”uo. Under the Bmxmcw. and “tough guy” appearances were the same
onest, open, and sensitive kids we saw in elementary school.

The Future?

Our "severely impaired” child already has accom lish

had ever thought possible; and she no:ﬂacmm to @Bﬂ. >_MM -..Mwmﬂnmwhﬂw
Mauricha, Tyrell, Patty, Brandiss, Holly, Quantia, Nicole, Maureen, Joey
and many o-:m_.. young people. They will not seek to discount or :mr: mo.
_:m..mma.. they will be her community. They will be the seekers of social m:m
legislative reform to support the inclusive lifestyle to which Ro and they have
Jrown accustomed. They gladly will be her neighbors, caretakers, job
soaches, and friends of tomorrow because they shared togetherin Sn._m<.m
slassrooms the same space, hopes, and dreams.

Managing Complex Change
Toward Inclusive Schooling

Jacqueline S. Thousand and Richard A. Villa

Em are not alone in struggling with questions about educational
reform or the instillation of the ethic and practice of inclusive edu-
cation in North America. Why is change in some organizations, schools
included, so difficult and seemingly unwelcomed, even when over-
whelming evidence shows that the status quo is not working for many?
Why do expectations for achieving both excellence and equity for all
children in our public schools seem, to some, to be beyond reach or
ridiculous? Why do people in the midst of change feel confusion,
anxiety, resistance, frustration, or that they are on a treadmill, trying to
keep up with a plethora of “best practice” initiatives but not having a
clear idea of where to start or what direction to take? Why does progress
occur in some places and not in others?

Questions like these have nagged us for as long as we have been
promoting more inclusive educational options for children with dis-
abilities. Somehow, we knew that there were understandable ways of
leading organizations and people into and through change. But not
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were” (cited in Deal and Peterson 1990, p. 3). Comenius’s observation,
made more than 350 years ago, has been echoed by many through the
centuries, including Sarason in his 1990 work, The Predictable Failure of
School Reform. What makes schools so intractable? Frequently cited
causes are (1) inadequate teacher preparation; (2) inappropriate organ-
izational structures, policies, and procedures; (3) lack of attention to the
cultural aspects of schooling; and (4) poor leadership.

Inadequate Teacher Preparation

A first barrier to school change is the categorical approach to teacher
preparation in higher education that lacks a curriculum focus on col-
laborative skills and ethics. In a national survey of teacher prepared-
ness, Lyon, Vaassen, and Toomey (1989) found that 80 percent of teacher
respondents indicated they were inadequately prepared through their
teacher preparation programs to meet differing student needs. Clearly,
colleges and universities share a major responsibility for preparing
teachers to both expect diversity in the classroom (e.g., the inclusion of
children with disabilities in general education) and develop the skills to
respond to differing student learning styles, rates, and needs. Yet, ata
time when teachers are being asked to educate increasingly diverse
groups of learners, colleges and universities continue to sort their
teacher preparation candidates into categorical programs (e.g., special
education, general education, gifted and talented, English as a Second
Language) and prepare them to expect to work with only certain types
of learners. Sarason (1990) comments on the situation:

School personnel are graduates of our colleges and universi-
ties. It is there that they learn there are at least two types of
human beings and if you choose to work with one of them you
render yourselflegally and conceptually incompetent to work
with others (p. 258). .

Hawkins (cited in Cobern 1991) described the pervasive and unrec-

ognized role of presuppositions (such as ethics, values, beliefs, and
attitudes) and misconceptions of human learners (teachers inciuded) as
deep barriers to reconceptualizing and to change itself. Some of these
deep barriers perpetuated by many teacher preparation programs are
identified in the left-hand column of Figure 4.1 and are contrasted with
alternative concepts in the right-hand column.

Sources of School Intractability

Writing of the school reform efforts of his day,

Dlespite all of the effort, [schools] remain exa omenius lamented,

ctly the same as they
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Inappropriate Organizational Structures, Policies,
and Procedures

“Student diversity is only a problem because of the kind of school
organization we have” (Holmes Group 1990).

