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Introduction

The materials in this guide are intended for seminar use by teams seeking to
bring about fundamental change in education and human services in state
systems. The materials assume that the seminar facilitator is quite familiar
with system change concepts, and is well-versed in effective group process
practices.  The guide provides some background materials on system change,
but does not provide specific materials regarding group process practices, since
they are quite readily available from other sources. Building effective teams is
a major purpose of the seminar. The materials also assume that the team
members represent a broad mix of roles within the systems under considera-
tion, including the beneficiaries of the systems.

The materials are designed with the expectation that they will be used in
a one-day intensive team seminar. However, they are formatted in segments
to allow the facilitator to readily adapt them to other time arrangements.
They are also formatted with the expectation that facilitators will differ con-
siderably in the amount of time they think is appropriate to spend on a given
topic for their particular group.  It is further assumed that a facilitator would
observe a seminar or receive training prior to using these materials.

The materials are presented in four sections:

• Facilitator’s Guide: The Guide presents a suggested format for orga-
nizing a one-day session with a team responsible for bringing about
change in their education and human services systems.

• Background Readings: The readings are designed for the facilitator
rather than team members.  However, there may be cases when the
readings would be appropriate for the team.

• Transparencies: The transparencies are for use by the facilitator during
the session.  The facilitator may wish to copy them as handouts for the
team members.

• Handouts: These materials are designed for distribution to the team
members.  Some are an abbreviated version of a background reading
while others are materials to be used as part of an activity.
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Overview
The seminar is divided into nine segments.

I. Opening Events
II. Introduction to System Change
III. Underlying Principles of System Change in Education and Human

Services
IV. Identifying Desired System and Results
V. A Continuum of System Change—An Overview
VI. Examples of System Change
VII. Building Your Own Continuum of System Change
VIII. Connecting Today’s Work with Future Sessions
IX. Wrap-Up

The seminar is intended to help people first understand what system
change is and why it is important. Secondly, participants analyze their cur-
rent education and human services systems to understand existing, and often
invisible, characteristics that affect how one proceeds to change the social sys-
tems.

Once this basic understanding is achieved, participants engage in activi-
ties to develop a picture of what their desired system would accomplish and
how it would function.

With this end in mind, participants then investigate how to move from
the current situation to the desired situation. They look at the stages of sys-
tem change and the nature of change for various types of people involved in
the process. They use a “Continuum of System Change” to guide this
process. Then they modify the general continuum presented here to fit their
situation. This information is used as the team moves to planning specific
actions to bring about desired change.

The expectation is that the seminar will help participants develop a shared
understanding of their current education and human services systems and
options for moving to systems that better meet their needs.

Facilitator’s Guide

E
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Below is a map of the materials (background readings, transparencies, and
handouts), and how they tie to the segments of the seminar. The three
columns on the right contain materials’ page numbers within this volume.

Background   Transparencies    Handouts
Readings

Page Page Page

I. Opening Events

A. Introduction

B. Purposes for the Day

C. Processes for the Day

II. Introduction to System Change

A. Why Change Systems?

B. Definitions of System Change E–17 E–34 (#1)

III. Principles of System Change in 
Education and Human Services

IV. Identifying Desired System 
and Results

A. Introduction E–34 (#2-5) E–38

B. Group Task

V. A Continuum of System Change 
—An Overview

A. Introduction E–21 E–39

B. Stages of System Change E–24 E–35 (#6)

C. Participants in System Change E–27 E–36 (#7)

VI. Examples of System Change

A. Partial Continuum – Standards E–42

B. Full System E–44

VII. Building your Own Continuum 
of System Change

A. Introduction E–46

B. Group Task

VIII. Connecting Today’s Work with 
Future Sessions

IX. Wrap-Up

A. Evaluation E-48

B. Other

Figure 1 – Seminar Materials Map
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Seminar Activities
This seminar is used to broaden the team’s thinking about the strategies for
facilitating system change. Such information can then be used as the team
develops a specific action plan for change.

This format is offered simply as a suggestion to the facilitator. Each facil-
itator can develop a seminar design drawing from these materials and ideas.
The Seminar Materials Map (Figure 1) links background readings, trans-
parencies, and handouts to each segment of the seminar. The background
readings are organized for each seminar segment and provide the content for
the facilitator to use.

Following training in the use of these materials, it is essential that the
facilitator review the background readings, transparencies, and handouts for
each segment of the session to determine how the segment would best be
designed for the particular situation.

I. Opening Events (15-60 minutes)
Introductions — Ensure that everyone knows each other. Introductions may
be used to become familiar with others’ perspectives and/or backgrounds.
There are many ways of doing such introductions. Review books on group
process skills if you want examples.

Purposes — Explain that the purpose is to develop strong team functioning
and a shared understanding of system change, and to set the stage for devel-
oping an action plan for system change.

Processes — Explain the processes and agenda for the day. Handle any gen-
eral ground rules and expectations for how the group will work together.
Again, review books on group process for effective ways to establish ground
rules and group expectations.

Logistics
Materials

The following materials are needed for the seminar:

• Blank transparencies

• Flip chart paper for groups

• Flip chart with stand

• Masking tape

• Colored pens (1 per table and several for facilitators)

• Overhead projector

Room Arrangement

Have people seated around one large table, the outside of a
u-table configuration, or around several round or rectangu-
lar tables. (The choice depends upon the number of people,
work within the groups, and interaction between groups.) E
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II. Introduction to System Change (30-90 minutes)
Why Change Systems? — Engage the group in a brainstorming session to
identify why they think changes are necessary in their education and human
services systems.  This is a vital piece. If they aren’t convinced change is nec-
essary in their situation, the rest is of little meaning.

Definitions of System Change — This segment helps build an under-
standing of what system change is. (See background reading for definitions.)
You may wish to start with general brainstorming to see what definitions peo-
ple currently have.

III. Principles of System Change in Education and 
Human Services (60 minutes)

The transparency (#1) for this segment can be used to illustrate how certain
principles or assumptions (often unspoken/unrecognized), underlie system
functions. It is essential to recognize the fundamental principles that cur-
rently exist and those that need to change to undertake system change. The
background readings include principles that various groups have suggested be
changed. See Definition 3 in background reading entitled “Definitions of
System Change.” Have the group develop its own list and examples.

IV. Identifying Desired System and Results   
(30-90 minutes)

Introduction — Use four transparencies (#2-5) to show likely changes in
system structures as well as changes in the desired results to be accomplished
by the education and human services systems. The handout has information
on this.

Group Task: Discuss the desired type of system and the desired results.
Indicate that the ideas discussed will be used at the end of the day to build
a continuum of system change.

V. Continuum of System Change—An Overview 
(30-60 minutes)

This section begins with a mini-lecture; detail depends on the group. The sug-
gested approach is a 15 to 20 minute background of the concept of a con-
tinuum of system change showing the stages of change and the roles of vari-
ous groups in the change process. Then allow for questions and discussion.

Introduction — See the background reading for introductory ideas.

Stages of System Change — See the transparency (#6) and background
reading for resources. 

Participants in System Change — A transparency (#7) and background
reading are provided. A summary handout is provided that covers both the
Stages and Participants of System Change.

E
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VI. Examples of System Change (1-3 hours)
An example of a continuum of system change is provided which uses one sys-
tem change lever—Standards. This example illustrates the stages of change
for the various participants in order to fundamentally change the system relat-
ed to how standards are used.

