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ABSTRACT

The Restructuring of a Rural Utah High School was a

case study which explained the setting and the events
related to the restructuring of North Sevier High School
in Salina, Utah from 1989 - 1992. The purpose of the
study was to identify issues and problems in restructuring
which could provide insight for school leaders or for
policy makers in education. Data for the study was
collected by interviewing participants in the
restructuring project including teachers, community
members, board members, and district administrators. The
researcher was the principal of the school at the time of
the events of the case and at the time of the study.

The findings were presented as a chronological
narrative and were analyzed according to the restructuring
of: (a) student experiences; (b) the professional lives of
teachers; (c¢) leadership, management, and governance of
the school; and (d) the role of the community in the
school .

The study identified the following issues for

consideration by policy makers and educational leaders
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involved in school restructuring: (a) leadership at the
level of the school principal; (b) the establishment of
shared values and beliefs; and (c) the power of locally
developed change versus adopted programs. A model was
developed which explained the relationships of the beliefs
that developed in the restructuring project at North
Sevier High School and which may provide insight for other
school leaders as they consider the development of a
framework for understanding the educational values and

beliefs in other restructuring programs.
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CHAPTER 1

STATEMENT OF THE PROBLEM

Introduction
The decade of 1982 to 1992 was punctuated by highly
publicized reports discussing the deficiencies of
American public education. Each report presented its own
prescription for the improvement of schools and of the
educational system in general. These reportg and analyses

have included A Nation at Risk (1982), The Carnegie Report

on the American High School (1984), The National

Governor'’s Council Report (1990), and most recently the

goals of America 2000 (1991) promoted by President George

Bush as the national direction for the education in the
1980's.

There has been a widespread sense of failure in the
nation relative to the performance of schools and a
pessimism about the possibility of making real changes in

the system. A recent National PTA/Chrysler Survey

revealed that an overwhelming majority of parents in our
nation did not believe that lasting changes could be made

successfully within the current structure of American



schools (Finney, 1991, p. 4). These parents felt that
radical changes in the structure of education were needed
in order to create schools which would provide for the
quality education they wished for their children.

The mood of the country relative to education and the
perceived need for large scale changes was reflected in
the opening paragraph of a Newsweek (1991) article which
compared our nation’s schools to those of other nations
around the world:

We all know the indictment: American education has

fallen behind the rest of the industrialized world.

And we all know the reasons: everything from the

collapse of the family to the prevalence of

television to the abject failure of national
leadership has been blamed. What we don’t know is
how the rest of the world is managing to do a better

job of teaching its children (The Best Schools, p.

50) .

Criticism of traditional educational systems and
structures, along with calls for the reform of these
systems and structures have been found not only at the
national level, but at the state and local levels as well.
Though little public attention has been given to important
questions about the validity of the claims of failure or
the appropriateness of the measures of educational success
used in their conclusions, the public concern for the
effectiveness of schools has focused the political debate

in many states around the future of education

("Governors", 1992, p. 9).



Beginning in the late 1980’s, the public concern in
Utah for educational quality led to discussions of new

directions for education. In 1988, A Shift in Focus,

published by the Utah State School Board, reflected the
national sentiment:

The symptoms are there for all to see. Far too many
students enrolled in public education drop out,
mentally or physically. Teachers are often cast as
scapegoats, and are held in low respect. Parents are
frustrated, and are often not able to be of much help
to their children. The effects ripple on (p. 8).

In A Shift in Focus, the state school board called
for Utah schools to rethink every aspect of schooling and
of the statewide system:

We are not simply talking about reform, because it is
time to move beyond reform, to bring about a
restructuring, based on a fundamental shift in focus
in education.

Under the old order, the focus has increasingly
been on the workings of the system and how to make it
more efficient and effective. What should happen now
is that the focus must shift to the students needs
and the systemic changes needed to meet these needs
(p. 8).

Another document, the 1992-1997 Utah State Public

Education Strategic Plan (1992), sought to create a "bold
new vision for the future of Utah education" (p. 3). This
time, the creators of the strategic plan called for policy
makers and educators to,

Redesign the educational system, its organization,
laws, and funding formulas, including removing state
and local barriers, to achieve our mission and
objectives...[and] empower each school to create its
own vision and plan to achieve results consistent
with the mission and objectives of Utah public
education (p. 15).



These callg for changes in the philosophy and
processes of school from both state and national levels
had a strong impact on the leadership of the Sevier School
District and North Sevier High School in Salina, Utah, and
led along with other factors to the development of a
project at North Sevier High School undertaking a "total

rethinking” (Vision to Reality, 1991, p. 1) of the goals

and processes of schooling. The proposals at North Sevier
High School that received greatest attention were staff
reorganization which reduced the number of teachers and
support personnel and raised teacher pay by fifty percent,
and curricular changes that replaced content as the top
priority in instruction with "critical thinking skills,
self esteem, and a love of learning" (Jordan, 1991, p.

B1l) .

The project at North Sevier was ambitious enough to
attract state-wide and regional attention, with front page
headlines such as "North Sevier Principal Reforms Teaching
System" (Jordon, 1991, p. B1l), "Principal Cuts Staff,
Hikes Teacher Pay by 50%" (Spectrum, 1991, p. 4), and
after a visit from Utah Governor Michael Leavitt, "North
Sevier High School Dazzles the Governor" (McClure, 1992,
p. 1).

The effort at North Sevier High School was initiated
to create "fundamental structural changes" by implementing

"restructuring concepts" (Vision to Reality, 1991, p. 1)




that were part of long range school and district planning.

This aligned the project with a national movement known as

school restructuring.

Statement of the Problem

This case study examined the process of restructuring
at North Sevier High School and the setting within which
the restructuring at North Sevier High School developed.
The purpose of the study was the description of the case
and the identification of issues and problems in
restructuring which arose from the case that could provide
insight for leaders at other sites or for policy makers in
education.

Shimahara (1988) noted that all experiences are
shaped in context and cannot be understood adequately if
considered in isolation. He calls such isolation "context
stripping" (p. 79). The study created contextual
understanding by describing the North Sevier High School
community and aspects of the broader state and national
educational environment as the restructuring process
began.

Lichtman and French (1978) described historical case
study as "reasoned argument about the past by which we
seek the fullest possible understanding of actions,
thoughts, and feelings" (p. xvii). The study provided

understanding of the actions of the individuals involved



in restructuring of North Sevier High School and of the
causal relationships of the actions to the outcomes of the
restructuring.

Edson (1988) stated that qualitative inquiry is a
form of moral discourse and should be part of a continuing
attempt to "understand ourselves in relation to the larger
world" (p. 44). A case study is a form of qualitative
inquiry. This study provided for a discussion of
questions, issues, and lessons that arose from the context
and events at North Sevier High School and which have some

relevance in other settings.

Research Questions

The following questions served to provide direction
and boundaries to the study:

1. What was the setting for restructuring at North
Sevier High School from approximately August of 1989 to
September of 1992, and what was the impact of this context
on the restructuring that occurred?

2. What were the events associated with restructuring
at North Sevier High School that occurred during that
period which were critical to the restructuring process,
and what was the impact of these events on the development

of restructuring and on the people involved?



3. What gquestions, issues, and lessons arise from the
experience of restructuring at North Sevier High School
which would provide insight for leaders at other school

sites or for policy makers in education?

