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WEDNESDAY 

MARCH 20, 1996 



Overview: 

Jewish Te:xu as the Soura of Vision 

Wednesday, March 20, 9:00 - 10:30 AM 

Isadore Twersky 

This session presents another example of a specific vision for Jewish institutions. The 
group will study selected texts from Maimonides' writings about the concept of hesed 
Ooving kindness). Participants will discuss the implications of the texts for Jewish 
schooling. 
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I . A) Guide 3:54; in TMR page 354 line 4 - line 5 from the end of the paragraph 
from Shabbat 3 1 a and the whole page; then pages 356-7, including the verse from 
Jeremiah 9:22-23. If the verse does not appear fully in Maimonides' 
formulat ion, Twersky asks that we include a copy of the verse from the Bible 
itself; then page 358 from the paragraph "as we have mentioned" till the end of 
the chapter. I suggest simply copying the whole of chapter 54 if it is there. 
B) Mishneh Torah, Hilchot Talmud Torah 3:5; TMR page 66. 

2. Guide 1 :54; in TMR page 270. 

3. Mishneh Torah, Hilchot Yesodei Ha to rah, end of chapter five; TMR page 50 
paragraph 11 , the last whole p~ragraph. 

4. Mishneh Torah, Hilchot Teshuva 10:2; TMR pages 83-4. 

5. Mishneh Torah, Hilchot Matnot Aniyim 10:1; TMR page 135; for comparison: 
Hilchot Deot or ethical dispositions I :7; TMR page 53; Hilchot Megilla 2: 17; TMR 
page 118; Hilchot Channuka 4:14; TMR page 11 9; Hilchot Yorn Tov or "Festivals" 
6:18; TMR pages 108-9. 

6. Guide 3: 13; TMR page 305 lines 2-9. 

7. Mishneh Torah, Hilchot Talmud Torah 5:12-13; TMR page 70; Hilchot Sanhedrin 
25 :2; TMR page 205. 
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Hashanah 21 b); for the dictum, "than all men," means: than his 
contemporaries. Therefore you will find that it mentions "Heman 
and Calco! and Darda, the son_s. of ~[ahol" ( I Kings 5: 11 ), who were 
celebrated then as wise menf The sages mention likewise that man is 
required first to obtain knowledge of the Torah, then to obtain 
wisdom, then to know what is incumbent upon him with regard to 
the legal science of the Law-I mean the drawing of inferences con
cerning what one ought to do. And this should be the order 
observed: The opinions in question should first be known as being 
recei\·ed through tradition; then they should be demonstrated; then 
the actions through which one's way of life may be ennobled, should 
be precisely defined. This is what they literally say regarding man's 
being required to give an account with respect to these three matters 
in this order. They say: "\,Vben man comes to judgment, he is first 
asked: Have you fixed certain seasons for the study of the Torah? 
Have you ratiocinated concerning wisdom? Ha\'e you inferred one 
thing from another?" (Shabbat 31a) .pf has thus become clear to you 
that, according to them, the science of the Torah is one species and 
wisdom is a different species, being the verification of the opinions of 
the Torah through correct speculation. After we have made all these 
preliminary remarks, hear what we shall say: 

The ancient and the modem philosophers have made it clear 
that the perfections to be found in man consist of four species. The 
first and the most defective, but with a view to which the people of 
the earth spend their lives, is the perfection of possessions-that is, 
of what belongs to the individual in the manner of money, garments, 
tools, s]a\'es, land, and other things of this kind. A man's being a 
great king als~ belongs to this species of perfection. Between this per
fection and the individual himself there is no union whatever; there 
is only a certain relation, and most of the pleasure taken in the rela
tion is purely imaginary. I refer to one's saying: This is my house; 
this is my slave; this money is mine; these are my soldiers. For if he 
considers his own individual self, he will find that all this is outside 
his self and that."each .of tbese . ~ssessions subsists as it is by itsel~
Therefore when the relation referred to has been abolished, there IS 

no difference between an individual who has been a great king a~d 
the most contemptible of men, though nothing may have changed in 

any of ~he things. that were attributed to him. The philosophers have 
explained that the endeavor and the efforts directed by man toward 
this kind of perfection are ~0th!,!!!; but an effort with_a_vj~.)-V to some-

·. ·i '• 
.,..: .. • • • I \\ ,~• • ' •, 

-----
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thing purely imaginary, to a thing that has no permanence. And even 
if these possessions should remain with him permanently during the 
whole of his life, he would by no means thereby achieve perfection in 
his self. 

The second species has a greater connection than the first with 
the individual's self, being the perfection of the bodily constitution 
and shape-I refer to that individual's temperament being most har
monious. his limbs well proportioned and strong as they ought to be. 
:--:-either should this species of perfection be taken as an end, for it is 
a corporeal perfection and does not belong to man qua man, but qua 
animal; for man has this in common with the lowest animals. More
O\"er, even if the strength of a human indi'"idual reached its greatest 
maximum, it would not attain the strength of a strong mule, and still 
less the strength of a lion or an elephant. The end of this perfection 
consists, as we ha.,·e mentioned, in man's transporting a heavy burden 
or bre::iking a thick bone and in other things of this kind, from which 
no great utility for the body may be derived. Utility for the soul is 
absent from this species of perfection. 

The third species is a perfection that to a greater extent than the 
second species subsists in the individual's self. This is the perfection 
of the moral virtues. It consists in the individual's moral habits 
having attained their ultimate c."Ccellence. Most of the command
ments serve no other end than the attainment of this species of per
fection. But this species of perfection is likewise a preparation for 
something else and not an end in itself. For all moral habits are con
cerned with what occurs between a human individual and someone 
else. This perfection regarding moral habits is, as it were, only the 
disposition to be useful to people; consequently it is an instrument 
for . someone else. For if you suppose a human_ individual is alone, 
acting on no one, vou will find that all his moral virtues are in vain 
and without empl~yment and unneeded, and that they do not per
f~ the individual in anything; for he only needs them and they 
again become useful to him in regard to someone else. 

'. • \~:·The _f?~rth species is the true human perfection; it consists in 
· ~e a~quis1tion of the rational virtues-I refer to the conception of 
ri~'.'les, which_ teach true opinions concerning the divine things. 
·oa115 15 in true r_ealtty the ultimate end; this is what gives the individ
him true perfection, a perfection belonging to him alone; and it gives 
bch J)CTinanen~ ferdurance; through it man is man. If you consider 
,... ~~ the three ~erfections mentioned before, you will find that 

i 

5 

.. 
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\A ~ they pertain to others than you, not to you, even though, according 
~ _ ,:J to the generally accepted opinion, they inevitably pertain both to you 
J ~ and to others. This ultimate perfection, however, pertains to you 
\ 

O
s::: alone, no one else being associated in it with you in any way: "They 

IY. shall be only your own" (Prov. 5:17}, and so on. Therefore you J lll ought to desire to achieve this thing, which will remain permanently 

0 ~ • with you, and not weary and trouble yourself for the sake of others, 
....r ~ ~ 0 you, who neglect your own soul so that its whiteness has turned 
3 '; _j into blackness through the corporeal faculties having gained domin-

."\ ion over it-as is said in the beginning of the poetical parables that 
1 i i. ha\'e been coined for these notions; it says: "My mother's sons were 

o 1:1'- incensed against me; they made me keeper of · the vineyards; but 
--1 - j_ mine own vineyard have I not kept'' (Song of Songs 1 :6). It says on 
~ '.. - this very same subject: "Lest you give your splendor to others. and 

1 ~ your years to the cruel" (Prov. 5:9). 
t The prophets too have explained to us and interpreted to us the 
~ -\,.: self-same notions-just as the philosophers have interpreted them-

-+. ~ clearly stating to us that neither the perfection of possession nor the 
\--i 5 ~perfection of health ~or the perfection of moral habits is a perfection 

~ ~ of which one should be proud or that one should desire; the perfec
"J o- tion of which one should be proud and that one should desire is 
~ --; \.-l knowledge of Him, may He be exalted, which is the true science. 
t- -, Jeremiah says concerning these foor perfections: "Thus says the 

\ .. nord: Let not the wise man glory in his wisdom, neither let the 
. "1 mighty man glory in his might, let not the rich man glory in his 
• (J') riches; but let him that glories, glory in this, that he understands and 
. ~ knows Me" (Jer. 9:22-23). Consider how he mentioned them 

('() -0 " according to the order given them in the opinion of the multitude. 
N ~ _ ~ For the greatest perfection in their opinion is that of "the rich man 
to ~ 1:. in his riches," below him "the mighty man in his might," and below 
: ~ t him '.'the_ wi~e ma~ in his wisdo~." (By the expression, "th~ wise 
~ - - man m his wisdom ) he means him who possesses the moral virtues; 
~ ~ "- for such an individual is also held in high esteem by the multitude, 
1- t..f. to whom the discourse in question is addressed. Therefore these pc~-
~ fections are arranged in this order~ The sages apprehended from th1S 
~ verse the very notions we have mentioned and have explicitly stated 
1 

J that which I have explained to you in this chapter: namely, that the 
term wisdom ( hokhmah), used in an unrestricted sense and regarded 
as the erid, means in every place the apprehension of Him, may He 
be exalt~d; that the possession of the treasures acquired, and com· 
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peted for, by man and thought to be perfection are not a perfection; 
and that similarly all the actions prescribed by the Law-I refer to 
the various species of worship and also the moral habits that are 
useful to all people in their mutual dealings-that all this is not to 
be compared with this ultimate end and does not equal it, being but 
preparations made for the sake of this end. Hear verbatim a text of 
theirs dealing with all these notions; it is a text in Bereshit Rabbah. 
It is said there: "One Scriptural dictum says: 'And all things desira
ble are not to be compared to her' (Prov. 8:11). Another Scriptural 
dictum says: 'And all things you can desire are not to be compared 
to her' ( ibid. 3: 15) . The expression 'things desirable,' refers to 
commandments and good actions; while ' things you can desire,' 
refers to precious stone and pearls. Neither 'things desirable' nor 
'things you can desire' are to be compared to her, but let him that 
glories, glory in this, that he understands and knows Me" (Gen. 
Rabbah, ch. 35 in fine). Consider how concise is this sa~;ng, how 
perfect is he who said it, and how he left out nothing of all that we 
ha\'e mentioned and that we have interpreted and led up to at 

