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ABS"T

This  paper  is  a study-  of  educational  change  as I obse

it  during  my experienae  as an advisor  in  a public  school  in

kit  Harlem.  I had  been  hired  by creative  'reaching  Workshop

as an advisor  in  its  Advisory  Service  program.  Schools  wh.;tch

were  inmlved  in  the  program  received  two  full  days  per  week

of  advisory  -time.

The setting  is  a brand  new school  architecturally  designed

as an open  space  school  auid educatiomlly  planned  to  becmie  an

open eduaation  schools  The princi%l  and staff  were geared  to

ex;peat  and to  effect  dmnges  de  in  educatiaml  philosophy,

change  in  teaching  styles,  ce  in  relationships  amorq  staff,

and  change  in  relationahips  between  staff  and  administrators.  My

role  was to  support  the  ers  of  the  school  in  effecting  these

ahanges*

In  this  paper  I discuss  my vokk  as an advisor  as it  relates

to this  particular  sol's  aes.  I discuss  my work wi$  the
administratars  and  teaah*rs,  and  analyze  the  changes  which  did

or  did  not  oacur.  I examine  how this  type  of  interwntion  strat-

egy relates  to this work  acao41iahed  during  my six  mnth  stay

at  the  sohool*  And,  I reviev  the  11terature  in  the  field  of

eduoational  imxomtion  ana  ckumqe  so as to  'ground'  the  work

desariJbed  in  t's  paper  in  a historical  perspectiwa  suxl theoretical

framework
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INTRODUCTION

This  paper  is  a  study  of  educational  change  as  I  ob-

served  it  during  my  experience  as  an  advisor  in  a public

school  in  East  Harlem.  The  setting  is  a  brand  new  school

(opened  in  September  1975)  architecturally  constructed  as an

open  space  school  and  educationally  planned  to  become  an

open  education  school.  The  principal  and  the  selected  staff

were  all  geared  to  expect  and  to  effect  change:  change  in

educational  philosophy,  change  in  teaching  styles;  change  in

relationships  among  staff,  and  change  in  relationships  be-

tween  staff  and  administrators.  Throughout  this  paper  I

shall  preserve  the  anonymity  of  the  school  and  the  people

involved,  and  therefore  not  mention  the  name  or  number  of

the  school  or  the  names  of  the  various  people  with  whom  I

worked.

My  particular  perspective  on  the  change  which  occurred

during  the  first  year  of  this  school's  existence  grows  out

of  my  role  as  an  advisor.  I  had  been  hired  by  the  Creative

Teaching  Workshop  (CTW),  a  teacher  resource  and  educational

research  center,  as  an  advisor  in  its  Advisory  Service  pro-

gram.  This  program  offered  services  to schools  on a volun-

tary  basis.  Schools  which  were  involved  received  two full

days  per  week  of  advisory  time.  In  addition  to  conducting

this  program,  CTW was  also  working  with  principals  from  New
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York  City  public  schools  in  the  Principal  Leadership  Study

(PLS) a  study  designed  to  examine  the  role  of  the  princi-

pal  as  educational  leader  and  promoter  of  growth  and  change

within  his/her  school.  The principal  of  the  school  in  which

I  was  advisor  was  also  involved  in  the  PLS.  It  was  CTW's

hope  that  the  Advisory  Service  and  the  Principal  Leadership

Study  would  dovetail,  and  thus  the  effects  from  the  work

done  in  each  would  be  maximized.

In  this  paper  I  shall  discuss  my work  as  an  advisor  as

it  relates  to  this  school's  changes;  I  shall  analyze  the

changes  which  did  or  did  not  occur;  and  I  shall  examine  how

this  type  of  intervention  strategy  (that  of  an  advisor's

coming  into  a  school  to  support  growth  and  change)  relates

to  the  work  accomplished  in  this  particular  school.

Before  discussing  this  process,  however,  I  shall  review

the  literature  in  the  field  of  educational  innovation  and

change.
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OVERVIEW  OF  LITERATURE*

The  following  section  is  not  intended  as  a  full  review

of  the  body  of  literature  in  the  field  of  educational  inno-

vation  and  change.  Rather,  it  is  intended  to  place  the  work

described  in  this  paper  in  an  historical  perspective  and  a

theoretical  framework.

Historical  Perspective  of  Educational  Innovation

It  is  not  possible  to  spend  any  period  visiting

public  school  classrooms  without  being  appalled  by

the  mutilation  visible  everywhere:  mutilation  of

spontaneity  of  joy  in  learning,  mutilation  of  pleas-

ure  in  creating,  mutilation  in  sense  of  self.

And  it  need  not  be  --  public  schools  can  be  organ-

ized  to  facilitate  joy  in  learning  and  esthetic

expression  and  to  develop  character  in  the  rural

and  urban  slums  no  less  than  in  the  prosperous

suburbs.l

Silberman's  statement,  written  in  1970,  is  a  sharp  at  -

tack  on  the  state  of  affairs  of  the  public  schools  and  a

clear  call  for  educational  change.  In  no  way  did,  or  does,

Silberman  stand  alone  in  his  analysis  and  feelings  of  the

situation.  Public  schools  have  long  been  in  the  limelight.

It  seems,  however,  that  as  the  gap  increases  "between  what

we  know  about  good  educational  theory  and  practice  and  what

*All  of  the  authors  and  works  cited  in  this  section  are

fully  noted  in  my  bibliography.  In  cases  in  which  I have

listed  authors  of  articles  appearing  in  books,  the  title  of

the  book  in  which  they  appear  is  indicated  at  the  bottom  of

the  page.
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is  happening  in  our  schools,"2  interest  by  people  both  in-

side  and  outside  the  school  system  ever  increases.  In  a

Bank  Street  College  Report  on  School  Intervention,  Richard

H.  Feldman  states,  "In  the  literature  one  can  find  evidence

that  teachers,  parents,  students,  school  boards,  school  ad  -

ministrators,  community  agencies,  university  faculties  and

leadership  staff,  the  federal  government,  and  foundation  rep-

resentatives  are  all  acknowledging  and  supporting  in  various

ways  change  efforts  on  the  part  of  the  schools.  "3

And,  over  the  past  twenty  years  American  education  has

undergone  numerous  changes.  Henry  M.  Brickell  states,  "The

rate  of  instructional  innovation  in  New  York  State  public

elementary  and  secondary  schools  more  than  doubled  within

fifteen  months  after  the  firing  of  the  Soviet  Sputnik  I  on

OCtOber  4,  1957.  Changes  swept  not  only  foreign  languages,

mathematics  and  science

their  rate  of  change

as  well  as  academic.  "4

which  led  the  field  by  tripling

but  all  other  subjects,  non-academic

The  years  1955-66  particularly  abounded  with  attempts

at  educational  innovation.  Richard  I.  Miller  summarizes  the

attempts  during  that  decade,  noting  such  efforts  as:  "Su-

preme  Court  rulings  on  desegregation;  programs  for  the  gift-

ed as  well  as  programs  for  the  culturally  deprived;  unprece-

dented  Federal  Aid  Bill  in  1965;  substantial  assistance  to

vocational  education;  considerably  liberalized  provisions
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under  the  National  Defense  Education  Act  (NDEA),  and  new

programs  such  as  Operation  Headstart;  team  teaching,  non-

gradedness;  teaching  about  communism;  foreign  languages  in

the  elementary  schools;  major  curriculum  studies  in  physics,

mathematics,  the  biological  sciences,  and  other  subjects;

educational  television;  and  programmed  learning  and  teaching

machines.  "  5

While  the  above  list  in  no  way  itemizes  or  details  all

of  the  attempts  at  educational  innovation,  it  does  give  the

reader  some  insight  into  the  extent  of  efforts  made.  It  is

apparent  that  a  tremendous  amount  of  time,  work  and  money

have  gone  into  trying  to  change  the  schools  in  order  to  im-

prove  the  quality  of  education  for  children.

Now  it  is  obvious  that  so  many  of  the  changes  were

simply  cosmetic.  As  Dale  Mann  stated  in  1976,  "The  problem

is  more  profound  than  simply  the  unrealistic  impatience  of

the  60's.  Programs  were  planned,  curriculum  was  developed,

teaching-learning  units  were  packaged,  teachers  were  trained,

and  the  results  were  frustrating,  uneven,  unexpected  and

IT 6temporary.  Supporting  this  statement  Richard  H.  Feldrnan

adds,  "Each  of  the  programs,  particularly  as  it  sought  re-

funding,  could  provide  an  extensive  catalogue  of  its  suc-

cesses,  and  yet  each  today  represents  another  entry  in  the

catalogue  of  failures  to  produce  educational  reform  and  im-

provement  of  massive  proportions,  commensurate  with  the  scale
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of  the  stated  intent  of  their  programs.  "7 Various  strate-

gies  for  educational  intervention  are  identified  as  support-

ing  or,  conversely,  as undermining  the  process  of  education-

al  change.

Strategies  to  Implement  Change

According  to  Miles,  and  Berman  and  McLaughlin,  the  in-

stallation  of  an  innovation  in  a  system  is  not  a  mechanical

process,  but  a  developmental  one,  in  which  both  the  innova-

tion  and  the  receiving  system  are  altered.*  Often,  however,

much  more  attention  is  given  to  constructing  the  innovation

than  to  planning  and  carrying  out  the  strategy  for  winning

its  adoption.  Yet,  as  Miles  points  out,  "it  seems  clear

that  for  almost  all  innovations  the  process  of  implementa-

tion  itself  needs  careful  study,  planning  and  experimental

work."8 For  example,  Lassar  G.  Gotkin  and  Leo  S.  Goldstein

found  that  effective  use  of  prograrmned  learning  materials

requires  as  much  energy  in  working  out  changes  in  teacher

role,  administrative  support  and  classroom  organization  as

9
in  creating  the  hardware. The  understanding  of  change  ef-

forts  and  the  planning  of  action  steps  thus  becomes  very

important  to  the  success  of  the  innovation.  This  plan  is

*See  Miles,  Innovation  in  Education,  and  Berman  and  McLaughlin,

"Implementation  of  Educational  Innovation."
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referred  to  as  the  strategy.

In  a  Rand  Corporation  study  of  funded  ti.s.  Office  of

Education  change  agent  programs,  Berman  and  McLaughlin  state,

"In  particular,  the  strategies  that  significantly  promoted

teacher  change  included  staff  training,  frequent  and  regular

meetings  and  local  material  development.  The  absence  of  any

one  of  the  above  elements  was  likely  to  reduce  the  perceived

success  and  the  amount  of  teacher  change  on projects.  The

lack  of  teacher  participation  in  day-to-day  implementation

decisions  also  reduced  perceived  success.  "

Fox  and  Lippitt  conducted  a  study  in  1959  on  "The  inno-

vation  of  classroom  mental  health  practices.  "  It  is  their

contention  that  teachers'  participation  in  intensive  work-

shops,  periodic  meetings  of  teachers  (which  provided  support

and  sharing  of  ideas)  and  experience  with  consultants  re-

sulted  in  the  highest  level  of  involvement  and  produced  a

high  rate  of  innovation  in  classrooms.  In  addition,  they

found  "the  collaborative  effort  of  school  administrators,

teachers,  and  outside  resource  people  (as  represented  by  the

teacher-principal-consultant  change-agent  team)  provides  a

more  vigorous  and  productive  leadership  arrangement  than

does  reliance  on  any  one  of  these  roles  alone.  Innovative

efforts  by  the  classroom  teacher,  with  informed  and  sympa-

thetic  support  from  school  administration  and  professional
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colleagues  are  much  more  likely  to  succeed  than  attempts

,,11
without  such  support.  Likewise,  Brickell,  Mackenzie,

Griffiths,  and  Atwood*  support  the  premise  of  the  importance

of  support  from  the  administrators.

ment  that  successful  innovation  is  likely  to  require  work

Thus,  there  is  agree-

with  the  entire  organization  rather  than  solely  with  indi-

vidual  teachers.

Additional  support  for  this  idea  is  provided  by  Niemeyer

who  states,  "Institutional  change  (i.e.,  change  effected  by

a  process  which,  itself,  becomes  embedded  in  the  school  sys-

tem)  cannot  be  accomplished  at  the  interface  between  teach-

ers  and  students  (the  classroom)  and  the  school  unless  the

social  system  of  the  total  organization  of  schools  is  brought

,,12
to  function  in  support  of  this  change.  To  accomplish

this  systematic  change  Niemayer  proposes  a  strategy  which

takes  into  consideration  three  domains:  the  individual,  the

organization,  and  the  materials  and  resources.  The  change

agent  is,  therefore,  interested  in  creating  changes  in:  the

competencies  of  the  individual,  the  structures  of  the  organ-

ization,  and  the  allocation  of  materials  and  resources.

Since  Bank  Street's  orientation  is  that  of  a  teacher  train-

ing  institution,  the  aim  of  their  intervention  is  seen  as

bringing  about  positive  changes  which  will  facilitate  the

*See  Miles,  Innovation  in  Education.
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teaching-learning  process  at  the  teacher-child  level  as well

as  at  the  school-teacher  level.  "Ultimately,  the  quality

of  what  happens  in  and  for  the  lives  of  children  rests  on

the  competencies  of  the  individuals  who  interact  with  chil-

dren  and  those  who  interact  with  the  adults  who  work  with

children.  "13

Matthew  B.  Miles'  concept  is  that  a  strategy  is  aimed

at  getting  an  innovation  implemented  and  embedded  in  a

"target"  system.  The  strategy  may  be  initiated  by  the  tar-

get  system  itself  or  by  other  systems.  The  strategy  devel-

oped  by  either  of  these  systems  may  involve  the  use  of  ex-

isting  structures  or  the  creation  of  new  structures.  Thus

Miles  envisions  four  ways  in  which  a  strategy  may  be  initi-

ated.  Miles  then  borrows  from  Rogers  (1962)  his  construct

of  the  stages  of  the  diffusion  process,  as  the  sequence

through  which  the  innovation  moves  before  its  adoption  into

the  target  system.  The  stages  according  to  Rogers  are:

awareness,  in  which  people  recognize  the  need  for  innovation;

interest,  in  which  people  explore  its  potentialities;  evalu-

ation,  in  which  people  determine  its  applicability  to  their

own  situation;  pilot  trial,  in  which  people  try  the  innova-

tion.  If  people  find  the  innovation  produces  positive  re  -

sults,  adoption  of  the  innovation  will  probably  occur.  Fi-

nally,  there  is  a  process  of  diffusion  by  which  the  innova-
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tion  spreads  to  others  --  individual(s)  or  system(s)

Miles  adapts  -this  construct  to  his  own  work  and  sees

the  stages  as:  design,  awareness-interest,  evaluation,

trial. These  four  stages,  prior  to  the  adoption  of  the  in-

novation  and  the  four  types  of  initiation,  generate  a  six-

teen  cell  grid,  which  Miles  refers  to  as  "A  typology  of

change  strategies.  "14

Change  as  a  Process

In  looking  at  these  various  attempts  to  change  schools,

it  becomes  important  to  examine  why  the  innovations  have

not  taken  hold  and,  to  do  so,  change  agents  must  shift  the

focus  from  the  content  of  the  desired  change  to  the  

of  change.  Numerous  people  have  pointed,  however,  to  educa-

tors'  inadequate  knowledge  of  the  process  of  educational

change  as  one  of  the  many  factors  inhibiting  change  (Havelock,

Miles,  Miller*)  In  1970,  at  the  Michigan  Conference  on

Educational  Change  Agent  Training,  the  participants  compiled

statements  about  the  change  process  grouped  according  to

the  major  designs  that  Havelock  categorized  in  his  1969  re-

view  of  the  literature.  These  are:  Change  as  a Problem-

Solving  Process;  Change  as  a  Research-Development-and-

*See  Havelock,  Training  for  Change  Agents,  Miles,  Innovation

in  Education,  and  Miller,  Perspectives  on Educational  Change.
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Diffusion  Process;  Change  as  a  Process  of  Social  Interaction;

and  Change  as  a  Linkage  Process.

Change  as  a  Problem  Solving  Process

A  few  of  the  major  advocates  of  this  approach  to  change

are  Lippitt,  Watson  and  Westley  (1958),  Goodwin,  Watson

(1967),  Charles  Jung  (1967)  and  Herbert  Thelen  (1967).  Many

of  the  advocates  of  this  orientation  are  social  psycholo-

gists  in  the  group  dynamics  - human  relations  tradition.  The

primary  assumption  of  this  orientation  is  that  innovation  is

a part  of  a problem-solving  process  which  goes  on  inside  the

user.  The  focus  of  this  approach  is  "The  user,  himself,  his

needs  and  what  he  does  about  satisfying  his  needs.  "  The

role  of  the  outside  change  agent  is,  therefore,  consultative,

providing  either  new  ideas  and  information  specific  to  the

user  or  guidance  on  the  problem-solving  process.l5

The  following  propositions  are  derived  from  this

orientation:

1.  The  user's  need  is  the  paramount  consideration

in  any  planned  change  activity.

2.  Users'  needs  cannot  be  served  effectively  until

an effort  has  been  made  to  translate  and  define  those

needs  into  a  diagnosis  which  represents  a  coherent

set  of  problems  to  be  worked  on.

3.  User-initiated  [or  at  least  user-involvementl

change  is  likely  to  be  stronger  and  more  long-

lasting  than  change  initiated  by  outsiders.
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4.  The  user  system  should  have  an  adequate  inter-

nalized  problem-solving  strategy,  i.e.,  an  orderly

set  of  processes  for  need  sensing  and  expression,

diagnosis,  resource  retrieval  and  evaluation.

5.  Change  agents  work  more  effectively  if  they

employ  a  non-directive  strategy.  [Much  debate

over  this  item,  which  suggests  that  the  "when,

where  and  how"  of  the  non-directive  approach

needs  to  be  spelled  out  clearly  before  it  can  be

accepted  as  a  general  principle  of  change  agentry.]

6.  Change  agents  are  primarily  helpful  as  process

consultants  and  trainers,  helping  users  understand

the  human  relations  of  decision-making  and  chang-

ing.  [Many  participants  in  the  debate  over  this

item  have  felt  the  need  for  the  change  agent  to  be

an  activist  partisan  in  many  situations.]l6

Change  as  a  Research-Development-and-Diffusion  Process

The  most  systematic  conceptualization  of  the  change

process  related  to  education  is  that  first  developed  by

Brickell  (1961)  and  later  by  Clark  and  Guba  (1965)  under

the  heading  "Research,  Development,  and  Diffusion.  "*  This

orientation  assumes  there  is  a  rational  sequence  of  activi  -

ties  in  innovation  which  includes  research,  development,  and

packaging  before  dissemination.  RD&D  concentrates  on  the

nature  of  the  innovation  and  the  work  necessary  to  develop

and  diffuse  it.  Since  some  aspects  of  the  change  process

are  determined  by  the  nature  of  the  innovation  this  type  of

focus  is  important.

*See  Havelock,  Training  for  Change  Agents.
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The  following  propositions  are  derived  from  this  ori-

entation  :

1.  Successful  innovation  usually  requires  formal

planning,  short-term  and  long-term.

2.  Innovation  is  made  more  effective  if  there  is

a  rational  division  of  labor  to  carry  out  the  neces-

sary  functions  of  diagnosis,  information  retrieval,

research,  development  and  application.

3.  Effective  utilization  of  complex  innovations

must  be  preceded  by  coherently  coordinated  research,

development,  and  evaluation.

