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CHAPTER |

INTRODUCTION

During the 1980'3 the quality of American public education has
been a popular topic of debate. In 1983, the Education Commission
of the States reported that over 250 education task forces had been
established to develop educational reform programs (Chance, 1986).
Reports such as the National Commission on Excellence in Education

report, A Nation ‘At Risk; the Carnegie Forum's Task Force on Teach-

ing report, A Nation Prepared; and the National Governor's

Association report, A Time For Results, illustrate the extent to

which educational reform had become an important political issue.

These reports served, as did Sputnik in 1957, to focus attention on

the problems and the achievements of the public educational system.
A report presented at the National Governor's Conference, Jobs.

Growth And Competitiveness , stressed the critical role of education

in encouraging economic growth and improving the nation's position
in the international economy (Honetschlager and Cohen, 1988). This
economic imperative is also apparent in the opening lines of A

Nation At Risk: "Our nation is at risk. Our once unchallenged pre-

eminence in commerce, industry, science and technology is being

overtaken by competitors throughout the world" (National Commis-



sion on Excellence in Education, 1983, p. 1).

While the national reports played an important role in focusing
attention on the problems of the public school systems, the states
have had an important role in the reform movement. "The state
government of the 1980s is a far stronger governance entity than
the state body of the 1950s" (Frazier, 1987, p. 105). The state
legislatures, departments of education, state boards of education,
and governors' offices have assumed a stronger role as education has

become a popular political issue.

Governors such as Hunt (North Carolina), Graham (Florida),
Alexander (Tennessee), DuPont (Delaware), Robb (Virginia), Kean
(New Jersey), Riley (South Carolina), Clinton (Arkansas), White
(Texas), Lamm (Colorado), Perpich (Minnesota), and Orr (Indiana)
have made educational reform and change a major part of their
legislative recommendations and personal time commitment.
Because these governors gained the national spotlight at least
partly through their stands on education, there is no question
that more state executive leaders will follow their lead.
(Frazier, 1987, p. 106)

Although the state reform programs vary considerably from
state to state, the areas of reform can be broadly characterized
under two categories. The first, student achievement, addresses
such issues as graduation requirements, competency standards,
testing, class size, and attendance programs. The second category,
professional standards, includes such areas as teacher preparation,
teacher salaries, and teacher testing and evaluation programs.

What will be the impact of this current reform movement?

Historically the public educational system has proven resistant to



change efforts (Goodlad, 1970). As a result of Sputnik there were
many educational reforms. The National Defense Education Act of
1958 made federal funds available for new programs in science,
mathematics, and foreign languages. The National Science Founda-
tion funded projects that led to changes in math, social studies, and
science curricula. Yet most teachers continued to utilize tradi-
tional content and methods which they had observed as students.
Will the current reform efforts be more effective in producing
change? This study will examine the effects of reform efforts in
Illinois.  Within the context of the national movement, lllinois is
considered to be a "high change" state (Chance, 1987, p. 68). lllinois

was recognized by the Third Anniversary Conference of A Nation At

Risk (April 1986) convened by the National Commission on Excel-
lence in Education and former Secretary of Education Terrell Bell, as
one of three states invited to present its reform program [A. L.
Berman, State Senator, Chair of Senate Education Committee;

personal interview; July 7, 1988].

ILLINOIS REFORM EFFORTS

A history of the reform movement in lllinois provides a
context for examining the changes brought about by the 1985 lllinois
reform legislation. The process began as early as 1981 when the
State Board of Education initiated a comprehensive review of state
education mandates to determine which, if any, should be changed.

Student records, transportation, compulsory attendance, and school



day/year requirements were examined. During this same time
period, the Board also studied the quality of educational personnel in
[llinois, their preparation and on-the-job performance as well as the
system of funding for elementary and secondary schools. As a re-
sult, by the spring of 1983 there was already a broad base of infor-
mation available about the problems affecting the public schools of
Illinois.

In 1983 the publication of A Nation At Risk, and the myriad of

other national reports, created a climate of public concern. This
growing public sentiment and the information from the mandate
studies conducted by the State Board led the Illinois General Assem-
bly to create the lllinois Commission on the Improvement of Elemen-
tary and Secondary Education (hereafter referred to as the Commis-
sion). The Commission, made up of twelve legislative and eight lay
members chaired by Senate Education Committee Chairman Arthur
Berman and House Education Committee Chairman Richard Mulcahy,

was directed to:

Study the problems relating to elementary and secondary educa-
tion in lllinois, conduct public hearings throughout the state, and
consider all relevant information, data, suggestions and propo-
sals for improving elementary and secondary education in the
state. (The Commission, 1984, Introduction)

The Commission reviewed the studies already completed by the
State Board of Education and solicited input from individuals and
organizations for reform recommendations. Their preliminary report

issued in 1984 stated:
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The quality of our educational system has been seriously ques-
tioned. From many sources have come complaints that too many
young people are completing school without having acquired-

the knowledge and skills necessary to successfully take their
place in a rapidly changing society. There is wide agreement that
the quality of our state's public school system must be signifi-
cantly improved. (The Commission, 1984, Introduction)

In January of 1985 the Commission issued its report, Excel-
lence In the Making . This report cited problems and made recom-
mendations for improving lllinois education. In February, Governor
Thompson focused his State of the State Address on education. He
detailed his proposal for the lllinois Better Schools Program. Sub-
sequent budget recommendations demonstrated his commitment to
educational reform.

Other reform initiatives and reports were under way in 1984
and 1985. Among these were the State Chamber of Commerce's Task
Force On the Future Of Education In lllinois, the lllinois Project for
School Reform's Education In A New lllinois, education reform
proposals in the lllinois Federation of Teachers' Meeting the Chal-
lenge; recommendations from the Chicago Teachers Union's Perspec-
fives From the Classroom: and Chicago United's adoption of an
education platform.

All of the above reports and initiatives laid the groundwork for
the public policy discussions during the 1985 General Assembly. The
Commission report, Excellence In the Making , however, served as
the blueprint for the comprehensive legislation on school improve-
ment, Senate Bill 730. "The fact that the Commission was a quasi-

legislative organization, chaired by a legislative leader . . . afforded



its recommendations with a preemptive quality over those of other
organizations” (Chance, 1988, p. 75). As a result of the work of the
Commission and other groups, over 50 state school laws were

passed.
LEGISLATED REFORM IN ILLINOIS

In 1985 comprehensive education bills were passed in Public

Act 84-126. The bills covered the following areas: preparation of
school personnel, performance of school personnel, accountability,
curriculum, programs for students at risk of academic failure, early
childhood programs, school district organization, and school finance
(Madigan, 1985). "Virtually all of the recommendations of the
Commission were incorporated into the legislation” [A. L. Berman,
State Senator, Chair of Senate Education Committee; personal
interview; July 7, 1988].