,-~!lg!~.:.. 
1 As we have mentioned this verse and the wondrous notions con-
: tained in it, and as we have mentioned the saying of the sages about 

it, we will complete the exposition of what it includes. For when 
explaining in this \'erse the noblest ends, he does not limit them only 
to the apprehension of Him, may He be c.'<alted. For if this were his 
purpose, he would have said; "But let him that glories, glory in this, 
that he understands and knows Me," and have stopped there; or he 
would have said: ''that he understands and knows Me that I am 
One"; or he would have said: "that I have no figure," or that "there 
is none like M~," or something similar. But he says that one should 
glory in the apprehension of Myself and in the knowledge of My 
attnbutes, by which he means H is actions, as we have made clear 
~th r~fe~ence to its dictum: "Show me now Your ways" (E:<-
33: 13), · and so on. In this verse he makes it clear to us that those 
~ctions that ought to be known and imitated are lo,·i~gkindness, 
Judgment, and righteousness. He adds another corroborative notion 
through saying, " in the earth"-,this being a pi,·ot of the Law. For 
matters are not ~s the overbold opine who think that His provi7 

~cncc, may He ~e exalted, terminates at the sphere of the moon and 
that the earth and that which is in it are neglected: "The Lord has 
-~~lcen the earth'' (Ezek. 9:9). R_ath,r is it as has been made clear 

1 

i i~.:: 
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to u~ .~Y the Teacher of those who know: ''Tha_t the c::irth is~Uiii 
Lords (Ex. 9::9). He means to say that His pro .. idcnce ._ 
extends over the earth in the way that corresponds to what the~ 
is, just as His providence extends over the heavens in the v.-av ~ 
corresponds to what they are. This is what he says: 'That I ml tlic 
Lord who exercises lovingkindness, judgment, and righteousnCS:S:; ii 
the earth·· ( J er. 9: 2 3) . Then he completes the notion by ~ 
"For in these things I delight, says the Lord." He mc:ins Hut it fi 
My purpose that there should come from you "lovingldo~ 
righteousness, and judgment in the earth" in the \\'av we ~ 
explained with regard to the thirteen attributes : namel;-. tlut the 
purpose should be assimilation to them and that this should be «iii 
way of life. Thus the end that he sets forth in this \·erse nuy .be 
seated as follows: It is clear that the perfection of man tlut _~ 
truly be gloried in is the one acquired by him who has achieved, mi 
measure corresponding to his capacity, apprehension of Him. imj 
He be exalted, and who knows His providence C."Ctending over Hil 
creatures as manifested in the act of bringing them into being and in 
their governance as it is. The way of life of such an individual, aft.a 
he has achieved this apprehension, will always have in view lovint 
kindness, righteousness, and judgment, through assimilation to His 
actions, may He be exalted, just as we have explained several times ~ 
this treatise. --!';!. 

~I 

This is the extent of what I thought fit that we should set down ~ 
this treatise; it is a part of what I consider very useful to those ~ 
you. I hope for you that through sufficient reflection you w111 gx:asp_ 
all the intentions I have included therein, with the help of Cod, rmy 
He be exalted; and that He will grant us "and all (the people) ~ 
Israel, being fellows," that which He has promised us: "Then ~ 
eyes oHhe blind shall be opened, and the ears of the deaf shall ~ 
unstopped" (Is. 45:5). "The people that walked in darkness l12YC 
seen a great light; they that dwelt in the land of the shadow -~ 
death, upon them has the light shined"' ( ibid. 9: 1). 

~WEN 

God is very near to everyone who calls, · 
Il he calls truly and has no distractions; 
He is found by every seeker who searches for Him, 
If he marches toward Him and goes not astray. 

•' ' . --
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~ Of all ;recepts, none is equal in importance to th; study of the 
Torah. Nay, study of the Torah is equal to them all, for study leads 
to practice. Hence, study always takes precedence of practice.t J 
f'. 4 If the opportunity of fulfilling a specific precept would interrupt 
the study of the Torah and the precept can be performed by others, 
one should not interrupt study. Otherwise, the precept should be per· 
formed and then the study be resumed. 

f'. 5 At the Judgment hereafter, a man will first be called to account 
in regard to his fulfillment of the duty of study, and afterwards con
cerning his other acti\'ities. Hence, the sages said, "A person should 
always occupy himself with the Torah, whether for its own sake or 
for other reasons. For study of the Torah, even when pursued from 
interested moti\'CS, will lead to study for its own sake" (see Pesahim 
50b). 
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, - ~u,. 12: 31). He restricts Himself to the t'ourth genera-
tlO\'l only because the utmost of what man can see of his offspring is 

the fourth generation. Accordingly, when the people of an idolatrow 
city are killed, this means that an idolatrous old man and -the 
offspring of t he offspring of his offspring-that is, the child of th~ 
fourth generation-are killed. Accordingly, Scripture. as it were, predi 
icated of Him that H is commandments, may He be exalted, whic~ 
undoubtedly are comprised in H is actions, comprise the command;; 
ment to kill the offspring of idolaters, even if they are little children~ 
together with the multitude of their fathers and grandfathers. We 
find this commandment continuously in the T orah in all passages~ 
Thus he commands with regard to the city that has been led astray" 
to idolatry: "Destroy it utterly and all that is therein·· (ibi( 
13:16)-all this being done with a view to blotting out traces thai 
bring about necessarily great corruption. as we have made clear. 

\ \·e have gone beyond the subject of this chapter; howe,·er, w~ 
have made clear why Scripture, in enumerating His actions, has conj 
fined itself here to those mentioned above, and that those actions arc 
needed for the governance of cities. For the utmost virtue of man ~ 
to become like Him, may He be exalted, as far as he is able; whic~ 
means that we should make our actions like unto H is, as the sagC: 
made clear when interpreting the verse, "You shall be holr" (L~; 
19:2) . They said: "He is gracious, so be you also gracious; H·e is me(: 
ciful, so be you also merciful" ( Sifre, Deut. 10: 12). The purpose o! 
all this is to show that the attributes ascribed to H im are attributes 
of H is actions and that they do not mean that H e possesses qualities] 

: -v CVIDE OF THE P ERPLEXED 
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50 MlS~B TORAH 

.,. 
C[ 11 There are other things that are a profanation of the Name gj 
Cod. \Vhen a man, great in the knowledge of the Torah and repu~~ 
for his piety does things which cause people to talk about him, evi 
if the acts are not express violations, he profanes the Name of ~ 
As, for e."Cample, if such a person makes a purchase and does not ~ 
promptly, provided that he has means and the creditors ask for ~~ 
ment and he puts them off; or if he indulges immoderately in jestio~ 
eating. or drinking, when he is staying with ignorant people or liviE~ 
among them; or if his mode of addressing people is not gentle, or~ 
does not receive people affably, but is quarrelsome and irascible . . 1}1j 
greater a man is the more scrupulous should he be in all such thmRl 
and do more than the strict letter of the law requires. And if a ~ 
has been scrupulous in his conduct, gentle in his conversation, ~I~ 
ant toward h is fellow·creatures, affable in manner when recci_~ 
them, not retorting. even when affronted, but showing courtesy~ 
all, even to those who treat him with d isdain, conducting his -~r 
mercial affairs with int~arity, not readily accepting the hospitah~, 
the ignorant nor frequenting their company, not seen at all tun. 
but devoting himself to the study of the T orah, wrapped in ~~ 
and crowned with phylacteries, and doing more than his duty ~-: 
things, avoiding, however, extremes and exaggerations-such a ... 
has sanctified Cod, and concerning him, Scripture says, "And -
said to me, "You are My servant, O Israel, in whom I will be gl_~ 
fied'" ( rs. 49:3). I ~• 
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Chapter 10 

4[ 1 Let not a man say, "I will observe the precepts of t~e Torah 
and occup~· myself with its wisdom in order that I may obtain all the 
blessings written in the Torah, or to attain life in the world to come; 
I will abstain from transgressions against which the Torah warns, so 
that I ma\" be saved from the curses written in the Torah, or that I 
ma\" not be cut off from life in the world to come." It is not right to 
seC-.:•e Cod after this fashion for whoever does so, serves Him out of 
fear. This is not the standard set by the prophets and sages. Those 
who ma\· serve God ·in this wa\" are illiterate, women, or children 
whom o~e trains to serYe out of fear, till their knowledge shall have 
increased when they will serve out of Jove. 

(:: \\ noe,.-er serYcs Cod out of )o\"e, occupies himself with the study 
of the Law and the fulfillment of comm.Jndments and walks in the 
paths of ,visdom, impelled by no external motive whatsoever, moved 
neither b\" fe:ir of cabmit\· nor bv the desire to obtain material bene
fits-such a man does wh;t is tr~ly right bec:iuse it is truly right, and 

' See Book XI\', KiniS lnd \V;m, ch. XII. 

ultimately, happiness comes to him as a result of his conduct. Tl)is' 
standard is indeed a very high one; not every sage attained it. It ~~ 
the st:mdard of the patriarch Abraham whom God c:illed His lo,·cr, 
because he served only out of love. It is the standard which God, 
through ~loses, bids us achieve, as it is said, "And you shall love thc1 
Lord your Cod" (Deut. 6:;). \ \'hen one lo\"eS God with the righ~~ 
love, he will straightway obserYe all the commandments out of love.•) . .. 

\ }-
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Chapter 10 

( 1 \Ve are obligated to be more scrupulous in fulfilling the com
mandment of charity• than any other positive commandment 
because charity is the sign of the righteous man, the seed of Abra
ham our Father, as it is said, "For I know him, that he will command 
his children ... to do righteousness" (Gen. 18:19) . The throne of 
Israel is established and the religion of truth is upheld only through 
charity, as it is said, "In righteousness shall you be established" (Is. 
;.,: q). Israel is redeemed only through charity, as it is written, 
'"Zion shall be redeemed with judgment and they that return of her 
\\ith righteousness" (ibid. 1 :2;). 

( :: 1'0 man has ever become impoverished by giving charity and no 
e-.il or damage has ever resulted from charity, as it is said, "and the 
work of righteousness is peace" ( Is. p: 17). 

\ Vhosoever displays mercy to others wm be granted mercy him
self, as it is said, "And He will grant you mercy, and have compassion 
upon you, and multipl~- you" (Deut. 13:18). 

