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ABSTRACT

The Elusive Nature of Educational Change is a case study of a
discontinued program that was a developmental site for the "Year 2000"
reforms in British Columbia--the Parkview Secondary School L.E.I.F.
Program (Learning Environment that is Integrated and Flexible). Implemented
by a voluntary team of five educators to approximately ninety grade eight
students, the program includes the integration of subject matter, a flexible
timetable in a "school within a school" structure, and individualized learning
with a focus on mastery contained within a non-traditional facility.

The purpose of the study is to explore the concepts of (1) clarity of
innovative doctrine, (2) motives for adoption and extent of planning,
(3) personal fit, (4) organizational fit, (5) role of leadership, (6) impact of
innovative strategies, and (7) the unanticipated outcomes of change to arrive at
a set of recommendations for the implementation of similar educational
innovations.

The main bodies of literature used in the initial conceptualization of this

study include Smith and Keith’s (1971) Anatomy of Educational Innovation;

Fullan’s (1991) The New Meaning of Educational Change; and Huberman and

Miles’ (1984) Innovation Up Close: How School Improvement Works.

Numerous additional references are cited on the topic of educational change.
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The data are collected from two sources: (1) an existing data base
including program documents, and a survey of staff, students and parents and
(2) a new data base that includes interviews with members of the team and two
administrators and the researcher’s log of daily observations as "participant as
observer."

Findings from the case study underscore the negative impact of values
conflicts, doctrinal inconsistencies and lack of clarity in innovative attempts;
importance of adequate planning; significance of individual motives for
embracing change and the risks associated with true belief; the problems of
large scale, complex change; lack of knowledge utilization during
implementation; the impact of weak structural, cultural and constituent
linkages; the importance of leader commitment, support and feedback during
implementation; unanticipated difficulties associated with innovative teaching
strategies; and the problem of program blunting and facade. The study

concludes with a set of recommendations.
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PREFACE
It takes a tremendous amount of courage to embrace change; and even

more courage to write about it honestly.
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CHAPTER ONE
BACKGROUND AND STATEMENT OF THE PROBLEM
Rationale

Educational change has interested educators and researchers for
decades, yet despite all the attention, true educational reform rarely happens.
Voluminous documents record the complexity of change underscoring that real
change does not come easily (Fullan, 1991; Huberman & Miles, 1984).
Perhaps this is why very little change is effected and we find ourselves
"reforming again, again and again" (Cuban, 1990).

Yet despite all this, policy-makers and educators alike continue to
mandate and implement desired, yet largely unsuccessful, reforms. In recent
years this is partly because of the sincere desire to have our education system
keep pace with shifts in our society from the "industrial era” to the
"information age" and partly because of pressure from the community that is
alarmed at drop-out rates and the skill level of graduates (Royal Commission
on Education, 1988). Why innovations fail, even though the attempts are
sincere, is the subject of this thesis.

One broad example of an attempt at educational reform can be found in
the recent "Year 2000" initiatives in British Columbia. The reform process

began in 1988 with the provincial government’s Royal Commission on
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Education culminating in a document entitled, A Legacy for Learners: The
Report of the Royal Commission on Education, 1988. This document outlines
the current economic and social realities in British Columbia that place new
expectations and demands on our school system. Current economic realities
include growth in the service sector at the expense of the resource sector;
improved technology that is rapidly changing the traditional workplace; and the
increased number of women in the workplace. In the social context, the
Commission identified British Columbia’s diverse cultural heritage and the
transformation of the family to a "more fragile institution" (p. 12) as some of
the factors resulting in the expectation that schools assume more social
responsibilities.

The report contains eighty-three recommendations including a strand
approach to the curriculum (Science, Practical Arts, Fine Arts and Humanities)
with locally developed courses forming approximately twenty percent of the
curriculum, and the recommendation that teachers use an interdisciplinary
approach and developmentally appropriate learning experiences.

The Ministry of Education’s response to the Royal Commission on

Education (1988) was to produce two papers, Mandate for the School System

and Policy Directions that, along with a new School Act, were brought to the

Legislative Assembly in 1989 and eventually formed the basis of a draft policy

paper entitled Year 2000: A Curriculum and Assessment Framework for the



Future (1989). Three programs were set out: Primary, Intermediate and
Graduation. As the Royal Commission recommended, subjects would be
organized around strands and an interdisciplinary, continuous progress
approach would be encouraged, especially in the Primary and Intermediate
programs. The Graduation program would include work experience, and
while provincial exams would remain, students could "challenge” certain units
of a course for credit. The principles of the document include the "active
participation” of the learner, the recognition that learning should be "learner-
focussed" and both an individual and social process, and that assessment

should be based on "authentic evidence." The goals of each program place
equal emphasis on the affective domain. (See Appendix A for a summary of
the "Year 2000".) Educators and the public alike were eﬁcouraged to respond
to this draft document and successive drafts were created. An implementation
timeline was established by the province (and modified periodically) while
educators in the field were encouraged to pilot elements of the new programs
through grants for "Developmental Sites.”" The case study to be closely
examined in this thesis is an "Intermediate Program Developmental Site."

The Parkview Secondary School L.E.I.F. Program (Learning
Environment that is Integrated and Flexible) was an attempt to address

professional need for change and, at the same time, respond to the "Year 2000

Intermediate Program." In 1991, the program proposal was accepted by the



Ministry of Education, making this project one of several "Intermediate
Program Developmental Sites" found throughout the province to pilot the
implementation of mandated change, and, after two years of planning, a team
of five educators implemented the program in September, 1992. It is
significant that while the content of the program was scrutinized by the
Ministry befbre the proposal was accepted, the process of implementation was
left entirely to the team with no direction whatsoever from either the Ministry
or District.

Statement of the Problem

While nearing the end of the first year of implementation it became
apparent that the Parkview Secondary School L.E.I.F. Program faced many
difficult challenges and that its future was threatened despite the tremendous
effort put forward by the team of teachers. The team encountered many
problems associated with both the process and content of change and, even
though they had a sincere commitment to the program, the team was unable to
secure program continuance.

