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ABSTRACT 

This is a qualitative inquiry into the relationship between 

organizational culture and change. The case study was conducted 

at an innovative elementary school from August 1988 through 

June 1989. The underlying assumption is that the drive to renew 

an organization must begin with the needs and values of 

membership. The reciprocal interchange between the 

organization's culture and change process results in dynamic and 

perhaps unpredicted outcome. 

This look at innovation and culture yielded lessons about the 

internal tensions and forces which emerge during a change 

process. Insights into the relationship between school culture and 

change were drawn from the consideration of the real-life 

perspectives of people. These nine patterns, or themes, which 

came from the qualitative data, are: 

expectation 

power-sharing 

leadership 

shared purpose 

pride 

success and rewards 

trust and caring 

school climate 

change receptivity. 

iv 



This inquiry postulates that a culture's frame of reference has 

three components: expressiveness, receptiveness, and context 

assigning. The holistic interaction between culture and change is 

classified in this study as the process of redefining, reshaping, or 

re-establishing equilibrium. An outgrowth of this inquiry is an 

argument that such powerful and personal issues as change and 

culture open an avenue for consideration of ethical concerns. 
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CHAPTER I 

A GENERAL DESCRIPTION: THE STRUCTURE 

AND ORGANIZATION OF THE INQUIRY 

Before Thought 

A turnrow is at the end of a row in a field. It is next to a 

ditch or a road. A turnrow is more than the amount of space 

needed to turn the tractor and implement around before starting 

back through the field. The turnrow is a place of opportunities to 

monitor and adjust, replenish, change direction, consult, and 

evaluate progress. Precision at the turnrow both saves time and 

enables more ground to be cultivated. 

Turnrow talk is when farmers stop at the ends of the rows 

to discuss problems or find solutions. It is simultaneously task-

focused and informal. Turnrow talk is rich with shared 

experiences and understanding about changing conditions. 

Turnrow talk at Thunderbird Elementary was in-progress 

decision-making. The principal's analogy of "turnrow talk" is 

similar to what Bennis and Nanus (1985) called social architecture. 

This is the intangible, qualitative capacity of a leader to 

understand the culture, shape the way it works, and translate the 

chaos of organizational life into meaning (p. 110). In a culture, 

change accommodation is not just problem solving, it is problem 

finding, and creative problem-making (Leavitt 1986). 
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Rosabeth Moss Kanter (1983) wrote that "innovation refers 

to the process of bringing any new, problem-solving idea into 

use. . . . [It is] the generation, acceptance, and implementation of 

new ideas. . . . [It] involves the capacity to change or adapt" (pp. 

20-21). Examining the culture of an organization and its change 

capacity requires a method for bearing witness to the concepts 

and visions that merge innovative processes with the mainstream 

of life in the organization. The function of this method is neither 

assessment nor research replication. It is rather the search for 

themes and patterns of understanding. 

The Structure of the Inquiry 

This is a naturalistic inquiry. The mechanism for 

investigation is the emergence of questions and contradictions 

rather than stimulus-response measurement. Yvonna S. Lincoln 

and Egon G. Guba (1985) wrote: 

What is salient to us is that, first, no manipulation on 
the part of the inquirer is implied, and second, the 
inquirer imposes a priori units on the outcome. 
Naturalistic investigation is what the naturalistic 
investigator does, and these two tenets are the prime 
directives, (p. 8) 

The philosopher Thomas Merton (1983) reflected that "each 

answer contains a hidden temptation" (p. xviii). In the 

naturalistic inquiry the temptation is to try to mold answers to fit 



the culture or the values of the inquirer. The need, therefore, is 

for reflection and self-examination to be an open part of the 

process. An inquiry cannot be value-free and this study is no 

exception. As an interpretation of reality, an inquiry is impacted 

by the beliefs and opinions of the storyteller. Lincoln and Guba 

(1985) explained that: 

the naturalistic paradigm asserts that inquiry is value-
bound, specifically, that it is influenced by the values 
of the inquirer, by axioms or assumptions underlying 
both the substantive theory and the methodological 
paradigm that undergird the inquiry, and by the 
values that characterize the context in which the 
inquiry is carried out. (p. 161) 

The basis of the inquiry was a year-in-the-life study of 

Thunderbird (K-4) Elementary School, Plainview, Texas. This 

inquiry was not only a case study, but also a contemplative 

attempt to look at a campus culture as an elan vital, or life force. 

Thus, this was more than the study of a typical year because it 

was a year when forces caused extraordinary changes in a school's 

organization. 

To be alive is also to experience change or innovation. 

Cultural themes or notions about change are examined in concert 

with ideas developed in the literature. This literary structure 

pivots around the studies on organizational behavior, change and 

cul ture . 



Organization of the Inquiry 

This inquiry has four components, each of which provides 

both description and direction. The first three integrated 

elements are the literature, the case study, and a discussion of the 

recursive relationship between organizational culture and change. 

The fourth element, school change and culture from an ethical 

perspective, is a separate and final discussion. 

The literature, though a critical component of the discussions 

on change and culture, is separate from the case study in order to 

dedicate the themes to the insights and reflections of the 

respondents. The selection of literature is from the following 

topics: change and school effectiveness; school culture as a 

dimension of organizational behavior; and corporate reform, 

management, leadership, and organizational excellence studies. 

The ecological case study of Thunderbird Elementary 

provides the on-going, personalized, and rich description of one 

school's culture change accommodation. The case study provides a 

glimpse of the matrix of relationships between the culture and 

change. As in any matrix, intersections occur. It is the 

intersections between culture and change that provide a focal 

point for meaning. 

The third component seeks to provide clarity to emerging 

themes through the examination of the personal concerns and 

insights into the change process. The personal outlooks of 



individuals within the culture of Thunderbird Elementary School 

become the basis for generalizations about change and culture. 

The fourth component is the most unapologetically and 

openly value-driven aspect of this study. This element is an 

outgrowth of the case study and the subsequent development of 

the themes. The focus for this examined life look at school 

organizations is the ethical context of change and organizational 

culture. This contemplative dimension of the inquiry is a 

compendium of a collective thought and experiences with its 

genesis in the Thunderbird case study and leading to the campus 

of the University of Notre Dame. The driving force for the fourth 

component is the issue of what is fundamental. As the Chinese 

philosopher/strategist of the 3rd century B. C , Sun Tzu, wrote: 

When calculating the Fundamentals, 
Examine each one carefully. 

Tell me: 
Which view possesses the Tao? 
Which Leader possesses competence? 
Which can affect Nature and the Situation? 
Which Art inspired a following? 
Which Strategy has numerous strengths? 
Which corps is highly trained? 
Which has enlightened rewards and penalties? 
It is through these that I know triumph or defeat. 

(Wing, 1988, p. 23) 



Key Concepts 

This inquiry into the dynamic relationship between change 

and culture is laden with conceptual assumptions. The elaboration 

and articulation of these key concepts provide a common 

vocabulary as well as shared notions concerning the development 

of classifications and constructs. 

The key concepts for this inquiry are as follows: 

Culture 

The culture of a school is the basic fabric of values and 

behaviors which are developed over time by the people who live 

and work in the organization. Culture is highly complex and 

resilient. It is passed down or transmitted to new members, 

providing a cohesive bond both for the individual and for the 

group. "The culture is the way we do business around here; who 

you are and what you stand for; [and] the assumptions about the 

organization" (Patterson, Purkey, and Parker, 1986, p. 46). 

Culture is a stable and long term embracing of the beliefs, 

norms, and traditions of an organization. It is the common frame-

of-reference of the membership coupled with the daily behavior 

of individuals. The affect of culture is self-reinforcing and 

consistently pervasive. Cultural influence is powerfully exerted 

both in the direct operation and activities of organization as well 

as in the more illusive, subtle undercurrent of organizational life. 



Cultural Perspective 

Organizations can be seen as essentially political, social, 

economic, or cultural systems. The perspective chosen affects the 

way meaning is assigned to events, experiences, and behaviors. 

Each perspective emphasizes different aspects of the organization. 

Rossman, Corbett, and Firestone (1988) wrote that a cultural 

perspective "stresses the importance of shared norms, beliefs, and 

values among practicers and the symbolic meanings they attach to 

efforts toward change--a tacit, murky, and subjective side of 

social behavior" (p. 2). 

Ethos 

A school, both as an institution and as a social system, has 

its own ambience. Ethos is a "somewhat elusive term. . . . [which] 

refers to the tone of the school, the 'feel' one gets from being in it" 

(Rossman et al., 1988, pp. 7-8). 

Climate 

Like "ethos," climate, as used by Rutter et al. (1979), refers 

to a shared view of what school is about and how people should 

behave to insure that this view materializes and is maintained. 

Climate is a measure of whether peoples' expectations are being 

met regarding what it should be like to work in the school district 

(campus). Climate. . . becomes the fit between prevailing culture 

and individual values of employees. Whereas climate is often 
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transitory and a short-term phenomenon, culture is more stable 

and long term (Patterson et al., 1986, pp. 48-49). 

Stakeholders 

The primary stakeholders in the campus culture at 

Thunderbird are members of the staff and student body. 

Secondary stakeholders are the parents and the school district. 

In their description of the environments of organizations 

Bennis and Nanus (1985) referred to a concept which they term 

"organizational positioning." This notion implies a "process by 

which an organization designs, establishes, and sustains a viable 

niche in its external environment" (p. 156). In school 

organizations the niche to be filled is the need of students to be 

appropriately educated and the need of staff to provide the 

conditions which enable learning to occur. The students, according 

to Bennis' and Nanus' model, would be the consumers and the 

staff the suppliers. Students are simultaneously, therefore, the 

beneficiaries and the participants (Butler, 1989). 

The organization is positioned to respond in a manner which 

both sustains and fits the niche. The suppliers (educators) and the 

consumers (students) hold a stake in the ability of the 

organization to encourage function and growth within the 

environment. 

Parents and the school district hold a secondary stake in the 

organizational environment. Parents are in a sense both 



consumers and a part of the environmental interface to the 

community. The parents, as consumers, have a stake in the 

quality of education received by their children. The school district 

has a stake in not only the efficiency and effectiveness of the 

delivery of services; but, also in the fit between what students 

learn and the greater socio-political environment of the 

community. The district, as a supra-organization, also has its 

niche to fill. 

Organization 

An organization is essentially people gathered together for 

the purpose of accomplishing a common goal. A purposeful 

collection of people also implies the exchange of creative energy. 

"Joanne Martin of Stanford thinks of organizations as 'systems 

composed of ideas, the meaning of which must be managed' " 

(Peters and Waterman, 1982, p. 104). 

Warren Bennis and Burt Nanus (1985) described 

organizations in such richly evocative terms as: attention 

through vision, common purpose, complexity of 

environment, integrity, learning, innovative, open, meaning 

through communication, social architecture, rewards, trust 

through positioning and values. 
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Microchange/Macrochange 

Microchanges are according to Kanter (1983) the "quiet . . . 

innovation . . . [the] small improvements, subtle readjustments . . . 

[that] gradually move or improve" (p. 211). Microchanges are 

usually the result of a decision made at the individual or at the 

group level. These small course corrections usually do not trigger 

major defense mechanisms because they fit within the acceptable 

boundaries of the culture's sphere of influence. 

Macrochanges are major changes which result in the "overall 

shift . . . direction to better meet current challenges" (Kanter, 

1983, p. 290). Macrochanges may be triggered by a threat, a 

crises, or a compelling motivation. Frequently macrochange 

significantly redirects the use of time, people, and resources. The 

fundamental shift caused by a macrochange is more often than 

not the result of a strategic decision. Rosabeth Moss Kanter 

(1983) linked the term "macrochange" to the accumulation of 

successful experiences from small innovations or a large 

frambreaking inspiration that emerges from a single, profound 

innovation. Whether resulting from a crises reaction or from 

innovation, a macrochange confronts the existing culture's system 

of defining the status quo. 

Ethics 

Ethics is a basic construct or framework for value-based 

judgements, ethics constitutes "philosophical inquiry into the 
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nature and grounds of morality . . . . [the] systematic and thorough 

endeavor to understand moral concepts and to justify moral 

norms . . . [in order to] construct a moral order that can stand up 

to the critical scrutiny of reflective persons" (Taylor, 1975, pp. 1-

11). Ethics is not only a consideration when an individual or an 

organization is under public scrutiny, ethics can also be observed 

in the depth of integrity when no one is looking. 

Rational/Non-Rational Systems 

Rational systems follow a bureaucratic model for the 

explanation of organizational behavior. The basic system relies on 

logic, reason and utility for the establishment of organizational 

goals, structures, activities and outcomes. 

Non-rational systems is a view of organizational reality that 

invests energy into devising realistic solutions which serve a 

variety of legitimate goals directed toward the accomplishment of 

an overall mission (Patterson et al., 1986). 

The Study: An Overview 

The description of the relationship between school culture 

and change begins with the literature, but the spotlight is on the 

experiences and points of view of people in one organization. 

Insights, examples, and illustrations are not drawn from artificial 

or fictionalized accounts. They are the genuine expressions of the 
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feelings and thoughts shared by people functioning in an actual 

school setting. 

Chapter 2 is a general discussion of change in school 

cultures. Naturalistic inquiry, as a method for uncovering the 

connections between school culture and change, will be explained 

as the research design of choice. Chapter 2 also contains a 

rationale for the study of the change/culture relationship. 

Chapter 3 examines change in the context of culture. This 

chapter first looks at the change process and then discusses the 

potential reaction or responses of culture to the variety of change 

initiatives. Chapter 3 considers the change receptivity as a force 

for the reshaping of culture and the encouragement of 

ent repreneur ia l i sm. 

Chapter 4 focuses on the setting and demographic 

background for the case study site, Thunderbird Elementary 

School. The historical evolution and political environment of the 

school will also be outlined. 

Chapter 5, leading up to the case study, is a specific 

discussion of innovation (see Appendix A for a detailed 

explanation of one of the innovative projects, BENCHMARKS). 

Beginning with a brief summary of school reform in Texas, this 

component of the study explains events forecasting the motivation 

for individual schools to look for alternatives. The linkages 

between policy and practice are also explored in this chapter. 
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Chapter 5 ends with a description of the specific change initiatives 

implemented at Thunderbird in 1988-89. 

Chapter 6, using the data from the case study at 

Thunderbird Elementary School, articulates nine themes which 

illustrate the interaction between school culture and change. 

Patterns in the relationship between culture and change are 

thematically presented through the experiences and responses of 

people who live and work at Thunderbird. 

Chapter 7 is entitled "Connections and Implications." The 

focal point for the discussion of connections is the recursive 

influence of change and school culture. Implications, drawn from 

the Thunderbird experience, are presented in Chapter 7 in the 

form of general statements highlighting critical issues concerning 

change and school culture. The discussion foci of these general 

statements are holistics and congruence. 

Chapter 8 is a postscript to the Thunderbird case study. As 

an outgrowth of the case study experience and the patterns which 

emerged, the inquirer began to see ethics as an overriding issue. 

Chapter 8 reflects on change and culture from an ethical 

perspective. Using primarily the insights of staff members 

interviewed at the University of Notre Dame, cultural change is 

considered holistically from a view of ethics. 

The procedures used by the inquirer for gathering and 

interpreting the case study data are detailed in Appendix B. 
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Appendix B specifically outlines the methods used for the 

qualitative research, the site selection, data collection, and data 

analysis for this study. 



CHAPTER II 

TOUCHSTOISIES FOR LOOKING AT 

CULTURE AND CHANGE 

Educational Change and School Effectiveness 

Change is not a nice clean, clear-cut substance which 

conveniently has weight and takes up space. It is illusive and 

individual. Shirley Hord, William Rutherford, Leslie Huling-

Austin, and Gene Hall (1987) concluded that change is a "highly 

personal experience" characterized by individual assimilation 

rates (p. 6). 

Change has considerable psychological impact on the 
human mind. To the fearful it is threatening because 
it means that things may get worse. To the hopeful it 
is encouraging because things may get better. To the 
confident it is inspiring because the challenge exists to 
make things better. Obviously, then, one's character 
and frame of mind determine how readily he brings 
about change and how he reacts to change that is 
imposed on him. (Whitney, 1967) 

In a broader sense the nature of change is linked to the 

interaction between the initiative and the values, beliefs, reality 

perceptions, and common practices of the people who make up the 

organization. The organization's ethos provides a normative 

schemata whereby school improvement initiatives are evaluated. 

The congruence of the change and the culture determine whether 

the innovation will be cast off entirely, modified, or assimilated. 

15 
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Cultural precepts about fundamental form as well as functional 

flexibility are critical to the level of acceptability improvement 

initiative. The dynamic interaction between the change and the 

culture alters the nature of both. Bennis and Nanus (1985) 

referred to this transformation as the "POWER, the basic energy to 

initiate and sustain action translating intention into reality" 

(p. 15). It is the commitment and work of people working in 

school organizations that provide the fuel which enables 

innovations not just to get off the ground, but to sustain 

momentum over time. Rosabeth Moss Kanter (1983) wrote that 

"individuals can help [organizations] stay ahead of a changing 

environment by moving organizations beyond what they already 

know, into the more uncertain realm of innovation." Kanter went 

on to write that it is the culture or the "environment that 

stimulate[s] people to act and give[s] them the power to do so" 

(p. 18). Anne Tyler (1985) also reflected on sustained momentum 

when she wrote that "it wasn't the height; it was the distance" (p. 

153). 

Educational reform as well as the school effectiveness 

movement have characteristics that imbue both height and 

distance. School improvement which strategically reshapes or 

renews the culture is founded on the argument that it is the 

distance, or the staying power, that is the salient issue for lasting 

change at the campus level. "Height," by contrast, implies quick 

fixes or random adaptations of popular solutions. 
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Arthur Levine (1980) defined the notion of distance as "both 

profitability and compatibility" (p. 191). "Profitability" in a public 

school setting could be translated as student achievement. The 

distance or efficacy of a successful innovation emerges from the 

fit or the compatibility of the change process, as well as the 

intended and actual outcomes, with the school culture. "A prime 

reason for understanding the connection between culture and the 

process of education change," wrote Alan Peshkin (1988), "is our 

interest in enhancing the effectiveness of schools" (p. xii). 

What ultimately differentiates height and distance is the 

reaction of teachers to the innovation. 

The acceptance of improvement projects at the 
building level and the 'effectiveness' of that school 
depend in profound ways on the existing school 
culture. The introduction of planned change 
challenges the status quo and instigates staff 
members to compare the current culture content with 
that embedded in the new activity. (Rossman, 
Corbett, and Firestone, 1988, p. 2) 

The perspective change inquiry, therefore, should not be affixed 

to a specific program or event and whether or not it succeeded; 

but, rather to the contextual milieu for the change process. In 

other words, the focus should be on the relationship between 

change and school culture. 

Public school reform in America has a long history that 

stretches from "the Olde Deluder Satan Laws of 1647 through the 
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Hawkins-Stafford Improvement Amendments of 1988" to the yet 

unknown legislative mandates of the 1990's (Orlich, 1989, 

p. 512-3). Studies conducted by advocates of effective schools, 

such as Ronald Edmonds (1979), as well as Rutter et al. (1979) 

began looking at what makes some schools successful and others 

less than effective. An emerging notion, which paralleled similar 

reviews of effectiveness in the business environment (Peters and 

Waterman, 1982; Deal and Kennedy, 1982; Peters and Austin, 

1985; and others), became a sense that the dividing line between 

excellence and mediocrity is the ethos or "feel" of the organization. 

Given that school reforms fundamentally are attempts to 

confront the status quo and that too often "reforms have been 

contradictory in nature, poorly implemented, and eventually 

abandoned," it is time to think about what is already known 

before launching some new improvement agenda (Orlich, 1989, 

p. 513-7). Rossman et al. (1988) argued that the change 

perspective should be one of "figure and ground" (p. 7). By this 

they are saying that the cultural context of innovation should be 

seen from a bi-focal perspective considering short-term impacts 

as well as long-term implications. Hord, Rutherford, Huling-

Austin, and Hall (1987) concluded that "the real meaning of any 

change lies in its human inquiry" or a "client-centered" focus (p. 

7). In this description of change in a school culture the term 

stakeholders, rather than "client-centered," is preferred because 

the term client implies benefit from a service. A developmental-
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change process outlook begins at home as "each local school 

district systematically study[ies] its own cultures" before 

implementing thoughtfully planned change (Orlich, 1989, p. 517). 

To tell a story of school improvement is to tell a story of the 

nature of change and how people in an organization accept, 

accommodate, refine, redefine, or resist innovation. Deal and 

Kennedy (1982) wrote that "change always threatens a culture" 

(p. 157). This story, therefore, is a vignette-filled account that has 

a cultural focus more of "ground" than "figure," more of "distance" 

than "height." 

Naturalistic Inquiry: Process Orientation 

There has been much empirical research, with a heavy 

emphasis on the quantitative, about how people in organizations 

respond to various conditions which characterize the efficiency or 

effectiveness of the organizational superstructure. Current trends 

support the idea that organizational behavior is a vastly complex 

phenomenon which surpasses the capability of quantitative 

research to explain in isolation. Hoy and Miskel (1982) discussed 

organizational behavior as the integration of social relations and 

structure with a recognition of both formal and informal 

organizations within the culture. 

[Organizational behavior is a dimension of culture 
expressed in] . . , the daily behavior of employees of 
the school district. This component of culture is more 
situational and subject to change due to 
circumstances of the moment . . . For example, subtle 
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clues about behavior are found in the way people are 
addressed, how much emotion is permitted, who 
speaks out at meetings, and the acceptability of 
playfulness as part of organizational life. In short, 
daily behavior of staff members reflects the way the 
school district (campus) does business on a 
continuing basis. (Patterson, Purkey, and Parker, 
1986, p. 48) 

With the recognition that life in organizations is inherently 

complex, investigators are turning to more sensitively descriptive 

avenues. Peters and Waterman (1982) convincingly asserted that 

while they are not "against quantitative analysis per se," they are 

opposed to its misapplication. 

What we are against is wrong-headed analysis, 
analysis that is too complex to be useful and too 
unwieldy to be flexible, analysis that strives to be 
precise (especially at the wrong time) about the 
inherently unknowable . . . the 'paralysis through 
analysis' syndrome, (p. 30-31) 

Naturalistic inquiry provides such a framework for describing the 

multiple realities present in a human enterprise as it encounters 

change. 

Twenty years ago Anthony Athos and Robert Coffey (1968) 

reflected on the need to develop a framework to capture the rich 

texture and depth of sociobehavioral attributes when they wrote: 

What we cannot understand by intellectual processes, 
we must sense by intuitive ones. Accepting the fact 
that better understanding of behavior in organizations 
requires both conceptual and intuitive processes is 
important, (p. 1) 
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The integration of concept and intuition implies a synergistic 

relationship between idea and insight. Naturalistic inquiry, as a 

case study approach, enables this collaboration to become a basis 

for deductive analysis. 

Elliot Eisner (1985) observed that it is a conceptual mistake 

to use the term qualitative evaluation in opposition to 

quantitative evaluation: 

The major distinction we seek is not between 
qualitative and non-qualitative forms of research 
since all empirical research must of necessity pay 
attention to qualities, but between what is studied in 
a scientific mode and what is studied artistically . . . 
The major distinction to be made in the conduct of 
research is not located in the phenomenon of study 
but in the mode in which that study occurs, (p. 189) 

Naturalistic inquiry is a method for qualitative analysis 

through a new paradigm that "takes a deeper look" (Lincoln and 

Guba, 1985, p. 30). Considering the caveat that there is no single 

paradigm, no one best way to describe or interpret organizational 

dimensions (Patterson, Purkey, and Parker, 1986), the 

investigator still must make decisions about the most appropriate 

mode of inquiry. Heron (1981) noted that the empirical mode of 

research is product oriented, resulting from the development of 

an interdependent relationship between propositional knowledge, 

practical knowledge, and experiential knowledge. The extended 
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epistemological approach of the naturalistic inquiry is, therefore, 

contextual or process oriented (Lincoln and Guba, 1985). 

The multidimensional characteristic of reality reveals 

chameleon-like qualities (Lincoln and Guba, 1985) which pervade 

the everyday consciousness of life in an organization. In order to 

capture the moment of these "complicated chunks of reality" 

(Argyris, 1965, p. ix) the naturalistic investigator aspires to 

examine the "slices of life" (Kanter and Stein, 1979) of an 

organization. Organizational behavior is not a predictable set of 

action/reaction events; it is richly human. Arthur Combs (1988) 

wrote that: "unfortunately, people don't always behave according 

to logic; they have a maddening habit of making up their own 

minds about events and acting in terms of how things seem from 

their points of view" (p. 39). 

This study records these points of view. "People's 

experiences are shaped by where they happen to be in the system 

at that moment and where the system happens to be (Kanter and 

Stein, 1979, p. xiii). The naturalistic paradigm is capable of 

responding to events, experiences, and the illusive perspective of 

the frame of reference of multiple stakeholders. 

Naturalistic inquiry, as adaptive or flexible design, takes 

theory off of the table and breathes life into it through the 

account of people and their experiences. This accommodating 

Weltanschauung, or world view, makes the naturalistic paradigm 

an ideal framework for the study of an organization as it responds 
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to innovation and change. This humanistic model allows for a 

reflective sensitivity to the nuances of what Rosabeth Moss Kanter 

(1983) referred to as the "microchanges" than can eventually 

become "macrochanges" (p. 18). That is to say incremental, small 

step changes can emerge as major strategies. 

This study is an examination of the people and the culture 

that make up an elementary school as it experienced change 

during the course of one year. Thunderbird Elementary became 

contextually what Sirotnik and Clark (1988) referred to as both 

the object of and arena for educational improvement and change. 

The reactions of the culture of this school to change describes the 

central role of both the individuals and the organization as 

decision-making and renewal initiated the restructuring and 

rethinking of the status quo (Michaels, 1988; Sirotnik and Clark, 

1988). 

Research Focus 

This inquiry will explore the themes and patterns that make 

up the normative system of a single elementary school. The 

assumptions of the study are as follows: 

• A school's culture, through shared values and 

expectations, dominates the ability of the school and the 

individuals who make up that organization to become 

enabled participants in innovation initiatives. 

• Strong cultures have strong beliefs. 



24 

• A school's culture is not uniform. This is to say that there 

are variations in the intensity to which shared vision and 

values are understood and reinforced. 

• Meaningful, transforming change takes not only time but 

sensitivity to the culture of the organization. 

• Change causes concerns and insecurity. Aversion to 

change varies individually according to type of status quo 

values being reshaped. 

• A significant reshaping of a school's culture must begin 

with small, individual initiates by in-house 

entrepreneurs. New strategies, in order to gain long-term 

sustaining power, must have visible success that is 

clearly articulated, shared, and discussed in both the 

formal and informal cultures. 

Much of the school improvement initiatives of the past have 

added to the confusion and chaos. They have added clutter as 

much as they have added experience. Lawrence Lezotte (1989) 

has advocated getting rid of some of the junk to clear the path for 

the meaningful. This is a difficult task. It is rather like cleaning 

out an attic filled with bits and pieces; it is hard to have the 

foresight and the patience to sort out the treasures from the 

trivia. People cope with the confusion by seeking a sense of 

control in the comfortable, even at the cost of missing the 

wonderful. Perhaps this is why powerful and relevant research is 

very slow to emerge consistently in actual practice. Donald Orlich 
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(1989) gave a cultural explanation for this reaction, or inertia, 

when he wrote that: 

many educational practices stem from a long, rich and 
intuitive oral tradition that strongly influences every 
beginning teacher. Experienced teachers repeatedly 
warn neophytes against using "all that theory you 
learned at the university." (p. 516) 

To observe change-response as a cultural phenomenon is 

also to observe the discourse between theory and practice. People 

need the opportunity to try on change within a relevant cultural 

context. Voltaire (1759) wrote in Candide of this need to seek 

connections: 

"Let's work without theorizing," said Martin; "it's the 
only way to make life bearable."... 