Inappropriate organjzational structures, policies, and procedures
often are cited as a second reason for the intractability of schools {(Deal
1987). Schools often are compartmentalized organizations that thwart
rather than promote collaboration and coordination of resources, ideas,
and actions. For example, many schools continue to rely on a lockstep
curriculum determined not by the assessment of individual student
needs but by the grade level to which students are assigned. Students
are placed in a grade according to age and are expected to master a
predetermined, arbitrary set of curriculum objectives by the end of each
school year. If they fail, they repeat the subject or grade or are referred
for special services that pull them out of the general education system
for part or all of the day; they become so-called curriculum casualties
(Gickling and Thompson 1985).

Additionally, many schools continue to track students into high-,
medium-, and low-ability groups, sometimes including pullouts for
special services. A formal separation divides general and special edu-
cation services, with special education being a freestanding “second
system” (Wang, Reynolds, and Walberg 1988, p. 248) with its own
administration; department; inservice training events; faculty meet-
ings; and policies and procedures for discipline, parent involvement,
and access to educational services.

Finally, few schools expect, reward, or otherwise encourage instruc-
tional personnel to plan, teach, share professional expertise, or support
one another as a team. Little if any time is structured into the work week
for such collaboration to occur.

Lack of Attention to Cultural Aspects of mn_.o..u_msm

Athird reason suggested for the failure of school reform is resistance
to the loss of the familiar tradition or culture of school (e.g., “I work
alone; my business is none of your business”; “These are my students
and those are yours”; “We teach content, and students who can’t keep
up don’t belong”). Culture may be defined as the “historically rooted
socially transmitted set of deep patterns of thinking and ways of acting
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In summary, educational reform occurs when educators see the big
picture, when they “penetrate the level of immediacy of everyday action
and consider the practices of schooling in relation to the social, cultural,
political and economic context of education” {Angus 1989, p. 84). For
this to happen, those who choose to lead us into change must be aware
of the barriers to change and take the risks necessary to overcome them,
for “the biggest risk in education is not taking one” (Sarason 1990,

p. 176).

Management of Complex Change

We are attracted to Tim Knoster’s adaptation (personal communi-
cation, December 4, 1991) of Ambrose’s (1987) formula for explaining
success or failure in managing complex change within an organization.
AsFigure4.2 illustrates, at least five variables—vision, skills, incentives,
resources, and action planning—factor into a formula for change. If any
one variable is left unattended, the result is something other than the
desired outcome. The next section of this chapter describes {rather than
prescribes) ways to (1) build a vision of inclusive schooling within a
comumunity, (2) develop educators’ skills and confidence to be inclusive
educators, (3) create meaningful incentives for people to risk embarking
on an inclusive schooling journey, (4) reorganize and expand human
and other resources for teaching to and for diversity, and (5) plan and
act on strategies for getting people to see and get excited about a new

“big picture.”

Building a Vision: Visionizing

“One of the greatest barriers to school reform is the lack of a clear
and compelling vision” (Schlechty 1990, p. 137).

Building a vision, or visionizing, is the first variable in Knoster’s
change formula (see Figure 4.2). Unless effort is devoted to building a
common vision, confusion for some or many is likely to result.

Visionizing defined. It is widely accepted that “organizations are
governed as much by belief and faith as by rationality and outcome”
(Deal 1990, p. vi) and that any organizational change initiative is guided
by belief and faith in a vision. We use the term visionizing (Parnes 1988)
to describe the process of creating and communicating a compelling
picture of a desired future state and inducing others’ commitment to
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that future. We use this term because it suggests the active mental
struggle and the “mental journey from the known to the unknown”
(Hickman and Silva 1984, p. 151) that people go through when they
reconceptualize their beliefs and declare public ownership of a new

view.
Leaders in inclusive education stress the importance of clarifying

for themselves, school personnel, and the community a vision of success
based on assumptions that (1) al! children are able to learn, (2) all
children should be educated together in their community’s schools, and
(3) the school system is responsible for addressing the unique needs of
all children. To articulate such an inclusive vision is necessary but not
sufficient. A community must adopt the vision. Visionizing requires fos-
tering widespread understanding and consensus regarding the vision.