This is by no means, however, the first time serious attempts at
educational innovation have faced grave difficulty. A case in point is a study
done by Smith and Keith highlighting the failure of an innovative attempt at
Kensington Elementary School in 1971. One cannot help but be struck by

several features of this study that illustrate (1) the amazing similarities between



the kinds of reforms attempted in 1971 and the kinds of reforms inherent in
the current "Year 2000" documents and (2) the relevance to today of Smith
and Keith’s account as to why that innovative effort failed since there is a
striking resemblance between their case study and the Parkview Secondary
School L.E.I.F. Program. It would appear that more attention should be paid
to case studies as useful instruments to piece together effective models for
change and that we have not done a very good job thus far of learning from
past experience. No doubt the team would have approached the L.E.I.F.
Program situation differently had the team known about the Smith and Keith
(1971) study prior to implementation. This underscores the importance of
thorough research before innovations are initiated.

The Smith and Keith (1971) case study outlined in the book Anatomy

of Educational Innovation and a following trilogy of books, Educational

Innovators: Then and Now (Smith, Kleine, Prunty, & Dwyer, 1986); The

Fate of An Innovative School: The History and Present Status of the

Kensington School (Smith et al., 1987); and Innovation and Change Schooling:

History, Politics, and Agency (Smith et al., 1988) along with the Parkview
Secondary School case study experience, led to the following guiding questions
forming the initial conceptualization for this study:

1. To what extent does clarity, and understanding of the doctrine

guiding innovations influence the success of implementation?
(Fullan, 1991; Smith & Keith, 1971)



2. Do the motives for adopting innovations have an influence on
the success of implementation? What impact does the planning
stage have on implementation?

3. What role does "personal fit" of the innovation (Huberman &
Miles, 1984) play in adoption and implementation?

4. Where pervasive change exists, what systems linkages are
required to support the implementation process? To what extent
does "organizational fit" (Huberman & Miles, 1984) and
systems linkages impact the continuance of innovations? What
role does the cultural context of an organization play in
implementation? Of what significance is the fit of the
innovation with the constituents of change?

5. What unanticipated consequences and unintended outcomes
(Smith & Keith, 1971) can emerge from innovative instructional
strategies? What are the effects of these on implementation?

6. What accounts for the discrepancy between intended outcomes
and the real change effected?

7. What role does leadership play in the adoption, implementation
and continuance of innovations?

The purpose of this thesis is to (1) closely examine the Parkview
Secondary School case study to investigate these guiding questions and any
new conceptualizations emerging from the data and literature and, (2) define a
set of recommendations for the implementation of educational innovation
drawing upon the experience of this case study and related literature.

Overview of the Method

The case investigated is the Parkview Secondary School L.E.LF.

Program (Learning Environment that is Integrated and Flexible). It is a

program involving approximately ninety students and a team of five educators
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who deliver an integrated curriculum through a team approach. Scheduling of
learning experiences is flexible due to a "school within a school” structure (a
more complete description follows in Chapter 3--"Method"). The case is
examined through two data bases:

I. Existing data base established at the school level for the
purpose of program evaluation consisting of:

A. Quantitative data in the form of overall achievement
results, attendance, drop-in and drop-out data.

B. Qualitative data in the form of a list of educational
experiences such as field trips, guest speakers and
integration activities; summary of mastery learning
procedures; use of tutorial time; behaviour management
strategies; electives offered; a description of the
composition of classes in the program; documents
articulating program goals and intent prior to
implementation; and documents outlining the progress of
the developmental site.

C. Perception data collected through a "horizontal" survey
administered to students, parents and teachers involved
with the program based on the five dimensions outlined
in the British Columbia Primary--Intermediate
Accreditation Guide (1990): Learning Experiences;
Leadership; Professional Attributes and Staff
Development; School (Program) Culture; and School and
Community. Specific criterion statements within each
category relate to program goals articulated prior to
implementation in the Spring of 1992.

Newspaper, magazine and newsletter articles related to
the "Year 2000."

IL. New data base collected specifically for this study in the form
of:




A. Interviews with members of the team involved in this
program.
B. Interviews with two administrators who were

instrumental in the implementation of the program.
C. A log recorded daily by the researcher throughout
implementation identifying the most salient aspects of

each day.

D. Pre-implementation notes and an interview with one
member of the team the summer prior to implementation.

The data results are examined through the conceptualization inspired by
Smith and Keith (1971), Huberman and Miles (1984) and Fullan (1991) and
articulated through the guiding questions in this study. These results are then
compared to relevant literature on educational change to form a set of
implementation recommendations.

Limitations of the Thesis

The relationship the investigator has with those being investigated can
have impact on the findings (Hammersley & Atkinson, 1983; Merriam, 1988).
The role adopted in the Parkview case is that of "participant as observer” since
the investigator was a member of the team of educators that implemented the
program. It should be noted that while the research activity was known to the
other team members, it was secondary to the investigator’s participation in the
program. Program implementation was so demanding that there were many
times when the research component was a distant second place to the

implementation requirements of the program, making the participation seem
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"complete" at times. As a result, the central question remains: to what extent
does this particularly close relationship to the informants affect the
investigation?

Hammersley and Atkinson (1983) point out that participation creates
difficulty for the investigator since "the research activity will be hedged round
by these pre-existing social routines and realities. It will prove hard for the
field-worker to arrange his or her actions in order to optimize data collection
possibilities" (p. 94). In addition, participation on the scale experienced in the
Parkview case makes the investigator susceptible to "going native" (p. 98).
"Not only may the task of analysis be abandoned in favour of the joys of
participation, but even where it is retained bias may arise from ‘over-rapport’"
(p. 9%).