4.  Innovation  is  more  effective  when  innovators

start  out  by  stating  their  objectives  or  desired

outcomes  in  behavioral  terms.

5.  Innovation  is  more  effective  when  evaluating,

preferably  in  formal  quantitative  terms,  is  em-

ployed  at  each  step  of  development,  diffusion,  and

installation.

6.  Innovation  is  more  effective  when  it  is  guided

by  an  analysis  of  the  cost-to-benefit  ratio  of

specific  alternatives.l"

Change  as  a  Process  of  Social  Interaction

This  orientation  focuses  on  the  patterns  by  which  inno-

vations  diffuse  through  a  social  system  and  the  network

through  which  information  spreads.  The  major  advocates  of

this  approach  have  been  Mort  (1964),  Ross  (1958),  and

Carlson  (1965)  *  The  following  propositions  are  derived

from  this  orientation:

*See  Havelock,  Training  for  Change  Agents.
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1.  Effective  dissemination  and  utilization  are

facilitated  by  informed  opinion  leaders,  particu-

larly  when  these  opinion  leaders  are  innovative

in  orientation  and  have  considerable  influence

over  a  large  number  of  colleagues.

2.  The  adoption  of  new  ideas  and  practices  is

strongly  influenced  by  the  perceived  norms  of  the

user's  professional  reference  group.  If  the  new

behavior  is  seen  as  desirable  or  representative

of  the  best  practice  "in  my  profession"  it  is  more

likely  to  be  adopted.

3.  Informal  person-to-person  contact  is  an  impor-

tant  factor  in  effective  dissemination,  particu-

larly  when  the  user  is  at  the  trial  stage.

4.  Individual  adoption  behavior  follows  a  sequence

which  includes  the  steps  of  "initial  awareness,"

"interest,  "  "evaluation,  "  "trial,  "  and  "adoption.  "

5.  Users  who  have  proximity  to  resources  are  more

likely  to  use  them.

6.  To  achieve  utilization,  a  variety  of  messages

must  be  generated  pertaining  to  the  same  innovation

and  directed  at  the  potential  user  in  a  purposeful

sequence  on  a  number  of  different  channels  in  a

number  of  different  formats.  The  resource  system

must  act  synergistically,  bringing  together  a vari-

ety  of  messages  and  focusing  them  in  combination,

uinserseYu8ence, and in repetition upon the potential

Change  as  a  Linkage  Process

Each  of  the  above  theoretical  frameworks  for  observing

and  effecting  the  process  of  change  grows  out  of  a  specific

focus  and  viewpoint.  Havelock  contends  that  it  is  important

to  combine  these  three  into  a  single  framework  which  utilizes

the  strengths  of  each  to  its  fullest.  Havelock  refers  to
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this  concept  as  "linkage.  "  The  Linkage  model  attempts  to

emphasize  factors  that  are  important  to  the  research  ap-

proach,  the  communication  network  approach  and  the  user  ap-

proach.

The  propositions  derived  from  this  orientation  are:

1.  To be  truly  helpful  and  useful,  the  resource

persons  must  be  able  to  stimulate  the  user's

problem-solving  processes.

2.  To  derive  help  from  resource  persons  and  re-

source  systems  the  user  must  be  able  to  simulate

resource  system  processes,  e.g.,  to  appreciate

research  knowledge,  the  user  must  understand  how

research  knowledge  is  generated  and  validated.

3.  Effective  utilization  requires  reciprocal

feedback,

4.  Resource  systems  need  to  adapt  reciprocal  and

collaborative  relationships  not  only  with  a  variety

of  potential  users  but  also  with  a  large  diverse

group  of  other  resource  systems.

5.  Users  need  to  develop  reciprocal  and  collabor-

ative  relations  with  a  variety  of  resource  systems

(cosmopoliteness  ) .

6.  A willingness  to  listen  to  new  ideas  (openness)

is  an  important  prerequisite  to  change.  This  ap-

plies  both  to  resource  persons  and  users.l9

The  Role  of  the  Change  Agent

Daniel  E.  Griffiths  states  that  it  is  a  strategy  of

administrators  to  employ  the  help  of  outside  agents.  He

claims  that  "practical  administrators"  know  that  the  major

thrust  for  change  in  organizations  is  from  the  outside.
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"The  use  of  consultants,  evaluation  teams,  citizens'  commit-

tees  and  professional  organizations  to  bring  about  change

to  an  organization  suggests  a  clear  recognition  on  the  part

of  administrators  that  an  organization  is  more  apt  to  change

in  response  to  an  external  force  than  to  an  internal  force.
20

It  is  the  role  of  the  change  agent  (consultant,  advisor,

enabler,  intervener,  teacher  trainer,  supervisor)  to  support,

encourage,  and/or  create  a change  in  a situation.  Miles  says

that  change  "implies  that,  between  time  1  and  time  2,  some

noticeable  alteration  has  taken  place  in  something.  "21  For

the  purpose  of  this  paper  change  is  related  to  alterations

in  competencies,  values,  attitudes,  goals,  structures,  or

processes  of  the  school  and  its  members.

Feldrnan  makes  a  distinction  between  the  role  of  the

intervener  and  the  consultant.  The  intervener  is  seen  as

being  more  deeply  involved  in  the  actual  implementation  of

the  program  and  is  held  more  responsible  and  accountable  for

the  results  than  the  consultant.  However,  similarities  do

exist  between  these  roles.  Both  consultant  and  intervener

enter  a  situation  to  serve  the  needs  and  wishes  of  the  school

with  "a  deep  commitment  as  to  how  a  situation  should  be  han-

died,  and  to  help  the  individual  or  system  learn  a  different

way  to  achieve  the  desired  outcomes  of  a  good  education  for

children.  "22  The  consultant  offers  advice  and  makes  recom-
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mendations,  but  is  aware  that  the  system  may  accept  or  re-

ject  them  and  leaves  hoping  that  "the  system  will  adopt

some of  [his/her]  recommendations,  and that  [he/shel  will

have  affected  some  of  the  individuals  during  the  course  of

the  consultations.  "23 Using  the  above  framework,  I  would

classify  my work  as  advisor  in  one  school  for  a  period  of

six  months  as  that  of  the  consultant.

Gordon  Klopf  speaks  of  the  role  of  the  consultant  as

one  that  can  be performed  by  an  administrator,  supervisor,

trainer,  or  counselor.  "This  term  means  a whole  range  of

activities  which  are  used  to  enable  a  person  called  the  con-

sultant  to  assist  another  individual  or  small  group  of  indi-

viduals  to  become  more  compentent  in  a  particular  situation."24

He  sees  the  consultant  as  being  able  to  utilize  the  pro-

cesses  of  dialogue,  encounter,  confrontation  and  counseling

as he/she  deems  necessary  and  relevant  to  the  needs  of  the

individual  and  situation.  The  goals  of  the  consultant  are

to  help  the  individual(s)  recognize  their  strengths  and

weaknesses  in  the  particular  situation  and  to  "help  them

help  themselves  as  they  relate  to  a  task  or  a  set  of  func-

tions.  "25

Andr6  Morin  classifies  five  traits  important  to  the

person  in  the  role  of  change  agent.  These  are  that  the  change

agent:  (1)  must  enjoy  high  professional  esteem;  (2)  must  be
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able  to  stimulate  and  inspire  others;  (3)  must  be  open  to

changing  points  of  view  and  aware  of  their  implications;  (4)

must  be  capable  of  working  with  others;  and  (5)  must  have

leadership  qualities  and  be  influential,26

Il.w.  Hughes  and  C.:'!.  Achilles  discuss  the  role  of  the

supervisor  as  that  of  a chano,e  agent:  a person  who can  im  -

prove  the  quality  of  instruction  through  new and  better

methodology  and  techniques.  They  classify  change  as  "pro-

cess"  rather  than  a,"thing,"  and  they  point  to the  work  of

Everett  M.  Rogers,  Egon  Guba,  and David  Clark  in  this  area.

In  each  of  these  cases,  change  is  seen  as a process  of  dis-

crete  stages.  The  implication  of  this  work  is  that  the  per-

son  in  the  role  of  change  agent  can facilitate  the  process

of  educational  innovation  and change.  This  is  done  by as-

sessing  the  situation,  deciding  at  which  stage  to enter  and

however,  have  the  respon-

at  which  point  to  encourage  movement  to  the  following  stages

in  the  change  process.  This  person  need  not  design  or  cre  -

ate  the  innovation.  He/she  does,

sibility  either  to  initiate  movement  along  the  stages  of

the  process  or  to  enable  the  process  to  grow  and  develop  so

that  change  does  come  about.27

Louise  F'.  Waynant  of  the  University  of  Maryland  speaks

of  the  importance  of  effective  in-service  education.  She

presents  the  following  guidelines  for  planning  in-service

work,  which  has  direct  implications  for  the  role  of  the
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change  agent:  (1)  identify  teachers'  strengths,  interests

and  concerns  through  observation  and  discussions;  (2)  util-

ize  teachers'  strengths,  interests  and  concerns  in  planning

and  conducting  the  in-service  program;  (3)  provide  a  feed  -

back  system  whereby  teachers  can  inform  the  consultants  if

information  is  useful,  relevant,  and  clear  enough  for  im  -

plementation;  and  (4)  guarantee  consulting  results  in  per-

28
formance  terms.

The  Educational  Development  Center  (EDC),  of  Newton,

Massachusetts,  deals  directly  with  the  role  of  the  advisor.

Their  objectives  are:  (1)  "To  help  schools  create  classroom

environments  responsive  to  the  individual  needs  of  children

as  well  as  to  the  talents  and  styles  of  the  teachers;"  and

(2)  "To  develop  the  advisory  concept  ways  of  facilitating

29
growth  and  change  in  schools.  "  To  do  this,  advisors  work

upon  the  request  of  administrators  and  teachers.  Advisors

respond  to  the  needs  and  desires  of  the  school  and  the  situ-

ation,  by  assisting  schools  in  assessing  their  own  strengths

and  weaknesses,  and  by  facilitating  movement  to  the  next

steps.  This  work  is  done  by  focusing  on  the  needs  of  the

individual(s),  within  the  context  of  a  trusting  relationship.

The  advisor's  responsibility  is  to  recognize  and  build  upon

the  individual(s)  strengths,  and  to  encourage  movement  along

the  change  process.



20

tillian  Weber  of  The  Open  Education  Advisory  also

speaks  about  the  role  of  the  advisor.  The  focus  of  the

Advisory's  work  is  mainly  on  the  advisor's  work  with  teach  -

ers,  para-professionals,  and  parents.  Weber  sees  the  ad-

visory  role  as  including:  building  on  the  strengths  of  the

adults;  conducting  workshops  using  materials;  acting  as  a

sounding  board;  supporting  and  encouraging;  and  modeling

behavior.  It  is  her  contention  that  "on-site  assistance  to

teachers  in  solving  problems  of  classroom  re-organization

and  in  adjusting  to  the  demands  of  individualized  instruc-

tion"  is  crucial  to  implementing  change.3o

Project  Outcomes  Depend  on  the  Quality  of  the  Settinqs

Another  series  of  factors  alluded  to  both  directly  and

indirectly  in  many  of  these  formulations  on  the  nature  of

school  intervention  is  that  the  fate  of  innovation  depends

heavily  on  pre-existing  conditions  in  the  target  system.

These  conditions  may  either  facilitate  or  hinder  the  imple-

mentation  and  adoption  of  change.

Berman  and  McLaughlin  find  in  their  study  that  "project

outcomes  depended  more  on  the  characteristics  of  the  pro-

31
ject's  setting  than  on  any  other  factor.  "  They  delineate

these  factors  as:  (1)  local  organizational  climate;  (2)

motivation  of  participants;  (3)  teacher  morale;  (4)  degree
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of  principal  support;  (5)  degree  of  superintendent  and  dis-

trict  support;  and  (6)  teacher  willingness  to  expend  extra

effort.  It  is  their  contention  that  since  change  means

alteration,  the  school  organization  itself  must  be  receptive

to  alterations.  Receptivity  is  a  necessary  pre-condition

for  successful  implementation.
32

The  findings  of  several  studies  in  the  literature

(Bennis  '66,  Beckhard  '74,  Beisser  and  Green,  172,  Glaser

and  Taylor  '73)  suggest  that  when  an  organization  becomes

involved  in  critical  self  evaluation,  its  own  staff  tends

to  seek  new  ways  of  improving  performance  and,  in  so  doing,

creates  a  climate  which  makes  for  openness  or  readiness  to

consider  innovations.  Edward  M.  Glaser  adds  to  these  find-

ings  that  this  is  likely  to  hold  true  when:  (l)  the  climate

for  self  evaluation  is  hospitable,  encouraging,  and  reward-

ing;  (2)  there  is  relative  freedom  from  serious  internal

power  struggles  or  animosities;  (3)  the  proper  authority

figures  in  the  situation  are  cornrnitted,  follow-through,  and

give  positive  reinforcement  to  the  innovation.
33

Matthew  B.  Miles  (1964)  makes  a  distinction  between

substantive  and  adoptive  failure.  Substantive  failure  is

described  as  the  inability  of  the  innovation  to  achieve  the

desired  results.  However,  Miles  quickly  adds  that  since

evaluations  are  conducted  so  infrequently  this  type  of  fail  -
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ure  often  goes  unnoticed.  Adoptive  failure  is  described

as  the  phenomenon  which  occurs  when  the  target  system  either

rejects  or  discontinues  the  innovation,  or  more  subtly,  when

it  does  not  take  full  responsibility  for  facilitating  the

innovation.  When  this  occurs,  the  innovation  is  unlikely

to  survive,  regardless  of  its  value.34
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SUMMARY  OF  THRF,ADS  IN  THE  OVERVIEW  OF  IJTERATURE

The  foregoing  research  studies  of  educational  change

have  many  common  threads  and  elements.

1. The  change  process  has  stages.

Individual  or  system:

readiness  and  anxiety

dissatisfaction  with  present

awareness  and  interest

exploration  of  new  ideas

settings  goals  (short  and  long  term)

experimentation

adoption  and  application

evaluation

diffusion

2. Certain  elements  are  essential  to  facilitating  change

in  adults,

Individual  skills,  styles  and  attitudes  must

be  recognized.

Individual  strengths  must  be  recognized  and

worked  from.

An  individual  needs  to  experiment  with  new

behavior.

An  individual  needs  to  feel  committed  to  change.

I
An  individual  needs  to  feel  supported.
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An  individual  needs  to  feel  information  and

ideas  are  relevant  to  his/her  situation.

An  individual  needs  to  internalize  change.

3.  The  role  of  the  change  agent  has  a  number  of  important

aspects.

The  change  agent  is  a  facilitator  and  enabler.

The  change  agent  is  supportive.

The  change  agent  responds  to  the  needs  of  the

user  (client) change  is  not  imposed.

The  change  agent  furthers  mutual  trust  and

respect.

The  change  agent  encourages  peer  support.

The  change  agent  is  sensitive  to  individual

differences.

The  change  agent  provides  feedback.

The  change  agent  is  open  to  new  ideas.

The  change  agent  is  concerned  with  the  process

of  human  growth.

4.  There  are  general  guidelines  for  working  towards

educational  change.

Change  agent's  :

awareness  of  complexity  of  school  as  a  social

system

recognition  of  the  uniqueness  of  each  school

situation
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support  by  the  Board  of  Education

support  by  the  district  superintendent

support  by  the  school  principal

support  by  the  teachers

support  by  the  parents  and  community  organiza  -

tions  (in  some  instances)

obtainment  of  cormnitment  from  all  essential

components  which  is  based  on  a  realistic

understanding  of  innovation

obtainment  of  involvement  of  participants  in

process

awareness  of  receptivity  and  "readiness"  of

system

provision  of  help  to  participants  in  learning

the  new  competencies

encouragement,  support  and  reward  of  partici-

pants'  progress

willingness  to  take  risks
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CREATIVE  TEACHING  WORKSHOP:

ADVISOR'S  HOME  BASE

Since  its  beginning  in  1968,  the  purpose  of  CTW has

been  to  work  as  an  outside  agency  with  the  NYC  public  school

system.  CTW  supports  changes  which  will  improve  the  quality

of  education  in  schools.  Over  the  years  the  name  has  been

changed  to  Experiential  Systems  Inc.,  and  the  focus  has

changed  from  working  primarily  with  teachers  in  the  area  of

curriculum  development  to  working  now  primarily  with  school

and  district  administrators  on  their  roles  as  educational

leaders.

Knowledge  of  the  history  of  CTW  is  important  to  an  un-

derstanding  of  the  Advisory  Service  in  which  I  was  involved.

The  philosophy  of  the  organization  has  always  been  that  one

learns  through  direct,  first-hand  experience.  CTW  refers  to

this  as  "hands-on-materials"  and  "experiential"  learning.

From  1968-72  CTW worked  with  individual  teachers  from

various  schools  at  CTW's  resource  center.  People  experi-

mented  with  materials  and  explored  ideas  to  develop  curricu-

lurn  for  use  in  their  classrooms.  Individual  teachers  found

the  work  they  did  at  the  resource  center  rewarding  to  them,

both  personally  and  professionally.  However,  they  were

unable  to  transfer  much  of  this  learning  into  practical  ap-

plication  in  their  "home"  situations their  own  classrooms.
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They  felt  isolated  from  other  teachers  in  the  school  as well

as  from  the  administrative  staff.  They  said  they  did  not

have  the  support  they  needed  to  experiment  with  the  new

curriculum  ideas  and  ways  of  approaching  teaching.  So  the

next  step  in  the  development  of  CTW  in  1972  was  the  forma-

tion  of  the  Advisory  Service.

The  Advisory  Service  was  concentrated  in  three  NYC pub-

lic  elementary  schools.  C'l'W  staff  worked  with  interested

teachers  in  small  groups  and  individually  from  these  parti-

cular  schools.  The  staff  conducted  curriculum  workshops  for

these  teachers  at  the  resource  center.  In  addition,  the

staff  worked  directly  with  each  teacher  in  his/her  classroom

to  help  teachers  set  up  learning  situations  based  on  the  work

they  had  done  at  the  Resource  Center.  The  work  of  the  Ad-

visory  Service  was  structured  to  encourage  teachers  to  work

together  and  to  build  a  support  system  among  themselves,  as

well  as  to  provide  teachers  with  direct  help  in  implementing

some  of  their  new  ideas  about  curriculum  and  teaching  methods

into  their  classroom  situations.

CTW,  as  was  the  case  with  many  groups  supporting  educa-

tional  change,  it  its  initial  work  with  schools,  focused  on

the  teacher  as  the  key  to  change  within  the  whole  school.

