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. - PREFACE

In 1976 the National Institute of Educatibn embarked upbn an ambi-
tious three year demons that was "intended fo fikld .test new podels
of how best to prondem with high quality 1nformat10n and technical .
assistance to-help them solve locally identified problems. Thas ef fort,
called. the R&D Utilization (ROU) program also included a significant re-
search component, whiCh operated both within sevén funded service delivery
projects, and through a three agd a half yedr Btudy, one part of which 1s
reportedﬁ‘n’tms volume., The.ftudy of the RDU program was not, intended ag
a traditional evaluation of the degree tp which demonstratloq objectives

were met, or which of bhe seven projects achieved them. Rather, the study ."

had a more general mandate to.use the expgriences of the RDU prOJects and_
the schools that became their’ clients to 1lluminate some enduring probl.ems,
voiced by researchers, policy makers, program managers, and practitioners,

about problems of creat/rng and sustaining effective change programs in.

schools.

+
[y r

This general mandate has led to a wide variety of different reports,
each of which addresses the general question of how 'to produce effective
knowledge uyse and school improvement 1n schools from a dszerent perspective,
or for a different audience. (An gnnotated b1bllographyndj reports may be-
found in Louts and Rosenblum, 1981.) This volume 1s intended to address the
needs of both practitioners and prdgram managers to have materials available
from the BDU schwols that will shed some light upon the dilemmas of managmg
and directing a change process at the school level.

Over the past 20 years, as schools and scheol dlstncts have dealt
with increasing internal and external pressures for change, a cgeAisjderable

.body of literature has ,developed whach focuses on curriculum 1 ovation.

Most of the literature falls .into” two main types. Th& first consists of
research studies' which tlluminate the problems and outcomes of Change, but
are written in tethnical tanguade and are intended primarily to communicate
to other researchers. A second type consists of prescriptive manyals for
change managers, usually consisting of "how-to" ‘generalizations based upon
the implications of varius charige theories or. studies.- Publications that
present real case materials, but which can eggage the practitioner as an
interpreter of data, are largel'y missing 1n the existing literature. <The
purpese of this volume 1s to fill this gap, and 1p the progess, to broaden
the way that school personnel--and even researchers--thmk about the change
process and how 1t can be managed. . '

The real impetus for the ,volume: came not, however, from the need
but from the fortuitous avallablllty of jcase matenals to.f1ll 1t. Without
the significant efforts of the cpntributing .case study authore, this effort
would not exist. The cases that are repregented here arg a selection of
those that were prepared as part of research activities funded by the seven
ROU projects and which were made azéﬁﬁ:le for our use. Inspired by "the
wealth of mateual we selected cabes that combined detailed observat ions
abbut the management 13sues that we had chosen to emphasize, and which were
completed late enough in the RDU program so that we could .make some judg-
ments about cause-and-effect-relationships, or the dynamics of chargesat the
“local level. The initial case manuscripts, which typically consisted of 50
or more pages, were ;?an thoughtfully edited by Peter Desmond to highlight
part icular 1ssues 1n £hange mandgement. <. .
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Others’ have contributed .in significant ways to producing the final

. manuscripts. /Insightful review of earlier drafts were made by Robert

Dentler, Robegt Herraiott, and Jack Culbertson, each of whom has encouraged us

to, 1mprove e work in various ways. Additional support end reviews were

provided b colleaguis in NIE, particularly John Egermeier, Michael Kayd
ry

e o

Naida Bagenstos.: Te Deal deserves particular credit for *having stimulated
us to thinking of producing a case book, and for helping to develop f
the basic structure for the volume. Ffinally, Thea Mqskat, Mary Ellen Perry
apd Kathe Phimey helped us to manage the difficult task of producing many
drafts, often under severe deadlines. « To all of the above we give our
thanks, &nd absolve them of any responsibility for deficiencies in our
efforts. )
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THE MANAGEMENT OF EDUCATIONAL CHANGE .

Over the past 20 .years, muctr has been written gbout curriculum
annovation and the management of planned” change 1n schools. Most “of the
laterature falls anto two maan types. The first’ type consists of research
studies which 1lluminate the problems and outcomes of change but are fre-
quently wraitten an a jargon-iaded technical styly that is not easily read by
teachegs and administrators. A second type consists of how-to-do-it manuals;
these gave geneyalized prescriptions for the management of school change
;based on the implacations of social science research. Unfort‘unatel), these, .
manuals can be very_misleading, since they frequently ignore the fact that’
one's own situation might be the exception to the general rule. - -

. 7., o date, there have been few publications that engage the practicing
administrator {or student of educawal administrataon) in active interpre-
tation of data, drawing upon the adm nistrator's own knowledge and experi-
ence, 1n addition to various research perspectives, to analyze actual cases
6f school change. Though the case method of instructron has been used
extensively in other fields--such as medicife, buswness administration, and
social work, there are few collections of case materaals in educational
admxnaistration. !hJ.s bock 138 intended to hgelp fallthat gap. Y. .
d The purpese of thas volume 13 _to help educational administrators
become more adept analysts of school change processes so that they may
N develop more effective management strategies tailored to varying sjtuataions.
Drawing on theoretical discussions of thg change progess as well as text-
. books on the management of change, we present d.set of perspectaves for .
analyzing school improvement efforts and int out that each perspective
has 1ts strengths” and weaknesses. 'We als¢g present actual cases of school
amprovement efforts to engage the readersn’of this book in acfive interpre-
tation of satuations they might encounter themselves as admiyiastrators.
We then discuss the amplications of these cases for resolvang \qanageraal
¢ dilemmas that arise in the process of school improvement.
We hope that this volume will broaden the ways that administrators
think dbout the change process and how 1t can be effectively managed. We
do not prescrpbe specafic management strategles, nor do we suggest that
one analyti¢ perspective or set of perspectives. 1s better than another.
Rather, since the change process 1s complex, and ther‘e“g) no single factors
that control the outcomes of change efforts, we believe the process must be
_g:wed from a variety of perspectives in order to design strateglss that are
ropraate an a given context. This book synthesizes a number Of perspec-
tives that have been taken in 4he sanalysis of school change efforts, then
allows the reader to form his or her own conclusions on the usefulness of °
. these perspectives through the analysis of selected case -studies. .
i L]
The need for a book to help educat 10nal administrators sharpen thear
analytac *ols hag\ never been greater than in this half of the twentieth .
century, oday_ s schools are under grest pressure to ghange, to innovate
.and to 1mprove5 vhale at, the Same time most school systems are faced, wi
declining enrollmehts, increased fiscal strangency, and a host of rel
management problems. Educational administration has always been a bals
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act, requiring the administrator to provide both fgngoing 1instructional
leadership and cperational management of the schools. Jhe dual role 1s.
difficult an the best of nmes, but. today's adm.m.v.strator faces mqreaSed
pregsures 1n both areas of responSJ.bJ.lJ.ty. » . - "

* 5

. .. THE - PRESSURWR SCHOOL IHPROVEHENI "
‘ The push' for sohool change comes from all s.tdes--lfrom parents, from
taxpayers, from the media, from state and federal leégaslators and administra-
tors--and also from within~-from teachers and other concerned professionals. )
Parents are concerned because they want thear children to acquire.the skills
and the preparation that they .need to compete and to survive 1n today's
society.  They know that education 18 increasingly g factor an emplbymnt'
' J\- they also understand that basic reading, writing, arnyg arathmetaic skills are

aeeded 1n all aspects of liafe and that the need for these skills in an
ancreasingly complex and technological society 1s even greater than 1t was
.Some years ago. Yet they read in the newspapers and magazines that readmg
" and ,math scores are declining, and they worry -about their own chaldren's
- futu'res. Taxpayers are concerned, too. They want to know that the money
being spent on schools 1s worthwhile; it angers thpm to hear®that in some ,
places 1t 1s possible to pass through high school stil) be functionally -
1ilaterate. In. response to these concerns, some state legislatures and

school boards have established testing.programs to increase school account -

abality for pupil achievement levels; others have mandated local plannmg

to increase the effectiveness of baSJ.c skills 1n9truct10n.

For example, the Basic Skills Improvement Policy adopted-by the State
8oard of Education 1n Massachusetts requires each school dastriact, beginning
, in, 1980, to test students in reading, writing, and math skills and td set

local standards for passing or faaling the tests. The Education Accountab.ll-
ity Act passed by the Florada legislature in 1976 llnks a mandated testing
program with statewide standards fer pupil progression and gradubtign from
high school. As reported in Time magazine, student compelerncy examinstions
have become a requarement in roughly four out of five states. In a par{;l*lel
movement , various forms of competency testang for ‘teachers or for teacher
.applicants have been approved in twedve states, with nine other states also
cons.;.dermg such proposals ("Help! Teacher an't Ieach " Tame, June 16, oy
1980

-

rl
r

The federal role in stamulating educational annovation and change has

also 1ncreased substantially over the past 20 years. Hany of the federal
efforts I’Ij:l\a& béen designed to enhgnce educational opportunities for chaldren
who have been discraminated against on culturaly racial, ot economic groynds.
fhus, the Elementary and Secondary Education Act of 1965, together with .
amendgments in 1974 and 1978, authorized federal assistgnce for such programs
g compensatory education for the dasadvantsaged (!J.tle 1), bilingual educa-. -

orn (Jatle VII), and education for the children of mJ.grant farm workers. .
The Emergency School Aid Act, first passed in 1972, provided for federal |
ashistance to local education agencies who had br would adopt a plan to .
eliminate, reduce, or prevent the 1solation of minority group students 1n »
thear , schools. In mady districfs the desegregastion plans have involved
changes in educational programping--for example, through the development
of "magnet schools" whath offer a special curriculum to attract students of
different }85181 backgrounds. The Higher Education Act )#&96?’ established

. - -—
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’the Jeacher (orps program to improve Lthe educat 10n proyided _in lomwancome’

communitles. In addition fo funding colleges and universities to evelop
wnnovative approaches to’ teacher training, the program aids local school
systems 1in- develdping or iptroducing new curricula, teaching methods, and
staffing patterns.” Handicapped children are another minority group that has
been aided by recent«feddal legislation. Federal legaslation culminating in
P.L, 94-142 requires that” states establish procedures for provading™an
appropriate education to all handlcaﬂ-ﬁg%nzmldren and that these procedures
safeguard the children's rights to an ' ividualized educational plan" and
"placement’ in the least restrictive ehvironment." '

Y

P
hd £

Other federal efforts hate been more broadly concerned with improv-
ing the general quality of education in the Urited States in order not to
fall behind” in international ecoriomic, technologic, end political -competa-
tion. The Elementary, and Secondary Education Act, Title LV, Part C, author -
1zes formula grants to statds to be distributed on a competitave basis fo
local education agencies for the support of supplementary educational ser-
vices and 1nnovative projects. The Education Amendments of 1974 and 1978
created or reauthorized programs ih metric education, education for gafted
and talented children, arts in education,:and basic skills improvement,
The last named program was intended to provide assistance to state and [lbcal
edutation agericies and other organizations for activities designed to demon-
strate improved delivery of instructiona serviced in the areas of reading,
writing, and math. Other federal legislation has authorized support for
advancements 1n vocatlonal education and tareer education.

Thug, over the past 'two decades, a large ‘amount of federal funding
has been devoted tu supporting improvements in educational” curricula,
methods, and materials. for some years, however, it has appeared as though
these improvements were not spreading effectively to schools across :the
country. ‘lherefore, the more recent federal efforts have included a variety
of mechanisms tu stimulate the use of ignovations in education, Examples of
these mechanisms are programs such 'ss the National Oaffusion Network, the
State Capacity Building Program, and the Research and Development Utilization
Program, )

[ hd ’

It would be a migtake, ~thou1;l3, to assume that all the pressure
for school improvement has come from outside the schools. The push for

Change has also come from teachers and other concerned professionals. This ~

1s especially true in schools or sche#ol districts that hdve undergone radical
shafts in thé composition of their student populdtions tb include students
with vastly different backgrounds, expectations, or achievement levels.
This may occur through the ghanging cHaracter of a neighborhood--for example,
@ rural dastrict may become suburbanized, a housing project may be built in
‘an area of single-famrly homes, or one ethnic group may gradually replace
another. It can also dtcur through desegregation plans that call for busing
or reZoning. Whatéver the cause, teachers in many Schools -have foUhd that
their old teaching practices are ineppropriate. The challenge in some areas
is to meet the higher expectatmnghuf_’more sophisticated or affluent parents
and 1n others to reach children whose home environments are not supportive
of education, or whose previous preparation has.been i1nadequate.
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Yet, as mentioned above, these pressures for change and improvement
come at a time of great uncertainty and crisis for many school districts.
Shrinking school enrollments have been a problem for three out of four school
districts during the past ten years {Leppert and Routh, 1978) and have meant
a decline 1in state-level funding based on the size of local student popula-
tions. Furthermore, decreasing public faith in the ability of school sys-
tems to improve, together with generally poor economic conditions, has led
to more frequent failures of local school bond issues and tax levies {Her-
riott and Gross, 1979}). The result of dwindling resources has been teacher
layoffs, program cuts, and cuts in support services--all of which have a

profound effect on local school climate, not to mention enthusiasm for.
innovation. There 1s greater tension than-ever 1in bargaininy over teacher:

contracts, and teachers are exerting more pressure to control working condi-
tions, such as inservice hours, the lerfgth of the work day, and:so on.
. . R ’

Thus, the educational administrator faces ancreased pressures in both
arenas of his or her work role: 1instructional leadership and school manage-
ment. ,The challenge for the admimistrator is to mﬂh;er the resources and the
local enthusiasm to accomplish needed school change programs, against a
backdrop of general fiscal decline and professional discoutagement.

THE ROLES OF AODMINISTRATORS IN MANAGING SCHOOL CHANGE

. The importance of the administrator's role 1in stimulating or foster-
1ng school improvement has been established thtough numerous research studies

(see, for example, Berman and McLaughlin, 1978; Rq?enblun and Louis, 1981;.

Sarason, 1971; Berman, 1972; Emrick et al., 1977) ad well as in the minds of
most practitioners. Talk to any teacher involved 1in.some school change
effort, and you will hear a remark about how the principal or, a district
administrator has ptomoted or blocked the change effort through his or her
actions {or lack of action).

What roles can an administratof adopt in relation to an innovation?
In some instances the administrator may initiate changes according to his
or her own perception of the. heed--or stimulate innovation by providing the
opportunity for appropriate constituencies to develop recommendations. At
other times the administrator may simply respond to suggestions that are
developed independently of his or her own actions. Sometimes the admipistra-
tor may be required to implement changes decided upon by a higher level of
administration. Fhe adminigtrator may serve as & conduit to connect those
requesting the change with the appropriate parties for accomplishing change;
the administrator may also create the context in which change can be negoti-
ated among the parties concerned. The administrator may choose to support
those advocating the change and join them 1in attempting to bring the change
about; conversely,. the agmlnistfator may persuade those proposing changes
not to push for thd changes they have proposed, to push for something else,
or to change the timing of their efforts. The administrator. may also act
as an ombudsmart, voicing the concerns of any group whose point‘of view might
mot otherwise bg given adequate consideration.- Finally, the administrator
may choose to ﬁ% a non-actor and make only minimal response to the change
proposal {Small,\1974). . .

* L
.

The Tole of the administrator as the gatekeeper of change—-&.e:, the
individual most .important for the successful introduction of change into
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:schools-~hag beea stressed by a number of writers. For the most part,
however, these writers have dgalt with Just the tip of the iceberg. Herriott __
and Gross (1939) point out that many djiscourses on the management of educa-
tional change assume that "thé success or failure of planned orginizational
change efforts 'is basically a function of the ability of management to”
overcome staff resxgtancs to change that exists just prior to, or at the time
af, the introductidn of the innovatien.” They contrast this model tg,the
1dea of a "leaderghip obstacle course,” 1in which overcoming or neutrallizing

staff resistance®*to change 1s just one of the prerequisite steps:. .
‘ ) What 1s required are administrators who can give leadership”
to the following tasks: '1dent:ifying basic problems of their -

schools, determining their contributing factors, selécting or
developing' innovations that are "on target," designing and
implementing efficient and effective change-strategies, in-
corporating the tnnovations 1into [their organization, and
| assessing their effects. ' Once the decision, to introduce an .
. innovation is made, the tailor-made strategy these officials
develop to implement 1t needs to reflect a hard-headed as-
sessment of the matrix of forces in and outside of their
f - schools that could tlock the innovatiop at different stages
of the change process. ;It also needs to specify courses of
. action to overcome obstacles if they arise. -(pp. 41-42)

This suggests that there 1s a sbries of decisions to be made at
different stages of the change process, and that administrative leadership 1s

In greater (though not exhaustive) detaxl, almxnxstrators must ask
+ themselves the following Questions as Bhe change process unfolds.

1. Is the time ripe for change in our-school(s)? If the .
potential for. external project help 1§ available, do
the advantages of project partzczpatzon outweigh the

) disadvantages?
. 2. Have we defzned an‘appropriate problem, or task, for
. this point in time? 0o We have concrete evidence that
. there 1s a problem to be.addressed, and have 'we analyzed
) . “the causes of the problem? 0o we have a clear idea of
. our specific needs? Are we settlng our sxghts too hlgh ) i
or. too low? " :

-

3. What type of. 1nnovation will be most “appropriate
" to solve this problem? ‘Shall we give the tesachers
ngw materials,.or shall we try to change their teach-
+ng practices or the structure of the school? Shall
. we make big changes, or little changes? Shall we

s

develop our own solutions, or shall we import them . .
froT outsiﬁ:’ Shall we focus only on solutions -
¥ 4 5 .
. ‘ . 7 . .
. . . .
L] * * . 1 2 N - a *

' critical to ensure an_ appropriate response at each decision point, Moreover,
. the adminigtrator must retain sufficient flexibility to shift tactics as .
warranted}ﬁ? the flow of events., .

¢

.
-
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that have been tpated and proven to be effective; or . .
_ghall ‘we glive-eqUal*weight .to professional opin- ’ . "
i '. joris, "including our own?. Shall we adopt something -
WY that tht, can stand alone ox something that could ’

be‘ integrated into our gisting progrems?

- innovatioh? ‘Have we chosen wisely, n what we . -
AR A wanted and what was® available? % .. .

LN '!\

. * 4.7 Have we searched hard (enough and farﬂeﬁugh f‘or an_

5. Shall we-implement thg mnovanon exactly as it wag .
RPN designed, or shall we.modify the dnnoyafion to fit . * '
.+ ,our. logal eircumstances? If we chogs € to modify the * .
« . :7pnovation, 1s our'version close enﬂt:gh to the Ung:ﬁ ) '
’ d nal to wnsun;g that ‘we get smular results? .- .
. 7 . - * .
. 6.4 hhom .shall we select to 1mplpment bhq’ mnovatmn" If. T, -
the innovation 1s intentied. for broad use across tefch- °© =
* ers,“shald wé begin with a pilot group orvshall’ we' . :
. ipvolve all.potential implementer at the pegining? )
- Hew shall we introduce the innoyation to the teachers, . ,
and what kind of traming .should be pmvufed" ,_\. e .
7. How closely shall we momtor 4nd control the teachers'
D s « * use of the-1innovatidn? Héve we retognized ‘and dealt - .
. with any problems that may hamper implementation? Have *
we pa.td adequate attention to gathering information that .
. wpuld indicate whethgr the 1nnoVat10n is Having its
y intended effect? - 4

8. Should the innovatﬁ‘\ be continued? If so, do we have,
« or could we obtain, the necessary resources for contin-

uatmp_ ‘{ o o e # ]

. Hanagement of thecha? process 1s not just a question of imperdgonal

-

- strateqy design, however Tg/a very large extent, it 1s a people-managinds:
process. Thus, the adminisPtator must also find answers to the following
questiens: ° . ,
. . _a - ) -
1.- Who (i.e,, other administrators, f culty, (H)munlty mem-
bers) should be involved at each stage of the change™

A - process, how, ,amd in what roles?

t =,

2. How should decisions . be made: by an inddvidual, a com- .
. mittee, or all the affected staff? How will group de- .
ke cisions be reached: by consensus, a’plurality, or )
' majori.ty" How tan debihtating 1:0)#'1.1cts be resolved”

9 3. What role should a person play ‘as* an administ) -ator?
. * Should one stay involved as an an-active leader through— -
-} ' 6ut the process, or should one delegate the day-to-day
., * leadership responsibility? If” leadership'is delegafed, -
«how can gne continue to show suppartsand enthusiasm for oo ‘

‘ Ehe change ef‘fopt" ¢ . . !
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"’ <
Sbould outside Pexperts" be called in to help guide
. the change process or to p 1n analyzing problems ]
and- seeking solutﬁg_nj:' ) -

Y-

L]

¢ .

The enswers to alf‘.hese questions:must be con81déred in the light of |-
the lacel environments For example, -the characterastics that could affect
these decisions are: ) : J ,

i
G

1, The availability’ of resoyrces; includeng fundlng,

profe351onal expertise, and time for plannlng, J—
R ]
T 2. .The lesdership capsbilities of local adminstrators or,
other potgntial managers of the change plogram; .
c -
he extent of locel experience 1n planned orgsniza *
. . t1onal change; (’7‘

4. The extent of prior efforts “relstéd to the same -
problem area, and the gxtent to 'which 8 new effort

would be régarded as an extension of these efforts ] 5

or needless duplication; -,

. .

5. The geperal school climate, including teacher morale,
collegiality smong: staff, and relations between “teach-’
~ . ers and students or teachefs’ and @dmlnlstrators, and
6. The: general senge of the aeVerrty of “the’ problem.and
the wrgency of a solution,, as well as the conv1ct10n ¢
. of various individugsls that they themselve$ cen make
~ - things daifferent. . . .-
uﬂ"ﬁ e A v - -
Ip addition, events that'are not that uncommon, such &3 sdministrative
_ turnover, .teacher strikes, and so on, may cause @ temporary hatehy in the
" change effort and a need 0, gdjust to new'circumstances. ° \\

-

’ 4 - .
1?'4' Dec1gsng what r opt with respect to & giyen innbwat ion, as
well s dedigning an. change strategy, thus requirgs an incisive

analysis of not Only.thé educational. consequences of an 1nnovation, but
also the pplatical gnd ‘socisl environment for change. Becomlng a more adept
s+analyst of the change process will enhance the administrator's influence and
éffectlveness as¥a mansger of school improvement .
- MANAGERIAL ISSUES AND DILEHHAS
Tfo simplify, the mgny aread of concern described in the preceding
section can be grouped.into three major categories of 1ssues that face all
managers of' school change programs. ,First, there are those 1ssues concerned
with leadership of, and_partlmpatmn in, the change effort. Included hefe
are questions concerning sdministrative involvement and control, faculty
involvement and control, and relstionships” with the community. Thﬂrsecond
xcategory 1s concerned with strategies and tactics--in other words, what kinds
of innovation sre sttempted, and how they are chosen, introduced, implemen-
ted, and evaluated. The third and last categor% includes 1ssueg related to’




.
.
Ea .

readiness and cdnt1ngenc1es--ﬁhat is, whether the school or district has the

necessary resources and, staff motivation to accomplish the change program, .
and how. any recent or potent:al cratfcal events (such as a ‘teachers" strike,
\ . or staff turnover) may affect the change program. S
: H1th1n each abstract category arer certain key dilemmas, jor confl:ct-
L . ful. concrete 1ssues, that nmust be resolved in any change effort, Some of
- these dilemmas are choides that must be made, between two mutually exclusive
actions; othetrs can be regafded as continuous dlmensions, and the choice that *
must be made 18 whether to leam toward one extreme or the other. This 18 not
to say that in.every change effort a conscious decision 1S made to resolve -
each dilemma, though this 18 often the case. Rather, the change manager's
numerous actions inevitably place ham or her on one sige or the other of each
i1ssue, even when the manager seems unaware of an alternative. Indeed, the
manager 's perspective, or way of viewing the prqcess of school change, may’
act as a lehs or filter which prevents ham or her from recognizary the full
range of options that are available. (The utility and limitations of differ-
ent sets of petspectives on .change are didcussed - further .in Chapter 2.)
» . . . .
. In the category of leadership and participation, some key dilemmas
are as follows: i
' . ¢ High vs. low administrative involvement and control-- .
whether the administrator stays gCtively jnvolved s .
throughout the change process, and how much the .
N ! admlgfstrgtor controls the decigions that are made; )
T e High vs. low faculty 1nv01vement and control--whether )
: . the faculty are involved in decision making and 1in . -
. planrung for implementation, how many of them are in- -
volved, and how muchxihfluence they have over decisions
\ that are made; and . . .
. T
¢ Open vs, closed rel&ationships with the eotmunity-- g !
’ whether parents or other community members wall be
- -encouraged to participate in the,change effort, .
_ especially in decision maklng. ,
fﬁ; dikéminas in the broad area of strateg1es and tactics include:’
s Product vs. process--uhether to adopt a concrete N .
* "proddet,” such as a rew curriculum package or
materlals, or to attempt changes in methods, N
" behaviors, and practicesy
® Reliance on outside expertlse V3, self-rei1ance-- -
- whether or not .to look outside the district for innova-
" tions that could be locally adopted, and whether to
- seek outside expertise in thé analysis of local prob- - .
lems,and the selection of a remedy; ’

¢ Fidelity vs. adaptation ofsresourtes--if an innova-
tion from outside the district, 1s adopted, whether r
to modify the innovation or itplement it exactly as
it was designed;

10
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. Validated Vs, no -validated resources--whetheér to accept
.only innovatlong/ that have been tésted and-proven. to be
. effectlve,. or t give equal consideratlon to innovations
that appear valid q.n the judgment of professionals;

® lntegration VS autong‘&:s“hﬂemen‘tation--whether
tp choose an lpnovation that gan stand alone, or one

N . that can bé* 1 tegrated with exigtiny p:ograms,
o Limited vs. % ptehensive goal s--whether. to attempt
. : large-scale ghanges that may appear to be grandiose,
or to plan e deest changes that may not have as .
.much- ampact ; fand  °, <. .
-
’ e Formalizationkvgi.naturajism--whether to let informal
processes determine the direction of the change effort, °*
* or to devise {formal structures andprocedures for defin-
-~ Jing & probles agea,,"choosing an lnnovatlon, planning
. for 1ts amp ¥ mentatlon,f.and mon;tormg its use.
4
. Fihally, 1n “the ar,ea “of readlness and contingencies, there are
these dilemmas: - P Lt '
e Inxtial rea ness: Go vs. no go--vhether or not cur-
* rent conditibns indicate that a change effort amitaiat-
. + ‘ed at this time hes a good chance of success, and
o . ‘:. LY . .
s Contingenc Contmue ve. terminates-1f
. circumstance -he innovation_appears to be
. in jeopardy, phather to’end the project (assuming the

barriers are §nsyrmountsbl¥) or to take some action X
that might:'_st L,5aye the project. . .
TIVES or’[Mqu .

: - |

It would be a happd state of affairs 1f one could draw from these
case studies, a list of un guous propositrons about planned educational
change that would gavé unerrlnq guidance to admanistrators. Unfortunately,
this. state of affairs t?

are they a true sampl® of all the "Bchools particapating in a par{icular
program, since Oul m ﬁﬂ,;.pncern an selecting them was to illustrate dafferent
spproaches and outcomes. Secondly, since the amount of attentien given to
the many features of each settJ.ng varies tremendougly ,across tases, and since
some features are almost completely ignored 1n soho\}g;::nces, these cases
cannot be used ‘to»J.de,ntJ.fy those factors that cratlseglly affect outcomes
independently of all other factors. Third, and perhap® most significant,
even 1f the above limitations did ﬁ"j'. exist and we could arrive at a scien-
tafic set of proposations, it 1s doubtful that such a theory would be of much
value t6 administratore in the course of their day-to-day decision msking.

There are two reasons for thig seemingly unorthodox statement. First,
1t 1s nearly impossible for educationel managers to collect all the informa-

6es not exist. In the farst place, these cases are |,
‘not. a true sample of the universe o planned change efforte i1n schbols; not
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tion they would need to determine whether a proposition fbout planned change
applies unambiguously to.their setting. The propogitionp that are developed
by the social sciences are highly contingent gn a, er of conditions.
Thus, they became truly relevant only 1f one hés atturate knowledgé of such
conditions, including community attitudes, the change' management skills of
teachédrs, student interests and abilities, organizational constraints, ‘the
nature of faculty- relationships, and much more. Administrators are busy
endbugh without being required to behave like researchers, but neither ‘can
ithey afford to act blindly in accordance with general ruyles. Since the
propositions of social scier§jge are probabilities based on general tendencies
found among a large nurber of cases, at is possible that an administrator's
own situation- is an exception to a given proposition. B8y behaving in rigid
accordance with a rule, therefore, he or she not only might fiail to produce
the desired outcomes, but.al§o might do more harm' than good.

A second reason for doubting the managerial effipacy of proposatzons

in day-to-day affaiTs ia that many kinds of events are ignof®d in the formu- !

lation. of sugly propositions, events that can destroy the most "validly de-
signed local program. We have in mind such contingencies as Ytax revolts,
staff turfnover, desegregation orders, snow storms, teacher strikes, new fads,
new mandates external to the school, and so on. ©Schoolsg operate in a tumul-
tuous ‘environment of politics, legal rulings, business cycles, and acts o

God. Any oone of these unanticipated events can require a thorough recon-

nE!sapcg_gf_pnqoxng_phange efforts and 3 shift in direction. \
What can these case studies contribute to the practice of educational
administration? Several B¥nefats spring to miid. They can broaden horizo
beyond one's local setting, raise ppssibilities for action, pose issues an
probable problems, stimulate new ways of thinking about goals, inspire one
with the courage to try, and suggest provisional touchstones for managerisi
action. They also make clear thak #hat seems to be a simple, straightferward

. process of .managing change can become' quite complicated, that unant:c:patea

events can derail ane's best intentions, and that the potential” for failup
should never be ruled out, In sum, case studies enlighten and stimulake

. rather than gyve specific Tecipes for action .-

This eplifhtenment process can bg g;;;%y\3331sted by noting some of
thé*ways.1in whidh othets have looked at plannbéd change efforts in general.
Nothing is more frustrating or intimidating to "a student than to be exposed
to 8 welter of inexplicable evente that are supposed to represent ope's
.occupational world. One can become so sensitized to the complexities of life
and to alternative modes of coping that one 1s unabile to behave in a selfaﬁf
agsured, spontaneous manner. And so, to help the reader avoid €his problem,
thé following chaptef of this book synthesizes three perspectives that have
been taken by resesr€hers in the analysis of school change effortsi the
rational perspective, the political perspective, and fhe social systems
perspective. The. reader may then form his or her own conclusions on the
usefulness Of these perspectives through the analysis of the case studles.

-

The objectives of this volume are: .
1. To provide practicing administrators (and stud tg of <.
*  edotcational agministration) with new ways of t;?nking
. about the process of school change; .

- * L] - - - - R
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_their awareness of thE varying conditions under which " .-

: planned change can occur, and whigh give them the-opt
portunity to try out the new ways of thinking aboyt
change; and
3. To alert them to certain key dilemmas that face all T,
menagers of organizdtional change, 1n order that tHey - )
may consider the implications of var:ous responses to . .
. these dilemmas. . ' ) ' . L

In sum, the overall purpose of this volume is, to provide present and
future administrators with.the analytic tools they will need to design
appropriate effectivee strategies for the management of schoo) . change,

’ tailored to ?::damg situations. The 3udience for,this volume may include
administrators at all levels within local school systems, including princi- *
pals, superintendents, their s$sistants, curriculum coordinators, and proggam
specialasts. In this group we may also Include the staff of intermedi’ate
service districts or agencies. Although these staff are not administrators
within the local gchool systems, the trend 1s .for them to assist i1n, and even,
to Iéad, curriculum change efforts in member school districts.

*

- OVERVIEW OF THE CASES

N
- =

The schools ‘and school districts whose experiences are described in

| this'volume had this 1n common: each one was a client site for the Research
and Development Utilization (RDU) Program sponsored by the National Insti-

. tute of Education (NIE) between 1976 and 1979. This federal program was
designed for the following purpoges: ° ‘e .

1. To he@ schools alleviate spec‘ific,'locally defined
probléms in the areas of basic 3kills and career
education;

. ' v 2. To help school and community personnel learn about
Ve product$ of educational research and development
> (R&D)_that might be used to alleviate school prob-
lems; ‘apd - o «

/ 3. T? increase understanding of How the loc¢al program
= improvement process can be better managed snd become
more effective. . .

The fagt that the schools’ chaq‘ge efforts were supported, and 1n some cases

stimulated, by a federal intervedtion program naturally had some effect” on

the nature of these efforts. It 1s thérefore important to understand the

. design elements of the ROU program that may explain or clarify specific
' incidents i1n the case studfes. . : v

First, tHe ROU progrem was designed to assist with planned change
efforts orgsnized and managed at the school or school district level. Thus,
none of the ‘cases in this volume desl with individual teacher innovation
or the natursl® diffusion of new ideas or educational practices. Second,

L]
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the RDQ program advocated a‘systematic, problem-solving approsch to school
improvement generally sccomplished through sequential, though somewhat -
overlapping, stages: = 1dentificstion of a problém (or set of problems),
examinataon of alternative’ solutions, selection of an appropriate solution,
amplementatron of the solution, and continuous menitoring and evaluation .
to ensure that the solution 1s 1ncorpor¥ted as part of -the routine locsl
A . practices, Thard, the design of tHe ROU program assumed that effective,
transportable soldtions to. a ‘great meny school problems had already been
developed 'by upiversities, applied research organizstions, and school . eys-
tems across the country. Therefore, “the program stressed the importanck:
of searching outside the dastrict for existang products,,wf;lch could be
adapted to local circumstances. The products adopted by the sites were :
also supposed to have been validated, or proven to be effective, through
. applied research and development or extensive field testing. Fourth, there
was strong pressure on the schools to enfage in a pdrticipatory decision-
' mgking process, involving teachers, administrators, and in some cases par-
ents and community members. ,The sites were generally required to form o
. . local team, that would--be refponsible for major decisions related to the
change effort, such as the definition of a problem and the selection of a
solution. .

4

- The RDU program alsc provaded a3 considerable amount of support to .
the sites, in the form of funds, services, and information.- - These were
provided through seven operational*projects, organized at the state or
multi-state level. (See Appendix for project descriptions.) Each of the
* projects selected and made availgble a pool of innovative products, which
" was referred to as a ‘knowledge base. The. projects' knowledge bases were
developed as resourcés for identifying solutions to match client schoals'
needs. The projects also deployed educational field agents (two or more per
' project) cafled. "linking  agents," "facalitators," "coordinators," or "gen-
erdlists.” Most field agents were former teachers operating out of an inter- ‘

mediate service agency, a.state agency, a jocal teacher center, a.regionsl

R&D .lab, or .a nonprofit educational service organization. The agents'

functions wepe to coordinate the program resourcés that were available to

v each site and to help guide the.local school personnel through the school

amprovement Trocess. . fhe field agents in each project were bdcked by a

resource network of organizations and individuals, coordinated st the project

level. From thiys network the sites received various kinds of services,

1ncluding treining in problem-solving technaques, 1nitial screenang of

products relevant to each site's problem, abstracts of product anformation,

syntheses of research knowledge, and<in gome cases special, searches for .

sproducts 1f none”of those in the project's knowlegge base were sustable., In ¢
addition, most of the projects provided sites with funds, either darectly or
indirectly, to psy for teacher release time and the cost of materaisls,

travel ,. apd consultant’s. - ® . ,

¢

i)

While the ‘sites'.change efforts were thus supported and, to *some;
extent, shaped by the RDU progrsm, the cases in thlé volume¢ can be analyzed
in 8 much larger context than the RDU ,progrgm itself. In the first place,
the funds provided to sites in the RDU program (from three to five thousand -
dollars) were not outside what many school districts can muster for sn im-
portant change progrem. Even districts that do not have-this kind of fund-
ing ‘available internally are often successful in getting external fupding

-y .
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from federal and aEaﬁq programs, such as Title IVc. Secondly, the conaul-
tant serViCea provided to the ROU gites are available to moat schools throﬁgh
arrangements with gntermedifte sfrvice districts, universities, educational
. R&D 1labs, reglonaL educational. information services, state departments of
education, and so forth. . /

"
-

. Most amportantly, th% theoties tested in the ROU program were de-
poIived, from .cumulative research knowledge based on observation of numerous
school” improvement efforts. Even though the program placed”certain con-
* straints on, the schools-~for example, to engage in participatory decision
makipgy to define prgblems before deciding on change strategies, to seek
field-tested, emparicBblly validated solutions, and to engage in systematic
interaction with extepnal providers of information and assistance--none of
the required activities was totally forelgn to typical school experience.
The RDU program merely formalized these activities in order to study them;
and, even so, there were many instances in which school$ departed from the
generalFeroject quidelines.

Twelve cases are included in this volume. They include elementary,
junior hagh, *and high schools, ranging in siyze from 250 to 1,200 pupils.
Jhey are located in five major regions ofe the country-—Northeast Southeast,
Midwest, Northwest, and Southwest--and in rural areas, small towns, gsuburbs,
and large cities. Some serve children from very low-indome, poorly educated
fgnilies, while others are located in affluent areas. There i8 one
pfedominantly black school, several that are)vairtually all-whate, and several
with mixed student populations (including some that had undergone quite rapid
,changes 1in the composition of their student bodies in the years just prior
to, and at the time of, these case studies). In short, these cases 1illys-
trate very wide-ranging circumstances. ) . ) ! e
N - ﬁ

Horeover, despite the fact that .these sites faced similar problema
(a feeling that basic skills or career education needed improvement in their
digtricts or schools) and operated” under "similar progremmatic constraints,
a8 described above, their responses to these problems and their approaches
to the process of school change varied enormously. This 1s most evident 1n
the differences among the cases in how the managera of the school change
efforts Tesponded to the "managerial difpmmas” described earlier. Thus,
there are cases in spch the principal made all decisions unilaterally,
others in 'which decision making was shared, and still others in which
teachers made all the decisions on their own. There are cases in which the
curriculum or organization of the schgol was entarely revamped, apd others in
which a single set of materials was dopted. There are sites which followed
a, very formal sequence of “problem-aqlving" steps, and othera where the
process waa more informal or haphazard. . . N
. In most ways, then, these cases reflect typical aghool experience.
The isgue in each cgse was to decide upop snd bring about changes to alle-
viate a specific educational problem, while at .the same time making the
best use of externally available assistance and bomplylng with--or seeking
compromises in--externally imposed conatrainta.

Thex reader may wish to know which of our cases are-moat relevant to
the various practical dilemmas facing managers of school change. This
information is provided in Table 1-1. It will:B¢ noted that the cases in
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PRACTICAL DILEMMAS ILLUSTRATED BY THE CASE STUDIES
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DILEMMA
CASE

’

Bell

Parker Valley

Bayfield

Sugarville

Greenfield

Sasquatch

Penton

Treeline »

3on

Jeffer
Ogden

L

Galaxy

Cramer
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this volume are grduped on the basis of their primary relevance to 1ssues
regarding legdership and partigipation éiart 2), strategies and tactics (Part
3), or readinegs and contingencpes. (Part &), yet most of the cases could be
used to generate discussion of issues cutting across the three areas.
y J DEVELOPMENT OF CASES FOR THIS VOLUME

The RDU Program was an actlon;research“ program, meaning that it was
established with the express purpose of contributing to knowledge about the
effective management of school change. The contracts to .the seven operation-
al  ROU projects streSsed the need fpr adequate documentation and evaluation .
of their effofts, including a set of individual site case studiss for each’
project. In addition, the ROU program selected an 1independent organizat jon
to conduct a generalyevalyation of the program. In November 1977 Abt Associ-
ates Inc., an applied social sStience research firm in Cambrigge, Massachu-
setts, was awarded a three-year contract to design and implement a study of
the program. The .46 case studies developed by thg ROU proyects were just one
gource of information for the Abt Associates study, which also called for a
review of project documents, in-person interviews with projéct staff, field
égents, teachers, and administrators, telephone interviews with field égents,
a mail survey of teachers and administrators, several mail surveys, of field
agents, and interviews with NIE officials. The present volupe 18 just one
product of the overall study. ‘ ¢ . ) :

' All but three of the case studies included 1n thig volume wele
writfen by case study writers working for the ROU projects; the other three
vere written by staff or consultants of Abt Associates' research project.
The cases were selected for this book because of their relevancé to the major
practical 1issues which Yorm the organizing framework for this volume and
because they represent diverse levels of "success" 1in terps of implementation
of an 1nnovatyon and overall organizational change. A final consideration
was that the sites described 1in these case studies varied considerably 1in
tgrms of thear geographlc envirenments, the income level of the populations
they served, the types of problems they faced,and the solutions they chose,
and whether they were elementary or secondary schools.

The data for the case studies were collected 1independently by the
case study writers. For the most part, the researchers followed their
own analytic perspectives, chose their own methods, and pursued themes
and events important to the individual sites. However, there were geveral
conferehces of case study writers during which common theoretical frameworks
and se study outlines were developed as a mechanism for faC111tat1ng
crogz%)lte analysis. - ]

~ .

Jhe case studies were edited for this volume to h1ghllght the prac-
tical issues discussed in the volume and to reduce their length. Site-
specific analyses by the case study writers were reduced considerably, so
that administrators reading these case studies would be more challenged to

develop their own interpretations of the data. Finally, to prot@#t _the

confidentialaty of these cases, we have changed the names of a]l distric
schosls, cities, organizations, and individuals---except the names of prgduct
developers and .gome nationally known education consultants. We have,/ also

-
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altered some fiQures, such as school enrollment, staffing, etc., none of
Nhich Bfféct-the” inferences that can be drawn from the data.

-

. CONTENTS OF THE VOLUME .

"The remaining chapter in Part 1 presents perspectives fcr case
snalysis. The chapter focuses on.different sets of assumptions sbout chenge
which .are current in both academic and practical texts. Three basic pery
spectives, or paradigms, ate presented: the rational perspective, which is
based Jon."the admipistrativk science model and focuses on the dellberag
deoiszonSL of admlnlstretors and other actors; the political perspectav
which evpbasuzes the process of conflict and compromise that characterl;es
chenge an most educational contexts; and the social systems perspective,
~.which emphasizes the interdependence of actors and organizations ain the
educational system and the interaction of school culture and structure. The
chapter also describes three separate levels of analysis to which these
perspectives may be applied; 1individual actors,- the school as an organiza-
tion, and the surrounding community and social context. . This discussion 18
uged to sensitize the reader to different ways of thinking sbout change and
to the assumptions about change that may underlie.the reader's current’
perspectives on school improvement.

- . R ’

The twelve case studies are organized into threl parts of thas
volume, each focusing on a different set of themes or 1ssues in school
improvement. The case stddies in Part 2 emphesize 1ssues related to leader-
ship and participation. Included here, for example, are 18sues’ related to
the roles of school administrators, teachers, and community members, as well
@s the relationship between tedécher participation in,the change process and
feelings 'of staff ownership of the change decisions. The case studies 1n
Part 3 emphasize stretegies and tactics. These 1gsues include cratical
decisions (for example, whether to attempt comprehensive of focused change),
overall” change strategies (for example, whether to adopt externélly devel-
oped or home-grown solutiofs), aMi tactics for dealing with or taking advan-
tage of the local context (for example, integrating federally funded efforts
with other ongoing efforts). Finally, the case studies in Part 4 emphasize
readiness and contingencies.  Included here are critica] events (such as

teacher strikes) gnd eharacterastics of the school and 1t§ staff that affect '

the readiness of the school to accomplish a change program. Each of the case
studies 1s followed by questions that could be used to_ stimulate discussion
i1n a course on educational admlnlstration or to encourage the.thinking of an
fndividual reader.

" The final chapter--Part 5, Chapter 15--includes an analysis of the
case studieg which 18 guided by the topical themes of the three case study
chaptprg. Whale, thas analysas develops some generatizations sbout patterns

4 [

hat are apparent amon the”cases, the primary purpose is to further 1llum-.
g

inate dilemmas and 1ssues for the manager of chenge programs in schools,
rather than attempting to provide prescriptions. Implications for educa-
tional adminiStrstors are presented in terms of the diversaty of approeches
appropriate in dlfferent contexts. Y -

-\ ,*“.




CHAPTER 2
PERSPECTIVES ON THE ‘scuoov. IMPROVEMENT PROCESS  °

. Managang the process of ,ghange an “schiools seems to be one of the
' per31stent dilemmas of sthool administrators. School improvement--whether
at ‘as fispgl, adminastrative, or curricular--hardly ever seems to occur
smoothly. Administrators turn to many explanations for the problems that
face them planoing for and impleménting new programmatic activities or
structures in their schools. Note the different viewpoants im the following
vignette, whach anvolyes.three prancipals who have, just been informed about a
*new state mandate requ1r1ng career educataon in the ch?ols

* Prancapal Blué Adems Junaor High does need a qgood career
educatlon program--but it's just going to be ampossitie. T
Every time I try to do something new, I get caught between
the union presadent, who teaches 1n my school, and the
superantendent, who wants to make sure that the teachers
stay un their places. It's an impossable situation.

Prancapal Green: , Well, the tepcheré at Revere'don't pay
much attentiemto the union, and the 'superintendent hardly
/' seems to notige us.*'But, i'11 tell you, with a staff

‘ ‘whose average ‘age 18 over 50, and who really® lake to run
a taght ship wathan thear classrooms, you can't make too
mary changes. My problem is really the whole clamate of
the ‘school; 1t's as old fashioned ps they ¢ome. I'm
afraad 1f I traed to 1qt duce career education in the

tlassroom, as some of e younger teachers and I would .
Ny lake to do, the older ohes would Just not gave it any
attentaon. . ) .

s

Pr1ncipal Tan: [ can see what's going ;thbzpen--the
central admanistration will panic and rgh somethang

down our throats. I thank we shouldn't do anythang untal v -

we sit down and figure out what our diastrict-wide prz- '
oraties are in career education. We need to collgct '
better anfoxrmation--from parents, from local industry, :
and so on. Sometimes I think that crisis decision
making is a way of life in this district. It wouldn't
have to be that way if we could just allocate a few
_resource/todbetter planning.

These administrators obviously have different 1deas of the major
barraers to change in thear schools--but do these differences represent real
dafferences in thear school settings or an the behavior of the superintendent
towards thear schools, or are the differences they note a function of each .
adminastrator's own anterpretation of, similar circumstances? The answer
18 probably both: each school deparfment, school, or dastrict is different
and has different problems, but indivaidual administrators also brang thear
own experiences and preferences to the anterpretation of each situation. The
variety of ways in which administrstors anterpret their chgnge opportunaties
is the- subject of this chapter. .

[ .
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Whether or not they ara aware of it, all admipistrators are equipped
with a set of assumptions that gulde their interpretation of what happens in I
their schools, and also their plann for the future. ' These assumptions :
constitute what some call "theories=in-use." Theories-in-use may be based, .
1n part, on the administrators’ intamate understanding of how their particu-
> * lar schools or districts work. Ina agdition, most of us carry with us a
broader set of assumptions about how the world works, which may be derived b
' from such various sources a@s our parents' belief systems, 6Ur early college
courses, or our political orientations. * “ “

) . i
. - '

Y .

Let us take an example of hqw dlfferent.people have different
theories-in-use. Below are two_statements that can be made abdit how to —
mprove schools: _ LT, . S

¢ To 1mprovg schools, we must first ch nge the attitudes, ",
+ values, and behavlor of individuals,
e To improve schools, we must First make sure that they
are "healthy" organizatidns, _ . . .
. ‘ . . /

Many people would agree with *both of these statements; but af asked to
choose between them, most would have no trouble selecting one as being more
amportaft. There are real differences, moreover, between the actibn 1mp11-

catlons of the two statements; the administrator who_acts upon a basic belief,

- hat the individual 1s key to any successful change éffort may well degign a .
Jifferent approach to implementing change than the administrator who believes .
— — that a supporti ocal enwaronment 1s most critical. _Admanistrator A, for_ L .,

example, may spend moSE"of her time working with individuml teachers who are
having problems with a new reading program. In contrast, Administrator B
might allocate his tige more’ heavily toward making public relatlonsg presen-
tations 3bout the program 1n local newsgapers.

. p .
The administrator's theories-in-use are therefore very important 1n

determini his or her effectiveness as a leader. If the ‘sfrategies for
managing change correctly anticipate prob}ems, conflict, or other 18sueSy and '
. ncourage the design of appropriate solutiong, the change program 1s f{kely

tQ be a success. Where the theories-in-use are incomplete or inappropriate,
however, they may narrow the sdministrator's vision, and blind him or her to
plausible interpretations of his or her situation, not to mention ways of
wmproving 1it. For example, Prmcipal Blue 1n out earlier vignette may be
discouraged, about 1ntroducing change because of conflict between the superin~
tendent 's office and.the union. Since he believes that he cannot, at least
1n the short run, change the power relationship and conflict, he rejects the
possibility of change. Looking at &he same setting from another perspective, -
however, Principal Blue might attempt to desmgn a change prograp that, could .
bt 1mplemented within a conflict setting--one which attempts to maximize the 3
incentives for 1ndividual participation smbng all groups, while ‘not sttempt -
"1ng to solve the larger pdlitical conflict. Such a strategy might not work,
. ' but we have seen ‘man@ 1nstances in which 1t will. We have even seen in-
. stances 1n which conflict was turned to the advantage of a change program.by
4 ut1lizang the cohesiveness developed among teachers durlng strikes to support
school-iide curriculum development efforts. .
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’ Similarly, Principal Lreen, who :s .distouraged abomt change becsuse
* of the age and traditionalism of his tdachers,. appears to have overlooked the
many administrative techniques that, can be used to increese the dissatisfac-
tagn of his secure staff with the1r-current approaches. Has he overlooked,,
“ _for exsmple, ways of gacreasppg {or higRlighting) external -pressures for
change, either fram the superintendent or from pareiits? Or has he considered
mak1ng special, efforts to "convert” one of the more influential and popular
traditional teachers to an interest in career education? By treating all.of
the older teachersras an undifferentiated and powerful group, he may well be
overlookzng the leverage that he can exert. .

- The pufbose of this chapter is to d1scuss some of the different
perspectives +hat may be found in the broad set of literature on planned
chenge. Jhe reason for presenting multiple theories of change.1s not, of
cours¢, to provide an exhaustive synthesis of years of research and more

U Spetulatlve wpiting in @ relatively brief chagter. instead, the review of
different theories will be more cursory, and directed at the \mpl1cat1ons
that they may have for the way in which managers may approach the change
process, or behave during the change process.* The ultimate goal of this
chapter 1s not to prescribg one way, or even a set of "best" ways of viewing
the planned change process. On the contrary, gt 1s intended to reveal the .
complexities of change both in theory and real.f fa spttings, and to encour-
age the reader to move toward a multi-faceted approach to the planning of +
change. As has been nofed in.Chapter 1, both administrators and gdministra-

tive theoris¥$ too orE&1T£811 into the trap of over-simplifica®lon, which

results in sets of simplejpropositions about how best to mandge change, or a

single preferred approach. Thissshapter emphasizes the vafue of multiple

lenses or_framew rough which the case studies presented in later b
~chapters can be viewed- which can also be epplied to the reader’'s own .
~? school and district settings. L L e . ’

.

All toid, we’wlll describe nine different models of the change
process which are currently found 1n either theoretical discussions of

organizations or textbooks @ administration and management. After present-, .
ing the d1fferent models, we widl discuss their implications for the analysls
of change strategxes . -, -

. .

. 8efore turning. to our discussion, a brief note on terminology may be
helpful. In our discussion we will use the terms theory.and perspective
4 interchangeably tosrefer to eﬂ;ﬁftlbroad set of assumptions about how the
J change process-unfolds., With#”each theory or perspective, we assume that
there are a variety of different models. The term model 1s used to «efer to
a way of interpreting the behavior of individuals™ and ofgamizations that
. emphasizes certain components of & broade{ theory pr perspective.
’

* -
ff’ P I J . * THEORIES OF CHANGE e

Theré are as many different ways c13331fying theories of change as »
there are writers sbout chagge. Some have divided theory 1nto disciplinary.
R \ » . .
. }

.
L 2 L

' *The. reager who 1S 1nterested in pursuing any of the perspectives
preifQEEd in this chapter in more depth 18 encouraged to review the biblio-
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perspectives, based on paycbqugy, sociology, political science, and anghro
pology (Argyris, 1975; Louid® and Rosenblum, 1978; Zgllschan and Hirsch
1976?. Otherp look at cross-discaplinary trends, and' émphasize categorie
such ag ratighal versus system perspectives (Deal and Nght, ‘1979; Rosenblum
-and Louis, 1981). In this chapter we will choose a rel ly simple classi-
- fication of general theories of chsnge which .conforms loosely to a common
' three-fold ddvision 1intd rational, political, and socigl systems theories
(see Allison, 1971; House, 19813 Sieber, 1972; Zaltman et al, 1977). The
basic assumptioni.of each theory are as follows: . .Y

)
. 3

e Ratignal theory: Basedygn the administrative science
” model ,~the rational perspective emphasizes'formal deci-
sion making and planning, and the features of decisions
that can be predicted or controlled by the administrator
' v or okher actors. * ’

L4
. e Political theory: The polatical perspective emphasizes
‘ . the power structure of the sy y~and the process of
* conflfct and compromise that ¢haracterizes change in . </

’ most educational, contexts, It also attends to the
ways 1n which the exercise of.influence and control

[ A

, ‘affects the outcémes of change. .
~ . e Social systems ‘theory: The systems perspective emgna- .
- s1zes the interdependence of actors and organizatitms
in the educational system. In this perspective empha-
s1s is placed upon the interact}pns of the structure T
. and culture of the schggl. |
¢ 1 . f
What 18 especfa119 interesting about the three theories 1s the way 1n
which they form a continuum with respect to the Yegreé of autonomy, or
freedom” of action, that 18 assumed. Thus, the rational theory 1s based on
the assumption that men and women are free to determine thein destiny wathin.
very broad bounds. On this view, a good school administrator collects ail
. the best information that.pertains to a clearly defined problem, “meaches a
contlusion based primarily on that information, and implements his conclusion
without serious let or hindrance from the world around him. At the other.
extreme, the social system perspective implies that events are often beyond
our control, that structures of eppqrtunity and constraint are d1é§ated by
hisffory or the functional needs of society, and that the cultural and rela-
tional sttributes of huaan beings are not easily altered. Thus, ‘school .
administrators are seen as being ihfiuvenced by their personal values,-fﬁejk
collective values of thogse around them, unanticipated events, ghd certen
inherent properties of educationgl systems.* Quite robviously, there are
‘many occasions when social system propert.ies thwaft the most arduous efforts
"of change agents,« This is most obvious in the case,of financidl resources, >
* " the lack df which was a critical,problem in many of the case studies present-
ed below. Hheneufficient funds %ire availabl®, environmental properties can

%
»
‘ *Some inherent properties of educatibnal gystems that are said to
affect ﬁlanned change are vulnerdlity to the environment, diffuse goals,
a weak knowledge base, the semi-professional nature of teaching, and a
nopecompet ftive market structure. i See HiTe§ (19812, Sieber, (1972), and
Pincus (1974). . v, N C .
-j . ” . S I Fl v "
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atill place {;rrlera in the way of goaf{jchievement. Indeed, what is common-
x,ly referred to as the “readindss” of a district or school for planned change

18 often determingd sojlely by system properties. Note that such precondi-

tiOﬂSﬁ whether they be negative or positive, are very difficult to alter.

This is a typical feature of the gocial ayatema perapectlve. J

The political perspective reflects a sort of compromlae between these
two ‘extremes of freedom and constraint. Gn tbe one hand, it pays its re-
spects to the ‘rational Rhoapectlvd am 1ts recognitlon of manipulation, force,
and the exercise of authority as tools of action available to all adminis- ¢
trators. Clearly, emphasis on such mesns of influence is founded on an_ .. |
.assumption of high autonomy--Machiavelli's Priance 1s viewed.as a paragon of
rational political behavior largely gwing to the fact that he enjoyed enor-,
mous latitude 1in the’ gxercise of guile and other political techniques., On
the other hand, the political perspective also acknowledges certain of the
conatralnti/f&pllglt in social systems theory. It notes that-compiomise and - .
defeat are vitably part of the political process, that an accumulation of*
vested 1nterests and counterva111ng powers sets limits, ta what one can obtain
from others, and that one's authority 18 based on the consent of the govsrned
and is therefore subject to diminution. Even 1n the case of the Pfince,
Machiavelli real};ed that force must be tempered as soon as pessible lgst the
population grow “to detest their subjugator and plot his overthrow. It is -
this antagonis between freedom and cqgetra1nt that glvea the polidical
perspective 1ts ,peculiar v1tallty and 1 gf?f1nence mogdern plurallatlo
society. > *

Iﬂ';ddltlon to these three general theories, people also hold daf-
ferent beliefs. about what 1s of pramary importance 1o accounting for the
outcomes of any activity or event in schools. Here again we can 1dentify
three distinct types of beliefs: ] . - . '
. ] iy
e Individuals: In school-based curriculum.change, indi-
. v1dual.personallt1ea of teachers, principals, and other
actors in the system'may have an impact on both the
process and outcomes. . - .

# Schools as organizations: Schools as formal organizationg
* have a variety of properties that may affect any change pro-
cess. The implementation of most curriculum ‘improvements
{and many other innovations) is likely to have some. school-
wide_impacts and 1nvolve some alterations beyond the indivi-
dual level.

'I . [N . v v S -
| J

School ‘context: The .community and the larger spcial and
cultural enviromnment have “a great influence upon the school,
settlng both opportunities and constraints that limit the
ways in which, and the, degree to which, schools can. change.

The three general theories described earlier and the three sets of beliefs
described above can be viewed as iwo distinct dimensions--each theory can be
applied to the individual, the organizational, and the school context. Table '
2-1 shows a brief summary of the nine different models on change which emerge .
when the theories and beliefs are arrayed.
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- . - ALTERNATIVE MODELS OF CHANGE
. ) o Thgoretical Perspectives on Change « -
' . '
Bellefs about What Is L. RAI\ONAL‘ POLITICAL : CIAL SYSTEMS ;
of Primary Importance PERSPEETIVE PERSPECTIVE ERSPECTIVE §

. : * “Staff incentives: ., Entrepreneurial; Social men: |

INDIVIDUALS emphasis on per- career and status individual location
. . . suesl incentive - maximization; . . in and antecaction
- J systems . T "powerless func- with social/profes-
. ] . . tionary" image of gional environment
, i . . teachers
A ’ - i ~ - I
. Goal attainment: . Power structure: Classical systems:
SCHOOLS (as _organgfmns 88 ,*, _emphasis on the emphasis on the
organizations) -, ‘planned sogial ‘operation of for- interaction between
P units . mal and informal the structure and
e . power, structure the culture of the
, . . s . organization '
. ., T ' ' . i ’
7 ehvicondntal : ‘
, s ) « Esivironfiénta ’ Reflective: System dependency:

- e L, information: schools mirror « environment as a
*CONTEXT/ : » ,' the school con- and serve the __source of-resources
- ENVIRONMENT T " text as a source yalue-system * upon which the
i . /ot' expertise“wnu“'"—'_l- of the larger school is dependent
1 informatdon for = -society n

s, decision making® .
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The basic elements of each cell sre briefly described in the table;
the following pages deséribe in greater detail how each of the models 18
applicable fo an understang1ng of change processes in schools. Attention
. 18 paid not only to the basic assumption3 underlying esch model, but also
to the strengths and weaknesses of each in agsisting the adminxstrator in

. improving h;g:?r her own performance &8s an instructional leader.