The 1985 educational reform legislation addressed nearly every

aspect of schooling . . . One of the most important pieces of the

legislation, one which has long range implications for learning

and teaching in lllinois schools, provides for the development of

learning goals and assessment systems at both the state and
local levels" (lllinois State Board of Education, 1986, p. iii).

Public Act 84-126, referred to by the state as the Learning

Assessment Plan (LAP), requires the following:

1. The State Board of Education must establish goals consistent
with the primary purpose of schooling.

2. Local school districts must establish student learning objec-
tives which are consistent with the primary purpose of
schooling and which meet or exceed state goals established by



the State Board.

3. School districts must also establish local goals for excellence
in education. :

4. The State Board must establish assessment procedures for
local school districts.

5. School districts must assess student learning to determine
the degree to which local goals and objectives are being met.

6. School districts must develop local plans for improvement in
those areas where local goals and objectives are not being
met.

7. School districts must disseminate the local goals and objec-
tives to the public, along with information on the degree to
which they are being achieved and, if not, what appropriate
corrective actions are being taken by the district.

8. The State Board must approve the local school district objec-
tives, assessment systems, plans for school improvement, and
public reporting procedures. (lllinois State Board of Education,
1986, pp. iii, iv)

A major component of the school reform act is a move towards
accountability. Michael Madigan, in his Report On Education Reform
And School Improvement, lists accountability as one of the major
categories of the reform legislation. He states, "Accountability is
an increasingly critical component to assure that students gradu-
ating from high school have acquired those basic skills. The educa-
tion reform legislation, Senate Bill 730, provides for several mea-
sures which will demand new standards for students and accounta-
bility for education personnel and school boards" (Madigan, 1985, p.
21). In the report Madigan lists several pieces of the reform
legislation under the category of accountability. Among them are
School Report Cards, Student Assessment, and Student Grade
Retention.

Each school district is required to publish a School Report Card



which indicates data on student performance and comparisons with
district and state norms. As Learner Assessment Plans are phased
in for each of the six primary areas identified by the state, school
districts must report to the public local goals and objectives along
with information on the degree to which they are being achieved, and
if not, what appropriate corrective actions are being taken. The
State Board must approve the local objectives and assessment
system, the School Improvement Plan, and the plan for reporting
information to the public.

The State Board of Education staff presented workshops and
disseminated information to local districts to explain the specific
requirements for the Learning Assessment Plan (LAP). Sample
learning objectives, also referred to by the state as learner out-
comes, were distributed to all districts to help them in creating
their own objectives.

In August of 1987 the implementation of the LAP began. All
school districts in the state were required to submit Learning
Assessment Plans in the six areas of Language Arts to the State
Board of Education. The first of these areas was reading. A state
learner assessment system was developed to match the state's goals
for reading (see Appendix A for the Assessment Schedule).

In 1987 the State Board of Education distributed information
to all districts on the state assessment of reading followed by a
sample of the assessment items for grades 3, 6, and 8. During April

of 1988 all schools were required to administer a one hour reading



assessment to their students at these three grades and return the
assessments to an independent testing contractor, National Com-
puter Systems, to be scored. The results of the state assessment
will be published on a school report card comparing the school
performance to state and local norms.

The state LAP process stipulates the requirements for the
development of objectives and student assessment. But for changes
to occur, there must also be changes in classroom instruction. The
state model assumes that the public reporting of student assess-
ment data will create a pressure for instructional practice consis-

tent with state goals.
FOCUS OF THIS STUDY

This study concentrates on the Learning Assessment Plan
(LAP) as it relates to the area of reading. Reading was chosen as the
subject area to be studied for several important reasons. First,
reading is considered by some educators to be one of the most
important subject areas in the curriculum and has an impact on all
other subjects. Second, reading is the first of the six subject areas
for implementation of the LAP. It should, therefore, afford a
relatively uncontaminated view of the change process. Finally, the
state goals, objectives, and assessment in reading represent a
departure from conventional and current practice.

The state goals, which were developed by the Center for the

Study of Reading at the University of lllinois, incorporate the most
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current research on reading instruction. The emphasis is on a whole
language approach to reading as opposed to the more traditional
discrete skills approach. This new view of reading stresses the

process of reading rather than the content:

Reading is the process of constructing meaning through the
dynamic (ever-changing) interaction of the reader, the text
(written material) and the context of the reading situation. . .
Prior knowledge is a major determinant of comprehension. That
is, readers use information from the text together with already-
possessed knowledge to determine the author's intended meaning.
Inference is an inherent part of the ongoing moment-by-moment
process of reading. Making inferences requires readers to use
information from the text and prior knowledge to produce
meaning. This process virtually guarantees that any text will
have many acceptable and justifiable interpretations. (lllinois
State Board of Education, 1986, p. 5)

The lllinois State Board of Education (ISBE) recognized the

change they were advocating with the state reading goals:

The last decade has brought substantial advances in the
understanding of the reading process and reading instruction.
These findings have been translated and integrated into the
sample reading objectives and instructional techniques. The
Illinois State Goals for Learning and sample learning objectives
are a reflection of the current research and views about reading
and represent a broad framework of what is known about the
reading process and sound reading instruction. These objectives
break with the past, build upon prior strengths, and go beyond to
accommodate the significant advances made in recent research.
(lllinois State Board of Education, 1986, p. 1)

This study reports data on the response of teachers and
administrators to the state mandated programs in the early stages

of the implementation of this reform. Upon examination of the
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process of change adopted by the state of lllinois, it is evident that
the state has adopted a "top-down" model. That is, both the nature

of the change and pressure for change began at the state level. The
objective of the state legislation was to improve instruction. But

this objective can only be met if the individual teachers change the
way they teach.

A number of researchers have identified phases, or stages, in
the change process (see Chapter |l for a discussion of these phases).
This study will concentrate on the initial phases of the change in an
attempt to determine the response to the state mandate and how
teachers and administrators are accommodating to the pressure for

change. The following questions will be addressed:

1. How do the Learner Assessment Plans (LAPs) submitted by the
individual districts compare to the Sample Learning Objectives of
the state?

2. What process was used in developing these district plans sub-
mitted to the state and who was involved in preparing them?

3. How do administrators view these state mandates and what steps
are they taking to implement the changes?

4. How do teachers view these state mandates? What do they know
about the LAP process and the expectations of the state and
district?

5. How have teachers responded to the change?

6. How does the state's plan for improvement of instruction, as it

has been implemented, relate to the Fullan model and other
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theories of change?

