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Foreword

A large amount of public attention, as well as educational research, focuses
on urban and suburban schools. People assume that rural schools have
few problems of any real magnitude: how could we, given our size and
our senses of community and shared responsibility?

But those of us who live and work in rural scttings know better. We
know that, although our schools and communitics have many wonderful
features, they alsu have unique problems that accompany small size and
remote location.

At the same time, we have some issucs in common with our urban and
suburban counterparts. More than anything, we share both the need and
the desire to restructurc our schools and to focus our encrgics and
resources on learner outcomes that will equip students for the 21st
century.

This means change. In fact, it may mcan many changes going on at the
same time. No matter where you arc in changing your school, there are
things about managing change that you deserve to know. School
improvement and restructuring arc not neat, lincar endecavors, yet the
change process is manageable.

As rural cducators, we have lcarned to live with too fcw resources
available to us -- too few resources that recognize the subtle diffcrences
and similarities between rural and larger scttings. Thus, Managing Change
in Rural Schools is a welcome aid to those of us who are concerned with
change and the future of rural schools.
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Enaging Change in Rural Schools: An Action Guide

Based on their experiences both in rural schools and as technical assistance
providers, the authors bring to life the complicated process of managing
change. They have succceded in taking a rather "dry" process and
enlivening it with examples from real life.

Action-minded teachers, administrators, arc consultants will treasure this
book. While many of the examples are from the authors’ work in the
Northeast, we will all recognize the universality of the rural experience.
Pick it up and start anywhere: you will find something that will not only
catch your interest, but may also givc you enough of a boost to push you
over the top and help you get started on that change you have been
thinking about.

David M. Trujillo
1990-1991 President
National Rural Education Association
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Introduction

This is a guide, a reference book, for educators in rural schools who are
working to improve some aspect of their school or district. By rural we
mean schools and communitics that arc small, relatively isolated from citics
and suburbs, and that perceive themselves to be different from their urban
counterparts. By improvement we refer to the entire spectrum of reforms
undertaken by schools and districts regardless of their size and location --
from changes in instructional mcthod in a single grade level, to curriculum
innovations affecting onc or more subjects at all grade levcls, to strategic
planning and restructuring cfforts undertaken by a district and its
community.

Our purpose is to connect two lines of educational research and practice:
What is known about educational change efforts in general, and what is
known about the conditions and characteristics of rural education in
particular. At onc time or another all of us have taken part in discussions
that pit gencral claims about school improvement against claims of unique
conditions in rural cducation. A gencralist will say something about the
benefits of initiating a school change in a certain way, and a rural advocate
may respond, "Yes, but, . . ." Our intent is to broaden the perspective to
encompass both the general and the unique. In the course of our work
with rural schools we have been asked many times to synthesize the
general rescarch and show how it applics to uniquc rura! conditions. This
book is our attempt to do so for other rural educators.

To help us frame our discussion, wc rely on the seven steps ior change
cfforts outlined in An_Action Guide to School Improvement (Loucks-
Horsley & Hergert, 1985). While the steps suggest a lincar progression,
we want to stress that they do so for purposes of clarity. They do not
constitutc a prescription to be taken as directed. We use them as
organizers for discussions about the critical dimensions of school
improvement,

10 1
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Any effort to improve a school involves change, and much is known about
what happens during the course of effecting change in classrooms, school
buildings, and districts. Our emphasis is on understanding and managing
the process of change -- what the research and our experience have to say
about predictable (and manageable!) developmental patterns that people
and their organizations go through as they adopt new practices, and what
can be done to optimize chances for success.

We also want to emphasize the systems context in which change occurs.
Rural schools and communities can no longer be viewed or treated as
separate parts of a larger whole -- whether a classroom in a school, a
school within a district, or a district within a county or state. Each is part
of and connected to a universe that is dynamic rather than static. Both
within and without school and community boundaries, component parts
are integrally related to and affected by each other. By taking such a
systems approach we can finally recognize and begin to make sensc of the
multiple, simultaneous, and interrel:ted changes that occur in rural
schools and communities.

In fact, we believe that rural schools and communitics offer the best
opportunity to obscrve the systemic nature of education in general, of how
people, policies, processes, and practices in schools are inextricably linked
to each other.

Each step of the process described by Loucks-Horsley and Hergert
provides the basis for a chapter that (1) describes the critical components
and tasks involved in that phase of the improvement cffort, along with
discussion of relevant aspects of the change process, (2) discusses related
rescarch and expericnce in rural schools, and (3) presents a dialogue
betwe.n the authors. The seven steps arc:

* Starting an Improvement Project

* Assessing and Goal Sctting

* Identifying an Ideal Solution

* Preparing for Implementation

* Implementing the Project

* Reviewing Progress and Problems

* Maintaining and Continuing the Change

11



Introduction

As we said above, these steps are organized for discussion rather than as
a formula to be followed from start to finish. We believe that the seven
steps make your effort more manageable by imposing some order on a
complex set of tasks. If you are in the midst of a project, you will likely
find that you have alrcady accomplished some of the early steps. Indeed,
we hope that what you read here will sound familiar, for the planning and
management of successful educational practices builds on research that
documents a solid basc of common sensc and the wisdom of experience.
And even if you arc starting at thc beginning, you may find yourself
working on two steps at once. We encourage you to be flexible and
thoughtful about meeting the needs of your own situation and to refiect
on prior experiences, both good and bad, that can help you engage in the
next one.

Unique conditions and character.stics in rural education, both real and
perceived, are informed by several sources. First, The Kegional Laboratory
 for Educational Improvement of the Northeast and Islands and its parcnt
organization, The NETWORK, Inc., have cngaged in educational reform
efforts in hundreds of schools in rural and non-rural settings for over
twenty years.  We and our colleagucs have worked in a wide range of
capacitics -- conducting rescarch and cvaluation, developing new programis,
policics, and curricula, and provicing training and technical assistarice in
classrooms, school buildings, districts, states, and at national levels.
“ccond, for the past threc years The Regional Laboratory has been a part
of the National Rural Initiative, a federally funded project to define
similarities and differences between rural and non-rural schools. Each of
the ten regional cducational laboratorics is involved in the national
initiative.

One of the major focuses for our laboratory during the first phasc was a
rural schools demonstration project with cleven schools and districts from
throughout our Lab’s region (New York, New England, Puerto Rico, and
the Virgin Islands). The participating schools were engaged in a variety
of school improvement efforts, ranging from curriculum and instructional
innovations, to strategic planning at the district level. All of the sites
reccived training and technical assistance related to their particular
innovation, somc provided directly by Lab staff, and all sites participated
in casc studics conducted by The Regional Laboratory. A cross-site
analysis of the case studics, our direct expericnce in providing training and
technical assistance to rural schools, and ongoing collaboration with other

3
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regional laboratorics participating in the National Rural Initiative all
combine to give us a clearer understanding of the conditions and
characteristics of rural s~hools engaged in improvement efforts.

Throughout *he Guide are examples of our experiences with improvement
efforts that illustrate the range of strengths, weaknesses, constraints, and
opportunities to be found in rural schcols. At the ¢nd of some of the
chapters our Author Talk suggests issues and a‘cas that we continue to
"chew on" as we work in rural settings throughout our region.

Chapters 1 and 2 provide a context for the steps involved in school
improvement that are addressed in Chapters 3 through 9. Chapter 1 starts
by talking about the uniqueness of rural schools. At the same time, we
recognize the growing diversity of these schools and communities. Indeed,
the argument for uniqueness is getting harder to sustain, for within the
perceptions, claims, and realitics of rural and small town life, paradoxes
abound -- traditional images of who lives there, why, and how thev make
their livings, are no longer as crisply drawn as Currier and Ives prints. If
you're reading this from the perspective of a rural educator, you are
probably quite aware of the diveisity within your own community and
between yours and other small towns and districts.

In Thapter 2 we present an overview of critical dimensions of the change
process, information about rescarch on educational reform efforts that
documents what :ypically happens when schools set out to adopt new
practiccs and what secm to be the ingredients for successful change.
Chapters 3 through 9 build on this dual base of information and, we hope,
help you take a fresh look at important issues in your own community.




Chapter 1:

How Unique Are Rural Schools?

In virtually all of the rural communities with which we've worked, people
cite the closeness of relationships and the small school size that enable
teachers, students, and parents to know each other well. Nearly all talk
of easy and quick access to resources and decisionmakers. For example,

o The Head Teacher in an clementary schooi in Belchertown,
Massachusetts, finds that "an answer is just a phone call ‘away. I may
not always like the response, but I get it quick."

* The principal of the Roxbury Commu nity School in Vermont is able
to talk daily with the chair of the school board who comes tu the
school to pick up her kindergartner cveryday. "We talk about what’s
going on in school. We don’t make decisions, but we talk."

* By contrast, onc of our colleagucs tells about being in a school with
more than 900 students, and spending a half hour looking for a
teacher who had spent the same half hour looking for her!

We make no pretense about the issucs prescnted in this chapter:  the
strengths and weaknesses we suggest arc neither complete nor mutually
exclusive. You'll need to think about notable issucs in your community
and perhaps add strengths or weaknesses that are truly unique to your
situation. For discussion purposes, we start with a list of strengths and
weaknesses that are generally associated with rural schools (Stephens &
Turner, 1988):

Commonly acknowledged strengths
 small class sizes

o greatcr individual attention
* low dropout ratcs
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* safc, orderly environments

* devclopment of student leadership qualities

* strong faculty identity and commitment to the school
* strong parental and commurity interest in the school

Commonly acknowleGged weaknesses

* lack of breadth and depth in the instructional program

* lower student performance

* inadequate instructional support systcm

* inadequate management support systcm

* inadequate professional development

* limited capacity to recruit and rctain teachers and administrators
* inadequate financial resources

Other issues that apply in sor:- small schools and communities:

* There is more homogeneity of values and more resistance to
change.

* Social problems tend to be identified with individuals rather than
as more generalized conditions.

* Administration is morc personal and flexible (or inflexible!).

* Curriculum and instruction is more student-centered, collaborative,
and adaptable.

* The school is often the only visible social institution in the
community -- i.e,, there is no insulation from public view.

* There is limited access to and affordability of outside help.

* Cultural, physical, and social isolation may be apparent, but there
is little isolation technologically.

A major problem with lists like these is that they immediately set up
dichotomics. Items that ring true for some of you will set off alarm bells
for others: yes, there is indeed strong parental and community interest in
rural schools, but “interest” doesn’t necessarily mean "support"; increasingly,
multiple and strongly held points of view are apparent in rural
communitics. And yes, classes do tend to be smaller, but to what
advantage if instructional and curriculum nceds can’t be accommodated in
this year’s budget?




How Unique Are Rural Schools?

The fact is that the stereotypical small town is hard to find nowadays.
As the number of family farms diminishes, as urban and suburban sprawl
encroaches on open land 2nd outlying communitics, as new industries seck
space anc lower tax bases, and as small communities get "discovered” by
people in scarch of a “simpler” way of life, changes incvitably occur. In
subtle and not-so-subtle ways, community norms and values begin to
change. Towns in Mainc, Vermont, and upstate New York, for example,
that used to think of themsclves as tucked away in remote pockets of their
states, as wedged up against international borders and, therefore, isolated
from the mainstrcam of the country as well as their state, now sce
themselves in different and not necessarily pleasant ways. Two examples
of "typical" small New England towns illustratc what we mean:

* Eastport, Mainc, is as far "Down East”" as you can get -- Campobello
Island is less than a mile across the water, and the southern tip of
New Brunswick outlines the far side of the deep-water harbor.
Twenty years ago about 7,000 pcople lived here, supported mainly
by 25 or so fish canncrics. In the last 10 to 12 years all of the
cannerics closcd, and as recently as five years ago the population was
less than 3,000. And now? A large aquaculture company has over
iwo million salmon maturing in large pens in the Atlantic, and several
smaller aquaculture companies have opeaced operations in Eastport;
land and busincss developers are moving in, and real cstate prices
have risen nearly 100% in the last three years; at least six bed and
brcakfast inns have opened in the last two years; and the town’s sister
city in Japan has added Eastport to its rcgularly scheduled passenger
cruises from Japan.

There are strongly mixed reactions to these changes in Eastport:
some parents arc glad that jobs will be available to keep their children
. from moving away, but worry that their children will never be able to
afford the cost of Eastport homes; people who moved there because
of its isolation now fear that Eastport will "just be another Bar Harbor
-- overrun by tourists willing to pay prices we can’t afford”; and local
cnticprencurs want to scize opportunities to transform a town they
carc deeply about.

* Rochester, Vermont (population 3,000), is at the northern end of the
Green Mountains; the border crossing into Queber is about a mile

from the center of town. The population hadn’t changed much in

7
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recent decades, and the town always thought of itself as a second
cousin to the rest of Vermont and even more removed from French-
speaking Quebec. Then technology came to the area: clementary
school children are linked by interactive computer to schools
nationwide in a project that monitors weather conditions, wind
patterns, and the path and effect of acid rain; the youngsters (and
many of their parents!) find that they arc indeed connected to other
parts of the country and continent. More recently, a retired engineer
from Montreal has launched a high-priced, high-tech experiment in the
area by hard-wiring all telephone lines for demonstrations of the
poter.tial for interactive communications in business, government, and
community life -- at local to global levels.

So the children know that acid rain is real, that it can be tracked
from the Midwest to the Northeast; but ncither they nor their parents
arc quite sure what to do with this information. And what can or
should be done with the capacity to communicate clearly with
someone halfway around the world? Arc there costs that will need
to be absorbed after the demonstrations are over? What are the
implications for schooling in Rochester, given these infusions of
technology and awareness of their interrelatedness with other states
and countrics?

At the same time, there are other dynamics at work in communitics like
Eastport and Rochester. Those of you who live and work there
understand how the size of small towns and schools affects relationships
between students, parents, board members, teachers, administrators, support
staff, and other community members. Lines of communication are direct
and immediate, unlike the layered burcaucracies and impersonal tone of
urban and suburban communities.

Of course, onec of the results of such closeness is a higher intensity of
social interactions than onc is likely to find in larger communitics and,
perhaps as a direct result of the intensity, the fact that the credibility of
the message is related as much to who said it as to what is said.

As a former BOCES (Board of Cooperative Education Scrvices) District
Superintendent in upstate New York observes, there is a "higher level of
influence in decision making in rural schools . . . at lcast in perception.
But what they lack in burcaucratic constraints is madc up for in public

Ic 17




How Unique Arc Rural Schools?

pressure -- turmoil in a rural school signals something wrong, not just a
debate." In his view, intense relationships are difficult to sustain, and
considerable effort is often exerted to avoid conflict in small towns and
schools, especially when the participants know that they will be dealing
with each other time and again in other contexts. Thus, when turmoil is
apparent something significant is indeed happening.

In the course of writing this book -- reviewing the literature, analyzing our
own data, and talking with rural educators and researchers throughout the
country -- we have confirmed that there are indeed unique conditions,
constraints as well as opportunities, at work in rural schools and small
towns. Whether or not we have developed definitive lists of strengths and
weaknesses is not thc issue. As we said carlier in this chapter, the
problem with lists of pros and cons is that they set up dichotomies.
Rathcr, the premise from which we write is that perceptions about rural
school life are as important as the facts. As people join with you in
discussions of how schooling might change in your community, as facts and
figures arc debatcd and future scenarios considered, their assessments will
be strongly influenced by their perceptions -- values, beliefs, and attitudes
-- of what it means to live in and educate their children in a small town.




Chapter 2:

What Is Known About Educational Change

Before discussing the seven steps cssential to changing schools, we want
to briefly describe two conceptual frameworks to explain, in part, why we
belicve and recommend the things we do.  The first framework addresses
the three major phases that are apparent in any school improvement
effort: Initiation, Implementation, and Continuation (Fullan, 1991;
Crandall & Associates, 1982; Berman & McLaughlin, 1978). The second
conceptual framework is the Concerns-Based Adoption Model, or CBAM
(Hord et al., 1987), which describes the changing feclings and behaviors of
individuals (teachers, administrators, and others) as their rcform and
improvement efforts procced through the three major phases.

We'll start by defining the threc phases and then review what typically
happens as school improvement cfforts procced. Initiation (sometimes
labeled adoption or mobilization) begins with awareness of the potential
for change and lcads up to the decision to adopt a new practice or
procecd with a plan. Chapters 3, 4, and 5 deal primarily with initiation
issucs. Chapter 6 depicts activitics that bridge the gap between the first
phasc, initiation, and Implementation, a phasc which typically cncompasscs
the first two or three years experience of putting changes into practice.
Chapters 7 and 8 also dcal with implementation issucs. Continuation, the
subject of Chapter 9, encompasses the decisions and actions taker to
permanently cmbed the change into the system or to reject it.

