CENTRE FOR NE

TOTAL OF 10 PAGES ONLY
MAY BE XEROXED

(Without Author’s Permission)

ONALD

UNAL













INFORMATION TO USERS

This ipt has been duced from the mi master. UMI
films the text directly from the original or copy submitted. Thus, some
thesis and dissertation copies are in typewriter face, while others may be
from any type of computer printer.

The quality of this reproduction is dependent upon the quality of the
copy submitted. Broken or indistinct print, colored or poor quality

aadiih hs, print bleedth bstandard margins,
and improper alj can affect

In the unlikely event that the author did not send UMI a complete
manuscript and there are missing pages, these will be noted. Also, if
unauthorized copyright material had to be removed, a note will indicate
the deletion.

Oversize materials (e.g., maps, i charts) are duced by
sectioning the original, beginning at the upper left-hand corner and
continuing from left to right in equal sections with small overlaps. Each
original is also photographed in one exposure and is included in reduced
form at the back of the book.

Photographs included in the original ipt have been duced
xerographically in this copy. Higher quality 6” x 9” black and white
h ic prints are available for any or 1

appearing in this copy for an additional charge. Contact UMI directly to
order.

UMI

A Bell & Howell Information Company
300 North Zeeb Road, Ann Arbor MI 48106-1346 USA.
313/761-4700  800/521-0600



ACTION RESEARCH:

A CATALYST FOR SCHOOL IMPROVEMENT

Denise C. MacDonald

A thesis submitted to the
School of Graduate Studies
in partial fulfilment of the
requirements for the degree of
Master of Education

Faculty of Education
Memorial University of dland

1997

St. John's Newfoundland



i+l

National Library Bibliothéque nationale
of Canada du Canada
saiions and ionatet
gﬁ‘t’)gaphic Services :.eqm bibliographiques
395 Wellington Street 365, rue Wellington
Ottawa ON K1A ON4. Ottawa ON K1A ON4-
Canada Canada
PR —
PP ——
The author has granted a non- L’auteur a accordé une licence non
exclusive licence allowing the exclusive permettant a la
National Library of Canada to Bibliothéque nationale du Canada de
reproduce, loan, distribute or sell reproduire, préter, distribuer ou
copies of this thesis in microform, vendre des copies de cette thése sous
paper or electronic formats. la forme de microfiche/film, de

reproduction sur papier ou sur format
électronique.

The author retains ownership of the L’auteur conserve la propriété du
copyright in this thesis. Neither the droit d’auteur qui protége cette thése.
thesis nor substantial extracts from it  Ni la thése ni des extraits substantiels

may be printed or otherwise de celle-ci ne doivent étre imprimés
reproduced without the author’s ou autrement reproduits sans son
permission. autorisation.

0-612-25862-9



ABSTRACT

This study is concerned with the potential of schoolwide action research to act as a
catalyst for school improvement. Members of the faculty at School X were interviewed in

order to ine their dge and ing of the process of schoolwide action

research, and to determine the consistency of their views relative to the strengths and

weaknesses of schoolwide action research as a means to school improvement.

The data for this study were collected through three primary sources: interviews,
document analysis, and participant observation. Thirty-minute interviews were conducted
with ten teachers and two administrators at School X. The findings indicate that the staff at

School X supports the phils hy and process of Iwide action research. This process,

however, needs refinement in order to ensure that all staff members have a clear
understanding of what is entailed. The findings also indicate that school improvement efforts
are not necessarily guided by a needs assessment based on sound methods of data gathering.
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CHAPTER I

INTRODUCTION

Change in education begins with people who are dissatisfied with the way things
are and who start to explore alternatives. Goodlad (1975) contends that “the optimal unit
for educational change is the single school with its pupils, teachers, principal—those who
live there every day—as primary participants” (p. 175). Similarly, Schlechty (1990) states
that “a pattern of participatory leadership is essential to the creation of a shared vision
directed toward a clear purpose, especially when that purpose has to do with working on
knowledge and with knowledge workers” (p. 52).

Inquiry, another capacity of change, is related to collaboration. “Inquiry means
internalizing norms, habits, and techniques for continuous learning” (Fullan, 1993, p. 13).
Fullan further suggests that teachers, as change agents, must possess the capacity to be

life-long learners who, in turn, can sti students to be i learners.

There is growing support for the notion that research by teachers has the capacity
to effect change within their schools. “Teachers, as want their

and expertise to be valued and used, and they are in a position to make informed decisions

and to provide crucial insights into the teaching/learning process” (Midgley and Woods,

1993, p. 245). C ities of teacher have the potential to play an active
role in shaping the agenda and the implementation of school reform. This participation,
however, must be seen as authentic. Law (1993) suggests that “progress in educational
reform will be achieved only when teachers are recognized as equal partners in the

educational enterprise” (p. 41).



(8]

Schoolwide action research has potential as a catalyst for school improvement.
Schoolwide action research takes those involved on a journey of inquiry. “As we
experiment with and implement action research, we build our learning community™

(Calhoun, 1994, p.100). Calhoun further notes that in conducting schoolwide action

research, it is necessary to routines for i ion with data on the

health of the school community. This collective inquiry is a cyclic process and can become

a i ion of school imp:

Purpose
Fullan (1991) states, “in theory, the purpose of educational change presumably is
to help schools accomplish their goals more effectively by replacing some structures,

programs, and/or practices with better ones” (p. 15).