Need For The Study

It is hoped that this study contributed to
educational knowledge and understanding of schools in
three areas:

1. A study of the experience of restructuring at
North Sevier High School described a specific case of
response to national and state calls for school
restructuring and provided for the sharing of the
experience of the process.

2. A description of the experience of restructuring
at North Sevier High School provides an example of non-
technocratic change in schools and may provide insight
into the effectiveness of these change strategies.

3. A study of the rationale and setting of
restructuring in the experience at North Sevier High
School will provide data which may help to determine
patterns in restructuring and give insight into how
beliefs, values, processes, and programs of restructuring
develop in other settings.

Newmann (1993) characterized the work of school

restructuring as dealing with four "arenas" (p. 2). These



are student experience, professional life of teachers,
leadership, management and governance, and coordination of
community sexrvices. The depth of restructuring efforts in
schools may be indicated by the extent of change in each
of the arenas. The changes at North Sevier High School
provided a potential example of school restructuring in
which the attempt was made to address each of these areas

concurrently in a non-modal, non-technocratic way.

Delimitations

The following delimitations served to provide
boundaries to this study:

1. This study was limited to the process of
restructuring at North Sevier High School which occurred
between approximately August, 1989 and to September, 1992.

2. Because of the limitations set in the time period
of the study, the study was limited to the developmental
stage of restructuring at North Sevier High School. The
restructuring of North Sevier High School entered the
implementing stage at the beginning of the 1992-93 school
year. Not only would it have been premature to evaluate
the outcomes of restructuring at North Sevier High School,
but such evaluation would have widened the scope of this
study beyond the available data.

3. This was a study of a single case of

restructuring in a rural high school and no claim was made



of typicality. Because the processes of case studies and
historical studies are strongly multi-dimensional
(Lichtman and French, 1978), various dimensions of cause
and effect may be present in one case while completely

absent in another.

Definition of Terms

The term restructuring has been used to describe
widely varied kinds of school change, from minimal to very
radical change (Conley, 1993; Lewis, 1989). Barth (1991)
called restructuring "a big tent under which many people
are doing and saying many things" (p. 123). Schlecty
(1990) defines restructuring as changing the "roles,
rules, and relationships" (p. 123) within a school.

Amsler (1992) defines restructuring as change that entails
alterations in school governance and student assessment
and learning.

Restructuring is not reform (Gatto, 1990; Newmann,
1991; Hart, 1991). Reform presumes that subtle changes or
incremental changes in the current system will bring about
a renewal or reassertion of qualities which were formerly
present in the system and which have been lost and must be
restored. Restructuring presumes that entirely new
constructs of schooling are needed to provide the learning
environment in which young people of today can be schooled

for success in today’s world. The idea of restructuring
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is therefore sometimes talked about as the reinventing of
schools.

For the purposes of this study, the definition of
restructuring given by Newmann (1991) was used. Newmann
defined restructuring as school change that impacts: (a)
student learning experiences; (b) the professional life of
teachers; (c) leadership, management, and governance; and
(d) coordination of community services. According to
Newmann, radical paradigm shifts which impact each of
these areas are present when restructuring is taking
place.

Sarason (1982) discussed what he defined as non-modal
change by contrasting this with modal change. Modal
change is characterized by lack of accounting for the
development of personal meaning by those most affected by
change. Modal change efforts in education may claim to
have desired outcomes that would have cognitive or social-
personal value, but generally, the nature of the effort is
such that they only provide verbalizations about the goal
(Webb, et al. 1990). Performance, techniques, or behavior
of some kind or another is invariably mandated in modal
change and the time, human effort, and other resources
needed and allowed for personal change is almost
invariably underestimated. The reality surrounding modal

change efforts never deals with issues at a deep personal
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level. ©Non-modal change pays particular attention to
personal meaning.

Gibboney described the technological mind set as the
"...single most important obstacle to reform that is
within the power of educators to change" (1991, p. 683).
The technological mind set poses problems and proposes
solutions in which the ideas are separated from the
techniques, creates an over-reliance on numeric data and
programs, and disregards context and meaning. Gibboney
proposed that the alternative of "non-technocratic", or
"intellectual and democratic" change is the only chance
for long-lasting and meaningful educational reform (p.
685) .

For the purposes of this study, the term non-
technocratic change was used. Non-technocratic change was
defined as a change strategy which emphasizes the
development of personal meaning and understanding of the
local context, which does not mandate programs or
techniques, and which reinforces intellectual and

democratic values.

Organization of the Study
Chapter 1 contains an introduction to the study and a
statement of the purpose of the study. The problem for
this study is defined and the need for the study is

described.
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Chapter 2 reviews the literature of restructuring in
general and the literature which was influential in
establishing the philosophy of school restructuring at
North Sevier High School specifically.

Chapter 3 describes the methodology and design of the
study and discusses the limitations of the methodology.

Chapter 4 presents the findings of the study first in
a chronological narrative and then in a conceptual
framework of restructuring theory.

Chapter 5 presents inferences and conclusions derived
from the findings of the study, presents a model which
describes the development of the restructuring process at
North Sevier High School, and offers recommendations for

further study.



CHAPTER 2

REVIEW OF LITERATURE

Introduction

The literature associated with this study was
reviewed in two parts. In the first, literature relative
to school restructuring in general was reviewed to provide
a perspective of the restructuring movement. In the
second, the literature that was specifically influential
in the development of values and beliefs related to change
at North Sevier High School was reviewed.

The review of literature related to restructuring
connected this movement to the effective schools movement
of the 1970’'s and 1980’s. It discussed the philosophic
base of the restructuring movement and reviewed the
development of specific programs within the restructuring
movement which have become national models.

The organization of the review of literature that has
been specifically influential at North Sevier High School
review was conceptual. The literature that shaped the

change process at North Sevier High School drew from

13
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sources closely connected to traditional areas of
educational leadership. However, some of the most
influential literature ranged into other fields. The
purpose of this part of the review was to provide an
understanding of the philosophical base and perspective of

the restructuring at North Sevier High School.

The Restructuring Movement

Historical Perspective

The 1966 publication of the Coleman Report (Coleman,

et al., 1966) marked the beginning of a new direction for
researchers striving to develop a formula for improved
education. The Coleman Report, commissioned by the United
States Department Health, Education, and Welfare, asserted
that the most important determining factors in how much
children learn were only loosely associated with the

schools they attended. The Coleman Report attributed the

greatest part of the differences in how much children
learn to non-school socioceconomic factors.

Researchers immediately undertook to challenge the
Coleman conclusion by seeking to identify schools that did
seem to teach children more effectively (Cuban 1984). The
general method of this research was to select schools for
study that had identical socioceconomic characteristics,
but that differed in the level of achievement of their

students. If schools could be found which were identical
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socioeconomically but which produced learning which varied
significantly from the norm suggested by Coleman, the
researchers could report that the Coleman study was
incorrect in its conclusions. These studies, collectively
known as effective schools research, went beyond
disproving Coleman, and attempted to identify
characteristics of especially effective schools apart from
the socioeconomic characteristics which would account for
differences between schools in student achievement
(Bickel, 1983).

