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Quality Goes to School

Readings on quality management in education

But what does it mean?

Hard to define, impossible to legislate for, quality, like truth,
is an attitude of mind.

Charles Handy, in The Age of Unreason .

Quality...you know what it is, yet you don't know what it is.
But that's self contradictory. But some things are better
than others, that is, they have more quality. But when you
try to say what quality is, apart from the things that have it,
it all goes poof! But if you can't say what quality is, how do
you know what it is, or how do you know it even exists?

Robert M. Persig, in Zen and the Art
of Motorcycle Maintenance

In 1991, AASA published An Introduction to Total Quality for Schools to initiate
its new learning network. The publication included articles focusing on the concepts
of Total Quality Management and W. Edwards Deming. We hoped the readings would
provide a base of learnings from applications in various fields.

The fundamental questions we addressed then are still foremost in the minds of
most school practitioners when they try to understand why people get so excited
about the principles and practices that underlie this approach to organizational

management. What does this mean for me? How does it relate to learning and
children’s achievement?

This search for meaning has been fettered by a lack of consistent language and
definitions. Old familiar terms with meanings we assumed we knew -- such as
quality, customer, and supplier -- suddenly became invested with new meanings. We
see quality, total quality, and total quality management interchanged as catch-all
concepts, so it is easy to see why W. Edwards Deming was such a stickler for precise

definitions, why he addressed quality as a result and not a process, and why he totally
disavowed the term Total Quality Management.

In education today, meaning is important, not just for students but also for
those who shape the daily environments in which they learn. Unfortunately, the shelf
life of organizational concepts -- such as restructuring, site-based management, and
excellence -- decreases the more they become convenient ways to appear knowl-
edgeable without experiencing the discomfort of thought. A real danger exists that




many terms associated with the core concepts of quality management are on that
same track toward relative meaninglessness.

This condition can be countered (and is) in two ways. The most powerful is
through direct personal experience with these principles and practices in the work
setting. Few have that opportunity, however. A second way to develop comprehensive
understanding of reality can be to view it from multiple perspectives. AASA publishes
this volume to further that possibility.

This publication offers a series of perspectives through which readers can refine
their own definitions and knowledge.

Three years ago, when we put together the first collection of readings, we had to
search extensively for articles; most of those we found came from business and
industry. This time we had the luxury of choosing from many articles within the
education world. Moreover, as educators have begun to integrate theory with actual
practice, the nature of their writings have shifted from whys and whats to hows.

This book of readings includes experiential depth and horizontal breadth. It
contains lessons from practice within classrooms, buildings, districts, and statewide
networks as well as in fields such as vocational and special education. Also included
are summaries, historical overviews, lessons from other fields, and assessmen.s of
current status.

For some, the down side of this publication’s multiple perspective approach
may be the apparent lack of agreement on the whats and whys of quality manage-
ment. For others, this divergence may facilitate their own search for common
underlying principles.

'The first section of this book gives the broad picture of how in the 1980s the
United States finally began to listen to W. Edwards Deming, Joseph Juran, and others
advocating a new non-hierarchical system of management, one based on teamwork,
empowerment of workers, and commitment to continuous improvement.

The second section describes how educators interpret quality management
principles in education, and the third shows how these principles are being applied in
classrooms, schools, school districts, community colleges, and universities.

The final section taps & resource not available in 1991. Each issue of AASA’s
newsletter, Quality Network News, contains articles contributed by educators who
describe their own experiences with quality management. These "Systems Leaders
Speak” and "From the Trenches" columns make up the final section.

Lewis A. Rhodes
Associate Executive Director

January 1994
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Quality Goes to School 1

THE TURNING POINT OF
THE QUALITY REVOLUTION

Ten years ago, a television producer
introduced a curmudgeon named W. Edwards
Deming to American executives. Things have
never been the same since.

By Gerald A. Michaelson

Jelf Mermelstemn

Reprintad with permission of the Conference Board
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Quality Goes to Schoo!

n: June 24, 1980, in Stamford,

Connecticut, James Sierk, now vice

president of quality at Xerox

Corporation, turned on his television
set at 9:30 P.M. to view If Japar. Can...Why Can’t
We? The 90-minute NBC White Paper examined
the achievements of Japanese and American
industries in quality and productivity and
introduced Japan's quality guru, an American
named W, Edwards Deming. Several other Xerox
managers alsc saw the program,; like Sierk, they
were impressed with its message. Xerox, which
was in financial trouble and searching for ways to
be competitive, ordered a copy of the documentary
and made it part of a communications program for
all Xerox employees.

Otis Wolkins, now corporate vice president for
quality services at GTE Corporation, saw the
program, too. The issues it raised influenced him
to work more closely with GTE suppliers and to
focus on improving each individual process within
his area of responsibility.

Terry Stuck, then vice president of J.1. Case
Company, a manufacturer of agricultural and
construction equipment, saw a rerun the next
year. “The program was a tutorial on our
sleepiness and lack of strategy for quality
improvement,” says Stuck. “The video confirmed
the need to build quality into the strategic plan at
J.I. Case, and we proceeded to do so.”

The program’s original audience, about 14
million households, wasn’t exceptionally large,
although ratings were good for an NBC White
Paper on economics. American management’s
continuing thirst for information on quality and
productivity, however, has subsequently earned
high recognition for this documentary. To date,
tens of thousands of scripts have been requested,
and orders are still being received. More than
6,000 copies of the videotape have also been
ordered. The next most popular video from NBC is
the Frost/Nixon interview, with fewer than 2,000
requested.

Donald Peterson, recently retired chairman
and CEO of Ford Motor Company says that
several executives at Ford happened to watch the
NBC White Paper and “there was clear indication
that people in Japan gave great credit to Dr.
Deming for their spectacular improvements in the
quality of their products.” Peterson took a copy of
If Japan Can...Why Can’t We? out of the company

Gerald A. Michaelson is a senior consultant with
Tennessee Associates International (TAI) in
Maryville, TN.

library and decided to invite Deming to Ford.
“Deming did a wonderful job of initiating and
agitating the thought process among a wide array
of people at Ford.” says Peterson. “That helped us
start the introspection, all of the soul searching
and rethinking of how we wanted to function.
That then led to our coming to a conclusion on
how we should apply his ideals to the specific
elements in quality.”

For many managers, If Japan Can...Why
Can’t We? represented the turning point in their
awareness of the importancé of quality. A decade
later, the effects of the program are still
reverberating around the country. How could a
90-minute television program have so much
impact? A comment by Reuven Frank, executive
producer of the show, lends some insight. When
told that If Japan Can...Why Can’t We? was being
shown to classes at Harvard Business School,
Frank said, “If students are looking at a video
intended for a mass audience, maybe American
business is in more trouble than I thought.”

After World War II, American companies were
the primary producers for the world. The
production-driven, high-consumption environment
bred a complacent attitude toward quality and
productivity. As world competition increased,
American managers began looking for ways to
increase productivity. At the same time, the
message of the need for quality was being
delivered to American industry by customers, who
were switching from buying American-made goods
to buying better-quality foreign products. U.S.
managers began to realize that nowhere was it
carved in stone that they were entitled to a
specific market share.

By the time the NBC White Paper was
broadcast, executives were beginning to search for
answers. They sent people to Japan, went to
seminars, and began to read about quality. But
woe to the subordinate who was sent to Japan to
find out how to achieve-quality. Too often,
management expected a specific solution that
would provide a quick fix. No one making a single
trip to a country where the language and the
culture are foreign can bring back more than a

snapshot of the system necessary for
implementing quality management.

The first quality concept imported from Japan
in the late "70s was a miserable failure. It was
called quality circles and involved letting groups
of workers meet to suggest improvements.
American managers weren't properly trained to
direct this effort, and quality circles floundered
and were disbanded by many companies. The
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Quality Goes to School

Sulls of if Japan Can... Why Can't We? by Donal Holway

. early failures reinforced
Deming's methods for the conviction that some

improving productivity  different and mysterious
proved so successful that characteristicsin
Japan's annual award for 92Pan’s culture made it

s ible for th
productivity is called the 3;;5;;,;;; acehjeve

Deming Prize. quality and productivity
levels unachievable in

America. By introducing at: American as the
father of modern quality, If Japan Can...Why
Can’t We? helped to dispel that myth. At the time,
the name W. Edwards Deming was unknown in
American industry. The White Paper producers
asked Herber. Striner, dean of the business school
at American University in Washington, D.C.,
whom they should interview about productivity.
Striner suggested they go to a nearby suburb to
talk with Ed Deming. Deming not only knew
something about productivity, said Striner, he
served cashews with his martinis.

Clare Crawford-Mason, onie of the producers,
recalls of her visit: “Deming kept going on and on
that nobody would listen to him.” Their first
conversation led to five interviews, consuming
more that 23 hours. The more they talked, the
more impressed she was and the more suspicious
she became. Deming seemed to have all the right
answers — or did he? “Here is the man who has
trained the Japanese on quality,” she thought. “If
his story is true, it should be on the front pages of
all the newspapers.” In the end, Crawford-Mason
trusted her instincts and wound up with one of
the most popular documentaries in television
history.

The Deminy story is a classic example of how
successful people are often ignored at home, says
Reuven Frank. In his view, Deming was “a
prophet without honor in his own country.” The
NBC program gave Deming the honor he was

lacking, and slowly U.S. firms began to listen to
him.

Looking back on the past decade of quality
experimentation, one can see that the U.S. quality
movement centered around three areas:
management leadership, understanding people,
and measurement.

n the early '80s U.S. CEOs were “kind of”

interested in quality and knew that “it”

was something that had to be achieved.

They didn’t know how to go about
implementing quality, however, and few
understood the importance of being personally
involved. Many thought that the responsibility for
quality could be delegated.

The classic Deming story involves a Texas
businessman who brushes past Deming’s
secretary and bursts into his office, interrupting a
meeting. The guy is wearing a 10-gallon hat and a
string tie with a bull-horn pipe slide. He slouches
down in a chair, produces a giant business card,
and says, “Dr. Deming, I'm sorry for being so rude
and breaking in on your meeting, but I just had to
talk to the master. My limousine’s double-parked
out front. My Lear jet's down on the runway at
National Airport with its engines running. I've
just got to get some of your time so you can help
us.”

Deming says. “T'ell me something. Have you
ever attended one of my seminars?” The Texan
responds, “Oh no. I'm much too busy for that.”
Asks Deming, “Well, have you ever read my
book?” The Texan says, “No, I'm much too busy for
that. But I'll tell you this. Every one of my
presidents in my divisions, and their vice
presidents, or whomever you say, they’ll come to
your seminars, they’ll read your book, and theyll
understand what you're going to do.” Deming
pauses and says, “But you're much too busy, is
that right, to learn my ideas, to appreciate what
I'm trying to do?” The guy replies, “Oh, yes. I'm
afraid I'm much too busy.” Deming tears the
Texan's big business card in half and says, “Well,
certainly was nice of you to stop in and see me.”
Deming turns away and that's the absolute end of
their conversation.

In the NBC White Paper, Deming says that 85
percent of the problems in quality are caused not
by workers, as many U.S. executives believed, but
by management. His point is not that managers
are bad, but rather that it is the systems that
management has installed that produce bad
quality. Therefore, for quality management to
work, the systems must be changed—by top
management.
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At the beginning of the decade, most
American managers, like the Texan in the story,
were not convinced that they had to be personally
responsible for quality. That changed by the™
middle of the '80s — but management still didn’t
know how to improve quality.

Vernal Anderson, as works manager for
Tennessee Eastman Company, attended internal
conferences of quality managers during that
period trying to discover how to get better quality.
“They told me that if you tell the division
managers you want quality, it will happen,” says
Anderson. “I said that would be easy, but I didn’t
realize how hard it was going to be.

“Many of the men who worked for me didn’t
believe in quality management as a way to
operate,” continues Anderson. “You have to keep
working on them. Once they got started, I did
everything I could to help. I couldn’t do it for
them, but I could get the people they needed to
train and coach.” After years of experience in
quality management, Anderson says, he’s found
that “the most important ingredient of success in
quality is understanding that you have to work at
quality and believe in it.” Belief and action are
most important at the senior levels of
management. When Anderson ordered a $490,000
batch of out-of-spec chemicals burned, the action
signaled his belief in quality to the entire
organization.

The second focus of the quality movement was
understanding people. Lloyd Dobyns, who
narrated and wrote the script for If Japan
Can...Why Can’t We? says: “When we made the
documentary we didn’t understand the
importance of employee participation. I realized
its importance later when I did a video news
report on unions for the Labor Department. It
showed instances where management and labor
worked together and dealt with each other on an
equal basis,” he says. “When I looked again at the
original TV program, I realized the entire content
was interwoven with worker involvement.” A
manager who has made many trips to Japan
concurs: “The Japanese wera trying to tell us all
along that quality was people-based, but we
wouldn't listen.”

To get workers involved, U.S. companies
began setting up teams to work on projects. The
rationale was that participation leads to
commitment and ultimately to “ownership” of the
process. And if an employee feels he owns a
process, then he'll care about the quality it
produces.

American managers have found that saying

you want to have teams isn’t enough. Teams must
be assigned prejects and then empowered to do
the work. Team facilitators must be trained to
help teams work
effectively. The team
concept breaks down
when managers
interfere and when
funds have not been
invested for team
training and
development.

Terry Stinson,
president of Hamiliton
Standard Division of
United Technologies
corporation, says,
“We've got more than
100 project teams at work Dr. Gerald D. Senteli,
throughout our business President of Tennessee
units — from shop floors to ASsociates
the executive offices. Most International says that
of our project teams are  a paradigm shift Is
cross-functional. taking place within
Employees are talking and COMpanies today.
cooperating, in some cases for the very first time,
with employees from various departments
throughout the company. And these teams are
tallying tangible results.

“All of the people we have worked with, both
in and out of house, have shared the same sense
of accomplishment and pride that comes from
working together effectively and from knowing
that your voice counts, that your ideas are
respected, and that you can make a difference.
This has to be the greatest motivation available.”

The quality movement's last major focus was
measurement, specifically statistical process
control. The reasoning was that before you could
improve a manufacturing process, you had to be
able to measure and chart each step in that
process. Too often in U.S. manufacturing,
decisions were being made by intuition. Data help
you identify the real problem and make
appropriate corrections. Furthermore, as Deming
commented in the NBC show, “the gains that you
get by statistical methods are gains that you get
without new machinery, without new people.”
Manufacturing companies slowly began to
understand that statistical process control is a
fundamental tool, and control charts began to
appear more frequently on the production line as
operators learned how to measure the consistency
of their own processes.
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oday, customer satisfaction

measurement has joined statistical

process control as a valuable tool for

improving quality. “Customer
satisfaction measurement is vital to
understanding how and where to focus efforts to
improve both product and service quality,” says
Wendell Knox, executive vice president of
Cambridge, Massachusetts-based Abt Associates.
Quality experts most often define the customer as
the person who receives your process. When you
use that definition, you understand that there are
internal and external customers. The concept that
everyone is both a supplier and a customer has
been a major change in American business
thinking during the past decade.

Adding the customer to the quality equation
has also changed the very definition of quality. “In
the1980s Motorola Inc. thought that quality
meant meeting the customers’ expectations,” said
William Wiggenhorn, the company’s corporate
vice president, at a recent Conference Board
conference on quality. “Then we changed that
definition to say exceeding expectation,” said
Wiggenhorn. “Now we say that quality is
anticipating customers’ expectations — in all
products and services.”

How much has the quality movement affected
U.S. business? Surveys suggest that it’s shifted
the very culture of many companies. In 1986, the
American Society for Quality Control surveyed
some 600 managers. Ten percent listed some
culture change as the most important ingredient
in achieving quality. In 1988, the society repeated
the survey with a different group of 600
managers. This time, 40 percent of the managers
said culture change was the most important
element in achieving quality.

Gerald Sentell, president of Tennessee
Associates International, says there is a paradigm
shift taking place. The culture changes involve
overhauling the way suppliers, managers, and
employees at all levels view their roles. Improving
quality requires teamwork and a sense of personal
responsibility for the goods one produces.

If the 1980s have been a time of increased
quality awareness and experimentation, we can
expect the '90s to be a decade of implementation.
At the beginning of the '80s, interest in quality
was usually found only with quality assurance
people. Most understood quality as something you
achieved with statistical process control. Today,
when talking about the future, quality experts see
more eraphasis on the employee as the person
who delivers quality. In manufacturing and

services alike, the emphasis is on empowering
people to work in teams.

As companies achieve greater success with
their quality efforts, they will make a transition
from an interest in quality to a concern about
achieving continuous improvement. Achieving a
set level of quality isn’t enough to be world
competitive because customers’ requirements and
competitors’ capabilities keep changing. Only the
companies that understand the treadmill of
continuous improvement will survive.

U.S. management has shown that it is
committed to improving quality; this year, for
instance, some 175,000 copies of the Malcolm
Baldrige National Quality Award brochure will be

Workers at Matsushita's
plant in suburban
Chicago discuss the
company's plans at their
weekly meeting with their
foreman. Matsushita
bought the factory in the
late '70s from Motorola
and turned the failing
plant around.

distributed. American
managers have
discovered that if Japan
can, they can.
Unfortunately, in too
many industries
America is playing
catch-up. Running as
fast as the leader won’t
be good enough to gain
the world competitive positions that win
customers.

The producers of If Japan Can...Why Can't
We? have scheduled a sequel, which will air as a
mini-series of three one-hour programs in
September 1991. The program is tentatively titied
Quality or Else! A companion book will be
published by Houghton-Mifflin. The original show
is available from Films Inc. (1-800-323-4222). &

Cerald A. Michaelson
Executive Vice President - Asia Pacific Region
Tenncssee Associates International
Tol: 1-800-426-4121
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DeMING IN His OwN WORDS

sk W. Edwards Deming about the future
Aof the American workplace, and he has

a very simple comment: “What future?”
Deming, 89 years old, remains pessimistic
that U.S. business will make the changes he
thinks necessary to compete. What follow are
excerpts from a discussion with Deming.

What do you think is wrong with current
management at corporat'>ns?

We are all born with intrinsic motivation,
self-esteem, dignity, an eagerness to learn.
Our present system of management crushes
that all out.

How?

By replacing it with extrinsic motivation,
by constantly judging people. We rank people
with incentive pay, annual appraisals,
production quotas. Judging people is not
helpfui. We can rank people according to
height, and of six people, one would be tallest,
one would be shortest. So what? You knew
that before you started. That’s the way
business is run today. And it will get worse.

How will people know how they’re
performing if they are not evaluated?

People don’t know how they’re doing? All
people ask for is a chance to work with pride
and joy. Management has taken all of it cut.
Then you take quality out. Instead of working
for the company, people compete with each
other.

And competition is bad?

Of course it’s bz.i. People then work for
the grade. In school, they studied not to learn
anything but for the grade.

Is that different in Japan?

Yes, it is. They work for the knowledge.
And a child is never humiliated.

How about Japanese companies? Are
they different?

Yes. The Japanese top management were
willing to learn. They were willing to live by
cooperation, not competition.

How great is the lead that Japan has over
the U.S. companies? Is it widening In
management practices?

Pm afraid so, although you find some
practices developing in Japan that ought to
worry them. At some companies, for example,

there’s differential pay. There’s just a small
amount of it. But the fact that it exists is
what ruins people. If you were to get 50 cents
more per month than I do, it would hurt me.
If I got 50 cents more than you got, it's going
to hurt you.

When a company comes to you for
advice on how to improve their
management, where do you start?

I don’t say much. I just ask questions.

Such as?

Where do you hope to be five years from
now? Most people can’t answer the question.
They don’t have an aim. Or many times the
aim is simply to stay ahead of a competitor, or
at least not get too far behind. That’s all
people think about — competition.

So just staying ahead of the competitor
is not an aim?

That’s destructive.

But isn’t competition where America is
losing the battle?

That'’s right, that’s where they are losing
the battle. Because they're focusing on
competition. They show diagrams and
drawings to show how we're doing compared
to the corapetition. We don'’t think much
about anything else.

Whereas, they shouid fccus on...?

Better service to the public und
employees.

Are there any particular 1J.S. companies
that are exempiary at doin¢; what you’re
talking about?

Well now and then there is 4 ray of hope
in small companies.

Are there any exemplary large
companies out there?

Not that [ know of. But make one thing
clear: Everybody is doing their best. And
that’s the trouble. Hard work and best effort
— and decing it wrong. Without knowledge —
there’s o substitute for knowledge. And we
don’t have it. What's the aim of the school of
business, for example? They teach students
how business is conducted today and how to
perpetuate it. Any wonder we're in trouble?
They ought to be preparing students for the
future, not for the past. &
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ell, maybe copying

the Japanese isn't

suchagoodideaaf-

ter all. Consider

Douglas Aircraft,
the troubled subsidiary of Mc-
Donnell Douglas Corp. Plagued
by poor earnings and richer
competitors, the aircraft mak-
er three years ago embraced
“Total Quality Management,”
a Japanese import that had be-
come the American business
cult of the 1980s. TQM, as it is
known, depends on small teams
of workers—all the way down
to the factory floor—to clean up
poor procedures and work hab-
its. That appealed to Douglas,
which dispatched 8,000 em-
ployees in Long Beach, Calif., to
two-week training seminars.
They also spent weeks prepar-
ing for TQM on the job. But
in less than two years, Doug-
las’s version of quality manage-
ment was a shambles, largely
because the program’s ad-
vocates hadn’t anticipated
the massive layoffs that poi-
soned labor-management rela-
tions. At Douglas, TQM ap-
peared to be just one movre
hothouse Japanese flower nev-
er meant to grow on rocky
American ground.

Until recently, TQM was
seen as the doctrine that
would rescue American busi-
ness from flabby management
techniques and shoddy prod-
ucts, Now many executivesand |
their consultants have moved |
on to other methods, and while t‘h
several firms remain true to
TQM, it has stumbled badly
over its early, inflated expectations. Flori-
da Power & Light, winner of Japan’s Dem-
ing Prize for quality management, has
slashed its program because of worker
complaints of excessive paperwork. The
Wallace Co., a Houston oil-supply com-
pany that won the Commerce Depart-
ment’s Malcolm Baldrige National Quality
Award, found the honor no protection
against bad times—it has filed for Chapter

poael
[
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The Gost of Quality

Faced with hard times, business sours on ‘Total Quality Management’

11 bankruptcy protection. Moreover, re-
cent surveys show that most U.S. compa-
nies don’t think much of TQM’s impact on
their ability to dash past competitors.

Of course, a handful of companies, like
Xerox, Motorola, Federal Express and Har-
ley-Davidson, have made TQM work, part-
ly because such firms have the patience
advocates say is essential. But such compa-
niesare exceptionsinan Americanclimate

P
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where management plans often have the
shelflife of cottage cheese. ""Managements
expect it to be instant gratification, and
that is one of the key reasons for failure,”
said Joe Lutzel, a quality-management ex-
ecutive with High Voltage Engineering in
Milwaukee. In Japan, by contrast, manag-
ers enjoy easy relations with labor and a
government more concerned with a stable
economy and long-term growth.
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TQM grew from the postwar research
and musings of American management
consultants like W. Edwards Deming and
Joseph Juran. It captivated the Japanese
in the 1950s and returned to its birthplace
asthe hot boardroom fad of the early 1980s.
TQM demands re-examination of creaky
procedures and investigations of trouble
spots by employee teams, a bottom-up ap-
proach that emphasizes pa-
tience and distrusts sbvious
answers. A good TQM com-
pany studies competitors
and successful noncompeti-
tors to reduce shortages, de-
lays and defects.

Two rituals are sacred to
the devout TQM congrega- e
tion. First, managers must LN
act as if they have signs on e
their backs: HOW ARE WE DO-
ING? ANY COMPLAINTS? CALL
1-800-BLAMEUS. Richard C.
Palermo, vice president for
quality and transition at
Xerox, has on his business
card a three-question sur-
vey seeking reaction to
Xerox products and serv-
ices. The second ritual is the
posse ploy. When some-
thing goes wrong, TQM ex-
ecutives recruit a few man-
agers, clerks, assembly-line
workersand even customers
to ride off, find the problem
and literally analyze it to
death. For example: Doug-
las Chamberlain, field-serv-
ice spares-operations man-
ager at Xerox, spent months
with a team investigating
repair delays. Friends told
him the solution was obvi-
ous: more parts on the re-
pair trucks. But his team,
after studying a horde of
other companies, discovered
a cheaper answer: using de-
livery services like Federal

Express to rush the correct gack to the drawing board?
part to the customer. TQM guru Deming (top),

Too perfect: But few com- W%llagg Co. execﬁ?ivesp
panies are as wedded to the  (~ght) and Florida Power &
TQM mystique as Xerox. A Light’s Broadhead

survey by Rath & Strong of
Lexington, Mass., released
earlier thisyear graded companieson TQM
efforts to improve market share, rein in
costs and make customers happy; most rat-
ed D’sand ¥’s. In asnrvey of 500 companies
by Boston’s Arthur D. Little, a slim 36 per-
cent said the process was having “a signifi-
cant impact” on their ability to quash com-
petitors. Some companies even complain
that such management techniques cost
more than they're worth. Tamara J. Erick-
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son, a vice president at Arthur D. Little,
says one company was so obsessed with
improving its inventory process that it
spent a fortune on a state-of-the-art com-
puter system. The result: the wholesale
cost of producing a 25-cent item soared toa
ridiculous $2.89.

More than anything, U.S. companies
have soured on TQM because it provides

RED MORGAN

little protection against hard times. Pa-
tience and labor peace are the keys to mak-
ing it work. Trouble comes when compa-
nies announce layoffs during economic
slumps. Douglas Aircraft, for instance,
hoped the system would win savings and
lure back customers flirting with the Euro-
pean Airbus consortium, but another cost-
cutting move—the elimination of 4,000
jobs in 1990—forced a premature end to
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TQM training classes in Long Beach and
left many employees wondering if the com-
pany cared about their suggestions.

Some TQM programs go on short rations
when a new cost-cutting CEO takes over.
Kent Sterett, former director of Florida
Power & Light's total-quality program,
says new chief James Broadhead eliminat-
ed most jobs related to TQM because
he "wasn’t too sure about
this quality stuff”’ allow-
ing him to trim person-
nel. Broadhead, Sterett con-
tends, didn’t embrace TQM
because “it tended to pro-
duce a significant number
of recommendations coming
up, which is the opposite of
Broadhead’s characteristic
flow.” Broadhead has said
he stepped in because work-
ers complained that TQM’s
“emphasis on indicators,
charts, graphs, reports and
meetings” took time from
“serving customers and
participating in community
affairs.”

Long hauls: TQM devotees
shrug off the recent set-
backs. The system, they
say, should produce results
over the long haul. “Most
Japanese{companies]began
their quality-improvement
effortsin the 2arly 1950s and
stuck with them religiously,
although they didn’t begin
to see significant payoffs. . .
until the late 1970s,” says
Jerry Bowles, author of “ Be-
yond Quality.”

Many with troubled TQM
programs insist they are
still believers. Wallace Co.’s
chief, John W. Wallace, in-
sists TQM kept many cus-
tomers loyal despite his
bankruptey filing. And Mec-
Donnell Douglas, Douglas
Aircraft’s parent, has urged
its ailing divisions to "move
forward” with TQM despite
cost-cutting.

Bowles, echoing other
management consultants,
says companies may have
little choice. In this age of tough competi-
tion, he says, TQM is "the minimum re-
quirement for staying in the game.” But
American firms may not truly embrace
Total Quality Management until it makes
their shareholders more money than it did
the seminar organizers, consultants and
book publishers, who reaped the biggest
quality rewards of the 1980s.

JAYy MATREWS with Perer KarteL in Miami

SARAH FAWCETT

JANICE RUBI;l
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everything they know.

- In the knowledge society, managers must prepare to abandon

The New Society
of Organizations

W

g Mk
I

by Peter F. Drucker

very few hundred years throughout Western
history, a sharp transformation has occurred.
In a matter of decades, society altogether re-
arranges itself ~its world view, its basic val-

ues, its social and political structures, its arts, its key -

institutions. Fifty years later a new world exists. And

the people born into that world cannot even imagine .
the world in which their grandparents lived and into -

which their own parents were born.

Our age is such a period of transformation. Only
this time the transformation is not confined to West-
ern society and Western history. Indeed, one of the

a "Western” history or a "Western” civilization.
There is only world history and world civilization.
Whether this transformation began with the emer-
gence of the first non-Western country, Japan, as a
great economic power or with the first computer -
that is, with information —is moot. My own candidate
would be the GI Bill of Rights, which gave every

Copyright © 1992 by the President and Fellows of Harvard Callege. All rights reserved.
Reprinted by permission of Harvard Business Review, "The New Society of Organizations,” by Peter F. Drucker, September/October 1992

American soldier returning from World War II the :

money to attend a university, something that

“would have made absolutely no sense only 30 years

earlier at the end of World War 1. The GI Bill of

Rights and the enthusiastic response to it on the
part of America’s veterans signaled the shift to
a knowledge society.

In this society, knowledge is the primary re-
source for individuals and for the economy overall.
Land, labor, and capital ~the economist’s tradition-
al factors of production - do not disappear, but they

" become secondary. They can be obtained, and ob-
fundamental changes is that there is no longer"

tained easily, provided there is specialized knowl-

"edge. At the same time, however, specialized

Peter F. Drucker is the Clarke Professor of Social Science
and Management at the Claremont Graduate School in

¢ Claremont, California. This article is adapted from his

new book, Post-Capitalist Saciety, to be published in
early 1993 by Harper/Collins. This is Mr. Drucker’s thir-
tieth article for HBR.
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knowledge by itself produces nothing. It can be-
come productive only when it is integrated into
a task. And that is why the knowledge society is
also a society of organizations: the purpose and
function of every organization, business and non-
business alike, is the integration of specialized
knowledges into a common task.

If history is any guide, this transformation will
not be completed until 2010 or 2020. Therefore, it
is risky to try to foresee in every detail the world
that is emerging. But what new questions will arise
and where the big issues will lie we can, I believe,
already discover with a high degree of probability.

In particular, we already know the central ten-
sions and issues that confront the society of organi-
zations: the tension created by the community’s
need for stability and the organization’s need to
destabilize; the relationship between individual
and organization and the responsibilities of one to
another; the tension that arises from the organiza-
tion’s need for autonomy and society’s stake in the
Common Good; the rising demand for socially re-
sponsible organizations; the tension between spe-
cialists with specialized knowledges and perfor-
mance as a team. All of these will be central
concerns, especially in the developed world, for
years to come. They will not be resolved by pronun-

ciamento or philosophy or legislation. They will be
resolved where they originate: in the individual or-
ganization and in the manager’s office.

ociety, community, and family are all con-

serving institutions. They try to maintain

stability and to prevent, or at least to slow,

change. But the modern organization is
a destabilizer. It must be organized for innovation
and innovation, as the great Austro-American
economist Joseph Schumpeter said, is “creative de-
struction.” And it must be organized for the sys-
tematic abandonment of whatever is established,
customary, familiar, and comfortable, whether that
is a product, service, or process; a set of skills; hu-
man and social relationships; or the organization it-
self. In short, it must be organizcd for constant
change. The organization’s function is to put
knowledge to work — on tools, products, and pro-
cesses; on the design of work; on knowledge itself.
It is the nature of knowledge that it changes fast
and that today’s certainties always become tomor-
row’s absurdities.

Skills change slowly and infrequently. If an an-
cient Greek stonecutter came back to life today and
went to work in a stone mason’s yard, the only
change of significance would be the design he was

asked to carve on the tombstones.
The tools he would use are the
same, only now they have electric
batteries in the handles. Through-
out history, the craftsman who
had learned a trade after five
or seven years of apprenticeship
had learned, by age eighteen or
nineteen, everything he would
ever need to use during his life-
time. In the society of organi-
zations, however, it is safe to
assume that anyone with any
knowledge will have to acquire
new knowledge every four or five
years or become obsolete.

This is doubly important be-
cause the changes that affect a
body of knowledge most pro-
foundly do not, as a rule, come out
of its own domain. After Guten-
berg first used movable type,
there was practically no change in
the craft of printing for 400 years
—until the steam engine came in.
The greatest challenge to the rail-
road came not from changes in

railroading but from the automo-
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bile, the truck, and the airplane. The pharmaceuti-
cal industry is being profoundly changed today by
knowledge coming from genetics and microbiolo-
gy, disciplines that few biologists had heard of 40
years ago.

Axnd it is by no means only science or technology
that creates new knowledge and makes old knowl-
edge obsolete. Social innovation is equally impor-
tant and often more important than scientific in-
novation. Indeed, what triggered the present
worldwide crisis in that proudest of nineteenth-
century institutions, the commercial bank, was not
the computer or any other technological change. It
was the discovery by nonbankers that an old but
hitherto rather obscure financial instrument, com-
mercial paper, could be used to finance companies
and would thus deprive the banks of the business
on which they had held a monopoly for 200 years
and which gave them most of their income: the
commercial loan. The greatest change of all is prob-
ably that in the last 40 years purposeful innova-
tion - both technical and social - has itself become
an organized discipline that is both teachable and
learnable.

Nor is rapid knowledge-based change confined to
business, as many still believe. No organization in
the 50 years since World War 11 has changed more
than the U.S. military. Uniforms have remained the
same. Titles of rank have remained the same. But
weapons have changed completely, as the Gulf War
of 1991 dramatically demonstrated; military doc-
trines and concepts have changed even more drasti-
cally, as have the armed services’ organizational
structures, command structures, relationships, and
responsibilities.

Similarly, it is a safe prediction that in the next
50 years, schools and universities will change more
and more drastically than they have since they as-
sumed their present form more than 300 years ago
when they reorganized themselves around the
printed book. What will force these changes is, in
part, new technology, such as computers, videos,
and telecasts via satellite; in part the demands of
a knowledge-based society in which organized
learning must become a lifelong process for knowl-
edge workers; and in part new theory about how hu-
man beings learn.

or managers, the dynamics of knowledge

impose one clear imperative: every organi-

zation has to build the management of
change into its very structure.

On the one hand, this means every organization

has to prepare for the abandonment of everything it

does. Managers have to learn to ask every few years
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of every process, every product, every procedure,
every policy: “If we did not do this already, would
we go into it now knowing what we rnow know?” If
the answer is no, the organization has to ask, “So
what do we do now?” And it has to do something,
and not say, “Let’s make another study.” Indeed,
organizations increasingly will have to plan aban-
donment rather than try to prolong the life of a suc-
cessful product, policy, or practice—something that
so far only a few large Japanese companies have
faced up to.

On the other hand, every organization must de-
vote itself to creating the new. Specifically, every
management has to draw on three systematic prac-
tices. The first is continuing improvement of every-
thing the organization uocs, the process the
Japanese call kaizen. Every artist throughout histo-
1y has practiced kaizen, or organized, continuous
seli-improvement. But so far only the Japanese -
perhaps because of their Zen tradition — have em-
bodied it in the daily life and work of their business

Managers must learn to ask
every few years, “If we did
not do this already,

would we go into it now?”

organizations {although not in their singularly
change-resistant universities). The aim of kaizen is
to improve a product or service so that it becomes
a truly different product or service in two or three
years’ time.

Second, every organization wiil have to learn to
exploit its knowledge, that is, to develop the next
generation of applications from its own successes.
Again, Japanes¢ businesses have done the best with
this endeavor so far, as demonstrated by the success
of the consumer electronics manufacturers in de-
veloping one new product after another from the
same American invention, the tape recorder. But
successful exploitation of their successes is also
one of the strengths of the fast-growing American
pastoral churches.

Finally, every organization will have to learn to
innovate — and innovation can now be organized
and must be organized -~ as a systematic process.
And then, of course, one comes back to abandon-
ment, and the process starts all over. Unless this is
done, the knowledge-based organization will very
soon find itself obsolescent, losing performance ca-
pacity and with it the ability to attract and hold the
skilled and knowledgeabiz people on whom its per-
formance depends.
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The need to organize for change also requires a
high degree of decentralization. That is because the
organization must be structured to make decisions
quickly. And those decisions must be based on
closeness - to performance, to the market, to tech-
nology, and to ail the many changes in society, the
environment, demographics, and knowledge that
provide opportunities for innovation if they are
seen and utilized.

All this implies, however, that the organizations
of the post-capitalist society must constantly up-
set, disorganize, and destabilize the community.
They must change the demand for skills and
knowledges: just when every technical university
is geared up to teach physics, organizations need ge-
neticists. Just when bank employees are most profi-
cient in credit analysis, they will need to be invest-
ment counselors. But also, businesses must be free
to close factories on which local communities de-
pend for employment or to replace grizzled model
makers who have spent years learning their craft
with 25-year-old whiz kids who know computer
simulation.

Similarly, hospitals must be able to move the de-
livery of babies into a free-standing birthing center
when the knowledge base and technology of obstet-
rics change. And we must be able to close a hospital
altogether when changes in medical knowledge,
technology, and practice make a hospital with few-
er than 200 beds both uneconomical and incapable
of giving first-rate care. For a hospital - or a school
or any other community organization —to discharge
its social function we must be able to close it down,
no matter how deeply rooted in the local communi-
ty it is and how much beloved, if changes in demo-
graphics, technology, or knowledge set new prereq-
uisites for performance.

But every one of such changes upsets the commu-
nity, disrupts it, deprives it of continuity. Every one
is “unfair.” Every one destabilizes.

qually disruptive is another fact of organi-

zational life: the modern organization must

be in a community but cannot be of it. An

organization’s members live in a particular
place, speak its language, send their children to its
schools, vote, pay taxes, and need to feel at home
there. Yet the organization cannot submerge itself
in the community nor subordinate itself to the
community’s ends. Its “culture” has to transcend
community.

It is the nature of the task, not the community in
which the task is being performed, that determines
the culture of an organization. The American civil
servant, though totally opposed to communism,
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will understand immediately what a Chinese col-
league tells him about bureaucratic intrigues in
Beijing. But he would be totally baffled in his own
Washington, D.C. if he were to sit in on a discus-
sion of the next week’s advertising promotions by
the managers of the local grocery chain.

To perform its task the organization has to be or-
ganized and managed the same way as others of
its type. For example, we hear a great deal about the
differences in management between Japanese and
American companies. But a large Japanese compa-
ny functions very much like a large American com-
pany; and both function very much like a large
German or British company. Likewise, no one will
ever doubt that he or she is in a hospital, no matter

Businesses must be free to
close factories that
communities depend on or
replace grizzled employees
with 25-year-old whiz kids.

where the hospital is located. The same holds true
for schools and universities, for labor unions and
research labs, for museums and opera houses, for
astronomical observatories and large farms.

In addition, each organization has a value system
that is determined by its task. In every hospital in
the world, health care is considered the ultimate
good. In every school in the world, learning is con-
sidered the ultimate good. In every business in the
world, production and distribution of goods or ser-
vices is considered the ultimate good. For the orga-
nization to perform to a high standard, its members
must believe that what it is doing is, in the last
analysis, the one contribution to community and
society on which all others depend.

In its culture, therefore, the organization will al-
ways transcend the community. If an organization’s
culture and the values of its commuaity clash, the
organization must prevail -or else it will not make
its social contribution. “Knowledge knows no
boundaries,” says an old proverb. There has been
a “town and gown” conflict ever since the first uni-
versity was established more than 750 years ago.
But such a conflict - between the autonomy the or-
ganization necds in order to perform and the claims
of the community, between the values of the orga-
nization and those of the community, between the
decisions facing the organization and the interests
of the community -is inherent in the society of
organizations.
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he issue of social responsibility is also in-

herent in the society of organizations.

The modern organization has and must

have social power —and a good deal of it.
It needs power to make decisions about people:
whom to hire, whom to fire, whom to promote. It
needs power to establish the rules and disciplines
required to produce results: for example, the assign-
ment of jobs and tasks and the establishment of
working hours. It needs power to decide which fac-
tories to build where and which factori: - :o close. It
needs power to set prices, and so on.

And nonbusinesses have the greatest social
power -far more, in fact, than business enterprises.
Few organizations in history were ever granted the
power the university has today. Refusing to admita
student or to grant a student the diploma is tanta-
mount to debarring that person from careers and
opportunities. Similarly, the power of the Ameri-
can hospital to deny a physician admitting privi-
leges is the power to exclude that physician from
the practice of medicine. The labor union’s power
over admission to apprenticeship or its control of
acc °ss to employment in a “closed shop,” where
only union members can be hired, gives the union
tremendous social power.

The power of the organization can be restrained
by political power. It can be made subject to due
process and to review by the courts. But it must be
exercised by individual organiza-
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Unless power is balanced by responsibility, it be-
comes tyranny. Furthermore, without responsibili-
ty power always degenerates into nonperformance,
and organizations must perform. So the demand for
socially responsible organizations will not go away
but rather widen.

Fortunately, we also know, if only in rough out-
line, how to answer the problem of social respon-
sibility. Every organization must assume full re-
sponsibility for its impact on employees, the
environment, customers, and whomever and what-
ever it touches. That is its social responsibility. But
we also know that society will increasingly look to
major organizations, for-profit and nonprofit alike,
to tackle major social ills. And there we had better
be watchful because good intentions are not always
socially responsible. It is irresponsible for an orga-
nization to accept-let alone to pursue-responsibil-
ities that would impede its capacity to perform
its main task and mission or to act where it has no
competence.

rganization has become aa everyday
term. Everybody nods when somebody
says, “In our organizatica, everything
should revolve around the customer” or
“In this organization, they never forget a mistake.”
And most, if not all, social tasks in every developed
country are performed in and by an organization of

tions rather than by political au-
thorities.This is why post-capitalist
society talks so much about social
responsibilities of the organization.

It is futile to argue, as Milton
Friedman, the American economist
and Noble-laureate does, that a
business has only one responsibili-
ty: economic performance. Eco-
nomic performance is the first re-
sponsibility of a business. Indeed, a
business that does not show a profit
at least equal to its cost of capital is
irresponsible; it wastes society’s re-
sources. Economic performance is
the base without which a business
cannot discharge any other respon-
sibilities, cannot be a good employ-
ee, a good citizen, a good neighbor.
But economic performance is not
the only responsibility of a business
any more than educational perfor-
mance is the only responsibility of
a school or health care the only re-

sponsibility of a hospital.
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one kind or another. Yet no one in the United
States - or anyplace else~talked of “organizations”
until after World War I1. The Concise Oxford Dic-
tionary did not even list the term in its current
meaning in the 1950 edition. It is only the emer-
gence of management since World War II, what
I call the “Management Revolution,” that has al-
lowed us to see that the organization is discrete and
distinct from society’s other institutions.

Unlike “community,” “society,” or “family,” or-
ganizations are purposefully designed and always
specialized. Community and society are defined by
the bonds that hold their members together,
whether they be language, culture, history, or local-
ity. An organization is defined by its task. The sym-
phony orchestra does not attempt to cure the sick;
it plays music. The hospital takes care of the sick
but does not attempt to play Beethoven.

Indeed, an organization is effective only if it con-
centrates on one task. Diversification destroys the
performance capacity of an organization, whether
it is a business, a labor union, a school, a hospital,
a community service, or a house of worship. Soci-
ety and community must be multidimensional;
they are environments. An organization is a tool.
And as with any other tool, the more specialized it
is, the greater its capacity to perform its given task.

Because the modern organization is composed of

specialists, each with his or her own narrow area of-

expertise, its mission must be crystal clear. The or-
ganization must be single-minded, or its members
will become confused. They will follow their own
specialty rather than apply it to the common task.
They will each define “results” in terms of their
own specialty and impose its values on the organi-
zation. Only a focused and common mission will

Every organization is in
competition for its most
essential resource: qualified,
knowledgeable people.

hold the organization together and enable it to pro-
duce. Without such a mission, the crganization will
soon lose credibility and, with it, its ability to at-
tract the very people it needs to perform.

It can be all toc easy for managers to forget that
joining an organization is always voluntary. De fac-
to there may be little choice. But even where mem-
bership is all but compulsory - as membership in
the Catholic church was in all the countries of Eu-
rope for many centuries for all but a handful of Jews
and Gypsies - the fiction »f voluntary choice is al-
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ways carefully maintained: the godfather at the in-
fant’s baptism pledges the child’s voluntary accep-
tance of membership in the church.

Likewise, it may be difficult to leave an organiza-
tion-the Mafia, for instance, a big Japanese compa-
ny, the Jesuit order. But it is always possible. And
the more an organization becomes an organization
of knowledge workers, the easier it is to leave it and
move elsewhere. Therefore, an organization is al-
ways in competition for its most essential resource:
qualified, knowledgeable people.

11 organizations now say routinely,
"People are our greatest asset.” Yet few
practice what they preach, let alone tru-
ly believe it. Most still believe, though
perhaps not consciously, what nineteenth-century
employers believed: people need us more than we
need them. But, in fact, organizations have to mar-
ket membership as much as they market products
and services - and perhaps more. They have to at-
tract people, hold pecple, recognize and reward peo-
ple, motivate people, and serve and satisfy people.

The relationship between knowledge workers
and their organizations is a distinctly new phe-
nomenon, one for which we have no good term.
For example, an employee, by definition, is some-
one who gets paid for working. Yet the largest
single group of “employees” in the United States is
comprised of the millions of men and women who
work several hours a week without pay for one or
another nonprofit organization. They are clearly
staff” and consider themselves as such, but they
are unpaid volunteers. Similarly, many people who
work as employees are not employed in any legal
sense because they do not work for someone else.
Fifty or sixty years ago, we would have spoken of
these people (many, if not most, of whom are edu-
cated professionals} as “independent”; today we
speak of the “self-employed.”

These discrepancies—and they exist in just about
every language -~ remind us why new realities often
demand new words. But until such a word emerges,
this is probably the best definition of employees in
the post-capitalist society: people whose ability to
make a contribution depends on having access to an
organization.

As far as the employees who work in subordinate
and menial occupations are concerned - the sales-
clerk in the supermarket, the cleaning woman in
the hospital, the delivery-truck driver - the conse-
quences of this new definition are small. For all
practical purposes, their position may not be too
different from that of the wage earner, the “worker”
of yesterday, whose direct descendants they 2re. In
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i fact, this is precisely one of the central social prob-

lems modern society faces.

But the relationship between the organization
and knowledge workers, who already number at
least one-third and more likely two-fifths of all em-
ployees, is radically different, as is that between the
organization and volunteers. They can work only
because there is an organization, thus they too are
dependent. But at the same time, they own the
" means of production” -their knowledge. In this re-
spect, they are independent and highly mobile.

Knowledge workers still need the tools of pro-
duction. In fact, capital investment in the tools of
the knowledge employee may already be higher
than the capital investment in the tools of the man-
ufacturing worker ever was. ({And the social invest-
ment, for exampie, the investment in a knowledge
worker’s education, is many times the investment
in the manual worker’s education.) But this capital
investment is unproductive unless the knowledge
worker brings to bear on it the knowledge that
he or she owns and that cannot be taken away. Ma-
chine operaters in the factory did as they were told.
The machine decided not only what to do but how
to do it. The knowledge employee may well
need a machine, whether it be a computer, an ultra-
sound analyzer, or a telescope. But the machine
will not tell the knowledge worker what to do, let
alone how to do it. And without this knowledge,
which belongs to the employee, the machine is un-
preductive.

Further, machine operators, like all workers
throughout history, could be told what to do, how
to do it, and how fast to do it. Knowledge workers
cannot be supervised effectively. Unless they know
more about their specialty than anybody else in the
organization, they are basically useless. The mar-
keting manager may tell the market researcher
what the company needs to know about the design
of a new product and the market segment in which
it should be positioned. But it is the market re-
searcher’s iub to tell the president of the company
what market research is needed, how to set it up,
and what the results mean.

During the traumatic restructuring of American
business in the 1980s, thousands, if not hundreds of
thousands, of knowledge employees lost their jobs.
Their companies were acquired, merged, spun off,
or liquidated. Yet within a few months, most of
them found new jobs in which to put their knowl-
edge to work. The transition period was painful,
and in about half the cases, the new job did not pay
quite as much as the old one did and may not have
been as enjovable. But the laid-off technicians, pro-
fessionals, and managers found they had the ”capi-
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tal,” the knowledge: they owned the means of pro-
duction. Somebody else, the organization, had the
tools of production. The two needed each other.
One consequence of this new relationship-and it
is another new tension in modern society - is that
loyalty can no longer be obtdined by the paycheck.
The organization must earn loyalty by proving to
its knowledge employees that it offers them excep-
tional opportunities for putting their knowledge
to work. Not so long ago we talked about “labor.”
Increasingly we are talking about “human re-
sources.” This change reminds us that it is the
individual, and especially the skilled and knowl-
edgeable employee, who decides in large measure
what he or she will contribute to the organization

and how great the yield from his or her knowledge
will be.

ecause the modern organization consists of

knowledge specialists, it has to be an orga-

nization of equals, of colleagues and associ-

ates. No knowledge ranks higher than an-
other; each is judged by its contribution to the
common task rather than by any inherent superior-
ity or inferiority. Therefore, the modern organiza-
tion cannot be an organization of boss and subordi-
nate. It must be organized as a team.

There are only three kinds of teams. One is the
sort of team that plays together in tennis doubles.
In that team —and it has to be small -each member
adapts himself or herself to the personality, the
skills, the strengths, and the weaknesses of the oth-
er member or members. Then there is the team that
plays European football or soccer. Each player has
a fixed position; but the whole team moves togeth-
er (except for the goalie) while individual members
retain their relative positions. Finally, there is the
American baseball team - or the orchestra - in
which all the members have fixed positions.

At ary given time, an organization can play only
one kind of game. And it can use only one kind of
team for any given task. Which team to use or game
to play is one of the riskiest decisions in the life of
an organization. Few things are as difficult in an or-
ganization as transforming from one kind of team
to another.