It is important to emphasize before beginning that, while each cell
does represent @ distinctive way of viewing the world, it 1s not possible to
classify either theorists (or administrators) exclusively in a single cell.
Mogt people ‘apply multiple perspectives to different situations. An adminis-
trator, for example, may use pramarily rational perspectives when designing a
schpol improvement effort but a predominantly political perspective to
explain why some of his or her efforts fail! Samilarly, adminigtrative

thedrists do not belong exclusively in one or another cell, although thear

work may reflect a predominant "theory-in-use."

.
-

: ' A -

~ The rational perspective is by far the preferred "theory-in-use" of
most administrators. °‘This, of course, 1s not surprising since the perspec-
tive focuses on; features of the school setting that administrators can do
something about. Mowever, 1t 1s critical to emphasize that the rational
perspective, while reflecting traditional approaches to educational adminis-
tration (Erickson, 1979) is, at best, a“partial view of how effective man-
“Bgement and planning must péoceed. While it may be argued that the rational
approach to the plamning and management of change should be well tempered by
doses of theory derived from political and systems perspectives, the absence
of rationally-based management can be j?ﬁhlly serious. Indeed, 1f the cases

the Rational Perspective

presented in the later chapters of fhis book are at all representative,
school administrators are often no mofe likely to exhibit rational planning
behavior than to show skill in managing the political or social systen,
despate thefr stqted preferences. * ’

-

- b %
There are three different ratipnal frames which can be uged both to
explain what "has occurred 'in schools and to plan for future activitaes.
There are staff incentiVe models at the individual level, goal attainment

the level of the environmerit’ or context. Eacﬁ_ﬁ? these rational perspectives
adds a great deal to our ability to understand and analyze planned change
activities, although, as will be discdised at the end of this section, an
overemphasis on the rational model may constrain an admm.lstratoi's abilaty

to manage chignge effectively. ¢

Staff Incentaive Models. ' Two authors {one of whém 1s an ex-principal

» and the other an ex-superintendent) have noted that:

Many administrators fipd individual personalities-~although £
complex and volatile--easier to understand than the dynamics
. of complex systems suchjas schools and school districts. .Ad-
ministrators often overemphasize the cohesivenéss and ratio-
. nality of the system and their own ability to control
“(through formal means) the activity and sentiments of
- others (Deal and Nutt, 1979, p. 27). . -, .

. . models at”the organizational level, and environmental information models at .

-
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At 1ts most dktreme.this model views individuals as “complex informa-
tion processing systems” making choices that will maximize theit own objec:
tives (March and Simon, 1958%. In order to introduce chenge, one tust simply
ensure that new procedures are consisteht with employee self-interest, This
model 18 derived from the economists’ assumption that the market reflects the
choices of highly rational individuals who have the information and ability

" to maximize their own 1nterests. The echool administrator sensitive to

A

-

this perspective may go beyond' economic incentive systems. He or she might
emphasize the school administrator's ability to understand the personal
incentives of the other important actors in the school--teachers, students,
and other professionals--and to design ‘new programs that will not conflict
with 1nd1v1dual needs (Barnard, 1938)., - .

- P

Dne of the reasons school administrators cannot, lodk to trad1t1onal
economic reward systems 1is, of course, that the reward structure of school
aysbems 16—quite flat; moreover,.changes in_the reward structure_sre largely
out ‘of the hands of the principal, and even of the superintendent 1in a
district with strong professional associations or unions (House, 1974),
There are few opportunities for rewards or promotions, no matter how well a
teacher performs. Those' promot 1ons that do_occur are often based upon
sseniority or certification (taking advanced degrees in specialized subjects,
“such ag cowngEling) rather than pure merit, 8s would occur in an open market
sitUation. If the school administrator had to depend entirely on the—avail-
abality of promotion or pay increases #Q stimulate 1mdividual innovation, it
18 clear that any strategy that relied extensively on personal 1ncent1ve
syatems would be 14m1ted in its suctess.

In plannxng a school 1mpr0vement progﬂs;P the admlnlstrétor sensitive
to this perspective would anaIyze what motivates his or her teachers--and
also what serves-as genuifg disincentives (Benne and Birnbsum, 1953). For
example, @ modified incentives model would emphasize locating the character-
1stics of the school program which are irritating or unpleasant for teachers.
If the sources of pain can be .located, and the. administrhtor can propose
innovations that will help to remove or .reduce this pain, then the personal
incentives of teachers to participate will be incressed. The administrator
who understands his staff (and has access to some d1scret1unary funds) can '
also provide positive xncentlves for individual innovation--for example, he
can allow teachers who are 1nterested in an innovation to travel to another

.school district,to observe it in use,.or to attend professional conferences

and visit program developers who may provide information 8nd assistance.
Meny teachers find travel and professional opportynities both persunally
rewarding and status enchancing. \J .

In sum,, while the ability of the administrator to manipulate the
incentive system for 1individuals 1s often circumscribed by funding limita-
tions and the basic organizational characteristics of schools, it can be of

value., We can-sumnarize the implications of this model for the management of
ch&%e as follows: .

School- administtators attempting to initiate change should

ensure that the new program 1s compatible with the exist-

* - 1ng values and bshaviors of their staff or+they should make -

sure to introduce a priurachange effort To modify relevant .

values and behaviors to be conaistent‘w1th the new practice.

N .
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Goal Attainment Models. The rational theory of schools as organiza-
tions emphasizes the Inherent desifie on the part of sthools and school
professionals to maximize the goals of educat ion {see Thompson, 1966}. There
are, of course, many pressures that reinforce the desire qf schools to
improve their performance, particularly un the student echievement objective.
One clear pressure is, of course, the competency testing movement, which
gives' secondary schools ip particulaxr a dramatic incentive for improving
parformance. However,.the imposition of competency requirements is merely a
cap- to the increasing professional concerns™>about the "productivity" of
schools. Poor performance of students (or lowered performance) 1s usually
met with administrative conflict as well as public outery. Thus, the motiva-
tion to improve the school”s effectiveness on some measures is ever 'prespnt.

o= »

Ogah tent -feature 6f schools that should #also be emphasized is
thaty ke%’a‘ﬁ'ﬂpubhc organizations, there 1s gemerally .a high level of
commitment by the staff to goal achievement (Etzione, 1961). Thus, it 18 not
Just the top’fndministrators who wish to amprove school performance, 1t s
also the teschers. Many surveys of teachers have shown that, while there 1s
often disagreement about other goals of schools, there 1s enormous sgreement
that ensuting studen® achievement ‘in basic skills 1s the top prioraty,.and
tha emphesizing th® learning of some key social values 1s also important.

A significent feature of the goal attainment model 1n operation 18
the need to,specify concrete objectives at every level. Thus, for example,
there has been considerable emphasis upon techniques for goal specification
in schools, such as Management by Objectives, and Program Planning Budget
Systems (PPBS) or zero-based budget systems (House, 1972). S¢hopl adminis-

trators who have "8 strong goal achievement orientation often try to formulate ,

(and get teachers to'formglate) objectives at either the classroom or grade
level--gometimes at the pupil level ~by pebformance contracting., Here, of
course, the assumption is thit breaking down™ ol "BIG" goal unto smaller and
shortér term objectives may make it more meeningful as @yotivetor of behav-
ior. The implications of the goal attainment model for the administrator
include the following: v

o ~

Schogl .admi’r(istrators‘-att‘mpting to initiate a change pro-
gram should ensure that the goals and strategies of pro-
posed activities or curricga are compatible with those
currently predominating in“the school br they should set
appropriate and comgatif:le organizational goals.

- ‘ ] -
' There have been many writers who have pointed out the strong lipita-
tions of the goal rattainment médel in school set%gs, however .y, First/, the
classic assumpt fons gf the model are that goal tainment isk;a motavator
beccu\se of the need for "organifatipnal survival": market-based orgenize-
tionsM\that do not attain their goals arg expected to go out of business.
Schoolw, in contrast, cen'survive presumably forfver as underachievers
because they are legally mendated public organizetigns. Second, there is
very weak knowledge sbout cause and effect in ed ion. Even where there
are clear goals, end a strong educational desire to Mcreasé effectiveness in
meeting them, it is not dlways possible to select an intervention that will
lead to that change. It is well known in educational research circles that
programs which produce remarkable, changes in student achievement in one

"
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district may fail to do so in another one next door. Furt\.“'lermore, in prac- .
tice there are enormous debates over the meening of educational go#ls, and it

is widely scknowledged that schools may have relatively little cont;ol over —_—
student achievement, which 18 known to be influenced by many other factors

such gs parental background, community values, Bndg student peer culture.

Thus, studies have skown that administrators (and presumably teachers as

well) tend to view "failures" of goal attainment as out of their hands. The
ircreasingly poor work climate in many schools also reduces teacher motiva-

-

tion for purely efucational goal achievemeni--many teachers may become more .

tied up in achie custodial objectives than .in educationally related

behaviors. » ) ) ’ ,
Ld . .

, Finally, ‘there 1s not always agreement sbout what constifutes. a
reasonable set of goals for schools, and disagreements about priorities among
goals within the overall objective of student cognitive learning are rampant.
Thus, the use of goals 8s a strong mgtivator in the change process may be
frustrated by lack of consensus among those who are expected to make the,
changes.,

Environmental Information Hodels. " In these models, the environment ,

1s “a source of Information.,.(which) 1s used by organizational decision- .
makers as one basis for maintaining or modifying particular processes and C
structures” (Aldr&ch and Midlin, 1978). Thys, whether or not a thange
program 1s initiated in @ school. 18 often dependent on the perceptions of
administrators about how the relevant environmental actors (school board,
parents, unions, funding Sources, etz .) are responding to the school and will
respond to the proposed .changes. order to understand how and why change
comes about, we may need to ask not only what the relevant _environmental
actors are liKe but also how the administrators (or other key decision

" makers) perceive them (Weick, 1969).

-
+
*

One of the key features of the environment of the school is that it

1s ‘;?creasmgly uncertain and chanying (Emery and Trist, 196%). Schools are

onger stable 1institutions 1in a stsble setting., Information from the
envuoment will affect the structure and functioning of the school. The P
degree of uncertainty of the information that the administrator receives from
the school's environment may*be a key to how the school should be effectively
organized and run. 0On the one hand, where administrators perceive the
environment - to be changing and unstable, the most effective way of operating
may be to/decentralize decision making and to emphasize interpersonal con-
tacts. Thiw 1s true because the decentralized structure increases the flow
of expertise and 1information from the environment to the administration
(Lawrence and Lorsch, 1967). In schools where the top administrators per-
ceive the environment to be stable, on the other hand, centralized decision
making and impersonal structures may Be more effective.
' » Corisider, for example, ] smal? rural school district which has a
supportivk community, "no strong' union, dnd little dependence on federal
funds. JThis type of district will require the superintendent and the princi-
pals to pay relatively little attention to "sensing" the environment:
.aince they can understand it easily, there 1s, less need.to involve many
teschers, parents, or other md1v1duals in order to arrive at acceptable-
decisions sbout educational programs ' (Rosenblum and Louis, 1981). In a
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complex urban system with a.strong union, factions among the parents, a lot
of dependence on alternative federal and state grants, and a rapidly shifting
economic base, the administrators must spend a great deal of effort in find-
ing out about how the environment 18 working before any major decision affect-
. Ing the program cen be made. This "“sensing” of the environment will provide
cr1t1ca1 1nput whach will improve both the ‘quality and acceptablllty of plans.

* The.focus of this model ;;, in sum, on th ed to have accurate
information about the environment as top,administratfrs make decisions about
how the district and achools uctured. Thu®y, the administrator who
can anticipate information n nd 1s able to systematically se:za? for

r

1onal

Anformation about the envar nt 18 engaging 1in @ significent,
ental

process to support change in schools. The implications of the envir
information model for the innovative administrator 18 that:
LN -
The achool administrator attempting to 111t1ate a change
. program should gather appropriate informa and expert
b "knowledge from local and more distant graups to ensure
“the soundest plan for change.

the major limitation to this model is, of course, that good 1nforpation does
not always lead to effective schools and change programg. Thus, we must
‘begin to look at political and social systems perspectives i1n order to

provide further explenation for the schopl change processy
.* —

g

- The Political Perspective . .

) Political theory adds a yreat deal to our understanding of the change
process although, just as with the rational perspective, 1t provides a
selective screen for viewing change 1n schools. Those who emphasize the
importance of the political perspective begin with a basic belief that social
cooperation 18 fragile, at best, and to understand hbw and why 1t occurs we
must understand 1ts stress points. The political perspective always implies
the potential for conflict, and 1t assumes a world of scarce resources” for
the most part. However, 1t does not always assume that conflict is destruc-
tive or bad for individuals or organizations. Rather, as we shall see,
conflict may be a necessary component of change processes.. -

. the ipdividual level, the political perspective is rbflected n
entrepr 1al models of change which emphasize the motives and methodp of
. the orgarti2ationsl elite. The most prevalent political perspective 1s

the power structure model, which emphasizes the importance of the formal
.hierarchy and informal power relationships within the school. Finally, at
the context/ environment level, we find reflective models, which view the
school as a mirror of the values and preferences of the larger social system.

" Each of these models is discussed below.

??Trepreneurial Modeis. The power and influence of individual actors

in the system are the focus of the-entrepreneurial modele There are two key

assumptions made, first, that most innovations i1n schoolg occur because of a

kéy individual : djfdre to maximize his or her ststus, power, or visibility.,
: %

-
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Conversely, innovations that do npt take root often do*so because they 3},
tHreaten the status or privileges of some powerful individuals. A number of 4
studies have found that sponsorship of a. new program by an individual is
critical to its success (Yin, 1979; Corwif, 1973). Other studies also show
that the values of the elite mensgers ip the organization are among the
strongest factors in accounting for how ithuch 1nnovstion occurs, while the
'valges of the staff in general are of Little importance (Hage and Dewer,
1973).

)

* v
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A second assumption 1s that teachers are, on the whole, "powerless
functionaries” (Sieber, 1972). For example, teachers are often viewed nat
_ ‘as 1ndependent professionals, free to make their own choices about how best
_~tG Berve the needs' of their students. Rather, they are seep as employees
1n an essentially bureaucratic structure. Others have emphasized the rela- ' .
. tively low levels of commitment on the part of teachers to their profession
{Géer, 1966), and the fact that union coptract negotiations have tended to
emphasize salary and work load 1ssues rather than quality'of education issues
(House, 1974), All of this added together suggests, to some, that the inita-
ative for, and the support of, 1nnovation must come from individual admin-
istrators (Wayland, 1964). The emphasis on the development of ‘teacher
proof” curpiculum materials over the past 20 years has further reinforced the
view of individual teachersr as powerless functionaries.

- . . .
If we were to summarize the implications of this model for theX _
\ practice of school improvement, we might conclude that: q;;
The school administrator should use the existing formal ' .
and informal power sjructure to maximize support for the
- . change effort. Particular attentypn should be paid to

+ powerful indivaduals, as they have’ great control over

. the course of the change process.
y . e -
. . The above image of the school clearly reflects some of the genuine
conditions which underlay the relationship between individual power relations
in the school and innovation. However, as with the other modeld we have
discussed, this, one 18 both limited anduonly partially accurate. We know
that many admlﬁastratons have found that captaining a ship of innovafion 1n
the stormy waters of a school is anything but qlmple. Teachers who, on some
- occasions, behave as powerless functionaries may, on others, become fully
able ejther to resist an innovation imposed from above or to 1initiate in-~
,novatidns of their own. In addition, the ability of the individual admin-
istrator to develop an innovative progrgm, may be severely constrained (or
supported) by his or her admnistrative colleagues. We will, therefore, turn
now to a politically based perspective which emphasizes structures and groups._
rather than the role of individuals. . °

* Power Structure Modelss Every school contains both a formal author-

ity structure, .embodied in an organization chart, and an informal power

structure, which usually varies somewhat from "the way things are supposed to

be." Unlike the entrepreneurial model degcribed above, this appreoach focuses
not on i1ndividuals and their power (or lagk of power) but on groups.

/
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" quently exacerbated by the fact that the central office controlall;at of
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There are a number of different ways of looking- for "factions" or
interest groups in the school. One may identify official role groups that
have different views of how the school should work--~teschers and adminis-
trators, Tor example, frequently see things differently as a qroup and
‘engage in conflict and negotiation regarding how thnschool will be struc-
tured or what change activities may be planned.. Sihilarly, individual
sschools may believe themselves to be unique and sepsrate from the central
office and 1ts staff, and this sense of separateneas may involve perceived or
actual disagreements. _Conflict between school and central office 18 fre-,

the resources, but the achool ultimately contrqls the imstructional Process
(House, 1981). Schools may compete with one_another over scarce resouJrces in
some districts, while 1n others there may other interest groups that
refiect” differences in a philosophy of educatidp. For example, the 1ssue of
a bpSic skills emphasis versus a more humamistic emphasis contindes to
pepvade the entire American education structuré, p :

Gne way of looking at conflict emphasizes the fact that it uses a
lot of energy which could, undei:her conditions,-de put to better use.

Others believe that conflict 2is erently bad becquse 1it.reflects basic
problems in the educational .eyst®--if we all agreed about our goals for
children, we would be able to avoid the arguments. However, many point to
evidences that suyggests that a school system without conflict 1s also oné
without stimulat and new 1deas and possibly one without commitment.
Some studies have found that the amount of conflict between role groups 1n
& school system is positively associated with the implementation of 1nnova-
tions (Rosenblum and Louis, 1981). . Others have noted that conflict—i3 more
pervasive i1n those schogls that have the most professionalized, active’staffs
(Corwan, 1965). Finally, there are many who believe that conflict is a
negogsary component of the cycle of evaluating and verifying system goals, .
and that through conflict and compromise, we build systems that.both care and
are coherent. (This latter view assumes, of course, that, when conflicts
arise, they are resolved.)

Another way of looking,at power structures and innovation, however,
emphasizes the distribution of influence and authority in the formal school
structure. This is a source of  tension within the system which csnnot be
resolved through tompromise. Many view the typical "top-down" process of
dntroducing innovations as destined to fail, either because (1) the teachers
resent haying new activities imposed upon them, or (2} administrators have
so little understanding of life n the classroom that they fail to antici-
pate resources that are needed to make the innovation work (Gross, et al,
1971). ThoBe who see the formal power structure as a signifieant barrier,
to innovation ih schools often #dvocate power equalizatian~--changes 1n the
authority structure which give teachers {or others with less power and
influence} more chafice to participate in making decisions that will affect
their work. Participatory decision making was officially part of the strat-
egy that was used in most of the cases that follow in Chapters 3 through 14
although there was considerable variation 1n how much participation was
allowed in Uiffgqent settings. .

. The power structure model has implications for the management of
change that are well known to most line administrators, but which are,
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perhaps, less well attended to in practice. One implication, for example,
is: .
L) < .
The school administrator attempting to initiate a change

program should enaure that .appropriate groups are involved

in making decisions and that debilitating conflicts are —
{ resolved.
) . "4
. Another, perhépa more Machiavellian, implication is:

The school admxnistrator attempting to initiate a change
ﬁrogram should coopt grod“a'that might potentially oppose

ia or her plans by including them extensively in the
decision-making process.

The power +structure model views the school and school distract
ag somethiny of a self-contained world. Many of the analyses of schools
using this perspective are rich in their understanding of the dynamics of
interactlon between different role groups or others. However, the power
* structure model misses another important element of the political perspec-
tive, which involves the relationship between the local school system and
other structures that affect it.

5
~ r

Reflective Models. The basic assumption of reflective models is that

schools exist, to a large extent, to serve the needs of the larger saocietys _
) As a consequence, the school 18 largely constrained to make changes that are
consistent with exiating social values and social structures. Many writers
who use reflective models could be classified as political radicals--they
emphasize the ways 1n which schools are used to retain the existing class and
social structure and stréss the school's function in Socializing students to
accept current middle class value systems (Bowles, 1972). However, there are
meny writers who do not share this radical interpretation, but emphasize
local politics and their influérice. Some of the earliest studies of American
communities revealed in detail, the ways in which community attitudes and
power structures constrained the choices of professional educators as well
» as dictating "acceptable" behaviors (Waller, 1932). While teachers in most
comiunities are now more insulated from direct pressures due to finance,
school administrators are still vulnerable to non-professional evolutions,
particularly as more and more communities begin to close their schools.

. Others emphasize the ways in which the larger set of structures’ in
American education have come to constrain the choices of .local schools.
Mayland (1964), for example, points out that the. autonomy of local school
systems is a myth, since the content of education 1s largely determined by
national textbook publisheFs, by institutions of higher education which set
standarde for acceptable performance and knowledge, by ancillary ,national
organizations such aa the AFT and NEA, and by other social trends sw#las the
physical mobility of American families which requires a curriculum’that 1s
sufficiently homogeneous across schools to permit children to transfer from
one district to another. Still other writers have attempted to, show how the
ways in which school districts behave are largely bounded by the requirements
end funding opportunities that are 1mposed at the state and federal level--as
every school administrator knows, the number of required programs demanding

' local funding increases every yesr. . . .

L4
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In sum, the reflective model emphasizes the ways i1n which the choices
available to a school are constralé? by political structures/ and powerful
vested interests. Clearly a change program that does not také into account
social structure and value systems that impinge upon the ool--both those
within the local community and those in society at | ~-15 likely to run
into trowle. To sumnarize the implications of this model for the adminis-
trator, we might conclude that;

The school administrator seeking to introduce a change

should ensure that powerful political’ constraints in the

environment are adequately assessed, and epsure that the

change strategies avoid arousing opposition from powerful
. groups in the environment.

The Social Systems Perspective

ox

_Social systems theory views the school as an organized set’of rela-
tionships. there are several key concepfs in the social system perspective.
First, there 1s the notlkn of structure, or the formal ways 1n which the
relationships between people, or departments, or different schools within a
district e organized. The notion of structure subsumes features of the
school such &8s rules and regulations, the division of labor, and the job
descriptions for key actors. Second, there is culture, which refers to the
noims and values which are held i1n common by the participants in the school.
Finally, there 1s the concept of interdependence of parts. Each school 18
viewed as a collection of units or parts that are tied together. Changes in
one part of the system (for example, i1n the principal's role) will have an
impact on other parts of the system (for example, the teachers).

Each of these concepts is particularly relevant to models of changg
at the dafferent levels. At the individual level, there are social man
mbdels which eKVﬁsne the ways in which individual behavior is affécted by

the social and\organizationsl context. At the orgsnizational level, we can
sdentify classycal systems models, which emphasize the telationships between
structure and fultwe within the school. Finally, at the enviromment/context
level, there are environmental dependency models, which focus on the need to
obtain a "fit" between particular environments and school characteristics.

) Social Man Models. The individual teacher or administrator 1s
embedded in a dense network of social and piofessional relationships. there
has been considerable research that shows that these networks will have a
great impact on the individual's behavior with respect to innovation and
change, Carlson {1965), for example, found that the friendship patterns of
superintendents were associgted with the spread of New, Math adoptions within
8 conty. The superintendents whose distaas were early adopters of New
Math were those who were more highly regarded-by their peers. New Math then
tended to spread to those who were friendly with the "social stars.” Last to
adopt were those who had few friendships with other superintendents. This
phenomehon has been replicated in many other contexts, both within and
outside of education. Thus, fop~example, other studies have shown that
teachers who spend more time talking about innovative idess and new informa-
tion with their peers are more likely to use the informstion (Louis, 1979).

bt
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Another social s&sfﬁm varigble that is a key to individual behavior
18 the degree of localism versus-cosmopolitanism. Individuals who have most
of their social connections within a particular gocial system are less likely
to be early adopters of new ideas than those who have many friendships, or
acquaintances outside. One easy way of thinking about loceliem and coamopol-
itaniam 18 to ask where an individual comes from--has he always lived &
his present community, and worked in the same school systgm, or has he
recently been hired from the outside? Another is to.ask whether the individ-
ual frequently seekd information or advice from people outside the school
oI district (for example, from the state department, from universities or_
regional service centers) or whether they are most likely to turn inward”
to a local specialist (Merton, 1968). One author has found that there
is a big difference, for example, between “career-bound" and "place bound"
superintendents. The career-bound super intendent is consciously ambitious
advances *quickly in his or her career by moving bétween districts to
better jobs. The place-bound superintendent comes to higher administrative
posityons more slowly and is usually promoted from withinh. Career-bound
tendents are more likely to sponsor new progrems and innovations than
are pléace-bound superintendents (Carlson, 1972).

#

) The values of a social system also have an enormous‘effect upon the
. behavior of individuals within that system., Mich Jof the research has focused
‘'on the effects of school climate and values upon student behavior and
achievement (McDill and Rigby, 1973; Moos, 1979; Barker and Gump, 1964).
However, climate and values a1§a/have significant effects on teachel morale
and teacher behavior. Reséarch has also indicated that the principal’ cen
have a great deal of impact upan the value system and attitudes of the
teachers’' (Gross and Herriott, 1964; Moeller, 1964). '

The social man model emphasizes the operation of natural communica-
tion and influence patterns. However, there gre still implications that may
be drawn for the school administrator who seeks to\affect the natural pro-
cess:

"~ 4
-ty .

The -edministrator seekfﬁg to introduce changeginto a "

school setting should find gpd use existing sgcial net- .

works. Change efforts shovfg begin with indif}duals who

“mare central to the communications system and who are
role models. el
4 s

Predicting whether an 1nnovat10n or new curriculum will "take" in a
given school 18 more compllcated however, than knowing the predispositions
of individuals within that system. We must also understand how the school
functiong as an organzzatlon and its larger settzng.

Classical Systems Modéls. This model views the school as en 1nput/‘

throughput/output system for producing and delivering services. The "inputs"
to the system (or "raw materials") gre stAdents and staff members. The
"ou;puts"'arereducated children. The "throughput" 1is the educatlonal pro-
cegs. Many systems analysts have noted,"however, that the school differs
from many other kinds of production organizations because the throughput
process is very complex and not very 11 understood (Perrow, 1970; Corwin
and Edelfelt, 1977). There is no 'Yscishee~of teaching"--the number of

-
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ex;ﬁ?tlons to ary rules of how best 'to teach a child are enormqus, and*
teadlers must rely heavily on’experience and "craft" knowledge in dtder to’
- carry out their Jobs. The, grester-the fncertainty within the system about
the throughput process, the more criticgl the press of local structural and
cultural 1ssues becomes in predicting how the school will function. In other
words, 1f the .teacher kmew that if he or she did A, then the students would
learn B, the importance of the velues apd organization of the classroom would

clebrly be of lesser importance." : )
y ( \:\ R » LY ‘ ) .
. Many studies have shown that characteristics of the school's struc-
ind ture and culture appesr to produce either adaptive, innovative, schdols’or

less- innovative schools, (Baldridge and Burnham, 1975; Louis and,Rosenblum,
1978; Cogpwin, ,"2). This, for "example, innovative schools tend “to have
structures that larger, have more gentral coordination of teacher beha-
» ¥10C i clgassr'o S, and have larger numbers of 3p§clallzed positions Hltth/
thg teaching staff. Schools with a strong cultural emphagys on communicaiyo
. and sharing.between staff members, openness toward identifying school prob-
¢ -lems, and a strong staff commitment to pupil aut;ongmy are 8lso more uhnova-
tive. " . . . ‘
] o

Rather than lopking for characteristics of schools that help %o

explain why sgme succeed®in adapting new ideas to their context while others

X fail, some authors have tried to characterize overall trends in the structure

~ and culture of Americen schools. For example, it has been noted that the
ﬁ principal 1s key to any major change effort but that (1) most principals are
' not xgained. for this type of leadership, and are overloaded with many agmin-
IstratNe duties which divert them from behaving%as instructional leaders,

and (2) variability among principals and high turnover in many principalships

t . * make the development of coherent, long-term improvement efforts Yaifficult

, (Rosenblum and Jastrzab, 1980). aSimilar analysés of problems in the struc-

. turing of teacher roles and the teacher subculture hgge been made, (Lortae,
. . -975; Sarason, 1971). . <o

Ve One recent overall characterization of the school as a system has

. major, Iunphcatmns for the administrator's management of the change prgcess.
Schools are viewed as diverging from the classical systems assumptions in
ne very important respect: different parts of the educational system--

. cladsroomg, schools, and district--are not slways highly interdependent.

Rather, schtbol systems are !'loosely linked." A number of aythors (Weick,
1969; Deal and Nutt, 1979; Rosenblum and Louis; 1981) have argued that the
= ‘relative autonomy of,tegchers within classrooms, and the freguently high

. levels sof independence of schools from dastrict offrce influence make it
, difficult to introduce sysatgmlde change. We have frequently observed

thet district-mandated pr are used 1n very different ways, in different
schools (1f they aw—«é%r at” all). * “Samilarly, the individusl teacher's
tendenscy® to supplefient or supplant- school-wide curriculum materials with

i

those of his or hér own preference mean that the educational process within®

A c‘.l,assrooms varies bfidely.
' s s » . ’
. While this'mode] emphasizes characteristics of, the school that are
relatively difficult for the school agministrator to change (and thus focuses
\ pramarily upon fonstraints), thé model nevertheless has important implica-
tions for change management (Deal and NuEt, 1979). Some of thesé,include:

] - ‘
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-~ The ,fch?:ol administrator initxating a change progream '
A ghould attend to the structure.and culture of the school,
* T and eénsure that these are Aupportive of change. .
I A “e . o .
4 An alternative implicgtion might involve ‘the need to create, through adminis-
*trative actions, an appropriate structure gnd culture: N * . -

e . .

. T ' The schgbl administrator initiating a:‘change program vS
., should engagé®1n organization develophent to promote

-~ - a "healthy" enviropment in which change can occur.

T

Finally, the school administrator might also draw the implication that he or
ghe’ should simply he aware of the power of local characteristics to influence
the course of changg, such as the tendency for localized adaptations of any
1nnovdtion. . .

~

. -
R
.

Environmental Dependendy Models. The envirommental dependency model
emphasizes the school's need to "exploit its environment in the adquisition
of scarce and valued resources” (Yuchtman and Seashore, 1967). Four typesiof .
Tesources.are critical:s personnel, information, products and servicesy and
operating funds. Thig _approsch assumes that. organizations are dependent on®
their enviromment, but can also act upon 1t to some degree. A key to the

pwodel is the assumptien that schools engage in both cooperdtive and conflict-
. 1ng relationships in order to mgximize their ability to acquire resources.

The environmental dependency model assumes Yhat the ‘best way of judging

* vwhether a schaol 1s opefating effectively lies in 1ts ability to obtain the
» Necessary resources to maintain, expand, and improve the educational func-
tions of the school and district (Hage and Aiken, 1970). Organizations which
expand their seérvices are, those which esteblish favorable relations® with ~
other organizations upon whom their progreams depend (Pfaffer, 1972).

The ev1ronmental dependency model can spply fo. both the school and
the dystrict devel. Discrepancies between districts in’ temms of resources -
are, gf course, well documented. While tesources. do not always translate P
intp better schools (Jencks, 1972} it 1s also cffar that there are many
school 1mprovement activities’ that canhot take place without district-level
resources. Thus, for example, one recent study showed that personnel charag_-

teristics had strong effects on the ability of rural schools to mount compre- *
hensive change programs (Rosenblun .and Louis, 1981), wh1le another indicated
Yhat effective change required financial resources to support release st ime
(Kell end Louls, £960). . . ’
N . . . * 3
L]

Wile 1n many cased differences between districts in terms of resources
. cannot pé traced to administrative’skill, there are also many 1fi which , =
* administrators can make a difference. Administrators can be active 1n .
tapping external funding agencies, 1n' ihcreasing parent and local -industry
participation, and in public relations which assist in millage elections.

While. the district 1s the basic unit for resource acquisition and
disgghibution, the principal also has considerable influence over the flow of
re ces to his ‘or her school. There are often s1gn1f1ca’nt dirfferences 1in
resources between schools within districts--differences that gogfar beypnd
the nature- of the physical plant. These differences may range from the
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ability of one principal to rec;u1h and reta1n better and more ene}get1c
€™ teschers, to actual dollar differences, attributable to the priancipal's
ability to persuade others of the urgency 6f the school's particular needs.
In addition, some schools are better at locating "free" resouices from
district staff members, regional pr intermediate education districts, or
other sources. This can account for much of the difference between ;one
school's ability to mount a major school improvement effort, while its

.neighbor in the same district cannot get off the ground for lack of re- .
sources. us, the administrator who can anticipate resource needs, gnd who
1s asble to systematically and creatively search for ways of meeting thoge { .

needs, 1s better’ able to support change in schools.* And yet, it must also be
emphasized that there are real differences in envirommental dependencies
between districts, and it is clearly not appropriate to compare the resource
acquisition process in an affluent suburban district with that in a fis-
cally-pressed urbap district with low property values, high wnemployment, and
other features which limit the total available resources. The implications
for adm1n1strat1ve action in a change program are clear: ‘b‘

The administrator who initiates a ‘school change program-

should scan the environment for all appropriate resources
C to support the change effort, and‘should recognize rea&(ﬁ\

istic resource constraints.

s SUMMARY OF THE CHANGE MODELS ) N |

“ % v -

Our discussion“®f change models has presented a variety of_ways in
which the school improvement process mdy be analyzed and interpreted. The
reader may or may not have recognized his or her own theories-in-use in this
discussion. Since the purpose of this chapter is to shed some light on

» alternative ways for 'administrators tg think about change, it 1s important to
return to our matrix and suwmarize some of the action implications of the ,
‘thange models. From~this discussion, it is clear that no individual model or
perspective 18 "truer" or better than others: each has & compelling and
onique contribution to make to an iamprovement of change management by school”™
administrators.

Each of the theoretical perspectives {rational, political, and social

o systems) 1s associated with a broad assumption about the change process
These three assumptions are: : .

. ® Rational: Jo change schools, we must engage in pational .
- planning and problem-solving processes. - ’ '

e Political: To change schools, we must use (or alter)
the existing power and influence structures.

' e Social System: To change schools, we must adjust the
.change program to the enviromment, structure, and cul-

* L, .ture of the local setting, There are no simple cause- ¢ -
ang-effect relat1on9h1ps between inputs and outcomes. .

. . .

. In addltlon we can also derive three assumptions from our rbeliefg about
* what 18 most important to the change process: individuals, schools as
organizations, or the contqzy in which the school 1s located.
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"o Individusl sa key: To change schoola, we must firat
conaider the E&tudea valuea, and behavior of indi-
t . vidusl teachers, atudents, orladminiatratora.
] School organization as key:s To.change achools, H'; muat =
. first ensure that the achool ia a "healthy" organization.
'@ 'Context/environment ag key: To change achools, we muat
firat make aure that relevant groupa and organizationa
! ,in the environment can, aupport and reinforce our goala
“and activitiea, s

* —_
. -

management, mphcatmna of each change model for the descriptiona in Table

o 2-1. The. implicati for each cell in the matrix .were derived by combining
;. change aSsumptiona a aociated with the theoretical perspectivea, and thoae
sasociated with beliefa about what ia important.. Each of these mphcatlona

- was introduced earlier in the diacussion, of each model.*

s N Y

In any actuaf change process, each g theae aaaumptions haa a great
. deal to offer as a"ﬁ&h!e to the administratok’'s behavaor. Ideally, a well
managéd change proc,eas would consider all bf¥the modela and the action
implacations derived from them, and app’iy thode inaights an setting realaatic
_. goals, choosing sgr.ateglea fqr reaching these gogls,. and asaessing progreas
and outcpmea. urse, ip 'the real world of the achool administrator, it
18 unlikely to bd poa ble’ ta a -and plan actiona at thia level of
detail;, and, indee ion to analyais may forstall action.
However, any adm;cg}azé‘ ior can be improved by broadening the
theonea-ln-use that ar used 1n g1ven setting. .
‘ The remag 9. sectg n
spectiyeéa may b qp iie

—

f thia chaptgr ‘1llustratea how the per-
ctual caaes,-gnd foteshadows some of the
lessons that may be dpawr fryh the casea.included in this volume. Since each
. perspective contging onlg, partial view of reality, apecial attention 1s
paid attéhtion o the, limita of each ‘and,- consequently, the waya in which
they must comglement each other, again by reference Lo the case tudy

. materlala. N . )

I . ,PQSTSCRIPT: LIMETS 'OF THE THREE PERSPECTIVES !
-~ ? . . -
As described esrlier, the rational perapective emphaaizea the/need

for deliberate, informed deciaiona in the aelection of explicat goa)s and
' the means ,for achieving them. (Intereatingly enough, the goala wffavered
) in our caada werg vaually idealiatic onea, auch as improving the mpthenatical

a, auch aa

akilla of Jjunior high studenta,)’rathex than maintenance g

. o
mptiona about *how to
a final preacription for ad-
er, aa noted in Chapter 1, adminiatra-
weigh the @dvantagea and diaadvantages of each tagtic
of changing circumatancea in their locdd environmenta. '

. *It, ah?:uld be emphasized that. theap a
manage change do not, by any meana
miniat’f*atmn, aa noted

tora must co

Table '2-2 repreaenta a revised matraix, g‘cmh aubatitutea some of the ¥

v
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- ' " _ Table 2-2 _
ACTION ASSUMPTIONS FOR MANAGING CHANGE 7
. Theoretical Perspectives on Change
Beliefs about What Is RATIONAL POLITICAL SOCIAL SYSTEMS
of Primary Importance PERSPECTIVE PERSPECTIVE PERSPECTIVE
' _ Ensure that a new Use the exasting Use existing sccial
INDIVIDUALS program 18 compafible,  structure of per- networks--start
-0 ; . with existing values,  sonal political the change program
. * . and bebavior, or try power, both for- * with those who are
to change relevant mal and informal, key communicators
i , values and behavior. to maximize sup- and role models. * .. _
r , port for the
] . . . - N effort.
¥ \)) P . lc
N Ensure that change Ensure that appro- Attend to the struc-
program goals are priate groups are . ture and culture qf
SCHOOLS (as . compatible with those  involved in making - the schpol and ens
organizations) ing or- decisions and that  that these are sup-
. . gan12a44Gn, or sed debxlitating con- portive of change;
ropriate organiza- flicts are resolved; engage 1in organiza-
: coopt opposing tional development
. - forces. as necessary.
. . v Gather appropridtée Ensure that power- ~ Scen the envirorment
‘ -7 .informpation from ful political con-  for all appropriate
CONTEXT/ . Iocal snd more dis- straints in the en- resources to support
ENVIRONMENT tant groups to de- . vironment are ade- the change, and
. - — 8ign a better ac- quately assessed; recognize realistic
) . tivaty, , Iittle change cen resource constraints.
. occur if the . .
- - . P environment
v * e . “~ opposes '1t.
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fend1ng off parents or manlpulatlng the faculty.) It should be kept in mind
that the federal program on which our case studies are based reflected a
rational problem-solving perspective in its stipulation that "validated"
products be implemented following & systematic needs assessment and a ssearch
for solutiong that mest explicit criteria, with teacher participation in both
these activities. Several of our, case study schools made a genuine effort
to follow this model, while almost al) complied with at least one of its
component- requirements. ’ )

) " The politital perspectlve focuses on conflict and compromlse,
influence and control, and thé role of vested interests in shaping events.
All of our 'case studies reflect certain aspeots of this perspective. Es-
pecially ‘pertinent are Parker Yalley, Ogden, and Jefferson where relation-
ships between faculty and administrators played a key role in the change
prOJect. In one instance, Parker Valley, the determination of the teachers'
association to.retain its autonomy vis-a-vis the administration was a
prime incentive for planning and participating in a new inservice program;
when conflict with the administration and community arose, involving even the
dismissal of teachers, the main purpose of the program became that of maine
taining faculty cphesion and morale. As the case study puts it,.the program
was a place where they could discuss and share problems, and receive mutual
support at a time when it was greatly needed. Similarly, in another case,
Jefferson Elementary, the project was transformed into a mechanism for
reuniting the faculty around professional goals following a bitter defeat in.
a district- wlde strike for salary intreases and greater security. And again,
in (gden, we ‘read that "the teachers emerged from the strike as a cohesive
unit with high morale." This, together with the departure of a reading
specialist who had incurred the hostility of the language ,arts department by
ignoring their customary prerogatives, caused the Ogden teachers to devote
renewed energies to the change effort. In all three of these cases, then, we
find that political conflict was not only a dominant feature, but was benefi-
cial rather than destructave. Indeed, it 1s doubtful that the problem-
solving projects would have survived without imbedment in a ¢onflict situ-
ation. This 1s a possibility that 13 overlooked by those who stress the need
for organizational harmony and external political support in the 1mplementa—
tion of change projects.

finally, the social systems perspective takes note of group values
and relationships, orgafizational and environmental factors, gnd the func-

- tional needs of social structures that often take precedence over the needs

and wants of individuals. Elements of this perspective are app11cable to
all of our case study schools. Thus, the role of such factors as the high
level of professional dttainment in Parker Valley, the departmental struc-
ture of Galaxy High School, the rural isolation of Bayfield, the lack of
financial resources at Ogden, Sugarville, and Charles elementary schools,
and the value placed by Greenfield's teachers on self-gsufficiency--all of
theses features are matters of deep concern to the social systems perspec-
tive.

Certain aspects of the gocial system might be responsible -for both
success and failure+of a change effort, but in either case individual ini-
tiative and action tend to play relatlvely minor roles.' Hath regard *to

+




.
1

)

failure, even 1n a school that achieved, very high commitment to 1implementa-
tion (Bell Elementary) we find'that environmental characteristics placed
barriers in the way of goal achievement. One of the principal's major goals
was to improve the image of her virtually all-black sthool in the eyes of the

, Jdistrict and the community &nd to reduce teacher turnover, yet ,this goal

was not realized. As the case study points out, "The school's bad image was
difficult to shake. As Principal Dewitt put it, ‘'Some judge the school just
by its faciljyties and the fact that it is 99 percent black.'" Even district
aoministrators shared this prejudice, failing to recognize the principal's
accomplishments in producing schoolwide curriculum change. In this instance,
,the cultural gnvﬁ'oment of the sthool frustrated the principal's efforts.
There are also occasions when the social system 1s responsible for achieve-
ment of goals. Indeed, what 1s commonly referred to as the “readiness" of
a district or school for planned change 1s often dgtermined solely by system
properties, a topic that we shall have much more to sdy about. later, But
note that such preconditions, whether they be negative or positive, are
difficult to alter or control. This 18 a typical feature of the sooial
systems perspective. '
1

+ ¢ By and large, the three perspecfives reflect different degrees of
autonomy on the part of.central’ actors in the drama of planned change, as
was observed earlier 1n this chapter., The rational perspective entatls
greatest autonomy, while the soci1al systems perspective entails least. Thas
observation gives us an 1important clue as to where the limitations of each
perspective lie. It also indicates why 1t 18 necessary to view them as
complementary approaches to understanding and guiding change, rather then
as self-contained, mutually exclusive theories.

The limits of rational decisfon making, a,perspectzve .which as-
sumes "‘that persons are free to select options within brgad limits, are
perhaps the most obvious. Rational decision making 18 constrained by
Jinternal conditions, such as one's-svalues, . knowledge, and psychological
attributes (anxiety, aggressiveness, power drives, and so forth), as well
as by external factors. These limitations are revealed repeatedly by our
case studies, Most obviously, unanticipated events such as teacher strikes
{Jéfferson, Ogden), court-ordered desegregation {Cramer), and  staff turn-
over (Sugarville) often overwhelmed a school's best laid plaps.

The limits of the rational "problem-solving model" were evidenced
in a number of less obtrusive ways as well. One common departure from the
mgdel occurred with respect to needs assessment, which was a major component
of the program's problem-solving approadch. The assessment of needs was
somet mes rather "slapdash," as demonstrated by the unilateral decisions
about career education made by the administgators in Treeline (where Charles
Elementary 1s located), and the second year deGisjons about inservice topics
of «a spall clique of teachers in Parker Valley's teachers' association. Both
cases suggest a tendency to pursue one's own interests at the expense of
taking a rational 1nventory of the needs of others. Indeed, rarely were
meetings of the local teams devoid of conflict and political maneuvering,
processes that are anathema to the coolly rational decision-making model. In
the case of Ogden Junior High, the Right-to-Read program foundered on the
refusal of the language artg department to adopt it because, as the case

study, points out, “(the department) was being stripped of the responsibility

N

.
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for teaching reading in the school.” In sum, there are personal incentivés,

group values, social needs, system properties, and untimely events that set
severe limits on the rational problem-solving model,

Even less obvious than the early impact of these political and
social system factors on the rational probfem-solving perspective is its
unanticipated inpgc} on itself, so to speak. For there are occasions when
an unylelding pursuit of the rational model can boomefang, that is, can
“have consequences that 'are self-defeating. Thus, a,rigid emphasis on the
various stages of the model seems to have alienatéd the faculty in Cramer
and Galaxy. In the case of Sugarville Elementary, when the project's head
office refused ta wllow the faculty to adopt a non-validated solution, the
faculty's commitment was so severely undermined that the local project was
eventually aborted. Here the ratianal model was defeated by the desire of
the local stuff to have a sense of ownership, self-determination, and secur-
ity with respect to the chosen product, needs: that were not satisfied by the
scientific ctedentials of the products presented to them by the project's
headquarters. The rational maodel might be especially prone to self-defeat-
ing consequences. of this sort because of its denial of manyikey features of
social and psychological reality. - -

At the same time, it should be underscored that the political aend_
social systems perspectives tend to belittle the genuine efforts of Wany-
veducators to act rationally, that 1is, to implement needed change on the
basis of assessed needs and the best available resources. It also under-
rates the ability of some educators to glter basic organizational features
of the school to do so. The example of Bell's principal in implementing.
IGE, and of Penton's staff in completely restrufuring the curriculum to
meet the ,learning goals of the district, are cases in point. (Ironically,
Bell's principal enjoyed the requisite of autopomy for rational action
precisely because she was 18nored by the district office, which seemed to
view the school as a hopeless enclave of cultural poverty.} Another example
18 the efforts by district administrators in Sasquatch .to turn all resources
over a five-year period toward developing a district-wide reading curriculum.
The case study in this volume documents only part of that effort. Actively
taking stock of one's inherited liabilities and assets, and drawing up plans
on the basis of such knowledge, 18 a mode of action that tends to be soft-
pedalled by the social systems perspective in particular.

Y .

The political perspective, in contrast, acknpwledges the possibility
of manipulation and the use of force td gain one's ends, which ends may well
be dictate y ratiorial considerations (& la Machiavelli's Prince). For
" example, the decision of the principal and reading coordinator in Greenfield
to include in decision-making activities teachers who were resistant to
change ("recalcitrants”) in addition to teachers with more favorable atti-
tudes toward innovation ("innovators") entailed the time-honored political
practice of cooptation of hostile elements in the envifonment. Note that
this practice is dictated neither by a rational decision-making model, which
ignores the existence of value-based opposition to rationally derived needs,
nor by a social systems perspective, which .tends to view such value-pased
opposition as unalterable. Seen more broadly, this example of political
manipulation shows that the readiness of schools for a change project need
not._be accepted {8 a, given, which tends to be the viewpoint of the-sbcial

!
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systems perspective, but can to some extent be shaped by politicsl action.
Thus, one wrald not have expected the faculty at Be)l Elementary to have
accepted the major revemping of the- program that was favored by the princi-
pal; but her formal authority, her independence from the district level, and
her tactits 1n involving the faculty in brainstorming and decision making
overcame the teacher's discouragement and engaged their commitment to the new
program.

- -

by But even the political model has jts limits, s major one being the
assumption that action tends to be politically motivated. Thus, professiond
al grounds for undertsking a change project, on the one hand, or properties
of .the social system that‘ shape change .independently of motivations, on
the other, are deemphasized in deference to such incentives as power,
esecurity, and status. CLonsidersble evidente could be adduced from our case
sty@fies to contradict fhis tacit assumption of gthe political model. One
example will suffice. The secondary principsl ‘} Bayfield exercised broad
contrdl over all aspects of the school. "All teachers reported to him, and
little went on without his khowledge," states the case study. And while he
and the superintendent were careful to present & united front to the public,
which entailed some gentle persuasion of resistant faculty from time to time,
the principal's motivation for monopolizing authority does not seem tg have
been political. Indeed, he “freely admitted that his background--he had
served in the military and opersted his own business--influenced his manage-
ment style."” Moreover, he pezgﬁsted in his advocacy of a taregr education
program, 1in spite of the community's placing higher priority 6n art educa-
tion. Indeed, 1t 1s hard to escape the conclusion that the principsl felt
compelled .to 1ntroduce career education because of the limited job oppot-
temities for local high school gradustes, necessitating their move to other
areas where they would be exposed to a:wide range of unfamiliar jobs. This
suggests 8 sEFg%E‘Etement of rational stock-tsking. Also, 1t can be seen
that he used his personal style of authgritarian management to gsin his ends,
8 style that was derived from his military and business backgrounds, a factor
of major concern to the social systems perspective. We see, then, that while
the political perspective may be helpful in describing structures_ of influ-
ence and analyfing tactics of control, it cannot always be relied on to
explain motivastion. Elements of the other two perspectives must also be
taken into account.

standing of the factors that enter into planned dhange efforts. Each
perspective sapplies to 8 different set of evehts, and the significance of
these events can vary widely from one setting to another, and even from one
time to, another within thg same setting. This means that the practical
utility of taking the different perspegtives 1nto account likewise depends on
being alert to situstional variastion.” The administrator must be constantly
aware of the changing characteristics of his or her local environment 1n
order to weave an sppropriste course of action among selected aspects of the
three perspectives. .

In sum, néne of the three perspectives 1is adegréEEZFQr a full wnder-

’

In the following chapters we"present a8 variety of cases of real
school improvemept programs in which administrators were faced with person-
alities, organizational characteristics, and community contexts that were an
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integral part of the story at eazh site. Iﬁl reading these case studies and
considering them both separately and togethep, readers should try to analyze
them using familiar models apd assumptions but also to expand their horizons
by applying some perspectives that seem more distant from their own experi-
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) . ; CHAPTER 3
, H . BELL ELEMENTARY scnog(- )
" Dierde Kell . ) !

1
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Sometimes a school’s.problems are so long-standing and so severe that
piecemeal changes cannot begin to' make a dent in them. In those cases, it
takes, a visionary administrator, lots df external help, and strong faculty
leaders to accomplish a radical school change progra#m. Even then, the
benefits of changelmay not be apparent for a number of years. _'

Jhis was certainly the case at Bell Elementary. One of 19 elementary
schools 1n a district which glso included six middle schools and, four® high
schools, Bell Elementary had, the worst image of any school 1n the district.
iraditionally all black, 1t had remained over 90 percent black in spite of
attempts at desegregation. The 425 students enrolled at Bell came from one
of the poorest sections of the moderately sized southern city in which Bell
was located: fully 80 percent of these students qualified for free or
reduced-cost‘lunches, 40 percent had a parent who had not fxnxshed high
schaol. v

/ v .

Accord1n§ to the school's principal, many ﬁarents in the Bell” com-
munity were either unmotivated or upable to give their chilgren the kand, of
preschool experiences that would prepare them for learning the basic skills.
In the more extreme cases, the children had only the most limited, concrete
vocabularies and had never been more than a few blocks from home. Although
not all cases were this severe, 88 percent of the entering kindergarten
pupils, in 1976, scored at the 20th percent11e or below on a district-wide
inventory of readiness for learning.

In the past, Bell had made several attempts to address the needs of
these children. Five Title 1 teachers_were working with 225 of the students;
in addition, thete were tutors from the universities and aides for the
kindergarten dnd first grade. Several Title III proposals had been written,
but none had been accepted. !

None of the school's efforts geemed sufficient to overcome the
impoverished backgrounds of the Be)l! student population. As the children
progressed through school, they fell further and further behind in skill
development; by the time they left the fifth grade, many still lacked basic
skills in reading and math. Despite the acuteness of the students' problems,
the teachers at Bell felt that their school was being negleécted by the
district. According to the principal, the district staff never seemed to
have enough time to give Bell the help they needed. Moreover, the physical
plant was in very poor condition; some requests for repairs or improvements
remained on the district's maxntenance last for years at a time.

For all these reasons, the morale of the Bell staff was ver)® low.
Many beginning teschers regarded a job at Bell as a "foot 1in the door." They
hoped to be transferred to other schools as soon as possible, and, 1f ‘they
were not tragnsferred, they felt bitter and, believed they had been stigmatized
by their tenure at the school. Teacher turnover was very high, ranging from

¥
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10 to 30 percent of the 25 teaching positions each year. Only a few teach-
ors and the principal had been with the school for gany years. They
either had strong ties to the local community or were strongly committed to,
teaching low-incbme children. These teachers tended to exert a great deal of
influence among therfaculty. . . .

About 70 percent of the faculty were white. Principal Lorraine
Dewltt, who was black, had taught at Bell Elementary for 25 years. She lived
in the community, her own children had attended Bell Elementary, and she was
very much concerned with community improvemerit. Small, sweet-voiced, and
soft-spoken, she. could alsoc be very stubborn and somet1me autocrataic,
accdrding to other members of the school staff. f}

- - 4 -

Dewitt had two goals: the first was %o improve educational oppor-
tunities for children in the Bell community, and the second was to improve
the school's image outside the local neighborhood. The district desegrega-
tion plans called for a 70-30 ratio of blacks tp whites at Bell, and Princi-
pal q:wltt hoped to develop a program that, in her words, would sell itself.

N ) . .
'
: GETTING STARTED +

Dewitt had been pr1n01pal of Bell Elementary for three years when she
first heard of a new federal program to assist schools 1n finding and 1mple-
menting solutions to school pr lems. She volunteered Bell Elementary
as a site for the program while the project in her -state was still 1in its
proposal phase. In September 1976 the director of the district's teacher
education center (TEC) informed her that the state-level project had been
funded and that Bell Elementary had been selected as a local school site.” A
search was underway for a field agent, who would be located in the TEC and
who would work with several schools participating in the project, Since the
field agent had not yet been hired, the TEC director met with Principal
Dewitt to explain the program more fully. Also present at this meeting were
the district director of instructional services, ‘the district curricubum
coordinator, and Diane Rosen, a resource teacher who had Just been assigned
to Bell half-time.

L4

One requirement of the project was that the principal name three
school "facilitators" who would*be trained in school problem-solving proces-
ses ang who would then help gquide the faculty through the problem-solving
steps. Dewitt named herself, Diane'Rosen, and a first-grade teacher, Mar-
Jorie 0'Keefe. . , ‘

4 * .

The faculty as a whole was informed of khe projedt durlng one of the
weekly after-school faculty meetings. Mos teachers supported the project,
but not everyone was enthusiastic. One teacher.said, "My first reaction
was, what makes them think, they can give us a solutlon to qur problem?"

In October 1976 Lorraine Dewitt, Diane Rosen, and Marjorie 0'Keefe
attended a two-day orientation workshop for all field agents and school
fatilitators. They were accompanied by two members of the district office
staff. When the facilitators returned to Bell, they shared what they had
learned with the entire faculty. Acting on a workshop suggestion, they also
had the faculty brainstorm problems and recorded them on newsprlnt. Copies
of the proﬁlem list were distributed to the teachers.




she was a strong quiding force. Dew:tt commented, . .

. 8nd the need.to develop strategies for dedling with the problem.

£, HELP ARRIVES © ., | : ,

In December Sharon Kirkwood, g teacher. in-the district and chaifman
of the ¥EC advisory committee, was hired as the field agent for the project.
Although Dewitt knew Kirkwood from her work on the JEC advisory committee,
she wasn't sure what o expect from her in Her role ae.mfleld agent .., She said
later, "It was easy to be apprehensive, because the dis#rict people usually
don't have much time for you." However, since Kirkwood was assigned to work
full-time with only three schoold, all of which were located. "lttl'" a few
mrles of each other, she had plenty of time to help Bell. During the first
year of the project, she visited the .school several times per week and.was
always av;.ulable vhenever she was needed.

. ’ ¢

Dewrtt and her staff greatly appreciated Kirkwood's help. As the
principal seid, "I don' t.think we could have handled as big a problem &s this
withaut some as,s1stance. ‘We have our day-to-day responsibilities. It's easy
to a1t back and,say, we're doing the best we can. The support person really

ives you more incentive to.try, and she broadens your perspective." A
teacher saud, "We wouldn't have had the extra push that she could give us.
We w uld have fehded to put thmgs “of f."

K1rkuood s approach: was always lqu-key, the school staff never felt

she wWas 1mposing 8 process on them or makmg-theu' dec1sions. Nevertheless,.l

»

We had no limits’ placed pn us, but I had 8 feeling that

Sharon had certain steps within her. She didn't say, you
- have to do this or you have to do that. It was 3 ‘ques-

tmn;ng teehthue to keep ypu on task. - .

Lal

The pr1nc1pal also gaid, T - : .
, * - -
She brainstormed with us and helped us to reexamine
our needs She didn't guide us, but- she asked some good’ '
questions’ 7, She was a facilrtator. She had a gqood .
skil} of‘aSkmg a question that helps to clar.lfy. -
) - .-
Soon after, she arraved, . K1rkwood met with the three facilikatgrs.
In response to Kirkwood's suggestiony Dewitt, Rosen, and 0'Keefe categorized
the problems that had been 1identified 1n th g’?’aeulty .S bram-etormmg ses-
sion and sent a memo to(the teachers., asking them to list the problem’cate-
gories in order pf impobtance. The faculty regponded that their greatest
concern was the lack of pre-reading skills 1n ch11dren entering the school

A

»

A second stat ewide workshop wag he 1d}n JdRupry 1917 This tame, the S.

.representatives from Bell included Devutt, Rosen, 0'Keefe, Kirkwoody the

TEC drrector, and the district curriculum cogrdinator. The five-day workshop
focused on traming, spe(:lf'mally to teach the part1c1pants to:

' 1. Conceptuahze theu‘ awn school as a social system; .

2. Analyze the nforces._mlch prcmote,and 1nh1b1t change, . .




S

4 Improve thear, cumunication, tr.-un,a-bundmg\, and problem- L
. ime e sulving akllls, and’

' l,’ ~ 5. \B\nde teachers 1n their own school thropgh problem iden-
. R tification, problem defimrition, communication with ex- $
perts outside the Iucal system," solution, selection, and ‘

the” implement ation ofsa school improvement cours®of -

* » 4 L

" The Bell fa:llltatons. félt thu trammg was very useful, and they later sald
) *  .they, had made afconscious effort to use the suggested techmques.
S. . .
P3N ¢ MAKING DECISIONS . o
A ¢ " - ~~ * . N .
' During the twa months fuiiuwmg the~training workshpp, Kirkwood met
‘evera} times with the three facilitators, to refine the probiem statement.
and they

gathered test data as evidence that the problem existe
Principal

sed the piogtam.deficiencies that hindered pemedial efforts. =
it did not mvolve tHe faculty as extensneiy as befote, feehng{"that

-, more meetings would be a burden_{& the teachers, However, the facilitators,
t&ne field agent, and the TEC dirkéctor did hold one faculty meeting dusing
- ich they, repatted on the woxkshnp apd answered teachers' questions. [n

March, Kirkwood wrote a draft of . the problem statement, which s'he 1ater

-, sunmarized.as follows: 3 \ . -

. Y P . v - ~ - -
The Beli staff want u1dance and gu1dehnes to incorporate a
- . " - pltogram to help alleviate the identified probiems. It was *

the expressed desire of the, faculty that the solutmn be K=5
! - and shouid be a systematic-spproach to providing *for the type
: of, curriculum and instruction needed af Beli. In addition,
. t -, the teachers requested an individualized approach o, staff
L ¢ development, with support sessions thruughout the yesr.