This study is with ining whether sch ide action research
holds promise for effecting school improvement. Furthermore, the study aims to

determine whether or not the teachers at School X clearly understand and support the

of the school imp process. The critical source of this inquiry will be
the teachers and administrators on staff at School X. The study includes a representative
sample of the teachers on the staff who are members and non-members of the school
Leadership Team. Consideration was given to having a fair representation of teachers in
grade divisions from Kindergarten to Grade 6; and in areas of specialization such as,

special education, guidance, and library resources.
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Background
The school under study is located in urban Newfoundland. School X has a student
population of approximately 450 in grades K-3, and a staff of 24 who, for the most part.
are either at mid-point or beyond in their careers. The school services children from both
the city and the outlying communities.

School X launched its school improvement initiative at a two—day retreat in

October, 1991. With the help ofa i the staff’ ined the school’s h:

and and a mission The that were i

became the focus for school initiatives over a two year period from 1991-1993, although
efforts to address certain identified weaknesses continue to the present.

In the school year 1994-1995, the School District produced a document entitled
The District Framework for Program Growth and Improvement (Appendix A). This
document has become the guide for educational initiatives within the district. Included in
the District Framework is an action plan for school-initiated change. The plan is
predicated on the beliefs that schools must be student-centered and that the
implementation of change must be school-based. Proposed changes are coordinated by an
implementation team consisting of the principal, a facilitator, and teachers. It is the team’s
responsibility to develop a plan consistent with the District Program Framework and for
bringing about change in a particular area of the school’s operation. The District

E rk for Program Growth and has become the road map for school-

based initiatives at School X.



During August 21-25, 1995, a team of teachers from School X attended a week-
long leadership institute. This institute was a collaborative effort between the School

District and the Faculty of Education, Memorial University. One of its goals was to aid in

the establishment of leadership teams that would i school imp
within their particular schools.
This study examines the efforts towards school improvement that have been made

at School X throughout the 1995-96 school year. It examines the process of schoolwide

action research and how well this process is d and by

Definition of Terms
For purposes of this study, the terms below are defined as follows:

wide Action R ki * ide action research is primarily a process

of collecting data about an ongoing system (our school) with the purpose of improving
practice teaching and leaming.” (Calhoun, 1994, p. 13).

School Improvement: a focus on ining and ing the school’s
addressing priority areas identified as needing change, attending to the needs of each

learner, and providing opportunities for the greatest involvement of all, the school’s

partners.
Leadershi i which stimulate i d i within school

communities.



Research Questions

The

ing ions were from previous research to guide the
present inquiry. They are reported in the Results section of the thesis:
L Does schoolwide action research hold promise in enabling schools to improve?

2. What are the and iated with the i ion of

schoolwide action research?

Design of the Study

“Qualitative research occurs in the participant’s natural setting and collecting data
in the participants’ own language. The view of reality is muitiple, and socially
constructed” (Doyle, C., Kennedy, M., and Spain, W_, 1995, pp. 1-2). Because of the
descriptive nature of this study, qualitative methods of data collection were used. The
data collected is the result of a case study. “Case study is not a methodological choice,
but a choice of object to be studied” (Stake as cited in Denzens and Lincoln, 1994). In
this paper, the case under study is School X.

In studying the potential that schoolwide action research has for creating school
improvement, data were collected from three sources: interviews, document analysis, and
participant observation.

Interviews of approximately a half-hour in length were conducted with 10 teachers
and 2 administrators. Four of the 10 teachers are members of the school Leadership Team

of School X. All teachers have been on staff since the beginning of the 1995 school year.
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Audio tapes of teachers were reviewed and coded as to the type of information contained.

Categories of responses were derived and used to tabulate data.

Limitations/Delimitations of the Study
©Owing to the localized nature of this case study, it may prohibit generalizing to other
schools.

@It can only be assumed that respondents gave honest answers to the interview questions.

Organization of the Thesis
Chapter 1 gives a brief description of the study including its purpose, design,

background information, and the research i d; states its limitati and

outlines the organization of the thesis. Chapter 2 reviews the research literature related to

this study; delis the phil hies and princi i with school imp

and describes the model of schoolwide action research. Chapter 3 describes the research
design utilized in the study. It includes information on the interview questions and the
coding and analysis of data. Chapter 4 presents the results of the interviews. These data
are discussed within the context of the research questions. Chapter S contains a summary
of the study, its conclusions, and the implications of the findings for students, parents,

teachers, and administrators. It also contains recommendations for future research.



CHAPTER 2

REVIEW OF THE LITERATURE
This study is d with the use of ide action research as a model to
bring about school imp . To provide a tt ical dation for the study, the

literature on educational change and learning organizations is reviewed in the section
“World Views’. Section One examines how differing world views can either support or
obstruct change. Section Two examines ‘Change’ in the context of educational change.
Section Three, ‘Themes in the Implementation Process’, examines some of the main
themes in successful change at the school level. The final section, ‘Schoolwide Action

Research’, deals with schoolwide action research as a process for improving schools.

World Views
Change will pull us into the future - the pace of change has accelerated to a
level where it is no longer an option, but a necessity for us as educators to
understand the intricate forces at play during this process and somehow
learn how to increase our capacity to manage its complexities (Ryan,
Kilcher & Haynes, 1993, p. 18).