(Panglos to Candide) "All events are interconnected 
in the best of all possible worlds..." 

"Well said," replied Candide, "but we must cultivate 
our garden." (p. 120) 

Who "cultivates the garden?" Effective change in schools, 

reshaping a culture, has parallels to the farmer or gardener. The 

skill of campus leaders, the bottom-line change facilitators, is 

contingent upon their ability to create new ways of increasing 

potential and sharing the vision. Turnrow talk or garden wall talk 

translates ideas into operationalizable terms. In a strong school 

culture the purpose is shared and expectations are clear. When 

these two characteristics are present then the answer to "who 

cultivates the garden" is: everyone to his or her capability. 
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The transforming effect of behavioral change occurs when 

there is common ground between the existing raison d'etre of the 

school and the norms that emerge from the initiative. "Change is 

accomplished by individuals" (Hord et al., 1987, p. 6). The people 

in the organization assist in building connections and continuity 

by providing the culture with new stories and new role-model 

heroes to explain what is occurring around them (Deal and 

Kennedy, 1982, p. 158). These change-facilitators and this 

reshaping process cultivate the culture with new notions about 

what is and what ought to be. 

"Campus entrepreneurs," like the corporate entrepreneurs 

described by Kanter and Stein (1979), are those people in the 

organization who find opportunities to generate, accept, and 

implement innovation (Kanter, 1983). If an organizational value 

system exists which encourages experimentation, then there also 

exists a possibility for innovation spill-over. Microchanges can 

gradually emerge as macrochanges. The process of change itself 

then can become a way for people in the school organization to re

establish and reclaim efficacy. As Peters and Austin (1985) 

wrote: "If it is a messy world, the only way to proceed is by 

constant experimentation: 'Don't just stand there, do something'" 

(p. 116). Arthur Combs (1988) called for an attitude toward 

school innovation that believes "it's all right to make mistakes; 

that not trying is the grievous sin" (p. 40). This is grounded in a 
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sense to the work ethic: if you are not moving or changing you 

are declining. 

"I don't believe you're changed at all, Charles." 
"No, I'm afraid not." 
D'you want to change?" 
It's the only evidence of life." 

(Evelyn Waugh, 1973 Brideshead Revisited, p. 231) 

The focus of this inquiry is to tell a year-in-the-life story of 

one elementary school. The story tells of people that are both 

captured and captivated by change. The "micro" and the "macro," 

the small and the large, emerge from the richly textured points of 

view of the people at Thunderbird. The change facilitators, the 

consequences, and the conditions that cultivate the culture, are 

the touchstones for exploring a case study of change. 



CHAPTER III 

CHANGE IN THE CONTEXT OF CULTURE: 

THEORY AND PROCESS 

The literature is classified in a variety of ways: change, 

innovation, or improvement initiatives. Just as a rose by another 

name would smell as sweet, growth and development of people in 

organizations has lingering attributes. Effective change permeates 

the way organizations, and the people in them, decode and 

comprehend the messages between the lines. "What should be 

done" compared to "What is being done." Lasting change is 

balanced. It is both expressive and reflective, scientific and 

sensitive. 

Algernon: "Did you hear what I was playing. Lane?" 
Lane: "I didn't think it polite to listen, sir." 
Algernon: "I'm sorry for that, for your sake. I don't 
play accurately--but I play with wonderful expression. 
As far as the piano is concerned, sentiment is my forte. 
I keep science for Life." 

(Oscar Wilde, 1895, "The Importance of Being 
Earnest," from The Works of Oscar Wilde 1987, 

p. 321) 

Describing Change 

Organizational behaviorists have made determined efforts to 

at least suggest a quasi-theory of change. Van de Ven and Poole 

(1988) have even attempted to build a theory of change by 
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applying social systems processes. This method requires that 

organizational change theory has the capacity to resolve 

paradoxes. William H. Starbuck (1988) disagreed, writing that: 

Driving all of the paradoxes out of theory would blind 
it to some phenomena and render it useless for 
sensemaking. . . . Scientific rationality says that 
paradoxes cannot exist, even though it creates them; 
then, believing that they cannot exist, it does what it 
must to render them false. Overprecision is a 
powerful tool for creating fallacies, (pp. 66 and 71) 

Chris Argyris (1988) observed that there is a need to 

address the issue of paradoxes when crafting theories sensitive to 

the contradictions embedded in human action. "There are science-

building and practice-building reasons for crafting theories that 

deal with paradoxes" (p. 273). 

Organizational life is channelled by people's compelling 

drive to avoid embarrassment and grasp at some pretense. 

Organizational cultures send out normative messages which may 

be interpreted as reciprocal game playing or the defensive cover-

up reflex. Resolution of this paradox cannot be derived from 

rational solutions; rather behavioral gamesmanship, within 

organizations, must be redefined, and relationships be reframed 

(Mirvis, 1988). Argyris' (1988) notion was that change theory 

must, therefore, have an alert system for defensive posturings. 

He called this heightened sensitivity "dealing with the bypass 

phenomenon" (p. 263). 
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Given the nature of organizational culture, change may not 

be reducible to a consistent set of assumptions. Hoy and Miskel 

(1982) defined theory, in this context, as "a set of interrelated 

concepts, assumptions, and generalizations that systematically 

describes and explains regularities in behavior in educational 

organizations" (p. 20). There is an underlying message that if the 

change process could be explained by theory, it could be 

systematized and engineered. Theory of change is not what is 

necessarily obtainable or important. It is the allusive process of 

change within a school culture that emerges as salient. "That 

reality stubbornly refuses to conform to our theories and 

categories of thought is what has caused so much grief" (Sarason, 

1971, p. 21). The very notion that there could be a single theory 

of change is, in and of itself, a paradox. 

Culture and Change 

The most stable and ingrained force for any social system is 

its culture. Deal and Kennedy (1982) characterized culture as the 

brake or the barrier to change. 

In time, we came to recognize that culture is the 
barrier to change. The stronger the culture, the harder 
it is to change. Culture causes organizational inertia; 
it's the brake that resists change because this is 
precisely what culture should do---protect the 
organization from willy-nilly responses to fads and 
short term fluctuations, (p. 159) 
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The reaction of the culture to change is not a negative 

characteristic. The intensity of the cultural response depends 

upon the type of change process that approaches the 

organization's culture. "Three cultural change processes are 

relevant for a study of school culture and change: evolutionary 

processes, additive processes, and transformative processes" 

(Rossman et al., 1988, pp. 13-14). 

Evolution is a very gradual change process. It is not radical 

or dramatic. Evolutionary change is the trickle in of new values. 

This unplanned and imperceptible shift cannot be proactive. 

"Some groups quickly accept" the new beliefs, while "others are 

slower" (Rossman et al., 1988, pp. 14-15). Evolutionary change 

can have a downside if it is eroding to the stability of the culture 

within the larger context, or ecological system. "Changing 

circumstances can push even a strong culture into poor alignment 

with its environment" (Deal and Kennedy, 1982, p. 159). 

Additive changes are sudden. Their impact can forcibly 

shake the organization's value structure as a new norm is 

propelled into the culture. This type of change can be directed 

toward the quick fix but have lasting implicatons. "Often, 

however, the champions of such changes do not intend to instigate 

cultural change and may not have thought through the cultural 

implications of their actions" (Rossman et al., 1988, p. 14). 

Appended changes, that cause great emotional upheaval, can also 

have the affect of distracting people from the central issues. Even 
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the act of reflecting on the unsettling intensity of rapid change can 

cause preoccupation with personal concerns. 

Manuel London (1988) described additive change as a 

drastic and major event. He defined a change that profoundly 

shakes and forcibly reshapes an organization's culture as "frame-

breaking" change. Using the divestiture of the Bell System from 

AT&T as his model of additive, or framebreaking change, London 

developed an implementation guideline for the effective 

management of dramatic change. In order to take "advantage of 

synergy and exhilaration" (p. 106), frame-breaking change should 

be swiftly implemented. Decisive action also helps prevent the 

development of pockets of resistance. London listed five elements 

for successful frame-breaking change: reforming and redefining 

the mission; restructuring power structures to increase 

responsiveness; reorganizing and redesigning systems and 

procedures; revising interaction patterns to facilitate 

communication; and, revealing new potential leaders. 

Transforming change reshapes a culture. "The business of 

change is cultural transformation. The question is how to do it in 

the most effective way possible" (Deal and Kennedy, 1982, p. 164). 

Change: Reshaping a Culture 

Change that transforms a culture does not just happen. 

Vision, deliberation, determination, leadership, and participation 
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provide the energy to do what Robert and Weiss (1988) referred 

to as "mining change for the ore of opportunities" (p. 31). 

Cultures have to be receptive to transforming change. 

Reshaping a culture is not a detached or an easy process. 

"Changing the culture of an organization is a difficult, time-

consuming, often gut-wrenching process. . . . But change can be 

accomplished if a sufficient level of commitment is applied to the 

process for a long enough time" (Deal and Kennedy, 1982, pp. 16-

170). 

Noel Tichy (1983) developed a schema that provided a 

strategy for cultural change through two types of alignment. 

Tichy's view was that the initial alignment should be with the 

technical and political systems of the organization. The second 

phase for critical alignment is within the organization's culture. 

Like Deal and Kennedy (1982), Peters and Waterman (1982), 

Peters and Austin (1985), and Rossman et al. (1988), Tichy (1983) 

was aware of "the content or message of [cultural] concerns with 

the core values" of the organization (p. 266). There are two 

transmission vehicles for the culture. They are: 

1. The people's interactions—reflected in the symbolic 

component of the organization and expressed in jargon, 

stories, symbols, rituals, myths, mottos or slogans, and 

the role of heroes as models. 

2. The organizational system reflects and expresses the 

culture through management planning processes. 
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information systems and access, and human resource or 

support systems. 

When we talk about alignment of the cultural system, 
we are inevitably talking about the value system of 
people. Thus, in order to accomplish . . . [transforming] 
change . . . it is necessary to think about changing 
people's values. (Tichy, 1983, p. 264) 

Change which attempts to alter values must have a benefit for 

those involved in the change process. Much of the literature 

discusses how leaders can provide incentives that not only 

encourage ownership of changes; but, also stimulate and reward 

innovativeness over compliance (Drucker, 1982, and Leavitt, 

1986). The real power to get things done comes from the process 

of awarding power. Empowered people within an organization 

have both the incentive and motivation to knowingly contribute to 

the process of cultural reshaping (Patterson et al., 1986, p. 69). 

Rosabeth Moss Kanter (1983) termed this enablement as 

"incentives for reaching" (p. 142). 

Look for New Ways 

Change requires what Robert and Weiss (1988) referred to 

as prudent risk taking. Implementors can become change agents 

or pathfinders when values and expectations are clearly 

articulated by and through the organization. Pathfinding, or 

"against the grain" innovating, is looking in unlikely places for 

change opportunities (Kanter, 1983, and Leavitt, 1986). When the 
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people in an organization are helped to articulate and cognitively 

interact with the new methods of approaches which are used 

tentatively or unconsciously, the implementors are eventually 

able to increase both the frequency, intentionality and the quality 

of the innovative processes (Purkey and Novak, 1984). 

Joyce, Murphy, Showers and Murphy (1989) emphasized the 

contribution of person-to-person exchange not only in reinforcing 

the planned changes; but, more importantly, in building faculty 

cohesiveness and reducing isolation. . . . "that it is the bond of 

shared understandings and common language that sustains 

innovations and reduces the stress of change" (p. 71). Simply 

stated, change requires attention to culture. 

Going beyond excellence into the realm of greatness requires 

changes which add to the clarity of the culture, not magnify the 

mist. Clarity comes from vision—vision from values. "Pathfinding 

cultures value creativity, innovativeness, and determination in 

their members more than they value discipline or teamwork. 

Pathfinding cultures are flexible. They change rapidly" (Leavitt, 

1986, p. 201). 



CHAPTER IV 

THE SITE 

A school's culture evolves as a composite of norms, 
beliefs and values drawn from both the larger society 
and the local setting. (Rossman, Corbett, and Firestone, 
1988, p. 25) 

The Area 

The case study site, Thunderbird Elementary, is in 

Plainview, Texas. The city of Plainview is the county seat of Hale 

County. This part of Texas is locally referred to as West Texas. 

Recently a principal from the Texas coast firmly announced to 

colleagues from across the state, that this area is technically 

Northwest Texas. His argument was that West Texas is south of 

Lubbock to the Midland-Odessa area through the Trans-Pecos to 

the Mountains and Basins region. The Texas Almanac (1986-87) 

agrees with this observation. Regardless, however, of geographic 

fact, most residents of Hale County proudly call themselves "West 

Texans." 

"West Texas" is as much an attitude as a location. It is the 

spirit of hardy pioneers that settled in one of the last areas in 

Texas to yield to civilization and cultivation. 

Hale County was established in 1887. The city of Plainview 

was founded in 1888. Early settlers were attracted to the area by 

the fertile, affordable land. Original pioneers either bought 
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railroad land for 250 per acre or homesteaded strip land. The 

"real settlement of [the] area came, not only with the towns that 

sprang up, but also with the farmers who tilled the soil they 

owned themselves" (Wofford, 1978, p. 21-23). 

The determination of the early farmers enabled the 

steadfast to continue through drouth, grasshopper plagues, and 

the lack of flexibility in Texas land classification laws. By 1890 

counties were able to sell newly reclassified railroad and school 

lands for one dollar per acre. "This brought a flood of immigrants 

to Hale County in a short time and soon all the school lands were 

gone" (Wofford, 1978, p. 21). 

Technology was the major catalyst for development in the 

Plainview area. The introduction of the railroad in 1907 and large 

scale underground water irrigation in 1911 caused a significant 

increase in population. 

Less then twenty years after its founding, Plainview had 

two colleges: Central Plains College and Conservatory of Music 

(later Seth Ward College), and Wayland Baptist College. Both 

institutes of higher learning began circa 1906, though Seth Ward 

closed after burning to the ground in 1916. Because of the 

community's prosperity and commitment to education, Plainview 

was approached as a potential site for a new state supported 

college, to be known as Texas Technological College. The city 

fathers of Plainview, probably feeling like they were already on 

the cutting edge of education in the South Plains, declined the 
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offer for Texas Tech and deferred to a smaller community 49 

miles to the south, Lubbock (Wofford, 1978). 

Qualities of determination, independence, and steadfastness 

characterized as a "can do" attitude have continued to remain 

alive in Plainview (Everhart, 1989). The Plainview area is a part 

of "one of the leading farm-producing counties" (Texas Almanac. 

1986-87, p. 292) in Texas with over 600,000 acres under 

cultivation. With a population of 25,000, the Plainview area has 

developed a diversified economic base for its citizens. The 

Chamber of Commerce and Industrial Foundation have worked to 

sell Plainview and have effectively competed with Lubbock and 

Amarillo for new industry. In the past five years Plainview has 

moved beyond agri-business and meat packing toward new 

economic potentials. Plainview is the site of a major distribution 

center for Walmart and in the spring of 1989 broke ground with a 

Mexican firm for a commeal processing plant. "Plainview is a 

growing, prosperous community that is constantly searching for 

new methods and avenues that will allow our community to 

continue to broaden its tax base" (Everhart quoting Jim Ferrell, 

1988, p. 31). 

The School District 

When writing his 1913 Report of Hale County Rural Schools. 

County Superintendent of Schools W. B. Lewis noted that 

Plainview schools, all four of them, were an independent system 
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with a city superintendent of schools. Lewis wrote: "Very few, if 

any, towns in Texas the size of Plainview can boast of better 

public schools. This school [system] has recently been recognized 

as an accredited school" (Wofford, 1978, p. 620). 

Plainview Independent School District is the third largest 

school district in the Panhandle-South Plains. The district 

encompasses 392 square miles and serves 6000 students. As a 

major employer in Plainview, the district has 720 employees, 383 

of which are certified personnel. 

Plainview I.S.D. is considered a low or poor wealth school 

district based upon taxable property. The district is classified by 

the Texas Education Agency (TEA) as a lower quartile school 

system based upon property wealth. Operating a 20-million 

dollar budget, the local tax rate, in 1988-1989, was .76 per 100 

dollars of assessed value (Hogge, Office of School Information, 

1987-89) . 

Plainview's Board of Trustees are elected from five single 

member districts with two members elected at large. The five 

districts are basically designed to match the attendance zones of 

the six (K-4) elementary campuses. Each (K-4) campus serves as a 

focal point to its surrounding neighborhood. 

The Thunderbird Community History 

The neighborhood around Thunderbird Elementary is made 

up of two housing additions; Thunderbird and Evergreen. These 
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areas of Plainview gradually came into being from 1960 until a 

general slowdown of new housing started in the 1970's. 

Interviews with nine people were conducted by the 

inquirer. The purpose of this phase of data collection was to build 

a perspective on the background and make-up of the Thunderbird 

neighborhood and school. Interview respondents for this 

demographic and historical perspectives are set off to emphasize 

their content and distinguish them from the literature. The 

inquirees' comments follow the conventions of exposition. The 

number in brackets refers to a specific person. 

The Evergreen Addition was built after the 1960 
flood. . . Low rental housing brought in young Hispanic 
families. In the mid-60s the area that became the 
Thunderbird Addition was developed with moderately 
priced homes. At the time this brought in young 
Anglo families because it was one of the only areas 
with FHA [Federal Housing Authority] and Veteran 
housing. This made the Thunderbird Addition 
originally successful because it filled a gap created by 
the void of affordable housing. In the mid-70s. . . 
multi-family housing was built. Also in the 70s there 
was a decline in demand for these types of homes. . . 
As the number and affluence of Hispanic families 
began to increase, this addition changed from a 
predominantly Anglo to a Hispanic and Black 
neighborhood. Federal project housing [subsidized] for 
families or for the elderly was built in the 80s. . . The 
change in the Thunderbird addition from one of 
moderate to middle income Anglo families was not just 
a social issue but was as much an issue of affordable 
housing. [2] 
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In 1976 the community [Thunderbird] was about 40% 
Anglo; now it is about 20%. [7] 

The increase in the number of families that rent rather than 

own homes has had an impact on the development of these 

families as participants in either the neighborhood or the school. 

A contributing factor to this exclusion could be the perception of 

other community members. Interviewees, reflecting on the socio

economic changes in the Thunderbird community, revealed a 

common misconception that non-property owners do not pay 

taxes. 

They became or have become more indirect 
stakeholders in the Thunderbird community because 
so many of these families do not pay taxes. [2] 

So many parents rent houses and move a lot...both 
kids and parents suffer from a lack of stability. [5] 

The School 

The school was a result of the Thunderbird community 
rather than the community a result of the school. [2] 

Thunderbird school was built with the thinking that a 
lot of Anglos would live out there and that the 
community was growing that way. As minorities 
moved in the Anglos moved out to higher priced 
homes. . . This changed the student population. [4] 
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Thunderbird campus was constructed in 1965. From 1965 

until 1974 Thunderbird was organized as a traditional elementary 

school serving students through grade six. 

Thunderbird opened August 18, 1965, with 525 
students. . . and seven units of special education. [3] 

In 1974 the Plainview Independent School District, in response to 

court ordered desegregation, developed a configuration of five 

kindergarten through fourth grade (K-4) campuses with single 

grade campuses fifth through eighth. 

In the original desegregation plan the feds wanted 
Thunderbird to be a single grade, fourth grade 
campus. The Board decided against it and 
Thunderbird remained a neighborhood (K-4) campus. 
[4] 

With desegregation and redistricting Thunderbird was given 

two new populations to serve beyond the Evergreen and 

Thunderbird Additions. 

Thunderbird was given a larger rural area...increasing 
busing. The Black school was closed and many Blacks 
who wanted their children to attend Thunderbird. . . 
transferred in rather than being bused to other K-4 
campuses. [4] 

In addition to K-4 classrooms and support programs, Thunderbird 

has two self-contained special education classes: one for mentally 

retarded students and a second for early childhood special 

education. 
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The Staff 

Since its opening in 1965 Thunderbird has had only two 

principals. The current principal completed his thirteenth year at 

Thunderbird in the school year 1988-89. 

The 1988-89 staff at Thunderbird was made up of thirty-

two certified professionals, nineteen paraprofessionals and ten 

other non-certified support personnel. The professional staff at 

Thunderbird has remained relatively stable over the years. As of 

June, 1989, seventeen certified members had worked at 

Thunderbird for ten or more years. Of the certified staff thirty-

eight percent (38%) held masters degrees. The 1988-89 certified 

staff was made up of a majority of females with only three male 

faculty members (including the principal). The ethnic majority of 

this teaching staff was Anglo with three minority staff members, 

two Hispanics and one Black. The majority of the 1988-89 non-

certified staff was Hispanic or Black. Classroom Teachers 

Association (CTA) had the largest number of professional 

memberships at Thunderbird. 

Most of the Thunderbird staff was hired by the current 

principal. He has a reputation among other administrators in the 

district as being very meticulous concerning his decisions about 

whether a potential teacher would "fit in at Thunderbird." The 

previous principal was given the opportunity in 1965 to build his 

staff based upon his perception of the professional status of 

teachers. 
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The principal was asked by the superintendent [in 
1965] to give input into the selection of the teachers to 
go to the new campus. [3] 

Thunderbird's first principal hand-picked his teachers. 
He brought older teachers out there to retire with him. 
But the current principal hires younger more 
enthusiastic teachers. [1] 

The Students 

An average of 485 students were enrolled at Thunderbird in 

the 1988-89 school year. The mean daily attendance remained 

between 97% and 98%. The ethnic composition, as of March 3, 

1989, was 80.42% minority (see Figure 1). District-wide the 

ethnic composition in the spring of 1989 was 62.07% minority. 

Thunderbird Plainview I.S.D. 

Anglo - 19.58% 
Black - 16.25% 
Hispanic - 64.17% 

Anglo 
Black 
Hispanic 
Am. Indian -
Asian 

37.92% 
8.04% 

53.80% 
.05% 
.18% 

Figure 1. Ethnicity--Thunderbird Elementary/Plainview ISD 

As both the Thunderbird school and the neighborhood 

changed, the opinion and perceptions of the overall community 

toward Thunderbird changed. 

The student population or housing area tends to affect 
how a community sees a school as effective or not. [4] 
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A community tends to immediately judge a high 
minority school as a low achieving school. It has lower 
expectations for students on these campuses. [6] 

The community as a whole tends, at least in this area, 
to say that higher minority equals low performance. 
[7] 

Thunderbird, like many elementary schools, had a large 
number of students who were classified as eligible for special 
population programs (see Table 1). The largest special population 
at Thunderbird in 1988-89 was students classified as 
economically disadvantaged, with 87.2% qualifying for free or 
reduced lunch. Over one-third of the student body was classified 
as remedial learners, or Chapter I eligible. The third largest 
special population at Thunderbird was the students at-risk, 
referring to those who have failed to meet promotion 
requirements, with 28.7% of the 1988-89 student body classified 
in this category. An overview of the 1988-89 special population 
categories is as follows: It should be noted that many students 
had dual special population classifications, such as low income and 
migrant. 

TABLE 1 

Special Populations 
Thunderbird Elementary 1988-89 

Low Chap. At Special Limited 
Income I Risk Ed. Migrant Gifted English 

87.2% 33.6% 28.7% 23% 14.2% .06% .04% 

The Parents and Parental Involvement 

In 1965 Thunderbird began its new Parent-Teacher 

Association (PTA) with vigor. Many of the neighborhood parents 
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were anxious to become involved in the happenings of the new 

school. A former Thunderbird PTA president and the first 

principal at Thunderbird both gave examples of the strength of 

Thunderbird's pre-desegregation PTA. 

Thunderbird used to have one of the strongest PTAs in 
town (rivaling even the most affluent elementary 
campuses in the city). [4] 

Even in early 1970s there were many PTA 
volunteers . . . Anglo mostly. They were very active in 
PTA fund raisers . . . like big Halloween carnivals, 
campus yearbooks, and parents attending PTA 
conventions. [1] 

As the Thunderbird community changed and as the desegregation 

mandates took effect, the level of active parental involvement 

eroded. From the mid-1970's to the mid-1980's there was a 

pervasive decline in parental activities at school. 

As the population changed, parents' involvement 
changed. When we first integrated, minority parents 
[especially Black] were resentful because they had lost 
their [segregated schools] community centers. These 
people did not feel welcome. . . just because they were 
the minority. . . a prevalent attitude from the 60's and 
70's. . . They blamed the district when they [the 
district] were mandated to attend other schools. [4] 

Thunderbird's low SES [socio-economic status] and 
high minority population makes it hard to get parents 
involved. . . Minority parents tend not to initiate 
parental involvement. . . [This] has to come from the 
principal and teachers. The school has to be an 
inviting environment; safe, with no threats. [6] 
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When students feel better about school, parents are 

receptive to the shift in attitude. A Thunderbird second grader, 

when asked to share his favorite memories about his school year, 

reported that his "best day" was when his mom came to school 

(audio-taped student journals—Early Targets). The following 

observation by a Thunderbird teacher reinforces this point: 

Gradually fewer and fewer parents [were involved]. . . 
About four or five years ago a letter had to be written 
to encourage parents to participate or we would not 
have had a Halloween carnival. As student attitude 
has improved. . . the last two or three years. . . mostly 
because of the motivational program, gradually 
parents have been more interested. . . Parents have a 
better attitude but across the board they are not more 
involved. [7] 

A teacher's comment reinforced the tense dichotomy faced 

by parents as they try to maintain their families as well as 

respond to educational needs. 

The last two or three years parents have seemed more 
willing. . . Parents have so much on their minds. . . 
Basic survival takes a lot of energy. [5] 

The following observation given by a Thunderbird teacher 

underscores the connection between parents feeling a sense of 

community or efficacy, in one setting and that positive or 

participatory attitude can carry over to school: 

I have found that more and more of the Hispanic 
parents are very involved in church. I see a 
correlation between involvement in church and group 
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involvement at school, such as PTA participation. Still 
[minority] parents seem to feel safer in a group and 
less intimidated than one-on-one. [5] 

Redistricting 

Plainview I.S.D. built a new pre-kindergarten through fourth 

grade elementary school which was opened in September, 1989. 

The construction of LaMesa Elementary School caused the 

superintendent to recommend to the Board of Trustees that the 

elementary attendance zones be redrawn. The superintendent 

and the board agreed that this redistricting effort was a valuable 

opportunity to re-establish the ethnic balance between the 

elementary schools. Over time the district had ceased to have a 

racial balance which reflected the overall population. The gradual 

shift of Anglos to westside campuses had been informally 

encouraged by the district's liberal administrative transfer 

procedures. On June 9, 1989, the Board of Trustees accepted the 

recommended elementary attendance zones for all six 

kindergarten through grade four (K-4) campuses. This plan was 

designed to bring all (K-4) campuses into alignment with a 

representative population of approximately 53% Hispanic, 39% 

Anglo, 7% Black and 1% other ethnic groups (as reported in the 

Plainview Daily Herald. June 9, 1989). 

The intended plan changed the population at Thunderbird 

beginning with the 1989-90 school year. Thunderbird no longer 

was the campus with the greatest number of Hispanic and Black 

students. Because the school board accepted an administrative 
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recommendation that the liberal transfer process be ceased, 

Thunderbird reclaimed many of the neighborhood students that 

had been allowed to transfer to other campuses. The redistricting 

plan substantially increased the Anglo population served by 

Thunderbird. 