- ' ‘i&*\v > .

. . The Bell faculty percelv-es’the ma1n problem beand students \'

3 lackihg necessary pre-readmg gkills when they enter®kinder-

garten. 'In spite of past'efforts on the part of the entire

* * shgff, the deficits have not been overcome and as a resuit .
) children leave Bell lacking skills in reading. The

~¥<. individualized would take a child from his entry point and
- s, move ham along at his own rate regardless of grade level.
s It 13 also hoped that additional oral language experiences
wili provade the children with some stimulation and concepts
that students need. . ’ '
’ ' - ’ ,
The prob.l statement was reviewed by the facilitators and' by severai
P teachers egarded as "key" ?‘:cuity members. It was then sent to
the golution sear‘én unit of the project staff. This unit was responsible for

cataing? avallable research.based products in the areas of reading and math

U and iden 1fymg.thuse products nhlch wer eievanl tu the specific problems
«,-.™ of each lucal site. F\\ i

- v
-t 7 . | -
., . . . g"
.

ac tj&pn.. a .

. |
» staff thinks that a continuous progress program which 1s \
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u . In late Apnl, Kirkwood received the search unit's report and
called a meetilng of \the facilitators. At this meeting, the f&cilitators
decided they would screen the six -options themselves and present the more “ R
promising ‘ones o .the Bell staff. . At another meging in early May, they
narfowed the alternatfves down to three programs wh they felt best matched
Bell:'s goals and obJectwes. \

One of the th{ee progrzms, Individually Guxied Educatlon (IGE), had
;/Jn fact, been included in the’ options suggested by the search Unit, but
program that Diane Rosep had ,seen in use at another school. The ot'her
two programs were New Adve tures in Learnxng (NAIL) and the Diagnostic
Prescriptive Reading System (OPRS). While DPRS was mainly a source of
supplementary materials to be used for diagnosis and prescription in reading,
both NAIL and IGE were awmed at staff development and consisted of methods
. for helpimg teachers individualize 'instruction in all curriculum areas.
./ The three programs were summarized for the Bell faculty in a memo
which "also recorded what the facilitators felt were the advantaged and
disadvantages of each one. purirg the last week in May, each grade lefel met
separately for. one hour with Dewitt, Rosen, or Kirkwood -to increase the .
teachers' awareness df the three programs. The grade-level members received,
information and pample materials; they were ingtructed to study the informa-
twon and rank the options. Over the next two weeks, the options were hotly
discussed in the lounge, lunchroom, and hallways, as teachers attempted to
t* persuade their cgaeagues to select one program or another.
L
The hext act1v1ty was a faculty meeting. Each grade level's chart of.
priorities was put on the wall, and each had to defend its priorities on the
basis.of the whojle’ school's ‘needs. Following this, the teachers divided into
faur groups, cutting across grade levels, and attempted to reach consensus __
within each group.. Only one of the four gre8ps reached a consensus that day;

* .a conflict wase¢ecoming apparent. x 3. .

& The kmdergarten teachers wanted .to select Project MARC, a develop- o
mental reading program which they hadi partially implemented already and which ’

T could be expanded to the first and second grades. Several other teachers s

« vere also interested in this possibility, even though it was not one of the

:_B three programs that had been presented by the facilitators. According to one
res nder®, some faculty felt they were being railroaded. They suspected .

nfllct of interest regarding NAIL, since Diane Rosen had been involved
in 1ts development. Also, some teachers felt that IGE was the principal's ‘
choice, and thus 1its selection was inevitable; as one teacher said later, :
“Hhat would you do if the boss presented a solution?"

« P mcfpal Dewitt made no secret of the fact tKat she favored IGE,

especiall¥ in comparison with Project MARC' She .recalled later, "I didn' t

“ want MARC, because it was addressed only to' the kindergarten and first grade.

IGE is a process, a total framework. The band-aid treatment will be okay
after the total tre¥tWent has begun." - - ,

The teachers decided that another meeting was needed soon, since only.
one week remained in the school year. During that week, they sought -ad-
. ditional information on the three proposals which had the strongest support:
. - * - ‘ .,
- A ’ \ . ’ .

.
Y . . 1
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IGE, NAIL, and Project MARC. Two teachers and Sharore-Kirkwood visited a

local school that was using NAIL. -A. consultant from Project MARC did an
awareneSs session with the_ entire faculty. Kirkwood, Dewitt, Rosen and -
O'Keefe met with staff of the state ‘department of education who were IGE /
specialists. In addition, Kirkwood set up a meeting between the facilitators

and district admigistrators_to determine whether there were any district
policies that would serve as barriers to IGE. The assistant super intendent

for instfuction'was very supportive. He said, "™N_you can make IGE work at

Bel.l, I assure you I will encourage other schools to try 1"

» .

'

At the next faculty-meetmg, on June 13, the tedchers again divided
into four groups. After about 40 minutes, they almost had a consengus to
implement IGE. The holdouts were the two kindeggarten teachers, who wanted
to implement MARC. Devutt felt that, for IGE to be a success, all must agree
to commit themselves to et.‘tleas\t a trial 1mp1ementat10n. She told the
faculty they did not have to llow the whole concept at once; they could
look at it in an exploratory fashidh the first,year. Finally, the last two
hgldouts voted reluctantly for IGE, angd the decision was therefore unanimous.> .

PLANNIAG FOR IMPLEMENTALION n -

v

Prmczpal Dewitt might have msmted on dgroup solidarity in any |
decision to select a solution, but she felt it was especially importants in
the adoption of IGE, or Individually Guided Education. A product of the
Wisconsin Research and Development Center for Cognitive Learning, IGE re-
quires very comprehensive change on the part of the adopting school. It
15 a totsl system of education ‘affecting a wide range of educational prac-
tices and concerns, namely, school organization and decision making, in-

% structional programming, curriculum materlals, teachmg approaches, pupil
' . assegsment, home-school-eommunity, felations, tions with sthool adminis-
trative agencies and teacher e:ﬂcétlon 1nst1 ns, and school-based re-

search and development. |

To help with implementation gf IGE, Prmmpal Dewitt felt she needed

' a full-time agfistant principal for curriculum. Thus, she used funds from

the school's own operating budget, plus the.half-time allotment provided by

the district, to mske up 8 full-time position. In the fall qf 1977, Marylou

Morton Jomed the staff as assistant principal; Diane Rosen, the half-time

resource teacher, wss assigned to another school. Morton was an extremely

.energetic, middle-aged white woman who had worked in the district for a

number of years. She had a very pragmat.u:, "ne-nonsense" approach to fa-
c111tat.1ng change. As she herself descnbed it,

™
"1 think I’ ve b(een mfluentlal in conwncmg some of the re-
sisters and dotbters--those who were afraid of IGE because
1t 1nvolved things that had hot been dore before. They
would say, well, we'd like to do suwch- afd-such, but we
- * can't because of this and that and this. I would say, well,
’ v I can take care of this, 1f you cen take care of that and
this. Some .resisters became doubters and then adopters be-
2 ) cause of learning more about what IGE was and because of my ‘ !
,help 1n removing the barriers.
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* ne of Haryiou Morton's first tasks was to preparge the lementation
proposal and plan, which had~¥o be approved by the state proghp‘::t staff 1n
order for the school to receive eny implemégtation funds. ehed very
heavily on Sharon Kirkwood for assistance. During the fall o—F 1937, Morton
gnd Kirkwood wet several tmes per week, usually at the JEC off1ce.

o«  The mplementatmn plan they worked out élled for orgamza\mr
the, staff into’ instructional units, with one member in-each unit ing
desl ated as, the unit lesder. The unit leaders, representatives of
.§ admini tratmn, and representatives of Title 1, special sreass, and students
would form the Instructional Improvement Committee (IIC), which would meet
weekly to discuss decwbrons related. to the instructional program. Time would
be buil€ .into the regular school day for unit meefings. Team teaching and
limited cross-age grouping would replace the existigg self-contained class-~
rooms, and consistent reading ma'tq programs would be developed, for grsades
K~5. The staff would .teue:‘wa;ycons der adopting assessment instruments and

techniques to help with indi¥idualizihy student instsuction. A coordinated,

proggam of home-school-community relatiohs would be developed, begianing with
meetings to inform parents'ibout the char:i_]es wrought by IGE. Relations with
the IEC, the universities, and the state department of education would be
contmued and expanded. Finally, to ensure that I remained a viahle,

dynamic system, continuous review Of ney igqas, teacing procedures, and’

instructional matenals would become ongoing activities.
I

The compor‘ints of the plan had been discussed duung a workshop 1in
the summer of 19%7. the part1c1pants in the two-day planning, session were
Dewitt, 0'Keefe, Kirkwood, the. school media specialist, two other teachers,
and an IGE specialist frcm ‘the state department of education, Those who
spoke before this group included the TEC director, the district director of
elementary education, the district coordinater of elementary education, the
district Title I coordinator, the state iEC coordinator, and two university
professors who were hoping to organize en ipterdisciplinary pre-service

t

program at the school. Implementation strategies were also discussed with.

the entire faculty during the €irst teacher workday of the new school year.

The proposal was suwmitted in December 1977 and approved m February
1978. 'With this approval ceme funds for sending teachers to IGE schools
and conferehces, purchasing IGE-related materials, and hnmg consultants |
for staff development. 14

b4
[}

[ Lt

INI?IAL RESU.?S

The Bell staff begap’ zmplementmg some of. the 166 concept.s even
'befores their proposal was acceptéed. By the t;we achool started.in ‘the fall
of 1977, they had slreedy formdd themselves 1nto four instructional units;
three of which included more than one grade level. Unit A consisted of
pre-kindergarten end kindergarten, Unit B contained the first grade alone,
it C contained the second anﬂ third grades, and Unit D contained the
fourth and f1fth grades. Each unit hed a -unit leader appointed by the
principal,  the Instructional® Improvement Committee (IIC) had also begun
meeting. Previously, most planning had been done on a’'grade-by-grade
basis. There had also been a Curriculum Council, but-~-according to several
respondents--the Council’ hed not had much authonty and did not meet very
often. , p

-

.
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The transition to fuil teacher bartmxpatmn & decision maklng was

not an £asy one. According tc both Kirkwood and Morton, Principal Dewitt was
sometimes reluctant to let go of authority, even though she supported
shared decision making &8s 8 worthwhile concept. Moreover, not all teachers
were eager to participate. Traditionglly, as in many other achools, the
“teachers had felt protected in tHeir own self-contained classrooms. As
one said, the prevailing attitude prior to IGE wasy; "This school has a lot
of problems, but I'm doing the best I can an this room.”" .

To provide ongoing support for the new school structure, Kirkwood
arranged for consultant services from John Millet, an IGE specialist in one
of the state Universitaes, Throughout, the 1977-78 school year, Miller
made monthly visits to the school. He prouided tgaining for the entire
faculty and also worked with individual units. Ouring tus v¥sits, major
decisions were made regarding the school's organizstion, | processes, cur-
rioculum, and instruction. In Morton's opinion, Miller; was helpful in
changing the school from one where decision makiny yas sometimes auto- ¢ ‘
cratic to ene where decisions were truly sharpd.

While the most visible changes during the 1977-78 school year were
organiZational, there were also more sutle changes in educational philos-
ophy and instructional procedures. In her conferences with teachers, Prin- . s
capal Dewitt constantly stressed the importance of setting objectives for
individual chiidren and then giving them the individual attention they
xded to achieve those objectives. She also visited classrooms every day
and dropped in on unit meetings. By the end of the 1977-78 sc¢hool yesr,
the principal believed there had been 8 significant change in the teachers’ -
attitudes and behavior. ,

One aspect of this change wgs a change in terminology: 1instead of
"grades™ they now had "levels." Any pupil 1in his or her second year of
school beyond kindergarten was a "secondrlevel" student, promotion was
. automatic and did not depend on the pupil's skills. 8eyond this, the
school had also initiated limited cross-sge grouping. For instance, there >
were spme classes for second- and third-level students and some for third-
‘and fourth-level’ students. In previous years, the school had occasionally
resorted to putting more than one grade level in a classroom, but only when
‘class sizes and ‘teacher availsbility did not match. In those instances,
the teacher, would still work wxth each group Separately.

Despite some successes, 1t was clear in May 1978 that IGE was-riot yet
fully estabhshed. A teacher said, . .

It was kind of hard, or frustrating, st first. A lot of

teachers are used to adoptihg a program with currioulum o
*» ., matgrials that you can start using right. awey. IGE 18 .

not like that. It's more a system? ‘It's hard for ’

teachers to understand that at firsf. . <

Ihe same teacher cited turnQuer as a problem; L .B new teachers who arfived
J: September 1977 had not been involved in the process the previous yesr.
e added, "1 don't kndw whether they were not tgdd in their interviews
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sbout 1t or just decided that it was not their cup of tea, but some feel
indifferent or negative towards it."

Harylou Morto 80 observed that feelings sbout IGE were mixed. She
felt that a number of hers were using IGE as an excuse to vent their
qegat;we feelings about being in the school at all. Morton noted that
"resistance 18 a normal reaction to change."” She said that some teschers who
had been "resisters™ in the.early part of the year simply had not had enough
information; over the year, however,. they had turned into *adopters.” Some
teachers, sccording to Morton, aﬂ-l’resented the fact that their own choice
for a solutmn had not been adopted. —

*

~—

Despite the ambivalent teacher attitudes, buth Depatt, and Morton felt

that IGE had already had a number of positive consequences for the school.’

The principal mentioned more positive feelings among parents about the
experiences of their children 1n the school; more positive feelings among the
teachers, especially those who had represented the school off-campus; and a
better image of the school among local educators. Morton noted that 5 of
the 23 pre-intems who had been assigned to the school during the 1977-78
school year hed requested to return to Bell for their internships. She said,
"Qa. one had ever requested to come, back.here before. Bell Elementary was the
'pits.’' No one came here unless ‘there was no other place to go." Thus, 1t
was not surprising that, rn spite of the mixed feelings that st:ll existed,
the entire staff voted 1in June 1978 I:u continue with IGE the following
year, .

- THE SECOND YEAR °

L 4

During the 1978-79 school year, the dempcratic decision-making
'* structure at the.school came into its own. The members of each of the four

instructionpal units held a one-hour meetifig every week. At these sessions
¢ they discussed the progress end needs of &ll children 1n the un d made
plans for instructional progréms within the unit. They also distussed
goals, evaluation plans, and anseryice needs specific to the unit and
forwarded theit concerns to the IIC through their unit leader. New teachers

generally received their uz1entat10n to IGE thruugh the unit mgetings.

L}
v

The instructmnal Improvement Committee, meeting every othen week,

directed 1ts attention to problems affecting two or more units as well as to

a great nurber of school-widew1ssyes: behavioral and instructional goals,

the use of staff, space, time, equipment, and materials, curriculum improve-
meénts, evaluation plans, and 1nservice traifing. Among qther accompl1sh-
ments, the IIC decided to adopt the Brigance ‘Inventory of Basic Skills for
additional ,dlagnostu: testing. The Brigance materials were purchased with

" project funds, and one-and-a-half days of inservice Mere provided for each
teacher. The IIC also began to develop consistent réading and math progr ams

for gradgs K-5.

r

,
-

The IIC was becomng quite 1riflugntial 1p the school, and most
teachers were pleased. They had been used havmg ne leader, but now they
found themselves having “mgre of a voice.” Principa witt downplayed the
#  contrast between the previous and present state of affairs, saying that the

boa
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‘school had always had some shared decision making and that she ’never wanted
to be autocratic.” However, she conceded that the processes and structures
which the project had introduced certainly ma®e, 1t essier to be democratic.
Indeed, several teachers gave examples of the principal going along with.an
IIC decisibn even when she was personally opposed to 1t. And when.a new
draft of the teachers' handbook was written, the guidelines for the IIC were
prominently featured» - ’

L]
»

The school was moving forward with its implementation plan on other
fronts.,” In the area of home-gchool-community relations, there was the
community schools program, the Grandparents Program {which_ brought elderlxﬁfi
volunteer tutors into the school), and Dewitt's participation in a drive to,zf

- build a community serwices center. The effort to group students across ages
continued, and there was talk‘of reorganizing the instructional un1t§./

'

L]

»
In one area, however, activities did not go according to planf.
' Bell's relationships with outside experts began to dwindle. Dr."Miller, the
IGE specxalh§} who had met repeatedly with the school staff during the
- 1977-78 school’ year, visited only twice in 1278-79, According to Morton, he
stopped coming+to the school because Dewitt had seemed defensive toward him
. during his last visits. Sharon Kirkwood, the TEC field agent, had resigned
her position.ap August 1979 to,geturn to graduate gchdol, and the responsi-
_ bility for relations with Bell was taken over by the TEC-director. From then -
on Morton would talk with the director only twice a month, much less fre- |
quently than she had with Kirkwood. Even so, Bell agministrators felt that |
some very worthwhile relationships had been established, both with the TEC -
‘ and with the unaversities, ’

-

. . FURTHER PROGRESS

8y the 1979-80 school year, many of the early changes associated with

IGE had already become routine. Reflecting on current teacher attitudes

towards IGE, Dewitt said, "It's hard to differentiate from anything else in

« the school. 1It's the organlzatlon, the process through which we work." The

school's media specialist cOmmented, "I don't know when I last heard IGE

talked about....l don't think we even think of it anymore. We've becpme a

school that's Been working on Individually Guided Education without ¥a'llking
about 1t all the tjme.”

. Nonetheless, the school had not been standing still. In the fall of
1979 the multiunit structure had been reorgznized so that most of the units
‘mcluded an even wider range of student age groups than before. Unit A
included pre-kindergarten through first level; Unit B included kindergarten
. through second level; Unit C included kindergarten through third level;
Unit D included second through fifth levelj and Unit £ included third through

fifth level. *

w“. ' b ’

There was also much more cross-age grouping than in the first two
. years of 1implementation. Many of the homerooms 1ingluded students in more
than one level; but, in addiMion, there was a great deal more cross-over
grouping between homerooms. According to several teachers, this did not
bother the students, since they felg themselves to be members of units,
rather than clessrooms or grade levels. _ . .

- .
-




Marylou Morton Tfelt that planning to meet small group needs was .

8 step towards individueslizing instruction. Indeed, the comments of several
teachers, incicated that individualazation was very much on their minds.
Marjorie 0'Keefe, the original teacher/facilitator, found that

IGE has helped us to reach the individual child much * .
- better, because we plan much better. When we've diag-

nosed the needs, some of my kids might go to what would

be called the’kindergarten class, and'others might go to

‘the second-grade class. Just for the skills they need,

an hour or so.at a tme. .

And Doreen Thompson, & middle- aged black teacher whb had been with the
school for years, said, .

It qives you more freedom to work 1n ways yo& feel you

can-work best with your students. You don't have to

stitk with the basic text and work with them all the 4

same way. You can suit your style of teaching to

the child's style of learnxng. And we constantly re-

evaluate., This year we've been changxng our groups

quxte frequently. ’

Oﬁe facet. of the school s Ariginal 1mp1e5entat10n"plan had to be
abandoned--the development of consistent reading and math programs for grades
K-5. As it turhed out, this activaty at the school level was superseded in
1979 by a comparable effort at the distract level. Specifically, the dis-
trict began the process of developing an instructional management system
which 1ncluded a scope and sequence for both math and reading. Moreover, the
management. system had, been tied to district-wide adoptlon of basal texts in
reading and math, and ja pupil progression plan based on student mastery of 70
percent of the sk1llg deemed appropriate for his or her grade level.

. DEGREE OF SUCCESS_IN PROBLEM SOLVING

.

fhen Bell €lementary initiated its problem-solving effort in SeptemZ

ber 1976, the school was dealing with some very severe and long-standing
problems: a disadvantaged, low-achieving student population, greatly de-
moralized teachers, high faculty turnover, and a poor image in the community
at large. By February 1980 very dramatic changes had been made 1in every
aspect of the school's functioning, yet the school's problems were not
yet solved. Most teachers felt that the benefits of IGE would mainly be
spparent 1n the l}ong run. For example, 1f asked whether IGE “hag . had an
effect on pupil performance, they would typically respond, "It uld."”

iMorale for many teachers wes greatly aimproved. According to several
staff, the teachers felt more effective 1n dealing with pupils, had a
stronger voice :n decision .making, and felt more unity, cooperation, and
concern for one another. However, faculty turnover was still very high.
Four teachers had left at the end of the 197B-79 school year, and 8s many
as tenn teachers were expected to leave at the end of the 1975-80 school

year. Across the district, Bell was still regarded as an mdesxrsble place

to teach. d

. ' '

>
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. The school's bad 1image was difficult to shake., As Principal Dewitt
put 1t, "Some judge the school just by its facilities and, the *fact that it
18 99 percent black." Jhe assistant principal, Marylou Morton, said roughly
the same tfiing: "I don't think enough people have bothered to come and see
the program. They have stored connotations and gearsay of the past." She_
said there were stories in the newspaper, related to the desegregation 1ssue,
that told of white parents driving their children to school for the first |
time, seeing the poor facilities, the neighborhood, and the fact that there
were only one or two white children in sight, and then driving right on
by. . ‘ . » -

-

Desegregation was once again a hot issue, and several rezoning plans
were 'being considered. One would ‘pair 8ell with another school, which was
predominantly white, and would put the.lower grades in this school and thg—
fourth and fifth grades at Bell. A second plan--to change some of the zone
boundaries--would mean a very minotr change in the racial balance at Bell,
and only if white parents complied with the ruling. A third plan would
make Bell a magnet school with some kind of special programs

The fact that IGE was not recognized as a special program indicated
to Principal Dewitt that the district staff were hardly aware of.what was
happening at Bell. The assistant superintendent who had rgacted so favorably
to IGE 1n 1977 had since then resigned., Dewitt felt that the man who re-
pTaced'hlm had very little uhdérstanding of IGE: "He doesn‘t put obstacles
1n ouT way, but neither does he know enough to hilg."

The future of IGE at, Bell Elementary depended to a large degree on
district-level decisions. At least twoe of the rezoning plans--pairing 8ell
with another school or developing it as a magnet program--could mean ad end

E. Furthermore, there was some conflict between the IGE philosophy and
the district's new pup1l progression plan. According to Morton, "There's no
way some of our fifth-Ievwel kids can pass 70 percent of the fifth-gradeé
skills." So far, the district-level staff had been content to leave Bell
alone, but with the spotlight of desegregatlon upon them, that situation was
unllkely to continue,
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. , DISCUSSION QUESTIONS *

*
-

(1) Of the thnea perspectlves on change (rational, pol1t1ca1 soc1al system)
which best typifies the leadership of Principal Dewitt? Did 1t change
during the project? _ N .

)2) How aimportant was the faC1l1tat1ng team td the change process at Bell"
Elemeqtary°

(3) Why uas the envirorment external to Bell such a key factor in its 1im-
provement effort? What are some good techniques for identifying environ-
‘mental forces and actors that may sffect school change?

(4) "I think 1t's ludicrous when the pflnC1pal comes to us for advice on a

school problem. We all know that she will do ‘what she wants i1n the end

* regardless of what we suggest. Anyway, making the hard decisions 1s her

Job, ‘not ours." Suppose @ teacher had made this statement about Principal

Dewitt. Haw accurste 1s 1t? If you uere the pr1nc1pal and overhead thls
remark, what would ydu do?

{(5) To 1mplement IGE,¥schools must thoroughly restructur@~eyades end instruc-
tional roles. To what extent does such restructuring help or hinder -
long-term institutiodalization of an i1nnovation?

Y * .
.

- a
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'Parker Valley had neverthe

in the public schools.

. CHAPTER 4 - . e

e n »

PARKER VALLEY ELEMENTARY¥ SCHOOL DISTRICT. ) .
Anna L. Hyer' . . .
4

For many"years, the Parker Valley,K school syastem appeared to be

paradise without snakes. Its programs were innovative, the school climat
was excellent, and the community was sctive and supportive. The teschers
were well qQualified and well paid; furthermore, relations.between the teach-
ers* aasociation and the school board wére very good. when problems did
arise, the teachers were quick to respond: bypassing thé administration,
they organized an inservice project that brought experts into Parker Valley
to advise the troubled teachers. As local funds ran out, the organizers

' obtained the backing of a national ptdgram. They were. thug able to contmu% .
. the project, although they generally discbeyed the national program's guide-

lines. By the time federal funding ran out, the principle of teacher control
of inservice was firmly lodged in Parker Valley. .

. Located in s wester? state just 35 miles fiom a metropoliten ares,

ess remained rural in nature, due to the interven-

ing mountain ranges”and limited geogrephic asccess. Until the late 1950s,
only one road led to the valley. Althouwgh a freeway was then opened, the™
residents 1hcorporated and passed. strict ordinsnces controlling development. -
With some exceptions, the ares's 5,000 residents were white, affluent, and
highly educated. Home’s ranged in price frog $100,000 to $150,000, and sonfe
of the larger estatgs were priced much higher, when they could be bought at

8'11-h - - ,

.
. - ’

The community supported and was actively interested in its schools.
One principal said her school logged as many as 600 parent volunteer hours
in a month's time. Nevertheless, 12 percent of the area's elementary age
children® were enrolled in private .schools, reflecting the wealth of the
community and family tradition. In 1977 sbout 680 students were enrolled ., -

The 51 certified staff, of whom all but a few were white females, were
well qualified and rather well paid. The average,classtoom salary was sbout .
$2,000 above the state average. Over 72 perceat of £he teachers had two or
more years of postgraduste training, and 37 percent of.those had acquired
master's degrees. Turnover was quite low; the typical, teacher had been
employed by the district more than 12 years. '

One hundred percent of Parker Valley's teschers belonged to the local
teachers' association, a closely knit and highly professional group that
was not, easily influenced by the administration. The association maintained
a good image with the'board and the community, having valuntarily turned down
salary i1ncreases in fbvor ox:oken-_ﬁonus when funds were’ low. .

The 'district's most influential faculty member, by far, wes Jane Bar- "
rowsy, the school psychologist. A member of the teachers' association, she
saw her role more as a therspist than as an administrator of tests, and she




" Mook early retirement.

s

-stead, the inservice was organized by the superintendent fand focused on

- o e

L]
’

spent as much time with teachers as with students. A good working relation-
ship also existed between the teachers and the two principals. -Indeed, the

principal8 considered themselves, and acted, more like-teachers than adminis-
trators. - .~

= COPING WITH TROUBLES

. ~
In the m1d-1970s Parkér VYalley began tg experience some problems.
For several years, the district's enrollment had been declining by about 30
students per year. Since the district was small, the slight decline was
monetarily significant, though it did not cause teacher dismissals. Attri-
tion and a liberal leave policy prevented overstaffing, and several te#chers

——

Then, 1n 1975, the district decided to ¢lose the oldest of the three
schools, an historic landmark which was unfokt ly located on the trace
lines of a geologic fault. Many of "the community residents were angry with
the ‘school board's decision. Some felt they had nok been adequately con-
sulted, others that the ichildren were as safe 1in EHe school ad at home
moreover, the schoo) that was closed was the only ongd 1n the district with
a gymnasium. Due partly to the involuntary transfers and also to the lack
of an activity center st the remaining schbols, student attitudes began
deteriorating. There was an 1ncrease in vandalism, disrespect, profamty,
and other problems, though these were .attrabuted to Just a few students.

. . ~
These occurrences and the uncertain financial situation were guldly
distressing.to the teachers. They felt that the district's inservic® edu-
cation activities should be directed toward helping them to deal with the
changing situations 1n their clessrooms and in the school community. In-

topics whach teachers felt were irre

ant to their own concerns. As one.
teacher commented, :

\

It was bianned by the distfict for teachers. It was one of

the most frustrating tha that we had been going through.

.This was during the tenure of three superintendents. Admin-" -
“i1strative prablems were discussed, not teagcher problems. .
These admiriiskrative problems could usuaﬁy have been hand- i
led through written comfitiacation. One year was spent 1n

planning new buridingd that were never built.’ &

Another teacher said, "Inservice was organized by the superintendent, an& at
was from her perspectave, not from the teacher's perspective."

Ll - -

Then, 1n the summér of-1976, the district was left without a superinten-

"gent. Follbowing the examfe of earlier superintendents, who seemed to regard
a

rker Valley as a steppingstone to positions in larger districts, the
superintendent had resigned aftér just one year. Although a search committee
was formed, a new superintendent was not hired until mid-summer 1978. In
the meantime, the board appointed a former teacher, who was currently enrol-
led 1n a doctoral program, as administpative intern. She handled the dis-

'trIct"s "paperwork," 1ncluding grantsmanship, while. other administrative

tasks were assumed by the two principals and the sc‘hool psychologast.

62
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Jene Barrows,, the school psycl.\ologlst, _took this opportunity to

develop a voluntary inservice progrgm which she hoped would better meet the

,-needs and interests of the teachers. It ran for !l weeks during the 1976-77

school year and was focused on guidance strategies for the classroom teacher.
Barrows led some sessions.and brought in outside consultants for the rest.
The district's two principals participated on an equal basis with the teach-
ers, At the end of the year, enthusiasm for repeating” the course was high,
and "teacher stress" had emerged as the topic of greatest interest for the
comlng year. "

- -« .
The inservice activities then hit a snagi™the funds which had paid
for 1nservicg education were cut from the 1977-78 1 district budget.

Hoping to salvage the program, Eileen Brannigan, the administrative intern,
began casting about for another source of funding. In the late sumwmer of
1977 she called the state teachers', association to ask for help or sugges-
tions. Her contact then told her of a national Project to help teachers
identify and adopt inservice products such as films, training packeges, and
workshop materials., Along with toll-free telephone agcess to a national
informatjon base, the schools perticipating in the project were to be given
monetary support for planning Specific inservice activities and purchasing
relevant products. Technical assistance in dealing with the project's
systems pand procedutes would be provided by a state-based "facilitator,"
hereafter referred to as the field agent.* [ortunately, the project was
looking for new sites, and Parker VYalley was invited to particiPate..

; H
™ . JOINING THE PROJECT « . , + . . .

a

In September 1977 the state-based fidld agent came to Parker Valley
to meet with Jane Barrows, the school psychologist; Eileen Brannigan,
the administrative intern; and Verna Rudden, the president of the local
teachers' association. Rudden accepted the invitation to join the project,
subject to membership ratification. Before the end of the month, the deci-
sion had been ratified by the association's members and had also been en-

‘dorsed by the two principals and .the school board.

-~

Project guidelines, specified that the inservice activities be planned
by a committee of testHers and administrators. With the full support of
the two principals, however, the project in Harper .¥alléy was organized by,
and belonged to, the local teachers' association. HMembers of the ipseivice

committee were selected by Barrows and Branhigap, and included three mem-. ,

bers of the teachers' association, in, Mdltlé‘to themselves. Because of
her key role in the previous year's 1inservi sctities, Barrows quite
naturally becéme, the project leader. @laﬁppomtments were later ratified
by the teaghers' association., .

’ N 5 L] - * ™

Yery early xn\ 1978 an acting superintendent (who was not a cndidate
for the permanent position):was appointed as an advisor to the school board.

Feeling that the 1inservice project should be under, district control, he

;_erl'chl agents in this project wére located on the staffs of state
education assoclations and state departments of .education, and devoted
only a small percentage of their time to fhe field agent role. Lo

.« Y . .
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attempted to intervene, However, the teachers carried out their plans
“without eltering them in ary way to meet the Qesues of the newly artived bnd

temporary supeunt.endent. -

. .
A »

Befol;e the Papkér Valley site was fully o:ganlzed, the state ‘fleld v

agent. held hzs first traring meeting for représentatives of each site in the
state. No one from Parkgr Valley sttended. However, no harm whs done, sahce
“the field agent Tepeptéd the majority of thé training on site, During the
1977-78 school year, he visited Parker Yalley sevenstimes,)attending several .
comsittee meetings and two workshop sessions. He also mafhtained contact by
teiephone. At .the end of the .year, however, Barrows assessed his role as, .,
primarily dealmg with "mechatucs" and said. that the site had "pretty
»much been rlymg on 1ts own." s . L :

in eafly October 1977 “the five-mepb Y J.ﬂ!se.ruce educatlon commxttee
met wath the field agent for en hour's orientation and a discussion of piang
for problem 1dent xf1c at 1on. jhear farst task was to conduct a formal needs
agsessment, lthat 1s, a survey of teacher needs for inservice. They developed
a8 survey qwstxonnaue,&: was distributed to all teachers in October.
Eighty-seven percent of.«tht“teachers respoﬁd.eﬂ. The committee thén met to
“analyze the results. By mid-Janudry they hed La"tegonzed the . teachess'

mde—rangmg 1esponses mto five major areas: < ‘. p
: ’ B l:f Ratent commumcat.;on‘md [btatlons ol .
2. “Texcher self-esteem - c " ST
. ' 3. Teac:her/stude.r':t.-reJ,éf:'-xonshJ.ps " ) - he ur,
. L] .

4. Ways of 1eiax1ng “and copJ.ng mth stress * , .

‘ - 5. Creating educatmnal partnefsh.tps and .
making use of‘ local teacher, talent ) . -
for most “4ites an the natmnal inservice project, searchmg for énd
selgcting inseivice materials would have been the next sfep, but the teachers
an Packer Valley weie reluctant to change the model which had worked so wetl
for them the pievious yéar. Therefore, instead of conducting a g.earch foz
matenals, they mosed on to progtav piannmg, which for them meant a segarch

for conﬂ.ﬂ%ﬂ.s and resource peréor;gqi. ’ - / ' ..

~

i . LININS’UP SPEM(ERS ‘

. After dlsc&ussmn with the state fizeld agent, the teachers 6ete£m1ned

* that they could spend about $440 of, project funds to secure three or four
outside conaultants; staff froh within‘the district™wayld lead other sessions
at no cost. * The commitiee decided that outside consultenis could best deal
with three areas: the- medical model” of stress, mainstreaming of special
needs thildren (a swtoplc under teadler/studentxelatlonshlpsl, and teache:

self—esteem. T - e . . -
. The suggestions for” potential consuitents in each t,opJ.c area came
from the teaching staff. . Sgme were the teachexs' former professors, some
- .
- { . - 5 ar < "‘
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had been wr xtte in newspaper, a‘°t icles, and others had conducted warkshops
that récelved faiﬁiable comment frog teachegg who attended. The 1nservice
committee considered the suggest 1ons and decided op four speakers. Dr.' Helen
McNiehols, a medical pgyctiolodgist from a major university medical centkr,
would gpeak on the medical model. of ,stress-a technlques for relaxat 10k,
Dr. Hesbertr Underhill, a professor in the department of educatibnal .psychol-=
ogy at one of the state universities, would discuss mainstreaming of chyldren
with spec1al needs.  Two_consultaents would explore teacher self-esteem:\ Dr.
Robert Simmons, a consultant from the county office of educetion, and
Hansen Cummings, a psychologist. Resources from within the district would
provide leadership for sessiont’ on parent commun 1cat 16n and making use of
- lpcal teacher talent. —_- o ae _ ) .

. Jane Barrows made the necessgry arrangements.  She informed the T
cgnsultants that the committee 'did not want a series aof didactic lpctures,
but preferred a workshop Approach, with as muc¢h teacher participat 1on as
possible. The consultants were expected tg come armed wlth specific prac=

- tical 1deas that teachers could use in their c lassroons, p0531ble, the

,workshops should focus on problems arising from the teac S' own:exper-

1enc7{\ . ’

« Afte; the consultants were Tetained, the committee .developed the
course calendar. T¢ agsure teacher control over the actavity, as well as 1its
voluntary nature, they decided to hold the 1inservice classes after school
hours. Eventually, they decided 6n an ll-week course, meeting for two hours
every Thursday evenind. They left a couple of meetings free at the end of
the course calendar because, as Barrows said, "Sometimes.the teachers want

' more ofta thing after they get into 1t." Since some teachers wanted college - .
credat for -the course, Barrows made the appropriate grrangements with a state ‘{

universtty, However, teachers could also choose to take the course without

gett1ng credit. .

-

N . Ll

Although they had moved'ahead with program plannlng, the leaders of
the Parkeér Valley indervice prouect % ad not entirely forgotten their promise
to use the national project's data bank on inservice products. In January .
1978 thé state field agent received @ call from.s teacher on the inservice
i COmmlttee She reported to him the progress that had been made in drawigg up
the courge calendar, but also said there was room at the, end of the coyrse
for u31ng inservice products. The field agent invited her to attend & .
statewide trainlhg session two weeks later, where she would¥be told how to
use “the project' s,BUO number for obtaining product descriptions from the
project's informat ion specialists. She did attend the X raining session, but .
did not make her first call to-the toll-free numbeg until April, after the -+ -
eoUTse was already half-completed. At this time, she requested products
related to discipline, parent.involvement, malns;r aming, developing student
" responsibility, and reality therapy. The progectil informat 1on specaialists
{hen sent 36 product <descriptions. There i1s no evidenfe that the product
,descrlptaons were used{in any, nay during the 1977-78_school year. However,
at the end of *the year, the “leaders of the Parker Valley inservice project
Indicated that gome of the products might be ordered for the following
yearo ¢ ~

- a " . , . - ) .




. A SUCCESSFUL PROGRAM * > X
The sessions begén on schedyule 1n February 1978 ‘and were very well
attended. About 90 percent of the 27 teachers who had volunteered for the
sessions attended every one, vhile other teachers attended these sessions
that .specifically interested them. . .
in an end-of-the-year evalustion, the teachers gave the program very
high ratings. According to Verna Rudden, the association president, the -
. teachers' enthusiasm could be attributed to the fact that teachers had
selected, designed, and operated the "whole show"--Jane Barrows had faci
! tated what the teachers wanted, rather than prescribing what she or the
. 1ngervice commttee felt was best for them. The resulting emphasis od stress
reduction and self-esteem might startle traditionalists, but, as Barrows
pointed out, “I.f teachers feel and act better, :t's better for kids."
Another csuse for teacher satisfaction was the flexability of the
. course outline. Participants were free to suggest working on a topic longer
than planned. They could also Suggest substitutions 1f a more vital topic
appeared on the horizon. ‘For example, one of the meetings that had been
- scheduled as a session” on self-esteem was given over fo a discussion of
proposed legislation to limit state spending and the effect this could have
~on_public schools. .

ro, ‘_FmalIy, the teachers ‘enjoyed the diverse mixture of presentational
techniques, question-and-answer periods, role play, and free-flowing group
dynamics activities. . One teacher summed up these views and then added, .
° "Perhaps the most notable result was the awareness of the need for collegiral N
e support and Whe rapport obtained as” staff members of varying grades and
. subject areas'golved problems together." With another successful year behind
them- The project™leaders were pleased to learn in May 1978 that they hsad
. been selected for a second year of funding.’ 1 e

" . .

. R TROUBLE IN PARADISE .
Parker Valley's teachers soon had much else to think about. The
passage of 18gislation to limt state spending hit the schools 1n Parker .
valley particularly hard. Budget cuts averaged 15 percent in the district
for the 1978-79 school year. Programs were not dropped, although extra °*
effort yas made to fund programs from outside sources. Two non-tenured
¢ . teachersiwere dismissed, as were /all part-time teachérs and teacher aides.
. Also lost weré specialized personnel: san LD teacher and a librarian.
" Janitorial and'secretarial services were reduced, and all transportation was
g . cit, even though.some students lived as many as 20 miles from school. The
result, a bare-bones staff and service level, meant a complete reshuffling
» % of schedules and increesed demands on ,\Ehe time of HfE remaining ‘teacherse
Ld - _ﬁ“ . .
f', "+ The 1nservice commrttee did not survive these cuts unscathed, One of
. its members was dismissed, and two others decided they no longer had the
. tamme to spend on committee activities. - Jane Barrows was placed on leave
* from her psychologist pesition in order to work on a project with outside ,
funding. However, she contmueq; to coordinate the district’s special

L) - v
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educatxon and staff de»elopnent activities. Becsuse of her change
ment, she was no longe[ eligible for_membership in the teachers' as a-
tiop. Nevertheless, the téﬂbQ\_:ﬁ/éggé%Eatlon asked her to continue as the
inservice project coordinator. ree teachers who had been involved in the
previous yeal's inservice course stepped forward to fill the, gaps.in the

committee. They felt that, despite the increased pressure on teach¥r time,
teachers would st)ll turn out for a cdurse that interested them. Y

In the midst of this storm, a new suﬁétlntendEnt came abpard and
began tightening the chain of command.’ She made a number of changes, mostly

in operational procedures, without consulting the teachers. For example,.

she changed the length of the school day,; modified the parent conferencing
procedures, and replaced the team-taught kxndergarf%ns with 1individually-
taught kindergartens meeting at.the same tuime. [In~keeping with her belief
- 1n @ line-staff type of operation, she decreed that the teachers' associa-
tion could no longer approach the school board directly. She also expressed
an 1nterest in the inservice project, but whenever she asked how the school
district could get more involved, the subject was quickly changed. Control
of the project was carefully guar@ed by the teachers' asgocistion and Bar-
tows. JTo make this quite clear, the inservice committee decided that no
work for the ingervice project should be done during school hours. They
therefore authorized the expenditure of project funds to cower a stipend for
Barrows, as well as payment for secretarial timeespent in typing after
. hours. As before, pagticipation would be nguntary, and the classes would be
" held after school. =

THE COMMITTEE DECIDES

Ine August 1978 the. five committee members attended a st'atewide
training conference conducted by representatives of the nat 10nal project
offgce. Topics included local planning and the use of project resource
personnel. The Parker valj®y contingent did not find the training conference
entirely useful, and it had little effect on the direction of the project at
Parker Valley. Prpject planning proceeded #ichy as™ it had in the previdu§
yeat, with one ymportarnt difference: the {fiservice committee decided that 2
new needs agsessment was not Iequired. Tbey had done some informal canvas-
sihg of ‘teachers to obtain ideas, and they also had the previous year's
evaluation results, which included s;ggestxons for the upcoming school year.
Besides, the committee members felt they.were representative of Parker
Valley's teachers.

Based on the data they had in hand, the committee decided that the
program would focus on ‘Current Trends an8 Issues in Educatidn. Within
the general topic area, they identified four potential areas of concern:

l. The state of education, changes that were taking place,
ways to prepare for ang éndure those changes, and thear
likely effects on stidents;

" 2. Current trends in educational research;

3. Ways to secure and effectively use the services of -
student teachersj and ~

4, Effective modes of assertive discipline.
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One member explalned the choices this way,

Hlth the Ieg1slat10n\to cut state spending, & new county

superintendent, and a‘\new superintendent ‘of schools, and

all the kinds of changes. that have occurred, we felt we BN
almost had to do something th?; tnvolved talking about s
where teachers are®and where hey are going with publaic

education. We had the feel1ng that *this was the kind

of thing - uppermost 1n people s minds at this poant.

Another teacher said, "More teachers, are mterested in a1nservice 1if the
topics for discussion are broadly based, that 1s, not too directly related to
classroom materials.™ - .

The direction for the second year program came 8s somewhat of a
surprise national project representatives, who had been told the pre-
vious spring that the likely focus for the second year would be assert1ive
d19c1p11ne. Barrows offered this explanation for the vapparent -shift in
emphas1s: .

The teachers on the committee this year were, as 1ndi-

viduals, really into how to influence the process of -

what happens to us,1n edutation. I don't know thatéthe ,

total teaching group was that involved. . The 1inservice

committee may not have reflected the total teaching
group thas ’year as’well as 1t did last year.

Aside from the method for choosmg a focus, the planning process was v
much the same as the prévious year's. The committee selected five consul- '
tants, including the dean of thefschool of education at a prestigious univer-
sity, 8 professor of educatiopl from the same university, a member of the
state board of education, the president of the state teachers' association, *
and the county superintendent of schools. *™In addition, the district's two
principals were asked to make a presentation on assertive discipline, based ,
‘arft@eu experlenc‘e in a weekend agsertive dlsmpl 1ne workshop.

for a change of pace, and perhaps as a .cegcession to the national
project objectives, the inservice committee decided to open the series with
a film. A member of .the committee called the project's toll-free mmber 1in
October 1978 agd specified “teacher stress" as the sate's problem. Eight
product descrigkions were sent to the site and were added to the 36 that had

beer” received fthe previous Apnl. The commitiee was most 1interested in .
previeving thf film, An Eye for Change, from The Heart of Teaching series.
Thas film, thdy said, . ' - / ‘

was ‘on coping with change that comes from the adminis-

? tration. We were confronting, at the beginning of the
school year, a lot of change that wasn't coming from any
rational basis, from any needs assessment or anything.
There was just a lot of change going on, and that was / . )
why we wanted to look at that particular film. '




v : hY
[ S

The film was previewed at a committee meeting in November; but, when
the film started, everyone gasped Jane Barrows later explained why the film
was -rejectetd: "It was a fluke,’ because the modérator insthe film could have
been a twin for our superintendent! It was just one of those things. It
"wasn't the material that was in it, but we knew what would happen if.we
showed that film." o -

The committee decided that.none of the other,product descriptions was

pertinent. However, the school "district had received a flyer advertising
another film that was not 1in the project's data base. It was Assertive
Discipiine in the Classroom, by Lee Canter. Very positive reports about
the film had also reached Parkér Valley from other school districts. The

committee previewed the film and accepted it for use in,the inservice pro-'

gram.

.' s GOOD, BUT NOT GREAT ~ \

Eleven workshop sessions were -held between January and March 1979.
Thirty-two of the'4D teschers’ in the district enrolled-in the course, 27 of
them for credit. Ihe workshops were again well attended.

Our mg the last class meeting, several class members discussed their
feelings sbout the ceourse.) Most agreed that the course had had no direct
ef fect on their classroom teaching, with the exception of the sessions
dealing with assertive discipline. More importantly, howdver, the”course
had provided them a place where they tpuld diecuss and share problenms,
and receive mutual support at a time when it was greatly needed. As” ahe
principal said, "The course was .one aof the few tendons holding Ythe staf
together just now." 5till,-the consensus was that the workshops had not be
as successful Js the previous year's program. ThIee major r[easons were giyen

: _ for this: «the topics chosen, the canultants, and the school climafe.

The teachers had enjoyed 'tali'é*fg with people nvolved in' vayious

aspects of education, but sqme also feit that the year'sftopics were dgpres-
sing. Ihey would have™preferred less emphasis on the lebislative.and finan-
cial aspects of educat?\ and more emphasis on the teacher 3 In
hindsight, Barrows felt that the committee should have circulated ten-

tial topxcs and agked for commen from. t.he teachers.

A second problem_was that, on the’ whole, the course consultanys were
less satisfactory than the ones for the previous year. Ihey had chosen
because they were peopie who were in positions to be knowledgeable about the
topics assigned to them. Moreme:, the teachers had provided each cansultant
with a list of questions prior to “the meetings. Even so, & few of the
consultants came uvnprepared; one failed to show on the appointed date and had
to be rescheduled. -There were alsé more lectures and fewer discussions and
role-play activities than in the ppevious year.,

The impinging external evefts also affected the teachers' attitudes.
Supplies were low, teacher aides and some specxallsts -were gone, teaching
assignments had been changed, and, toward the end of -t-hv—-)aiar, near ly half
of the 40 déachers as wel] as the two principale received notice of possible
d1snussai.L How many of those would sqtually .be dismissed depended upan
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" action by the state's governor to beil out the school districts. In the
mesntime, these was uncertainty not only among the teachers who had received
dismissal notices, but alss among the other teachers, whose assigpments the
coming year would be affected by the number and nature of the d;\smssals.
Y ~ o4
To cap the district's problems, about twice as many parents.as before
were requesting transfers of their children to private schools. One princi-
pal stated, "There has been a strange and wnexpected effect on the communi-
ties we serve. . Parents have the feeling that we took away the money but we
are going to provide even more service than before."” Relations with the new
superintendent had gone from bad to worse. Her authoritarian leadership
style had antagonized the teachers and many community members, and the school
board was consideging a move to buy up the remaining two $ears of her con-
tract.
. In the midst of this gloom, there weré nevertheless several positive,
side effects of the inservice activities. First, the school board accepted a
request from the teachers' assocxatmn for nine paid inservice days: three .
to be teacher work-days, three to be planned by teachers at the building
level, and three to be planned by administrators. Some felt that board
approval oms plan was influenced by the success of the inservice activi-
. tiessthat h een conducted on the teachers' own time., Another side effect
was a change in the locil teachers' association bylaws to create an assdti-
ation task force on professional development; -the inservice committee was
made a subcommittee of this group. Commenting- on the importance of this -~
. development, ohe committee member said, "Now that it 1s in the bylaws, it .
will continue whether or not any of us are around."” Finally, the teachets .
had received widespread recognition for their innovative inservice pIogIam.
They had Been asked to make prgsentations on the program to at feast two
mpor tant - comentmns, and stories of the program had been carried ip the
local newspapers. Ihus, the project activities helped to build the teachers'
professional status at a time when it had been uwndermined AN the public

‘ image. . , Y

A CLOUDY FUTURE
. As the school year ended, it was uncertain how recent events would
affect the future of the Parker Valley inservice program. On the one hand, -
the mseruce activities were enthusiastically sdpported not only by the
teachers but ‘also by the principals, both of gboni expected the program to
continue. On the other hand, because the national proJect was ending, there
. would no longer be an outside source of funding for the program. Further-—
. more, of the five current members of the inservice committee, fdur had
received notice of possible dismissal, and one of these was Jane Barrows.
Commenting on’ the affect Barrows' departure might have on' the mserucg -~
program, one principal said, "If she left, the program would falter but coul
go on. There are other teachers in the district who are good at organiza-
tion, but she has the added’asset of also beiny yood at fac1l1tat10n."

The 1inservice committes was optimistic about the pruspects for conx
tinuing the program without project funds. Towards the end of the school
yeal, they were considering such ideas as operating the program thioygh the
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university; they were also reassegsing the advantages and disadvantages of
spongdrship by the school district. This latter step would rot be taken
lightly,, since the teachers felt association control over the inservice
program was especially valuable, Because they were able to control atten-
dance, the sessions had been occasions for the “teachers (and principals) to
meet and air their views freely. Also, because the activities were sponsored
by the association, the teachers had felt comfortable focusing on- topics
related to their own personal growth, rather than topigcs that were more
classroom-rel ated. Y .

One tdacher 's?f.ated, “Jeachers in our.district have become incressingly
aware through this inservice program of the power they wield to tailor the
kind of program they waht for inservice&’ &ven 1f future actavities were
to be sponsored by the district, the philosophy of building inservice on
the collectively determined needs of teachers seemed t:lrmly established.

-
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DISCUSSION QUESTIONS

Although the project st Parker Valley was controlled hy the teachers,
the school psychologist was far more influentigl than the district
superintendent or any principal. Did the absence “Bf strong administra-
tive leadership have any significant consequengés for the project?

y {(2) At the end of the case, the Parker Valley project faced a "cloudy

C(3)

(s)

future.” Although principals and teachers enthusiastically supported
the’ inservice activities, the national project was 'ending, distract
money wag tight, and most of the 1nservice committee had received notice
of possible dismissal. Suppose you were hired 8s a consultant to advise
the district o how to sustain inservice activities despite these
difficulties. What would you recommend? -

The first year's inservice program focused on the diffuse and haigily
anbitious goal of reducing "teacher stress."” What .are the advantages
arid limitations of avoiding greater specifiéity in project goals?

Change managers must give careful attention to determining whether an
:éganization 18 ready for change. At Parker Valley, the national irwe
rvice project was embrased as an opportunity to continue a previously.
established inservice program rather than to clarify and solve a new
problem. Should the national project have compelled Parker Valley to
reconsider its inservice problems and program?- Why?
At Parker Valley, 8 collaborative relationship existed among the teachers
in project decision making. Based on this case, what are the costs and
benefits of group decision meking? When should it not be’ use?"

R

L




o * CHAPTER 5 —_
BAYFIELD SCHOOL
’ Allen G. Smith . .

he Bayfield School was 1n serious need of a career education pro-
gram. The economy of the rural area wRich 1t served was not healthy, unem-
ployment was high, and the average agnual’ 1ncome for famrtres was only
$7,000. Though there were few gvailable jobs, most graduates of the Bayfield
School remained in the area, finding bs where they cquld--in the mining,
lusber, or construction trades--or follomrg thear parsals o farming.
To bring unemployment down, the children of the Bayfield community would
have to be encouraged to consider other types of employment outside the
area and would also need training 2n how to make themselves employal:ile..

. In the late 1970s, the Bayfield School directed 1its attention to
these needs, implementing a career exploration program gt the junior high
level and an employabilaty skills class at the high school level. If the

school’'s curriculum was successf*mg. anged, its decigion-making structure

was not. As will be seen, the tire career education effort bore the
individual stamp of Bayfield's principal.

Located 1n a North Centralﬂstate, Bayfaield »Ls 1habited 1argely by

. farmers "of Scandinavisn descent. There were no major population centers.
Instead, Bayfield’'s 1400 adults and 800 children were dispersed across the

400-square-hile distra The area was isolated and largely undeveloped,

and the most visible b neh of the state government was the Department of

Natural Resources (ONR) . \The distaste of Bayfield's people for interference

by ‘outsiders, as well as their distrust of the state government and bureau-

cracy, was exemplified by the bumper sticker often seen on cars and pick-up

trucks: "The Lotd giveth and the DR taketh away."
\ - ’ LA P " -

Bayfield School whs' built 1n 1966 after three smaller_districts

¢onsolidated. The only school in the distrlct, it had a total enrollment

(K-12) of 600. One-f1fth of the stodents were Native American; the rest,

Cauycasian., Class size was large (usually 30 to 40 students) and staf{ size

small: 28 teachers, pne counselor, two pr1n01pals (one each for .the elemen-

tary and secondary schools), and the supermtendent.

The supermhmde t, who came to the dlstrlcﬁ early n 1977, soon made
his presence felt. t his suggestion, plans wdre made to convert the
Junior high school prbgram, with classes segregated by age, to a middle
school, with students grouped_by ability.level. However, he t ok little part
1n the career education project. Instead, tWocal flgure was Greg
Babel, the secondary schogl pr1nc1pal. -, )

] . THE POh':;R IN' BAYFIELD )

Babel had been principal since 1948.. Since Bayfield was such's small
schopl, his role wag multifaceted: he was responsible for. discipline,
curriculum, staff training, cateer and vocational education, and until 1978,
counseling. Babel was at the center of authority and commurrication in has
school. All teachers reported to him and little went on without his knowl-

ed%' ] ) . T
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Babel freely sdmitted that his beckground--he had gexved in the
military and had operated his own business--influenced his management style.
Day-to-day decisions he simply made unilsterally. Msjor decisions in suh a
small school required consensus, since opposition by even one teacher could
cripple a policy change. However, since he and the new superintendent were
careful to maintain 8 united front in public even when they privately dis-
agreed on a matter, it was fairly easy, in Babel's words, for them to |

"brainwash! resfsters into acceptance. . )
- [ -
. L% educational approach in Bayfield was conservative, with an
emphaste~On besic skills. Until the middle school was introduced, there had

been no changes in curriculim in 10 years. The value of thxs strictly
academic approach did not.go unquestioned in an ares where so few graduates
went on to higher .education. Parents wanted their children to be informed of
the variety of.career opportunities ayailable in the world at large; still,
they wére reluctant to pressure the teachers, vhom they viewed as the experts
in educationg Poreover, although the state legislature had passed a Career
uwation Act in 1974, which encouraged school districts to stress career
ducation, no funds had been votéd to help the districts do so. - . \

Nevertheless, some changes did occur after the passage of the (areer
Education Act. A core group of staff formed to write thefareer education
plan fequired by the legislation. The intermediate,school istfict of which )
Bayfield was a part provided some help ip the form of, workshops, and a very 5
= suctessful auto mechanics class was begun at thé schoo ’
further progress was halted in 1976, wfen the school suffered a
severe budgetary crisis. Soon after the negotiation of a contract with the
tkachers and the purchase of new buses, the district found itself 580, B0 1in
the red. Justifiably or not, the scheet” board blamed the superintendent and
ousted him.. To cope with the deficit, the district went from a six-period
day to seven so fewer teachers could cover more classes. At the same time
the district reduced its purchases of sypplies to @ minimum, made cuts in M_
cooking and custodial staff, and in March 1977 asked the voters to appr
a 5 1/2 mill increase to cover the remainder of the deficit. .The vote
faiiea and the oistrict laid off 10 uf the 28 teachers. The millage final-
ly passed in August, but by 4hen four of the teachers -had found Jobs; the
o district consequently had to hire four new teachers.

. ‘ :
With teachers overworked, morale low, and local fihds unavailable, it

18 easy 'to see why the career education effort in Bayfield came to a stand-

still in 1976, Nevertheless, the new superintendent and Principal Bsbel
supported the idea, and a needs assessment conducted in the district that

year showed that parents felt career education to top pr.\or.\t.y. The

] situation called for a deus ex machina; his name wls Dudpe Johnson, and he
worked for the intermediste school district to yfield belonged.

» . THE INTERMEDIATE SCHOOL DISTRICT

as served by the
ted a8 an inter-

f
Along with six other school districts, Bayfield
Dillon-Sokol Intermediste Schodl District (ISD}.. The ISD

) mediaty between these districts and the stste department of education. It
'\ offered general administrative services, suh as assistance with evaluations.

N
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and reports, and helped. the districts provide equal, oppor'tumfzes to handi-
capped students. But the ISD's most importent actmty was in the area of
vocat10n81 educat 1on. .

Duane Johnson was the 1S0's director of vocational education. Under
him served 25 professionals, the great bulk of the ISD's st'aff. Fourteen
were instructors for the half-day vocational courses offered either in the
schools or in a "satellite center" serving a nutber of the smalier dis-
tricts. {Half of Bayfield's 1lth and 12th graders spent their afternoons
at this center.}) The ISD also offered a placement service, run by Bob
Falter, a member of_ Johnson's staff. Johnson and Falter took pride in the
98 percent placement rate they had achieved.

