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Can we impose
order on the messy
process of school
change? Only by
agreeing that team-
work isvital, veterans
say. Changes in
classroom practices,
school structures,
and attitudes then
rise and fall like

a juggler's balls,
keeping each other
in balance.

1Y KATHEEEN CUSHMAN

“So Now What?”

Managing the Change Process

JUDY CUNNINGHAM CAN PUT
her finger right on what turned
the tide of change at Rancho San
Joaquin, where for seven years she
has led some 50 teachers and 90(0
diverse 7th and th grade students,
Plenty of teachers, parents, students,
unions, administrators were
skeptical, she readily admits, when
Essential School ideas first surfaced
in this Irvine, California school
community.

“At first people’s concerns were
just informational,” she says. “They
wianted to know more.” But soon

- enough, that evolved into other,

quile legitimate concerns: “How is
all this going to affect me person-
ally?” she remembers them asking,
“Why fix something that ain’t
broke?”

So Cunningham worked to turn
the very exploration of such ques-
tions into the whole point—helping
the members of the school commu-
nity work through what she calls
“stages of concern,” at their own
individual paces, until new norms of
trusl and collaboration could take
hoid. Drawing ideas from a well-
known organizational change model

- and from training sessions offered

threngh the Coalition's National
ReLearning Faculty, she and her
stadf together started learning how to
set clear goals they could agree on,
and how to work tegether respect-
fully in carrying them oat,

Tuday Rancho San Joaquin isa
different school by all accounts, and

the people who work there have
made it that way themselves. It has
gane from tracking to virtually
complete heterogeneous grouping;
teacher teams in “village” units

are working toward an integrated
curriculum; and teachers and
students report a new climate of
respect for learning. At its most
recent faculty meeting, the staff
decided to require consensus on any
issue that affects all students. More
than half the school’s teachers belong
to the voluntary committee that
plans and evaluates professional
development activities. And one
teacher works full time as a staff
development coach—encouraging
every teacher to explore new ideas,
try new classroom practices, and
reflect collaboratively on how they
work.

Watching scheols like this one
change, it’'s clear that, for reform
efforts to get anywhere, people must
continually juggle at least three balls
in the air at once. Simultaneously,
Ranche San Joaquin is 1) changing
its teachers’ classreom practices,

2) changing its telicfs and attitudes
through an open and ongoing
conversation about education in
the school and community, and

3) examining the school's structure
and questioning how it works and
how to change it. Any one of these
continually shifting clements supplies
multiple entry points into bigger
changes—and any one of them will
inevitably affect the others.




But exactly how does a school
carry out this tricky process? How
do successiul schools turn a vision
into practice, given the established
structure and workings of their
organization? What do they do first?
Are some training workshops more
impaortant than others? What kinds
of committees and other structures
and procedures are required? What
current cormmittees and structures
{site-based management, for ex-
ampie, or special magnet programs)
must either fit into the change
somehow or be eliminated? How
can a school counteract the stresses
and conflicts that serious change:
inevitably involves?

First, Teach Teamwork

The answer, many school-watchers
say, lies not in a 1-2-3 formula,
because so much of a school's
experience is unigue to its vwn
situation. [nstead, it lies in getting
people to understand how Hie process
of change is crucial to whether new
substance will take hold-—a powerful
mix of vision and teamwork that is
far casier said than done. "Regardless
of what specific plans a school has,
they will succeed if those involved
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Unless people learn

to work together

on common goals,

no change will succeed.
But if they do, no
change is likely to fail.

set clear goals and use teamwork to
carry them out,” says Faith Dunne,
a Dartmouth College education
professor who helps lead the
Coalition’s Building Effective School
Teams (BEST) institute. “If they
don’t do that,” she flatly declares,
“no change is going fo work.”

The overarching task of learning
teamwork and goal-setting puts the
other tasks of school reform into a
new perspective. For one thing, every
step the school considers—instituting
advisory periods, or changing the
schedule, or de-tracking, or integrat-
ing the curriculum—now becomes
an opportunity to practice the skills
of goal-setting and teamwork. In
turn, the real conflicts any serious
change engenders (“What? You're
taking away my honors class?”)
get the attention they deserve; and
people fearn the hard business of
listening respectfully, gathering
information, negotiating differences,
and building consensus.

