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Introduction

ANDY HARGREAVES

Department of Teacher Education, Curriculum and Instruction Lynch School of Education,
Boston College, MA, U.S. A

ANN LIEBERMAN

Carnegie Foundation for the Advancement of Teaching. Stanford, CA, U.S.A.

MICHAEL FULLAN

Ontario Institute for Studies in Education, University of Toronto, Canadu

DAVID HHOPKINS

Department for Education and Skills, London, UK.

This set of four volumes on Educational Change brings together evidence and insights
on cducational change issucs from leading writers and rescarchers in the ficld from
across the world. Many of these writers, whose chapters have been specially written
for these books, have been investigating, helping initiate and implementing
cducational change, for most or all of their lengthy carcers. Others are working
on the cutting edge of theory and practice in educational change, taking the ficld in
new or cven more challenging directions. And some arc more skeptical about the
literature of educational change and the assumptions on which it rests. They help us
to approach projects of understanding or initiating cducational change more deeply.
reflectively and realistically.

Educational change and reform have rarcly had so much prominence within
public policy, in so many different places. Educational change is ubiquitous. [t
figures large in Presidential and Prime Ministerial speeches. It is at or near the top
of many National policy agendas. Everywhere, cducational change is not only
a policy priority but also major public news. Yet action to bring about cducational
change usually exceeds people's understanding of how to do so effectively.

The sheer number and range of changes which schools arec now confronting is
staggering.

Educators have always had to engage with educational changes of one sort or
another. But other than in the last three decades or so. these changes were
infrequent and episodic and they never really affected or even addressed the core of
how teachers taught (Cuban, 1984). The changes were in things like how subjects
were organized, how grade levels were clustered together into different school
types. or how groups of students were divided between different schools or
integrated within them according to ability, gender or race. Thus when educational
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historians chastisc contemporary change advocates for ignoring the existence of
cducational change in the past and for ecxaggerating current crises and change
demands "as a marketing device to promote the new possibilitics of cducation in a
new century, designed to appeal to consumers of different kinds who are grown
weary of the old familiar product”™ (McCulloch, 1997), they arc only partially right.
While educational change has always been with us in some sense or other (as also,
of coursc, has educational continuity), many of the changes are very different now,
in both their substance and their form.

Since the 1960s, cducational change has became a familiar part of teachers' work,
and has more directly addressed issuecs of what teachers teach and how they should
teach it. Following the launch of Sputnik and the emergence of post-war cgalitarian
idecals, public cducation has been treated as a crucible of technological and
cconomic advancement and as a creator of greater social justice. In the 1960s and
70s, teachers in many countrics had to deal with the rhetoric and sometimes the
reality of curriculum innovation in mathematics, science and the humanitics. They
saw students stay in school longer, the ability ranges of their classes grow wider
and the walls of their classrooms come down and then go up again just a few ycars
later. Successive waves of different approaches to reading or mathematical learning
swept through their classrooms, cach one washing away the marks left by its
predecessors.

It was in these times of cducational expansion and optimism that cducational
change really began in carnest - as also did the study of it. From the late 1960s and
carly 1970s, researchers like Matt Miles, Per Dalin, Lou Smith, Neil Gross,
Lawrence Stenhouse and Scymour Sarason studied the growing phenomenon of
cducational innovation - whether in the shape of large-scale curriculum projects and
packages, or in the form of newly-created innovative schools. They showed how
and why large-scale curriculum innovations rarcly progressed beyond the phase of
having their packages purchased or "adopted" to the point where they were
implemented fully and faithfully, and could bring about real changes in classroom
practice. At the same time, they also revealed how the promise of exceptional
innovative schools usually faded over time as their staffs grew older, their
charismatic lecaders left, and the system withdrew permission for them to break the
rules.

As the limitations of large-scale curriculum innovations became apparent, cduca-
tors began to treat the individual school as the centre or focal point of cducational
change efforts. School-based curriculum development. and school-based staff
development initiatives proliferated in many places, instead of development being
imposed or initiated from faraway.

Research on what made teachers effective in their classrooms also expanded to
address what made schools effective or ineffective as a whole. and as lists of effec-
tive schools characteristics were discovered (such as creating a safe and orderly
environment for learning, or setting and checking homework regularly), these were
sometimes then used as administrative blueprints to try and make particular schools
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become more effective over time. Many districts or other administrative authoritics
initiated "cffective schools™ projects on this basis. Some schools and districts
supplemented and sometimes supplanted this science of school clfectiveness with a
morc looscly defined and humanistically interpreted art of school improvement -
the process of how to help schools and their stalfs become more effective through
sclting clear goals, creating stalT involvement, measuring progress over time and so
forth.