There was yet another orgaﬁ‘!atzon 1 the educational hzerarchy. The
Dillon-Sokol ISD, as well as the ISD in neighboring Menowsy County, consti-
tuted the Tri-County Career Education Planning District (CEPD). tThe CEPD
was a8 shadowy entiwy; it had no organizational structure of its own, apart
from 3 council charged .with planning the future of career education within -
the CEPD. Duane Johnson served as the CEPD's vocat ional-technical special- -
1st, though within the Dillon-Sokol ISD this rdle was zndzstznguzshable fr om 4
his role as the ISD's director of vocational educatmn

Jphnson had a third title, that of CEPD coordznafor. As such, he was e
technzcally responsible for helping schools implement the Career Education
Act. Beyond helpzng drstricts prepare apnual career edugation plans,
Johnson did little in his rple as CEPD coordznafor, gince his vocational .
activities kept him busy. . Lo

Johnson's previous experience had been with the state department of
education, with the state university (where he frazned teachers in voca-
tional education,, .and with various federal programs, such as Job Cohrps.
Johnson drew on his familiarity with the wider educational world in his work 7
with the 15D; whep he learned about a local district's problems or needs, he
would inform the superintendent or principal abput any aveilable knowledge or //
resources, ' ,

* Rather than act as a stzmulus himsel f, Johnson felt ‘he should facil-
itatd initistives taken locally. This approach made good sense, since
ISDs had mo direct authority over local districts. In this:respect they
resembled businesses more than govermmental agencies; they prospered by
"sellzng" their services to local schools. By attentively serving his
clientele, Johnson had’built the ISD into a veritable conglomerate,

THE CAREER EDUCATION PRUJECT

In 1976 the state department of educatzon initiated a project to help
schools locate and adopt career educaflon programs &and materials. Duane
Johnson, as CEPD coorginatory—was~ designated as the field agent for "his
area. One of the'?gauzrements was that participating districts conduct a
needs assessment. Johnson thbught of Bayfleld, which had recently completed
one, and called Greg Babel. After describing the project, Johnson invited -
Babel to apply for fumding; the application was subsequently accepted. -

w
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-Ong of,the purposes of the project was to i1ntroduce a new problem-
solving and deciston-making process in the schools. Johnson knew this, but
hbe saw little chance that he could do more than reasct to local requests for
agsistance, especially considering his many commitments, the distance bétween
his office and Bayfield, and his estsblished methods of operation: Thus he
never stressed the process goal in his dealings with Babel. »

[
LY

For their part?¥ se 1n.Bayfield welcomed the project as an oppor-
tunity to implement partsfof the district's career education plan. In view
of the district's financial crisis, outside fundipng was the only hope Bay- -
‘field had of introducing career education to the school in 1977. The
problem-salving steps required by the department of education seemed quite
irrelevant to this goal, and were seen locally as distracting "hoops" through
“which they must jump. It was ik this spirit that the project developed in
Banleld. 4 - ' * .
Principal Babel took command \of the change effort in Bayfield.
Project guidelines called for the formation of a site team representing the
faculty, the administratidT,  and the community. A core group of staff had
+ been formed in 1975 to comply with the requirements of the Career E£duca-
tion . Act. 7o comply with the new project's guidelines, this group was.
expanded to include four teachers (including the autno mechanics teacher),
four parents, and the district's three administrators. Whether the group
“ever met is uncertain; by the fall of 1977 it was almost forgotten. Instead,
all' planning for the project was carried out by Greg Babel, who kept Lhe
superintendent generally informed, together with the” teachers whnse classe
would be directly affected. These teachers formed the second "site team("

-
P

’ which mét only a few times to receive information from the principal and/to
“approve his dtii:jsmns. : . . -
THE PRINCIPAL TDENTIFIES THE PROBLEMS - .

t

As noted, Bayfield had conducted a needs assessment in 1976. The
survey instrument was developed with the advice of®the 15D and the’ department
of education, field tested, and following publicity in the local "med:a,

. admimstered Lo all pérents, studentd,) and teschers. . .

>
LS

¥ .

Despite the care' with which the survey was conducted, 1t*was viewed
with skepticism by many, including the new superintendent and the principal.
Both felt that formal .surveys were, not needed in a district the size of,
Bayfield, where the population had frequent face-to-face contact both socials
ly and professionally with local educators. They doubted whether many yof
the respondents to the survey rea¥ly ynderstoéd what the survey was asking.
According to Bebel, parents in the district tended to see the schonl ak the
“expert. . Therefore, if things were alresdy being dome in Lhe school,, .the
parents, thought that the school must be doing them well. (G somet hing was
not being done, tkien there must be a,great need for it. The fach thal one
of the questions concerned art classes, and that the school did not¥bffer
art, thus accounted for the.parents’' rating art as the district's greatest

. need; career education was g close second.
~ Babel maintained that the district's needs could be identified much
.more readily and accura¥ely simply by talking to penple, sensing their .
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. concerns, and thEnEP;L4fY1ng these perceptaions by talking with others.

- he dec:ded that Bayf1eld‘s project would have two foca: -

§i~

- ona,

Thas, sa1d Babel, 15 what he did 1n the spring bf 1977, soon after Bay-
field’. a apﬂl;cat:on was accepted.  As a result of these conversations,

1. DeVelopmehi pf a_seminar for high schoa{/sen1ors
that would teach them how to go out into the world
of work. This course should incluyde instruction in
.preparing job applications, wr1t1ng Tesumes and going
through interviews. . .

= ' '
2. Development of a progfam in career explorat&on for . -
+  jumior high school students that would review career
opportunities and help students identify high school

_,.
-

courses that would be most beneficial to them in kT\‘j

view of their particular career aspirations.

Bebel %aid these foci were responsive to one gf the most immediate
needs 1n the district--making c¢hildren aware of opportunities available in
the world of wor%/and heiping them prepare for them. Thais preparation
requires not only grounding in the skills demanded by the occupation, but
also the skills needed to get hired in the finst place. Once he had ident:-
fied these foci and cleared them with the new superintendent, he went to Lhe
teachers who wgpld be affected. These foci were.discussed in a staff meet-
ing--1n effect, the?T:rst team meeting--and consensus was reached on them.

the “teachers expressed general agreement with the foci selected. Howevkr,
teachers talked as though they had had little voice in the decision. y
described what they were going to be doing in RDU much as a weli-<informed
citizen describes policy decisions that have been made by a caty councli;
they knew what was going to happen, they generally agreed with it, and they

generally accepted the fact that such decisions were appropr;ately made
by ‘someone besides themselyes. * e .

"

} Duting interviews held some time after theseddeC151one were 4@&:,
Th

- « CHOOSING TWO SOLUTIONS :

Becaugse Bayfield elected to address two fferent problem areas,
there were two distinct processes for choosing sol0®ons. Both 1llustrated
the basic decisionymaking practices in Bayfield. Sopn after Babel, decaded on
the project’s goal}, Duane Jobnson received a release from the state of fice
of vocational educat1on saying that Ciliff Jump &t the state ,universaty was
developing an employability skills course with a grant from the state. Since
Johnson knew Jump personally, he contacted huim .and asked that Di]lon-Sokol
ISD be involved 1n the early stages of the produgt’s .field testlng. Jump
agreed, and Johason arranged a workshop for_ the entaire 10 to be held May 2,
1977, X .

When Johnson informed ham of the coming workshop, Babel was naturally
interested and sent one hagh schpoL English teacher as his tepresentatave.
That teacher returned from the workshop enthusiastic about the product and
anxious to trf it with Bayfxeld 8 seniors. - As 1t happened, there was =2

- LYY
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,‘meet'mg of 8ll ISD prihcipals that night, snd Jump was on the agends. Babel
was also impressed by Jtmp's presentation and decided at that time to imple-
ment the course a3 part of Bayfleld's pruJect. . :

" Along with the tkacher who . had éttended Jump s workshop, Babel
described the employability skills course to the rest of theteachers. No

/one objected to pursuing it. The task of selling was simplified considersbly
by the fact thst only one teacher (the one who had sttended, the workshop)

" would be invelveds in teachmg the course, and he was, already convinced. .

Although 1t took longer, the search for a jonior high career ex-
ploration product was hardly more complex than the one just described. In
the fall of 1977 Greg Babel telephoned Duané Johnson to find out what pro-

- ducts were available in career exploration for junior high, students. Aware

. that the stste project steff were 1n the process of preparing fact sheeds on
" career educstion products, Johnson called them in October and said he needed

information on products in the area of career exploration. Since the fact
sheets were mot*yet ready, the staff sent him about 50 pages from various
catalogues dacumenting a nunber of products for career explura.tmn.

- - w
»

W¥hen Johnson gave this mfol:mation fo Babel, the principal responded
by saying: "I can't read through all that Dugne. Don't you know abouf’ eny
products®™  Johnson said he did know & one from the Applachmn Educational
Leboratory that- Had. been piloted with some success, in. another "schoo) dis-
trict. This same product, he added, had been used with freshmen at nearby

Jorthern University. According to what he hed heard, the students had
responded enthusisstically, saymg: "Why Hidn't we have this long ago!"

<
With that, Babel asked Johpson to order Ssome informetion on the
product. When 1t came he reviewed 1t, along wrth Cerl.Frank, the, junior high
English teacher whom Babel wanted to teach the cours ’They liked what they

saw, and after discussing it Bt a staff meeting earlly 1n Novesber-decided to - .

urder the product. . .
. As before, no formal criteris werfe established Lo guide the seleclion
process. In retrospect, Habel ;381d that the pramgry criteria were that
,\ ihe product gave junior hagh students exposure to a varMty of career alter-
. | natives; it was aimed for phe right grade levels; and,’ most importent of
all, Duane Johnson knew somepne who had used the product succedsfully.

Aa ‘

Unnke th ernpluyablhty skllls product, some other products were
considered at t superficially before & decision wes maede. Babel said
that he had beén at conferences where other products were on dlspla\y, but in
his, judgment they wkre all more complicated, required more 1nservice, ot were
aimed at the” wrong grade levels. - No one, sside from Babel, reviewed these
other products. *

<
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EMPLOYABILITY SKILLS .

- The budget crisis in the summer of 1977 did not delay the employabil-
J ( Aly skills course, even.though the 10 teachers laid off included the teacher
hhp was to ‘teach the course that fall. The mlllageﬁubsequently passed 1in

4 »”




QAugust, after the .teacher had found anofher Jﬂb. By coincidence, Babel's )
nephew, Payl Bergen, was in fown after spending six months in Mexico.” He was ..
hirgd .lin August replace the departed teacher, with the und s?andmg that,
hegmu.ld teacty the new course 1n employability skillp. Less than a week
aftej beig hired, and new to teaching, Bergen was sent to" a wnrkshnp to be
trained ‘m 'the new produtt. . . - ' .

- - ) ' 4 . |
L " As taught: by..Paul‘ Bergen, the emplnyzhrillfy skills.coyrse ran ang .- .
entire; semesterr with a &45-mingte ‘class daily. .Bergep began the semester 1
. wl’c):h,a pretbst to 'see how much the students already kngw.abduf .getting a
, Joh.” He then led the class throygh a series of activities degigned- to give -
. the students hands-nd experience 1 seeking employment. For e.xample, these
@tultxea focused un analyzing the Job market, assessing one's own values,
- exploring alternatives, preparing Job fact sheets, developing resumes,
witting cover letters, filling out jJob applications, interviewing, chopsing
. the 1ight job, and Keeping the job, Each activity lasted apout a*week, and .
° the semester ended With a post-}.esf m assess the studerits' progress.
’- : Durmg these first few mcmfhs, Bergen telied Reavily on a bnund : 9
teacher 's géide “Which 1ncluded daily Jesson pléns and ,mndel exercises for
. « each area. Bergen, comfinuéd to get ~pdated and reused majlala from the. % .

pmdpct developer for the next two. years. . e .

' ) .l -

. L]

v Bergen alse received g co 1derab1e smount of help from Bob Fa'lfer,
the’ 16D's placement director. Falter'had helped conduct the August rkshop .
3 at which Bergen was trained, During thé fall Semesfer, he came t gen's
class each week to nbsene, of fed suggestions, and: provide updated materials.
0o one occasion he even® simulated a job Ihtervi for? the, ¢lass, He came
less frequently durings t‘he second semester, though he sfl}l visited now and g

théﬂ Bergen saw Quane Johnson Just once during fhe gntire 1977 78 sf:hnol
J y&r, and not at, a1l 16 1978-79. » _ ..
2 ~ ' e 4ot

; Musf of the adaptafmns madéﬂoy Bergen dunng Qhe f st semesu;; Wwere ..
- . mnor and®, on the whoteR ' reprgseited addgtions, to the existing maLeri%ls~
. jather tha, real adaptations. (For exam@@the product 1ncluded only writterr ..
<\j{xs_gg%smns, for ®students sbout fhe nature of the -Jobr market. At Falter's
. uggestion, and-with his fielp, Bergen® supplemented these written materiais
with films frog the 1SD onr job.interviews. He also changed the model cover
.lett.er for resume$ to include a reQuest for an m*erv‘levg v
” g . - [ Q WA e - .
A Following the first sem%fer Bergen made substantial changes in the . "
* product”on his own inifiative. He felt that Lhe origingl product. fotused -
too much on the details and mechanics of securing g8 job ‘and not enough on
. why someone would be' looking for a particular kind of Jobrin the f1r.sf -
)\_- place. His students agreed with him, 'Cnnsequenfly, 10 the second, semes- p |
} " WDWSSM most . of the orlglnal-pmduﬁf' into the second half o
of e e and spent the first half on what he calléd'"self-explora- .
’ tlma"—-he}.pmg the students.decitde what they wanted to do. e >
NN . ot & : ’ .
Bergen. made these chariges *nflmpmve the pmduct s. value,l based on ..

uhlementtion expetience Yuring ‘thé first semester. Hcﬁ\ever, he also made

another change 1n the second .semester.that was prompted by the high rate .
of gbsenteeism characteristic of Bgyfield's seniors as they approdched : .
gradualione By mid-semesteg attendance in this class (and all osther classes ce

° o T » - E .Y .
) . . . . Y . ‘ . * !
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as well) was so0 erratic that Bergen was undble to maintain continuity of
instruction from day to day. Consequently, after the seventh week of class

he shifted to an organization based on dxscreie modules that students could =
work on 1ipdependently at their own pace "So, for example, one module in~
cluded writing resumes, preparing Lover Jletters, and complllng personal
data. Anot\er consisted aof filling out applications, préparing fbr an in-
tervigw, ually par@xc1pat1ng inaa mock, interview before, the  class.
Students devoted their class time to working individually on each module and,
after demonstrating to Bergen that. they had completed 1t (usually by showifg
him the resume that they had prepared, or the letter that they had written),
moved on to the next module. These mejor adaptations to the product were
undgrtaken Ry Bergen almost totally on his own. Bob Falteg knew about the-
changes, but was not consulted prior to their. implementation. «Principal ,,
Babel was oniy vaquely aware of them. N

.
<
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K CAREER EXPLDRATION
Implementation of the course on career exploratlon lagged far behind ,
the course for seniors. .The chosen product was developed by Appalach»gn
Educational Laboratories ,and published by McKnight. It consis d of perma-
nent materials such as filmstrips, audio cassettes, card indices- ‘of occupa-

. tions, and a teacher's manual. It a{so sncluded expendable workbooks for
children. Its purpose as described by thosé 1n Bayfield was to acquaant . .
children with different careers tHYough exploration of career ajtermatives
and'glso by having students explore their own values and aspiratiions.

v It was Pr1nc1pal Babel's 1initidl 1ntent10n that Oarl Frank be the

only teacher to leach career education and that all resources forythe ocareer
exploration product go to him. Frank was selected by Babel for Lwo,major
reasons. Flrst, Frapk taught eighth graders, and. Praincipal Babel felt that _ ,
this was the appropriate age to introduce career exploration activities, in

the schbol. In the eighth grade a student was old efolgh to begin thinking
seriously about career options, but still young enough to plan his or her
high school curriculum xn-preparatxon for a chosen career. Second, Frank was
already ig¥érested 1n carger “education and had int roduced 1t (o his elghth-
qggde ¢lasses. He dlU\pO?iQave to be sold on the 1dea.

The decision ‘to convert the Junior high progtam to a middle school made
the original implementation plam 1mpractical. With children grouped by
ability rather than age 1t was not possible for a single teacher to instruct

« all eighth graders in career educatjon. All teaghers had to be responsibtle

“for ingtruction in4all sybject®. Morsover, the career exploration materials o~
did arrive until May 1978, just before Ehe end of school. There was to .
have heen an inservite in the product at that teme, organpized:by Johngon and .

conducted by a profegsor from Northern University, but this workshop was
postponed by Johnson because he wanted to get more ISD soMbols to partici-
pate. Finally, anoBher workb op was scheduled for August. Ouring this
workshop a xepreseniatjve frog Mdkn1ght Publishing COmpany presented a
one-day oyetryiew @Ff the materials to tedchers from Bayfield and other schools.
in Dillon-5akol ISD. T e-uorkshpp was organized by Duane Johnson and financ-
ed by project . funds. - ) . .

Shortly after thus workshop Pr1n01pal Babel met with h;s mlddle school
Eéachers and learned that they still felt too insecure to 1mnlement the new
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product, He asked Duane Jobnsen for ﬁnothe; inservice to give his teachers
hands-on experience with the materla}s. Johnson referred Babel to Ray Johns .
in his office who arranged for the pfofessor from Northern Univeisity to come
to Bayfield and work with Babel's teachers. This second inservice was held
November 11, 1978, 4

P

“ As a consequence of these delays, implementatidn of the new career
exploration product did not begin 1n earnest until the final six months of
the project. According to staff, umplementation wes proceeding slowly, given
tiBmore pressing problems brought on by the conversion to mlsd{t;sghnol.' By .
the end of the 1978-79. schon} year, twg of the midgdle school achers were {
presentmg gne-houtr weekly units to their student;}: using the product,
According to Babel, the teachers were trying to Amplement the material
fatthfully, as the developer intended, rather than adapting or madifying them
for their own needs., o o
» " 'CONCLUSIONS .
» ]
Overall, Bayfiejd should probably be counted as a, "success" story.

If a cr1termn for swccess 3g solving a real educahona’l problem 1in the *
-hool, there'is at least some indication that Bayfield succeeded. IFf the
eriteriony 1s seteriion -and mplementatmn of @ researeh ond development—— - - -

product,, u1th appropriate modifications, then again they succeeded. Perhap
most, mportantly, there were strong indications that the 1mp1emenfed pmd
would endure after federal funding had ended - v

1 *

Y

Yet the process that Bayfxeld s*aff used to identify their problems
and select solutions was not 1tself hew. Although the state project staff
saw themselvej as introducing twin innovations in partigipating schools--an

- R&D product Jhd a problem-solving protesss-fpr all practical purposes there
was only the product innovation in Bayfield. The project had little effect
‘on the procedures by which teachers and administratign in Bayfield identified
problems, selected solutions, ‘and 1fip lemented producfs in the clasdroom. In
Dusne Johnson's words, "They won't be hurt by what they did, but they dign't
truly go through the process." If anything, the prob]qm-so]v1ng process in
Bayfield was .more centradgzed and less participatory than the typical pro- .,
blem-solving process in the school. \
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) * DISCUSSION QUESTIONS
S

{1) "A politician's power stems less from what he can lega"lly force others
to do than 1t does fram his skill in using his talents as a 'broker' to
%get others "with more power than he to join him." .

to the principal 1n this case?

(2) In Bayfieldy; the sdjerintendent and principal 1gnored the results of a
formal needs assessment among residents that had indicated that art
education was viewed as the top priority.need. The two administrators

_ decided to focus 1nstead on cafeer education. If you had responded to
the survey, how would you t to such "high-handed behavior"? If you
were the supermtendeni;, how uld you defend yourself? .

(3) Bayfield implemented both an
seniors and a career exploration program for Junior hlgh school students.
The first wgs 1implemented far more quickly and w1th less difficulty than

the second. Why?
(4) Identafy r.hat you consider to be the major "turning point" in this case,
1.e., the event that made the difference between syecess end failure.
(S} "Whenever 1 consider a significant organizational change, I think 1t
. through very carefully but I do not discuss 1t with thosé involved. I
wait “until I have antlclpated all the cantingencies and complaints that
might affect the change, decide how to handle each and every one’ df
them, and then I make the change as quickly and directly as possmle.
Perhaps this ceuses some 1nitial shock and resistance but 1t 1s’prefer-
able to the anxiety and confusmn caused by slow participative attempts

. at orgagizational change." Discuss this comment 1n terms of the leader-
© ship strategies_used i1n this cage. p
# 2 ) '
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To what extent does’
this comment by an advocate of the political perspective on change apply

mployab1l1ty skills course for high school.
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. . - o
j . . E. Christian Anderson &

- S

Lack of support from administrators, constraints on broad faculty
invélvement, attrition smong team jesbers, and discontinuity in sssistance
from external chanje sgents sll helped hamstring the attempt’ to upgrade the
educational program at Sugarville Elementary., Struggling agsingt the odds,
the three staff members who were responsible for the change effprt persisted
unt1]l eventuslly two new math programs were adopted. Even then, the lasting
impact of the innovations was not assured. With the departure of two of the
threp team members and high turnover among the teschers trained to use the
programs, it sppeared ss though the new materzals would gatf!er duyst on the
shelves and very seldom be used. *

A high rate of attrition among teschers was not unusual at Sugar-
ville; some years the turnover 1in faculty reached 50 percent. The main
reason was the rural nature of Plains County, the area served by the Sugar-
ville School. Located in the interior of a southern state, the county's 750
square miles were devoted almost entarely- to vagriculture. .The 5,500 1inhab-
itants were well enough ‘off, except for the migrant famm workérs and the
American Indians. The canef‘le;ds and pasture land of the county shelfered
abundant small game, and the lakes and streams teemed with fish. But beyond
hunting, fishing, and solitude, Plsins County had few amenities to offer.
The largest municipality was the county seat, Sugarville, a‘town of 1,100,
and it lacked even a movie thester. A ninth grade educat ion was the norm f‘or
the county's inhabitants age 25 or over; only three percent had college
degrees. The nearest university was 150 m11es away . o

. . — A TROUBLED SCHOOL
Sugarville Elementary School and the high school next dobr were the
only schools 1in the county. Their combined enrollment was 1,100, with 6350
pupils i1n the elementary school. Thirty-five’ of the dxstrmt's 70 teachers
taught at the elementary level. .
Though the school‘bulldmgs were modern, the edurational approach was
traditaonal, since the people i1n Plaing County were quite conservative. The
school's 1nstruction)yl sreas, originally designed for open classrooms, had
been partitioned into more tzgditionsl arrangements 4 In the recent past the
school had 'expermented with an ungraded K- 3! program, but 1t was never
fully implemented, and the school soon returned te a gradeg system. In the

»1979-80 school year, art, music, and physical educstion would be dropped “rom ,

the eurriqulum because pf a Yack of spage. Some sttempt was msde to offer
extracurricalar and enrichment programs and field trips, but the msjor focus
of the school was on the basic skills: reading, writing, and arithmetic.
These skills were at the center of most’concerns expressed by teachers, for
most of Sugarville' s\alementary gtudents scored below grede level on nation-
8lly normed reading and math testa

‘e Y L

Discipline was an occasional but serious problerm Sixty-four pertent of
§ugarv111e 8 students were whzte, 20 percent black, .8 percent American Indisn,

q; _83 :
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and 8 percent Hispanic. (Some 15 percent were ,classified, as migrant.)
Plains County was fragmenfed along racisl-cultural lines, and the tensions
ng the various groups frequently surfaced and found expressmn among the
public school students, who, resorted to violence with one another. On two
occasigns in a recent year the schools had been closed for several dsys to
allow the heat generated by open-conflict to subside.

The Plains County school district had seven full-timg¢ administrative
staff, but the routine demands of bureauctacy and the logistics.of main-

tenance and operation otcupied most of their time. .The elementary pr1 ‘;31,_

Glen Girard, was near retirement and in poor health. THe superinte , 8
former fifth-grade teacher at Sugarville, was mostly concerned with modern-
1zing and expanding the school'$ physical facilities. Both administrators
were aware of and sympathized with the community's conseTvative values.
Thus, neither one had the tiype or the inclination for concentﬂ?ted atteqtion
to curricular or mstructmnal innovation. + ..
The previous superlntendent had perhaps befen more venturesome. At
any rate, he had involved the Plains County sghool district’ in a teacher
educat ion center then being fogmed to serve five rural school districts. In
thé early 1970s the state had authorized the formation of TECs, as they were
known, to encourade codberation among universities, school districts, and

teachers and to improve inservige education programs. The district's affil-

. 1ation with the TEC relleved it of the burden of preparing a yearly masteT
plan fqr inservice education, a state requ1rement. It also paved the way for
Sugarville's participation in a fedepally funded project to help solve school
problems.

< . A MISSED MEETING

-

y ——

When the problem-solvang project was inaugurated in thiz state, the

TECs took on the role.of intermediary agencies between state profict resourc-
* es and local schpol staff. ihe TEC with which Plalns County was affiliated
held an initial.orientation sgSsion on the project in md-September 1976. No
one from Pla1ns County bathered to attend. However, since the TEC's plan
called for one e ntary school from each district, and sine Sugarville was
the.only elemepfagy school in Plains County, it was not long before the TEC's
represent ative,
Garard. . <

s

.

Jones had been hired as the TEC "linker™ or field agent. H1s back-
groupd included an Ed.D. degree in administration and supervision with_ a

minor in currictlum and instruction. Ag a university professor he h ad

Jbassxsted a nuber of secondary schools with curriculum problems, geneTal
supervlsxon, and self-gtudy.. Since he had Geken a leave of absence from his
university, he was free to consider a neu\aSS1gnment. When the projeci came
310?9 he welcomed the opportunity to Work full time with the TEC and in.the

¢ f1eld, away from the wniversitys {

s
’

Furthermore, he seemed good candldate for the job. “In h1s dealings
with schools he- {d not prgsent hi elf as sn expert with.solutions to any
problem. Rather%his apptoach u4§§10u key; he offered suggestiops and
alterngtives without attempting to force partxculii choices on school staff.

-~ - . ?

;ahJoseph Jones, made an appointment to see Principal,
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himself had no specific expectatlons, he perceived the project and has part
in 1t "as simply a new and better way to’ provaide h1s accustomed services to
. schools. . - . -

.

4

Jones met Prancipal Girard on September 29 and introduced him to the

. problem and later, choose from among field-tested solutions suggested by
the project's experts. The project. would also provide five thousand dollars
for expenses. There was Just one requirgmgnt: the staff would have to
take an active role, 1n the project. Several would be trained as facilita-
tors, who would then lead the entire facully through a sequence of problem-
solwving steps.‘ . -

: Girard assured Jones that "his teachers would gladly involve them-

-selves 1n this effort. He himself would support the project, although he
could not devote much time to 1t. He promised to oRganize the facilitator
¢ team quickly and to inform Jones as soon as it was organized.

\ . A Fex chop MEN

Principal Girard was as good as his word. Later that day he en-
couniered £He school folnselor and Ewo of the school's five male teachers in
the men's room. Girard asked them 1f they would form the facilitator team to
overgee the implementation of «the project, and they agreed. Girard called
Jones the next day and advisedvhim to—work directly with the facilitator
team. . . .

2 —

- Notwithstdnding the manner 1n which they were appointed to 'serve a8
" facilipators and the fact that they were 3ll males i1n a predominantly
fémale settmg the three™men were a potentially good choice. All were
young, energet:c, and had graduate _degrees. They were serious, dedicated,
and thoughtful school people, aware pf the problems in their school! and
determined to exploit this new opportunity.

James Prouty, the ghxdance counselor, was.the most firmly established
in the school district. He had made a commimept to himself and his family
to” remain 1n Sugarville and to develop his care there. Hé liked the Plains

In the past, the county had relied on "borrowing" professional gquidance
services from larger dastrictss, these Prouty now provided. His experience
and the trust he had built were a good basis on which fo fount a long-term
career, and he was already Principal Girard's msin helper and advisor. He
., was aware of the gocial and political realities of the situation®and tended
to work with the deliberate and .careful attention of one who 18 remodeling a
house he expects to go on living in.
: The two teachers had-credentlals uh1ch made them potentlally more
mobile. Charles Parker had “completed the £d.S. degree and sought advance-
ment, but the opportunities were limited in a small district with few admin-
xqﬁrators. ‘In additibn to, teaching in the elementary school, Parker ran the
district's adult education progrem. He was lesd reticent than Prouty, sbout
the pnpblems of public .education 1q.f181ns CounLy, and perhaps more Cynxcal.

-

) Sf . .
Although no one had a clear p{cture of what a linker should do, and he

project. He explained that the project would help the school identify a’

County’ lifgstyle and felt he was i1n a good position for professional growth.
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Nevertheless, Parker and Prouty functioned well together and would do thé
bulk of the work for the project. Edgar Thorpe, the other classroom teacher,
was not &s integrated into the life of the school system. Hxs sights were on
the future, and he viewed his job at Sugarville mostly s a stage 1n his
career. - . .
\ - INFTIAL PLANNING / , .
. . . . L b -
The three facilitators met with Joe Jones on-October 1: 1976. Jones
* explained the project and gave them copies of an organizational needs inven-
tory. In the. pext few days the faculty at Sugarville Elementary filled these .
out to provide the basis for a problem identification procedure. At that '
pomt the school's participation in the project was anngunced to the faculty.
. » .,
Armed with a grovamg awareness of the scope of tr?e project and
' L’a-f:emfic data about teachers' perceptions of their needs, the facilitator '}
team end the field agent went to the first project training conferénce. It °
was held in early October at an urban location in another part of the,
state. The team returned from that session with more knowledge but somg-
what less certainty about how it was all going fo work. Their, training in
project gogls and processes, had emphasized that the model requxred active
involvement of school faculty. The difficulty with that soon became ob-
vious: after-school faculty meetings were rare, and there was little oppor-
tunity for cooperative plannang during.the.busy school day. Although the
project would pay for teacher release time, the few substitutes™who were
available were dismayed by the school's dxsc.tplme problems and often unable
to control a class themselves. Thus, the prmcxpal was unwilling to take:
advantage of the opportumty for release tame. Instead, he called and then
cancel led” several faculty meetings before one f‘mal'ly took”place. The
facilitators managed to get 15 minutes on the agenda to discuss project.y, .
planning with the teachers, however, little could be accomplished in so sm.:;
. a txme. . . .

. -~ . - -

During this period the field agent contimued to meet with the facili-
tators regularly; he responded readily to their. frequent phone calls and
helped them to become better trainmed in surveying faculty coneerns and
problem statements. Denied access to the totai faculty by the
regularly scheduled faculty meetmgs and by the principal's habit
ling and then cancelling special meetxhgs, the team members ?esorted

to less formal contacts over .lunch, between classes, and after school. By v
mid-January of 1977 they had accumulated a considerable amount of demographxc :

% datg and information on school problems. . .
- .o .

A FN.SE\SH{RT AND NEW BEGII\NING
. ' . - . ¢ . 'S
In January 1977 the three-mdn favilitator team &ttended another
intengive training session for field agents and facilitators. There they .
learned about group process approaches to problem idgntification and analy- o
818, which they called "interesting," "exciting," and "valuable." Their
. g‘x;ehmmary problem statement, drafted at the gnd of the training, singled’
t the lack of, quahhed substitute teachers as g major pro’bilem in Sugar-
ville. ¥ :

L Jd




*  Prouty, ParLer, and Thorpe saw the* Substitute problem as one that

could be solved rapidly, while giving them a chance to learn about the state.

project. With considerable hélp from a professor who had been their trainer
at the January sesd¥on, the team developed & plan to train substitute
teachers and submitted.it tb the superintendent., The superintsndent liked
the plan; however, he decided that the proposed strategfes could be accom—

. plished with local effort and reSOurces, and that it sho d nob b& pursued as
-a prOJect actxv:ty. ‘

Undaunted, the tean' began to develop a new problem statement, but
without the help of,their trainer. <The trainer's iptensive inPolvement
with the 5ugarv1lle site had not been anticipated or provided for in the
project funding and created some ambiguity in the role of the site's official
field agent, Joe Jones. In the case of Sugarville, the trainer had -a pre-
existing relationship with the TEC and assumed that his contipued activaty
with the school would be sponsored through the usual channels. _He had thus
spent several days a Week at the school over a period of about a month.
'However, at about the time that the superintendent decided to implement the

‘substitute training program without help from the project, the TEC determined

that its limited resources could not sustain the intensive activities of the
trainer in Sugarville. Unable to reconcile their differences, the TEC
director and the trainer agreed to terminate the relat1onsh1p, much to the
puzzlement of-the«Sugarvil4e—£ae&4&tators, who were not fully informed of the
project s intricate structure. This was another setback in a series of
critical events, the cumulative effect of which was diminishing enthusiasm 1n
the long run. { . " a
v

The 1nitial setback following this incideat, was not too sevege, since
Joe Jones stepped in to fill the gap left -by the trainer. The facilitator
tean revxjwed the)needs assessment data and faculty surveys. They decided
that a second area in which teachers felt they needed help was the teaching
of basic skills, especiall}y math. The teath decided to concentrate on the
third and fifth grade levels, since these were target groups for a new
statewide testing program. ,

-
A

oA ' . . e .

Joe Jones assisted the' team by getting in touch with Jed Root, a
faculty ‘member at his un1ver31ty, who was experienced 1n-math education.
Root declared he .was willing .to work as a consultant %ath the Sugarville
faculty., A series of three Saturday workshops was scheduled, and the
teaghers were paid a stipend from project funds tosattend., For the first

tine 1n the progect,fthe,facultx met together in a.working session. 2

. L)

Root began {he session with an attempt to discover exactly where the
school was with regard to its math program. He could discemn no consensus
or common level of gwnderstanding among the teachers. Consequently, it was
mdcessary to reconstruct, byt by bit, B total picture “of how math was being
taught. That procéss, though time consuming, revealed that the achievement
test which they had been using was old and not consistent with their impli-
cit goals and abjectives. The consultant advised them td replace the test
with one -more curre‘nta which they d1d. v

. ' - 7
"At the same {me,that the weekenq training 1f, math was being con-
ducted, the TEC .field gent and the facalitator team prepared a new-problem
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statement based on tle emei'gmg identification of needs in their math pro-
gram. The ststement was spproved by the principal and 1in March 1977 was
for warded to the solutiaon search unit of the project staff.
" -

“

The statement noted the kow ach1evement on reading and math tests of
Sugarulle students, amd placed part of e blame on the students® back-
grourlﬂs and on the poor formal education{of their parents. It 8also acknowl-
edged that few of the faculty and staff were adequately prepared in teachfng
strategies employing diagnostic end prescriptive techniques to improve
student performance. There was a further lack of sppropriate materials to
belp them personalize instruction of underachieving students. The team set 8

grade level at the end of the 1977-78 school year, with the emphasis to f
on mathematits in gradessthree and five. The product chosen to achieve this
goal should stress mathematics concepts and metric measurement,_\

goal: . to reduce by 25 percent the number of students testing below expe;:%d ]
1

The team also listed a number of negative criteria, or limitations qn
any proposed solutions. The solut1ons must not call for additional person-
rel, 1gnore the “ruralness" and the’ non-mainstream culture qf students,
conflict with the conservative.value system of local ruling bod1es, or
involve more changes than téachers and administrators could handle. Satis-
fied with their work, the fac111tators looked forward to the search unit's
response.

' ’ bl v -
: . MORE FRUSTRATIONS /—k\

The search unit responded to the problem identification statement a
month later. They suggested several programs but especially recommended a
combination of the KeyMath diagnostic testing prpgram from American Guidance
Services, Inc., and the Basic Mathematics pkills self-paced instructional
kits from the Southwest Regional Lab (SWRL).” The facilitatbrs examiney the
suggestions and got feedback on them from faculty and from Jed Root, their
.unaversyty math consultant. Sifce the ‘suggested programs would require 'much
teacher \training, and since th team was uncertain whether the Sugarville
context\really met the craitefia of the SWRL and KeyHath programs, they
decided fo look for alternatives. . . ‘.

.
’

Prouty, the gu1dance COUnselor, asked Sugarville's math consultant to
suggest, some other materials; he proposed a commercial package, McCormick-
Mathers, which had been used successfully ih a large, urban district 1n
.the state. The package looked good to the team. They contacted the super;
intendent for his approval, and he .concurred. ,for a brief peridd there
8cemed to be cause for celebration. However, one hurdle remained in their
way. They queried project management asbout the poss1b1'l1ty of funding an
option not suggested by the search wnit. The response was unequivocal; the
design of the proJectf ang the terms under which 1t operated, required that
Only products validated by_.the state be funded. Smce Qhe commercml package
.was not validated, the answer had to be no. '

’

. Prouty, -Parkér, and Thorpe experienced real dlsappomtment at this
setback. Here it was, the end of the 1976-77 ,school year; they had been
Fzﬂkmg-on this project, since the beginning of Uctober, and .they ‘still had
._ . " -t > * ' s 7 O'r .
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nothing to sh for it.’', It had been practically impossible to meet with
the full facufty to get their reactions .and solicit their suppert; the
first problem 3Statement had not,been approved by the superintendent; and
the trainer with whom they had worked so well had left the TEC. Despite
tire lack of active support from the school and county administration, the
facilitator team had persevered, drafted a second problem statement, and
. identifyed a preferred sSeolution. Now they "discovered 1t 'was forbidden.
Once again they contacted the solution search unit with 8 request for

more options to examine When the response ylelded no products that ap-
pealed to them more than: SWRL or KeyMath, they resigned themselves to doing
what 1t seemed was -expected of them. With the help of the field agent,
they wrote @ sglution implementation proposal which described SWRL and
KeyMath as best suited. to the needs of Sugarville. The proposal was approved

in turn by the new principal,” the superintendent, and the project staff. |

~

- Al .

SPOTTY IWLEMENTQIIGN

That summer, there was the usual hagh turnover amOng teachits in
Plains County. One of the departing teachers was Edgar Thorpe, who left the
district to Seek a position with more responsibility. Principal Girard, who
had been in 111l health most of the year, retired. His replacement approved
of the propgsed changq; in the math program but remained just as passive as
Girard in his support.? With their enthusiasm for the project greatly dimin-
ished, the two remaining facilitators, Prouty and Parker, made plans for a
SWRL and KeyMath training _session 1in August, Just before the start of the
1977-78 school Yyear. . Q.

] ' - & *

in Augusg the entire faculty attended a one-apd-a-half day training
session 1n the. SWRL and KeyMath programs. Jed Root, the upiversity math
consultant, planéed and carried out the training .with the’assistance of
the f80111tators\and the field agent. The facylty viewed the training
sess 1on favorably, since they knew that 1mprovements in the math program were
sorely needed. ,

KeyMath filled the need for diagnostic/prescriptive testing. It
consisted *of a 30-minute test covering 14 skill areas--from basic readiness
to advanced ;&fthmetic appllcatlons. The.math teacher admlnlstered the test

to one studégt at a time, using a large potebook that could be set up as an
easel. As e teacher Flipped the pages, the student would see full-color

pictures of familiar objects, while on the other side of the easel the:

teacher would be given instructions for gebting, answers to guch questions
fa%:;ow would you fgel 1f 1t was 43 degrees Fahremheit in this room?" A
m

instict ion o the basid ofuthe pupil's performance. The SWRL program ‘filled
gaps in the schopl's matW curricululm and was planned as a $upplement to the

regular textbooks. Unlike KeyMath, S5WRW did not make demands on & teacher's

time. The SHRL kits could be used by Pupils without superv1s1on, and even
the tests end exercises were self—scoring.

J¥hen the school year .began, many teachers made ‘a sincere effort to
apg;y whablthey had learned in their teaching of math. However, the brief

v +

trayning they had received left them somewhat uncertain. in their use of the

B
< ' ’
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| for test ‘interptetation helped the, teacher.provide prescriptive .
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new progtams. Joe Jones paid periodic visits to the teachers to check on

i their problems and progress, but other than that there was no follow-up
training. As the year wore on, the teachers tended to. ignore the supplemen-
tal programs, as*they concerned themselves, with getting through the regulsr

= textbooks.

- .
* [

p from the state department) of educstion. The suditors reported that the math .
program did indeed have quate materials, but thst further coordination and |
training were needed. It seemed that the materials were not always being

used as designed. ’

. In the spring thfchool was vigited by &n instructional audit team
de

At-the end of the year, Charles Parker resigned to agcept a position
1n another state. His resignation, which.caught many in Plains County by
surprise, left James Prouty as the sole surviving member of the facilitator
team. With?very little administrative support and limgh#d resources for
additional teacher training, it appeared as though the "SWRL and KeyMath
programs were destined for oblivion--at Jleast at Sugarvrlle Elementary,
Given continuing-high turnover 1in teachers and administrators, tHe school'’s
involvement 1n the federally funded change project would soon be a dim memory
among the few people who were there when-1t hsppened. Certainly, there would
be no lasting impatt on the school's prbblem-sclving process. If the project
were to be remembered at all, it would be remesbered as "how we got those
math materials.” 7 )
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(1) The principal of Sugarville School never really parflclpated in the
s+  change process. He committed the school to the,project and then turned
1t over to the school counselor and two teachers. Suppose that the
principalls indifference had been a deliberate straetegy to foster staff
self-reliance. Discuss the merits of such an approach.

(2) Sugarville Schoqlianq Bell Elementary, a school discussed in a previous
case, haed several common characteristics. Both served low-income and
low-achieving populations, confronted home environments not conducive
to learning, and had severe problems. in reading and math. How did dif- .
ferences 1in leadership and participation account for differences in the .
case histories? * s 2 ' .
(3) Ratezthe effectiveness of the facilitator team at Sugarwilie School. If
been principal, how would you have impfoved 1ite effectiveness? ¥

(4) The pfoject's head office refused.to allow the Sugarville faculty to

. adopt |an unvalidated product they really liked even though the office
i had bed unable to come up with a yalidated product that met perceived
local nbgds. What effect did this ritualistic adhegence to project,
guidelines have oh the gutcome of the local change effort? If you had
been principal, what would you have done after receiving/the project's
response?
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) . ) GREENFIELD JUNIOR HIGH ‘SCHmL_ . .
’ - Terrence E. Deal i

Sharon F- Ralhs .

The story of Greenfield Junior High Schodl Houlpl f')t many other
suburban schools. The school was once viewed as & lighthouse school where
msplred, competent teachers taught subjects to bright, receptive student§.
But population shifts brought new faces from a nearby city--many of them
black. In five years the proportion,of blacks in Greenfield rose from 12 to
more than 50 percent. Thas migration changed more than Just the rgeaal

" composition of classrooms. The ,reading skills of the new students were lower

and their behavior considerably different frqn that of preceding student
populations’. Many of the students could not read class .assignments; some now
to¥d tegchers quite blgntly what they could do with the assigned Nork. -
¢ Many Greenf‘xeld teachers became discouraged. Part of their frustra-
tibn was obviously a resiit of tryjng to cope swith new problems usang old
techniques that noaslonger worked. But they were frustrated and discouraged
for other reasons as well. Most were mid-career teachers with 10 to 15 years
experience and hed served at Greenfield for their entiré careeré. - The
,-economm pinch made 1t necessary for some teachers to hold second jnbs or to
leave "teaching for jobs in enterprises outside education. Many others
repoded a feeling of being trapped and not knowing how ‘to gét out. The
organization aid .climate of the school adged to the.sense of frustration.
While the school enjoyed a soliad reputation for acade!‘mc excellence, 1t was
essentially conservative. Teachers were organized into academit departments
and felt pressure from the district to Mteach their subject"--even though
students could not read. Teachers also felt somewhat constrainef in choosing
new materiais and frequently unsupported 1in their efforts"to change, the
curciculym. A number of programs had bgen added to improve reading skills, a
reading teacher, a reading center, a developmental reading program, and a
reading program in English classes; but the conmnection of these efforts to
the lives of most classrgom teachers was marginal at best. Many teachers
resigned themselves to just doing the job as best they codld. ° 0y (
. . - - . /
Teachers also, resisted external ptlessures to change. Some claimed
that too much was expected from them already; others were skeptical since
they had been burned twice before by changeeq imported from outside. Never-
_theless, district admmléerators wercg'hust1ang” to find external resources
to support needed jimprdvements. The distract's reading coordmatqr was ’
especially interested in obtaimng outside .resources. The search for outside
resqurces connected the reading coordma’tor with a congultant from one of the
regional collaborstives’ in the state. Greenfield was selected to partici-
pate in the f‘ederallr funded RDU program.

. ]

" Prior, to embarking on the RDU eff’ort Greenfmld was not unlike many
suburban schools where shxft.mg envuonmental condftmns brought changes to
the character of the school. Now outside resources would encourage new
patterns of behavior, as teachers were to systematically define problems,
» ! ' " L]
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search. for tested solutlons from a national pool, implement the chosen
programs, and assess the results., But the extergal funds also created a new
drama in which a cast of characters followed.a new script under the watchful

eve of an audience composed of administrators, teachers, students, parents,

andathe local community. '’ . - . .

This -case study will outline tHis dramd, focusing on three main

" 18sues: (1) how did the 1nnovatidn get linked to .existing efforts and

"

ongoing energy? (2) what did the process come to mean at Greenfield? and (3)
what happened as a result of the three-year effort? The. case study was

constructed from information lected Ffrom interviews at ,two points 1in’
time--1n the fall of the second yewr off the project and in thegall following
the projects third and final year. . ' . .
" . .
. THE DRAMA AND CA%T"OF CHARACTERS ° .o,

Several characters played interesting roles in the local drama. Far
instance, the district reading coorginator provided the impetus to get the
dramg under way, but entered the process only when resources were needed,
when key decisibns were being made, or when thé main cast of characters
needed an extra boost. )

.
” -

. The principal played a8 marginal supporting role. Another participant

. noted that the principal "didn't pressure us; he's got good peoplg‘ to do the

Job." The reading teacher, reported, "He was right behind me, but'I was the
one who HEd to do it." ODOther teachers felt that the principal supported
part icular things for self-serving reasons: "He only supported those parts
that would help bim to look good--like the Read-in." Otherl saw the principal
as ;ndxfferent:" "In this school, the principal 1s not behind’any ¢ ange--he
18 more concerned with order in the ‘glassroom and quiet in the hallways--he
only*gave.us lip-seryvice support.” Finally, there are teachers who felt that
the principal .actually detracted from the performance: 'He sctually under-
mined the public relations campaign and the Thursday workshops. The womgn
w#ho volunteered to do reqular articles for the newspaper was given an extra

. study hall apd no encouragement. Teachers who were released from studies to

participate planning were constantly reminded t‘hat their classrooms were
left 1n the hands of substituté teachers.” Some sensed that the principal
could have played a more central role in the drama: "It would have been so
much gasier 1f he had takeén a more-active role; instead, we had to take him
as a given and figure out howW to get things done despite him." "N

The project's field agent played @ more central role in the drama.
She provided leadership, support and legitimacy: "She gave us the kick that
we needed; she'd tell us what we had to do--she knew because shé had gone
through those things before.” But, despite her centrality, the role of -the
field agent took different forms ‘'as the drema progresged., The field agent
herself saw her role as swinging between that of an “active participant"
and a "passive observer," To her, the major contribution of her role was to
keep the local decison-makibg group on task--something that was often daffi~
gults "It 1s virtually impossible to get anything done." Her departure from
the cast was seen as premature by the reading .coordinator: “The whole thing
never really gat off .the ground.. Just as we started to mové, the funding

fl »
ended. . . e W <
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I Jhe leading actors in the Greenfield drama were combined together 1n
a decisjon-making group, or DMG. The group consisted of six classroom
teachers‘ the reading teacher, and the field agent; the principal and dis-
trigt readmg coordinator served as ex officio members. In castyng the DMG,
+ the district reading coofdinator and prihcipal decided to pick teachers who
were resistant to change--the "recalcitrants"--in addition to teaghers with
mefe favorable attitudes toward inngvation--the "innoyators." The rationalg
for this was that by 1involving those typically opposed to change, their
u1lhngness to support the new reading program would increase. Therefore, as
the, program was implemented, there would be 'fewer to convert." Three
teachers from the social studies department were. required to participate;
three from’ the English department were encouraged to join the group. The
infotmal leader of the group was the junior high reading teacher prov ided
expertlse -in reading as well as initiative 1n moving the process along.
ol

“In the early plamning and assessment’ stdges, a largei‘ group of 20°

teachers, working with the field agent, identified the central problem 1n
Greenfield as low readmg levels among a large proportion of the student
population. Although student attitudes and behayior were important concemns,
reading deficiencies werk seen as the underlying problem--something that
. could be tackled by wnstructional strategies. Prijarily through the impetus
of the reading cpordinator, “the problem of reading was redefined as that of
"getting reading into content areas." Mest of the early search for potent1al
‘solut 1ons was carried out by the field agent, 1n cohjunction with the reading
.teacher and the district reading coordinator. The DMG as a group was pre-
. sented with 4wo options--the Exemplary.Lenter for Reading Instruction (ECRI)
and San Drego fRight-to-Read (RZR)._ Mainly through 4he 1nfluence of fhe
reading teacher, the grqup chose San Diego (R2R). “The DMG then over 8
two-year period of meeting 1n sumers and during released time modified,
“rearranged, and eventually transformed RZR into GRAG (Greenfield Reads and
Grows). Although the main components of the San Diego program sdrvned—-the
Read-in and the pattérn of readmg instrucl ion 1n the coemtent areas,,the DMG

‘dropped the tutor ,and community involvegent components and radically altered

the diagnost ic tes 5. & —

2 As the DMG worked and as 1t produced visible ,producthee:{ 1t, was
watched carefully by an audience of administrators and many teac Its,
final ,refort--the design for GRAG--was presented to an audience of the entire
faculty in a ceremony with appropriate pomp and circumstance. As GRAG began
- to move into action, a sthool-wide Read-in enlarged the audience to include
parents and .local residents. Interviews with the cast and selected members
of the audience highlighted three key issued which emerged (1) "the a(;hn?
ties of the DMG converted the "heathen," formed GRAG from the "nUtty-putty”
of R2R, and provided “an important event 1n the life of Greenfield; (2) the
activities of thd DMG and its byproducts became a symbol of hope and renewed

confidence, encouraged new relations in classrooms, and created new labels'

for tracks that classrobm teachers had always used; and (3) ag the drama
wourkl to_a close, both actors end audience wondered whether 1t had supceeded.
In the agsence of {ocal éritics to render an opinion about what the drama
expreseed, attentlon tuprned to what it had accomplished. The outcome is
still unclear, but behind the ambiguity lurks the possibility that some very
interesting changes have occurted. y .

M -




d _THE WORK OF -THE vac- RZR to GRAG ‘ .
The pressing neMreenheld was reasonably clear even befdre the *
.group process got under way. Although classroom” dig€ipline &nd, students’
attitudes were problems, the Higher priority concern was reading. scores
falling considerably below averdge levels and getting wotse. Several
%chool-wide efforts were already, under way to improve reading skills: the
Engllsh program, 3 developmental reading program, and the reading center.
These efforts were overseen by Greenfieid's reading teacher. A school-wide
schedule change to group students by ablllty levels was another effort. K
These efforts were seen as helpful but lnsufflcmnt and tou far removed from
the world of classroom teachers. ' By making'reading the business of subject-
' matter teachers, gmportant resources could be added without additional costs.
Infaddition, the efforts bof other programs might be reinforced 1in the class-
. - room. - . .

During l.he first year the DMG spent 1its time defining, the problem
more clearly, developing criteria for guiding the seléction of a ‘solution,
and actually choosing 8 product that fit Greenfaeld® 8 reading needs.
While seversl products were considered, most notably the E}RI program, the
group eventually selected San Dlego Right to Read (RZR\)\ -

There was some discussion aboul:‘ whether RZR was approprlate for
Greenfield. But, pressed by the reading teacher, other DMG members findlly
agreed. To an out51der reviewing,the R2R materials, a first reaction might |
focus on the program's amorphousness. The product consists of a grab-bag of
process techniques, instruments, readmg techniques, and guidelines for

\ .conducting @ Read-in. But, at the same ,time, the impact of the program on

. reading scores has been documented elsewhere by the-National Diffusion-_, {
Network's review process. In.theary, at least, 1f Greenfield implemented

.. RZR, 1t would work. But therd was also a recogmzed need to tailor the

program to <Greenfield's unique c1ncmatances. Doing so was the princaipal
task of the DMG's second year ' T . .

N
L) - . ~

'’

The DMG began 1ts wo:;k in the summer, As the pracess got undér
way, 1t was clear that balancing innovators with recalcitrants was not .
going to make the road an easy one, All partlcqunta reported considerdble ,
J "tension and conflict «uring the eummer meetings. .The recalcifrants appeared
to drag their feet while the innovators were chompmg to move ahdad. The
reading teacher becsme a prime mover in dealing with both technique and
.o attitudes; and the field agent wondered whether the dec151on to 1include,
\ - diversity within the group had been wise. : i . .
The DMG opened the second schoal year with a worksbop featurmg the
originators of the.R2R program 1in San.Diego. The main purpose of the work-
shop was to transfer San Diggo's expertlse to GRAG. Instead, the. consultant .
. sppeared to becane a target for.many of the group's «anternal conflicts. .
During and following.the consultant's vieit a popular,  sport among DHG .
membees waS '"goading the outsidnr." . 0ddly, this seemed ‘to vent 'intecnal
tensions, solidify the group, and encourage a firm commitment to" mbke RZR
over 1n Greehf}eld's 1mage.

t
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\ " In 12 full-day sessions during the school year (teachers were covered
by substitutes), the DMG set to work developing and modifying ‘tests, mate-.
rials, and techniques; developing a readability scale for measuring the
difficulty of existing reading materialsy and forming plans for the Read-in.
While the tension between the inmovators and recalcitrants arose now and .
then, the group pushed ahead without the acrimony-of earlier segsiods. The '
teachers "themseves became “btudents of reading, the reading.teacher became
the: teachers®' teacher, and the field agent kepﬁ the group on task. A
shared vocabulary emerged, and joking about various terms--such as "syllabi-
. . cation™-seemed to bind the teachers together. As th& group moved along,
.1 teachers outside the DMG became cutious--especially since the recalcitrants
seemed to be enjaying the task, The principal complained from time to tihe -
about substh«tes and classroom discipline. . !
L » . [
The ‘efforts of the DMG were finally put together in its final report-- s
a Black Book of tests, materials, and techniques for teachers. The debut of .
the Black Book came in the spring. R2R was now GRAG; the RZR materials, in
ipprov®d form, were in the Black Book. During the process, the recalcitrants '
sppedred to have undergone a conversion. The key idea of including them in
< the t\)l-ﬂ seemed to have paid off. .
4

GRAG BECOMES A SYMBOL OF HOPE AND CONFIDENCE

] The DMG's work wa§ presented to the Faculty in two phases. In the

. first, the group reported to the entire faculty, In the second, more-specific
information was presented to the English and social studies departments. .
Special attention was given to the concept of readability, the concept of
teaching reading in content areas, and the various exercises and materials of

the 8lack Book. \ .
. _ \ . @ .
. In the full faculty mgetings, the DMG's presentation was undoubtedly g
- moré dramatic then most. THe curious work of the group was now revealed

‘as productive labor resulting in 8 teacher-designed progrem, GRAG, with a
tangible product, the Black Book. In addition, the presentation was accom-
panied by positive testimony from teachers who were known to be c¢ynical about
nearly evepything. Teachers had done something; heathens had been converted
and bore n&tness in front of theig colleagyes. Maybe, thought the~teachers,
this was sohething different. . . )
i Work then centered in the English and social studies departments--
edch composed of seven teachers--with the idea that i1t would be expanded to
‘other departments in the next year. Here the effort shifted. from ceremony to
., Socialization. Each teacher was provided with a tangible way of judging the
"level of difficulty of texts or other reading materials. Each teacher was
given a rationale for why teaching reading in content areas was-needad and 1
l legitimate. Toggther, teachers reviewed the materials and techniques in the
Black Book--receiVving leadership from peerg in the DMi;. They learned how to -
give, summarize, and interpret rebding tests; they learned how to teach
specific reading techniques; they were given time to practice new skills; and

they were introduced to a common vocabulary. The year ended on a high note, .
and GRAG was set to go_into operation the next year.
[} 4 ¢
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. As the third year began two aspscts of GRAG got umder way. I:\‘
individual classrooms, teachers began to lise specific techniques from the
Black Book. The readability scale wag used successfully*by the social
studies department. to gauge the level of existing materials; many teachers
were amazed by the results. Diagnostic_tests were given to form a classroom

. profile of reading scores; tagain, many teachers were surprised. Many of the
teachers began to use soec:f:c techniqugs on a class-wide basis to teach
readihg skills; hawever, the nange of use was wide, particularly among ¢ soc:al

— studies teachers. 8ut by most estimates nearly all the English teachers ‘and
about 70 percent of the social studies teachers were do:ng GRAG in the way it
, was intended. ' ; .
¢ . . . - . .
. ~ For some teachers, the neu emphas:s on reaging reinforced teehniques
. they were already Using and provided -new labels for practices they had

always followed.., For others, the Bilack Book seemed to provide some security

in reorienting teaching strategies from strictly, content to reading skilis.

For a feg,\ghe new approach represented a ssgn:flﬁizt change in their overall

~ teaching, since Lhey wele now encouraged to .thi ahead, plan, and assess

results. Within most English and social studxesrclassrooms, GRAG seerted to

\ be off to a.running start. Jhe reaction of teachers rgpged from zealously

- . Optﬂhlstlc to fairly enthusiast ic. Everyone knew about the Black Bgok; most

kept 1t handy} a-healthy majority put it to use. The spirit of the OMG

seemed to be contagious and could be expected to spread eaaily to other
departments in the next ydar. s . R

. «Withiwn, the school @#s a whole, the main activity of GRAG was 'the
Read-in, a period during the school day in which everyone--students, teachers,
administrators and support pewsonnel--was required to read a book. Despite
some tnitial reluctsnce from teachers, plans for the event--spearheaded by a
DMG member--moved into full gear. Buttons and emblems connected the Read-in
to GRAG. With prodding from one/member of the DMG, DMG, the media announced the
Read-1n and promised full coverdge. . ;

- ' + On the day of the Read-in, 25 minutes were*set aside for eweryone to
. read a book of his or Jer choosing. The event Spawned many stories. Ih a
gym class, a teacher and students participated reluctantly at first but then
wanted to extend the time. A’'custodian "read" a.book in public view even
"though he could not read. The principal was seen reading I'm Qut for Number
One. Stodents jumped or- their peers who were noiSy dr did not appear to be *
Teading. Many of these stories {and Others) were reported in the media; many
were ¢irculated- by word of mouth within Greenfield. Teachers who had been
Bkept ical wére won over and asked for more. The public seemed elated.that
reading was 3 priority in a:public school. Teachers, students, and admini-
strators seemed to have a common bond, and enthusSiasm seemed to spread from
GRAG to other aspects of the school's program. Atross the board, teachers
and ,administrators reported hlgh levels of satisfaction with the school~u1de
act:v:ty that GRAG had introduced, H:th:n classrooms and u:th:h the school,
GRAG, had introduced a level of enthusiasm that few such changes could clalm.
GRAG had become a symbbl of hope and confidence in a school that Had pre-~

- Vlously been p‘agued with frustnat 1on and nsecurtty.
. L) -
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. THE SEQUEL TO THE SUCCESS STORY: DESPAIR AND DEEP-CHANGE
. , . . .
Some would predict that Greenfield revisited ;two years later would
confirm a unique event--an effort to change someth‘g about & school had
‘worked! QOthers, guided by 'the Hawthorne findings, would ,predict that any
effects would wear off once the excitement and attention of the-initial-.year
“hed waned. Neather of these, however, captures the complexity discovered 1n-
our second st of 1nterviews, which raised interesting a.r:ad perplexing 1ssues

2

about the drama of* char?e 1n Greenfield. .

