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School Renewal 
as Cultural Change

When teachers in Richmond County, Georgia, 
were organized into study groups to help them

learn new teaching strategies, their students' 
achievement and behavior improved markedly.

D uring the past two years we 
and our colleagues have de 
veloped a school improve 

ment program based on principles 
derived from research on:

• the culture of the school and the 
process of innovation,

• the ways teachers learn new 
teaching strategies,

• the ways teachers transfer new 
skills into the classroom, and

• models of teaching and teaching 
skills.
Our design restructured the work 
place—organizing teachers into colle- 
gial study groups, providing regular 
training on teaching, and inducing fac 
ulties to set goals for school improve 
ment and strive to achieve them.

We can now begin to report the 
degree of change that occurred and 
the lessons we learned in the process 
Some of the effects have been dra 
matic. For example, in one middle 
school only 30 percent of the students 
reached promotion standards the year 
before the program began. That num 
ber rose to 72 percent during the first 
year of the program and 94 percent 
during the second year However, be 

cause the effects have not been uni 
form, we have begun to learn what 
factors explain the varying degrees of 
success For example, achievement 
rose more rapidly in social studies and 
science than in the language arts This 
finding prompted us to inquire into

the reasons and to try to reorient 
future work for more rapid across- 
the-board results

In addition, while virtually all the 
teachers learned to use the teaching 
strategies to a mechanical level of 
competence, some reached much

Under the guidance of their teacher, lisa Annis, 4th grade students work cooperatively on an 
inductive thinking lesson
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higher levels of skill, and these differ 
ences were reflected in the achieve 
ment of their students. On portions of 
the Iowa Tests of Basic Skills, the 
median students of teachers who 
reached the higher levels of skill fell 
between the 85th and 90th percentiles 
of the students whose teachers 
reached only mechanical levels of use. 
This finding led us to search for ways 
to improve training to ensure that all 
teachers reach the level of skill that 
will provide their students with expert 
instruction

In this first report of our work,'we 
describe the shape of the project, its 
results in the three schools involved 
from the beginning, and the first steps 
in our search to refine and improve 
our procedures

An Organic Approach
We adopted an organic approach to 
school renewal, restructuring the 
workplace and introducing training to 
bring the study of research-based 
teaching strategies into the regular 
workday of teachers

We subscribe to Fullan's (1982) the 
sis that it is the bond of shared under 
standings and common language that 
sustains innovations and reduces the 
stress of change Also, we designed 
our training around the theory-dem- 
onstration-practice-coaching paradigm 
that has been found to bring about 
high levels of skill and implementa 
tion Qoyce and Showers 1987). We 
used a "peer-coaching" process: the 
teachers were organized into study 
groups and the faculties into problem- 
solving groups The content of our 
training has focused on teaching strat 
egies that increase students' learning 
by affecting their aptitude to learn 
Qoyce and Weil 1986).

We intended that the development 
of shared understandings would de 
velop vertical and horizontal social 
cohesiveness, thereby reducing 
administrator-teacher divisions while 
increasing cooperation between class 
rooms and teams of teachers Our 
training paradigm was intended (a) to 
enable teachers to develop high levels 
of skill in the content of the program, 
and (b) to bring teachers and admin-

Our training 
paradigm brought 
teachers and 
administrators 
together in study 
groups committed 
to implementing 
instructional 
changes.

istrators together in study groups com 
mitted to implementing instructional 
changes and achieving goals for 
school improvement Another effect of 
the study groups was to contribute to 
faculty cohesiveness and, thus, to re 
duce isolation.

The models of teaching we selected 
had a research history indicating that 
they could bring about fairly rapid 
improvement in student learning. The 
initial models included cooperative 
learning, mnemonics, concept attain 
ment, inductive reasoning, and synec- 
tics The teachers studied how to orga 
nize classrooms into study teams, how 
to use link words to assist memoriza 
tion, how to classify information into 
categories, learn concepts, build and 
test hypotheses, and use analogies to 
reconceptualize problems and gener 
ate solutions to them All of these 
models addressed student learning 
problems characteristic of the schools 
involved in the initial phases of the 
project

These planned changes in the 
workplace are easy to describe and, 
on the surface, easy to implement. 
Organizing staffs into study groups, 
providing regular training in models 
of teaching, and making concerted 
efforts to achieve specific goals are

changes that hardly call for radical 
rhetoric. For many of the teachers 
and administrators, however, these 
changes required difficult adaptations 
in patterns of behavior and ways of 
thinking. In negotiating these 
changes, we have learned much 
about problems that must be solved 
during the period of change.

