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Change

"‘We saw repeatedly that the
leadership and management of
change was a matter of dealing with

& uncertainty
@ complexity
W turbuience

& and the cussedness
of many different
people.” Matthew Miles

(Commenting on his four year in-depth study of five high
schools and a national survey of 178 big-city high school
principals -- all carrying out serious improvement
efforts.)




L o New Materials
~ {f o New Behaviors/ .
Practices

| o~ New Beliefs/
~Understandings

Michael Fullan, 1990




Responding to Change

I & We try to hold on to what is
' comfortable and reliable,
and what makes sense to
B & We attempt to consolidate
s our SkI”S and what is fammar
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ourselves that we can

i  master somethiing new.

1] © We seek personal meaning
B inanychange weare

£ expected to assimilate.




Fundamental
- F change requires a g
leader who 'Can . dode

it

o define the need for changé and B
8 eonable individuals to construct
personal meaning about why the &
‘change is needed; 5*’

articulate a compelllng vision of
the organization’s future and
enable individuals to create a
shared sense of purpose about
;|  how to achieve the vision; and  J
/] © mobilize commitment and
- energize action to achieve X
purposes and ultimately
transform the organization.

- Noel M. Tichy and Mary Anne Devanna,
The Transformational Leader, 1990.




Transforming an organization

“involves joys and sorrows,

- benefits and losses,
‘camaraderie and
abandonment.
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part of renewal, for what |
worked 1n the past may
have become the cause
or failure in the present.

- Noel M. Tichy and Mary Anne Devanna,
- The Transformational I eader, 1990.




To the extent that
change involves
‘uncertainty, most
~ people have
difficult facing it ...
- As organizations try to
change, they must learn
“to deal fairly with the
~ anxieties and criticisms
of [those] who will have
to adapt to change.

- Noel M. Tichy and Mary Anne Dévanna,
The Transformational Leader, 1990. '




As the organization moves through its
three phases of change, individuals

simultaneously move through their own .

three phases of change:
 endings
e trancitinng

* new beginnings
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This has béén a ldng joumey. I believe there’s far

‘more clarity in ou'r knowledge of change in schools

than we had 40 years ago. Yet, it could be saxd if
we’re so smart, why ain't we rich? There are many
unsolved questions both in the theory and practice
of school change;-hbw we understand it and how

we do it.

NGNS W VUiSs, SV Teais i L’ﬁaﬁge
in Schools: Some Personal
Reflections,” p. 29
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\ Practice of the Learning Organization, p. 88 ?

Leaders who attempt organizational change often find themselves unwunngly
caught in balancing processes. To the leaders, it looks as though their efforts are
clashing with sudden resistance that seems to come from nowhere. . . . The
resistance isaresponse by the system, trying to maintain an implicit system goal.
Until this goal is recognized, the change effort is doomed to failure. So long as
the leader continues to be the “model,” his work habits will set the norm. Either |
he-must change his habits, or establish new and different models. _
Whenever there is “resistance to change,” you can count on there being or.e or
more “hidden” balancing processes. Resistance to change is neither capricious
nor mysterious. It almost always arises from threats to traditional norms and
ways of doing things. Often these norms are woven into the fabric of established
powerrelationships. The norm is entrenched because the distribution of authority
and control is entrenched. Rather than pushing harder to overcome resistance to
change, artful leaders discern the source of the resistance. They focus directly
on the implicit norms and power relanonshlps within which the norms are

embedded. o
—DPeter M. Senge, The F zf:h Discipline: The Artand

o

( . . - . ’ ) -v
It is obvious that the process of intervention is complex. One of the biggest traps for

-

large-system change efforts is the failure of organizational leaders to resist the
temptation to rush through the planning process to getto the “action” stage. Although
the pressures for immediate results often arise from a need to eliminate the acute
negative consequences of the problem, it has been our experience that a great portion
of large-system change efforts fail due to 2 lack of understanding on the part of the
organizational leadership of what the process of intervention and change involves.
Whenthe managerlacksan apprecxanon forandunderstanding of the true complcmty
of the intervention process, it is predictable that the emphasis will be on “action” or
results. Management must gain a basic understanding of the whats, hows, and whys
of the change management process, and be able to rccogmzc its developmental and
interdependent nature, as a necessary condition for success in planned change efTurts.
—Richard Beckhard and Reuben T. Harris, Organizational
Transitions: Managing Complex Change (2d ed.), p. 116 *

r - , . ‘ . . M )
Confusionis aword we have invented for

an order which is not understood. |
—Henry Miller . )

Leading Successful Change Efforts in Your School




r'Iv‘he worldinwhichorganizationsexist,and willbe operating
| fortherestofthiscentury,iscontinuouslyinchange:change
in relationships among nations, institutions, business
partners, and organizations; change in the makeup of the
“haves” and “have nots"; change in dominant values and
| norms governing society and our institutions; change in the
| character and culture of business or wealth-producing
organizations; change in how work is done; change in
| priorities about how we spend our time and our lives. - *
] ' —Richard Beckhard and Reuben T. Harris, Organizational

. Transitions: Managing Complex Change (2d ed.), p. 1

~

the old ways, butit’s that placein between that we fear....It's
like being in between trapezes. It's Linus when his blanket isin
the drger. There’s nothing to hold on to. :

| © =Marilyn Ferguson,; .. -~ .., L@

[1t's not so much that we're afraid of change or so in love with

what the product offers. The tools of sales are advertising, promotion, and incentives
Marketing, however, begins with the customer—what the customer values and what thc
customer needs. Effective marketing organizations are effective because they relate their
production capadities to what their customers value.

Too often, those who try to bring about change approach the task as a sales problem. Just
as sales tries tobreak down market resistance to anew product, leaders of change concentrate
on overcoming resistance to change. Just as sales organizations spend time and energy on

toward the product, leaders of change spend time trying to make others believe that their
proposals will be in the customer’s own best interest or serve some value the customer wants
served.

Marketing change, by contrast, begins from the view that change must satisfy the needsand
values of those whose support is essential. Marketing change proceeds from the assumption
that overcoming resistance to change is not the same as creating commitment to change. It
is one thing to get people to tolerate change; it is another to get them to support change with
their own time, energy, and creative capadties. If schools are to be transformed from their
present structures to more productive forms, those who lead change must take a ma.rkenng
approach rather than the approach of the salesperson.

advertising and finding ways to manipulate the customer to adopt a positive frame of mind

| Salesbegins witha product and then endeavors to persuade customers thatthey want or need ‘

v

\_ —Phillip C. Schlechty, Schools for the Tienty- -First Century, p. 84
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In a time of drastic change, it is the learners who inherit the

| world that no longer exists.

=,

~

Those who would lead change need to consider the symbols
they use to communicate their vision. Change leadere-
should never create losers unless they intend to dismis.

them from the organization. Losers may not be able to do

much else, but they surely can sabotage.
—Phillip C. Schlechty, Schools for the

' ~ Twenty-First Century, p. 89

future. The learned find themselves equlpped to live in a

—Fric Hoffer

N

N

r‘In other words, Change is not a fully prediéfélﬁ)vlc

| modify events ‘and processes that are mtrmsxcall) |
'comphcated difficult topindown,and everchandmd.

process. The answer is found not by seeking ready
made guidelines, but by strugglm'y to understand and

—Michael G. Fullan with Suzanne ,_,
Stiegelbauer, The New Meaning of .
Educalional Change, pp. 107-108