Traditionally, American industry used a haseball-
style team to produce a new product or model. Re-
search did its work and passed it on to engineering.
Engineering did its work and passed it on to manu-
facturing. Manufacturing did its work and passed it
on to marketing. Accounting usually came in at the
manufacturing phase. Personnel usually came in
only when there was a true crisis - and often not
even then.
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Then the Japanese reorganized their new product
development into a soccer team. In such a team,
each function does its own work, but from the be-
ginning they wourk together. They move with the
task, so to speak, the way a soccer team moves with
the ball. It took the Japanese at least 15 years to
learn how to do this. But once they had mastered
the new concept, they cut development time by
two-thirds. Where traditionally it has taken 5 years
to bring out a new automobile 1nodel, Toyota, Nis-
san, and Honda now do it in 18 months. This, as
much as their quality control, has given the
Japanese the upper hand in both the American and
European automobile markets.

Some American manufacturers have been work-
ing hard to reorganize their development work ac-
cording to the Japanese model. Ford Motor Compa-
ny, for instance, began to do so in the early 1980s.
Ten years later, in the early 1990s, it has made con-
siderable progress — but not nearly enough to catch
up with the Japanese. Changing a team demands
the most difficult learning imaginable: unlearning.
It demands giving up hard-earned skills, habits of

. a lifetime, deeply cherished values of craftsman-

ship and professionalism, and - perhaps the most
difficult of all -it demands giving up old and trea-
sured human relationships. It means abandoning
what people have always considered “our commu-
nity” or “our family.”

But if the organization is to perform, 1t must be
organized as a team. When modern organizations
first arose in the closing years of the nincteenth

102

" century, the only model was the military. The Prus-

sian Army was as much a marvel of organization for
the world of 1870 as Henry Ford’s assembly line

was for the world of 1920. In the army of 1870, each

member did much the same thing, and the number
of people with any knowledge was infinitesimally

small. The army was organized by command-and- °
control, and business enterprise as well as most .

other institutions copied that model. This is now

rapidly changing. As more and more organizations
Leuume information-based, they are transforming !

themselves into soccer or tennis teams, that is, into
responsibility-based organizations in which every
member must act as a responsible decision maker.
All members, in other words, have to see them-
selves as “executives.”

Even so, an organization must be managed. The

management may be intermittent and perfunctory,

. asitis, for instance, in the Parent-Teacher Associa-
~ tion at a U.S. suburban school. Or management

may be a full-time and demanding job for a fairly
large group of people, as it is in the military, the

. business enterprise, the labor union, and the uni-

versity. But there have to be people who make deci-
sions or nothing will ever get done. There have to
be people who are accountable for the organiza-
tion’s mission, its spirit, its performance, its re-

sults. Society, community, and family may have
“leaders,” but only organizations know a “manage-

considerable authority, its job in the modern orga-
nization is not to command. It is to inspire.
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he society of organizations is unprece-

dented in human history. It is unprece-

dented in its performance capacity both

because each of its constituent organiza-
tions is a highly specialized tool designed for one
specific task and because each bases itself on the or-
ganization and deployment of knowledge. It is un-
precedented in its structure. But it is also unprece-
dented in its tensions and problems. Not all of
these are serious. In fact, some of them we already
know how to resolve —issues of social responsibili-
ty, for example. But there are other areas where we
do not know the right answer and where we may
not even be asking the right questions yet.

There is, for instance, the tension between the
community’s need for continuity and stability and
the organization’s need to be an innovator and
destabilizer. There is the split between “literati”
and “managers.” Both are needed: the former to
produce knowledge, the latter to apply knowledge
and make it productive. But the former focus on
words and ideas, the latter on people, work, and per-
formance. There is the threat to the very basis of
the society of organizations -the knowledge base -
that arises from ever greater specialization, from
the shift from knowledge to knowledges. But the
greatest and most difficult challenge is that pre-
sented by society’s new pluralism.

For more than 600 years, no society has had as
many centeis of power as the society in which we
now live. The Middle Ages indeed knew pluralism.
Society was composed of hundreds of competing
and autonomous power centers: feudal lords and
knights, exempt bishoprics, autonomous monas-
teries, “free” cities. In some places, the Austrian
Tyrol, for example, there were even “free peasants,”
beholden to no one but the Emperor. There were
also autonomous craft guilds and transnational
trading leagues like the Hanseatic Merchants and
the merchant bankers of Florence, toll and tax col-
lectors, local “parliaments” with legislative and
tax-raising powers, private armies available for
hire, and myriads more.

Modern history in Europe -and equally in Japan—~
has been the history of the subjugation of all com-
peting centers of power by one central authority,
first called the “prince,” then the “state.” By the
middle of the nineteenth century, the unitary state
had triumphed in every developed country except
the United States, which remained profoundiy plu-
ralistic in its religious and ed::cational organiza-
tions. Indeed, the abolition of pluralism was the
“progressive” cause for nearly 600 years.

But just when the triumph of the state seemed as-
sured, the first new organization arose - the large
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business enterprise. (This, of course, always hap-
pens when the “End of History” is announced.}
Since then, one new organization after another has
sprung up. And old organizations like the universi-
ty, which in Europe seemed to have been brought
safely under the control of central governments,
have become autonomous again. Ironically, twenti-
eth-century totalitarianism, especially commu-
nism, represented the last desperate attempt to
save the old progressive creed in which there is only
one center of power and one organization rather
than a pluralism of competing and autonomous or-
ganizations.

That attempt failed, as we know. But the failure
of central authority, in and of itself, does nothing to
address the issues that follow from a pluralistic so-
ciety. To illustrate, consider a story that many peo-
ple have heard or, more accurately, misheard.

During his lifetime, Charles E. Wilson was
a prominent personality in the United States, first
as president and chief executive officer of General

Since the Middle Ages, no
society has had as many
centers of power as the one
in which we now live.

Motors, at that time the world’s largest and most
successful manufacturer, then as secretary of de-
fense in the Eisenhower administration. But if Wil-
son is remembered at all today it is for something
he did not say: “What is good for General Motors is
good for the United States.” What Wilson actually
said in his 1953 confirmation hearings for the De-
fense Department job was: “What is good for the
United States is good for General Motors.”

Wilson tried for the remainder of his life to cor-
rect the misquote. But no one listened to him. Ev-
eryone argued, “If he didn‘t say it, he surely believes
it—in fact he should believe it.” For as has been said,
executives in an organization-whether business or
university or hospital or the Boy Scouts - must be-
lieve that its mission and task are society’s most
important mission and task as well as the founda-
tion for everything else. If they do not believe this,
their organization will soon lose faith in itself, self-
confidence, pride, and the ability to perform.

The diversity that is characteristic of a developed
society and that providcs its great strength is only
possible because of the specialized, single-task or-
ganizations that we have developed since the In-
dustrial Revolution and, especially, during the last
50 years. But the feature that gives them the capaci-
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ty to perform is precisely that each is autonomous
and specialized, informed only by its own narrow

Who will take care
of the Common Good?
Who will define it?

mission and vision, its own narrow values, and not

" by any consideration of society and community.

Therefore, we come back to the old-and never re-
solved — problem of the pluralistic society: Who
takes care of the Common Good? Who defines it?
Who balances the separate and often competing
goals and values of society’s institutions? Who
makes the trade-off decisions and on what basis
should they be made?

104

Medieval feudalism was replaced by the unitary
sovereign state precisely because it could not an-
swer these questions. But the unitary sovereign
state has now itself been replaced by a new plu-
ralism - a pluralism of function rather than one
of political power -because it could neither satisfy
the needs of society nor perform the necessary
tasks of community. That, in the final analysis,
is the most fundamental lesson to'be learned from
the failure of socialism, the failure of the belief in
the all-embracing and all-powerful state. The chal-
lenge that faces us now, and especially in the devel-
oped, free-market democracies such as the United
States, is to make the pluralism of autonomous,
knowledge-based organizations redound both to
economic performance and to political and social
cohesion. v,
Reprint 92503
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LeEssoNs WE CAN LLEARN
FROM INDUSTRY

BY STEVEN E. BRIGHAM

- o other management philosophy
in recent memory has captured the fancy of American business like Total
Quality Management (TQM). The shining lights of U.S. industry -
Motorola, Proctor and Gamble, and Xerox — witness the success that can
come with effective TQM practice. The momentum of TQM has been so
contagious that it swept through manufacturing, then service and health
care, and now comes to government and education. Yet TQM’s standing in
business circles has been sullied recently by critical press reports in The Wall
Street Journal, Newsweek, and The Economist. Much of the criticism origi-
nates from surveys conducted by Arthur D. Little, A. T. Kearney, Ernst and
Young, McKinsey and Company, and Rath and Strong that have reached
similar conclusions: in more cases than not, TQM has failed to produce its
promised results. Before higher education proceeds further with its infatua-
tion with TQM, it will do well to ponder the mistakes and accomplishments
of previous practitioners, thereby increasing the odds of benefitting from the
intelligence and holism of TQM.

STEVEN E. BRIGHAM is director of the Continucus Quality Improvement Project at the
American Association for Higher Education.
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The surveys do not conclude that the
TQM philosophy is worthless or even
seriously flawed; they suggest instead
that the implementation of TQM has
been deficient, even erroneous. Only
36 percent of those responding to an
Arthur D, Little survey could report
that TQM was having a ‘‘significant
impact.’’ Similarly, British firm A. T.
Kearney found that only 20 percent of
those surveyed believed TQM had pro-
duced ‘‘tangible results.”” Yet, despite
these discouraging figures, TQM re-
mains, according to many experts, a
minimum requirement for staying in
business.

Total Quality Management has its
roots in statistical process control (SPC);
it was originally a manufacturing man-
agement model. When W. Edwards
Deming and Joseph Juran traveled to
Japan after World War Il to help re-
build that country’s infrastructure,
what they taught then did not look like
what we now call TQM. Like any en-
during species, TQM has evolved, ma-
tured, and redefined itself. There is no
one approach to TQM; the actual prac-
tice of ‘‘quality’’ looks very different
across manufacturing concerns, and
more different still in service industries
and health care. When it is applied to
educational institutions, and particu-
larly to learning, ‘‘“TQM’’ will diverge
even further from its original manufac-
turing form. Slavish devotion to the
earlier precepts of Deming or Crosby
will, in and of itself, not be enough;
higher education will need its own
frameworks for the management of
quality.

This article, then, will highlight,
from the findings in TQM-related liter-
ature, the ways in which other indus-
tries have encountered success or fail-
ure in fashioning their versions of
TQM. The conclusions that follow re-
flect points of agreement across survey
findings, industry reports, and the sto-
ries of practitioners, starting with the
common mistakes made in implement-
ing TQM.

What’s Gone Wrong

Lack of leadership. Many companies
encounter early trouble because, hav-
ing heard the TQM commotion and ex-
citement, they leap in with little under-
standing of what total quality entails

and of the ways it differs from the tra-
ditional management paradigm. The
troubles intensify when the leaders of
these organizations offer only passive
commitment to quality, delegating the
fundamental duties to lower levels of
management. This often results in fur-
ther misunderstanding of changes re-
quired for TQM, both in the impru-
dent selection of ‘‘off-the-shelf”’ TQM
training and implementation programs
and in an over-reliance on outside con-
sultants for direction and facilitation.
Without executive leadership setting
the strategy and championing the cause,
TQM efforts suffer, moving in fits and
starts that ultimately can drown out
even those units or teams that have
produced impressive results.

Middle management muddle. Another
reason TQM dies is that managers and
supervisors either don’t understand or
don’t welcome the new roles they must
play. The old management mindset en-
couraged, even implicitly rewarded, the
advancement and fortification of indi-
vidual fiefdoms. Although such behav-
jor is antithetical to TQM, without
countermeasures it will persist, sub-
verting the change process. Middle
managers are often the forgotten link
in TQM implementation, left out of
the planning phases but then com-
manded to learn an intimidating array
of new behaviors; when they receive lit-
tle or no training for these new skills
and behaviors, or subsequent reward
for their practice, matters are made
worse.

Misunderstanding of participation.
Just as managers have to learn new be-
haviors and skills, so too do employ-
ees. One mistake, however, is to bring
employees in too early, providing them
with initial training in TQM tools and
philosophy but not with an immediate
opportunity to use them. Because most
employees will not participate until
months (or years) later, they'll need to
be trained again, wasting the initial in-
vestment,

Yet even a proript delegation of em-
ployees and managers to teams does
not prevent these teams from bogging
down. This happens, observers report,
because of weak group facilitation and
maintenance skills, poor definition of
team objectives, an open-ended time
frame for project completion, and an

overburdensome workload for partici-
pants with other organizational com-
mitments. When teams flounder, moti-
vation wanes, TQM cynics burgeon,
and quality efforts quickly lose steam.

Obsession with process. If you focus
on the basic processes of the organiza-
tion, some TQM champions argue, the
results will take care of themselves. But
the danger of such a focus is that com-
panies take their eye off the results that
the process improvements are supposed
to yield. Authors Shaffer and Thomson
cite, in the Harvard Business Review, a
not-so-uncommon case in which one
manufacturing company ‘‘launched al-
most 100 quality improvement teams as
a way to ‘get people involved.” These
teams produced scores of recommen-
dations for process changes. The result
was stacks of work orders piling up in
maintenance, production engineering,’
and systems departments—more than
any of these groups were capable of re-
sponding to. . . . Ignoring mounting
evidence that the process was actually
counterproductive, they determined to
get even more teams established.”
When expected resulis are not tied to
the processes marked for improve-
ment, the costs run high with very little
to show for it.

Failure to include the customer. Fi-
nally, many companies have concen-
trated all their efforts on improving in-
ternal processes with little or no regard
for the relationships between those
processes and the organization's ulti-
mate customers. Untold energy gets
spent on religiousiy improving process-
es that are obsolete, trivial, or irrele-
vant to the customer’s needs. A re-
duced cycle time for the issuance of
employee parking permits can hardly
be claimed a ‘‘success’’ if the absence
of visitor parking is all the while turn-
ing away customers.

It should not surprise us that TQM
has met with limited success elsewhere;
it flips many time-worn management
concepts upside-down. It ultimately
wants to flatten out the organization,
advance decision making at the bottom
rungs of the organization, and embrace
both customers and suppliers as part of
the organization. As demanding as
each of these steps might be individual-
ly, they can be daunting when combined.

Even so, many companies Agve achieved
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dramatic, positive results from TQM.
In the next section, 1 will explore some
of the strategies and approaches that
have achieved these results. Once
again, my comments are drawn from
many sources, and I focus on the most
common recommendations made.

Does It Work?

The best evidence to date that TQM
“works’’ comes from a May, 1991 U.S.
General Accounting Office (GAO) re-
port that examines the impact of TQM
on the performance of U.S. companies
that were among the highest-scoring
applicants in 1988 and 1989 for the
Malcolm Baldrige Award. In nearly all
cases, these companies ‘‘achieved bet-
ter employee relations, higher produc-
tivity, greater customer satisfaction,
increased market share, and improved
profitability.”” How did they do this?
According to the GAO study, their ap-
proaches were customized and ‘‘home-
grown’’ but shared common features,
including a focus .on customers’ re-
quirements, a strategic effort through-
out the organization to promote quali-
ty improvement, and the training and
involvement of employees, in all cases
with senior management leading the
way.

Another useful report is the Interna-
tional Quality Study (IQS)—a three-
year inquiry conducted jointly by Ernst
and Young and the American Quality
Foundation—which emphasizes the
importance of timing and usage of
practices. First, it debunks the myth of
a “‘universally beneficial set of prac-
tices for all organizations.’’ It reports
that certain practices potentially bene-
ficial for beginners tend to be of little
use to quality veterans later on. Ad-
vanced TQM practices like ‘‘world-
class” benchmarking might actually
damage the efforts of a quality novice.
Its advice to those new to the quality
game: concentrate on the basics, pro-
mote teamwork, benchmark immedi-
ate competitors only, and become
more responsive to the customer.

Looking across the other reports, the
recommendations fall in two catego-
ries, one having to do with organiza-
tional strategy, the other with imple-
mentation tips.

Strategy
The Health Care Advisory Board

SLAVISH
DEVOTION TO THE
EARLIER PRECEPTS
OF DEMING OR CROSBY
WILL NOT BE ENOUGH,;
HIGHER EDUCATION
WILL NEED ITS OWN
FRAMEWORKS
FOR THE MANAGEMENT
OF QUALITY.

(HCAB), in its 1992 report, TOM: 14
Tactics for Improving the Quality
Process, maintains that the *‘‘single
most important thing a hospital can do
to leverage TQM results is to improve
project selection . . . and second . . .
tightly focus organizational improve-
ment process on just a few key process-
es.”” A. T. Kearney, in TOM. A Busi-
ness Process Perspective, reports sur-
vey evidence showing that ‘‘although
bottom-up initiatives have been suc-
cessful in isolated factories and divi-
sions, corporations have been trans-
formed only from the top, by execu-
tives who ‘walk the talk.’ '’ And, Ar-
thur D. Little, in an early-1992 survey,
found that a focus in training employ-
ees, problem solving, and incremental
improvement in numerous but scattered
areas around the company—in their
words, the ‘‘essence’’ of TQM today—
in and of itself *‘won’t result in the sig-
nificant improvement needed to be-
come . . . a high performance business.”

Each of these examples highlights a
glaring oversight in many organiza-
tions: the failure up-front to develop a
strategic plan. for quality tied to the
long-term business plan. TQM is most

effective when it is a central, planned
part of the organization’s forward
thrust, a thrust that requires top-level
leadership, that’s built around an in-
tense commitment to customers, and
that emphasizes big improvements in
‘““‘core’’ processes.

For any endeavor, early momentum
can mean the difference between a rap-
id sequence of successes that builds
sustained momentum and a mere plod-
ding along, characterized by random
improvement and no palpable excite-
ment. In the case of TQM, the reports
say, this early momentum has to be
triggered by top management and fol-
low directly from their carefully drawn
plans. In the companies studied in the
GAO report, it was customary for sen-
ior managers to organize and lead the
implementation of TQM personally.

Implementation only began, how-
ever, after quality improvement had
been integrated into strategic and oper-
ational planning. Organizations start
this planning process by conducting a
thorough diagnosis of the organization
(this can often take several months),
with data drawn from customer groups,
employees, and middle management to
assess current organizational practices.
Values, mission, and vision statements
are also reworked. Finally, a ‘“‘strategic
quality plan’’ emerges that sets com-
pany-wide performance goals and tar-
gets critical processes for first address.
Two crucial factors that leaders must
confront are the shift to an intensive
focus on customer needs and expecta-
tions and a candid selection and assess-
ment of critical processes that keep an
organization in business.

Very simply, too often, too little at-
tention is paid at the outset to the cus-
tomer. Most organizations have been
designed as much to meet internal bu-
reaucratic needs as to meet those of
customers, and most organizations as-
sume they already know what custom-
ers need without verifying those as-
sumptions. In these cases, appropriate
strategy gets shortchanged, and the re-
sultant bustle of activity generates a
flurry of improvements, few of which
really matter to the customer. Karl Al-
brecht, in The Only Thing that Matters,
argues that, in contrast, ‘‘customer-
centered companies . . . see the custom-
er as the starting point, listening post,
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and ultimate arbiter for everything
they do. They start with the customer’s
needs and expectations—the attributes
that are desired. Then they develop and
evolve products or services to satisfy
them.”’ A successful TQ strategy, then,
targets the teams and projects that will
achieve tangible results that customers
have already helped to define.

According to an A. T. Kearney re-
port, “‘newcomers to TQM can benefit
by starting with the right business proc-
esses: those that are key to competitive-
ness.’’ Appropriate selection of the
critical processes—those having the
highest impact on customers and other
organizational stakeholders—requires,
as mentioned above, the completion of
an accurate, candid, and comprehen-
sive diagnosis of the organization’s
current reality. These identified *‘core”
processes (no more than three or four)
are the fount from which all other or-
ganizational processes cascade; yet,
having identified these processes, an
organization still must be patient with
its restructuring while it attempts to
meet its newly defined goals and mis-
sion. Thus, the pilot projects that are
selected during the planning stages
must have ‘‘high probability for quick
success and meaningful impact,’”’ ac-
cording to the HCAB. These early suc-
cesses on substantial issues broadcast
the importance and value of TQM.

Integrating TQM into the strategic
planning process is crucial, then, to its
shori- and long-term success. It pre-
pares the organization to get started on
the right foot and creates a new frame-
work in which the organization, over
time, can transform the way it per-
forms its work.

Implementation

Getting the strategy right is only half
the struggle; the best of plans don’t en-
sure good implementation. Effective
implementation has three comnerstones:
employee involvement, the improvement
of processes linked to results, and an
enduring focus on the customer.

Employee involvement. TQM litera-
ture nearly unanimously professes the
virtue of employee participation. Or-
ganizations seize upon this idea—with
genuinely good intentions—by trying
to include everybody, immediately. Yet,
as mentioned above, this seldom works.

AUTHOR
UPON CONSULTANT
UPON REPORT
URGES COMPANIES
TO AVOID SPENDING
ENERGY ON ACTIVITIES
THAT DON'T IMPACT
QUALITY, PRODUCTIVITY,
OR CUSTOMER
SATISFACTION.

Indeed, some consultants suggest re-
fraining from announcing TQM to the
entire organization at the outset. Long-
time quality consultant Brian Joiner
stresses, in an August, 1992 issue of In-
centive, that employees, even if informed
of quality efforts early on, should only
become involved incrementally.

The HCAB report is the most specif-
ic in its talk about teams, the founda-
tion of employee involvement. Its eval-
uators often found TQM teams lan-
guishing in confusion and inertia; an
antidote the board strongly recom-
mends is that organizational leaders as-
sign deadlines, clearly define a project
focus for teams, set high goals to spur
“‘breakthrough’’ resuits, and help with
data collection and analysis—all this
until teams become accustomed to more
autonomous teamwork. Meanwhile, em-
ployee teams are empowered by the
new directive to generate ideas, make
decisions, and effect organizational
improvement.

As an organization proceeds with
TQM, new ideas and responsibility-
taking come to be generated through-
out the organization; successes build
confidence for both management and

employees that the new approaches will
work. In the early and transitional
stages of TQM, however, top-down man-
agement practices will still be useful
and relevant.

Processes and results. Terry Walker
reports in National Productivity Re-
view that in TQM programs that are
performing poorly, ‘‘nearly all the
process goals are being met, but the re-
sult goals are not.”” Whereas it was
once near-anathema to suggest any fo-
cus on results when implementing
TQM, now firms find it best to strike a
healthy balance between processes and
results. Goal-setting is essential, ac-
cording to the HCAB, because it forces
teams to stretch and innovate toward
big results. In the absence of goal-set-
ting, teams have little context in which
to judge the degree of improvement
needed. Author upon consultant upon
report urges to avoid spending precious
organizational energy on activities that
don’t impact quality, productivity, or
customer satisfaction.

Customer focus. If customer focus is
important during strategic planning, it
is even more so during impiementation.
For organizations unaccustomed to so-
liciting customer input and feedback,
building this into the everyday business
can be much more bewildering than in-
corporating it into a one-shot strategic
plarning activity; involving uncertainty
about what questions to ask, of whom,
and about how to later use that feedback
to cause process improvement, simplifi-
cation, or innovation. In the GAO study,
companies reported using focus groups,
opinion: surveys, and face-to-face meet-
ings to understand customer needs; they
created matrix charts to specify the rela-
tionships between critical processes and
ships between critical processes and
customer satisfaction, charts that al-
lowed employees to clarify how their
jobs added value to the customer. The
IQS considered cutomer input critical
to a quality-novice organization, par-
ticularly when done face-to-face. As
that company evolves to a higher-per-
formance organization, its customer-
input practices become more sophisti-
cated. For example, while the novice
might focus on gathering information
to improve current products or reduce
the impact of current problems, the
higher performer gathers customer
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ames worked on a conveyor belt.

He made and inspected widgets.
He worked at the end of the line
where paper trays were made for
copiers. His job was to do final
assembly and to inspect. Each day,
about 450 paper trays came to
James. He knew his job well. He
carefully inspected and tested each
tray to make sure it was made to ac-
ceptable specifications. Any tray that
didn't meet standards, he rejected.
Those that were exceptional, he
marked **special’’ and they were used
on demonstration models.

He knew his job was important. He
knew that customers expected quality
and that a copier wouldn’t be a qual-
ity copler if the paper tray didn’t
work. And the specifications were the
way to ensure it worked. He knew
that about 16 percent of the trays
didn’t meet specifications, and that
about 10 percent were special. It was
a guide his supervisor used to make
sure that James was doing his job
well. Not too many, not too few. Each
day James did that, confident that he
was doing quality work for the
customers.

James never actually saw the com-
pleted copiers. He never saw how the
paper trays worked in the end. He
wasn't sure how they were assem-
bled to the copler. And he never saw
a customer use one. He also never
saw the steps to make a tray before it
got to him. He didn’t know what
Hank, Ivan, and Elaine did in steps
before him. And he didn’t know what
cajised the trays to be different sizes
and strengths.

Then one day, a new manager
named Hannah came to the company.
She said, ‘‘What if all paper trays met
specifications?’’ James laughed. New
manager. Didn’t understand that if he
passed all the trays, some of the
copiers wouidn’t work and the
customers would be mad and not buy
their machines anymore.

‘‘No,’’ Hannah explained. “We
won’t change the specifications. We'll
improve the process, so that ali trays
meet specifications.”’

James couldn’t do anything about
that. The trays were nearly done
when they came to him. She ex-
plained that they would have to study
the whole process of making the
trays, from design through comple-
tion, step by step.

So Hank, lvan, Elaine, James, and
Hannah got together and worked on
the whole process. They found out

A New Aim

what steps in the process resulted in
variation on the measures and
strength. They made improvements
and reduced the number of rejected
trays to .2 percent. Then they went
back to work. This time they raised
specifications. The new aim was to
try to make all trays ‘‘special.”

A new aim. A new paradigm. A new
copier company.

CAMPUS

UALITY
(UETIONS

Melany was a college »iofessor.
She taught Rural Sociology 417 to
third- and fourth-year students. Every
year, about 90 students came through
on her conveyor belt. Her job was to
add knowledge and test the kids to
make sure they met minimum stan-
dards. Any student below minimum
standards did not graduate. Any stu-
den’ who excelled was labeled *‘ex-
ceptional’’ and given honors and
special opportunities.

She knew her job well. She knevs
that society and those who hired
graduates expected them to have a
minimum standard of knowledge. And
tests and grades were a way to en-
sure that. She knew that about 16
percent of the students in her univer-
sity in any year didn’'t make it, and
about 10 percent were given honors.
It was a way she was evaluated on
how well she was doing. Not too len-
lent. Not too tough.

Each year Melany did this, she was
confident she was doing her job to
provide for an educated society. She
never saw what happened to the stu-
dents after her class, whether or not
they graduated, got a job, or how
they did in their jobs. She didn’t
know whether or how they used their
knowledge in their lives, their next
courses, and their work.

And she never saw the steps the
students went through before they
got to her: at home, in elementary

and high schools, and in the other
courses in the college and her depart-
ment. She didn’t see what contrib-
uted to each student’s different levels
of understanding and strengths.

Then one day, a new dean came.
He said, ‘‘What if all students were
successful?’’ Melany laughed. An in-
sult to education to think that some
of these students would be rated
‘“‘successful.” They didn’'t compre-
hend the material or complete the as-
signments. They certainly didn’t
understand rural sociology.

**No,’’ he explained. ‘‘We won't
change the expectations. We'll
change the process so that all
students achieve the expectations.”’
Melany couldn’t do anything about
that. There was too much that hap-
pened earlier over which she had no
control. There was too much that
happened later about which she had
no knowledge.

But, suppose, just suppose, that
we could get together and develop a
process that would resutt in all stu-
dents achieving high expectations?
Even honors? Imagine university
spokespersons bragging about the
achievements of senfors and the qual-
ity of the graduating class, instead of
the SAT scores of the recruited
freshmen. And suppose that, every
year, students would learn and do
more than the class that preceeded
them.

A new aim. A look at education as
a process. ldentifying what contrib-
utes to the overall success of each
student. Aiming at ‘‘success’’ for
each person. No one ‘‘fails.’’ No stu-
dent is ‘‘scrapped.”

A new aim. A new education sys-
tem. If we can do it for widgets, why
not for students? G

s What Is the value of labeling on a
curve? What Is the harm?

s What happens to our expectations
of those labeled ‘‘Lelow average''?

* WIill raising expectations increase
the number of students that are
above average?

¢ What kind of changes are needed
to realize a goal of all students suc-
ceeding In your class? Your
program? Your institution?

Source: Adapted from Maury Cotter and Daniel
Seymour, Kidgets: And Other Insightful Stories
about Quality in Education (Milwaukee, Wi:
American Society for Quality Control), 1993.
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ideas to identify new products or to
customize services.

Where Does TQM Lead?

New behavior in an organization only
begins to manifest itself once project suc-
cesses have muitiplied and reinforced the
usefulness of committing to TQM. Slow-
ly the virtues of teamwork begin to
overshadow independent, isolated, in-
dividualized work; gradually employ-
ees learn more about the organization,
its customers, and how their jobs fit into
the larger enterprise. Middle managers,
if they were included in the TQM effort
from the outset, have been trained to
lead, share information, coach, and fa-
cilitate; senior management grows inore
confident in allowing decision making
to occur at the lower levels of the or-
ganization, closer to the product, serv-
ice, and customer. Throughout the or-
ganization, a heightened consciousness
about quality, and what prevents qual-
ity, pervades; it becomes easier to rec-
ognize the enormous, hidden costs of
producing substandard products and
services, the ‘‘costs of non-conform-
ance.’”” More attuned to customer needs,
companies dismantle the old structures
and build in flexibility and responsive-
ness. Executives still steer and navigate
the organization but receive continuous
input and feedback from all parts of the
organization.

Companies that have practiced total
quality well for a long time, according
to the. GAO survey, exhibit common
features, including ‘‘widespread infor-
mation sharing, fewer formal and in-
formal barriers between departments
and among workers, a spirit of innova-
tion, and a high level of employee satis-
faction.”” It cannot be overempha-
sized, though, that these new behaviors
are not something to mandate and im-
plement; they are a natural, albeit dif-
ficult, result of a patient, appropriate
practice of TQM over time.

Is There a Model Relevant
to Higher Education?

The problem for many industries
once they grasp the ‘‘quality impera-
tive'’ is how to translate the theory into
reality. Translation takes time; it must
be done industry by industry, organiza-
tion by organization. The service in-
dustries, let it be noted, generally have

UNIVERSITY
TQM ADVOCATES MAY
NEED TO RETHINK
THE PLACE OF QUALITY
MANAGEMENT ON
CAMPUS, LEST TQM WIND
UP BEING ABOUT
PARKING STICKERS.

met with less success than manufactur-
ing thus far—Federal Express and the
Ritz Carlton notwithstanding. Higher
education has good reason to be wary.

Our most salient industry model could
be health care. Two reports by the Health
Care Advisory Board, TQM: The Sec-
ond Generation and TQM: 14 Tactics
for Improving the Quality Process,
draw conclusions strikingly similar to
those from studies done in other indus-
tries. The HCAB reports offer special
insight into the role of doctors in TQM
organizations (medical centers), a rcle
that is analogous to that of professors
in universities.

Hospitals that have been most suc-
cessful implementing TQM have involved
doctors early and extensively. Hospi-
tals that ignored MDs in implementa-
tion efforts found themselves incapa-
ble of dealing with their critical proc-
esses—clinical quality and doctor re-
tention, for example. Without MD par-
ticipation, TQM gravitated to changes
like reducing patient waiting times and
billing complaints. No hospital can ad-
dress its core processes without doc-
tors’ involvement, the board conclud-
ed. One hospital trained its doctors

before its managers; another hand-
picked a quality council composed
solely of doctors. Doctors were then
encouraged not only to conduct some
of the training but to lead quality im-
provement teams, both clinical and
non-clinical. Skepticism was overcome
and high MD involvement was achieved
only after the early projects and teams
had been proven successful.

Many universities have begun imple-
menting TQM under administrative
leadership, and have shied away from
classroom and curriculum issues, which
is to say from their core processes. Most
often this aversion is attributed to facul-
ty, who are said (like MDs in hospitals)
to be suspicious of any new manage-
ment philosophy. Further, they (like
MDs) know their jobs and they are al-
ready providing quality. University
TQM advocates may need to rethink
the place of quality management on
campus, lest TQM wind up being about
parking stickers and billing complaints.

Conclusion

Given TQM’s decade-long run, it is
surprising how scant the documented
evidence for its best practice remains.
In some ways we’ve just begun to move
beyond anecdotes and platitudes to the
pleasant {(and unpleasant) truths about
doing TQM. Higher education, though
a late arrival on the quality scene, still
must pioneer into very new territory.

This is not to say industry has noth-
ing to teach us. On the contrary, it is
helpful to see across the sectors the im-
portance of building quality principles
into strategic and business plans; of
finding champicns at every level of the
organization, particularly at the top; of
focusing on results and processes; of
bringing new teams on line, only as need-
ed; of incorporating customers early on
and forever. These general recommenda-
tions can serve us well.

While other sectors like health care
are just beginning to systematize what
works, we in higher education have
years to go before we can do the same.
Nevertheless, we cannot afford to go
slowly; the demands for quality esca-
late by the month. For our long-term,
collective success, and even as we con-
tinue to draw lessons from industry,
we'll draw most of our wisdom from
one another. 0
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[L.essons From
The Workplace
In the Classroom

‘Total quality management,’ first applied
in business, s being adapted for education

By Mark Trumbnull

Sttt writer of The Christion Science Monitor

BOSTON

T the Boston University

school of management, a

. transformation is under

way. Students will increasingly be

graded not only as individuals but
also as members of teams.

“For you to succeed, the team
must succeed,” Dean Louis Lataif
tells students. Students must still
pass individual proficiency tests,
but by next fall, 30 percent of the
course work for a master's degree
in business administration (MBA)
will involve some kind of teaming,
Mr. Lataif says.

For Lataif, a former vice presi-
dent of the Ford Motor Company,
the growing emphasis on team-
work is part of a broad move to
implement the principles of “total
quality managemenz.”

TQM, long a buzzword among
companies struggling s regain
their competitive edge, can also
work significant changes in Amer-
ica's educational system, Lataif
and other educators say.

“1 think it's our greatest hope,”
says Seldon Whitaker, a high

school superintendent who for

several years has been incor- |

porating TQM concepts into pro-
grams in the State College, Pa.,
schoo) district.

Although the application of
these management ideas in the
education world is still in its in-
fancy, interest is “growing expo-
nentially; it is just booming,” says
Jonathan Fife, director of the
ERIC Clearinghouse on Higher
Education, an information re-
source center at George Washing-
ton University in Washington.

If this movement is to trans-
form education, however, several
hurdles must be jumped. These
include teachers' resistance to
change and the time and effort it
takes to implement TQM.

The basic elements of the sys-
tem espoused by W. Edwards
Deming and other management
experts include a focus on “cus-
tomer” needs, measuring per-
formance and trying continuously
to improve it, and creating a man-
agement environment (including
pay and promotion policies) in
which everyone works toward
cormuuon goals. (See story, left.)
Proponents emphasize tearnwork
as part of this effort.

To date, efforts to apply these

DEMING: The father of ‘total quality management’ (although he eschews the

term) speaks to management-school students at Boston University in March.

management concepts in educa-
tion have been aimed mostly at
administrative performance,
rather than at curriculum, says
Lawrence Sherr, professor of
business at the University of Kan-
sas and co-author of a recent
book, “Quality: Transforming
Postsecondary Education”
(George Washington University).

Many colleges, however, are
trying to apply the ideas more
broadly, Professor Sherr says.
These range from community col-

r}r\
A
¥

leges to eiite schools such as Cor-
nell University in Ithaca, N.Y., and
the Massachusetts Institute of
Technology in Cambridge, Mass.
A few institutions are trying to im-
plement the quality regime uni-
versity-wide. These include the
University of Michigan, the North
Dakota university system, and
Pennsylvania State University.
“Nobody has been at it very
long,” Sherr says, noting that
businesses typically pursue TQM
for more than three years before
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results begin to show up. Schoois
have °just started to scratch the
surface,” ne adds.

snong the visible resuits in
educational institutions:

® Many business schools and
engineering schools teach the
pnnciples of TQM.

# Teachers are being encour-
aged to view stidents as “custom-
ers.” This may lead, for example,
to more surveys asking them
whether leciures are easy to un-
derstand.

# Universities are also viewing
students as “inputs” arriving from
other systems. “We need to work
closely” with the grade schools
and high schools, Sherr says.
Penn State's engineering pro-
gram, for example, is working
with Pennsyivania high schools to
improve student preparation.

B Schools increasingly cooper-
ate with employers. Much of the
impetus for TQM in schools has

me from business. Sherr's book
qlotes one executive who warns:
“We'll stop recruiting at ph.c&:
that aren't teaching total quality.

The Penn State center was es-
tablished with business funding,
and 10 state high schocl districts
- also aided by local businesses —
are eight months into a program
to learn quality management
Each district sends its superin-
tendent, the president of the
teachers' union, one principal,
and one tescher to Penn State for
a two-day seminar every month.
These small teams will then lead
the implementation of TQM In
their school districts.

EFORE this program, Mr
Whitaker's district had al-
resdy responded to local
employers who, when surveyed,
said vocationsl education was not
teaching enough teamwork skills.

The involvement of the teach-
ers-uruon president has “cut
through a lot of resistance” to
TQM in his school district, Whita-
ker says.

The same resistance exists at
the university level, where profes-
sors “are some of the most con-
servative, nonchanging individ-
uals you'll ever find on the face of
this earth,” Mc Fife says.

At Boston University, Lataif Is
asking professors to work more
closely together in their teaching
and research. They, as well as the
students, will “learn the power of
coliecuve minds,” the dean says.

WHAT IS
TOTAL QUALITY
MANAGEMENT?

BOSTON
W W. Edwards Deming is con -
sidered the father of total qual-
ity management (TQM), yet he
reacts almost ongrily to the
term. “Don’t ask me about it. |
don‘t use it. It's not in my vo-
cabulary,” he said in a recent
interview.

The statistician, wha earned
a doctorate at Yale University
in 1928, is credited with help-
ing Japanese industry make
dramatic gains after World War
I (“at their request,” he
stresses). Dr. Deming talks
mostly about good manage-
ment, rarely using the word
quality.

"TQM is simply excellence,”
says Louis Lataif, dean of Bos-
ton University’s school of man-
agement and a Deming disci-
ple. “Excellence is not going to
go out of fashion.”

Dr. Lataif describes five
facets of the system, all of
which could apply to a school
us easily os to a business:

Customer focus. Customers
didnt know to ask for a micro-
wave oven before it was in-
vented, he nofes. Successful
componies direct their efforts to
meet consumers’ needs.

Management by facts.
Denming and other sictisticians
developed miethuds to regulurly
test the output of a system,
whether it is an factory assem-
bly line or a sales force, io see

Linda Goldstein, a student in

how well it is functioning.

About 96 percent of prob-
lems are due to poor system
design, not poor performance
by the people in it, Deming
contends.

Continuous improvement.
Alternatives 1o the existing sys-
tem are planned, tesied, and
then - if they are better ~ im-
plemented.

Total involvement. Every-
one in the system works toward
the overall goal of the organi-
zation, not towerd individual or
narrow departmental goals.

Systemic support. The sys-
tem is designed to be support-
ive of the preceding principles.
Too often people are still pro-
moted on the basis of how well
they do for their department,
not how well they serve the or-
ganization, Lataif says.

Deming tells of one com-
pany’s fravel department that
saw its goal as keeping travel
costs down. The resuli: An em-
ployee had to get up at 1 a.m.
to caich o cheap flight to New
York for an important after-
noon meeting; the travel de-
partment saved $138.

Lataif acknowledges that,
while these concepts are vital
ta the “how” of running an
organization, they do not pro-
vide the “what” - the sense of
mission or direction. “That’s
leadership,” he says.

-M.T.

the MBA program, says working
in teams has revealed how differ-
ent perspectives — from a foreign
student or @ “numbers person’ -
can help solve problems.

Whitaker says that in his high
school district, sdministrators de-
veloped a “more collaborative at-
mosphere® when they did away
with a ranking system to deter-
mine pay raises, “We still assess
lindividual] performance; but not
on a point system,”.he says.

BEST COPY AVAILABLE
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Deming: We've Been ‘Sold Down the River on Competition’

BOSTON

ELDON WHITAKER, superintendent of

high schools in State College, Pa., re-
mermbers meeting W. Edwards Deming at
the close of one of his famous four-day sem-
inars. On learning Mr. Whitaker's pro-
fession, the quality-management sage asked,
“Did you get rid of grades yet?”

“No.”

“Do it Monday.”

“It's not that simple....”

“Do it Monday.”

The exchange reveals Dr. Deming as a
man utterly convinced of certain ideas to
which many Americans are opposed.

Asked if any United States companies
have put his ideas into practice, he re-
sponds: “Not that I know of. Maybe Ford,” a
company that hired him as a consultant.

Deming's air of disappointment can be
taken with a grain of salt: Thousands of peo-
ple have been reading his books or books in-
debted to his ideas. Boston University re-

cently gave him an honorary degree, after
which he spuke with the Monitor.

He opposes giving out grades in schools
for the same reason he objects to the cur-
rently popular idea of “pay for performance”
at companies: These approaches encourage
individuals to “try hard,” downplaying man-
agement's responsibility to keep improving
the overall system.

America has “been sold down the river on
competition” as a way of improving per-
formance, Deming says. What's needed in-
stead, he says, is “profound knowledge.”
This means ideas from outside that can im-
prove a system.

Deming argues that numeric goals or
quotas often encourage participants in the
system to fudge numbers or cheat custom-
ers to meet the goals. He cites Sears Roe-
buck's automotive-service centers, which
were found last year to be selling unneeded
services to customers. In “The New Eco-
nomics for Industry, Govermmeii, Educa-
tion,” recently published by the Massachu-

setts Institute of Technology's Center for Ad-
vanced Engineering Study, Deming attri-
butes the problem to targets set by Sears.

But American goal-setting seems to be
growing. Last month the Clinton administra-
tion announced Goals 2000, which weculd
evpand a Bush-administration initiative to
set national objectives for students, teach-
ers, and schools. Still, Whitaker says Dem-
ing’s approach can mesh with a “results” fo-
cus, since he outlines “processes to achieve
those resuits.”

Grades are unlikely to go out of style, ed-
ucators say, but some foresee changes in the
grading process. Many share Deming's dis-
taste for grading on a curve. And some ad-
vocate more-frequent testing so deficiencies
can be corrected along the way.

“Don’t wait till the end of the year to give
a test and then fail some people,” says Wil-
liam Hartman, director of the Center for To-
tal Quality Schools at Pennsylvania State
University in University Park, Pa.

-M.T.
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Deming’s ldeas Changing the World

But How Fast the World Changes is Up to Us

Commentary by David Kerridge While we have been wondering how to make
people take staustics sertously. a statistician has

. changed the world. That’s the good news. The

/,' bad news is that the world doesn't know it yet,

: and if we dont wake up in time, it never will.
i G’ The staustician 1s Dr W. Edwards Deming,
. Fﬂ : He has developed. and1s suli developing, a gen-
fk e, eral theory of management, based on scienufic
D and staustical principles. With it. remarkable
improvements 1n quahty become possible.
Delects can be cut from rates per hundred to
rates per mullion, while costs fall at the same
ume. This made the microchip possible,
and also the Japanese industrial "mira:
cle.” Everyone can see these results. but
hardly anyone connects them with
statisuies: that 1s the first problem.

The other 1s that many consultants
are selling watered-down versions of
the Deming system. They reptace sta-
ustical understanding by rote learning

and avoid telling managers to make
drastic changes 1n the way they think.

W. Edwards Deming

See DEMING, page +
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DEMING_LUmmucd from page |

Probably these populanzers mean well. Sta-
ustical thinking 1s so hard for managers to
accept, that there s a temptation (o treat it
as a barrier to quality, vather than the essen-
unal foundation. Anyway, rules are casier to
seli than principles: who wants to think?

Staustics in quality 1s nothing new The
t-test was developed to help make beuer
Guinness fale] clinical tnals are a standard
way to improve medical treatment. These
deai with improvement at the obvious
level— of tactics. not strategy: Staustics even
at this level, used throughout industry and
commerce, would lead to very useful gains.

These gans are nothing to those which
come when staustical and scientific think-
ing are used to study complete systems,
and management itsell. Take health. drains
and good housckeeping save more lives
than penicillin. The changes that brought
these about were based on staustics, which
1s why Florence Nightingale was one of our
founders In the same way, many Japanese
tnanagers do not know why job security
leads to quality, or merit ratings destroy 1t.
they just accept the fact.

Quality management has more to do
with people than with machines. People are
the most vanable, least predictable, and most
important part of any system. Managers
strugghng with complex problems usually
fee! that science and statistics can not help
them It s easy o see why Few have ever
known staustics as anything but the routine
collection of ligures, or the wpplication of
text-book formulae These are useful. bu
very hinuted n what they can do

The most mportant things in manage-
ment, as Deming himsell says, are
“unknown and urknowable.” A blinkered
approach, seizing on the few things that
can be measured precisely, and 1gnoring
the rest. does far more harm than good
Many common management practices fall
mto this trap What 1s worse, the random
processes most often met in management
are not 11 a state of statistical control, so
ordinary distribution theory does not apply.

These difficulues make the staustictan
more useful, not less. Someone must judge
whether standard statstical methov's will
work tn cach problem as it anses. * 7hen
they fail, as they often do, we have w rely
on the basic panaples of vanation. Den' ng
has made us realize how powerlul these ave
Take away measurement lrom geometry, and
you sull have topology. In the same way.
when probability caleulation 1s inpossible,
many principles reman We have here, not
just @ new range of apphaatons, butawhole
new hield of vheoreueal research

The Bnush Deming Association and the
Royal Stausucal Society have a great deal
in common. Bath are open educational and
research organizations, not concerned with
profit, except to the community at large.
Both must be concerned with these new
developments in qualy and statistics.
There have already been successful joint
meetings: we look forward to fruitful coop-
eration 1 the future

David Kerridge was for many years
professor of statistics at the University
of Aberdeen in Scotland. He recently
retired and now works as an indepen-
dent consultant

TEV

Reprinted from the January 1991

Royal Statistical Society News and Notes.

New Deming Center Created
at Columbia University

Columbia Business School has established the W. Edwards Deming Center for
Quality Management, Dean Meyer Feldberg has announced.

Ininal funding for the Center is a $185,000 gift to the School from the personal
charitable trust of David Sainsbury, Feldberg said. A 1971 graduate of Columbia
Business School, Sainsbury is deputy chairman of J. Sainsbury plc, 2 leading British
supermarket chain.

“The goal of this ambitious new program is to perpetuate Dr. Demings philosophy
of effective management of qualy, virtually transforming the style of management
prevalent today," Feldberg said in the Columbia University Record (Nov. 16, 1990).

“Through the Deming Center we intend to incorporate a qualuy perspective
into our curriculum in a comprehensive way,” he said. “We want all Columbia
Business School graduates io enter the business world with a fundamental under-
standing of the role of quality management in today’s environment ol global com-
petition.” He noted that the work produced under the auspices of the Deming
Center will be made avaulable to other business schools as well as to business and
industry.

The internauonally recognized champion of quality management [or the past
four decades. the 90-year-old Deming has been teaching a two-hour class in quality
management at Columbia Business School this semester. He said that Feldberg
“obviously believes that a school of business has an obligation to prepare students
1o lead the transformauon of management in industry, education and government.”

The Deming Center will be directed by Professor john Whitney, a former presi-
dent of Pathmark Supermarkets and a specialist in business turnarounds. Research
director will be Professor Peter Kolesar, whose field is quality management and sta-
ustical quality control. Faculty members from the Celumbia business and engi-
neering schools with extensive experience in quality consultation with business
and industry will be associated with the new Center. :

Five other Columbia Business School research centers will be affiliated with the
Denung Center, the Center for Studtes in innovation and Entrepreneurship, directed
by Professor Marun Starr, the Center on Japanese Economy and Business, directed
by Professor Hugh Patrick; the Center for Human Resource Management, directed
Professor Ann Bartel: the Executive Leaderstup Research Center, directed by Pro-
fessor Donald Hambrick, and the Strategy Research Center, directed by Professor
Kathryn Harrigan.

When fully funded, the Deming Center will encompass a chair i quality man-
agement, a visiting professorship by an internationally respected scholar. doctoral
and MBA fellowshups and faculty field studics.

“Companies should manage so as to optimize the system, where-
by everyone would gain—employees, stockholders, customers,
suppliers.”