The result of the effective schools research was the
development of lists of the characteristics of
exceptionally successful schools (Edmonds, 1979; Weber,
1979; Brookover and Lezotte, 1979; ERS, 1983). Among
these characteristics shared by effective schools were (a)
a principal who provided instructional leadership, (b) a
pervasive instructional focus, (c) a safe school climate,
(d) the expectation that all students can learn at minimum
levels at least, and (e) program evaluation based on
student achievement.

Several shortcomings of the essential schools
movement were apparent to critics. From this research, a
great deal was learned about what effective schools were
like, but very little was learned about how such schools

came to be. As noted by Barth (1990},
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We know far more about the features that characterize

an effective school than about how a school becomes

effective in the first place. Why, then, do we try
to force schools we do not like to resemble those we
do like by employing means that have little to do

with the evolution of the kind of schools we like (p.

40) .

Another criticism leveled against the effective
schools movement was the narrowness of the measure of
effectiveness. Ron Edmonds, one of the leaders in this
research, defined effectiveness as "a highly
circumscribed, guantitative measure of school improvement
in which students’ acquisition of basic skills would be
measured by recording the annual increase in proportionate
mastering of basic skills in the lowest social class"
(Edmonds cited in Farrar, Neufeld, and Miles, 1984, p.
701). To critics, there were clearly other important
goals of schooling beyond the constrained definition of
successful education given by the effective schools
researchers.

A further shortcoming of the effective schools
movement was that the research base relied almost
exclusively on data collected in urban elementary schools
(Farrar, Neufeld, and Mathews, 1984; Firestone and
Herriot, 1982). However, elementary schools differ from
secondary schools in many important ways. Staffs at the
secondary level have greater differentiation and

specialization. The curriculum is generally less

integrated and there are many more competing interests for
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the time and other resources of both the school and the
student.

Similarly, the effective schools research relied
exclusively on data from inner-city schools serving
students from the lowest socioceconomic class (ERS, 1991).
The transferability of the findings of effective schools
to the settings of other schools serving other populations
was labeled as suspect (Levine, 1991).

The focus of effective schools research on inner-city
schools serving predominantly minority populations also
drew the criticism that the research was intended to
create a political agenda for education reform as a means
of ending poverty and urban decay (Stedman, 1987). The
very roots of the effective schools movement were in a
study of equality of educational opportunity, a
perspective that pervaded the research. Critics cautioned
against the overuse of schools as instruments of social
policy.

Glickman (1987) noted finally that "effective"
schools were not necessarily "good" schools. In his
criticism of the effective schools movement, he wrote,

When do we draw the line and say ‘enough is enough’?

I am determined to draw my own line -- now! I

strongly believe the ’‘effectiveness’ movement is

unnecessarily restricting the curriculum, narrowing
the teaching approach to direct instruction, and
controlling teachers by judging them ‘on task’ only

when they teach to specific objectives....Where I
draw the line...is at the insistence that learning
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must always be tightly controlled, narrowly
prescribed, and clearly specified (p. 624).

The Goals of Restructuring

The wave of change known as restructuring that began
in the late 1980's recognized many of the elements of good
schooling identified in the effective schools movement.
However, restructuring focused more specifically on the
dynamics of change and on the school as the unit of change
and took a more radical, experimental approach (Amsler,
1992; Teachers Network, 1991; National School Boards
Association, 1990). The restructuring movement generally
led schools into change for which there may be no model
and thus required that schools develop their own courses
to follow (National School Boards Association, 1990;
Sizer, 1989).

The call of restructuring suggested that "the system
is so fundamentally flawed that monumental changes are
necessary" (Newmann, 1991, p. 3). Champlin (1991)
reflected the tenor of the restructuring movement when he
stated,

Have you observed that current reform is based on the

acceptance of the school system as it is now

structured and operated. Reformers persist in
believing that either trying harder or directing
specific behaviors will make a difference. Both
assumptions are in error....It is clear that more of
what is currently being done will produce more of

what we’ve always gotten, which incidentally, is what
we aspire to change (p. 7).
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The need for restructuring of the educational system
does not necessarily stem from a flawed past. Rather, the
need for restructuring is the result of rapid changes in
our society that make in our society. Among these
societal factors that make restructuring a necessity are
(Conley, 1993; ECS, 1991; Lewis, 1989; Schlecty, 1990):

1. The social and economic environment has been
rapidly transformed. The job market calls for workers
with higher levels of literacy than ever before who
possess different kinds of knowledge, skills, and
attitudes that those produced by the traditional education
system.

2. New understanding about learning casts strong
doubts on the effectiveness of the structure of
traditional schools and the practices of teaching,
curricular organization, and student assessment in
schools. While the traditional student learning
experience is passive and isolated, it is known that a
more effective learning experience is engaging, active,
and collaborative.

3. Today’s schools serve a significantly different
kind of population than those served when traditional
schools were designed. These students are more culturally
diverse, come from widely varied family backgrounds, and
may have a reduced sense of connectedness to traditions,

values, and social responsibilities.
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4. Technological forces have changed the way in which
the world presents itself. Information is available in
unprecedented guantities and is rapidly expanding. The
impact of technology on society is not yet fully known,
but traditional schools are not organized in a way which
enables them to incorporate new technology and new
knowledge.

5. The performance of the traditional system of
education is in question. There is significant evidence
that large numbers of students are leaving school without
basic levels of literacy and are educationally unprepared
to succeed as workers, citizens, or family members. There
is also evidence that the educational inequities between
socioeconomic classes continue to increase.

Holzman (1993) summarized the problem as seen by
proponents of restructuring:

The school systems themselves are at issue when we

think about improving education in this country.

These systems are highly complex, surprisingly

similar across the country, and very resistant to

change. Where once they were the solution to a

problem -’'inefficiency’- some observers now see them

as the problem: antiquated bureaucratic and technical
structures that make it difficult to focus on the
paradigmatic learning situation, the relationship
between the individual teacher and an individual

student (p. 18).

For the purposes of this review, the definition of
Newmann (1991) of restructuring provided a convenient and

comprehensive framework. Newmann defined restructuring as

school change that impacts: (a) student learning
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experiences; (b) the professional 1ife of teachers; (c)
leadership, management, and governance; and (d)
coordination of community services.

Student Learning Experiences

The goal of school restructuring is first and
foremost to impact the quality of student learning. As
asserted by Anderson (1993), "If changes do not occur in
teaching and learning, all other changes are of little
value" (p. 16).

Learning activities in schools need to be changed

from the traditional drill and practice model to one that

emphasizes use of the mind. "All genuine learning is
active, not passive. It involves the use of the mind, not
just the memory. It is a process of discovery, in which

the student is the main agent, not the teacher" (Adler,
1982, p. 50).

Wiggins (1989) stated that the problem of passive,
teacher-centered student learning activities is rooted in
a fundamental misconception of the aims of the curriculum.
"The aim of curriculum is to awaken, not to stock the
mind....Given the intimidating, easily trivialized mass of
knowledge, what the student need is the ability to see how
guestions both produce and point beyond knowledge" (p.

54) .
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Sizer (1992) supported the idea that the fundamental
aspect of students’ learning experience should be the
question:

Most of us are more attracted to questions that by
answers, by challenges to our ingenuity than by
matters to which we are merely exposed. Effective
schools work hard to engage students, to make them
focus on questions, to expect them to do the work

necessary to answer these questions. Today, most of
the teachers, rather than the students, do the work
(p. 33).