The acknowledged biases which this investigator brings to the
investigation stem from enthusiasm for the program. There was a great deal
of ownership in it and a desire to see it succeed. Difficulties that were faced
were not merely observed but deeply experienced. This close association is
beneficial when it comes to underscoring the complexity of change and its
personal impact on educators. The challenge, however, is in supplementing
this first-hand account with interviews and document analysis to provide a
more "holistic interpretation” of the experience (Merriam, 1988). As

Hammersley and Atkinson (1983) aptly point out, "Rather than seeking, by
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one means or another, to eliminate reactivity, its effects should be monitored
and, as far as possible, brought under control" (p. 104). The critical first step
in doing this lies in recognizing the increased subjectivity that participation can
bring.

Definition of Key Terms

Smith and Keith (1971) made the observation that teachers may use the
same terms but have different meanings for them. It is appropriate, therefore,
to define some of the key terms to promote clarity:

Doctrine--"the complex combinations of a point of view which is

visionary, that is, highly conscious, and that is highly codified . . . (it)

includes an elaborate system of concepts, spelling out the entire

structure of means and ends within an organization" (Smith & Keith,

1971, p. 21).

Adoption of an innovation--includes factors such as pressure to adopt,

motives for adoption (Huberman & Miles, 1984) and the relevance of

the innovation to the teachers who implement, the readiness of the

teachers to initiate the innovation and the resources required to
adequately implement the innovation (Fullan, 1991).

Personal fit--relates to how well the innovation fits the individual user.
Goodness of personal fit would be associated with an innovation that
consists of congenial ways of relating to pupils; and also whether or not
the innovation meets philosophical need, that is, it sounds like what the
innovator believes in (Huberman & Miles, 1984).

Organizational fit--relates to the "demandingness of innovation on the
school or school district in relation to the resilience or institutional
slack available to meet the demands" (Huberman & Miles, 1984, p.
68). Included are the structural and cultural linkages (Corbett &
Wilson, 1983) of the innovation with the permanent system and
linkages with the constituents of change; namely, students, parents and
the community.



Organization of the Thesis
Chapter two reviews the literature as it pertains to the theory and
practice of implementing educational change. Chapter three details the
research design and method of the Parkview Secondary School case study.
Chapter four presents the findings of the study, while chapter five provides a
summary of fhe findings, their implications and the resulting set of

recommendations.
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CHAPTER TWO
A REVIEW OF RELATED LITERATURE
Broad Perspectives on Educational Change

In reviewing the literature on educational change, one cannot help but
be overwhelmed by the sheer volume of materials written on the subject. This
leads to two observations: (1) that educational change has been a subject for
researchers for some time and (2) it must indeed be a complex process to have
inspired so many thoughtful accounts.

If one examines the literature from the past few decades, one finds
three broad perspectives on educational change: a technical, political and
cultural view (Corbett & Rossman, 1989; House, 1981; LaRocque, 1986).
The technical or "rational" approach to educational change suggests that policy
makers "have both the knowledge and the technical expertise within their grasp
to solve problems just like surgeons doing heart bypass operations” (Cuban,
1990). In this approach, educators are the consumers of policies on
educational change (Wideen, in press) and these policies can be effectively
implemented provided they are "teacher-proofed” and "de-bugged.” Guba and
Clark’s (1965) "research, development, diffusion and adoption" model of
change embraces a technical view of change. Recently, researchers are very

critical of such models of change. House, Kerins, and Steele (1972) put it

12
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succinctly when they say, "Research and Development models of change
assume a passive user population which is shaped by the dissemination process
itself. The facts belie this assumption" (p. 12). LaRocque (1986) points out
that "classical or technological models" assume that there is a common values
framework and that the policy is in the common interest. In the technical view
of educational change, the policy makers are the critical element for effecting
change.

A second perspective on educational change recognizes a political
component where policy implementers have "their own goals and values and
interests which may differ from, and even be in conflict with, those of policy
makers" (LaRocque, 1986, p. 18). In this case, cooperation cannot be
assumed and often must be negotiated. Environmental context is the critical
element in the political perspective of change.

Finally, the cultural perspective recognizes that a common values
framework does not exist; therefore, implementation strategies should focus on
problem-solving, adaptation, and professional growth (LaRocque, 1986). The
cultural perspective emphasizes school context as the critical element
supporting or resisting change.

More recently, the literature seems to be taking on yet another
perspective on educational change that emphasizes the role of the individual

teacher. Wideen (in press) identifies this movement as a "paradigm in which
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the teacher stands at the centre of school change" (p. 11). This paradigm has
translated itself into renewed interest in "action research" and in having
teachers interpret change to determine what is best for their own classrooms.
In the personal perspective on change, the individual teacher is the critical
element in determining the nature of the change to be effected. As Smith,
Kleine, Prunty and Dwyer (1986) note:

Innovation is not just a technical problem, nor just a political problem,

nor just a cultural problem, as House (1979) has argued so eloquently.

In our view, innovation is also a personal problem. The wealth of

perspectives, concepts, and hypotheses from personality theory have

barely been tapped by us. (p. 224)

To this researcher, it has become clear that educational change is not a
rational, linear process (House, 1971). In examining change efforts, one must
recognize the interactive nature of change with a variety of elements: the
policy makers who continue to impose their views of education on educators;
the environmental context that imposes political limitations on the amount of
change tolerated in the organization; the cultural context of schools that will
embrace or resist change; and the individual teacher who has the ultimate veto

on change since any change effort can stop at the classroom door (Coleman &

LaRocque, 1990).
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Doctrine Clarity

More often than not it is the nature of the innovation itself that makes
implementation more complex. It is important to note the social values
implicit in innovative efforts, especially those values that may conflict within
the proposed innovation; the conceptual clarity and crystallization on the part
of the players toward the content of the innovation; and the latitude that is
given for adaptations to the original plan. All of these can seriously impact
the outcome of any innovative effort.