W. Edwards Deming
(quoted in Best of Business Quarterly, Winter 1990-91)

4 .\ Amstat News B March 1991
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Total Quality Management, or
TQM, has rapidly become one of the
current buzzwords in educauonal
circles. Unfortunately, it appears that
very few educators have more than a
superficial understanding of the
philosophy, concepts or processes that
are embodied in TQM. Some view
TQM as the yellow brick road to
Utopia and others view 1t as the road
to Hades. Here in Madison, for
example, a recommendation by =a
broadly based planning committee
that the local public school system
adopt TQM was immediately attacked
by teacher union representatives as a
nefarious plot to undermine the
collective bargaining process.
During the last half of this century
the confluence of several trends has
fundamentally altered the organization
and operauon of public schools 1n
America. Reorgamzation and con-
solidation of school districis led to
more centrxhization and larger central
office bureaucracies; the need to
achieve greater racial balance and to
provide for students with special needs
mnvolved the courts in the dav-to-dav
aspects of school operation more
heavily than ever before: the increas-
ing reliance on state funding to both
reduce reliance on property taxes and
reduce disparities 1n funding led direct-
lv to more rules. regulations and man-
dates: and the emergence of collecuve
bargaining and strong teacher unions
changed the working relationships ot
teachers and adminsstrators. All of
these torces tended to divert attention
away from the fundamental building
blocks ot any educational system: 1ts
classrooms and schools. Today we are
beginning to realize once agam that
educational reform cannot be ac-
complished by mandates alone—that
if lasting change 1s to occur, 1t must
involve fundamental changes n the
culture of schools. We see a curious

COMMENTARY
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mix of policy initiatives that would, on
the one hand, decentralize education
by assigning much more authority and
responstbility to individual schools
and, on the other hand, centralize
education by imposing a national cur-
riculum and mandatory testing.
Total Quality Management very
clearly favors decentralizing because 1t
explicitly rejects standardized tests and
performance evaluations of individual
students and emphasizes a team
approach in which alf school
personnel—teachers, administrators,
counselors, secretaries, cooks, custo-
dians and even bus drivers—focus on
creating a school environment n
which students enjoy learning and
become autonomous learners. To
understand and appreciate TQM, 1t
may best be viewed as a philosophy of
management that rejects a hierarchical
aor "top-down” approach in favor of an
approach in which all parucipants can
and do contribute to enhancing the
quality of the learning community. As
David Langford observes, TQM
recognizes that students are the
workers and that teachers are really
managers because they must decide
how to use the resources available—

" time, structional matenals and their

own knowledge, know-how, wisdom
and character to help a group of
students with diverse talents. interests
and skills become active, engaged
autonomous learners.

Another important contribution of
TQM is the recognition that. in many
cases, 1t ts the system 1tself that 15 at
fault, not the teacher. the principal or
the students. Langford's comments
about accountability are appropriate,
1.¢., that acceuntability 15 just a fancy
word for blame,” and that often there
15 no one to blame because the system
as 1t 1s currently configured is only
capable of producing a certain level
of performance.

Our experience with TQM here at
the National Center for Effective
Schools leads us to be enthusiastic
about 1ts potential to help schools
become more effective. The five school
districts that comprise the Wisconsin
Consortium have used the Effective
Schools process together with
Outcome-Based Education and Total
Quality Management to guide their
school improvement efforts for more
than three years and are beginning to
show some impressive results. The
Center's Effective Schools process pro-
vided a template which guided these
districts as they worked with their
staffs to develop the conflict resolu-
tion, communication, decision-making
and leadership skills that are so
essential to successful site-based
management. Total Quality Manage-
ment provided both a philosophy of
management that complements the
Effective Schools process and a set of
tools and procedures that are helpful in
identifying problem areas and testing
solutions—the Plan, Do, Check. Act
¢vcle. We have incorporated several
aspects of TQM into our School-Based
Instructional Leadership program and
have prepared a paper that 1s available
upon request, “The Effective Schools
Process for Continuous School
Improvement,” which shows the
interrelattonships between and among
the Effective Schools process,
Qutcome-Based Education and Total
Quality Management.

The potenual TQM holds tor
transforming our schools into institu-
tons where continuous improvement
1. the norm 15 nicely captured by
Mvron Tribus in his recounting of the
statement made to htm in Japan: “You
promote and reward people for
indtvidual performance; we promote
and reward people for getung other
people to perform well.” That 1s, after
all, the aad test of leadership!




32

Quality Goes to School

Q

ERIC

Aruitoxt provided by Eic:

WHAT DO WE DO TO IMPROVE:?

M vron Tribus, a colleague of

W. Edwards Denung, divides bis time
between Exergy Corporation, a com-
pany which 1s introducing a new ap-
proach to electric power generation,
and his work as a consultant in qual-
1ty management. Deeply interested in
the application of quality management
principles to schooling, Tribus has
held positions tn both the private and
public sectors, mcluding Dean of the
School of Engineering at Dartmouth
College, Director of the Center for Ad-
vanced Engineering Study at MIT, and
senior vice resident in the Xerox Cor-
poration. He also served as Assistant
Secretary for Scrence and Technology
in the US Department of Commerce.

Thc most compelling way for
Myron Tribus to communicate what
he means by an education of quality
1s to tell a story from his personal
expertence. “When | was Dean of
Engineering at Dartmouth,” he begins.
“we truly revolutionized what we were
doing by making student projects cen-
tral to every class. Here is one thing
we did—although we had many
different ideas.

“l took a group of sixty sophomore
men to a camp in New Hampshire
where they had disabled children,
thalidomide victims, in those days
polio victims, blind children—if there’s
an affliction, there’s a kid there with it.

“I took these sophomores to visit the
kids, brought them back and said. 'In
ten weeks you've got to come up with
some technique or device or gadget
that makes it easier for the doctors and
nurses to do therapy with the
youngsters. We'll solve a problem for
these people.’”

The results of the assignment,
Tribus claims, were staggenng. “These
kids worked all night. | had professors
of religion visit me to ask what 1t was

that made our students so eager to
help somebody else.”

The key, to him, is simple. “If you
take young people and present them
with children such as the ones at the
camp and tell them their job is to help,
tiiey are motivated.”

The results were impressive. “They
came up with all kinds of wonderful
gadgets. One boy could not use his
limbs, and they fixed up an electric
typewriter, where the lerters flashed on
the screen in front of him and by blink-

ing an eyelid he could choose a lecter.”,

Tribus notes that the educational
philosophy that permeated the
program—similar to the philosophy
espoused by the movement known as
Total Quality Management—was that
teachers must create an environment
in whick students want to learn, one
where they will play an active rather
than passive role.

“As the teacher, you have to help
students to learn, and you have to
teach them how to improve their
learning process,” Tribus says. “That
makes the student co-manager of his
or her education.”

Tribus's conviction that the prin-
ciples of Total Quality Management
can—and should—be applied to
schools is compelling, even to a skep-
tic. As he explains the philosophy that
underpins what he prefers to call “the
quality movement,” he draws distinc-
tions between industrial and educa-
tional applications of TQM’s key
concepts, and laces his translation of
the TQM philosophy with forthright
comments that reveal his humanistic,
yet hands-on approach to schooling.

How does he define quality? “Qual-
ity in the business setting,” Tribus
replies, “is what makes it possible for
vour customer to have a love affair
with your product or service.

[t is possible,” he adds, “to produce
a temporary infatuation by telling lit-
tle lies about the product or service,

by lowering the price or by adding
clever little features, but these will not
last, because it takes quality exper-
iences to sustain devotion.”

But how do words like “product,”
“service,” and “customer” translate
into an educational setting? Tribus
places his definition of quality
squarely on the shoulders of the
learning process.

“Quality in education is what makes
learning a pleasure and a joy,” he
responds. “Some measures of student
performance may be increased by
threats, by competitions for grades or
prizes, but the attachment to learning
will be unhealthy.”

He adds, "It takes a quality exper-
ience to create an independent learner.”

He emphasizes that the purpose that
drives the quest for quality is crucial.
“We're trying to create autonomous
learners, people who are learning
because they want to, because they are
motivated to learn. That motivation
comes from the satisfaction they get
from a job well done.”

This means that autonomous
learners will be motivated to seek
quality for themselves, and seek 1t
relentlessly, Tribus says, and he
believes that a high degree of self-
esteem and confidence will also result.
“When students finally decide that
they're satisfied themselves, then thev
can face the world.”

Components of a Quality Education

CC hat does a quality education

comprise? Tribus believes it must
encompass four dimensions, which
he lists as “knowledge, know-how,
wisdom, and character.”

He explains each in turn.
“Knowledge enables us to understand
what we learn ancd how to connect it
to other things we learn. It provides
us with the ability to generalize from
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our experiences. With knowledge, we
can accumulate thirty years of ex-
perience instcad of one year repeated
thirty times.”

Know-how, he observes, is hands-
on and applied. “It enables us to put
knowledge to work and requires the
integration of knowledge from many
sources. While knowledge may be
gained from reading, listening, and
discussing, know-how can be acquired
only by doing.”

He defines wisdom as “the ability to
decide what is important and what is
not. Wisdom allows us to set priorities
for ourselves and helps us to decide
what is worth worrying about.”

He continues, “Character is a
combination of knowledge, know-
how, and wisdom, coupled with
motivation.”

It is crucial to remember that the
education that students receive, not
students themselves, is the product.
Tribus explains, “In a classroom, the
students are the customers of the
teacher. Together they define what
makes a quality experience. Teachers
are the customers of the administra-
tors, and administrators are the
customers of the school board.

“Customers for the education that
students will receive are the students
themselves, their parents, their future
employers, and society at large.” He
adds, “The employer wants to use
the student’s education, abilities,
knowledge, know-how, wisdom, and
competence. The student wants to
rent out his education to somebody.
Parents want a good education
because they paid for it. And finally,
the country at large would like to have
kids well-educated so the country can
better function. Every one of us lives
surrounded by other people, so we
want everyone to be educated, respon-
wible, and of good character so that we
can survive. We, society at large, are
customers of that education.

“If we are the supplier of the educa-
tion, we have to make sure that we
find out what all those people are

looking for, and then decide what te
do about it. Fortunately, they're not
that much at variance.”

How TQM Stands Apart

']:ibus belizves that TQM differs
from other approaches currently
used in schools because of three
distinguishing characteristics. “TQM
is holistic,” he points out. “It deals not
only with the classroom but the
management of the school and the
roles of all the players. Another
unique feature is the insistence on
quality, that is, defining excelience in
everything you do. And the third ele-
ment is understanding the role of
statistical variation.

“We're saying that we have to teach
people the tools and techniques of
quality management, but we can’t talk
about the techniques without talking
about the social system in which they
are embedded. And we can't talk
about the social system without
discussing the managerial system
within which the social system is
embedded. And that whole thing is
boxed in by the educational system.
When we talk about quality manage-
ment, we talk about treating them all
atonce. You can't talk about any one
picce without the rest.

“That,” he says, “is unique.”

But he is not content to explain on-
ly how TQM differs from more
prevalent approaches to schooling. As
he points out its distinguishing
characteristics, he indicts other ap-
proaches. “The currer:t approach to
schooling,” he says, “is based heavily
on ideas associated with competition
and ranking. People want to know
how good something is relative to
something else. Under TQM, the
only question is: What do we do
to improve?”

And this question, according to
Tribus, is just as appropriately raised
by a student as by a teacher or school
administrator. In fact, students work-

ing in.tandem with teachers who, in
turn, are working with administrators
and parents, will produce the best—
or highest quality—education.

Prizes, rankings, standardized tests,
grades, and performance evaluations
are all equally abhorrent to Tribus,
who advocates Deming's belief that
they create competition, which is
destructive. “You want a bunch of
simpletons, you give simple tests,” he
says tartly.

But what does he suggest to replace
them, beyond the TQM statistical
techniques used regularly by students
and school staff?

In his answer, Tribus says that
measurement of quality is delimited by
the type of education desired as an
outcome. “The education you are try-
ing to produce must include the four
components of knowledge, know-
how, wisdom, and character. If you
say, we're only going to test know-
ledge, we're only going to benchmark
against knowledge. I was a teacher for
forty years, and I know now how
shallow that is. If that's all you test,
that’s all you'll get, and the other
things won't be taught. If you say,
we're going to test know-how, we
know how to do that. Good technical
schools do that. You can give a per-
son a task to do and see if they can do
it. But then what about wisdom and
what about character? Are you going
to leave them out?”

Instead, he suggests that schools cer-
tify that they have taught students the
four coniponents necessary to a quality
education. “If you wanted to know if
the school was doing the job right,
you'd invite a random sample of
students from that school to take
cxaminations anonymously, so the
students aren’t being judged. Those
would be reviewed to see if the sam-
ple matches what the school is saying
about its students.

“We don't need an independent test-
ing agency,” he notes, “but we do need
an independent testing, a process, which
we will compare from tme to time.”
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How do school
staff —and students—
realize when quality
has been attained?
Tribus warns that
there are no simple
measures for quality.
“There are, however,
several measures of the
processes of learning
that indicate whether
quality can be attained.”

He illustrates with
an example. “An exer-
cise I urge teachers to
undertake is to make a
list of the things that
destroy quality. Such a
list is best prepared in
cooperation with the
learners. These items
will define the things
that should not be
done! Then, if an ef-
fort is made to do the
opposite, you will be
on the road to quality.”

He predicts that a
typical list prepared by
teachers and students
together would in-
clude items such as
students not doing the
reading, the reading
not being interesting,
the teacher doing all
the talking, a competitive atmosphere
that makes most of the students feel
inadequate, the use of external
motivators such as grades, and actions
that reduce self esteem.

Tribus declares, “Staff will know
they are achieving quality by observ-
ing that the students are doing their
work with joy and are operating
mostly on their own initiative. The
teacher becomes an enabler, rather
than a person who does something to
someone else.”

How To Begin

How should an administrator begin

to implement the concepts of TQM in-
to a school or district? Tribus says the
starting point is similar for business
executives anxious to change their com-
pany’s method of conducting business.

“There are several things you have
to do,” he states. “You have to gain
knowledge and you have to gain
know-how.

“One of the things you could do
would be to talk with some of your
teachers to see if there are some who
already know about it, or who are in-
terested. Form a small group with
them. 1 use Pareto’s law, which says
that the number of people who count
is the square root of the number of

people in the enterprise.

“If you have a
*school with a hundred
teachers in it, find ten
and meet with them
informally to read and
talk about this. Take
turns reading and
reporting on what you
read, go to different
seminars, and hear the
different gurus.”

At the end of an ap-
proximate six-month
time period, Tribus
says it is time to “gain
know-how,” which
can be done by apply-
ing some of the key
concepts at the
classroom level. “You,
the teachers, perhaps
the senior students,
and a consultant
should do some ex-
perimenting for about
a year. At the end of
a year, you will have
some evidence of what
it means to try to run
with quality. Take the
results of that and
discuss it with your
faculty. After that
discussion, it's time to
g0 to the school board.”

Tribus asserts that a presentation to
the school board should not be made to
gain approval for what is being done.
“Assume you have approval,” he says.
“Tell them what you want them to do
to help you improve these things you
have been working on. You should have
been able to do this all on your existing
budget. This is how you get started,
and from there it will take off.”

The rationale behind the formation
of the initial team is that learning is a

.social activity, Tribus maintains.

“Learning all by yourself is very dif-
ficult,” he comments. “You need to
create a little social environment in
which to learn. And if what you're
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learning involves a paradigm shift, you
must try it out as quickly as possible.
Good judgment comes from bad
experience. You develop wisdom from
your mistakes.

“By inviting the students, who are
the customers of this education, to
participate with you, you begin to
achieve a paradigm shift. In industry,
the paradigm shift can be explained by
the fact that the workers at the bot-
tom have brains, but it’s hard for the
people at the top to accept that. They
believe the reason they’re at the top is
that they're the smartest. People at the
bottom are obviously there because
they're the dumbest.

“If you organize society and teach
people that, they like it and it rein-
forces itself. You have what we have
today—people at the top convinced
that they're there because they're
superior and the people at the bottom
are there because they're inferior. Even
the people at the bottom begin to
believe it. It's a very bad way to view
the world, but there it is.

“So I have a rule. Whenever an
improvement is made, the lowest-level
person who participated should tell the
story of the improvement at the
highest possible level in the company,
so that the people at the top are hear-
ing things that they find incredible
from people they really didn't believe
in before. That is part of the strategy
for getting people at the top to realize
that there is a lot of brainpower at
the bottom.”

How do team members guard
against competitive urges to dominate
the group? “Competition will hap-
pen,” Tribus says, “and your job as
administrator 1s to ameliorate it, not
eradicate it, as best you can. That’s the
point at which | have a consultant
come 1n, because the consultant begins
to add the quality discipline that peo-
ple dont recognize they neced. The
consultant will have the group decide
what they are trying to do, make sure
that what they say is operational, and
then focus on how they will do it and

how they will measure the quality of
it. As people start to work on those
things, the competitiveness beg:ns to
fall away.”

But how do schools know a good
consultant from one who is mediocre?
“First of all, you have to know that
this person is competent in quality
management principles. You find out
if they have any other customers, and
you talk to those customers, asking
specific things they have done. Then
you have to make sure that the
chemistry between you and this con-
sultant is good.”

What about the role of statistical
variation, which is an integral compo-
nent of TQM? Are there particular dif-
ficulties in learning and applying the

“It takes a
quality exper-
lence to create
an independent
learner.”

key statistical concepts? Tribus
believes that the basic statistical con-
cepts are not difficult to comprehend.
“We're not talking about what hap-
pens in Stat 101, or a course that
educators all have to take. We're talk-
ing about something that is very, very
simple. There isn't a single statistical
tool that we teach that can't be learned
in an hour.”

Preferring to call statistical variation
“data evaluation,” Tribus stresses that
children can learn it easily as well. “As
soon as kids are big enough to use a
calculator and to know what addition,
multiplication, and division stand for.
tiey can do all the statistics that

they need.”
What Will Students Gain?

If TQM is adopted, Tribus says that
gains for students will include a
recognition that systems must be
treated holistically, rather than “as in-
dividual pieces. Another concept they
will learn is the whole idea of statistical
variation, while another is an organized
way of understanding cause and effect,
always looking for causes and trying to
see them in a systematic way.

“We use the word system in two
senses,” he adds parenthetically. “One
sense is that things are systematic,
meaning you have an algorithm or a
way of doing things. In the other sense
of the word, you consider a collection
of interacting things we have isolated
in our minds for study to see how they
act on one another and how the
actions and resulting actions all create
a dynamic.

“When we say the problem is
systemic,” hc continues, “we mean
that the problem arises because of the
structure or behaviors of the system in
the second sense, not in the first sense.
When we say, ‘TQM is holistic,” we
mean TQM is a system in the first
sense, treating systems as a whole.”

Students also learn to be analytic
about their own educarion, Tribus
maintains. “They learn to analyze
what they learn and how they learn it
so that the activity of learning itself is
something they become good at, and
becoming good at the activity of
learning is an end in itself because they
identify that with quality.”

Tribus, who is convinced that TQM
is essential to transform the present
educational system, sums up its occa-
sionally elusive philosophy in a
sentence. “l heard a wonderful
explanation in Japan. They said, ‘You
promote and reward people for
individual performance; we promote
and reward people for getting other,
people to perform well. That's
the difference.”
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DEMING'S ORIGINAL 14 TQM POINTS*

1 Create constancy of purpose toward impcovement of product and service, with the aim to become competitive and to
stay in business, and to provide jobs. 2 Adopt the new philosophy. We are in a new cconomic age. Western management
must awaken to the challenge, must learn their responsibilities, and take on leadership for change. 3 Cease dependence
on inspection to achicve quality. Eliminate the need for inspection on a mass basis by building quality into the product in
the first place. 4 End the practice of awarding business on the basis of price tag. Instcad, minimize total cost. Move
toward a single supplier for any onc item, on a long-term relationship of loyalty and trust. 5 Improve constandy and
forever the system of production and service, to improve quality and productivity, and thus constandy decreasc costs.

Institute training on the job. T Institute leadership. The aim of supervision should be to help people and machines
and gadgets to do a benter job. Supervision of management is in need of overhaul, as well as supervision of production
workers. 8 Drive out fear, so that everyone may work cffectively for the company. 9 Break down barriers between
departments. People in research, design, sales, and production must work as a team, to foresee problems of production and
in use that may be encountered with the product or service. 10 Eliminate slogans, exhortations, and targets for the work
force asking for zero defects and new levels of productivity. Such exhortations only create adversarial relationships, as the
bulk of the causes of low quality and low productivity belong to the system and thus lie beyond the power of the work
force. 11 A: Eliminate work standards (quotas) on the factory floor. Substitute leadership. B: Eliminate management
by objective. Eliminate management by numbers, numerical goals. Substitute leadership. 12 A: Remove barriers that
rob the hourly worker of his right to pride of workmanship. The responsibility of supervisors must be changed from sheer
numbers to quality. B: Remove barriers that rob people in management and in engineering of their right to pride of workman-
ship. This means, inter alia, abolishment of the annual or merit rating and of management by objective. 13 instimee
a vigorous program of education and self-improvement. 14 Put everybody in the company to work to accomplish the
transformation. The transformation is everybody's job.

DEMING'S POINTS MODIFIED BY STUDENTS AT MT. EDGECUMBE HIGH SCHOOQL, SITKA, ALASKA

1 Create constancy of purpose toward improvement of students and service. Aim to create the best quality students capable
of improving all forms of processes and entering meaningful positions in society. 2 Adopt the new philosophy. Educa-
tional management must awaken to the challenge, must learn their responsibilities, and take on leadership for change.
3 Work to abohsh grading and the harmful effects of rating people. 4 Cease dependence on testing 0 achieve quality.
Elinunate the need for inspections on a mass basis (standardized achtevement tests, nunimum graduation exams, etc.) by
providing learning expernences which create quality performance. 5 work unth the educational mstitutions from which
students come. Mininuze total cost of education by imp+ -ving the relationship with student sources and belping to improve
the quality of students coming into your system. A single source of students coming into a system such as junior high students
moving into a high school 1s an opportunity to build long-term relationships of loyalty and trust for the benefit ¢/ students.
Improve constantly and forever the system of student improvement and service, t~ improve quality and { roductivity.
T Institute education and tratning on the job for students, teachers, classified staff and admmistrators. 8 Instituse leadership.
The aim of supervision should be to help people use machines, gadgets and matenals to do a better job. 9 Drive out fear,
so that evervone may work effectely for the school system. Create an environment which encourages people to speak
[reely. 10 Break down barners between departments. People in teaching, special education, accounting, food service,
adnunistration, curnculum development and research must work as a team. Develop strategies for increasing the cooperation
among groups and individual people. 11 Eliminate slogans, exhortations, and targets for teachers and students asking
for perfect performance and new levels of productiwity. Exhortations create adversanal relationships. The bulk of the causes
of low quality and low productivity belong to the system and thus lie beyond the control of teachers and students. 12
Eliminate work standards (quotas) on teachers and students (e.g., raise test scores by 10%, and lower dropouts by 15%).
Substitute leadership. 13 Remove barners that rob the students, teachers and management (principals, superintendents
and central office support staff) of their right to pride and joy of workmanship. This means, inter alia, abolition of the
annual or ment rating and of management by objective. The responsibility of all educational managers must be changed
from quantity to quality. 14 Institute a wvigorous program of education and self-improvement for evervone.
15  Put evervbody in the school to work to accomplish the transformation. The transformation ts cvervbody’s j0bh.

From Demung. W.E. (1986). Out of the Cnsis {(pp. 23-24). Cambridge. MA: MIT Center for Advanced Engincering Study.
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TQM in Education: The Theory and How to Put it to Work

By Myron Tribus

W. Edwards Deming often says, "Expe-
rience alone teaches nothing.” If you do
not have a theory to provide a framework
to understand your experience, you do not
accumulate 30 years of experience; you
merely repeat one year 30 times.

By "theory,” we mean a connected set
of concepts residing in our heads. The
concepts represent our image of "reality.”
We use them to make predictions about
how our future depends on our actions.

The purpose of this essay is to des-
cribe how the theory of management devel-
oped by W. Edwards Deming may be ap-
plied to the educational process. The
theory was originally developed to improve
the management of manufacturing enter-
prises. Over time it has been extended to
service industries, government, and even
not-for-profit enterprises. It is important
to consider how best to apply the theory to
education.

By what criteria should we judge a
theory of management in education?

We have no shortage of proposals for
reform in education, nor a shortage of
good ideas and research results. The task
is not just to pick one of them, but rather
to develop a comprehensive approach
within which to implement the many good
works known to us. The theory of man-
agement developed by Dr. Deming provides
an excellent framework within which to
examine proposals for improvement.

Any theory of education reflects the
philosophy, either explicitly or implicitly,
of the philosopher. Education is the
means whereby adults pass on to children
their beliefs, values, and desires for the
future. Whatever is done in education
represents a philosophy and a system of
values -- our beliefs regarding the good,
the true, and the beautiful.

The Deming theory of management is
based on a humanistic philosophy. It
begins with the belief that all people are
educable, that they want to do a good job

and they deserve respect. They are not
born mean, but can be made so. The
philosophy behind the Deming approach
values the self-esteem of those who learn
and those who teach.

The Deming theory of management
goes beyond the historical views of man-
agement in specifically recognizing the
impact of the system on the behavior of
people. Deming often cites a rule he at-
tributes to Juran:

When t ~re is a problem, 85 percent of
the time it is with the system; 15 percent of
the time it will be with the workers.

Lately Dr. Deming has suggested the
numbers should be 85 percent and 5 per-
cent. To deal with a problem, therefore,
Deming advises to begin with an examina-
tion of the system that an overwhelming
amount of the time, he argues, is the
source of the probiem.

Concern for how people respond to
managerial actions is crucial to the suc-
cess of quality management, which is why
Deming emphasizes the need for managers
to understand elementary principles of
psychology and the scientific basis for
these principles.

Deming's view takes into account
statistical variation. He calls for manage-
ment by fact, which implies collecting data
and analyzing them statistically before
decisions are made.

Because Deming views systems as the
means whereby human wealth and happi-
ness may be obtained, he warms against
managerial actions that lead to less than
optimurn system perforrnance. He espe-
cially argues against managing each com-
ponent as though it were separate from
the others, an approach that occurs, for
example, when accountants try to make-
each activity its own "profit center."

Deming warns against approaches
that pit the person against the system or
against other persons. Deming believes in
personal responsibility, but goes beyond
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that concept to consider the special re-
sponsibilities of those who manage sys-
tems. Conventional approaches to man-
agement, i.e., as discussed in Fortune
Magazine, often dwell upon the rewards of
management, e.g., by publishing annual
salary surveys. Deming dwells upon the
obligations of management.

A satisfactory theory of education
should address the teaching/learning pro-
cesses as central to the mission of the
institution, and it should bring to bear on
these processes tools for improvement.

The theory should also address the
related issues of parental participation,
school administration, and teacher train-
ing and evaluation. A satisfactory theory,
therefore, should be "holistic." The theory
should take into account research in the
fields of education and social sciences.
The theory should have a scientific basis,
and a moralistic basis. It should be based
on an understanding of what is fair and
what is good for society, even if these de-
terminations in specific situations are not
always easy to make,

The fruits of education occur in the
future. A gsod system for the manage-
ment of education demands a long-range
perspective. Long-range planning requires
consistency of purpose, communicated to
all through a vision of what the enterprise
ought to be.

A really good system of management
will alter the goals and objectives of the
educational system, recognizing trends
and changes in the environment. In spite
of change, the basic philosophies of man-
agement and teaching should remain con-
stant.

Moving from the one-room school-
house to the computer-based modern
school should call for a change in meth-
ods, but not for a change in objectives and
philosophy.

If presented with a theory of manage-
ment in education, we should ask:

1. On what philosophy is it based? Is
the philosophy explicit?

2. What is the implied set of values be-
hind the theory?

3. What vision of the future motivates
the theory?

4, Is the theory holistic, i.e., does it rec-
ognize education as a system? Does it
deal with the teaching/learning pro-
cesses? With the responsibilities of
leadership and management?

5. Is the theory based upon and does it
make explicit use of:

a) Psychology of people, taken
individually and in groups?

b) Systems theory?

c) Statistical variation?

d) A theory of knowledge?

6. Does it identify a particular set of tools
and techniques to make it practical to
reduce the theory to practice? Do
these tools and techniques span the
activities from teaching, learning,
leading, managing, as well as relations
with people outside the system?

7. Is the theory capable of being:

a) Descriptive, i.e., provide lan-
guage and concepts that help us
understand what we see? Does it
increase insight?

b) Predictive, i.e., enable us to pre-
dict, with a reasonable probability,
what will happen in the future?
Does it help us to decide what to
observe? Does it identify leading
indicators of improvement?

¢) Normative, i.e., provide a guide
to action without being proscrip-
tive?

8. Has the theory ever been reduced to
practice with good results?

9. Does the theory call for widespread
participation and promote continuous
learning on the part of everyone in the
system, not just the students?

A holistic approach to management
requires concern with seven essential
elements: philosophy, vision, strategy,
skills, resources, rewards, and organiza-
tion. The omission of any one link in the
chain renders the theory inoperable.

Omit philosophy, and you have no
followers. Omit vision, and confusion
results. Omitting strategy produces false
starts. Without skills, the result is anxi-
ety. Without resources, you have frustra-
tion; without rewards, bitterness; without
organization, no coordination. With all
seven, you have success!
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Any approach to education should be
examined to see whether it deals with ali
of these seven elements.

People often demand that we prove,
ahead of time, that quality management
will work in their enterprise. They say,
"Sure, it works in industry. But can you
prove it works in education?"

Dr. Deming habitually responds to
such questions with the remark, "Survival
is not mandatory.” He knows there are
some things one cannot "prove.” To
“prove” is to demonstrate, by words and
logic, that something is true.

No one can prove a theory, but we can
disprove theories in many ways. For ex-
ample, we can prove logical inconsistency,
or supply counter examples. But we can-
not prove a theory. Even if we point to
years and years of social research support-
ing our contentions, this does not provide
proof.

We can often point to experiments
conducted in systems that were only par-
tially organized for quality management,
but these are capable of many interpreta-
tions and do not serve as proof. They do
not persuade those who are doubtful.

In many areas of life, "proof’ that a
normative theory works can only be expe-
riential. For example, unless you have
experienced cooperative learning, or inde-
pendent study, in competitive-free environ-
ments, there is no way anyone can "prove”
to you that cooperative education really
works. The best we can say is: "Try it.
Give it a chance. You'll like it."

In adapting quality management, orig-
inally developed for business enterprises,
we must keep in mind certain differences
between education and business:

- The school is not a factory.

- The student is not a "product." The
education of the student is the
product.

- Successful completion of the prod-
uct requires the student to partici-
pate as a worker, co-managing the
learning process.

- Teaching and learning are two differ-
ent processes. Teaching is
more akin to management than to
detalled supervision of activities.

Learning is more akin {0 research
and developmeni (R&D) than it is
to an assembly proness. Aitempts
to organize R&D as though it were
merely an assen:hiy of ideas to be
managed in the styiec of an assem-
bly line have been disastrous. The
same is true in education.

- In industry, quality management
requires every manager of every
process to identify a customer. If
a process has no output for which
there is a customer, why do it?
Educators are not habituated to
the concept of "customer.” They
are apt to believe that a process
should continue because "we've
always done it that way."

There are many "customers"” for the
product, i.e., for the student’s education.
In order of importance, they are:

]. The students themselves, for they
must live with the product for the
rest of their lives.

2. Their parents, for they, too, must
live with the product and they are
the ones who, in general, pay for
it.

3. Future employers, who will have
to pay to obtain the benefits of the
student's education.

4. Scciety in general, as represented
by governmental agencies, which
pay a large fraction of the cost of
the education and thus desire that
the student, as an adult, becomes
a contributing member of society.

The objective of every school or univer-
sity should be to provide for each student
opportunities to develop in four categories:

- Knowledge, which enables us to un-
derstand.

- Know-how, which enables us to do.

+ Wisdom, which enables us to set
priorities,

- Character, which enables us to
cooperate, to persevere, and to
become respected and trusted
members of society.

We refer to these four components as
the contents of the education. A theory of
management for education should consid-
er not only the contents, but also the sys-
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tem, environment, style, and processes

required to deliver the contents. Because

the contents will vary from school to
schooi and community to community, the
theory addresses how the contents are
determined.

Existing approaches to management in
education do pay attention to both the
contents, which too often considers topics,
(such as mathematics, science, art, Eng-
lish, and history} as independent topics,
not part of a system.

Likewise, existing appreaches treat the
method of delivery too often merely in
terms of the physical environment, the
schedule, and the methods of testing.
What distinguishes quality management
from conventional management are these
concerns:

1. Concern to define achievement by
reference to the purpose of education,
not standardized tests.

2. Concermn for processes instead cf or-
ganizations, to make form follow func-
tion.

3. Concermn for improvement of processes
instead of working only on outputs.

4, Concemn to involve all players in the
improvement process, not just the
faculty.

5. Concern that every persen in the sys-
tem understands how the system
works, what the system is supposed to
do, and how well it is doing it.

6. Concern to optimize the performance
of the system as contrasted to optimiz-
ing components of the system, i.e.,
beyond raising scores in specially
identified subjects.

7. Concem that ev-.cy person is educated
to participate in the improvement
process, i.e,, that everyone becomes
response-able. Too often conventional
approaches to management are con-
cerned only to identify people who are
responsible, Quality management is
more concerned about fixing the sys-
tem than fixing the blame,

In industry we have learned to pay
close attention to the processes that pro-

duce the goods and services. The impor-
tant principle derived from industrial expe-
rience is:

If you want to improve a product or

service, pay close attention to the

processes that produce the product

or service. Measurements on the

product or service proulde, at best,

lagging indicators. They are too

late to provide more than regrets.

Measuring the characteristics of

the process provides leading indi-

cators upon which actions may be

taken to insure a good resuit.

A keystone in the Deming philosophy
is the continuous improvement of all pro-
cesses. It is not important to identify, at
any cr.e moment, the best process some-
one else has developed.

Rather, the enterprise and its manag-
ers should learn to develop the habit of
continuous improvement. Any theory of
management that seeks the best process
for delivering a service and then organizes
itself to keep that process constant with
time is suspect.

Although today much attention is paid
to "benchmarking," that obsession should
be understood as a crutch for managers
who do not know how to make their organ-
izations obsessive about immprovement.
The justification given by most managers
for their focus on benchmarking is that it
supplies a motivation for the workforce.

"See how well they are doing 1t? We
ought to be able to do at least as welll" An
obsession with benchmarking relieves the
managers from having to lead the way in
improvement and of having to inspire
creativity in the workforce.

[ boards of directors understood theix
jobs, they would appoint as CEOs only
those who have demonstrated their ability
to lead people in the processes of improve-
ment.

School boards who understand quality
would look first at candidates for superin-
tendent by asking for strong evidence of
leadership couy i¢d with good managerial
skills. ‘
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Two Official Visions of the Future

By Myron Tribus

A vision for education must look
ahead to the time when the education
will be put to use, and must consider
the threats and opportunities those
being educated will face. The choice of
what to include under the headings of
knowledge, know-how, wisdom, and
character will depend upon this vision
of the future.

It is not enough to have a vision
that relates to how the contents of
education should change. We must
also understand the changes required
for the educational system itself. Un-
der quality management there is much
less of a focus on the curriculum.

Rather, the question is how should
the system change to adapt to, and
possibly influence, the future? The
vision should not only anticipate the
future, but should aim to meet the
future in the best possible way.

Educational systems are complex.
Teachers are professionals and should
be so treated. Teaching and learning is
what takes place when the teacher
closes the door and starts to speak.
The test of a vision for a school is the
extent to which it influences what hap-
pens behind the closed doors.

The Bush administration produced
two rather different visions for educa-
tion. The Secretary of Education pub-
lished "America 2000," which empha-
sizes national testing, high standards
for math and science, and improved
control over the physical environment
in schools, specifically reduced drugs,
greater safety, and better preparation
for schooling.

The second vision was from the
Secretary of Labor and is known as "A
SCANS Report for America 2000." (See
Table 1.)

In an addendum to the original

SCANS report, the Department of Labor
identified the following changes as
desirable for K-12 education:

e Teaching should be offered "in con-
text," that is, students should learn
content while sclving realistic prob-
lems. "Learning in order to know"
should not be separated from
"learning in order to do."

e Improving the match between what
work requires and what students
are taught requires changing how
instruction is delivered and how
students learn.

» High performance requires a new
system of school administration
and assessment.

¢ The entire community must be
involved.

The vision of the U. S. Department
of Education is basically a call for a
return to older paradigms of education,
with an emphasis on testing and com-
petition.

Within that framework, schools are
encouraged to try something new, any-
thing. The underlying premise of the
America 2000 approach s that having
schools compete with one another is
"good." The free market approach to
education is "good." Developing nation-
al testing programs, which score and
rank one school against another is
"good."

America 2000 also calls for safe
schools, elimination of drugs, and other
enhancements in the school environ-
ment. ltis legitimate to ask: "Why
hasn't this been undertaken earlier?
Why are these new goals for the fu-
ture?”

1 conclude that America 2000 does
not begin with a vision of the future. It
seems to be aimed only at repairing
what is obviously wrong today. 1t is
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Table 1: The SCANS Report
Workplace Know-How

The know-how identified by SCANS is made up of five competencies and a three-part

foundation of skills and personal qualities that are needed for solid job performance.
These include:

COMPETENCIES -- effective workers can productively use:
* Resources -- allocating time, money, materials, space and staff:

* Interpersonal Skills -- working on teams, teaching others, serving customers,

leading, negotiating, and working well with people from culturally diverse back-
grounds;

» Information -- acquiring and evaluating data, organizing and maintaining files,
interpreting and communicating, and using computers to process information;

» Systems -- understanding social, organizational, and technoiogical systems,
monitoring and correcting pcrformance, and designing or improving systems;

* Technology -- selecting equipment and tools, applying technology to specific
tasks and maintaining and troubleshooting technologies.

THE FOUNDATION -- competence requires:

* Basic Skills -- reading, writing, arithmetic and mathematics, speaking, and
listening.

* Thinking Skills -- thinking creatively, making decisions, solving problems, seeing
things in the mind's eye, knowing how to learn, and reasoning.

» Personal Qualities -- individual responsibility, self-esteem, sociability, self-man-
agement and integrity.
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certainly a step in the right direction,
but it represents a limited, near-term
vision, at best eight years out.

The SCANS report, on the other
hand, presents a table of competencies
that industrial representatives iden-
tified as necessary to a flexible, compe-
tent work force in the future.

In my opinion it is a much better vi-
sion for the future of education and
provides much better guidance to edu-
cators. The proper test of a vision
statement is not how high sounding it
is, but rather whether it helps those
who are trying to fulfill the vision.

A major strength of the American
system of education is that the U.S.
Secretary of Education does not have
much power! Educational policy is in
the province of the individual states,
and within the states often is set by
counties and school districts.

It seems to me that for the health of
the nation, we should nurture diversity

in educational approaches. We nurture -

"seed banks" to assure that in the fu-
ture, no matter what plant diseases
may arise, there will be a multiplicity of
seed types from which we may obtain
new strains.

Diversity in education should be re-
flected in the choices made with respect
to the balance among knowledge,
know-how, wisdom, and character; as
chosen by different school districts.

I submit that it is healthy for the
nation if different schools define these
contents differently, but I also believe
no school should omit any one of them.

My coniclusion from studying the
two reports is that it would be better
for the country if the federal Depart-
ments of Labor and Education were
combined. In any case, neithier depart-
ment, fortunately, has control over the
contents of an education.

The main point I would make is
that while quality management uses
techniques to assure that whatever is
done is consistent with the aims and

goals of the enterprise, it does nct dic-

tate these aims and goals. Thus it

seems incumbent on the local school
boards and communities to decide for
themselves what to include under the
four headings: knowledge, know-how,
wisdom, and character.

When discussing knowledge and
know-how, it is important to define
levels of competency associated with
each. Thus we may desire that chil-
dren at the fourth grade become com-
petent in using a computer, but the
level of competency to which we aspire
for them should be different than for a
university student.

The concept of level of competency
is not new in education. Educaters will
recognize at once the relationship of
these definitions to Bloom’s taxonomy:
Level 1: Recall, remembering knowledge
Acquire by: reading, viewing, listening,.

Tell, name, list, define. Who? When?

Where?

Level 2: Understanding, comprehension

Develop by: explaining, developing
vocabulary, reflecting what has been
said.

Demonstrate by: Giving main idea, pre-
dicting, evaluating cause and effect.

Level 3: Problem solving -- Given this,

find that.

Develop by: Solving "textbook type"
problems.

Demonstrate by: Solving problems on
tests, providing relationships, formal

‘ presentations of solutions.

Level 4: Creative application, identify-

ing problems in fuzzy situations. Cre-

ating new methods of solution for new
classes of problems.

Develop by: Problem formulaticn in a
variety of circumstances.

Demonstrate by: Original work, pub-
lishable in a journal cr converted to
product or service of use in the market
or acclaimed by audiences.

When the school board, the super-
intendent, principals, parents and
teachers, with some student represen-
tation, develop a specification for the

~3
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contents, each competency must be
described with reference to a level,
using an agreed-upon scheme such as
the one illustrated above.

Students should have a hand in
developing agreed-upon descriptions of
levels of competence. Only then can
they become partners in improving the
processes of teaching and learning. Of
course the degree of participation will
dezend upon the ages of the learners.
For adults the participation should be
as equals.

My colleague, Theresa Hicks, has
demonstrated that students can con-
tribute even at the level of the second
grade. At this level, they require con-
siderable coaching, of course, but enor-
mous implications for their future de-
velopment as responsibie co-managers
of their education result from this kind
of participation.

A useful tool for specifying knowl-
edge and know-how is the "Quality
Characteristics Evolution Diagram" or
tree diagram illustrated in Figure 1.

The deveiopment of character is
considered to be of paramount impor-
‘ance in kindergarten and the early
grade school levels. As students move
higher and higher in the educational
system, wisdom and character receive
less and less attention, uniil, at the
level of the university, only the football
coach s+ :ms {o care about the develop-
ment or character.

By character, we mean a collection
cf traits, such as honesty, initiative,
curiosity, truthfulness, integrity, coop-
erativeness, initiative, self esteem, hu-
mility, ability to work in groups, ability
to work alone, perseverance, trustwor-
thiness, conviction, principled.

Each school district should gener-
ate its own list of the character traits it
wishes to see in its students. The list
should be developed with broad partici-
pation, including parents, representa-
tives from industry, teachers, students,
and the administration.

The selection of desirable character
traits will not always be easy. For ex-
ample, every community has questions
regarding religious and sex education.
The question of prayer in schools has
been discussed ad nauseam, but no
matter how the courts may rule and no
matter how the matter may be decided
legally. proponents of various views will
not be silenced easily.

Quality management techniques
such as'nominal group technique, af-
finity diagrams, and other methods to
organize thinking about complex prob-
lems provide methods for developing a
consensus on difficult issues.

The key to developing wisdom and
character is inquiry or project-centered
learning. Students should undertake
to do something they recognize as im-
portant and rewarding to do. It should
be fun and serious at the same time.

The project should have an outnut,
such as a service or a product. It could
even be a proposal for legislatiorn. The
output could be an improvement in an
activity within the school. Whatever is
undertaken, there should always be a
customer for the output.

We visualize the quality-managed
school as developing its educational
program around a number of student
projects. Projects lend themselves to
cooperative learning. Teachers and
students can observe barriers to coop-
eration and can identify non-coopera-
tive behavior.

Many educators have learned that
when students engage in a project that
serves others it brings out the best in
students. Even those who were previ-
ously seen {o be "problems" perform
better.

The main difficulty for most teach-
ers and administrators in project-ori-
ented education is the changed rela-
tionship between teacher and learuer.
It is harder for the teacher to prepare a
"lesson plan.” In addition, methods to
evaluate what has been learned are
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more subtle.

In the old-fashioned approach, the
students may be observed sitting silent-
ly as the teacher presents the informa-
tion. Having presented a well-defined
content, the teacher then uses a stan-
dardized test to see what the students
have retained. The results of a stan-
dard test allow comparisons to be made
among students or with other classes
and with national norms.

Unfortunately, though the conven-
tional approach is easier on teachers
and provides "objective numbers" that
may make some people feel better or
worse, it does not address the purposes
of education.

National tests do not touch upon

the development of wisdom and charac-
ter. They do not deal with know-how.
They are harmful to students because
half are in the lower 50 percentiles.
And teaching to achieve test scores is
boring for students and teachers alike!

Students at Mt. Edgecumbe High
School in Sitka, Alaska, after a few
years of experience with quality man-
agement methods, illustrated the
changed relationship between teacher
and learner as shown in Table 1.

The development of wisdom and
character require different methods of
instruction. This fact has been recog-
nized in the second SCANS report.

The differences are summarized in
Table 2.

5.’\
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Table 2: Roles of Teachers and Students

Teachers Do to Do for Do with Enable
Students No choice Caplive Dependent, Independent

Captive Passive accepting investigator,

Antagonist Dependent follower seeker of

knowledge; joy
Let me out! I'm OK It's OK in learning
-~ - == Direction of increasing autonomy ------- -

Table 3: The conventional classroom compared with the SCANS classroom

From the conventional classroom:

To the SCANS classroom

Teacher knows answers.

More than one solution may be viable and
teacher may not have it in advance.

Students routinely work alone.

Students routinely work with teachers,
peers, and community members.

Teacher plans all activities.

Students and teachers plan and negotiate
activities.

Teacher makes all assessments.

Students routinely assess themselves.

Information is organized, evaluated,
interpreted, and communicated to
students by teacher.

Information is acquired, evaluated,
organized, interpreted, and communi-
cated by students to appropriate audi-
ences.

Organizing system of the classroom is
simple: one teacher teaches 30 students.

Organizing systems are complex;
teacher and students both reach out
beyond school for additional information.

Reading, writing, and math are treated
as separate disciplines; listening and
speaking are often missing from the
curriculum.

Disciplines needed for problem solving
are integrated; listening and speaking
are fundamental parts of learning.

Thinking is usually theoretical and
"academic.”

Thinking involves problem solving,
reasoning, and decision making,

Students are expected to conform to
teacher’s behavioral expectations;
integrity and honesty are monitored

by teacher; student self-esteem is often
poor.

Students are expected to be responsible,
sociable, self-managing, and resource-
ful; integrity and honesty are monitored

thin the social context of the classroom;
students’ self-esteem is high because they
are in charge of their own learning.

Source: Fort Worth Public Schools
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Putting Quality Management to Work in Schools: Getting Ste.ted

By Myron Tribus

If quality management is to be suc-
cessfully applied in schools, the trans-
formation must be led by an adminis-
trator, i.e., superintendent, principal,
headmaster or headmistress, etc. What
does that person do?

Figure 1 presents a process for
getting started. This chart, called a
Deployment Flow Chart, is one of the
more powerful tools of quality manage-
ment. It is not the only way to start,
but it demonstrates some of the ele-
ments required for success.

The chart shows how personnel are
deployed to accomplish a task. Deploy-
ment Flow Charting displays the work
and how staff members interact with
one another and the process. It is the
only tool that displays these elements
on one sheet of paper. The arrows
leading into the boxes tell who should
supply leadership. The drop shadow
indicates that more detail is to be found
on another related diagram.

The objective is to bring about a
state in which all elements of the
school work together in common puz-
pose. This objective does not mean
that it is impossible for an individual
teacher to put some of the ideas to
work in the classroom until everyone
has agreed to the overall effort. If ev-
eryone waits for the leaders in educa-
tion to start, we shall wait forever.
Sometimes individual teachers have to
begin anyway and do what they can.

However, unless the entire system
is changed, the individual teacher will
be frustrated. I would not advise
teachers to wait until the entire system
is improved before experimenting. Just
be prepared for battles!

We should be grateful to those
hardy pioneers who went ahead any-
how, without waiting for the entire sys-

tem to change before they tried quality
management in their limited areas of
control. They have provided us with
tangible evidence that the approach
works (in a limited way) and have given
us a glimpse of how things could be.
To a certain extent, the introduc-
tion of TGM in a school is more easily
accomplished in connection with ad-
ministration and maintenance, for
these activities are similar to many

activities already carried on in industry.

In these applications, considerable help
can be obtained from people in indus-
try who are aiready practicing quality
management.

Locate nearby companies already
involved in TQM. Experience shows
they are often willing to help.

Introducing TQM in the classroom,
however, is more of a chalienge. Fewer
people are around to help. Although
the new paradigm for quality education
differs from the approaches mandated
by many people in authority in the
school system, it is not that far re-
moved from what many teachers want
to do but cannot because the system
will not allow them.

AASA has established a network of
people interested in TQM in education
and those who wish to pioneer can
obtain considerable help from others of
like mind who have signed up for the
network. All that is required is a fax
machine and the address list.

These things characterize TQM in
the classroom:

1. The student as co-manager of the
teaching/leaming process.

The teacher and learner should, at
the beginning of every session, and
especially at the beginning of the se-
mester, review and discuss their mutu-
al objectives. The teacher should re-

(Op]
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Figure 1: Deployment flow chart. A way to put quality management to work in schools
Parents |Industry | Schl Bd Supt. |Principal | Admin |Teachers ]Students " Consultant
(Agree to try one school )
Meeting to discuss what is involved in
starting TQM in this school. Develop
consensus regarding objectives. Ask
for volunteers for steering committee
1
l Form TQM Steering Committee I-——-( )
Develop Statement of Philosophy,
Vision, Aims, Mission of School ——O
) and Core Values
?—
Provide Training for a few teams
working on projects selected
incooperation with the steering
committee
Formal Presentation of the results of the improvement efforts to all
stakeholders. Seek support for continuance.
One way to get started, with leadership from the top. The lines show who should provide leadership in
the activities. In this example, the school principal is the leader. The small circles indicate help from the
consultant. Each box represents a task. The elongated boxes with rounded comners represent meetings.
A drop shadow on a box indicates that more detail can be found in another diagram. (Based on a
suggestion from Larrae Rocheleau, Superintendent, Mt. Edgecumbe High School, Sitka, Alaska)
view and develop class consensus on come this handicap.
the knowledge, know-how, wisdom, and As one moves higher and higher in
character trait he or she expects to be the system, students become less eager
developed. This is the most important to learn particular subjects. "Do I have
step in the process, for without a con- to take algebra?" they ask. If the an-
sensus concerning what is to be done, swer is "Yes, you must; it is required,”
the cooperation so essential to co-man- the teacher may be asserting authority
agement will not develop. but it is unlikely that the student will
At the lowest levels, say in K-12, be ready to give the extra effort that
teachers rarely need to argue with the leads to a quality result.
children about what should be learned. One of the most important tasks of
Experience shows they are eager learn- a teacher is to provide a basis for inter-
ers at that level, unless their home nal motivation toward a subject. This
conditions have militated against it. is why the SCANS report emphasizes
Head Start and similar programs pro- the doing of work as a part of learning.
vide examples of what to do to over Applications of algebra to everyday life
Q 6 :’:
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are plentiful, and a good teacher can
always show examples that will interest
most students.