Context and Planning
We implemented our program in 
Richmond County, Georgia, where 50 
schools and 1,800 teachers serve 
33,000 students The school district 
serves the city of Augusta and the 
surrounding county, with a combined 
population of about 200,000 people. 
The principal industries of the region 
are chemical processing, pulp proc 
essing, textile manufacturing, metal- 
working, brick and clay manufac 
turing, and food processing. The 
major employers are Fort Gordon, the 
Medical College of Georgia, and the 
Savannah River Plant located in neigh 
boring South Carolina. Many of the 
students in the district are economi 
cally disadvantaged In the three par 
ticipating schools, over two-thirds of 
the students received subsidized 
meals

Low student achievement had long 
frustrated many of the schools in the 
district. Despite Chapter One and spe 
cial education programs, a variety of 
programs for at-risk students, regular 
revision and upgrading of curriculum 
and instructional materials, and 14 
years of staff development, many stu 
dents remained in academic difficulty. 
In the middle school mentioned 
above, half of the students were re 
ceiving attention from special pro 
grams, yet 70 percent of the student 
body was achieving below the levels 
set by the state and district for promo 
tion on merit.

We began our planning in January 
1987 with intensive seminars for cabi 
net level staff. By March, district ad 
ministrators had decided on the gen 
eral dimensions of the project. During 
the first two years, the consultants 
(Joyce and Showers) would provide 
most of the training, but a cadre of
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The development of 
the district cadre 
symbolized the 
intent to make 
permanent changes 
in the workplace.

teachers and administrators would be 
trained to offer service to other teach 
ers and administrators—to bring other 
schools into the project on a regular 
basis in the future

The development of the district cadre 
was critical to the project and to the 
relationship between the district and the 
consultants; it symbolized the intent to 
make permanent changes in the work 
place. It made concrete the need for 
district personnel to possess the exper 
tise of the consultants and to take over 
the functions of the consultants

Our efforts during the first year 
(phase one) concentrated on three 
schools and the initial preparation of 
the cadre. During the second year 
(phase two), we added four more 
schools and prepared the cadre to add 
other schools during the following 
year. During the third year, two more 
entire faculties will be added; and 
teams from 10 other schools will be 
gin training to become leaders of the 
process in their schools. The cadre 
provides follow-up training through 
out the school year, for study teams 
cannot be left to maintain themselves 
Regular training will become embed 
ded in the workplace.

Schools competed to participate in

the first three phases. We asked prin 
cipals to poll their staffs to determine 
interest in summer training and a 
closely monitored implementation ef 
fort throughout the academic year. We 
asked principals to submit letters of 
application if faculty interest was high. 
The first year, 12 of the 13 schools 
invited to participate submitted appli 
cations. The superintendent's cabinet 
and the department directors selected 
one middle school and two elemen 
tary schools for phase one and one 
high school and three middle schools 
for phase two. Each faculty member in 
these schools had made a written com 
mitment to

• attend summer training,
• practice the new teaching strate 

gies with peers regularly throughout 
the summer and share plans for imple 
mentation during the fall,

• employ the new strategies regu 
larly throughout the 1987-1988 aca 
demic year,

• work with peer study groups dur 
ing the academic year in planning 
lessons and visiting one another in 
classrooms,

• participate in regular training ac 
tivities during the school year,

• make videotapes of their teaching 
on a regular basis,

• participate in a similar program 
in the summer of 1988 and during the 
1988-89 school year.

The summer programs included 
two weeks of intensive training, fol 
lowed by six weeks of practice and 
design of lessons for the fall, and the 
organization of study groups. We 
asked all participants to practice the 
teaching strategies no less than 30 
times apiece during September and 
October and to strive to incorporate 
them into their active repertoires by 
the end of October. The study groups 
were to meet weekly; between meet 
ings, members were to visit one an 
other in their classrooms to study the 
children's responses to the teaching 
strategies and plan to teach the stu 
dents to respond more powerfully. 
Our intent was to involve the faculties 
immediately in collective action that 
would have rapid effects on student 
learning.

Initiation and Initial Response
The training, practice, organization of 
study groups, development of short- 
run school goals, and initial classroom 
use of the teaching strategies occurred 
more or less as planned.