A school district administrator overseeing the re-zoning 

reflected on the impact for Thunderbird: 

It will have to be one of the most positive things that 
has happened to Thunderbird. Thunderbird will have 
its true student body [for the first time] since the 
desegregation. The redistricting problem was not at 
the affluent campuses, but rather what it left at the 
other campuses. Especially the minority children 
became displaced groups. It is significant that without 
L.D.'s [Thunderbird's principal] persistent input we 
would have overlooked the need to balance the Black 
population. It was just as important to treat Blacks 
like other populations. Now [with the 1989-90 plan] 
all students will have a similar ethnic and educational 
environment which is very close to the general 
population. [9] 

Social Systems 

School organizations are more than demographics or service 

providers for attendance zones, they are complex social systems. 

School cultures, as open systems, reflect the "cultures of the larger 

societies of which they are a part" (Rossman, Corbett, and 

Firestone, 1988, p. 6). 
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Raising fundamental issues about the context of salient 

school improvement, Terrance Deal (1985) blended demographic 

factors and cultural realities when he wrote that: 

powerful forces over the past decade have weakened 
the culture of schools, and changes in the educational 
environment have raised questions about whether 
exiting cultural patterns are equal to new demands. 
By capitalizing on the momentum of the effective 
schools movement, what can policymakers or local 
practitioners now do to restrengthen and reshape the 
culture of schools? (p. 614). 

In his account of study into the ecology of school 

improvement Elliot W. Eisner (1988) reinforced the need to look 

at people first and institutions second when he wrote: "our aim 

was to learn about the schools from the inside, that is, from the 

perspectives of those who spend a major portion of their lives 

there" (p. 25). 



CHAPTER V 

THE ESFNOVATION 

Don't let structures run the operation. Don't let 
policies stifle the operation. 

(Mark McCormack, 1984, pp. 179 and 182) 

School Reform in Texas 

Texas began working toward school reform in 1979. The 

passage by the 67th Texas Legislature of House Bill 246, the 

Curriculum Reform Bill, along with the requirement statewide of 

basic skills testing launched Texas into the forefront of the 

national trend toward educational reform and standard renewal. 

From 1981 through 1983 "countless educational meetings, 

conferences, workshops and forums" (Kyle-Miller, 1984, p. ii) 

focused on the implication of a specifically required curriculum. 

"When it passed...HB 246 was recognized as perhaps the most far-

reaching curriculum legislation enacted in the United States in the 

last 30 to 40 years" (Psencik, 1984, p. 7). House Bill 246, later 

codified as Title 19, Chapter 75 of the Texas Administrative Code, 

caused a significant amount of uncertainty and controversy, but 

more was to come out of the legislature during the summer 

special session of the 68th Texas Legislature. Joyce E. Kyle-Miller 

(1984) recalled that "if anyone was in a state of confusion or 

bewilderment, it was compounded by the fact that the work of the 
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State Board and the Select Committee of Public Education, chaired 

by H. Ross Perot, was occurring at the same time" (p. ii-iii). 

When the dust settled in the summer of 1984 over the state 

Capitol Building the Texas legislature, propelled by the findings of 

the Select Committee and encouraged by Governor Mark White, 

mandated not only a major curriculum revision, but had added a 

second wave to the reform package. House Bill 72 had a new and 

powerful legislative impact on school finance, teacher appraisal, 

teacher training, career ladder placement, student services and 

classification, promotion/retention requirements, graduation 

standards, school attendance, and the focus of accreditation and 

monitoring teams. Many other changes have continued to be 

refined and defined by two State Boards of Education and the 

Texas Education Agency. The reforms stemming from House Bill 

75 and 72 have "touch[ed] the lives of every student, educator, 

parent and citizen" (Montgomery, 1984, p. 2). 

The intent of the Texas legislature and the State Board of 

Education was to provide a "bedrock of concepts and skills" 

(Anderson, 1984, p. 8) for students as well as establishing 

uniform rules and patterns for public school education. "In terms 

of social and political consequences, 'standardized education' may 

provide an enhanced common base of 'core'...but it is also likely to 

induce higher levels of conformity, convergent thinking, political 

passivity, and social alienation" (Deyoe-Chiullan, 1984, p. 77). 
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Rational Responses 

Texas' approach to school reform has been based on the 

rational-planning model as the fundamental structure for change 

implementation. This view focuses on a definition of educational 

excellence as a collection of specific problems that are waiting for 

the appropriate solution. It is just a matter of finding the cure. 

Timar and Kirp (1989) wrote that: 

School reform in Texas shows how rational planning 
and regulation are crude policy instruments for 
bringing about change. They are not sensitive to the 
complexities of schools as social and political 
organizations. Rules are regarded as the glue that 
binds state reforms to the organizational life to 
schools, (p. 509) 

The resulting Texas reform system is legislation-driven. 

This system is characterized by stratified layers of programs and 

policies designed to define and fix problems. 

Arthur E. Wise (1979) termed this systematized reform 

phenomenon the "hyperrationalizing" of schools. Wise's 

description is a reference to a process for making educational 

decisions based upon the pursuit by "higher levels of 

government...to promote equity and increase productivity in our 

educational institutions." A centralized approach causes the 

limitation of local officials through their own need to "conform to 

policy decisions" (Wise, 1979, p. 47). 



54 

Wise (1979) discussed the impact that the "dominance of 

those trained in the law" has on local school districts as 

educational policy is generated by legislatures and courts (p. 52). 

The results are a legalistic perspective of schooling and a 

narrowed view of the goals of the education process. 

Measurement-driven policies which focus on attainable outcomes 

often confuse the process means while missing the point that in 

the end the actual affect of the child is what counts (Wise, 1979). 

When the relationship between means and ends is not 
known and bureaucratic rationalization persists, we 
shall say that we are witnessing the phenomenon of 
hyperrationalization—that is, an effort to rationalize 
beyond the bounds of knowledge. This involves 
imposing means which do not result in the attainment 
of ends, or the setting of ends which cannot be 
attained, given the available means--imposing 
unproven techniques on the one hand and setting 
unrealistic expectations on the other. (Wise, 1979, p. 
65) 

This Lyndon Johnson-like "let us reason together" method 

has a hidden caveat of pre-determined rules, conduct, and 

conditions for precise decision-making. Reason implies an 

emphasis on the cognitive without affective considerations. The 

rational process, however, denigrates rather than maximizes 

values (Peters and Waterman, 1982, p. 51). 

Reasoning or the rational process implies problem-solving. 

Values imply vision, mission, and problem-finding. 
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Pathfinders can seldom offer (and seldom care to 
offer) hard evidence for their choices; and hard 
evidence is the essence of modern problem solving. 
Pathfinders often ignore the rules, or act impulsively, 
or wave off what they see as trivial details. (Leavitt, 
1986, p. 13) 

The most effective entrepreneurs, or pathfinders, know the 

history of rules or processes. In order to find the loopholes and 

risk the squeezing through, there has to be a fundamental 

understanding of the canopy of existing conditions. Pathfinders 

must know the story before they can foster the development of 

new themes and transmit new visions. 

And so the story goes that in September, 1987, House Bill 

1010, conceived in committee and enacted by the Texas 

Legislature, took effect. And it defined students who were "at risk 

of dropping out of school." The Texas Education Agency (TEA) was 

directed to create activities, programs, data collection systems, 

and information clearinghouses (TEA, Questions an Answers 

Document, 1988, p. 1). Simultaneously, the State Board of 

Education was busily defining, refining, and revising. And the law 

(HB 1010) begat code (19 TAC 75, 195) and the rules 

^Alternatives to Social Promotion) begat local policy which 

required action plans to be developed. And the plans delineated 

appropriate services, and programs sprang forth. 

The missing element, however, that transforms change-on-

paper into something genuinely meaningful, is attention to values. 

Excellence (as a normative component) is contextual "because so 
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much of excellence in performance has to do with people's being 

motivated by compelling, simple—even beautiful—values" (Peters 

and Waterman, 1982, p. 37). As Timar and Kirp (1989) argued, 

the actual "success of reform policies depends on the 

organizational feature of individual schools; schools shape policies 

as much as policies shape schools" (p. 506). 

Actual Responses - Situational Realitv 

What we have here is a conflict of visions of reality. 
The world as you see it right here, right now, is reality, 
regardless of what the scientists say it might be. 
(author's emphasis, Robert M. Pirsig, 1974, p. 53) 

The connections made between policy and practice, no 

matter how well-founded the original intention, are only as strong 

as the schools that interpret and implement them (Timar and Kirp, 

1989). Interpretations of reality, in the context of policy mandate, 

by school organizations are remarkably inconsistent. Policy to 

practice translations, to borrow a term from Weick (1976), are 

"loosely coupled." They are situational, divergent, and at times 

conflicting. The qualities that attribute "loose coupling" emerge 

from the sub-culture of each layer of the implementing 

organization. For example, when a school district interprets a 

statutory requirement and devises a local solution with the intent 

to convert policy into relevant practice. This response, like any 

other contextual decision, must still go through the screen of each 

campus' culture. Every time the policy interpretation squeezes 
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through a culture it is changed by the contact. Each school, 

therefore, would have its own frame of reference for deciding the 

level of intensity needed for either de facto or de jure policy 

implementation. The range of commitment depends upon both 

organizational need and cultural fit. This view of reality is 

situational. "Even when a plan is made, it virtually never gets 

implemented as intended" (Patterson et al., 1986, p. 58). 

Innovation Readiness 

We reached the conclusion that whatever we did...was 
going to have to convince children that being at school 
was better than doing anything else or being 
anywhere else. That was the bottom line. [7] 

After House Bill 1010 came into being Texas' administrators 

began discussing what to do with this newest addition to 

mandated programs, with several other new student special 

population designations coming out of statutory requirement and 

just looming on the horizon. By 1987 the latest one, "at-risk" 

students, was just one more requirement in a bucket that was 

already overflowing. Educators recognized that schools should 

address the student who was failing to attain promotion. The 

prevailing notion, however, was one of frustration, one more quick 

fix to accommodate. 

Deal and Kennedy (1982, p. 163) listed the "attractiveness of 

the proposed change to individuals" as one factor that influences 

the culture's receptivity to that change. The innovation proposed 
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for Plainview's elementary schools was one that would combine 

shared student need and common components in two special 

population programs (at-risk, gifted and talented) into a more 

holistic and personal approach. 

In Garrison Keillor's (1987) collection of stories entitled 

Leaving Home there is a story about a teacher by the name of 

Corinne. She was looking for some dream assistance; a chance to 

explore new potentials. Corinne received that acknowledgement 

from her father. "He offered his hand. They shook hands And he 

took her out to lunch. Meatloaf, whipped potatoes, string beans, 

bread, and tapioca pudding-a lunch you can seal a bargain on and 

know it'll stay sealed" (p. 25). The Plainview innovation was 

appealing because it promised the opportunity to discover, invite, 

and enable human potential. "Viewing students as able," offers a 

hand. "Perceiving students as valuable," seals a bargain that will 

stay sealed (Purkey and Novak, 1984, pp. 38-39). 

The Evolution of the BENCHMARKS Innovation 

Breakthroughs in any field typically emerge from a 
combination of thorough understanding of the existing 
rules and a risk-taking readiness to break out of them; 
to march to different drummers. (Leavitt, 1986, p. 21) 

The inquirer originated and developed the innovative 

concept, BENCHMARKS. As the concept creator, the inquirer 

presented BENCHMARKS to the administrative staff in the spring 

of 1987. It was basically rejected by all of the elementary 
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principals as being too non-traditional and too difficult to 

schedule. The only exception was one principal who expressed 

interest in being a pilot site, but he was promoted that summer to 

a central office position. In the summer of 1987, BENCHMARKS 

was presented a second time, with some additional refinements, to 

Plainview's new superintendent. He encouraged further 

refinement and directed that more background research be done. 

The research-enriched proposal lay dormant until the spring 

of 1988. At that time the principal of Thunderbird Elementary 

asked that his grade level chairpersons be taken to Lubbock I.S.D. 

to look at how that district was addressing the needs of the at-

risk, minority learner. This visitation sparked a significant 

amount of discussion among the chairpersons. The reaction of 

these teachers was a renewed enthusiasm that calculated risks 

should be seriously considered in order to turn the corner of 

success for Thunderbird's at-risk population. 

The Thunderbird grade level chairpersons began to discuss 

BENCHMARKS proposal and compared it to the ideas they had 

picked up during the out-of-district visitation. Even though the 

structure and idea for BENCHMARKS originated at the central 

office, it was the teachers at Thunderbird that explored it as a 

discussion topic and potential model for new directions. This 

conversation stage for the Thunderbird teachers was a significant 

one in terms of testing the fit of the proposed change to the 
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culture of the organization. Timar and Kirp (1989) stated that 

teacher conversation is a critical dimension of initiative. 

How teachers talk about school improvement colors 
their actions in the classroom. And those actions, in 
turn, powerfully influence the success of efforts to 
achieve educational excellence. The enormous impact 
of the conversation should not be overlooked, (p. 508) 

Like many campuses Thunderbird had had previous 

experience with new programs. In 1979 Thunderbird piloted a 

developmental first grade. 

Several years ago we had tried to have a 
developmental first grade . . . with all low students. 
But the teachers didn't like it because these students 
had no role models . . . It didn't really work. [7] 

The structure of this earlier pilot was not considered 

successful either by the teachers who had been at Thunderbird in 

the late 1970's and early 1980's or by the principal. The 

developmental classroom isolated both the at-risk learners and 

their teacher. The structure of this program did not send a 

message that all learners are viewed as able and valued. The 

students and teachers in the developmental program were unable 

to participate in the nourishment of lively discourse with other 

stakeholders in the organization. This feedback void can wear a 

teacher down. Ann Lieberman and Lynne Miller (1984) 

emphasized that "teachers receive feedback for their efforts from 

the words, expression, behaviors, and suggestions of the students" 
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(p. 2). Consequently this method for reaching Thunderbird's low 

achieving students was rejected by the principal and the teachers. 

Les Brown (1989) defined insanity as "continuing to do the 

same thing and expecting different outcomes." The Thunderbird 

teachers, specifically the grade level chair, with the principal 

wanted to be certain that BENCHMARKS was not a revisitation of 

the old developmental first grade configuration. When the two 

concepts were placed side-by-side, BENCHMARKS compared 

favorably. 

In the late spring of 1988 the Thunderbird principal asked 

that the BENCHMARKS proposal be reviewed a third time. His 

motivation was a general dissatisfaction in the way at-risk and 

gifted children were nurtured and a specific dissatisfaction with 

test scores. Working with the creator of the BENCHMARKS concept 

to refine the initial proposal, the principal was involved in 

resubmitting BENCHMARKS to the superintendent. One month 

later two of the three teachers volunteering for BENCHMARKS 

classrooms, the principal, and the concept originator presented the 

program to the Plainview Public School Board of Trustees. The 

direct initiative and genuine conviction of the teachers and the 

principal led to Thunderbird's acceptance, first by the 

superintendent and then by the Board as a site for innovation. 

"Pathfinders are activists. They don't just dream—they build; and 

go at it with determination and tenacity" (Leavitt, 1986, p. 93). 
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The Philosophy and Structure of the 
BENCHMARKS Innovation 

These are the times that try the willingness of school 
organizations to be innovative, (to paraphrase Thomas 
Paine) 

The BENCHMARKS program began from a philosophic 

perspective that looked at two children by potential. One student 

was an at-risk primary student and the other was potentially 

gifted. In the BENCHMARKS scenario what these students have in 

common is a need to explore possibilities, build self-confidence, as 

well as develop skills. What they also have in common is a need 

to be released from the bureaucratic restraints of traditional 

age/grade placement. The alchemization process for transforming 

traditional schooling into something highly charged and precious 

is the willingness of the school district and the individual campus 

to rethink bureaucratic structures. It is also a willingness to 

reshape culture and challenge long held values and traditions. 

The ultimate justification for BENCHMARKS was to do something 

powerful for children. 

We have to keep in mind that our priorities are above 
all, students first, parents second, and all the rest of us 
a slow third. This challenges a lot of beliefs and 
thinking about why we [educators] are here. [9] 

Fundamentally, BENCHMARKS called for a change in how 

educators approach children. More than a program, an attitude of 

"students first" was essential. This innovation was named 
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BENCHMARKS because high expectations and commitment to high 

standards are emphasized. The concept for the program emerged 

from the variety of research on personal and environmental needs 

of both at-risk and gifted students. BENCHMARKS, founded on the 

notion that primarily at-risk students and potentially gifted 

students need a goal-focused, as well as flexible, alternative 

program, was designed to provide opportunities for the individual 

while emphasizing cooperative learning. 

The underlying assumption for BENCHMARKS was that the 

instructional level of many at-risk elementary students does not 

correspond with chronological age. It was assumed, therefore, 

that a significant number of students "acquire" at-risk 

characteristics because they are overplaced in school. Potentially 

gifted students also may be underplaced, being more 

developmentally or intellectually mature than their cohorts. The 

concern was that for both groups there is a very real danger of 

frustration, boredom, and burn-out. Mentally dropping out in 

elementary school may later make the physical act of dropping 

out only a formality. 

BENCHMARKS was an effort to rescue both groups of 

children with an alternative to the traditional age/grade level 

structure. This alternative placed younger potentially gifted 

students with slightly older at-risk students in self-contained 

classrooms. These classrooms took advantage of state regulations 

(19 TAC 75.195(c) and 75.192) that encouraged flexible strategies 
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directed toward enabling students to successfully master concepts 

at their own pace (see Appendix A). Sending children through 

school in chronological lockstep means that a particular child may 

not be given the time needed to be successful (U. S. Dept. of 

Education, First Lessons. 1986). 

On two occasions, when asked to explain this program 

the principal stressed that the secret ingredient of the enthusiasm 

for BENCHMARKS had been the teachers. The three BENCHMARKS 

teachers began as volunteers for this project and became its 

vigorous advocates. These three teachers shared, first of all, 

according to the principal, extraordinary belief in children. They 

also had a contagious enthusiasm and an entrepreneurial spirit 

with a tolerance for the natural ambiguity and uncertainty which 

accompanies innovation. The increased potential for close contact 

between teachers and parents was a clear direction set for the 

program by the implementors. A BENCHMARKS teacher shared in 

her monthly program report that a positive aspect of the 

innovation was: 

The bonding of teachers/students/parents. The 
relationships being founded seem solid. A mutual 
feeling of respect seems to be forming. More interest 
in positive aspects of school and home relationships is 
occurring. [E-3] 

The BENCHMARKS' belief statement stressed that student need 

drives the program; the program does not drive the students. 
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The ultimate goal of BENCHMARKS was, and continues to be, 

a commitment to create, for both at-risk and gifted students, a 

dynamic learning environment which cultivates and energizes 

potential or long term success in school. 

The Computer Lab-Shared Initiative 

There was, it appeared, a mysterious rite of initiation 
through which, in one way or another, almost every 
member of the team passed. The terms that the old 
hands used for this rite-West invented the term, not 
the practice-was "signing up". (Kidder, 1981, p. 63) 

Plainview did not have a computer lab in any of its 

elementary schools prior to 1988-89. In the spring of 1988 the 

superintendent began encouraging the central office 

administrative staff to give attention to technology. When the 

principal of Thunderbird proposed to pilot BENCHMARKS, he also 

expressed a concern that the paperwork involved in this 

innovation was going to be a tremendous burden for the 

BENCHMARKS teachers. He was equally concerned that the 

remainder of his staff (non-BENCHMARKS) have a viable 

opportunity to explore new directions for students. As a result of 

the original innovation and the principal's initiative, Thunderbird 

also piloted an all-school computer lab. The emergence of the 

second innovation had the potential to create what Deal and 

Kennedy (1982) termed as a win/win situation for all of 

Thunderbird's stakeholder groups. 
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Along with two central office program directors, the 

Thunderbird principal went to the Dallas area to visit several sites 

with this type of computer lab. The addition of a computer lab 

then became a part of the formal 1988-89 innovation proposal for 

Thunderbird. A certified teacher at Thunderbird volunteered for 

the newly created position in computer lab. This was the first 

major example of where organizational need began to reshape the 

original innovation to help assure cultural fit. Perhaps, more 

importantly, it provided the opportunity for the entire staff, not 

just the BENCHMARKS teachers or the new computer lab teacher, 

to "sign up" for innovation. Thunderbird's lab, as a first in the 

district for elementary students, became a source of school pride. 

It helped foster a susceptibility to new ideas and approaches. The 

computer lab was a link in the development of a receptive team 

approach toward innovation. 



CHAPTER VI 

THE CASE STUDY 

Preface 

The central message of this case study is that change does 

not take place in a vacuum. Kanter (1983) defined change as 

" . . . the crystallization of new action possibilities (new policies, 

new behaviors, new patterns, new methodologies, new products, 

or new market ideas) based on reconceptualized patterns in the 

organization" (p.277). Those organizational patterns are known as 

cul ture. 

The purpose of this portion of the inquiry is to provide a 

holistic glimpse into one elementary school's culture. The attempt 

is to describe the patterns which made up that organization's 

culture as they were reconceptualized or recast because of the 

presence of innovation. A dichotomy arises because the very 

desire to capture the full spirit of the organization was thwarted 

from the beginning. It becomes necessary to describe the whole 

in chunks or fragments of reality. An organization's culture is like 

a grail. It is a vessel containing the inexhaustible vitality of 

human potential. The themes, described in this case study, are 

only small hints at the robust and rich flavor of life at 

Thunderb i rd . 

The nine themes are derived from the analysis and 

subsequent interpretation of the data collected during the August 
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1988 to June 1989 timeframe. These patterns are the cornerstone 

of the inquiry, illustrating the theoretical base. The responses and 

reflections which comprise the nine themes allow the relationship 

between school culture and change to be observed in process. The 

thematic structure, itself, provides reference points and 

descriptive connections to the development of a general notion of 

life at Thunderbird. The nine themes are: 

expectation 

power-sharing 

success and reward 

shared purpose 

pride 

trust and caring 

leadership 

school climate 

change receptivity. 

Each theme is crafted primarily from the interview 

responses, observations, and writings of the staff and students at 

Thunderbird. All comments from interviewees have been set off 

to emphasize their content and to distinguish them from the 

literature. The inquirer's comments and explanations follow 

traditional exposition. The responses are coded to protect the 

privacy of the respondents. The letter and number code itself is 

designed to enable the inquirer to retrace the selected response 

back to the original interviewer's notes or the written source. 
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The nine themes are organized, for the sake of clarity, in a 

manner which treats them as separate descriptions. It is, 

however, fully understood that these patterns are interconnected. 

Expectation 

Viewed holistically, expectation is a characteristic of the 

culture of the organization. Expectations emerge from deeply held 

values. Designed and crafted by expectation, need takes shape. 

The notion of "cui bono," or who benefits, is the fiber making up 

need. Expectation, as expressed in a need, implies a prediction of 

outcome. The transmission of the presumed outcome causes a 

response which, more often than not, reinforces the expectation. 

The articulator of the need, therefore, becomes a participant in the 

expectation cycle through the withholding or bestowing of 

support. The outcome ultimately reinforces or reshapes the 

original expectation and is a catalyst for anticipated future results. 

Repricocity characterizes the relationship between expectation, 

need, and outcome. 

The comments by the teachers, students, and administrator 

at Thunderbird exemplify the dynamic interchange between 

expectations and need. Needs are expressions of both the 

organization and individuals from the context of values. 

Expectation can become, therefore, a perspective for observing the 

accommodation for change. 
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Expectation for Excellence 

We are to run with the best. 

(JT5-LDC1) 

This comment by the principal at Thunderbird sets the tone 

that no excuses were tolerated. Thunderbird's vision was to 

match, stride for stride, the best effort of any school. It was 

critical that no reference was made to demographic composition. 

"We are," not we can or could. Thunderbird's potential was to 

" . . . run with the best," rather than compete with other schools of 

a like student body. 

[Teachers are] accepting of the socio-economic level [of 
students]. They [students] can learn and excel. 

(JT5-14C5) 

Mutual support connected participation to the organization's 

expectation for excellence. The energy for sustaining the 

momentum came from a consolidated source; Thunderbird as a 

community of reachers. 

Fly high with Thunderbird. [We have] 
high expectations of each other. 

(JT2-LDC1) 
(emphasis made by interviewer) 

The power of the school experience to tap potential is 

illustrated by the outcomes orientation of Thunderbird's staff. 

[The] prevailing mood at school is to push students to 
get the most productivity from them. 

(FJ8-5B8) 
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. . . setting high expectations for students was a key 
factor to getting high results. 

(FJ6-4B6) 

A teacher saw the "can do it" drive as being composed of 

three characteristics: 

• attitude 
• high expectation 

experiences (for students) 
(JT6-17C6) 

The traditional structure of school, in its most bureaucratic 

sense, can hinder rather than help. A Thunderbird teacher 

acknowledged that: 
[the] barrier [is] still at school. 

(JT5-15C5) 

The expectation for excellence can be empty platitudes. A 

genuine drive for success, however, is rich with intentional 

opportunities for all learners to have maximum access. Ability 

grouping did not fit Thunderbird's definition of participation. 

The heterogeneous rooms cause greater 
involvement. 

(JT6-17C6) 

Cooperative learning is really working. Time 
requirement waivers really help. 

(TN4-UDE) 
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It is equally indicative of the depth of the belief in 

excellence when special populations are also seen in terms of the 

potential for excellence. 

Thunderbird teachers [are] making strong efforts to 
reach "at-risk" students. 

(FJ8-5B8) 

The program [BENCHMARKS] has avoided a stigma, 
rather has a "special" place in school. 

(MJN8-XX-YY) 

In an April 4, 1989, memo to his staff the principal 

reinforced and summarized the expectation for excellence when 

he quoted Charles Adams: 

No one ever attains very eminent success by simply 
doing what is required of him: it is the amount and 
excellence of what is over and above the required, 
that determines the greatness of ultimate 
distinction. 

Academic Emphasis 

I am happy because 
I am at slcool and 
I am luning to do 
thegs I cood not do. 

(Journal entry, October 24, 1988. 
BENCHMARKS student) 

[The] perception [at Thunderbird] is time on task. 
(JT6-18C6) 

Thunderbird had a work hard culture. Instruction was 

paramount. The time and effort spent on academics was not. 
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according to the principal, to be compelled by coverage. 

Instruction, rather, was shaped by the needs of the learner. 

[We are] trying to find the right nail. 
(JT4-LDC1) 

Teachers at Thunderbird clearly got the message that the 

standard was the increase of student achievement. 

Mr. W expects us to do whatever is necessary 
to help kids learn better. 

(MW3-10A10) 

Doing "whatever is necessary" could be interpreted as 

providing students with opportunities to experience the sensation 

of learning. Knowing what to learn, in essence, "feels like" 

increases the likelihood that learning-related behaviors can be 

retrieved by the student and repeated. In this sense, students at-

risk could be compared to non-swimmers cast into a pool. At first, 

reactions are frantic and random. By chance, rather than by 

intent, a non-swimmer might hit upon behaviors that crudely 

imitate swimming. These behaviors cannot be systematically 

repeated, resulting in sustained buoyancy and progressive motion, 

unless the person associates spontaneous reactions with the 

sensation of swimming. 

The following poem shows an at-risk student who has begun 

to systematize some of the behaviors associated with learning: 
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School 
Fun, Great 
Listen, Read, Learn 
to make good grades 
Teachers. 

(BENCHMARKS student 1-2) 

The consistent emphasis on academics was exemplified in 
the quiet, daily activities. This attitude was seen in tightly-
coupled expectations coming from the principal. The expectation 
for academics first, also, emerged from initiatives taken by 
individual teachers. The message—time on task. 