Chapter Il contains a review of the literature on change theory
and studies of change. The methodology and research design utilized
to investigate the above questions are described in Chapter Ill. The
response to the reform mandates and the status of the change effort
found in this study are presented in Chapter IV. In Chapter V the
research questions are discussed, factors critical to successful
implementation are identified, the implications of the study are
discussed, and suggestions for changes to the reform process are

made.



CHAPTER II

LITERATURE REVIEW

In this review the literature on change is examined in order to
select an organizational framework for systematically analyzing
[llinois' current reform effort. This chapter is divided into two
parts. The first part is a review of frequently cited change models
in the literature. Change is now generally accepted to be a process,
not an event (Berman and MclLaughlin, 1978; Fullan, 1982; Hall and
Hord, 1987; Havelock, 1973; Rosenblum and Louis, 1981; et al).
These models provide a framework for conceptualizing some of the
complex factors inherent in the process.

The first three models discussed: Social Interaction, Re-
search, Development, and Diffusion (RD&D), and Problem-Solving,
were summarized in an early review of the change literature by
Havelock (Havelock, 1973). The Organizational Development model
examines the process of change from an organizational perspective.
Linkage models are a synthesis of the effective aspects of earlier
models of the change process. Dialogue, Decision-Making, Action,
and Eval-uation (DDAE) is not a change model, but a strategy. It is
included in this review because it has been described as an "essen-
tial component" of change efforts (Goodlad, 1975). Readiness,

Planning, Training, Implementation, and Maintenance (RPTIM) is a

13
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comprehensive staff development model. The next model discussed
is a model for the process of teacher change developed by Thomas
Guskey. Joyce and Showers' coaching model provides the opportunity
for teachers to receive ongoing feedback and support as they imple-
ment changes in their classrooms. The last two models in the first
part are comprehensive models of the change process: the Concerns-
Based Adoption Model (CBAM) and the School Improvement Model
developed by Michael Fullan. '

In the second part of this literature review, research on
change is discussed. The first section describes the findings of
change studies. Two important studies of change which have been
frequently cited in the change literature, the Rand Change Agent
Study and the study of Dissemination Efforts Supporting School
Improvement (DESSI) are described. Other important change re-
search study findings are also discussed in this section. The second
section discusses the phases of the innovation process. The third
section examines the complexity of educational change, describing
the wide assortment of factors affecting implementation of innov-
ations. The fourth section examines the implications of the change
research for reform efforts. In the final section, a framework is
selected from the change literature for this study's analysis of the

current Illinois reform effort.
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CHANGE MODELS

The change literature has provided a variety of models which
provide useful frameworks for examining the process of change.
Following is a discussion of some of the most frequently cited

models.

ial Interaction M I

Social interaction models begin with a fully developed change
which will ultimately either be accepted or rejected by individual
adopters. The change process is viewed as a natural process, a
series of social networks through which new ideas get communi-
cated and validated. Everett Rogers is most frequently identified
with this school of thought (Lindquist, 1978).

Rogers and Shoemaker's Innovation-Decision Model is an
example of a social interaction model. It suggests four stages to
the change process: knowledge, persuasion, decision, and confirma-
tion (Rogers and Shoemaker, 1971). Using this model, the change
agent's role is primarily to help individual adopters to learn more

about the innovation (Hall and Hord, 1987).

Research. Development, and Diffusion (RD&D) Model
Research, development, and diffusion (RD&D) models view
change as a rational, orderly process in which "passive" users adopt
innovations because it is logical to do so. The RD&D model is based

on five assumptions about change: (1) a rational sequence--re-

search, development, dissemination--will bring about change; (2)
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large-scale plans are necessary; (3) a division of labor and separa-
tion of roles and functions are needed; (4) the target audience are
passive consumers who will accept and adopt the innovation; and (5)
a high initial development cost is necessary, but will yield results
in the long run (Havelock, 1973).

RD&D describes many of the national educational innovation
programs implemented in the 1960s. "That most of these programs
were never widely used illustrates the danger in not understanding
more about the user end of the RD&D continuum”" (Hall and Hord,
1987, p. 34). Goodlad expressed serious concerns about the model's

usefulness:

The RD&D model appears not to be, in its functioning, a strategy
for change. It is simply what the letters stand for: research,
development, and diffusion, with what comes out to be diffused,
being more or less adrift, requiring some other force to pull it
into close juxtaposition with persons who might have some use
for it. A productive change strategy requires the inclusion of this
latter element. (Goodlad, 1975, p. 16)

Problem Solving Models
"The problem-solver model, unlike the social interaction and
RD&D models, which consider the innovation adopter as the receiver
and the target of the change process, involves the 'adopter' through-
out the process, collaboratively solving his/her problems" (Hall and
Hord, 1987, p. 34). Havelock outlined five positions stressed by
advocates of this orientation: (1) that user need is the primary

concern of the change agent; (2) that diagnosis of need is essential
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to the change process; (3) that change agents should be facilitative
and nondirective; (4) that internal resources should always be’ fully
utilized; and (5) that self-initiated and self-applied innovation will
have the strongest user commitment and meet with the most

success (Havelock, 1973).

rganizational Developmen D

The Organizational Development (OD) change strategy focuses
on the organization rather than the individual. "A basic assumption
of OD is that the nature of the group or organization is the source of
many of the problems related to changing schools" (Hall and Hord,
1987, p. 35). "lts strength is that it views the organization as an
interacting whole rather than as a set of independent parts" (Roark
and Davis, 1981, p. 40). OD works to improve the functioning of the
groups within the organization, enabling effective cooperation and
collaboration to bring about needed changes within the organization.

An example of OD successfully applied is the use of a process
model in the Participative Option Development (POD) project. The
change agent operates in four stages. The first stage, entry, is
characterized by three tasks--gaining acceptance; developing an
adequate communication system, and establishing a working con-
tract. The second stage involves diagnosis, design, and intervention.
In the third stage, assessment occurs, both of the impact of the

intervention and the overall state of the organization. In the final



18

stage, OD personnel are withdrawn from the client organization

(Roark and Davis, 1981).

Linkage Models
"Havelock was one of the first to provide a general change

model which joined previously separate traditions of thinking. He
called his concept 'linkage' (Lindquist, 1978, p. 9). Linkage models
are derived from Havelock's initial work.

There are five elements to linkage models: (1) developing a
structure for user problem solving and identifying users to help in
dissemination and implementation activities; (2) establishing
mechanisms for regularly determining user needs and transforming
them into problem statements; (3) performing research at the
critical time for users; (4) producing solution channels; and (5) est-
ablishing structures for user/researcher cooperation and collabora-
tion (Waugh and Punch, 1987). "This type of collaboration will not
only make particular solutions more relevant and more effective but
will also serve to build a lasting relationship of mutual trust, and a
perception by the user that the resource person is a truly concerned
and competent helper" (Havelock, 1973, p. 165).