If someone is cruel and does not show mercy, there are sufficient 
grounds to suspect his lineage, since cruelty is found only among the 
other nations, as it is said. "They are cruel and will not show mercy" 

13 
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( 7 How shall a man train himself in these dispositions, so that 
they become ingrained? Let him practice again and again the actions 
prompted by those dispositions which are the mean between the 
extremes, and repeat them continually till they become easy and are 
no longer irksome to him, and so the corresponding dispositions will 
become a fixed part of his character. And as the Creator is called by 
these attributes, which constitute the middle path in which we are to 
walk, this path is called the \Vay of God and this is what the patriarch 
.\braham taught his children, as it is said "For I love him, because he 
will charge his children and his household after him, that they may 
keep the way of the Lord" (Gen. 18:19). \Vhoever walks in this way 
secures for h imself happiness and blessing, as the text continues, "In 
o·rder that _the Lord might bring upon Abraham that which He spoke 
concerning him" (ibid. 18:19).t 
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Co.apter 2 

{~6 ., It is als . d d' .b . ~ '-"th o ones uty to 1stn ute charity to the poor on Purim 

~
"::'!1• epo " · . . or meaning not fewer than two persons· e:ich should be 

a sep t 'f ' · ara e g1 t-money, a cooked dish, or some other comesti-

ble. For when Scripture says, "and gifts to the poor" (Esther 9:22), 
it implies at least two gifts to two poor persons. No investigation 
should be made of applicants for such Purim money, rather it should 
be given to anyone ,....-ho stretches out his hand. Nor may Purim 
money be diverted to any other charitable purpose. 

( 1 7 It is preferable to spend more on gifts to the poor than on the 
Purim me:il or on presents to friends. For no joy is greater or more 
glorious than the joy of gladdening the hearts of the poor, the 
orphans, the widows, and the strangers. Indeed, he who causes the 
hearts of these unfortunates to rejoice, emulates the Divine Presence, 
of whom Scripture says, "to revive the spirit of the humble, and to 
rc\-i\'e the heart of the contrite ones" ( Is. 57: 1;) . 
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Chapter -f 

( 1:: The commandment to light the Hanukkah lamp is an c.-<ceed
ingly precious one, and one should be particularly Clreful to fulfill it, 
in order to make known the miracle, and to offer additional praise. 
and thanksgiving to Cod for the wonders which He has wrought for 
us. Even if one has no food to e:it c.-<cept what he receives from char
ity, he should beg-or sell his garment to buy-oil and lamps, and 
light them. 

( 13 If one has no more than a single penny and needs wine for the 
sanctification benediction of the Sabbath and oil to light the Hanuk
kah lamp, he should give preference to the purchase of oil for the 
Hanukbh lamp over the purchase of wine for the sanctification ben
ediction. Since both commandments are based on the authority of 
the scribes, it is best to give preference to the Hanukkah lamp, since 
it serves as a memorial of the miracle of Hanukkah. 

( 14 If such a poor man needs oil for both a Sabbath lamp and a 
Hanukkah lamp, or oil for a Sabbath lamp and wine for the sanctifi
cation benediction, the Sabbath lamp should have priority, for the 
sake of peace in the household, seeing that even a Divine Name 
might be erased to make peace betwee:1 husband and wife. Great 
indeed is peace, forasmuch as the purpose for which the whole of the 
Law was given is to bring peace upon the world, as it is said, "Her 
ways are ways of pleasantness, and all her paths are peace·· (Prov. 
3: 1 ,) . 
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f 17 The seven da\"S of Passover, the eight da\"S of the Fe:ist 
Tabernacles, and the other festival days, are ;11 days on w~
funeral eulogies and fasting are forbidden. It is one's duty to l'CJ 
and be of cheerful heart on these days, together with his children; 
wife. his grandchildren. and all the other members of his househo 
for Scripture says, "And you sha11 rejoice in }'Our feast, you and 
son and your daughter," etc. (Deut. 16: q). Although rejoic~ 
this context refers to the peace offering to be brought on festi _ • 
we shall e.i:plain in the Laws Concerning the Festal Offe · 
includes also the duty incumbent upon each man, his children, 
his household, to rejoice in the appropriate manner. l 

• I 

( 18 Thus children should be given parched ears, nuts, an~ , 
dainties; women shoulc! ha\·e clothes and pretty trinkets bougo 
them, according to one's means; and men should eat meat and_ 
\\ine, for there can be no real rejoicing wit~out meat to e:it an~ 
to drink, And while one eats and drinks himself, it is his duty ~9 
the stranger, the orphan, the widow, and other poor and unfo. 
people, for he who locks the doors to his courtyard and eats 
drinks with his wife and family, without giving anything to ea 
drink to the poor and the bitter in soul-his meal is not a rejo 
in a divine commandment, but a rejoicing in his own stom:icbf 
of such persons that Scripture says, "Their s:icrifices shall be to_ 

11 
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as ~he bread_ of mour~ers, all that eat thereof shall be pol!u,:::. for 
~e1r _brea~ IS for their own appetite" ( Hos. 9:4). Rejoicing or this 
k1~d is a disgrace to those who indulge in it, as Scripture says. ··.\:,c [ 
will spread ducg upon your faces, even the dung of your sacr.::;::s'' 
(:'I.Cal.:::; ) .· 

( 1?. Although eating and drinking on festi\·als a re include:: j:, the 
positive commandment to rejoice on those da\·s, one shou lc: :11: : eat 
and d_rink all dar long, the proper procedure b~ing as fo11o\\··s: I;, the 
mo_rnmg, people should go early to the S}Tiogogue or the schoolhouse. 
recite the prayers and reod the lesson in the Law appropria~e to the 
day, and then return home and c:it. Then thev should retu::1 cc c:ie 
schoolhouse and study Scripture or :'\-Iishnah ~ntil noon. Af:e: r:oon 
they shou!d recite the afternoon prayer, and then return hc ::-:c Jnd 
eot and drmk for the rest of the day until nightfall. 
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· 1 he error of the multitude has-;rrived at the point whe.:e ~ 
impute to the Creator deficiency of power be~use of His h:.,-ing ~, 
duced that which exists and endowed it with a nature e::i~; 
according to their imagination, these great evils; inasmuch as iliij 
nature do~s not help every vicious ma'l to achieve_ the sat:si:.ctioo · 

his vice so that his corrupt soul should reach the term of its demand, 
which, according to what we ha\'e explained, has no limit. ,pn the 
other hand. men of excellence and knowledge ha,·e grasped and 
understood the wisdom manifested in that which exists. as David has 
set forth, saying: "All the paths of the Lord are mercy and truth to 
those that keep His CO\'enant and His testimonies'' (Ps. 2; :10). By 
this he says that those who keep to the nature of that which exists, 
keep the commandments of the Law, and know the ends of both, ap
prehend clearly the excellency and the true reality of the whole. For 
this reason thev take as their end that for which thev were intendeq 
as men, name!~-, apprehension . .-\nd beouse of the ·necessity of the · 
body, they seek what is necessary for it. "bread to eat, and raiment to 
put on" ( Gen. : S: :o), without any luxury. If one restricts oneself to 
what is necessa~. this is the easiest of things and may be obtained 
~ith a very small effort. \ Vhate\'er in it that is seen as difficult anci 
hard for us is due to the following reason: when one endeavors to 
seek what is unnecessa~·. it becomes difficult to find even what is nee· 

:: ~a~·_-_J ., 

,~ 



HILCHOT TAL\fl.:D TORA!, 

f 1: As pupils are bound to hl)nor thc:ir tclchcr. so a tc:ichcr ought 
to show courtcs~· and friendliness to his pupils. The sages said. "Let 
the honor of your d1sc1ples be as de:ir to >·ou as your O\\n·· (Ethic~ of 
the rat hers .p;) . A mJn should take an interest in his pupils and 
I~,·c th_em. for they arc ~1s spiritull children who will bnng him hap· 
pmess in this world and in the world hereafter. 

- ___ .. ::::-_.;-_, 71J. ,::,_;-_. . ,::::::i, :::i l':;l".0 r::< -;:; , I ·~ 
O'i'O)il;";;;J 

•• 1 ... .. 
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C'. 13 Disciples increase the teacher's wisdom and broaden his mind. 
The sages said, --~luch wisdoJm I lc.,med from m,· tc:ichers. more 
from my colle:igues: from my pupils, most of all." 

0

£,:c:, as a small 
piece of wood kindles a brgc log. so a pupil of small att.linments 
sh:irpcns the mind of his teacher. so that bv his questions. he elicits 
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( 1 It is forbidden to lead the community in a domineering a::d 
:mogant manner. 0:ie should exercise onc·s authority in a spirit of 
humility and re\'erence. The man at the hc:id of the congrcs3tion 
who arouses C.'l:CCSsivc fc:ir in the hearts of the members thereof for 
any but a religious purpose will be punished. It will not be gt\·cn to 
him to hJ\'C :i son who will be a schol:ir. as it is \\.,ittcn: ";\le:, co 
therefore ic:ir him: he \\ill not sec anv (sons) that arc wise of he:i:-:'" 
(Job. 3-::4) .• . 

f : He is :also forb1dde:1 to trc:it the people with disrespect. though 
they be ignor.int. He should not force his ,va~· through the hol:: 
people (to get to his sc:it). for though they be uninformed and 
lowly. they are the children of Abraham, Isaac. and Jacob, of the 
hosts of Cod. brought forth out of Egypt with great power and \\ith 
a mighty hand. He should be:ir patient!~· the cumbrance and burce:, 
of the community, as did .-..ioscs our Telcher. concerning whom :t is 
said. ''As a nursing bther carries the sucking child" (Kum. 11 :1 : ). 
It is :ilso said : "':\nd l charg~ your judges"' ( Deut. 1: 16 . This is a:1 
cxhortJt1on to the judge to be:ir patiently \\ith the consreg:ition. 2.1 

c!oes a nursing father bClr with a sucking child. Comidcr '.\ loses. the 
m:ister prophet! \\'c :ire told that no sooner did the Holy Or.e. 
blessed be He. send him to Eg::pt th:in ""He ~,·e them ('.\loses a~d 
Aaron) a chlrgc to the children of Israel"' (E:c. 6:13). which sentence 
is intc:prcted by tradiuon th:it Cod said to Moses and Aaron. "You 
Jre to coJmm:md lsrlel with the understanding that the~· will cu:-se 
you. and Clst stones at ~ou·· (Sifre, Num. 11 :11). _ 

f 3 Just :is the jud;c is bidden to obsc:-Ye this command. so is the 
consre:µtion bidden to Jccord respectful ·treltment to the .judge, as it 
is SJ ic . .. :\nd I comm.mded \·ou·· (Dcut. 1:18). This is an exhort:.· 
tion to the congreg:itioJn toJ reg:ird the judge with a feeling or rC\e:
cncc. The fi1dgc therefore must not mlke himself contemptible: or 
indulge in fri\olity. 



Readings'. 

Governance in Aaion 

Wednesday, March 20, 10:45 - 12:15 PM 

Richard Chait 

• Chait, Richard. "Sweetwater School." 
• Pound, John. "Tile Promise of the Governed Corporation." 

Study Questions: 

While the specifics of the Sweetwater case (transportation to an athletic event) may 
not be relevant to every school, the incident raises general issues that are central to 
governing all types of schools. 

1) What's troubling Eric Berne? Did he act responsibly? If not, what should he 
have done? 

