University of Massachusetts Amherst

ScholarWorks@UMass Amherst
Doctoral Dissertations 1896 - February 2014
1-1-1985

Predisposition to change : a measure of selected private school
administrators and teachers.
Adrienne G. Kanach
University of Massachusetts Amherst

Follow this and additional works at: https://scholarworks.umass.edu/dissertations_1

Recommended Citation
Kanach, Adrienne G., "Predisposition to change : a measure of selected private school administrators and
teachers." (1985). Doctoral Dissertations 1896 - February 2014. 4014.
https://scholarworks.umass.edu/dissertations_1/4014

This Open Access Dissertation is brought to you for free and open access by ScholarWorks@UMass Amherst. It
has been accepted for inclusion in Doctoral Dissertations 1896 - February 2014 by an authorized administrator of
ScholarWorks@UMass Amherst. For more information, please contact scholarworks@library.umass.edu.

PREDISPOSITION TO CHANGE:

A MEASURE OF SELECTED

PRIVATE SCHOOL ADMINISTRATORS AND TEACHERS

A Dissertation Presented
By
ADRIENNE G.

KANACH

Sumbitted to the Graduate School of the
University of Massachusetts in partial fulfillment
of the requirements for the degree of
DOCTOR OF EDUCATION
May

1985
Education

Adrienne G. Kanach
All Rights Reserved

ii

PREDISPOSITION TO CHANGE:

A MEASURE OF SELECTED

PRIVATE SCHOOL ADMINISTRATORS AND TEACHERS

A Dissertation Presented
By
ADRIENNE G. KANACH

Approved as to style and content by

jM

Doris ShaTflcross. Chairperson

William Kornegay, Member

ACKNOWLEDGMENTS
In

the course of doing a research project, many debts are

inevitably incurred and I am an extremely fortunate debtor in having
the support and friendship of many people who challenged my ideas,
pointed me to new sources of information, read chapters and offered
suggestions for improvement.
Foremost among these people is my dissertation chairperson. Dr.
Doris Shall cross, who not only inspired me to undertake this project,
but who also allowed her enthusiasm for it to grow along with mine
until its completion.
expertise

and

I am especially indebted to her for her content

for her availability and unwavering belief in my

abilities.
Similar encouragement was given me by Dr. William Kornegay, who
in spite of joining my committee rather late in the process, entered
into the study most fully and enthusiastically.
To Dr. Georgina Moroney goes my gratitude for offering not only
her knowledge of the creative process but her experience of it as
well.

Her right-brained influence on the study was a necessary

balance for my sometimes overly left-brained approach.

The principals of the sample schools (members of the Consortium
of Holy Child Schools) cooperated with this study by granting
permission to use their faculties as research subjects and by
providing address lists.

These faculty members, in turn, are cited

for their overwhelming response in completing and returning the
research instrument.
The weekly study group of Dr. Shallcross' former creativity
students (the "Creative Connection") provided invaluable encouragement
and criticism throughout the evolution of this project.
My friend, Diane Rubeo, not only provided me with endless
encouragement, but patiently bore the brunt of my frustration and
discouragement.

Most importantly, she has remained my friend.

And lastly, I am grateful to the Society of the Holy Child Jesus
without whose support my doctoral study and this dissertation would
not have been possible.

v

ABSTRACT
Predisposition to Change:

A Measure of Selected

Administrators and Teachers
(May 1985)
Adrienne G. Kanach, B.A., College of New Rochelle
M.S., Fordham University
Ed.D., University of Massachusetts
Directed by:

Doris J. Shall cross, Ed.D.

The purpose of this study was to design and administer an
instrument to determine predisposition to change in a sample of
educators.

From the literature, the study presumed that school

affiliation (elementary or seconday), position (teacher or
administrator) and experience (novice or veteran) would affect the
results of the test.

The study also presumed a correlation of age and

major area of study in degree work with change predisposition.

These

presumptions were tested with five null hypotheses.
The instrument design was based on the developmental theory of
George Land and measured the constructs of flexibility, interactive
behavior and response to problems.

Two hundred and fifty-six private

school teachers and administrators of the 366 in the cluster sample
completed and returned the instrument.
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Four of the five null hypotheses were accepted.

The study found

that there was no statistically significant difference between the
mean scores relating to school type or level of experience and
predisposition to change.

Also, no significant correlations of age or

major area of study with change predisposition were found.
These findings suggest that change predisposition is, as Land
implies, primarily a factor of developmental maturity conditioned by
environment and that in the case of teachers vs. administrators, the
latter are probably conditioned to change by the expectations and
demands of their role.
Implications for in-service training and directions for further
research were also discussed.
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CHAPTER

I

INTRODUCTION
Background and Problem Statement
Public dissatisfaction with the quality of American education
has probably never been as rampant as it is today.

Falling test

scores, functional illiteracy, and teacher deficiencies have been
targets of media and press attention for the last decade, and more
recently have inspired a spate of studies and reports.

Eight major

studies published during 1983 offer sweeping blueprints for the reform
of America's troubled schools.

A Nation At Risk, the report by

President Reagan's commission on Excellence in Education, warns of a
"rising tide of mediocrity" in schools and offers five categories of
recommendations to solve the problem.

High School: A Report on

Secondary Education in America, written by Carnegie Foundation
president Ernest L. Boyer, suggests no fewer than 87 proposals to
improve the nation's high schools.

In addition, the National Science

Foundation in its report, Educating Americans for the 21st Century,
has proposed, among other things, a 1.51 billion dollar federal
program to strengthen science and mathematics education.

1

2
While these studies and reports have generated a significant
amount of controversy relating to the nature and efficacy of their
recommendations, few people disagree with the basic fact that American
education needs to be improved in some way.

The difficulty with this

assertion lies, of course, in determining the nature and direction of
this improvement.

Though many of the recommendations offered in the

recent educational studies overwhelmingly encourage an attitude of
conservatism with empnasis on restoration rather than on innovation,
there are nonetheless as many proposed solutions to current problems
as there are potential solvers.

Those who focus on deficiencies aim,

of course, to reverse these negative trends and attempt to do so by
returning them to what is perceived as their past level
sufficiency.

of

The phrase, "back to basics," reflects this orientation

toward educational change and assumes that what once worked will work
again.
While few would dispute the need for more rigorous standards in
the so-called "basics" of reading, communicating, and computing, there
are also those educators who continue to express additional concerns
for the state of this nation's education.

These educators emphasize

that owing to the ever-accelerating rate of technological, social, and
economic change, the near future promises to be radically unlike any
we have ever anticipated (Glines, 1980; Pulliam, 1982; Shane, 1977,
Theobald, 1982).

According to Toffler (1980), we are at the dawn of a

new civilization whose full impact is just now beginning to be felt.
Humanity, he says, faces a quantum leap forward and the deepest social
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and creative restructuring of all time.

In the light of these

forecasts, futurists both in and out of education have called for
drastic changes in school curricula, instructional methods, and even
in the time-honored structures of schooling.

In addition to the

traditional competencies, a new set of basics, they say, will be
required of 21st century citizens (Allen & Plante, 1980; Postman &
Weingartner, 1973; Pulliam & Bowman, 1974).
Prominent among these new basics are not only technologyoriented curricula, but new instructional methods and structures of
schooling that promote the development of highly creative, selfactualized, and adaptive students (Ferguson, 1980; Leonard, 1968;
Pulliam, 1982).

More specifically, the future forecasted by many

dictates that students be comfortable with continually accelerating
change in all aspects of life and that they be able to identify,
design, and implement preferred alternative futures (Toffler, 1974).
It is apparent tnen, that while there is a need to restore
American education to its former levels of achievement regarding the
traditional basics, there also appears to be an equally urgent need to
redesign it according to 21st century imperatives.

While this is a

twofold challenge requiring simultaneous consideration, the history of
educational change in this country and the conservative nature of the
recent report recommendations suggest that those most responsible for
this change, i.e., teachers and administrators, may focus their
attention on restoration rather than on innovation (French, 1964;
Sarason,

1982).

If regression is the prevailing attitude among
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educators, the gap between where education is and where it ought to be
with regard to preparing students for an entirely new future may widen
at an even more alarming rate.

In order to minimize this possibility,

it is important that those most responsible for this educational
change (1) be aware of the 21st century imperatives for education, (2)
be willing and able to think of educational processes and structures
in creatively new ways, and (3) be willing and able to work toward not
only the reformation but the transformation of education and the role
of the professionals within it.
One

obvious way

to accomplish these ends would be to

systematically plan ongoing programs of professional development for
teachers and administrators and eventually to redesign university
level

teacher training programs.

In spite of the apparent simplicity

of this solution for appropriately moving education into the new
century, it is not without some potential impediments.

Foremost among

these is the fact that education is and has been essentially a
conserving institution, preoccupied with the transmission of knowledge
and culture from one generation of students to the next (Bowles &
Gintis, 1976).
changes

While there have, of course, been some significant

in the nature and manner of this transmission over the

decades, educators appear to maintain belief in their conserving role,
as basic instructional

content and methods have not changed

appreciably in most schools since the turn of the last century.

The

adage that "teachers teach as they have been taught" seems to be true
in more cases than not.
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An

additional

impediment to the successful

design and

implementation of change-oriented staff development programs lies in
the fact that individuals appear to differ to their abilities both to
perceive the need for change and to actually effect change.
While

there are many viable theories of change in the

literature, the one posited by George Land (1982; 1973) is especially
appealing as it is grounded in the broad concept of general systems
theory and postulates the human recapitulation of cell growth and
development.

Specifically, Land suggests that living processes,

whether they apply to a single cell or to a human organism, are
ubiquitous, universal, and ultimately result in the transformation of
the cell or organism to a higher level of complexity.

The fundamental

premise of this transformation theory, as Land calls it, is that
psychological and cultural processes are an extension of and are
isomorphic with biological, physical, and chemical processes.

In

other words. Land suggests that human behavior has evolved from
biological behavior and that the behavior of all living things is
growth directed.

More specifically, this growth can be viewed as the

drive of both the physiological and psychological processes of living
things to assimilate external materials and to reformulate them into
extensions of the self.

In creating these self-extensions, cells and

humans first seek nutrition, either physical or mental.
ingest and digest useful materials.

They then

This digested material is

subsequently assimilated and reassembled for use in self-extension.
Finally, this total act of growth is reacted to by the environment for
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modification of subsequent cell or human behavior in response to this
environmental feedback.
In the growth process, both cells and humans exhibit the
characteristies commonly considered as unique to the human mental
process—for instance, curiosity (searching for nourishment); learning
and memory (digestion, assimilation, and internal growth); growth
(affecting the environment through the extension of internal
patterns); and responsibility (responding to environmental feedback).
As the human recapitulates the same series of events that take
place in the life of a cell, his or her behavior depends upon the
availability of alternatives for growth.

If these alternatives are

favorable, the result will be the development of new growth patterns.
If, on the other hand, alternatives are lacking or are unfavorable,
the result will be a regression to more basic growth patterns.

It can

also be assumed that in addition to growth and regression, there is
the possibility of temporary stasis wherein an individual becomes
locked within a particular growth phase for a varying length of time.
When in the presence of proper nutrients and environmental
feedback, however, cells, animals, and humans can be transformed,
thereby learning to use previously unexpressed potentials and to
behave in new ways.
According

to Land

(1973),

this

growth

and ultimate

transformation of organisms in the presence of a favorable environment
exists in three distinctly different forms.

As in the cases of other

developmental theories, each of these forms of growth merges into the

7

other in a continuum of levels of growth or interactive joining.

The

first of these levels is purely additive, an extension of existing
boundaries and an enlargement without a change in basic form.

Land

calls this form of growth "accretive" or "formative" where the
emphasis is on establishing initial patterns of behavior and on
accumulating "sameness." The second form of growth is "replicative" or
"normative," characterized by influencing other things to take on the
form of the initiator.

The emphasis here is on "likeness" rather than

on "sameness" and on extending, improving, and repeating patterns
established in the accretive phase.
"reciprocal

The third form of growth is

interaction" or "mutuality" characterized by an

integration of the organism with the environment and by the combining
of previously excluded materials in new ways.
More precisely, human formative (accretive) or phase 1 growth,
as Land also calls it, is acausal, based as it were, on revealed
truth, absolutism, and authoritarianism.

This phase is marked by a

comfort with rigidity and blind obedience.

Normative (replicative) or

phase 2 growth is the so-called "logical" phase wherein the
established patterns are replicated with rationality, organization,
and a sense of tradition.

"If something works, stick with it" is the

prevailing attitude in this phase.

As an individual begins to

identify elements that do not easily fit into the patterns being
replicated,

there

is movement into the third,

integrative

(mutualiStic) phase identified by synthesis, reorganization, and
creativity.
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Inherent in each of these three phases or forms of growth is a
distinct way of dealing with change.

Because of the emphasis on

establishing patterns and sameness, an individual predominantly in the
formative phase has almost no inclination to change.

Concerned with

replication, likeness, and tradition, a normative type person has
little ability to change.

Any changes made by a person in this growth

phase are geared to maintaining the status quo or to returning to preestablished norms.

And lastly, change is the essence of the behavior

of a person in the integrative phase.
It is apparent, then, that for individuals to be both initiators
and receptors of change, they be in this third or integrative phase of
development.

Most attempts to encourage change behavior while

individuals are predominantly in the formative or normative phases
will, according to Land's theory, result in resistance.

There is the

need, therefore, to determine the predominant phase of growth and
concurrently the level of change predisposition in teachers and
administrators so as to provide the conditions favorable for their
movement into the innovative and creative third phase of change
behavior.

With this initiated or accomplished, programs aimed at

moving them, and ultimately the entire educational process, into the
21st century can be more effectively designed.

Purpose of the Study
The purpose of this study was to design and administer an
instrument based on George Land's transformation theory in order to
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measure general predisposition to change in a sample of teachers and
administrators.

Data obtained from the use of this instrument have

been summarized, analyzed and conclusions drawn.

Recommendations

relative to the design of appropriate professional development
programs for teachers and administrators have been made on the basis
of this data.

Research Question and Hypotheses
To assess the level of change predisposition among the sampled
teachers and administrators, this study was guided by the following
research questions:
1. How predisposed to change and its correlate of creative behavior
is tne sample as a whole?

each individual school faculty?

2. Are there any statistically significant differences in predis¬
position to change between
a. elementary and secondary school personnel?
b. teachers and administrators?
c. novice and veteran school personnel?
3. Are there any statistically significant correlations between
a. change predisposition and age?
b. change predisposition and major area of study?
Five null hypotheses were derived to test these questions:
1. Elementary and secondary school personnel will not differ
significantly in their predisposition to change.
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2. Compared

to

teachers, admi ni s trators will

not differ

significantly in their predisposition to change.
3. Novice

and veteran

school

personnel will

not differ

significantly in their predisposition to change.
4. There is no statistically significant correlation between age
and predisposition to change.
5. There is no statistically significant correlation between major
area of study in degree work and predisposition to change.

Meaning of Terms
Administrator - meant to include principals, assistant principals,
academic

and

student deans, curriculum coordinators,

instructional supervisors and any other such school personnel
whose titles may not exactly correspond to those just listed,
but whose major function in the institution is related to
academic leadership,

the facilitation of instructional

effectiveness, decision and policy making and/or planning.
Change (noun) - any alteration, modification or variation affecting
anything (e.g., individual, situation, product, etc.) either
essentially or superficially, that is, without a loss of
identity.
(verb) - to alter by substituting something else for; to make
different; to convert; to transform.
Creative Behavior - that behavior characterized by originality,
unconventionality, flexibility, risk taking, and preference for
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that which is novel.