In some ways, Hawthorne proponents are right. After two years of
1mplementation, the full bloom of GRAG was no longer obvious. Teachers still *
used techniques from the Black Book, but the book 1tself had moved from desk

/ to closet. Read-1ns were still held, but the eyes of ‘students, adminis-
trators, or teachers did not twinkle nor did faces beam when the event was
mentioned. ' Some even suggested that the event had become a bother.\ The DM’
st1l]l met, though not réegularly, and the meet1ings lacked the electric excite-
ment they once had. Also; the field agent had gone, and some seemed to have
trouble rememberpng her name. , J

In addition, many of the dlfflCU'ﬂ?l{s'that Greenf1eld experienced . |
three years before remained. Teachers were still leaving for new Job oppor- . f

tunities. Many students stili could not read at grade level. Students still -

acted out 1n classrooms. Teachers were still frustrated. Ip fact, many of

the teachers who had been enthusiastic about GRAG had now reversed field-- -

especially members of the MG, —

‘' b

Taken at Fface value, the results at Greenfield might .squelch the
optimism of those who would have predicted results different from most change
efforts. But there 1s another 1interpretation--Greenf1é€ld teachers and admin-
1strators did not know whether they had accomplished anything. To know, they
would need tangible evidence or external confirmation; but they*had neither.
GRAG had become routine. To the Greenfield staff,'1nst1tut10nal'1zatmn dad
not feel like success; instead 1t created anbiguity about whether ‘snything at
all had changed. . . ' \ -

But, as we pushed people 1n 1nterviews, their responses revealed !
changes 1n 1ndividuals and in Greenfield as an organization that were sp .deep
that they seemed ito be beyond the corficious grasp of teachers or hdmin-
1strators. Several examples 1llustrate the breddth and depth of the impact
of GRAG on Greenfield teachers. .. a2

Luba, the Phoenix. Luba appeared dramatically different 1n the second
interview. Physically, she dressed mote colorfully, wose contact lenses, '
and had her hair 1n a very contemporary style, Attitudinally, Luba appeared
optimistic, happy, glowing, and remarkably selfi-confident, fAer enthusiasm ]
and excitement were ®ngaging and contagious. Professionally, Luba wag full
of hope, and she talked openly about the change she felt 1n herself: "The
kids hated me before; now they are turned on--they come with their notes--
there 1s a real 1nteraction between my moves and theirs. It's & real 1nternal
change 1n me because *I see what 1 am doing 1s having posit1ve resuits.,

Something 1nterrupted the spiral down and sent energy into an upward force,"

.
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. Some of the credit for this change must to GRAG: "GRAG gave me

-sensitivity to kids." Luba remsrked that much of what GRAG brought she was

. already doing: "It's not .all new; it reinforces skills I already had, but

now I have support. GRAG tells,me I am doing the right thing. I don't feel

~ 80 1solated, because I can see that we are all in the same boat. At first I

resented GRAG because 1t was Just relabeling, but when I seé the comnections
between their concepts and mine, I feel support."

Despite her obv 10Us .changes, Luba still felt disappointmént in GRAG,
perhaps decause the active 'excitement of the DM was gone. The Read-in did
not seem a&s urgent. any more. Also, Luba felt it should have spread beyond
English and 80C181 studies: "It was a good experience cut short, Of course
I'11 continue to do all these th1ngs, but_now I'm on my own."

A

Gloria, the Crotchety Lady. Gloria, an older woman who looked as

though she might eat students for breskfast, began the interview by asking,
"Which 13 the RDU? I get a little confused because there 15 S0 much over-

lappyng.™ It appeared that she would have little positive to say 'about GRAG.
".  She criticized the GRAG test as "too easy" and said the B8lack Book was Qeél'
done but "I .know the styff anyway, so I ﬁeep At 1n the closet." She ques=
tioned initially whether the time and.energy spent on .GRAG had been wasted.

Theny' suddenly, she began to talk 1m glow1ng terms about the impact
of GRAG. "The program has done a lot for us because now there 1s a general
emphasis on reading that I was not conscious of before. We are all working
together on teaching readifg."” Although Gloria noted that the new glinical

v pfogram for low-sbility students was tied up 1n this ‘reading effort, ,she did
LI feel that the emphtsis came from the DMG: "People wefe meeting and reporting
back to us--1t gave ne a feeling that we are really pushing reading.” She
thought the'*Read-in was great becsuse it had become @ I‘outine, and even the
, /Black Book could serve a purpose from the closet: "You know, once a year when

Y you clean up, 1t, 18 there to remind us of what we do.” R

The interview ended u1th an eloquent testimony from this lagdy who had
scemed so negative at the start: "We adl teach reading now. We have no
choice. It 1s infusedsinto our curriculum--into our heads."

L]

Fran, the Dedicated Professional. An energetic and sophisticated
looking womapy=fTan held the reputation of the serious teacher who was most
willing to jput in extra time and to experiment with innovation. In the

. second interview she seemed d1939p01nted. For her, the excPtement, support,
and leadership of the project had dissipated, leaving little more than
routine. She reported the hope she had felt in the first twa years, hope
based oR the chance to work with others on an 1mportant 1ssue~--the chance to

"share ideas.” But the dream didn't go far enough for Fran. First, people
. tended to give up because their contributions were met with cool suspicion or
because they feared that others would put down their ideas. Second, Fran had
wanted the ideas of GRAG to spread beyond English and social studies, but
they never did.

St1l" Frap was not all negative: "I do think thefschool got some-
thing out of GRAG. [he Read-in 18 a visible product. And the skills in the
Black Book are ones that 8 good English and socisl studies teacher would want

r
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to teach anyway. Row there 18 @ new awareness and importance ,placed on
teaching these skills.” Perhaps fFyan was disappointed 1n the success of GRAG
because her expectations were so high. 5She had hoped that GRAG wouyld bring
an atmosphere in which teachers would not feel threatehed and would Lherefore
i try to do what she had been doing all along. Sh® admitted it was easier qu
teachers, like herself who already knew how to teach these skills--with the
support, of GRAG they eould teach with more confidence, more style. for
those, however, who had betn unable or unwilling to teach these skills
before, GRAG was simply another program to put down. Fran had viewed the
arrival of GRAG as the chance for a great change in her professioral life and
in the school. Bedause, for her, GRAG brought more réinforcement than it did
reeducation, fran was disappointed. Because for the school GRAG brought more
of a reorientation of thought than 1t did a lasting flurry of new actavity,
Fran was not satisfied.., k)

George, the Realist. George, one of the "recalcitrants" 1in the

DHG, was seen as a spokesman for other teachers. "If Eeorge likes it, then it
has got to be okay" was a common remark. George viewed himself as more of a

realist "or p3531m13t than most. “About the school's reading,problegy George

said, "I don't think anything can be done; Jjunior high {s too laté’? Yet,

he admitted to using a lot of ‘the concepts in the Black Book: "I use a

good portion of it--which, to be honest with you, .l did not expect."

L]

. . 7

’ fFor George, the project affected him because 1t gave him hope: "I
thought the 1deas might motivate the. kids--and they are skills the kids
need." Also, being on the DMG gave him the chance to talk to and get new
Ideas from colleagues he did not normally socialize with: "We Lalked about
education; 1t stimulated me. Before, I had always talked with my buddies
about golf.” As for the program's success, George was neutral: '"Everybody
saw 1t as good; 1t's just that theré are a lot of other ‘thipgs, like the
economy, that occupy us. But the 1deas are there--in the background, but
there."

Frank, the Doubter. Frank re;\ésents that solid, average type of
teacher 'who feels pressure from his depariment to keep up his content teaching
while'realizing that to learn content the students must:also be able to read.
When he was asked about the effect of the project, he shrugged his shoulders
and said, "“Things are pretty much the same.” But when he was asked about
the specific components of GRAG, his answers revealed something different.
He gave the test and used 4he results to "get a ‘feel for each class." He
ak$o liked the Read-in: "It's a nice break." Although hexdid not use the
Black Book, he admitted, "I could usgr1t." . - e\\\ i

While Frank never'got excited as he spoke of GRAG, gnd always wore a
look of doubt, he captuned the role of GRAG 1n the schoo}’ﬁ "You know, it's

no biy deal; I mean, we've all done the things, the skills GRAG emphasizes.
It's just a question of taking the time to., put them into lesson plaMs. _We
all need shots in the amm from time to time. GRAG was one of those shot s,

\
What it really did was to reinforce what ve already have."

——
. Thus, the story of GRAG has left its audience with a variety of
ambivalent emotions. Both the actors and audience came to the play with
- expectations and hope. Some expected solutions to their growing teachlng
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problems; some hoped for a new outlook, a sort of reinvigoration; some

expected that it would bring coljeagues together to share ideas and feefings. .
As the play drew to a close, however, some were disappointed since most

people appeared to be teaching the same as before; others felt a strong

undercurrent of support; and one even consxdered hersglf‘ transformed. One

thing 15 clear: while everyone agreed that no massive change had occurred,
something had happened. WhHether GRAG had provided a shot in the arm, a

reinforcement of what. had already begun, er_an entirely new direction could

be debated. Neverthéless, the school.now had what might be called a new

cbrporate image: Greenfield was now a reading-consc 10us gchool. English and

social studies teachers might teld you that their job was to teach their

subject, but they would also quickly add, "HWe teach readlng, too."
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piscussion aiMrIons . .. o

~

»

(1) The Greenfield DMG was picked by the reéading coordinator and principal -
to 1nclude both "innovators" and "recalcitrants" 1in order to coopt ‘the
latter into supporting the program. In general, what s ypur opinion

~ on the efficacy of this approach? How did it work out 1n this case?
! . " .

¢ (2) Describe and analyze the relation between morale and performance 1n
this case. : : ’

(3) Chapter 2 explained that people hold different beliefs about what 1s
of primary importance 1in accounting for the outcomes of any activity
or event 1n schools: 1ndividuals, schools as organizations, and
school context. Which belief,1s most cogent in agalyzing what happened
- in Greenfield? ’ ' . R
. . " . . -~

(4) ‘What could have been done d1f‘f‘:erent1yl"to sustain 1interest 1n and en- .

thusiasm for the Read-ins? 1 ‘ .

(5) In terms of the reading prograp at Greenfield School, 1t 'was up;lear;'
whether GRAG had provided a "shot in the arm, a reinforc®ment of’ what

had *already begun, or an entirely new direction." What do you thaink? N

Speculate about future developments. ‘ JX '
pe p . p W\ﬁ\ L
. . Y ,jvl
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] In the g\ton school district, the dec1s1on to add career educatmn/

units to several subject areas paved the way to a massive revisign of the °
elementary curritulum. ‘hough the readmg and math curricula remained
unchenged, the social studies, 1ence, and health curricula were to be
integrated as ope unit, using career.education, as the binding 1ingredient. -
This was 1intended mot only  to.help t me d1st_r1ct meet a state mandate to
provide career education, but alsp to enhance overall student achievement.
This,” at least, was the site .coofdinator's "game-—plén,'l and acceptancd of ©
funds from two state-level dissemipation programs did llttle to deviate~-him
from his coursé. .

Penton was a suburban working class community of 8,000 .1n a North . ’

Central state. The township had p eviously been farmland, but in the 1960s

young blue-collar and middle-management- level workers began emigrating with

their families from the neatby industrial city of Hamilton. By the m1d-1970s

there were only 10 or 12 working fa;j’ns left in the area, whereas there had

been 58 or 60 such farms jist a few, years before. Although Hamilton hed a *
s1gn1f‘mant mmorlty population  of blacks and <chicanos, Penton stayed pre-
_donunantly white.’ 1

Some 2,200 studenEs attendéd Penton's siX small schools:" four Cl
elementary, one junior high, and oni semior high. There were 100 teachers '
and seven administrators, including (four at the secondary level. The two
elementary principsls, Carl H1ll1ams and Sy})ﬂ Moore, were/fresponsible for
two schools each. Togéther they boré he full respqrsibility for curriculum |
planning and coordinat ion, 1n additipn to day-to«day administration of |
their schools. The superintendent acted as the chief. ddministrator, fiscal ‘
agent, and liaison with the school board r . |

"In Penton there was a strong emphasis on the basic skills. No one .
gave much thought to career eduqatmn til 1974, when the state's, Career '
Education Act was passed. The Act m nda ed careerl” educatioh plannmg inall J
school districts and set up Capger Eé ycation Planning Districts (CEPDs) .
across the state. Most CEPDs were lodged,in the state's integmediate school
distracts (ISDs), which provided admini tﬁitue and 1nstructional services to
member school systems. Penton was a part'of the Cardon ISD and 1ts corres-
pondihg CEPD. . . L

. r

‘The Cardon ISD had been a.leader 1in the develdpment of career educa-
tion programs even before the state law was passed. As recipient of .a
state grant to develop career education defimitions and models, the ISD .

d conducted a fwWo-year p1!ott\project .in career education, beginning 1n
972. Several of the Penton school staf f had been 1nvolved as demnstrﬁ{;:
of

1d

. teachers, but thé lasting effght on the Penton curriculum was slight, F
. Penton's teachers were interested in career education; some felt it wou
an addeq burden, others that it would require. a..ﬁ.gd&fferent .teaching style, «
. & -

> * * L .

‘107

‘o, ﬁ'. 1_08 _- .o




.. . ‘ . ' . 3
. ‘e, ) f ' . . . - - “
: ) -, ’ . .“-S \ﬂ . . . , .
- « Some simply did not underhtad& what career educatgon meant and were unaware
i that it included -th.lngs tRey were already daing--such as .teaching elementary
chlldren\about communlty helpars. .
. + Passage of the Career Educatlon Act forced the Penton admintstrators
L.t }b take stronger act;on. In November 1975 they formed a l5-member steering
Y comiitted to develop district learning goals. in threeg#feas. delf-awareness,
occupatlonal awareness, ‘and academic skills.® ’ G 1sed of teagchers and
. Administrators from all levels of’instructlon, the cpmmittee examined ex-
isting classroom goals,and objectives and also took ipto account the common
goals establishéd by the state departyent of edacation. Oncé gpneral educa~
tidnal objectives were identified, %ubcommittees were appointed tp write
v )goals $pec1fic ta the elementary, junior high,sénd senidr high gdvels.-

. -

l - -

) ) “The cpmmxttee‘then dLstribqted a survey: to‘parénts, taxpayers,”
students, teachers, "administrators,. and local business persons in bgth Penton
. : and Hamilton (whete most Penton residents worked). Those survgyed. were asked
to rate the importance of thg established goals 1n each, agea: se)f-awareness
(12 goals), occupational awareness (6 goals), and academic skills ( goals). -
Additional guestions focused on the appropriate role of the £€hools ‘in.
achieving each goal and the effectiveness of the district’s current programa.
Thirty-five percent of those surveyed .responded €o the questlonnalra\ p
these, neéarly all agreed that. the occupat ional awarqugs,goals.wefe the maJor
responslbxllty of the school. Ovsr 80 percent felb thah these gogls were
- "1nportant" or "very itportant." ’ ’ R
P - \ - . -wf
- These T%suIts‘tonvihced the. sctiool board and’adminiatrators of the
need to make Penton's cudiculup mote relevant to occupat10n31 awareness, yet
. they did not want this to be done at the expensé of the’basic skills.
. frincipal Carl Williams, “who was q*fo curriculum coordinator for grades K-4,
- el was charged Nlth f1nd1ng an answer o the prohlem. y

-
.
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- . . -
.

‘ .+ Williams already had oneylead.. In the fall of 1975 he had met
Jeffrey Torbic, orxgxnator of thqﬂf;reer Development Centered Curriculum then -
be:ng developep in Coloma, Michigan. The Coloma product, designed for,

Atudents in grades K-6, appealed to Williams because of 1ts creative blending
F‘tareer education with basic skills instruction.” - Williams corresponded

with Torbic over a period of months and 1in this way galned familiarity with

the Coloma, product: He found the literature to be informative and persua- _
. o0 sxve, though at this time the product was still in its developmental stages.
2 . phty
) » The .steering committee had auggested that caregf education units be f

added to the social studies, hehlth, and scien curricula; but Williams

belieyed teachers were too busy to add new uniis to existing subjects. .

Moreover, teachers were- already complalning that these subjects were redun-

. dant 5ad needed restfucturing, 'Williags «decided that the Coloma product.

coulgy provide the "glue" for restructuring these subjects as one unit,

éliminat ing the redundancies and adding the career education content at the

g same’ timé. He was algo convinced that the Coloma product would enhance basic

v. akzils'instruction, rather than detract from it. °
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In June ‘1976 the Coloma product was certified btrt'he st'ate as an 1:
‘eff’ectne educational program. Williams decidéd it was now Eime to introdyce |

-

)

g
-

) that would be made avallable ..

the product to Penton's teacheprs aad other building édmmx;;rators. Accord-
ngly, he arranged a staff w hop and inVited Torbic to make his presenta- .
taon. After €he workshap, Williams talked,to individual teachers to deter-
mine their interest in pilot testing the product 1in their classrooms. d
on thelr responses, he decided that with financial support ffom the state,
the Coloma product' could be piloted 1in Penton schools .during the 1977-78

_ school year. L. ] J—

' #

. Just as he was 'about to apply for state adoption program funds, he
receided a phone call® from Roland Scott, the CEPD coordinator for" Cardon ;
ISD. Scott .nformed him of snother dtate program which could probably help. |
To obtain fundg from this program, a distfict must form a " ite team" of L
teachrers and administrators fo gdentify specific needs, examine products, and |
select a product to implement. Scott called Williams becaysé he knew that
the Penton district had already completed' a needs assessment: and that Wil-
liams was,_looking for a prqduct to address the-district's goals. To-Wil-
liams, this announcement was o timely coincrdence. Although he already had a
product L mihd, he assumed .he\could use the additional funding to pay par't
of its cogt. He thereforé submittéed applications to, both the state” adomen .
proqram anc{ the new, federally sponsored program. oo , . J

.His applicat Lons were accepted in Jandagy 1977. However, 'to conform

“to program guxdelme§, only part of Penton's funds from the second progranm |
oould be uged -to 1mplement the Coloma product ; fhe rest must be used to |
“review alternalive products and tto conduct a testing program to evalyate i
Coloma's effectiveness in addressmg the distcict's lesmyng goals. At the y
end of one year, the district could decide whether Coldma or some other !
product best suited the distrjct's needs. Williams accepted these conditions
withput hesitation; organizing a site team arid going through the, required
problem-solving mqt 1ons seemed a small pnce [o pay for the addltlonal unds

~r

THE GAME ~ - . .

-

Hxllxams ;hd 'Sela.ct a sxte team, but his own comment on 1ts role was, °
"We have one’ because we're supposed Lo have one," In other words, the site
ttﬂ'm was formed to meet pfogram requirements and not to make decisions.
. Instead of bemg\ a member of the team, HilMiams was 1n charge of it. In
fact, the team was hardly more than a support mechanism for Wrlliams'
own decisioms. _ Now in his forties, .Wrlliems had been a principal 1in the
district *for 14 years. He.was used to makmg' decisions 1n a firm and con~
vincing manner, while at the same tlme making sure he had the support of the
teaching staff. Far from- rebellmg, hi1s teachers appeared to like his firm
guidance. ) : ' . ‘ . p

The members of the site team included Sybil Moore, the other elemen-
tary school princapal. Hoore was also the district's curriculum coordiiistor
for grades 5 and 6. Even though she hgd been .working in the district 13
years longer then Williams and though she .hed similar resp0n81b111t1es, she |
appeated. to have far less influence in the dxstnct.- Moore seemed to acknowl- .
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¢dge Williams' léader‘shm, and a{a rbsult they worked well together.

]

Algo on the tegm were four teachers, one from each of the pal‘t1c:1pza|tmgI

Bchools, and t}vo parents. '

{hough w1111ams was sincere when he agreed .to review alternatives to

the Coloma product, the search for other producte immediately ran into .

problems. According to the prograh des1gn, Roland Scott ahould have received
product 1nformation from the state program office in the fall of 1977. How-
ever, the atate did not begin to circulate ats product fact sheeta unt1l

. early in 1978. Even then, said_Scott, "The number of f}:ct‘. sheets was

gparse.” By that time 1in the project, Penton was 1n the second semelter of
implepenting Coloma and Williams was concerned that he had not rev1ewed
enough products. Williams was annoyed with the atate and fglt that Scott'a
ability to help lnm had been handicapped by late arr:’val of the project a
fact sheets, .

2

Luckily, Scott had his own sources of product information. He first .

gave H1ll;ams en NIE career educatmn source book, saying, "Why not try
thi1s?* HWilllams wrote letters to publishers and developers .listed in the
source book by~ found this method to be slow and unproductive; 1n most casea
he never heard from the peogple to whom he had, addressed his letters, and 1n
ceses where correspondence” did occur, 1t was time-consuming. In the mean-
time, Scott passed, alorfg brochures end pamphlets he got i1n the mail ag the
1SD's director of instruction. This 1nformat10n was at least more current.

The most usefyl source of products proved to be the Center fo-;
YocAtional- Education at Ohio State, Scott sent Williams to the Center for a

* three-day viait 1n March 1978. After that, Williams corresponded with one of

the Center's consultanta, whom he foqnd quite, helpful. At about this taime
the state's product fact.aheets finally began arriving. By the end of the
year, Williams was familiar with many elementary career education Products.

He\prdered a number Jf sanple setd to be examined by himself and members of ,

the site team. .

IMPLEMENTING COLOMA

Meanwhale, mpleméntatmn of the Coloma product was going much more
smoothly. In September. 1977, before classes started, all K-6 teachers 1in
Penton participated 1n a two-day inservice workshop conducted by Jeffrey
Torbic, the developer of the product. No additional trammg was found
necessary, sincé the prdduct was largely self-explanatory.

Coloma consisted of a numbet of specml curriculum units méant to be
infysed 1nto an existing program. The units called for a variety of teach-
ing atrategies, including role play, clessroom discussions,. field trips_into
the community, talks by “"role models" in the classroom, and the use of
audio-vigsual materials. Ffor instance, kindergarteners had a police officer

visit their classroom; second graders visited a local Dakery; third gradars .

visited a local restaurant and set up a restaurant at schopl; and f‘1

. graders visited a hospital and had a nurse visit their claésroom. e’

purpose of all these activities wes to increase students' awareness of life
roles, to dévelop their dec1s1ona-mak1ng alulfs, and to help them 1n formulat-

ing realistic self-concepts. o od
* h . -
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For the most part, Penton teachers uaed Coloms 1[\ the classroom Just
as the developer had 1ntende.‘d. Milliems strongly encoursged them to do sb. .
All teschers were required to us‘e four Coloms units during the pilot yesr.
Substituting a field trip for a'guest™gpeskerj for exasmple, was pérmitted as
an‘adaptet 1on, but omitting an entire utit wes prohibited. Williams was eble .
to monitor the implementstion process by recording.on the Coloma Implementa-
tion Checklist the dates when grade-group meetings were conducted, when units
were first implemented, and when the evalustion tabulstion f‘orms\were sub-
mitted by each tescher. The checklist slso contsined information on the
Rurber of guest _speakers, role J)lay/smulatmn sessions, and field trips.

Roland-Scott stayed in close contact with the Penton staff diring

the Fi}st Few months of the year. Thereafter he telked with Carl Williams by
~phone about once a week and, visited about, once a month. Besides trying, to
locate additional career educalt ion produMcott also conducted what
amounted to & publicity campaign ﬁo; the district staff. He praised Penton's
actuvities Bt parent-teacher meetrngs and at professional development semi-
nars 1n.the intermediate distr gj« He' alsa made sure that Williams and the
project teachers were presenze;s ‘at a ststewide occupationagl education
conference. This publicity bgpught both prestlge and visibility to the
" project teachers ang to Hxll;ams.

*

] N0 THE SITE TEAM

As noted ear11er, the site team played no part in the problem ident 1-
fication process, nor was 1t 1wvblved 1n the segrch for additional products
~Some merbers expressed regret that Williams did not consult them during |
problem igentification; mstead he ahead and p,resented the group, with
his decisions. Williams explamed thaty he acted on concerns previously
expressed by the teachers themselyes.

R
Even -t hough Hxlllams mlght appear e a, hard-nosed, dominating
leader insisting that things gb* his way, there was at least one important’
reason for this. The initial, perhsps most crucial, steps in the process had
"already been addressed when the site began the project. A career educatién
toblem had been idgnt1fied, «an@ the decision to try and find a product to
meet d15tr1ct nheeds had beernmade. Carl Williams had slreedy been a331gned
to this taek for the elementary gtades. A site team was organlzed however ,
because it' was 8 condition, of the project. As for the state's problem-
solving process, Willrams ténsideted it "too 1deslistic snd ngt suitsble to
_what” we needed." He later eaid,."Had I followed their process, snd weited
- for their fact sheets, I would not have gotten anything aceoripllshed By the.
end of the project." Rolamd Scott said that the stste’s j:roblem-solvmg -
model "probably got in the wey" of Penton's efforts. He saw{fhe model 8s 8 = —
}heoretlcal tool for hmself and not as 8 rigid guide f‘ob local staff. /‘

Williams and the gjte team did att”End two workshops gondwted by the

state ‘prograp office but 5o them as poorly structured s ’st«appomtmg

The, first workshop (on identifying needs and stat ing goals)}iwas cansidered

useless by Wrlliems becsuse the Penton district was fer, beygnd this stege

, from the beginning.of the project. The 3econd workshop (a reviewirg pre-
ducts) was more useful byt Stlll did not prov 1de, the depth of %Lulla traeining \ .

4
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which Hill_iama md his teachers had expected., In fact, Wililiams felt that
the worl?shops had been so unproduct1ve that the time and oney devoted to
them were i1l spent., . 2>

L . -

'i While the's1te team members had little say 1n product selection, they °

two-day workshop presented by Torbyc, and they  reviewed td@-product further
beforé 1t was actually used. They made notes of any problems they had 1n
implementing Colema in their clgssroomsiand 1included. 1n these notes the
comments of teachers who were not the team. Later, the site team used the
teachers' comments as a basis for comparing Coloma with other products.
Teachers who were nSt on the team made their views known at monthly faculty
meet1ng? conducted by the principals, Will:ams and Moore.

The parents on the team played an 1n‘portant part too. Some membefs
of the community were suspiciows of the new Coloma product. Thew™feared that
career education wag Just another vehicle for tracking students by scholastic
ability. The two pal/ts on the site team were 1hstrumental 1n relieving
their anxieties. .

did assume a more active role 1n s1)mlernenl:fal:mm. They participated in the

‘ At the end of the school year came the time for decision: ‘should
they 4keep Colomq and, 1f so, what changes should they make? Together,
Princkel j1l1l1dms and the site team went over the teachers' comments. One
complaint was that some of the Coloma units 1nvolved too much paperwork;
another was that the Coloma units took too much time and left little room in
the gschedule to cover other materizls in science, health, and social studies.
F,mally, the teachers fglt that the Coloma units did not 1include, enough
dctivities to stimulate self-awareness. They felt they could revise the
units to make them more apprdpfiate, buty Williams was sure he could find a
product suitable to their needs and sava them this task. .
Based on the teachers'’ comments, H1111ams decided to drop one or two
Coloma units per grade and replace thep with other units. from units hand-
picked by Willa 3,. the sike-team chose a self-awareness unit for grades
2-4. They.also &elected ts on grocery stores, forestry, and oceanography
developed by th# Ohio' State Center for Yocational Education: and, as the
first unit of the yeap, they,chose "Energize at Sunrisej" a unit developed by

the Kellogg Corporatmn on nutntmnal-sc.lence, health, and cdreers.

EVALUATING THE PROJECT - S

[ - s — : <
Obtaining quant1tat1ve evidence.that Penton's students were posaitive-
ly affected by the'.project was important. More than anything else, W1l1ams
wanted to show that the fiEw proyram not only satisfied the need for carepr
awareness but also. helped to develop academic skills. As 1n other major

decision-making tasks of the project, he developed the framework for the

evaluat 10n himself. The evaluation i1nvolved three sets of tests: the annual -

state agsessment tests, tests developed by Torbic for each Coloma unit, and
craterion-referenced tests designed by Principal Williams and several of his
staff.~ The development of this testing program absorbed a great deal of theg
district's external funding for the project. By conventional evaluative,
atandards, the students' test scores provided scant evidence 1.0f positive
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change in the-educational ennronment. oﬂxlhams, however, 1nt.erpret*ed
the reBults as an indication of 1ncreased‘F*udent achievement 1n the hasic
' gskills.

»
o
4 .

Whatever their impact on student achievement, the changes in class-

room practice were profound. Fortunately, because the district's goals had ”,

been set several years before, “the teachers were condit ioned to expect some
;ehangqs. In any case, they found that working with ‘the new materials was'

exciting, and that the field trips and gyest speakers made the surrounding

community more visible to the children in school. In addition, the career )

. development approach had helped tp cgordinate the elementary curriculum and .,
had eliminated duplications ﬂgrods 3u Ject areas. . N “

Acceptance ,of external program support had given a strong-willed "
administrator -the chance to test his hunches. The outside funds were not the
stimulus for change, but tather the means of 4&chieving changes that Were
already conceived. Through these means, Principal Williams had masterminded
a rather massive restructuring of the curriculum, though the initial intent
was only to add a few career educstion unitg tb existing subjects. Above
all, the changes had been achieved at very little expense to the -district.,
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) w DISCUSSION QUESTIONS
(1) In a pren.ous case, Per.ker Valley, teachers enjoyed significant partici- .

tation 1n decision msking. In contrast, the Penton principal made most
decisions on his owd. Does there Seem to bg any relationship between
'‘dec1sion-making styles and the syccegs of product implementation?

(2) Examine the extent to which the Penton experience reflg.cts a rational
problew-solv process. Discuss fthe significance of any* deviations.

| . \
(3) Suppose you were hired to succeed Pn:\\upal Williams, who 18 described
in this case a3 a unilateral decision maker. Your own ihclipation 1s .
towards partmlpatne leadership.  What problems mlght you encounter?

(4) Pnnmpal Hllllms'developed an evaluation scheme for thls project that
involved ‘three tests:” (1) annual state assessment tests, (2) tests -
developed for each Coloma unit, and (3) criterion-referenced tests
to measure progress on district learning goals. Do you feel that these
tests adequately measured the range of possible outcomes of Penton's

\partlcmatmn 1n the career education project? If not, what alterna-
tives would you suggest?
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. oo . * SASQUATCH SCHOOL DISTRICT
. . - Pet enyDesmond
. : ~ " -+ Karen Seashore Louis .
r .o Ann Gleichert Murphy -

|
i
The nead1ng curriculum project 1n the Sasuatch district was part of |
- 8 long~range ‘effort to improye the teaching of reading. The district’s
. ﬁrﬁb em and the preferred golution-had been identified years before federsl ‘
g _became available; khese funds simply contributed to an ongoing
process.” Even the proJect'é’f1eId agent, who might have,been éxpected to ‘
contribute substant1ally to the Sasquatch effort, found h1mse1f Egklng 8 back |
,seat to the district's reading consultant. These facts do not detract from ° ‘
_ the real succdis achieved 1n the part1c1bat1ng schoola. e .
Sasquatch school district comprised four rural and suburban com-
munities near & large, northwestern city. The residepts were largely middle |
class, and many commuted to the.nearby city, whére they held jobs 1n ingus-
try, real estste, and higher education. The area had nok always been a
bedroom suburb, and enough old-timers, primarily farmers, remained to exert
an influence on local politics. Together with middle-class conservatives,
the old-timers had defeated three of the four school levies proposed from
1972 to 1975; district staff ruefully referred to 1976 ss "the year the two
levies.were lost." Restricted to a fixed finahcial base $n a time of rising
codts, the district had had to reduce 1ts work force to make 'ends meet.
0perat1on on a limted budget salso meant that the distfict could not £ /
ebsily reform 1ts reading curriculumey 8 'goa'tpsmce 1973, Traditionally,
every reading teacher had taught reading as she or he felt best; the result-
ing variation meant that not all of the distrigt's 7,700 students were
reading up to the level of theair ability. One of the goals that the district
had established in 1973 wajyto introduce one sequenced reading program in all
the elemegtary grades, toggtﬂi|.w1th 8 reading management system. ' The fo
would reduce the confusion experienced by pupils @hang1ng from one grade
school to another. The lattes would permit reading instruction to be 1:S$=(
vidualized, -by ‘providing for ongoing diagnodas of a student's reading prob-
lems, prescription of materials to address those problems, and record keep1ng
to chart the student' S progress in specifxc sk;ll areas. -
The committee respons1ble for drawing,up the goals had been headed by
Gwen Evans, the district's director of reading and language arts, and N
' included 8 teacher from each of Sasquatch's seven elementary, three Jjunio
high, and two senior high schogls. .The goals had subsequently been appgove
by the principals, the supe:1ntend€nt .and the school board. Howeyer, after
tbe adoption of the Ginn 360 read1ng series 1n all the district's element ary
schools, too few funds were ava1lab1e to install a readidg management system
- district-wide, . - X . )
. Heanwhile,,var1ous schools experimented on 8 limited basis with some
of the reading management progrﬂms then available. Two tried using materials

‘l . < -
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from the Fountsin Velley management system, but these did not prove accept-
able. Another, Artemis Elementary Sthool, became involved 1n_a demonstration
project using the Wisconein Design for Reading man nt system. A fourth
school, Suntise Elementary, also implemented part of the Wisconsin Design in
1975-76. Two other schools plenned to wait unt11i§1nn developed 1ts own
reading management system before proceeding further.
' L
While Evans and.other district administrators hoped for a levy to
pass, they also looked into the possibility of obtaining outside funds.
Evans, funneled some state funds to Sunrise to pay for a part-time reading
aide in 1975-76. She also learned from.the distragt's curriculum coordinator
out a federally subsidized project to help schools amprove their reading
programs. They quickly submitted an applicatlon naming five schools in the
district--two elementary schoold and the thrée juniot highs--as potential
sites. The application was accepted in the summer of 1976; 1t was only then,
. that the principals of the schools were informed of the project. . o
The principals of Sunrise and Hillside. elementary schools had no.
abjection to participating; on the contrary, the funds provided by the
project would be a great help’ in putting their management systems 1in place.
One project requirement was that each school set up a task,force, including
teachers and parents, to plan project activities. Edith' Foster, the pripci-
pal of Hillside Elementary School, was not one to work with 8 committee when
she could make a decision unilaterslly; even 80, she accepted the creation of
a school task force with good grace. It must be said that teachers were not
convinced of the value of reading management systems: however, as part of a,
task force they would at least have some say 1n the process of 1nstalllnq
such a system, , . -

”

Serving on both fask forces would be Gwen Evans, the district's
director of reading, and Herb Milton, the field agent for the project, an
employee of an intermediate state educatjnml aggncy.* The task force in
each schoel was chaired by that school's‘pringipal. At Sunrise, the task
force gncluded the librarien, a f{eacher aide, two parents, and three teach-
ers. Hillside's task force, in contrast, wes never as broadly representa-
tive, for Yt included only fbur teachers Each group started the 1976-77
school year with two full days of planning. By the spring of 1977, when the
problem statement for each school was ‘submitted, the task forces had held two
or three additiopal after-school meetings.

. LOCAL TALENT .
. gy /

Evane soon emerged as the real leader of both task fordes. Although
the groups weas. supposed to identify & problem in each school and then seatch
for arg appropriate solution from & pool of research and development products,
the dietrict had long before gone through these steps. In some sense,.then,
task force activities were pro forMa, and Evans was responsible for guigdaing

the task forces in the desired direction. She met privately with the field

agent and theé principal of each school befofe each task _force meeting tq
coordinate and plan task force activities. She also acted as a facilitator
at meetings, drawing ol her considerable experience with group process.

. [}

* *Field agents 1in this project were known 83 "linking agents" or

*linkers." . .
s . %ﬁ\};ﬂv
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L. Evans was, 1n effect, actimg azhan internal chanbe agent, making Herb
Milton somewhat superfluous. However, Milton had no desire to act like a
"p expert” and was content to keep a low prof1le, offering only an
occasional comment. If the groups had no need for has skills as facalitator,
they did look to him as a resource person. He cénducted a number of searches
for products, put the district in touch with sources of infotmataion, and
organized workshops. The task force members appreciated his efforts, which
sayed them some time. . . ’ )

- -o‘

-

. The effects of Evans' guidance were clearly-@ﬁ;un in the problem
stafements and selection criteria drawn up by the two task forces. Whale the
prihary emphasis in each school's problem statement was different--Hillside
stregsed services for children above and below grade level while 5Sunrase
emphasized' the need for a sequenced prugram--both schools identified needs
an the following areas: . LT ;

. ‘e -
1. Strategies and techniques fop teaching comprehensions

2. Instructional materpals to provade intermedaate steps
between levels in the Ginn 360 program;

3. Alternatave prqgii?s and resources for the able reader:

4. Materials related to the objectives of the Wisconsin
Design for Reading in word attack, study skalls, and
comprehension; and

.

5. Comp1lat1on‘§hd categorization of existing building

materials according to the Ginn 360 organaization.

Hore0ver, the selection criteria were‘almost identical. The solution chosen
must meet the needs of high and low ability students; its cost must be

.realistic; and, a key criterion, the solution must conform to dastract goals.

It was no surprise *whep both task forces ident 1fied Wisconsin Design for
Reading as the preferred solution to their school's problem. As noted,

. Sunrise Elementary had begup implement.ing the W18CONS 3 Design 1n the faIL

of 1975, even before the reading improvement prOJect began

In Noverber 1976 the task forces of Sunrlse and Hillside dchools met
Jointly to coordinate the introduct ion of ﬂisdbns1n Design materials at both
schools. . Wisconsin Design consists of three strghds: |, word attack, compre-
hension, and study 8kills. Only the word attack strand had beén introduced
at Sunrise, and usage varied ffom teacher to teacher. The joint task force
decided that Sunrise teschers would begin to use the comprehension $trand as
well. Both word attack and comprehension would ‘be implemented at H11151de,
but consideration of the study skills strand wodld be delsyed until the end
of the school year. Wisconsin,K Desigm materiald might fill the._gaps that
teachers pkrceived in the Ginn 360 curriculum; more importantly, they would
allow for diagnosis and prquﬂ;Ft1on of students’ problems uith . reading.
- As the year passed, teaghers began runnxng into a problgm: Ginn 360
and Wisconsin Design introduced Eead1ng skills in different orders. Milton
responded to this problem by arrangxng for_a Wisconsin Oesign consultant to

17 S o gy
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give a workahop in ApA:; 1977. The 12 teachera from Sunrise and Hillside who

attended the workshop described thg difficultiea they were having in meshing .

Wisconsin Design and Ginn, and the conaultant made recommendat ions for
aolving them. -But jt soon became apparent that palliative measures would go
only so far; gither{the management system would have to be redesigned to fit
the Gin series, or,'the series would have to be.changed to fFit the management
system. 8y, fay the two task forces had decided to redesign the management
system;.g T#-day ork session was scheduled for August. .

* The August session’1included 12 teachers from three elementary
schools--Sunrise, Hillside, and Artemis. Gwen &vans served as chsairperson;

though Herb Milton was present, he kept his usual low profile. He had -

arranged for another congin Design consultant to give a two-day, workshop
as part of the work sesSion. The remaining three days were. spent correlating
the Wisconsin Design word attack .strand with .the Gipn 360 organization and
preparing a handbook, "Let's Get Together'," ¥or distribution®to teachers in
September. '
N {

The handbook specified at which points jn the Ginn curriculum ‘the
Wisconsin tests should .be administered; it also suggested additional re-
sources for use 1in teaching various skills. The Sunrise and Hillside

L

teachers could find these additional materiald in a reading resource center-

at each school. The materials, arrajpged by reading level, included some from
Wisconsin Design; others had been developed by individual teachers. At the
request of the school task forces, Milton had requested a search of _the
project's knowledge base for R&D products that might fill perceived gaps in
the Ginn curiculum or supplement Wisconsin Design materials on word attack,
comprehensign, and study skills. The results of these searches were also
housed 1in the reading resource center. ',‘ . .

Use of the wWisconsin Design materials intensified in the 1977-78
school year. For the previous year (or two) teachers had been free to use
Wisconsin Degign as they wished. ‘Let's Get Together" was an attempt to
standardﬁze,s¥3 well as encourage, the use of Wisconsin Design. The presence
de in each school was another form of encouragment; the aides
were theré to help teachers by testing and grading students, keeping reading
records, and policing the reading resource area. One disincent ive, however,
was that teschers never received inservice on the use of the handbook; the
result was considerable variation in the timing and administratjon of tests.
Even though the value of the Wiscomsin Design tests was recognized«-notably,
their specificity and usefulness for diagnosis--the testing process was still
tipe-consuming, despite the reading aide. At least some teachers showed no
interest at all in the project's activities; they weré oblivious to the
thought behipd "Let's Get Together" and unaware of the supplementary mater-
181s available in the reading resource room. . -t .

LI

The work of the coordination codmittee continued through the 1979-78°

school year. In November it met to reorganize the comprehemsion strand.
Herb Milton arranged for a consultant familiar with Wisconsin Design to meet
with all the teachers. None of the congultants so far had been very excit
ing, and this one was the worst. Part of the problem, to be sure, wgs
that the school district was adapting the Wisconsin.Design {0 its own needs;
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the consultants were more experienced in workipg with schools that had
adspted*their reading programs to suit the management systep.

The cdordinaton committee topk note of teachers' cunpla{nts and
suggestions during the winter and sprlng, in April work was begun on a
revised version of "Let's Get Jogether.! By June the second version was
complete.. It took into account the new Ginn 720 series that would be used in
the fall and spelled out in greater detaxl how to mesh the Wiscopsin and Ginn
materlals. AN

' .
- a .
’ .

Implemen ation of Wisconsin Design received a further boost in the

" fall of 1978 by the hiring in each school of a half-time reading specialist.
The specialist introduced new teachers to Wisconsin Design and helped those
alrefdy using it when they encountered difficulties. The specialist and
aides did not monitor use of the 1innovation, nor was .use made mapdatory.
However, all the teachers made at least minimal use,of Wisconsin Design
materials, 1f only to test once or twice a year 1in order to masntaln their
.Students' records. .

R . . %
At least some teachers, though perhaps not'a majority, used the test
extensively d¢ diagnostic instrumegts. They gave a test at the beginning of

.a particular skill -level 1n order to determine what their pupils' specific

weaknesses were.. If post-testing showed no improvement, the teachers” could
draw Bdn the resources at the rtading room for remedial material in thal
particuldr area. By the end of the year, perhaps 40 percent of the Leachers

.were using the tests and supplemental materials [for diagnosis and prescrip-

tion.

- : .~ OmHER<PROJECT GOALS

Ha
* . , ’

The task forces both at Hillside and Sunrise were interested in
programs for gifted and talented réaders. In the fall of 1977 the two §roups
asked Herb Milton to condugt a search of 'the knowledge base for reading
products for the gifted. The search turned up no appropriate products. Task
force members who had heard about the Junior Great Books program then decided
to investigate that possibility. The field agent obliged theft by making
arrangements for a two-day inservice in February 1978. The event, attend?d
by 50 teachers, admimistrators, and parents from the five schools participa
ing 1n the reading project, was a great success. Within a month*plans were
bexng made to xntroduce techn1ques for abie readers at seven district schools.
g The’ H11131de school also hoped to Find a program for kindergarten
students. They decided on one deweloped by the Southwest Regional Lab apd
sold by the Ginn Company, teachers\weye traxned in its use by a consultant
for G1nn. .

Une‘goal of the reading project, 1ntroduct104.of the study skills
strand of #isconsin™esign, was not tealized. The departure of Gwen Evans in
the summer of 1979 robbed the project of its driving force. The local taqk
force at Hillside continued to work 1n a desultory fashion on the matter. At’

" Sunrise, the librarian began to implement part of the study skills strand.

On the whole,, though, attention had shifted to progrfms for the qifted.

L]
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. 1t was the district's long-range goals that had caused the schools to
participate in the reading project. By the end of the project considersble
progress had been made 1n meeting these: goals. As of.September 1979 six of
the district's eight elementary schgols were using Wisconsin Design for theair*
reading management system.. The other two had, adopted the new Ginn management
system aloq?)wlth the Ginn 720 materials; however, the board of education
had decreed that all schools must eventually use the Wisconsin Desaign.

Two othef district-wide results had reviously been estabilished
as district goals: teacher participation in ‘school or district-level plann-
ing committ ees and expanded inservice education for teachers.

The 1dea of sharing authority with committees was not congenial to
every principal. Thus, when & new principal who believed-in centralized
decision making came to Sunrise school, the local action team soon disbanded!
Its functions were assumed by the half-time reading specialist. In contrast,
the team at Hillside persisted; Principal Foster  had learned to work with
it. As the use of Wisconsin Design spread, 8 team was set up in each schooL
to oversee 1ts 1ntroduct10n. And Evans' successor as district reading
Coordxnator, 1nsp1red by the success of the coordination committee, planned
to introduce other $E;L§-sbhool or district-wide committees to solve problems
tn a participatory fashion. ., .

- -

A humber of the inservice activities carried out during the life of
the project had been disappointing. Nevertheless, one of the complaints most
often heard™rom the teachers was that they needed more inservice to better
implement Misconsin Design; the fFive-day workshop of the coordination commit-
tee in Auéust 1377 .and the Great Books training session of February 1978 were
frequently pointed out as models.

. In the fall of 1979 a change in the state law governing, allocation of -
school funds proved to be a windfall for Sasquatch. District officials took
advantage of the opportunity to promote staff development by funding teacher
retreats on such topics, as teaching composition and Junior Great Books.

Teachers and administrators alike were glad they had partlklpated n
the reading project. . Its success and effectiveness could not be attributed
to the field agent; his role was minor. Nor did it owe much to the pool of,
product information that the project had made available, since only supple-~
mentary materials wete selected from the pool. Rather the key seems to have
been the project's infegration into an ongolng effort under the direction of
a ski1llful internal change agent.

I'4
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‘ 3 mscuss;m QUESTIONS .. - & '

(1) ,OF the threé perspectives on change (ra§10nal, political, docaal systems)
° wh1ch best destribes the approach of Gwen Evahs, the district reading
d1rector° ow sbout Herb Milton, the field agent? Would _a different
apprpach have been more effective for e1ther individual ?

-

" 1

\

(2) How closely’ Bld Sasquatch school  distrigt conform to a "rational”™ pro- .
blem-solving brocess? ¥What dlfference did the degree of conformity hav

- on school outcomes?

u% * - --_. - “' \"‘ . -
(3) Put yoursel f 1n the tole of Gwen Evans for a moment. You know that saome

teachers h§ye shown no interest at all in project activities; they do mot, .
* use Wisconsin Design™and remain unaware of the gupplement ary materials

available an the reading resource room. Use rational problem solving to:

de¢ide, what, 1f anythang,. to do about these recalcitrants.

o/‘a

(4) What were the key strategac decls10ns in thas case negardlng (1) the pro-
blem-solvang process and (2) product implementation? Who made them? What.

effects did each-de01510n have onproject outcomes? “ﬁ \
{5) Teachers invested con31derable .amoints of time and effort in adapt1ng the _ .
- Wisconsin Design, management,Syaiangto fit the ‘Cinn reading series, even

though adaptations of the readinqj%erles to fit the management system ;
were already avaITab4e¢__th° Wiat effects did this adaptation process

_have on school dec181on making processes and pruduct .implementation?
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’ ce T * JREELINE HOOL, DISTRICT - ' g
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The ‘sche¥l mprovement project in Treeline was a ,smoothly adminis-

- tered attempt to infuse career education materials into a8 few class®s 1n a

small school. Given a limted bBudget, those in charge of the project felt
that this modest approach had the best chance of ghanging the negative
attitudes tawardfcareer educatmn held by many of the Treelime staff.
However,the gdeparture 'of half the teachers involved 1n ihe project at the
end of the st year of implementation reduced even thellimited impact that
the adnmmtrators hed hoped for from the project. °

located. This moderately sized city of 100,000 was the site of “a major state
university with 45,000 students. The unlversa.ty was the biggest employer In
town; together mth the research and development firms that had sprung up in

o .
) s ’ Treelme ‘was not typical of the North Central state 1n which 1t was™

. the area, 1t gave Ireeline a’ large middle-class population. One result was

that the educgtaonal aspirations of Treeline's f3milies, were high; another

wag that a strong liberal influence was brought to bear ‘on a community whach

was trad1t1onally congervative in its politics.
s -

Tceeline had exp&wmced tumultuous changes 1n the- late 1960s.
Ant1-war protests on campus were followed by high school studgnt riots and
racial conflict. Previously uninvolved residents began,to take part in local
politics, and for t time they elected a progressive sghool boardy
The board then brought 1in a @nanuc super intendgnt from the Easy/, who ansti-
tuted wholesale changes in the school system before a consery 1ve reaction
set in and he wds - fired. The. current superintendent was a l‘ocal f‘1gure,
who was very much Tespected and had lasted eight years. Still, the years
of turmoil had left their mark. * The educatjonsl community, one local of-
ficial said, wag left "deeply upset, d1scouraged, and seeking a return to
the stability of the early sixties." - .

> -
as

’ . A CHANGING POPOLATIQN

-,'-ﬁ,_ .

y St1ll other sqcial ‘forces wep& at work during those years. From 19”“69‘
7

the proportion of blac 1ldren attendmg the 36 public schools
most doubled, from 8 to, )5 percent.. Some black parents charged “that

low-1ncome and minority cluldren 1n the- district were being “lsbeled for

failure” by a school system that was interested in servmg the needs only of
ite, nuddle-class children. . i , (3"”': .

Charles Element ary Sghocl, serving grades K-6, was a m'ifcro osm of
Jreeline. Many of its 16 claasrcom tea s and 16 resource and Support
staff remembered the years of tbrmoil the .schools and tended to shy
away from progressive ideas Sr products introduced by outsiders.  UAtil
1975 the schpol hed served only middle- and upper-vmddle-class children,
mstly college bound. But comstruction of low-1ncome housing 1n the srea

were frém poot families. .

had ct}:qed the #tudent body; thereafter, one-third of the 400 pupfls .
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" of the project with Spender.

The change in student population had its ef fectg. T32ch€rs had to
deal with 8 wider nange of ab111t1es and skill development ong their
students. _A” mfajor innovative effort in the school, a muw-ade, team
_ teaching exper:ment that had pleased many mxddle»cia&s parents ,?was cancelled
" dfter the shift in the school's populat ion. One reason given was Ethat poor
children needed.a quiet, structured environment. Elaine Sargent, the
school's pr1nc1pal, favored - individualized instruction, particularly giverw

the school's current make-up. However, she bgnerally gave teachers consid-

erable leeway in the.materials and app ﬁgﬁh they used in their classrooms.
She was,a low-key :hunzstrator who t most decisions tgyindividual
teachers.~ . '

Until the stat Ieggslature passed a Career Education Act in 1974,
"only a few teachers /included career education activities, in. their lesson
plans. Since ther Principal Sargent had become morg aware of the importance
of career education, thougt* she also felt she should protect her teachers
from unreasonable _pressures_to ionavate. . _Nevertheless, Cbarles Elementary
was to become the site 9f Treeline‘s career education effort. B}
» . ° . N
y (8 THE PROJECT -

The Treeline district was one of 10 school systems served by the
Meston County Intermediate School Daistrict IBD) F.ollowing passagg‘of the
Career Education Act in 1974, a Career Education Plann1ng District (CEPD) was
also established in Weston County; Xurt Waller, the ISD's vocational-techni-,
cal spec1a115t became the county's CEPD coordipftor. In mid-1976, he was,
informed by the state department of education that a statewide project to
encourage the use of career education products was being planned and that he
was to be the field sgent for his ISD. He passed the word along to the 10
school districts inm the county.” Five, including Treeline, expressed inter-
est; the remalnder decided that the effort required by the project was not
worth the money involved. Why the department of education chose Tréeline 1is
not clear. In any case, Treeline's superintendent received notice of accept-

ance -1n Jgpuaky 1977 and sent the notice and its accompanying material along ,

to Monroe Sperider, ihe district's director of career education. .

Spender had a dual role 1in the district, serving as director both of
career edu ation and of vocational educat ion. Spender had been "the prime
mover 1n ‘€areer education in the school system" during the sixties and
early seventies, according to one teacher. However, he was now facing the
prospect of managing a one-millionydollar vocational educat 1on bud t, and
80 would have little time for the ‘pew project. 'Talking it over with Ron
Lacotti, .a "counselor in 8 Treeline high school, Spepder expressed the.
,view that ‘the five thousand dollars the project would bring.an were hardly
“worth.the extra administrative burden. Lacotti, who was ¥younger a less
experienced, did npt see it that way. He had been developlng an interest
in career education; the prOJ%ct seemed like a good chance to encourage
career education 1n the district. Lalotti offered to share theamanagqunt

, . - .
A : '
After discussing the matter with Halleg, the CEPD coord1nator,
Spender advised the superintendent to accept the prOJqpt. Waller and Spender

.\—s * 1 1 - Ei_ - ) R
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agreed that for five thousand dollars the project must be located in one
small school to have any npticeable éffect. And, although they were aware
. the project was meant to develop a problem-solving process applicable to a
zege of problems, they thought of it mainly ‘as a way of bringing career
ucation products into the district. It was in "this manner, that they
described the project to Elaine Sargent, principal of the Charles School.
+ Both she end her staff expressed xnterest, and four teachers volunteered to
. part;c1pate in the project. . —_ '

1

SETTING A STRATEGY ,
The problem-solving process followeé in Treeline was far from that
envisioned by thoke who planned the project. During february and March the
three administrators had only desultory contacts with any of the staff at the -
Charles School. Nor did they carry out any sort of formal needs asgesswment.

Instead, Waller met informally with the two site coordinators, Spender and =~
Lacotti, to discusg the district's career education problems and come to- a
- ———coRgensus“on what should be done at the Charlee School. e e

Since assuming the role of CEPD coordinator, Waller had become
increasingly committedsto the concept of career education. He wished to get
as many of the district's teachers as possible to share his feelings, and
felt that the way to do this was to start an different activities at
different grade level throughout the d15tr1ct. Lacotti, the high gchool
counselor, shared Wgller's vision of gradual, cumulative change in the
district. Both felt that the staff at Charles might be aware of .the
district’s neéds as a whole, and thus should not be 1nJgIEEd until later in
* the process. Besides, they felt involvement in determining needs and asses-
sing problems would have been burdensome Qp'the teachers.

. X

After discussing the project among themselves, Haller, Lacotti, and
Spender agreed that the broad aim of the project would be the infusion of
career education content and praci#iples :nto the elementary curriculum
district-wide. ,The problem in the Charles School was to set up a cadre
of teachers trained in career education who could share their experiences
with others; in this way they would develop a workable model that could be
extended to other schools in the district. In the meantime, thoughy,. the
three would try to maintain a low profile, so as to avoid the political
s battles and bureaucratic delays that often accompanied major innovations 1in
the district. They realized that there was no widespread sense .of urgency
apong educators in the district to implement a career education program.
Furthermore, since the district bhad recently recoyered from a period of
turbulent sdcial and educational change, most teachers wanted simply to be
left alone.to tesch and run the schoolg. The general feeling was that this
. was a time for retrenchment and concentration on "hasics."-

T

-

.

7‘.The field agent Lnd the two site coofdinators then began to look

- for infprmation on promising career education materials, a task which proved

to be much more ¢ifficult than identifying the problem. The state was
supposed to have information concerning R&D products, in the form of product |
descriptions, available on request. However,:the office responsible was |
unprepared; thus Waller, Lacotti, and Spender had to get most of the infor- .

mation on their own from other sources. But_during February and March they
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managed to accumulate a fairly larée number of products, product descrip-
tions, catalogues, and related informabion. After reviewing the ones that
were unfamiliar, they seletted 10 for review by the teachers who “would be
implementing the products.., As with problem identification, their rationsale
was that their prior review would minimize the burden on the teachers.
However, the three admintstrators also felt that they had s better perspec-
tive on what would be Bppropriate than}id the teachers. ’

« IHS‘?ROCQEQ IS DEMOCRATIZED .
v .
A* site team 1nvolvi'ng the teachers was finally formed 1in April,
although theoretically it should have been active from the beginning. At its
core were the four teaghers who bad volunteered for the project: Gladys

_Heath, Joan Bloom, Barffara Allen, and Susan Ferwald. Gladys Hesth, pethaps’

the most active of th®m as a proponent of career education, was named team
leader. Other members were Waller, Spender, Lacotti, Principal Sargent, and
two Parent representativess -’ -

Principal Sargent was not an active member of the group. A non-
intrusive administrator, she kept informed about the groupls progress but
attended few meetings. The parents wgre more active at first., After a
few weeks of product reviews, however, they quickly began to lose interest;
within two months poth had driopped out. Wallér, who attended those initial
meet ings, feltrthat the parents were intimidated by the professional educa-
tors and their "lindo." He Said that they were asked to be involved "at the
wrong point--mgterdals review and select ion--rather_than problem identifica-
tion w neeéds. assessment, which would habxbeen more interesting to them."

t

P ) -
‘ . Both Weller and Lacott: felt tha efining 8 role for parents was
a weakness 1n the Treeline project. There was a feeling that the project
was too small,.and demands on their time too great, to make it worth using
a let of energy to keep parents involved. As Lacotti said, "To really
get parents involved you have to follow up initiatives, telephone, encourage,
arrange meeting times to meet their schedules... basically, I just had too

many other things to do to make an effort here."
. A :

-

During the period from April tt.u'ough July the site team met occasion-

ally as a whole, but more frequently in subgroups, to digcuss and sift
through the prodicts sélected by Waller, Spender, and Lacotti. The basic
criteria established by.the whole group for selecting or eliminating products
wele that they be (1) affordable, %2) geproducible, (3) without sex or racial
bias, (4) re¢quirapg no, special equipment, (5) easy for téachers to master
immediately/ and {6) comprehensive, covering not onl“y the world of work,
but self-awarene$s, values, ‘and self-@oncepts. - '

P .

During the gpring of 1977 the site team met with representatives for
8 few of the products sSeletted for review. The teachers present (not al-
ways the whole team) found.that these personal preseptations did not always
ephance a product's appeal, yet one product finally \sslected was chosen in
spite of a particularly poor presentation. Along with the formal critena
for evaluating pi‘oductg, the teachers{ brought their own personal feelings
and past experiences to beaf on the S iection process. A few of the prod-
ucts were rejected as “difficult fer teachers" and 'inappropriate for our
children." : : . ’
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An. 1nformal process of product review continued throughout the life
of the project. Product fact sheets and brochures kept reaching Waller and
Lacott1, who would pass them or? to the teachers at Charles. In December 1978
Gladys Heath commented that she Wad just learned of a few products that she
would like to use later ,an 19 It a1s possible, then, that one of the
weaknesses of the progect—-the Fa1lure of -the state to get information on
products to site teams on tlme«-serendlpxtously turned out to be a8 blessing
in Treeline. . .
¥ Other problems besides the state's delay in sending out product
descrfbtlons af fected the selection process. There was insufficient maoney to
pay for release time for teachers to observe prgducts in actual ude; and it
was hard to judge products From their descriptions. Gladys Heath, at least,

felt that" dialogue with other,. districts concerning their experience3 with

various products would haye been useful. Still, by the sumder of 1977 the
site team had chosen three pxoducts for 1mplementat1on that falk:

1. The Comprehensxve Career Edutation Model (K-6) devel-
oped at Ohio State. Its 24 teaching units could be .
used to infuse cafeer education into the teaching of
acédemic sub)ects, such as language: arts, math, .