Leading Successiul Change Efforts in Your School
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'Q."hangc requires commitment of energy and resources. It requires people to take risks
and break habits. It causes discomfort and uncertainty. It creates needs as well as
satisfies them. When undergoing change, people need more support and security than
when their world is stable; these needs must be satisfied for substantial change to go

forward. _ , o A
Identifying the customers' needs and values and then finding ways of satisfying them

is what marketing is all about. Those who would lead change must understand that, in
the best sense, those they would lead are customers. What the leader wants from the
customer is commitment, enthusiasm, risk taking, and inventiveness. What the customer
wants is to be assured that he or she is an honored participant (rather than a pawn to be
manipulated), a respected intellect deserving of support, and most of all a valued
colleague. Such values must always be satisfied if leaders are to lead. But in times of
change, where stress is high and security low, these values reign supreme-—and woe be
to the aspiring leader who denies them. The old-style salesman may have believed “let
the buyer beware.” Such a view no longer suffices in the world of commerce, and it will

certainly not suffice in the changing world of education. -
L —Phillip C. Schlechty, Schools for the Twenry-Fzm Century, p. 95

Managing change in complex orgamzatnons is like steering a “sailboat in |
turbulent water and stormy winds. If you're.on a course to some destination
and the wind ie hlowing =t naln force dead bre=d@edn vou have to make 2

G { .
 BUMmDET OF oriticsl chsites. F you hicad into the wind, you'll iose speed ang

direction although you probably canride out the storm. If you let the wind carry
you too far, it might biow the boat over; and if you let it go a little less far
than that, it may well drive you off course. If you decide to hold rigidly to your
course at all costs, you may find that the winds rip the sails or even break off
the mast.

The true sailor, knowing these choices, works with the wind. He or she w:ll
bring the boat up close between gusts, “fall off" a little on the next gust, and
come back up to course in such a way that the boat stays on the compass
heading towards its destination through many short-term decisions, which go
with or against the prevailing winds in an appropriate combmatnon

. —Richard Beckhard and Reuben T. Harris, Organizational.,,
: Transitions: Managing Complex Change (2ded.),p. 114 j

\
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rIf you want to truly understand somethmg, try to
change it. |

—KurtLewin L
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A paradigm, in a sense, tells you that there is a game, what the game is, and how to
| play it successtully. The idea of a game is @ very appropriate metaphor for paradigms
because it reflects the need for borders and directions on how.to perform correctl

o A paradigm tells you how to play the game acoordmg to the rules.

(

-{. A paradigm shift, then, Is a change to a new \

game, a new set of rules. )

k
| ltis my belief that changes in paradigms are behind much of society’s turbulence:
duringthe last thirty years. We had sets of rules we knew well, then someone changed
the rules. We understood the old boundaries, then we had to leam new boundanes
And those changes dramatically. upset our world.

In Megatrends, the best-seller of 1982, John Nazisbitt reflects in an indirect way how
important paradigm shifts are. Naisbitt suggested that there were ten important new
o trends that would generate profound changes in our society in the nextfi fteen to thirty

years.

| belleve that If you look for what lnmated those trends, you will.find a
paradigm shift. What Naisbitt identifies for us in Megatrends is important, because
he shows us a pathway of change that we can follow through time to measure. how

we are getting more of something or less of somethmg
| Buteven more important than the pathway is our understanding of what mst:gated

that change inthe first place. We almost always findthat at the beginning of the trend
“someone created a new set of rules. The trend toward decentralizationis an exceller,
example of a paradigm shift. The old rules, the cld game, reqmred that we “centralize
the organization and make the hierarchy complex." But that game ultimately created
big problems. Then somebody discovered that thers was a different way to deal with
| the problems, which was to decentralize the organization and simplify the structure;
in other words, to change the rules. The result was a paradngm shift. ¥

Soif you wantto improve your ability to anticipats the future, don't wait forthe trends
to develop. Instead, watch for people messing with the rules, because that Is the
earliest sign of significant change.

. —Josl Arthur Barker, Future Edge: Discovering the New
Paradigms of Success, pp. 37-38

\\\\\\

No change will occur without leadership from somewhere. p
—Edgar H. Schein, Organizational Culture and

Leadership, p. 322 »

(g
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The art of progress is to preserve order amid|
change and to preserve change amid order.

—Alfred North Whitehead

' — , N
You manage within a paradigm. ;
You lead between paradigms. - P

L

-

4
- . |

That is the relation of paradigms to leadership. What allows you to “manage™ within
a paradigm? The rules, the guiding principles, the system, the standards, the protocols.
Give a good manager the system and a manager will-optimize it. That is a manager’s
job. It is called paradigm enhancement. " - |

Paradigm enhancement is taking the rules and making them better. It is working your
way up the B Phase of the Paradigm Curve. We spend 90 percent of our lives doing just
this, because it is a form of progress and is the natural route to improvement. We also
call it evolution. Paradigm enhancement is what the Total Quality movement is all
about. To be able to paradigm enhance is crucial to success and is the domain of the
manager. »

But you don't manage between paradigms. Remember, leaving one paradigm while
itis still successful and going to anew paradigm that is as yet unproven looks very risky.
Rut leadare with thais inmitive indemant a2ccece the eseming rick determine that
{ shifting paradigms is the correct thing 1o do, and, because they are ieaders, mstil te |
courage in others to follow them. | <

This kind of change, paradigm shift change, occurs during léss than 10 percent of our
lives. Yet, it is as important as the paradigm enhancing that consumes the other 90
percent. I don't say it is more important, but it is surely equal. | '

To be successful in the twenty-first century, you will need to be competent at both
these kinds of changes for your organization to flourish. One without the other will not

-work.

—TJoel Arthur Barker, Future Edge: Discovering the New
Paradigms of Success, pp. 164-165 | ” )

\.

Educational change depends on what teachers do and think—it's as )
simple and as complex as that. |
—Michae! G. Fullan with Suzanne Stiegelbauer,

The New Meaning of Educational Change, 9. 117 |

—
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c?rtain place to go.

| paradigms change, the world itself changes with them. Led by a new paradigm,

| By thé time we reach-ad ulthood, we are driven.asmuch by habltas by

| expresses hisinsecurity by never saying “thank you,” we are all victims

There is a time for departure, even when there’s no

f_TevnneSSe;e Wi'llia‘mij
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@amining the record of past research from the vantage of contemporary
historiography, the historians of science may be tempted to exclaim that when

scientists adopt new instruments and look in new places. Even more important,
during revolutions scientists see new and different things when looking with
familiar instruments in places they have looked before. It is -ather as if the
professional community had been suddenly transported to another planet where
familiar objects are seen in a different light and are joined by unfamiliar ones as
well. Of course, nothing of quite that sort does occur: there is no geographical
transplantation; outside the laboratory everyday affairsusually continue as before.
| Nevertheless, paradigm changes do cause scientists to see the world of their

research-engagement differently. In so far as their only recourse to that world is
through what they see and do, we may wantto say thataftera revolution scientists
are responding to a different world. ‘ B

—Thomas S. Kuhn, The Structure of Scientific Revolutions (2d ed.), Pﬂ 11

: .
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anything else, and there is an infinity of habits in us. From the woman
who twirls astrand of hair when she’s nervous or bored to the mianwho

ot( habits. They do not merely rule us, they inhibit us and make fools
of us. : '

To [ree ourselves from habit, to resolve the paradoxes,to transcend
conflicts, to become the masters rather than the slaves of our own
lives, we must first see and remember, and then forget. That is why true
learning begins with unlearning—and why unlearning is one of:the
recurring themes of our story. " -

Every great inventor or scientist has had to unlearn conventional
wisdom in order to proceed with his work. For example, conventional
wisdom said, “If God had meant man to (ly, He would have given him
wings.” But the Wright brothei s disagreed and built an airplane.

. | f-\Varren Bennis, On Becoming a Leader, p. 69
. - . . . .”' J

. '




Cha.ngmg things can be fun—and successful—sometimes! More often, cha.nge
efforts fail because people really don't sign up tochange. It's tough. People hang
on to old habits and old behaviors long past their usefulness.

Remember the elephant training parable. Trainers shackle young elephants
with heavy chains to deeply embedded stakes. In that way the elephant learns
to stay inits place. Older elephants nevertrytoleave even though they have the
strength to pull the stake and move beyond. Their conditioning limits their
movements with only a small metal bracelet around their foot—attached to
nothing.