People learn best when they feel the
need to know. Projects will inevitably
deal with the need for algebraic manip-
ulations and these ought to be intro-
duced before students are formally
introduced to algebra. With such expe-
riences behind them, students are more
likely to accept that it is a rational
requirement.

In the end, of course, people often
have to "take" something they do not
want. In a T@QM-managed school, how-
ever, this forced feeding will be a rare
event.

An essential part of the consensus
building is the definition of the levels of
competence required. The teacher
should have in mind some minimum
level to be required of all students but
should not inhibit those who wish to go
beyond.

Consensus should be established
on how the competence is to be dis-
played, what the students have to do to
demonstrate they have achieved the
level of competence agreed upon, how
they are expected to acquire it, and
how the teacher will help. How the
teacher and learner will know the com-
petence has been attained should also
be agreed upon.

Many teachers have had such poor
experience with students that they do
not believe that a consensus can be
developed and that the students will
then stick with it. Teachers have de-

teacher establish better discipline, self
discipline, than could be achieved be-
fore.

The teacher may have to intervene
to prevent the children from becoming
too harsh in dealing with students who
disturb the learning environment. The
teacher may use these occasions as a
way to introduce elementary consider-
ations of psychology in a practical con-
text.

2. Using internal rather than exter-
nal motivators.

One of the most difficult aspects to
let go in the older paradigms in educa-
tion is the use of external motivators to
make the children do what is desired.
"Spare the rod and spoil the child" lives
on in the minds of many teachers and
parents, even when physical abu. : is
prohibited by law.

Teachers who pioneer in quality
management in the classroom and rely
on intrinsic motivation will have to deal
with criticism from well-meaning col-
leagues, parents, school boards, and
even some unenlightened employers.

For most teachers, the problem is
not so much just to let go of the old
ideas. Rather it is knowing what to do
instead. So many of us are habituated
to using external motivators that we
often feel we are not doing our jobs if
we leave them out.

Examples of unhealthy external
motivators include these:

a) Competitions for prizes

b) Grading students "on the curve"

c) Threats regarding poor perfor-

scribed their experiences in producing mance
this consensus, even in inner city d) Special honors for good perfor-
schools and with students from hornes mance

where drugs and child abuse are com-
mon. These reports are becoming
available now and are most heartening,

Theresa Hicks, who has been exper-
imenting with this approach in the
second grade, says the children are
fascinated ‘with the chance to help set
the rules. They will often help the

€) Segregation of students into

different classes by "ability"

f) Criticism without appreciation of

accomplishment.

Internal motivators are called into
play when a learner understands what
it means to do something very well, has
had a hand in setting the rules where-
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by an excellent job is to recognized,
knows that someone shares the joy of
knowing the job was well done, and is
taught to self-assess the work as it is
ongoing,.

The key is not just to make stu-
dents responsible, it is to make them
respons-able. _

When we say that students should
be made response-able, we mean that
the teacher should make certain the
learner has available the tools required
for self improvement and for improve-
ment of processes.

Older students can profit from the
excellent boc: by Covey.

Seeing self improvement when it
has been documented is a pleasure.
This is the strength of the Boy Scout
and Girl Scout merit badge system.

The badge shows that the student
has been examined by someone who
agrees that the work done was of good
quality. It was not part of a contest.
Anyone wno can do the required tasks
can earn one.

The standards are {or should be)
rigorous. The examiner helps the
youngster if the job is not right and
provides coaching to get it right. The
badge does not signify that someone
else has been beaten. It signifies con-
quest of self.

A powerful stimulant to internal
motivation is to be part of a team in
which each member of the team relies
on the output of the other team mem-
bers. This self motivation, which is so
evident in sporting events, also takes
place in group projects. For example, a
team of second graders decided, with
encouragement from their teacher, to
develop an inexpensive egg incubator
that might be used to help protect en-
dangered species.

With this objective in mind, the
teamn needed to investigate such topics
as at what temperature to maintain the
eggs, how to protect the eggs, what to

do when the eggs hatch, etc. Each
student investigated a different part of
the project and reported back to the
group. The internal motivation was
intense. Reading, listening, and pre-
sentation skills were developed almost
as a by-product.

The cooperative spirit can be quick-
ly destroyed if students are set to com-
peting for grades.

The teacher should discuss with
the students:

a) the objectives for the class, in the
development of wisdom and character:
b) how the teacher and the students
dents will know whether they are pro-
gressing.

Of course this means the introduc-
tion of topics not normally introduced
at the lowest grade levels, but the omis-
sion of this emphasis on the develop-
ment of wisdom and character is a
modern phenomenon.

A review of the McGuffey readers
used so widely at the turn of the centu-
ry shows deep concern for the develop-
ment of character and wisdom that our
forefathers had. For a generation of
youngsters growing up on farms, it
probably worked, for a farmer cannot
be of poor character and succeed.
Nature is more unforgiving than an
urban society.

I do not propose. to redeem to the
McGuffey readers, for they are inappro-
priate to our times. The objectives
remain, however; the means should
change.

Some principles carry over, un-
changed, from industrial experience
Experience with quality manage-
ment in industry may be distilled into a
few simple principles.
The Process-First Principle:
The quality of the product is de-
termined by the quality of the
process that produces it. If you
want to improve a product or
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service, concentrate on improv-

ing the process that produces it.

Assistant Principal Franklin P.
Schargel of the George Westinghouse
Vocational and Technical High School
in Brooklyn gave me the following ex-
ample of the application of this princi-
ple.

The administration was concerned
over the number of students failing
their subjects. Student failures are
extremely expensive, for they create in-
creased costs in money, time, and effort
in later years. At some critical value of
failure rate, the entire system will come
to a halt.

The process leading to success or
failure involves the giving of assign-
ments, discussion with students,
homework, testing, and the general
interaction of the teacher with the
class.

A flow chart may be made by stu-
dents and teachers depicting the pro-
cesses that occur between the time the
student receives an assignment and it
is completed and evaluated.

A study of students who were fail-
ing showed that the critical problem
was their failure to do the homework.
Other problems revolved around lan-
guage, reading ability, etc., but a Pareto
diagram of the causes of failure showed
that this was by far the largest item.
To reduce failures, therefore, the learn-
ing processes of the failing students
had to be changed.

The causes behind the failure to do
homework were examined; the process
associated with just doing homework
was studied in detail, and several rea-
sons for failure to do homework were
found. Most were beyond student con-
trol (i.e., systems problems -- Juran’'s
principle).

Therefore, special time was set
aside during the school day and stu-
dent tutors were assigned. In short
order, the failure rate declined by half.
By concentrating on the processes and

)

not just increasing the pressure on
teachers or students for the desired
result, the failure rates were reduced.

At Mount Edgecumbe High School
in Sitka, Alaska, students were taught
to analyze their own study habits, after
which the results on tests improved.
But more important than that, they
participated with their instructor in
examining all aspects of the teaching/
learning process. The teacher also
changed what he was doing. By con-
centrating on the process, together they
improved the product.

The role of tests and testing

Deming’s Point #3 is "Cease depen-
dence upon mass inspection."

This point translates directly into
education. The change parallels what
has been learned in industry. For
years American managers hired inspec-
tors to inspect the work of employees.
Quality did not really improve; rather,
the poor quality work did not get out.
Costs went up and the customer saw
mostly what was just good enough to
pass inspection.

Dr. Deming told me that when he
went to Western Electric in the 1920s,
30,000 people were making telephone
sets and 10,000 people were inspecting
their work. The job of the workers was
to get their product past the inspectors
and the job of the inspectors was to
catch them if they did something
wrong. This is no way to reduce cost.
It is no way to achieve improved tele-
phones. It is no way to work.

The only legitimate purpose of an
examination in the classroom is to help
the teacher and learner decide what to
do next. Students and teachers should
agree on what is to be accomplished,
how it is to be judged, what level of
competence is minimally acceptable,
and how it will be demonstrated. Stu-
dents at Mount Edgecumbe High
School coined the phrase, "If it isn’t
perfect, it iLn’t done."
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This does not mean that all work is aim to develop the best list of demon- .
equivalent. Some students may aim for strated competencies they can. The
a higher level of accomplishment. For school should describe the minimum .
example, one student developed a com- standards to which all students are
puter program giving an encyclopedia- held. This description should include
like discussion of certain plants in complete details insofar as the adminis- l
Alaska. So did other students. Each tration and faculty are prepared to
student handed in perfect work but authenticate it.
some students made much more exten- The SCANS report gives a sample
sive contributions than others. dossier. This approach is much superi- .
Some people worry that without or to the giving of grades and the rank-
grades, potential employers will not be ing of students or schools.
able to judge potential applicants for .
employment. But grades do not bear How students help the teacher
upon the competencies cited in the first improve the learning process
SCANS report. Evidence of accomplish- Figure 2 shows an adaptation of a l
ment should be developed by citing "Quality Function Deployment Chart."
accomplishments. The rows represent the elements of
The second SCANS report proposed k... wledge and know-how the teacher .
that each student develop a dossier, and students have agreed represent the
with accomplishinents listed and learning objectives in the class. The
signed by appropriate faculty and oth- columns represent the experiences the .
ers who would attest to the correctness teacher has arranged for the students
of the descriptions. Students should to have.
Figure 2: Quality function deployment chart. An approach to improving the teaching/ .
learning process
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The intersection of each row and
column has room for two numbers.
These numbers represent the students’
and teacher’s evaluations of how well
the experience helped the student. The
numbering system should be worked
out (probably by a team of students) so
that when numbers are assigned they
have approximately the same meaning
to everyone.

The numbering systern should be
very crude, say O to 2 meaning "no
value,” "some value," to "very valuable."
The numbers, in themselves, should
not be given any significance, but the
ratings can be the basis for discussion
and improvemen

The main objective ~f the teacher is
to put quality into education, which
may be defined as "what makes learn-
ing a pleasure and a joy."

Some measures of student perfor-
marnce may be increased by threats, by
competition for grades, or by prizes,
but the attachment to learning will be
unhealthy. It requires a quality experi-
ence to create an independent learner.

Joy in learning is ever changing.
What is thrilling at one age is infantile

at another. Teachers must be ever
alert to engage the students in a dis-
cussion of what constitutes a quality
experience. The negotiations and dis-
cussions are never done. It takes con-
stant engagement to wed a student to
learning.

Once people have learned to walk,
they will not revert to crawling. Once
students have tasted the joy of learning
in an educadonal institution that runs
according to quality management prin-
ciples, they will not accept something
inferior. I have met only a few students
who have moved from a quality learning
experience to the conventional class-
room. They are so few that they have
no option but to keep a low profile
while they seethe in anger. They tell
me so.

As the quality revolution in the
classroom catches on and more stu-
dents understand what quality in edu-
cation can be, it is inevitable that they
will reach a critical mass. When these
students enter our universities in large
numbers, they will make a difference,
for that is the nature of their training,.

I look forward to that day.

6%
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On the Road to Quality

Toral Quality Management can provide the
continuing information and management support
all school personnel need to get a little

better every day at teaching and learning.

LEWIS A. RHODES

home when the office phone rang.

*You don't know me.” the voice
said. "1'm a middle school civics
teacher in Sioux City. | read your
Deming articles,” he continued, “and
| want you to know that for me
Deming is the last great leader of the
Enlightenment. . . . He's provided the
final. and missing, element of natural
law.”

Normally a comment like that
would have surprised me. But this
was one more of a series of unantici-
pated reactions evoked by an article |
had written six months earlier about
the acknowledged founder of the
quality movement., W. Edwards
Deming (Rhodes 1990). What was
going on? For example. “For an
administrator who just ‘hung it up’
after 29 years of tryving to influence
public education, | found Deming's
words heartening.” The most
frequent reaction, however, was "]
thought | was the only one who saw
possibilities for schools!™

These. and other reactions, were
different from those 1'd heard
regarding other “new™ ideas in educa-
tion. and they started me on a yearlong
quest to discover why. This article
suggest seme answers.

Iwas halfway out the door heading

~6

Why Quality? Why Now?

It's relatively easy to answer the ques-
tion. "Why has America suddenly
become so interested in quality?” One
need only listen to econom:: news
about America losing the productivity
race to world-class competitors.

However. it's more difficuit to find
answers to why these ideas are
proving so attractive to educational
practitioners. even before being touted
by university-based theorists or
outside reformers. Why the growing
interest and commitment when there
are no full working educational
*models™ as there are in other
systemic programs such as Outcome-
Based Education? Why such appeal.
when few can even agree on a defini-
tion of “quality™! And why such
seeming understanding now. after
decades of exposure to many of the
same ideas in the writings of organiza-
tional researchers and theorists such as
Drucker, Herzberg, Argyris. Likert,
Maslow, and McGregor?

Apparently Deming’s words and
ideas resonate with something that
many people already personally
believe is "right.”” The ideas seem to
validate long-held feelings of working
individuals who know they want to be
effective in their jobs, and who by and

large have given up on their organiza-
tions ever acting as if they believed it.
too. As one midmanager, whose orga-
nization had sent her to a Deming
seminar, realized with a shock, **You
mean our organization might actually
do this ... when now they're rewarding
people for doing just the opposite?”

1t's becoming clearer to me that the
power of Total Quality Management
concepts of Deming and others derives
(1) from their psychological and
value-driven base, and (2) from their
“totalness.” They deal with an organi-
zation's work processes as a single
system.

As one elementary teacher wrote to
me, “Schools have a head start over
industry in implementing quality
concepts because we have a better
foundation in psychology and human
development than industry.” On the
other hand. it's also clear why school
people don’t feel they can act on those
principles. The prevailing organiza-
tional paradigm has all the characteris-
tics of a dysfunctional family. That is,
its members believe that their present
roles and refationships (isolated practi-
tioners, relying on little but their own
experience and expertise to respond to
children’s needs) are the way things
are supposed to be. If there's a
problem, they — not their “*family™ —
are the ones responsible &nd in need of
fixing.

Until now, this dysfunctional condi-
tion has characterized mecst modern
organizations — not just schools.
Humans are born as purpose-driven,
trial-and-error learning, self-regulating
organisms. But most organizational
life limits this natural behavior.

EDUCATIONAL LEADERSHIP
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Regardless of what Herzberg's (1959)
research might have told us about the
power of intrinsic motivation and the
ineffectiveness of external rewards.
we could not imagine our work
settings existing without grading. eval-
uating. and labeling the people in it.
We could nct imagine that “top™ orga-
nizational ieaders would be willing to
give up what seemed like the power of
probiem solving and decision making
to those on the “bottom.™ Moreover.
with little experience to support it. we
really haven’t believed that total orga-
nizations could change.

So what happened? In a way,
W. Edwards Deming has done for
management of work processes what
Roger Bannister did for the 4-minute
mile. Deming’s work in Japan
provided evidence that something not
believed possibie was possible. Total
or_anizations could change. it could
cost less to produce quality results.
and the brain power of the workers on
the front line could be an organiza-
tion's most valuable resource.

A Student’s Eye View

Total Quality Management (TQM) has
been termed “a thought revolution in
management” (Kim 1991). For busi-
ness and industry. it created a funda-
mental paradigm shift by refocusing
attention on the “‘customer™ whose
needs. requirements. and potentials
must now drive the work process. In
industrial TQM., the voice of the
customer provides the information an
organization must have to remain
responsive. In education. our
paradigm shift also involves seeing
things through the eye of the customer.

1 started out the year thinking that
Total Quality Management could help
all those involved in schools to view
their actions from a perspective that
had a “customer/student” at the center.
Today, my concept of student-
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Apparently Deming’s
ideas validate long-
held feelings of working
individuals who know
they want to be
effective in their jobs
and who by and large
have given up on their
organizations ever
acting as if they
believed it, too.

centeredness has changed. and along
with it my understanding of the poten-
tials of TQM for education. 1 had
always been bothered by critics’
declarations that education is toc
process-oriented and not sufficiently
student-centered. On the contrary. |
had observed that student-centered-
ness already was the cause of some of
education’s most serious management
problems. Underlying most decisions
in educational practice has been the
unstated belief: this is what's best for
the kids. The separate acts of '
teachers, administrators, and board
members alike are driven by their
perscnal views of what's best for chil-
dren. Unfortunately, the potential
power of this common focus has
become instead a fundamental weak-
ness because decisions are made in
isolation. with no way to take advan-
tage of relationships to others who
share the same goal.

The work of schools has been
student-centered in the same way that
the work of a basketball team might be
called “hoop-centered.” The success
of the whole team (organization) is
tied directly to success in putting the

ball through the hoop. But imagine a
team in which the centers. forwards.
and guards were each trained sepa-
rately and each provided with opportu-
nities to individually practice the
necessary decisions and moves for
putting the ball through the hoop.
What would happen when they came
back together to play a real game?
Because of their *hoop-centeredness.”
each would attempt to shcot directly
for the basket every time he or she got
the ball. The result: many cases of
individual “success™ but a team that
most often would lose the game.

What does that metaphor have to do
with paradigms for education?
Keeping the student foremost in our
thoughts has little to do with shifting
our sense of the system. We stiil are
looking at the student. The total
quality view allows us to see with a
student’s eye view — to understand
what the school and the world around
it 1ooks like to children growing up
today.'

This student’s eye view also allows
us to understand that there are always
two parallel “'systems™ in operation.
One we controi through planning and
operational management decisions to
achieve the results we want. The other
“system"” is composed of all factors
that influence the results we get,
whether or not we can control them.

Two Parallel Systems

The “two systems” view of schooling
may help explain why the work
processes of the central office and the
classrooms seem so disconnected.
Each is responding to a different crite-
rion. As an example, the work of
curriculum developers in the *first
system” starts with what students muss
know. This first system then provides
educators with goals for general direc-
tion-setting, as well as general support
for attaining them.
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The work of daily instruction, on
the other hand. takes place largely in
the “second system.™ It starts with, and
must respond to. what students
already know. And much of this base
of knowledge increasingly is a product
of the “second system™ — the one over
which educators have little control. As
Bill Moyers has noted, the popular
culture is the “most powerfui chan-
cellor. superintendent, principal. or
teacher in America™ (1990). The
images and fragmented reality that
children confront every day and from
which they evoke meaning and values
provide the canvas and frame on
which schooling starts. And because
this starting point on each student’s
leaming journey is constantly
changing. those planning and helping
students make that journey must have
access to continuing information about
where each child is.

This continuing information
becomes necessary for appropriate and
effective instruction. But until now,
districts have not had tools and
processes to support a classroom capa-
bility for this degree of diagnosis and
prescription. Information has been
pulled out of classrooms to support
others® decisions, instead of being
moved down and made accessible to
those who could more readily act on it.
Compounding the problem. America’s
concermn for the results of the learning
journey currently overshadows the
vital need to know where you are at all
times. While goals are an obvious
direction-setter. if you're not where
you think you are when you start out,
you can totally miss your goal.

Until now, in both public and
private sectors, systemic strategies
such as strategic planning. mission
development, and visioning have been
effective ways to develop and gain
agreement on desired results. But we
have lacked comparable systemic

™
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When decisions by
teachers, admini-
strators, and board
members are made

in isolation, there is no
way to take advantage
of relationships of
others who share

the same goal.

processes that can be used to accom-
plish the results through continually
adjusting the work environment. In
education, without such processes to
bridge the two systems, many current
reform efforts have attempted instead
to shrink the boundaries of the two
until they appear as if they can both be
addressed by building personnel.

A Quality Lens Applied
Districtwide TQM provides. in effect,
such a bridging process: a process of
strategic management. Building on
the context and direction-setting
provided by systemwide agreement on
outcomes. it focuses the total system’s
daily attention on the “‘other end” of
the process — where the students
really are, and it brings to the work
setting the strategies necessary to
continually generate infurmation
required to maintain a journey of
incremental improvement between the
results we plan for and those we're
actually getting.

One shorthand way I've begun to
think about what TQM might be like
in practice is to imagine a school

district entirely staffed by developmen-
tally appropriate educators. These
practitioners — usually found in early
childhood and special education —
always start where the child “is.” They
do this, not because they know more
than other educators, but because in
most instances they have no other
choice. The realities of disabilities and
age (try to group 2-year-olds and keep
them quiet) prevent them from making
the management compromises
*regular” educators. operating as
isolated practitioners, have to make.
The daily negotiation between quanti-
tative curriculum requirements and the
qualitative needs of 20-30 individual
children — within the fixed limits of
time, space, and accessible resources
— leaves most isolated practitioners
grasping the most manageable alterna-
tives. Most of the “bad™ thing: chat
reformers rail against — lectures. stan-
dardized tests. ability-level grouping,
bell schedules. uniform texts. marking
on curves — are merely practical ways
for isolated practitioners to handle on a
continuing daily basis the scope of that
management task.

Applying a quality lens to schooling
allows us to see management as the
common work of the school practi-
tioner and of the administrator. Both
create and manage environments in
which others can work, and continually
leamn from their work. Both are deci-
sion makers who must solve the same
basic problem: how to combine what
they know with the resources they
have to best meet continuing leaming
needs. This work process is little
different than in industry today where,
as Shoshana Zuboff notes. the changing
requirements of work have made it
necessary for workers to become
learners and for managers to become
teachers — that is. to provide environ-
ments where workers can learn from
their continuing experience (1988).

EDt CATIONAL LEADERSHIP
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No Substitute for Knowledge

One final point I've learned this past
year has been that I am not alone in
my search for the meaning of TQM
for education. We each seem to start
out by trying to understand it in terms
of what we already know. This is no
easy task because so much of what we
know is filtered through other beliefs,
and TQM challenges many of them.

This portends a period of time when
we all will be engaged as much in
unlearning as in learning. It will also
require that as educators, we be able to
untangle our perceptions of ourselves
as cognitive, purposeful beings from
the jumbled web of “‘everything-
connected-to-everything-else™ that
comes to mind when we think of
learning. teaching, and schooling. All
three are. and must be managed as,
learning processes.

Moreover. as educators and non-
educators attempt to translate into
schooling business terms such as
“customer,” “supplier.” or “'product,”
new insights may develop that illumi-
nate the more complex work processes
of schooling.

For instance. our "customer” may
not have chosen to be one. Unlike
industry, the “"raw material™ that
emerges as our “'final product™ never
belongs to us at any point during the
process. We can have no “scrap.”
External judgments of the quality of
an industrial product are made after
the development process is complete.
External inspectors of education’s
products and processes ase daily facts
of life.

Current pathways to this under-
standing of schools as organized work
systems and the relevance of TQM to
them seem to follow one of the three
directions. Perhaps the easiest route is
to start with translating Deming’s /4
points into education. (For further
discussion, see also *‘Lessons from

MARCH 1992

The total quality view
allows us to see with a
student’s eye view —
to understand what the
school and the world
around it looks like to
children growing

up today.

Enlightened Corporations,” p. 71.)
This usually is a rewarding group
experience because it uncovers how
much agreement there is about what's
wrong with the ways we manage
ourselves in organizations. One
important caveat, however. The 14
points are not a sequential checklist.
Much like the “Ten Commandments,”
these 7 do’s and 7 don’ts merely illus-
trate the ways people would behave if
they bought into the philosophy under-
lying them.

This is why Deming subsequently
had to develop his Theory of Profound
Knowledge. “"Hard work and best
efforts, put forth without guidance of
profound knowledge. may well be at
the root of our ruination. There is no
substitute for knowledge. . .. We are
being ruined by best efforts directed
the wrong way. We need best efforts
directed by a theory of management™
(1989).

As statements of what people need
to believe and know, each of the four
areas of Profound Knowledge chal-
lenges a prevailing mental model
loaded with unquestioned assump-
tions. Each forces one to confront
what he or she accepts about people

71

and processes in organizations with
what they intuitively “know.”

For example:

o His concepts about svstems
confront what. because of our accep-
tance of the isolated practitioner
paradigm. we believe about the lack of
interdependency in organizations.

¢ His thoughts about people. as
psychological beings intrinsically
motivated to want to be effective in
their work, force one to apply to others
a principle that some of us may think
applies only to our selves.

¢ His demonstration that manage-
ment’s processes are the causes of up
to 90 percent of the variation in
outcomes and resulits in any system
challenge directly our attempts to
improve schools through monitoring
of resuits, then assigning blames. and
trying to tix individuals.

o And his theory of knowledge
forces awareness of humans as cogni-
tive beings trying to construct knowl-
edge from experience within frames
provided by theories and beliefs. In a
confusing way. his four elements of
profound knowledge are themselves an
illustration of this one element.

it would seem logical to enter into an
understanding of the implications of
Deming'’s ideas through the portal of
profound knowledge because it is the
sine qua non for long-term commit-
ment. However, initially this path may
not provide as many easily glimpsed
signposts as the 14 points, and it can
require skilled facilitation to help
people “let go" of their paradigms.

But What Does It Really Mean?

Finally, becaase TQM is a process
desigred to make continual improve-
ment a fact of organizational life, it
has been natural to attempt to contrast
it with other “improvement" strategies
such ac Outcome-Based Education,
Effective Sciools, Accelerated
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Schools. and Essential Schools. While
a point-by -point comparison may help
communication. it can blur a funda-
mental difference between improve-
ment processes and management
processes. Whether true or not. the
former tend to be perceived as
processes with change as a goal. Total
Quality Management. on the other
hand. connects the **where-we-are-
ness” of daily practice to the “where-
we-want-to-go-ness” found in the
organization's goals. Change becomes
just a natural consequence of people
managing themselves in a way that
allows them to get a little bit more
effective every day. The result:
continual growth in roral organiza-
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TQM can provide a
broadly applied
constructivist
approach within
which students, staff,
and the organization
itself are each

engaged in continually
creating meaning.

tional and personal capacity to act
differently.

What seems increasingly clear to
me as ["ve tried to describe TQM in

terms of current educational under-
standing is that it can provide a
broad!y applied constructivist
approach within which students. staff.
and the organization itself are each
engaged in continually creating
meaning. acting based on that new
meaning, and being involved in
processes that increase their capability
to act again. My current definition of
TQM is relatively simple:

Total Qualiry Management is a
value-based, information-driven
management process through which
the minds and talents of people at all
levels are applied fully and creatively
to the organization’s continuous
improvement, _

‘Remember, the of: -cited Copernican
paradigm shift — fron a view of an earth-
centered universe to on= that was sun-
centered — was not accepted for several
generations because people had to intwit the
new system concept. No one could stand on
the sun. look up. and find that Copernicus’
logic was immediately apparent.
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Times of Scarcity Demand Cooperation

BY KOSAKU YOSHIDA

Professor of Quantitative Methods. California State University, Dominquez Hills. California

1at is quality improvement?
W. Edwards Deming teaches
that the first step toward im-

proving quality is to reduce the varia-
tion in products. For example, accord-
ing 1o quality standards, every car of a
certain model must achieve the same
approximate rnileage.

Likewise, if our students are consid-
ered the products of our educational
system, student performance must be
uniform for quality education to be
achieved. Reducing variation or diver-
sification is the key to achieving qual-
ity education—something that cur-
rently is missing from the tradition of
American education.

One of the most effective ap-
proaches in reducing variation in ed-
ucation, as in any social phenomena,
is 10 encourage cooperation. Within
a cooperative school environment,
students who progress faster help
slower students. Sharing knowledge
and learning from each other re-
duces the variation among the
students in performance, with the
average level of performance often
increasing.

Competitiveness is a2 deeply in-
grained characteristic of American
culture. However, when individuals
are encouraged to compete with one
another, those above the average rise
even higher while those below the av-
erage drop even lower, widening the
variation. Those who perform greatly
below average do not have the ability
to participate fully in competition.
Ask yourself this: If you know from
the beginning that you will lose in a
competition, will you bother to enter?

Because school choice programs
are based on the principle of compe-
tition, they contradict the concept of
quality management. Competition
means producing losers when some-
body takes a big piece of the pie.

THE SCHOOL ADMINISTRATOR

Competition among schools can
only widen the gap between the best
and the worst schools. This must result
pecause a choice program intends to
increase rather than decrease variation
within school performance, and then
cuts off the lowest end to decrease vari-
aton. From the perspective of quality
management, this decision is the op-
posite of the action we should take.

As long as the government or soci-
ety can afford to save the losers in
competition and support the upward
movement of those at the lowest level
of achievement, competition can
stimulate the motivation of people, as
the United States once was able to do.

However, when no one can afford to
continue supporting those who lose,
those with no education and no jobs
are left stranded in the streets. Eventu-
ally, society—more specifically, every
taxpayer—has to take care of these
people. Each of us then must look
after the losers of competition. Can we
still afford to do this? Competition is
quite expensive. That's why in Japan,
where the society could not afford the
price tag of competition, competition
has been discouraged historically.

Cooperation, on the other hand,

saves money. Cooperation means shar-
ing, sharing everything—resources,
knowledge, and experience—so that
the duplications in effort or time are
minimized. More importantly, from
cooperation we can expect to achieve
synergetic results wherein the entirety
is always more than simply the sum of
the individual parts. That achieve-
ment means a higher average with
smaller variation.

Cooperation developed as a guiding
principle in Japan and other Asian
countries to meet the needs within en-
vironments with extremely scarce re-
sources. For perhaps the first time in
American experience, resources are be-
coming scarce in America. Coopera-
tion becomes the only reasonable
method in times of economic hardship.

To facilitate cooperation among
schools, we definitely need national
standards in education. Basically we
must decide what kinds of knowledge
and what level of knowledge achieve-
ment high school graduates must
attain as American citizens in any and
all high schools. Fundamental to
achieving overall quality in education
is aiming at narrower variation in pro-
ficiency in basic subject arcas.

Cooperation within education na-
tionally means teachers and class-
rooins can share the resources at all
levels, from the federal and state levels
down to schoc) districts and individual
schools. In this way, the current im-
mense duplications in time, money,
resources, and efforts can be avoided.

Cooperation also could foster among
American educators an enhanced focus
on their common goals, greatly facilitat-
ing exchanges of information regard-
ing methodology, as well as sharing of
experience in how to make more im-
provements in American education.
The guiding principle for such achieve-
ment must be cooperation.
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Recapturing
the Spirit of Learning
Through a
Systems Approach

BY PETER SENGE and COLLEEN LANNON-KIM

1 .
M
j\)/ ark, a substitute drama

teacher at the Orange

Grove Middle School in
Tucson, Ariz., is struggling with his Y
eighth-grade class. The regular teacher
left the students a difficult assignment
that involves forming small groups and
~3 presenting a dramatic reading.
4 But the students have a two-day
field trip planned next week to see
firsthand how the court system works
and to prepare for a mock trial. Mark
worries that since the groups will have
just begun meeting on the first pro-
ject when the trip starts, the momen-
1 tum of the project will be broken and
the students will have to start over.

Mark brings his problem before the
weekly eighth-grade team meeting.
Together, the teachers discuss his con-
cerns and consider whether the field
44 trip should be postponed. The team
leader asks the government teacher,
who has organized the trip, whether
she still plans to require the students
to write a “screenplay” of the dialogue
for their trials beforehand.

“Since they are studying character
development and conflict in litera-
ture class,” he offers, “it might make
sense to have that be their literature
assignment, and then have them act it
out for the drama class instead of
doing the group project.”

The other teachers accept the idea 27
enthusiastically. Mark believes the wiiien
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court
cases
will
make
great drama
presenta-
tions, and the
government
teacher says the
students will  be
more engaged in the
court case if they spend
some time actually “liv-
ing” the role of a judge or
an attorney.
“In a normal school situa-
tion, that substitut.- would
have been stuck in that class-
room for a week and a half with a
disaster on his hands,” comments
the team leader after the meeting.
“Those kids would have been going
nuts in there. And the rest of us
would have seen it in our classroom
but we wouldn’t have had any idea
what was wrong. The problem wasn’t
just Mark's—it was a system-wide
problem that we all had to deal
with.”

Team meetings
like this are an
example of what
the staff at Orange
Grove calls a “systems
approach” to education.
“Our goal is to in-
crease the effectiveness
and efficiency of our total
systern,” explains Principal
Mary Scheetz “In order to do
so0, we need to break that total sys-
tem into manageable subsystems
with common focuses or purposes,
like teams for each grade. Group
events help maintain an understand-
ing of the relationship of the parts to
the whole and address common con-
cerns.”

Orange Grove is one of a small
number of schoois nationwide lead-
ing a movement to transform schools
into “learning organizations.” Says
Scheetz: “Systems thinking is our con-
ceptual corunerstone, but it is really
the combination of systems thinking
and the related disciplines of building
shared vision, working with mental
models, team learning, and personal
mastery that hold it together.”

“Without a shared vision,” she ex-
plains, “people have no idea of what
they are trying to accomplish by im-
proving the system as a whole. And
thev will make little progress if they
do not know how to reflect on their
own assumptions, especially within
their work teams.

“Personal mastery for us is a sort of
anchor. When all is said and done, the
school must create an environment
where everyone—students, teachers,
staff—has the opportunity to continu-
ally enhance their capacity to create
results that really matter to them, that
is {o learn.”™

With prescriptions for turning
around America’s schools coming
from every part of the political spec-

trum, re~conceiving schools as learn-
ing organizations may be the overar-
ching vision needed to guide the dif-
ficult changes ahead.

“How can we expect kids to be-
come committed to learning if the
overall environment isn't committed
to learning?” asks Jim Daniel, presi-
dent of the Kentucky Educational
Foundation, which is playing a signif-
icant role in reforming the state’s K-
12 educational systern. “The problem
has been that forces throughout the
educational system have worked to
make protecting special interests
more important than continually im-
proving the system as a whole.”

Turning schools into learning orga-
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nizations will require some funda-
mental changes in the way they are
ran. The challenge is to extend learn-
ing to all levels of the school—not just
in the classroom, but among teachers,
administrators, and all staff.

We cannot expect teachers to cre-
ate effective learning environments in
their classrooms if they aren’t being
supported and engaged in learning
themselves. This simpie fact has
eluded most educational reform ef-
forts, which have treated innovation
in the classroom as being synonymous
with innovation in education.

To achieve real improvement, lead-
ers must be prepared to assume new
roles and master new skills. The task is
enormous, but so are the potential
payofts: better-educated students who
are able to synthesize disparate facts
into a cohesive framework for solving
problems; empowered educators who
have the guidance and support they
need to put innovative ideas into
practice; and overall, an educational
system that is continually improving
itself.

10 THE SCHOOL ADMINISTRATOR

Applying the Systems
Approach in the
Classroom

he five learning disciplines are for facilitating learning within
classrooms.

At Orange Grove Middle School in Tucson, Ariz., the sys-
tems approach also is used as a conceptual framework and method-
ology for enhancing students’ understanding of subjects. In classes,
systems thinking gives cohesion to disparate facts. [nert subjects come
alive through the use of computer simulations, as students test out
their own ideas of how elements interact in a complex system.

In a project called “New State Park,” Orange Grove students re-
scarched park philosophy and management, land management,
recreation theory, social systems, geography, ecological community
theory, and politics.

“They then used their newly acquired knowledge to design a new
park with a $100 million budget,” explains teacher Frank Draper.
“The park had to include land required by the park’s charter, vet
deal effectively with a threatened lawsuit if they desecrated nearby
Indian burial sites; be attractive to users, yet not cause appreciable
environmental degradation.”

As the students designed the park on the computer, Draper says,
they used a spreadsheet to keep fiscal accountability and a simula-
tion model of park development and environmental degradation to
keep design accountability.

Not only does this integrated approach engage students’ interest,
it accelerates learning. Through projects such as the New State Park,
students not only cover traditional material, but they gain additional

understanding of the subject because of the integrative format.
Pamela Hopkins, an English teacher at Desert View High School

Five Disciplines

The key to transforming schools into
learning organizations lies in under-
standing the individual and coilective
capabilities needed to build such in-
stitutions.

Traditional authoritarian organiza-
tions are dominated by internal poli-
tics, game-playing, fear, and self-pro-
tection. This behavior comes from
deeply-rooted habits of thinking and
interacting. We have all been taught
since an early age to break problems
apart, to focus on symptoms rather
than underlying causes.

We have learned to avoid making
mistakes at all costs, which has re-
placed our natural curiosity and love
of experimentation with a desire to
provide “the right answer” and to
look good. We are easily threatened

in a group, fearing that we might re-
veal our ignorance or incompetence.

Te create fundamental change in
our s::hools, we must learn new ways
of thinking and interacting that
emphasize continual learning and
understanding the larger systems
in which we live and work rather
than protecting our “turf.” This is the
significance of the five learning disd-
plines—systematic approaches to de-
veloping such ways of thinking and
interacting.

Systems thinking is a discipline for
seeing wholes, recognizing patterns
and interrelationships, and learning
how to structure those interrelation-
ships in more effective, efficient ways.

“The buzzword for our activities is
‘restructuring,’” says Peter Holland,
the superintendent of Belmont,
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in Tucson, used a simulation model with her class to analyze the mo-
tivation of Shakespeare's Hamlet to avenge his father’s death. In a
group setting, the students examined act by act the plot of Hamlet
to determine what impact each event would have on Hamlet's desire
to kill Claudius. The computer then simulated the outcome of their
choices.

“It was as though the use of precise numbers to talk about psycho-
logical motives and human responses had given the students
power—a real system they could communicate with,” says Hopkins.
*It turned thin air into solid ground.”

The simulation also had a dramatic effect on the learning process.
“For the first time in the semester, [ was not the focal point of the
class,” Hopkins recalls. I did nét have to filter the information from
one student back to the rest of the class. They were directed and in
control of the learning, instead of my having to force them to keep
their attention on the task.”

Other schools around the country also have used a system think-
ing approach to enrich specific content areas. In the Brattleboro,
Vt., High School, history students developed a systems thinking
framework for understanding the social forces that led up to the
American Revolution. They then studied other revolutions—both
historical and current—to explore how their theory “fit” the various
settings.

In the Hillview Middle School in Menlo Park, Calif., the science,
math, and literature teachers have been working together for the
past two vears on a multi-disciplinary approach to their subjects by
collectively teaching nine-week units organized around a common
topic.

Other schools following a systems approach are Cambridge
Rindge and Latin, Cambridge, Mass.; Thomas Jefferson High School
for Science and Technology, Alexandria, Va.; and the Ridgewood
Public Schools, Ridgewood, N.J.

—Peter Senge and Colleen Lannon-Kim

Mass., schools and part of a group of
superintendents exploring ways of
bringing systems thinking to bear on
issues of school administration. "We
are looking at how to change the sys-
tem to provide students with better
learning environments at a lower
cost.™ .

Adds Scheetz: “Through a systems
thinking approach, our staff mem-
bers have become increasingly cog-
nizant of the need to develop an inte-
grated curriculum. We also now have
a greater awareness of the importance
and power of collaborative decision-
making. Both instructional and orga-
nizational designs are focused on hav-
ing the big picture, understanding
systems phenomena, and considering
potential effects of decision-making
and related actions.”

Building shared vision is about groups
learning to articulate compelling im-
ages of what they truly want to create.
“Unless leaders know how to assist in
shaping the new vision for the individ-
uals and the organization as a whole,
these new ideas will never getinto the
classroom,” warns Daniel.

Building shared vision is a contin-
ual process—one never “arrives” at a
shared vision. It is not an endpoint
but a beginning, because it is the
source for all activities that flow out of
that vision. As one Orange Grove
teacher described it, “1 see us contin-
ually growing, interacting, and chang-
ing ... not a product, but a process.”

Personal mastery—the discipline of
personal growth and learning—is the
spiritual foundation of the learning
organization. Fundamentally, per-

'7 ‘

sonal mastery is about creating what
we want in our own lives. Without in-
dividual visions there can be no
shared vision, which is why a commit-
ment to each individual's personal
growth is so important in a learning
organization.

As Scheetz explains, “We are allow-
ing our shared vision to evolve
through activities that help us share
our personal vision with each other.
In a recent workshop we had people
describe their personal visions, share
those visions with others, and then
work on achieving a consensus about
a shared vision and represeuting that
vision in whatever way they chose.
The result was a number of extremely
creative and entertaining presenta-
tions, which motivated a lot of follow-
up dialogue about what is really im-
portant to all of us.”

Putting individual and collective vi-
sions into practice requires new skills
for gaining an accurate picture of cur-
rent reality. No one carries a school
system, political system, or commu-
nity in his or her head. What we carry
in our head are assumptions—inter-
nal pictures that we continually use to
interpret and make sense out of the
world. These "mental models” influ-
ence how we perceive problems and
opportunities, identify courses of ac-
tion, and make choices.

The discipline of working with men-
tal models requires the ability to distin-
guish what we have actually observed
from our assumptions and generaliza-
tions based on those observations and
the willingness to hold our assump-
tions up to scrutiny.

In a team setting, working with
mental models dictates new ways of
interacting. Most teachers are skilled
at articulating their views and present
ing them persuasively. While advocacy
skills are important, they become
counterproductive when we confront
complex issues that require collabora-
tive learning among different, equally
knowledgeable people.

Much of the early work at Orange
Grove involved developing team
learning skills-—balancing inquiry
and advocacy to achieve collaborative
decision-mzking.

“Becausz educators are likely to
continue old habits even in a new
structure, developing and continually
reinforcing new habits is necessary,”
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says Scheetz. “The most effective way
to do this is by developing team learn-
ing skills within the same groups who
have to work together.”

Rethinking Leadership

Like artistic or spiritual disciplines,
the learning disciplines only have
power when people are committed to
their practice. This commitment is
the essence of leadership.

“I talk with people all over the
country about learning organiza-
tions, and the response is always very
positive,” says William O'Brien, chief
executive officer of the Hanover
Insurance Co. in Worcester, Mass.

"If this type of organization is so
widely preferred, why don’t people
create such organizations? [ think Se
answer is leadership. People have no
real comprehension of the type of
commitment it requires to build such
an organization.”

Creating a learning organization
will require a fundamental rethinking
of our concept of leadership. Our tra-
ditional view of leaders—as special
people who set the direction, make
kev decisions, and energize the roops
—is deeply rooted in an individualistic
and nonsystemic world view. Accord-
ing to this viewpoint, leaders are
“heroes™—great men and women who
rise to the fore in times of crisis. Such
myths reinforce a focus on short-term
events and reacting to crisis rather
than on systemic forces and collective
learning.

We believe a new view of leadership
1s emerging—one where leaders are
responsible for building organiza-
tionswhere people are continually ex-
panding their capabilities to shape
their future. In a learning organiza-
tion, leaders’ roles will differ dramat-
ically from that of the charismatic de-
cision-maker. They will be designers,
teachers, and stewards.

These roles require new skills de-
rived from the learning disciplines: the
ability to build shared vision, to bring
to the surface and challenge prevailing
merntal models, and to foster more sys-
temic patterns of thinking.

Leader as Designer
Imagitte your school or school system
is an ocean liner and you are the
"leader.” What is your role?

Manv people would respond “the
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captain,” others perhaps “the naviga-
tor, setting the direction,” or the “en-
gineer stoking the fire, providing en-
ergy,” or “the social director, making
sure everyone is involved and com-
municating.” While these are all legit-
imate leadership roles, there is an-
other which, in many ways, eclipses
them in importance—the designer of
the ship.

No one has a more sweeping influ-
ence on the ship than the designer.
What good does it do for the captain
to say, “Turn starboard 30 degrees,”
when the designer has built a rudder
that will only turn to port, or which
takes six hours to turn to starboard?
It’s fruitless to be the leader in an or-
ganization that is poorly designed.

The first task of organizational de-
sign is to articula’e the ideas of pur-
pose, vision, and core vilues by which
peopie will live. The second is to cre-
ate the policies, strategies, and struc-
tures that will translate those guiding
ideas into practice.

This requires creating effective
learning processes. Leaders are not
only responsible for ensuring that an
organization has well-developed
strategies and policies, but also for en-
suring that processes exist whereby
they are continually re-examined and
improved.

“The concept of leader as designer
is paramount in our school,” says
Scheetz, Orange Grove's principal.
“My assistant and 1 find ourselves de-
signing not only the schedule but the
organizational format and learning
opportunities, including what groups
of people will be aligned together,
how often they will meet, and for what
purpose.”

For example, to promote a more
integrated curriculum at Orange
Grove, classes are scheduled in blocks
so that meeting times can be short-
ened, lengthened, or combined to
allow students to pursue more in-
depth projects, such as the "New State
Park” project at Orange Grove (sec
story, page 10). Teachers for each
grade also share the same planning
period each day, so they can plan
inter-disciplinary projects together.

Atan organizational level, teachers
are organized into teams by class or by
function (e.g., cight-grade team, sup-
port team, electives team) that meet
regularly to solve problems or discuss

ways

in

which

t h e
whole
system
can be
improved.
These meet-
ings help
teachers widen
their perspec- i
tive to see how #¢
what they are
doing with students

in their individual -,
classrooms affects not -
only their students, 7
but also other teachers ¥
and other subjects.

As one Orange Grove
teacher commented, "I
have a new awareness that
evervthing | do or decide to do af-
fects others.” Another observed, *1
have undergone a general change in
focus from what I am doing with my
kids to what is happening for the
kids.”

Leader as Teacher

The role of leader as teacher starts
with bringing to the surface people’s
mental models of important issues.
The goal is to help everyone in the or-
ganization, oneself included, to gain
more insightful views of current real-
ity. This approach is similar to learner-
directed learning, with the leader tak-
ing the role of a coach, guide, or
facilitator.

Leaders as teachers also help peo-
ple restructure their views of reality to
see beyond the superficial conditions
and events into the underlying causes
of problems, and therefore to see new
possibilities for shaping the future.

Specifically, leaders can influence
people to view reality at three distinct
levels: events, patterns of behavior,
and systemic structure. All three levels
of explanation are equally true, but
their usefulness is quite different.

Event explanations—who did what
to whom—doom their holders to con-
tinually reacting to change.

Pattern-of-behavior explanations
focus on identifying long-term trends
and assessing their iraplications. They
at least suggest how, over time, we can
respond or adapt to shifting conditions.
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Struc-

tural expla-

nations are the

most powerful, be-

cause only they address

the underlying causes of

behavior and events, where real

leverage lies for creating fundamen-
tal, long-lasting change.

Most leaders of current institutions
focus their attention on events and
patterns of behavior, and, under their
influence, their vrganizations do like-
wise. Leaders of learning organiza-
tions must pay attention to all three
levels, but focus especially on systemic
structure. By example, they will teach
people throughout the organization
to do likewise.

Leader as Steward

Stewardship is perhaps the most
subtle role of leadership. Unlike the
roles of designer and teacher, the
role of steward is almost solely a mat-
ter of attitude, but it is critical to
learning organizations. Leaders’
sense of stewardship operates on two
levels: stewardship for the people
thev lead and stewardship for the
larger purpose or mission that un-
derlines the enterprise.

Stewardship for people arises froma
keen appreciation of the impact one’s
leadership can have on others. People
can suffer economically, emotionally,
and spiritually under inept leadership.
Ifanything, people in a learning orga-
nization are more vulnerable because
of their commitment and sense of
shared ownership. Appreciating this
obligation naturally instills a sense of
responsibility in leaders.

The second type of stewardship
arises from a leader’s sense of per-
sonal purpose and commitment to
the organization's larger mission.
People’s natural impulse to learn is
unleashed when they are engaged in
an endeavor thev consider worthy of

4 & ¥
w1/ their
! fullest
commitment.

Those leaders who
understand the distinc-
tion between vision as a set
of inert words and vision as a liv-
ing force in the hearts and minds of
individuals recognize the importance
of a larger purpose. .
Leaders of schools pursuing the dis-
ciplines of the learning organization
are working to change fundamentally
the way schools operate, and in so
doing, to teach us all to be lifelong
learners.

Creative Tension

The overarching principle for leader-
ship in a learning organization is har-
nessing the power of creative tension.
Creative tension comes from seeing
clearly where we want to be—our “vi-
sion"—and recognizing where we are
now—our “current reality.” The gap
between the two generates a natural
tension.

Creative tension can be resolved in
two ways: by raising our current reality
toward the vision, or by lowering the
vision toward current reality. Individ-
uals, groups, and organizations who
learn how to work with creative ten-
sion learn how to use the energy it
generates to move reality more reli-
ably toward their visions.

Without vision there is no creative
tension. Creative tension simply can-
not be generated from current reality
alone. Many leaders believe if only
people understood current reality
they would surely feel the motivation
to change. They are then disap-
pointed to discover people resist the
personal and organizational changes
that must be made to alter reality.

What they never grasp is that the
natural energy for changing reality
comes from holding a picture of what
might be that is more important to peo-
ple than what is.

But creative tension cannot be gen-
erated from vision alone. It demands
an accurate picture of current reality.
Self-delusion, “white-washing,” or
otherwise protecting ourselves or oth-
ers from seeing reality accurately, di-
minishes creative tension just as much
as compromising our vision does.

As Robert Fritz, founder of DMA, a

7°

personal self-help organization in
Williamsville, Vt., and author of The
Path of Least Resistance, has observed,
vision without an understanding of
current reality more likely will foster
cynicism than creativity—a scenario
that is all too real for teachers frus-
trated with countless efforts to im-
prove classroom teaching without
transforming the overall school envi-
ronment.

