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ABSTRACT

The purpose of this study was to examine the implementation of the new
graduation requirements as a policy initiative of the Secondary Fducation in
Alberta (Government of Alberta. 1985) policy. First, the study examined the
macro level of policy development: i.e., how the administering agency, Alberta
Education, transformed the secondary policy into the action plan that became
the new high school graduation requirements. Second. the study investigated
implementation actions at the macro, micro, and intermediate levels as they
evolved at the school, district, department, and community levels from the
perspectives of stakeholders involved in the process.

This study found that, from an administrative perspective, the
graduation requirements were being implemented at the school level.
Educational stakeholders in this study accepted the role of subordinates in the
policy process and acted as they were expected to act by following the
requirements of the regulations. The school district, unable to influence the
structure of the new graduation requirements, did not develop a commitment
to changes it did not support. Although the district acknowledged the need to
comply with the new regulations and required schools to implement the
changes, there was no evidence of leadership or proactive support. Likewise,
at the school level, the key actors simply went through the implementation
motions without much commitment to the change. Students simply accepted
the changes. while about two-thirds of their parents were not even aware that
the graduation requirements had been changed.

As the implementation proceeded exogenous stakeholder groups not
under the direct authority of Alberta Education challenged scme of the
changes. The science community lobbied against the proposed science
program and forced the Minister of Education to establish a multidisciplinary
review committee to study the concerns and recommend further changes.
Later, through a Ministerial Forum, various educational stakeholders were
successful in communicating their concerns about the negative effects of the
dual diploma structure to the Minister. The intervention of exogenous
stakeholders became a barrier to the institutionalization of the graduation
policy.



The study reached several conclusions about the implementation of the
new graduation requirements in Alberta. Changing the graduation
requirements was an ill-structured problem, that is, a complex ser of
interrelated problems. However, Alberta Education assumed that the policy
problem was well structured in nature and could be implemented using a
rational, clear!y defined implementation plan. The failure toc provide
vpportunities for multidisciplinary involvement in meaningful dialectical
argumentation to deal with the numerous aspects and conflicting values
associated with the policy resulted in significant challenges to the proposed
policy. Disregard for the multiple realities of implemeriters by exciuding them
from the policy development process prevented the development of a shared
meaning regarding the change. In this study, the policy implementers lacked
the will and enthusiasm to make changes that were imiposed from the
hierarchy above. Finally, the concept of change as a process, and not an
event, was violated. Alberta Education was concerned primarily with the
feasibility of putting the changes into effect from their own perspective and
in doing so they ignored the need to provide meaningful opportunities over a
period of time to enable implementers to develop understanding and
commitment to the change.

The findings of this study demonstrated how the relationships among
policy makers, administrators, practitioners. and stakeholders, both in the
development and implementation of policy, affected the cutcomes. Success in
educational reform and restructuring is more likely to be the result of
collaborative, interdependent efforts among politicians, Alberta Education,
administrators, teachers and the community.
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CHAPTER 1
CHANGING THE GRADUATION REQUIREMENTS IN ALBERTA:
THE NATURE OF THE STUDY

Introduction

Over the years, various reform movements have inspired thoughtful
educational stakeholders and policy makers to review educational practice and
recommend changes designed to improve the quality of education and
schooling. While there has been considerable discussion as to which program
of studies will provide youth with the education that best serves the individual
and society, an equally perplexing dilemma faces policy makers. Once the
policy vision has been defined, how can the vision be enacted? What process
will ensure that the intended outcomes are achieved? Hargrove (1975)
identified the gap between the intentions of policy makers and the realization
of desired outcomes as policy implementation, or "the missing link.”

Elmore and McLaughlin present a cautious perspective of past attempts
to reform schools:

the history of American education is, in large part, the history of
recurring cycles of reform. Tnere is considerable disagreement
over the meaning and effects of these cycles. Reform has
historically had little effect on teaching and learning in
classrooms. In this pessimistic sense, educational reform is
'steadywork’. That is, measured by substantial changes in what is
taught and how, the rewards are puny; but the work is steady,
because of the seemingly limitless supply of new ideas for how
schools should be changed and no shortage of political and social
pressure to force those ideas onto the political agenda. Reforms
that deal with the fundamental stuff of education--teaching and
learning--seem to have weak, transitory, and ephemeral effects;
while those that expand, solidify, and entrench school

bureaucracy seem to have strong, enduring, and concrete effects.
(1988, p. v)

The essence of Elmore and McLaughlin's claim is that policy implementation
can be achieved more easily in organizations characterized by hierarchical,
controlled structures, whereas change in loosely coupled and dynamic
organizations is not as easily attained.

Changes that are directed at affecting the teaching-learning process
have proved to be most difficult to achieve, and yet these are the specific Kinds
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of changes that many writers believe are required to bring about significant
improvement to education (Elmore, 1990; Fullan & Stiegelbauer, 1991; Lewis,
1989: Louis & Miles, 1990; Schlechty. 1990). Elmore elaborates on Cohen's model
of teaching and learning that prevails in most schools:

subject matter has been divided into discrete units and allocated
to specific parcels of time; teaching has been conceived as
telling, learning as the accumulation of facts, and knowledge as
the ability to restate what is taught. (1988, p. 5)

This is the conceptualization of what Lewis maintains is "the core of public
education, the interaction that takes place between teachers and students,
[that] has remained largely impervious to change” (1989, p. 28).

The notion of multiple realities, that is, the different meanings change
has for individuals involved in the implementation process, explains why the
outcomes of policy initiated external to the implementation site often differ
from what policy makers had envisioned. Bosetti's study of the
implementation of a policy initiative of the Secondary Education in Alberta
(Government of Alberta, 1985) policy, the Career and Life Management course
(1990), concluded that it was the differing values and priorities of
implementers, together with the mechanistic-systems view of implementation,
that accounted for the multiple realities of practice.

While educational policy is usually determined outside the school, the
school is the primary implementation site (Fullan, 1982). It is the nature of
the school, how it is organized, how it operates, and who the people working in
it are, as well as how the changes are perceived, that are critical to the success
of policy implementation. Louis and Miles (1990) argue that the dominant
perspective on organizing schools has been largely bureaucratic and
hierarchical since the turn of the century. This model is characterized by the
maintenance of stability and efficiency through the establishment of control
and accountability using clear, standardized operating procedures, that act to
inhibit change. Louis and Miles propose an adaptive model that is vision
driven, future oriented, and goal directed as an effective alternative model for
organizing schoois. In their opinion, this model, based on internally
determined accountability, semi-autonomous teams, and versatile, flexible, and
adaptive individuals is effective in supporting and encouraging change in the
teaching-learning process.



Background to the Study

In spite of the lack of substantial progress in achieving changes in
educational practice, concerned educational stakeholders and policy makers
have continued to generate new ideas and promote educational reform. The
1980s brought a new generation of educational reform to North America.
Goodlad (1984) characterizes this wave of reform as being a movement "toward
greater specification of the subject requirements for high school graduation”
(p. 285). Elmore (1988) reflects that the primary reform objective focused on
improving the overall quality and performance of the educational svstem for
all students and characterizes the rhetoric of this generation of reform as
being quality, productivity, efficiency, and performance. Standards,
including increased course requirements, assessment and monitoring devices,
and achievement tests, were the main policy instruments (Elmore, 1988). In a
later article Elmore (1990) reiterates his earlier assessment of this period of
education reform by indicating that it was marked by a focus on academic
achievement and higher standards for teachers and students. Educational
pulicy makers, administrators, teachers, and politicians throughout Canada
and the United States actively joined this reform movement to improve schools
by initiating various activities to establish policies aimed at achieving higher
academic standards and greater program standardization.

In 1985, the Government of Alberta announced a new policy for
secondary education in the province. A consultative approach with a variety
of inputs from a wide sector of stakeholder groups provided background
information for the development of this policy (Bosetti, 1986). The Minister of
Education established an Advisory Committee to review data from over 200
submissions, 10,000 responses to an opinion survey, a poll; and research to
formulate a framework for the policy statement. The policy aims (o "balance
what young people, parents and adults need, want, and expect with what
Alberta society as a whole needs, wants, and expects from our school system,
now and in the future” (Alberta Education, 1985). The policy strengthened the
government's commitment to academic education by increasing the emphasis
on academic (core) courses. In addition, new program streams were
introduced to meet various student ability levels. A new course, Career and
Life Management commonly known as CALM, was introduced to provide
students with the opportunity to develop practical skills and knowledge for
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everyday living (Bosetti, 1990). Changes to the high school graduation
requirements were another policy action that resulted when the policy
statement was translated into an action plan.

The policy sets an expectation for high levels of student achievement
while acknowledging that the instructional program "must accommodate the
developmentai needs of students and the differences that exist among students"”
(Government of Alberta, 1985, p. 8). Students were required to achieve a
minimum mark of 50%, as compared to the previous 40%, to obtain credit for
their course woik. Secondary programs consist of two elements: core courses
that all studenis are expected to complete to function effectively in society, and
cemplementary courses that provide opportunities for developing and
cultivating the unique talents, interests, and abilities of students (Alberta
Education, 1985). Overall, the secondary education policy advocated a balanced
curriculum that addresses diverse student needs while shifting focus to
stronger academic courses (Government of Alberta, 1985).

Implementation of the policy actions are detailed in the Senior High
School Graduation Requirements and Program Development Update, February,
1988 (Alberta Education, 1988a). The new high school diploma requirements
came into effect for all students registering in grade 10 beginning in
September 1988. Students had the option of enrolling in either a General or an
Advanced Diploma program. A senior Alberta Education official indicated that
the General Diploma program was projected to meet the needs and interests of
approximately 60% of average ability students, whereas the Advanced Diploma
program was intended to challenge the 30% of the student population of above
average ability. A certificate of achievement was also made available to the
approximately 5% of the student population whose achievement capabilities
were determined to be lower than average.

The primary changes to the graduation requirements included an
increase in the number of specified course credits required for graduation,
the introduction of new courses in social studies, math, science, and CALM, and
the establishment of Category "C" electives. The initial implementation
schedule projected that changes would be phased in over a three-year period
beginning in the fall of 1988. In general, the new requirements introduced
more academic rigor and limited students' opportunities to select
complementary courses.



Once they had develc he new graduation requirements, Alberta
Education invited stakeholder groups to study the proposed policy action
statements and provide feedback. Many reaction papers and briefs were
submitted, particularly from education-based organizations. Stakeholder
groups speculated about the impact these changes would have on high school
students and the educational outcomes. It was commonly believed that high
schools would be faced with the very real possibility of major changes in
enrollment patterns generating shifts in needs for specialist teachers,
specialized facilities, and equipment. Furthermore, concern was expressed
that under the new regulations it would no longer be possible for students to
complete both a graduation diploma and apprenticeship requirements
(minimum of 40 credits) unless they chose to spend an additional year in high
school. A wide variety of concerns were expressed by stakeholders with the
belief that Alberta Education would incorporate their recommendations into
the final policy statements.

The thrust of the new requirements increased the number of mandatory
subjects a student would be required to complete in order to earn a high school
diploma. Specifically, students required additional credits in mathematics,
science, social studies, and physical education. A new course, CALM, was added
to the list of requirements. A new stream of courses, numbered 14-24 in
mathematics and science, and 13-23-33 in social studies, was introduced for
students in the General Diploma program, while science for Advanced Diploma
students was to be consolidated into three. five-credit general science courses
at the 10, 20, and 30 levels. Specialized courses in biology, chemistry, and
physics were to be available only at the grade 11 and 12 levels.

Over and above the provincial diploma requirements, the Catholic
school systems throughout the province mandate courses in religion as a
component of the high school program. As courses in Religion 15, 25, and 35
had been approved as locally developed courses for either three or five credits,
the Alberta Catholic School Trustees' Association argued rhat religion courses
should be included on the list of Category "C" courses.



Purpose of the Study

The purpose of this study was to analyze the implementation of the
senior high school graduation requirements that were mandated in 1988 as a
policy initiative of the Secondary Education in Alberta policy (Government of
Alberta, 1985). The study investigated how implementation was structured into
the mandate, the resulting implementation actions as they evolved at the
department, school district, and school levels, how the interaction of variables
affected the outcomes, and the impact of the change. Attention was focused on
how various stakeholders perceived and experienced the implementation of
the new high school graduation requirements. The study was not intended to
resolve the ambiguity that pervaded the implementation, but rather to
enhance understanding of the multiple realities that exist in school, school
districi, government, and community environments.

This study examined the key factors (Fullan & Stiegelbauer, 1991)
associated with implementation success to describe the genera! phenomenon
of changing the graduation requirements in Alberta. In studying policy
implementation, Dunn asks the questions, "what happened, how and why?"
(1981, p. 339). This study was an implementation analysis that documented the
effects of the new graduation requirements in Alberta and provided a
description of the process by which they were implemented in a selected
school and its school district in Alberta.

According to McLaughlin (1976), implementation tends to dominate the
osutcome of a policy. Another reason for studying this problem was to provide
an understanding of how the policy was implemented. The new requirements
established regulatory action designed to ensure that all high schools in the
province complied with the standards set forth in the Alberta Government's
policy on secondary education (1985) and the Senior High School Graduation
Requirements and Program Developmentr Update, February, 1988 (Alberta
Education, 1988). In other words, school districts and high schools were
required to generate efforts and activities intended to operationalize the
policy. This study attempted to reveal how the changes were made and the
impact of these changes. Preliminary information such as this can assist in
determining how the actual changes related to the planned policy goals and
provide Alberta Education with feedback regarding the progress of the
implementation. Although this is but one case study of a specific
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implementation, it provided evidence of what goes "right" and what goes
"wrong" in policy implementation and adds to the body of knowledge on policy
implementation and the process of bringing about programmed change in a
high school setting.

Significance of the Study

The Secondary Education in Alberta (Government of Alberta, 1985}
policy introduced significant philosophical and operational changes to the
junior and senior high schools in Alberta. The significance of the study,
therefore, is derived from the subject itself.

Although many theories have been advanced to explain the complex
process of implementation, there is no single, clear methodoiogy that will
ensure success in alil situations. A number of models have been proposed that
offer guidelines for bringing about change in various contexts. Fullan and
Stiegelbauer (1991) characterize educational change as a dynamic process
involving the interaction of a system of variables [their italicsj (p. 07)
composed of sets of factors and themes that will determine the success or
failure of an innovation. Key factors associated with successful
implementation include the rature of the change and the roles of the
principal, the district, teachers, and community, while key themes related to
success encompass vision, empowerinent, and commitment.

Dunn advises that "the consequences of policy actions are never fully
known in advance" and, furthermore, the only way to establish the
relationship between policy actions and policy outcomes is to monitor policy
recommendations once they have been adopted and implemented (1981). This
study provided data about the policy-progra:n proceedings by describing and
explaining the implementation of the new high school graduation
requirements as a component of the secondary education policy'.

An analysis of the implementation of the mandated changes in
graduation requirements was important for three reasons. The first was to
provide a historical documentation of how the policy was structured and
implemented, both at the macro level of government, that is, Alberta
Education, and the micro level of a selected school and its school district in the
province. This study attempted to increase understanding of the interaction of
people, situations, and events that characterized the implementation process.
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The second reason for this study was to provide implementation-monitoring
information by ascertaining how well the policy was working. Put anoiner
way, the study asked the question, "are the pol.cy actions generating the

e

expected policy outcomes?” Finally, the interpretations and conclusions added
another facet to the development of a more comprehensive understanding of
policy making in Alberta Education in particular, and to public policy making

in general.

The Domain of Inquiry
The subject of this study encompasses three domains of inquiry: policy
implementation, the process of planned change, and the nature of high
schools. The investigator was conscious of the need to integrate concepts from
each of the three domains and reflect on their interrelatedness in

understanding how the graduation requirements in Alberta were changed.
Policy Analvsis

Pressure to revise or initiate educational policy arises from various
sources. Dunn (1981} indicates that, when decision makers identify an
anrealized need, value, or opportunity that can be attained through legislative
action, they develop policies. Levin (1976) suggests that pressure may arise
from internal contradictions when one or more groups in a society perceive a
discrepancy between educationai values and outcomes that affect themselves
or others in whom they have an interest. Whatever the source of the stimulus
or pressure for policy making, the intentions generally focus on improving
the quality of education.

The Government of Alberta identified three factors that influenced the
development of the 1985 secondary education policy: adolescents and their
needs, the rapid changes in society with technological, economic, and social
implications, and the considered opinions of Albertans (Government of
Alberta, 1985). The new graduation requirements originated as a policy
initiative of the secondary education policy. Fullan (1982) recognizes that
"implementation makes further policy; it does not simply put predefined
policy into place” (p. 79). Translating the secondary education policy
statement into policy actions as the new graduation requirements actually
began the policy-making process anew.

Dunn (1981) provides a framework for the process of policy inquiry
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that "involves five policy-informational components that are transformed into
one another through the use of six policy-analytic methods” (p. 47). He
explains that policy informational components, that is, policy problems, policy
alternatives, policy actions, policy outcomes, and policy performance, evolve
one into the other by the appropriate use of policy-analytic methods, that is,
problem structuring, forecasting, monitoring, evaluation, and
recommendation. Dunn asserts that the most crucial and least uvnderstood
aspect of policy analysis relates to problem structuring: structuring the
policy problem correctly will also inform the policy implementation process.
It is becoming increasingly apparent that the riature of the problem has
implications for the success of the strategies selected for implementation
(Louis & Miles, 1990). Different types of problems require different
implementation models. Dunn (1981) contends that policy analysts and policy
makers are more prone to failure because they solve the wrong problem than
because they get the wrong solution to the right problem.

The literature on policy analysis was reviewed to provide insights about
the process of structuring problems to assist in the implementation process.
Relevant concepts from this literature were used t¢ analyze the
implementation of the new graduation requirements.

Planned Change and the Implementation Process

If reforms in education are to be successful, policy implementation must
change practice. Fullan and Stiegelbauer (1991) siate that individuals and
groups "must find meaning concerning what should change as well as how
[their italics] to go about it” (p. xi). This is exceedingly difficult to achieve
given the vast number of individuals involved and the complexity of
educational organizations.

According to Louis and Miles (1990), researchers have gained a good
deal of knowledge about the change process after several decades of research.
Nevertheless, Louis and Miles express frustration about the missing, crucial,
change link for most school people: "how to get there: how to lead and
manage the process of school reform" (p. xi). Fullan (1990) asserts tha! the
implementation problem is not simply a technical problem where a change
gets adopted somewhere, and all that is required is technical follow through.
He suggests that it is a political problem because it involves people and real
change. Furthermore, he adds that, although the factors that have the most
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influence in affecting success have been identified, a conclusive
implementation model "has proven exceedingly elusive” (1982, p. 55). Fullan
categorizes the factors into four groups: the attributes of the change itself,
the characteristics of the district, the school unit, and the concerns external to
the local school system.

Several researchers have concluded that teachers are the ultimate
innovators in schoois and that unless teachers were directly and actively
involved in the planning and development of the desired changes lasting and
significant changes would not occur (Mead, 1979). Furthermore, Mead
contends that the individual school itself, rather than the school system, was
the appropriate focus for efforts to improve the quality of education. Goodlad
(1983) confirms Mead's findings

improvement is essentially a school-by-school process
enlightened by the degree to which those associated with each
school and trying to improve it have the data required for
building a useful agenda. (p. 31)

Fullan agrees (1990): "the meaning of change cannot be sorted out at the
central level, it must bc sorted out at the local level” (audio tape).

The design of this study acknowledged the school as a crucial factor in
the implementation process. Nevertheless, the policy was de‘veloped by and
large by Alberta Education. Their actions and support, as well as that of the
school district and the external stakeholders, factored into the implementation
process. Factors associated with each of these categories were examined to
gain understanding of how their interrelationship affected the
implementation of the new graduation requirements.

The Nature of High School

While Louis and Miles (1990) acknowledge that there is substantial,
well-documented research that substantiates reform efforts, most of the studies
on planned educational change have emphasized the elementary school.
Furthermore, they assert that there is clear consensus in the literature
indicating "that approaches that are successful in elementary schools may fail
when transferred to the more complicated and turbulent environment of high
schools” (p. 4). They conclude that clear images of implementation processes
suitable for high schools appear to be lacking.

One of the difficulties facing high schools is their diversity of purposes
and objectives. Louis and Miles indicate that the limited literature on high
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school improvement tends to define school improvement in terms of improved
student achievement in math and English, whereas Sirotnik's 1983 survey of
teachers, parents, and students found that the majority viewed the social.
personal, and vocational purposes of high schools to be more important than
cognitive or intellectual development. Elmore and McLaughlin (1988) found
that pressure from policy makers both in large districts and state deparunents
often forced schools towards uniformity because they treated all schools the
same.

The size and organizational complexity of high schools also contributes
to the difficulty of bringing about improvement. This is further complicated
by the principal's difficulty in being both an instructional leader and a
manager of reform. The perception of high school teachers as subject matter
specialists and the typical organization of high schools into subject discipline
groupings or departments tends to result in small, closed social systems (Hord
& Murphy, 1985). Given this organizational structure, Berman and Gjelten
(1984) found that school-wide planning is difficult to achieve in high schools.

The nature of high schools as complex institutions adds to the difficulty
of changing them. Louis and Miles (1990) suggest that much of the
conventional wisdom about change ensures "that major change programs will
not get off the ground" (p. 27). Furthermore, they believe that "many of the
implementation crises that occur in high schools are difficult to anticipate . . .
due to both the inherent structure of schools as loosely-linked organizations
and the difficulty of controlling relationships between the school and its
immediate environment” (p. 37). Alternatively, they suggest that positive
leadership and management of change that focuses on articulating a vision,
getting staff to believe that the vision reflects their own interests, and the use

of evolutionary planning strategies are more likely to result in successful
implementation.

The Research Problem
The Research Questions

The first stage of this study documented the policy actions known as the
new graduation requirements as they evolved from the Secondary Education
in Alberta policy (Government of Alberta, 1985). This involved examining
various government documents and interviewing key actors who were
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involved in developing the implementation strategy. The researcher used this
part of the study to confirm what the important questions were because,
according to Bogdan and Biklen (1982), not enough was known beforehand to
assume that the right questions could be structured. The following questons
were posed:

1. How was the Senior High School Graduation Requirements and
Program Development Update (February, 1988) structured
from the Secondary Education in Alberta policy (1985)?

2. What assumptions were made? What was taken for granted?

3. What was the nature of the policy initiadve?
a. How was the implementation strategy structured into the
policy initiative?
b. What are the primary features of the implementation
strategy?

4. Were stakeholders involved in the process? How?

5. Would there be provision for mutual adaptation during
implementation?

6. Would the policy be monitored during implementation? How?

7. What are the prospects for institutionalization?

Specifically, this component of the study attempted to discover relevant,
reliable, and valid information about the nature of the policy and the
strategies employed by Alberta Education to implement the new graduauon
regquirements.

The second component of the study focused on implementation by
investigating the resources--time, money, personnel, equipment, and
supplies--as well as the administrative, organizational structure, and
environmental factors that shaped the implementation. Information was
sought to determine how the government and the local school jurisdiction .
executed the policy so as to influence the selected school to behave in desired
wavs. The following questions were investigated:

1. How was the policy diffused to the micro level?

2. What incentives were offered for adoption?

3. How did the environment, the institutional setting, and the
individuals involved affect the implementation process?

4. To what extent did exogenous factors, such as political,
economic. and/or social conditions affect the change process?

5. What are the expectations regarding continuation?
The action site of the policy implementation is the school. At this level,
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answers to the following questions were sought through interviews and
questionnaires:

1. What strategy did the school employ to implement the policy
initiative?

2. To what extent has the policy been implemented, that is,
what is the level of use (LoU) of the policy mandate?

3. What have been the major impacts on the school?

4. What policy instruments
a. facilitated the process of change?
b. inhibited the process of change?

5. What levels of support are being demonstrated by various
stakeholders?
a. administrators
b. teachers
c. students
d. parents

6. What is the perception of fidelity to the mandate? What is the
perception of the extent to which this innovation is achieving
the goals of the mandate and those of the secondary education
policy?

7. Have exogenous factors affected the implementation process?
Which ones? How?

8. What are the expectations regarding continuation?

Assumptions, Definitions, Limitations, and Delimitations
Assumptions

The following assumptions have been made in conducting this study:

1. Musella (1989) states that practically all policies have as their
intendon some form of school improvement. In this study, it will be assumed
that the new graduation requirements were initiated and implemented in an
effort to strengthen the educational standards of graduating students; and
therefore, successful implementation was a high priority for Alberta
Education.

2. In spite of extensive research in the fields of policy implementation
and planned change in the recent years, it appears that many factors
contribute to success. This study will contribute to the understanding of these
fields of study.

3. A naturalistic case study using interviews, questionnaires, and
policy relevant documents was assumed to be an appropriate approach to gain
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an understanding of the meaning participants gave to the changes in the
gradugtion requirements.

4. Fullan and Stiegelbauer (1991) suggest that we only find meaning
after yrying something. This srudy assumed that it would be easier to
undergrand the success of this policy implementation after it was implemented.
Definition of Terms

The following definitions have been adopted for the purpose of this
study:

policy is a philosophically based statement that is goal oriented and
establishes the direction for future discretionary action (Alberta Education,
1984),

policy- actions are moves or series of moves guided by a course of action
that js designed to achieve valued outcomes of the new graduation
requirements (after Dunn, 1981).

policy outcomes are the observed consequences of policy actions taken
to implement the new graduation requirements (after Dunn, 1981).

Key acrors are the various individuals who played major roles in the
evolution, adoption, and implementation of the senior high school graduation
reqUuirements.

Adoption consists of the process that leads up to and includes a decision
to proceed with changing the graduation requirements (after Fullan, 1982).

Change is the act, process, or result of making something different.

Implementation refers to processes such as the sequence of
organijzational changes and support mechanisms that are undertaken in
support of the new graduation requirements (after Scheirer & Rezmovic,
1983).

Implementation analysis refers to the study of conditions under which
authorjtative decisions lead to, or do not lead to, desired outcomes (Berman,
197 8).

Environment refers to the socio-cultural, economic, and political milieu
that forms the backdrop for policy making (Campbell & Mazzoni, 19706).

Stakeholders are individuals or groups who have a stake in policy
because they affect and are affected by government decisions related to the
implementation of the new graduation requirements (after Dunn, 1981).
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Delimitations of the Study

This study drew upon appropriate data associated with the development
and announcement of the Government of Alberta's Secondary Education in
Alberta policy statement in June of 1985. In February 1988. Alberta Education
released the policy actions, that is, the new graduation requirements that had
been generated from the policy statement in a document entitled, Senior High
School Graduation Requirements and Program Development Update (Alberta
Education, 1988a). Implementaticn was planned over a four-year period
beginning with the grade 10 students registering for high school in the fall of
1988 and continuing on until the 1990-91 school year. This study describes the
implementation process within the time frame beginning in September 1988
and continuing on to December of 1991 by explaining the meaning
participants conferred on events, people, situations, and objects related to the
implementation of the new graduation requirements (Bogden & Biklen, 1982).

The focus of this study was to describe the process t;y which the
graduation requirements were put into practice in a specific school in a
specific school district in Alberta. While the content of the new graduation
requirements is discussed, this study was primarily an implementation
analysis study, that is, it was "not about whether a policy's goals are fit and
proper, which is a matter of values; nor does it concern itself with how they
were chosen, which is a study of policy making” (Berman, 1978, p. 160).
Values-related issues associated with the policy were pursued to the extent that
they were an issue in the implementation process.

Limitations of the Studv

The limitations of this study are as follows:

1. Naturalistic inquiry assumes that participants are truthful, that they
remember and accurately describe their experiences, and finally that the
interviewer has satisfactory interview skills. The willingness of key actors to
be interviewed and share their experiences was not a major limitation.

2. The researcher had full access to the necessary official documents
that are still in existence. Several years have passed since the initiation of the
policy actions and some resources no longer existed. In a few situations,

information provided by key actors could not be substantiated using official
documents.
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3. This study focused on an investigation of the General High School
Diploma and the Advanced High School Diploma requirements and specifically
excluded the Certificate of Achievement requirements.

4. The case-study design of this investigation Ilimits the
generalizability of the conclusions and recommendations reached in this
study.

Organization of the Thesis

This study is reported in eight chapters. The first chapter introduces
the study, outlines its purpose and significance, and provides evidence of the
need for the study. A brief synopsis of the domain of inquiry linking policy
analysis, planned change, and implementation with reference to the new high
school graduation requirements established the basis for the questions that
guided the study. Finaily, terminology used throughout the study, the
delimit;ttions, and limitations of the study were defined.

The second chapter presents an overview of the relevant literature
related to policy implementation, planned change, and change in a high
school setting. It presents the theoretical foundation of the study. The third
chapter deals with the research design and methodology, including the case
study technique, data collection procedures, tests of methodclogical rigor, and
data analysis techniques. It concludes with a discussion of the ethical
guidelines adopted for this study.

The next four chapters report the findings of the study from the
perspective of each of the four categories Fullan (1982) identifies as being
significant to the implementation. Chapter 4 presents the attributes of the
new graduation requirements together with their evolution from the
Secondary Education in Alberta policy statement. The fifth chapter documents
the implementation from the perspective of the individuals who were
responsible for implementation at a school site, while the sixth chapter
examines the school district's perception of the implementation process. The
seventh chapter pursues the primary implementation difficulties and the
actions of external stakeholders in effecting changes to the policy.

The final chapter reviews the study and provides a synopsis and
discussion of the findings from the researcher’'s perspective.
Recommendations and implications for future policy implementation are
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discussed, and the reflections of the researcher are presented. The chapter
includes recommendations for further study and research.



CHAPTER 2
LITERATURE REVIEW

Introduction
Over the past 20 years, researchers have advanced the knowiedge about
policy implementation, but they have not been able to develop a
comprehensive generic model that would successfully direct the process.
Berman (1981) suggests a number of reasons why research findings are "non-
cumulative and hodge-podge” (p. 254):
1. studies have different objectives

2. the measurement and conception of independent and
dependent variables are seildom the same

3. the unit of analysis differs and renders cross-study
judgement problematic

4. many studies inadvertently confound the process of analysis
with analysis of variation

5. the inconsistency of findings may reflect educational reality.
Furthermore, Berman believes that the shift in ways of thinking about
educational change from the simple unfreeze, move, refreeze views prevalent
during the 1950s to the current complex paradigm may be symptomatic of the
confusion, inconsistency, and impracticality of recent research findings. The
universal finding that has made one thing clear is that policy implementation
is a complex process. Nevertheless, depending upon the perspectives and
assumptions of the researchers, each study contributes to the understanding
of some aspect of the implementation process.

This study was an implementation analysis about the development and
introduction of a specific policy initiative, the new high school graduation
requirements in Alberta, and the process of change it generated. Three
related domains of inquiry were relevant to the study and were the focus of
the literature review. First, selected theory and research related to the
development and implementation of policy initiatives and their relationship to
megapolicy will be probed. Second, the process of planned education change,
including factors affecting change, will be examined. Finally, because the
particular innovation investigated through this study related to the
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implementation of new high school graduation requirements, selected
literature relating to the context of high schools will be explored.

Problem Structuring and Policy Formation

Dunn (1981) contends that problem structuring is the most critical
phase policy development since the way policy makers classify a problem
determines the way they will understand, explain, and attempt to resolve it. He
explains that while very few people will quarrel with the nature of a
problematic situation, different persons will make various assumptions about
the problem, understand it from different perspectives, and disagree about its
scope, severity, and importance. The assumptions made by different policy
stakeholders about a given problematic situation are "crucial for
understanding the different ways that common experiences are translated into
disagreements about the actual and potential courses of government action"
(p. 101).

Policy problems are "not independent entities, they are parts of whole
systems of problems best described as messes, [author's italics] that is, systems
of external conditions that produce dissatisfaction among different segments
of the community” (Dunn, 1981, p. 99). Mitroff (1983) terms complex
interconnected sets of problems for which solutions are not readily available
as being wicked problems. Dunn suggests that the interdependence,
subjectivity, artificiality, and dynamics of policy problems have the potential
to alert policy analysts "to unanticipated consequences that may follow from
policies based on the right solution to the wrong problem” (1981, p. 100).

Dunn proposes a classification system for policy problems based on the
relative complexity or degree of interdependence of the problematic situation.
Table 1 shows the differences in the structure of policy problems (Dunn, 1981,
p. 103). The resolution of a policy problem is related to the nature of the
problematic situation. Well-structured problems are those which reflect
stakeholder consensus on both goals and policy alternatives. The outcomes of
the policy choices are known with certainty enabling decision makers to
prioritize their preferences. Moderately structured problems also involve one
or few decision makers and a limited number of solutions. However, the
outcomes are uncertain, making the probability of each outcome incalculable.
The major feature of ill-structure problems is the lack of stakeholder

.
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consensus leading to conflict regarding the goals of the policy. In other
words, it is impossible to select a single policy alternative that is preferred by
all.
Table 1
Differences in the Structure of Three Classes of Policy Problems

Structure of Problem

Element Well- Moderately 118
Structured Structured Structured
Decision Maker(s) one or few one or few many
Alternatives limited limited unlimited
Utilities (Values) consensus consensus conflict
Outcomes certainty or uncertainty unknown
risk

Probabilities calculable incalculable incalculable

Dunn (1981) indicates that the most important policy problems are ill-
structured, since public policy making involves the competing values of
stakeholders. In the field of education, stakeholder values continually
challenge the policy making process. In other words, educational problems
have the potential to be classified as ill-structured problems, since according
to Dunn, society is not likely to agree upon values that should determine the
policy. In such situations, Dunn contends that "policy makers tend to
maximize their own values and are not motivated to act on the basis of societal
preferences” (1981, p. 106). In addition, ill-structured problems are plagued
by previous policy decisions and resource commitments that prevent the
consideration of new and creative alternatives. Obtaining additional, relevant
policy information about the problematic situation is time consuming and
costly, and often limits the search for new information that could enhance
understanding of the problem and guide policy formulation. Dunn suggests
that the inability of policy makers to predict the range of consequences
associated with various policy alternatives tends to result in courses of actions



21
associated with various policy alternatives tends to result in courses of actions
that "differ only marginally from the status quo” (p. 106).

Dunn's primary contention about problem structuring is that by
understanding the nature of problematic situation, policy makers can be
guided in the selection of the policy structuring and policy implementation
models that will facilitate its development and implementation. When there is
stakeholder consensus about desired policy outcomes the models utilized for

policy formation and implementation will differ substantially from the models
chosen when stakeholder values are in conflict.

Public Policy and Implementation

Once a policy has been enunciated by government, there is an
expectation that it will be put into practice. Wildavsky (1979) suggests that
"implementation was conceived during the heyday of the Great Society"” when
"there was litde questioning of the great goals, only dismay that they were not
being carried out as quickly or effectively as might have been hoped"” (p. 163).
When 2nalysts turned their attention to the problems of implementation
during the 1970s, they were unable to find any significant work dealing with
implementation. It was not until 1975, however, that Hargrove labeled the
implementation process as the missing link. In 1981, Palumbo and Harder
noted that, in spite of "an explosion of research on the subject, . . . no great
advances toward the development of a theory"” (p. ix) of policy implementation
had been made. O'Toole (1986) reviewed the research field and confirmed that
there had been an enormous expansion in the academic literature about public
policy implementation, but he also observed that few well-developed
recommendations had been proposed and several of the proposals were
contradictory.
Policv Implementation Defined

What is meant by policv implementation? Definitions range from the
brcad and general to the narrow and specific. O'Toole (1986) points out that
researchers do not agree about the substance of their subject. One perspective
is that implementation refers to everything between the policy statement and
its eventual impact on the world. Edward's (1980) definition is an example:
policy implementation



is the stage of policy making between the establishment of a
policy--such as the passage of a legislative act, the issuing of an
executive order, the handing down of a judicial decision. or the
promulgation of a regulatory rule--and the consequences of the
policy for the people whom it affects. (p. 1)

Other perspectives limit implementation to mean the actions of the actors
responsible for handling the policy. “Implementation, to us, means just what
Webster and Roget say it does: to carry out, accomplish, fulfiil, produce,
complete” (Pressman & Wildavsky, 1973, p. xiii). Van Horn and Van Meter
(1¢77) defined it similarly: "those actions by public and private individuals (or
groups)” (p. 107). Narrower definitions such as this one exclude the behavior
of all those not officially designated as being responsible for converting the
policy into action, and ignore the matter of expected effect that the prescribed
actions will have on :he world (O'Toole, 1986). Many additional
conceptualizations of implementation cover the continuum between the broad
and the specific views of implementation.

Distinct schools of thought with respect to the implementation of policy
have emerged. O'Toole (1986) suggests proverbs of implementation analogous
to Simons' critigue of public administration that claims that the principles
occur in pairs, and that for almost every principle, one can find an equally
plausible and acceptable contradictory principle (O'Toole, 1986, p. 200). Table 2
shows the numerous terms that may be used to distinguish between these
perspectives.

Table 2
Terms Representing Contrasting Perspectives of Policy Implementation

control interaction
hierarchical circular
top-down bottom-up
mandated/programmed adaptive
classical/traditional evolving

As is tvpical of polarized viewpoints, many perceptions exist among the ideal
conceptions. Some of these outlooks represent opposing positions on a
continuum, othcrs merely distinctly different perceptions of implementation.
Implementation as control emerges when policy is conceived of as "a fully
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articulated plan, needing only enforcement” (Majone & Wildavsky, 1979, p.
178) or as "the necersary premise for everything that follows" (p. 179). On the
other hand., when policy is viewed more generally as "only a collection of
words" (Bardach, cited in Majone & Wildavsky, p. 180; or "inanimate messages
that must be communicated to those in charge of executing the policy” (Van
Horn & Van Meter, 1977. p. 108), implementation focuses on those charged with
implementing the innovation, with emphasis on consensus, bargaining, and
political maneuvering. Each perspective carries with it certain assumptions
that affect the outcomes of the findings and, therefore, it is important to
ascertain how policy implementation was perceived when attempting to
analvze it.

Policv Implementation as Control: The Classical-Management Model

This perspective has also been termed the top-down or mandated
approach because there is an expectation that policy goals will be faithfully
implemented by all levels of administrators exactly as policy makers intended.
Two distinct groups and processes are involved: legislators who are the policy
makers, and administrators who carry it out (Palumbo & Harder, 1981). Control
models of implementation are characterized by clearly stated goals, detailed
plans, tight controls, incentives, and indoctrination (Majone & Wildavsky,
1979).

In the 1950s, 1960s, and early 1970s, this was the predominant approach
to policy implementation. The first generation of implementation rescarch
tended to compare the legally mandated objectives of policy decisions with the
extent to which they were achieved; that is, the measurement of inputs and
outputs. This model assumed "that policy implementation was a technical,
nonpolitical activity directed from the top” (Nakamura & Smallwood, 1980,
p. 18). The initial conclusions of this research tended to be pessimistic: the
discrepancy between the policy goals and program outcomes was generally
very wide, and the implementations were generally regarded as the failure of
major legislative initiatives (Mazmanian & Sabatier, 1980). Nakamura and
Smallwood (1980) note that there has been a progressive shift away from the
classical, hierarchical model of implementation. Nevertheless, most models of
public policy implementation continue to incorporate the many basic features
of this tradition in their strategies.
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Policvy Implementation as Interaction: The Political Model

Policy implementation as interaction arises from Majone and
wildavsky's (1979) question regarding the appropriateness of separating
policy objectives from policy actons. In the 1973 edition of Implementation,
Pressman and Wildavsky warn against separating policy design from
implementation. Majone and Wildavsky (1979) argue that policy and
implementation cannot be isolated for separate discussion and that the purpose
of analysis is "to bring them into closer correspondence with one another” (p.
178). Lipsky (1977) contends th:: people who implement policy effectively
make it. He suggests that policy wnplementation studies should not focus on
those who formulate and convey policy, but rather on those who are charged
with carrying it out. In this context, policy deliverers are seen as the primary
actors in the policy chain and hence the reference to this approach as being
locally initiated, or bottom-up, policy implementation.

Lipsky (1977) expands this insight regarding the struggle for power in
implementing public policy. Most studies tend to assume that those who
formulate policy have greater influence over it than those who merely carry
it out, that is, the assumption of hierarchy. Power and status are usuaily
associated with persons "higher” in the organization who have more formal
responsibilities. Lipsky contends that the hierarchical assumption of
implementation is promulgated both for heuristic purposes and "to provide an
orderly way of discussing complex phenomena"” (p. 395). Furthermore, he
suggests that many policy studies demonstrate that the different motivations of
the various actors and agencies in a policy chain have widely differing stakes
in policy outcomes, and implementations often produce results that diverge
greatlv from the original intentions. Policy implementation, he argues,
should be "both the theory of action and the behaviors undertaken to achieve
the projected goal” (p. 396).

Those charged with operationalizing programmed policies have very
limited latitude in carrving out the policy: but, according to Lipsky (1977),
some implementers will find ways of doing things they want to do if they
have any discretion at all, are not closely supervised, or if the penalties for
acting contrary to administrative directives are not highly salient” (p. 397).
Elmore (1983) puts it another way:



Administrators and constituency groups often use the
implementation process as a way of demonstrating their
opposition to a policy. By exploiting ambiguities in legislative
intent, by pointing to particularly glaring practical problems in
adjusting to a new policy, and by skillfully exercising delegated
control, actors who disagree with the intent of a policy can blunt
its impact. (p. 351)

When policy is perceived as interaction, policy deliverers are seen as the
primary actors in the implementation process because of their capability to
make discretionary judgements that enact the policy.

Policv as Dispositions: The Culturil-lLearning Model

Majone and Wildavsky (1279) reject the notion of policy implementation
as control and policy implementation as interaction in favor of policy as
dispositions. They propose an alternative perspective of policy as a cluster of
potential policies and implementation that begins "with multiple dispositions
to act or treat certain situations in certain ways"” (p. 183). By assuming that
the essential constituents of policy are objectives and resources, and becausc
these are characteristically multiple, conflicting, and vague, the objectives
and resources cannot be uniquely determined. Policy goals exist only as
potentalities; realizing them depends on their intrinsic qualities and external
circumstances. Majone and Wildavsky conclude that policy problems and their
implications can often be understood only in hindsight, "after the idea has
been used and adapted to a variety of circumstances” (p. 184). The primary
principle of conceptualizing policies as disposition acknowledges that
implementing actions continuously transform the policy and simultareously
alter resources and objectives.

LaRocque (1983) summarized these three perspectives of policy
implementation in table form. The names of similar models have been added,
and it is presented in Table 3 as a means of comparing each model on several
dimensions. LaRocque suggests that each perspective enables implementers to
understand the implementation process from a different paradigm and as such
may suggest appropriate implementation strategies given the nature of the
policy and the implementation environment.

Selected Studies of Policy Implementation

Selected studies of policy implementation research will be reviewed in
this section, demonstrating both the evolution of the field of study and
highlighting the key concepts that contribute to understanding it. Summaries



Table 3

LaRocque's Comparison of Three Models of Policy Implementation
on a Variety of Dimensions**

Model
Dimensions Classical/ Interactive/ Cultural/
Technological/ Political/ Evolutionary/
Top-down/ Bargaining Model Learning Mode!”
Managerial Negotiating Model Adaptve
PM-PI superordinate- balance of power members of
relationship subordinate different
subcultures
PM & PI values shared consensual conflicting
PM & Pl interests common different & different &
conflicting conflicting
Pl cooperation automatic negotiated problematic
PI role passive power struggle adaptation &
consumption clarification
Focal point policy policy in context adaptation &

Nature of policy

Nature of policy
implementation

Implementation
strategy

set of instructions

*unfolding of
plans
*systematic &
rational
*succeeds & is
separate from
policy making

rational -
empirical

set of bargaining
points

*interaction of
factions
*negotiations of
interests
*intertwined with
policy making

power - coercive

clarification

set of disposidons

*evolution of
dispositions
*mutual
adaptation
*intertwined with
policy making

normative -
re-educative

PM - policy maker

Pl - policy implementer

** From LaRocque, 1983, p. 18
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of the primary perceptions of Pressman and Wildavsky, Van Horn and Van
Meter, McLaughlin, Bardach, Mazmanian and Sabatier, Berman, and O'Toole are
presented to illustrate the intricacy of the implementation process. These
first-generation implementation analysts demonstrated that the
implementation, not the innovation, dominates the outcomes (McLaughlin,
1987).

Pressman and Wildavsky: The interaction of policy and implementation.
Nakamura and Smallwood (1980) regard Pressman and Wildavsky as the logical
starting point for examining the policy implementation research because
their work Implementation (1973) has been central to emerging studies on the
subject. Their studies focused on efforts to create jobs among the hard-core

unemployved of Oakland, California with the assumption that implementation
means getting things done. The observations they made were somewhat
prescriptive in nature:

1. Implementation should not be divorced from poiicy; its

relationship with policy design is interdependent and
complex.

2. Policy can be more closely related to implementation through
the creation of new organizational structures.
3. The theory that underlies a policy should not be deficient.

4. Successful implementation is enhanced by continuity of
leadership.

5. Simplicity in policies is desirable. (1973, pp. 143-149)
Through the identification of these five considerations, Pressman and
Wildavsky introduced a major break with the classical control dichotomy
between policy developers and policy implementers by calling for interaction
between policy formation and policy implementation.

Van Horn and Van Meter: implementation of intergovernmental policy.

Van Horn and Van Meter (1977) viewed policy implementation as a
hierarchical process determined by prior policy decisions, but their
perspective is important because it expanded the significance of interaction
between policy, organizational structure, and implementation by highlighting
the influence of human and psychological behavior during implementation.
Their analysis produced a model based on six clusters of variables that
provided a linkage between policy and performance:



1. Policy
a. Standards and Objectuves
b. Resources

2. Linkage
a. Interorganizational communication and enforcement
activities

b. Characteristics of the implementing agencies
c. FEconomic, social, and political conditions
d. The disposition of implementers

3. Performance. (p. 106)

These writers continued the movement begun by Pressman and Wildavsky
place more emphasis on the process of implementation by increasing
attention to personal, political, and organizational factors.

Mclaughlin: mutation of policy in implementation. McLaughlin (1976)
studied American educational programs with a focus on the interpersonal
relationships between policy formulators and impleinent.ers and especially on
the receptivity of implementers to policy change. Implementation efforts
were characterized in three ways. Successfully implemented projects involved
modification of project design and changes in the institutional setting and
personnel in a process labeled mutual adaptation. A second type of
implementation called co-optation resulted when the project design was
adapted, but no changes to local staff or the institutional setting occurred. The
final tvpe of implementation, nonimplementation, described situations where
either the process broke down or the project was ignored by participants.
McLaughlin concluded that "the amount of interest, commitment, and support
evidenced by the principal actors had a major influence on the prospects for
success" (p. 170). The findings of this study support a move away from
specificity prior to local implementation and the need for policy
implementation approaches that favor development of the user rather than
the particular educational treatment or product. |

Bardach: policy implementation games. Bardach's book The
Implementation Game (1977) brought the role of implementers into sharper
focus. The machine analogy is used to characterize the administrative
activities needed to run the implementation process, while the metaphor of
games is used to illustrate those tactical and strategic activities that have a
particularly adverse effect on implementation. Bardach maintains that the
varying conditions of the implementation situation leads implementers to
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adopt specific tactics and strategies, that is, games to further their own goals
that may or may not be consistent with the policy goals. The game metaphor
directs our attention to the rules of playv, who is willing to play, who is not, and
for what reasons, as well as to those who insist on changing the rules of the
game. Bardach suggests that implementation can be more effective in two
ways:  first, by restricting policy goals in recognition of the limitations of
social theories and second, by planning around the pitfalls caused by the
various implementation games. The emerging trend of Bardach's theory is to
focus efforts on policy implementers as the key to successful implementation.

Sabatier and Mazmanian: variables affecting implementation. Sabatier

and Mazmanian (1980) brought the areas of policy design and the
implementation process together in their model of variables involved in the
implementation process. Their research began by identifying a large number
of variables affecting the discrete stages of the implementation process and,
from this extensive list, they proposed six conditions that they deemed
sufficient and generally necessary for effective impliementation of legal
objectives:

1. clear and consistent objectives

2. adequate causal theory

3. implementation process legally structured to enhance compliancy
by implementing officials and target groups

4. committed and skillful implementing officials
support of interest groups and sovereigns and

6. changes in socioeconomic conditions that do not substantially

undermine political support or causal theory. (Sabatier, 1930,
p. 23)

yl

Sabatier (1986) suggested that the first three variables be addressed in the
initial policy decision, whereas the latter three be dealt with during the
implementation process in response to subsequent political and economic
pressure. This approach to policy implementation embraces a top-cown
approach with substantial consideration for adaptation at the level of
implementation.

Berman: macro and micro implementation. Using the assumption that

implementation problems arise from the interaction of policies with their
institutonal settings, Berman (1978) introduced the concept of contextuality 1o
implementation analysis. Macro impiementation, that is, implementation at
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the government level, is the result of the interaction of many actors who
determine who gets what, when, and how as the "policy passes through and is
transmuted by successive levels of implementing operations” (p. 157). In
addition, the macro level attempts to motivate local agencies to adopt and
comply with the policy. The micro-implementation takes place at the level of
the delivery organization and is determined by the local deliverers who have
the power to devise and carry out the policy in a process of mutual adaptation
and hence to determine policy outcomes. The degree of fidelity, that is, how
closely the outcomes of the implementation resemble the original policy goals
and outcomes, will be determined by the extent to which the local agency's
goals and interests match those of the policy mandate. Recognition of the
mutual adaptation variable creates uncertainty with respect to outcomes.
Without the flexibility for local organizations to make adaptations, the success
of the implementation is jeopardized.

Scheirer (1981) introduced ) a variation to the macro/micro
implementation concept by expanding Berman's model to include an
intermediate level of processes to implementation. Table 4 provides an outline
of her proposed analytical framework (p. 36). The three levels emphasize the
processes and interrelationships for examining organizational phenomena.
The macro level analyzes the whole organization from the perspective of
legitimated organizational authority through decision making, acquisition and
distribution of resources, and interaction with the environment. The
organizational subunits and the processes that carry out the daily work
activities form the intermediate level, while the individual members’
behaviors, motivations, and cognitions are the micro level. Sc<heirer's model
attempts to bring the major notions of theory -ad research cognitive supports
together by considering implementation as a problem involving the entire
organization.

O'Toole: synthesizing the research findings. In 1986, O'Toole conducted
an assessment of the field of multi-actor implementation covering almost all
major subject fields of policy implementation. He examined over 300 articles
and approximately 40 research journals from the previous 10 years with the
objective of determining the degree of progress that had been achieved toward
developing good, empirically based recommendations on the policy process.
He affirmed the complexity of the field and found that few well-developed
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recommendations, some of them contradictory, had been proposed by
researchers. In addition, there was little evidence or analysis of how these
recommendations were being utilized. O'Toole summarized the findings of the
literature with "a set of sensible principles” to guide implementation actions :

To maximize the probability of implementation success,
from the standpoint of the center, one should

1. design policies to keep the degree of required behavioral
change low (e.g., Mazmanian & Sabatier, 1981; 1983)

2. simplify the structure of implementation and minimize the
number of actors (e.g., Pressman & Wildavsky, 1984)

3. seek more consideration of the problems of implementation
during the initial stages of policy formation (e.g., Pressman &
Wildavsky, 1934)

4. take care to leave the responsibilities of implementation

among units sympathetic to the policy” (Van Horn & Van
Meter, 1977). {p. 200)

O'Toole (1986) acknowledges that for each of these guiding principles there
are empirical research findings that provide evidence of implementations
which have used contrary conclusions successfully. He concludes by
indicating that the complexity of multi-actor implementation is such that
simplistic prescriptions are bound to have a proverbial character.

Table 4

Outline of the Analytical Framework for the
Study of Social Program Implementation

Macro-Level Components
decision processes
control processes
obtaining processes
relations with the environment

Intermediate-Level Processes
supervisory expectations
standard operating routines
technical requirements of the innovation
communications flow
work group norms

Individual-Level Variables
behavioral skills
incentives
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Summary and Implications

The writings of this selected sample of analysts have provided strong
evidence that no one conceptual framework can be used by policy
implementers or policy analysts in all contexts. Rather, there are different
perspectives, different assumptions, and different clusters of variables that
when used in the appropriate context can lead to successful implementation.
Nevertheless, McLaughlin (1987) has summarized the significant
generalizations about policy, practice, and analysis:

1. Policy cannot always mandate what matters to outcomes at the
local level.

2. Individual incentives and beliefs are central to local
responses.

3. Effective implementation requires a strategic balance of
pressure and support.

4. Policy-directed change ultimately is a probiem of the smallest
unit. (p. 171)

The first-generation implementation analysts enunciated the uncertain
relationship between policy and its implementation and outlined the broad
parameters for defining it. Second-generation analysts began to discover the
relationship among variables affecting policy and practice and offer a
caution: "a single model likely will fail to incorporate micro and macro level
realities” (p. 177). Third-generation analysts are challenged to develop a
model that integrates individual-level factors with structural and allocative
decision-making processes.

Berman's characterization of macro and micro implementation as
complemented by Scheirer's analytical framework for studying social
program implementation is, in many respects, analogous to implementing the
change in high school graduation requirements mandated by Alberta
Education and will be used as a point of departure for structuring the
examination of the new high school graduation requirements in Alberta.

The Process of Planned Educational Change
In the first section of this literature review, the term implementation
was used in the broad sense, that is, the capital "I" approach in which
implementation encompasses everyvthing and/or anything that occurs
between the policy declaration and the impact on the target group. Fullan
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(1989) characterized the evolution of the understanding of the change process
by placing the themes explored into a time perspective:

1960s adoption

1970s failure

1980s success
1990s management

This component of the literature review will focus on the small "i" aspect of
implementation, which is that aspect of the change process that is one stage,
albeit a key one, of the more specific planned change process.

The review of literature on the process of planned change will
highlight selected literature associated primarily with educational change.
The discussion will begin with a conceptualization of the meaning of planned
change and continue with the perceptions of various writers about the stages
of the process and the cluster variablies that affect it. The strategies to ecffect
change and a conceptualization of success will conclude this exploration of the
change process.

The Meaning of Educational Change

Many educators use the terms change and innovation synonvmously
with the assumption that it is possible to more or less manage the resulting
process. Fullan (1982) characterizes educational change as being both
subjective, that is, what the process means to the individuals in the field, and
objective, that attempts to make sense of the components of educational
change. Leithwood and Montgomery (1982) define the process of change as a
"complex form of individual and organizational learning, resocialization and
growth"” (p. 309). Berman (1981) identifies two types of changes: those that
are technologically dominant and those that are implementation dominant.
Educational change is typically an implementation dominant process that
intrinsically involves adaptation of the innovation to its setting. In other
words, variation of the innovation is expectad. Inherent in this perspective is
the uncertainty of achieving a high degree of fidelity with the original
innovation. Commonly accepted measures oi successful innovations based on
the adaptation perspective have yet to be developed.

Factors Affecting Educational Change

Berman (1981, p. 280) identifies five categories of factors affecting

educational change (Table 5). Berman's main point in considering these



Table 5

Categorization of Factors Affecting the Educational Change Process

I1..

I1I.

V.

V.

Local contextual conditions

a. District characteristics (such as school board traits,
leadership of administration, organizational structure, level of
professionalism, organizatonal health, size, financial status,
priorities)

b. Characteristics of implementing subsystem (such as
elementary or secondary, size, leadership traits, staff
attributes, organizational climate)

Primary attributes of change efforts
Core substance of technology
Certainty of technology
Complexity of change effort
Scope of change effort
Centrality of change effort

Cost

oeROOR

Local policy choices

a. Participation strategies

h. Staff development activities

¢. Coordination, control, communication procedures

Endogenous variables

Attitude of users over time

Attitude of key actors over time
Evolution of policy image

Support for change effort

Extent and quality of planning
Degree of conflict over change effort
Community involvement

. Clarity about innovation

Change in user behavior, organizational arrangements, and
technology

FEE MO RN TR

External factors (outside variables subject to change during

implementation)

a. Stability of funding

b. Federal and state regulations

c. Episodic changes in context (such as new superintendent, new
principal, teacher, strike, Proposition 13)
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variables is to categorize them so as to clarify their context and their time
dependency. Most importantly, their relevance necessarily changes over the
time an innovation is implemented. Therefore, it is critical to differentiate

and distinguish between them as the change evolves.
Stages in the Process of Change

Lewin's (1951) concept of change as consisting of three stages--
unfreezing, moving, and refreezing--provides a simplistic, albeit useful,
concept of the change process. Other theorists have proposed similar three-
step stages to characterize how change occurs. Berman (1978) calls the phases
the processes of mobilization, deliverer implementation, and
institutionalization. Fullan (1982) describes the phases as adoption,
implementation, and continuation, although he also uses Berman's terms as
syvnonyms for adoption and continuation. A discussion of each of these three
phases of the change process follows. Many of Fullan's factors affecting
change are found within Berman's categories of factors affecting educational
change, but Fullan further categorizes them into the stage of change they are
associated with and expands upon them.

Adoption. The first stage of change is "the process which leads up to
and includes a decision to adopt or proceed with change"” (Fullan, 1982, p. 39).
dis 10 factors associated with adoption (p. 42) are listed in Table 6.

