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PREFACE

Today, nobodv would seriously sontest the reality that
the school is a focal point for social change. Of course,
scho»sls cannot of themselves chang~ society in any absolute
sense: they cannot create egquality in unequal societies, nor
can they create order where lawlessness has become pervasive.,

Yet they become involved in all significant social changes for
the simple reason that the social espirations of adults are
transmitted as if by lightening to the institutions where their
children learn.

But how should the schools become involved in the process
of social change? Should they become the "agents of innovation”,
the final link in the implementation chain between & national
rerorm and its application in the classroom? Or should the class-
room be the inventor of educational changes which make their way
into the system?

There are many different answers given to these questions
ia the OFCD countries, in accordance with their different
historical traditions and political realities. Yet ail would
recognise that, in democratic societies, the school has to
respond in a creative way to the pressures of society. It should
not passively adopt all available or proposed innovations - nor
should it claim the privilege of acting as an entirely autonomous
force for social change. But how can this balance between social
responsibility ard internal creativity, between the stabilising
forces of tradition and the mobilising forces of change, be
struck? How can public authorities help to ievclop the conditlons
in which the schools can develop such a role? What are the
internal organisational arrangements that will permit the school
tv play it? These are the questions to which the CERI Project on
Creativity of the School is trying to find answers.

The purpese of the meeting in Fstoril, which was organised
in co-operatiun with the Portuguese authorities, was to establish
the framework for the project, to agree on priorities for furth.r



study, and to enable the Member countries of the OECD to identify
the contributions they could make and the benefits to be derived.
The heavy involvement of many OECD countries in the subsequent
stages of the project testifies to thLa success of the Estoril
discursions. The following major issues affecting the creativity
of the school are now the subject of intensive work by & number
of national teams on their home grounds:
(1) orgenisation and relationships within the school
(11) incentive systems for teachers
(111) allocation of financial resources to the school
(iv) role of the inspectorate
(v) regional and local professional support to the school.
The CERI Secretariat is contiiiuously bringing together
the results of these studies so as to produce a final policy
report on the Creativity of the School. The present Report,
which sets out the problems and the approaches for dealing with
them, is a first contridbution.

J.R. GASS
Director
Centre for Educational Research
and Innovat.ion



EDITORIAL NOTE

In presenting this report, acknowledgement is made
of the key role performed by the Secretariat of CERL who
guided the development of the theme throughout with insight
and officiency. The authors of the papers presented here,
the authors of the ten national papers, the chairman of the
discussion greups during the Workshop and, indeed, all the
participants Irom Member countries, have helped greatly in
clarifying the issues in this approach to innovation. The
genercus and friendly hospitality of the Portuguese authori-~
ties during the Workshop also made an important contribution
to the successful outcome of the work.

JOHN NISBET
Rapporteur



I. INFLUENCES ON CREATIVITY OF THE SCHOOL
Analysis and Taxonomy of the Principal Factors .
by

Rien van Gendt
Centre for Educational Research and Innovation, OECD

There seems to be a common assumption in most Western
societies that the educational system must move deliberately
away from being ~ custodian of stability towards ths promotion of
social change, cultural development and economic prosress -~ or at
least it should be an important component in such & process. In
thig context, the culture-transcending role of the school has
begun to displace its culture-transaitting function. Partly as a
consequence of this, the last decade has been a peiiod of
ubiquitous innovative activity in the educational system. 1In
short, innovation was (and still is) "en vogue".

However; looking at actual developments in Member countries
one observes that, despite much talk about innovation, schools
are somehow incapable of reacting effectively %o the challenge it
offers. Sometimes &n initial movement in a desired direction has
been cut down to a trivial exercise by constraining factors.
Sometimes new practices have been adopted without adequate
- diagnosis of their effectiveness in the functions to be performed.
Sometimes change 38 generated by an individual teacher but never
takes root in the school as & whole and so perishes with the
originator.

Hence this axiom should be kept to the forefront in any
consideration of the problem: innovation has & reality only in
the context of goals or aspirations of those involved in the
system. It should be purposeful and not a discontinuous event.
Nothing is inherently gsod or valuable in innovation. Change is
not good in itself and one should not jump on the bandwagon of
innovation without first approving of the uirection in which it
is going.



(

The topic to be considered is the ability of the school to
adopt, adapt, generate or reject new practices whether they are
initiated from outside or generated internally, The majlor purpose
of our analysis will be to improve this ability and so to
strengthen the problem-solving capacity of the school.

STRENGTHENING THE CREATIVITY OF THE SCHOOL

An important underlying assumption of our analysis is that
schools could be more actively involved in the process of innova-
tion. TIf they are viewed mera2ly as passive elements in & national
"innovation policy", then the effectiveness of such a policy will
be doubtful. Imposition of innovation from without often creates
strains and confusion inside and may well bring the school to
respond in a way that is inimical to the institutionalisation of
the change proposed, Thus, the formal adoption of new practices
at some higher administrative level does not necessarily imply
their actual use in the schools. This is not say, however, that
there is no potential problem-solving capacity among the
professional staff in a good many schools in most countries.
There certainly is, and if this were taken into account when
schemes for improvement were being planned (both by bdbringing such
staff into consultation and allowing them some discretior as to
the means of implementation in their own schools) there would be
much greater likelihood of innovation successfully permeating the
whole systemn.

But here we must make an important reservation. The true
test of successful innovation is the extent to which it take: root
in, and pervades, the school as a whole - not the performance of
individual teachers in the relative isolation of their own :lesses.
Hitherto the teacher has been regarded as the most importeut factor
in the innovation process and much attention has been paid to his
individual development, first to modify his own behaviour and then
to trigger off a multiplier process among his colleagues. This
has fostered a myopic concentration on single roles in teaching
anc screened out other factors of equal importance such as internal
relationships, authority structures and the extent of the school's
own discretion in dealing with such matters as finance and material
resources., Our contention here is that in the present analysis of
problem~solving capacity the smallest organic unit that srould be
considered is the school - not the individual tescher or his class.

- 10 -




1a focusing thus on the school, however, we must not in
our turn be myopie, Externanl relationeiips are just as important
as internal ones and our approach must take proper account of the
administrative system at local, regional and nationnl level,
outside professional support structures and other relevant
influences in the school's environment.

No doubt participants in the Workshop will be considering
the short-tcrm implications of introducing specific innovations or
up=-dating the school in terms of its funciions and performance.
The main issue, however, 48 how to build a oapacity to reaspond o new
practices and situations into the school and to ensure thot it
remains alive. In the present context, improving the school's
problem-solving capacity to deal with change is gynonymous with
strengthening the creativity of the school ~ tcreativity' referring
to its own ability to deal with new practices{1). This does not
necessarily mean that the school is the rreator of innovation nut
that it has the potential to adopt, adapt, gonarate or reject it.
Nor should we be concerned solely with the school's problem-solving
capacity in isolation; its reclationships to th2 administrative
and other forces in the environment .. equally important. Indsed,
the croativity of a school is inevitably bound up with the creativity
of the system within which it works.

SOME CHARACTERISTICS OF THE EDUCATIONAL SYSTEM
AND THE CREATIVITY OF THE SCHOOI.

Analysing the concept of creativity calls f~r a multiple-
factor approach, for there are many things that may inhibit or
encourage tha problem-solving capacity of a schosl., Examples are
the attitude ¢f an individual %eacher, the iatoimal organisation,

(1) Although we are not prcsently concerned with the creativity of
the individual pupil as a dimension of his vernonal Jevelopment,
the concept of croativity as defined above mighi have a certain
impact on this., It ig possible that some relationschip between
the two may emerge at a later stage in th.3 general enquiry.

- 11 -



the allocatior. of its financial resources or its administrative
relationships with the local education authority. Such factors

: must be considered within the context of a specific national
situation, and in relation to the characteristics of the system
wnder consideration and, especially, to the characteristics of
the innovation itself, Characteristics that are particularly
important relate tos

(a) the way educational tasks are structured within
the eiliocol; and

(») the administrative structure of the country's
educational system.

In the matter of (a), the factors affecting the creativity
of the school have to be examined in relation to the present and
changing objectives and functions of the national educational
system. In operational terms, this means that they should be seen
in relation to the way educational tasks are structured in terms
of curriculum content, pedagogy and pupil assessment.

There seems to be a relationship between the perception of
educational tasks and the structuring of the various factors.
Por instance, the way in which the subject matter to be taught is
struc sured as a task (e.ge multicisciplinarity) together with the
criteria ostablished for performance evaluation might determine
the possible relationships between teachers and pupils, and might
influence the nature of teacher~training and in-service training.
The relction between different subjects might determine the
relationships between teachers. The extent to which the school
is involved in the construction of learning material might influence
the nature of outside supporiing structures.

The grneral administrative structure of a country referred
to in (b) is imﬁortant in releotion to its degree of (de)centrali-
sation - that is the discretion and accountability delegated to
the various functional levels. The structure of the educational
sy:'tem varies from one country to another and in consequence the
diccretion and accountability of schools will vary also, Some
courtries favour the adoption and adaptation of new practices that
have been developed outside the school; others encourage the
generation and institutionalisation of innovations from within.
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Although it is important at a certain stage to relate the
analysis of factors such as the attitude of teachers and the
provision of professional support to a specific national situation,
it is equally useful to consider them in a more general way,
independently of any specific system.

FACTORS AFPECTING THE CREATIVITY OF THE SCHOOL

Many factors have an effect on the creativity of a school,
the principal being:

1. The financial resources allocated to it.

2. Pre=gervice training of teachers, headmasters
and administrators.

3. In-service training of teachers, headmasters
and administrators,

4. The employment conditions of school staff
(esgs possibilities of promotion or transfer).

5 Adequacy of staff skills.

6. Efficacy in the appointment and evaluation of staff.,
7. Provision of capital equipment.

8. Provision of professional support to the school.

9, 7Provision of learning materials; the relation with
producers and the selection and purchase of teaching
aidse

10. Relations between the school and its administering
authorities.

11. Relations between the school and other influential
outside bodies or individuals.

12, Attitudes of staff towards innovation and their
capability of putting it into practice,

13+ Social orgenisation within the school.

14, Authority relationships and decision-making processes
within the school,.

15, The expectations of individual parents, employers and
other citizens with a concern for educatione
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To propose a single modsl for structuring these warious
factors and their relationships -~ & mega-solution for all
countries - is impossible on account of the multiplicity of
variation in local characteristics. All that can be done is to
create something appropriate to a specific national context at
& kmompoint in time.

In addressing ourselves to the problem as a whole, a
systems approach is felt to be useful - the school being regarded
as a sub-system of its sociological/economic environment and all
factors (internal and external) affecting its creativity being
subject to separate analysis, either singly or in clusters. To
g€ive one example: powers exercised by a number of heterogenous
bodies outside the school (central and local government,
professional institutions, examining bodies, teachers’ associations,
parents, and so on) undoubtedly have a strong influence on the
selection and organisation of curriculum content; whatever then
nay be decided will, in turn, have important consequences vis-3-vis
power relationships within the school.

As we have seen, factors affecting creativity of the school
are numerous., It becomes necessary, therefore, to group them in
clusters if they are to be readily hamdled in our analysis. This
presupposed selection of a suitabie taxonomic basis and relative
proximity between factors is proposed for the purpose. This
enables grouping in five clusters where the factors are respectively
inherent in:

(i) the administrative relationships between the school
and outside institutions;

(ii) +the organisation and relationships within the school;
(iii) professional support to the school from outside;

(iv) 1interventions for strengthening the school’s
creativity (e.g. in-service training and Organisation
Development in the sense of Schmuck's definitiom;)

(v) the influences of the school's environment.

- 14-



THE INTERDEPENDENCE BETWEEN FACTORS

These five clusters can be visualised as five intersecting
circles. This does not prevent separate analysis of a single
factor or a single cluster of factors; but it should be appreci-
ated that, while this might point to the desirability of restruc-
turing one or more of the constituent factors, such action would
not be justified as a means for strengthening the problem-solving
capacity of the school until its influence upon all other factors
or clusters had been confirmed as beneficial or, at least, innocuous.

As an illustration let us consider the relation between the
school and the outside adminisirative and non-administrative
institutions. The two following situations should be regarded as
extremes of a continuum, In the first a school has considerable
discretion, for instance to transfer items from one account to
enother (i.e. virement) or to allow its teachers freedom to plan
their own activities., This, however, does not necessarily render
the school eagerly receptive to new ideas or practices, Various
internal factors might stand in the way; for example, negative
attitude on the part of a staff reluctant to change established
patterns, the sheer weight of the extris work load, the lack of time,
inability to take proper advantage of the freedom provided or the
lack of outside professional support. In the second situation, a
school might be intrinsically very resonant to innovation so far as
its intermal structure and the attitudes and capabilities of staff
are concerned, while outside influences (local authorities, school
boards, examiners or parents) put a dampener on creative experimen-
tations In both these cases it will be difficult to ensure that
an innovative approach becomes absorbed into the school's character
without danger of "tissue rejection" at some later date,

CONCLUSIONS

Measures for improving a school's capacity for problem-
solving (and by extension, its receptivity to innovation - accepting,
adapting, or designedly recjecting) must be nanceived in a lmowledge
of all factors influencing its orgonisation and its conduct. Hitherto
the tendency has been to concentrate upon internal factors to the
neglect of those impinging from outside. This should be remedied by
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the adoption of an overall approach. In total, however, these
factors are so numerous and diverse that a system of classifi-
cation must be devised before they can be properly analysed and
their inter-relationships understood, Such a system is here
proposed, the factors being grouped as appropriate into five
categories or "clusters" each of which represents an area
(administrative, sociological, economic, professional or personal)
from which important influences are exerted on the school - both
within and without.

While it is hoped that this system will facilitate study
of the problem - no%i least by instilling a sensec of realism -~ the
diversity of educational systems between countries is such that
no model with universal application can be expected to result. In
the ultimcte, each country will have to work on its own solution
in terms of the policics and practices prevailing and for a given
noment in time.
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II. STRENGTHENING THE CREATIVITY OF THE SCHOOL
by

John Nisbet
Professor of Education, University of Aberdeen

INTRODUCTION AND SUMMARY

The previous paper has set out the general considerations
in our approach to the topic of "Creativity of the School", and
the four papers which follow review the problem in detail from
different angles -~ the administrative relationship between the
school and outside institutions, the internsl organisation of the
school, professional support to the school and intervention for
strengthening the school’s creativity. This paper is intended as
a bridge between thc goneral and the specific approaches, and it
aims also to provide an overall review of the topie. Certain
points require elaboration if the problem is to be seen in its
proper perspective, 'that is implied in our use of the term
"ereativity"? Why do we take the school as a basic unit in the
response of the educational system to the challenge of change?

The paper also reviews briefly the considerations thet apply in
each of the four specific areas considered in the subsequent papers
and notes the interactions of these different factors affecting
the creativity of the school. The paper concludes by raising some
further issues that crise from the discussion so far and points

the way ahead in the development of the OECD/CERI project,
"Creativity of the School".

THE DEFINITION OF CREATIVITY

Those who are directly and personally confronted with
day-to-day problems in teaching and in the administration of
education are often impatient of general abstract discussion of
concepts such as the creativity of the school. But the pressure
of urgent practical problems has the ofizct of narrowing our
vision so that we fall to sece these probvlems in perspective, and
we tackle each problem separately and inldependently, neglecting

-17-



the more gomeral problem of developing the adaptive capacity
the educaticnal system as a whole, or of the schools as units ..
that system. We are too busy fire~fighting to Le able to stand
back and see clearly what should be done in the longer term.

In a society that is static and where there is no need for
change, the task of administration, both at the national level and
within the school, can be interpreted as minimising the disrupting
effects of unforeseen events, and ensuring that institutions
function smoothly and efficiently. But in a period of fundamental
change, such as we seem to be experiencing at present, the tatk
of administration is mucth more dif{ficult. It is tempting for the
administrator to react in one of two ways, both of which are
esgentially inadequatet either to resist chang2 and strive to
maintain stability in terms of established valuss and procedures;
or, at the opposite extreme, to accept the need for change and to
strive to promote reforms as radically and as quickly as possible.
Most of us tend to talke up o position somevhere between these two
extrcmes of stubborn resistance to change and acceptance of change.
However, the implication of the phrase, "creativity of the school®,
is that the solution is not to be found merely in an intermediate
position on this dimension between resistance and acceptanco.

The term “creativity" introduces a new dimension, implying a
selective and discriminating response to change. It also involves
the more positive role of initiating appropriate changes within
the school.

Thus, "creoativity of the school" is defined as its capacity
to adopt, adapt, generate or reject innovations. On this inter-
pretation, the effective development of innovation requires a
stirengthening of this capacity in the schools; and the first
step is to identify the factors that will improve the capacity
of schools to adopt innovations or to adapt them to suit their
special circumstances, to generate new ideas and approaches, and
to resist or reject those changes that are in conflict with their
aims or are wisuited to their conditions of working. "Creative"
is therefore not to be interpreted 23 limited to meanings such
as "inventive, original, divergent”: on this definition, a school
may te creative also in adapting or even in rejecting innovations.
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Thus, thr term "creativity" is being used to indicate something
more than just innova*ion and initiative in reform of the

" educational systeme It implios a flexibility of approach which
has three elements: confronting problems, responding to problems
and evaluating tre response, to problems, If schools can develop
the capacity to Go these three things as relatively autonomous
units, the system as ¢ whole may develnp dynamically, in that
each step a school takes towards gieater flexibility improves its
confidence in taking the next step, thus increasing step by step
the prodlem-solving capaciiy vf the system. The point at issue,
therefore, is not just u matter of ‘mproving the receptivity of
schools to planned innuvation from a central authority: it is
assumed that we want to improve the capacity of the school itself
to deal with innovation.

THE SCHOOL AS THE UNIT OF ANALYSIS

As stated in the previous paper, the school is taken as
the smallest appropriate unit for analysis. iIn the paver that
follows, it is arsued (within the English educational system)
that the school is the “prime institution” becuuse of its wide
discretion in determining the content and organisation of teaching
end learninge The idea of strengthening the croativity of the
school is based on the assumption that the school as an institution
has a key role to play in the response to change.

This assumption may be challenged from two quite separate
positions. First, those who adhere to the "great man" theory of
history may arpgue that the individual headmaster or teacher is
the wnit with which we should bYe concerned, and not the school:
the institution is the lengthened shadow of & man. A school
cannot be creative, they argue: it is the individual
who is creative, and the school can only adopt the ideas
of individuals. But as Hovle points out (in a paper to
be published in a subsequent volume), to focus on the school
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".oe 18 not to deny the significance of the creative
individual., Creative teuchers and headteachers have been
very important in the development of educational innova-
tion +eess They have been the propheus, the pathfinders

- and often the rebels, who have caused educational
institutions to take a look at thomsulves, But education
is a shared enterprise, and even the rebels have had to
persuade colleagues to adopt t'.eir proposals .... It is
the qualisy of the school as un institution which is the
important fac.or since perhaps the majority of educntional
inncvationc involve groups of teachers, if act elitire
schools,”

The scheool is the agency that provides the "multiplier effect",
since the individual alone camnot trigger this effeci., iIndividual
efforts at inrovation tend to fade out on thr withdraval of the
individual, iloreover, the effective implementation of inncvation
often involves a co-operative style of working in conflict with
tho “rrivate"style which is the normal expectation of the teacher,
The creative teacher is often the divergent personality who likes
to worlk on his own, and his achievements perish with him or, at
bect, are limifed only to those.pupils whom he teaches, The
creative school must somehow release these talents (or, sometimes,
restrain or redirect them) so that they are shared with colleagues
and nade available more widely.

At the opposite extreme, others may argue that the school
is inevitably a reflection of the whole social structure of a
community, and that it cannot aspire to break this dependency.
Adnittedly, most pressures for change come from outside the achool.
3ut innovations that are thrust on the school fail to talte root
if they are merely a pressure from outside and do not link up with
any problem recogniced by those within tite school. An example of
this is to be found in Bari.er Lunn's{1) study of streaning in
nglish primary schools: in schools where 3treaming had been
abolished, those teachers who believed in sireaning tended to

(1) Lunn, 5.2. 3arker, GStrearing in <he Primary School,
Slougcn, .Fii, 1570,
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continue to teach in the same way, and the performance of the
children in their classes resembled those in streamed classes
rather than thogse in unstreamed clasres. Or, more simply, the
innovation is merely forgotten and dies after the initial period
of novelty, as in many cases of the introduction of programmed
learning in schools.

Not all innovation has its origin outside the school: in
some cases, we may look to the school to generate its own
solutions to problemc, and this poscibility is provided for in
our definition of creativity, In other cases, where schools
adopt or adapt (or reject) innovations, it is clear thut discussion
only makes gensc when one looks at a "school system", that is, a
complex of schools with the administrative and professional support
which is an imporitant source of funds, initiative and expertise.
Within this setting +the school is an appropriate operational
focus for our discussion. Possibly, in the future, we may have to
consider a wider wnit than the school, if “here is a move tovards
an integration of schools in community units, and a dlurring of
the boundaries between the school and other cultural agencies,
such as libraries, arts centres, sports complexes and television.
At present, however, it is important to strengthen the crentivity
of the school, to develop its capacity <o adopt, adapt, generate
and reject innovation. For only in this woy can innovation be
tailored to fit local conditions and existing facilities. In the
past forty years one of the achicvements of educativnal psychol-
ogy has besn to demonstrate the importanee of individual differ-
ences among children: by taking account ~f these differences,
and involving the children actively in their ovm education, we
are better able to promote their growih and development. The
argutient here is analogous in that it extends tais form of
reasoning to institutions instead of children: we need to recog-
nise the variety of individunl differences among schoolsg, and by
appropriate means to foster their capacity $o promote their own
crowth,
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PACTOItS AFFECTING THE CREATIVITY OF THE SCHOOL

What, then, are the appropriate means of strengthening the
creativity of the school? The previous paper hu:s identified a
number of influential factors and has grouped these in $ive
clusters:

(1) the administrative relationships between the
school and outgide institutions;

(i1) the organisation and relatioaships
within the school;

(iii) the professional support to the schoolj;

(iv) the interventions for strengthening the school's
creativity (.eg. in-gervice training and
organisational development);

(v) the influence of the schoolts environmont,

The first four categories are discusgsed in deteil in the papers
t+nat follow., The fifth ecategory, which is more general, is
cornsidered briefly later in this paper. CIach of the categories
is itself complex, and in the detailed analysis it is easy for
the coader to forget their close interdependency. Consequently,
the wholr: range of factors is bricfly reviewei here, so that they
may be reen in context.