Also, that behavior reflecting an openness

to new ideas, a recognition of alternatives and the ability to
think and act divergently.
Futures Orientation - an awareness of and perhaps a favorable bias
toward those trends (technological, social, economic, and
political) which are forecasted to be commonplace in the next
ten to twenty years.
Futurist - one involved in identifying emerging technological, social,
economic, and political trends, in forecasting possible and
probable futures and in working toward the creation and
realization of preferable alternative futures.
Novice Teacher or Administrator - one who has completed all aspects of
his or her professional training (including student teaching)
but who does not yet have more than three full academic years of
experience.
Predisposition to Change - the propensity, inclination or potential
for change and creative behavior as defined above.
Yeteran Teacher or Administrator - one who has had more than three
full academic years of experience beyond student teaching.

Significance of the Study
In providing a data base relating to the sample's predisposition
to change and creative behavior, this study can supply information
useful in explaining the presence or absence of an atmosphere of
change and innovation in a given school, the degree of receptivity to
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change, and the potential for change initiation on the part of
individuals in the school.
can be useful

In addition, data obtained from this study

in creating appropriate designs for change--

specifically, the design and implementation of professional develop¬
ment programs oriented toward futures-appropriate educational change.
More subtly, the knowledge of a faculty's predisposition to change and
professional innovation, both collectively and individually, can
furnish an administrator or change agent with the information and
insight necessary for relating more effectively with the population
targeted for change.

Moreover, individuals identified as highly

predisposed to change could serve as stimuli for change within their
organizations.
Ultimately, there is the possibility that a greater awareness
for an openness to ongoing change could be realized among the sampled
educators when data form this study is circulated back to the
participating schools.

This awareness could, in turn, be translated

over time into the actual restructuring of schooling according to the
21st century imperatives previously discussed.

Also implied in this

possibility is the eventual development of full creative potential in
students.
Finally, the use of the instrument constructed for this study,
the analysis of the data generated from it, and the resultant design
of change-conducive staff development programs could serve as a model
for the more widespread assessment of change potential among educators
at large and among other professionals as well.
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Delimitations of the Study
1. Conclusions of this study have been drawn from and applied to
the sample used.

However, some generalizations and inferences

have been made, where appropriate, to the target population of
private elementary and secondary school personnel.
2. The study did not attempt to determine if there was any
correspondence between predisposition to change as measured by
the instrument and actual innovation or change behavior in the
school setting.
3. Actual

programs for professional development have not been

designed as part of this study owing to the fact that these can
only best be developed by those familiar with the needs of a
particular people in a particular situation.

CHAPTER

II

REVIEW OF THE LITERATURE
American Education Past, Present and Future
Overview
As a major social institution, education in this country has
never seen a time when it has not been bombarded with new demands and
challenged with alternative ideas for achieving goals and solving
problems.

Criticism of almost every aspect of schooling has long

characterized the evolution of American education and, according to
Cordasco

(1963), Pulliam (1982), and Tanner (1984), has evoked

responses reflecting the dominant socio-political tide of the times.
For example, the schools readily shifted form the back-to-basics
retrenchment of the early 1950's to discipline-centered curricula and
the pursuit of academic excellence (with priority given to science and
mathematics) during the late 501 s and early 601 s (Ravitch, 1983).
From there, the schools responded to the call for "relevance" and
"humanizing" the curriculum in the late 60's and early 701 s (Leonard,
1968; Postman & Weingartner, 1969; Rogers, 1969; Silberman, 1970),
only to return again to the"basics" in the late 70's and early 80's.
And now, heading into the mid 80's, they are once again seeking
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academic excellence (National Commission on Excellence, 1983).

To

illustrate this point further, witness the shift from emphasis on the
gifted and talented during the era of the Cold War and space race, to
the priority given to the disadvantaged during the "war on poverty,"
and now back again to the gifted and talented when national prosperity
and security appear to be threatened.
Essentially,

innovations have been promoted and discarded

routinely like fads and fashions, e.g., instructional television
(Wagschal, 1984), teaching machines and programmed instruction, team
teaching and differential staffing, modular-flexible scheduling,
independent study, mastery learning and so on.

Reforms ranging from

the new mathematics to the open classroom have been painstakingly
adopted only to be painlessly discarded.

Baldridge and Deal (1983)

suggest that a "cheerful amnesia" and a lack of balance have often
characterized educational reformers and reforms leading to waves of
conflicting and contradictory criticisms and reinvented demands for
reform.

This cyclical mode of attempted change in education is all

too familiar to those with longer memories and reveals a pattern of
language and action that is apparently reborn with each new generation
of school

reformers.

The labels are different, fine points of

semantics are argued, lists of shortcomings are written and rewritten,
and purposes of schooling are defined and redefined.
attempts to alter the institution called

school

In short,

basically take the

same form, produce the same outcomes, attract the same criticisms, and
fade into the same oblivion characteristic of earlier attempts.

It is
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perhaps because of this repeti tion-generated stability that schools
have survived most attempts to alter them significantly (Fraley, 1981;
Silberman, 1970).

The Present Crisis
The repeating pattern of school criticism, innovation, and
eventual

retrenchment, while generating periodic waves of interest in

education, have also succeeded in maintaining an essentially constant
educational

entity in this country.

According to Dostman and

Weingartner ( 1973), school curriculum in 1957 was substantially the
same as it was in 1917 and Glatthorn (1974) suggests that in spite of
the many post World War II reform movements, the basic content and
structure of schooling today are unchanged from that of a century ago.
There is obviously no single or simple explanation for this
phenomenon, but an overall understanding of its perpetuation is
provided by Postman and Weingartner (1973).

In defining school as an

institution serving a specific set of functions in our society, they
make a distinction between these functions and the conventional ways
of carrying them out.

The most realistic hope, they say, of improving

school lies in modifying its conventions and not so much its essential
functions.

It is apparent that recent efforts at reform, focusing on

altering conventions of schooling (open classrooms, individualized
learning, team teaching, etc.), were short-lived.

The rapid passing

of convention-based reform seems to point toward a greater propensity
on the part of educators for dealing with the theoretical and the
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absolute as opposed to the practical.

Because there did not exist,

nor does there now, a great confluence between theory and practice,
education remains largely untouched by significant innovation.

This,

in essence, is today's crisis in education.
The admission of a current educational crisis, while generally
an undisputed fact among professionals and laypersons alike, has not
yielded entirely appropriate suggestions for reform (Seeley, 1984).
In addition to what he calls "unattended issues" in the recently
published reports and studies relating to cost, educational equality,
and definition of goals, Howe (1983) states that many of the goals of
current reform are based on "materialistic motives." As such, he
implies the need for more humanistic foundations for reform and says,
"...we must remain alert to the danger that such goals can push aside
other important educational issues"(p. 172).
In focusing upon the symptoms of the crisis rather than upon its
causes, the plethora of reports and studies published during 1983 see
declining student achievement, waning academic rigor, and professional
incompetence among teachers and administrators as central issues.
These issues, though legitimate concerns, are products of reflecting
on Postman and Weingartner1s (1973) "functions" of schooling as
opposed to its "conventions." Specifically, the deluge of criticism
and related recommendations for reform concentrate on the "what" and
"why" of education (functions) largely to the exclusion of the "how"
(conventions) (Albrecht, 1984).
commentaries

Witness the number of national report

devoted to elaborating upon "what" and "why"

18
recommendations (Goldberg, 1984; Lapointe, 1984; Passow, 1984;
Rotberg, 1984).
Though few would deny the need for immediate treatment of the
debilitating symptoms of an ailing educational system, there is an
even greater need for indepth identification of the causes of the
illness.

Answering the questions, "Why do so many students dislike

school?" and "Why is academic achievement so low?" appear to be basic
to this process of identification.
The posing of these questions would not be a new effort in 1985
as they were posed and answered with great conviction in the decade of
the 60's.

Among the more outspoken educational critics of that era

was Silberman (1970) whose essential indictment of the schools was
that they were not devoted to the interests of individual children
and, as such, were not helping them to become creative, inquiring and
autonomous people.

Teaching, he said, is predominantly telling and

questioning by the teacher, a practice demanding docility of and
inducing passivity in students.
of

the 1960's,

Even amid the developing technologies

the textbook remained the most highly visible

instrument of learning and teaching and curriculum, according to
Silberman, remained "banal and trivial."
Postman and Weingartner (1969) paralleled these criticisms when
they summarized what students do in the classroom as mostly sitting
and listening to the teacher.

In doing this, students are required to

believe in authorities or at least pretend to such belief when they
take tests.

Mostly, Postman and Weingartner say, students are
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required to remember rather than to make observations, formulate
definitions or perform any intellectual operations that go beyond
repeating what someone else says is true.

Holt (1964) supports this

view in defining true learning as only that which leads to intelligent
action and further learning and that which arises only out of the
experience, interests, and concerns of the learner.

Education, he

believes, is something that a person gets for him or herself and not
that which someone else gives or does to him or her.
Rogers (1969) comes across as a bit more sympathetic toward
educators in suggesting that they prefer to facilitate this
experiential and meaningful type of learning rather than the passive,
fact-oriented variety.

Yet, he goes on to say, that in the vast

majority of our schools, at all educational levels, we are locked into
traditional and conventional approaches making significant learning
improbable if not impossible.

Combining such elements as a prescribed

curriculum, identical assignments for all students, lecturing as
almost the only mode of instruction, standard tests by which all
students are externally evaluated and instructor-chosen grades as the
measure of learning can almost guarantee that meaningful learning will
be at an absolute minimum.
Herndon (1971, 1968), Kohl
such minimal

(1967), and Kozol (1967) described

learning situations in urban schools and further

underscored the negative consequences of rigid educational practices,
passive learning environments, and situations where boredom and fear
predominate.

Leonard (1968) expresses this situation in another way
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when he describes school as a place where children sit waiting for
something to happen and where discipline and mastery of techniques
stand in opposition to freedom, self-expression, and the ecstatic
moment.

He goes on to suggest that it appears that schools are

hellbent on creating--in a society that offers leisure and demands
creativity--a generation of "joyless drudges." His criticisms are at
times ruthless and his philosophy often borders on Illich's (1971)
belief that students would be better off without schools.
While citations of similar criticisms of education are legion in
the literature, Crary and Petrone (1971) generalize the problem in
describing schools as forces against creativity.

One of the greatest

success claims for American schools, they say, has been their marked
ability to suppress creativity in all but a few of their students.

In

the stultifying press for achievement, defined narrowly as getting the
right answer, divergent thinking is discouraged and even penalized
(Jones, 1972).
As accurate and convincing as all of these accusations appeared
to be at the time of their promulgation, they did little to effect any
significant educational change.

Aside from increasing the awareness

of the average citizen toward education (Benson, Goldfinger et al.,
1974), the impact of these criticisms on the educational process
remained minimal.

The notion, held by some, that schools have

experienced too much change in recent years is absurd according to
Glatthorn (1974).

All of the so-called innovations of the 60's and

70's have been superficial modifications which have left unchanged the
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basic essence of the place called "school." Changes are needed that
will challenge assumptions about schooling which have prevailed for
centuries.
In keeping with the pattern of cyclic identification of problems
and reinvention of reforms, we can understand the current
preoccupation with curricular content, measurable achievement, and
high test scores and we can also expect to see an eventual re-interest
in making schools more humane.

Judging from the past, however, we can

also expect that these repeating waves of reform will be largely
unsuccessful in producing significant change in schools (Golub, 1976).

Future Alternatives
At present, the world is in a period of critical transition as
radically new trends in technology, economics, politics, social
structures, energy use and many other spheres of life usher in a third
ci vi1 izational rupture.

According to Toffler (1980) and Bell (1973),

developed countries like our own are rapidly moving out of the
industrial age (second wave of change) and the structures, attitudes,
and values spawned by it, toward the information age (third wave of
change), which according to many analysts promises to be revolutionary
in its effects.
In addition to the fact of these radical changes, there is also
the rate of change that needs to be considered.

Toffler (1984; 1970)

affirms that the rapid acceleration of technological and societal
change makes it increasingly difficulty for individuals and
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organizations to cope.

It is not merely change to which we must

adapt, but to the acceleration of change itself.

The very pace of

change, Toffler says, has effects quite apart from the content and
direction of change.

It is precisely because of this continuously

accelerating rate of change that Toffler (1984) talks about the
" anchroni stic character of contemporary social institutions" and the
need for a revolution in the way we think, the way we conduct
politics, and the way we organize our social and economic lives.

The

key word in this revolution seems to be "urgency" as the gap between
where our civilization is and where change is taking us, is widening
at an alarming rate.
When we realize that everything we do has multiple consequences,
it becomes apparent that changes in any sphere of life affect every
other sphere.

Therefore, as the developed world moves away from the

homogeneous mass culture of the industrial era, we can expect
"de-massi fication," differentiation, and heterogeneity as the norm in
all areas of life (Toffler, 1984; 1980).

More specifically, as the

world of work changes to recognize that routine, repetitive, and
fragmented work is no longer efficient, employee participation in
decision making and the encouragement of creativity in the workplace
will prevail.

In a word, the employee in a third wave society will no

longer be an appendage of the machine but will be expected to be an
important contributor to change and innovation.

The principles of an

industrial-based society, namely, standardization, synchronization,
centralization, and maximization are not only becoming rapidly
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obsolete, but stand as impediments to the full evolution of the
information age.

An information-based society increasingly requires

individuals to be resourceful, independent, risking and creative.
The implications of this exponential technological growth and
resultant societal transformation for education are staggering.
Because there is an intimate relationship between the reconstruction
of society and the reconstruction of education (Boulding, 1976), it is
imperative that educators not only acknowledge radical change, but
change themselves and their institution to meet the needs of an
entirely new age (Hurwitz & Maidment, 1972).

The capacity of a

society to generate creative images of the future and so to actively
create it, is simultaneously reflected in and fostered by its
educational institutions.

Specifically, many of the complex societal

problems needing to be solved in the next twenty years can only be
done so through appropriate education (Allen, 1974).

Since we can no

longer assume that the conditions under which the race has lived thus
far can be transmitted unchanged and unchanging to the next
generation, it becomes a function of schooling at all levels to
prepare students for changes which are monumental and inevitable and
to help them develop the intellectual and moral criteria for making
futures-appropriate decisions (French, 1964).

In addition, a society

characterized by rapid change and unprecedented complexity cannot
afford to have undeveloped or underdeveloped human talent.

It is

imperative, therefore, that schooling, which has as its central
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purpose the nurture of talent, assume the responsibility for doing so
(Imperatives in Education, 1966).
While the rhetoric of education largely lies in the direction of
creating new futures, the actuality lies much more in the re-creation
of the past (Boulding, 1976; Hippie, 1974).

Fourteen years ago

Toffler (1970) wrote:
What passes for education today, even in our "best"
schools and colleges, is a hopeless anachronism.... Yet
for all this rhetoric about the future, our schools face
backward toward a dying system, rather than forward to
the emerging new society. Their vast energies are
applied to cranking out...people tooled for survival in
a system that will be dead before they are. To help
avert future shock, we must create a super-industrial
education system. And to do this, we must search for
our objectives and methods in the future, rather than in
the past. (pp. 353-354)
The fact that schooling has changed very little since Toffler issued
this indictment/mandate suggests that the dichotomy between rhetoric
and reality has widened and that today's schools are indeed
ill-prepared to lead students into the future.

As if this situation

were not critical enough, emphasizing factual achievement and higher
test scores in today's reform efforts will widen this gap further.
Today, more than ever, it is important that these reform efforts
break out of the repeating pattern described earlier and that they
move from making minor adjustments to major transformations in
education.