The third phase has often been called "institutionalization," to denote
whether or not an improvement cffort has been incorporated into regular
budgets, policics, curriculum guidclines, and the like. But in the context
of larger change cfforts like restructuring and strategic planning the term
scems inappropriate and burcaucratic. Instcad, restructuring and strategic
planning arc ongoing processes that arc intended to promote constant
growth and rcnewal of the system rather than fixed stopping points for
reform cfforts. Some school improvements do need to be institutionalized,
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but they also need to be considered in the larger rontext of schooling,
which will inevitably be confronted with pressures and desires to change.

Information on what happens during the three phases is found under a
variety of headings -- school improvement, school reform, restructuring,
redesign, innovation, adoption of innovations, curriculum development, staif
and professional development, organizational development, and leadership.
Educational change means differcnt things to different people. In the
absence of common definitions, it’s often difficult to separate out the
significance of one type of change effort over another. We think it’s
useful to keep the differences in mind by thinking of change in systems
terms, so that a curriculum adoption within one grade level, {or example,
is planned for in the context of how it might affect other grade levels,
instructional methods, assessment of Icarning, and other parts of the
educational universe. Not only docs this allow you to gauge the "ripple
effect” of your efforts, but also to calculate the significance of changes in
different parts of the system.

What Do We Know About Educational Change?

Major reports over the last twenty ycars are ncarly unanimous in
concluding that most school improvement efforts arc cither abandoned
over time or do not achicve their intended goals. Yet new attempts at
change of one sort or anothcr continue unabated. Elmore and
McLaughlin (1988) refer to it as "stcady work":

The history of Amcrican education is, in large part, the history
of recurring cycles of reform. There is considerable disagrcement
over the meaning and cffects of these cycles. Reform has
historically had little cffect on tcaching and learning in thc
classrooms. In this pessimistic scnse, cducational reform is
"steady work". That is, measured by substantial changes in what
is taught and how, the rewards arc puny; but the work is steady,
because of the scemingly limitless supply of new idecas for how
schools should be changed and no shortage of political and social
pressure to force those ideas onto the political agenda. (p. v)
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What Is Known About Educational Change

During the past decade, especially, there has been a proliferation of
committees, commissions, panels, and task forces at work, from Presidential
"summit meetings” to state and local initiatives, all directed at bringing
about better education through the setting of national goals, legislation,
regulation, and policy changes.

With so much happening why do changes scem impermarent, imperfect,
and ineffective? In part, it's because so many attempts to change have
little to do with students and teachers in classrooms. Instead, much of the
emphasis has been on modification of such things as organizational and
administrative structures, physical plants, and academic and vocational
curriculum splits (Kantor, 1982; Tyack, 1974; Katz, 1971). Such changes
assume that change is, or at least ought to be, a rational and systematic
endeavor -- if analysis of the problem is pragmatic, and if practical
applications and a foolproof plan are developed, then improved
educational practices will result. In response to major issues like the Cold
War, the Korean War, and the Sputnik launch, school improvement in the
50s and 60s was characterized by pragmatic analysis and practical
applications, often put forth by researchers and theorists far removed from
schools and classrooms. Their common purpose was to identify and to
solve an ever increasing number of educational problems as quickly as
possible, and by the early 70s therc was a growing sense of urgency about
this “professionalism of reform," about theorists unconnected to
practiticners, and theories that ncither derived from nor changed with
practice. Some obscrvers note that teachers often sce themselves as
persons whe fashion practical applications out of theorics wafting down
from on high, resulting in a broad range of practices that may or may not
respond to the theorists’ original problem statements.

But the solution is not simply to get the theorists closer to classroom
practiccs, because the more fundamental problem is that most school
improvement projects are not wiscly chosen to begin with.  The two
largest studics of school improvement in the last fifteen ycars -- The Rand
Corporation Study of ncarly 300 sites (Berman & McLaughlin, 1978), and
The NETWORK'’s Disscmination Efforts Supporting School Improvement
(DESSI) study of 60 innovations in more than 150 sites (Crandall &
Loucks, 1983) -- found that most cfforts are not chosen primarily for the
benefit of students.  Instead, morc than half were initiated for
opportunistic reasons -- cither because of perceived career incentives for
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the individuals rcspong;*blc, or because funding for something beyond the
rcgular budget was available.

At the same time, these reasons are not necessarily bad; indeed, a well-
conceived new practice should enhance somecone’s career opportunities,
and special funding probably is nccessary if regular budgets are tightly
drawn. But the sheer numbers of adoptions calls into question the efficacy
of such choices: Why so many? To what larger end than one classroom
or curriculum adoption, career opportunity, or extra funding? Is it
intended as part of systemic change, or is it a practice that can be casily
abandoned when the funding or interest runs out?

The balance of improvement efforts (less than half) are attributable to
problem-solving ventures. But good intentions alone are not sufficient to
bring about lasting change. So it was that in the late 1950s and carly 60s
there was a great deal of new funding for science and technology
innovations; in the late 60s grants were widely available for open
classrooms and othcr experimental programs and structures; and the 70s
and 80s have emphasized innovations in special education and for at-risk
youth programs. Elmore and McLaughlin 71988) observe that thesc kinds
of "educational reform can occur on a massive scale without substantial
effects on such fundamental aspects of schooling as conceptions of
knowledge, teaching, and learning" (pp. 3-4).

What is missing? Why do we persist in repeating cycles of reform/failure/
reform that should have been obvious long ago? In part, it has to do with
how a change cffort gets initiatcd, managed along the way, and finally
becomes a permanent part of the organization. First, attention to
implementation issues (like ongoing staff development and support, time
to practice, and availability of resources) are more important to the success
of a new program than initiation activities (awareness, start-up funds, initial
training). Second, early and sustained attention to continuation activitics
are as critical as implementation activitics to the long-term success of an
innovation. In practice, however, it usually isn’t done this way. In The
NETWORK’s DESSI study, rcsearchers found that, on average, decision
makers devoted 9.5 months to the initiation phase, and only 3.5 months to
actually implement efforts. In other words, they spent three-quarters of
a year deciding whether or not to adopt a new program, and only a third
as much time in such activitics as providing inservice training, sccuring
resources, and rearranging class and staff schedules.
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What Is Known About Educational Change

How Do People Change?

The evidence is clear that significant and lasting change means that
innovation must ultimately be incorporated into a school system'’s ongoing
structure and processes. We also know that few changes survive to that
point. A major part of the reason lies in the fact that while educators
have extensive training and experience in the substance of change, how to
manage the process of change is not part of their professional repertoire.
The implications of this distinction brings us to a discussion of how people
respond to change and, through the Concern-Based Adoption Model, how
you can monitor, evaluate, and design interventions that address their
concerns.

Some participants in reform efforts will be willing volunteers, others will
take more time to be convinced of the value, and a few will resist
altogether. It's not enough for a change manager to attend closely to the
trappings of the project -- to the funding, technologies to be employed,
schedules for release time and training, and the like. The perceptions and
feelings of people who will be affected, from the eager volunteers to the
resistant skeptics, are real; moreover, their concerns are legitimate and
predictable. As Fullan (1982) summarizes the issue,

. real change, whether desired or not, whether imposed or
voluntarily pursued, represents a serious personal and collective
experience characterized by ambivalence and uncertainty, and if
tue change works out it can result in a sense of mastery,
accomplishment, and professional growth. . . . The anxieties of
uncertainty and the joys of mastery are central to the subjective
meaning of change, and to success or failure -- facts which have
not been recognized or appreciated in most attempts at reform,

(p- 26)

The explicit message here and in other research (Marris, 1975; Schon,
1971) is that change is a highly personal experience. The second and
cqually critical message is that change is a process, not an event (Hall &
Loucks, 1978).  Morc often than not school board members,
administrators, and even teachers assume that change is the automatic
result of a legislative mandate, administrative decision, or curriculum
revision. But the reality is that change takes time, and it is achieved only
in stages.
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The Concerns-Based Adoption Model (CBAM) (Hall & Loucks, 1978)
describes the changing feelings of individuals (teachers, administrators, and
others) as they learn about, prepare for, use, and refine new practices.
Initially, people have self-oriented concerns: What is the new practice?
How will it affect me? When these concerns are resolved, concerns about
managing the new practice dominate: How do I do it? How can I keep
it from taking so much time? When will I be able to anticipate all the
surprises that seem to occur every day? Finally, when the management
tasks are mastered, concerns turn to the impact of the practice en
students: Are they learning? What can I do better?

The CBAM defines seven Stages of Concern (SoC). As illustrated in
Figure 2.1, the stages gencrally flow from a focus on self, to task, to
impact.  Therc are scveral points to keep in mind about this
developmental process. First, the fact that we all change developmentally
does not mean that our progress is lock-step, or that all of us will make
full journcys along the continuum of concerns. In part, this is because
pecople can resist change, some of us temporarily and some for
indeterminate periods, some for personal and some for professional
reasons. If time, materials, or other support is inadequate, we may
become preoccupied with management concerns; if it becomes apparent
that the innovation’s impact is less than satisfactory, we might begin
thinking of abandoning the change or deviating from it dramatically.

Second, a person does not expericnce only one Stage of Concern at a
time. Instcad, we have some degree of feeling about all of the stages,
with onc or two of them dominating our feclings at any given time,
Finally, something on the order of a bell curve emerges over time for a
group of people involved in the same innovation -- for a program that has
been fully (and well) implemented, the primary concerns of most teachers
will probably be in consequence and collaboration, with newer uscrs at
lower stages and a sclect few refocusing on major modifications.

Levels of Use (LoU) is the second major dimension of the CBAM. Levels
of Use (Figure 2.2) mcasures cight distinct kinds of bchaviors -- that is,
what pcople actually do as they mature in the use of an innovation or new
practice, from cveryday activities like learning to cook or to drive, to
complex innovations like teaching critical thinking skills. Like concerns,
use moves on a continuum, from three levels of non-use, to as many as
five levels of actual use of an innovation. Each of the cight Levels of
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Figure 2.1
STAGES OF CONCERN
STAGES OF CONCERN EXPRESSIONS OF CONCERN
6 REFOCUSING | have some ideas about something
! that would work even better,
M
P 5 COLLABORATION How can | relate what | am doing to
A what others are deing?
C
T 4 CONSEQUENCE How is my use affecting kids? How
can | refine it to have more impact?
T
A 3 MANAGEMENT ! seem to be spending all my time
S getting materials ready.
K
2 PERSONAL How will using it affect me?
S
E 1 INFORMATIONAL | would like to know more about it.
L
F 0 AWARENESS | am not concerned about it.

(Adapted from Hord et al., 1987.)

Use focuses on behavior that is characteristic of the user at a particular
point in their development.  For example, at LoU I, Preparation, the
person it preparing for first use through such activitics as gathering
resources, finding out detailed requirements, arranging the physical sctting,
and scheduling initial steps for actual use; when the person begins using
the innovation for the first time, behavior is usually at Level 11,
Mcchanical, characterized by close attention to day-to-day management
issues, step-by-step attempts to master the tasks at hand, and with little
time for reflection about long term outcomes.

Pemember toc the RAND and NETWORK findings, and what it takes to
fully implement innovations. In terms of the progress people make in
moving through the Stages of Concern, don’t expee *hem to focus on
impact concerns until they have had plenty of time and opportunities to
practicc and master new skills.  Bruce Joyee has observed that change is
technically simple and socially complex. At some point your ideas about
Q
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a new practice get translated into written plans and procedures and
timetables and lists of resources. But the pcople involved -- teachers,
administators, students, parents -- cannot be reduced to paper. Working
with them can be messy, complicated, aggravating, frustrating, enervating
+ « « in short, challenging. Tt can also be exciting, gratifying, and
invigorating -- all the more so if close attention is paid to anticipating,
planning for, and responding to the predictable and legitimate concerns
people making the change wiil experience.

Figure 2.2
LEVELS OF USE
LEVELS OF USE TYPICAL BEHAVIORS

Vi RENEWAL Seeks more effective alte: natives to the
established use of the innovation.

v INTEGRATION Makes deliberate efforts 1o coordinate with
others in using the innovation.

IVB  REFINEMENT Assesses impact and makes changes to
increas. .

IVA ROUTINE Has established a pattern of use and is
making few if any changes.

i MECHANICAL USE  Is poorly coordinated, making che “ges to
better organize use of the Innov.don.

I PREPARATION Prepares 1o use the innovation.

| ORIENTATION Seeks information about the innovation.

0 NONUSF, Takes no action with respect to the
innovation,

(Adapted from Hord et al., 1987.)




Chapter 3:

Starting an Improvement Project

You've decided to begin thinking seriously abcut an improvement effort
in your school. The idca may have ¢merged from a district or board
priority, irom a group of teachers in a building, or it may be your own
initiative. 1t might involve whole language skills in early elementary
grades, or it might be as diffuse and complex as a districtwide restructuring
effort. Whichever description fits, the way you begin is important, and a
"plan for planning” is what this chapter is about. In the final section of
this chapter are some examples of how the tasks described below fit into
the experience of rural schools.

The effort you are undertaking will need to have legitimacy in the district
or school. Even if you are :aking on an informal task, it’s helpful to think
of it as a project. In this chapter, we describe preliminary tasks necessary
to establish your project:

* Clarify your charge

Negotiate for resources

Build 2 base of relationships
Consider using an outside consultant
Form a school improviment team

You may have already completed onc or more of these tasks; we also
assumc that schools engage in improvement cfforts with varying degrees
of skill, capacity, and commitment from stakeholders. Rcgardless of where
you find yourself on this continuum, we think it’s helpful to think about
these tasks in terms of what Michacl Fullan (1991) calls the "threce R’s™
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Ideally, the best beginnings combine the three R’s of relevance,
readiness, and resources. Relevance includes the interaction of
need, clarity of the innovation (and practitioners’ understandings
of it), and utility, or what it rcally has to offer tcachers and
students . . . Readiness involves the [school’s] practical and
conceptual capacity to initiate, develop, or adopt a given
innovation . . . Resources conccris the accumulation of and
provision of support as a part of the change process. Just
because it is a good and pressing idea doesn’t mean that the
resources arc available to carry it out. . . . We said “idecally”
because it is not always possible to sort out the combination of
rclevance, readiness, and resources at the launch stage. It may
be necessary to start on a small scale and usc this as a leverage
for further action. (pp. 63-4)

As you begin to consider the five steps in this context, bear in mind the
Stages of Concern that we talked about in Chapter 2. If the new program
is your idca, you've alrcady addressed many of your own concerns -- you
have heard about or thought of an idca, gotten more information about
it, considercd what it means for you personally, thought of ways that it
could be managed, and your decision to move ahcad means that you're
satisficd that it’s a worthwhile cndcavor for students and tcachers. In
short, you're alrcady a believer. But others may not be. They will need
time, attention, and information to get to the same point you've reached.

This is the beginning of the initiation phase, and it’s helpful to remember
that you don’t nced to make irrevocable decisions as you work through the
tasks described here.  This is a time of exploration and negotiation, and
while you'll be sccking some definite commitments and resources, you
should also be thinking of what options can be left open for now.

Clarifying Your Charge

First, consider what kinds of outcomes would be acceptable to you and
what role you want to play in reaching those outcomes. Then negotiate
with the appropriate people in your school or district. A building
administrator may have decided that a new  program ought to start in her
school, with hersclf serving as the on-site facilitator.  The superintendent
might think that the project should operate in every school in the district
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and that the building administrator’s role should be that of a planner and
resource identifier. Both notions arc acccptable, but thcy may also be
incompatible.  Don’t assumc that cveryonc understands the job
rcquircments as you do. Find out what their assumptions are -- and their
concerns -- and negotiatce until you get a role that is acceptable to you and
others.

As schools cngage in more cross-cutting improvement cfforts (cooperative
Icarning and critical thinking skills, for examplc), there is a need for
preliminary talks and negotiations with an ever wider range of
stakcholders. For example, when we surveyed a group of Massachusetts
superintendents about becoming involved in the Rural Initiative, thinking
skills emecrged as a common theme among them.  After further
consultation with building administrators, four sites were chosen. Finally,
tcachers became involved, either as volunteers, willing recruits, or drafteces.
But critical thinking skills was not the only priority for the tcachers and
administrators involved in the project. The new school year had its own
incvitable array of new and old prioritics for staff to juggle. In one school
thinking skills went alongside four other new prioritics for onc of the
tcachers drafted into the project; for a teacher in a ncarby town therc
were five new assignments she was assuming along with infusing thinking
skills into her curriculum.

Negotiate for Resources

Resources include time, money, scervices, equipme:’, and space. Find out
what might be available for the project. Moncey might be budgeted for a
committee or project, or to pay for substitute teachers or travel. Time
may be allocated to release you to work on this cffort, or for teachers to
be released from classes.  Services could mean that a sceretary can be
assigned to perform clerical tasks or that an outside agency can be
contracted for assistance. Our advice here is, "If you don’t seck, you don’t
find."