“When we realized an atmosphere
of condemnation was developing
toward those refuctant to change, we
made a conscious effort to dispel it,”
says judy Cunningham. Once the
“we-they” dynamic shifted, she
asserts, “things could really start to
happen. We were all hearing the
same things in our staff develop-
ment, after all. Everyone understood
that new ways were going to be
expected of everyone——but nof right
now. We committed ourselves to
piving support and building skills,
so that everyone could take part
when they felt ready enough to do

of course, 1 itself a structural and
philosophical change. [t requires,
for instance, making time within

the teachers’ salaried work day and
year for coaching and practice in
collaborative work. And perhaps
most important, it requires thinking
of teachers as crucial players in the
very redesign of their profession.
Suddenly instead of being techni-
cians who must be conscripted into
cooperation, teachers are profession-
als whose thoughtful questions,
ideas, and objections will inform

a new inteflectual climate for the
schools and shape the way they waork.

Getting people to work together,
moreover, has a direct bearing on
the “Now what?” question that
frequently stumps schools shaping
their change strategies. Because the
Coalition of Essential Schools is
organized entirely around common
intellectual principles (not around
specified practices like team-teaching
or block scheduling), it has long been
reluctant to lay out management and
procedural guidelines for schools
that have embraced those broad
principles. Even such well-regarded
techniques as site-based manage-
ment, CES leaders point out, do
not of themselves spark thoughtful
pedagogy, curriculum, or assessment.
Nonetheless, a long-range intention
to involve teachers in collaboratively
shaping and evaluating new practice
does lie at the heart of every kind
of support the Coalition offers
member schools.

The National Re:Learning Faculty,
for example, has brought some
hundred teachers, principals, and
administrators to Brown University
for intensive coaching on Essential
School ideas—and sends them back
prepared to work with colleagues as
critical friends and coaches. Since
1988 CES’s Trek program has guided
school teams through a year-long
reflective analysis, including setting
goals, designing action plans and
decision-making structures, and
visiting other schools to observe
and reflect on their progress. Last

Susan Fisher
s0, and not before.” summer, two one-week BEST
Teaching people to work together,  institutes at CES trained more than
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a dozen school teams to facilitate

whatever change agendas their
schools had set. And through its
Exhibitions project, led by Joseph
McDenald, the Coalition has devised
a change process organized around
“planning backwards,” which
several schools have received
funding to try.

The woods are full of other good
strategics for managing arganiza-
tional change, of course, and many
successful Essential schools have
turned 1o non-Coalition sources for
help. Rancho San Joaquin relies on -
a program called Concern-Based
Adoption Modcl (CBAM), designed
by Gene Hall of the University of
Florida. (See Figure 1.) Fairdale High
Scheol in Jefferson County, Kentucky
draws from Edward Deming’s Total
Quality Management process for
their consensus decision-making,
{See Figure 2, page 5.) Central Bucks
Hast High School in Bucks County,
’ennsylvania, uses a change model
described in Herbert Simon’s book
Administrative Belavior; and several
Coalition member schouls have
used Peter Senge’s “systems think-
ing"” approach. James Comer’s
School Pevelopment Program at
Yale, one of the Coalition’s new
pariners in the ATLAS school change
project recently funded by the New
American Schools Development
Corporation, offers a three-stage
process that some Coalition schools
have taken to heart. (See Figure 3,
page 7))

Learning to worlk
together toward change
can easily take _five
years—and it won’t be
much _fun. But conflict
is crucial to the process,
and resistance is a

sure sign that the
changes are serious
and important.

FIGURE 1.