Today, more than ever, it is also important for educators

to realize that the future we are anticipating will not be an
extension or a massive dose of today.

The worst we can do is to send

students into the next century with preparation based on the ideals
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and needs of nineteenth century agrarian and twentieth century
industrial America (Pulliam, 1982).
educational

According to Rogers (1969), our

system is at a crisis point, a point of desperately

important choice, where we will either move forward or our educational
system will collapse.
Putting it simply. Fuller (in Wagschal

& Kahn, 1979) states

that we are going to have to acquire an almost entirely new
educational system and do so almost overnight.

The revolution implied

here dictates that education for the twenty-first century emphasize
versatility and renewal

(Gardner, 1981;

1972; Jones, 1972),

adaptability to ever-accelerating change (Husen, 1974; Toffler, 1984;
1980; 1974), creativity (Harriman, 1984; Jones, 1972; Land, 1982;
Parnes, 1984), and the full potentiation of the individual (Maslow,
1971; Nuernberger, 1984; Wilhelms, 1974).
(1974)

In this vane, Weingartner

also suggests that if education is to serve any survival

function for the future, it will have to address itself to the need
for a major shift in the way we use our brains.

More specifically,

these emphases are important in preparing students for twenty-first
century problems that are becoming increasingly global in nature and
whose solutions will require the integration of knowledge from
different fields.
all

they will

While it is agreed that we cannot teach children

need to know to live in the next century, we can,

through appropriate futures-oriented educational reforms, help them to
access, process, and apply relevant information.

In addition, we can

encourage students to assume responsibility for their own learning,
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i.e., to become independent, self-directed, life-long learners (Husen,
1974; Lewis, 1983).
It is obvious to many authors in the literature surveyed that
the present mode of education has not and conceivably will not produce
these futures-appropriate qualities in students given its rigid
structures

(conventions).

Fact-oriented, passive learning

environments wherein students are indoctrinated in a set of fixed
beliefs eliminate the alternative of developing skills, attitudes, and
the kinds of interdisciplinary knowledge and understanding that will
be the instruments of continuous change and growth (Gardner, 1972).
As long as teachers merely perceive themselves as transmitters of
information and evaluators of performance, there is little chance that
new instructional strategies will replace the time-honored lecture and
that student-centered evaluation will replace the ever-present exam
(Husen, 1979).

If educators continue to emphasize (however

unconsciously) occupational preparation for students to the exclusion
of maximum potentiation for a full and abundant life, then creativity
will most assuredly be stifled (Jones, 1972).

We are not likely to

prepare students for life-long and self-motivated learning as long as
we give them no experience in planning and conducting their own
education (Botkin et al., 1979; Golub, 1976).
schools fail

And lastly, as long as

to model change and innovation by looking too hard and

too long at the past, students will not attain that level of futuresconsciousness and orientation to change seen as necessary for living
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in the twenty-first century (Bowman, Dede, Kierstead, 1980; Larson,
1983; Pulliam, 1982).
In this same light, if educators continue to be unaware of the
need for, or are reluctant to introduce courses in futuristics, then
students will

lack the information and skills appropriate to

developing a sense of "fate control" (Dede & Kauffman, 1974; Toffler,
1974).
'To a great extent, then, the debate about innovation (in
education) is over.

We have no choice.

'how radical the revolution'?"

The only real question is,

(Glatthorn, 1974, p. 109).

The Nature of Change

Characteristics and Models of Change
The emphasis placed upon change and its rapid acceleration in
the previous section strongly points to the necessity of understanding
the basic nature of the change process.

While change can be applied

to a variety of phenomena, the discussion here will be limited to that
of social/cultural systems and the individuals comprising them.
Lauer (1973) generates several characteristics of change by
dispelling some commonly held myths about it.

Contrary to the

thinking that conceives of change as a violation of the norm, he
states that change is, above all, normal.

Whether we are dealing with

an individual or a social system, change is of their essence and each
must either grow or die (Land, 1973).

In the words of Whitehead
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( 1933 ), "The pure conservative is fighting against the essence of the
universe" (p. 273).

Along this same line, Foster (1973) believes that

the tendency to change is fundamental in culture and that in the long
run, the forces that promote innovation will have the edge over those
that strive for conservatism.

Arensberg and Niehoff (1964) support

this view in saying that change is constant in cultures for the simple
reason that people of different cultures are always in competition
with one another.

This competition, they say, is the basis of the

drive toward modernization and leaves a role open for the change agent
or innovator.

Thus, as paradoxical as it may seem, continuity comes

about only through change.
In summary, then, the ubiquity and normality of change have been
central

tenets of early social theory and suggest that the real

problem of social change is one of rate rather than of its presence or
absence.
The notion that change is abnormal is often associated with a
second idea that change is traumatic and inevitably resisted.

While

this idea of trauma is supported by social and psychological
impediments to change, Spicer (1952) points out that none of these
bases upon which change is resisted is related to trauma intrinsic to
change itself.

He goes on to say, however, that while change per se

cannot be viewed as traumatic, the rate of change seems to be related
to experienced stress.

One is reminded here of Toffler's (1970)

description of the psychic disruption or "future shock" resulting from
a too rapid rate of change.
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A third myth of uni directionality--the idea that all societies
and/or individuals are ultimately heading toward one particular
end

is sometimes viewed as the contradiction between tradition and

modernity.

The characteristic of change that emerges from dispelling

this myth is that diverse patterns of change and a wide range of
future alternatives are open to any individual or society (Lauer,
1973).
In general,
evolutionary one.

the most widely held theory of change is an
By definition, evolutionary change is a sequential,

directional advance in terms of some measurable criterion of progress
(Service, 1971).

According to Service, the way to evolutionary

progress seems to be the violent, disruptive reactions against overly
complicated structures.

Nicoll

(1984) modifies this view by

describing evolutionary change as continuous and quantitative.

More

precisely, he sees it as a process by which one form gives way to
another in quick, though not violent, quantitative ways.
Spencer (1820-1903) built his theory of change on the premise
that society is an organism.

Since, according to him, evolution is

the basic principle of being and since societies are organisms, we may
understand societal development in terms of human growth.

As a result

of this analogy, the social change process becomes one of on-going
differentiation and integration (Andreski, 1969).
Comte (1798-1857 ) believed that there are three factors that
influence the rate of human evolutionary progress.
is ennui.

The first of these

"Man...cannot be happy without a sufficient exercise of all
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his faculties, intense and persistent in proportion to the intrinsic
activity of each faculty" (Comte, 1858, p. 517).

Like modern,

sel f-actualization theorists, Comte saw a hierarchy of needs in
people; once their lower faculties have been exercised they will be
driven to use the higher.

And the greater exercise of the higher

faculties, the greater the rate of progress.
A second factor affecting the rate of progress (i.e., change) is
the duration of human life.

Comte, like many other thinkers, assumed

that age brings with it an increasing conservatism, while youth is
character!’zed by an "innovative instinct." If the life span of a
social group were increased, conservative forces would be considerably
more powerful, inhibiting the rate of change.

There is therefore,

according to Comte, an optimum length of life for an optimum rate of
progress; and any increase or decrease in average life span will
affect that rate to some degree.
The third factor affecting rate of change is a demographic one—
the natural

increase of population.

This, according to Comte,

contributes more than any other factor to the acceleration of
progress.

By increase, he referred not simply to more numbers but to

density of population.

The higher concentration of humans in a given

space will create new wants and new problems, and will therefore
generate new means of progress.
In sum, Comte is recognized for his contributions to sociology
in general and to the study of social change in particular.

Among the

more important theories of the latter were his recognition that change
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is normal, that the problem for sociological investigation Is to
identify the factors that affect the rate of change, and that
sociologists must be involved in using this knowledge to shape the
future of humankind.
While developmental

(evolutionary) theories of change dominate

the literature, they are by no means without competition from other
viable ideas.

Schwartz and Ogilvy (1979) describe the so-called

"ecological" model of C.S. Holling whose approach to change replaces
the concept of stability (fundamental to the old concept of change)
with that of resilience.

Resilience, he says, results from a

combination of diversity, mutually supportive relationships between
elements of a system, and open sub-systems capable of receiving input
from the outside.

In this context, the diversity among sets of the

systems, rather than any evolutionary process, acts to produce change.
Central

to this belief is the notion that difference produces change

and that a small change relying on mutual interaction and reciprocal
causality with the surrounding environment can amplify itself and
produce an even bigger change.
Overall, Nicoll

(1984) describes the following five models by

which system change occurs:
1. Causality - the most ancient and familiar; focuses on singular,
external causes that produce change in a linear, mechanical
sequence.
2. Randomness and Homogeneity - the ultimate conditions of the
universe which explain the tendency toward entropy; all cause
and, therefore, change comes from this tendency for things to
deteriorate.
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3. Cybernetics - suggests that information fed back into the system
causes things to change.
4. "Second Cybernetics" - also based on information flow, but
emphasis is on positive feedback in an open system. In a
mutually interacting system, positive information acts to
amplify the effect.
5. Power of Conscious Intent - change that is based on conscious
intent to change: presumably applied to human systems
exclusively.
In reviewing and evaluating the above models of change, it can
be seen that society is expanding its elementary cause and effect
presuppositions about change.

From simple, linear, mechanical

causality, we are steadily moving toward a complex, mutually
influencing and sel f-transcendent belief structure.

We appear to be

accepting divergence, multiple perspectives, and incomplete truths.
Having given up the search for universal laws, we seem to be building
a world on the premise of complementary knowledge.
Nicoll

According to

(1984), the most important shift that we are making in our

belief system is that we are infinitely malleable.

Conditions For'and Against Change
In general, there are basic conditions that must prevail if
change is to occur.

Foster (1973) proposes that individuals must (1)

recognize a need and perceive its achievement as possible, (2) have
information on how that need can be met, (3) have access to materials
or services that the achievement of the goal requires, and (4) not
perceive any negative sanctions on him or her for innovating.

In

addition to these situational conditions, religious, economic, and
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personal

(status) motives are also factors affecting change.

Hagen

( 1962), in making a case for the role of personal in the larger realm
of social change, states that all change is intimately linked with the
creative individual.

The growth and development which are the goals

of most people, he says, will not occur without the development of
creativity in personality.

Gardner (1981) reinforces this position in

stating that all social renewal depends ultimately on individuals and
that "if a society hopes to achieve its renewal, it will have to be a
hospitable environment for creative men and women" (p. xxi).
Although Spicer ( 1952) maintains that change is not inevitably
resisted and necessarily traumatic, the many references to resistance
in the literature appear to support the opposite.

Prominent among

these resistances to change are those of a cultural nature.

Foster

(1973) says that the values, attitudes, and traditions held by a
society can impede change.

He notes also, that although some cultures

are attracted by novelty, most industrial cultures value novelty and
change negatively.
When changes are introduced that depend upon the creation of new
forms of social

relationships as a necessary condition for change,

strong resistance often occurs.

This fact points to the existence of

strong social barriers to change within particular groups (Foster,
1973).

Watson (1969) outlines the following factors known to impede

change in social systems:
1. Conformity to Norms - because norms are shared by many
participants, they cannot easily change. It is very difficult
for an individual to deviate from a norm in a group.
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2. Systemic and Cultural Coherence - it is difficult to change one
part of the social system without affecting others.
3. Vested Interests - a threat to the economic or prestige
interests of the individual is the most obvious source of
resistance to change in social systems.
4. The Sacrosanct - within any social system, some realities are
highly resistant to innovation. Cultures most often stubbornly
resist any alterations entering the realm of morals or ethics.
5. Rejection of Outsiders - a major problem in introducing change
in social systems is to secure local initiative.
While cultural and social barriers to change are common, those
of a psychological or personal nature are equally significant in
causing resistance.

Watson (1969) suggests the following personality

characteristics known to result in resistance to change:
1. Homeostasis - the built in regulatory mechanism that returns an
organism to a constant or steady state. It is because of this
that changes are frequently only temporary.
2. Habit - the establishment of a habit usually suggests a degree
of satisfaction to the operator. After the institution of a new
practice, the "new" practice becomes as resistant to change as
was its predecessor.
3. Primacy - the way in which an individual first successfully
copes with a situation sets a pattern which is usually
persistent.
4. Selective Perception and Retention - once an attitude has been
established, a person responds to other suggestions within the
framework of his or her established outlook.
5. Dependence - there is the tendency among many adults to
incorporate and imitate the values, attitudes and beliefs of
those who have cared and who are caring for them.
6. Superego - this Freudian concept is a powerful tradition-serving
agent. Watson suggests that people entering occupations in
which they try to inculcate higher standards in others have
stronger superego components. As such, they take pride in
making severe demands on themselves and on others. They
bitterly resist any change which they perceive to be a
relaxation of the firmest discipline and the highest
expectations of perfection in performance.
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?* Sel.f‘'®istrust - as a consequence of the dependency of childhood
and the stern authority of tradition, many adults learn to
distrust their own impulses and adhere inordinately to the
"wisdom of the past."
8. Insecurity and Regression - the tendency to seek security in the
past in spite of the fact that the old ways no longer produce
the desired outcomes.

Mechanisms of Change
One question that all theories seek to answer is the nature of
the driving mechanism of change.

In the literature relating to this

question, change has been conceived of as being the result of
conflict, of new modes of thinking, of external forces, of individual
motivation to achieve, and a number of other causes.
Prominent among these "other causes" is that of the role of
technology in change.
social

Veblen (1904) and Ogburn (1964) see all of

order as being crucially shaped by technology.

Peoples'

beliefs and behaviors, they believe, are primarily shaped by the way
in which they earn a 1 i vi ng —which, in turn, is a function of
technology.

Material invention, according to them, is the main source

of progress.

The nonmaterial aspects of the culture must adjust to

material developments, and any gaps between the two will be areas of
social

stress.

Technology, then, is a driving mechanism of change

causing people to forever race to keep up and adapt to the world which
technology is forever creating anew.
While the influence of technology upon change is significant, it
by no means precludes change resulting from political, economic,
social, and ideological

stimuli.

According to Whitehead (1933), "A
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general idea is always a danger to the existing order" (p. 22).
this

perspective,

From

ideas are thought to shape behavior and

consequently, are considered important agents of change.

Organizational Change

Individual Change Within
the Organization
No discussion of organizational change would be adequate without
a consideration of the role that individuals in the organization play
regarding its change.

In general, it has been found (Hagen, 1952)

that changed people will effect changes in the larger system.

The

group, then, is usually seen to be the medium of change while the
individual is its target (Lauer, 1973).
Essentially, renewal in an organization is based upon the full
development of its human resources.

This requires "renewal

facilitators" or change agents to become knowledgeable about the ways
in which the personality and motivation of individuals will relate to
an organization's renewal process.

Because adult human resources have

been molded primarily by past experiences, the goal of renewal,
therefore, is not to change the personality but to understand the
personality growth patterns that influence functioning adults.

In

addition, it is important to develop ways for people to continue their
personal
1982).

growth in the social system in which they work (Lippitt,
Agyris (1957), however, has pointed out some significant

incompatibilities between individual personality growth and many
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organizational systems.

If the principles of a formal organization

are used as defined, he says, then employees will work in an
environment where (1) they are provided with minimal control over
their work situation, (2) they are expected to be passive, dependent,
and subordinate, (3) they are induced to perfect and value the
frequent use of a few superficial abilities, and (4) they are expected
to produce under certain conditions leading to psychological failure.
These incompatibilities become more significant when contrasted to the
fact that individuals growing from childhood to adulthood move from
passivity to a more active social role, from dependency to
independency, and from specialized functioning to flexibility.