Grade chairpersons are in the process of ordering 
films for next year. This should be a maximum of 
one film per week per grade level with no 
alternatives. Films should correlate to essential 
elements. 

(Principal's memo to staff, 
April 18, 1989) 

Special services will turn in lesson plans this week. 
(Principal's memo to staff, 
April 4, 1989) 

[We sent] stuff home over holidays [to reinforce] 
self-concept, [and to provide opportunities to] draw 
and write. 

(MJN8-UA-E) 

Writing [is] emphasized. Reading and math [are] in 
small groups. Small groups promote learning...new 
concept(s) are introduced in whole groups. The 
instructional aide reinforces concepts. Students 
work with manipulatives following daily 
assessments. 

(Observation by interviewer 
MJN8-UA-E) 
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Not every teacher at Thunderbird agreed. One teacher 

expressed a dissenting opinion concerning the campus' academic 

expectation. 

[Students] need a little more freedom, time outside, 
play time - time to be children [the] school day [is] 
too long. 

(JT7-19C7) 

Expectations and Teachers 

The expectations that teachers hold for themselves and that 

the organization holds for the teaching staff reflects the 

congruence between the normative and ideographic dimensions of 

the social system. The concept that individual values are central 

to institutional outcomes is illustrated in the following views held 

by teachers: 

Teacher expectations [are the] most important 
factor. [It is] very effective. 

Interviewer noted that: This teacher cried about 
[the] kids concepts that had improved. 

(MW6-2A6) 

Regardless of [the] program innovation [I] believe 
the teacher attitude and effectiveness determines 
the result of any activity. 

(FJ7-5B7) 

The expectation at Thunderbird was a consistent, vigilant 

focus on students. The priority was the learner-no excuses. 
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I will complete evaluations this week. Once again, I 
appreciate the outstanding job which is being done 
by this staff. Please continue to give it "everything" 
in these weeks ahead when the"going always gets 
rough." 

(Principal's memo to staff, 
March 1, 1989) 

There seems to be more incidents of teachers at the 
copy machine while students are in the classroom: I 
have made my position quite clear about this 
matter. If you forget to run it, don't use it. Students 
are not to be left unattended for any reason. 

(Principal's memo to to staff, 
April 18, 1989) 

The comprehensive maintenance of high expectations has a 
coordinate assumption. The culture of the organization cannot 
demand such optimums without nurturing a sense of efficacy and 
self-direction from the members. A teacher described her own 
empowerment while she gave a glimpse into a fundamental 
willingness to innovate against the grain: 

[I] . . . have been gradually given more flexibility in 
[my] own classroom . . . . other teachers did not 
understand what [I] was trying to accomplish within 
[the] classroom. 

(FJ6-4B6) 

Expectations and Students 

The culture of Thunderbird, like any school, has a powerful 

impact on the expectations held for and by students. Comments 

by staff reflect the belief that all students are capable of adhering 

to the rules: 
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The principal talks to each class [and reinforces the] 
two rules: 
• do work 
• behave and learn 

(JT2-LDC1) 

Please continue to remind students about rules, etc. 
As we know, many of them have quit studying and 
are testing the rules of behavior as the school year 
comes to an end. 

(Principal's memo to staff, 
April 28, 1989) 

Give students choices - either/or . . . 
(JT8-2C2) 

Behavioral expectations are intentionally connected with 

both academics and life goals. A teacher described this dual 

emphasis at Thunderbird: 

[I] have observed that teachers at Thunderbird 
[are] starting to expect more for students. 

(FJ7-4B7) 

It is revealing that the words "for students" were used 

rather than "from students." This underscores the notion that the 

staff believed in the ability of the students to attain goals. "For 

students" is futuristic, visionary, intrinsic. 

Students can go beyond expectations and surprise their 

teachers. A classroom teacher used the example of the 

accomplishments of her young children in the computer lab: 
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[I] was amazed at how quickly they learned to 
recognize [the] "return" key when they didn't know 
[their] ABC's. 

(TN6-NU-A-B) 

Both teachers and students expressed delight in gains, both 
expected and unexpected. 

[I] could not believe what they [her former 
students] are doing based-on what the kids [did] 
last year. 

(A comment by a traditional 
classroom teacher about 
BENCHMARKS students) 
(TNl-NU-RT) 

Last year I could do nothing. This year I can do it 
all. 

(BENCHMARKS student K-1 
comment from student audio tape) 

Power-Sharing 

A school culture provides a context for observing the 

interchange and dynamic tension between the needs of the 

organization and of the individual. As a cultural characteristic, 

power is one of the most salient measures of what is valued by 

the organization. Power is retrospective, prospective, and 

introspective. In retrospect, power is based upon traditions and 

long standing constituencies. Prospectively, power is enabling and 

entrepreneurial allowing for collaborative investment. 

Introspectively, power within empowers or strengthens individual 

resolve toward or away from proactive participation. Power, in its 

most positive sense; therefore, can be the fuel for pathfinding. 
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The three-point perspective on power, considering what 

was, is and can be, gives meaning to an examination of power-

sharing. Decision-making and empowerment of staff are power-

sharing's basic themes. At Thunderbird the notion of power-

sharing produced lively discourse from the staff and 

administrator. 

Decision-Making 

The principal viewed the decision-making process at 

Thunderbird as participatory. The principal, however, provided 

clear direction and decisive response. 

[Thunderbird has] collaborative decision-making. 
[There are] monthly Faculty Council meetings. [Ask 
people] "How do you feel?" 

(JT4-LDC1) 

The actions of the Faculty Council are illustrative of the 

sense of collaboration. The Council, for example, acted on a 

personnel issue, deciding upon an attendance procedure. The 

principal upheld and validated the Council's decision by explaining 

the new process for enforcement to the entire staff. 

After discussion with the Faculty Council, it was 
decided there is a need to be more aware of the 
various comings and goings of the campus staff. In 
the future, staff will use a special form when arriving 
late for unusual reasons, leaving early, or leaving and 
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returning to campus during the day. Please see me if 
you have questions. 

(Principal's memo to staff, 
November 28, 1988) 

Campus level decision-making was not an exclusive right of 

the Faculty Council. Grade levels were given the opportunity to 

work together. Team-building widens the participatory scope of 

decision-making. 

Honor Roll students will wear their badges to the 
next honor roll assembly and receive "second six 
weeks" stickers. Each grade level will decide how 
they wish to utilize the badges . . . 

(Principal's memo to staff, 
November 18, 1988) 

The comments from teachers reflected disparate attitudes 

about the origination and process for decision-making. Some of 

the staff felt a sense of connection, trust, or willing responsibility 

in the process of problem-finding and solving. Other staff 

members revealed a sense of disenfranchisement. 

It can be assumed that teachers who expressed satisfaction 

with the decision-making process either were in key leadership 

roles or were self-assured and capable of uncovering 

opportunities to become proactive. The following comments 

underscored a sense of involvement or investment: 

I realize when a program comes down that it has 
been well thought out and planned and is not a spur 
of the moment decision. 

(MW7-2A7) 
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[I feel] very involved in planning and decisions. 
(MW6-2A6) 

[I am a] representative in [the] decision-making 
[process]. 

(MW4-1A4) 

[There is] flexibility in implementation. 
(MW7-2A2) 
(MW6-2A6) 

[I feel] secure and flexible. 
(MW2-8A8) 

Instructional decision-making is central to the notion of 

satisfactory involvement in the establishment of priorities. It is 

interesting to note that the last three examples are from teachers 

directly involved in the daily intensity of innovation. 

[There is a] progressive involvement [a] systematic 
process [which] establishes priority for specific skills. 

(JT8-2C2) 

You know where they [students] need to be and 
figure how to get there. 

(JT13-4C4) 

Gear [work] to what future skills are needed-some 
future vision, life skills. 

(MJN8-UXY) 

Teacher plans [and] tells the instructional aide [what 
to reinforce]. [Teacher] has some flexibility for own 
planning. (Interviewer's observation) 
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In contrast, the next set of reflections leave the impression 

that these teachers do not feel they are participants in the 

decision-sharing process. These dissenting opinions characterize 

the outlier group: 

Top down [decisions but] better than before. 
[I] feel that teachers are seldom given adequate 
opportunities for input. 

(FJ11-7B11) 

Decision-making—in planning [its] top down, in 
implementation [its bottom] up. 

(MW3-10A10) 

Decisions are top down except in [the] building 
[Thunderbird]. 

(MW7-2A7) 

[Decisions are] top down [in] planning but flexible in 
implementation. 

(MW3-11A11) 
(MW3-12A12) 

Decisions [are] not shared. [It is] top down [with] no 
input. Research is quoted not discussed. 
Collaboration [there is] no time. Experience needs to 
be listened to. 

( M W l - l A l ) 

Empowerment 

Empowerment is a very complex issue. The organization can 

provide and encourage the development of opportunities to share, 

exchange information, and make decisions. Empowerment is a 

fundamental issue of decentralized or diffused power structure. 
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The culture of the organization determines the extent of the 

empowerment. Collaborative input, as a part of empowerment, 

was a consistent refrain at Thunderbird: 

[I] feel empowered. Involvement is important and 
commitment [is] good. Information is power. 

(MW4-1A4) 

[We] need to set collaboration time. 
(MW4-1A4) 

Information sharing [is] important. 
(MW2-8A8) 

[We are a] very collaborative group in this hall. Lead 
teachers [are] involved in goal-setting. 

(MW2-9A9) 

I would like input from the staff concerning the idea 
of having the Halloween Carnival in the P.E. building 
and cafeteria instead of the building as in the past. 

(Principal's memo to staff, 
September 28, 1988) 

Empowerment is the valuing of the professional. At 

Thunderbird teachers were given opportunities for meaningful 

input and expression. 

[The] principal [is] open to dissent and discussion. 
(MW2-9A9) 

[I feel] empowered concerning implementation. 
(MW2-8A8) 

In the future, teachers who use personal leave will be 
asked to get their own substitute from the approved 
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list in addition to discussing it previously with the 
principal. 

(Principal's memo to staff, 
November 28, 1988) 

I appreciate very much your hard work on the 
campus goals as well as other daily activities. It is a 
pleasure and privilege to work with such a dedicated 
staff. 

(Principal's memo to staff, 
September 28, 1988) 

Grade chairpersons should return the budget input 
form to me by Thursday, March 16th. 

(Principal's memo to staff, 
March 13, 1989) 

Sharing, relationship building, and peer coaching are 
common themes which were supported by the culture at 
Thunderbird. Professional support builds a safety net for change 
and exploration. 

[I feel] secure in the building. [I] like [the] grade level 
collaboration. 

(MW3-11A11) 

[Teachers] here share ideas [there is] interworking. 
(JT6-16C6) 

[We] talk about problems and [build] relationships. 
[You start with a] clean slate. 

(JT9-2C2) 

[Teachers] visit teachers together. [We use] a 
problem-solving model for solving problems together. 

(JT5-14C5) 

Two dissenting opinions were shared with interviewers. 
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[My] biggest concern [is] that teachers [are] not 
involved enough in decision-making process on 
district level. Involvement at the campus level is 
satisfactory. 

(JF4-3B4) 

A teacher can be isolated even in a building with 
innovation. 

(MW2-8A8) 

Success and Reward 

Much about the nature of an organization is revealed 

through its definition of what constitutes a success or a reward. 

The transformational ability of the culture to mold and reinforce 

the collective beliefs of the organization is central to the notion of 

success classification and reward. The powerful shaping and 

directing of behavior through public or private recognition, is 

essentially an internal response manifest in an outward 

expression. The culture provides a construct or a standard for the 

validation of individual and group self-worth, efficacy, job 

satisfaction, acceptance, affirmation and appreciation. How an 

organization views success and reward is, therefore, far from 

value-neutral. Cultures that value innovation not only 

intenrionally breed success, they provide for its continuance 

through incentives. 

The people who lived in the circle of Thunderbird's culture 

had many examples of and perspectives on the success-reward 

experience. Their ensuing observations paint a rich and detailed 

account of this cultural attribute. It is through their reflections 
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that the Janus-like qualities of success and reward are seen, as 

this cultural characteristic both controls and enables. 

Success 

What is successful? What is the secret to success at 

Thunderbird? The teachers, principal, parents, and students had 

personal insights abut the quality of success. 

Teacher's comments were anchored in an academic or 

instructional view of success. The overall influence of the 

innovations, BENCHMARKS, and the computer lab, can be seen in 

their statements: 

[The] key to success is in the teacher's willingness to 
individualize instruction. 

(FJ9-6B9) 

[It is] most important that repeaters now are 
working on level.. 

(MJNIO-U-JJ-LL) 

BENCHMARKS kids have more positive attitudes 
about themselves and [a] chance for success. 

(TN7-U-M-N) 

[There are] many more positives than negatives 
occurring around here. For example: 

• students who otherwise would have been 
retained have [the] opportunity to work on 
grade level 

• peer tutoring [is occurring] 
• parents are involved 
• children feel successful 
• leaders are emerging 
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The negatives [at Thunderbird] are not related to 
success. 

(FJl-lB) 

[The] computer lab is motivational [I have] noted an 
improvement in grades. 

(MJNll-N-P) 

Self concepts have improved [because of the new 
computer lab]. [There is an] excitement, a sense of 
success. [I] would fight to keep computer if they 
were to be taken away. 

(TNl-NU-L-M) 

The computer lab teacher agreed that the lab was having a 

positive influence on learners: 

Kids are motivated. [It is] a treat for bilingual kids 
[also]. [The experiences in the lab] build good self-
concept [as a result of] the success in the computer 
lab. 

(MJN12-U-E-H) 

[The computer lab is] another way, [a] fun way to 
learn [the] same material. [It is] more motivating. 
They [the students] love it. This is not wearing off. 

(TN4-U-0-R) 

The principal consistently reinforced with the staff that 

success was measured in terms of student achievement: 

TEAMS [Texas Educational Assessment of Minimum 
Skills] has gradually improved. [Thunderbird has] a 
53% growth in 3rd grade [in terms of the number of 
students] passing all three parts of the test. 

(TJ2-LD-C1) 
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Success builds esprit d'corps. The principal did not limit the 

recognition to one grade level or one assessment: 

For the first time, the third grade TEAMS scores 
ranked first in the district in math, and second in 
reading and writing. The C.A.T. [California 
Achievement Test] scores had highlights on 6.4 and 
6.3 G.E. [grade equivalency] in fourth grade science 
and math. The second grade C.A.T. scored higher 
than the anticipated score in all areas. First grade 
TEAMS ranked 92% in math, and 88% and 89% in 
reading and writing. UIL [University Inter-scholastic 
League] participation was also quite successful. 

(Principal's memo to staff, 
June 1, 1989) 

The articulation of the standard for success also was 

reinforced through a strong commitment to the reduction of 

student failures. In November, the principal wrote in a memo to 

the staff: 

I am concerned about the number of failures. 
However, I realize some students have not yet 
responded to high expectations. We will continue to 
use the isolation room and other techniques and let 
the chips fall where they may. 

(November 15, 1988) 

In his staff memo in January the principal used the 

reduction of failures to spotlight a success: 

Our failure report was 28.03% the first six weeks and 
20.87% the second six weeks. 

(January 13, 1989) 
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Rather than rebuking when failure rates rose again in some 

grade levels the principal simply let the data speak. The message 

was clear. 
A comparison of failures for the first semester: 

1st 6 Weeks 2nd 6 Weeks 3rd 6 Weeks 
Kindergarten 
First Grade 
Second Grade 
Third Grade 
Fourth Grade 

7.53% 
24.77% 
20.73% 
33.75% 
57.31% 

6.17% 
30.16% 
11.88% 
23.33% 
29.07% 

7.87% 
19.35% 
17.02% 
24.10% 
37.65% 

(Principal's memo to staff, 
February 20, 1989) 

Success cannot be characterized by quantative indicators 

alone. Success is laden with such behavioral criterion as 

innovation and positive impressions. Parents of BENCHMARKS 

students shared how they could see their children investing in 

success. A climate of success at school was seen at home: 

He likes school! He wakes me up in the morning! He 
didn't like school last year! 

(Parent of a BENCHMARKS 
at-risk student, 2-3, 11-21-88) 

She used to complain about going to school and doing 
homework. Now, she can't wait to do homework or 
go to school. 

(Parent of a BENCHMARKS 
at-risk student, 2-3, 11-22-88) 

[I am] impressed with the caliber of teachers . . . 
, sits up at night and reads encyclopedias. 

[He is] excited. [I] can't keep him in the car in the 
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morning! He used to cry in the morning not wanting 
to go to school. Now he can't wait to get there. He has 
something to brag about! [He] feels important. All 
children have inner experiences and knowledge, but 
it has to be brought out and you . . . know how to do 
it! He's challenged. He said he's learning more than 
ever before. 

(Parent of BENCHMARKS 
gifted and talented student. 
2-3, 11-16-88) 

Teachers' comments affirmed that the measure of success 

was not exclusively limited to academics: 

[A student] said he'd never get ten "super stars" [for 
good behavior] but he did. Now he does it 
frequently. 

(MJN-10-U-JJ-LL) 

[A] measure of growth is a positive reinforcer to the 
teacher. 

(MW6-2A6) 

Success [is a result of] good staff and good 
implementation. Measures of success [are] needed. 

(MWl- lAl) 

In his June memo to the staff at year's end the principal 

summed up the success philosophy at Thunderbird: 

As we come to the close of another year, I would like 
to pause and thank each of you for your part in 
making this a successful school year. Success cannot 
be reached through the efforts of a few, anymore 
than failure can be blamed on a single factor. Both 
must be shared by all Success at school requires a 
total team effort by all, including cooks, custodians. 
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auxiliary staff, teachers, and parents. Your efforts 
have made this a successful school year. 

(June 1, 1989) 

Rewards 

[We] need to highlight [the] small victories. 

(MW6-2A6) 

Celebrating the victories, both large and small, was an on

going process at Thunderbird. Success was defined in terms of 

student achievement, student behavior, and student growth as a 

reinforcer for teachers. The reward system at Thunderbird was 

congruent with the framework for determining success. 

Student motivation - Focus on the positive. 
(JT2LD-C1) 
(Interviewer's emphasis) 

At Thunderbird the positive was reinforced through a 

process which the principal terms a "student motivation system." 

This system, funded by the campus' PTA, was based upon a ticket 

as a token which eventually could be redeemed for a small toy. 

Students acquired the "Fly High Thunderbird" green tickets or tags 

for successes which could either be academic or behavioral. 

Instrucuonal staff, teachers and paraprofessionals, rewarded 

students with the coveted green tags. The principal outlined for 

an interviewer the highlights of the student motivation system: 

Tickets [are given] for positive behavior by students in 
the classroom, cafeteria and at P.E. 

(JT4-LDC1) 
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[Student] names go in a box to draw for a prize. [At 
the end of the year] the principal gives the winners of 
the drawing a bicycle, one per grade level. 

(JT3-LDC1) 

The interviewer observed a student receive a "Fly High 

Thunderbird" tag as he came in to the principal for his special 

token. The interaction between the student and the principal was 

noted as follows: 

Students want tags. C [is] improving. Principal 
gave him a green tag. 

(JT4-LDC1) 

Green tags were not the only acknowledgment of 

appropriate actions. Thunderbird uniquely offered many options 

which enabled every child to have the opportunity to experience 

both success and reward. Some examples of these were: 

• Student of the week in each room. 

• Student of the month. These students participate in 
the monthly "principal's luncheon" where they are 
honored guests at a special table in the cafeteria and 
have the chance to not only eat lunch, but to 
informally talk to the principal. 

• Letter home to the parents sharing good news. 

• Plaques given to students for various 
accomplishments. 

• Honor roll (all subject averages 90% or greater) and 
most improved roll (reading or math average is raised 
by five points) resulting in hamburger coupons given 
by Thunderbird's adopt-a-school partner. Burger 
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King. Every six weeks a special all-school assembly 
recognizes these students. 

• "Principal's Paragraph" highlighting the best student 
compositions. 

• Principal makes three positive phone calls per week 
to parents. 

(JT2 & 3LD-C1) 
(JT12-3-C3) 

Classroom teachers also had reward systems for their 
students beyond the green tags. One example 
highlighted by an interviewer was a system in which 
the teacher used punches on a paper apple. These 
apples could be redeemed for a drawing from the 
"surprise bag" or a popcorn party. 

(JT10-3C3) 

A teacher's interview response noted Thunderbird's zeal for 

reinforcement. 

Thunderbird has positive motivational techniques. 
Children are rewarded for good behavior. 

(JT12-4C4) 

The students also were given an opportunity to experience 

the pleasure of rewarding another person for a job well done. A 

student commented on her job in a cooperative learning team: 

My best job is to be the sheriff because I get to tell 
them that they are doing good. 

(Student journal entry, 
BENCHMARKS, at-risk student 
1-2, February 1989) 
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The following letter to the principal, by a third grader, 

summarized not only the benefit of the motivation system, it also 

provides a glimpse into the pride that this student had in 

academic achievement and in her school: 

I think Thunderbird shines. Were the only ones that 
have a computer lab and we have a safe place and 
clean, spotless. The third grade has been work hard 
on TEAM (s). And you gifts if we get three gold 
[green] tags. And all of your awards help us know 
that your a good principal. I know that all of us are 
going to fly high and a lot of us are on the honor roll. 
And that's how Thunderbird shines. 

(Student Comment 
contributed by regular 
program classroom teacher, 
February 27, 1989) 

Teacher's comments and staff memos, for the most part, 

echoed the perception that efforts were appreciated and 

rewarded: 

[The] principal rewards effort. 
(MW2-9A9) 

[The] principal verbally rewards effort. 
(MW3-10A10) 

I appreciate each of your efforts to make Public 
School Week a success. There were many visitors, 
and I feel that they left with a positive image of our 
school. 

(Memo to staff, March 13, 1989) 

[The district's energy conservation manager] 
has reported to me that conservation 
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efforts are reaping benefits, with a savings of $548.00 
during the month of January. 

(Memo to staff, March 13, 1989) 

I commend you on a 5% reduction in the building 
failure rate this past six weeks. 

(Memo to staff, April 4, 1989) 

Two teachers expressed dissenting opinions about the 

bestowing of rewards at Thunderbird: 

Personal satisfaction is [the] only reward. 
(NW3-11A11) 

Reward [is] not consistent overall. 
(NW4-1A4) 

In order for an individual to feel rewarded or appreciated, 

the system that the organization has established for recognition 

must be congruent with the values of the persons living in that 

culture. An organizational culture that affirms group goal 

accomplishment as well as individual success must provide a 

variety of means for celebration. An inclusive or open culture is 

one which clearly inscribes the definition of success, yet is flexible 

and sensitive in providing rewards. 

Shared Purpose 

An organization with a strong sense of shared purpose will 

either increase the propensity to accommodate change or will 

rigidly adhere to pre-determined patterns. Shared purpose has 



96 

two components that must be in harmony for function as well as 

virtuosity to exist in the organization. The first of these two 

components is farsightedness, or the ability to look with a 

visionary focus at what the organization might become. The 

second component is nearsightedness. This component of purpose 

is insightful and reflective; contemplative. The intricately 

entwined components of shared purpose are reinforced by norms, 

values, beliefs and practices. This cultural point-of-view shapes 

the basic questions from which purpose is articulated and 

reinforced. These fundamental questions are: "What is 

happening?", "Why are things the way they are?", and "Is there a 

fit between actuality and intent?" 

Vision 

The farsighted phenomenon of the Thunderbird culture is 

measured primarily in whether or not the members of the 

organization perceived the presence of vision. Not all 

organizations are visionary; therefore, the quality of vision is a 

prerequisite to a climate that enables innovation and change 

accommodation. 

When sharing impressions with the interviewers, 

Thunderbird teachers evoked a sense of shared purpose as 

expressed in a district and campus vision. 

[There is] a clear district vision. [At the campus 
level] kids are important at this building. It makes a 
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difference that changes work. 

(MW3-11A11) 

The district has a vision. Most of the administration 
are working with us. 

(MW3-12A12) 

We have a vision in our building. 
(MW3-10A10) 

I see a vision for the district. 
(MW2-8A8) 

District vision is clear. 
(MW2-9A9) 

[There is a] shared vision. [I] see methods in their 
[the administration] madness. [The administrators] 
sit around thinking of things to do. 

(MW4-1A4) 

Vision [is] clear. [It is] very effective. 
(MW7-2A7) 

[There is a] shared vision [that is] not always 
followed. 

(MWl- lAl ) 

Three of the interviewers, that were current or former 

school administrators, commented on separate occasions that the 

teachers enthusiastically reported the presence of vision. When 

asked, however, to articulate that vision the teachers were either 

unable to do so or stated inconsistent ideas of what that vision 

was. The following comment from an interviewer summarizes 

this incongruent response: 
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A general feeling is that the teachers are developing 
a strong sense of purpose, although all do not see it 
or understand it in the same way. 

(FJ, p. 8) 

There are several explanations for this inconsistency. One 

might be that the teaching staff is on different levels of 

professional development and understanding. A second 

explanation is that the interviewers themselves, as administrators, 

have had intensive exposure to effective business and schools 

research and have; therefore, a different frame of reference 

concerning vision than the interviewed teaching staff. This could 

mean that the response of the teachers did not fit the contextual 

interpretation of the interviewer. The inconsistency arises in this 

scenario, not from a lack of fundamental understanding of vision, 

but from a mismatch of definitions. 

Insights and Reflections 

"What is happening?" 

I appreciate the efforts observed daily toward 
accentuating the positive in dealing with students. 
This is the basis of our philosophy, so let's continue 
our efforts during the remainder of this year. 

(Principal's memo to staff, 
March 13, 1989) 

A shared sense of purpose is revealed in the comments by 

the staff members and students at Thunderbird. These insights 

are reflections on the current state of affairs in the organization. 
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Laced throughout these comments was a commitment to positive 

attitude, positive people, and positive outcomes. 

School means learning to me. 
School is a time to learn 
and listen. Pathfinders are 
people who love to learn. 
Pathfinders are people who 
love others. 

(Journal entry, Mary, 
BENCHMARKS 2-3, May 9, 1989) 

[Teachers] worked hard. [We are] focused on the 
skills with a positive attitude. 

(JT7-19C7) 

Focus on positive caring attitudes. 
(MJN-10-U[MM]) 

The shared sense of purpose was seen in insights about 
what the staff was doing to connect to and assure positive 
outcomes. 

Basic manners [on the teacher's part] can be a willing 
[attitude] [to be the] best part of their [the students] 
day. 

(JT10-3C3) 

Discipline [is] learning to follow directions. 
(JT7-18C7) 

I would like to give special recognition to a program 
which is never acclaimed for its relation to academics; 
the P. E. program. . . I predicted that test scores would 
improve after the construction of P. E. buildings and 
implementation of a quality program. Prior to that, 
P. E./classes had been conducted in halls, cafeteria, 
music room or wherever, and planning was done by 
an off-campus individual. This restricted both the 
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P. E. program and academics because of the noise and 
inconvenience. Currently students can participate in 
a P. E. program, without inhibitions, and under very 
capable leadership, and the academics can proceed in 
a normal manner. In this way, student needs are 
being met more effectively. 

(Principal's memo to staff, 
June 1, 1989) 

Student attitude is a reflection of the priorities and purpose 

of the organization. Within an innovation site the behavior and 

attitude of the children is perhaps under even greater scrutiny. 

Teachers reflected upon the indicative behaviors of BENCHMARKS 

students: 

Children help each other well. [The] stress [is on] 
"school family." 