“Stages of Concern” in One School’s
Change Process

Rancho San Joaquin Middle School works toward change using these steps from the
Concern-Based Adoption Model (CBAM), designed by Gene Hall of the Liniversity

of Florida.
6 Refocusing Know Something Better
5 Collaboration Working with Others (Peers)
4 Consequence How Affecting Clients
3 Management Time, Materials, Organization
2 Personal How Will It Affect Me?
1 Informational Like to Know More
0 Awareness Not Concerned

Whatever the method for learning
to work together, everybody agrees,
it doesn’t happen quickly or easily.
At stake, after all, is a hierarchical,
authoritarian, isolationist bureau-
cracy so deeply entrenched in our
notion of schooling that it is hard
even to imagine it differently. Plenty
of vested interests—standardized
test companies, college admissions,
school boards, teacher unions—keep
the status quo going in the old tracks
if nothing challenges business as
ustal. Tt can easily take a couple of
years for a core group from a school
to learn teamwork well enough to be
able to teach it to others. And to get
a whole school used to working
together toward change could well
take five years, organizational change
research suggests.

Equally important, it may not be
much fun. “Real change only starts
when you run up against resistance,”
says Faith Dunne. “No resistance
signals that you're not changing
anything serious,” That's why school
change analysts regard learning to
cope with and manage conflict as a
key part of making any change

happen. At the Coalition’s Fall
Forum, workshops on faculty
resistance led by psychologist Robert
Evans, who directs the Human
Relations Service in Wellesley,
Massachusetts, were packed to
overflowing, and his counsel—to
identify with the concerns of the
reluctant, and address them directly
and openly—fits neatly into several
of the change strategies Coalition
member schools have embraced.
(See “What Schools Can Learn from
Resistant Teachers,” page 6.)

The Key Task: Clear Goals

Given that a school does commit to
this long, hard process and finds
ways—either through the Coalition
or elsewhere—to coach itself into
effective teamwork, what actual
tasks do these nascent cooperators
have to address? Even after they've
made the commitment to adopt
Essential Schoel ideas, many
schools simply stall out in the face
of a daunting array of challenging
principles and a staff leery of too
much change all at once.
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Before setting new
goals, a school must
agree that change is
needed-—and a good
way to prompt this is

to assess the quality

of current student work.

Though the specific content of
cach move will depend on each
school’s particular situation,
virtually all effective change models
call for some version of the same
basic steps:*

1. Agree that a problem needs
solution.

2. Set clear goals that get beyond
surface issues.

3. Understand what in the
school’s current structure and
culture works for and against
these goals.

4. Istablish a participatory
structure that allows those
affected to organize how and
when changes will happen—-
one that can accommodate
new ideas and conflict when
they arise.

5. Starl making the changes in
an orderly way according to
that process, which must include
steps for ongoing evaluation
and reflection.

* These steps draw on the guidelines of
the School Leadership Project based at
Dartmouth College, but many other
madels reflect a similar process.

The first two steps—agreeing
that a problem exists, and setting
goals to solve it—sound deceptively
simple. But they lie at the heart of
many of the stumbling blocks to
Essential School reform, argues
Theodore Sizer, who began the
Coalition cight years ago in an
efforl to remedy high school
students’ “intellectual docility” and
raise the standards by which their
work is judged. “High schools that

believe: ‘it ain’t broke’ need to take
a careful and collective look,” he
says, “at the quality of their student
work, and identify where problems
exist.” Until every graduating
student can demonstrate compe-
tence in rigorous and clearly
defined thinking skills, Sizer
asserts, a school has a problem that
its entire community should be able
to agree on.

But embracing the Coalition’s
Nine Common Principles, or even
drawing up an idealistic mission
statement, only marks the start of
the real challenge, change analysts
say. Rather, the school’s faculty
must start to define how those
principles might play out in new
practices, and then articulate the
new goals that arise,

Those goals might be pedagogi-
cal: “Every senior must qualify for
graduation by exhibiting mastery of
the following competencies.” They
could be structural: “Class periods
will be fong enough to address a
subject in depth.” They could
encompass both structural and
pedagogical aims: “We'll integrate
our curriculum across the disci-
plines,” or “We'll teach students of
differing abilities to work together
in the same classes.” If they are
serious goals, they will generate
controversy, and that should be
welcome; if no one’s inlerests are
offended by them, they probably
merely reflect the status quo.