The

delimiting of an individual's growth to attain his or her highest
needs therefore delimits his or her attainment of self-actualization
(Maslow, 1954).
Dalton (1970) has stated that changes in self-esteem on the part
of the person being influenced also appear to be an integral part of
the individual change process.

Interestingly, he notes that a

movement toward greater self-esteem seems to be a facilitating
factor, not only in the establishment of new patterns of thought and
action, but also in the unfreezing of old patterns.

The abandonment

of previous patterns of behavior and thought is easier when an
individual is moving toward an increased sense of his or her own
worth.
Overall, Ianni (1975) and Lewin and Grabbe (1945) emphasize the
importance of individuals in organizational change and suggest that
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their cognitive structures, perceptual modes, values and behavioral
patterns must be altered if significant change is to occur.
In summary, the largest human system and its renewal, to be
effective, must focus on creating the greatest compatibility between
the organization s goals and the individual's need to grow.

Assessing

an individual's personality status and simultaneously his or her
needs, would appear to be requisite for establishing a climate for
renewal

within an organization.

Educational Change
Conditions affecting educational change.

Although it involves

changing people, society, and their attitudes, educational change is
essentially a matter of planning for organizational change (Hansen,
1967).

As such,

the philosophies and strategies pertaining to

organizational change can be applied to effecting significant change
in educational systems.
According to Heckman et al. (1983), Parish and Arends (1983),
and Sarason (1982; 1967), it is essential for those responsible for
educational change to understand the cultures of the groups involved
and to plan their implementation efforts accordingly.

It is

important for change agents to understand the natural way things are
done in schools.

Once the "territory" of schools in general and in

particular is known, collaborative plans for implementing new programs
can be made that utilize the strength of this identified culture.
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In general, implementation strategies that are more in tune with
cultural

than with technological change need to be examined.

In

suggesting that neglecting the phenomenology of change, i.e., how
people actually experience change, is responsible for the lack of
success in most social reforms, Fullan (1982) alludes to this notion
of cultural awareness.
Being a social institution, education often finds it difficult
to adapt and keep pace with material change.

In fact, the schools,

like so many other social institutions, seem particularly resistant to
change

(Snow, 1961; Thomas, 1967).

In fact, history shows that

education is a domain where there has almost never been a radical
rupture between the old and the new (Huberman, 1973).

The reasons for

this resistance are many and varied but Dal in (1978) suggests that the
predominant factor is the belief on the part of most people that
schools exist to maintain the social order.

This attitude, according

to House (1974), is often internalized by teachers who, in turn, seem
to believe that maintaining the social order within their own
classrooms is not only valuable, but an opportunity for personal
expression of this attitude as well.

Because of this belief, many

teachers view themselves as autonomous and above influence from any
outside forces, be they ideas or people (Tye & Tye, 1984).
With this notion of teacher autonomy in mind. House (1974)
identifies personal contact as the basic element of educational
change.

Inducing change in the behavior of a number of persons

requires, in effect, establishing a new social system.

It can be
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seen, then, that the prevailing isolationism among teachers in schools
is a factor militating against change.

Personal contact, House says,

is critical for innovation diffusion because it allows an information
exchange and a full exercise of personal and social influence.

It is

the "private" information defined by a person's "information field"
that is most influential.
Huberman (1973) introduces a related notion of "professional
invisibility" as a factor inhibiting educational change.

Teaching, he

has observed, takes place out of sight of adult contact or supervision
90% of the time.
Formal

organizations structure face-to-face contacts in a

strongly hierarchical manner, thus ultimately regulating the flow of
information.

Personnel at upper levels of the organization spend a

large proportion of their time in direct personal contact with
external groups.

This gives them a regulatory power over incoming

information and consequently over which innovations will diffuse among
members of the organization.

Because this situation prevails in

schools as well, the consequences are similar (Weldy, 1979).
The primacy of people in the educational change process is
widely supported in the literature and emerges as a significant
condition for effecting change.

Hasen (1967) states that only people

within an organization have psychological reactions to change and thus
it is with people and not with the organization that change agents
must concern themselves.

Primary among the people-oriented factors

for change is the basic notion that they must actively participate in
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the change process at all
Havelock,

levels (Bentzen, 1974; Dalin, 1978;

1970; Miles, 1964).

The most desirable and the most

effective change is obviously that which is self-generated by the
people involved as opposed to being mandated or imposed from the
outside (Hansen, 1967; Huberman, 1973).

While this self-generated

change is regarded as optimal, it can by no means be expected to be
spontaneous.

In planning for change, therefore, consideration must be

given to strategies that will stimulate a readiness for change among
individuals.
The notion of readiness for change implies that teacher beliefs,
attitudes, cognitive structures, and behaviors must first be
identified and then altered to guarantee even partial alignment with
that which is being newly introduced (Benne, 1976; House, 1974;
Huberman, 1973).

Without this alignment, no meaningful change can

occur (Ianni, 1975).
Barnett (1953)

sees innovation as a process depending on

individuals and their mental outlook.
innovation,

The key to all change and

he says, is personal commitment on the part of the

individual to change or non-change.

Specifically, this is a personal

commitment to mental flexibility, open mindedness, and curiosity.

Hew

materials and fine facilities will go for naught without this
individual commitment to these preconditions for change.

By raising a

series of questions about a person's private attitudes toward change,
it is hoped that favorable conditions can be created for the nurturing
of positive attitudes and ultimately for effecting change.
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While there has been considerable attention given to individual
teachers in the change process, far less attention has been directed
toward practical
methodology.

innovations in teacher behavior and instructional

The assumption seems to be either that the present

instructional patterns are satisfactory or that they will be modified
by the teacher as new demands on them appear.

There is ample evidence

that neither of these assumptions is correct.

What appears to have

happened is that many teachers, like so many other adapters of
innovations, tend to subvert the intentions of innovators by twisting
the expected new behaviors into older and more comfortable ways
(Howsam, 1967).

Carlson (1965) has observed that teachers modify new

procedures to maintain old patters of teaching.

Because most of the

recommended innovations involve a fundamental re-orientation of
teaching in directions that are alien to teachers' inclinations, the
basic patterns of teaching in this country remain unchanged.

All of

this points again to the need for human resource development in
educational systems (Howsam, 1967).
Teacher and admini strator resistance to change is widely
considered in the literature and the topic is a dominant one among the
conditions affecting educational change.

Reichart (1969) states that

teachers as a group appear to lack the perspectives of long-range
thinking.

They appear more concerned with the inmediacies of their

present routine rather than welcoming the possibilities of the unknown
as likely alternatives.

Most teachers, according to Reichart, are apt

to perceive change as a break in their routine.

Hansen (1967)
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believes that this attitude, plus teacher complacency also contribute
to an unwillingness to change on the part of school personnel.

He

says that the educational enterprise has a problem when the people
within it see no possibility of operating differently or have no
vision of any other way of doing things than the way they are now
being done.

Again, change of attitude is clearly the key to effective

educational change.

People must change if the system is to change.

The impediments to change in social systems and the personality
traits resulting in immobility discussed in a previous section apply
here as well.

In addition to these factors. House (1974) points out

that heavy teaching loads and responsibilities not

related to

teaching, constitute time and energy burdens on teachers making it
next to impossible for them to be concerned with anything but the
status quo.

Miller (1967) admits that laziness among some teachers is

a reality and that because innovation requires hard work, indifference
often results.
Among the last of these personal, internal resistance factors is
that of teacher and administrator defensiveness.

Huberman (1973)

points out that change agents are often seen as a threat to the
integrity of the system which school personnel have come to believe is
more than adequate.

In general, school personnel, according to

Huberman, are overly sensitive to criticism because the school system,
of all public institutions, is most open to criticism from the entire
community.
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The effects of change inhibiting factors external to the
individual area also powerful.

Miller (1967) suggests the following

as being prominent among these:
1. The "Rut of Experience" - the benefit of experience becomes
questionable when it is used as a substitute for additional
academic preparation; can lead to a false sense of preparedness
to meet current demands.
2. Administrative Reticence - administrative failure to initiate,
encourage, and support change at institutional and classroom
levels can result in the maintenance of the status quo.
3. Educational Bureaucracy - implementation of change may be too
difficult because of complex and rigid bureaucratic structures.
4. Insufficient Finances
5. Community Indifference and Resistance
6. Inadequate Knowledge About the Process of Change
7. Inadequate Teacher Education Programs - the centrality of
creative problem solving and critical thinking and the
importance of the process of change are not reflected in teacher
education.
Overall, staff members are reluctant to initiate changes when
they believe that their lack of knowledge, time, materials, and parent
or administrative support dim the prospect of success.

Moreover, they

naturally resist if they expect a change to bring them into conflict
with their co-workers, students' parents or supervisors (Erickson,
1931).
Dalin (1978), Hanson (1979), House (1974), and Miles (1964)
highlight the lack of an incentive system for change in most school
settings as an additional change inhibitor.

In general, school

personnel, they say, are not positively rewarded for involvement in
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innovation.

Because there are generally no economic, psychological

(satisfaction) or professional (status, tenure, advancement) rewards
for being creative, the psychological discomfort and stress that
accompany change usually predominate in educational settings.
Characteristics of Innovative School Personnel.

While a

significant number of researchers of the change process (Charters et
al., 1973; Gross, Giacquinta & Bernstein, 1971; Smith

&

Keith, 1971)

stress the importance of the teacher and administrator in the
implementation of educational change, these studies and many cited
earlier have focused more on the individual's role within the
organization rather than on their innovative characteristics.

The

lack of systematic and intensive treatment of personality traits and
behaviors of innovators in, schools is testimony to the complexity of
the

issue (Miles, 1964).

A set of notions focusing on the

attractiveness of people, charisma it might be called, seemed to
explain in a conventional sort of way why some people could exert
change leadership and accept change and others could not.

Both

experience and research show that this is a naive belief (Gibb, 1954).
As has been emphasized repeatedly in this chapter, the person is
central to innovation, but his or her effect upon others in a complex,
interacting social setting must be studied more thoroughly (Crandall,
1983).

It is therefore important to look beyond charisma and to

establish some tentative links between the innovator, his or her
behaviors, and the social setting of the school.
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Carlson (1965) has suggested that one way to identify the
characteristies of innovative personnel is to study the patterns by
which they link themselves with others in the organization.

Studying

how changes are adopted in schools led him to conclude that someone
identified as an opinion leader-one who is listened to by others—is
likely to be an innovator.

Implied here is that a person functioning

as an opinion leader possesses a sense of competence and self-esteem
(Huberman, 1973) and is less bound by convention or group norms
(Miles, 1964).
Rogers (1965) notes the importance of understanding the behavior
of innovators as essential to the comprehension of the central process
of social change.

Using data drawn from anthropology and sociology,

Rogers identifies innovators as venturesome, tending toward the avant
garde, and being comfortable with risk.

As such, they move beyond

what they know in terms of models and prior experience.

They are

cosmopolitan in that they are active and are acquainted with worlds
beyond their own prescribed system.
exhibit a high social

status.

In general, they are young and

They are aware of and consult

information sources not integrally related to their own professional
circumstances and they are found to be in the company of other
innovators.

Importantly, they are seen as being "deviants" by not

only their colleagues but also by themselves.

In short, they do not

stay within the norms of the social system.
While innovative individuals are prone to initiate as well as
accept change within their professional milieu, Griffin and Lieberman
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( 1974) make the distinction between these people and those who are
brought into a setting from the outside to effect change.

Though this

distinction has been considered critical by those studying the
dynamics of change, the personal characteristics exhibited by those
involved in either category of change agentry are similar.
Havelock and Havelock (1973) list the qualities of a change
agent in three different categories of human behavior in order to
present a composite picture.

The first category is that of attitudes

which are related to altering an existing condition.

Broadly

described, these attitudes are ones which illustrate a commitment to
assisting others and being concerned about that assistance while
maintaining one's sense of identity and power.

The second category,

knowledge, includes certain concepts of social systems which are most
appropriate to use as bases for effecting change.

For example, the

organization is seen as open and the alternative routes to problem
solving are recognized.

People are seen by the change agent as

natural resisters of change, and their value positions are understood.
The third category identified by Havelock and Havelock considers the
skills seen as necessary for change agents to possess.

These skills

include organization, initiation, implementation, maintenance,
resolution of conflict, use of resources, collaboration, and
diagnosis.

Overall, a change agent must be proficient in the roles of

catalyst, solution giver, resource linker, and visionary.
To summarize, it is considered vital that the innovator be seen
as one who is supportive and who relates positively to others.

Such
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terms as empathy, expressiveness, and consideration emerge from many
of the research studies.

Generally, it can also be seen that

innovators exhibit the kind of behavior reflective of Land's (1982)
integrative level of social development discussed in Chapter I.

Conclusion
During the past decade, hundreds of research investigations have
documented the fact that individuals are transformed not only in
appearance over the adult years, but in social and life patterns, in
interests and priorities, and in relationships and inner qualities.
No longer is the mature adult to emerge fully formed after a
succession of developmental stages in childhood.

Adulthood is now

recognized as a period of active and seemingly systematic change
(Wortley & Amatea, 1982).

George Land
The many investigations into the nature of the developmental
process have led to the examination of the so-called "developmental
cycle" or, the organization of personality as it goes through a number
of phases of development (see Chapter I).

Land (1982) illustrates

this concept at its most fundamental level in Figure 1, wherein the
interaction of order or organization is plotted against time.
Initially, according to Land, there is a slow exploratory period
during which the person submits to his or her early environment and,
from it, acquires a pattern of identity.

Once this period is reached

Human Development:

Organization of Personality
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in a psychologically healthy individual, the person enters into a
period of continuing environmental dependency during which the
initially formed patterns are extended and new connections are made.
With this accomplished,
dependency

to

self-verification.

the individual

independency

with

a

gradually shifts from
resultant sense of

If this development continues normally, another

turning point is reached after which the individual moves into the
third phase of development characterized by interdependency, mutual
sharing, and creativity.

The developmental cycle can now proceed into

what Land calls a transformation phase wherein an entirely new cycle
begins.
Although many developmental theorists have claimed that personal
development of some traits is limited. Land disagrees and postulates
an ever-repeating transformation into a new cycle.
Table 1 illustrates that many other theorists and researchers
have given attention to this cycle and have stated their conclusions
in terms of a developmental hierarchy.

While the terms, "formative,"

"normative," and "integrative" belong to Land, it can be seen that the
contributions of each theorist, though expressed differently, can be
organized into this three phase framework (Bruner, 1960; Erikson,
1968; Kohlberg, 1974; Maslow, 1954; Piaget, 1970; Whitehead, 1933).
According to Land (1982), every individual or system in a second
phase of development creates mechanisms to protect itself from any
re-ordering that might have to be made to move it into the third
phase.

While he says that a condition of stasis has never existed in

Table
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our universe (1984), he does acknowledge that there is almost always
resistance to change in every system.

Figure 2 depicts what Land

calls the "bump phenomenon" wherein a system (human or otherwise)
starts a transition into a higher developmental phase and discovers
that it is outside the norm.

The usual response to this situation is

a more committed return to the familiar phase two patterns of
behavior.

Using the example of educational innovation. Figure 2

represents the "back to basics" bump as it occurred after the
innovative 60's.

In general, individuals and systems have a difficult

time dealing with transition as it involves a loss of self or
identity.

If this resistance is not overcome, people or organizations

end up on what Land calls the "vector of quiet desperation" (1984).
As such, they are off the developmental curve and can remain in that
position for a long time.

This condition of stasis, which can be more

or less lasting depending on the individual or organization, results
in their remaining in the already attained developmental phase.