Berman (1978) refers to adoption as mobilization to "evoke an image of
those political and bureaucratic activities that represent the core of starting a
new practice” (p. 177). Although Scheirer (1981) points out that the decision
to adopt typically involves the macro-level components most heavily, each
organizational level must experience an adoption process as part of the
change process. Berman (1978) prefers to conceptualize adoption according to
characteristics of the "technology”: the incentives offered to adopters, the
attributes of the adopters, the political, social and economic conditions of the
local environment, and the nature of the larger network, market or system in
which the local adopter is embedded. According to Berman (1981), the
acy-vities associated with this part of the process include (1) policy image
development, (2) planning, (3) generating internal support, and (4)
generating external support. The general objective of this stage of
implementation is to reach a common understanding of the meaning, intent,
and substance of the innovation and to obtain commitment to the policy goals.
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The decision to adopt an innovation is by no means a decision to implement the
innovation. Berman warns against assuming that adoption is tantamount to
execution and cites several examples of adoption without the follow-through
implementation. Berman and McLlaughlin (1976) conclude that the plans
formulated, the resources acquired, and the decisions made at this stage of the
change process have a direct effect on what happens in the next phase of the
implementation process. The planning process is critical for implementation
and institutionalization. But, more important than the plan is the effect of the
planning process because it may generate political, bureaucratic, and
personal support within the delivery organization (Berman, 1978).

Table 6
Factors Associated with Adoption

The existence and quality of innovations

Access to information

Advocacy from central administrators

Teacher pressure/support

Consultants and change agents

Community pressure/support/apathy/opposition
Availability of federal or other funds

New central legislation or policy (federal/state/provincial)
Problem-solving incentives for adoption

Bureaucratic incentives for adoption

CO@NPMB NN
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Fullan and Stiegelbauer (1991) identify the three R's of relevance,
readiness, and resources as ideally being in place at the launch stage. These
elements and their relationship to initiation are found in Figure 1 (p. 63).
Relevance is defined to "include the interaction of need, clarity of the
innovation (and practitioner's understandings of it), and utility, or what it
really has to offer teachers and students” (p. 63). Readiness may be addressed
from the individuai or organizational perspective and involves "the school's
practical and conceptual capacity to initiate, develop, or adopt a given
innovation" (p. 63). The third R, resources, addresses the concern for the
accumulation and provision of support for the change. Fullan and
Stiegelbauer conclude by indicating that initiation and implementation are
loosely coupled and interactive. A poor beginning has the capacity to become
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a successful implementation, just as promising startups can be lost because of
what follows during implementation.

Figure 1
Considerations in Planning for Adoption

RELEVANCE
(Pracucaliry + Need)

READINESS
(Capacity - ~and

[>"> | INTTLATION |

RESCURCES
(Avazilability)

Implementation. Policy makers and citizens alike, according to Berman
(1980), identify implementation as the central problem leading to failure.
While acknowledging that there is no one best way to implement policy, he
suggests that matching the implementation approach and situation to the
innovation can be effective in achieving success.

Fullan (1982) describes implementation &3 the process of putlting an
idea, program, or set of activities into being by changing practice. The
change may be imposed or voluntary, and it may be clearly defined or
designed for incremental development and adaptation. Berman and
McLaughlin (1976) assert that this is the crucial stage of the change process
"when the project confronts the reality of its institutional setting and project
plans must be translated into practice" (p. 349).

The process of implementation is affected by a number of endogenous
and exogenous factors. Fullan identifies 15 factors (Table 7) relative to
organizational hierarchy, each of which has the potential to contribute to the
success of :'ie innovation (p. 56). Fullan considers this list to be "quite
inclusive" but "necessarily oversimplified” (p. 56). The factors form a system
of variables that interact in a dynamic process to bring about change. The
greater the number of factors supporting the innovation, claims Fullan, the
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more change will be achieved.

The findings ¢. a number of researchers have contributed to Fullan's
list of variables affecting change. A Rand Corporation study (Berman &
MclLaughlin, 1974) found that the implementation of a new program was more
likely if people believed it addressed a perceived problem as opposed to being
an opportunistic decision. McLaughlin (1976) identified three critical
components for effective implementation: opportunities for local materials
development; concrete, ongoing training; and adaptive planning and regular,
frequent staff meetings. Sabatier and Mazmanian (1981) emphasized the need
for clear, consistent objectives, adequate causal theory, and a legally
structured process to enhance implementation. Van Horn and Van Meter
(1977) stressed the need for clear, accurate, consistent, and timely
communication during the innovation.

Table 7
Factors Contributing to Successful Innovations

A. Characteristics of the Change
1. Need and relevance of the change
2. Clarity
3. Complexity
4.  Quality and practicality of program (materials etc.)
B. Characteristics of the School District Level
5. The history of innovative attempts
6. The adoption process
7. Central administrative support and involvement
Staff development (inservice) and participation
. Time line and information system (evaluation)
10. Board and community characteristics

DR

C. Characteristics at the School Level
11. The principal
12. Teacher-teacher relations
13. Teacher characteristics and orientations

D. Characteristics External to the Local System
14. Role of government
15. External assistance
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Berman (1981) acknowledged that, while no single theory of
implementation is likely to capture the multiple realities of this phase of the
change process, three models of implementation have been advanced to
interpret disparate findings. When administrators attempt to overcome
resistance and take actions to enable implementers to do their job, the model is
termed managerial. In the learning model, the perspective of implementation
includes both opportunities for teachers to learn new behavior and schools
and districts to learn how to change their coordination, control, and
information systems. The bargaining model sees a conflictual process of
negotiation as the focus of interpreting and reaching implementation
decisions. Each of these models directs research attention to differing aspects
of the implementation problem. Berman (1981) notes that, regardless of the
model used, adaptation and clarification are the fundamental attributes of
implementation and concludes that "implementation consists of the adaptation
of an innovative idea to its institutional setting” (p. 273).

Fullan (1990) noted that all successiul innovations have » chizracteristic

implementation dip at the beginning of the change proces- ::. .5 represents
the period when people are learning what to do ary .. cxperiencing
frustration. He advises implementers to start small ¢, i :nk big, and he

encourages individuals to get involved, that is, do it, rathi¢: :an rationalize.

Berman (1980) categorizes policy implementatiocn strategies as being
either programmed or adaptive. The former assumes that careful and explicit
preprogramming of implementation procedures will render implementation
problems tolerable, while the latter assumes that policy implementation can be
improved when initial plans can be adapted to emerging events and decisions.
Berman suggests that policy implementers need to recognize the "different
tvpes of situations intrinsic to the context within which a policy is to be
implemented,” (p. 206) and then design implementation strategies to match
that situation.

Continuation. Berman and MclLaughlin (1976) refer to this stage as the
point "when the innovative practice loses its special project status and
becomes part of the routinized behavior” (p. 350). Fullan (1982) suggests that
continuation represents another adoption decision about whether or not to
carry ca the innovation and on what scale.

in their study of implementing and sustaining innovations, Berman and
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In their study of implementing and sustaining innovations, Berman and
McLaughlin (1978) found that continuance occurred in only a small number
of cases. These situations were characterized by active leadership at the
district and school levels, ongoing financial support, and staff development.
Berman and McLaughlin (1978) discovered that not only were most
innovations that were not effectively implemented discontinued, but so too
were the majority of projects that had been successfully implemented. Among
the reasons for lack of continuation are withdrawal of funding, lack of
interest and support from the district office, and lack of leadership. Projects
undertaken for opportunistic reasons were similarly discontinued. Many
projects were discontinued once federal funding ceased. A further reason for
abandoning the innovations was the failure to provide ongoing staff
development and support for both continuing and new teachers. Fullan (1982)
points out that the most powerful internal factor relating to continuation is
the availability of key staff and administrators. Departure of key users
reduces the interaction necesss-v to orient new members and maintain the
momentum leading to continuatior..

Louis and Miles (1990) identified chronic implementation problems
through a survey of principals. The 18 problems were categorized according
to their source: "the change program itself, the people inside and outside the
school who could influence the course of the change program, and the
characteristics of the schoo! or district setting” (p. 44). Table 8 outlines the
sources of implementation probiems. At the top of every change manager's
list was the lack of time and energy on the part of teachers, and the lack of
money. These problems were found to be common both to innovations that
were successful as well as those that failed to be continued. Louis and Miles
conclude that "surmounting these difficult problems usually requires active
and deep coping skills on the part of school leadership” (p. 47) and,
furthermore, "there is no reason to believe that implementation problems
ever go away (at least within a four-to-five year time perspective), or that
they accumulate™ (p. 48).

Fullan indicates that the processes of adoption, implementation, and
continuation are never ending and cyclical (1982). The critical factors that
affect the change process are interacting continually and must be kept in
mind and attended to as needed to achieve success. The research of Louis and
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Miles (1990) indicates that the non-rational side of the change process is
inherent to the nature of schools, and "many implementation crises are
difficult to anticipate and cannot be avoided no miatter how effective and
thorough the planning process” (p. 51). On the other hand, they provide
evidence that many of the implementation issues in schools can be

successfully resolved "if there is both will and skill on the part of change
leaders and managers” (p. 51).

Table 8
Sources of Implementation Problems

The Change Program
maintaining communication about the project*
lack of staff skills that were required
slow progress in reaching goals
staff disagreement over the desirability of activities
a project plan that was t00 ambitious

The People
teacher time and energy*
maintaining staff interests and involvement*

The Setting
money, resources*
arranging for staff development
constraints of the physical plant
unantcipated crises that detracted from the program
competing requirements from other change programs

indicates that this was a major problem for at least 2096 of the schools.

The others listed are minor: those that over 40% called minor, and less than
20% called major.

Fullan and Stiegelbauer (1991) point out that, although continuation is
the third phase in the process of planned change, the adoption-
implementation-continuation process is not linear, but rather all phases must
be considered from the beginning. Huberman and Miles (1984) concluded that
insdtutionalization is dependent upon three factors:

1. the extent to which the change becomes embedded into the

organizational structure through policy, budget, timetable,
etc.

2. the degree to which a critical mass of administrators and
teachers who are skilled in and committed to the change has
been generated
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3. the extent to which procedures for ongoing assistance and
support, especially for incoming staff members has been
established.

The complexity of the many reform and restructuring efforts over the past
decade suggest that planning for change is an ongoing process. Fullan and
Stiegelbauer (1991) speculate that "school effectiveness projects are in the
business of institutionalizing the long-term capacity for continuous
improvement” (p. 90).

Strategies for Effecting Changes

Research suggests that the chances of successful policy implementation
are strongly influenced by the organizational, social, political, and legal
context within which the process occurs (Berman, 1980). By identifying the
contextual situation of the implementation, Berman suggests that success can
be enhanced by matching the policy situation to the implementation situation
(p. 214). Table 9 proposes a structure to match situational parameters with
policy types. When a policy situation is characterized by the values in the
structured column, then a programmed policy strategy should be used. On the
other hand, if the character of the policy is described under the unstructured
values, then the implementation approach should be fundamentally adaptive
in nature. Berman claims that policy could be carried out more effectively if
the implementation strategy was matched to the policy situation. Many policy
implementations call for a combination of strategies that alternate between
structured programmed and unstructured adaptive approaches. Additional
rapport between the phase of change process and the implementation strategy
could further improve the policy performance. Fullan (1982) offers a word of
caution regarding the contingency theories of implementation perspective:
they: have the potential of becoming overloaded with Cdmplexity and of falling
into the trap of overrationality. The value of contingency theories is
maximized when they are used as the basis for structuring a framework to
determine priorities for spending time and energy.

Fullan (1982) does not believe that a detailed technical design is the most
effective method of planning for change, although he does acknowledge that
it has some benefit. Alternatively, he suggests that "the most beneficial
approach consists in our being able to understand the process of change,
locate our place in it, and act by influencing those factors which are
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changeable and by minimizing the power of those which are not" (p. 88). The
concept of changing is the bottom line for introducing change more
effectively. Individuals are counselled to incorporate the assumptions and
Knowledge and skills about change into their ways of thinking and acting.
Fullan's theory of changing perspective focuses on individuals and their
perspectives about those situational factors that can be altered.

Table 9
Types of Policy Situations

Situational Parameters Situational Type
Structured Unstructured

Scope of Change incremental major
Certainty of Technology or Theory certain within risk uncertain
Conflict over Policy's Goals low conflict high conflict

or Means
Structure of Institutional Setting tightly coupled loosely coupled
Stability of Environment stable unstable

Elmore (1983) suggests five considerations with respect to the

complexity and control of planned change based on the nature of policy
actions:

1. Distinguish between compliance and capacity:

implementation depends more on capacity than it does on
compliance.

2. Distinguish between implementation variations that result
from a failure to comply with basic regulations and those that
result from differences in capacity.

3. Regulate only those activities for which it is possible to
specify a clear standard of performance and which constitute
minimum prior conditions for successful implementation.

Focus resources as close as possible to the point of delivery.

5. Evaluate policy alternatives by mapping backward from the
point of delivery to the point at which policy decisions are
made. (pp. 366-367)



44

Effective change depends upon the successful combination of the many
factors. Fullan and Stiegelbauer (1991) encourage the development of
implementation strategies that consider the characteristics of the nature of
the change, the make-up of the local district, the characteristics of individual
schools and teachers, and the existence and form of external relationships in
order to produce successful changes.
Measuring the Success of the Change Process

Determining the success of an innovation is related to how success is
perceived. In 1981, Berman noted that the notion of "what constitutes a
'successful’ innovation requires--and is undergoing--drastic revision" (p.
264). One perspective, based on the traditional control model of
implementation, would attempt to determine the extent to which the actual use
corresponded to the intended use, or to match the policy goals with the policy
outcomes. If there is a high degree of congruence or fidelity, the
implementation may be termed successful. The assumptions made by the
adaptation model of implementation result in a contrary perspective of policy
success, that the policy intent will be adapted appropriately to meet the needs
of the institution and the concerns of the policy. A multivariate definition of
"success” encompassing aspects of each of the preceding perspectives is
offered by Miles (1979):

a. reasonable congruence with the original vision

b. continued problem-coping ability

c. the satisfaction of stakeholders (students, staff, parents, and
administrators) and

d. the actual achievement of educationai outcomes (p. 9).
Berman and McLaughlin (1976) developed three measures of the effectiveness
of an implementation:

1. Perceived success: the relative extent to which project
participants believed that goals were achieved.

2. Change in behavior: the type and extent of change ‘n teacher
and administrator behavior as perceived by the participants.

3. Fidelity of implementation: the extent to which the project
was implemented as originally planned. (p. 350)

The conu:sidrum of fidelity versus variation in determining the success of
planned change is a dilemma facing policy formulators and implementers
alike. Fullan (1982) points out that while planned change attempts to engineer
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variation and maximizing consistent implementation, the dilemmas can be

mitigated by respecting variations and incorporating interaction and dialogue
in a checks-and-balance manner .

The Context of High Schools

In the preface to the 1983 Handbook of Teaching and Policy, Shulman
and Sykes recount Gerald Grant's delightful comparison of high schools to
various fruits. At the turn of the century, American high schools were like
avocados with thin skins of external policy, meaty homogeneous middle layers
of students, and solid cores of adult autherity. The 1950 high school had
become like cantaloupe, with thicker skins of external policies, a relatively
uniform expanded student body and a firm core of local authority. By 1983, the
high school was more like "a watermelon with a thick rind of external policies,
a large and diverse student body and adult authority scattered throughout like
watermelon seeds” (p. vii). Exogenous efforts to influence high schools have
increased and accelerated over the years with varying results. The preceding
section of the literature review has demonstrated the importance of the
institutional setting and the implementing individuals in actualizing policy.
Berman (1978), for example, suggests that the "gestalt of local system
dynamics needs to be understood before analyzing the foreground of project
implementation” (p. 174). To complete the review of the literature pertinent to
this study, this section will examine the context for the implementation using
a framework adapted from Berman (1978).
The Organization of High Schools

The typical high school is organized into subject discipline groupings
or departments whose specific topical focus tends to result in small, closed
social systems (Hord & Murphy, 1985). Given this .organizational structure,
teachers tend to identify with their departments, and not with the school
overall. Furthermore, teachers too frequently view their school
administrators as being isolated because of their lack of experience and
subject-related intellectual credentials. Theoretically, the department
chairman bridges that gap between teacher and administrator; however, in
practice there are as many variations as there are situations.

Hall and Guzman (1984) point out that high schools are overwhelmingly
complex organizational places about which it is “extremely difficult to develop



46

generalizations about the real dynamics and designs of the change process”
(p. 2). From their field work they suggest that the sources and impetus for
change and innovation are typically external to the high school. This "top-
down" strategy appears to be the prevalent change strategy in high schools,
and as such, the implication for members of the school staff is that they would
have major responsibilities for implementation but fewer opportunites to
create and initiate change. Nevertheless, all of the various actors in and
around a high school have the potential to conceive of and push for adoption
of innovations as well as to enact them.

Boyer (1983) makes the point that schools are dominated by time.
Schools start on time and end on time. Bells annocunce the beginning and
completion of each component of the day, and clocks are everywhere. The
various actors in high schools structure their activities according to the time
segments. The departmental organizational structure appears to be
entrenched in high schools and effecting change in these schools will demand
a better understanding of how their structure affects their functdon. Working
within the existing structure holds more promise for reforming education
than reforming the structure itseif. .

High school students. Many students have what Boyer (1983) calls a
love-hate relationship with their schools. Senior students agree that academic
subjects should be emphasized, but they also criticize poor teaching and their
own study habits. Generally, students do not consider their high schools as
outstanding, although they do not seem to feel intensely negative about school
either.

Today's youth face the grim prospect of being unable to attain the same
social class or material wealth as their parents (Roberts & Cawelti, 1984).
Furthermore, community factors such as increasing alcohol and drug abuse,
family instability, the threat of nuclear destruction and environmental
catastrophe, and increasing suicide rates place continuous pressure on
students. The social structure of each school is unique. Within this social
milieu are a variety of actors ranging from good students and student body
leaders to potential dropouts and trouble makers. In addition, student cliques,
with different names depending upon what they do and where they hang out,
determine where students fit into the social structure and consequently their
attitudes towards school.
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An Illinois study (Csikzentmihalyve & Larson, cited in Roberts & Cawelti,
p. 136) reported that teenagers spend less than 2% of their total day with adults
other than their parents, about two hours per week with their mothers, and
less than half an hour per week with their fathers. Their time is spent
primarily with television, socializing, and school. Students continue to be
tested with decisions regarding drug and alcohol consumption. Both
substances are readily available in high schools although use is usually well
camouflaged.

Many high school students are also employed on a part-time basis
during the academic year, and while this experience is not exactly undesirable
in that students become familiar with the realities and expectations of the
work place, extensive part-time work--beyond 15 hours per week--is
incompatible with quality educational outcomes (Radwanski., 1987). In a
survey of the students in an Edmonton inner-city high school, Pisesky (1989)
found that 54% of students held jobs and that 53% of these working students
spent more than 15 hours per week at their jobs. Approximately half of the
students indicated that they worked primarily to earn their own spending
money, while about one-fifth of students worked to contribute to family
income. For some students, their outside activities compete with their
educational interests, and result in conflict or failure.

Roberts and Cawelti (1984) discovered mixed results when talking to
students about school. Generally, students liked their teachers, liked school,
and took it seriously but, when asked about how they could get the best
education, they gave conflicting responses. Some students wanted more
courses in economics, government, business, accounting, and foreign
languages, while other students vigorously disagreed, requesting something
beyond "the same old thing" (p. 81). Radwanski (1987) claims that the effort to
make education relevant over the past two decades has not been successful
"either in terms of making education seem sufficiently relevant to young
people to keep them in school until graduation or in terms of securing
satisfactory pedagogical outcomes for those who do remain” (p. 185).

According to Boyer (1983), students' decisions about what courses they
should or should not take are made casually with little guidance. Students
named their mothers and peers as being the people who help them the most in
planning the high school programs. The stream or track a student enrolled in
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determined to some extent the particular courses selected. Students gave
varying responses to the question about school goals. Boyer found that
students wanted to " 'get out,' 'be with friends,' 'get into a good college,’ 'pass
the competency exam,' 'get a job.' “ Ou.ers were more cynical: " 'the school is
here to keep you off the street and out of trouble until you're old enough to get
out there and deal with it' " (p. 61).

High school teachers According to Fullan (1982), "educational change
depends on what teachers do and think--it's as simple and complex as that”
(p. 107) and while it is difficult to dispute this concept, in reality most teachers
have not taken the initiative to undertake change beyond their own
classrooms. The teacher is primarily the recipient of change rather than the
initiator of change (Rutherford & Murphy, 1985). In this role, the teacher
receives the change from an outside source, such as the school administration,
the district office, or state or federal officials, and is expected to implement it
and make it work. Too often teachers do not know where the change initiative
came from., why the change is being made, when they are expected to start
using it, and how it is to be implemented. Data from the Rutherford and
Murphy study did not support the 2ssumption that teachers are quite resistant
to change. In fact, teachers r:* &l more positively than negatively to
change. The source of the changc had the greatest influence on teacher
reaction to change. When change was initiated from outside sources, teacher
reaction was positive only 38% of the time, whereas when teachers were the
source of change, the response was positive approximately 86% of the time.
From these findings it would appear that the role of teachers, that is, what
they can and should do to enhance school improvement efforts, requires
further investigation.

Elmore (1983) concurs: "when teachers are asked where they get most of
their ideas for new instructional practices, they reply that they rely mainly
on other teachers” (p. 357). The way to reach teachers then seems to be to put
them in touch with other teachers and not administrators. Berman and
McLaughlin found that implementation and continuation are strongly related
te the individual teacher's sense of efficacy and control in the classroom (cited
in Elmore, 1983, p. 357).

The departmentalization of teachers at the high school level poses
several problems in making changes. Roberts and Cawelti noted that, as
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schools began to create new graduation requirements, teachers began to
worry about their turf (1984). Common concerns included fear of job loss
because fewer electives were being offered and the feeling of being a "loser”
because otiaer departments were teaching more while their department was
teaching less. Suspicion relating to administrators' hidden agendas and other
teachers' motives created a sense of insecurity among some teachers.

The Rand study (Mclaughlin & Marsh, 1978) identified four broad
categories of staff development factors that they deemed crucial to the
successful implementation and continuation of local change efforts:
institutional motivation, project implementation strategies, institutional
leadership, and certain teacher characteristics. Their study suggests five
general assumptions about professional practice that should be incorporated
into effective staff development activities:

1. in terms of knowledge about the practice of teaching,
teachers often represent the best clinical expertise available

2. the process by which an innovation comes to be used by
teachers is adaptive and heuristic

3. professional learning is a long term, non-linear process

4. the process of adoption of a specific innovation helped define
the program-improvement goals

5. professional learning is critically influenced by

organizaticnal factors in the school site and in the district. (p.
21)

Gaining the commitment of teachers was found to be the most influential
factor in effecting change. Project success was deemed to be unlikely unless
teachers were preparesd to work hard to make it happen. The autitors conclude
that even the "best” educational practice wiil not come to fruition "in the
hands of an inadequately trained or unmotivated teacher" (p. 69) and urge
recognition of the concept that the problems of reform are more the function
of the organization and its people than of the technology.

Ccrcoran (1988) compared the problematic work place conditions
identified by teachers with thos2 identified by researchers as related to school
effectiveness. He found considerable overlap between the two sets of issues
and recommended that policy makers listen carefully to teachers' concerns
about their working conditions. Teacher job satisfaction has a direct effect on
students. For this reason especially, Corcoran deems work place reform to be
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in the public interesi. The broad agenda identified resource and workload
problems and changing teacher roles and empowerment as the key issues
requiring reform.

Descriptions of the characteristics of the work environment that
enhance teacher effectiveness were summarized from the effective schools
literature:

1. shared goals and high expectations of success

2. respectful and dignified treatrment as professionals by
superiors and by parents and students

3. orderly school climates in which discipline is a by-procuct of
school organization

4. strong and supportive instructional leadership and
supervision

5. adequate and protected instructicnal time

6. participation by teachers in the decisions affecting their work

~l

regular opportunities for interaction and sharing with
colleagues that promotes skill development and professional
support

recognition and rewards for their effort and achievement

9. opportunities for professional growth, and

10. decent and safe physical working conditions. (p. 16)
Higher levels of teacher performance resulted when these conditions
pervaded teaching environments. “"Absenteeism, reduced levels of efforts,
lowered effectiveness in the classroom, low morale, and reduced job
satisfaction” (p. 1v) were among the negative effects evoked by working
conditions characterized by "poor leadership, lack of respect, lack of influence
over policy, limited opportunities for collegiality, lack of support and
recognition, and poor student behavior" (pp. 26-27). Better working
conditions were consistently associated with more positive attitudes, higher
levels of work effort, and a greater sense of efficacy except in schools where
there was strong positive leadership, an orderly climate, ard high staff
collegiality. When these conditions existed, they tended to compensate for
deficiencies in other areas of the work environment. Schools identfied in the
effective schools studies were also more successful at recruiting and holding
talented teachers because their principals created conditions that encouraged
more teacher support from teacher colleagues and supervisors and resulted in



improved teacher confidence and success with students.

Good teachers and good teaching are the essence of effective schools,
and it has only been in the latter part of the 1980s that policy makers have
come to this realization. The day-to-day frustrations of teachers have a major
impact on educational outcomes and are being neglected in favor of the bigger
issues of restructuring schools and empowering the profession. Work place
reform is emerging as a significant factor in making changes in schools.

Deparument heads in high schools. Johnson (1988) concluded from her

examination of high school departments that they have endured over a wide
range of settings and, therefore, are not likely to be dismantled or replaced as
the structure for organizing high school teachers’ work. As subject maotier
moves into focus as the centerpiece of influential reform efforts, rescarchers
are attempting to describe the function of departments to determine how they
might best be used in promoting educational reform. Balancing subject
specialization with student outcomes in considering the students’ overall
educational experience is becoming a dilemma. Strengthening departmental
influence needs to be coordinated and reconciled in the best interests of the
school as a whole to avoid potential power struggles.

Hall and Guzman (1984) found that "department heads in most instances
are not prime movers for change and do rot typically facilitate
implementation.” Furthermore. their investigations found that most
department heads were primarily "passers of information, orderers of books,
and maintainers of inventories” (p. 10). Although there were exceptions, in
general they did not serve as leaders or facilitators of change. The personal
characteristics and interests of the individuals who served as depariment
heads appeared 1o be related to those exceptional situations when department
heads acted as change facilitators. The principal's expectation of department
heads was the primary key to their effectiveness as change agents. The
encouragement and support of the principal appears (o be related to the
amount of change activity facilitated by the deparunent head. Departments
with guaranteed enrcllments. for example, core courses, were found to be
generally less innovative than those that must market their programs; for
example, electives. From this study. it appears that department heads assume a
Keyv role in facilitating change either when they are motivated by their school
administration or when they have the personal interest and leadership
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characteristics to act in the role.

Hord and Murphy (1985) studied the function of leadership and

* ation of change through depariment heads over a three-year period in

30 schools. They developed six configurations that described the functon and
behaviors of the department head role:

(1) serving as a communication liaison

(2) serving as deparument manager

(3) assisting teachers in improving performance

(4) participating in program improvement and change

(3) fostering cooperative relationships. and
(6) teaching in the department. (pp. 43-44)

Theyv concluded that the role of department head is a "very viable one for
facilitating the change process, and, consequently, a very promising one for
assisting secondary school teachers and administrators in school improvement
efforts” (p. 71). '

The positi~1 of department head as part teacher and part administrator
contributes to what can be a productive tension in the school. Policy
implementation that defines the role of the department head in the change
process together with specific training to clarify expectations and provide
change models will increase the likelihood that department heads will develop
into change facilitators (Johnson, 1988).

High school principals. The role of the high school principal is

muliifaceted, multidimensional, highly fragmented, and very busy (Huling-
Auslin, Stiegelbauer, & Muscella, 1985). Although there is much debate about
how realistic it is to expect high school principals to be instructional leaders,
it would appear that they are the logical facilitators for change in schools. At
the same time, it appears that some principals are more successfu: in effecting
change than others. Hall & Guzman (1984) suggest that success can be
attributed to style of facilitating change. More active change facilitating
principals adopt an initiator stvie of bringing about change, whereas less
active principals tended to use the responder or passive style of facilitating
change.

Huling-Austin, Stiegelbauer, and Muscella (1985) suggest that
principals appear to use one of two strategies to facilitate change. First, the
principal must articulate a vision for the school to the school staff, and second,
the principal must actually become involved putting the vision into practice.
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Effective principals translated their vision into goals and objectives and
involved school staff in devising strategies and implementing the change.
The probability of effecting the change is greatly increased when the
principal is directly invoived in the implementation. The findings of this
study suggest that:

1. Principals don't do it alone.

2. Change can occur without the principal but not without some
principal sanction.

3. Change leadership does not have to be administrative, but
usually involves administration in some way.

4. A vehicle for change is as important as a plan for change.

At the high school level, the involvement of differsnt groups
and different leaders cooperating for change is one way to
accommodate for the complexity of the institution and its cross
departmental and administrative lines. (p. 100)

From their study of high schools. the authors conclude that there is a variety
of strategies and patterns for providing the effective leadership that results in

w

successful change., and principals can make a difference in the¢ facilitation
and guidance of change.

The role of assistant principals in the change process varies from those
who have taken a unilateral lead in facilitating change, to those who are part
of a close working team of administrators acting to bring about change, to
those who focus on managerial tasks within their schools. Hall and Guzman
11984) found that, when the principal's style was more active, there was more
job sharing between the principal and assistant principals. Whereas, if the
principal's styvle was less active, the assistant principal was assigned tasks
requiring individual responsibility and remaining relatively constant from
one year to the next. The potential of other school! administrators, like that of
the department head, in acting as change facilitators in high schools seems
viable but will be actualized only through role clarification, inservice
education, and development of their leadership skills in policy
implementation.

The Effectiveness of High Schools

During the 1970s and early 1980s, a number of charges were raised
about the effectiveness of high schools. The most common allegation was that
schools were soft and students were not sufficiently challenged (Roberts &
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Cawelti, 1984). As a result of the "deep trouble” the urban high school was in,
the Ford Foundation (1984) undertook a program to ascertain whether
American high schools were improving. The findings reveal "the happy
discovery that many city high schools were doing better and showing
improvements over previous years--more so than a lot of people thought or
the public record had noted” (p. 65). The foremost finding of the two-year
investigation was that schools were increasingly clear about their primary
mission to provide all students with a basic, substantive education. Schools had
resolved issues relating to social and racial frictions and fiscal retrenchment
and had refocused on educaton—teaching and learning--as their top priority.
Complementing the goal clarification was the vision and determination of the
teachers, parents, students, and principals and the availability of necessary
resources to enact that vision to initiate and sustain school improvements.
Other studies had similar findings. Alpern (19806), for example, studied an
inner-city Edmonton school and noted that similar actions had resulted in a
more effective school.

Roberts and Cawelt (1984) undertook a two-year general education
network project as a leadership strategy to engage 17 high schools in the
process of redesigning the curriculum based on the assumption that local
schools should have command of their curriculum development. Although the
degree of success attained varied among the sample schools, the majority made
recommendations to their school boards regarding graduation requirements
and common learnings. The authors' experiences with this project led them to
make the following recommendations for the education of the citizens of the
future:

1. Seek consensus on the high school's mission.

2. Set policy ensuring periodic redesign of the curriculum.
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Set curriculum balance as a top priority in curriculum
development.

4. Develop an ongoing program of staff development.

S. Develop an organizational structure to ensure curriculum
development.

6. Provide sufficient time to design common learnings for
all students. (p. 137 - 141)

According to Roberts and Cawelti, these six elements are deemed to be crucial if
the genuine, substantive improvements proposed to redesign general high



school education are to be effected.

Graduation requirements and curricula. The Association for
Supervision and Curriculum Development undertook a major study to address
the curriculum problems of high schools (Roberts & Cawelti, 1984). The
findings indicate that many schools have increased the total number of
specific courses required for graduation. Some schools have mandated an
extra year in English, math, or science, while others have mandated specific
courses in these disciplines. While math and science have been proclaimed as
the big "winners” in the redefinition of required courses, a major addition has
been in the humanities. The addition of several more mandatory courses has
limited the number of electives that high school students can select. Roberts
and Cawelti found that in most of the schools in their study, the number of
electives were cut back dramatically--anywhere from 30% to 66%. The
question they pose, as a consequence of the increased requiyements, is
whether it will lead to better teaching and increased learning. Certainly, some
students who want a good education will benefit, but what of students who are
disaffected? How can these students be motivated to develop a love of
learning? Increasing the graduation requirements is not likely to be the
answer for all students.

Pathways through high cchool: the Maryvland_ experience, Rossman,
Wilson, D'Amico, and Fernandez (1987) initiated a study on the effects of
Marvland’'s new graduation requirements in 1985. The overall effect of the
new requirements was to stipulate one additional credit (course) in each of
mathematics, fine arts (music, visual arts, dance or theater), and CHIVES (a
vocationally oriented course in computers, home economics, industrial
education, or vocational education). Local jurisdictions have the option of
setting stricter requirements than those set by the state. In addition, local
systems may identify advanced courses that can be credited towards the
Certificate of Merit option. The changes mandated by the State of Maryland
follow a trend throughout North America to increase the number of
mandatory courses students require to achieve a high school diploma.

Preliminary findings of transcript records analysis and interviews with
administrators, teachers, and students one year after mandatory
implementation indicate that the new requirements were already having some
impact in the sample schools. Based on these early results, three
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recommendations were made with respect to implementation. First, because
the communication between the district central office and the local schools
was problematic, it was suggested that direct coniact between the state
government and local high schools would improve information dissemination.
Second, because the new requirements emanated from a study of secondary
education, the focus of the new graduaton requirements should extend beyond
just increasing the number of courses taken to includ in-depth examination
of school organization, course content, and instructional approaches. Finally,
in light of the expressed concern about potential increased dropout rates of at-
risk students, close scrutiny of the intended and unintended effects of the new
requirements was recommended. Transcript analysis suggested that a fairly
large proportion of students may need additional help meeting new
requirements, especially in mathematcs.

At the time of reporting, this study had investigated only the first year
of the implementation of the new graduation requirements, and the authors
acknowledge that the findings are too "young” to be conclusive. It is projected
that the study will continue until the first class to be completely regulated by
the new requirements (the class of 1989) graduates. Nevertheless, two policy
conclusions addressing the efficacy of state-level initiatives regarding
reforming secondary education were made: first, the state initiatives had
limited impact on local schools and second, state-level reforms had not been
sufficiently sensitive to the individual characteristics and idiosyncrasies of
local schools to avoid unanticipated outcomes.

Chapter Summary

This review of selected literature focused on the theory and research
associated with the implementation of public policy and the process of
educational change. Various perspectives of the implementation process and
the variables affecting success were explored. The focus then shifted to a
review of the literature with respect to the contextual settng of high schools.
The literature review wii. inform the discussion of findings in the four
chapters that report the findings of the study and will further be used to
interpret the overall discussion and conclusions presented in the final
chapter.

The next chapter will present the research design that guided the study.



CHAPTER 3
RESEARCH DESIGN

Methodology

The design of the research adopted for this study utilizes the perspective
of the interpretive paradigm that Burrell and Morgan (1979) characterize as
seeing "the social world as an emergent social process which is created by the
individuals concerned” (p. 28). Qualitative research is an approach that is
consistent with this paradigm. Bogdan and Biklen (1982) use qualitative
research as an "umbrella term” (p. 2) describing research strategies that
share the following characteristics:

1. Qualitative research has the natural setting as the direct
source of data and the researcher is the key instrument.

2. Qualitative research is descriptive.

3. Qualitative researchers are concerned with process rather
than simply with outcomes.

4. Qualitative researchers tend to analyze their data inductively.

5. "Meaning" is of essential concern to the qualitative approach.
(pp. 27-30)

Qualitative researchers continually ask questions of the people in the situation
they are studying to discover "what they are experiencing, how they
interpret their experiences, and how they themselves structure the social
world in which they live" (Psathas, cited Bogdan & Biklen, 1982, p. 30).
Although Bogdan and Biklen suggest that naturalistic inquiry is another name
for qualitative research, Owens (1982) differentiates between them.
Naturalistic, he claims, "alludes to ways in which one may seek to examine
reality,” whereas "qualitative alludes to the nature of the understanding that is
sought” (p. 7). This clarification conceptualizes naturalistic research as a
methodology for conducting qualitative research.

Owens (1982) goes on to describe naturalistic inquiry as being one
expression of the nature of reality in which the real world is viewed as being a
dynamic system of "parts” - - -t “ve s¢ interrelated that each part influences all
of the others. Understrn. - wiaty further requires acceptance of the
notion that even separatin: v .. .- for examination distorts the system one



58

is trying to understand: parts must be examined in the context of the whole.
Essentially, then, the reality of the world is viewed from a phenomenological
perspective. The naturalistic paradigm acknowledges the existence of
differing perspectives of reality. The researcher attempts to integrate the
various meanings ascribed to events, situations, individuals and their
relationship to present an holistic viewpoint and create understandings about
the area of inquiry.

Inherent in Owens' approach are four basic approaches to naturalistic
inquiry that will be used to guide this research:

1. Data will be collected primarily through direct contact
between investigators and actors in the situation being
studied.

2. The study design will utilize emergent strategies rather than a
priori specification.

3. Data categories will be developed after data have been
collected and examined.

4. Generalization of the findings to a universe beyond the study
will not be attempted.

Using these guidelines, the specific research methodology will take the form
of a case study to examine the macro and micro change process of changing
the graduation requirements in Alberta according to the policy action plan
defined in Senior High School Graduation Requirements and Program
Development Update information bulletin issued by Alberta Education in
February 1988. This study focused on how various participants perceived and
experienced the goal of changing the senior high school graduation
requirements. It was not intended to resolve the ambiguity that may pervade
the implementation, but rather to enhance understanding of the multiple
realities that were experienced by the key actors and stakeholders in
translating this particular policy initiative into action.

Although efforts have been made to quantify or measure program
implementation by statistical methods (Rossman, Wilson, D'Amico, &
Fernandez, 1987:; Scheirer & Rezmovic, 1983), the overall effect of this
approach tends to weigh inputs against outcomes with minimal concern for
what transpired in between. Measuring change as the difference between
commencement and concluding events conveys an understanding of the
outcomes that were achieved, but very litle understanding about how they
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were achieved. Many writers (Berman & McLaughlin, 1976; Berman, 1981;
Elmore, 1978: Fullan, 1982: Pressman & Wildavsky, 1979: Tushmar:. 1977)
acknowledge the phenomenon of change as a process. Analyzing the
implementation process increases understanding both of the interaction
among various factors that bring about the change, and about how those
factors might interact in other planned changes.

The case study method was selected as the overall design of this study for
two reasons: first, because of the nature of the problem under investigation in
this study, statistical data will be incomplete and second, because it affords the
opportunity to "understand unique social phenomena” (Yin, 1984, p. 14) of a
real-life situation. Researchers using case study methods gather data through
"carefully planned observations in natural settings using interviews,
qualitative analysis, and narrative reports” (Stake, 1980). The process of
changing the high school graduation requirements in Alberta is a real-life

situation that was suitable for investigation using the case study method.
Case Studv Approach

Case studies are defined in various ways. A simple explanation is offered
by Bogdan and Biklen (1982): "a case study is a detailed examination of one
setting or one single subject, or one single depository of documents, or one
particular event” (p. 58). Gay (1987) defines case studies as in-depth
investigations of individuals, groups, or institutions that determine the
relationships among factors that have resulted in the current hehavior or
status of the subject of the study. Its purpose "is to determine why’, not just
what" (p. 207). Yin (1984) characterizes case studies as empirical inquiries
that use multiple sources of evidence to investigate contemporary
phenomenon within their real-life contexts when the boundaries between
phenomenon and context are not clearly defined. In general terms, Stake
(1980) defines case studies as the study of a bounded system emphasizing the
unity and wholeness of that system, but confining attention to those aspects
that are relevant to the research problem at the time. These definitions point
out severai basic characteristics of the case study methodology: its holistic
nature, emphasis on real-life contemporary contexts, primary theme focus
with shifting boundaries, naturalistic data collection techniques, and search
for causal relationships. The case study seeks an understanding of the
particular idiosyncrasies of the phenomenon under investigation either with
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In case study methodology, one situation is selected and studied at great
length and in much depth. The investigator seeks answers to "how" and "why"
questions "about a contemporary set of events over which the investigator has
little or no control” (Yin, 1984, p. 20). Case studies tell stories describing the
dynamics of complex interactive processes among people, structures, and
technologies. and in so doing, assist others to comprehend the case. The
documentary style used to report case studies provides a rich understanding of
the intricacies of the case and, although tentative qualitative conclusions are
usually drawn, readers are also allowed to reach their own inferences
(Department of Educational Administraton, 1987, p. 27).

Sample size, the very characteristic of case studies that is their
strength, that is, the depth in which the researcher pursues one particular
situation. is also the point of greatest criticism. All investigative efforts are
focused on increasing understanding of only one situation. As a result, the
fault of case studies is that they lack objectivity, rigor, and precision (Yin,
1984). Another frequent concern raised relates to the generalizability of case
studies (Bogdan & Biklen, 1982; Stake, 1980). Yin (1984) answers, by observing:

the short answer is that case studies are generalizable to
theoretical propositions and not to populations or universes. [It]
does not represent a "sample” and the investigator's goal is to
expand and generalize theories (analytic generalization) and not
to enumerate frequencies (statistical generalization). (p. 21)

Bogdan and Biklen (1982) make the point that the type of case selected for
study is a factor in generalizability. If it is a "typical case,” taen the more
traditional definition of generalizability might apply, "on the basis of the
similarity of their case study to others reported in the literature” (p. 63). Other
researchers "leave it up to the reader to come to their own conclusions
concerning generalizability"” (p. 63). A similar distinction is made by Stake
(1980) in referring to case studies as vielding "naturalistic generalizations”
that are substantially different from the more commonly accepted "scientific
generalization” emerging from experimental types of studies. Despite this
shortcoming, the case study method has been selected for this research
because it was best suited to achieve the objectives of this study, namely,
enhancing our understanding of the change process that took place in
chainging the high school graduation requirements in Alberta.
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Pilot Study

In order to test the basic design of the research and the
suitability/readability of the questionnaire, a pilot study was conducted during
November and December of 1989. The sample for the pilot study included
administrators, teachers, students, and their parents in a school district other
than the one selected for the actual case study.

All of the teachers in the school were asked to complete the teacher
version of the questionnaire. The students present in the two CALM 20 classes
on the day of the testing completed the student form of the questionnaire, and
their parents were asked to complete the parents' version of the
questionnaire. In all cases participants were asked to note any difficulties
they had understanding the intent of questions. The rate of return on
teachers' and parents' questionnaires was satisfactory, and the data provided
were both acceptable and appropriate.

A senior superintendent from the district office, a hig.h school
principal, three assistant principals from the school district, the teacher-
counsellor, and the math-science department head consented to participate in
audio-taped interviews for the pilot study. In addition to providing
meaningful data, the test interviews gave the researcher an opportunity to
gain interviewing skills, ascertain the appropriateness of the investigative
questions, and determine the utility of the data. It also enabled the researcher
to obtain experience in transcribing the pilot interviews and in formulating
data analysis procedures. The interview participants reviewed the transcripts
of their own interviews and were encouraged to make constructive
suggestions regarding both the structure and nature of the questions. The
researcher's thesis supervisor examined excerpts of the interview data and
offered constructive advice.

The results of the pilot testing verified that the research design was

viable and that the data collection instruments would vield appropriate data
relevant to the study.

Sample
The participants in this study represent individuals from three distinct
organizational structures in education: provincial ministry, school district,
and local school. In keeping with Bogdan and Biklen's (1982) conception of
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purposive sampling, this study included a variety of key actors from each of
these levels, each of whom were involved in the process of changing the
senior high school graduation requirements in Alberta.

At each level, one key person was identified; and, from the interview
with that person, other individuals within that level were identified for
inclusion. The criteria for including particular individuals was based on the
belief that they could make a meaningful contribution to increasing the
understanding of this change process.

The interviewees included key actors from Alberta Education,
superintendents and consultants from the school system central office
administration, and a member of the Board of Trustees. As well, the principal,
one assistant principal, five department heads, and a counsellor from the
selected high school participated in formal interviews. The interview
participants were selected on the basis of their knowledge, position of
authority,. and involvement with the process of changing the graduation
requirements.

All of the teachers in the case study school were invited to complete the
teacher questionnaire in the month of January 1990. The student participants
included all of the students registered in the CALM course during the first
semester of the 1989-90 school year. Each student was asked to invite a parent
or guardian to answer the parent form of the questionnaire. Student and
parent questionnaires were also completed in January of 1990.

Data Collection

Data for this study were collected from three sources. The primary
method of data collection was through interviews with key actors. Documents
including reports, memoranda, press releases, newsletters, and information
handouts were the second major source of data. Responses to teacher, student,
and parent questionnaires were the third major source of data.

The time span over which the data were collected varied according to
the source. Documents relating to the formulation and implementation of the
new high school graduation requirements, dating from the initiation of the
secondary education review in 1984 through to the end of December 1991, were
included in the study. Questionnaires were completed in January of 1990 while
the majority of the interviews were conducted between November 1989 and



63
February 1990. Thereafter, supplementary interviews were conducted from
time to time, as necessary, to seek further understanding of the data.
Data from Interview Sources

Focused (semi-structured) and elite (unstructured) formal interviews
were used as the primary source of data. Three distinct groups of individuals
were interviewed: officials employed by Alberta Education, superintendents
and consultants from the school district, and administrators and department
heads at the school. Supplementary interviews were conducted with two
groups of individuals: those at the school level who voluntarily sought
participation in the study and those, such as Alberta Teachers' Association
officials and specific interest stakeholders, who had expertise by virtue of
their involvement with particular aspects of the changes in the graduation
requirements. Respondents were asked to relate their perceptions of past and
current realities and speculate upon future developments regarding the
changing of the graduation requirements.

Dexter (1970) characterizes elite interviews as being unstructured to
encourage interviewees to structure the account of the situation nsing the
their own definition of the situation, and allowing them to introduce, to a
considerable extent, their notions of what they regard as relevant, instead of
relyving on the investigator's notion of relevance. In essence, the investigator
allows the interviewee to teach her what the problem, the question, the
situation is in relationship to the purpose of the study. The objective of these
interviews was to encourage individuals to freely express their undersianding
and specific concerns about the new graduation requirements.

Formal interviews with Alberta Education and school district officials
were scheduled individually by telephone and foliowed up with a letter
thanking the participant for consenting to become involved, introducing
myself as the researcher, detailing the purpose of the study, and confirming
the time and location of the appointment. In addition, each interviewee
received a Consent Agreement form in accordance with the University of
Alberta Guidelines on Ethics in Human Research. Copies of sample documents
are found in Appendix A. Most interviews took place in the participant's
office, although some took place in a private meeting room at the participant's
work place. Confidentiality was assured in that the sources of specific
information would not be revealed, although anonymity, especially of the
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Alberta Education policy makers, could not be assured because of their elite
profile. All references to interview data in the text of this study are reported
by referring to the position of the interviewee.

At the time of the interview, the researcher provided background
information about the study and gave participants an opportunity to ask
questions, clarify their role in the study, and ask about specific procedures.
Alberta FEducation and school system administration-centre personnel were
asked tc respond to open-ended questions and encouraged to discuss the how.
what, and why of the development and communication of the policy mandate.
Interview questicu-guides were prepared based on the research questions
posed in the first chapter. A sampie is found in Appendix A. The guides varied
slightly according to the indiviaual being interviewed and, in keeping with
the interviewing obiectives, the question-guide was not stricdy adhered to.
Often in telling the implementation story, the interviewee discussed several
relevant matters in respoxnse to a specific question. Interviewees were
encouraged to share their perceptions and, in so doing, structured their
association vitn the impiementation and their understanding of it.  Most
interviews were about an hour in length and were completed in a single
session. However, the interview with the school principal! was conducted over
iwo one-hour periods, and two interviews with Alberta Education officials
were almost two hours in length. Towards the end of the interview, the
rescarcher checked the interview guide o ensure that all of the items had
been discussed, and concluded by providing interviewees with the opportunity
to make additional cornments or refer (o information they felt was relevant but
had not been covered.

With the permission of the participants, the interviews were audic-lape
recorded, with the interviewer making supplementary observations in note
formi.  Later, interviewees receivad a copy of the interview transcript together
with a covering letter thanking them for their participation, and asking them
to review the record of proceedings, to clarify, refute, or expand on their
understanding of the changes as required. One Alberta Education official
declined to allow audio-recording of the interview and, alternatively, discussed
policy implementation procedures in general, and later, furnished the
researcher with written responses to the interview questions. As a measure of
internal validity {credibility), participants from Alberta Education, the school
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district office, and the school were invited to review relevant components of
the final document to indicate the plausibility of the results (Bohac, 1989; Guba
& Lincoln, 1981).

At the school level, the strategy for conducting the interviews and
distributing questionnaires involved meeting with the principal to familiarize
him with the study and to establish a trust relationship (Bogdan & Bikien,
1982). Confidentiality and anonymity, both for the school and the individual
participants, was assured. Pseudonyms were adopted to identify both the
school and its district. In consuliation with the principal, a plan was
developed to introduce the study to the school staff and to make arrangements
for interviews. )

Focused or semi-structured interviews were the dominant method for
collecting descripiive data at the school level. The focused interview (lLoucks
& Hall, 1975) "employs an interview guide with a list of objectives and
questions, but gives the interviewer latitude within the framework of th. -
interview guide” (p. 2). The interviewer, being intimately knowledgeabie
about dhe interview objecuves, makes judgements regarding the sequencing
of guestions, probing more deeply, and questioning to follow up insufficient
responses oOr issues initiated by the respondent. Bogdan and Biklen (1982)
propose benefits and drawbacks to semi-structured interviews. The major
benefit is that it focuses the interview on particular topics and some general
questions, whiie offering the subject some opportunity to shape the content of
the interview. The primary disadvantage of this type of interview is that we
will not learn how interviewees would have structured the topic themselves.
The objective of these interviews was to gather rich data filled with details and
examples of the respondents’ perspectives on how the new graduation
requirements were affecting one¢ school in particular.

Each schoci-based interviewee was contacted in person, told ot the
study. and invited to be interviewed. After an interview was scheduled, a letter
confirming the ‘nterview and providing a copy of the Consent Form was
placed in the interviewee's school mail slot. Wilh the permission of the
participants, the interviews were audio-taped and later transcribed. Within a
month, interviewees received follow-up letters to acknowledge their
contribution, provide them with an edited wanscript of the interview, and sect
expectations about dealing with the transcript. The participants were asked to
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verify the transcript information as being an accurate representation of their
perceptions and experiences and were given the opportunity to add further
data or correct misconceptions. This prolonged engagement wi'h the
participants, together with regular peer debriefing, enhanced the
trustworthiness of the data and helped to reduce researcher bias.

The interview was used to obtain information about the Levels of Use
(Lol)), described by Loucks, Newlove, and Hall (1975). The LoU is a generic data
collection too' that was adapted for the specific innovation being studied. A
copy of the Loi! stage= is found in Appendix E. This component of the Concerns
Based Adoption Mod=:, also known as CBAM, focuses on the knowledge, skill,
and behavioral aspects of the innovators' involvement with the change.
Through casual conversation during the interview, the interviewees told
about their involvement in the innovation. The researcher used the
information and description of behavior to rate interviewees according to set
operational definitions to determine their LoU for the innovation. Hall and
Loucks (1982) report that the inter-rater reliability for their instrument
ranged from .87 1o .26 overall, while the correlation between ethnographers’
and interviewers' ratings was .98 Interview questions for school-based

participants were aeveloped from the Level of Use instrument.
Data irom Document Sources

The interview data was complemented with information from -arious
reporis, position papers. memoranda, press releases, newsletters, and
information handouts from Alberta Education, the school system
administrative office, and the school. These documents complemented and
corroborated interview data in tracking the evolutionary process of the new
graduation requirements. Quantitative data regarding specific course
enrollments, student enroliments, teacher assignments, timetables from school
records, and official documents on file at Alberta Education provided
supplementary information. The usc¢ of multi-sources of data is known as

triangulation and szrves to increase the ccafirmability of the data.
Data from Field Ncies

Field notes are : ccnipesite of memos made by the researcher about
interviews, .leplicns  conversaticrs, ideas, questions for further
investigation, strategies. and reflections as described by Bogdan and Biklen
(1982). Notes were kept with referénce to all contacts with participants both
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formal and informal. The researcher maintained a record of this information,
in combination with her observations, impressions. intuitive feclings.
constructs, and emerging themes, for use as documents in the data analysis

and preparation of the final document.
Questionnaire

Within the case study school, all staff members, selected students, and
their parent or guardian were asked to complete a questionnaire about the
changes to the graduation requirements. Although it is recognized that this
method does not yield data that is as "rich" as that obtained through
interviews, this technique gave the researcher access to a greater number of
subjects.

Hall and Loucks (1982) suggest that "the only way to know whether and
how an innovation is being used is to assess each individual's use directly.”
Questioning of teachers, students, and parents provided an important
indication of the understanding that these stakeholders have of the mandate.
Litke (1989) successfully used a combination of interviews and questionnaires
to rate the level ~f use of a particular educational program innovation. This
study utilized a similar strategy. Open-ended questions were designed to obtain
the perceptions of these individuals with respect to the new graduation
requirements and permit rating their stages of concern (SoC) aboui the
changes 1o the new graduati »n requirements.

The teacher form of the questionnaire together with covering letter
and informal interview invitation is found in Appendix B. The questionnairce
consisted of three parts: demographic information, general information abdut
the new graduation requiiements, and the Stages of Concern Questionnairc
(SoC) developed by the Research and Development Centre for Tzacher
Education at the University of Texas at Austin (Hall, George, & Rutherford,
198G). The SoC are outlined in Appendix E. The general information questions
sought information about teachers' understandings of the new graduation
requirements, their opinions of them, and how they had personally bcen
affected by the new requirements.

The SoC is a commonly used instrument that assesses the seven
hypothesized stages of concern experienced by individuals as they implement
a change. The SoC focuses on the psychological orientation of both users and
non-users towards an innovation (Hall, 1979), and comprises the sccnond
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dimension of CBAM (Loucks, Newlove, & Hall, 1973). Together, the LoU and SoC
describe the "complex process of change as it occurs through the adoption of
innovations by individuals within formal organizations” (p. 4) by assessing
where individual members are in relation to the innovation. CBAM assumes
that change is a process, not an event (Hall, 1979) and, therefore, as a
developmental process, it takes time for individuals to adapt. A concern is
defined as the composite representation of the feelings, preoccupation,
thought, and consideration given to a particular issue or task (Hall, George, &
Rutherford, 1986). Furthermore, the reality of the unique, muldfaceted make-
up of each individual affects how each person perceives and contends with the
innovation and the issues associated with it. Hall and Loucks (1978) describe
SoC as "feelings, perspectives, and attitudes of individuals as they consider
approach, and impiement” (p. 204) change.

A sample of the student questionnaire is found in Appendix C. Students
vere asked guestions relating to their high school programs, post-secondary
cducation plans, understanding and opinions of the new high school
graduation requirements, and their perceptions of the impact of the new
requirements on themselves.

The parent form of tiie questionnaire is found in Appendix D. Two
covering letters, onc from the researcher and the other from the CALM
teacher, accompanied each questiornaire. 7“he questionnaire items sought
demographic information in addition to parents' opinions and beliefs about
the features of the new graduation requirements.

The content validity of the questionnaires was established through the
pilot study and consultation with a high school administrator and a counsellor
familiar with both the study and the new graduation requirements. It was
evaluated during the pilot study to ensure readability, clarity, and usefulness
in generating worthwhile data.

Tests of Methodological Rigor
One of the goals of qualitative research is to describe the multiple
realities of some small part of the world. In doin~ so, the findings must
establish "trust in the outcomes of the inquiry"” (Guba & Lincoln, 1981, p. 103).
To be considered to be valid, many interpretive researchers contend that it is
sufficient for research to be coherent and compretensive by coordinating
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insights and evidence within a consistent framework (Carr & Kemmis, 1986).
Guba and Lincoln (1981) suggest that the researcher can attain
trustworthiness by recognizing and addressing four basic concerns:

1. Truth Value: How can one establish confidence in the truth of
the findings of a particular inquiry for the subjects with
which--and the context within which--the inquiry was
carried out?

!\)

Applicability: How can one determine the degree to which the
findings of a particular inquiry may have applicability in
other contexts or with other subjects?

3. Consistoncy: How can one determine whether the findings of
an inqu:ry would be¢ consistently repeated if the inquiry were
replicated with the same (or similar) subjects in the same (or
similar) context?

4. Neutrality: How can one establish the degree to which the
findings of an inquiry are a function solely of the subjects
and condidons of the inquiry and not of the biases, motives,
interests, periiecdves, and so on of the inquirer? (p. 103)

The nature of the data cullection and data analysis processes in qualitative
research require particular attention to each of these concerns. 'n the
fnollowing section. they will be discussed with relation to the strate - 1 thot
were undertaen in this study to ensure that findings are trustwor:hy.
Truth Value

Naruralistic studies refer to truth value as credibility. The researcher,
therefore, needed to test the credibility of the findings and interpretations
with the various ~nources from which *he data were drawn. This requirement

was satisfied through prolonged engagement with the participants,
participant reaffirmation of the data, persistent observation, monitoring and
cross-checking data through transcriptions and field notes, and peer
debriefing. Triangulation, the use of muiltiple sources of data (Guba & lincoln,
1982) to corroborate data, has been built into the research design through the
use of interviews, documents, and questionnaires. Finally, the sources of the
data, especially the interviewees, were invited to participate in "member

checks” (p. 110) to verify that the data and interpretations were plausible.
Applicability

The question of applying the results of a qualitative case study tc other
situations is somewhat meaningless. It was not the invention that the findings
of this study be generalized to comparable situations, but rather to understand
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the particular "slice of life” (Guba & Lincoln, 1982, p. 116) under study. The
researcher attempted to _enerate a thick description of this particular change
process and as such, the extent to which the findings can be transferred to
another setting could be ascertained only after the degree of fit has been
assessed.