Initially, tvo clarify the meaning of the categories
adopted it may be helpful to apply them to a different form of
institution = the working of a committee -~ by way of analogy.
1t can be argued that a committee never has an idea, but merely
adopts the ideas of its individual members; or that a committee
nas n. power of its own, but operates only with the power given
to it by its parent oody. iieverineless, a committee may be
creative, or it may be inflexible, or it may adopv too readily
vhatever is prescribed by the latest fashion. What are the
factors that underlie the sirencinu of o really effective committee?
In category 1 (the administrasive context) therc are: the rerit,
tne conditions of wori:ing, the relectionship to the parent bodye.
Category 2 (the internal structure) compriges the interreclationsnips
orong tae members, the chairmon's siylz and sSiiill in handling
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discussion, the use of sub-committees, the openness of discus=-
pion. Category 3 (professional support) comprises the secre-
tariat, the minuting of decisions, the preparation of agenda
and supporting papers; and category 4 (interventions) refers to
the use of consultants and experts. Category 5 is the whole
climate of opinion within which the committee operates.

It is possible to analysoc the working of a school in a
similar way, and to identify the factors that affect its capacity
to deal with innovation. Ve nced to deal systematically with
these questions if we are not to see the present innovative
efforts wasted., Already there arec signs of "innovation fatigue
among teachers - a feeling of frustration with apparently
purposeless and ineffective change which is undermining such
willingmess as now exists to contemplate changes in curriculum
and organisation.

(i) The administrative relationships between
The school and outside ins%i%uéiogg

Clearly the school’s response to imnovation is influenced
by its relationships with local, regional and national cducation
authorities, as well as with other institutions and groups out-
oide the school. ~his first cluster of factors is concerncd with
the administrative context of the school. Though we have taken
the school as the basic unit in our analysis, it would be absurd
to discuss the school without considering the context within which
it operates. Yet in the past we have tended to expect innovative
schools to develop on their ovn, seeing their problems as mainly
internal problems; and this is part of the reacon vhy innovation
has frequently not been sustained beyond the first initiative,
Administrative relationships can hinder or support the school in
its capacity to deal with change. Innovative practices in the
school also effect administrative arrangements, crcating precsures
for new procedures, discretionary powers and support services.

Given the fact that schools can never be wholly autonomous,
thoy must accept certain constraints and certain pressures -
especially financialg how much money they receive and how this
noney is spent; also, more gencrally, in the allocation of
buildings and grounds; in the appointment and deployment of staff;
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in the content of their curriculum and the options available
within the curriculum; and even in the declared aims and
objectives of the school. Schools cannot expect to decide such
rmatters cntireiy for themselves but must come to terms with
society?'s demands for efficiency, accountability and responsibility.
But there are different ways of satisfying these demands from
outside the school: some ways give schools greater discretion,
vhiile others restrict the school's frcedome A practical example
of this is given in the preceding paper in relation to "virement".
But the ucmand for accountavility may also be made in such a way
as to discourage initiative; or it may allow a school to take
risks in a new vonture while providing a check to limit the
consequences of failure, especiclly as these affect individual
children. 7o refer again to our definition of creativity, which
includes rejecting change, administrative approval should not
alvays be limited to schemes thot are certain to succeed, but
should sometimes also include '"permission to fail". At present,
the innovatory school feelc an obligation to succecd: ecaqually,
the conventional school may percist bravely but blindly in a
ropeless tagizs creativity includes the capacity to recognise
failure, and adapt or reject in consequence. Thus, the relaxation
of & demand for sharp accountability may help schools to face up
to the problem of failure, and to decvelop a nore effective response.

It is wrong to assume that increaced frecdom nccessarily
results in increased rreativity. Grecier autonony for schools
may expose ther to the influence of pressure groups. The inde-
pendent private school may be less free thon the state school if
it is wholly subject to the demands of parentc. .Also, we must
not regard the influence of external pressures on the school as
purely negative, for they give a nccessary oricntation to the
school system as a whole and impoce a valuable co-ordination on
essential points of national volicy,.

(ii) Orzanisation and relationshivs
within the gchool

The seccond cluster of factors that affect the crectivity
of the school is concerned with Iow theo school iiself is orgonised,
the authority structure and the socizl relationships generall:
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within the school. Tae paper whicl, discusses this problem in
detail outlines different forms of authority which may be adopted
in school: from the autocratic through various forms of dolegn-
tory and consultative to the participatory system in which
decisions are made by the whole school. 'The two extremes are the
"vertical" or hierarchical, based on strong authority and accounte
ability betwecen levels, and the "horizontal" in which there is
collective accountability .through consensus among oqual colleagues.
Afain, we must not assume that the most democretic crrangement is
the most creative. A participatory structure may be resistant to
change, or be vulnerable to pressure from vested interests, or -
remembering that creativity is not just the acceptance of change -
be influenced too much by whims of fashion. In an autocratic
system, only one person nceds to be persuaded of the value of an
innovation, and this person has both the opportunity and the
obligation to view each aspect in full contéxt. Perhaps the
autocratic system may also be well suited to generating new ideas,
a sphere where individuals often play an important role. 3ut
there is also the nced to "institutionalise" change, o cnsure
that the new practices tale root; and this is possibly the
greatest weakness of our present structures. *“Why is 1t", one
participant asked, "waen there are so many prophets of change, So
nany cxamples of fresh beginningc, thot school systems change so
slowly? V‘lhat prevents the new and cxciting from becoming an
established pory of the school system?" Ideas are implemented
only if people accept them as their ovn. One important aspect of
the intermal orgonisation is the incentive it offers to individuzls
to accept change -~ coercion, persuasion, inducement, reward. But
the problem goces beyond incentives to accept change, for it ic not
Just a matter of determining vhich structure is quickest to respond
to an initiative from the central autiority. The concept of
creativity includes algo the capacity to adapt, or cven to reject,
initiativea. The internal structurec is clearly of crucial
importance here.

Though we nay not be able to estuolish simple rules on
these issues, it would be helpful even to know the criteria that
apply. For example, size of school and opportunitics for
consultation may be important factors. There is a itrend in many
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educational systems towards larger units, justified on grounds of
economy and opportunities for specialisation and choice. A common
complaint is that large units prevent effective social relation-
ships. The optimum sizc of 2 school = or the optimum size of the
unite in the sub-gtructure - is thus a basic point; and this in
turn is dependent on the nature of the decisions to be mede.

Since the decisions to be made vary according to the administrative
relationships betwecen the school and the central or local authority
there is here an interaction between the first two groups of
factorse DPossibly, where the administrative strueture severely
restricts the school'!s discretion go that only relatively minor
decisions are within the power of the school, limitations on size
apply less rigorously., A change in the system of administrative
control, however, may require a revigion of the internal organisa-
tion of a large school to allow opportunities for consultation,
whether this is done by a system of plenary staff meetings, or a
representative system, or by delegation.

“hichever method is favoured, the interncl arrangement of
the worlk of the school nust provide time for consultation and for
working out new ideas. In & school that is not involved in
innovation, staff may have a reserve of time and energy because
established routines reduce worl:. ihen a school becomes involved
in innovation, new demands swallow up time, and there is seldom
opportunity to reflect, to discuss, to become informed and to
evaluate unless time is specifically set aside for these puarposes.

Till now, we have discussed various static structural
designs of school organisation. There is also & dynanic dimension:
how does a school gset about changing its internal organisation,
and what is the sequence of development? It would be helpful to
have a step-by-ctep documentation of the introduction of innovation
in various schools, -~ for example, vhen a decision is made to
adopt a thematic approach to the curriculum in place of the
conventional subjecct divisions, or to abolish streaming by ability
or to use team teaching or individualised learning systems, or
to set up & school council. A description of a process such as
this could provide no more than a general guide, for each school
will differ and cach must develop its own structure, within certain



limits to take account of the special characteristics of school
and staff, Flexibility to allow for continuing deveolopment should
also be provided for, and soxme guidelines on thece points are
needed.

(iii) The professional support to the school

The prospect of change arouses anxiety: tcachers tend to
feel insecure as they are given a wider range of choicee A new
curriculum destroys the confidcnce of the experionced teacher,
making him feel out of date and useless; even the suggestion of
change may be regarded by teachers as o criticism of their pro-
fessional skill. Thus, the first effect of change iz to remove
the security of what is familiar and comfortable. An essential
task, therefore, in strengthcning the creativity of the school is
to provide supportive structures to help schools and teachers to
deal with uncertainty.

What form should thesc supportive structures take? Two
forms are required: sghort-term interventions and longer-term
strategies. The ionger-term strategies may involve some funda-
mental changes in the administrative gtructure of the system and
in teacher training, both pre-gervice and in-cervice. Short-term
interventions must be carefully planned if they are to cupport
creativity and not be a substitute for it,

For exanple, one device for providing irmmediate scupport to
schools is the use of advisers, advisory teachers or dicgnosticians
or inspectors in an advisory role. These advisers will e wunder
pressurc to give practical advice and help, to provide answers to
questions, in the rolc of expert or specialist. They will them-
selves be anxious to justify their role, and so they will ctrive
to convert teachers to their own new orthodoxy. If they are part
of the authority structure, and have 2 say in the promotion system,
they becore o substitute for creativity instead of a gupport, and
their advice becomes concealed coercion., The task of the inter-
nediary adviser, therefore, muct be clearly defined, and his role
should be understood by the teachers. His task ic to ‘rancfer his
capabilities so the teachers: he must make himself dispensable.
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“he longer-term strategy involves the creation of an
appropriate infrastructure to support creativity. This requires
the supply of a wide range of resources = teaching materials,
irformation services, centres wherc teachers can meet, and an
adrinistrative structurc for the managoment of these centres,
ltesource centres, both national and local, have considerable
potential for strengthening the creativity of schools, but as yet
little ic known about the most effective form of such provision,
The specianlised national centre has obvious strengths, but it may
not be able to offer prompt feedback to schools - and it would
seen essential that national centres should be complemented by a
networl: of local centres which establich dircct contacts with
their schools. Uhould the resource centres merely respond to
teuaciiers' needs and renquests, or ashould they scek to act as change
afcents in school? There is o danger that, by their selcetion of
paciased curriculwn materinls, resource contres may tend to impose
on scnools the values and teaching styles implicit in the desimm
o: theoe mutlerialc. Jeacherg may decline to use the facilities
offered i these arc seen no limited in range, or they may use
the materinls in wnys different from wiiat was intended in their
desime 18 the contres are to rerve their clients, the teachers,
in the mout efifective wiy, the work of the centres must be
atructured so Lhey 16 doen not malle the cchoole more passive and
recentive, bhut L o learnines procenis whielh leads towards "auto-
innovation" by ihe teioclt, This process requires the strength-
enin: of the carncity of the mchool to deiermine its own neceds in
termo of ohipport.  he resource centre Jdoen not nmercly supply what
nonsized, nor stipulate winnl con be supplied: it must operale on

the onsis of tie nchwoolts neceds anti develop its service oy
encourapsins new wnacachis amony the oueners,  Tnugs, one hallmark
0! rood supnort iu its teul ture—-compntivility' - how effectively
it ttiies necount of the climate of oninion in ochools and of the
mnecurity of the innovating teacher ant recogrices the gradual
nature ol ;hc cianye nrocess,

Lorasve afferant rors ol nrofessionnl support 1o the
contribudlon mue by edventional resenven = or the contribuiion
LU0ty Lo mable. w1y neonle conplain vhuat odueational reuenren
eyt Llttle Impact: toochers hewve litlle raith in resenrch
“iadincn rnd rescoapchoers pny little attention to the oninions of
tanchers, Ther: iz a lonr=tern influchcs o recearch in guaping
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the teacher's porception of his work and his pupils, in moulding
attitudes and objectives and in providing concepts such as
'necds?', ‘'growth', ‘*intelligence', 'deprivation' and so on. But
there remains a gap between the research worizer and the teacher
which must be bridged if research is to provide effective
professional support to the school.

(iv) Interventions for stronsthening

the school¥s croativiiy

There are other forms of asgsistance that can be made

available., In the concluding paper of this series two forms of
intervention are singled out for special consideration: in-gservice
training of teachers, and the use of consultants in a structured
rrocedure, such as "Organisation Development®, vhich is descerived
in detail in the paper. DBoth strategies have much to offer; but
in both, as we have noted with the three previous sectionc, thore
are difficulties and questionsc which require to be discussed,
oo often, when faced with 2 rmalfunction, we think we have found
en answer in scetting up © coursce of training for those responcible.
(University teaching and management sizills for hecdmasters are two
such sxarplec). But thourh in-gervice training of teachers can
make 2 valuable contribution to strengthaning tic creativity of
the schooi, as yet we do noti now what l:inl of training is best,
who chould be given it (ond who should decide this), under what
conditions, for how lors, and many other quections. The concluding
paper lists suggectionc on content, liniicd to the concept of
organisation devclopment: no doubt there are other possibilitiec.
Many countries are now beginning to maize cystematic provigion for
in~service training of their teachers, and conzequently these are

urgent questions,

The second cirategy, calling on an outsile expert to advice
us, ig commonly applicd in other arcas of aumnn activity. The
goals of orpanication development, however, arec not Lo nrrovide
ready-made answers but to help cchools to set up n process to
identify problems, find solutions «nt maiie decluions, ihrowh o
sequence of intcrventions, clarifying communic tion within the

Py

school, octablishing groals, uncoverings conllictc and interiepen-
dence, and improving grour procedures for digcussion., There are,
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of course, difficulties. Intervention like this in a school's
affairs must start from an invitation from the school, or it is
likely to meet with non-cooperation or resistance: the schools
that ask for help may not bc those that need it, and vice versa.
Is it possible for consultants to be non-directive and value free?
Is it sufficient merely to open up questions and bdbring conflict
into the open? The two strategies may be combined if training is
directed towards the skills of giving and receiving assistance of
this kind. The distinctive feature here is that we are treating
the school as the basic unit, whereas most in~service training
tends to be directed to the teacher as an individual,

THE INTSRRELATIONUSHIP OF TH. FACTORS

At this point it is pcrhaps appropriate to re-cmphasize the
interdeopendence of these various factors, for an understending of
their interaction, rather than .f the operation of any one factor,
is necessary for strengthening the creativity of the school. Some
of the difficulties which have been encountered in innovatory
developments in cducation have occurred through failure to realise
that a change in one aspect of a system affects many other aspects,
and that innovation can be sustained only if it is developed from
a thorough understanding of the complexity of the process.

Some examples in addition to those alrendy given may help
to illustrate the point. Changes in the authority structure in a
school (category ) affect relationships within the school that
are affected not only by the size of the school and the oppor-
tunitiec for consultation and contact (1ll category 2), but also
by the layout of the school building und the provision of staff
rooms {catepory 1); the feasibility of the changes in authority
depends on the discretion permitted to the school, on staff
appointments and on considerations of cconomy in the deployment
of stuff (catesory 1). The operation of "organisation development”
(categor 4) and the contribution of professional advisers
(category 3) affect rclationships within the school. JSimilarly,
in-cervice training (category 4) must take account of financial
constraints (category 1) and will seek to exploit the effective
use of resource centres (category 3). A school that embarks on
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a substantial curriculum revision, attempting to develop a theme-
oriented approach, for example, must take account not only of

the internal organisation of the school, but also of financial
constraints, the restrictions imposed by external examinations
and the availability of adequate materials and resources. A
strategy for change is unlikely to succeed if it identifies one
aspect only as a key factor in the situation and neglects to take
account of its interaction with all the factors which have been
outlined in the preceding pages.

External and interncl factors are more cl2sely interrelated
than we realise. The distinction often made between centralised
and decentralised educational systems can thus be misleading.

The cssential difference between systems, as they affect the
creativity of the school, is how far the various constraints allow
discretion to the schools. In a centralised system a school may
have more independence, in certain respects, than in ¢ decentralised
system that applies detailed restrictions., ‘'There control of the
system is concentrated in one large centre ramoie from many oi the
schools in the system, the detailed supervision or control at

grass roots level is more difficult to exercise, so in practice

the schools may have more frcedom. In a dcceniralised system
schools are much closer to the controlling centre and their day-to=-
day working is more open to observation - and therefore sometimes
to control by the local authority.

SYRATICIES OF P ORLIN=-s0LYING

It must be clear from the previous discussion that creativity,
as we use the term, is not just a quality of unique individuzis or
of unconventional institutions, but a style of problem-solving.
When a school realises that something is wrong in its mode of
functioning, and decides to remedy the wealmess, it begins to be
creative. Ideally, perhaps, it is the secure and stable school
which ought to initiate and test innovations, for it has the
reserves of energy and resilience to tolerate stress. In practice,
chance often begins from facing up to problems, rather than by
planncd interventions. There is an approved "text-booi" procedure
for introducing innovation, starting by decfining objectives,
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L 4

preferably in behavioural terms, and then proceeding to outline

a programme of action to achieve these objectives. Behavioural
objectives can be valucble in obliging people to think carefully
and precisely about what they want to achieve, and objectives
when formulated help to indicate what should be done. They are
less 2ffcctive in exeluding what should not be done, for they do
not specify what is not wanted. Ideally, the school should

strive to achieve agrecement on objectives be.orec embarking on a
course of action. There is, however, a different style of working
viiich would scem to be closer to practice. The problems the
school faces arc tne starting point, and vhile the discussion of
objectives ig rot neslectied, it is not consilered necessary to
secure full agreerment emons the siafi. (Jometimes, indeed,
cracenent 1o evidence that the odvjcetives nave veen defined so

to avoid ihie necessity for any subsiantial change). The school
is able to malic progresc vecause its internnl structuve and the
externcl cupport are such o to allow i to toleraie a fairly high
lovel ol siress in solvins the day-to-dny problems which arise,

4]
Q

b

Tnourh the straterr is untidy, it is flexiole; and it worius
throusn the continuing participation and interaction of all the
ctaff. Mt present it Lo not possible to say that one of these
stratesies ig right and the other wrong. Ther are complementary
approaches, lixe inductive and daductive reasoning, and our
concept o7 the creativity ol the school applies to both.

SO0 U0 W OASSHSS THD CREACIVICY OR nuil SCH00L?

The definition gmiven earlier is that creativity is the
caracity of the school to adopt, adapt, gencrate or rejcet
innovations. llow ithen arc we o ascsess the creativity of tac
sciooly 1o Lo not o Ve nmeazured br tiac nwuber of changes
introduced, nor just in terms of new practices or new products,
foo &
ineffective or inangropriatc. On thece terms a school isc creative
i it deciles Lo continue as before, provided it does so in 2

c

24 oincludez the capneity to reject change vaere this proves

k)

cicus vayw, fullyr cware of tha iscues involwved, & school musy
ligeriminatias in itc resnonse o charnge, for rot all camare
) ic whe "willd imnovniion” (l'inrovation

Toasnion and 4ne Tod:  in the 1770s
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these ere to education ‘het inflation is to the economy, It is
easier to say what creativity does not include than to deseribe
it in torms which can readily be observed and assessed. It is
aot just a matter of freedom for the school, as we point out
later, lor are we so nafve as to equate it with contentment:

the creative school is not necessarily a happy school, well
adjusted Yo its environment - though we hasten to add that it is
not an unhappy place, full of strife and restlessness. The term
"ereativity" is carefully chosen, for it is a quality of the
intellect; and the quality we seek to assess is an intellectual
auality of the school. Iarlier it was sugrested that there were
three stages in the procoss of problem-solving: confronting
proolens, recronding to problems and evaluazting the response to
proolemc. Crectivity of the school, therefore, is to be assessed
by the awereness within the school of the problems which it faces,
its capacity %o devise and adopt golutions, an? its willingness
to evaluate its efforts, and, in the light of this evaluation,

to adapt or reject these solutions, or to generate new solutions.

THT INPLUMICE OF tui.. SCIOOL ITVINON::THT

This review so for has been limited to the rirst four of
the f{ive cluctersz of factors above. The fifth is the influence
of the school environnent. The term is intended to cover the
whole social context, the climate of opinion within & country,
the cocial nnd politiczl siructures and the less tangible but not
less important cultural norms. Zach commanity hags its distinetive
expectations of its school,and there is a certain stability about
these assumptions, for wo cach shape our expectations from our
ovm pergonal expericnces of school. If we agi: which is the rmost
important factor influencing or limiting the crcativ;ty of the
ochool, cacih persorn will tend to answer within the context of
his o'm experience anl his country's edur tional system - incentives,
finoance, nercsonal relationchips, the adminisirative structure, the
exarination system - each tends to cicose 2 aifferent answer, In
discuscing educctional issues we tend to reject the solutions of
othors becu se they do not Tit readily into our framewvor: of
thcucatse One function of educaiion is to liberate uc from the
limitationc of our own expericnce, but we have not yet workad out
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an effeciive language for discussing educational problems across
the boundaries of national systems. Differences between countries
(and similarities too) are demonstrated in the national contribu-
tions from the countries participating in the 0ZCD Workshop which
are to be published in a separate volume.