((MJN-10-U-[RS]) 

[The] kids seem to enjoy BENCHMARKS. [There is] 
lots of self-concept [development]. 

(MJN-11-[JN]) 

Good attitude [is seen] on [the] kids' part. There has 
been only one discipline problem in three rooms so 
far. [The] kids like school. 

(MJN-8-U[NN-00]) 

The behaviors and attitudes of adults play a major role in 

shaping "the way things are." 

Parents [are] open to let you help their child. 
(JT5-16C5) 

Pick positive people for everything. 
(MW4-1A4) 
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[There is an]. . . increased interest on the part of 
everyone for growth an development. 

(FJ4-3B4) 

There is a new, common interest at this school in 
reaching kids and trying to meet individual needs. 

(FJ11-7B11) 

"Why are things the way they are?" 

School means emportem to me. If we did not have a 
school we will not know knutheng. 

(Journal entry, Marcy, 
BENCHMARKS 2-3, May 4, 1989) 

Shared purpose is kept on track by mutually held beliefs 

and philosophies. These value-revealing statements provide a 

glimpse at the philosophic inter-structure at Thunderbird. 

Have kids set goals [both] daily and weekly. [There 
is] a strong group cohesiveness, a feeling of being 
special. 

(TN4-U-I-J) 
Children appreciate [the] beauty in other children. 

(MJN8-U-[Z[) 

You want them [students] to learn. 
(JT5-15C5) 

[We have]. . . freedom to be creative. . . [I am] growing 
more professionally than before. 

(FJ3-3B3) 

We had to convince the kids to be at school. 
(JT2-LDC1) 
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[It] takes time [to build a] family atmosphere. 
[Student] self-concept is good [it is the] best part. 

(MJN8-U-[MN]) 

There is no job so simple that it cannot be done wrong. 
A hug is a perfect gift-one size fits all and nobody 
minds if you give it back. If you can't be kind, at least 
be vague. We are approaching a time in the school 
year when some students lose some of their 
motivation. Let's be careful not to lose ours and use 
positive techniques in dealing with all our students. 

(Principal's memo to staff, 
April 4, 1989) 

"Is there a fit between actuality and intent?" 

Organizational confidence, in the fit between intent and 

actuality can be measured by willingness of the organization to 

inconvenience itself for its patrons. The following are reflections 

from the principal, the staff and parents whose children were in 

BENCHMARKS: 

[It is] time to get involved with people and [let them] 
see that we are in the People Business. 

(JT4-LDC1) 

Tiptoe on parents. If they are up here-that [is their] 
right in being here. 

(JT5-15C5) 

Last year he was soo bored! I was afraid that he'd be 
a HS (high school) dropout because he had such a 
negative attitude. This year everything is so positive. 
Don't throw him into a traditional classroom again! 

(Parent of a BENCHMARKS 
student, home visit note, 
collected by teacher. Fall 1988) 
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I'd like to thank you again for visiting with us. We 
hope Thunderbird realizes what a wonderful 
representative you are. 

(Parent of a BENCHMARKS 
student, letter to teacher, 
November 17, 1988) 

A teacher in a traditional class reflected that the energy and 

direction generated in the BENCHMARKS classrooms was indeed 

spilling over into overall organization. The value structure of the 

culture was flexing. 

BENCHMARKS has been a definite positive for all 
students and most personnel. . . it caused people to 
consciously focus on the positives. 

(FJ9-6B9) 

Several "points to ponder" from the April 18, 1989, 

principal's memo to staff summarized the sense of purpose at 

Thunderbird: 

• You cannot change the past, but you can ruin a 
perfectly good present by worrying about the future. 

• Anybody can grab a tiger by the tail. The survivors 
are those who know what to do next. 

• Choose a job you love, and you'll never have to 
work a day in your life. 

• We are the people our parents warned us about. 
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Pride 

School 
Fun, Work 
Learn, think, write 
Makes me very proud 

Thunderbird 
(Poem, BENCHMARKS at-risk 
student 1-2) 

[Thunderbird has] a dedicated staff. Willing to go the 
extra mile. 

(Principal's comment JT2-LDC1) 

I think Thunderbird shines because of the people on 
the honor roll. We keep our school clean and have a 
good principal, our mottos is Fly High Thunderbird. 
We bring up our grades and keep safe, we also studied 
for all the test even the TEAMS (Texas Educational 
Assessment of Minimum Skills) test. I enjoyed eating 
with you and am proud to be in your school. Thank 
you for the award you gave me you are very nice. 

(Student Comment contributed 
by regular program classroom 
techer, February 27, 1989) 

Pride, as an attribute or quality of the culture of an 

oganization, can be analogically compared to a chambered 

nautilus. The elegance and strength of the nautilus is based on a 

part to whole relationship. Within the spiraling form each 

segment or chamber builds upon the other. The chambered 

nautilus is equally recognized divergently for its complexity and 

exquisitely unique forms. 
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Pride, as a quality of the culture, has a reciprocal part to 

whole, whole to part configuration. Convergently, pride is seen 

through the connection between the person and the organization, 

or a sense of belonging. A vital component of pride is the 

uniqueness or specialness nurtured in the individual and 

ultimately in the collective esteem of the organization. Authentic 

pride originates not in being told how special one is, but rather in 

the accomplishment of a task, the achievement of a goal, or 

sustainment of a commitment. 

In a Gestaltist perspective, pride infuses into the 

organization a sense of self-worth and of competence or 

confidence in the ability of colleagues. As the organization 

experiences success, the notion of a winning team or esprit d'corps 

reinforces the faith in self and in colleagues. As success reinforces 

colleagueship, support expands, thus encouraging individuals to 

take risks and be innovative. The ethos of the organization, 

therefore, is strengthened and enriched. The sense of pride at 

Thunderbird is illustrated in individual commentary as well as 

general observations. 

Belonging 

School 
Rooms, desks 
Work, learn, write 
Glad to be here 
Thunderbird 

(Poem, BENCHMARKS gifted and 
talented student 1-2) 
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Help one another 
We do fun stuff. 

(BENCHMARKS at-risk student 1-2) 

The sense of connectedness between the individual and the 
organization can be observed in group behaviors. 

Teachers eat [together] in the cafeteria. 
(JT5-14C5) 

Teachers have [printed] tee shirts and bandanas with 
the motto, "Fly High Thunderbird." 

(JTl 1-Interviewer's 
observational note) 

Uniqueness 

An outgrowth of a sense of belonging is a sense of special

ness. This segment contains a pride or a loyalty to the group. 

Belonging implies the "happy to be" with the emphasis on the "be." 

Uniqueness rounds out the phase as "happy to be here" with the 

emphasis on "here" as a location or a level of personal growth. 

"Here" in this organization or situation, as opposed to some where 

else. Whether it is a sense of specialness for the individual or for 

the group, pride is released in tandem with the expressed zeal for 

current and potential challenges. The uniqueness is for a strong 

organizational culture as patriotism is for a nation-state. A 

growing reputation for innovation contriuted to Thunderbird's 

sense of "being special." 

Thunderbird [is a] stronger school. 
(JT6-16C6) 
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Parent attitudes and involvement are high [at 
Thunderbird]. Good press [has caused] other parents 
in other schools now to want it [Thunderbird's 
innovations]. 

(MJN8-2-PP-RR) 

Computers are a "big deal." Kids know when 
computer time is and will remind the teacher if she 
forgets. 

(TN3-NU-J-L) 

Kids feel special that they are [the] first [elementary] 
school in Plainview to get computers. 

(TN5-U-L-M) 

[There are] high amount(s) of excitement among the 
students concerning the new innovations. 

(FJ5-4B5) 

BENCHMARKS students, from the youngest students in the 

kindergarten-first class to the oldest students in the second-third 

group, revealed a joy and pride in feeling special. 

I like to be in the onorle and to do good grades. . . We 
are the best. [I like to be on the honor role and to 
make good grades. . . We are the best.) 

(BENCHMARKS student K-1, 
journal entry. May 26, 1989) 

We do special thing [special things] like we ckook ston 
sop [cook stone soup]. We wet [went] to Lubuk 
mozem [Lubbock museum] Becaus [because] we are 
spisal [special]. 

(BENCHMARKS student 1-2, 
journal entry. May 10, 1989) 

Last year school was funner. This year school is 
funnest—cause last year we did not go to computer. 
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And this year we do go to computer. We also are 
special this year last year we were no special. 

(BENCHMARKS student 2-3, 
journal entry, December 1988) 

Competence 

Competence implies pride in ones own ability to perform at 

a high level as well as confidence in colleagues to effectively 

contribute to the overall effort. The net result of pride through 

competence is common purpose, personal efficacy, and harmony 

in relationships. 

[I am] excited about Thunderbird. These kids need 
you. 

(TN5-NU-V-W) 

Thunderbird shines—for example [it is] clean, has a 
computer lab, and [a pleasant] environment. 
[Thunderbird has] a family concept-for example low 
[incidents] of paddling. 

(JT8-2CZ) 

The attitude of the teachers [at Thunderbird]-[they] 
work a lot harder [they are] close [their] attitude pulls 
[them] together. [There is] humor and laughing. 

(JT2-3C3) 

[It is the] quality of staff. 
(MW4-1A4) 

Non-certified support staff indicated in word and deed the 

depth of confidence and comptence at Thunderbird. 

I can't believe how much is happening here. Mr. 
W is a very good guy-super with the kids. 



109 
It's kids PR. Not so much community PR! 

(Comment by the school 
secretary, April 15, 1989) 

An interviewer noted that the custodian was spray 
buffing the floors. The custodian was pleased to 
explain that that is what is expected by the principal. 
Thunderbird shines, literally. 

(JT9, Interviewer's observations) 

The message of pride extended beyond the school's halls. 

Competence and confidence were present when BENCHMARKS 

teachers made home visits and Thunderbird staff members sought 

and contributed to professional development. 

Home visits are for verifying [the] child's pride in [his 
or her] own home. 

(MJN-10-4-2-BB) 

Thunderbird had good representation at the TAIR 
[Texas Association for the Improvement of Reading] 
and CAWP [Caprock Area Writing Project] writing 
conferences. It takes commitment to give up 
personal time for professional growth. We 
appreciate P and M being one of 
the TAIR presenters. 

(Principal's memo to staff, 
October 12, 1988) 

To openly and genuinely acknowledge and have pride in the 

accomplishments of others is not only a quality of leadership it is 

a means for assuring the continuance of the pride-success-pride 

cycle. The principal at Thunderbird publicly proclaimed and 

celebrated the power and effectiveness of the staff. 
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[Thunderbird has a] dedicated staff. One percent 
student movement [toward goals] requires one and 
one-half times teacher effort. 

(JT5-LDC1) 

You have proven what research said, but I was 
reluctant to accept. That is, an effective staff can 
overcome the influence of an indifferent home 
environment enough for students to learn and 
experience academic success. It was sheer 
commitment by you, the staff, which brought this 
about. I could not be prouder of anyone than I am of 
each of you. Without realizing it, each of you, in your 
own way, has helped restore my commitment to the 
importance of education, which I lost for awhile. 
There is no better staff anywhere. 

Again, I thank each of you for being part of the 
Thunderbird staff and for what you have done for the 
students at Thunderbird. In the words of Winston 
Churchill, "Never have so many owed so much to so 
few." The seeds you have sown this year will bear 
fruit sooner than you might think. When you walk out 
of this building on June 2nd, if you know in your heart 
that you have done your best, you will have achieved 
a successful year. 

Thanks, 
(Principal's memo to staff, 
June 1, 1989) 

Trust and Caring 

[Mr. W.] . . . . we rilly like the way you treth us. 
(Student Comment contributed by 
a regular program classroom 
teacher, February 27, 1989) 
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[There is] a great feeling of trust among all parties 
associated with this school. 

(FJ8-5B8) 

An essential component in the formula for a mutually 

supportive culture is the robust presence of trust and caring. An 

organization cultivates the capacity of its members to be 

concerned compassionate and encouraging. As a result, the 

organization establishes the environment for horizontal relevance. 

This notion of horizontal relevance refers to a base or a context for 

the transformation of an organization into an interdependent 

community. Change and innovation are vertically relevant to the 

culture. The extent or height of vertically relevant characteristics 

are directly related to the depth and breadth of such horizontally 

relevant attributes as trust and caring. 

At Thunderbird trust and caring extend the horizontal 

relevance through examples of functional cooperation and mutual 

support. The ability of a staff to be authentic, direct and honest; 

while nurturing support and cohesiveness, illustrates the 

genuineness of life at Thunderbird. 

Accept each other without put downs. 
(JT10-3C3) 

Trust [is] present. 
(MW4-1A4) (MW6-2 A6) 

Trust [is] present. Collaboration and information 
sharing [are] the keys. 

(MW3-10A10) 
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The principal was identified by the following respondents as 

a key contributor to the strength of horizontal relevance: 

Mr. W is the reason this school is positive. 
(MW3-10A10) 

[The] trust issue - [trust is present because] the 
principal [is] good. 

( M W l - l A l ) 

[Thunderbird has a] caring principal. 
(JT12-4C4) 

[The] principal is good on support. 
(MW4-1A4) 

Teachers voiced their sense of a general disposition to care 

about colleagues: 

Caring begets caring. 
(JT12-4C4) 

[The faculty is] free to talk to anybody. [This is a] 
very accepting group of people. 

(JT5-14C5) 

[There is a] cohesiveness of the faculty. 
(JT5-14C5) 

Caring attitude [is present] among staff. [It is both] 
interpersonal and professional. 

(JT13-4C4) 

The June 1, 1989, memo by the principal to the staff 

reinforced the value of caring: 

To those who are leaving, we thank you for sharing 
your life with us. It is hoped this time at 
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Thunderbird will hold many beautiful memories as 
time goes by and that each of you will come back 
when possible; also, keep us informed about 
yourselves, because we still care. 

Trust and caring extended to the staff carries over into 
the relationship between teachers and students. 
Caring does indeed begat caring. (JT12-4C4) 

Teachers [at Thunderbird] get along well. [They are] 
concerned about students. 

(JT6-16C6) 

[There is a] caring about kids and [an emphasis on] 
individual help. 

(JT6-16C6) 

In the classroom cooperative learning [is used] and 
an awareness [of the contributions of others] is 
[developed]. 

(JT12-4C4) 

Caring and affectionate, teacher-pupil love. 
(JT12-4C4) 

Horizontal relevance, as a basis for relationships, is like a 

pattern of concentric circles. Trust and caring emerge in ripples 

and waves upon the surface of the culture. The sustaining power 

of these attributes is the degree of support provided for teachers 

and students. Support can come from and be felt by the principal, 

teachers, and students. 

Professional growth and staff development opportunities are 

a basic manifestation of support. The optimum contribution of 

training is measured by the perception of the staff. The culture 
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determines its relative worth. The principal at Thunderbird set 

the stage for the encouragement of professional growth and staff 

development: 

Staff members have attended various conferences 
this year. We will be having them share their new 
knowledge with us soon. 

(Principal's memo to staff, 
November 15, 1988) 

Teachers who take the Cooperative Learning 
Workshop will instruct other teachers in this 
technique at a later date. 

(Principal's memo to staff, 
January 13, 1989) 

A reminder to see me if you desire to visit another 
room or campus. There's no need to re-invent the 
wheel if someone else is already using it. Good ideas 
and plans can result from visits to other places. 

(Principal's memo to staff, 
January 13, 1989) 

A tape is available for review of the TTAS (Texas 
Teacher Appraisal System) and/or I will be happy to 
review anyone about any part of it. 

(Principal's memo to staff, 
October 17, 1988) 

Two teachers expressed appreciation of the professional 

development and staff development efforts: 

[We have] supportive training--[like] cooperative 
learning. 

(MW2-1A2) 
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[I] like "hands on" training such as TEAMS (Texas 
Educational Assessment of Minimum Skills) writing. 

(MW3-1A3) 

The essence of supportiveness can also thrive in an 

environment that optimizes both the individual and the 

relationship of the group. General statements from staff members 

underscored the depth of the perceived support. 

There is a strong teacher support at all levels. 
(FJ2-2B2) 

Support [is] present. 
(MWl- lAl) 

[There is] good support at the building level. 
(MW7-2A7) 

[I] feel supported. [Thunderbird is] very supportive 
at all levels. [There is] good collaboration. 

(MW6-2A6) 

A single dissenting opinion was expressed. This teacher 

shared two sentiments, a lack of support and an underlying 

resentment of the new programs: 

Innovations [are] supported better than [the] 
traditional [programs]. [We] could have [the] same 
results with [the] same support. 

(MW3-1A3) 

The relationship between students is a basic connection to 

the fundamental structure of the organization's web of support. 

The BENCHMARKS program, specifically because of its deliberate 
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intent to capitalize on a supportive environment, yielded the 

following comments on the disposition to be supportive. Two of 

the BENCHMARKS teachers reflected on their program: 

[There is a] great blend in the two age levels (a 
reference to the multi-age grouping in the 
BENCHMARKS classrooms). [I am] surprised [the] kids 
help each other and take responsibility. 

(TN4-U-A-C) 

[At first] the G/T [gifted and talented students] were 
not as loving and not as eager to be supportive [as the 
at-risk students]. 

(JN8-U(F) & (J-L)) 

BENCHMARKS students also shared their sense of trust, 

caring and support. The horizontal relevance translated into the 

development of a nurturing spirit: 

At school we are a family. 
We are a family just like at home. 
We share things and we love each other. 

(Journal entry 2-3, 
November 29, 1988) 

School 
Good work 
Listen, learn, think 
Warmth inside of me 
Teachers 

School 
Fun, read 
Listen, learn, helps 

(Student Poem, 1-2) 
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I like to go 
Kindness 

School 
Honor Roll 
Think, write, read 
Caring, love, nice 
Teachers 

(Student Poem, 1-2) 

(Student Poem, 1-2) 

Leadership 

Effective leadership is the nucleus of a dynamic and vibrant 

organization with a strong culture. A climate for change is 

influenced by both the perception of leadership and by the 

persona of the leader. The leader shares information, encourages 

innovation, empowers or controls others, provides a sense of 

continuity and connectedness, and establishes a process for 

priority-setting. In school organizations it is not always clear 

where organizational and instructional leadership resides. At 

Thunderbird it is, according to interview responses, abundantly 

clear. At Thunderbird the principal is at the core of the campus 

leadership. 

Leadership is the. key! The buck starts and stops with 
the leader. 

(FJ4-3B4) 
(Interviewer's emphasis) 

The principal at Thunderbird has very definite ideas about 

the demonstration of leadership within the framework of the day 



1 18 

operation of the building. In reviewing his procedures and 

management style, the principal outlined his philosophy of 

leadership: 

[Be] conservative to complements, let them know they 
are not up to par. Walk down every hall. See things 
that are brewing. You can't run a school from the 
desk. Build staff [careful attention to hiring and staff 
development). Talk to each other. [If something goes 
wrong] talk to me first, disagree agreeably. 

(JT5-6LD-C1) 

The principal reflected that he saw teachers as "instructional 

managers." He believed that information should be shared in 

order to enhance the focus on instruction. 

[I] give the teachers "daily notice of events of the 
day." 

(JT6-LDC1) 

The principal's September 28, 1989, memo to the staff 

shows two examples of how information was shared. One 

comment was on the writing of the individual campus action plan. 

The second comment referred to the State Board of Education's 

(SBOE) ruling on the discontinuance of scheduled teacher 

appraisals. 

Leadership [is] very important. Campus leadership 
[is] good. 

(JT6-LDC1) 
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I think the administration is making a sincere effort 
to do things that are best for kids. More concern 
needs to be given people issues. 

(MW2-8A8) 

School Climate 

Whose school is this, anyway? 

Is it the principal's? 
Is it the teachers'? 
Is it the smart kids'? 
Is it the pushy kids'? 
Is it the popular kids'? 
Is it each kid's equally? 
Is it the kids', the principal's, and the teachers' equally? 

Who decides what goes on in here? 
Who does it go on for? 
Does it go on for the kids who go to college? 
Does it go on for the kids who have nowhere to go? 
Does it go on for all kids equally? 
Does it go on for the teachers? 
Does it go on for the principal? 
Does it go on for the teachers, the kids, and the principal 
equally? 

Who tells whom what to do? 
Who makes the rules? 
Who are the rules for? 
Who must follow the rules? 
Who must see that the rules are followed? 

Whose school is this, anyway? 
(Poem shared with the staff 
in Principal's memo, April 14, 1989) 

The discussion in this theme will not focus on the specific 

components of the climate at Thunderbird. It will, rather, attempt 
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to use the variety of comments to paint a broad picture of the 

perceptions that people have about the ethos at Thunderbird. 

This holistic impression of climate is to Thunderbird as a repeated 

refrain is to a well-known folk song. The intent is to evoke a 

mood or a familiar recognition. The intent is not to dissect or to 

analyze in detail. 

School climate, unlike culture, is pliable. School climate 

reveals which priorities are paramount within the organizational 

culture. In his April 4, 1989 memo to the staff Thunderbird's 

principal offered the following "Points to Ponder" concerning 

school climate: 

Research shows that school climate in effective schools 
consists of three things: emphasis on learning, an 
orderly environment, and expectations for success. 

(a) Do we expect all students to succeed? 
(b) Does the social structure in our classes teach 

those that work and learn that their actions 
have a direct effect on their success? 

(c) Do we truly feel that we make a difference 
in the successes that occur in the classroom? 

To succeed-do the best you can, where you are, with 
what you have. (April 4, 1989) 

Emphasis on Learning 

It is a powerful indication of the authenticity of the learning 

emphasis when it can be detected by visitors to the building as 

well as parents. The school climate at Thunderbird underscored a 

deep commitment to learning. 
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In March of 1989 a nationally recognized elementary school 

principal, Louise Smith, of Charles Rice Elementary, Dallas I.S.D., 

came to Plainview as a consultant. She spent several hours in 

each of the district's six elementary buildings. When she 

debriefed the administrative staff concerning the "state of the 

district" she gave the following description of Thunderbird: 

Thunderbird Elementary has: 
(1) a positive climate in the building 
(2) bright colorful rooms [which] are inviting 
(3) a print rich environment, kids' stuff is every 

where 
(4) the BENCHMARKS pilot program is neat-a 

lot of changes [have occurred at 
Thunderbird] because of this program. 

The BENCHMARKS program, with its heightened emphasis on 

learning, was perceived by parents as a new dimension of 

Thunderbird's school climate. Three parents shared their feelings 

during home visits by the teacher of the 2nd and 3rd grade 

BENCHMARKS class. 

is excited - always ready to go to school. She 
always liked school, but never like she does this year. 

(Home visit notes, November 
11, 1988, parent of a gifted and 
talented student) 

He dreaded going to school before! Now he doesn't 
mind. He says it is a lot easier. He actually likes to go. 

(Home visit notes, November 
19, 1988, parent of an at-risk 
student) 



122 

She loves to go to school now! She loves all the field 
trips and fun things! She actually likes doing her 
homework. She never did like it before! She's not 
under as much pressure! 

(Home visit notes, December 1, 
1988, parent of an at-risk 
student) 

Orderly Environment 

At Thunderbird an orderly environment equalled a 

consistent system of discipline and reward exemplified in the "Fly 

High Thunderbird" token economy. Orderliness also meant that 

the staff had to be "willing to go the extra mile" (JT5-14C5) to 

ensure that goals were accomplished. An orderly environment 

was translated into a system or a procedure for dispute resolution 

within the organization. A tightly knit culture will have some 

measure of conflict. A teacher noted: 

Family [it] stays within the family [at Thunderbird]. 
(JT5-14C5) 

An orderly environment is most visibly and consistently 

reinforced through the consistent attention to detail concerning 

the appearance of the building. Exemplification of a conscientious 

concern about how the physical environment supported the 

instructional environment can be seen in these excerpts from a 

principal's memo to the Thunderbird staff: 

A reminder that teachers should remember to hold 
down the volume on AV equipment and also their 
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own voice in order not to disturb rooms next door. 
Remember that there are no doors or walls in this 
building. 

Things on top of lockers should be kept in one 
compact area so that custodians can clean the lockers. 
Your attractive bulletin boards look great; also, many 
have displayed colorful student work outside your 
rooms, which adds to the building atmosphere. 

(Principal's memo to staff, 
September 28, 1988) 

Expectations for Success 

The perceptions that the staff has about the essential role of 

a positive climate in fostering and promoting success is indicative 

of that climate's potency or effectiveness. Interview responses 

carried the message of the perceived vitality of Thunderbird's 

climate: 

[The] principal [is] open. [The] climate [is] good. 
(MW5-1A5) 

[Thunderbird has a] positive climate. 
(MW4-1A4) 

[I] feel wonderfully about [the] new things occurring 
at school. All have a feeling of success. 

(Emphasis by interviewer, 
FJ2-2B2) 

Programs [are] successful. [The] climate is good 
because of Mr. W [principal]. [I am] not sure 
that other schools are as committed. 

(MW3-12A12) 
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One teacher shared a somewhat confusing sentiment which 

makes one wonder if she understood the notion of school climate: 

Climate--mixed [but] mine [is] good. 
( M W l - l A l ) 

A campus with a robust school climate seeks out and 

capitalizes upon opportunities to invite school success. This 

quality of invitiveness is described by the inclusion of parents and 

community members within the "school family" (MJN8-U-(AA)). 

At Thunderbird the message of inviting school success was 

present in the emphasis on outreach to parents; opportunities for 

the campus to be enriched through the participation of parents; 

and, through the intentional inclusion of the community. 

At Thunderbird the expectation was that staff members 

were to make every effort to invite parents to become informed 

partners in the climate of school success. 

It is important that each staff member join PTA since 
we work with young people and PTA is founded upon 
the principle of helping young people. 

(Principal's memo to staff, 
September 9, 1988) 

The annual Parent Night will be Thursday at 7:00. 
Mrs. 's room will present a short play. Teachers 
will present a program to the parents in the classroom. 

(Principal's memo to staff, 
November 15, 1988) 

Make parents feel needed. Identify ways for parents 
to be successful. 

(JT13-4C4) 



Newsletters go home [to parents] every six weeks 
[They are] unique letters by grade level. 

(JTl-LDCl) 

[We] communicate weekly to parents what they 
[students] are doing. Parents need to [help] check on 
reading and math [progress]. 

(JT6-17C6) 

I would like for each grade level to consider a type of 
activity, such as a tea, etc., to invite parents to come to 
school during the month of December. Perhaps it 
would help to get parents to school Please give input 
on this matter. 

(Principal's memo to staff, 
November 15, 1989) 

Parental involvement was viewed as a critical ingredient for 

sustaining the expectation for success. 

[There has been a] change in the attitude of parents. 
Parents [have become] willing to get involved. We 
need their help. 

(JT5-15C5) 

[Parents can help with] positive reinforcement [for 
students]. Parents have to push it - [a] partnership. 

(JT6-17C6) 

The principal diagramed for one interviewer his idea of how 

he was planning to develop a partnership with local churches. The 

goal was to extend parental training into the community. 
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KEY PARENTS 

CHURCH 

- ^ 

EDUCATION 

PARENT TRAINING 

(JT6-LDC1) 

Encouraging parents to volunteer was high priority in 

BENCHMARKS classrooms. A BENCHMARKS student wrote a poem 

expressing his pleasure in the fact that his mother, who was also 

attending adult education classes, was volunteering in his 

classroom. 

Mommy 
Working help 
Teach, housework 
She helps with birthdays 
Proud 

(BENCHMARKS gifted and talented 
student 1-2) 

Thunderbird spread the message of success by inviting 

other community members to become contributors to a positive 

school ethos. Examples of the variety of opportunities designed to 

include the community are described in these following selections 

from memos to the staff: 
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Please make the Wayland [Wayland Baptist 
University] student observers feel welcome as they 
come into the building during the next few weeks. 
Some of them may even be future faculty members. 