A number of Coalition member
schools are generating these goals
by the “planning backwards”
strategy CES'’s Joseph McDonald
has described in several studies.
The faculty begins by framing in
their minds’ eyes a specific and
concrete task they want to see
candidates for graduation exhibit—
not quite an “outcome,” which may
be too abstract to imagine in the
context of everyday teaching tasks,
but a performance that demon-
strates that outcome.

Chicago’s Sullivan High School
makes a good example of how
starting with such a goal leads to
logical and thoughtful steps toward

change. Under the challenging
leadership of principal Robert
Brazil, the school community
agreed that Socratic seminars
would serve as the core educational
experience at this large urban

high school. Every graduate, they
decided, should be able to read
sophisticated texts and thoughtfully
discuss them in seminars, then
write about the ideas generated.

Sp Sullivan devised a “diploma

by exhibition” that would ask all
seniors to publicly demonstrate
those skills.

Next, they struggled to define
what would have to happen in their
school so a student might learn to
carry out such a task—what kind
of classroom experiences, what
kind of practice assignments, what
kind of teacher preparation, what
kind of assessment? Sullivan
started by involving all students
and staff in quarterly “all-school
seminars” and monthly “enrich-
ment seminars,” but soon decided
to practice seminar techniques
in every subject and with every
student. Once the first Sullivan
students went through the new
graduation requirement, the staff
recognized substantial weaknesses
in their written work, which led
to systematic curricular changes
across the disciplines.

‘Planning backwards’
from a vision of what
graduates should know
and be able to do lends
a logical structure to
the steps of change,

As weak points show up in the
existing system, schools can begin
to “rewire,” as McDonald dubs
the hard process of changing
norms and procedures so that
they contribute to common goals.
(Sullivan teachers, for instance,
developed consistent rubrics that
could be used in every class to
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FIGURE 2.

One High School's Consensus
Decision-Making Process

The goal of all proposals and decision making
must be greater student academic success:
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SBDM COUNCIL

Step 1.

Step 2.

Step 3.

Step 4.

Step 5.

Step 4A.

Day-to-day operational processes are the responsibility of the
principal. The SBDM Council is a policy-making body. Proposals for
school-wide policy changes may be submitted to the Council by
individuals or groups of staff, students, or community persons at
least ten days before the Council meeting,

The Council will discuss the proposal(s) and may decide to submit it
to a Task Force, ask for more information from sponsor(s), or ask for
changes to be made by sponsor(s).

Once a proposal is assigned to a Task Force, it is the duty of the Task
Force, through notices, to make all constituencies aware of the
proposal and how it will serve our goal of student success.

The Task Force will conduct a formal consensus-gathering session
with all faculty, using the four-question format:

1. How will this proposal contribute to student success?

2. What disadvantages may result?

3. What resources are needed?

4. Will you agree to pilot the proposal?

}f consensus is not reached, the Task Force moves to a fact-finding
process that develops data (observable, measurable, factual) for and
against the proposal. The fact-finding session is open to all constitu-
encies. Results of the fact-finding session are forwarded to the
SBDM Council for a decision.

A consensus decision to pilot the proposal goes to the SBDM Council
for final approval.

Step 5A. Final decision by SBDM Council.

Saurce: Fairdale Hiyh Scheol, jefferson Connty, Kentucky,

evaluate written work and seminar
participation.) Part of the rewiring
process, McDonald points out, is

a continual “tuning” of decisions—
soliciting and responding to
feedback about the school’s
performance from interested
outsiders of all stripes. (Sullivan
uses Mortimer Adler's Paideia
Project as a continuing source of
teacher education, self-evaluation,
and new ideas.)

As soon as it began, the new
exhibition requirement allowed
the Sullivan community to look
together at what graduating
students knew and what they could
in fact do—not in the future but
at that moment. [f the results are
taken seriously, Joe McDonald
argues, such a concrete goal can
generate a logical series of moves
toward new norms and institutions
at the school. From its new
perspective the whole school
community both celebrates its
demands on students and evaluates
those demands—reflecting together
on where students should be
going and what needs to happen
to get them there.