Like powerful elephants, many compames are bound by earlier conditioned
constraints. “We've always done it this way" is as limiting to an orgamzauon S
.- | progress as the unattached chain around the elephant's foot. .

Yet when the circus tent catches on fire—and the elephant sees the flames | .
with its own eyes and smells the smoke with its own nostrils—it forgets its old | -
‘| conditioning and changes. Your task: set a fire so your people see the flames
{ with their own eyes and smell the smoke with their own nostrils—without
burning the tent down. A.nd anyone can set the fire at any level in the

organization. .
—James A. Belasco, Ph.D., Teachmg the Elephant to Dance, pp. 17-18 J

rMature people are apt to learn less than younger people
because theyarewillingtoriskless.Learningis arisky business,
and we do not like failure. ... By middie age most of us carry in
ourheadsatremendous catalogueofthingswehavenointention

i e PR V8 & T by BECaEn .
@i oef “—““‘g ”’é%‘“”é BerzUce Hre M08 ThRem o CHEE &8 1GiiS8, v oo s

pay a heavy price for our fear of failure. It is 2 powerful
obstacle togrowth. [t assures theprogressive narrowing sf the
persanality and prevents exploration and experimentation.
Thereisnolearning without some difficulty and fumbling. I f you
want to keep on learning, you must keep on rxsk:ng failure-all

your life. It's as simple as that.
-John Gardner, in David Eampbell's Take the Road

to Creativity and Get Off Your Dead End, p. 125 -]

\.

When we think about people in the change process we need to
consider two dimensions. The first is their feelings aboutchange, and
the second is their knowledge and behavior as they become better |
able to use a particular iunovation.

—Dennis Sparks, “What We Know About ChangeIn .
Schools: An Interview with Susan Loucks- Horsley.
The Developer, Sept. 1990, . 1 - o




L

(Remember the cliché “I'll believe it when I see it!” From what | have said in this
book, you should conclude that the reverse is more accurate: “I'll see it when 1
believe it.” In other words, subtle vision is preceded by an understandmg of the
rules. To see well, we.need paradigms. -

Every teacher sees this happen.  know I did. When I was explaining a concey.
to my students, many were unable to understand it even though the information
was directly infront of them. But, asthey began to understand the principles, they |
would say, one by, one, “Oh,now] getit.” What they were gethngwas the paradigm;
what they were gaining was a sxgm.ﬁcant change in vision.

This third point about paradigms is especially important for people who are
employers. Itexplains why some new employees have a difficult time of adjustment -
What they are really doing is adjusting to the paradigms of the organization, and, |
unti]l they know those rules, they will literally be unable to see thmgs that are
‘obvious to people who havebeen there for-a while. The temptation is to think that

| these people are notintelligentenough to handle thejob. The factis, they may have

more than enoughintelligence; they simply lack theunderstanding of the particular

paradigm.
. —Joel Arthur Barker, Future Edge: Discoveri; ng the. New

| R
Fl‘he research is based on the assumption that meaningful change i is a process

that takes time (years) rather than being a smgular event or decrsron pomr
(Hall and Rutherford 1976) S AL

—Gene E. Hall and Sl'urley M. Hord Clzange in Schools

g Facilitating the Process, p.23 S J
Learnmg to lead is, on one level, learning to manage change Aleader xmposes
(in the most positive sense of the word) his philosophy on the organization,
creating or re-creating its culture. The organization then acts on that philosophy,
carries out the mission, and the culture takes on a life of its own, becoming more:
cause than effect. But unless the leader continues to evolve, to adapt and adjust

| to external change, the organization will sooner or later stall.

In other words, one of aleader's principal gifts is his ability to use his expenences
to grow in office. Teddy Roosevelt was described as a “clown” before he became
preszdent His cousin, Franklin D. Roosevelt, was dismissed by Walter Lipprman |
as “apleasant country squire who wants to be president.” The Roosevelts are now
regarded as two of this country's best presxdents For leaders, the test and the proof
are always in the doing. '

— ar
L | ... —Warren B.enms, Orz Becoming a Leader, p. 1 ay

Leading Successful Change Efforts in Your School

Paradigms of Success, pp. 153-154 , Ry




Especially today, in the current volatile climate, itis vital thatleaders
steer a clear and consistent course. They must acknowledge
uncertainties and deal effectively with the present, while
simultaneously anticipating and responding to the future. This
means endlessly expressing, explaining, extending, expanding, and

not ends, but ideal processes by which the future can be created.

L

when necessary revising the organization's mission. The goals are |

—Warren Bennis, On Becoming a Leader, p. 163~

- | approach that world with fixed ideas and positions, we will suffer, not prosper.
| But,if we embrace and participate in the changes, we will perform more creatively

and powerfully than we ever imagined possible.

already lies beyond our grasp.
With versatility we can learn to adapt to any suuanon. making adaptation a pan

of our daily lives. In the words of Marilyn Ferguson author of The Aquarian

| of fluidity, we will cooperate with change.”

skill, focus.
—Crmg R. chkman and Michael A. Silva, Creatmg Excellence:

Managing Corporate Culture, Strategy, and Change in the New
L ~ Age,p. 198 ,

| Versanhty prepares us for the ever changing world in which we live. If we | |

Without versatility we become setin our ways, isolated in our own world unable
to adapt to changes around us. And when we are finally forced to change, control:

%

Conepiraev “Relisvinginsa warld nFFva we will fight phanga Frnawine 2 warlds

Anticipating change and preparing yourself for adaptation through ve-sauh?y:
solvesonly halfthe change equation. The other half involves actually implementing-
change in your organization. To successfully do so, you'll need to master the next

society and the relationships between them are bemg

reevaluated and redesigned.
—Richard Beckhard and Wendy Pntchard Changing *°
the Essence: The Art of Creating and Leading

We live at atime in history when the basic institutions of

Fundamental Change in Organizations, p. 93
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One theme emerges from this discussion of the process of change. Though principals

C N

Change cannot be viewed as the enemy, for it is instead the
source of organizational salvation. Only Dby changing
themselves can organizations get back into the game and get

to the heart of things. | | o
—Warren Bennis, On Becoming a Leader, p. 174 |

o

(Think of accelerated change as an object hurtling toward you at
tremendous speed. If you first spot it a mile away, its speed and the |
distance between you and it blur its nature; all you can see is an
indistinct shape. As the object continues rushing toward you, you
begin to discern a rough oblong shape, but you can't determine much |
else about it. Is it a threatening enemy missile or a friendly vehicle you
might ride toward the future? Quickly, it bears down on you. As you
peer at it closely, you suddenly see handles onits side. An opportunity,
not a danger! If you have focused well enough and soon enough, you
can seize it, letting it whisk you forward well ahead of those who failed |

tofocusonitintime.. . o iio.w o w L LA
‘ —Craig R. Hickman and Michael A. Silva, Creating
Excellence: Managing Corporate Culture, Strategy,

5

and Change in the New Age, p. 199 <

™\

are important and their visions key in focusing attention on change and in successfully
implementing the process of change, what counts in the end is bringing together the
ideas and commitments of a variety of people who have a stzke in the success of the
school. As this process unfolds, principals can often find themselves on thin ice. They
need to be clear about what it is that they want but cannot be so clear that they are
providing people with road maps. They need to allow people to have an important say |
in shaping the direction of the school and deciding on the changes needed to get there,
zt;\t they cannot be so detached that these individual aspirations remain more rhetorical
an real. . : | :
—Thomas J. Sergiovanni, The Principalship: A Reflective -

L | Practice Perspective, 2d ed., p. 269 |

Leading Successful Change Efforss in Your School




A leader needs a philosophy, a set of high standards by which the organization
is measured, a set of values about how employees, colleagues, and customer
ought to be treated, a set of principles that make the organization unique and

distinctive. : S .
Leaders also need plans. They need maps to help guide people. Yet complex

plans overwhelm people; they stifle action. Instead, leaders lay down milestones
|andputupsignposts. They unravel bureaucraticknots. They create opportunities|
| for small wins, which add up to major victories. | o '
Words and plans are not enough. Leaders stand up for their beliefs. They

by the values that they profess. Leaders know that while their position gives them
{authority, their behavior earns them respect. It is consistency between wordsand

actions that builds a leader's credibility. | - -
—James M. Kouzes and Barry Z. Posner, The Leadership Challenge:

L How to Get Extraordinary Things Done in Organizations, p. 187 )

Substantial change programs do not run Thernselve:_,sﬁ.