Consensus building through an examination of rationales for
change. One strategy for building consensus is to share with others the
theoretical, ethical, and databased rationales for inclusive education
that address their personal concerns. Norm Kunc (personal communi-
cation, June 25, 1994) suggests conceptualizing each person as a circle
with two halves, one half representing the person’s concerns and the
other half the person’s beliefs (supportive or nonsupportive) about a
proposition such as inclusive education. Kunc argues that to shift a
person’s belief in favor of a proposition, we must first identify the

person’s concerns (questions, fears, nightmares, confusions) regarding
the proposition. Stated otherwise, as change agents we must solicit and
listen to the concerns of everyone likely to be affected by inclusive
schooling. That is why in the previous chapter we asked you to identify
the rationales for change most compelling (i.e., most likely to bring up
priority concerns) for you and the other stakeholders in your commu-
nity. Fiscal and legal rationales may speak to the concerns of adminis-
trators and school board members; disappointing efficacy data may
speak to parents of students with and without disabilities and to the
students themselves; procedural issues and the disjointed and incre-
mental nature of special service systems may speak to special educators
tired of isolation and endless hours of paperwork.

Once concerns are revealed, opportunities can be structured to
communicate supporting information for each rationale. This informa-
tion may address concerns and positively alter beliefs. It may be com-
municated in any number of ways—through inservice training events,
distribution of readings with follow-up discussions, one-on-one dia-
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in-depth understanding of and commitment to inclusive education.
While the clarification and promotion of an inclusive school philosophy
in the form of a mission statement is an important symbolic and guiding
endeavor, it is important to recognize thata school community need not
have a formal statement to alter organizational structures and instruc-
tional approaches that bar the inclusion of all students.

Consensus building by respecting what we expect. Consensus for
inclusive education can be fostered by respecting what we expect: that
js, encouraging, recognizing, and publicly acknowledging staff and
students who plunge in as early innovators and pioneers, and model
and actively promote the philosophy of inclusion. In structuring recog-
nition, staffand students should be asked what they consider rewarding
{e.g., for some, public recognition would be embarrassing, but an op-
portunity to attend a conference might be a treat). Further, any person—
secretary, cafeteria worker, volunteer—should be a candidate for
acknowledgment, since every person has the power through word or
action to advance or impede a vision.

Who should be a visionizer? Who can or should initiate change? We
suggest that anyone can be a visionizer or change agent. “It's not
important where on the organizational chart the person falls; what is
important is that facilitators support, help, assist, and nurture” (Hord,
Rutherford, Huling-Austin, and Hall 1987, p. 3). Visionizers understand
that change means cultural transformation, which can take many years;
they stick around for the long haul and do not leave when times get
tough.

Visionizers know their job is to create cognitive dissonance, discom-
fort, chaos, and a sense of urgency, perhaps evenrage, in the school and
community. This type of leadership by passion works to initiate change
because, as others observe and feel the outrage, their own emotional
potential is kindled within themselves. “Outrage tells people what is
important” (Sergiovanni 1992, p.74). S0 visionizers“talk up” the vision
and supporting innovations and innovators, persuade people to adopt
the vision, and coach them to perform their daily work in accordance
with the vision. Although they take every opportunity to build consen-
sus, they know that no single “teaching strategy” or “learning style” is

privileged; strategies will vary by community, reflecting that commu-
nity’s unique demographics, history, and curtent beliefs. Finally, vision-
izers know that change is a very personal process and that the best way




to get people to risk the unfamiliar js fo listen to their concerns, believe
in them, and give them the Opportunities, training, and support to try.