The question that arises is this: are there generally valid
answers vhich apply across the boundaries of cducational systems
and differing cultures, or must we scok a different set of anowers
within each system? Though the answers may be different, they may
follow a common pattern. Inevitably, this paticrn tends to be
gencral and abstract, and concequertly it is difficult to communi-
cate the conclusions to tcachers and administrators whose oricnia-
tion is highly practical and not theoretical.

One very general form of answer, though fundamental in its
implications, is that a shift of attitude is nccded. In the past
we have tended to regard any change as a disturbance of normality:
on this vicew change is a transitional stage between one period
of normality and another. tlence we speal:r of the problem of
change, or the challenge of change, and not of the stimulus of
change. The new situation ic thet change is normality, and our
schools must be given an in-built capacity for constant adjustment.
If this seems too demanding a requirement, therc is an analogy
with living organisms. (iZducation has frcquently used - and
misused - the "organic" metaphor: what is implied here is that
we should be trying to devclop the school 2o an organie unit)., A
machine «an be programmed to adjust to change, in the way that an
automa‘tic gear-box in a car responds to trc contours of the road.
But @ biological system is of a different lcvel of complexity and
hac its ovn self-regulating capacity. iletaphors are misleading.
To gpeak more directly, the school has becen concidered for a long
time as a passive element in society, reccptive and obedient, but
it must now become a morc active partner in its own cvolution.

To say this is not just to cnll for frcedom fer ‘ae school.
Freedor ior wauom - for teachers, pupilsa, parents, administrators?
Certainly,there is ro claim for thc school to be frec from
respongibility. Indeed, it is an open question whether freedon
is a necessary condition of creativity. Creativity igs sometimes
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domongtrated in the response to lack of freedom as in the
imaginative work done by tecachers in old school buildings with

the most unpromising pupils. TI'ossibly, if schools were given
more freecdom, with no other supporting provision made, the

initial effect would be restrictive rather than creative.
Creativity can be encouraged in a highly structured educational
system as well as in an open system. The provision within the
system is more important than the system itself. Admittedly, in
a otructurea system it ies casier to be non-creative; a more open
gysten should force the tcacher to think for himself - though if
the situation isc too ingecure it may preogs him to fall back on
safe, conventional practice. %0 summarise, therefore, this is not
Just a call for frcedom, but a call to establish a system of
interrelated provisions which will have a positive impact on the
problem-solving capacity of the school.

In the past, there was a general consensus on values which
allowed schools to be given a considorable measure of freedom -
though social pregssures ensured that this discretion was not fully
exercised. The consensus is leas certain now, and the pressures
no less strong, tempting sochools to inoulate themselvecs from
controversy. Anxiety about change is not limited only to tcachers,
There is a fairly widespreud vneasiness about the lack of stability
and security in modern sociedye It iz truc that thoce who have
moct to louve are moust lilzely to oppose change, or to feor it.
Among those who carry responsibility there is often a feeling of
uncasiness about the prospect of increaszing the autonomy of the
institutions for which they are responsible. It would be
surprizing - even irresponcible - if they did not hesitate to
relex their vigilance: therc zare others ready to move in who have
no scruples about exploiting a situation and manipulating it to
forward their ovm air.s or those of the pressure groups which they
support. The verson who carrics responsibility for the efficient
operation of the school system may feel tant, in strengthening
the creativity of the school, ne runs the risi: of losing control
altorethe., and of being accused of abdicating his responsibility.
ven the setting up of o conouliative machinery may restrict the
power to cope with a situation that seems in danger of running
o1t of control if one nas to discuss everything with everybody
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before anything is done., Levels of decision must be established
clearly, and adhered to, The Solution, however, is not to be
found in resisting change, nor is it necessary to go to the other
extreme and surrender to the pressures for change: the solution
must be found in developing the capacity of institutions to deal
with change.

There is furthor risk in all this which should perhaps be
mentioned -~ the risk of making too much of a technique of
manipulating human relationships. Unfortunately, it does not
follow that when we fully understand the mechanisms that affoct
human relationships we shall all be happy and well adjusted. The
self-conscious scrutiny of relationships is a dangeroua activity
which may sometimes destroy the capacity to build relationships,
One of the rewards in teaching - and in adminictration~ is the
personal relationshipg, whieh are all the ctronger if they operate
at a sub-conscious level, Obviously, a person who has been
trained in the social scicncos is better able to understand hin-
self and others, but he must be on guard against the conccious and
deliborate manipulation of others. A8 in Plato's metaphor of the
cave, when we have examined the skills of relationship in the
harsh light of the intellect, wie must be prepared to return to
the less certain world of recality, If the principles which we
have established have not become part of an intuvitive recponse
to change, we may be worse off in trying to apply a set of rules
in a conccious,mechanical way. The discussion in these peges
will be criticiced by some as too abstract, but they are misunder-
stood if they are erxpccted to provide a set of practical rules,
Their purpose is essentinlly to e2llow an understanding of the
underlying theoretical proovlerms, so that ecch person is better
able to make for himgelf the decisions thal arc appropriate in
his particular situation.

THE 0L ° OF O=CH/CT

This point can be extended to explain the objectives of
the 9072 0LC)/C.wI Worishon at which thac papers that follow were
presented and discussed. arlier, rcfercice wnc mace to the
national resource centre: 1to tasit is to provide professional
support in developing the creativity of the school, but to do this
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without in any way diminishing the freedom of the institutions
which it serves, without affecting their responsibility, or
limiting their initiative. The function of & national centre

is to help institutions to understand what is involved in the
process of change, and to help them to develop their ovm tech-
niques for menaging this process. The task of OECD/CERI is
rather similar: it is to give international professionzl support
but again without diminishing the responsibility or initiative or
creativity of the separate Member states in dealing with the
process of change in their own countries,

People want to be given answers to their questions. A
ready-made answer is seldom adequate, and to offer it may encour-
age a false dependency on others to find solutions for us. 'We
have to learn to tolerate the stress of woriking out our own
problems. But there is surely an intermediate position between
withholding help and offering o recipe for action; and in the
context of the creativity of the school the aim of the ‘orkshop
was to try to discover how vest to achieve this intermediate
position,

- 37 =




IIX. ADMINISTRATIVE RELATIONSHIPS BEITWEEN THE SCHOOL
AND OUTSIDE INSTITUTIONS

by

Meurice Kogan,
Professor of Government and Social Administration,
Brunel University, Uxbridge, U.K.

This paper attempts to define some of the organisational
categories useful in considering (i) the relationships between
the school and its wider institutional framework; (ii) the
important structural relationships in more detailj; and (iii) how
the school's freedom to be creative and developmental might be
reconciled with the need to be socially responsible and account-
able. The reader will notice congruence between the many points
mode here and some of the descriptions of national systems
communicated to the Vorkshop, and particularly Egil Bakke's
paper "Financial Instruments and Decentralisation of Decision-
linking Power" (sec Technical Report Ho. 1).

THE ANALYSIS
To analyse the place of the school within its governing
institutions and political environment it is necessary to states

(2) the objectives of education and, more ccncretely,
the operational, or prime, or core activities;

(b) the controlling and collating activities (non-
operational activities) necessary to ensure that
objectives are pursued in a coherent and comnec~
tive fashion;

(c) the main organisational relationships that link
together the main roles and parts of the educational
system,
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When these categories have been stated and clarified, it
is possible to put topether a model of how freedom and account-
ability can be reconciled, The English educational system will
be used to illustrato the points raised,

OBJECTIVES AND OPERATIONAL ACTIVITIES(1)

It is not nccessary to elaborate here the objectives of
English education at school level, In brief, they can be cate-
gorised as: enabling pupils to achieve individual autonomy and
power through acquisition of skills and knowledge; socialisation:
enhancement of the economic strength of the country; the provision
of elites; the redistribution of wealth; the maintenance of the
established religion, and so on. Nor is it necessary to discuss
further the conflicts betwecn some of thesec objectives. It is
more important, for the purpose of the present more restricted
analysis, to establish what are the legitimated and exp.cted
activities of schools which contribute to the pursuit of these
objectives. There are soveral ways in which these activities or
functions can be stateds The following list is a deliberately
factual inventory of at least some of the main operational
activities that a primory or gsecondary school in England is
concerned to pursucs

~ provision of teaching and learning processes;
~ development of educationnl processes;
~ education of public and of the community;

-~ training of teachers for the whole system (by providing
practical cxperience) - this being a higher ecducational
function rather than a function provided for the school's
own benefit;

~ provision of school meals, milk and medical inspection;

(1) "Operational” is the term used for activities directily
related to the purpoces for whichh an institution exists,
They could equally well be called "primary" or "corc!
activities or functions.
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=~ provision of appropriate buildings for educationel
purposes (this being one of the characteristics that
differentiates a publicly maintained school from
other forms of education);

- the assossment of pupils (through examinations and
the giving of references, and so on).

These activities vary in importanco; but all relate to
objectives of the school system. They are here called operational
activities es distinct from non-operational or supporting, or
secondary activities.

NON=-OPERATIONAL ACTIVITIES

For operational activities to be pursued within adequate
control, collation and programming - for purposes both of account-
ability and of wider development -~ it is necessary that a schools
systen also undertalies non-operctional activities. Vithin most
educational systems we find the followings

(a) PFinaneial work

In sssence this consists of:

(i) the collation of budgets reauired by the performers
of operational activities (heads of schools, for
exanple) so that decisions can be made on resource
allocations;

(ii) the control of expenditurconce approved. Desirably
this control is in the form of a "staff" instruc-
tion which, in effect, warms a manager that ne is
going outside policy;

(iii) the audit of financial affairs. This is however,
improperly regarded as an internal function.
saudit is properly thought of as external to the
organisation which is being audited to ensure that
financial and other transactions are conducted
with propriety.
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. (b) Porsonnel, establishments and organisation. This

set of activities is complex. It includes:

(1) the recruitment, in-service induction, progression,
setting of conditions of service and retirement of
* staff, educational and otherwise;

(1i) decisions about the allocation of manpower as
between the individual educational institutions
and other parts of the educational service,

(iii) creating and sustaining patterns of organisation.
This group of activities (organisationel develop-
ment) is often not sufficiently well defined and
legitimated, It must both control and enhance
the development of a total education system, and
without it in-service training is an empty
activity.

(¢) Provision of technical servicese This might include
the provision of supplies on the demand of those who
perform operational activities, and the provision of
advice on design of buildings. It might also, however,
include the provision of educational advice (from
advisers and organisers) to those who offer the teaching
and learning processes. This point will be discussed
more fully later.

(d) Programming. This non-operational activity is present
in comple:x: organisations but has only reccntly been
defined (as corporate planmning and under other names).
It tends to be the type of activity allocated to the
deputy head of an orguanisation and is concerned with
ensuring thqf 2ll activities form a logical ond
cohercnt pattern, that decisioncs arc nresented to
governing bodies at the right time anl with the right
desree of sanction from within the orsanisntiong
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(o) Legal activities, A public educaiional system has to
conform to the public law of education - gomewhat
broadly stated in England but strongly stated else-
where. This activity is, therefore, concerned with
presorving the legal personality of the service and
ensuring that decisions made within it conform to law,

DEVELOPHMENT

Development is the examination of present activities with
o view to specifying changes (possibly as a result of research
and cvaluation, or of professional perceptions of performance, or
of client demand) thus ensuring that objectives are refreshed and
chanrod as necessary. It is particularly pertinent that changes in
educational purposos should carry with them changes in organisation
which might be the subject of specified organisational development,
Organisationcl objectives interact with movements in the organisa-
tion's poychology which in their turn affect structure. This means
that in-gervice training and other resources intended to carry
througch development have to become firmly related to changes in
policies and objectives and require effective institutional linkages
with the manngement structure. ilore gencrally, developnient woriz is
the orgonisational way in which creativity and adantation can be
legitinised and, where neccessary, specified. In creative and varti-
cipative systems development worl might well take the form of
teachers veing expectoed to evaluate their own teaching in the 1ight
of chenging Imovledge and pupils' needs. Develovment is not simply
a task for rmanagement; it is the one tack that reouires specifica-
tion, encourcgement and implementation throughout all but the most
mechanistic systems, ihether it is on operational activity (that
ic, something worthwhile for its owm sake) or a non-operational
dirmension of operationzl activiiles is an onen auestion,

Table I (below) shows the operational and non-omerational
cetivities in dicgrommaticel form. Table III shows how any opera-
tienal activity is constrained and collated oy a range of non-
operational occtivities. The interlocking of the $wo scts of acti-
vitiec ic important for deniction of the role structure as beiweern
executive roles, sctauff roles, and other roles such as service givers,
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A non-operational activity has no output that ic meaningful
oxcept as a decision about the quality, intensity or level of
performance of an operational activity.

TABLE 1

Operational and non-operational activities
in an educational system

Non-operational activities

Pinaneial work

Parsonnel, LEstablishments
and Organisation

Provision of Technical
Services

Programming

Lemal Activities

Operatiomal activities

Provision of teaching and
learning processes

Development of educational
processes

Education ef public and of
the community

Training of teachers for
the whole system

Provision of school nreals . .
milk and medical inspection 0OBJECTIVES

Provision of appropriate
buildings for educational
purposes

The assessment of pupils

and preparation of them
for assessment

The relationship betwcen ovperational and non-operational activitiec
is important in terms of the authority or the schools to set

norms for their ovn behaviowr and develonment. For example, a
school may set its own pattern of learning procedures; but this
pattern is circunccribed by decisions made on finance, stafiing
and so on, *“hrough non-operational activities performed by the

local autiority.
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THE MAIN ACCOUNTABILITY STRUCTURE
Two important questions may now be asked:

(a) through what formal authority relationships are
decisions about the performance of operational
and non~operational activities mediated? \/hat
are the varieties of relationships (for example,
nanager-subordinate, as against froe contractual
or collegiate rolationships)?;

(b) what is the differoence betwesen decisions made at
different levels of a systom (i.e. national,
regional or local authority and prime institutions =
schools)?

To examine the formal authority relationships, we need to
consider how far the educational process affects its management
structures. It can be arsucd that:

(2) where education is seen to be a strongly instruzental
process relating to a well programmed system, a strict
hierarchical ctructure, with strong manocement and
inspection roles, with fairly omall discretion at the
gcnool level, follows logically, Socieiy is assumed
to know wiiat it wants, and how to get it, and can
therefore establish machinery for obtaining results.
Thic assumption is deseribed and implicitly criticisod
in Amaro da Costa's paper, (paras, 4 and 10, “echnical
Report lio. 1).

(b) where it iz ansumed that teachiing/learning processes
rely on interaction between individual teachers and
pupils within a broad educational technology and a
wide mowledge frarcewori:, strong manngement systems
are not so appropriate. There is 2 premium on
expanding discrction within increasingly wide pre-
scriptive limits.

At the Lisbon conference, it wvias auestioned if educational
systems could contain combinationz of these two sets of assumptions
and thus produce organisations mixing strong accountability and
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individual freedom. Plainly, some systems do produce such
combinations as when & total school is accountable to the system
which governs it but is collegiate in style, if not totally
collegiate in management structure. (See the following chapter.)

Thus it would appear that assumptions about the technology
of the process determine assumptions about the strength or other-
wise of management controls. The armies of the world are strongly
hierarchical because the technolugy of war demands that men move
at precisely the point in time and to precisely the place where
they are instructed to move. 7The rroponents of increased creativity
in the schools argue that educational excellence demands the growth
of personal artistry and professional competence in individual
teachers who are trying to induce the same in individual children.
This leads them to arpue for wide discretion, or cven autonomy.

But if the schools are completely autonomous, public accounta-
bility becomes difficult to obtain,.

The different authority relationships, to answer the,
question in parcgraph (a), are, then, as followss

(a) Moot school systems ave a hierarchical structure in
wiich there is the cquivalent of manager-subordinate
relationshins between the providing or governing
authority, the scrool head, and the assistant teachers
in the school. 1In many countries, this hierarchical
relationship also extends between the central govern-
ment and the local authority. In England the relation-
ship between the central authority and the local educa-
tion authority ioc not that of a manager to a subordinate
body bui, in effect, something half-way between this
and free contractual. <The central government exercices
strong authority through its right to determine the
general level of local authority income and through
other key controls. Iut it 20cu not cxercise the
authority of the manoger in prescriving levels of
perfornances in the prirme inatitutions.
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(b) The universities provide an example of free contractual
relationships. In many couniries independent universities
receive moot of their funds from grants made by the
government and are free, within the most gencral of
understandings, to provide courses in their own ways.
The prescriptions from the centre are, in effect,
understandings that a university will provide a certain
number of places within agreed subject categories at an
appropriate level. But, in practice, once the grant is
given, universitiec are frece to interpret the agreement
in their owvm way and can only be controlled retrospec-
tively - that is, when a rencwal of the contractual
relationships is concidered.

(¢} At the institutional level there is a choice between
a management hierarchical structure (in which the head
is the monager of teachers) or a collegiate structurs,
28 in Oxford, Cambridge or hospital consultant
organisations in England, where individuals are, in
cffect, on a freehold to give education according to
their profescional lights without prescription by a
Ranager.

In Table II, the cxample of ingland and Wales is taken,
par+ly because these cre the countries the author imows best, but
2lco because it is the moat comple:: and difficult to define(1).

The table attempts to show how interventions are made at the
different lcvels by the DES, local education authorities, schools
and individual teachers. By cxamining the difference in the
decicions made on any single activity it is possible to Dbegin to
analyse the prescriptions crecated by the organisation and the
discretion vermitted at cach level in the performance of activities,
7axke, for exzamile, the operational activity, provision of buildings.
~ sehool may decide that it cannot develop its teaching and learning
processes adequately without a radical alteration in its physical
arrangements. It makes a decision to request a new school building,

(1) liony of the sonc points are sencitively explored by Hoyle in
Tecnniczal ileport lioe. 1.
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or an alteration to buildings, for that purpose. It is within the
¢iscrimination of that school to mnke such a request; but it is
immediately subject to a large number of decisions made by the local
authority., It must decide not on.y its priorities as between the
‘avelopment of one school and, let us say, the replacomont of an
obsolete school building elsewhere, but must also consider the
proposal in terms of the educational philosoph* it is prepared to
sponsor (should it encourage anr open plan school with a parents®
meeting room, or does it prefer a more tiaditional pattern? ‘hat
is likely to be the elected local education committee's view on
philosophies such as these expressecd in bricks and mortar?). The
school will remain free to continue open plan teaching without a
new building, but prescriptions immediately come in as soon as
resource demands are changed, Ultimately, the central government
may determine the issue if a major building project is roquired,
There may be national decisions requiring the building of now
schools for additional populationc or the replacement of badly
obsoletc buildings before .u1ilding iz allowed for educational
deveclopment, This example can be further clarified by tracing
"Building" across the "decision" colwmns in Table II. In practice,
of course, many decisions are not made in terms of e:plicit author=
ity relationships but as the result of negotiation between parente
and schools, tcachers and heads, heads and the local authority, the
local authority and central government. !ecsidually, there are
authority relationships but thesec night only be invoked as a las
resort,

Pigure 1 shows in diagrammatic form the mnin accountability
and authority structure through which the Inglish system works,

PUTTING THE [ODSEL TOGETILR

In the preceding paragraphs I have specified some of the
mein components of analysis of thoce activities that arce directly
concerned with the pursuit of objectives (operational) and thosc
activities concerned with their conirol and collation (non-
operational)s I have also pointed out that ultimetely the whole
educational system with its complex natitern of controls e:xistas
t9 enable the schools and other cducational institutiona to get on
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ZABLE 1T
Decistonwtaking relationships in tho Dnglinh sducational svetem

TASXS COVERIMENT DDCISIONS

10CAL AUTHORITY
R s ¢3 (0 ]

INSTITUTION DECISIONS ]

1. Dl.‘:;("prnponon laws n1d
controls major rosourcen
through duilding pro=
ZRmmes, 6tce

1. Decisions on structure
of education - age of
entry, age of compulsory
I‘Q‘ﬂl‘lono

1. Adle to vary age ef
tranafer betwnon primary
and ascondary, lower and
uppor soecon and
further education instie
tutions (1903 Aot).

ia. o diserotion on
overnil structure,

D, Disoretion on indivie
dual allocationn, e.g.
vertionl and other
groupings.

2, Dooisions on finance

2. DES nogutiaten
of educasions

oloments of mte support
arantn throigh Uopartment
of Inwvirorment, (Jomo
547. of (0ol Government
finanoe in 1Yn5).

2. LEAL2) gocide propore
tion of income ( t8,
mten, o6%o.) to dovote
to nduoation gemerally.
Ant decide all individe
unl projects and rntes
of capitation funds for
bookn and equipment.

2., Decide how to spend
capitation fundo for
books and equipment.

3, Building, 3. DBT docidos, within
Troanury conotniinte,
total nmount of i'ajed and
minor bullding projeets,
J:o doctdon 1io%e of
=njor projocts on banin
of LL% propoonle. !l.4n0
_n_o_t_ propose projecto.