Consistency

The reliability of the findings is described by Bogdan and Biklen (1982)
as being concerned with the accuracy and comprehensiveness of the data in
the s:vdy, #:.0 further, that there is congruence between the perception of the
in - iewee and what actually occurred in the situation under study.
7. wgviati i, which has already been described, also strengthens the
reiaviitiy, Setting up a process, that is, an audit trail, that explains the
detailed process the researcher used to collect and analyze the data, would
allow an outside examiner to review the decisions and consequent actici: of
the researcher and reach the similar conclusions. This would be a reasonable
method of ensuring consistency.

Neutrality

The concept of neutrality as it applies to naturalistic studies is throcugh
confirmability: the data should be factual and confirmable (Guba & Lincoln,
1981) so that the burden of proof is on tt. information, not the investigator.
‘levertheless, the investigator recognizes the possibility of, and potental for,
researcher bias and as a precaut. ~ consciously avoided choosing the school
district and school sample from the jurisdiction that employs her. Secondly,
the use of the impersonal probes model of the Concerns Based Adoption Model
(CBAM) as developed by the University of Texas at Austin will help to reduce
predilections by the investigator.

In summary, research studies must address tests of rigor if the findings
and interpretations are to convince members of the critical academic
community of their worth. Several features, including triangulation, member
checks, prolonged engagement, purposive sampling, and audit trails have
been incorporated into the design of this research study to increase the
trustworthiness of the conclusions.



Data Analysis
Interview Data

After the interview data had been transcribed and verified by the
interviewees, the data were analyzed according to the content analysis
techniques described by Curney (1972). Carney defined content analysis as a
general-purpose analytical infrastructure "for m«king inferences by
objectively and systematically identifying specified characteristics f
messages” (p. 25). In this process, ali of the data were taken at tace value and
not subjectively interpretec. The data were aulways compared against some
norm, standard, or theory facilitating the formulation of conclusions. Using
the norm, standard, or theory, the analvst asks a series of questions using a
decision tree methodology. This technique "breaks the theme or context into
its component elements in such a way that these can be clearly specified, and
therefore easily counted” (p. 160). In other words, as each interview
iranscript was examined, each unit of information was categorized according
to the word, phrase, theme, or context it represented. The decision tree
approach parmits the sorting of data into categories by posing only one
question, """ s it go here or there?” The analyst may also use the norm,
theory', or stai.dard 1o determine if the theme or context is present or not, the
extent of its presence, and the extent to which it compares to other themes by
asking the following questions: "Is it there or not?” "Is there a lot or a little of
this sometning?” and "How does this something compare with other
somethings?” ™I.us, a complex topic may bu : ok dd. 10 a sequence of
related things. <Carney aiso points out the advisability of noting when
something is not there, as this may also add to the understanding of the
concept.

For the purposes of this study, the inte: .icw data was categorized
according to Fullan's Factors Affecting Implement=+ion (1982, p. 56). The four
characteristics were identified as themes for categorizing the data. The
primary shortcoming of categor. ..ng according to theme relates to the
reliability in coding because thhemes are not always clear cut, and they are
subject to the interpretation of the analyst. Having the clearest possible
definition of each theme by breaking it down into component parts is
recommended by Carney as one strategy useful in overcoming this objection.
In this study, each of the characteristics (themes) was further ceded according
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to one of the 15 factors (elements). This use of the decision tree approach
permits the analyst to sort the data into classes by posing the question, "Does it
e here or there?” which according to Carney, enhances reliability. In some
instances, Carney acknowledges that the interrelationships are of more
significance than the elemental composition and, in such situatioas, coding
according to theme is an advantage.

As the researcher analvzed the data, every effort was made to categorize
similar themes consistently. Although Fullan's 15 factors (elements) and four
themes (categories) offered a starting point for content analysis, the
researcher discovered that some of the elements were more useful than others
in determining how data should be coded. Carney suggests that at times, no
particular set of categories works best in all situations, and advises the anaiyst
to determine the combination that best suits the research problem. The nature
of this particular innovation directly affected students and their parents. The
researcher's particular interest in their role in the implementation suggested
the inclusion of two additional elements, students and parents, in the school
level theme. Likewise, the element, external assistance, was expanded to
include exogenous elements in general. For the opposite reason, the elements
of teacher-teacher relations and teacher characteristics and orientations were
combined as they were difficult to distinguish between.

In the process of categorizing the data, an audit trail providing
sufficient evidence for an individual external to the inquiry to review the
processes and results to determine if they were appropriate, reasonable, and
credible was created. As a perce ption check, two graduate students were asked
to analyze portions of several interviews using this methodology and
framework. The content analysis carried out by these fellow students proved
to be consistent with the anaiysis carried out on the same data by the
researcher.

Carney (1972) states that content analysis is concerned only with
questions that can be operationalized, that is, they can be posed in such a way
that the results can be assessed in some for.n of quantification or pattern
matching. After the data was categorized, it was counted. Carney advocates a
flexible definition for the term "counting" which permits the analyst to begin
with simple operations and proceed to more sophisticated ones. This type of
counting was taken to indicate which factors were perceived by interviewees
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as being of most significance in the implementation process and the
relationship among factors.

Questionnaire Data

Data from the questionnaires were analyzed through a computer
program especially designed for this stuc, and compilation of write-in
responses. Short answer items on each of the teacher, student, and parc: !
forms of the questionnaire were compiled through the computer program an’
reported according to their frequency, percentage, valid percent,
cumulactive percentage. Completion items were sorted according to .-
question asked and reported as individual responses, primarily in Chapter 5.

The SoC items were tabulated according to the specific stage represented
by the item and tallied according to the seven stages of concern. A breakdown
of the SoC of each item is included in Appendix E. The SoC for staff at the
school was also charted graphically according to demographic data and is
presented in Chapter 5 and in Appendix F.

Ethics Guidelines

The ethical guidelines established by the University of Alberia General
Faculiies Council and the Research Ethics Review Policies and Procedures of
the Department of Educational Administration were followed for this research
study. Participarion in the study was voluntary, and individuals were offered
the right to withdraw from the study as their circumstances warranted. The
researcher ensured that the information supplied by participants remained
confidential, and anonymity was guaranteed as stated in this proposal and in
the Consent Agreemcn. .igned by each interviewee. (A copy of the Consent
Agreement is found in Appendix A.) The consent form was designed to ensure
that interviewees understood how their rights would be protected in this study.
Permission of participants has been sought to include specific quotations. Data
that are included in the final report have been deemed to be not harmful or
embarrassing to either the participants, or their school, or school system.

Completion of questionnaires was also on a voluntary basis. It was
assumed that individuals who chose not to return their questionnaires were
exercising their option not to participate in the study.

To honor the commitment made to participants, the school in this case
study will be referred to as Meadowview High School and the school district as
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River City School District. Individuals who participated in interviews are not
identified by name in reporting the findings; rather, they are referred to by

their positions.



CHAPTER 4
CHARACTERISTICS OF THE PRESCRIBED CHANGE

Implementing the new graduation requirements was a policy action
designed to achieve the values established through the Secondary Education in
Alberta (Government of Alberta, 1985) policy. Fullan (1982) defines
implementation as "the proress of putting into prictice an idea. program, or
set of activities new to the people attempting or expected to change” (p. 54). In
this study, implementing the Alberta secondary education policy through the
new graduation requirements was a change mandated for Alberta students and
their schools by the Government of Alberta and overseen by Alberta
Education. The next four chapters deal with the four factors affecting the
implementation of the policy initiative as outlined by Fullan (1982). Chapter
Four givr< an overview of the development and characteristics of the new
grad. rquirements while the fifth, sixth, and seventh chapters describe
the impieinentation effects of the change from the perspective of key actors
and stakeholders in the school, the school district, and interested external
groups, respectively.

The data presented in this chapter were collected primarily from
interviews and pertinent government documents. The first section presents
an overview of the chronology of events and processes which describe the
development of the new graduation requirements. The second section details
the evolution of the nature of the changes to the graduation requirements,
and examines the characteristics of the change according to the need and
relevance of the change. clarity, complexity, and quality and practicality of
materials as outlined by Fullan (1982). A brief discussion and analysis follows
the presentation of data on each of these four factors. The chapter concludes
with a discussion of the interaction between policy makers and policy
implementers, and an analysis of the findings.

Chronology of Events
This section of the chapter traces the development of the new
graduation requirements by outlining the events and processes that led up to
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the change. The primary dat’ sources included related correspondence,
official government and Alberta Education policy statements, and internal
department discussion papers. Interview data from key actors within Alberta
Education, the school district, and the school are incorporated as appropriate.
Table 10 presents a chronology of government and Alberta Education actions
that culminated with the declaration of the new graduation requirements. The
chronology provides a brief summary of the policy actions that culminated
with the announcement of the new graduation requiremernts in 1988 to assist
the reader in understanding the evolution of the process. The next component
of this chapter provides a description of the evolution of the wvarious
characteristics of the new graduation requirements.

Characteristics of the Change in the Graduation Requirements
The attributes of a change itself are considered to be one of the major
factors affecting the implementation of a change (Fullan, 1982). Within this
facet of implementation, Fullan suggests four major aspects that relate to
subsequent implementation: need, clarity, complexity, and quality and
practicality of the program. In this section, these four categories were used as
the basis for data analysis. As the data were categorized, it became clear that
the factors affecting clarity and complexity as they related to the changing
graduation requirements were interconnected, and, are, therefore, rresented
together.
Need and Relevance of the New Graduation Requirements

The effectiveness of policy implementation is related to the degree to
which those affected by the change felt that the change was needed. Giving
stakeholders an opportunity to have input into the process through which the
policy and the policy actions are formulated may help dtiem clarify their own
beliefs about the need for change and define relevant changes. Fullan (1982)
suggests that perceived relevance correlates significant:y with the extent of
implementation when relatively focused or specific needs are identified.

The primary impetus for changing the graduation reguirements for
senior high schoois came icim the Secondary: Fducation in Alberta (1985)

policy. However, two repuclatory o oages, the reicwdacuen of province-wide



Table 10

Chronolcogy of Actions ~ading to the Development of the

New 7°r .!u..ion Requirements

January 1983

Spring 1983

January 1984

February 1984

June 1985

February 1986

September 1986

June 1987

February 1988

September 1988

Reintroduci.. .. of province-wide examinations for grade
12, 30-le ' - urses, on a voluntary basis.

Introductic: of the Advanced Diploma for students who
have completed the ~»quirements of the General High
School Niloma and attained a minimum mark of 50% in
English %0, Social Studies 30, Mathematics 30, and one of
Biology 30, Chemistry 30, or Physics 30.

Students are required to complete province-wide diploma
examinatons in order to earn credits in seven grade 12,
30-level courses and a high school diploma. The final
grade is based on a blended mark comprising 50% of the
examinaton mark and 50% of the teacher-awarded mark.

Minister of Education's Official Announcement of a review
of the secondary education program.

Secondary Education in Alberta policy announcad by
Premier Peter Lougheed and Minister of Education, David
King.

Secondary Education in Alberta Policy Statement: Issues
and Implications for the Senior High School Program
(Popowich & Prather) analyzed the task of translating the
policy goals and directional statements into a
comprehensive high school program.

A passing grade of 50% becomes mandatory to earn credits
for all high schocel diploma courses.

Alberta Education releases the Proposed Directions for
Senior High School Programs and Graduation
Requirements,(1987a), a discussion paper on the propased
changes, and invites stakeholder groups to provide input.

Alberta Education releases an informaticn bulletin, Senior
High School Graduation Requirements and Program
Development Update, detailing the new requirements for
high schoo! diplomas.

Students entering grade 10 are required to complete the
new graduation requirements to attain a high school
diploma.
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examinations for academic subjects and the introduction of the Advanced
Diploma. preceded the policy statement. These changes were incorporated into
the secondary education policy statement and were reiterated in the new
graduation requirements. A third regulation per:aining to the raising of the
passing grade for awarding of credits was introduced in the secondary
education policy, but was impiemented in advance of the new graduation
requirements.

The diploma examinations. Of major importance was the reintroduction
of compulsory diploma examinations in matriculation subjects. These
examinations were discontinued in 1972 and had previously accounted for
100% of a student's final mark in grade 12 subjects. Between 1976 and 1982
cyclical achievement tests were administered throughout the province 10
monitor student achievement, but the results of these examinations had no
bearing on final marks. In January and June of 1983, province-wide
examinations were reintroduced on a voluntary basis; and, in January of 1984,
students were required to write the appropriate diploma examination to
receive credit in up to seven courses. Alberta Fducation indicated that these
examinations were "an integral part of the high school diploma requirements,
[and were] intended to develop and maintain excellence in educational
standards through certification of academic achievement” (Alberta Education,
1984c, p. 2). The new version of examinations are distinct from their
predecessors, the departmentals, in that they are called diploma examinations,
and the student's final mark is a blended mark composed of 50% of the mark
achieved on the examination and 50% of the teacher-awarded mark. An
Alberta Education official viewed the blended mark as increasing the
credibility of the examinations because students were assessed according to
both their classroom learning experiences and a standardized examination.

The Advanced Diploma. The concept of an Advanced Diploma evolved
from the Comprehensive Education Certificate, the purpose of which was to
"certify the degree of academic achievement attained by well-motivated and
achieving students graduating from high school in four major discipline
areas: (1) Language Arts, (2) Mathematics, (3) History and Social Sciences, and
{4) the Physical and Biological Sciences” (Alberta Education, 1982, p. 26).
There is no reference to an Advanced Diploma in the Junior-Senjor High
School Handbook prior to 1982-83. The 1983-84 Junior-Senior High School
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Handbook (Alberta Education, 1983) gives notice that the certificate is
"presently under review" (p. 20), but offers no further indication of projected
changes.

Notice of the institution of the Advanced Diploma was formalized
through an undated announcement (circa 1983) from the Student Evaluation
Branch of Alberta Education te superintendents and high school principals. It
indicated that

Commencing September, 1983 an Advanced High School Diploma
will be awarded to students who have completed the requirements
of the General High School Diploma with a minimum mark of 50%
in the following Grade 12 courses:

1. English 30

2. Social Studies 30

3. Mathematics 30

4. One of Biology 30, Chemistry 30 or Physics 30. (p. 1)

The 1984-85 Junior-Senior High School Handbook indicates that "Alberta
Education issues two distinct high school diplomas” (Alberta Education, 1984,
p. 23) and lists the requirements for the Advanced Diploma as being identical
to those listed in the earlier handbook. No fi‘rther caanges occurred in the
Advanced Diploma requirements until September of 1988 when the new
graduation requirements came into effect. Initially, the Advanced Diploma
seemed to be a name change from the former Comprehensive Education
Certificate.

Raising the passing grade. The third regulation change, the raising of

the passing grade, occurred in the year following the release of the Secondary
Education in Alberta (Governmen: of Alberta, 1985) policy. It originated with
the policy statement and was introduced as policy action in the 1986-87 Junior-
Senior High School Handbook (Alberta Education, 1986). In order to receive
credits in every course, students were required to obtain a minimum grade of
5S0%, an increase from the previous 40%. This policy action became a major
component of the new graduation requirements.

These three policy regulations formed the foundation for the
development and the implementation of the new graduation requirements. In
introducing these changes, Alberta Education's strategy included minimizing
the disruption to school practice, retaining the positive features of existing
programs, and minimizing the negative impact on school-based personnel
(Popowich & Prather, 1986). Continuation of these three innovations was
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relevant to the implementation of the new graduation requirements in that
educators were familiar with and had generally accepted the basic concepts.

The role of the secondary education policy in establishing the need for
change. Bosetti (1986) identified Premier Lougheed's determination to make
education a top government priority as the most significant factor
influencing the initiation of the secondary education review. The
Government of Alberta had persistently addressed the very substance of
education since the 1978 adoption of the Goals of Basic Education for Alberta.
Bosetti identified six additional factors that were influential in generating the
need for change, including a perceived discontent and lack of confidence with
the secondary education system, the need to prepare students for the 21st
century, the perceived shift in emphasis from an input orientation to a more
output orientated results system, and the need to establish a unified, reliable
structure for secondary education. During the same period the need for
educational reform was being espoused nationally and internationally, and
Alberta Education's Curriculum Policies Committee became very concerned
with the direction of education. In February 1984, the Minister of Education,
David King, appointed an advisory commitiee to review secondary education
and make recommendations for future directions ana development.

The Premier of Alberta and the Minister of Education joinudy announced
the new secondary education policy in June of 1985. The proclamation
followed 18 months of a consultative process that included study and input
from a variety of sources throughout the province, various research
investigations, a Gallup poll, and a province-wide survey. According to Bosetti
(1986), three different groups each proposed a final draft of the policy
document: the Project Team, the Director of Curriculum, and the Minister of
Education's Advisory Committee. The Depury Minister of Education then
created one comprehensive draft, which was submitted to the Minister of
Education and his Advisory Committee for further comments and revisions
before the final policy was formulated. Even though stakeholder groups
presented conflicting views and demands, the policy formation process was
successful in achieving "a balance between conflicting demands” (Bosetti,
1986, p. 125). In achieving this balance, one senior educational official
indicated that some compromises were made and that
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a lot of areas were fairly wide open to interpretation and that in
my viewpoint was deliberate, because in some cases we did not
want to spell out the end outcome, in other cases we wanted to
have more debate. It is very sttong on the front end and as you
get further and further into the document, it becomes less
directive in the latter sections. It was cleariy understcod that
more input from the stakeholders was needed in critical areas.

Although a conscious effort was made to involve the public in the formulation
of the Alberta secondary education policy, Bosetti found (1986) that the final
poiicy statement exhibited characteristics of the elite theory of policy making,
that is based on "whatever governments choose to do or not to do" (Dye, cited in
Bosetti, 19806, p. 123).

The policy statement was intended to reflect the government's
"commitment to improving secondary school programs, classroom instruction,
and student learning” (Alberta Education, 1987a, p. 1). Eight guiding
principles for secondary education were enunciated (Government of Alberta,
1985):

1. Purpose of Secondary Schools
The secondary school, in cooperation with other agencies in
society, must assist each student to become a competent,
confident, and responsible individual. However, the
secondary school must assume primary responsibility for the
intellectual development of each student and for fostering the
desire for lifelong self-directed learning.

N

The Instructional Program
The development and implementation of the instructional
program must take into account the following considerations:
* the nature and needs of the learner
* the nature and needs of a changing society
* the nature of knowledge in each subject area
* the learning environment.

3. Citizenship
Secondary schools must prepare students for responsible
citizenship in a society which is changing constantly. The
best preparation for students to enable them to anticipate and
shape the future is a broad general education with emphasis
on critical and creative thinking, communication, personal
development, science and technology, and an understanding
of the community.

4. Values and Ethics
Secondary schools must assist students to recognize principles
and develop values that enhance responsible moral and
ethical behavior.
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S. Educational Partnership
Cpportunities must be provided to involve the community in
secondary education programs and to recognize and support
learning experiences that take place outside of schools.

6. The Use of Technology in Secondary Schools
The secondary education system must use technology to
enhance learning and to facilitate access to equitable
educational opportunities for all students, regardless of
ability, circumstance, or location.

Diverse Educational Needs of Students

Secondary education programs must recognize and must be
adapted to meet the wide range of needs and abilities of
students.

=

8. Continuous Review
The purposes, goals, content, and delivery of secondary
education must be reviewed on a regular basis to ensure that
innovation and excellence are fostered, and that the changing
needs of students and society are met. {pp. 7-9)

The policy statement linked these principles of secondary education with the
previously adopted aim of education, that is "to assist students to make
informed choices that will improve both their own lives and that of their
community” (p. 7). Once the government had adopted its policy for secondary
education, Alberta Education initiated action to change the graduation
requirements to ensure that they were consistent with the new policy.

Discussion regarding need and relevance of the change. The mandate
for changing the graduation requirements originated with the secondary
education policy adopted by the Alberta government. Alberta Education
undertook the development of the new graduation requirements 1o comply
with the government policy. While it can be argued that there were numerous
reasons for reviewing the secondary education policy, the need 1o restructure
the graduation requirements arose from the secondary education policy itself
in a cause-effect type of relationship. In other words, because Albertans were
involved in studying secondary education, and were more or less aware of the
broad factors leading to the adoption of the secondary education policy,
Alberta Education surmised that society was also aware of the need to change
the requirements for high school graduation.

Aside from the obvious policy compliance issue, there was a secondary
need to consolidate previous initiatives within the new graduation
requirements. Changes to the diploma structure, the process for awarding
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credits for academic subjects, and raising the passing grade are indicative of
what Dunn (1981) refers to as prospective policy analysis, "the production and
transformation of information before policy actions have been adopted” (p.
G0O). With the exception of raising the passing grade, this study did not
establish a relationship between reinstitution of province-wide examinations
and the establishment of two graduation diplomas as being the result of an
overall plan. Rather, they seemed to be the result of incremental planning at
Alberta Education. Nevertheless, the Secondary Education in Alberta
(Government of Alberta, 1985) policy, and, subsequently, the new graduation
requirements built upon these changes by incorporating them into the more
comprehensive secondary education policy implementation plan.

Each of these three changes were mandated in the classical/control
tradition of a managerial model of policy implementation. Alberta Education
assumed the role of superordinate and used its legal authority to establish new
regulations. Because the responsibility for granting credits and awarding
diplomas was well defined and well accepted as being within Alberta
Education's jurisdiction, stakeholder reaction was minimal and the regulations
were quickly institutionalized.

Clarity and Complexity of the Changes to the Graduation Requirements

Defining the goals and means to achieve change is a problem critical to
implementation (Fullan, 1982). Implementers must be clear about what it is
that they will be doing that is different, or "what it means in practice" (p. 57).
In developing the policy action, Alberta Education's first step was 1o review
the secondary education policy and propose changes to the graduation
requirements. During the second phase of developing the new graduation
requirements, key stakeholders were invited to provide reaction. In the final
stage, Alberta Education finalized the graduation requirements as legal
regulations. The new requirements provided a very specific and detailed
implementation plan defining what was expected and when it was expected.

Change can be studied from the perspectives of the difficulty, skill
required, and extent of alterations in beliefs, teaching strategies, and use of
materials. The difficulty and extent to which the implementer is required to
adjust in order to implement the change is referred to as the complexity of the
change (Fullan, 1982). While simple changes may be easier to implement,
more complex changes have been found to achieve greater benefits, as long as
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the implementation strategy defines components clearly and implements them
incrementally. An initial examination of the new graduation requirements
gives the impression that they were simple, straightforward changes. The
phase-in incremental time line was rclearly indicated and implementers were
left with the impression that implementation could be achieved by following
the time line. The action plan became complicated as previously unasked
questions were posed, curriculum and resources were found to be unavailable,
and Alberta Education made adjustments in response to the concerns of
stakehoelders.

Development of the new graduation requirements. The new policy for
secondary education in Alberta had major implications for high school
graduation requirements in the province. The Secondary Fducation in Alberta
(Government of Alberta, 1985) policy was developed over a period of 16
months. However, there was a 32-month lapse between when the policy was
announced and when the new requirements were announced. Several factors
contributed to the delay, including the resignation of Premier Lougheed and
the selection of Don Getty as his replacement. Additionally, during this period,
the portfolio of Minister of Education was held by three different individuals.
There were a number of retirements among the senior ranks of Alberta
Education, and the senior bureaucratic structure of the department was
reorganized. Finally, as mandated by the policy, each of the core academic
subject areas was reviewed to determine how it would contribute to the
achievement of the goals of the policy, and what changes were required to
ensure that the program would be viable in the future.

The first step in implementing the secondary education policy and
developing the new graduation requirements was a review of the core courses.
The broad aim of Secondary Fducation in Alberta (Government of Alberta,
1985) and the goals of secondary education provided the framework for the
review and development of instructional programs to ensure that the key
principles and other directive statements were "deliberately and
systematically covered in the compulsory courses” (Alberta Education, 1987a,
p. 2) and to determine what changes were necessary. Proposals for course and
credit changes in science, mathematics, social studies, English, and all of the
core areas were developed. Changes in complementary courses--for example,
business education and vocational education--were not a high priority,
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although an Alberta Education source indicated that "it was recognized that
these programs in their present forims would not meet the needs of the next
century.” The program review results pravided the foundation for structuring
the new graduation requirements anc assisted Alberta Edurcation to develop an
implementation schedule according the program development needs.

The Director of the Curriculum Design Branch stated in a letter to the
researcher that the graduation requirements were not a separate policy. He
went on to say that they were based on the directions set out in the secondary
education policy. Furthermore, the policy did not provide all of the details of
the course and credit requirements so personnel within the department were
assigned to prepare a discussion paper outlining the implications of
implementation of the policy. This took place concurrently with the program
review. Popowich and Prather (1986) developed a discussion paper that
outlined the issues and implications of the secondary education policy for the
senior high school program. Specifically, one of the authors indicated that
their task was to "analyze the issues which would have to be addressed over the
coming years to complete and to bring closure and firm direction, relative to
those more open ended questions” of the policy statement. The authors
determined that a comprehensive educational program would be based on the
directive statements mandat>d by the policy statement (Popowich & Prather,
1986):

* students will be provided with a well-balanced, comprehensive
education

* program organization will follow a core and complementary
format

* each course will be composed of required and elective
components

* differentiated programs will be available to meet the
requirements of the General and Advanced Diplomas and the
Certificate of Achievement

* programs will develop basic concepts, skills, and attitudes in a
positive learning environment

* programs should provide all students with choices and
flexibility in meeting personal and career aspirations. (p. 2)

These were the areas that, according to a senior Alberta Education official,
“were not open to debate” because they were defined in the June 1985
government policy on secondary education. In fact, he explained that it was
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an Alberta Education strategy to defend the policy as a government policy,
debated and approved by the politicians with input from the public, and as
such, because it reflected the will of the people, it was not to be debated again
as an educational statement. Nevertheless, he went on to indicate that

the educational community still wanted to debate; they had not
necessarily accepted that the direction [established by the
secondary education policy] was appropriate, or that it was set,
and it came down on several occasions that the Assistant Deputy
Minister of the day had to say. "that's not an area for debate. If

you want to debate that, you have another vehicle, write your
MLA."

Popowich and Prather (1986) identified 24 discussion issues and
implications with reference to the policy statement. Among the issues studied
were allocating cone xnd complementary program credits within each diploma
route; ensuriMyg inal program definitions met students' personal and post-
secondary ne«ds; addressing differer. .- i <ydents' backgrounds, abilities,
aptitudes, and learning styles; ensuring that students acquired the essential
knowledge, skills, and attitudes; determining the place of Career and Life
Management (CALM) in the diploma; and determining the emphasis curricular
programs should place on technological literacy. A senior official suggested
that a major issue centered on the whole philosophical orientation of what our
schooling ought to be, a liberal arts program, a job/career training program,
or an academically oriented program for post-secondary preparation. These
considerations gave support to the dual diploma structure.

An Alberta Education official indicated in an interview that the
discussion paper was circulated internally within Alberta Education and
stimulated further debate regarding the articulation of programs, proposed
program revisions, teacher inservice and preservice programs, and the
secondary education policy's effect on the expectations that post-secondary
institutions have of graduating students (Alberta Education, 1987a). The
ongoing discussion among senior bureaucrats resulted in the development of a
paper outlining proposed directions for programs and graduation
requirements for high schools.

In addition to the internal discussion paper developed by Popowich and
Prather (1986), formal (written) and informal advice and suggestions from the
Senior High School Program Coordinating Committee, subject advisory
committees, and teachers, school administrators, trustees, and other Albertans
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were received by Alberta Education. According to one senior official, the
viewpoints of these stakeholders were also considered in making decisions
about the new graduation requirements. Some of these dncuments were an
integral component of the data in this study and have been introduced, as
relevant, throughout the presentation of the data.

At the same time as the program review and the issues and implications
paper was being developed, Alberta Education undertook the development of
the core courses that would be necessary for the implementation of the new
requirements. Career and Life Management (CALM) was considered the most
significant new course, and it had a very ambiguous reference. According to
the line officer responsible for CALM,

a lot of money and effort was put into the program so it would be
in for September '87. We could not allow that course to fail
because it would then jeopardize the acceptance and overall
initiatives of program changes across the board.

Concurrently, work began on the development of the General Science
program, the Science 12/22 program, and revisions to the Chemistry 20/30,
Binology 20730, and Physics 20/30 curricula. These were important signals to
educators across the province because they showed that Alberta Education was
serious about the proposed changes.

The proposed new programs and graduation requirements. The
preliminary paper, Proposed Directions for Senior High School Programs and
Graduation Requirements (Alberta Education, 1987a) and henceforth referred
10 in the text as Proposed Directions, was released in June 1987 and was

circulated to Albertans for their consideration and comments (Symyrozum,
1990). The Director of Curriculum indicated that involving Albertans
throughout the entire process was designed to increase knowledge and
understanding of proposed changes over a long period of time and would
facilitate implementation.

The timing of the document's release (mid-June 1987) and the deadline
for responses (September 30, 1987) coincided with school closing, summer
vacation, and school opening activities, and created suspicion among some
groups. The Alberta Teachers' Association (ATA), for example, noted that
teachers might not become aware of the document and, therefore, might fail to
provide input by the September 30, 1987 deadline. Pressure from the ATA
resulted in an extension of the deadline to October 31, 1987.
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The two diploma routes, the General High School Diploma and the
Advanced High School Diploma, were maintained and the number of
mandatory courses required to obtain them was increased. One official
indicated that a two-diploma structure would "provide a better opportunity to
meet the needs of individual students and recognize excellence" for the
majority of high school students. The Proposed Directions paper claimed that
both routes would ensure that students would receive a broad general
education and fulfil the objectives for secondary education as described in the
policy statement. The key difference, as explained by one official, was the
belief that a solid core, extended through alternative sequences,
fundamentally met the requirement of a broad general education. A third
route, the Certificate of Achievement through the Integrated Occupational
Program, was introduced for students who were experiencing difficulty in
learning and would normaily be unable to achieve a General Diploma (Alberta
Fducation, 1987a). The highlights of the Proposed Directions paper include the
rollowing:

* maintained the increased pass standard from 40% to 50%

* increased course requirements for the General High School
Diploma to include Career and Life Management (CAILM), a
grade 12 social studies course, and an additional course in each
of mathematics and science

introduced course requirement for CALM and a Category "C"
sequence for a minimum of 10 credits for the Advanced Diploma

maintained & minimum of 3 credits for each course

introduced alternative course sequences in Social Studies 13, 23,
and 33 and General Science 10, 20, and 30 with diploma
examinations for each of the 33- and 30-level courses

introduced an "incomplete standing” for students who have not
completed course expectations

increased specificity of course content in the required
component of courses and accommodated individual differences
through the elective component in all courses. (p. 3)

The Proposed Directions paper outlined a time line for phasing in the new
requirements beginning in September of 1988. The mandatory

implementation schedule for the new senior high school courses was proposed
as follows:



1988-89 Social Studies 1013
Science 12
Physical Education 10
1589-90 CALM

Soctial Studies 20/23
Mathematics 10/13/12*

Science 22*

various complementary courses

1090-91 Social Studies 30733
Mathematics 20/23/22*
General Science 10
English 10/13
various compleraentary courses

1991-92 Mathemadtcs 303331
General Science 20
Biology 20. Chemistry 20, and Physics 20
English 20/23

1992-93 General Science 30
Biology 30, Chemistry 30, and Physics 30
English 30/33 (p. 5)

* Subsequently, all courses ending with "2" were renumbered to end with "4"

Presenting specific information about what the changes were to be, and when
they were to occur, was Alberta Education's attempt to achieve what Fullan
(1982) defined as clarity.

The_proposed General High School Diploma. The proposed General High
School Diploma was acknowledged "to provide students with more
opportunities to pursue and develop individual aptitudes and interest in a
variety of complementary program areas” (Alberta Education, 1987, p. 6). In
bold print, it was pointed out that students could qualify for post-secondary
entrance by carefully selecting their courses. This diploma program proposed
to provide studenis with the opportunity to

acquire specialized knowledge for direct entry into the work
force, participate in and experience a wide range of programs to
fulfil personal interests or aspirations, and allow direct entry
into post-secondary institutions. (p. 6)

Students were to achieve a total of 62 specified credits with a minimum of 100
credits to receive the General High School Diploma.

The proposed Advanced High School Diploma. The proposed Advanced
High School Diploma was a more rigorous program of study that required the
completion of 76 specified credits including a Category "C" provision that




90

required students to complete a two- or three-course sequence to the grade 12
level course. This program was designed "for students who wish to extend and
refine their knowledge and intellectual skills toward achieving a more
theoretical and abstract base of understanding for specific career pursuits”
(Alberta Education. 1987, p. 7). Regarding the three specialized science
courses, the FProposed Directions paper recommended that each of Biology 20,
Chemistry 20, and Physics 20 be uvailable for five credits. This diploma had a
very strong academic component with fewer opportunities for students to
select complementary options. However, a senior Alberta Education official
stressed that 100 credits was a minimum, and that most students achieve more
than the minimum of 100 credits, the average being about 108 with some
students achieving over 120 credits. These supplementary credits can be
earned in the courses of a student's choice and, therefore, opportunities to
select complementary or special interest courses are feasible. The official
maintained that students would continue to achieve more than the minimum
requirement. So the specified mandatory number of coursc credits were not a
problem as far as the government was concerned.

In Keeping with the policy statement directive, core programs were
reviewed, new programs were proposed, and others were scheduled for
revision. A comprehensive course designation was adopted in the program
update. Courses ending in "0" indicate the highest degree of academic
challenge or difficulty; those ending with "3" are less academically
challenging or difficult, and those ending in "4" are the ieast academically
challenging or difficult. Those designations at the 10-20-30, 11-21-31, and 12-
22-32 levels retained their traditional meaning. The 13-23-33 designation was
used to indicate those courses that have less academis clialienge than the 10-
20-30 designation, while the 14-24 courses were to be less challenging
academically than the 13-23-33 courses. Courses with the designations 15-25-
35 were to be reserved for locally developed courses, while courses ending
with "6" were to be used exclusively to designate Integrated Occupational
Program courses. In keeping with the course designations, Science 12-22 and
Mathematics 12-22 were renamed Science 14-24 and Mathematics 14-24
respectively. Adopting a common numbering structure was further evidence

of Alberta Education's attempt to standardize and clarify the goals of program
levels.
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Alberta Education attempted to clarify the articulation sequences for
social studies, science, mathematics, and phyvsical education and proposed
transfer points between the Certificate of Achievement and the General High
School Diploma. In essence, these program models demonstrated the
relationships of courses both within each of the various streams of a sequence
and between sequences. The program models were designed to permit greater
flexibility between streams to accommodate differences in students' ability and
learning needs. It was pioposersd that students who earned less than 50% in a
course could, with their principal’'s permission, advance to the next ievel of
the less challenging course sequence. Further, if the student achieved a grade
of 50% or better in that course, credit for the previous course in that sequence
would automatically be awarded. This concept was known as the granting of
retroactive credits. Table 11 illustrates the Proposed Mathematics Program
Model and is representative of the articulation sequer.ce.

Table 11
Proposed Mathematics Program Model

Math 31 (5)

!

Math 10 (5) < +>Math 20 (S) < —» Math 30 (5)

Math 13 (5) \:r Math 23 (5) # Math 33 (5)

Math 12 (5)* $ Math 22 (3,5)**

Ultimately, this course became Math 14.
Ultimately, this course became Math 24.

Frk

The Proposed Directions paper alsc documented the content and focus of each
sequence to assist students to select the course appropriate to their abilities
and interests.

In spite of the government's rational approach, controversy continued
to plague the proposal. According to one official,



in the policy statement there were areas that weis erceived by
the field to be in direct contradiction to one another. The
philosophy and general aims were seen as promotng a great deal
of flexibility and choice. The section dealing with the
requirements for high school graduation were perceived to be
highly structured and directive. It was also evident to the field
that not all of the issues outlined in the discussion statement
could be translated directly into planned program changes. A
number of statements were less ~lear than others regarding the
direction to be taken in establishing program outlines and
standards. It was apparent to program planners that a great deal
of controversy would surround any future direction in such
areas as values and ethics. The opposite was true in areas where
directives for course content were more specific.

Opening the policy action plan to discussion by all Albertans brought forth
viewpoints covering the entire spectrum of the continuum. Some Albertans,
primarily those outside of the educational community, believed that the
proposed requirements were not rigid enough. Ar Alberta education official
believed that opinion within the education community was divided; those
educators involved in the core programs tended to support the changes, while
those affiliated with the complementary courses claimed the new
requirements were too rigid. In the fall of 1987, Alberta Education officials
made themselves available to the stakeholder groups to discuss the proposals.
One official, assigned to the speaking circuit, stated that he encountered very
strong opposition to several sections of the proposal from educational
stakeholders. An Assistant Deputy Minister at Alberta Education, on the other
hand, received input from agencies outside the education system stating that
Alberta Education had not gone far enough. They expected all 100 credits to be
specified. Feedback from concerned Albertans covered the entire continuum.
Officially, the department defended the government's policy and the
policy intent, but informally, the situation was different. A high-ranking
official acknowledged that there were problems with the proposal that the
deparunent recognized and was tryving to adjust at the same time as it tried to
honor the government's policy as well as it could. This official felt that the
major challenge was attempting to change attitudes. He cited high school
administrators in particular as being "the most conservative group,
preferring to maintain the status quo and being unwilling to change.”
Although the time provided for feedback and debate was limited, Alberta
Education received strong, emotional reaction from various stakeholder
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groups. One official rontended that

the debate could have gone on forever. However, the department
believed that they would not be able to satisfy everyone and
decided to move forward with the changes by adhering to the
principles of the policy.

The feedback was assembled and reviewed by the High School Program
Coordinating Committee. Among the recommendations the committee brought
forward was a return to a single diploma with specialization certification.
Alberta Education officials rejected this suggeston on the grounds that it was
in opposition to the secondary education policy statement, and put forth a
revised final paper that was relatively unchanged from the Proposed
Direciions document.

The new graduation requirements. On February 19, 1988, an
information bulletin, Senior High School Graduation Requirements and
Program Development Update (Alberta Education, 1988a), was circulated to all
school superintendents and junior and sem‘&)r high school principals. (This
document will be referred to as Requirements and Update.; Although this was
labelled an information bulletin, the senior Alberta Education official
responsible for the new requirements acknowledged that they were, in fact,
the regulations. In his covering letter, the Assistant Deputy Minister of
Student Programs and Evaluation (Palmer, 1988) indicated that additional
information would be provided in the spring through the 1988-89 Jjunior-
Senior High School Handbook (Alberta Education, 1988b), and requested the
cooperation of principals and school superintendents in ensuring that school
staff were made aware of the changes. He noted that several topics, including
incomplete standing and alternatives to the Carnegie Unit, were still under
review. Although there had been a two-year period between the
announcement of the policy in June of 1985 and proposed new graduation
requirements in mid-1987, the time period between the finalization of the new
requirements, February 1988, and their mandatory implementation, September
1988, was remarkably short. At least one official projected that the time frame
could lead to difficulties "in view of the fact that new programs had to be in
place to support the changes.”

Probably the most significant aspect of the Requirements and Update
was that implementation strategy time lines were outlined in detail. Although
the Proposed Directions document included a tentative phase-in time line, the
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update document confirmed and expanded upon the implementation schedule.
Essentally, students entering grade 10 in Sepr>mber of 1988 would be subject
to the new graduation requirements, while siudents entering grade 11 or 12
would follow the previous requirements, although they would be allowed
access to new courses.

Educators had only one major source of information about the new
requirements: the Requirements and Update. Although Alberta Education
provided the information and encouraged school officials to familiarize
personnel with it, there is evidence that in some cases the information either
did not get through or the individuals receiving it did not fully comprehend
the substance. There were no plans for inservice events to assist jurisdictions
with the implementation. The regional offices of Alberta Education were
available to provide further information to school jurisdictions and schools on
an individual request basis. Subsequent adjustments to the graduation
requirements created further confusion for the students, parents, and
administrators attempting to become familiar with the new graduation
requirements. This created an example of what Fullan (1982) defines as a
problem related to clarity, that is, goals and means: users are not able to
identify the essential features of the innovation. Lack of clarity is a perennial
problem in the change process and represents a major problem at the
implementation stage.

Aside from the inclusion of phasing-in schedules, the Requirements
and Update was similar in format and content to its precursor, Proposed
Directions. The General High School Diploma was scheduled for
implementation over a two-year period, while the Advanced High School
Diploma was to be phased in over a three-year period. The Assistant Deputy
Minister responsible for the program implementation indicated the reasoning
behind the phase-in strateg:-

[It] came about because we were limited in terms of the pace of
change of the various courses. We couldn't change the
requirements until the appropriate courses were in place. You
couldn't make social studies compulsory for all three years until
we had Social Studies 13, 23, 33 in place. It was very difficult to
change the science requirements until we had a new pattern of
science courses. So the changes in the graduation requirements
are being introduced as rapidly as possible, consistent with the
development of appropriate courses to enable children to satisfy
those reguirements.
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Table 12 outlines the General High School Diploma Requirements and the
phase-in schedule, and Table 13 provides the equivalent information
regarding the Advanced Diploma. The first column on the left refers to the
previous requirements, while the three columns on the right show the phase-
in schedule for implementing the new graduation requirements.

Essentially, the course/credit requirements for the Advanced Diploma
remained unchanged, except in the area of science. The number of credits
allocated to the Chemistry 20, Physics 20, and Biology 20 courses had been
reduced from five credits per course to three credits per course. The change
was attributed to lobbying and concern expressed by various groups regarding
program flexibility when all four science courses at the grade 11 level could
only be offered for five credits each. Although the number of science credits
mandated for an Advanced Diploma was reduced to 11 credits for 1988-89 and
1989-90, the credit requirement reverted to 15 credits in 19¢0-91. Reducing
each of the three specialized science courses to three credits permitted more
flexibility in scheduling and allowed time in a student's timetable to permit
him or her to select other courses.

Enrollment statistics (Alberta Education, 1987b) show that the majority
of students in the Advanced Diploma route enroll in two or more specialized
sciences in order to meet post-secondary entrance requirements. This trend
was expected to continue under the new graduation requirements, thus
further reducing students' opportunities to access complementary courses.
The use of the term advanced to describe the more academic, rigorous diploma
was one of the "givens" mandated by the policy.

According to a senior Alberta Education official, the "Senior High
School Coordinating Committee debated the issues related to the dual diploma
structure prior to the release of the Proposed Directions paper and
recommended a return to a single high school diploma with some certification
of specialty.” This recommendation went forward through the Curriculum
Branch to the Director of Curriculum, to the Curriculum Policy Committee and
finally to an internal Alberta Education Committee chaired by the Assistant
Deputy Minister of the day who said, "No, that's a given, we are not going to
entertain any debate on going back to one diploma or a change in name.” The
decision not to return to a single diploma structure was made because, in the
words of the current Assistant Deputy Minister, it was "just unacceptable to the



Table 12
General High School Diploma Requirements*

CREDITS
1987-88 19€8-89 1989-90 1990-91

CORE
English 15 15 15 15
Social Studies 10 15 15 15
Mathematics 5 5 8 8
Science 3 6 8 8
CALM 0] 3 3 3
Physical Education 2 3 3 3
ADDITIONAL REQUIREMENT
2 grade 12 level courses 10 10 10 10
SPECIFIED CREDITS 45 57 62 62
UNSPECIFIED CREDITS 55 43 38 38
MINIMUM CREDIT

REQUIREMENT 100 100 100 100

* Alberta Education. (1989a). Guide to Education: Senior High Handbook, 1989-90).
Edmonton: Author.



Table 13
Advanced High School Diploma Requirements*

CREDITS
1987-88 1988-89 1989-90 1990-91

CORE
English 15 15 15 15
Social Studies 15 15 15 15
Mathematics 15 15 15 15
Science 11 11 11 15
CALM 0 3 3 3
Physical Education 2 3 3 3
COMPLEMENTARY
Category "C" Sequence** 0 10 10 10
SPECIFIED CREDITS 58 72 72 76
UNSPECIFIED CREDITS 42 28 28 24
MINIMUM CREDIT

REQUIREMENT 100 100 100 100

*  Alberta Education. (198%a). Guide to Education: Senior High Handbook, 1989-90 (p.
16). Edmonton: Author.

*  Students must earn no fewer than 10 Category "C" credits. Whether two or three
courses, the sequence must culminate at the grade 12 ilevel. In general, Category "C"
courses include a second language, art, drama, music, industrial education and its
associated options, business education courses, and honie €COROKIICS courses.
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vast majority of the public." He also indicated that the decision was "a political
compromise in terms of how we can have as clear a requirement as possible,
maintain our standards as high as possible, but also provida an opportunity for
various groups of Kkids to feel success." Furthermore, he suggested that the
labels of general and advanced seem to be of interest only to educators. He
speculated that the business community would not be able to understand the
difference between the two types of diplomas. He felt that "business just wants
a high school diploma.” Another official admitted that the dual diplomas
caused Alberta Educaton "all kinds of problems because unintendedly, it gave
a connotation of elitism for the academic and that was not intended.”

Alberta Education underestimated the kind of reaction that was
eventually generated as a result of the dual diplomas. The intent of the
Advanced Diploma was to meet the needs of the 30% of academically inclined
students. It was designed to stand side by side with the General Diploma that
was designed.to meet the needs of 60% of students who were of average ability.
One official suggested that the Advanced Diploma became stigmatized first by
the meaning of the word advanced, and second by its perceived association
with the historical term matriculation. The department tried to emphasize that
with careful course selection either diploma would qualify a student for
entrance into post-secondary institutions (Alberta Education, 1988a). Despite
this, students opted for the more rigorous academic program not only because
of the status associated with it, but also because of the perceived crisis of
increased entrance requirements and enrollment quotas at various post-
secondary institutions.

The Category "C" options were introduced in the policy statement
(Government of Alberta, 1985) to ensure that Advanced Diploma students
obtained "a broad base of knowledge, skills and attitudes in a variety of subject
areas” {(p. 24). Ten course credits in any sequence of a language other than
English, a fine arts course, or selected practical or technical arts courses
qualified as C options.

A communications package, designed to explain program changes to
students and parents and to school administrators and to help them plan their
high school program, was scheduled for release in May 1988. Two resources, a
booklet and a video both entitled A Credit ro Yourself. Planning Your High
School Program, were made available late in the spring of 1988. School
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jurisdictions could obtain access to the colorful 12-page booklet in quantity
(Alberta Education, 1989a), while one copy of the 20-minute video was sent to
every high school in the province (Alberta Education, 1989b). Stiles (1989)
indicated that Alberta Education had "done a good job in putting out
information about the program changes” (p. 4). Alberta Education continues
to publish an annually updated version of the "A Credit to Yourself” booklet,
and, although usage varies, those school and district personnel using it
considered it to be of value to students about to enter high school.

Subsequent adjustments to the new graduation requirements. The new
graduation requirements were revised several times since they were first
announced in Februarv of 1988, creating further confusion about how the
requirements were to be implemented. School-based administrators and
counsellors were concerned about having the latest information from Alberta
Education to advise students about their programs. One senior administrator in
the school jurisdiction summed it up this way:

I think part of the problem with the requirements is that there
appear to have been changes along the way. When those
requirements first came out, we all understood exactly the kinds
of courses kids would have to have, but there appear to have been
changes, so | think that students entering grade 10 might not
have to fill the requirements they thought they would have to
fill. So there has been a lot of confusion.

Although Alberta Education and the government communicated revisions to
the requirements in various ways, it was always with the assumption that the
message got through rto the appropriate personnel. Unfortunately, there was
always a lag in the time until the message got through and could be acted
upon. School administrators and counsellors organized for instruction and
advised students using the most current information they had, and they could
only hope that their actions were based on the most up-to-date government
information.

Administrators traditionally rely on the current Junior-Senior High
School Handbook for guidance regarding department regulations. This
handbook was being phased out between 1988 and 1989 and being replaced
with two new handbooks, entitled Guide to Education: Junior High School
Handbook, 1989-90 and Guide to Education: Senior High School Handbook, 1989-
90. In the interim, the government communicated with school boards, and
school officials received second-hand information about the changes, which
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added to the uncertainty.

The Category "C" options were the first area to be adjusted. Initially,
more courses became eligible for inclusion as Category "C" options in response
to inquiries from teachers and administrators. Physical Education 20 and 30.
and Law 20 and 30 were among the subjects added to the eligibility list. The
1989-90 Guide tc Education: Senior High School Handbook {1989¢) indicated
that courses within the languages, fine arts, and practical arts, that were
planned in sequences of two or more courses and that had defined content,
offered the opportunity to expand personal interests, abilities or career
aspirations, and broadened students' learning beyond the core Category "A"
and Category "B" subjects, were eligible for Category "C" subjects. The 1990-91
Handbook removed the course sequence requirement (Alberta Education,
1990a) enabling students to take any courses that broaden the students'
learning beyond the required core courses. These Category "C" changes have
been made retroactive to the requirements of students who entered grade 10 in
1988-89. Initially, these changes generated a great deal of confusion for
students, administrators, and teachers, but now that virtually all
compiementary courses qualify as Category "C" options and there is no
sexquence requirement, the confusion should be reduced.

The second area of significant change relates to the science program.
Some Albertans were concerned with the structure of the scien-e program as
it was proposed in the new graduation requirements. This issue is presented in
detail in Chapter 7; however, a brief summary oy the concern is included here
as an indication of the complexity surrounding the change. On January 26,
1990, the Minister of Education, Jim Dinning, following a lengthy consulting
process with parents, teachers, trustees, and professional and business aroups,
and his advisory committee on high school science programs, announced that
the future for science education in Alberta is "more and better science for all
students” (Alberta Education, 1990e). The Minister confirmed his resolve to
proceed with the general science program (Science 10, 20, and 30) and to
require that Science 10 be the prerequisite for all 20-level science courses.
The credit value of Biology 20, Chemistry 20, and Physics 20 would be increased
to five for each course, and the content of all of the science courses would be
revised. Involvement of teachers, post-secondary institutions, and
professional groups in program development and teacher inservice
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guaranteed the stakeholder groups that the government would continue to be
attentive to their concerns. To allow time for development of the new science
programs, the implementation of the Science 10 course was delayed until
September 1992, the 20-level courses until September 1993, and the 30-level
courses until September 1994. Stakeholder groups reacted favorably to the
restructured science program.

Discussion regardi lari complexity of the ch . Contrary to
the teachings of Fullan (1982) that implementation makes further policy and
it does not simply put a predefined policy into practice, Alberta Education
believed that the secondary education policy established the directions for the
new graduation requirements and used its the legal authority to develop a
rational plan clezrly indicating a specific process for the implementation of
the government's policy. The problem of translating the policy into practice
was really 4 set of interconnected problems without readily available
solutions.  Mitroff (1983) refers to them as "complex, messy, real-world
problems” (p. 8). When deeply rooted, fundamentally differing beliefs exist,
Mitroff and Mason suggest that

a dialecdcal weatment of conflicts is called for because such
conflicts demand a method which is capable of recognizing first
of all how deep they lie. Secondly, a method is demanded which is
capable of appreciating that the various sides of the conflict
fundamentally depend on one another for their very existence;
they depend, in other words, on one another not "in spite of”
their opposition but precisely "because of" it. Finally, a method is
demanded which is capable of producing a synthesis (if one is
possible) which is based on a full recognition and appreciation of
the conflicts, not by ignoring or trivializing them. (1981, p. vii)

They suggest two related approaches for dealing with such problems: first,
that all stakeholders must be involved in the problem structuring process, and
second, that a multidisciplinary approach and dialectical argumentation must
be used to consider the various aspects and interpretations of the problem.
MacKay (1990) suggests that researchers "could look for evidence regarding
the presence or absence of wide participation by stakeholders and use of a
dialectical approach to argumentation” (p. 2) to determine whether the
approaches used, in this case by Alberta Education, were relevant to the
"wicked problem" it faced (p. 2).

In the development of the secondary education policy, two distinct
phases were apparent. One phase encouraged widespread participation from
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various stakeholder groups; the next phase consolidated input, finalized the
policy, and submitted it to the government for approval. The first phase could
be described as a political bargaining process whereby stakeholders believed
they were negotiating with the rtment and government to promote their
interests. The second phase was characterized by a top-down or elitist
procedure, whereby the government, acting as policy maker, formulated the
policy (Bosetti, 1986). It appeared that Alberta Education believed that Mason
and Mitroff's first approach, namely, involvement of all of the stakeholders,
was achieved in developing the secondary education policy. It is clear that
their second recommendation, the use of a multidisciplinary approach and
dialectical argumentation, was not followed.

The development of the new graduation requirements began with an
internal Alberta Education study and was followed by the release of a proposed
set of graduation requirements. In the next phase, Alberta Education’s
intentions were two-fold: first, they g:ave Albertans an opportunity to offer
their comments and feedback regarding the proposed graduation
requirements, and second, Alberta Education used the opportunity as a means
of dispersing informaton to stakeholders to ensure that they increased their
knowledge and understanding of the proposed changes to facilitate
implementation. During the three-and-a-half-month period provided for
formal feedback, stakeholders repeatedly questioned the proposed changes.
Most of the stakeholder input did not result in changes to the proposed
graduation requirements, and early in the new year (1988), Alberta Education
brought closure to the discussion by adopting a set of requirements that
closely resembled those outlined in Proposed Directions (Alberta Education,
1987a).

It is clear in examining the process followed for the development of the
new graduation requirements, that neither of the approaches recommended
by Mason and Mitroff (1981) were used to deal with the "wicked problem” of
developing new graduation requirements. Stakeholders were not involved in
the problem structuring phase, nor was a multidisciplinary strategy or
dialectical argumentation used to deal with the various aspects and
interpretations of the problem. MacKay (1990) suggests that "a policy process
which fails to use these two related approaches is fundamentally flawed" (p. 2).
It is debatable whether Alberta Education provided the frequent opportunities
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essential for free expression of opinions. First, the proposed requirements
were developed internally without formal stakeholder input; and second,
stakeholder reactions were invited only after the Proposed Directions paper
was released. It could be argued that since the graduation requirements were
a policy initiative of the secondary education policy, and since stakeholder
input to the development of that policy was extensive, the opportunity for
expression of opinion was met. On the other hand, the policy did not, as
Alberta Education officials pointed out on several occasions, define the details
of the graduation requirements. Therefore, stakeholders did not have the
opportunity to engage in dialectical debate regarding the details of the
graduation requirements, thus negating the argument.

In the case of a flawed policy process, MacKay (1990) proposes three
questions to ascertain the cause:

1. Were the policies inevitable given the personal preferences of
the top persons in the hierarchy?

2. Was the decision-making bureaucratic rather than rational?

3. Was a "gloss of rationality” applied to the surface of the policy
process as a particular Kind of reconstructed reality or
bureaucratic fiction after the fac? (p. 3)

A comparison of the proposed graduation requirements and the final
graduation requirements reveals only one actual change, raising the question
of whether the opinions of stakeholders held much weight vis-a-vis the
opinions of senior people in the Alberta Education and government
bureaucracies in the formulation of the Requirements and Update.

Evidence relating to MacKay'’s second question, the decision-making
process, indicates that it was essentially bureaucratic. The absence of
meaningful participation by stakeholder groups, combined with Alberta
Education's apparent belief that the secondary education policy would
determine the new graduation requirements, suggests that the real decision-
making was made internally at Alberta Education. Furthermore, Alberta
Education referred to the policy as a government policy and, therefore, the
will of the people. However, once stakeholders became involved in the policy
process, the bureaucrats found themselves in the difficult position of trying to
rationalize their mandate while answering the concerns of these stakeholders.
Alberta Education attempted to apply the "gloss of rationality” (MacKay, 1990,
p. 3) to developing the new graduation process because the change was



104

perceived in an oversimplified way. There was more to changing the
graduation requirements than Alberta Education assumed: it was a complex,
ill-structured problem.

Although the new graduation requirements were clearly outlined
together with an implementation schedule, the subsequent revisions made it
increasingly difficult for implementers to act with confidence. The concept of
the Category "C" options, for examnple, was confusing. Which courses werc
eligible, and which were not? A program planning booklet omission about the
eligibility of certain courses (Alberta Education, 1988a; Alberta Education,
1988b), together with the expansion of the qualifying courses, compounded
the confusion that resulted from ongoing revisions to the list of Category "C"
courses. Changes to the science program generated additional uncertainty.
Added to the department's internal difficulties with program development was
dissention regarding the overall structure and content of the science
program. The Minister of Education responded by ordering a re-examination
of the science program that added to the skepticism felt by implementers: it
was not entirely clear what they were expected to do, when they were expected
to do it, or why they were expected to do it.

The implementation of a complex change has the potential to achieve
greater benefits if it is done in a way that maximizes clarity by defining
specific components and impiementing them incrementally (Fullan 1982).
The graduation requirements outlined in Requirements and Update attempted
to implement specific program requirements incrementally over a three-year
phase-in period. Notwithstanding the fact that some stakeholder groups did
not accept the new graduation requirements, there is evidence that Alberta
Education's failure to address some technical details of the phase-in schedule
led to revisions, which in turn added confusion and complicated the schedule.
Concerned stakeholders negotiated several changes with Alberta Education,
leaving implementers uncertain as to what, when, and how they were to act.

uality and Practicality of the Program

The zvailability of adequately developed and good quality practical
materials is essential to the successful implementation of any change (Fullan,
1982). Conversely, the lack of such materials may constitute a major barrier to
change.

In the case of the new graduation requirements, the program review
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determined that several programs essential to the implementation of the new
requirements needed revision and new resources, while others needed major
redevelopment. The Director of the Curriculum Design Branch indicated that
new programs were developed in accordance with the general process and
criteria outlined in the Alberta Education publication, Who Decides What
Students Shou!d Learn in School and How? (1989d). "We reviewed the currert
curriculum relative to the policy directions outlined, identified areas that
needed 1o be changed, and sent draft documents to Albertans for their
consideration as we prepared new programs” (Symyrozum, 1990, p. 2).
Programs were phased in one year at a time to provide teachers with more
opportunities to gradually become familiar with the curricular changes.