Ironically, this approach to school improvement was then translated back into a
rational scicnee by many cducational systems. It was treated as a process ol planned
or managed change that schools could be moved through step-by-step, stage-by-
stage, guided by the school's improvement tcam that its region or district mandated
it to have.

When these various school-centred changes and improvements didn't work well
cnough or last cnough (and sometimes cven when they did), impaticnt educational
administrators (and American urban school superintendents with an average job
tenure of less than two ycars can be very impatient indeed), imposed their own
reform requirements instead. So too did ideologically driven politicians, whose
agendas of cducational reform have often been shaped by the desire to create public
indignation (which they promisc their measures will then answer), or by the private
idiosyncrasics of their own educational pasts, (which their reforms are meant to
cherish or purge).

This quarter century or more of cducational change processes and initiatives that
have been meant to alter lcarning and (caching in our schools, has lclt us with a
mixed legacy. On the onc hand, studics of what works and what docsn't across all
the different change strategics have created a truly powerful knowledge basc about
the processes, practices and consequences ol cducational change. During this
period, rescarch studies have shown, for example, how cducational change moves
through distinctive stages of mitiation, implementation and institutionalization: how
pcople who cncounter changes go through successive "stages of concern” about
how thosce changes will affect them; and how people respond very differently to
cducational change mitiatives depending on what point they have reached in their
own lives and careers.

Some of the rescarch findings on educational change have cven been accorded the
status ol gencralizable rules or “lessons' of change. These include the maxims that
practice changes belore beliels, that successful change s a product of both pressure
and support, that evolutionary planning works better than linear planning and so
forth (these 'lessons’ have been synthesized especially effectively by Michael
Fullan, 1991, 1993).

So extensive is the current knowledge base of educational change that it has come
to constitute a field of study in its own right - drawing on and transcending the
disciplines of sociology, psychology, history and philosophy, as well as the fields of
curriculum and educational administration. In a way, educational change has now
really come of age - but while this is a significant academic achievement, it is also
where the problems of the field - the second part of its legacy - also begin.

Our experience of educational change today is stretching far beyond our experience,
knowledge and investigations of it in times gone by. While the existing
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knowledge-base of educational change is impressive, it is no longer really sufficient
to address the unique change problems and challenges that cducators confront
today.

Contemporary patterns of educational change present educators with changes that
arc multiple, complex and sometimes contradictory. And the change demands with
which educators have to deal, scem to follow one another at an increasingly frenetic
speed. A typical primary or clementary school these days may be considering a new
reading program, developing cooperative learning strategics, thinking about how to
implement new computers, designing a better parent newsletter, and trialling
portfolio assessments all at the same time. The portfolio assessments favoured by
the region or the district may have to be reconciled with imposed standardized test
requircments by the nation or the state. A push to develop a more integrated
curriculum and to recognize children's multiple intelligences may be reversed by a
newly clected government's commitments to more conventionally defined learning
standards within existing academic subjects.

All this can make tecachers and administrators feel that the systems in which they
arc working aren't just complex but downright chaotic. This chaos is partly inherent
in socictics and organizations where information circulates and decisions arc made
with increasing speed. It is also the result of educational policy constantly being
shaped and altered by different and competing interest groups in an ideological
battle for the minds of the young. And sometimes it even results from a kind of
manufactured uncertainfy that more than a few governments wilfully create to
arousc panic, to sct pretexts for their policy interventions and to keep educators and
cveryone clse off-balance.

Few of the existing theorics and strategics of cducational change equip cduca-
tors to cope cffectively with these complex, chaotic and contradictory environments

e Rational theorics of planned change that move through predictable stages of
implementation or "growth' arc poorly suited to schools where unexpected
twists and turns arc the norm rather than the exception in the ways they oper-
ate.

e The conventional academic and behavioural outcomes that defined the core of
what an cffective school should produce in the past are outdated in an age
where many people now clamour for schools to develop higher-order thinking
skills, problem-solving capacitics, and the habits of collaboration and
teamwork. Complex as the world of education is, people expect more and more
from it, and the effective schools of the past cannot deliver what many expect of
schools today.

o Theories and models that helped educators know how (and how not) to imple-
ment single curriculum innovations are of little use to schools where innova-
tions are multiple and priorities compete.