The Social Context of Innovative Doctrine

Achilles (1984), in reviewing the "pendulums"” in education, notes that
"at times of national crisis, either internal or external in nature, education
receives sudden attention and study” (p. 22). Lieberman (1977) adds:
Few people will disagree that schools are playing out the chaos and
confusion in the society. There are higher prices, fewer jobs, general
dissatisfaction with futures, and the school represents the one place
where the public still has a chance to voice its frustration with the
many things gone wrong. (p. 259)
Schools are inextricably linked to a society that cannot agree on solutions to
the problems perceived in the school system. Cuban (1988b) suggests that
problems and solutions in the American education system are mismatched

because the problems are really "persistent dilemmas involving hard choices

between conflicting values. Such choices seldom get resolved but rather get
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managed; that is, compromises are struck until the dilemmas reappear” (p.
329). Cuban gives an example:
The conflicting values of excellence and equity, proxies for this
culture’s fundamental values of individual success and group interests,
have been dealt with separately, redefined, and combined over the last
century and a half to cope with the highly charged emotions and
national goals connected to these values. (p. 330)
Cuban also cites core academic subjects as "a compromise to a fundamental
dilemma in American schools over conflicting values of excellence and equity
in providing an equal education to all children” (p. 329). Mitchell and
Encarnation (1984) concur in observing the existence of "sharp tensions"”
between the policy goals of efficiency, equity and quality in our schools.
Huberman (1972) also notes that schools face incompatible goals:
The school has multiple and often incompatible goals. Those who
would defend one innovation on the grounds that it will develop
emotional development will be resisted by others who think that the
school’s principal function is to make children neat, obedient and
prompt. (p. 46)
The literature is full of other references to the conflicting values of society
being imposed on the schools (Crandall, Eiseman & Louis, 1986; Parish &
Krueger, 1987; Smith & Keith, 1971).
In a later article, Cuban (1990) goes on to say:
Much pressure is placed on schools to align with public shifts in
values . . . Such value differences, as they become transformed by
media and political coalitions into pressure on schools to change, can
seldom be removed by scientifically derived solutions . . . Values

conflicts, then, are not problems to be solved by the miracles of a
science of schooling; they are dilemmas that require political
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negotiation and compromises among policymakers and interest groups--
much like that which occurs in the larger society. There is no solution;
there are only political tradeoffs. (p. 8)
For those who wish to address social pressure to change, care must be taken in
identifying the problems to be addressed (Cuban, 1988b) for there may not be
one easy solution. Smith, Dwyer, Prunty and Kleine (1988) caution about a
"one right way" view:
One of the consequences of such a view is seeing conflict,
disagreement, and debate only as a temporary instrumental problem,
one which can be resolved when everyone ‘understands’ or ‘knows the
facts.” In our view, when important interests, sentiments, and values
are in conflict they are not resolved so easily. (p. 291)
Educational innovations will be hard pressed to address the conflicting values
in our society and thereby satisfy all the constituencies wanting change.
Another aspect of social context that impacts upon educational
innovations comes from those who would mandate change. Corbett, Firestone
and Rossman (1987) state:
There is a tendency from above to view schools as empty vessels that
can be filled and refilled according to changing public concerns and
reform agendas. This tendency rests on the assumption that schools are
value-free, easily adjusted organizations. This, of course, is far from
the case. Schools not only teach values but also have a value structure
embedded in them. (p. 57)
As Loucks-Horsley and Roody (1990) point out, mandates clash with our
image of the professional:
The word mandate has an unfortunate connotation for the education

profession in general, as indicated by the use of the word
professionalism synonymously with autonomy, and the proliferation of
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the use of the word empowerment. The implication is that in order to

be a professional, a teacher (or an administrator) must be able to make

his or her own decisions, making mandates inappropriate. (p. 52)
Glickman (1989) concurs with this and goes on to say, "It is no wonder that
educators feel a bit schizophrenic at this time" (p. 6).

The recent shifts in education in British Columbia reflect some of the
difficulties with mandated change. In the time of this study (1992 - 1994), the
provincial government has made retreats in the mandated "Year 2000"
program of which this study was a part. Mandates that are changed at
political whim pose a particular problem for teachers. As Wideen (in press)
states:

Teachers, if they take such mandates seriously, are constantly kept off

balance trying to adjust to changes required for one mandate before

another one comes along, while all around them policy-makers wax

eloquently about the need for teacher ownership. (p. 40)

One can, however, understand the reluctance of policy-makers to fully endorse
teacher-initiated change since the products of change will not be uniform, thus
perhaps defying the "equity" goal of education (Glickman, 1989). In addition,
policy makers will be asked to take the same kinds of risks that they expect the
educators to take; it would appear that they are reluctant to do so.

Conceptual Clarity of the Innovation

Smith and Keith (1971), in their study of an innovative school, found

the doctrine to be affective, abstract and "lofty":
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We have renewed our suspicions of written accounts that seem to strive
to excite the reader. Also, we have renewed our concern regarding the
potential incongruencies between the doctrine in its many forms and the
organizational reality lying beneath it. (p. 41)
Charters and Pellegrin (1972) cite "the fallacious assumption that a statement
of general, abstract program values and objectives will easily be translated into
new and appropriate behaviour patterns at work" (p. 12) as one of the
"barriers to implementation." It is too difficult to attain conceptual clarity
from a program that is defined in such a general way. Smith and Keith (1971)
suggest that affective, general and lofty descriptions serve to excite the reader
and thus may assist in acceptance of the new program since new programs
often have to be "sold." Fullan (1991) cautions, however, about the risks of
"oversell" and problems that arise when the program cannot deliver what it has
"sold."
Another related problem to general program descriptions is the
difficulty in attaining shared definitions. As Smith and Keith (1971) point out:
. . educational discussions flounder as persons hold varying referents
but utilize similar labels. Furthermore, these labels are often used
injudiciously or inadvertently across situations, age levels, and
contexts. Overly simple interpretations are a consequence. (p. 330)
Fullan (1991) maintains that conceptual clarity is part of a process and that
"full understanding can come only after some experience with the change” (p.