The second example is of full system change with the particular end
results described in the final column of the continuum. This example incor-
porates current thinking among reformers about the desired features of sys-
tems that bring together education and human services in the best interests
of children, youth, and families. Since a consensus has not been reached on
the desired system, this continuum is provided as an example; it is expected
that teams will build their own continuum, drawing on the day’s discussions.

Standards 

The handout is an example of the continuum using only standards of what
students should know and be able to do. This does not constitute full system
change. Rather, its purpose is to show that any one change has implications
for all parts of the system.

Group Task: Have participants review the continuum example and place
their state on each row. Discuss the implications of this configuration.

There are many ways to do this task. Here is one way.

Create mixed-role groups of approximately six people. (Another option is
to have same-role groups, who then compare perspectives in the system.)

Reproduce the continuum on a very large wall chart (4’ x 6’) with only
rows and columns of the matrix indicated. Have groups put sticky notes
on each cell indicating the position of their state in terms of the stages of
system change. (Perhaps use different colors for different groups, especial-
ly if groups represent single-role groups.) Discuss the patterns. The back-
ground reading provides major points for discussion.

The marks should be placed where most of the same type people are (the
rows in the continuum); another option is to draw a line across several
stages to show the spread, darkening the line where most people are.

Full System

This example incorporates many features of the education and human ser-
vices systems that may need to change.

Group Task: There are many possible ways to use the full system con-
tinuum. For example:

Discuss the right-hand column explaining that it describes the type of sys-
tem that is this continuum’s goal. Have groups discuss similarities/differ-
ences with their goal. Draw from the discussion in Section III of the sem-
inar.

E
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In small groups have participants place their state within this continuum
(as they did for the standards example), modifying the right-hand column
as well as any preceding cells in the rows to fit their revised goal.

Discuss the patterns of this more complex situation. (See background
reading on “Patterns within the Continuum.”) Emphasize that these
results are preliminary, not intended as definitive state patterns. They are
to be used to stimulated thinking and probably raise as many questions as
they answer.

VII. Building Your Own Continuum of System Change 
(15 minutes)

A blank continuum is provided for teams to use, although is likely that peo-
ple will prefer to take the full example and modify it.

Introduction — The idea is to have a continuum that roughly depicts the
team’s current vision of the desired system, to be used in future team meet-
ings as they develop an action plan for change.

Group Task: It is unlikely that the full group will engage in building their
own continuum. Rather, have the group identify a task force of three to
five people to work on a draft, drawing upon all of the team’s work for the
day.

VIII. Connecting Today’s Work with Future Sessions 
(30 minutes)

Conduct a group discussion about the implications of their work for use in
future meetings or at other events, particularly the development of specific
action plans for desired change. Where they placed their state on the contin-
uum will help determine what next steps to take to move toward their desired
system.

IX. Wrap-Up (15 minutes)
Evaluation — Ask participants to complete the evaluation form.

Other — Other wrap-up activities as appropriate.

E
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This section contains readings for facilitators. It is expected that facilitators
will draw from these materials as well as from their own experience and
research to present comments on each topic appropriate for the particular
group. 

Please refer to Figure 1 — Seminar Materials Map, to determine the rela-
tionship between these materials and each segment of the seminar.

Definitions of System Change 
Different definitions exist for the term “system” or “systemic change;” shown
below are five to consider. Groups working on system change are encouraged
to develop their own definition, which would likely include portions of the fol-
lowing.

Definition 1 — Changing Multiple Parts of the System
One of the earliest notions of system change was that changing only one part
of the system was inadequate; many system aspects need to change. However
up until the 80s when such interventions were being attempted, specialists in
each part of the system worked in their corner of the world with little concern
or attention to what others were doing. Consequently, one change could eas-
ily cancel the positive effects of another.

Definition 2 — Recognizing Interconnections among Parts
of the System
Soon people realized that attention needed to be given to the interconnec-
tions among the parts of the system, and the interactions among changes
within those parts. In the late 80s when the term “system change” began to
gain considerable popularity, the term was typically used to draw attention to
the connections among the parts of the system. 

Definition 3 — Changing the Fundamental Design
Features of the System
Once the interconnections within the system were recognized, people moved
to an even more significant meaning of system change. They realized that
deep and often unrecognized principles, values, and beliefs define the system.
If we are to have significant change, these features must change. 

Examples:
What Students Should Know and Be Able to Do. When the cur-
rent education system was established back in the early 1900s, people
primarily focused on students gaining basic reading, writing, and arith-
metic skills as well as knowledge in other areas. Although those things
are still desirable, we have added a whole new level of learning that
schools are expected to help provide. Given the increasing complexity of
society, people also want students to be able to apply basic knowledge and

E
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skills to complex situations, to be decision makers, problem solvers, and
able to access information.

Designing the System around Learning Instead of Teaching.
Another example of the shift from the old system to the new is in how
we view teaching and learning. When the education system was estab-
lished, the main mode of teaching was delivery of information. It was
expected that if the teacher stood up in front of the class and delivered
information to the students, they would learn. Over the years much
research has been done about how people learn. Recent research shows
that if we want students to acquire the higher-level skills of application,
integration of information, decision making, and solving complex prob-
lems, a different type of learning situation is needed. Students need to
be interacting with other people as well as with information. They need
projects where they are pulling information together from many differ-
ent sources and looking at how to apply it in meaningful and practical
situations. Such an approach to learning means that the teacher plays a
very different role—no longer lecturing the class, but rather serving as a
facilitator, coach, and guide as students work on projects and tasks, both
collectively and individually.

This shift is illustrated by the story of the man who got a new dog.
One day he was walking his dog down the street and he ran into his
neighbor, Bill. He said, “Guess what! I taught my dog how to talk!”
“Well, that is incredible,” Bill said. “Have him say a few words.”
Response: “Oh, I just taught him. He didn’t learn.”

Similarly our education system has focused on teaching rather than
learning. Therefore, another approach is to design features of the system
(e.g., accountability), based on what students are to learn rather than cer-
tain actions of the teachers.

Crisis Orientation vs. Prevention. Much of human services’ current
focus is on crisis intervention, whereas in the future it will be developing
prevention of crises. Such an orientation implies different services from
the system.

Multidirectional Rather than Unidirectional Information Flow.
Many of today’s organizations are built on the factory model of organi-
zation, in which people at the top do most of the thinking and pass down
orders to others in the system. Today we realize that such a system does
not work for many of the things we need to accomplish. More often now,
organizing is horizontal with people at all levels expected to think, inte-
grate information, and accomplish tasks. Information does not flow only
top to bottom, but in many different directions due to technological
change and our general information society.

When considering changes in underlying principles of a system, frequent-
ly we are not totally eliminating one principle and replacing it with another.
Rather the balance and emphases are shifting. For example, when teachers
become coaches and facilitators of student learning rather than deliverers of
information, it does not mean that teachers never lecture under the new sys-
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tem, but rather that lecture is no longer the primary mode of teaching.
Likewise, when the human services system emphasizes prevention, it does not
mean that it no longer deals with crises intervention.

Here are other examples of shifts in the fundamental design of the sys-
tem. You are encouraged to review the list for examples that seem appropri-
ate for your situation.

Attributes of Current Desired Attributes
Prevailing System

individual-centered family-centered

input-driven outcome-driven

remediation-emphasis prevention-emphasis

centralized decentralized

categorical services and funding integrated blended services and 
funding

institutionally-based community-based

credentialed professionals teams of professionals and non-
providing services professionals providing services

culturally and linguistically neutral culturally and linguistically 
responsive

unchanging over time evolving, flexible

input-regulated accountability outcome-oriented accountability

Definition 4 — Recognizing the Process of Change
In the early 90s the definition of system change developed further. As we real-
ized how long it takes to fundamentally change a system, we began to look at
the stages within the change process, leading to yet another dimension of sys-
tem change. As a system moves from one method to another, people tend to
go through somewhat definable stages until the new system becomes domi-
nant.