In Sullivan’s case, those new
norms included academic rigor,
heterogeneous grouping, and
aross-disciplinary challenges—all
generated by one simple imaginative
act, collectively undertaken. “By
requiring that all our students
demonstrate the competencies we
had earlier demanded from only a
few,” Sullivan teacher Eileen Barton
says of the experience, “we discov-
ered they could not only meet our
expectations but were willing to
work harder than ever before to do
s0.” The graduation exhibition has
become an institution at Sullivan
now—involving all teachers and all
students in a conscious and everyday
movement toward their own clearly
defined goal.

Look for the Energy

Such success stories point to the
clear gains a school can make if it
agrees what it wants and has a
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What Schools Can Learn from Resistant Teachers

A persistent issue in any school change effort is feachers who
do not support the changes. Unless a school has the luxury

of choosing its entire staff from the start, such a problem is
virtually unavoidable. Some resistant teachers are opposed
from the start-—they question the need for change, worry about
losing their jobs, or just plain disagree with certain Coalition
principles. Others start out uncommitted but Jose heart as they
discover how difficult and draining the change effort can be,
often reverting to their old ways to reduce the stress.

But rather than treat such resistance as a major stumbling
block, reform veterans suggest, schools should instead regard
them as an opportunity. If they are to sustain any forward
move, change advocates need to thoroughly understand and
respect opposing points of view, and then work together to
resolve them so that each party can live with the results.

- This has especially important implications for how schools
go about their change process. For example, teachers might
resist a move like integrating disciplines, either because they
feel unprepared for it academically or because they resent the
loss of autonomy it presages. Understanding this could lead
a school first to afford all staff ample time to learn about the
new tdeas (including watching them in action), at the same
time actively inviting their participation and input, however
critical. Then, rather than dictate one path all teachers will
follow (like team-teaching), the school’s leadership might
encourage integration in small, less threatening dimensions
that make clear its good points fand smooth its rough spots)
more gradually,

Understanding the point of view of dissenling teachers can
also prompt more explicit support, both internal and external,
for the difficult tasks of change. This might include training
in collaborative work (both in decision making and in an
instructional context). Or it might mean more time, money,
and effort put into helping teachers try out new classtoom
techniques.

“What reatly matters to your resistant teachers right now?
How can you connect your reforms to where they are?” asks
psychologist Robert Evans, a consultant lo schools who offered
workshops on resistant teachers at the Coalition’s Fall Forum
this year. Change leaders need to listen carefully to resistant
teachers’ concerns, he says, and revise their plans carefully
on that basis. “You have to build bridges to the new ideas
that have some foothold in the old ideas,” he urges. The
“old ideas” often include values like academic rigor, he notes,
which can only strengthen a movement toward improvement.

Ignoring resistant teachers, change veterans agree, only
backfires, polarizing different factions and sabotaging the sense
of teamwork crucial to success. “1 continually prod them to
dissent vpenly and respectfully—and then to participate in
the process of gathering and sharing factual information about
the change,” says Fairdale High School principal Marilyn
Hohmann.

Even if a school’s dissenters resist passively through silence
or “bathroom taik,” acknowledging them openly helps build
an atmosphere of common cause. Citibank Faculty member

Erin Hughes recalls soliciting feedback after a workshop she
led, and finding that several teachers had not responded to
her questionnaire. “When I reported back to the group on

the survey,” she said, “T made very clear that this did not
represent the entire group’s opinions—it was only part of the
story.” Later, she said, several teachers privately thanked her
for the acknowledgment, and joined more readily in the next
discusston.

If they are to use dissent productively, then, schools do
well to look hard from the start at why people object to their
ideas, Using data gathered over five years from eight Coalition
schools, ethnographers Donna Muncey and Patrick McQuillan
have described and analyzed the following useful list of the
chief reasons teachers oppose Essential School reform:*

» Questions about the need for each particular school
and individual to change.

» Philosophical and practical difficulties with specific
Common Principles, such as universal goals and
teacher-as-generalist.