Bear in mind that this is only your firct look at possible resources.
Later you will be looking for a much larger and more important set of
resources to support the implementation effort. In this initiation step
you are looking for resources to support the planning and management
of the effort. Figure 3.1 is a partial list of the resources you might get for
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your project. In the process of obtaining resources you will learn
something about how much of a priority your project is, where some of
the restraints are, and so on.

Figure 3.1

POSSIBLE RESOURCES

A budget for the team to use at its discretion
Substitute teachers

Materials

Travel

Conference fees

Stipends for extra time

Consultant work funds

Time (which, sometimes, IS money)

Release time for teachers

Conference attendance, program visitation, etc.

Inservice education

Staff and board meetings

Agreement to eliminate part of your job to take on this task
Administrative support

Committee meetings and other work

Servicos

+ Secretarial help (typing minutes and letters, photocopying}
» Consultant or outside help (hired or free from a funded agsncy)
o Help from volunteers, parents, students

(Source: Loucks-Horsley & Hergert, 1985)

Build a Base of Relationships

In the process of negotiating for resources and clarifying your charge, it is
quite natural that you'll also be trying to make fricnds and allies for your
cffort. You will likcly meet first with the administrator above you who is
overseeing the project.  In very small districts, you may bc the
administrator, and your first discussions will likely be with board members
and with teachcers who might be affected.
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Depending on the size of the district and the nature of the improvement
you’re considering, you may find yourself in new territory and a different
set of relationships. You might want to know what other people’s hopes
are for the project, either gencrally or specifically. Someone may be
responding to outside pressure -- from a parent group, for example. Your
effort might be a "mission" for somcone else, and other people may feel
threatened by thc effort or by your having responsibility for it. In these
first informal meetings, some of them one-on-one and some with groups,
you will be trying to describe your initial vision of the effort in ways that
others can buy into it. You can also find out what is important to them;
to discover what and whose purpose the project is serving and could serve.
Sometimes those ideas and purposes can be incorporated; sometimes not.
These are also opportunitics to lcarn more about who is responsible for,
and who has access to, which resources.

This is a time for buildiig a base of support among administrators,
tcachers, and others who will be involved in implementing the changes.
How you proceed will differ by your position in the district or school.
Whatever your puosition, it makes scnsc to meet with the head of the local
teachers’ association and to talk informally with others who represent
various opinions and role groups. In addition to getting people’s initial
rcactions to the effort -- for, against, skeptical, etc. -- you will invariably
Icarn more about the range of people in your district: who has expertisc
in the arca, whose opinion is trustcd by others, who is articulate and
thoughtful about this topic or about past change cfforts.

These initial :ncctings may secm time consuming or even unnccessary,
especially since they are preliminary to the effort itsclf. Nevertheless, we
strongly recommend that you make time for them. The conversations may
be as short as 15 minutcs each, and often they are informal. They should
also be completed fairly quickly, not drag on for a month or morc. In
engaging othcrs carly on you will be accomplishing at lcast three important
things. First, you will learn things that will help you manage this change
cffort; sccond, you will establish yourself as the person in charge; and
third, you will convey the message that you carc about the views of others
in the district and consider them important to the effort’s success.
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Consider Using an Qutside Consultant

Many school districts use outside consultants frequently; others, rarely.
Our experience is that rural schools fall into a category closest to "rarely."
At the risk of sounding sclf-serving (we are, in fact, outside consultants),
we want to talk briefly about the valuc and uses of an outside consultant
to help with the process.

Schools that are reluctant to use consultants tend to subscribe to one of
the following lines of reasoning:

1. Consultants cost too much money to usc on an ongoing basis. We'll
bring someonc in with expertisc we don’t have or if we hit a snag.
Otherwise, we'll manage the effort ourselves.

2. Consultants arc unnccessary, sometimes dangerous, and frequently they
don’t understand rural school environments. They have tightly drawn
views of both the process and the solutions, and they will impose
those ideas on us. Their ways of doing things usually slow us down,
sometimes stir up internal trouble, and often seem condescending,

There are indced clements of truth here. Consultants can be costly,
especially if they have an ongoing presence in a school improvement cffort.
And we know full well that sometimes consultants are not particularly
helpful!  Like productive relationships within a district, the relationship
between client and consultant depends in large part on establishing mutual
trust and respect.

According to Loucks-Horsley and Hergert (1985), "The valuc of an
outsider has to do with focused attention and with balance of power. An
outside consultant will treat the job of planning and facilitating the effort
as a job. The principal of a school will be busy meeting the cveryday
demands of the school and may give short shrift to this ‘extra’ effort. The
cveryday job of the consultant is to manage these kinds of efforts” (p. 5).
So, if the effort is important and nobody has the additional time needed
to manage the extra cffort, consider using a consultant.

A consultant can also be crucial in achieving balance between power
groups and in ncutralizing compcting factions. By definition, an outside
consultant is not a part of the district’s interest groups, has no alliances,
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and will not have to "live" with people over th: long haul. Thus,
consultants have the best chance of being, and being perceived as, neutral
and fair to the people involved and to their perspectives. They also
usually have no power to gain or lose -- they should not, for example, be
in line for a district job. Consider using an outside consultant when the
situation 1s politically volatile or if the district is divided over a major issue.

Of course, many rural school improvement efforts are either small enough
or straightforward enough to be managed by a district "change agent."
Some rural school districts are large cnough or dispersed enough that a
central officc person, depending on role and authority, can play an
outsider’s role in a school building.

Sometimes an outside consultant is subsidized by a government agency or
by a special project and can work with you at little or no cost. That’s
preciscly how we were able to provide support to many of the schools and
disricts in our rural schools demonstration sitcs.

Form a School Improvement Team

We strongly recommend establishing a multiconstituent school improvement
tcam in order to cnsure that various perspectives arc included and that the
cffort has a broad base of support. It’s true that a strong administrator
with access to resources can sometimes initiate an effort without involving
others in the planning. But the rescarch on improvement and reform is
also clear that the chances of achicving success and minimizing disruption
arc greater when representatives of key groups arc involved in the process.
Perhaps more important is the notion that school change docs not occur
in a vacuum, and even the most prescient administrator will find it difficult
if not impossible to anticipate the impact of the inevitable ripple effect
caused by the new program,

Your team should be relatively small (five to fifteen pcople) and be led
initially cither by the district person responsible for the effort or by an
outside facilitator.  Groups to be represented will vary from project to
project and from district to district. At a minimum, the tcam should
always include both administrators and teachers from the units that will be
affected  (clementary/sccondary,  special cducation/regular  cducation,
counsclors, media specialists, ctc.) and should also include people who

Q
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represent the variety of intercsts and experience present in your district.
You should seriously consider involving parents, students, and community
memiers on the team because they can offer valuable and different
perspectives on the issues being addressed. The team should represent a
balance of expertisc on the content of the change as well as process skills
that are needed, such as planning and problem solving.

The caution here has to do with size as much as composition of the tcam
-- too few members mcans that important points of view are likely to be
missed, and too many mcmbers causes serious problems for consensus
decision making.

Your team members will represent a wide range of experiences, skills,
belicfs, and concerns, and how a tcum functions is another critical
dimension to managing the change process. Your team should include
people who are open-minded, sensitive to the needs of the whole district,
and capable of working well together. Even so, conflict in groups is
incvitable, and you'll need to contend with real or imagined barricrs
between tcam members and the constituent groups they represent. Like
the developmental pattern of concerns and behaviors in individuals, tcams
necd time to maturc. Typically, teams go through four phases of
development: forming, storming, norming, and performing (Schoel,
Prouty, & Radcliffc, 1988; Yalom, 1985). While thc phascs may vary in
intensity and duration, they do occur in a predictable sequence, and there
are identifiable feelings and behaviors connected with cach.

When tcams arc forming, members are dependent on a leader for initial
direction, and they arc likcly to have strong concerns about clarifying the
tcam’s task. Until now, you've talked with pcople individually, and cach
of them comes to the tecam with some preconceived notions about the
purposc of the project, their role in it, and their rolc as a tcam member.
There will be some confusion, but this is also an important time for the
group to achicve something, since tcam members may be more willing to
plcasec each other and thc lcaders now than they wiil be during the
storming phase. And solid, immediatc first achicvements can be important
building blocks to recall when progress is slowed down from time to time.

Control issucs and concerns about vested interests emerge during the
storming phasc. Tcam members may form alliances around particular
points of view and actively challenge leaders to further define and clarify
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tasks and direction. It is helpful to look beyond their behaviors and
immediate concerns, because members are likely asking such questions as:
Am I going to like what I'll be doing? Can this leader handle us and all
of our competing demands? Will my intcrcst group be satisfied with the
way I'm representing their vicws?

In norming, there is definite movement toward group cohesiveness. Tcam
members develop a shared sensc of purpose, and they are better able to
communicate with each other about how they can best achieve their goals.

Time, patience, and tolerance for some ambiguity allows a team to move
on to performing. When your team is performing well you will sec far
less dependence on formal leadership as members become comfortable
taking their own initi-.tives with group goals in mind. As they do so, the
burden of formal leadership and decision making is eascd, and you can
attend instead to facilitating the team’s work and providing overall
guidance to the school improvement effort.

Not only are these phascs predictable, they also represent legitimate
expressions of concern that nced to be addressed if people arc to be
empowered to move on to other tasks and impact «<oncerns. To that end,
we believe that it's h= . ful to understand and put into practice seven
principles of effective teamwork (Arbuckle & Murray, 1990):

1. Responsibility for the team must be shared by all members.

2. Decisions should always be agreed to by the team as a whole.

3. Full participation of all team members should be encouraged through
the methods uscd.

4. The team needs to be flexible in order to accommodate differing
points of view and styles of members.

5. Threats to individual members need to be reduced to a minimum,
cspecially when teams arc made up of people who have had little
experience in working collaboratively with people representing other
roles in the system.

6. The team’s progress necds to be continually evaluated and discussed
openly with the entire tcam.

7. Team members need to be conscious of the importance of their roles
in the process.
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A rural administrator who reviewed an carly dratu of this book expressed
concern that practicing the seven principles could result in bland,
compromised decisions. There is definitely the potential for "group think"
outcomes. However, there are also techniques for achieving sound team
decisions. True consensus, for example, docs not mean that all team
members are in 100% agreement with a decision; instead, consensus carn
mcan that most people agrce with a decision and that those in the
minority agree not to sabotage the group’s efforts during a trial period.
Arbuckle and Murray’s work offers several proven strategies for producing
good group decisions, including a multiplc-voting technique, a nominal
group proccss, and a pyramid proress. The pyramid process, for example,
begins with individuals writing their own preferred outcome, then joining
with one other person to write a joint version, pairs joining other pairs to
develop an outcome acceptable to four people, and so on.

Having gonc on at some length about the importance of managing a tcam
effort, we fecl compelled to raise the question, "Is the rescarch conclusive
about the need for a tcam?" No, it’s not. Further, this is an issue that
illustrates one of the underpinnings of this book: it takes many ingredicnts
to make school improvement succeed. Not having a formal team can
somectimes be compensated for by having a clearly pereeived need,
identifying a high-quality curriculum or instructional approach to mcet that
nced, and a great deal of relevant and ongoing support for those who will
have to put it inwo practice.

In and of thcmscelves, tcams cannot guarantee success. But they can go
a long way toward democratizing the process, climinating or alleviating
initial stress and bad feclings that unilateral mandates can raise, and they
can cnsurc that the range of perspectives that make up a school arc
considered. The key to deciding whether a project should be led by a
team or individual has to do with the complexity of the cffort. Besides,
for many of you this is a moot issuc: the size of many schools we've
worked with in rural arcas has been such that improvement cfforts
invariably involve all adults in the building,

Establishing the Project in the Context of Rural Schools

At this point you're probably asking lots of questions about how this rather
general discussion of cstablishing the project plays out in rural school
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settings. We have waited until now to introduce significant examples
because this step requires simultancous attention to a wide range of issues
that rural schools have to contend with day in and day out -- competing
priorities, scarce resourccs, lack of time, and thc overall resistance to
change that can come from a scnsc of being overwhelmed already with

full-time job demands, let alone somcone’s idea for a new project.

All of these issues came to bear on a critical thinking skills project in
western Massachusetts. In a K-6 school with 250 students, voluntary
adoption of a critical thinking skills project was only one of several
prioritics for the administrator and four teachers involved in the project.
For one teacher, it went alongside four other new srioritics -- a math
program in conjunction with a local collcge, a writing process for students,
tcacher contract ncgotiations, and her new position on the Library
Committee. For another tcacher, the list of new items included the math
program, drug and alcohol education, lcarning American Sign Language,
and becoming an ofticer of the Teachers’ Association. It took more than
four months for the outside consultant, a Regional Laboratory staft
member, to achicve clarity with the tcachers about expectations for and
from them and for the participants to intcgratc all of their "priorities” into
an alrcady busy schedule.

In Roxbury, Vermont's K-6, 85-student school district, time and competing
prioritics were the lcast of teacher concerns. The district’s new head
teacher and four classroom tcachers all weicomed assistance from The
Regional Laboratory in identifying and carrying out a school improvement
project, but they werce unable to reach consensus after scveral meetings.
As the Lab's two facilitators soon learned, the district had cexperienced too
much change in recent years:  the new head tcacher was the fifth in five
years, and the superintendency for the two-district supervisory union had
changed hands six times in four ycars.

As the previous head teachers and supcrintendents had come and gone,
so too had their many ideas for school improvement. In a system already
fraught with change, onc or morc classroom teachers left the system cach
year. Those who remained when the Lab became involved had turncd
inward, concentrating their attention almost exclusively on their own
classrooms and students.
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The net result was that school staff clearly recognized the need for
significant changes, but most were reluctant to commit to yet another
school improvement effort that might disappear quickly. Compounding
their reluctance was their perception of community attitudes toward the
school and schooling. In a community of 560 or so residents, the school
is the only public building in the village; doubled in size five years earlier,
85 students had already proven to be too many for the building.
Community members were thought to be highly critical of school staff and
skeptical of any further changes that might be attempted.

After talking about these issues, the faculty and outside consultants agreed
that no lasting progress was likely to occur unless the community was
involved in planning and decision making. Thus, Roxbury embarked on a
strategic planning process that engaged faculty, the three-member school
hoard, the parent-teacher association, and other members of the
community. During a series of community coffee hours held in private
homes, one faculty and one board member at each informal session
presented some basic demographic daia and projections to community
residents and then asked for their comments, suggestions, and concerns
about education in Roxbury. A list of nearly two hundred items was
generated, then distilled into about a half-dozen major categories.
Priorities were identified from the condensed lists, and the faculty learned,
among other things, that some of their own priorities for school change
were represented on the list. Once faculty recognized that the community
had a vested interest in certain kinds of school change they were able to
move forward with a confidence that had been missing during the years of
turmoil and turnover. Now into the third year of strategic planning and
specific school improvements, there has been no further turnover in staff,
and the hcad teacher’s position has been upgraded to a position that is
half-time teaching and half-time as school principal.

We usc the Roxbury example to underscore a critical point: contrary to
a commonly held belicf, rural schools may sometimes encounter more
resistance to change, rather than less, precisely because of their size and
relationship to their communities. Like Roxbury, many rural schools find
themsclves the focal point of community interest and concerns -- New
England town mectings, for example, are held just once a year, but schools
are in scssion and building staff highly visible from September through
June. We believe that urbar and suburban schools have much to learn
from the dynamics of school improvement in rural schools because the
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cperience in a community like Roxbury scrves to isolate and intensify
primary issues about both the substance and process of change.

Author Talk

Horsley: I work on team building issues with rural and nonrural groups, and
I think I tend to focus on the generic aspects of teamwork. Now that we've
ugreed on the text for this chapter, do you have some final thoughts that will
underscore teamwork in rural settings?

Terry: My sense of teams in rural schools is that they need the same kind
of attention as in other schools. Often teachers are close in a social sense,
but have little experience in working in a high performing team around
professional issues. Thus, they need to become aware of how teams function,
and the roles that need to be filled. We also emphasize throughout this
book that involvement of the community is important, and this gives another
reason to focus on team building. The tricky part for me has always been
choosing who is on the team, especially from the community. As a
superintendent, I always felt that involving those who showed initial
skepticism was, in the long run, a plus. I recall trying to bring Whole
Language into one district. I met with a group of people every Friday for
breakfast at a local restaurant, partly for socializing, partly to answer
questions, and partly to connect them to the overall picture. I also came to
see the breakfasts as an opportunity to give positive feedback to the Whole
Language Committee on a regular basis.