Early on the focus is on maintaining the old system. People assume that
if they improve what they have always done, all will be well. Gradually they
become aware that different things are needed, but they are not sure what.
Next people tend to move into an exploration stage where they try out new
ways of doing things and look for the fundamental differences, patterns,
actions, and ways of operating. As these fundamentals become clear, and
examples of different methods lead to desired results, people move into the
transition stage —they are ready to commit to a new way of doing business.
This requires that they let go of old ways of doing things. Up to now, they
have been able to add the new. Now they cannot proceed without relinquish-
ing the old, counterproductive ways. Unless they do so they won’t have the
resources and energy to engage in the new over the long term.
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Once these deep transitions take place, people move into a period where
the new emerging infrastructure is evident. Others who may have been unwill-
ing until this time, become convinced of a better way, or at least that a new
way will be rewarded and expected. Finally, people enter the period where there
is a predominance of the new system. The new system is never fully locked in
place, because as people approach the desired system, it is obvious that even
more change is desirable.

This definition of system change is discussed in greater detail later.

Definition 5 — Moving All Categories of Adopters of the
New System
Another definition of system change focuses on the well-researched phenom-
enon of distinct categories of people based on how they respond to innova-
tions. This definition derives largely from the research of Everett Rogers
(1983) and has been accumulating for approximately 30 years. Rogers iden-
tifies five types of responses. (The percentage in parentheses indicates the typ-
ical percentage of people that fall into each category.):

Innovators: Innovators tend to be venturesome, eager to try new ideas.
They are not troubled by setbacks and incomplete ideas or methods.
They tend to network quickly outside their local circles. (About 3%)

Early Adopters: Early adopters are more a part of the local social sys-
tem and contain local opinion leaders. They are not as far ahead of the
average individual as innovators and are more trusted locally. (About
13%)

Early Majority: This type adopts new ideas just before the average per-
son. They seldom hold leadership positions. They tend to deliberate for
quite some time before adopting an innovation. The time it takes them
to decide to adopt an innovation is longer than that of early adopters and
innovators. (About 34%)

Late Majority: This type adopts a new idea just after the average per-
son. They often don’t adopt until it is an economic necessity and until
there is growing peer pressure to do so. They tend to have scarce
resources and want to be sure a new idea is well developed before they risk
change. (About 34%)

Laggards: Laggards are the last to adopt innovation. They are not opin-
ion leaders and tend to be isolated. Their point of reference is the past.
(About 16%)

If a system is to be significantly changed on a large scale, nearly all of
these categories of people need to be functioning under the mode of the new
system.
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Introduction to Continuum of System Change
In 1987, staff at the Education Commission of the States1 began to look
seriously at the notion of system change. They realized that the U.S. was run-
ning into a serious problem as pressure built to change the education system.
State education and political leaders focused on increasing mandates and con-
trol, while school reformers built on a different set of research and knowledge
regarding needed changes in schools—one of greater flexibility and involve-
ment at the classroom level. Therefore they decided to find a way to bring
together both lines of thinking, to better understand how to change the whole
system, based upon the best support for student learning.

ECS established a partnership with the Coalition of Essential Schools
(CES) based at Brown University and headed by Theodore Sizer, one of
today’s leading high school reformers. He had conducted extensive research
during the early 80s which led to what the Coalition calls the “Nine Common
Principles” about teaching and learning. These principles include:

• Students should be the workers, and the teacher the coach
• The school should have an intellectual focus
• There should be simple and universal goals for all students
The partnership initiated by ECS and CES initially included five states

—it has now expanded to more than a dozen. The states agreed to each have
at least 10 schools participate, along with district and state leaders who would
work together in making changes from school house to state house. People
involved in the partnership learned a tremendous amount about the stages
people go through as they make change, and some of the most effective strate-
gies.

With this starting point, the staff at ECS and InSites continued to learn
about the stages of change that systems undergo. By 1992, they had evolved
a continuum of change from maintaining the old education system to creat-
ing a system that had the characteristics (discussed earlier), for improved
teaching and learning. The continuum also partitioned the system into six
categories for understanding the dynamics of system change.  (See Figure 2.)

In 1993, InSites began to develop a continuum of system change that
included both the education and human services systems. For the Danforth
Foundation-sponsored Policymakers’ Institute that summer we used the edu-
cation continuum plus some human services features. For the 1994 institute,
we significantly revised the continuum for a better balance between education
and human services. It was difficult to construct a continuum that adequate-
ly depicts the system-change process and components when looking at the two
systems jointly.

1 ECS is an interstate compact. All the states except Montana belong to it. Its purpose is to work pri-
marily with state leaders, governors, legislators, state department people, and leaders in higher educa-
tion on state education policy and leadership. The author of this guide worked at ECS from 1982-
1991 before joining InSites.
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Vision Vision reflects:
• Learning based on seat time
• Teaching as lecture
• Mandates and inputs
• Education system separate from other

systems

• Multiple stakeholders realize need to
change from old system, but unclear
on what to change to

• Strategic plans, study group reports
from influential groups call for funda-
mental changes getting some attention

• Alternatives to old system begin to
emerge in piecemeal fashion

• Stakeholder groups promote new ideas
about parts of the system

• New examples visited/debated
• Growing numbers and types of stake-

holders being drawn together around
change

Public and
Political
Support

• Support generally taken for granted
• Only becomes of concern when

finances are needed
• Public informed, not engaged, by

educators

• Reports on need for changes in educa-
tion discussed among policymakers, in
news media

• Public forums on need for change with
input from public encouraged

• Task forces formed to recommend
changes for district, school

• Political/public opinion leaders speak-
ing out on selected issues

• Minor resource allocations to explore
possibilities

• Public involvement in redefining
desired student learning outcomes

Networks,
Networking,
and
Partnerships

• Networking among peers often seen as
subversive or insignificant

• A few teachers within schools begin to
network

• Partnerships are one-shot, 
supplemental

• Recognition of value of networking as
a way of learning new operations of
education system

• A critical mass of teachers in a school
explore joining restructuring networks

• Realization that partnerships need  to
be longer term and more integral to
school mission

• Networks (including electronic) used
as a way to speed up sharing of 
information and new ideas

• Networks joined across schools, 
districts, states

• Whole schools join networks
• School leaders begin conversations

with potential partners on core 
educational issues

Teaching and
Learning
Changes

• Emphasis placed on using standard
curriculum, instruction, assessment
methods more rigorously

• High attention to standardized test
results and ways to raise scores

• Recognition that traditional teaching
and learning methods are not based on
current research about learning

• Recognition by administrators, public,
teachers that education problems are
due to social, economic, technological
changes that are broader than 
education

• Individual schools, teachers, districts
debating and committing resources to
learning and using new ways of teach-
ing

• Multi-person and multiyear commit-
ments to try new teaching and learning
approaches

• New modes of assessing learning
explored, developed

• Learning outcomes being defined

Administrative
Roles and
Responsi-
bilities

Role/responsibility seen as:
• Diminish conflict
• Emphasize standardization of

approaches, following rules, regula-
tions

• Serve as major channel, source of
information

• Top-down decision making

• Administrators (at all levels) recognize
need to change roles to better support
change and learning by teachers