Learning to work together Partici 
pants planned lessons they would 
teach, then shared their plans—and 
their skepticism about whether the 
plans were practical The models of 
teaching were new to almost all the 
teachers and their students, they re 
quired substantial amounts of new 
learning Administrators scheduled 
time for study groups to meet; they 
also practiced the strategies in class 
rooms, as did counselors and supervi 
sors. Some study groups were com 
fortable planning and sharing, while 
others were anxious. New teachers 
hired at the last minute had to be 
integrated into the process

The success of the study groups 
depended on the leadership of teach 
ers Because leadership was uneven—

We asked all 
participants to 
practice the teaching 
strategies no less 
than 30 times apiece 
during September 
and October.
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some groups had several energetic 
leaders while others had none—we 
reorganized the groups several times 
to distribute initiative throughout the 
schools. At the end of the second year, 
the study groups still depended on the 
leadership of a relatively small num 
ber of teachers and the stimulation of 
the cadre to help them leam new 
teaching techniques

We asked the study groups to con 
centrate on teaching their students 
how to respond to the models of 
teaching they were learning They had 
been told that, although the students 
might respond immediately to the 
new cognitive and social tasks pre 
sented by those models, it would take 
about 20 practices before students 
would become really proficient The 
initial goal for student skill would be 
attained when a trainer could enter 
the classroom, announce the model to 
be used in a lesson, and students 
could respond efficiently and comfort 
ably The goal for teachers was to 
bring students to that level of profi 
ciency as rapidly as possible The study 
groups gradually learned to track stu 
dent progress and design ways of ac 
celerating learning

As we had hoped, there were imme 
diate and positive effects on students 
Especially visible was the reduction in 
disciplinary referrals Many teachers 
reported that their students liked the 
new teaching strategies and that class 
room management was easier Some 
of the teachers became very excited 
about the increase in cooperative ac 
tivity and the positive responses of 
their students Some were anxiods as 
they altered their familiar classroom 
routines; they worried because they 
could not predict how their students 
would respond until both they and 
their students had experience with the 
new procedures.

Academic year training. A t six-week 
intervals during the first and second 
years we provided regular assistance 
to the faculties, derived from our ob 
servations of the staff Through direct 
observation and the examination of 
videotapes, we gathered information 
about implementation and devised 
demonstrations and practicums to ad-

(".hanging thefy ^y
workplace climate to 
one of cooperative 
study and decision 
making was a 
complex process 
marked by uneven 
progress.

dress the needs we saw With the 
supportive relationship among the 
staff development director, consult 
ants, and the principals of the schools, 
problems could be identified and ap 
proached

Progress. By stages, the new teach 
ing strategies became familiar and the 
study groups learned to function to 
gether. By the beginning of the second 
year, the operation in the phase one 
schools was relatively smooth. Each 
faculty had a few members who still 
hoped the project would go away, but 
teacher leadership within the faculties 
was dominant in maintaining and ex 
tending the study groups and practice

The cadre During the winter and 
spring of 1988, we selected candidates 
for the cadre. The candidates, who 
were teachers and administrators from 
throughout the district, submitted ap 
plications and videotapes of classroom 
teaching to demonstrate their compe 
tence with the models of teaching they 
had practiced.

Cadre training included assisting 
with the introductory workshops for 
the phase two schools. By the end of

July, they had designed courses and 
workshops to be offered at the district 
level during the 1988-89 school year. 
They also provided assistance to phase 
one and two study teams, prepared 
training materials, developed video 
taped demonstrations of teaching, and 
studied research on training and 
teaching

Formative Evaluation
Throughout the project, we have col 
lected information about changes in 
the workplace, the implementation of 
the models of teaching, and effects on 
students. Our analysis of this informa 
tion guides the reshaping of the train 
ing and the orientation of new schools 
and provides estimates of the extent to 
which the goals are being achieved. 
Now we will discuss the general pic 
ture for the phase one schools.

The workplace. Changing the work 
place climate to one of cooperative 
study and decision making was a com 
plex process marked by uneven prog 
ress (as described by Sudderth 1989, 
Black 1989) All three schools showed 
the individualistic organization that 
Lortie considered typical of American 
schools (Lortie 1975), and two of them 
had histories of very high staff turn 
over (about one-third annually), typi 
cal of schools with reputations for 
being troubled Few teachers sought 
the leadership of other teachers— 
most were oriented toward their own 
classrooms. For these faculties, in 
creasing collegial interaction was 
quite an innovation

After a few weeks, some teachers 
emerged as the leaders in the transfer 
process. They developed "executive 
control" over the models and applied 
them appropriately in their teaching 
and learned to share lessons and dem 
onstrate for their peers They also in 
stigated concerted efforts to teach the 
students to respond to the models. 
Some who developed executive con 
trol eschewed leadership, however, 
wishing to avoid conflict with resistant 
colleagues By the end of two years, 
the number of teacher/leaders who 
have emerged is just enough to keep 
the study groups going; and the teach-
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er/leaders need continual assistance 
from the cadre.