An example of a linkage model in operation is the National
Diffusion Network (NDN). "This U.S. Department of Education pro-
gram has been very effective at linking teachers with recently

developed educational programs” (Hall and Hord, 1987, p. 38).
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Dialogue, Decision Making, Action and Evaluation (DDAE)

A Kettering Foundation project studying change processes. in a
group of elementary schools led to the development of a cyclical
strategy for facilitating school change. In The Magic Feather Prin-
ciple (Bentzen et al, 1974), this strategy is described as Dialogue,
Decision Making, Action, and Evaluation (DDAE). The process centers
around staff efforts to bring about change in the school. Goodlad

described its usefulness in change efforts:

One of the essential components of any comprehensive strategy of
change in school settings is total group and small group DDAE. . ..
External change agents, instead of trying to insert something into
the school's culture, first should be trying to help that culture
develop an awareness of and a responsiveness to itself. Some-
thing akin to DDAE as an ongoing regularity is essential. (Goodlad,
1975, p. 177).

The "Magic Feather Principle" refers to the modern fable of
Dumbo. Although he was capable of flying, Dumbo didn't realize that
he could. Once his friend, the mouse, learned of Dumbo's unigque
talent, he did everything he could to try to convince Dumbo that he
could fly. But Dumbo lacked the confidence. So the mouse gave
Dumbo a "magic feather" (an ordinary feather), which enabled Dumbo
to use his gift. Eventually, Dumbo realized the feather didn't cause
him to fly--he finally believed in himself and didn't need the feather
(Bentzen et al., 1974).

PTIM: f vel n
Readiness, Planning, Training, Implementation, and Mainte-

nance (RPTIM) is a comprehensive model that offers a systematic
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approach to designing staff development. The model is based on the
following basic assumptions or beliefs: (1) all school personnel need
inservice throughout their careers; (2) significant improvement in
educational practice takes time and long-range programs; (3) inser-
vice education should focus on school programs; (4) adult learners
want control over their learning and non-threatening learning
environments; (5) educators vary in their professional competencies
and readiness to learn; (6) professional growth requires individual
and group commitment to new performance norms; (7) the school
climate influences the success of professional development pro-
grams; (8) schools should be the primary target unit for change
efforts; (9) school districts should provide needed resources and
training; (10) principal commitment is central to adoption and con-
tinuation of new practices and programs in the school; and (11)
effective inservice programs are based on research, theory, and the
best educational practice (Wood, Thompson, and Russell, 1981).
Staff development in this model is seen as a five-stage pro-
cess: Readiness, Planning, Training, Implementation, and Mainte-
nance (RPTIM). Each stage includes practices, which delineate tasks
to be completed as well as key personnel who should be involved. To
determine the appropriateness of the stages to the model and the
extent to which the practices specified were useful, a national
study was conducted. The results of the study showed strong sup-
port for all stages and practices in the model (Wood, McQuarrie, and

Thompson, 1982).
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[he Process of Teacher Change

Thomas Guskey developed a model of the process of teacher
change as a result of staff development efforts (Guskey, 1986).
According to the model, "significant change in the beliefs and
attitudes of teachers is contingent on their gaining evidence of
change in the learning outcomes of their students" (Guskey, 1986, p.
7). The model is based on the belief that change is a learning pro-
cess for teachers that is developmental and primarily experientially
based. It "implies that change in teachers' beliefs and attitudes is
primarily a result, rather than a cause, of change in the learning
outcomes of students. In the absence of evidence of positive change
in students' learning, the model suggests that significant change in
the beliefs and attitudes of teachers is very unlikely" (p. 9).

Guskey recognized that the underlying concept of the model
was not new. Michael Fullan had expressed a similar viewpoint,
stating: "changes in attitudes, beliefs, and understanding tend to
follow rather than precede changes in behavior" (Fullan, 1985, p.
393). Guskey also acknowledged that his model was not a compre-
hensive change model. The simplicity of the model was "offered
primarily as an ordered framework by which to better understand
trends that appear to typify the dynamics of the teacher change
process" (Guskey, 1986, p. 7). The implications of the model for
staff development efforts, he felt, suggested three guiding princi-

ples: (1) change is a gradual and difficult process for teachers; (2)
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teachers must receive regular feedback on student learning pro-
gress; and (3) teachers need continued support and follow-up after

initial training (Guskey, 1986).

nd Showers' hing Model
Joyce and Showers (1980) identified five key elements of

successful change efforts: theory, demonstration, practice, feed-
back, and coaching. All five elements, they argued, must be present
for lasting change to occur. They also identified five major func-
tions of coaching: provision of companionship, provision of tech-
nical feedback, analysis of application, adaptation to students, and
facilitation.  Although they acknowledged that administrators or
curriculum supervisors could perform the coaching function, Joyce
and Showers suggested that peers could effectively coach one an-
other as they implement changes. "From a purely logistical point of
view, teachers are closer to one another and in an excellent position
to carry out most of the coaching functions" (Joyce and Showers,

1982, p. 7).

- i I
The Concerns-Based Adoption Model (CBAM) is a comprehensive
change model from the perspective of individuals within an organi-
zation. The model has evolved since its inception in the early 1970s
as the Texas-based CBAM staff have worked with schools to imple-
ment changes. Key assumptions underlying CBAM are: (1) change is a

process, not an event; (2) change is made by individuals; (3) change
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is a highly personal experience; (4) change involves developmental
growth in feelings as well as skills with respect to an innovation;
(5) change is best understood in operational terms; and (6) the focus
of facilitation should be on individuals, innovations, and the context
(Hord, et al, 1987).

The CBAM model "views the teacher as the focal point in school
improvement efforts, yet acknowledges and attends to the social and
organizational influences as well" (Loucks and Hall, 1979, p. 2).
Change facilitators are key to the success of CBAM. They play three
distinctly different roles, operating as the source for innovation,
impetus for innovation, and implementation facilitator (Hall and

Guzman, 1984).

In the CBAM model, change facilitators are responsible for using

informal and systematic ways to probe individuals and groups to
understand them. Three dimensions have been identified and veri-

fied for accomplishing this diagnosis: Stages of Concern, (SoC),
Levels of Use (LoU), and Inngvation nfigurations (IC). With

these three sets of diagnostic data in mind, the change facilita-
tor is informed enough to provide jnterventions--actions that
affect and facilitate teachers' use of new programs or practices.
(Hall and Hord, 1987, p. 13)

The three diagnostic dimensions describe, essentially, three
key questions that are asked in considering the teacher's position in
the change process. The first dimension, Stages of Concern, asks:
"How do they feel about it?"--teachers' concerns go through a series
of varying emphases. The second dimension, Levels of Use, asks:

"Are they using it?"--use ranges on a continuum, with gradual
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behavioral changes as they move from absolute nonuse, to a state of
comfortable and routine use, to a state of renewal, in which they
seek to improve or replace it. The third dimension, Innovative
Configurations, asks: "What is it?"--different teachers use very
different forms of an innovation (Hall, 1986).