2) What should Lori Duncan do now? 

3) What aspects of this case, if any, raise questions of governance? 

4) Can you make the argument that this entire issue should not involve the board 
or its leaders? 

5) Who should do what to ensure that incidents like this one do not arise in the 
future on the Sweetwater board? 

6) What do you think of Pound's view of a board's role? How would you and your 
board act differently if you accepted his recommendations? 



Sweetwater School 

In the last minute of the game, the Sweetwater football team 
upset Laramie Academy to advance to the final round of the 
statewide tournament for independent schools. Parents, students, 
and even faculty and staff poured onto the field to celebrate as 
euphoria erupted on the Sweetwater side. 

The championship game was to be held two weeks later at Baker 
stadium on the campus of the State University about 200 miles away. 
Sweetwater had never before reached the final round. The State 
Independent School Athletic League (SISAL) furnished each school in 
the "super bowl" with an air-conditioned Trailways cruiser. 

Eric Berne, a Sweetwater trustee, was as elated as anyone even 
though none of his three children was on the football team. On the 
other hand, two of his youngsters were in the marching band and the 
championship game, televised statewide on cable TV, would provide 
the band as well as the school with invaluable exposure. 

Berne's enthusiasm was dampened, however, when he learned from 
his daughter that the Trailways bus was reserved for the football 
players, the coaches, and the trainers. The cheerleaders, the 
majorettes, and the band were to make the trek on a regular 
Sweetwater school bus. Berne called the parents of four other 
students in the ban d, all of whom, including a fel low board member, 
shared his concern. 

The next day Berne called Larry Post, the headmaster. "Larry, 
I think reserving the Trailways bus for the players is a big 
mistake that will send precisely the wrong message. It seems to 
suggest that the band and the cheerleaders are not as important 
when Sweetwater has always stated that it values equally all 
extracurricular endeavors . Musicians and cheerleaders should not 
be second class citizens at a school that proclaims to develop 
"well-rounded students." We're not an athletic factory, we're an 
academic institution. I know several other parents with kids in 
the band who feel the same way. Why not assign the students by 
lottery or assign the Trailways bus to the team on the way over and 
to the band on the way back? Maybe we should even charter a second 
Trailways bus at our expenses." Post expressed his appreciation 
for Berne's point of view and cited other ways that the School 
honored the contributions of artists, musicians, and actors. In 
addition, he stated that SISAL provided the bus for the team. 
------------------------------------------------------------------

This case was written by Richard Chait, Professor, University of 
Maryland. It is intended for discussion purposes and not to 
illustrate the effective or ineffective handling of an 
administrative situation. Not to be reproduced without the 
express consent of the author. Copyright 1993. 



Not fully sati sfied, Berne called SISAL's offices and 
requested that a copy of the regulations be faxed to him. The only 
provision relating to the bus stipul ated that "SISAL shall provide 
to each school at no cost one interstate-type bus for travel to and 
from championship games in football and in boys a .nd girls 
basketball . " 

Berne then called Lori Duncan, the board chairperson. He 
explained his concern about limiting the Trail ways bu.s to the 
players, and further added that he had been deceived by the 
headmaster. "Larry told me that the bus was expressly intended for 
the team, but SISAL regulations clearly state that the bus is for 
the school . It doesn't say it is for the~- You know, Lori, 
Larry has a history of bending the facts to suit his argument. I'm 
afraid this is just one more example." 

Berne indicated that he had hea rd rumors that some of the 
students in the band were c on t emplating circulati ng a petition to 
the a dministration seeking equal a ccess t o the Trailways bus and 
that there had even been rumbl i ngs to t he effect that the band 
might refuse to p lay i f it had to rid e 200 miles each way in the 
"li ttle yellow s chool bus." "I'm not s ure I blame them, Lori. 
This is really inequitable a nd c o ntrary to the School's values. I 
think it's something tha t s hould be discussed by the Executive 
Committee when it meets next week and, frankly, I and some of the 
other parents o f band member s would like to j oin you for that 
portion of the meeting." 

As soon as Duncan ha d c oncluded h er convers a tion with Berne 
her secretary buzze d to ind icate that Dr. Post ha d been trying to 
reach her . When she got Post on the line, he was composed but 
clearly miffed. "Lori , thi s brouhaha about the bus is really 
getti ng out of hand. I ' ve been he admaster here for nine years. 
I'd like to think that I have the authority and the ability to 
dec ide an issue o f the magnit ude of who r i des i n what bus to a 
football game . This isn't the first time I 've been second guessed 
by a trustee or two and I guess it won't be the last, but I really 
hope that you will stand with me on this one by making clear that 
it's my call and that I've made a decision about an entirely 
operati onal, admi nistrative matter that ought not come under review 
by the Executive Committee. I need your help on this one, Lori, or 
we will be sanctioning trustee intervention at a level that will be 
very diff icult for me to live with." 

Lori listened carefully and promised to be back in touch with 
Post within a day or two at the most . In the meantime, she put 
down the receiver and, not being a die-hard football fan herself, 
secretly wished that the kick, which sailed through the uprights 
with thirty seconds left to put Sweetwater into the championship, 
had been just a wee b i t to the right of the goal posts. 
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Corporate governance should be reinvented, not just reformed. 

The Promise of the Governed 
Corporation 

by John Pound 

The debate over corporate governance has long 
centered on power. The goal has been to tighten 
control over wayward managers. Recent reform 
initiatives have included conducting more formal 
audits of management performance, separating the 
positions of chief executive officer and chair, ap
pointing lead outside directors, and making a com
pany's board members more accountable to its out
side shareholders. 

But reforms that shift power from one party 
to another will not by themselves create more 
smoothly run, profitable organizations. The rea
son? They do not address the fundamental prob
lems in corporate governance, which stem not from 

fohn Pound is a visiting lecturer at the Harvard Law 
School in Cambridge, Massachusetts, and is chair of 
New Foundations, a multidisciplinary Harvard-based 
research proiect on corporate governance. 
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power imbalances but from failures in the corpo
rate decision-making process. 

The focus on power is driven by a model of gov
ernance I call the managed corporation. lo that 
model, senior managers are responsible for leader
ship and decision making. The board's function is 
to hire top-level managers, monitor them, and fire 
them if they do not perform. Shareholders' only 
role is to throw out the board if the corporation does 
not perform. Indeed, shareholders are generally 
treated as if they cannot assess corporate policy for 
themselves but must depend on managers and di
rectors to do so for them. 

The managed-corporation model, a legacy of the 
rise of large public companies and dispersed share
holders, has dominated the corpora te arena for 
decades. But in today's business environment, it 
does not make sense. Most managers do not have 
excess power, and most corporate failures are not 
the result of power imbalances. Instead, failures 
usually result from a few well-intentioned but 
flawed management decisions that are not chal
lenged in an efficient, effective manner. Corporate 
failures occur because of subtle failures in the deci
sion-making process-in how boards and managers 
make decisions and monitor corporate progress. 

Power-based reforms are not the key to correct
ing the problem. To be sure, the balance of power is 
important. But, at its core, corporate governance is 
not about power; it is about ensuring effective deci
sion making. Corporate governance reform should 
seek ways to create and maintain an efficient deci
sion-making process. The goal should be to prevent 

THE GOVERNED CORPORATION 

The new model can be called the governed corpo
ca tion because it reconnects two critical parts of 
the corporate governance equation -shareholders 
and board members-to the decision-making pro
cess. Reforms based on the governed-corporation 
model do not revolve around power shifts. Instead, 
they center on roles and behavior. The result is a 
positive change in the way companies debate, re
view, and decide policy. 

The Managed Corporation and 
Corporate Failure 

To get beyond the philosophy of governance cre
ated by the managed corporation, directors, share
holders, and senior managers must first understand 
that philosophy and the problems it causes. 

The basic premises of the managed-corporation 
model can be found in any modem writing on cor
porate strategy or governance. Its rise early in the 
twentieth century reflected both the dispersion of 
corporate ownership among many shareholders and 
the emergence of a new class of professional man
agers who were neither large stockholders nor 
founders of corporations. Dispersed ownership 
meant that shareholders were no longer involved in 
setting corporate policy. There was thus a need for 
leadership. Senior managers were the answer: they 
shaped the corporation in an era of absentee own
ers. In the model of the managed corporation, there
fore, managers led, and directors and shareholders 
followed. The role of the governance system was 
to put the right managers in place, monitor their 

progress, and replace them when 

Corporate governance is not, 
they failed-a paradigm that has car
ried through to this day. 

lo the managed corporation, share
holders and boards are held distant 
from strategy formulation and policy 
setting. A major business question 
might be debatetl at the board level, 
but the assumption is that unless the 
managers are irrational or dishonest, 

at its core, about power; it is 
about finding ways to ensure that 
decisions are made effectively. 

significant mistakes in corporate strategy and to 
ensure that the mistakes that do occur can be cor
rected quickly. 

Ultimately, what is needed is a system in which 
senior managers and the board truly collaborate on 
decision making. In addition, both directors and 
managers should actively seek the input of institu
tional shareholders. Institutions are no longer the 
passive constituents of the managed-corporation 
model; they have emerged as serious players in the 
governance process. 
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or have a terrible long-term perfor
mance record, they should be given the room to im
plement their chosen strategy. Board members are 
expected to challenge policies only if there is evi
dence of performance failure. Otherwise, if direc
tors are troubled by a company's strategies, the 
message is that they should get off the board or find 
themselves another CEO. 

The managed corporation also discourages board 
members and managers from taking into account, 
let alone taking seriously, the opinions of outside 
shareholders. Shareholders are supposed to protect 
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The Limits of Economic Solutions 
The takeovers and leveraged buyouts of the 1980s 

presenl compelling evidence of the limits of the 
managcd-corporaLioo model of governance and of re
forms whose goal is to strengthen that model. 

Proponents of takeovers and LBOs argue that those 
measures increase market discipline and corporate 
efficiency. Takeovers arc supposed to give share
holders the power to oust bad managers and replace 
them with good ones. LBOs are supposed to motivate 
board members and managers to create value by giv
ing them large equity stakes. 

But, often, those market mechanisms arc not suffi
cient to improve performance. Witness RJR Nabisco, 
the $24 billion crowning jewel in Kohlberg Krav1s 
Roberts's LBO empire. Leveraging RJR was supposed 
to improve its performance. But since the buyout, 
RJR has been caught m the shifting tobacco market 
and has made tts own mistakes. Admitting failure, 
KKR rn 1994 swapped most of Its RJR stock to buy 
Borden, a troubled consumer-products company. 