Educators no longer can wear the blinders that block the reality of the changes

needed in our ional system. P i schools are ized from a

functionalist world view. The functionalist generally sees schools as serving to socialize



students to adapt to the economic, political, and social institutions of that society
(Feinberg and Soltis, 1992, p. 6). Functionalism has accounted for many of the

unsuccessful reforms that have been attempted in education. Changes that have been

mandated from the top-down, with little or no i ion given to i
conflict with a world view that the phil ofa le-centred and [ife-
long learning approach to education.

Most change means learning, which involves altering our mindsets and our

and requires i know-how, and new ways of thinking (Ryan,

Kilcher, & Hynes, 1993, p. 19). What matters cannot be mandated. Educators must
embrace change as an opportunity.

The future of school based restructuring and accountability may rest on

four conditions: a vision of success for all students, plans shaped by school

partners, a work culture that nurtures and expects development and

success, and staff empowerment and commitment to provide the energy

system for success. Today’s leaders must be able to enhance the school’s

problem-solving capacity and empower groups of teachers and others to

address pressing educational needs (Sayder, Anderson, & Johnson, 1992,

pp. 79-80).

According to Senge et al. (1994) a shared vision entails building a sense of

commitment in a group through creating shared images of a desired future, and by



developing the principles and guiding practices that will enable the group’s goals to be
met.

An interpretist’s world view enables educational institutions to be studied from a
different vantage point. Interpretivism has a local rather than a global orientation.
Feinberg and Soltis (1992) note that interpretists are more concerned with the culture-
bound frameworks of particular schools and with the ways individuals understand and act
in specific social contexts than with finding general laws or all-encompassing explanations.
An interpretist’s view, which allows educational problems to be studied at the grass roots
level, appears to make sense when attempting change at the school level. The
stakeholders at the local level must be empowered to bring about the necessary changes.

If both indivi and i , do not take on the challenge to

make the necessary reforms, there are others who will. The newly emerging beliefs
support the sustainable development of full human potential (Harrison, 1992). Change
should concern itself not only with changes in values and behaviours of educators, but also
with those of students. Harrison notes that major educational authors and leaders advise a
careful examination of the constraints which affect learners, teachers, schools, and school
systems. Educators must reflect upon their philosophy about education and work towards
restructuring. It is necessary to develop a positive and courageous attitude towards

change (Harrison, 1992).



School Improvement

Change
Fullan (1991) states that “in theory, the purpose of educational change presumably

is to help schools accomplish their goals more effectively by replacing some
programs and/or practices with better ones” (p. 15). Furthermore, Fullan is hopeful about
the prospects for school reform, saying that because there is now a bank of literature on
the change process from which to draw, and because more people in leadership positions
utilize this knowledge, educators are in an excellent position to effect change.

If restructuring requires that all parts of the educational system must change, then

it may be necessary to view izations differently. In ing, all the pieces must

be dealt with at the same time.
From a very early age, we are taught to break apart problems to fragment
the world. This apparently makes complex tasks and subjects more
manageable. But we pay a hidden, enormous price. We can no longer see
the consequences of our actions; we lose our intrinsic sense of connection
to a large whole. When we then try to “see the big picture”, we try to
reassemble the fragments in our minds, to list and organize all the pieces
(Senge, 1990, p.3).
The old paradigms of viewing change and organizations as individual pieces are

unacceptable. Understanding comes about through looking at the whole picture. Senge
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promises that when a holistic view is taken “learning organizations™ can be built. Learning
organizations, according to Senge are ones in which people continually expand their
capacity to create the resuits they desire. In such an organization, new patterns of
thinking are nurtured, and collective aspiration is set free. People are encouraged to learn
how to learn together.

Lieberman and Miller (as cited in Lieberman, 1986) also advocate a holistic stance.
“New research has focused on what makes “effective schools™; characteristics such as a

sense of order, high ions, strong | ide control of i

decisions, and clear and agreed-upon goals are identified as leading to improved
instruction and raised student achievement” (p. 97).

Fi Lieb and Miller are optimistic about school reform. Their

recommendation is to link the process and products of school improvement with what we
know about schools, teachers, and how they change. Furthermore, the challenge for those
concerned about the education of our youth is to apply the results of research on the
school improvement process and to build on the climate for reform generated by
provincial and federal reports.

Fullan (1991) contends:

The failure of educational change may be related just as much to the fact

that many innovations and reforms were never implemented in practice (i.e.

real change was never accomplished) as to the fact that societal, political,

and economic forces inhibit change within the educational system.



Fullan (1991) suggests that the implementation of any new program or policy
involves at least three components, or dimensions:

(1) the possible use of new or revised materials (direct instructional

such as i materials or ies), (2) the possible

use of new teaching approaches (i.e. new teaching strategies or activities),

and (3) the possible alteration of beliefs (e.g. pedagogical assumptions and

theories underlying particular new policies or programs). (p. 37)

The first component is perhaps the easiest to initiate. The second component, a
change in teaching style to suit new materials, is more difficult and will require new skills.
Changes in beliefs are the most difficult to effect. The development of a clear belief
system is imperative in bringing about true restructuring.