To help change facilitators to manage their role in the change
process, another CBAM tool, a checklist for change facilitators, was
created. This checklist, based on years of research, identifies six
distinct categories of interventions. The categories are referred to
as game plan components (GPC) because the role of the change facil-
itator is "not unlike that of an athletic coach who prepares a game
plan (often with input from assistant coaches and sometimes from
the players themselves) and then offers advice and assistance in

carrying it out" (Hord, et al, 1987, pp. 79, 80).

Fullan's Model of th hool Improvement Proc

Michael Fullan analyzed and synthesized the literature on
change. He explains that "many attempts at change fail because no
disctinction is made between theories of change (what causes
change) and theories of changing (how to influence those causes)”
(Fullan, 1982, p. 7). Fullan created a comprehensive model of the
school improvement process from an organizational perspective. He
described two groups of factors (eight organizational factors and
four process factors) that, when combined, identify in a systematic

manner the theoretical framework that underlies successful school
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improvement efforts. In brief, "the model of successful change
processes is one whereby the eight organizational factors, supported
and fueled by the four process variables, produce school improve-
ment" (Fullan, 1985, p. 404).

The eight organizational factors describe variables that are
typical of the characteristics of effective schools found in the
literature: (1) instructionally focused leadership at the school level;
(2) district support; (3) emphasis on curriculum and instruction; (4)
clear goals and expectations for students; (5) a system for monitor-
ing performance and achievement; (6) ongoing staff development; (7)
parental involvement and support; and (8) an orderly and secure
climate (Fullan, 1985).

The four process factors that underlie successful improvement
processes are: (1) a feel for the improvement process on the part of
the leadership; (2) a guiding value system; (3) intense interaction
and communication; and (4) collaborative planning and implementa-
tion (Fullan, 1985). The process factors drive the interaction and
development of the organization variables. The entire change pro-
cess, Fullan explains, can be conceptualized in terms of three phases
through which organizations must pass: initiation, implementation,
and institutionalization.

Movement through the phases, or stages, of change "is not a
linear process but rather one in which events at one phase can feed
back to alter decisions taken at previous stages, which then proceed

to work their way through in a continuous interactive way" (Fullan,
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1982, p. 40). Fullan discusses the time frame for movement through
the phases, cautioning that changes usually take more time than

allotted:

The total time frame from initiation to institutionalization is
lengthy; even moderately complex changes take from three to five
years. Of course, information can and should be gathered and
assessments made throughout the process. The single most
important idea . . . is that change is a process, not an event . . .

a lesson learned the hard way by those who put all their energies
into developing an innovation or passing a piece of legislation
without thinking through what would have to happen beyond that
point. (Fullan, 1982, p. 41)

Change agents or facilitators must possess three types of
knowledge and skills: technical expertise related to the substantive
content area, interpersonal skills, and conceptual and technical
skills pertaining to planning and implementing change (Fullan, 1982).

Fullan offers guidelines for implementation of schoolwide
change based on his model and analysis of the change literature: (1)
develop a plan; (2) invest in local facilitators; (3) allocate resources
(money and time); (4) determine the scope of the project; (5) con-
centrate on developing the principal's leadership role; (6) focus on
instruction and the link to organizational conditions; (7) stress on-
going staff development and assistance; (8) ensure information
gathering and use; (9) plan for continuation and spread; and (10)
review the organization's capacity for future change (Fullan, 1985).

Managing change is a difficult and complex process, Fullan

cautions. He identifies five basic dilemmas or problems: (1) change
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versus changing; (2) common versus unique aspects; (3) plan-making;
(4) where and how big to start; and (5) the key problem of the -
selection and training of managers (Fullan, 1986). To effectively
manage change, facilitators must apply what they have learned about
the process of change from their experiences. But they must also
observe, listen, and sense the needs of the particular situations in
which they are involved. So, although they must plan, they must also
continuously analyze the situations in which they are involved,
assess the effectiveness of their efforts, and modify or redirect

their efforts, as needed:

Managing change requires great sophistication in contending with
the dilemmas, paradoxes, contingencies, unexpected events, and
the multiplicity of factors operating in the organization and its
environment. . . . It is important to retain a measure of humility in
recognizing that change (or stability for that matter) in social
systems will never be all that manageable" (Fullan, 1986, pp. 84,
85).

CHANGE RESEARCH
Studies of Change
One of the best known and most frequently cited studies in the
change literature is the Rand Change Agent Study. The Rand Corpor-
ation conducted a two-phase study of federally funded educational
programs from 1973 through 1977. The national study focused on
four programs that were designed to introduce and spread innovative
practices. It was conducted in eighteen states and examined 293

different projects. The results of the study were published in eight
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volumes under the title Federal Programs Supporting Educational

Change (Berman and McLaughlin, 1978).

The Rand study findings suggest that implementation of adop-
ted innovations is neither automatic, nor assured. The strategies
used to implement innovations were found to greatly influence the
effectiveness of projects in the study. They could "spell the differ-
ence between success or failure, almost independently of the type of
innovation or educational method involved; moreover, they could
determine whether teachers would assimilate and continue using
project methods or allow them to fall into disuse" (Berman and
McLaughlin, 1978, p.26). Six implementation strategies found to be
ineffective and some of the reasons cited for their ineffectiveness
are discussed below.

1. Outside Consultants--effective implementation requires adap-
tation to the users, most outside consultants had neither the time
nor the necessary information to tailor their advice to their
clients.

2. Packaged Management Approaches--these were found to be too
inflexible to permit the local adaptation necessary for effective
implementation; additionally, they decreased staff's sense of
ownership of the project.

3. One-Shot, Preimplementation Training--training that treated
issues before they became problems was not meaningful to

project staff; further, the training and assistance needs of
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teachers change over time as they implement, these needs can
not be predicted.

4. Pay for Training--extrinsic rewards for teachers such as pay for
training did not gain their commitment.

5. Formal Evaluation--formal evaluation activities failed to provide
formative data, since they rarely assessed process issues (ade-
quacy of training, communication between staff, etc.); they also
did not provide timely and appropriate data that would help
project participants to modify and refine project activities.

6. Comprehensive Projects--comprehensive projects often failed
because they attempted too much too soon (Berman and Mclaugh-
lin, 1978).