Why do such methods fail? Because takeovers and 
LBOs do not directly address the real problems in 
corporate governance. They change ownership struc
ture and shift control, but they <lo not automalically 
improve dec1s10n making. If governance failures 
stemmed solely from bad managers and bad incen
tives, then takeovers and LBOs would always he the 
answer. But because governance failures hmgc at 
least as much on behavior, pcrsooahttcs, and poliucs 
withm organizations, changing ownership structure 
and incentives is not enough. At RJR, competitive 
complexuies caught managers off guard. The bene
fits of the LBO did not offset the realities of the to
bacco market. 

Takeovers create the opportunity for new man
agers to control assets, wru.ch can sometimes im
prove performance and increase value. ln addition, 
they arc the right answer when combming assets can 
create synergy. But they also create a constant threat, 
leading to a war mentality among hoard members. 
Takeovers give boards an excuse for regarding the 
market as a threat and for turning inward, ignoring 

their interests by replacing boards that perform 
poorly. As a consequence, when shareholders seek 
to exert influence over policy, board members and 
managers often do not listen. If shareholders persist 
and their concerns appear to be widespread, man
agers and board members feel threatened. Indeed, 
the louder shareholders' voices, the more likely 
managers and board members will shut them out in 
fear of a challenge for control. 
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reality and disregarding the concerns of outside 
stockholders. Many takeover bids themselves repre
sent flawed decisions by the acquirer. 

LBOs create huge incentives for managers and 
board members by concentrating ownership in 
a smalJ group at the top. In doing so, however, they 
also remove the corporation from the public market 
and scrutiny. If the new team begins to make bad 
decisions, there are no public shareholders who can 
press for change. Moreover, many of the LBOs of the 
1980s created huge risks as well as huge financial 
gains. Many new managers and board members were 
forced to balance on a knife edge between wea I th and 
bankruptcy. Some economists think such risks cre
ate incentives; common sense suggests they can 1ust 
as easily lead to crisis. 

A better approach to creating incentives is the 
rclat1onsh1p-mvcstmg concept. In that approach, one 
or more outside shareholders take substantial owner
ship positions- 10%, for example -and form a rela
tionship with the company, which sometimes in
cludes hoard representation. The model brings an 
outside-shareholder perspective to bear oo decision 
makmg; it also energizes the board. And, as long as 
the investor's stake is not too large, 1t allows other 
investors to have ongoing input. Indeed, in the best 
cases, the large investor acts as a channel between 
the smaller investors and the company - bringing 
their opimons before the company oo their behalf. 

The heightened incentives and aligned interests 
inherent in acquisitions and buyouts arc not bad. But 
they wHJ not always succeed by themselves. They fo. 
cus on who 1s m charge rather than on how decisions 
arc made. Perhaps their greatest weakness is their 
tendency to deter outside stimulus and change by 
lockrng up ownership and control. The biggest prob
lem at most large companies is insularity and stasis. 

ln the model of the governed corporauon, the goal 
is to open up the company to the outside market. 
The best solutions are ones that inject the opportu
nity for constant market feedback-without the con
stant threat of a change in control. 

If the major cause of corporate failure were man
agement incompetence, the governance system fos
tered by the managed-corporation model would 
work. But most performance crises are the result of 
errors that arise not from incompetence but from 
failures of judgment. As a result, the model fosters 
an unstable cycle of silence and crisis. 

Errors arise from the simple realities of human 
decision making and organizational behavior. Pea-
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ple make mistakes. Individuals tend to be biased 
toward decisions and strategies that favor their own 
personal strengths. People also have a difficult time 
confronting past failures, as the well-known psy
chological phenomenon of cognitive dissonance ex
plains. In fact, research in psychology documents 
that both individuals and groups become more 
firmly committed to past decisions, the worse the 
evidence becomes on how the decision is working 
out in practice. Managers who stick with failed 

THE GOVERNED CORPORATION 

Every now and then, a case bubbles over into the 
public eye that casts the political realities of organi
zations into sharp relief. In 1994, John P. Reilly, 
president of Brunswick Corporation, a maker of 
boats and other recreational products, resigned de
spite rebounding corporate performance. Reilly had 
been on the job nine months and was considered 
heir apparent to chairman and CEO Jack F. Reich
ert, but he reportedly had clashes with a senior 
vice president. In a Wall Street Journal article, the 

company attributed his departure 

Differentiating between good 
to "philosophical and cultural differ
ences," while Reilly was reported 
to have called the corporation "dys
functional." The precise locus of 
blame is irrelevant. What matters is 
that the politics of the organization 
provoked the departure. 

and bad decisions may mean 
delving into company politics. 

policies in the face of dismal performance, and di
rectors who stick with failed policies in the face of 
shareholder discomfort, are both displaying a well
dotumented pathology of judgment and behavior. 

Add to that the natural reluctance of individuals 
to challenge the status quo. In hierarchical organi
zations, junior managers often do not feel comfort
able challenging decisions because doing so might 
stymie their advancement. As information travels 
upward, bad news is filtered out. Within the corpo
ration, then, the job of challenge falls to the CEO's 
peers and advisers - the directors. But board mem
bers also tend to be biased in favor of collegiality 
and consensus. For one, it is easier than provoking 
a conflict. For another, although they may suspect 
that a particular decision is wrong, directors in 
most cases have little evidence on which to base a 
debate. In large organizations, most board members 
are not on site and have little direct, personal con
tact with product markets. Without evidence, they 
are reluctant to speak up. Board members who chal
lenge a policy risk being wrong and damaging their 
reputations. Those behavioral realities also explain 
why the corporate governance reforms suggested 
by economists, such as takeovers and leveraged 
buyouts, do not work over the long term. !See the 
insert "The Limits of Economic Solutions.") 

The reticence is further exacerbated by the politi
cal complexity of decision making at the top levels 
of a corporation. Personalities intrude. Points of 
view differ. For the board member, trying to differ
entiate between good and bad decisions may mean 
delving into organizational politics and probing 
personal agendas. That can be awkward and un
comfortable. What's more, the individuals under 
scrutiny may discourage such attention. 
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Finally, one must take into ac
count the corporate life cycle. Many corporate fail
ures occur because the team of decision makers is 
tired. Managers get set in their ways. The founders 
who were once innovators run out of ideas. If dia
logue is discouraged, who reenergizes the corporate 
organization and how? What forces catalyze a new 
era of entrepreneurship? 

The managed-corporation model plays into the 
weaknesses of human and organizational behavior 
and allows mistakes to go uncorrected until they 
become catastrophes. It also does not encourage 
corporate renewal. Consider the chain of events at 
one small Midwestern tool manufacturer with $50 
million in sales. The company had built a franchise 
in a line of high-end products sold through hard
ware stores. In the late 1970s, the retail market be
gan to change. There were increasing numbers of 
large discount retailers, which were less interested 
in carrying complex, high-end products. In re
·Sponse, the CEO decided to enter the retail market 
directly, opening small company-owned stores 
across the country. But the management team had 
no retail skills, and the operations were troubled. 
Retail expansion continued for ten years despite 
losses. Profits in manufacturing kept the company 
alive and funded the retail disaster. Then, in the 
early 1990s, the recession bit and the company 
went into crisis. 

Throughout the 1980s, the company's board al
lowed the flawed retail strategy to proceed despite 
clear evidence that managers lacked retail skills 
and that the expansion was becoming a black hole. 
The board's reticence continued even as a sliding 
stock price caused some investors to express con
cern and others to desert the company. Some mem
bers of the board later acknowledged that it had 
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The Managed Corporation Versus the Governed 
Corporation: Boardroom Paradigms and Practices 

The Managed-Corporation Paradigm 

The board's role is Lo Jure, monitor, and, when 
necessary, replace management. 

Board Characteristics 

Power sufficient to control the CEO and the 
evaluation process 

Independence to ensure that the CEO is honestly 
evaluated and that directors are not compromised by 
conflicts or co-opted by management 

Board procedures that allow outside d1rect0rs to 
evaluate managers dispassionately and effectively 

Policies 
Separate the CEO and chair (or lead outside director) 

Board meetings without the CEO present 

Committee of independent directors to evaluate 
the CEO 

lndependent £1J1ancial and legal advisers to outside 
directors 

Explicit yardsticks for judging the CEO's 
performance 

been a mistake to allow management to continue 
to pursue its retail objectives. But they had not 10-

tervened, because they had followed the protocols 
suggested by the managed corporation. They had 
regularly assessed the company's overall perfor
mance but had never felt they could question the 
management team's competence. In a troubled in
dustry, continuing profits in manufacturing had 
kept the company above water. Because the senior 
managers were not clearly fai ling, the board let 
them pursue their chosen strategy. Of course, in 
retrospect, the board's intervention to reverse the 
failed retail strategy could have saved the company. 

Another example is the case of Picadilly Cafete
rias. Picadilly, a chain of family-style restaurants, 
had built a s trong customer base with a simple 
strategy: high-quality home-style cooking. But in 
1986, Picadilly's CEO suddenly decided to substi
tute mass-produced products in the company's 
recipes in order to cut costs. The board allowed the 
plan to proceed, despite its potential conflict with 
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The Governed-Corporation Paradigm 

The board's role is Lo foster effertive decisions and 
reverse failed policies. 

Board Characteristics 

Expertise sufficient to allow the board to add value 
to the decision-making process 

Ince nu ves to ensure that the board is committed to 
creating corporate value 

Procedures that foster open debate and keep board 
members rnformed and attuned to shareholders' 
concerns 

Policies 
Required areas of expertise that must be represented 
on the board, such as core industry and finance 

Mm1mum ume commitment of 25 days 

Large options packages for directors 

Designated critic to question new policy proposals 

Regular meetings with large shareholders 

Board members free to request information from 
any employee 

Picadilly's core source of strength with customers. 
The chief financial officer, James W. Bennett, ques
tioned why the company would change its proven 
recipes overnight without so much as a test pro
gram. Receiving no answer, he quit. Six years later, 
in 1992, with profits and market share declining, 
the board fired the CEO and brought Bennett back 
in his place. He quickly reversed the recipe deci
sions and, with them, the company's slide. The ob
vious question is, Why did the board allow the pre
vious CEO to change the business's core strategy 
when the new plan was so clearly suspect? 

The recent, very public crises at some of the 
largest U.S. corporations reflect the same dynam
ics. At Westinghouse, by the late 1980s, there were 
clear internal warning signals about the company's 
aggressive move in to financial services: great risks 
were being taken by a relatively inexperienced divi
sional team. The move was allowed to continue 
and expand until, in the early 1990s, it blew up and 
dragged the company into disaster. American Ex-
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press suffered several years of dismal performance 
in its core credit-card division before one director 
brought the situation to a head by compilmg a list 
of management policy initiatives and shortfalls 
that had gone unchallenged by the board while the 
business atrophied. 

