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l. Introductlon '_purposes and structure of the: paper‘
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The study of gistory 1n generallcan be conce1ved .as. a“systematxc study of change. )

A h1stor1an is interested\ln pol1t1csl, soc1ologlcal,wldeologxcal factora tharA

~

N
shape»the hxstory, as' far as‘they»are respons1b1e for hzstorzcal changes.

»,

The study of the hrstory of educst1on 1napart1cu1ar 1nvolves, among other
p'oblems, the‘study of the adoptlon, d1ssem1natzon and;xmplemgntatxon of edu-
catlonal 1deas, of new structures for: a natlon-w1de schoor system, of new

BT B , .
currxcula,\etc... L 1Qx - . L

e N M . o
. N ‘ . - LA
¢ IR . o .‘ 1\

Slnce the beg1nn1ng of the‘l960's we -see that nducatlonlsts

'&ciologists,

L

specxalists in- organxzat1on*dev’lopment haverconducted many stud:es~1n order _~fﬁw

tO*set 1nszghts 1nto the process of reform and 1nnovat1on 1n«educatxon.
As Goodlad observed,)during the I960's 1nnovatfpa wes the name of the educat1on
game (Goodlad et- al.,,l974, p° 14) Durzng th1s per1od - and even today - an.

o~

......

create and d1ssem1nate new approaches to schoollng. Accord1ng to Whites1de

there was at that txme 4 h1gh,level of consensus among educat1ona1 op1n1on-makers _’l

~on the need for change,;ther_;was also - and st;ll cont1nues to be - a w1de

var1atlon in the scope of tne change almed at.. The alternat1ves°proposed ranéed
all the way from leavxng ‘the present school v1rtually 1ntact as an 1nst1tutxon
.'but w1th much- revxszon 1n currzculum aad 1nstruction to replac1ng completely

the school thh new arrangements for educat1on w1th or w1thout some form of

compulaory educatxon (thteslde, g978, P. d4-15) . L .
Along'with the increasfng‘interest for. change‘and innovation in' educational

settlngs, .one can obgerve an 1ncrease in research projects and the publ1cat1on of

review articles of-h1gh quality (G1acqu1nta, 1973 Fullan & Pomfret, 19773
Fullan,én. lees. M.B. & Taylor, Goy 1980) These rev1ews, articles “and. J
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A

of th1s paper 1s to deve10p an analytxcal framework in order to understand

better, 1n a dynamxc way, how changes take place in our schools (and aIso

I in the c1assrooms) "In other words : firstly we will try to present some of Ly

: &
M
by
o

>
o

the basic dssumptions: that have to be considered when one likes ta analyse.

SAVL ek

v
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' the process of change, secondly rather than developxng another hypothetical

model of change, we have the intention to present the basxc d1mensxons and

factors that‘we have to take 1nto account in order to understand "innovations

o e
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In working out a framework for the studiﬂgf change and ipnovations in education,
o C we w111 consider the two followxng assumptions about the process of educational

change. The first one is that the extent of real change or the degree of 1mp1e~

mentatzon and incorporation of an innovation 1n any . school’s organxzatxon and the .;

H

3

i‘, way and speed wlth which it occurs, depends upon mult{ble factors. The basxc fac-
3 . h tors will be described and elaborated. The .second assumption is that the ErocessyA

of change can be conceptuallzed as a three-st_ge_process. Accord1ng to Glacquznra,

to change a school in.a successful wa , we have proceed upon three basic stages :. /
y and gncorporag 2

o initiations of the 1nnovatlon, 1mp1ementat10n as a stable art of the organiza-
3 P 8

gj t10na1 structure (Glacquznta, 1973, p. 179). In more recent t.bllcatlons, 1mp1e-,;f

mentation has been cons1deked as the core stage. Questions as : what is the nature

«

of implementation; why study implementation and how can we measure the degree of ..

é: ' implementation are very relevant ones (Fullan & Pomfret, 1977; Jane Roberts, 1978),

. ——
R R o T

A , :
The paper is set up around these two assumptions. After a short analysis of some: .-

. def1n1t1ons and distinctions, we will give a descr1pt10n of the three stages

o kadet o o g2

and/gocus our attention on the determlnants of the 1mp1ementat10n.process. - )
£ By proced1ng in that way we hope to give an overview- of the most recent trends 2

R in the research on 1nnovat1ons in educat1on, and we doe hOpe that members ‘of a

i .~ "Society “for the study of the history of education" will bé able to formulate

§ o some consequences for their own specific research work. , :
?&é . , ) . A -
z - 2..Ana1ysis,of some definitions and distinctions q ..

g‘ Until now, we have used terms as "change", "educat10na1 ‘change", 'educatrtnal

.i_,_ R 71nnovat10ns 1nterchangeab1yfﬂAt~thls ‘moment -a lot -of-terms-and-definitions-.

are used. Start1ng to make a .distinction between "reform" and "innovation", we 3A;

o © T will afterwards try to concentrate on two important aspects of educational reforms

‘and innovations and prove the importance oZ our second assumption (see point 1) 1n i

|

which we suggested that the implementation ~ stage is the central one.’
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In a paper for policy-people, Sack quotes Kluchnikov who suggests that

- educat10na1 reform 1s "an 1nterna1 part of the social ‘transformation and L <
,compr1ses maJor changes in educat1onal pol1c1es, -involving major changes in 'f
a nation's educational ob3ect1ves, normatlves and structures. An educat1ona1 o
.reform is a system-wide phenomenon which may have repercussions beyond the °

'educatxonal system itself. In other words , the idea of educat1ona1 reform

ténds to be linked to broader ideas of societal change or, at 1east\Lof bett;r v
systems maintenance at a societal level (Sack, 1979, p. 2). Secondly, an E
educational reform is generally initiated by the dec1s1on-mak1ng center of the ;
educational system, Th1rd1y,' in the. evaluat1on of an educational reform we

f1nd that env1ronmental factors (social, economical and political) are cons1s-
tently presented as- play1ng an. essent1al role in the evaluative understand1ng B
‘of a'reform (Sack, 1979, p. 3), And fourthly ,the description of the educa- ,l@
tional reform.ls generally restr1cted to some general aims and obJect1ves and

can be found 1n the official documents of the Ministries of Educat1on. These ;g

e

documents contain no comments or suggestions on the processes and methods by !