Effective implementation efforts promoted mutual adaptation.
Mutual adaptation is "the process by which the project is adapted to
the reality of its institutional setting, and teachers and school offi-
cials adapt their practices in response to the project" (Berman and
McLaughlin, 1978, p. 28). The Rand study found that: "mutual adapta-
tion was the only process leading to teacher change; in other words,
teachers changed as they (and only as they) worked to modify the
project's design to suit their particular school or classroom" (p. 17).
Following is a summary of seven elements of a successful mutual
adaptation strategy which were found to have positive effects on

project outcomes and continuation.
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. Concrete, Teacher-Specific, and Ongoing Training--teachers
required "hands-on" training to incorporate project guidelines,
which were often very general, into classroom practice.

. Classroom Assistance from Project or District Staff--the pro-
vision of local resource personnel for frequent, short consulta-
tion.

. Observation of the Project in Other Classrooms or Districts--
peers were generally the most effective counselors.

. Regular Project Meetings--regular meetings focusing on prob-
lems helped to provide: a forum for feedback necessary to
adaptation; an opportunity to share successes, problems, and
suggestions; and a vehicle for building staff morale and cohe-
siveness important to effective implementation. However,
without a supportive school climate, project meetings were
seldom effective.

. Teacher Participation in Project Decisions--there was a strong
correlation between teacher participation in decisions concern-
ing project operations and modifications and effective imple-
mentation, and continuation; participation also helped to pro-
mote teacher "ownership," which was especially important in
projects requiring a significant time and energy investment by
teachers.

. Local Materials Development--local materials development
helped to provide the clarity and commitment necessary for

effective implementation and long-term continuation.
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7. Principal Participation in Training--the active support of the
principal was found to be critically important for project imple-

mentation and continuation (Berman and MclLaughlin, 1978).

Important conclusions of the Rand study are described in the
final volume of the series (Berman and McLaughlin, 1978). These
conclusions are summarized below:

1. Federal change agent policies caused adoption, but did not
affect implementation of innovations.

2. Educational methods and resources were not significant in
determining the fate of adopted innovations.

3. Ambitious projects were often more successful, stimulating
teachers' sense of professionalism. Clarity of project goals
and precepts was important in all projects, but particulary in
projects attempting a broad scope of change. Clarity often had
to be achieved, however, in the course of implementation.

4. Locally selected implementation strategies strongly affected
the short-term and long-term outcomes of projects. Elements
supporting a mutual adaptation strategy were found to affect
implementation, improve student performance, promote teacher
changes and enhance the continued use of projects.

5. Leadership was a vital factor at both the school and project
level: effective implementation required a good project director

and a supportive school climate led by an active principal; early
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and lasting principal support was critical for project contin-
uation.

6. Aside from the difficulty secondary school projects found in
implementing projects and promoting teacher change, no sys-
tematic effect of school background characteristics was found.
Teacher characteristics, however, were critical: teachers' sense
of efficacy had major positive effects on all classroom-level
outcomes, teachers' years on the job had a consistent negative
relationship to project outcomes, and teachers' verbal abilities
were positively associated with improved student performance,
but otherwise did not affect project outcomes.

7. A supportive district environment is necessary for an innovation
to be effectively implemented and sustained. Therefore, district
officials must mobilize a broad-based commitment to the innova-
tion at all levels of the organization, and they must design con-
tinuation strategies that provide for the transition of the spe-

cial project to a standard element of district operations.

The Rand Change Agent study provided many useful insights
into managing change within an organization. Many of the findings
suggested in the study have been supported in other research.

Clarity is important in successful change efforts, as the Rand
study concluded, since mutual adaptation can only occur if teachers
know precisely what elements of innovations are essential and how

elements can be modified to meet their particular needs. Other
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studies have addressed the issue of clarity: "Problems related to
clarity have been found in virtually every study of significant
change" (Fullan, 1982, p. 57). Fullan points out that unclear and
unspecified changes can cause great anxiety and frustration. But he
adds that false clarity, when a proposed change has more to it than
people realize, is also a serious problem.

Mutual adaptation was suggested in early research studies of
change. Miles noted: "The installation of an innovation in a system
is not a mechanical process, but a developmental one, in which both
the innovation and the accepting system are altered"” (Miles, 1964, p.
647). Mutual adaptation requires a user orientation toward planning,
focusing on the needs of users as they adapt innovations. This
orientation has been suggested by a number of researchers (Have-
lock, 1973; Loucks and Hall, 1979; et al).

But Bird (1986) cautions that effective mutual adaptation of
an innovation is not easily accomplished. After conducting a field
study of an innovation, Bird found that "mutual adaptation inevita-
bly implies a reduction in the integrity of the innovation and perhaps
in the integrity of the host school as well" (p. 47). He explains that
"there is a limit to adaptation beyond which little good, particularly
little replicable good, can be expected. What is required is a solu-
tion, an organization of the innovation and the school, in which the
essential requirements of both are met" (Bird, 1986, p. 47). Bird
explains that teachers need support as they are adapting an innova-

tion: "Under conditions common in many schools, it appears, staff
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receive so little support for experimentation with their practices
that they are likely to adapt, sometimes severely, any innovation
suggested to them" (p. 59).

Teacher efficacy, found in the Rand study to affect student
learning in innovation projects, has also been studied by a number of
researchers. In a comprehensive, multi-disciplinary study, re-
searchers found teachers' sense of efficacy affects student learning,
and influences the success of innovation and improvement efforts
(Ashton and Webb, 1986). Innovation efforts, then, should take into
consideration the potential effects of the innovation on teachers'
sense of efficacy.

In 1982 another major study of change was completed (Cran-
dall, 1982). This study of Dissemination Efforts Supporting School
Improvements (DESSI) involved 45 program innovations encompas-
sing 145 schools and/or school districts in ten states. Over 5000
interviews and questionnaires were compiled and a parallel field
study was conducted which examined the same sample and issues.
Although the findings are described in some detail in 10 volumes,
the findings reported by Huberman and Miles (1984) are particularly
relevant to this study.

"The merits of the innovation itself, including its potential for
solving local problems, are one reason for adoption, but not neces-
sarily the main one" (Huberman and Miles, 1984b, p. 39). Huberman
and Miles reported that whereas improvement of classroom instruc-

tion was the primary motivation for administrators, for teachers
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administrative pressure was the primary motive for change. This
was followed by improvement of classroom instruction, novelty
value, and social influence (peer pressure).