According to Fullan, (1982) "inadequate quality and even the simple
unavailability of materials can result when adoption decisions are made on
grounds of political necessity or perceived need without time for development”
(p. 539). It is likely that both situations were true of particular problems that
developed in implementing new and revised programs for the new graduation
requirements. In some subjects, social studies and science for example, the
avzilability of resources and the development of curricula were problematic.
Two pregrams seemed to be adequately developed with high quality resource
materials: CALM and mathematics. One department head summed up ihe
critical expectations of teachers for the implementation of new courses this
way’:

They expect a lot of what might be called support. They wanta
good textbook, they want a bock of activities and additional
exercises and worksheets to go along with it, and they want
something in terms of evaluation. In my mind, if you want a
course to be successfully implemented, all of these materials
should be produced beforehand, up front, and be ready for the
first day of the course,

Fullan (1982) concurs that "teachers and others must experience some sense of
meaning and practicality relatively early in the process of attempting
change" (p. 62) for the implementation to gather momentum. Provision of
useful information packages assists individuals to develop meaning in
relationship to the changes.

The science program. There is no question that the science program

has been one of the most controversial aspects of program development as
related to the implementation of the secondary education policy. The key



106

change in the science program was the introduction of an academic stream of
general science. The program, known as Science 10, 20, and 30, was designed
"to meet the needs of students who may not prefer or need a specialized science
for entrance into some post-secondary faculties" (Alberta Education. 1987a,
p. 12). A second change required all General Diploma students to earn
additional credits in science to gain a more comprehensive understanding of
science. The Science 14-24 courses were designed to achieve this goal. Both of
the new science programs, as well as the traditional specialized science
programs, experienced problems relating to structure., content, or resources
because there was a lack of consensus regarding the need, relevance, and
direction of the proposed changes. Some of the difficulties in the development
of the science program have been alluded to earlier in this chapter, and others
are dealt with in more detail in Chapter 7.

According to Fullan (1982), inadequate quality and even the simple
unavailability of materials can result when adoption decisions are made on
grounds of political necessity or perceived need without time for development.
This appears to have been the situation regarding the materials for
implementing the new science program. Appropriate textbooks and support
resources required extensive revision and were not available to meet the
original implementation dates. The Minister of Education, Jim Dinning, in a
letter to School Board Chairmen dated April S, 1989, announced a one-year
delay in the validation and implementation process. This change had a ripple
effect in that courses that were part of the new graduation requirements were
not available; and consequently, certain aspects of the new graduation
requirements were also delayed by one year. Specifically, the requirement for
15 science credits for an Advanced Diploma would come into effect for students
entering high school in September of 1991. While Alberta Education was
sensitive to monitoring and adjusting the requirements in response o
emergent situations, the successive changes resulted in ongoing adjustments
to the implementation schedule.

The social studies program. The new social studies program formalized a
two-stream structure and reintroduced the requirement for credit in grade 12
social studies. In addition to the academic stream of Social Studies 10-20-30, a
new stream was introduced to accommodate students whose needs were not
being met through the existing stream. Although the program goals for each
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stream are identical, the 13-23-33 sequence "will be differentiated on the basis
of instructional methodology, evaluation techniques, learning resources, and
complexity of content"” (Alberta Education, 1987a, p. 11). Teachers at
Meadowview High School supported the dual-stream structure for social
studies, but it received mixed support at the district level. However, both the
social studizs department head at the high school in the study and the district
consultant expressed concern regarding the mismatch between curriculum
and resources. While there are many resources, no one book covers all of the
content for a particular grade level. The reality of the sccial studies situaticn
was pointed out by the principal of the school:

social studies hasn't ever not needed a new textbook, or a new
something. Social studies has been changed more than any area
and so their concerns are not really anything unusual.

The social studies consultant called the change in the social studies program
dramatic. Whereas the previous program was somewhat prescriptive in that
support materials were well-defined components of the teaching resources,
the new program spells out the knowledge base students are expected to
achieve and gives teachers options and suggestions for achieving them.
Teachers feel that an extensive amount of change is required to
implement the new program, and they believe they are expected to do too
much of it on their own. Teacher inservicing has been left to local
jurisdictions. The schoo' district has developed a series of inservice programs
designed to familiarize 1eachers with the new program, but attendance is at
the option of individual teachers. Teachers are also concerned about the
diploma examination scheduled for the Social Studies 33 course. To date,
neither the examination nor an explanation for its absence has been offered.
Collectively, these issues are sources of annoyance to the teachers and are
acting as barriers to the full implementation of the new social studies program
The Career and life Management course (CAIM). CALM is a new core
course, and students are required to earn a minimum of three credits in the
course for either the Advanced or General High School Diploma. The program
was mandated by the secondary education policy statement and was designed to
enable students to develop skills and knowledge in five broad topic areas:
careers, personal finance, life management, preventative alcohol and drug
education, and other relevant societal issues (Bosetti, 1990). Alberta Education
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applications (Alberta Education, 1987a).

Changes to the curriculum in mathematics were perceived to be a
philosophical shift towards improving students' "understanding of why things
work the way they do and problem-solving.” The district math consultant
believed that articulation between the grade 9 and 10 programs and between
Mathematics 10 and 20 had been improved by "shuffling the content” around.
Three publishing companies developed textbooks according to guidelines
established by Alberta Education, and all were given basic resource status.
Teachers at Meadowview High School were encouraged to review each textbook
and select the one they wished to use in their classes. The principal of
Meadowview High School described the changes associated with the
mathematics program:

I think those folks have probably adapted most comfortably to the
changes and most cooperatively, and probably most successfully.
It's such a neat, tidy area: it's my old area. And of course, it's
very easy 1o just conceatrate on the diploma exams. I know there
that they teach for the exam.

The department head's comments about the mathematics changes confirmed
that the transition to the new curriculum "ran quite smoothly” and credits the
good networking relationship between the schools, central office, and Alberta
Education math consultants for the success.

English language arts. Essentially the new graduation requirements for
English courses were unchanged. All students were required to earn 15 credits
in English either through the academic stream of English 10-20-30 or the
alternative stream of English 13-23-33. Curricular changes focused on the
introduction of technological processes such as word processing and data
management to the program of studies.

Implementing the curricular changes in the English program
presented a classical problem of implementation complexity as described by
Fullan (1982). Trke principal of Meadowview High School faced a major
problem with respect to facilities and equipment, specificaily computer
technology. Computer labs simply were not available. Additionally, the
inajority of teachers involved in delivering the English program did not have
the skills, and more importantly, the belief systems that would enable them to
implement this program requirement. Without substantial financial
assistance for equipment acquisition and teacher inservicing, he did not see
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Alberta Education made two critical assumptions that affected implementation
of the new graduation recuirements. First, Alberta Education assumed that the
policy problem was weli-structured in nature and could be implemented by
presenting implementers with a detailed action plan. Alberta Education's
second assumption was that policy could be successfully implemented using a
classical managerial perspective of the policy process. Both of these
assumptions led the decision makers to use a logical rational process to
implement the new graduation requirements.

Theorists such as Dunn (1981) and Fullan (1982) suggest that the policy
process is not a linear process based on cause and effect, but rather is a
complex cyclical process that begins by structuring the problem. Fullan states
that "implementation makes further policy: it does not simply put predefined
policy into practice” (p. 79). Dunn illustrates the process of policy analysis
using a circular representation that shows the interdependences of
information and methods "linked in a dynamic process of change that involves
policy-informational transformations” (p. 48, his italics). By assuming that
the policy implementation process was a linear, policy-regulation type of
procedure, Alberta Education also assumed that defining new graduation
requirements as a well-structured problem implied that the alternatives were
limited, consensus was more or less assured, the outcomes were relatively
certain, and decisions could be made within the department. Alberta Education
believed that the graduation requirements could be aitered through logical,
rational planning. However, schools are social organizations that cannot be
transformed by logical argument. Fullan suggests that innovators must be
open to the realities of others "because the ideas of others will lead to
alterations for the better in the direction of change, and sometimes because
the others' realities will expose the problems of implementation which must be
addressed” (1982, p. 82).

Translating a policy document filled with complex values and differing
meanings for various stakeholders into policy actions is a perennial problem
for policy analysts. This certainly was the situation for Alberta Education as it
attempted to redefine the graduation requirements using the ideals of the
secondary education policy. The problem was one for which there was no
simple solution or solutions. Alberta Education understood policy
implementation from the classical/’managerial implementation perspective
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and, as such, believed that implementation was the enactment of a set of
rational systematic plans that evolved from the policy. The error in
structuring the policy problem led to inappropriate decisions and actions on
the part of Alberta Education that were challenged by various stakeholders
throughout the province.

Defining the new graduation requirements was a policy problem of the
ill-structured type. The conflicting values of the various stakeholders,
together with the possibility of unlimited alternatives, suggested that a
widespread consultation process should have been employed to structure the
problem and propose the changes. Failure to clearly conceptualize the
problem, combined with the fact that it was ill-structured in nature, was borne
out in the many adjustments that were made to the requirements since they
were originally announced in 1988.

The data provide evidence that Alberta Education initiated action to seek
the input of Albertans through a consultative process. The meaning Alberta
Education attached to the term consultative process is not the conventional
meaning of the concept. Alberta Education stated that use of the consultative
process was designed to assist stakeholders to understand how the proposed
changes differed from current practice, with the idea that it would facilitate
implementation. Potential implementers and stakeholders, on the other hand,
believed that the consultative process would provide them with opportunities
to give meaningful input to the policy development.

Further evidence for the differing perceptions about the consultative
process could be built around two issues: the nature of the participation of
stakeholders in the consultative process, and a comparison of the proposed
requirements and the final requirements.- First, participation was solicited
from educator-stakeholders who were given a limited amount of time to submit
written responses to the proposed changes to the Proposed Directions for
Senior High School Programs and Graduation Requirements (June 1987a).
During the fall of 1987, Alberta Education made presentations to interested and
concerned educators and parents across the province; these groups raised
many issues regarding the new requirements, and particularly questioned
Alberta Education's vision of a balanced, comprehensive education system.
Second, a comparison of the proposed changes and the final requirements
indicate that only one change was made in the 1988 version of the graduation
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requirements as the result of input from stakeholder groups. It could be
surmised that Alberta Education had more or less decided what the new
graduation requirements would be prior to its consultative process, which
could explain why there was little change in the new graduation requirements
from the time they were proposed to the time when they were finalized.
Furthermore, the concerns raised by stakeholder groups failed to convince
Alberta Education of the need to make adjustments to the requirements.

The findings of this study support Bosetti's findings regarding
implementation assumptions made by Alberta Education, namely, that "(a) the
top-down marketing strategy would be effective, (b) understanding of the
change would lead to acceptance, (c) little consultation with teachers and
other key local actors would be needed, (d) implementation would follow
adoption as effect follows cause, and (e) there would be capacity as well as
willingness to comply at the local level" (MacKay, 1990, p. 4).

Alberta Education's actions in implementing the new graduation
requirements could be categorized as falling within the classical/managerial
model of policy implementation. Alberta Education developed regulations that
school jurisdictions were expected to adopt and to implement. The systematic
unfolding of Alberta Education's rational implementation plan was assumed to
be directly related to the secondary education policy. Alberta Education
believed that once the plans were finalized and circulated, schools were
obliged to implement them. The stakeholder groups, on the other hand,
partially conditioned by the previous consultative process in the development
of the Secondary Education in Alberta policy, understood the policy
implementation process from the political/interaction perspective and
continued to negotiate to protect and promote their particular values. The end
result was that the government was forced to re-examine aspects of the new
graduation requirements and adapt. An Assistant Deputy Minister of Education
indicated "the evidence is that it is changing, adapting, and adjusting. Where
there is any evidence of a problem, another change will be made next week."

The original requirements mandated in the February 1988
Requirements and Update have been revised several times as a result of the
intervention of many stakeholders. Although Alberta Education approached
the task of structuring the new graduation requirements using a top-down
implementation strategy, Alberta Educaton also holds a powerful sanction that
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forces schools to implement the policy initiative: its ability to withhold high
school diplomas unless students have completed the full requirements. In
structuring the new graduation requirements, Alberta Education interpreted
the change in an oversimplified way: in reality there was more to the change
than was initially realized.



CHAPTER 5
IMPLEMENTATION FROM THE SCHOOIL PERSPECTIVE

Introduction

Goodlad (1975) characterizes the school as the unit of change. The
actual change is put into practice at this level and individuals affected by the
change must be resocialized to respond and adapt if the innovation is to be
implemented effectively. Fullan (1982) suggests that three factors have
primary influence on school implementation: the role of the principal, peer
relationships among teachers, and teacher characteristics. Although students
and their parents are not explicitly identified in Fullan's Factors Affecting
Implementation, he acknowledges that both groups are factors in the change
process. Fullan (1982) and Rutherford and Murphy (1985) point out that, while
students are generally seen as the potential beneficiaries of change, they are
also participants in this people-related phenomenon. Similarly, several
researchers have concluded that parental involvement and support for the
innovation is a common characteristic of successful programs (Fantini, 1980;
McLaughlin, 1977; Wellisch et al, 1976). Students and parents were, therefore,
included in this study as relevant sources of information regarding the new
graduation requirements. Likewise, the theoretical framework for content
analysis of the interview data was expanded to include the categories of
students and parents as school-level factors relevant to the change process.

This chapter examines the relationships between the new graduation
requirements and school-level factors; namely, the role of the principal with
respect to leadership and management of the implementation; the responses of
department heads: the concerns of teachers vis-a-vis the innovation: and the
perceptions of parents and students regarding the new requirements. The
chapter begins with a description of the school, which for the purposes of this
study is referred to as Meadowview Composite High Schoo!, and continues with
the presentation of data from the perspectives of school administrators,
faculty, parents, and students. Each section is followed by a discussion of the
findings relevant to the stakeholder group. The chapter concludes with a
summary of the findings as they relate to the implementation of the new
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graduation requirements at Meadowview High School.
Data Collection within the School

Data for this chapter were collected through semi-structured interviews
and questionnaires during the months of December 1989, and January and
February 1990. The principal, assistant principal responsible for academic
subjects and programming, and five department heads participated in semi-
structured interviews. Copies of the covering letter and interview questions
are found in Appendix A. All certificated people on s:aff at the school were
asked to complete a three-part questionnaire that included items relating to
their personal concerns and understanding of the new graduation
requirements and measured their Stages of Concern regarding the change. A
copy of the covering letter to teachers and the teacher questionnaire are
found in Appendix B. Teachers were also invited to contact the researcher to
further discuss their beliefs and opinions. Five teachers, plus the three CALM
teachers whose students were involved in the study, shared their per.(‘eptions
of the new graduation requirements with the researcher during informal
discussions.

Each student enrolled in CALM 20 during the first semester of the 1989-
90 school year completed a student form of the questionnaire. In addition, all
students enrolled in CALM were asked to invite one of their parents or a
guardian to complete the parent/guardian form of the questionnaire. A copy
of the student questionnaire is found in Appendix C and copies of the parent
questionnaire and covering letters are found in Appendix D.

Table 14 provides information regarding the sample size and rates of
return of the questionnaires. The rates of return on the questionnaires are
within the range of acceptable standards.

The Alberta Teachers' Association Survey

Almost concurrently with this research study, the Alberta Teachers'
Association conducted a survey on awareness of and concerns about the new
High School Diploma Programs in Alberta (Alberta Teachers' Association,
December, 1989aj. The results of that survey were compared, as appropriate, to
the data collected in this study. The ATA sample was drawn from throughout
the province and included 151 grade 10 and 143 grade 11 students who
completed a written questionnaire; 120 teachers of high school courses;
and about 800 members of the general public, including parents who were
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interviewed by telephone. The study was conducted during the fall of 1989 by
an independent research firm employed by the Alberta Teachers' Association.

Table 14
Questionnaire Sample Demographics

Respondents N Return Rate (%)
Certificated Staff 69 81
Students a98 100
Parents 79 81

The School

Meadowview Composite High School was built in the 1960s to serve the
largely blue-collar neighborhood of a newly annexed section of the city. Over
the years, two additions were built. The school facilities now provide a wide
variety of learning experiences to satisfy the diverse needs of students. The
present facilities include two libraries, three gymnasia, a mathematics
laboratory, a cultural centre, and three computer laboratories. A school store,
a full-service cafeteria, and a fast food shop provide for specific student needs.
A major recreation complex including an arena and swimming pool, a stadium
with track, playing fields, and tennis courts is located adjacent to the school
and is fully accessible for school programming. The outward growth of the
city brought a substantial increase in residential construction and an increase
in the school's enroliment to the 2500 level in the 1970s. At that time, school
facilities were at maximum utilization. During the 1980s, enrollrhent declined
gradually; and, in the 1989-90 school year, slightly over 1700 students were
enrolled. The school has the advantage of a substantial space surplus.

Meadowview Composite High School offers a comprehensive
complement of full-year and semestered programs designed to meet a wide
variety of student needs and interests. Programs range from the Academic
Challenge program for academically capable students to the Academic
Opportunity program for students with demonstrated learning disabilities.
Specialized courses in industrial education, business education, fine arts, home



118

economics, physical education, technology, English as a Second Language, and
modern languages are among the complementary electives listed in the
school's program planning guide (Meadowview Composite High School, 1989).
The school takes pride in its strong student activity program and excellent
school spirit. A very successful interschool and intramural athletic program,
an active Students' Union, and a wide range of special-interest clubs
complement the formal curricular offerings.

The school theme, M. V. Pride, encourages students, staff, and parents to
become more interested and involved in their school. During the 1989-90
school year, the theme was expanded to include the following mission
statement in recognition of the increasingly competitive post-secondary
scenario:

Meadowview Composite High School is SERIOUS ABOUT SUCCESS
for each individual student. The school is committed to provide
opportunities for each student to grow in the areas of:

RESULTS (commensurate with ability)

RESPONSIBILITY (exemplary citizenship) in a positive
environment which fosters

RECOGNITION of good performance.

The success of the school also depends upon close partnerships
with the home and the community. (Meadowview Composite High
School, 1989)

The school theme and mission statement are communicated extensively

throughout the school in various displays, on program and resource materials,
and on official school documents.

The Principal

As Fullan (1982) so succinctly stated, "Change is only one small part of
the forces competing for the principal's attention and usually not the most
compelling one" (p. 130). Furthermore, he suggests that the principal is in the
middle ¢f a human triangle between the teachers, external ideas, and people.
The principal's day is a steady stream of one-to-15-minute interactions either
through scheduled or ad hoc meetings and telephone conversations. Conflict
and dilemma are pervasive. On an average day, Martin and Willower (1981)
found that secondary school principals performed an average of 149 tasks with
constant interruptions--over 50% of their observed activities were
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interrupted. There is great pressure on the principal to maintain stability by
running an orderly school and to avoid trouble by preventing small problems
from escalating into big ones. Fullan (1982) notes that an administration's
preoccupation with maintaining organizational stability "is not always or
even usually a bad thing” because it contributes to a stable working
environment and can protect the school from "ill-conceived or unrealistic
change projects” (p. 134).

Berman and Mclaughlin (1977) found that, when the principal actively
supported the change, projects were most likely to do well. They cite the
principal's involvement in workshop sessions with teachers as one of the best
indicators of active participation. However, Fullan (1982) also recognizes the
great demands on a principal's time and acknowledges the impossibility of
being an expert in every subject area. The critical time for principals to be
involved with change is in the initial stage of the implementation. The
principal's actions at this stage drastically affect subsequent events
(Reinhardt, 1980). Reinhardt indicated tnat, thereafter, the principals of large
schools that had successfully implemented changes did not remain involved on
a daily basis, but rather showed interest and were available to solve emerging
problems. The principal's primary dilemma in coping with change centers on
a lack of ume.

This researcher's experiences involving the principal of Meadowview
High School correlated positively with Fullan's descripiion of the principal's
role. His daily routine included talking to students, praising their
accomplishments, discussing concerns with teachers, checking with his
secretary, meeting with the assistant principals, cruising the halls, visiting
classrooms, answering the phone, meeting with central office personnel, and
so on. The principal was an outgoing, friendly, respected, and organized
person. a decisive administrative leader who seemed to be knowledgeable about
what was happening in his school. He had completed a Master of Education
and one year's study towards a doctorate in secondary educadon. This was his
second year at Meadowview High School and his third high school
principalship over the past 11 years.

The principal indicated that he had followed the development of
Secondary Education in Alberta (Government of Alberta, 1985), the policy
statement from which the new graduation policy initiative developed. He
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became very acquainted with the new diploma requirements in his previous
school when the Alberta Teachers' Association local organized a meeting with
Alberta Education regarding th. Proposed Directions for Senior High Schoeol
Programs and Graduation Requirements (Alberta Education, 1987a) at the site
of his former high school. The resulting confrontation received considcrable
media attention. In the course of discussions with the researcher, the
principal of Meadow: iew High School enunciated a clear vision of what he
belicved to be the focus of a well-rounded high school education and how the
high school graduation requirements fit into his belief of what schooling was
all about.

Meadowview High Schootl is following the Alberta Education regulations
with respect to organizing program delivery to ensure that students have
access to the courses required to achieve either the General Diploma or the
Advanced Diploma. One interviewee wa- quite blunt in expressing the reason:
"We have to. It is not a matter of choice.” He went on to say that it would be a
great embarrassment if students didn't get their diplomas because of
something the school chose not to do. In response to an inquiry about the
implementation of the new graduation requirements at Meadowview High, the
principal replied,

Oh sure, yes. We are following Alberta Education's mandate for
the new graduation requirements. Over time, 1 have learned to
live with almost anything by way of graduation requirements.

There was little doubt that he felt that he had little choice but to accept the
new graduation requirements and implement them at Meadowview High.

The principal believed that his personal perspective of the new
requirements was shared, in the main, by the staff, students, and parents of
the school. Some components were favorably received; others were not. The
principal commented on the raising of the passing grade from 40% to 50%:

I guess the major strength [of the new graduation requirements]
is the 50%. Like you are either passing or you're not passing and
you can avoid the shades of gray about 40%. What does it really
mean if you have acquired 40%? I believe it is ever so much more
understandable to the public.

A second area of the new requirements receiving the principal’s
commendation relates to the CALM course. He indicated that it was a very
successful course in that it dealt with real life issues and was well liked b Yy
students and teachers. A third strength of the new graduation requirements,
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the principal cited, related to the blended mark for diploma examinations. He
believed that it represented a decent balance that overcame his objections to
the previous procedures: one-shot departmental examinations or the total
licence of teachers to grant the final mark.

The principal expressed one major area of concern with the new
graduation requirements. While he believed the emphasis on academics to be
desirable, he also expressed concern about the degree of academic emphasis
established for the Advanced Diploma program. The principal indicated that

personally, 1 would rather see maintenance of a bit of breadth
and let people, say, enjoy both the heart and soul of an education.
I believe that we are producing narrower graduates. They may
be better graduates, but only in the narrow sense. I'm not
convinced that they will be better citizens particularly.

He was especially concerned about the reduced opportunity for students to
benefit from and enjoy practical - iperience and 'personal~interest courses
because he believed that "there's more to life than academics.” It was his
perception that the requirements for the General Diploma program, on the
other hand, added a degree of academic rigor without compromising the
opportunity for students to explore personal interests. A second area of the
principal's concern related to the emphasis on diploma examinations. He
indicated that high schools are teaching for the examinations:

it's called education to get a higher number result on a diploma
exam. So that means that we will be producing a crop of people
who will be much more proficient in terms of regurgitating the
Kind of informatdon that we have given them prior to an exam.

While he did not attribute all of the focus on diploma examinations t¢ the new
graduation requirements, he believed that the increased rigor of the
requirements was contributing to this effect. The principal's overall reaction
to the new graduation requirements was positive, although he had major
concerns regarding the academic emphasis, especially as they related to the
Advanced Diploma requirements.
School-Based Adaptations to_the New Graduation Requirements

The new graduation requirements were introduced by Alberta Education
as regulations governing the awarding of high school diplomas. High schools
literally had no choice but to comply with the regulations. In doing so, high
schools were forced to integrate new programs and program delivery patterns
in their schools. The next section presents information about how the
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introduction of this new constant affected other variables in the operation of
Meadowview High School and how the principal dealt with them. The
principal's concern for students and their success pervaded many of his
comments and indicated his struggle to ensure that students enjoyed success in
high school while earning their diplomas. His actions ranged from promoting
the four-year high school program option, to tightening up attendance
requirements, to reorganizing the responsibilities of school-based
administrators, to staffing for individual student assistance. Although the new
graduation requirements were mandatory, the principa! indicated that he
didn't believe he was doing anything differently. or that he stood for anything
different than he had ever stood for. He continued to work enthusiastically
with each individual under his care in an effort to ensure each student's
success. _

The evolution of three-and-a-half and four-vear programs. Alberta

Education's format for the implementation of the new graduation
requirements suggests that programs are to be completed in three years of
high school, although there is nothing in the regulations mandating
completion in this time period. The principal believed that for some students,
who were both capable and motivated, achieving their diplomas in three years
would not be a difficulty. However, not all students are capable and highly
motvated; and the principal, recognizing this reality, encouraged students to
be as realistic as possible about their ability and interests within both the
school and community settings and to plan to complete their high school
diplomas over a three-and-a-half or four-year period. Through this
alternative, students set themselves up for the positive experience of success
instead of the possibility of failure and its associated stress. By planning for
the extwra time, students could be encouraged to select special-interest courses
that seem to add to their enjoyment of school as well as meet the entrance
standards of post-secondary institutions. The principal indicated that "more
parents are starting to agree with this approach,” and he believed that it was
"something that will probably continue to evolve and could quite easily
become a significant thiag in the next little while."

The formal recognition of the four-year high school program as a
planned objective for some students at Meadowview High School was a local
adaptation that accommodates students' needs within the new graduation
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requirements and enables them to gain entrance to post-secondary
institutions. He noted that the emerging trend for students to plan their high
school programs over three-and-a-half or even four years could not be
attributed entirely to the new graduation requirements and suggested that
several other factors, including the revised university entrance
requirements, competition for acceptance into post-secondary institutions,
and student employment, were also having an impact on the length of time
required to achieve high school diplomas. Nevertheless, the principal
believed that this adaptation was the beginning of an evolution leading to four
years becoming the norm for high school compiletion.

Administrative reorganization. When the graduation requirements
came into being, the principal developed a new structure for delegating
responsibility to the school's assistant principals. While all of the assistant
principals remained responsible for interacting with students, their
assignments with respect to subject areas had been modified. One assistant
principal was designated as an academic assistant principal responsible for
the four core courses of math, science, English, and social studies. The job
description was clear and simple: "get me the best diploma results possible.” A
second assistant principal was given the responsibility for complementary
courses. His job was to determine what courses the school should offer to meet
the interests of students and then organize an effective program delivery
strategy. This structure parallels the core/complementary structure of the
new gradu. v requirements, and the principal felt it was an effective
organization.. structure. Because of the size of the scaool and the increasing
expectations of the school's clientele, the third assistant principal at
Meadowview High School was responsible for communications and public
relations, and co-curricular/extracurricular activities.

Changes in the attendance policy. A strict attendance policy was
instituted in the school because the principal believed that regular attendance
would help Kids to get better results overall. The tough attendance policy was
designed to encourage students to choose to be in school and to focus on
learning while there. He acknowledged that the school had many dropouts
and that the attendance policy might even increase that rate; however, the
principal did not believe that the diploma requirements had any impact on the
dropout rate. The school's mission statement, Serious about Success,
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emphasized the belief that school is providing opportunities for each student
to grow. Teachers’' communication with the home has shifted from the
negative "Why wasn't your child in school today?" to the very positive, "Susie
did a great job on her last essay.” The school emphasized positive
communications with the home, and the principal believed that this
encouraging approach would contribute to improved achievement that in turn
will "get more kids to meet the graduation requirements.” The principal stated,
however, that the adoption of the new attendance policy was not related to the
imposition of the new graduation requirements.

The principal's commitment to education seemed to be a more basic
commitment to improving opportunities for student success than it was to
merely implementing the new graduation requirements. Certainly, under his
leadership the new graduation requirements were being incorporated into the
program delivery structure of the school, but his primary focus was on "how
can we do better for the kids." This particular adaptation would likely have
been instituted regardless of whether there were new diploma requirements
or not.

Financial Rescurces

The principal allocated school-based resources according to the
potential of the expenditure to benefit or enhance learning. He indicated tha:
the new graduation requirements may not have been the only reason for the
innovations, but that "there is a connection."

Individualized learning assistance. The Tower lLearning Centre,
affectionately called the TLC, was a major change that the principal felt had
been forced on the school by the new graduation requirements. As an
innovative project, the TLC received $40,000 for a full-time teacher equivalent
to provide "one-on-one help” for students. Three teachers were assigned 10
the centre, and they were responsible for encouraging students to progress at
their own pace, somewhar akin to advancement by competency, in the hope
that they would challenge the diploma exams as they were able. The
assistance, open to all students, was being used primarily by students who were
already achieving at a high level, "the 80-90% variety, who are just coming in
and finding out if they can get a litde clue that's going to bump them to 95%
from 90 or 85 from 80." Speaking of the potential for individualization, the
principal observed, "I think we are actually going to move in that direction.”
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Plans were being made to introduce the concept of advancement by
competency in Physical Education and Business Education programs at
Meadowview High School for the coming year.

The Cap 30 policy. Additional funds were budgeted to accommodate the
school district's "Cap 30" policy aimed at academic classes to ensure that no
class had an enrollment of more than 30 students. The principal felt that there
was a direct link with the new graduation requirements and the maximum
class size policy in that smaller classes would provide for better teacher-
student interaction and more student learning.

Other expenditures. Many of the new programs required new learning

resources, but the principal indicated that the additional costs did not put
undue strain on the school budget. Although providing new textbooks was
costly, the principal did not believe the expense to be any more so than in the
normal cycle. "It doesn't matter whatever causes you to buy new books, you
still have to buy new books, and you live with it.” He added that the large size
of the school made it easier for Meadowview School to cope with the
replacement of books, but he thcught that smaller schools would have more
difficulty. Other expenditures included buying computers for learning
disabled students, the library, and library assistants. Once again, it was
difficult to determine if these expenditures would have been made anyway or
whether they can be attributed directly to the new graduation requirements.
The principal thought that they would contribute to students' success in
learning and at least indirectly affect the implementation of the secondary
educaton policy.

Financial restrictions. The principal indicated that the school did not
have the financial resources to acquire the type of technological equipment
that would allow all students to learn word processing through their English
language arts program. However, he did not believe this to be a major concern
for two reasons: first, the English teachers had not expressed a strong desire
to incorporate this component of the program into the curriculum and second,
students could select business education options to obtain these skills.
Additionally. students had the opportunity to use various computer facilities
throughout the school to complete assignments and enhance their
understanding of technology.
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Because it is not operating at full enrollment capacity, Meadowvicw
High School did not face any particular problems with respect to facilities for
the new programs. One classroom was selected to be the CALM resource center,
and it was expected that another rc »m would have to be allocated in the coming
year. As previously surplus classroom space was used, no serious difficulties
were expected. Nor was the increased number of science courses, together
with the increased requirement for laboratory experiences, a cause for
concern. To quote the principal, "Our location has nothing but space.”

The Vocational Education Program

The principal expressed particular concern about one program at
Meadowview High School: the vocational education program. In recent years,
enroliment in these courses had declined steadily; and while the decline could
not be attributed specifically to the new graduation requirements, the
increased number of mandatory courses required for the new diplomas was
expected to exacerbate the problem. The principal projected the need to
review and revise these programs, and he felt that they may "recover, but in a
very different format, much different than what we see today."

Overall, the principal is optimistic.about the long-range outlook for the
implementation of the new graduation requirements at Meadowview High
School: "I don't see any major resistance or whatever evolving from here. |
think they will continue to be accepted and we'll get better at delivering the
services that are required.”

Discussion of the Principai's Perceptions

Through a variety of initiatives, the actions of the principal at
Meadowview High School! demonstrated support for the new graduation
requirements, but it is clear that some aspects of the policy actions were of
concern. While there was support for increased rigor in the requirements,
there was a perception that the narrow academic focus of the requirements
was not seen to be in the best interests of all students. The mandated program
did not seem to be flexible enough to accommodate differences in students’
ability, interests, and goals, and resulted in local adaptations that were
developed to compensate for the anticipated shortcomings. Examples of
unintended effects include provision of supplementary one-on-one teaching
assistance, deliberate planning for a three-and-a-half or four-year high



127

school program, reduction of class sizes, and tightening up of attendance
requirements. Reorganization of administrators' responsibilities, bringing
them into line with the core/complementary structure of the diploma
requirements, proved to be an effective mechanism to organize for the
change. These innovations, initiated by the principal, are examples of
adaptive changes that were made at the school to impiement the new
graduation requirements.

Essentially, the Meadowview High School principal understood the
implementation of the new graduation requirements from the perspective of
the traditional top-down model of change. The principal understood his role as
that of a policy implementer whose responsibility was to comply with the new
graduation requirements as mandated by Alberta Education. Although, as the
policy implementer, he accepted Alberta Education's legal authority as the
policy maker to set the directions for graduation requirements and gave
support to the implementation, there is evidence that his support was not
passive. There are several examples of adaptatons to organizational structures
within the school that evolved in response to the top-down nature of the
policy requirements. The principal was clear that his responsibility was to
ensure that the learning needs of Meadowview students were being addressed,
and the implementation of the new graduation requirements had to occur
within that context. He endeavored to safeguard his students by implementing
supplementary changes to offset what he believed would be the downside of
the effects of the new graduation requirements.

Alberta Education's authority with respect to high school diplomas,
stated simply, was the right to award high school diplomas to students who
complied with specified requirements, and the right to withhold diplomas for
students who failed to meet the requirements. Schools had little choice but to
organize program delivery to ensure that students had the potential to
complete the new graduation requirements. Failure to do so could prevent
students from achieving diplomas, a situation no principal could afford to risk.

Teachers
Data regarding factors relating to teachers vis-a-vis the changes were
collected from several sources. The first source included data from the semi-
structured interviews with administrators and department heads, the second
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source was a nine-page questionnaire that teachers voluntarily completed,
and the third source was teachers themselves during informal discussions and
unstructured interviews.

The principal made the teaching faculty aware of the study and
encouraged their cooperation through an announcement in the school's
regular Friday morning newsletter late in December 1989. At the end of the
first school week in January, each teacher received a covering letter and the
questionnaire through their school mailbox. A reminder letter was placed in
teachers’ mailboxes six days later to encourage completion and return of the
questionnaires. The principal's secretary collected the completed
questionnaires and, in addition, verbally reminded teachers to participate.
Copies of these documents can be found in Appendix B.

The questonnaire was completed by 61 teachers, three counsellors, four
administrators, and one teacher-librarian. Part I focused on demographic
information, Part II collected information about teachers' understandings,
beliefs, and opinions about the new graduation requirements, and Part Il
measured their Stages of Concern about the change. Fifty-five percent of the
respondents were males; 45% were females. The majority (55%) of responding
teachers had more than 19 years of teaching experience, 31% had 10 to 18
years of experience, and 14% had fewer than 10 years of teaching experience.
Over half of the respondents (53%) had 16 or more years of high school
teaching experience.

The teaching assignments of faculty members were such that an
individual could teach in more than one subject area. The largest percentage
of teachers were assigned to teach practical arts subjects (20%). Teachers of
science represented the next largest grouping (19%), followed by teachers of
math and social studies (15% each), and teachers of English (13%). Seven
percent of the teachers were involved in teaching CALM, while fewer than
10% of teachers were assigned to teach other subject areas.

Teachers' Perceptions of the New Graduation Requirements

In responding to a question regarding their awareness of the phasing
in of a new set of graduation requirements for Alberta high school students,
six teachers indicated they were unaware of the change and six teachers did
not answer the question. Only 82.6% of the respondents answered
affirmatively. Information proposing changes and later mandating the
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changes had been circulating in education circles for almost a year prior to
the mandated implementation. Several explanations regarding teacher
unawareness are plausible. The math department head offered this
rationalization:

I really don't think people are aware of the changes that are
going on. You know, they are coming in so gradually that I don't
think too many people really realize it. This year we had a
change in the grade 10 level, it wasn't a drastic change. The only
thing that was drastic was the fact that we had new textbooks so
that meant that we had to do some mor« reading to get on to the
idea of what the new textbook was about.

Furthermore, teachers new to the profession and teachers recently
transferred into high school teaching positions may not have received
information or may have ignored information about the change on the
grounds that it was not especially relevant to them.  Likewise, teachers whose
area of subject expertise was not directly affected by the change might also
have ignored information about the new requirements. Teachers of English,
for example, may have disregarded the changes to the new graduation
requirements because the curriculum and delivery structure of their courses
had not been changed. Finally, the information bulletins simply may not have
reached every teacher. The finding that over 17% of teachers did not indicate
an awareness of the changes in graduation requirements seems to be
consistent with the conclusions drawn by Lortie (1975), that teachers tend to
focus more on their individual classroom responsibilities and less on the
school as a whole. However, the results of the current study seem to conflict
with the results of the Alberta Teachers' Association study in which all (100%)
teachers of high school subjects indicated an awareness of the new
requirements (1989a).

Sources of information. How did the teachers of Meadowview . High
School learn about the new graduation requirements? Table 15 summarizes
teachers' primary sources of information about the new requirements. Of
teachers who were aware of the changes, the most common sources of
information were inservice or staff meetings (47.8%) and Alberta Education
materials (40.6%). To a lesser extent, Alberta Teachers' Association documents
(29%) also informed teachers about the modifications in the graduation
requirements. Some 11% of respondents indicated that they learned about the
changes from "other" sources. By way of comparison, teachers surveyed in
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the ATA study indicated that they had learned about the diploma requirements
through from other teachers (40%), Alberta Fducation documents (84%), ATA
documents (56%), inservices (20%), and other sources (4%).

Table 15

Teacher Sources of Information About the
New Graduation Requirements

Meadowview ATA Study

Teachers Teachers
Inservice & Staff Meetings 48% 20%
Alberta Education Materials 46% 849%
ATA Documents 29% 56%
Other Sources, including word 11% 44%

of mouth

(These percentages add up to more than 100% because respondents were asked to check as
many responses as were appropriate.)

Understanding and approval of the new graduation requirements.
Approximately one-fifth of the Meadowview faculty indicated that they
"thoroughly” understood the new requirements, with a further two-thirds
responding that they “generally” understood them. Fight teachers (14%) rated
their understanding as "a little." The teachers who were unaware of the
changes, and those who knew only "a little" about them, represented almost
30% of the faculty. On the other hand, the ATA study found that 80% of
teachers rated their understanding of the new requirements as “"thorough.”
while 48% felt that they would like to know more about them.

The majority of the Meadowview teachers (81%) approved of the new
graduation requirements, although only 1u% completely approved, 30%
approved with minor concerns, and 40% approved in general but with major
concerns. Only 10% of teachers did not approve of the changes, and a further
9% had not yet decided how they feel about them. The results from this study
compare favorably with those from the ATA study that found that 90% of
teachers approved, 6% of teachers disapproved, and 4% had no opinion of the
new diploma requirements.
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Generally, teachers appeared to approve of the graduation requirement
changes and have accepted them as regulation. However, an anomaly appears
when they are asked how the requirements will affect the quality of
education. About 29% believed the changes would increase the quality of high
school education. 30% believed it would make no difference, and 16% believed
it would decrease the quality of education. One-quarter of the faculty was
undecided about the possible effects of the new requirements on the quality of
high school education. The ATA survey results were similar: 249% believed the
changes would increase the quality of education, 25% believed they would
decrease the quality of education, 249% of teachers believed there would be no
difference, and 27% were undecided or have no opinion. The large number of
teachers (82%) who approved of the changes in the graduation requirements
seemed to be inconsistent with their beliefs about the impact the changes
would have on the quality of the high school diplomas. Only 59% (48% in the
ATA study) believed that the changes will either increase the quality or make
no difference to the quality of a high school education.

Almost 80% of teachers were in favor of the two diplomas, that is, the
Advanced Diploma and the General Diploma, whereas only 12% were opposed
and 8% were undecided. These results were similar to those expressed by
teachers participating in the ATA study: 78% were generally in favor of two
diplomas, whereas 14% were not in favor, and 8% expressed no opinion. It
would appear that a substantial majority of teachers felt that the abilities of
academic and non-academic students are better satisfied through the two-
diploma streaming system. One consultant expressed his interpretation this
way:

The two streams, there's a degree of popularity I think--whether
it's pedagogically sound or not, I don't think really was the
question. But in terms of certain kinds of constituencies, I think
thart the idea of two streams was one which the government knew
would be well accepted.

In the School Board's 1987 representation to Alberta Education regarding the
new diploma structure, a single-diploma structure was advocated. However,
teachers within Meadowview High School did not agree with the Board
position. They favored two types of diplomas. The few teachers who opposed
the two-diploma structure raised several concerns: employers and post-
secondary institutions do not require a specific type of diploma; the General
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Diploma is really very academic; there is potential for the development of
elitist attitudes; curricular options are lacking; and the non-academic student
is being short-changed. The feelings of teachers regarding diploma streams
were consistent with the program delivery structure that exists in most
schools. Elmore (1988) suggests that teaching is conceived as telling, that is,
teacher directed, and teachers tend to instruct their classes as homogeneous
groups with minimal recognition of individual differences among students.
The "streamed" diploma structure would be consistent with teachers'
perceptions of meeting the learning needs of groups of students in contrast
with meeting the learning needs of individual students.

Changing the passing grade from 40% to 50% was the first policy
initdative to be implemented as a result of the 1985 secondary education policy
statement. In this study, 81% of teachers responded positively to raising the
passing grade from 40% to 50% for the awarding of credits. Teachers in the
ATA survey were 88% in favor of this change. In general, teachers
commented that even the 50% mark would make it difficult for students to
succeed at the next course level, and noted that the flexibility of switching to a
different sequence stream would allow students to complete their diploma
requirements.

Approximately the same number of teachers, both in this study and the
ATA study, approved (47%, 43%) and disapproved (45%, 46%) of the increase in
the number of compulsory credits in the new graduation requirements.
Teachiers favoring the increase believed that the new requirements would
ensure that all students would now receive a stronger basic education. An
increase in the minimum credit requirements for math, science, and social
studies was viewed positively. In addition, there was some feeling regarding
the lack of meaning of the former diploma system, that is represented through
the following comments from one of the administrators:

I personally always felt that there was a lack of requirements and
when I look at some of the courses that students presented to get a
high school diploma a few years ago, it always concerned me that
it didn't seem to lead to anything in particular, but they were able
to get that high school diploma. Some students took the path of
least resistance in choosing their courses. In my mind, there
viare always some guestions as to the amount of science thut a
srudent, for instance, should be taking. It seems we we:e pretty
weak in science and the social studies. 1 always thought that
there should be more than there was.
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From this perspective, the new requirements were generally seen to
strengthen the basic academic courses. The addition of the second stream of
social studies, that legitimized what had been a Meadowview High School
practice at the grade 10 level, was endorsed by teachers. Teachers supporting
the changes commented on the benefits of greater educational uniformity
throughout the province and the return to the tradition of a well-rounded
education.

Teachers who were not in favor of the increase in mandatory course
requirements expressed particular concern for the General Diploma student
who was not bound for a post-secondary institution, indicating that the system
favored the minority of students who were bound for university. Several
interviewees suggested that the effects of the change would be to create an
imbalance in a student's education. Comments such as the following are
tvpical:

Quite often, the people most concerned with graduation
requirements are focusing on the Advanced Diploma which
almost always means youngsters who are planning for
university.

I believe that certainly if academics are the heart of what we are
about, then I believe that the complementary areas are the soul.
And 1 believe that the heart and soul should essentially go
together. I believe that we have kind of imbalanced it a bit, so
that there's a touch, not very much, just a touch too much
emphasis on performance in the academic areas. as opposed to
some of the complementary areas. There's more to life than
academics, is my belief.

There is a really strong emphasis on academics, probably to the
detriment and the eventual demise of many forms of practcal
experiences thart kids have certainly benefited from and enjoyed
in the past.

There are increased credits in science, math, sccial studies, and
there's only so many credits in a year and so many hours in a
day. It will mean a shifting from elective areas to academic areas.
You just don't have time, unless you want to do a four-year
program. If yvou want the best education we can give you, it's
going to take four vears now, and not three.

Related to the concern about lack of opportunity to select options
tcomplementary courses) were comments such as: "kids have to take courses
they don't want,” "they may have to spend longer in high school,” and "they
can't fit in the cources they want to take.” Teachers still referred to these
courses as opuons, an indication that they had not yet begun to use the Alberta
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Education lingo for this category of subjects. Whereas some teachers viewed
the reduction of student course choices as being an advantage because it
reduced registration confusion, other teachers believed it to be a disadvantage
because it limited program flexibility and lessened the opportunity to address
individual student's interests. The issue of the number of mandatory subjects
required for graduation is controversial among teachers: the arguments in
favor of the increase appear to be as valid as those opposing the increase,

Although teachers may not have agreed with any or all of the
components of the policy initiative, very few became involved in challenging
them. One department head expressed the futility of attempting to
communicate with Alberta Educatuion this way:

Alberta Ed doesn't care about teacher concerns. When they
brought in the new Social 20 course, teachers all over the
province complained about it. It made no difference. They have
serious problems out il cre. It started with Mr. Lougheed. Mr.
Lougheed said we waien' iraching enough Canadian history. At
that point 67% of th¢ ®-12 $ocial Stadies program focused on
Canadian history, and e said we are not teaching enough of it.
So, it shows you how n:isinformed he was.

Although none of the other participants in this study was so explicit, this
viewpoint may be shared by other teachers, explaining teachers' failure to
react to the new requirements and their seeming resignation to accept them as
a fait accompli. Meadowview High School teachers had not been particularly
vocal about discussing their opinions about the new graduation requirements
either within the school or among colleagues in other high schools or at the
district office. The exceptions were the science and vocational education
department heads who wrote personal letters of concern to Alberta Education
officials. While some science teachers followed the controversy in their
subject area, they did littde to influence the outcome. The Chair of the School
Board, for example, explained, "I have lots of occasions 1o meet with teachers.
and | talk to them. I'm not sure that 1 have really heard concern expressed
about those requirements.”

Discussion of Teachers' Perceptions

The actions and beliefs of the faculty of Mecadowview High School
indicate that they understand the implementation of the new graduation
requirements policy from the traditional top-down or classical control model.
They understand the policy as a set of insuructions and directions that Alberta
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Education developed and that they are required to follow. Furthermore, they
interpret their relationship with Alberta Education as being hierarchical in
nature, and with their role being that of subordinate. They accept their place
in the implementation because, to quote an Assistant Principal. "that is our
role.” For the most part, the faculty of Meadowview tigh School agreed with
the thrust of the require~:ents and the need to add rigor to the high school
program of studies. While frustration was expressed about specific effects of
the policy initiative, there was no evidence of either overt or covert action
designed to impede the implementation. At Meadowview High School, the new
graduation requirements were passively and automatically accepted as a set of
instructions and directions imposed through the legal authority of Alberta
Education.

Impact of the New Graduation Requirements on Teachers

The new graduation requirements are challenging most teachers to
change. The impact of some of the changes are minor, and others are major, as
the following comments suggest:

less options for students, less space to take the courses that 1
teach, second and third languages.

I have to teach outside the area I was trained to teach.

Teaching the CALM course has been one of the most exciting
courses I've had to teach. It's added a lot to my life.

We have new textbooks to use, more time is spent learning about
them and how to fit them into the curriculum.

In my courses, we are more often pushed into the situation where
we have combined classes where we have students coming and
going at different times. It can be very stressful.

The problem is in implementing the new social studies courses.
Thev are poorly designed, there's improper articulation and the
textbooks are atrocious.

The math department head thought that "the changes haven't affected the
teachers that much, and | don't think that the general public knows anything
about them.” Clearly, the impact of the new graduation requirements has
affected individual teachers differently.

Job security is an issue for vocational education teachers. The
downturn in the economy and the declining student population during the
mid-1980s were factors that contributed 1o the general decreased need for
vocational teachers. These factors. combined with the new graduation
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requirements, meant that vocational education teachers have been hit with
what the vocational education department head calied "a double whammy.” An
increase in the parameters for class sizes in vocational classes from 16 to 22
has further decreased the need for vocational teachers. Further reductions in
the enrollments for complementary subject areas are predicted in the future
because of the increased mandatory core courses, causing additional concern.
A few of Meadowview's vocational teachers have undertaken to upgrade
themselves to teach academic and-or core subjects, but as the department head
stated, other teachers,

people approaching 50 [vears old], are looking down the road to
retirement, and one can seec a reluctance. let's assume one has
five, six, or seven vears left and yvou are looking at going to
university, night school, summer school, that kind of thing. Of
course, there is a reluctance.

The school district has been supportive of teachers wishing to transfer into
academic areas by giving the highest priority to teachers requesting
sabbatical leaves for retraining. An area superintendent suggested that
returning to university was not always necessary because

we offer numerous inservices in this district where, vou could, if
you take the time to go, you could probably do a pretty good job
of getting vourself into another subject area.

He further commented that professional improvement was both an individual
and a district responsibility--not solely that of the district.

The overall consequence of surplus teachers whose . & subject
expertise is in the arcas of practical arts or fine arts afi i+ ~ ;¢ subjects,
Several department heads expressed concern about the plac. - ! of teachers
deficient or lacking in subject area expertise in their departuments.  One
deparument head put it this way:

Teachers who teach in more than one department get stressed out

because they have to attend a lot of extra meetings. Some

teachers enjoy the break, but that's not the case for every

teacher. You take the building construction teacher, he's got 1o

teach chemistry. That's not easy 1o do, not even if he's got some

chemistry. But ] don't know what you do with these people. 1t's a
humanitarian concern.

Generally, vocational education teachers can choosc to remain on the faculty
of Meadowview High School by preparing themselves to teach in subject arcas,
such as CALM., where enrollments are increasing.
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While the new graduation requirements increase the number of credits
students must obtain in math, social studies, and science. additional teachers
may not be needed to teach these additional courses. In social studies, for
example, a projected decline in the enrollments for the complementary
courses of psychologyv, sociology, economics, and geography will release
teachers 1o teach Social Studies 20, 23, 30, and 33. In math, the need for
addiuonal staff will be minimal; in science, the number of teachers needed for
the introduction of Science 10, 20, and 30 may be offset by the deletion of the
Biology 10, Physics 10, and Chemistry 10 programs.

Introducing the new CALM 20 course also had implications for teachers.
In addition to recruiting teachers 1o present it, teachers required inservicing
to become familiar with it. At Meadowview High School. interested staff
members volunicered to teach the program and attend the necessary
inservices. The teachers selected to teach CALM were then redeployved from
tecaching assignments in declining enrollment complementary courses.

At Meadowview High School, the requirement for 10 credits in a "C"
option course for Advanced Diploma students has increased the registration in
French 10. Three additional sections of French 10 were added to the course
offerings in 1989-90. Appropriately qualified teachers were assigned to
instruct the classes. Interestinz! although wvocational education courses
qualified for inclusion as "C" opucns, enrollment in this area continued to
decrease. The principal indicated that "there has definitely been a trend for
students to enroll in sort of more academic kinds of option programs,” thereby
creating a need for teachers in modern languages. The changing enrollment
patterns and the consequent shifting of teacher assignments at Meadowview
Composite High School can be attributed, in part, to the new graduation
roequirements. Teachers who wish to remain on staff at the school can assure
their continued tenure by updating themselves to teach core subiects.
Transferring to another school is an option for displaced vocational teachers,
but other high schools have their own surpluses and junior high schools are
not as likely to have specialized vocational programs, thereby forcing thesc
tvachers 1o become generalists.

Discussion of the Impact of the Changes on Teachers

The overall impact of the new graduation requirements on teachers
varies considerably from individual to individual. For some teachers the
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challenge of a new teaching assignment was viewed as a positive growth
opportunity, while for other teachers the same challenge created distress. The
primary concern expressed by all teachers was related to how they personaily
would be affected by the change: their verbal comments indicate that overall
policy goals are not of immediate import. These findings are supported by
Fullan and Stiegelbauer (1991) who suggest that the nature of eaching forces
teachers to function independently and in isolation from each other. While
teachers have the autonomy to decide how they will spend their time and
energy and what they will spend it on, their perennial problems relate to lack
of time. time demands. and the feeling of not finishing their work. The time
factor is compounded when unwanted changes are forced upon teachers.

In analyzing the teachers' perspective. Fullan and Sticgelbauer stress
(1991) the need to distinguish between "the change” and "the change process”
(p- 127). The Kkey point is 10 focus on what the meaning of the change is for
teachers.  As teachers assess proposed changes to determine how much time
and effort they will put into a particular change. Fullan and Stiegelbauer
maintain that they use four criteria:

1. Does the change potentially address a neced? Will students be
interested? Will they learn? Is therc evidence that the
change works and that it produces cluimed results?

2. How clear is the change in terms of what the teacher will
have to do?

3. How will it affect the teacher personally in terms of time.
energy, new skills, sense of excitement and competence, and
interference with existing priorities?

4. How rewarding will the experience be in terms of interaction
with peers or others? (pp. 127-28)

The guestionnaire data indicates that teachers at Meadowview High School
supported changes to the new graduation requirements.  Similarly, the
majority believed that they understood the projected changes.  In spite of
giving their support to the changes, tcachers were uncertain as to whether
the new requirements would have a positive impact on the quality of education
and were, rherefore, uncerwain as to whether to invest their time and effort in
a change that had not yet proved itsclf. Although the secondary education
policy claimed to have strong benefits for students, about half of
Meadowview's teachers did not seem willing 10 accept the claim withou?
evidence that their students would benefit,
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The third and fourth criteria, relating to whether the rewards would be
at least equal to their personal costs, was a concern that most Meadowview
teachers had not resolved regarding the new graduation requirements. The
highly personal nature of change mandates that each teacher must have the
opportunity to work through the new experience in a such a way as to at least
balance the personal benefit/cost ratio. Without some assurance that their
time and energy would result in positive gains for their students and personal
satisfaction, many teachers were hesitant to commit themselves to the change.

In attempting to understand the meaning of the change to the teachers
at Meadowview High School, it is critical to understand the reality of the
change from their perspective. The new graduation requirements were
conceived by legislators and administrators from a perspective distinct from
that of the teachers and, no matter how well a policy is grounded in sound
theory and practice, it must be clear, credible, and offer the potential of
positive rewards for those involved in implementing it. Fullan and
Stiegelbauer (1991) draw attention to the fact that change is a process, not an
event, and teachers need opportunities to experience the change in order to
gain a fuller understanding of it.

The next section will report on the findings of that part of the
questionnaire designed to determine the focus of teachers' concerns.
Teachers' Stages of Concern About the Innovation

The Stages of Concern About the Innovation Questionnaire (SoCQ) is a
commonly used instrument that focuses on the psychological orientation of
both users and non-users to a particular innovation or change. By assessing
attitudes towards an innovation, Hall hyvpothesized the existence of seven
stages of concern (1979). A discussion describing the SoCQ is presented in
Chapter 3. Appendix E presents charts detailing the characteristics of each
stage.

By way of a brief review, a concern is defined as the "composite
representation of the feelings, preoccupation, thought, and consideration
given to a particular issue or task" (Hall, George & Rutherford, 1986, p- 5).
There are seven stages of concern, ranging from O through to 6. Stages O. 1,
and 2 relate to self-oriented concerns; Stage 3 is a task-management concern:
and Stages 4, 5. and 6 are impact tvpes of concerns. Hall, George, and
Rutherford (1986) hypothesize that, as individuals move from unawareness
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and non-use of an innovation into beginning use and more highly
sophisticated use, their concerns form a progression wave indicative of their
"growth sequence” (p. 34). Interpretation of the scores provides insight into
both the type and intensity of the concern as well as the affective stance that
the individuals are taking towards the innovation.

This section presents the results of the teacher SoCQ and provides an
interpretation of them. The interpretation of peak scores, second highest
scores, lowest scores, and second lowest scores has been carried out with
group. as opposed to individual data. The scores are directly related to the stage
definitions: the higher the score, the more intense the concerns at that stage.
Addirtionally, several analyses were conducted using demographic data
variabies.

Hall, George, and Rutherford recommend two ways of treating group
data (1986). The first way is use the stage scores of each individual to tally the
number of individuals who are . ighest, lowest, etc., at each SoC. Table 16
indicates the frequency of individual scores for the various SoC. Hall, George
and Rutherford (1986) offer thz following guidelines with respect to the
interpretation of SoCQ data:

1. Establish a holistic perspective by striving to develop a gestalt
based on all the SoC scores noting those which are high and
which are low, and what the person seems to be indicating
about his/her concerns.

!\)

Look at the relative high and low stage scores not how high
or how low the score is in relation to other SoCQ data.

3. Look at the individual item responses to determine if patterns,
trends and irregularities exist.

4. Look art the total score to determine the amount of

involvement individuals have with the innovation.

Generally, a low total suggests a low intensity of concerns and

a comfortableness with the innovation while a high total

percentile score is indicative of definite feelings and

involvement with the innovation which may be either

negative or positive. (pp. 53-55)
The faculty of Meadowview High School had the highest percentile for Stage O:
Awareness SoC about the innovation. This indicates that they are non-users
who have low concerns about the change, that is, thev are just becoming
aware of the innovation, or they have little concern about or involvement

v/ith the innovation. A second interpretation of a high Stage 0 is that the
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users have low concerns about the change because they are well experienced
with the innovation and are more concerned about other things not related to
it. Both situations relate to the teachers' self-oriented concerns: theyv have
not yet begun to consider task-and-impact concerns. A few teachers, v 0 may
have worked their way through the various stages of concern, have accepted
the changes as they affect themselves and, in so doing, have alleviated any
anxieties they may have felt.

