzed,

recommendations were made

about

how to

tﬁrn the

exten=-"*

sive planningland discussions into a concrete descriptjon of characteristics
and parameteryg of what an autonomous school would be like. In this section
thé emphasis Wwill shift to an exploration of the change process and ways tu
actual}y implement the autonqmous school in real sites. Thlb section will
begin with a; general description of different perspectives on viewing change
and then shift to implications of these different perspectives for establish~
ing autonomous.schools and evaluating their effects. Again, we will focus on

the necessary characteristiés of internal support bybtems and not the detail

of specific examples.

“

-

£ Y

Anafysis: Persﬁqctlves on Change
53,. Change has been viewed from many different perspectives in the litera-
s,ture. For the purposes of this paper, five ma jor persmectives have been
identified. Each perspective brings with it different assumptions about
change, different models, different research and different priorities for
what is important to monitor and to do to have successful change. These [ive N .
—perspectives are briefly summarized tw Ftgure I Eaclr perspective wilt beb— —— ]
briefly descrLbed in the next several paragraphs.
8 _ . -
Fd * \_./ v *
N - Figure™l
- Perspéctives on Change '
Type .Sources . . Mechanisms for Change
. ) L
- Policy Formal institutional ) New rules and requlations,
wuthorities and governing :
B bodies . ) N . .
- Administrative Line administratord Administrator behavior
. Bureaucratic organizations®
, .
_ Pedagogical Curriculum developers New instructienal materials
i . and processes
Organizational Change agent Growth'in‘group processe§
Development . '
Concerns-Based Internal or external ... Individual development in .
«€hange facilitators use of the innovation
) . - ) é
< \ ~

ERIC
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54. The policy perspective places heavy omphagfﬁ.upon the establishaent o
rules, regulations, laws and guidelines to accomplish change.. Policy' s
established and set by formal institutional Authnriﬁies, governing bodies and »
othérs in positions of authority within an organizatiog/or a social system.
In general practice, it appears that polivy makers assume that change is an' "
event that can be accomplished by the mere passage of a law or aanoancement ~
of a set .of rules orsrégulations, More ree¢ently, this assumption appears to
bé undergging modiricat iwm, with seme recent laws includiag an impleméntat ion
period (e}g., the Mainstreaming lLaw, P.L. 94-142 in the United States).
Change frém the policy perspective is very much from.the "top down.”". Policv
Change implic®tly assumes that change will automatically happen "out there”
in the field once the central office orvauthority establishes the new policv.
It does not usually attend to” what happens aftet the passing of the law, -
either implicitly or explicitly. ‘ - \r o,

‘ . - , . L
55. Another traditional point of view is the' administrative perspective. ¢
This perspective views change as accomplished through manggement and T
institutional mechanisms. The research of Griffith (1959) and Taylor (see
Callahan, 1962) are usually associated with ‘the administrative perspective, .,
The work of Max weber (1947) on organizations as bureatcracies is also

subsummed within the administrator perspective. In general, key, . ) N

administrators dre seen as the force that makes change take place. The
bureaucracy andi the staff are there to perform tasks. - Job descriptions, task
analyses, and production performance .are the mechanisms for 'change, a8 well

As mechanisms ﬁor I'mCreasing worker efficiency.  The individaal staff member
is viewed as'a/cog fn a wheel that the administrator supervises.
56. A third ‘ppint of‘Qiey that clearly came into its own in the 1960's is
the' pedagogical perspective. From this perspective, change is assumed to be ¥
accomplished By the adoption of new instructional approaches. In the .1960's
Min the U,S., the strategy to change schools fgcused on the development of dew
‘Curriculum materials. Large amounts of fedeTal money were used to develop,’
evaluqte,‘gnd‘Fielstest very elabgrgfé and highly sophisticated approaches
to Indtruction. _At the extreme end of this initiative, there was serious
talk and commitment to the developmert of "teacher—propf"*matergals!? An
7 assumption of this perspective is that systemafic developmént and packaging
of new instructional Epproaches will-bring about school change.

57. Another perspecfive on change that has received worfd-wide_attention in
the last fen years is organizational development (OD). This point of view is
. represented by the works of Schmuck and Miles (1971), -and otherss A Yecent

summary of OD research by Fullan, Miles and Taylor (1978) draws together many
of the recent findings about the effects of OD. From the OD perspective,
change is brought about by placihg:aq emphasis upon group process skills and /
organizational growth. Such group processes’ as decision thaking, problem
solving, and communication gre the 'focus of the change effort. It is assumed

1

. that ‘'once these process skills are effectively used and the overall "health”
R of the organizati {s improved, identifi#¥tion and {mplementation of other
innovations will b readily accomp}ished.&*The mechanism for organizational

development-based change is through workshops i process skills lead by an

4
v + .
. e
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extc%hdl"change‘agent“or,conSultnﬁt, although with time it is assumed thal
. ' v

internal expertise will be established. o

58. A more recent and Lmerglnh perspoctlve o change is the Concerns—Based

Adoption Model (CBAM) (Hall, Wallace & Dossett, 1973). yFrom this perspec—

tive, the emphasis 1§ placed upon the xndxv[dual members of the organization,
and tnch development throuhh a series of Stages of Concerns (Hall & Ruther—
ford, 1976) and Levéls of Use (Hall, Iourks, Rutherford, & Newlove, 1975) as’
an lﬁhovatlen is implemented. From a conceras-based perspective, an emphasis
Is placed upon viewing change as a process and upon the individual within the
organizational context as the key to »uccessful change. The individual must
be understood and assisted if change is to tuke place within the organization
"a% a whole. " . .