1, LEA dee .o which
mpior projects to
propoee ALt which minor
projoesn te build,

3, 3Jchov. deciilas which
projecte t0 bvid for or
point out ncodne.

An, “totutory coniroln
over 1l 'ngth and nunber
of ochrool slaysn,

ba .t tutory controln
over a.tn of worahip
and ki,

¢. Tentrol, $hrough
tiehoola rouncil, of
pattema of fecondary
gehool examinations,
nitte thrauslr joinsd
comnitteos aml othor
PE examining badies.
da Advico of Iitn
{conirol ta weniening),

4, Toaching ani
leaming prococoen.

o oociden ptyle g
g.lrention ShP~Ln
nppoinisuitg of heads,
b, ‘dvisory services,
¢, In-pervica trnintsr,
d, .ociteg overnll
erpmniontionnl pattemmn
throuch ehoice of
anlnction and nacondary
gchool oxnminationa.

e. {oecnl inppectors mayw
=ne nuality judgeraonta
nffocting, for oxample,
toncherst promotionn
ant flow of resourcos,

4, Pree to set intermal
ergnninntion, choice nf
gubjiects taucht, ntyle
of oducation = formal

1 agninst informss,
and 10 on,

5, Provinian of
tonchnrs,

ha, t"ontrol of totnl
nurbars roaching and
leaving colloras,

b, Parsy to salary and
coniitiona of sorvice
nogotintions.

cs Cparaten “voluntary™
nuotn syatom.

1. iias no nart in
teacker amployment or
in apnointmonta.

Sa. sottles nntabdlighe
zantn for each inntie
%ation.

b, Lontrals appoint=
aonts of heads and
daputien,

¢, .3 promotion

373t 02,

d, ineporvice niuca-
tion.

‘1, Sometimeg holp decide

reeruitmont.

b. Allocaten teachers®
dution.

e, Givan u;oclul roppoti=
8idb lity nllowances
(fotmolly recormended

to L.

d. “an participnte in

the reward asystom through

references and 80 on.

nh, Yotabliohront of
obscetivon (but not
explicit).

b, hoctisiona on length
of scheol Anl truininF
itfa.

£, Jocligions on, for
exonple, dorrio of
sole ~tivisy throurhout
the systoens

ue Nevelopment of
oystem,

ve Bir . igcinione on
Pener .. reoponve of
al:cntion nervice in
area to the needs, by
rroviding (natisutional
fre works, methols of
ir ving service

L © h in=porvice

t a1 2y nAature of
relutionshins with
corzunity and other
servicos and parents,

'« lesponnidle for
doeiding many of the
obsectiven of the innti-

tution - through dectsions
on formality or informnle

1%y, relationshipo with

pupils, relatjonships with

compunity and relation-
nmu with parents.
evaluatinn of individual
pupila,.

{1) Deparsment of Nducation and Ueiehos.

(7, lLoeal #ducation Luthority.
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with their work. So all levels of educationsl orsawnisstion are
involved in activities common to the whole system (the use of a
classroom in any school is drawing on resources made availaﬁle
nationally); but the contribution at each level must be,
differentiated in terms of the decision made at that level.

Trhis differentiation is necessary if we are able to state
both the freedom and sccount ! .lity of the school. In Table ITI
we show how the school's operational activities, the tasks that it
must perform, can expand or centract according to the atrength of ’
the vrescrintive limits. These might be exnreused in terms of the
operational activity itsel{ - as when a national ministry orders
the school to teach the use of the full ston by the time the
punils are nine yvears old ~ but thev are more likelvy to be exnressed
in terms of non-operational activities as the orsanisation becomes
more complex and as the controls are exercisel some levels away
from the school itself., For examvnle, a national decision on
teachers' salaries might affect the recruitment of teachers and
hence the ability of the schools to provide teaching and learning.
It is thus one of the limits within which an individual school
must work.

The assumption here is that schools are nci 1utonomous. This
point is brought out clearly in G. loel's discussion ot the French
situation in Technical Renort No.!, paras. t1-=9. ~he schools have
freedom and disnretion but this is exercised #ith‘n wnreserintive
limits. And these limits chemselves embody normntive assumptions
which are in effeect stating that, fo>r examnle, society will spend X
on education and Y on health and wiil tolerate n certain amount of
organigational freedom for schoola, br¢ no more. The wavy and style
in #hich that discretion is exercised is, of course, the most povwer-
ful determinant in whether the schools are good ~rd whether profess
sional assumptions and personal values in the role holders are being
exercised,

Table 111 takes up this point in more detni1l for the English
system. The English school can be ccnsidered 13 the nrime
educational institution because it has wide discretion over the
content and orgsanisation »f teaching and learning which is the main
purpose of the system., Tt c<icioises this discretion within broad
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TABLE III

Ihe impact of prescriptive limits

on school activities

?.
3.

Finance
Taw

External
Examination
ond other
Currieculum
Constroints

Personnel
and
Crennisation

Other
Resources

Tasks (Activities) of a School

Exercise discretion in:
1. Teaching-learning processes
2. Development of curriculum

3. Assessment of need of
community served

4. Contributions to vractical
training of teachers

~And so on.
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prescriptive limits. It is here suggested that degrees of dis-
cretion employed in that operational activity are a key variable
in determining the creativity of the school. That discretion, and
the creativity that goes with it, are not always easily created.
In discussion, for example, some delegates questioned whether the
achools had the capacity and the strength of will to carry so many
of the decisions that a higher degree of freedom entailed. This
point is also explored in G. Noel's contribution to Technical
Report No.1, para. 34.

There is, furthermore, a general characteristic of multi-
level organisations which is important here. At the level of
the prime institution - the school -~ controls are exercised
through instructions (if the school is hierarchical), or collec=-
tive agreements (in such collegiate structures as Oxford and
Cambridge or consultant organisations in British hospitals) which
are, in effect, decisions about operational activities. ("Mr. X,
would you please take the second year class in mathematics?").
But as organisation gets more complex -~ requiring control of, for
example, thirty thousand English and Welsh schools = the decisions
at the centre are more likely to be of a2 non-operational form.
(The schools will assume a per caput expenditure of no more than
£X thousand per year per pupil). The activity is thus controlled
at one remove by financial, legal, or other non-onerational
stipulations which have, however, outcomes only in terms of opera-
tional activities. So, a central government department, be it
ever so liberal, is determining the levels of activities in the
teaching/learning processes; but, in the most decentralised systems
such involvement might be in terms of the resources (e.g. numbers of
teachers, ocuality of school buildings, or regulations about curri-
culum) within which the discretion of the institution is exercised.

SOME _TMPORTANT DETAIIED STRUCTURAL ISSUES

FINANCTAL AND OTHER RESOURCE CONTROLS

It would be hazardous to generalise about (inancial and other
resource controls for all of the national systems of education. In
this paper, the English system is referred to because, again, of its
vell-known intention to allow the schoois to be free while preserving
key national controls.
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(a)

(b)

(e)

Contral government uses a variety of devices to
establish prescriptive limits within which local
education authorities may spend money. First, it
determines a general grant for all local authority
services which powerfully affects their quality
without, however, specifying how this money should
be apportioned between thom. "Specific grants", by
contrast, generally give central government a closer
control over the purposes for which the money has
been allocatod. Thirdly, central government also
states broad legal limits within which local autho=-
rities may raise thoir own money on a property tax
Imown as the rates.

‘‘he control over physical resources (buildings and

so on) has several fectures. First, the total amount
thct an authority may spend each year, and on what
major projects, is decided centrally on national
criteria oy the Department of Education and Science,
{Attcenpts to modify these controls arc being made at
the present time). Therc are also national limits on
ninor works, as far as quality and desgign of buildings
are concerned, howover, the national system, in one of
the rost successful pieces of state intervention,
follows the doctrine of iae "ceiliné and the floor',
Liaximum cost limits are prescribed. Liinimum building
standards and space stindords are prescribed. But
between these two limits local education authorities
are free to design the best buildings they can, but
with sovhisticated and welcore advice from excellent
development teams within the Depariment. This is the
clagoic example of a ceniral system encouraging the use
of diseretion within necessary statutory limits.

Ac for as manpower controls are concerncd, the local
education cuthorities ecmnloy their ovm tcachers, but
within nationally ogreed salary scales (which the
government nust approve), and within tcacher quotas
deterr naed centrally by the D.E.S. after a "voluntary"
avneration of freedorn by local authoritics when
teacher distribution woas becomins; a2 major problem,
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EXTERNAL PRESCRIPTIONS OVER CURRICULUM

The English sysiem prides itself on allowing schools to
be creative by virtue of freedom to develop their own curriculum
and internal organisation. This is a true judgement but Pre-
scriptive limits exist as follows:

(a) Such questions as the overall structure of the
system - ages of entry and leaving, or transfer
between different stages, length of school day,
length of school year, and so on are determined
by law,

(b) The secondary school examination system is laid down
nationally on behalf of the Devartment of Education
and Science by the Schools Council. But major issues
of examination policy = the age of admission and type
of subject structure that should be allowed, for
example, are decided by the central fovernment.

(e) At the local level, there is a variable level of
vrescrivtion by insvectors and advisers wno may affect
the school's discretion to use certain texts and mate-
rials by making some more easily availnble than others.

(d) The extent to which teachers within a school are free
is also indeterminate. In the liberal English system,
headmasters and head teachers often mnintain that they
are "advisers" or "leaders" of their "colleagues". But
there is strong evidence that the head of the institu-
tion is the strongest authority figure within it. He
¢r she allocates duties to teachers, holds such sanctions
as recommendations on special responsibility allowances
or promotions within the school, writes references, and
so on. Attempts to make schools more collegiate ~ through
the creation of academic boards - are rare. And the
appointment of head teachers is nlso an unclenr area.
For example, there is, perhava, a case for estabiishing
a system of external assessors - as with senior univer-
sity appointments - which might make. choices more
independent of the local authority.
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INSPECTORS, ADVISERS AND ORGANISERS

There is strong ambiguity (observed in several Membr -
states) in the role of inspectors, organisers and advisers.
See, for example, Portupal as deseribed by A. Amaro da Costa,
varas. 17-24 in Technical Renort No.!. And there anre differences
in roles ns between national and local authority ar repional
inspectors.

“entral government insnectors have different tunctions:

(n) Tnsre~tinm for purvoses of management nnd accounta-
bility nystems, to include the asaessment of per~
formance bv subordinate bodies. (This is intensively
50 in, for example, France and Turkevs; less so where
an intermediate level of institution has a higher
derree of utonomvy - for examnle, English and Welsh
local education authorities.)

(b) Tnvolvement in administration and stundard setting
for school examination systems (France, Sweden,
Turkey and most other countries.)

(¢) n~rrvine out of research and develonmens for the
whole svstem. But wh-nt degree of nrescrivntion
ioes the deve.onment have”

(d) Advising the decision-mnkers in the central ministry.
Giving advice is piving a service that can be reiected;
but such advice becomes something different when
viewed from the noint of view of, sav, a further educa=-
tion collepse, when the advice siven to it is alao given
to the local »uthoritr'’s central min:strvy ond may then
~ fect its prescrintionn 18 managing muthority in terms
0! resources, courses t¢ bte anproved, teaching staff
to be allocated, ani 50 on.

(e) Aivining tne schools - 2 rroression:l cervice that may
re ~ccented or not.’
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IRSPECTORS (IOCAL LEVEL)

The functions listed above are to be found, with different
degrees of intensity, at the national level. %hile local inspec=
tors also have multiple roles, they do not have to advise manage-
ment systems at two levels as do central government inspectors.
But they, far more than national inspectors, may be involved (at
least in England and Wales) w.th decisions on resources, with
auality judements on the schools and their teachers (e.g. whether
a new teacher should pass vrobation, or the short listing for a
headship) which might make it difficult for them to be advisers
to the schools at the same time. This is a problem because the
same body of expertise -~ an ability to relate sympatheticallv to
schools while remaining a bit distant from them -~ is needed for
both functions. Such roles demand high quality manpower and it
would be difficult for any system to afford a double group of
inspectors and advisers. Nevertheless, there have been attempts
to distinguish clearly between them. For example, in some English
local authorities, roles for "advisers" and "perivatetic teachers"
have been created in the expectation that thej will help schools
who seek their services but that thev will not advise management
on the auality of the schools they are helving.

So far I have described some of the elements of the formal
authority system - the legitimated and lepally sanctioned system
enabling work to be done and resources to be spent. This formal
auth~»ity system is interlocked with the power system through which
political, psychological and other pressures are annlied to the
formal decision-making process. Public opinion may exercise its
influence through information media (see G. Noel, naras. 40-41 in
Technical Heport No.1) or through institutional arrangements which
do not simply take information flows for granted. In England, for
example, there are pressure pgroups such as the Confederation for
the Advancement for State Education, and the Socicty of Teachers
Opposed to Physical Punishment, while the locnl authority nnd
teacher associations have recognised power to negotiate with
government on major policy issues. And there are too (particularly as
the participatory movement gets underway) several institutions
that hover uneasily between power and authority. Of these, the




O

ERIC

Aruitoxt provided by Eic:

governing bodies of schools are the most obvious example; but
ambiguitios arice also in the paronts! associations and the
teachers! associations and the question may well be asked to
whom thoy will be accountablo.

GOVERNING BODILS, PARENTS AND DRACHERS

Governings ovodies may bos

(a)

Part of the management-accountability system. 1In
this case they have authority over hands of schools
althouch, in practice, the decisions they may take
arc secvercly circumscribed by the local authorities
and their control over schools is gonerally reckoned
to be weai:,

Alternatively they may be:

(v)

(c)

Consumer councils representing the clientdle, If

they are, they cannot also be part of the management-
accountability system. They can casily become gsocial=-
ised by the system they are supposed to criticice on
bohal{ of tie cliontdle; or

Part of an cuternal reviow and criticiom syotem,
Tnis ic not consistent cither with a manarement role
or with the role of ropresenting the clientdle.

With parents! aczsocintisns chiere are distincitionc between:

(2)

(b)

Jdorenval particiration - us vol:witoers, obcervers,
frecuent visitors to and supvorters of the oschool,
Control of cechool by parents - ac stnrougn the
memoersaip of tiae roverning bodies,

With teachers! acoocintions two points in particular

suould be noted:

{a)

They are becominys formal ani logmitimatel nressure
Frounc.  Wrer are invelved in salnry neroiiations
and memoerchip of advicory vodies, somabtimes by
statutory rigfnt,.
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Aruitoxt provided by Eic:

the
may
the
But

(v)

They are part of the goneral professional and
pressure group system which is now bringing weirht
to bear on local and national decision maiing,

The exanples of governing bodies, parents' and teacherat
relationciiips and teacherst asgsociations point to gerious con-
fusionu that are verinnin~ to arise as attempts are made to open
scihool sysiems to client participation. Juch confusions

be unavoidable, if only because one ousht not to multiply
nurber of extoermnl bodies to which a school must relate,

the overlapping and confusions between participation, con-
trol, review and eriticiom (sometimoc to be seen in OE(C -
sponsorcd papers) srould at lcast be recognised even if they
cannot be avoided,

CONCLUGION:

It ic now possible to offer the tollowing gencral
conclusions,

(a)

(e)

Schools are not astonomous but can be free., Juch
freedom is vest cnecilied in tornic of precicely what
the sehools aore cocinlly and lesally sanctioned to
do and wiiat is expeeted of tnem (stheir acetivities

or tusiis).

For ilic recionm anid :liucretion of ine schools to
ve siated adeauates), tie presceription: around then

“ive concent of the prime inutitotion mipnt umefully
ve -leveloned., DIriellr, we nave veen Jeceribving
srotvens in whiieh the elucotional nrocesses are

carricl oul by srouns ol prorecscionals within a

gl

anopentent siructure. @ otaeory  the waole of tac
sysver it the insctitovion wiich rrovi-.cc educction,
3ut within the tosrl institution (ineluiing gove:in-
nent deopertment, local nutieriiy il seiool) there
are prime insiitutions <ipon whose ntility to oiffer

-

alequnte services 0 ~rriisn, ant: to create and develon
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(d)

(e)

new forma of education, the funectioning of the whole
gservice ougrht to depend. The few models that we have
of oducntional creativity « ac in Englich primoary
gchools = have depended on the creation of such prime
inptitutions. It is by describing their diseretion
and the prescriptive limiis within wiich they work,
thnt we might rot some ceonte of how educational
Fovernance io able to reconcile creativity and
accountability. Taic concent of the prime institution
is tiecded cven more seriously in other weolfare state
irovitutions such as gocial nnd welfare orpanicoations,
it mirat well be acpplied to the arec tean in © social
gervices department, for cxample,

“he ereativity of the schools has to be reconciled, in
any complex society, with the demands of the whole
cociety waich may, ot any one time, wish to emphasize
oeneets of gocial or cconomic prowth that mipsht be
entithetical to cducctional profecsional assumptions,
If this is oo, the coounptions should afnin Le made
exnlicit as obvjectives governing the whole sysicm.
Iniced, the central theme of this poper - the reconcile
iction of frecdorm and n~utonomy -~ itcelf is a otatoment
of values. It may well be that accountability, itoelf
o Jderocratic value buti not often recornised as such,
i too often nore rowerful thon frecdorni.

Jac place of develormeni in publie orfanisation systems
cloc needs to oe dofineds Vevelonment ic the assesse
menty of needs of the clientdle with o view Lo re-
ariicilating orpanictitioncl objectives anl activities,
it should nos be confuced with rlanning,wiiich is the
coiatlichment of systens by wiiicl procesces can be
pevier related to objectives. Jorii neceds to be done
on wars in whilch the devclionmental impulgses of the
Schools - in 3riduin there are thirsy thousand poten-
tial ceaires for exneriment and developmeat - can be
vrovont togetier ia uw tosnl developmental systen in
which inspectors, advisers and resource ranagers are
able to t2le up thc worl of the scihools for purposes
ol seneralisation anl rorlication.
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(f) The place of parents, pressure groups, professional

associations and so on in the educational system is
uncertain and needs to be developed, But these roles
are best not developed in terms of grandiose and

vague statements about participation. Distinetions
need to be sustained betweon participation and control,
authority and power, management and the criticism and
review of management. At present liberal intentions
in Britain are confusing these categories,

(g) Follow up. A number of matters that call for follow

up emerge from this roview. Of these the moro
important are:

(i) Therc is need for a more systematic statement of
the range of decision-moking systems showing to
whom the different levels of educational service
are accountable, ‘

(ii) In particular, accountability vithin the cduca-
tional field proper could be studied, for example
through the ways in which examination gystoms
prescribe the content of curriculunm,

(iii) The paragraphs in this paper concerned with

dovelopment could be carried further into a
discussion of accountability for creativity. 1Is
this a contradiction in terms or is it possible

to expect systems to shelter, foster and encourace
innovation?

(iv) The way in which authority is exercised is affected
by many variables. Onc of them is the incentive to
be creative, Cash ditfercntials, status, the free-
domm given to the prime institutions, might all be
examined in this context,

(v) Internntional comparicons of the rangce of roles
surrounding the two types of the inspector and
the adviser would yield useful perceptions on the
diccretion and accountability of the school.
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IV. ORGANISATION AND RELATIONSHIYS WITHIN THE SCHOOL

by

Tim McMullen, Centre for Educational Hesearch and
Innovation, and lately Warden of Countesthorpe College,
Leicestershire

This paper,despite its designation, is not a definitive
statement. The problem it discusses hrs been little studied;
parallel studies from industry and administration have some
relevance but this is limited by the particular nature of the
school and the processes it undertakes. The author has spent
much of his career in the internal administration of schools
workineg with a wide range of differing organisations and has
also been concerned with attempts from outside the school to
modify the behaviour of administration within. This paper then
is written from the point of view of the practice of education.

It will attempt to clarify the problem, to discover what questions
to ask, and to suggest tentative hypotheses for further discussion
and investigation.

A central concern will be the relationship between changes
that are introduced trom outside the school to those generated
within it. We are not concerned either with an overall imposition
from without or a spcntaneous invention from within but with a
complex interaction between external and internal forces., The
school will be truly creative when it can both generate itc own
innovations and adapt those originating from outside; .ts
internal organisation must be receptive to outside stimuli as
well as protective against undue interference. The energy that
can be released from real ‘nvolvement in nmaking decisions must be
supplemented by the energy that can be induced by powerful innovae
tive stimuli from without. Above all it is not a dichotomy that
we are concerned with = participation against manipulation - but
a compromise between them,

DEFINITION OF THE PROBLEM

The problem,for this paper, is to clarify the relationship
of the internal organication and relationships in the school to its
capacity to adopt or reject, adapt and generate change, This



partial approach must be seen in the perspective of the whole; 3t
is clear that the internal conditions in a school that enable it

to change are closely related to the factors external Lo it = the
administrative framework, th2 professional supporting structure(1),
and the complex pressure¢s {rom the cocial environment. Above all,
the motivation, hopes, and reactions of teachers are much influenced
by formal and informal external pressures. Whatever the immediate
impact, changing the internal conditions of the school alone will
prove insufiicient.

The term 'participation! is currently used to cover two
processes: participation in the taking of decisions in which the
participant has real power; and participation in influencing
decisions in which the participant is consulted. In this paper
the first meaning -~ participation as power to take decisions will
be used throughout; for the second procass the term 'consultation!
will be employed.