• New roles, responsibilities for admin-
istration discussed

• Media attention on innovative leaders

• Site-based decision making (SBDM)
approaches piloted

• Professional development for adminis-
trators focuses on new roles/responsi-
bilities

• Bureaucratic layers questions, vacant
positions not filled

• Administration learning to allocate
resources to support learning outcomes

Policy
Alignment

State, district policy emphasizes:
• Textbook selection
• Standardization of instruction methods
• Standardized test, comparisons among

schools on student achievement
• Hierarchical organizational structure
• Program evaluation results used as

bias for blaming and fault finding

• Recognition that standardized tests not
measuring all desired learning out-
comes

• Attention directed to performance
assessment to support desired

• Recognition that low achievement may
be due to broader conditions rather
than poor teaching

• Debates on how to use policy to help
lead reform rather than force change

• Waivers to regulations made available
to promote experimentation

• Schools, districts, states explore new
modes of student assessment

• Policies debated, enacted, piloted to
define graduation based on demon-
strated learning rather than courses
taken

• New policies piloted on curriculum
frameworks with higher learning for
all

Figure 2 — Continuum of System Change in Education 
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Figure 2 — Continuum of System Change in Education 

Transitioning
Elements of

Change
Emerging New
Infrastructure

Predominance of 
New System➜ ➜➜

S t a g e s  o f  C h a n g e

Vision• Emerging consensus on new system
components

• Old components disparaged/shed
• Need for linkages of new components

within system is understood

• Continual vision development seen as
major force for change

• Vision includes student outcomes, 
system structure, underlying beliefs

• Recognition of need for continual
refinement, development of vision
with expanded stakeholder 
involvement

Broad agreement that in the desired 
system:
• All students can learn at higher levels
• Learning means achieving and apply-

ing skills, knowledge
• Teacher as coach, critic, facilitator
• Distributed decision making
• Vision-setting leadership
• Connections to other social systems

Public and
Political
Support

• Public debate on specific changes with
mixed support

• Opinion leaders campaign for change
• Resistant groups vocal
• More resources allocated for innova-

tion
• Diversity of population recognized

• Ongoing commissions, task forces
established to maintain momentum for
change as political leaders come and
go

• Resources for innovation are ongoing
with emphasis on meeting diverse stu-
dent needs

• Public engaged in change

• Public, political, business involvement
and connection seen as essential fea-
ture of system

• Allocation of resources based on new
vision supported

Networks,
Networking
and
Partnerships

• Recognition that networks are a long-
term feature of a less hierarchical sys-
tem

• Debates on how the district can sup-
port ongoing networks

• Disenfranchised groups (e.g., teachers,
ethnic groups) use networks for long-
term empowerment

• Networks seen as accepted practice
• Networks act as major source of new

knowledge
• Empowerment issues debated
• Multiple partners support vision and

student learning

• Resources allocated for networks
• Effective network operations devel-

oped
• Networks serve as communication and

information channels
• Empowerment issues being resolved

Teaching and
Learning
Changes

• Significant numbers of teachers,
schools, districts intensely trying new
approaches

• Teachers given time for planning
• Recognition of depth of change needed

and difficulty, time and resources
required

• Teachers convinced it’s not a fad
• Changes being assessed

For significant numbers of schools:
• State, district teaching/learning assess-

ments encourage continual improve-
ment, recognize uneven progress

• Graduation based on demonstrations of
established learning outcomes

• Teaching methods actively engage stu-
dents

• Heavy and ongoing involvement in
teacher development

For most schools in district it’s the norm:
• To have students actively engaged in

learning
• Student assessments how continual

improvement on skills, knowledge
established in vision as desired out-
comes

• Outcome focus used in teacher and
administrator preparation programs

Administrative
Roles and
Responsi-
bilities

• Methods of distributing decision mak-
ing to lower organizational levels
developed

• Emphasis on outcomes to be achieved
with flexibility in how they are
achieved

• Allocates resources to support continu-
al learning by teachers

• Administrators hired using new criteria
for leadership/management

• Policy supports SBDM
• Required school-community councils
• Teachers responsible for instructional

decisions
• Infrastructure supports school change

to match vision

Administrators expected to:
• Encourage rethinking, improvement
• Encourage flexibility in approaches to

meet needs of all students
• Allocate resources to support student

learning rather than rigid categories
• Determine SBDM for learning, equity

Policy
Alignment

• Task forces define student learning
outcomes,  frequently based on nation-
al standards

• Policies enacted that give schools lati-
tude to redesign their teaching and
learning approaches

• Recognition that all policy needs
review to determine what system it
supports

• Exit learning outcomes developed by
broad-based stakeholder groups at
state, district, school levels; outcomes
emphasize problem solving, more
complex learning for all

• Multiple means of measuring student
learning used; inclusion of demonstrat-
ed skills, knowledge

• Major review of policy for realignment
to support new system

• Policies across education, health,
social services, etc. interconnected

Policy at school, district, state supports:
• Ongoing rethinking, continual

improvement
• Allocating resources to support student

learning
• Curriculum frameworks with high stu-

dent standards
• Learning outcomes guide decisions at

all levels of system including class-
room

• Flexible instructional materials/meth-
ods to meet diverse student needs

• Alternative modes of assessment
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However, as the consensus about needed changes has continued to shift
and develop within and between the education and human services systems,
and as more and more research and theory about system change has been pub-
lished, we have further synthesized the ideas to create a current depiction of
the process. (See “Full Continuum of System Change in Education and
Human Services” in the Handouts section.)

The next section of the background readings describes the two dimensions
of the continuum—stages of system change and categories of participants in
system change. These sections are designed to explain the two handouts:
“Partial Continuum of System Change in Education and Human Services:
An Example – Standards” and “Full Continuum of System Change in
Education and Human Services.” The Partial Continuum uses one feature
for system change—standards for student learning. This continuum is
designed to help teams understand the basic ideas of the continuum. The Full
Continuum provides a fuller picture of system change. This continuum is
designed as a starting point for state teams. It is expected that each team will
modify it to depict their new desired system.

Stages of System Change 
As an organization/system attempts to change from one state of being to
another, we find six roughly definable stages during the progression to the new
system’s dominance.

Stage 1 — Maintenance of the Old System
In this stage, people try to improve what they were already doing. They tend
to say, “Well, we know that we could do this a little bit better. If we just try
harder, I’m sure it will work.” Soon they realize there is something to the
adage: “If you always do what you’ve always done, you always get what you
always got.” Gradually they begin to say, “Maybe there is something that we
need to do differently. Maybe this just doesn’t work.” At this point they begin
to enter the Awareness stage.

Stage 2 — Awareness
In this stage, people are aware that what they have been doing is inadequate
and that there must be something better. This can be frightening because they
recognize the need to give up the familiar, and yet don’t know what to do
instead. The awareness can also create a sense of guilt and unhappiness with
past performance. Guilt and blaming one another often characterize this
stage. For example, as teachers learn about other teaching strategies they may
feel that they have failed or have damaged children in the past by teaching in
less effective learning methods. Other people may start blaming one another.
Teachers and service providers blame the administration, administration
blames front line workers, and the front line workers blame students and par-
ents.

E



E–25

Eventually people realize that blaming and guilt do not help. They begin
to look at the alternative practices and become more open to the possibility
of their own change. This leads into the Exploration stage.