"Administrative decisiveness bordering on coercion, but intel-
ligently and supportively exercised, may be the surest path to signi-
ficant school improvement" (Huberman and Miles, 1984b, p. 43).
Huberman and Miles reported that the scenario most likely to lead to
permanent change could be characterized as supported-enforcement.
In this scenario, the principal or other administrator provides a
great deal of support to the teachers expected to change, but also
continues the pressure for change. "The general picture is one of
administrative decisiveness, accompanied by enough assistance to
increase user skill, ownership, and stable use in the context of the
system" (Huberman and Miles, 1984b, p.45).

"Well executed, high-quality innovations do bring about
measurable improvements, but some of them may destabilize the
very conditions that have produced the improvements" (Huberman and
Miles, 1984b, p. 50). As the researchers found, personnel who were
widely perceived as doing a good job with an innovation were often
offered career changes based on their perceived accomplishments.
Thus, the stable personnel needed for continued success of the
project were often not available. "On balance, we might wish for
school-improvement programs that could accommodate individuals'

needs for capacity development and career advancement without
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destabilizing the local gains achieved" (Huberman and Miles, 1984b,
p. 52).

The critical role of the principal in school improvement
efforts has been stressed by a number of educational researchers.
"It is becoming increasingly clear that the actions taken by the
building principals to support or inhibit a change effort has direct
effect on how teachers feel about and ultimately use a new program"
(Loucks and Hall, 1979, p. 19). "When the principal communicates a
vision to the school staff and is directly involved in implementation,
the probability of effecting school change is greatly increased"
(Huling-Austin et al, 1985, pp. 33, 34).

Central office leadership and commitment has also frequently
been cited as vital to innovation efforts. "To teachers, principals,
and other program-level staff faced with the challenges of making a
new program work, the knowledge that district officials are com-
mitted to their programs' success, understand their problems, and
are willing to help, is a critical motivating factor" (Bass, 1978; p.
201). "Central administrators are often powerful advocates and can
sponsor or block adoption of change programs" (Fullan, 1982, p. 45).
"Teachers and others know enough now, if they didn't 15 years ago,
not to take change seriously unless central administrators demon-
strate through actions that they should" (Fullan, 1982, p. 65).

The importance of strong leadership to manage change has
repeatedly been stressed in business settings (Peters & Austin,

1985; et al). Rosabeth Moss Kanter explains: "In successful change
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efforts there is a continuing series of reinforcing messages from
leaders, both explicit and symbolic" (Kanter, 1983, p. 300).

Peter Drucker (1985) discusses the importance of leadership
in Innovation and Entrepreneurship. He explains that successful
managers in innovative organizations focus their organizations on
opportunities to improve the overall effectiveness of the organi-
zation: "We need to encourage habits of flexibility, of continuous
learning, and of acceptance of change as normal and as opportunity
for institutions as well as individuals" (Drucker, 1985, p. 260).

Warren Bennis and Burt Nanus (1985) also examined the role of
leaders in innovative efforts. They conducted an in-depth analysis
of ninety top leaders, 60 CEOs and 30 outstanding leaders from the
public sector. "The study concentrated on leaders directing new
trends. There were no "incrementalists." These were people crea-
ting new ideas, new policies, new methodologies. They changed the
basic metabolism of their organizations" (Bennis and Nanus, 1985, p.
23). Effective leaders created and maintained vision. "The problem
with many organizations, especially the ones that are failing, is that

they tend to be overmanaged and underled" (Bennis and Nanus, 1985,

p. 21).

The Phases of Innovation

A number of researchers have identified specific phases, or
stages in the change process. Three phases were identified in the

Rand Change Agent Study: mobilization, implementation, and insti-
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tutionalization (Berman and MclLaughlin, 1978). Hall and Hord iden-
tified five phases: assessment of present practice, adoption, initia-
tion, implementation, and institutionalization (Hall and Hord, 1986).
Levine identified four stages: recognition of need, planning and for-
mulation a solution, initiation and implementation plan, and institu-
tionalization or termination (Levine, 1980). Rosenblum and Louis

identified four stages: readiness, initiation, implementation, and

continuation (Rosenblum and Louis, 1981). The phases identified by

these researchers have striking similarities, as Fullan notes:

Most researchers now see three broad phases to the change
process. Phase |--variously labeled initiation, mobilization, or
adoption-consists of the process which leads up to and includes a
decision to adopt or proceed with a change. Phase ll--implemen-
tation or initial use (usually the first two or three years of use)
involves the first experiences of attempting to put an idea or
program into practice. Phase lll--called continuation, incorpor-
ation, routinization, or institutionalization-refers to whether the
change gets built in as an ongoing part of the system or disap-
pears by way of a decision to discard or through attrition.

(Fullan, 1982, p. 39)

h lexi f QOrganizational n
Change is a complex process. And "nothing has been more
characteristic of efforts to change schools than oversimple concep-
tions of the change process" (Sarason, 1982, pp. 11, 12). There
appear to be definite phases to the process (Berman and Mclaughlin,
1978; Hall and Hord, 1987; Levine, 1980; Rosenblum and Louis, 1981;

et al). And users' perceptions of the change are very important in
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the process (Fullan, 1982; Havelock, 1973; Loucks and Hall, 1979;
Rogers and Shoemaker, 1971; et al). '

Communication is essential for change--communication
between change agents and users (Berman and MclLaughlin, 1978;
Fullan, 1982; Hall and Hord, 1987; Havelock, 1973; Rogers and Shoe-
maker, 1971) and between users (Bentzen et al, 1974; Berman and
McLaughlin, 1978). Leadership is vital in the change process (Bass,
1978; Bennis and Nannus, 1985; Fullan, 1982; Huling-Austin,
Stiegelbauer, and Muscella; Kanter, 1983; Peters, 1985; Rosenblum
and Louis, 1981; et al). Further, organizations which are more
tightly structured and "whole"-oriented respond more easily and
successfully to change (Kanter, 1983; Rosenblum and Louis, 1981;
Wilson and Corbett, 1983).

Staff participation in implementation planning is also essen-
tial for successful change efforts (Bentzen et al.,, 1974; Berman and
McLaughlin, 1978; Fullan, 1982; et al). Ralph Tyler explains that
"unless the teachers have participated in identifying the problems or
inadequacies of the school and in developing workable and prom-
ising solutions, they may not believe that a given problem exists or
that a proposed solution will be an improvement over current
practices" (Tyler, 1988, p. 16). Kanter also stresses the importance
of participation, explaining that "a great deal of innovation seems to
demand participation, especially at the action or implementation

stage" (Kanter, 1983, p. 243).
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Huberman and Miles "found that efforts to develop cooperation,
coordination, and conflict resolution across the differing worlds of
administrators and users were often critical to successful imple-
mentation--and that it was often important to lay off from close
supervision, giving dedicated professionals the chance to invent,
adapt, and extend" (Huberman and Miles, 1984a, p. 280). But they
caution that too much flexibility can lead to lower percentages of
use and weaker institutionalization of an innovation.