Nature of the factors involved

We are concerned primarily with t.ile different types of
change, thr different method: by which they can be introduced, and
tre velationszhips of these to differine internal orgarisations and
ralationships. OQOther variables are involved which we cannot treat
exhaus“ively in n paper of this length, but Lhey should neverthee
lezs be kept in mind. Firstly, the size of the school (which
could vary tetween 200 anu 4,0n0 students in the secondary sector)
profoundly affects organisation, relatienships and, most particularly
comrunications = the possibility of staff interreaction decreases
peometrically with the size of the staff! This paper relates more
to the moderate or large school with perhaps 30-1 O professional
staff,.

secondly, the quality, homogeneity o!f qualifications, and
age~distribution of prnfesnional staff, torether with their promotion
prospects, pay structure and treir robility between schools, will
rary and will influence particularly the personal relationships
within the school. Finally, the ecconoric and social background of
pupils will, througsh their hopes nd exrectations, affect the
internal relationushiips of bLhie uschool,

(1) See vie ) lowine chanteri"iprofeniiganl Juppnrt to the (ichool”,

- 63 -



Types of innovation

What must be considered carefully are the different degrees
of innovation as they affect the teacher: one type of organisation
might encourage one category of change yet be hostile to a second.
Three main classes can be identified. First, marginal changes
which do not alter the teacher's role nor greatly change his
practices = those innovations which add to his repertoire rather
than alter it, e.g. the addition of an audio=-visusl technique.
Secondly, an incremental change defined as that which, while not
altering his role, changes the teacher's practice and results at
least temporarily in increased work: a substantial alteration in
subject content or the adoption to an oral appronch in a foreign
language would fall in this group. Finally,fundamental change
which transforms both the teacher's role and his practice, e.g.
the introduction of non=streaming together with individualised
learning. In this paper, we are wostly concerned with the last
two categories.

A second dimension necessary to consider is whether a change
is binding on the whole professional staff of the school or a
section of it = the maths department, for instance - or whether
it is voluntary for the individual or a self-selected group.

Methods of effecting change

Why should a school or its staff change? Teachers surely
are like the rest of humanity, They prefer certainty to uncertainty,
security to insecurity. Once they have learnt to perform a task
adequately they have & resistance - some would say a neurological
resistance = to learning a new method. Unless the process is
rewarding in some way, they do not relish either the extra work
involved in re-learning, or the threat of an unknown situation;
this is not to forget that small cection to whom change is a
challenge always to be scceptea. Also, the nature of the profession,
itself secure rather th:n adventurous, attracts a cautious personality;
certainly most teachers are recruited from a basically congervative
socio=economicclass. Above all, their tradition has been that of
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tranamitting n culture not transcending it, a conservative role.
Finally, their profeasional relationships, particularly with
adolesconts, are personally threatening; authorit; is vit:l,
rnt o ther ~inpeise 4t withidn linv:n conditions: c<lrange these and
the teachors! nightmare, the class™oom riot, may occur. In
addition, immured as teachers are in their classroom, their lack
of visibility, except to their students, makes them particularly

ab.e to resist external pressure to change.

All this adds up to a basi¢ tenet of this paper: that
teachers in general will not change fundamentally of their own
free will, even though there is a small proportion who will.

To rely on the spread of innovation by this small percentage

of chanse-motivated teachers is not a viable strategy for large=
scale change. This leaves inducement or coercion as possidble
methods; it dees not, however, imply that a fundamental change
0 introduced is not greatly facilitated by methods of percsua-
sion, by harnessing the enerpgies of the self-motivated teacher,
and by cr-ating appropriate social relationships within the
school.

It is not assumed that inducement and coercion are only
possible from outside the institution: the head or the
hierarchy, and increasingly students, can bring the same
pressures,

It is worth considering briefly the two outstanding
mnthods, Firstly, inducemen® can be direct or indirect,
subtle or obvious, It can take the form - as I believe it
did in the gspread of new methods of primary education in
Oxfordshire - of the awareness that all promotions depend on
the adoption of the new ideas, or as in Sweden in a direct
bargain with the teachers'! unions to decrease the ratio
of students to staff. It can also include the inducement
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that the innovation will result in greater student satisfaction
end that this means greater teacher satisfaction; though I doubt
if this will result in fundamental change, but might in
incremsntal. Coercion is unpopular = illiberal - yet in fact
is both widely used and is much more effective than most of

us like to admit, An examination of some of the shot-gun
marriages of grammar and modern schools in England would show
that considerable teacher resistance before the event was
followed, after a short period of discomfort, by the staff
adapting to the new situation. Certainly coercion needs
preparing well; certainly it will be more effective if

combined with inducement and persuasion, but it remains probably
the most effective agent of large-~scale change in the armoury of
educational administration, However, the reaction within the
school to coercion can either be active and creative or passive
and negative.

All this refers to a fundamental change in the role of a
teacher. An incremental change, affecting as it does his
practice rather than his role, is a different matter, Both as
a humen being and as a professional, a teacher wishes to perform
his task effectively, one of his main satisfactions being the
feed~-back he gets from satisfied students, When confronted with
a problem, by the awareness that he is not succeeding as well as
he likes, he is stimulated to change his practice. What becomes
important, therefore, is to develop internal conditions within
a school in which problems are easily identified and
discussed, Such conditions are related on the one hand to
the degree of involvement of the teacher in his task {which
is in turn linked to the degree to which he participates
or is consulted in determining what that task should be)
and on the other hand to good communications and open
professional relationships,
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Thus, while fundamental change will only arise from coercion
and inducement from outside the school, incremental change will
depend on the nature of the internal organisation and relationships
in it., It will be influenced also by the persuasiveness of, and
positive stimulation from, professional support bodies and from
tinterventions® in the school itself(1)., Hence, we have to allow
for creative adeptation of fundamental change imposed from without
and for the generation of incremental change within: a combination
of a recognition of problems within th: school, of open professional
relationships, and of a sensitivity to stimuli from outside. It
is in the light of this that we will examine possible internal
organisations and relationships.

Finally, as in all organisations, innovation has to compete
with the existing task which fully involves the efforts of the
staff; this is particularly true in a school because of the
nervous tension engendered by the teaching process. Normally
both the time and energies of the teacher and the finance and
physical resources of the school are fully engaged. The likely
willingness to divert a part of all resources to & permanent or
ad hoc sub—organisation aimed at effecting change is a critical
factor in internal organisation, particularly as we are not here
contemplating a revolution followed by renewed stagnation but a
continuous evolution. It is not possible in the scope of this
paper to examine the exact nature of such a sub=organisation and
the resources it should command.

THE NATURE OF INTERNALs ORGANIUATIONS

By internal organications we mean the distribution of
power to make decisions of varying kinds, to enforce or support
such decisions, and the process of communication involved; the
whole results in the definition of tnhe role of individuals or
groups within the school, Something i: %o be learnt by studying

(1) See the following chapter: "Frofessional Support to the School'.
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parallel organisaiions in industry, particularly througu the work
of Burns and Stalker, and March and Siion. However, certain
essential differences in the "worketask" between a school and the
rest make analogy dangerous; the difficulty in defining objectives
in education and thus of méasuiing outcomes makes a "management

by obJectives"” approach especially problematic. The complex

human interreaction between the teacher and student on the
®shopfloor® has no parallel in industry «~ notably the essential
privecy in which the teacher operates. A point less often noticed
but of increasing importance is that the nature of the organisation
must be thought of itself as a learning situation for the student:
they will not learn "participatory® attitudes from an autocratic

organisation.

Criteria for differentiation of internal organisations

One can isolate three main types of decision that have to
be taken in a school: the salient feature of an organisation is
how it achieves these. (ne is the everyday decision which forms
part of the normal routine; such a decision is taken according
to known rules = whether written or understoou from tradition.
Secondly, ®exceptional?® decisions will be needed for situations
not coverel by routine, frequent when concerned with students who
are varied human beings; these, however, are not decisions
resulting in precedents for a new routine. Finally, there are
policy decisions which result in a new routine being established.
In most organisations it is laid down who takes what level both
of routine decisions and of the "exceptions" to them; much less
clarity exists as to who takes policy decisicns and by what process.

Closely linked to "who takes what decision" is who enforces
and/or supports the decisions once taken. For instance, in a
foreign language department the head of department may have the
power to meke routine decisions such as "at what level of marks
students mey enter for an external examination"; he may also be
delegated the power to deal with exceptional cases e.g. "students
whose level is clearly too low but who have been ill". However, the
policy decision “"to offev Spanish instead of French to less able
students" may be reserved ror higher authority; but, once it is
taken, the head of department will have the role of enforcing and
supporting the decision.,
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A second major factor is the nature of the communication
system and the kinds of information that flow along it. For
converience the term 'vertical® is used for movement up or down
between head, hierarchy and assistant staff, and "lateral’ for
movement between assistant staff. A third factor is how clearly
various levels of the staff perceive the aims and ohjectives of
the whole institution. A fourth is where the staff perceives
the seat of the authority that underpins the whole organisation.
Of lesser importance, but still significant, is the way in which
promotions are made or influenced within the organisation.

Possible classification of organisations and

their relationship to variables of types and
methods of change

One can identify many types of internal organisation on a
line from the completely autocratic to t..e entirely partieipatory.
However, by taking five points on this line one can perhaps make
clear the relationship between crganisation and change. It must
be remembered in a’l that follows that these are generalisations
and that they are not discrete types.

It is important here that the distinction made earlier
between participation and consultation be borne in mind. More
stress has been put on the participatory and collegiate forms than
would be warranted by the comparative rarity of both. However,
this has been the direction in which many systems have been moving;
considerable pressure has been exercised both by students for an
increase in participation and profecsional unions for an increase
in collegiate control,

The term 'Principal' will te used for the head of a school
and ‘Head of department' rfor any staff in charge either of a
section of academic worx ¢r of social organisation.

(i) Autocratic Crc-anisaticn

In this, only routine decisions are delegated and even
these are closely :upervised b," the Frincipal; exceptions
to routine and policy are reserved to him, and decisions
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are taken without consultation. Communications are mainly
vertical, consisting of a flow of orders downwards and
routine information upwards; thus knowledge is concentrated
in the Principal's mind. Aims and objectives, with the
exception of those that are clearly demonstrated by the
Principal'!s actions, are little understood by staff. They
perceive the authority for the system stemming in part from
tradition, in part from the charisma of the Principal
himself. .

On the surface this may appear an unlikely system to
promote fundamental change = particularly as the qualities
that go to being made Principal in an autocratic system
are strength of personality combined with reasonable
conformity rather than ability to innovate. However, where
such a system is still acceptable to students and staff,
it may well be particularly open to inducement and coercion
from without acting on the Principal; the habit of acceptance
of his decision may well then carry the innovation through.
For the same reason it is comparatively easy for the
Principal to reallocate human and financial resources. It
is at least a tenable hypothesis that fundamental or
incremental change originating outside the school may be
easily effected, although the acceptance may be passive
rather than creative.

Incremental change, influenced from without but
generated within, is improbable, as staff are not encouraged
either to identify problems or t. solve them themselves;
influence from outside tends to be mainly on the Principal
and interventions are not welcome.

(ii) Bureaucratic Organisation

Here the routine and 'exceptional' decision-making
powers have been clearly delegated to a hierarchy working
in a strorgly departmentalized system, this delexgation
buing designated by rules or by tradition. Thuigh residual

power lies with the Principal he cannot easily disrupt the
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system. No machinery exists for taking policy decisions
which, owing to the competing interesta of the departments,
are hard to achieve. Because of departmental rivalry, it
will be particularly difficult to bring about any necessary
reallocation of resources, Communication is vertical but
information tends to be retained at the departmental head
level rather than passed up to the I'rincipal or dowa to

the assistant staff. The overall aims of the institution
have been fragmented into departmental objectives. The
authority for the system is seen as traditional and inherent
in the organisation itself. Promotion takes conformist lines
and is much influenced by the heads of departments.

Though such a system can be effective, it is clearly
inimical to change other than perhaps of a marginal type.
Because of the rigidity of the structure and the importance
of the "rules", it is unlikely to generate it from within,
and & powerful combination of coercion and inducement would
be required to influenceit from the outside. Even if this
were successful, the organisation would tend to fa)l back
afterwards into a new bureaucracy hostileto furthe: growth.

(iii) Consultative Organisation

While real power resides with the Principal and
secondarily to a hierarchy designated by him, Pexceptional®
and policy decisions are taken by a process of consultation
which may involve committees of senior staff, perhaps with
representation from junior staff and students, or which may
attempt to consult the whole body of participants.
Farticularly, major policy decisions are taken only after
maximum consultation. This is not a process of vote-taking:
the final decision lies with the hierarchy and Yrincipal,
but nevertheless decisions are strongly influenced by
participants, With this goes considerable delegation to
*lower® echelons of staff to take *exceptional® decisions
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and initiate minor policy changes at the classroom level.
Departments are wider and often interdisciplinary in the
area they cover; ad hoc groupings are possible. Communi-
cation is two=way vertically, information passing both
ways; lateral communication is encouraged by the process
of consu!tation.

Understanding of the aims and objectives of the school
can become widely diffused among senior, but possibly less
widely among Junior, staff. Consultation will also take
place with heads of departmental areas over promotion of
staff. Though authority for the system is seen to derive
finally from the Principal, it is felt to come alsoc from
either the total staff or more often from the senior staff.
The looseness of the departmental organisation will also
allow reallocation of resources; it would be easy tou set
up a permanent allocation to a 'change group! within the
staff.

This organisation has the advantage of being open to
external pressures which need only to be exercised on the
Principal and hierarchy; once they have been uonvinced of
the inevitability aﬁd necessity of a fundamental change
the organisation allows for sufficient involvement of the
staff to make sensible adaptation possible. Tt jg alaso
open to the external administration, by contrnlling
appointments of senior staff, to ensure that thoce prumoted
are open to outside influence. However, the euue of develop-
ing open relationships and the receptivity to outside stimuli,
combined with the tendency of such a system t»n facilitate the
identification of problemz, to encourage their diccussion,
and to disseminate the necessary intormation about them
throughout the statf, alsce makes incremental ~hange,
generated within the school, a real possibility,

(iv) The !Collegiate! Organisa‘izn

In this, major control of policy and ol executive action
is by the professicnal ctaff «r by some reprecentative body
of them -~ in the latter cace usually weighted towards
ceniority.
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Decisions are taken by voting, perhaps with special
mechanisms for review if the result is close. Executive
action is normmlly taken by the Principal and an appointed
hierarchy; in some cases the Principal has the formal

power to veto which is rarely, if ever, used, because to

do so would destroy the 'collegiate! nature of the
organisation. He usually retains certain thidden! powers,
such as the right to recommend promotions. Communication
tends to be good, particularly laterally because of the process
of Joint decision-raking. In the same way knowledge of the
aims and objectives of the school is widespread.
Increasingly pressure is being brought for appointments,
including senior staff, to be made or at least strongly
influenced by the Collegiate body.

This organisaticn mus! surely be resistant to fundamental
change, decisions being taken by o body of staff who are
themselves individually opposed to it. Unlike in the
Consultative organisation, outside pressure has to be brought
on the whole statf,not a small hierarchy. Both coercion and
inducement will be difficult. It is possible also that, to
the extent that the Collegiate body control appointments,
highly innovativeiy-minded staft will be rejected.

The situation vould, however, be quite different in
relation. to incrementali change; a Collegiate system with
its good professional relationships - and its probable
stress on professional recponsibilities - might well prove
one in which problems are discrvered, discusced and tackled.,
It is also likely to he open te protessional stimuli from
cutside support bodies and to be reascnably welcoming to
profegsional interventions., It ig, therefure, possible
that a Collegiate urganisation may urn out to be hLoctile
to tundamental, while remaining «Len to in:crementaj change,
{v) The 'Participatcyy? irpanigacion

This resembles the Collegiante - rganication except in
one fundamental aspe .t students share preal power in the
making of policy de-cisions, A dictinction needs to be



O

ERIC

Aruitoxt provided by Eic:

drawn between a true participatory system when any student
of sufficient age has a vote and a repregentative system
when a number of students are elected to represent the
rest. In the latter case, unless the number of such
representatives substantially equals that of the staff,
there is a danger that the representatives will identify
with the staff rather than students. It is assumed here
that it is older students = at least over fifteen years -
who will be involved. Experience in day schools hag shown
that under this age children tend largely to reflect the
opinjons of their parents and are unable tc see any specific
issue in the total context of the schonl; however, training
for future full participation can gtart much younger at the
telass-room! level. Therefore a true participation system
can only operate in schools with a substantial proportisn
of students between 15-1#, Communication can be Letter
than in nther systems, again encouraged by the joint
discussion otf problems: gimilarly aims and objectives of
the school can be encily dicsseminated. The tauthority?! for
the system is seen tu derive {rom all thoce purticipating
in it, Appointments will be made, ~r a* least influenced,
by the total participating body.

Such a cystem -« as also the Cellegiate one - may be very

effective, enlicting ac it does the strength and motivation

v all: involvement c¢an be cunsiderable,  ut 1n averape
conditions, will it wellrme fundamental choanget Here it i
neceggsary to dir'ferentiate between ~hange in acqddemi- ~ontent
and methud on the -ac hand snd zocial crganication and
relationships on the cther, 1% is nleo nerescary to cencider
triefly the adolezcent himself won rebels riinst adul e
authority while at the eame ‘ime enormusiy luacks conti-len-e
in himcelt and iz anziue o0 Fio whiertaiy future,  Students
wili bring ~unetant precsure b chanege Che authority and
sweial relationshirs within the Ceohool ard in this will
reprecent a real cource ¢ 'icerel noand inducement? ter the
staft, But in weadepie macters sher will Lo auti u. andd
unwilling to risk change - jarciuiariy *h ce of then whe

stand o benell rren onocadens o cweess,
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It seems likely that fundamental social change in schools
can result from participation; but in those establishments
in which the majority of the students need examination
results the conservativeness of the staff may be reinforced
by that of the students, It is important not to judge this
system by schools such as the Norwegian experimental
gymnacia where students are self-selected and staff very
innovative, or Countesthorpe College where the staft was
gelected for its openness to fundamental change - though

it 1o an interesting confirmation that, in the latter,
ctudents who were motivated towards examination success
proved a conservative element in relation to academic
~hange. This leave. uncertain thuse establishments where

a substantial body of gtudents are over 15 and are not
2encerned with academic success, particularly in working
~lass areas., Here students are increasingly disenchanted
with academi2 content as well as social relationshipe: for
such uchouls, participation could be a real road to change.,

In its attisude to incremental change, the Participatory

nrganication will regemble the Collegiate and be favourable.
It may perhaps be more o, as the identification of vribleme
becomes easier when ctudents themselves are involved and
stimulus to f'ind o solution becomes sharper,

As parents are not dire«t participantz in the school,
and as they are mor: normally congidered ar o pogssible part
~I u governing boedy external to school, they have not been
inviuded au part of a participatory internal ~rganisation.
Hwever, should they be o ~onsidered, it iz probable that
in general they will a=t w2 a :mservasive rather than an
inpevacive element; *hie i: parsioularly srue in relation
*ooarademic omancers, It is nerhars worth remembering that

inoontenla cerving a trosaecestiom of ooeind clasoses it

Pg the mitile olaes parents wh, would m oot Likely be
fnvuivedy fe leotiis preurn chae cords ¢ bave been satisricd

w:th its own education and wishes to perpetuate it, In
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disadvantaged aress 1t is more probable that parents, having
no fixed ideas of what education should be, might be more
vpen to change., It is thus pcssible that in a school in a
disadvantaged area the pa. “icipation of both parents and
students might bring real pressure towards fundamental change.
Looking over the whole range of possible intermal
organisations it appears that, even though cfficient, the
Autocratic and Bureaucratic systems are likely generally to
stifle the creativity of the school. The real interest lies
between the Congultative and the two types of real partici-
pation, the Collegiate and the Participatory. The former has
advantages on account of its openness to esgsential pressures
for fundamental change from outside combined with its probable
capacity to generate incremental change within. However It
is unable "o involve either the junior membersc of gtaff or
the students wholeheartedly in the educatisnal task; for
this "= happen rexl participation is nececcury. In a
Collegiate gsysten thie 1o given %o the protegsicnal ctaf't
who may well then geneprate incremental -hange within,
However, at the same time, 1% iz very likel:» that the
corpornte budy of profescional otat’t will rtreve resistant
and perhaps igpe-netrable 0 preccure.: for fuandanental change
rrom withowut, Finully a burtdipatory ovoten, involving
students - and poosibly parentt -« in normnd areas nay
precent a4 sduutble face:  resictant bt furdanental change
in acadenic patters but open o 1t in o wial relationchipe;
it too chould be liRely to genwrute jincremenial change.
A punzible excepticon te the atter might be in the g of
v cchool in oo dizadvantaged areng bope {0 might be open o
tundamentai change in all oascere. Thyas one o preter
a4 Cepoul cative oyctep for o oong e L, an SLcipatary
~ne for chere,
Table T attempt: 4 oummarice the resction o f the five
*ypes 0f organiaaticn to change,  AUter Lo kliug at the
nacure o rerconnel relacsionebive in che ool ks paper
will put forwnrd o wentative coteene almed o entrncing both

she Copoaltaticve anl she puarticist oy arstems,



THE NATURE OF RELATIONSHIPS WITHIN THE SCHOOL

It is not proposed to discuss in this paper relationships
at great length hecause they are largely determined by the nature
of the formal organisation and by the pressures from the
professional groups outside, such as teaching unions. This is
not to diminish their importance. Although they are not a
sufficient condition for fundamental change, they are in many
cases = particularly for incremental and for self-generated change =
a necessary condition. Mechanisms that can help change a staff
to an ‘open! set of relationships will be essential(1).