”

59. Since less is ‘known about the, concerns-based perspective than other
approaches, we want to briefly describe several of the. concepts.  Stagas ol

. Concern ($0C) “describe the feelings and pérceptions of the individual, teacher
and administrator as they are involved in change.® In the CBAM, sevent Stages
of Concern about -the innovation have been ident ified. Thege stages are
described briefly in Fibure 2. Fxtenslve research has verLfled the theory .
that, in general, as each person approaches a change, their concerns will be RE
most intense on Stage O Awareness, | Informational and 2 Personal. As
Jmplementation begins, Stage 3 Management concerns become 1ntense. With time
and appropriate support, it is possible for innovation users to resolve thelr

- --—- Management concerns and for student-oriented Impact concerns to be aroused at

Stages 4, 5 and 6. ‘ .

~

60. The Levels of Use (LoU) of the innovation focuses on thé individuals be-
- havivr with the innovation. These levels are briefly described in Figure 3.
The Levels of Use descrlbe three different roles of nonusers (Levels 0, I,
and Il) and five user levels (ILI-VI). In general, nonuscrs move from a tlme
+ of "orienting” ‘themselves to the innovation to a time of first use that is
Jmechanical” fn nature, to stable-routine use, and possibly on to making

-

' student- orxented reflnements. _ ) : -

B
P

. . . N

61. _Enum_theﬁaoncecns,based—pe{séécei¥e~ka~change'fagilitator (adminlstra—
tors and/or consultants) can use SoC and Lol data as a diagnostic basis for
making tnterventlons that are relevant to user concerns (Hall & Loucks,

1978) CBAM data can also be used to evaluate the degrce of implementation
that has occurred (Hall & Loucks 1977). With both $oC and LoU, it is
possible to look at individual and group data and to use the -data for diagno-
sis and documentation or evaluation of the change effort. .

2

-

62. The comﬁatibilityi perhaps interdependencé, of the concerns-based: and

organizational development perspectives -is—aptly advanced by Mulford{(1979), ’

an OD specialist Inp Australia. He points out cﬁat a major obstruction, to- ’

. implementation is- obtaining, cooperation among teachers. Two of the ncasong Y, v
given for the lack of cooperation among teachers are the following: - (1) "o

" individual teadhérs progress through sequential levels of use and stages of -

concern with innovations, the qarly/levels‘dnd stages of which are not

s ,




P Figure 2

’ /
STAGES OF CONCERHN: K
TYPICAL EXPRESSIONS OF CONCERN ABOUT THE " TNNOVATION
]
. STAGES OF CONCERN EXPRESSIONS OF GONCERN
' 6 REFOCUSING ' | HAVE SOME IDEAS .ABOUT SOMETKTTG.
1 ' ' THAT WOULD WORK EVEN BETTER. .
M . - ‘ o 8 » o
P 5 COLLABORATION I AM CONCERNED ABOUT RELATING WHAT
A . I AM DOING WITH WHAT OTHER‘INQTRUCT-
] ORS ARE DOING,
T lf  CONSEQUENCE ,7 . HOW 1S MY USE AFFECTING KIDS? "
T .
é 5 MANAGEMENT "1 _SEEM TO BE SPENDING ALL: MY TIME IN
K . GETTING MATERIAL READY,
S 7
i 5 2 PERSOWAL ‘ HOW WILL USING 1T AFFECT ME?
F . : -
1 iNFORMATIﬂNAL ' : I WOULD LIKE TO KNOW Mg&E ABOUT 17
0 AWAREIESS ' "' 1 AM NOT CONCERNED ABOUT T (THE
. : INNOVATION) |
. Q -
~ [ - ¢
Procedures for Adopting Cducatiosal Innovathns.Proqram‘ ’ ¢

¢

- Research and Development Center for Teacher Education
// . . The University of TeXas at.Austi




. Figure 3 1

LEVELS OF USE OF THLZ INNQVATION:
TYPTEAL BEHAVIORS

A

\

)
LEVEL OF USE BEHAVIORAL INDI CLS OF LEVEL
VI RENEWAL ' THE USER IS SEEKING MORE EFFECTIVE ALTERNA-
- TIVES TO THE ESTABLISHED USE OF THE INNOVA-
TION., .
V  INTEGRATION ' THE USER IS MAKING DELIBERRTE'EFFORTS 70

COORDINATE WITH OTHERS IN USING THE IHNOVATION.

