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An Action Theory of School Change
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Today’s successful
educational leaders
understand that they cannot
make change alone or by
edict, Mr. Wagner notes. They
inotivate groups to learn and
1o solve problems rogerher by
- asking tough questions and
naming the big problems
m%n%nﬂﬁﬂngﬁaqﬁ%r&ﬂy
ANSWELS.

BY 'r'c)m' WAGNER - '

HAVE worked in education for 30

years ~— as ateacher, principal, teach-

er educator, and consultant and as - §

head of several nonprefit organiza-

tions working with schools. For the

past 12 years, I have both studied and

facilitated the change process in nu-

merous schools and districts in the U.S,

and abroad. I spend most of my weeks work-

ing in schools and with various groups con-
cerned about education.

This article is an attemnpt to distill what

I have learned about how successful leaders

create change in schools — change aimed

at improving learning for all students. I call

this an “action theory" of change because

it is a synthesis of ideas informed by the-

¢/~ “ory butdeveloped primarily from practice |

— trial and error and disciplined reflec-

tion, The theory describes how to create the

conditions and capacities for sustaining

change, which must be developed before
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more specific action plans can be consid-
ered. -

The first question that any theory of
change should address is: What motivates
adults to want to do new and sometimes
very difficult things? This question is es-
pecially critical in education, as I believe
that the texnperament, training, and work-
ing conditions of most teachers predispose
them not to want to change. On the other
hand, leaders are often individuals who
like change and so see teachers’ reluctance
to change as sheer stubbornness or indif-
ference. In my expericnce, most teachers
are neither stabbom nor indifferent, but they
do resist change for reasons that leaders
must understand. Three of the most com-
mon factors contributing to teachers’ resis-
tance are risk aversion, “craft” expertise,
and autonomy and isolation.

Pl

Risk Aversion

Historically, most people have entered
the feaching profession because it promis-
esa high degree of order, security, and sta-

-, bility, In my experience, most educators are

risk-averse by temperament, while many
who thrive in the business world are risk-
seckers. (I believe this fundamental dif-
ference in temperament is one reason why
the two groups generally do not understand
or even like each other, and this lack of
undersianding and communication con-
tributes greatly to the absence of a more
thoughtful, balanced dialogue about edu-
cational improveraent.) .
The training and working conditions
of most teachers have only reinforced this
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risk aversion. Schools of education foster
docility with too many lecture courses and
too few opportunities for problem solv-
ing and original thinking, and school dis-
mict leadership rewards compliance rath-
€ér than creativity and initiative. The educa-
tfonal “*fads of the month” that have swept
through schools for the past 30 years have
served to reinforce the belief of many teach-
ersthat innovations are the fleeting fancy
of leaders who are here today and gone
tomorrow — and so are not to be believed,
in d. ot
‘Craft’ Expertise -~
In traditional cultures, many individu-
als worked alone as farmers and crafts-
men, Historically, education has also been
a“craftsman’s” trade —~ atiracting people
who enjoy working alone and take great
pride in developing a degree of expertise
and in perfecting *“handcrafted products.”
For many teachers, their special units or
courses — on Native Americans, Shake-
speare, Advanced Placement (AP) biclo-
gy — represent expertise they have devel-
oped over years and are sources of enor-
mous pride. Teachers’ greatest sense of job
satisfaction often derives from introducing
just a few students to their “craft” Teach-
ers have told me that asking them to give
up teaching such units would be like telling
them to cut out a part of what makes them
unique as human beingsf And many per-
ceive the call to create uniform standards
as a demand that everyone teach the same
thing in the same way. Their sense of craft
pride is offended and their identity threat-
ened.

Autonomy and Isolation

Risk aversion and crafi pride contribute
toeducators' reluctance tochange, but the
factors limiting their capacity to change
are their autonomy and isolation. Crafts-
people often have a temperamental pre-
disposition for autenomy, but they are not
necessarily isolated in the way that many
teachers are. Educators are, first, isolate
from the fast-chang obali-
usiness innovation. Most do
S5t undecstand the tondamental changes
that have taken place in the world of work
— changes that require that, to be success-
ful, students will have to have very differ-
entskills from those needed aquarter cen-

- tury ago. Lacking daily exposure in their

own workplace fo these fundamental eco- -
Ao bes. - [s0laded
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Tnmwork 15 now the dominant mode of
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nomic changes, mosteducators do notun-
derstand the urgency of many business and
political leaders. )

Educators — who spend most of their
workday with children — are also large-
ly isolated from contact with other adults.
The “egg crate” arganization of work in
most schools reinforces autonomy rather
than collaboration. With few opportuni-
ties to wark with other adults during their
workday, many educators have not devel-
oped the skills of teamwork.