They need active orchestration and coordination. “L

| —Karen Seashore Louis and Matfthew B. ~
Miles. Improving the Urban Hiah School”

wWhar Works and Why, p. 263 .
—

{Cha.nge is full of paradoxes. Being deeply committed to a particular change
in itself provides no guidelines for attaining the change, and may blind us to
the realities of others that would be necessary for transforming and
implementing the change effectively. Having no vision at all is what makes for
educational bandwagons. In the final analysis, either we have to give up and|
admit that effective educational change is impossible, or we have to take our
best knowledge and attempt to improve our efforts. We possess much
knowledge that could make improvement possible. Whether this knowledge
getsusedisitselfa problem of change, part of the infinite regression that, once
we have gained some knowledge of the process ofchange, leads us to ask how
we get that knowledge—of the process of change—used or implemented.:
—Michael G. Fullan with Suzanne Stiegelbauer, The New

Meaning of Educational Change, p. 102 y

—

P

practice what they preach. They show others by their own example that they live] .




| this “conservative impulse” as incompatible with growth: “It seeksto

Probably the most important single process involved in effective
change is the process of learning while doing. The complexity of
change strategies demands that processes of feedback and replanning
make up the essential core of change management. In a military
campaign, it is a basic principle that intelligence gathering goes hand
in hand with delivery. Learning to improve the effectiveness of the effort
is a natural component of all strategies and tactics. Yet in many business
organizations, executives have trouble applying this principle to the
management of the organization. Historic practices, early training,
“traditional” values about whatare good and bad managerial practices,
all combine to reward behavior that is “result oriented” rather than
“learning oriented.” S T

| —Richard Beckhard and Wendy Pritchard, .
Changing the Essence: The Art of Creating and
- " Leading Fundamental Change in Organizations

-

realization of intended, real change that meets
people’s enduring needs. « .7, w |

. —James MacGregor Burns, Leadership
(Accordi_ng to Marris, “Whether the change is sought orresisted, and h_apip_ens-T
by chance or design; whether we look at it from the standpoint or reformers

or those they manipulate, of individuals or institutions, the response is
characteristically ambivalent” (p. 7). New experiences are always initially
reacted to in the context of some “familiar, reliable construction of reality”

in which people must be able to attach personal meaning to the experiences
regardless of how meaningful they might be to others. Marris does not see

consolidate skills and attachments, whose secure possession provides the
assurance to master something new” (p. 22). '

The ultimate test of practical !eaderéh~ip‘--'*i;§=‘- the | |

—Michael G. Fullan with Suzanne Stiegelbauer, The -

New Meaning of Educational Change, p. 31 JL .

Leading Successful Change Efforts in Your School




(;ihether one ig an entrepreneur,an intrapreneur,?
manager,oran individval contributor,theleadership
attftude is what makesthe difference.That attitude is
characterized bya postureofchallengingthe process-
of wanting to change the business- as-usual
|lenvironment.
—James M .Kouzes and Barry 2.Posner,The
Leaderehip Challenge:How o Get .E'xtraordmary

- Things Done in Organizations,p.39 o
The newest ideas about planning try to strike a compromise among the
previous models. The evolutionary perspective rests on the assumption that the
envirorunent both inside and outside organizations is often chaotic. No specific
plan can last for very long, because it will become outmoded either due to
changing external pressures, or because disagreement over priorities arises
within the organization. Yet, there is no reason to assume that the best Tesponse
is to plan passively, relying on iricremental decisions. Instead, the organization |
can cycle back and forth between efforts to gain normative consensus about
what it may become, to plan strategies for getting there, and to carry out
decentralized, incremental experimentation that harnesses the creativity of all

B EEEeN !‘“ﬁ@-“"% i ?’l’*}@ ﬂ'?‘ﬁ. Wgﬁ. e&ﬁ"ﬁv\‘ﬁ

This aoproach is evolutionary in the sense that, althowh the mission and.
image of the organization's ideal futuremaybebasedona tcp-le'v el analysis of
the environment and its demands, strategies for achieving the mission are
frequently reviewed and refined based on internal scanning for opporfurunes
and successes. Strategy is viewed as a flexible tool, rather than as a semi-
permanent extension of the mission: If rational planning is like blueprinting, |
evolutionary planning is more like taking a journey. Thereisa general destination,
but many twists and turns as unexpected events occur along the way. 4

—XKaren Seashore Louis and Matthew B. Miles, Improving

~ the Urban ngh School: What Works and Why, p. 193 |

_

(Schén (1971) has developed esscnuaﬂy the same theme. All real change involves.|
“passing through the zones of uncertainty . . . the situation of being at sea, of being lost,
of confronting more information than you can handle” (p. 12).
—Michael G. Fullan with Suzanne Stiegelbauer, The New
Meaning of Educational Change, pp. 31-32 y
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| things are normally done, but a potential threat to existing routines. Change

Any change program represents not only an energy “add-on” to the way

also heightens uncertainty considerably, so thatnormal responses to problermr

are not made, or don't seem to work. :
—Karen Seashore Louis and Matthew B Miles, Improving the

- Urban High School: What Works and Why, p 268

.

(An integral part of a fundamental change strategy must be a conscious]
decisiontomove toa learningmode, where both learning and doing are
equally valued. This is an essential precondition for managing
fundamental change effectively and is also a fundamental change in its
own right. A further essential ingredient is a clear commitment by top
leaders to making a significant personal investment in developing and
building commitment to an inspirational vision, and to examining and
using their own time and behavior in ways that are congruent with this
vision,
—Richard Beckhard and Wendy Pntchard Changing the
Essence: The Art of Creating and Leading Fundamental
Change in Orgamzatzons | - - |

(s lbousz ( 197 4) explaing, . . |
The personal costs of trying nel innovations arz often
bigh...and seldom is there any indication that innobations
are tnortb the inbestment Funobationsare actsof faith. They
tequive that one beliebe that they will Wltimately beav fruit
an¥ be fmovth the personal inbestment, of tety mithout the bope
of an immediate veturn. €osts are also high. The amount of
enevgy and time vequived to leavn the nek skills or voles
associated tith the nel innobation ig q useful index to the
magnitude of vegistance. (p. 73)
~filichael 8. Fullan bith Suzanne Stiegelbauer,

L The Rely fleaning of Evueational Ehange, p. 34

Leading Successful Change Efforts in Your School °




Itis soeasytounderestimate the complexities of the change process.
Thereisinfactalotof commonsenseinsuccessful change processes.
{Looked at one day, in one setting, successful change seems so
sensibleand straightforward. But on anotherday, in another situation,
or even the same situation on another day, improvement cannot be
obtained with the most sophisticated efforts. Change is difficult
because it is riddled with dilemmas, ambivalences, and paraduxes. It
combines steps that seemingly do not go together: to have a clear
vision and be open-minded; to take initiative and empower others; to
iprovide support and pressure; to start small and think big; to expect
jresults and be patient and persistent: to have a plan and be flexible;
touse top-downand bottom-up strategies; to experience uncertainty
and satisfaction. Educational change is above all a very personal
experience in a social, but often impersonal, setting. |