There is still another issue I ponder often as I try to bring theory to bear on
real life in rural schools. In this chapter and the previous one we've
describes stages that both teams and individuals go through. I wonder how
schooi leaders can use both of these frameworks as they work closely with
others. I think a nagging question for lots of people is, "What's the
differerce? How do you pay attention to both individuals and teams?"

Horsley: There will always be notable differences among people you're
working with. But it's helpful to think of teams as aggregates of individuals,
and that the developmental pattern teams go through parallels individual
stages of concern. Forming is essentially the same as awareness and
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information concemns, storming is largely about personal concerns, norming
cenlters on management concerns, and performing is all about impact.
Attending to the developmental nature of concerns and phases -- letting
people know, for example, that you fully expect some doubts and conflicts to
surface -- can go a long way toward freeing up people to engage with the task
you've presented to them.
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Chapter 4:

Assessing and Goal Setting

Onc of the early steps in any change effort is assessment. While we
maintain that asscssment can consume too much time and emphasis, we
also recognize the importance of knowing where you are at the start.
Typicall, schools engage in "nceds" asscssment, but we believe that starting
with both needs and strengths is more useful than starting with needs
alone. While "need" is often the catalyst for change, we also believe that
assessment should identify points of leverage, what should be enhanced or
rctained -- ic., strengths to build on -- as well as what ought to be
changed.

It is especially important to identify strengths if your school or district is
cngaged in fundamental reform. The challenge of fundamental reform is
large and complex, for it is far more than a collection of discrete school
improvement cfforts. The process familiar to most of us is to adopt
systematic plans and procedures to address problems -- issues are isolated
and identified, and we employ mcthods that attempt to control for all of
the variables. Too often, however, the problem persists in ways that we
hadn’t anticipated and, inevitably, problems clsewhere in the systcm cmerge
and demand aitention.

Recognizing thic condition led the Roxbury Community School to engage
in stratcgic planning with its community. We recommend that if yoar
focus is broad and will encompass a range of school improvement cfforts
over time, you too cmploy a strategic planning process. Asscssment and
goal sctting in this broad context can best be addressed through clarifying
organizational beliefs and values (defining what is important in your
schools and community), and by creating a knowledge basc for planning
and change (helping participants to learn more about what is needed and
why). Our essential message is that fundamental reform cannot be
initiated in a vacuum, nor can the process be so rigidly conceived that
unanticipated changes in the future will cause an entire cffort or major
picces of it to be discontinued. The components of fundamental reform
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need to be revisited from time to time. This requires a built-in capacity
for reflection, realignment of prioritics and resources based on changing
conditions, and renewal of your system’s commitment to reform.

If you choose to start with a need or problem, be careful of how you
define it. Educators who are asked to define needs for smaller scale
im,-;ovements frequently do so cither in general terms ("Children today
nced to learn about technology”) or in terms of a solution ("We need
programs for gifted and talented children"). As paradoxical as it first
sounds, it’s important to define the need both more carefully and more
openly in order to allow frc a wider range of solutions. For example, the
needs of gifted and talented children can be met by a range of solutions,
from a separate school for the academically talented to individualized
instruction in every classroom {o enhancing curriculum through infusion of
thinking skills. Any one of thesc solutions might elicit gasps of dismay
from people in the district who have already detcrmined "the" solution to
the problem. Carefully defining a problem at the start can be difficult,
tedious, and time consuming, but it should lead to much broader
satisfaction with the chosen resolution, as well as opening up a wider range
of possible solutions. Figure 4.1 is an example of what one school did to
define a problem in their language arts curriculum.

You «nay choose to begin by assessing the wirengths of your school district
or community. By determining the strengths of your school or district and
what accomplishments or values arc important to people, you may be able
to begin on an upbceat note that will infuse the entire improvement effort.
For example, you may have started a successful writing program, which you
could expand. Or there may be some teachers who have become
interested in cooperative Icarning and are ready to become trainers.
Community resources -- such as businesscs, environmental groups, colleges
-- are other sources of strengths in addition to school programs and staff
interests and expertise.

Our preference as we said carlier is to collect information on both needs
and strengths. In strategic planning terms, this is called internal scanning.
The purpose is to take a value-free look at what is actually happening in
the school or district and to explore both strengths and weaknesses.
Rather than assign blame for weaknesses or past failures, the point of

internal scanning is to objectively analyze the issue, to underscore its
strengths, and to prioritize arcas that need work. Accomplishing this
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Figure 4.1

STATEMENT OF THE PROBLEM

Kind oi Problem

+ Elementary Language Arls: Students do not value reading and writing,
do not have enough experience of either.

Who is Affected

» Students
* ~ Read books only when assigned
- Writing samples are very short and unimaginative
~ Comprehension scores on CATs are poor
~ Skills "mastered" when taught are not used Iin writing; transfer is
poor. Example: Punctuation is correct on test but later used
incorrectly in written work.
» Teachers
— Frustrated by students’' attitude toward language
— Experience difficulty in motivating students
~ Language skills taught are not integrated into a meaningful whole

Evidence

» CAT scores, especially in reading comprehension, are lower than other
schools in the system

» Teacher review of writing samples

+» Survey of students on books read independently

+ Interviews of students

Causes

+ TV watching uncontrohed
+ Lack of time in class to write (leacher perception)
» Lack of family and community role models who read

Goals for Improvement

Students read more books

Students write more frequently

Students begin to enjoy/see value in reading and writing

Students' writing becomes longer, more expressive, and more

meaningful to them

+ Teachers learn how to integrate skills better

+ Teachers have better motivational techniques

» Teachers include more writing assignments (not just during language
arts, but soclal studies, etc.)

+ Parents are involved in encouraging students to read, limiting TV

watching
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purpose is easier said than done, and a note of caution is in order.
Whether you call it assessment or internal scanning, the process is more
than a paper review or prolonged discussion about what in the system
works and what doesn’t. The people involved in it will come to the
exercise with their own frames of reference and strong points of view --
your challenge is to create enough dissonance that they are forced to
examine their own and others’ points of view from different perspectives.
Without dissonance, there is a strong possibility that, in practice, your
improvement project will suffer from a phenomenon known as the "near
occasion of change," in which people and departments claim to have
changed their behaviors but in fact have only adapted parts of an
innovation to fit their previously held notions of how things ought to be.

The first step in defining any issue is to collect data about it. You or
tecam members will determine what types of information you need. Do not
limit the data you collect to numbers and test scores. Other data sources
include teacher assessments of student performance and indicators like
writing samples or books read. Data sources also include surveys or
intcrviews of parents, teachers, students, and community members. The
perceptions of these groups may be more of an issuc than actual student
achicvement indicators. If 5o, you will need to find or generate data about
these perceptions.

Atter determining your information nceds, you must decide where data can
be obtained. Standardized test results are always available, and sometimes
prior asscssment reports have been done by the district or state;
community assessments and reports may also be available. While you can
certainly gather new information, it is helpful to build on what is already
available. Deciding where to collect data involves more than finding out
what information is available but also identifying all of the groups that can
be valuable data resources. In addition to teachers, students, and parents,
consider board members, community agencies, employers, and state
department of education personnel.

After identifying sources of data the next step is to develop and carry out
an assessment plan.  Among the strategics to consider are interviews,
surveys, classroom observations, and meetings of representative people.
Decisions will need to be made about who arc the best people to gather
specific kinds of information. In some schools, for example, classroom
observations might best be done by an objective outsider, while in other
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schools, peer teachers who arc trusted might get the best information.
There are no universal rules for choosing the best people to collect the
data; the decision really depends on the local situation. In addition to
what data are needed, who will collect it, and how, your assessment plan
should have a time line indicating when each type of information will be
collected.

Once collected, you and your team must analyze thc information. Having
spun out a long list of sources and strategics, we urgently add another
note of caution: be careful not to collect too much information -- your
analysis tasks will be too great -- and to collect it in the most unobtrusive
and positive ways possible. Any assessment has the potential for raising
anxicties among those who are being assessed. As you compare your
initial understanding of the situation with the data you have collected, be
prepared to expand (or even change completely!) your initial ideas.
Consider examining the data for differences based on sex, race,
achievement level, and other variables that seem to make sense for your
school and community. Often, when data are only looked at in total, we
miss important problems. This was the casc for years with math anxiety
among femalcs, a situ .: on which went unnoticed as a problem until female
participation rates ir: aath and test scores were examined separately.

Design for Building a Shared Vision

However you label the assessment process, we believe there is one
extremely important rule to follow: don't spend too much time on
asscssment.  You may get caught up in, first, the sheer volume of
information that’s available and, sccond, the inertia of choosing among the
many altcrnatives available in a rapidly changing world,

Besides, whatever you assess is surce to change. After all an entire student
body changes in several years and school board composition can also
change completely in the course of a few elections. We know of needs
asscssments and scanning processes that have taken two years to collect
data, summarize feedback to various groups, clarify and revise, etc., etc.,
cte. The rationale is that they arc "getting people on board" or "involving
people in the process." We believe that’s too long, and that there arec
better ways to involve people. By cngaging in a protracted asscssment
process you run the risk of using up precious encrgy before you really get
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started and of losing momentum along the way. When there is a choice
between planning and doing, choose the doing. While the assessment and
planning for a comprehensive school restructuring effort may take most of
a school year, that time can include experimentation and other action.
The assessment part of the strategic planning process in Roxbury was .
completed in less than three months; for a school improvement effort
that’s more narrowly defined, an assessment can take as little as four to six
weceks to complete.

Once completed and analyzed, assessment results should be fed back to
people in the district or school. Whether written or presented orally, the
report should be concise, clearly substantiated, easily understood, and
shared - idely throughout the school community. Tcachers, administrators,
parents, and others should be asked to react to and revise this preliminary
report so that a common understanding of the school’s necds and strengths
can be developed. It is important that the version of the report not be
too polished or final-looking until rcactions are incorporated. Your team
may serve this function initially, but you should also plau to check the
initial assessment results with the various interest groups within the school,
district, or community. Your final assessment rcport should reflect
widespread understandings and the opinions of many.

Along with an assessment, developing a shared vision of the future may be
energizing. Indeed, some projects work on developing such a shared vision
first. A shared vision provides an image of what you are trying to achicve
and wherc you want to go.

Now is also the time to set goals for the improvement cffort (sce Figure
4.2). Loucks-Horsley and Hergert (1985) suggest that

Goals should capture a description of what success would look
likc when the improvement effort is in full and successful
operation. In setting the goals, think about such questions as:
What do you and other key people want to sce changed as a
result of this effort? What will be acceptable to you as measures
of success? If you are i.adating a revision of the science
program, do you want to sce improvement in students’ scores on
certain standardized tests or an incrcase in thc number of
students selccting advanced clectives?  It’s important that the
goals be both specific and attainable (p. 14).
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Figure 4.2

IMAGINING SUCCESS
(Defining Goais and Expectations)

+ Before setting any goals, ask yourself two questions:

1. What knowledge, atlitude, or behavioral changes do | want to see
achieved by whom (students, teachers, parents)?

2. What do | want my classroom, school, or district to look like when
implementation is complete?

+ To clarify your answer to the second question, imagine you visit your
school in five vears. What you see Is a close-to-ideal version of the new
activity. Now ask yourself:

1, Wiatis going on in the classroom?

2. How is the room organized?

3. 'What materinls and ecuipment are available or in use?
4. Who is working with whom?

5. What ave teschers doing?

6. What are the students doing?

7. Whatis going on school-wide?

8. What is the administrator doing?

9. Who else is present (e.g., parents, comuviunity, other agencies) and
what are they doing?

10. What additional activities are gaing on beyond the school walls that
support what is happening in tha school and classrooms?

A helpful organizer for assessment and goal sctting is to work outward
from the center of the educational universe: children as learners. Clarify
what uutcomes for young pcople your school improvement project is
directed at. Are they the traditional ones (c.g., basic skills improvement),
or have you stretched beyond (c.g., ability to think critically, make well
informed dccisions, work cooperatively)? Next, the asse sment focus turns
to teachers, to learn more about the kinds of instruction that will support
the kinds of lcarning you value. Then to curriculum, materials, and
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different kinds of administrative and professional support that teachers will
need to carry out the kind of project you have in mind.

Author Talk

Terry: You've worked with lots of different school sizes. Do you sense
differences in the kinds of data that are currently available and useful?

Horsley: The same data apply -- it’s just much harder for rural schools to
get, largely because states seldom disaggregate data for them. Rural areas
have the same problems with student standardized tests, demographic
projections, and a sense of what skills are needed for the future. The latter
is often projected as if the economy were an urban one with lots of service
Jobs, but the reality is that even the traditional jobs such as farming, mining,
Jorestry, etc. are requiring more education, are hiring fewer people, and pay
proportionately less. So students think more in terms of leaving rural
communities for the "big city." I also think that it’s harder to convince rural
educators of the value of data precisely because it’s so hard to access.

Terry: People in rural settings tend to mistrust data and to rely more on
informal networks and "what I know." Such an approach may result in lots
of untested assumptions. Use of techniques such as strategic planning and
visioning can allow such assumptions to be tested and supported by data.
One often overlooked source of local data is the town office; if cultivated it
can be the source of lots of information.




Chapter 5:

Identifying an Ideal Solution

By now you have detcrmined thc current state of affairs in your school,
developed a shared sense of purpose about the need for a particular kind
of change, and established some goals. Now the task is to identify the
best way to achicve your goals. Identifying an idcal solution involves
another kind of assessment and research, this time with a focus on local
and external resources and constraints.

Identifying Local Resources and Constraints

Beginning with identification of local resources and constraints, the
purposc is to recognize and build on what’s good about your currcnt
program and staff and to balance these strengths against the availability of
resources like time (for staff development and planning, for example) and
money. In doing so, bear in mind that resources in a school system do
not always cqual money. For example, in the abscnce of funding for
release time in several rural schools, arrangements were made for parent
substitutes through the local PTOs. In addition to logistical resources and
constraints, there may also be local political concerns, issues that provoke
controversy in your commusity. We add this as another example of the
need to attend to both the process and the content of change you are
considering,

Developing Criteria for the Solution

Once the opportunitics and constraints have been determined, you will
need to decide whether to replace a program or practice entircly, find
another to supplement what is alrcady in place, or cducate staft to be
more cffective. As you identify possible alternatives, you'll be confronted
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with a wide range of options -- full-fledged programs, instructional
practices, materials, processes, and ideas.

Whatever the issue, solutions for it come in many different forms. And
before you lose your perspective -- secing lots of trees but no forest -- it’s
important to take the time to develop your own criteria for selecting a
solution, to decide what’s important to you before sccing what is available
in the forest of school improvement and reform.

So what are useful criteria for selecting soiutions? Cost, of course, will be
among the earliest criteria identified. In nearly every rural school with
which we've worked, budgets have been tightly drawn, and line items for
improvement efforts are rarely, if ever, included. When considering cost,
it’s important to remember our carlier discussion about the length of time
it takes for innovations to be fully implemented, and the need to plan for
both start-up and ongoing expenses for training and materials.

There are, however, less tangible and often more significant criteria to
consider -- related to the system’s goals, philosophics, and norms. These
criteria are often difficult to articulate yet critical to success. They relate
to a shared sense of vision and how it gets operationalized in different
improvement efforts. For example, criteria related to curriculum and
instruction include teaching style, instructional grouping patterns, types of
materials, and student learning modes. The most important task here is
to identify the preferred criteria and to make certain that people affected
by the proposed changes agree on the definitions.  Clarity and
communication are the keys to identification of criteria:  if only the
superintendent and building principal have agreed on the criteria for
sclecting a new thinking skills program, as we saw happen in
Massachusetts, the chances arc slim that teachers will cagerly implement
it; and if there are scveral different interpretations of what "whole
language" means, it doesn’t matter that everyone agrees that it is an
important concept.

As you develop criteria you should also cvaluate how the solution will fit
in with the rest of the district. Does the new program involve a major or
minor change? By whose standards? If the program’s devcloper or
promoter is not familiar with the scope and scale of rural schools, you and
your tcam may nced to reconfigure standard implementation requirements
to fit your situation.
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Like your earliest conversations with others in the system and analysis of
assessment data, criteria that you devclop now are not immutable. As you
explore different resources and programs, your criteria may change.
Criteria devclopment should be seen as an evolving process that can
benefit from ongoing cycles of reconsideration. Two sites we worked with
in New York State provide good examples of the evolution of program
ideas and criteria for them.

Bainbridge and Cochran arc two of 14 sites in a state-funded program to
develop community schools - i.c., schools that collaborate with other
service providers in order to serve the needs of all community residents,
not just children, in a systemic way. When these community school
projects began, they took their initial direction from state requirements and
rccommendations. Early on, however, they also established community
advisory groups, conducted community needs asscssments, and identified
local priorities.