. social §tud1es, and earth science,

'2. Gu1dance Assoc1ates €arly Elementary Films (K-6).*
The 30 films covered such topics as occupational
choices, self-image} values, and decision making.

3. Society of Visual €ducation materials (K-4), a
* * multi-media product w1th games, films, posters,
and work cards. .

The three products balanced each other in terms of content, mode of dellvery,
grade appropristeneds, and degree of structure; of the three, the Ohio State
produoL was by fdr the most structured.

w -

As the fall approathed, the site team turned its attention to evalu-
ation and training. It was decided to pre- and post-test the students using
the Element ary Career Orientat.ion Battery developed by New Educational
Direct ions (in Indiana), However, the only formal training that occurred was
during a September dinner party attended by the teachers, the principal, the
three administrators, and a few phrents. ~During the evening the use of.the
products was appgrently discussed in some detail. {

* f 13

When asked sbout the lack of traiming for .implementation, Waller
noted that the materials .selected were basically self-explanatory, with
gu1des and objectives laid out. He said that the teachers were professionals

. who knew whatr they were doing.. We didn't want to ram. anything down any-

body's throats. We exposed teachers to the materials, they knew the mater-
_18ls were available for them to uge." Also suggested as a reason by Lacotti
"was lack of inservice time and resources to work with the teachers in a
training act1vity.

The pfﬁjﬁﬁl leaders definitely set the tone for—mplementation of the
prodycts by their general philosophy of giving teachers freedom to implement

. - 127 . -
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as the teachers saw fit., Training would have been an area where some struc-
ture--a timetable, a set, of expect st 10ns, .even some formal -guidelines--could
most logically have been given to implementation. But this was not done, and
the tone set by the project leaders was to have a significant effect on the
nature of implementation,

l

L}
T

' FOUR TEACHERS * FOUR APPROACHES

‘ l'he use .of the three productd by the site team teachers during the
1977-78 school year was considered to be a field.trial’of the products. Each
fof the teachers knew by the end of a couple of months 1if the products would
serve her needs, Thus, the way that each product was used over the course of
the year varied wxdely from teacher to teacher. .

. dys Heath's class was dxstmctxve, being a multi-grade, open
classroom\getting, Bloom, Allen, and Ferwald all taught 1in more conven-_

.tionally structured classrooms. All four teachers used the same—overall®

approach to the career education products, that of infusion; thus the film-
strips, workbooks, mini-units, and discussions were integrated into the
regular day-to-day curriculum, According to Lacott:i and Heath, certain
elements pf all three products required "a specific way of implementing"
which made it dufficult tg infuse these elements into the standard curri-
culum, .The infusion approach also made it dlffxcult to go-1in on any one day
.and see a product in use, according to Lacottx

. Susan Ferwald used the materigls from the products in a very struc-
tured manner, but the other teachers 1mplemented the products pxe;en!ea-l and
adspted them extensively to meet their needs. Even the content of ‘some units

* (for example 1n the Ohio State _product) was modified substantially at times.

Since no pressure was placed the teachers to use the materials in any
patticular manner, they tendeszo pick and choose from among the products,
using them as anthologies of 1ideas or as brainstorming devices. .

Barbara Allen, for one, hardly saw the products as central. She
described her project activities during the 1977-78 school year in tegms of
the genera}l career education activities’ in her classrooh. _She_ ment:ioned
inviting parents in to talk about their jobs, settings up @ sehool post
office, visiting a local newspaper, #nd putting together a class newspaper.

-

. In her account, ghe project had «acted as a catalyst in ephancing general

career education activities 1n the Charles School, 1n addition to bringing
in the commercial ‘products, \l' '
L 5

Meanwhile, none of the agministrators devoted much attention to the °

project after 1mp1ementatmn began. Waller saw his role as long -range
planner and decision maker, and restriéted himself to passing on’ product
descriptions as they arrived from the state. Spender dropped out of the
project entirely in Novernber, ag his responsibilifies to coordinate Tree-

line's vocational program expangded. Lacotti, the former high school coun- ,

selor, had been appointed Career Education Director for the district.
He was in the best position to motivate teachers and keep commitment highy
but he .wag busy with his other responsibilities and did not wish to be
inttusive., And Elaine Sargent, the pgincipal, left the teachers to their
own devices during the 1977-78 school: y ar.
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Not that the four teachers were co’tpletely isolated: both Waller and
Lacott1 were 1n touch with them informally during the year, and the teachers
said that they felt the two of them were very supportive. Nonetheless,
Lacott1 felt that he had not devoted enough energy to keeping the teachers
' 1nvolved, for example by arranging for release time for teachers to cont irue
reviewing matenals
. . . (Y
The sute team as a formal group -vas relatively inactive during the
1977-78 school year. Gladys Heath, head "df the site team, said she was
involved in a number of other activities and thus had almost no time to
organize meetings.  Although*the four teachers were all in the same build-
ing and thus could talk over problems, at lgast one wished there had been” .
.more formal communication among project participants during the year., All,
the project participants did meet in the spring of 1978 to discuss plans for
the 1978-79 school year, but Waller and Lacotti again set-.the year's goals.

Perhaps because of the lack of monmitoring and formal conwwﬁlcatmn,
Allen and Bloom .began to use the materials less and less during the winter
and spring. Other innoyative project$ in the building began to cleim the
attent ion of all the team members. A major language arts program had been
wntroduced, a new science, curriculum was being 1mplemented, and a general
push was on to upgrade all curricula. Since the caréer education project was
less central than these other curricular concerns, 1t receivederelatively
less teacher attention. o

e .

GETTING REORGANIZED . . |
- * 7
The slowly wnraveling career educatmn project was dealt a further
blow 1n the summer of 1978, when Bloom.and ANen both took tesching jobs
elsewhere in the state. Waller and Lacotti's plans for the fall had been for
the site team to proselytize. The ided was to have the mbers conduct
inservice training eessmns in the district's other schools, 'presenting the
career education .product’s and the <1dea of career infusibn. With half of
their missionarles goney the team had {.o regroup; “a meeting was ‘called for
September 1978. ~
At the meetifg Principal Sargent addressed the 1ssue of piecemeal,
weak implementation of the products, saying that she would like to see more
. structure 1n implementation, and that it was her responsibility to see that
. this took place. This was the first time she had taken an active stance in §
N the project, although she was obviously aware of the implementation problens.
Waller dnd Lacotti were pleased by Her increased commitment. It proved, they
later maintained, that their low-key, no-pressure app'ﬁ'ach during tﬁie furst
year had been successful, since Sargent was the natural leader in the Charles
Schoola‘aX\knew best when pressure could and should be applied.

*

The site team meeting had several resylbds. Two new teachers were
chosen for the team. They were both interested in career education but had
not been part of the project. Timetables weré set up for the proselytizing
activities of. the two experienced members of the team, Heath and Ferwald.
The -first of these activities would be a trip to a neighboring school dis-
trict to share experiences and exchange career education materials. The team
also reviewed the lnconc lusive eualuatloni results from the previous yedr.




During the follgwing mOnths, the two new teachers became famhar
Withathe three products, as well as, several new ones, and began to infuse
them 1nto- their classes. Heath and Ferwald vigited %€he rearby district

in Dctober. *Members of the team reviewed new product descnptmns as they
arr1ved.

By December, howeyer, no second meeting of the site team hed taken
place, and no further lce activities had occurred. The various other
change efforts going on 1in r:‘w school were still.claiming much of the teach-
¥rs' energies, funds were still limited, and the district administration was
generally unaware of the project. Jhe problem 1t addressed--infusion of
career education materials into the curriculum--seémed less pressing 1n
comparison to other assues. Though Haller, Lacotti, and the individual
teachers no doubt would pursue their intfrest 1in career education, 1t was
unlikely that the goal of 1infusing career education 1into the curpiculum
throughout the district wbuld be realized.

3 b
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‘ .. . . DISCUSSION QUESTIONS ,

[ - .
. -

. \'(1).. Apply each of the beliefs about what 18 of primgry importance in sc-
' - " count1gd for school change to Chatles Elementary. School. Which belief
« , seems to be most significant 1n explainirng the lack of success in thas
.case? Could 1t have been the individual personalrtieg of Spender and
. Waller? Perhaps fharles Elementary or the Treeline giStrict as organ-
1zations were most important. Ffinalby, could thellack of long-term

mpact be traced most directly to the conservative s perintendent and
. community, rapid influx of disadvantaged students, or other elements 1n

e the school context? .

(2) This case has been another reminder that schools operate in and must
, adapt to an ever-changing environment 1in order to operate effectively.
. Whabt are some organizational characteristics that denote the more
adaptgble, orgamzatlons'versus those which adapt less successfully?
Use the school described 1n this case as the starting point for your

" analysis.
(3) As happered 1in this case, parents and other community groups are -often
inpcluded 1n school decision-making groups. What dangers does such
représgntatmn have to the schools? To the community representatives?

(4) The use of the three products varied widely among the four implement ing
teachers, although they all aimed at integrating career education into
their regular day-to-day curriculum. Discuss the significance of the
variation 1n spproach to product implementation. what could have been
dohe to reduce variation?

"°(5) The strategy adopted by Waller, Spender, and Lacotf1 was to' keep a low °
profile and 1introduce change very gradually, relying on a small cadre
of teachers to_establish a foothold for career education 1in the dis- R
trict. What was their rationale for adopting this stragegy? What
would you have done 1n the same situation?

L
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L " CHAPTER 11

JEFFERSON ELEMENTARY SCHoOL a

A . Elliott Krause | :
. e . -
. ra " '
The Jefferson School provides an exemple of what can be done go
introdace an innovation successfully under what might 1ook, st first, to
very Aifficult conditions: scarce resources, an gnti-educatipn workang-cl
ity, and growing, alienation between teachers and district adminlstra-

tion. When the district's teachers caryied out and lost a8 long and ugly
strike at the beginning of the implementation yedr, Jefferson®s principal

lost all credit with the central office by siding with teachers. FinalTly, -

stcike action. But rather than hamperghg the innovation, these conditions

the hostilaty of the community towarda/;pe,teachers increased following the
led to a school-agdinst-the-world ugaty of teachers and principal that
actually saved the new prngram, desa‘ the tremendous teacher effort it

required. . —

Jeffetson, a town of approximately. 19,000 people, was located midway
between and about 30 miles from two New England cities. Fourided more than
200 years ago as a farming village, Jefferson became a mill town an the
mid-nineteenth century. Poor Italians and French-Canadians flocked to this
Yahkee enclave looking for jobs 1p the mills. Those who settled eventually
became a force in local poli}ics. - .. . R

~#ith the onset of the industrial growth of the South, much of Jeffer-
son's 1ndustry was drawn away. High unemployment became the towdi'g biggest
problem. In 1977, unemployment was estimated officially at 7.4 percent,*
though some observers felt the actual figure m:ght be in the range of 10 to
15 percent of'the emplgyable populat ion.

At the time of the change effort in Jefferson School, the town was
primarily 8 mix of older Yankee families and second-generation Italians and
French-Canadians. Neither group had much wealth, ,and the Italians and
French-Canadians were referred to by one (Yankee) respondent as "failed
ethnics,” since they had not been f nancially successful enough £o move up
and out into the suburbs of the nearby cities. Jefferson itself had an
insular quality: none of the townspeople regarded Jefferson as a suburb of
the outskirts of any city. One long-time resident, a retired city planning
engineer; summed it up this way: .

The town thinks of itself as itself, period. Even for mgjor
shopping_people don't go to the cities but to nearby larger
towns. A few mills are left, and a few small sweat-shops, . .
but no new space technology or electronics. Any further drop
in the ecoffomy will absolutely kill this town.

.

The municipal government was extremely conservative politically and
very tight on public.spending. School administrators were quite aware that
8 rise in the tax rate would be hard to bear in this town, which was not rich

N
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an resources. Furthermore, educstion was not 8 top priority. As one local

put 1t, » ’
. e . .
", The town ethos 18 ahti-education and anti-intellectual and
anti-school. They urge their kids to go quickly into -y

_unskilled employment, have not the patience or the .trust in
the money reward of education, and ¢hey point to unemploy-
ment among high school graduates as a reason for dropping
out, There 1s a small professional class which works
against the tide, but 18 not lo\d or vociferous and has

¢ no power 1n town.

THE JEFFERSON SCHOOL , -

In addition to the junior highs and high school, there were nine,
elementary schools in Jefferson in 1977-78. The Jefferson School was com-
pleted about 1900, 1n the square, two-storied shape so very familiar to those
who have seen small elementary schools of this vintage. In 1975 Superinten- _
dent John Bono decided to remodel the Jefferson School; old walls were torn
down to create open sreas for "open educstion." The change to an open
structure disturbed the staff and the community, neither of whom had been
consulted beforehand. Although workshops and Inservice activities were held
to help staff and students adjust, problems with noise and lack of privacy
continued to be,an issue for years after the remodeling, :

Jefferson Sghool!s adminmistrative structure was simple; there was a
principal, Sam Porter, one full-time secretsry, a small special education
staff, a full-time nurse, the teaschers, and the custodian. Until 1978
Prancipsl" Porter also administered two extremely small schools 1n town 1n
addition to the Jefferson School., They were closed in the fall of that
year, end students and teachers were reassigned to Jefferson ar to other
schools 1n the dastrict. j\

. L]
' -

In 1976 some 600 students attended Jefferson School (grades ane to
W 51x) and the two smaller schools (grades one to four). The Jefferson stu-
dents one saw 1n classrooms and in hallways seemed, on the whole, to be quiet,
well-dressed, &nd lively. According to Porter, the students typically came
from & socroeconomic backdground lower than the town's sverage; thus, many
were from unskilled working class families (only 30 students were AFDC
recipients). In staff meetings, teachers occasionally discussed some common,
and relatively minor, d1sc1pi1ne problems, such &s tollet-stuffmg and
gambling. In genersl, though, the children could be seen tslking happaly
with teschers in the lunchroom, and a sense of regimentation was not 1n
evidehce. -

“

%
in 1976 there were 18 teachers in the Jefferson School and 7 1in the z:o
smaller schools. Although they seemed highly motivated to teech and to te
well, they were not a very cosmopolitan group professionslly. Many were

married to locals and lived 1n or near the town, slmost none commuted from

* the nearby major c1t1es or their suburbs. . .
In general, the school climate wss one of relsxed mutual support. The ‘
principal, office secretary, teachers, students, and specisl support staff .
were on first-name terms snd seemed comfortable whether they were kidda ‘
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one another or uo‘rkmg. Sam Porter wés a likeable, stocky, outgoing guy.
His warm personality endeared him to his staff, most of whom wefe female.
During staff meetings and in informal conversations the teach were able

to disagree with him openly, as well as to ask his help on cial problems,

Nevertheless, the Jefferson Schoal had cerfain problems. One was its
reputation for producing less capable students. ..Some residents of Jefferson
attributed this to the below-average socicecpnomic background of the stu-
dents’ families. Others pointed to the open-classrgom architecture as the
main cause of indiscipline and diminished learning. . ?

. The school's reputation did little for teacher morale. When the
walls came down and problems with noise and discipline 1increased, morale
%agged stil} further, to the point where the principal became quite concerned.
ven 50, in the, warm atmosphere of the school, staff members could general-
ly get the support they needed from one another. ~ ’

BAC{(GRDUNDI'TO THE PRQJECT
. R - -y ’

Not far from the Jefferson school dlsirl'ct was a private, non-profit
research and service organization which did consulting with local education
agencies as well 8s research for the federal government. The Jefferson
school district had dealt with this sgency on several occasions. In 1974 an
assistant superintendent had arranged for it to train a number of district
administrators for firogressive work in edugation. During the 1975-76 school
year, the school system, with help from the agency, undertook a search for a
hew reading program to be adopted district-wide. The principals favored the
Wisconsin Design for Reading; Superintendent Bono approved of their choice *
and arranged for the reseat‘Eﬁ"an.d service agency to train teachers in its
use. ‘

-
- te

The superintendent scheduled training in the Wisconsin Design for the
summer of 1976, with implementation-at all the town's elementary schools to
follow 1t September. He then learned from the research and service sagéncy
about 8 new, federally funded project to assist schools in finding and
implementing research-based splutions te school problems in reading. The

gncy would employ a field "agent (called a "linking agent") to help the
schools carry out the required project procedures. On the one hand, this new
project was attractive, since it would provide extra money for training the
teachers in one of the district's schools. On.the othér hand, the first year
of the project had to be devoted to 1identifying a problem and reviewing
various possible sblutions; during that year no reading program could be
implemented. If the school finally decided that the Wigconsin Design for
Reading was the solution for 1ts reading proliag, well ‘and good: imple-
mentation at that school, would merely have been delayed for a yesr, But if
the school should choose some other solution, the superintendent would not
have the sll-Wisconsin Design district he wanted. '

After weighing the pros and s, Superintendent Bond decided to
apply for the project. He chose Jeéfferson School as the project site and
informed Principsal Porter, telling him that his teachefs should still
receive. Wisconsin Design training that summer in case the new project fell

through. .y
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PROJECT ENTRY

<

Jefferson School .had been chosen to participate in the new, federally funded
project. The school's teachers were discomfited when they learnsd their
trammg had been i1n vain. This episode, so reminiscent of theé superinten-
dent's unilateral decision to, remodel the school, contributed to his growing
reputation for high-haqdedne ’

N
. ~

e

- - -

gmmﬂwork for Jefferson's entry into the project,

er. As _a sign of his commitment to the project,
ated the new district resding coordinator as his |
representative to the school's decision-making team. He also prommed to
arrange fyr releasle time for the teachers who would be 1involved.

that week, Hartwell met with Principal Porter and with the
readmg spefialist for the school. She also made @ presentation to the”

entire faculty, explaining the project end how they could become involved.
" In mid-September, following a short presentation to the board of educa- |

tion by the superintendent, principal, and the reading coordinator,
the board agreed to part1c1pate 1 the program. Hartwell now hed_a formal ,
mandate for her work 1n the Jefferson School. -~ 7

. One of Hartwell's first tasks was to create a "decision-making
grow,"” or, DMG, to serve as a bridge between herself and the school. During
the 1976-77 school year 1t would identify problems in the school's reading
program, review the 1innovative reading programs available for adoption,
and decide on one for use in Jefferson. Once thet decision was made, the
OMG would remain in existence during the f'-lrst two ‘years of 1mplemeptation
as 8 project monitoring group. .

-

e

Early 1in October 1976 Hartue?l and Porter cdpferred on tne makeup of
the group. The district reading coordinatar would rgﬁhsen’c the superinten- -
_dent; three teachers and the_,*achool reading specmlist would represent the
‘facult,y. Parents were to be represented also. This' reqlirement fit well
with the principal's own policy of 1involving parents 1n school programs. One
parent, an active member of the Title I Parent Advisory Group, wds appointed
to the DMG by Principal Porter. The other parent representative volunteered
after reagmg sbout .the BMG in the newspsper.

1 4

The two parents did not have the antipathy toward educaton which
was more typical of Jefferson residents. Both were wealthier than the
Jef ferson™School norm., They were motivated ?y the desire to improve the
quality of education their children were receiving at Jefferson. Although
the parents.were to miss about” half of the DM} meetings--sometimes because
they did not receive adequate notice--they participated actively when they
ware present. One 1n particular mede her home available for dinmers and
open-house meetings. 7

S

-

-

Soon after the summer training, the .d1strict received word that the 4
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Lo Hartwell's role dur1ng the rest of the~1976—77 school year. was to
tk wath the DMG in 1dentifying problems with the school's geading program,
eveloping selection criteria for any newW program, reviewlng a series of
~  , potentisl reading i1mnovations in light &f these criteram, and then choosing
the best ¢ At the first DMG meeting, early in NovEmber, the group talked .
abou ys of involving parents and teachers as much as possible. It was
/ deciffed to survey teechers and parents on their regding congerns. Discussioh
_then turned to people's ideas ¢f the most 1mportaq€ need 1n the area of
“reading. Many .of thﬁl‘present mentioned the need for some kind of sequentlal
skill deVeIOpment. .~
In succeedmg weeks, the group prepared "and d1str1butecgsurveys of A
; teachers “and parents and then analyzed the results. Cheered by the satis- |
; ﬁy1ng response rate and the rapid pace of progress so far. the group took L
, up the next item on the .agenda: drafting a statement of the problenm. '
. o )

n The process suddenly lowed to a crawl. Hartwell was convanced tﬂgb\_ ’
the choice of a product must based on a clear problem definition on which -
- % all of the members of the DMG could agree. In her view, 8 false premise was =
likely to lead to a true conclusion; hence the importance of identifying .
-—\~:ﬁilprec1se nature of the reading problem in Jefferson School. Hartwell was |
1tive to the fact that consensus dxd not exist on any definition of the . |
problem, but that group members were willing to chaim they aegreed in order .
to gvoid conf11ct. Uppermost bn their minds was to get on with ch0031n? some
.t product. AR : *
- For three long meet1ngs the DMG grappled with problem dent1f1cat1on.
Whenever Hartwell detected differences of opinion, she would s ate what she
th0ught was, the gource of the dafficulty and 1nvite discussion. Though .
the.group members found this frustrating at farst, ‘eventually they were able
to agree that the gnder1y1ng cause of the.students' various reading prob-.

e

. lems was the’lack of continuity in the language arts curgiculum. To cele-
] brate this achievemeqgt, Hartwell broke out a bottle of wine and shared 1t
. .with the group. Though she was generally a serious--almost pr1m--person,

“such demonstrations of hef genuine anterest an the group helped her to
establash warm personal bonds with the teachers at Jefferson School.
. - ‘e
- A - THE POLTTICS OF PRODUCT SELECTION -
. . = . \

’ ollowing the problem i1dentafication phase, the DMG drew up"a list of
. craterid by whigh to judge the various products they would be considering. .
This time consensus was achieved easily. Ip“be chosen, a product must serve
grades one to six, present material sequentielly, allow student progress to
ibe recdrded, and permit students to enter at their own level of ability. In
view of the poor town-school relationship in Jefferson, 1t was judged impor-

. tant that the product allow for effective communication with parents about
. their children's strengths and.xeaknesses. F1na11y, the product must also
- \involve teacher tra1n%pg. . bR . . ) .
1 1 :‘ M b ] - ’ .
. L9 -
..“ S ’ ' » * »n ) N
. * . - * - Y » . \,
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. e A list _of 30 products was quickly narrowed down to eight, and then to

- three: Andover Individualized Reading System (AIRS), the Exemplary Center
t f‘qr Reeding Instruction (ECRI) program, and Wisconsin Design for Reading.
In January, the DMG presented these three finalists to the entire faculty for
. thelr consideration. As the DHG had half-expkcted,, the faculty reacted with «

“outrage and charges that they were being man 1pulated.

®

-
-

« After all, the political overfones were obvious: .the Wisconsin
. Design for Readmg was the “superintendent's choice.” Choosigg Wisconsin
. Design would certainly make it easier ¥or teachers to transfer to the town's’
’ othet schools, but 1t.would also please the unpopulel superintendent.
Rejecting Hlsconsm‘oesign, even for the best of pedagogic reasons, might be
interpreted as a slap in his face. .Hartwell discussed these issues with the
BMG during February, ag the group reviewed f:lmstnpé tapes, texts, and
materisls from the three programs. . ¥ i .

Hartwell dld not like the ECRI program and prnvately remarked
that she would not want her own child in an ECRI class.. Even so, she ag
sumed a professional néutrality toward the progrem and pushed for a Yair , .
consideration aof it, even when the tesachers adapeared ot to be impressed-
by the written descnp_twns of ECRI. In March® DMG memberg visited schools

3 that had implemented the three programs. Once the vistors had seen the
- « tnthusiasm of children and teachers using ECRI, opposition almost vanished.
- . The DMG was nearly unanimous 1n recommending ECRI to the full faculty, and

. the faculty was quick to gpprove the DMG's choice. ,

Seventeén teachers m;t of 25 1n Jefferson School chose to participate
1n" the ECRI program and sifned up to be, trained at the end of August. Jhey
were pald a small honorarium, $40 per day, for the one-week session. The 17
. teachers were trained by s'!af‘f‘ from the center 1n Utall that had developed
the ECRI teach.mg techniquas. -The five days of training were intensive,
packed with in'formation, and consequently somewhat anxiety-producing. In L
generaﬂ the teachers felt that the trammg was merely an introduction to
the ECRI techniques.., This was tp cause problems w th 1mplementat1on, since
Hartwell was not a reading expert, and experienced ECRI trainers were to.
visit the scl'gol only a few times later in, the year. But shortIy after the
teachers' training and the return to school, there was a more dramatw@
potentlaﬂ setback: the teachers’ stflke. )

THE JEFFERSON TEACHERS' STRIKE -
Given the town's attitude toward education, especially the financing °*
of 1t, the implications for teacher salaries were clear. Furthermore, the
:v supermtendent s hgavy-handed administrative style and a continuing decline
in enrollment were inevitably leading to the firing of some teachers .and the
relocation of others. More immediate causes of the strike were, f‘n:st the
town's refusal to give the teschers even a cost of 1lving increase~-in a time
. when mf‘lat'i'on was running a minimum of seven percent a year--and, second, ™
) the@m s addltwnaI refusal to give the teachers a contract. ~

.

.

A stnke had been brewmg thoroughout the summer of 1977. As school .
began, the main thing on everyone's mind was the breakdown in neﬁotmtlons
’and the wmpending strike. Teachers were afraid that 1t would last gslong
- ° i 5 [

.
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tme and that their jobs would be jeopardized. Some steachers claimed that
the tense situation was not' yet affecting ECRI; they were trying the pro-
gram and having good results. Others, however, resisted making the extra
effort reqyired by ECRL at a time when they were working wlthout a contract.
J

) Once the strike starfed, it made the headlines and the evening
newscasts statewtde. The school board, repreSentlng the interests of the
tomn, took the teachers to court. The principals, who acted as mediators,.
spent eight days i the courthouse trying to get the board and teacheys tp
cowpromise. Both tha.town and the teachers were(E£tran31gent.. fFinally, a
state superior court judge ordered the teachers to work. First teach-
ers were fined, then several were Jalled, unt1l the teachers complied with
the order. . Ihe strlke, "won" by the’ town, was over by September 30, 1977.

. Two facts are of critical importance in contrasting thes Jefferson
School and others 1p the town. The first is that the teachers of the
Jefferson School were more cohesive in their support of the strike than
were teachers 1in other schools. Secondly, of all the principals in the
system, Sam Porter, principal of* the Jefferson School, was most suppor-
tive of his teachers. :

v .
Port'er had been sympathetic to teachers' grievanges throughout the
1976-77 school year. When the strike began, he corganized fhe principals to
try to medlpte the disputeéT Since he had for years been primary bargainer
for the'town's principals, he felt empathy for his teachers in their struggle.

»
F]

Talking to Hartwell soon after the strike ended, Principal Porter )
expressed “the hope that ECRI might become "a vehicle for getting things back

to normal again." He said the strike had been especially devastating and
exhaust ing for the principals, ypon whom both sides had vented their amger

and upset. However, teachers had shown their understanding for his rather -
difficult position, caught between the teachers, the central administration,
and the scho6l committee. After the strike, a dozen teachers showed up on

his doorstep at 7:30 in the morning "and tHere was a lot of hugging." For

her part, Hartwell presented the returning teachers with a bouguet of flowers, .
even though she warried about the gesture being too "gushy." The teachers,
however, were touched by her concern. ' . )

” " . .

The strike may very well have poisoned relationships within many
schools in the system--between principal and staff, between striking and
non-striking factions in a school facuity. Results were certainly meager:
the school committee later gave the teachers a four percent raise.. However,
in the Jefferson School the strike produced even greater solidarity against
the outside world. In the long run, the standing of the principal with the
higher administration suffered, precisely because of his constructive atti-
tude toward his own staff. As Principal Porter—commented "After this 1s
over I ‘expect.to get flak from the superlntendent for some time to come."

io

IMPLEMENTING THE ECRI PROGRAM . \ L.

+ECRI did become a focus for getting back to businéss in the Jefferson

School,” and in effect also acted as # kind of occupational therapy. It gave .
everyone somethlng besides thé strike to talg about and alse to complain.
» . + *

-
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about: . two to four extra hours per day were needed to prepare the hand-
wrikten charts used 1n the program. Two and a half months ,into the 1innova-
tion, Porter .ndted that some favorsble commqhts concerning ECRI were among
the few pos1t1v6 things parents hed to say about the schools. ,” Asked what
the. parents thought about ECRI, he rephed.
: The speed, the words per m1nute that they read--parents
want to know why the stopwatches. I get nice comments. '
They are seeing better hand-writing and resding, and I get
comments like "My kid wants to.spéll and reed at home." “
Also, I have a local grocer who always wants to comment on
‘the. Schogl--he doesn't like the walls, he doesn't like -
_ thas, ttiat, you know--now he doesn't want his kids trens-
” ferred 'out of the school, now that it has ECRI.
- 3 . "L
/ ) ECRI 15 a method of basic instruction 1n reading based on the theories
of B.F. Skipher, It stresses teacher "behaviors" that, are calculated to
improve students reading. Part of the time students recite as a group, as
in this, exchange between a, teacher and student at Jeffersom

L

' L i
. Tea:;ﬂer: You will learn to read a new word by adding ed.
' ) The yord »s stack: Y
Kids (in ) .
=~  umson): St acl»:‘&,;i . *a ) N ’
. T R
Teacher: Som&("ed as@{‘rrl.:pﬂam)!. - < :
- 4 K -~ 3-%\'- :
Kidgr  T! % 3 - RP :

Teachéi-: The F\e .word 1944, )
Klds.': Stackecﬁf-. . ..

The chrldren at jeffe?son tended to enjoy reading and spelling out
loud. However, at other tmmes they were supposed to work silently at thear
ormn pace. . The studet\}:s often paid little attention to these tasks, and
teachers had to spend a lot of time keeping them focused. Applying the
program's tecrnxques--ehcxtmg rgsponses, instant diagnosis and prescrip-
tion, positave_ reinforcement--was also tiring, especially at first. And
the workday was not over when the teacher went home; there were thll cards
and-charts of pup11 proggess ‘to be prepared. .

. w

Teacherf varied 1n the extent to whach they applied the program.
Some may have isunddrstood the thznkmg behind ECRI's "positive reinforce-
ment" spproach,even though the approach was talculated to be teacher-prgpf

that 1s, unspoildble by application on site. One sort of problem was vml
and mechanical spplacation of the procedures. For example:
. * L3 L] ‘
(Thergs1s noise) ! : ! i .

“the’ people who are quiet and who let me -
speak to others. (In a slightly menacing tone) When
you're quiet I love 1t, I love 1t! (She pounds on
the desk.) ‘

Teacher:

s supposed to be discipline through positive reinforcement .
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By December 1977 the program was well uader way 1in the Jefferson
School. With two-thirds of the teachers using ECRI, the rest of the fac-
ulty felt left out when conversatlon turned to the woes and joys of the
new approach. In fact, because of the principal’s strong support of ECRI,
a few teachers began to view interest in the approach as a potential tool
for Job survival. When the annowncement was made 1nformally at midyear
that Sam Porter had been appointed, pr1nc1pal of a new, combined school
afd was,'planning an all-ECRI program, a few feachers who were:not using
ECRI felt twinges of panic.

HMidway through the farst implementation year, Jefferson ECRI teachers
were asked to compare their experignce of the program in its first month wath
. the way they used 1t now.. Among their responses were the following:
I was overwhelmed by the work load in the beginnming. My
' 1nsecurity with the program 1mitially was disconcerting.
. Now I have my workloead under control, and I am quite con-
- . fident with the ECRI methods.

I feel mofe secure 1n the program at the present time,

. but there are many facets of the program to be ironed

- out . These are being done gradually, but I feel I am
floundering.» .

. 4 feel more confident. I am more qrganized and have had
time to prepare ahead so I don't feel so pressured with

. the required work load, which is quite heavy. I hope next
4 year the work will be further reduced.

I'm totally i1nundated with work, and confused. I feel .
* better about 1t now, but have not fully mastered the daily

schedule. 1 still feel that 1t coosumes a.lot of energy-- |
the teacher feels sappéd of energy 1f covering all fronts.
1've come to enjoy using ECRI. I spend much less time in
w_(approximately 1 hour per day) than during
. I've become more pro-
que and now can 1ncorporate crea-

tive writi am much xore than before.

It 1s clear that ECRI made heavy tidg and energy demands on teacherss
In a school with less committed teachers,\this kind of demanding program
fight well have fallen flat on 1its fece. -

. Also notable during this year was ,thh changing role of the field
agent. Hartwell was central to the action until ECRI was implemented, but
she wss not a reading expert herself and had only ljmited funds to hire
reading experts to advise the feachers having problems. When she diB ifivate
experts she sat on the sidelines looklng 8 llttle bored and puzzled, , not sure
what she could do to help. . .

Fthe teachers noticed. Asked to describe the role of the field
adent, all were generally positive but tended .to say things like, "ngt
year she diad this and that, but this year I'm not sure what she dogs.'
Indeed, Hartwell herself commented, "I Find myself somewhat uncomforteble
in these events. It's very like a cocktail party where I. have to think

ERIC
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up things to talk to people about.t I'm not too good at that." Du?:ng
this time she was trying to cope with the changed rol€ she now had in the
program, much as parents have to change their rolg vis-a-vis their ghildren
as the children grow into teenagers; in the inter:im some confusion 1s
inevitable. . ., ' .

~

v . The proJeqb kept going on 1its way, and by late February and early
March Hartwelf‘had established a new role for herself: program evaluator.

She began workang,wltﬁ the teachers and with Principal Porter on ways of
evaluating the progress of the kids using the ECRI program. As repayment for

. the long, exfra hours, teachers were hoping for improved student performance

., on reading tests, even though there 1S some svidehce that this takes more
than one year to happen. A second' role for the field agent became that of
!plannlng with the DMG and with the prlnc1pa1 for a second wmplementation

year..

f

A PLANNING AND EVALUAIION *

In February Porter put in a request to the central office for $1,950
to train new ECRI teachers in the summer of 1978 and to buy additional ECRI
materials. A few weeks later, Principal Porter told the DMG: "We're going
to have to fight real hard to get more money for training for next year."
The superintendent's interest in ECRI had cocled considerably in the after-
math of the strike, and he was not enttiusiastic about requebting funds from
the schaol board. -

- By early.March, the 13sues of who would be teaching where, and who
would not have a job, were on everyone's mind. Most teachers had heard about
all the extra work that ECRI involved, and that there were plans for an
al]1-ECRI school. Nevertheless, the Jefferson School was one of the few
p0331bllntles for school positions, given recent school budget cutbacks.
Hartwell and -a principal of another schood were planning to wrlte a paper
comparing the adoptions of ECRI and Wisconsin Pesign in the district.
However, their project would. involve 1interviewing teachers on their stti-
tudes, and at least one teacher felt the interviews might be threatening and
«d¥sruptive in the atmosphere of paranoia created by the past strike and
impend ing reorganlzation. Hartwell decided to postpone the evaluation until
April, wheh teachers had been reassigned. This would reduce the llkellhood
that people would say whatever put them in a good 11ight. -

In the middle of March 1978 at a parent-teacher open house, Principal
Porter and teachers from the Jefferson School showed videotapes of the ECRI
program in action. The 50 parents who had come to the open house were very
approving, though the teachers' comments lacked some‘of the energy end
enthusiasm they had shown earlier for ECRI. To one observer, they gave the
impressidn that ECRI.was pretty routine. »

The . superintendent did not approve Sam Potter's request for summer
training funds; instead, the summer budget was to be $1000 for ali the
elementary schools. After lebrning, thus, Porter and Hartwell| Visited
the superintendent in mid-May to ask for yextra training money, Hartwell ®
reacted to this visit with annoyance:

1




.The superintendent 18 always frying to get more money, and
. he never has enough nONGY, and I don't believe that there 1s '
- any commitment from the central office fowards this program .
I thank the teachers here ‘have just really put themselves Y
out 1n working to make this program go, and I see.them -
getting very lattle encouregement or acknowledgement from
the central office. Also, I feel a little ripped off,
since I keep forcing more and more project money into the
adoption, and they keep weaseling out of their share. .

|

|

|

|

|

* "By the maddle of May most of the meetings of the decision-making |
group were concerned with the nature of the evaluation, how complete the
results needed to be, and what the school committee maght want.with then.
They were beginning to be small rumbles of discord, For ‘example, at the
end of a meeting 1n mid-May, one person brought up the 1dea of dissolving
the decision-making group. The other ‘members responded to this suggestion

with alarm, since to them the DMG was the program. Nevertheless, small |

indicat1ons of waning commitment sppeared: half the teachers did not want to ‘

take one day in the second summer for advancdd traring, requesting instead ¢ |

a free day. QUrmg the followang school! year. . . Tk ‘

7‘

In early Jue, the last biad meeting was held, and Hart%e them
the results from the evaluation of student performance. The results were
mixed, which did nothing to restore the waning enthusiasm of the teachers.
In general, the year ended with plans by most teachers to stay in Porter's
all-ECRL school. Superantendent Boro showed lattle anclination to widen the -
adoption of the program beyond Jefferson Schogl; and, in.the other gchools, -
the adoption of Wiscon' Design had been met #ith lukewarm acceptance at best.
"Given the chance, most of them would drop it tomorrow," noted, the field

agent. LY L - Ld
- -
' THE SECOND IMPLEMENTATION YEAR

Reductions 1n force-and the closing of the two small schools admin-
istered by Principal Porter caused a number of teacher transfers for the
1978-79 school year. Five teachers who had not yet used ECRI were given a
week's trainang over the sumver. ’ )

Some of the new teachers ran into problems implemeating ECRI. The
DMG attempted to 1dentify these teachers and then to provide them with .
materials or other agsistance as needed. The informal support networks among
teachers and the more systematic essistance of the DM were sufficient to
resolve most 1mplementation problems in the first month of school.

The parents on the DM also attempted to address the teachers' need
for more assistance in the classroom during ECRI instruction. They recruited
parent volunteers in unprecedented nurbers (around 25) to assist teachers
with the ECRI program. Parents helped make materials and served as aides 1in,
the olassroom durang activities such as testing which require more .adult

-

Supervasion than one tedcher cen provide.
. .

.
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three changes that fall were welcomed by teachers. Temporary walls
were finally inetalled 1n the open classrooms, thus cutting down on the noise
froa oral recatation and giving the teachers a place to hang their charts of
student progress. Also, in November, Bono left the district to assume a new
superintendency. / g

ECRI that reduced the workload to some extent. The ECRY trainers who
provided supplementary training were more lenient thanthe‘trainers from
the year before and allowed more revisiong in the ECRI method. Althbough
the Jefferson. School teaghers maintained what they called a 'doctrinaire”
q:p::uach, many, scheduled fewer tests and individual conferences with stu-
dents.

The greates€ b%n to teachers was the discovery of <;;hort cuts" in

After the first month's efforg to help teachers new to ECRI, the.
teacher representatives on the DMG turned their attention to disseminating

-information about the program. Faculty members attended conferences 1n

various parts of the state, making presentations sbout their experiences
with the federally funded project. The _parent merbers, in contTast, found
themselves less useful than in the two preceding years and participated in
only a few meetings. As the year ended, one parent announced she was leav-_ .-

ing the group for good. . SN Ny

RESULTS OF THE PROJECT

The reading program improvement effort in the Jefferson School 1s a
clear case of successful implementation of an educatxgnal innovation. The
almost ‘textbgok manner in which the original year's wofk was carried out was
threatened by the strikej; however, the Jefferson Schoul was much more socially
integrated than the majority of achools in the town, and withstood the strain
of the strike as a cohesive unit. Since the principal was strongly identi-
fied with ECRI and known to be at odds with his own supenntendent, the
school-against-the-world unity of the' Jefferson School saved the progrem.
Yet that same adversarial relationship with the upper administration contri-
buted to the containment of the innovation, despite the hard work of the
teachers gud the successful implementation of ECRI. Whether a new super-
intendent would fand ECRI worthy of introduction at other district schools
remained to be séen.

The ECRI approach had its drawbacls: 1t was exhausfing, at least at
firast, for te rs, and had the potential to become boring for both teachers
ard students.! Nevertheless, its implementation at the Jefferson School
appeared to have had a nurber of positive effects. One was increased parent
involvement, starting with parent representation on the DM ‘and contitwing
with parent volunteer help in the classroom. This achievement was notable,
given the hostility of the community to its schools.

AN

£

»

Lessening of Jhostility was largely attributable to the improyvement
noted by many parents in their children's -spelling, handwriting, &nd reading
habits. (Some credit would also have to be given to the open houses for
parents, ‘held in the first and second years of implementation, and to arti-
cles 1n the newspapef, which sppeared several times a year.) Moreover, the
Junior high school t{:chers were finding that incoming Jefferson students had

above average skillg 1in spelling and handwriting. As word spread, the

- aschool's reputation 1n the communaty was beginning to improve.
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DISCUSSION QUESTIONS .

-

(1 Jhe Jefferson ‘project operated wnder 1incredible, handicaps, e.g., penny-

(2)

(3)

(4)

(s)

pinching community, teachers’ strike, poor relations with the district
office, etc. Nevertheless, its reading improvement program worked. ~What
were the key factors in Jefferson's success? .

An external resource person in a school change effort has a difficult
job. This person must help the staff to clarify and solve educational
problems while maintaining a profile low gnough to encourage local
omership of the process and product. Was the field agent.in this case
effective? Why? Contrast her strategies and tactics with those used by
the ffld sgent for Bell Elementary. .

Suppose you had beerr Principal Porter at the time the teachers called
their strike. Would you have saded with the teachers, shown allegiance
to the district, or taken an even-handed approach? What are the pros and
cons of each alternative?

Whether to focus on ubilizing 2 rational problem-solving process, on
adopting a suitable educational product, or on some combination of the
two 13 often a dilesma 1n school cliange programs. The Jefferson teachers
rere 1mpatient with the slow process of defining s .problem because™they
wanted to get on with choosing a product. Why do you think that this
push to product sgelection occurs? How important 18 1t to refine the
problem statement before dealing with golution selection?
’ ¢ ,‘.

Ident1fy what youtonsider to be the major "turming point” in thig case,
1.e., the event or carcumstance that made the difference between success
and. failure. . . :

» + 4
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] CHAPTER 12 3
»* OGDEN JUNIOR HIGH SCHOOL S N
- Peter Desmond .
Karen Seashore Louig .
. . Diane Kel} o, - .

A poor- school climate stood in thé way of innovation af Ogden Junior.
High, even though most teachers .agreed that something needed to be dome to
help the school's low-achieving students. e.main problem was that half .
of Ogden's students were reading at least two grades below grade level and
could not comprehend their study assignments. Despite the obvious urgency
of this“situstion, the teachers were too discouraged by the school's poor
teaching conditions, and by what they perceivedsas the uncaring attitude of
the district, to make any great changes on their own imitistive. '

b ]

With the help of an external charige agent, these barriers were
overcome, and 3 program to teach.reading, in)thé content acess was adopted.
New obstacles then arose 1in the form of incressed bad feelings toward the
administration during negotistion of the teachers' contract and towatd the
school’s reading program coordinatop, who wasvsgen as an ally of the admin-
istration. Nonetheless, stil1 other critical &vents helped heal the divi~
sions among the staff and breathed new life into the change effort. To
explain how thjb, came sbout, 1t 1s necessary to say somgthing about Ogden's
early history and the conditions in the school dlscl’:nrﬁ‘ct when Ogden was
constructed. ) ‘ &S

Hidland, where Ogden Jupior High was located, was a large western
city. 1Iis economy was balanced, offering employment 1in the retail trades, |
goversment service, manufacturing, timber, and conmstruction. But 1f the |
city's economy was generally healthy, 1ts school system was ‘not. Midland |
school district, already hampered by a declining fiscel base, was jolted by
the failure of a tax levy in 1972.” " . . .

LA - »
One of the first schools to suffer was Ogden, then under construc- .
tion. To save money, dustrict officials ordered several alterations in the
building design and cut back on the school's equipment and supplies. As s
result, the firSt day of school in.the fall gf 1973 was chaotic, and the
13}150 students packed intv too few classrooms had to share scarce m8terials.
Conditions hardly improved that year; Ogden's teachers came to reslize that .
the central administration was leaving them tb fend for themselves. .The
teaok®rs began to call Ogden the "stepchild" of’the district. TJhe hostility
toward the district which_Ogderi's teachers developed so earty in the school's
history meintained itgelf oyer the years. /-
Ogden had been designed as an open educatiow Behool. Since the school
was swamped with students, mgny of whom were of low sociceconomic status,
the open education plan sooff proved to be 8 failure. The schoo? developed
8 reputation for being educationally ppor, and as a result the worst students
in the district were often sent there. By 1976 shrinking enrollments had
brought the number of students down to 850 and had reduced classroom crowding; -
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nevertheless, the new principal ordered a ch‘ange to the traditional classroom
format.

r - *

More than that would have to be done to solve the school's pLoblems. .
Tests given to all students in September 1976 showed that half of Ogden’s
students were reading at least two grades below grade level.  Most.of the
school’s 40 teachers had redesigned their lessons to take into account {]
their students' low reading ability, but the students seemed unmotivated
and responded with litfle enthusiasm. Although two special reading pro-
grams existed at the school, they served too few students to make much
of a difference. ’

If the teachers st Ogden had expected any help from the d1str1ct
admimstration, they were disappointed. Since 1973 the dastrict had been
considering revisions to the curriculum of its schools, but results were
limited. In that year the superintendent of schools had charged Jean
Napier, the district reading consultsnt, with the responsibility of revis-
1ng the district's reading program. She orgamzed committees of teachers
and adminmistrators and worked with them until the spring of 1974; at that
time, she presented the committees' proposals' to the district edministra-
tion. The administration rejected the plan for the secondary schools.
Napier then formed a new committee which, An. late 1974, submitted a new
plan. It called for volunteer teachers from each junior and senior high
to attend workshops where they would be trained in reading in the content
areas. These teachers would then return to their buildings to train mem-
bers of their departments. .

Although this plan was accepted by the district administration, only
one workshop was held during the 1975-76 school year. Negotiations with
the teachers' union were coming up, and admimstrators wanted to avoid the
touchy 1ssue of inservice time., There was little pressure from setondary
teachers to implement the plan, since theg would not be reimbufsed for
the time they devoted to training or being tra¥ped. In the spring of 1976 it
was further decided to orgamize reading committees 1n each junior and senior
high school to oversee the in-school traiming. But the politicat-situation
ih the dastrict continued the same, slowing the process of _improving the
reading curriculum 1n Ogden and the other secondary schools.

) A STIMULUS FOR CHANGE

That June word reached the district of a new project to help schools
select validated educational products to solve school problems. Bernadet
Wynn, the project's field agent, was located in one of the state's.inteb-
mediate service districts. In August she met with an assistant superintendent
for the Midland school district and with Jean Nepier, the reading consultant,
to explain the project and answer questions. Both the assistent superinten-" .
dent~and Napier were quite interested in the problem-solving process described
by the field agent. This, more then the possibility of finding a product to
match their needs, influenced Bhem to. reconfnend the project to thear superiors.

The Midland dastract personnel felt that the project should be
directed at the junior high school level and should focus on reading in the
content areas. They saw no conflict with the already existing dastrict

. T )
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reading project; the decision making group (DMG) required for the RDU project
would sifply replace the reading committee in the_sef0B1 chosen. Jean Napier
was chosen as contact person in the district, and she set about orgamizing a
*meeting with 811 seven junior .high school prin€ipals in order to choose; a
site school. ! -

Bernadette Wynn and Jean "Napier met with the principsls in late
September. Though the princjpals weTe interested in the project, they wanted
to know how much tume would be Tequired of teachers. .Wynn expiained thst she
could not give a SREleIC answer to this question. Wibh contract negot 18-
tions still ongoing, five of the seven principals expressed unwillingness to
Impose a time-consuming activiky on their teachers.

In the following weeks, the reading consultant conferred further_ with
principels and settled on ‘Ogden as the most Tikely candidate. Giver the
general mood at Ogden, 1t was not at all clear that the teachers would
support the idea, so the field agent offered to meet with the Ogden. faculty

and conduct interviews to sound out their feelings. In mid-November Wynn .

interviewed 20 of the 38 staff members. She found the teachers skeptical
about the suppdrt that might be obfained from the district administration and
eritical of their principal's ieadership ability; yet they were well aware
that Ogden needed some¢’ kind of reading program. The field’ agent conciuded
that the project had a good chance of success in Ogden.

THE PROJECT BEGINS

’

All the Ogden staff assembled in late November to learn what parti-

cipation in the project would involve.. After Bernadette Wynn expiained the
project*s goals and procedures, Jean Napier pledged the district's supporte
for the effort. Although the teachers expressed doubt that the district
would actually support their efforts, they wanted to do something--anything--
to solve the reading problem at the school. The vote to participaté was
unanimous. The Ogden principal then announced that three teachers had been
selected for the pMG and asked for two more volunteers. - .

The first DMG meeting followed in two weeks' time. The tone of that
meet1ng was enthusiastic, The participants, who included four teachers,
the principal, the reading consultant, and the field agent, decided on a
series of surveys to ascertain the feelings of teachers, parents, and
students. The DMG agreed to meet 8gain in January bo discuss the results
of the surveys.

)
-

the January meehing, a full-day workshop, was quite productive.
After a review of survey results, work began on formulating a concise problem
statement. Wynn distributed information on the problem-soiving process
and on the pool of R&D products available from the RDU project. At the
group's February meeting, another Ffull-day affair, members completed the
problem statement, drafted a set® of ‘criteria for selecting R&D products,
and spent’ a considerable amount of time discussing how to involve parents
" and students 1n thé process. '

-




. The problems identified b‘y( the DMG included: :

-
-

[

1. Student wttitudes--"There is a lack of motivation,
.need for rergards\, dependence on teachers." )
‘ 2. Student abilities--"Students csnnot follow directions, N
* -~ cannot get the main concept or idea, do not know what
words mean, cannot express themselves,effectively, can-
not read well or spell." ) ’

. 3. Teacher 1nvolvement--"Téachers want to do something,
but  do not know what to do. They find 1t difficult .
to meet the wide range of student abilities. They
cannot cover the pecessary material in sibject
matter and work on reading skills as‘ well,"

ke -
v

)

_’ 4, Community-parent involvement--"There is none."

Q - 4 »

Between meetings, the teschers oh tile DM; made an efforf to inform
other teachers 1in their depsrtments about the group's activaities. Grade-
level and depsrtmental meetings were held at different points 1n’the problem-
solving process, despite s lack of effective support on the part of the

pr1nc1pal_. . “~

o

After the February meeting, 8 student sdvisory gréup was established
to represent student opinion. Although DMG members interviewed a number of
parents to learn thear views, no parent representatives ever Jjoined the DMG;
a few parents attended individual meetings. Thus, the goal of 1nvolving as

_many constituencies as poss‘ible was only partially achieved.

The DMG met once a month for the rest of the semester to review
product descriptions and films. By ‘Apn'l the group felt that two products,
the Inten3tve—Reading Improvement Progrem (IRIP) from Chicago and the Right
to Read program in San Diego, best met 1ts selection criterias Both contri-
buted to students' positive self-concept, involved materisls that were
stimulating and easily used, and provided for diagnosis of ploblems and
appropriate instruction. Since both were suited for use 1n many content
areas, they would involve as many téachers as possible 1n reading instruction.
And either progrom was compatible with parent 1involvement, a goal which the
DPB‘ still hoped to achieve.

-

. 3 .

The group turned to a detailed examination of the twg products. As
part of-this effort, Wynn arranged conference calls with the product de-
velopers 1n Chicago and San Diego. After, the conference calls and further
review of fhe written materials, DMG decaded against IRIP, deeming it too
difficult to adapt to the Dgden ﬁontext. IRIP also seemed to lack sn adequate
training program. The DMG submitted 1ts choice of San Diego Right to Read to ™
the faculty, which approved the group's decision. )

¥

To implement the Sm;;product, the Ogden school .would need a* |
full-time reading coordinator. Thus Napier and Wyon scheduled a meeting in
late May to present their .case to the district's administratqrs. " Their
preparations were 1n vsin, however, gince the superintendent did not attend,
even though he had been invited. Since only he had the power, to authorize
the hiring of an additional staff member, Je'an. Napier concluded I_:hat the

- as 149 ' ’

’
- . ’
L4

IMPLEMENTATION DELAYED




A
*

« district had no intention of supporting the progrem st Ogden Junior Hidh .
-~ School. Napier had 'found the distritt adminfstration difficult to deal with
dur ing the last few years, and for her this meeting was th# last straw. She
submitted her resignation from the post of district reading consultant,

‘l
At this point the prospetts for implementation San Diegp Right to. .
flead seemed bleak, but Bernadette Wynp was unwilling to g?w? up. tLater 1in
the summer “she wrote a strongly wotded T€fter to the superintendent. She
stressed that in' order for the San Diego Right to Read program to be supcess-
ful at Ogden a full-time staff member must be hired to implement 1t. She
also reminded the superintendent of his earlier ggreement to cooperate with
the projeck's efforts in Midland.  The superintendent promised to look
closely into the matter in fhe fall,.when the district would have & new
reading consultant and, Ogden Junior High a new principal. Soon Valerie
Sullivan, 8 program development spegialist with the district, was appointed
@8 the district's«reading consultant. After the problem at Ogden was brought
to hér attention by Bernadette Wynn, she managed to convince thé administra-
tion to approve the new position. By that time, however, the various district
teachers with reading backgrounds werg already placed in other schools. As a
consequence, 1t was late in October before the post of reading coordinator at
Ogden was filled. The ney Coordinator was Deborah Dlan, a reading specialist
who had moved to°Midland during the summer. . ) ) .
. ! ' } . .
The Ogden teachers were quite surprised when they, learned that the
post had.been approved by the district administration. While the seareh for
*a reading coordinator was being conducted, Bernadette Wynn met with the new
Jprincipal, talked with Ogden teachers, and generally tried .to maintain the
project's momentum despite the delay. When Olan finally.assumed her posi-
tion, she spent her~first few weeke on the Job reading~about San Diego
Right to Read, planning wifh Bernadette Wynn and Valerie Sullivan, and %
meeting dstrict and school administrators. She also conducted 8 round of *;

5

interviews with Ogden teachers. 1In November she flew to.5an Diego to see the o% "
. product tn action but came back disappointed. -The developer of San Diego
' Right to Read was no longer with the- district, and the teacher who was noy
in.charge of the progrem gave her a tour of classrooms but did not train her |
n Right to Read technigues.  ° - L~
a . 4 r 4

When she got .back, Olan bedan o put togethg¥ a reading progrem for

‘the Ogden schaol. She receiyed little help from.the district adminis- .
tratjon. In her words, a]]??fey gave her were "nods of approval." ~ Jhe
.- principal, who was also ndy to the school, kngw less than she about how to
orgafiize the reading program. However, he was supportive of 'the 1dea and
. met Yegularly with Olen and with one teagcher. This so-called "advisory
group" of three sodh supplanted the larger DMG. Some of the teaching staff,
who felt they had lost ownership of the proiﬁct,\teacted with rﬁgentment.

o . M " -

) With so little support from within the district, Glan was especially
grateful” for the help she recéived from Bernadette Wynn. The field agent
helped her to develop an implementation plan for Ogden, "which she presented

to the full faculty and to the district administration in becembqr. Since no
foqe‘g?jected to the plan, she felt it had met with general approval. However,

. when ¥she started agproashing individual “teschers and asking_them to get
involved in implementation, they. begen citing reasons why they personally
could not participate in the project., -

')’ e -
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Despi,te " the ‘teachers’ puzzlmg,.-reactmn, implementation began in <
Januaryl 1978 with a "positive image workshgp” for the faculty and the students.
In~February a “Read-In" program began in the school. For a half hourveac
Friday, ‘everyone 1in the Ogden school building--teachers, students, admin~

. istratorsy and custpdlal hel'ﬁ--spent a half hour reading silently. . This

3"y codponent of Qgden's project .received a lot of publicity, thanks largely ta

‘the éffprtss6f Yalerie Sullivan,.and did much to improve the .image of the
Ogden ~'Qu:‘hool in the comnurfity., alhe rest of the project, in contrast, ran

® into serious groblehs . - . , .
. :. : . . - -

7 Jhen’0lan drew up her 1mp1err)bntat10n plan in Decen‘ber 1977, she Zﬂ\(.

" ##% hoped¥fu begin with the language arts .and social studies departments nd
to expand the program tg.one or two other departments ‘by March 1978, /The
-planned approach had to be abandoned when few teachers in the Ianglmg arts

and @al studies departments agreed to use Right to Read 1in their-Tlgss- °

-

room The languages arts department, in particulgr,  was ‘a center "of op-

posit to Right te Read, ,since it was being.stripped of the* responsibil
.. ity for teachipg reading in the schged. The favorable publicaty sutroundi
the ad-In tmade Betsy Hubbard, the ﬂepaptment head, Jealous; and Olan was

%_ . uns ssful in getting hef to coopgrate. o . e - . .

<. Professignal Jealousy‘was not’ the OnIy cause’, of resi-s.t.gace. Contract
negotiations wwoth the- d1strict were stalled,” cre.atmg tension between

teachers and admimistragors' Alfhough Olan was on a teacher's eonffact

'é she. found teachers ,lumping her with the a;wgatmn, nevertheless, she

efused to join the teachers' union,. sayi at she-did not beheve “in

. trikes. It did not help that her.-office was located 1 the administra-

. ive area of. the school buildin ,-or that she“was regularly introduced
aiong vuth the admmstrators at rent/teacher meet 1ngs. .