A summary of the characteristics of student learning
experiences sought in restructured schools includes the
following elements (Conley, 1993; Lewis, 1989; Newmann and
Wehlage, 1993; SCANS, 1992; Sizer, 1989):

1. Higher order learning and thinking are encouraged
and students are frequently asked to go beyond what is
given to find answers to gquestions.

2. In-depth knowledge is preferred over shallow
coverage of material. The concept of "less is more"
prevails in curricular planning.

3. Content is selected based on meaningfulness and
connectedness to the world of today and more importantly
to the local community.

4. Learning activities emphasize interaction between
students in the form of thoughtful conversation,
collaborative problem solving, and exploratory discussion.
Finding important questions is as greatly emphasized as

finding important answers.
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5. Students are empowered to identify the focus of
their own learning and to determine the means of
accomplishing learning goals. The teacher is not the
center of the classroom, but rather facilitates student
work.

Traditionally, the outcomes of education focused on
mastery of content. The effective schools movement
centered on these narrow assessments of basic academic
skills. Eisner (1991c) argued against such narrow
definitions of assessing educational outcomes:

School programs that create a very narrow eye of a

needle through which all children must pass diminish

educational equity. Thus the social - and indeed the
moral conditions - that ought to prevail in our
schools are that broaden the eye of the needle and
make it possible for all children to discover their

aptitudes (p. 17).

The student outcomes emphasized in restructuring are
performance oriented. This emphasis springs from the
question "What would a student do if he or she had
mastered a specific ability" (Diez and Moon, 1992, p. 38).
Thus the focus changes from content mastery to performance
competency.

Grant Wiggins (1989) described his view of
appropriate aims for schooling in terms of intellectual
habits. He noted the impropriety of measuring educational
excellence on knowledge of facts:

The sign of a poor education, in short, is not

ignorance. It is ratiocnalization, the thoughtless
habit of believing that one’s unexamined,
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superficial, or parochial opinions and feelings are
the truth; or the habit of timid silence when one
does not know what someone else is talking about (p.
57) .

In describing his concept of essential intellectual
habits, Wiggins began with the "most essential habit" of
"the ability to suspend disbelief or belief as the
situation may warrant" (p. 57). He cited the example of
the questioning habits established for students at Central
Park East Secondary School in New York City. Students
there learn the habits of asking questions about
perspective, credibility, alternatives, connections, and
value. When students find themselves in a setting where
these kinds of questions are continually asked, they get
in the habit of asking questions without apology.

Ultimately, said Wiggins, the goal of schooling
should be to develop in students,

1) the ability to further their superxrficial

knowledge through careful questioning, 2) enable them

to turn those questions into warranted, systematic

knowledge, 3) develop in students high standards of
craftsmanship in their work irrespective of how much
or how little the ’'know’, and 4) engage students so
thoroughly in important questions that they learn to

take pleasure in seeking important knowledge (p. 57).

Elliot Eisner (1991c) noted that the first task in
schools is the decision of what are the truly important
outcomes of schooling, followed by efforts to create the
conditions in schools to achieve these outcomes. Eisner

argued that the fundamental driving force in educational

change should not be competition in an "education race"
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(p. 17) with other nations, but rather to provide the best
quality of life we can for our children.

The student outcomes sought in restructured schools
are summarized as follows (Eisner, 1991a; Lewis, 1989;
Redding, 1992; Sizer, 1984, 1989, 1992; Wiggins, 1989):

1. Students should come to recognize the intrinsic
value of pursuing ideas. The process of intellectual
exploration should become a habit for students.

2. Students should learn to identify problems as well
as design the problem solving processes. Since
formulating questions and framing problems is a more
fundamental intellectual ability than memorizing answers
to given questions, schools should facilitate this skill.

3. Students should acquire multiple forms of literacy
in school. Restructured schools give attention to a broad
array of cultural resources to provide students with a
wide conception of human understanding.

4. Students should acquire a love of learning and the
habit of setting their own goals for learning. Schools
can help students have a sense of wonder about the world
and engender within students curiosity and imagination.
Students should develop a self esteem related to their
ability to learn.

5. Students should become connected to the

communities in which they live. They should recognize the
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importance of values and traditions, and develop the ethic
of caring and concern.

The Professional Life of Teachers

Traditionally, teacher professionalism is related
most strongly to questions of competence. Sergiovanni
(1992b) noted that true professionalism combines
competence with the virtue of commitment:

Society, however, demands more than skilled service

before it bestows the mantle of profession on an

occupation....It takes more than competence to earn
trust - it takes virtue. Professionalism is
therefore defined by competence plus virtue....In
teaching, professional virtue is made up of four
dimensions:
* A commitment to practice in an exemplary way;
* A commitment to practice toward valued social
ends;
* A commitment not only to one’s own practice
but to the practice itself;
* A commitment to the ethic of caring (p. 43).

In the restructuring movement, teachers are seen as
an essential element in the developmental process. Great
value is place on their participation, growth, and
learning (Barth, 1990; Firestone, 1993; Newmann, 1991).
This opposes the traditional process of change in
education which relies heavily on programmatic solutions
imported and imposed on schools and teachers (Gibboney,
1991; Glickman, 1991). Barth (1990) described the result
of the practice of changing schools with externally
developed prescriptions:

Our public schools have come to be dominated and

driven by a conception of educational improvement
that might be called 1ist logic. The assumption of
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many outside the schools seems to be that if they can
create lists of desirable school characteristics, if
they can only be clear enough about these directives
and regulations, then these things will happen in
schools...The vivid lack of congruence between the
way schools are and the way others’ lists would have
them be cause most school people to feel overwhelmed,
insulted, and inadequate - hardly building blocks for
improving schools or professional relationships (p.
37-38) .

The notion that teachers should be at the essential
core of educational change was noted by Eisner (1991c):

Programs, no matter how well conceived, must always

be mediated if they are to influence the lives of

those with whom we work. This process of mediation,
at its best, is an artistic activity. We call it
teaching. When teachers transform the limited and
schematic conceptions of school programs into the
kinds of activities that genuinely engage children,
when they create the environments that open up new
vistas and provide for deep satisfactions, they make

a difference in the lives children lead. No

curriculum teaches itself, it must always be

mediated, and teaching is the fundamental mediator

(p. 11).

The teachers in restructured schools are
characterized by the following summary (Barth, 1990;
Brandt, 1993; Conley, 1993; McClure, 1988; Sizer, 1984,
1992) :

1. The professional role of teachers is expanded to
include varied interactions with students such as
mentoring and advising, participation in decision making
and school governance, and participation in learning
activities as well as instructional activities.

2. Teachers are provided with time as part of the

regular werking structure to participate in decision
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making, professional growth activities, and substantially
increased planning activities.

3. Working in teams is the norm rather than the
exception. The work of teachers takes place in teams:
instruction, planning, professional development, and
decision making. The structures which isolate teachers
from one another are reduced or eliminated and replaced
with structures that generate professional collegiality
and interaction.

4. Professional conversation constitutes a large part
of the interaction between teachers. Teachers read
together and frequently discuss the intricacies of the

profession with each other.