Skill Building to Educate in an Inclusive School

In Knoster’s change formula (see Figure 4.2), a school system can
have vision, incentives, resources, and an action plan, but unless edu-
cators believe they have the skills to respond to the needs of students
and others, the outcome likely will be anxiety rather than success due to
educators’ doubts about their ability to be “good teachers,” Clearly, the
more diverse the student body, the more skilled educators must be as a
collective instructional body. We highlight the word collective to empha-
size that members of a schoo] faculty need not have the same content
and instructional skills; they do, however, need to be able to readily
access one another so they can share their skills across students and
classrooms.

No matter how exciting or promising an innovation, to clarify its
wances educators need training, guided practice and feedback, and

mmprehensive inservice training agenda that research and theory sug-
st will develop “innovation-related knowledge, performance skills,
id positive attitudes” (Hord et al. 1987, p. 76) and increase the number
people who can perform desired new behaviors successfully.
Teachers need to acquire core skills, such as those described in
1apter 5 and supplemented in Chapter 8, to be responsive to likely
ident needs. Whatever the content selected for a school’s capacity-
ilding inservice training agenda, it must be vision driven. An exam-
3, shown in Figure 4.3, is the four-tiered, mocq.%mma inservice agenda
" implementing the “heterogenecus schooling” vision of Winooski,
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Vermont (Villa 1989, Villa and Thousand
empower and motivate staff in their learning by letting them choose

how they receive training (e.g., courses, mentoring, team teaching,
summer institutes, workshop series).

Who receives training? As Figure 4.3 suggests, everyone is a candj-

date for inservice training because anyone can resist or support inclu-
sive education. Although initial training may be organized for and
delivered to innovators and early adopters in the school, eventually
sveryone involved—teachers, administrators, paraeducators, related
service personnel, secretarial and support staff, students, school board
members, parents,-other community members—needs to acquire a
-ommon core of knowledge like th,

at identified in Tier I of Figure 4.3.
No one directly involved in the change can be exempt from Participation

n training for skill building (Tier I of Figure 4.3) if sustainable,
videspread change is to occur To excuse those who are reluctant,
esistant, or apathetic from acquiring the disposition and skills to

mplementinclusive educational practices divides people, promotes the
levelopment of factions, fosters resentment toward the nonpartici-
\ants, reinforces a “this too will pass”

mentality, and generally works
gainst the development of a unified new culture.

Training in support of inclusive education never ends. New staff
1ust be inducted into the values and practices of the systemn. People
eed continual renewal through training that allows them to impart
teir skills to others and refine further what they already do well.

1992a). It is important to

1centives to Engage People in Inclusive Schooling

Returning to Knoster’s change formula (Figure 4.2), a school system
n have a vision; personnel can have skills and abundant resources; a
an of action can be set into motion; yet, without incentives that are
eaningful to each individual affected by the change, the outcome may
* passive or active resistance rather than excited engagement.

Although incentives are important ingredients in a change formula,

avy reliance on extrinsic incentives (e.g., honors, financial awards) can

terfere with change, as Sergiovanni (1990) explains:
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Resources for Inclusive Education
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FiGURE 4.4
Strategies for Expanding Time for Collaborative Planning,
Teaching, and Reflection

« Ask staff to Idenlify with whom and when they need lo collaborate and redesign

the masler schedule to accommodate thesa needs.

» Hira “permanent substitules” 1o rolate through classrooms lo pericdically “free

up” teachers lo attend meelings during the day rather than before or after

school. "

o Inslilute a community service camponent to the curiculum;

in the community {e.g., Thursday aftermoon) teachers meel.

« Schedule "specials” (e.g., art, music), clubs, and wlorials during the same lime

blocks {e.g. first and second period), so teachers have one of two hours a day

to collaborate.