There is now some consensus amongst researchers on the three broad

phases to the change process. Phase [-variously labelled initiation,

mobilization, or adoption - consists of the process that leads up to and

includes a decision to adopt or proceed with a change. Phase [1-

implementation or initial use (usually the first two or three years of use)—

involves the first experiences of attempting to put an idea or reform into

practice. Phase ITI - called inuation, i i inization, or

institutionalization - refers to whether the change gets built in as an



ongoing part of the system or disappears by way of a decision to discard or

through attrition. Finally there is the outcome. (Fullan, 1991, p. 49)

Change is not a simple linear process. Within organizations, patterns of recurring
events tend to be reasonably stable over time. When there is a shift in the pattern, change
is said to have occurred. In other words, bringing about change in the school means
modifying the events in the cycles. “Change is reflected only when a new pattern of events
is repeated systematically” (Hanson, 1991, p. 130). Hanson, like Senge, envisions a more
expansive approach to planned change in which the organization establishes built-in
problem-solving capabilities that provide for creative experimentation in educational
organizations.

Initiation is the stage leading up to, and including, the decision to proceed with
implementation. Fullan lists eight factors that affect initiation decisions:

L. existence and quality of innovations

2. access to innovations

3. advocacy from central administration

4. teacher advocacy

5. external change agents

6. P pport/ap
7 new policy - funds from government

8. problem-solving and bureaucratic orientation. (Fullan, 1991, p. 50)
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The need for change can result from any one of several factors. The most effective

beginnings are those that have relevance, readiness, and resources. Readiness involves the

practicality of the school to develop the i ion. R concern the provision of
support. Innovations that are site-based and evolve from a need at the school level result
in a more successful implementation.

Goodlad (1975) argues that if the school is itself an agent of change, then schools
must have the momentum to change and to continue to change. The school must have a
disposition toward making and remaking a change.

‘Without such momentum, layer upon layer of so-called reform will be laid

upon the school, weighing it down and more and more encumbering its

very ability to change. Teachers may be good, obedient automatons,

learning all the right words and even exhibiting a little spirit of the intended

reform, but they will go right on doing what they have always done.

Nothing changes but the appearance of change. (p. 61)

In the same text, Goodlad (1975) explores the thesis that an effective change
strategy is one through which those within a given institution become responsive to the

that ensure instituti renewal and to the outside resources most likely to

expedite that renewal. The concept of the single school whose students, teachers, and
principal are primary participants has to be the primary unit for change.

The change process is complex and The solutions,

according to Fullan, lie in better ways of thinking about, and dealing with, the
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unpredictable processes. Success can be found only through the discovery of patterns that

emerge through the actions taken in the change process. Fullan, like Senge, suggests
“systems thinking” as a new language for thinking about change.

one is

To harness the forces of change, Fullan (1993) suggests eight basic lessons. Each

h ical and all are interd

You cannot mandate what matters (The more complex the change, the less
you can force it).
Change is a journey not a blueprint (Change is non-linear, loaded with

and if and 1 perverse).

Problems are Our Friends (Problems are inevitable and you can’t leam
without them).

Vision and Strategic Planning Come Later (Premature vision and planning
blind).

Individualism and collectivism must have equal power (There are no one-
sided solutions to isolation and group thinking).

Neither C: ization nor D ization Works (Both top-ds and

bottom-up strategies are necessary).

Connection with the wider environment is critical for success (The best

learn as well as i ly).
Every person is a change agent (Change is too important to leave to the

experts, personal mind-set and mastery are the ultimate protection). (p. 21)



Dealing with these polar opposites demonstrates why change is such a complex
process. Change begins with individuals becoming learners who then work actively to

create a leamning izati Contil ion, or institutionalization, is the process of

adoption of a specified change. This is the goal of implementation, and it must be

bedded in the and have

In planning for educational change, it is necessary to be aware of the factors
affecting implementation. As outlined in Table 1 (Fullan 1991), existing evidence
emphasizes twelve factors critical to the change process. These factors are part of an
interacting system which, over time, operates as a dynamic process. If any one of these
factors is working against implementation, the process will be less effective. The more
factors supporting implementation, the more effective it will be.

The first three factors are related to the nature of the change itself. The need for

change, a clear picture of what is proposed, and the of quality
constitute the major barriers to implementation. This dictates the need to set up a process
whereby the necessity for change, and its implications for action, can be developed with
those involved over a period of time.

The effects of the next five factors depend on the quality of the plan guiding the
implementation process. School systems without carefully devised plans for change will
be the least successful. Fullan (1991) recommends five factors that enhance the chance for

effective change in school systems:



Table 1
E ffecting I .

Characteristics / Factors Description
A_ Characteristics of the 1. Need for the change

Innovation or Revision

B. Characteristics at the School

System Level

C. Characteristics at the School

Level

D. Factors External to the School

System

[N}

. Clarity, complexity of the change
3. Quality and availability of materials

4. History of innovative attempts

5. Expectations and training for principals

6. Teacher input and professional development

(in-service, technical assistance)
7. Board and community support
8. Time line and monitoring

9. Overload

10. Principals’ actions

11. Teacher/teacher relations and actions

12. Role of the Ministry of Education and other

educational agencies (Fullan, 1991, p. 68).
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1 have clear expectations and provide training and follow-up that encourages

to take ility for facilitating i ion in their
schools.

2 have set up a system for obtaining teacher input about the need for a given

change and have provided opp ities for i P ona
continuous basis during implementation. Teacher input means teachers are
giving and receiving help and helping to define the change in practice.

3. have obtained parent and board support for the direction of change.