Certainly, within a school, the informal relationships
betwren hierarchy and assistant staff, amongst staff and between
staff and students, are of vital importance: to the attitude of
individuals towards change, to the opportunities that arise for
self-selected groups to generate change, and to the communication
of both the ideas behind, &.ud the experience of, change throughout
the staff.

The main interrelationships that affect the creativity of
the school are the dominant attitude towards change on the staff,
the amount of professional communication that goes on between them,
and the formality or otherwise of the relationship between
Frincipal, hierarchy, assistant staff and students. We intend to
examine briefly the two extremes = a %closed" system and an ‘open"
one; remembering that all kinds of compromises between them exist.

1. The "Closed" system

In this the dorinant attitude of the staff to change is
hostile. Such an attitude would seem to be particularly associated
with Autocratic and Burzeucratic organisation; this will be
particularly strone in relation to fundamental change, less strong
towar:ls incremental change; strongly towards binding change, less
towards voluntary change. However, in the Collegiate system, and,
in relation to academic work, probably in the larticipatory system
ag well, hostility would be limited to fundamental change.

(1) See HeAo Schmuck':s papers"Interventions for 3trengthening
tre Hechoolt's Creativity”.
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The second main elemen: in the "closed"system is limited
interpersonal contact, particularly professional contact. Staffe
room conversation tends to be non=professional; staffroom
relationships to be restricted between subject departments and
between age=groups. The Principal tends to be isolated from the
sta'froom both physically, and by custom and tradition. Such
limitations stem naturally from Autocratic and Bureaucratic
organisation, but certainly need not be a part of Collegiate or
Participatory systems which by their deci:: n—making process
encourage greater interpersonal contact on professional matters.

A final element in a "closed" system is a "hierarchic”
formal relatiomship between Principal, senior staff, Jjunior staff
and students, in which formality and respect are expected in a
one~way direction. This particularly inhibits %the upward flow
of informal information, which, by giving warning of the
malfunctioning of the existing system, creates conditions in
which change would be congsidered. Again this is typical of
Autocratic and Burcaucratic systems. The Collegiate system might
possibly develop this between staff and students; the lParticipatory
not at all. '

It is interesting to congider what will happen in a 'closed'
system when subjected to pressures to change. It will resist
coercion, but if forced may rapidly settle back into a new ‘'closed!
system which while accepting the coerced change will remain hostile
to any further change.

2. The 'Open! system

The dominant staff attitude is here positive to incremental
change and to 'voluntary! change; for reasons discussed in the
section on tormal organisation, staff will not in normal conditions
be receptive to fundamental change. This attitude can develop in
Consultative, Collegiate and Participatory systems.
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Staff have the opportunity, time and desire to meet and
discuss professional matters informally. They may also have
the opportunity to enter the working situation of other departments.
This clearly both encourages groups to discuss change, and also
spreads information about what is happening throughout the school.
Interpersonal open relationships can be developed in the Consultative
system, in the Collegiate - but not necessarily involving students -
and in the Participatory system. .

Finally relationships between Principal, senior staff,
Jjunior «taff and pupils are informal and easy, which again increases
the flow of information up from below. Juch a system should be
open to persuasion, tn inducement, and to student influence;
particularly it ghould encourage self-generated voluntary change
and make easier adaptation of change from without.

el

GENERAL CONCLUSION

It has been seen that the creativity of a school is
dependent on the internal organigation being Participatory either
in the sence of influencing decizions (the Consultative organisation)
sr of taking decisions (the Collegiate or Participatory). Cevtain
advantages in permeability to ovutside pressures lie with the
lonsultative, in involvem-nt of all c¢oncerned, with the Coliegiate
and the Participatory. It might be worth considering whether the
two rould be combined.

A pocsible arganisation is get ocut in Figure 1. The ochonl
iz runecerned as having diceretion to make decicions represented by
the thick surrcunding line. The amount of thig is dependent on
the luaws of the land and the regulatione ot the adminiastration on
the one hand and the presoure: feom the totad environment on the
cther; 4o a limited extent the *position! of the tine is not
fixed but negetiable.  Within, the major Yframewerkt policy
decivions after full ospcultation are taken by the Principal and
kierar:hy, .ne of whom is des gnated parci-ulariy o promoete
inn-vation and fo o piven time and recourcen to 4o su. The statt -
and, 1f desieed, students - are chen Aivided ince oa ceries of amall

ZorRinge gerups, come sf wideh wiill be ctable - ver time and thers
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which would form for a specific task. These groups would have
complete discretion, within the framework of the major policy
decisions, to make the direct policy decisions corcerning their
work. For example, the major policy decision might be 'to
introduce co-operative group work among teachers!. 1Individual
participatory groups could then decide how to implement this:
one group perhaps simply sharing the making of materials while a
second was introducing a thorough team-teaching organisation.

Finally, the Moot - the meeting of all participants cr a
substantial representation of them - would have the role of a
check on the power of the Principal/hierarchy in that it could
veto policy decisions by a two-thirds majority. It iz imvrobable
that, if consultation is really taking plar2, this veto would ever
be used; however, its existence wculd guarantec that the major
policy makers do continue to consult, The Moot cnuld have two
further functions: it could act as a Court cf Appeal againat
executive decisions, and it could act as a discussion forum.

There are several potential advantages that might be expected
from this type of organisation. Firctly the invelvement and
relationships that lead to creative incremental change are retained
partly by the participation ¢f all in the direct decisions regarding
their particular work, partly by the consultation of everyune for
the general policy decisions. Secondly the Principal/hierarchy
are retained as the main channel for stimuli from cutside. An
enlightened appointment policy by the Admiristration can ensure
that there are statf whe are innovation-rinded and, ac discussed
earlier, they would be more open to the necessary pressures from
the Administration when fundamental change wac needed. Finally the
presence anmong the hierarchy of somerne whu has the time and
resources to encourage rreative change weuld ensure that parti-ipatory
groups with ideas were en:nuraged while tnzze lavking them were

timulated.

Perhaps such a system - or a modifica*ion of it « could
resolve the paradox that began *~ energe iuring *he writing of thia
paper: that participation, decirable in itsell and leading tc
inrremental change, -'ould revertheless be hoz4ile t) fundamental
change,




S TR W N R Y TS LT T I T T T T T T T T T P L T T T T T T T T I T T T T T TR T T T TR L S L L R TG TR
s O ER e : - : i StL s B e A

BIBLIOGRAPHY

BARON, George and TAYLOR, william, "Educational Administration
and the Social Sciences®", The Athlone Preess of the
University of lLondon, 1969, ’

BURNS, ?. and STALKER, J., "The Managemant of Innovation".
Tavistock, lLondon. 1961.

CHARTERS, W.W,, Jr., "An Approach to the Formal Organisation of
the School™, in NSSE 63 Yearvook (University of Chicago
Press, 1964).

GRETZELS, J. W., LIPHAM, J. M, and CAMPBELL, R. F., "Educational
Administration as a Social Process”™. Harper and Row,

New York, 1 ‘68,

HARGREAVES, David, "Social Relationships in a Secondary School”.
Routledge and Kegan Paul, London.

MARCH, J., SIMON, H., "Organisations". Wiley, New York, 1958.

MARCH, J., Ed., "Handbook of Organisations™. Rand McRNally,
Chicago, 1965,

- 8% -




oy —
LR R et T T e -

V. PROFESSIONAL SUPPORT TO THE SCHOOL
by

Koland Vandenberghe, Senior Lecturer,
Centre for Educational Research, Katholieke
Universiteit, Leuven (Belgium).

Professional support may contribute to various operational
activities of a school; but, without wishing to minimise other
possibilities, I propose to confine my remarks here mainly to
teaching problems. In this sphere, professional support is
gsomething explicitly designed to contribute tuv the creation of a

number of conditions enabling the teacher to perform hisg
ggrofessionall task more effectively in his capacity as organiser

of the learning process. All forms of professional aid (whether
contributed by the author of an article or by a team from an
educational centre) must aim at this ultimate goal, although it
seems8 to be an aspect that is somewhat neglecter at the present
time.

ouchk an approach implies egcentially that the teacher is a
profesaional expert in the organigation uf a teaching process
the object of whick ig %o accomplich a learning proecess, As a
cornllary we may inquire whether the teacher himself has thig
ronception of his role: does he see himself ag =0 expert in this
field? There is enough evidence to show, 1 believe, that one
aspect at least of the teacher'!a role is acknowledged to be the
organisation of the teaching-learning process(1), although he is
gseen to be concemed algo with adminiztrative(?) and soed .-
psychological(?) problems in the course of his work. Theoe last
two [ do not wish to minimice, even though they will not be
considered turther in this paper,

(1) For example: E, Hoyle, The Role ot the Teacher, London,
New York: Routledpe ard Kegan Paul, Humanities Press, 1969,

(2) See chapter IITs"Administrative Relationships betwesn the
Sehool and outzide Institutiona®,

(3) See chapter IVs"Organication and Relatiosnahips within the
3chool™,
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An interesting developmen. in the countries of Western
Europe is that nuwadays the object of management tends to be the
schuol as a whole rather than the individual teacher (see
E. Hoyle's paper, paragraph 37, Teshnical report No. 1).

Similarly, it is t¢ the school and not the individual teacher
that professional support is now principally directed.

Professional support may be conceived as the developnent
of a relationship between the 8chool and 2 number of bodies outside
it. The object of this relationshlp is to ¢ffect a desired change
within the school and/or among the teacher: concerned. In other
words, professional support is not a random, haphazard affair
but a gystematic activity aiming at a specific cshange (e.g. the
creativity of the school),

In describing and examining professional support we can
adopt two different approaches, We can present a systematic
description of the real situation - for example, that most teachers
regard inspection as an act of gupervision rather than assistance.
On the other hund, we can consider the pocsibilities of various
forms of professional support in the context of a desired change.
In what tollowe I shall try to combine the two approaches; the
seceond will lead to a deries of recommendations.

Bach of these approaches can be erxpressed as a premise that
provides a userul! theme for keeping the two threads of the enquiry
distin:® ay we develsp it,

The tirct theme i that the etfect ot a specific form of aid
upen the school or the teacher(s) depends on the character of the
rezipient /T.e. the grheol or the teacher(s)/. Fo.- example, it
haa been tound that the influecnce of spreialiced literature ig

preater (at all ovents it is difterent) on a %“eacher who is
receptive to innovation than on a4 *teacher who is not. The same
appilces wo che innovativeness f a sehool, Hen~e, we must always
took at the re.a*ive influence «f the various tforme of professional
SUREort,

CZhe second theme o that the vari us forme of protescional

support can be deserived and their value assecsed. In other words,
¥ we disregard the relavtive influence "f the varicus rorms of



professional support for the moment, we cun identitfy more
specifically the content of the school/professional support
relationship. '

Finally, the description of the reality of professional
support and the practical evualuation will enable us to work out a

- provisional conceptual diagram in which we will attempt to classify

the various forms of professional support. This diagram will
provide a place for the various cuirent forms of professional
support and reveal where any major defects lie. It should also
enable potential research priorities to be fixed.

THE RELATIVE INFLUENCE OF PROFESSIONAL SUPPORT

Starting with two forms of professionul support - educational
research and specialised literature - we propose to discuss a
number of examples that show the complexity of the problem, The
rhoice of these two forms of influence is nct fortuitous.
Specialised literature vn education and teaching(1) is a form ol
professional support that has made considerable progress at the
present time. The other form (educational research) i8 also
assigned a good deal of importance and much ig expected of it in
some quarters, but it involves a number of "linking" problems.

he influence of educational research and its resul ts

To what =xtent can researah exercise an influence un the

school nowadays? To what degree does i* stimulate change? How
far does it offer argumente for decision-making in individual
achools? To what exten® is it a sourss nf -reativity (i.e. change)?
These questions call for concise answers.
—————
(1) We obgserve in some rountries a tendency towarde cou-operation

between a number of veriodicale. Thiz seems to indicate that

promulgation of an inncvation tu.ough the printed word ie
accepted as an important medium of communication.
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At the mument it is generally agreed that little or nothing
is being done to put the results of research into practice in the
gchoola. They cannut therefore be considered as an effective
vomstituent of professional support., Various reasons have been

put forward to explain thigo,

The existing situation is conceptualised differently by the
rezearcher and by the practitioner (adminictrator, inspector or
teacher),  The researcher endeavours to reduce all educational
problems to a number of variables which he tries to keep under _
zontrol by the process of operationslisation and instrumentalisation.
His tirat oneern 1o to make a specifically congsistent description
f them. The practitioneryon the other hand, expects an immediately
usable solution to a complex problem whose component variables he
cannot (or will net) dicrern. A comment often heard in this
connection iz that educational research has no precise orientation
and mtrhye oo far from the real everyday probleme of teaching,
Farthermsre, the practitioner attanhes a goud deal of importance
to o intuitivn and improvisation in the practical crganication and
management o the teaching-learning situation. The researcher, on
“he eentrary, ie anxious to build up gradually a structure of
knowledge snd relationships culminating in a theory on the teaching-
learning process. It iz also asserted that the researcher usec a
veehnieal lang -pe in-omprehensible to the practitioner who complaing,
witn oure juge 2tisn that he makes no effort te ttranclatet! his
ey N,

Ghe prerwmocan be apprached from yet another angle. In a
very jatapestin eticle Guby dercrites the fH1lowing phenomenons
"lnn vaticne have percicted in education not beecause of the
Sufge rring cvidlbence S ocveluation but deopite P50 A recent dramatic
beoaltrie D by che Myl s Hoprisons progseamnme in New York City.
Tett ol Unildeo ot arrien what Supervio g, Cenchers and clients
Priioted wue crwe - thnt che propgranse was making o difterence go

greett rhet b oinplyocould opet be oabandned™(1), There oo theretfore

(1)  E.G. Guva, Tee Beiluee of Bdactinnal Evaluation.  bdue. Technol,,
MY e N [T .
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apparently a gap between the research results and the experience
of the practitioners concerned. In other words: there is a
contradiction between the conclusions of a group less directly
involved in the innovation and the motives inciting practitioners
to continue with it.

This example shows not only that the practitioners are
uninterested in the results of research, but that the researchers
do not attach any importance to findings based on observation and
experience. This rejeution of either research findings or
practical experience indicates a difference of value structures
as between researcherc and teachers.

We' may provigionally assume that the participation of
educational practitioners in resear'h may, after a certain time
and after the acquisition of positive‘experienve, lead those
actually cu-operating to rethink educational problems in the sume
conceptual framework and with retference to the same value structure
as the researchers, Whether such co-operation will exercice a
cumplementary influence on the researchers i{g an open queution,
It is relevant here to wmention vne important result(1) from
Margaret Johnson's enquiry into "Teachers! Attitudes to Educational
Research"., She noted that teachers who had onee been involved in
research had a more faviurable attitude to the value and petentiali-
ties of educatiovnal reqc:areh than theoe whoe had not had thio
opportunity. Her conclusion i3: "1t appears therefore that the
invulvement of teachers in research does produce in them o favourable
attitude towardc research, Participation in recearch should
therefore be ensouraged, provided that the research is vonducted
in guch a way that it ducse genuinely involve the tencher",
Thia initial assumption about the paprticipation of practitioners:
in research is also confirmed in the experiment condueted Ly Hoban
and Rege(2). (See Mr. F. Vanvergen': paper, paragraph 11, b,
Technical Report No. 1)

(1) Margaret .8, Johnzon, Tearheru?! Attitudec to Educn® .o nal
Research, Eduv. Resear:h., 1306, 67(3), 14-"1y,

(2) C.F. Hoban & A. Rege, Value Structure or Resenrchers srd
Non~researchers, AV Commun, kev., 19 79(17), 410-4271 ee
aisu:  Re Schmuck, Sceinl Poyeh.lopicnl Fastors in Enowledgre
Utilisation, Ir T.L. Eidell & Joanne M, Litehet (Ede, ),
Knuvwledge Production and Utilization in Eduea*ional
Adminictrarion, Columbus, Ohio/Univer.ity of Oregon,

19605, 14%=177%,



The need for the maximum utilisation of research results
hag not only led to a new approach [ﬂhvelock(1) speaks of a '"new
scienceﬂ? but has also produced a number of proposals - for example
to broaden the "conceptual framework" of research and to develop
a "structural framework".

Broadening the conceptual framework

E.R, Hilgard's proposal is well-known: in it he distinguishes
and describes seven types of research, ranging from wbasic science
research in learning" to "experimental or demonstration schools"
where the product developed can be demonstrated(2), with the object
of showing that it is possible to reduce systematically the distance
between, say, basic research and decisions concerming innovations.

He gives the following examples:

Types of research Relation tuv educational Jllustrative
practice researc

A. Basic gcience
research in

learnin~
Type 1 Not directly relevant to Animal maze
. school practices learning; eyelid
conditioning;

influences of
drugs on memory

B, Technoulogical
research and

development
bearing upon
instruction
Type 4 Relevant because taiught Computer-assisted
by special teacher in instruction;
simulated classroom language
laboratory
. Policy research
bearing upon
innovations in
~urrizulum and
pranrtices
Type 7 Experimental or demon- Headstart pro-
stration schwols, showing gramme: non-
what can suczeed graded schools

(1) In this eonnectinn, sce: R.G. Havelock, A Comparative Study of the
Literature vn the Dizseminati-n and Utilizatiun ot Scientific
Knowledge, Michigan Univerci-y, Ann  Arsor, 1969,

(2) Fur examples E.R, Hilgard, The Tranzlation of Educational
Keceareh and bevelopisent int. Action, Edu-. Keseurcher, 1972(1),
T, 1Ha2t,
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Hilgard's conceptual diagrem certainly offera valuable
suggestions but the problem of transitions and continual’
adjustments between the various types of research remains.
Moreover, it is striking to see how the flow of thought is
usuglly one=way, namely from research to development (although
movement in the opposite direction is not impossible).

Developing a structural framework

Within this term comes the establishment of institutions
intermediary between research and practice. We are thinking more
especially of educational centres, research and development centres
and learning laboratories. Such institutions would, thanks to
their development work, be assigned the specific task of bridging
the gap between research and the desired changes in the prectical
field. Nevertheless, there is a number of attendant problems
for, here agsin, the flow is all too often from research to
practice and less 'often from practice to research. The trend
observed im the United States of America is symptomatic of this:
perhaps because of their structural incorporation into a university,
the research and development centres are increasingly devoted to
reeearch and less to devolopment. A positive point in the
evolution of these intermediate institutions, however, is that
from the resgional standpoint they are closer tn the school. As
A result, not only does the nsycholorical distance lessen but it
becomes possible te carry out certain precisely formulated tasks
in a specific school. In our opinion, it is the transitior fiom
a general desire for aid to more direct call for specific
professional suprort that will provide the important stimulus
for nducational research and at the same time lessen the "linking"
prcblem.

In this context the proposition formulated by Gideonse
seems very pro: ising(1). te starts by drawing a clear distinction
between three ievels of activity. In education as a whole, each
of these levels has its own role and its own pretengions. There
is the level of research which sets out to add new knowledge

(1) H. D, Gideonse, An Output-Oriented Model of Research and
Development and its Relationship to Educational Improvements
J. exp. Educ., 1968(37), 157-163,




(formatica of theory); the level of development where the
results of research may provide the starting point for the
development of teaching equipment, teaching methods and even
new structures; finally, there is the level of teaching practice
itself. Gideonse emphasises that the starting point of a chenge
may be located at any one of the thre¢e levels. But a desire for
change (practice) or a proposal for change (development) or a
research result clearly revealing the need for change always have
repercussions on the other two levels. By way of illustration,
let us take the case of the principal of a middle school who, after
contact with the language teachers, wishes to introduce a more
direct method for learning foreign languages. This decision leads
to a comparison of various existing methods which does not yield
any satisfactory results, so a body outside the school is consulted
on developing a method in co=operation with the teachers concerned.
The first trials give rise to so much difficulty that it is
decided to consult language specialists, at the same time
consolidating the kmowledge acquired during the trials. This
produc® an improved method. At some point problems arise which
lead to research not totally divorced from the original subject
requested by the practitioner. This is developed along independent
lines by the research groupe.

Finally, I feel I must emphasise the necessity of a proper
relationship between the three levels. The management bodies
(educational centres) must be capable, in their specific projects
inside specific schools, of translating problems into terms of
research (which should then preferably be carried out within the
school) and must also be capable of transmitting the information
and data required for the research. In practice this may lead to
a number of difficulties, particularly in connection with the
function of the "chanze-agents", for example inspectors snd staff
members of a pedagogical centre. There is little sense in
continuing to look for general models of professiunal support
involving research,for the measure of its importance is the degree
to which it helps to solve the individual problems of specific
schools. In this it is "action research” rather than fundgmental
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research = a fact that will not have escaped the specialists.
Nonetheless it must be an explicit part of the management strategy.
When tackling a specific problem in a particular school by research
combined with immediate action, the change~agent (as we have
already seen) develops a situation leading to a change in teachers®
attitudes to the value of research,

PROFESSIONAL SUPPORT: ANALYSIS OF POSSIBLE CONTENT

The influence of specialised literature

In considering the value of specialised articles or
literature and their potential influence on teaching practice,
and hence the creativity of the school, it is perhaps well to
begin with a few generalisations based on a fairly counsiderabdle
body of research(1), Generally speaking, the average teacher
reads very little, very selectively (i.e. he reads what he
already knows) and most often to find an immediate solution to
probdems of the moment.