IVB  REFINEMENT : THE USER 1S MAKING CHANGES TO INCREASE OUTCOMES.
IVA ROUTINE THE USER IS MAKING FEW OR MO CHANGES AND HAS
: AN, ESTABLISHED PATTERN OF USE, ,
IIT MECHANICAL USE . THE USER IS USING THE INNOVATION 11l A_POORLY
o - COORDINATED MANNER AND IS MAKING USERZ ORIENTED
| _CHANGES.
IT  PREPARATION THE USER IS PREPARING TO USE THE INNOVATION,
v ‘ ( . |
[ ORIENTATION THE USER 1S SEEKING OUT INFORMATION ABOUT
. _THE INNOVATION. _ -,
- ‘ e ; Rl |
0 HNONUSE NO ACTION IS BEING TAKEN WITH RESPECT TO THE

T INNOVATION.

~ € -
-_—

. , V

»
- ¢
Procedures. for Adopting Educational Innovations Program
/ Research and Development Center for Teacher Education
) The Univegsity of rexa at Austin % )
é B
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conducive to coordinatad ettort; (2) groups in the school, or the total
school staff i follow a sequence gi stages ot group development, the early
do not tocus on effective cooperations

seages oi{which

<

. -

63. Rellecting on the concerns=based perspective, Multord feels that iadi-

vidual teachers must master use of the Innovation persoénally before engaying

in active collaboration with colleagues., From his own work with.groups,

Mulford has developed the following description nf Stages of Group Develup=

oy

.

sment,
Sldgc§ of Group Development -
b ) .
’ MAJOR EMPHASIS
STAGE PERSONALY y - TO ADVANCE
INTERPERSONAL TASK BEHAVIOUR
1. FORMING [BELONGING ORIENTATION |POLITE  |RISK POSSIBLE
: ’ CONFLICT
C o
& ’
2. STORMING|POWER ORGANIZATION [CONFLICT }(ESTABLISH
‘ - > |ROLES«
'LISTEN
N
3. NORMING |GROUPNESS DATA FLOWS |OPEN - TRUST SELF
- . MINDED- |AND OTHERS
> ‘ - NESS
4! PER-- - |[INTER-AND- PROBLEM-~ ADAPTIVE \
FORMING |IN=_ . SOLVING | .. . = ' '
- | DEPENDENCE ,
~ . /ﬁ
5. MOURNING [RE-ASSERT SUPERFICIAL |DIS- '
IN- _ RUSH TO" ENGAGE-
Y |DEPBNDENCE FINISH TASK MENT "y
. .|OR TASK DE- |-
EMPHASISED °
- . FOR SOCIAL~-
EMOTIONAL : ;
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64.

.. . -&
In this design, Stages of Concern and lLevels of +USe are OSPU(IRILV (rit-
ical to the Forming stage but have application in %&l ﬂtlg@S%
. 3
Targets of Change Initiatives e :
P ’) N 'S
65. The above discussion briefly prescnts different perspectives on tige

change process.

Fach emphasices diffcerent amechgnisms for instituting clange

.

Another dimension that .must Be considered if change is to be understwmod, \
especially on the level of complexity that is being undertaken in the Nether= -
lands, 1s the targets of the change effort. As was mention in the brief

descriptions ve, both individuals, groups, and organizations can be the

initiatives.

target: of chang There are multlplg targets in change
and careful cogsidexation must be given to how each of these target
attended to in order to maximize the chandés for successful change.
provides a relatively simplistic matrlx of’"the various groupings of
that are possible. In all cases,

>ffurt?

Jdreas dre,

Figure 4
targets

it’is pOb%LblG to deal with individuals or .

(.] '1

L
individuals c¢lustered into various broup arrdangements,

A single school

.be the target of a change effort or several schools

can be

the target of a change effort.

arouped and become
The same can be ‘said of administrators,

teachers, students, community members, and others.
N
4 ~
‘ - : Figure 4+ . F S ‘
1) . LN .
. Targets of Change Initiatives - .
. ) '
: *7 Policy . T : .
People Schools  Administrators  Teachers Students’ Community
S Individual,) -~ | . . )

Group : _ o . o
) ) 2 N . —= . _

‘ ' \', '.‘7 #,'
A 66. The major point of emphasisis 1% char in order for a complex Change ' . -
% ef fort=-such as establlshlng autonombus schools=—to be sugcessful, interven~

+ .tlons and:special efforts must be directed at every cell w1th1n the matrix in
Figure 4, _Schools must be dealt with individually dnd as groups. The. same

P

' is-true of -administrators, teachers, students, etc. A change effqrquun
# o does ndt directly attend to al] of the matrix.cetls is likely to have parts.
of the system that are functionipg ineffectively and ‘even may be resisting
’ " the chdnge effort.. Further, forethought should be given and plans specified - ‘
in advance that effectlvely deal§ thn these different targets. The same set C .,
. ) / - b
\ ° N .-~ . !
me B R
S v )
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of interventions (e. 5.,?0D WorkshO%s) will avt rit adl groups and indivi-
duals. ~ -

Change Is a Process

- ~

67. Another critical dimeasion of managfng change i- to work from the as-
sumpt joh that change is a process, not dan eveitt. - vmphasized in the
Concerns-Based Adoptyon® Model, change is not acednplished simply by the pas-
sage of a law, an adminpistrator announcement im a fall faculty weeting, or
through a two-day pre-sclivol workshop. Rather, change'fg a prycess that un-
tolds over time, and conscjoys eftorts must be made to attend £o and facili- -
tate this.process if implementatTon O the innoyation is to be successful.