« Engage parenis and sommunity members ko plan and conducl hali-day or [ull-

day exploralory, craft, hobby {e.g., gourmet cooking, puppetry, pholography),

{heater, or other experieniial programs.

= Partner with colleges and universities; have their laculty teach in the school or

offer TV lessons, demonstrations, on-campus experiences 1o free up school per-

sonnel.

« Rearrange the school day 10 include a 50- to 60-minute block of lime belore or
after school for collaborative meeting and planning.

« Lengthen the school day for students by 15 1o 30 minules per day. The cumula-
tive “exira” student conlact hours each month aflow lor periodic early dismissal
of studenis and time for leachers lo meel.

« Earmark some stafl development days for collaborative meetings.

« Use laculty meeting time for small-group meelings to solve problems related to

Issues of immediate and long-range imporlance.

Build into Ihe scheol schedule at least one “collabaralion day” per marking pe-

riod or month.

« Lengthen the school year for stalf but not for students,

year for students bul not stafl.
« Go to year-round schooling with three-week breaks every quarier, devote four
or five of the three-week Intersession days 1o teacher collaboralion.

when students are

or shorten the school

(-

behind this door” from various sources: (1) the organization of schools

into separate classrooms of one teacher for so many students, (2) job
descriptions and teacher evaluation procedures that emphasize indi-
vidual rather than collaborative performance, and (3) teacher prepara-
tion programs (e.g., “solo” versus “collaborative” teaching as the




culminating practicum event, and distinct “regular” versus “special”

of teaching in isolation is

organization of many schools
perpetuate segregation of staff and students, as well as inflexible, stand-
ard expectations as to the

role of people with different labels (eg.,
“administrator,” “teacher,” *

paraeducator,” “specialist,” “parent”).

We propose that for educators to most readily access the resources
of other educational personnel, everyone in the school System must stop
thinking and acting in standard, isolated ways, Everyone must relin-
quish traditional roles, drop distinct professional labels, and redistrib-
ute their job functions across any number of other people (Cross and
Villa 1992, Thousand and Villa 1990, Thousand and Villa 1992). F;
1.5 shows how job functions can and have chan,
uman resources through dramatic, systemwide role redefinition. It
nust be emphasized that flexibility and fluidity is the main aim of role
edefinition. Exactly who does what from one year to the next should
dways be up in the air and determined by the needs of students and
he complementary skills (and needs) of the educators involved.

Job titles and formal definitions do influence how people behave.
‘hus, to further signal and symbolize a change in culture, new policies
nd job descriptions should be formulated to expect, inspect, and
2spect a collaborative ethic. In Vermont, a number of school districts
ave achieved this by creating a single job description for all profes-
onal educators (e.g., classroom teachers, special educators, school
urse, guidance personnel) that identifies collaboration and shared
'sponsibility for educating all of a community’s children as expected
b functions (see a sample job description in Cross and Villa 1992).

Merging resources through teaching team arrangements. Shifting job
nctions and making them more fluid provide the opportunity to
arrange school personnel in a variety of collaborative relationships—
entoring and peer coaching teams, peer systems that pair newly hired
achers with veterans, and teaching teams—

an organizational and instructional arrangement of two or
more members of the school and Ereater community who
distribute among themselves planning, instructional, and
evaluation responsibilities for the same students on a regular

basis for an extended period of time (Thousand and Villa
1990, p. 152).

FIGURE 4.5 o
Changes in Job Responsibilities of mn.:ﬁ.vw_ Personn
Before and After Role Redefinition

Job THie

General Educalion
Administrator

Traditional
RAesponsibliities

Manages the general
education program.

Cedes responsibility for
spacial programs to
special education
adminisirators, although
special programs are
*housed” within general
education facililies.

Redefined
Responslbliities

Manages the
educational pragrams for
afl studenls.

Arliculates the vision and
provides emotional
supporl lo staft as they
expetience the change
process.