128). Huberman and Miles (1984) and Coleman and LaRocque (1987a) go

further to explain it is trial and error with the innovation that promotes clarity.
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The assumption is, however, that the doctrine that spells out "the entire
structure of means and ends within an organization" (Smith & Keith, 1971, p.
21) is precise and holds shared meanings for those who will have to
implement. In their study, Smith and Keith found that this could not be
assumed:

Perhaps, the most critical doctrinal outcome for the organization was

the inability of a number of the individual conceptions to become

merged into a common enough framework, an agreed interpretation of

the doctrine . . . Differences as to teaching methods, materials, pupil

control, and staff organization were prevalent. (p. 37)
Conceptual clarity of the innovative doctrine can be difficult to attain for a
variety reasons stemming from (1) conflicting values within the doctrine itself,
(2) the affective, "lofty" and general terms it may use to describe the
innovation, and (3) problems associated with individual interpretations of the

doctrine.

Latitude for Adaptations

The outcomes of any change effort may be inconsistent with original
intent if individuals are given latitude to make adaptations. The literature is
full of conflicting opinions on this as the debate over program "fidelity" vs.
"adaptation" continues. McLaughlin (1976) states why she supports "mutual
adaptation”:

Because classroom organization projects require teachers to work out

their own style and classroom techniques within a broad philosophical

framework, innovations of this type cannot be specified or packaged in
advance. Thus, the very nature of these projects required that
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implementation be a mutually adaptive process between the user and the
institutional setting--that specific project goals and methods be made
concrete over time by the participants themselves. (p. 340)
Fullan (1991) labels adaption as "evolutionary planning" and Levine, Levine
and Ornstein (1985) use the term "organic" implementation. Huberman and
Miles (1984), however, found in their study of twelve innovative districts that
enforcing program fidelity was a characteristic of one of the more successful
change "scripts":
Enforcing fidelity for substantial, good-quality innovation really paid
off--if it was accompanied by effective assistance. When adaptation
went too far because of administrative ‘latitude’, what often occurred
was blunting or downsizing, trivializing, and weak student impact. (p.
279)
"Opportunistic adaptations” is the term Huberman and Miles employ to
describe those innovators who make adaptations that weaken the program
design.
It is easy to understand why innovators would be tempted to make
adaptations. Selznick (1966) says it best:
Organizations, like men, are at crucial times involved in an attempt to
close the gap between what they wish to do and what they can do. It is
natural that, in due course, the struggle should be resolved in favor of a
reconciliation between the desire and the ability. This new equilibrium
may find its formulation and its sustenance in ideas which reflect a
softened view of the world. (pp. 48-49)

Common (1983) explains that adaptations really reflect the power struggle that

exists in our schools:
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It is this clash that transforms the surface countenance of policy-
directed innovation into something far less benign. Implementation is,
in actuality, the struggle for power over what and who will determine
the nature of life in the classroom. (p. 42)
Coleman and LaRocque (1990) found that real change is rare and that
adaptation, not real change, is the usual result.
Is there a solution? Crandall et al. (1986) suggest that the core
components of a program should be identified:

. if core components are not accurately identified, later
implementation decisions and adjustments may inadvertently eliminate
important key elements. Identifying core components of the program is
also important because it may help to evaluate the ‘fit' between an

innovation and the school more accurately, and to develop a more
cognitive understanding of the nature and scope of the intended change.

(p- 32)

Adaptations that eliminate key components of a program can undermine the
innovative effort right at the outset; yet, it is important that there be some
latitude for individuals to personalize the change. The problem of fidelity vs.
adaptation entails a delicate balance--one that contributes significantly to the
complexity of change in our schools.

Adoption of Innovations

The Planning Stage

The planning stage is critical to any change effort and yet it is
frequently underemphasized. Charters and Pellegrin (1972) characterize what
can happen when planning neglects the details of the program to be

implemented:
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. . . the staff ends the preparation--formulation period with half-
considered, vaguely specified plans at best. How the school is
envisioned to operate under the ‘new program,’ how staff members are
expected to behave or relate to one another differently under the
innovation, and how instruction will be conducted once the transition is
complete are not concretely laid out. A working model of the program
to be installed in the school has yet to be developed. Rather, ‘details’
of the program, teachers and administrators believe, will be worked out
as they ‘gain experience with it.” (p. 8)

The dangers of inadequate planning are summarized by Kritek (1976):
Specifically, planning that stops short of forging the link between
program objectives and actual practice is defeating its own purpose. (p.
91)

Sarason (1971) says that effective planning should reflect an honest assessment

of the real possibilities of implementing the change effort. Sometimes, careful

examination leads to "starting nowhere":
One may decide ro start nowhere, that is, the minimum conditions
required for that particular change to take hold . . . are not present . . .
it forces one to consider ‘what other kinds of change have to take place
before the minimum conditions can be said to exist.” (pp. 217-218)

If it is determined that the program should be adopted, then the problem of

how to proceed looms large. Joyce and Showers (1982) suggest that educators

learn from athletes and embrace coaching during implementation. This
involves study of the teaching method to be employed; observations of
demonstrations of the method by those who are relatively expert; practice and
feedback; and coaching as the new method is worked into the teacher’s

repertoire. Joyce and Showers describe how teachers often begin with the

WIOong assumptions:
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Perhaps the most striking difference in training athletes and teachers is
the initial assumptions. Athletes do not believe mastery will be
achieved quickly and easily. They understand that enormous effort
results in small increments of change. We, on the other hand, have

often behaved as though teaching skills were so easily acquired that a

simple presentation, one-day workshop, or single videotaped

demonstration were sufficient to ensure successful classroom

performance. (p. 8)

Joyce and Showers also point out that it is common to get much worse before
one gets better in the practice of change. Educators, expecting that change can
come quickly and easily, may become discouraged and abandon the practice
before they have given themselves the chance to really use it.