which the objectives are to be realized. - o "t

¢ . [ . -

. Applying these four characteristics, we can say that the comprehensive school . ..
in Sweden, the so-ca11ed "middle-school" in the Netherlands and the Renewed
Secondary School in Belgium can be conceived as refcrms. In these three cases 3

we find as a general aim , the democratisation of the ‘scho6l system in order to

. -

reduce social, regional and sexual 1nequa11t1es in the social system(Sack.1979,p 3C

/ Looking at these and other general aims, Hg/can’discern a conception of the

relationship between educat1on and society.. ,

N ¢

f On the other hand, 1nnovat1on is a term very often- uséd in pub11cat1ons. ]

| A
! Compar;ng innovation with reform, we can in fact say that Ry reform consists of . .
I :
| a bundle of innovations: In order to 1mp1ement the Renswed Secondary SchoolsA

~

"in Belgium, the schools‘and the ﬁeachers have to 1mp1ement a system of grouplng
e present
pup11s which differs a lot from J_sglf-contalned classrooms, teachers have to

. accept and to use another evaluation systemj new curricula and materials have :

to be 1ntroduced, new forms of cooperation between teachers are necessary; for a
number of act1v1t1es the school and the teachers are dependent on an external
support’ structure, etc... Lookipg at this examples we can say that compared with

® .- L4
a reform, innovations (in an educational setting) are more limited in scope: we

RJ!:‘ < cin even observe that the ‘same innovation is implemented in very different ways.

*.can“conce1Ve 1nnovat1ons as attempts to 1mprove or change selected aspects of the ‘9

educat1ona1 system, of the functioning of a school and of the teaching activities

' _of teachers. Secondly, some of the so-called innovations are initiated by a

central policy body; others are created by schools or a group of teachers. One
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._ _vations havc observed that there is a real gap between-the—ideas of the ‘fiew

i b RN e

Th1rd1y, accord1ng to Sack " without ignoring external or epvironmental

factors, the avaxlable studies on educational 1nnovat10ns tend to be more M A

concerned thh factors within the edycational system (or within the school) uh1ch nf

are technxcally relatlve to the 1nnovat10n in question and the processes -of 1ts

. applxcatxon (Sack, 1979, p. 4). Fourthly - and this is important - those who . %

study the life of educational innovations are 1nteres*ed in an understandxng
of the processes by which an innovation is ~n1t1ated, implemented and incor- ;
porated. Planners and polxcy—makers on the macro-level appear to concentrate on l?
the general aims and the relationship of these aims with the future development

of the socxety Researchers and change agents 1nterested in innovations appear 5

to concentrate on the process-sxde of a change in an educat10na1 setxxng and ~%

on the factors which detetmxne the qua11ty of the process. o

Although the distinction between "reform" and "innovation" has a limited value,
we can accept the fact that a reform is related to a new idea, a new development
of a yhole school system 1n relation with the- econom1c, socizl and political
development of a nation. In other‘words a reform appears to be sltuated on the
macl;o-level. Studying the course of an innovation means uelaboratmg the i
relationship between the characteristics of -an -innoyation and the reactions of 1%
an 1nd1v1dua1 teacher and of the parents; it also mdans an 1nvestxgat10n of the i\é
consequences of an inncvations for the grouplng of t chars and the 1ntroduct10n %
of new ‘departments. It means the study of the consequences . .7 f
of an innovation for *he daily act1v1t1es of a %eacher in his or her classroom. '
The study of the initjation and the- implementation 6f an innovation isasituated
on the méso~ and micro-level.

The distinction between "réform" and "innovation" leads to a theme which is )

basically important for the understanding of a trend in the research on inno- "3
vations in education. In- most countries we can observe that the. general policy :
plans on chanée—and reform of the educat10na1 system are generally s11ent on the A
processes and methods by which the obJectxves are to be realised by the schools j
and by the (zndxvxdual) teacher. In other-wordsy -the policy makers are in: the i

first place interested in the formulation of the aims and in the explanation of

the value of the proposed reform. They are far more less interested in the pro-

cess of a real implementation. But again.and again studies of ‘educational inno-

educational revolution' and the blue-prxnt of a reform on the one hand and the :

L.

daily rea11ty in the school and in the classrooms. In his study of the elementary §

-school in the U.S.A., Goodlad concluded that few of the most widely recommended

educatxonal .ideas and practices have found ‘their way into the classroom (Goodlad ;*?
et al., 1910)

o

A‘so in re1at10n to the USA Lortie observes that it is paradoxxcal
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‘kthat although 1n,recent years millions have been spent on educat1ona1‘oevelop-

PR RISy Doy

o gl»\:\;
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{ii’~ '"b '_ ment, the quality and quartity of repo;tlng on school activities remains ser1ous1y

Lo ’1nadequate (Lortie, 1975, p. 214). In a " xeport- on ‘the implementation .of.
"ESEA T1t1e I - wh1ch is a part Y the so-called Rand Studges - Milbrey Wallin
McLaugh11n, makes the observat1on that thé passage of ESEA Title I embodied
not only the high hopes of reformers, but also.an implicit challenge to the .
nation' ] school system. Title I 1mp11ed that current practices are 1nadequate )
and that the schootls were given, the assignment of self-renewal However, almost
a.decade after the passage of Title I, the general verd1ct is that educators
have not successfully met that challenge - that Title I has "failed" as an
,1nstrument of national policy. W1thout exception, the national evaluations of

Title I, have been unable to 1dent1fy how partrc1pat1on in T1t1e I programs

*  of the Renewed Pr1mary School in Belgium., The innovation of the Primarv School

T : schools Jolned the exper1menta1 group. After seven years we could observe that

o ‘ "reading instruction" and "'the. 1ntegrat1on of the preschool education in the

elementary school" had been 1mp1emented in various ways; which leads us to the

of the same innovation. In his pub11cat1ons on some reforms in Great ‘Britain,

and after an analysis of the gap--between rhetorrc_and reality of reforms and

o -developments in our description and understand1ng of what goes on in schools
: Lt ‘must beamade" (whftes1de, 1978, p. 43).