The increase in the number of educational periodicals
shows that there is a vast potential audience. The printed word is,
of course, an effective way of transmitting information (knowledge)
and arousing initial interest, but it is less effective when the
adoption of some innovation calls for a change in attitude, as it
most often does in the educational field. It is generally
acknowledged that teachers who are receptive to innovation (early
adopters) read much more, are familiar with several periodicals
and thus have wider information than the average teacher. Hence
the influence of this medium would appear to depend on the nature
of the recipient. There ure records in the apricultural sector,
for example, of people often trying out innovations on the strength
of written information only. Further, in one of my own investigations
we found that schools taking part in an innovation increase the
number of their subscriptions to specialised educational periodicails,
that these periodicals were more frequently consulted by teachers

and that this, therefore, gave rise to discussion of articles in
(1) Essential references are contained'in E.M. Rogers & F.L. Shoemaker,
Communications of Innovations., ‘' Cross-Cultural Approach.
Collier-Macmillan, Kew York and London, 1971.
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them. It would seem, therefore, that published information has
a part to play whenever teachers are faced with new tasks and
are looking for some basic justification for what they intend
to do about them. This is most often the case with educational
changes at macro level.

The reasons for the Y.rited influence of written informa-
tion are well known. By definition written communication is a
one-way process, There is therefore no immediate feedba % and
it is impossible to obtain additional information by asking
questions. Information can be obtained through what is known as
interpersonal channels and this is also more conducive to a change
of attitude,

From the foregoing it follows that we can use published
information effectively in an "elaborated" change - indeed we can
conceive a sequence for reaching a large audience through all the
mass media: periodicals, radio and television. 1ln the first phase
there should ideally be contact between the various periodicals
go that information regarding the changes (particularly structural
changes) can be transmitted intensively over a strictly limited
period. In a second nhase, information would be transmitted by
radio or television to promnte discussion in lcral groups. This
method has yiélded exrellent results in some of the developing
countries, while in Burope there have been encouraging signs of
cnllaboration among regional grnups of teachers at basic 2duca-
tional level., In a third phase, the individual teacher (and
perhaps the school) chould be reached through the inspectorate,

Lectures and symp-sia

Lectures are frequently uced for the promotion of edurational
innovation, but ton often are they used ac a che-way system of
communication with the ascumption *hat the audience comes already
favourably digpesed toward:: the sublject, In fa:t, in thece dayes
of lively educatinnal oontroversy, the informa*ion otfered may
well be susceptible to vyrisus interpro<ations, hence the leoturer
should not be curprigsed it initially he gets a mized reception,

The important thing is to encure tha® there is active audienee
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participation by, for cxample, the priovr rormulation of cpeeific
quuestions to be acked and discusced andthe rendy availabillty of
summaricved information in printed form.

Televigion

Televicion hau great potentialities as a4 medium for
educationul innovation, and it ig used in many countries {gee
P, Vanbergen in Technical Report No. 1, paragraph :2a).  So

g S V]

Tihdemy

far, however, little has been done te evaluate jtn actual effective-

hecn altheupgh P4 io altrendy lear that thig increages when the
At
mediwn jo wsed in conjunction with diceusiion groupes,

Televisi noalo hao o valuable part e play in ineservice

‘raining of reatricted and speceifie coope and ot limited duration e

“hee groater the number of courses, the legs: their int'luence.  In
thic contet it i very deairable that when o ceries id being
progeame] nerangoements should nico be meede 0 e ovaluation,
With-ut ovaluatiom, course. have been known to coantinuwe with

progresaively decpeaning o fteetiveneg::,

In andividua! o cheels cloced=cireuin television can be very

tsedul . b s nomeans of enouring continmens direct feedback on

“hee rropipers o any innvation by reveniing syecemnaticnlly whether

thee tepeberat hehavionry cont e vy empectatijone, whether the

stuafentat o regcetione e congistent with fhe cbhlectiven puritued,

whee o shey e usings indlivi-bed Lubjer preeperammen preoperly and
P hie o iy She astified w8 0l e it television iaoa

entinaeus term o peectessionad support 0 the tencher,

Al thawrh Sipn Vicoant cVanees care tarane pleee jn the faprm

Coaab it i, Dectiees anY o Celovision, fYey peevertheles otill

R I S AT LS SLTES L WA LTI TS SRR LS SRR IS TRNLE TR S RENLEYS SRR FZY 371
noorreeunt sk o viynricage e Doyl cieematanes ot individunl
) boor “hatinnal comen byt eyt e sl b e e iennd
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sty T hene et et ne e part i ocularly uaetul, In
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i an ulnbuLaLud form. This gives a teacher who is about to acceﬁt
the innovation a strongey motivation and enables a number of
adjustments suitable for his school tu be planned beforehand,
secondly, a demonstration enables a propogsed innovation to be tried
sut cgutiously by a teacher in his own classroom. Thirdly, the
faut of having to give a demonstration li very often a considerable
gtimulus to the teacher to go forward with an innovation « it is a
form »f "reinforcement?,

In view of the palpable usegc this particular medium has, one
naturally has to eousider if there chould in fact be demonstration
gchoole, 3o far as concerns those operating in exceptional
cleeunstane.-s with maximum 2id, additional subsidies and ample
tenching equipment the anoswer i probably "No." Whenever a
demonstration takes place’in «ircumstances far removed from the
srdinnry conditions prevailing in a elassroom, teachers are
inelined to adopt a negative rather than o positive attitude to
what i being precented, The came applieg to television demon-
chration,  When L4 ccmes to macro ohanges however, schools in which
‘hee changres proeeed olowly (and very often only partially) but on
nepanised lines may provide viable demonstration centres, Here it
po poazible to ohgerve the real potentianlities and detect the '
Pirtieultieg that arise when some new form of education is being
ta* jnty practice,  This ic especially valuable for teachers not
ot osunrtivipating in o chang:,

In thece pilut c-heolsc one preroequisite i cvesential:  the
tericieep maet o he uble tsorely oon oadequate guidance, aid and support,

arel bl muct be pystematieally srpaniced in advanee,

R YRR STEAE

Mot oemntries preride Uop oome o L inope-ction in thejr
et ol ryaten, The cise 0 the jnopectcrate and ite terms of
retpnoee e ] detsemnine e peceny qwoa "change agent".  Inopectors
moy bavee ciery orreat jnfltuencs - oard in pany countreics this is real -
shiroogch therr o repl o nni o vatnects wWith tenchers, or they are in i

Il e sde tergenat cudvi e i ted o wnsh o case, For oapy one

Sty bowevery DU Gn dmpesaibiie s detfine whe precice or potential
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influence of the inspectorate until one knowa the answer to a
number of queations. How does the inspector conceive his role?

How does the teacher view the inapector? Does he consider him as a
counsellor or as a supexrvisor? It is, of course, preferable not

to combine these two aspects - counseliing and supervision - in one
and the same funotion for the person receiving the counsel or
supervision sees only the supervisory aspect. A number of countries
adopt this view. (P. Vanbergen, paras.12b and 12c, Technical Report
No. 1, and A. Amaro de Costa, paragraphs 19-20, Technical Report

No. 1).

Educational centres

During the last two decades a number of countries have
recognised the need for an intermediate organisation designed to
stimulate and manage educational change and they have set up
special centres for this purpose. ‘The actual form they take and
the methods of educational support they use differ considerably
from one country to another. In general terms, however, they can
all be described as management bodies, intermediate between
educational research and practice and closely in liaison with the
inspectorate. A number of them have yet to define their strategy.

The problems with which these centres are dealing may be
very complex, e,g. objectives, methods, personnel, means of
evaluation, legal forms of organisatior, but it is possible, by
examining a single instance, to illustrate their general field of
concern and function, Let us take the case of designing a
management plan for the reform of basic or secondary education(1).

CENERAL OR SPECIFIC MANAGEMENT

In designing a general management plan we are faced at the
start with a very important questiont should the reform be total
or partial? The answer to this has serious implications for
management. In fact the resolution of thig choice between "total
reform" or "partial reform" can be made a good deal easier by
introducing a distinction between "general management" and management

(1) The method recommended here has been applied in the
management of a new form of professional teaching.
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of one aspect «aly - "specific management".

In General Management the role of the educational counsellor(as)
(or the management body) is to collaborate with the teachers in
translating the principles proposed into a form that is Justified
from the teaching standpoint. This entails the following activities.
First, the teachers are helped to translate the general objectives
into more direct language and an effort is made to define in
advance what changes should be brought about in the students!
performance, This is a very difficult task. At the start the
objectives may only be stated in very vague terms and it is not at
all unusual for them to be changed in the course of these studies.
Meanwhile, the teachers consider that it is not important to devote
discussions to "what one wants to achieve"; their questions mostly
concern practical aspects of the method = "what has to be done?",
Little by little, however, signs appear that show the members of
the management body that the teachers are beginning to see the need
for a type of teaching designed to achieve specific objectives -
that is for an "oriented" type of teaching.

Teachers are helped in all this by means of experiments
where they themselves conduct and check the tests. The results
are arranged and classified so that teachers can draw immediate
conclusions with regard to their own performance. '

Specific Management is in complete contrast to the foregoing.
General management covers all aspects of the experiment chosen,
whereas specific management chooses one aspect only, for example,
the teaching implications of an intended structural change. Here,
the need for assistance to teachers is obvious.

The function of general management is partly determined by
the progress of the innovation itself. Specific management entails
organising the whole enterprise in advance as far as possible,
accompanying activities and methods of performance all included.

W.th general management there is no need for any "method"
in the strict sense of the word. Specific management must be
based on a scientifically established method, that isyone that is
verifiable and usable in other circumstances. Both forms call for
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comoperation rrom the teachers concerned, In specific management this.

is porecisely defined, i.e. the teachers have s very specific task
‘elated to the aspect chosen, Indeed, the success or failure of
the experiment largely depends on the degree of co=operation by
the teacherse.

Having made this comparison, we must at once say that it is
not desirable in our view to apply both forms of management at the
beginning of an experimental programme. During the first school
year only general management should be used for determining the
local situation, the attitudes of the different teachers and the
overall atmosphere of a particular school. Furthermore, this type
of management gives teachers maximum opportunities for optimum
co-operation with the management team, it being necessary to foster
a positive attitude on their part towards the research. This is in
preparation for the stricter research that will be done during the
specific management pericd. This does not at all mesn,however,
that the two forms of manJys “:ient cannot be exercised simultaneously
80 long as it is realised that specific management concerns only
one aspect of the plan, all the others being covered by meneral
management.,

The indirect results of management

The distinction here made between general management and
specific management all too easily suggests that specific manage-
ment 48 in fact an impoverishment because it gears educational
activities unilaterally to a single aspect of a reform. Moreover,
there is a danger that teachers will be inclined to concentrate
too much on this one aspect with the result that allowance will
have to be made for distorted results. With specific management,
these risks must be taken into account but in fact its merits
largely dispel the unilateral danger. For example, intensive
systenatic work in a restricted field creates a favourable
attitude to research among teachers that leads to increasing
importance being attached to previous research, the results of
which are invoked to support important decisions. In the same
way it is found that opinions change into "assumptions", The
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conviction that a specifio method is likely to be the only
effective one tends to disappear. This exemplary method is also
an excellent opportunity for learning motivated co=operation
between the teachers themselves and between the teachers and the
members of the management body.

Another reason why specific management is not an impoverishe )
ment is that it gives rise to an important phenomenon to which we
can apply the term "transfer of menagement". In this, teachers in
fields not being currently coverei by specific menageuent hegin
to work in the same way as those in the specific management sector
and do so Jjointly and without any prompéing from the management
bodies. This is a form of "self innovation" in the sense that
the teachers themselves intensively and systematically spread the
objectives of a specific highly localised project right through
the school. This in itself would appear to justify maintaining
the distinction between general and specific managerent.

Two further points remain to be made. The first is that
the above operations are not intended to give a complete picture
of the activities of the educational centres; the range of their
potential activities is much wider, The second is that it is
absolutely essential for the working methods of the management
bodies to be evaluated, The final criterion for this, I suggest,
should be t"e answer te the following question: on completion of
the experimental projeect and after systematic observation, conversae
tions with teachers,and questionnaires, is there any sign of a
trend from nutside manazement towards a form of self-innd. ration?

A PROFESSIONAL, SUPPORT DIAGRAM

At the outset of this presentation we referred to the
development of a provisional conceptual diagram showing the place
occupied by the various forus of prcfessional support., In
preparing this we have started with the assumption that
professional support aimed at increasing the creativity (i.e.
the propensity for innovation) of a given school has originated
from outsia: the school. But we would add to this the idea that
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after a certain time, the school itself should be capable of
providing its own professional support through the process just
described as "transfex of managemunt'.

Tre diagram embraces four main types of support, that is
four posaible means for maximizing_the creativity of the school
or modifying the performance of individual teachers in the
directiin desived. It allows for two dimensions in educational
managezent « "aid" and "recipience",

Ihe "aid" dimension:
- aid is most frequently offered by bodies outside the
school.

-

= but aid may also be providecd inside the school by
local innovation nuclei whic™ ensure continuous
change within it. This cannot be fully assessed
without knowledge of the internal dynamics of the
school. (See E, Hoyle, paragraph 38(1ii) and (iv),
Technical Report No. 1). As already pointed out,
however, the "self-imnovation" suggested here emerges
only after some time and initially as a result of
professional aid received from outside. A local
innovation nucleus cannot solve all problems;
there will always be some that have to be solved
-.»om outside.

The "recipience” dimension:

« this refers to professional support directed at the
individual teacher as an organiser of the teachinge
learning process and o member of a group of teachers
w.thin a specific school;

~ also included is aid directed to the school as an
organisational unit.

The combination of these two dimensions brings us to the
conceptual diagram in which we can situate the four main forms
of management (Figure 1). For example, aid to individual teachers
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(or to several individual teachers) provided by a management bod;
outside the school leads to the form lavelled "supervision and
support of the individual teacher" = that is, by inspectorate,
some other change agent or the administration.

Figure 1: Conceptual diagram of the various
forms of professional support

Aid rom outside
(external aid)

Management of
teaching change
at macro level

Supervision andg
support of the
individual teacher

the
teacher

) or
Recipient/ teachers

Innovation Personnel

nuclei training
Aid from inside

(internil aid)

The possible forms of professional support play a different

role in the four main sectors. This is illustraied by the fillowing
examples:
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Fersoaal training
Specialised literature clearly plays a vital role here. A4
well stocked school library is, therefore, a valuable resource.

Personal training is also enriched by formal and informal
contacts with other teichers at lectures or public discussions.
The influence of the headmaster and cG tacts with the inspectorate
cannot be underestimated in this firat mein forwm of management.

Supervision and support of the individual teacher

In this,second, main form of management, the inspectorate
or any other kind of external change agent may play a very
important part. Of course, an edicational centre may exercise a
certain influence on the individual teacher but its influence
should be primarily directed at the school as a whole.

Managenent of educetional change at macrc level

As already suggested, this is where the principal efforts of
the educational ceatres should be concentrated. Organised
management, spread over a certain period of time and deiiberately
incorporating periods of evaluation, can only be exercised by a
team of experts.

Innovation nuclei

Ir enhancing the creativity of a specific school it should
be possible to foster conditions likely to ensure that “he schonl
will eventually be able itself to carry out innovation and change.
This should be the ultimate result of any form of professional
support. This is in accord with the definition of creativity of
the school given in the first chapter of this book: "its ability
to accept, rejuct, adapt and/or generate new practices”.
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VI. INTERVENTIONS FOR STRENGTHINI HE _SCHOOL'S CREATIVITY

by

Richard A. Schmuck, Professor of Educational Psychology,
Center for Advanced Study of Educational Administration,
University of Oregon, U.S.A.

Throughout modern history teachers have valued their own
continued education for professional development. 1In addition to
these internalised values for professional growth, recent social
changes have placed new external pressures on teachers to improve
their practices. Research and development has led to new practices
in industry; not only in the form of new products and markets, but
alsc new procedures of management. The public sector also depends
heavily on basic and applied research by amassing systematic surveys
of public opinions and customs, by analysing the consequences of
governmental action, and by investi.g economically in many studies
and experimental programmes. No matter what the area of belief,
value, behaviour, or tradition, the knowledge gatherers and
researchers of the present often challenge accustomed ways of
thinking and behaving with new information. The result is that the
modern citizen can take less for granted and must maintain fewer
unquestioned and unquestionable assumptions and patterns of
behaviovur. Thus, the rapid technological and knowledge advances
of ~ur modern world have brought new demands on teachers t. make
the traditional value of continued education a new and challenging
reality.

Schools, as organisations, have n>t been exempt from the
effects of this knowledge explosion. Indeed, these changing
times also call for less unquestioned tradition and more creative
ways of running the schocl. Among the primary, and most immediate,
social pressures on schools which prod them on to cl.ange both at
the individual level as well as the organisational level are:

(a) The growing recognition and understanding that
individuals learn in different ways and 2t differen?
rates. ] reter to this as the social demand ior
increased individualisation in schools,
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(b) The growing view that some required school subjects
have little relevance and meaning to the world that
students will face after graduation. I think of
this as the challenge of relevance in education;
it is linked at this time to interests in improved

career and vocational education.

(¢) The increasing demand that teachers and schools be
evaluated, and thus financed, on their performance.
Increased interest in cost-benefit accounting,
programmed-planning-budgeting-systems, and writing
behavioural objectives highlight this pressure.

I refer to this as the social demand for increased

accountability in schooling.

(d) The growing recognition that television, movies, audio
tapes and written programmes of instruction can be
effective substitutes for the teacher has introduced
the social demand for more uses of gducational

technology.

(e) The increasing interest by experts to change and
reorganise the traditional disciplinec of knowledge
and to make major renovations to combiie several
different fields can be viewed as a sucial demand
for more interdisciplinary curricula ard departures
from traditional curricula.

(f) And finally, the criticisms from many citizens that’
schonls are too cold and impersonal and that
students are not treated with respect and empathy
represents a widespread interest in pumanising
relationships within the school.

Two _interventions to core with change

Aside from the preservice preparation of future teachers
within colleges of education, two intervention strategies stand
out today as holding the most potential power for helping teachers
to cupe with these six social demands. The first is jinservice
educat.on for teachers and administrators and the second is
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training in grganisation cdevelopment for entire faculties,

Ingervice education is & strategy for facilitating change in the

individual, while organisation develiopment is a strategy aimed at
dealing with changes wlthin groups of pe,connel within the school,
The former deals with modifications in the information, attitudes,

‘and behaviours of individual educators; the latter aims at

moditying the gstructure, norms and role-procedures of the faculty
that works together. (See P, Vanbergen, paragraphs 12 and 13,
Technical Report No. 1.)

1 have had considerable experience with both of these
strategies of change. DBoth can be effective for helping teachers
to work collaboratively and skilfully in improving their teaching.
However, because 1 have recently been more involved in doing
research on organisation development and because 1 believe that
lecs is known about it than inservice education, I will present
more detajled information ahout it after tirst commenting briefly
on inservice education.

INCERVICE EDUCATICN

laservice education has been applied primarily to heip
Jecondary teachers become more knowledgeable about their subject
matter, Recertly it also has been used to help teachers
.ndividualise instruetion, to learn how to write behavicural
sbjectives, te wece the current educational technology, to develop
their aown curricula, and to uge new group procedures in their
classreoms,  Unfortunstely, mogt of these interventions aire not
deoumented weli, n-r have they been caretully evaluated,

The handtul ot inservice programmes that have been syctemati-
cally documented and evaiuated indicate thas the training should
invelve much more than the presentatien of knowledge through
fectures and reading, Successtul incervice programmes provide
cpjortunitics for partisipante to experience copnitive,
attitudinal and behavi ural change. This mean: that, along with
presentations of infermation, the etfective inservio e courge
affords structured cpportunitics £ tencherc 1o compmunicate with
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each other about their attitudes and feelingss as to tie new
information and its implications for changes in their role.

The eftective inservice course also affords opportunities for
systematically planning how the new information might be implemented
in the classroom and for trying out new behaviours within a "safe
climate" such as can be the case in rolemplaying and wicro=-
teaching.

The instructors of inservice education programmes might
be professors of education, the Jrincipal or leadmaster of a
school, or cupriculum specialists in a regional or state ouffice.
Whoever the instructor may be, he will be most successful in
bringing about teachers! growth in the cognitive, attitudinal,
and behavioural realms if he can implement the folliowing principles.
The successful instructor:

(a) encourages the teachers to take an active part in
the course, both verbally and physically.

(b) encourages and facilitates each teacher's discovery
of the personal relevanceof the cour.e of study.

(c) emphasizes that individual differences among the
teachers are to be expected and are desirable.

(d) accepte each teacher's natural tendency to make
mistakes.

(e) encourages teachers to be open alout themselves
rather than to conceal their weaknesses and
strengths.

() proacte: frank expressions of feeling. by freely
giving praise and critiecism when appropriate.

(g) models openmess by talking about his own concerns
and insecuritivs.

(h) promotes a climate for attitudinal chanre by
encouraging respect and acceptance Ior every
teacher.
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GANISATION DEVELOPMENT

However effective an instructor of an inservice course
may be in facilitating a teacher's growth in knowledge,
attitudes, and new behaviours, many of these new insights and
learnings may be difficult to implement within the traditional
school organisation. My own research and experience have
indicated that many educational reforms have collapsed or have
been absorbed without effect mainly because of the limited
attention given to the organisaticnal context in which the
reforms have been sttempted. (See G. Noel, paragraphs 36=40,
Technical Report No. 1),

Any major innovation in curriculum or instructional
technique implies a change in the "culture" of the school. The
relationship vetween teachers and administrators, for example,
is apt to change. Often the change affects not only the Headw
master and his faculty, but also the relationship between them
and the nonprofessional staff and students. Consequeatly,
authority relationships, communication networks, status groupings,
and even friendship cliques are forced to change. In this
process the innovation itself often fails or is restructured to
conform to the "old ways" of doing things. (See E. Hoyle,
paragraphs 27=-30, Technical Report No. 1).