Sometimes the process for proceeding with innovations involves pilot
projects. Fullan (1991) and Svoboda and Wolfe (1974) note that the fewer
people involved in an innovative effort, the more likely it will succeed because
conceptual clarity and planning is easier when fewer people are involved.
While pilot programs can still face the complexities confronted by school-wide
programs, they can protect the larger environment from any "blunders"
(Svoboda & Wolfe). As Crossley (1984) points out:

Paradoxically a successful pilot project could be one in which the

attempted innovation is judged to be too problematic for widespread

replication. In such instances initial investment returns a timely,

valuable and ‘successful’ warning of what is not possible. (p. 113)

Resource availability is another critical component of the planning

stage. As Kritek (1976) points out, new programs place great demands on

resources:
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The task of beginning a program takes more resources than will later
be needed to keep the program running. In these days of energy
shortage, those of us who drive are only too conscious of the greater
resources needed to start our cars from a dead stop compared to the
resources required to keep the car moving at a constant speed. (p. 92)

Smith and Keith (1971) warn that if these additional resources are not

available, the innovation lies in peril. Furthermore, since new programs are

fraught with unanticipated consequences, "the unanticipated consequences will

require an added increment of resources" (p. 85).

Acquiring the needed resources can be difficult. As House (1976)

points out:

If the advocacy group is successful in competing for resources, others
in the district are naturally opposed. To the extent that the advocates
absorb money and promotions, there is less available for everyone else.
(p- 339)

Loucks-Horsley and Roody (1990) discuss another difficulty:

Meeting current demands is becoming increasingly difficult, and
searching out and implementing change takes a considerable amount of
time and resources. It is far easier to maintain the status quo than to
change. (p. 52)

In light of competing demands for resources, it is very important that early

planning identify both short and long-term resources to maintain the change

program (Crandall et al., 1986; Kritek, 1976).
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Motives for Adoption

Despite all of the recent attention on school goals and philosophy,
Larson (1991) found that no staff member in his study "mentioned school
philosophy or goals as a stimulus for innovation" (p. 551). Fullan (1991)
says that adoption is related to relevance and a sense of personal need for the
innovation. Longo (1983) found that adoption can fill an emotional need:

If the idea takes hold at all, there appears to be a rush to praise its

virtues. The response seems to be predicated upon the hope that a

change in the way we do things will bring about better results. It is the

emotional need as much as the idea itself that attracts a following.

Whatever the cause, there seems to be an initial acceptance based on a

desire to believe the promise of the new approach or technique

suggested. (p. 400)

He continues:

This rejection of the present is, for some, part of the allure, for as

noted, the reasons for the changes sought might be as much personal as

they are philosophical or educational. (p. 401)

It would appear that there are a variety of personal reasons for adopting
innovations that are dependent upon the needs of the individual. Huberman
and Miles (1984) identify four main motives for adoption: (1) problem-
solving, (2) professional growth, (3) career advancement, and (4) added funds.
Smith and Keith (1971) explore at length an added dimension called "true
belief" (this is explored under "Personal Fit"), while Fullan (1991) notes that

sometimes adoption is done for purely "symbolic" reasons, that is, to give the

impression that change is happening.
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Clearly, the motives for adopting change are many and varied. Still,
they appear to have one element in common--the reasons for adopting change
are more often than not personal in nature.

Personal Fit

Personal Orientation Toward Change

Personal risk is involved every time change is embraced. Hoffer
(1963) says it best:
We can never be really prepared for that which is wholly new. We
have to adjust ourselves, and every radical adjustment is a crisis in self-
esteem: we undergo a test, we have to prove ourselves. It needs
inordinate self-confidence to face drastic change without inner
trembling. (pp. 1-2)
This being the case, why do teachers choose to adopt change? The Rand
Change Agent study (1973-1978) cited teacher efficacy as an important
predictor of success (G. White, 1990). Guskey (1988) defines efficacy:
. . . they firmly believe that they can help nearly all students learn,
even those who may be difficult or unmotivated (Berman &
McLaughlin, 1977). These highly effective teachers tend to be very
positive in their feelings about teaching and are generally confident
about their teaching abilities (Brandt, 1986). (p. 64)
Guskey continues to say that these teachers are the most receptive to new
practice. McLaughlin and Yee (1988) also speak of "self-efficacy” as an

important personal factor in innovative efforts. Larson (1991) also cites the

importance of competence building efficacy and efficacy building innovation.
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A notion related to efficacy comes in the form of teacher commitment
to improvement. Wideen (in press) found that "the personal and moral
commitment to change are far more important to teachers and principals than
are the technical aspects of change" (p. 162). Little (1982) calls this
commitment to change a "norm of continuous improvement" that contributes
greatly to change endeavours. Commitment can also take the form of
increased participation. Punch and McAtee (1979) found from a study in
Western Australia that there was a strong positive relationship between
teachers’ participation in the school system and their receptivity to change.

Another aspect of personal orientation toward change may stem from
the notion of adopter "types.” Rogers (1971) identifies four major types: (1)
the innovator who is eager to try new ideas, (2) the leader who is open to
thoughtful change, (3) the early adopter who is cautious and deliberate in
following others’ lead in adoption, and (4) the late adopter who is resistant and
"set in his ways."