While we have learned a lot about how to improve individual schools or small
clusters of schools with additional resources, exceptional leaders, the ability to
attract or shed particular kinds of staff members, and discretion to break the
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rules; we are only just beginning to understand the challenges of scaling reform
up {rom small samples of improving schools, to cntire school systems. The
existing knowledge basce of school improvement has shown us how to create
islands of improvement, but has been less helpful in assisting pcople to make
archipclagocs from islands, and still less in showing them how to build entire
continents of change.

[t is time, therelore, to reflect at some length about what we alrcady know and have
[carned about cducational change and to explore how the field can and should be
pushed further, to help cducators understand and deal cffectively with the
immenscly complex change problems that arc customary today. Each of the four
volumes on FEducational Change addresses these fundamental issucs in its own
distinctive way.
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Scaling Up the Educational Change Process

MICHAEL FULLAN

Ontario Institute for Studies in Education, University of Toronto, Canada

The chapters in this section are divided into three broad categories: (1) those deal-
ing with macro educational change at the societal level (2) those relating to large
scale initiatives based on particular reform strategies (3) those pertaining to
fundamental transformations of professional development strategies, indeed to
fundamental reform in the profession of teaching itself.

There has been a growing dissatisfaction over the past two decades about the
slow pace of educational reform. Whatever successes that have been obtained have
been confined to individual schools which succeeded here and there. Missing was
any sense that educational change could be accomplished on a large scale sustained
basis.

The chapters that follow attempt to push forward on the agenda of fundamental
change. In the first section the revolution in human development and the learning
society is analyzed resulting in the recognition that macro strategies must focus on
transformations in how learning occurs. Revolutions in cognitive science have
enabled us to understand how learners construct their own deep understanding of
knowledge. Suddenly, new technologies have made possible networks of informa-
tion and people that directly compare the learning of students and teachers alike.
These developments are occurring in all countries reflected in the chapters in sec-
tion one: Canada, Japan, the United Kingdom, and the United States.

In addition to comprehensive reforms relating to education policy, there are a
number of large scale change initiatives underway which are based on particular
models. These chapters focus on Levin’s Accelerated Schools, Comer’s School
Development Program in the United States, and the National Schools Project in
Australia. At the same time, we raise new questions about the roles of communi-
ties and community service agencies in school reform. Fundamental change eventu-
ally will require radical rethinking of the relationship between schools and
communities.

In the third section, professional development is examined in new and more
fundamental ways. Professional development, in-service location, staff develop-
ment and the like have always been identified as important components of any
change strategy. Yet the impact of professional development has been limited. The
chapters in section three essentially claim that this limited impact is related to
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superficial or partial conceptions of development. The new conceptions include
the development of teaching standards as foundations for reform, the role of teach-
ers throughout their careers as “change agents” concerned with equity, social justice
and academic excellence for all, new unionism as teachers’ organizations help lead
educational reform and restructuring schools for improving teaching in dramatic
ways. All of these involve the reconceptualization of professional development
for teachers and administrators recognizing their key roles in bringing about large
scale educational reform.

Educational reform has proceeded through at least four broad phases over the
last third of the 20th century. The 1960s involved large scale aspirations for reform
in most Western countries. At the time, there was little appreciation of the
complexities of implementation and most of these ambitious efforts failed to bear
fruit. Second, the 1970s was a period of downturn and recession with limited atten-
tion to fundamental reform. At the same time there was growing dissatisfaction
with the role and performance of public schools. This led in the 1980s to stronger
central intervention and more demands and mechanisms for accountability. We
are at the early stage of a fourth phase in which there is a growing realization that
accountability per se is not the answer, and that the “capacity” of the school system
and its communities is the key to reform. Fundamental change, then means basic
transformation of educational institutions.

As we move to the 21st century, the interest of Western countries, and those
around the world, whether they be Eastern Europe, Asia, Africa or Latin America
are beginning to coincide. All now appear to agree that transformation of socie-
ties — individually and interdependently —is essential, and that educational reform
is the critical strategic intervention that will achieve these goals.

Accomplishing educational and societal reform in today’s world is a challenge
of enormous complexity. The good news is that we know much more, after forty
years of research and development, about the educational change process and the
strategies required for success. In many ways, the next period of reform could be
the defining decade for focusing on fundamental educational reforms. The chapters
in this section help set the stage for the next phase of ambitious work on the
educational reform agenda.