Fifty yezss ago, the opportunity to work
§iqnc for most of the day was considered

s for many adults in our society. Au-
tonomy cqualed independence. Not so to-
day. roblems and challenges in the

-
workplaces of the 2T STeEntury are THpOS-

work nearly everywhere — except in edu-
cation. But teachers working alone can-
not possibly solve the systemic problem
of how to get more students to achieve
higher standards. Add to this the tenden-
cy of leaders to blame educators for what
they describe as the “failurc” of American
education, and I find that most teachers
feel both powerless and victimized in their
isolation.

Faced with these serious obstacles to |
change, some leaders and state legislatures
attempt to apply the most primitive “the- v
ory” of human motivation to the problem: 1 “‘
anappeattoteachers’ fearand greed. They 1" ' IJ
try various forms of intimidation and threat- ’
en teachers with the takeover of nndn:r;:n:r—'A
forming schools, or they attempt to bribe l) 0
them with the promise of bonuses for im-
proved test scores. But most teachers are -
not moved by some combination of threats
and befbes to do the difficult things required @€
for school change. They have tenure and .
so are not easily intimidated, and they are 4l vé
less motivated by the desire for more mon-
ey than many in other professions.

So if the “carrot and stick™ theory of
hurnan motivation doesn’t work, what does?
What mativates teachers? What do lead ,‘
nead to do to create the will to learn how i
to improve student achievement? ﬁ J’[

First, we must acknowledge that most
teachers care about students, and they want 4
to make a difference. That’s one important s
reason why many chose the profession ini- M
tialy. Thus the challenge in motivating {/
teachers is to help them understand what
today’s students need to know and be able
to do for work and for effective citizen- £ '( ‘
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ing, the “sticks and carrots” teachers hdve
relied on to get generations of students
through schao) — fear and respect for au-
thority and the belief that sustained hard
work equals success and happiness — don’t

le today, regardless of their social class,
kin color, or proficiency in English.

jave much traction for many young pec-

Aduit authority has much less influence

*:p on young peaple today, for several reasons.

First, as aculture, we have grown increas-
ingly skeptical of ail forms of authority.
Respect for authority is no longer auto-
matic; it must be eamed. But far more seri-
ous for students is the absence of adults
from their lives. Single-parent families,
longer work hours, and large, anonymous
schools in which very few adults interact
with students outside of class all contribute
to students’ sense of isolation and lack of
respect for aduit authority. Most young
people spend too much time alone and are
essentially being reared by their peers.
Many feel ignored or neglected and har-
bor resentment toward adults.

This leaves just the work ethic as the
remaining dull tool in too many teachers’
small bag of tricks for mohvatmg students.
But “downsizing” and our “shopping mall”
spciety have conspired to render this ap-
peal ineffectual for moststudents as well.
They've seen too many people work hard
and getlaid off, and they’ve seen toomany
ads that tell them to have it al}, have it now,
and get it without effort. Smdents today
have been acculturated to believe that the
aim of life is to constme, not 1o creaie,
Unless there is an immediate payoff, most
simply don’t see much point in working
hard, especially in schools where the tasks
are often boring and unrelated to their needs
or interests.

Needless to say, mere education “re-
form™ is not going to get teachers out from
between the rock and the hard place T have
described. The very word is insulting. First,
it implies that schoels were once “formed”
properly — presumably in the 1950s-— and

just need some tinkering to be “reform

Second, the term has a punitive overtone
— as if the goal of lmprovement were to
send teachers and students to “reform{ed)”
schaols! But far worse, the term *“educa-
tion reform™ trivializes the problem. We
don’t need to reform our schools; we must
vent” the entire system, and that is a

ery different problem and one that edu-

jcators cannot selve by themselves.

What are the implications of this anal-

ysis for leadership? First, leaders must
themselves clearly understand the need
for change and then create a framework
and forums for discussion. Everyone in
the community — not just the educators
- needs to understand the ways in which
our society has changed and the implica-
tions for education and for parenting.