While  the  principal  had  initially  agreed  to  have  the  Advi  -

sory  Service  in  his/her  school,  CTW failed  to see the  import-
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ance  of  involving  the  principal  in  this  work.  It  became

apparent  that,  despite  the  support  the  teachers  felt  from

each  other  and  from  the  advisory  staff  of  CTW  in  their  ef-

forts  to  restructure  their  classrooms,  they  often  felt  a

lack  of  understanding  and  support  from  the  administrative

staffs  of  their  schools.  The  methods  and  curriculum  ideas

teachers  were  trying  to  implement  were  not  always  in  agree-

ment  with  the  desires  of  the  administration,  and  in  some

cases,  teachers  were  prevented  from  making  changes.  This

situation  led  CTW  to  realize  the  importance  of  involving

the  principal  in  on-going  work  with  the  teachers.  In  Janu-

ary  1975,  monies  were  granted  to  CTW  to  institute  the  Prin-

cipal  Leadership  Study,  a  program  designed  to  involve  prin  -

cipals  in  examining  their  roles  as  educational  leaders  and

as  supporters  of  positive  educational  change  within  their

schools.  One  aspect  of  the  PLS  was  the  continuation  of  the

Advisory  Service.  CTW hoped  the  Advisory  Service  would

serve  as  a model  for  principals  in  their  support  and  super-

vision  of  teachers.  To  look  at  the  effect  of  this  service,

three  principals  whose  teachers  worked  with  the  Advisory  Ser-

vice  and  three  principals  whose  teachers  had  no Advisory  Ser-

vice  participated  in  the  first  term  of  the  PLS.  CTW was  now

administering  a  program  which  was  to  effect  educational

change  through  its  work  with  principals.
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The  structure  of  the  PLS  was  similar  to  that  of  the

Advisory  Service.  Principals  had  the  opportunity  to  meet

together  in  weekly  two-hour  sessions  in  a  peer  support  group.

Principals  also  had  the  opportunity  to  be  visited  by  the  PLS

coordinator  to  look  at  issues  or  concerns  in  their  schools.

The  PLS  weekly  sessions  at  CTW'S  resource  center  were

structured  so that  each  principal  would  look  at  his/her

learning  style  through  curriculum  workshops.  A  secondary

concern  for  the  sessions  was  the  consideration  of  the  prin-

cipal's  role  as  educational  leader  in  relation  to  curriculum

development.  The  PLS  coordinator  also  worked  with  princi-

pals  at  their  schools.  This  work  was  to  implement  what  they

had  learned  at  the  weekly  sessions.  Initiative  for  this

work  in  the  schools  was  clearly  left  to  the  principals.

They  had  the  responsibility  for  requesting  visits  from  the

coordinator.  In  addition  to  this,  the  three  schools  which

had  the  Advisory  Service  had  an  advisor  to  work  with  their

teachers  two  days  a  week.

During  the  second  term  (September  1975  January  1976)

of  the  PLS  several  new  principals  who  did  not  have  the  Ad-

visory  Service  joined  the  PLS.  In  January  1976,  a  third

party  evaluator  interviewed  all  the  participating  principals.

From  these  interviews  and  from  the  coordinator's  reports  it

became  evident  that  the  principals  particularly  valued  the



30

opportunity  to  meet  and  talk  with  other  principals  in  a

group.  They  felt  less  isolated  and  felt  supported  by  each

other  in  discussing  their  common  problems.  Principals  found

coming  to  CTW's  resource  center  and  meeting  with  CTW  staff

a way  to  revitalize  and  renew  their  thinking.  Principals

stated  that  this  was  not  happening  within  the  school  system.

Those  principals  whose  schools  had  the  Advisory  Service  and

those  principals  who  requested  visits  by  the  PLS  coordinator

found  this  in-school  support  very  helpful  and  wanted  it  on

a more  regular  basis.

Certain  deficiencies  in  the  PLS  also  became  apparent.

Principals  who  did  not  believe  in  curriculum  development

through  the  "hands-on-materials"  approach  were  dissatisfied

and  eventually  dropped  out.  Principals  voiced  a  concern  that

immediate  problems  in  their  schools  were  not  being  addressed

in  the  group  sessions.  Principals  who  could  not  clearly  de-

fine  what  work  they  wanted  to  accomplish  did  not  request

visits  by  the  PLS  coordinator  in  their  schools.  Principals

whose  schools  had  the  Advisory  Service  depended  on the  ad-

visor  to  support  and  train  their  teachers  rather  than  using

the  advisor's  work  as  a model  for  their  own  behavior.  In

addition,  these  principals  felt  their  in-school  needs  were

being  met  by  the  advisor  so  that  they  did  not  ask  the  co-

ordinator  to  work  directly  with  them.
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In  October  1975,  I  was  hired  by  Floyd  Page,  the  direc-

tor  of  CTW,  to  be  an  advisor  in  one  of  the  schools  whose

principal  was  involved  in  the  PLS.  I  was  to  replace  the

original  advisor  in  this  particular  school  who  had  left  CTW

the  month  prior  to  my  arrival.  The  agreement  I  had  with

CTW was  that  I  would  work  two  days  a  week  in  the  field  (at

the  school)  and  one  day  a week  at  CTW.  In  the  field  I  would

be  working  with  the  principal  and  staff  on  problems  they

were  faciru:)  and  needs  they  had.  At  CTW  I  would  be  working

with  our  staff,  sharing  my  experiences  and  perceptions  about

my  work  at  the  school,  in  order  to  gain  support,  encourage-

ment,  and  information  which  would  provide  more  effective

services  in  the  field.  (See  Appendices  I  and  II.  )
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BEGINNING  WORK:  UNDERSTANDING  THE  CULTURE  OF THE  SCHOOL

The  more  new  people  who  flood  a  school,  the  more

questions  school  personnel  will  have  about  their  re-

lationships,  role  functions  and  so  on.  The  more  "ex-

perts"  who  come  in  the  more  likely  it  is  that  the

principal  will  not  view  himself  as  the  principal.

The  greater  the  number  of  outsiders  who  do  not  know

the  culture  of  the  school,  the  more  time  they  have

to  spend  learning  and  during  this  time  the  amount  of

help  they  can  give  is  small.  (Of  course,  if  they,

from  the  beginning,  fall  into  the  trap  of  acting  as

if  they  were  knowledgable  and  expert,  tragedy  is  in

the  offing.  )

Seymour  Sarason35

This  statement  had  a  tremendous  impact  upon  me  during

my  initial  advisory  work  at  the  school.  It  validated  my

belief  that  every  school  is  a  mini-society  with  a  set  of  be-

liefs,  procedures,  relationships  and  patterns  of  behavior

and,  in  order  to  work  effectively  with  people,  adults  and

children  alike,  it  is  important  to  understand  and  be  sensi-

tive  to  this  "culture.  "  I  therefore  decided  to  find  out  as

much  as  possible  about  the  school  and  the  people  involved

before  I  even  ventured  into  the  school.

My  investigation  entailed  reading  the  reports  written  by

the  original  advisor  to  this  school  and  speaking  with  the

director  of  CTW  and  the  coordinator  of  the  PLS.  The  informa-

tion  gleaned  from  this  investigation  raised  a number  of  is-

sues  and  questions  for  me,  and  I  began  to  formulate  ideas  of

which  areas  I  should  be  aware  of  and  sensitive  to  when  I

actually  visited  the  school  and  met  the  principal  and  the

staff.
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THE  HISTORY  OF  THE  SCHOOL

The  school  in  which  I  was  to  advise  (to  be  referred  to

as  the  New  School)  was  a  brand  new  building  replacing  the

Old  School  which  had  been  built  in  1895.  The  principal,

assistant  principal,  fifteen  of  the  thirty  teachers,  para-

professionals  and  other  teaching  personnel  moved,  along  with

many  of  the  children,  from  the  Old  School  to  the  New  School

in  September  1975.  All  of  the  people  with  whom  I  was  going

to  work  were  embarking  on  a  new  adventure moving  to  a  new

building,  working  in  open  space  environments  (without  walls)  t

working  towards  an  open  approach  to  teaching  and  hoping  to

improve  their  relationships  with  one  another.

The  Old  School  was  quite  delapidated  and  old  fashioned.

Therefore,  it  had  been  agreed  in  1967  to  begin  planning  for

the  New  School  which  was  to  be  a  "replacement  school."  Dur-

ing  the  1960's  the  school  had  been  a More  Effective  School

(MES) This  was  a  federally  funded  program  whereby  schools

received  additional  monies  for  materials,  equipment  and

extra  teaching  personnel.  It  was  hoped  that  these  additions

would  begin  to  improve  the  reading  and  math  skills  of  the

youngsters  in  these  schools.  However,  during  the  1970's,

monies  for-  MES  were  diminishing  and  teachers  were  being  "ex-

cessed,  "  The  younger  teachers  with  least  seniority  had  to

leave,  and  many  of  the  more  senior  teachers,  who  had  been
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working  outside  the  classrooms  as  specialists,  had  to  be

brought  back  inside  the  classrooms.  With  fewer  materials,

a  reduced  teaching  staff,  and  a  higher  ratio  of  children  to

teachers,  feelings  among  the  teachers  were  not  positive.

During  this  same  time,  however,  the  principal  was  be-

coming  increasingly  interested  in  open  education  and  experi-

ential  learning.  While  he  wanted  the  school  to  move  in  this

direction  his  feeling  was  that,  because  of  all  of  the  excess-

ing,  he was  left  with  "a  core  of  old  timers,  many  of  whom

did  not  buy  new  philosophies  or  methods.  "

Compounding  the  situation  was  the  fact  that  both  parties

(principal  and  staff)  agreed  that  the  relationship  between

them  was  marked  by  mistrust,  alienation,  hostility,  and  poor

communication.  The  teachers  saw  the  principal  as  colri  and

authoritarian,  and  the  principal  saw  the  teachers  as  tradi-

tional,  inflexible,  and  unwilling  to  try  new  methods.  The

principal  went  so  far  as  to  say  that  the  relationship  be-

tween  himself  and  the  staff  was  an  adversary  one.

In  the  area  of  staff  relations  the  principal  and  teach-

ers  were  again  in  agreement.  Both  parties  agreed  that  there

was  friction  among  the  teaching  staff  and  that  the  teachers

did  not  function  as  a  cohesive  group.  Cliques  existed  and

some  teachers  felt  tension  and.  even  hatred.  Some  teachers

state  that  the  principal  did  nothing  to  stop  this  pattern  of

behavior,  while  others  state  that  in  actuality  the  only  issue
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which  did  unify  the  staff  was  their  common  mistrust  of  the

principal.

Teachers  varied  in  their  styles  of  teaching  and  in

their  philosophies  of  education.  While  the  emphasis  of  the

school  was  in  the  teaching  of  skills,  the  "how"  of  this

teaching  was  determined  by  the  individual  teacher.  Self

contained  classrooms  were  the  order  of  the  day  and  team

teaching  had  been  supported  by  neither  the  assistant  princi  -

pals  nor  principal.  In  the  heyday  of  the  MES  monies,  there

were  five  assistant  principals,  each  in  charge  of  a  specific

grade,  and  each  operating  very  separately  from  the  other.

So,  here  too,  on  the  administrative  level,  there  was  little

sense  of  cohesion  and  cooperation  for  cornrnon  ends.  There-

fore,  when  the  principal  began  to  push  for  openness,  hands-

on-materials,  and  experiential  learning  as  a  style  of  and

approach  to  teaching,  the  staff  felt  "that  it  was  being

forced  on  them"  and  resisted  giving  up their  freedom  to

choose  their  own  teaching  styles  and  methods.

In  the  midst  of  this  mistrust,  the  planning  of  the  New

School  had  begun.  In  the  beginning  stages,  the  architect,

principal,  staff,  and  parents  had  input  into  the  design.

However,  as  time  went  on,  it  appeared  that  more  and  more  of

the  decisions  were  being  made  by  the  principal  and  the  archi-

tect.  While  the  school  had  originally  been  designed  for  the

MES  program self-contained  classrooms  were  designed  to
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accommodate  approximately  twenty  children somewhere  along

the  line,  the  plans  had  been  altered  and  the  new  plan  was  to

construct  an open  space  building  (also  called  open  plan  or

a  school  without  walls) It  is  clear  that  from  the  teachers'

point  of  view  they  were  in  no way  involved  in  this  major

decision.

The  teachers'  memory  is  that  they  were  informed  about

the  new  design  of  the  New School  in  the  Spring  of  1975,  at

which  time  they  were  also  informed  that  they  would  be  moving

there  the  following  September.  Some  of  the  teachers  had

never  heard  of  an open  space  school,  few  of  them  had  ever

seen  such  a  school,  and  certainly  none  of  them  had  ever

taught  in  such  an environment.  The  teachers,  whose  previous

teaching  experience  had  been  in  self-contained  classrooms,

were  fearful  and  anxious  about  this  monumental  change.

While  the  teachers  were  feeling  anxious  about  the  move

and  changes  implicit  in  it,  the  principal  was  involved  in

deciding  which  teachers  would  be  selected  to  move  to  the  New

School.  His  vision  was  "to  develop  and  operate  an  education-

al  facility  which  will  excite  the  imagination  of  all  con-

cerned  and  be  a model  of  excellence,  "  and  he  wanted  teachers

who  were  in  agreement  with  the  philosophy  of  open  education,

experiential  learning  and  hands-on-materials  to  realize  that

vision.  The  New  School  was  smaller  than  the  Old  School,  and

the  principal  was  in  the  position  to  select  fifteen  out  of
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the  thirty  teachers  present  at  the  Old  School  to  move  into

the  new  facility.  He  had  been  informed  by  the  superinten-

dent  that  he  could  not  recruit  teachers  from  outside  the  Old

School,  and,  after  many  negotiations  with  the  Teachers'  Un-

ion  and  School  Board,  it  was  decided  that  the  principal  had

the  right  to  select  his  ten  most  senior  teachers  from  the

Seniority  List  and  then  every  third  teacher  from  the  remain-

der  of  the  list.  This  method  of  selecting  teachers  infuri-

ated  all  of  the  teachers those  selected  and  those  not.

They  felt  that  selection  of  teachers  to  move  to  the  New

!S:'hool  should  have  been  made  solely  on  the  basis  of  senior-

ity.  The  teachers  felt  that  the  administration  alienated

everyone  by  choosing  teachers  in  this  manner.  They  felt  that

somehow  the  principal  had  "rigged"  the  entire  process  of

selection,  "so  that  he  could  get  whom  he wanted.  "

Once  the  principal  selected  these  fifteen  teachers,  they

each  had  the  option  of  moving  or  not  moving  to  the  New  School.

In  numerous  memos,  the  principal  asked  teachers  to  consider

their  decisions  carefully.  He  clearly  stated  certain  condi  -

tions  they  needed  to  accept,  he  availed  himself  to  them  to

discuss  and  clarify  the  situation,  and  he  encouraged  teach-

ers  to  make  the  right  decision  for  themselves  (see  Appendix

III)  However,  in  the  Spring  of  1975,  the  threat  of  city-

wide  budget  cuts,  excessing,  lay-offs,  etc.  were  in  the  wind

and  seemed  to  have  a  tremendous  impact  on  the  teachers'  final
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decisions.  Teachers  were  unwilling  to  take  a risk  and  trans-

fer  to  an  unknown  school with  unknown  administration,

staff,  parents,  children,  etc.  As  the  principal  later  said,

"The  devil  known  is  better  than  the  devil  unknown.  At  least

the  teachers  knew  that  at  the  New  School  calm  would  prevail

and  they  would  be  able  to  teach.  "  So,  in  the  final  analysis

all  of  the  teachers  who  had  been  chosen  by  the  principal  to

move  to  the  New  School  accepted  their  positions.  Some  of

the  teachers  did  so  not  because  they  necessarily  agreed  with

the  philosophy  of  open  education  or  because  they  wanted  to

work  in  an  open  space  school,  but  because  of  other  compli-

cated,  personal  and  professional  reasons.

The  effect  of  this  process  was  to  aggravate  further  a

situation  already  filled  with  mistrust  and  alienation.  The

teachers  at  the  Old  School  were  now  split  into  two  camps

those  who  were  and  those  who  were  not  selected  to  make  the

move.  Teachers  were  filled  with  anxiety  about  the  comi.ng

year,  feeling  unsure  if  they  would  be  able  to  "succeed,  "  and

the  principal,  although  he  had  selected  some  of  the  people

he  wanted,  felt  stymied  by  the  process  and  frustrated  by  the

fact  that  he  did  not  have  total  freedom  in  choosing  teachers

whom  he  felt  were  in  agreement  with  the  philosophy  of  open

education.  He was  not  convinced  that  the  group  of  fifteen

teachers  were  willing  to  work  hard  to  make  the  New  School  a

Success.
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In  January  1975,  when  the  principal  knew  that  the  New

School  was  going  to  be  a  reality  the  following  September

1975,  he  began  to  explore  alternatives  for  in-service  train-

ing  for  the  staff.  The  teachers  had  always  worked  in  self-

contained  classrooms  and  saw  themselves  as  fairly  traditional

teachers.  They  were  now  being  asked  to  work  together  in

teams  of  three  within  communities  (large  open  spaces  without

walls)  towards  an  open  approach  to  education.  They  were  con-

fused,  anxious,  and  very  frightened  about  making  the  move,

and  the  principal  was  aware  of  this.  The  principal  contacted

Lillian  Weber's  Workshop  Center  for  Open  Education  at  City

College  and  arranged  for  his  staff  to  receive  training  from

this  group.  In  the  Spring  of  1975  courses  were  given  to  the

selected  teachers  in  Open  Education.  The  courses  ran  the

gamut  from  the  theory  of  open  education  to  science  and  read-

ing  in  the  open  classroom  to  body  awareness.  The  teachers

were  dissatisfied  with  the  courses.  They  felt  the  courses

dealt  more  with  the  "why"  than  the  "how"  of  open  education

and  open  classrooms.  They  felt  "talked  at"  as  opposed  to

"talked  with.  "  They  needed  to  be  reassured  that  they  were

good  traditional  teachers  and  that  they  could  begin  to  "open

up"  their  classrooms  from  where  they  were  at,  from  their

strengths,  and  from  the  knowledge  they  already  had  about

teaching.  They  wanted  specific  ideas  about  "what  you  do

on  the  first  day,  "how  you  set  up  an  open  classroom,  "
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how  you  think  about  beginning,  "  "how  you  set  up  individual

and  small  group  projects  and  keep  on  top  of  it  all."  The

courses  did  not  meet  these  needs,  and  by  the  end  of  about

eight  sessions,  attendance  ha:d  declined  and  the  principal

agreed  to  disband  the  sessions. Thus,  the  principal's

first  attempt  to  support  and  train  his  teachers  was  unsuc-

cessful.  The  teachers  were  still  feeling  unprepared  and

terribly  uncertain  about  their  abilities  to  perform  in  the

New  School.

During  this  time  the  principal  had  heard  about  Creative

Teaching  Workshop's  Principal  Leadership  Study  and  Advisory

Service.  He  learned  that,  if  he  joined  the  PLS,  his  school

wovld  be  chosen  to  receive  the  Advisory  Service  two  full

days  a  week.  Since  the  principal's  priority  was  training

his  staff,  he  decided  to  join  PLS.  The  teachers  had  not

requested  an  outside  consultant  or  advisor.  The  force  be-

hind  getting  the  advisor,  who  was  to  work  with,  support  and

teach  the  staff  about  experiential  learning  and  open  class-

rooms,  lay  with  the  principal.  Some  teachers  were  excited

by  this  offer  and  were  quite  receptive  to  the  advisor.

Other  teachers  "wouldn't  touch  her  with  a  ten  foot  pole.  "

However,  both  the  original  advisor  and  the  principal  made

it  clear  l:ha'c  only  thcise  teachers  who  wanted  the  help  and

support  would  receive  it the  work  was  to  be  done  on a

voluntary  basis.  The  teachers  who  chose  to  work  with  CTW's
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original  advisor  were  pleased  with  the  relationships  they

established  with  her.  They  found  her  supportive  and  non-

threatening  and  felt  they  could  go  to  her  for  suggestions,

materials,  ideas  and  conversation.  It  was  clear  that  she

was  not  part  of  the  ainistration.  She  was  seen  as  an

"outsider"  and  most  teachers  were  not  threatened  by  her.