The principle of creative tension
teaches us that an accurate picture of
current reality is just as important as
a compelling picture of a desired
future.

Leading through creative tension is
different from problem-solving. In
problem-solving, the energy for
change comes from attempting to get
away from an aspect of current reality
that is undesirable. With creative ten-
sion, the energy for change comes
from juxtaposing the vision with cur-
rent reality.

Many people and organizations
find themselves motivated to change
only when their problems are bad
enough to cause them to change.
This works for a while, but the change
process runs out of steam as soon as
the problems driving the change be-
come less pressing.

With problem-solving, the motivation
for change is extrinsic; with creative ten-
sion, the motivation is intrinsic.

“People are born with intrinsic mo-
tivation, selfesteem, dignity, curiosity
to learn, and joy in learning,” writes
W. Edwards Deming.

The power of the learning organi-
zation resides in its ability to engage
that basic human drive to learn. For
leaders of learning organizations, the
challenge is to turn that collective
energy into a shared vision that is
compelling for all members of the or-
ganization. Once that synergy is
achieved, continually improving the
system will become a natural exten-
sion of everyday activity.

Peter Senge is director of the Organi-
zational Learning Center at Massa-
chusetts Institute of Technology and
author of The Fifth Discipline: The Art
and Practice of the Learning Organ-
ization. Colleen Lannon-Kim is editor
of The Systems Thinker, a newsletter
that applies systems thinking to
organizational issues.
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The Quality Revolution

In Education
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John Jay Bonsting!

As TQM finds its way into
schools, more and more
educators are discovering
the natural fit that quality
principles and practices
have with their own
aspirations for the
continuous improvement
of education.

EDUCATIONAL LEADERSHIP

uddenly. it seerns, the name of

W. Edwards Deming is every-

where. From relative obscurity

in this country a dozen years

ago, Deming’s name has
become synonymous with the move-
ment he calls Quality Management,
better known as TQM or Total Quality
Management. This movement is
spawning a new American revolution,
as quality becomes our watchword in
every aspect of life. TQM principles
and practices are revitalizing busi-
nesses, government agencies, hospi-
tals, social organizations, home life—
and our own world of education.

The Birih of TOM
The story of TQM, as many of us
know, is entwined with the legend of
Japan's phoenix-like resurrection from
the ashes of World War II. Japanese
industrial leaders insist this could not
have happened without the help of
Deming and his fellow American
statistical experts, Joseph M. Juran
and Amand Feigenbaum.' Deming
and Juran lectured throughout Japan in
the years following the war, teaching
manufacturers how to reverse their
well-established reputation for shoddy,
cheap goods by designing quality into
their work systems. An increasingly
sophisticated global marketplace
demanded higher quality goods, they
proclaimed, and would no longer
tolerate Japanese “junk.” At the time,
war-ravaged Japan was desperate for
foreign trade, the proceeds from
which would enable the country to
feed its people.

At a decisive meeting in Tokyo in
1950, Deming pledged to the nation’s

5(
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top industrial leaders that, if they
would embrace the philosophy of
Quality Management, they would
“capture markets the world over
within five years.” Everyone was
incredulous.?

Deming’s message was familiar to
many Japanese industrialists of that
era. They had heard lectures on
quality control a few years earlier by
American statisticians on loan to
General MacArthur’s staff from Bell
Laboratories. It was at Bell Labs
where Deming’s teachings had their
genesis in the work of his mentor,
Walter Shewhart. Shewhart’s research
focused on improving the reliability of
telephones by building quality assur-
ance into the entire system of design
and manufacture, rather than relying
on end-of-the-line inspection to
remove defective phones before they
entered the marketplace.

Deming’s quality crusade in
Japan—sgponsored by the Allied occu-
pation force and supported by Ichiro
Ishikawa, the leading industrialist of
Japan’s powerful Keidanren (Federa-
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tion of Economic Organizations)—
was virtually unknown in the United
States until the 1970s. It was at that
time that American manufacturers’
bottom lines began to bleed red ink, as
customers the world over registered
their preference for Japanese goods
over American products. The reason
for this preference was, in most cases,
a simple one: Japanese items had
consistently better quality at competi-
tive prices.

It was not until three decades after
Deming’s first lecture tour of Japan
that Americans finally “discovered™
our then-octogenarian native son. On
June 24, 1980, in what must now be
one of the most famous television
documentaries of all time, “If Japan
Can, Why Can't We?" focused on the
growing disparity between U.S. and
Japanese industrial competence. This
NBC “white paper” introduced
Deming as the man whose message
had transformed Japan. In the film,
Deming advised Americans to resist
the temptation to simply copy what
the Japanese had done. Quality cannot

A,
.%ﬂ

s 2443
.‘:'?',1*;

et

Counesy ol Enterprse Schoot Dt Recaing Colt

be applied externally in a Band-Aid
fashion, he maintained,; it has to be
developed. Deming urged Americans
to learn how to “work smarter, not
harder” by adopting a new quality-
focused way of approaching the
processes of production, the systems
in which those processes take place,
and the interaction of people within
those processes and systems.?

TQM and Education

As leaders in education begin to adopt
TQM as their operational philosophy,
they are discovering the good news—
and the bad news—about TQM. The
bad news first: Total Quality Manage-
ment is neither a Holy Grail nor a
magic silver bullet. TQM cannot be
successful if it is viewed as the flavor
of the month or as “our project for this
school year.”

The good news is this: The real
rewards begin to emerge when TQM
ideas and practices become so
embedded in the culture of the organi-
zation—the day-to-day work of its
people and systems—that it is simply

81

“the way we do things around here.”
Its greatest benefits come about as a
natural part of the evolutionary
process of implementing a program of
continuous improvement, over time, in
a consistent manner.

The benefits of TQM are tangible:
People feel better about themselves
and their efforts on the job, and they
take greater pride iu their work. Rela-
tionships among people in the organi-
zation are more honest and open.
Administrators often feel less isolated,
misunderstood, and burdened. Produc-
tivity goes up, as work processes are
improved continuously. With organi-
zational change come opportunities
for personal and proféssional growth,
along with the pride and joy that come
with getting better and better every
day, and helping others to do the same.

Although the philosophy of Total
Quality Management springs from
the world of business, it transcends
the farrow commercial imperatives
of increased productivity and prof-
itability. TQM, at its heart, is dedi-
cated to bringing out the best qualities
in ourselves, in others, and in the
work we do together. It is, in many
ways, a natural fit with the hopes
and aspirations of educational leaders
in their work to improve schools
and communities.

The Four Plilars of Total Quality

Total Quality Management, whether
viewed through Deming's 14 Points,
Juran’s Trilogy®, or Kaoru Ishikawa's
Thought Revolution,* can best be
understood as an integral set of funda-
mental tenets. I call them the Four
Pillars of Total Quality Management:
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1. The organization must focus, first
and foremost, on its suppliers and
customers. In a TQM organization,
everyone is both a customer and a
supplier. It is essential to identify
one's roles in the two capacities to
better understand the systemic nature
of the work in which all are involved.
In education, we are particularly prone
to personal and departmental isolation.
“When I close the classroom door,
those kids are mine!” is a notion too
narrow to survive in a world in which
teamwork and collaboration result in
high-quality benefits for the greatest
number of people.

In the classroom, teacher-student
teams are the equivalent of industry’s
front-line workers. The product of
their successful work together is the
development of the student’s capabili-

own work and in that of others, and

how to invest in their own lifelong and

life-wide learning processes by maxi-
mizing opportunities for growth in
every aspect of daily life.’

In another sense, the student is also
a worker, whose product is essentially
his or her own continuous improve-
ment and personal growth. The
school’s stakeholders and secondary
customers—including parents and
family, businesses, members of the
community, and other taxpayers—
have a legitimate right to expect
progress in students’ competencies,
characters, and capabilities for
compassionate and responsible citi-
zenship—not for the direct and imme-
diate gain of the stakeholders but,
rather, for the long-term benefit of the
next generation and of generations to

ties, interests, and character. In one
sense, the student is the teacher’s
customer, as the recipient of educa-
tional services provided for the
student’s growth and improvement.
Viewed in this way, the teacher and
the school are suppliers of effective
learning tools, environments, and
systems to the student, who is the
school’s primary customer. The school
is responsible for providing for the
long-term educational welfare of
students by teaching them how to
learn and communicate in high-quality
ways, how to asscss quality in their
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come. Total Quality in education, as in
life, is essentially generative.

Within a Total Quality school
setting, administrators work collabora-
tively with their customers: teachers.
Gone are the vestiges of “Scientific
Management” popularized early in
this century by Frederick Winslow
‘Taylor, whose watchwords were
compliance, control, and command.
The foundations for this system were
fear, intimidation, and an adversarial
approach to problem solving. Today it
is in our best interest to encourage
everyone's potential by dedicating

&2

ourselves to the continual improve-
ment of our own abilities and those of
the people with whom we work and
live. Total Quality is, essentially, a
win-win philosophy that works to
everyone's ultimate advantage.

2. Everyone in the organization
must be dedicated to continuous
improvement, personally and collec-
tively. The Japanese call this ethos
kaizen, a societywide covenant of
mutual help in the process of getting
better and better, day by day.

In Japanese companies, employees
meet regularly in “quality circles” to
discuss ways to do their work better,
often by modifying existing processes.
Some American companies and
schools are also setting aside valuable
time for kaizen discussions that foster
the collaborative development of a
true learning environment. As Peter
Senge has suggested, those organiza-
tions most capable of surviving and
prospering are “learning organiza-
tions”—where people, processes, and
systems are dedicated to continuous
leaming and improvement.®

If schools are to be true leaming
organizations, they must be afforded
the resources, especially time and
money, needed for training, quality
circles, research, and communication
with the school’s stakeholders:
parents, students, businesses, colleges,
community residents, taxpayers, and
others. Schools must also rethink prac-
tices that focus narrowly on students’
limitations rather than their range of
innate strengths. Howard Gardner has
pointed out the self-defeatir - nature of
a narrow academic focus, er ouraging
educators to acknowledge the exis-
tence of multiple intelligences and
potentials within each student and to
help students develop their many intel-
ligences more fully day by day.’

Deming suggests that we “abolish
grades (A, B, C, D) in school, from
toddlers up through the university.
When graded, pupils put emphasis on
the grade, not on leamning.™ True
dedication to the continuous improve-
ment of all students will require
educators to reexarnine current prac-
tices of grading and assessment. The
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At Glenwood,
Maryland, Middle
School, Quality
Circle “S-Teams”
take students into
the community
for public service
and town
improvement
efforts.

bell-shaped curve, still considered the
ideal outcome of aggregate assessment
in many schools, is ultimately destruc-
tive of learning environments and the
spirit of mutual improvement. The bell
curve (and some other grading
systems) has the effect. perhaps unin-
tended. of setting up unnecessary and
counterproductive scarcities of student
success in competitive, win-lose envi-
ronments.” It doesn’t take long for
children to find out where they fit in
the five pigeonholes of the bell curve,
and the students’ narrow academic
self-image becomes. all too often.
intertwined in self-fulfilling prophe-
cies played out throughout life.

Educators must examine the wide
range of effects that externally
imposed assessmeat has on students’
capacities to grow, to learn, and to
assess the quality of their own work as
well as the work of others. Many
schools are already implementing new
assessment strategies as part of their
Total Quality plan. including process
portfolios. xhibitions. and even cele-
brations of students' progress
throughout the year.

3. The organization must be viewed
as a system, and the work people do
within the system must be seen as

ongoing processes. Deming and 2thers

suggest that more than 85 percent of
all the things that go wrong in any

organization are directly attributable to

how the organization’s system and

processes are set up. Individual
teachers and students, then, are less to
blame for failure than is the systern—
the seemingly immutable pattern of
expectations, activities, perceptions.
resource allocations. power structures.
values, and the traditional school
culture in general. Therefore. it is the
system that deserves our greatest
attention.

Schools that have adopted TQM
principles and practices invest
substantial resources to discover new
and better ways to help realize
everyone's potential. Every system is
made up of processes. and the
improvements made in the quality of
those processes in large part determine
the quality of the resulting products. In
the new paradigm of education,
continual improvement of learning

jonr jay Bony agr

processes will replace the outdated
“teach and test” mode of instruction.
The quality of teaching/learning
processes is mirrored in learning
outcomes. Therefore. we must
acknowledge that to focus our atten-
tion on results is premature or even
counterproductive, without a prior and
overarching focus on the processes
that bring forth desired results.

4. The success of Total Quality
Management is the responsibility of
top management. Without concerted,
visible, and constant dedication to
making TQM principles and practices
part of the deep cuiture of the organi-
zation, efforts are doomed to fail.
Leaders must. according to the first of
Deming’s 14 Points. “‘create constancy
of purpose for improvement of product
and service.” In business, this means
that company leaders must establish

the context in which the company stays .

in business and provides jobs through
research, innovation. and the continual
improvement of products and services.
Increased profits are less important
than this focus.

In education. school leaders must
focus on establishing the context in
which students can best achieve their
potential through the continuous
improvement of teachers' and
students’ work together. Educational
leaders who create Total Quality
school environments know that
improving test scores and assessment
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The presence

of their mascot,
the Koala, is a
constant reminder
that every kid is a
Koalaty Kid.

symbols is less important than the
progress inherent in the learning
processes of students, teachers, admin-
istrators, and all of the school’s stake-
holders."

TQM in Actien
Educational organizations around
the country—in fact, around the
world—are recreating their work
processes, systems of human interac-
tion, mission statements, and their
long-term vision and strategies, all
with the tools and philosophy of
Total Quality Management.

= Hungary’s first private, teacher-
operated secondary school, the Inde-
pendent High School of Economics in
Budapest, is applying TQM and a
process orientation to its pioneering
work with faculty, students, and the
community. The school’s efforts to
create a new educational context for
democratic citizenship has provided a
breath of fresh air in a brand-new
republic struggling to understand and
catch up with the post-industrial
world. The school’s process of devel-
opment, in which I have been privi-
leged to participate, focuses on the
continuous improvement of all the
school community’s citizens. Their
motto, “We are for the tadpoles!”
reflects the school’s profound under-
standing of the inherent value of being
the best possible tadpole, before
becoming the best possible frog.

= School leaders in the well-known
Total Quality experiment at small
public, residential Mt. Edgecumbe
High School in Sitka, Alaska, have
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applied TQM principles and practices
not only to the work of teachers and
students in the classroom, but also to
the establishment of a successful
student-operated salmon export busi-
ness with Japan. In nearby Haines,
Alaska, teachers and school board
members have also convinced their
superintendent to support TQM
throughout the district.

» In Erie, Pennsylvania, leaders of
the town and the schools have joined
forces to create a communitywide
Quality Council to generate a renais-
sance in all aspects of citizens’ lives.
Long the butt of joi-es about its stodgy
image, Erie recently established the
World Center for Community Excel-
lence as a helping hand to other
comnwnities who would like to imple-
ment quality improvement programs.

r In Glenwood, Maryland, the
middle school has instituted New
England-style town meetings for the
student body. Befo.= attending the
meeting, every studeat works in one or
more quality circle “¢-Teams™ with
fellow students. S-Teem (or Support
Team) is a play on the word esteem. In
the teams students discuss how their
work, individually and collectively,
can be ir-proved. They pledge specific
efforts to help bring about the planned
results in their “house” or grade, or
even the entire school. S-Team
projects take the students into the
community as well, for public service
and town improvement efforts at
nursing homes and hospitals, at home
to improve family life, and at school
for campus beautification."

Ounesy Of reify Liemenkary SCROOK, Tive.

In neighboring Columbia, Mary-
land, Wilde Lake High School has
practiced a philosophy of continuous
student progress since its inception
more than 20 years ago. There is no
failure. Students perfect their school
work until they deserve at least a C
grade, a practice that gives the school
an exemplary reputation among
college admissions officers.

m At Central Park East School in
East Harlem, grades are unknown.
Student projects, demonstrations of
learning progress, and descriptive
evaluations of students’ work, have—
with strong administrative leadership
and vision—-contributed to the
creation of a Total Quality culture in a
challenging environment.

= Redwood Middle School in Napa,
California, is solving its problems of
an unwieldy (and growing) population
and concomitant tendencies toward
impersonalization by creating cohort
groups of teachers and students.
Teachers are given time every day to
meet in their groups, to discuss the
progress of students, to monitor their
individual and collective learning
processes, and to plan learning oppor-
tunities for students based on analysis
of diagnostic data. Learning at
Redwood is a team project.

= In Virginia’s Rappahannock
County schools, TQM training has
paid off in virtually every aspect of the
district’s functioning. Report cards
have been designed by a parent-
teacher-student team. Serious disci-
plinary problems on bus runs have
been solved as a result of the efforts of
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a Quality Improveraent Commitiee,
composed of parents, bus drivers, the
transportation supervisor, administra-
tors, and studeuts. In addition, results
of districtwide customer satisfaction
surveys have shown remarkable gains
in the three years since the district
began implementing Total Quality
principles and practices.

= Quality-conscious companies such
as Corning Incorporated are actively
supporting Total Quality transforma-
tion in the schools in their communi-
ties. The Koalaty Kid Frogram, brain-
child of the spirited staff of Carder
Elementary School in Corning, New
York, is now vigorously supported by
Coming Incorporated, the commu-
nity’s chie{ employer, and by the
American Society for Quality Control.
The presence of their mascot, the
Koala, ihroughout the school and in
assemblies celebrating the continuous
improvesnent of students, is a constant
reminder that every kid is a Xoalaty
Kid. The program, says David Luther
of Corning Incorporated, “is based on
the assumptions that children want to
learn in acceptable ways and will
make a real effort to do so if the envi-
ronment they're in promotes their self-
esteem and stimulates their desire 1o
achieve attainable goals.” The
program works, adds Luther, because
it “is a systematic process for
achieving the desired ouicome and for
continuous improvement.”"?

m The Arlington Independent
School District in Texas has united the
community to recreate their school
system as “"an open organization that
actively listens tc customers and
employees and then acts positively
upon what it learns. Qur communica-
tion process will be marked by cour-
tesy, responsiveness, and follow-
through.” The key to success will be
the implementation of a districtwide
vision as a “total quality school district
permeated with a commitment to
continuous improvement throughout
the organization.”"

Creating Schaals of Quality

If all this sounds good and you would
like to promote Total Quality in your
schools, it's important to know in

advance some of the potential pitfalls
and obstacles.

# Total Quaiity is a long-term
commitment to a different way of
perceiving, thinking, and aciing.
“Quality First” will become your way
of life at work, at home, and in the
community, Without such a transfor-
nation, TQM will be just another
project to do while you wait for the
next hot item of salvation to come
down the pike.

w Workers, acting alone, cannot
create a Total Quality organization.
The top leadership must acquire the
resources, inspire the troops {espe-
cially when the going gets tough), and,
most important, demonstrate openly
and decisively an ongoing personal
commitment to Total Quality Manage-
ment and its application to the contin-
uing improvement of schools and their
people.

m Training is essential if the
meaning of Total Quality is io tran-
scend the level of buzzwords. Busi-
nesses that have experienced success
implementing TQM can provide guid-
ance and training. However, their
focus and mindsets are often attuned
to a world holding different values and
praciicing different norms than those
of educators. Therefore, schools must
invest resources in training by educa-
tors who can build bridges of linguistic
and conceptua! understanding between
business and education.

= Know, before you start, that the
road to Totai Quality in any “learning
organization” is not a smooth path. No
magic plan, externally applied, will
assure an efficient or painless process.
Qutside experts can show you models,
teach you useful tools, and offer
encouragemett, but they cannot and
should not do the work of transforma-
tion for you. A “yearning for learning”
comes, ultimately, from within the
individual and within the organization.

= Take a pledge, personally and
with your colleagues, before you begin
your Total Quality transformation, to
help and support one another
throughout the ongoing process of
improvement, no matter what! Make
the principle of kaizen one that works
in your own life, and help the people
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with whom you wcrk to do the same.
Above all, don't give up! When does it
all end? As Deming says: “Forever!”

A decade after the publication of A
Naticn At Risk, educaiors today have
the opportunity to combine efforts
with each other, with business and
government leaders, and with all
stakeholders in our common future.
We must transform our Nation at Risk
into a Nation of Quality, beginning
with the creation of Schools of
Quality. &

'Although Feigenbaum never lectured in
Japan, his writings were highly influential
in the Japanese transformation.

2M. Walton, (1986), The Deming
Management Method, (New York:
Perigee), p. 14.

*Walton, p, 19.

“Kacm Ishikawa, son of Ichiro Ishikawa,
wveas one of Japan's most highly respected
quality experts.

sProfessor Jost Reischmann of the
University of Titbingen, Germany, shared
his concept of life-wide learning with me.

*P. Senge, (1990), The Fifth Discipline,
(New York: Doubleday).

"H. Gardner, (1983). Frames of Mind.
(New York: Basic Books).

*J. J. Bonstingl, (March 1992), “The
Total Quality Classroom,” Educational
Leadership 49: 70.
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Fourteen Points Applied to Companies and
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New Roies, Mew Relationships

On Restructuring Roles and Relationships:
A Conversation with Phil Schlechty

Ron Brandt

A new role for the teacher is as inventor of engaging work. The school board’s role is to
educate the community about the conditions of schools. And the superintendent’s role
shouid be not so much to make decisions as to cause decisions to be made.
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“Schools are organized
on the principles of
Monopoly while our kids
live in a Nintendo world.”
Phil Schlechty told educa-
tors at the ASCD Annual
Conference last year. The
president of the Center for
Leadership in School
Reform. Schlechry
believes strongly that the
rules for schools must
change. In this conversa-
tion with Educational
Leadership, he spells out
how teachers, principals,
superintendents, and
schoot board members
must become more
focused on developing the
capacity of students.

n EDUCATIONAL LI ADERSHI?

! hil, what would
i T} you say is implied

§% in the term

“systemic

change’’?
It means changing the
system of norms: the
regular and patterned
ways of doing things—
how power is
distributed, how deci-
sions are made, what
our business is.

If we say our business is selecting
and sorting students, which is what
our present schools are designed to do.
we structure the system one way. But
if we say our business is developing
the capacities of all students, we
design the system another way. One
reason many innovative curriculum
materials of the 1960s didn’t work
very well was the way schools were
structured.

Are you saying there’s been a shift in
what people see as the basic purpose
of schools?
Yes, we're struggling with that. We're
being asked to serve a purpose we
don’t fully understand. and because
we don't understand it, we're trying to
respond to it in terms of the old
purpose.

[ call it the Post Office cffect. The
postal service was designed to be a
reliable deliverer of the mail at low

cost. The promise was. “We'll get
your mail there some time, and it
won't cost much.™ After World War 11,
businesses began to ask for fast, time-
certain mail delivery. They wanted to
know exactly what time a letter was
going to get there.

I think that's where we are. We're
being expected to teach every kid how
to do algebra and we're still trying to
make sure that most kids know how to
add, subtract, multiply, and divide.

You spoke of the way schools are
“structured.” You seem to be saying
that systemic change and restruc-
turing are the same thing.

They're synonyms. It doesn’t make
sense for people to say, “Restructuring
is failing; let's try systemic reform.”
Restructuring is changing the system
of rules, roles, and relationships that
govern the way time. people, space,
knowledge. and technology are used
anid deployed. That's what systemic
reform is, too.

I’m sure that’s right in theory. In
practice, though, we’ve seen efforts
at the state level to encourage
restructuring at the school level,
with the idea that “We don’t have
to change; they have to change.”
For example, when a state would
mandate teacher and parent partici
pation in decision making, it was
considered restructuring. But then,

§€




Quelity Goes to School

73

observers began saying, ‘“‘You know,
without broader change, site-based
decision making isn’t making a
difference; we have to change the
whole system. The state has to start
by changing its own paolicies, its regu-
lations, its incentives.” I think that is
what’s implied in the new language
of systemic change.
1 agree that's how some people are
using the words. It's like Humpty
Dumpty: “When / use a word, it
means just what 1 choose it to mean.™
But such terms have special, technical
meanings that can be very powerful.
Take restructuring. A great deal of
restructuring has occurred in the last
five years, but it hasn't affected
anything, because we restructured the
wrong things. For example. there's no
question that local boards of education
have less authority than they had 10
years ago: state education agencies

have more authority. And we’ve still
got the same dumb decisions being
made. We've got to focus our attention
on the things that need to be restruc-
tured.

What things?
Things that make a difference in what
happens to kids in classrooms.

Such as?

As 1said before, time, people. space.
knowledge, technology. Take time. for
example. You've got to restructure the
rules, the roles, and the relationships
that govern the way time is used. The
students are our customiers; what we
do is design work activities that
engage our customers. And we have to
use time flexibly in order to do that.
You can’t do it by saying. “Everyone
must do this within the next 50
minutes.”

It’s not what
the teacher
does that’s
important;
it’s what the
teacher gets

the child to
do that’s
important.

What are some other things that need
to be restructured at the level of
teaching and learning?

People, and how they're organized.
For one thing, we should totally reor-
ganize schools in the sense of grades.
The nongraded primary is not enough:
we should have nongraded schools.
Another thing is the size of the basic
unit the student belongs to. I don’t
care how big the school is, I want to
know how small the unir is. There are
a number of ways you can take a
1.500-student high school and turn it
into a place where 1.500 people of
different ages are grouped into small,
cross-age units.

We need 1o see every person who
comes into the school as a part of the
instructional environment. and that
includes the kids themselves. And we
need to think of students as part of the

instructional statf.
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Restructuring 1s
changing the
system of rules,
roles, and
relationships that
govern the way
time, people,
space, knowledge,
and technology
are used.

Most of the things you’re talking
about aren’t totally new, are they?
Most have been done somewhere,
haven’t they?

Yes. But I don’t know of any school
where all of it is being done in a
systemic way. To do that—to put it all
together—schools need to be a part of
a total system committed to these
things. It takes a supportive system—a
school district-—to de it.

Is that why you recently entered into
an agreement with a few school
districts to work with them over a
long period of time?

Yes. I formed the Center for Leader-
ship in School Reform because 1
believe that school districts need to
have access to a single-purpose
outside source of consultation, help,
and advice. At this point. we have a
relationship with Tupelo, Mississippi:
Lake Washington, Washington; Cedar
Rapids, lowa; Hammond, Indiana; and
a couple of school districts in
Connecticut. Basically, what they are
buying into is the notion that you have
to develop district-level capacity to
support and sustain school-level
change.

m EDUCATIONAL LEADERSHIP

In that connection, let me ask about a
top’c that’s attracting a lot of attern-
tion these days—Total Quality
Management. Is that something
different from what you’ve been
talking about?

It is as some people talk about it.
TQM will be nothing more than MBO
(Management by Objectives) warmed
over unless we change the funda-
mental paradigm we use to think about
schools. If we continue {0 thirk about
students as products. and test scores as
significant measures—as the qualities
that we are trying to control—we're
just going to beat ourselves to death
again. If, however, we think about the
student as customer for work, and we
think about the work itself as the
product, and we talk about variance in
the quality of the work provided to
kids, that's different.

Then we understand the funda-
mental logic of W. Edwards Deming’s
Total Quality Management, which is
very simple, really. Basically it
involves just three things: understand
processes. get control of processes.
and—where possible—improve
those processes. Deming is saying
that you can't control something you

QN W e

don’t understand. A lot of the charts
and so forth used in TQM are just
ways to get some understanding of
what might be going on. Then, how
much of those things can you coatrol?
Sometimes we try to over-control
things. But it doesn’t work because
some variance is normal; it's built
into the system.

What’s an example of a process

you can control?

A very important one is decision
making. Actually, we know some of
the variables in effective decision
making. Cne, for example, is whether
the group that makes the decision
knows what results the group
members want the decision to
produce—before they make the deci-
sion. If you have clarity of results, you
are going to get a better decision than
if you don’t have clarity of results.
And you can measure the degree to
which a decision was made on the
basis of a clearly specified result or
outcome. Related to that is asking
those in the group to articulate how
they'd know that the result had been
produced—what indicators they would
accept as evidence.
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That’s just an example of the kind
of thing you can do. If you begin to
train teams to think that way about
their own decision making
processes—to understand those
processes and get contro: of them—
they begin to understand the power
of statistical process control.

You mentioned that people are
confused about the role of students.
I’ve heard about “student as worker,”
bu: I’'m afraid I don’t understand
“customer for work.”

I am very much with Ted Sizer: I have
no trouble with seeing students as
workers. But from the school’s point
of view, the student is our customer
for work. Big people populate the
school all the time: little people pass
through it. The big people have to be
customer-centered. Students must be
the focus of all our activities. Our job
is to design activities that meet our
customers’ needs.

I think of work as what the students
do, but you're thinking of it as what
they are assigned to do.

What they are encouraged to do,
inspired to do.

Can you make that a little more
specific?

Well. for example, encourage students
to use mathematics to solve real prob-
lems. not just do numbers. You see a
similar emphasis on connection with
the real world in many writing
projects and in the best science
curriculums.

Let’s turn, then, to the teacher’s role.
The teacher has to be viewed as a
leader and an inventor. The job of the
teacher, often working with other
tcachers. is to invent work that kids

will do, and to lead them
to do it. It’s not what the
teacher does that's impor-
tant; it’s what the teacher
gets the child to do that’s
important. That’s why

we need to see the teacher as a leader
and inventor.

And if teachers are leaders, then the
principal is a leader of leaders. I don't
consider the principal as instructional
leader; instead, I see the principal as
leader of instructors. Now. that’s more
than just semantics, because instruc-
tional leadership and curriculum lead-
ership are embedded in the job of
teaching. But you still Lave to have
leaders of leaders—that’s where the
principal comes in.

I don’t consider
the principal as
instructional
leader; instead, I
see the principal
as leader of
1nstructors.

And you must have a leadership
system. [ think of the superintendent
as the Chief Executive Officer of what
is typically the largest single knowl-
edge-work enterprise in the commu-
nity. The Jefferson County school
district in Kentucky employs a higher
proportion of college-educated
employees than any other single
employer in the community. And all
those people work with and on knowl!-
edge. Go 1o a small rural community
and you’ll find that hait the college-
educated people in the town are
employed with the schools.

So the superintendent should be
viewed as the CEOC. Now. that is a
very different role for a superinien-

&e

dent: to be called on not to solve all
the problems, but to decide which
problems are worth solving, and then
create conditions in which those prob-
lems get solved; to be a decision
causer rather than a decision maker.

Another role that people are
concerned about is that of board
member.

They should be concerned. Board
member is one of the most critical
roles we have. Unfortunately, the way
things are now, board members cannot
afford to be thoughtful.

I"'m not blaming board members,
though. I watch what happens when
boards of education and superinten-
dents are communicating with one
another—when the superintendent is
really listening to the board and the
board is really listening to the superin-
tendent. The consequence is that every
Monday night when they have votes
of 7-0 or 5-0, the newspaper says.
“They're a rubber stamp board.”
They're supposed to be rude and
nasty. And if they’re not that way,
the community will get someone to
run who will be.

But that's not how it should be. The
role of the board member is to under-
stand the issues deeply and to educate
the community avout the conditions
of the schools. Board members must
learn to carry on a dialogue with the
community. Too many board members
see their job as simply representing the
constituency that elected them. That’s
only half the job; the other half is to
educate that constituency—because
hoard members ought to be the wisest
people in the community. The job of
the board— paraphrasing John
Dewey—is to ensure that what the
wisest parents in the community want
for their children is what all children
receive. B

Phil Schiechty is President of The Center
for Leadership in School Reform, 950
Breckenridge Lane, Suite 200.
Louisville, KY 40207. Ron Brandt is
ASCD's Executive Editor.
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Not an oxymoron... not a fad

Quality management in
schools

Quality management in schools

Susan Leddick — Profound Knowledge Resources, Inc.

Quality management in education runs the risk of being the next fad if its principles
are not understood and used as the basis for practice. This article describes six basic

E

quadlity princibles and how schools are using them to improve their school systems.

We're talking about quality management in
school systems because it holds promise for help-
ing schools transform. Just as American business
has learned in the last quarter of the 20* Century
of its vuinerability in a changing world economy,
American education is also learning that it, too,
must change to meet new demands.

Why education and why now? Expectations
of the organizations who will employ our stu-
dents, the parents and taxpayers who support
our schools, and the citizens who depend on
today's youth to lead the nation tomorrow have
never been higher. And the gap between those
expectatiors and perceived schoo! performance
may never have been lower. Books, magazines,
television, special congressional reports continual-
ly remind us that schools are not performing as
well as we need them to, if our nation is to retain
its position as a world economic power. It is not
enough to educate our best and brightest. We
must find ways to help every child learn. It is the
majc ity who pose the challenges.

But isn't education different? We are talking
about quality management because schools are
systems whose intended outcome is learning,
Teachers and administrators and bus drivers and
kids work in those systems. All those people can
achieve more and achieve it better if they learn to
manage their own work according to certain sim-
ple but profound principles.

What of the many existing reform propos-
als? We could catalog approaches tc improving
education that range from restructuring to
entrenchment, but they ali lack comprehensive-
ness:

* They have no language for defining the context in
which the school exists and. thus, its purpose.

* They have no language for describing the school
as a whole organism.

* They lack a theory of knowledge — a way to
know if changes really lead to improvement.

* They lack a method to make improvements to
any and all parts of the school or district.

* And they lack a means for engaging all the people
in the school and the district in continually
improving it.

Quality management provides the comprehensive
view school reform has been lacking.

Foundation principles of quality manage-
ment — Quality management can best be
described as a system of thinking and acting.

From a set of key terms come key principles.

The principles form a unified whole or theory.
Although we can examine each principle separate-
ly, together they form a unit. Understanding quali-
ty management means understanding how the
principles work together. Together they form a
foundation on which transformation can be built.
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Quality Goes to School

The foundation principles of quality
management
1. Customers have dynamic needs and expectations.

2. Customers are satisfied by purposeful activities or
systems.

3. All systems exhibit variability.

4. Knowledge comes from rotating the
Plan-Do-Study-Act cycle.

5. Continuous improvement of systems occurs
through planned change.

6. People drive changa.

The customer principle in schools

A clear view of the customer is essential to estab-
lishing the purpose of the school. Without pur-
pose we cannot understand the school as a single
entity, nor all the elementary schools and sec-
ondary schools in totality, nor the support ser-
vices and the schools as one organization.
Without purpose we cannot explain why one
course of action is appropriate and another inap-
propriate.

Which customer do you mean? Defining cus-
tomers has been a very difficult task for educa-
tors. Is the customer the employer who will hire
our graduates? s it the next grade or next school
to which our students pass? Is the customer the
taxpayer? How about parents? Or how about
kids? An argument can be made for any one of
them, and for many more. No one answer is right
and the other wrong, but any answer chosen has
unique implications for de”.ning quality of educa-
tion.

Schools grappling with the customer principle are
raising these issues:

|. Who's the customer?
2. What's the customer need we serve?
3. What's our aim?

These issues, seemingly simple, are difficult
because sc many customers and competing needs
exist. Looking at an example may help.

The customers and purpose at Mt.
Edgecumbe... The purpose of Mt. Edgecumbe
High School, Alaska's only public boarding school,
is to provide for parents the assurance that their
children will live and learn in a balanced social and
academic environment, work to frzely cooperate
with others, to cause positive improvements,
adjust and participate in a changing global society,
and gain enthusiasm for lifelong learning.

Mt Edgecumbe strives to provide quality educa-
tion for youth in order to add value to society
through a program, which i.: addition to a basic
curriculum, focuses on:

« Pacific Basin studies

* Entrepreneurship

« Computer technology

+ Total quality management techniques.

Tools for @ multi-customer supplier... Like
Mt. Edgecumbe, schools applying the customer
principle are planning with an eye on multiple cus-
tomers:

+ They are writing clear mission statements that
help clarify decision making for all members of the
school community.

+ They are applying site-based decision—making to
assure that customers, both internal and external,
have a voice in how the school is managed.

+ They are working on community consensus to
align the political forces that nse when multiple
interest groups are affected.

The system principle in schools

To understand a very simple mechanical system,
watch a child assemble a Lego truck. She may first
grab the wheels — things that roll. She will snap
together the long, flat pieces to create the frame
— something that provides a base. She will
assemble the cab and attach the windshield — to
house the driver and provide visibility. When
she’s finished, she has a system called a truck. it
combines all the related entities (wheels, frame,
cab, windshield, and so on) to reach a common
purpose of helping imaginary people carry objects
from place to place. No single part of the truck
can accomplish what they can accomplish togeth-
er, yet each is functional to a limited extent on its
own. When we fragment any system to study its
parts, we lose connections and lose sight of the
whole system. it’s Humpty Dumpty all over again!
Hence, our definition of a system is: a system is a
sct of related entities that work together to
accomplish a common purpose.

Schools working on the system principle are rais-
ing these issues:

1. What is us?

2. What is our common aim?

3. What is accountability?

Q
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Quality Goes to School

Quality management in schools

“There is no true
value of anything.
There is only a
number that comes
from the application
of a certain
snethod.”

W. Edwards Deming

What is us? It is often hard to tell where the
school system’s boundaries are. As social services
are increasingly delivered in cooperation with and
through the schools, for instance, it is hard to tell
what’s education and what's social service.

What is our common aim? A common aim
depends in part on a consensus among cus-
tomers. Yet without a common aim we are hope-
lessly locked into competing structures: schools
competing against other district schools for
scarce funds or special programs; children com-

peting against each other for grades and attention.

What is accountability? The popular concept
of accountability (which, in the words of quality
consuitant Peter Scholtes, may be a fifty—cent
word for biame), is threatened when we under-
stand that the interrelated nature of a system
makes individual performance impossible to quan-
tify.

Some beginnings in using the systems
view... Schools understanding the system princi-
ple are working hard to picture the srhoo! and its
community as a system. For example, Jackson
Community College in Jackson, Michigan, has cre-
ated a system map that identifies major subsys-
tems and the inter—relationships that exist among
them. They are using the map to communicate
among the college staff and to guide improve-
ments. Other schools are breaking down barriers
between functions. Teachers at Catalina Foothills
in Arizona are working together to design and
deliver interdisciplinary courses that emphasize
linkages or connections among subject areas. All
schools who are beginning to understand the sys-
tem principle are finding frequent and creative
ways to communicate the aim of the system to
people who work in it and people who receive its
products and services.

The variability principle in schools

Ask any system manager any question about how
the system performs, and you'll get the same
answer.

Q: How many kids are enrolled in your school?

A: It varies from week to week, month to month,
year to year.

: What's your school district dropout rate?

: It varies from school to school and from vear
to year. It also depends on how you count.

>0

Taking a pattern view over a point view —
Despite how obvious the answer — “it varies” —
in education we seem conditioned to behave as if
there is a correct, accurate, and one right number
to answer any such question. Dr. Deming often
reminds his audiences at seminars that “There is
no true value of anything. There is only a number
that com:s from the application of a certain
method.” If the method is applied repeatedly over
time, the number will certainly vary.

The point view... Even when we have looked at
distributions in education. we have used the nor-
mal curve (bell curve) to sort and select the best
from the worst so we could reward one group
and punish the other. This is a point mentality:
people react to individual points or pieces of data.

The pattern view... There is a better way to
use measures. If we apply control charts and
other statistical tools that take into account varia-
tion over time, we begin to see the changing per-
formance patterns of dynamic systems. This is a
pattern mentality: with it, people react to charac-
teristic patterns, not to single data points.

The point view in Texas... This approach
challenges many current practices. In absence of
understanding the variability principle, the
Governor of Texas proposed an education SWAT
Team of above—average educators. Their mission,
should they accept it, was to eriter low—performing
schools to accomplish a quie.. turn—around. The
findings and recommendations of the team would
be binding. Current administrators could be taken
to court for failure to implement the team’s plan.

But what is an above—average educator? What
isalow—performing school? Statistical proce-
dures assure us that we always have a bottom
half, even among Olympic athletes. Should we go
to the half of Olympic competitors who lost their
races and give them special help? We have
ignored performance over time. Contsol charts
will help us tell if any school in the district really is
in need of special help or if the variation among
them is simply a result of random differences.

Taking the battern and variability view...
Schools working on the pattern and variability
principle are raising these issues:

1. How are we doing over time?

2. What shall we measure?

3. Where does the variation come from?
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What shall we measure and how are we
doing over time? Schools are drowning in data
and thirsting for information because their mea-
sures are often dictated by accrediting or funding
bodies that operate on annual cycles. Of course
these bodies need data so they can fulfill their
own purposes or aims, but data are also needed
to fuel local improvements. Both kinds of ma2a-
sures need to be takers,

Where does the variation come from?
Beyond measure is interpretation, understanding
where the variation comes from. fn education we
have tended to blame teachers and students when
learnin® outcomes are disappointing. The variabili-
ty priciple reminds us that variation comes from
many sources continuously. Sorting it out is the
key to using the data for improvement.

Beyond finger pointing in Houston... The
superintendent and assistant superintendent of
Pasadena Independent School District in the
Houston, Texas, area knew about the variability
principle. When they sat down to study the stan-
dardized test data that came from the state, they
asked a different question from the usual one.
This time they asked “Judging from this test data,
is any school in our system in need of special
help?"

A control chart quickly told them that six schools
had, in fact, produced scores that lay outside the
calculated controi limits. They could now move
surely, commissioning the district office’s special-
ist teams to give help where it was really
required. For the others, whose scores fell within
the limits, they commissioned other teams to
work on the common causal factors that would
affect all schools in the same way.

The superintendent carried the hand—drawn
charts to each school. Principals got the idea right
away. “We ought to be looking at the data for
our school like this. How did you do that?” Such
requests for help were forwarded to the team of
trained facilitators developed throughout the dis-
trict during the prior year.

Like Pasadena, other schools and districts work-
ing on the variability principle are not assigning
blame to people when the system is the source of
variability. They are asking to see control charts
of school data of all kinds — from the warehouse
to the bus barn to the classroom. They are ceas-
ing to use the data to find the best or worst and
beginning to use it for system improvement.

The knowledge principle in schools

A pundit once said, “It ain’t so much what you
don’t know as it is what you do know that ain't
s0.” The knowledge principle calls into question
just how it is that we come to say that we know
something. The knowliedge principle is about the-
ory and prediction and practice. What may seem
impossible in practice with one theory may be
easy with anather.

Columbus could never have reached the West
Indies by sailing west as long as he operated
under the theory of a flat world. It was possible
(except for the intervention of other continents)
under the theory of a round one. What accom-
plishments seem impossible to us in schools
today? Perhaps a new theory is required.

Schools working on the knowledge principle are
raising these issues:

I. What theories will lead to improvement?

2. How do we create a culture of leaming for all
the people in the system?

What theories will lead to improvement?
Several hundred improvement initiatives of one
kind or another may be afoot in a school system
at any given time. New legislation and innovative
practice are continually adding more.

Washing machine management... School
personnel often feel as though they are caught in
the agitator cycle: swishing first one way and then
the other. To push the metaphor, they are spun
dry of energy and enthusiasm for trying new
things by the sheer magnitude of keeping up.

How do we create a culture of learning for
all the people in the system? Creating what
Peter Senge calls the learning organization means
allowing time to let experimentation happen. The
typical cry of school people is, “ don’t mind try-
ing something new, but what should | stop doing
to allow me to work something else in?”

Progress is being made on this principle by
schools who are integrating quality planning with
their district and campus planning cycles (the
PDSA cycle, shown on the next page is an exam-
ple of such planning). As they improve the data
ana analysis in the variability principle, they also
improve their ability to generate knowledge that
drives planning.

“A pundit once said,
‘It ain’t so much
what you don‘t know
as it is what you do
know that ain’t s0.””

“The variability
principle reminds us
that variation comes
from many sources
continuously. Sorting
it out is the key to
using the data for
improvement.”
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Quality management in schools

The PDSA cycle

The PDSA cycle has
four parts:

+ Plan a change

* Do it — carry it out
on a small scale

use of theory

Act to standardize an
improvement, aban-
don an unproductive
theory, or run the test
again under different
conditions.

By rotating this cycle
over and over in multi-
ple settings, people in
schools can participate
in creating lezrning that
matters tc them.

Study the results with -

The planned change principle in
schools

There are explicit methods for improving existing

systems and for stabilizing new or erratic systems.

The methods have evolved and have been refined
during the 1980s through the work of many con-
sultants and thousands of improvement teams.
The improvement method is an outgrowth of the
PDSA cycle; the standardization method is based
on the SDSA (standardize, do, study, act) cycle.
The two models appear below.

Schools working with the planned change princi-
ple are talking about these issues:

1. The common misconception that planned
change is already going on.
2. What shall we work on?

3. How shall we improve?

The common misconception that planned
change is already going on... People some-
times confuse serendipitous improvements with
the planned change principle. Just as species
evolve over time through rindom mutations,
improvements may eventually evolve in organiza-
tions. But the implementer of planned change is
more like the biological engineer who carefully
selects preferred characteristics and experiments
purposefully to produce them. Purposeful change
resulting in improvement is the goal.

What shali we work on? There is no shortage
of improvements to work on: planned change
occurs for the entire organization, for subsystems
and processes that cut across departments, and

for daily work. Choosing what to work on is part
of the district and campus planning processes.
The way to improve is through the seven steps
for improvement or standardization, using the
tools of quality management.

A

How shall we improve? Implemc .5 of
planned change have taken on a range of pilot
improvement team projects. Here is a sample list
from a large suburban district whose objective
was to get experience in all aspects of the district:

Administration. classroom, and support services...
* Improving speech referral tumaround time
* Improving warehouse delivery time

* Improving use of state leaming objectives in ele-
mentary curricuium

* Improving student leaming through students mon-
itoring their work with control charts

* Improving teacher and student attendance
* Improving phone service at central office

* Improving communication between central office
and buildings; between buildings and community
(The communication projects were difficult to
quantify)

The project team members agreed that they
would not recommend shat a first-time improve-
ment team take these on without very close mon-
itoring and assistance of a technical assistant very
familiar with the improvement process and tools.

TQT standardized process™

—-

TQT improvement process™

3 Analyze CaUSes
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The people principle in schools

System improvement and the transformation
toward a quality orientation as the driving force in
the organization must come from people.
Leaders, teams, and individuals all have a role.
Improvement is not add—on work; it is the work.

Above all, people must understand the school’s
purpose and how their work contributes to it.
This includes students, who are often ignored as
having a stake in the improvement of their own
schools and learning.

On stealing joy... Dr. Deming teaches that
school is the first of our social institutions that
robs people of their intrinsic motivation for learn-
ing, for accomplishment, for the joy of doing.

By emphasizing grades and rewards we accultur-
ate our children to an environment of fear of fail-
ure. Research is clear on the point: in an environ-
ment of fear, where threat is prevalent, people
revert to more primitive behaviors controlled in
the older centers of the brain. In such environ-
ments, extrinsic motivation takes over.

The more we give gold stars and/or A’s and F’s,
the more difficult it will be to tap the inherent
capacity of our students to learn for tne pure joy
of learning.

The people principle leads to process
analysis, instead of finger pointing — Schools
working on the people principle are finding ways
to align their people to organization goals and to
encourage them to take action. They are using
control charts to help distinguish the sources of
variation in measures of performance, to avoid
laying blame solely on the people who work in
the surrounding system in which they are embed-
ded.

Teachers in Pasadena, TX, for example, can make
control charts to see if they should work on com-
mon causes of variation in the class test scores,
or whether some students should be singled out
for special help.

Cooperative learning... Cooperative

learning and interdisciplinary curriculum, when
approached as methods that really engage stu-
dents in constructing their own meaning, are also
compatible with the people principle. The work
of William Glasser on control theory is also com-
patible, and many schools have found Glasser's
reality therapy useful as they think about creating
a school environment where everyone can do
quality work.

Current research on educational change, howev-
er, indicates that the professional preparation and
development of educators rarely includes the
skills for collaboration, even though collaboration
among administrators, teachers, and students in
planning and improving teaching practice is nearly
always associated with more effective schools.

Work harder versus work smarter in edu-
cation... Fullan and Stiegelbauer argue that
there are two forces for change operating on
education today. The first, represented by stan-
dardized testing and demands for accountability
and back to basics, is entrenchment into the work
harder approach. The second, represented by sys-
tems thinking, cooperative learning, and other
such initiatives, is restructuring to support work-
ing smarter. The values and principles of quality
management are more in keeping with working
smarter.

Final thoughts

Quality management in education is neither a fad
that will pass nor an oxymoron — schools really
can be of high quality, providing students the
opportunity to create meaning that has value in
their lives. The vaiue of applying quality manage-
ment to education will be seen in the resulting
economic, social, physical, and emotional
improvement.

Education can be a place where people are
allowed to take pride in their work because they
work in systems that encourage them to succeed
rather than assuming that a third or more will fail.
Quality management can help by providing an
integrative theoretical framework that makes
sense of other improvement initiatives.

The combination of humanistic philosophy and
hard science reflected in the foundation principles
is unique in its scope and applicability to any sys-
tem, large or small.

But it will be hard work that will take decades if
we are to uproot old practices that flow from
theory as outdated as Columbus’ flat world. It is
not a job for the faint of heart, but it has great
promise. ¢
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MANAGEMENT
MANIFESTO

By Yvonne Siu-Runyan
and Sally Joy Heart

Deming’s 14 principles have revitalized Japanese industry,
and they can form the basis for restructuring the
education workplace as well

EDWARDS DEMING, THE AMERICAN

genius who revitalized Japanese indus-

try, is unequivocal: “Workers are re-

sponsible for only 15 percent of the

@ problems, the system for the other 85

percent.” And the system, he says, is
the responsibility of management.