Stage 3 — Exploration
During Exploration, people begin to pick up on new ideas from many
sources; this can take different forms. One method to move into this stage is
to visit other schools and communities to observe new practices. Simply talk-
ing about the new ideas can be insufficient; people need to observe the prac-
tices in operation or, at the very least, by watching videotapes of new practices.
Visits are most helpful because of dialogue with their counterparts which gives
a more in-depth view of how practices have changed. 

Another way to move people into Stage 3 is to set up study groups with-
in the school or agency. These groups identify and read articles on new prac-
tices and then discuss what they have read and how to apply it to their situa-
tion.

These conversations are extremely important both at the Awareness and
the Exploration stages. They show how we learn through interaction (whether
adults or children), and that adults’ discussion time leads to changes in the
mental image and modelling of good teaching, service, administration, or
other practice. The ground rules of effective dialogue become particularly
important here (see Senge, 1990).

Another useful activity is to encourage people in all parts of the system to
actually try out some new approaches. The idea is for different approaches to
spring up among those who are interested in trying new things. Some teach-
ers may be exploring cooperative learning; others may be involved in site-
based management approaches; others may look at different ways to engage
students in conducting projects; and still others may try performance assess-
ment with projects and portfolios instead of multiple choice tests. Service
providers may try shifting toward an emphasis on prevention or work out ways
that teams could provide better beneficiary service. The focus of this stage is
for people to understand at a deeper level, and experience how it works for
their situation.

A couple of precautions during this stage:  a common problem has been
that people adopt one technique on the basis that it will solve the problems of
the system; then they often advocate this approach and criticize others for not
using it. This undermines the environment of trust and encouragement for
learning that is essential to progress. Another problem that can occur is when
people try too many things. This results in practices that are tested at only a
superficial level instead of at the depth required to judge the usefulness of the
approach in their situation.

During the Exploration stage, people often reach a point where so many
things are happening that they can’t put it all together. They try to choose
one technique over another and don’t recognize fundamental themes running
through many of these approaches. 
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People need to identify themes and common assumptions that provide the
basis for designing their new system. For example, teachers who use coopera-
tive learning may realize that students arrive at jointly shared solutions which
are better than individually developed ones. Similarly, a principal who uses
site-based management may find that better decisions are made by teachers
whose perspective is deeper because of being in the classroom. Teachers are
more committed to solutions they understand because they have helped to
work them out. 

As the Exploration stage progresses, people look more deeply at the com-
monalties of effective practices and fundamentals that are the characteristics
of the new system.

Stage 4 — Transition
People now move into the Transition stage. At this point people begin to make
a commitment to some new practices. Until now they have been able to try
new things and keep the old. If critics become concerned about new practices,
the reformers can lean back on the old approaches. However, in the Transition
stage they begin to realize they can’t do both. They are faced with the adage
“The politics of subtraction are much more difficult than the politics of addi-
tion.”

Until now it has been relatively easy to keep adding new practices. Perhaps
they have been able to find teachers or others in the system willing to con-
tribute extra time (probably with little pay) to try something new. However,
now they realize this cannot continue as the main operational mode. Some
practices must be eliminated because of cost and because of the confusion
they create. Therefore, this stage is characterized by hard decisions of what to
keep and discard, personnel requirements, and budget allocations.

Stage 5 — Emerging New Fundamentals
As people move into this stage, they begin to make real commitments to new
practices. One indication of commitment is when new teachers or adminis-
trators are hired based on criteria reflecting new operating methods. Another
indication is when resources are allocated to support new practices, rather
than to maintain the old.

A key example is when resources are allocated based on student results
rather than on traditional budget categories. At this stage we tend to see 20-
30% of schools or communities committed to using new practices and poli-
cies.

Stage 6 — Predominance of the New System
This stage is called “Predominance of the New System” rather than “New
System,” because as people move closer to their vision of a new system they
begin to see beyond to even better possibilities.

Consider the story of a city fellow who went to the country looking for Joe
Jones’ house. He stopped at a farmhouse and asked the woman who answered
the door if she knew where Joe Jones lived. “Oh yes,” she said, “just go three
Cs down this road and turn left.” “Three Cs?” he asked. “What do you mean
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by that?” “Well,” she said, “you go once as far as you can see, and then you
do it again, and then again, and then you turn left.” So too with the shaping
of our vision of education and human services. We get a vision as far as we
can see based on what our current knowledge is. As we get closer, we see some-
thing over the horizon that is even more intriguing and seems more appro-
priate.

At this point it is unrealistic to expect that everyone will have adopted the
“new system” as defined. A state could be considered to be at this stage when
about 65-85% of communities are operating according to the definition of
the new system.

A continually evolving picture of our direction seems to be a characteris-
tic that will be with us for a long time. Our period of history has so many
changes, that we need to become accustomed to change. 

Participants in System Change 
People within certain roles and functions define which units of the system are
involved in the stages of change. There are a number of ways to group the
participants; here are two collective units and five roles played by individuals.
The units and roles remain despite the design and desired results of the sys-
tem.

The two collective units of the system are:

• System leadership
• School/community

The roles of individuals within the system are:

• System beneficiaries (children, youth, and families, or students within
the context of their families)

• Front line workers (teachers and service providers)
• Administrators
• Policymakers
• Public
Below is a brief description of individual and collective system participants

and how they tend to move through the stages of system change. The descrip-
tions draw on an extensive body of research (see Readings on System
Change). The descriptions assume that people are moving toward a system
defined by characteristics most commonly promoted by reformers.

Collective Units of the System
The nature of the leadership of the system and the norms of the school and
community are key elements to track in the process of system change.
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System Leadership
A key to system change is leadership evolution as the system changes.
Evolution in the leadership from the typical old education and human ser-
vices systems to the new one(s) is characterized by a shift from:

• heavy hierarchy and bureaucracy to shared and distributed leadership
throughout the systems

• one-way communication to multi-directional communication with
extensive use of networks and partnerships

• large top-down organizations to smaller partnered and networked orga-
nizations

• decision making detached from the beneficiary to decision making
open to and connected with the beneficiary

• focus on inputs and activities to focus on results

School/Community Units
Extensive research shows that although individuals must change, there is a
shared set of implicit or explicit norms that shape individual change. These
norms tend to be particularly defined within a school or community. Thus,
one needs to look at the progression of change. As schools and communities
shift from the old systems to new ones, they tend to be characterized by a shift
from:

• repeating patterns of the past to consciously looking at past patterns
and making judgments as to whether these are patterns they want to
continue

• a focus on the past to a focus on the future
• a focus on problems and weaknesses to a focus on strengths, assets, and

possibilities
• little attention to results for the beneficiaries to major attention on

how the system impacts the results for beneficiaries

Individual Participants in the System
Individuals within the system can be grouped by the predominant role they
play in relation to the education and human services system.

System Beneficiaries
Beneficiaries’ perception of their relationship to the system is a key aspect of
system change—and one that is often overlooked. Beneficiaries are often seen
as passive recipients rather than active participants in the shape and function
of the system. In fact, this is the dominant change that occurs in the shift
from the old system to the new—the beneficiaries shift from passive, power-
less consumers with little responsibility to actively involved participants with
power to influence the system and the commensurate responsibility to achieve
desirable results.
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Frontline Workers
Teachers, social workers, and other human service providers have the most
direct contact with the system’s beneficiaries. The way they function and view
their roles and responsibilities has a major impact on whether and how the
systems change. The front line workers undergo a shift from:

• delivering information or services to a role as coach, mentor, and sup-
porter of the beneficiaries’ learning and growth

• assuming responsibility for following rules and regulations to assuming
responsibility for supporting the accomplishment of the desired results
of the system

• viewing themselves as authorities to viewing themselves as partners
with beneficiaries and communities in the accomplishment of results

• viewing their responsibilities as within a narrow specialty to seeing
themselves as partners with other service providers in helping the ben-
eficiary view the situation holistically (recognize the interconnections
between multiple needs)

• having limited access to information to having broad access to infor-
mation

Administrators
New systems tend to be characterized by a different type of administration.
We look both at how the administrative functions change and who the admin-
istrators are. 