Huberman (1989) offers yet another explanation for varying personal
orientations toward change. He explores the professional life cycle of teachers
and discovers that the period of "experimentation and activism" that happens

roughly at mid-career is shrouded by cycles less receptive to change.
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Since it would appear that personal orientations to change can vary, it
is important that implementation give individuals room to implement at varying
rates. As Wideen (in press) points out in his study:

What may have been a daring initiative to one teacher, was being seen

as last year’s discard to another. Innovative practice was becoming

something defined in the mind of the teacher undertaking it, not
something that could be described across the entire school . . . The

implementation of the so-called innovation had indeed become a

journey rather than an event, a journey that followed several different

pathways. (p. 62)

It is important to note, however, that even though teachers may be
receptive to change, and allowances for varying rates of acceptance are
accounted for, this may not be enough since "such willingness may be
overridden by constraints on change that are beyond the teachers’ control”
(Kozuch, 1979, p. 230). Giacquinta (1975) noted the following in his study of
a "failing" innovation:

Moreover, of clear and major importance was the fact that the

originally receptive teachers became unwilling to carry it out . . . Put

another way, they came to believe that some of the perquisites accruing
to them as teachers in their school system would be in serious jeopardy

were they to continue their implementation efforts. (p. 109)

Even the most receptive teacher can lose enthusiasm for the effort if other

important implementing factors are not in place. Once again, this underscores

the complexity of change and the interactive nature of critical components.
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True Belief

Smith and Keith (1971) examine Hoffer’s (1951) description of the

"true believer" and find that the personnel in their study of an innovative

school closely resemble his description. The innovators are "crusaders":

The uniqueness, the separateness, the differentness, the intensity of the

sentiments and behaviours of the individuals engaged in an enterprise of
this kind must be emphasized. Thus, it is both the remedial effort with
its extraordinary intents and the accompanying zeal and enthusiasm that
help define the role of the crusader. (Smith & Keith, 1971, p. 101)

Smith and Keith go on to describe the intensity of the crusade:

It is the doctrine, the facade, and their subtleties, for example, shared
beliefs in their validity, the rituals that preserved and cultivated them
for their presentation to those who ‘do not yet know’ that provided
reassurance in the face of no demonstrable evidence for their potential
successes and even in the presence of failure. It is this ‘true belief in
the ultimate vitality of the elements of the doctrine and facade that
enables participants to speak of ‘next year,” ‘when I go to. . . ., I'll do

. .” and seek further opportunities to continue their mission. From
the doctrine and facade, comes the motivation to carry on beyond what
real day-to-day results seem to justify. (p. 101)

In follow-up interviews fifteen years after the original study, Smith,

Kleine, Prunty and Dwyer (1986) were interested to find the pervasiveness and

"staying power" of the Kensington staffs’ belief systems. While all staff were

not consistent in the intensity of their beliefs in the "new elementary education

system," all participants had nonetheless continued their interest in educational

reform. Smith et al. draw an interesting conclusion:

Our teachers pick experiences and are picked for experiences which
amplify and deepen the point of view. In effect, the experience and

rationale follow the intuitions. If that is more generally true, the
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epistemological consequences are far reaching - ‘positive’ knowledge
about practical action seems a little less than positive. (p. 141)

When one experiences "true belief," educational reform is like a secularized
religion (Smith & Keith, 1971).
Personal Readiness--Requisite Skills and Knowledge

References are made in the literature about the lack of knowledge
utilization on the part of teachers who innovate (Crandall et al., 1986; House,
1976; Miles, 1980; Tye & Tye, 1984). It has been found that frequently inner
resources and experience are used more than related research findings. As
Crandall et al. observe:

Yet, during development, teachers consistently excluded all sources of

knowledge beyond their own classroom experience. While relying on

experiential knowledge is useful for day-to-day coping, it is not well

suited for generating a complete curriculum. (p. 29)
Tye and Tye (1984) found that "knowledge flows to our schools unevenly,
without focus or plan" (p. 320). Most new ideas appear to come from social
interaction (House, 1976; Tye & Tye, 1984). If knowledge utilization is
critical to informed change efforts (Tye & Tye, 1984), then we must focus on
means of allowing innovators to access it. In addition, researchers must pay
more attention to producing knowledge that is less general and more relevant
to the needs of teachers (Wideen, in press). As Smith and Keith (1971) aptly

point out from their study of Kensington school:

In short, one of Kensington’s greatest outcomes is pointing out the
limited scholarly underpinning in much of professional education.
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When one deviates from the conventional wisdom of self-contained

classroom, common goals, textbooks as central means, then major

questions arise for which there are most limited answers. (p. 336)

Perhaps part of the reason why knowledge is not utilized as often as it
should may be related to the very demands of teaching itself. Teaching is time
consuming enough and when one adds change, the result can be role overload
(Charters & Pellegrin, 1972). Corbett and D’ Amico (1986) affirm this:

. . . the time it takes to understand an innovation and translate it into

practice conflicts with the time staff members need to perform their

duties. (p. 71)

Crandall et al. (1986) say that teachers cannot, by the very nature of their
jobs, develop successful programs unless they are provided with additional
resources and support.

If the resources are in place, time must be spent on developing the
"technical readiness" of the innovators. As Huberman and Miles (1984)
explain:

So lack of technical readiness seemed to hurt more than the presence of

attitudinal or cognitive readiness helped, at least in the initial phase. (p.

77)

Fullan (1991), Charters and Pellegrin, and Smith and Keith all acknowledge

the importance of requisite skills and competencies to perform the new

practice. Time must be given to address this form of technical readiness.
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Scope of the Change

Cuban (1988a) speaks of "first order" and "second order" changes.
First order changes make what already exists more efficient without altering
basic organizational features while second order changes alter the organization
fundamentally. He argues that the most lasting changes since the turn of the
century have been of the first order kind with the result that schools remain
fundamentally the same. Fullan (1991) calls these second order changes
"multidimensional” changes and notes that these changes are the hardest to
implement since they represent "real” changes. At the same time, Huberman
and Miles (1984) tell us that we will usually get more change if we attempt
more change. These authors seem to suggest that large scale change is where
significant change lies, yet they acknowledge that this scale of change is the
hardest to implement.
The problems of large scale innovations are well documented in the
literature. Longo (1983) notes:
We seem to seek changes that are broad, deep and all encompassing.
The very scope of the changes we try to effect and the level in which
we demand they succeed often appear to doom them in advance to
failure. Unwilling to search for or accept small increments of change,
we seem permanently consigned to large-scale disappointments. We
have fallen into a pattern of attempting change hastily (and too
broadly), abandoning it swiftly (before it has been fully tried), and
moving on to the next promise that is available. (p. 400)

Smith and Keith note that large scale innovations bring with them a high level

of uncertainty and unintended outcomes. In addition, the "multiplicity of
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components makes for much greater variety and, hence, increases the
complexity of the decision-making process” (p. 398).