. K
68. <m§ way of viewing chenge, as_a process is outlined in b15ure "5, This
schema again is suggested for basic analysis and plannlna. We recogaize that
the entire change proce®s is much mqre complex. -llowever, te be able to
emphas ize several crucial points in the implementation of the autonomous
school, this schema requires further discussion.

Figure §

. .r‘ g ) -]
Change is a Prdcess

—

_—_—‘5 Plaq..

5/:L,/f”roabhind__——“‘7“~\\\\\\\\ L - .
Gdme Introductidnh———-9 Impleméntagiion ___45 Institutionatizatida

///’
5va1uat191___—_‘__,,/”'

69. First of al'l, in terms of this discussion, we wili éssume that the new
concept 1is the autonod%us school. Of course, what thd*antonomous school
actually is operationally needs to be defined, ds was noted edrlier in this
paper. ! Once this is defined in ‘terms of operatibnal thldCLOrlst)Cb, there
‘is need of a pladﬁ!or gu1d1n5 the inpovatiaon meleﬂnflthn. In ouw.research
on the change progess uslng the Concerns-Based Adoptiod’ﬂodel we have beon
working «on the devélopment of an Intervention Taxonomy (Wall Zigarmi & Hord,
1979). One key compo ent of analysis of interventions is the- Game Plan the
overall' schema and sfructure of the facilitaring act10ns*that43re to be taken
as the change 'process unfolds, A game plan is similar in eonceptivn to the
plan an athletic coach has in preparation for an athletic event. The uoach
..brinstto the game a list of plays, player assignment$, and prOLedUFQS that

E 22
|
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w111 be utiliged on otfense and defense. Thie same plan is not'lwadzahlé.
As the game untolds, the game plan may be -ad justed and flavs shafted an
accordancerwith how the game progréssos or regresses,  So it is with”
educat ional-change, a game plan may be modified to accommodate chang iny

situations. : ’ .

hd a

.

.
.

70. In a change effort, especially one as complex as that being initiated in
the Netherlands we stroggl§ advocate the development ot a game, plan.  «areful
consideration mast be given to the different targets, the different
perspcctﬁvgs on change, and "how all of these can be orchestrated to make sure’
that the change effort is successful. This intervention planning doesynbt
eTIminate QurpEjses, but it can reduce their npmber and frequency. - \

. L] -

71s As nnotﬁcr step in the change process, the inngvation must be introduced
. v N ( : ‘. 3 2 . . -

to thy potential~asers.. The introduction-in itselt entails both initial

awdreness, initial® orientation and preparation for first use. Each one of -

. . X . . 4

these dteps must be carefully thought out. Appropriate mechantsns and

activities must be structured in.order {of the proper internal policies,
. . . . .. . I

resources, facilities, and individual frame of mind be ‘in place for success~

ful implementat i&7, :

» \

. . ' v
. ¥2. As has been clearly documented (Berman & Mclaughlin, 1978; Hall &
Logeks, 1977; Emrick,> Peterson,’ & Agarwala-Rogers, 1977), the implementation
of an innovation is not the same as onge4ry use.’ During first use of an'
innovation, a great many logistical problems are likely,to\occur. Special
“attention to individual feelings will be. needed dyring the rough moments.
This part of the change prbcess~heeds to be-attended to differentf&\gban
other parts of the procsss. Incidentaldy, this is a rather poor time to do a
summat ive evaluation, checking for learning outcomeg, (Hall & Loucks, 1977).
It is quite likely that what is happening in the clasSroom is having effects
that are less favotable than in previqus years. Summative evaluations should
be delayed until ghe time of institutfonalization. - -

-~

. . [;
73. Institfitionalization ig different from implementation. Implementation
is a time of initial trial, a time to work out the basic way of using the
, ifnovation and to work out logistical and coordination problems. Institu--
tinnalization represents a tiime when the innovation has been implemented to
the point whéré use is stabilized; routines and systems have been e¥tablished
afd a regular pattern of use is underway and Management concernh have been
resolved. . ,1* ' .

.

. e

74, Iqé@itntionalization can take threeqto five years with complex innova-
tions and even longer with innovation'bungles. Thus, change is a process in

ch the time elemént is mich .longer than many of the perspectives on change
acknowledge or chre to admit. This is especially true for policy makers who
may be concerned,about their professional positions.: 1t is not likely that
change can be accomplished successfully and consistent effects demonstrated
in less than three years for relatively simple innovations. An innovation -
bundle ‘as complex as the autonomous school will take much\Ionger to institu-
tionalize. i '
. y . .
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75. It should be mentioned thhat one. k)ls fgrassumption underlving this et
is that somewhere within the autonomons school moveaent there is an indivi-'
dual or group who has the authority and willfngness to provide coordinat fon
and tacilitate leadership, for this ef tmkt . Perhaps the aew ofticial 1a resi-
dence will serve in“#hat role. This codching is essential to successful .
change. Otnerwise, anarchy will prevail and there will be great confusion
and inconsistency #n résults. Inconsistency may bQ desirable. If so, that
can also-be planned fTor. .However; conrfusiomrstrauma, and resistahce can
develop without stability in decision making and coord.natlon from a central
group. Thus, coaLthg becomes one aspect of the change process that. can be ’
very helpful. ~