• Functions: Administration moves from a fairly passive role of ensur-
ing that rules and regulations made by policymakers are followed to
ensuring that desired results are being achieved by system beneficiaries.
This may mean that resource allocation decisions are made by front-
line workers and at the community or school level rather than higher
up in the system. Those decisions are made to achieve desired results,
while leaving considerable flexibility for frontline workers, beneficia-
ries, communities, and schools to decide the best ways to achieve
results.
Accountability under the new system focuses on results, leaving con-
siderable flexibility for local people to determine the methods used to
achieve those results. Administrators shift from protecting turf and
resources to working in partnership with others to use their collective
resources and power bases to serve the beneficiary. Administrators
must also think systemically while acting locally. They must look at
both short-term and long-term impacts, and examine how actions
taken for one purpose impact other parts of the system.

• Administrative Tasks: Responsibility for administrative functions is
also likely to change. Rather than certain people having a strictly
administrative position, administrative tasks are likely to be distributed
among a broader group of people. For example, those with a predomi-
nately frontline role may have a certain amount of their time desig-
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nated to administrative functions, thus reducing the distance between
service and administration.

Policymakers
Policies establish the broad framework and parameters of how a system func-
tions and what it is intended to accomplish. The process of policymaking
shifts from the old system to the new system in several ways. For example,
policy shifts from:

• being driven by bureaucratic convenience and maintenance to achiev-
ing desired results

• being segmented and uncoordinated across systems to coordinated and
systemic

• having a heavy emphasis on mandates to strategic use of incentives and
waivers as well as mandates

• being highly directive at the state and federal levels to state and feder-
al policy setting broader parameters within which effective local policy
can be made

• having a focus on compliance with rules and regulations to a focus on
results

Public
The role of the public also changes from the old system to the new. The old
systems tended to be quite closed to public influence; the major mode of pub-
lic influence was through the election of people to various policy positions.
The new systems are more open, allowing significant public involvement to
shape desired results and operation modes to fit the community’s needs and
values. The new systems are more accountable to the public regarding opera-
tion and achievement.

Patterns within the Continuum 
Once the group has identified where their state is on each row of the contin-
uum, reflect on the patterns that appear. Some pioneers are needed within
and across groups who help propel the whole system forward; this creates an
ongoing dynamic through the system. There is no right way to move the sys-
tem toward the new configuration. Policymakers may lead in some cases,
schools in others, and communities in yet others. The trick is to keep deep-
ening the dialogue within and among groups to improve the quality of
changes implemented and to clarify the basic principles upon which the new
system rests.
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Transparencies

This section contains transparencies for facilitators to use during the session.
The facilitator should feel free to modify them as appropriate for the partic-
ular group. All transparencies relate to a segment of the seminar as indicated
on the Seminar Materials Map (Figure 1).
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(3) System Results Example—Education 
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(1) Principles 
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(4) System Design Example—Human Services 

(5) System Results Example—Human Services 

(6) Stages of System Change 
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(7) Participants in System Change 
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Handouts

This section contains handouts for facilitators to use during the session. The
facilitator should feel free to modify the handouts as needed to be appropri-
ate for the particular group. All handouts relate to seminar segments as indi-
cated in the Seminar Materials Map (Figure 1).
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Desired New System Results and Designs 
When considering system changes, keep in mind that either the desired
results the system is to produce and/or the structure of the system that pro-
duces the results may be in need of change.

Desired Results
In education, the major impetus to change is to obtain different results in
terms of what students should know and be able to do. For example the exist-
ing system was designed to provide basic skills in reading, writing, and math.
Now, in addition, students must learn to apply their skills in complex situa-
tions and learn to work cooperatively.

The human services system was largely designed to handle crises.
Reformers are arguing for a system that has the goal (desired result) of pre-
vention of crises.

Desired System Design Features
To achieve the above results, the education and human services systems need
certain characteristics, many of which are not a feature of the current sys-
tems. For example, if the education system is to help students apply knowl-
edge to complex situations, teachers need to use different teaching methods.
Most students do not learn to apply knowledge unless they actually undertake
a project where they practice using the knowledge in a complex situation. A
student learns to use new science knowledge by conducting an experiment or
designing (for example) an electric motor.

Undertaking this means that class periods may need to be longer.
Students need to work together, spend time doing research in the library, or
talk to experts. Consequently, the system needs to accommodate longer class
periods, team learning, new connections to outsiders, different resource mate-
rials in the library. The design of the system needs to be different to accom-
plish new results.

Likewise if human services systems are to help children and families pre-
vent problems of abuse and neglect, the system needs to focus on creative
parental education, or caseworkers with various areas of expertise working as
a team.

Once the core purposes of the system and the essential ways of accom-
plishing the purpose change, the impact ripples through the whole system.
The parts and functions are closely connected. Thinking through these inter-
connections and ways to stage the change process is the essence of system
change.
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Overview of the Continuum of System Change 
System change designed to concurrently transform education and human ser-
vices is in its infancy. This continuum is a preliminary effort to organize one’s
thinking about system change. We expect important modifications to this
continuum as knowledge and experience expands through state and local
action. In many cases, the stages and elements of change are projections based
on research and experience in other system change efforts—especially in edu-
cation and business.

This tool is intended to help a state assess where it is in the process of
change. It provides a road map based on explicit characteristics of change and
goals for the future. It is intended as a basis for discussion of what constitutes
system change in a state as well as where a state is in the change process. Feel
free to modify it for your situation.

Stages of System Change
The stages of system change used in the continuum are defined as follows:

• Maintenance of Old System — Focuses on maintaining the system as
originally designed. Participants do not recognize that the system is
fundamentally out of sync with the conditions of today’s world. New
knowledge about learning, service, and organizational structures has
not been incorporated into the structure.

• Awareness — Multiple stakeholders become aware that the current sys-
tem is not working as well as it should but they are unclear about what
is needed.

• Exploration — Frontline workers, administrators, and policy makers
study and visit places that are trying new approaches. They try new
ways, generally in low-risk situations.

• Transition — The scales tip toward the new system; a critical number
of opinion leaders and groups commit themselves to the new system
and take more risks to make changes in crucial places. They selective-
ly shed old ways of operating.

• Emergence of New Infrastructure — Some elements of the system are
operating in keeping with the desired new system on a fairly wide-
spread basis. These new ways are generally accepted.

• Predominance of New System — All elements of the system general-
ly operate as defined by the new system. Key leaders begin to envision
even better systems.

Participants in System Change
The system has been segmented into the major participants involved in the
change process. That involvement includes:  individual change in people’s
mastery of new knowledge and skills, ways of operating and viewing the sys-
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tem, collective changes in norms and behaviors, and structural changes in
characteristics of the system.

People within certain roles and functions define the units of the system
that move through the stages of change. Although there are a number of ways
one could group the participants of the system, we have chosen to look at two
collective units and five roles played by individuals. The units and roles are
ones that remain, despite the design and desired results of the system.