;‘ L3
S In other words the richest terrain for investigation is.the one where one finds
: . - the most act1on, that is the local school and the local ‘classroom. In order to

- get a rea1 understand1ng of the’ process of 1nnovat1on, we have to focus our
' attent1on at the po1nts of initiation and 1mp1ementat1on (or in some cases
3 . application) of the 1nnovatxon. Here, again, we repeat the idea that in recent

pub11cat1ons the 1mp1ementat1on gtage 5sﬁggns1dered _as the central one.

e - 4

e

. T or the expenditure of Title I funds have affected target ch11dren (Y11brey

ff . nj£? Wa111n McLaugh11n, 1976, p. 397-398)“ . : :  t

i ‘-éf In 1979-'80 we kad the opportun1ty to_ set up on evaluat1on study on some aspects K
1

started in 1973-'74 in a limited number of schools; in the follow1ng years others,»

. a——w?

zn many cases nothing had changed° in other schools 1nnovat1onsfas "individualized: i
. conc1us1on that in reality we don t find an innovation but rather conf1gurat1ons '

innovations, Whiteside concludes : "... if the devide between rhetoric and reality.

;~ ) i1s to bridged, if change it not to be blunted on the school and classroom door, .. -

that most of the stud1es in the £1e1d of the history of educat1on -are concentrated

)
K
{

1
3
~

O
L

;- : Ve assume that students of the history of educat1on are 1nterested both in the
¢  study of reforms and the study of innovations. E. g. the analysis of the reldtion-
?, . .ship between the development of technical and professional,schools and the in-
1 '\; dustrial “evolut1ons is very interesting for a historian. Furthermore we assume
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'}on the relat1onsh1p between the development of schodls and extra-school

organ1sat1ons and the soc1c-econom1c development. We can also imagine that
“hxstor1ans 1nvestlgate 1nnovat1ons as def1ned in this paper. An analysis

of - manuals uséd during two.or three decades cau lead to an understanding of
the“;nplementat1on of new ideas on mathematics or natural sczences. Using the.
r1ght sources one can reconstruct the spread of an innovation. In my opiniom )
this is a real challenge for the history of educat1on ¢ how to analyze h1stor1cal
mater1al in order to getanunderstand1ng;fthe 1mplementat1on = which is different
from the. adopt1on and the dissemination of an' innovation, How-can we develop-a: j

reference scheme that can-be used for an analysis of written material ? What are ‘§

o~

the basic dimensions of that reference scheme ? ¢ e
Thie Problem-for the history of education has been pointed out by Cl1fford as ,g
follows. ¢ th1s tendency of educat1onal history to omit school culture is v

part1cularly m1slead1ng when the telling deals with the mote 'progressive"

parts of the story i.ée. with change. Hence the chron1cler spec1f1es the o i
charges against the formely tyrannical schools, 1llustrate the pedagog1cal‘m'.e“w»--‘:£
of the old fashioned teacher, po1nts an.outl1ne of the 'bad old schooldays'.
The deta1l1ng of reformed practices, however, is sketchy and change is reduc1ble o

mostly to statements of ideals (Clifford,. 19735 pv 4).

3. Stages of the change-process ‘

k)
A first step in the construction of a reference scheme concerns an analysis of-

.

the change-progress Inmost: publ1cat1ons, a general model in wh1ch the three stages

. 1n1t1atxon-1mplementat1on-1ncorporat1on are descr1bed, is accepted.

According to G1acqu1nta the three stages can be defined as follows. Initiation . ’
is the process that, when succesful, leads _to the 1ntroduct1on of (organ1zat1onal)

innovations. Implementat1on is the process that, when successful results in the l‘f

a1terat1on of organ1zat1onal members behavior and att1tudes 80 that they conform

- to the expectations of the 1nnoyat1on. Incorporation is the process leading to

the stabilization or rout1n1zaLuxlofthe new behavior so that the 1nnovat1on

becomes aﬂregular—part"f’the:school's organization (G1acqu1nta, 1973, p. 197)_1

Besides these def1n1t1ons, it's 1mportant to pay attent1on to the relationship.

;M__,_,_~"~’*between the three stages as conceived-by Giacquinta. "Implementat1on of change,

of course, cannot take place ln ~the abscence of initiation. Moreover, 1nccrporat1on

/
cannot occur Lnfess successful initiation and 1mplementat1on occurs f1rst‘ but*
6. . the reverse does not appear to be true.%uccessful inigiseion does not necessar1Iz
‘ lead to successful 1mp1ementat1on, and successful 1n1t1at1on and implementatiosn

d0es not necessar1ly lead to successfull 1ncorporat1on" (Ib1deu, P. 197-198) .
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. attention to the determinants of the 1mplementation process. - ///;/;////;///;’,%

4.1, Meaning and_importance of implementation. T

.

._1n1t1at10ns, but they are only important for the f1rst ‘parg of the -whole

“The problem w1th tbls kind of research is: that it is based on the faulty assump-\ :f

-4, Primary focus on the implementation of an innovation. - A

We first of'all will try to grasp the meaning of implementation and explore the

0

Students in the history of education can collect data about the diffusion of
an 1nnovation and about the adoption of an 1nnovation by ana1y31ng off1c1al

documents, Journals and‘manuals. These data are critical for the process. -of.
three~stages - "
process._;

Once-adopted and 1n1t1ated 1mplementat1 n of 1nnovations remains problematic

and therefore, must be distinguished as a second stage in the process. In
several research repor:s aboutfdecade ago, the number of schools or teachers,
who declared they used the 1nnoVation was used as a criterium for the success. .
of an 1nnovation. I can 1magine that inan historical study'a researcher counts

the schools that, according to official documents, have declared that they have f }

adopted an 1nnovat16n. It's quite clear, tEat that kind cf criterium cannot

p

be used 1f e would like to make a statement about the (degree of).1mplementation..é

tion that regorted use ‘of an 1nnovation is the same’as’ actual use.

[} . . A 5

After this short description of the change—process, we would like to analyse

the second stage, called implementation.

‘

> (4
- «

t .

question why it is 1mportant to .study 1mplementation. Seconaly we,w1ll pay

PR |

In & review on instruction and curriculum implemeﬁtation Fullan & Pomfret

define 1mplementation as the ‘actual se of an_innovation or what an innovation .

consists of in practice Fullan & Pomfret, 1977, p. 336). In a more recent

publication Fullan conceives 1mplementation as "the putting into practice of an

I3

idea, program or set of act1v1t1es which is new to the individual or organization
431ng it" (Fullan, 1980, pe 2) . -

Reading these two definitions, one could get the impression that implementation
is a fairly simple notion; this is a faulty assumption. Implementation as a

process is a very complex one. In order to clarify that process the following .

L4

distinctions- should be. made. ) .

-

First of slI, 1mp1ementat10n is not the decision to use a new program‘ the
latter is usely referred to as adoption (M. Fullan, 1980, p. 2). E.g. : on

september 1, 1980, about 150 elementary schools in Belgium will JOln the movement’ :

towards a "Renewed Primary School";

the. schoolleader .and ‘the teachers ‘have made
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) up a'dec1s1on and these schools have been accepted bv a k;nd of selectxon board.