(October 12, 1988) 

A reminder that Grandparents Week will be the week 
of October 31st. Please encourage students to invite 
grandparents during that time. Invitations will go out 
in a few days. 

(October 17, 1988) 

The PTA will host a Christmas tea for teachers on 
December 15th. 

(November 15, 1988) 

Thunderbird's adopt-a-school partner. Burger King, shared 

in the effort to include parents and the community in school. 

Burger King gives a 10% discount to customers who 
show a current PTA membership card. 

(Principal's memo to staff, 
April 4, 1989) 

Burger King will present a magic show on May 2nd at 
10:00 a.m. 

(Principal's memo to staff, 
April 4, 1989) 

The climate at Thunderbird was positive and inclusive. 

Whose school is this, anyway? At Thunderbird it was the kids' 

first, then the parents', the teachers', and the principal's. 
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Change Receptiveness 

When an organization is undergoing the process of change 

there is one and only one central consideration. This paramount 

issue is people. It is absolutely critical to an acceptance of change 

that the organization's focus be clearly on the individuals affected 

by the change initiative. In the change process the people come 

first, the institution second. The challenge is to create a system or 

an environment that is open not only to the change initiative 

itself; but also, to the change accommodation needs of people. 

When the organization is effectively able to celebrate, confront, 

champion and monitor the change process, the probability that the 

culture will embrace the change is increased. The culture may 

then become like an open parachute, gently easing and supporting 

individuals as they make the transition from one reference point 

to another. The culture can cushion the blow, as it were. 

Change receptiveness can be discussed from three 

perspectives: risk-taking, defensive posturing and pathfinding. At 

Thunderbird the people were experiencing two examples of 

change. Both innovations were centered around the notion that 

student need demanded a fundamental rethinking and reshaping 

of the approaches taken to learning. The BENCHMARKS program 

was designed to respond to the needs of at-risk and 

gifted/talented (G/T) children with a non-traditional multi-age 

grouping. The computer lab was implemented with all of the 

student body in mind, not just special populations. The computer 
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hardware and software were chosen to enable every Thunderbird 

student to receive individually prescriptive learning. The 

principal frequently referred to these two innovations as attempts 

to prevent students from "falling between the cracks." 

In the implementation and acceptance of change the staff at 

Thunderbird, in varying degrees, took risks, found paths, and 

experienced resistance. The degree of change accommodation, at 

Thunderbird as in any organization, is attributable to the values of 

the organizational culture and its membership. Congruence with 

fundamentally held values means that change will probably be 

accepted. If the value alignment is discordant, the change 

initiative will probably be rejected. 

Risk-Taking 

To be a risk-taker, an entrepreneur, requires that the 

culture sends the appropriate value messages to its members. 

The first message is that mistake-making is tolerated. The second 

message is one of patronage as well as sustenance. If the road 

less taken is the one chosen, there is an assurance of shelter and 

support. The following comments from Thunderbird teachers 

illustrate the messages that were sent and received about risking: 

Risk-taking--support [is] provided. 
(MWl- lAl ) 

Risk[ing]-[it is] suggested you do. 
(MW2-1A2) 
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[Be] involved in education yourself. We want to be 
learners on the edge. 

(JT5-15C5) 

[I have been] encouraged to take risks and feel 
personally rewarded for doing so. 

(FJ2-2B2) 

Change is part of life. [We must] motivate students' 
willing[ness] for change. 

(JT11-3C3) 

There are no negative feelings about taking risks. 
Really it's negative around here if you're not willing to 
take risks. 

(MW3-12A12) 

You must change to grow. 
(MW7-2A7) 

School personnel, including the leadership, is open to 
change and encourages risk-taking. 

(FJ10-7C7) 

[Here] more people [at Thunderbird are] interested 
and experimenting with how students learn best. 

(Interviewer's emphasis -
FJ4-3B4) 

Statements by three teachers indicated a sense of discomfort 

or uncertainty. The venture of risk-taking was a frightening 

prospect. The first two comments were by teachers who were 

directly involved in the core on innovation. Possibly their fear 

was increased due to heightened levels of ambiguity and 

accountability: 
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Still [I have] some fear of [the] unknown. 

(MJN-8-U-(CCEE)) 

[I feel] secure, but risk is very frightening. 
(MW6-2A6) 

The third comment was by a teacher who was in her first 

year at Thunderbird. She was affected by the district's staff 

transfer policy and unhappy with the outcome of her own transfer 

request: 

Risk-taking can be dangerous. 
(MW2-8A8) 

Teachers also made specific comments about the 

innovations, either the computer lab or BENCHMARKS. These 

reflections are indicative of the level of innovation acceptance by 

the general staff. The first statements were in reference to the 

computer lab: 

[I am] excited about having computers. These kids 
generally don't have them at home. This is a good 
chance for exposure. 

(TN5-NU-(G-K)) 

[The] kids love it! [Computer lab] [They] caught on 
quickly to how to use it. 

(TN2-NU(E)) 

[I] don't go to the lab any more [with my students]. 
After the first six weeks [I] stopped going to the [lab]. 

(TN2-NU-(H-I)) 
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The next comments are in reference to the BENCHMARKS 

program. These comments give insight not only into the fit of the 

program to the values of the culture; but, to the willingness of 

teachers to take the risks inherent in a non-traditional classroom. 

All statements are from traditional classroom teachers, with the 

exception of the last statement: 

[I] would like the opportunity to teach BENCHMARKS. 
(MJN-121(I)) 

[I] would like to see BENCHMARKS expanded to 
everyone. 

(TNl-NU-(X)) 

[I] like BENCHMARKS very much. [It] seems like 
there is always something fun going on. But [I] feel 
maybe others [traditional classes] are missing out on 
things they could benefit from. 

(TN5-NU-(R-U)) 

BENCHMARKS must have teachers who are risk-
takers. Who don't have to have details. 

(MJN-8-(TT-WW)) 

[I] can see advantages of BENCHMARKS for 4th grade 
[expansions] but [I am] unsure of whether or not [I] 
would like to be the BENCHMARKS teacher. 

(MJN-9-NU(K-M)) 

BENCHMARKS is wonderful. Pals [G/T] and at-risk 
together [well it was] lots of work at first. At first 
[the] grouping seemed strange [but the] at-risk feel 
good about helping others [the gifted and talented]. 
[It] seemed to be lots of work-but [it is] better now. 

(MJN-12-U-(I-M)) 
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The traditional teachers expressed some mild reservations 

about the BENCHMARKS program. It is doubtful whether either 

one of these teachers would view BENCHMARKS as a risk they 

would like soon to take. 

[It] seems like lots of work [BENCHMARKS]. [Their] 
aides say they're exhausted with group work, 
planning, running-off, and recording. 

(MJN-9-NU(H-J)) 

[I] feel like there are more children who could 
benefit. [I] hope it can be expanded to more classes 
if it proves valuable. [I] feel only experienced 
teachers should work in the program or at least [only 
teacher] volunteers. 

(TN6-NU-(V-Z)) 

Defensive Posturings 

Change is uncomfortable. In most cases change initiatives 

either do not work or do not last. Innovation occurring at one 

point in the organization upsets the equilibrium of another part of 

the culture. Just as statically there is regression toward the mean 

there is a strong force in the organization which tries to re

establish equilibrium, or the balance of power. Change can also 

challenge an individual's personal value structure. This tension is 

not value-neutral; on the contrary, it may cause deep emotional 

conflict. Innovation can trigger perhaps unwanted examination of 

self-worth, as well as professional identity and efficacy. The 

resulting upheaval can cause defensive posturings. 
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At Thunderbird some teachers expressed resistance to 

innovation. Specifically the strong negative reactions were 

directed toward the BENCHMARKS program rather than the 

computer lab. An obvious reason for this definite division is that 

the computer lab was a more traditional innovation and one 

experienced by the entire staff. 

Some of the most vehement protestations about 

BENCHMARKS came from a special programs teacher. Because of 

the structure of BENCHMARKS, the pull-out programs were 

converted to pull-in programs. This special programs teacher had, 

for many years, been able to work in a relatively safe 

environment. She had been basically free from accountability. As 

classroom teachers knew very little about what she was teaching 

and how she approached learners, this teacher could do what she 

pleased to whom she pleased. BENCHMARKS made visible what 

had been comfortable and obscure. Her anger and resistance are 

exemplified in the following comment: 

[The] experiences being provided to students in the 
BENCHMARKS program needs to become more 
universal. BENCHMARKS was set up to succeed. 
[There has been] a disproportionate amount of 
attention given to the program and its results. Growth 
has occurred in several areas but BENCHMARKS is 
getting all the positive attention. 

(FJ8-6B8) 
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Other examples of defensive posturings were also focused on 

the BENCHMARKS program. These statements came from four 

regular program classroom teachers: 

[I] feel BENCHMARKS is now being taught on-level 
rather that on continuous progress. [I am] not sure if 
this is true or a rumor. 

(TN2-NU-(U-W)) 

[I am] somewhat jealous that BENCHMARKS gets neat 
field trips and regular kids don't get those benefits--
wish they could go too. 

(TN3-NU-T-V) 

[It is] unfair that BENCHMARKS kids get special 
attention while others need it too. 

(MW5-1A5) 

(Interviewer's note: This teacher was openly 
negative toward BENCHMARKS) [The] stated 
underlying premise was perhaps good, but the deck 
was stacked toward making the program successful. 
Other programs have probably been slighted by the 
over-emphasis given to BENCHMARKS. 

(FJ11-7B7) 
(FJ5-4B5) 

Program innovations [BENCHMARKS] are good, but 
would probably be equally good for all students and 
not only the selected groups. 

(FJ6-4B6) 

[I am] bothered that some of those classes 
[BENCHMARKS] have 13 or 14 students and a full 
time aide, while [I] have 29 students and only 1/4 of 
the day aide. [That is] not totally fair. 

(TN2-NU-Q-T) 
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In reality BENCHMARKS classrooms had 18-22 students and 

all other fourth grade classes in the district were averaging 28-30 

students with a shared aide. This information either did not occur 

to or was not known by the teacher making the prior comment. 

The significant line is the reference to "fairness." The last 

teacher's comment is indicative of the resistance that emerges 

from a desire for equilibrium. A reaction to change can mean an 

emotional need for the preservation of the status quo under the 

guise of equity. A similar desire to downplay the power of a new 

program, by discounting its innovativeness and by raising the 

equity issue, can be seen in the following comment: 

[This is a] return to some practices of the past. Every 
classroom of students should be given these 
opportunities and experiences. 

(FJ12-8B12) 

Two teachers, one a BENCHMARKS teacher, the other a 

traditional classroom teacher, revealed an awareness of the 

dissent among some of the staff members: 

[I am] aware of some jealousy existing between 
teachers concerning the BENCHMARKS program. 

(FJ9-6B9) 

Other teachers [are] jealous of opportunities available 
to BENCHMARKS teachers. 

(MJN-12-U-(BB-CC)) 

Change is a process that causes stress and uncertainty. The 

critical issue is what does the organization do to encourage people 
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to risk-take and path-find while maintaining a sensitivity to 

defensive posturings. In his April 28, 1989, memo to the staff the 

principal reflected in his "Points to Ponder" on the complexity of 

change receptivity: 

We learn wisdom from failure much more than 
success. To admit I have been wrong is but saying 
that I am wiser today than yesterday. Unless you try 
to do something beyond what you have already 
mastered, you will never grow. 

Pathfinding 

A powerful indicator of change receptivity, or the 

entrepreneurial spirit, is the degree to which members of the 

culture are willing, not only to problem solve, but to problem find. 

This notion of trial-and-error, or as the principal termed it "trying 

to find the right nail" (JT4-LDC1), is proactive pathfinding. The 

staff at Thunderbird described the value of a willingness to boldly 

seek out new solutions. Status quo responses did not fit the 

multi-dimensional question of improving student learning found 

at Thunderbird. 

[I] believe that all persons associated with this school 
are trying to do more; trying different things; trying 
to do something tangible about existing problems. 

(FJ10-7B10) 

New innovations allow for [the] special needs of many 
children to be met without special education 
placement. 

(FJ-4B4) 
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An indication of the presence of pathfinding is the ability of 

members of the organization to discuss problems and issues. 

Pathfinding is revealed through flexible thinking and connection 

seeking. The computer lab teacher asked: 

Could non-Chapter I students come to [the] computer 
room while Chapter I students are at Chapter I 
resource—if the resource students could use the 
computers? 

(TN7-U-(0-Q)) 

A traditional classroom teacher was concerned about "then 

what" issues as students exited the BENCHMARKS program: 

If BENCHMARKS is not continued [through grade 4] 
how will students be integrated back into the 
classroom? 

(TN2-NU(X-Y)) 

Pathfinding begins with dialogue about critical issues. As 

the principal of Thunderbird said "more problems are solved 

through turnrow talk." (JT7-LDC1) 

Summary 

In his work A Brief History of Time. Stephen W. Hawking 

(1988) wrote of the search for a complete unified theory that 

would ultimately describe the whole universe. The Grand Unified 

Theory (GUT) is an attempt to combine two forces, electromagnetic 

and nuclear. Hawking criticized this notion writing that: 
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This title is rather an exaggeration: the 
resultant theories are not all that grand, nor 
are they fully unified, as they do not include 
gravity . . . . Nevertheless, they may be a step 
toward a complete, fully unified theory, 
(p. 74) 

Using Hawking's idea that no theory can explain structures 

without causing other inconsistencies, culture and change can be 

discussed as partial explanations of life in school organizations. 

Both culture and change are rather elusive phenomena. In trying 

to make sense of occurrences in schools it is necessary to be 

sensitive to the bursts of energy, the reactions, and the debris 

which are generated when culture and change interact. It is in 

the intersections where culture and change meet that brief 

glimpses of life in organizations can be seen. These nine themes, 

as partial views are not intended to be grand or complete; but, to 

contribute to a larger vision of the relationship between culture 

and change. 



CHAPTER VII 

CONNECTIONS AND IMPLICATIONS 

The title of this chapter, "Connections and Implications" has 

been deliberately chosen over a more traditional term, 

"Conclusion." Conclusion implies finite-ness or resolution. The 

focus of this inquiry has been rather the on-going relationship 

between culture and change, as illustrated by the case study 

themes. Because the nature of a relationship is one of connections, 

the emphasis will primarily be upon the recursive influence of 

organizational culture and change. 

In this chapter the themes and patterns of the inquiry are 

drawn together with common threads. Conceptualized by the 

inquirer as a matrix, these common threads are the fibers of 

insight and experience which comprise the interactive texture of 

change and culture. The episode of life at Thunderbird contained 

consistency, congruence, and stability in concert with conflict, 

confusion, and strain. It is, however, out of contradictions that 

new understandings take shape. Just as a piece of cloth is 

composed of warp and weft, the interlacing strands of culture and 

change are combined and united to form a cohesive whole. 

Implications for understanding the relationship between 

change and culture are discussed in the final section of this 

chapter. General statements will be presented which are intended 

to construct a unified reflection on the interaction between change 
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and culture. These generalizations will use the data drawn from 

the inquiry and the literature to highlight salient issues 

concerning both culture and change. 

The Development of Constructs 

We are warmed by fire, not by the smoke of the fire. 
We are carried over the sea by a ship, not by the 
wake of a ship. So too, what we are is to be sought in 
the invisible depths of our own being, not in our 
outward reflection in our own acts. 

Thomas Merton 
(1983, p. 117) 

The culture of school is the fire of that organization. It is the 

ship that carries the membership over the sea. The culture of the 

organization is the invisible depths of being. 

Innovation is the doing. It is the process, the act that has 

the potential to change the nature of the fire or, redirect the ship. 

Change cannot exist without the culture. The culture can exist 

without change; however, stagnation and decline would result. 

The activities taken on and maintained by an organization reflect 

the depth and sustenance of the culture. What is done manifests 

what is and the capacity for what will be. 

In thinking about and organizing the nine data-based 

themes, the inquirer developed a process designed to highlight the 

synergistic relationship between change and culture. This process 

began with a synthesis of the core attributes of the dimensions of 

culture and of change as seen in the case study and in the 
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literature. These dimensional characteristics were refined by the 

inquirer as basic constructs. The constructs were then used, by 

the inquirer, as a general classification anchor for the derivation 

of a theoretical framework for understanding the relationship 

between change and culture. The themes became descriptive 

exemplars of the roles and contributions of change and culture 

coalesced into dimensional components, or constructs. 

The constructs or components of first the dimension of 

culture and then the dimension of change are presented. In both 

cases tables have been developed by the inquirer as a means to 

illustrate the classification of the themes. The tables also serve as 

structures for making sense or providing coherent links between 

the dimensional construct and the related themes. Together the 

powerfully interactive components of culture and change are 

organized congruently in matrix form. The use of tables and of 

the matrix draw attention to characteristics and then ultimately to 

the interplay of the culture and change dimensions. 

Culture and Change: Components to Connections 

Tichy (1983) postulated that there are two fundamental 

transmission vehicles for culture. One cultural channel is the 

interactions of people, which may be manifest either in actual or 

symbolic terms. Through the second cultural channel flows the 

reflections and expressions of the organization. This transmission 

of culture is exemplified through such activities as management 
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practices, planning, processes, priorities, and communication. The 

culture, therefore, establishes its own frame of reference for the 

interpretation of change. 

This study proposes that a culture's frame of reference has 

three components: expressiveness, receptiveness, and context 

assigning. Each of the nine themes described possess in varying 

degrees qualities of these three components. The themes have 

been, therefore, ascribed to and classified by the inquirer under a 

preponderant cultural category (see Figure 2). 

Expressiveness Receptiveness Assigning Context 

•Success and Reward •Trust and Caring •Shared Purpose 
•Leadership •Pride -Change Receptivity 
•Power-sharing •School Climate 
•Expectations 

Figure 2. Dimensional components--culture. 

Three themes have been loosely categorized by the inquirer 

as Expressive characteristics of the culture. These themes. 

Expectation, Power-Sharing, and Success and Rewards, illustrate 

the active ability of the culture to make known what is important. 

Rosabeth Moss Kanter (1983) wrote that: "Organizations may not 

respond to environments so much as 'enact' them—create them by 

the choice selectively define certain things as important." She 

went on to discuss how the organization expresses itself "via . . . 

patterns of attention and inattention" (p. 281). The expressive 

nature of the culture is shown not only in what is proclaimed, 
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celebrated, included, collaborated-on, or measured; but is as 

strongly defined by what is not said, or neglected, or ignored. 

Thomas Merton (1983) underscored the expressive power of 

silence when he wrote: "It is the silence of the world that is real. 

Our noise, our business, and all our fatuous statements about our 

purposes, our business, and our noise: these are the illusion." (p. 

257) 

The themes of Shared Purpose, Trust and Caring, and Pride 

are organized in this study under the component Receptiveness. 

The receptive nature of the culture is seen in the sustaining 

ability of the culture to install a sense of belonging and efficacy 

within the membership. The receptivity of the culture enables 

the participants to authentically feel a sense of ownership. In this 

construct the strength of the receptive characteristic is the degree 

to which individuals and their contributions are genuinely valued. 

Receptivity is the nurturing quality of a culture. 

Receptiveness can also be interpreted as the openness or 

flexibility of the organization to the accommodation or 

modification of new ideas. The drive is to not only fill the 

structural niche, but to fit the needs of people. 

The third component of the frame of reference is the 

compelling motivation for the culture to Assign Context or 

meaningfulness. The themes of Leadership, School Climate, and 

Change Receptivity are organized under this component. The 

ability of the culture to provide balance and clarity as well as 
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encourage innovation attest to the vitality of context assignment. 

The matching or fitting of new ideas into the established patterns 

or tradition of the culture is chiefly a function of context. This 

basic sense-making becomes the determinant of the extent to 

which venture is allowed and encouraged. The culture, therefore, 

provides lights in the window and shelters from the storm for the 

organization's pathfinders. 

This inquiry postulates that the process of change can 

redefine, reshape, or provide balance to the culture. The nine 

themes can be used to illuminate the prevailing presence of these 

three descriptive constructs within the context of an organization 

(see Figure 3). The themes have been classified; placed therefore 

under one of three components of the change dimension. 

Redefining Reshaping Balancing 

•Success and Reward -Pride •Power-Sharing 
•Leadership •Trust and Caring •Shared Purpose 
•Expectations •School Climate 
•Change Receptivity 

Figure 3. Dimensional components-change. 

Redefining characterizes how change initiatives can enable 

an organization to keep on tract while simultaneously moving 

forward. Change opportunities give license to action orientation. 

Success and Rewards, Leadership, Expectations, and the potential 

for Change Receptivity provide forums for proactive, responsible 

change. These themes, or forums, sanction the comparison of the 
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merit of a change initiative to pre-existing standards or 

definitions of reality. 

Thirty years ago, for example, it was an unheard of feat for 

a pole vaulter to jump 18 feet. Gradually factors like technology 

and training shattered the 18-foot limit, as pole vaulters exceeded 

the pre-existing barrier. Athletes had to redefine previously held 

notions of not only what was attainable; but, also of what would 

be considered as excellent. New standards and expectations were 

defined. As a result, measures of success and reward climbed 

along with the vaults. Leadership had to keep pace with advances 

in order to assure that the vaults, in excess of eighteen feet, were 

not one time occurrences. Leaders also had to discover and 

spread information about new techniques in order to further 

achievement in the sport. Eventually as more and more athletes 

and coaches were receptive to the changes, what was once 

innovative became commonplace. 

Change causes an organization to adjust or redefine the 

status quo. 

The second component is the ability of change to Reshape an 

organization's culture. The two themes of Pride, and Trust and 

Caring, are organized under this characteristic of change. 

Organizations which foster pride provide the people within 

them with the opportunity to see themselves as a part of a 

winning team. Change for those organizational cultures may be 

viewed as a challenge. When challenges are met, they are 
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incorporated into the tradition of pride. New heroes and stories 

may emerge. Innovation may also serve as a source of pride for 

the organization. In both cases change initiatives may contribute 

to the mutual sense of satisfaction and respect, thus reconfiguring 

the culture. 

Change cannot have a lasting impact upon the shape of a 

culture unless the qualities of trust and caring are sustained. 

Trust and caring cultivate the ground for reshaping change by 

increasing the ability of organization's culture to be sufficiently 

secure. Flexibility can be a by-product of security. Caring is also 

a prerequisite to the heightened sensitivity. This sensitivity or 

intuition is critical to the ability of the organization to fine tune 

in-progress change initiatives to be in harmony with the culture. 

The test of the machine is the satisfaction it gives you. 
There isn't any other test. If the machine produces 
tranquility it's right. If it disturbs you it's wrong 
until either the machine or your mind is changed. 
The test of the machine's always your own mind. 
There isn't any other test: 

DeWeese asks, "What if the machine is wrong and 
I feel peaceful about it?" . . . I reply, "That's self-
contradictory. If you really don't care you aren't 
going to know it's wrong. The thought'll never occur 
to you. The act of pronouncing it wrong's a form of 
caring." 

(Pirsig, 1974, p. 159) 

Change can reshape a culture by transforming and adding to the 

efficacy and vitality of both the individuals and the organization. 
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Balance is the third component of change. Organizational 

cultures, like individuals, benefit from attention to a balanced life. 

"All organizations, especially those that are growing, walk a tight 

rope between stability and change, tradition and revision" 

(Bennis, 1989, p. 185). 

The three themes of Power-Sharing, Shared Purpose, and 

School Climate are examples of ways in which organizations walk 

the tightrope and maintain balance. They can be the stabilizers 

for a culture as it experiences change. Conversely, the innovation 

may be the force which re-establishes equilibrium for a culture 

that has lost its symmetry. 

Change redefines, reshapes, and seeks balance or 

equilibrium. Change moves the organization horizontally. Change 

causes modifications of previously held beliefs or the learning of 

new beliefs. Innovation may clarify, establish centrality, 

symmetry, or draw the organization to revisit a common ground. 

Culture, like a person, has expression, receptiveness and 

assigns meaning or context. There is a notion that learning is the 

expansion, rearranging or re-ordering previously held constructs. 

The metaphor can be drawn, therefore, that change is how a 

culture learns. Lessons for the renewal of schools can be seen in 

the intersection of the attributes of change and culture. 

The dimensional classifications of the nine themes combine 

to reveal the integrated relationship between culture and change. 

Using a format suggested by Michael Quinn Patton (1987), the 



149 

inquirer took a holistic view and developed a process/impact 

matrix. The following matrix (see Figure 4) illustrates the 

interwoven connections between the constructs which are 

descriptors of both the cultural and change dimensions. 

CHANGE 

C 
U 
L 
T 
U 
R 
E 

I 
Redefining Reshaping 

1 
Balancing 

Express 
iveness 

Recep
t iveness 

Ass igning 
Context 

•Expectation 

•Success and 
Reward 

•Change 
Receptivity 

•Power-
sharing 

•Trust and 
Caring 

•Pride 

•Shared 
Purpose 

•Leadership 
•Climate 

Figure 4. Cultural and change dimensions matrix. 

Expectation and Success and Reward communicate what is 

valued. When a culture makes known what is expected and what 

will be rewarded, a definition of success is established. This 

definition of success is not static because it is impacted by the 

level of efficacy and self-esteem of the stakeholders. 
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Jan Carlzon, president of Scandinavian Airlines (1987), 

wrote about the energizing benefit both reward and expectation 

have for broadbased success: 

Everyone needs to feel that their contributions are 
noticed. The work we do and the recognition we get 
for it contribute to our self-esteem . . . praise 
generates energy. . . . And the power behind healthy 
self-esteem generates the confidence and creativity 
needed to tackle the new challenges that are 
constantly around the corner. 

(p. 115 and 120) 

Creativity and productivity are released when the message 

given by the culture is one of Power-Sharing. Giving people the 

responsibility and information to make decisions empowers them. 

Empowerment also adds to self-esteem. Change is either initiated 

or accommodated in a climate that gives "the freedom to take 

responsibility (which in turn) releases resources that would 

otherwise remain concealed" (Carlzon, 1987, xv). 

Trust and Caring, as well as Pride, provide security. A 

person must feel encouraged, supported, and valued in order to be 

entrepreneurial. The culture must "provide support for 

venturesome champions. Encourage them; reassure them; and 

back them against the enemies they encounter" (Leavitt, 1986, p. 

96). 

Shared Purpose adds what Joyce, Murphy, Showers, and 

Murphy (1989) termed as "vertical and horizontal social 

cohesiveness . . . reducing . . . division while increasing 
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cooperation" (p. 71). Shared Purpose is the visionary quality of 

the culture. It provides the clarity of an articulated direction or 

intent for change. "The vision should be projected in time and 

space beyond the boundaries of ordinary planning activities . . . 

but it should not be so far distant as to be beyond the ability of 

incumbents in the organization to realize" (Bennis and Nanus, 

1985, p. 103). 

Assignment of context and the act of Redefining can be both 

a cultural and personal experience. Change Receptivity goes to the 

basic question of whether the risks involved are worth the costs. 

"The personal costs of trying new innovations are often high . . . 

and seldom is there any indication that innovations are worth the 

investment" (Butler, 1989). The willingness of the organization 

and the individuals to redefine systems by taking on new ideas is 

highly dependent upon the general receptivity to change. 