Both  principal  and  teachers  agree  that  the  advisor  was  help-

ful  and  met  the  needs  of  teachers  who  were  just  beginning

to  think  seriously  about  working  towards  opening  up  their

classrooms.

In  exploring  people's  expectations  of  themselves  and

each  other  in  the  New  School,  I  clearly  observed  certain

problems.  The  principal  obviously  expected  the  teachers  to

move  in  the  direction  of  open  education.  He  wanted  children

actively  involved  in  learning,  working  individually  and  in

small  groups.  He  expected  teachers  to  work  in  a  cooperative

way  with  each  other  within  their  cornrnunities.  He  hoped  that

teachers  would  be  willing  to  read  materials  related  to  open

education,  to  meet  within  their  cornrnunities  to  discuss  is-

sues  and  share  ideas,  and  to  work  with  outside  advisors.

However,  the  specifics  of  the  "what"  and  "how,  "  and  the  time

element  involved  were  not  clearly  laid  out.  One  year  later

(Spring  1976),  the  principal  acknowledged,  "I  didn't  really

know  myself  what  I  wanted  at  the  beginning.  "  The  teachers

acutely  felt  this  lack  of  clarity.  While  they  were  aware
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that  the  thrust  of  the  New  School  was  towards  an  open  ap-

proach  to  education  within  communities,  they  were  confused

about  the  meaning  of  this  movement,  and  the  speed  at  which

the  principal  expected  it  to  occur.  Seymour  Sarason  referred

to  this  phenomenon  when  he  said,

Let  us  assume  that  the  agents  of  change  have  worked

out  in  a  systematic  fashion  the  relationship  between

their  conceptions  of  the  setting  and  a  time  perspec-

tive  by  which  the  intended  change  should  be  judged.  A

second  aspect  of  the  time  perspective  problem  then

arises:  comparing  the  time  perspective  of  the  agents

of  change  with  that  of  those  who  are  the  targets,  and

that  of  those  who  will,  in  one  way  or  another,  partici-

pate  in  the  process.  This  comparison  is  crucial  because

if,  as  is  usually  the  case,  the  differences  in  time  per-

spective  are  great,  the  seeds  of  conflict  and  disillu-

sionment  are  already  in  the  soil.  In  practice,  the

desire  of  the  agents  of  change  to  get  started  --  not

only  because  of  the  internal  and  external  pressures

but  also  because  of  the  awareness,  sometimes  dim,  that

the  road  ahead  will  not  be  smooth  --  results  in  bypass-

ing  the  different  aspects  of  the  time  perspective  prob-

lem,  a  bypass  that  may  have  no  irnrnediate  adverse  con-

sequences,  but  can  be  counted  on  to  produce  delayed,

and  sometimes  fatal,  difficulties.36

Thus,  in  June  1975,  the  staff  was  afraid  and  concerned

about  their  preparation  and  readiness  for  this  new  venture,

and  worried  about  the  time  perspective  involved  in  the  un-

specified  expectations  of  the  principal.  The  principal  was

equally  worried.  His  anxieties  focused  on  the  extent  of

the  willingness  and  skills  of  the  teachers  to  work  towards

openness,  his  relationship  with  teachers,  and  the  over-all

success  of  the  school,  in  his  eyes  as  well  as  in  the  eyes  of

the  children,  parents,  teachers,  district  superintendent  and

school  board.  The  pressure  was  on.
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SETTING  THE  TONE:  THE  ADVISOR'S

FIRST  DAY  AT  THE  NEW  SCHOOL

The  following  section  is  a  description  of  my  experiences

during  my  first  visit  at  the  New  School.  As  stated  before,

the  original  CTW  advisor  had  left  and  I  was  coming  to  the

school  as  the  "new"  advisor.  This  will  be  an  account  of  what

transpired  during  this  visit,  as  well  as  an  analysis  of  the

salient  issues.  I  shall  focus  on  the  problem  areas  raised

in  the  previous  section  as  I  believe  this  focus  sets  the

stage  for  my  subsequent  work  with  the  administrators  and

staff  of  the  New  School,  during  October  1975  April  1976.

The  Physical  Layout

When  I  arrived  at  the  school  I  was  irmnediately  struck

by  the  newness  and  uniqueness  of  the  physical  structure  of

this  open  plan  building.  The  ground  floor  had  self-contained

classrooms  which  surrounded  a  large  inner-room  which  was  the

gym.  Kindergarten  through  grade  three  was  located  on  this

floor,  as  well  as  a  home  economics  and  industrial  arts  room.

The  first  floor  also  had  self-contained  rooms,  used  for

special  purposes,  which  surrounded  an  inner-room  which  was

the  students  cafeteria  and  auditorium.  The  second  and  third

floors  of  the  building  were  open  in  design.  Each  of  these

floors  had  four  comunities large  open  spaces,  without
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walls,  designed  to  accornrnodate  three  classes.  Within  each

community  there  were  small  "seminar"  rooms  for  individual

and  small  group  work,  bathrooms,  and  an  art  area.  The

second  floor  was  utilized  by  the  second  through  sixth  grades

communities,  which  surrounded  the  library.  The  third  floor

was  utilized  by  one  of  the  district  Mini-schools.

Rationale  for  Open  Plan  Schools

Open  space  or  open  plan  schools  vary  in  design  one  from

the  other.  However,  the  overriding  concept  of  the  design  is

that  children  and  teachers  in  schools  work  and  learn  togeth-

er.  In  this  particular  school  building  it  was  hoped  that

teachers,  children,  para-professionals  and  volunteers  would

begin  to  work  together  and  develop  a  sense  of  cornrnunity  with-

in  their  spaces.  The  spaces  were  called  communities.  (See

Appendix  IV.  )

The  Initial  Meeting

On  the  first  day,  Floyd  Page,  the  director  of  CTW  intro-

duced  me  to  the  principal.  Our  initial  meeting  was  quite

brief,  and  the  thrust  of  it  seemed  to  me  to  be  the  princi-

pal's  attempt  to  ascertain  how  qualified  I  was  to  do  the

job.  I  felt  that  J: had  to  prove  myself  to  the  principal,

although  it  was  unclear  on  what  grounds  I  would  be  doing  SO.

During  this  meeting  we  did  not  discuss  my  role  and  function
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in  the  school.  As  will  be  seen  later,  the  principal  and  CTW

had  markedly  different  concepts  of  the  advisor's  role.  Nor

did  we  discuss  the  school its  strengths,  weaknesses,

needs,  etc.  In  short,  we  did  not  lay  the  groundwork  for

what  needed  to  be  done  or  how  we  would  work  together  to  ac-

complish  the  work.  As  will  be  apparent  shortly,  this  inter-

action  and  lack  of  communication  led  to  my  inability  to  take

an  active  part  in  a meeting  between  the  principal  and  three

teachers  which  I  attended  later  that  morning.

The  Walk-Through

During  our  walk  through  the  school  the  principal  asked

Floyd  Page  whether  my  presence  was  permanent.  He  obviously

was  hoping  that  the  original  advisor  would  return  to  work

with  his  staff.  Floyd  Page  made  it  clear  that  the  change

was  indeed  permanent,  and  that  I  was  at  the  New  School  as

the  advisor  from  CTW.  I  understood  that  the  principal  was

disappointed.  I  also  knew  that  I  needed  to  speak  with  the

principal  about  his  expectations.  I  believed  that  through

the  quality  of  my  work  with  the  principal  and  teachers  I

would  begin  to  gain  his  trust  and  respect.

rhe  Principal's  Attitudes

The  principal  was  clearly  disappointed  about  the  qual-

ity  and  styles  of  teaching  and  learning  taking  place.  He
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made  cornrnents,  in  various  cornrnunities,  about  the  unsatisfac-

tory  physical  set-ups  of  the  rooms,  the  lack  of  connection

to  the  irmnediate  environment  and  the  general  lack  of  use  of

materials.  The  tone  in  his  voice  was  one  of  grave  disap-

pointment,  anger  and  frustration.  The  fact  of  the  matter

is,  however,  that  they  were  only  one  month  into  the  school

year,  and  already  the  principal  was  feeling  that  teachers

weren't  changing  fast  enough.  In  addition,  during  the  past

month  the  teachers  had not  received  help  and/or  training

from  the  principal.  The  teachers  were  still  feeling  anxious

about  working  in  this  new  setting,  and  were  just  beginning

to  settle  into  working  in  a  space  shared  by  other  teachers

and  children.  The  principal,  however,  appeared  to  be  uncon-

cerned  with  the  teachers'  feelings.  His  main  concern  was

that  the  teachers  were  not  moving  along  quickly  enough

towards  openness.

The  Principal  Sets  the  Tone

When  the  principal  introduced  me  to  the  staff  he  said,

"This  is 's  replacement,"  regardless  of  the  fact  that

some  of  the  teachers  were  new  to  the  school  and  had  never

met  or  known  the  work  of  the  original  advisor.  The  teachers

who  had  known  the  advisor  were  shocked  by  this  change  and

wanted  to  know  what  had  happened.  The  principal  had  known

before  my  arrival  at  the  school  that  the  original  advisor



47

was  not  returning,  but  he  had  not  shared  this  information

with  his  staff  I  felt  that  by  introducing  me  to  teachers

in  this  manner,  the  principal  was  showing  a  lack  of  respect

for  me,  both  as  a  person  and  as  a  professional  This  was

consistent  with  what  I  had  learned  during  my  pre  visit  in

vestigat.ion  about  problems  in  the  areas  of  relationships  and

communication  between  the  principal  and  teachers

Principal  Meets  With  Three  Teachers

From  One  Cornrnunity

The  principal  invited  me  to  attend  a  meeting  between

himself  and  three  teachers  in  one  of  the  upper  grade  commun

ities  He  called  this  meeting  with  the  hidden  agenda  of

getting  the  teachers  to  rearrange  the  furniture,  which  they

had  been  using  to  divide  space,  to  separate  their  classes

and  to  set  up  clear  boundaries  between  their  classes  He

began  the  meeting  by  commenting  on  how  he  felt  these  teach

ers  had  begun  to  work  towards  developing  their  community

However,  his  second  statement  was  that  he  felt  they  should

visit  one  of  the  other  communities  which  "was  really  moving

in  the  direction  of  openness  and  togetherness  as  their  walls

were  down The  teachers  said  nothing They  sat  silently,

listening  to  the  principal  speaking  about  the  importance  of

breaking  down  the  walls  and  using  the  open  space  He  felt

that  it  was  important  for  the  children  to  lparn  not  to  depend
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I

on  these  artificial  walls.  He  said  that  he  had  time  "right

now"  to  help  them  rearrange  the  furniture  in  order  to  open

up the  space.  One  teacher  finally  mustered  the  courage  to

ask,  "But  don't  you  think  this  will  cause  confusion  when  the

children  return  from  the  gym?"  He  answered  in  a  hostile  way

that  it  was  their  job  to  teach  the  children  how  to  respect

each  others'  space.  With  this  as  the  principal's  final  an-

swer,  he  proceeded  to  remove  his  jacket  and  to  begin  to  move

furniture  around.  The  teachers  were  silent they  appar-

ently  did  not  know  what  to  do  or  how  to  respond.  They  fin-

ally  rose  and  began  to  move  things  about.  They  were  visibly

upset,  but  the  principal  did  not  respond  to  their  obvious

feelings.  When  the  children  returned  to  the  community  they

were  bewildered  and  excited  by  the  change.  However,  when

any  child  ventured  into  the  space  of  another  teacher  and

class,  the  principal  or  teacher  yelled,  "You  know  you  don't

belong  there.  "  Something  had  obviously  been  lost  in  this

prOCeE3E3.

My First  Reaction

Because  the  principal  and  I  had  not  established  the

nature  of  my  role  and  relationship  with  him,  I  did  not  know

hOW  to  respond  to  what  transpired  during  the  meeting.  I

felt  terribly  uncomfortable  during  the  meeting  and  about

how  it  proceeded.  Yet,  I  did  not  want  to  say  anything  which
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the  principal  would  find  subversive  to  his  agenda.  I  had

only  been  in  the  building  for  two  hours  and  I  did  not  know

the  history  of  what  had  taken  place  before  the  principal  had

this  meeting  with  the  teachers.

It  was,  however,  becoming  clearer  to  me  that  the  prin-

cipal  was  more  interested  in  the  product,  i.e.,  the  layout

of  the  community,  than  in  the  process,  i.e.,  helping  teachers

get  to  the  point  where  they  would  be  working  and  sharing  to-

gether,  the  consequence  of  which  would  be  for  them  to  want

and  need  to  "take  down  the  walls.  "  The  principal's  opening

statement  to  the  teachers  was  an  empty  formality,  designed

to  lead  to  his  real  agenda  which  was  to  rearrange  furniture

and  space.  The  principal  and  teachers  had  not  been  fully

comrnunicating  with  each  other.  The  principal  did  not  ask

for  the  teachers'  ideas,  feelings,  needs.  The  teachers,

likewise,  did  not  share  their  ideas,  feelings  or  needs.  I

was  now  witness  to  the  lack  of  respect  and  trust  and  poor

cormnunication  between  principal  and  teachers  that  I  had

learned  about  before  my  arrival.

After  the  meeting,  the  principal  left  me  on  my  own  to

look  around  and  meet  the  staff.  I  met  a  number  of  teachers.

Their  responses  to  me  varied  from  enthusiastic  receptivity,

to  coldness  to  total  absorption  with  the  loss  of  the  origi  -

nal  advisor.
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Advisor's  Interaction  with  Principal

Towards  the  end  of  the  day  I  decided  to  return  to  the

principal's  office.  He  asked  if  I  had  returned  to  the  com  -

munity  he  had  met  with  earlier  in  the  day,  to  help  them

rearrange  their  room  even  further.  I  explained  that  I  had

chosen  not  to  do  so,  as  I  felt  the  teachers  were  unhappy

about  the  rearrangement,  and  would  not  be  amenable  to  such

an  offer.  The  principal's  response  was,  "I'll  break  down

the  walls,  otherwise  theylll  never  do  it.  Youlll  be  the

mender the  person  whom  the  teachers  go  to  for  support

and  ideas  to  get  away  from  me.  "  I  felt  uncomfortable  with

this  set-up.  I  did  not  want  to  play  the  saviour  to  help

teachers  escape  from  the  grasp  of  the  devil.  However,  I

also  did  not  know  how  to  share  my  feelings  with  the  princi-

pal.  Instead  of  dealing  with  this  directly,  I  began  to

speak  about  my  ideas  about  how  people  change.  I  shared  my

belief  that  people  need  encouragement  and  support  when  they

are  struggling  to  change,  and  that  people  must  themselves

want  to  change.  Change  is  a  process  that  requires  much  at-

tention  and  energy,  and  is  usually  facilitated  by  having

clear  short  and  long  term  goals.  I  felt  that  in  helping

teachers  move  towards  more  openness  it  was  important  to:

(l)  assess  where  they  were  now;  (2)  define  short  term  goals

which  would  lead  to  feelings  of  accomplishment;  and  (3)

continually  support  this  work  towards  the  change  desired.
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(See  Appendix  V.  )

The  principal  voiced  some  agreement  with  these  state-

ments.  He  claimed  that  if  he  saw  teachers  moving  in  the

direction  he wanted,  the  end  result  being  the  children's

learning  through  the  use  of  materials  in  small  groups  and

through  individual  projects,  no  matter  how  fast  or  slow,  he

would  feel  good  about  their  work.  However,  he  did  make  it

clear  to  me  that  he  wanted  to  see  movement.  As  it  turned

out,  the  principal  did  indeed  care  about  how  rapidly  teach-

ers  moved  and  changed,  and  as  the  year  progressed  so  did

the  pressure.

Principal's  Expectations  of  Advisor

I  asked  the  principal  to  share  with  me  some  of  the

priorities  he  saw  in  the  school  as  it  related  to  the  work

I  could  be  doing.  He  offered  the  following:  (1)  setting

up  a  teacher  resource  room;  (2)  working  with  the  l'difficult"

community;  (3)  working  with  teachers  who  were  receptive  to

help;  and  (4)  working  in  rooms  with  children,  alongside  the

teacher.  I  said  that  I  could  certainly  envision  working

on  priorities  one  and  four,  but  that  I  needed  to  spend  more

time  in  the  school  observing,  meeting  and  establishing  re-

lationships  with  teachers  before  it  became  clear  with  whom

I  would  work  and  how  I  would  work  with  them.
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The  final  meeting  of  the  day  was  successful  xn  that  it

began  to  lay  the  groundwork  for  Our  work  together  OVer  the

coming  months  We  began  to  share  with  one  another  our

thoughts  about  the  process  of  adults'  growth  and  change,

the  direction  the  school  was  moving  in,  and  my  role  in  the

school  More  generally,  we  began  to  talk  together  with  a

beginning  sense  of  mutual  respect
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PLAN  OF  ACTION

My  first  visit  to  the  New  School  had  been  exciting,

frustrating  and  difficult.  I  left  the  school  with  many  feel-

ings  and  questions  about  my  role  and  how  I  was  going  to  work

with  the  principal  and  teachers.  From  the  information  gath  -

ered  during  my  initial  investigation  and  from  my  experience

during  this  first  visit,  I  began  to  clarify  both  my role  as

an  advisor  in  the  school  and  the  problems  and  issues  I  felt

were  important  to  think  about  and  work  on  during  the  next

six  months.  My  plan  of  action  in  supporting  growth  and

change  in  this  school  was  to  be  aware  of  and  to  work  on  the

following  issues:

Working  Towards  Change  with  the  Principal

1.  Establishing  a  working  relationship  based  on mutual

trust  and  respect.

2.  Helping  principal  examine  his  own  behavior  and  its

effect  On  staff.

3.  Working  to  clarify  the  term  "open  education.  "

4.  Working  to  clarify  the  term  "community.  "

5.  Working  to  clarify  the  principal's  expectations  of

teachers,  i.e.,  the  implementation  of  open  education

in  an  open  space  school.

6.  Through  working  with  teachers,  beginning  to  "model"

behavior  for  principal.
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Working  Towards  Change  with  Teachers

1.  Establishing  a working  relationship  based  on  mutual

trust  and  respect.

2.  Working  to  define  teachers'  needs  and  problems.

3.  Working  alongside  teachers  in  their  classrooms,  with

children  and  materials.

4.  Working  with  materials  and  curriculum  development.

5.  Working  towards  "opening  up"  the  classrooms.

6.  Through  working  with  children,  beginning  to  "model"

behavior  for  teachers.

Working  Towards  Change  with  Principal  and  Teachers

1.  Working  to  improve  relationships.

2.  Working  to  improve  cornrnunication.

3.  Working  to  help  clarify  goals,  expectations  and

objectives.