- developed in advance .(for 1nstance by a R & D Centér) and then disseminated to .

’ 1s in some senseé 1ncomplete from the- point. 'of view of those who are -to put 1t

- attention to exp11c1t teacher behavior, and besides that it frequently occutrs .

Thirdly, any change attempt is directed towards the real zation of an innovation

‘implementation is concerned with changes in some'components’ of the user system. -

; analys1s of the 1mp1ementation of .an 1nd1v1dua11zed read1ng curr1cu1um 1n zrade

\

L “: H . . ’. . . ‘
A . ’|
- Vi

The decxsxon doesn t guarantee an 1mplementat1on/of the basic dimensions of the

o e W

"Renewed Primary SchooI' o : K ’ R

.. - ) - * ., 4 ~. .
. .

-

Secondly, it's 1nterest1ng to analyse two fbulty assumpt1ons on the 1mplementat1on

process. "The phenomenon -of 1mplementat101 and the related problems can be o
understood - 1rrespect1ve of the person who dec1des. One could make the assumption
that all ihplementat1on problems will d1vappear if the schoolleader and the : 4§

teacher aré accepted as rhe ma1n_dec1sxon-makers. In other words, if -the 1nnovat1on‘

is voluntarxly sought, . there.wxll be no problems, implementation -problems do-

ST el ata

‘only arise in the cdses of externally 1mposed 1nnovat1on. The consequences {or
1mplementatlon -and the qual1Ly of the implementation can be d1ffe,ent in these
.two" cases, but in fifhsgse teachers and‘schoolleaders will be confronted w1uh ;
problems. which. are- character:stxc for the 1mplementatxon stage. One -could make 'é
a second assumptxon : we can avoid: 1mplementat1on ptbblems if the 1nnovatxon is :
several schools. But looking at the nature  of educat10pal innovations Lexthwood
& Montgomery make the observation. ‘that, no. matter how concréte and expl1c1t the

as

pol1cy-maker or curr1culum developer attempts to be, evety curr1culum 1nnovatxon e
into pracrxce~ In most guxdelxnes produced by a policy -board there is a lack of

that the developer s purposes for introducing the 1nnovat10n diver om the

intention of the user. That mearis that a teacher, once he has made\the decision
to adopt an innovation, is confronted w1th addxtxonal demands for further s
development of the innovation adapted to his working situation (Leithwood & . i@

.

hontgommery, s.d. p. 5-6).

or towards the "putting into practice". In that sense, an analysis of the - >

M AR a

, Hénce the fundamental question : "What componetit3 should a researcher include

in consttuctzng a "snapshot" of the user system at a spec1f1c point in time 2" ‘é
(Fullan, 1977, p. 361). In other words, the descr1pt1on of the 1mp1ementatxon of
an inrovation requires a mult1d1mensxonal approach Fullan suggests that the 1mp1e-5

mentation consists of chauge in obJectxvesg subJecr matter and/or materxals, k

phxlosoph1ca1 cdnception of educat1on and role chang_ (Fullaq, ‘1980, p. 3; see “fé
also Fullan & Pomfret, 1977, P. 36l~362) Dur1ng 1979-'80 we have madea first




"procedure suggested by Hall & Loudks (1978). We have ohserved that unst‘of the _
teachers used a lot of materials (manu&ls, self—made tasks for the pupxls, etc...)f
in order to mater1a11ze the 1dea of 1ud1v1dua11satlon. Most of the teachers are
very sensxtzve to the problems of 1nd1V1dua1 d1fferences between the pupils ;
" and do acceﬁ! that "1nd1vxdualxzatxon" is a very important obJect1ve of the ., é
"Renewed Primary School". Nevertheless they have pioblems with som: aspects e
of the general phxlosophy of 1nd1v1dua11zat10n. For.1nstance ,it is quxte clear
that they don't accept the fact of adapted norms for evaluatlng the progress
of their puplls. Indfv1dua11zat1oq_;o them doesn't méan évaluating pupils by usrng
d1fferent aorms. And, we could also observe the fact, that they have some X
d1ff1cu1t1es with the fact that another way of group1ng pupils (1nd1v1dua11zatlon 1
versus se1f~contdxned classrooms) does also 1mp11es another way of grouping .
teachers. In some cases they don't accept. the introduction in thexr class of a
so-calléd "remedial teacher" who is responslble for "tha:.t’bup:.ls - during a
*_lrp1ted ‘time of a schoolday =~ with some readxng difficulties (see changes 1n )
role or role concept1on) We found‘*he same observation in a publication of =
" Fullan, where he states : " .. a examination of the curricilum change ¢fforts
of:the last ten years will show that a great deal of emphas1s has beenr placed - ~;
on materials prodyction. and def1n1t1on of objectives w1th little concern for
the new conceptxons of education and new teaching strategxes which might be
requxrea. Stated another way, attempts at planned educational change have been .
preoccup;ed with the' more tangible, easier to develop aspects. of implementation.
to the neglezt of the mere d1rfrcu1t so.xal andxﬁersonal implications for change. - s

Whether ar not change 1s put into pract1ce essent1a11y depends on whether people

change their conceptions, and behav1or (Fullan, 1980, ps 3)

. -
<., - - -
’
-
“ g P

Untll(now, we have empha31zed the meaning of 1mp1ementat1on. Startlng from this

’
¢

1nformatxon, 1t becomes clear why it is jmportant to study implementation ~
d1rectiy. By doxng it that way we get a bétter understanding of the d1fferences c
between the planned use and the actual use-qf an 1nnovatlon. For.a long time

the 1m%1ementat1on stagé has Peen a kind of. "black box" between/the new 1dea, -
,the new curriculum; the new materials and the (intended) better 1earn1ng outcomes
‘ach1eved\byethe pupils. A study of the implementation stage means. ‘the opg\xng ‘of
the bfack box in order to get a picture of what is going on in the daily practxce)

of a school. ‘In addition to this,-it‘s only after the analysxs of the actual .

use of an innovation that we can interpret the 1earn1ng outcomes’ in re1at1on with
the 1nnovagxoh or with some aspects of the innovation. In absence of reliable
' measurements’ (or observations) of the 1mp1ementat1on (or degree of 1mp1ementat1on)

of an Jnnovatﬁon (or some selected d1men31ons)\we run the. rxsk or evaluating

nonevents (Charters & Jones, 1873) *«l.l ‘ . .
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4.2, Determfnants.of imﬁlemeutation . : . -

[y

The proceaa of xmplementatlon-rs a Very complex oue. The factors or -determinants. : *
that could 1nf1uence that process ave potentxally enormous in number and of

different nature. Ten years of detaxled research on 1mplementatxon has resulted
in-a- number of supported f1nd1ng about the madin determxnants of planned ghange ¢

(N 4

(M... Fullan, '1980, P-.22). - . ' : ] 2

.