-
L]

;_ 41
' “ D1str1ct fmdang for the Right to ,Read- project was glso becMmg .
problem. When Midland school district, s1grred the contract to join thk\
. project, in 1976,. theﬁtrmt adnmmtratmn had agreed to spend a certain
amount on matenals a training. The distract administration complied
with the ‘congract to a point, paying for film strips and, Iow-vocabulapy
RS written materfals for the various classrooms. The d1str1ct%also paid for &
‘e second vrsit to San Diego; this visit wgs made in May 1978 by the principal
and two teachers.. However, the administration,was not esger to fund a major
~¥ training ‘event for all Ogden teachers, and finally offered the teachers only
five dollars a day to attend a two—day workshop in August. The school's
teachers considered thiseoffer an 1nsu1t. Only 12 attended the workshop
, -~
. Jhe. bglk of the training that occurred during 1977-78 took place i,
~ .+« private “sessions betwegn the reading coordjnator and 1ndividual teachers who
-, bexpnessed an 171t‘est n the program. ance the San Diego Right to Read
‘pfogram gras, in the a'eyeIOper 8 words, ' 'not. & product but a procegs," training
was, necesgaly | for ite implementation. Indéed, singe the numerm%brochures
. prepared in San Diego tended to be up-tempg_and inspirational 2her than °
" detailed and descriptive of the program,’ tfainiig was al'l the more essential.
Deborah Olan sometimes visited cIassroems to dea‘l with the students d1ﬁgct1y,

o
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for 1instance, she traineqd students 1in note-taking techhiques. More often,
she would confer with a ‘teacher, make suggestions @s to techniques (for
instance, directed reading assignments), or present reqintly arrived materi-
als. On the whole, teachers were critical of her tfgining efforts, which
they did not find helpful, and of her Jack of folldw-up *T

-

& 7
Those teachers who cooperated with 0lan did so’ to varying degrees.
- Nathsn Glover, a social studies- teacher, participated enthusiasticallyy,
" He imitiated his own Read-Iny and for a half hdur a week the students 1n
his classes could read anything at all. He alsd get up a paperback library .
1n his classroom (eventually most teachers did thls%. Some of the materials,
obtained with Right to Read funds, were virtually comic books. Glover
began the gemester by introducing the course textbook and showing the
. students h 'tp use the table of contents and i1ndex; he also gave then
an outlineon how to skim-read. As a further result of his Right to Read
training, he began to write more vocabulary words on the blackboard.
“ .- L]

Though Glover found his entire teaching style affected by the ‘Right
to Read program, his case was exceptional. Other teachers chose only a few
items from the smorgasbord of possible activities offered by Right to Read,
and they did not always persist in their efforts.) By November 1978 a gloomy
Deborsh Olan estimated that just 3 or &4 of the 35 teachers were partici-
pating with any enthusiasm. . . *
¢ »

in other rﬁects, the project seemed to be growing: a positive-

=\ image course for eighth graders was introduced, the student advisory com-
mittee continued to meet once a month, a parent advisory committee was
organiz¢d, a math Jab was anstituted in the fall of 1978, and plans were
,dra® up to introduce the Raght to Read progyam to other junior highs 1in
Midland. ' But at least some of this progresg was 1llusory. In imitation

of - the math lab @n San Diego,.the mathlab %at Ogden had bken intended as

a resource center to which students from regular classrooms would come for

& short periods of individualizZed instruction. In fact, the lab was being
taught as a class for low achievers, uSing whole-group 1instructional tech-

@t niques, and many of the materials, used were not those developed in San

LD

Dtego. *°

. The 1't:ont:mu,lng resentment of'_B"etsy Hubbard, head of the language.
arts department, effectively sabotaged plans to open a reading lab in the
fall of 1978. Instead, the reading coordinator set up.reading classes with

. a series of materials called "Be a Better Reader." (Ogden teachers expressed
- a low opinion of the quality of this series.) 'Another of Olan's 1deas was

to transform stydy hall periods into study skills groups This plan was
opposed by mw‘t of the teachers assigned to monitor study hdlls as well as by

: Ehe studentg who had chosen study hall instead of an electuive. .

hY

Although  student attitudes and behavior seemed better, especially
after Read-Ins, st le®8t some improvement wps attributed to the continuing
drop 1n enrollment at Ogden. ‘Theré were now 650 students,. a 40 percent drop
from the hectic opening year of 1973. Certainly the teachers' attitudes had

anot mellowed; as of the winter of 1979 they were working without a contract;

pending the conclusion of the negotiations. The project seemed adrift, and

teacher gossip‘had 1t that Olan might resign or be t“nsf‘erred to a distract-
J level position.’ \

» ) 5 -
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THE PROJECT TRANSFORMED
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everal dramatiC events turned the project around and made 1t “a
success. As the 1978{79 school year ended, both the principal and the.
réeading coordinator. left Ogden. -0len joined the staff of a local college.
Betsy Hubbard, head of the langusge arts départment,dqgiapp01nted to Olan's
post. Hubbard was.respected by many of the geachlnb ataff, who had sympa-.
thized with her during her feyd with Olan. Although the position of reading
coordinator would be half-time for 1979-80, few mourned the_chsnge in per~
sonnel. . . .

Even more momentous was the 27-day teacher strike that rocked the
district in September 1979. The strike had been long awaited and proved
quite acrimonious, leading to the resignation of the superintendent.
Although teachers won pay raises, the meager provisions fol 1nservice

. time (16 hours a year) remained unchanged. Even so, the psychologicsal

effect on the teachers at Ogden was significant. The 'tebchers emerged .
from the strike as & cohesive unit (all but two had struck}with high.
morale. Among the results were monthy teacher socials and 1increased
communication among  teachers and between departments. Now that Olan was

gone, more teachers were favorably disposed to the Right to Read ‘program,
»

and they devoted their renewed energies to making it work.

The math lab joined the Read-In program in the front rank of project
success stories. The two teachers running 1t essentially developed the lab
on their own, though the district did subsidize two field vasits they made
to other sites. The teachers began to individualize the instruction offered
in the lab, with very favorable results: -up, to one-half of the previously
low-achieving students were brought rly uw to grade level. The success
of the math lab created a good desl nxmterest in starting a reading lab,
although Betsy Hubbard, the new reading coordinatar, did not move to do this.
She believed that only a full-time reading teacher could take on so demanding
a task. In the meantime, the unpopular reading course "Be a Better Reader"
filled at least pasl-of the need. )

The school'3 librarian added her support to the Right to Read project.
Ovetlooked in the previous year by Deborah Olan, she became active in 1979-
B0 and with Hubbard's help initiated several programs: a book fair that
sold $700 worth of books, mainly to Ogden students, and, a two-mdnth program
called "Calendar Clue." The latter program called for students to #nswer a
question by using reference materials-in the library. A clue was posted each
day until a.-student found the answer; the prize was a book certificate. The
labrarian estimated that students were checking out 10 percent more books

than 1n the previous year, probably as a result of Right to Read.

. Mogt teachers remembered Blan's .training efforts as fairly useless.
In an attempt to avoid Olanis migtakes, Betsy Hubbard conducted traiping
only when requested. Since the district continued 1ts tight-budget policy
and refused to pay for ansérvice training, the staff development sspects of
Right to Read were almost completely abandoned. Nevertheless, up, to 40

percent of the faculty now clai to be using Right to Read techniques in

their classrooms. Some simply paid\more attention to vocabulary and provided

: . i
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. to~tutor younger studentg..

b .

a better dverview of, the class reading assignments. Others did much more.
One science teacher completely regtructured his curriculum intg four -levels
of reading cpmpetency and individualized all his testing, st an enormous cost
in time. A few teachers planned to wait until a reading lab was set up be-
fore they would make any great effort to teach ‘readis§ in.their own coursed.

Other components of the Right to Read program at Ogden were retained
from the previous year. These included the positive-image workshops for
t&achers and students. and the positive-image course for eighth graders. New
i 19794was a tutorirg prpgram that sent ninth graders to elementary schools

-

An outcome not entirely foreseen when, the project began wag that the
effort at Ogden would spread.to other schaols. This 18 exactly what
happened in 1979-80; three other junigr high schools adopted parts of the San

- Diego Right to Read program, including the Read-In, the math lab, and poSir

trve-mmage workshops for stuggnts and staff. Half-t ime reading coordina-
tors in each of these schools organized the activities and did some inservice

training of content area teachers.' These positions were urged on the district

by valerie Sullivan, the district reading consultant, and mepresented a sub--

stantial increase in district level commitment to teading programs. However, -

the Ogden staff continued ‘to want & full-time staff member to organize a
reading lab, and all ?f them signed a letter to the superintendent asking him
to create such a posifion. : L ,

One thing that was lost during the troubled history of the project
at Ogden was the init#81 intérest in bhe problem-solving precéss itself.
Changes initiated from the bottom up were rare  in Midland, and the suc-
cessful efforts of the Ogden DMG did not go Unnoticed elsewhere in the
district. However, the DMG was effectively dismantled by the end of 1977,
and 1n a féw years thére were no administrators left in the district who
had worked on the problem-solving effort. Nevertheless, though the process
might not be repeated, the San Diego Right to Read program appeared to be a
permanent addition to the school and the district. )

L
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(1) A‘na,jor concern of t

(2)

'?’\D.ISCUSSION QUESTIONS

e social systems perspective 18 the school's readi-
ness for change. Not 8ll resistance can be dismissed as irrational or
reactionary., Thus, the Odgen faculty's feeling of powerlessness to
wprove the reading program, discoursgement over the persistence of poor
teaching conditions, and resentment at the district's indifference to
their problems seemed to indicate a8 legitimate lack of resdiness to
undertake a change effort. Yet th;s_f;aculty achieved success. Why?

The lack of active support at the district Tevel for th Ogden project
was a major problem. The superintendent K resisted hira a full-time
resding coordinator, offered 1nadequate funding for materigls and train-
1ng, and generally failed to get behind the school's effi cts. All the
district gave were "nods of approval." Whgt, 1f- anything, could have
been done.to obtain more active district. supgport?

(3) Suppose that Jean N’apler had not resigned. her post and had been an

(8)

(5)

active participant, for the duration of the project. What impacts might
this alternative scenario have hsd on.the decision-making process or
1smplement atxon of San Diego Right to Read?

"It 13 marvelous to talk about a rational process of decision-making,
where you 1dentify a problem and select the most eppropriate solution
after getting all the facts, but how often does a principal or teacher
have the, time for such luxuries? Something always happens=-feachers go
out on strike, the school board wants better discipline, or you get
distracted by the normal demands of running the schools--and you have:to
act fast. Educators have to makg fast, intuitive decisions under pres-
sure." Based on your reading of the cases to this point, haqw would you )
respond to this statement? :

Identify what ybu comsider to be the major "turning pdmt" 1n this case,

" 1.e., the event or circumstance that made the difference between success
* and failure. . . -
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' CHAPTER 13 :
\GALAXY HIGH SCHoOL*

v, Richard I. Arends
- b .. L] -

. In the lstter half of the 1970s, .Galaxy. High School 1nitiated a
change pr ram which would affect teaching methods 1n several of its depart-
ments, 1including English, social studies, math, and science. . The change
progr am pers1sted despite 8 series of disturbing, though unfelated, events:
a parents' revolt against the principal and the superintendent, “teacher
dremigssals due to declining enrollments, a threpg-week teachers'.strike, and
the resignation of a key staff member. The site's experience 1dlustrates the
mmportance of strong internal and external leaders and of a.widely shared
belief 1n the need for change. .

- -
-
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Galaxy High School was 1in Summit City, a city of 80,000 located in 8
western state. Summit City hed received. numarous awards for quality of
living, and 1ts citizens, interested in preserving that quality, were gpare
of envaronmental 1ssuwes. The local .eoonosly .was .healthy. A wood, products .
industry, supplemented by tour1sm and various small, clean industries, kept .
unemployment low. The city's' population, which grew modekately during the
1960s, stabilized 1in the following decade, ,and school efrollment began to .
decline year by year.

L]
»

. Many teachers in the district received.their degrees from a prestx-

glous university located 1in the city; many alsg continued te attend night and

summer classes. District staff prided themselves on being 1innovative;

educators from other parts of the state regarded Summit City as a pace

gptter.  The+district's young Buperintendent, who came to Summit City 1n

1973, 1incressed the rate of change 1n the“schools.- He reorganiZei~the

central office, 1instituted new procedures for .rotating and transferring

principals, set up alternative schools and community schools, and 1introduced L
open attendance policies. . . . ,’J

In a time of falling enrollments ‘and rising ‘costs, the increased.psce ,/

of change 1n the district could be expected to meet resistance from spme PR
people. Nowhere was this more 1ikely to happen than in North Summit, the :
part of town 1n which Galaxy Highi“School was located. North Summit was once

a8 rural area, but hed sipce been absorbed into Summit City. Many of 1its . .
residents still looked to the lumber 1ndu§try outs1de the caity for thear
livelihood, though sn equal number worked downtowh. The area tended to be
more susplcious of social programs and government spending than the rest of
‘Summit Caty. Over the years, North Summit voters had supported conservative
school board members and rejected levies and bond 1ssues with some regularity.

-

L] f
Galaxy's 1200 students- reflected the socioeconomic mix of the North
Summit area. Eighteen percent were from poor fehilies, judging by free-lunch
. figures, 8 slightly higher percentage than the city-wide average. Although
" absenteeism was higher at Galaxy, the school wes less troubled by vandalism
*than were the dther schools 1n Summit City. Reading,scores for Galaxy
‘students placed the school 1n the 64th percentile nationally; the district- .
wide percentile ranking was six points higher.

0
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If the school's reading program left sofnethmg to be desired, the seme
could not be said of its.asthletic program. Galaxy's teams had won numerous .
state championships during the 1970s. Galaxy had a Teputation i1n Summt City
as a8 “jock" school, and there were rumors of an "academic vs. sthletics"
.splat amang 1ts 78 certified staff. . ’ -

> -
* COMPATIBLE AND CONVENIENTLY LOCATED

The Summit City school district wes divided into four administrative
regions. It was the curriculum specislist for the North Summit region, Frank .
Wyatt, nho first learned of a new federally funded praject to help schools
improve their reading programs. He had sttended & talk given by Sarsh Volpe,
the project's field sagent, who was employed by the regional educational
service district. Volpe was cgnducting meetings across the state to inform
educators of the existence of the federal project. MWystt alerted his super-
intendent and kept in touch with Volpe, who wanted to choose a district ain

! the Summit Clty a{'ea to participate 1n the project. . :

Two other ,districts were 1n tHe running, but they were both in
isolated rursl areas. As the deadline for selecting a site neared, Volpe,

\ inclined more and more toward the Summit City district, -hich was rocated
much nearer to h&T headquarters. Trank Wyatt contmued to exptress enthu-, -
siasm. In late April 1977 Volpe extended & formal 1nv1tat lon to the super-
intendent, asking.for the distract's participation 1in the prOJect, with
Galaxy to serve as the site school. She cited "the interest and commitment
the site school has expressed in the area of reading” as the reason for
selecting the *school.

o~
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Hyatt backed up ber invitation with a memo on May 5. In 1t, he’
ouraged, the superintendent to approve the project, saying he was “excited
)gﬁut the opportunity because- it provides resources for a project that i1s in
the planning stages at Galaxy High--a concerted effort to improve reading
in the content -areas."” The next day the superintendent sent a letter to the
field agent stating the district's interest and willingness to fulfill all
proJect commitments. He requested @ meeting with the field agent and the
project director, to be attended by relevant Galaxy staff. //(

The meeting Was held in late May 1977. The Ssuperintendent, the
field agent, and the project director were all present, along with the
‘regional curriculum specialist.. Representing Galexy High School were Eugene

. Booth, the principal, and Louis forberg, head of the school's languasge arts '
dep\rtment. These six persons reviewed the purposes of the project and the
obligations of site schools. Then the superintendent and the director of the

" proJect signed a unt‘i_:_en agreement , making Galaxy a8 project site.

QUICK AND DIRTY PLANNING .

Volpe visited ,Galaxy twice between May and September of 1977. The
major purpose of these visits wagto meet with Wyatt and Forberg to discuss
the formation of & local task force. Forberg, 8s head of the language arts
department, would serve as task force chairman. Volpe, who considered the
formstion of the task force to be quite important, was pleased with the
meetings. She wrote 1n her notes that she had "no difficulties,” and that
the meetings "progressed extremely smoothly."

-~ N -
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However, when the task force mét for the first time 1n October, only
five persons were present: VYolpe, Forberg, Wyatt, an elementary reading spec-
1al1st who would serve as a special consultant, and Susan Lee, the reading '
teacher at Galaxy High School. “According to criteris established by the pro-
Jject, the group was imporperly comprised. Noticeasbly sbsent were the prin-
cipal, teachers from various Yepartments in the school, and parents or com-
munity representatives. Yolpe would continue to feel concern that teachers
were underrepresented and that the community was not represented at all.
Nevertheless, this group of people was thereafter called the task force and
little, 1f any, effort was made to expand or change the composition of the~
group to more closely fit the guidelires. .
At 1ts October meeting, the task force made plans to conduct the
needs assessment required by the project. They prepared the questlonnaires
and deCided on a procedure for asking teachers about the;r current reading
programs and ingtructional activities. Forberg and Wyatt agreed to summarize
the data from the district's testing program for use at the next meeting.

When the task force met again 1n November, Forberg and Wyatt had
collected some survey information from teachers and had summarized, student
test scores for the past several years. The i1nformation from teachers_
tonfirmed that little was beang done at Galaxy .to ppomote resding. The
school had a reading laboratory that served as an elective for poor readers,
but few testhers reported helping students with vocsbulary and reading skills
1n other classes. A seven-year profile of test scores showed that average
reading scores for students in the llth grader at Galaxy had fluctuated from
the 5lst percentile i1n 1973 to a high of 70 i1n 1976. Scores for 1977 had
been in the 64th percentile. After discussing this information the group
identified the problems ahd priorities they wanted the project to address.
According to Volpe's notegl of this meeting, the top priority was to “increase
teachers’ skills so that they could teach kids to read present materials in

. science, soclal studies, mashematms‘, and language arts,”

Even though Volpe .did not say so to the group, she was a bit disturbed
ut how guickly the problem 1dentification work was done. Her concern was
at the task force was using data to support preexisting goals for project
nvolvebhent. She noted privately that "the problem ,statement may be valid,
but the assessment/decision-making process will not be 'pure,'"™ Louls
Forberg, the head of the language arts department, did not share the field
agent's concern. In his mind, the problem was obvious from the beginning--
the need to aimprove reading 1in the content areas--and the process.of es-
tsbliBhing criteria for solution selection was just “"wheel spinning." "

1

SQUARE PEG, ROUND HOLE )
Although a problem statement was never really formalized, activities
to select a solution began after the November meeting. Early in December, ,
Sarah Volpe went through'the project's knowledge base and identified some
programs ghe thought would fit the schbol's needs. A good number were
elementary programs that she thought might be useful. She sent a:.list of
possible programs to the head of the lgnguage arts department, and to the'
regionsl curriculum specialist, and then talked to each of them by phone. "
She soon learned that Forberg and Wyatt™ were discussing the problems with
members of the faculty. In the middle of January, however, she received
a memo from'forberg saying that there was nothing 1n the knowledge base.they
could use, -

) ' 1 ~
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. Volpe was of course dissppointed, byt there was much truth to Forbérg
- and Wyatt's contention. To begin with, only 13 of 60 reading “programs in
the project' s knowledge base were developed for usé with junior or senior
high school “students.” Furthermore, most of these programs mere designed
for students with severe reading problems. Few #Wphasized reading 1n the
content areas, the problem identified by Galaxy High School.

.Yolpe had attempted to compensate for this lack by ®nhcouraging the
school and the task force, particularly Chairmen Forberg, not to "overlook"
the elementary progrems in the knowledge base, She believed frpm her own
_training 1n elementary reading that some of the elementary programs could
.. be helpful. It must be conceded, however, that she badly wanted a "match"
. < betweenr the school and an R&D outcbme. She regretfully communicated the
task force's decision to the project staff, Hlth a request that they CON= "
— duct @ special search for Galaxy. ‘ _
_ At this point the field agent decided to meet with Galaxy's prin-
cipal, Eugene Booth., Although Principal Booth had beeri supportive and ac-
-~tive 1n seeking the project for has school, he had not attended either the
October or the Novembér task force meetings. Volpe was worried that he was
not teing kept informed, of developments. Their meeting confirmed this
suspicion. Principal Booth was not aware of Forberg and Wyatt's decisions,
except _in 3 very general way. In fact, he had been doing some planning on
, his“own. He had secured a consultant” from 3 neighboring drstrict who was -
experienced in setting up inservice programs thaf-emphasized reading in the
content areas.” A bit dismayed at the principal's independent action, Volpe
nonetheless aqreed to pay the, consultant's fee and travel expenses out of
project funds.

-
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. Jhe consultant,” Laszlo Panofsky, came to Galaxy in February and

- spoke to members.of the faculty after school. Twenty-eight teachers, 8iX

department heads and the “principal attended the talk, which was well re-'

ceived, Also 1 February, Volpe arranged for Susan Lee, the reading teacher

at Galaxy, to attend a workshop on the San Jose Project (one of the programs

that had been rejected earlier). The _field agent hoped that the study and

vocsbulary guides and the parent-student materials in fhus project might
interest the Galaxy staff. v -

.

+*
Volpe was getting more and more worried about the site during this  ~

period of time., Their rejection of all the programs in the knowledge bank,
the principal's independent action in securing 3@ consultant,—the lack of
commnity and broad faculty involvement, and, the fact that the task force had
not met formally since November were signs that "not much was happening.”
She believed that Ehe site had identified "rather global priorities” and that
"a solution was governing the problem definition.” She also noted that
Chairman Forberg was very much involved in other scpool activities,

3

Yolpe decided that she needed to take a more active stance, so she

set up a meeting of the task force for March 3, 1978. She invited a program

- selection specialist from the project staff to discuss the project’s knowledge
base and to report the results of the special search that had been' conducted
for Galaxy. On the agenda was development of selection criteria, something
« she had been "pestering” Forberg to do, without success. At the DMG meeting

" 4 -
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were Forberg, Wyat}, and Lee. The visiting specialist ack:?énledged that not
many programs existed at the secondary level.’ In his words, "There are
individual experts, but few functioning programs.” He suggested that the San
Jose Project was st3ll a possibility and also recommended that they look into
a program developed by Harold Herber of Syracuse,iNen. York. L

Both the program selection specialist and the field agent encoursaged
the task force to identify thear problems more precisely and, to develop some
criteria to guide their seldction efforts. These suggestions were resisted;
in fact, &s the field agent’ subsequently reported, "The criteria were never

developed except in 3 very hasty fashion by Chaxrman Forberg several months -

later to comply with my need to document that part of the process.' However,
two agreements came out of this meeting: the program selection specialist
awuld continue to search for programs that would be suitable for use Jat
Galaxy, and someone from the school would visit the San Jose Project 1n-

Ap[‘ll. l

L4
A SERIES OF DELAYS
" When the- field agent &nd members of the task force got home that
evening, they were surprised by the headlines in the local paper: "Parents
Seeking Principal's Remova?; Petitioners Claim Galaxy's Leadel “Foo Liberzl."
Principal Booth, who was 1n his thaird year 1n the district, was being con-
sidered by the school board for tenure, and a group represeniing about 50

families, 1ncluding officers of the Galaxy School Advisory Council, was’
petitioning thdt tenure be denied. :

~ The <parents were dissatisfied with the principal's’ rather liberal
attendance policies, s student-centered rather than academic-centered
views, and his ways of dealing with discipline (some parents and faculty
thought he was too soft), Parents were influenced by a charge that’ hg was
"anti-athletics,” made by several popular coaches on the faculty, and by his
1mage as a liberal educator chosen by the young superintendent. Many parents
viewed the superintendent as someone who was mainly concerned with making
kids feel good rather than making them achieve up to thear abalities. All
this occurred at a time when the superintendent was also being attacked for
transferrng several high school “principals 1n the district to junmior highs
the previous year. ’ ) tT

“

. During the spring of 1978, task force members and the Galaxy faculty
spent more energy dealing with the controversy than investigating the schopl's
reading program. As Volpe reported in her .notes,

Obviously Pr1ncfbal Booth's energies were diverted%to dealing
with this, and so were Chairman Forberg's. the chairman was
present at every meeting related to this 1ssue. He was very

much a defender of the principal ‘s work-at Galaxy and was a

supporter of the principal professionally and\personally.

" The head of the language arts department was not the only task force
member to spéak out for the principal in public meetings. Susan Lee, the
reading teacher, was another of has defenders. She.oncement ioned the
principal’'s leadership in getting,the reading project for tHe school. Aside
from this, the project had no part in the controversy. -

»
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In April, Yolpe's father died. Her temporary absence, coupled with
s the -extended controversy around the principel, ensured that the task forc
would.not meet. Wyatt did visit the San Jogse Project when he wgs 1n the area
on other business. Upon his returnh he reported that he was “unumpressed an
could not really see anything going on." The teachers .in 58n Jose who h .
thaught had developed the program were gone, and he found 1jttle”to observe
and few people with whom to talk. N

-* -,

In May, Forberg gave a report about the project to other department
_heads at Galaxy. He got them to agree to ask each teacher .to_tnclude a_vo-
cabulary list with their course goals for the following year. Forberg in-
tended this as an effort to begin building faculty-wide commitment to the
project. However, no further project activities occurred until midsummer.
The task force had not met in months, a clear problem statement still did not
exist, and no progress had -been made toward formally selecting a solution.

Instead, political 1ssues and personnel problems claimed attention.
Although the school board did grant Principal Booth tenure, he was trans-
ferred to another schooMand resigned soon after to take another job.
Meanwhile, the insurgent parents elected several anti-superintendent candi-
dates to the board. Anticipating.a confrontation with the new board me bers,
the superintendent resigned in the fall to accept @ superintendeficy 1in
another state. By then, a third shock had hit ‘the district. Because of
declining enrollments, layoff notices were sent to some 50 teachers, 6 qf,
them at Galaxy High School. , * - )

- -

. During. the summer of 1978 Volpe and Wyatt discussed the project
several.times over the telephone. Both were dismayed by the lack gof progress
and agreed that, aithough the controversy surrounding the principal’s tenure
and subsequent resignation could not have been avoided, the fact that Chairman
Forberg was Spread so thin was a problem. They decided to meet with the new
principal and Chairman Forberg 1n late August. .

REGAINING LOST MOMENTUM

Albert North, the new principal, had been transferred to Galaxy from
an elementary school in the North Summit region. His training, past experi-
ence, and motivation .caused pro)ect members to. view him as a person who
would be supportive of reading programs. Yolpe and, Wyatt used the meet1ne*1n
August to discuss plans for the 1978-79 school year and -to brief Princ pal

as commitment from the new principal that he would be supportive, although
other issues would prevent his active involvement with the project.

& The meeting also set off a series of telephone conversations between
the field agent, the regional curriculum specialist, %nd the head of the,
language arts department about selecting and 1mplementing a program. Wyatt
and Forberg fel} that the best approach would be to provide 1inservice train-,
ing for a core group of faculty on reading in the content areas. They

. conviriced Volpe to give up her desires to establish selection criteria and .

find assuitable program in the knowledge base. When the task force next met
1n mid-September 1978, 1t drafted an implementation plan call}ng for a series
of consultants to visit the school. Laszlo Panofsky, “QQ\E?d spokgn to the

. ' . 4
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staff the previous year, would make a return visit. A consultant from the

state department of education would give an overview of reading 1n the

content areas. A consultant from Junior Great Books would be hired to work

mith selected teachers.. finally, the field agent for another project site

that had developed 1ts own program on reading 1n the content areas would come

to speak to the teachers at Galaxy. With the help of these consultants the N

‘group would develop their own program and pilot test 1t with a core group
, of teachers, starting in January 1979:° ) .

) v TRAINING GETS UNDER HWAY

. The first two meetings took place 1n October. Laszlo Panofsky met &
with the task force and a teacher recruited from. the, science department on
October 17, 1978. He advised the group on 1nservice training, recommending
that they first use workshop sessions to increase egchers’ knowledge and
then provide follow-up for skill development. He sug he best place to
start would be to get teachers to work on vocabulary development with thear
students. Panofsky also stressed the need for a good evaludtion system sgo
that teachers could see progress as reading skills startey to improve.

-

On the next day, the sam& group met for two hours with a consultant
from the state department of education. The consyltant distributed a document
, describing what teachers in all 50 states had rated as the most and least
. 1mportant’ topics in an inservice on reading in.the ‘content areas. He also
gave them a bibliography of relevant professional books. Discussion heg
~turned to readability formulas and to the work of Harold Herber (who had been
ntioned once before by the praject's program selection specialist). Several
. members of the group expressed an interest in retaining Herber or ope of his A
associates as a consultant.” ! : \\

v ¢ . The field agent for the site that had developed its own* program could -
ot visit Galaxy begause of other commitments 1n his district. However, 1t
turned out that the program he had helped develop was based on the work of
Harold Herber. The prdyram was called the Content Reading In-Service Package
(CRISP). 1Its purpose was to train teachers to teach reading comprehension in
content area coursas without special materaials. *

Since the field ade:t from this site could not visit Galaxy, Volpe
arranged for Forberg and Wyatt to visit him. As they inspected the CRISP '
(materials he sent prior to their visit, they began to think they had found a <£§
program very close to what they wanted. By this time they had chosen the
core group of teachers for whom i1nservice was to be provided. Confident that
CRISP was the program they weré looking for, Forbérg and Wyatt told the core
group to prepare for a full-day training session dn November 17, 1978. On -
Nove@pgi 9 the two flew to the other ptoject site to observe CRISP 1in action.

Their two-day visit went well. Very much impressed with the program, Forberg
and Wyatt came back eager to teach what they had learned to the teachers in
the core group.

On November 17, the (10 teachers in the core group--representing the
social stydies, English, math, and science departments--met to be trained
,by forberg.. A second and essentially similar sessioh was held on Decem-
ber 8. Both sessions were well’'received. During the morning of each ses-
sion, forberg lectured on topics such as readability, assessing student
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needs, teaching vocabulary, and teaching for comprehénsion. The teachers o

then spent the afternoong planning to apply CRISP technigues 1in their own
gub ject .areas and ‘classrooms. ) .« .

In particular, the, INSErvice was deéxgnqp to assist ‘teschers in

\ developing, the following materials for use with each reading assigrment:
1% A vocabulary overview that 1dent ified new uqr&s or

o word meanings and diagranmed the relationships

among them;

2. A systematic study guide consisting of é task. for the .
! students that would demonstrate their understanding. of
the main concepts in the reading assignment;

3. A three-level reading quide consisting.of fimportant
detaids in the reading assignment, the teacher's own
tnterpretations or generalizations, and statements _
which appliedsthese interpretations or generalizations
to other situations; and ° "
. 4. A pattern of organization guide that identified the’
) - underlying organization of a reading assignment and
helped students to understand the main concepts while A
recognizing and working-within the organizationgl w» .
pattern. P ) .
. ~ . . .
One other training ses<ion "‘was held in November. Six teaghers from
the core group, along with staff from other schools in the district, attended
a full day of training on the topic of "Teaching Junmior Great Books." The
. intent of this traiming was to increase the teachers’ skills in meeting the
. developmental reading needs of able and gifted students. The head of the
language arts department and the regional curriculum specialist .believed the
Junior Great Books approach was needed to Tound out the model for teaching
reading 1n the content areas. This training also pleased the participants.

*

In early January 1979 the core group and members of. the task force
met for a day to review what they had ledrned and to perfgct the vocabulary
lists, study guides, and reading guides they would use 1in their classes.
Plans were made to invite Judith Thelan, a nationally-known consultant from
Syracuse University, to work with them in May. Finally, Frank Wyatt reported
on the evaluation plan he and Sarah Yolpe had ised to assess the program.
, The Iowa Test of Basic Skills would be admn¥ftered later 1in January and
/"agam in Junhe.- Wyatt would supplehent th% pr’oq.edure by mdking classroom
observatlonshand holding intervienws’ with@eaciers and students.

THE PILOT FEST BEGINS > .

E

Students who had one of the 10 teachers traineg in the CRISP methods
found that their classes were now different. Along with their chapter
assignments, the students got lists 'of key words used in that chapter, with

_instructibns té place the words into given categories. The students were
also asked to agree or disagree with factual statements about what they had
- read. When.the wording of these statsmente differed from the text of the
chapter, the pupils were forced to deal with the meaning of partxcyfar words.
~ N . .
1 A '
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More challenging were the intefpretive statements,. which correctly or incor- s
réctly expressed the author's ideas, and the applied gtatements, whach used .
the author's ideas’ in new contexts. . . t at
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Use of the CRISP tethniques varied from department to depdrtment. .-
-The math and science teachers spent around 10 percent of their class time -
using CRISP. For social studjes and English, the figure was more like 50 . )
percent.’ The pupils generally liked €RISP, as did their parents. Teachers - -
felt they were getting.good results, which made up for the efora work 1n- -
volved 1n drawing up the vocabulary overviews and guides. The teachérs also .
.enjoyed the increased communication between the different departments.at the
. school that hed resulted from periodic core group meetings, &
’ v . \ X .

. Once implementation wes under way, the task force lost -ats chajrman.
the head of the language arts departl%rit,.Loms Forberg, resigged suddenly’
in Harch to take & position 1in hid family's business. However, l;he task
force had'alreadj lost 1ts importance when CRISP was installed. Frank
Kyatt continued to monitor classes while Volpe made final arrangements for

the May training session with Thelan. .
. the Hoy trainan seasion with Jedriy NG |
The three-day, training workshop early in May .was the most successful
Tyet.  Judith Thelan was a nationally recognized expert 1in reading in the T

content areas aged was very familiar with thé work- of Harold Herber. At-
tending were the core group, an additional 12 Galaxy teachers who had ex- -
presgsed interest in implementing CRISP and a number of teachers from Junior

»

. high schools that provided students tp Galaxy. . . - ) . .

The trainping was concrete and’ véry classroom=-specific. Ihefan_
presented her material clearly and was well organized. She did. more than
help teschers understand feading in the content areas--she got them excited
about 1t. The workshop format permitted a ggod deal of interchangetbetween
3 the teachers and the consultant, and teachfrs left the .workshap 1n* hagh
_spirits. : : P . - £
Their elation was temporary. In March the Summt City teschets! .
organization had requested a pay increase for the 1979-80 school year%a .
Negotiations went on for two months, but 1n mid-May the board flatly refubed
to,consider any raise. The result- was a thrge-wesk strike by the teschers' .
organization, which failed in achieving therr demands. Soon after the strike - “a |
ended, dismissal «otices arrived for SO m?e' feachers, including 8 at _l;ytaxy"w . -
Again the cause was\diminishing enrol Iment. ‘ . . ’

. Moralé was low among Galaxy teachers when classes started that

September. Despite the quality of their pork, the board.and, the community had

opposed them. Moreover, by Decerber ¢t wWas apparent that.another six teachers

would be dismissed gt the end of the academic year. * Y N
a

-~ Nevertheless, the CRISP program continued. The 22 traided teachers .
f about 500 students, or half of the school enrollment, in their classes.
Plans existed to train another 20 teachers in CRISP- techniques 'at.the end of )
tge school year, since the general opinion of the program remained favorable.
Indeed, many te%chers _found that the program helped heal their wounded
feelaings. Its beneficial impact on pupils helped reassure, them that they .
N 4
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were indeed effectjve, despjte the‘lack of recognition from the board, and the .
community. And ce CHISP had suryived. the dissolution of the task force,

- changes in administrators, and syccessive waves of layoffs, there segmed
-« little doubt that ‘it would persist st Galaxy High School.
!
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, DISCUSSION QUESTIONS
Problem solving in orgsnizations 1s an interactive process. Using thys
case s your frame of reference, describe the major forces in Galaxy
High School's exterhal environment with whach it hed to interact in
addressing 1ts reading problem. Compare these forces with the forces
confronted\by Jefferson Elementary School 1n an earlier case.

The Galaxy{teachers convinced Sarah Volpe, the field agent, to sban-

o

don her insistence that the school develop explicit selection crateria o~

before choosing a product from the knowledge base. If you had been the
field agent, would you too have acceeded to the teachers' demand of
would you have continued td press for explicit crateria? Relate what

Volpe actually did and what you would have done 3n her place to one or

more of the perspectives on school change. .

This case exemplifies a successful change process, even though it had
1ts difficult moments. Describe a successful change process you have
observed or 1in whach you participated. Analyze (a) how you defined
"success" ‘and (b) the individuals and events that helped to achieve
success.

Ident1fy what you consider to be the major "turning point" 1in this case, '

"1.e.,.the event or circumstance that made. the difference between success

and failure.
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.= -o 3 GRAMER JUNIOR HIGH SCHOOL = AR
Ruth Anne Olson . o
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- The pressure of external events has \thwarted }Iore than one effort at

educat 10nal change’. Cramer g_unmr High 13 a’case 1in’point. After two years
of planning for a new reading improvement project, most of Cramer's students
and teachgrs were moved to another school as part of a city-wide deseqrega-
, tion plan. This effectively put an end to the project at Cramer, but even
before this disruption progress was slow. The teachers were skeptical of
externally developed products, felt their own programs were better than most,
and were preoccupled with dlsyprme problems and with a pending court
decision ‘on desegregation. Moreover, the principal did not actively partici-
pate 1n the project. Even had the school maintained its regular junior high
program, success of the project was not assured, as the following story will
demonstrate. -t . . ¢ i

The Cramer schpol was.located in River City, the hub of a midwestern
metropolitan area with a population of nearly two million. As with many
urban digtricts, River City had to deal with budget problems 1n 1its educa-
tional system. Declining enrollment, inflatiod; and the increased number of
programs mandated by the, state and federal governments all made moneys tight.
The schools also faced stiff requirements for desegregation, and since 1972
had been under court order to meet defined percentage goals for both students
and staff. Quality of education was, of course, an ever-present 1ssue,
especially as people differed on what, style of education was best. Durling
the 1970s there were demands both for humane education and for a return to
the basice.. -

The River City school district had faced those demands with consider-
able creativity and an.eye toward innovation. In 1971, for exdvple, the .
district began 1fpp']ementat1 n of a city-wide plan for alternative education.
The ba"guc format of the pl:m_ru provide a choice of programs for every
. elemeatary child. 8y 1977,,although the choices were not yet equally
available throughout the district, they 1pcluded as many as five distinct
styles of programs, ranging fra‘n/f‘undanental schools to free schools., .
The magnet school' plan enable‘d parents to choose the kind of educa-.
fion they deemed best for theyr children, but 1t was also a major tool 1in the
district’'s goal of desegreggtion. By careful planning of where to put
particular programs, desegregaltion 1n many parts of the city was achieved by
peaceful, voluntary mesns. Eveén so, by 1975, the federal judge who retained
Jurasdiction over the district’s_ desegregation plans ruled that voluntary
means Could not be trusted in one gegtion of .the city, and that mandatory
boundary lines must be drawn 1n qrd?n- to lower the minority per?ntages in

some schools. . ’

[ [ . ?h-..

Two other compongnts of planning 1in the city's schools had been aimed
., at facilitating desegregation. Startang in 1973 the district,required human o
Zelations training for staff, students, and community 1n each schooly the

-
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district also reun}ed that some of thas training focus on racigm and sexism.
In 1974 the district implemented a, decentralized administrative plan_which
divided the schools of the dlstglct into three geographic areas, each with
its own superintendent, resource staff, and decision-making structure. This
Annovation encouraged community 1nkolvement at the area level as well as
furthering the desegregation effort.»
> One of the units of River City's schools was a teacher center,
maintained collaberatively with the local“hnlver§1ty. Among other activi-
ties, the teacher center served as an Jnbrella agency for externally-funded
projects. In August 1976 the teacher center became involved in & new federal
program to help schools adopt jinnovative solutions to problems 1in reading.
At least one of the schools would be from one decentralized area of the River
Caty school distract.

» Ann é:?hatg the fi1€ld agent, was a tenured teacher in the dxstrlct
and very familiar with the inner workings of the school system. This was a
great help to her as she began establishing contacts with theé area superin-
tendent, the Title’I coordinator, and others whose support she would need.
However, the selection of a school did not go smoothly. Burnett visirted
s1x elementary schools, one after another; despite repeated intetviews
with principals and staff, all ultimately declined to partxc:pate in the
project.

Basically, people felt they were already involved 1n too many things,
including environmental education, an intergenerational project with senior
.citi1zens, Teacher Corps, a new district-wide adoption of Ginn 720 for ele-
mentary reading, and extensiye building renovation. Teachers did not per-
ceive the project as an opportunity lto solve a pressing problem, but rather
as another demand on their tlme.ndlpecause the elementary schools were S0
wrapped up in the adoption of Ginn#720 and the extensive inservice training
it required, several people eventually suggested_to Burnett that she turn her
attention to the Junior high schools. In Deceﬁber, Burnett contacted Frank
Hall, the principal of Cramer Junior High; as he rpcalled later, his response
was enthusiastic; "When the readlng program was offered to us, I jumped on

lt-“ / . v -ﬁ
.  THE CRAMER SCHOOL | ‘

One pf five Junlor hlgh schools‘\n the decentralxzeﬁ area, Cramer was
built 1n,l922. Frank Hall had been 1ts principal for six years, but had been
on sabbat ical at the tescher center durlng 1974-75. One of his two assistant
principals was a minority group member; however, of the 35 siaff,members,
only ,four of the professional staff belonged to minorities, and this in a
schogl with 49 percent minority enrollment. Sixty-five percent of £he 590
stu s were eligible for free lunch, compared to a district-wide eligi-
bil of 36 percent.

. A concomitant of poverty often 1s low achievement, and so it was at
the Cramer Schqol. According to the Gates-McGinitie reading tests adm1n~
igtered in the fall of 1976, 42 percent of the entering seventh grade;g
Crameri read at the fifth grade level or below. Cromer teachers were aware of
these 1gures, yolunteering such statements as, '"We're at the bottom of the
barrellin redding," and "Cramer 1s the very lowest in the ¢tity, you know.'

) : ~

N . - L

: N

o /7’ 172 . '




v

b \

. Reading scores were not the only problem at Cramer; a great deal of
attention was devoted to the issue of discipline. The staff initiated
several projects such as "Student of the Month" as posxt}ve mot zvations
toward Work and good conduct, and they generally tightened rules about hall

and ,clessroom behavior. Cramer ftaff saw their school as being a troubled

e. .They had become aware of increased use and selling of drugs among
tudents. Even more alarming, a nymber of physical attacks against staff had
occurred 1n the last two years. Teachers were well aware of the intertwining
nature of learning, self-concept, and behavior, but the Immediacy of behavior

i ngblemé, in contrast to the less tangible, long-range nature of learning and

\' gel f-concept, 1ncreasingly demanded their attention.

Several special programs in the school were design to address
directly the problems of behavior and school adjustment.

rolled approximately 30 students and was designed to rewarqbgf
achievement. with highly, desired after-school and weekend achavibyues. Another
program took 25 students out of the mainstieam classroom for fouk hours a day
in order to work on academic and adjustment problems; still another progrem
provided 14 students with educatjponal opportunities in a lea ning center

\ outside the school setting., .

v THE PROJECT BEGINS

Quring January 1977 Ann Burnett met with Principal Hall, with Larry
McCarthy, the Cramer reading specialist, and with Kitty Nicholson, the
English department chairperson. All three expressed interest 1in the program,
«and a meeting with the entire English department. was “scheduled for February
2, 1977. All seven members of the English department were 1n attendance.
Frank Hall, however, was not present because of another commitment.

According J% teachers' memories of that meeting, Burnett introduced
the, project to them and said that Cramer had been selectad to participate in
it. In retrospect, at least, teachers werq confused azsah\;ust what that
meant. They clearly beligvegd, that "they had ,been selected Yo participate',
and not that "they were beiny™nvited to participate." Feveral people
assymed that the area superintepdent wanted Cramer to be 1nclbded_becduse
its low resding scores. When ,asked whether or not they had a cholce 3

. being involved, they were not fure. Most hesitantly replied with statg
Inke, "weL},'I suppose we did,¥ o never really thought about 1t,
guess we could have said no 1f we.wanted to." ’

0y ‘ -

At the meeting, teachers did *express someé concern Eegardlng the
nmber of reading programs'in which the school was already involved. There
. were four such programs, serving over 40 percent of the student body: 150

students were enrolled 1n Basic English classes and attended a reading center
for two haurs’a week; ES students were enrolled in a program using Basic
Sk1ll Center and Dorsett\Reading Program materials; 50 students were enrolled
in @ third program using Ginn materlais; and 14 students received Title I
tutoring assistapce. During the course of the meeting McCarthy snnounced
that he was writing a proposal to extend the Ginn 720 elementary reading
pfogram throigh juniotr high. This informat ion,',0f course, "heightened the
teachers' sense of being involved :in too much. . . .
L]




[ 4
R (The field agent explained that there need not be any conflict of R
interest in regard to this new program, but that she would take this concern
to-the principal. Yhen she did so, Hall said that he wasn't bothered.
' "Students need as much help®as they can get, and that pay mean seven qy eight
new programs.")

The participants in the meeting took a number of actions. They
established themselves as the decisidn-making group {DMG) responsible
for development of the program at Cramer and agreed that they would invite
a parent to serve with them. They also made a tentative decision to focus
. on programs that could be used in regular English classes. Finally, they

arranged for Burnett to interview the teachers at Cramer andgreport
the DMG on the results.

s

+ L] v
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THE PROBLEM-SOLVING PROCESS

. The hext few months sawtcontinued progress. With helg from Praincipal
Hall, Burnett arranged for supplementary Title I funding for the project.
She also spake with McCarthy, the rgading specialist, to Keep informed of
the prggress the Ginn 720 proposal. After she held iniérviews with the
Cramer teachers, she used ‘he results as a basis for discussion at the nexj

. .OMG meeting 1n mid-March. P PR

At that meetxng: teachers pushed to beéxn looking at the reading
programs available through the project’s resource pool. At the same time two.’
teachers were very excited about Scott-Foresman materials which they had
learned of at a training workshop. They wanted those materials and asked 1f
the Title I. money_ assigned to the project could be used to purchase them.
Burnett was concerned abgut this desire to make product decisions befbre
adequately defining the problem, and she felt the need to slow tRem down.

&
s Burnett scheduled a half-day' meeting for March 29, at which she
' , presented the results of surveys she had given to the teachers to complete.
The teachers, 1t seemed, were most concerned about the students' poor motiva-
tion to learn, though they also had concerns about teacher motivation to
motivate students, teacher attitudes and expectations, and students' language .
skills’ . . - —

Much of the meetlﬁg was devoted to a discussion of behavior problems,
by ‘although.the group also discussed the need for appropriate reading materials
as .tools for motivation. Once more, the 1ssul of Scott-fForesman mategials
was raised, to Burnett's djscomfiture. She did not want the DMG to feel she
pasn't really interested in their problems unless they looked for kthe answers ¥
within her own pool of resources. Thus, she suggested that they might review’
the Scott-Foresman materials using the selection criteria that they were to
develop for the screening of programs frolm the resource pool.

A majoer agenda item,was to define reading problems. However, the
process did not work well as {eachers had a hard time putting their problems
in writing. Burnett reflected later, "Some people don't do a very good Job
at that kind of thing. -They are able to verbalize problems but are reluctant
to focus enough to put them in writing. I didn't put a lot of pressure.on
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them at that point." Even so, the. field agent and the teachers recalled
that this was a productive meeting, ard they left 1t with a d¥lse of where
they want€d to go next. Martha Stark, one of the teachers, would contact the
Scott-foresman salesman for mere information. Meanwhile, the field ageot
would gather resource pool information for the next meeting 1n April.

During April and May additional meetings of the DMG were held. From

the teacher survey and from earlier discussions Burnett culled a list of nine
criteria which had emerged as being important to Cramer-teachers in the

selection of a specific reading program. As before, the teachers wanted a
program that they themselves could implement 1in the classroom. It must be
compatible with present reading programs ard be appropriate for junior

high school students reading two or mdre years below grade level. High-

interest, low-vocabulary material was desirale. ' The emphasis must be on
comprehension and on language skills. Given the teachers' concern with
students’ motivational probfems, the program must develop and strengthen a
positive attitude toward learning while providing motivational strategies
that teachers could use. Teacher training in the use of the program was
also viewed as important.

* *

. Using'these criteria, Burnett selected 11 programs from the resource
pool. The members of the OMG studied the information concerning these
programs in relation to the' nine critéria, with the intent of finding a
program that could be used 1n their English classes. Two ptograms, Pegasus-
Pace and Vocational Reading Power, aroused some 1ihterest. However, the
teachers: attention was soon diverted to another program entirely.

In May 1977 the developer df the Exemplary Center for Reading In-
struc tion (ECRI) program came to River City to speak about her .program.
Three Cramer té&achers were released for a portion of the day to hear her
presentation. "The program developer,” Burnett commented, "1is a very im-
pré¢ssive salesperson,” and the Cramer teachers were sold. Kitty Nicholson,

. the English department chairperson, recalled, "We thought that #ere was the
answer to our reading problems, not only for our own building, ut for the
entire’ school gdistrict.” They ldgst all interest In the programs originglly
suqqested by the Fleld agent, ECRI was the answer.

Plans were made to see fhe program in action. Eventwally, Nicholgon
and a dastrict administrator visited a demonstration site to observe ECRI.
They were quite disappointed. Recalling.what they saw, Nicholson said, "It.
was awful. It's a dehumanizing method. The results may be gdod, but we just
knew we colldn't use 1t here."

THE DECISIUN-HAKING. GROUP

Throughout the problem-solving proi:ess, Burpett had to deal with the

" facf that the DMG was easily distracted. They- wanted to spend meeting time

discussing behavior problems and school 1ssues generally, rather than stick-
ing to the task at hand. The field agent found them to be "preoccupied
with discipline problems. It was always difficult to keep people focused on
'readihq' as a partiacular proBilem to.be considered.”
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Moreover, attendance at DMG meetings was sometimes spotty. Principal
Hall was never present at a meetirg, although Burnett kept him informed of
when and where the DMG would meet next, and what decisions hed been made at
the last meeting. Burnett believed that his presence would have been a
visible sign.of gupport for the program; however, he felt that. the teachers
"had to do this .thing themselves.” As for the parent representative, she
had a busy schedule of her own. HWhen she did attend meetpngs of the group,
she found herself primarily in the role of listener bgcause the subject
matter was frequently techni¢al. Since there was no parent-teacher organiza-
tion at the school to whom she m1ght report, 1t was never clear Just whom
she was representing.

' .
Hith the beginning of the 1977-78 school*year, scheduling problems
became an obstacle to,the smooth functioning of the group. The school
district 1ssued new schedules for Junior high schools which eliminated the
time previously available for meetings. After trying with much difficulty to
work around the new schedule, Burnett called a meeting of the DMG. Only

- Nicholson and Stark were able to stay for the whale meeting; a third teacher

attended for a short time. The remaining teachers were unable to attend or
no longer belonged to the DMG: one had left the staff, and another, soon to
retire, had withdrawn from the project. The parent did not know Of the
meeting until 1t was too ‘late to rearrange her schedule.

As a result, the DMG's rejection of ECRI was quite informal. Nichol-
son told Stark some of the details of her trip to the demonstration site.
Burnett advised her to talk with the missing members of the DMG, too, and
Nicholsor assured her that she would do so. The possibility of using the
program was net raised again.

By late fall of 1977 the DMG had essentially dwindled to {wo teachers,
Nicholson and Stark. These two eventually made most of the decisions regard-
ing the project. Discouragement at the time they hed devoted to the process,
problems 1in scheduling meetings, the absence of programs which excited them,
and other major demands on their time all served to draw people away from the

project. "Actually," mused Stark, "the more we looked into the programs, the
Jmore we realized that we didn't need a new program.” Other teachers comment-

ed that Crames should be considered as a model reading program itself, rather
than having to choose from the programs in the resource pool.

THE PROCESS CONTINUES

In November 1977 Burnety offered to send two people to Dallas, Texas,
to a National Diffusion Network Conference where some of the programs from
the resource pool would be presented. They chose not to go. Stark said,
"All the disseminators would be there to present their programs, but--
frankly--that's so commercial. Everyone selling their own programs.'
"That's the weakness with the whole process," added Nicholson. “All we hed
to look at were commercial blurbs on each project. And they really were
commercial 1in _the sense that they were each trying to sell us." But the
teachers later felt that someone should have gone to Dallas. They think they
might have.been able to get a betfer sense of what the projects were about.
Burnett regretted their decision; she believed that the sense of being part
of a major project would have been an important motivator,

b
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The DMG hegan to rethink one of 1its major criter:a for program
s€lection. Because they were unable to find any programs which could, be used
in regular English classes, they began to consider the possibility of adding
something to the school's reading center. Students came to .the reading
center two hours a week as part of their Rasic English classes. They were
placed 1n Basic English rather than in regular English as @ result of their
performance on the city-wide testing program usang the Gates-MacGinitie test.
Toe staff firmly believed that such a single-shot written test wads not an
adequate diagnostic tool; to compensate, they moved students in or out of the
center on the basis of more informal observatiqp and assessment.

. R .

. fhe reading center was a relatively large room divided .anto four
working areas. Students sat four to a table, with one teacher-aide at each
table. On,a t&plcal day, students listened to a tape recording of a novel
and followed along with the books in front of them. After 15 minutes, the
adult at the table asked them questions about what they had heard and read.

’ Students then had a choice of several reaging games. They were rewarded for

good behavior and for performance.

\

o Though the room was filled w??é;bozhs, these were not an active part
of the program in the center. Many of the series, some of which were 1n
excellent condition and appeared to be unused, were fromE?n earlier reading

program which had been set up by anothep teacher. Students sometimes checked

out paperbacks displayed on a shelf, but that was incidental to the program
of the center itself."

- LY

Leachers believed t‘q{tthe dlqgnostlc.protesp and general management
of the reading center needed mprovement. “Of the programs suggested by Ann
Burnett, two appeared useful: Improvement of Basic Reading Skills (IBRS) and
Project Catchup. Nigholson and Stark examined the information about these
programs that Burnett had provided. During November representatives of
both programs visited<Cramer. Fhe DMG mgmber's 1iked .Project Catchup, hut
some aspects did not seem wonkabfbMAn_the4:13un4on—hagh—settang;ﬂn"The‘woman
insisted that children come every day to the reading center,” remembered
Stark. "Fhat just couldn)t work with our schedule.” IBRS was attractaive
beeause of its diagnostic festing component. 5g1d one teacher, "We liked the

"“projett because 1t resembfes what we have here very much. Frankly, 1t a1g
this program." The teachdfs were not impressed with the developer's lack of
knowledge about junior high settings, but they felt that parts of the program
were adaptable and that aptakion would be acceptable to the developer.

"
PHOGRAM DEGJSION . P

By Desember 1977 teachers were obviously feeling predsure to make a
decision. "It's getting to b embarrassing,” explained Nicholson. "People
ate saincere: we're trying, gut'we -just can't find a program that fits,"
Stark ,sa1d simply, "It's time we do something."

- In December Burnett brought materials'to Cramer, providing them with *
more details on I8RS and on Pegasus-Pace, another program with elements that
sptke to Cramer's needs. Larry McCarthy stated explicitly that he did not
« believe Cramer needed a new program-~they did fine already. He appeared to
be persuaded, however, when Nicholson and Stark stated that .the schodl's

N '
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testing was in need of improvement. The discussion focused on the diagnostic
. instruments of IBRS, and the group decided to have a half-day meeting 1in
January, .with substitutes to release teachers from their classrooms.

Thanks to the field agent's persistence 1in arranging for release
time, 8 three-hour-meeting of the DMG was held in late January 1978. Burnett
was determined to have a decision by the end of this meeting. She was
equipped with materi@ls, data, and techniques to facilitate decision making.
Present at thespmeeting were five teachers from the £nglish department; the
parent was unable to attend. The group decided to adopts the IBRS management
system, including the diagnostic testing and record-keeping Components, as

’ well as some of the IBRS materials. It was further decided that teachers
should be trained to use the management system and materials on April 4 and
5S4 - * %

p THE FEDERAL COURT ORDER

j In less than one week, however, the decisions of the January 24
meeting were thrown into tyrmoil. As noted, River City school district had
been under court ofder to desegregate its schools. In the long range, it was
making progress toward compliance, yet! shifting populations and changing
demographics often caused short-range setbacks. When choosing¥lramer as a
location for the project, Burnett had inquired about Cramer's pos)tion in
reiation to the desegregation plan and was assured that it was well within
the guidelines and was not likely to be affected by future decisions. O‘n
‘ﬁamary 30, however, the Cramer staff was informed that their school was
included 1n new plans. _The next week the area superintendent presented
optiong .for the desegregation of the area schools to the supermtencfent and
to the River City board of education. Each optional plan involved a change®
for Cramer; to 1include only eighth graders next year, to be closed for’
renovation and then rfopened as a K-8 fundamental school, or to be closed
altogether. ’ * i

-
L3

The board voted to return to federal court and seek the easing of the
court-ordered percentages. The district made its case In late March and then
waited for the decision of the judge before any actions would be taken.
Cramer staff and stugents were thus left for the remainder of thd 1977-78
schoo! year in a state of uncertsinty regarding their future. - In the
meanf ime, Burnett, Nicholson, and Stark completed a needs jgssessment which
had been sent to them by the IBRS disseminator. The assessment 1dentified
three areas which they believed to be particularly important components of
future training for them: diagnostic testing, the tescher management’ system,
and the parert involvement component.

All concerned agreed that it was not reasdnable tb \ollow through,
with the original plan for holding IBRS training on April 4 and\5. Releasing -
s several teachers at one time was always a problem at Cramer bpcause of the
discipline problems of the school and, faced with uncertainty (regarding the
fate of the schqol, people 'were unwilling to go through that process. Also,
because the teachers had. chosen reading program 1involving, the reading
center, the skills they learned might not be useful 1n whatevel school they

transferred to from Cramer. v . T
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During the next months Burnett maintained close informal contact with
the €nglish department gtaff- and with the Cramer praincipal, Frank Hall. For
a time she tried to keep people thinking of the various options they would,
as individuals, choose 1f Cramer were to close or to change the focus of 1its
program to a K-8 fundamental,school. Burnett stayed in close contact with
the decisions bexng made and the directions being considered by the people
who would ultimately make the decisions about Cramer. She attended a board
of educatjion hearing regarding the desegregation plan, and generally kept up
on the news, though much of 1t was, by necessity, speculation in the absence
of a decision by the federsl judge. Eventually Burnett decided that 1t was
inappropriate to continue pressing teachers to think about the project and

the future of IBRS until the judge made his decision. She then focused on .

letting the staff know that she was aware of their dilemma and was available

‘- tovbe supportlve 1n any way possible. .

In late May 1978, the federal judge announced his decision im regard
to £he case presented by the school distrigt. Essentially he told the
,district that he did jot agree with their arguments, would .not ease the
‘percentage requirements, and that they wauld no longer be given the luxury of
"moving toward” the required desegregation. In fact, they must achieve full
desegregation, as defined by the courty in the farl of 1978 and again 1n the
fall of 197%. -

. "

Although the board of education subsequently appealed the federal
Judge's decision and requested a "stay" of the requirement to be in full
compliance by the fall of 1978, they ultimately .decided to follow the plan
that would convert Cramer into a K-8 fundamental school by the fall of 1979.
Over a two-year period, a4 substantial proportion of the Cramer teachers and
most of the students would be transferred to Morse Junior High, 1in the eame
area,of the city., Faced with this decision, Burnett considered two possi-
bilities: to try to maintain the p:ogqct at Cramer, or to move the progran
to Morse. .t . .

. L]

It soon became clear that attempting to maintain the project at
Cramer was not a viable alternative. 0Qnly one teacher from the DMG was to
'stay at Cramer, and he_ was not interested in taking the responsibility for
IBRS. Horeover, the Cramer principal, whe had been supportive of, fhe project
though not actively involved in 1t, was replaced by an administrator with
more seniority. Thus, no one was left at Cramer to nurture the project
‘Kitty Nicholson, who was to transfer to Morse in September, was still inte
ested in seeing the project through. She and Ann Burnett discuss®d the 1de'a
of moving the project to Morse, and in June 1978 Burnett obtained 1nitial
approval for this idea from the area superintendent. He saw the logic of
having the program. follow the students and also felt the idea had merat
because "Morse hadn't anythlng wnnovatve. " Burnett still had @ long road
ahead of her, however, because now she .was esSentially starting anew an a
different school. Nicholson would not be 1n a position of authority at
Morse; before any program could be implemented, the Morse admirlstration, the
Morse reading specjalist,—and*tKe ¢ombined Morse/Cramer teaching, staff would
need to define the problem in thg new context,and agree that IBRS, or some
other product, was #n appropriate solution. That, then, 18 .the story of
another sghool.and another problem-solving effort.
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(1)

(2)

(3)

(ﬂ)

% ° . DISCUSSION QUESTIONS \( )

A hastory of 1nnovat1veness 1s widely regarded as a prec£d1t1on to
organizational change. ‘ Individuals and schools with a strong Mtrack
record” of school 1mprovement constitute more fertile ground for sub-
sequgnt 1nnovations than those who have been unwilling or unable to mbke
simlar efforts in t past. It 18 curious, theny; that the project
essent1ally failed at Cr despite such a history whale 1t succeeded at
Ogden despite a seemingly uwnimaginative and unenthusiastic staff. Apply

the rational, political, and social systems pefspectives to the two.

cases 1n order to expla1n the differences in outcomes.