4.  Working  to  develop  a  sense  of  group  cohesion.

I  did  not  realize  at  the  time  how  monumental  a  task  this

was.  Over  the  course  of  the  next  six  months  I worked  with

the  principal  and  teachers  on  a  number  of  these  issues.  How-

ever,  I  did  not  work  in  depth  on  all  of  them,  and  I  do not

feel  that  "great"  changes  occurred  in  many  of  them.  The  fol-

lowing  sections  will  be  a  discussion  of  my work  with:  the
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administrative  staff the  principal  and  assistant  princi-

pal  (hired  in  February  1976)  ;  the  teachers;  and  the  Open

Education  Committee  towards  change  in  the  school.  (See

Appendix  VI.  )
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ADVISOR'S  WORK WITH  ADMINISTRATIVE  STAFF

The  Principal

The  principal,  as  chief  administrative  officer

of  the  school,  was  the  key  agent  of  change.

John  I.  Goodlad

It  was  CTW's  belief,  as  it  is  so  many  others',  that

the  role  of  the  principal  is  crucial  in  supporting  and

adopting  educational  change,  and  therefore  I  was  supposed

to  work  with  the  principal  as  well  as  with  the  teachers.

One  of  my goals  was  to  establish  a positive  working  rela-

tionship  with  the  principal,  based  on  mutual  trust  and  sup-

port.  The  principal,  on  the  other  hand,  envisioned  the

role  of  advisor  as  that  of  a  teacher-trainer.  He  did  not

expect  me  to  work  with  him.  However,  after  about  two  months

of  my  initiating  meetings  with  him  and  working  effectively

with  teachers,  the  principal  became  more  amenable  to  doing

so.  He  was  beginning  to  respect  my  skills  and  to  trust  my

intentions.

Our  work  together  consisted  principally  of  discussions

of  various  ISSUES  of  importance  in  the  school.  They  were:

becoming  more  aware  of  problems  in  comunications  and  rela-

tionships;  understanding  human  growth  and  development  as  it

relates  to  the  process  of  adult  change;  defining  the  terms
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"open  education"  and  "open  space  "  clarifying  the  principal's

expectations  of  teachers These  discussions  were  tmportant

both  to  the  principal  and  to  me,  and  formed  the  basis  of  our

working  relationship

Relationship  with  Staff

One  of  the  problems  in  the  school,  and  a  concern  of  the

principal,  was  his  relationship  with  teachers In  the  sec

tion  on  the  history  of  the  school,  this  relationship  was

characterized  as  "adversary  "  The  principal  wanted  this  to

change  He  wanted  teachers  to  feel  invested  in  the  school

He wanted  them  to  work  cooperatively  with  one  another  and

with  him  He  wanted,  in  surmnary,  to  begin  to  establish  a

positive  school  climate  However,  certain  events  retarded

the  process

Sometime  in  November  1975,  a  convocation  was  held  to

celebrate  the  opening  of  the  school  Major  community  figures

were  invited  to  attend  this  gala  event  However,  the  group

not  invited  was  the  teachers Understandably,  the  teachers

felt  hurt  and  angry Their  feeling  was  that  they  had  worked

hard  since  September  to  get  the  school  where  it  was,  and

that  they  deserved  to  be  invited  They  had  also  heard  the

principal  allude  to  the  fact  that  he  wanted  to  improve  his

relationship  with  them  Now  they  doubted  the  truth  of  this

statement  I  was  privvy  to  the  teachers'  feelings  After
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much  deliberation  I  decided  to  raise  this  issue  with  him.

I  believed  that  it  was  important  for  him  to  examine  the  ef-

fect  of  his  behavior  on  his  relationship  with  the  teachers,

if.  he was  going  to  attempt  to  improve  it.  At  first,  the

principal  was  quite  resistant  and  did  not  want  to  discuss

the  event.  However,  I  decided  to  stick  with  it.  I  pointed

out  that  it  was  he  who  wanted  to  improve  his  relationship

with  teachers  and  that,  by  not  inviting  them  to  the  convoca  -

tion,  he  was  hurting  his  own  chance  to  do  so.  The  principal

"heard"  what  I  was  saying  and  became  more  willing  to  dis  -

cuss  the  event.  In  so  doing  it  became  clear  to  both  of  us

that  he  had  "forgotten"  to  invite  them  because  he was  not

pleased  with  the  progress  they  had  been  making.

The  result  of  this  discussion  was  that  the  principal

began  to  look  more  closely  at  the  effect  of  his  behavior  on

others.  He  began  to  recognize  and  to  verbalize  that  he too

was  part  of  the  problem.  He  became  more  willing  to  engage

with  me,  in  discussions  of  a  similar  nature  at  later  dates.

I  had  planned  to  confront  the  principal  with  his  be-

havior  because  I  felt  that  he  could  handle  it  and  because

I  felt  this  particular  event  and  the  behavior  he  displayed

typified  the  problem  he  had  raised  with  me.  I  knew  that  I

was  taking  a  risk  in  using  this  technique.  Gordon  Klopf

said  that  "the  user  must  always  keep  in  mind,  however,  that

the  behavior  of  the  confrontee  may  not  change  and  that  the
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xnterpersonal dynamics may become so strained that the help-ing situation is destroyed completely. "37 It IS my feeling

that the risk paid off, because this confrontation changed

the tide in my relationship with the principal. Discussionsbetween us would now begin to focus On the principal's  role,as well as on the teachers' role.

Role of the Principal aS Chanqe  A

Throughout the year the key questi
I discussed Wa  on the principal  and

s: "How can we be supporters of change?" The

principal did indeed expect changes to OCCur in the school.

I emphasized my belief that, as educational leader in  the

school, the principal had to be a supporter and an enablerof such change.

The principal, however, did not operate aS a supportive

person. He had high ideals, tended to demand exactitude  and

perfection of himself and others and had difficulty  trusting

people to fulfill his expectations. He also believed  that

teachers are professionals with a job to do, and that prais-

ing teachers "for  every little thing they  dojT is tantamount

to "babying"  them.  Consequently, he rarely  praised teachers

for  the small changes they were attempting to make. Thus,
the  teachers felt

,+ .zzc unappreciated, tlnSure of their competenc'e

in the eyes of the principal, and unsupported in the changesthey saw themselves making.
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Clarifying  Expectations

In  supporting  teachers,  it  is  important  to  be  clear

about  the  kinds  of  behavior  and  changes  you  want  to  encour-

age.  As  I  spent  more  time  at  the  school,  I  became  increas-

ingly  aware  that  the  teachers  still  did  not  know  what  the

principal  expected  of  them.  This  had  been  true  at  the  Old

School,  and  it  continued  to  be  true  at  the  New  School.  It

appeared  to  me  that  the  effect  of  this  was  the  teachers'

sticking  more  to  their  old  ways  of  doing  things.  The  more

the  teachers  did  this,  the  more  frustrated  and  angry  both

they  and  the  principal  felt.  Margaret  S.  Dwyer  speaks  of

the  leader's  role  in  supporting  change.  She  said,  "An  im-

portant  key  is  the  leader's  understanding  of  when  and  how

to  set  forth  clear  expressions  of  what  must  be  achieved.

This  ability expressing  explicit  expectations is  prob-

ably  the  most  universally  underdeveloped  and  underused  man-

agement  skill,  in  and  outside  of  education.
39

During  our  beginning  months  together  the  principal  did

not  agree  that  he  needed  to  spell  out  his  goals  for  himself

or  with  the  staff:  the  philosophy  of  the  New School;  the

meaning  of  an  open  approach  to  education  in  this  school;

the  meaning  and  operational  functioning  of  the  communities.

He  believed  that  he  and  the  staff  had  a  common  understanding

when  they  used  these  terms.  Dwyer  cormnents  on this  phenomenon
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when  she  said,  "To  avoid  uneasiness  and  potential  problems

that  demand-making  might  bring,  administrators  may  ration  -

alize  away  their  vision  of  better  performance,  i.e.,  assert-

ing  that  everyone  already  knows  what  needs  to  be  done,  so

there's  no  need  to  tell  them."=o

During  December  it  became  evident  that  this  was  not  the

case.  The  principal  and  staff  did  not  have  common  under-

standings  of  definitions  and  goals.  The  principal  was  dis-

satisfied  with  the  speed  at  which  he  perceived  teachers  to

be  moving.  Teachers,  on  the  other  hand,  felt  they  were

moving  towards  opening  up  their  rooms  and  making  changes.

However,  since  the  principal  did  not  reward  or  praise  teach-

ers,  most  of  them  felt  uncertain  about  the  principal's  evalu-

ation  of  their  work.

The  principal  and  teachers  came  to  realize  the  import-

ance  of  clarifying  goals  and  expectations.  They  decided  to

take  this  up  at  the  Open  Education  Cornrnittee  (a voluntary

group  which  met  weekly) The  result  of  this  joint  effort  by

principal  and  teachers  was  a written  statement  of  school

policies  of  teaching  and  learning  (see  Appendix  VII)  As  a

group  they  came  to  the  following  agreements:  that  children

would  be  involved  individually  and  in  small  groups  with

materials  and  activities  in  a  structured,  unchaotic  atmos-

phere  to  help  them  develop  and  grow  intellectually,  emotion-

ally  and  physically,  and  that  these  activities  and  materials
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would  be  related  to  the  teaching  and  learning  of  academic

skills  as  well  as  creativity  and  socialization.  The  list

was  a  general  outline  and  a  beginning  statement  of  school

policy.  It  was  not  a  final  version,  nor  was  it  a  statement

of  the  what  and  how  of  open  education.  It  was,  however,  the

first  jointly  written  document  of  an  agreement  between  the

principal  and  teachers  which  began  to  clarify  the  direction

the  school  was  heading.

The  Handbook:  A  Joint  Venture  of

Administrators  and  Teachers

The  principal  and  I  continued  to  discuss  the  need  for

clarity  of  expectations  and  goals  as  well  as  the  need  of  a

Handbook.  When  I  spoke  with  the  principal  in  June  1976,  he

and  the  assistant  principal  and  some  of  the  teachers  were

beginning  to  write  a  Handbook  (which  he  had  originally  hoped

to  have  written  by  September  1975) The  Handbook  was  to

clearly  state  the  standards  and  expectations  of  the  school.

Topics  to  be  covered  included:  minimum  cormnunity  standards;

curriculum  expectations  in  relation  to  experiential  learn-

ing;  the  development  of  cornrnon  routines;  the  use  of  space;

individualized  needs of  students  and  teachers.
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A  Change  in  the  Principal

The  principal  had  indeed  moved  from  a  position  of  not

wanting,  or  not  feeling  the  need,  to  clarify  goals  and  ex-

pectations  to  a  position  of  seeing  the  necessity  to  do  so,

and  then  acting  on  this  awareness.  Klopf  described  adults'

need  for  clarity:  "Rigidity  in  behavior  may  be  in  consider-

able  part  the  result  of  not  knowing  why,  what  or  how  to  do

something.  Adults  tend  to  act  and  behave  in  certain  set  pat-

terns  until  they  are  corivinced  of  the  significance  and  prac-

ticality  of  some  new  information  or  techniques.  New  con-

cepts  and  techniques  will  be  more  readily  understood  and

accepted  by  adults  when  presented  in  concrete  terms  and  re-

lated  to  pragmatic  goals.  "41

Factors  in  and  Motives  for  Changing

One  of  the  reasons  the  principal  included  teachers  in

the  writing  of  the  Handbook  was  that  he  wanted  them  to  feel

a  sense  of  ownership  in  this  endeavor  and  in  the  school  in

general.  According  to  Nick  Cowell  from  the  Northwest  Labs

Rural  Education  Program,  "to  lown,'  one  has  not  only  to  ex-

perience  but  also  to  help  define  and  create  that  which  is

to  be  owned.  This  is  true  whether  the  issue  be  an  idea,  a

process,  a  procedure,  a  series  of  activities  or  whatever.

The  more  they  are  there  when  the  program's  Ibig  decisions'
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are  made  and  the  more  they  have  a  direct  hand  in  helping

make  these  decisions,  the  more  they  will  own  the  program.

Principals  will  facilitate  teacher  ownership  of  curriculum

and  school  growth  by  facilitating  joint  principal-teacher

planning  and  by  trusting  teachers  to  pain  on  their  own.  "

Areas  of  Change

The  principal  and  I  had  spent  many  hours  together,  dis-

cussing  various  ISSUES  and  feelings.  In  some  ways  our  work

was  quite  separate,  and  in  other  ways  our  work  overlapped.

We  had  succeeded  in  establishing  a working  relationship  and

we had  dealt  with  the  problems  of  communication,  relation-

ships,  clarity  of  expectations  and  the  role  of  a  supporter

of  change.  The  principal  had  become  more  aware  of  his  own

behavior  and  its  effect  on  teachers.  He  had  made  small

changes  in  his  behavior  to  encourage  and  support  teachers'

growth.  He  had  become  more  aware  of  the  importance  of  in-

volving  teachers  in  decisions  that  directly  affected  them

and  towards  the  end  of  the  year  had  involved  them  in  the

writing  of  the  Handbook.  However,  the  principal  did  not

spend  much  time  working  with  teachers  directly  in  their

classrooms.  He  depended  on  the  assistant  principal  and  me

to  do  this  work.  By  the  end  of  April  our  relationship  had

become  important  to  both  of  us,  and  through  the  discussions
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we  had,  the  principal  began  to  make  changes  in  his  style  of

leadership  small  changes,  but  changes  nevertheless

The  Assistant  Principal

Motives  for  Hiring

In  February  1976,  the  principal  hired  the  new  assistant

principal  She  came  from  a  New  York  City  public  school

where  she  had  organized  and  taught  in  an  open  corrxdor  set

ting  The  principal  had  known  this  woman  from  previous

years  when  they  had  both  worked  xn  an  elementary  school  in

East  Harlem  She  had  then  gone  on  to  work  with  Debbie

Meyers  (who  is  now  the  director  of  an  open  education  mini

school)  and  had  learned  about  open  education  The  principal

was  very  impressed  with  the  program  she  had  begun  in  another

district,  her  classroom  and  her  knowledge  about  and  experi

ence  in  the  field  of  open  education  He  was,  however,  con

cerned  about  her  ability  to  work  well  with  teachers  He

knew  that  she  tended  to  work  fast,  and  to  push  hard,  and  to

have  little  patience  with  people  who  tended  to  work  more

slowly  than  she  Yet,  he  wanted  her  as  his  assistant  prtn

cipal  because  he  trusted  her  knowledge  and  drive

Before  the  assistant  principal  arrived,  the  principal

shared  with  me  his  perceptions  about  her  By  this  txme  xn

the  year  the  principal  and  I  were  worktng  together  on his



67

concerns,  and  now  the  arrival  of  the  new  assistant  principal

was  on  his  mind.

Rationale  for  the  Advisor's  Work

With  the  Assistant  Principal

The  principal  asked  that  I  work  with  the  assistant  prin-

cipal,  individually,  and  with  him,  on  her  approach  to  work  -

ing  with  teachers.  I  agreed  to  do  this,  not  only  because

the  principal  requested  that  I  do  so,  but  because  I  had

worked  hard  to  develop  on-going  relationships  with  the  prin-

cipal  and  teachers.  My efforts  with  the  principal  had  been

directed  to  slowing  him  down,  to  increasing  his  patience

and  support  of  teachers.  I  worried  that  a  person  coming  in

"with  little  patience  for  incompetence"  could  reinforce

some  of  the  principal's  old  patterns  of  behavior.  In  addi-

tion,  I  knew  that  she  was  a  member  of  the  school  and  adrnin-

istrative  staff  who  was  going  to  be  working  with  teachers,

as a  supporter  of  change,  long  after  I  left  the  school.  In

the  same  way  that  the  principal  is  a  "key  agent  of  change,"

so  is  the  assistant  principal.  Therefore,  for  all  of  the

above  reasons,  I  expanded  my work  to  include  the  new  assis-

tant  principal.
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Teachers'  Reactions

The  assistant  principal  felt  much  tension  and  resist-

ance  from  teachers  when  she  arrived.  She  had,  in  fact,  got-

ten  the  position  for  which  a  number  of  teachers  within  the

school  had  applied.  The  teachers  resented  her  presence  and

saw  her  as  an  "outsider.  "  Compounding  this  situation,  she

arrived  at  the  school  like  a  tornado.  She  assumed  that  all

of  the  teachers  in  the  school  were  committed  to  the  open

approach  and  she  felt  that  all  she  needed  to  do was  to  "get

in  there,  do  it  and  then  the  teachers  would  get  excited  and

pick  up  on  it.  "  She  did  not  expect  teachers  to  procrasti-

nate  about  making  plans  and  then  carrying  them  through,  for

this  was  antithetical  to  her  style.

Work  Begins:  Assistant  Principal's  Style

The  principal,  assistant  principal,  two  consultants

(whom  the  principal  had  hired  in  December)  and  I  met  togeth-

er  to  discuss  what  had  been  happening  in  the  school,  what

changes  had  been  made,  and  what  work  needed  to  be  done.  The

assistant  principal  decided  that,  since  she  knew  the  teach-

ers  in  one  of  the  communities,  she  would  begin  her  work

there.  This  was  a  poor  decision,  since  one  of  the  teachers

in  that  community  had  applied  for  the  position  of  assistant

principal  and  resented  her  presence.  However,  she  began
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her  work  in  this  cornrnunity  fast  and  furiously.  She  ran  in

and  out  of  the  cornrnunity,  telling  teachers  what  she  felt

they  needed  to  do,  and  expecting  "to  set  the  example  by  go-

ing  into  the  rooms  and  giving  demonstrations.  "  She  informed

one  teacher  that  children  needed  the  experience  of  cooking,

and  then  proceeded  to  set  up  a  cooking  area  with  procedures,

recipes,  sign-up  lists,  etc.  She  did  not  involve  the  teach-

er  in  the  process.  In  fact,  she  totally  by-passed  the  teach-

er  and  then  was  quite  surprised  when  the  teacher  not  only

did  not  pick  up  on  the  work  the  assistant  principal  had  be  -

gun,  but  also  resented  her  very  presence  in  the  classroom.

Because  I  had  also  been  working  with  this  teacher,  she

shared  with  me  her  feelings  of  anger  and  frustration.  She

felt  that  the  assistant  principal  had  disrespected  her  and

had  refused  to  take  into  account  her  philosophy  and  style

of  working.  Once  the  assistant  principal  walked  into  her

room,  she  no  longer  felt  it  was  her  classroom,  her  children,

or  her  time.  The  teacher  added  that  many  of  the  other  teach-

ers  felt  similarly  about  the  assistant  principal's  approach

to  working  with  them.

Continuing  Meetings  with  ASsiStant  Principal

The  principal  and  I  had  been  discussing  the  function  of

a  "supporter  of  change"  and  we  continued  these  discussions

with  the  assistant  principal.  We  spoke  of  her  approach  to
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working  with  teachers  and  the  successes  and  failures  she

was  facing.  Because  of  her  style  she  moved  out  of  the  com  -

munity  she  had  first  attempted  to  work  with  in  a  few  weeks

and  had  moved  into  other  comunities.  She  was  busy  racing

all  over  the  building,  working  with  children,  telling  teach-

ers  what  she  felt  they  needed  to  do,  arid  bringing  in  materi-

als.  She  spent  no  time  talking  with  teachers  about  what

they  felt  they  needed  or  how  they  wanted  to  work  with  her.

She  spent  little  time  getting  to  know  the  teachers,  either

personally  or  professionally,  or  they  her.  Yet,  she  ex-

pected  instant  change.