We have ‘ordered the determ1nants ints five brbad cabegor1es' w1th1n each category{‘i
v
we will give :some 111ustratxons. We don't 1ntend to give a full and elaborate

-overview of all determinants which have been identified ¢(for a more systematxc

¢

“review of dete rminants, see : Giacquinta, 1973; Kr1tek, 19 16: Fullan & lomfret,i

+

1977; M. Fullan, 1979 M. Fullan, 1980). : ' C

4:2.1. Characteristics of innovation e

Other aspects equal, proposed innovations having certain characterxstxcs

st

may be\more easxly 1mplemented and instituted ‘than others. “a ) .

'] - »

Accordxng to Mxles an innovation's cost may bé 1mportaut, since without good

measures -of output and the presen:§§b§ vague posslble rewvards, educatxonal ;

orgau1sat1ons tend to stress costs .and their reduction as the basis for

Justafyxng adbption cf an 1nnovat10n (Mxles, 1964, p. 635).

: Ve ” 4 .

. Innovatxons assoc1ated w1th materxans are more likely *to be adOpted by o .

.", i * -*
N v schools, since they can be altered to\fzt the demands of teachxng situations -

and ‘easily reproduced and dxstr1buted zﬁites, 1964, p. 636)., ’ .

In our opxnion, this is_a overs1mp@1c1f1cat1on, since we know, that a lot of e

Yn P rarnw

. | technxcal‘medxa as for 1nstance programmed 1nstructxon has been adopted but, i
'., not 1mplemented. The 1mcompat1b1l1ty bl%ween the umderlyxng pr1nc1ples of the =~
) B developed materials and the usuaf role def1n1t1on by .the teachers leads eas11y L
to non-implementation. Research on teachers' attitudes towards programmed in- ;
struction and other media has proVrded supportxng avidence for the hypochesls ”:m;
that the introduction of automatedgdevxcea 1nto the classroom thieatens the
teacher. Tobias (1363) 1nvest13ated teacherS\ attxtude towards three groups of ';/%

terms. Ons set of terms descr1bed tradxtxonal teach ng a1ds, such. as flashcards,/

’

workbooks and exercise books. The twq other.Sets\of ‘terms both described mater1al<
connected with programmed lnstructron. one ‘group of terms descr1bed tbese/materxals

. with labels stressing automatxon and’ mechanization (automated 1nstructron,

-~

uechanxzed tutor and teachxng machxne), and the other set of terms -omitted the

1mp11catxon of automat1on (programmed 1nstructxon, programmed text and tutor

text). . ‘e .

l

Tiie feéults indicated that the least favorable attitudes were expressed concernxng

the terns connotxng automatxon, folloucd,by the programnrng terms.~w t

g g e Vi e i
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tradxtional terms. rece1v1ng the most favourable response. ngn1f1cant d1fferences
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' were,found between terms,,;n essence synonyma, ‘but only d1ffer1ng in the s sy
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drswn from the field of aud1ov1sual educat1on were added to the terms. used 1n
the pr1or )nvestigat1on. Ihree sets'of terms,,the aud1ov1sual, sutomated,. and

programmxng group, ‘each conta1ne8 one term ‘using the word 'tutor' as_a su suff1x or.

prefxx, .e. TVitutor, mechan1.ed-tutor,,tutor-text It ‘was’ r%asoned that s1nceurgi?
these terms most expl1citly connoted replacement of the. teathér's function,.

‘téachers ought to have the most negat1ve react1on to them if fear of sutomat1on“
‘Was a varxable in the1r att1tudes. This. pred1ctxon wasclearlyconfirmed by ‘the: Q;i
£1nd1ngs (see also Tobias, 1968, 1969 and ‘Everson. &. Tob1as' 1978) This example '
clearly 1nd1cates the 1mportance of attr1butesnof an. 1nnovat1on* ‘but it 1s .also:
an. 1llustrat1on of the general rule that the attr1butes of an 1nnovat1on are

'1mportant as far as they sre perce;% d by the ‘teachers: as poss1t1ve or‘negat1ve.

I AR
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Another character1st1c of an 1nnovat1on, wh ch is in our op1n1on very 1mportant,

concerns the: degree of role change (or the role changes)requ1red by an innovation

*,

v o oo

- -
; .
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An analys1s of 1nnovat1ons identifies motre role changes thsn 1s.usually exp11c1t
or ‘manageable (Fullan, 1979, P 9-10) In. an analys1s of the 1ntroduct1on of

LN

s

-

remed1al teachers in the. elementary schools in Belg1um, we have observed :that:

e 1n most cases the requlrements of cooperat1on in the d1agnost1c, remedial and

R T B T Ry S,

evaluat1on stsge are very- d1ff1cult to implement. The assumpt1on that the adopt1on
. »of .a remed1al teacher" as an. (1nnovat1ve) opportun1ty for the - -school, will lead: :
' to cooperattve behav1or between the teachers, is an underest1mat1on of the. comploz
process of role change (R, Vandenberghe, 1980; Carbonnez, t980) This factor -

v ek

the"degree of Fol8 change - h1ghl1ghts rhe 1mportance and the need -to spend .time:
on sort1ng out the role changes, 1mp11c1t to an 1nnovatxon during the1n1t1atxon and

*the implementat1on stage. L fj . ’ . T

. At least, we like to stress the 1mportance of an attr1bute of an innovation

which ‘has been labeled complexltz change efforts wh1ch are mora comprehens1ve,‘

M,:.ws.t%;m wraa e Sungs

substant1al and complex 2re more diff1cult to 1mplement. (Fullan & Pomfret,'1977
»p. 370) An 1nnovat1on wh1ch 1mpl1es changes 1n~mater1als, in group1ng of

pup1ls, in relat1onsh1p w1th students and in relat1onuh1p with collegues are far 1;

;]
ot
1

more d1ff1cult to implement than 1unovations wh1ch are.-less complex. . A

-
a
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;‘4.2r2;-Characteristics,of the‘schooP