Sarason was among the first to identify the culture of the
school as a critical factor in the change process. "One must make
explicit and examine the degree to which one's theory of change
takes account of the important social and psychological dimensions
that categorize the setting" (Sarason, 1982, p. 34). Building upon
Sarason, Corbett, Firestone, and Rossman (1987) conducted a study
to investigate the effects of school culture on change efforts.

The design of their study included intensive fieldwork, in-
depth interviewing, and observations in three high schools with
differing demographics, histories, and native populations. The data
analysis strategy was designed as a cross-case comparison ap-
proach. The researchers found that where proposed changed threat-
ened not only "the way we do things" but "who we are around here,"
resistance to the change resulted in extreme aversion, and/or
partial compliance. When the normative control of the change was

not taken into account, the results were less than expected.
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Leiberman and Rosenholtz (1987) reported case studies that
show "the major barrier to school improvement is the school culture
itself, but that the bridge to its improvement and change is that
very same culture (p. 94). The culture "has within it the possibili-
ties of becoming a collaborative, humane, problem-solving culture
rather than an isolated, defensive one" (p. 95).

Fullan organized the complex factors affecting implementation
of innovations in school, identifying critical factors in four broad
categories (Fullan, 1982):

1. Characteristics of the Change: need and relevance of the change,
clarity complexity, quality, and practicality of the program

2. Characteristics at the School District Level: the history of
innovation attempts, the adoption process, central administra-
tive support and involvement, staff development (inservice) and
participation, time-line and information systems (evaluation),
and board and community characteristics

3. Characteristics at the School Level: the principal, teacher-
teacher relations, teacher characteristics and orientations

4. Characteristics External to the Local System: role of govern-
ment, external assistance

The Rand Change Agent Study also identified clusters of
factors crucial to successful implementation. Following is a
summary of the clusters, along with supporting findings from other

studies:
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1. Institutional Motivation--teacher commitment is influenced by
at least three factors: (1) the motivation of district managers
"The attitudes of district administration about a planned change
were a signal to teachers as to how seriously they should take a
special project” (McLaughlin and Marsh, 1978, p. 72); (2) project
planning strategies; and (3) the scope of the proposed change-
agent project.

2. Project Implementation Strategies--staff development strat-
egies selected to assist the staff in acquiring the new skills
and information necessary for project implementation were
most important; strategies that facilitated the development
of clarity were critical, since specificity of goals had a major
effect on implementation: "The more specific the teachers felt
the project goals were, the higher the percentage of goals the
project achieved, the greater the student improvement attribu-
ted to the project, and the greater the continuation of both
project methods and materials" (Berman and MclLaughlin, 1978,
p. 79).

3. Institutional Leadership--"The Change Agent data show that
the more effective the project director (in the view of the
teachers), the higher the percentage of project goals achieved,
and the greater the student improvement observed as a result
of the project” (Berman and MclLaughlin, 1978, p. 81).

4. Teacher Characteristics--"The most powerful teacher attribute

in the Rand analysis was teacher sense of efficacy. This
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teacher characteristic showed a strong, positive relationship

to all of the project outcome measures" (Berman and McLaughlin,

1978, p. 85).

Rosenblum and Louis (1981) suggest that implementation

involves two vectors:

One vector, which we have called 'facts of educational change,’

refers to the ts of th ational stem in_which the
change is taking place. The second vector concerns the pature of
the implementation that is taking place. This vector comprises

two dimensions of organizational change: the quantity of change
and the quality of change. (p. 63)

However one chooses to organize or label the factors affecting
implementation, it is clear that the change process is complex.
Multiple factors must be managed in implementation efforts. Change
facilitators must carefully plan for implementation so that these
factors can be managed appropriately.

Researchers suggest different emphases for implementation
plans. With CBAM, change facilitators focus on individuals as pri-
mary units for change. Goodlad argues that the school is the optimal
unit for change (Goodlad, 1975). Rosenblum and Louis found that
strong, centralized district level efforts are critical to educational

change (Rosenblum and Louis, 1981).

Implications of the Change Research

Several educational researchers have analyzed the process of

educational change and the role of government in effective reform
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efforts. The Rand Change Agent Study recommended three opera-
tional premises for federal reform policy: (1) educational perform-
ance could be improved if more attention were paid to all stages of
the local change process; (2) educational performance could be
improved with adaptive implementation assistance; and (3) educa-
tional performance could be improved if the capacity of school
districts to manage change were enhanced (Berman and McLaughlin,
1978).

Fullan suggested five broad mutually reinforcing guidelines for
government involvement in reform efforts: (1) concentrate on
helping to improve the capacity of agencies to implement changes;
(2) clearly communicate the policy and spend time interacting with
local agencies about the meaning, expectations, and needs in relation
to local implementation; (3) ensure that program development and
inservice assistance needs are met; (4) government agency leaders
should ensure that their own staff, especially those who have the
most direct contact with the field, have the opportunity to develop
knowledge and competence regarding the policy and program, as well
as in how to facilitate implementation; and (5) ensure that explicit
implementation plans are developed, since explicit plans are needed
to guide the process of bringing about change in practice (Fullan,
1982).

Rosenblum and Louis also examined the role of government in
supporting change. They characterize current discussion regarding

government/local involvement in reform efforts as a "debate
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between proponents of a 'top-down' or a 'bottom-up’' approach. One
view is that 'bottom-up' or homegrown remedies for educational
problems are best. The alternative, 'top-down' view is not, how-
ever, without its continued support. Local schools, some argue, do
not have the capacity to make major changes without external direc-
tion because they behave as partially closed systems” (Rosenblum
and Louis, 1981, p. 276).

Griffiths' findings lend support to the top-down view: "Since
the tendency of organizations is to maintain a steady state, the
major impetus for change comes from outside rather than inside an
organization . . . When change in an organization does occur, it will
tend to occur from the top down, not from the bottom up" (Griffiths,
1964, pp. 431-435). Huberman and Miles (1984a) have also found the
top-down approach to be effective. In discussing the process of
change, they refer to the necessity for administrative pressure (top-
down) as well as administrative support. "Collegial decision-making
appeared at most to heighten initial commitment--though this had
the nontrivial consequence of carrying the project through the first
serious barriers encountered during program execution” (Huberman
and Miles, 1984a, p. 55).

But other researchers disagree: "Top-down planning generally
fails even with the best of intentions because it cannot generate the
staff commitment necessary to project success and because this

planning style does not incorporate the special knowledge and sug-
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gestions of the staff who will be responsible for project implemen-
tation" (MclLaughlin and Marsh, 19