Leadership, Management, and Governance

Glickman (1991) concluded that the centrality of
teachers in school change should result in a recognition
of a different role for school principals in such an
environment. The traditional concept of the principal as
"all knowing, all wise, and transcendent in vision...is an
incomprehensible idea for supporting school reform" (p.
7). He noted that from the experiences of successful
schools, the principal’s role is rather the empowerment of
teachers in using their knowledge and skills. The

principal of such a school symbolizes, supports, and
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mobilizes teachers in their work as the real instructional
leaders in schools.

The restructuring effort seeks to change the
governance of the school (Amsler, 1991, Barth, 1990;
Newmann, 1991; Schlecty, 1990). The mode of decision
making in restructuring schools becomes more participatory
as the decision making base is expanded and shifted from
central office and state control to site administrators
and teachers.

Restructuring schools generally take much greater
responsibility for budgeting, staffing, scheduling, and
determining curricular and instructional goals (Amsler,
1991). In order to facilitate this participation, the
structure of the schooling organization must be changed to
end the isolation typical of schools (McClure, 1988;
Sizer, 1984).

The structure of traditional school systems is
hierarchical and bureaucratic. Restructuring schools
generally work to decrease the reliance on bureaucratic
rules and regulations with the goal of increasing the
flexibility and humanity of the organization (McCLure,
1988; Newmann, 1991; Sergiovanni, 1992a).

Sergiovanni (1992b) identified a part of the problem
of leadership in traditional schools in their structure as

formal orxrganizations. Wrote Sergiovanni,
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Organization is an idea imposed from without. To
ensure proper fit, schools create management systems
that communicate requirements to teachers in the form
of expectations. Organizations use rules and
regulations, monitoring and supervision, and
evaluation systems to maintain control over teachers.
Leadership in organizations, then, is inevitably
control drive (p. 41).

Sergiovanni (1992b) and others (Barth, 1991; Peck,
1987) suggest that the imposition of organizational
structure be replaced in schools with the metaphor of
community. Sergiovanni explained that,

Communities are not defined by instrumental purposes,

rationally conceived work systems, evaluation schemes

designed to monitor compliance, or skillfully
contrived positive interpersonal climates.

Communities are defined by their centers. Centers

are repositories of values, sentiments, and beliefs

that provide the needed cement for uniting people in

a common cause. Centers govern the school values and

provide norms that guide behavior and give meaning to

community life. They answer questions like What is
this school about? What is our image of learners?

How do we work together as colleagues? (p. 41)

The characteristics of leadership and governance in
restructuring schools are summarized as follows (Conley,
1993; Newmann, 1991; Schlechty, 1991; Sergiovanni, 1992b) :

1. The hierarchical structure of the system is
reduced so that there is increased control at the school
site over budgeting, staffing, and curriculum.

2. A broad base of participation is secured in
decision making and the ultimate responsibility for

decisions is widely shared. Collegiality is more highly

emphasized than authority.
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3. The decision making processes are based on shared
values and beliefs rather than on rules, policies,
control, or power. Regulation and procedure which block
work toward fulfilling beliefs or values are subject to
extreme scrutiny.

Coordination of Community Services

Schools have increasingly separated themselves from
communities they serve (Conley, 1993). The restructuring
movement recognizes the importance in students lives of
family, friends, and community environment. Additionally,
the non-school elements of students lives and of the
community are seen as sources of strength for the school
which, if coordinated, can greatly increase the chances of
student success (Newmann, 1991).

The inclusion by the school of the community in the
educational partnership is difficult for many schools,
given tradition and organizational resistance. Conley
(1993) described the relationship between schools and
communities and the importance of this relationship:

Although it may not necessarily be welcomed by all

schools, it is one that appears to be necessary for

schools to survive and adapt in the future. This new
relationship entails both parent and community
involvement in the schools. It also involves the
movement of children from schools to the community
for portions of their education. This alteration of
the school-community relationship will be difficult,
both because of the attendant expectations that
accompany such an readjustment and the strongly

ingrained norms regarding parental roles and
involvement in schools (p. 202).
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The business community has become increasingly
involved in the formation of educational goals. SCANS
(Secretaries Commission on Achieving Necessary Skills)
(1991) described the state of the educational system from
the perspective of the business community:

Despite a decade of reform efforts, we can

demonstrate very little improvement in student

achievement. One of the reasons for the lack of
educational improvement lies in the confusing signals
exchanged between the education community and the

business community (p. 1).

Characteristics of community involvement in
restructuring schools is summarized as follows (Conley,
1993; Lewis, 1989; SCANS, 1991; Schlecty, 1990):

1. The resources and expertise of the business
community are welcomed into the school. Business becomes
a partner is establishing the goals of education and in
achieving these goals.

2. Education is integrated into the community. It is
not required that all learning take place on a school
campus or that all teaching be done by certified teachers.
The educational environment emphasized the connections of
learning and real community issues.

3. The work of all social agencies that provide
services to young people are coordinated with the

educational efforts of the school to enhance opportunities

for student success.
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4. The relationship between parents and school is
redefined so that parents become real partners in the
educational process. Parents are included in decision

making about their children and about the school.

Restructuring Programs

This section of the review of literature summarizes
three of the most well know nationally recognized
restructuring efforts. These summaries provide insight
into the goals, direction, and organization of national

restructuring programs.

The Coalition of Egsential Schools
The Coalition of Essential Schools (CES) emerged from
the work of Sizer in 1984. The publication of Horaces

Compromise: The Dilemma of the American High School (1984)

established the basic beliefs of the Coalition (ECS, 1991,
1992; Lewis, 1989). These have been coalesced into a set
of nine principles:

1. Schools should focus on helping adolescents learn
to use their minds well...

2. The school’s goals should be simple: That each
student master a limited number of essential skills
and areas of knowledge...

3. The school’s goals should apply to all students,
but the means to these goals will vary from student
to student...

4. Teaching and learning should be personalized to
the maximum possible extent...

5. The metaphor of the school should be the student-
as-worker rather than the teacher-as-deliverer-of-
intructional-services...

6. ...The diploma should be awarded upon a successful
final demonstration of mastery for graduation--an
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"exhibition’...The emphasis is on the students’
demonstrating that they can do important things.
7. The tone of the school should explicitly stress
values of high expectation, trust, and decency...
8. The principal and teachers should consider
themselves generalists first and specialists
second. ..

9. Ultimate administrative and budget targets should
include. . .student loads per teacher of eighty or
fewer pupils...Per-site costs should be within 10
percent of traditional schools (p. 28-29).

Sizer emphasizes that these principles are not a
program to be adopted, but rather form the basis for
thinking about restructuring. Goldberg (1993) quoted
Sizer as stating,

The coalition is not a model to implement, but a set

of ideas to provoke. There is no model. Time and

context are everything. What will work in Shoreham-

Wading River, New York, won’t work in Winchester, New

Hampshire, but schools can share ideas even though

the expression of those ideas varies (p. 55).

The CES is linked to the Education Commission of the
States through a network known as Re:Learning (ESC, 1992).
Re:Learning seeks to engage in systemic reform that

involves the entire system from "schoolhouse to

statehouse" (p. 10) based on the principals of the CES.