Deming’s view of attacking prob-
lems in industry parallels what many [
reformers say about schools: Improv-
ing the quality of public education,
they maintain, requires making struc-
tural changes in the system, rather
than targeting individual workers for
reform. According to these reform-
ers, most school problems originate
from the system itself, and manage-
ment is responsible for the system.
So, the way to generate improve-
ment in schools is to reform school
management.

But how do you, as a school ex-
ecutive, reform your profession?
School executives, admittedly, often
are reluctant to use a private-sector
management approach in public ed-
ucation, arguing that business is dif-
ferent from education and that we
cannot successfully run schools as if
they were corporations. In fact, ed-
ucation s different from mdustry But managing people
and resources is largely the same for any organization—
whether in business or ~ducation, the private sector or
the public arena. And y- wing numbers of school c¢xec-

Yvonne Siu-Runyan is an associate professor in the College of
Education, University of Norther Colorado, Greeley. Sally Joy
Heart is a free-lance writer with Creative Communications.
Boulder, Colo.

utives are looking to Deming’s management model
for help.

The Deming model is a useful tool for analyzing man-
agement systems in public schools. The approach, first
used successfully in Japanese industry and business, has
worked well in a growing number of
American companies that needed to
change their organization systems to
thrive. Rather than viewing managers
as “bosses,” Deming’s approach is
based on teamwork and collaboration
among managers and workers. The
process is governed by the principles
of constancy of purpose for everyone
in the organization, quality of prod-
uct or service, and cooperation at a!l
levels of the organization.

Under the Deming model, 14 es-
sential principles must be considered
when restructuring the workplace en-
vironment. We’ll outline those princi-
ples for you in a moment. For each of
the 14 points, we will describe how
the principle is currently used in a
school setting or offer suggestions for
how that principle might work in
schools.

1. Create constancy of purpose
for improving the product or ser-
vice. It’s easy to “stay bound up in the
tangled knots of the problems of today,” says Deming.
“But no company without a plan for the future. . .will stay
in business.”

The same is true in education. School systems func-
tion best when workers, mid-level managers, and top-
level managers agree on goals and priorities for the fu-
ture. Trouble is, in most schools, the goals and priorities
of staff members extend no further than token agree-
ment that schools should educate children.
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“School administrators are often concerned primarily
with fiscal constraints,” say Samuel B. Bacharzch and
Sharon C. Conley in a 1986 article on educational re-
form in Phi Delta Kappan. “School boards often focus
on broad ideological goals. Meanwhile, teachers tend to
focus on ‘micro’ issues related to their own students and
classrooms.” Although such differences in purpose are
understandable, they often result in a lack of unity. A
system cannot flourish when groups are pulling in differ-
ent direcdons.

What’s needed is a common vision—a goal all
groups agree on and feel good about

ized testing. It’s the measure by which we determine
the quality of what we do. But standardized testing by
its nature diverts us from the true purposc of educa-
tion—which is to enhance the ability of each student to
learn and think constructively, critically, and creatively.
Mass testing fails to get an accurate measure of stu-
dents’ abilities to use diverse strategies, skills, and in-
formation.

Mass testing also judges teachers according to their
students’ performance on tests—and thereby diverts
teachers’ attention from creating cooperative communi-
ties of effective learners. Jane L. David

working toward. An example of what puts it this way in a 1991 Educational
can happen when schools develop a > . Leadership article on restructuring edu-
common vision based on sound peda- What's needed is cation: Teachers are “caught in a time
pogy can be¢ found in six North Car- a common warp between the old and the new.”

olina schools. This innovative under-
taking, called Project Design, uses
permanent steering committecs to
improve instruction, according to
Bettye MacPhail-Wilcox and her col-
leagues in a 1990 article in Educa-
tional Leadership.

The committees—made up of the

vision—a goal all
groups agree on
and feel good

about working

They’re asked to develop new methods
of teaching students to think, yet “they
are still judged publiclv and privately by
standardized tests that e.nphasize iso-
fated facts, rote learning, and content
coverage.”

The only way to get an accurate,
complete picture of what students

superintendent, various central office toward know and neced help with is to ob-
staff members, principals, tcach;rs, and serve and interact \x'igh students. Ef-
school board members—make instruc- ——— forts are under way in a number of

tional improvement their constant pur-

pose. Preliminary results of Project Design reflect a
strong commitment to improving education on the parts
of teachers and administrators, as well as improved per-
formance by students and a high level of involvement
and support by parents and the community.

2. Adopt the new philosophy. Adopting a new ap-
proach means changing perspectives and breaking from
tradition. In schools, says Psychiatrist William Glasser,
that means moving beyond a fiagmented instructional
approach and moving toward challenging students to
think and defend their ideas. To make this happen,
Glasser says, what’s required is not “boss management,”
which relies on coercion and turns workers and man-
agers into adversaries, but “lead management,” which
relics on cooperation between managers and workers.
Teachers and school executives must work together to
rethink what they do, how they o it, and how they
measure it.

Barry S. Racbeck, principal at Thomas Harrison Mid-
dle School in Harrisonburg, Va., reports in a 1990 Edu-
cational Leadership article that staff members collectively
implement policies and activities they believe will make
their school a better learning environment. They’re us-
ing team teaching, positive public acknowledgment and
recognition of staff membecrs and students, and “unsatis-
factory” (U) grades rather than F’s for failure, The over-
riding theme is cooperation—which means everyone
from principal to custodian is working together in a spir-
it of mutual respect toward a common vision.

3. Cease depending on mass inspection. In indus-
try, says Deming, mass inspection cannot solve the prob-
lem of poor quality. The people who make the product
arc the only ones who can ensure high quality—and they
must do it at cach step of producing every item.

Education’s version of mass inspection is standard-
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states to make assessment more close-
ly match what we want students to know. California,
Illinois, and Michigan, for instance, are developing
techniques for evaluating student literacy that involve
the whole process of reading. These tests—which use
narrative materials selected from children’s magazines,
trade books, reference books, and textbooks—aim at
matching the kinds of reading materials students actu-
ally reaa each day and assess students’ ability to use
appropriate strategies for reading different kinds of
material.

These new approaches to assessment do not constrain
teachers’ efforts to teach creative and critical problem
solving. In fact, these approaches can help schools move
toward creating an environment that engages students in
active, reflective learning.,

4. End the practice of awarding business by price
tag alone. “Price,” emphasizes Deming, “has no mean-
ing without a measure of the quality being purchased.”
But in business, as in education, decisions often are
based on cost. Pressured to reduce costs, managers ofien
purchase services and products according to what is
cheapest. But schools are far more likely to ensure high-
quality education by hiring excellent teachers, buying
top-quality education materials, and designing effective
learning environments than by shaving costs.

Indeed, sacrificing quality in the name of cost-saving
can be costly in the long run. Jonathan Kozol, in his
book Illiterate America, savs individuals who lack the
skills and options provided by a sound education are
more likely to turn to crime and substance abuse. And
the cost of incarceration—averaging $17,000 a year per
inmate in state prisons in 1988, according to the 1989
Corrections Yearbook of the Criminal Justice Institute—
far exceeds the costs of schooling.

5. Constantly improve the system of production
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and service. Quality, says Deming, “must be built in at
the design stage, and teamwork is essential to the pro-
cess.” Given the option, most school people would agree:
Working as a tecam member committed to delivering top-
quality instruction is more effective than working alone.
And for school managers, working collaboratively with
staff members—who are striving to improve their own
performance and contribute to the overall system—is
more likely to bring positive results than is managing by
coercion and intimidation.

Grant W. Simpson, in a 1990 Educational Leader-
ship article on sustaining innovation,
describes one of the increasing num-
bers of school leaders who take this
approach. Cheryl Snell, principal of
DeKeyser Elementary School in the
Utica (Mich.) Community Schools in
suburban Detroit, trics to inspire ac-
tive participation and collaboration
among her staff members. Her aim is
to engender collegiality among
teachers and encourage them to re-

In schools, as in
many industries,
the distance
between managers
and workers is

land, all school administrators teach as part of their regu-
lar assignment. When Siu-Runyan asked tcachers, “What
arc the qualifications for being an administrator?™ the
universal response was, “You must be a good teacher, of
course.” Siu-Runyan probed further with, “Are there any
special courses you have to take to be a school adminis-
trator?” The resounding response was, “Of course not;
you learn on the job. But first you must be a master
teacher. That is the No. 1 criterion for being a Head
[principal].”

8. Dispel fear. “It is necessary for better quality and
productivity that people feel securce,”
says Deming. Fear is a motivator, he
adds, “but it does not motivate toward
constructive action.” Learning and
risk-taking cannot take place in an at-
mospherc where people are afraid to
ask questions, take a stand, or make
suggestions.

To inspire learning in their students,
teachers must be learners themselves.
That means recognizing firsthand that

flect on what they do, take responsi- ! learning entails making mistakes. And
ble action, and strive to improve in- ¢ ptague on school managers must provide teach-
struction. By supporting teachers and eﬁ‘ectiveness ers, students, and staff with an environ-
encouraging school personnel to take ment in which they fecl sccure enough

the initiative in solving problems,
Snell helps move her school toward
high-quality education.

6. Institute training and retraining. It is very diffi-
cult to erase improper training,” says Deming. And that
certainly applies in schools. Consider the treatment of
new teachers: Generally, they’re on their own, learning
about procedures, policies, and curricula by word of
mouth—a hit-or-miss approach, at best.

In Holiand, one of us (Siu-Runyan) observed an ex-
ample of an effective support group for new teachers. In
a meeting focusing on discipline and management tech-
niques, the principal and teachers discussed a trouble-
some student at length and told about discipline tech-
niques that had worked for them. The beginning teacher
jotted down the suggestions and said she felt much bet-
ter knowing that others had trouble with the same stu-
dent. She said she would try out the suggested remedics
and report back at the next meeting about how her week
had gone with the student.

This kind of open communication and support in a
nonthreatening setting helps make for effective teaching
right from the beginning.

7. Provide leadership. “Lcadership is the job of
management,” says Deming. “It is the responsibility of
management to discover the barriers that prevent work-
ers from taking pride in what they do.”

In schools, as in many industries, the distance be-
tween managers and workers—that is, between adminis-
tration and actual classroom experiences—is a plague on
cffectiveness. Most school executives would find it
much easier to stay current and understand classroom
problems if they taught frequently and worked regularly
in classrooms. This kind of participation makes you
aware of the problems, chatlenges, and complexities
teachers face.

Again, the Dutch schools provide a model: In Hol-

to challenge the status quo, explore
new ways of teaching and learning, and
usc mistakes as feedback rather than punishment.

North Carolina’s Project Design offers an example:
The project leaders understand the necessity for building
trust. They encourage teachers to say, “This isn’t work-
ing,” or “I don’t know exactly how to do this”—and
they encourage teachers to try new approaches.

If you want to promote new approaches to learning in
your schools, you must honor people, support and en-
courage them to take risks, and help them break from
traditional forms.

9. Break down barriers between staff areas. When
managers and workers collaborate and function as a
team, says Deming, the result is a high-quality product.
In schools, opening communication among staff areas—
certified and classified, as well as instructional arcas—re-
duces competition between individuals and departments
and adds to the overall energy needed to create high-
quality learning environments and experiences.

Some school cxecutives put this concept to work by
having what they call “alignment meetings,” where the
entire school staff—instructional, counscling, custodial,
food services, secretarial, transportation, and so on—
meets to celebrate victories and work toward solving
problems.

10. Eliminate slogans and exhortations. “Slogans
never helped anyone do a good job,” Deming says. In-
stead, “they generate frustration and resentment.” Slo-
gans and cxhortations suggest that the worker is to
blame if things don’t get better.

True commitment to improving performance comes
from the internal motivation of individuals. And pcople
are more likely to achieve the organization’s goals when
they’re involved in sctting those goals. If workers want
to put up slogans, that is their prerogative. The job of
management is not to coerce, but to generate support,
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cooperation, and leadership for a process that brings to-
gether the energy of everyone for a common vision.

As teacher Dan Brickley and Principal Tim Wester-
berg describe it in a 1990 Educational Leadership article,
the move toward restructuring at Littleton (Colo.) High
School has involved teachers and administrators in ongo-
ing discussions of the school’s strengths and its needs for
change. Together, staff members have created common
goals and a vision statement that says, ©. . . as workers,
parents, citizens, and individuals, members of the next
generation should know how to question, invent, antici-
pate, and dream . . . so that
they [are] . . . prepared to
make a living, make a life,
and make a difference.”

11. Eliminate numerical
quotas. “A system that fos-
ters an atmosphere of recep-
tivity and recognition is far
nre‘erable to one that mea-
sures people by the numbers
they turn out,” says Dem-
ing. Nothing dehumanizes
people more than being re-
duced to statistics. Looking
for quick ways to improve
test scores rather than work-
ing to foster creative prob-
lem solving, critical think-
ing, and higher-level learn-
ing defeats the purpose of
cducation.

As Rafael Aguayo puts it
in Dr. Deming, the American
Who Taught the Japanese
Abour Quality, numerical
quotas are more likely to
serve as ammunition for frus-
tration and jealousy than to
engender the cooperative teamwork that nurtures pro-
ductivity.

Making state-by-state comparisons of standardized
test results is a good example of how not to use numeri-
cal quotas. If teachers 2nd up teaching to the test to raise
scores, we have no idea of what students actuaily
learned. Deming puts “incentive pay” in the same cate:
gory as numerical quotas. Both incentive pay and mynfr-
ical quotas encourage people to turn out numbers rather
than quality. In schools, which have limited budgets for
teacher salary, incentive pay results in many losers and
few winners.

12. Remove barriers to pride of workmanship.
People want to do a good job, and teachers are no excep-
tion. Consider the barriers that get in the way: arbitrary
goals that serve the needs of administration; outdated,
faulty, or insufficient equipment; curriculum materials
that are old or no longer relevant. These obstacles can
discourage people and crush the spirit. In such an envi-
ronment, says Deming, mediocrity is the safest response.

In teaching adult writers, one of us (Heart) discov-
cred many people were unaware of their ability to ex-
press themselves artfully and passionately. They consid-
cred themselves mediocre writers with little to say—a
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perception usually based on the treatment they had re-
ceived from their teachers in school. They had learned
the value of conformity. To discover their own potential,
they nceded a learning environment that nurtured self-
confidence, creativity, and adventurousness.

The same is true for school executives: You need to
remove obstacles and make teachers’ jobs casier. Sit
shoulder-to-shoulder with teachers, and solicit informa-
tion about what’s not working and how you can help.
Then act on the information you receive.

13. Institute a vigorous in-service training program.
Most people believe that
when they’ve completed their
formal education, they’ve
learned all they need to
know. In fact, we constantly
need new skiils, techniques,
and information just to keep
up in our changing world. As
Deming says, “Education and
retraining—an investment in
pcople—are required for
long-term planning.”

The opportunities should
be many and varied: credit
course work, seminars, work-
shops, independent study,
‘mentor programs, informal
discussion sessions, and
leaves of absence for travel or
other professional experi-
ences. Such experiences not
only enhance teachers’ pro-
fessional capabilities but also
contribute to overall well-be-
ing. vitality, and spirit.

14. Take action to ac-
complish the transforma-

tion. The process of institut-
ing change begins with manageraent. In other words, it
begins with you. Individual workers are helpless to
change the system. To chart a course for change, you as
manager must be willing to forgive past mistakes and
learn from errors. Deming points out it’s hard for man-
agers to acknowledge their mistakes when they've “been
paid high salaries to be right.” But without that kind of
learning, you can't move forward.

Beyond this, all the personnel in your school must
make a commitment to moving toward the shared vi-
sion—with you as a manager guiding and serving as a
model for the change process. You must build support
for change into the system—so enough people are com-
mitted to transformation that it won’t be derailed by
staff turnover.

A final comment: The process of change never ends.
Restructuring schools is never finished. You, your teach-
ers, and your support staff members must continue tak-
ing risks, learning from mistakes, and using the informa-
tion you gather to adjust the process so it continues
working in the most effective way possible. When you
create this kind of honest, mutually respecting attitude
among staff members, you have the makings for a pow-
erful learning environment in classrooms.
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Total Quality
Management
lz&ler Weaver

n the years following World War

11, W. Edwards Deming, an

American statistician with a new
management theory, took his ideas to
Japan. The Japanese, devastated by the
effects of the war, were looking to
restructure their economy, and
Deming’s principles became the
blueprint they necded. Now, more than
four decades later, Japanese products
are in demand worldwide.

The Japanese success story has
made Deming’s management theory,
which some call Tota! Quality Manage-
ment (TQM), a phenomenon that is
getting renewed attention in America.
With its focus on customer satisfaction,
employee empowerment, and product
quality, it has stirred interest among
American managers, from car manufac-
turers to hospital administrators, and
most recently, educators. This Digest
looks at the tenets of TQM and their
application to schools.

What Is the Philosophy of TQM?

Although no two businesses use
TQM in exactly the same way, its
theory rests on two basic tenets. The
first and most important is that custom-
ers are vital to the operation of the
organ.zation. Without customers, there
is no business, and without business,
there is no organization. Consecquently,
it should be the primary aim of any
group to keep customers satisfied by
providing them with quality products
{Deming 1986).

These ideas are not foreign to most
organizations; what makes TQM
unique is its call for a restructuring of
management methods to create that
quality. TQM proponents urge
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organizations to turn nearsighted, top-
down management “on its head” by
involving both customers and employ-
ees in decisions. This second tenet,
that management needs to listen to
nontraditional sources of information in
order to institute quality, is based on
the belief that people want to do quality
work and that they would do it if
managers would listen to them and
create a workplace based on their ideas
(Deming).

Managers, in the TQM view, need
to become leaders who “not only work
in the system but also on the system”
{Rocheleau 1991). A company will see
continuous improvement in products
only when managers realize all systems
consist of interdependent parts and
work to aim all those parts toward a
vision of quality, proponents argue.
This type of leadership is needed to
ensure that product quality improves
“constantly and forever” and truly
satisfies the customers (Deming).

How Does TQM Create an
Environment that Promotes Quality?

TQM is more than just a philoso-
phy. In addition to proposing new
theories about the workplace, it
advocates specific changes that
managers necd to make if they want to
improve the system. These changes are
best described in Deming’s “14
Points,” which are condensed under the
four categories below:

* Customer Relationships: Custom-
ers can be either internal or external to
an organization. Just as a customer is
the person buying a product in a store,
an employee is the customer of
management. Managers need to realize
that quality work will not be done
unless they provide employees with
quality products to work with
(Blankstein 1992).

* Employee Empowerment. TQM

starts at the top but should permeate the
workplace; it fact, it will fail without
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employee involvement. Since workers
know more about their jobs than
manageirent does, their input is vital to
improving the system. Itisa
manager’s responsibility to continually
train employees in the methods of
TQM, involve them in management
decisions, listen to their suggestions for
system changes, and work to imple-
ment those changes (Schmoker 1992).

¢ Continual Gathering and Use of
Statistical Data: Most companies
monitor the quality of their products by
doing mass inspections that determine
how many low-quality items are being
produced, but Deming calls for
monitoring of the production process
by continually gathering statistical data
so that problems can be identified as
they are happening instead of when it is
too late to solve them. When problems
are ideatified, they should be the focus
of discussion, and the groups discuss-
ing them should rely on the data to
institute change instead of randomly
assigning blame to individuals or
departments (Deming).

« Create an Environment that
Promotes Unity and Change: People
need to feel comfortable discussing
problems and suggesting solutions.
Managers need to work at breaking
down barriers between departments so
that interactive discussion can take
place. Fear must be eliminated. Also,
managers are urged to do away with
slogans, quotas, goals, and ot ectives
since they encourage competition
between workers and put the focus on
individual results rather than process
(Deming).

How Does TQM Translate to
Education?

Considerable effort has gone into
translating ideas generated by TQM to
education, and adaptations of Deming’s
fourteen points pepper recent educa-
tional journals. Most of the points,
such as the dissolving of barriers
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between departments, are essetitially
the same in education as they are in the
business world. Some TQM advocates,
however, call for changes in education
that may seem radical to educators.

» The Role of Students: TQM
recognizes students as both customers
and employees of the educational
system. Administrators need to involve
students in their own education by
training them to question the learning
process, and once the students have
questioned it, administrators need to
seriously consider student proposals for
change (Olso- 1992b).

* The Role of Teachers: TQM calls
for changes in teachers’ relationships
with both students and administrators;
teachers need to view education
through students’ eyes, and they need
to work with administrators as a team.
This teamwork is largely the responsi-
bility of administrators, who need to
delegate some of their responsibility
and power to teachers (Rhodes 1992).

* Testing and Evaluation: Instead
of using standardized tests and grades
to measure students’ progress, schools
that embrace TQM often try to assess
student progress regularly throughout
the school year. By doing so, they
avoid bringing problems to students’
attention at the end of the year, when it
is too late to do anything about them.
The same sort of process is used to
evaluate teachers and administrators as
well; instead of basing teacher evalua-
tion on one classroom visit, teachers
are evaluated throughout the year
(Blankstein).

Where Is TQM Used in Education?
If there is a comprehensive, well-
documented, and relatively
longstanding educational TQM
program, it is the program at Mt.
Edgecumbe High School in Sitka,
Alaska, where it has been a way of life
since 1988. Mt Edgecumbe has
involved students to the same degree
that it involves teachers. Students at
the school track their own progress,
have input into the education they
receive (in one instance, the class
schedule was altered in response to
students® evaluations of how teachers
spent class time), and operate their own

salmon smoking business, which brings
in thousands of dollars each year from
east Asian countries (Rocheleau).

Mt. Edgecumbe also downplays
grades and standardized tests in favor
of continuous evaluation, which makes
comparisons to other schools difficult.
The percentage of Mt. Edgecumbe
students who enter and stay in college
is approximately twenty times the norm
for Alaskan students with similar
backgrounds (Olson 1992b).

Other schools have been stower to
adopt programs that are as comprehen-
sive as Mt. Edgecumbe’s. Educational
TQM is so new that most efforts to
institute it are still in their infancy. In
the words of Olson (1992b), “while
TQM has generated a lot of talk in
schools, it has produced less action.” If
schools do use TQM, they usually
implement it in arcas that most closely
resemble TQM in business, such as
contracting out custodial services and
processing purchase orders. Another
commo:: practice is to use TQM
methods to +.ive a specific problem,
such as sti:~ 2nt absenteeism, instead of
attempting to apply TQM principles to
the school or district as a whole.

Is TQM a Fad?

The novelty of TQM and the fact
that there are so few comprehensive
TQM systems in education have caused
many people to label quality as a fad.
They argue that TQM, like so many
management theories before it that
educators tried to borrow from the
business world, is destined to fade into
obscurity.

Indeed, there is some indication that
even in the business world quality is
given lipservice more often than it is
applied. A 1992 study for the Ameri-
can Quality Association revealed
widespread interest in quality. But the
study also turned up many companies
that have instituted TQM practices
without understanding that it requires a
gradual transformation. This steady
improvement happens only when an
organization’s managers have long-
term vision and dedication to
systematic change. The primary
emphasis in most businesses is still on
short-term profits and individual

performance rather than teamwork and
customer satisfaction (Fuchsberg
1992).

‘The current state of TQM is
perhaps best summed up by Schmoker:
Some “has been written about [it]; little
of it has been absorbed, believed, and
implemented in American schools or
businesses.” This might be explained
by the fact that systematic change
requires time, but it might also be an
indication the quality movement is not
achieving its vision.

It is doubtful that interest in TQM
will simply fade away, especially since
TQM in education has received support
from both business and government.
Several districts have received training
from such successful TQM businesses
as Toyota of America (Schmoker), and
at least twenty states are considering
awards for quality, several of which
will be open to educators. In addition,
national award programs for quality
business management, such as the
Baldrige Award, are considering
opening their application processes to
educators (Olson 1992).

With this type of interest and
support, the educational quality
movement will likely generate continu-
ing interest. TQM may not hold all the
answers for an ailing educational
system, but it does shed some new lLight
on educational management.
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The Cost

of Quality

by Jim Carras, Denny Dowd, and Betty McCormick

The Cost of Quality (COQ), as defined by business, is

essentially a way of looking at the cost of conformance vs. the cost of non-conformance.

Across the country, schools are exploring the use of Total
Quality Management (TQM) as a means of implementing
site-based decision making and improving student per-
formance. Yet, little attention has been given to the Cost
of Quality — a TQM tool that may well be a vehicle to
assist school board members and other interested stake-
holders in communicating educational issues and deter-
mining budget priorities. The standard elements of cost
quality include:

Conformance Costs. Prevention costs include all activities
doneto preventerrors o: defects from ever occurring, e.g.,
developing procedures for error avoidance. Appraisal
costs are those spent in testing and checking products
before they are moved to the next level of production.

Non-conformance Costs. Internal failure costs involve
finding and fixing problems or errors before the product
reaches the customer. External failure costs are those that
result after the manufacture and release of the product,
e.g. productrecalls. External failure costs can be substan-
tial in that they involve not only the loss for repairs, but
also the potential loss of goodwill and product confidence
with the customer.

Businesses spend a considerable amount of their budget on
COQissues in the creation of their product. Often, too much
is spent in failure costs and not enough in prevention.
However, if prevention costs are increased, savings can be
realized in appraisal, internal, and external costs. In other
words, dollars spent in prevention are often investments
that will pr xduce savings in all other categories.

Cost of Quality in Education

Just as with commercial businesses, education must be
concerned with the cost of quality in education (COQE).
Education must examine ways to ensure that the money
is being spent in the most cost-effective manner for a
product that will meet the needs of the learner and the
community. There is already much evidence to support
the fact thateducation has experienced great internal and

14 Fall 1893
Q

external failure costs (e.g., test scores, dropout rates, loss
in confidence and support of schools). There is alsomuch
evidence tosupport the fact thateducation hasspentmore
on appraisal than on prevention. Now, as schools begin
0 implement the concepts of TQM, it is essential that the
concept of COQE become a part of that implementation.

To apply the COQ elements to education, it may help first
to define and identify some of the educational activities
that would fit into each of the categories. Costs include

time, effort, and expenses associated with the cor duct of
the activities.

Prevention Costs
Development and administration of hiring practices
Selection of qualified teachers and teacher screening
Curriculum and instructional staff development
Research for improved training techniques and systems
Pilot programs to verify training materials
Development of procedures and policies for
administrators and teachers
Conducting needs assessments for new programs and
course changes
Health screenings/substance abuse and sex education
Problem prevention counseling for students
Preschool and parent-education programs
Special education programs
Full-service schools
School-to-work transition programs
School improvement planning
Wellness programs
Health care and nutrition services for
low-socioeconomic students

Appraisal/Inspection Costs
Teacher performance evaluation
Teacher evaluation of student performance
Achievement testing
Student attendance monitoring
Teacher certification
District self-assessment
Audits
Compliance activities
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Accreditation activities
School-performance monitoring

Internal Failure Costs
Remediation programs
Dissatisfied patrons and students
Disciplinary activities
Retention and observation of
non-performers (students and staff)
Reteaching after forced
promotion or retention
Correcting curriculum materials errors

External Failure Costs

this may take the form of offering
classes and preparing students in
technical or vocational skills no
longer relevant to the job market.

The process of identifying costs as
prevention or failure causes one to
realize that many educational pro-
grams .nd activities may be charac-
terized as either. For example, a
literacy program for secondary
school students may be seen as a
failure cost as a result of previous

get. One of theissuesidentified was
the failure cost associated with a
student who must repeat a grade
level. This information was then
contrasted with preventative issues
(ie., What could have been done
earlier to prevent this and future
failure costs?).

Research has shown that at-risk stu-
dents who participate in a quality
preschool program show improved
scholastic achievement and are
more likely to graduate

Dropouts unprepared
for employment
Graduates unprepared for
employment or
higher education
Welfare costs for the

If schools achieve 90 percent graduation

rate, the increased taxable income

would generate over three billion dollars.

from high school, attend
college, and attain pro-
ductive employment.
Such students are less
likely to require special

unskilled and unprepared
Prison costs for the unskilled
and unprepared
Lack of support from dissatisfied
patrons and community
Costs of GED, adult literacy, and
post-school programs

All of these costs impact upon the schools
and, just as with business, the external
failure costs may extract the heaviest toll.
Though these costs are not found in the
typical school budget, it is easy to see that
these figures divert needed funds from
education. IBM has developed a set of
tools designed to assess the economic im-
pact of dropouts. Data gathered from
Texas schools, state agencies, research,
and non-profit corporations were used to
demonstrate this impact.

These data indicate that if the present
dropout rate continues, nearly two billion
dollarsinincremental annual tax revenues
will be needed tocover the welfare, prison,
and crime costs of dropouts in the year
2007. However, if schools achieve the 90
percent graduation rate called for in the
National Educational Goals, by the year
2006 the increased taxable income would
generate over three billion dollars in new
tax ravenues per year.

An additional aspect of external failure
costs is that of producing a product for
which there is no market. In education,

performance or it may be seen as a
cost of preventing future failure,
just as the provision of meals may
be viewed as the failure of the com-
munity to send students to school
properly fed, orasa prevention pro-
gram that assures thatstudentshave
the proper nutrition to help make
them successful learners. As busi-
ness has demonstrated, however,
the costs and effects of focusing on
preventionaffectchangeinallother
dimensions.

Education can use COQE to exam-
ine school budgets and determine
those arcas impacted by failure
costs; then, by redirecting and tar-
geting dollars to prevention activi-
ties, failure costs and the need for
appraisal costs can be reduced. All
of which results in greater cost sav-
ings to the schools, taxpayers, and
society as a whole.

Applying COQE

in a School District

The Arlington Independent School
District, in collaboration with The
Carman Group of Dallas and the
Texas Governor's Office, identified
examples of failure costs in its bud-
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education, and for girls,
there is a reduced likeli-
hood for teen pregnancy.

In the Arlington ISD, for the 1991-92
school year, the cost per student to
repeata grade level was $3,940. The
cost of the prekindergarten program
was approximately $¢70 for the
same period. Interms of COQE, itis
easy topicture thescenario whereby
$970isinvested in providingaqual-
ity preschool program for an at-risk
four-year-old student. Due to the
boost the child is given at that time,
$3,940 is saved when the child does
not have to repeat the third grade,
and another $3,940 may be saved if
the child does not repeat seventh
grade. The student graduates from
high school and therefore does not
incur the cost of the GED program.
The student finds productive em-
ployment and does not end up un-
employable or in prison at a cost of
approximately $30,000 per year.
Though such a scenario contains
speculation, the reality is that by
using the COQE process, a district
isbetter able to look at its programs
and expendituresand communricate
thatinformation toits members, the
public, businesses, and taxpayers.

Many programs in a sthool system

can benefit from a COQE analysis.
Forexample, special education pro-

INSIGHT
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gramming for the district averages $8,390 pe: student per
year. Viewed from a preventative perspective, it is pro-
viding the individualized education and support needed
to ensure that the student is educated to his or her fullest
potential, thus providing the skills needed to become a
successful, functional member of the community.

The Arlington ISD Success Class is an alternative educa-
tion placement of elementary students with severebehav-
ioral problems. This program has a mirimum placement
of 12 weeks and the cost for 70 students for the 1991-92
school year was approximately $234,212. Yet, in view of
the potential for future and community related problems.
the prevention costs far outweigh the internal and exter-
nal failure costs.

Supporting Quality Education

As a new technique, Cost of Quality in Education needs
additional research and study, as well as a better means
for determining specificity of costs associated with activi-
ties. However, COQE does offer a process by which
schools can examine every activity in relation to its sup-
port of a quality education for its students. The process
can be applied across the system, including: direct in-
struction, maintenance and operations, business and ad-
ministration, and facilities construction.

COQE also may facilitate communication and coopera-
tion with patrons, businesses, and the community. Par-
ticularly as schools explore partnership relationships,
many businesses may be willing to share information and
expertise intheapplication of COQ. The concept of COQE
can aid school districts in making the decisions on where
to invest time and resources that will ensure that every
child receives a quality education at the least cost of
failure and at the greatest cost benefit to the community
and society as a whole.

Jim Carras is president of the Carman Group, Inc., in Richardson;
Denny Dowd is executive director of personnel in Arlington ISD;
and Betty McCormick, formerly with the Education Policy Divi-
sion, Office of the Governor, is president of Critical Linkages
Consulting in Austin.

ENDNOTES
(Sources for data and cost of quality procedures)
J. Carras, “The Carman Group,” Dallas, Texas;
(214) 669-9464
B. Gholson, IBM Customer Business Development,
(303) 924-0670
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Quality Goes to School

Quality Is Not a Quick Fix

KENNETH R. FREESTON

Remember when problem solving was the rage in
educational journals and workshops? We all
thought if we could just teach ourselves and kids how to
solve problems, our schools and our world would be bet-
ter places. We produced students and teachers who could
generate a multitude of solutions. Regrettably, many of
us forgot the importance of problem finding, the critical
first step to the problem-solving process.

The quality movement is gaining popularity as a solu-
tion. Signals of the pursuit of quality now appear.in jour-
nals, popular media, and a smattering of national organi-
zations ready to train people in the latest solution. While
there is mounting evidence that only quality-oriented
organizations can survive in the future, unless we go
about our business of change in dramatically different
fashion from our past attempts, the quality movement in
schools will be doomed to the same familiar failings ¢f
other annual trends and quick fixes. Well-meaning edu-
cators will adopt quality as a solution before spending
time articulating the problems it addresses.

Organizational leaders throughout the world are
achieving significantly improved results by applying the
quality sciences to their organizations. Each leader would
teli us that this process is, simply put, hard work. Once
understood, the work of Deming, Jurand, Cresby, Glas-
ser, and a host of other experts substantially improves
organizational culture and outcomes. Often, when these
quality science tenets are applied to the educational set-
ting, they are mistakenly seen as quick fix solutions by
superintendents, school boards, teachers, and parents
and are not recognized as the core element necessary to
restructure our schools.

A commonly used phrase applies here: people who
know where they are going are more likely to get there.
When going in the direction of quality, educators need to
anticipate the formidable obstacles that block the way.
This process reveals as much about the deep resistance to
change that is present in schools as it does about school

Kenneth R. Freeston is assistant superintendent for

improvement. Obstacles block desired paths; they are not
reasons to stop movement. Educators who spend the time
finding the problems, the obstacles, will have a better un-
derstanding of how to achieve quality improvement.

The Word Quality itself

The first hurdle is often the term quality itself, which is
seen by many as a platitude, a holiow phrase with no sub-
stance or meaning. Regarded as laudable, quality is widely
perceived as being as unobtainable as are truth, beauty,
and justice. The word is used freely by advertisers for
everything from sophisticated electronics to second-rate
products. As a result, the term has no meaning to people
who hear it applied 1o management theory for the first
time.

When applied to organizations, quafity is difficult to
define. Those who understand and apply quality know
that slogans and supesiiciality have no place in a quality
setting. To gain educators’ acceptance, we have 10 move
beyond the notion that quality is undefinable and that
‘‘we know it when we see it."”" The essence of quality is
substance. A consensus is now emerging on the definition
of quality as a clear system of continuous improvement
that meets customsar needs. Only after training and appii-
cation do these terms carry their intended meaning.

After displaying an initial interest in quality, many
people quickly give up trying 1o learn more about it once
they confront the bulky and difficult-to-understand lan-
guage—emanaring from management theory writers—that
curtently describes the quality sciences. Prematurely,
many decide that the idea cannot be appiied to schools.

Although achieving quality is very hard work, main-
taining it is even harder. Workers, whether in schools or
corporations. work harder and smarter when the work
meets their needs.

Corporate World as the Model

Skeptical of a school improvement model that comes
from faltering American corporate structures, educators
are reluctant to apply quality ‘o schools. Many of us do
not look at corporate life in America as an exampie of

curriculum and nstruction, Newtown, Connecticut, success, either in terms of results or of ethics. On closer
public schools. examination, however, we find that it is that failing of
Q
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corporate culture that the theories of W. Edwards Dem-
ing and others address (Walton 1986).

Joel Bart.2r has popularized the work of Thomas Kuhn
regarding the importance of paradigms in the way we
think about change (Barker 1989). One of the reasons so
many American corporations fail is that they do not rec-
ognize that marketplace paradigms have changed (Dobyuis
1992). A generation ago, the company that won was the
company that made the most product; now the winning
company makes the best product. In conventional mar-
ketplaces, the seller retained power over product design
and manufacturing. In actuality, the buyer always had the
power, and therein lies the paradigm shift. The buyer now
expresses that power through the desire to purchase qual-
ity. Companies that have undetstood the paradigm of
customer satisfaction—whether a low-technology com-
pany such as Lands End or a high-iechnology company
such as Motorola—hnave achieved remarkable successes.

What is the American response to foreign companies
that embrace quality tirst? We bash them. We blame
them. We think they are the cause of economic down-
turns.

Through the direct leadership of W. Edwards Deming
in the 1950s, Japanese governmental and corporate lead-
ers adopted the notion of quality and propeiled them-
selves into a leadership position in the world market-
place. At the same time, American corporate leaders re-
jected Deming’s thinking and concentrated on issues that
were tangential to quality.-In a classic example of wrong-
headed thinking, some American corporate leaders now
blame Japan for the failing American corporate struc-
tures. This kind of blaming is wrong-headed because
limiting the import of quality products will not help the
American corporate structure, the economy, or consum-
ers. Even tax cuts, as psychiatrist William Glasser points

.out, are not the solution (Glasser 1991). Given the choice,

American consumers will spend their new-fouad dollars
on quality products, thus deepening recessionary trends
for countries that do not make the best.

Deming’'s ideas work, but they encounter resistance
when applied to schools. Some of that resistance resides
in the language used by him and other management theo-
rists to explain quality; some of it comes from perceived
weakness in the American corporate structure. Much of
the resistance, however, resides in two areas: leadership
and change.

Leadership

Leaders of quality organizations must live and breathe
the essence of quality. In every action they take, every de-
cision they make, they are role models for the rest of the
organization. Although a quality school is not a top-
down setting, such a school will not come into being un-
less the school leader is the champion of quality. n my
view, two of Deming's fourteen points are critically im-
portant to leaders: constancy of putpose and self-
evaluatiorn.

Q
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Deming asserts that 94 percent of the problems that ex-
ist within an organization are within management’s
power to solve. Yet those who occupy leadership posi-
tions in our schools are perhaps the single greatest obsta-
cle to implementing a quality approach to the teaching
and leamning process. School leaders are so overwhelmed
by financial, political, and statutory constraints on their
actions that they perceive themselves as powerless to ef-
fect real change in schools.

Over the past decade, schools across the country devel-
oped mission statements. Generally in narrative form and
written by broad-based committees, these statements
tend to be characterized as a rational link of platitudes.
Onuce written, these well-intentioned efforts often play no
continuing role in schools. Specifically, school and in-
structional practices remain unexamined for consistency
with the mission. In a quality school, constancy of pur-
pose is the critical factor. Whether in Sitka, Alaska; John-
son City, New York; Vadison, Wisconsin; or Lajoya,
Texas, schools that are serious about quality have a con-
stancy of purpose. The leader articulates that purpose
endlessly to all internal and external customers.

Early systems of management theory that were based
on inspection of workers failed because the inspection
model assumed that fear would motivate the workers to
higher levels of productivity. Someone was watching, rat-
ing, and ranking. In a quality school, leaders drive out
the fear by eliminating inspection for staff and program
evaluation. Collecting information is important to mak-
ing better decisions, but that information cannot be gath-
ered usefully in a culture characterized by fear and mis-
trust. To optimize the school’s mission, every aspect of
its work should be critically seif-evaluated. In schools, the
obstacles to a self-evaluation process are considerable,
given the public's concern over student performance and
the widespread political pressure for school improvement.

These changes hold interesting consequences for recent
initiatives in our profession, such as school-based man-
agement. Such efforts at collaborative decision making
in schools are good. but taken alone, they are short-
range, Quick fixes without a leadership commitment to
constancy of purpose and self-evaluation.

Just Another Change

We are the victims of our own scattered and disjointed
attempts to change. We read an article, attend a work-
shop, or hire a consultant and get excited because we mis-
takenly think we have found rhe answer. In reality all we
have found is a short-term solution, one that lasts only
unti] the next workshop. Unless schools shatter the
norms thar work against quality, we will continue to use
impulse reactions to ill-defined problems.

Schools across the country are statfed with educators
who think we do not need to change. By conventional
measures, their students perform well. Qur past succasses
guarantee us nothing, however, wher change occurs
(Barker 1989), Remember that the Swiss are the ones who
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wnvented the quartz watch, but because it did not meet
their definition of a watch, they gave the patent away to
Texas Instruments and Seiko.

Judy-Arin Krupp and other experts on adult develop-
ment provide valuable insight into the effects adult devel-
opmental stages have on school culture (Krupp 1981).
Schools that expanded during the growth-orieated era of
the 1960s now find themselves with a majonty, in some
places as high as 75 percent, of teachers over the age of
fifty. Adult development theorists have a lot to say about
how these older prefessionals approach change: they wait
it out. Annually, these teachers experience the unbndled
enthusiasm of younger teachers and new administrators
who attempt to win support for the latest tread. How of-
ten have we seen them greet new ideas with a inellow, sea-
soned response of ‘‘this too will pass.’ Look at back vol-
umes of educational journals, and you will discover that
it is the rhetoric that we frequently associate with change
that has caused the skepticism of our senior and expeni-
enced faculties.

One Year At A Time

The conventional planniag process for schools has al-
ways been limited to a vear-to-vear basis. Schools every-
where are funded on annual budgets and, therefore, on
an annual basis have to jusufy the existence of programs
and changes. State leaslatures convene annually and
change the bureaucratic requirements ithat reign over
local schooi systems. Boards of education require annual
reports and other ntuals based on a year-to-vear ap-
proach to planning. Even something as pedestrian as a
teacher's plannung book contans only enough space for
one vear

Partiy because of this onentation and a ten-month
vear, time passes too quickly for teachers. Shortly after
the franuc rush of concluding one school vear, we begin
the frantic rush of prepanng for ancther. The symbolism
of this short-range planning 15 obvious; its effects are dis-
astrous. Thus pattern of thinking leads well-intentioned
people to quick fixes. We mustakenly seek closure as a
goal. Remediation and special education practices perpet-
uate this idea in thewr emphases on short-range instruc-
ticnal planning. As qualitv-onented educators, we can
begin to make tmprovements in our schools when we drop
the vear-to-vear pattern of thinking about our problems.

Think of a goal or want that vou achieved recently.
What was your immediate reaction? For most psople, a
void or emptiness follows the short-lived satisfaction.
New needs, wants, and goals surface. lt is this flow of
goal/achievement/new goal that characterizes conun-
uous improvement, a long-range approach to planning
that is a core concept of quality.

Although sumular to elements of strategic planning and
other problem-solving models. continuous tmprovement
is a cycle of planning, doing. studving, and planning
again. The process never stops. [t begns with a valid
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statement of wants that is then filtered through beliefs
and profound knowledge before the action-planning be-
gins. This plan-do-study approach characterizes the dif-
ferences between continuous improvement and a blitz of
quick fixes.

| Know That Already

Deming asserts that we need to base decisions on pro-
found knowledge. When first applied to schools, this is
interpreted as gathering an understanding of existing re-
search. Through effective avenues such as the Educa-
tional Research Service in Arlington, Virginia, educators
can access current research syntheses on a wide range of
topics. However, conducting data searches is only one
way of building a knowledge base. In schools, we are
now gaining better techniques (o0 measure student
performance. Portfolio and performance-based assess-
ment devices will enable teachers and admunistrators (o
collect better information, a canon of the quality
sciences.

Veteran teachers have a wealth of experience that dis-
tricts mistakenly discount when consulting a knowledge
base. Schools need to look inside, as well as outside,
when gathering knowledge. Data searches and research
syntheses are valuable, but when consuited and engaged,
senior educators can also be excellent resources to the
change process.

Collecting the right information and using it to plan
and evaluate improvement is essential. Expertise in this
area often exists, untapped, in-a school's community. In
~Newtown, Connecticut, community advisory groups ar2
a regular part of the improvement process. When bnng-
ing its mathematics curriculum in line with NCTM stan-
dards, the school district contacted area corporations and
asked them to nominate to an advisory group peopie
whose jobs required a high degree of mathematical com-
petence. Experts emerged in fields ranging from laser
technology to statistics. Once convened, the advisory
group validated the need to alter mathematics instruction
and assisted the district in making the changes.

[ know thar already™ is the death knell for change in
a school. With information doubling every two to three
vears (Roberts and Hay 1989), we can't possibly ‘‘know
that already’’ very often or for much longer. Once we de-
velop expenence in basing decisions on profound knowi-
edge and shared values (constancy of purpose), we will
move schools forward.

Students Don't Value School

In the fashion of Lake Wobegon, many schocls
throughout the country meet traditional expectations
well. However, good enough is no longer good enough.
in qualty schools, the entire bell-shaped curve shifts to
the rght, with learners at all levels of performance im-
proving therr achievement through the establishment of
higher standards once quality is embraced.
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Phil Schlechty, president of the Kentucky-based Cen-
ter for Educational Leadership in School Reform, sends
a wake-up call to senior faculties and educational leaders
throughout the country when he observes that high
schools are places where young people come to watch
older people work (Schlechty 1989). Students, whom
Schlechty refers to as knowledge workers, take on a dif-
ferent posture in quality schools. The problem becomes
defined as: how do we convince students that learning
adds quality to their lives?

Following the research done by psychiatrist William
Glasser in American high schools (Glasser 1990), the fac-
ulty and students of the Newtown, Connecticut, High
School surveyed its student body on issues of quality
(Freeston 1992a). Alarmingly, students in Newtown are
similar to students in Glasser’s research. Like studenis
everywhere, they know when they produce quality work.
Ask them, and they’l tell you they don’t do it very often,
and when they do, it’s on the field or in the orchestra
(table 1). We have not been effective at teaching students
that learning adds quality to their lives.

Derming asserts that we have to drive the fear out of or-
ganjzaticns. One way of driving out fear is to reduce or
eliminate inspection-driven, coercive models of evalua-
tion, for students and staff, and replace them with the
power and validity of seif-evaluation.

Recent assessment developments, such as the New
Standards Pro,cct, will provide more comprehensive
measures of student accomplishment because they call
for the student to self-evaluate. Schools that embrace
continuous improvement collect information and regu-
larly use it to make better decisions. There is an openness
to data, not a fear of it. There is hunger for ever-

TABLE 1
Student Survey Results

Student response
(mean score; scale 0 to

Question 10; 0 is low, 10 is high)

How would you characterize 6
the level of effort you
normally expend in your
class?

What level of effort are you 8
capable of maintaining in
your class over a marking
period?

How many students do you 4
know are doing their best
possible work most of the
time?

Looking at other students, how ]
hard do you think most of
them are working?

In what activity cr class is your
best effort demonstrated in
the present school year?

Over 50% cited
music/athletics

TABLE 2
Children in America

Every 26 seconds a child runs away from home.
Every 13 seconds a child is reported neglected or abused.
About every minute an American teenager has a baby.

Every 9 minutes one of our children is arrested for a drug
offense.

Every 40 minutes one of our children is arrested for drunken
driving.

Every 3 hours a child is murdered.

Every 53 minutes one of our children dies from poverty.

Source: Children's Defense Fund. 1992. The state of Amenca'’s
Children 1992. Washington. D.C.: Children’s Defense Fund.

changing techniquss based on new information. Infor-
mation is not feared, hidden, or manipulated.

1t's Not My Fault

Educators everywhere in America are bombarded by
complaints of diminishing student achievems2nt. These
attacks have led many of us to respond in a defensive way
by pointing to the changed nature of the learner. Citing
the good demographic data of Harold Hodgkinson, we
often present a compelling list of factors that make teach-
ing more difficult today. The changed nature of the fam-
ily and the deplorable conditions inn which children live
(table 2) do indeed shatter the American myth ot the Nor-
man Rockwell tamily.

Growing numbers of schools now understand what
changes are necessary to restructure. These changes have
little or nothing to do with the student or with family or
personal problems. We have to see these deplorabie social
conditions as context, not product. Unless we are truly
going to restructure, when we say all children will learn,
we probabtly should add a footnote: unfess you happen to
come from a broken home. We need to recognize the
changed nature of the student and forcibly change the
way we teach (Freeston 1992b). A quality perspective
helps us make those changes.

Teachers can no longer consider themselves to be self-
employed entrepreneurs, hanging their shingle on the
hallway door and teaching in isolation from others (Free-
ston 1992b). In how many schools do we together openly
debate a collective belief system? In how many schools
do we publicly commit to the achievement of high-risk,
high-stakes standards for aff students? In how many
schools do we acknowledge that all people, teachers,
students, and parents choose behaviors to raeet their
basic needs? In how many schools do we meet or exceed
those basic needs as the heart of our mission?

A Question of Culture?

Introductory economics classes traditionally examine a
nation’s or region's natural resources as a predictor of
economic success. [n truth, countries such as Japan,
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South Korea, and Switzerland are statiiing examplies of
countries with few natural resources that, nevertheless,
enjoy enormous world-wide economic success (Dobyns
1992). That is a paradigm shift, fusled by a focus on
quality, which, ironically, is an American perspective.
Popular media commentaries suggest that Japanese
workers and American workers come from radically dif-
ferent cultures. These cultural differences, it is often
argued, explain the difference in performance between
the Japanese and their American counterparts. Although
clearly there are cultural difisrences between America

and Japan, as there are betwz2en most countnes in the
world. if we continue to see culture as the reason for dif-
tarentid acthitevetient, we nniss the pount ol the quality
sciences. Quality is cross-cultural. The greatest irony in
this debate is that we taught the Japanese to produce
quality and we now buy it.