Table 16
Frequency of Concerns Stage for School Faculty

Number of Individuals Stages of Concern*

0 1 2 3 4 5 6
Highest percentile 27 14 10 2 0] 1 5
2nd highest percentile 12 19 16 3 2 4 4
2nd lowest percentile 3 0 2 8 16 15 16
Lowest percentile ' 4 1 3 9 17 20 ()

*Stages of Concern:

O Awareness
Informarional
Personal
Management
Consequence
Collaboration
Refocusing

(VIS FORd VN NI

c

Hall, George, and Rutherford (1986) suggest that the second highest SoC
is often adjacent to the highest SoC based on the assumption that the nature of
concern is developmental. A pattern exists for this data bearing out the
validity of this assumption and indicating that the second highest stage of
intensity is Stage 1. This stage, called Informational, relates to substantive
aspects, that is, the nature of the innovation, and indicates that the faculty
were interested in learning more detail about the change. Stage 2, Personal
Concerns. are generally closely associated with Stage 1 concerns, and this
generalization holds for the sample data in this study. Faculty members were
uncertain about what demands the innovation would put on them personally
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and their adequacy in meeting those demands. The data in this study indicate
that the Meadowview High School faculty was generally most apprehensive
about self-oriented concerns regarding the new graduation requirements.
The lowest mean scores occurred for fourth, fifth, and sixth Stages of
Concern. These three stages relate to the impact of the innovation and, for the
present study, indicate that the faculty as a whole had minimal concern about
the impact of the use of the innovation on students, was not collaborating and
cooperating with others regarding the changes, and had not considered
alternatives to the innovation. The total score reflects. to some degree, the
amount of involvement participants have with the innovation, but IRV
George. and Rutherford caution against giving it a large degree of
significance in the overall interpretation of the SoC (1986). This mean for the
total score for teachers at Meadowview High School was 54.1, indicating
medium intensity of concerns, involvement, and comfort with the changes.
The second way of treating the data is to aggregate individual data by
developing profiles for various groups within the sample. Non-users'
concerns are the highest on Stages 0, 1, and 2 and the lowest on Stages 4, 5, and
6 and, while there may be some variation in the intensity of these concerns,
the general shape of the pattern is as plotted on Figure 2 (Hall, George, &
Rutherford, 1986. p. 36). The mean scores for each SoC within each subgroup
of the Meadowview High School faculty are represented graphically in Figure
3: Stages of Concern Profile of Faculty. All of the profiles developed for the
data of the faculty at Meadowview High School are typically those of Non-user
SoC. This profile is representative of individuals who are somewhat aware of
and concerned about the innovation and are interested in learning more about
the innovation from a slightuy proactive perspective. When individuals'
concerns are most intense at Stages 0, 1, and 2, thev are moving from
unawareness and non-use of the innovation into beginning use. The faculty
does not have many management concerns (medium intensity Stage 3) and are
not concerned with the consequences of the innovation for students (low
Stages 4 and 5). The Meadowview teachers' SoC profile was very similar to the
profile described for non-users up to this point. Ar Stage 6, the tvpical non-
user profile tails-off, indicating that individuals had not developed
alternatives or improvements to the innovation. The data in this study tails-
up, meaning that participants have ideas about how to do things differently,
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Figure 2
Stages of Concern Profile: Typical Non-User Profile
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Figure 3
Stages of Concern Profile for Meadowview High School Faculty
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and they were likely o be negative towards the innovation. Hall, George, and
Rutherford (1986) suggest that the overall profile "reflects the interested, not
terribly over-concerned, positively disposed user” (p. 36). The tailing-up, that
is, the increase in the intensity of concerns for Stage 6 of the participants in
this study, indicates that the Meadowview faculty members had other ideas that
they believed had more merit than the concepts included in the innovation.
The questionnaire and interview data substuntiated this finding. The tailing-
up in this instance is more than the seven to 10 points and is regarded by the
authors as a potential warning of possible resistance to the innovation.

Appendix F presents the SoC profiles of the SoC of faculty according
various variables. The SoC of faculty according to their professional teaching
assignment (Figure F-1) most closely resembled the typical non-users' profile
with the exception of the tailing-up phenomenon. It may be that t=2achers
resisted the changes or were negatively disposed towards them. Counsellors
and administrators show relatively lower intensity scores for the
informational, personal, and management stages and did not exhibit the
tailing-up score for Stage 6.

The profiles the SoC by Years of Teaching Experience and Years of High
School Teaching ixperience (Appendix F: Figures'F-Z and F-3) generally,
correspond 1o tne profiles of non-users. An examination of the SoC profile by
years of high school teaching experie~:~ reveals several deviations from the
typical non-users' profile that merit :-..ament. Teachers with six to 10 years
experience demonstrated an increased u:({ensity of personal concerns, which
illustrated individuals who were much more concerned about their personal
position and well-being in relation to the change than they are in learning
more about the substantive aspects of the change. Teachers with fewer than
six vears of high school teaching experience were the only subgroup to
demonstrate tailing-off of the refocusing SoC and are not likely to resist the
innovation. Of interest is the fact that teachers with over 21 years of
experience had lower relative intensity scores than teachers with less
experience on most of the seven stages.

The SoC profiles by subject area taught (Appendix F: Figures F-4, F-5,
and F-0) are also typical of non-users, except for the tailing-up phenomenon
at the refocusing stage. Scores for teachers of core non-academic and
complementary subjects were slightly above the score of typical non-users in
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the third SoC relating to tasks, issues, and processes such as organizing,
managing. and time demands relating to the implementation of the changes.
In addition, scores for teachers of complementary subjects were above the
norm and the scores of core subject teachers in Stage 6, refocusing. Teachers
of these subjects were likely to have definite ideas about alternatives to the
new graduation requirements and had explored the possibility of major
changes 1o or replacement of the policy initiative. This finding is consistent
with the findings from other data collected in this study. The increased
requirements for credits in core courses had created concern about the future
of programs in the complementary courses, and the associated anxieties were
likely to be the reactive response from this group of teachers.

Discussion of Teachers' Stages of Concern About _the Innovation

In this study, the SoC was used to contribute to the undersianding of how
the faculty of Meadowview High School reported their feelings, beliefs, and
assessment of the new graduation requirements. Past experiences and
associations with Alberta Education dirertives, together with personal
involvement with the new requirements, stimulate the development of an
individual's concern about the change. For this reason, Hall, George, and
Rutherford (1986) caution that a person's perceptions are not necessarily the
reality of the situation. They are each individual's perception of reality.

The Stages of Concern profiles of the Meadowview faculty are indicative
of non-users whe were somewhat aware of and concerned about the
innovation and who were interested in learning more about the projected
changes. Building upon the Fullan and Stiegelbauer concept of change as a
process, (1991) the faculty appeared to be in the earliost stages of the process.
Teachers' concerns were most intense about identifying what the new
graduation requiremenis were and what this innovation entailed. They were
interested in having more general information about the changes, what they
would do, and what use would involve (Hall, George, & Rutherford, 1980).
Significant concern was also expressed about factors pertaining to personal or
"self." The 50C component of the teacher guestionnaire found that ego-
oriented quastieas and uncertainties about the changes in the graduation
requirements concerning status, reward, and potential or real effects of the
change were similar to those found through the open-ended component of the
teacher questionnaire. These findings, although established through
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differing techniques, reinforced each other and draw attention to the
i:npourtance of implementers’' understanding the meaning of the change in the
implementation process.

Teachers' realities were different from the realities of the policy
makers who outlined the new graduation requirements. Although it could be
argued that 16 months into the official implementation period teachers’
concerns should have evolved into the management stage, this was not the
case. Several explanations as to why this occurred are plausible. First,
teachers did not seern to have developed a commitment to the new graduation
requirements. Although information about it was forthcoming from several
sources, teachers may not have felt sufficient concern abcut it to put forward
the time and effort required to become committed to the changes. Second,
teachers may not have thought of the change as having a significant impact
on themselves personally. Programming, timetabling, counselling, and
initiating are traditionally not the specific responsibility of classroom
teachers, and they may have assumed that other faculty members would be
accountable for the implementation. Third, given the many ongoing and more
immediate classroom-teaching-learning responsibilities of teachers, they
were likely to have had other tasks of higher priority on which to focus their
limited time. Firestone and Rosenblum (1988) found that high school teachers
had a limited inrerest in major policy decisions, and rthis mayv have been the
casc for the Meadowview teachers. It is likely that each of these explanations
factored into the SoC findings that the teachers of Meadowview High School
are typical of non-users of the new graduation requirements.

Parents

Data about parents' perceptions of and reacticns to the new graduation
requiremonts came fr--m one primary source: questionnaires. Data were
collected through questionnaires completed by the parents or guardians of
students enrolled in the CALM course at Meadowview High School during the
first semester of 1989-90. A copy of the parent’guardian questionnaire is
found in Appendix D. The design of this research study did not include
interviews with parents; however, interviews with the chairperson of the
-“hool Board, school, and central office-based administrators, department
ncads, and Alberta Education officials included questions relating to
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interviewees' understandings of parental response to the new graduation
requirements. Supplementary data from a study conducted by the Alberta
Teachers' Association were introduced. as appropriate, for comparative
purposes.

Demographic data about the parental component of this study indicate
that they represent a somewhat typical group of high school parents ard
guardians. The majority (83%) of parents and guardians in this study ranged
in age from 35 to 50 years of age with approximately equal numbers being
below 35 and above 50. Most were employed (75%), while 10% considered
themselves to be homemakers. Five percent were unemploved, and 10% did not
indicare their occupation. The largest group of respondents were mothers
(71%), followed by fathers (25%), and then guardians (4%). Of the 85% of
participants who revealed their annual household income, approximately one-
third fell below $25.000, one-third ranged between $25.000 and $40.000. and the
remaining third was above $40,000. The number of parents or guardians whao
responded on behalf of sons was equal to the number of responses made on
behalf of daughters.

It appears that Meadowview High School parents had very limited
knowledge about the change in graduation requirements. Data from the
questionnaires indicate that only 35% of respondents had heard about the new
requirements. These findings were consistent with those found 1n the Aiberta
Teachers' Association study which reported that about one in three of the 281
parents of high school students who participated in their survey were aware
of the new requirements (ATA News, 1990). This factor had important
implications for other responses or, more accurately, lack of response to or
lack of opinion regarding specific aspects of the new graduation
requirements. Approximately 66% of participants in this study did not answer
or were not familiar enough with the details of the changes to express their
opinion on questions dealing with particular components of the new diplomau
requirements. For this reason, caution must be used when interpreting the
remaining data.

Within the parental group who expressed an opinion about the new
graduation requirements, the extent of their understanding about the
requirements varied considerably. About 22% indicated that they knew almost
everyvthing about the new diplomas, 22% knew enough to give their children
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advice, 37% knew only a litde about the changes. and 18% admitted that they
did not know very much. The parents familiar with the changes indicated that
they had been informed through various sources. The majority (57%) learned
aboutr them from their children and/or through school newsletters. Other
sources of information included media, 18%; school meetings, 14%; friends,
11%: ar v her sources, 119%.

* parents who were aware of the new requirements, 63% approved
comyp:  «iy or had minor concerns, 15% approved but had major concerns, and
4% did not approve of the changes. High school parents participating in the
ATA study expressed similar opinions: 58% approved completely or with minor
concerns, 14% approved with major concerns, and 11% did not approve at all.
The number of responding parents who felt the changes would increase the
quality of education (344%) is equal to the number of parents who were not
sure if the new requirements would affect the quality of education. Only 11%
of parents felt the changes would not make any difference. Parents
participating in the ATA study expressed different opinions: 42% believed the
quality of education would be increased, 17% believed it would be decreased,
22% believed it would make no difference, and 19% could not say or had no
opinion.

Parents who were aware of the dual diploma structure were
overwhelmingh in favor of the change (82%). A small minorinn- (7%) were
opposed to two diplomas, whereas 11% of respondents indicated that they were
not familiar enough with the concept to express an opinion. In the ATA study,
almost the same number of parents who were aware of the two-diploma
structure (81% favored it, while a slightly higher number (12.5%), opposed it.
Generally, those favoring two diploma streams believed thar it best served the
differing ability levels of students.

The Advanced Diploma was believed to be motivating and challenging
for those students with academic talents intending to pursue higher education.
The General Diploma was seen to serve the needs of those students wiio were
unable or disinclined to succeed in the more academically oriented program.
Parents opposing the dual diploma structure iisted a variety of reasons for
their opinions, including the possible creation of two classes of students, the
Lack of time available for options, and the undue attention being focused on
the Advanced Diploma. Most participating parents (85%) felt that it was the
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right of all students to earn a high school diploma.

Almost half of the respondents favored the balance of credits among
¢ curses, although 90% indicated that they were not aware of the specific
changes to individual subjects. The data presented by the 10% of respondents
who 'were aware of changes to specific subjects lacked reliability and, with the
exception of the Career and Life Management course., did not merit reporting.
Over 34% of participants offered an opinion about the CALM course: 899,
favored the course.

Parents were definitely more aware of the CALM course than other
course changes. The fact that it was a new course and that it required
student parent interaction likely contributed to its enhanced profile. The ATA
study of high school parents found that 71% of parents whoe were aware of the
course favored it, 16% were not in favor, and the remainder had no opinion.
About half of the parents favoring the course supported general life skills
concepts or the ability 1o adapt to mndern society, wher.eas those opposing the
course suggested that the course was useless, taught students @ othing, took
time away from more important courses, and could be better taught at home by
parents (Alberta Teachers' Association, 1989a).

Initially, some educators were concerned about the possible reaction of
parents 10 the introduction of CALM, especially the unit on sexuality. Through
the initiative of the district CALM consultant, the district high schools
developed a process to inform parents about the course and to provide thoem
with an opportunity to express their opinions. At Meadowview High School,
the school administration was proactive in familiarizing the parent advisory
committee with the course, kept them up to date with the implementation plan,
and received their input about effective implem :ntation strategics. During
the ¢+'ot iesting of the course, students in all three grade levels were granted
access 10 the course. The parent group was involved in assessing the
evaluation of the pilot testing and actively supported the limitation of the
program to only grade 11 and 12 students in future years. Early in the official
impiementation school year, a letter informed parents of all CALM students
about the course and its content and encouraged them to communicate their
concerns to the school or the teacher. The department head indicated that the
response was "nothing.” The principal indicated that he had had only one
parental inquiry about the new CALM course and it was
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a mild kind of phone call, kind of asking a rhetorical question,
"are vou sure that this teacher should be doing this unit in this
way?” When I got the background on the situaton and the
parent got the total context within which this one activity was
taking place, they then felt more satisfied. It was just sort of a
communication thing between the child, the home and the
teacher.

The anticipated parental reaction to the CALM course did not materialize at
Meadowview High School. much to the relief of the school's administration and
faculty.

The only othier subject that was of concern to parents was the science
program. The science department was aware of lobby groups of parents and
others in the city and of letters to the editor indicating a general
dissatisfaction with the structure of the program. The department head
indicated that none of the Meadowview parents had expressed an opinion
directly to him and, to his knowledge, none of his teachers had been contacted.

Educators from Meadowview High School, the School District, and
Alberta Education expressed their impressions of parental perceptions of the
new graduation requirements through the interview process. Typically, the
interviewees indicated that parents had not shown any concern regarding the
changes. An assistant principal summed up his experiences with parents this
way:

Actuallv, 1 can't sayv there has been a lot of contact that I have

had with parents that relates to the high school diploma
requirements. [ sort of get the feeling theyv have accepted it.

This response was echoed by all of the deparument heads interviewed and by
central office personnel. The math consultant speculated that "many of them
[the parents] don't seem to be aware that there really is a change.”

Discussion of Parents' Understandings of the New Graduation Requirements

This study found that parents of Meadowview High School were not
particularly knowledgeable about the existence of the new graduation
requirements, and a relatively small number categorized themselves as
knowing "a lot” about them. The majority of parents who were aware of the
changes support them. The dual diploma system, the introduction of the CALM
course, and the change in the grade required to pass a course received
substantial backing.

It can be inferred that the lack of parental knowledge, involvement,



152

and concern about the new graduation requirements policy indicates that
parents believed that the policy was implemented from a top-down
perspective. In other words, as external stakeholders in the policy process.,
the parents of Meadowview High School students understood and accepted the
authority of the government. Alberta Education, the School Board, and the
school to set regulations and implement them with minimal parental
involvement. The data provided no evidence that the parents thought of
policy implementation as involving either a political bargaining or cultural
evolutionary process. Meadowview parents were generally uninvolved,
somewhat uninformed, and perhaps even apathetic 1o the introduction of the
new graduation requirements. These characteristics typify the feelings of
hopelessness experienced by the grassroots stakeholders who understand the

process of policy development from the top-down. classical control
perspective.

Students
In this study, student data were collected through a questionnaire
administered to all 98 Meadowview students enrolled in the first semester of
the CALM course during the 1989-90 school yvear. Table 17 indicates the grade

level of participating students. Seventy-nine percent of the students in this

Table 17

Grade Level of Participating Students

Percentage of Students

Grade 10 15
Grade 11 79
Grade 12 5

study were in their second year of high school, grade 11, while 15% werce in
grade 10, and 6% were in grade 12. Slightly more boys (50%) than girls (44%)
participated in the study. A majority of students (58%) planned to spend at
least three-and-a-half (27%}, four (31%), or more (1%) yvears in high school.
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The post-graduation plans of participating students are indicated in
Table 18. The Meadowview students surveyed in this study (83%) had made
decisions with respect to their plans after completing high school: the largest
number, 42%, planned to attend university, a further 35% intended to attend a
technical school or community college, while 9% had cother plans. Only 7% of
students intended to enter the work force upon completion of high school.

Based on their current marks, the majority of students (77%) expected to
complete all of the requirements for the diploma progrem iz which theyv were
registered. A further 22% were uncertain of their ability to complete the
requirements for their diploma, while only 1% felt they would not be able to
complete them. Students commenting about the uncertainty of completing
their requirements gave several reasons: inability to pass one or more
courses, conflict with a teacher, unclear about requirements, poor attendance
record, and desire to quit school. After one-and-a-half vears in high schoocl,
students V\;ere generally optimistic about their ability to attain the goals they
had set for themselves.

Almost 60% of the participating students were enrolled in the General
Diploma program, while 38% were following the Advanced Diploma route.
When questioned about why they chose the diploma pattern they were
following, students gave a variety of responses. Several students (2-4%) felt it
was the best route for entrance into university, college, or technical school:
others (17%) felt it was the key to a good job. Some students selected their
diploma program according to the number of course choices permitted (27%):
others selected their program based on the flexibility offered in relation to
high school completion (18%): and academic opportunities (12%).
Interestingly, only a small number of students indicated that their choice was
influenced by significant adults: parents seemed to have the most influence
(15%), ftollowed by guidance counsellors (8%). teachers (6%), and
administrators (1%).

Students seemed to have the greatest understanding of the requirements
for a General Diploma. Over 93% indicated that they understood the course
requirements and credits needed to achieve a General Diploma very well or
somewhat, as compared to only 80% who indicared similar knowledge about the
Advanced Diploma. This finding correlates with the fact that the majority of
students (60%) in this study weie enrolled in the General Diploma program
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and were more likely to be knowledgeable about the basic high school diploma
program than the advanced one thart is relevant to fewer (38%) of students.

Table 18

Post-Graduation Plans of Participating Students

Percentage

University 42
Technical school or

community college 35
Attend other post-

secondary institution 9
Enter work force 7
Uncertain or no plans 17

Most students believed that the Advanced Diploma was more rigorous
than the General Diploma. Students identified many concepts about the two-
diploma system. some accurate, some less accurate:

The General Diploma is the easier one, but it doesn't get vou into

university. The advanced is very difficult {student's emphasis].

all the hard courses are required, but it can be used to get into

university.

One goes at a faster pace than the other and is a bit more harder
[sic]. In general yvou can take more of a selection of courses.

Advanced takes extra work and responsibility, but it doesn't allow
for much training in the trades areas.

You need to be enrolled in higher level courses and have good
marks for advanced. The general one is a little more lenien:. For
an advanced you need to have all core subjects in the 30 level. e.g.
Math 30, English 30, Chem 30. The General Diploma allows you to
take the lower, less difficult courses.

The General Diploma lets you have the decision of choosing the
level of difficulty and advanced you must stick to a certain level.
The general lets you take shop (i.e., automotives, welding) whilc
advanced you can only take academic courses.

The Advanced Diploma was understood 16 have a greater number of required
courses, especially at the 30 level, in science and second languages; more
challenging and difficult, higher academic courses, that is, the 10, 20, 20
stream as compared (o the 13, 23, 33 stream; a heavier work commitment on the
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part of the student; fewer choices respecting options: and higher achievement
standards. Generally, most students saw a definite distinction between the two
diplomas and had a basic understanding of the structures that contributed to
the differences.

Only a few students suggested that the differences between the diplomas
were minimal or negligible:

They don't differ. No one can tell me the difference. I don’'t know
and I want to know.

No difference. .

I don't think they are different. There's no difference.
Many of the students who indicated that there was no difference berween the
diplomas regarding their difficulty, standards, and course selection recognized
that the diplomas did differ with respect to entry into post-secondary
institutions and future job opportunities: '

If you have an Advanced Diploma you're going to get accepted
before someone with a General Diploma. The student will get a
better chance in future job opportunities if they have an
Advanced Diploma.

An advanced will give you better courses for post-secondary school.
Advanced will be better for university, etc. An advanced will show
the employer that the applicant is a hard worker.

Although these students may not have seen the specific differences in the
structure of the two diplomas, it is clear, nevertheless, that theyv were quite
aware of the possible long-range implications of each type of diploma.

The General Diploma was seen by some students as being less restrictive
and more flexible in that it offered the freedom of more optional course
choices:

The only difference is that if you're going 1o get a General
Diploma yvou can take more options.

General aliows almost anything to be chosen--only has basic
requirements. Advanced is narrower, not much room for
variaton and electives.

In advanced you have everyvthing picked out for yvou. You have
no time for any "fun" courses, because vou need the spares for
studying or catching up on sleep (long nights of homework). In
the general, you have an incredible amount of flexibility.

In advanced, there are a lot of classes that you must have whereas
in general there are a minimal amount of courses that vou must
have and more freedom of choice as to what courses to take.
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While the General Diploma was believed to be easier. a few students felt that it
provided a broader range of courses in that the student could select special-
interest courses such as "shop,” art, and drama.

On the other hand. other students saw the Advanced Diploma as offering
increased flexibility of choice regarding entrance into post-second.a v
institutions and entry into selected careers. Students who viewed thoe
Advanced Diploma from this perspective made comments such as:

The advanced is harder, burt better. It'll get you more places.

Advanced is harder to get but you can get any job with it.

The advanced will get you in (university, NAIT, Grant MacEwan,
etc.) easier.

People will look for an Advanced Diploma because they'll think
that they have a better chance at succeeding than a person
with a General Diploma.

Using a wide range of words, students conveyed a strong feeling that the
Advanced Diploma was better that the General Diploma.

In response to a question about the difference in the diplomas with
respect to entrance requirements for post-secondary institutions, the
following student responses are typical:

University. You need an Advanced Diploma.

You stand a better chance with an Advanced Diploma.

You have a better chance of being accepted with an Advanced
Diploma because it is a higher achievement.

Many students were under the misapprehension that a diplema was required
for university entrance. Only one student was able o state succinctly and
accurately that "vou just need the courses and credits for the particular
faculty.” Another student believed that "Advanced Diplomas are mostly for
university only, but could be used for college” while "General Diplomas are for
college only.”

Students generally recognized that each diploma met their particular
needs, interests, and abilities. Many students suggested that the Advanced
Diploma had higher standards and was for "honors" students. The General
Diploma was seen to be a basic education program for "regular students.” The
wide range of responses indicate the various perceptions that students heid
with respect to the new graduation requirements. It was clear that students
knew about the two diplomas, but the accuracy of their knowiedge varied
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considerably.

Concern about the possible emergence of a "second class citizen,” that is,
the Generat! Diploma student, was a concern about the new graduation
requirements. Students most frequently responded negatively to a question
asking whether the diploma program a student was enrolied in made any
difference in how he/she was treated in school. Almost two-thirds of these
responses were an unqualified "no." Seventy-five percent of the Advanced
Diploma students did not believe that there were any differences. while 65% of
the General Diploma students did not believe that there were any differences.
A few students elaborated:

No. There is no difference because most people don't even know
what you're taking so they treat you normally.

No, not really., unless you're in Class X. Then everyone thinks
you're a retard, probably because most of them are.

No, it doesn't matter what diploma a student is enrolled in. It
makes no difference how they're treated usually, except for some
students who dislike "smarter” people or some teachers who favor
"smarter"” students.

Fewer than one-quarter of students responded in the affirmative to this
question. Their explanations centered on two concerns: peer perception or
teacher expectations. Some students felt that the diploma pattern they chose
created pressure from their peers:

Sometimes peers and peer pressure can give vou a hard time
about it.

Yes. I am known as a "geek" or "nerd" because of the courses 1|
take. [ have no spares and I go to the library.

Yes. when you aim for just a General Diploma, the other students
in an Advanced Diploma try to put you down in saving vou're
stupid, not smart enough. Then that leads into other
discrimination. The whole thing is stupid.

Imaging or labeling was the primary concern of students with respect to how
they were seen by their peers and, while the practice may be judged to be
undesirable, it is a common method by which students acknowledge the
existence of individual differences among themselves. Other students, most of
whom were enrolled in the general program, experienced differential
treatment based on expectations for them:

Yes, definitely. If you're in an honors class you are treated
dlffereptly because they know you're willing to work harder. 1
think [it] has some positive and negative aspects.



Maybe, by the teachers.

Usually. the advanced people get more privileges because they
can afford to miss a class or two.

I think that there is a bit more flexibility' for Advanced Diploma
students.

If you are enrolled in an advanced, teachers treat you better, If
yYou enroll in general, people think you're stupid and the
teachers are harder on you.

A similar number of students (22%) believ.d that only one diploma was needed
for high school graduates. Most students recognized that the need for two
diplomas was based on differing student abilities. Comments such as.
"different people have different needs." "not everybody can attain the marks
for an Advanced Diploma, so there must be a 'back-up for them." and "two types
of diplomas give different challenge leveis for different students” illustrate
why students supported the dual system. Only a few students favoring a single
diploma commented, and their comments reflected equality issues. The
following comment is representative: "I think one diploma is a good idea so
there isn't any separation of students (smart, dumb).” In support of a single
diploma, one student was bold enough 1o suggest that there was a relationship
between school dropouts and the dual diploma system. Despite a few
dissensions, most students supported the two-diploma system.

The opinions of students., their parents, guardians. and teachers
regarding the two-diploma structure are compared in Table 19. Students
expressed the least preference for the two-diploma structure while their
parents and guardians showed the highest preference for the dual diploma
structure. It is . ot clear whether those students who believed that there was
differential treatment for students based on the diploma program they were
enrolled in are the same students who expressed preference for a single
graduation diploma.

Just over half of the students (59%) expressed a positive feeling about
the number of compulsory courses, but opinions were varied as is shown by
some typical responses:

I think they are equally divided, but when you want an Advanced
Diploma, you just don't have much space in your timetable for
option courses vou'd like to take.

I think people are pushed too much into all work and no play.
Too much emphasis on math, English, social, and science.
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It is good to have a couple of options to take a break from the
harder courses but I feel they are not as important.

I feel it is good we have more compulsory courses because they
teach you a lot of the things you need to survive in the future.
Options like drama are fun, but may not get you a job.

I think there is a healthy balance in the high school program
because you can have your compulsory courses and have some
fun courses too.

Only a slight majority of students (53%) felt there was a positive relationship
between the number of compulsory credits in their programs and the quality
of their high school educadon.

Table 19
Opinions on the Dual Diploma Structure

Favor Prefer Undecided
two one
diploma diploma
Students , 63% 22% 16%
Parents or Guardians 82% 7% 1196
Teachers 79% 12% 9%

The overall reaction of students to the new graduation requirements
was rated to be very good (17%) or generally okay (56%). Eighteen percent of
students felt that the requirements could be improved with a little change, and
only 6% of students felt they needed a lot of change. The primary concern
students expressed about the requirements related to the lack of opportunity to
select courses of their choice, and a lack of understanding about the. differing
requirements. One Advanced Diploma student was quite explicit in expressing
his opinion:

Are we not smart enough to decide what we need since college
does not look at the diploma but at the marks regarding the
applicable courses? Are we trying to compete with the Japanese
system of education?

While about 31% of students expressed concern with the new diploma
requirements, the majority of students (69%) indicated that they had no
problems or concerns.
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Discussion of Students' Perceptions of the New Graduation Requirements
The students of Meadowview High School! demcnstrated that they had
formed definite percepiions about the new graduation requirements. They
were sensitive to the differentiated performance and achievement
expectations of the dual diploma struciure. Students were awave of individual
differences among themselves, anr the majority of students accepted the
differential expectations as a means of addressing these differences. A
minority of students expressed concern about the discriminatory effects of the
differing standards. Generally, students accepted the new graduation
requirements passively as something that was determined elsewhere and was
beyond their control. While a few students were critical of the government
for "doing this to them," most believed the student role in the imiplementation
process to be one of accepting subordinates.

The expectations of teachers are known to influence students'
expectations for themselves, and subsequently, their behavior with respect 1o
performance and achievement (Rutter, Maugham, Mortimore, Ouston, & Smith,
1979). The expectations of the new graduation requirements seemed to be
having a similar effect on most students at Meadowview. The stress of higher
expectations had motivated many students to meet the new expectations.
However, for a smaller group of students, the higher expectations seemed 10 be
resented, and are likely to affect their commitment to school.

Much of the literature related to school improvement and school
effectiveness suggests that focus on academic subjects and student attitudes
toward getting good grades is an important factor in student success. In
general, Meadowview students seemed to support the emphasis on academic
- pursuits and were likely to both accept the challenges and meet them. For the
smaller groups who had not accepted these changes, questions arise with
respect to their ability to function in an organization whose values conflict
with their own. Are they the future dropouts?

Fullan and Stiegelbauer (1991) cite several research studies that show
that the factors that influence the specific problems of school dropouts are the
same as those that have been found to relate to school improvements and
school effectiveness. Emphasis on academic pursuits in a positive orderly
school climate with less differentiation of curriculum for different groups has
been identified as a key factor in facilitating success for students. The new
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graduation requiremen.s in Alberta increased the academic rigor. but
contrary to the findir.,s and recommendations of the effective schools and at-
risk student research, they have increased differentiation by introducing new
curricular streams rather than reducing it

Thosc students who had accepted the expectations of the education
svstem and were willing to cenform to those expectations did not quesrion the
imposition of the new graduaton requirements. On the other hand, those who
did not "fit" into the system and were unwilling to change to fit intc it were
ri.;¢ likely to accept the new requirements and may have difficulty completing
the requirements for their diplomas.

Chapter Summary and Discussion of Results

Thrcugh a series of encounters exrending over a thiee-month period
with Meadowview School administrators, teachers, and students, the
researcher used various means to collect data relating to the implementation
of the iew graduation requirements at their schonl. The data were then
analvzed according to procedures described in Chapter 3, and the results were
reported earlier in this chapter according to the informaticn source:
principal. rcacaers. parents. and stuadents.

The various school-based stakeholders in this study understood their
roles in the implementaton of the new graduation requirements as those of
subordinates in the top-down model of policy implementation. The new
requirements were seen as a set of instructions and directions prescribed by
Alberta Education. In the case of the school principal, compliance was not
passive, but rather actively integrated with what he believed to be in the best
interest ol the Meadowview students. However, teachers, parents, and
students passiveiy accepted the reality of the situation and complied with the
new requirements by fitting them into their own priorities.

Bosetti (1990) concluded that curricular change is a process that
requires both tiime and patience. She went on to state that

Teachers and administrators require a realistic amount of time 1o
learn about the mandated change and how the implementation
will affect their roles and responsibiiities. Time permits the
building of a commitment to implementation, whereas pressure
can result in mere acquiescence to the mandate. (p. 19+4)

Although the proposal for changing the new graduation requirements was
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released by Alberta Education in June of 1987 and the new (1on
requirements were finalized in February of 1988 with implementation
scheduled for September of 1988, it is likelv that there was insufficient time
for administrators and teachers to build a commitment to the new
requirements. Furthermore. there was no specific plan 0 inservice teachers
about the changes. The findings of this study indicate that administrators,
teachers. and students were pressured into acquiescing to the new
requirements and that they were passively complving with the new
regulations. In accepting the top-down strategy of policy implementation
used by Alberta Education, administrators and teachers accepted their inability
to provide meaningful input to the policy development. Bosetti (1990 also
found that lack of communication and information bewween Alberta Lducation
and school personnel created suspicion about the validity of the findings of
the Secondary Education Review. As a result, the subsequent interpretution
and translation of the review into the government's policy statement,
Secondary Education in Alberta (Government of Alberta. June 1985), lacked
credibility.

A significant example of Alberta Education's lack of understanding of
the need to plan and communicate policy relates to the implementation time
line. High schools begin counselling grade 9 students and assisting them with
their high school registration in February., March., and April of each school
yvear. This was about the same time as the new graduation requirements were
announced. with implementation scheduled for September of the same vear.
There was literally no lead time for inservicing teachers and counsellors.
either to build commitment 1o the changes or o ensure understanding of the
changes to assist staff in advising students. Yet, these were Alberta bducation’'s
expectations for the high schools. The short period of time between the
finalization of the new graduation requiremenrts and the mandate for their
implementation--six months--contributed to the fact that teachers were in the
carliest stages of concern about the requirements, and parents were generally
unaware of changes.

In the present study at Meadowview High Schocl. a sense of apathy in
terms of influencing Alberta Education was detected. For example, the
principal and the staff of his previous high school attempted to provide
meaningful input to Alberta Educaticn regarding the core‘complementary
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course balance. The concerns were by and large ignored and eventually the
principal came to accept "whatever” was imposed in the way of graduation
requirements. For the teachers. the new graduation requirements became just
one more thing to cope with in carryving out their ongoing responsibilities.
Most teachers seemed conditioned to accept whatever was imposed and were
oblivious to those aspects of the mandate that did not affect them directly. The
parents who, for the most part, were unaware of the new graduation
requirements entrusied Alberta Education to set the standards. The studenis
who were forced to meet the new standards seem to have been left out of the
policy process entirely. They did not have an opportunity for input and did
not see opportunities for feedback, except perhaps through this study.
Implementation at the school level occurred because it was an official mandate
from Alberta Education ar. not so much from a sense of commitment to the
goals of the new gracuatior reguirements.

Fullan and Stiegelbauer state that educational change may fail partly
because of assumptions made by the planners and pudrtly because some
problems are "inherenty unsolvable” (1991, p. 94). While the implementation
of the new graduation requirements at Meadowview High School is proceeding
according to the decree, a lack of commitment pervades the implementation.
Wise (1977) suggests that policy makers are frequently hyperratiornal [his
italics] with respect to their commitment to what should be changed [his
itaiesj and this often acts as a barrier 1o establishing an effecuve process of
change. Fullan and Stiegelbauer (1991) comment that

a certain amount of visisn is required to provide clarity and
energy for promoting specific changes, but vision by itself may
get in the way if it results in impatience, failure to listen, etc.
Stated in a more balanced way, promecters of change need tc be
committed and skilled in the change process as well as in the
change itself {p. 95).

Fullan and Stiegelbauer further emphasize that "educational change is coming
to grips with the multiple realities of people who are the main participants in
implenmenting change” (p. 95). In this study, it appears that Alberta Education
has imposed its own reality vis-a-vis the new graduation requirements. upon
the school-based stakeholders without identifying and confronting the
situational constraint:. faced by the potentizl implementers.

Wise (1988) further argues that even if goals were clearly stated, the
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means of implementation were set out. and evaiiuation procedures identified.
they would "not have much of an impact, because schools. like any sociai
organization, do not operate in a rational vacuum” (p. 45). Meadowview High
School is a large. complex organization with multiple goals, multiple decision
makers, and a variety of successful and appropriate program delivery
strategies. Failure to consider the multiple realities of the key actors in the
implementation process resulted in a weak commitment (0 the new graduation
requirements on the part of school-based stakeholders. and this deficiency is
likely' to create future problems.



CHAPTER 6
THL SCHOOL DISTRICT'S PERCEPTION OF THE CHANGE

After the school itself, the school district is the second most influential
social setting affecting change. The local school district "represents one
major set of situational constraints or opportunities for effective change"”
(Fullan. 1982, p. 63). Louis described the relationship between urban high
schools and their district offices as being like bad marriages, rarely uniformliy
positive or negative, with no possibility of divorce, and limited opportunities
for positive mutual influence (1989). Severai researchers have identified
criteria for analyzing the effectiveness of school districts with respect to
implementing meaningful change. Fullan {1982) identified six factors relative
to implementation success in the school district: the history of innovative
attempts. the adoption process, central administrative support and
involvement, staff development approaches, the time line and information
svstem, and board ‘community charuacteristics (p. 63). Other researchers have
found that the relationship between the school and the district has a direct
bearing on implementation success. Louis and Miles (1990) characterize the
quality of school-district relationships as having two separate dimensions: the
degree of involvement, termed engagement, and the level of control through
rules and regulations, termed bureaucratization. When innovations resulted
in successful school impsovement projects, the relationship between schools
and the district was characterized by high engagement and low
bureaucratization. Other combinations of degrees of engagement and level of
sureducratization were found to limit implementation success. The findings of
4 study of the "district ethos” of school districts in British Columbia by
LaRocque and Coleman (1989) also determined that the ongoing interaction
hetween schools and the district affected implementation. They concluded that

high performing school districts are characterized by a senior
administration very much involved in holding school
administrators accountable for quality, while at the same time
leaving responsibility and authority for the tvpes and
methodologies of change at the level of the school. (p. 190)

Generally. research shows that the role of the school district in
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implementation is primarily one of supporting schonls in their change
efforts.

For the purposes of this study and in keeping with the ethics guidelines
adopted for this research. the pseudonym. River Cityv School District, will be
used to identify the school jurisdiction. The datwa for this chapter were
collected through semi-structured interviews with the School Board
chairperson. two senior school district administrators, and five district
consultants in January and February of 1990. The interview questions were
developed using the convergent questions technique of the levels of Use
(Lol) procedures developed by Loucks, Newlove. and Hall (1975). In this
technique, the researcher asked Cutegorical questions about each loU
category pertaining to the interviewee's use of the new graduation
requirements and then probed the response to acquire in-depth information
abc - that Lol catego.ry. Copies of the covering and verification letters,
consent form, and interview questions 2re found in Appendix A, District
documents including the position paper on secondary education and reaction
papers to the secondary education policy and the new graduation
requirements were a complementar: source of data.

The data were analyzed according to Fullan's six district fuactors
affecting succes.ful implementation of an innovation (1982, p. 50). The
researcher was also sensitive to the relationship between the district and
~chool in terms ¢f the implementation of the new graduation require aents,
and relevant data aie introduced as appropriate. The chapter begins with a
brief description of the school district and continues with the presentation of
data according to the district factors affecting implementation. A summary of
the findings and discussion of results follow.,

The School District

River City School District serves a large metropolitan area of a major
city in Alberta. In 1989-90, almost 75.000 students were educated by over 4,000
certificated staff supported by 2,000 clerical, maintenance, and custodial staff
in about 200 schools (River City School District Fact Sheet. 1989-90). The
district prides itself on the variety of program choices offered 1o meet the
individual needs of students and the educational expectations of parents. The
1989-90 operating budget was in excess of $350,000,000 with the primary



167

revenue generated from the traditional Alberta sources, the provincial
government's School Foundation Program and local property taxes.

The district is governed by a board of nine trustees elected every three
years through public balloting during the civic election. The chief executve
officer of the school district, the Superintendent of Schools, is appointed by
the Board of Trustees and is responsible for the administration of education in
the district.  Through his leadership, the district has gained recognition
throughout North America for their innovative approaches to education.
particularly in the area of budget decentralization. The school district is
divided into seven areas. each of which is managed by an associate
superintendent who is responsible to the Superintendent of Schools.
Additional svpport services are provided through a number of departments
including Coasultia: Services, Student Services, Curriculum Services, and
Budget ai: © *cromnding Services.

:ulian's District Implementation Factors

District administrators are a powerful determining factor in whether a
change is successfully implemented. If they take the change seriously, it
stands a chance of succeeding. Fullan and Stiegelbauer assert that the
"crunch” (1991, p. 198) comes forcefully at the implementation stage. Without
speciiic implementation pressure and support. adopted changes will not result
in desired effects unless disurict staff takes a leadership role that extends
bevond offering general verbal support. The following section focuses first
on the process leading up to the school district's adoption of the new
glauuauon requirements, and then on the support offered by the district to its
higih schools regarding the implemesn. rion of the new graduation
requirements and the perceptions of the Meadowview High School faculty of
that support.
dhe District's History of Innovative Attempts

This tactor can be described as the history o1 record of success or
failure districts have experienced in implementing various changes. Fullan's
underlyving message is that people carry meanings from one experience to the
next, which establishes a mental set or attitude towards changes that will
determine the implementer's disposition to prospective changes (1982). Stated
another way, the responses of individuals and groups to a particular
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innovation is best understood and predicted when their past histories vis-a-vis
change and innovation are known. In this study, none of the interview
questions specifically inquired about the history of innovative attempts in the
school district, and none of the district interviewees raised previous
experiences as a related issue.

However, by reputation, the River Cityv School District is known for
many activities directed at achieving the best possible education for all
students and for its taleinted and dedicated staff "who prov’ ie innovative
programming in modern classroums” (River City Schools, 1988-89, p. 2). The
chairperson affirmed the district's percepiion of itself: "ihis district is a
leader.” It appeared that the school district had been involved in various
innovative ventures in the past, although the data collecied in this study did
not provide any specific evidence of the district's record of success in
implementing change. Therefore, this study cannot determine the effoct of
the district's previous implementation experiences on the impleinentation of
the new graduation requirements.

The Adoption Process

For the purpose of this study, the adoption process has been defined as
beginning with the school district's involvement witl, the evolution of ihe
secondary education policy and the new graduation requirements and
continuing through the various policy adaptations.

The schoor . irict, like many other stakeholders throughout the
province., wuas actively involved in the development of the Secondary
Education in Alberta (Government of Alberra, 1985) policy. When the Minister
of Educaton established an advisory committee 10 review secondary education
in Alberta in 1984 (Bosetti. 1986), the School Board participated in the policy
formulation process bt preparing a brief outlining s - 107 . a secondary
education in Alberta (River Citv Schools, 1984). The disirict welcomed the
opportunity to provide input to the development of the new prlicy because it
expected that its beliefs would be reflected in the p: licy =n:tement. Although
19 recommendations were presented in the brief, the district drew particular
attention to the need 1o address three key issues:

* the definition of both the content nd structure of basic
education
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* the need for curricula that are well articulated from
Kindergarten through grade 12 and

* an educational structure that permits student progress on a
continuous basis. (p. 2)

First, the brief anticipated that implementation of the recommendations
"would result in a paradigm shift of major proportions in Alberia's system of
secondary education” (p. 2). Second. River City Schools envisioned a single
core curriculam common to all students which would be articulated from
Kindergarten ihrough grade 12, and that would permit student progress on a
continuous basis. Student evaluation would be based on demonstrated
knowledge and skills. It was acknowledged that achievement of this vision
would "radically alter” (p. 2) the education system. The third aspect of the
district's brief proposed a shift in the purpose of practical arts programs from
the attempt to prepare students for direct entry into the work force to
providing students with the opportunity to apply acquired knowledge. The
district's brief concluded by urging the province to "make more than cosmeric
changes to the existing system of secondary education” (p. i1). The brief
clearly envisaged the need for major restructuring of the delivery of
secondary education. The process of reviewing and reflecting on secondary
education within the school district determined the district's vision for
secondary education and also established the district's expectations for future
developments.

In January 1985, Alberta Education released the report of the Advisory
Committee, Foundations for the Future. This report was a compilation of
province-wide briefs, extensive consultations, and research reviewing
secondary education. The various stakeholders who provided input to the
review process were invited 10 prepare a reaction response to the report. In
March 1985, River Ciry School Distric® presented its reaction paper, which
reconfirmed many of the recommendations made in its original brief.
Through this brief, the School Board responded to the report of the advisory
committee on secondary programs Y\ expressing disappointment: “the
document lacks both the vision and the excitement associated with learning”
(p. 2). The School Board did not support the findings of the Review of
Secondary Programs (Alberta Education, 1985) for three basic reasons. First, it
felt that the review attempted to be “all things to !l people”: second, the
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recommendations were based on a traditional view of education and failed to
take any new or bold directions: and third, the report failed to give attention to
the intrinsic values of education (p. 24). The School Board indicated further
that "the maintenance modei of change" was “clearly unacceptable" (p. 2) for
setting the direction to hetter prepare young people to live in the world in the
21st century.

A set of nine recommendations reflecting the district's position related
to the essential components for improved stud: ng le<ning were outlined in
the submission. The recommendations covered a wide scope of issues
including the basic principles of education. organizing for learning and
teaching, curriculum, measures of achievement and development, standards .
achievement and reporting, program delivery, organizing for learning,
allocation of resources fecr implementation. and rights, roles, and
responsibilities of stakeholders (pp. 3-5).

The development of the reaction paper by the district reiterated its
expectations for the secondary education policy. Aithough the government's
Secondary Fducation in Alberta (1985) policy statement acknowledged some of
the concerns raised through the board's input, there was a perception on the
part of the chairperson and the senior administraiors interviewed that the
district's vision for secondary education differed from the government's
vision in several areas. Many of the issues identified by the district were not
addressed . thie policy statement, and the new policy was perceived to be an
effort to intensifv commitment to existing goals rather than to introduce
changes aimed at restructuring education.

The district's third written brief to Alberta Education. dated October
1987, responded to Proposed Directions for Senior High School Programs and
Graduation Requirements (Alberta Fducation. 1987a). Once again, the district
expressed concern about Il rta Education's vision and the failure to address
what it perceived to be the needs for secondary education in the province. The
response was, in fact, generally negative towards the proposed policy.

From the outset, the district's vision was substantially different from
that enunciated by Alberta Education. The district believed that substantial
restructuring was required if secondary education was to meet the future
needs of students, whereas Alberta Education seemed intent on intensifying
efforts using the existing structures. In the preparation of its three position
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papers, the district clarified its vision of the new graduation requirements.
Furthermore, these experiences intensified the district's commitment to its
particular vision and established expectations that were to affect its
commitment to the new graduation requirements and their implementation.

The next section will enlarge on the school district's vision for
secondary education and the new graduation requirements by outlining first,
issues in dispute, and second, areas of consensus.

The goals of secondary education. The primary area of disagreement

involved the relationship and emphasis of core/academic subjects to
complementary./options. School district officials were concerned about what
they believed was *00 much emphasis on academic subjects. The School Board
chairperson, for example, believed that "all students should receive a well-
rounded education” and that "we shouldn't be just an exclusive education
system for only those students who are pursuing academic interests, so that we
need to provide courses that are going to challenge all students.” Particular
concern was expressed about academic and vocational programs because their
focus was viewed as being restrictive. The chairperson stressed the
importance of students having 'relevant and current knowleige of
rechnology, a scientific background, phys. ed., and all of those gcod things:
and 1 think a well-rounded education has to include some components of fine
arts.”

A senior official voiced similar concerns. Hr advocated the
maintenance of a liberal approach to education which would allow all students
to have "a good grounding all the way  across” many subject areas. Although
he supported "a better grounding” in math, science, social, and English, he
believed that "concentrating on those four areas is not total education--there
is so much more." He went on to describe the benefits students could derive
from studying the fine arts. An assistant superintendent reiterated the
concern about the difficulty of fitting in options witll the increased number of
mandated courses and singled out fine arts as an area that would "suffer.” The
official went on to say that

if you want to raise the standard of what students are getting, you
raise the standard, you don't suddenly try to make them take more
and more of something.

Overall, school district officials supported an increased requirement for
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academic subjects, but the general belief was that Alberta Education had
become too restrictive in the new graduation requirements.

The Carnegie Unit. In Alberta. the Carnegie Unit is equal to 25 hours of
study. Credits are awarded on the basis of successful completion of course
contenc during units of time equated to the Carnegie Unit. For example, a
three-credit course requires 75 hours of study, and a five-credit course
requires 125 hours of study. River City School District expected the
government to recognize that time spent on a subject was not necessarily an
indication of mastery or success. The school district's position was that "credits
for courses be granted on the basis of demonstrated Kknowledge and skills
rather than on the basis of time spent” (River City School Board, 1985, p. 20).

The chairperson referred to the Carnegie unit as being "very
restricive” in that "achievement or success could not be equated to time.”
Furiiermore, the chairperson believed that Alberta Education’s failure to use
the opportunity to provide educational leadership in this area resulted in
restrictive and inflexible program delivery and organizational structures.

The asscciate superintendent explained his objections to the Carnegie
.t by indicating that some students needed more than the 125 hours allocated
for live-credit courses to master the content: and under the present svstem, "if
a kid need. wurs] to complete it, the only way they can do it is to take it
for 125 hours. 1ail it, and do another 125 hours.” The official lamented the
senselessness of the situation and believed that awarding credits based on
achievement would better meet the needs of individual siudents.

A senjor district consultant believed that most schools liked the
Carnegie unit as an organizational device not only because "it's well known,
clean, and efficient," but also because “they have a difficult time imagining
any other method of operation.” Although there was acknowledgment that, in
the secondary education review, Alberta Education had challenged educators to
find an alternauve to the Carnegie unit, he also thought that "the leadership
should have come more from the province than just kind of throwing it at us.”

The district's reaction to the proposed graduation requirements
reiterated the concern regarding the "lack of vision" (River City School
District, 1987, p. 5). The district was critical of Alberta Education's "exclusive
reliance on the Carnegie Unit or time-based learning” (p. 5) and the lack of
leadership or assistance in exploring alternatives.
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Streaming. The school district was opposed to streaming on tne basis of
issues relating to equity and pedagog,/. Recommendations in the Advisory
Committec's review report which endorsed the concepts of streaming and
multiple diploma structures were pe: eived by the River City School District
(1985) to be hierarchical and inconsistent with the basic principle of common
objectives and content for core subject areas. It was believed that

specific diploma structures would reduce student flexibility and
motivation for the selection of certain programs and courses. Students
with a vocational, business, or finwe arts interest may feel that the
selection of a specific route denies them the opportunity to pursue an
academic program or vice versa. (p. 18)

A senior consultant explained that the district was opposed to the streaming of
social studies because it "felt the need for one curriculum that could then be
modified to meet the needs of interested students.” The assistant
superintendent echoed the concern about streaming by stating that streaming
"would separate students out.” On the other hand, it was acknowledged that
some teachers favored streaming because it enabled them to adapt programs
according to student ability. The district's original position on streaming was
modified slightly when the district reacted to the Proposed Directions for
Senior High School Programs and Graduation Requirements (Alberta
Education, 1987a). Its position on streaming, especiaily in social studies, had
softened; the district indicated that there was a lack of consensus on the second
programming stream in social studies.

Areas of consensus. The school district and Alberta Education were in

agreement on several components of the new graduation requirements (River
City School District, 1987):

* increased credit requirement for social studies

increase in the passing grade from 40% to 50%
incorniplete standing

retroactive credits

expectation that technology will be a part of every course
increased aemand for use of laboratory facilities

new learning resources

increased professional development for teachers. (p. 3)

The last four items were received positively, but the board expressed concern
about their financial implications. With the increased number of prescribed
courses for the General Diploma, the board projected a decreased enr<!iment in
vocational education, business =ducation, and fine arts courses. The board

%k % 2 % F %
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predicted that this would necessitate increased costs related to the
redeployment and retraining of teachers and renovations to existing facilities.
The CALM course continued to enjoy the support of the board: however, the

question of mandating it as a required course for all students, especially
Advanced Diploma students, was raised.

The _school district's historic... merspective regarding the new
graduation requirements. The sc¢ «histrict did not believe that the

recommendations made in the s#cc “ 'y education review reflected "the
paradigm shift in educational ¢ - .g anticipated by the board" and,
furthermore, did not "invite a vel.aaking of the fundamental purposes of
education” (River City School Disurict, 1985, p. 6). The district believed that
educational endeavors shouisi focus on maximizing each student's
opportunities for learning and development. The different visions enunciated
by the school district and Alberta Education, regarding the secondary
education policy and the new graduation requirements, represent a
significant precondition that affected the district's commitment to the 1988
graduation requirements and had implications for the ensuing
implementation.

In spite of the differences of opinion regarding the new requirements,
River City School District began to implement the new regulations as required
in the fall of 1988. An associate superintendent with the district indicated that
the district has "no option but to “ollow the new diploma requirements; it's
what the kids have to have in arder to acquire the diplomas. We are here to
serve the Kids and we have to do that." One consultant explained the situation
this way:

the board didn't really support the concept of two streams [in social
studies]; however, once the two streams were introduced, you

know there is a mandate after all from the province and what we
then try to do is, even though sometimes we don't always agree
with things, we do try to be as proficient and effective and so on

as we pussibly can.

The schonl district was following the regulations as required. However, there
was not much enthusiasm for or commitment to implementing a policy that did
aot fulfill the expectations of the senior district administrators, and they
continued to interact with Alberta Education in an attempt to redefine the
graduation requirements. On one hand, at the implementation level, the



17Ss

district became a passive consumer of new requirements; on the other hand, at
a developmental level, it condnued to lobby for changes that it believed were
in the best interests of itc students.

While Fullan acknowledges that "participation in adoption decisions and
development is not necessarily related to effecuve impiementation.” if the
decision to change has been carefully considered with appropriate
commitment and follow-through by the district, implementation is much more
likely to be taken seriously by principals and teachers” (1982, p. 64). Fullan
further cuggests that participatory planning can be harmful if it involves
disagreement that is not resolved in the policy formulation process. In this
study, the River City School District and Alberta Education had differing
opinions regarding several components of the secondary education policy and
the new graduation requirements that were unresolved. Furthermore, the
quality of Alberta Education's planning process leading up to the adoption of
the new graduaton requirements was not perceived by school district officials
as effectively reflecting the district's vision for the new standards. and this in
turn affected the district's commitment to the implementation. The River City
School District went through the motions of implementation without much
advocacy for the change. The result was a lack of commitment to making the
change a reality.

District Administrative Support

Fullan suggests that the support of central administrators is critical for
change in district practice, particularly when the adoption decisions are
bureaucratically oriented. Limited implementation occurs when "senior
management does not make serious follow-through attempts to provide
resources. training, etc.” (1982, p. 64). Furthermore, teachers and principais
-expect central office administrators to "demonstrate through actions" (p. (5)
that they support the change.

The role of the superintendent in the change process focuses primarily
on initiating, supporting., and maintaining a vision of the change as opposed
to becoming actively involved in its implementaton (Louis, 1989). [ouis states
that the superintendent plays a leadership role through the setting of policy
and long-term directions and leaves the day-to-day management of change to
others. The superintendent of the River City School District supported the
district's position paper on the secondary education review, the reaction



176

papers on the secondary education policy, and the new graduation
requirements by initiating their development and sponsoring their
presentation to the School Board. The data did not provide any specific
evidence of the superintendent's active involvement in the establishment of
the district's position as expressed througii the position or reaction papers.
Louis (1989) supports this finding. She indicates that

superintendents are like chief executive officers in other large
organizations: they are distracted by public appearances,
political crises, broad personnel questions, and the need to deal
with a more dynamic range of constituencies. (p. 162)

while the superintendent of River City Schools was not a key or frequent actor
in the development of the new graduation requirements. he played the
traditional symbolic role in the evolution of uie district's position regarding
the changes. .

Support demonstrated by other school district administrators towards
the new graduation requir‘emenrs was mixed. It ranged from a newly
appuinted consultant whe admitted that she was unfamiliar with the new
requirements and did not know "why this was being done or why it was
modified” to a senior consultant who was involved in drafting the school
district's submissions to Alberta Education. The data show that the role
assumed by most of the consultants was to suppcrt their particular subject
areas by offering inservice programs designed to update teachers and keep
them informed of the curricular changes associated with the programs
required for the new graduation requirements.

The role of the senior administrators tended to be less specific. The
interview data indicate that they were very knowledgeable about the new
requirements and offered leadership and encouragement to central office
personnel and school-based administrators on an individual and ad hoc basis.
There was no evidence of a district-wide implementation plan. Each high
school had the authority to implement the new graduation requirements
according to its own best interests.

Impact of decentralization. The decentralized organizational structure
of the River City School District empowered school-based administrators to
make decisions especially related to budget allocations pertaining to the
operation of their schools, and reduced the level of district-to-school rules and
controls. A senior consultant pointed out that River City was a decentralized
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school district, and "a lot of decision-making about how programs are
implemented are really school issues.” Another consultant suggested that
program delivery decisions were school based. and "they [thc schools] have to
decide how they can set up their programs to facilitate the changes." The same
consultant indicated that her role was to introduce the changes to subiect area
department heads and encourage them to plan for the new programs. The
overall effect of decentralization is a lower level of bureaucratization, one of
two factors that Louis and Miles (1990) identified as being essential for
successful implementation.

Board/administrator/consultant communication. Within the district

office there was evidence of good intra-office communication. The district
consultants perceived that the School Board was knowledgeable about new
graduation requirements and supportive of consultants' concerns about the
changes. The CALM consultant, for example, believed that, in spite of the¢
many controversial issues pervading the CAIM course, that "by and large, that
I am supported [by the board and senior administrators] and that the
curriculum is very much OK." The math consultant expressed amazement at
the Board's awareness of educational matters and its willingness to "access the
people that are aware and get briefs and updates” on emerging issues. The
consultant indicated that "we are always being asked to provide information
on various things, and every time there is a Board meeting, questions come
up.” Overall, satisfaction was expressed "with the flow of communication."
Senior administrators echoed a similar perspective. An assistant
superintendent indicated that formal and informal discussions about the new
graduation requirements and the implications of their implementation had
taken place at all levels--consultants, senior staff, trustees.