—Michael G. Fullan with Suzanne Stiegelbauer, The

New Meaning of Educational Change, p. 350

..

|

sometimes scary. A personal philosophy of life that favors change is useful here, and the
best future planning is typically done by people who are innovative, willing to
experiment and, if necessary, to pay the price of some inevitable failures. Aspiring

o

iy

propensities; otherwise a stagnant status quo may reign and moss will grow.

chcause changing directions makes most people nervous, planning for the future is

!a;gﬁ,@& —raE= = k:»:g?: s C H A N
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- —David Campbell, [f I'm in Charge Here Why Is Everybody Laughing? p. 57 |

-’

—

edministrators want to think, The problem Is that schools, as they are presently

|(organized, bresd mindlessness. . .. For many teachers, the opportunity to read, to
think, to argue and converss about kmportant lssues, and the opportunity to lead |

others In such exercises, are in themselves Incentives for a positive Incination
toward a change effort. Many teachers crave to lead, though they do not want to be
sdministrators, Many teachers want, a3 Eany sther people want, to be In aposition
to make thelr epininns kmown and thelr betiefs feit, If the dynamics surroanding a
Change process can respond ta Dais need, considerale suppart for the change can
be engendered. X this nead I3 sveriooked on suppressed, however support will be
less enthusizstic and resistance more Ixely—or 0| have found.

-

rmtmmadershedmmnnewtnwm Is that mest teachers and most

—Phillp C. Sdliedlfx 8chools for the Twenty-First Century, . 80
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Notes

Characteristics of change described or implied in the three statements [ read

1. Statement made by

Characteristcs of change: 2
2. Statement made by
o Characteristcs of change:

)

3. Statement made by

Characteristics of change:

1

{ )
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Getting Clear
About Change




TO Change or Not
to Change

& What values are

¢ involved? -

¥ & Who will benefit?

r How much of a prlont)'
| isit! ,

| ~ How achievable is if? |
> What areas of potential
~ change are being
neglected?

~ Adapted from Fullan M. The New Meaning of Educational Change.
Teachers College Press, 1991, p. 27.
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THE PROBLEM OF MEANING ﬂ

"One of the most fundamental problems in education today is that pe:ople do not l}ave
a clear, coherent sense of meaning about what educational change is for;, what it is,

and how it proceeds. Thus, there is much faddism, superficiality, confusion, failure

of change programs, unwarranted and misdirected resistance, and rgjsunderstood
reform. What we need is a more coherent picture the$ pesple who are involved in or
affected by educational change can use to make sense of what they and others are

doing. '

The problem of meani’ng is éentrél to making sense of educational change. In order |
- to achieve greater meaning, we must come to understand both the small and the big.

pictures. The small picture concerns the subjective meaning or lack of meaning for
individuals at all levels of the educational system. S .

Negiect of the phenomenology of change-—that Ais, how people actually experience
change as distinct from how it might have been intended-—--is at the heart of the

spectacular lack of success of most social reforms. If is also necessary to build and |

‘understand the big picture because educational change, after allisa sociopolitical

o

process. :

It is important that people make sense of their individual situations and understand
the broader social forces influencing change.....so that they and others around them
can take some action to imnrove their immeadiate sitratiag " '

Michael Fullan, 1991
The New Mezning of Educational Change

| Reflections

| After reading this excerpt, what thoughts come to mind, regafding the context
| in which you work and changes therein? : . :




AND COLLECTIVE SITUATIONS

[ ~ EXAMINING INDIVIDUAL J

Consnier .....

. The what of change

o The how of change

&

"Meanmg must be accomplished in relation to both these aspects.
It is possible to be crystal clear about what one wants and be
totally inept at achieving it. Or to be skilled at managing change -
but empty headed about what changes are most needed. To make
matters more difficult, we often do not know what we want, or do
not know the actual consequences of a particular direction untll we
try to get there. Thus, on the one hand, we need to keep in mind ;
(Q the values and goals and the consequences associated with specific .
educational changes; and, on the other hand, we need to~
comprehend the dynamics of educational change as a sociopolitical
process involving all kinds of individual, classroom, school, 16cal,
regional and national factors at work in interactive ways. The |
problem of meaning is one of how those involved in change’can
come to understand what it is that should change and how it can
be best accomplished, while realizing that the What and how
constantly interact and reshape each other. |

We are not only deahng with a moving and changing target; we are
also playing this out in social settings. Solutions must come
through the development of shared meaning. The interface
between individual and collective meaning and action in everyday
situations is where change stands or falls."

( ) :
s Michael Fullan, 1991

The New Meaning of Educational Change
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Thinking about your own context.....

1) What is the what and how of change?

2) What are some of the sociopolitical dynamlcs affectmg the
- change? :

'#.". .

3) How might shared meaning be developed?




well it fares." | =
s - Michael Fullan, 1991

1 To Think About.....

How was the chénge you're thinking about put into practice:?' 1B

------- | What factors need to be addressed?

How might' they be addressed?

(= ' -




Reflections.....

Thinking about your own expériendes, what function .doe.
experience and one’s personal value system play in working with
individuals involved in cliange efforts?




W

————

. What are some 1mpl1catlons of the change effort with which
you’re involved.....

for teachers?
for principals?

((Jforstudents? S I

for parents? .

for community members?




The Change Process
Key Thematic Findings |
" (Matthew Miles/Karen Louls 1890)
1. It seems crucial to develop a clear shared vision - .

a) of the school as it might become; and .
b) of the nature of the change process that will get us there.

L8t

2. . Successful change is most likely when the program is evolutionary

rather that tightly pre-designed, with plenty of early action to create

energy and support leaming.

3. Turbulence is the norm, and that school implementation efforts are

most successful when the school and the district are actively engaged

with each cther, but with few rules and much autonomy for the ;chool.

4. Substantial sustained, relevant, and varied assistance is essential;

implementation is not & self-sustained process; building permanent
_internal resource structures is critical. )

5. Serious change efforts are rife with problems; coping with them
actively, promptly, and with depth is the single biggest determinant ot

success; careful problem sensing and deliberate coping efforts are the

halimark of success.

(From five in-depth studies of urban high schools in five major cities and a
survey of 178 big=city high schodl principals whose schocls were carrying
out serious improvement efforts for one to four years.) :




Assumptions About Change

- THERE IS SOMETHING I DON'T KNOW
THAT I AM SUPPOSED TO KNOW.
IDON'T KNOW WHAT IT IS I DON'T KNOW,
AND YET AM SUPPOSED TO KNOW,

AND I FEEL I LOOK STUPID ‘
- IFISEEM BOTH NOT TO KNOW IT »
AND NOT KNOW WHAT IT IS I DON’T KNOW.
- THEREFORE, I PRETEND I KNOW IT.
THIS IS NERVE-WRACKING SINCE I DON'T
KNOW WHAT I MUST PRETEND TO KNOW.
THEREFORE 1 PRETEND I KNOW EVERYTH[NG

RD. LAING 'KNO'IS" (1870)

'I‘he fonowmg is taken from:

The Meaning of Educational Chang‘e by Michael Fulhn,
The Ontario Institute for Studies in Education

Teachers College Press, Columbia Umvemty. NY 1982.

1. " Do not assume that | yom- version of what the dnnge ghould be is the one that

should or could be implemented. (On the contrary, assume that one of the main

- purposes of implementation is to exchange your reality of what should be

- - through interaction with implementation consisting of some transformation or
continual development of initial idess.).

2. Assume that any significant mnovat:on, i 1t is to result in cha.nge, requires

individual implementors to work out their own meaning. Significant change

involves a certsin amount of ambiguity, ambivalence, and uncertainty for the ‘
* individual about the meaning of t.he cha.nge Thm, effective xmplementatzon is

g process of clarification. |

3. Assume that conflict and disagreement are not only inevitable but fundamental
to successful change. Since any group of people possess multiple realities, any
eollective cha.nge attempt vnll necessarily involve con.ﬂ.u:t.