During  our  discussions  we  examined  the  teachers'  reac-

tions  to  her many  of  them  negative,  and  as  a  result  of

the  discussions  the  assistant  principal  decided  to  work  in

communities  in  a  more  concentrated  way.  She  would  work  in

each  community  for  a  week  at  a  time,  as  opposed  to  one  day

a  week.  In  this  way,  she  hoped  to  have  time  to  speak  with

teachers  about  where  they  saw  themselves  going  and  what

types  of  support  and  help  they  felt  they  needed  from  her.

This  change  did  not  come  about,  however,  until  two  months

after  she  had  arrived  at  the  school  and  the  assistant  prin-

cipal  found  herself  dealing  with  much  pent  up  anger  from

the  teachers.
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The  Assistant  Principal  Observes

The  Advisor's  Approach

In  March  1976,  the  assistant  principal  asked  if  she

could  observe  me  helping  a  teacher  rearrange  his  room.  The

teacher  agreed  to  have  the  assistant  principal  present  dur-

ing  the  change.  In  working  with  this  teacher  I  first  re  -

explored  with  him  how  he  worked  with  children  and  the  changes

he  felt  he  needed  to  make.  I  offered  suggestions  and  gave

him  feedback  on  his  ideas.  We  then  proceded  to  make  the

necessary  changes.  rhe  end  result  was  a  new  room  arrange-

ment  which  he  felt  he  was  willing  to  try,  for  it  was  a  re-

flection  of  the  growth  he  had  made  over  the  past  months  of

work.  The  assistant  principal  and  I  discussed  the  sesson

afterwards.  She  was  struck  by  how  I  had  involved  the  teach-

er  in  the  process.  She  was  becoming  more  aware  of  her  need

to  work  WITH  teachers  as  opposed  to  working  around  them.

Changes  in  the  Assistant  Principal

In  June  1976,  the  assistant  principal  said  that  she was

much  more  aware  of  the  importance  of  examining  her  style  of

working  with  teachers.  "In  February,  when  I  first  came  to

the  school,  I  didn't  even  think  about  my approach  to people.  "

Now  she  was  looking  much  more  carefully  about  her  approach

and  how  it  affected  teachers.  She  also  said  that  she  had
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learned  the  importance  of  working  with  teachers,  rather  than

walking  into  a  classroom  "and  doing  it  for  them  "  It  was

her  hope  that,  in  September  1976,  she  would  put  this  new

awareness  into  practice

Analysis  of  Reasons  for  Change

Thus,  my work  with  the  assistant  principal  had  been

focused  on  looking  at  her  style  of  working  with  and  support

xng  teachers  She  had  been  willxng  to  work  with  me,  partly

because  the  principal  had  encouraged  her  to  do  so  and  partly

because  she  herself  was  interested  in  improving  her  skills

And,  while  her  behavior  had  not  substantially  changed  during

the  three  months  we  worked  together,  she  felt  that  she  would

begin  to  see  the  effects  of  our  work  together  the  following

year
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ADVISOR  WORKS  WITH  TEACHERS

Demonstrating  and  modeling  specific  methods  and

techniques  of  teaching  are  a  typical  activity,

but  major  emphasis  is  also  needed  on  being  a

facilitator,  on  helping  the  teachers  in  any  way

possible  to  move  towards  the  stated  objectives.

This  may  mean  locating  institutional  material,

physically  rearranging  the  classroom,  and  sharing

the  planning  of  programs  for  the  year  as  well  as

day  to  day.  Supportive  feedback  from  classroom

observation  is  usually  seen  as  an  essential  com-

ponent  for  this  new  role.42

The  above  description  by  Gordon  Klopf  is  an  accurate

account  of  my  work  with  teachers.  I  did  indeed  become  a  re-

source  person gathering  materials  for  projects,  categor-

izing,  arranging  and  listing  curriculum  materials  available

in  the  various  school  storage  closets,  and  "scrounging"

items  such  as  wood  scraps  and  stocking  boxes.  I  also  worked

directly  with  children  and  teachers  in  various  curriculum

areas  with  various  materials  such  as  building  with  tri-wall,

and  working  with  planting,  animal  care,  painting,  block

building,  bookmaking,  and  social  studies.  I  worked  with

teachers  in  rearranging  their  classrooms  on  the  basis  of

the  needs  of  the  children  and  the  teachers.  I  spent  time

talking  with  teachers  about  their  classrooms,  their  child-

ren,  their  goals,  and  themselves.
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Beginning  Work  with  Teachers

During  my  first  few  weeks  at  the  school  I  spent  much

of  my  time  visiting  cornrnunities  and  speaking  with  teachers.

It  became  apparent  that  there  were  some  teachers  who  very

much  wanted  to  work  with  me,  and  that  there  were  others  who

did  not.  I  decided  that  since  my  time  was  limited  because

I  was  only  slated  to  be  at  the  school  two  days  a week,  it

made  most  sense  for  me  to  work  with  the  receptive  teachers.

I  also  felt  very  strongly  that  it  would  be  beneficial  to

involve  teachers  in  this  decision.  I  believed  that,  by  ap-

proaching  teachers  from  this  vantage  point  our  work  together

was  being  built,  right  from  the  outset,  on  a  spirit  of  col-

laboration.  During  these  same  weeks  I  began  to  set  up  the

Teacher  Resource  Room,  which  had  been  one  of  the  principal's

priorities.  I  collected  various  materials  (cardboard,  yarn,

magazines,  teacher-made  materials,  styrofoam,  etc.  ) and  set

up work  displays  of  bookbinding,  children's  creative  writing

newspapers,  puppet  making  and  printing  activities,  along

with  two  teachers  who  were  involved  in  a  special  reading

program.  I  then  sent  a  letter  to  teachers  explaining  what

I  had  been  doing,  asking  for  their  suggestions,  and  inviting

them  to  come  down  to  the  Resource  Room  to  work  with  the

materials,  browse,  talk,  etc.  (See  Appendix  VIII.)
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Teachers'  Responses  and  Needs

A  number  of  facts  became  apparent  during  these  begin-

ning  weeks.  First  of  all,  teachers  were  working  independent-

ly  of  one  another,  even  within  the  cornrnunities,  and  they

wanted  individual  assistance  and  support.  They  wanted  to

work  with  me  with  their  individual  classes,  and  in  their  own

space,  on  their  particular  concerns  and  problems.  They  did

not  want  to  work  with  me  collaboratively  with  the  other

teachers  in  their  community.  This  desire  on the  part  of

teachers  had  tremendous  influence  on my method  of  working.

Instead  of  working  with  groups  of  teachers  on  community  is-

sues  or  projects,  conducting  workshops  for  the  entire  staff

or  for  teachers  of  a  specific  grade,  I  worked  with  teachers

on  a  one-to-one  basis.  Teachers  were  feeling  so overwhelmed

by  their  work  in  their  own  classes  that  they  did  not  feel

they  had  time  to  come  to  the  Resource  Room.  Since  teachers

were  not  coming  to  and  using  this  room,  the  principal  and I

agreed  that  I  should  stop  putting  energy  into  it.  Thus,  I

began  to  direct  my  attention  to  working  with  teachers  in

their  individual  spaces.

Factors  Shaping  Working  Method

During  my  six-month  stay  at  the  school  I worked  with

nine  of  the  fifteen  teachers.  The  depth  of  this  work  varied
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and  was  determined  by:  (l)  how  much  assistance  the  teacher

wanted;  (2)  the  amount  of  time  and  energy  I  had;  and  (3)  my

ability  to meet  his/her  particular  needs.

In  the  following  pages  I  shall  discuss  my work  with

teachers  in  more  specific  terms.  The  case  study  I  shall

present  is  an  example  of  my most  successful  work  with  one

teacher,  with  special  attention  to  the  kinds  of  changes  he

made  in  his  classroom.  I  am  choosing  this  "success  story"

because  I  think  I  found  in  this  experience  the  elements  of

working  successfully  with  teachers  towards  change change

in  attitude  about  children  and  learning;  change  in  methods

of  teaching;  and  change  in  physical  arrangement  of  classroom

space.

Case  Study Advisor  Works  with  One  Teacher

Initial  Request

In  January,  1976,  one  of  the  teachers  requested  that  I

visit  his  room.  He  had  not  felt  ready  to  have  anyone  visit

his  room  as  he  had  been  on  leave  and  needed  time  to  adjust

to  the  children  and  to  the  school.  He  was  having  a  diffi-

cult  time  and  felt  that  he  needed  support  and  assistance.

I  had  already  been  working  with  a  number  of  teachers  whom  he

knew  and  trusted,  and  he  had  heard  that  I  had  been  helpful

to  them.
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My  Method:  Observation

My  first  visit  lasted  approximately  thirty  minutes.  I

observed  the  children  and  the  teacher.  I  listened  to  and

watched  the  interactions  between  the  children  and  between  the

teacher  and  the  children.  I  looked  around  to  see  what  mater-

ials  were  available  and  in  what  areas  the  children  were  work-

ing.

The  classroom  was  bare,  save  for  a  few  posters  and

charts  which  had  obviously  been  up  for  months,  paper  clocks

made  by  children,  and  a  display  of  "things  that  are  red.  "

On  one  shelf  there  were  some  phonics  games,  placed  one  on

top  of  the  other,  with  box  tops  off  and  game  pieces  strewn

around  on  the  shelf  and  floor.  In  the  "library,"  books

were  displayed  in  similar  fashion.  The  room  had  no  other

materials,  and  what  was  present  was  poorly  arranged.

The  children  were  seated  in  groups,  according  to  their

reading  ability.  They  were  working  in  workbooks,  readers,

worksheets,  notebooks,  etc.  Their  materials  were  pencil

and  paper.  The  atmosphere  was  cold,  tense,  and  hostile.

The  teacher  wanted  the  children  to  sit,  work  silently,  and

finish  their  assignment.  The  children  were  unable  to  do  so.

Consequently,  there  was  a  major  and  continuous  yelling  bat-

tie  between  the  teacher  and  the  children,  as  well  as numer-

ous  small  fights  among  the  children  themselves.
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Advisor's  Initial  Feedback

I  met  with  the  teacher  during  his  lunch  period  to  dis-

cuss  my  observations  and  his  needs.  I  wanted  to  meet  with

him  on  the  same  day  I  visited  his  room,  so  that  the  visit

would  be  fresh  in  both  our  minds.  He  immediately  asked  me

what  I  thought  about  his  room.  I  decided  to  focus  on  the

classroom  atmosphere.  I  felt  that  it  was  important  to  ;ac-

knowledge  the  fact  that  he  was  having  a  difficult  time  with

the  children,  and  that  they  were  having  a  difficult  time  with

him,  and  with  each  other,  before  the  ISSUES  of  curriculum

development,  material-use,  and  room  arrangement  were  dealt

with.

As  soon  as  I  shared  my  perception  with  the  teacher,

which  was  that  there  was  a mini-battle  going  on  in  the  room,

he  agreed  and  spoke  for  about  five  minutes  about  how  diffi  -

cult,  unruly,  undisciplined,  hostile  and  aggressive  the

children  were.  He  felt  that  he  had  tried  everything  from

praise,  to  rewards,  to  punishment,  and  that  he no  longer  knew

what  to  do.  I  asked  if  he  had  heard  of  William  Glasser's

book,  Schools  Without  Failure,  which  speaks  of  the  success

of  class  meetings  in  dealing  with  children's  attitudes  and

behavior.  He  had  not,  and  he  also  voiced  sentiment  that  he

did  not  feel  ready  to  hold  such  meetings.  I  then  suggested

that  perhaps,  if  there  were  more  materials  in  the  class,
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more  things  for  the  children  to  choose  to  do,  other  than

workbooks,  the  children  would  settle  down.  Since  the  teach-

er  felt  that  one  of  the  main  problems  was  the  children's

inability  to  positively  interact  with  one  another,  I  sug-

gested  the  possibility  of  introducing  a  number  of  board

games  into  the  classroom.  I  felt  that  games  would  be  a non-

threatening  first  step  in  the  introduction  of  materials  into

the  classroom for  the  children  and  for  the  teacher.  He

responded  positively  to  this  suggestion.  However,  he  wor-

ried  about  the  children's  ability  to  take  good  care  of  the

games  and  their  ability  to  play  well  together.  Hearing  his

reservation,  I  offered  to  work  in  his  classroom  with  the

children,  teaching  them  the  rules  of  the  games,  dealing  with

any  fights  that  arose,  and  teaching  them  how  to  care  for  the

games.  The  teacher  felt  comfortable  with  this,  and  our

first  agreement  had  been  reached.

Advisor's  Working  Method

I  worked  in  this  room  with  the  children  for  one  hour,

two  days  a week  for  three  weeks.  :[ worked  with  small  groups

of  children,  with  games,  and  then  suggested  that  each  of

them  teach  another  child  how  to  play  with  and  care  for  the

games.  We  made  charts  of  who  knew  how  to  play  which  games

and  who  wanted  to  learn  how  to  play.  Over  the  course  of

these  weeks  the  teacher  and  I  spoke  about  this  work  and  he
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stated  that  he  had  observed  some  differences  in  the  child-

ren's  behavior.  He  felt  that  they  were  fighting  less,  and

that  they  were  completing  their  assignments  more  quickly

because  they  knew  they  could  choose  to  play  with  the  games

(checkers,  dominoes,  Candy  Land,  Chutes  and  Ladders,  puzzles).

He  also  found  that  after  locking  the  games  in  his  closet  for

about  two  weeks  the  children  were  showing  that  they  could

be  responsible  in  taking  good  care  of  these  games  'and  he

was  becoming  more  willing  to  leave  them  out  on the  shelves

labelled  and  well  organized,  as  opposed  to  randomly

strewn  about,  This  change  was  the  result  of  a  discussion

the  teacher  and  I  had  about  the  importance  of  good  class-

room  organization.

We continued  to  discuss  the  progress  and  problems  in

the  room.  We analyzed  why  some  things  were  working  and  why

others  were  not.  He  spoke  of  a  disastrous  experience  he

had  had  painting  with  all  of  the  children  at  one  time.

Using  his  experience  as .a jumping  off  point,  we  discussed

how  he  could  attempt  to  introduce  painting  in  the  classroom

in  a  more  successful  manner.  He  asked  if  I  would  be willing

to  set  up  a  painting  area  with  a  small  group  of  children,

teaching  them  procedures  and  techniques.  I  agreed  tO  da

this  and  we  gathered  the  necessary  materials.  We spoke  of

the  importance  of  painting,  and  how  it  provided  the  child  -

ren  the  opportunity  tO  explore  their  THOUGHTS  and feelings
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in  a medium  other  than  pencial  and  paper,  and  how  children

could  work  in  this  area  independently.  We  spoke  of  the

possibilities  of  integrating  the  painting  with  the  language

arts  and  social  studies  curriculum.  I  recormnended  a  number

of  children's  art  books,  and  over  the  course  of  the  next

few  weeks  I  brought  them  in  for  him  to  read.  Thus,  the

second  step  of  our  work  together  had  been  reached.

I  again  worked  in  the  room  with  small  groups  of  child-

ren.  I  taught  them  how  to  set  up  their  easels,  use  and  care

for  the  paper,  paints  and  brushes,  hang  up  their  finished

paintings  to  dry,  clean  up the  area.  (Each  child  had  his/

her  own  bucket  and  sponge.  ) The  children  became  very  in-

volved  in  the  entire  process,  from  beginning  to  end.  They

also  knew  that,  if  they  did  not  work  responsibly  in  the

painting  area,  the  teacher  would  undoubtedly  close  it  off.

The  children  were  becoming  more  aware  of  the  needs  and  ex  -

pectations  of  the  teacher,  and  they  were  willing  to  respond

accordingly.  Painting  became  a hit  in  this  room,  and  after

a  month,  the  teacher  had  an Art  Show  of  the  children's

paintings  on  the  bulletin  board  on  their  floor,  with  their

accompanying  stories.

During  the  next  few  weeks,  the  teacher  and  I  decided

to  set  up  an  Audio-Visual  center,  with  a  film  strip  pro-

jector,  record  player,  and  cassette  tape  recorder.  We

chose  films  and  stories  related  to  their  social  studies
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theme  and  to  the  children's  general  enjoyment  of  seeing  and

listening  to  stories,  Here  too  we worked  with  the  children,

teaching  them  how  to  operate  the  equipment,  care  for  the

materials  and  sign-up  for  workiru:)  in  this  area.

Another  activity  area  planned  and  implemented  was  a

planting  project.  We  used  the  Board  of  Education  Science

Manual,  ESS  guides  on  planting  and  various  library  books  to

guide  us  in  this  project.  We  collected  the  necessary  ma-

terials  and  planned  to  involve  the  children  in  the  actual

planting,  caring  for,  and  growing  their  plants.  We  also

planned  to  have  the  children  keep  graphs  on  their  plant's

growth  as well  as  written  logs  on  the  progress  they  were

making.  This  work  continued  for  a  number  of  weeks,  and  I

learned  after  I  had  left  the  school,  that  this  teacher

worked  with  the  assistant  principal,  two  other  teachers  and

all  of  their  children  to  plant  a  vegetable  garden  in  the

playground  outside  their  rooms.

After  Four  Months

Thus,  in  May,  this  classroom  looked  and  felt  quite

different  than  it  had  in  January.  The  children  still  had

their  assigned  seats  and  work  to  accomplish,  but  the  room

was  much  richer  and  warmer.  There  were  activities  the

children  enjoyed  doing  and  the  teacher  felt  comfortable

allowing  them  to  do.  There  were  fewer  fights  among  the
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children  and  the  teacher  yelled  less.  The  teacher  still

considered  this  group  of  children  difficult,  but  he  was

also  aware  that  he  had  some  responsibility  for  the  situa-

tion.  He  had  personal  problems  and  he  realized  that  this

had  an  effect  on  how  he  reacted  to  the  children.  He  did

feel,  however,  that  the  situation  in  the  room  had  improved

and  he  felt  good  about  his  own  growth  and  change.

Analysis  of  Results:  Factors  in  Success

The  success  of  my work  with  this  particular  teacher  is

due,  I  feel,  to  a  number  of  factors:  (l)  both  of  us  agreed

to  work  together;  (2)  I  was  willing  to  listen  to  the  teacher

to  find  out  who  he  was,  where  he had  come  from  and  where  he

felt  he  was  ready  to  go;  (3)  we  worked  together  on  solving

the  problems  in  his  room,  in  a  give  and  take  situation;  (4)

I  was  willing  to  come  into  his  room  and  work  with  the  child-

ren,  both  independently  of  him  and-cooperatively  with  him;

(5)  we  shared  our  ideas  and  perceptions  about  children,

learning  and  teaching;  (6)  I  was  able  to  give  him  honest

feedback  about  what  I  observed  in  his  room;  (7)  we  involved

the  children  in  the  process  of  these  changes.

The  Teacher's  Feedback

In  June,  this  teacher  said,  "You  were  helpful  to  me.