In

order to facilitate transition beyond this condition of stasis. Land
recommends that some insecurities be recognized and/or generated.

As

long as there is comfort, no need for change will be perceived.
Implied in the preceeding discussion is the fact that educators,
like the rest of the human population,
developmental
attitudes.
Land

reflect varying Land

phases and degrees of stasis in their behavior and

If the position of these individuals on the continuum of

phase development could be assessed,

the correlate of

predisposition to change could concurrently be determined.

With this

Figure 2.

The "Bump" Phenomenon

Overshoot
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information as a guide, appropriate measures for facilitating movement
into a higher phase or facilitating further development within the
change phase (three) could be taken.
The necessity of taking these steps becomes obvious when one
considers that our rapidly changing world requires educational
personnel who can prepare psychologically and professionally for
forthcoming change and adapt all of schooling to it.

Since change, in

a sense, makes beginners of professional practitioners, it tends to
create hostility, suspicion, uncertainty, and insecurity.

Reactions

such as these are obviously not conducive to implementing sensible
innovations.

Educational

institutions not only reflect these

responses but add others that are the result of organizational
patterns, facilities, materials, community norms and expectations,
and other factors which help or hinder the implementation of change.
That there is some significant educational change undertaken is
remarkable when individual and institutional factors are taken into
account.

The urgent need to create schools which are responsive to

societal change makes this study of the individuals responsible for
this creation an important one.

CHAPTER

III

METHODOLOGY
Instrument Design
An assessment tool based on George Land's three phases of
development was constructed by the investigator (Appendix B).
(40)

Forty

items were generated to encompass the constructs of change

behavior, interactive behavior, and response to problems (Table 2) in
order to measure orientation toward a particular Land phase and hence
toward a particular degree of change predisposition.

The test items

are closed, multiple and forced choice type statements designed to
measure predisposition to change in general as opposed to that
relating

only

to

educational

change.

The instrument was

self-administered and no time limit was imposed.

Content Validity
Content validity was appraised by an objective comparison by the
investigator of the test items with descriptions of the creative,
change-oriented personality found in the literature.

More

specifically, the response choices for each test item were keyed to a
particular Land phase which, in turn, corresponded to a particular
aspect of creative behavior as defined in Chapter I.
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Construct Validity
Construct validity was appraised in terms of the extent to which
the instrument was shown to measure the hypothetical construct of
creativity or change orientation.

Specifically, the instrument was

administered to ninety-five (95) adult subjects who were leaders
and/or instructors at the annual Creative Problem Solving Institute
sponsored by the Creative Education Foundation of Buffalo, New York in
June of 1984.

As leaders or instructors in this Institute, these

subjects were known to exhibit those qualities most often associated
with the creative personality.

A _t-test to determine if there was a

significant difference between the mean score of the sample (creative
leaders and instructors) and that of the general population (pilot
group) was performed.

The following results were obtained:

t = -7.82
p = .000
These results indicate that the difference between the means of the
two groups is statistically significant and that the instrument is an
effective measure

of creativity or change orientation.

Reliability
Data for calculating the stability (test-retest reliability) of
the instrument were obtained by administering it twice to the same
group of thirty (30) adult subjects at an interval of three weeks.

A

Wilcoxon Matched-Pairs Signed-Ranks test was performed using this data
and yielded the following results:
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Cases

Ties

30

3

13

-Ranks Mean
15.85

14 +Ranks Mean
12.29

Z

2-tail. P

-.408

.683

The z value of -.408 indicates an acceptable degree of reliability.

Pilot Testing
The instrument was administered to a total of 120 adult subjects
over a period of three months.

As a result of this testing, items

frequently omitted, questioned, or corrected by the respondents were
eliminated from the instrument.
subjected to similar testing.

Replacement items were added and

Other items were amended for relevance,

validity, and clarity.

Scoring
The response chosen for each of the forty (40) instrument items
was scored for its correspond!'ng Land phase.

For example, response

(a) of item #1 corresponds to Land phase #2; response (d) of item #2
corresponds to a phase 3, thereby earning a respondent a total of five
(5) points if these responses were chosen.

The sum of all the item

phases was determined and became the raw score for each subject in the
study.
Although Land (1982) is definite about the fact that his phases
are not discreet entities, but rather places along a continuum of
development, it was necessary for the purposes of this study to
translate raw scores into discreet phases.
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The limits of the scoring were set by the lowest and highest
scores that could be earned by a respondent, i.e., 40 andl20
respectively.

With these limits established, the following score

ranges were determined to correspond to the following Land phases:
Phase 1

40-52
Low

53-66
High

Phase 2

67-79
Low

80-93
High

Phase 3

94-106
Low

107-120
High

Population and Sampling Procedure
The target population for this study was that of teachers and
admini strators of private elementary and secondary schools.

An

experimentally accessible population (sample) of teachers and
admi ni s trators from a consortium numbering eleven (11) private
elementary and secondary schools, either staffed by or affiliated
with, the Society of the Holy Child Jesus and numbering 366 subjects
was used in this study.
The rationale for choosing this population and sample rests on
the assumption that private school personnel may be more capable of
changing than their public school counterparts who may be limited in
their attempts to innovate by superintendents, school boards, the
local electorate, or by budgetary limitations.

In choosing this

particular population and sample, the investigator hoped to obtain
results directly reflective of individual tendencies to change rather
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than those results which might also reflect external constraints on
individual change behavior.
The selection of this group of subjects represents a form of
cluster sampling wherein all administrators and teachers who work in
the Consortium of Holy Child Schools were invited to participate in
the study.

The decision to choose a cluster sample is based upon (1)

the desire to obtain data relating to this particular group and (2)
the probability of greater subject participation as the investigator
is known to many in the sample.
Specifically, teachers and administrators from six (6) private
secondary schools located in California, Maryland, New Jersey, and New
York and five (5) private elementary schools located in California,
New Jersey, New York, and Pennsylvania were used in this study.

All

schools are located in suburban, upper middle-class areas whose
parent population are generally highly educated members of the
professional and business communities.

All elementary schools in this

sample are co-educational while the secondary schools have all female
enrol 1 ments--95-100% of which go on to college or some form of
post-secondary education.
The teachers and administrators in these schools are both lay
and religious, male and female, novice and experienced, new and old to
the Consortium and most are Masters degree prepared.
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Procedure for the Protection of Human Subjects
All teachers and administrators in the selected schools had the
opportunity to take the investigator designed instrument.

These

subjects were informed that their collective test results would be
used to influence the design of staff development programs. In
addition, the subjects were assured that their test responses would be
held anonymous,

and that individual test results would not be

published (Appendix B).

Data Collection
Letters explaining the general nature of the research project,
asking for permission to use their faculties as subjects, and
requesting address lists of school personnel were sent to principals
of the sample schools (Appendix A).

Following the obtaining of this

permission and these lists, letters of transmittal and the instrument,
coded for a particular school, were mailed to the individual subjects
(Appendix B).

CHAPTER

IV

RESULTS
Tnis chapter reports the results of the study according to the
following sequence:
* Description of the participants
* Summary of the data
* Descriptive statistics of the variables
* Statistical analysis of the variables

Description of the Participants
Of 366 instruments mailed, 256 usable ones (69.9%) were returned
in time to be included in the study.

Of these 256 respondents, 113

(44.2%) were elementary personnel and 143 (55.8%) were secondary
personnel.

A breakdown of these figures by school is represented in

Table 3.

Personal Data
Age.

age groups.

Respondents reported their ages by selecting one of five
Among these categories, the respondents' ages were as

follows: 51 (19.9%) between 21 and 30 years old; 81 (31.6%) between
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Table 3
Response Rate by School

Percentage of Responses
”

n

OvflUU 1

From Total

Within School

Drexel School, PA
Mayfield Jr., CA
Oak Knoll Jr., NJ
Old Westbury Jr., NY
Rosemont School, PA

21
28
17
20
27

8.2
10.9
6.6
7.8
10.5

80.7
65.1
58.6
74.0
67.5

Connelly H.S., CA
Connelly H.S., MD
Mayfield Sr., CA
Oak Knoll Sr., NJ
Old Westbury Sr., NY
Rye H.S., NY

37
27
17
25
15
22

14.5
10.5
6.6
9.8
5.9
8.6

86.0
75.0
62.9
75.7
57.6
61.1

Table 4
Ages of Elementary and Secondary School Respondents
Elementary
Age Group
21-30
31-40
41-50
51-60
60+
NOTE:

n

%

27
30
28
19
9

23.9
26.5
24.8
16.8
8.0

Secondary
~~n
—%
24
51
40
15
13

16.8
35.7
28.0
10.5
9.0

Percentage figures represent percentage of elementary or
secondary school respondents.
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31 and 40 years old; 68 (26.6%) between 41 and 50 years old; 34
(13.3%) between 51 and 60 years old and 22 (8.6%) over 60 years of
age.

A breakdown of age by type of school is presented in Table 4.
Position and Experience.

Respondents were asked to estimate the

percentage of school time devoted to six possible categories of
academic function.

According to the reported data, 209 (81.6%) of the

respondents were teachers and 47 (18.4%) were administrators as
defined in Chapter I.

In addition, respondents were asked to indicate

either a novice or veteran experience level as also defined in Chapter
I.

Forty-three (16.8%) of the respondents indicated a novice status

while 213 (83.2%) indicated that they were veteran educators.

Table 5

represents the breakdown of this data between elementary and secondary
school respondents.
Major Area of Study.

Respondent answers to the "major subject

area" question were grouped into six (6) general categories for
greater ease of analysis.

Accordingly, 5.8% of the respondents

reported the behavioral sciences (psychology, guidance, counseling);
16.0% education; 12.1% fine arts; 38.3% liberal arts; 3.5% physical
education and 15.6% science and mathematics.

Table 6 summarizes this

data according to elementary and secondary school responses.
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Table 5
Position and Experience of Elementary and Secondary School Respondents

Posi tion
Teacher
Administrator

Experience

Novice
Veteran
NOTE:

Elementary
n-T~
96
17

85.0
15.0

Elementary
n
%
22
91

19.5
80.5

Secondary
n
%
113
30

79.0
21.0

Secondary
n
%
21
122

14.7
85.3

Percentage figures represent percentage of elementary or
secondary school respondents.

Table 6
Major Areas of Study of Elementary and Secondary School Respondents

Subject Area

Behavioral Science
Education
Fine Arts
Liberal Arts
Physical Education
Science/Mathematics
Mo Response
NOTE:

Elementary
£
%

37
14
22
3
12
16

8.0
32.7
12.4
19.5
2.7
10.6
14.1

Secondary
£
T
6
4
17
76
6
28
6

4.2
2.8
11.9
53.1
4.2
19.6
4.2

Percentage figures represent percentage of elementary or
secondary school respondents.
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Summary of the Data
Raw instrument scores were converted to a particular Land phase
of change orientation according to the following scale:
Phase 1

40-52
Low

53-66
High

Phase 2

67-79
Low

80-93
High

Phase 3

94-106
Low

107-120
High

Table 7 represents the summary of Land phase distributions among
elementary and secondary school respondents.
Table 3 summarizes the Land phase distribution of the
respondents according to individual school.
The phase distribution among the variables of age, position and
experience and major area of study are summarized in the following six
tables.

Specifically, Tables 9 and 9a represent the data relating to

phase distribution and age group among elementary and secondary school
respondents.
Land phase distribution relating to position and experience
among elementary and secondary respondents is summarized in Tables 10
and 10a.
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Table 7
Land Phase Distribution Among Elementary and Secondary School
Respondents

Phase
High 3
Low 3
High 2
Low 2
High 1
Low 1

NOTE:

Elementary
n
%

Secondary
n
%

4
55
52
2
0
0

3
94
46
0
0
0

3.5
48.7
46.0
1.8

2.1
65.7
32.2

Percentage figures represent percentage of elementary or
secondary school respondents.

Table 8
Land Phase Distribution According to School

School

High 3
n
%

Drexel School, PA
Mayfield Jr., CA
Oak Knoll Jr., NJ
01d Westbury Jr., NY
Rosemont School, PA

2
0
0
0
2

Connelly H.S., CA
Connelly H.S., MD
Mayfield Sr., CA
Oak Knoll Sr., NJ
Old Westbury Sr., NY
Rye H.S., NY

0
1
0
0
0
2

9.5
-

-

7.4
3.7
-

9.1

Low 3

High 2
%

Low 2
n
%

n

%

n

9
13
10
9
14

42.9
46.4
58.8
45.0
51.9

10
15
6
11
10

47.6
53.6
35.3
55.0
37.0

0
0
1
0
1

24
15
13
16
12
14

64.9
55.6
76.5
64.0
80.0
63.6

13
11
4
9
3
6

35.1
40.7
23.5
36.0
20.0
27.3

0
0
0
0
0
0

5.9
3.7
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Table 9
Phase Distribution According to Age Group Among Elementary School
Respondents
J

Age Group
21-30
31-40
41-50
51-60
60+

NOTE:

High 3
n
%

1
2
0
0
1

3.7
6.6
11.1

Low 3
n

12
17
12
9
5

%

44.4
56.7
42.8
47.4
55.6

High 2
n
%
14
11
15
9
3

Low 2
n
%

51.9
36.7
53.6
47.4
33.3

0
0
1
1
0

3.6
5.2

Percentage figures represent percentage of the age group.

Table 9a
Phase Distribution According to Age Group Among Secondary School
Respondents
High 3
Age Group

21-30
31-40
41-50
51-60
60+
NOTE:

n

0
0
1
1
1

%

2.5
6.7
7.7

Low 3
n
l
16
35
27
8
8

66.7
68.6
67.5
53.3
61.5

High 2
n
T
8
16
12
6
4

33.3
31.4
30.0
40.0
30.8

Percentage figures represent percentage of the age group.

Low 2
n
%
0
0
0
0
0
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Table 10
Phase Distribution According to Position and Experience Among
Elementary School Respondents

Position
Teacher
Administrator

High 3
n
%

3
1

3.1
5.9

High 3
Experience

%

0
4

Novice
Veteran
NOTE:

n

4.4

Low 3
n
%
45
10

46.9
58.8

Low 3
n
%

50.0
47.3

11
43

High 2
n
%
46
6

47.9
35.3

Highi 2
n
%

11
42

50.0
46.1

Low 2
n
%
2
0

2.1
-

Low 2
n
%
3

0
2

_

2.2

Percentage figures represent percentage of position or
experience group.

Table 10a
Phase Distribution According to Position and Experience Among
Secondary School Respondents

Position

Teacher
Administrator

High 3
n
%

0
3

10.0

Low 3
n
%
73
21

64.6
70.0

High 2
n
%
40
6

35.4
20.0

Low 2
%
n
0
0

-

-

Experience

Novice
Veteran
NOTE:

High 3
n
1o

0
3

2.5

Low 3
n
%

15
78

71.4
63.9

High 2
n
%

6
41

28.6
33.6

position or
Percentage figures represent percentage of
experience group.

Low 2
%
n

0
0

-
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The relationship between Land phase distribution and major area
of study among elementary and secondary school respondents is
summarized in Tables 11 and 11a.

Descriptive Statistics of the Variables

Mean Score and Standard Deviation
Mean scores and standard deviations for the following categories
are represented by Table 12 through 16 inclusive:
* Entire sample; elementary and secondary samples
* Individual schools
* Age group
* Position and experience
* Major area of study

Statistical Analysis of the Variables

Hypothesis 1
Elementary and secondary school personnel will not differ
significantly in their predisposition to change as measured by the
investigator-designed instrument.
Hypothesis 1 was tested with a _t-test of the group mean scores
of 113 elementary and 143 secondary school personnel.