Second, leaders must make the prob-
lem “bl " and the solution & shared
responsibility. They must make clear that
the serious issues we face in schools are
not the fanlt of teachers. Nor are parents
and students to blame. In the Harvard In-
stitute for School Leadership, where I have
taught for the past five summers, our credo
has become “No shame, no blame, no ex-
cusesi"

Finally, leaders need to create time for
educators to understand and discuss dif-
ferent kinds of data. Disaggregated student
achievement data are obvigusly a starting
point, as are dropout and ninth-grade fail-
ure rates, and so on. But these alone don’t
often persuade educators that there's a seri-
ous problem. The numbers are, after all,
nothing new.

Teachers can gather and understand qual-
itative data, as well. They need to hear the
voices of employers talking about the skills
needed in the workplace today. They need
to hear recent graduates talk about how un-
prepared they were for work and further
learning, And they need to hear cumrent stu;
dents taik about the problem of lack of
teacher respect for students and how cold
and uncaring most schools seem. Though
more time-consuming to collect, such da-
ta— presented throngh panel discussions,
videos of focus groups, and so on — oftén
create the sense of urgency many teach-
ers need in order to begin to take risks and
try new things in their classrooms.

Shared Vision

For many leaders, a shared vision be-
gins and ends with aschool or district mis-
ston statement pirned to a bulletin board
somewhere. These statements have become
“de rigueur” in most businesses, so edu-
cators feel they must have them, loo. How-
ever, as a tool in the change process, such
statements are virtuatly useless.
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ship and to help them learn better strate-
gies for teaching all students,

‘Buy-in; Versus Ownership

Many school leaders say they talk to.

teachers about how the world is different,
and they provide them with workshops on
new teaching strategies. But what are the
real messages'? “Get kids to pass the tests,
or we're in trouble . . . and here’s a work-
shop on the new state standards to help
you.” Not exactly mspu'anonal Yet lead-
ers expect “buy-in” frorn teachers for goals
and strategies that teachers bave never even

P scussed. Indeed, the biggest problem I

Mear educational leaders worty about these
days is how to get *buy-in.”

W It’s the wrong question and the wrong
answer. The gl_ugnon is how to create “own-
crsh.l Tiot buy-in, And the answer is that,

£o0 teac ers create classrooms in

students construct new knowledge,

aders must provide lcanung opportum-

ties that enable teachers to “construct” a
new understanding of the world, their stu-
dcnts and their craft — and so enable them
'to “own” both the problem and the solu-

/ tion rather than being coerced mto “buy-

o ing™ someone else’s. With this new under-

1% standing, leaders can then work with teach-
ersto design the new school structures and
conditions that will allow them to be more
specessful. '

What is needed, in aword, is [eadership

that creates “constructivist” adult leaming

-— dialogue and critical inquiry. What ¥ am
JJ‘* describing should not be confused with a
2

simple increased emphasis on pmfessmn—
al development — the cumrent fad in schools
these days. Leadership for change means
creating and sustaining the conditions for
continuous adult learning for both teachess
and members of the community — many
of whom are as ¢ ed and resistant to
change ss teachers{It means arialyzing every-
thing a leader of a school or district does
from the point of view of whether or not
it is promoting focused, collaborative learn-
ing )
Th my experience, there are four essen-
tial conditions for adult learning in schools

-and copmunities — and therefors for edu-
cational change. At the risk of sounding

/‘\ too formulaic, I call this the S-U-R-E ap-
proach io the improvernent in schools:
d vision of the goals of learn-

ing, goed teaching, and assessment;
= Understanding of the urgent need for
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change;

- Relatignshipshased op mutual sspect
Zand fust; and

» Enpaceme; jes that create com-

mitment rather than mere compliance,

Let me explain what 1 mean by each
element of this framework for adult learn-
ing and what leaders must do to develop
it. I will begin with understanding the ur-
gent need for change, as 1 think too many
leaders skip over or Tush the process of
helping teachers and the community real-
ly understand the educational “problem:”
But without a clear nnderstanding of the
challenges we face, we have no criteria
for determining success or evaluating al-
ternative strategies. Even more significant,
popular misconceptions of our education-
al problem contribute greatly to teachers’
sense of victimization and resistance to
change and so must be actively countered
by leaders. As Einstein said, “The formu-
Iation of the problem is often more essen-
tial than its selution.”