-

a

76.  Evaludtion' must also be ohgoing. FKvaluation- includes tffe format ive
activities of monitering, needs=sensing, diagnosing, and coSt-monitoring.
yhe sumMative aspects of evaluation must also be emploved once.the inuovation
*i¥ 1mplemented, but not before. Direct effects in terms of learning out-
comes and finangial cost should be measured, as should the larger social ind
snational impact of*this ambitious effort.  Apparently; the impact of school.
_on national sovial isfues seemsevery 1mporLanL. For evaluation to gécurately
reflect this impact; it s especially important that expected social outcomes
‘be idedtified as 0dr1v as possible. :
/- . . IR ) 3 .
. ‘ 2 ‘ 4
Game Plan for Establishing Autonom0u§ Schgols .o

.

77, By Lomblnlng the various dimensions that have been described sq far
(perspectives on change, targets of the effort, and view of change as a
prOLLSS) a series®of matrices can bg conqtrugteq Figure 6 is_one example
or, Lf‘dQSLred a three-dimensional cube model could also be comstructed.
This conceptual framework can be uged as a basis for LdonL1fy1ng interven-

© tions wnd-actions that naed to be takewm in planning, implementimg, and insti-
tutionalizing the relEfTVny\autonomous scheol. 1t cannot be the function-of
this paper to fill all the cells pf these matrices. Rather, in this paper we
emphas ize that each one of tlre cells .nust be planned for in a concrete 'and
concerns~based fashioneds Every one of these cells represents potential
actors who have potential roles with regard to the success of the autonomous
schools. They can and wil'l work to either support or resist the implementa~
tion of this innovation bundle. Tre strategies that afe used toé work with
these different targets and at different points in the change. processwmust be
carefully thought out. n the subsequents discussion, we will raise some
questions in regard to these various cells and also make some recommendat ioas
from our, perspective. What we have attempted to so in this section is to
provide a set of struchures that can be usgd in thinking about, planning and
managing the overall change effort, so it dpproaches 1mp1ementation at the
local sites. . . .
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Figure 6 :

Game Plan for Establishing AUtonomoué Schools
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78.

ready be answered.

.

«

’

Some of these questions may al-

The following ate a series of questions with brief discussion that are =~
raided from the above analysis and {@om our review of materials about the

planned movement towards autonomous schools.
Others we expect need more attention.

~

7’

79, 1. What does the gamée plan for the nation and each individual school
logk like7 The publicatjon "Summary and Policy Recommendations ... . ™ has
beginning descriptions of what the game plan can look like. However, the

> game plan does not appear to be developed to a point of operationalization,
especially at the.introduction and implementation phases. Ple};ly, no dic—
_tinction has been made between implementation and Jinstitutionalization, and
“this shodld be done. Very difféerert types of support and assistance need to

"‘ be provid%d in these different phases. What are the plans for establishing |
rand maintaining a game plan?

'y -
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reprgsentative.* Somewhere’ thére are xnd1v1dud1s who have clear cut responsi=-

-sians are jot clear. [t is not ¢léwr what responslhlllt) lies whire. Defi- ‘

~

’

Q

A . .
resources may be need€d.. In either case, attention to the concerns model | .

: : P .. L]
80s 2. Who 1s in charge of what? One o1 the kKey assumpt fons amderlving our
researcih with the Concerns-Based Adoption “odel i1s that there 1s da change -
dcxlltntur sompwhere who has authority gnd responsibility foff facilitatinav
the Chmub effort. This petson(s) can be Aline admivistrator, a policy o * .
group, the central bovornment a4 steering committee, or An LnL&?m{dlite unit v

bility for facilitating the change, and there dre also 1nd1v1dua and mecha-—,
nisms for making deClleHs. Without this, thére is no way to prov1de a )
steadying-hand and the Lhaﬂbe process can winder astray. This does not, mean -~
that there is no room for “autonomy.” However, there are, Ligits on duuﬁLmnv

and, at times, decisions must be ‘made.y The mechanisms for Aking these deci~-

Tnitiop and delineation of authority, rebpons1b1llty communicat ion Lines, and

limits are neede , even authority for developing autoromy. . . )
. P ‘ <

81.” 3, Wh £ .perspectives w111 be used whcn7 Therd are tilmes when the

admlnlstra G}“ptrbpectlve on chdnge "is very “appropriate,  There are times

when chdn needs,to be viewed from a concerns-based perxpegtlvc Oryaniza- .

b jonyl developmenr is also dppropriate at’ certain timesjand clearly has a

specia rolé&ln this Chanbe etfo t, given the cmnhaslé\Lpon group decision

’makinb and problem solving that inherent to the functioning of ,2autonomous

sehools.'\However the OD perspective, or'any other single pgrspe<t1ve does

not include all of the eSsthfhl dimensions that require attention. Rather, y

depending upon the component,of the effort or the time in the chanbe process

different perspectives w1ll be needed« The very delicate orcheStrationgof ; f‘

these change perspectives must be monitored and carefully .carried out in

orger to. be most facilitative.. ' !

.