The two collective units of the system are:

• System leadership
• School/community

The roles of individuals within the system are:
• System beneficiaries (children, youth, and families, or students within

the context of their families)
• Frontline workers (teachers and service providers)
• Administrators
• Policymakers
• Public
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System
Leadership

• Hierarchical, bureaucratic structure
reinforces coverage of content with
emphasis on teaching rather than
learning

• Recognition that leadership for
determining student standards needs
to include teachers, parents,
community

• Innovative schools, teachers pilot
standards, get involved in shaping
standards

School/
Community
Units

• Emphasis on courses, credits, grades • Scattered attention to standards
among individuals

• Teams, individuals pilot use of stan-
dards, advocate use, see benefits

System
Beneficiaries
(Children,
Youth,
Families)

• Focused on what the teacher thinks is
the right answer

• Question why change is needed • Demonstrate learning through projects,
writing, non-standardized tests in pilot
efforts

Frontline
Workers
(Teachers/
Service
Providers)

• Teachers ensure coverage of required
materials

• Service providers pay little attention to
what students are to learn

• Teachers recognize value of student
standards; are concerned about being
held solely responsible for student
learning

• Service providers concerned that
their students are being left out

• Teachers explore implications of
standards for curriculum, instruction,
assessment, accountability

• Service providers determine their
responsibilities for achieving standards

Administrators • Monitors number of credits and
courses to be taken and taught in each
subject area

• Recognizes that coverage of subject
matter does not ensure acquisition of
knowledge and skills

• Explores implications of various
approaches for resource allocation,
responsibilities, accountability

Policymakers 

Public

• State, local policy identifies general
subject areas to be taught; little or no
specification of what students are to
learn

• Little or no involvement in determin-
ing what students should learn

• Become concerned about quality of
education and efficiency of agency
services

• Community forums, surveys to
consider what students should learn
and be able to do

• Dialogues about difference between
specifying what is taught and what is
learned

• Waivers and incentives offered to
encourage piloting of standards
schoolwide or district wide

Maintenance of
Old System

Participants in
System Change Awareness Exploration

Partial Continuum of System Change in Education and Human Services: 
An Example—Standards
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Transition Emerging New
Fundamentals

Predominance of 
New Systems

• Shared leadership across roles,
professional organizations emerge

• Emphasis on standards as guiding
vision for system redesign

• Leadership functions as a network to
achieve standards with flexibility and
coherence

• School-wide development of vision
with standards

• Public reporting based on standards • Standards guide schoolwide decision
making

• See standards as important to students'
future

• Take responsibility for learning • Focused on learning valued skills and
knowledge as given in standards

• Teachers actively involved in
revamping curriculum framework
to match standards

• Service providers recognize that
student learning standards can be
leveraged to help meet student needs

• Teachers adopt textbooks, develop
curricular materials and instructional
methods that match standards

• Service providers link student
standards to meeting students'
non-educational needs

• Teachers focus on creating a different
environment that helps students
achieve standards

• Service providers link standards with
meeting non-educational needs

• State, local administrators develop
accountability, hiring, and resource
allocation  procedures to use
standards to improve learning

• Evaluations of professional staff and
schools include responsibility for stu-
dent learning

• Use standards to shape resource allo-
cations, responsibilities, accountability
of all parties involved

• Common ground found among diverse
views on content, who is involved,
and how used.

• Policies encourage local establishment
of standards and using collaborative
methods

• State policy provides guidelines for
local development of standards that
ensure equity, excellence, efficiency

• Different views among community
segments used to enrich standards

• Results of student learning are
reported to community

• Community actively involved in
determining standards and monitoring
process

Partial Continuum of System Change in Education and Human Services: 
An Example—Standards

System
Leadership

School/
Community
Units

System
Beneficiaries
(Children,
Youth,
Families)

Frontline
Workers
(Teachers/
Service
Providers)

Administrators 

Policymakers 

Public

Participants in
System Change
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System
Leadership

• Repetition of what worked in the past
• Hierarchical, bureaucratic, large structures
• Focus on inputs (amount of activity) rather

than results
• Focus on management rather than leadership
• Top-down communication

Leaders:

• Hear about alternatives

• Dialogue about how to work together for

change within and across systems

• Criticized by media and community for cur-

rent system problems

• Realize beneficiaries can be better served

Leaders:
• Stimulate pockets of interest in new

approaches, bring together disconnected
views

• Support pilots using a system approach
• Engage segments of all stakeholder groups

in decision making

School/
Community
Units

• Focus on following regulations rather than
achieving results

• Little interest in innovation
• Repetition of what worked in the past
• Focus on problems, weaknesses
• Focus on the past

• Innovators recognize problems created by

existing assumptions, traditions

• New views being brought in by individuals,

groups throughout system

• Individual, disconnected visions

• Increasing dialogue about change

• Members agree to have some people try new

approaches without sabotage from others

• Exploration done on a volunteer basis

• Incentives to explore

• Feedback from explorers to whole

school/community

System
Beneficiaries
(Children,
Youth,
Families)

• Learners passively acquire knowledge

• Beneficiaries not actively involved in deter-

mining own needs

• Beneficiaries work around conflicting eligi-

bility requirements

• Disempowered by system, little sense of

responsibility for achieving success

• Focused on deficits

• Recognize boredom and frustration due to

inappropriate system structures

• Recognize different ways of operating will

be more work, but rewarding

Pilot groups of students:

• Work on projects, portfolios in a few classes

• Begin to experience shifts in their roles,

responsibilities

• Link learning and getting needs met

• Take initiative for solving own problems

• Participate with adults in determining new

structures, goals

Frontline
Workers
(Teachers/
Service
Providers)

• Teachers focused on coverage of assigned
content

• Teachers/service providers have little contact
• Teachers/service providers seen as primary

authority
• Family not viewed as partner
• Standardized services
• Fragmented services focused on crisis/defi-

ciencies

• Dialogue about problems created by frag-
mented services and current emphasis on
teaching instead of learning

• Fear of change
• Blaming, guilt feelings about past practice

• Pilot new service delivery and education
methods

• Share new ideas via networks, visits
• Participate in setting learning outcomes
• Recognize structural, belief barriers
• Emphasize meeting needs of all students

Administrators • Resource allocation and service decisions
made far from beneficiary

• Education and services to beneficiaries not
coordinated across agencies

• Accountability based on inputs and activi-
ties, not results

• Administrators see role as: diminishing con-
flict; following rules, regulations; protecting
turf and resources

• Bureaucratic climate

• Recognize current administrative approaches
are inhibiting collaboration

• Dialogue about reactions to public criticism
of systems

• Recognize limits of current ways of operat-
ing

• Hear about alternative administrative
approaches

• Encourage teachers, service providers to 
pilot new methods

• Support waivers of regulations that limit 
new methods

• Engage teachers, service providers in 
dialogue about new methods

• Document impact of new methods
• Encourage teacher-developed new curriculum
• Encourage sharing of new human services

strategies

Policymakers 

Community

Policy emphasizes:
• Provider-determined needs and services
• Segmented, uncoordinated, categorical services
• Bureaucratic convenience
• Hierarchical decision making
• Separate education and human service systems
• Evaluation used for blaming and fault finding
• Accountability for activities, not results
• Mandates, compliance

• Systems detached from community input
and accountability

• Community support taken for granted
• Competition among special interest groups

• Publicity through news media making
community aware of problems in system

• Alternative system designs being commu-
nicated to the public

• Encouragement to get involved in dia-
logues/forums for change put forth

• Multiple community groups trying to influence
system structure

• Community groups becoming partners with
those inside the systems

• Dialogue sessions for broader community
groups promoted by system leaders

• Community surveys
• Draft versions of plans, goals developed with

small numbers of community groups, seeking
broader participation

• Policymakers hear of options for changing
systems to better meet needs of beneficiaries