Understanding the Urgent
Need for Change

‘Why do we need change in schools?
When I have asked education leaders —
policy makers, superintendents, principals,
and school board members — this ques-
tion, I have often been surprised at how
thin and inarticulate their responses are,
How can teachers be motivated to change
if leaders cannot clearly explain why itis
important?

The descriptions of the nation’s educa-
tional problem that ace offered by politi-
cians and the media often hinder, rather
than belp, the change process. “Schools
are failing,” and the salution is education
“reform,” everyone tells educators. Teach-
ers hear or read these words nearly every
day. But both the diagnosis of the prob-
lem and the proposed solution reflect pro-
found distoriions of the truth — and they
anger many teachers.

Most educators know that schoois are
doing an incrementally better job than they
were 2 UArter century ago: more students
than ever before are graduating from high
school, taking advanced courses, and go-
ing on to college. Teachers are generally
domg a better job with a student body that
is more diverse and less well prepared for
school than in the past.

So where’s the problem? The prablem
is that fundamental changes during the last

guarter century in the nature &f work, in
expectations for citizenship, in our under-
standmg of what must be taught and how,
and in students’ motivations for learning
— taken all together — have rendered our
system of education totally obsolets. I have
described the nature of these categories of
change in my book How Schools Charge:
Lessons from Three Communities and in
annmber of articles. So letme try to sum-
marize succinctly the problem of ‘obso-
lescence.

Our system of cducation was designed -
to serve as a sorting machine. Historical- ‘ﬂ -
ly, we sorted out the 20% or so of students /r‘ l’
who were going on to college and to pro- 6(“,00
fessional and managerial careers and gave
them the skills they needed. The rest of /
the students received the functional equiv-
alent of an eighth-grade education — the > ‘jlglﬂ
minimum needed for work and citizen-
ship for most of the 20th century.

Now all students need different and mom
sophisticated skills, such as the ability to
solve problems, work in teams, and learn
independently. Those students today who
leave high school with a diploma and no
skitls or plans for further leamning are, in
ffect, being sentenced to a lifetime of sub-
istence wages and marginal employment.
n most districts, at least 50% of the st~
ent population is leaving school complete-
y unprepared for either skill-based work
responsible citizenship. -

* Andsothefirst problem we faceishow
to educate all — not & — Stodents
o agher stan how to prepare them
for continnous learning. We don’t know
how to do this; we've never done it before.
That's why the educational problem is ob-
escence, not failure,

This challenge of trying to determine
how to educate all students to new high
standards is the “rock™ that is crushing
many educators. But it is only half of the
problem. Bducators are caught between
this rock and the “hard place” of a student
population that has changed profoundly
1n 25 or so years.

The demopraphic changes — an increas-
ing percentage of minority stadents and
students for whom English is a second
Ianguagc——- have been extensively covered
int the media, But the other changes —
changes in all students’ life circumstances
and motivations for learning — represent
perhaps the greatest dilemma for many
teachers and are much less well under-
stood. The traditional motivations for leamn-
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1 believe a much more specific kind of
vision is required to motivate teachers and
to rally the commumnity. First, we need clar-
ity about what are the few most important
things students should know and be able
to do — ashort list of expectations forall
students, which grows outof anew aware~
ness of how the world has changed and of
the essential skills needed for work and
citizenship today. And then we need a
deeper, shared understanding of the gooil

educators that they have to succeed with
all of them at once is a gharanteed récipe
for failure. The work of Anthony Alvara-
do, former superintendent of District 2 in
New York City, teaches us that raising the
levels of literacy is the key to leaming for
all students. Literacy was his sole focus
for seven years in District 2, and success
with this effort created the student and
teacher skill base needed for subsequent
progress in the other su‘b_]ects

teaching practices that can achieve thoge == With a much sharper vision of what is

goals and of the performance-based assess-
ments that best measure stndent progress.
Developing this more explicit vision of
academic goals, teaching methods, and as-
sessments requires a very different kind of
process from just puttmg together another
blue-ribbon committee to write a district
mission staterment.

For the past 15 years, the dominantap-
ptoach to school improvement has been

“add-on.” Various state mandates and lo-
cal school boards keep adding to the list
of what teachers are supposed to cover.
And they never take anything off the list.
This, in my opinien, is the tragic — per-
«— flaw in the standards
movement as well.