82. 4. What kinds of supports are needed for teachefs and adminisgrators? s
It would seem that at various times in the Ehan ge effort, teachers and
administrators will need spe01a117ed technlxal ns91stanL0 t;a1n1ng .and -
resources to facilitate their wovement towirds an aytonomous schoell. The

&1nd of support needgd and when te deliver it wilfl depend very muclr on the
opé&atLonal definitfn of the imnovation that finally results. If an meha~
sis {s placed on deveggping group procese skxlls then much moré mehasls

will be needed on o¥ganizational development-type training. If emphas1s is v
placed on a move towards 1nd1viguallzed instruction, thlien mnre'pedagogical

would also be aPProprlate in identlfylng.and assigning supporL o the change
efforts at small group and individual levels.

83. 5. What if key managers and key institutions fail? A changd & fort in

the end will suwceed or fail dependinb upon the characteristics wof the

organizat ional unit managets. Research andlngsdiame it increasingly clear

that administ-rators, make a/difference. e there contingency plans for- dUJA-

lng with, schools where thefir key managers simply cannot or will not lead.

their schgol to relative. utonomy7 Entire organicationgal units could be lost

if the adminisfrators 1wt function foectively in this, change effort.

"

/ [}
s .
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Suggestions ° PY - "
84. The following is a series of suggestious from the change process per- N
spective that should be considered. ) )

85. 1. Assess Stages of Concérn now and at vegular intervals as the change
process unfolds. These concerns data can be used to monitor the change pro-, -
cess and also as diagnb§ti6 data to-help in the design of further interven-
tions. The pilot work has already been done on a Dutch language measure of
concern by Roland Vandenberghe and his associates at Catholic University,
leuven. Concerns data will provide the planneré as well as the participants
with useful data about how the process is going at the individual and group
level and provide a diagnostic base for determining directions for next

steps. .

<

86. 2. Put the game plan on paper and have it subject to regular review.
The game® plan should be public and concrete. The only way to do that is to
put the game plan for the entire‘change proiess on paper. The game plan

should, as much as possible, set out the oyérall guidelines, limits and
opportunities that are available to the autonomous school. The tactics for
how to address and accomplish these guidelines probably should be left to the
discretion of each school. Alternative initiatives and methods to develop
autonomy should béyencouraged since there is probably no one "right way" to’
get there and it is clear that each school will be staring from a different
“point. However, it is important to know the limits, expectations, and what,
the real supports will bé at every phase.

87. 3. We recommend a strategy of phasing the innovation implementatign.
There are many different innovations, innovation bundles, ang components of
innovations that are proposed as characteristics of an autonomous school. It
- 1s not possible for the members of the schools or for the .country to handle
the implementation of everything at once. Rather, there needs to be a stra-
tegy of phasing in various innovations and innovation components over an
extended time period. This all needs to be laid out within the game plan.

88. 4. Train all staff members in decision making. There seem to be some
logic&l places to start. An autonomous school requires increased skill.in

group decision making and communication. Therefore, one place to start would

be to increase organizational development type process skills in the members

of the school staff. From a_concerns-based perspective, staff should also be
assfgned an area of responsibility wher they can apply their newly

acquired skills. This also aésumes increased capacity on the part of admini-
strators. Therefore, *it is likeli that administrators wmay need increased

skill in managing the change process, from an administrative, concerns—~based, -
.and process—-skill pérspectives.‘ . ‘

f -~

89. 5. Organizatfbnal development variables are not the only relevant
variables to consider. Organizational development variables are obviously
important due to the characteristics of the innovation of an autonomous
school. iHowever, they -do not include all variables that should he cons idered

13
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tn the ghange effort. Training and documentation .re goiﬁg to be needed trom
several other levels and from several other perspectives given the highly
complex and extensive chahge effort that is underway. In many cases, organi-
zational development becomes another inqovatigg that is being implemented.
9Q. 6. There is a need to focus {nitial efforts on developing leadership 1in
the schools. Ldadership development will be a key to the success or failure
of the change effort. It cagnot be assumed that present administrators and’
teachers have the necessary leadership skills. It also cannot be assumed '
that external or internal change facilitators will be readily available and
skilled in all areas necessary to implement this large a change effort.
Identif ication of roles and special training across.role groups will b? need- S
ed. This training again should not be limited solely. to group processes, but /// -~
also should include emphasis upon a concerns—based’perspective, administra- '
tive pedagogical, and policy development perspectives, since all of these

bear on -the change effort. - - - - -

.

91. 7. Establish policies and-mechanisms for developing and providing
internal support structures. Prowiding internal support structures for
'schools so that they might become autonomous seems Lo be a~high priority. At
this time, howéver, it igemore important to develop policies and mechanisms
for supporting: the internal structures than it is to speo@fy in detail the
specifics of particular internal™tructures. The characteristics and timing
of particular intetnal support structures can best be determined by individ-
ual.schoonls. For example, the policy that makes géneral prowlsion for

- "assignmen®ours” is a good example of a support structure that schools have
avallable but with . flexibility in how they will use it. Similarly, the
policy that provides for training of personnel in school management ‘is also:
appropriate. However, to decree at this time that the training will be_in
the form of cohrses,.involving a precise number of persons from schools of a
certain size in a given time period seems‘to limit autonomy of the individual
school to decide how, when, and to whom management training will be provia—

ed. .
3 - .