There appears to be much support in the literature for change of a
smaller scale (Huddle, 1987; Larson, 1991; Leithwood & Russell, 1973). Fox
(1992) gives the following advice:

Attend to the scale of change for a school. Because change is
incremental in nature start with small vs. large-scale change, even if an
overall dramatic innovation is being considered. In order to see the
immediate results necessary for the feeling of personal success and
people participation, goals must be met. The more specific or close-at-
hand the goal that fits into the overall change being sought, the more
quickly the results become apparent. Early success creates a greater
psychological openness toward the next innovation. (p. 74)

Smith and Keith also make the case for a more "gradualist approach” to

educational change by citing the following benefits:

None the less, we hypothesize that a gradualist strategy which implies
an alteration of a few components involves (1) lower levels of
uncertainty and fewer unintended outcomes, (2) decreased time
pressure, (3) an increased interval for major change, (4) limited
decisions related to the change, and (5) decreased demand on resources
will have as a concomitant the increased likelihood of success in initial
goals. (p. 373)

Cost-Benefit Analysis

The risks associated with innovative efforts have been noted--especially
large scale innovations. It is documented in the literature that quite often
teachers will feel incompetent as they learn a new practice (Fullan, 1972;

Showers, 1987). Showers describes this sense of inadequacy:
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It is highly probable that people behave much less efficiently during the
first trials with any new model and that their students behave much less
appropriately as well. Quality of performance often diminishes during
the period of transition from skill acquisition to complete vertical
transfer. Because of this sense of decreased efficiency, the teacher
feels that his or her performance has actually declined during the
crucial stages first attempting to use a new model in the classroom. (p.
134)

This feeling of incompetence may be compounded because teachers do not

have the luxury of developing the new practice in private (Joyce, 1969).

Huberman and Miles (1984) note feelings of incompetence and overload in

their study:

The users complained of depleted energy, of ‘so much coming at me,’
and of not being able to keep up. (p. 73)

Smith and Keith (1971) describe the frustration and anxiety that came with the

school they studied:
As hostility increased, as portions of the program failed, as
administrative support changed, several faculty members were subjected
to intense frustration, anxiety, severe personal debilitation, and
withdrawal. At this point, again, the function of faith was illustrated,
for a movement such as this needs something good enough to justify the
problems, the trouble, and the risk. (p. 104)

The costs associated with change are many. To offset the costs, one would

expect some benefits from the total commitment that innovation demands

(Smith & Keith). When these benefits are not present, and if the costs are

high, the individual will have very real concerns regarding his or her

involvement with the innovation.
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Hall (1979), in identifying the stages of concern associated with
innovations, notes that "stages of concern about innovations move from early
self-oriented concerns, to task-oriented concerns to ultimately impact-oriented
concerns" (p. 204). Early users want to know how the innovation will affect
them personally; therefore, it makes sense that change efforts attend to the
personal impact of change (G. White, 1990).

Organizational Fit

Educational Organizations as Loosely Coupled Systems

In order to determine how well an innovation will fit the organization,
one has to have an understanding of what educational organizations are like.
Most of the literature seems to favour Weick’s (1976) idea of the educational
organization as a loosely coupled system. The differences between a tight and
loose system is explained by Weick (1982):

All of these instances of tighter coupling share four characteristics: 1)

there are rules, 2) there is agreement on what those rules are, 3) there

is a system of inspections to see if compliance occurs, and 4) there is
feedback designed to improve compliance . . . In systems that are more
loosely coupled, at least one of these four characteristics is missing.

Typically the missing component is either consensus on policies or

procedures or inspection that occurs frequently enough so that

significant deviations can be detected. (p. 674)

Herriott and Firestone (1984) take the idea of loosely-coupled systems and
show in their study that high schools "cluster" around the loosely-coupled

model of organizations. They conclude that "a major portion of the school’s

central purpose cannot be controlled by the administrative cadre” (p. 44) and
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that these schools operate largely on the "logic of confidence" that "each
person can do his or her work with the knowledge that others will not
interfere" (p. 44). They point out that this kind of organization makes high
schools not readily amenable to school-wide improvements. Joyce (1982)
concurs:

What the loosely coupled organization really adds up to is that it is
difficult for anyone at any level to generate and maintain innovation in
the curricular and instructional domains. . . . (p. 50)
Hall, Rutherford and Huling (1984) note that individuals have a
"compartmentalized" view of the school and they caution that "relying on
limited or segmented views is highly precarious” (p. 62).
Smith et al. (1988) take another view that recognizes the
interdependency of a "nested system":
The generalization of our point is that each level of the system has its
own model way in which influence, power and control are exerted and
that each system ‘nests’ within a larger system. (p. 278)
In other words, the school nests within the district, the district nests within the
community, the community nests within the state, and the state within the
national and international scene. If schools are loosely coupled organizations

nested within larger systems, then special attention must be paid to linkages

between the systems in any innovative effort.



38

Structural Linkages

Corbett and Wilson (1983) describe structural linkages as the "ways by
which a school can translate its intent through the control of members’
behaviour” (p. 88) and by limiting the discretion of organizational members
over the tasks they perform. Control and limits to discretion can be
particularly problematic for innovations, particularly if the innovation involves
a new organization that operates as a "subsystem" within the organization.
Smith and Keith (1971) note that the protected subsystem has been utilized
frequently as a change strategy and that typically the "isolation usually has
been an integral part of utopian attempts” (p. 381). The benefits derived from
such a change strategy are outlined:

It shows how separation from the constraints of norms and structures,

from the distraction and demands of the day-to-day environment, and

from reduced penalties for error my generate new sentiments about

change and may encourage the playing of new roles. At the same time,

the larger environment is protected from any major error that may

occur within the temporary system. . . . (pp. 380-381)
No subsystem, however, can operate in total isolation so when it comes up
agains