Al(.b
N
S

- <

Stud1es and’ papers on’ th1s top1c deal with the extent to which both general

.

a2

qualxt1es and qualxties espec1ally rélated: to schools as complex organ1zst1ons

-
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= e \1nf1uence 1mplemenration* Here too,‘we w1ll 11m1t the descr1ptions to. §ome

,&.,/v\-_.ala i i e
rnc  ancaiomew |

m&é’-f:*\v%«k-xa&hrfm B2 KN vhlG o s

mommﬁ.fmsaw L




- Ye ... . N . : N T , . o ey,
N -, - . “

’Sieber prov1des a succinct analysis of special features of schools and

their 1mp11cations for change (Sieber, 1968). For instance, vulnerability(
}éf" ‘ n refers to the influence of environment on the organization, irrespective :
A ' of its goals. and resources. Sieber notes that the vulnerabilitp of schools
T ) " may lead to divergent effects, de%ending on the nature of their environment.
) Innovstions supported by the community will most probably be accepted, ,
although they may be non~disrupt1ve or "w tered-down" versions. . o
Those opposed by the community~may be resiisted. Moreover, schools, in
self-defense because ‘they are vulnerable d have a lack of conSensus on
goals and procedures, often require excessive internal confomity.

Thus, departures from standard procedures may be.discouraged, thereby

‘seriously reducing the probability of educational experimentation. - .

e N -

According to Fullan the history of innovative attempts in the past will

. _ 1nf1uence thewillingnessto gtart with. another innovation (Fullan, 1979, p. 7).

Iyurce i v ol
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_The more the principal and the teachers have had negative experiences with

o

¥

>
s

previous 1mp1ementation attempts, the more cynical and skeptical they will
e “\ N
i be with the next one that comes along, regardless oﬁlquality of the new progrmun
a '- P A lack of understanding of teachers past experiences with innovations is . ('3

typical for a. centralized innovation policy. For ipstance in Belgium, during.

o

.a period of ten years, at least four different systems of student evaluation R
in the secondary schools, have been proposed. In these context the ' eit and {

see '‘-reaction is a typical one.

g
it}

A

The way ‘the principal acts as a schoolleader is an: obvious determinant
factor.. At the level of the actual .use: of .an. innovation. he. may provide R
support for in-service training and materials. Principals preoccupied with

administration and/cr unable to managa‘the implementation process within the

school, do not have positive impact on implementation (Fullan, 1980; p. 24).

PR

This is one of the main conclusions of the Rand-studies. Berman and McLaughlin Lo
have observed that the importance of the principal can hardly be overstated .
to both the short~ and long-run outcomes of innovative prOJects (Berman & 3;51;
faughlin, 1978, p. 30-31). The more supportive the principal was perceived

fo be, the higher was the percentage of project goals achieved, the greater

‘the improvement in student perFormance, and the more extensive the continuation

At g s

of project methods and materials. = - , S -4

Rt}

The research is also consistent in finding that the quality of work relationship 5

ool
e el L we

among teachers and other compbnents of the organizational climate ‘are central

to 1mp1ementation succes (Fullan, 1980, P. 29).: According to the Rand-researchers:

4
-

“jteschersswho work wi11 together,,forme a eritical mass that could overcome

3
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: both, task -and: emdt1ona1 needa. "For example, bx,openly shar1ng *he*r

" morile (i.e. in schools that teachers felt were good places to work in and:

" cality ethic has been summar1zed by Ponder & Doyle“as follows : "In the normal.
‘?céurse of school events teachets rece1ve .a var1ety -of - messages intended to
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’1mp1enentat1on ,problems and. 1nd1v1dua1 solut1ons, teachers learned from

each other and could support -each othet. 0f course, good prOJect-relat1onsh1ps

d1d not develop in a vacuum, they occured 1n schools that already had high . ;E%

‘had good esprit de corps) and 1n pro1ects in wh1ch teachers participated

in decisions about adaptat1ons. The _sense of ownership: that evolved in these. .
cases is a basic reason why good work1ng ‘relationships were strongly correlated..
with teachers cont1nued use of the proJPct". (Berman & McLaughlln, 1978, p. 30) i

- » i
. LIPY

4.2.3. Influence of;ﬂerdonal characteristics of the teachers /,,-~ﬁ
- - ;

In h1s review, Glacqu1nta pays attent1on to three central personal attr1butes

’

- &

related to change 3 understand1ng of 1nnovat1ons, ab111ty to exhibit the
att1tudes, values and behaV1or requ1red, and willingaess to make the necessary
-efforts (G1acqu1nta, 1973, p. 189).. '

- —

In the Rand-stud1es three teacher attr1butes-~ years of teaching, sense of “ﬁ
eff1cacy and verbal ability - have been found to have a significant effect A
on proJect gitzomes, (Berman & Mclaughlin, 1978, p: 32). The numbers of years

of‘teachang had negative effects : the longer a teacher had taught, the lers™ " ‘,

N R I L

111ke1y was the proJect to -achieve its goals or tg'1mprove student performance.

Teachers w1th many years on the job were less likely to~ change their ovn
practices or'to cont1nue using proJect methods after the end of federal fund1ng.~;

The teacheﬂ s sense of effifacy - a be11ef that che teacher can help even the

W e s

-most d1f£icu1t or unmo“1vated students - showed strong pq\3t1ve effects. on all

the outcomes. Teachers' attitude about their own profess1ona1 competence, may

Zbe ;/hajor determlnant of what ‘happens to 1nnovatlon in classrooms. In eontrast:":

the/teachers verbal ah111ty*had no relationship to the project 1mp1ementat1on,
tcome or continuation, with the exception of its po81t1ve correlat1on w1th

- 2

improved student ach1evement

Bezides studies in which some personal attributes in relationship with change
.have been déscribed, there are other stud1es in-which the problem of -the
influence c¢f teachers' characteristics has been explored in another way.