At Borden, the board allowed a disastrous con
glomeration strategy to proceed throughout the 
1980s despite signs that the businesses bcmg as
sembled were not working together. At least 90 ac
quisitions had been made during that penod. Then 
the board brought m a new CEO, Anthony S. 
D' Amato, to fix the problems. D' Amato pursued 
a strategy of consolidation and streamlmmg, but, 
over the next five years, he made 

THE GOVERNED CORPORATION 

focus is not on monitoring managers but on im
proving decision making. The goaJ should be to de
crease the possibility of mistakes and to increase 
the speed with which they are corrected. 

The most important step 1s to involve directors 
and shareholders in decision making. Just as a 
democratic political system cannot work without 
mvolved citizens, corporate governance cannot 
work without the informed mvolvement of the 
three critical groups: directors should help man
agers make the best possible decisions, and major 
shareholders should be able to speak directly to se
nior managers and the board about what they think 
of corporate policies and dec1S1ons. Input from di-

many missteps in implementation. 
The board waited until shareholders 
were on the verge of revolt and then 
sacked D' Amato and brought in 
Ervin R. Shames. But that was not 
the answer. Borden's stock went into 
a free fall. The board gave up and sold 
the company to Koh Iberg Kravis 

Three critical constituencies
managers, shareholders, and the 

board- must all have a voice. 

Roberts for less than $14 per share, three years ear
lier, the companys stock had been at S30 

Cases of shareholder challenge and even of corpo
rate takeover illustrate that specific policies arc 
what matter, not the overall competence of CEOs, 
and that the real problem wtth boards 1s an un
willmgness to challenge specif 1c policy decisions. 
In the late 1980s, several investors mounted an at
tack on Gillette, which was undervalued by finan
cial markets. A world power 111 the consumer prod
ucts market and shaving products m particular, 
Gillette was gener3ting enormous cash flows but 
had high costs and complacent managers The com
pany fought off its challengers, and, 10 the process, 
its managers reevaluated many corporate policies 
Following the takeover attempts, CEO Colman 
Mockler cut costs and restructured, and Gillette's 
performance soared. It remains strong under the 
leadership of a new CEO. The obvious question is, 
Why didn't the Gillette board prod Mockler to 
make those changes before? Insiders say Mockler 
and the board knew Gillette was undervalued but 
spent more time debating takeover defenses than 
questioning which policies were causing the valua
tion gap. In the managed corporation, boards do not 
prod managers when performance is not a disgrace. 

Creating the Governed Corporation 

Given the real problems that lead to corporate 
failure, what 1s to be doncl The answer lies m creat
mg a model of corporate governance in which the 
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rectors and shareholders can mitigate the behav
ioral problems that cause companies to cling to bad 
decisions. And 1t can open up decision makmg-fos
tcring debate, bnngmg in better information, offer
ing new perspectives, and reducmg false consensus 
and insularity. With shareholders and boards in
volved in decision making, the corporation 1s gov
erned rather than managed because the three criti
cal constituencies all have a voice. 

To create the governed corporation, companies 
must start by rcthmkmg the role of directors. The 
board must be proactive - and effective - in the 
policy making process. That goal requires a differ
ent set of board changes than the usual corporate 
governance reforms. Independent directors and 
CEO audits, for example, arc not key because nei
ther helps board members participate effectively 
111 decision making. In fact, a myopic emphasis on 
111dependence may hurt board effectiveness by en
couraging detachment rather than involvement. 

Five broad areas of change arc needed. First, board 
members must be expert. Directors must be well 
versed in the complexities of the company and its 
industry, of finance and financial structure, and of 
relevant law and regulation Many boards have 
little aggregate expertise in the core mdustry or fi
nance; such a board simply cannot be an effective 
partner 111 decision making. For example, in 1993, 
CalPERS CEO Dale Hanson asked IBM board mem
bers how many of them had a personal computer on 
their desks; the answer was none. How could such 
a board assess IBM's position m the PC market? 
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Second, board-meeting procedures should focus 

on debating new decisions, strategies, and policies, 
not just on reviewing past performance. That 
means running meetings differently. The bulk of 
agenda time should focus on new strategies and or
ganizational change. New boardroom procedures 
should be instituted to encourage debate. For ex
ample, instead of a lead director, boards should con
sider appointing a designated critic for each major 
policy decision. That ensures that new policy pro
posals are evaluated effectively and makes criti
cism expected and acceptable. 

Third, directors need better access to informa
tion - on products, customers' viewpoints, market 
conditions, and critical strategic and organizational 
issues. Typically, directors receive information 
packets shortly before meetings. If they arc to be 
paru1ers in decision making, directors must be em
powered to seek out their own information from 
those in the corporation, and they should be re
quired to get firsthand knowledge of the business. 
At General Motors, new board guidelines empower 
directors to ask anyone in the company for infor
mation. At the Home Depot, directors are asked to 
visit stores regularly to get feedback from cus
tomers and employees. 

Fourth, directors should be required to devote a 
substantial portion of their professional time to the 

Overall, the goal of the reforms is to make the 
board function not as a distant referee but as part 
of a team of decision makers. Shareholders should 
not want boards to be independent and distant, 
concerned only with their downside liability if the 
corporation plunges into disrepair. Instead, share
holders should want board members to feel depen
dent-not on the CEO, but on the company-for their 
own incomes and reputations. Directors should feel 
that their own personal fortunes hinge on their abil
ity to create value through their service. Then they 
will be proactive in evaluating opportunities and 
correcting flawed policies. 

Once board policies are changed, communication 
must be improved among managers, boards, and 
capital markets. Large outside shareholders - re
sidual claimants on the corporation's long-term 
profits-are in an ideal position to render an outside 
second opinion on corporate policy. Boards and 
managers need to hear that opinion directly as a 
check on insularity. 

Failure to consult major shareholders on impor
tant matters of corporate policy is equivalent to 
elected representatives failing to consult their con
stituents. Yet a survey of approximately 150 corpo
rate chief financial officers that I conducted last 
spnng indicates that few boards have direct knowl
edge of shareholders' concerns. When asked, "Does 

your board fully understand the con

Director compensation-usually 
$25,000 to $50,000-should be 
increased by about 500% and 
linked to stock performance. 

cerns and viewpoints of your share
holders and of capital markets?" 
two-thirds said no. To the question, 
"Has your board made a significant 
policy decision that you knew to be 
counter to the interests of sharehold
ers and detrimentaJ to value?" half 
said yes. When asked, "Is your board 
failing to take actions that you be-

corporation. At many corporations, four to six 
board meetings per year is the norm-hardly enough 
for meaningful involvement in decision making. At 
Ge,neral Motors, directors spent an average of 24 
days on company business in 1993. At Lockheed, 
another corporation with an active, involved board, 
there are ten full board meetings per year plus nu
merous committee and partial meetings. 

Fifth, board members must have the right incen
tives. They cannot be expected to undertake the 
difficult task of formulating and challenging corpo
rate policies unless real gains are associated with 
successful service. Director compensation-typically 
$25,000 at a midsize company, $50,000 at a large 
one-should be increased by about 500% and linked 
to stock performance. 
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lieve the company should take to 
maximize value and performance?" half said yes. 

Formal policies are needed to create a structured 
interaction among shareholders, boards, and man
agers. Several.corporations, including IBM and 
Westinghouse, have created board-level commit
tees on corporate governance to keep tabs on gover
nance practices and the concerns of shareholders. 
Other companies, such as Lockheed, consult di
rectly with shareholders about prospective policies, 
particularly those concerning capital markets, be
fore they are implemented. 

A promising area for direct communication 
among shareholders, managers, and the board is di
rector nominations. For many decades, director se
lection has relied on the perspectives of corporate 
insiders - board members and managers. Yet direc-
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tors are supposed to reflect the preferences and 
views of outside shareholders and hence outside 
markets. Several companies, including Lockheed, 
Beckman Instruments, and Time Warner, have in
stituted a consultative process for director selec
tion in which shareholders have suggested n01ni
nees and, in some instances, vetoed prospective 
candidates. The result is a process that does not 
deed shareholders any formal powers but allows 
them to give crit ical input informally. 

The reforms that I have described can be devel
oped by general counsels, CFOs, CEOs, and board 
members. The idea is to put them in place when the 
corporation is functioning and performing well, be
fore a crisis arises. Crises signal a failure- a break
down - of the corporate governance process. If 
boards, managers, and shareholders adopt proce
dures based on the governed-corporation model in 

THE GOVERNED CORPORATION 

efforts threaten to shatter the old corporate paradigm 
that splits corporate governance into three distinct areas 
of functional responsibility: shareholders elect directors; 
directors hire management and set broad corporate prior
ities; and management runs the company's day-to-day 
operations. 

At Sears, for example, shareholders pressed man
agement to reverse its diversification into financial 
services and concentrate on its retail core; the com
pany responded, and performance improved. In the 
fall of 1994, money manager Ladenbcrg Thalman, a 
significant shareholder of Conseco, raised concerns 
that the company's phµmed acquisition of Kemper 
Corporation would prove economically harmful. 
Conseco abandoned the acquisition attempt. At 
Chrysler, investor Kirk Kerkorian publicly ex
horted management and the board to stop hoarding 
cash; the news of Kerkorian's suggestions sent 

Chrysler's stock up nearly 10%, and 

Governance reforms should be 
put in place before a crisis, when 
a corporation is doing.well. 

the Chrysler board responded with 
new financial policies. 

The new, informed policy involve
ment of large shareholders is a nec
essary founda tion for the governed
corporation model. But the true spirit 
of the governed corporation is not 
realized when shareholders instigate 

good times, then when difficult issues arise, the 
dynamics of a well-governed corporation will pre
vail. The board will function as a team, sharehold
ers will have input, and the company can make 
quick and relatively painless midcourse corrections 
rather than suffering decline and crisis. 

Ten years ago-indeed, for the bulk of the twenti
eth century-corporate decision making could not 
have been reformed easily in the ways I have de
scribed. Shareholdings were small, and sharehold
ers were dispersed and passive. Creating a model 
of corporate decision making that did not cede 
most of the power to the CEO was virtually impos
sible. But, as noted earlier, ownership has become 
increasingly concentrated in the past decade, and 
large institutional investors are mQtivated to pro
tect their interests by influencing corporate policy. 
Public pension funds have been joined by private 
money managers in seeking both discrete policy 
changes and long-term policy involvement in port
folio corporations. 