Incomplete socialization of teachers to Coalition
programs, which resulted in inconsistencies and
resentment.

= Threats to elective courses and jobs perceived by
teachers to accompany an intetlectual focus and a
rethinking of the notion of a comprehensive high school.

Political concerns such as equity, ownership of the
change process and school, and the administration’s
role in the reform initiative.

The emotional drain that teachers experienced as they
personalized their classroom and dealt with opposition
to their work.

« The cumulative effects of the increased worldoad on
teachers who were implementing reform.

s The disillusionment teachers felt when students did
not respond to their efforts and/or when teaming with
other teachers proved problematic.

The most important of these by far, argues CES's Chairman
Theodore Sizer, is the first. “If teachers will come together to
look critically at the quality of student work—especially the
‘best’ student work, from the honars classes,” he declares,
“agreement will usually emerge that something requires
serious change.” That step in the change process, he maintains,
lies at the very heart of Essential School reform, and asking
traditionally minded teachers to participate in it is the first step
to the consensus a school must seek.

* This list is excerpted from Dovrn E. Muncey and Patrick . McQuitian,
“Teachers Talk About Conlition Reforms at Their Schools,” Working Paper
#7, the School EMiograply Project. For iformation about this ant other
warking papers of e School Ethnography Project contact CES at Box
1969, Brown University, Providence, RI0O2912.
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system in mind for getting it. But
many practitioners prefer chaos
theory to neater methods as a
guiding principle in the messy
realities of school reform. Like the
defiant child who says, “I'll do it
because [ want to, and not because
you said to,” they assert, change will
resist formulas, happening only
when and where jt is ready to. And
astute reformers, like observant
parents, may know more by instinct
than by rules what to do and when.

“I'see an organization in terms
of physical science,” says Chuck
Bowen, a Thomson Fellow who is
principal of Broadmoor Junior High
School in Pekin, lllinois. “When you
want to move the organization, you
have to apply energy toit” To
answer a school’s “Now what?”
question, Bowen suggests, its Jeaders
must locate the friction points where
its enerpy aiready gathers—by
listening for the conflicts, the heartfelt
concerns, the dissalisfaction, and the
needs perceived by the people who
make up the organization. ”If you
start out with something logically,”
Bowen argues, “you won't draw
from that energy source.”

For Broadmoor, the obvious hot
spot was the staff's grave dissatisfac-
tion with the school’s organizational
structure, “Teachers {elt isolated,
unhappy with how business was
being: done, frustrated because they
had no time to get together,” Bowen
recalls. “That was the energy source
that drove change, s0 our substantive
emphasis at first was highly teacher-
centered.” Within two years,
Broadmoeor had redesigned its
structure from a conventional
seven-period day to a two-house
team-based system with a long-block
schedule providing teams with 70
minutes a day and an extra half-day
monthly for common planning time.

“But organizations are lied
together so tightly with roles and
expectations that you can’t change
just one thing,” Bowen notes. The
issties of curriculum and instruction
that emerged, he says, created
conflicts which became the school’s
new hot spots. “Aftera while the

very fact that conflicts and concerns
keep arising becomes an energy
source itself,” he says. “That keeps
everyone thinking about where
new ones in future are going to
come up—which in turn directs our
energy toward future planning.”
The scenario could just as
easily have started, as Ted Sizer
recommends, with seeking faculty
agreement on inadequate student

performance and what to do about
it. Pedagogical innovations like
cooperative learning or exhibitions,
Bowen notes, could generate
structural conflicts; or poor commu-
nication could become the source
of discontent, sparking attention to
either classroom practice or school
structure and governance. Again,
these three areas——pedagogy,
structure, and communication—

FIGURE 3.

The School Development Program’s
“Three-by-Three” Process
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continually shift positions as schools
juggle the tasks of change; again, the
dynamic is more important than any
scripted sequence.