The test was

two-tailed and was conducted using the 5% significance level.
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Table 11
Phase Distribution According to Major Area of Study Among Elementary
School Respondents
Major Area
of Study

Behavioral Science
Education
Fine Arts
Liberal Arts
Physical Education
Science/Mathematics

NOTE:

High 3
n * i

1
0
1
1
0
0

11.1
7.1
4.5

Low 3
n
%
5
17
9
10
1
7

55.6
45.9
64.3
45.5
33.3
58.3

High 2

2
20
4
10
2
5

22.2
54.1
28.6
45.5
66.7
41.7

Low 2
n
%
1
0
0
1
0
0

11.1
4.5

Percentage figures represent percentage of a particular area
of study.

Table 11a
Phase Distribution According to Major Area of Study Among
Secondary School Respondents
Major Area
of Study

Behavioral Science
Education
Fine Arts
Liberal Arts
Physical Education
Science/Mathemati cs
NOTE:

High 3
n
%

0
2
0
1
0
0

.

50.0
-

1.3
-

Low 3
n
%

3
1
10
52
4
19

50.0
25.0
58.8
68.4
66.7
67.8

High 2
n
1

3
1
7
23
2
9

50.0
25.0
41.2
30.3
33.3
32.2

Low 2
n
%

0
0
0
0
0
0

Percentage figures represent percentage of a particular area
of study.

-
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Table 12
Means and Standard Deviations for the Entire Sample Plus Elementary
and Secondary Components
Sample

n

Mean

Entire

256

95.24

6.10

Elementary

113

94.25

6.65

Secondary

143

96.02

5.54

Standard Deviation

Table 13
Means and Standard Deviations of the Sample Schools
Sample

n

Mean

Standard Deviation

Drexel School, PA
Mayfield Jr., CA
Oak Knoll Jr., NJ
01d Westbury Jr., NY
Rosemont School, PA

21
28
17
20
27

94.57
93.60
93.76
94.10
95.11

7.93
5.51
5.74
5.47
8.19

Connelly H.S., CA
Connelly H.S., MD
Mayfield Sr., CA
Oak Knoll Sr., NJ
01d Westbury Sr., NY
Rye H.S., NY

37
27
17
25
15
22

95.67
95.66
97.41
94.88
97.20
96.45

5.57
5.64
4.95
4.65
4.83
7.14
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Table 14
Means and Standard Deviations for Age Groups of Elementary and
Secondary School Respondents

Age

n

Elementary
M

SD

n

Secondary
M

SD

21-30
31-40
41-50
51-60
60+

27
30
28
19
9

93.81
96.53
92.17
93.63
95.77

6.09
6.09
6.49
7.61
7.29

24
51
40
15
13

95.12
95.88
96.57
95.73
96.76

6.05
5.14
4.92
6.10
7.54

Table 15
Means and Standard Deviations for Position/Experience Variables
of Elementary and Secondary School Respondents

Position
Teacher
Administrator

Experience

Novice
Veteran

n

Elementary
M

SD

96
17

93.79
96.88

6.78
5.45

n

22
91

Elementary
M

SD

93.45
94.45

5.80
6.85

n
113
30

n

21
122

Secondary
M

SD

95.38
98.40

5.47
5.21

Secondary
M

SD

95.95
96.03

6.04
5.47
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Table 16
Means and Standard Deviations for Major Area of Study Among
Elementary and Secondary School Respondents
Major Area
of Study

Behavioral Science
Education
Fine Arts
Liberal Arts
Physical Education
Science/Math.

n

Elementary
M

SD

n

Secondary
M

SD

9
37
14
22
3
12

95.11
93.05
95.00
95.09
93.66
93.75

8.01
5.29
7.65
7.70
4.04
7.10

6
4
17
76
6
28

94.66
101.75
94.88
96.11
93.33
96.67

7.84
7.41
5.97
5.05
7.42
5.61
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No statistically significant difference was found between these
mean scores for elementary and secondary school personnel, suggesting
that predisposition to change as measured in this study, is not
related to the teaching or administrative level of the subjects.
Therefore,

the first null

hypothesis was accepted.

Table 17

summarizes the findings for this test of the first hypothesis.

Hypothesis 2
Compared

to

teachers, administrators will

not differ

significantly in their predisposition to change.
Hypothesis 2

was

tested with a tj-test of teacher and

administrator mean scores independent of school type.

In total, 209

teachers and 47 administrators were included in the testing sample.
The test was two-tailed and was conducted using the 5% significance
level.
A statistically significant difference was found between the
mean scores of all teachers and all administrators, thereby rejecting
the null hypothesis.

Table 13 summarizes these findings.

In order to determine the statistical significance of teacher
and admi ni strator mean scores with the added variable of school type
(i.e., elementary or secondary), a Duncan Multiple Range Test was
performed.

Tabular ranges for the .05 level of significance were

2.79 , 2.93 , and 3.02.

The value actually compared with Mean (J) -

Mean (I) was 4.2180.

Table 19 (in matrix form) indicates pairs of

groups that are significantly different.
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Table 17
Hypotheses 1: Summary of the _t-test Comparison for Mean Scores
of Elementary and Secondary School Personnel
Group

n

M

SO

t

df

t Prob.

-1.69

252.0

.093

Elementary

113

94.26

6.65

Secondary

143

96.01

5.54

Table 18
Hypothesis 2: Summary of the t-test Comparison for Teacher and
Administrator Mean Scores

Group
Teachers
Administrators

*p<.05

n

M

SD

t

df

t Prob.

209

94.66

6.14

-2.99

252.0

.003*

47

97.75

5.31
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Table 19
Hypothesis 2: Summary of the Duncan Multiple Range Test for
Elementary and Secondary Teacher and Administrator Mean Scores

Group
Elem. Teach.
Secon. Teach.
Elem. Admin.
Secon. Admin.

Elem.
Teach.

Secon.
Teach.

★

*

* = pairs of groups significantly different

Elem.
Admin.

Secon.
Admin.

78

These results indicate that while there is a statistically
significant difference between the mean scores of teachers and
administrators, the actual difference exists at the level of secondary
administrators as compared to both elementary and secondary teachers.

Hypothesis 3
Novice

and

veteran

school

personnel will

not differ

significantly in their predisposition to change.
Hypothesis 3 was tested with a ^-test of the group mean scores
for novice and veteran school personnel independent of school type.
Forty-three novices and 213 veterans were included in the testing
sample.

The test was two-tailed and was conducted using the 5%

significance level.
No statistically significant difference was found between the
mean scores of novice and veteran school personnel suggesting that
predisposition to change as measured in this study is not related to
the level of professional experience.
hypothesis was accepted.

Therefore, the third null

Table 20 summarizes these findings.

In order to determine the statistical significance of novice and
veteran mean scores with the added variable of school type (i. e.,
elementary or secondary), a Duncan Multiple Range Test was performed.
Tabular ranges for the .05 level of significance were 2.79, 2.93, and
3.02.

The value actually compared with Mean (J) - Mean (I) was 4.2933

indicating that no two groups among all of the possible elementary,
secondary,

novice, and veteran combinations are significantly
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Table 20
Hypothesis 3: Summary of the _t-test Comparison for Novice and
Veteran Mean Scores
Group
Novices
Veterans

n

M

SD

t

df

t Prob

43

94.67

5.98

-.525

252.0

.600

213

95.35

6.14
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different.

Again, the third null hypothesis is supported by this

data.

Hypothesis 4
There is no statistically significant correlation between age
and predisposition to change.
The Duncan Multiple Range Test was performed to test for
significant differences between pairs of means in the following
categories:
* Score by age group for all respondents
* Score by age group for elementary school respondents
* Score by age group for secondary school respondents
The results of these tests indicated that no significant
difference between age and predisposition to change in any of the
above categories exists,

thereby supporting the fourth null

hypothesis. Table 21 summarizes these findings.

Hypothesis 5
There is no statistically significant correlation between major
area of study in degree work and predisposition to change.
The Duncan Multiple Range Test was performed to test for
significant differences between pairs of means in the following
categories:
* Score by major area of study for all respondents

31

Table 21
Hypothesis 4: Summary of Duncan Multiple Range Tests for Score by
Age at .05 Significance Level

Tabular Values
of
Range

Group

Range Compared
With
Mean (J) - Mean (I)

All Respondents

2.79

2.93

3.02

3.10

4.3150

Elem. Respondents

2.81

2.95

3.04

3.11

4.6366

Second. Respondents

2.80

2.95

3.04

3.11

3.9530

Table 22
Hypothesis 5: Summary of Duncan Multiple Range Tests for Score by
Major Area of Study at .05 Significance Level

Tabular Values
of
Range

Group

Range Compared
With
Mean (J) - Mean (I)

All Respondents

2.79

2.94

3.03

3.10

3.16

4.3325

Elem. Respondents

2.81

2.96

3.05

3.12

3.18

4.7541

Second. Respondents

2.80

2.95

3.04

3.11

3.17

3.9474
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* Score by major area of study for elementary school
respondents
* Score by major area of study for secondary school
respondents
The results of these tests indicated that no significant
difference between and major area of study and predisposition to
change in any of the above categories exists, thereby supporting the
fourth null hypothesis.

Table 22 summarizes these findings.

CHAPTER

V

DISCUSSION
Summary
The purpose of the study was to design and administer an
instrument based on the transformational theory of George Land in
order to measure predisposition to change in a sample of educators.
The intuition for this study was a presumed relationship between an
individual's predisposition to change and creative behavior and his or
her actual behavior in this regard.

While this study did not research

this question directly, it involved the preliminary tasks of assessing
the level

of change predisposition among the subjects and of

determining if orientation toward change is influenced by a set of
variables.

Specifically, this assessment and determination were

accomplished by answering the following three research questions:
1. How predisposed to change and its correlate of creative behavior
is the sample as a whole?

each individual school faculty?

2. Are there any statistically significant differences in
predisposition to change between
a. elementary and secondary school personnel?
b. teachers and administrators?
c. novice and veteran school personnel?
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3. Are there any statistically significant correlations between
a. change predisposition and age?
b. change predisposition and major area of study?
To assess the level of change predisposition among individuals,
the study selected a cluster sample of teachers and administrators in
eleven (11) private elementary and secondary schools.

Of the 366

subjects who received the investigator-designed instrument, 256
returned it in time for inclusion in the study.

The findings are

summarized below:

Hypothesis 1
The mean scores of elementary and secondary school respondents,
regardless of their position in the school and level of experience,
did not show a statistically significant difference in their overall
predisposition to change,
hypothesis.

thereby supporting the first null

In terms of the descriptive statistics, however,

elementary school

respondents, as a group, scored 1.77 points lower

than secondary school respondents.

This result is contrary to the

widely held belief that elementary personnel are generally more
predisposed to change than are those of the secondary level (Wade,
1984).

Hypothesis 2
The mean scores of teachers and administrators considered
independently of school type (i.e., elementary or secondary) showed a
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statistically significant difference, thereby rejecting the second
null hypothesis. In an attempt to refine the teacher-administrator
contrast, the school type variable was introduced to produce the
following additional comparisons:

Elementary School
Administrators

"C-—---X

Elementary School
Teachers

Secondary School
Administrators

Secondary School
Teachers

After statistically analyzing these comparisons, it was found that the
significance between teacher and administrator mean scores actually
lay between those of secondary school administrators and both
elementary and secondary school

teachers.

These results are

summarized in the following diagram:

Elementary School
Administrators

Secondary School
'Administrators

Elementary School
Teachers

Secondary School
Teachers

While the mean score of elementary school administrators was
3.09 points higher than that of the elementary teachers and 1.50
points higher than that of the secondary teachers, it is apparent that
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this particular sample of secondary school administrators was more
predisposed to change than their elementary counterparts.

Hypothesis 3
The third hypothesis predicted no statistically significant
difference between the mean scores of novice and veteran school
personnel.

The analysis of these scores independent of school type

confirmed this prediction.

Introducing the school-type variable to

this analysis of experience level in the following combinations also
showed no statistically significant mean score differences:

Elementary School
Novices
r

*

Secondary School
Novices

Elementary School
Veterans
*

A

Secondary School
Veterans

It should be noted, however, that the small number of respondents in
the novice category of both school types (43 out of 256) could have
been a contributing factor to this failure to reach significance in
the third hypothesis.

Hypothesis 4
The fourth null

hypothesis predicted that age was not a

significant influence on predisposition to change as measured in this
study.

On the basis of the data obtained, this hypothesis was
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accepted after analysis of the relationship of score by age in the
entire sample and in both the elementary and secondary school samples.
However, the fact of a small number of respondents in the 51 -60 and
60+ age groups of both school types could have distorted the "shape"
of the score by age data.

Though there is this question of sample

size as related to failure to reach significance in this hypothesis,
it should be noted that in both school type 60+ age groups, the mean
scores for these categories are higher than the mean scores by age for
the entire sample.

Again, this data appears to contradict the common

wisdom that younger people are more predisposed to change than their
elders.

Hypothesis 5
The last null hypothesis predicted that a respondent's major
area of study was not a significant influence on his or her
predisposition to change.

On the basis of the data obtained, the

hypothesis was accepted.

The issue of small sample size in the

behavioral science, physical education, and education (for secondary
school personnel) subject area categories might have contributed to
the failure to reach significance in this hypothesis.

It is

interesting to note, however, that contrary to popular belief and the
prevailing stereotype, secondary school science and mathematics
teachers attained a mean score 1.79 points higher than secondary
school

fine arts teachers.

This situation is reversed in the
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elementary school category where fine arts teachers outscored science
and mathematics teachers by an average of 1.25 points.

Limi tations
In order to more accurately interpret the results of this study,
it is necessary to note some limitations relating to its scope,
instrumentation, and methodology.
Relating to the scope of the study, it must first be noted that
only 256 private school teachers and administrators were included from
among the many thousands throughout the country.

Second, by selecting

schools and consequently respondents with a wide geographic spread,
the results of the study could have possibly been influenced by the
effects of the region variable.

Third, the limited number of subjects

in the variable categories of administrator, novice, the 51-60+ age
groups, and the behavioral science and physical education categories
renders the data obtained from these groups less significant.
Four additional limitations have to do with the instrumentation
used in the study.

Because of the forced choice format of the

instrument, it is possible that the responses of some subjects might
reflect theoretical as opposed to actual attitudes and/or behaviors.
In addition, the relatively short format of the instrument (40 items),
deliberately chosen to increase subject compliance, stands as a limit
to a higher degree of internal consistency.

Also, the deliberate

limiting of the measure of change predisposition to three constructs
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in no way excludes the possibility of other constructs influencing
change behavior or attitudes.
Lastly, as an ex post facto, non-experimental design, the study
could not control for unnamed variables which might have influenced or
eclipsed the variable(s) under study.

This limitation was accentuated

by the process of data collection.

Because the design relied on the

respondents' voluntary, non-remunerated efforts to complete and return
the instrument, a particular yet unspecified bias was built into the
study.

Conclusions
The discussion of conclusions focuses upon the three research
questions posited earlier.
1. How predisposed to change and its correlate of creative behavior
is the sample as a whole?

each individual school faculty?

A mean score of 95.24 for the entire sample of 256 teachers and
administrators indicates that the group, as a whole, is predisposed to
change.

According to the score ranges outlined in Chapter III, the

sample falls in the lower range of what Land (1982) calls the third
phase of development.

As such,

it may be concluded that most

individuals in the sample frequently chose those instrument responses
correspond!'ng to phase 3 behaviors and attitudes which are, in turn,
characterized by flexibility,
creativity.

synthesis,

reorganization, and
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While the data indicate an overall predisposition to change
among the subjects, reports in the literature cited and the reality of
a somewhat structured learning environment in the sampled schools
point to the fact that there might be some discrepancy between
measured and actual innovative attitudes and behaviors.