The critical differcnce between the programs in the two communitics
emerged during the first ycar as Bainbridg ¢ to rely more and more
on the advice of its advisory council, while project lcaders in Cochran
seemed more intent on molding needs asscssment information to the form
of their original plan. Now completing the second year of community
schools programs, the Bainbridge project continues to grow and expand
with widesprcad community support. At the same time, Cochran has cut
back to its original pre-and post-school programs after failing to secure
additional community support and resources to implement components of
the original plar. In Cochran, then, original criteria were considered to
be immutable, and preliminary community support dissolved when it
became apparent that little consideration would be given to other
community prioritics.

Locating Outside Resources

There are far more sources for solutions to improvement nceds than are
typically used. The two main sources that ed :cators usually rely on are
commercial publishers and word of mouth., While worthwhile, these are
not foolproof, and, cven it well connected, educators who  restrict
themselves to these sources will be missing a great deal of good
information. The fact is that billions of dollars of local, state, and federal
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funds have been used to develop a wide range of exemplary curricular
materials and instructional programs. Moreover, dissemination networks
exist both nationally and in many states to allow schoois to share different
kinds of resources. The National Diffusion Network, fur example, is
supported by the U.S. Department of Education to make successful
improvement programs available through a facilitator office located in each
state and federal jurisdiction. Regional educational laboratories, university-
based research and development centers, private agencies, and most state
departments of education are also sources for identification of effective
programs and practices.

The important thing is to broaden your research horizons so that you have
a wide array of resources to consider. Further, we want to encourage the
adoption or adaptation of existing programs and practices that have been
proven to be worthwhile, for the more energy and resources you expend
on developing your own unique program, the higher the cost will be. The
research on school improvement is clear that teachers can and do usc
practices developed by others when 1) those practices can be clearly
described and havc evaluation data to support their effectiveness, 2) are
a good fit for the school and district, and 3) arc introduced with the kinds
of training and ongoing support dcscribed in this book (Crandall &
Associates, 1982; Berman & McLaughlin, 1978). Further, developing your
own program can cost 20 times as much as adopting an existing program
(Crandall & Associates, 1982). Put another way, if the "wheel” you nced
has alrcady been invented, why spend the time and energy re-inventing it?

Making a Decision and Transforming It into a Definable Practice

Whatever the "wheel," how you finally decide on it is important for putting
it into practice. In moving toward a decision, there should be checks on
how the decision will bc made. Are the people involved a dccision-
making or an advisory group? Will the supcrintendent make the final
decision or abide by the group’s choice? That is, who makes the decision?
If it is the group, how they make the decision is equally important. Is
consensus desired, or will there be a vote with a plurality decision?

Once made, the decision needs o be well publicized in ways that arc
appropriate to your school and district. 1f it is a staff decision, a presenta-
tion to the school board may be necessary or required; if the board has
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been involved, then perhaps some other community forum or faculty
presentation should be held. Whoever the audience, you will need to
carefully describe both the chosen program and the process and reasons
that led to its selection and issues for implementation.

That does not mean, however, that the new program has been fully
defined as it will appear in practice. Here we are referring to answers to
the following questions you’ll need to ask: What happens in a classroom
when the program is used? What are teachers doing? What arc students
doing? How are they interacting?

For programs developed and in piace elsewhere, some of the questions are
easy to answer. But this is less often the case for materials and equipment
that may make up a large part of the solution. For these issues the
question is, "What will teachers actually do with them?" Computers in the
classroom represent a classic example. Research about "time on task” is
another example of a solution that is often difficult to define in terms of
teacher behavior. Outside developers and consultants, for example, should
be pressed to answer a similar question: "When you have given us your
message, what should teachers and others be doing?”

in the same way that you have developed commonly understood definitions
of the problem, it is important to define the solution in terms of such
things as classroom practice, organizational arrangements, and staff support.
There are scveral ways to definc and describe what is expected of teachers
and others who use a new practice. For example, a Practice Profile
(Loucks & Crandall, 1982) hclps to clarify and summarize program
componerits and requirements. The Practice Profile has two major parts
that give everyone a clear, concisc image of what a practice iooks like and
what is expected of them.

First, a component checklist specifics a manageable number of components
(e.g, instructor’s role, materials, ctc.) that describe the practice in usc.
The checklist also prioritizes cach component, describing how it is used in
the most idcal way, ways that are acceptable (i.c., where the "wiggle room”
is for teachers), and also ways in which the usc or lack of use of a
component is unacceptable. Figure 5.1 is an excerpt of a component
checklist for the Connections Thinking Strategics program.
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Figure 5.1

EXCERPT FROM COMPONENT CHECKLIST
CONNECTIONS THINKING STRATEGIES*

Component: Instructional Activities
IDEAL —

+ After the infroductory lesson, teacher always integrates the strategy into the
regularly scheduled lesson.

+ Teacher uses language from the strategy poster and applies the standards for
complete answers.

+ Teacher begins all strategy applications with the "get ready" step and ends all
applications with the "connect back” and "think about thinking" steps.

+ Applications take 15-25minutes.

ACCEPTABLE —-

+ After the introductory lesson, teacher always applies the strategy to a topic the
class is studying.

+ Teacher refers 1o the strategy poster and modities some of the language without
changing the meaning.

¢« Same as "ideal".

+ Applications take 30 minutes.

UNACCEPTABLE —

+  After the introductory lesson, teacher applies the strategy to a topic unrelated to
what the class is studying.

+ Teacher uses a process and language different from that outlined on a strategy
poster.

+ Teacher does not include "get ready”, "connect back", and "think about thinking”
steps in every application.

» Applications take more than 30 minutes.
*"Connections” is a program developed by David Perkins of Harvard University and The

Regional Laboratory for Educational Improvement of the Norheast and Islands. It is
scheduled for publication by the end of 1891,

-




Identifying an I1deal Solution

Compunent: Teacher-Student Invactions
IDEAL —

ACCEPTABLE —

L3

UNACCEPTABLE --

Figure 5.1 (cont.)

EXCERPT FROM COMPONENT CHECKLIST
CONNECTIONS THINKING STRATEGIES

Teacher prompts students to generate answers to "powerful questions”; prompts
less over time.

Teacher accepis answers and ideas without discussion of their merit; may ask for
clarification.

Strategy applications are split fairly evenly betwaen teacher-ledlessons and small
group work.

Same as "ideal”.
Same as "ideal”,

Strategy applications include teacher-lad ones and small group work; the two
modes are not emphasized equally.

Teacher dcss not encourage the generation of ideas or answers 1o "powerful
questions”; does not change p: 'mpts over time according to students' grasp of the
process,

Teacher discusses merits of ideas and answers or judges them as to their merit.

Strategy applications are all either teacher-led or small group work.

s |
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Second, there are implementation requirements which describe training,
facilities, personnel, equipment, and other resources needed to implement
the practice. By defining the new practice and what is needed to
implement it, you will help everyone involved to know what to expect and
what to look for. The practice can be monitored and evaluated using the
Practice Profile, and needed modifications can be made.

Conclusion

The tasks involved in identifying an ideal sciution do indeed require time
and energy. For rural schools engaging in this step, there are both
advantages and disadvantages. The workload of rural school educators
comes to mind immediately -- simply, there are fewer people to do the
same tasks that are required in larger school systems. A small school
principal, for example, frequently wears multiple hats, serving
simultaneously as the system’s building principal, curriculum developer,
swaff developer, and busincss manager. On the other hand, rural schools
have the advantage of working within a scaled-down burcaucratic system.

As the principal responsible for the community school project in
Bainbridge and the head teacher in Roxbury learned, there are ways of --
and clear benefits from -- sharing decision making with others in their
buildings and communities. Rather than go it alone, their success in
identifying solutions came from secking out and supporting the efforts of
teachers and townspcople, all of whom have vested interests in their
classrooms, schools, and communities.




Chapter 6:

Preparing for Implementation

As a clear imagc of your educational reform idcas begins to form, it’s time
to preparc to make thcm a reality. Therc are at least seven activities
involved in preparing to implement your reform:

e Creating awarencss

* Selecting implementors

* Assessing current practice

* Sctting expectations

* Assigning support roles

o Making logistical arrangements (for training, materials, facilities,
personnel)

* Creating a timelinc of activitics and events

There is no specific sequence to them, but they do need to result in a
clear, shared idea of what’s to come -- a map {or "getting on with it." As
you and your tcam consider cach of these activities, you will become
clearer on how to procecd.

Creating Awareness

As we have discussed before, a critical strategy for improving schools is to
kcep the important players informed of what you are doing as you
procced. Further, different people need to know different things at each
step along the way.

Having choscn something to implement, ideally with the input of many
others outside your planning team, it is time for vou and the tcam to give
others the same image as you have of the "what' and some indications of
the "how." Going back to thc CBAM, the questions asked by thosc
outside the tcam (and many inside, as well), are sclf-oricnted: What is it?
07 9
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and How will it affect me? This is not the time to plunge into extensjve
how-to-do-it training or spend long sessions describing and illustrating the
outcom:s you expect will occur for students. Instead, short overview,
descriptive sessions are called for, conducted by team members who can
talk about what it will look like when in use (for example, teacher,
student, and administrator roles, materials, new structures, timing).

In Brookiyn, Connecticut, a first grade teacher preparing to participate in
a K-8 whole language initiative was understandably anxious about the
prospect of changing her classroom practice: "When 1 first heard about it
from the Lead Teacher, I thought ‘Whole language -- oh, no, that’s not for
us.” But we weren't pushed. We had time to think about it. We were
able to ask questions and try things out. If you can’t do it well, I'd rather
not do it at all."

Mind you, the kind of approach taken by the school improvement tcam in
Brooklyn doesn’t necessarily mecin that an idea will be greeted with
enthusiasm. Indeed, the more common expcrience of tcachers in rural
schools as far apart as Texas, Maine, New York, and Puerto Rico is to
respond with skepticism to such awareness sessions because they have
never before been asked for their concerns. An elementary teacher in
Pucrto Rico was asked how she heard about new things: "By smoke
signal," she replicd. The Puerto Rico project’s technical assistance provider
added that "it's not very easy for teachers to be convinced of the team’s
intentions because they’ve always been told what they’re supposed to do
and their concerns are never considered.”" The message here is that if your
approach to involving teachers in school improvement is as new as the
innovation itself, tcachers will be confronting two changes simultaneously!

Sharing a list of components is a useful technique. Personal concerns are
initially responded to by describing the timeline and logistics: when
training will occur, when use will begin, and what the support structure is
that will back them up. (We'll say more about expectations such as these
later.) An opportunity to have questions answered rounds out a good
overview session. These sessions can be conducted for groups of teachers,
administrators, support people, and cven for school board members, to
keep them informed of progress and begin carly to clarify some of the
ways they will be expected to engage directly in or provide support for the
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effort. Figure 6.1 describes some rural school examples of ways to create
awareness of a new program.

Figure 6.1

VEHICLES FOR CREATING AWARENESS

¢+ In a district implementing a strategic planning process, a slile-tape
show was developed to give teachers, administrators, board
members, parents, and community members an idea of how and why
they needed to work together.

+ In a school that had selected a new reading curriculum, an open
house for parents gave improvement team members an opportunity
to describe the new program and how it would be used.

+ A school district adopting a computer-assisted writing program
included an article in the district newsletter about a pilot teacher’s
success with it in the previous year.

¢+ In a school working to improve its math program, members of the
school improvement team held briefings for individual staff members
to answer their questions and discuss the new program

Selecting Implementors

Early in this preparation phase, you will nced to select staff to implement
the program. You will need to decide whether implementation will be
voluntary or mandatory and whether to begin the program in all classes or
pilot test it during the first year in a limited number of classes. In making
these decisions, there are pros and cons to be weighed carefully.

If voluntary, implementation can result in a divided staff, at odds over the
new program. This can also incrcasc the problem of articulation from
grade level to grade level, especially if the power of a program cannot be
seen fr several years. On the other hand, mandatory implementation may
set the \eaching staff at odds with either the administration or the planning
team. In part, this depends on the extent to which the process that led
to selection of the specific change cffort resulted in support strong enough
to warrant involving all eligible teachers from the start or whether gradual
phase-in would be better.

4|
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If your decision is 15 pilot the program in a limited number of classrooms,
time limits should be set and criteria for effcctiveness should be
established.  Also, selection of pilot teachers is an important issue.
Volunteer tcachers are likely to work hard but may not be representative
of all teachers or grades for which the program is intended. On the other
hand, random assignment by grade will provide information about the
program at all the appropriate grades but may involve teachers who are
not interested in the program. A good strategy is to go first with teachers
who volunteer and then fill in (by persuasion, negotiation, and so forth)
where grade levels, expertise, and other factors are not represented so that
a comprehensive pilot test results.

Our advice comes straight from the Action Guide:

We suggest two things: First, go with the cnergy; that is, take
advantage of enthusiastic tcachers by letting them be involved
when the program is initiated. Their cnthusiasm will often be
what it takes to get the majority, the "wait and seers,” to risk
trying it. Second, cncourage opinion lcaders -- those teachers
who others seem to respect, listen to, and go to for help -- to be
carly users. And try to involve the negative, but good, teachers
by giving them an carly role and some responsibility. Many times
this overcomes their ncgativity, and their strength as tcachers
contributes much to the program (Loucks-Horsley & Hergert,
1985, p. 39).

Having made thesc suggestions, we also acknowledge just how small the
pool of available impicmentors can be in some rural schools. When the
Roxbury School principal talks of "3 out of 4 tcachers” in his building and
a principal in Magnolia, Arkansas, mentions "8 out of 10," their fractions
and total numbers are onc and the same.  Thus, you may have far less
choice than the preceding discussion on implementors scems to imply, and
yours may or may not be a more difficult task. What happened in
Brooklyn, Connecticut, discussed above, illustrates the best case scenario
of cffecting change with the implementors at hand -- a situation in which
tcachers’ developmental stages of concerns and levels of use were
acknowledged. Another small K-5 school in New England represents the
oppositc:
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Preparing for Implementation

The school mandated a school-wide change and ultimately gave up
on second grade involvement. The school's only second grade
tcacher represented the extreme adopter type of true resistance to
change; she simply could not be convinced through information or
the power of the principal’s office to adopt a new practice. The
principal, a relative newcomer (less than two ycars in the district)
and only the second principal in the school’s thirty-plus year history,
finally decided that her energics were being drained by the effort to
impose the mandate schoolwide. The principal concluded that
history and deeply ingrained habits would not only lead to more
conflict, but would also adversely affect the second graders whose
teacher had taught the second grade since the school opened in the
1950s and who lived alone with her mother who had taught second
grade in the samc village for another thirty years before her.

Assessing Current Practice

Consider this experience: A school has chosen to implement Conncctions,
a program to infusc the teaching of higher order thinking skills into the
curriculum. (Excerpts from the Connections program component checklist
were included in the last chapter)) Conncctions provides teachers with
strategies for specific thinking skills such as decision making and problem
solving. Teachers are required to make their own decisions about which
stratcgics to usc with which curriculum unit, to plan how to use thc
strategy to enrich the curriculum, to teach the strategy to siudeiits, and to
manage students in small coopcrative learning groups.

When Connections is first introducert 1o schools, teachers generally differ
in their abilitics to handle various « , cts of the program. One teacher
may have been using thinking skills with students, but may ncever have
worked with students in small groups. Another teacher may have been
traincd and become expert with using cooperative learning groups, but may
never have asked students to do sophisticated thinking about curriculum
content. Still other teachers may not be comfortable making changes in
the curriculum to the extent that Conncctions requires -- they worry that
they will not complete the units on time.

Assessing where teachers are in relation to the ditferent components of
Connections or any new approach is critical to providing the best
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assistance to teachers and to successful implementation. Workshops and
individual help will be more effective when you know what current
practice is, as it relates to the components of the practice you are
irtroducing,

Common sense, as well as research, indicates the importance of assessing
the current practice of each implementor with respect to the components
of the new program. Using the component checklist described in the
previous chapter can help. Once that is known, more relevant staff
development and support can be planncd.

Setting Expectations

Whether implementation of the change is voluntary or mandatory, it is
critical that the team be clear about its expectations and standards for the
effori. You may be the school or central office administrator who has the
authority to back up the team’s decision, or that person may serve on the
team. Otherwise, you will nced the support of appropriate administrators
-- the principal, curriculum director, and so forth -- to set clear
expectations, including;

* Sticking with the new program for a specified amount of time to
ensure a fair trial period.

* Holding back from making major adaptations, cspecially easing
standards too carly; otherwise, you will be observing the "near
occasion of change" phenomenon in action. During the trial period,
fidelity to the program that was decided upon is an important
cxpectation; only after mastering the program, understanding how it
works and how it can work better for students, should teachers be
encouraged to make changes to suit their individual situations.