Certainly cultural issue bear on motivaton. In vur
culture, and many others, uiternal mouvation is a well-
documented catalyst for action. Yet, schools still treat
people as though external motivation were an effective
means of eliciting desired outcomes. Glasser has convinced
many leaders that the reason Deming’s fourteen points
work is that they are actually rooted in what psycholo-
gists call ‘‘control theory.'” Oversimplified, control
theory holds that, as individuals, we seek to satisfy wants
that we define as important to us (Glasser 1984). These
wants come from our desire to mest basic human needs
as Glasser and others define them. In ‘‘stimulus theory,”
by contrast, the stimulus sets the standard and is an exter-
nal focus for change. People and organizations change
best *+hen they are internally motivated to do so. Leaders
who con.nue to behave as though stimulus response
theory were effective face insurmountable obstacles to
quality. They just can’t get there.

Summary

Inherent in all of these obstacles is the issue of attitude
change and the difficulties it poses for school improve-
ment. There is a fundamental resistance to the term cus-
tomer, common in business, as it applies to schools.
Teachers do not readily perceive themselves as suppliers
of a service (teaching) or a product (learning) to a
customer base.

The customer orentation, aithough different in
schools from business, holds that we do what we do in
schools in order to meet someone's needs. Why else
would we teach, if it were not to fill a need, individual or

societal? The debate about whether schools have internal
or external customers is specious because we have 100
many customers. To start the process, pick one. Collect
information to determine the needs, collect more infor-
mation to see if the needs are being met, then identify the
areas of improvements to be undertaken. Start.

What lies behind the obstacles? Although certainly not
a quick fix or panacea, quality management holds an-
swers 10 questions that are at the center of the school re-
form debate. By establishing, together, a system of core
beliefs, teachers, administrators, students, and parents

can ask themselves, when faced with difficult choices,
*‘What do we believe?”’ and use the answer to make bet-
ter chowees, lirough the conicept ol contiuous nuprove-
ment, schools will less frequently be in a defensive posi-
tion, reacting to external criticism. Instead, educators can
work together to establish and maintain a constancy of
purpose and break the cultural norms of autonomy and
independence that impede collaborative decision making.
When educators collect information and understand the
statistical importance of variance, they use knowledge
and beliefs to make better decisions. Through the estab-
lishment of higher student achievement outcomes, which
results from a quality orientation, performance increases
are more likely for all students.

We must acknowledge the psychological reality of in-
ternal motivation and use it as an accelerant for school
improvement. When a school system works together 10
establish a constancy of purpose, openly operates to con-
tinuous ' improve the teaching and leaming process, col-
lects information 1o make decisions, and strives daily to
meet or exceed the needs cf its students, it achieves qual-
ity improvement.
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THE IDEA WEVE BEEN
WAITING FOR?

BY PETER T. EWELL

n the academy, where doubt is a foundation of discourse, few things
arouse more suspicion than the obviously fashionable. And when the
fashionable is accompanied by demands to change time-honored prac-
tices, and those demands are delivered with a rhetoric of messianic
conviction — as is often the case these days with Total Quality-
Management — instinctive distaste quickly turns to rejection.
Much o. the academy’s initial reaction to Total Quality (TQ) has been
gut-level and negative; until this stage is passed, what good will come
of TQ is hard to determine. Yet, there is undoubtedly something to the
movement. Beneath the hype, TQ does seem to contain new insights about
how we can and should operate in higher education. Just as importantly,
these insights seem tailored to the times. Hard as they may be to digest, TQ’s
root concepts intrigue growing numbers of professionals in higher educa-
tion, if only for their raw transformational power.

PETER T. EWELL is senior associate at the National Center for Higher Education Management
Systems (NCHEMS) in Boulder, Colorado.
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o those of us who, for the past

eight years or so, have watched

and pushed along the develop-
ment of assessment with similar hopes
of achieving real change, the dynamic is
familiar. A novel set of reform-oriented
concepts suddenly, against all expecta-
tions, takes off as a high visibility topic
of discussion; at the same time, it en-
genders profound intellectual discom-
fort. Like assessment in its early years,
many of the acrimonious debates about
the merits of Total Quality occur among
people who in fact know very little
about it. And like assessment in its early
days, the claims of both proponents and
critics appear overblown.

Strikingly similar, too, are the at-
tempts to limit domain. The commonly
heard canard that Total Quality is ‘““all
right when applied to the administrative
side of the house but it’s inappropriate
for instruction,”” for instance, echoes
earlier assertions that while assessment
techniques might fruitfully be applied to
basic skills or professional study, they
could hardly be used to examine the in-
effable outcomes of traditional aca-
demic disciplines.

Equally familiar is the mad scramble
to get started. Exponential growth oc-
curred each year in the proportion of in-
stitutions reporting assessment activities
on ACE’s Campus Trends survey (a pro-
portion that topped 90 percent two years
ago). The same appears to be happening
now for claims of TQM efforts; a re-
cent BusinessWeek survey reported 61
percent of college presidents averring
involvement in Tota! Quality—this
compared with at best a dozen or so
campus implementation efforts as re-
cently as two years ago.

Both movements rest ultimately upon
a similar image of knowledge-driven,
continuous improvement. Unlike earlier
management adventures such as MBO
and Zero-Based Budgeting, which were
applied to the academic enterprise, To-
tal Quality—like assessment before it—
demands fundamental change in aca-
demic structures and in the way the ac-
tual work is done.

But the two stories also show reveal-
ing differences. For one, the stimulus
for involvement is different. Initial in-
stitutional reactions to assessment in the
mid-'80s were decisively colored by the
Lcioncept's early (and partly coincidental)

linkage with the issue of public account-
ability. Assessment thus evoked the at-
tention of institutions but, apart from a
vague appreciation that something ought
to be done to improve undergraduate
teaching ans learning, assessment itse{f
did not appear to most campus parties as
a needed response to a visible problem.

The problems Total Quality presumes
to address, in contrast, are palpable and
urgent. The soaring attendance at ‘‘qual-
ity’’ conferences in higher education
last year was motivated less by a general
desire to improve than by institutional
need to cope with an increasingly des-
perate set of fiscal circumstances, Partly
as a result—and this is a second impor-
tant difference—institutional involve-
ment with Total Quality has often been
stimulated from the top. Assessment in
its early years only rarely enjoyed the
active sponsors! .p of presidents and
provosts, but those are the very people
championing the TQ movement. Simi-
larly, the institutions first identified
with assessment were widely recogized
as innovative but were otherwise not
well known. In contrast, the Total
Quality movement counts in its front
ranks a large proportion of unive sities
standing high on the reputational peck-
ing order.

The most important difference,
though, is that the reach of TQ is from
the outset more comprehensive. While
only a few engaged in assessment really
felt its hidden potential to radically
transform teaching and learning, TQ's
change agenda is up-front from the be-
ginning. A major stumbling block to the
effectiveness of assessment as actually
implemented by most institutions, for
instance, was the fact that the results of
evidence-gathering often went nowhere
because a structure of utilization was as-
sumed, not created. But TQ claims to
operate on all parts of the system simul-
taneously; in the compelling monosyl-
labic syntax of the Shewhart Cycle,
“‘plan, do, check, act’’—a scheme that
not just welcomes but demands informa-
tion about performance.

hat should we make of these
two stories? As historians ha-
bitually remind us, significant

realignments require both new ideas and
altered circumstances. For assessment,

the ideas were surely there but too little
in the structure of incentives facing in-
stitutions induced many of them to take
new directions. Is the nascent ‘‘quality
movement”’ in higher education fated to
follow a similar path?

An adequate answer, I think, de-
pends on our response to two related
queries. First, are the times really differ-
ent and if so, do they in fact require a
new way of managing? Second, is the
“it” of Total Quality really any differ-
ent from the many ideas (including as-
sessment) that have been advanced over
the years to “‘fix”’ higher education—or
indeed, from many of the academy’s
current practices, whatever they may be
called? If the answer to both of these
complex questions is ‘‘yes,”” Total
Quality may indeed be the idea we've
been waiting for.

Bad Times or Changing Times? Cer-
tainly there is little disagreement that
colleges and universities face difficult
times, perhaps the most difficult in five
decades. But though everyone will agree
that things are tough, not all concur that
they are different. A great many aca-
demics believe that higher education’s
current fiscal woes, however deep, are
temporary, and can be managed by the
usual combination of judicious belt-
tightening and vigorous budgetary lob-
bying until the inevitable recovery occurs.

At least on the public side of higher
education finance, much of the evidence
now suggests otherwise. First, we ap-
pear to be up against a fundamental
structural condition. In growing num-
bers of states, 80-85 percent of the bud-
get is now tied up in entitlements, court-
ordered spending, and restrictions of
one kind or another; in this context,
higher education has become the ‘‘bud-
get balancer’”—the last-in-line piece of
discretionary spending remaining after
mandatory expenditures are accounted
for. A second element of the problem is
that taxpayers simply will not support
further increases, however worthy the
cause—a fact demonstrated convinc-
ingly by a series of bleak state electoral
results last November. These condi-
tions, together with more general trends
in the economy, suggest strongly that
higher education will need to do what it
does for less for the foreseeable future.

The logical cutback strategy of doing
less by limiting access is increasingly un-

113

Change May/June 1993




EF

98

Quality Goes to School

immy had never been a great

student, but he did try. He usually
got C's, sometimes a B, and occa-
sionally a D. Still, as he locked down
at the grades he’d just received for
the last semester, he was shocked—
one C and the two F's. “‘What do | do
now?' he asked himself.

He had loans and grants. They
wouldn't pay for F's and he had no
money himself. He would have to
take some time off, drop out, and
hope that he couid come back in a
few semesters. He looked again at
the grade card. Two F's?

Why?

He knew why. Because he didn’t
have time to study. He was working
four nights a week at a local motel
and waiting tables on the weekends.
Every extra moment he spent study-
Ing. He was bleary-eyed most of the
time. Exhausted.

Why?

Because his school workload this
semester was much tougher than be-
fore. The one class was pretty much
what he had expected. But the other
two had overwhelmed him. They were
both courses in his major. Unfortu-
nately, he wasn't prepared for either
of them. From the very beginning the
professors were discussing things
that had not been covered in the
prerequisite courses the semester be-
fore. Jimmy found himself doing ex-
tra reading, asking other students for
help, or just trying to figure stuff out

Why, Jimmy, Why?

for himself. He just wasn't prepared.

Why?

Because the professors of those
prerequisite courses were recently
hired part-timers. They had been
given a time slot, a classroom, a text-
Yook—and a hardy ‘“‘welcome
aboard.’”’ That was it. They worked
hard to develop a syllabus that

TQM
ON

CAMPUS

(UALITY
(UESTIONS

covered the textbook and allowed
them to discuss issues that they,
through their own work experiences,
felt were important. Unfortunately
none of their quick-study preparation
involved meeting with other profes-
sors. The part-timers didn’t know
what the teachers of the next-in-line
courses expected their students to
know.

Why?

Because the department didn't

have an orientation session for new
hires. The part-timers were never ac-
quainted with the curriculum or pro-
gram objectives or the mission of the
department. They didn’t know where
they fit in.

Because policy did not allow part-
timers to attend department meet-
ings. That was just for the professors.

Because the part-timers taught
mostly night classes and the profess-
ors mostly day. There wasn’t even
much of a chance that they would
bump into each cther in the hallway.

Sometimes a single “why" is not
enough to really explain things. One
“why'’ suggests that Jimmy failed,
two and three ‘‘whys’’ suggest that
the teachers falled. Four ‘‘whys'’
make it clear that the system failed
them all. O

* When we have a problem, what do
we often think of first? Solutions?
What might be more useful?

* What problems are you facing?

* What do you really know about the
situation? Hunches or facts? What
are the root causes?

¢ You may want to ask ‘‘why’' several
times until you get deep Into the
problem.

Source: Daniel Seymour, Once Upon a Campus:
Storiea about Quality Concepts in Higher Education
(Palm Springs, CA: Avalon Press), 1993.

available. It rarely goes unnoticed in
hard-hit states like California, for ex-
ample, that attempts to reduce access in
the name of financial exigency occur at
precisely the time that large numbers of
minorities are poised to enter higher
education. Politicians have been unusu-
ally sensitive to the charge that “‘effici-
ency” or “belt-tightening’’ achieved this
way is merely another name for discrim-
ination.

Some people in public higher educa-
tion maintain that while these fiscal con-
ditions are real and permanent, they do
not in fact require massive changes in
the ways colleges and universities do
business. Under their scenario, expected
funding shortfalls can be made up for
on the revenue side by shifting costs to
students and by developing more vigor-
ous alternative fundraising approaches.
Inevitable threats to access can be ad-

dressed by funding protected classes of
potential students directly—the so-called
‘‘high tuition/high aid’’ strategy now
being visibly pursued as a policy option
by many states.

But the evidence is equally unkind to
this alternative, at least in the long run.
The *‘high aid’’ component of this strat-
egy is subject to the same dynamics of
state budgeting noted earlier; its ‘‘high
tuition’’ component will rapidly make
public institutions aware of what the
privates have known for years—that
consumer choice in higher educaticn is
increasingly unpredictable but ever more
demanding. Pursuing such a policy may
mean accepting major changes in what
public higher education offers and how
it delivers it.

This combination-—structurally in-
duced fiscal stringency in the face of an
increasingly demanding customer—re-

calls vividly, of course, the operating
environment of U.J. industry over the
past decade. Fundamental to this milieu
is a demand for quality service delivered
at reduced provider cost—a linkage
that, for higher education, has been vir-
tually unimaginable. But it was just
such a linkage that spawned industry’s
widespread engagement with Total
Quality, less out of complete conviction
than through a growing awareness that
traditional alternatives would forever
remain inadequate. Budget shortfalls in
the 15-to-20-percent magnitude were the
minimum required to get industry’s at-
tention in the '80s; we have them now and
they will be increasingly hard to ignore.
New Ideas or Just New Words? Closely
following the typical academic’s initial
rejection of TQ’s language is a second-
glance flash of recognition: when suit-
ably translated, most of these things we

Chnngo May/June 1993

c

112




<
_
_
_
_
_
_
_
_
_
_
_
_
_
_
i
_
_

Aruitoxt provided by Eic:

Quality Goes to School

99

appear to do already. If the first reaction
movces us to righteousness, the second in-
duces smugness; the rest of the world, af-
ter all, is only just now catching up.
Smugness or no, there is more than a lit-
tle truth to this contention. Many of the
core ideas of Total Quality do have com-
pelling academic counterparts. But
things are also not that simple, as even 2
brief analysis of some of TQ’s ideas will
attest. Consider, for instance, how some
of these ideas fare when viewed in the
context of traditional academic culture.

¢ Decentralized Management and Em-
powerment. Perhaps the most visible as-
pect of Total Quality is its call for a new
kind of management. Instead of relying
on traditional hierarchical structures that
optimize regularity and control, TQ’s
philosophy emphasizes management’s
roles in setting broad direction and facil-
itating processes while decentralizing op-
erational decisions to the level at which
the work is done. Idea] managers be-
come ‘‘coaches’’—able to motivate con-
certed action by communicating the big
picture while at the same time creating an
atmosphere of openness that legitimizes
new ideas and allows the creativity of all
to come forward.

One of the appeals of this ‘“‘new’’ phi-
losophy to the academy, quite nat-
urally, is that it appears on the surface
to be quite close to what we do already.
Participatory management is obligatory
in academic settings, and faculty consti-
tute what is arguably the most ‘‘empow-
ered’’ workforce on earth.

But surface parallels can be deceiving.
The “‘empowerment’’ of Total Quality is
not about individuals but abouvt work
tearns who for the most part are directly
engaged in production—the people who
cooperatively make a particular product
or who own a specific process. Decen-
tralized decision making in this context is
not driven by any notions of right or en-
titlement but by the eminently practical
insight that team members are the people
who know best what’s wrong and who
should have the ability to fix it. With this
conceptual grounding, TQ’s seeming af-
firmation of traditional notions of indi-
vidual faculty autonomy begins rapidly
to fade.

How well does a focus on *‘teams’’ fit
our own principal unit of academic or-
ganization, the disciplinary department?
For some things, quite well. Depart-

ments do often function as work teams,
and are given broad latitude to do so
when it comes to such activities as the
“production” of disciplinary majors or
graduate degrees. With respect to re-
search, though, despite a vague commu-
nity of interest, they function more as
administrative conveniences or holding
companies. And with respect to such
cross-cutting functions as undergraduate
general education, they function polit-
ically, or not at all.

Hence the role of management. Be-
yond creating broad organizational vi-
sion, management explicitly comes into
play in TQM organizations when an in-
dividual work team either lacks the re-
sources to address on its own a local
problem or, more significantly, when its
process bumps into the interests and op-
erations of another work team with a
different agenda and mode of opera-
tion. In the latter case, a *‘cross-func-
tional team”’ is created with authority to
address the mutual problem.

At first glance again, this looks a lot
like the way we handle topics like gen-
eral education. But is it really? One ma-
jor difference is that TQ’s *‘cross-func-
tional work teams’’ never stray far from
the operational level; unlike the rotating,
generalist committees that nominally
preside over collegiate functions, TQ
teams are built around collaborative re-
sponsibility-taking among the doers of a
function.

Another difference with teams is that
they typically begin with data. Rather
than conceptualizing general education
from first principles and negotiating its
consequences, as faculty committees are
likely to do, they begin with a particular
empirical problem and trace its implica-
tions upward through the system. Such
an approach to general education, again,
might start deep inside the curriculum
with an analysis of how specific prereq-
uisite skills are built, and how they do or
do not transfer effectively into the con-
texts where they are later required. And
it might rest heavily on a prior look at ac-
tual course-taking behavior and student
performance.

In short, for Total Quality, organiza-
tion follows processes and exists to
serve them. Empowerment, though a
basic value, is a means, not an end.
® Focus on Core Processes. As this dis-
cussion suggests, the ‘‘process’’ is TQ’s

basic unit of the analysis. And many
have seen in this an apparent reversal of
assessment’s prior focus on outcomes
—a perception reinforced by Total
Quality’s vocal rejection of an ‘‘inspec-
tion” route to quality assurance. Yet
Total Quality depends critically upon a
knowledge of outcomes, whether at the
end-—the resulting market reaction and
customer satisfaction—or on the ‘‘shop
floor,” where results are continuously
monitored by workers themselves at
every step. Assessment occurs at all lev-
eis but is rooted in actual processes, for
only there can you realize what’s needed
for better outcomes.

What exactly is a process? Consistent
with TQ’s industrial origins, its basic
model is a production line consisting, in
essence, of an ordered sequence of de-
fined operations resulting in a specified
product or service; critical features of a
process are that it is replicable and can
be documented. If it cannot be described,
it by definition cannot be improved;
hence a major preoccupation of TQ
practitioners lies in identifying core
processes and determining exactly how
they work.

This notion of process surely fits
many administrative operations in col-
leges and universities. The interesting
question is whether the notion can help
improve our central business of teach-
ing and learning. Though loosely in-
tended as ‘‘learning plans,”’ most cur-
ricula are not really specified as such.
Few, in fact, meet TQ’s critical test of a
process: the ability to flow-chart key
events by noting the specific points in
required course sequences at which par-
ticular skills will be acquired and rein-
forced. But the analogy is intriguing,
and a number of campuses have found
such attempts at ‘‘mapping’® worth the
effort—especially when they uncover
places where presumed connections
among courses are not happening as in-
tended. Given typical curricular organ-
izations in which faculty are dispersed
across discrete classrooms with little in-
centive to cooperate, such an exercise at
least provides a way to start conversa-
tions about improvement.

* Continuous Improvement, Arguably,
a belief in ‘‘continuous improvement”’
lies at the core of all scholarship. And
indeed, organized research practice in
major university settings——especially in
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honda loved her work Iin the

grants and contracts office. It
was exciting, challenging, and reward-
ing. As an administrator she worked
with professors throughout the uni-
versity in developing proposals—from
a $2 million grant for AIDS research
to $5,000 for studying the costs and
benefits of debeeking poultry
chickens.

But today, Thursday, it was any-
thing but exciting. Instead, it was
draining and debilitating. She had
been working with Professor Joseph
DiBello for the last six months on a
major grant proposal for the National
Cancer Institute. Professor DiBelio, a
cytopathologist, was the principai in-
vestigator, but there were five other
professors intimately involved in the
research study from three other de-
partments. The research methodology
was extremely complex and it had
taken them two months just to work
through the details of the final draft.

The problem was the deadiine: it
was Friday.

in spite of working aimost around -
the clock for three weeks, it had
come down to the last few days. On
Tuesday morning Rhonda ran a quick
mental inventory of the people who
had to approve the proposal. There
were the four department chalrs and
two deans. There were also the vice
presidents: her boss (the vice presl-
dent for research and graduate
studies), the vice president for aca-
demic affairs, and finally, the vice
president for administration.

Nine signatures.

Campus mail was completely out of
the question. It would take three
weeks. The pony express couid do
better.

There was a work study student in
the office on Tuesday, so Rhonda
sent him on a mission: track down
the department chairs and get
signatures. On Wednesday another
work study student had gotten one
dean’s signature, the other dean in-
sisted on taking the materials home
with him on Wednesday night.

Rhonda made it a point to come in
early on Thursday and met the dean

220 Sullivan Hall

before he went into a meeting. That
left the vice presidents. She got her
boss's signature before 10 a.m., then
swung by the vice president for aca-
demic affairs’ office just before funch.
There was only one stop left—220
Sullivan Hall. The vice president for

administation’s office.
CAMPUS
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Esther had worked in the housing
office for 15 years. When she had
started, there were only three dormi-
tories. Now there were six. They be-
gan working on the final one in
January of this year.

The contractor had assured every-
one that the dorm would be ready in
July. Well, here it was September—
one week before freshman and new
student orientation—and there were
still dozens of details needing atten-
tion. In some cases doors still needed
to be hung and in others touch-up
paint was needed.

For Esther, though, the biggest
problem was the keys. Last week the
contractor had dropped ofi the room
keys—four sets for 85 rooms. She
had called up university stores to get
another key rack but had been told
they were out of stock. That meant
she would have to requisition one
from a local office supply
warehouse.

The real problem, unfortunately,
wasn't the requisition, it was the
cost—$27. Everything over $25 had
to go through the requisition process,

and that meant five signatures and
probatly two weeks' worth of time.

She didn't have two weeks.

So Esther did the only thing she
could do—*‘walk it around.” She
managed to get three signatures
quickly. But the last one had been a
problem: the person had been in
marathon meetings.

Now there was just one more
stop—220 Suliivan Hall.

Jody came back from lunch a little
after 1 p.m. She turned the comer to
walk into her office and bumped into
a tired-looking Rhonda, the woman
who worked in Grants and Contracts.
In additlon to Rhonda, there were
three other people. She recognized
one—Esther from housing—in the
hallway. Esther and one of the
women were seated In chairs, the
others stood.

As Jody pushed open the door
labeled **220,"’ she knew exactly what
to expect—peopl: seated in the
two chairs inside the office.

it had really become a problem. All
these people trying to ‘‘beat the
system’’ by walking around papers
and regs to be signed. Her boss,
Kathy Jurasky, hated a cluttered of-
fice area and had mentioned it to her
on two of three occasions during the
last few weeks.

Jody decided to take action. Or: a
notepad she scribbled a reminder to
herselt to order two more chairs for
the hallway. That should just about
doit.

* How and why do systems and
processes become more complex
over time?

e What are the costs of complexity in
terms of efficiency? What about
the human costs?

* Do you have processes that can be
simplified and streamfined?

* How can you identify them?
Source: Danis! Seymour, Once Upon a Campus:

Stories about Quality Concepts in Higher Education
(Paim Springs, CA: Avalon Press), 1993.

“big science’—seems at first glance to
embody fully the pattern of ongoing cri-
tique and resulting refinement that TQ
proponents call for. It often proves use-
ful as a point of departure for faculty
conversation to point out explicitly that
TQ’s core philosophy (like assessment’s),

in essence, is the principles of academic
inquiry applied to ourselves and what we
do.

But it is hardly research that needs
fixing. Our central preoccupation with
quality has instead been in undergrad-
uate education, where the established

core values appear quite different. De-
spite the occasional ripples of the ‘‘con-
tent of the canon’ debate, these values
remain for most faculty essentially, and
often deliberately, conservative. For bet-
ter or worse, instruction at the under-
graduate level is viewed by most as the
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transmission of a delimited domain,
whether this be conceived straightfor-
wardly as a body of knowledge, or as has
become more lately fashionable, as a set
of outcomes to be achieved, Ironically,
in fact, assessment may have helped to
reinforce this conservatism by reifying
the notion that teaching and learning
should be viewed from the perspective of
a fixed set of instructional goals rather
than, as was the movement’s original in-
tent, inducing ongoing examination of
both goals and practices in the light of
obtained results.

Applied to undergraduate education,
therefore, TQ’s notion of ‘‘continuous
improvement’’ can help open the door
not only to an investigation of potential
changes in instructional technique in
pursuit of fixed outcomes, but also to
the question of exactly what those out-
comes should be. But while questioning
of this kind is surely healthy—and is not
entirely unknown to us—TQ provides a
very definite picture of what ‘‘improve-
ment”’ ought to look like: ‘‘quality is
conformance to requirements.”’ In this
context, ‘‘conformance’’ means reduc-
tion in variation, while ‘‘requirements,”’
of course, are principally shaped by cus-
tomers. Both of these concepts have in-
teresting academic implications.

® Reducing Variation. Often overshad-
owed by the more popular ‘‘empower-
ment’’ dimensions of Total Quality is its
original grounding in the technology of
statistical quality control. An important
roat concept here—and the principa
object of this technology—is the distinc:
tion between *‘special’’ and ‘‘common®’
causes of variation. For proponents of
Total Quality, processes are ‘‘in con-
trol’”” when outcome variations occur
within pre-specified statistical limits,
and a primary objective is to bring such
systems in control through the gradual
elimination of myriad ‘‘special causes’
that are largely unrelated to one an-
other. Until this occurs, improvement
of the underlying process itself is impos-
sible, because we are unable to deter-
mine systematically what is wrong.

This is a powerful insight, but in the
context of improving teaching and learn-
ing, where exactly does it belong? Con-
sider, for instance, the way we typically
assign grades. Most current grading
practices rest in essence upon the varia-
tion within a given non-random body of

students around its own mean of per-
formance. Instructors unconsciously re-
inforce the assignment of such variation
to “‘special causes” outside the process
of instruction itself. The ascribed special
causes tend to be attributed to the stu-
dent in the form of presumed variations
in ability, motivation, and effort. Exarmn-
ination of the resulting grading pattern
may tell us something about individual
students— as indeed, it was designed to
do—but it is virtually useless for inform-
ing the instructional process.

AT FEW POINTS
DOES TQ CONVERSATION
BECOME Sf
HEATED WS

AROUND THE WORD

“CUSTOMER."

Together with a more general view of
the negative consequences of evaluating
individual performance, this is a reason
why Deming, for one, would have us
eliminate grading entirely. It is also a
major reason why assessment arose ini-
tially—because current academic evalua-
tion practices provided no good way to
obtain needed data for the improvement
of group performance. Criterion-based
assessment schemes like those proposed
by assessment are of value precisely be-
cause they can be used to identify and
address common causes of variation.

But is reduced variation really what
we want? In the development of a wide
variety of basic, prerequisite, or profes-
sional skills, the answer surely is ‘‘yes’”:
we want all students to learn fully what
needs to be learned. But in the realm of
higher-order thinking and the traditional
domains of liberal education—where the
development of individual voice and
style becomes a paramount value—the
answer is far from clear. What is impor-
tant is to sort out these issues from the
beginning, before we automatically at-
tempt to apply TQ technology.

e Serving Customers. At few points in
the Total Quality conversation does dis-

cussion become so heated as around the
word ‘‘customer.’”” Partly, of course,
this is because the term itself vividly sig-
nals TQ’s commercial origins. More sub-
tly, it is because knowledge “‘ir. service’
to anyone—whatever their label—di-
rectly threatens the academy’s core myth
of independent inquiry, conducted on its
own terms and for its own sake. Particu-
larly when applied to instruction, the
term also suggests a surrender of exper-
tise and authority by those assumed to
have both, to parties who by definition
are unaware of what they do not know.

As the latter point suggests, it is when
the term ‘‘customer’’ gets applied to
students that things get sticky. In some
cases, certainly, the label applies per-
fectly. Students are the direct customers
of such campus services as parking, food
services, registration, or the library. As
consumers with particular wants and
means, they (and their parents) also
make the initial ‘‘purchase decision”
about which college to attend or whether
to attend at all, and they will continue to
make such choices as long as they are en-
rolled. In both these areas, TQ logic
seems to fit, and its admonition to know
and meet customer needs is good advice.
In cases where the student ‘‘customer”’
may be badly informed about what he or
she actually needs and how best to get it,
such TQ notions as ‘‘leading’ or ‘‘de-
lighting”’ the customer can come into
play—the objective being less to react
blindly to customer dernands than to
shape or anticipate them.

But once inside instruction, the ‘‘cus-
tomer’’ label nc longer fits. From the
perspective of traditional instruction, the
student then becomes the ‘‘raw ma-
terial”’ of a specified process of produc-
tion (a point that recalls the earlier
‘‘yalue-added’’ metaphor of assess-
ment). In cases such as basic skills in-
struction or technical training where the
‘“raw material’’ analogy does apply, TQ
practices such as mapping the process,
determining its connections and how
they fail, and bringing it into control
make considerable sense. And because a
college can apply TQ concepts in the
presence of what production engineers
term an ‘‘intelligent product’—onc able
to provide us with ongoing data about its
own condition while remaining a part of
the process— these techniques can in fact
work even better for us than in industry.

11€
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An obvious application of this logic is
<classroom research.

In most instructional settings, how-
ever, students are more than just raw
materials. Cooperative learning settings,
active learning strategies, and independ-
ent work outside the classroom render
them a part of the ‘“‘workforce’ as well,
“constructors’’ of their own knowledge
who participate decisively in the ‘‘man-
agement”’ of their own learning. Though
advised by college personnel, they
typically make most of their own curric-
ular choices and remain free to allocate
their own time and level of engagement.

So what exactly is a student from the
Total Quality perspective? On the one
hand, lack of a straightforward answer
suggests that TQ corncepts don’t fit well.
More compellingly, it suggests that any
‘‘answer’’ depends upon the particular
student role and piece of the process
that we are talking about.

If students are not in all cases ‘‘cus-
tomers,’”’ then who are our customers?

Again the answers depend upon the lev-
¢l at which the question is posed. At the

highest level, for public institutions es-
pecially, one viable answer is society it-
self. More particularly, it is the taxpay-
ers who pay the bills and who.increas-
ingly expect a demonstrable return on
their investment. Much of the escalating
accountability debate in higher educa-
tion can usefully be seen in this light. Ar-
guably, our accountability agenda might
be better served by a proactive perspec-
tive on our part that consciously recog-
nizes society’s rights as a customer.

Internally, at the operationz’ level, our
customers are one another—whether ex-
change occurs among entire institutions,
as in the case of articulation and trans-
fer, among academic units within institu-
tions, as in the case of service course in-
struction and prerequisite policies, or
among individual faculty as teaching col-
leagues. Indeed, it is often surprising
when talking with faculty how quickly
brick-wall resistance to the term ‘‘cus-
tomer’’ evaporates when the term is ap-
plied not to students, to potential em-
ployers, or to society in general, but to
themselves and one another in a network
of customer-supplier relationships across
a curriculum.

As these brief musings may suggest, a
number of core elements in TQ practice
indeed have echoes in things we do. But

by celebrating these echoes too loudly,
or by picking and choosing among them,
we run the risk of unknowingly making
of Total Quality something that it is
not. Evidence of this kind of transmuta-
tion is visible in some specific syn-
dromes of early implementation that
I’ve recently observed, and that can put
the institutions that exhibit them badly
off track.

One is a *‘Planning as Usual’’ syn-
drome that confuses Total Quality with
old-fashioned linear goal-setting and stra-
tegic planning. Though this approach ef-
fectively picks up TQ’s -emphasis on
strong leadership and the creation of or-
ganizational vision, it fails to appreciate
TQ’s essential link with operational proc-
esses and the empowerment of work
teams that own them. The danger here is
familiar; effective things happen in the
short term through the constant inter-
vention of committed dynamic leader-
ship, but TQ’s critical *‘infrastructure”
of cross-functional teams never gets
created at the level where the work gets
donte, The result is also funiling: institu-
tional “planning” at the top never con-
nects to the dozens of operational deci-
sions made daily across campus.

A second trap is what might be called
the ‘Touchy-Feely Ownership Syn-
drome.”” Here TQ’s insistence upon de-
centralization and empowerment is con-
fused with sixties-style participatory
management—using such mechanisms
as Quality Circles, T-Groups, and the
like to directly foster a sense of organi-
zational membership and empower-
ment. The difficulty here is a failure to
recognize that TQ’s notion of empower-
ment is intended less to serve the worker
than the process—and its customers. As
a result, institutions pursuing this path
fail to connect these attempts to create
organizational loyalty to the bottom
line of actually acting on data or sugges-
tions for change. We've seen this syn-
drome before in things such as program
review: people feel good about the proc-
ess for a while, but soocn cease to invest
their time when it fails to deliver.

A third difficulty can be labelled the
*“MBO Syndrome”: an institution adopts
Total Quality’s statistical tools whole
hog, but falls into the trap of using them
to create fixed targets of performance.
Techniques such as ‘‘benchmarking’'—
intended to guide continuous improve-

ment—are instead rolled out as high-
stakes, hard-point objectives against
which unit and individual performance
will be judged. The result is a predictable
return to control-oriented management,
countered by statistical gamesmanship
on the part of those assigned to attain
such targets. Instead, TQ proponents re-
mind us that statistical variation is
natural and that individuals cannot be
held responsible and sanctioned for
things over which they have no control.

A final trap is the ‘‘Pleasing the Cus-
tomer Syndrome,’’ which fabricates a
strict constructionist version of TQ’s
core injunction about customer service
and applies it directly to students. The re-
suit is a narrowly reactive approach
where the recognized bottom line is im-
mediate student satisfaction or; as one
horrified faculty member recently put it,
‘“‘where the inmates are running the asy-
lum.”” While we surely do need improve-
ments i service to students, this ap-
proach neglects the key TQ concept of
actively shaping customer reaction by an-
ticiputing uncd excecding current regaire-
ments. 1t also fails to recognize and de-
velop the multiple roles of students in the
learning process as a guide to improve-
ment.

Each of these scenarios suggests the
folly of direct translation and fragmen-
tary application. The key to avoiding
them, of course, is to recognize that
Total Quality is total—its pieces must
fit together. Many of the pieces are
familiar; the ‘“‘total’’ is what’s new.

Making such varied pieces in fact fit
together as part of a transformed phi-
losophy of practi~e and a new organiza-
tional vision is s. nething that will not
come easily to the academy. If we are
serious, we can neither adapt TQ prac-
tices piecemeal nor import them whole-
sale from others. As every industry has
learned before us, the challenge will be
to grow our own version of quality
management—-a task that involves a far
more comprehensive process of concep-
tual development than has up to now
marked our engagement.

But are we serious? Certainly the
stimulus for change is present, and To-
tal Quality ideas seem rich in potential
insight. But an uncertain track record
with innovation in the past makes it far
too early for us to declare this one, at
last, to be the one. (]
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Reformers

hen Steve lachini speaks

about W. Edwards Deming,

his voice takes on the slight
tremor of the initiate. But
it hasn't always been that
way. When lachini, assis-
tant superintendent for ac-
countability in the Pinellas

County (Fla.) School Dis-

trict, first heard about
Deming through a seminar,
his reaction was anything but positive.
“1 remember sitting there feeling de-
fensive at what was being presented,” he
’ recalls. "I felt that it contradicted every-

Wlu dO for thing that I had done for the past 20
years as a manager, that I had treated
people badly, that I didn’t take into ac-

. count their needs."

Arnencan The 92-year-old Deming has a habit
of making administrators feel uncomfort-
able. Merit pay: Malarkey, he scoids.
Student grades and the ranking of

! schools by test scores: Disastrous.
educatlon Teacher evaluations: Eliminate them.
Instead, what Deming and his fellow
management gurus preach is an ap-
. . proach to transforming large, complex

What i dld organizations known as Total Quality
Management. Initially viewed as a way to
make big businesses more productive and
efficient, in the last decade T@M has been

for postwar sold as a generic approach that can work
for any large-scale organization -- includ-
ing school districts.

Japan. BY LYNN OLSON

hope that

Total Quality

Management

Teacher magazine MAvY/IUNE 1882
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Although experts on "quality” ditfer
on specifics, they all embrace a set of core
values. These include a strong focus on
customer satisfaction and doing things
right the first time, executive-level leader-
ship, and greater investments in employee
education and training. In quality com-
panies, empowered workers made deci-
sions based on data that help promote
"con‘inuous improvements” in products
and services.

Now, the holistic approach that has
already surged through U. S. manufactur-
ing and industry, government agencies,
and health care providers is finding its
way into the schools. Last year, the
American Association of School Adminis-
trators created a Total Quality Network,
which has attracted more than 300 pay-
ing members who sign up to receive a
newsletter, attend seminars and work-
shops, and get discounts on Deming vid-
eotapes. The National Alliance of Busi-
ness has launched a project to help apply
TQ@M to schools. And scores of school
districts are either trying to implement
quality techniques or are considering
doing so.

With nearly 96,000 students, Pinellas
County is one of the largest districts to
jump into the quality movement. Over
the next few years, officials in this balmy
Gulf Coast community that includes the
city of St. Petersburg have made a com-
mitment to integrate quality principles
into all aspects of their school system:
from how students are taught to the de-
livery of maintenance services. Rather
than dealing with pieces of the puzzle --
like how to reform the curriculum or
downsize the central office -- TQM focuses
on systemic change.

Iachini has gone from a skeptic to
spending much of his time trying to sell
others on this comprehensive approach.
"What we're looking for is the buy-in,"
says Judith Westfall, associate superin-
tendent for curriculum and instruction.

In Pinellas -- as elsewhere -- Deming
and quality management have become
virtually synonymous.

Although advocates of quality schools
include such prominent management

consultants as Joseph Juran and Philip
Crosby, no one is better known than
Deming. It was primarily Deming who
taught quality management to the Japa-
nese at the end of World War II. And it is
Deming who is widely credited with the
turnaround in Japanese industry that so
many Americans now wish to emulate.
"Deming’s philosophy is like a religion,”
says Lewis Rhodes, associate executive
director of the AASA, "because it’s based
on a belief system.”

At the heart of the system is a theory
called "statistical control." According to
Deming, any process is subject to random
variation that leads to waste, errors, and
faulty products. Statistical control helps
determine the reasonable limits of such
variation, so that employees know when
and where to intervene to make a process
better. Although Deming maintains that
zero defects are impossible, narrowing the
range of variation will lead to improve-
ments in the quality of products and
services.

The theory of statistical control was
developed by an American named Walter
Shewhart and used widely in this country
during World War II. But it was aban-
doned soon after as too costly and time
consuming. Under Deming’s tutelage,
however, the Japanese adopted methods
of statistical control with a passion. And
Deming developed a holistic philosophy
for managing change that, while rooted in
statistical techniques and theories, goes
far beyond that base.

Deming hardly looks like the savior of
modem industry. An elderly man with a
wattle like a turkey’s, his blunt criticisms
of management have often caused corpo-
rate executives to storm from the room
during his talks. At a recent workshop
sponsored by the AASA in Alexandria,
Va., and attended by Iachini, Deming told
his audience: "Evaluation today isn't
worth a hoot."

But when asked how he would instill
public confidence in the schools without
evaluations or measurement, he shot
back: "I don’t know. I'm not a public
opinion expert or in public relations."
Despite such confrontations, his human-
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istic philosophy reverberates for many
educators.

Deming starts from the belief that all
people naturally want to do well at their
jobs, contribute, and experience "pride
and joy" in their work. The fault lies not
with workers, but the system. Deming
estimates that workers are responsible for
only 15 percent of an organization’s prob-
lems, the system for the other 85 percent.

It is management’s responsibility to
institute a quality system; as Deming
likes to say, "Quality cannot be delegat-
ed." But it is workers -- working in con-
junction with management -- who are the
best source of ideas and suggestions for
how to improve the processes in which
they are engaged.

To equip them for this task, T@M
emphasizes employee training in a wide
range of statistical techniques and deci-
sionmaking tools. It functions largely
through the use of decisionmaking teams
that represent everyone affected by a
particular process -- ranging from the
suppliers of the raw materials, to the
supervisors, the workers on the line, and
the product’s recipients.

In contrast, practices that create
barriers and competition between one
part of the system and another -- or be-
tween people -- are rejected by Deming,
Ranking people, grades in school, pay for
performance, exhortations, and slogans
are counterproductive, he argues. Such
practices instill fear in individuals that
prevents them from doing their best work.
And they encourage fudged numbers and
short cuts rather than bona fide improve-
ments.

To Beth Ziecheck, a 1st grade teacher
at Ozona Elementary School in Pinellas
County, T@M promises a more coopera-
tive, less adversarial approach to bringing
about change in schools. "This is a com-
munity of learners,” she remembers
thinking, on first reading about Deming's
ideas. "This is building respect for indi-
viduals, building trust.”

For her administrative colleagues,
TQM represents a rational, coherent way
of dealing with the changes brought
about by school-based decisionmaking.

Pinellas began moving toward decentral-
ized school governance in the 1980s. It
also created an extensive system of mag-
net schools and became a demonstration
site for the National Education Associa-
tion’s Learning Laboratories initiative.
But when the state mandated last year
that all schools shift to school-based
management by 1993-94 -- including
substantial parental involvement -- Pinel-
las officials knew they had to do some-
thing to ward off chaos.

Pinellas is the seventh largest school
system in Florida. It takes more than an
hour to drive from one end of the 389-
square-mnile district to the other, winding
over causeways and down streets whose
names change with every curve. The
sprawling county spans 24 municipali-
ties, 125 schools, 14,000 employees, and
students from a wide range of racial,
ethnic, and economic backgrounds.

"Our teachers and our community
want to be empowered to be able to make
more decisions," says J. Howard Hinesley,
the district’s superintendent. "Butin a
system our size, how do you meet that
challenge?"

The answer, they decided, was TQM:
an approach that would encourage
schools to make decisions based on data,
force everyone to focus more on customer
needs, and help create a tighter link be-
tween one part of the system and anoth-
er.

Perhaps the most prominent feature
of quality organizations is that they are
"customer driven." Their goal is to stay in
business by meeting -- or even exceeding
-- customer demands and anticipating
what customers will want in the future.

But an organization’s "customers" are
not limited to people outside the school
system. They also include "internal cus+
tomers" -- or anyone inside the system
who relies on another part of the system
to do his or her job well. For schools, the
most obvious "external customers” in-
clude businesses and Iinstitutions of high-
er education, parents, and other taxpay-
ers. Within the schools, students might
be considered the "internal custome.s" of
teachers; teachers, the customers of prin-

118




106

Guality Goes to School

cipals; high schools, the customers of
midd’= schools; and so on.

Among the most common tools used
by quality organizations are flow charts
that spell out for the system as a whole --
or for any given process -- who the sup-
pliers are, what the raw materials are,
who the customers are, and what the

Deming believes that grades,
ranking people, and pay for per-
Jformance instill fear that prevents
individuals from doing their best;
they encourage short cuts rather
than bona fide improvements.

product is. The effect of thinking through
such reiationships can be a more clearly
defined mission for the schools and a
greater understanding of how everyone
contributes toward that goal.

"It ties all of our departments into the
process of understanding that what they
do is important, and how well they do it
has a direct impact on what happens in
the school," says Edward Kelly, superin-
tendent of Prince William County Public
Schools, one of eight Virginia districts
working with Xerox Corp. and the state
department of education to implement a
quality system. It also turns traditional,
top-down management on its head, forc-
ing superintendents to ask what princi-
pals need to do their job, principals to ask
the same of teachers, and so forth.

Quality management "combines a
theory of internal motivation with a sys-
tem of decision-making that can be useful
to both teachers and students,” says
Doug Tuthill, president of the Pinellas
Classroom Teachers Association. "The
goal is to create an educational environ-
ment that’s going to best enable us to
prepare children for a 21st-century econ-
omy and society. We think that the
learning environment that we're creating
will also be the work environment of the
future.”

By looking on students as customers
-- or as workers who are engaged in a
quality process -- educators like Tuthill
say they have been forced to re-examine

the integrity of the work they ask stu-
dentis to do.

"What a school should teach,” Dem-
ing says, "is a yearning for learning.
We've heen successful in crushing out the
yearning for learning, intrinsic motiva-
tion, self-esteem, dignity -- exactly what
we need.”

In places that are applying T@QM,
students are taught to evaluate t:oth the
quality of the schoolwork they are asked
to do and the quality of their own perfor-
mance. One such place is Mount Edge-
cumbe High School in Sitka, Alaska.
Mount Edgecumbe is widely viewed as
one of the educational leaders of TQM,
having applied quality techniques since
1988.

In one instance, students at the
school used statistical techiniques to dis-
cover how teachers spent their time.

They found that most of it was spent
lecturing, even though teachers thought
they were promoting active learning. The
data prompted teachers to lecture less
and to use more hands-on experiences.
Classes were also rescheduled from seven
50-minute periods to four 90-minute
periods to provide more time for experien-
tial learning.

Students, faculty members, and the
administration have also worked to devel-
op a consensus about the purposes of the
school. And students help set priorities
for purchasing supplies and equipment.
Some faculty members remain ambivalent
about quality management. "(But) I'll tell
you what," says Superintendent Larrae
Rocheleau, "we have pretty near 100 per-
cent buy-in from the kids."

Although students from the small,
state-run boarding school come from
rural areas and belong to minority
groups, a follow-up study of its graduates
found that 47 percent had either complet-
ed a postsecondary program or were still
enrolled in one. Their unemployment rate
was only 2 percent, in a region where the
average unemployment rate for that age
group is 20 percent.

But the small size of Mount Edge-
cumbe -- it has only 215 students -- and
its status as a public boarding school
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make it a hard example to emulate. Ifa
large, urban district the size of Pinellas

can make TQM work, the lesson will be

more compelling.

Like many districts that have ven-
tured into the quality arena, Pinellas first
heard about T@QM from an outsider. In
the summer of 1991, John Mitcham, chief
executive officer of AT&T Paradyne, invit-
ed Hinesley and a management team,
consisting of his chief cabinet officers and
Tuthill ¢f the teachers’ union, to come to
corporate headquarters for a two-day
training session.

"We went there fat, dumb, and hap-
py." recalls James Shipley Jr., associate
superintendent in the division of planning
and management information services.
They left, if not apostles, at least novi-
tiates.

Since September, a design team of
union, school district, and business rep-
resentatives has spent hundreds of hours
fleshing out a plan for “Total Quality
Schools." One goal, they acknowledge, is
to win funding from the New American
Schools Development Corp. -- the private,
non-profit entity established by American
business people last summer, at the urg-
ing of President Bush, to provide up to
$200 million for a massive research-and-
development effort.

But even without that money, Pinel-
las officials have pledged to go forward
with what they view as a way to make
their district more responsive and effi-
cient.

Last fall, school officials created a
District Quality Council -- consisting of
the superintendent, the associate super-
intendent, two deputy superintendents,
the president of the parent-teachers asso-
ciation, and the executive director and
president of the teachers’ union. The
council will integrate existing components
of the school system and help drive its
quality initiative. :

School officials also hope to establish
a Community Quality Council, through
which businesses, the public sector, and
the schools can advance the quality agen-
da in the entire community. “"Regardless
of how far a school gets, if it's not sup-

ported by the rest of the system, the
whole ecology falls apart,” expiains Ship-
ley.

Two sites in the district have also
been targeted to provide what Hinesley
refers to as "hard copy” evidence that the
school system is serious about quality:
¢  When Rawlings Elementary School

opens next fall, its entire staff will be

versed in quality management philos-
ophy and techniques. The school will
have total control over its budget. 1t
also will serve as the test site for
customer surveys . nd other quality
tools, as the school needs them.

¢ Simultaneously, the district’s central
maintenance department is shifting
to the use of quality management
techniques and theories. Teams of
mechanics, foremen, supervisors, and
representatives from other depart-
ments are tackling such problems as
cost overruns, delays in work orders,
and glitches in procurement and
inventory control that cause mechan-
ics to spend days waiting for parts,
instead of making repairs. Every
foreman has also been asked to turn
in a list of cost-saving ideas, which
will be researched to determine
whether they should be implemented
and how. "Historically," says Charles

Lambeth, director of maintenance,

"we've made decisions based on some

crisis situation. But it was not data-

based, and it very often created a

greater long-term problem..."

Outside of Pinellas, many of the at-
tempts to integrate T@QM into education
have focused on areas like maintenance
and custodial services, where the paral-
lels to the corporate sector are most obvi-
ous. But the lessons that educators can
learn from big business are limited. Cor-
porate officials warn that few industries
have applied Total Quality Management
zealously enough to make much progress.

In 1990, the American Society for
Quality Control teamed up with the Gal-
lup Organization to survey 1,237 employ-
ees in both manufeturing and service
industries. More than half of those who
responded said their companies talked a
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good game, but only 36 percent said their
employers backed up that promise with
solid performance. And only a quarter
sald their cornpanies really trusted em-
ployees to make good decisions about
quality.

School districts like Pinellas are being
bombarded with literature from quality
management consultants, some of whom
promise to fix their problems overnight.
In contrast, most experienced chief execu-
tives describe quality management as a
grueling, long-term effort.