That this

possibility is real has already been discussed as a limitation to this
study.
In addition to considering a possible discrepancy between
measured and actual change behavior, it should be emphasized that the
instrument was deliberately designed to assess the level of change
predisposition as opposed to actual change behavior.

With this in

mind, both the existence and the magnitude of a possible discrepancy
are minimized.
It might be argued, however, that predisposition should be
reflected in actual

change, and rightly so.

Though the basic

structures and practices of schooling in the sampled institutions
generally reflect the traditional model (especially on the secondary
level),

there is perhaps more flexibility, experimentation, and

innovation in these schools than is found in the typical suburban
public school.

Any adherence to the so-called traditional structures

and practices could possibly be due to any combination of external
forces previously discussed in Chapter II.

While these change

inhibiting forces may be operative, it appears that their impact is
not sufficiently great to counteract the pervasive philosophy, goals,
and objectives shared by members of the Consortium of Holy Child
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Schools (Appendix C).

Regardless of the predominant type of

instructional model and methodology used in these schools, the
investigator has observed that this philosophy and these goals
translate into practices which render the "traditional" less so.
Specifically, in relatively small environments (no enrollment exceeds
500 and more average 250), both faculty and students are valued as
unique individuals and are generally encouraged to be creative.

In

addition, there is an emphasis placed on the arts and individual
expression and upon diverse learning experiences outside the classroom.
It appears, therefore, that while there is some degree of
correspondence between the measured predisposition to change and
actual practice in the sample schools (though this has not been
scientifically researched), this correspondence is expressed within
the traditional constructs of American schooling.

Given the potential

for change among the sampled teachers and administrators as a whole,
however, it seems obvious that even greater efforts at educational
innovation could be undertaken if this change potential were more
actively nurtured.
Each individual school faculty also showed a predisposition to
change and has also been classified as being in the low range of
Land's phase 3 of development.

The ranking of individual mean scores

below summarizes this data.
97.41

Mayfield Senior

97.20

Old Westbury Senior

96.45

Rye High School
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95.67

Connelly H.S., CA

95.66

Connelly H.S., MD

95.11

Rosemont Junior

94.88

Oak Knoll Senior

94.57

Drexel Junior

94.10

Old Westbury Junior

93.76

Oak Knoll Junior

93.60

Mayfield Junior

It is interesting to note that with the exception of the Rosemont
Junior and Oak Knoll Senior schools, the highest ranking schools are
all

secondary and the lowest the elementary.

As was mentioned

previously, this result is contrary to the observation made by many
that elementary school personnel are more oriented toward change than
their secondary counterparts.

While the mean scores of the elementary

schools in the sample are lower than those of five (5) secondary
schools, the investigator has informally observed a greater degree of
instructional flexibility in these elementary schools.

This apparent

discrepancy may be due to the fact that educators in each school type
adhere (perhaps without much thought) to the structures and practices
that they as students have experienced, that tradition dictates as
appropriate for each educational level, and that they have learned in
teacher training.

Though all of these factors probably contribute to

the lack of more futures-oriented innovations in these schools, it is
perhaps the tradition factor that is most influential.

More

specifically, open, small group, and independent learning situations
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are considered more the norm in elementary than in secondary schools
and are therefore not questioned at this level.

The lecture format,

the predominant instructional mode in most secondary schools, is
likewise considered the norm and likewise rarely questioned.

This

situation and the data obtained from this study may provide some
evidence for the fact that perhaps elementary school personnel are not
more predisposed to change and creative behavior than those in
secondary schools.

Perhaps their being identified as more predisposed

to change, and therefore more creative, has to do more with what
tradition allows them to do in their classrooms and schools than what
is their innate orientation.
What the data of this study show, therefore, is that the overall
predisposition to change as measured in the subjects is indeed
operative in their respective schools but only within the boundaries
of traditional and therefore, acceptable structures and practices.
2. Are there any statistically significant differences in
predisposition to change between
a. elementary and secondary school personnel?
The lack of statistical significance between the mean scores of
these two groups suggests that predisposition to change and creative
behavior is not so much a factor of school type as it is of personal
development and characteristics.
developmental

According to Land (1982) and most

theorists, human development is conditioned at every

level by the interaction of a number of genetic and environmental
factors, be they cultural, social, educational, or religious.

The
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reality, therefore, is that no two people are ever conditioned by the
same factors, nor are they conditioned by any of them in the same way.
This, of course, results in the great diversity of developmental
levels and their expression in any group of people.

In the Land model

of change, there is also support for the fact that a person may be in
several developmental phases simultaneously with respect to different
aspects of his or her life.

The conclusion to be drawn from all of

this is that for this particular sample, the elementary or secondary
school

environment or training is not a factor which conditions

developmental level and therefore, predisposition to change.
b. teachers and administrators?
The statistical significance attained in comparing the mean
scores of these two groups suggests that the administrative role
conditions a level of development corresponding to a high level of
change orientation or that perhaps change-oriented types are drawn to
administration.

According to Cawelti

administrator is one who has vision,
continuously plans for improvement.

(1984), the effective
is resourceful, and who

In addition, he says that these

educational leaders must be knowledgeable and constantly concerned
about the extent to which the institution is attaining its goals.
summary then,

In

it is clear that despite all the restraints that

administrators face, the effective ones are, above all, optimistic
that constructive change is possible.

With these character!’sties in

mind, it can be seen that the role of administrator is one marked by
risk-taking and one which calls for constant monitoring and change.
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It also appears that the primary role of an effective administrator is
one of change facilitator.

Administrators who limit their function

(or have it limited) to that of the managerial domain cannot be
instruments for school improvement and are therefore considered
ineffective by many.

Along this line, Bennis (1984) argues that a

compelling vision is the key ingredient of leadership.

Vision, to

him, refers to the capacity to create and communicate a view of a
desired state of affairs that induces commitment among those working
for the organization.
Administrators, therefore, appear to be more habitually involved
in change behavior and have the singular prerogative and authority to
initiate it at will.

The data collected in this study support this

view.
More specifically, the secondary school administrators in this
study showed the highest level of change predisposition as compared to
those of the elementary schools and to both elementary and secondary
school teachers.

Why this is so could not be explained in any of the

literature surveyed.

Perhaps this result is unique to the particular

group of secondary school administrators used in this study.
c. novice and veteran school personnel?
The fact that no statistical significance was attained in
comparing the mean scores of these two groups suggests that
predisposition to change is a factor of genetics and environment and
not of experience level.

It appears that the

what

of one s

occupation (as in admi nistrator vs. teacher) as opposed to the "how
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long

is a more significant factor in influencing the degree of change

behavior.

While novice school personnel may lack the experience,

status, and therefore, the security to risk change and innovation in
an actual situation, their mean scores (both elementary and secondary)
indicate that the potential for change behavior is present.
3. Are there any statistically significant correlations between
a. change predisposition and age?
Contrary to common wisdom, the results of this study indicate
that age is not related to change predisposition.

Fullan (1982)

reinforces this conclusion in saying that innovators and hard-core
resisters to change are found among all ages of educators and levels
of education.

This conclusion further reinforces the notion posited

by Land (1982; 1973) that individuals proceed along a continuum of
development,

the rate of proceeding being determined by mostly

environmental factors and the individual's psychological makeup.

It

appears, then, that accidentals of a person's identity such as age, do
not significantly influence his or her passage along this continuum of
growth.

While the actual change behavior of older people may be less

evident in some cases than that of their juniors, the reason for this
may be due to factors other than openness to change (e.g., energy
level,

perceived lack of status or current knowledge, lack of

authority, etc.).

In any case, it appears from the results of this

study that school personnel regardless of age, are open to change.
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b. change predisposition and major area of study?
That no statistical significance was attained in analyzing the
relationship between major area of study and change orientation points
again to the fact that essential, rather than accidental, human
characteristics are influential factors in change predisposition.

One

might think, however, that the varying intellectual skills and ways of
looking at reality required of different disciplines would in some way
influence an individual's position on the continuum of development and
therefore his or her ability to be creative.

That this was not the

case in this study shows that there is room for creativity and
innovation in people of all disciplines. What is commonly thought to
be a lesser orientation toward creativity in some fields is most
probably only a difference in approach to and expression of change
behavior rather than in its degree.

No information pertaining to this

subject area-predi sposition to change relationship could be found in
the literature surveyed.
3efore concluding this section, it is necessary to discuss the
fact that none of the 256 respondents in this study scored in the Land
phase 1 range.

According to his designation, phase 1 is the accretive

or formative phase where the emphasis is on establishing initial
patterns of behavior and on accumulating "sameness." When this phase
is the predominating one in adults, there is usually comfort with
rigidity and blind obedience.

In aggravated cases of developmental

interruption wherein an individual remains fixed in a phase (in this
case, #1), neurotic and even psychotic behavior may be encountered
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(Land, 1973).

While there is no exact definition of what is "normal"

in the ranges of human behavior, it can be concluded that educators
necessarily exhibit "normal" behaviors more often than not.

This is

not to say that the subjects in the study did not indicate a
preference for phase 1 attitudes and behaviors in some of the
instrument constructs.

The reality is, however, that though they did

just this, these preferences did not predominate.
In conclusion, because it is not very likely that overly
neurotic or psychotic educators would be tolerated for long in a
school

setting nor would individuals of this type be likely to

persevere in the profession, none of those sampled in this study
scored in the phase 1 range.

Imp!ications
The final consideration for this study is its implications for
the in-service training of teachers and administrators and for further
research.

Each is considered below.

In-service Training
While the literature is replete with many theories and practical
strategies for facilitating organizational change, including the rol_e
of the individual

in this process, none sufficiently emphasizes the

predisposition of persons in the organization toward change in
general.

What this implies is that an individual's intellectual

traits, psychological profile, developmental maturity, and readiness
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for change are usually not considered in most organizational change
efforts.

Since, as was cited earlier, the primacy of people in change

is paramount (Hansen, 1967), it is imperative that consideration go
beyond individual roles in the change process and focus instead on the
individual

as a unique composite of intellectual, social, and

psychological characteristics.

It should be evident, however, that

before this focus can become operational, these characteristics must
be identified, even generally.

Implied in this identification is that

some action will be taken to foster the development or attainment of
those qualities most usually associated with readiness for change.
Although a case has been made previously for the design and
implementation of appropriate in-service programs for educators, the
concept of in-service education must be expanded here to encompass the
notion of personal development.

This appears to be an important

expansion as, more often than not, in-service programs in schools tend
to be content or process-oriented as opposed to person-oriented.

Oja

(1980) emphasizes the fact that staff development should strive to
help school personnel develop maturity on both the personal level
(e.g.,

on Maslow's hierarchy) and on the cognitive level.

She

predicts that staff development will have little impact on teaching
styles without explicitly addressing personal
developmental levels of teachers.

and cognitive

Similarly, Joyce and McKibbin

(1982) suggest that in order for maximum teacher growth to be realized
in a school

setting, systems oriented toward self-actualization need

to be created.
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This notion of creating systems wherein self-actualization
(implying creative behavior) will be maximized suggests that something
more than occasional or isolated programs be designed for educators.
The inference here is that an overall climate favorable toward change
and creative behavior be fostered in schools.

Specifically, this

climate for nurturing change readiness and behavior should involve
both the establishment of an environment (both physical and
attitudinal) conducive to change and the employment of strategies to
positively influence attitudes toward change.

The role of

administrators in creating this environment is obviously critical in
view of their authority and power to initiate (Husen, 1974).
Provided that adequate funds and space are available, creating a
physical environment to enhance creative behavior is perhaps the
easiest to accomplish.

As is generally known, creative functioning is

inhibited under conditions of stress or where the physical environment
militates against relaxation.

What this suggests is that school

people, in the light of their often pressured existence need, above
all, time and places for creativity to flourish.

Frymier (1974) says

that we must find a way to guarantee that educators have opportunities
for self-renewal and continuous growth.

Because, he goes on to say,

teaching is a relentless activity with little let up and only snatches
of time to get caught up, there is seldom the opportunity to renew
oneself with new developments in one's field and consequently with new
ideas.

In the light of this common situation, he recommends that a

concept of ongoing staff development be implemented wherein a
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proportion of the professional staff (10%) is scheduled for a specific
period of time (10%) for professional growth experiences.

Carrying

this recommendation further, it could be argued by this investigator
that educators need to be given periods of time during the school day
or week specifically to generate and research new ideas and to work on
new projects.

Also, if educators are to be expected to be creative,

they should be paid for weekend or summer work involving the
development of innovative programs.

In addition to ensuring some

creative output, this arrangement would also ensure that those most
familiar with the educational scene, as opposed to "outsiders," would
be responsible for innovation in schools.
As far as place is concerned, the teachers' lounge is often most
unconducive for nurturing creativity.

An appropriately appointed,

quiet space (think tank atmosphere) with access to current resources
of many forms (e.g., books, periodicals, media, computers with
software, etc.) could prove to be an asset to innovation in any
school.
Strategies for positively influencing attitudes toward change
can include the establishment of material or professional incentives
(Morphet & Ryan, 1967),

the modeling of change behavior by

administrators and other teachers, the encouragement of divergent
thinking, and the tolerating of new and alternative ideas.
With the establishment and maintenance of a creativity and
change conducive climate in schools, the scene would undoubtedly be
set for more specific efforts at maximizing the personal development
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and consequently the creative expression of school personnel. By
"specific efforts" is meant the more structured approaches to
in-service training, namely, workshops, lectures, and individual or
group experiences.

While these formats of in-service are not new, the

content being proposed is.

Instead of programs oriented toward the

familiar topics of instructional content and methods, classroom
management and discipline, and the use of educational media and
computers,

the proposal here is that emphasis be placed on the

personal development of teachers and administrators.

Apropos of this

emphasis, it is suggested that programs based on the change and
creativity enhancing strategies of Campbell

(1977), Davis (1983),

DeBono (1970), Gordon (1961), Raudsepp (1977), Shallcross (1981), and
Van Gundy ( 1982)

be used.

In addition to this exposure to and

practice with exercises designed to foster an openness to flexible
behavior,

in-service attention should also be given to topics

addressing psychological and self-actualization issues.
As a result of the above strategies, it can be anticipated that
participants will develop a readiness for and a facility with creative
behavior in many situations.
It is important at this stage of staff development that
individuals and groups be given the opportunity to practice their
emerging creativity skills by applying them to problem solving and
idea generation.

While the use of real-life educational problems and

issues might seem appropriate for this practice, it must be remembered
that these usually challenge personal beliefs, values, and practices
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and, as such, are prone to generate resistance and stifle creativity.
To avoid this possibility at this stage, it is best to substitute
issues and topics, either real or fictional, from outside the realm of
educational theory and practice.

This approach, while allowing

individuals the psychological safety and freedom to take risks and to
be creative, will minimize the resistance often surfacing as they
become intent on completing a task or solving a problem in traditional
ways.

In short, it is assumed that if individuals practice creative

behavior in contrived situations, they will
satisfaction of creating in a safe environment.

experience the

Once this satisfying

experience is felt, it is hoped that its transfer to real situations,
issues, and problems can be realized.

In summary, people need to know

what being flexible and creative feels like.

In providing this

opportunity in non-threatening situations where they can "play" at
being creative, the scene is being set for the gradual transfer of
change-oriented attitudes and skills to real situations.
Overall, when we educators are ready to invest as much in
personnel development as we are in technology and program development,
we may begin to release the creative talents of those who work in our
educational institutions.