Parlicipates as a
member of collaborative
problem-solving leams
that invenl solutions to
barrers Inhibiting the
successful inclusion and
educalion of any child.

Secures resources o
enable staff to meet the
needs of all children.

Teacher

Refers students who da
not “fit” into the
lraditional program Jo-
diagnosis, reredialion,
and possibie removal.

Teaches children who
“fit" wilhin the slandard
curriculum.

Shares responsibility
wilh special educators
and other support )
personnel lor teaching
all assigned children.

Seeks support of
speciai educalors and
other supporl personnel
for siudenls )
experiencing difficutty in
leamning.

Collaboralively plans
and leaches with other
members of the staff and
community to meet the
needs of all leamers.

(continued on next page}
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lob Title

racher (continued)

Yecial Educalor

Tradltional
Respongibllities

Provides instruction 1o
students eligible for
services in resource

reoms, special classes,

and special schools.

Redefined
Responsibilities

Recruils and tralns
students to be iutors and
social supports for one

Collaborates with
general educators and
other supporl parsonnel
to meet the needs of all
leamers.

Team teaches wilh
reguiar educalors In
general education
classes.

Aecruits and trains
sludents to be peer
tutors and social
supports for one another,

chologlsi

Tests, diagnoses,
assigns labels, and
determines eligibility for
students’ admissionto
special programs.

Collaboratas with
teachers lo defina
problems.

Creatively designs
interventions.

Team teaches.

P rovides social skilis
training 1o classes of
sludents.

Conducts aulhentic
assessments.

Trains students to be
confiict mediators, peer
tutors, and supporis for
one anolher,

Offers counseling 1o
sludenls.

FIGURE 4.5—Continued

Job Tile

Support Stafl

(e.g., social worker,
speech and language
pathologist, physical
therapist)

Traditlonal
Responsglblilties

Diagnoses, labals, and
provides direcl services
lo students in setlings
other than the classroom.

Provides support only to
students eligible for a
particular special
program.

Redefined
Responsibliities

Assesses and provides
direct services o
sludenis within general
education classrooms
and community settings.

Supports students not
eligible for special
education.

Trains classroom
teachers, insiructional
assistants, volunteers,
and students to carry out
support services.

Shares rasponsibility to
meet the needs of all
students.

Paraeducalor
{Teaching assislant}

Works In segregaled
programs.

If working in general
educalion classrooms,
stays in close proximity
to and works only with
student(s} eligible for
special services.

Provides services to a
variety of students in
general education
setlings.

Facililates nalural peer
supports within general
education settings.

Student

Primarily works
independenily and
compeles with other
studenls for “best”
performance.

Acts as a passive
reclpient of leaming.

Often works with other

sludents in cooperalive
leaming arrangements.

Is actively Involved in
instruction, advocacy,
and decision making for
self and olhers.
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Outside partnerships for change. A school district can gain much
needed human, political, and fiscal resources by developing partner-
ships with state department of education personnel, faculty of higher

education institutions, and other school districts with a similar interest

in inclusive education. State personnel may provide fiscal incentives or
e valuable public

regulatory relief for innovations. They may provid
relations support, articulating the need for inclusive schooling in circu-
lars, publications, and public ?.mmmammonm.
Higher education-school district collaboration offers mutual bene-

fits. Together, the two organizations can design and solicit state or

federal support for model demonstrations; arrange for valuable intern-

ship experiences for students in teacher preparation programs; conduct
research to document the challenges, solutions, and impact of inclusive
schooling practices; or codevelop and deliver coursework related to
new roles or skills necessary for inclusive educational practice. Finally,
schools with a common vision of inclusive education can multiply
resources by jointly working to overcome barriers to change, forming
coalitions to advocate for change in outdated teacher preparation pro-
grams and state-level funding formulas and policies, celebrating suc-
cesses together, and sharing or exchanging human resources (e.g.,
reciprocal inservice presenters, joint hiring of a specialist in nonverbal
communication).