In their so-called ecologxcal analysis, Ponder & Doyle focus in part1cu1ar

!
/

oh the dec1slon°mak1ng processes which appear to anderlie teacher react1on _to.
change proposals (Ponder & Doyle, 1977). They claim that the ' 'practicality -

ethig" is a key factor for understand1ng reactions of teachers. These practz-'f

' .
.
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teachers talk about these messages, it soon becomes clear that the concept
"practicalﬂ_ia_naed_ireggently and consistently to label statements about_

classroom practices. In the context of the present analysis, this labeling C

L

represents an evaluative process which is a central ingredient in the'inifial - %

- -decision--teachers makewregarding the-implementation_of a;propoeed chiange_in
classroom procedures. Messages which are seen as practical will be 1ncorporatea; :
" at least tentatively, 1nto teacher plan. The study of the practicality ethxc,r;

then, 18 the study of" the perceived attributes of messages and the way in -

2
&
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which these perceptions déetermine the extent to which teachers will attempt
to modify claasroom practices" (Ponder & Doyles —1977,—p._3). ._Taking in consi- i
“.deration this conceptuallzatlon of 'practxcalxty one of the main questlons-__Nhﬁ
is what attributes of a change proposal tend to elicit the perceptxon of practi= é
cal1ty from teachers ? In an initial attempt Ponder and .Doyle have posed that . é

teachers appear to use three general criteria : 1nstrumenta11ty, congruence ..

and cost. Instrlmentallty means’ that a .change prOposal must descrxbe an '

innovation procedure in terms that picture classroom contingeries.
In other words : how specific and clear a proposal communicates the procedural
. content ? How well are thé princinies, objectiVee and outcbhes trahslated ’
1nto approprlate procedures by the curriculum ? The congruence dimension of the
ethic of practically appears.to be comprxsed of a cluster of at least three i
elements, all’ focus1ng on the percelved "match" between the change proposal . e
and prevallxng conditions and all conta1n1ng a hxghly,personal emphasis., -
These three elements can be translated into the followxng three. qungtxons. ]
Fzrst how well does the 1nnovatxon f1t in with the way the teacher normally
«conducts class ? Secondly. how closely does it matches the nature of the sett1ng.
under which the innovation wag tried preV1ously,§thh the teacher's own school '
situation ? And how credible are the experiential scredentials of the person
making the recommendatxons ? Thxrdly, how, compatible is the innovation with o
the teacher 8 self-xmage and preferred way of relat1ng to pupils ? Cost is 1:;5
. conceptual1zed asca ratio between the amount of investment required to implement. §
an innovation and the return that may be realized. Here t00, we can translate B é
“\\;he\csgt‘ﬂrmenalon into quest1ons such as : how much of a reward will the. - f
teacher rece1ve‘;;r\;;Ini\the~1nnovat1gn;’ghgther it be in terms of money or ) ;;
‘recégnition and student epthuqiasm 5h3“potentf“l“learn&ng—l_ﬂcw easily can T
-—the 1nfiovation be broken- dqﬂnlinto smaller un1ts for short~term.trials (see

complexity under 4.2.1.) ? JHow much time and effort are requ1red to implement

'\S

the curr1culum?




This analysis of -the teachier's decision process is interesting because it's

a combinatidn of two categories of determinants, since it's an analysis of

the influence of attributes of an innovation, as far as those attributes

.

are perceived and evaluated by teachers. In other words : the evaluation of -

’

‘—-*————the—valuc—of—an—rnnovation—is—influenced by—the—attitude~of the—teacher,-his______

= .

[

" and _research in implementing educational innovations in,ﬁchool and college

general value-orientation, his conception of the role of a (good) teacher,

etc.- (see also N Doyle & Ponder, 1977; Vandenberghe, 1978). (For an analogous
approach, see ¢ Lieberman~& Miller,:l978). -

L - (- , T , .j
We alao found a very promising approach on personal attributes in the- so-called

.GoncernsBasequdoption-Model (CBAM) which is based upon extensive experience

7 settings (Hall, 1978; *Hall,rGeorge & Rutherford, 1977). Several assumptions e
— : :

e

about the implementatiEE”EEBEE§§'are underlying—the—model~ In--some-of_these

»

’assumptions ve clearly find indications for the fact that the individual _
teacher, “in relation to ‘the change process, has to be ‘the primary focus of PR
analysis and intervention. From the CBAM perspective the- emphaSis is placed -

on working wi:b the indiv1dual teachers in terms of their roles and their

o
L8

functioning with the innovation. Furthermore, change is a highly personal

e et e vetrag §

experience. In other words : since change is brought about by individuals.,
,their personal feelings and perceptions, -satisfactions, frustrations, concerns.
and motivations all play a part in determining success or failure of a change

initiative. But that individual change process is not an undifferentiated con-

R N I smed s %

tinuum. There are identifiable stages that individuals move through in their
perceptions,and'feelings about the innovation. ) o
The researchers of the R & D Center for Teacher Education have identified
seven stages of concerns (awareness, informationdl,personal, management,

consequence, collaboration, refoéusing). During the implementation of an l

innovation it appears that the stage awareness informational' and 'personal'

) will initially be most intense. In other words, at the beginning of an "

innovation project the teacﬁgr is concerned with general information about r?
the inmovation and fezels upcertain about the demands of the innovation, his R
or her inadequacy to meet/Phose demands and his or her role with the innovation.e
With time and after a, further development of the innovation in the school,’

management concerns - issues trelated to efficiency, organizing,,managasng~

scheduling and time demands -, consequence ccacerns - relevance of the innova-
tion for the students, inc1uding student outcomes - and collaboration concerns. %
coordination and cooperation with other teachers - become most intense. At least ¢

‘we see “that the possibility of major changes of the innovation or. replacement

«Vlth ar more powerful alternative are explored (refocusing)
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Infornat1on about the- concerns of teachers engaged in a pro;ect, provzde

..o' VYRS

3
e Edabera

W & bas1s for decisions for the development of strategtes and act1v1t1es

to be ‘used by, ‘change ‘agents.. The quality of the concerns

3
t
5
3
z
M

" of teachers, as ‘an individual character1st1c, is a key factor.in the process

of 1mp1ementati0n.

Pyl
¢
¢

- " 4.2.4s Characteristics: of the!strategies e

.o

The way in wh1ch innovations are 1ntroduced affects the speed and degree of

ke At e, Ve e B

the1r 1nsta11at1on in schools. Here too, we would 11ke to illustrate the

broad field of strategies by giving some illustrations. o

Ko

-
~

. 7“

Accordlng to Fullan the usual way of 1ntroduc1ng the curriculum has been to: i

prov1de what 1s called a pre-implementation workshop, where teachers are .d

ngenAa_generalmlntroduct1on and. in _the_best_case_some traxnzng o£,sk111s ~a

o et L3

[

. (Fpllan, 1979, p. 10), But, qore important is to work out a follow-up ‘
T ’igservice and periodic workshops with teachers as they experience the imple- .?
mentation problems. In other words, continuous, sustalnéd in-service'educatioh fg
] prograus are necessary‘to support real implementation. g %

.
b

In the Rand-stodles, we found'an interesting synthesis of the elements of a )
strategy whxch seems to be very effect1ve. An effective’ strategy promotes i \@
mutual adaptatzon, the process by which the project is adapted to the rea11ty

of ;ta “in#titutional setting, teachers and school officials adapt their E

practices in résponse to the project. The Rand researchers bave elaborated o -

the folloW1ng elements of an overall implementation strateSY» that, when well :
" executed, have a maJor effect on project outcomes and continuation (Berman & %%
McLau3h11n, 1978, p. 29).