4. recognize implementation as a process which takes some time, and which
requires monitoring an information system during the implementation
period.

5. take some steps to address the overload problem which occurs when
teachers are attempting to implement several curricula simuitaneously.

It takes considerable planning to ensure that all five steps are carefully interwoven into the
plan.

The i of i ion is on at the school

level. A principal who takes on an active role as a leader in the change will influence the
extent of implementation. The school environment must be such that there is
collaboration, as opposed to isolation, amongst teachers. When teachers have an

opportunity to help each other to deal with the difficulties in the implementation stage, its
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success will be more likely. It is important, therefore, that teachers be given the time for
interaction with their peers.

Monitoring and evaluation should continue throughout the implementation
process. It includes information systems, resources, and action on the results through

problem-coping and solving (Fullan, 1991, p. 86). In becoming change agents, educators

should be i to luate goals and in order to evaluate
the direction in which to proceed. According to Peters (1987), the best “systems” to
ensure correct choices are:
I a clear vision,
2. sharing stories that illustrate how others, at all levels, have reacted to novel
situations consistent with the vision, and
3. recognition for jobs well done (p. 486).

serves two il ions (Fullan, 1991). First, it facilitates

access to good ideas through making information on innovative practices available. This
helps in dealing with the problem of isolation among teachers, schools, and districts.
Second, monitoring exposes innovations to scrutiny which enables mistakes to be weeded
out and good practices to be developed further. At the school level, monitoring both the
results and the process of change is imperative. Research on effective schools shows that
paying constant attention to students’ academic, personal, and social development is
essential for success (Mortimere, P., Sammons, P., Stoll, L., Lewis, D., and Ecob, R.,

1988; Odden & March, 1988),



Themes in the Implementation Process
Site-Based

Sarason (1971) suggests that things remain unchanged because our ways of
observing and thinking have not changed. “This should not be surprising when one
recognizes that the agents of change from outside the school culture are too frequently
ignorant of the culture in which the change is to be embedded, or if they are part of the
culture, they are themselves victims of that very fact” (Sarason, 1971, p. 236).
Restructuring has to begin at the grass roots level and involve all stakeholders within the
system. Senge states that “a learning organization is an organization in which people at all
levels are, collectively, continually enhancing their capacity to create things they really
want to create” (O"Neil, 1995, p. 20).

Goodlad (1975) suggests that, under certain conditions, a school can become an
effective agent of change. In his view, staff dialogue, because it is a critical factor in
initiating and sustaining change efforts within the school, is an essential component of any
change strategy. “Getting that dialogue going and working toward its greater salience,

and to signi ities of schools is critical™

(Goodlad, 1975, pp. 176 & 177). For meaningful dialogue and, subsequently, effective
change to occur, then time must be provided for all members of the organization to work

and study together. School imp has been i ing because time to

study collectively as a faculty has not been available (Joyce & Calhoun, 1995, p. 51).



If dialogue and study are important tenets of effective school change, personnel

must be given the ities for teacher i ion and ional

es (1995) prop that ing is one of the princij for school renewal.
The structure of teacher isolation within schools is the result of the egg-crate pattern of
organization found in most schools. Because teachers are captives of their own schedules,
the problem of isolation is perpetuated. Within such an organizational structure,

collaboration becomes another tis ing addition. F (1995)

that administrative ingenuity can help solve some of these structural problems.
Routinely coordinated planning times can bring together teachers who
teach the same grade or subject. Placing Ist and 6th grade teachers in
adjacent classrooms can begin to break down stereotypes and the
boundaries between the upper and lower ends of elementary school. Peer
tutoring can have the same effect, bringing together not only students of
different ages, but also the teachers who supervise them. (p. 12)
Bennis’ and Nanus’ (1985) notion of organizing for innovative learning supports

the idea that organizations need to be i to become more receptive to learning.

In such open organizations people share a set of norms, values, and priorities that
contribute to learning. These values include being alert to change, searching for new

challenges, and showing respect for innovation and risk-taking. “What the leader hopes to

do is to unite the people in the ization into a “responsi ity”, a group of

dent indivi who take ility for the success of the organization and
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its long term survival” (Bennis & Nanus, 1985, p. 211). In creating such an organization,

leaders ibute to loping the of indivi and groups as effective

problem-solvers.

Similarly, Leithwood and Fullan (1984) argue for the need to provide continuous
effective professional development:

The required approach involves a variety of formats (workshops, one-to-

one, sharing among users, meetings, visits) and a variety of partners (peers,

administrators, local consultants, external resource personnel) interacting

on a continuous basis and focusing on specific problems. Long-term

effectiveness depends on changing the norms and organizational

arrangements in schools, so that they stimulate (and even make inevitable)

the kinds of interactions we have described. (p. 8)

Further support for school change has to come from district office. Fullan (1991)
recommends that district office must ensure that direct implementation support is provided

in the form of available quality materials, in-service training, one-to-one technical help,

and ity for peer i i “B i in the belief that significant
improvements in the quality of education can be lished without providing teachers
with adequate resources impedes the initiation, i ion, and institutionalization of

changes” (Ryan, Kilcher & Hynes, 1992, p. 19). Time for teacher collaboration, relevant

materials and ongoing p ional P are key i dients to change.