Support for consultant and teacher concerns. Communication between

district consultants and schools tended to focus on subject area relationships.
For example, the math consultant interacted with the math department heads
primarily. and to a lesser degree with math teachers. Most consultants met
regularly with the department heads to discuss matters of mutual concern, and
the specific program implementation pertaining to their subject specialization
had been discussed from time to time. This process brought concerns out in
the open and provided opportunities for sharing perceptions., mounting
lobbies, and coping with problems. One consultant's assessment described the
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reality of teachers' perceptions of implementing new programs:

You hear both sides, and if you didn't, then you would know that
something was wrong, that they weren't telling the truth. I don't
think there is ever a change in anything that there's not
complaints. That's a natural part of the process, right? Change is
very upsetting and some people would like never to change.

The school district had an established process to handle serious concerns about
program changes. One consultant described it as follows:

If 1 have all sorts of concerns about the program, I work through
my supervisors and through the associates. That information is
eventualiv conveyed to Alberta Education.

The science program was a case in point. The consultant working with the
science department heads in the district met with various officials from
Alberta Education to advocate that grade 11 science courses be offered for five
credits rather than three credits. The consultant believed that "there was good
communication, and | don't think Alberta Ed was left with much doubt as ¢
where our concerns really were." The concerns were also drawn to the
artention of senior administrators and the trustees. The School Board
tormalized the concerns of the science specialists with a letter to Alberta
Education. Science teachers interpreted the School Board's actdon as support
for their position on the credit value of the science courses. The chairperson
believed "that science is probably an example of where I believe Alberta
Education did listen," although it was acknowledged that the River City School
District was only one of many stakeholder groups to express concern about the
science program.

School-level perceptions_regarding district support. Personnel at

Meadowview High School had various perceptions of the type of suppoit they
received from their district office regarding the implementation of the new
graduation requirements. They ranged from the feeling of "no support”
through to a feeling of meaningful support.

An assistant principal indicated that he had not had very many
opportunities to share ideas and express concerns with district office
administrators. He added that "basically we depend on the information that
comes from Alberta Ed and some from our system, and you just have to read it."
A department head at Meadowview High School indicated that within the
schoo! there was absolute and tota! support for program implementation,
imncluding timetabling and textbook and equipment purchases, but
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beyond the school, we don't have that much to do with our central
office in terms of the way that we are set up. Most decisions on
this are made within the school.

He went on 1o say that any comiplaints could be made directly to the district
consultant and would subsequently be addressed at district-wide meetings of
the subject department heads. The specific example he cited related to
concerns about the science program which were identified by science
teachers at the school and brought forward to the district administrators, the
board, and eventually to Alberta Education.

One department head expressed the opposite opinion regarding support
from central office decision makers regarding the changes. He indicated.
"There is none, I mean, what support?” He went on to say the he hadn't "the
slightest idea what the trustees or anvone else for that matter, think on this
matter. I mean, the only people I am really aware of, are what my teachers
think.” Responses from members of the Meadowview faculty range from those
who believed that district office personnel demonstrated support of
implementation efforts to those who did not perceive any support from the
district office personnel.

The district consultants perceived of themselves as being available to
serve the schools, while the schools didn't always see or feel the need for
assistance. One consultant summarized her experiences in this way:

I went around and spoke to virtually every fhigh school]
principal in this district about, you know, could 1 help them? Was
there anything that they needed? Mostly they didn't need
anything, but I did, I think, have them realize that there was a
new program rignt there in front of them and that they should
do some work on it.

On balance, it appeared that the level of involvement between the school
district and its high schools was relatively low. Louis and Miles (1990, p. 178)
suggest thét. when the level of involvement or engagement is low, the success
of implementation is reduced. In the River City School! District,
decentralization which had the potential to contribute to the positive effects of
a low level of bureaucratization, may aiso have limited the level of
engagement between the district office and its schools which was needed to
support successful implementation.

Extension of student time in high school. The school district was

concerned about a student's ability to complete the more rigorous graduation
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requirements within the usual three-year time period. The basic concern was
about the additional commitments needed to finance the additional time many
students were spending in school. The chairperson indicated that "Alberta
Education isn't picking up all the costs of funding these students: the local
taxpayer is picking up more and more of those costs." An assistant
superintendent suggested that "if we allow kids to stay in school longer, there
is less money for the kids who are staying in school now. The pot is only so
big: it doesn't ever get any larger.”

Facilities were another concern related to students extending their high
school education beyond three years. The chairperson projected that with
students remaining in school another year there would be additional pressure
on facilities. The associate superintendent indicated that some schools, unlike
Meadowview High School, were already full, "busting at the seams,” and the
district was having a "space problem right now because of the returning
grade 12 students.” He also expressed concern about the shift in facility
requirements. With less need for vocational labs and greater need for science
labs, additional monies would be required for renovations.

The district was also concerned about the shift in the need for teachers
with specific expertise. With the increased requirements for science credits,
school administrators projected the need for about 30 additional science
teachers and a corresponding drop in the number of teachers required to
teach optional subjects (School Notes, 1990).

Fullan states (1982) that the quality of the implementation is affected to
the extent that administrators understand and help to manage the set of factors
and processes that affect implementation. The difference of opinion between
the district and Alberta Education about the new graduation requirements may
have prevented the development of the district's commitment to the mandated
changes that, together with the district's decentralization policy, contributed
to the low level of engagement between the district office personnel and
school personnel. The issue of multiple realities also enters this discussion.
District office personnel perceive themselves to be supportive and helpful,
whereas most school personnel feel only limited district involvement in the
operation of their school.
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Staff Development and Participation

If the essence of educational change consists of learning new wavs of
thinking and doing. and new skills. knowledge, and attitudes, then "staff
development is one of the most important factors leading to change in
practice” (Fullan, 1982, p. 66). He goes on to advocate inservice training
programs that provide the ongoing, interactive. cumulative learning that will
enable staff to develop new conceptions, skills, and behavior. Support at the
early stages of the implementation is critical to assimilating the changes into
practice. The River City School District makes a variety of professional
development activities available to teaching staff. These include professional
development programs for sabbatical and professional leaves of long- and
short-term duration, in-school and after-school inservice programs. and
consultation services on an individual or small group basis.

District inservice programs. All of the consultants interviewed in this
study indicated an involvement in inservice programs. However, not all of the
consultants offered programs specifically related to nmew or revised courses
mandated by the new graduation requirements. Furthermore, the inservices
focused primarily on curricular changes and new teaching strategies and not
specifically how the changes related to the new graduation requirements. A
further characteristic about the inservices is that they were usually available
to teachers on a voluntary basis, either after school or during the summer
holidays.

The CALM consultant described a very successful inservice program
designed to prepare teachers in the district to teach the new course. Much of
the success of the program was attributed to the support, involvement, and
participaticn of senior administrators in the planning and delivery of the
inservice program. Teachers who had participated successfully in piloting the
program acted as workshop resource persons by sharing their strategies and
teaching resources. The use of "expert" teachers as teacher-leaders was found
to be a successful plan for gaining commitment! from inservice participants.
This finding is supported by lortie's (1975) research in which teachers said
that they learn best from other teachers.

The science consultant also used "expert" teachers to lead inservices for
other teachers. The "expert" teachers had been involved in pilot testing the
new Science 14, and their experiences formed the basis of the inservice.
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Unfortunately, Alberta Education had not vet completed the suppiementary
resource materials for the course, and this limited the success of the inservice
program. The Meadowview department head, for example, suggested that "rhey
[Alberta Education] blew that one really badly.” He went on to indicate thag
tcachers expect a lot of support including a good textbook. activity suggestions.
additional exercises :ind worksheets, and evaluation strategies to implement
the new program, and that Alberta Education had failed to provide this backup
support. Science teachers were somewhat frustrated by having to implement
the new Science 14 program without all the necessary materials.

Although the social studies consultant organized inservices for the 13,
23, and 33 stream of social studies courses, he pointed out that "inservices don't
totally prepare you for the experience of being in front of students.” The
social studies department head at Meadowview High School found the
inservices to be "ludicrous" because the inservices were being offered before
the piloting and subsequent revisions to the courses had been completed. He
believed that Alberta Education had pushed implementation of the 13, 23, and
33 social studies course before "proper piloting and revision work" in order to
meet its own implementation schedule. The result was that the Meadowview
social studies teachers did not have confidence in the new program and were
frustrated by having to make a commiument to changes that had not yet proved
themselves.

Perceptions of inservice support varied considerably between the
school and the district level. While most teachers acknowledged that district
consultants had organized inservices relating to the new program, one
department head maintained that there had not been any inservicing in his
subject area. At the same time, the consultant in that subject area explained in
some detail the nature of the inservice program and its articulation with the
new curriculum. The consultant admitted that teacher attendance at the after-
school inservices was "not really very good" and could not offer a specific
explanation regarding the poor attendance. For this subject, there appeared to
be a communication gap between the consultant and the subject area teachers
that led to different understandings of the inservice activities. This study did
not determine the reason(s) why teachers failed to realize that inservicing
was being provided.
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Department head meetings. Each of the consultants, except one, held
regular or semi-regular meetings with the department heads in their subject
area. The goal of these meetings was to provide opportunities to share
information, assess needs, identify potential inservice leaders., and organize

and publicize the inservices. One department head suggested that these
meetings provided

our biggest line of communication, to tell ¢ach other what's

going on. We'll even talk about certain topics and where students
have a lot of difficulties and we'll come back and relate that 1o our
own departmen:. It makes us feel a lot more comfortable

knowing thai «*uLr schools are having the same problems we are
and preadis v the same areas. Or they are having as much
success, oF sise these ideas. Yor ::inw, hey, ury it it really
worked well ‘wvith us. Someboudy 2 3t | forget about it, it
didn't work, vou'll waste your time o1 . Sure, that's [department
head meetings] our line of communication.

Both the censultants and the department heads viewed the interchange
provided through department head meetings as being a beneficial process.

Sabbaticals. The school district, in recognition of the probable decrease
in the need for vocational education teachers, had given priority to granting
sabbatical leaves to vocational education teachers for the purpocse of
retraining in another subject field. The vecational education department head
at Meadowview High School indicated that he knew of teachers who were
taking advantage of this opportunity and had been retrained to teach bkrench
and elementary education. The associate superintendent supported the
concept of sabbatical leaves, but he also indicated that

professional development of professional teachers is their
responsibility unless the district may help, and we are making
sabbaticals a priorirty, but the major emphasis has got to be with
the professional. We offer numerous inservices in this district
where you could, if you take the time to go, do a pretty good job of
getting vourself into another subject area. ! think we can assist
some people in some way, but I don't think it is solely the
responsibility of the district.

The nature of most of the school district's inservice programs was pre-
implementation staff development for teachers who would be teaching the
new courses. There was some evidence of inservice programs during the
initial stages of implementation when teachers are likely to have the most
specific concerns and doubts. Support for teachers during the ecarly stages
came primarily from interaction of the department heads and teachers within
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the subject department at the school level. One department head suggested
that "we haven't really done any inservicing yet, except 1 suppose our
inservicing goes along when we drink our coffee.” Although individual
teachers who asked for assistance would receive support, according to one
consultant, there was very little evidence of concerted district support for
individual teachers trying to implement new courses. This may be attributable
to the nature of high school departments, the district's decentralization policy,
and the role responsibilities of the district consultants and administrators.
fullan maintains that successful training approaches to implementation
combine "concrete teacher-specific training activities. ongoing continuous
assistance and support during the process of implementation, and regular
meetings with peers and others” (1982, p. 67). In the case of implementing
new courses associated with the new graduation requirements at Meadowview
High School, the provision of teacher-specific training activities was
facilitated primarily through the district consultants, with the responsibility
for ongoing support and interaction with peers a function of the individual
school deparuments.

Teacher decision making. Teacher participation in the decisions

affecting implementation was primarily school based, and it varied from
department to department. In the math department, the department head
indicated to teachers that each teacher could determine which of the new
math textbooks he/she wanted to use. Teachers were encouraged to study the
selections identified by Alberta Education as basic resources and then choose
one. The result was that up to three different textbooks were being used by
different teachers to teach the same course. According to the department
head. the teachers appreciated the freedom to choose because, "this made
everyone happy." 1In other departments, the teachers assigned to teach
specific courses made decisions as a group. In the CALM course, for example,
the teachers decided on a common textbook, some common assignments for all
students with some flexibility for individual teachers and classes. Teacher
participation in decision making about the specifics of the immplementation is
an indication of the development of subjective meaning relative to the change
{Fullan, 1982). The decentralized structure of the River City School District
enabled teachers to become involved in making implementation decisions.
However, the degree to which individual teachers chose to become involved
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varied considerably according to their personal commitment to the new or
revised programs.

Time Line and Information Systems (Evaluation)

The district did not have any specific formal evaluation plans in place.
The chairperson indicated that it probably would be done because the district
monitored students closely. One consultant believed that evaluation was
something "that we've got to do fairly soon, but at this point that has not been
done.” Another consultant suggested that the formal evaluation of the new
graduation requirements and the program changes would be carried out by a
department within the school district with the specific responsibility for
assessment.

Several consultants gave indications of informal monitoring
experiences. One consultant suggested that the monthly meetings with
department heads "gives us a quasi. informal way of monitoring
implementation and general kinds of attitudes towards that particular subject
area." He added principals did the same type of thing when they reported io
their associate superintendents. Another consultant encouraged her
department heads to monitor teacher responses to curricula, teaching
strategies, textbooks. student responses, and so on. At the school level,
evaluation was a strong term that elicited an "it's not my job” response. On the
other hand, monitoring, gathering information about how things were going,
was an ongoing responsibility that department heads accepted and tried 10
respond to. It could be argued that the science department head/consultant
lobby was. in fact, a reaction to informal monitoring among the group that
attempted to adjust or redefine the innovation to better meet perceived needs.

The key factor in establishing district/school relationships begins with
communication. Fullan and Stiegelbauer (1991) stress that the

effective district administrator is one who constantly works at
communication, not because he or she thinks that people are
resistant or dense, but because he or she realizes that difficulties
of communication are natural and inevitable. (p. 199)

Furthermore, they indicate that it is the district administrators who set the
pace and tone of the communications climate. There is evidence that district
administrators, on an individual basis and within their role responsibilities,
attempted to establish and maintain frequent personal interaction with key
implementers, thav is, department heads and principals within high schools.
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Some were more persistent and committed than others. From the school
perspective, the perception of district support ranged from little or no support
to positive support. The individual personalities and characteristics of the
various actors seemed to play a role in determining the perception of support.
The data confirm the existence of multiple realities with respect to
district/school support of the implementation of the new graduation
requirements,

Board and Community Characteristics

The literature on parent and community involvement in schools
"appears to be a mass of contradictions, confusion, and hopelessness” (Fullan &
Stiegelbauer, 1991, p. 227). More recent research has found that parental
involvement in the instructional process, both in the classroom and at home,
has had much greater influence on student learning and academic
achievement than parental involvement in governance and school
community relations. Positive academic success resulted when parents were
actively engaged as volunteers and assistants in classrooms, and assisting their
children at home with learning activities.

Fullan (1982) affirms that community support of schools correlates
positively with innovativeness. He goes on to add that most school
communities do not become involved directly in implementation unless they
have become aroused about the particular innovation. In the case of the River
Citv School District, the chairperson of the School Board indicated feedback
from the community relating to the new graduation requirements was limited
to concern about the new science program:

I can’t say that I am getting feedback from parents. I haven't
really heard from people generally speaking. Of course, the new
science program has been a concern, and ! certainly did hear
from parents on that. I think there is some feeling of
complacency--its not complacency as much as maybe
resignation--that so, this is what it is.

The chairman's remarks were echoed by the administrators and consultants
who were interviewed for this study. There was very little involvement from
the district community regarding the new graduation requirements in
general. Certain components of the requirements, namely, the science
program, did elicit concern that will be considered more fully in the next
chapter. Even the controversial sexuality unit of the CALM program seemed to
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escape the scrutiny of parents. The chairperson commented that

I haven't had any concerns expressed to me about that [CALM] at
all. Certainly there is that opportunity for parents to have their
children opt oul of those courses. My information is that very,
very few parernts do that.

Another consultant indicated that the calls he received from parents were
more likely to be concerned with the "nature of things that they feel should be
included in the curriculum and for one reason or another they are not." In
general, he felt that parents today seem to be much more supportive of trying
to get their children to work harder.

The associate superintendent indicated that he had met parents who
were very concerned about the new graduation requirements. Some parents
expressed the feeling that they are "limiting their child's experiences in
school." whereas other parents were saving "it's about time they concentrated
on the things that really matter.” He commented that "you are getting two
sides, vou always do in education." He went on to describe what he labeled "The
Woodward's Philosophy of Alberta Education, that is, the client is always right,
the parents, the public pay the bills. Change not for change's sake, but rather
because the MILA's and public demands it.”" His point was to suggest that
Alberta Education was more responsive to the opinions of some parents and
vocal members of the public and less responsive to the opinions of educators
in establishing the secondary education policy and the new graduation
requirements.

In general, the findings of this study compare {avorably with Fullan
and Stiegelbauer's conclusion that most communities do nothing, either
because of passive support or apathy, "to initiate or ve any major role in
deciding about innovative programs" (1991, p. 243). The River Citv School
Board, on the other hand, did make serious efforts to influence Alberta
Education in determining the secondary education policy and the new
graduation requirements through a series of position papers that envisaged its
particular beliefs about secondary education.

Discussion of the District's Role in Implementation
The River City School District, acting in good faith based on
communication from Alberta Education, believed that an interactive
participatory model would be used in the development of the new secondary
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education policy and structured its actions accordingly. Through the
submission of three formal position papers and various informal discussions,
the district proposed a vision for secondary edncauon and the new graduation
requirements which put it in an adversarial position with the deparument.
The effect of developing its vision for secondary education set the district's
expectations for the new requirements and strengthened the district's
commitment to its own vision of the projected changes.

Although there were several areas in which the district and Alberta
IFducation visions for the new requirements were in agreement, there were
also several areas in which there were substantial differences of opinion. The
perceptions of the school district differed from the perception of Alberta
Educartion with respect to the goals of the secondary education policy and the
new graduation requirements. Alberta Education was attempting to introduce
reform through what Fullan and Stiegelbauer (1991) call intensification
eftforts. These tpes of efforts are intended to bring about a systematic change
in education by increasing the definition of curriculum, mandated textbooks,
standardized tests tightly aligned with curriculum, specification of teaching,
and administrative methods backed up by evaluation and monitoring.
Comprehensive efforts intensifying existing procedures are characteristic of
systematic top-to-bottom change. On the other hand, the district leaders looked
al the secondary education review as an opportunity for restructuring
education. They identified issues and concerns that they believed Alberta
Fducation needed to address in the new policy, including school-based
management, enhanced roles for teachers in instruction, integration of
multiple innovations, restructured timetables supporting collaborative work
cultures. new roles such as mentors, coaches, and other teacher leadership
arrangements. and revamping and developing the shared mission and goals of
the school among teachers, administrators, the community, and sometimes the
students. The differing visions between Alberta Education and the River City
School District directly affected the adoption process. The district failed to
develop a commitment to the new graduation requirements and embarked
upon a half-hearted implementation. Sarason (1991) comments on the effect
of top-down implementatdon strategies:

adnratinnal rafAarmarc have rranthle nnderctanding that chanee
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only the first and the easiest step in the change process. a step
that sets in motion the dynamic of probiem creation through
rroblem solution. Content to remain on that first ztep. assuming
as they do that the goals of change can be achieved by a process
that could be called human mechanical engineering, insensitive
as they are to what the change will activate in the
phenomenology of individuals and their institutional
relationships, they confuse a change in policy with & change in
practice. (p. 101)

River City School District believed that Alberta Education was using an
interactive political process as the mode! for development of the new
secondary education policy and the new graduation requirements. The district
believed that its input had merit and would receive consideration.

In the earliest stages of the process, the district acted in good faith.
When it failed to see substantial evidence of its position in the policy and new
graduation requirements pronouncements, a power struggle resulted. The
district attempted to protect and promote the interests of its clients: first,
through criticism of Alberta Education's directions and later by joining the
lobby to negotiate a refinement to the structure of the science program.



CHAPTER 7
COMMUNITY FACTORS AFFECTING IMPLEMENTATION

Fullan and Stiegelbauer (1991) suggest that communities have three
options when confronted with change. They can pressure district
administrators "to do something” about a problem, they can oppose the specific
innovation, or they can do nothing. In the majority of situations, Fullan and
Stiegelbauer conclude that "school boards and communities do not initiate or
have any major role in deciding about innovative programs” (p. 243). On the
other hand, they provide evidence that when boards and communities become
aroused theyv can be "radically powerful" (p. 243). Furthermore, they suggest
that when ignored, boards and communities are capable of bringing an end to
innovations adopted without consultaton. This chapter doc-uments the action
of the aroused science community and the collective assessment of leading
educational stakeholders in response to the dual diploma structure of the new
graduation requirements.

Other studies have found that, in cases involving conflict, the
community groups nearly always prevailed. Disregard of community opinions
often leads to failed implementation (Gross et al., 1971; Smith & Keith, 1971).
Stakeholder groups by virtue of their collective power and skillful capabilities
have intervened successfully to reject innovations that are ill conceived and
inconsistent with community values. Community groups in Alberta were
instrumental in forcing the government to re-examine the structure and
content of the new graduation requirements.

During the course of the development and implementation of the new
graduation requirements in Alberta, two objections emerged. The first
demonstrated opposition to the changes in the graduation requirements while
the second demanded that the government "do something about” the
graduation requirements. This chapter will first address the widespread
concern among the science community about the science program. This will
be followed by a discussion of the ongoing concern expressed by educational
stakeholders regarding the dual diploma structure and the number of

Aot ~readite enmeriend Fae hinh crhAant AaradnnariAan RAarh Anf thaco mattore
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forced the Minister of Education and Alberta Education to make or propose
adjustments to the graduation requirements.

The influence of these community stakeholders together with the
changes they were able to effect as a result of their actions is described in this
chapter. The data analyvzed in this chapter were collected primarily from
print materials including government publications, stakeholder documents,
and media clippings that were supplemented with data obtained through
interviews with individuals associated with the stakeholder groups. The

concerns surrounding each issue are examined., analvzed, and discussed
separately.

Challenges to the Science Program

The proposed changes to the science program can best be described as a
shift in emphasis from science as isolated specializations in chemistry,
bidlogy, and physics 10 science that embraces its relationships with society
and technology. The initiative for the changes originated with Report #36
from the Science Council of Canada (1984), which was influential in the
development of the Secondary Education in Alberta (Government of Alberta
1985) policy statement. Table 20 presents a time line establishing the

development of the science program changes, the challenges that arose, and
the resoluton of the problem.

Table 20
The Evoiuation of the Science Program

April 1984 Release of the Science Council of Canada Report: Science
for Every Student

June 1985 Release of the Government of Alberta policy statement:
Secondary Education in Alberta

1986/87 Informal meetings between Alberta Education science

consultants and officials with science teachers, university
science professors and post-secondary registrars

June 1987 Alberta Education releases Proposed Directions for Senior
High School Programs and Graduation Requirements
(Alberta Education, 1987a) outlining major changes to the
high school science program including the introduction of
the Science 10-20-30 stream, the elimination of Biology 10,
Chemistry 10, and Physics 10, and an increase from three



January 1988

February 1988

April 1988

January 1989

January 1989

Iebruary -
May 1989

April 1989

May 1989

May 1989

July 1989

January 1990
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1o five credits for each of Biology 20, Chemistry 20, and
Physics 20

The Dean of Science, University of Alberta. establishes a
committee to investigate the changes to the structure and
content of the secondary science program in Alberta

Alberta Education issues Senior High School Graduation
Requirement and Program Development Update
confirming the structural changes to the science program
and reducing the credit value of Biology 20, Chemistry 20,
and Physics 20 to three credits per course

Letter of protest to the Vice-President (Academic),
University of Alberta, regarding pending changes to the
structure and content of the science program from 33
University of Alberta professors in the Department of
Physics

Meeting of about 80 Edmonton and area science
teachers to develop a plan of action to express concern
about the impending changes

A University of Alberta physics professor circulates a
"Dear Friends" letter encouraging colleagues and friends
concerned about education to "take political action”

Alberta Education receives between 650 and 700
submissions from teachers, science educators
professional organizations, school boards and central
office personnel regarding the new science program

Alberta Education announces a delay in the
implementation of the Science 10-20-30, Biology 20-30,
Chemistry 20-30, and Physics 20-30 courses. The
announcement asserts that the delay does not mean that
Science 10-20-30 is being reconsidered, nor that Biology
10, Chemistry 10, or Physics 10 is being retained

The University of Calgary announces that it will recognize
Science 30 as a category "B" admission requirement

The University of Alberta rejects Science 30 as a subject
for adinission into any faculty at the university as either a
required or optional subject

The Minister of Education establishes the Commitiee on
High School Science Programs with representation from
post-secondary institutions, industry, the engineering
profession, school trustees, and the ATA to advise him "on
quality, structure, and content of the secondary science
programs”

After receiving the report from the Committee on High
School Science Programs, the Minister of Education
announces his decision to

* proceed with the Science 10-20-30 courses
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* require Science 10 as a prerequisite for all 20-level
science courses

* increase the credit value for Biology 20, Chemistry
20, and Physics 20 to five credits per course

* revise the content of Biology 20-30, Chemistry
20-30, and Physics 2G-30 to better prepare students
for post-secondary studies and careers in science;
i.e., make the courses more academically rigorous

* revise the goals of science education to focus on
fundamental science concepts and their
application
January 1990 The Minister of Education announces a further delay in
the high school science program implementation: Science
10 will be introduced in September 1992, with Science 20

being introduced in September 1993 and Science 30 in
September 1994

September 1991 Sel~cted high schools in Alberta begin to field test the
newly revised Science 10 course

October 1991 University of Alberta agrees to recognize Science 30 as a
Category "C" admission subject.

Background to the Changes in the Science Program

The change in emphasis for science programs in Alberta was
influenced by a 1984 report of the Science and Education Committee of the
Science Council of Canada. The contents of this report influenced the Alberia
government's policy on secondary education announced in 1985.

The Science Council of Canada report. The report, Science for Every
Student: FEducating Canadians for Tomorrow's World (Science Council of
Canada, 1984), was the culmination of a four-year study that analvzed
historical, and current practice in science education in Canada. Its objective
was to stimulate active deliberaton for science education in the future (Drake,
1984). The report recommended that Canadian students receive the best
possible general education comprising not only the traditional basics of
language and mathematics, but also the new basics of science and technology.
In addition, it recommended that science be taught at all levels of schooling
with an emphasis and focus on the relationship of science, technology, and
society (STS) in order to increase the scientific literacy of all citizens through
appropriate, balanced science education programs for all students (Science
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Council of Canada, 1984). The Science Council of Canada's recommendations
are consistent with the objectives of what has become an international STS
movement which broadens the base of science education by integrating
accurate and authentic presentations of the nature of science, the nature of
technology, and their interactions with each other and with society into the
science program (Alberta Education, 1989e).

A major finding of the Science Council study revealed a serious gap
between what science education was supposed to achieve and what it actually
achieved. To effect the renewal of science education the committee urged
adoption of eight general initatives and 47 specific recommendations. The
report's compelling conclusion suggested that "any delay in renewing our
science education systems threatens Canada's capacity to participate in a
changing world” (p. 11). .

This report affected the development of the policy statement, Secondary
FEducation in Alberta (Government of Alberta, 1985). Commenting on the
Alberta government's acceptance of the Science Council report, one science
consultant observed that the focus on global competitiveness that pervaded the
political reality of 1984-85 was a significant factor in the Alberta
government's acceptance of the report. He felt that it was the government's
intention to establish a strong foundation in science from grade one t 12 to
encourage more students to continue their post-secondary education in
science and technological fields as well as prepare future citizens with a better
understanding of the impact of science and technology in their daily lives.

Changes to the science program in Alberta. Alberta Educatioi: deemed

that structural and curricular changes to the science program wevre necessary
to achieve the goal of increasing the scientific literacy ot all citizens. It was
noted that "of all the changes in high school courses being made as a result of
the secondary education policy, none is as comprehensive as the change in
both the structure and content of science programs" (1989f, p. 4). It was
through the new graduation requirements that these structural and content
changes to science were introduced to the high school program in Alberta.
The changes in the approach to science education were designed to accomplish
three things:

* to help students become scientifically literate
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* to help students to use their scientific knowledge to become
socially responsible and

* to motivate students to learn and understand science.

(Alberta Education, 1989e, p. 5).

According to Alberta Education, the curriculum was revised to give students an
opportunity to learn about the importance of science to the conduct of their
everyday lives following recommendations from the Science Council of Canada
report which stressed the interrelationship of science, technology, and society
(de Luna, 1989b). An Alberta Education official added that the new program
emphasized the process-inquiry dimension as opposed to the lecture-oriented
delivery structure that was quite typical [in science programs] across the
province.

While all science courses were scheduled for major content
redevelopment to achieve these goals, most of the structural changes affected
students enrolled in the Advanced Diploma. The major shift was the
introduction of a new stream of three five-credit science courses entitled
Science 10, 20, and 30. These new science courses were designed to integrate
"pure" science with its application to the real world and enable high school
students to learn about the importance of science in the conduct of their
everyday lives (Alberta Education, 1989%9e). To accommodate the new general
science program, Biology 10, Physics 10, and Chemistry 10 were being phased
out, and the credit value of each of Biology 20, Physics 20, and Chemistry 20
was to be reduced from the proposed five credits to three credits.

Students enrolled in the General Diploma program were required to
increase the number of credits they obtained in science from five to eight in
order to achieve their diploma. The Science 14-24 courses were designed for
less capable students in the General Diploma program, although any eight
credits in science could be presented. The challenge to the science program
focused entirely on the so-called academic stream of science courses including
the Science 10-20-30 and the specialized science courses. The non-academic
courses (Science 14-24) were never an issue brought forward by the
stakeholders; and, in fact, the Science 14-24 courses were the only science
courses that were implemented according to schedule.

Draft curricula for the new science courses were prepared by science
teachers from across the province under the direction of Alberta Education
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staff (Dinning. 1990a). Dinning goes on to say that over about 18 months,
science teachers from around the province developed

a new curriculum that reflected the guidelines of the
government policy. This policy . . . stated that science programs
should help students understand basic scientific concepts and
their application to our world. In other words, they should help
students understand the social, technological, and environmental
impact of science and the mworal and ethical issues that
accompany the use of scientific knowledge. (p. 6)

Draft curricula were circulated to schools and interested parties for comment.
During this period of program development, Alberta Education was also
experiencing staff changes. A member of the Science Curriculum Committee
suggested that the turnover of personnel at Alberta Education "created some
mistrust on the part of the universities and some science teachers.” He
referred to situations where "one person was saving something that was not
consistent with what another person, or the Director or the Assistant Deputy
Minister, had said.” He went on to say that the people involved were all good
people and that none were irresponsible, "but you change three people in the
course of three years or three-and-a-half years and, assuming that it takes
about six months to learn the job, it's tough." The committee member believed
that this situation contributed to some of the communication problems
between the department and the stakeholder groups.
Challenges to the Proposed Restructuring

According to an Alberta Educaton official, the department endeavored
to inform stakeholders of the impending changes to the structure and
curriculum of the senior high school science program. The Director of the
Curriculum Design Branch indicated that information bulletins were issued,
and interested individuals and organizations could request specific program
drafts as they became available. Another Alberta Education official outlined
the concerted effort made to keep stakeholders informed:

we selected groups, we arranged for presentations, we phoned
the President of the University Coordinating Council to get on
their agenda when all the Presidents met. One time, we arranged
through the President to attend the General Faculties Council
meeting. We did that with the key people in the college system.
We did that with the CASS group of superintendents. We basically
said that we were available to come and talk to them.

Through these many efforts, Alberta Education believed that stakeholder
groups throughout the province had opportunities to become aware of the
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proposed changes and provide Alberta Education with their feedback.
University of Alberta concerns. Faculty at the University of Alberta
had the opportunity to become familiar with the impending changes to the
science program through a variety of sources. According to an Alberta
Educaton source, faculty members could have learned about the new general
science program from the university representative on the Alberta Education
Science Curriculum Committee or through informal contacts with ATA Science

Council teachers. University administrators became aware of the new
structure through the Senior High School Curriculum Coordinating Committee
while still others learned of the changes through the Alberta Education
presentation to the General Faculties Council. A member of the Faculty of
Science indicated that these communication linkages failed to alert most
science professors to the impending changes.

Early in 1988, the Dean of the Faculty of Science established the Faculty
of Science Ad Hoc Committee on the Proposed Revision to the High School
Science Program., an interdepartmental committee charged with the
responsibility of studying the proposed new curricula and the program
delivery structure. The committee included representatives from each of the
major departments in the faculty but not science specialists from the Faculty
of Education. Many Faculty of Science educators expressed concern that the
new general science course would be a "watered-down" science course and
further, that it did not provide sufficient opportunity for advanced and more
capable students to develop their talents and interests in science. According to
one committee member, the committee did not object to the introduction of the
general science course; they thought "that it was great" because it allowed
more students to take science courses. The objection, he said, was to the
removal of the specialized science courses at the grade 10 level. Concern was
also expressed about the decrease in rime allocated to the study of specialized
science courses and the impact this would have on curriculum articulation for
students entering science-related programs at the university.

After studying the matter, 33 physics professors signed a letter to Dr. J.
P. Meekison, Vice-President (Academic), expressing concern about "weaker
preparation in science for students entering Physics 20, Biology 20, and
Chemistry 20" (Physics Professors, 1988). The committee attempted to provide
feedback to Alberta Education regarding the draft curricula. However, in the
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words of the physics professor on the committee, "It [the curriculum] became a
moving target: we Kept on getting draft after draft after draft, sometimes in
response to our criticism and perhaps due to second thoughts or whatever. It
was quite frustrating.” In February of 1988, the physics committee member
presented details of his concerns regarding the new science program in a
letter to the Director of the Curriculum Design Branch of Alberta Education
(Physics Professor, 1988). While acknowledging that his comments were
largely negative, the professor offered "constructive considerations” that he
believed would be more feasible and acceptable to the university science
community. Specifically, he requested that grade 10 level specialized sciences
be reinstated and the credit value of the grade 11 specialized sciences be
increased to five crediis per course. Alberta Education's response reflected the
fact it =w4$ not able 1o change the structure as these were components of a
political mandate imposed by the government.

At the end of January 1989, a physics professor circulated a "Dear
Friends" letter to between 40 and 50 influential colleagues, within both the
science and university communities, and parent-friends. His letter outined
the evolution of the concern, stated the current situation, and encouraged
political action to "contribute to the development of a more appropriate
curriculum” (Physics Professor, 1989). An Alberta Education official indicated
that the 650 - 700 letters the department received on the science issue were
one of the largest number the department had received on curriculum change
in a specific subject. Some of these letters were generated in response to the
"Dear Friends" letter whereas others were generated as a result of political
action initiated by the Alberta Teachers' Association (ATA) Science Council.

A math-science department head, who was a member of the Alberta
Education Science Curriculum Committee, presented an opposing opinion of
the proposed changes. He supported the new directions although he felt that
those who opposed the changes genuinely believed that the new program
should reflect

purist theories, and a purist approach 1o science: they didn't
want us to spend time doing technological application or even
looking at environmental implications or technological

applications. They were opposed to the kind of stuff that Suzuki
does.

This opinion was echoed by a senior Alberta Education official who felt that a
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very vocal but sincere minority. both among the university and the science
teacher groups, was responsibl- ~hallenging the new science program.

The Faculty of Science :. departmental Committee, having studied
both the proposed structural changes and the proposed content of the new
general science, reported that the proposed science program was to say the
least "wanting." In the spring of 1989, the Associate Dean of the Faculty of
Science at the University of Alberta presented the report recommending that
Science 30 not be accepted as a subject for admission to any faculty at the
university as either a required or optional subject. The recommendation was
accepted by the university's admissions and transfers committee (Elliott, 1989).
At approximately the same time, the University of Calgary recognized Science
30 as a "B" category entrance requirement (Curriculum Corner, 1989, p. 2).

Alberta science teachers' concerns. In the period immediately after the
announcement of the secondary education policy in Alberta, science
consultants with Alberta Education began communicating the educational
vision of the Science Council of Canada and its implications for science
programs to science teachers across the province. Officials talked with
various science-related groups of teachers, including school district-based
teachers and the ATA Science Council. about the impending changes. One
district-based consultant recalied that feedback to Alberta Education
consultants at a meeting he attended was fairly significant: "[Science]
teachers did not believe that moving away from specialized sciences to a
general science course for grade 10 was desirable." He further believed that
teachers' initial resistance to the proposed structure was partially to protect
current practice and their own territory as specialists. As teachers of Biology
10, Physics 10, or Chemistry 10, they had specific territories and identities that
they would lose if Science 10 replaced these courses. This early negative
response to the proposed change did not alrer Alberta Education's strategy to
proceed with their implementation strategy.

Alberta Education's approach was to inform science teachers of the shift
in directions and the rationale behind the new paradigm. Alherta Education
officials believed that the matter was beyond the discussion stage because the
time for input was during the development of the secondary education policy.
Nevertheless, some teachers did not agree with the proposed changes and
continued to provide negative feedback about the restructuring of the science
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program. However, Alberta Education moved forward by preparing outlines
for the Science 10-20-30 courses and a draft curriculum for Science 10.
Science teachers in Alberta were moved to action about the new science
courses when they reviewed the outlines and draft of the new curricula. They
were very concerned about the quality of the science program that would
result from the proposed content.

Science teachers expressed concern not only about the change in
philosophy associated with the program changes but also about whether the
new goals could be achieved through the proposed new curricula. In
describing the new general science course, the President of the ATA Science
Council, Gerrit Cuningham, said that it "is a descriptive one that requires litte
analvtical thinking and use of mathematical concepts" (de Luna, 1989b, p. 3).
He went on to state that allocating only three credits for each of Physics 20,
Chemistry 20, and Biology 20 while assigning five credits for Science 20 was a
major stumbling block to achieving teacher support for the new program.
The Council President indicated that a second concern of teachers was the
understanding that Alberta Education expected about 75% of the student
population to enroll in the general science courses leaving only 25% to study
specialized science. Science teachers believed that a 50/50 split between
general and specialized science course enrollment would be more appropriate
(de Luna, 1989a). In addition to providing input to Alberta Education at various
specially arranged meetings around the province, many teachers wrote
personal letters of protest to the Minister and/or Alberta Education. An
Alberta Education official commenting on tiie teachers' concerns regarding
the proposed science courses acknowledged that "teachers were clearly saying
that it was a significant change, and they would like to carry out further
dialogues on these changes to get across their perceptions on how the
program should be structured.”

Science teachers were also concerned about the impact of the academic
science program on their own teaching assignments. The department head of
science at Meadowview High School asked a number of questions illustrating
science teachers' concerns. How would the elimination of the grade 10 level
specialized courses affect them personally? Would they still have jobs
teaching specialized sciences? Who would teach the new general science
courses? Would all science teachers be expected to become both generalists
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and specialists; and. if so, how were they to make the transition? “Would there
be enough courses for all science teachers to continue to teach science? What
inservice would be available? What proportion of students could be expected to
enroll in the general or the specialized courses at the grade 11 and 12 levels?
Because Alberta Education did not have decisive answers to these types of
questions, the lack of clarity only served to magnify some teachers' concerns.

Not all of teachers' concerns about the science program centered on the
so-called academic science courses. Teachers also expressed frustration about
the quality of the Science 14 course implementation. While the structure and
content of the non-academic stream of science was not in contention, another
tvpe of implementation problem related to resources emerged. Although a
textbook revised to Alberta Education's specifications was developed and
delivered on time, the promised back-up resources including suggested
activities, teacher's guide, and evaluation strategies did not appear on
schedule. The science department head at Meadowview High School suggested
that teachers

are spooked and pretty skeptical, and rightly so. Teachers are
trying to implement as best they can and they are very
resourceful people. If something doesn't work and if something
isn't there, they will go their own way and they'll make it. Then
what happens is you get people teaching 150 different Science 14
courses in Alberta. The teachers teaching Science 14 this year

are very, very unhappy and very, very disillusioned and
unimpressed with what was promised and is not yet here.

The perception was that this type of situation contributed to lack of
standardization in programs and defeated the purpose of having a common
curriculum. The department head's predictions for the Science 24 program
and resources were not optimistic. While Meadowview High School was not
offering the program during the 1989-90 school year, he was aware of
teachers in other schools who "don't have the :naterials yet, so they are flying
bv the seat of their pants." Although the process of each teacher "re-
inventing the wheel” provided impertant personal and staff development
opportunities that are fundamental to effective implementation, the
compromise was that local material adaptation may not have focused on
achieving the program goals. Teachers in this study became discouraged with
the change process when their expectations for the Science 14 program were
not met, and their anxiety was raised with prospects of expected revisions to
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the other science programs.
River City School District concerns. The River City School District was

sharply critical of the new science course content.

the topics are "neat" and “glossy,” but learning the science
content of the topics cannot be achieved because the necessary
background knowledge is lacking and cannot be presented in the
time allotted. This is disconcerting since students will be asked to
make decisions on science and technology in society without
understanding the science involved with the issues. (cited in
Elliott, 1989, p. Al13)

The chairperson of the School Board was aware of the concerns about the
science program through district officials and through contact with the
University of Alberta and professional associations. and supported the need for
additional dialogue on the issue be’ore implementation could take place.

Concerns of the professional _associations. When drafts of the proposed
science curricula were circulated to professional associations, the concern
focused on the content. The Alberta Medical Association and the Association of
Professional Engineers, Geologists and Geophysicists of Alberta were among
the: professional associations to express concern about the science program. It
was one consultant's view that the professional associations were not familiar
with the new focus of science envisioned by the Science Council of Canada and
judged the draft curricula as being "a social studies document.” They took
immediate political action to make the Minister of Education aware of their
concerns.

Delaving the implementation of the senior high science program. In a
letter to School Board Chairmen in Alberta dated April 5. 1989, the Minister of
Fducation announced a one-yvear delay in the implementation of the new

senior high school science programs. In spite of the many challenges that
were made to the new science courses, the Minister of Education stated in the
letter that Science 10-20-30 would be a demanding and rigorous program that
would enabie students to learn about the importance of science to the conduct
of their daily lives. Furthermore, he did not intend to change the basic
directions or structure of the program (Dinning. 1989). The Minister stated
that delay would enable the development of custom-developed texts and more
support resources, provision of inservice and support programs to better
prepare teachers for delivering the new courses, and facilitate further
response to the draft programs of studv bv science teachers and university
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personnel. The announcement concluded by indicating that the existing
science courses would meet the science requirements for Advanced Diploma

students entering grade 10 in September 1989 and September 1990.
The Committiee on Hich School Science Programs

In Juiy of 1989, following widespread public criticism of the high schocl
science program. the Minister of Education appointed a committee o advise
him on the controversial program proposed by Alberta Education. The
committee was to "serve as an external forum for reviewing curricular change
in secondary science within the context of establish¢d government policy™
and "advise the Minister on the quality, structure, and content of the
secondary science programs" (Alberta Education, 1989g). Specifically, the
committee was requested to

1. examine the content and structure of the new curriculum and
accompanying resources to ensure consistency with the
secondary education policy

v

provide opportunities for the Minister to communicate the
nature and intent of the proposed secondary science
programs to educational associations and the public

3. review specific aspects of the secondary science
implementation process and its impact on students, teachers,
school jurisdictions and educational agencies. (p. 1)

The committee included representatives from post-secondary institutions,
industry. the engineering profession, school trustees, the legisiature, and the
Alberta Teachers' Association.

Dinning said in the legislature that he wanted to consult people from
various sectors of society who were critical of the proposed new program in an
effort to find "common ground"” to give our students the very best science
education and to achieve the wider objective of improving the scientific
literacy of our citizens. Under the Minister's chairmanship, the committec
met several times between August 1989 and January 1990. In addition, the
committee held meetings across the province with teachers, public and private
corporations, and professional groups. According to Alberta Educatiorn:, "these
meetings played an important part in clarifying directions for the science
programs and making improvements" (Alberta Education, 1990b. p. 5}. The
final meeting focused on providing the Minister with advice and resulted in
the Minister's January 26, 1990 statement regarding the future direction for
development of the senior high school science program.
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The Minister of Education. Jim Dinning, states that "most of the time.
working together and seeking consensus are the only reasonable ways in
which to proceed" (Dinning, 1990a, p. 7). This was the process he chose to
resolve the problem of the science program implemertation. In seeking
consensus there was an implied question of negotiation, that is, give and take.
With the exception of raising the credit value of Biology 20, Chemistry 20, and
Physics 20 from three to five credits, the Minister was successful in
maintaining the basic structure of the science program as it was originally
proposed. He was not as successful in maintaining the science, technology.
and society goals and content of the program. The Minister of Education
reversed the direction of the science program as a result of advice he received
from his advisory committee. Whereas the original intent of the Science 10-
20-30 courses was to present a broad science-technology-society integrated
approach, the press release describes these courses as focusing on
"fundamental science concepts and their application” (cited in Teachers
Cautiously Approve New Science Curriculum, 1990, p. 1). A school district-
based science consultan. commented that "the revised draft of the general
science course resembled a more traditional science curriculum than the
previous one" and further that "because of the politicization of the process,
the whole matter of science, technology, and society has been minimized, if
not lost altogether.”

Analvsis of the Science lIssues

Fullan and Stiegelbauer (1991) .dentified two main forms of non-
instructional parent and community participation in educational change. One
relates to active involvement in governance, advisory councils, and
associations while the other relates to broader involvement in community
school relations and collaboration. The community of parents of the students
at Meadowview High School did not express concern about the newly mandated
science program and, consequently, they did not take action to prevent its
implementation. However, a group of concerned citizens external to the
school community, most of whom were science educators or science
professionals, emerged. This group lobbied the Minister of Education and
Alberta Education officials and was successful in voicing its concerns and
effecting change. This finding is supported by Joyce (1978) who found that
when parents had a clear task they could be very effective in influencing
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decisions. Those parents and citizens who showed concern about the science
program had a clear task, namely, preventing the mandated change from
being implemented, and influencing the development of the science program
which was consistent with their own vision for the program. The data in this
study show that the concerns raised by interested Albertans forced the
government to review its earlier decisions and undertake extensive revisions
to the new science programs.

In adopting the approach to science education as presented in the
Science Council of Canada report, the Government of Alberta and Alberta
Education assumed that science stakeholders in the province agreed with the
new directions set out for science education, especially the goal of integrating
science, technology, and society. This led to the second assumption which was
that the problem of changing the science curricula was a well-structured
problem that could be dealt with through the classical/managerial perspective
of implementation. By developin;g a rational, detailed implementation plan
and informing stakeholders of the process, Alberta Education assumed that
implementation would logically follow. These assumptions proved to be
incorrect and created major barriers to the implementation of the science
program. The original plan for the science program led Alberta Education
into the trap of what Fullan calls "false clarity” (1982, p. 58). In other words,
the change may have been interpreted in an oversimplified way: there was
more to the proposed change than was readily apparent.

It is clear that some stakeholders did not agree with Alberta Education’s
interpretation of the Science Council of Canada vision of integrating science,
technology, and society into the science curricula. While none of the
stakeholders disagreed with the broader goal of graduating scientifically
literate citizens, difficulty arose in ascertaining how that was to be achieved
in practice. Some members of the science community, including some science
teachers, believed that students required a foundation in basic science
concepts before they could understand them in a societal context. This was in
conflict with their perception of the structure and conritent of the draft
curricula that were being circulated. One science teacher commented that
Alberta Education had developed curricula that presumed that students either
already understood the scientific concepts or could learn them as they were
presented in the course. In addition, the university science community was
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concerned that opportunities for capable, advanced students were being
limited by eliminating their accessibility to specialized science courses at a
lower grade level. This study has found that collective intervention of science
educators and science professionals from across the province was
instrumental in the establishing the review of science program structure and
content that led to its restructuring.

The intervention of the University of Alberta in the secondary
education process demonstrates the power of post-secondary institutions in
determining curricula. University of Alberta science educators expect the
high school science program to nurture capable and talented students through
opportunities to study specialized science courses in the belief that these
experiences will challenge these students to pursue the study of science at the
university level. Secondly, this study found that the University of Alberta
science educators expect entering students to have achieved certain levels of
proficiency as a result of completing certain secondary level courses. The
faculties of Science and Engineering then claim to use these proficiency
levels as the basis for their entry-level courses.

Although there was certainly no legal obligation on the part of Alberta
Education to consult with post-secondary institutions and professional
associations when courses are restructured, this study clearly demonstrated
the dilemmas that can arise when consultation with those who have a vested
interest in programs does not result in consensus. Post-secondary institutions
and professional groups operated at arms-length from the education system.
Nevertheless, they were prepared to intervene when their best interests were
in jeopardy. In response to a question about who decides what children will
learn in school, the Minister of Education replied, "Albertans decide"
(Dinning, 1990, p. 6). Identifying which "Albertans” to consult in reaching
the decision about how to structure the science program was a secondary
problem.

Finally, it appears that timing was problematic in the implementation of
the science component of Alberta's secondary education policy. Changes in
Alberta Education personnel, "mixed"” messages, and assumptions about the
success of their communication efforts created uncertainty among science
educators and professionals. Stakeholders did not have sufficient or
satisfactory opportunities to develop shared meaning about the paradigm shift
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proposed for the science programs.

The individuals who were involved in preventing the implementation
of the science program as it had been originally proposed were a select group
of parents and citizens. They were individuals who had expertise in the
subject area by virtue of their own education and training: science teachers,
science professors, and members of science-related professions. Their level of
education was above the norm. Furthermore, they understood the political
process and knew how to use it to achieve the ends they sought. The lack of
protest action on the part of the Meadowview School parents may be explained
in part because they did not comprehend the issue because they lacked the
science expertise necessary to identify the potential problem.

The restructuring of the high school science program became a mess of
problems or what Mitroff (1983) calls "wicked problems.” The problem was not
simple or singular as Alberta Education assumed. Furthermore, Alberta
Education conceptualized the science problem incorrectly. Miles asserts that
one of the primary tasks of planning and implementing new programs is
attending to political stabilization in relation to the community (1987). Alberta
Education failed to identify the Science Faculty professors at the University of
Alberta as relevant stakeholders and minimized the potential barrier to
implementaton from the negative feedback of some science teachers.

Mitroff (1983) suggests that the influence of stakeholders is not just the
influence of the stakeholder on the organization but also the influence of the
organization on the stakeholder. He goes on to suggest that the assumptions
held by stakeholders about a mess of problems, that is, ill-structured, complex
problems, are critical to the determination of the success or viability of a
policy. Mitroff contends that the identification of stakeholders is essential for
identifying their assumptions about a particular policy. He suggests that
policy makers cannot hold nor understand the same world view as all of the
stakeholder groups and therefore they are not able to identify stakeholders’
assumptions. Assumption analysis is re~ommended as a means of resolving
complex problems because, according to Mitroff,

working on complex problems is above all a behavioral process

fauthor's emphasis] for allowing persons to see their differences
in perceiving stakeholders, (who is involved, who should be
considered), in naming assumptions (what the stakeholders are
presumed to be like), and in mapping (what is important and
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what is felt to be known). (p. 29)

It was only after the Minister of Education convened a committee tO
investigate the challenges to the science program that science stakeholders
were given the opportunity to systematically resolve their differences in a
constructive fashion. It is unfortunate that Alberta Education did not employ a
more effective stakeholder monitoring system at the outset of the science
program development. Quality involvement of stakeholders during the
structuring phase of the science program development could have prevented
the conflict that evolved, reduced the waste of valuable resources, and made an
appropriate science program available to Alberta students at an earlier date.
The example of the science prograim changes is a classic case of what Fullan
and Stiegelbauer identify as "divergent worlds.” They suggest that

government agencies have been preoccupied with policy and
program initiation, and until recently they vastly underestimated
the problems and processes of implementation. To the extent that
each side is ignorant of the subjective world of the other, reform
will fail--and the extent is great. (1991, p. 79)

Alberta Education acted as if the only prerequisite to effecting change was to
explain and mandate the change. Bosetti concludes that implementation can
fail "when the realities of practice are not taken into consideration" (1990,
p. 192). Alberta Education failed to establish what Fullan and Stiegelbauer
(1991) label a processual relationship with appropriate stakeholders. The
failure to develop a shared meaning of the proposed science changes among
the stakeholder groups resulted in the initial misunderstanding and conflict
that led to the restructuring and delay in implementing the science program.

Challenges to the Two-Diploma Structure

Throughout the development of the new graduation requirements,
controversy about the two-diploma structure presented a dilemma for the
government. One senior Alberta Education official suggested that "we have
always traditionally, historically, thought of two routes: matric and non-
matric, the non-matric being associated with the general and the matric being
associated with the advanced." Nevertheless, prior to 1983, all high school
students achieving a basic set of requirements received the same diploma. The

story of the evolution of the General Diploma and the Advanced Diploma was
presented in Chapter 4.
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According to the Deputy Minister responsible for student programs,
some people advocated a system that would enable them to identify the
capabilities of graduates according to the tvpe of diploma they had achieved.
On the other hand, other educational stakeholders advocated a flexible single
diploma that would recognize individual student capabilities. When faced with
diametrically opposing views, the Minister of Education reflected that the
government decides by listening

to all views, but we must also try to look toward the future; we

must protect the rights of minorities, and we must--most of all--

do what is best for our children. Keeping in mind all the

professional advice we've received and the strongly held views

we've heard, we as a government must make a final decision. We
- must provide leadership. (Dinning, 1990a, p. 7)

The government in this case decided to continue with the two-diploma
structure that was initiated just prior to the release of the secondary education
policv statement in 1985.

Several organizations studied the Proposed Directions for Senior High
School Programs and Graduation Requirements (Alberta Education, 1987a) and
the Senior High School Graduation Requirements and Program Development
Update (Alberta Education, 1988a) and submitted briefs to Alberta Education
reflecting their considered opinions. The responses of two provincial
organizations, the Alberta Teachers' Association and the Alberta School

Trustees' Association, will be reviewed as background to the challenge to the
dual diploma structure.
The Alberta Teachers' Association Position

In its March 1985 response to the Review of Secondary Programs,
Report of the Minister's Advisory Committee (Alberta Education, 1985), the
Alberta Teachers' Association (ATA) strongly advocated the use of one high
school diploma which would avoid the confusion and misunderstandings that
arise from a multiplicity of diplomas. The Association reiterated its position in
commenting on the Proposed Directions for Senior High School Programs and
Graduation Requirements (Alberta Education, 1987a).

While the ATA agreed that the General Diploma "provides more
opportunities to pursue and develop individual aptitudes and interests in a
variety of complementary areas" (1987, p. 16), it also contended that students
in the Advanced Diploma program would "have less opportunity than general
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diploma students to pursue special interests and aptitudes via the school route”
(p. 16). The ATA claimed that students and parents would mistakenly believe
that the Advanced Diploma was better, and admonished Alberta Education to
"gquit misleading students/parents into thinking that an Advanced High School
Diploma is superior when it is not” (p. 16).

While the Association agreed that the Advanced Diploma program wouid
provide a challenge for academic students, it also believed that academic
students could be equally challenged in a General Diploma route. The
Association concluded by stating that a diploma "is attestation to completion of
a certain high school program, no more--no less" and repeated its preference
for "one high school diploma with recognition given for completion of special
programs of study" (1987, p. 18).

Insofar as the proposed directions for program content and course
sequences, the Association was critical of the content of the Advanced Diploma.
The program specified for an Advanced Diploma was seen to be "promoting a
program much like that in the 1940s and 1950s" (Alberta Teachers' Association,
1987, p. 19) in that it was less flexible and offered fewer opportunities for
capable students to pursue special interests and develop their talents.

As has been documented in Chapter 5 of this study, the official position
of the Alberta Teachers' Association was not shared by members of the
Association who participated in the Association’'s study of the secondary
education policy. The majority of teachers surveyed in the ATA study believed
that the two-diploma structure would give much-needed substance to the
concept of an academic education and, therefore, favored the dual diploma
structure.

The Alberta School Trustees' Association Position

In a study of the educational changes brought about as a result of the
changes in the secondary education program, the Alberta School Trustees'
Association (ASTA) made a total of seven recommendations to Alberta Education
(Alberta School Trustees' Association, 1988). While the ASTA Task Force
commended Alberta Education for endeavoring to provide programming to
meet the needs of students of various ability levels, its first recommendation
advocated "a single school completion certificate that indicates the student's
achievement” (p. 5).

Alberta Education projected that the General Diploma program would
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meet the needs of approximately 60% of the province's high school students.
whereas the Advanced Diploma would serve approximately 30% of students.
The ASTA report projected that the "more rigorous entry requirements at post-
secondary institutions and the lure of the 'Advanced' Diploma would entice
many students to enter the Advanced Diploma program” (1988, p. S). In fact.
according to the Association's indicators for grade 10 students entering high
school in September of 1988, over 60% of students in some jurisdictions were
choosing the Advanced Diploma route. The Association believed that this
phenomenon would lead many students to failure.

The ASTA report noted the discrepancy between the Secondary
Education in Alberta (Government of Alberta, 1985) policy statement goal that
aimed to "educate students to recognize and make choices" (p. 7) and the new
diploma requirements, especially in the Advanced Diploma Program, that
increased the number of specified credits and, in fact, reduced students’
choices in determining their high school programs. The report concluded
that in a program designed to teach students about choices, there were very
few opportunities for decisions to be made. The Advanced Diploma program
was particularly criticized for being "too prescriptive and lacking in the
flexibility tnat would allow students to make informed decisions about their
high scaool program” (p. 13).