According to Myron Tribus, an inter-
nationally known quality consuitant,
“there are no good educational resources
out there." So educators must be cau-
tious about how they adapt the concepts
for themselves. "The school is not a facto-
ry,” he says. "You can take over the fun

TOM turns traditional, top-down
management on its head: forcing
superintendents to ask principais
what they need to do their job,
principals to ask the same of
teachers, and so forth.

damental ideas of quality management,
but they must be changed rather dramat-
ically."

"Motorola does it differently than
AT&T Paradyne,” notes superintendent
Hinesley of Pinellas County. "We will
borrow anything anybody legitimately
knows how to do. We'll take the best of
all of it. But you can't take the total in-
dustrial model and apply it directly to
education.”

To help support Pinellas’s quality
initiative, the district is designing what it
refers to as "just-in-time" training. Begin-
ning this spring, every school will be as-
sessed to determine the type and level of
training it needs.

If the district receives funding from
NASDC, trainers from Qualtech, a subsid-
iary of Florida Power and Light -- the first
American company to win Japan's presti-
gious Deming Award -- will provide train-
ing in pilot schools. "The school district

is also preparing its own cadre of princi-
pals, teachers, parents, and central office
personnel to provide assistance to individ-
ual schools and school divisions. In addi-
tion. the division of curriculum and in-
struction is being reorganized to move
"from the managers of the mandates to
the facilitators of the change process in
schools,” Westfall says. Employees within
the division -- including more than half of
those affiliated with federal or state cate-
gorical programs -- have been paired with
individual schools to serve as friendly
critics and advisers. Eventually, the dis-
trict would like to establish a "Quality
Academy" within its professional develop-
ment center that could become the focus
for quality training communitywide.

How quickly Pinellas will be able to
move without the NASDC money is uncer-
tain. Donald McAdams, an adjunct con-
sultant at the American Productivity and
@uality Center in Houston, who has
worked with the district, warns that "it is
Zaflcult -- I'd be inclined to say impossi-
ble -- to implement quality management
in an organization without some consult-
ing." But it's hard to find a quality con-
sultant who will work for less than $1,000
a day, and the going rate is $1,500 in
$2,000, a steep price for school districts
strapped by the recession and state bud-
get cuts.

For Pinellas, there could hardly be a
less auspicious time to launch such a
massive effort. The state is facing one of
the worst financial crises in its history. In
the past two years, the school district has
cut $23 million from its budget. This
winter, the district slashed another $32
million, cutting 914 positions in the pro-
cess.

Like many of the corporations that
embraced Total Quality Management
during the 1980s, Pinellas has its back
against the wall. "We don't want people
to associate continuous quality improve-
ment with layoffs and retrenchment,"
worrles Tuthill. Initial plans to integrate
quality management techniques into the
collective bargaining process have been
temporarily scrapped. And although
labor and management say their relation-
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ship is the closest it has ever been, they
are proceeding cautiously.

So far, the reactior from school peo-
ple has been mixed. "We have a lot of
people who are eager and interested,”
says Clide Cassity, director of the Pinellas
Technical Education Center. "We have a
lot of people who say it will disappeer.
And then we have a lot of people wi.o just
don’t care.”

The vocaiional education center has
been working to implement total quality
ideas on its own since July 1990. A
Quality Research Team has spent the
past six months purchasing books, video-
tapes, and other training materials that it
can share with the rest of the staff. And a
school improvement committee has used
quality techniques to improve the efficien-
cy of the program’s registration practices
and its food services operation.

The experience has turned around
Philip Wey, an air conditioning instructor
at the school and, as he puts it, "probably
the most vocal union hothead that you
can imagine." For the past five years,
Wey had refused to serve on school com-
mittees because he was convinced they
were "do-nothing, impotent.” But, he
adds, "the four committees I'm on now,
they're all real powerful.”

At a meeting at Gulfport Elementary
School, however, teachers remain wary of
the district's sincerity. "What do we do if
three years down the road, it's a bomb?"
asks one teacher.

Says Hinesley: "Some people are
skeptical, and we've given them no reason
not to be skeptical other than to hang
with us.”

Even among the district’'s converts,
there is uncertainty and disagreement
about exactly how far to go with Deming’s
philosophy. At a recent training session
about T@M for school principals, lachini
told the audience: "There are a lot of
problems with the evaluation process. I
think I am supportive of getting rid of
evaluations.” But his supervisor, Shipley,
quickly added: "Don’t go out of here say-
ing I said that.”

Mary Catheryne Athanson, principal
of Rawlings Elementary, next year’s pilot

school, was openly skeptical about doing
away with grades, as Deming has advo-
cated. "For this coming year," she says,
"we will have grades, and we will have
standardized tests.”

For now, Pinellas officials are empha-
sizing the theoretical underpinnings of
Deming’s approach to quality manage-
ment. "We're not going to beat them over
the head with statistical tools," says Ship-
ley. Sessions like the one for school prin-
cipals tend to focus on Deming’s 14
points for managing change and his over-
all philosophy.

But there is a growing recognition
that quality management will require a
much different use of data than the
school system now practices. Mary Ann
Sanchez, principal at Ozona Elementary

Observers caution that TQM s a
generic process to help run any
business. It can support good
curricula, qualified teachers, and

improved pedagogy, but it cannot
substitute for them.

School, a pale pink structure at the
northern end of the county, says most of
the school system’s emphasis, to date,
has been on end results. "Evaluate your
teachers at the end of the year. Evaluate
your students at the end of the year.
Evaluate yourself at the end of the year,"
she states. "And it's not only evaluating
pecple; it’s evaluating goals.

"We looked at test data,"” she adds,
"but the data we looked at was frequently
too narrow. I think we need to look at a
wider variety of data, but it's one of those
areas I'm not sure of."

In corporations that have adopted
quality techniques, like Toyota, individual
employees, small teams, and larger
groups routinely gather data and check
and report on progress as measured
against daily, weekly, and monthly objec-
tives, notes a recent article in The Execu-
tive Educator. But unlike many school
"outcomes," these goals and targets are
often employee-determined, the article
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states. They represent what is most
meaningful and motivating to those clos-
est to the job. Instead of mandating
goals, management makes sure the num-
bers, percentages, and data are routinely
discussed -- and consistent with the cor-
poration’s broader aims.

In Pinellas, it is still too early to tell
how such practices will translate to the
schools. "I think that the statistical tech-
niques are complex enough that many of
the people at the school level are not
going to want to be involved heavily with
them," says lachini, the assistant super-
intendent for accountability. Instead, he
predicts that the focus of his own division
will shift from program evaluation to tech-
nical assistance for individual schools.

"I think that we will abandon our
traditional evaluation schedule," the ad-
ministrator says, "that we will act as con-
sultants to schools in developing school
improvement plans, help them design
studies to improve processes, and develop
school-based data. I don't think that
we're going to play that role for several
years, but I think gradually we're migrat-
ing to that kind of responsibility for the
department.”

The district’s decision to embrace
Total Quality Management parallels a
similar move at the state level. Gov. Law-
ton Chiles has directed the Florida de-
partment of administration to make train-
ing in Total Quality Management avail-
able to all state employees. And many of
the ideas behind quality management --
such as its customer orientation and its
focus on decentralized decisionmaking --
are reflected in the state’s School Im-
provement and Educational Accountabili-
ty Act.

In addition, as part of the state’s
School Year 2000 initiative, seven school
districts are working with the state de-

partment of education and Florida State
University to implement a quality system,
based on international quality standards.
Other state-sponsored initiatives are un-
der way in Ohio and Virginia.

But some observers worry that TQM
could become just another educational
fad -- or that its merits could be oversold.
David Osborne, co-author of Relnventing
Government: How the Entrepreneurial
Spirit Is Transforming the Public Sector,
notes that TQM was developed within the
competitive climate of the business com-
munity. In contrast, public schools are
monopolies. T@M, he says, may not go
far enough to address the status-quo
nature of such public bureaucracies.

Others caution that TQM is a generic
process to help run any business. It can
support good curricula, qualified teach-
ers, and improved pedagogy, but it cannot
substitute for them. "If you just went out
and did total quality, but you never
looked at setting standards and new ways
of assessing kids, if you never looked at
looked at developing exciting curriculum
or how to involve parents, you still would-
n't get there," says Norman Deets, a Xe-
rox executive on loan to the National
Center on Education and the Economy to
help schools implement quality manage-
ment. "But I think if you did those other
things, and then did quality,"” he adds,
"the sum of the whole would be greater.”

For now, what Pinellas needs is time,
argues Hinesley. "I think that’s where we
need to be on the defensive," he notes.
"We're not working with widgets, and
you've got to give us some time to make
this happen."

Cautions Shipley: "T@M is not the
end-all. It's the method by which we're
going to approach rational decision-
making. It will be the common language.”

From Teacher magazine, May/June 1992




Quality through Preventive Management

2Ways

to manage an organization, whether business, school, or state
government: management by detection, and management through prevention.

Both kinds of management focus on the output of a
system — the results or product — then set goals or
standards to compare with the results. Problems arise not
from the comparing of results with some target, but from
what management does with the information. One prob-
lem faced by America’s businesses, schools, and state
governments is that management by detection is the
prevalent method used. Managers who believe in man-
agement by detection use the results to exhort, cajole,.and
blame workers for the discrepancy. Management by
detection uses averaging to show who is an above-aver-
age producer and who is below average; the above-average
are rewarded while the below-average are punished.

Management by detection tends to produce small spurts
of improvement followed by a leveling off as the incen-
tives and punishments lose their effectiveness. Manage-
ment responds by increasing the rewards and punish-
ments to get another jump start. Over the long haul,
however, this managernent style produces only “good
enough” at best, and poor quality at worst. Under fear of
punishment or going unrewarded, the workers do only
well enough to be rewarded or avoid punishment. Fear
reduces risk-taking ar:d cooperation which are essential
in improving the quality of a product. Worse still, work-
ers will misrepresent the numbers in an effort to escape
blame. Quick fixes are used to get the quick results
demanded by management. I{ there is improvement, it is
not significant, and more often the results are poor.

Management by detection needs mass-inspection meth-
ods such as mass-testing, extensive accreditation visits,
and other costly accountability measures. By focusing
only on results, the processes producing the defects con-
tinue, with the emphasis on rework and recycling as
corrections rather than focusing on improving the pro-
cess. It is a wasteful style of management that has caused
America to fall below Japan, Germany, and other countries
that have embraced a better system of managing people.

Management by detection relies on several faulty as-
sumptions. First, people can be motivated by doing
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something to or for them. This theory
gained popularity with Pavlov’s dog
salivating when the dinner bell rang.
If Pavlov had had a cat, the theory
would have been in trouble, as a cat chooses to eat only
when good and ready. Along came B. F. Skinner and his
rats-in-the-maze experiment. When Skinner’s rat went
down the wrong path, it received an electric shock; when
it chose the right path, it received cheese as its reward.
Today our businesses and schools are full of cheese and
shocks to entice people to do quality work., What's
missing from the process is the concept that people make
their own choices according to what they believe is qual-
ity. People are motivated from within and will not pro-
duce quality unless it satisfies their needs. The manager
who gives the workers meaning to their work, allows
them to assess their own work for quality, and then joins
with them to plan how to improve the work will achieve
more quality than by using fear.

Another assumption of management by detection is that
most defects are caused by the workers. In truth, at least
93 percent of defects are the responsibility of the manage-

.ment, not the worker. The manager controls the factors

that can eliminatie most defects. Management'’s responsi-
bility is to organize the workforce to solve problems, and
tomodel, facilitate, and coach workers in how to produce
quality. Those closest to the problem have the best chance
of solving it if given the needed information, authority,
and training. The key is trust between management and
the workers.

The final assumption in management by detection is that
competition within the organizationimproves productiv-
ity. Competition works wonders in the world of sports,
but it is badly misplaced when used as a motivation tool
within an organization. Learning — whether it be in
school or in the workplace — is not a game with winners
and losers, and should never be represented as such.
Competition prohibits cooperation between the schools,
workers, and managers. Instead, management should
emphasize teamwork as the best way to obtain quality.

INSIGHT
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Working Smarter Together

Gordon A. Donaldson, Jr.

Leading collaborative change
in schools means helping
staffs hecome more productive
without substantially depleting
their resources.

n What's Worth Fighting

For? Michael Fullan
and Andrew Hargreaves
compellingly argue that
working collectively
in schools is the best way
to improve them (1991).
Yet throughout the book

they weave cautions about the hazards
of collective action. Faculties can
develop groupthink. They can balka-
nize. They can stop at “contrived
collegiality™ and never arrive at true
collaboration. Threatened principals
can undermine efforts at working

together.

The transition from traditional
patterns of faculty problem solving
and decision making to more collabo-
rative ones is fraught with difficulties.
As Fullan and Hargreaves note,
*Building collaborative cultures
involves a long developmental
journey: there are no shortcuts.” For
the principal bent on supporting this
type of restructuring, the challenge is
to lead a faculty that may not wholly
support. understand. or have the
energy and time to navigate this

m EDUCATIONAT LT ADERSHIP
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fundamental charge. Teachers and
principals commonly compare their
restructuring efforts to “‘rebuilding a
747 while it's in the air.”

Principals, teachers, and other staff
have responded to the criticisms of
their schools by working longer and
harder. They have added new programs
and spent hours planning change.
These efforts are well intentioned. but
we are beginning to realize how little
they are changing what teachers do
daily. and thus what students learn
(Toch 1991, Sizer 1992).

Working Smarter, Not Longer

Simply working longer and harder will
not significantly change our perfor-
mance; we must learn to work smaiter.
Peter Vaill persuasively argues that
“working smarter” requires shifting
our habits of work *“collectively,
reflectively, and spiritually™ (1989).
What does working smarter collec-
tively look like in schools?

At first glance, it's easier to see
what working smarter collectively
should nor be. It should not involve
every teacher in more meetings that
identify problems without showing
promise of resolving some. It should
not add more responsibilities onto
teachers' already heavy workloads. It
should not expect educators to
instantly function as a team without
the group skills to do so.

Working smarter means monitoring

,the efficiency of faculty work from
two standpoints: (1) how productive
it was in reaching desired student
outcomes, and+(2) how much it
depleted important resources, includ-
ing the human ones. The goal of
working smarter is to be more produc-
tive without substantially depleting
resources. That means devoting time
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and energy. both individually and
together. to activities that demonstrate
true benefit to children and that do not
threaten. over the short or long haul. to
exhaust teachers, principals, children,
parents, or physical resources.
Instrumental to “working smarter”
is developing the ability to monitor
what we do. We can only know if our
efforts are wisely directed if we can
step back and see what they produce
and what they deplete. Every school
staff must learn to reflect on its daily
work in the light of student outcomes
and its bank of resources. What came
from that three-day unit on tropical
rain forests? What time, energy.
talents. and materials went into it?
Was it worth it? What came from
those workshops on cooperative
learning? What went into them?
Were they worth it?

Where We Are? Where We Are Going?
To help school staffs judge their new
efforts and whether they are paying
off. Figure 1 provides a five-stage
model of the cycle of progress. Each
stage is characterized by both “possi-

7

bility” and “danger.” The possibility
is for potential growth and positive
outcomes; the danger describes what
can happen to the faculty if its new
efforts come close to depleting its
store of resources. Schools attempting
to improve pass through these stages.
Whether they emerge with gainful
change depends on the staff’s
collective success at maximizing

the possibilities while minimizing
the dangers.

Stage 1: Criticism. Externally or
internally expressed dissatisfaction
with the school's performance
launches a period of criticism. From
every substantial criticism. the school
staff can learn what may not be func-
tioning well. The “'possibility™ is for
staff to use the criticism to identify
ways to improve performance. The
“danger” is that the faculty will feel
overwhelmed and unappreciated. For
staff whose resources are nearly
depleted. defensiveness can spread
rapidly: blaming others both exter-
nally and internally seals off the criti-
cism. the facts underlving it. and often
the critics as well,

\

Stage 2: Self-examination. If criti-
cism is faced and defensiveness held
to a minimum, staff can objectively
examine the student outcomes in ques-
tion and how its own practices affect
them. Teachers can collect and use
evidence to pinpoint what is working
and what is not.

The danger in this stage is discord.
The source of the problem could be
identified as “the math department™ or
*the cross-age grouping team,” and
other staff members may disassociate
themselves from those sources. This is
particularly dangerous for a staff whose
resources are “‘running on empty”
already and who is consequently wary
of sharing responsibility for all students.

Stage 3: Goal Setting. Once a statf
succeeds at objectively appraising
outcomes and practices without
feeling overcome by discord. collec-
tive goal setting can occur. The data
from Stage 2 can help identity specific
goals, and the absence of discord
enables everyone to support the
proposed goals. Stage 2 data will
also reveal staff successes that can
be celebrated.

OC10BLR 1993 m
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That goals will be too grandiose or
numerous to be achieved is this stage’s
danger. In this case, defeatism among
the staff is practically inevitable.
Working smarter in this stage means
choosing goals that can be attained in
a reasonable time frame with the
resources available.

Stage 4: New Efforts. The school
staff that emerges from Stage 3 with
achievable goals will enter into plan-
ning and implementing new efforts
without wondering, “oh, what's the
use?" or feeling “here we go again!”
To realize the possibilities of the new
practice, however, requires that collec-
tive energies be focused on specifying
that practice, the people responsible
for it, the training they need, and the
time required to plan and assess
implementation. Most important, the
entire staff needs to commit itseif to
helping it work, as any new practice
will draw down resources and energy
from the whole system’s “bank.”

The danger in this effort is that staff
commitment will wane, leaving only a
small groop to effect the change; the
collective effort will disintegrate. The
effects of disintegration can be devas-
tating as the staff divides itself
between “true believers™ and “foot
draggers.” Staff members take sides,
and innovations become the target of
arguments OVer resources.

Stage 5: Consolidation. New efforts
backed by an “integrated” faculty and
based on careful goal setting and
honest assessment are most likely to
succeed. With effective monitoring,
the success or failure of the new prac-
tice becomes plain to all. Adjustments
can be made, and its consolidation
into the school’s patterns realized. The
entire staff needs to be privy to this
monitoring, celebrating the successes
and solving the difficulties that will
accompany consolidation.

If some staft members are excluded.
the school flirts with the danger of
disenchantment. The collective
“resource meter” begins reading “not
worth the effort.” Staft members dwell

IR EDUCATIONAL LEADERSHIP

on the problems.they or their
colleagues experience, lose sight of
the goals of the new practice, and
grow impatient with the costs,
disorder, and slow pace of change.
Conversations in corridors and
parking lots grow cynical, and staff
members mutter about “what new idea
we'll be forced to try next.”

A staff that works smarter together
can use this five-stage model to ask,
“Where are we in this cycle now? Are
we realizing the possibilities? Or are
the dangers taking over?” The group
needs to share evidence of positive
developments to create the affirmative
spirit needed to sustain progress. On
the other hand. if the human resources
are being depleted more rapidly than
the possibilities promise to bring bene-
fits, the staff will wisely heed the
danger signals.

A school fuculty that continuously
monitors its own progress through
collective reflection becomes self-
aware, permitting course corrections
before the five dangers or “Killer Ds™
take over. Even if that course correc-
tion means abandoning a maj¢ - effort.
the faculty can make that decision
with full recognition of the imbalance

12¢

that exists between the potential for
gain and the depletion of resources.
This awareness keeps a school staff
from feeling it's spinning its wheels or
falling into the “we-tried-that-once-
and-it-didn’t-work” syndrome. In
contrast, a staff beset by the “Killer
Ds™ is stuck in a cycle of hopelessness
and routine work. Theirs is not a cycle
of progress but an endless revolving
around halfhearted attempts at change.

Staffs that are working smarter can
adjust their plans, activities, and even
their ambitions to see that progress
occurs. As they live through the cycles
of renewed effort, each cycle builds on
the previous one, and a spiral of
collective progress is born.

Redefining Staft and Leadership
Principals and teacher leaders play
important roles in the development of
faculties that work smarter together.
They act very different, however, from
the “strong leaders™ of the Effective
Schools era. A strong leader who is in
control, who must direct traffic at all
the crossroads of decisions. has no
place in a school where all adults
share responsibility in these areas

(National LEADership Network 1991).
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School staffs that seek creative solu-
tions, that feel stewardship for the
institution, and that shoulder a share of
the toughest decisions facing the
school will constantly chafe under the
limits of leaders who must control,
direct, and ultimately decide. Such
leaders, however well intentioned,
will soon be driven beyond their own

human limits by their desire to support

and monitor their staffs. Eventually
they will sanction only those activities
that will not deplete their personal

and professional resources (Donaldson
1991).

This pattern is all too familiar in our
schools. At first, such leaders work
longer and harder to keep up with all
the initiatives spawned by eager
attempts at improvement. As they
discover the incredible size and
variety of activities and people, they
learn to work “‘tougher”—denying
their own personal needs and some-
times those of their colleagues as they
drive for excellence, asking more and
more from themselves and from
others. Such leaders—and there are
many that seem caught between
paradigms—are finding that they
eventually deplete their own resources
and come dangerously close to
depleting those of the faculty. Many
retreat behind governing councils,
behind office doors. to the central
office. or unfortunately, out of the
profession altogether. When the
dangers outweigh the possibilities for
the leader, the staff has little chance of
working smarter collectively.

The cycle of progress requires that a
school staff redefines itself as a
community responsible for setting and
reaching its own goals and capable of
managing its own resources. Such
redefinition means nothing less than
establishing new working relation-
ships among all players. As the formal
leader of this group. the principal must
not control. monitor. and direct. but
must treat this group as a responsible
community of adults. Staffs and prin-
cipals who have historically divided

responsibility for deci-
sions unequally, reserved
“final say” for the prin-
cipal, and expected the
principal to ride herd on

Teachers and
principals

ples. Are we willing to
be responsible for the
actions and decisions
we will have the
authority to make? Are

*“quality control™ cannot COmm0nly we willing to confront
overnight share responsi- . our own blind spots
bility as a community. Compal'e thelr and see our colleagues.
They must start by . students. and their
setting in place together reStI'uCturlng parents as important

the groundwork on
which future collective
action can occur.

The principal's and
teacher leaders’ first task
is to shift the group's
compact. Three oper-
ating principles form the
foundation of a new
compact to work smarter collectively:

1. Responsibility and authority go
hand in hand:

2. Children and aduits learn best in
trusting communities in which every
person is both a learner and a resource
for learning: and

3. All adult members of the school
staff care for the institution and
community as a whole as well as for
their primary roles in it.

These principles make good intu-
itive sense, and decades of experience
in schools and other group settings
support them (Rost 1991, Sergiovanni
1992). As a staff considers taking
responsibility for all five phases of its
own progress. leaders must first help it
assess cach member’s understanding
of and commitment to these princi-
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efforts to
“rebuilding a
747 while it’s
in the air.”

resources for our
leaming? Are we
willing to set aside
what might be best for
me or for “my”
students to build some-
thing better for the
entire school?

Leaders Who Work Smarter

If principals and teacher leaders are to
help staff make these significant shifts,
they, too. face personal and profes-
sional challenges. They must ask:

Am I willing to cede both authority
and responsibility to others? Am |
willing to reveal my blind spots. to
appear unknowledgeable and vulner-
able? Am | able to trust the group to
accept responsibility and to exercise
power? Am | capable of sharing infor-
mation about the many aspects of

the school that the staff needs to know
in order to understand and make
effective decisions?

Until these questions are answered
in the affirmative and acted upon by
the leaders. working smarter together
cannot succeed. Not only must leaders

OCI08IR 1993 m
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The Loader's Role in the Cycle of Pregress

Working “Longer
Phase sf Cycle and Tougher” Werking Smarter
Criticism Accsept blame and move Listen and ask for evidence.

rapidly to fix the problem.

Self-Examination
target the culprits.

Shoulder the responsibility;

Assemble those responsible
and ask them to identify the
successes and the prob-

“drive" the teams.

lems.

Goal Setting Cover all fronts; assign Identify goals that can be
“task forces" to repair the achieved by those available
problem. to achieve them.

New Efforts L.ead the charge (all of Facilitate frequent and open

them!). Set deadiines and

monitoring and adjustment
(do not usurp authority or
responsibility).

Consolidation Convince the rest

hope it lasts.

to adopt the change;

Celebrate; continuously
monitor, and when appro-
priate, ask: What will we
tackle next?

facilitate public commitment to these
principles initially. but they must also
find ways to revisit them as the group
moves along. Commitment to the ideal
of working together requires constant
attention and discussion. How the
principal and teacher leaders respond
to each phase of the cycle of progress
can spell the difference between
success and failure for the whole staff.

Figure 2 describes some strategies
for leading a “smarter working staff
and contrasts them with commonly
observed *“‘harder and tougher™ work
strategies. Each is keyed to a phase of
the cycle of progress and can be used
by principals and others as a device
for monitoring how they are func-
tioning. Each of the “working
smarter” strategies directs the leader
back to the three operating principles.
To work stnarter. a leader:

& Faces criticism: The leader listens
and asks for evidence in the face of
criticism. placing responsibility on the
critic for specifying problems and
helping to resolve them. Defensive-
ness and blaming are avoided. and
trust grows.

a Welcomes self-examination: The
leader involves the responsible players
in examining teacher practices and
student outcomes. Stewardship for the
institution grows. and discord is mini-
mized.

m EOLCATIONAL LEADERSHIP

| Sets achievable goals: The leader
helps the staff to meet the challenges
of seif-improvement by celebrating
strengths and setting achievable goals.
Assuring a proper balance between
seeking improvement and depleting
available resources fends off
defeatism.

& Nurtures new efforts: The leader
involves the entire staff in imple-
menting a change or monitoring its
progress, building collective steward-
ship. and minimizing disintegration at
this crucial point when new efforts
require changes in everyone’s work
patterns and resource distribution.

& Monitors and celebrates: The
leader celebrates staff and student
successes and acknowledges the many
adjustments necessary in school
improvement. The leader enables the
staff as a group to acknowledge what
works and what needs to be tackled
next. The disenchantment with change
that schools often experience is offset
by a sense of collective efficacy.

Leaders play essential roles in
developing collaborative cultures that
“lie within the control of those who
participate in them. [where] teachers
and members together make their own
schools™ (Nias. quoted in Fullan and
Hargreaves 1991). In a culture where
all staff members work smarter
together. each leader—including the
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principal—must ask: What is the
balance between my productivity and
the depletion of my own resources?

In the mid-1990s, the dangers of
depleted resources will not diminish
for school staffs and leaders. Physical
and human resources will continue in
short supply: good will and optimism,
worn down by a decade of diverse
reforms, may be hard to come by. If
school staffs are to build on the
progress they have begun. working
smarter together will be more impor-
tant than ever. They will need to know
where their efforts are paying off and
whether their resources will permit
them to sustain those efforts. Most
school staffs have the capacity for
such collective reflection and action.
Leaders in both administrative and
teacher ranks must redefine their
purposes and relationships to tap and
build on this capacity. ®
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Creating effective schools today and tomorrow

We can’t use yesterday’s standards anymore

Creating effective schools
today and tomorrow

Lawrence W. Lezotte — Effective Schools Products, Ltd.

The solution to a problem is determined in large measure by how the problem itself is

framed. What our society will accept as evidence of positive school reform depends

on what we believe to be the problem with today’s schools.

Thus. to understand the issues and challenges
associated with creating more effective schools
for today and tomorrow we must first ask the
question, “Why do schools need to reform?”

We must consider that question because, by most
of yesterday's standards, schools are actually
doing a better job than they ever have. However,
they're doing a pretty good job of preparing our
young people for a world that no longer exists!
But education is about the future and about
empowering our young people to live meaningful
and productive lives in that future.

Why do schools need to change?

Basically, schools need to change for three rea-
sons:

I. They need to change because our society is
changing in so many ways.

2. They need to change because the nation’s
expectations for the schools have changed.

3. Schools need to change because the popula-
tion of public schools is changing dramatically.

Our changing society... The most dramatic
change we are experiencing is the transformation
from an industrial society to a high-tech, informa-
tion society. This change alone requires schools
to alter the structure of the classroom toward a
more democratic, team—oriented learning envi-
ronment; to incorporate available technology into
the delivery system; and to emphasize higher—
order thinking; to mention just a few of the
reforms that are needed.

Our changed expectations of schools...
During most of the industrial period, it was
expected that the school’s educational outcomes
would form a bell curve. This means that students
were arbitrarily sorted into low, average, and high
achieving categories, with about a quarter of the
students expected not to meet minimum mastery.
But we cannot be satisfied with this bell curve of
outcomes in today’s information age, because the
United States needs more well educated people
for the growing number of high—tech jobs. At the
same time, the number of low-skill and unskilled
jobs are fast disappearing.

Our society cannot compete in world markets
unless we educate more students to a much high-
er level. Fortunately, the knowledge base from
effective schools and effective teaching research,
coupled with what we now know about how
human learning occurs, means that our schools
can meet these higher expectations — if we have
the will to do so.

Our changing population... The demograph-
ics of our nation clearly indicate that our schools
face a two—edged problem. On the one hand,
schools have been more successful in meeting the
educational needs of the children of the middle
class — a group whose numbers are declining
rapidly because of the lower birth rate among the
middle class. On the other hand, the public
schools have never been very successful with the
children of the poor (minority or nonminority),
and this group is growing fast.
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Three strategies to school
improvement

The current reform movement, which began in
the early 1980s, essentially has tried three differ-
ent strategies.

New training in teacher colleges — First, in
response to the call for school reform, colleges
and universities, especially the teacher training
institutions, asked themselves the question,
“What ought to be our role in K~12 educational
reform?” Their primary role has been that of
staffing the enterprise of the public schools, since
every teacher and administrator has to pass suc-
cessfully through the gates of higher education to
receive his/her teaching credentials. This leads to
a major discourse on how to reform pre—service
teacher education. But trying to reform schoois
by restaffing them with new kinds of teachers as
positions become available can only be a
long-term, developmental approach to school
reform,

Top—down mandates for improvement —
The second major approach to school reform of
the 1980s involved top—down state mandates. In
at least 40 of the 50 states, either the governor,
the legislature, the state board of education, or
the state superintendent called for a set of educa-
tional changes and has fired those educational
innovations into their local schools and districts
through a top—down, outside—in, mandates—dri-
ven approach to school reform. The history of
school change is replete with failed attempts to
try to change the schools in an enduring way by
this approach.

Bottom-~up change (one school or district
at a time) — The third major approach to
school improvement involves both district com-
mitment and school-level team building and
action. Throughout the United States, educators
in a large and growing number of schools are ask-
ing, “What is the possibility of reforming schools
by going straight to the individual district and the
individual school and using an internal, bottom up,
renewal model (an organizational development
model) that involves planning and implementing
programs of school improvement from inside?”

The effective schools model

The evolution of the effective schools model
{described in the next section) occurred during
the 1970s and 1980s, as effective schools research
demonstrated that the individual school is the
strategic unit for planned change and school

improvement. Initially, effective schools advocates
thought school improvement should focus exclu-
sively on the individual school, largely ignoring the
central office and larger district and community
context. The local board of education and the
central office staff were largely by—passed.

The current model incorporates the school board
and the central office staff in a much more realis-
tic model of how schools and districts operate.
Experience over the last eight years has demon-
strated that leadership, support, collaboration,
and help of the board of education and the cen-
tral office is essential if school change is going to
occur and be sustained over time.

An historical perspective of the effective
schools movement — The story of the effec-
tive schools movement began in July, 1966, with
the publication Equality of Educational Opportunity
by James Coleman and his colleagues. The con-
troversial findings reported in that document
became widely disseminated and debated. This
excerpt from the Coleman study summarizes the
issue of effective schools:

“Schools bring little influence to bear on a child’s
achievement that is independent of his back-
ground and general social context... this very lack
of an independent effect means that the inequality
imposed on children by their home, neighbor-
hood and peer environment ate carried along to
become the inequalities with which they confront
adult life at the end of school. Equality of educa-
tional opportunity implies a strong effect of
schools that is independent of the child’s immedi-
ate social environment, and that strong indepen-
dence is not present in American schools.”

What is an effective school? — part one
Coleman and his colleagues brought into sharp
focus the question of whether student achieve-
ment derives more from the homes from which
children come or the schools to which they are
sent. Because of the centrality of the Coleman
hypothesis, any discussion of school improvement
must begin with the question: “What should we
accept as observable, measurable evidence of
school effectiveness or school improvement?”
The issue of acceptable evidence of school
improvement is addressed in the following con-
ceptual definition of an effective school:

An effective school is one that can demonstrate the
joint presence of quality (acceptably high levels of
achievement) and equity (no differences in the dis-
tribution of that achievement among the major sub-
sets of the student population).
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What's been working? A review of the avail-
able research literature produced several guiding
principles for successful schoo! change. They are:

* The single school must be preserved as the
strategic unit for the planned change.

* Teachers and other members of the school com-
munity must be an integral part of the school
improvement process; principals, though essential
as leaders of change, cannot do it alone.

» School improvement, like any organizational
change. is best approached as a process, not an
event. Such a process approach is more likely to
create a permanent change In the operating cul-
ture of the school that will ac ommodate this
new function called continuaus school improve-
ment.

* The research would be useful In facilitating the
change process, but it would have to include sug-
gestions of practices, policies, and procedures that
could be implemented as a part of the process.

+ Like the original effective schools, these improving
schools must feel that they have a choice in the
matter, and, equally important, they must feel that
they have control over the processes of change.

Many processes launched themselves —
With these guiding principles, the task of creating
school plans to take the school from its current
level of functioning toward the vision of effective-
ness as represented in the research was under-
taken. Literally hundreds of schools launched
their effective schools processes. Some did it with
help from the outside; some chose to proceed on
their own. Some followed the guidelines of the
lessons that had been learned, even without
knowing the research per se; others chose to try
to implement change and ignore what the
research on successful change has reported.

Lessons learned — As a result of the diversity
in approaches, we can say that effective schools
research worked for some and not for others.
Fortunately, it has worked for enough schools so
that a growing number can proudly claim that
they have the results to prove more of their stu-
dents are learning, and learning at a higher level.
These schools fee! empowered to commit their
professional energies to the proposition that even
more students can and will learn in their schools
in the future.
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These criteria must be operationalized at both
the state and local level and be demonstrated in
outcome terms, reflective of the school’s learning
mission.

Are there any doubts? Criticisms of effective
schools research have been many and pointed,
but one fact remains incontestable: Some schools
are able to achieve these extraordinary results.
As long as one such school exists, the effective
schools debate is not a discussion of theory but a
discussion of commitment and political will.

What is an effective school? — part two
During the second major period of the effective
schools movement, the attention of researchers
turned toward the internal descriptions of these
effective schools. During this period, researchers
sought to answer the following general question:
“In what ways do effective schools differ from
their less effective counterparts?”

Five effective school factors... Certain char-
acteristics seemed to describe how these schools
were able to maintain their exceptional status.
These descriptions began to appear in the profes-
sional literature. Five factors were described in
1979 by Edmonds in his early research:

I. The principal's leadership and attention to the
quality of instruction

2. A pervasive and broadly understood instruc-
tional focus

3. An orderly, safe climate conducive to teaching
and learning

4. Teacher behaviors that convey the expectation
that all students will obtain at ieast minimum
mastery

S. The use of measures of pupil achievement as
the basis for program evaluation

More recent studies have described additional
factors, which sought to make the original
Edmonds’ factors more explicit and more opera-
tional. Recent studies have also taken the charac-
teristics of the effective school to the secondary
level.

In addition, the researchers have now document-
ed the existence of the correlates in other
schools in addition to those that primarily serve
economically poor and minority student popula-
tions. Finally, the research has been expanded to
include studies in other countries, particularly
Great Britain.

What does the research say to us now?
First, schools where students master the intended
curriculum do share a describable list of institu-
tional and organizational variables that seem to
coexist with school effectiveness. Second, these
core factors seem to be robust in that they have
endured across the various studies. Third, the
effective school can, and generally does, stand
alone, even among its counterparts in the same
local school district.

One school at a time can work... The major impli-
cation of those studies is that the institutional and
organizational mechanisms that coexist with effec-
tiveness can be attained by individual schools, one
school at a time. This suggests that effective
schooling is within the grasp of the teachers and
administrators who make up the teaching com-
munity of the individual school.

As school practitioners began to discover that the
effective schoo! could be characterized by a rela-
tively short list of alterable school variables, some
educators began to see new possibilities for their
schools. Their reasoning seemed to proceed
along the following lines:

If these individual schools had the wherewithal to
make their schools effective, as suggested by the
original effective schools descriptions, then individ-
ual schools ought to accept the responsibility for
doing so.

Knowing what is effective isn’t enough...
Unfortunately, the original research provided lit-
tle guidance as to how the effective schools
became effective. In the more common language
of the 1980s, the effective schools research pro-
vided a vision of a more desirabie place for
schools to be but gave little insight as to how best
to make the journey to that place.

Progress; even though there was no
roadmap... In spite of this major shortcoming,
the effective schools movement survived and
flourished. The survival seems to have depended
heavily on the implementation strategies used by
schools.

The following overview focuses on the processes
used by Edmonds and Lezotte as they responded
to the numerous invitations to work with schools.
Their experience was repeated by many other
facilitators of effective schools research, with
some variations in the processes.
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Two major prerequisites... Two major con-
clusions can be drawn from the lessons from this
period of the effective schools movement.

I. While researchers do not have all of the
answers, the literature on successful change
clearly establishes that some strategies of
planned change do indeed work better than
others.

2. The process of school improvement based on
the effective schools research takes time,
involvement, and commitment.

Whenever one tries to gloss over any one of
these essential prerequisites, the results are soon
diminished. Clearly, when effective schools
processes are followed appropriately, school
improvement results. However, when effective
schools processes are not implemented properly,
they fail to produce more effective schools.

Eventually the larger system has to change
too... More recent experience indicates that
schools can indeed change but to sustain the
improvement over the long haul, the local school
district has to change as well. There are two
important challenges in the district planning
process.

|. The plan must address the necessary changes in
district-level policies and programs to ensure
that school-level change can occur.

2. The plan must not go so far as to mandate
what each schoof must do in its improvement
plan.

District level challenges... The first set of
challen es, when handled successfully by the dis-
trict planning group, gives guidance, direction, and
provides the human and financial resources to the
school-level improvement process. However, if
this plan goes too far, the sense of ownership and
empowerment leading to the essential commit-
rnent at the school level gets lost. Early efforts at
implementing effective schools produced an
expanded list of individual schools that benefit
from these efforts. But as each preceding phase
builds upon and adds to what has gone before,
the fundamental belief that all students can and
will learn is reinforced.

Nine strategic assumptions about
the future of education

Like any vision of an alternative and, it is hoped, a
better future state, the effective schools process
makes assumptions about schools of the future.

When taken together, these assumptions describe
the changes occurring in the districts that are cur-
rently planning or implementing an effective
schools process.

When these assumptions {described below) are
transformed into reality they change the culture of
the local school and district. Cultural change
takes time, tends to occur in a million little
actions, and is clearly incremental. Building on
these notions, school improvement can be
described as an endless succession of incremental
adjustments.

I. In the future, even more than in the past, all
schools will be expected to focus on leaming for
all as their pnmary mission.

Throughout history, the public school has been
expected to serve the needs of scciety. Today's
public schools are expected to successfully fulfill
three basic missions:

* The school is expectec. 2 serve the community
as an institution of custodial care.

* Schools are expected to serve the community as
an institution that sorts and selects stuax ~ts and
prepares them for various roles in a highly
differentiated society.

* Schools are expected to serve the community as
an institution of learning.

Learning first — The effective schools process
asks schools to commit to learning for all as their
primary institutional mission. However, two
major forces seem to be operating to make it dif-
ficult for the local school to maintain a primary
focus on the teaching for learning mission.

Challenge to putting learning first: custodi-
al care is needed... The changing nature of
the American family structure, with more chil-
dren being raised by single parents and the prolif-
eration of the two—parent working families,
means that more and more of the custodial
responsibilicies for child rearing are shifting to the
school.

This would not be a problem in and of itself
except that the demand for additional custodial
services has tended to reach the school well
ahead of the financial and human resources neces-
sary to provide these services. The prospects for
the future are going to be a continuing challenge
to educators, for as far as one can see, the
American public school is caught in a rising tide of
expectations around the custodial mission.
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Challenge to putting learning first: the
public still expects us to sort students...
The seccnd force that distracts the school from
its primary teaching for learning mission is the
demand that schools sort students. The public
has been unwilling to accept schools that teach
all children. In many ways, intended or not, many
of the innovations that have arisen from the
Excellence Movement, such as higher standards and
stricter graduation requirements, are having the
effect of increasing the sorting and selecting func-
tion of the schools.

A struggle over putting learning first is
inevitable... The implications are clear: If
schools commit to the learning for all mission,
that act is tantamount to engagement in a political
struggle against these other powerfui forces. If
schools are going to live up to the American
Dream, they must be prepared to engage in that
political struggle.

2. In the future, even more than in the past. schools
will be held accountable for mzasurable resuits or
outcomes.

We must be accountable — The call for
accountability that has had a major impact on the
public school for the last two decades is largely a
movement that asks schools to be more account-
able for measurable results. At this time, there is
no indication that the pendulum is likely to swing
back in the other direction. In fact, the evidence
suggests a further intensification of the call for
evidence of outcomes.

If we accept this continuing trend as being the
new truth to which schools must respond, then
this important question must be addressed: "For
which outcomes. results. or consequences. should
schools be held accountable?”

The new measure for school success...

Our standard should be: “Did our students learn
what we taught them in our program of curricu-
lum and instruction?” This is the gauntlet of
accountability tivat should be thrown duwn. But if
schools are going to rove toward this standard, a
major change will have to be made in the mea-
sures of school effectiveness.

Schools will have to become less dependent on
standardized, norm—referenced tests of achieve-
ment and, at the same time, increase their use of
curriculum—based, criterion-referenced measures
of pupil mastery.

If schools take seriously the curriculum-based
and criterion-referenced measurement sugges-
tion, teachers and administrators will have a much
broader view of the outcomes of instruction.

3. Educational equity will receve increasing
emphasss. as the number of poor and mincnty
students continues to ncrease in proporuion to the
rest of the population.

Educational equity — One of the principal rea-
sons why the effective schools process is receiv-
ing such favorable attention is that the process
emphasizes educational equity. The client system
is changing, and educational equity in student out-
comes is going to be a major political issue for the
future.

Aggregate measures cloak deficien-
cies... The effective schools process asks
schools to analyze their measured student out-
comes through the process of outcome disaggrega-
tion. That requires going beyond the aggregated
data which simply indicate whether the total stu-
dent population have mastered the essential cur-
riculum but does not reveal whether students
from all socioeconomic levels, different races, and
both genders have achieved mastery.

The disaggregation process seeks to identify the
percentage of students in various subsets who
achieve mastery of the essential learnings at each
grade level by program, course, school, et cetera.

Disaggregation is a pre “tical, hands—on process
that allows a school’s faculty ta answer the two
critical questions: “Effective at what!? Effective for
whom!?” It is a process for finding problen:s. not
for solving them.

Sometimes a school staff is pleasantly surprised
because the results look better than they had
anticipated. More often the staff are disappointed
because the results are worse than they had
feared. Whatever the response, the analysis helps
to stimulate a productive discourse among the
staff about the impact of their program on all
their learners.

4. Decision making will be more decentralized as the
individual school 1s recognized as the production
center of public education and, therefore, the
strategic unit for planned change.

Decentralized decision making — The story
of public education in this century is the story of
increased centralization. Clearly, more and more
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“Empowerment

should not mean
that each teacher,
acting as an individ-
ual, is expected to
behave as if herihis
classroom were a
free standing, one
room schoolhouse.”

of the decision making, both with respect to
expected outcomes as well as prescriptions of
process, have moved further from the individual
classroom and school.

In the private sector, corporate leaders have
begun to act on the belief that the next incre-
ments of increased productivity in their organiza-
tions will only come if decision making is moved
back to the shop floor of the industry. We hope
that public sector organizaticas will quickly see
the virtue in this strategy.

Robert Waterman in his popular book, The
Renewal Factor, says that the people who are in
the best position to improve the organization’s
productivity are the people who currently do the
work of that organization. The keys are involve-
ment and decentralization.

Decentralization requires ‘leadership’ from
the center... Decentralization should not be
interpreted by either the state or local authorities
as an abdication of their responsibility. The legiti-
mate authorities have a duty to clarify and give
direction to the schools. That is, the state and
local authorities have a responsibility to articulate
clearly the goals and priorities of the schools and
what they will accept as evidence of progress
toward those goais. Beyond that, each school unit
should be given as much discretion as is possible
regarding how the available resources will be
deployed to achieve those intended outcomes.

S. Collaboration and staff empowerment must
increase if building level staff are going to become
meaningfully involved in the planning, problem
solving, and evaluation of their schools’ programs.

Empowerment — One of the most popular
terms in the educational community today is
empowerment. Many administrators fear it; many
teachers seem ta want it, while many others
seem to be frightened by it. In the context of this
article and the effective schools process, it is the
indlvidual school which is being empowered —
accepting responsibility for its actions.

The educators who constitute the teaching com-
munity of the school are being encouraged to
take greater responsibility for their collective
actions. Empowerment should not mean that
each teacher, acting as an individual, is expected
to behave as if her/his classroom were a {ree
standing, one room schoolhouse. Rather, the
whole faculty should be empowered to use their

collective knowledge to make collective judg-
ments and take collective actions toward school
improvement.

Challenges to empowerment... In part, the
major problem has been that boards of education
have told school faculty not only what to do, but
how to do it. To empower any group in which
the goals of the group are not clear is really not
an act of empowerment. It is more likely to cre-
ate a milling crowd. It’s desirable for the local
board of education to seek the advice of the pro-
fessional educators before establishing the ends of
education. However, once these are in place, it
becomes the obligation of the school community
to strive to meet these goals.

6. School empowerment processes must emphasize
the utilization of research and descriptions of
effective practices as a major source of input to
school change.

Continuous learning for staff — The effective
schools process starts with the sensible assump-
tion that teachers and administrators are already
doing the best they know to do, given the condi-
tions in which they find themselves. If one accepts
this assumption but still wants to improve the
current outcomes of schooling, then it becomes
clear what must happen. The professional educa-
tors need to add to what they know and proceed
to change the current conditions in which they
work.

New knowledge for teachers can be found both
in research, and in case descriptions of practices
that have proven effective elsewhere. In order to
assure that the best available practices are known
to all, the local district needs to invest resources
in staff deveiopment and continuing education to
be sure that their professional community oper-
ates from a state—of—the—art knowledge base.

Make no mistake, research and knowledge of best
available practices do not provide all the answers.
Much remains to be done, but research tells us
that some things do tend to work better than
others, and it thereby identifies places to begin
the improvement journey.

7. Technology must be used to accelerate the rate
of feedback currently available in instructional
monitoring systems used by teachers and
administrators.

Just-in—time feedback to support re~teach-
ing — One of the major shortcomings prevalent
in schools today is the absence of re—teaching.
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Here, re—teaching is meant to include a wide When this research is coupled with much of the
range of strategies that the teacher can use when  contemporary research in the general area of
some of the students in the class have not mas- leadership, it seems clear and compelling to think
tered an essential concept or skill after the initial  that our local school and district leaders need
instruction by the teacher. both knowledge and demonstrated skills in man-
Re~-teaching prerequisites... To effectively aging a vision—driven organization.
and efficiently use the powerful concept of The implications that can be drawn from this
re-teaching, three conditions must exist research are far-reaching, indeed. Local districts
" 1. The school mission and core values must cre. 1€ 80ing to have to accept more responsibiiity
ate the expectation that the first obligation of ffr in—service training of a.dmmlsmtor:s: )
the teacher is to assure mastery of the intend- Currently, the opportunities for practicing admin-
ed curriculum. istrators to involve themselves in-academy pro-
2. Teachers need to feel empowered to use time grams are increasing rapidly, and organizationa!.
o ) encouragement and support must be forthcoming
and other institutional strategies (e.g. regroup- as well
ing) to be sure that each student has ample )
opportunity to leam for mastery. One suggestion that seems to be working well for
3. Teachers need timely feedback on student per- ~ many focal districts is to offer prospective admin-
formance so they know who to move forward, istrators pre—leadership training opportunities.
who to re-teach and what re-teaching areas Such experiences will allow the prospective
demand special emphasis. administrators to develop skills and also provide
. - the opportunity for the candidate to be observed
I:(;'sotgo; ﬂ:ii::,ﬁﬁ;::; t:‘h:s:;i:;;?r; tech- i real-world settings. Such programs should be
" able to reduce the number of misplaced adminis-
Technology now exists, and is in operation in trators in the future.
some p}aces, that permits t?\e teacher to receive 9. By emphasizing student outcomes, schools will be
nearl)j instantaneous analysis of su'xdent work.. able to loosen the prescriptions of process, thus
Why is this so crucial to re-teaching? If there is leading to fundamental school restructuring.
one strategy of learning that is undervalued and \ .
underutilized by the typical school today it is Restructuring — If empowerment is one of the
re-teaching to assure student mastery. most popular terms in education today, school
. ] restructuring is the other. Scholars have spoken
8. School administrators will be expected to about the need for significant change in the cur-
demonstrate skills both as efficient managers rent school organization, role definitions, and
and effective visionary leaders. administrative procedures as both desirable and
Leadership — One of the strong messages that  even necessary prerequisites for lasting school
comes from the effective schools research is the  improvement. Little disagreement exists that cer-
critical role that leadership plays in initiating and tain aspects of current school culture make it dif-
sustaining the processes of school improvement.  ficult to serve students effectively.
i Niine strategic assumptions about the future of education
1. in the future, even more than in the past. alf scnools wili be expectec 6. School empowerment processes must emphasize the utirzation of
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