ASCD: Implementing Instructions] Innovations. Jasuary 80 - February 1, 1990, Barascta, Florida




4. Assume that people need pressure to change (even in directions which they
desire), but it will only be effective under eonditions which allow them to react,
to form their own position, to interact with other implementors, to obtain
technical assistance, ete. Unless people are going to be replaced with others who
have different desired characteristics, resocialization is at the heart of change.

5. Aszsum~ that effective change takes time. It is a process of 'dévelomept in use”
" Usrealistic or undefined timelines fail to recognize that implementation occurs
developmentally. Expect significant change to take s minimum of two or three

years.

6. Do not assume that the reason for lack of implementation is outright rejection
of the values embodied in the change, or hard-core resistance to ell change.
Asgume that there are 8 number of possible reasons: value rejection, inadequate

" resources to support implementation, insufficient time elapsed. - o

7. Do not expect all or even most people or groups {0 change. The complexity of
change is such that it is totally impozsible to bring about widespread reform in
any large social system. Progress occurs when we take steps (e.g., by following
assumptions listed here) which increase the number of people affected. Our
reach should excsed our grasp, but not by such a margin that we fall {lat on our
face. Instead of being discouraged by all that remains to be done, be encouraged
by what has been accomplished by way of improvement resulting from your
actions. )

8.  Assume that you will need a plan which is based on the above assumptions and

RN L EE A T AT e e aben [ i e _ i i e
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change process is essential. Careful planning uinbring sbout significant change
oz & fairly wide seale over & period of two or three yeers. et

8.  Assume that no amount of knowledge will ever make it totally clear what action
should be taksn. Action decisions are a eombination of valid knowledge, political
considerations, on-the-spot decisions, and intuition. Better kmowledge of the
change process will improve the mix of rescurces on which to draw, but it will

never and should never represent the sole basis for decisions. - .

10. Assume thatchangeise mﬁng, discouraging business. If all or some of the
above assumptions cannot be made (a distinct possibility in some situations for
some cha;gu), do not expect significant change as far as implementation is
concerne -

Michae] Fullan is quoted by pemission of his publisher.
R.D. La'ag’s "Knots" is quoted by permission of bis publisher.

ASCD: Implementing Instructiona! Innovations. January 30 - February 1, 1990. Baraecta, Florida
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Success Factors
.of
Change Projects - -

(Huberman and Miles, 1886)

Initiation | |
« Linked to high profile need

Clear model of implementation
One or more strong advocates,
Active initiation

Implementation

Coordination

_ Shared control
Pressure and support
Ongoing technical assistance
Early rewards for teachers

Institutionalization

o

Embedding

.Links to instruction

Widespread use

Removal of competing priorities
Continuing assistance
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Relevance
[ | Feasibility

I nvolvement

§ Thrust
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TRUST ACTIVITY

One of the most important components or preconditions for the peer coaching relationship is
TRUST.

L List the behaviors and qualities that you feel promote and maintain a trusting
relationship.

1. k
2.
3

>

e

@ N o o

10.

I - Take a few minutes to think about these items. You will probably become aware that
some of the items on the list mean more to you than others. Rank the 3 behaviors or
qualities that are mest important to you and explain your ranking. ‘

Behavior or Qualty Why You Ranked It This Way
1 |
2
3.

Discuss your rankings with your partner or your team.

M. Inventory |
Consider each of the be!.aviors orAqualitie‘s listed in I. Give yourself a score, based on

the following rating scale, that best describes your professional behavior with most
people, most of the time, at this time in your life.




TRUST ACTIVITY

I | e . . « .
Yo One of the most impertant components or preconcitions for the peer coaching relationship is
TRUST. :

L List the behaviors and qualities that you feel
relationship. .

promote and maintain a trusting

1. Shanng (of personal events family matters, 1eelxngs)
2. Vulnerability (to err is human - extent to whxch leader perceived to be vulnerable)
3. Loyalry (commitment to consistent goals of organization and its leaders) 5-:'

Accepting others (the unique behavior of cthers)

bl

5. Involving others (using them for input or decision making)

6. Valuing (wfllingness to exchange ideas and ideals with others

7. Awareness (sensitivity to the needs of others)

8. Communicating (giving clear written and oral communications) ¥
~ 9. Openness (willingness to explore new experiences)’ '

10. Honesty (avoidance of deceit)

L. Take a few minutes to.think about these items. You will probably become aware that
some of the items &n the list mean more to you than others. Rank the 3 behavnors or

qualities that are most important to you and explain your ranking.

Behavior or Quality Why You Ranked it This Way
1.

2

we

3
Discuss your rankings with your partner or your team,
1. inventory |

Consider each of the behaviors or qualities listeJ in . Give yobrself a score, based on
the following rating scale, that best descrnbes your professional behavior with most
people, most of the time, at this time in your life.




Points Meaning

“The behavior is exhibited most of the time. (consistently)

The behavior is exhibited much of the time. (frequently)

The behavior is sometimes exhibited, sometimes not. (inconsistent)
The behavior is exhibited sometimes. (infrequently)

The behavior is exhibited very little. (seldom)

“~ANWLHWM

Choc_ase 2 or 3 of the trust behaviors or qualities which you wish to improve. What
specgﬁcauy will you do? Discuss with your partner or team. How will you work on
building and/er maintaining your trust relationship as you move into peer coaching?

Behavior Plan for Improving 5
1. ‘ +
2.

3. s




Concerns are-

“not fixed!

They change as people move -
through various phases.




Why Change Fails

We follow faulty maps of change.

We haVe'compIex problems and no easy solutions.

We favor symbols over substance.

L

We are impatient and often settle for superficial

solutions.

We misunderstand resistance, seeing it as an obstacle
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We don't build connections among pockets of success
in order to sustain them, and thus often let them
die off.

We misuse knowledge about the change process.

Leading Successful Change Efforts in Your School
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Changé = Things often get worse instead
of better.

‘Why?

We are overloaded with problems—and with
solutions that don’t work. .=

We get glimpses of the power of change, but
~ we have little confidence that we know.how
_ to continue the momentum of improvement.

We are overwhelmed with fragmented,
uncoordinated, and ephemeral attempts at

change.
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#1 Faulty Maps of Change

It’s hard to get to a destination when your map doesn't accurately represent the territory you're to traverse.
Everyone involved inschool reform—teachers, administrators, parents, students, district staff members, consultants,
board members, state deparmnen: officials, legislators, materials developers, publishers, test-makers, teacher -
educators, researchers—has a personal map of how change proceeds. These constructs are often expressed in Lhc
form of a proposition or statement. -
Resistance is inevitable, because people resis change. _—
Every school is unique.
Plus ga change, plus c'est la méme chose.
Schools are esseniially conservative instirudons, harder to change than other organizations.
You just have to live reform one day ar a time. .
You need a mission, objectives, and a series of tasks laid ot well in :dvanc.e : ?
You can never please everyone, so just push ahead with reforms. N
Full panticipation of everyone involved in a change is essential. ,
Keep it simple, stupid: go for small, easy changes rather than big, demanding ones. ;
Mandate change, because people won't do it otherwise. ’ '
Peop!: acton theirmaps. But maps such as these don't provide reliable orvalid guidance. Some. like number
1, are simply self-s:a.lmz and tautnlagical. Others. like number 2. are true in the abcrracs hur totzllv unhelnful in'

mmnxﬁeﬁs mseﬂ
r a D --~‘ oeCce

Some, like number 3, have the seductive appearance of truth, though they are mostly false. It streiches the’
bounds of credulity to say that the schools we s=# 1oday are no different from those of yesteryear or that all chzngc
efforts are self-defeating. Such maps are self-defeating. At their worst, they tell us that nothing really changes—
and tharnothing will work. On such self-exculpatory propositions as number4, there's sxmplyvery linle cvxdcncc.
and what there is leads to the verdict of “not proven.”