* Putting in the extra time nceded to practice new skills, prepare new
materials, and so forth.

In the best of situations, cxpectations are set by your team and will have

the full backing of administrators (some of whom serve on the tcam), and
there will be full understanding and "buy in" of the staff to be involved.

) b“'*
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Making Logistical Arrangements

Implementation of new practices often requires lots of new things: sets of
materials, new structures, facilitics (c.g., classrooms, labs, outdoor spaccs),
and sometimes new kinds of personnel, such as aides, bilingual teachers,
and lab technicians. In addition, some new practices will require
rearranging the rou‘ines of both teachers and administrators. For example,
new practices scinctimes call for more time spent on a certain content
area, more teacher time for planning, serving on collaborative teams, more
flexible classroom space, or different teacher-student ratios. You will need
to identify all logistical arrangements and rearrangements that need to be
made during the planning phase and then make sure that it becomes an
ongoing task for the project’s coordinator. (See Figure 6.2 for some of
the resources that may now be called for.)

A logistical crisis in Bainbridge, New York, for example, was converted
into a positive experience for the school and the community. Plans to
construct a temporary building to house a pre-school program came to a
halt when the New York State Education Department informed school
officials that the new facility could not be built without approval through
a town referendum, a public vote that could not be held for about six
months after the scheduled start of the new program. Staff had already
been hired and children enrolled.

Rather than wait for burcaucratic and legal approval, the clementary
principal and thc community schools coordinator opted to start the
program in the community in the meantime. The pre-school staff trained
and supcrvised a smail group of parents in providing pre-school functions
in private homes until the building was opcrational. Bainbridge officials
are convinced that they lcarned a great deal about pre-school needs in the
community, and that the referendum eventually passed because of greater
community awareness of the value of the pre-school program. The
principal concluded that "the building would never have been approved if
we'd put the program on hold until after the vote -- taking it into homes
demonstrated just how important we thought it was, and the town
responded to that." .~

Staff development is another item to arrange. First, think about the type

and cxtent of staff development nceded.  Your assessment of current

practice will enable you to answer the questg;g,‘ "Do teachers and others
u

Q
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nced only orientation to new materials, or do they need extensive training
in new behgtiors and strategics?" This will help you decide if you should
plan for an afternoon inservice or for a scrics of one-day workshops with
extensive coaching in between.

Timing of staff development is also important and has some obvious
financial implications. Depending on the time and money available and
the amount of staff development nceded, you may want to sponsor a
summer workshop, an after-school course during the school year, or a
series of ongoing seminars during the implementation period.  Staff
development during the school year usually involves the expense of
substitutes, and it may be difficult to find enough substitutes if you nced
to involve a large number of teachers. If you have the flexibility, this is
where a good relationship with your PTO can be very helpful. Staff
development during the summer may require teacher stipends that can be
more costly than substitute pay. And an additional benefit of staff
deveiopment during the school year is that it permits participants to
quickly put their learnings to use.

Figure 6.2
POSSIBLE RESOURCES FOR IMPLEMENTATION

Money or In-Kind Resources for:

Trainers ~initial and follow up

Substitutes or teacher stipends for staft development
Planning, meetings

Materials

Support personnel (coordinator, aides)

Travel

Equipment

Evaluation

Twme for:

Information sharing

Training ~initial and follow up
Support group meetings
Administrative support, coordination
Team meetings

(Source: Loucks-Horsley & Hergert, 1985)
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Staff development should be conducted by peoplc who are totally familiar
with the new program, who are experienced trainers, and who understand
principles of adult learning (Crandall, 1983). They could be the developers
or representatives of the program, or they could be teachers or
administrators who have worked with the new program in your or other
districts. Before training starts, you should clarify several issues with the
trainer: determine what will be presented, share with the trainer the staff’s
present skills and needs, and identify needs that will not be covered during
the training. For instance, the trainer may provide teachers with extensive
information about the program materials and teaching approaches but may
not be able to help them fit the program into their curriculum. Advance
knowledge of such information allows the planning tcam to compensate.

It is usually worthwhile to conduct training in increments: two or three
scssions one or two months apart. This allows teachers to learn a number
of new strategies or curriculum units, try them, then come back for
debriefing and additional training.  Spreading out the training keeps
management concerns at a low level because teachers don't fecl compelled
lo master everything at once, and they know they’ll have an opportunity
to share their problems and successes (Loucks & Pratt, 1979). When
initial training is being scheduled, plans for follow-up training should also
be developed. By doing so, you will ensure that funds are carmarked for
follow-up training, and you will be providing an important source of
support for tcachers who are implementing the program -- the promise of
future expert help. The norm is for tcachers to sec consultants come into
their district, present a new way of doing things that disrupts routines, and
then ride off into the sunset, never to be heard from again. This time, we
believe, things will be very differznt; the trainer, or another person with
comparable expertisc, will be scheduled to return to answer questions, help
solve problems, and provide the next level of training. Follow-up training
can mcan the difference between successful implementation and no
implementation at all.

Assigning Support Roles

One thing that we have learned well is that teachers need a wide range of
ongoing support to successfully implement a new program and to integrate
it into their teaching, This is also true of non-teaching innovations.
Among these support nceds are in-person assistance, material support,
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leadership, and moral support. To provide all of this, non-teaching staff
must be involved with the program.

Figure 6.3 lists a large number of support functions that nced to be carried
out in the implementation of a new program (Loucks-Horsley & Cox,
1984). You might designate one person as the project coordinator --
somcone who is given the time and resources to help teachers and "run
interference” for them, especially at the beginning of the program. Or you
may divide up the functions among several people, depending on your size
and resources:  cnthusiastic and responsible teachers, principals,
department chairs, central office staff members, external consultants, even
parents and community members. If several people are involved, you or
another person will nced to "orchestrate” all of the moving parts. Whether
a coordinator with many roles, or charged with "orchestrating” others in
their support of teachers, this person is erucial to your projcct’s success.

No matter how the support functions are divided, you nced to pay special
attention to several of them in preparing for implementation. New
programs often collapse because someone decides that all anyone needs is
a basic workshop (o lcarn some new skills.  As you'll recall from our
discussion in Chapter 2 of what makes for good change, we now know the
importance of follow-up assistance that addresses the specific problems
(often abcut management issucs) that participants have after initial
training.  Demonstrations, coaching, problem-solving sessions, informal
observations, and feedback -- these are the kinds of support that will be
needed in the carly part of impiementation, (More about these in the
next chapter.)

Yes, specific content-related help is important, But equally important s
moral support.  This might be as informal as a casual word of
encouragement.  Idcally, moral support is incorporated into a formal
statement from the trainer and/or administrator that cveryone knows
change will not be casy, that it is okay to make mistakes, and that help
will be there when it is needed. Referring back to the CBAM once again,
this is a time when personal and management concerns arc highest.  As
was done in Brooklyn, Connccticut, whatever you can do to assuage such
concerns will be most appreciated during a time when teachers feel pressed
by the cveryday demands of tcaching as well as having to master a new
program. Yet, encouragement is not a technical skill that administrators
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Figure 6.3

NECESSARY FUNCTIONS FOR SCHOOL IMPROVEMENT

Assessing needs, strengths, and resources
Assessing current practice

Setting clear goals, objectives, and expectations
Selecting or developing a new practice

Creating awareness

Assigning roles and responsibilities

Establishing commitment

Developing game plans

Allocating resources

Providing materials

Arranging training

Making schedule and organizational changes in school
Helping teachers plan implementation

Initial training

Problem solving and trouble~-shooting

Providing follow-up training

Monitoring classrooms for use

Evaluating implementation outcoms

Evaluating ultimate outcomes

Training new or reassigned staff

Conducting follow-up and refresher sessions
Incorporating program into curriculum guidelines
Routinely purchasing new materials and supplies
Establishing a budget line item

{Source: Loucks-Horsley and Cox, 1984.)

and support staff learn about in their preparation programs nor do they
give it frequently enough.

Leadership is rarcly placed in the category of "support", but it is clearly
part of an cffective support system. One of the ways leadership functions
as support is in clarifying goals and cxpectations. Another is in monitoring
progress toward goals; the operative word here is "monitoring," not
"evaluating,” for this is a time for support without critical judgments of
performance. Reminding people that the program is a priority and that
everyone is expected to participate (or, at the least, to suspend disbelicf)
is a function that sometimes is torgotten after implementation begins.
Similarly, many pcople require a "nudge" to engage in something new, and
this is a function that only pcople in leadership roles can play.  Support
systems built on mandates do work, but only if the practices they support
make sense to teachers and result in student learning that is clearly visible
to them. Teacher behaviors, in this case, change before attitudes, and this
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is all the more reason to work toward balancing moral support and firm
Icadership. If the change you seck is a good one, then even the most
reluctant teacher will be grateful for the initial push.

Creating a Timeline

Preparing for implementation takes a lot of time, and it is easy to forget
that actual implementation will take even more time. Because we have an
understanding of how change occurs, and the stages that people and teams
go through as they become familiar with and implement a new program or
practice, we can create realistic timelines with important milestones.

In Chapter 2 we talked about how long it typically takes to effect
significant change -- three to five years from its initiation to the point at
which it becomes truly incorporated into the ongoing life of a school and
its classrooms. One half to a full school year can easily be spent in
planning and preparing activitics. During that time the focus will include
mastering the practice, perhaps by a limited number of teachers, and on
cstablishing the support system necded to sustain it. The second and
succeeding years will likely involve spreading the practice to other teachers,
monitoring and analyzing how things arc working in early implementors’
classrooms, and refining. During that time also, the structures necessary
for incorporation of individual programs are built, as are procedures to
cnsure continuation of large scale reform efforts.

Author Talk

Terry: There is a commonly accepted myth that people in rural schools
are, by nature, resistant to change. How do you respond (o that? -

Horsley: We've made brief mention of "adopter types," research that has
shown that people have predisposed responses to change. There are
innovators, leaders, early and late majority, and resisters. A profile of a
cross-section of people usually looks like a bell-shaped curve -- r10st people
near the middle, and very few true innovators and resisters. Now, to explode
the myth: the original research sample consisted of rural folks, farmers in the
Midwest, and why and when they adopted new strains of hybrid corn!
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« 8)’
J




Preparing for Implementation

The point I want to emphasize is that true resisters represent only a very
small percentage of people. Attending to everyone's informational and
personal concems early goes a long way toward separating out the hesitant,
skeptical, and unconfident, from those who won't buy in no matter what you
say or do It’s also very helpful to try and recruit experienced, respected
teachers to be among the first users because they often influence more
reluctant ones to come along.

Heraert: [ get concerned when people who oppose an innovation are
labelled "resistant” too quickly. They may have genuine philosophical or
values differences with the innovation, or they may not want to be involved
at this particular time because of personal or professional circumstances.
(Ask yourself, "What would cause mc to act that way?' and you'll probably
come up with some very legitimate reasons.) Care should be taken to try to
understand each individual who "resists" and to treat each with respect. Be
creative about giving people information, time, and various kinds of learning
experiences.

Terry: My experience is that not everyone will come on board immediately.
Rather than openly mandate the change, let pressure build from peers, and
sometimes parents, to make the change across the board. Another approach
is to consider with the staff alternative ways of having the benefit reach the
students, e.g., different assignments of teachers, sharing of students, use of
volunteers. The key for me is not to spend a whole lot of extra energy trying
to get the marginal folks on board, although, in the back of my head is the
knowledge that if the program works and becomes part of "what we do here"
then a mandate may become necessary. So far, in my experience, I've never
been pushed to that point.
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Chapter 7:

Implementing the Project

By now you've done all the planning and preparing, and it seems that all
that is lcft is the doing! As your change effort is put into the hands of
the implementors -- teachers and others who will have to live with it on
a day-to-day basis -- your active role diminishes. Compared to the frenetic
activity that goes with orchestrating a planning team and initial training,
you may find it disconcerting to sit back, observe, and kecp your "hands
off" while the real users put their "hands on." (Unless, of course, you're
one of the implementors!)

In Chapter 2 we cited rescarch on the average time decision makers
devote to initiation (the subject of Chapters 3-6) and the amount of time
usually devoted to implementation -- ninc or so months to think about the
change and plan for it, and about two and a half months to implement it.

You may spend, in contrast, two or three months planning a specific
school improvement effort or nine months to a year developing a shared
vision for large scale school restructuring. That’s okay. Done well, your
plan will guide you to some key functions to be performed during a
realistic implementation period. But be sure to plan on onc or two years
to allow implecmentation to really take root. We now know that it is
absurd to expect immediatc mastery by tcachers, let alone changes in
student learning that can be evaluated by the end of the first year.

As a rural teacher told us, "You don’t pull the vegetables up every week
to see how they're growing." If the change seems rough for a good part
of the year, you may cven sce a time when kids learn even less than with
the previous practice. If the new program is a good one for your sctting,
you should expecet increased learning, but not necessarily in the first year.
As we note in the final chapter, by all means, ask if the practice is
implemented and how it’s going the first ycar. But save an assessment of
its impact on students until later.

Q
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We recently conducted the first year evaluation of what was to be a multi-
ycar project to raise student and community aspirations in a Northeastein
state. The project sponsors and community participants in seven sites
understood that measurable results -- like more young people going on to
post-secondary education and increased community support for and
involvement in education -- were several years away. But the corporation
funding the evaluation did not sec it that way' since there was no
observable student impact after onec year, the corporation cancelled both
the evaluation effort and the technical assistance services dirccted at
organizational and team development for participating communitics.

Schools, communitics, and others making change nced time and support,
cspecially at the beginning. First, bear in mind that most concerns will
be about management issues. The primary question asked will be, "How
can [ get this practice under control (so I can avoid going crazy)?" There
arc ways to recognizc these management concerns.  Expect rough going:
poor coordination, lack of anticipation of what will come next, and settings
that appear (and often are!) out of control. Few of us arc perfectly
coordinated and can plan ahead successfully when we are first engaged in
something significantly diffcrent. Accompanying these difficult behaviors
are feelings of frustration, annoyance, even anger ¢t having to do all this
new stuff as well as "carry on as usual."

If teachers znd others are provided good staff development and ongoing
support during early implementation, this early disorder and dismay can,
within a matter of months, evolve into a stable, satisfying routine. Wec
note this for two rcasons. First, you and everyone involved should now
understand the process of change well enough to accept the rough part
and not crcate unrealistic expectations of immedirte mastery. Second, this
is all the more reason to have a good, solid support system that anticipates
and deals with thesc very problems.

So what kind of staff development and support will help to minimize
management concerns, facilitate mastery of the chosen practice, and, by the
way, help convey your message that immediate results are not expected?
In the next sections we suggest some answers,
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Staff Development

Staff development that responds to low-stage concerns is usually in the
form of training workshops. People are asking, "What is it," and "How do
I do it?" So give them lots of dctailed information about the program’s
key features, approaches, and materials, so they know what they will be
required to do. This also means hands-on experience with the materials,
activities, and strategies so people have a chance to practice, to fail in a
safe place, and to get help to do it better. The more practice people can
get with what they will be doing in the classroom (or elscwhere), the
better.

There should also be time during initial sessions for teachers and other
implementors to think about and plan for how they will fit the ncw
practice into their ongoing work. If there are certain scheduling
requirements, what is the best timing? Do new materials need to be
ordered, or can they go with materials currently in use? How? Giving
teachers time to think about and work through these kinds of details
individually and as a group can save them both time and grief later.

If staff development will be done in increments, it is important to monitor
progress in the interim periods. Have they rastered the content of
previous sessions?  What other concerns, problems, and issues have
emerged? Subscquent sessions are best started by sharing the answers to
these questions, cither by someone who has monitored and analyzed them
beforehand (sce the next chapter on monitoring) or during that session
itself in small groups with report-outs. How are pcople doing? What
successes have they had? In this way informal networking can occur:
problems with solutions, issucs with idecas. Where have problems arisen?
Having the opportunity to share the discomfort of the carly weeks makes
people feel relieved that there are others experiencing the same things.

For the thinking skills project in four rural schools in Massachusetts, the
outside consultant carried out a sequence of four monthly site visits to
each school during the first half of the school year, followed by two
additional visits in the sccund half, Throughout the school year she talked
with tcachers and administrators by telephone at least once each month,
By doing so she was able to offer cncouragement and moral support as
well as informally monitor progress.
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By spreading out staff development, people can be introduced to a limited
number of components each time. For cxample, initial training might be
directed at use of a certain piece of instructional software and how to
incorporate it into current instruction, During the next training, the focus
could be on other teaching strategics that make better use of the software
than do current strategics. Similarly, by using a component checklist, it is
possible to introduce people to "acceptable” ways of using each component
and then in later sessions toward more "ideal” uses.