By increasing the number of compulsory credits, the Association
anticipated the emergence of a credit crunch which would prevent students
from developing special skills and interests through the pursuit of
complementary courses. The ASTA also expressed concern about the reduction
in the number of non-academic courses and projected "that with fewer choices
available to the less academically oriented student, there is an increasing
potentdal for more drop-outs” (1988, p. 7).

The ASTA perceived both the General and Advanced Diploma programs
as being aimed at the academically able student. While the report did not
advocate a "wide open, do-your-own-thing program,” (p. 13) and applauded the
academic rigor, it also expressed concern about students who were unable to
succeed in such programs. In response to the Alberta Education indication
that some students may wish to complete their high school programs in four
years rather than three, the ASTA expressed concern about the serious
implications for high schools. Specifically noted were the possibility of a
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drastic change in the climate of high schools due to the increased number of
19- and 20-year-old students and the funding costs for the extra year students.

While the Alberta School Trustees' Association indicated support for the
basic principles outlined through the Secondary Education in Alberta
(Government of Alberta, 1983) policy, there was disagreement with how the
goals were translated into an action plan via the new high school graduation
requirements. Rather than empowering students to make choices, the
Proposed Directions for Senior High School Programs and Graduation
Requirements (Alberta Education, 1987a) reduced choices by increasing the
number of prescribed courses. At the same time, the additon of new courses
including CALM, the Social Studies 13, 23, 33 stream, and the genéral science
stream added more courses. The irony of adding more courses and streams,
while at the same time reducing the opportunity to select the new courses, was
seen as paradoxical. The Association's Task Force implied that Alberta
Education's actions were in contradiction to its own stated goals. The position
paper highlighted the areas of discrepancy. The ASTA, like the ATA, supported
the concept of a single high school diploma and made its beliefs known to
Alberta Education prior to the implementation of the new high school
graduation requirements. Neither Alberta Education nor the Government of
Alberta were prepared to accept the challenges to the dual diploma structure
and the plan to implement the changes proceeded according to the previously
announced schedule.
Monitoring the Secondary Education Policy

After initiation and adoption, the third major respomnsibility of
ministries of education according to Fullan and Stiegelbauer "is to assess the
use and impact of public policy in education” (1991, p. 277). This process is
referred to as monitoring and evaluation. Dunn describes monitoring as the
"policy-analytic procedure used to produce information about the causes and
consequences of public policies” (1981, p. 278). According to Fullan and
Stiegelbauer (1991). monitoring activities take on many forms. Educational
policies may be monitored through the collection of data on student attitudes
and achievement and the perceptions of parents, teachers, administrators, and
other district staff on matters relating to curriculum and its use. The major
issues in monitoring and evaluation relate to what data to collect, how to
collect it, and most importantly, how to use it. Summative assessment is most
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often used to revise policy, whereas formative assessment tends to be used to
improve practice.

In the summer of 1985, after the policy statement was announced.
Alberta Education developed an implementation strategy that included a series
of recommendations relating to the curriculum develb>pment processes, how
various issues were to be dealt with, costs and budget p ‘ojections, and a process
for monitoring and evaluating the implementation. According to one official,
"unfortunately, that whole implementation plan and all the recommendations
did not go very far, did not get very much attention and as a result, nothing
really did get done.”

Late in the fall of 1989, the question of monitoring and evaluation was
raised again. The Director of the Policy Secretariat indicated that some
consideration was being given to consulting stakeholders about their
perceptions of the implementation. The Minister of Education announced his
intention to hold a forum to assess progress towards implementing the
Secondary Education in Alberta (Government of Alberta, 1985) policy at the
1989 Alberta School Trustees Association annual conference.

The Minister of Education's Forum

Early in 1990, the Minister formally announced a curriculum
symposium to examine the implementation status and reflect on the success of
the secondary education policy. A wide variety of stakeholder groups from
throughout the province were invited to attend the forum in Edmonton on
September 21 and 22, 1990. The 170 participants included representatives from
the following organizations (Alberta Education, 1990c¢):

* chambers of commerce

* Conference of Alberta School Superintendents

* high school students

* home and school associations
* independent schools

*

Junior Achievement
Learning Disabilities Association
Alberta School Trustees' Association

*

*

Alberta Teachers' Association
Association for Bright Children
university faculties of education



* Alberta Education. (pp. 1-2)
Each registrant received a copy of Secondary Education in Alberta: A Policy
Implementation Status Report (Alberta Education, 1990d). This report listed the
department's accomplishments since the secondary education policy statement
was released in 1985 by stating each of eight guiding principles and reviewing
the actions taken to support each principle. Among the achievements listed
are

* the development, revision, or updating of more than 100
secondary courses

* financial support for the purchase of new learning
resources and teacher inservice

* the introduction of new diploma requirements based on a
broad, general education for students of all abilities

* the development of the school-community partnership
concept

* the distance education inigative

* the educational response centre and ASPEN.

The report concluded that after five years of working to fulfil the directions of
the secondary education policy statement, Alberta Education had improved the
education of Alberta students (p. 17). The claim was supported by evidence of
improved student performance on diploma examinations in English, social
studies, and physics, a 60% increase in the number of Rutherford Scholarships
being awarded since 1982, nearly twice as many students earning Advanced
Diplomas "with excellence,” and over 58% of high school graduates going on to
post-secondary education. While acknowledging its many successes, Alberta
Fducation expressed the need for all educational stakeholders to continue to
work towards providing students with the kind of education that would enable
them to be successful in an increasingly competitive world (Alberta Education,
1990d, p. 18).

The agenda of the forum included both plenary and small group
sessions. On Friday evening, delegates heard presentations from the Minister
of Education, the Deputy Minister of Education, and a panel of representatives
from the Government Education Caucus, the Conference of Alberta School
Superintendents, the Alberta School Trustees' Association, and the Alberta
Teachers' Association. On Saturday morning, the delegates were assigned to
small groups and asked to identify issues of concern relating to the secondary
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education implementation. Each group then reported on the priority items
identified in their discussion group during the morning plenary session. In
the afternoon, each group was assigned to reflect on a specific issue and focus
on solutions or strategies for dealing with it. Proposed solutions were reported
in the late afternoon plenary session.

Outcomes of the Forum

The forum discussion groups identified some 25 issues that were
subsequently summarized into the following 11 categories (Alberta Education,
1990d):

*

policy relevance and interpretation

*

stakeholder participation i1. policy development
* communication on the policy and its implementation

* the credit crunch and the two diplomas

* post-secondary articulation

implementing school program change

* inservice

* stress of change

* technology

~ * educational funding

* unanticipated events. (p. 13)

Each working group was assigned to study an issue and report its findings to
the afternoon plenary session. While many issues relating to secondary
educaton policy were examined during the forum, one delegate indicated that
“"the two biggest concerns expressed were the dual diploma structure and the
overall emphasis on academics.” Another participant said that the Depurty
Minister of Education "took the attitude that all was well [with the secondary
education policy], but the [Saturday] workshop sessions said it was not.” A
third individual noted that the secondary education policy was "a champagne
policy on a beer budget."

This study focused on those matters that pertained directly to the dual
diploma structure of the new high school graduation requirements.
Information in the next section has been summarized from the Proceedings of
the Minister's Forum (Alberta Education, 1990c). Participants' perceptions
have been included as appropriate.
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Policv relevance and interpretation. Although delegates were not

critical of the relevance of the secondary education policy and its guiding
principles, some delegates expressed concern about the lack of congruence
between the policy and how it evolved into policy actions. Delegates
commented that, while the policy aimed at providing equal access and
opportunities for all students to obtain a broad general education, in reality
the policy action tended to overemphasize academic pursuits and university-
bound students. The increased mandatory requirements and rewards for
academic excellence essential for receiving an Advanced Diploma were cited as
narrowing program choices and shifting enroliment away from the fine and
practical arts programs. This initiative was not perceived as addressing the
special needs and talents of students at all ability levels as was intended by the
policy. ,

Stakeholder involvement. Delegates expressed the concern that
involvement in policy development and curriculum building was limited to
Alberta Education. Their primary concern focused on the department's failure
to include others in bringing about change. Stakeholder delegates felt little
responsibility for the secondary education implementation plan. They were
critical of the department for its "closed shop” attitude in making basic
decisions about the choice of change models, the rate of change, and time lines
for change, as well as what, why, and how changes would occur. Alberta
Fducation was perceived as making all the decisions and then telling
stakeholder groups about the decisions instead of involving stakeholder
groups in the decision-making process. It was suggested that better
consultation with stakeholder groups could result in fewer misunderstandings
about policy decisions and curriculum changes.

Communication about the policy and its implementation. Delegates
suggested that neither educational stakeholders nor the public developed the
necessary degree of ownership or commitment to the secondary education
policy. They expressed concern about the difficulty in communicating the
purpose and goals of the policv and the lack of shared understanding as to the
meaning of the policy (Alberta Education. 1990d, p. 16). It was pointed out that
the policy implementation might have proceeded more smoothly if
stakeholders had shared in its development.
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The dual diplomas and the credit crunch. It was the general opinion of
delegates that both students and their parents perceived that the Advanced
Diploma had higher status than the General Diploma and. therefore. could
ensure university entrance. Some delegates suggested that business believed
that the Advanced Diploma was the only "valid" diploma. The opposite
viewpoint was expressed by another participant who indicated that "neither
parents nor business seemed to be aware of the dual diplomas and since student
achieverment wasn't used in screening job applicants, what was the point of
two diplomas?" In addition, delegates indicated that achieving an Advanced
Diploma was becoming the goal of all students, and students in the General
Diploma were becoming stigmatized. Some participants suggested that there
was a lack of pride in being anything other than an Advanced Diploma
student. A delegate from a large urban district suggested that the status of the
Advanced Diploma was "forcing kids to take a run at it" {the Advanced Diplomal}
thereby "setting kids up for failure because they aren't achieving what they
set out to do.” The focus on academics was also cited as "leaving littde room for
other courses,” and, therefore, not meeting the non-academic needs of
students. The dual diploma structure was seen as failing to meet the needs of
average and below average ability students.

Generally, delegates felt that the emphasis was on "students learning
more"” rather than on "more students learning” (Alberta Education, 1990d,
p- 18). The increased number of mandatory courses led to the conclusion that
the diploma programs were inflexible and did not provide a general, rounded
educaton. Delegates made several suggestions that they believed would rectify
the problems caused by the dual diploma structure: move toward a single
diploma, increase the distinction between the two diplomas. increase the
choices within a diploma program, or set up actual three- and four-year
programs for a diploma.

The increasing number of students returning for a fourth yvear of high
school, either to raise their marks or averages, to take additional courses, or
because they were unemployed was of concern to delegates. The additional
costs of providing teachers and facilities for this group of students was adding
stress to the already overburdened educational budget. Participants
representing smaller high schools also reported the difficulty of finding
qualified teachers to offer both the academic and the fine/practical arts with
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the result that their programs tended to focus on university entrance
requirements.
Post-secondary articulation. The articulation of post-secondary

institutions' entrance requirements with high school programs was of
concern to delegates. It was noted that a high school diploma is not required to
attend Alberta universities, and that even with an Advanced Diploma, it was
possible that a student might not qualify for university entrance. Delegates
concluded that "this obviates tr » need for more than one high school diploma"
(Alberta Education, 1990d. p. .» . Some delegates believed that post-secondary
guotas and the inflation of entrance requirements contributed as much, or
more, to the overemphasis on academics. the credit crunch, and the returning
fourth-year students as the existence of an Advanced Diploma.

Implementing school program change. Forum delegates identified
insufficient preparation of teachers, school administrators, and jurisdictions
for the changes as being the largest obstacle to implementation. There was an
absence of plans, strategies, materials, and support to facilitate the
implementation. The general feeling was that there was "too much wc fast”
(Alberta Education, 1990d, p. 21). Efficient implementation requires that the
timing of the changes be coordinated with funding. Delegates cited problems
in budgeting for staffing needs and inservice programs prior to required
implementation. The implementation attempts were further frustrated by
cutbacks within Alberta Education, reorganization of Alberta Education staff,
reduction of regional office consultation services, and delayed production of
some materials by publishers.

Inservice. Inservice issues identified were related to funding, timing,
responsibility, control, and ways to assist both teachers and administrators to
become aware of impending changes. Insufficient funding, inadequate time
to plan inservices, and confusion over role relationships regarding inservice
responsibilities were seen as barriers to the implementation of the secondary
education policy. Within Alberta Education it was expected that the regional
office consultants would assist with inservice. The inservice programs that
materialized tended to focus on subject specific program changes and very
few, if any, inservice actvities targeted the overall policy implementation. In
addition, Alberta Education maintained that inservicing of teachers was a
professional and district responsibility and to that end., monies were made
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available to school jurisdictions for inservicing teachers during the
mandatory year of course implementation.

Educational funding. Delegates expressed concern about insufficient
educational funding. Many of these concerns related to and overlapped with
other concerns. One participant suggested that Alberta Education was
expecting school jurisdictions "to do more with less, and be all things to all
people.” Without satisfactory guidance and implementation plans that were
correlated to budgets, delegates suggested that school districts were
experiencing difficulty.

Unanticipated events. Forum participants identified several events that

affected the policy implementation. The two most significant vis-a-vis the
new graduation requirements were the perception of the Advanced Diploma
and university quotas. Pre-implementation briefs from both the ATA and the
ASTA noted the possibility of misconceptions relating to the Advanced Diploma.
However, Alberta Education believed that preventative strategiés associated
with sufficient communication would limit the development of the elitist
beliefs about the Advanced Diploma. The more rigorous university entrance
requirements and the various facuity quota systems were not factored into the

implementation of the new graduation requirements, and these circumstances
also affected the implementation .

Discussion of Challenges to the Dual Diploma Structure

Many of the issues that emerged during the Minister's Forum had been
identified to Alberta Education by educational stakeholder organizations prior
to the implementation of the new graduation requirements in the fall of 1988.
By encouraging stakeholders to provide input regarding the changes to the
graduation requirements, Alberta Education led stakeholders to believe that a
political model of implementation had been adopted between themselves as
policy makers and the stakeholders as implementers. The stakeholders
expected to have opportunities, through their position papers and briefs, to
negotiate the structure of the diploma requirements. However, as was thc
situation with the input from the River City School District, Alberta Education
failed to give adequate consideration to the input from either the Alberta
Teachers' Association or the Alberta School Trustees' Association. In reality,
Alberta Education said one thing and did another: it asked for input, but it did
not appear to use it in the formulation of the policy actions.
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The concerns raised at the Minister's Forum served to consolidate the
issues that had been expressed previously by individual stakeholder groups.
The Forum provided the opportunity for the stakeholder groups to express
their concerns with a "loud" unified voice. The Minister of Education and
Alberta Education could not avoid hearing the volume of their expression. The
stakeholders were quite clear in communicating the message that all was not
well with the new graduation requirements. At issue was both the substance
of the new graduation requirements, including the dual diploma structure, as
well as the overall implementation strategy.

There was evidence that Alberta Education incorrectly conceptualized
the issue of the dual diploma issue. Mitroff (1983) stresses the importance of
the problem structuring phase of policy making as being essential tc solving
the right problem. The critical issue according to Dunn (1981) is determining
how well substantive and formal problems correspond to the original
problem}zﬂc situation and adequately represent its complexity. He cautions
policy makers against "choosing the wrong worldview, ideology or myth to
conceptualize a problematic situation” or "choosing the wrong formal
representation of the substantive problem” (p. 109). Ideally, competent
problem .cturing will result in solving the actual problem. "Errors of the
third kind' (p. 109), result from ineffective problem structuring and resuit in
failing to solve the problem, or solving the wrong problem.

Several elements common to ill-structured problems were present in
the policy problem of the dual diploma requirements. First, many stakeholders
perceived themselves as being part of the decision-making process. Second,
the values of stakeholder groups were in conflict, and third, prior to the
Minister's Forum, there was a lack of consensus as to which policy actions
would best achieve the goals. Dunn (1981, p. 105) maintains that the most
important public policy problems are ill-structured because they involve high
levels of conflict among competing stakeholders. He goes on to indicate that,
when dealing with ill-structured problems, there are no generally agreed
upon societal values, only those of particular groups and individuals.

In addition to the notion that policy problems are often wrongly
conceptualized, MacKay (1990) suggests that many problems in the public
sector are really interconnected sets of problems "for which solutions are not
readily available and which, worst of all, are not fully understood by policy
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makers and analysts as messes of problems” (p. 2). Mitroff refers to them as
"wicked problems” (1983). The data in this study indicate that the issue of the
dual diploma structure is a wicked problem that Alberta Education failed to
recognize, or chose to ignore, and as a result, the policy activities that were
subsequenty initiated failed to solve the "real” problem.

To whom then, did the government and Alberta Education listen
regarding the dual diploma structure? In maintaining the dual diploma
structure, did the Alberta Education officials who introduced two diplomas
prior to the advent of the secondary education policy, act on their own values
and use the component of community support that supported their actions as
justificatdon for the policy action? Dunn (1981) provides an insight that may
be helpful in answering these questions. He indicates that, when dealing with
ill-structured problems, "policy makers tend to maximize their own values and
are not motivated to act on the basis of societal preferences" (p. 1006).
Furthermore, he suggests that

policy makers and policy analysts are frequently unable to
predict the range of positive and negative consequences
associated with each policy alternative. This tends to result in the
choice of courses of action that differ only marginally from the
status quo. (p. 106)

Dunn's conceprtualization may help to explain why Alberta Education chose to
continue to support the government's policy on secondary education and
maintain the dual diploma structure while disregarding the opinions of key
stakeholder groups.

The Minister's Forum had the impact of providing summative
information about the progress of the secondary education policy
implementation. It is not clear whether Alberta Education expected the type of
feedback it received and was using the forum as an opportunity to formalize
concerns that it was beginning to suspect, or whether they really believed, as
one delegate cbserved, that the forum participants would accept the Deputy
Minister's "all is well" speech and endorse the policy actions taken to date. In
any case, the participants were successful in communicating a wide variety of
concerns to both the Minister of Education and Alberta Education. Shorty
after the Forum, the Minister acknowledged in his address to the 1990 Alberta
Schoo!l Trustees' Convention that, although the secondary education policy had
been approved in 1985, thousands of graduating students had hardly benefited
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from the changes the policY €nvisaged (Dinning. 1990b. p. 3). His statement
clearly showed a lack of confidence in the policy action taken to implement
the secondary education policy.

Forum delegates successfully communicated the negative impact of the
dual diploma requirements 0 Albera students and forced Alberta Education to
re-examine the jssue. In all likelihood, the dual diploma structure will be
eliminated a5 recommended by the forum stakeholders. In June of 1991,
Alberta Education circulated a two-page letter 10 school superintendents and
principals ouining a single diploma structure with opportunities for students
1o earn speciajizations in one of eight areas of study (Albcrta Education, 1991).
Stakeholder reactions Were requested and it appears that, in due course,
Alberta students will be able 10 present a basic standard of required courses
together with optional credits to receive a standard high school diploma.

Initially, stakeholder groups dealing through orie-on-one relationships
with Alberta Education were not able to affect the policy actions they desired.
It was only through their joint, alpeit spontaneous, efforts at the Minister's
Forum that they were able to effectively communicate their concerns about
the dual dipjoma requirements and move Alberta Education to reconsider that
aspect of the policy.

Chapter Summary

The data in this study indicated that community groups in Alberta were
effective in bringing about changes to policy actions in the science program
and re-e\alyation of the dual dijploma structure of the new high school
graduation requjrements. The community groups were not average parents or
citizens. They were composed of jndividuals who had expertise in the areas
they were challenging generally by virtue of their post-secondary education,
but also by virtue of their career positions. Although the actions of each
group were very different, they were successful in both forcing a re-
examination of their particular cayses and bringing about changes to the
policy actiongs,

In the conflict regarding the science program, science professionals
held firm convictions about the jssye of how science courses should be
structured and the nature of the course content. Their assumptons about the
composition and structureé of appropriate science courses for high school
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students were substantially different from the assumptions about science
courses made by Alberta Educa.ion. Members of the science community were
passionate and persistent in communicating their beliefs to the Minister of
Education and Aiberta Educaton through an effective and planned lobby. The
group worked cooperatively to develop a strategy to pressure the Minister and
Alberta Educaticn to change the new science program structure and content.
Using the traditional political techniques of identifying a wide spectrum of
allies and mounting a concerted effort to express its discontent to politicians
and bureaucrats, it was successful in achieving a substantial component of its
goal.

In contrast, the action of advocates of a single graduation diploma was
not deliberately planned. It evolved spontaneously during a special one-day
forum organized by the Minister of Education to assess progress in
implementing the secondary education policy. Educational stakeholder-
participants, given the opportunity, were vocal in articulating their negative
experiences with the implementation structure and strategies of the new
graduation requirements, especially the dual diploma structure. The clarity
and conviction of their arguments were able to convince the Minister and
Alberta Education of the need to re-examine the policy actions including the
dual diploma structure.

The data in this study have provided examples of Low two community
groups were influential in changing educational policies that were not in
keeping with what they believe are the best interests of students. The changes
were achieved in very different ways: the only factor common to each group
was the strength of their conviction.



CHAPTER 8
SUMMARY, CONCLUSIONS, AND REFLECTIONS

This chapter links the effects of the implementation of the new
graduation requirernents with the understandings and beliefs held by various
actors involved in developing and implementing the policy, and draws
conclusions about the process of changing the high school graduation
requirements in Alberta. The particular perspectives of the various
stakeholder groups involved in implementing the new graduation
requirements are used to explain why the various actors and stakeholders
responded differently to the same policv. This study was an implementation
analysis that provides historical documentation of changes to the high school
graduaton requirements in Alberta and enhances the understanding of policy
change in the educational setting. More specifically, the study was designed to
describe and explain the implementation of the new graduation requirements
as a policy initiative of the Secondary Education in Alberta policy
(Government of Alberta, 1985) in a selected school and school district in the
province of Alberta.

The chapter begins with a summary of the problem statement and
methodology and is followed by a concise review of the findings of the study
with reference to the specific research questions. The second section analyzes
the findings in terms of the policy implementation perspectives described in
the review of the literature (Chapter 2), discusses the findings, and draws
conclusions. In the final section, the researcher reflects on the implications

for policy implementation in educational settings ai.d makes recommendations
for future study.

Problem Statement
The purpose of this study was to examine the implementation of the new
graduation requirements as a policy initiative of the Secondary Education in
Alberta (Government of Alberta, 1985) policy. The questions "what happened,
how, and why" were asked to develop an understanding of the retrospective,
current. and prospective aspects of putting the policy into practice. The first
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part of the study examined the macro level of policy development, that is, how
the administering agency, Alberta Education, transformed the secondary
policy into the action plan that became the new senior high school graduation
requirements. The second aspect of the study investigated the implementation
actions at the micro and intermediate levels as they evolved at the school,
district, and community levels from the perspectives of stakeholders involved
in the process. This component of the study analyzed the interaction of each
of these stakeholder groups among themselves, with the Minister of Education
and Alberta Education. and describes the outcomes and effects of the change.

Methodology

The design of this research study can be characterized as a case study
using a naturalistic perspective, The data were collected from three sources:
interviews, questionnaires, and the analvsis of relevant documents.
Interviews with individuals associated with Alberta Education, the selected
school district, the selected school. and stakeholders in the community were
conducted over the period beginning in November 1989 and continuing
through to December of 1991, Questionnaires were completed by teachers,
selected students, and their parents or guardians in the case study school.
Document data sources included government and school district documents,
press reports, correspondence, stakeholder briefs, and reaction papers. A pilot
study was conducted in November and December of 1989 to test the interview
questions, the questionnaires for parents, students, and teachers, and develop
the researcher's interviewing skills.

A modified version of Fullan's 15 factors affecting implementation were
used as the basis for analyzing data (1982). Data establishing the
characteristics of the change were derived from a review of documents and
processes affecting senior high school graduation requirements in rerta
between 1983 and 1991. and interviews with key actors at Alberta Education.
The synthesis of this data established the evolution of the new graduation
requirements and facilitated the development of a chronology of events
relating to the innovation. Alberta Education officials associated with the
development of the policy initiative validated the accuracy of the chronology
and interpretation of the proceedings.

The data for the interviews and questionnaires were analyzed according
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o the Concerns Based Adoption MO9S (cpaM) of an innovation (Hail, 1979) and
Fullan's (1982) factors affecti’® imblementaﬁon. The ﬁ‘ldings were further
analyzed and explained from thfag policy implementation perspectives:
classical-control, political-intera8Ve, ;4 cultural-adaptive. MacKay's work
(1990) in analyzing policy proce€S3gg in alberta Educ@tion gtructured the
discussion of the findings of the study‘

summary - o pindings

The findings are summarized and discussed bri efly with respect to the
research questions outlined in the f\ltst chapter.
Research Questions

The research questions 8% Tueg data about OS® factors that Fullan
(1982) suggests have "produced en.ngh evidence for us 10 be fairly confident
about what factors have the Mm°S! 'fyence” (p. 55) in implementing change.
The major factors are organiled intg four main groups: the agributes of the
change itself, the characteristi¢® of the school district: the characteristics of
the school, and factors exterrlal o Qle schoo!l system. The research questions
were structured according to the ﬁl‘st threé categories, With the last category
incorporated into the third cat®8%™+ pe jgitial finding$ Of the study r evealed
that external factors were significy in the implementation, and additional
interviews were conducted t© 9€®Pmj e now the outside inflyences affected
the changing of the graduatio® req\liremerlts-

The objective of the first S€* Qf questions was to document the evolution
and nature of the new grad“""tio’Q requirements in Alberta py examining
various government documents a‘\q interviewing the Key actors who were
involved in developing the POICY" Tpese Questions 7€ found in Chapter 1,
page 12. The second set of queStions focused on Couecting data about the
school district factors including the resources, 2dminjstrative and
organizational structures. and the environment that jpfluenced the
implementation. Five questions’ begmning on page 12 of Chapter 1 were
investigated. A third series °f 4Ygyons relating to implementation at the
school level established the meanhlg various site-based actors held about the
changes. and their subsequef! aQtionS 0 put them IRto practice. These
questions are found on page 13 of Chapter 1.
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Characteristics of the change. Fullap presents four aspects of the
change itself that have been found to influence subsequent implementation:
need, clarity, complexity, and quality and prycricality of the Program. The
findings relating to the nature of the Policy change are Organized and
discussed according to the questions posed.

1. How was the Senior High School Graqyation Requirements
and Progr. Development U te (Fepruary. 1988) strucrured

from the Second Education_in Alberta policy (1985)?
In structuring the problem of how tO transform the secondary education

policy into practice, Alberta Education ugeq the legal authority of the
Secondary FEducation in Alberta (Government of Alberta, 1985) policy
statement to develop a rational, phase-in schedule for changes to the new
graduation requirements. Alberta Education fgjjed to acknowledge the policy-
making principle articulated by Fullan (1983 p. 79) that implementation
makes further policy. Theorists such as Dypn (1981) and Fullan (1982)
conceptualize the policy process as a Compley Cyclical procedure that begins
with problem structuring (Dunn, 1981, p. 103), The data collected for this study
did not provide evidence of Alberta Education'g efforts tO assess the nature of
the policy problem associated with changing the high school graduation
requirements. There seemed to be a sense of gecurity in the NOtion that, since
an elaborate public consultation process haq peen utilized t0 determine the
secondary education policy, and since the neg,, graduation requirements were

rooted in that policy, there was no need to jpjtiate another round of policy
making.

Alberta Education's conduct in changing the graduation requirements
presumed that the policy problem was well-girycrured and that jmplementing
the new requirements was a linear process. |h reality, this Study determined
that changing the graduation requirementg was a complex, ill-structured
problem fraught with the conflicting values gf many stakeholder groups; in
other words, a mess of problems, or what Mjpgotf (1983) and MacKay (1990)
refer to as "wicked problems." There are no gasy answers for resolving these
types of problems. Mitroff (1983) proposes tw, approaches to reach a solution:
involvement of stakeholders in the problem.g¢ruycturing process, that is, the
use of multidisciplinary participation, ang djalectical argumentation to
examine the various elements, interpretationg, and concerns of the problem.
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The data provide evidence that both the problem-structuring and the policy-
development phases of determining the new graduation requirements were
internal Alberta Education activities with only limited stakeholder
participation. It was only after Alberta Education had determined the basic
structure of the graduation policy that stakeholders were invited to examine
the proposed requirements and give their reaction. Although stakeholder
input was requested and received, the evidence suggests that Alberta Education
incorporated only a minor element of the feedback into the final policy
document on the new graduation requirements.

The effect of stakeholder's input was limited. Dunn (1981) suggests that
the decision makers' preferences prevail and, although Alberta Education
made minor adjustments in the final document, by and large the overall
structure of the new graduation requirements remained unchanged.
Although Alberta Education maintained that the involvement of stakeholders
was a consultative process, the data show that the primary motive for
employing this process was to disseminate information and familiarize
stakeholders with the new requirements. The consultative process appears to
have been used by Alberta Education as a means of applying a "gloss of
rationality” (MacKay, 1990, p. 3) to their bureaucratic decision-making
process.

The government's secondary education policy statement reaffirmed
previous Alberta Education policy and practice pertaining to diploma
examinations and the dual diploma structure. A second mandate of the policy
statement, raising of the passing grade from 40% to 50%, was implemented in
September of 1986. All three of these policy practices were incorporated into
the proposed policy on graduation requirements. The graduation
requirements met with mixed reaction from Alberta stakeholders. Some
elements, for example, raising the passing grade and the CALM course,
received general stakeholder approval. Other elements, r&otabiy the proposed
science program and the dual diploma structure, were actively opposed.

2. What assumptions were made? What was taken for granted?

Alberta Education made several assumptions about the implementation of the
new graduation requirements. The first was that the changes in the
requirements, if presented in the form of regulations, would demand
compliance from both the school and the district. The results of the study
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show that this assumption held because the sanction, that is, not providing the
necessary opportunities for students to earn graduation diplomas, was
unacceptable to the students, the school, and the school district. Furthermore,
based on past experience with regulatory, top-down mandates, Alberta
Education took it for granted that high schools throughout the province would
implement the mandated changes as scheduled.

A second assumption made by Alberta Education during the structuring
of the policy problem was that the new graduaton requirements were a well-
structured problem and, thus, the changes could be implemented utilizing a
detailed action plan established through a linear, rational. well-structured
process. As the policy statement on secondary education had involved broad
stakeholder participation and, because the policy was a government mandate,
Alberta Education assumed that there was general acceptance of the policy
statement, and, therefore, the new graduation requirements could be
implemented according to the classical-managerial model of implementation.
It appeared that because the new graduation requirements evolved from a
government policy, Alberta Education took it for granted that this also
represented the will of the stakeholders.

A third assumption made by Alberta Education was that it would be
capable of evaluating existing courses and developing new courses and the
related resources within the time frame established for implementation. For
somie programs, this assumption held. However in other areas, for example,
science, unanticipated events delayed the development of curricula and
resources. ‘

The fourth, and perhaps most critical assumption made by Alberta
Education relates to the relationship role of stakeholders in the development of
the new graduation requirements policy. Alberta Education assumed that it
had identified the broad range of stakeholders and furthermore, that it was
also capable of assessing the stakeholders' assumptions regarding the ncw
graduation requirements. Furthermore, they assumed that the participation of

stakeholders in the problem structuring phase of the policy development was
unne:2ssary.
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3. What was the nature of the new graduation requirements?
a. How was the implementation strategy structured into the
policy initiative?
b. What are the primary features of the implementation
strategy?

The new graduation requirements increased the number of required courses
and established two distinct diplomas for Alberta students: an Advanced
Diploma to meet the needs of 30% of students with academic ability, and a
General Diploma to meet the needs of 60% of students with average ability.
The changes to the requirements introduced a new course, CALM. as well as
new streams of courses in social studies, math, and science. The specialized
courses in science at the grade 10 level were replaced by a general science
course.

The primary strategy for implementing the new graduation
requirements was to mandate the changes through a phase-in schedule. Time
lines detailing the changes over a three-year period were developed for each
of the diploma programs detailing the course changes and the implementation
dates. The findings of this study concur with those of Bosetd (1990). In
adopting the classical top-down management model of implementation, Alberta
Education assumed that mandating the graduation requirements through
regulations wouid be an effective means for gaining acceptance, and,
furthermore, understanding the mandate would lead to implementation.
Alberta Education produced a student-focused program planning booklet and a
video to familiarize stakeholders and implementers with the new
requirements, and distributed these widely as a component of the
implementation strategy. However, there was no specific inservice program
designed for assisting districts and schools with the implementation as it was
assumed that school district and school site officials could learn about the new
mandate by reading the high school handbook and complying with the new
regulations. Minima! provision for consultation with implementers was
provided through the regional offices. The implementaton strategy focused
primarily on defining the technology of the innovation; efforts to address the
meaning of the proposed changes to the individuals affected by the changes
were almost nonexistent.

4. Were stakeholders involved in the process? How?
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Education had more or less established the new requirements through the
Proposed Directions for Senior High School Programs and Graduation
Requirements (Alberta Education, 1987a) position paper. The input of
stakeholders had only a minimal effect in determining the final version of the
graduation requirements. Inviting stakeholder participation seems to have
had wo goals: first, to ensure that Alberta Education had not overlooked some
major barrier to the proposed changes and second, to gncourage stakeholders
to become famiiiar with the new requirements in preparation for adoption.

5. Would ther# be ;rovision for mutual adaptation during
implementaticon’

Prior to the date on whic» the iew graduation requirements became effective,
Alberta Education maintained a firm stance in refusing to consider changes to
the new regulations. Once the policy was in nractice, however, the data
indicate that there was a more flexible attitude towards resolving concerns as
they emerged. The data in this study confirm the findings of Haughey and
Rowley (1991) that "change is never static or complete; evervone in not always
in agreement” (p. 8). The new graduation requirements in Alberta have
undergone incremental changes from the time they were initiated. This has
had both positive and negative effects. On the positive side, Alberta Education
was willing to make adjustments, as needed, to reflect the reality of the
implementation. On the other hand, the negativ: effect was that it ¢reated a
state of perpetual confusion and uncertainty because administrators, in

particular, were never absolutely certain about what was "in" and what was
"out.

As the policy moved into the implementation stage, there was a definite
shift from the previous top-down. management-control model for development
and planning to the interactive-political model of adjusting the policy to meet
the realities of practice. The restructuring of the Category "C" options, the re-
examination of the science program, and the challenge to the dual diploma
structure are examples of the political negotiation that took place bewween
Alberta Education and stakeholder/implementers. As stakeholders identified
obstacles aad concerns to implementation, the Minister and Alberta Education
established a set of bargaining points that enabled the development of
mutually acceptable solutions.
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6. Would the p licy be monitored during implementation? How?
Initially, Alberta Education did not establish formal plans for monitoring the
policy. Alternatively, it examined quantitative data including student
enrollment patterns, credits and diplomas awarded, together with feedback
from informal communication networks to monitor the implementation
process.

In the fall of 1990, the Minister convened a conference for a broad base
of stakeholders. The conference agenda included an assessment of progress in
implementing the secondary education policy, identifying problems, and
proposing soluticns. The conference identified many issues and proposed
several solutions including moving toward a single graduation diploma,
increasing the distinction between the two diplomas. and increasing choices
within a diploma program.

7. What are the prospects for institutionalization?

The prospect for institutionalization of some components of the new
graduation requirements such as the diploma examinations, the 50% passing
grade, the CALM course, the second stream of social studies, and the newly
revised science program seem positive. The CALM and social studies courses
have been implemented and consensus regarding the content and structure of
these programs seems to have been achieved. The likelihood of the
fundamental dual diploma structure being institutionalized is uncertain.
Given the negative reaction from various stakeholders and Alberta Education's
development paper on a single graduation diploma, further changes are
expected in the near future.

District level faciors affecting implementation. The second component
of the study focused on investigating school district level factors affecting the
implementation. Fullan (1982) characterizes these factors as being the history
of innovative attempts, the adoption process, central administrative support
and involvement, staff development and participation, timeline and
information systems, and board-community characteristics. The following
questions were investigated:

1. How was the policy diffused to the micro level?

The school district forms what Scheirer (1981) labels the intermediate level,
the organizational subunits and the processes that carry out the daily work
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district about the changes to the graduation requirements was official
communiques and department documents. To some extent. informal
discussions among school district and Alberta Education officials. and later
among senior members of the school district, structured the meaning that the
district held about the changes. The district prepared briefs in response to
various Alberta Education documents. On some issues, the district and Alberta
Education were in agreement: however, the responses generally provided
negative feedback and offered constructive suggestions for policy
alternatives.
2. What incentives were offered for adoption?

The incentives cffered for adoption of the new graduation requirements were
not overt. They tended to appeal to a set of educational ideals, such as
providing an excellent standard of education, ensuring that all students were
challenged through programs that met their needs, and, most of all. that
students received appropriate recognition, that is, a diploma upon meeting the

requirements. The schocl district received special gran:: . ~archase
resources and provide professional development activi - ‘uring the
mandatory year of implementation for each new and revise.! <. "u2.
3. How did the environment, the institutional setti-:: . ! the
individuals involved affect the implementation pi.: = :s8?

The River City School District operates on a decentralized decision-making
model, and the district's schools were expected to comply with governmen: and
district regulations in the organizing for program delivery. During the
preparation of briefs responding te Alberta Education's proposals, the school
district established its own position regarding the new requirements, and,
since the district's position was in opposition to that of Alberta Education, ithe
district was not especially committed to the official requirements. Nothing was
done to deter the implementation: neither was it promoted with enthusiasm.
The district did not develop its own specific implementation plan for the
changes to the graduation requirements. The implementation schedule and
process mandated by Alberta Education guided the district's implementation.

In specific subject areas, program consultants maintained
communicaticn liaisons with Alberta Education consultants and curriculum
persciinel to keep abreast of evolving developments. The district consultants

were involved in piloting various new programs and providing inservice
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opportunities related to the new curricula for high school teachers.
Communication between the district and its high schools tended to exist
between subject area consultants and department heads, and superintendents
and school-based administrators. The department head then informed the
principal of impending program changes, and specific implementation plans
were developed at the school level.

4. To what extent did exogenous factors, such as political,
economic, and/or social conditions affect the change process?

There were substantial differences of opinion between the school district and
Alberta Education regarding the future direction for secondary education and,
subsequently, the new graduation requirements. The district believed that
Alberta Education's efforts to improve the effectiveness of education were
based on intensification efforts (Fullan and Stiegelbauer, 1991, p. 7). It was the
district's opinion that these improvements should be brought about through
restructuring efforts. The district believed that Alberta Education had missed a
major opportunity to initiate sigriificant innovation to secondary education
and, as a result, did not develop a suong commitment to implementing reforms
that it did not particularly value. Alberta Education and the school district
failed to develop a common, shared meaning of the secondary education policy
and the changes to the high school graduation requirements. This limited the
support and effort that the district was prepared tc make in transforming the
policy into action.
5. What are the expectations regarding continuation?

The district tended to be pessimistic about the top-down strategies adopted by
Alberta Education for implementing the secondary education policy and the
new graduation requirements. The district implemented the requirements not
so much because it believed that the outcomes would be positive for its
students, but because it had no choice. The district did not have any particular
commitment to the 1988 version of the high school graduation requirements
and would certainly have preferred other alternatives, especially with respect
to the dual diploma structure.

Factors affecting implementation at the school level. The action site for
educational policy implementation is the school. Fullan (1982) identifies the
characteristics at the school level as being the principal, teacher-teacher
relations, and teacher characteristics and orientations as being major factors
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affecting implementation. Furthermore, due to the nature of policy
implementation in this study, studenis and their parents have been included as
factors relevant to the implementation. Answers to the following questions
were sought through interviews and questionnaires:

1. Whar strategy did the school employ to implement the
policy initiative?

The changes to the graduaton requirements were communicated to staff as an
information item during a regular meeting in the spring of 1988. Teachers
also learned of the changes from their consultants at the district office and the
Alberta Teachers' Association. In general, the school did not develop an
overall plan to introduce the changes. Instead, the school administration
accepted its role as subordinates in the implementation process and chose to
follow the Alberta Education phase-in time line by incorporating it into
various school initiatives. The school administration adopted a top-down
strategy in implementing the policy within the school.

The school's strategy was to communicate the changes to incoming
students through print materials including a school regisiration booklet and
the Alberta Education booklet, A Credit to Yourself (1989a). In addition, there
were various meetings with students and counsellors at junior high feeder
schools and an open house for students and parents. Students at the school
wer<: juite knowledgeable about the new requirements, but almost two-thirds
of their parents admitted :0 being unfamiliar with them.

2. To what extent has the policy been implemented, that is, what
is the level of use (LoU) of the poiicy mandate?

In spite of a feeling of apathy towards the new graduation requirements, the
policy was implemented in the school as required by the Alberta Education
mandate. It is more likely that this occurred because the sanction of not
providing opportunities for all students to earn a high school diploma was
unacceptabie to the school, rather than because it was committed to the
changes. Efforts were made to acquire the necessary resources to facilitate the
delivery of each new course as it came on stream. The LoU data from interview
scurces confirmed that the changes were being put into effect. The SoC data
from teachers questionnaires' indicated that teachers were in the very early
stages of concern about the changes. Even though the changes were being
implemented, teachers were generally oblivious to the changes.
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Although teachers were given opportunities to attend district inservice
activities, there was insufficient lead time to permit the development of
understanding and building of commitment to the new courses. As is typical
in top-down implementation models, policy implementers--in this study
teachers, students, and parents--passively accepted the changes and complied
with the policy maker's expectations. Some teachers were suspicious of the
validity of the secondary education review and were ambivalent about the new
graduation requirements.

3. What have been the major impacts on the school?

To this point in time, the new graduation requirements have not had a
significant effect at the school level. Administrators, teachers, students, and
parents were generally resigned to accepting whatever was imposed from the
hierarchy. ,

The major effects of the imposition of the changes to the graduation
requirements were felt primarily by the people involved in the
implementation. The school's administrative organization changed slightly,
enroliment patterns shifted away from option courses to core-academic
courses, and financial resources were reallocated to acquire new curricula and
resource materials. Although a trend for students to spend four years in high
school was emerging, the Advanced Diploma phenomenon was only one of
many factors contributing to this effect. Among the faculty and students, the
researcher sensed an almost contemptuous attitude toward the policy
development process used by Alberta Education and the resulting feelings of
powerlessness to determine their own fate.

4. What policyv instruments
a. facilitated the process of change?
b. inhibited the process of change?

Perhaps the most powerful policy instrument that facilitated implementation
was the regulatory nature of the policy and its sanction. Alberta Education's
very powerful legal authority forced the school to implement the changes.
From a historical perspective, students, parents, and teachers were accustomed
te Alberta Education's responsibility for establishing the graduation
requirements, so traditionally, they were conditioned to accept whatever was
mandated. It is highly unlikely that Meadowview High School would have
chosen to implement the changes voluntarily because it had no particular
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interest or commiument to changing graduation requirements that it had not
participated in developing and that its district did not fully support.

Some of the lesser policy instruments that facilitated the change
process were the official publications issued by Alberta Education. These
included the phase-in schedule, the student information booklet, and various
curriculum documents. District consultants and the school administration
facilitated the initiation of new courses through their decision-making
support.

Perhaps the greatest barrier to implementation was the failure of
Alberta Education to work with implementers to develop a common shared
meaning of the changes. Alberta Education appeared to be insensitive to the
realities of the school-level aud ninistrators, teachers, and students. The
individuals affected by the change did not have adequate opportunities to build
commitment to the change. Minor difficulties related to resource deficiencies,
feelings of frustration from or‘:on teachers, reassignment of option teachers
out of their subject specialization, and frustration regarding the curriculum
in social studies and science contributed to lack of enthusiasm for the policy.

5. What levels of support are being demonstrated by
various stakeholders?
a. administrators
b. teachers
c. students
d parents

Administrators, teachers, students, and parents were generally indifferent to
the new graduation requirements. The changes did not generate feelings of
enthusiasm or excitement. Instead, the changes were accepted as impositions,
one more thing schools are being forced to do. Administrators incorporated
the changes into the school's program to ensure that students would be able to
achieve the diploma requirements. Teachers' support for the changes were¢
divided; there was no consensus about whether the changes would be
beneficial for students. Students, as subordinates in the policy process.
accepted the requirements; whereas, the majority of parents were not e¢ven
aware of that changes were being implemented. Fullan and Stiegclbauer
indicate that "in general, teachers and others have become skeptical about the
purposes and implementation support for educational change” (1991, p. 74).

6. What is the perception of fidelity to the mandate?
What is the perception of the extent to which this innovation
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is achieving the goals of the mandate and those of the
secondary education policy?

Some of the changes to the graduation requirements have been implemented
according to the original regulations as specified by Alberta Education, others
have not. At an administrative level those changes that have been
implemented have a high degree of fidelity to the mandate. This study did not
determine the degree of change in classroom practice.

Although the new graduation requirements have been put into practice
at Meadowview High School, there is no consensus on whether the changes
are achieving the goals of the secondary education policy. Some components
of the policy are working well at the case study school, for example, CALM,
math programs, and the 50% passing grade. Other components, including the
"C" options, the originally proposed science program, and some
complementary courses, especially the vocational programs, have experienced
enrollment and curriculum difficulties. Even though the required courses are
being offered at Meadowview High School, this study found that the new
graduation requirements have achieved limited success.

-

7. Have exogenous factors affected the implementation process?
Which ones? How?

Since the public had been given a major role in the development of the
Secondary Education in Alberta policy (Government of Alberta, 1985), and
since Alberta Education has not traditionally involved the public in
translating policy into action plans, there was no provision for further public
input regarding implementation. This omission had far-reaching negative
effects on the implementation process. Exogenous factors created great
dissonance with respect to the proposed changes and acted as powerful
barriers to the implementation. Although they were not directly involved in
the change process as implementers, their concerns about the basic directions
and goals of the new requirements and the power of their lobbying efforts
have given the Minister of Education and Alberta Education cause to re-think
the original structure of the changes to the graduation requ:Tements. Science
teachers and professors were instrumental in bringing about significant
changes to the proposed academic stream of the science curricula. At the same
time, ed.i.ational stakeholder leaders communicated concern and consensus

about the preliminary negative outcomes of the dual diploma structure to the
policy makers.



8. What are the expectations regarding continuation?

The expectations regarding continuation vary depending upon the policy
component under consideration. Some aspects of the changes, for example,
CALM, the second stream of social studies, the new math program, and the 50%
passing grade are well on their way to being institutionalized. Others
components including the general science and the specialized science
program, have undergone major restructuring and are in the process of being
reintroduced. Still other components, and perhaps the most significant ones
including the diploma structure and the number of specified credits. are under
review.

Once implementation began, a phenomenon somewhat akin to mutual
adaptation became evident. Prior to implementation, Alberta Education was
reluctant to adjust the new requirements by acknowledging the beliefs of
educational stakeholders. However, once implementation began and
difficulties emerged, there was a greater willingness to consider and adjust the
requirements to facilitate program delivery. Whereas the initial
implementation model used a top-down approach, the model shifted to a
political-bargaining model as barriers to implementation increased.
Educational stakeholders and stakeholders external to the education system
were successful in negotiating with Alberta Education to redefine some of the
policy actions and affect the likelihood of successful implementation.

Conclusions
Discussion of Results

The real question to be asked is, has actual implementation occurred?
This concept is what Fullan and Stiegelbauer (1991) refer to as "whether or not
there has been a real change ix practice” (p. 18). In the sense that there have
been changes to the organization for program delivery, the data gathered in
this study indicate that the answer to this question is a gualified "yes." The
data did not establish the extent to which changes in the teaching-learning
process are being implemented through the specific curricula of the new
programs.

The administrative components of the new graduation requirements are
being implemented as required. The school district's expectations were that
the school would implement the requirements, and the school made every
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effort to ensure that students were complying with the regulations by
offering the required courses and encouraging students to complete them.
Teachers are teaching the required new courses but the extent to which they
have changed their teaching strategies to comply with the new courses was
not ascertained by this study. However, this study also found that the
implementation proceeded in spite of a general lack of implementer
commitment to the policy. The implementation cccurred because schools are
required to "teach the courses of study and education programs that are
prescribed, approved, or authorized pursuant to the School Act” (1988, p. 13),
and not because educators were convinced that the outcomes would be
beneficial to students.

Legally, Alberta Education has the authority to grant credits and set the
requirements for high school graduation in the province and this authority
was used to mandate the new requirements. This factor provided the mentai
set for schools to accept the regulations imposed on them and implement them
as best as they could, relying on Alberta Education to clarify certain
regulations as required. In using this top-down implementation model, policy
makers assume the role of superordinates, and policy implementers assume the
role of subordinates in the impiementation process. Although Alberta
Education had the legal power to force the implementation of the changes to
the graduation requirements, it does not have the power to force implementers
to commit themselves to the changes. As McLaughlin points out, "Policy
cannot mandate what matters: what matters most are local capacity and will"
(1989, p. 9). She adds that the presence of the will or motivation to embrace
policy objectives or strategies is essential to generate the effort and energy
necessary to a successful project. Without the commitment of implementers,
the change is less likely to be successful. This study has shown what is likely
to happen: people go through the implementation motions without any
serious effort to bring about meaningful change.

The question of whether belief will follow practice, that is,
implementers will develop belief in the changed requirements after they have
practised them, was not resolved through this study. McLaughlin (1989)
suggests that when individuals are required to change their routines or follow
new practices, they can become "believers." Change is a time-dependent
process and, although the new requirements had been in effect for a
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relatively short period of time when this study concluded,. the probability that
belief will follow practice is somewhat remote. The evidence indicates that the
lack of commitment and apathy towards the new graduation requirements on
the part of teachers, parents, students, and administrators as well as the school
district is unlikely result in developing support for the changes.

The findings of this study highlight what Fullan and Stiegelbauer
(1991) identify as the problem of meaning in educational change. The fact
that the Government of Alberta has a policy on secondary education, and
Alberta Education has mandated a process to achieve the policy goals, does not
guarantee what will happen in practice. Although the government attempled
to involve citizens as educational stakeholders in the development of the
policy, some Albertans were not in agreement with the secondary education
goals or how to achieve them. Dunin (1981) classifies situations involving
many decision makers whose values are in conflict, the prospect for
alternatives is unlimited, and the outcomes are unknown as being ill-
structured problems. Mason and Mitroff (1981) argue that in these types of
situations all stakeholders should be involved in the problem-structuring
phase of policy development. MacKay suggests that dialectical argumentation
and multidisciplinary approaches be used "as the cognitive and procedural
tools for dealing with the numerous aspects and varying interpretations of the
problem” (1990, p. 2). In structuring the new graduation requirements,
Alberta Education failed to provide meaningful opportunities for dialectical
argumentation and multidisciplinary approacihes. Therefore, the process was
not followed through to creative resolution. In dealing with complex
problems, these processes are essential to building meaning and ownership
into the policy making process.

Related to the meaning of change is the degree of change that is
proposed. Sarason (1991) categorizes innovations as being first- and second-
order changes. First-order changes are aimed at improving the quality of
current practice by improving their efficiency and effectiveness. These type
of changes are alternatively referred to by Fullan and Stiegelbauer (1991) as
being changes designed to intensify existing organizations and structures,
using a "fix it" strategy. First-order changes are more likely to be
implemented successfully because the basic organizational features remain
essentially undisturbed. Second-order changes, on the other hand, develop
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new goals, structures, and roles in such ways as to alter the basic
organizational features. Restructuring roies and reorganizing responsibilities
affect the culture and structure of schools and are more likeiy to fail, because
they tend to be adapted or sloughed off, allowing the organization to remain
the same (Cuban, 1988). The changes to the graduation requirements were
deemed by the River City School District as being first-order changes, and
using this interpretation, the implementation was likely to be successful
because the basic organizational structure, that is, credits, Carnegie Units, and
core courses, remained relatively unchanged.

A comparison of the perception of the new graduation requirements
from the viewpoint of the school district with those of Alberta Education
suggest that each group attached different meanings to the change and.
further, that school district officials were expecting second-order changes
whereas Alberta Education offered only first-order changes. Fullan and
Stiegelbauer (1991) maintain that the challenge of thie 1990s is to deal with
more second-order changes designed to affect the culture and structure of
schools.

The role of the school district is critical for determining change in
practice. lullan and Stiegelbauer point out that "general support or
endorsement of a new program .-~ very little influence on change in
practice" (1991, p. 74). Unless (uatial administrators demonstrate active
support for a change by visiting schoms, and following through on decisions,
teachers are unlikely to take the change seriousiy. The district in this study
was not especially committed to the changes prescribed in the new graduation
requirements and, while theyv showed general support for the changes, there
was no evidence of the district’s active support for the implementation at the
school.

Louis (1989) describes two basic dimensions of school improvement
policy strategies based on the expectation for uniform results and the need for
uniform procedures. She goes on to suggest that, if the goal is to structure
uniform results through the use of uniform prccedures as was the situation
with the implementation of the new graduation requirements, an
implementation strategy such as the one developed by Alberta Education

may be most effective in settings with a clear and relatively
narrow program, and a smoothly functioning hierarchical
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organization in which initiatives from the top are likely to be
understood and agreed with at lower levels. (p. 154)

When these criteria are not met, implementation strategies may fail to "stick"
{p. 145) at the school level. The new graduation requirements did not meet
these criteria: the program changes were widespread and the lower levels did
not entirely agree with the mandated changes. As a result, Alberta Education
has acknowledged that the 1988 graduation requirements as originally
mandated, are not likely to reach the continuation stage.

Turnbull (1984), in reviewing the important lessons research has
learned from the implementation of policy initiatives, suggests that policy
initiatives are known to give rise to local adaptation and intergovernmental
bargaining that may impede implementation. Although this.particular study
did not find substantial or significant evidence of site-specific adaptation,
several examples of negotiation and bargaining emerged. Changes to the
regulations, especially with respect to the Category "C" courses and changes to
the structure and content of science programs, were brought about through
the lobbying power of stakeholder groups.

The general conclusion of this study is that the changes to the new
graduation requirements were an ill-structured problem. Alberta Education
introduced the changes on the assumption that there was widespread
consensus of the need for the changes and the nature of the required changes.
The policy implementers accepted the tradition and legal authority of the
policy maker to establish graduation requirements and attempted to put the
mandated changes into effect within their school. Technical implementation
difficulties forced Alberta Education to :nake initial rovisions to the mandate.
Lobbying efforts and negative Ieedback regarding outcomes from
stakeholders external to the implementation process reguired the intervention
of the Minister of Education to seek adaptation of the science program.
Stakeholders also raised objections to the dual diploma structure, and
discussions about its future are ongoing.

The findings of this srudy contribute to ihe understanding of what went
"right" and wh.at went "wrong” in changing the high school graduation
requirements in Alberta. The following generalizations summarize the
findings of this study:
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1. Alberta Education used its legal authority as the policy maker to
force implementation of the new graduation requirements.

2. Changing the graduation requirements was really a series of
innovations or changes, many of which ill-structured in nature and arose
because of conflicting values held by various educational stakeholders.

3. The classical/control model of policy implementation adopted by
Alberta Education to change the graduation requirements was inappropriate
given the ill-structured nature of the policy problem.

4. The failure to identify a broad base of relevant stakeholders and
provide them with opportunities for meaningful input during the
developmental stages of the policy development led to difficulties and delays
during the actual implementation stage.

5. Some stakeholders disagreed with the vision stated in the secondary
education policy and believed that Alberta Education did not consider their
viewpoints in developing the new graduaton policy.

6. Without the opportunity to participate in the policy development,
the school district and other kev stakeholder groups did not build the
ownership or commitment essential for the support of the policy during the
implementation phase.

7. Stakeholders have been successful in negotiating many changes to
the new graduation policy since it was mandated in the fall of 1988.

8. The communication strategies used by Alberta Education, the River
City Schoo! District. and Meadowview High School were not successful in
making parents aware of the changes to the graduation policy.

9. Students can provide meaningful input into the development of the
graduation policies that determine their high schooi programs.

10. Communication strategies and inservice programs that would
enable teachers and administrators 10 develop a shared meaning of the new
policy and build commiument 10 the changes were deficient in implementing
the changes to the graduation policy.

11. Developing a rational implementation plan and using official
documents to communicate the new graduation requirements was not effective
in building understainding and commitment to the changes.

12. The concept of the Advanced Diploma has been plagued vath

AIEL o Vet PO VR S U Gy o | PO R TR~ | mem A dremrrsmmncefial i



achieving the goals it was designed to achieve.

13. Institutionalization of some elements of the changes are likely. The
raising of the passing grade from 40% to 509%, the diploma examinations, and
the CALM course were widely accepted features of the graduation policy that
were not controversial and have been fully implemented.