Transformational Outcome-Based Education

Outcome-based education (OBE) is based on the belief
that all students can learn and succeed, given adequate
time and resources, and that schools control the
conditions for success (Spady and Marshall, 1991). Spady

(in Brandt, 1992) defines outcomes as "a culminating
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demonstrations of learning...what it is the kids can
actually do" (p. 66)

Transformational OBE is guided by a list of 10
contrasts which illustrate the alternatives proposed by
this movement:

1. Transformational OBE is not calendar defined...It
is outcome defined. ..

2. ...1ls not constrained in opportunity...It is
expanded in opportunity which enables successful
teaching and learning for all...

3. ..1is not custodial in credentialing (credit based
on seat time)...It is based on performance
credentialing (credit through accomplishment)...

4. ...is not tied to curriculum coverage...Ilt is
aided by instructional coaching fostering...essential
outcomes.

5. ...1is not segmented in content...It is integrated
in concepts...

6. ...1s not based on cumulative achievement...It is
based on culminating achievement.

7. ...1s not selection oriented (grading and
curriculum tracking)...It is oriented to inclusionary
success. ..

8. ...1s not characterized by contest learning
(students compete for scarce rewards)...It is
characterized by cooperative learning...

9. ...is not dependent on comparative evaluation...It
is confirmed by criterion validation (expectations of
high-level performance on clearly defined
outcomes) ...

10. ...is not composed of cellular structures...It is
formed on collaborative structures (for curricular
planning, instructional delivery, and student
learning (Spady and Marshall, 1991, p. 68).

The transformational OBE movement is centered at the
High Success Network, directed by William Spady. Spady
pointed out that transformational OBE is not a
prescriptive program to be adopted:

We in the High Success program on OBE believe that

most of the fundamental features of reform proposals
can easily be incorporated within the ’success for
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all’ restructuring principles of what we call
'Transformational Outcome-Based Education.’
Transformational OBE...is a collaborative, flexible,
transdisciplinary, outcome-based, open-system,
empowerment-oriented approach to school (Spady and
Marshall, 1991, p. 67-68).

The Mastery in Learning Consortium

The Mastery in Learning Consortium was initiated in
1990 as a successor to the Mastery in Learning Project
which began in 1985. Both have been sponsored by the
National Educational Association (ECS, 1991).

The consortium focuses its attention on student
learning with the view that while mastery implies a
facility in basic skillsg, it alsoc means going beyond
traditional mechanistic education. Mastery means also
cultivating in students skills of higher-order thinking,
especially the skills of analysis, criticism, and
synthesis (McClure, 1986).

Consortium schools utilize NEA support through the
IBM/NEA School Renewal Network, which connects schools to
each other and facilitates sharing of ideas and
professional conversation (Lewis, 1991).

The project facilitates organizational change in
school through a four-step plan:

Step 1: School Profile. Mastery in learning

participants create a description of the school

through interviews with teachers, students, parent
and administrators...

Step 2: Faculty Inventory. This process helps

teachers identify similarities and differences in
their perceptions and priorities...
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Step 3: Empowerment. During this phase, the faculty
explores approaches to teaching and learning using
the projects databases.
Step 4. Comprehensive Change. The faculty develops,
implements and documents a school improvement plan
based on current knowledge and priorities established
during the three previous steps (ECS, 1991, p. 9).
The consortium empowers schools in widely varied
settings to direct change according to the setting,
strengths, and weaknesses of that school. It is a guide
for change rather than a standard program (Lee and
Obermyer, 1986).

Summary of Programs

The national programs of restructuring summarized in
this review reflect several similarities:

1. Each is based on a set of clearly defined values
and beliefs. These beliefs are used to establish
direction for participating schools.

2. Each provides a framework for restructuring
without imposing detailed plans for implementation. Each
relies on local schools to determine the method of
implementation that best fits.

3. Each creates a network for support of the schools
in the process of restructuring. The network provides
professional support and allows schools to engage in

dialogue with schools undergoing similar experiences.
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Influential Literature at North
Sevier High School
The literature in this portion of review was

important to development of the philosophy of change and
leadership which influenced the restructuring project at
North Sevier High School. It forms the milieu of thought
from which the vision of restructuring was drawn by the
principal of the school and other leaders of the process
and from which the motivation of these leaders to initiate
change emerged. This literature was referred to by the
principal of North Sevier High School repeatedly as the

restructuring process unfolded.

Change is Creative

Change may occur in many ways. Often it is preceded
and motivated by a sudden awakening or becoming aware that
occurs in a near spiritual way. Helen Keller (1954)
related in her stirring autobiography the episode in which
she first came to understand the connections of language
to reality. 1In a poignant scene made famous in film, she
felt water running over her hand from the outdoor pump as
her teacher, Ann Sullivan, signed "water" again and again
into her palm. Keller in recalling the incident wrote,

We walked down the path to the well-house, attracted

by the fragrance of the honeysuckle with which it was

covered. Some one was drawing water and my teacher
placed my hand under the spout. As the cool stream
gushed over one hand she spelled into the other the

word water, first slowly, then rapidly. I stood
still, my whole attention fixed upon the motions of
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her fingers. Suddenly I felt a misty consciousness
as of something forgotten - a thrill of returning
thought; and somehow the mystery of language was
revealed to me. I knew that "w-a-t-e-r" meant the
wonderful cool something that was flowing over my
hand. That living word awakened my soul, gave it
light, hope, joy, set it free...Thus I came up out of
Egypt and stood before Sinai, and a power divine
touched my spirit and gave it sight, so that I beheld
many wonders. And from the sacred mountain I heard a
voice divine which said, ‘Knowledge is love and light
and vision’ (p. 34-36).

Another episode of sudden perspective was related by

Maya Angelou (1969) in her autobiographic I Know Why the

Caged Bird Sings. She related,

Without willing it, I had gone from being ignorant of
being ignorant to being aware of being aware. And
the worst part of my awareness was that I didn’t know
what I was aware of. I knew very little, but I was
certain that the things I had yet to learn wouldn't
be taught to me at George Washington High School (p.
230) .

The appropriateness of a burgeoning awareness as
described by Keller and Angelou in an educational setting
was supported by Sizer (1984). He noted at the conclusion

of Horace'’s Compromise: The Dilemma of the American High

School that "Inspiration, hunger: these are the qualities
that drive good schools. The best we educational planners
can do is to create the most likely conditions for them to

flourish, and then get out of the way" (p. 221).

Effective Change is Value Driven

Gibboney (1991) related the general failure of
educational reform in America to a mind set that ignores

values, vision and purpose. He described the
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"technocratic mind set" (p. 683) as one focused on
techniques and programmatic solutions as opposed to a
revolution in beliefs and values. The lack of democratic
and intellectual value in educational change is evidenced
as,

most schools adopt packaged programs that support a
mechanical view of learning and teaching. Reforms
that value intelligence, teacher initiative and
responsibility, and democratic values received little
attention...Our children have testified [to this
failure] by the boredom on their faces and the
refusal of many of them to earn ordinary things like
reading and arithmetic (p. 688).