People will progress at different rates during the first ycar. Some
implementors will master the mechanics of the new practicc and will begin
cxperiencing impact concerns such as "How am 1 doing?" and "How can |
do better?” Others may still neced some "basic training." One solution is
to offer several "tracks" at key points in the staff development sequence
to meet the different concerns of all participants. For example, in
preparing teachers to use a new clementary science curriculum, teachers
werc offered two sessions at the same time: problem-solving scssions on
classroom management and a discussion on applying Piaget’s idcas to
teaching science. While teachers were given free choices, those who chose
the former had been assessed to have significant management concerns,

and thosc who chosc the latter had fewer management concerns (Hall &
Loucks, 1978).

Providing Ongoing Support

Training is not the only kind of help that is nceded. Other kinds of
support include coaching, consultation, peer problem solving, and running
interference.  While the content of training is driven by the requircments
of the new practice, other support needed throughout implementation is
driven both by the practice and, even more, by the individual needs of the
tcachers,

Management by Wandering Around (MBWA) is a lcadership concept
uncovered by Peters and Waterman (1983) in some of the best-run
companies in the country. As summarized by Loucks-Horsley and Hergert
(1985):

MBWA is onc of the best tools for you to usc during
implementation. (See Figure 7.1.) One caution, however: be
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totally nonjudgmental and supportive. Teachers are feeling badly
enough about being suddenly inept in their own classrooms.
They must be reminded -~ and you must believe -- that difficulties
are perfectly normal, that they will soon master the new practice,
and that help will be available. By wandering around, you want
to accomplish two important things -- to gather information
about where the problems are and to provide encouragement and
a pat on the back. Of course, after analyzing the problems, you
will also want to assist where you can. Does the new equipment
keep breaking? See that it’s fixed or replaced. Is the first grade
teacher experiencing a problem that the third grade teacher has
solved? Pair them up. Arc five teachers having the same
problem? Schedule a problem-solving session. By resolving, or
at least addressing, little problems, you will be helping to keep
the implementation on track and will be creating a positive
climate (p. 52).

Figure 7.1

SOME THINGS TO LOOK FOR
WHILE WANDERING AROUND

Use or nonuse of new practices and materials

Successful implementors

Teachers having trouble, and what the trouble is

Complaints and negative remarks, informal or voiced as jokes

Logistical problems; for instance, r..aterials shortages, storage problems,
needs for new kinds of space or equipment, issues with schaduling
Classroom management problems

+ Teacher-developed techniques that work

» o & o »

L3

It is quite possible that some pcople will try to cover up their mistakes and
fears in front of you. If so, there arc other ways to keep in touch with
teachers during this period. Mcmbers of your planning team can divide
responsibility for checking in with tcachers, or one person from each group
(K-3, 4-6, or English department, math dcpartment, ctc.) could be
designated to gather information within a group. As with your own
Management By Wandering Around, both the monitors and the
implementing teachers need assurances that this is an information and
helping role, not one of judgment or evaluation.
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The concept of peer coaching, as introduced by Bruce Joyce and his
colleagues, involves guided practice in the behaviors required by a new
process. Coaching has both pedagogical and moral support functions.
When a peer coach can observe a teacher’s (or administrator’s) behavior
and provide constructive feedback, the person observed can avoid
development and maintenance of bad habits. "Mastering” a new practice
incorrectly is a frustrating waste of time, while having guidance when first
trying something new can help address the question, "Am I doing it right?"

In addition to providing immediate and constructive feedback, our
experiences with coaching also reveal the psychological value of not having
to struggle alone. As with the MBWA function, this reaction can only
occur when the observer docs not have a role in evaluation, and when the
climate is such that everyone expects a rough beginning. Coaching is often
provided in an actual helping role; for example, an observer may supervise
onc part of a class while the teacher tries his or her new skills with
another part.

Another ongoing support role is running interference for new imple-
mentors. This includes minimizing or suspending other requircments of
teachers and others while they struggle during the first few months of a
new practice. A principal, for cxample, let teachers concentrate on
introducing thinking skills into their classrooms and told them he wasn't as
concerned about having their reading and math lesson plans for a whilc.
The principal also refused to let visitors come to observe (this included
other teachers, schools, and districts) until his teachers felt comfortable in
their classrooms. The result was a great sigh of relief from his teachers
and time to attend to incorporating thinking skills.

All of this can have cnormous meaning on a day-to-day basis. It mcans
that teachers come to expect that they will get the materials and personal
help they nced when they request them, that the support system is
responsive to their nceds. It also means that people "show up" frequently
in the classrooms or around the tcachers’ lounge to find out how things
arc going and whether help is needed. Such a support system is proactive.
It means running interference for teachers, protecting them from
administrators or school board making new demands on their time. Finally,
it means that school lcaders make public statcments about the importance
of the program and integratc it into what they think is important for the
school: the mission, goals, curriculum, staff cvaluation, interactions with
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parents and community, and so forth. A good support system also keeps
teachers from "forgetting” to use a program. With visible and sustained
support, they continue to improve use of the new program.

Author Talk

Horsley: The reality of rural school leaders’ lives is that their attention and
energy is siphoned ujf in many directions. What advice do you have for
helping them sustain th:ir focus in an important effort?

Terry: The importance of this phase of change is often overl. ed, Not
only does it take time, constant suppont, and adjustment, but probably a
different style of leadership. As Blanchard and Hershey pointed out many
years ago, leadership needs to be "situational'. The high energy, persuasive
"can do" types that are so good at getting things started need to now be
augmented by u "can do," disciplined, pragmatic, nitty-gritty type who can ser
to all the details. Not that components of both styles aren’t necessary, but
the emphasis changes. In my mind, this is where rural schools often hit ihe
wall. There is only one "leader” in the traditional sense. Thus, as the team
plans for implementation, the issue of who does what during this stage is very
important. In a number of our studies, the teachers themselves created the
support groups and, working through the principal, made sure the resources
were available -- from books to time to training,

Look for places that allow for others to make decisions. For example, in one
district where I worked, once guidelines were set, it was easy and more
effective to allow the bus drivers to make decisions about routes. In fact, I
removed the map of routes from my office. Likewise, the school committee,
principals, and I (as the superintendent) spent some time looking at the
monitoring of budgets in terms of what each of us really needed to know.
From this examination we were able to simplify our reports, thus saving time.
This also allowed the bookkeeper to help us actively monitor what we needed
to by flagging areas for our attention. This kind of clarity and delegation
Jreed all of us to spend our time on more important things: changes that
affected teaching and learning,.

A word of caution. [I've seen 100 many people learn one lesson the hard
way. As we move through these exciting times of change in schools, it is

ERIC L. e
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tempting to do a lot all at once. In rural schools, there is only so much
energy. Give one change a chance to "take root" before moving on. When
you do move on, make sure that there is some cohesion between what went
before, the new change, and the overall goal the school or system is trying to
achieve. Someone needs to keep an eye on the big picture and be able to
articulate it. Making sure things are connected, and that the connection is
obvious, is an important task.




Chapter 8:

Reviewing Progress and Problems

As the high visibility of initial implementation begins to fade, it is time to
ask "How are we doing?" Now is the time to Leep a close eye on both
implementors and the process of implementation. This is critical if you are
to catch problems while they are small, spot arcas where improvement is
nceded, and reward and reinforce people and events that have far
exceeded expectations. There arc threc areas we want to address: (1)
analyzing progress and perceptions, (2) cvaluating outcomes, and (3)
making refinements.

Analyzing Progress and Perceptions

Monitoring can benefit from a mixture of formal and informal techniques.
An important job for team members is to keep their cyes and ears open,
crea'ing opportunitics to sec things and be told things. This includes
visiting schools, classrooms, and teachers’ lounges, and calling people for
catch-up conversations. Use the CBAM and filter the comments and
images through a concerns screen: Do the management concerns still
scem to be active? Are personal concerns more or less apparent? Docs
anybody seem to care at all anymore? Using concerns labels and language
helps tcam members and implementors share their impressions more easily.
The thinking skills consultant in Massachusctts, as we noted earlicr, kept
in touch with scheol administrators to discuss and analyze their perceptions
of how the project was going. Through these conversations, the
administrators were better able to focus their "Management By Wandering
Around" efforis.

These informal procedures arc important. At the same time, you can be
mere objective and appear more accountable if you can describe progress
and perceptions more formally.  What are people doing now that they
weren't doing before? How du they feel about their involvement, the new
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practice, their roles, and their impact on students? The first question --
what people are actually doing -- can be addressed in a number of ways.
The most straightforward way is to use thc component checklist -- the
same tool that helped define the change in the first place and helped
assess current practice of implementors prior to staff development. Each
of the components becomes a question: what is each implementor doing?
Answers can be determined through intervicws and observations or reports
by the implementor or somcone in a key support role (project coordinator,
teacher leader, principal). While you can genecrate numerical values for
the "extent of implementation" or "fidelity to the practice," the most uscful
way to analyze checklist data is to simply add up how each component is
being used by how many people. Such a tally sheet gives immediatc
information about which components are still in the "not yet" stage, which
are being changed the most, and which ones arc going very well and,
therefore, can be ignored temporarily. Figure 8.1 is an cxample of a
report on how teachers in 31 school were implementing the twelve
components of a science curriculum (Loucks & Melle, 1982).

Finding out what people are doing -- their actual behaviors -- is onc thing;
assessing how they are feeling about the change is quite another. One tool
for this affective dimension brings us back again to conccrns. A uscful
way to monitor concerns is through an Open-Ended Statement of
Concerns (Newlove & dall, 1976). Implementors are periodically asked
to write a brief response to the question, "When you think about )
what are you concerned about?" (Fill in the blank with the namc of your
program.) Figure 8.2 is an cxample of such a statement, one that clearly
reflects managementi concerns. This rarcly takes more than ten minutes
to complete, and can be donc at a staff mecting, through tcacher
mailboxes, or at the beginning of follow-up sessions.  Analysis of the
statements involves looking across a sct of concerns statements to secc what
patterns arc cmerging. This can alert the team to prevailing concerns, to
danger signs should they cxist, and to the range of things or tcachers’
minds. The statements can be formally scored or they can be scanned for
a "quick and dirty" assessment.  They can also be used to stimulate
discussion in mectings where at least a portion of the time is spent
focusing on the school improvement cffort.

If there are more than 15 or 20 people involved in the program, or if a
more "rigorous” form of concerns assessment is needed, the Stages of
Concern Questionnaire can provide a profile of concerns for cach
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Figure 8.1
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Figure 8.2

EXAMPLE OF AN OPEN-ENDED
STATEMENT OF CONCERNS

Concerns Statement

When you think about the new math program, what are you concerned
about? (Please be frank and answer in complete sentences,)

their hands up for help. And | never spend less than thvee hours at
home at night grading math sheets, is it always going 10 be like
this?

implementor (Hall et al, 1979). The profile indicatcs how intense
concerns arc at cach stage. Profiles for different groups, such as 4th grade
teachers or pilot teachers, can be gencrated so that the data can be
examined from a number of perspectives. Regular (for example, at the
beginning, middle, and end of a school year) usc of the questionnaire can
provide a clear picture of the progress of people’s concerns about the
change.

Evaluating Qutcomes

We have an explicit purpose in sequencing this chapter as we have:
asscssing implementation progress must always precede evaluation of
student outcomes. There are two primary rcasons for this. First, since it
is cvident that carly use of a significant new practice can be quite
uncoordinated and unpredictable, it is simply unrealistic to expect student
learning to improve in the first year. You can do all the monitoring you
want in year onc, but wait to collect the achicvement measures, Second,
cven when it is appropriate to use student outcome mceasures, it is also
critical to know what is causing the outcomes to oceur. Implementation
asscssment data are your best source for causal information. An outcome
cvaluation that results in a finding of "no significant differences” can have
at least three cexplanations: the program is no good; the program wasn't
being used; the control group (if there was onc) was using as much of the
practicc as the implementors, It’s very confusing to interpret the results
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of such a summative evaluation if there are no implementation data. The
message is: be sure to collect some.

What outcomes, exactly, do you want to evaluate? For every improvement
effort there is an endless list of possible outcomes. Carefully review your
list of goals before relying on only one measure. You may be concerned
with a variety of student-growth measures: ability, performance, attitude,
behavior. Or you might want to include teacher growth measures in the
same categories. Are you hoping for school-wide change in such areas as
teacher collegiality, school climate, and shared decision making? And what
about the practice itself? Are you concerned with its spread to other
teachers or other schools? Or ensuring its continuation where it is right
now? These are all possible outcomes of a reform effort, and all are
worth considering as measures of your indicators of success.

At the end of the first year of the thinking skills project in Sheldon,
Vermont, the principal and the consultant were very clear about assessing
the project’s impact primarily on teachers -- how they felt about
incorporation of thinking skills into their classroom repertoires and what
kinds of support they wanted to enhance their skills. Sccondarily, the first
year assessment inquired about changes in their students; in doing so, it
was made clear to teachers that they were not being evaluated on e
achievements of their students.

Certainly, when teachers were intcrviewed about the project they reflected
on what was happening with their students. But the primary concerns they
expressed were about themselves in relation to the students. A Sheldon
teacher:

My whole attitude about the project is entirely different now than
when we started. 1 got the impression that we were going to be
taught these strategies that we could use as a "quick-fix" in the
classroom, something that would make a vast difference in the
children’s learning. As many years as I've been in ceducation I
should know it’s not that easy.

As 1 studicd and started implementing Letteri’s (the thinking
skills consultant from the University of Vermont) theorics inte
my own curriculum, it took me more than half a year to work
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through it. I began to realize that in fact, yes, many of the
things we !earned do make a difference, but I'm not always sure
because it’s hard to see it quantitatively. You'll see it
qualitatively, maybe even two and three years down the road
when the fifth grade teacher comes to you and says, "Boy, you
know your kids were doing word problems in math, and they can
really read them and understand how to go about doing them.

Formal assessment of student outcomes in Sheldon was scheduled to begin
later in the second year, a long term process that would build on
preliminary information collected during the first year.

Making Refinements

Reviewing a program after implementation is usually done for
accountability purposes. We also encourage program review as a way to
find out where changes should or could be made. Again, we have an
important reason for putting this discussion well after planning and
implementation. In the last chapter, as well a3 in our discussion of sctting
expectations, we noted that there is an important concern about making
changes in a new practice. Quite simply, a practice that does not fit your
situation well {for example, it was developed for different kinds of
children, or it requires far morc resources than are available) will most
likely not work. But should you substantially change a practice that has
a great deal of appeal in the hope of making it fit your setting? Doing
so is truly risky, since there is evidence that the practice was effective in
its original form (or you wouldn’t have chosen it). It might be better to
find another one, or at least give the one you have chosen a stringent test
before changing it.

Our rescarch and expericnce tell us that changes in a practice need to be
made with a great dcal of care and concern (Huberman, 1983). What fits
in onc school o: onc teacher’s classitoom may not fit elsewhere. And
sometimes “individual preterence" repiaces the definition of "fit": one
tcacher climinates all the experimentation in a science program because it
doesn’t fit with his or her teaching style; another gets rid of the live plants
and animals because having them requires extr  work that takes away from
tcaching time.

0o
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True refinements come only after something has been tried faithfully,
evaluated, and found inadequate. Changes that are made before these
conditions are met are not being made with children in mind -- only for
teachers with management concerns. Changes made after a practice has
been mastered and its effects on students can be assessed are much more
likely to have positive consequences -- for both students and teachers.
Another Sheldon, Vermont, teacher who experienced a more difficult first
year than some of his peers:

Thaven’t used it . . . as much as I probably should have. I guess
I felt I didn’t have time to build this as I went along. And so
I'm building it now, after we finished the work with Charlie
Letteri. I fee! 'm following through with it. I want to get it on
paper and really work with it before I use it in the classroum.
Next year I hope to start with it in the classroom.

It’s up to you and your team to stay in touch with what teachers arc doing
and to support proposals for well-founded refinements. Helping teachers
"suspend disbelief" early on, and assure later discussion and analysis of
desired changes, arc tricky but highly worthwhile activitics. Let them know
that refinements are desirable and that there will be time and resources to
make them -- after they have lived with the new program for a while.

One of the most exciting times in a school improvement effort is when
teachers have mastered a change and they begin to focus on its impact on
students and how they can make it even better. Tcachers look at their
own teaching and that of others; they share ideas about what works and
what doesn’t; and they develop norms of collegiality that benefit them far
beyond the use of the program they've implemented.