Leadership and School Climate provide clarity. "Teachers 

generally are forced to have stakes in the change game" (Batson, 

1989, p. 7). Because of the disequilibrium and confusion 

associated with change, those involved in the initiative need care 

and attention as much as they need information, resources, and 

support. Principals provide leadership for change , a "framework 

within which to act on a daily basis and . . . a standard against 

which to assess the effects of their (new) behavior" (Duttweiler 

and Hord, 1987, p. 78). The School Climate creates the nurturing 
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environment for innovation as well as a secure and safe haven for 

the innovators. 

The classifications and the matrix are devices, or metaphors, 

for the discussion of life at Thunderbird. It is in talking and 

thinking about culture and its overlapping relationship to change 

that the complex texture and weave of the organizational fabric is 

revealed. "Diverse as [it is] each metaphor has articulated some 

property of [the] organization that might otherwise have gone 

unnoticed . . . the truth lurks in the metaphor" (Peters and 

Waterman, 1982, p. 101). 

Implications 

As a qualitative description of the interaction between 

culture and change this inquiry does not lead to strong definitive 

statements of result or treatment recommendations. Rather, the 

telling of organizational life, in what superficially appears to be a 

simple elementary school, the Thunderbird story led to very 

intricate issues about the powerful relationship between two 

highly complex forces; change and culture. The inquiry has 

directed the formation of general statements which are offered, 

therefore, as a shared reflection on the relationship between 

change and school culture. Drawn from the data, these 

statements, though far from being quintessential, seek to provide 

a coherent proposition about the implications of change in school 

cultures. 
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Statement 1 

A culture is the environment in which change grows. The 

relationship between change and culture must be considered 

holistically and in context. 

It is through a "big picture" perspective that the intricate 

interplay between culture and change is revealed. This 

phenomena must be seen as a whole environment or ecological 

system that is either growing or declining, stimulating new ideas 

or discarding mismatched ones. To borrow Stanley M. Davis' 

(1987) analogy, the relationship between change and culture is 

like a three-dimensional holographic picture projected into space; 

"If the image is broken, any part of it will reconstruct the whole!" 

(p. 142). 

A holistic, or environmental perspective, implies a three-

dimensional view of the organization. In this manner the 

conditions, the surrounding, and the influences reflect the internal 

and external make-up of the organization's culture. 

A school environment must also be considered as an 

essentially bureaucratic organization. "In the main, the 

bureaucratic structure of the workplace is more influential in 

determining what professionals do than are personal abilities, 

professional training, or previous experience" (Frymier, 1987, p. 

10). Within the context of a bureaucratic environment, change 

initiatives must be viewed as parts of a whole. The survivability 
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of innovations is the measure of how they contribute to the 

overall culture of the organization. 

An environmental perspective of culture and change is like 

an artist stepping back and viewing his painting in progress. The 

artist understands the elements of art and knows the interplay of 

these elements as well as their affect on the image. Through 

changes made in any one or a combination of line, shape, form, 

space, texture, color, or value the artist changes the outcome. 

When the completed painting is seen it is first perceived as a 

whole. It is the general effect of the work that emotes a feeling or 

an impression. The painting ultimately is evaluated on the 

relationship of the parts to the whole. 

In examining the interchange between culture and change it 

is the whole and the contribution to the whole which is critical. 

"Regardless of the focus of particular change efforts, schools need 

to nurture and build on the cultural norms that contribute to 

growth" (Saphier and King, 1985, p. 67). To only focus on the 

elements of the change process is to miss the point. To only look 

at the concerns of individuals is also to miss the larger 

contributions. The culture of the organization, as a manifestation 

of the whole, is the fundamental bond that holds the organization 

together. Change, as growth, emerges from the culture. "Good 

seeds grow in strong cultures . . . . essentially the culture of the 

school is the foundation for school improvement" (Saphier and 

King, 1985, p. 67). 
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There is a new, common interest at this school in 
reaching kids and trying to meet individual needs. 

(FJ11-7B11) 

Cultures are built through the everyday business of 
school life. It is the way business is handled that 
both forms and reflects the culture. 

(Saphier and King, 1985, p. 75) 

[Thunderbird has] collaborative decision-making. 
[There are] monthly Faculty Council meetings. [Ask 
people] "How do you feel?". 

(JT4-LDC1) 

[We] need to highlight [the] small victories. 
(MW6-2A6) 

The external environment is another critical consideration in 

examining change in schools. The culture of an individual school 

is certainly influenced by the super-cultures of the neighborhood 

and the community Beyond the localized environments, "There is 

increasing evidence that schools are products of the political 

cultures of states and districts . . . . Furthermore, the trend of the 

early 1980's toward increased state regulation of schools does not 

appear to be shifting" (Timar, 1989, pp. 274-275). Terrence E. 

Deal (1985) noted that: 

outside the school are the values and traditions of 
parents and the local community. In many 
communities different values are championed by 
different interest groups or subcultures. External 
values affect the culture of the school, shaping what 
goes on inside, (p. 611) 
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Thunderbird [is a] stronger school. 

(JT6-16C6) 

Parent attitudes and involvement are high [at 
Thunderbird]. Good press [has caused] other parents 
in other schools now to want it [Thunderbird's 
innovations]. 

(MJN8-2-PP-RR) 

There are no recipes or pre-formed classification systems 

that those outside a culture can use to determine the significance 

of a change to a given culture. In some organizations a specific 

change may be very easily absorbed, causing little discomfort. 

The same change introduced into another organization might find 

accommodation a nearly impossible task. It is very important not 

to trivialize change. Each culture should be viewed as a whole, 

organically as existing in contextual environments. 

Statement 2 

Change initiatives must not only fit the current mission but 

must forecast favorably for the future growth and improvement 

of the organization. 

The media have periodically reported over the last twenty 

years that many people, affiliated in word or deed with the 

Democratic Party, have asked one basic question—"What has 

happened?" Even though the Democrats have generally 

maintained their majority in Congress they have been unable to 

establish a stronghold in the White House. With the exception of 

Jimmy Carter (1976-1980), no Democratic candidate has been 
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elected to the presidency since Lyndon Johnson in 1964. Not only 

have the Democrats not received a winning vote, they have faired 

miserably in contests against their Republican opponents. 

Given that there are many causes for the failure of the 

Democrats to elect a president, one reason may be that the 

Democratic party lost its niche. In the last half of the 1960's and 

in the 1970's the Democratic party made substantial changes, in 

many cases to please special interest groups. The merit of these 

changes is not the point, rather it is this: if an organization makes 

fundamental changes which are not in concert with its mission, 

then the organization risks losing its unique identity or its ability 

to fill a niche. 

Any significant change under consideration must be in 

cultural harmony with the mission and must be reasonably 

predicted to serve the needs of the organization in the long run. 

This goes back to the essential question: Based upon where we 

are and where we want to be, is this change important enough to 

be worth the effort? 

Harrison, Killion, and Mitchell (1989) have strongly 

recommended "that school districts clearly define their 

understanding of the desired end results early in the change 

process" (p. 56). Predictions of where the change will take the 

organization, however vital, are not in and of themselves 

sufficient. The innovation must be compatible with the mission as 

well as be equipped with what Deal and Kennedy (1985) termed 
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as "tangible symbols of new directions . . . . Like roadsigns, 

structural changes can help groping people find their way" (p. 

176). Roadsigns of change also provide in-progress connections or 

re-alignment to the mission. 

You know where they [students] need to be and figure 
how to get there. 

(JT13-4C4) 

[It is] time to get involved with people and [let them] 
see that we are in the People Business. 

(JT-LDCl) 

The culture of the organization is a vital link in establishing 

the relative and sustained worth of a change. "An understanding 

and awareness of the school's or the district's culture . . . [helps to] 

. . . ensure a 'fit' between the culture and proposed changes. This 

is critical because any change strategy has a minimal chance for 

success if it conflicts with the existing culture of the organization" 

(Texas LEAD Center, 1989). 

A culture has a system of "informal rules that spell out how 

people are to behave most of the time" (Deal and Kennedy 1985, 

p. 15). This informal system, like the mission, is another way in 

which the organization establishes its identity. The traditions and 

heritage of an organization are manifestations of the organization's 

persona. The "fit" of the change to the mission must also be in 

congruence with the traditions of the organization. 
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By high with Thunderbird. [We have] high 
expectations of each other. 

(JT2-LDC1) 

The congruence of change initiatives with the mission, as 

well as to the identity of the organization, enables an organization 

to grow and maintain energy and life in the context of its 

environment. 

[We are] trying to find the right nail. 
(JT4-LDC1) 

Stepping Back: Final Thoughts About Thunderbird 

The one thing of which we can be certain is change. 
No institution will ever solve its problems once and for 
all, because every solution generates a new set of 
problems. Moreover, conditions change; new 
knowledge or new problems discredit methods that 
worked in the past. Unless an institution has the 
capacity for change, it will not succeed for long. 

(Shanker, 1990, p. 356) 

In thinking about the Thunderbird experience, from the 

unique vantage points that time and research give, it seems that 

the interaction between change and culture had a positive affect 

for two reasons. Thunderbird, through the process of innovation, 

enhanced two strong and prevailing qualities; clarity and 

flexibility. 

Clarity and flexibility strengthened the precision and the 

capacity of Thunderbird's culture to be expressive, receptiveness 
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and context assigning. Thunderbird's experience should be seen 

holistically, rather than in isolation. Thunderbird is more than a 

simple elementary school. It is an allegory for the interaction 

between change and culture. 

Organizations can respond to needs or changing conditions 

by being proactive or venture-seeking. They may also find 

themselves, conversely, reacting to change. Operating from a 

basis of clarity, Thunderbird's organization sought out an 

innovation which fit not only a pre-existing need; but, also fit the 

culture. It was their choice to be entrepreneurial. 

The two innovations, BENCHMARKS and the computer lab, 

were both a single response to the need to find child-first avenues 

to complex issues. The spirit of innovation was successful because 

the seed was dropped in fertile ground. The ground was prepared 

because Thunderbird's organization was already clear about what 

they wanted to become. Thunderbird created contextual 

conditions for the appropriate change. 

Pathfinding is not only about being clear concerning the 

choice of change, it is also about farsightedness and timing. On a 

farm it is not enough to prepare the soil, the farmer must 

understand and maximize environmental conditions. 

Farsightedness, or long term clarity, is the ability to see 

down the road, to consider the lasting by-products of a change 

initiative. At Thunderbird the decision to pioneer the computer 

lab was clear and farsighted. This innovation had the result of 
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including everyone at the school in the opportunity to try new 

approaches. An added benefit from this inclusion was that all 

members of the culture shared in a special pride, being the first. 

The lab had a second benefit: it multiplied the opportunities to 

achieve a single goal, increasing student success. A wise farmer 

diversifies his corps to increase the probability of a successful 

yield. At Thunderbird, two paths were taken to achieve a 

common goal. 

The second element of clarity and change is timing. There is 

a season to plant each crop. If crops are planted out of season, 

though the soil and seed may be in perfect condition, they will not 

thrive. The seeds of innovation at Thunderbird were planted in 

their season. A culture must be ready to receive change. At 

Thunderbird many conditions, over more than ten years, 

combined to bring the culture into its season. Clarity involves a 

sense of judgement, or timing, to know when it is the season for 

change. 

Flexibility was a critical factor which enabled innovation at 

Thunderbird. Flexibility involves a willingness to take chances 

and change course if necessary. At Thunderbird the spirit of 

innovation was sustained because the organizational structures 

and the people within them were willing to adapt. Flexibility is 

also patience and sharing. The Thunderbird stakeholders had to 

be patient not only with the change but with each other as they 

tried "to find the right nail" (JT4-LDC1). 
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Ultimately the change qualities of redefining, reshaping and 

balancing, were assisted by the ability of Thunderbird's culture to 

be expressive, receptive, and to assign context. The synergistic 

relationship occurred as a result of Thunderbird's unique and 

consistent version of "turnrow talk." 



CHAPTER VIII 

POST SCRIPT TO THE CASE STUDY 

The trouble with you is . . .you think people should 
stay in their own sealed packages. You don't believe 
in opening up. You don't believe in trading back and 
forth. 

(Tyler, 1985, p. 311) 

The case study at Thunderbird was an examined life look at 

school culture and the interaction of change. By its very nature, 

this qualitative study unsealed the package of life in an 

organization. 

As the people at Thunderbird opened up and shared their 

insights and experiences about change, the inquirer found that 

change was not limited to the people in this school's culture. 

Change was also taking hold inside the inquirer herself. It is 

impossible to witness the opening up of others without uncovering 

new possibilities or new contexts for understanding within 

oneself. This examined life look at a school, therefore, compelled 

the inquirer to look beyond the original parameters of the inquiry. 

Approximately half-way through the case study year, the 

inquirer became concerned that something was missing. It 

seemed that the traditional notions about culture and change were 

out of balance without a third component. This component was 

the ethical dimension. The critical question became "how can 

163 
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school renewal be discussed in terms of values and vision without 

ethics?" 

The inquirer, not being a philosopher or an ethicist, sought 

help from the literature on what ethics means. Taylor (1975) 

defined ethics as a "philosophical inquiry into the nature and 

grounds of morality" (p. 1). Morality according to Taylor (1975), 

in this context, is not limited to: 

the actual judgments, standards and rules to be 
found in the moral codes of existing [cultures], but 
also what may be called ideal judgments, standards 
[and rules], (author's emphasis, p. 1) 

Ethical principles, therefore, forming the basis of moral judgments 

are not just about actions or obligations; they are about motives. 

In this milieu, change initiates cannot be viewed from their 

process or outcomes alone, but, also from the original intent and 

from motives which arise during the change implementation. The 

congruence between what an organization says and what it 

actually does, is in fact consideration of ethics. 

The interviews at Thunderbird revealed how change 

impacts people in a culture. Some of the data emerging from the 

case study were of such an intensely personal nature that it 

caused the inquirer to reflect upon the ethical dimension. 

People just starting their careers may think a job is 
just a job. But when they choose . . . [an 
organization], they often choose a way of life. The 
culture shapes their responses in a strong, but subtle 
way . . . . [and] they may be so well conditioned by 



165 
the culture they may not even recognize it. (Deal and 
Kennedy, 1982, p. 16) 

But change can cause disruption to the way of life and the old 

responses may no longer be appropriate. The fundamental issue, 

for the inquirer, was that significant change causes people not 

only discomfort and uncertainty, but frequently causes them to 

rethink or possibly realign basic values. The impact of change, 

both in terms of action and intent, raises significant ethical issues. 

The ethical dimension, originating with the Thunderbird story, 

began a new phase of the journey. 

In Search of Ethics 

The literature on reshaping or renewing school cultures is 

the starting point in the journey for insight into the ethics of 

change and organizational culture. Given that cultures are a 

collection of values, beliefs, and norms; they are also the 

organization's bastion of judgments, standards and rules. It would 

seem logical that ethics would be in concert with, if not cognate to, 

culture and change. The frustrating result was that very little was 

present in terms of straightforward discussion of the parallel 

implications of ethics and cultural change in school organizations. 

As a result primarily of the issues which continued to 

emerge at Thunderbird, and of a basic dissatisfaction with the 

literature, the inquirer decided to seek out the opinions of people 

living and working in another strong education culture. The 

inquirer decided that these people not only had to have a direct 
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involvement with the change process; they and their environment 

must have a history of discourse on ethics. The site chosen was 

the University of Notre Dame at Notre Dame, Indiana. 

The University of Notre Dame encourages scholars and 

students to critically investigate issues through philosophy, ethics 

and public policy. The university places an emphasis on social 

justice theory and the need for active social concerns. The 

inquirer, therefore, chose the University of Notre Dame as a site 

and as a resource for gaining insight into change and culture from 

an ethical perspective. 

The inquirer visited the University of Notre Dame on April 

17, 1989, and conducted six open-ended interviews with 

university personnel designated by the institution as change 

facilitators. It was interesting to the inquirer that the Notre Dame 

respondents tended to give their responses personally from their 

experiences as members of a culture, rather than as impartial 

scholars. 

Dr. Roger Skurski, University of Notre Dame Associate Dean, 

College of Arts and Letters, set up the interviews and arranged 

the schedule. The inquirer was requested, prior to the visit at 

Notre Dame, to write down a brief summary of what the 

respondents were to base their reflections upon. This summary 

was read to the respondents, by the inquirer, at the beginning of 

the personal interview. The following summary was used to 

initiate the open-ended interviews: 
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The drive toward excellence and effectiveness has 
caused educational organizations to mandate changes 
or instant innovations. These initiatives are intended 
to meet either the demands of constituents or 
legislators for accountability. Given that change is 
value-laden-requiring people in the organization to 
accommodate, implement or resist change-how do 
you, as a change facilitator, help assure that decisions, 
along the path of change, are ethical and have a 
stronghold on integrity? 

Three of the respondents served in administrative roles as 

either a dean or a provost. Two respondents were professors with 

additional university responsibilities. All of the respondents were 

faculty members with the exception of one respondent who was 

from a corporate management background and whose university 

responsibilities were in the area of staff and human resources. 

The Notre Dame respondents are distinctively set off from the 

inquirer's comments and from the literature. The interview 

responses are numbered one through six with "ND" used as a 

suffix to distinguish these responses from either the background 

or case study data from Thunderbird. 

The Notre Dame interviews served as the core for the 

inquirer's formulation of four ethics-based perspectives into the 

relationship of culture and change. The four perspectives are: 

(1) quick fixes versus patience 

(2) rational change model--alternatives 

(3) coherence--the institution and the culture 

(4) cui bono--who benefits? 
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Ouick Fixes Versus Patience 

No organizational culture will survive if it lacks the capacity 

to change. "To meet the demands of the fast-changing competitive 

scene, we must simply learn to love change as much as we have 

hated it in the past" (Peters, 1987, p. 56). The difficulty lies in the 

fact that organizations tend to be more reactive than proactive. 

This reactive tendency causes organizations to look for quick fixes, 

or minor course alterations, in order to deal with change. 

Tactically this purposeless behavior can work on the short term, 

but will not hold up when a macrochange arises. Quick fixes "strip 

an institution of its capacity to read its environment and change 

itself" (Shanker, 1990, p. 356). Quick fixes disengage an 

organization's capacity for sensitized self-initiated renewal, 

because they are not purpose-fixed. A climate of impatience may, 

therefore, prevail. 

Most ethical deterioration you find in an organization 
can be traced to impatience in attaining goals and 
objectives . . . . impatience is the villain that so often 
drives us off course. (Blanchard and Peale, 1988, pp. 
112-113) 

Impatience feeds the tendency toward ready-made answers. 

Wave after wave of state and local school reform movements, 

along with educational panaceas or gimmicks have caused schools 

to look frenetically for solutions. The result is a pendulum swing 

from passivity to reaction because of a lack of patient 
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commitment to human purpose. Harold Leavitt (1986) called for a 

look inward, a focus on managing the process. 

Both managerial planning and implementing have, by 
default, often acted as the masters of purpose rather 
than its servants. That gets organizations into 
trouble. Without some overarching human purpose to 
steer by, even the best planning and the most skillful 
implementing can leave organizations spinning in 
circles . . . proactive vision, intent, and purpose anchor 
and prioritize the managing process, (p. 219) 

Organizational cultures, as the standard bearers for moral 

judgment and values, can have the capacity for fostering a sound, 

ethical bias for purpose through patience. Patience is cultivated 

through the investment of energy in time and communication. 

Cultivating change has to be on-going, with one caveat, 
you can't do it [major change] every year. You need 
some kind of long range plan, without getting caught 
in a plan trap. The need is to be proactive. 

(5ND) 

Time 

Change causes uncertainty. As a result of change-related 

confusion, ethical concerns are often clouded or overlooked 

altogether. The change process creates new situations. The 

diffusion of previously held contexts and beliefs demands that 

cultural and individual energies be diverted to interpretation. 

Value analysis can therefore be put on the back burner. In the 

heat of the change it is difficult for people to evaluate where they 
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are going and how they are going to get there (Blanchard and 

Peale, 1988). 

The downside is that it takes more time to reach a 
consensus. [It is] a longer process. [The collegial 
model has benefits because] the idea of change can 
emerge from anyone in the bureaucracy and can be 
taken seriously. Innovation is supported and the 
structure nurtures change. 

(5ND) 

It takes more time to be thoughtful and to encourage others 

to develop their individual capacity to reflect on action and 

motive from an ethical construct. Taylor (1975) termed this 

patient perspective as a critical shift from customary morality to 

reflective morality. He wrote that: 

The supreme goal [for ethics] is to construct a moral 
order that can stand up to the critical scrutiny of 
reflective persons . . . . We are striving to be clear...in 
our ethical thinking [the specific purpose of analytic 
ethics] and, if possible, to arrive at the principles of a 
universally valid moral system . . . Thus ethics is not 
to be thought of merely as an intellectual game. It 
deals with the most vital issues we shall ever 
confront in practical life, and it alone can provide an 
adequate foundation for the moral growth of the 
individual, (p. 11) 

Purpose is an out-growth of reflection not only for 

individuals but for organizational cultures. Organizations that 

foster purpose through patience, enable people to think about 

critical issues and decisions. These organizations also model this 
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valued behavior as the foundation for the moral growth of the 

culture. 

Historically people considerations are usually not 
paramount in decision-making. This is especially true 
in organizations that have people as their business; for 
example, hospitals and schools. [It is ironic that] 
organizations with over 50% of their budgets people 
costs [salaries], have the least concern for people. 
[This happens] because decision-makers feel that 
everyone inherently understands, obviously everyone 
understands. The assumptions [are] that [therefore] 
we can save time not having to discuss people issues. 

(3ND) 

It is difficult and time consuming to deal with qualitative 

issues, to slow down and touch base with the ethical foundation. 

Purpose comes, not through quick fixes but rather through 

patience and people. Peters and Waterman (1982) and Blanchard 

and Peale (1988) both used Matsushita Electric as an example of 

an organizational culture with a clear purpose as a result of 

patience and a people orientation. Blanchard and Peale (1988) 

shared this excerpt of an interview with the chairman of 

Matsushita: 

Someone asked him, "Does your company have long-
range goals?" 
"Yes" was his answer. 
"How long are your long-range goals?" 
"Two hundred and fifty years," he said. 
"What do you need to carry them out?" 
"Patience." (p. 113) 
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Notre Dame University was founded approximately one 

hundred and fifty years ago by pioneering French priests and 

brothers of the Order of Holy Cross. The founder, his colleagues, 

and the young men of the University, literally built the eariy 

Notre Dame facilities, church, and famous golden-domed 

administration building brick by brick. At the foot of the statue of 

the founder. Father Sorin, there is an inscription which tells of 

Notre Dame's heritage of patience and purpose: 

Even if it were all gone 
I would not give up. 

(1879) 

Communication 

It is not sufficient for people or organizations to have 

patience or devote time to reflection in a monastic sense. In order 

for patience to add to the clarity and symmetry of the purpose, 

discussion and dialogue about critical issues must be openly 

shared. This is all the more critical because each person views 

ethics from his or her own experiences and background. 

Communication is vital. Communication is the means for both 

simulating and exchanging ideas. It is also an informal system for 

checking the match to the culture's ethical standards. 

Communication, therefore, simultaneously reinforces the central 

purpose through the fostering of autonomy and discipline. 

Sampling over time how things work, in community 
with the constituency [checks the ethical 



implications]. [This comes about] through the test of 
time, even though this isn't absolute. Articulating and 
talking [are critical]. 

(2ND) 

Restructuring an organization must be tempered with 
dialogue. 

(IND) 

Peters and Waterman (1982) agreed that sharing values and 

rules about process and details or action and motive, gives the 

standard measure or the structure in which autonomy can become 

routine. "Autonomy is a product of discipline. The discipline [a 

few shared values] provides the framework. It gives people 

confidence [to experiment, for instance] stemming from stable 

expectations about what really counts" (p. 322). 

In school organizations it is assumed that all people operate 

morally; therefore, ethical or group value considerations are built-

in or are self-winding. Because rules and policies which govern 

conduct in schools, both formal and informal, are written by 

people it is also assumed that these are also intrinsically ethical. 

John Stuart Mill (1861/1985) in his reflections on "The Logic 

of Morals" wrote: "In all branches of practical business, there are 

cases in which individuals are bound to conform their practice to a 

pre-established rule, while there are others in which it is part of 

their task to find or construct the rule by which they are to 

govern their conduct" (p. 345). In school organizations there is 

more support for conforming than for constructing. 

173 
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If the intent of change is to improve or reshape, then the 

ethical consideration is first to establish what rules of conduct 

already exist and to what extent do they apply. Secondly, what 

rules of conduct need to be created to be in concert with newly 

emerging situations. And thirdly, to what extent are participators 

vested in and bound by the ethical constructs. Mill (1861/1985) 

argues that it is "a manifest error to suppose that [all involved] . . . 

are bound by these maximums in the same manner" (p. 345). 

Dialogue and being able to articulate what we are 
about helps. 

(2ND) 

Discussion of ethical concerns, or "what we are about", can 

generate controversy and conflict. Communication, however, can 

also provide meaning and activate the conscience of the culture 

(Bennis and Nanus, 1985). 

In some organizations it is risky to reveal strong emotions, 

intense feelings, or conflicting ideas in public. Harlan and Gabarro 

(1976) related that "most groups . . . develop norms that only 

allow for the expression of positive feelings or feelings of 

disagreement, but not anger" (p. 53). Cultures that are purposeful 

and proactive, rather than reactive, are open to differences of 

opinion. 

No matter what the issue, it is the responsibility of 
the organization to keep conversation going and 
encourage a look at both sides. 

(6ND) 
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These organizational cultures intentionally reject the "we 

just don't talk about those things" syndrome by creating 

opportunities to stimulate discourse and dialogue. 

What your responsibility as an institution is, is to 
constantly teach what you think the values are . . . to 
articulate those changing values, for example in 
workshops, conferences and publications . . . and to 
expose issues, giving both sides. 

(6ND) 

Cultures that have a strong purpose are patient. Quick fixes 

are not attractive because these organizations look at change as a 

deliberate process that is worth the investment in time and 

people. The relationship between culture and change is an ethical 

context; therefore, is focused away from bottomline results. 

Rational Change Model - Alternatives 

What kind of organization are you in? [Ask yourself 
as you] look outward and inward. 

(4ND) 

Bottomline Thinking 

The rational model "seeks detached, analytical justification 

for all decisions. It is right enough to be dangerously wrong, and 

it has arguably led us seriously astray" (Peters and Waterman, 

1982, p. 19). In the rational model of change it is the quantitative 

outcome that is all important. A conservative and hyper-analytic 
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approach can be unethical, if, left unattended. It "leads to an 

abstract, heartless philosophy . . . . To be narrowly rational is often 

to be negative . . . . [and to reject] experimentation and abhor 

mistakes" (Peters and Waterman, 1982, p. 47). 

Part of the ethical dimension is being realistic, being 
open to what is happening and aware of mistakes. 
(Interviewer's emphasis) 

(2ND) 

Overdone, overly complex, and inflexible strategic plans, 

coupled with a hard drive for accountability and numerative 

results, crush the softer and more nebulous human issues. 

Bottomline thinking, without a focus on long term 
outcomes and implications, can cause ethical 
considerations to emerge. 

(IND) 

Ethical considerations are too hard to pin down or to define 

by bottomline objectives. Ethical reliance measures frequently 

have to be based on subjective standards such as intuition. In an 

organization with strong values, this intuition is honed by clean 

purpose. 

You must build in measures that can evaluate 
qualitative and quantitative [outcomes] of change. 