Vision-building is another crucial building block of the change process. Goodlad
(1966) suggests that “the task of improving education is a shuttling process, a weaving
back and forth between envisioning and doing. Without action, this vision cannot take
form; without vision, this action can never lead to new paths” (p. 85). A vision is the
shared values and beliefs that a school possesses. “Vision helps schools to define their
own direction and to develop an attitude that says ‘we’re in charge of change’ ” (Stoll &
Fink, 1996, p. 51).

Similarly, Barth (1990) contends,

Nothing so professionalizes work in schools as educators who create

within the schoolh visions of good i Everyone who works in

a school is not only entitled to a unique and personal vision of the way he

or she would like the school to become, but has an obligation to uncover,

discover, and rediscover what the vision is and contribute to the betterment

of the school community. (p. 159)

Bennis and Nanus (1985) maintain that a vision articulates a view of a realistic,
credible, and attractive future for the organization. In important ways, it creates
conditions that are better than those that currently exist. Bennis and Nanus take the
stance that an organization’s vision helps to empower those who work in the organization:

When the organization has a clear sense of its purpose, direction, and

desired future state and when this image is widely shared, individuals are



able to find their own roles both in the organization and in the larger
society of which they are a part. This empowers individuals and confers
status upon them because they can see themselves as part of a worthwhile
enterprise. (pp. 90 and 91)

Under such it the human of the ization are working towards a

common end. These authors contend this is a major precondition for success.

Fullan (1993) maintains that both teachers and administrators need to develop
personal vision. The process requires an examination of the reasons for entering the
teaching profession. Although personal vision begins independently of the organization, it
can become the route to organizational change. Without a willingness to take the risk of
expressing this vision, however, a unity of kindred spirits is unlikely to be achieved.
Without personal vision, the most common results are “group think” and superficial
attempts at change. Schlechty (1990) maintains that “indeed, group think is a dangerous

commodity if an organization is to be creative and responsive, for group think is inherently

conservative. What is needed are group that indivi to think
creatively and reward individuals for such thought” (p. 50).

Building a shared vision requires designing and evolving processes so that all
members of an organization can speak frankly about matters of personal concern and be
heard (Senge, 1994). Furthermore, Senge suggests, “the content of a true shared vision
cannot be dictated, it can only emerge from a coherent process of reflection and

conversation (p. 299).
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Schlechty (1990) adheres to the premise that creating an articulated vision for an

organization is an act of participatory ip. Equally i is the

refinement, and moulding of a vision that is widely understood and embraced within the
organization. A clearly articulated purpose, and a well-thought-out vision that is
consistent with that purpose, enable all those who work within the school to serve that
purpose effectively. A shared vision that is directed towards a clear purpose is imperative

in creating more effective schools.

Sizational Legims
“Organizational learning is the process by which an organization obtains and uses
new knowledge, tools, behaviours, and values” (Bennis & Nanus, 1985, p. 191). Learning
occurs at all levels of the organization, and involves both groups and individuals. New
knowledge is translated into new goals and new ways of doing things.
Berman and McLaughlin (1979), in their discussion of maintenance systems and
development systems, see true development systems as having the capacity to adapt to the

in and i i in ways that enhance its delivery function.

Tbesystemu:;condmaﬂyadnp!bemuseofitsahiﬁtywbemﬂecﬁwmdtoeﬂ‘en
change. Re-examination and replacement become standard operating procedures.
Cultural norms - e.g. risk-taking, and professionalism support an
expectation and atmosphere for change at all levels; organizational
and i ives - e.g. ialized change agents and regularized




participation of staff in proposal ion establish an i that

makes the initiation and implementation of change a standard operating

procedure for problem solving (p. 63).

In order to manage change effectively, schools must become proactive in searching
out, facing, and attempting to solve their problems. ‘“Problems and conflicts are natural
dynamics that permeate change, and change means coming face to face both with
anticipated and unanticipated ones. It means leamning to resolve and manage conflict™
(Ryan, Kilcher, & Hynes, 1993, p. 20). Solving problems is one means by which one
learns.

Senge (1994) advocates dialogue and skillful discussion as the most effective
practice for team learning.

During the dialogue process, people learn how to think together - not just

in the sense of analysing a shared problem or creating new pieces of shared

knowledge, but in the sense of occupying a collective sensibility, in which

the thoughts, emotions, and resulting actions belong not to one individual

but to all of them together. (p. 358)

Dialogue is a reflective learning process which enables the organization to value all its
members.

Senge contends that traditional discussion is oriented toward advocacy. People
discuss in competition with others in order to have their ideas accepted above others. This

learning, and problems rarely get solved as ideas and
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solutions often do not get the consideration they deserve. “Most teams need new tools
and skills to both broaden and focus the scale and scope of their conversations—to make

them both more divergent and more vhen appropriate” (Senge. 1994, p.

385). Senge advocates “skillful discussion’ in which the team intends to achieve some
form of closure such as arriving at a decision on an issue, reaching agreement, or
identifying priorities.

Dialogue enables the team to explore shared meaning and skillful discussion allows
it to come to a conclusion. Together, dialogue and skillful discussion can improve the
quality of a team’s collective thinking and interaction.

By learning as much as possible about its changing environment and where

it seems to be going, the organization can develop a sense of its purpose,

direction, and desired future state. When this sense is widely shared in the

organization, the energies of all the members of the organization are

aligned in a common direction and each individual knows how his or her

own efforts contribute to the overall thrust. (Bennis & Nanus, 1985, p.