You  listened  to  what  was  important  to  me  about  the  way  that
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I  worked  with  my  class,  and  you  respected  that.  You  were

able  to  help  bring  out  of  me what  I  needed  help  with.  You

have  a  soft  sell you  don't  push.  You  present  information,

but  in  a  way  that  doesn't  seem  pushy.  You  made  me  feel  that

I  was  part  of  a  learning  process.  You  got  right  in  and  did

things,  but  I  didn't  feel  pushed  aside.  You  showed  me  how

to  do  it  by  doing  it,  but  I  didn't  feel  apart  from  it,  I

felt  part  of  it.  I  felt  that  I  learned  along  with  you  and

the  children  and  I  felt  included.  And  I  feel  good  about

the  changes  I  made  in  my  classroom."  (See  Appendices  IX

and  X.  )
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OVERALL  STRATEGY:  THE  OPEN  EDUCATION  COMMITTEE

In  October,  the  principal  mentioned  that  on  Open  Edu-

cation  Cornrnittee  had  been  formed  the  previous  year  and  that

he  was  interested  in  its  revival.  This  committee  was  a

volunteer  group  of  teachers  who  met  weekly  to  discuss  edu-

cational  concerns.  I  saw  that  this  cornrnittee  had  the  poten-

tial  to  begin  work  on  some  of  the  problems  the  principal

and  teachers  had  been  facing,  in  both  the  Old  and  the  New

School.  I  believed  that  the  re-establishment  of  the  com-

mittee  was  important,  because  it  was  the  single  organism

for  unified  change  in  the  school a  composite  of  adrnini-

strators  and  staff  coming  together  in  a  group  situation  to

share  concerns,  ideas,  and  feelings  about  the  changes  they

each  were  involved  in.

Principal's  Rationale

The  principal  had  been  struggling  with  the  issue  of

ownership  and  shared  decision  making.  He  wanted  teachers

to  become  more  involved  in  their  classes,  in  their  cornmun-

ity,  and  in  the  school  as  a  whole.  He  wanted  them  to  feel

cornrnitted  and  to  put  more  time  and  energy  into  their  pro-

grams.  He  believed  that  if  teachers  were  more  involved  in

the  decision-making  process  on  issues  that  directily  af-

fected  them,  they  would  begin  to  do so.  He  also  hoped  that,
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through  discussions  about  educational  concerns,  the  teachers

and  he  would  improve  their  working  relationship.  Amidst  his

hopes  there  was  also  an  element  of  fear.  The  principal  wor-

ried  about  the  implications  of  joint  decision-making.  Would

he  lose  control  in  the  school?  He  also  tended  to  doubt  the

success  of  the  committee.  However,  he  decided  to  call  the

first  meeting  of  the  committee  at  the  end  of  October.

First  Meeting:  Principal's  Dreams

During  the  first  meeting  of  the  Open  Education  Commit-

tee,  the  principal  stated  that  the  purpose  of  the  committee

was  to  create  a  forum  for  a  "joint  effort  of  principal  and

teachers  to  deal  with  many  of  the  issues  involved  with  open

education.  "  He  wanted  this  cornrnittee  to  be  a  place  where

ideas,  plans,  concerns  and  procedures  could  be  discussed.

Most  important,  he  stated  that  he  wanted  this  to  be  "a  co-

operative  venture  between  staff  and  administration  in

decision  making an  alternative  to  decision-making  solely

by  administrative  fist.  "

Teachers'  Reactions

The  principal's  statements  were  quite  impressive  and

certainly  showed  teachers  that  he  had  an  ideal  vision  of

how  he  would  like  to  work  with  teachers.  However,  many  of

the  teachers  who  had  worked  with  him  in  the  past  did  not



believe  him.  Their  perception  of  him  was  that  he  was  direc-

tive  and  dictatorial,  and  they  did  not  have  faith  that  he

too  was  struggling  with  making  changes.

Clarification  of  the  Structure

After  the  first  few  meetings,  it  became  evident  that

there  was  a  core  group  of  about  nine  people  who  were  coming

regularly  to  the  meetings,  and  about  three  people  who  were

coming  irregularly.  It  also  came  to  pass  that  the  principal

became  involved  in  supervising  the  children  in  the  lunchroom

during  the  time  the  cornrnittee  met.  Thus,  he  was  unable  to

attend  the  meetings  from  beginnir4g  to  end.  The principal's

absence  from  the  meetings  had  several  noticeable  results:

(U  I  became  the  facilitator  of  the  meetings.  (2)  Teachers

raised  issues  and  feelings  they  might  not  have  shared  di-

rectly  with  the  principal.  (3)  I  became  liajson  between  the

principal  and  teachers.

Advisor  and  Principal  Work  Together

Since  the  principal  was  not  present  at  the  meetings,

we  did  not  become  co-facilitators.  We  did,  however,  spend

many  hours  planning  sessions,  sharing  ideas,  and  processing

the  outcome  of  the  meetings.  We  spent  time  dealing  with  the

principal's  reactions  to  some  of  the  topics  and  feelings

raised  by  teachers.  There  were  times  when  the  principal  was

I
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quite  angry  about  the  direction  of  the  discussions  and,  in

these  instances,  I  played  the  role  of  the  interpreter  and

clarifier  of  what  I  perceived  the  teachers  were  saying.

Emerging  Work  Methods:  Setting  Priorities

During  the  course  of  the  year,  the  agenda  was  set  by

the  various  parties myself,  the  principal,  and  the  teach  -

ers.  Some  of  the  issues  were  cornrnon  concerns  of  the  princi-

pal  and  teachers,  such  as  the  goals  of  the  school,  the  mean-

ing  and  implementation  of  open  education  within  a  cornrnunity,

the  method  and  rationale  of  record-keeping.  Other  issues

were  more  specific  to  the  principal's  concerns,  such  as:

the  use  of  the  space  within  the  community;  community  pro-

jects;  the  use  of  the  Home  Economics  room;  enlarging  school

to  encompass  a  seventh  grade  community.  Still  other  issues

were  more  specific  to  the  teachers'  concerns,  such  as:

daily  problems  they  were  facing  in  organization,  structure

and  children's  behavior;  their  feelings  about  administrative

pressure  to  change,  and  change  fast;  the  meaning  of  comrnun-

ity  and  the  principal's  expectations  of  how  it  should  be

operated.

Analysis  of  My  Role

In  looking  back  on  my  role  in  these  meetings,  I  think

that  it  had  both  positive  and  negative  effects.  Since
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cormnunication  had  been,  and  continued  to  be  a problem  in  the

school,  the  principal  needed  to  engage  teachers  in  face-to-

face  cornrnunication  for  this  to  improve.  Because  of  his

absence  this  was  impossible,  and  I  wonder  if  my  role  as

liaison  made  it  that  much  easier  for  him  to  abrogate  this

role.  Perhaps,  the  principal  and  teachers  would  have  been

forced  to  communicate  directly  with  one  another  had  I  re-

fused  to  play  the  intermediary  role.  On  the  other  hand,

the  feeling  of  both  principal  and  teachers  was  that  they

were  not  ready  to  discuss  some  of  these  issues  with  each

other,  and  perhaps  the  role  I  played  made  it  safer  for  these

ISSUES  and  feelings  to  surface.  Precisely  what  the  effects

of  these  circumstances  were  is,  of  course,  unknown.  How-

ever,  what  did  happen  at  these  meetings  was  positive  and  the

work  accomplished  was  important  to  the  development  of  the

school,

Results  of  the  Open  Education  Committee  Meetings

The  following  is  a  list  of  the  results  of  the  commit-

tee  :

1) Relationships  and  communication  among  teachers  are

improved.

2)  A  peer  support  system  for  teachers  develops.

3)  Principal  begins  to  "hear"  and  become  more  aware  of

teachers'  feelings.
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4) Teachers  become  more  involved  in  discussions  and  deci-

sions  which  are  directly  related  to  their  work.

5)  Teachers  and  principal  work  together  to  write  a  clari-

fication  of  their  goals  and  expectations,  regarding

open  education  and  open  space  (cormnunity)

6) Teachers  work  on  compendium  of  various  forms  of  plan-

ning  and  record  keeping.

7) Lists  of  all  educational  materials  in  the  school  are

compiled.

8) Teachers  and  administrators  work  on  Handbook  of  School

Policy.

Extent  of  Changes  Brought  About  by  Committee

As  the  list  indicates,  the  changes  brought  about  by  this

cornrnittee  were  small.  Work  was  accomplished,but  it  was  not

the  work  the  principal  had  initially  called  for.  The  comrnit-

tee  did  not  significantly  improve  the  relationship  or  com-

munication  between  the  principal  and  teachers.  The  group

did  not  change  the  decision-making  process  or  principal's

style  of  leadership  in  the  school.  In  fact,  the  Open  Educa-

tion  Committee  did  not  bring  about  sweeping  changes  in  the

school.  Had  the  principal  been  present  at  more  of  the  meet-

ings,  had  the  two  parties  actually  worked  together  in  a joint

effort,  had  I  not  become  the  facilitator  of  the  sessions,  the
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effects  would  undoubtedly  have  been  different.  However,

the  work  of  the  committee  was  in  its  formative  stage,  its

first  six  months,  and,  in  small  ways,  it  was  a  success.



92

SUMMARY

'!.  .  . the  rewards  to  be  realistically  hoped  for

are  the  indirect  ones,  as  was  the  case  with  the

sons  who  were  told  to  dig  for  buried  treasure  in

the  vineyard.  They  found  no  treasure,  but  they

improved  the  soil.  "  (Rappaport,  1960).  Many  of

our  social  institutions  cry  out  for  vast  reform.

Innovators  know,  however,  that  institutional

change  comes  about  very  slowly  and  in  limited

ways.  Thus,  they  find  no  buried  treasure  in  the

vineyard  when  they  dig,  but  they  do  improve  the

soil;  and  in  so  doing  they  increase  the  possi-

bility  that  human  beings  may  have  the  opportun-

ities  to  grow  and  enrich  their  lives.

Gluckstern  and  Packard43

It  is  well-known  that  the  process  of  change  is  indeed

slow.  This  holds  true  for  changes  in  individuals,  for  or-

ganizations  in  general  and  for  schools  in  particular,  as  I

found  in  my work  in  the  New  School.

While  it  had  been  C!M's  hope  that  the  work  of  the  ad-

visor  and  the  coordinator  of  the  Principal  Leadership  Study

would  dovetail,  this  did  not  come  to  pass.  Since  the  prin-

cipal  had  initially  joined  the  PLS  for  the  Advisory  Service,

he  did  not  request  to  work  with  the  coordinator.  He  felt

that  his  in-school  needs  were  being  met  by  the  advisor.

Thus,  the  principal's  participation  in  the  PLS  meetings

was  quite  separate  from  his  work  with  the  advisor.

In  addition  to  the  lack  of  coordination  of  services  be-

tween  the  PLS  and  the  Advisory  Service,  there  was  a misunder-

standing  between  the  principal  and  CTW  about  the  nature  of
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the  role  of  the  advisor.  In  June  1975,  CTW had  decided  that

the  work  of  the  advisor  would  be  more  effective  if  she  worked

with  the  administrative  staff  as  well  as  with  the  teachers.

This  is  what  I  understood  my  job  was  when  I  was  hired  as

advisor  in  October  1975.  While  CTW  claimed  that  the  princi-

pal  had  agreed  to  this  change,  the  principal  was  not  observ-

ing  the  agreement.  It  became  clear  very  shortly  that  the

principal  was  still  expecting  the  advisor  to  function  solely

as  a  teacher  trainer.  Thus,  a  major  part  of  the  advisor's

work  during  the  first  month  and  a  half  were  spent  trying  to

establish  a working  relationship  with  the  principal.  Had

the  misunderstanding  not  taken  place,  it  is  possible  that

the  work  of  the  principal  with  the  advisor  could  have  pro-

gressed  further  than  it  did.

As  an  advisor  to  the  administrative  and  teaching  staff

of  the  New  School,  it  was  important  that  I  be  knowledgable

about  open  education  and  "hands-on-materials.  "  While  I  had

never  worked  in  an  open  space  school,  I  had  taught  with

other  adults,  and  I  could  empathize  with  the  feelings  and

situation  of  the  teachers.  I  was  present  in  the  school

during  the  stages  of  awareness-interest,  evaluation,  trial,

and  (partial)  adoption.  I  worked  with  people  in  a  suppor-

tive  manner  on  issues  of  special  concern  to  them.  I  at-

tempted  to  start  workiru:)  with  people's  strengths  and  "where

they  were"  while  also  trying  to  be  sensitive  to  their  readi-
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ness  to  move  on  to  new  stages.  My  role,  in  short,  was  to

support  people  in  their  growth  and  development  in  the

changes  they  wished  to  make.

The  changes  that  were  expected  to  take  place  in  this

school  were  massive.  Changes  in  philosophy  of  education,

styles  of  teaching,  attitudes  towards  children  and  other

adults,  quality  of  relationships,  patterns  of  cormnunication

and  decision-making  were  among  the  priorities.  These  iSSueS

are  of  vital  importance  to  a  school.  They  are  also  areas

which  require  a  lot  of  time,  energy,  thought,  and  planning

to  work  through,  improve  and  change.  The  literature  on

change  points  out  that  innovations  requiring  large  outlays

of  time,  energy  and  money  from  the  adopting  individual  or

group  are  likely  to  move  slowly  (Miles,  Mort,  Rogers) It

has  also  been  shown  that  high  complexity  (Carlson),  diffi-

culty  of  implementation  (Miles),  and  the  requirement  of

value  changes  (Fox  and  Lippitt,  Sarason)  are  factors  which

make  adoption  of  change  more  difficult.
44

In  looking  back  on  the  pre-existing  conditions  of  the

school,  I  find  that  the  situation  was  not  ripe  for  accept-

ance  of  major  changes.  Teachers  were  anxious,  and  in  many

cases  unwilling  to  expend  the  additional  time  and  energy

to  "run  an  open  classroom"  and  meet  the  needs  of  thirty

children.  The  entire  concept  of  open  education  and  working

in  an  open  space  with  other  teachers  and  children  was  alien
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to  the  attitudes  and  values  of  the  staff.  While  the  prin-

cipal  wanted  change  to  occur,  he  had  a  difficult  time  sup-

porting  teachers  in  their  efforts  to  do  SO.  In  general,

the  climate  of  the  school  was  tense  and  the  relationship

between  teachers  and  principal  was  poor.  And,  in  the  final

analysis,  the  principal  was  not  ready  to  change  his  style

of  leadership  or  the  decision-making  process.  Despite  these

hindering  factors,  changes  in  this  school  did  come  about.

They  came  about  in  small  ways  during  my  stay  at  the  school.

It  is  important  to  remember  that  "People  learn  by  doing"

and  this  takes  time.

The  principal's  main  strategy  for  change  in  the  school

was  the  teachers'  and  his  involvement  with  CTW's  Advisory

Service  and  Principal  Leadership  Study.  In  addition,  the

principal  hired  two  other  consultants  to  work  in  the  school

in  December  1975.  AS  was  pointed  out  in  the  section  on the

overview  of  literature  by  Daniel  E.  Griffiths,  change  is

facilitated  by  the  inclusion  of  outside  change  agents.  The

principal  was  aware  of  this  phenomenon  and  thus  initiated

relationships  with  such  agents.  The  principal  was  supported

by  the  district  superintendent  in  so doing.  Thus,  the  ini-

tiative  to  implement  change  was  coming  from  the  "target"

system  itself,  and  the  initiative  to  work  with  the  outside

agent,  the  advisor,  was  likewise  coming  from  the  "target"

system.
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The  principal  believed  that  the  teachers  would  feel

freer  to  work  with  people  from  outside  the  school.  He  also

believed  that  an  advisor  from  CTW would  be  knowledgeable

about  open  education,  experiential  learning,  and  working

with  materials  and  curriculum  development.  Numerous  studies

point  to  the  importance  of  "built-in-implementation  support"

(Brickell,  Fox  and  Lippitt)
45

It  is  their  contention  that

in  many  instances,  user  inability  and  lack  of  know-how  are

more  important  factors  in  hindering  change  than  are  user

resistance  or  sabotage.  It  was  my  experience  in  the  New

School  that  people  were  feeling  anxious  and  insecure  about

their  abilities  to  work  in  new  ways this  was  true  of  the

administrative  and  teaching  staff.  Thus,  their  relation-

ships  with  me  and  with  the  other  consultants  were  very  im-

portant  during  this  first  year  in  the  school.

It  was  CTW's  contention  that  the  Advisory  Service  and

the  Principal  Leadership  Study  were  positive  intervention

strategies.  Each  was  attempting  to  work  with  various  com-

ponents  in  the  school  towards  implementing  educational

change.  The  advisor  was  to  work  with  and  support  various

members  in  the  school,  to  asSiSt  and  facilitate  in  the  de-

velopment  and  implementation  of  the  innovative  program  (open

education  in  an  open  space  school),  and  to  assist  members

in  creating  internal  processes  and  structures  to  support

and  sustain  the  changes  when  the  advisor  left  the  school.
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In  reviewing  my  work  in  the  school,  I  have  come  to  be-

lieve  that  the  Problem  Solving  and  the  Social  Interaction

perspectives  towards  change  best  describe  the  methods  I

used  in  working  with  the  school  administrators  and  teachers.

The  problem  (regardless  of  its  nature)  belonged  to  them

the  principal,  assistant  principal,  teachers.  They  had  to

"own"  the  problem  and  take  responsibility  for  working  on  it.

My  role  was  to  work  with  them  in  a  supportive  way,  in  an

atmosphere  of  mutual  trust,  to  help  them  define  the  problem,

to  observe,  to  offer  suggestions,  to  demonstrate  and  to  give

feedback.  I  established  relationships  with  people  on  an

"informal  person-to-person"  basis  and  I  made  myself  avail-

able  to  people  as  a  resource  person.  I  worked  with  people

who  were  both  "opinion  leaders"  in  the  school  and  who  were

interested  in  the  innovation  (open  education) Through  my

individual  work  and  contact  with  people,  on  both  a  formal

and  informal  basis,  and  through  my  involvement  with  people

in  the  Open  Education  Committee  I  had  hoped  to  capitalize

on  the  network  through  which  information  spreads.  In  so

doing,  I  hoped  to  foster  the  acceptance  of  changes  in  curri-

culum,  relationships,  cornrnunication  and  decision-making.

In  my  advisory  role  I  attempted  to  assist  participants

with  their  individual  competencies  and  skills,  and  tried  to

work  on  the  organizational  structure  of  the  school,  on chang  -

ing  roles,  and  on  availability  and  use  of  materials  and
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resources.  The  work  had  various  degrees  of  success.  On a

small  scale,  I  worked  with  the  principal,  assistant  princi-

pal,  two  other  consultants  and  teachers  to  implement  and

institutionalize  change  in  the  public  school  system.  All

of  the  efforts  were  conducted  with  a  spirit  of  collaboration

with  the  participants  who  were  themselves  working  towards

educational  change.
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AUTHOR'S  PERSONAL  COMMENT

In  conclusion  I  want  to  say  that,  through  my work  with

the  administrators  and  teachers  in  the  school,  I  became

acutely  aware  of  the  complexity  of  working  with  individuals

and  organizations  towards  change.  The  process  of  change  is

indeed  complicated  and  difficult with  many  factors  com-

ing  into  play.  I  became  increasingly  aware  of  the  import-

ance  of  people's  learning  by  doing  and  the  necessity  for

people  to  "own"  their  problems  and  take  responsibility  for

their  solutions.  As  Margaret  S.  Dwyers  said,  "If  change  is

to  occur  it  will  be  because  those  actively  engaged  in  the

educational  process  want  change,  expect  change  and  are  re-

warded  by  the  changes  that  take  place.  "46 John  I.  Goodlad

speaks  to  this  same  concern  when  he  says,  "Adults  in  schools

ultimately  must  learn  to  help  themselves.  Nobody  can  or

should  do  the  job  for  them.  "  "This  means  that  they  must

think  together,  plan  together,  decide  together  and  act  to  -

gether  in  dealing  with  the  problems  inevitably  inherent  in

schools.  This  is  not  easy;  in  fact  it  is  extraordinarily

47
difficult.  "  And,  to  accomplish  this  task,  schools  need

encouragement  and  support

well  as  from  the  outside.

from  inside  their  system  as

It  was  my  goal  to  help  the  members  of  this  school  work

together  more  effectively  so  that  they  could  work  on and
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solve  their  problems.  It  is  my  belief  that  patterns  of  be-

havior,  attitudes,  and  interacting  are  crucial  in  the  devel-

opment  of  a  healthy  environment  for  children  and  adults.