And the logical consequence of this release

in these people is the development of creative students better
equipped to live in the 21st century.
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Further Research
1. A replication of this study using a sample of public school
teachers and admi ni strators should be conducted.

It would be

important to minimize the geographic region variable and to ensure
adequate sample size for all the variables.

An important question to

raise with this replication would be that of the difference, if any,
between private and public school mean scores.
2. As a follow-up to this study, the correspondence between a
particular school's mean score and the actual degree of change
behavior in that school should be determined. To do this, a checklist
of criteria for change behavior could be developed and used as a
research tool for evaluating actual behavior.

A series of on-site

observations would provide the necessary data for assessing this
degree of correspondence. With this accomplished, a more accurate
picture of change or its absence is a given school could be described.
Also, this data could provide the basis for designing appropriate
change-stimulating interventions.
3.

An alternate form of the instrument, using different

constructs, should be designed to more accurately measure change
predisposition.

Administering the two forms of the instrument to

subjects would, in part, compensate for the fact that one instrument
is limited in the constructs that it can measure.
4. A detailed, year-long staff development program based on the
recommendations made in the previous section, should be designed and
implemented.

The overall efficacy of the program could be assessed by
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FUTURE STUDIES PROCRAM
SCHOOL OF EDUCATION ROOM 110

64 Gothic Street
Northampton, Massachusetts 01060
September 18, 1984

BOARD OF DIRiCTORS
Dwight W Allen

Dear
Anne Cheatham
Christopher Dede
Sharon Francis
Theodore Cordon
Willis Harman
Hazel Henderson
Wilma Scott Heide

As part of my requirements for the Doctor of Education degree
at the University of Massachusetts/Amherst, I am involved in a re¬
search project, the results of which will be used to guide the de¬
sign and implementation of educational staff development programs.
As a means to obtaining data, I have designed a forty-three (43)
item instrument which, with your permission, I would like to mail
to the members of your administrative* and teaching staffs.
Please
be assured that the proposal for this study has been approved by
my faculty dissertation committee.

Barbara Mane Hubbard
Robert lohansen

Data obtained from the use of the instrument will be held ano¬
nymous and at no time will individual test results be published.

Dennis Livingston
Clenn Olds
Harold Shane

Upon completion of the study, I will, if you wish, forward
summarized data, conclusions and recommendations to you for use in
your school.
As it is important to the success of my study to include all
private institutions in the Consortium of Holy Child Schools, I am
counting on receiving your permission to administer the instrument
to you and your staff.
If you agree to my doing this, would you kindly forward the
names and addresses of the members of your administrative and
teaching staffs (both full and part-time) to me at your earliest
convenience?
Thank you for helping me with this research project!

*meant to include principals,
ass't principals, academic &
student deans, curriculum coor¬
dinators, instructional supervi¬
sors 6 any other such personnel
whose titles may not exactly cor¬
respond to the above, but whose
function in the institution is re¬
lated to academic leadership, the
facilitation of instructional
effectiveness, decision/policy
making and/or planning.

Sincerely,
id.Hju.i-u

Adrienne Kanach
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FUTURE STUDIES PROGRAM
SCHOOL OF EDUCATION ROOM 110

BOARO OF ADVISORS
Dwight W Allen
Elise Boulding

December 5, 1984

Anne Cheatham
Christopher Dede
Sharon Francis
Buckminster Fuller
Theodore Gordon
Willis Harman
Hazel Henderson
Wilma Scott Heide
Barbara Marx Hubbard
Robert Johansen
Herman Kahn
Dennis Livingston
Glenn Olds
Harold Shane

Dear Study Participant,
As part of the requirements for the Doctor of Education
degree at the University of Massachusetts/Amherst, I am in¬
volved in a research project, the results of which will be used
to guide the design and implementation of educational staff de¬
velopment programs.
In order to collect the necessary data,
I have constructed the enclosed instrument which your principal
has given me permission to administer.
Please be assured that your anonymity will be guaranteed at
all times and that at no time will individual results be published.
I am interested only in collective data relating to your school
and to the Consortium of private Holy Child Schools.
It is im¬
portant, therefore, that as many members of this Consortium as
possible participate in this study.
Will you kindly take about 15 minutes of your busy schedule
to complete all parts of the enclosed instrument and return it to
me in the envelope provided by December 19, 1984?

Alvin Toffler

Thank you very much for your interest in and help with this
study.

Sincerely,

£66

/wcfi-

Adrienne G. Kanach

120
ATTITUDE/BEHAVIOR INVENTORY
Directions;

Choose the ONE (1) response to each Item that best
reflects yourMSST USUAL attitude or behavior. Indicate
vour choice by circling its corresponding letter, e.g.,

1* You are at a picnic and discover that you have forgotten to bring
needed eating utensils. You would most probably
a) attempt to buy or borrow eating utensils
b) use your fingers
c) Improvise with other available materials
d) leave the picnic and go to a restaurant
2. Non-criminal types who do not align themselves with so-called
"standard" behavior in our society should be
a) disciplined in some way
b) encouraged to change their behavior
c) made aware of society's norms
d) allowed to express themselves
3. The TY repairman has just called to say that he cannot come as
scheduled to repair your TY. Because you have taken the day off
from work to be home for his arrival, you would most likely
a) become annoyed that your plans have been disrupted
b) refuse to set another date with the same repairman
c) be concerned that your schedule might not allow for another
repair date
d) view the situation as time to do other things
4. When confronted with a situation like misplacing your keys, you
most often focus your annoyance on
a) the time wasted in looking for them
b) the upsetting of your routine
c) others for distracting you
d) yourself for not learning to prevent such situations
5. You have the opportunity to do something that you have never done
before. Barring any possibility of physical harm to you or to
your personal property, you would most probably
a) do it immediately
b) think about It for a few days and then do it
c) not do it
d) ask someone to help you make the decision
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6. When In a position of authority, I believe that It Is my
responsibility to
a) carry out the mandates of the job as prescribed
b) have subordinates obey
c) review the adequacy of existing policies and procedures
d) adjust policies and procedures In ways that bring them into
alignment with established norms
7. You are kept waiting 45 minutes beyond your scheduled appointment
at the doctor's office. You would most probably
a) resolve to change doctors
b) become concerned about rescheduling the rest of your day
c) become engrossed In a waiting room periodical
d) leave the office even though you do not have another commitment
3. A good friend calls to ask you to meet him or her for dinner at a
nearby restaurant in 30 minutes. Assuming that you have no
previous commitments, you would most probably
a) say, "yes"
b) say, "no"
c) negotiate for a more convenient date and/or time
d) Invite the friend to have dinner at your house Instead
9. Opportunities In my life have been
a) rare
b) occasional

c) absent

d) frequent

10. A procedure for taking dally student attendance at your school has
been in use for three years. How likely is it that you would
introduce ideas for a new procedure?
a) somewhat likely
b) very likely
c) unlikely
11. A middle-aged relative dresses like a youthful rock star. Your
response to this behavior would most likely be
a) "How he or she dresses is none of my business."
b) "How can I get him or her to realize that this behavior is
Inappropriate?"
c) "I cannot associate with him or her while this behavior
persists"
d) "This is a phase that will pass in time.
12. Envisioning a computerized world of the future with its
implications for education, business and personal life
a) makes me wish for a return to the "good old days
b) mostly excites me
c) does not affect me one way or the other
d) mostly frightens me
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13. You are a member of a committee and another member suggests an
unconventional procedure. Your response to this suggestion would
most likely be
a) "Is a new procedure really necessary?"
b) "The new procedure might have some merit."
c) "Let's see how the idea relates to procedures already In use."
d) "How can the new procedure be integrated with existing ones?"
14. I could probably achieve more prominence in my profession If
a) there were not so many difficulties to overcome
b) my work environment were not as it is
c) there were more obstacles to overcome
d) I had a different set of personal traits and/or talents
15. When a subordinate questions your authority, your verbal or mental
response is often
a) "I must get him or her to understand my position better."
b) "I must be more definite in my dealings with this person."
c) "I will have to get him or her to realize that I am in charge."
d) "I must see if either of us has misunderstandings about my
role."
16. Organizations function best when
a) everyone knows exactly what to expect
b) policies are measured against standards
c) policies and procedures are put in writing
d) deviations from established procedures occur
17. The world would be a better place to live in if
a) moderation were more the rule
b) people were more respectful of authority
c) more customs were maintained
d) people were more flexible
18. Your latest haircut Is too short and in your opinion,
unattractive. You would most probably find yourself
a) becoming concerned that your "image" had been changed
b) avoiding social gatherings until your hair grows
c) growing to like your new look
d) becoming self-conscious about your new look
19. You are in charge of processing faculty requests for new
textbooks. Several faculty fail to comply with the prescribed
procedure. You would most likely
a) wonder if the procedure ought to be changed
b) not process their requests
c) remind them of the prescribed procedure
d) ask them why they did not follow the prescribed procedure
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20. Your attitude toward life in general is influenced by tradition
a) moderately
c) not at all
b) minimally
d) greatly
21. Someone asks you to do a task that you do not usually enjoy doing.
You would most likely
a) ignore the request
b) agree to do the task "as is"
c) say "yes" with the condition that you do the task in a way
more agreeable to you
d) attempt to alter the nature of the task before making your
decision
22. A new program which you developed for your organization is getting
some negative criticism from co-workers. You would most likely
a) be concerned that the program will have to be disrupted while
revisions are made
b) re-evaluate your program
c) decide not to develop any future programs
d) evaluate the criticism
23. You have not received the job promotion that you were expecting.
Your response would be to
a) think about leaving the organization
b) improve your job performance
c) be keenly aware of the possibility of not advancing professionally
d) submit ideas for altering other jobs in the organizaion
24. I work best when
a) given specific directions
b) there are precedents to follow
c) any directions are open ended
d) there are others I can direct
25. Authority should be questioned
a) sometimes
b) usually

c) rarely

d) never

26. You are in charge of planning student activities for the next
school year. Your emphasis would most likely be
a) to plan variations of activities that had been scheduled in the
past
b) to keep activities essentially the same as they were in previous
years
c) to introduce new activities into the school
d) to reinstate some activities that had been discontinued in the
past
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27. In
a)
b)
c)
d)

general, I believe that
there is some solution to every problem
some problems cannot be solved
most problems cannot be solved adequately
the nature of the problem determines its solution potential

28. I strongly believe that students should have some homework on most
school nights. Some teachers in my school assign little or no
homework to their students. My most probable response would be to
a) urge that the merits of homework be discussed at a faculty
meeting
b) discover the motivation for the no-homework practice
c) mention the names of the no-homework givers to the principal
d) decide to give less homework myself
29. I am most comfortable with the word
a) organization
c) stability
b) control
d) change
30. Someone at your school suggests a change in administrative
procedure. Before deciding to support or reject the idea, you
would most probably
a) research the history of the existing procedure
b) determine how the new procedure is related to others in use
c) gather data to show that a new procedure is not really needed
d) research possibilities for the new procedure
31. I enjoy working with those people who
a) respond favorably to my suggestions
b) offer their own suggestions
c) seek my expertise
d) challenge my methods
32. As a member of a task force aiming to improve morale at my place
of work, I would prefer
a) to read case studies of how other organizations solved the
problem
b) to dismiss employees known to have a negative effect on morale
c) to change the work environment
d) to study the effects of low morale on the organization.
33. Some students in your school "bend" the rules. It is in their
best interest to
a) impose the appropriate sanctions
b) talk to them about why the rules exist
c) put them in charge of a student committee to review the
existing rules
d) warn them of the consequences of their actions
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34. I believe that authority functions best if it
a) recognizes its limitations
c) is collaborative
b) has real power
d) is rooted in cultural patterns
35. You are basically happy with your life as it is at present. You
would most probably
a) think about how this situation could be maintained
b) decide that it is time to change certain aspects of your life
c) worry about getting in a rut
d) worry that something might happen to change this situation
36. A superior refuses to follow your suggestions for improving a
trouble spot at work. You would most likely
a) revise your suggestions
b) aggravate the trouble spot to call more attention to it
c) doubt that your superior could ever be influenced
d) question why you even tried to offer suggestions
37. You have won an all expense paid trip for one to Paris but you
cannot find anyone to go with you. You would most probably
a) offer to split your winnings with a prospective companion
b) forfeit your prize and stay home
c) go alone
d) negotiate with the company for a domestic trip so that two
could travel for the price of one
38. Parents who question my approach to education are often regarded
by me as
a) differing in opinion
b) possibly concerned
c) being potential sources of trouble
d) lacking in knowledge and/or understanding of what I am trying
to do
39. You are on a planning committee for your organization. In your
opinion, the most important part of the planning process is
a) restoring the organization to a previous level of prominence or
success
b) projecting present realities into the future
c) anticipating new realities
d) showing that the organization is generally acceptable the way
that it is
40. Rules and regulations function most effectively when they
a) uphold agreed upon criteria
b) include exceptions
c) are standardized
d) are patterned after other effective rules and regulations
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PERSONAL DATA
Please complete the following four (4) items. REMINDER*
anonymity is guaranteed and only group data will be used.
AGE;

2.

_ (21-30)

_ (31-40)

_ (51-60)

_ (60+)

(41-50)

PROFESSIONAL EXPERIENCE:
_ 0-3 academic years beyond student teaching
_ over 3 academic years completed beyond student teaching
DEGREE(S) EARNED AND MAJOR AREA(S) OF STUDY:
Bachelors
Major

4.

Masters

Doctorate

Major

Major

MAJOR FUNCTION(S) IN SCHOOL

%

ESTIMATE OF SCHOOL TIME
DEVOTED TO EACH FUNCTION

_ Administrator**

_

_ Teacher

_

_ Counselor
_ Librarian

_

_Coach

__

_Teacher's Aide

__

_Other (please specify)__

**Meant to include principals, assistant principals, academic and
student deans, curriculum coordinators, instructional supervisors,
and any other such school personnel whose titles might not exactly
correspond to those just listed, but whose major function in the
institution is related to academic leadership, the facilitation of
instructional effectiveness, decision/policymaking, and/or
planning.
PLEASE RETURN TO:
ADRIENNE KANACH
64 GOTHIC STREET
NORTHAMPTON, MA 01060

APPENDIX C
SELECTED GOALS AND OBJECTIVES FOR THE
CONSORTIUM OF HOLY CHILD SCHOOLS
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SELECTED GOALS AND OBJECTIVES FOR THE
CONSORTIUM OF HOLY CHILD SCHOOLS
I.

To provide a program of study that is intellectually challenging
and that fosters academic excellence.
A. The curriculum and methods are designed so that students can
achieve at their ability level.
B. The methods and processes of learning and instruction develop
adaptability, independence, and creativity.
C. The program provides opportunities for growth in critical
thinking, problem-solving, and decision-making.
D. The program encourages the development of skills necessary
for the generation of alternative futures.
E. The program includes the effective use of appropriate
educational technology.
F. The school integrates community resources into its program.
G. The total program is evaluated periodically.
H. There is a program of administration, faculty, and staff
development.
I. There is a program of administration, faculty, and staff
evaluation.

II.

To create a learning climate based on trust and reverence for
the dignity of every person.
A. Students are encouraged to take initiative and are trusted
with responsibility.
B. Students are helped to share their knowledge and gifts with
others.
C. The school affirms in all aspects the value of each person in
the school community.
D. The school fosters cooperation and healthy attitudes of
competition.
E. The school provides opportunities for students to increase
appreciation of cultural differences.

III. To further the integral human development of all who participate
in the life of the school.
A. The program provides for affective development.
B. The program includes the humanities and fine arts.