But all of this won’t happen by itself. Making a placc for refinements is
ain activity that you nced to plan and budget for after implementation.
Think about relcase time that might be nceded, resources for materials
development, and perhaps a return visit by the trainer. Schools rarely
provide opportunitics for teachers to get together in which the agenda is
truly theirs. Making that happen and trusting the professionalism of your
teachers to achieve good results is especially important at this point in the
process.
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Author Talk

Hergert: Evaluation of a project is important for many reasons. Teachers
want to know if all this extra work accomplishes anything significant.
Administrators and school board members need a reason to support the
project and make it part of the life of the district. Parents want to know that
the disruptions are worthwhile and that the school is getting better.

Usually, everyone wants to see test scores improve. Yet, it is hard to get test-
score changes as early as everyone wants them. What kind of informaticn
should planners seek at the end of the first year that would indicate positive
progress?

Loucks-Horsley: There is a great deal of information that can be collected
at the end of the first year that can indicate progress. First, you can ask, "Is
anything really different as a result of the project? That is, "Have our efforts
resulted in any changes?' Stick with implementation data to answer these
questions. Describe what teachers and students are doing differently, what
rearrangements (schedules, space) have been made, and so forth.

By the end of the first year you should also be able to gather some
perceptions of the project’s influence on important outcomes, You can ask
teachers, students, and parents about the project’s benefits. Although
achievement scores may not have leapt, you may get renorts that students are
clearly learning more, are less frustrated, like school better. Gathering
informal interview data gives a good picture of these emerging results without
prematurely pinning hopes on changes in test scores. A few good anecdotes
about teacher and student successes often satisfy even administrator and
school board thirsts for data.

I should note also that your task of reporting evaluation data is bigger than
that -- it’s also necessary to educate your audience about what they should
be expecting in terms of outcomes, and why what you are providing them at
the end of the first year is important. This keeps you on the offensive, not
having to defend why you aren’t reporting test scores but saying why what
you are reporting is of even greater value at this time.

Terry: Evaluation can be a very tricky business, primarily because people’s
judgments about how an effort is going or about its accomplishments are
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based on their perceptions. Where 1 have been most satisfied with
evaluation, the question "How will we know if we're successful was asked at
the beginning of the process. Then, at each meeting we continually referred
back to the answers, which we kept on newsprint. We asked people, "What
do you think?" This gave a focus to their perceptions.

It’s also been important to me to recognize that evaluation is always an
intervention. Its purpose is to raise the level of understanding about the
change, to see multiple perspectives, to identify different questions, and to
inform decisions about the program. It reminds people that the change is a
priority and requires their attention. And it gives them a chance to vent, ask
for help, analyze their observations. Time and again I've heard principals in
rural schools report that their teachers said they appreciated the opportunity
10 talk about what they were doing and how they felt. What the principals
were doing as quick interviews for evaluation were experienced as support by
their teachers. On top of that, the principuls then felt able to present
informative overviews to those outside the school as well as make helpful
suggestions to their teachers.

One more note I'd like to add before wirning away from evaluation. I think
it’s so important to keep in mind that the ultimate purpose of any change
should be to improve student outcomes. What these are, specifically, and
how we measure them, are subjects for another treatise, especially because
current perceptions of student outcomes and ways to measure them are sorely
limited. But we need to keep our eyes on student outcomes and make s:ire
the changes we make are resulting in the outcomes we want.
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Chapter 9:

Maintaining and Continuing the Change

Your community has arrived at a shared vision of what schooling ought to
be like. For the long term, there is an understanding that full realization
of your vision is likely to take years to achieve und that many of the
resources you'll need are not yet available. In the short term, you have
mapped backward from the outcomes you want for your young people.
You've focused your needs, found better ways to do things, implemented
new practices, and refined them to best suit your students, teachers, and
school.  If the current changes work well, all you have to do is
congratulate one another and move on to the next phase of realizing your
vision. Right? Wrong!

You will also necd to ensure that the successful change is maintained, that
it becomes a regular part of the organization’s norms and practices. But
continuation does not happen naturally. It takes planning and effort, often
with pcople who have not yet been part of the effort. There are four
important tasks: (1) planning ongoing maintcnance, (2) cnsuring adminis-
trative supports, (3) renewing staff commitment and skills, and (4) creating
the capacity for ongoing reflection,

Planning Ongoing Maintenance

Idcally, maintenance of your program is considered in the first stage of
school improvement and again at cach stage along the way. In reality, this
rarcly happens; even when it does, many things can interfere because the
rest of your educational universe has been on the move all aiong.  Your
improvement cffort may be funded as a special project (by a business,
foundation, or government sponsor) and it may end when the funding
stops. Or, the school system may budget this year fur five people to be
trained, only to find that next year (after a new school board is elected or
the state further reduces local aid), moncy is not available to train the rest
% 57
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of the staff. Or, you may have assumed that if the program works in one
school it will be mandated for all schools, only to find that the newly
appointed superintendent does not share that assumption.

One of two things usually happens after a trial period ends -- either the
program comes to a halt (with vestiges rcmaining among teachers who
liked it) or the district slides into fullscale adoption, without much thought
given to that process. In cither case, planning for ongoing maintenance
is minimal and based on assumptions that are often unarticulated and
unchecked. With forethought, however, decisions can be made to ensure
that a successful prog.am becomes a part of the ongoing life of the school
and district.

A decision about continuation should be made after reviewing implementa-
tion, assessing impact on students, and determining whether or not the
change is a success. The superintendent or school board may nced to
make such a decision. If so, thcy will nced information about the
program’s success and recommendations about how the change can be
incorporated.

There is often an implicit assumption that if the program works, everyone
in the district should use it. But there is a wider range of possibilities for
maintaining a successful program. Perhaps only certain schools should
incorporate the program, or the program may be cstablished as an
alternative to other learning approaches used in a school. The first
decision to be made is about how thc program will be maintained and
what is needed for it to become part of the school system. If the program
will be an altcrnative, then you will need onc or morc implementing
teachers at cach grade level or unit to be served and a process for
deciding how students will be assigned to it. If the program is to be used
throughout the district, you will need to plan another round of training
and make arrangements for supplics and other resources that arc needed.

The thinking skills project in Massachusetts, for example, had mixed results
and futurc prospects among the four schoois involved. In Hadley and
Belchertown, the principals saw a significant change in both teachers and
students. In the other two schools, however, there was far less
administrator cncouragement for continuation. The Hadley principal had
"scen teachers make transiations and carry over” initial lcarnings about
infusing thinking skills. She saw infusion of thinking skills as a continuing
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process, one that would take, she projected, about four more years to have
fully incorporated into the curriculum; the. school’s intent was to
concentrate on developing the approach and techniques with a group of
sixty pre-schoolers starting kindergarten the following year.

In Belchertown, the principal purchased a thinking skills program and
materials to carry on the effort, and he made arrangements so that the
teachers who originally worked on the project would become mentors for
other teachers in the system. In the remaining schools, however,
administrators made no plans for future workshops or other resources;
their approach from the outset was one of benign neglect, and when
budget cuts captured their attention during the implementation year, their
commitment waned further.

As we said in Chapter 2, attrition is one of the two major obstacles to
continuation. So some thought will nced to be given to training teachers
who enter the program once it is underway, often in ones and twos,
through new hires and transfers. We say "some thought," because it 1s
likely that there will not be a large enough group each year ic warrant
formal training. Written materials may need to be developed, or an
orientation and coaching system established. For example, a new teacher
could be paired with an experienced teacher for several months to learn
through observation and discussion.

Figure 9.1 provides an example of a checklist used to remind school
improvement teams about what they needed to do to "institutionalize" a
program.

Ensuring Administrative Support

You may have waived some routine administrative procedures and lines of
authority during implementation. For cxample, you may have added
frequent classroom visits, made time for consulting with implementing
. teachers, or given up staff meeting time for the program. These kinds of
arrangements are usually temporary, and now it is time to think about
returning to normal.
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Figure 9.1

INSTITUTIONALIZATION CHECKLIST
FOR THE CONNECTIONS PROJECT

1. New teachers are informed about Connections and trained in iis use.

2. Regular sessions are held for teachers to discuss use of Connections,
including problem solving and sharing new approaches.

3, Connect'ons strategies are incorporated into the formal curriculum.

4. The budget includes funds to order new Connections materials, as
needed,

5. Someone -the principal, a designated teacher, etc. —is assigned to
check in with teachers about their use of Connections, any problems
they are experiencing, or great ideas they have for its improved use.

Who necds to know about this program, and what do they need to know
in order to take part in it? Of course, you have kept various people
informed throughout this process. Now, however, it is time to "turn over
the reins” to others in the system. If the program will spread to other
. buildings, those principals nced information and assistance. Support roles
for central officc people may need to be negotiated.

Turf issues may arisc. For example, to get the extra resources needed to
continue your program you may have to compete with other programs that
could lose resources as a result of your success. Or, the program may
bump into other programs (reading vs. remedial rcading, for example) or
into someone clse’s new priority (“reading was our priority last year; this
year we should emphasize math"). Your skills as a negotiator and tcam
player will be nceded here.

If talk of these issues strikes a familiar chord within you, there is good
rcason: you've almost come full circle now, and the responses you are
getting to your continuation cfforts probably reflect Jower stage concerns,
just like the concerns people had when you first staried talking about the
then-new program -- awarcness and informational, personal and
management. Be both mindful and understading of where people are in
the process.

Q
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In order for a program to be maintained over time, administrators must
include the program’s requirements in their plans, from evaluating staff to
ordering materials. If the principal in a new building doesn’t know what
to look for or doesn’t notice how well teachers are using the new practice,
many teachers will discard it. Some programs require new materials each
year that must be included in the budget. Also, someone else’s new
initiative will be undertaken sooner or later and it wil! move to the "front
burner." When that happens, your program must be one of the "givens"
that is planned around.

Renewing Siaff Commitment and_Skills

Starting a new initiative often concentrates energy that raises morale and
energy level. If the new effort is ultimately transformed into "the way we
do things here," it is only natural for the level of energy to go down. In
addition to losing the intensity, ii's possible for old habits to reassert
themselves and the practice itself to disappear.

You or someone elsc in the district should take responsibility for
periodically checking in with staff to make sure any wrinkles are ironed
out, to reinforce good use, and to identify (and reward or celcbrate) new
arcas of growth. Thus, an extension of your support function is to be a
linking pin with other people in the system who have new idcas. Often,
a new practice will make staff more efficient in some area so that there
is time to engage in new or more sophisticated activitics in another area,
or to help find ways to allocate more time for one subject and less for
others.

Creating the Capacity for Ongoing Reflection

In this sense, school improvement is never ending.  Instead, you will find
yourself recycling into new spheres and new arcas.  Your school and
district should become self-rcnewing  systems. Your imracdiate
improvement goal may have been to start a limited effort to solve a
particular problem, but a large part of your mission is to cstablish a
professional climate wicre everyone constantly strives for improvement.
Schools in which this is the case are not only better for students, but also

Q
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exciting and stimulating places for adults. In sum, the can become
learning communities for all who come into contact with them.

Our final message is that nothing you undertake in the way of educational
reform will cver be realized exactly as you envision it now. Consider all
of the changes that have taken place in your schools and community over
the past decade -- changes in funding, enrollmen:, composition of the
student bady, administration, curriculum, programs, state mandates. How
many of them were predicted? How many changes took place as planned?
How many had ripple effects that caused more unexpected changes to
occur?  Our own experience is that oncc we get beyond mistaking
hindsight for knowledge, we are left with the certain wisdom that today’s
plans are not likely to fit tomorrow’s reality.

ASCD (1987) provides a useful analogy in its videotape overview of
strategic planning. It is about a ship chartered to transport goods from
Halifax, Nova Scotia, to a distant port. The ship’s planners collect and
analyze information on ship size, engine displacement, cargo capacity,
prevailing currents, and weather forecasts. A course of navigation and
timeline are plotted, and the ship leaves port according to schedule. Two
days out there is an unexpected weather change. Extra fuel is used trying
to stay the course, hcavy scas causc the cargo to shift, and, inevitably, the
ship strays from its planncd route.

In the context of school improvement and reform, the traditional responsc
to such changes is to try to get back on the original course. After all, the
journey is important and the plan was well conceived. So we take
corrective measures.  All seems to be going well when, once again, there
is 2 sca change that takes us off the intended course. And we try to get
back on course again.
-

This is not the strategy chosen by the ship in our example. Rather than
calibrating on the original course, the ship’s captain and navigator
constantly sct their bearings on their ultimate destination.  Once off it,
their original course has little relevance. Some old information still counts
-- ship size, cargo, and cspecially, their destination. But there is also new
information to be considered about weather, remaining fuel, and so on.

The ship’s destination is your school and community’s shared vision. It is
your journey toward the vision that matters, not your arrival there in a
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pre-determined time frame and on a fixed course. Your vision lies beyond
an ever-changing horizon. What’s needed, then, is a capacity for engaging
with uncxpected change in the future and ways to incorporate new and old
information.

This is the continuation part of your reform effort. The first three
sections in this chapter deal primarily with how to ensure maintenance and
incorporation of discrete improvement efforts. Providing time and a means
for ongoing reflection is a way of bridging thc gap between classroom
changes and your vision of schooling in your community. Doing so is both
a reality check and a reminder that you have a purpose far greater than
the sum of the programs and practices you have implemented.

Author Talk

Loucks-Yorsley: Matt Miles (1983) points out that loss of a project
advocate can be a major threat to institutionalization of a change. Often
there is an advocate or champion in the school or district who is responsible
for much of a project’s success. By virtue of that very success, the advocate
gets a juicy job offer and departs the district, leaving the project to fend for
itself. How can projects prevent this very common scenario from happening?

Hergert: There is no way to keep good people from leaving. I once worked
with a divided school district where the assistant superintendent was a great
supporter of the project and could be counted on to step in at points of
deadlock to resolve the conflicts. He left to become a superintendent just as
implementation was beginning, and we had to figure out other conflict-
resolution measures! I worked in another district for three years where, at the
end of each year, our key “change agents" were RIFed (due to severe
cutbacks, not persecution), and we started over again each year.

A team really does help in these instances because there is already a base of
support broader than a single individual can provide.  Additionally,
relationships have been built in the team, and sometimes a secondary leader
steps forward.

The essential learnings are two.  Don’t rely too heavily on a single
individual. Keep lines of communication open with many people and make
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sure many people share ownership of the project. Second, persevere even
when the leader leaves. If the effort was important to make, it is still
important. You just have to keep going, filling in the gaps left until other
people take over.

You can and should encourage the person leaving to do whatever possible to
put decisions in writing, to clarify who will have what authority, to provide
some stability and support for the project at least for a while after he or she
leaves.

And don’t begrudge these people their success -- wish them well! Usually,
they have contributed to the progress achieved thus far; it’s up to you to
ensure that progress isn’t lost. They will probably spread seeds of school
improvement where they go next and will become part of your network of
colleagues and supporters. Who knows? You may be next!

Terry: I've observed that, in fact, successful people move on in higher
percentages from rural schools. So what? If the previous steps have been
taken, this should not be a problem. The change will have become part of
"what we do around here." Particularly in rural schools the norm is more
often than not that most everyone is involved from the beginning. Thus, the
loss of one person is not a tragedy. However, in looking to fill the vacated
position, pay attention to finding people who already are skilled in the
program or have the philosophical bent to acquire the skills. If there has
been an understanding of how this particular change fits into the overall
future of the school, then the transition should not be a hard one.

So, are we finally finished? In a self-renewing system, no! The point that
we have been trying to make throughout this guide is that there is a need to
continue to leamm and grow, that new programs should not be discrete events
but should fit into the broader framework of who we want to be and how we
get there.
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“ACTION-MINDED TEACHERS, ADMINISTRATORS
AND CONSULTANTS WILL TREASURE THIS BOOK.”
- David Trujillo, 1990-1991 President,

National Rural Education Association

Rural schools are different from urban and suburban schools. . .
but not in all ways. Small town life is not exactly the same as life
in a city or suburb.

This book takes a close look at what is unique about life in rural
schools and their communities, and what these places have in com-
mon with larger schools and communities. Ii. doing so, the authors
sort out the rural exceptions to (usually urbanized) rules, dispel
some of the myths about change in rural settings, and offer solid
strategies oand processes that promote lasting and worthwhile
change, whether in the classroom or the community.

The authors rely on the latest and most reliable research on rural
schools and on change strategies in gencral -- much of which they
have been instrumental in collecting and analyzing. They also
balance what the research has to say with what they have learned
from the wealth of their diverse experiences in edrcational settings
-- as a rural superintendent, as a community organizer in rural
coinmunities, and as classroom teachers, educational researchers,
and change agents and consultants in all sizes of schools and
communities.

Supplementing the research and analyses are the words, stories,
and collective wisdem of rural school educators who have experi-
enced changes large and small in their communities. They have
learned some hard lessons about managing change that are sure to
ring true for many readers.
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