• Policymakers debate options

• Waivers offered to reduce barriers to change
• Financial incentives and recognition for col-

laboration, piloting of new approaches

Maintenance of
Old System

Participants in
System Change Awareness Exploration

Full Continuum of System Change in Education and Human Services
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Transition Emerging New
Fundamentals

Predominance of 
New Systems

• More decisions moved to frontline workers
to increase flexibility and coherence for ben-
eficiaries

• Professional development for all parties
emphasized

• Focus on developing a shared philosophy
and vision

• Reflection on new practices strongly pro-
moted

In at least 1/3 of situations:
• Team approach to professional development

largely designed by participants
• Pattern of collaborative vision, action,

reflection getting established
• Leadership teams used
• Continual development of shared vision and

philosophy
• Emphasis on quality and ongoing improve-

ment

For at least 60% of leaders:
• Vision of desired systems, philosophy, and

results guides actions
• Collaborative and shared leadership within

and among systems
• Networks, partnerships common
• Multiple communication patterns present

• Agreement negotiated with whole unit to

adopt certain philosophy, practices

• Develop shared vision with serious debate,

agreed-on wording acceptable to all, recog-

nition of implications for one's own work

In at least 1/3 of situations:
• Networks exist for sharing among units
• New instructional materials with new con-

tent and methods
• Flexible school curriculum linked to stu-

dents' real life situations and interests
• Teaming of service providers, teachers, par-

ents to support student learning
• Untracking of students

For at least 60% of schools/ communities:
• Focus on strengths, assets, possibilities
• Focus on results
• Continual improvement of practices and

adoption to own situation
• Thoughtful critique of new trends
• Focus on future
• All students actively engaged

• Emphasis on students learning new roles,

responsibilities in learning and interactions

with service providers

• Well-articulated descriptions of changed stu-

dent roles, responsibilities

At least 1/3 of students:

• Work in teams to accomplish projects with

student leadership

• Are part of leadership teams

• Take greater responsibility for own learning

• Help build coherence among multiple stu-

dent needs

At least 60% of students and families:
• Learn actively (not passively)
• Learn to apply skills and knowledge to

meaningful situations
• Are partners in determining needs to be

addressed by system
• Focus on own strengths, assets
• Feel empowered by system and responsible

for achieving success with support from sys-
tem

• New curricular, instructional methods devel-
oped

• Service providers, teachers, parents work as
team around whole child needs in a few
schools; approaches shared with other
schools

• Broad-based professional development
around new strategies

At least 1/3 of frontline workers:
• Serve as coaches, mentors, supporters of

beneficiaries' learning and growth
• Respectful of different adoption patterns

among colleagues
• Focus on increasing quality of new

approaches

At least 60% of frontline workers:
• Focus on ensuring all students achieve high

standards
• Coordinate around needs of beneficiaries
• Serve as coach, mentor, supporter of benefi-

ciaries' learning and growth
• Support achievement of results
• Involve families as partners in meeting stu-

dent needs
• Collaborate in groups to develop improved

ways of meeting student needs

• Linkages made across innovations for
greater coherence, meaning, system impact

• Eliminate/reduce conflicting approaches
• Alignment of multiple innovations to sup-

port underlying values of new systems
• Encourage development of textbooks around

new standards
• Encourage professional development around

new strategies

In at least 1/3 of situations:
• Evaluation and recertification procedures for

teachers and service providers embed new
philosophy, practices

• Resource allocation consistent with new phi-
losophy and desired results

• Professional development for administrators
required, practices tailored to specific situa-
tions

In at least 60% of situations:
• Resource allocation decisions made at the com-

munity agency and school level
• Services to beneficiaries coordinated across

agencies
• Results-driven accountability
• System procedures leverage student learning to

also meet beneficiaries' needs and well being
• Administrators build coherence among systems;

keep system flexible; encourage results orienta-
tion, and systems thinking

• Service-oriented climate

• Policies that discourage family and student-cen-
tered, results-oriented, collaborative approaches
are removed

• Incentives established to encourage local inno-
vation and sharing of ideas

• Professional development around new
approaches supported

In at least 1/3 of situations:
• Policies enacted that encourage (not just allow)

family- and student-centered results-oriented
collaborative approaches to education and
human services

• Professional development around new
approaches required for recertification

In at least 60% of situations policies require or encourage:
• Family, student-centered decisions
• Beneficiaries involved in determining desired results
• Results orientation
• Outcomes-driven and equitable funding and account-

ability
• Continual improvement
• High standards for all beneficiaries
• Local flexibility to meet needs and standards

• Conflicting positions highlighted
• Seeking common ground among opposing

views
• Beliefs, values well-articulated and formu-

lated to reach consensus

In at least 1/3 of situations:
• Locally agreed on beliefs and values serve

as basis for redesign of systems
• Community seen as ongoing partner in sys-

tem redesign
• Regular reporting to community by systems

of their goals, accomplishments, next steps

In at least 60% of situations:
• Flexible, ongoing, broad-based community

involvement in shaping social systems
• Community-shaped system goals, purpos-

es, processes
• Systems report to community on their

achievements

Full Continuum of System Change in Education and Human Services

School/
Community
Units

System
Beneficiaries
(Children,
Youth,
Families)

Frontline
Workers
(Teachers/
Service
Providers)

Administrators

Policymakers 

Community

Participants in
System Change
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System
Leadership

School/
Community
Units

System
Beneficiaries
(Children,
Youth,
Families)

Frontline
Workers
(Teachers/
Service
Providers)

Administrators 

Public

Maintenance of
Old System

Participants in
System Change Awareness Exploration

Blank continuum of system Change in Education and Human Services
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Transition Emerging New
Fundamentals

Predominance of 
New Systems

Blank Continuum of System Change in Education and Human Services

System
Leadership

School/
Community
Units

System
Beneficiaries
(Children,
Youth,
Families)

Frontline
Workers
(Teachers/
Service
Providers)

Administrators 

Policymakers 

Public

Participants in
System Change
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Participant Evaluation Form 

Your responses to the questions below will help the sponsors of this session and
developers of the materials improve their work with groups such as yours. Thanks
for your thoughtful comments and responses. Use the back of the page if you need
more space.

1. Issues. To what extent were the issues addressed in the meeting timely
and important?

2. Issues. What aspects of the topic did we miss that were equally or more
important than those addressed?

3. Utility. What are you leaving the forum with in terms of new ideas, con-
nections, motivations, plans, etc.?  What do you expect to do back home
as a result of this experience?

4. Materials. What changes, if any, would you recommend be made in the
materials?
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5. Presentation Approach. What changes, if any, would you recommend
be made in the way the session was designed?

6. Overall Evaluation of the Forum. Please circle the number which best
expresses your opinion.  (1 = Excellent, 2 = Good, 3 = Average, 4 =
Only Fair, 5 = Very Poor)

Rating
Session Elements Excellent Average Very Poor

a. Planning of the session 1 2 3 4 5

b. Objectives met 1 2 3 4 5

c. Value of information 1 2 3 4 5
presented/discussed

d. Overall meeting logistics 1 2 3 4 5

e. Balance of meeting process 1 2 3 4 5
(discussions, presentations, etc.)

f. Opportunity to participate in 1 2 3 4 5
discussion

g. Overall session rating 1 2 3 4 5

7. Other Comments.
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