The social demands for individualisation, career
education, accountability, educational technology, interdisciplinary
curricula and humanising relationships call for new organisational
procedures of co~ordinated and collaborative problem=-solving on
the part of administrators and their staffs. Changes on the
pavt of the individual teacher will not be enough to implement
new plans and new procedures for the school. They call for new
attitudes among administraturs as well as new norms between the
administrators and the teachers who work together. In other
words, adequate adaptability of a school to these six social
demands requires both individual and organisation changes.
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Although inservice education courses have sought to
deal with teachers' attitudes about these six social issues,
little emphasis has been placed on how the teacher's new
knovledge, attitudes and skills can be implemented within the
social context of the school. Moreover, while inservice
education has sometimes successfully brought about changes in
the individual teacher, it has not tended to help teachers
develop the sorts of communication and problem=solving norms
and skills that would increase their adaptability as an
organisational unit. This is where organisation development
comes in.

Organisation development (abbreviated as OD) is a
Planned and sustained effort to apply behavioural science to
system improvement, using reflexive, self~analytic methods.
Note that the emphasis of OD is on the system, rather than
the individual as the target for change. In OD training, group
participants are never strangers, as in typical group dynamics
workshop; the participants in OD are the interdependent
members of the same system or interlocked systems. BSystem may
mean either an entire school organisation or a subsystem such
as an gcademic department or teams of teachers.

I mean by reflexive, self-analytic methods that involve
staff members themselves in the assessment, diagnosis, and
transfermation of their own school. Rather than simply
accepting diagnosis and prescriptions from en outside "Yechno~
cratic" expert, organisation members themselves, with the aid
of OD consultants, examine current difficulties and their
causes and participate actively in the reformulastion of goals,
the development of new group process skills, the redesign of
structures and procedures for achieving the goals, the alteration
of the working climateof the school, and the assessment of
results.

To implement OD on & continuous basis, an orgenisational
subsystem (such as a regional cadre of OD consultants) is
ocreated and charged with the specific responsibility for planning,
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managing, and evaluating the continuous process of organisational
creativity. Thus, it should be borne in mind that an
orcganisation, such as a school, is never transformed permanently,
and institutionalised, builtein OD functions must be continuously
involved in facing the dilemmas and vicissitudes of organisational
renewal. The essential concept here is that some fraction of s
school's resources is devoted to continuous organisational
maintenance, rebuilding, and expansion. Such a concept is
familiar to administrators in relation to plant and equipment
maintenance, but is much less widely known and accepted in the
maintenance and growth of the school's human organiasation.

School organisationg as systems., School organisations
are complex social systems that gain their stability through
role expectations and interpersonal norms. Individuals within
a faculty behave predictably largely because of their adheremnce
to shared expectations for what is appropriate in the school.
Norms are compelling stabilizers ~f behaviour because individueals
in the school monitor one another's behaviours. It is the
strength of this sharedness that makes a school culture so
resistent to modification bus which, at the same time, offers
a tool for planned changles If a school's creativity is to be
viable and continuous, changes in interpersonal expectations
must be shared so that each staff member knows that his colleagueé
have changed their expectations in the same way that he has
changed his own.

Educational organisations are more than simply the sum
total of their individual members and curriculum materials.
The total staff has characteristics quite different from those
ot its individual members. These I refer to as the school's
syntemic characteristics. From the systemic point of view,
etfective manarement of schools is evidenced when greater
production occurs than would be expected from a simple summing
up of individual resources. As an open system, a school's
efficiency is measured by how completely resources are used
for educating its students, Ultimately a school's efficiency

- 110 -



is determined by how efféctively it can adopt new ideas and
generate internal change to cope with changing times.

These system concepts help to establish & theoretical
rationale for OD interventions., First, interventions will be
more effective if they deal with subsystems and not Just with
individuals who lack functional interdependence., Further,
since the school takes its shape from the ways the functional
subsystems cdnnect their efforts to one another, OD should
focus, too, on relationships within and between subsystems.
Second, interventions should confront the school with
discrepancies between goalwstriving and actual goaleachievement.
Third, interventions should be aimed at making every subsystem
receptive of information from every other subsystem, including
the external environment. Finally, interventions should help
the school to identify under-used resources and to facilitate
the creation of new or ad hoc systems to mobilise available
resources quickly for isolated and non-regular problems. OD
interventions quite often lead to formations of problem~solving
groups that did not exist in the formal structure of the school
before the intervention. If school organisations are to be
truly creative, they must be able to form new subsystems,
change them or dispose of them as needed, (See E. Hoyle,
paragraph 19, Technical Report No. 1).

Research on interventions. Several years ago, M tt
Miles and I carefully reviewed the data-based research on OD
in schools (Schmuck and Miles, 1971)(1). More recently,
Phil Runkel, several assistants and I reviewed the available
research and development on inservice education and CD in
schools (Schmuck, Runkel, Saturen, Martell, and Derr, 1972).
Although there is not enough space in this paper to present
details on our many discoveries, I do want to summarise some
highlights of our findingse.

(1) References are given at the end of this paper.

- 111 -




TEITTTT

(a)

(v)

(e)

(d)

Inservice education of school administrators or of
teachers - by itself - is not a powerful enough
intervention to bring about sustaining organisational
change in schools. (See Miles, 1965, Schmuck, 1968,
Lansky, Runkel, Croft and MacGregor, 1969, and
Thomas, 1970.)

Human relations training which focuses primarily on
the individual growth of participants is not an
effective strategy for bringing about sustaining
organisational change in schools. (See Shaevitz and
Barr, 1970, and Schmuck and Miles, 1971.)

An 0D intervention can be an effective means for
bringing about sustaining organisational changes

in schools, especially when the building administrator
is committed to the change efforts. (See Schmuck

and Runkel, 1970; Fosmire, Keutzer, and Diller,

1971; Flynn, 1971; and Schmuck, 1972.)

Finally, an OD intervention also can be an effective
means for humanising the interpersonal relationships
between teachers and students. (See Schmuck, 1968;
and Bigelow, 1971.)

Goals and instrumental sequences of 0D. The following

goals constitute some guidelines for a typical OD intervention:

(2)

(b)

(c)

(d)

(e)

to increase understanding of how personnel in
different school jobs affect one another.

to develop clear communication networks up and
down and laterally.

to increase underctanding of the various
educational goals in different functiona’ parts
of the school.

to uncover organisational conflicts for constructive
problem-solving.

to develop new ways of solving problems through
creative uses of new roles in groups.
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(£)

(g)

(h)

The

to develop new ways of assessing progress toward
educational goals in the school.

to involve more people at all levels in decision-
making.

to develop procedures for searching out innovative

practices both within and outside the school.

achievement of objectives such as these naturally

depends upon an effective strategy for altering organisational
processes in schools. The following seven rubrics of actions

congtitute

(1)

(2)

(3)

the primary ingredients of a prototypic OD strategy

for bringing into operation more creative school organtsations.

Clarifying communication. Clarity of communication

is essential to all the conceptr discussed previously.
All school participants must learn to clarify the
messages they receive from one another. An aspect

of openness is using skill in communication to

develop internal networks of higher fidelity and
external channels that map the environment more
accurately. Ambiguity and conflict about norms and
roles can be alleviated by developing more precision
in the transmissinn and reception of information.

(See J, Egeland, paragraph 9, Technical Report No. 1.)

Establishing goals. Educational goals are usually
ambiguous and diffuse. Organisational meubers -~an
learn to clarify and share their objectives and to
increase their sense of "owning" the goals and
integrating taeir efforts,

Uncovering conflict and interdependence. Clarifying

communication processes and uvbjectives will lead to
increased awareness of areas of conflict and
interderendence. Confronting conflicts and exploring
interdependencies will help to establish norms and
roles that will aid the schcol in accomplishing its
educational tasks. (See H.J. Jacobs, paragraph 11,
Technical Report No. 1.)
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(4) Improving group procedures. Most organisational

activity occurs in meetings of face-to-face groups.
Mewtings are rarely satisfying or productive for

all faculty members and they are sften frustrating.
Procedures for creating and using new skills for
facilitating task productivity and group maintenance
can help any meeting to be more satisfac‘ory.

(5) Solving problems. Adaptability implies active
engagement in continuous pioblem=-solving cycles
for identifying, analysing, and acting on
environmental contingencies. OD cun help schools
to harness their resources to extract creative
solutions that yield a higher rate of success than
solutions that merely extrapolate past practice.

(6) Making decisions. OD almost always disperses
influence much more widely throughout the system
than is usual in present-day school organisations,
Power need not be decreased in one job to be
increased in another, although sometimes it is
helpful to reduce authority if it is not based on
knowledge and competence. Schools must learn
alternative styles of making decisions to assure
commitment from those who must carry out the
decisions. (See E, Hoyle, paragraph 23, Technical
Repurt No. 1.)

(7) Assessing change. Change for its own sake does not
necessarily lead to crganisatiornal creativity which
is also adaptive. Schools must develop criteria
for measuring and evaluating progress toward meeting
both long-range and shart-range goale.

Ihe technology of OD. A typical seguence of OD involves

the following seven steps:
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(1) Initial contact with the administrator and the board
of education to gain general approval for the
inte*wvention.

(ii) Comriitment from the entire faculty abotit the
intervention. During discussions with the faculty
agreamen‘s are made abou* goals, time, and energy;
the consultant makes clear that he is consultant
to the entire faculty, not just to one segment of
it, such as the administration.

(1ii) Data-gathering concerning existent organisational
processes of the school.

(iv) Feedback of data to the target school.

(v) Establishment of the specific goals of vhe 0D
intervantion f{or this faculty.

(vi) The training programme is implemented.

(vii) Data are gathered to ascertain effects of the
training while it is proceeding. Decisions about
termination are guided by these data and made
jointly between the consultants and the participants.

The training programme, listed as (vi) above, is made up
of certain skills, exercises, and procedures which together form
the building blocks of OD technology. The term gkill signifies
a way that certain interactions with others can be executed in
a group. Sometimes the skill is nne of communication, such as
paraphrasing what another has said so that the other can verify
whether he has been unders:ood. Sometimes, it is one of the
group-convenor, such as guiding a group through a survey of
opinion. Sometimes the skill involves writing interview schedules
to obtain diagnostic information about a school.

The skills practised during OD interventions are put to
work only in reciprocal relations between persons; nc individual
can make use of these skills in isclation. Each skill is
actually one person's part of a reciprocal role-relatior.
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Paraphrasing can only be done in conversation with at least one
other person and is not a complete act until the other has
verified the accuracy of the paraphrase. The skill of a pair
or group, consequently, is often surprisingly independent of
the presumed skill of the indivicuals compusing it., The
convener can be skilful i1 conducting a survey only if the
members know their parts of the role-relation; an interview
schedule can be prerared effectively only if the interviewers
using the schedule act with the same goals and values as the
writer and only if the respondents join the communicative act
in the way the wiiter and the interviewer anticipate,

A distinotion in OD is drawn betwecen gxercises and
procedures. An exercise is a game that participants are asked
to play in order to teach them something very important auvout
group dynamics. Participants are able to understand the inportant
principle about the group processesS because they have just
experienced the principle through their own behaviours.

A procedure, on the other hand, refers to an interpersonal
form for communication in a group that helps the group to complete
a task. A procedure can be used for . variety of tasks or
purposes. One example of a procedure would be voting and another
would be the "theatre-in-the-rcund® procedure for sharing ideas
and making observations,

REGIONAL TEAMS OF OD CONSULTANTS

It is rare for schools to empioy consultants for the
purpose of improving the commurication patterns as well as the
group processes and organisational procedures that affect
everyone. Even when they do, expert OD consultunts from
universities and private consulting firms cannot be around often
enough to be sufficient. Educational consultants competent to
carry out OD interventions are urgently needed in many regions
to help make the schools more creative organisations. A team
of regionally-based OD consultants who are themselves teachers
and administrators is .mportant so that the training can be
available on a continuous basis, (See E. Hoyle, paragraph 39,
Technical Report No. 1,)
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My ~olleagues and I in the Centre for the Advanced Study
of Educational Administration have helped a cluster of schools
in two geographical areas build teams of their own 0D consultants.
We have learned from our research on these two clusters that there
are at least five features that give these teams their special
effectiveness,

The first essential feature is that the OD consultants
ure organised into formal subsystems, identifiable as a group,
have a supporting budget, and are viewed by o-i.ers in the
geographical area as a group carrying out legitimate and important
actions. The second feature is that the OD consultants are
themselves practising teachers or administrators and therefore
work only part-time on OD interventions. Unlike the outside
expert, the part-time conzultant ig not likely to carry out his
duties as an intervener at the expence of teachers or principals,
because he is himself a teacher or principal. Third, the 0D
consul tants should try to remain self-renewing as a group by
maintaining contact with outside agencies and experts from whom
they can learn more about OD and upon whom they can call for
special help, The fourth feature is that OD consultants do not
administer, direct, supervise, or install. They wait for the
aschool or department to demonstrate readiness to make use of aid
before they offer their wares, PFifth and finally, OD consultaats
do not offer advice on content problems, Instead, they offer a
greater range of group and organisational processes :chan school
people ordinarily use in working on their own important problems.

Activities of OD consultants. OD consultants train others

in communication skills, innovative group processes, and problem-
£-lving procedures, Jeven sorts of activities recur in their work;
these are:

(i) Toward the goal of trying to develop clear
communication up, down and laterally they teach
communicatinn skills such as paraphrasing,
describing teelings and behaviours, and impression
checking,
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(i1) Consultants seek to increase the understanding
that people have of the ways different parts of
the school affect one unother by using data
fathering techniques, such as questionnaires,
interviews, and direct observation, and by
arranging sessions at whioh the information
is syatematically fed back.

(111) OD consultants help spread skills of writing
educational objectives and specifying operational
definitions as an aid to understanding the
educational goals held by personnel in various
positions.

(iv) Consultants try to improve the skill of groups in
systematic problen-solving.

(v) Consultants help faculties to develop new ways of
assessing progress toward educational goals.

(vi) Consultants offexr process consultation to help
bring into use the relevant knowledge, skill and
energy of all personnel involved in a task.

(vii) Consultants ure alert for innovative practices
that can serve the goals of a school. One frequent
technique, in preparation for later problem-solving
there, is to bring together people from several
schools suffering from frustration with others that
have creative ideas.

fpecial abjlities of OD consultants. For OD consultants

to be effective they must exhibit several abilities. In
general, these abilities are associated with the key stages of
an OD intervention. We have found that these abilities can be
learned in about twenty-five days of training by the highly
motivated educator.
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(a)

(b)

(c)

OD consultants must be adept at making entry and
at building agreements about the goals of OD with
the members of a school. Unclear expectations
often plague the first phases of OD. Some.
rarticipants think of OD as involving highly
charged sensitivity training; others think of
lectures and diascussions on administrative science
and group dynamics; and still others think of OD
as relaxed fun and games. Probably most
participants do not hold any clear idea about OD.
The consultant needs to know how to carry out a
demonstration workshop to help a target group
understand OD theory and experience OD technology.
Any demonstration should increase the reliability
of the participantts decision on whether to
continue into OD training in earnest. For examples
of OD demonstration see Schmuck, Runkel, Saturen,
Martell, and Derr (1972).

Even among those staffs for whom entry and forming
agreements about goals go smoothly, there will be
some 8chonls where the OD may go poorly. The OD
consul tant should understand  >w to diagnose the
current state of his target oi: “nisation before
constructing a training design. We have discovered,
for example, that staffs which do not support
collaboration and which do not value individual
diversity among staff members will have some
difficulty during the OD training.

The OD consultant must also have special abilities
in designing training events. A training design
can be divided into macroaspects and microagpects.
Macroaspects include the overall structure and
outline, the sequence of parts, and the general
forms through which the activities flow.
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Microaspects refer to the specific activities played
out during any limited period such as a day or a
week of training. Included among microaspects of
a training design are the skills, exercises and
procedures mentioned previously. The effective 0D
consultant understands that the task of designing
is difficult; it requires clear understanding

of objectives, accurate diagnostic data, knowledge
about the probable effect of different training
procedures, and a delicate balance of insight into
one'!s own motives on the one hand and empathy for
participants on the other.

(d) Finally, implementing the training itself requires
a great deal of skill on the part of the 0D
consultant. He should be a facilitator, not a
dominator. At the same time, he should be forceful
and definite, not hesitant and apologetic. He should
try to be brief and concise as he attempts to move
the group along. Perhaps the most difficult skill
of the OD consultant is to keep his own feelings,
especially his anxieties and defences under control.
The consultant should try to use his own feelings of
defensiveness as signals that the training is not
going well and try to modify his behaviour and the
structure of the meeting to make the training more
effective,

INSERVICE EDUCATION IN RELATION TO OD

Since many schools do not have the resources necessary
to enter into an 0D project, I believe it is important to
consider the sorts of inservice programmes that might be tried
to encourage movement in the direction of 0D goals and toward
more creativity of the school. I suggest the follcwing ten
stages as important aspects of such an inservice training
design.
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(1) First, a group dynamics training experience should
come early to help the participating educators to
become more reflective about the effects of their
own role behaviours in the school. The major goal
would be to help educators to think about their
own pravtices and to increase their readiness to
accept new practices. A secondary goal would be
to impress upon the educators that their own
behaviours, and not thoughts and values, affect
the feelings and reactions of those who work with
them.

(ii) Next, knowledge of the behavioural sciences on such
topics as clarifying communication, establishing
goals, working with conflicts, holding effective
meetings, solving problems, and making decisions
would be presented. Discussions would be held on
how such information relates to the educator's
goals and role behaviours. Use of the knowledge,
or at least some part of it, would be established
as an important objective for each administrator.
The group dynamics training, previously set in
motion, would support the cognitive explorations
of this phase.

(1iii) Diagnostic skills related to communication, goals,
conflicts, meetings, problems and decisions would
be presented and discussed and the educator would
become acquainted with how to measure the effects
of his role behaviours related to each of these.
Whenever appropriate, educators would be encouraged
to give feedback to one another on these same
behaviours. As the educator becomes more aware of
his own characteristics, he may make fewer errors
in perceiving how others are thinking and feeling.
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(iv)

(v)

(vi)

(vii)

Specific ways in which the knowledge about
communication, goals, conflict, meetings, problems,
and decisions might be used in practice would be
"brainstormed" and refined. Each educator would be
asked to plan various ways of behaviour for
implementing this new knowledge. Each might also
imagine and discuss the difficulties that he
anticipates in using these new practices
effectively.

These new practices wculd then be tried out through
role-playing and immediate reactions would be given
by the other educators in the inservice group. At
the same time, several different observation schemes
might be introduced and some educators would be

asked to serve as observers and to give feedback to

the role-players.

Skills in giving, receiving, and using feedback
would be discussed and the role-playing vignettes
might be repeated again in attempts tc use the
feedback.

The educators would be asked next to make commitments
to try out some of these practices in the "real®
school setting. Discussions about supportive forces
and restraining factors would be encouraged to
explore the pros and cons of following through with
the plan. Attempts would be made to reduce the
restraining forces wherever possible either through
revisions of the practice or by helping the educator
to gain more confidence by simulating the practice
still once more. One effective means for gaining
commitment 1s to have the educator record on a
cassette-tape the thoughts he has absut the new
practices he intends to try.



(viii) At a later session, after the educator has had an
opportunity to get started on the new practice,
the tape recording would be played back as a
reminder of the details of the practice. If the
original commitment was unrealistic, changes can
be made at this point in the techniques used to
introduce the practice.

(ix) The educator next collects some data about the .
effects of his practice. He might use questions
under certain circumstances, but most often
collecting verbal or non-verbal feedback from
cthers will bo sufficient.

(x) Finally, during the time when the practices are
being tried ou?¥, group discussions with fellow
educators would be held, perhaps once a week or
once every two weeks to support each educator!s
efforts and to revise plans further for using
knowledge about communication, goals, conflicts,
meetings, problems, and decisions. Attention
would be given %o how the practices should be
modified to respond effectively to particular
school situations.

For additional detail about how some of the skills
associated with OD can be taught in inservice training
programmes see Schmuck (1968); Fox, Luszki, and Schmuck
(1966); Schmuck, Chesler, and Lippitt (1966); Fox, Schmuck
Jung, Van Egmond, and Kitvo (1972); and Schmuck (1972).

INTEGRATING INSERVICE EDUCATION AND OD

Even though I have uced up much more space to describe 0D
in sehole than | have tor degueribing inservice education, 1
have net meant to depreciate the latter. Indeed, OD gains
strength as 't is coupled with special ingservice education
programmes.  So, for example, the teachers of a school are more
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likely to respond favourably to an OD intervention after they
have experienced an inservice course on communication skills,
and an 0D intervention with a faculty will have greater impact
if the administrators and department heads are simultaneously
receiving inservice training in leadership skills. Indeed,
innovations involving individualisation, career education,
accountability, educational technology, new curricula, and
humanising relationships between teachers and students all
depend on both the individual professionals developing new
skills and on changes in organisational arrangements and
processes,

Organisational change in schools will not persist if
some individual changes do not also occur; and changes in the
ways individual professionals think and work will soon dissipate
or regress without supportive organisational changes. Increasing
the school!s creativity depends on interventions that include both
training in organisation development and inservice education courses.
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