A key step 1n the problem—solvr@g process described in this case was.the
formulation of numerous selection criteria to govern the choice, of a
solution. Comment on this statement by the superintendent of a "large
urban district: "I envy business managers because they can always weigh
the benefits and costs of their alternatives in dollar terms. For most
of the toughest problems 1n education, this 1s 1mpossable.” -

The Cramer project might have been terminated at a number of points,
e.g., when team members failed to attend meetings, when the team rejected
several new programs, etc. A hard decision for any change agent is
judging when the effort 1s hopelessly blocked and should be abandoned.
Make a list of the circumstances that would compel you to abort a change
effort. Given this list, would the events in this case have prompted you
tg §}1ck with the process, make some radical changes, or abandon 1t?
When?

Ident1fy whiab you con51der to be the maJor "turning point” in thas
case, 1.e., the event or c1rcu'nstance that made the difference between
success and failure.
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) . CHARTER 15 & . y
' © T ANALYSIS AMD IMPLICATIONS .,
- : . ' FOR SCHOOL. ADMINISTRATORS . . k
-7 ) o T Sam D, Sigber - A
iy * . ) . B * *a - . " . " ~— M “

/ Now that we have had an opportunity ta witness the many-splendored
' reality of plannéd change, in a variety of school settings, 1t 18 instructive
to synthesize some concludiops 1n light of those realities. To' anticipate
ourselves a lattle, what this analysi"s will show 1s that there 1s no royal
""" road to the understanding or management of planned change. Instead, would-
be change managers must weave a course of action among delected aspects of
the different perspectives odepending cpon their past, current, and antici-
pated situations. As described in Chapter 1, this way of viewing the matter
suggests that a set of choice dimensions, or dilemmas, exists consisting of
alternative modes of action that are typically faced by managers of change, -
If one could remain alert to the most common of ‘these dilemmas, one might i
be capable of retainang flexibality and control over: the process by shift- -
1Ing from one tactic to another as warranted by the flow of events. This .- ~
general approach might Be called gelective monitoraing, since it depends on
trying_to remain sware of the conditions under which one acts, of the con- v
quences of one's past actions, and of the pgobable consequences -of one's
Contemplatel ‘actions. -It-wis hoped that by reference to a set of clear-cut
dilemmes of action, such dwareness can be guided by something more than :
convent 1onal- w1sd'om, “theoretical fads, or personal inclinations, & |

. Despite the wide variability of conditions and events seen in the
cases, managers of change seem to make decisions-according®o a limited set
of choice dimensions. These practical concerns of change managers can be
conveniently grouped 1nto three broad 1ssues--leadership and participation,
strategies and tactics, and readan and tingencies. Table 6-1 lists :
the dilemmas under the 1ssues to which they '\rtam.*
\J' . L] . . )
At this_juncture it 1s useful to reMhnd the reader of our overall
.conceptual framework, and how this analysis fits 1iptd it. . In Chapter 2 we
presehted @ discussion of thegretical perdpectives, and brieflyforeshadowed
the cdse studies by showing how the perspictives could 1lluminat®\the events - + . y
and sodtcomes 1n different schools. The traad of conceptual orders--per-
spectives, 1ssues, and dilemmas--makes 1t passible to discern the relation-
ship betweeq the moré abstr levels of perspectives, and the more practical
" level of dilemmas faced change managers in their daily activities, with -
v the mediating level betyfen these two poles being what we have loosely chlled
s~ the key issues of changé¢ management. .

L

b

-

* #Just ‘as the dilemmas facing,managers can be grouped 1nto more gen-

eral 1ssues, so it can be seen that certain dilemmas are more-closely tied . .

to & particular perspective. Decisions about strategy and.,tactics, for

exarple, are prom?nt concerns of the rational perspective. In particular, - .

‘ VS ) N ’ . . o~ Y
4, Y " #For simlar efforts to feduce problems.of change management to a *
set of "dilemmas," see Miles (1978, 1980), and Berman and McLaughlin (1979). .
For a tﬂeoretma'l_ rationale for this approach, see Sieber (1978),
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Leadersiup and Part:c 1pat1on

High vs. low. admmstratwe involvement ,and control
I . 4 .
High vs. low faculty mvolvement and oontrol

"

. Openlvs. closed Telationships with the sommunfty

‘» Strétegies and Tactics 3 v o
Product vs. procgss. -+ . . ' ) )

. Reliance on out@:’ider\experhée vs., self-reliance
Fidelity vs. adaptation of resources
PR :

f -

Vahdated' vs. non=-validated 'resour%e's' 7| '_

- o
I\nieqratmn vs; autonomous 1mplemeﬁtat1on -,
. t * - *
. L1m1ted Vs, d1ff’l|se and compréhensive qoals®
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.Readiness and’ Contlngenc1es
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Contangency manggementi Continue vs. terminate
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\ [ . " b

" N - ¥ 5
. . .
1 * . . H P .~
" f‘;' - '
b ” =
- N s &
coe. o & . - .
L
. LN . Lol &
- N . 2,
v N A ) ‘- » " ‘ . K ,
N . - [] - -
[ ]
-‘ ” ,,_‘,. . . Ne ) -
L. . h.' P . . o .
. M
. . L .

ﬂ. .- *-: ,,_-d?‘w' r, . \_; ;84».17“) .: ’\ - 1




»

’ 1 - [ ’
.‘—-) ’ ' - ,. ' ~.f
a high degree of formalization of group prpcess_ (that 1s, systematic needs
asgessment, segrch for a solution, selection of a solutign, and evaluative

feedback) 1s characteristic of rationals probtem $61ving. The political
perspective 1s\reflected in concerns with 1ihuptvement and control, .and
environmental ships. And the socral systems pefspective can be

detected i1n decisions that fqvor'selﬁréhance and adaptation of innovations
to suit local conditions, low formalization of group process, and diffuse
goals, However, this 1s especially true in a concern with the system's
readiness for planned change and whether to terminate in the face of unan-
ticipated events, Thus, our list of dilemmas reflects ways 1y which the
perspectives” are pitted .against ohe anothér as well as including dimefsions
that tend to bf.exclus;wely associated with a single perspectave.

- .~ a®here are some logical diffesences among our choice du?)ensmns that
deserve pointing out. Most of the dilemmas comprise seales. rather than
either/or modes of action, e.g., formalization, locys of .contrpl, integra-
tion-autonomy of the innovation within the local sstting, fidelity-adapta-
tion of the innovation, and.openness to the environment. That 18y the
choices of managers are made more difficult by ‘the fact that yit 1s-not a
question of determining whether there, will ' be teacher par\glupatmn versus
no teacher participation, but rather a question af how much ‘and at what time.
fFurther, some of the dilemmas might be rd5olved by combining pPONe10NS of both
poles, _e:Y., product vs. process. Some tend to be mutually exclusive dichot-
omies, plthough they are not inherently 80, ©.9., reliance on external
expertise vs. self-reliance, and faculty vs. administrative cohtrol. Only
two entail actions that are inherently mutually exclusive, 1.e., i1mitaating
.c?ange now vs., {eJectmg change, and continuing vs, terminating a chenge
effort. . . .o

These logical daffergnces. sre not as' important, however, as the fact
that all of the dilemmas_present alternative actions--and that if the wrong
"horn of a dilemmd 18 chosen, :then the solution may become the problem. A
close reading sf aur case studies, shows that action, was continually taken -,

ith r’eﬁf'erence to each of’ the choice dimensions listed. (Note that we say

" "action taken,"” rather than "dec.lslfm made," since the latter phrase denotes
"greater "delibefateness and self-consciolisness than was usually the case.)
By exploring the effect on project activities and outcomes of these selected
courses of action, we might be able to detect those conditions under which
a particular resoclution of a dilemma was well or 1ll gdvased. ,6But our main
ho&es notg g0 much tosformulate pg@positions about change as to provide a

sort of rdtar grid system that will facilitate seleckive mnlto_rlng on the

-<

*  part of. change managers. = v N

A
,case study experiences,
+

( “
‘r * r
Now we turn to an exagu%a't*on_oﬁ each dilemma 1n {he #ight of our
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- . ’ 'LEADERSHIP AND PARNIEIPATION .° .
e High vs. Low Administrative 'Ir;volvement and Control ° K ~ -

4 . e -

Much study and thought have been .given to the spproprigte role of
adumstrators in planned educational change, but no clear consensus has yet
emerged. The reason 18 that the effect of administrative gmolvement depends
upon, a8 variety of circumstanceés, mcludmg the administratof's -sbilities.
In“¥¥oe cpses 1nvolvement 1s viewed by faculty as an attempt to control them, f
while 1n,others 1t 18 welcomed as a sign of support and readiness to give
. assistance. Fhe Parker Yalley teachers Jjealously guardeﬂ their prerogatives
P in undergomg the problesgsolving process and running their own inservice

. program independently of administrators. At the Bther extreme, tHe Bayfield
s . faculty complied uncomplammgly with their prmnpal 8 decislons about tHie g
’ p?o,]ect. . ) . . .

L] ' . o 7
In 8ll éases, however, 1t seems that at least-passive support by °
the administration was fiecessary for change, to taske place. But passive
pport was almost nevef sufficent, as we saw 1n the cases of Cramer Junior
Schaol, Ogden Junior High School, and Sugarville Elementary. In Cramer,
T t'ﬁe prancipal enthusiastically endorsed the project but dld""nb‘thmg“t_'"
help 1mplement 1t. In Ogden, all the district® gave were "nods of approval.'

And 1n the case of Sugarville, two successive principals approved of the

activities and proposals of the faculty, but did notelift a finger to help .

. overcome problems of lack of training, personnel turnover on the facilitator
team, or irreqularity of meetings. The, lack of active administrative support
1n these schools wss one of the msin ressons for. their projects' dafficul-~
ties. Only 1p one case (Greenfield) was the, staff sble to overcome the
passivity of ®he principal and gain success with classroom 1mplementation,
ow1ing mainly to the “leadershlp, support, and legitaimacy”™ provided by the
field agent. But the principal's aloofness made the going very rough, and
when the .f1eld agent departed, the pPOJeCt lost 3tdg momentum.

] . o e ?
Often, however, act1ve .administrative support .18 not suff1c1ent'
erther,, 1f 1t entails 11¥%le more than dictation to the faculty. Events

. Charles Elementary suggest the importance of administrative support:

- [ combined with teacher participation 1n dec1s10n makmg, .e., delegation

by Zadministrators. Jhere the district digector of career) education and 8
» high school counselor "felt that the staff at Charles might not be aware

. of the dlstupt‘s needs as g whole, and thus l1d not bg 1involved unt1l
later in the process.” Conseqliently, they defined the ptoblem, sought
information, selected 10 products for faculty review, and then/invited four
teachers to Join them en the site team 1n “order to try the selected

programs. Thereupon the administrators withdrew their involvement and the .

. four Eﬁcl\ers eventually either qu1t usmg the matenals or took Jops else- .
.2 hhere

*. - . ¢ s . . ]
. " ~ J » El .,/‘ . .
. .. In sfort, when those who had preempted the ‘%roject 1 its early \
d'ec1smn-mak1ng phaseg withdtew, those who had been rsuaded later o o -

. wplemént. the chosen programs were unsble or unwilling to do so. The e
strategy wag followed by the/ prmcx'pal in Penton, but ‘there the prmti:al

. G‘“ . . . . A a "\ .
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remained actively involved in the project throughout the period of implemen-
thtion, taking into account the complaints and recommendations of the imple-
enting teachers. These two cases suggest that the lack of faculty partici-
. pation ether with lack of active administrative support throughout a
project, very liKely produce failure. Twg cases where both teacher
part;cxpat1on and active principal support occurred throughout the project
are Bell and Jefferson elementary schools. In both of these schools imple-
mentation succeeded An sp1te of very negative Ffactors in the envitonment.

We therefore arrive at the fOIIOW1ng tentat1ve von:lusions: passive

) support by the administration might be sufficient if the faculty 1s involved
in non-structdral change (e.g., Rarker Valley's inservice program), 1is highly
committed and led by a speeial:ist, as a tradition of self-help and
guéldlng against adm1n1strat1ve intrudton hn its affairs; otherwise, passive
support 1is nothnough However, not efen active support 18 sufficient
without the opportunity for the faculty o participabe in decision making,
Unless the change project 18 limited to' a narrow sagment of the school (e.g.,
Bayfield), in whichscase [3; administrator can make all the decisions.
Moreover, faculty participat®on might not have the intended effect unless the

~ » locdl action team has tmea—sktmfm groupmanagemnt and 1is led by a
problem-solving specialist. (This point will be elaborated later when we
discuss "strategies and tactics.") In sum, unde most circumstances, all of
the factors in support of good group process must operate simultaneously.*

i

High vg. Low Facylty Involvement ‘and Control ) 5

- There 1s one further dilemma of group process to be resolved. Should
the local team playta strong leadership role, or should it involve as many
faculty members ‘as possible in its deliberations? The jfirst alterpative
promises greater structure and coherence of goals, high consensus on criteria
of selection, and sgeedier deliberations. But.the second alternative prom-,
1ses a greaterl§en5e of ownership and commitment to the solution among

\ faculty members, -and greater relevance of the solubionj.to the ‘felt needs
of individual teaschers. Here, then, is the cl gsical dilemma between cen-
tralized eadership and democratic .participatio “Let us see how the various

'. schools sought to fasolve this familaiar dllemn - -
~

There are three possible approaches great faculty participation, ¢
little faculty participation, and a Systematic alternation between these two
possibilities. The initial year of the project at Parker valley exepplifies
the first approach. The high ratings at the end of the year were attributed
by the teachers' association president "to the fact that teachers had se-
.lected, designed, and operated the whole show.” (In the second year, when
the faCuIty had“far less say aboit the inservice program, the pfﬁﬁeet lost
the support that it hadsenjoyed earlier.) The middle phase of Bgden’s

i

o -

; *It shoull-glso be remembered that if the faculty 1s sirong}y opposed

change,prOJect, hen their participation in decision maeking might simply -

thém the opportunity to sabotage the prOJect. This seems to have oc-
ed in Cramer. ) g

4
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projéct represents the other extreme. The original action team was sug-'a.
planted by one composed of the prancipal, the Feading coordinator, and a
single teacher. "Some of the teaching staff who felt they hed lost ownership
_of the per)Ject reacted with rgsantment," states the case studg, And indeed,
when teachers were approached individually about implementation, “they began
citing reasons why theyspersonally could not participate 1n the project.” In
particular, the reseptment of the lanquage arts departmént becguse decisions
were being made 1ndependef1bl¥,of_.them continued t0 fester. Not until the
head of the department replaced the reading c<oordinator did the project
resume, with renewed faculty support and 1implementation. Galax}) presents a
sumlar case of very limited faculty participation 1n the local team, but
there 1hservice training was provided for a core group of 10 faculty members
who wdte to implement the ngw:proqram on a trial basis. The involvement of
these teachers in a successful series of' workshops apparently overcame their
sense of being left out of decision making, for implementat 1on was relatiyely
" wadespread and effectjve. . ) ’

-

« — - |
, Bell »flementary used a combination of both approaches throughout
the problem—solying precess, the team collecting evidence and defining the
problem (with someMfagully brainstorming), the faculty helping to establish
crateria for a scjutlon, the team screening the options them‘s“efvei, and the
faculty voting on “the three options presented to them. Despite’ the fact
that. confiict emerged, consensus' was finally reached 1in an amicsble manner
and the solution broadly implemented.
-_— ’ Q
TheSe experiences suggest that the advantages of both alternatives
are ‘maximiZed when there 1s movement back and forth between déliberations by ~
t a small group and the- involvement of all relevant faculty in decigsion
. making. This strategy rquires flexibilaty and a thoroughly’ professYonal
. attitude on the part of the local action team, so that they will not resent a
periodic sharing of power. In some cases, the local action team gained more
. .control over time by reducing faculty participation, which %uggest3 a certain
_tepdency to hoard power. The consequence 1n each case was alienation of the
faculty and a decided slowing down of progress. -

’
/‘ Oné way to ensure that a.particular clique does not monopolize the
 team 1s to include facultly members who are known to be“;,emstant to charge,
as was done by GreenfielY's principal. . Also,*there 1t¥was hoped that "by
invoiving those typically opposed to change, their willingness to support the
new rgading program would increase.” This tactie pajd off handsomely when
the early.resisters later enfbdrsed the program @t a ceremony before the
entire, faculty. However, to reap such benefits in the long run one must be
able to tolerate a fair amount of.conflict before consensus 1s fmalsq
forged. - / \ . -
. . 1 \ . .
Relationships with the Tomrunity: Open_vs. Closed ’

- r
The most shadywy pafticipant 1in our case pltudies 1s the parent.
Pespate ‘program guideiines that ¢alled fos community involvement ‘an Ghe
8 c . g
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change project, parents were rarely encountered, i any of‘the progects. Even
when they were invited to join &he local action team, Whigh occurred in ohly
about half the cases, they tended té withdraw after a few meetings. The case
of Charles' Elementary 1s typical: "The parents were more active at first..
After a few weeks of produrt reviews; hqwever, they quickly began to lose
interest; within two months both had dropped out."

On the one hand, parents are not quahhe'ﬂ technically to assist  in
. many educational decisions.’ " Their involvement might even put a damper on . |
the candid discussion of student probldems, political issues, communxty\P .
constraints, and faculty-administration relat ionships. In addition, a great ‘
deal of *effort might be needed to ovefcome a mood of apathy priof to theur |
involvement. As a project leader in the Treeline district said, "To really
get parents involved you have to fpllow up initiatives, telephone, enfourage, .
arrange meeting times to meet their schedules...b&sically I just had too many
other things to do to make an efforl here." .
Lo |
On the other hand, parents can play important roles in suppfement ing ~ |
the work of classroom teachers, ¢dn focus deliberation on home-related
problems that might escgpe lhe attent ion of the school staff, anch:an—crf-fer— =
a channel of communication with otHer.parents and the communily *at _ large, -
thereby protecting the project from undéserved criticism or opposition. And .
yet, it seems that the politjcal vulnerability of schools to their local.
.const ituencies causes egucators in most cases to resolve this dilemma by
closing the door to parental involvement—-or by leaving it ajar just enough .
to make them lose interest or to feel unwanted. It is worthwhile, therefore,
to recall the wdys in. which parents partmma‘ted in the Jefferson progect,,
the one case where- the community became truly mnvolved.

The Jefferson principal had a "policy" of involving parents in_school
programsy thus, there was no question that they would be invited ‘Join
the local action teams 0One parent 0 Joined was an actiye member .of the
Title I Parent Advisory Group. This promise® a solid link with an important
schosl-community group. parent volupteered after having read about
the new project in e newspaper. Both apparently were community leaders
with a genuine inte *1n education. As the case study relat‘e;j: -

7 2

The two parents did not have the antipathy toward
educat10n which was more typical of Jefferson resi- - \
dents. Both were wealthier than the Jefferson school
norm. They were motivated by the desire to improve
the quality of education their children were receiving

" at Jefferson. Although the parents were % miss about
half of the team meetings--somet’imes because they did
not receive adequate notice--they participated actavely
when they were present. One an particular made her

home available for dinnefs and open-house meetings.
I » . 3

H]

And although‘the\ casecgtudy 1s n exphc‘ai on the pomt;, 1t 1s: likely that
these parents were Lnfli}ent 1al in the team's decision that "the product allgw
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for effective communication with parents about their children's.strengths and
weaknesses." Thig decision meant.that a}l parents were potentially inducted
into theg project. And indeed, other parents eventually became involved as
volunteers in the Jefferson classrooms. In addition, a parent-teacher open
houge featured videotapes of the program in action, eliciting a number of*
. favarable comments from the audience. The Jefferson community was tradi-
tmnally not very supportive of 1its schools. As the case study says with
respect to community, involvement In the project: "This achievement was
notable, given the hostilsty of the comhuni y ,toward the schopls.} VYery
likely, hostility was somewhat alleviated by the practices that we have
out I1ned.

Lo

The experience of Jeffersol School demonstrates both the educational
political value of parentel involvement 1in local change efforts, pro-
udxn that those who becpme centrally involved are mi basically wtlle or
maf 1vated only by.political considerations, and that the staff is genuinely

interested in their reactions and the’lr support.

L}
- STRATEGIES AND TACTICS

.

-

“Product™vs."Process’ |

— - ]
- o it inspp

Thg decision to adopt, either @ product or a process, or some com-
binat ion Gf the two, was often made without considéring the implications of
this choice. = In the instance of the RDY program, the problem-solving group
rocess was supposed topbe implemented alJong with new practices in basic
ski111s or career *education., In addition, the local staff could. opt for
an educpt ional .product, such as a new cyrriculum, or an educat ional process,
such as a new mstructxonaﬂ method, a restructuring of roles, or even a new
role. For thd most part, there was a strong tendercy to desire products
to the exclusion of both the pgoblem-solvmq process and new educational
processes. L

The three Treeline administrators reSponsg.ble for urging the superin-
tendent to accept the RDU project "thought ‘of it mainly as a way of bringing
cafeer education products into the district.” Jihe Jefferson teathers were
impat ient with the slon process of défining a problem becauge ,"uppermost 1m
their minds was to get on with £hoosing a product." And theZ?lraner teachers
"pushed to begin.looking at the reading programs available through the
prOJect s resaurce pool." This rush to product selection no doubt rests on
the assumption that one already has the requxsxte skills for using a new
tool,” Thus, it tends to neglect the need for specxal training and, group
decision making about implementation. ' Also, it conveniently neglects the
importance of basic role changes in teaching and administration, changes that
are .probably - v1ewed as threatening and over-demandxp\g : \

If a wide range of .alulls already existgs'among the staff, if role
Flexibility is already a norm, or if there 18 a h1gh level of commitment to
us1ng the practice, then the mere adoption of products might well be the most
suitable tactic; but these cpfditions were rarely met in oun case' gtudy

Y « . ] ¥
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schools. As a result, the participants were somgtimes vexed'by the amount
of training that was requiared to i1mplement a new ptoduct, and inssome cases
virtually 1gnored traiming. In the"case of Sugarville Elementary, the braef,
one-day training session left the staff "uncertain in their use of the new
program.” Consequently, "as the year wore on, the teachers tended to 1ignore
thé supplemental .pyograms, as they Concerned themselves with getting through
the regular textbooks." The situation was even worse in Charles Elementary:
"the only formal training that occurred was during a September dinner party."
And’while the ISD's specialist imsisted that the materials were self-explan-
atory and that Charlés*-teachers were professionals "who knew what they were
doing,” only very limited, piecemeal implementation pccurred. Consequently, \
L . the career education program failed to be diffused throughout the,district
" as originally planned. ' "

- . ’ [y 4
’?wok exceptional cases ‘were Galaxy High School and Bell Elementary, .
both of which achievéd a high level of success. In theé case of Galaxy a |
great deal of trainrng was provided in the techniques of a new reading , .
program, including having teachers themselves develop a number of neckssary . }
materiale. Samilarly, Bell's principal hired .a-full-time assistant princie
pal® for curriculum and retained specialists to hold workshops on implement-
T Ty IGE, an iAmovatign, that feQuiTes a thorough restrurturing-of grade'
levels and instruction®l roles. With the additional aud of the problem-
* . solving process, this small, very poor elementary school was able to renovate
n its entire program. Here the €ocus was on process and structural change from
« the very outset, owing to the vision and autonomy of the princaipal. )
-, i
At the same time 1t should be underscored that a strongly feltrneed
td select a concrete product at an early stage 1n a change progect, without
concern for process, might be useful to catalyze the interest of, staff
. meabers. In maight provide, so to speak, the necessary pump, priming. A o
product review can 'also suggest various local needs that had besn overiooked
and that might be served by selecting a certain practice. Hopefully, once
the staff's interest has begén piqued and their commtment to a change project
engaged,. they can be steered i1n the direction of greater concern with prog
cess, including training, role chapnges, and ‘engagement 1n long-term problem
. ving. Bu% such a shift of focus, which occurred 1n several of our ‘case
\;gdxes, cannot si1eply be left to chance, for it asually occurred at thes
sistence of the field agent or other problem-solviang spécialist.- Curiously* . W
enough, administrators themselves often failed to appreciate the need_ for .
such agshift. .o : - ‘ :
» » \ ‘ . "
In sum,” the common tendency to assume that ngw products are alone .
sufficient should be recognized as a tase of limited understanding of what 1s
entairled in educational change and dealt withficcordingly. Buf 1f the staff .
insists on selecting a product prematurely, it still might be possible to .

salvage the situatien by exploiting their interest in Erogg’cts to induce a
‘ discussiont of“basic needs and required changes 1n process.

FAN
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Reliance .on Outside Expertise vs. Self-reliance e
oW * ' .
The RDU .program stipulated that lqral participants must avail them-
selves of validated resources supplied by an external source, and that

. ~
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While reliance oh an Wutside source impsoves theé chance that a product or
process will be of haighr quaifity, 1t decreases the sense of owngrship and
autonomy that are also basic needs of participants in a chgage project, needs
that are most easily gatisfied by developing one's own practices dhd ¢losing
Fanks against outsiders, as happened 1n Greenfield, for example. Some of the,
teachers in (geenfield Junior High wefe skeptical of a proposed new program
. because "they had been burngd before by changes 1mportmrom the outside.”
Also, when external agents simply fail to deliver, as occurred in™several |,
cases oW1ng to lack of an adequate resource pool or discontinuity 1n external
personnel , depentfence on external resources can spell disaster.

Q - ’ P
/m doing so they . would be assisted by personpnel from outside the district.
Y

L] ' . -
) This dilemma was not explicitly recognized and dealt with by project +
,@‘ staffs; consequently, there was -a tendency to érantate to one or the other .
horns, or else to continually experience an antagonism between them. The .
teachers at Cramer Junior High continued Lo be skeptical of externally
developed products, believing that their own programs were superior. fhe
teachers at Jefferson Elementary, in contrast, became convinced of the

. superiority of an externally developed progra® over Lheir own practices. In .,
. most cases, however, there was ambivalence. v

. »
In several instances the field agent or local specialist was able to
mediate betweer the two opposing tendencies, helping st'aff members to'develop
a ' sense of ownership 8s a result of matching‘extémnal products to self-
defingd problems, and permitting local modificdations, as occurred notably 1n
Greenfield and Galaxy. In the case of Galaxy Hjgh School, an external
program was @dopted that required development of one's own materials for the
teaching ofreading*comprehension. This approach was highly pleasing to the
aculty, who managed to. implement the new program 1n spite of a teacher
strike, the dismissal of seviral teachers, and th® dissolution of the local
task force. Admittedly, a great deal of training was provided by workshops
conducted by consultardts, but it 15 doubtfult that these workshops would have.
been so wpdl received if the teqéhers had not ,had. the opportunity bko create
their own materials., It 1s alsh worth noting that 1t was the field agent..
,  who made this opportunity’ available to them. .

r

* Field agehts are by no means unique to the~ RDU program on which
our case studies are based, although their functiong here were perhaps more
clearly defined than*usual. Broadly conceived, field agents ipclude all*
types of go-betweens who are affiliated with external. agehcies: academic
consultants, state. specidlists, product advocates, organization development

- experts, and more, hey may serve part-time or full-time 1n the role, may
specialize in one or @ few sites or spread their serncgs}among many schools,
and” they may tend to focus® their role in various ways. Some of the most
comnon types are the conveyor of resources, the facilitator of process, the
substant ive expert, the trouble-shoster, the coordinator or leader of group
activrties, and of course, a combination of any of these. On another level

of analysis, figld agents may be regarded as eygter reactive (responding to
requests or needs, keeping a low profile) or ploactive (offerind opinions,




assessing progrei;;/, prompt ing act ion).* Local change managers, should be
aware 0Of these le options so that they can dcfaw upon particular field ,
agents or upon roles i1n a particular agent's repertoiré, as needed. In o
particllar, af agent s ability to mediate between the staff's geliance on
external .fesources and their need for®a sense of ownersmp_(sei reliance)
shou].d'be rne in mind., Suince the agents in fcase study schools played a
variety of roles, their work is referred to 'at several points in our dis-"
cussion of dilemmas. . . '

L]

. This 1s-rot to-imply that a local specialist cannot perform some of
the functions of a field agent In particular, roles that are strictly
. internal to the-school can bé performed as well, if 'not petter, by local
experts. Sasquatch s exemplary in this respect There the district's
", director of reading and languages arts "was acting in effeft as a local change
agent, making Herb Milton superfluogs." Her considerable experience with
qroup process was the main reason for her success. Consequently, the field
agent emphasized h.s conveyor role: "IFf the group had no.need for his skills
as fac:lxtator, hey did look to him as a resource person.” This experi-

+  ence suggests ttgt, when 3 qualified person who commands the respect of the -
_ _fAculty is available locally, he can be charged with responsxbxlxty for many

of the functions of an external facilitator; but the external facilitator can
st1ll play an important role e bridging the gap between the school and an 5

external resource base. In sum, both alternatives can be combined L @ way .
that enhances the change effort ‘. .. /—x-—‘\

' s
Fidelity vs. Adaptation ’

! [
L4

A decision to rely on 0utsxde ~sources presents a further dilemma:
whether to 1mplement a practice exactly as desxgéd d¥.to adapt 1t to local
conditions. On the one hand, the fidelity- approacH.would seem to improve th
chances of reaping the promsed benefits of a néw bpractice that had beea
thoroughly tested.- Als6, it dives the staff ,@ chance to pilot test the
practice locally before making changes, as was deliberately done by the
principal inithe first vear of Penton's project. Omn the other hand, a
decision tq mpke major, adaptations might well compensate for the reduced
sense of ownershap that is caysed by external dependency. Also, it 1s
obvious that™ special condit 1ons might dictate the need for local modifica-
tions, although cdnsultants are not. always aware of such needs., In the case
of Jefferson Elementary, for example, it was not umtil the second year of a .
new reading program that the trainers allowed major gevisions to.meet local
ngeds; and at Sunrise, the consultants on a new manaqe'nent system for reading
instruttion were given low marks beCause they were unable to .help the school

" adapt the system to local readl/ryv/roqrans. .
v, N

Nevertheless, an ?aptue approach can be carried to extremes,
as gkeurred in Charles Elefentary. "Since no pressure was placed on the
. tea&hens tp use the materials in any particolar, mannery’ Wtates the case
study, "they tended to pick and choose from amonq the products, veing them as

. - . N . ’

*for a fuller discussipn of the fieid aQent ;ole m the RDU progrem,
see Lqui3, Kell an(i Joung (198{
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anthologies of ideas or as brainstdming devices.” A similar tendency was
apparent in Sugarville Elemeptary and Ogden Jumior High School. In all
three of these cases, the confedquence was an erosion of project goals nearly
to the point of extinction. ' . .

The lesson seems tp be that new practices should at léast be tried
out as designed, and that, subsequent adaptation must not be allowed to
proceed unchecked and withopt thought. Bayfield presents a good contrast to
the cases mentioned abqgve. There the teacher- made specific modifications in

an externally developed careet education course, modifications that were .

dictated by. specific local constraints. For example, because of erratic
attendance in the new course, continuity of instruction was hard to maintain.
"Consequently,” notes the case study,_ "after the seventh week of class, (the
teacher) shifted to an'organization based on/discrete modules that students
could work on independently at their own pace.X Gre??ﬁéeld went even further
with controlled adaptation, cudminating im a pew teacher-designed program

based on Right-to-Read techniqueg that was presented to the entire faculty

and eventually implemented. )

In ,sum, when, why, and how much to adapt external prPducts are
three of the mgst important questions fac%ng managers of change.

Yalidated vs. Non-validated Products

Andther dilemma that arises frgn the decision to»rely on ext &rnal
resources 1is whether or not to accept only those practices that have been
validated by R&D _specialists. Several of the local projects rejected the

resources conveyed to them by the field agent and instead opted for non-
validated practices. This reaction.probably reflects the need for social

validation rather than scientific validation, for the. alternative practices

were invariably brought to their attention by a familiar, local person, e.g.,
a vi1siting professor, a respected ISD director, a workshop leader, or a staff
member. In marked contrast to this perspnal touch were the recommendations
from project. headquarters, which were professionally aloof and devoid of
blandishment. This tendency to ‘adopt non-validated practices may also
reflect a desire to gain greater control over the adoption process, a desire
that we have calléd a néed for ownership.

This does not méan that the decision to lodk elsewhere fpr.products

1s; "wrong,” of course. _If a school is able to make intelligent adaptations
and %omtor a non-validated product over time, then the chances are
probady good that its decigion was a wise one. Also, i1{ the staff is

likely to lose Antegesg in g change project altogether unless their chosen,

non-validated product 1s accepted, as clgarly occurred in Sugarville Ele-
mentary, then it might be wise.to accede td their demands. The disappbint-

ment that was caysed by Sugarville’'s being forbidden to implement thear
chosen product can be gauged from the chain of events that preceded this

decision hX headquartersd: . s
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It had been practj)cally 1 ossible to meet with '
the full faculty to get-their reacttons and ¥
solicit their support; the first problem state- +
ment had not beerapproved by the superintendent;
and the traxQer with whom they had worked so well
had left ‘the TEC. Oéspite the lack of active
support, from the school a;’touqty administration, '

r

the facilitator team had severed, drafted a . .
second problem statement,”and adentified a ' - .
preferred solution. Now they discovered it was .

forbidden. N -

Clearly, the reJ:actmn by headq
not sugur well for Sugarville's
out. v

. The real point 1s that there pre important implications of choosing
validsted or non-validated products, ynder different circuwstances. ~Change
managers must therefore keep this choice dimension 1n mind. .

ters at this juncture in.thg project did
ange effort, which eventudlly petered

o

Another dilemma related to strategies and tactics 1s whether to
integrate a new practice with exasting practices or to create a relatively
autonomous component. Both approaches have advantages. An autonomous
component 1s less likely to interfere with ongoing,practices, to threaten
thE status of staff members who control existing practices, and to -require
widespread inseryice training., _ It also makes it easier to preserve the
fidelity .of a nely practice and to speed up implementation. Thus, the prin-
cipal of the Bayfield School was able to inaugurate an employability skills
course for seniorg in a short period of time with little difficulty, since
only a single, recéntly hired teacher was.involved. In contrast, his
efforts to make all teachers become ‘reaponsiblie for career exploration were
thwarted by training problems and the teachers' sense of uncertainty about

the new practices. . « - O

Integration vs. Autonomous Implementation

And yet, integrated practices Ere more likely to endure, td have
broad 1mpact on traditional curriculum sfderdStruction, to protect less able
students from the stigma of being "shunted into special classes, and i1n some
cases toe<provide superior education. In fact, these advantages of integra-
tian are of‘teﬂ‘cxted to justafy the? "infusion" approach to career education
and to improvement of reading sk_ﬁl:.s at post-elementary levels by wuwsing
supplementary resources in all classrooms. That this type of integration can
be ‘achieved 1s demonstrated by the “widespiead use of Right-td-Reed tech-
niques he classrooms of 0Ogden Junior High. Much training and distract
support e necessary to achieve this level of use, however. .It 1s also

noteworthy that even in Ogden, the results of autofomous™implementation--a |

reading lsb, a tutoring program, and a workshop--were more readily diffused
to other schools in the district. Thus, once again we see that a particular
choice dimension must not be taken lightly, but should receave the careful
attention that one ‘devotes to any other dilemma of professional practice.

4 bl
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A special problem arises when another, prior changé effort ig"a _

potential target for 1integration. While 1t might seem advisable "to try to

integrate all new practices, that bear on the same problem, 1t 18 possible * ™
- that the prior change effort 1s faulty 1n some way and that 1ntegrat ion,
might therefore Jeopardize the new effort. Or, the pridr éffort might have
, been €0, carefully designed and executed that any 1ntrusion of a new prac-
tice would jeopardize 1t. This dilemma 1s not ‘eas1ly resolved. In Cramer,
the faculty failed to appreciate the potential for 1ntegrating a new read-
ng practice\ with other reading 1nnovations 1n the ,school, and therefore
reYoqted all lternatives that were presented to them as redundant.
L, a program to improve the school's reading center,
but a short time later -the school was closed.. Unfortunately, none of our
other schools attempted to .meld a8 new practice with another, 1ndependent
change effort; therefore, one can only speculate about the problems of doing
so. It seems safe to assume, however, that the task 18 not an easy one.

Limited vs§p1t’fuse and ,Comprehensive Goals * °

.

- It A_gm_a.ppea;_m_bf;qbumls_tbghe clearer _and more_ realisfic
one's goal§, the better the chance of success. Such goals promote cgm-
munication, N\prevent distraction from the task, and provide benchmarks for

-assessing progress. , Indeed, persgnnel 1n two of the cage study schools
that held comprehensive, vague goals experienced a good deal of trouble =fn
staying on target and being successful, Thus, the top priority of Galaxy
High School was "to 1increase teachers' skills so that they could teach kids
to read present materials 1n science, social studies, mathematics, and
language arts.” Efforts of the field agent to gain greatgr specificgtion
made Little headway, and ‘the project seemed doomed until a new principal was
hired and a series of consultants was finally engaged. Similarly, autRfori-
ties 1n the Treeline wastrict decided that ™the broad aim of the project.
would be the 1nfusibp of cafeer education content and_principles 1nto the ’
.elementary curriculum districtwide™ If structured .traifing had been pro-
vided, as 1t was at Galaxy,, this.vague and overly ambitious goal might have
been cut down to managezble s1ze; but virtually po training took place,
and the diffuse 1nterests of the decisiop makers contributed to piecemeal,
weak 1mplementation. § ¥ . L ' > . ) ey
a . - A : - v e
And yet, diffuse and highly uxbitious gqals do have distinct advan-
tages; for one, they are”able to gnlist a broad spectrum of 1nterests under
their banner, as occurred 1n Parker Yalley,, yhich focused oo "ieagher -
stress® in 1ts first ye®Y”1instrvice program. Such goals might ‘Blso raise. X
aspiration levels and rmpress the public.with the staff’s ambitiousness and - *
- broadness of vision, s_accﬂrre&_ 1n_ Penton,. vhich sought to 1integ e the . #-
soci1al studies, sme'nze-, and -he GoMicutas by "using career educstion
the glue." (Fo¥tunately, the ‘principal exerted ,;onst,anl;} gyi,d‘mce.)“'Qn, an )
.even moge political note, bfoad® doals-gap endfle implementeifs to:maneuypr , -
more freély and to mitagate ure by pleading that their intent$ons wer
misunderstood. In sum, it se®is thats sharp, delimited goals,~on thd ‘ogs
hand, and diffuse, comprefiensive goals ori the other serve eqially mmportents

functions. b , *f - . -
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[ ¢ ) The possibly harmful consequences of ha 1ng a multi licity of Is
. 1s suggested by events at Cramer Junior Higl? The purpose of the change

" project at Cramer was to adopt a reading prgdram that (1) all teachers could -,
.1mplement themselves, (2) was compatible wyfh a variety of existing programs,
"(3) was approptiate for ,junior bigh students reading, two gr more years below
grade level, (4) was highly interesting, (5), contained low-vocabulary mater-?
’191, and (6) must "develop and strengthen a positive attitude toward learning
while providing motivational strategies that teachers could use." /Clearly,
this was a demanding list of desxderata, and the fact that no suth proggam
cquld be found suggests that it was dverly ambitious. If jhe participants ,
had sought Help 1n coordinating and strengthening Cramer's Pxisting reading
programs, or had they concentrated on attacking the problem of discipline and
motivation, they might have become more committed and been more successful.

A multiplicity of specific goals can be as enervating as a single high level
goal that 1s never spelled but. ! ‘

-
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dilemma of 6sing between narrow arkd broad goals, 1s related to

the 13sue © dlégnbs readiness, which 1s also frequently.gveripoked, as
wé elaborate r_on, A school staff {hat preoccupied with the day-to-
day routines of "keeping school” might refuire the stimulus of huighly ideal=
1stic, comprehensive goals to stir them into action. This seems to have been
the strategy of the Bell Elementary principak, for example, who 1launched IGE
In a small, traditional school with low-achieving students and high teachet

- turnover. : In contrast, a staff that 1s already motivated might reduire "a
scaling down of ambitions to managéable size.” One of the most regret-
table outcomes af a change effort 1s the cynicism or let-down that ensues
from failing to achleve exalted purposes, as seems to have occurred at

. Greenfield. ‘

» |

In any event, "iagnosis of readinéss clearly 1nvo'fves the question

of readiness ‘for how much change? Despite the advantages of adoptuidy
limted goals, one should not overlook tHe possible need for enlisting a,
broad spectrum of interests and arousing idealism, at least in the n1tial

. sthges, by espousing amibitious ,goals of an abstract nature. Sooner or

later, however, such goals will have to be delimted, translated into be-

havioral terms,, and evaluated so that the participants will be sble to share

a sense of direction and 1incremental accomplishment. v

Fo'i"'m‘a'&gatlon vs. Naturalism . ko T .,
.t ~ ' .

. A major objective of the RDU program was to try out A rational
Rrob.lem-solvmg approach to planned change. Ihls approach entails needs
assessgent, problem definition, ,a. systematic “sedrch for solutaons, adoption
of a solution according td specified criteriapramplementation, and evalustYve
feedback. In the case of the RDU program, the process was supposed to be
governed and monit9red by a local team ‘that holds meet 1ngs to plan%ang
discuss the various, phases of the project. The extent to which local efforts
were made fo comply with. jhis model’ may be viewed in terms of the degree of

* formalization af the p_roble[‘n-ssolvmg procegss. . .
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.80lvng process. » P

* the problem—soIvmq p&?cess mount

While certein schools 80uqht to translate the ?nodel into formal
protedures, others strongly resisted this approach; and some shifted from one
end of the spgctrun to the other ®over time. In general, 1t appears that
schools that followed the mgdel more closely tended to enjoy more success.
The informality of the,process in Sugaiville, which failed to implement any
meaningful charige, demonstrates clearly the value of a more, formal approach,

but there were also some striking exceptions to this concluswn.

Because the problem-solving strategy 1s unfaml.xar to educatoré, and
because there 15 a tendency to assume that the problem 1s obvious and that
all -that 1s needed 1s a new product, there was impatience with the strategy.
Field agents and specialists--ushally from intermediate education units, but
occasionally from within the district~-therefore played a key role in forma-
lizing the approach. The field agent in Jefferson, for example, permstently
encoyraged the faculty to ident 1fy the problem that underlay students'
reading difficulties. She then helped them to specify criteria for selecting
a solution, obtained a list of 50 products, and\urged the teachers to select
one from the list.: Throughout thls process she revealed outstanding dxplo—
macy, e.g., celebratyndy the problem definition hy passing around a bot-
tle of wine. Thrgy s not mean that it %s necessary, or even desirable,
for the field agent to assume formal control of the proceedings, as pointed
out eaclier. Yhe field agent at several schools,.including Jefferson, took a
low-keyed approach that was highly effective. Said the Bell principal of her
own field agent, "She brainstormed mth us, and helped us to geexamine our
needs. She didri*t quide ,us, but she asked some qood auest 10n8." And on
“Wnother occasion; "The, support person teally qives you more 1ncentive to
try,, and sfie broadens your perspectlve "

. - e []

« The field aqent 1n Greenheld, who was also highly successful,
saw her role as "swinging beiween an act ive participant and a passive ob-
server." In Sasquatch, the field agent restricted his rofe to collecting
respurc@s becausg¢ a local specialist asssumed, responwbxh@ for the problem-

M t
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For the most- part, thosgs sites thal undertook' a systematic needs
assessment kad little difficulty i1n dotng so. The phase of 1nterpret1nq
the data was more prohlemahc, and the ensuing phases “of dra ng up oriterla
for selecting a solutiog’ant actually choosing a solution from the resourCe
pool were progressively more difficul Interestingly enough, evaluative
feedback was almost pever undertaken, except in an informal fashion. Thid
sequence of increasing difficulty guggeshs that pressures for de-formalxzmq

‘er time., . N . !

)

Gne possxble reason for thlS trend 18 a shift “of mterest from the

_process of decision making to the prospectlve product. As we have already

seen, there was a "rush.to product selection" 1n the eatly stages of several
projects. A relited reason 48,.that the participants became impatient with
formal planning and wanted to begun ach_nq. This presfure became especially

intense after a group at last reached consensus ondﬁhe probJem fol lowing
lof\g discussion _and debate. Insistence on further déliberation can .some-
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times be harmful at this stage. - Thus, after refusing. for some tame to comply "
with ‘the field agent's request that they develop selection critéria, the .

Galaxy teachers finally con{inced her to "give up her desires to establish

selection criteria and fmd a suitable program in the knowledge. base." She

acceled to their demand, a consultant was engaged who ment ioned a prognam in

. another state, and the program was eventually adopted to everyone's satis-

" faction. Had the.field agent balked, 1t 1s,possible that the project would

have ground to a halt. In short, insistence on_formal criteria of selection
<an be inadvisable at times. . ) y |

. K - » 4
-

Similarly, 1 an 1informal rural setting with little 'bubllc under-
standing of educational options, 1t myght” be inappropriate to insist on a
formal needs assessment. In Bayfield, both the superintendent and principal
felt that "formal surveys were not rieeded in a district the size of Bayfield, -
where the population had face-to-face contact both socially and professidnal-
ly wilh local educators.” They_therefore felt justified in 1ynoring the
results of a formal needs assessment among residents that had indicated that
art edugation was viewed as the top:priority need. The two administrators I

. doubted, "whether wmany of the respondents 'to the sutvey really understood
what the survey was asking.” Consequently, they emphasized career educat ion . a4
instead of art education--a not unwise decision, 1t would seem, 1n a district .
that was obliged to prepare its graduates for jobs elsewhere because of high

+ ]dcal unemployment, . . ,

-

-t Anqﬁﬁer reason for not adhering-to the letter of problem-solving
guidelines "is that the paucity of greup prodess skills 1n certain settings
might generat'e frustration and debilstating conflict within the local ac-
"tion team. Thejroblem-solving process requires not just an wnderbtanding
" of, and patient commitment to, its goals but also certain skills in group
management. Somet imes these skills can bé found on the school or district
Tstaff (e.g., the sehool psychologqist in Parker Valley and the distraict
reading consultant in Sasquatch), but our case studies suggest that this 1s a .
rare happenstance. This brings us back to the wmportance of having a pro--
blem-selving specialist, such as a field agent, to quide the participants
through the~glgrious phases while nurturing their roup skills for similar
endeavors in the future. Intensive training sessions for both field agents
.and local facilitators, as were held for Sugarville and Bell elementary
sehools, can also be valuable; but it must never be overlooked that* the” ®
problem-solving process, just like an external resource, 1s sn 1nnovgtion
that might require local adaptation. In some settings a highly formalized
approach can be 1l1l advised. , -

A final step in the problem-solving process that.was almost uni-
versally ianored was formal evaluation of the new prectice., Had the Greena
fField staff undertakén such an evaluation, they might have avoided the gense
of anomie that followed implementation. As the case ‘study asserts, Y..,
Greenfield tegachers and administrators did not know whether they had ac-
complished anything. To know, they would need tsngible evidence or external - .
confirmation; but they had neither...(Institutionalization) created Ambiguzty
aiout whether anything at all had changed." It 1s interesting to contrast
this case with Jefferson and Bell, both of which also failed to tonduct a
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farmal evaluation. In, these schoolf the teachers had .an intultive sense

" of accomplishment based on informal aesessments, includipg the comments of

parents. . formal evaluation might be superfiuous i1n such §thools, even 1f it
ghowed that the new practice was not effective educationally. The principal
of--Penton, as a casg 1n point, was the only staff member in any -of. the
case study schools who devoted a great deal of’ attent ion to evaluation; but

. - when the criterion-referenced tests failed to show any significant student

*
.

, gains, “the principal nevertheless interpreted the results "as gndxca}xng
ancreased student achievement in the bpasic skills.” In short, the staff.was
convinced that it had’accomplished a great “deal, and that conviction sus<
tained Yhem despite the. ambiguous test outcomes. The staff cauld have
dispensed with the tests altogether, except perhaps for their publicaty

value, and refied on their informal assessments. An astute manager of,

change, YWowever, will probably wish to promdte both formal and informal types
of evaluation, leading the staff in a discussion of the podsible reasons for
any discrepancies between the two approaches. Here, then, is a dilemma that
1s perhaps best resolved by opting for a combination of both alteanat1ves.
\ ' READINESS AND CONTINGENCIES .

\ . t

Initial System Readiness: o vs. No 6o . ..
A prominent concern of the-s&flal system perspective, as noted

earligr ™ 1s the system's readinegs for changé. One should not aSsume that
all resistance to change is.irralional or conservative. Sometimes a school

or district 1s simply not prepared to undertake change, in which case “3n

’

. amposit ion of .change not only might fail te achieve its objective, but also

’

might have harmful conseguences. However, one must not jump to this con-
clusion, since a state of limited readiness_may simply coenceal deepg¢r re-
serves of motivation.- Moreover, an apparent lack of motivation pay be
remedied by strong leadership. Here, then, "1s another major dilemfia” that
deserves the otmggt attention of change managers. .

Certain of our success stokygs occurred in schools that one would
have initially judged to be ungeady. Thus, the teachers at Ogden had been
"top discouraged by the school's poor teaching conditions, atd by what they
befcerved as.the uncaring attitude of the district, to make any great
changes on their. owp sputiative.” And yet, this faculty.managed tp salvage
a very .poor startup Lo achieve succegs. What.turned the tide was a strike
that cfeated cohgsion among Lhe teachkrs, and the résignation of an ynpopu-
Jar reading coordindtor and a principal. These eyents might appear E

been fortuitous,™but they would not have led to success unless+the- faculty
had a strogg, latent commitment to improving the reading skills of theuir
lpw-achxabxng pupils, Interestingly enough, almost all of the other prip-
cipals in the district . who had earlier been approached about the $r03-
ekt "expressed unwililngness to imposg a time-consuming 5ct131ty on their
teachérs.” Was this a wise decision on their part or only a safe ohe?

The ﬁenton‘facult; also seemed to be a poor bet for infusion of
career education because "few teachers were interested...some felt it would

o .+ -

o have

-
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be an added burden, others that it would fequipesa different teaching style.”
Nevertheless, ,the principal assumed leadership and helped the staff to )
revamp 1ts entire eubriculum with career education as the 1_ntegrat ive theme. . .

Conversely, some schools that would seem to have provided . fertile
greund for change balked at the new project. River City was known to have -
a highly 1innovative school system, including a variety .of alternative-edu-
cat 1on programs; but when the-field agent tried to elicit fhe cooperation of e
six elementary principals, all six turned her down. The reason for thas
widespread resistance was, that "people felt they were already ihvolved in .
too many things..:" In fact, this seems to have been the case. Neverthe- ~
less, the principal from Cramer Junior High Yesponded enthusiastically, and .
the project was finally launched. “Even then, the Junior high teachers, who .
appeared to share the feelings of their €lementary colleagues, gave scant 3
attention to the project, which eventually dyindled away. ™Actually," said .
one participant, "the mote we looked into the programs, the more we realized '
we didn't need a new program.” Thg field agent had asked the principal about
the teachers' feeling that théy already had enough innovative reading pro-
grams’, but the principal was unperturbed. "Students need a5 much help as

they can get," he asserted, "and thal may mean seven or eight new programs.” © e
What he ‘overlooked was the inability of his 'staff to absorb #ny more innova-
tions, at least without his active assistance. . L d

. The clea?est cases 'xf readihess wer€ Parker Valley and Penton. Jhe
Parker Valley staff was highly qualified, well paid, and enjoyed an unusual.
degree” of community support. Moreover, because the inservice program -of-the
teachers' association had run out of fuqd's, the RDU projéct was embraced as
an opportunity to continue the series.with federal money. In Penton many
steps had already been taken toward implementat ion of~career education, . .
including a needs assessment and product selection. -All that was needed -
was funding. ’ A

B
- .

L] * "
- * - .

Such high stateés of l:eadlnes‘s‘. gre uncommdn, *however, and 1ndéed may

simply 1indicate a case’of "opportunistic" mdtivation. Parker Valley, fqr

-

example, did not follow the ‘pgescrlb’ed probleg-solving model, but simply®
cont inued its practice of bringind: in consultants for inservice training. «In
shork, change managers must give careful attention to determining whether a

setfing 18 genuinely ready for planned change. - This' 1S not ‘easy decisioh -
to make, as shown by the poor judgment .exercised by several ofW\the principals = )
cited earlier. ' T *

A . . I . .
Contingency Management: Continue vs!: Terminate . e

A related problem 1s dec1ding when Lo terminate a change project

that appears to be.hopelessly blocked. - This 18+ an issue that 1s almost

never broached in the planned change literature, yet it 1s glear that

a great deal of money and effort could be saved if administrators khew when

to call a halt. Thus, the Cramer Junior Hjgh.project might have been ter- -~
minated. at a number of points. When members of the local dgtion teem cop- +
sistently failed to attend meét ings, when several new programs were rejected, .

.
Y
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when time for meeflngs was., 'reséh'eduled out of existence by the dastrict,’

* and when the feeling mounted that a new program simply was not needed--all

. of these burning points bhould heve raised the question of aborting the
: project.” But they did not, at least in the minds of the administrators, so
the project.stumbled along unt il court-ordered dqseqqgggtxon dealt 1t a final

b}ON- . . e . ' ’ ¥ ! -

. ¢

< 4 . .

. - . " An¢d yet, the Galaxy High School progect, chhr turded out to be a
Sukcess, also seemed to Be in serigus trouble at a number of junctures. The
refusal of the local action team to spend time developing a problem state-
ment, the vagueness of its goals, the prmcxp"al's Act 1ons independently of
the project, the rejection of all the alternatives from the resource pool,
the lack of meet ings—-all were _signs that the pfoject was in jeopardy. . But
when a pew principal was hired,.and the local action team decided to provade
awareness-raising workshops for teachers, and especially when the field
agent brought in a colleague from another district with a successful reading
program, the project -was reinvigorated. .

. ’ . o
' The difference between Galaxy and Cramer seems t>\have betn a basic

commitment to the adopt 1on, and tmplementat ion of a new re program. It

will be recalled that the Cramer faculty was highly smal from the
begjnning; hences their )fits and starts reflected a lack of genulne interest.

The Galaxy facully, Iu contrdst, was basically committed in spite of its

recurrent setbacks and' confusions. As the case, study rélateS, the main

reason that the field agent"wanted Galaxy as a project site was "the interest

and commitment ,the site s::hogl has e€xpressed,in the area of readinqg."

-

A

. These experiences strongly suggest/‘that a later, decision ,to con-

. tinue ot ferminate a change project milal’  made with reference to at least
Ltwo primary factorss the wnitial mativation of the partacipants, and the
remediability of the conditions that seem to be hampering progress.
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» * RDU Project Descriptions" . .
L
\ . . .
The Northwest ‘Reading Congortium (NRC), under the overall direction
of the Washington State Education Agency, operated ag a consort um of,.four -
states in ‘the Northwest: Washington, Oregon, Alaska and Idaho. .The project
"built upon th® existing Right to Resd programs in the four states. (The
Right ta Read program is a nationwide program spomsored by the U.S. Office of
Educatioh to‘ eliminate functional 1lliteracy.) The Northwest "Regional
‘Educat ional Lsboratory was also an affilxate, providing trainming,to project
staff and support,in the development of a poo]l of R&D products. i

' The Georgia State Department. of Echation,operated a project which
provided funds and services fo all participating school districts lecated
in three Coopetative Educational Service Areas. ' Th emphasis of .the RDU

. project 1n Georgia was on buildipg*local school d1st?1?t capacities i1n the ’
early stages of planning and program selection. The implementation phase of.
the prob%m-solving model wds subsequently. carried oyt with federal funds'
ayailable through the state department gf education under Title IV-C of
the Elementary and :Secondal:‘y Education Act and with other sfate funds.

The Pennsylvania Department of Education developed and coorginated
8 school improvement process which involved the participation and resources
of several organizations: Research for Better Schools {a regional education
lab); Research and Information Serviges for Education (a state-wide informa-
tion and dissemination service); '%he Learning Research and Development .
Center at the University of Pittsburgh; and the state's Intermediate Unaits.
The project's agencies involved numerous defined .steps, including 8 speries
of formal training sessions in problem solving at the school sites. .

LI

[ 'sf

% The National Education Assdciation (NEA) operated 1its pfoject In
collabaration with the Btate education agencles and corresponding state
education agsociations 1n 12 states: Alabama, Calfornia, Iowsy; Mdssachusetts,
Michigan, Minnesota, DOhio, Pennsylvania, Tennessee, Washington, Wisconsin,
and Wyoming, In contrast.ta the other ROU projects, this project focused
exclusively on the improvement of teacher inservice education. Services
were provided by two linking aggn.ts‘m‘ each state who trained local staff.

The Florida Department of Educatiop setved ps prime contractor in
8 linkade system which also 1involved the state ufaversities’ {especially
Florida 'Stste and the Udiversity of Florida), and eight of the state's
Teacher Educatiop Centers (TEC8), An important feature of th1§ roject 1s
that training in group problem-solving techniques was provided ‘not only to
"the field agent {one of whom was. located in each .JEC), but, alsv to selected
local school staff.” 'The school site facilikators, with the help of the
field agents, were responsible, for leading thg staff.at théir sites through
“the”entire problem-golving Hrocess’, R .

. ¢ .

The Career Education Dissemination Project of ti\e'm&h;ggn Department
of Education was tesigngd to help local sites meet the pequirements pf state
careef education legislation passed in 1974. Ope of the project's major
objectives nas to develop a permenent dissemindtion and diffusion system in
career educdtion.  Because of this-emphasis on permafience, the project

S 203 - >
. .

. 8

s r'. . s
T = '[JA,PPENDI)( R R 3

%




L3R Y L |

attempted to work with exmtmg structures ahd personnel in t‘}ne state's
intermediate schoal districts rather than build new on‘eai_/ The primary
strategy was to prov*ﬂe direct tra:nmg and programmatic funds to coord-
inators who were staf members at’ local sites: .
' - . , R
The NETHOR§ a non-profit research and gervice organization in
Andover, coordinated, a consortium of agencies 1n six states: an Minresota,
the agency involved was a teacher center associated with a univergity; in
Washington, a local school dlstnct in California, a regional education
laboratory- sponsored by NIE; ’m Kaneas} ah 1ndependent statewide education”
diffusion organization; 1n Connectlcut & tooperative service agency sup-
ported by local school ‘districts; and in Massachusetts, a division of the *
NETWORK itself. This project was formed mainly to improve the utilization of
R&D produots in readmg 1n selected local ;chools. The field agents provided

assidtance to the local sites, while a gonsidserable amount.of technical
agsistance and support was prov1ded to /the field agents by the progect
office in Andover.
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