Sometimes our maps are in conflict with themsalves or with the maps of colleagues. For example, rumber
5 advocates the vires of improvisation, while number 6 lauds rational planning. In fact, the literature on
organizational change and a recent study of major change in urban high schools show that neither statement is valid
as 3 guide to successful school reform. The same appears to be true for propositions 7 and 8. :

.+. Though number 9 looks obvious, studies of change have repeatedly found that substantial change efforts
that zddn:ss multiple problems are more likely t0 succeed and swrvive than small-scale, easzly trivialized
innovations.

And number 10, as anractive as it may be politically, simply doesn't work. Indesed, it ofien makes matters
worse. You can'tmandate important changes, because they require skill, motivation, commitment, and discretionary
Jjudgment on the part of those who must change. .

S0P s W
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—Reprinted with permission from Michae!l G. Fullan and Matthew
B. Miles, “Genting Reform Right: What Works and What
. Doesn't,"Phi Delza Kappan (June 1992), pp. 745-746.
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- #2 Complex Problems

Another major reason for the failure of reform is that the solutions are not easy—or even known in many cases.
A number of years ago Anhur Wise labeled this problem the “hyperrationalization™ of reform: .

]

To ereats goals for education is 1o will that something cecur. But goals, in the absence of a theory of how :

10 achieve them, are mere wishful thinking. If there is no reason 1o believe a goal is amanable—perhaps
evidenced by the fact that it has never been atzined—then 2 rational planmng mode] may not result in goal

azinment,

The reform agenda has broadened in fundamental ways in the last five years. One need only mention the
comprehensive reform legislation adopted in virtually every state and the scores of restructuring effons in order
to realize that current change efforts are enormously complex—both in the substance of their goals and in xhc

capacity of individuals and instizutions to carry out and coordinate reforms.
Education is a complex system, and its reform is even more complex. Even if one considers cnly sc:mmgly

simple, first-onder changes, the number of components and their interrelationships are staggering: curriculum and

mszmcuon.schoolorga.mzanon.smdemsemccs ccmmumty involvement, teacherinservice training, assessrnem. .

reporting, and evaluation Dc::per. sécond-otder changes in school cnlrur:s. tca.cl'mfsmdcm r:lanonshxps and
values and expectations of the system are all the more daunting. T "
Furthermore, higher-order educational goals for all students require knowledge and.abilities that we have
never demonstrated. In many cases, we simply don't know how to proceed; solutions have yet to be developed.
This is no reason to stop trying, but we must remember that it is folly to act as if we know how 1o solve complex

problems in short order. We must have an approach 1o reform that acknowledges that we don't necessarily know:

all the answers, that is conducive to developing solutions as we go along, and that sustains our commitment and
persistence to stay with the problem until we get somewhere. In other words, we nesd a different map for solving

complex rather than szmplc problems.
~ ==Reprinted with permission from Michae] G. Fullan and Matthew

B. Miles, “Genting Reform Right: What Works and What

Doesn't,"Phi Delta Kappan (June 1952), p. 746. :




“#3 Symbols Over Substance

In the RAND-sponsored study of federal programs supporting educational change, Paul Berman and Milbrey
McLaughlin found that some school districts adopted extemal innovations for opportunistic reasons rather than
to solve a particular problem, Thesz apparent reforms brought extra resources (which were not necessarily used
for the intended purpose), symbolized that action was being taken (whether or not follow-up occurred), and
furthered the careers of the innovators (whether or not the innovation succeeded). Thus the mere appearance of
innovation is sometimes sufficient for achieving political succass. - :
Education reform is as much a political as an educational process, and it has both negative and positive
aspects. One need not question the motives of political decision makers to appreciate the negative. Political time -
lines are at variance with the time lines for education reform. This differsnce often results in vague goals,
unrealistic schedules, a preoccupation with symbols of reform (new legislation, task forces, commissions, and the
like). and shifting priorities as political pressures ebb and flow.
We acknowledge that symbols are essential for success. They serve to crystallize images and to azract and
generate political power and financial resources. Symbols can also provide personal and collective meaning and
give people faith and confidence when they are dealing with unclear goals and complex situations. They are

essential for ﬂlf\l:nl’vqs visiane semiirine smemupmae snd sammine ane smmmemad amtiae When svmbnle amd
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2

Subsiarce are congruent, they form a powerful combination.
Nonetheless, reform often fails because politics favors'symbols over subsiance. Sebszmual change i
practice requires 2 lot of hard and clever work “on the ground,” which is not the stong point of political players.
Afierseveral experiences with the dominance of symbolic change oversubstannve change,people bccome cymczl
- and ke the next change that comes along much less senous!y
Symbolxc change does not have to be without substance, however, Indeed, the best examples of effecuve
symbols are grounded in riruals, ceremonies, and other events in the daily life of an organization. While we cannot
have effective reform without symbols, we can easily have symbols without effective reform——the pudomxmm ,
experience of most educators and one that predisposes them to be skeptical about a/! reforms.

J\""_A o5

-—chnmcd with permission from Michael G. Fullan and Mmhc
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#4 Impatient and Superficial
Solutlons | .

Reforms also fail because our antempts 1o solve problems are frequently superficial. Superficial solutions,
introduced quickly in an'atmosphere of crisis, normally make marters worse. This problem is all the more serious
now that we are tackling large-scale reforms, for the consequences of failure are much more serious. ﬁi
‘Reforms in structure are especially susceptible to superficiality and unrealistic ime lines, because they czn €
be launched through political or administrative mandates, Two examples at opposite ends of the political spectrum’
provide cases in point. A recent study of the impact of statewide testing intwo states found that, while new testing
mandates caused action at the local level; they also narrowed the curriculum and created adverse conditions for

reform:

[Cloping with the pressure 10 anain satisfactory results in high-stakes tests causad educators to develop almost-

a “crisis mentality™ in their approach, in that they jumped quickly into “solutions™ to address a specific issue.

They narrowed the range of instructional swrategies from which they selected means 10 instruct their swdents;

they narrowed the contentof the material they chose to present o swdents; and they narrowed the range of course &

offerings available o smdems .o s
- Site-based ma.nagcment—opposm inmany wavszo the strategy of centralized msnng—a.lso shows problcrns -
associated with structural reforms, Daniel Levine and Eugene Eubanks, among others, have indicated how school-*.
based models often result in changes in formal decision-making su'ucmres but mcly result in a focus oni
devclopmg mstmcnonal skills or on changing the culture of schools. There are numerous other’ e:amples of new:s,
legislation and policies—career ladders. mentoring and induction policies, testing and competency requirements, &
and so on—being rushed into place with liale forethought about possible negative consequences and side eﬁecxs.

A related bane of reform is faddism. Schools, districts, and states are under. tremendous pressure 1o reform
Innovation and reform are big business, politically and economically. The temptation is great to larch on to f.hc”_'
quick fix, 10 £o along with the trend, to react uncritically to endorsed i mnovanon.s as they come and go. Local
educators experience most school reforms as fads.