The tendency to rely on prescriptive solutions rather
than values was described by Barth (1990). He proposed
that effective change is not related to prescription, but
rather to the values of the members of the school
community:

Our public schools have become dominated and driven
by a conception of educational improvement that might
be called ’list logic’. The assumption of many
outside of schools seems to be that if they can
create lists of desirable school characteristics, if
they can only be clear enough about directives and
regulations, then these things will happen in
school....The vivid lack of congruence between the
way schools are and the way others’ lists would have
them be cause most school people to feel overwhelmed,
insulted, and inadequate--hardly building blocks for
improving schools or professional relationships (p.
37-40).

Parker J. Palmer’s (1983) work on spirituality in
education was reflective of the recognition that change
must be belief and value drive in order to make a

difference. Palmer wrote that,
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...with the mind’s eye we see a world of fact and
reason. It i1s a cold and mechanical place, but we
have built our lives there because it seemed
predictable and safe. Today, in the age of nuclear
science, our mind-made world has been found flawed
and dangerous, even lethal. So we open the eye of
the heart and see another sight: a world warmed and
transformed by the power of love, a vision of
community beyond the mind’s capacity to see. We
cannot forsake our hearts and yet we cannot abandon
our minds (p. xi).

Thomas Sergiovanni (1990) also supported the concept
of values as the central force in meaningful school
change. He described successful schools and their leaders
as being value-driven. He noted that in such successful
schools, there was a strong commitment to ideas and
ideals, and that there was a constant push and pursuit of
these convictions. As these values were lived and
demonstrated in words, behaviors, and deeds, they became
instilled as part of the life of the school.

Victor Frankl (1963) in his description of his
experiences in World War II concentration camps wrote of
the importance of action guided by values:

What was really needed was a fundamental change in

our attitude toward life. We had to learn, and

furthermore, we had to teach despairing men, that it
really didn’t matter what we expected from life, but
rather what life expected from us. We needed to stop
asking about the meaning of life and instead think of
ourselves as those who were being questioned by life

- daily and hourly. Our answer must consist, not in

talk and meditation, but in right action and right

conduct. Life ultimately means taking the
responsibility to find the right answers to its

problems and to fulfill the tasks which it constantly
sets before us (p. 122).
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Change is Future Driven

The importance of future orientation for change was
described by Fred Polok (1973) in his study of great

nations, The Image of the Future. He found that every

nation’s rise to greatness was preceded by a vision of
greatness and purpose:

The rise and fall of images of the future precedes or

accompanies the rise and fall of cultures. As long

as a society’s image is positive and flourishing, the
flower of culture is in full bloom. Once the image
begins to decay and lose its vitality, however, the

culture does not long survive (p. 19).

Mojkowski (1991) described the primary roles of the
leader in restructuring schools as creating vision,
fostering the long view, and constantly reminding the
school community of the "gap between the vision they have
for their children and their current actions and
accomplishments" (p. 28).

The importance of creating a shared future vision was

emphasized by Peter Senge (1990) in The Fifth Discipline:

A shared vision is not an idea. It is not even an
important idea such as freedom. It is, rather, a
force in people’s hearts, a force of impressive
power. It may be inspired by an idea, but once it
goes further--if it is compelling enough to acquire
the support of more than one person--then it is no

longer an abstraction. It is palpable. People begin
to see it as if it exists. Few, if any, forces in
human affairs are as powerful as a shared vision (p.
206) .

Change Requires New Leadership

The leadership needed to change educational

structures in our society requires that the problems and
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issues be seen as moral imperatives (Sergiovanni 1990).
The nature of the dedication to the imperatives of
morality required of a leader of change were well

described by Robert Frost (1969) in Two Tramps in Mud

Time. In the following lines, Frost noted the
inseparability of value and morality from work:

But yield who will to their separation,

My object in living is to unite

My avocation and my vocation

As my two eyes make one in sight.

Only where love and need are one,

And the work is play for mortal stakes,

Is the deed ever really done

For Heaven and the future’s sakes (p. 277).

Warren Bennis (1990) described a new kind of

leadership required to inspire and foster growth and
change in an organization. The leadership Bennig outlined
was not concerned so much with practice within an
organization, but rather with the creation of imagery,
understanding, and a compelling moral necessity for "the

New Way....Innovators, like all creative people, see

things differently, think in fresh and original

ways...They are seldom seen as good organization men or
women and often viewed as mischievous troublemakers" (p.
29) .

Steven Covey (1989) set forth the belief that
effective leadership was based on the awareness and
integration of principles, and that "to change the world,

we first have to change ourselves (p. 18). Leaders were
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unable to lead without first undergoing a conversion of
their own.

According to Cushman (1992), principals in schools
that were truly changing operated with entirely new
concepts of leadership:

An effective principal must be much more than ‘keeper
of the vision’...As the school’s intellectual
conscience, as its resource for time and
opportunities, as manager not of its time but its
process, the principal carries the metaphor of
‘teacher as coach’ to the administrative level -
provoking, modeling, and nurturing the thoughtful
growth [that] everyone in a good school should
experience (p. 1).

Successful Change Begins Internally

Change that was imposed on organizations from
external sources rarely had much staying power. Ken
Macrorie (1984) asserted that "there is no way in any
country to institute from above a sweeping successful
reform of education. Teachers don’t like to be handed a
new curriculum and told to put it into practice next
semester" (p. 250).

The need to allow change to be directed from within

schools has been so widely recognized that the Utah State

Public Education Strategic Plan (1992) held as one of its

principal strategies to "empower each school to create its

own vision and plan" (p. 21).
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John Gatto (1990) summarized the feelings commonly
held towards externally imposed solutions to problems in
education:

We have got to demand that new voices and ideas get a
hearing, my ideas and yours. We’'ve all had a
bellyful of authorized voices on television and in
the press. A decade-long, free-for-all debate is
called for now, not any more expert opinions.

Experts in education have never been right; their
'solutions’ are expensive, self-serving, and always
involve further centralization. Enough (p. 27).

Successful Change is Pervasive

The need to change entire systems and to view systems
as the environment in which change must occur is strongly
supported in the literature. Sizer (1991) noted that for
change to have any enduring significance, it must be
system-wide. "Simply, significant school change requires
attending to all the consequential parts of a school at
once: reexamining assumptions, renegotiating compromises,
and being decisive with priorities" (p. 32).

Senge (1990) noted the problems that arose from the
tendency to fragment problems and issues as solutions were
developed:

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 larger whole.

When we try ‘see the big picture,’ we try to

reassemble the fragments in our minds, to list and

organize all the pieces. But, as physicist David

Bohm says, the task is futile--similar to trying to
reassemble the fragments of a broken mirror to see a
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true reflection. Thus, after a while we give up
trying to see the whole together (p. 3).

Change is Painful

Change is a painful process. The recognition that
change will be difficult is an important first step for an
organization to make. M. Scott Peck (1978) wrote,

Life is difficult...

This is a great truth, one of the greatest
truths. (The first of the 'Four Noble Truths’ which
Buddah taught was ‘Life is suffering’.) It is a
great truth because once we truly see this truth, we
transcend it. Once we know that life is difficult -

once we truly understand and accept it - then life is
no longer difficult. Because once it is accepted,
the fact that life is difficult no longer matters (p.
15) .