:,_m‘

o

=~ Concrete, teacher-specific,-and on-going training is necessary. In the

proJects analysed by the Rand researchers, teachers,required concrete,

9",4 - : ﬁhands on" training in translat1ng often very general.and fuzzy project
51‘ o guidelines into classroom pract1ce, and adapting proJect concepts to the
é;ﬂ reality of their particular situation (see the ethic of pract1cal1ty)

; R - Local resource personnel promotedﬂmutual adaptation by offer1ng relevant,

practical advice on an "oq-call" basis. Projects, providing effective

. - . - N Y . ARY - 3
classroca assistaace were more likely to be continued by teachers.

“' L e - - - 2 . . - PR ‘ ,A
- Visits to projects in other schools or districts appear to aid implementation..

~ Peers were generally found the moat effectzve counselors when it came to BN

adV1s1ng 1mp1ementors-to-be ahout problems they could ‘expect, suggest1ng

remed1es, and encouraging)new project staff that "they can -do it. too',




- Regular meet1ngs of the project staff that focused on pract1ca1 problems, v

often prov1ded -a forum for ‘the feedback necessary for adaptation, an
opportunity to share successes, problems and suggestions, and a veh1c1e
for building up the staff morale and ~oheS1Veness, important to effect1ve

1mp1emen§at1on. The Rand researchers also observed that teacher part1cipat;onjt

- in decisions concerning project operations and modifications was strongly

correlated with effective implementation and continuation.

.
R . _ . \

\ . 3
. = Furthermore, they observed that the process of lceal material development

L R
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promoted the clarity and commitment necessary to effective 1mp1ementat1on\\

and long~term continuation.

A1

. : ';*Aédlast: the active participation in the on;going training of the principal

R A

s was very important. It signalled the staff that their efforts were supported

-
Py . - - - ‘

RS E __and valued, o

.These elements of an effective implementation strategy can be used as 3

EIRECT ORI

criteria for the evaluation of strategies that have been used in the past ) :

and for projects .that are in the stage of implementation(for more information.

about strategies, see : Emrick & Peterson, 1978; Kunkel, Schmuck, Arends & .-
— " Francisco,-1978).. — —— A —

B}
N

:
-

4.2.5.-&acro-sociopolitical factors

P 8

The pol1t1ca1 ‘content and the nature of pol1cy-mak1ng can seriously afrect
. \ the 1mp1ementat1on~of an innovation and also affect the operat1on of the

other catégories of determinants. . ) | " S

e Sinco 1972-'73, the first yea . the project Renewed Primary School four ;

d1fferent M1n1sters of Education have been responsible for the 1mp1ementat1on

RS
~

. ' of the pr1nc1p1es and the general objectives. As a result of a lack of a

e N ek

. . long~term policy, each new M1n1s;er tried to emphazise some specific aspects

wiew gaRe A e

_for the future of the Primary Sohooi.'éevera} times during this seven years

»

period we have observed a degree of frustration among the change agents,
. .. concerned with the implementation of the innovation, among teachers and
- ©  principals we also observed a lot of concern regard1ngthefutureof ‘the Renewed

. Pr1mary school, and in many cases these questions and. the d1ff1cu1t1ea

Mty s o <r

. _created by the lack of a long-term policy, have been used as an_excuse for

- - 3

non~implementation.

o

R

In most countries government agenciés were preoccupied with policy and -

program adogt1on, consequently they have been less effective at fac111tat1ng

impleméntation.

In other wotdshonce i Eflzt1cal dec131on is caken, efforts




‘are mobilized to obtain as many adoptions as planned for, in as short a
time as possible (Fallan & Pomfret, 1977, p. 387). Out of an adoption .
perspective, the introduction of an additional remedial teacher in 5
the Belgian Primary School can be conceived as 2 real succes. Nevertheless,

as a result of the emphga1s on obtaining an 3dopt1on and a“&issem1nat1on of %7

" also Carbonnez, 1980). In other words :

- 1nnovatlon, there also may be problems with the role of evaluat1on. As Fullan

P o Wl e A
b oG
“

tions perhaps an 1nternat1ona1 confrontat1on of historians with an 1nterest
“’in the process of educational change and_1nnoyatiaﬁiéohld—selve—fht

these "remedial class" few resources were used and few. opportun1t1es have
been created for a planning of the 1mp1ementat1on. That means that in

several cases some of the most 4mportant agpects of these remedial classes o
have been wrongly implemented or non-implemented (Van der Perre, 1979; see

focusing on adoption of an -innovation
includes the danger of a "verbal" or purely "administrative" adopt1on without .
real changes in the classrooms and in the school. '

N - 8
- b

In add1t1on to the lack of a long-term policy and an adoption uerspect1ve toward

and Pomfret point out, the political context may inhibit the process of s
identifying the problems of implementation. "Although tkere is little o

direct evidence in the literature, it is unlikely that-teachers .and other

users will feel £ree to discuss problems.of. implementation if- sponsors and/

or their own 1mmediate super1ors are strong advocates of the innovation,
1f the emphasis is on rap1d payoff and measurement of outcomes, and if there

are minimal support systema to a1d 1mp1ementation. Put another way, it is §

politically naive to expect open d1scuss1ons of problems of implementation ;
in most large sgcale programs (Fullan & Pomfret, 1977, p. 382). -

We had the iﬁtention‘to'givg a brief overview of'the determihants of the
implementation process. We have ordered these determinants in broader
categories. It's quiet clear that there is some overlap between them.-
But, we are’sﬁre.that one'can<obser§e the interactiors. We now.iike to end
with an important question : what kind of resources does an historian need ’
and how does he to analyse these resourcesﬁinyorder to get an insight in the - é

nature of the determ1nants .2 It's obvious that this is a very- d1ff1cu1t ‘ques-

e <~
other questions. -
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