)
Other Issues

92. In concluding ‘this. section there are two additional issues that need to
be briefly discussed. .

93. .1. What cost/effectiveness faltors should ,be consiffered in selecting
change perspective? Given the vast sums of money that are to be spent on
educational changes, it is essential that cost/effectiveness be carefully
considered. f the five ghange perspectives that have been suggested, the
policy and administrative perspectives are clearly the least expensive, but
résearch evidence makes it clear that by themselves they are nét the most
effective ways to accomplish widespread, long=termm change. Therefore, they
cannot be recommended as being cost effective.

°
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94. The pedagogical perspective is also relatively inexpensive, tor the oaly
significant costs are for the purchase ot equipment and”materialé.  Tins A

approach also lacks in effectiveness for it makes no provision for the educ -
‘ N -
tion and training of teaChers tO use the new materials or programs.

95. The organizational development and concerns-based perspectives are cer-
tainly the most expensive, at least initially. Both require much initial
training and ongoing support of persomnel for effective use,; but they offer
much greater promise of continuing effectiveness in accomplishing change at
the school and classroom levels. These two approaches develop internal
capabilities for impfzﬁanting and inst}tutionalizing‘chdnge which should
endure for many years. When the higher initial césts are parceled out over-
the many years of benefits, the costs are not really as great as they seem. »
. Y
96. Choosing one or the other of these approaches merely on the basis of
costs would seem unwise, for the.two perspectives can complement each other,
thus reducing the cgst and increasing the effectiveness of change. To focus
solely on“she school as an organization and ignore individual concerns can be
a false.economy, for unhappy individuals can quickly sabotdge an organiza-
tion. By the same token, a total focus on individuals without recognition
that they must function in and as an organization will reduce change effec~
' tiveness. ’

M -

97. As was indicated earlier, all five” change perspectives may be appros
priate at certain times and for certain limited purposes. To accomplish the
depth and breadth of change. proposed for the Netherlands, it seems” that the
concerns-based and organizational development perspectives must seriously be
conside¥ed as primary implementation processes.
98.° 2% What are the learning and social effects of the different innova-
tions being implemented? At this time, there is neither research, nor evalua-
tion data available to demonstrate that the desired learning and social
effects of these varidus innovations, in fact, do ocgur. In adaitton, it is
not clear what the various ‘ide effects of implementing these innovations
will be. For example, the American experience in the 60's suggests that
increased student autonomy and the introduction wf more curriculum qgptions
relates to decreased student achiedement in the “basic skills.” There is no
data fo indicate what happenss to achievement in other areas such as the
social arena. Some claim the soqlal unrest in America resulted from the
Sliberal” school. Whatever change perspective(s) are used, careful consider-
ation must be given to documenting and attending to unusual and unexpected

‘ef fects from a'change effort this large. It cannet_ be assumed that all of

the change will be in desired directions or that all effects can be predict-
ed. It certainly cannot be assumed that effects of/the change w§11 be limit-
ed to learning outcomes in school-related areas. If is also quite likely

that social effects, both those possible to anticipate and those that are
lmpossible to anticipate, will be slow in developing and difficylt to trace.

—
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Summary:and Discussion

Analxsis ‘ . :

99. Viewing the Dutch educational-sqene from “"the outside" as we wmust, it
appears thay soclal changes within “the Netherland$ have created new national
needs. As is invariaBly the case, "schools are charged with the responsi-
bility for solving these national social problems. This charge is usually
informai~ia nature and never'comes as clearly stated educational goals or
policy. These new demands brought. on by social cHanges are added to the
school's existing responsibilities iittle by little. Often this is done
without clear tdentification of what the school's priorities, shouldybe and

how they should be met. - N
100. In the Netherlands' three major educat iopal objectives have been formu-
lated by the Government (Meeting of the Education Committee at Ministeral
Level, 1978), These are (a) promotion of personal development, (b) promotion
of active and democratic citizenship, and (c) promotion of social and econom-
ic resilience. Acceptance of these social/personal objectives by the Dutch
educational system placeg massive burdens on schools and their staffs and
introduces a complex new‘set of problems for educators.

101. McMullen (1978 pp. 14-15) reports that employers (not necessarily Dutch
d’emp10yers) increasingly question the value and efficaey of the education of

potential employees. They offer three reasons for their skepticism (1)

necessary standards of literary and numeracy are not attained, (2) undue

emphasis on academic learning means that essential personal qualities are

neglected and (3) academic emphasis of schools discourages able students from §
. entering high level technical,courses. These concerns of employers cffer a

vivid picture of the problems ahead for Dutch education. On the one hand

students do not have adequate skills in literacy and numeracy, and on‘the ) .

other hand, schools place tgo, much emphasis on academics. Problems sudh as

these regarding the role and.effectiveness of education will surely plague

educators in the Netherlands, and other countries for years to come.