One of the sources of the pain in educational change
was found in the need to confront the variance between
what is known to make for good schools and the actual
practice of education in schools. Glickman (1991)
proposed that educators have operated schools for a long
time in ways that they privately admit are less in the
best interests of students than in the interests of
organizational ease. He cited plentiful reasons for this
contradiction: state and local policy, tradition, mandated
curricular pressures, and limited resources. Glickman
proposed that the dissonance between what is known and
actual practice is painful enough that educators often

pretend "not to know what we know" (p. 4).
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Change Involves Risk

Change in any setting requires a certain amount of
willingness to risk. In the educational setting, where
conservatism and convention are very powerful forces, risk
has been consistently associated with unwise
experimentation. The general axiom has been to do only
those things that the research shows are surely to be
successful (Mojkowski, 1991; The Teacher Network 1991).

Joel Barker, a respected business consultant and
futurist used the metaphor of a river crossing to explore
the way that risk is required in change. Each individual
and organization must cross rivers in order to progress
and grow. To increase the chances of a successful
crossing, we throw a rope (the vision of the future)
across the river to give us direction, something to hold
to. However, even with the rope (the vision), leaving the
safety of the bank requires that we risk--we’ll get wet,
the water may be cold and swift, there may even be dangers
unseen beneath the surface. Staying on the bank ensures
we’ll stay dry, but also guarantees we will not grow or
progress. We have to take the risks of entering the water

(Barker, 1990b).

The Need For Change

Organizations may recognize many things about change,

while not being aware of any need for change. Tom Peters
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(1987) quoted Barbara Tuchman to explain this common
failing. "Three Outstanding attitudes--obliviousness to
the growing disaffection of constituents, primacy of self-
aggrandizement, [and the] illusion of invulnerable status
--are persistent aspects of folly" (p. 1i).

A common response to calls for change in education
has been that only slow and careful steps should be taken
to fix the problems in schools. Tom Peters (1987) refuted
this idea with the statement "The old saw ‘If it ain’t
broke, don’t fix it’' needs revision. I propose: ‘If it
ain’t broke, you just haven’t looked hard enough. Fix it
anyway" (p. 3).

David Solway (1989) stated that meaningful change
will not be accomplished without change of the entire
structure and the whole of the present educational
apparatus:

There is clearly a battle to be fought but the battle

field is not the schools as such. It is in our own

minds, in the attitudes and preconceptions that we
bring to bear upon education in general, and in our
unwitting allegiance to the technological dictates of
the era we live in. In regarding ourselves as the
children of our age, we have little choice but to
violate the fifth commandment and challenge the
axioms and prescriptions we habitually obey. At the
same time, we must try and come to a new
understanding of the project in which we are all
engaged, the education of our offspring and the re-

education of our congenial, refractory selves (p.

ix) .

In education, the lack of awareness of the need for

change is a particularly difficult problem due to the
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closeness we all have to schools and the loss of
perspective that accompanies such closeness. Ken Macrorie
(1984) wrote,

Most of have only the least notion of what a
ridiculous institution school is. It has always been
part of our landscape, like rocks and trees. Because
we live in schools a good number of the years of our
lives, we don’t see it any more than we see the air
we breathe. We give our obeisance to school,
although as kids it bored and irritated us. And
rendered us all powerless (p. 233).

The difficulty in changing schools is not a function
of the level of caring felt by educators; rather it is
symptomatic of the system as it has developed. As John
Gatto, New York City’s teacher of the year in 1990, wrote,

I've noticed a fascinating phenomenon in my twenty-
five years of teaching--that schools and schooling
are increasingly irrelevant to the great enterprises
of the planet. No one believes anymore that
scientists are trained in science classes, or
politicians in civics classes, or poets in English
classes. The truth is that schools don’t really teach
anything except how to obey orders. This is a great
mystery to me because thousands of humane, caring
people work in schools as teachers and aides and
administrators, but the abstract logic of the
institution overwhelms their individual
contributions. Although teachers do care and do work
very, very hard, the institution is psychopathic; it
has no conscience. It rings a bell, and the young
man in the middle of writing a poem must close his
notebook and move to a different cell, where he
learns that man and monkeys derived from a common
ancestor (1990, p. 24).

The development within the school community of an
awareness of the need for change is a principle
responsibility of leadership. Leaders must constantly

remind staff, parents, and others of the gap that exists
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between the present state of schooling and the desires
that are commonly held for students (Mojkowski, 1990).
The changes in society that have necessitated school

change are thoroughly documented. A Shift in Focus

(1988), a document prepared as a guide for Utah school
planning, outlined the development of our educational
structures through the past century. This report pointed
out that educational structures have essentially remained
"frozen" (p. 7) as the rest of our social institutions
have changed over the past four decades. The report noted
"as societal changes accelerate, the adaptability of the
schools must keep pace" (p. 9).

John Champlin (1991), Director of the National Center
for Outcome Based Education, explained that doing what has
always been done, even if done better, does not result in
different outcomes:

Reformers persist in believing that either trying

harder or directing specific behaviors will make a

difference. Both assumptions are in error...It is

clear that more of what is currently being done will
produce more of what we’ve always gotten, which,

incidentally, is what we desire to change (p. 7).

There can be no doubt about the needs for change.
John Goodlad (1984) gave the following commentary:

American schools are in trouble. In fact, the

problems of schooling are of such crippling

proportions that many schools may not survive. It is
possible that our entire public education system is
nearing collapse. We will continue to have schools,

no doubt, but the basis of their support and their
relationships to families, communities, and states
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c?uld be quite different from what we have known (p.
1).
Summary

This chapter first reviewed the literature relating
to restructuring in general. The restructuring movement
was related to the effective schools movement and the
criticisms of that research. The goals of restructuring
were ildentified in the areas of student experience,
teachers’ professional life, leadexship and school
governance, and community resources. Finally, the
literature was reviewed that was specifically influential
at North Sevier High School. The purpose of the review
was to provide a foundation in the philosophy of
restructuring and to ground in the literature the
perspective which undergirded the restructuring case in

this study.



CHAPTER 3

METHODOLOGY

A Case Study

The study of restructuring at North Sevier High
School followed the methodology of a case study. The
study sought to describe restructuring at North Sevier
High School by examining the setting for change at North
Sevier High School, the events related to restructuring
that occurred between September, 1989 and September 1992,
the relationship that might exist between the setting and
events, and to identify lessons or issues that arise out
of the experience of change at North Sevier.

In a case study, an event, situation, or program is
selected for investigation on the basis of its potential
for offering information or insight that enriches the data
base and that may be useful in understanding other similar
phenomena (Taylor and Bogdan, 1984; Eichelberger, 1989;
Van Manen, 1990; Patton, 1990; Fraenkel and Wallen, 1993).

Patton (1990) gave further criteria for the selection
of cases as worthy of study. He indicated that cases
which represented a critical extreme or which made a point

dramatically were inviting of examination. Most

52
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importantly, the selection of a case for attention was the
usefulness and credibility of the potential findings. The
case of restructuring at North Sevier was viewed as a
phenomenon that was worthy of study because of its
potential to be informative, its credibility, and the
likelihood that the case would provide insight or help
identify important issues for consideration in other
related cases.

As a case study, the purpose was to describe and
analyze the events and setting of the specific case of
restructuring at North Sevier High School. A case study
does not provide answers to all questions arising from
similar cases (Shumacher and McMillan, 1993; Patton,
1990). No claim was made that either the setting of North
Sevier High School or the restructuring process which
occurred there are statistica<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>