- There are two underlying problems. One is that mistaken or superficial solutions are introduced: the ozh:r- .
is that, even when the solution is on the right track, hasty implementationleads to failure, Structural solutions are -
relatively easy to initiate under the right political conditions, but they are no substirute for the hard work, skill,
and commitment needed 1o blend different structural changes into a successful reform effor. In other words,
changes in structure must go hand in hand with changes in culture and in the individual and collective capacity -
10 work through new structures, Because education reform is so complex, we cannot know in advance exactly
which new structures and behavioral patterns should go together or how they should mesh. But we do know that
neglccung one or the other is a surefire mmpc for failure, '

—Reprinted with permission from Michael G. Fullanand Matthew’
B. Miles, “Getting Reform Right: What Works and What
Doesn't,"Phi Delta Kappan (June 1992), pp. 747-748. |




#5 Misunderstanding Resistance

Things hardly ever go easily during change efforts. Since change necessarily involves people, and people can
commit willed actions, it seems natural to antribute progress that s slower than we might wish to their“resistance.”
Before a recent workshop, one of us asked a group of principals to list the problems they faced in a specific change’
project More than half said “resistance™—variously known as intransigence, entrenchment, fearfulness
reluctance to buy in, complacency, unwillingness to alter behaviors, and failure to recognize the need for change.
These traits were atributed 1o teachers and other saff members, though not to the principals themselves,

Butitis usually unproductive to labe! an attitude oraction “resistance.” It diverts antention from real problems
ofimplementaton, such as diffuse objectives, lack of echnical skill, orinsufficient resources for change. Ineffect,
the label also individualizes issues of change and converts everything into a maner of “anitude.” Because such
labeling places the blame (and the r:sponmbxhty for the solution) on others, i it immobilizes people and leads to- -

“if only" thinking.

Change does involve individual arttudes and behaviors, but they need 1o be framed as narural responses 5
transition, not misunderstood as “resistance.” During transitions from a familiar 1o a new state of affairs.
individuals must normally confront the loss of the old and commit themselves to the new, unlearn old beliefs'and
behaviors and learn new ones, and move from anxiousness and uncermainty to stabilization and coherence, Anv'
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need support for such work, not displays of impatience, .
Blaming “resistance™ for the slow pace of reform also keeps us from unders:zndmg that individuals znd‘
groups faced with somct.hmg new need to assess the change for its genuine possibilities and for how it bedrs'on
their self-interest. From computers across the curriculum, to mainstreaming, o portfolio assessments, to a radical
change in the time schedule, significant changes normally require extra effort during the transitional stage.
Moreover, there's little centainty about the kinds of outcomes that may ensue for students and teachers (and less
assurance that they willbe any better than the stanus quo). These are legitimate issues that deserve careful agention.
Many reform initiatives are m-conccxved and many others are fads. The most authentic response to such '
efforts is resistance. Nevertheless, when resistance is misunderstood, we are immediately seton a sclf-defeazmg
path. Reframirig the legitimate basis of most forms of resistance will allow us to get 2 more productive start and

10 isolate the real problems of i improvement. '

—Reprinted with permission from Michae! G. Fullan and Mathew
B. Miles, “Gening Reform Right: What Works and What
Doesn't,"Phi Delra Kappan (June 1992)..p. 748.
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" #6 Attrition of Pockets
of Success

There are many examples of successful reforms in individual schools—cases in which the strong er{oﬁs& of
teachers =rincipals, and district administrators have brought about significant changes in classroom and school

- practice. we do not have much evidence about the durability of such successes, but we have reason to believe that

they may not survive if the conditions under which they developed are changed. '
Successful reforms have typically required enormous effort on the part of one or more individuals—effort

' that may not be sustainable over time. For example, suaff collaboration takes much energy time to develop, yetit

can disappear overnight when a few key people leave. What happens outside the school—such as changes in

district policies on the selection and transfer of teachers and principals—can easily undo gains that have been

made.
Localinnovators, evenwhen they are successful in the shortnm, may burn themselves outorunwittingly seal -

themszlves ofT from the surrounding environment. Thus schools can become hotbeds of innovation and reform

in the absence of extemal support, but they cannot seay innovative without the continuing support of the district
_and other agencies. Innovative schools may enjoy extzmal suppornt from a cridcally imporant sponsor (e.g.. the

district superintendent) or from 2 given agency only 1o see that support disappear when the Sponsor moves on or
the agency changes policies. Of course, the failure to institutionalize an imnovatiofi and build it'ifits the normal

structures and practices of the organization underlies the disapgcamcc of many reforms.

- Wesuspect that few things are more discouraging than working hard against long oddsoveraperiod of time
10.achieve a modicum of success—only 10 see it evaporate in'shorn order as unrelated events take their woll. It is -
notenough 10 achieve isolated pockets of success. Reform fails unless we can demonstrate that pockets of success
add up to new structures, procedur:s. and school cultures that press for continuous improvement. So far there is

litde such evidence.

—Reprinted with permission from Michael G. Fullan and Matthew
B. Miles, “Gering Reform Right: What Works and What
Doesn't,"Phi Delza Kappan (June 1992). p. 748.




#7 Misuse of Knowledge
About the Change Process

The final problem is related to a particular version of faulty maps: “knowledge " of the change process is often

cited as the authority for taking cerain actions. Statements such as “Ownership is the key to reform,™ “Lots of

insesvice training is required,” “The school is the unit of change,” “Vision and leadership are critical,” and so on
are all half-truths. Taken literally, they can be misused.

Reform is systemic, and actions based on knowledge of the change process must be systemic, t00. To succeed

* we need to link 2 number of key aspects of knowledge and maintain the connections before and during the process

of change. In the following section we oﬂ'cr seven such themes, which we believe warrant being called
propositions for success. .

... Afteryears of failed education reform educators are more and more inthe habit of saymg that* kmwledgc :
of t.he change process” is crucial. But few people really know what that means. The phrase is used superficially,
glibly, as if saying it over and over will lead to understanding and appropriate action.

We do believe that knowing about the change process is crucial. But there are as many myths as there are
truths associated with change. and it is time to deepen the way we think about change. We necd 10 assess our
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fundamentals of the change process and to use that knowledge wisely.
We also believe that serious education reform will never be achieved until there is a significant increase in

the number of people—leaders and other paricipants alike—who have come to intemnalize and habitually acton
basic knowledge of how successful change takes place. Reformers talk of the need for deeper, second-order
changesin the sguctures and cultures of schools, rather than superficial first-order changes. But no change would
be more fundamental than a dramatic expansion of the capacity of individuals and organizations to understand
and deal with change. This generic capacity is worth more than 2 hundred individual success stories of
implementing specific innovatons. As we shall see, even individual success stories don't last long without an
appreciation of how to keep changes alive. | . '
Rather than develop a new strategy for each new wave of reform, we must use basxc l:nowledge about the

do’s and don'ts of bringing about conrinuous improvement.

—Reprinted with permission from Michae! G. Fullan and Matthew
B. Miles, “Gening Reform Right What Works and What
Doesn't,"Phi Delta Koppan (June 1992), pp. 748-749, 745.
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clearer picture of what the school values. Schools can gét side-tracked toward nonproductive
programs, a focus on control; and uncoordinated decisions - particularly when those schools serve
large proportions of at-risk students. A clear vision and a common mission that identify the kind of

R =ttty S

learning to be achieved can help keep the school and the efforts of its staff and students on target.

e GOALS: School leaders should develop a clear, educationally focused vision and a well-
deﬁned mission statement, collaborating with school staff and commumty members to agree on the
ype of learmng, behefs and goals that are important. %& G : SO
gé’lt 18 deeply embedded 1 n Values hopes and dreams A
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& school determme how people spend thelr time, what problems they solve and
how resources are distributed. Moreover, a clear understanding of the school's vision and mission
statement may lead to greater parent and community support. Thus, having a clearly defined and
communicated vision supports active improvement and accomplishment.

Study the importance of vision and planning in the success of organizations.

Contact organizations that help schools develop a vision through staff development

conferences, and workshops.

Learn about the components of a vision by observing leaders as they develop vision and

. mission statements with staff.

o Review examples of mission statements from othier schools to ﬁnd out how they commumoate
the school's ideas, values, and dreams, and how they target student learning. Then, work
together to write a mission statement or statement of beliefs that can be displayed prommantly
in every classroom.

o Listen to leaders talk about their vision - e.g., through v1deotapes on orgamzatlonal leadership.

o Observe how another organization's team responds to a shared vision - e.g., what the team sets

http://www .ncrel.org/sdrs/areas/issues/educatrs/leadrshp/le100.htm ‘ 1/17/2000