-

102. Dutch educators are to be commended for anticipating the complex educa-
. tional problems that are and 'will be generated by the new and increased soci-
+ etal demands on schools. Encouraging schools to become more autonomons, is a
promising movement in that it is infended to s®gengthen the capabilities of
Individual schools to maximize the use of available resources for solving
complex problems. In a time when_educat fonal. problems are [ncreasing and
funds available to schools are severely restricted, the concept of an autono-
mous school has much merit. But .school autonomy=is not ¢ only educational
.change planned or underway in the Netherlands. ThereforeWit {is necessary to .
consider the total picture of educational change before making recommenda-
tions regarding only one aspect of it. .

103. McMullen (1978, pp. 97-100) outlines eight areas of change in sécondar&
schools and it seems that change is >underway 1n‘putch schools in each of the
areas to gome degree. These areas are: )

Y
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.

Content and method of curriculum . ) .

Differentation in the curriculum

Developing a personal case systenm . .

Modifying pupil assessment procedures ) .

Developing a guidance and orientation system. ‘

Maximizing school and comminity relations -

Revising the intern&l.organization of the school N

Developing schools that will avoid student failure andfupderachievement

‘ N “1‘ .

104. Each of these,areas represent significant changes in secodﬂgry schools;
in fact, within some of the areas there are changes that «do or coyld consti-
tuge a complex innovation. Under content and method of curriculum}\Nchf en
suggests a nged for reduction in academic emphasis, particularly in fat hes
matics and foreign language. Under this same topic, he suggests that horo
teaching and learning be done through individual and small group work. ﬁ%g
can be seen, within each of the eight major areas there are suggested chairges
need to educate or re-educate teachers so that they have the skills and know-
ledge to acomplish all of these proposed changes. This is another major area
gﬁ_gpange that must accommodated.

105. Clearly, secondary education in the Netlterlands is in the midst of
widespread revision and restructuring. This restructuring is certain to take
many years and require of schools and their staffs many changes in roles,
practice and-values. Developing internal support structures that will -
strengthen the relative autonomy of schools is but one change among many that
are planned. ) .

!

Questions . “/?

i06. Supposedly, when schools' have adequate internal and external sdpport
structuresy they will be able to function autonomously. When schools’are(
functioning autonomously, supposedly, individual schools will be able to
solve many of the problems facing Dutch schools. Assuming the plan will work
in- this manner, schools will still not be able to-solve all of the education-
al problems at once. Will individual schools be able to establish the
sequence of problems &hey will attempt to solve? Oqe school may feel no need
to differentiate their curriculum accordi to student needs aanabilities.
Instead the school may want to revise the procedures for pupil assessment.
Another school may have just the opposite priority. Will social pressures
lead to national policies and priorities that dictate the priority of
problems to be solved?

"107. What types of problems must schools attempt to solve? This §s prébably
the most important question to be answered at the natlional level and the

level of the ifdividual school. The American educational system has for

. years been attempting’ to assist in,the solution of the focial needs of the
country. Out of this experience, at least two .facts can be drawn that may .
have meaning for Dutch education. First, the more social problems schools - %
accept responsibility for, the more problems society assigns (informally and

.

’ . 31/ “!

thét‘i?é‘ﬁdtdéily"majbr innovations. Not incl@ded in the eight 'areas is the =
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unofficially) to schools for solution. As a result, the number of probloems
to be solved always oubgumbers the solutions: Secondly, the more time
+ ,schools devote td social problems, the less time they have to devote
“demic needs. Thusg’, schooLs*have increasing ditficulty maintaining

Jdea-

e Jdcd-

demic standards society desires. = ¢ . . . .

. ' v .
108. So the question is asked*again “What types of problems must schools
solve?” Must schools accept without limits all problems the Dutch society as
a whole wishes to delegate to them or can schools decide that some problems -

are not appropriate for them to deal with?
s 7 . /

Suggestions

109. There is little doubt that individual schools know best what problems
they face and how they might best be solved.  Given twp major conditions,
schools should-become effective solvers of their own problems. The first
need is for adequate training and retraining of staff members to accept the
role of cooperative problem solvers. Associated with this is the need for
schools to have appropriate resources and support structures during- this
period of change. This condition is' being met in an outstanding manner by
Dutch education officials. A second condition is one in which informed,
conscious decisions are made regardiné the responsibilities of schools will
and will not accept. Schools cannot solve all of the problems of a nation
and if they are expected to do so,: too much their overall effectiveness will
be diminished no matter how vast the support struct%res:

110. It is recommended that a national effort® be initiated to develop expli-
cit polIgy regarding the role and responsibilities of schools in the Nether-
lands., licy plamning of this type, when coupled with the planning already
done for support structures, will ensure that schools not only have the
capacity for problem solving, but also that they are faced oqu with probjlems

schools might realistically be expgcted to solve.
?

1 o

. Concluding Statement " .

‘

AY . [ . ’
111. The accomplishments of Dutch educators are tremendously impressive. We

ave been reluctant to make many* recommendations, and certainly no criti-

‘cisms, for during the writing of this paper we have been disturbed by a feé1~

ing that we are offering guidance to edlcators who are deeply involved in
planning for a school of the future that we cannot yet even envision. We are
grateful for the opportunity to contribute to this outstanding educational
endeavor, although we feel we .have gained more than we have giveh. -

-
e

. ]
112. Hopefully, this work in the Netherlands will serve as a beacon that will
guide us all to new discoveries in education.
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