In 1994, the Investor Responsibility Research 
Center, a key monitor of corporate governance ac
tivity, noted: 
Breaking with tradition, a number of large shareholders 
aggressively sought to guide corporate strategic decision 
making in 1994 by pushing for spin-offs and other re
structuring moves aimed at unlocking share value. These 
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action and companies react. The governed-corpo
ration model is achieved when corporations invite 
the participation of shareholders and strengthen 
internal decision making before problems occur, 
averting the need for contentious shareholder
initiated activism. 

Governed Corporations and 
Corporate Renewal 

The move from the managed to the governed cor
poration will come slowly and will not be pursued 
by all corporations. Such change can take years, es
pecially at companiec; governed by individuals who 
have subscribed to the old philosophy for decades. 
Indeed, some executives will actively oppose the 
new way of viewing boards, managers, and share
holders. Consider the opinion expressed by one 
CEO in a recent interview in Inc. magazine: "I want 
only one thing from a board: compliance. Directors 
can make only one of two statements. It's either 
'I agree' or ' I resign.' "Board members, too, can be 
resistant to change, particularly if they are isolated 
from the needs of the corporation and steeped in the 
old, conservative approach. 

But many companies are moving in the right di
rection. As noted earlier, General Motors, the 
Home Depot, Lockheed, IBM, Westinghouse, Beck-
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man Instruments, and Time Warner have already 
taken some steps toward becoming governed corpo
rations. Another example is Bay Networks, which 
was created last fall, when Wellfleet Communica
tions and SynOptics Commumcations merged. Af
ter the merger, the management team created a 
board of six individuals who have a great deal of 
computer and technology expertise. Each director 
received a package of new options, thereby giving 
the new board a stake in making the merger work. 
The board of Compaq Computer is also widely 
known for its expertise and the high level of in
volvement of board members in the 

institutional investors were pressuring the board to 
take action. Finally, it did. After a major restructur
ing, the current CEO, Lawrence Perlman, was put 
in charge. In 1992, Control Data downsized and be
came Ceridian. Perlman, who came to his position 
in part through the efforts of major shareholders, 
has a very different perspective from Norris's, 
which is reflected in how Ceridian is governed. 

Perlman has moved Ceridian's board to center 
stage in decision making. Major questions of corpo
rate policy - restructurings, capital-structure deci- ' 
sions, and overall strategic direction - are subjects 

corporation's policies and strategics. 
None of those companies have 

fully realized the model of the gov
erned corporation yet. But each rep
resents progress - a growing recogni
tion of the importance of board and 
shareholder involvement m decision 
making. Moreover, the number of 
different approaches shows that gov
ernance policies will, and should, 

Ceridian Corporation's CEO has 
moved the board to center stage 
in decision making and actively 

sought shareholder feedback. 

vary according to organizational needs, leadership 
styles, and corporations' internal politics. 

Some corporations have made great progress to
ward the governed-corporauon model. Take Cerid
ian Corporation, whose core businesses are de
fense electronics and information services. Five 
years ago, the company-then Control Data was on 
a financial precipice. Since then, Jt has rebuilt its 
business franchise, replacing an insular decision
making process with one that is participative and 
strongly connected to both board members and 
major investors. 

At the end of the 1980s, Control Data, one of 
the first major computer companies, was among 
the most extreme manifestations of the managed
corporation model in the country. CEO William 
Norris made decisions autonomously. Often, those 
decisions appeared at odds with economic reality. 
Control Data had spiraled downward, and Norris 
had circled the wagons. As one insider put it, man
agement spent far more time concocting takeover 
defenses than running the business. 

Throughout that period, the Control Data board 
was shut out of the decision-making process. It did 
not question management decisions, and manage
ment would not have allowed it to. Once, in the 
late 1980s, the board's finance committee opposed 
a proposed acquisition. Management proceeded 
with the acquisition, and the finance committee 
was abolished. 

By 1990, the company's performance had become 
so bad that its very survival was in question. Major 
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for debate by the full board. Before major decisions, 
managers provide directors with extensive infor
mation and ask them to come prepared to criticize 
new mitiatives. A recent capital-structure decision, 
for example, mvolved more than 200 pages of brief
ing material on industry practices and potential 
valuation consequences. 

Ceridian has also been among the most aggres
sive companies 10 seeking a direct, ongoing dia
logue with its major institutional shareholders. It 
seeks shareholder feedback both on overall corpo
rate structure and on specific prospective policies. 
After the company spun off its computer operations 
and adopted its new name, Perlman invited the top 
ten institutional shareholders to attend a board 
meeting to talk about the newly restructured com
pany. His aim in organizing the meeting was to pro
mote understanding between board members and 
shareholders. 

In 1994, Ceridian was contemplating the use of 
targeted stock to enhance its financial flexibility. 
Under the plan, the company would have issued 
separate classes of stock, tied to its separate busi
nesses of defense electronics and information ser
vices. The plan offered additional capital-market 
flexibility. But Perlman also recognized that target
ed stock is controversial among investors. So he 
raised the idea in general terms with some of Cerid
ian's top institutional shareholders. The response 
was not enthusiastic; in fact, no shareholder was in 
favor of using targeted stock. Shareholders were 
concerned that it would confuse the market and 
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raise questions about which business Ceridian was 
most committed to for the long term. 

Perlman reported the results of those conversa
tions to the board. The board weighed a number of 
factors, including the positive reco.mmendation of 
the company's investment banker and the negative 
views of shareholders, and decided not to pursue 
the targeted stock plan. One reason was shareholder 
sentiment. Board members and Perlman felt that 
pursuing a major policy initiative that the corpora
tion's major owners opposed made no sense. 

Ceridian operates in a highly competitive and un
certain industry. The policies just described do not 
guarantee that it will be able to beat its competi
tion. But they have kept Ceridian in tune with its 
markets and reduced the risk of major mistakes in 
policy. From the restructuring to the end of 1994, 
Ceridian added more than $1 billion of market 
value for its shareholders. That is largely due to the 
fact that Ceridian is governed rather than managed. 

The power and promise of the governed corpora
tion are clear. Governed corporations have more ro
bust, pluralistic, and adaptable decision-making 
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processes. There are more new ideas. The oversight 
process is less personalized: it focuses not on the 
competence of the CEO but on the effectiveness of 
the organization. There is less risk that insularity, 
stasis, and false consensus will blind the organiza
tion and tie it to mistaken policies. The policies of 
the governed corporation make the organization ac
countable to its markets. 

In the political arena, U_.S. citizens recognize that 
an open decision-making process is an effective 
one. The same is true in corporate governance. 
Over the long term, an open, flexible process with 
involvement by boards and shareholders creates 
stability and lessens the likelihoo.d of convulsive, 
contentious change. 

The manager-centered, hierarchical process of 
decision making that has ruled U.S. corporations 
was the consequence of decades of dispersed owner
ship and shareholder passivity. The activism of 
large shareholders has laid the necessary founda
tion for a different approach. Policies that re
introduce shareholders and boards into decision 
making will create healthier, more self-renewing, 
and more flexible corporations. ~ 
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Overview: 

F[fea:ive Governance: The Role of the Leader 

Wednesday, March 20, 1:30 - 3:00 PM 

Richard Chait 

In this class, we will review the best practices of the most effective boards and discuss 
a model for "re-engineering" governance. 

Readings: 

• Chait, Richard. "How to Govern More and Manage Less." 
(to be distributed at the end of class.) 



Overview: 

Journeying to Vision 

Wednesday, March 20, 3:15 - 4:30 PM 

Daniel Marom and Gail Dorph 

This session presents an example of a school that has engaged in a serious examination 
of its vision and educational goals. Ray Levi, the head of the Agnon School in 
Oeveland, will discuss his decision to embark on a goals process in his institution. He 
will share the strategic steps that he took, the ways in which his work has changed and 
how this process has affected the life of the school. This case will set the stage for 
discussions about the implication of developing goals initiatives in a variety of Jewish 
education institutions. 
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MARCH 21, 1996 



Adult Development: TransfonnatiDnal Learning 

Thursday, March 21, 9:00 AM - 12:00 PM 

Bob Kegan 

Overview: 

How do we foster conditions at work that promote the possibility of real growth and 
development for ourselves and our employees? Research findings in the field of adult 
development make clear that there is life after adolescence: the growth of the mind 
does not end in puberty. Thus, professional development designs aimed only at 
updating, skill training, and infonnation-transfer miss the possibility that we all need to 
experience our own personal growth at work, not merely learning more but knowing 
differently. 

This double-session workshop will acquaint participants experientially with 
transfonnational learning processes and practices aimed at enhancing work as a climate 
for personal and professional growth. Through brief lecture, guided reflection, and 
discussion we will engage such questions as: How can we and our colleagues make 
our professional practice a richer context for our own learning? What enhances our 
capacity to foster a work community of maximum regard? How can we make 
productive use of both our own inner contradictions and the conflicts we experience 
with others at work? 

The workshop puts no one on the spot; all reflection gn go on privately. But 
participants are asked to consider making their own development and opponunities 
available to let others know of their learning. 

The only required preparation is to come to the sessions having considered the 
following question: 

What sorts of things would be more supportive of your own growth or 
development at work if they were to happen more ( or happen less)? 

Reading: 

• Osterman, K. and Kottkamp, R. "Rethinking Professional Development." (From 
Reflective Practice for Educators: Improving Schooling Through Professional 
Development. 



) 
Reprinted by permission from Corwin Press, Inc. 

Osterman, K. and Kottkamp, R. Reflective Practice 
for Educators: Improving Schooling Through Pro,fes
sional Development. Newbury Park, CA: Corwin Press, 
Inc. 1993. 

2 Rethinking Professional 
Development 

In Chapter I , we examined rcncc tivc practice through u wide-angle 

Je ns. The subject wa:s a concephial framework for nndcrstandling in
dividual and org:mizational stability and change and the promise of 
reflective practice 11s II means of fucililating significant clrnngc. 

In this chapter, we narrow the lens angle to focus more directly 

on reflective practice as II process of professional development. TJ,c 
subject is formal professional development because, while reflective 

praclice may take place in .iny situation, it is almost ulways learned 

in a formal learning setti ng of one kitnd o r another-and our purpose 
in writing is to encourage the development ;111d nunurc of s11ch learn
ing opportunities. T•1e first part of t11is chapter describes reflective 

praclice 11s a professional development process: What docs it look 

like? How docs it begin'! The second part of the chapter contrnsti: this 
mode of professiorrnl development with more traditio nal approaches 
focusing on differences in assumplions, conte111, and processes. 

18 
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REFLECTIVE PRACTICE 

Defining Reflective Prnctice 

Rcllectivc practice, while often confused with reflection, is 11ei

thcr a s1>litary nor a rel:ixed mcdit:Hivc pn'lccss. To the contrary, reflec
tive practice is n challenging, demanding, and often trying process 
that is most successful as u collahorn1ive e ffort. 