213)

Team Building/Collaborative Decision Maki
“History has brought us to a moment where teams are recognized as a critical

of every ise - the i unit for decision making and getting




things done” (Senge, 1994, p. 354). Teams are defined as groups of people who need
each other to accomplish their goals.

Within the context of schools, Rallis (1988, p. 643) argues that two conditions
must exist simultaneously in order to have effective leadership teams:

L policy makers and administrators must provide the structures and the

resources to enable teacher leadership to grow, and

2. teachers must become more professional.

Furthermore, in schools with effective teams, principals have provided time, an
essential resource. Time allows team members to meet during regularly scheduled periods
for dialogue and collaboration. Rallis’ study also points out the value of training for team
members. This provides teachers with a sense of empowerment which helps develop a
culture that encourages professional growth and sharing.

It is not enough just to establish teams if these teams are not given legitimate
power in improvement efforts within the schools. Leaders must have a genuine belief that
their staff members as a group are more effective at developing solutions to problems than
they can by themselves.

Rallis (1988) suggests that effective schools require strong leaders, but any school
has the need for a variety of leadership. In schools where teams are working effectively,
administrative support is visible and strong. Principals can give support by scheduling

time for team activities, gathering the required i ion, and facilitating the leti




of paperwork. They do not run or control the meetings, however, since teachers are
viewed as experts in the field of instruction.
In Garmston’s and Wellman’s (1995) discussion of adaptive schools, the concept

of shared ip is. All of the ization must have the

knowledge and skill to manage themselves, students, or other adults. “Leadership is a
shared function in meetings, in staff development, in action research, and in the classroom™
(p- 11).

Similarly, Joyce and Calhoun (1995), support the idea of a leadership team. Such

a team enables decision-making and hip roles to be exp: Its

would be to lead all members of the community in studying the school, its students, and

ways to make the school better. This ought to be the essence of school improvement.
As an educational leader, the principal must be aware of the factors conducive to

the success of team building. Williams (1983) suggests the following factors as

to the i of the purposes of the group:
I exchange of worthwhile ideas
2. availability of necessary factual knowledge
3. cordiality among members
4. willingness to work
5 involvement in decisions

6. ition of indivi ibutions to the group effort (p. 29).
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“The principal needs to be aware of the excellent potential for instructional improvement

through action research and ive field i ion. The skillful

will develop those skills necessary to conduct effective group sessions and to assist others
in becoming strong group leaders or members” (p. 30).
Senge (1994) contends that the leadership team must master the management of

change, i ing its design, and i ion. This must be

accomplished through methods that engage the entire organization and secure its

commitment to a shared vision and a search for truth.

Schoolwi ion R

A critical question for those involved in school improvement is, “Where do we
begin?” Goodlad (1975) argues for the individual school as the unit for improvement and
for those associated with it as the persons to effect the necessary changes.

Silberman (1970) argues that schools suffer from “mindlessness”. According to
Silberman, mindlessness is the failure to think seriously about educational purpose and the
reluctance to question established practice. He suggests that educational institutions must
establish strong purposes and adopt a process of continual self-examination if they are to
understand “the what” and “the why” of what they are doing.

Furthermore, Silberman states that when the emphasis is shifted from teaching to

learning, when schools become “centres for inquiry” rather than buildings for the one-way



transmission of information, teachers become learners along with their students; in
Dewey’s phrase, they become *students of teaching’ (Silberman, 1970, p. 522).

Although written over two decades ago, this wisdom still holds true. Schools
must become centres of inquiry and learning if they are to actualize the goal of school
improvement.

Whitford, Schlechty and Shelor (1987) suggest that action research holds much
promise for those interested in educational reform. From their perspective, action
research has the potential to make a major contribution to professionalizing teaching.
‘When teachers engage in action research they begin to value research as a process. When
teachers have opportunities to use a research process to explore questions arising from

their practice and i they develop ip in the decisions that are made (Kyle,

D., Hovda, R., & Whitford, B., 1987). Carr and Kemmis (1983) state that “action
research is a form of self-reflective inquiry that can be utilized by teachers in order to
improve the rationality and justice of (a) their own practices, (b) their understandings of
these practices, and (c) the situations in which these practices are carried out™ (p. 152).
Action research is a form of inquiry that can effect changes and improvement in learning
and teaching at a particular site.

If school improvement must begin with the individual school and the teachers

within that school, then action research should hold promise as a catalyst to effect change.

Educational action research requires the of self-reflecti ities of

teacher who are itted to i reform through the critical
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examination of their own practices. Oja and Smulyan (1989) describe all collaborative

action research in terms of the following characteristics:

“#provides a methodology which involves teachers in every aspect of the research

process

@combines goals of improved practice, a better theoretical understanding, and

professional development

@focuses on the process of indivi p i through

involvement in collaborative study groups

Furthermore, Oja and Smulyan (1989) describe four basic elements of the action

research method:

L

2,

Action research is collaborative.