•Schoolwide objectives for teaching 
the students to respond to the models 
of teaching were very important. For 
example, administrators led the teach 
ers in establishing "cooperative learn 
ing days," "writing days," "number 
facts days," and other schoolwide ef 
forts. Although administrators' teach 
ing skill and experience played an 
important role, more important was 
their "cheerleading" function and 
their willingness to "carry the flag" 
prominently

Schoolwide objectives for improv 
ing the social climate of the schools 
were established only with difficulty, 
although two schools have made great 
progress. In both cases the schools 
had relied heavily on quasi-legal meth 
ods of control, chiefly suspensions. In 
one elementary school, there were 
nearly 200 incidents of suspension per 
year (in a student population of about 
550). When disciplinary referrals be 
gan to drop, apparently as a result of 
students' increased involvement in 
learning, the building administrators 
seized the opportunity to induce the 
staff to reflect on the dynamics of 
management and the relationship be 
tween instruction and classroom con 
trol. Consequently, the staff worked 
hard to use instruction as the major 
mechanism of control and, during the 
second year of the project, only six 
students were suspended. The school 
had moved from massive reliance on 
suspension to minimal use, in extreme 
cases only.' Nearly 1,000 days of lost 
instructional time were thus recov 
ered, and management became a 
much less obtrusive feature of the 
school. The middle school had a sim 
ilar problem and, although it still uses 
an in-house suspension program, out- 
of-school suspensions have dropped 
from about 150 per semester (again in 
a population of about 550 students) to 
about 35

The faculties are still individualistic 
in many ways but show their increas 
ing willingness to attack common 
problems The services of process- 
oriented consultants would perhaps 
be timely, to enable the faculties to

capitalize more fully on the collegia! 
settings

The extent of change in the work 
place has affected the degree of imple 
mentation by individuals. The con 
certed implementations that occurred 
when building administrators gener 
ated "whole-school" goals became en 
thusiastic collaborations as faculties 
generated mnemonics to be employed 
throughout the school, or gave con 
centrated energy to "metrics," or oth 
erwise worked together. Concerted ef 
forts helped teachers learn that they 
can be effective as a faculty However, 
unified efforts continue to be a func 
tion of the active leadership of the 
building administrators and lead 
teachers Only by being very active can 
they maintain collective activity

Although 
administrators' 
teaching skill and 
experience played 
an important role, 
more important was 
their willingness to 
"carry the flag" 
prominently.

Implementation of the 
Teaching Models
The administrators observed their 
teachers on a regular basis and col 
lected records of their use of the 
teaching strategies Predictably, use of 
the models of teaching varied widely, 
from tentative and minimal use to 
regular and appropriate use. Adminis 
trators reported extensive use by 
about three-fourths of the faculty 
members, with moderate use by most 
of the others From each school six 
teachers were selected randomly and 
observed and interviewed regularly 
throughout the year to determine 
quality of use (see Showers 1989). The 
18 teachers were also videotaped near 
the end of the school year, and we 
analyzed those tapes to determine the 
level of skill they had achieved

The training and use of the study 
group format were designed to ensure 
that 75-90 percent of the teachers 
would reach a mechanical level of use 
of at least two of the teaching strate 
gies by the end of the first year This 
goal was achieved during the first year 
About one-third of the teachers devel 
oped a high level of skill in using three 
or four models of teaching. Another 
third learned to use at least two of 
them with a satisfactory level of com 
petence About half of the remainder 
were able to use one or more of them 
to a mechanical but not fluid level

During the second year, the phase 
one teachers have continued to de 
velop and consolidate skills They are 
much more comfortable with the ad 
dition of new models but continue to 
struggle with new skills until they have 
practiced them about 20 times The 
study groups and the use of peer 
coaching continue to be important as 
new models are introduced More 
than 50 videotapes have been made to 
demonstrate aspects of the teaching 
strategies where the teachers have had 
difficulty. These, together with dozens 
of "live" demonstrations, have helped 
greatly, but he road to executive con 
trol is a rocky one for many of the 
teachers Because the reading and lan 
guage curriculums of the district are 
tightly prescribed, most "legitimate" 
use of the models of teaching has been
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Disciplinary 
referrals began to 
drop, apparently as 
a result of students' 
increased 
involvement in 
learning.

in the social studies, mathematics, and, 
in the middle school, the sciences In 
these curriculum areas the opportu 
nity for use has been greatest; there 
fore, we understand the impact on 
student achievement that we have 
found there.