14. Institutdonalization of the two-diploma structure is unlikely.
Implications for Educational Policy Making

Based on the conclusions reached in this study. the following concepts

confirm planned change theory and have implications for future policy
implementation:

Problem _structuring. The critical issue for policy makers ix to

accurately structure the problematic situation. Failure to do so is almost
certain to solve the wrong problem. delay the resolution of the original
problem. and result in the expenditure of valuable resources. Involvement of
stakeholders in both the problem-structuring and policy-development
processes are approaches that promote success in policy implementation.
Conflict and disagreement. while seemingly counterproductive, actually
provide opportunities for developing shared meaning and commitment 1o the
changes by virtue of the negotiated interaction among the key actors.
Development of shared meaning. Fullan and Stiegelbauer {1991, p. 5)

suggest that "solutions must come through the development of shared
meaning” [their italics]. If changes in practice are to be effecied, then
implementation strategies must enable the implementers to develop their own
understandings of the changes. While it is necessary for implementers to
understand the technology of the change, it is also necessary to enable them to
develop a shared meaning for the changes. As Fullan and Stiegelbauer
suggest, innovation is multidimensional (p. 37). The three aspects of change,
materials, teaching approaches, and alteration of beliefs, represent the means
of reaching a particular set of educational goals. Change in practice must
occur along each of these dimensions in order to affect the outcome. In fact,
Fullan and Stiegelbauer suggest "that changes that do not include changes on
these dimensions are probably not significant changes at all” (p. 38).
Limitations of classical/control model. The classical ‘control model of

policy implementation results in limited impiementation. Although powerful

sanctions and legal reauirements mav force impnlementers to nut the nolicy
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in- . «-~tion. external stakeholcders not subject to the sanctions and legal
t _rity of the policy makers, have the potential to act as powerful barriers
:mplementation when their concerns are not being addressed. The
identification and involvement of key external stakeholders is critical to
ensuring their support of the policy mandate.
Multiple realities. The reality of teachers is not the reality of

educational policy makers and, to the extent that each is ignorant of the
subjective world of the other, the changes will fail (Fullan & Stiegelbauer,
1991). Teachers tend to be present oriented (Lortie, 1975), whereas policy
makers tend to be future oriented. Fullan and Stiegelbauer (1991) point out
that there is a surong tendency for people to adjust to change by changing as
little as possible. Furthermore, they state that "educational change is a process
of coming to grips with the multiple [their italics] realities of people who are
the main participants in implementing change" (p. 95). The implementation
strategy must appreriate the realities of the various actors charge&l with
bringing the changes into effect because, in the final analysis. it is the
actions of individuals that determine the actual changes. The need for the
changes, together with changes that teachers believe are relevant to
addressing the perceived needs, are important factors contributing to
teachers' changes in practice. Change requires learning, and. therefore,
appropriate professional development opportunities are needed to enable
teachers to develop new meanings regarding the changes and what they mean
to their practice of teaching.

Pressure and support. Fullan and Stiegelbauer suggest that both

pressure and support are necessary for success (1991). To balance the
pressure to implement that occurs when changes are legally mandated, the
regulating agency must demonstrate active support for implementers to
facilitate success. While Alberta Education as the policy regulator provided
support for the implementation through additional financial allocations to
assist with resource acquisition and inservice programs at the district level,
the implementers at the school level seemed unaware of this support.
Complexity_of chaige. Policy making and policy implementaticn are

complex and dilemma-ridden processes. They are not linear, rational
processes, and there is no fool-proof method of determining the best
implementation strategy. Successful educationai change acknowledges the
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multiple realities of the key actors in implementing the change and
establishes quality relationships between policy makers and policy
implementers. Planning can fail when policy makers fail to identify and
confront situational constraints, values, ideas, and experiences of

implementers and stakeholders (Fullan & Stiegelbauer, 1991).
Implications for Future Research

A number of issues related to the implementation of the Secondary
Education in Alberta policy (Government of Alberta, 1985) and the ensuing
changes to the high school graduation requirements have been raised as a

result of this study. They provide opportunities for further investigation and
research.

Establishing the educational effects of the policies. The development

and adoption of a new policy is not without cause. The intent of changing the
graduation requirements was to enable students to achieve the goals of the
secondary education policy. This study has focused on the structure and
implemeniation of the innovation, specifically the changes to the graduation
requirements. It did not attempt to analyze the policy itself or the educational
outcomes of the policy. Further study needs be conducted into the effects of
the changes upon students, that is, to what extent are students achieving the
goals of the secondary education policy? This tyvpe of investigation could be
either guantitative or qualitative in rature. For example, Alberta Education
data could be used to determine the effect of the changes to the graduation
requirements on dropout rates, program continuation in core course
sequences, number of graduates, test results, diplomas awarded, etc.
Alternatively, in a naturalistic mode, a follow-up study with high school
students, both those who successfully attained their diplomas and those who
did not, could determine how students regarded the adequcy of their high
school education. A further study evaluating the outcomes of the sccondary
education policy and the changes to the graduation reguirements would seek
to answer these questions.

The school ‘district relationship as a factor_in the change process, This

studv has found that implementation occurred in spite of a passive
relationship between the school and its district regarding the graduation
requirements. Further study into the kinds of relationships between schools
and their districts is needed to determine how the policy implementation
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success can be maximized. that is, an examination of the balance between
engagement and bureaucratization that would lead to successful
implementation.

Comparative policy making at Alberta Education. Aiberta Educaton is

currently restructuring the vocational education, industrial education,
business education. and home economics programs under the umbrella of
Career and Technology Studies. The model in use for developing this program
more closely resembles the dialectical argumentaton and multidisciplinary
approaches recommended by Mason and Mitroff (1981). A study detailing this
policy making model and comparing it to past policy making processes of
Alberta Education would inform policy makers about the particular merits of
various policy development and implementation models in Alberta.

A critical analvsis of the role of stakeholders in policy making. Who

should determine the goals of education and programs of study in Alberta?
The current Minister of Education suggests that Albertans should decide. What
does this mean? Is this appropriate? What role should educators, politicians.
students, and the community play in determining educational policy? This
study found that factors external to the education svstem, initially political
forces and ultimately community factors, were more influential in effecting
change than educational factors. A critical examination of the role of
stakehonlder groups in the development and establishment of educational
policy would inform understanding of the current practices and establish
recommendations for future practice.

Reflections on Policy Making and Policy Implementation

School level officials interpreted the changes to the graduation
requirements as being regulations that were "non-negotiable." Graduation
requirements are well-established instruments of provincial poiicy in Alberta,
and there is littdle room for discretionary local deviation. School and district
level bureaucrats had no leeway to inject their own interpretations and
adaptations into the requirements. The sanction, namely, failure of school-
leaving students to receive a high school diploma, was simply too unacceptable
for schools to ignore the new requirements.
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The Process of Determining the Changes

Dunn's theory of problem structuring is useful in explaining the
genesis of the problem-structuring error that occurred in the establishment
of the new graduation requirements (1981). Dunn advocates commencing the
process by defining the nature of the problematic situation, that is, the diffuse
worries that were being raised by political pressure groups about unfavorable
trends and social indicators, and only secondarily addressing problem solving.
Successful problem-structuring requires creative examination of the
problematic situation using techniques that are novel. and perhaps,
unconventional, although still valued. to formulate the problem itself. Once
the substantive problem has been conceptualized. the more formal and
specific problem may be constructed. Dunn cautions against using
mathematical terms as representations for substantive problems because they
tend to be inappropriate for ill-structured problems. Altermaiively, he
advocates focusing on dete}mining the nature of the problem itself.

In developing the new graduation requirements, Alberta Education
conceptualized the policy problem using the prevailing societal solution 1o the
unacceptable student performance problem, that is, raising the standards and
focusing on basic academic courses to improve student achievement. At issue
then. was how well the substantive and formal problems of defining the new
graduation requirements corresponded to the original problematic situation.
The perception of "poor" student performance was, in fact. a series of
interrelated and complex problems that led Alberta Education to formulate the
wrong substantive and formal representation of ihe problem.

Could Alberta Education have anticipated the complications that were to
arise because the problematic situation was structured inaccurately? Likely
not. Although several of the stakeholder groups pointed out possible
difficulties, Alberta Education ignored or minimized their observations. The
policy implementation model adopted for changing the graduation
requirements was basically the classical top-down model that assumed legal
authority of the policy maker was strong enough to influence successful
implementation. Additionally, using MacKay's words (1990), Alberta Education
attempted to apply a "gloss of rationality” (p. 3) to the surface of the policy
process making it appear that a consultative process had taken place when, in
fact, bureaucrats had predetermined outcomes in mind prior to undertaking
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the so-called consultative process.

Planned change theorists have long emphasized the fact that change is
a process, not an event. Timing is a crucial element in the change process.
From this perspective, the new graduation requirements were introduced as a
series of events that were to occur over a period ot fime without any specific
plan to link other important elements in the change process with the "events"
outlined in the phase-in schedule. Regulatory, sequeatial planning is typical
of the top-down implementation model and often fails, as was the case in this
study, because of the difficulty of predicting the behavior of stakeholders and
actors. An approach that involved interaction between policy makers and
policy implementers would facilitate the "process” component of change as
well as enable the development of ownership and commitment to the change
itself.

The switch to the political bargaining model of implementation began
only after the implementation had officially begun. It did not appear as if
Alberta Education intended to use the negotiation/bargaining model initally,
but was forced to do so as a reaction to emerging difficulties including the
structure of the Category "C" options, the elimination of the specialized grade
10 science courses, the introduction of the general science stream, and the on-
going challenges to the dual diploma structure. Alberta Education was put into
the position of reacting to change instead of leading change. louis and Miles
suggest that "the blending of top-down and bottom-up participation is often
characteristic of successful multilevel reforms"” (1990, p. 83). Although it is
not possible to predict with complete accuracy how implementation will
proceed, the likelihood of greater success in changing the graduation
requirements could have been enhanced if Alberta Education had provided
opportunities for dialectical argumentation and multidisciplinary
participation from the outset.

The data in this study suggest that changing the graduation
requirements in Alberta resulted in a Type IIl implementation outcome
(Fullan & Stiegelbauer, 1991), that is, one in which the change is actually
implemented in spite of the questionable value and technical quality of the
change. Fullan and Stiegelbauer suggest that "even if a certain idea is valued
because of its goal direction, it may not be sufficienty developed and tested to
be practically usable" (p. 18). They go on to indicate that "far too many
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innovations. even those with laudable goals, have been rushed into practice
without a clear notion and the corresponding resources related to how they
could be used in practice . . . [because] the technical requirements or means of
implementation have been underestimated” (p. 18). Due attention to

structuring the initial problematic situation could have prevented this
problem.

The Characteristics of the Change

At the time the diploma requirements were changed, American society
was concerned with the poor performance of its students on both national and
international rating scales. Society was concerned about many things:
keeping kids in school. increasing the graduation rates, raising performance
levels, raising literacy levels, preparing students to enter the work force, and
ensuring that individual students had the opportunities to develop their
capabilities. The general public used buzz words such as "back to the basics”
and "excellence" as strategies for resolving the dilemma. The public outcry
for better performance and higher achievement was heard by politicians who
responded by enacting legislation that increased the rigor of graduation
requirements by increasing performance standards and specifying additonal
course work. This phenomenon occurred in many of the American states and
several Canadian provinces. In Alberta, the review of secondary programs
was a government initiative that resulted in the government's secondary
educaton policy (Bosetti, 1986). The changes to the graduation requirements
evolved from that policy and, according to Alberta Education officials, were
influenced by government, that is, political forces.

Generally, educational stakeholders believed that the changes to the
graduation requirements addressed all students as if they were both
academically talented and bound for university and post-secondary
institutions. In spite of Alberta Education's attempt to address the individual
capabilities of students through the dual diploma structure, key actors and
stakeholders tended to think of the changes only in terms of the Advanced
Diploma requirements. There was a general belief that the Advanced Diploma
was a "better” diploma, and, therefore, it became the norm. The General
Diploma was either regarded as being inferior, or was ignored. The
researcher was very conscio.. 7 e i~ondency of interviewees to discuss the

changes to the graduation r¢ - ¢ « ..** primarily from the Advanced Diploma
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perspective. Certainly these effects were not in keeping with Alberta
Education's intentions. They constituted a misinterpretation of the policy
intent and are examples of how individuals develop their own meanings for
changes. If the implementation strategy had provided sufficient opportunity
for key stakeholders and actors to develop a shared, common meaning of the
new graduation requirements, this problem could have been avoided.

It is ironical that the dual diploma structure, that was intended to
recognize the differing capability levels of students, in fact created its own set
of problems. Students and parents perceived the Advanced Diploma as the most
desirable of the diplomas. The perceptions associated with the Advanced
Diploma led less capable students to challenge the stapdards established for
academically capable students and resulted in poor performance, failed
courses, the need to repeat courses, and increased dropout rates. At the same
time, Alberta Education appeased political and public pressure groups by
pointing out the increased rigor and higher standards of the Advanced
Diploma. In general, key actors acted as if the General Diploma program did
not exist.

While the reform movement of the mid-1980s advocated the need to
include more rigor in the requirements, the general feeling was that Alberta
Education had gone too far in mandating academic courses and thereby
creating an unbalanced program of studies. The high proportion of
mandatory courses required for the Advanced Diploma was the most
contentious issue of the Proposed Directions paper. Most educators supported
the strengthening of the graduation requirements; however, there was a
belief that the new standards were too rigorous. While the changes were
praised because they would provide a better grounding in the core subjects,
there was also concern that concentrating on those four areas would not result
in a broad based education. The increased number of specified courses also
reduced students' opportunities to select the subject areas that they enjoy
learning about. From their research on high schools, Louis and Miles
conclude that “"creating high expectations for students will probably have
little impact unless the quality of the teaching learning process is also
confronted. or the meaning of being a student is changed" (1990, p. 41).
Furthermore. although there was a belief that the requirements might
produce graduates who were more literate, there was a concern that they
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would be "narrower” graduates. and not particulariy better citizens. The basic
concern about the Advanced Diploma requirements was that they contradicted
the secondary education policy principle that advocated a broad jeneral
education as being the best preparation for a changing society. These
differences of opinion regarding the essential components of a high school
education prevented the development of a commitment to the changes among
implementers and stakeholder groups. Each of these factors contributed to the
conflict regarding relevance, that is, the practicality and need for the
changes to the graduation requirements as defined by Alberta Education.
Detractors of the new requirements, forced to implement a change they were
not committed to, continued to express their concerns. The Minister's Forum
on Secondary Education provided an opportunity for consolidating the dissent
and communicating apprehension to the Minister and Alberta Education.

Fullan and Stiegelbauer stress that although the implementation
process is complex and dilemma ridden (1991) "the more factors supporting
implementation, the more change in practice will be accomplished” (p. 67).
They cite four insights as having importance in bringing about change:

1. active initiation and participation.

2. pressure and support,

3. changes in behavior and beliefs, and

4. the overriding problem of ownership.

This study has found that the factors supporting implementation of the
changes to the graduation requirements were limited. Given the current
climate for stakeholder involvement in public policy making, the legal
authority of bureaucratic policy makers alone does not guarantec full and
successful implementation.

Significant changes are not likely to occur without active initiation
and, therefore, Alberta Education's role in establishing the new graduation
requirements was essential. However, the role of key stakeholders and actors
was found to be wanting in this policy implementation. Louis and Miles
suggest that "comimitment to an educational change often comes about through
involvement in planning or decision making for change" (1990, p. 42).
Involvement of this nature builds the multi-level ownership needed for
transforming a policy into action and also has the potential of changing the
beliefs and behavior of implementers. At the same time, they acknowledge the
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need for outside pressure such as mandates from the district or state to
stimulate the change.

Fullan and Stiegelbauer also recognize the importance of both pressure
and support in the change process and warn of the problems of having one
without the other: "Pressure without support leads to resistance and
alienation; support without pressure leads to drift or waste of resources” (1991,
p. 91). In the final analysis, according to Fullan and Stiegelbauer, "it is the
actions of individuals that count” (1991, p. 77). Such has been found to be the
situation in this study. Individual stakeholders and actors successfully
prevented implementation of certain aspects of the new graduation
requirements. For example, in reaction to the negative input from the science
community, Alberta Education established a multidisciplinary approach to
structuring the problem and developing an acceptable and appropriate
solution. This strategy appears to have been successful in building
commitment to a mutually acceptable change to the science program that is
likely to result in implementation.

The findings of this study demonstrated how the relationships among
policy makers, administrators, practitioners, and stakeholders, both in the
development and implementation of policy, affected outcomes. Furthermore,
the use of policy as an instrument of reform as shown in this case study,
exacerbated the differences among the policy makers, administrators,
practitioners, and exogenous stakeholders resulting in mixed success for the
reform of the high school graduation requirements. Educational policy
making cannot be dominated by any one group. Success in educational reform
and restructuring is more likely to be the result of collaborative,
interdependent efforts among politicians. Alberta Education, administrators.
teachers and the community.
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DISTRICT, AND SCHOO:L LEVEL,
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AND
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RESEARCH PERMISSION LETTER

January 8, 1990

To Whom it May Concern:

Sharon Pisesky, Ph. D. Student from the Department of Educational
Administration at the University of Alberta, is currently conducting a
research project on ‘Changing the Senior High School Graduation
Requirements in Alberta.’ To complete this study she wiil need to interview
several key staff members of the

school district.

Approval has been given by our department for Sharon to conduct the
interviews. Participation in the project is voluntary.

Sincerely,

Supervisor

Monitoring and Student Information
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SAMULE OF INTERVIEW CONFIRMATION LETTER

Date

Dear

As a graduate student in the Department of Educational Administration, 1 am
conducting research into the new high school graduation requirements as a
component of the 1985 Secondary Education Policy in Alberta. The purpose of
this study is to investigate effects of the implemer.tation of these mandated
changes in Alberta high sc* bols. Your cooperation in sharing your insights,
experiences and beliefs about the changes and their resulting impact on
educationn will contribute to our understanding of the implementation of this

policy and assist me to complete the requirements for my Ph. D. in educational
adminisuation.

The opportunity to discuss the new graduation requirements with you is
sincerely appreciated. [ would like your permission to audio record the
interview to ensure that the data collected are both accurate and complete. Our
meeting has been arranged for on I am looking

e o

forward "~ learning about your perspectives of this important educational

PP
Py

Encloseu 1s a consent agreement that I would ask you to read in preparation for
our meeting. If vou have any questions or concerns a call for clarification

would be welcome. Thank you for your willingness to contribute to this
research study.

Sincerely

Sharon Pisesky
Phone: 436 4888 (residence)



CONSENT AGREEMENT FORM: INTERVIEWEES
Consent Agreement

Facuity of Education

Department of Educational Administration Letterkead

The study entitled, Changing the Senior High School Graduation Requirements
in Alberta, is being conducted in accordance with the University of Alberta
Guidelines on Ethics in Human Research with the approval of the Department
of Educational Administration Research Ethics Review Committee. Participants
in this study agree to be interviewed under the following conditions:

1.

o

0.

The participants will be fully informed of the nature and
purpose of this study.

Participation is voluntary and potential participants are
under no obligation to be interviewed. Participants may
withdraw from the study as their circumstances warrant.

Interviewees are guaranteed anonymity. Names will be
changed to protect the identities of persons and places.

Interviews will be audio recorded and interviewees wili
have the opportunity to examine transcripts of their
interview tapes and make additions and deletions to ensure
that the content accurately reflects their perception of the
implementation of the new graduztion requirements.

Permission of the participants will be sought to include
specific quotations in the final report of the study.

Data that are included in the final report will not be harmful
or embarrassing to the participants.

Please indicate your understanding of the above conditions and your
agreement to participate in this study, by signing the consent form below.

Signature

Date.




SAMPLE INTERVIEW GUIDE

1. Are vcu using the new diplonra requirements (NGR) in your school system!

2.

Uy

What is yvour reaction to tl:  NGR in terms of providing an adequate
education to high schootl 5t mts?

I'm interested in anythir . i share with me about how you see the NGR
affecting schools, staff. s° . uats, parents, etc.
Have you had any feca ...... from teachers, students, parents or the public re

NGR?

How do yvou feel ab~* <hie NGR (attitude)? From your perspective, what are
the strengths of the “ ZR? Do you see any weaknesses in the NGR?

How are the NGR impacting on the way the school system operates?

I'm interested in the communication that has gone on about NGR. First let's
talk about Alberta Education. Could you tell me about your communication
with Alberta Education regarding NGR?

Now let's talk about the high schools? Have you had discussions with high

school principals re NGR? What has been the substance of these
discussions?

How about communication within the central office? For example, have
associates, consultants/planners expressed their opinions to you? What has
beer the substance of their opinions? How about the school board? Do

thcy, have a stated position, either formally or informally?

Has the ATA either the local or the provincial body been in touch to express
their opinions? What were they?

8 Have you made any suggestions regarding adjustments to NGR? What? Why?

To whom? Are you considering giving further input in the future? What
future plans do vou have in relation to the use of the NGR?

10. What do vou see as being the long-range effects of the NGR? How have you

reached these conclusions?

11. Are you doing any monitoring or evaluation of the NGR, either formally or

informally?
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SAMPLE OF TRANSCRIPT VERIFICATION LETTER

Faculty of Education
Department of Educational Administration Letterhead

Date

Dear

Re: Changing the High Schooi Graduation Requirements
Interview:

As promised, 1 am providing you with a transcript of the above interview. |
would ask you to review it to ensure that the content continues to accurately
reflect your perception of the implementation of the new graduation
requirements. Before you begin reading the transcript, may 1 remind you that
our spoken language is generally more informal than our written
communication. The tape has been transcribed accurately according to what
was said and as such, the transcription is not likely to reflect our usual
standards of written communication. Do not be overiy concerned about
informal usage, syntax and so on. Furthermore, be assured that I will obtain
your permission before any quotation is included in the final report. At this
time, please focus on the accuracy of the countent by making deletions and
corrections to ensure that the concepts reflect your understanding of the
situation. Additional information and comments that will enhance my

understanding of the effects of the changes may be included in the space 10
the right of the text.

Would you kindly return the transcript in the enclosed envelope to ________
by . Thank you for your cooperaton. Iam most appreciative of your
participation in my study.

Sincerely

Sharon Pisesky
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DISSERTATION CHAPTER VALIDATION LETTER

1991

Dear ,

Re: Thesis, Changing the High School Graduation Requirements in Alberta

About 18 months ago, I interviewed you with reference to the above study for
my doctoral dissertation. As promised in the participation/consent agreement,
I'am submitting a draft of the chapter pertaining to the characteristics of the
new graduation requirements to you for verification. While several officials
from Alberta Education were interviewed, you will note that the specific
sources of interview data have been kept anonymous to comply wiih the spirit
of the consent agreement.

I have included several of your quotations in this chapter and although I have
endeavored to ensure through anonymity that they would not be personally
embarrassing or harmful to you, I leave the final judgement to you. In
reading through this draft I would ask you to comment on the following:

1. Is the information presented in the chapter factually correct? If not,
would you please indicate areas where information is incomplete or
incorrect.

2. May I have your permission to use quotations attributable to you in the
final text of the dissertation? If you believe I have misquoted you or
have changed your perspective on a particular issue, please suggest
changes that would make the quotation acceptable.

You will note that the discussion of findings is incomplete, pending vour
confirmation of the preliminary analysis of the findings. If possible, could I
receive your reaction prior to the middle of September? Please make your
comments in the right hand column on the draft document, and return the
chapter tc me at the address above.

Thank you for your assistance. I expect to complete the dissertation by the end
of the year and would be willing to provide Alberta Education with a copy if
you believe it has merit.

Sincerely

Sharon Pisesky
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DISSERTATION VALIDATION LETTER: SCHOOL PRINCIPAL

August __, 1991

Dear

Re: Thesis, Changing the High School Graduation Requirements in Alberta

About 18 months ago, I had several discussions with you regarding the above
study for my doctoral dissertation. As promised in the participation’/consent
agreement, I am submitting a draft of the chapter pertaining to the

implementation of the new graduation requiremen:s to you for verification.

I have included several of your quotations in this chapter. Although theyv are
attributable to the principal I have changed the name of the schoo!l to
Meadowview High School and only three people (my advisor, you and 1) are
specifically aware of the actual name of the school. In the spirit of the
participation/consent agreement, I endeavored to ensure that the data were
reported in such as way as to prevent it from being personally embarrassing
or harmful to you or your former school. However, I leave the final
judgement to you. In reading through this draft I would ask you to comment
on the following:

1. Is the information presented in the chapter factually correct? Have |
been able to capture the implementation of the new graduation
requirements as you understand them? If not, would you please indicate
areas where my information and/or understanding is incomplete or
incorrect.

N

. May I have your permission to use quotations attributable to you in the
final text of the dissertation? If you believe I have misquoted you or
you have changed your perspective on a particular issue, please suggest
changes that would make the quotation acceptable or suggest that it be
deleted.

Your comments on my interpretation of the findings would also be most
welcome. If possible, could I receive your reaction prior to the middle of
September? Please make your comments in the right hand column on the
draft document and return the chapter to me at the address above,

Thank you for your assistance. 1 sincerely appreciate vour cooperation with
my study.

Yours truly

Sharon Pisesky
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TEACHER QUESTIONNAIRE COVERING LETTER

Faculty of Education
Department of Educational Administration Letterhead

January 12, 1990
Dear Fellow Colleague

As a graduate student in the Department of Educational Administration ! am
conducting research into the high school graduation requirements as a
component of the 1985 Seccndary Education Policy in Alberta. The purpose of
this study is to analyze the impact of the mandated changes. The findings of
this study will provide Alberta Fducation and the school system with valuable
feedback about the secondary education policy and the new diploma
requirements in particular.

Students, teachers, parents and officials of the school, central administration.
Board of Trustees and Alberta Education are sharing their insights, beliefs and
experiences with respect to the new graduation requirements by participating
in interviews and completing questionnaires. Your input as a teacher is
especially meaningful in this study because of your sirategic involvement at
the implementation site. Your cooperation in answering this questionnaire
openly and honestly will contribute to our understanding of the
implementation of this policy. Some teachers may wish to provide additional
information through an informal interview. A form indicating your interest
in discussing the issues in more depth is included. Every effort has been made
to guarantee participants’' anonymity. No names or signatures are required
and no codes for tracing participation have been used on the questionnaire.
Data in the final report will be reported anonymously and all responses will be
treated confidentially.

Would you kindly complete the questionnaire and return it to — in the
main office by Friday, January 19. If you have any questions or concerns, I
would welcome your call. A copy of the final report will be made available to
the school upon its completion. Thank you for your cooperation.

Sincerely

Sharon Pisesky, Ph. D. Candidate
Phone: 436 4888 (residence)
492 3094 (university)



TEACHER QUESTIONNAIRE
ON
HIGH SCHOOL GRADUATION REQUIREMENTS
IN ALBERTA

PART I: DEMOGRAPHIC INFORMATION

1. Gender:
1______ Male
2 ___ . Female

2. Present educational assignment:

| R classroom teaching
2 _______counselling
3 e __administration

3. If you have classroom teaching responsibilities, what
subjects are you teaching at the present time? Please
check the appropriate subject(s).

————-Science/chemistry/ biology/physics

———_math

—— - Social studies

———-_English

————_French or other languages

——m—_phyvsical education

CALM

————~_practical arts (business education, home ec, industrial or voc. ed.)

————_fine arts (art, music, drama)
_____ special education  special needs students
other, what

<. Years of teaching experience (including this year)?

years

5. Years of teaching experience (including this year) at
the high school level?

_vears
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PART II: GENERAL INFORMATION ABOUT THE NEW GRADUATION REQUIREMENTS

6. Are you aware that a new set of graduation requirements for Alberta high
school students is being phased in for grade 10 and 11 studenis?

1
2

ves

no

If no, please skip ahead to Part Ill, on page 6.

7. How did you learn about the new graduation requirements? Please check
the appropriare responses and identify the tyvpe of information source.

a _____from the Alberta Education materials: e. g.. A Credit to Yourself,
policy statements, handbooks, guides.
Please identify the specific information source(s).

b _____from ATA documents such as newsletters, specialist council
journals, magazines or circulars.
Please identify the specific information source(s).

C inservice or staff meetings and conferences e. g., school based.
central office, Alberta Education, ATA.
Please identify the specific information source(s).

d ______other(s), please indicate:

8. How would you rate your understanding of the new graduation
requirements? 1 understand them

1 ______thoroughly
2 . __generally
3 _ a litde

4 not at all
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9. What is vour personal viewpoint regarding the new graduation
requirements?

1 ______I completely approve

2 _____I approve with some minor concerns

3 —____l approve in general but have major concerns
4 _____ldo not approve

5 ——__lhaven't decided

6 _____{have no opinion

10. What do vou think the impact of the new graduation requirements
will be on the quality of high school education?

1 _____increase quality
2 ______no difference

3 . _decrease quality
4 __ ___undecided

S ——___no opinion

11. What is your philosophical belief about the two-diploma
(i.e. advanced and general diploma) system?

1 ______positive, i.e., you favor a two-diploma system

2 _ negative, i.e., you are not in favor of the two-dxploma system
3 undecided

4 _ no opinion

12. How do you feel about raising thre passing mark for earning credits
from 40% to 50%?7

1 _____positive, i.e., you favor it

2 ______negative, i.e., you are not in favor of it
3 undecided

4. _______no opinion

13. How do you feel about the number of compulsory courses./credits
students must take to earn a diploma?

1 positive, i.e., you favor the increase

2 _____negative, i.e., you are not in favor of the increase
3 undecided

-4 no opinion




14. How have you personally been affected by the new graduation
requirements? Please comment. Use the reverse side if necessary.

15. Have yorr ohwvoer iy changes in vour school as a direct result
of the new g* ¢ .- :quirements, e. g. changes related to students,
teachers, subject .\ .+ Hease be as smeoc?’ -~ nossible.

Use the reverse side i1 necessary.

16. The next series of questions ask about details of the new graduation
requirements. For each item. please indicate if you are in favor, not in favor
or have no opinion of the changes. A fourth category allows you to indicate
that you are not familiar enough with the changes to comment.

a. the revised science curriculum

1 ______in favor

2 _ not in favor

3 . _noopinion

4 ______not familiar enough with the change to comment

b. the revised math curriculum
1__ __ in favor
2 _ not in favor
3 no cpinion
+ ___not familiar enough with the change to comment
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¢. the revised social studies curriculum

1 _____in favor

2 _____ not in favor

3 no opinion

4 _____not familiar enough with the change to comment

d. the revised English/language arts curriculum

1 ______in favor

2 _____notin favor

3 _ no opinion

4 _____not familiar enough with the change to comment

e. tae "C" option requirement ensuring that Advanced Diploma students
complete a planned sequence of courses in languages, fine arts or practical
arts

1 ______in favor

2 _____ not in favor

3 ______no opinion

4 _____not familiar enough with the change to comment

f. the compulsory Career and Life Management course usually called CALM

1 ____in favor

2 _____notin favor

3 . __no opinion

4 not familiar enough with the change to comment
g. the distribution of credits among different subjects

1 ______in favor

2 ______notin favor

3 ——___no opinion

4 . ____not familiar enough with the change to comment

h. the time line for phasing in the changes
1 _____in favor
2 _____notin favor
3 _____no opinion
4 —____not familiar enough with the change to comment
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PART III: CONCERNS ABOUT THE NEW GRADUATION REQUIREMENTS

This part of the questionnaire was adapted from an instrument developed by
the Research and Development Center for Teacher Education, University of
Texas at Austin. (Copyright clearance is pending.)

The purpose of this part of the questionnairc is to determine what teachers are
concerned about regarding the new high school graduation requirements at
various timmes during the implementation process. The items were developed
from typical responses of school and college teachers who ranged from no
knowledge at all about various programs to many years experience in using
them. Therefore, a good part of the items on this questionnaire may appear to
be of little relevance or irrelevant to You at this time. For those items that are
completely irrelevant, please circle "O' on the scale. Other items will represent
those concerns you do h4ave in varyving degrees of intensity, and should be
marked higher on the scale. For example:

This statement is very true of me at this time

0 1 3 3 4 s e

This statement is somewh%)true - me new

10) 1 2 orR (4) of 6 7
This statement is not at all true of me at this time
0 @ or 3 4 5 6 7
This statement seems irrelevant to me.
1 2 3 4 5 6 7

Please respond in terms of your present concerns, and how you feel about
your involvement with the implementation of the new high school graduation
requirements. Please think of this change in terms of your own perceptions
of what it involves. Remember to respond to each item in terms of your
present concerns about your invoivement or potential involvement with the
new graduation requirements.

0 1 2 3 4 S 6 7
Irrelevant Not true of Somewhat true Very true
me now of me now of me now

1. I am concerned about students' attitudes

towards the new graduation requirements. O 1 2 3 4 5 6
2. 1 now know of some other approaches
that might work better. 0 1 2 3 4 5 6

3. I don't even know what the new
graduation requirements are. 0]

(-
S
w
&
v
)

4. I am concerned about not having
enough time to organize myself each day. O 1 2 3 4 5 (§)

S. I'would like to help other staff in their
understanding of the new graduation
requirements. 0 1 2 3 4 5 6

~t

~!

~I

~!

~4
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0 1 2 3 4 S 6 7
Irrelevant Not true of Somewhat rue Very true
me now of me now of me now

6. 1 have a very limited knowledge about
the new graduation recuirements.

7. 1 would like to know the effect of the
rnew diploma requirements on my
professional status.

8. I am concerned about the conflict
between my interests and my
responsibilities.

9. 1 am concerned about revising the
use of the new graduation requirements.

10. 1 would like to develop working
relationships with both our staff and
outside staff about using the new
graduation requirements.

11. T am concerned about how the new
graduation requirements affect students.

12. 1 am not concerned about the new
graduation requirements.

13. 1 would like to know who will make
the decisions under the new graduation
requirements.

14. 1 would like to discuss the use of the
new graduation requirements.

15. T would like to know what resources are
available to implement the new graduation

requirements.

16. 1 am concerned about my inability to
manage all that the new graduation
requirements demand.

17. I would like to know how my teaching
or administration is supposed to change.

18. 1 would like to familiarize other
departments or persons with the progress
of the new graduation requirements.

19. 1 am concerned about evaluating the
impact of the new graduation
requirements on students.

20. T would like to revise the approach
to the new graduation requirements.

1B

N

rJ

~

W

~}

~)

~J

~)

~1

~)

~)

~]

~}

~}

~

~]
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0 1 2 3 4 5 () 7
Irrelevant Not true of Somewhat true Very true
me now of me now of me now

21. I am completely occupied with
other things. 0 1 2 3 < 5 O

22. I would like to modify our use of the
new graduation requirements based on
the experiences of our students 0 1

23. Although I don't know much about
the new graduation requirements, I am
concerned about things in the area. 0 1 2

24. T would like to excite my students
about their benefits from the new
graduation requirements. 0 1 2 3 <+ 5 6

25. I am concerned about time spent

working with non-academic problems

related to the new graduation

requirements. 0 1 2 3 4 5 6

26. I would like to know what

implementation of the new graduaticn

requirements will demand in the

immediate future. 0 1 2

(2%
W
4=
4]

§)

W
-
N

O

(7]
ey
9]

6
27. I would like to coordinate my effort

with others to maximize the effects of the
new graduation requirements. 0] 1 2 3 4 S 6

28. I would like to have more information
on time and energy commitments required

by the new graduation requirements. 0 1 2 3 4 5 1§
29. I would like to know what other staff

are doing in this area. 0] 1 2 3 4 5 6
30. At this time, I'm not interested in

learning about the new graduation

requirements. 0] 1 2 3 4 5 6

31. I would like to determine how to
supplement, enhance or replace the
new graduation requirements. 0 1 2 3 4 5 G

32. I would like to use feedback from the
students to change the new graduation
requirements. 0] 1 2 3 4

N

(6]

~1

~{

~{

~1

~!

~!

~!

~J

~!
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0 1 2 3 4 S5 6 7
Irrelevant Not true of Somewhat true Very true
me now of me now of me now

33. I would like 10 know how my role will
change when we are using the new
graduation requirements.

34. Coordination of tasks and people is
taking too much of my time. 0 1 2 3 4 5 6 7

35. 1 would like to know how the new
graduation requirements are better than
what we had before. 0 1 2 3 4 5

~f

6

Concluding comments: I am interested in any concerns or comments, both
positive and negative, that you would share about your perception of the new
graduation requirements.

Thank you for your assistance in completing this questionnaire. If vou would
like to discuss the new graduation requirements with me, I would be happy to

arrange an informal interview. Plcase complete the following memo, detach it
from this questionnaire and return it, separately, to the general office.
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INFORMAL INTERVIEW INVITATION

January __, 1990

Memo to: Sharon Pisesky

From:

Re: High School Graduation Requirements Study

I am interested in sharing my percepuons regarding the new high school
graduation requirements with you in an informal interview setting with the
understanding that information I provide will be anonymous and confidential.
Furthermore, it is my understanding 1 will be given the npportunity o
examine the notes from our interview to ensure that they accurately reflect
my beliefs and that I will be contacted in advance to give my permission if any
statements I make are to be quoted in the final report of the study.

Please call me at school (xxx xxxx) or home (phone no
arrange an interview time.

PLEASE DETACH THIS MEMO FROM THE QUESTIONNAIRE AND RETURN IT,
UNDER SEPARATE COVER, TO — —_— —— IN THE
MAIN OFFICE.




DISSERTATION VALIDATION LETTER: SCHOOL PERSONNEL

January 10, 1992

To the Teachers of

It‘s been two long years since I had the opportunity of involving you in
my graduate research project on the implementation of the new high
school graduation requirements. I have finally reached the stage where
the writing is almost complete and 1 am ready to share the results with
you.

Several of the department heads and administrators ccasented to be
interviewed for my study while the remainder of the staff answered a
gquestionnaire about their percepticns of the implemertation process.
Chapter S of my dissertation deals with perceptions of the new
graduation requirements from the school perspective. Because the
chapter is very 1long, I have not prepared copies for each teacher.
Alternatively, I have left three copies with the head secretary and
would ask you to review the contents, ensure that I have gquoted you
accurately, and note any discrepancies blketween my interpretation of
events and your understanding of them. Please note your comments right
on the document. Would it be possible for you to review this chapter by
January 24th? 1 am now working to deadlines for spring convocation.

For your agreement to participate in this study, I promised that I would
maintain the anonymity of people, places and participants. I have tried
to honor my promise and by avoiding the use of specific names. In
addition, pseudonyms have been adopted for the school and the district.
They will be changed once again in the final draft to further protect

the identity of the school.

Briefly, the results of my study show that the implementation was
wrought with problems. In spite of the fact that the department
consulted with stakeholders about the change in graduation requirements,
they did not seem to listen to input from educators and conseguently
several concepts within the new requirements were challenged. This has
led to restructuring of several components of the new standards
including the "C" options, and the science program. The entire issue
relating to the dual diploma requirement is in fact currently under
reconsideration and it is likely that we will be returning to a single
diploma structure in the near future.

I want to thank you very much for participating in my study by sharing
yvyour understanding of the new graduation requirements with me. The
information you shared was very useful in helping me to document the
evolution of events in the implementation process.

Yours truly

e
(%zz o, @4//:-/

e
Sharon Pisesky
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APPENDIX C

SCHOOL LEVEL:
STUDENT QUESTIONNAIRE
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STUDENT QUESTIONNAIRE COVERING LETTER

Faculty of Education
Department of Educational Administration Letterhead

Date

Dear student,

As a graduate student in the Department of Educational Administration I am
conducting research into the high school graduation requirements as a
component of the 1985 Secondary Education Policy in Alberta. The purpose of
this study is to investigate how these mandated changes are being
implemented in Alberta high schools. Your cooperation in sharing your
insights, experiences and beliefs about the impact of the resulting changes
will contribute to our understanding of the implementation of this policy and
assist me to complete the requirements for my Ph. D. in educational
administration.

Although your participation in this study is voluntary, | am requesting all
students in the CALM classes at to assist me by completing
the attached questionnaire. Your participation will ensure that the data
collected are both accurate and complete. Please complete the questionnaire
and return it to me or your CAIM teacher by the end of the week.

Every effort has been made to guarantee participants anonymity. No names or
signatures are required and no codes for tracing participation have been used
on the questionnaire. Data in the final report will be reported anonymously
and all responses will be treated confidentially.

If you have any questions or concerns I would welcome your call. A copy of
the final report will be made available to the school upon its completion.
Thank you for your cooperation.

Sincerely

Sharon Pisesky
Phone: 436 4888 (residence)
492 3094 (university)
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SAMPLE OF STUDENT QUESTIONNAIRE
ON
HIGH SCHOOL GRADUATION REQUIREMENTS
IN ALBERTA

As a doctoral candidate in the Department of Educational Administration at the
University of Alberta, I am conducting research into the new high school
graduation requirements. The purpose of this study is to investigate the effect of
the new regulations on education in Alberta. Your cooperation in answering this
questionnaire honestly and openly will help me to achieve the goals of this study
and provide the school system and Alberta Education with important information
and understandings about how the new high school diploma requirements policy
is being implemented.

1. This questionnaire is being completed by

1 Grade 10 student
Z Grade 11 student
3 Grade 12 student
2. Tam
1 male
2 female
3. What do you plan to do following high school?
1 ______attend technical/trade school
2 _____attend community college
3 . ___attend university
4 _work
5 other, what?
6 undecided
4. How many years are you planning to spend in high school?
1 3 vears
2 .___._3 and a half years
3 4 vears

4 ___ __more than 4 years

-

5. Which high school dipioma program are you enrolled in at the present
time?

1 ______general
2 advanced
3 other, please indicate which?
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6. How did you decide which diploma program to enroll in? Check one or
more.

—___my friends were taking it
_____ wanted the best diploma for finding a good job

—————wanted the best diploma to get me into college, technical school or
university

——__guidance counsellor advised it

——__teacher advised it

_—.—._the principal or assistant principal advised it
——_parents advised it

———allowed me the most choices of courses I wanted to take
_____ gave me the most flexibility when I finish high school

————.gave me the greatest academic opportunities
——_.__other, please explain

7. How well do you understand the course requirements and credits
you need to complete each of the high schoo! graduation diplomas?

a. The Advanced Diploma:
1 understand them all very well
2 __ ___understand the requirements somewhat
3 _____not well enough to be sure I am enrolling in the right courses
4 not at all: I need more informadon.
b. The General Diploma:

1 _____understand them all very well

2 _____understand the requirements somewhat

3 _____not well enough to be sure I am enroliing in the right courses
4 not at all: I need more information.

8. Based on your current marks and credits earned to date, do you
expect to be able to complete all of the requirements for the diploma
stated in Question 37

1 ves
2 o __uncertain
3 __ _no

If uncertain, or no, please explain. Use the reverse side if necessary.
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9. Most students take either the General or Advanced Diploma programs.

In the next series of questions, please give vour opinion about the difference
between the two diplomas. If you do not think there is any difference,
please say so. If you need additional space, please use the other side.

a. How do the diplomas differ in terms of difficulty or standards?

b. How do the diplomas differ in terms of courses students are allowed to
select?

c. How do the diplomas differ in terms of entrance requirements for
university, NAIT, Grant MacEwan, etc?

d. How do you think the differences in the diplomas wili affect a student's
future job opportunities?

e. Does the diploma program a student is enrolled in make any difference
in how he/she is treated in the school?

f. Are there any other important differences between the General and
Advanced Diplomas? Piease explain.

10. When you registered for this school year, were you able to take all
the courses you wanted?

1

2 _ no, If no, which course(s) you were not able to take

ves

Why were you not able to take these courses?
———_NO more room in my timetable
———Courses were full
_____ courses were not offered this year
——lacked passing grade of 50%
——-_Other, please explain
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11. Are there other courses you would like to take if vou could fit them
into yvour program?
1 _____no
2 ______yes. What courses would vou like to take? (Please list)

12. How did vou learn about the new graduation requirements? Check one or
more.

——___read the booklet "A Credit to Yourself"
———__5saw the video "A Credit to Yourself”
————_from guidance counsellors
—__from my parents
_____ from teachers

———__from principal or assistant principal(s)

———--from brothers, sisters, friends, other students

——___other, please explain
13. In your opinion should students have the option of earning an Advanced

or a General Diploma, or do you think there should be only one diploma for all
students?

1

wo types of diplomas are needed

2 _____one type of diploma is enough

3 not sure

Please explain your opinion.

14. Do you feel you need more information about the relationship of your high
school program and how it relates to your future?

1
2 _____ves --What? Please explain.

no




15. What is your overall reaction to the graduation requirements for the
program you are enrolled in?

1 _____I think they are very good

2 _____I think they are generally okay

3 _____1 think they need to be changed a litue
4 _____I think they need to be changed a lot

S e 1'm not sure

16. Are you concerned about the quality of vour high school education?
1 ves
2 ______no

17. How do you feel about the number of compulsory course credits you
must earn to receive your high school diploma?

1. ___positive
2 _____negative
3 not sure

18. Piease share your opinions about the balance between the number of
compulsory courses and options (electives) in your high school program.

19. Do you think that there is a relationship between the number of
compulsory courses you must take and the quality of your high school
education?

1 ves
2 no
3. _______unsure

20. Do you have any problems or concerns about the high school diploma
requirements?

1
2 _____yes: please share your concern(s).

no
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21. Do you think the high school graduation requirements could be improved?

1 _____no
2 not sure
3 ves: if yes, how would you improve them? Please give your

ideas.

22. Please share any additional information, or ideas you have about
the high school graduation requirements. Use the reverse side if necessary.

Thank vou for vour cooperation in completing this questionnaire.
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PARENTS' COVERING LETTER FROM CALM TEACHER
SCHOOL LETTERHEAD

January 12, 1990

Dear Parent or Guardian

Today your son/daughter will be asking you to participate in a research study
designed to examine the effects of the new high school graduation
requirements. As you know, students who enrolled in high school beginning
in September 1988, including your son/daughter, are following a new set of
required courses in order to earn their high school diplomas. I am asking for
your cooperation in helping us to understand the impact of the new high
school diploma requirements. Ftease take about ten minutes to share your
opinions and beliefs about the type of education today's high school students
are receiving by completing the enclosed questionnaire.

This research project is a comprehensive study that has the full approved of
the School Board, our principal, . Alberta
Education and the University of Alberta. The findings of this study are of
particular interest to each of these organizations because it will provide
important feedback about the impact of the new graduation requirements.

All of the students enrolled in CALM (Career and Life Management) this
semester and their parents, along with all of the teachers and administrators
at , are being invited to participate in this study.
I urge you to become involved and provide your input. Remember, your
opinion counts. Please have your son/daughter return the completed
questionnaire to school by January 17, 1990.

Thank you for your cooperation with this study.

Sincerely

CALM Teacher
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PARENT/GUARDIAN QUESTIONNAIRE COVERING LETTER

Faculty of Education
Department of Educational Administration Letterhead

January 11, 1990

Dear Parent or Guardian

As a graduate student in the Department of Educational Administration 1 am
conducting research into the high school graduation requirements as a
component of the 1985 Secondary Education Policy in Alberta. The purpose of
this study is to investigate how these mandated changes are being
implemented in Alberta high schools. Your cooperation in sharing your
insights, experiences and beliefs about the impact of the resulting changes
will contribute to our understanding of the implementation of this policy and
and provide Alberta Education and the school system with valuable feedback.

This is a comprehensive study that includes officials from Alberta Education,
the Board of Trustees, the central administration of the school system, the
school, teachers, students and parents. Parents of students in the CALM classes
at High School are being invited to participate in the study by
completing the attached questionnaire. As the parent of a student studying
under the new graduation requirements, you are key stakeholder in this
policy and your perceptions are especially meaningful to this research. Your
cooperation in answering the questions honestly and openly will ensure that
the data collected are both accurate and complete. Please return the
questionnaire to the school with your son or daughter by January 18.

Every effort will be made to guarantee participants' anonymity. No names or
signatures are required and no codes for tracing participation have been used
on the questionnaire. Data in the final report will be reported anonymous!y
and all responses will be treated confidentially.

If you have any questions or concerns I would welcome your call. A copy of
the final report will be made available to the school upon its completion.
Thank you for your cooperation.

Sincerely

Sharon Pisesky
Phone: 436 4888 (residence)
492 3094 (university)
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SAMPLE OF PARENT/GUARDIAN QUESTIONNAIRE
ON
HIGH SCHOOL GRADUATION REQUIREMENTS
IN ALBERTA

As a Doctoral candidate in the Department of Educational Administraton at the
University of Alberta, I am conducting research into the new high school
graduaticn requirements. The purpose of this study is to investigate the effect
of the new regulations on education in Alberta. Your cooperation in
answering this questionnaire honestly and openly will help me to achieve the
goals of this study and provide the school system and Alberta Education with
important information and understandings about the new high school diploma
system.

1. This questionznaire is being completed by

1 mother
2 _ . _father
3 _____guardian

!\J

I am completing this questionnaire for my
—___Son who is in grade 10
—--_son whoisin grade 11
son who is in grade 12

————-daughter who is in grade 10

daughter who is in grade 11

N N ok N

———-daughter who is in grade 12

3. Do you have other children attending school in Alberta?

1 ______no

2 _____yes. If ves, what level are they in?
1 ______elementary school: grades
2 _junior high school: grades
3. senior high school:

4. Have you heard about the changes in the graduation requirements in
Alberta?

1 _____yes (please go on to the next question)
2 _____no (please skip ahead tc question no. 14)
3 _____notsure (please skip ahead to question no. 14)



5. How did vou learn about the new high school diploma programs? Please
check as many as apply.

—newspapers, radio, TV, magazines

—_friends, acquaintances, word of mouth
————school newsletters, program planning booklet
_____ teachers/guidance counsellors

— —_school meetings

———from your children

——_other, whart?

6. How much do you know and understand about the new
high school diploma requirements?

1_ almost everything

2 enough to give my son/daughter advice

3 _____a litde, but not enough to be my child's only advisor
4 -not very much |

5 nothing

7. Which of the following statement is closest to your view of the new
high school diploma requirements? Check only one.

1_ you approve completely

2 _____you approve in general, but vou have some minor concerns
3 _____you approve somewhat, but you have some major concerns
4 you do not approve

5 ——___you have not formed an opinion yet

8. How do you feel the new diploma requirements will affect the quality
of education in Alberta?

1 _____increase the quality of education

2 decrease the quality of education

3 — ___no difference in the quality of education

4 _____ not sure how the quality of education will be affected

300
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9. The next series of questions are related to some of the details of the
changes in the new graduation requirements. For each question please
indicate if you are in favor, not in favor or have no opinion of the changes.
A fourth category allows you to indicate that you are not familiar enough
with the changes to comment.

a. What is your opinion of the two-diploma structure: the General Diploma and
the Advanced Diploma?
1 ____ _in favor
———__not in favor
+————__DO opinion
———__not familiar enough with the change to comment

2 W N

b. What is your opinion of the compulsory course, Career and Life
Management, commonly called CALM?

i1 _____in favor

2 . __notin favor

3. _No opinion

4 _____not familiar enough with the change to comment

¢. What is your opinion about the number of compulsory credits students
are required to take?

————in favor
not in favor

1

2

3._____no opinion

4 _____not familiar enough with the change to comment

d. What is your opinion about the balance of credits among the different
subjects?

1 _____in favor

2 _____notin favor

3._____no opinion

4 _____not familiar enough with the change to comment

¢. What is 'our opinion about changing the passing grade from 40% to 50%?
1 ______in favor
2 ____notin favor
3. IO opinion
4 _____not familiar enough with the change to comment




f. What is your opinion about the time line for phasing in the changes

1 in favor

2 ______notin favor

3. no opinion

4 . ___not familiar enough with the change to comment

10. Are you aware of the changes that have been made in specific subject(s)?
1
2 ______yes. If Yes, please identify the subject(s) you are referring to:

no. lf no, please go on to question 12.

11. Please give your opinion about the changes which have been made 10
the subject(s) referred to in question 10.

1___ _infavor

2 _______notin favor

3. no opinion

4 _____not familiar enough with the change to comment

12. Do you believe that it is the right of all students to earn a high
school diploma?

1 yes

2 ______no

3 _ ____uncertain
Comments:

13. Do you have any other comments or feelings about the new graduation
requirements that you would like to share? Please use the back if necessary.



The last few questions will assist me to classify your answers for

statistical purposes:

14. What age group are you in?

1 under 34
2 350 50
3 S1t065
4 65 or over
15. What is yvour occupation?
1 _____professional
2 _service, trades, or clerical
3_ self emploved, e.g., business
4 homemaker
S5 . _unemployed

6 _____other, please indicate?

16. What is your total annual household income (before taxes)?

1 _____less than $25,000

2 25,001. - 40,000
3 40,001. - 60,000
4 over 60,000

Thank you for your cooperation in completing this questionnaire. The
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information provided will be of great value in assessing the starus of the new

graduation requirements.
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CONCERNS BASED ADOPTION MODEL (CBAM)
DOCUMENTS



LEVELS OF USE OF THE INNOVATION

Typical Behaviors

LEVELS OF USE BEHAVIORAL INDICES OF LEVEL

V1. RENEWAL The user is seeking more effective
alternatives to the established use of
the innovation.

V. INTEGRATION The user is making deliberate efforts
to coordinate with others in using the
innovation.

IVB. REFINEMENT The user is making changes to increase
outcomes.
IVA. ROUTINE The user is making few or no changes

and has an established pattern of use.

III. MECHANICAL The user is using the innovation in a
poorly coordinated manner and is
making user-oriented change.

II. PREPARATION The user is preparing to use the
innovation.
1. ORIENTATION The user is seeking out information

about the innovation.

O. NONUSE No action is being taken with respect to
the innovation.

CBAM Project
Research and Development Center for Teacher Education
The University of Texas



STAGES OF CONCERN

Typical Expressions of Concern About the Innovation

STAGES OF CONCERN EXPRESSIONS OF CONCERN

6. REFOCUSING 1 have some ideas about something that
would work even better.

5. COLLABORATION How can 1 relate what I am doing to
what others are doing?

4. CONSEQUENCE How is my use affecting kids?
How can I refine it to have more
impact?

3. MANAGEMENT I seem to be spending all my time
getting materials ready.

2. PERSONAL How will using it affect me?

1. INFORMATIONAL I would like to know more about it.

0. AWARENESS I am not concerned about it.

Adapted from: Shirley M. Hord, William L. Rutherford, Leslie Huling-Austin,
and Gene E. Hall. Taking Charge of Change. Alexandria, VA: ASCD and
Austin, TX: SEDL, 1987.
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Questionnaire Item Numbers and Associated Stage of Concern

Item SoC Item SoC Item SoC Item SoC

Number Number Number Number
1 4 10 ) 19 4 28 2
2 6 11 4 20 6 29 5
3 0 12 0 21 0] 30 0
4 3 13 2 22 6 31 6
5 ) 14 1 23 o 32 4
6 1 15 1 24 4 33 2
7 2 16 3 25 3 34 3
8 3 17 2 26 1 35 1
9 6 18 5 27 5
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APPENDIX F

GRAPHIC REPRESENTATION
OF
TEACHERS' STAGES OF CONCERN
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Figure F-1
SoC of Faculty According to Teaching Assignment
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Figure F-2
SoC by Years of Teaching Experience
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Figure F-3
SoC by Years of High School Teaching Experience

I C

N 0

F C L

0 M 0 L
A R A N A
W M P N S B
A A E A E 0
R T R G Q R
E I S E U A
N 0 0 M E T
E N N E N I
S A A N C 0
S L L T E N

OHZ—-0nCcoOooOoMmX

0
T T T T T R
SOC STAGES
——— 1 - 5 YEARS
........ 6 - 10 YEARS
........ 11 - 20 YEARS

---------------- 21 YEARS OR MORE

311



MC—~ - m>o

e L N 3 o R )

nurMmMmzzmMmor>E>

100

Figure F-4
Teachers' SoC by Subject Taught: Academic Courses
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Figure F-5
Teachers’ SoC by Subject Taught: Non-Academic Core Courses
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Figure F-6
Teachers' Sc¢C by Subject Taught: Compiementary Course-
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Education
1963
1964
1971

July 1988
Fall 1989
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SHARON PISESKY
11424 32 Avepue
Edmonton, Alberta

April, 1992

BSc. {Household Economics), University of Alberta
P. D. A. D. (Professional Teaching Certificate)

M. Ed. in Secondary Edur =tion.

Thesis: Identification of - urriculum Needs in Home Fconomics

Committee: Dr. Edith Dcywvn (Supervisor), Dr. E. L. Empey, Dr. Heidi
Kass

Ph. D. Student, Department of Educational Administration

Ph. D. Candidate, Department of Educational Administration

Professional Experience

1965-69
1969-73
1973-74
197479

1979-88

January-
June 1989

Fall 1990

Teaching Assistant: Joint appointment of the Faculties of Home
Economics and Education (Part-time)

High School teacher: Edmonton Catholic Schools. Home
Economics, Art and Student Activities Coordinator

Secondment to Faculty of Education as sessional instructor
(Teaching C. & 1. Courses in Home Economics Education)

Joint assignment: .5 Home Economics Consultant, and .5 Home
Economics teacher, Edmonton Catholic School District

Supervisor, Practical Arts, Edmonton Catholic School District
(responsible for Home Economics, Business Education and
some Vocational Education programs).

Program Consultant, St. Joseph Composite High School. Edmonton

Program Consultant, Alternative Program Delivery for High
Schools and Career and Technology Studies, Edmonton
Catholic School District
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Publications

1977

Awards:
1988
1989
1989

Highlights
1974-75

1980-81
1982

1982-83
1982-85

Highlights
1980-82
1983-89

1984-91
1987 -

Textbook co-authored with Edith Down: What's to Eat (Copp Clark
Pitman) followed by supplementary teacher and student resource
materials in 1978. Recommended basic resource for junior high
school home economics in 7 Canadian provinces; translated into
French; Published in Canada, Great Britain, the US, and Australia.

Ruth Binnie Award, Canadian Home Economics Association
Province of Alberta Dissertation Fellowship
Edmonton Catholic School District Sabbatical Award

of Professional Offices Held:

Provincial President, Home Economics Specialist Council, Alberta
Teachers' Association

President, Alberta Home Economics Association
Co-Chairman, Canadian Home Economics Association Convention
President, Edmonton Catholic Administrators' Association

Professional Representative to the Faculty of Home Economics
Council, University of Alberta

of Public Service:
Canadian Council on Multiculturalism, Public appointee

Trustee, Edmonton Public Library Board
(Chairman: 1987, 1988)

Trustee, Board of Administrators, Newman Theological College

Board of Directors, Legal Resource Centre, Faculty of Extension
1992: President, Legal Resource Centre