Planning and Taking Action

Action planning is the last of the five variables in Knoster’s change
formula (see Figure 4.2). Individuals within a system may have every-
thing else, but without widespread coordinated planning for action,
attempting change may be like running on a treadmill. People expend
lots of energy butend upina place not much different from where they
were before. Action planning means being thoughtful and communica-
tive about the process of change—how, with whom, and in what se-
quence the steps or stages of change are formulated, communicated,
and set into motion. Action plans are tricky, for they require the right
mix of planning versus action and the continual involvement of those
affected by the change.

Benefits of involvement and communication in planning. Engaging
people in action planning for a change that will affect them is essential
Participatory planning encourages individuals’ ownership for the com-
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o Include stakeholders. Be sure all relevant stakeholder groups are
represented in planning processes and decision making and are com-
municated with regularly. People are at the core of change; we cause ot
impede it.

o Monitor the chanige. Change is dynamic—the forces that drive and
restrain change shift over time, and the outcome of actions taken is
unpredictable. Therefore, it is crucial to meet regularly to review pro-
gress, revise and modify plans, disband subgroups that have accom-
plished their tasks, and create new ad hoc teams to develop action plans
for additional needed strategies.

« Revisit the vision. The vision can get lost or distorted over time.
New people entering the school system and the comumunity may be
unaware of or misunderstand the vision. Thus, it is important to keep
people on track by periodically reexamining the vision and using the
media (e.g., school newsletters, TV spots, newspaper articles) to educate
the public.

o Put things in writing. People do best if their decisions are put into
a written format (an action plan) that specifies in some detail who will
do what, by when, and according to what criteria.

Evaluation of action planning. An integral part of action planning
is regular and continuous evaluation. What is worth evaluating?
Clearly, in the case of inclusion, we want to know if educating children
with disabilities in general education is mworking.” Are students with
and without disabilities experiencing elements of the “Circle of Cour-
age” (Brendtro, Brokenleg, and Van Bockern'l 990)— belonging, mastery,
independence, and generosity—and academic success? What are the
postschool outcomes (e.g., employment, continuing education, civic
contributions)? What about affective and process variables, such as
educators’ feelings at various points during the change process and
their stages of concern (e.g., from little involvement, to informational and
personal concerns, to refinement and management concerns) (Hall and
Hord 1987). Both outcome and affective/process evaluations offer
change agents information needed to adjust the action plan and deal

with emerging concerns, failures, confusions, and successes.

Any question important enough for a stakeholder to pose is worth
answering (evaluating); that is, whatever is important to someone
should be a possible item for evaluation. The evaluation agenda should
also be as flexible and open as the planning process. Sometimes quite
unexpected outcomes occur. For example, a teenager we know who had
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that commitment to a change often does not occur until people have
developed skills and gained experience with the change (McLaughlin
1991) and that initial negative or neutral feelings toward inclusion can
and do change (Thousand, Villa, Meyers, and Nevin 1994).

Clearly, the monumental and complex nature of reengineering
schooling can become overwhelming. Yet, an increasing number of
communities are making the choice to implement with integrity and
quality a vision of inclusive education (e.g., see Association for Super-
vision and Curriculum Development 1994; Villa, Thousand, Stainback,
and Stainback 1992). Choice is a key word here, as Senge (1990) points
out. Choice is different than desire. Try an experiment. Say, “Iwant.” Now
say, “I choose.” What is the difference? For most people, “1 want” is
passive; “I choose” is active. For most, wanting is a state of deficiency—
we want what we do not have. Choosing is a state of sufficiency—elect-
ing to have what we truly want. For most of us, as we look back over
our life, we can see that certain choices we made played a pivotal role
in how our life developed. So, too, will the choices we make in the future
(p. 360).

Effective inclusive school organizations can be crafted. They are
crafted by individuals—individuals who choose to be courageous and
engage what we know about change processes to steward a larger

vision.
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