Student Learning
Our study of student learning has had 
two objectives (1) to learn whether 
differences in teacher skill in using the 
new strategies is associated with student 
learning; and (2) to learn whether our 
effort narrowed the gap between stu 
dents from poor families and their 
wealthier counterparts

The clearest test of the first question 
was in the elementary schools where, 
in self-contained classrooms, individ 
ual teachers have instructional respon 
sibility for curriculum areas other than 
reading To determine whether.any 
differences in achievement were a 
function of developed ability to learn, 
we used reading level as an indicator 
of general competence We compared 
the classes of the teachers who had 
reached executive control with those 
of the teachers who performed at the 
mechanical level, with respect to read 
ing level We found them to be about 
equal in both mean and range.

The social studies tests from the 
Iowa Tests of Basic Skills battery was

administered to the "-th grade students 
at the end of the second year. The 
achievement of the classes whose 
teachers had reached executive con 
trol was compared with the classes 
whose teachers used them mechani 
cally (and, thus, generally less than 
they could be used appropriately).

When the two distributions are 
compared, the median student in the 
"executive control" classes is between 
the 85th and 90th percentiles of the 
"mechanical use" classes. Compared 
to national norms, the median student 
of the "executive control" classes was 
at the 76th percentile, compared to the 
44th percentile for the "mechanical 
use" classes. At the time the tests were 
given, the median grade-equivalent 
score for the national sample was 5.8. 
The median grade-equivalent scores 
for the "executive control" classes 
range from 65 to 79, or from 0.7 to 2 . 1 
above the national median. For the 
"mechanical use" classes, the range 
was from 50 to 6.1. The distributions

of the extreme classes barely overlap. 
Figure 1 depicts the comparison be 
tween the "executive control" and 
"mechanical use" classes in grade- 
equivalent terms

The message is clear. Skillful imple 
mentation of these research-based 
teaching strategies can have a substan 
tial impact on student achievement. 
However, to reach their full potential, 
these models must be used with con 
siderable skill and frequency The 
"mechanical use" classes are not 
achieving badly in normative terms— 
in fact they are above average for 
schools equivalent in socioeconomic 
status—but their students could have 
learned much more. Thus, we need to 
find ways of increasing the impact of 
training. We have many clues about 
how to achieve this, particularly for 
providing more explicit training for 
those teachers who require it some of 
our previous research on the relation 
ship between conceptual level of 
teachers and need for structure in

fig.1. Comparbonof-E»*cu«tv«CoiKroTand-
5th Grade One* in the Social Stedfe*
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Now most of these 
students will not
be wiped out in
the economic
marketplace, as 
appeared to be
their destiny.

training will be useful here (Joyce et
al. 1981)

The best answer to our second
question — whether we narrowed the
achievement gap between the chil 
dren of the poor and their economi 
cally advantaged counterparts — lay in
the study of the middle school. The
promotion rate for the school rose
from 30 percent before the project
began to 70 percent at the end of the
first year and 94 percent at the end of
the second year, using the same stan 
dards for promotion The magnitude
of the increase certainly indicates that
student learning is on the rise

Because the school district adminis 
trative staff and, reportedly, members
of the board of education place more
credence in "standard tests" than on
local tests and teacher judgment of
achievement, the district's staff devel 
opment unit administered the ITBS
battery in science, social studies, math 
ematics, and one language test at the
end of the second year to attempt to
confirm the standards used for promo 
tion in normative terms. This testing 
also provided us with the opportunity

dents, who had been exposed to the
program for two years, had gained on
their wealthier counterparts

The analysis, which compared 6th 
and 8th grade students, dealt with our 
question about whether the students
had nonetheless continued to fall be 
hind "middle class" students It con 
firms our impression that the majority
of the students are now making "nor 
mal" progress 

The social studies scores of the 6th
grade students indicate that, through 
the first six years of their schooling,
the average student had been achiev 
ing the equivalent of about seven
months of growth for each year in
school (10 months of growth being, by
definition, the average for the national
sample). The mean score on the social
studies test for the 6th grade was 1.5
grade equivalents below the national
mean (53 compared with 6.8 for the
national sample). If the students con 
tinued at that rate of growth, we would
expect that in the 8th grade the mean
would be 6.7. However, the 8th grade

mean was 7.3 for social studies, still
below the national average but six
months higher than their past rate of
growth had been (see fig 2). 