Such an approach leaves most teachers
feeling overwhelmed and creates complete-
1y unrealistic community expectations for
what is possible. Education leaders must
make clear that we can’t do it all: we can’t
have 25 educational priorities — or even
10 — and expect snceass. I eaders can help
establish more reasonable expectations by
creating community discussions that seek
consensus on 2 small number of key learn-
ing priorities.

Such discussions should include the
voices of leaders from higher education and
business. Too many parents and teachers
still believe that higher learning standards
must mean covering more material. But
many college-level teachers and ernployers
will tell you that the issue is not coverage
— it's competencies. Students can always
look up the definition of a part of speech
if they have to, but they must know how
to write clearly. College teachers and busi-
nesspeople agree that Tack of writing skills,
notlack of subject content, is'the number-
one failing of high school graduates.

In many places, Ieaders must also con-

“vince the community to give its permis-

sion for educators not to try to teach to ail
the new state learning standards and tests
at once. There are too many, and telling

PHI DELTA KAPPAN

most 1mportant for students to learn, edu-
cators are in a stronger position to explore
“pest practices” in teaching, But here again,
the task of a leader is not to tell teachers
what these are but to create opportunities
for educators to discover them for them-
selves. A shont lecture on group work or
a motivational speaker proclaiming that
all students can learn does not persuade
veferans who have spent years honing their
craft expertise to try something new.
Effective leaders give teams of experi-
enced teachers — the building leaders —
time to visit successful schools and to dis-

cuss what they’ve learned with colleagues. .

Teachers need to see models of much more
successful classrooms in order to believe
that all students can succeed. Over time
and with a well-planned and well-funded
program of peer supervision, this general
understanding of best practice evolves in-
to a more specific set of skills that the
teachers in every building can master and
then pass on to others as the new craft ex-
pertise.

' Relationships Based on

Mutual Respect and Trust

Bad relationships are the first problem
to tackle, and different kinds of coilabo-
rative relationships among adults are the
ultimaté solution to the dilemma of school
reinvention.

The problem of iack of respect in most
schools — especially middle and high
schools — is profound. As I suggested ear-
lier, in countless focus groups I have con-
ducted with high school students all over
the country, the number-one criticism of
schools is Jack of respect. Students feel
that many of their teachers do not respect
them and ofien do not even respect one
another. Most of our schools for older stu-
dents are cold bureaucracies, not caring
comnunities.

The importance of respect in the class-

" room is prdbably obvious to most educa-

tors — at least in theory. Most students
will not work hard for tezchers who they
feel do not respect them. And they wili
not try new things or take risks in class-

- rooms where sarcastic comments are tol-

erated — or worse, modeled — by teach~
ers.

Adult learning and dialogue are simi-
larly inhibited by lack of respect. Younger
teachers are often cowed into silence by
the snide cornments of their older peers
in faculty meetings and lunchrooms. Just
one or two cynical teachers can psycho-
logically dominate an entire building and
so cut off all meaningful conversation about

school improvement. (One of the challeng-

esfor leaders istodistinguishbetween the .

skeptics and the cynics. They may often
sound alike bat in fact have very differ-
ent motives. The skeptics are usually ex-
perienced and committed educators whose
concems must be understood and addressed,
while the cynics are the teachers who have
given up and should be removed from the
building as quickly as possiblel)

A strong educational leader makes clear
that the creation of a respectful environ-
ment for both students and adults is non-
negotiable and is everyone’s responsibil-
ity. Incivility is not tolerated from anyone.
Conducting student focus groops and then

- holding small-group conversations about

behaviors of coricern and behaviors to be
encouraged — both adult and student —
is often an important starting point. New
peer and school norms, or core values, re-
sult from such discussions.,

Once a safer, more respectiul environ-
ment has been established in a school, lead-
ers can create teacher teams, suggest mean-
ingful or topics for them to pursue,
and set up regular weekly times for discus-
sions. Just as students learn social skills,

‘emotiona] intelligence,” through group
work, so (oo do teachers learn how to work
more colfaboratively through regular prob-
lem_solving discussions in small groups.