And here again, giving shape to
the whole process is the requirement
for teamwork. Even to take the first
step toward changing things, Bowen
notes, the Broadmoor staff had to
start learning to work together, a
process guided by a team that
attended the Coalition’s first Trek
year. Himself a former “school
coach” and facilitator for lllinois
Re:learning, Bowen feels strongly
that sustained outside help is essen-
tial to schools in the midst of change.
“fust think of it as learning a highly
complex and detailed craft that
doesn’t lend itself to being written
down into well-structured steps,”
he says. "Other crafts like this use
apprenticeship to teach their skills—
the master and the apprenlice share
the task, with the master taking on
the tasks the apprentice can’t yet do.”
Mlinois Re:Learning requires and
pays for school coaches to commit
a half day weekly to each Coalition
member school, and Bowen thinks
the time could easily be doubled.
“Qur current coach offers us an
impartiality | don’t have any more,”
he says.

Developing the skills of working
together must precede even a
school’s earliest exploration of

Essential School ideas, Bowen argues.

When Broadmoor first investigated
joining the Coalition, he says, “we set
it up so that skeptics and converts
were all represented on the steering
committee set up to investigate it. All
they had to commit to was doing a
good job of learning about it so

they could report back to the whole
faculty.” Before sending the group to
their first CES symposium, the entire
school met for two long sessions

to develop a list of questions they
assigned to their emissaries. “Some
of us were learning about it so we
could shoot it down; others because
we wanted it to happen; others just
to learn what the heck was going,
on,” Bowen recalls. “But working
logether began from the very start,

"

Sustained outside

help from a coach or a
‘critical friend’ provides
a crucial perspective on
the change process.

Once a staff's collective energy is
trained on common goals, Bowen
asserts, problems become easier to
solve. “We made all our changes on a
zero-based budget,” he says. “In our
first year of change we tried a new
structure that didn’t work, and had
to live with it for a year. We stared
that dilerma down, empowering
& new comimittee to recrganize our
schedule and house structure. The
teachers sat down and made their
own hard decisions—to lay someone
off, to save money by covering for
each other on planned absences—
and it worked, because it wasn’t
some administrator telling them
what to do.”

A System for Participation

Broadmoor’'s system also works,

in part, because the school follows

a clear protocol of joint decision-
making, in which everyone affected
by any change has a say in making
it, unmaking it, and getting it to
succeed. “Many schools go through
the Trek and come out with a
diagnosis, a vision, and a plan,” says
Coalition senior associate Patricta
Smith. But the Trek process must put
a decision-making structure in place
to facilitate change, she says, or they
get stuck and the effort dissipates.
Schools can also go astray when a
Trek team coexists with a parallel
movement toward site-based man-
agement, but the two fail to integrate
their visions, “If you can instead use
shared decision-making initiatives
to decide on and carry out Essential
School changes,” says Smith, “then
you have a new structure that
includes the whole community,

and the ball can really get rolling.”

For an example Smith points to
Central Bucks East High School, a
large suburban high school in Bucks
County, Pennsylvania. Though it is
not technically a site-based manage-
ment school, Central Bucks East has
conscicusly arranged its structure so
that teachers are intimately involved
with matters of educational leader-
ship. An elected Leadership Team of
six teachers, four parents, three
administrators, and one student
makes many policy decisions; and
task forces form as necessary to study
everything from communication
to team-building and curriculum
matters.

“Making decisions as a team
has increased communication
tremendously,” principal Joseph
Jennelle says. “We’'ve apened doors
to conversation. There are so many
variables in the Nine Common
Principles—we need to learn all
we can about them and developa
common language. While we do
that we're also learning how to talk
together in a structured way, learn
what each person feels is important,
and make decisjons together as a
group.”

Some schools run into unexpected
trouble because they forget to keep in
close touch with parents and other
community members. As principal
Bob Mackin at Souhegan High
School in Amherst, New Hampshire
points out, “there’s simply no limit
to the amount of communicating
you need to do with parents.”

Souhegan faced a particular
challenge because it is a brand new
school this year, says Mackin, who
formerly headed Fox Lane High
School, a Coalition member school in
Bedford, New York. But the process

‘There’s simply no
limit to the amount
of communicating
you need to do,’ one
principal asserts.
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