Action research is practical. It concerns itself with changing and improving
a situation on the basis of teacher problems and concerns (Ebbcutt, 1985).
Action research entails professional development. Sagor (1992)

the i of the i asking and probing of

questions that go to the heart of the teaching/learning process as an

important element of action research. Such questioning can lead to

Action research entails creating conditions for project structure (time and

support). Time must be available for following through the cycle of
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problem formation, data collection, data analysis, reporting of results, and
the action planning (Sagor, 1992).
Calhoun (1994) defines schoolwide action research this way:
Schoolwide action research is a fancy way of saying, “Let’s study what's
happening at our school, decide if we can make it a better place by
changing what and how we teach and how we relate to students and the
community; study the effects; and then begin again.” It is a “rolling” rather
than “lock” step model for changing the workplace. (Huberman, 1992, p.
D]

Schoolwide action research can be used to study what is happening to students and

in the learning ity with the intent of bringing about improvement.
Action research is a viable means of effecting change within schools.
In the quest for school improvement, action research:
4 is a route to immediate student outcomes
© can help develop the school as a learning community
4 can build organizational capacity to solve problems
@ is a staff development program through the study of literature and on-site
data and determining optimum actions for implementation
@ can be personal professional development. (p. 100)

Through experil ion with, and i ion of, action research, educators

are able to build learning communities. “Part of the promise inherent in action research is
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its use as a model to support the current movement toward “site-based” decision making”™
(Calhoun, 1994, p. 100).

According to Fullan (1991), educational change depends on what teachers do and
think; and teachers should be at the center of this change. Fullan uses the term ‘interactive
professionalism’ because he sees teachers interacting in small groups, planning, testing

new ideas, attempting to solve p and i i . Within this

paradigm teachers would be continuous learners and problem solvers. Similarly, Murphy
(1991) notes “the goal is to move away from a position in which teachers are treated as
hired hands (Sizer, 1984), or property (Bease, 1989), or assembly line workers (Purpel,
1989), to one in which change is teacher-driven, not authority-driven” (Soltis, 1998; Wise,
1989, p. 40). Sagor (1992) suggests that ... “fostering student growth and development is
the primary objective of our public school systems” (p. 1). Student growth and
development are the direct result of instructional interactions between student and teacher.
Therefore, Sagor (1992) argues, it should be clear that ... “school reform should focus on
nurturing and developing the teaching profession” (p. 1). Calhoun (1994), lends further
support:

In applications to education, action research addresses the problem of

organizational effectiveness in service of the client (the school

while simul 13 ing the need to

p!

create a more collegial and satisfying workplace and to reduce the isolation



that has separated teachers from teachers and teachers from administrators
and community members. (p. 15)
Today, action research is being revitalized. Glickman (cited in Calhoun.

1994)

a of d i ducati focus, and action
research as integral dimensions of renewing education. Within this framework, the
principles that guide shared decision-making within the organization are expressed
in a school “charter”, the focus on teaching and learning is expressed in a school
“covenant”, and the school faculty uses the “critical study process” of action
research to assess the results of its current programs on commonly valued goals.
(- 19)

A process such as this allows the school to become a center of inquiry and reflection,
thereby enabling the school to become perpetually self-renewing.
Calhoun (1993) describes three kinds of action research:
: 5 Research carried out by a single teacher is individual teacher research.
2. Research conducted by a group of teachers in consultation with
professionals outside the school is collaborative action research.
3 Research conducted by the entire faculty is school wide action research.
In school wide action research, a school faculty selects an area or problem
of collective interest, then collects, organizes and interprets on-site data.

Data from other schools, districts, or the professional literature are



funnelled into the collective decision-making process of the faculty, who

then determines the actions to be taken. The process is cyclic and can

serve as a formative evaluation of the effects of the actions taken. (p. 64)

According to Calhoun (1993), schoolwide action research focuses on three aspects

of school improvement.

1.

»

It seeks to improve the problem-solving ability of the organization through
repeated cycles.

The intent is that all students benefit thus making schools more equitable.
Schoolwide action research attempts to increase the breadth and content of
the study. All stakeholders (students, parents, and the general community)

may be involved in the data collection, interpretation, and the action plan.

Schoolwide action research can benefit schools in several ways:

T

)

“For teachers, principals, and district office personnel, action research

promises progress in ionalization” (Calhoun, 1993, p. 62). This
process enables educators to develop their problem-solving capabilities
thus improving what is happening at the school level.

A major benefit of action research, experts say, is that it helps educators

use data—rather than p or hunch guide impi efforts
(Willis, 1995, p. 5). Serious change means knowing why changes are being
initiated and what they mean for the students. Change efforts must be

connected to the local goals and needs of the school.
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3. Action research addresses the quality of students’ education (its primary
goal) as well as the professional growth of teachers. It has the potential to
lead directly to actions that change the environment.

4. “Action research also helps teachers think much more critically about
change” (Willis, 1995, p. 5). Teachers are not as inclined to ‘jump on band
wagons’ when the research process becomes second nature. Teachers, as
action researchers, are more apt to investigate before implementing
something new.

The literature claims that schoolwide action research can be the catalyst to bring

about necessary reform within our schools. It allows those at the front line to initiate

change based upon prompt i igati Through the of schoolwide action
research, schools can start to develop into learning communities.

Sagor (1995) suggests that self-renewing schools are ones in which professionals
have a shared vision, value professional inquiry as a vital aspect of school life, and have
student learning at the heart of all decision making. In dynamic schools, decisions are
based on data rather than on biased or majority-rule decision making. The objective is
improvement in student learning. In such an environment, true professionals engage in
disciplined inquiry. Theories are tested and results shared, and teachers learn from each
other.

Joyce and Calhoun (1995) suggest that many faculties have attempted to improve

their schools without examining the existing knowledge base that may be relevant to their
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