Gradually, the sense-of isolation and
preference for autonomy give way to pride
in the accomplishments of a team — in
making more of a difference for students.
Over time, teacher groups progress from
discussions of curriculum and stadent work
to visiting one ancther’s classes and, final-
ly. to offering critiques of teaching. Creat-
ing such a collzborative culture takes years,
but ultimately, this kind of peer snpervi-
sion ~— not evaiuations by leaders —- is the



- teachers alike that one need do

~ @l stgnce.

‘When parents _are faced with

key to improving instruction and is at the  students and teachers leam more and do
heart of successful school improvement more when they feel a part of something
efforts that I have observed.

ture by modeling respectful behavior, seek-  the best independent, magnet, charter, and
ing critical feedback on their performance-. new small high schools have this char-
from téachers {mutual evaluations or “360- ,_ acteristic. Andthey areplacesin whichevery-
degreereviews,” as they are called in busi-  one does much more than the minimum.
ness, should be the norm in every school  These schools are also much more effective
and district), and providing the resources atinvolving parents, community members,
needed — time to work together and re- _and business partners in helping out and
leased time for master teachers to coach working with students through mentoring

colleagues. programs and interaships. This extended
. community — and the closer adult/stu-
Engagement Rooted in dent relationships it encourages — iscru-

- . cial. Bythemselves, educators cannot pos-
Commitment, Not Compliance sibly solve the problem of motivating all
Throughout this article, I have tried thudents to want to achieve at high levels.

suggest what educational leaders must do And so the biggest challenge for edu-
10 overcome the natural reluctance of teach-  cational leaders Is to nurture engagement

ers to try new things. Shared vision, un- “and commitment tooted i COMTnungLY.
derstanding, and respectful relationships To-create SUCH Jearning communities re-
are all crucial elements of a culture that  quires both new structurcs and a very dif-
fosters adult learning, which, in turn, pro-  ferent spirit. ’

motes thoughtful, responsible risk-taking Structuratly, school units have to bere-
(educational *R&D"), craft expertise fo- duced in size, Large schools need to be
cused on real competencies forall ’

students, and coilaboration. \

But something more is need-
ed to transform ourschools —a
different kind of engagement
on the part of everyone (stu-
dents, teachers, parents, and the
community) and a new under-
standing of the leadership qual-
ities that nurture such engage-
ment,

I suggested above that, in my
experience, most American pub-
lic schools are bureaucracies, not
communities. And bureaucra-
cies are often managed by lead-
ers who rely on compliance, not
commitment. Subservicnce to
authority is valued above all else.
Such an atmosphere fosters the
mentality among students and
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only the minimum to get by,

—

el

inflexible, bureaueratic schools
and compliance-minded man-
agers, they are more likely to
take an advocacy or adversari-

By contrast, a shared sense
of community nurures active
engagement in leaming and col-
laborative problem-solving. Both

- importantthatis larger than themselves and -
Leaders help to establish such a cul- that they have helped to create. Some of

hor Y
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“They meet in there. Some kind of support group.”

broken down into much smailer units
within the same building — autonomous
schools-within-schools or academies in
which a team of adults works with the
same students (and their parents) over a
longer period of time. These structures
enable adults to work much more collab-
oratively. They aiso permit teachers to
know students well and so0 better to tailor
learning to individual student needs and
interests. As Theodore Sizer has often -
said, “You can’t motivate & student you
d k]

The spirit of a good learning commu-
nity is one of shared responsibility and col-
L i Its and sn-
depts. Everyone’s voice is valued. Devel-
opingsuch aculture requires a leader with
qualities of heart and mind that are very
different from those associated with the tra-
ditional role models. To get significantly
better schools for all students, good man-
agement is not enough, and charisma gets
in the way.

Today’s successful educational lead-
ers understand that they canmnot make
change alone or by edict.
They motivate groups to
learn and to solve problems
together by_asking tough
questions and naming the
big problems while refusing
to offer easy answers. They
are self-aware and reflective,
they seek constructive criti--
cism, and they freely admit
their mistakes, They are lead-
ers who, above all, model
good teaching every single
day.

But there are far too few
of them. Can more of our ed-
ucational leaders learn to
say, “l don’t know™"? Can
they learn to trust groups to
find the best solutions to the
pressing challenges of “re-
inventing education™? Are
they willing to take risks
themselves and to become
learners and collaborators?
The future of American pub-
lic education may well de-
pend on growing numbers
of new leaders who answer
these questions with a confi-
dent*'yes!” and whohavethe
courage to act on their con-
victions, .4
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