Their probable rate of growth was 
about average for the national sample.
The mean grade equivalent was 75 for 
science and 7.7 for mathematics In the
6th grade, only five 6th grade students
scored as high as 7.0. By contrast, 13 
8th grade students scored 100 or 
higher, indicating that the school had
become an environment that would 
support above-average achievement

Given the educational history of the
school, it is quite an accomplishment
for it to become a place where average
achievement is now normal Vluch re-
mains to be done, of course, especially
to increase the executive level use of
the teaching models and
toward equality in overall
ment However, if the current

to drive
achieve-
levels of

achievement can be sustained, most of
these students will not be wiped out in
the economic marketplace as ap-
peared to be their destiny before the

Rg. 2. Predicted and Actual Achievement in MkfcBe School Social Studies
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program was initiated Moreover, if 
the students can increase their learn 
ing rates as much as they appear to 
have done, there is no good reason 
why they cannot be helped to increase 
them still further

From Anxiety to Pleasure
This project relies on staff develop 
ment to reorganize the workplace and 
help teachers leam teaching strategies. 
Hence, it is different from a curriculum 
or technological innovation where a 
new program of study or learning de 
vice is "put into place" and its effects are 
studied In our project, as appropriate 
implementation is achieved, effects are 
expected to be gradual but eventually 
large. The district has been able to bring 
about large changes in the workplace, 
and the cadre development has been 
splendid. The phase one teachers have 
practiced unfamiliar strategies until 
many of the teachers have reached a 
good level of skill with them. The study 
groups are functioning, and the school 
faculties as a whole are making con 
certed efforts to advance student 
achievement in specific areas. The stu 
dents are learning more, and social-con 
trol is more a function of instruction 
than of coercion.

The phase two schools are in about 
the same developmental stage as were 
the phase one schools a year ago,-with 
uneven implementation and a great 
deal of skepticism on the part of many 
teachers The pessimistic attitudes of 
many teachers about the possibility of 
improving student learning are not 
intractable, but success by peers has 
little apparent effect on it. The practice 
of collective action does have effect, 
albeit gradual, provided the workplace 
is changed to make cooperative behav 
ior the norm

We do not believe that success in 
improving student learning will- sus 
tain the collaborative activity Success 
makes it easier to reiterate the pur 
pose for changing the workplace, but 
the schools will surely return to their 
previous states fairly rapidly unless 
they are well tended Also, success in 
some schools does not inspire most 
teachers in other schools The most

Collective action 
does have effect, 
albeit gradual, 
provided the 
workplace is 
changed to make 
cooperative behavior 
the norm.

active resistors fight the cadre as ac 
tively as they fight consultants from 
outside the district—and the cadre 
have less experience in dealing with 
resistance.

However, the changed organism 
offers many satisfactions—and the 
concerted schoolwide efforts are re 
warding to those teachers who expe 
rience the power of working together 
and the real and immediate effects on 
the students. Better-planned lessons 
are more satisfying to teach, and bor 
rowing the ideas and materials of 
others becomes a pleasurable source 
of success.

The collegia! setting is least satisfy 
ing to the least-prepared teachers, 
whose shaky hold on subject matter 
and uninspired teaching is unmasked 
in the collegia! environment. This is 
necessary but sad; and it takes a long 
time to remedy, for the least compe 
tent teachers leam both subject matter 
and teaching practices more slowly 
than do the others. It is natural that 
they would want to hide in their class 
rooms Nevertheless, the charisma of 
the most inspired teachers should 
dominate the environment Where it 
does, the learning climate can change

quite rapidly—far more so than con 
ventional wisdom would predict.

In the fiew schools we have been 
discussing, hundreds of students are 
daily experiencing success and can 
expect promotion rather than failure 
and, just as important, know they have 
earned that promotion. Social control 
is becoming an effect of instruction 
rather than "management." Teachers 
are learning from one another and are 
welcoming the fruits of research into 
their repertoires. It is a pleasure to 
watch their transition from anxiety to 
pleasure in the company of their 
colleagues.D
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