(5ND) 

Organizations can encourage reflective discourse on 

qualitative measures by creating a climate in which ethical 
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considerations, such as action and motive, are paramount. Warren 

Bennis (1989) used a comment by Norman Lear to underscore the 

fundamental importance of an ethical versus a bottomline focus: 

I think that where the greatest impact on the culture 
[at large] might have been, in other times, the church, 
education, the family, the greatest impact now is 
business. Everywhere one looks, it seems to me that 
short-term thinking in business is the greatest impact 
on our culture. And that's leadership, because it's 
certainly educating kids to believe there's nothing 
between winning and losing . . . . Short-term thinking 
is the societal disaster of our time. (p. 165) 

Involving People 

A strictly rational model has another fatal flaw, beside being 

driven by bottomline thinking, "the rationalist approach takes the 

living element out of situations that should, above all, be alive" 

(Peters and Waterman, 1982, p. 46). 

Leaving people out of the process, a centralized rational 

model values the institution over the individual. When this 

approach is present: 

Power is centralized. Power is dealt out to a hand 
picked few [cadre]. Change, on the whole, comes when 
it fits the values of [this group]. 

(5ND) 

The rational context is insensitive to normative 

requirements. Robin Fox (1983) shared his reflections on rational 

ethics and human nature when he wrote that: 
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History tells us that . . . changes [in social 
organizations] occur whether or not there is explicit 
planning, that the contingencies of such change are 
often poorly understood even by the people who try to 
produce them, and that rationally guided change may 
be practically impossible. (Weinreich-Haste and Lock, 
1983, p. 64) 

In a system where a lot of people with unilateral 
authority [make decisions] you might get behavior 
change, but not attitude change. 

(4ND) 

Involving people in decision making is a means for checking 

that what an organization says and what it does has congruence. 

In participatory cultures power and access are decentralized. This 

view of decision making, as an alternative to the rational 

approach, provides legitimacy and balance to organizational 

process. (Patterson, Purkey, and Parker, 1986) 

It is important to have genuine participation . . . . 
through empowering people. The leader can 
empower people very simply, but not [by] using 
unilateral authority. If you truly want to do things 
over time that stick . . . you need to enlist people and 
use their ideas. 

(4ND) 

So many innovations don't last because they are 
implemented without people. 

(3ND) 

It is okay not to cover things up . . . official leadership 
must socialize or nurture a climate that tells people 
that you don't vest in one person. One person is not 
the center of decision, rather decision-making is 
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vested collegially in everyone. 

(5ND) 

The Rise of Experts 

Eisenstadt argued that the tendency of decision making to 

coalesce in the upper levels of administration and among experts 

is a result of the rational bureaucratization of schools. A second 

development, automatization and information technology, has 

contributed to the rising monopoly of experts. The overload of 

information has also expanded the propensity of rationalism to 

influence organizational change models (Kranzberg, 1980). 

The age of technology has caused individual schools, local 

districts, and states to be inundated with information and data. 

Accountability measures have been designed around the ability of 

the technology to generate high speed, standardized, measurable 

results. 

As school boards and superintendents try to cope with the 

pressures to promote instructional leadership and to foster 

effective schools, it becomes an attractive solution to seek out 

experts. These experts offer assurances that they can train and 

produce ready-made leaders that are capable of managing school 

cultures by the numbers. Leaders, however, are not created in a 

rational mold, they are generally self-made. 

They are not, by the way, made in a single weekend 
seminar, as many of the leadership-theory spokesmen 
claim. I've come to think of that one as the microwave 



180 
theory: pop in Mr. or Ms. Average and out pops 
McLeader in sixty seconds . . . . 

I would argue that more leaders have been made 
by accident, circumstances, sheer grit, or will than 
have been made by all the leadership courses put 
together. Leadership courses can only teach skills. 
They can't teach character or vision . . . Developing 
character and vision is the way leaders invent 
themselves. 

(Bennis, 1989, p. 42) 

Seeking out experts for quick solutions to problems can only 

create more problems. Just as a leader cannot be made in a 

weekend workshop, a person cannot learn about the complex 

issues of change and culture in a seminar. Heavy reliance on 

forms or formulas to shape a culture shows when the beliefs and 

values articulated come from the rhetoric of an expert. Dr. G. H. 

Morris termed the second breed of expert, a "culture vulture." 

Eisenstadt also sounded a warning when he suggested that "this 

growth in the power of experts . . . has in fact denoted a very 

important shift in the relationship" between stakeholder groups in 

an organization's culture (Kranzberg, 1980, p. 188). 

Give people the opportunity to genuinely participate 
and stay away from consultants. 

(3ND) 

A result may be resistance to innovation because of the 

inconsistency or a lack of genuineness in dealing with people on 

the part of leadership. 
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One of the biggest resistance to change is when leader 
Jones the first time says, "This is it!" The next time 
says: "Let's get opinions," and then he does what he 
wants. 

(4ND) 

Perspective, purpose, participation and openness are the ethical 

alternatives to the rational model for change. Stuart Hampshire 

stressed that "in fact ethical discussions lead nowhere unless their 

conclusions are shared with [the] social groups that could bring 

the theory into practice" (Kranzberg, 1980, p. 201). 

Administration must be honest, straightforward and 
[have] a reputation for fair-dealing and that people 
are open for ideas. You have to create a climate of 
open-ness and that comes about by many strong 
activities. 

(6ND) 

[It is essential] to be direct and honest, to deal with 
issues, to equalize expectations. Information is power 
. . . it is not okay to withhold information. [It is] 
better to be open. 

(3ND) 

Coherence—the Institution 
and the Culture 

Dynamic institutions have the capacity for self-
renewal. They deal with challenges by changing-by 
re-examining what they have been doing and by 
reshaping it to new circumstances . . . . What 
mechanisms will build the capacity for self-renewal 
into our schools? . . . Creating [self-renewing] 
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mechanisms for our schools will require flexibility 
and experimentation. 
(Shanker, 1990, p. 356) 

The mechanism for causing school organizations to become 

more capable of self-renewal may be the coherence between the 

school as an institution and the school as an organizational culture. 

As a principle of ethics, the congruence between the institution 

and the culture is a focus on the "common good both as an end 

and as a means" (Adler, 1941, p. 108). 

New ideas come out of organic growth and the way 
we are. Rethinking [is a part of the process] for 
becoming a structure. 

(5ND) 

[You know what is right] by doing [the] things that are 
in concert with the history and traditions of a place 
and [checking] the match to the mission. Part of the 
ethical dimension is being realistic, being open to 
what is happening and being aware of mistakes. 

(2ND) 

Being Realistic—Life in Organizations 

Organizations are not [just] doing things to be nice but 
[to] enhance profit or productivity or service. 

(3ND) 

The measure of success in school organizations is the 

achievement of excellence in education. Change is usually 

initiated because it is seen as a way to enhance the institution's 

and the culture's capacity to become excellent. Timar and Kirp 
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(1989) emphasized that "a complex mixture of cultural and 

institutional factors, then, is required to foster educational 

excellence" (p. 508). 

People always underestimate the complexity of 
organizational behavior . . . one group of people is 
functioning at where we are today and one group at 
where we need to be in the future. You can help these 
two to become more congruent in their thinking by: 
(1) mission articulation 
(2) transference [or sharing] of ownership [to] not just 

leaders [in the organization], but employees, 
parents [and] the community 

(3) monitor [progress] and be willing to modify. 
(3ND) 

The institution that is guided by ethical principles must 

attend to the needs of people. 

People values do not have to equal organizational 
values. People feel displaced, because [of] the 
changing values in an organization . . . . [this] makes 
[them feel] uncomfortable. The organization needs to 
do things [to help]. If you are making significant 
cultural changes and you do not consider people then 
it is wrong - unethical. 

(3ND) 

The organization has a responsibility to the people 
who feel disenfranchised by the reshaping of a 
culture . . . . [There is also] an obligation, a 
responsibility to help people not only deal with 
change, but to show [uncover] the issues. 

(6ND) 
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Shared Responsibility 

The organization, as an institution and as a culture, has a 

responsibility for maintaining coherence in order to be receptive 

to change, or self-renewing. There must be an awareness or a 

sensitivity to people and environmental concerns. 

You have to take the time to understand the culture 
that you are in. Is this a cultural change or a program 
change—look at the impact. What environment are 
you functioning in? How is this decision going to 
impact [the] environment? 

(3ND) 

[Keep asking and assessing] what are the gains in 
changing? There is always work [involved] in change. 

(4ND) 

Involving people in the decisions of the organization enables 

the congruence between the needs of the institution and the needs 

of the culture to be checked. Ownership encourages the self-

renewing mechanism. 

The faculty is involved in the change-making 
mechanism. Some people are never involved enough, 
some people never want to be involved. 

(6ND) 

We are looking at more collegial models for change as 
[we] positively restructure [the culture] for 
[increased] ownership. 

(5ND) 
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When the expectations of the institution, the ideographic 

dimension, are in harmony with the needs of the culture, the 

nomothetic dimension, the chances increase that actions and 

motives are based in sound ethical principles. 

Cui Bono-Who Benefits? 

There is no such thing as a minor lapse in integrity. 
(Peters, 1987, p. 630) 

Individuals in organizations and institutions can accept 

change more readily if it is seen as in their best interest. In order 

for an innovation to be authentically accommodated it must be 

seen of benefit to the individuals and to the organization. 

Integrity can become a secondary issue. 

The reason an organization runs the way it [does] is 
because people like it that way. 

(4ND) 

The way an organization runs can cause people to either 

make decisions or choices which are either congruent to or 

inconsistent with ethical standards. People in these organizations 

sometimes find that they are incapable of genuine and honest 

participation either due to a preservation of their own self-

interest or out of fear. The lose touch with fundamental integrity. 

Sometimes people don't want to get into trouble. 
(4ND) 
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People become especially fearful if: results get more 

attention than people; the ground rules are unclear; the pain 

involved in the change exceeds the gain; or the organization 

creates expectations that are not or cannot be achieved. When 

people feel fearful ethical principles may yield. 

And then top managers wonder . . . why, when they 
bring people together and ask for suggestions for 
improvement, the employees look around the room 
and try to identify who's the biggest, baddest person 
in the room who can hurt them the most. Then they 
say exactly what that person most wants to hear, 
which in many cases is very different from the truth. 
Covering up, evading, and passing the buck all 
become common practices when people have been or 
anticipate being mistreated. (Blanchard and Peale, 
1988, p. 112) 

Specialization and bureaucratization also impede the 

response to or contemplation of ethical concerns. 

Hierarchical cultures measure themselves by their 
activities and focus on the delivery of services. They 
measure success quantitatively . . . . Furthermore, 
considerable organizational energy is spent on the 
care and feeding of role differentiation . . . [with] a 
good deal of time [spent on] protecting . . . turf. 
(Timar, 1989, p. 267) 

Fear and protection of the status quo can, therefore, be 

experienced not just by individuals but by groups. The 

Balkanization of schools encourages special interest groups to 

fragment the mission and detract from the central cohesiveness of 
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the culture. When special interest groups prevail, decisions are 

affected by the need to protect their mini-kingdoms. Each 

entrepreneurial activity or innovation is evaluated according to 

whether or not the self-benefitting status quo is maintained. If 

one group becomes more powerful than other groups they can 

influence and distort the ethical standards of the culture to their 

advantage. 

Establishing ethical standards is a communal human 
activity. To say that some single group has the 
privilege of deciding what is morally right and wrong 
is false—and dangerous. Of course, particular groups 
have their own interests, both altruistic and selfish. 
(Hosteller, 1989, p. 336) 

People in cultures which are experiencing change need to 

feel that they know what the ground rules are. Han Jonas wrote 

that : "We only know what is at stake when we know that it is at 

stake" (Kranzberg, 1980, p. 214). 

The people frequently who need to make change are: 
(1) not in on the ground floor 
(2) unclear why rules change 
(3) [the] incentives [for change] are not clear. 

(4ND) 

People must be included without creating 
expectations that cannot be lived up to . . . . People 
can feel like they don't understand what is expected 
of them or what the expected outcomes are. They 
don't understand the participation process and what 
we are going to do with the information. [When] 
people are asked to participate they [can be] unsure 
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of what their role is. 

(3ND) 

Organizations with consistent purpose and patience take the 

time to help individuals through the pain of change. When 

organizational cultures value fundamentally ethical practices they 

respect their people enough to help them feel benefitted and 

enabled. Any inconsistencies in this stance are an abrogation of 

integrity-that is, they don't amount to a sensible and fair 

compact between employee and the [organization]" (Peters, 1987, 

p. 628). 

There is a delicate balance [between] what makes this 
organization unique . . . [and the organization's] 
sensitivity to human resource issues. 

(IND) 

Attitudinal change is harder to get at . . . you must 
constantly listen, re-evaluate, look at equity [issues] 
and the [messages given by] activities. 

(6ND) 

The notion of operating in one's own self-interest is closely 

linked to motivation for lasting change and growth. "We don't yet 

know what will motivate people over time or encourage them to 

rethink the way the do things and to make tough decisions" 

(Shanker, 1990, p. 356). Ethics is about the big and the little 

things that an organization does to assist people in change and in 

making the tough decisions. Self-interest is in harmony with 

organizational interest, or the common good, when people feel 
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encouraged and rewarded for their participation in the change 

initiatives. 

The incentive to make change has to exceed the pain 
of the change process. What supports [the people] in 
the change process? Everything we know about 
reinforcement tells us that people [experiencing 
change] need more help, more resources, more 
support, more nurturing. The rewards have to fit the 
activities . . . [then] the rich [those feeling benefit 
from the change] will get richer. 

(4ND) 

The key is to show [that] people who are working 
hard are rewarded for doing good work, even if it is 
on the outer edges of what directions the changes 
take. 

(2ND) 

There are ways that use, creatively, peoples' interests. 
(2ND) 

The benefit from significant change must not be designed or 

concentrated on only one area of the organization. Ethical change 

involves a holistic focus on the culture and the people who live 

and work in that organization. "Significant improvements require 

that attention be given to the entire organization" (Killion and 

Harrison, 1990, p. 22). 

A Passion for Ethics 

Ethical behavior in school organizations has not been a 

common topic of discussion. It is time for ethics to come to the 

forefront. Ethics, however, is inexorably a part of both culture 
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and change. Cultures that foster ethical behavior in turn 

perpetuate strong, successful organizations. A solid sense of 

integrity, compassion, and common purpose are found in 

organizational cultures that support ethical conduct. "Ethics is not 

Pollyanna stuff. It works better" (Bennis, 1989, p. 166). 

Attention to ethical issues also fits attention to the change 

process. An ethical perspective can safeguard against changes 

which are either expedient or incongruent. "Sound ethical 

practices occur in organizations where the previously agreed-upon 

decision-making process is not compromised or bypassed to 

achieve desired results" (Blanchard and Peale, 1988, p. 110). 

More than a Code of Ethics, a commitment to a reflective response, 

over reaction, enables a culture to establish a proactive standard 

for measuring not only what the organization is; but, also what the 

organization is not. 

Louise Smith, Dallas I.S.D.'s principal of Charles Rice 

Elementary School and recognized by the United States 

Department of Education as a national effective school, was asked 

by the inquirer about ethics and change in a school culture. 

Louise Smith shared the following beliefs: 

You know you are on track ethically when you: 
(1) check your philosophic base, 
(2) do things that allow people to keep their dignity 

in tact, 
(3) dialogue with constituents, 
(4) do not be coercive. 
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(5) use on-going progress measures. 
You want people to be excellent or bring them 
to excellence without knocking them off their 
feet. 

If the culture of the school is the ship that carries the 

organization on the sea of change, then ethics is the lighthouse. 

The ethical dimension warns of rocks and signals the safe harbor. 

Afterthought 

Restructuring, renewing, or reforming schools all lead to one 

path and that path is change. The conclusion of this research 

indicates that the relationship between change and culture must 

be viewed from a holistic perspective which emphasizes ethics 

and congruence. This perspective considers change through an 

environmental or broad range focus on the context of the school 

culture. 

A cultural change implies an effort to change beliefs or 

values. This task should not be taken lightly or as a box to be 

checked off on a strategic plan for change. Cultural change carries 

a responsibility for the organization to clearly articulate what is 

important; to be receptive and encourage participation; and to be 

supportive. "To change people's beliefs requires creating 

conditions for change rather than imposing reforms. It calls for 

open systems of thinking rather than the closed systems most 

reformers are accustomed to" (Combs, 1988, p. 39). 
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APPENDIX A 

DESCRIPTION OF THE BENCHMARKS 

PROGRAM INNOVATION 

BENCHMARKS was structured to meet the needs of primary 

gifted and at-risk students. This structure was: 

(K-lst) BENCHMARKS - "Young Explorers" Student Population 

Entrance Criteria: 

At-risk students 

• Kindergarten students "retained" in Kindergarten (K) 

First grade students who minimally completed K 

(cumulative K average approximately 70-75%) 

New students who did not attend Kindergarten (but are 

six years old by Sept. 1) and are identified as highly skill 

deficient or instructionally overplaced. 

Potentially gifted students 

• Kindergarten students identified, screened and selected 

through Plainview I.S.D.'s gifted program. (G/T students 

were identified and placed in the program by the end of 

the eighth week of school.) 

rist-2nd) BENCHMARKS - "Eariv Targets" Student Population 

Entrance Criteria: 

200 
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At-risk Students 

"Within reach" first grade retainees (cumulative average 

of 65-70%) 

• Students who failed to master two sections of the first 

grade Texas Educational Assessment of Minimum Skills 

(TEAMS) 

• Second grade students who have minimally achieved 

promotion status (cumulative first grade average 

approximately 70-75%) 

• Students "placed" in second grade because of one 

previous retention. 

Potentially gifted students 

• First graders meeting Plainview's gifted and talented 

criteria. 

(2nd-3rd) BENCHMARKS - "Pathfinders" Student Population 

Entrance Criteria: 

At-risk students 

• "Within reach" second grade retainees (cumulative 

average of 65-70%) 

• Third grade students who have minimally achieved 

promotion status (cumulative second grade average 70-

75%) 

• Students "placed" in third grade (one previous retention) 
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• Students who scored two or more years below grade 

level on the California Achievement Test (CAT) 

Potenriallv gifted students 

• Second graders meeting the district's G/T criteria. 

BENCHMARKS is not for special population students receiving 

services in other progtrams, such as: 

1) Students who are in Special Education 

2) Bilingual students. 

The outline for the BENCHMARKS instructional program is as 

follows: 

• Thematic, experienced-based learning focusing on skill 

development primarily in the integrated language arts 

and mathematics with an incorporation of science and 

social studies concepts. 

• Use of computer assisted instruction. 

• Cooperative learning opportunities. 

• Emphasis on developmental tasks, and higher level 

cognition. 

• Systematic instruction in higher level thinking skills. 

• Classroom environments developed as structured 

learning labs. 

Exit based on mastery of essential elements and District 

goals as articulated in individualized objective. 
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Cooperative curriculum development and mutual 

adaption of materials and procedures by BENCHMARKS 

team. 

Specialized materials and adapted textbooks. 

Whole language approach with an intensive emphasis on 

composition. 

Dyslexic intervention strategies. 

On-going evaluation and assessment of students and 

program. 

"Pull-in" of Chapter I personnel for appropriate students. 

"Pull-in" of Elementary G/T consulting teacher. 

"During the day" enrichment and tutorials. 

Full time instructional aides in each BENCHMARKS 

classroom (making the adult/student ratio a maximum of 

1:11). 

Home visitation and parent volunteers. 



APPENDIX B 

PROCEDURES 

Research Methods 

An investigation into the relarionship between culture and 

change in a school organization suggested a research method that 

enabled the sharing of the real-world experiences and insights. 

The method chosen, qualitative research, is intended to place the 

emphasis on the people participating in the change process within 

the context of their own natural environment. 

Qualitative methods are particularly oriented toward 

exploration, discovery, and inductive logic....guided not by 

hypotheses but by questions, issues, and a search for patterns" 

(Patton, 1987, p. 15). The issues and patterns which emerge are 

not intended to provide a step-by-step formula for research 

replication. Rather it is the intent of this inquiry to add to the 

history of change and culture research through illustrations, 

shared thoughts, and through episodes of life. 

Site Selection 

The site for the case study, Thunderbird Elementary, was 

selected because this school had chosen to take on significant 

changes which would, in varying degrees, involve the entire staff. 

These changes could also be classified as entrepreneurial or 

experimental in that Thunderbird would be the only campus in 

the district piloting the BENCHMARKS program and an elementary 
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computer lab. It was projected; therefore, that these changes 

would cause impact in Thunderbird's culture in ways which could 

be detected and observed. 

Thunderbird's principal was given a summary, by the 

inquirer, of how data was to be collected and used in line with the 

overall research. He then gave permission for Thunderbird to be 

the case study site. 

Data Collection 

The data collection activities began in August of 1988 and 

ended in June, 1989. The data sources at the case study site were 

interviews, memorandum, student journals and writing, field 

observations and other documents. 

The open-ended interviews were conducted at Thunderbird 

by a five member interview team, not including the inquirer. The 

first set of interviews were conducted in December 1988. The 

second series of interviews were conducted in May of 1989. 

Prior to the scheduled interviews, the inquirer gave the 

interviewers information on in-depth, open-ended interviews, 

which was derived from methods suggested by Lincoln and Guba 

(1985). The interviewers were also given a brief summary of the 

focus of the inquiry. There were no standardized or pre

determined questions or sequence of topics given to the 

interviewers. Because the interviewers were aware of the focus 

of the inquiry prior to their contact with the teachers and 
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administrator at Thunderbird, the approach to the qualitative 

interviewing could best be described as an informal interview 

guide. "The interviewer remains free to build a conversation 

within a particular subject area, to word questions spontaneously, 

and to establish a conversational style - but with the focus on a 

particular predetermined subject" (Patton, 1987, p. 111). 

All interviews were voluntary and were conducted on a 

face-to-face basis. Teachers were sometimes interviewed in their 

classrooms. Other times teachers were interviewed in the 

cafeteria or in another site designated by the principal for the 

sake of privacy. The inquirer set up the dates in which the 

interviewers would be present at Thunderbird. On the day of the 

interviews, the principal gave the interviewers a list of the staff 

and their conference periods. The interviewers were free to 

choose individual staff members and talk to them during their 

planning times. Up to three teachers had a conference period 

every forty-five minutes. The principal did make some efforts 

during the spring interviews to assure that most staff members 

had the opportunity to be interviewed if they chose to have an 

opportunity to share their ideas and opinions. The inquirer 

neither sought nor was given input into the actual scheduling of 

interviews. On the days in which the interviews were taking 

place the inquirer stayed away from Thunderbird. The principal 

also left the teachers free to talk to the interviewer in privacy. 
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The over thirty hours of interviews were recorded by the 

interviewers on paper. No tape recordings were used. The fi\c 

interviewers tended to write their observations in the text of their 

notes. The individual interview notes were not identified by the 

name of the respondent, a sequential number was assigned; 

however, in some cases the interviewer designated the 

respondent as a "user," if that teacher was directly involved in 

either BENCHMARKS or the computer lab. 

The December interviews were conducted by Dr. Terry 

Northup, Chair Department of Education, McMurray University, 

Abilene, Texas, and Mary Jacque Northup, elementary teacher, 

Abilene I.S.D. These two interviewers were chosen by the 

inquirer because they had previously lived in Plainview and were 

familiar to many of the teachers. It was the intent of the inquirer 

to make the teacher-respondents as comfortable as possible 

during the first series of interviews. The Northups were 

scheduled at Thunderbird on the same day, though they 

conducted interviews independently. 

The second series of interviews was scheduled in May. Like 

the December interviews it was intended that interview data was 

gathered toward the physical end of semesters. Three individual 

interviewers were scheduled on three different dates at 

Thunderbird. The May interview team was composed of: 

Marc Williamson, Assistant Superintendent, Hereford I.S.D., 

Hereford, Texas; Floyd Jackson, Assistant Superintendent, Tulia 
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I.S.D., Tulia, Texas; and Dr. Jim Todd, Chair, College of Education, 

Wayland Baptist University, Plainview, Texas. These interviewers 

were chosen by the inquirer because, like the first team, they 

were not members of Plainview I.S.D. and were familiar with the 

setting of West Texas elementary schools. Two of the 

interviewers, Williamson and Jackson, were completely unknown 

to the staff. The principal was also among those interviewed. 

The inquirer did not participate in the site interviews 

because the inquirer held an administrative position. Director of 

Elementary Curriculum in Plainview I.S.D. Though the inquirer 

had a close personal relationship with the Thunderbird staff, the 

inquirer wanted to create an opportunity for the staff to be as 

free as possible to express genuine feelings and thoughts. It was 

the intent of the inquirer to protect, as much as possible, the 

privacy of the individuals and the integrity of the interview data. 

Additional data sources from Thunderbird were: 

BENCHMARKS student journals; the weekly memorandum by the 

principal to the staff; notes from parents; and other documents 

such as daily attendance, failure reports, and standardized test 

scores. 

The inquirer conducted both sets of off-site interviews 

designated for the purpose of gathering demographic background 

for Thunderbird and at the University of Notre Dame. The 

demographic interview data sources were as follows: discussion 

with previous and current Plainview administrators; a former 
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superintendent; an official with the City of Plainview; as well as 

former and current Thunderbird staff members. 

The Notre Dame interviews were conducted in April of 1989 

by the inquirer. All interviews were conducted in the offices of 

the six respondents. As with the demographic interviews, the 

Notre Dame interviews were conducted using the informal 

interview guide approach. Responses were recorded on paper and 

coded in sequence with an "ND" suffix. 

Ultimately over forty-five hours of in-depth interviews 

comprised the majority of the qualitative data gathered for this 

inquiry. 

Data Analysis 

"Analysis is the process of bringing order to the data, 

organizing what is there into patterns, categories, and basic 

descriptive units" (Patton, 1987, p. 144). Analysis of data begins 

with the organization of the mass of data and ends with the 

emergence of patterns or themes. 

The interview data for this inquiry were organized in two 

manners. The interviewers' notes, comprising the site interviews, 

were organized on to index cards. Each index card was coded to 

enable the interviewer to trace the response back to the original 

interviewers record. Student journals, student writing, parent 

notes, and other similar data was organized with the same index 

card method. The Notre Dame and demographic interviews were 
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left in the inquirer's original notes. These interviews were kept in 

inquiry journals. 

The principal's memorandums were photocopied, dated by 

line, and cut into strips by either line or paragraph. This method 

was used to enable the inquirer to sort and classify this data along 

with the index cards. 

The categorization of the raw data was not done until the 

closure of the fieldwork timeframe. After organizing the site-

interview and other site-based data into sortable forms, the 

inquirer began to sort and resort the data seeking common 

patterns. At the end of this very tedious process the nine themes 

were identified. 

Michael Quinn Patton's (1987) procedure was used as a 

process for writing the case study. First the raw data were 

assembled. Next a case record was constructed. The case record 

is a "condensation of the raw case data organizing, classifying, and 

editing the raw case data into a manageable and accessible 

package" (p. 149). Finally, the case study narrative was written. 

In this inquiry the case study was presented thematically instead 

of chronologically. 

In order to test themes and assist in the convergence of the 

data the inquirer used semantic maps which were developed into 

thematic categories. These categories were cross-classified into a 

cell by cell matrix illustrating change and culture. The 

relationships between the themes were tested in this 
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"process/outcomes matrix . . . (which became) a way of organizing, 

thinking about, and presenting the qualitative connections" 

between change and culture (Patton, 1987, p. 156). The themes 

were, therefore, ultimately checked independently and against 

themselves. 

The process of data analysis used in this inquiry enabled the 

complex interplay between change and culture to be more fully 

understood. This process was the foundation for the general 

statements found in Chapter Seven. The varied descriptions and 

shared experiences of people at Thunderbird yielded a rich 

harvest of thought concerning the relationship between change 

and culture in schools. 