Until  trust  and  respect  are  present  in  the  school,  there

will  be  no  substantial  changes.  It  is  my  feeling  that  un-

less  some  of  the  very  basic  forms  of  school  structure,  or-

ganization,  and  administration  are  changed,  this  statement

will  unfortunately  remain  true.  Substituting  one  set  of

books  for  another,  or  one  set  of  projects  and  activities

for  another,  or  one  room  arrangement  for  another  will  not

really  amoun  t to  very  much,  if  this  is  all  that  is  changed.

If,  however,  these  changes  are  made  in  the  context  of  changes

in  attitudes,  beliefs,  values,  roles,  communication,  and  in-

volvement  in  decision-making,  I  do  believe  substantial  change

can  occur  and  be  sustained.
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APPENDIX  I

Creative  Teaching  Workshop

Job  Requirements:  Advisor*

Minimum:  B.A.  or  B.S.

Two  years  of  teacher  training  experience

or  equivalent.

Experience  in  the  field  of  adult  education,  specifically

related  to  teacher  training:

A)  Familiarity  with  the  development  and  use  of  "hands-

on-material"  as  a  process  for  adults  and  children

in  learning,

B)  Familiarity  with  and  ability  to  transfer  this  know-

ledge  experientially  to  others.

C)  Experience  as  a  teacher,  or  in  working  with  teachers,

on  K-6  or  9 level.

D)  Willingness  to  go  into  schools  and  work  with  school

as  an  advisor  toward  that  school's  growth  and

development  as  a  whole.

*See  page  31.
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APPENDIX  II

The  Role  of  an  Advisor  and  the

Coordinator  of  the  P.L.S.*

To  work  with  teachers  in  defining  their  styles  of  teach-

ing  and  to  assist  in  creating  a  room  which  will  foster

their  styles  of  teaching,  only  insofar  as  this  involve-

ment  is  generated  by  active  collaboration  with  the  prin-

cipal  and  serves  to  aid  that  principal  in  developing

their  role  as  supporter  of  experiential  learning.

To  be  sufficiently  flexible  to  help  people  problem  solve

those  problems  they  pose  and  work  WITH  them  to  foster

their  future  independent  solutions  to  problems  which

arise.

To  become  aware  of  OVER-ALL  function  and  design  of

school  in  order  to  identify  the  individual  needs  and

the  way  these  create  "group"  needs  in  the  school.

To  be  in  constant  communication  with  the  principal  in

order  to  identify  and  share  knowledge  of  school  needs

in  order  to  work  together  to  devise  ways  to  solve  these

problems  in  a  peer  modelled  relationship  with  the  prin-
cipal.

To  work  with  the  principal  to  create  mechanisms  for

establishing  a  sense  of  the  natural  community  that  al-

ready  exists  within  the  school.

To  work  with  the  staff  and  principal  on  reaching  agree  -

ment  about  what  the  shared  goals  (as  identified  in  cur  -

riculurn)  of  the  schools  are.  To  work  with  teachers  on

where  they  are  in  relation  to  these  shared  goals  and  to
work  with  them  in  moving  towards  reaching  these  goals.

To  help  teachers  and  principals  see  relationships  be-

tween  different  subjects  and  projects  so  that  they  have

a  more  integrated  view  of  learning  which  will  enable

them  to  be  more  creative  in  broad  curriculum  develop-

ment.

*See  page  31.
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To  help  principals  and  teachers  utilize  the  internal

resources  already  present  in  the  school,  and  to  share

these  resources  in  a  constructive  and  non-threatening

way.  Helping  to  maximize  skills  in  the  school  by  ex-

posing  children  to  other  teachers,  and,  ideally,  by

facilitating  adult  to  adult  sharing  of  skills.

9.  To  think  through  ways  of  and  resources  for  solving

problems  with  the  administration  and  staff  in  contrast

to  implementing  imposed  solutions  to  their  problems.
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APPENDIX  III

Memo  from  Principal  to  Staff,  Spring  1975*

The  following  is  a  list  of  conditions  the  teachers

were  expected  to  accept  should  they  agree  to  move  to  the

New  School.

1. A  commitment  to  explore  the  possibilities  and  make

changes  in  the  direction  of  creating  an  environement

of:  decentralization  of  learning  and  teaching,  active

involvement  by  children,  decision  making  and  options

encouragement  of  cooperative  tasks,  etc.

2.  A  cornrnitment  to  work  in  cooperation  with  other  teachers

within  a  cluster  (later  called  a  "community")  ;  share

materials,  observations,  ideas,  etc.

3. An  active  interest  in  outside  advice  from  trained

advisors  which  includes  openness  of  the  classroom  to

prolonged  visits,  meetings  to  discuss  mutual  observa  -

tions,  ideas,  problems,  etc.

4. Interest  in  studying  the  literature  regarding  open

education,  curriculum  in  an  open  environment,  use  of

materials,  etc.,  through  reading,  but  also  occasional

workshops.

5.  Willingness  to  meet  together  with  the  cluster  as  the

group  feels  it  necessary  or  useful for  a  workshop,

discussion,  sharing,  etc.

6.  Willingness  to  maintain  suitable  records  and  plans.

*See  page  37.
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APPENDIX  IV

Charity  James,  Beyond  Customs,

(New  York:  Agathon  Press,

an  educator's  jourriey.

1974),  pp.  63-65,  excerpts.*

"I  have  found  an  extraordinary  amount  of  confusion  be-

tween  these  two  terms  (open  education  and  open  space  educa-

tion  ) In  some  parts  of  the  U.S.  the  phrase  'open  educa-

tion'  denotes  excellent  programs  such  as  Lillian  Weber's

Open  Corridor  in  New  York  City  or  the  Follow  Through  pro-

grams  supervised  by  Bank  Street  College  of  Education,  the

Educational  Development  Center,  or  the  Chicago  Institute  of

Juvenile  Research.  But  in  others  it  seems  to  connote  one

of  two  things:  either  chaos  or  recent  open  space  buildings.

It  seems  urgent  to  me  that  the  difference  between  open  space

education  and  open  education  be  made  clear,  for  it  is  pos  -

sible  to  work  in  a  diversified  and  responsive  way  with

children  in  any  old  building;  and  open  spaces  unwisely  used

create  opportunities  for  educational  practices  that  are

totally  antithetical  to  the  values  for  which  the  proponents

of  open  education  stand.  "

"Open  planning  is,  of  course,  an  intelligent  attempt

to  cut  costs  and  to  avoid  obsolescence  by  making  buildings

internally  flexible.  The  problem  lies  not  so much  in  the

building  as  in  the  attitude  that  goes  with  them.  At  worst,

*See  page  44.
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they  are  the  -crassest  form  of  human  engineering,  an  attempt

to  force  people  to  work  in  a  certain  style.  It  happens  to

be  a  style  I  approve  of,  but  I  do  not  approve  of  strong-arm

methods  even  in  a  good  cause;  and  of  course,  teachers  who

are  not  willing,  not  able,  or  not  ready  to  move  away  from

the  formal  class  lesson  recognize  this  as  a  strong-arm  move,

so  that  like  other  people  under  threat  they  regress,  become

more  rigid  and  more  uncommunicative,  and  have  more  head-

aches  and  other  anxiety  symptoms.  "

"If  open  space  buildings  are  intended,  as  the  rhetoric

proclaims,  to  provide  for  flexibility,  then  the  wherewithal

for  flexibility  must  be  provided.  The  wherewithal  is  of

two  kinds:  one  psychological,  one  physical.  Psychologically

there  are  a  number  of  requirements:  it  is  essential  to  pre-

pare  teachers  for  working  collaboratively  and  with  unfamiliar

techniques  and  also  to  support  their  early  efforts.  This

requires  workshops  and  also  a  kind  of  non-threatening  inter-

vention  in  planning  and  carryirug  through  initial  programs.

It  is  no  less  important  to  recognize  that  for  some  teachers,

and  not  all  of  them  old,  working  in  open  spaces  is  not  now

and  perhaps  may  never  be  the  situation  in  which  they  can

best  work  with  youngsters.  It  should  be  possible  for  such

people  to  be  free  to  work  in  other  ways.  If  physically  they

need  to  work  in  more  differentiated  areas,  they  should  be

able  to  spend  at  least  some  time  in  seminar  rooms  or  even  in

standard  classrooms.  "
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APPENDIX  V

How  Does  Change  Happen?

Twelve  Factors  That  Facilitate

Attitudinal  and  Behavioral  Change*

Persons  tend  to  change  when  they  have  participated  in  the

decision  to  change,

Persons  tend  to  change  when  the  rewards  for  change  exceed

the  pain  of  change,

Persons  tend  to  change  when  they  see  others  changing,  par-

ticularly  when  the  change  direction  is  supported  by

valued  persons,

Persons  tend  to  change  more  readily  when  they  have  the  com-

petencies,  knowledge,  or  skills  required  by  the  change,

Persons  tend  to  change  more  readily  in  an  environment  free

from  threat  and  judgement,

Persons  tend  to  change  to  the  degree  they  trust  the  motives

of  the  persons  trying  to  induce  the  change,

Persons  tend  to  change  more  readily  if  they  are  able  to  in-

fluence  reciprocally  the  person  or  persons  attempting

to  influence  them.

Persons  tend  to  change  either  in  a  series  of  small  steps  or

as  a  total  change  in  their  life,

Persons  tend  to  change  to  the  degree  that  they  see  the  change

has  been  successful,  especially  if  they  are  able  to

gather  data  for  themselves,

Persons  tend  to  maintain  change  if  there  is  a  public  commit-

ment  to  the  change,

Persons  tend  to  resist  change  to  the  degree  that  they  feel

it  is  imposed  on  them.

National  Training  Laboratories Bethel  Maine

*See PAGES  50-51.



108

APPENDIX  VI

Helaine  Meisler Personal  Contract  11/30/75*

GOALS  (LONG  RANGE)  :

Establish  a  framework  for  working  relationship  with  princi-

pal  and  the  staff  in  an  advisory,  consultative  role.  The

basis  of  these  relationships  is  cormnunication,  trust  and

respect.  The  staff  will  look  at  the  educational  process

and  the  implications  of  what  they  do,  and  how  they  do  it,

as  individuals,  in  groups  and  with  the  children.

GOALS  (SHORT  RANGE)  ON-GOING:

1.  Helped  people  recognize  and  articulate  problems;  com-

municate  with  one  another  about  problems;  work  together  to

solve  them.

2. Helped  develop  a  sense  of  trust  between  the  staff-staff

and  staff-administration  by  assisting  people  in  making  their

actions  congruent  with  their  words.

3. Created  a  supportive  environment  where  people  are  not

threatened  and  fearful.

4.  Gave  tools  they  needed  to  people,  so  that  they  could

develop  their  own  knowledge  and  power  to  DO,  and  to  grow

toward  collaboration.

*See  page  55.
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CRITERIA

1 Meet  with  principal  each  day  I  am  at  school  to  discuss

observations,  perceptions  and  feedback

2 Make  contacts  with  individual  and  groups  of  teachers  to

find  out  their  needs,  questions  and  problems

3 Help  teachers  focus  clearly  on  a  problem  as  in  @2

4 Work  as  a  resource  person  based  on  4jl,  2 and  3,  1  e  ,

role  of  advisor  re function

5 Create  a  resource  room  which  will  meet  the  needs  of

teachers  so  that  there  15  a  reason  for  them  to  come This

room  is  used  for  working  with  materxals,  and  discussing

concerns,  etc based  on  #4

6 Meet  with  Open  Education  Comm.ittee to  be  part  of

the  on  going  discussions,  and  processing  of  the  personal

and  educational  dynamics  of  the  school

7 Discuss,  at  CTW  weekly  staff  meetings,  advisory  work

and  progress  of  P L  S
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APPENDIX  VII

On  Clarifying  School  Policy*

The  following  is  the  list  prepared  by  principal  and

teachers  in  the  Open  Education  Committee  meetings  describing

the  direction  they  would  be  moving  in  the  school:

1. Children  should  be  involved  in  activities  as  part  of

every  day's  work.

2. Teaching  and  learning  will  be  related  to  the  activities

with  respect  to  academic  skills,  socialization,  creativ-

ity,  self  expression,  etc.

3. To  be  successful  our  program  must  be  structured  so  that

children  know  what  to  do,  what  they  may  choose  to  do,

and  what  is  expected  of  them.

4. As  the  need  arises,  children  will  learn  to  work  indi-

vidually,  in  small  groups,  in  class  groups  or  in  larger

groups  with  self  confidence.

5. Children  will  use  materials  to  learn  and  to  reinforce

learnings.

6. Our  standards  must  be  high,  and  must  be  taught,  and

must  be  understood  by  ourselves  and  the  children.

7. Children  will  be  given  the  opportunity  to  explore

materials  and  discover  new  learnings  in  order  to  help

them  develop  their  own  standards.

*See  page  62.
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APPENDIX  VIII*

To  the  Staff: 11/10/75

I  am working  at  the  school  as  an  advisor  from  Creative

Teaching  Workshop,  a  teacher-resource  center  down  in  SoHo.

My  role  is  to  support  teachers  in  the  work  you  are  doing

with  children to  be  a  resource  person and  to  meet  your

needs.

In  the  past  month  I  have  met  a  number  of  people.  I

have  been  visiting  classrooms  and  working  with  individual

teachers.  We  have  worked  with  Tri-wall,  building  cubbies,

dividers  for  learning  areas,  chairs,  and  a  puppet  stage.

We  have  worked  on  room  arrangement labelling  areas  and

materials  in  the  room,  and  re-arranging  furniture  to  create

different  spaces.  We  have  had  discussions  about  children

and  learning,  and  record-keeping  (seeing  which  of  the  vari-

ous  forms  would  be  suitable  for  individual  teachers'  needs)

I  have  brought  in  materials  that  teachers  have  requested

such  as:  book-binding  materials  for  children  to  make  their

own  diaries;  boxes  for  teacher-made  games;  various  resource

books.

I  have  also  been  working  in  the  Resource  Room.  This

will  be  a  place  where  you  can:  work  with  materials;  create

games  and  sample  work  for  your  class;  build  with  tri-wall;

*See  page  74.
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talk  about  your  class;  exchange  ideas  and  get  materials  and

"goodies."  The  "reading  program"  people  and  I  have  set  up

displays  on  printing;  puppetry;  book  making;  teacher-made

games;  tri-wall.  We  want  any  suggestions  you  have  for

things  you  would  like  to  see  in  this  room things  to  build,

make,  see,  discuss,  dream  about.  Please  put  any  suggestions

in  my  mailbox.  The  success  of  this  room  depends  on  your

participation  and  how  well  it  meets  your  needs.

THANK  YOU  ! ! ! !
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APPENDIX  IX

Characterist'ics  of  'the  Person

Serving  as  Consultant*

1. Belief  in  others  with  a  positiveness  and  genuineness

that  builds  a  trusting  relation.

2. Competency  as  a  diagnostician  of  the  persons  in  the

situation.

3. Sympathy  for  others,  ability  to  comprehend  feelings,

and  perceptions  of  others.

4. Sense  of  concreteness,  capacity  for  being  specific.

5.  Ability  to  reduce  anxiety.

6. Responsiveness  to  clues  in  behavior  of  others.

7. Ability  to  understand  motives  and  needs  of  person  in

a  situation.

8. Ability  to  deal  with  a  person  in  terms  of  an  idea,

situation,  or  problem.

9. Skill  in  working  with  people  from  their  specific

strengths.

10.  Ability  to  facilitate,  enable.

11.  Interest  in  learning  and  comrnunicating  this  interest

to  learners.

12.  Openness  to  others  and  their  ideas.

13.  Awareness  of  the  dynamics  of  any  social  interaction

and  the  related  systems  and  subsystems.

14.  Ability  to  search  out  relevant  and  pertinent  factors.

15.  Authenticity  in  style,  knowledge,  and  conviction.

These  steps  are  quoted  from:  Gordon  Klopf.  The  principal  and

staff  development  in  the  elementary  school.  (New  York:  Bank

Street  College  of  Education,  n.d.  ) pp.  49-50.

*See  page  84.
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APPENDIX  X

Some  Aspects  of  the  Consultation  prOCeSS*

1. Consultant  begins  interview  with  spirit  of  warmth,

respect  and  openness.

2.  Consultant  clarifies  who  he  is  and  why  he  is  present,

if  necessary.

3. Consultant  solicits  response  and  listens.

4. Consultant  facilitates  clarification  and  definition  of

situation goals,  issues,  needs  and  problems.

5.  Consultant  shares  relevant  knowledge  and  experiences

as  situation  calls  for  it.

6. Consultant  makes  pertinent  referrals  for  specific

kinds  of  assistance.

7.  Consultant  eventually  enables  possible  solutions  and

approaches  to  arise  from  mutual  interaction.

These  aspects  are  quoted  from:  Gordon  Klopf,  The  principal

and  staff  development  in  the  elementary  school,  p.  50.

*See  page  84.
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APPENDIX  XI

Charity  James.  Beyond  Cust:oms,  an  educators  journey.  (New

York:  Agathon  Press,  1974),  ,p.  64.

If  open  education  is  to  be  used  with  justification  as

a  "hurrah"  term,  it  must  come  to  be  associated  with  open-

ness  in  many  well-established  senses.  It  should  mean  the

collaborative  learning  of  teachers  and  students;  it  should

mean  candor,  so  that  students  are  not  processed  according

tO  a  hidden  agenda  but  are  able  to  understand  the  meaning

of  their  education  and  to  make  shared  decisions  about  it;  it

should  mean  as  seldom  as  possible  closing  a  door  to  a  stu-

dent's  effectiveness  by  doing  for  him  what  he  can  do  for  him-

self  or  what  another  student  can  do  for  him;  it  should  mean

to  the  greatest  possible  extent  open  access  among  students

and  teachers  and  breaking  down  of  formal  scheduling  barriers;

it  means  a  flexible  curriculum  in  which  children's  and  teach-

ers'  diversity  is  respected;  it  means  that  no  one  is  impris-

oned  by  a  role;  it  means  using  the  environment  as  an  open

resource;  it  means  open  doors  to  parents  and  community  aides

and  others  in  the  cornrnunity;  it  means  that  sharing  is  not

cheating;  it  means  open-ended  studies  that  go  beyond  what

teacher  or  child  has  envisaged;  it  means  that  although  teach-

ers  vary  greatly  in  the  degree  of  delegation  they  can  handle,

even  the  more  directive  types  are  always  on  the  lookout  for
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keys  to  unlock  the  creative  energies  of  individuals  or

groups.  It  does  not  mean  an  open  conduit  polluted  by  the

disorder  of  the  streets;  nor  does  it  mean  that  every  ques-

tion  is  so  open  a  question  that  it  is  somehow  demeaning

to  come  to  a  decision.
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