A It hough the term reflective pmclice is imerprcted and understood 
in different ways, 1 within our discussion, rctlcctive prnctice is viewed \ 

as a mcnns by which practitioners can develop a greater level of self- I 
awareness J1bo11t the nature and imp,,ct of their performance, un 
awareness lhat crea tes opportunities for professional growth and 

development. : 

As explained in Chapter I, nw..rcness is essentia l for belu1vioral 

change. To gain a new level of insight into personal behavior, the re
flective practilioucr assumes a dual stance, being, on one hand, the actor 

in a drama nnd, on the other hand, the critic who s its in the a udience 
watching and analyzing the entire performance. To achieve this per

spective, individuals must come to an unde rstanding of their own 
behavior; they must develop a conscious awareness of their own 

actions and e ffects and the ideas or theories-in-use that shape their 

action strategies. 
Achieving 1his level of conscious awareness, howcv«!r, is not an 

easy task. Theories-in-use, as we have seen, arc not easily anicu
latcd. Schon ( 1983) has described this process in the context of 
professional practice. As he explained, professional knowledge is 

grounded in professional experience: "Competent prnr.tilioners usu~ 
a lly know more than they can say. They exhibit a kind ofknowing-in

pr:icticc, moi;:t of which is tacit" (p. viii). Consequently, when asked, 

master lcachcrs or ma:acr administrators arc often unable to identify 
the compone11ts of thci r work thal lead to successful outcomes. 2 Sim

ilarly, practitioners who want to improve their performance are often 

unclear about how their own net ions prevent them from being morn 

successful. S:o, if the purpose or rcflcc1ive practice is to e nhanc~ 
awareness o f our own thoughts and action, as a means of professional 
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growth, how do we begin this process o.f reflection? How do we begin 

to develop a critical awareness about our own professional practice? 
Where do we start? 

Reflective Practice as Experiential learning 

Reflective practice is located within the older tradition of experi
ential learning and also the more recently defined perspective of 
situated cognition. Experiential learning theorists, including Dewey, 
Lewin. and Piaget, maintain that learning is most effective, most 
likely to lead to behavioral change, when it begins with experience, 
and specifically problemntic experience. From experience and re
search. we know that learning is most effective when people become 
personally engaged in the learning process, and engugement is most 

likely to take place when there is n need to learn. [n professional 
programs, for example, fruitful learning often doesn't begin untml the 
person is on the job. Situated cognition focuses on both the process 
and the context of learning. In a view popularized by the recent 
auention to problem-based learning (Bridges, 1992), situated cog
nition proponents maintain that learning is best accomplished through 
an active, social, and authentic learning process. Learning, they 
argue, is most effective when the leamer is actively involved in the 
learning process, when it takes pluce as a collaborative rather than 
an isolated activity; and when it takes place in n context relevant to 
the learner (Brown, Collins, & Duguid, 1989a, 1989b; Prcstinc & 
LeGrand, 1991). 

Experiential learning theory maintai ns further that learning is a 
dialectic and cyclical process consisting of four stages: experience, 

observation and reflection, abstract reconceptualization, and exper
imentation (Kolb, 1984). While experience is the basis for learning, 
learning cannot take place without reflection. Conversely, while re
flection is essential to the process, reflection must be integrally linked 
with action (Figure 2.1). Reflective practice, then. integrating theory 
and practice, thought and action, is. as Schon described, a "dialogue of 
thinking and doing thro1J1gh which I become more skillful" ( 1987, p. 3 1 ). 
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Figure 2.1, Experiential Learning Cycle 

/aKJETE-.a ~ 
ACTIVE OBSERVATION & 

EXPERl~NTATION ANALYSIS 

~ ABSTRACT / 
RECO.NCEPllJALIZA TION 

In lhis cyclical process. learning or the process of inquiry begins 
with what Dewey ( 1938b) described as a problematic or an indeter
minate situation: a troublesome event or experience, an unseuling 
situation that cannot be resolved using standard operating proce

dures. Prompted by a sense or uncertainty or unease, the reflective 
practitioner steps back to examine this experience: What was the 
nature of t.he problem? What were my intentions? What did I do? 
What happened? In the process of observing and analyzing this ex
perience, problems emerge. The problem-a discrepancy between 
the real and the ideal, between intention and action, or between action/ 
and effects-further stimulates the inquiry and motivates the learner/ 
to absorb :new information as part of an active search for belier 
answers and more effective s.tratcgies. The final stages of the process 
involve reconceptualization and experimcnliltion. Having examined 
and analyzed the experience, the learner moves again into the realm 
of theory. Now motivated by an awareness o f a problem, the learner 
uses new information lo develop alternate theories that are more 
useful in explaining the relationship between actions and outcomes 

and lo begin the search for siralegies that arc more consistent with 
espoused theories and more effective in achieving intended out
comes. This changed perspective becomes a s timulus for experimen
tation: New theories suggest different strategies that can then be 
tested through action. In short, raising questions about practice begins 

a learning process that leads to behavioral change. The section that 
follows illustrates each of these stages in more detail. 

) 
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Co,icrete experience. Consistent wilh the model outlined above, the 

first step or the le~ming process is to identify problematic situations. 

Because the intent of reflective practice is to improve the quality of 
professional performance, we begin our inquiry by focusing on prob
lems of practice. 

There are many diflerent types of problems (Getzels , 1979).3 In 
some situations, the problem, with readily available solutions, is pre
sented to the problem solver. In other situations, the problem emerges 

from one's own experience. In whatever form, problems arise out of 
a sense of discomfort or a desire to change. There is a discrepancy 

between what we perceive to be and what we conside r desirable; in 
some way, the situation falls short of the ideal. 

These discrepancies come to our auention in different ways. In 

some cases, information from another source-an individual or group 
or a report- helps us to see a problem .. The space creature described 

in Chapter 1, for example, observes thul, despite attempts at remedi
ation, the pulled-out .students continue to fall further behind and 
leads us to see a problem embedded in the daily schedule. Test scores 

demonstrating the progress (or its lack) among these students might 
serve the same purpose. 

In other cases, our own experience helps us to identify problems. 
The new principal, for example, enthusiastically assumes the posi

tion omly to find that, 6 months Inter, he or she is treated with mistrust 
by teachers. In this situation, a perceived discrepancy between intent 

and accomplishment creates a sense of a problem. 

Dilemmas can also lead to problem identification. For example, in 

the course of making student assignments, an e lementary school 
principal experienced being pulled bet ween assigning each of a pair 
of twins to different rooms, the standard policy, and assigning them 

to the same room because of number imbalance and olhcr issues. 
Problem identification may also come through a surprise or atten

tion to the unexpected. The same principal, a member of the district
wide administrative reflection group described in Chnpter 7, once 

reported a surprising telephone call at a reflection meeting. She had 

been berated by a frie111d for her position on a proposed change in the 

reading curriculum. This call focused her attention and, when she 
introduced the issue in the administrative reflection group, led the 
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entire group to a new level of understanding and awareness of a more 
complex set of problems. Particulars of this case are recounted in 

Chapter 7. 
Regardless of how we develop awareness of the problem, its dis

covery or recognition motivates us to gather information of the sort 

the space creature possessed and moves us further into the reflection 
cycle. Acknowledgment of tbe twins' placement dilemma began an 
extended period of reflection about the children, the policy, and its 

educational and emotional effects on them and others. As a result, 
the principal altered the policy and assigned t he twins together. 

Not all problems are of equal dimensions. Problems that educators 

face, for example, come in all shapes and sizes. Some involve only 
a few people; others may involve an entire school. What is important, 

however, is not the scope or dimensions of the problem but the 
significance of the problem to the individual. In reflective practice, 

we are seeking deep engagement in learning, and relevance produces 

engagement: A relevant problem rivets attention and arouses the 
need to learn. 

Identification of problems, however, is not easy. People, and edu

cators in particular, desire to view things positively and to be optimis
tic. In response to organizational problems, discussion turns quickly to 

solutions while problem identification and analysis are cut short 
(Bolman & Deal, 1991 ). Identification of personal problems is even 
more difficult. Think of the child who comes to the parent wi-th a 

problem but cannot bring herself to disclose it. Once the problem is 
spoken, what seemed overwhelming becomes manageable, but the 
res istance initially was great. Adults arc not very different: Problems 
arc often seen as an indicator of incompetence and failure. As a. result, 
most of us have effective defenses for preventing problem recognition. 

With practice in reflection, we learn to take a conscious orie.ntation 
toward problem finding; but. initially, this step of the process may 1 

seem difficult or feel "unnatural." Although this skill develops quickly, 

because the learning cycle begins with problematic experience, one 

of the initial tasks of the facilitator in a formal reflective practice 

setting is to e nable individuals to uncover or discover problematic 

situations within the context of their practice. Specific techniques 

arc described in Chapters 3 and 4. 
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Observation and a11alysis. In the first stage of the process, the in
quiry is focused on a particular aspect of practice. Finding the problem 

motivates the practitioner; there is a genuine need for new informa
tion. In the second stage of the process, the practitioner assumes the 
role of a researcher and begins to gather information. Because re

flective practice focuses on personal behavior within the profes
sional context, we begin to gather and analyze rich information about 
the experience and particularly about our own behavior. We become 
the critic watching our own actions on s tage. We stand back from the 
experience itself, assume a more detached stance, and step oulside 
the action to observe it critically and to describe it fu11y. 

A full description incorporates cognitive and emotional aspects of 
behavior. Until now, we've focused primarily on cognition: examin
ing espoused theories and theories-in-use. To understand experience, 
however, requires that we explore feelings that were aroused in the 
situation. Actions are influenced not only by ideas but by fee lings as 
well; only by understanding the personal reactions of ourselves. and 
others can we come to a full understanding of the problem and de
velop appropriate solutions. Consequently, when we gather informa

tion about experience, we mean the full range of human experience 
including beliefs, values, intentions, attitudes, feelings, ideas, and 

action (Osterman, 1990). 
The means of obtaining observational data are broad and limited 

only by our own creativity. The purpose of the research inquiry is to 
further understanding in ways that will improve the craft perfor
mance. To meet that objective, we gather information in a wide variety 
of ways: self-reports and recollections, observations of our practice 
or simulated practice by others reported to us in various ways, com
pletely objective data recorded on uudio- or videotapes, documents 
such as memos, journals, minutes of meetings, or supervisory con
ference reports, feedback from survey research and action research 
projecls, and sometimes information from debriefing of deliberately 
generated behaviors such as role plays. Much, if not most, of the 

d:lla we collect in the observational phase will be qualitative rnthcr 

than quantitative. The basic issues remain-usefulness,, richness, and 
comprehensiveness. 

) ) 

Rethi11kitig Professional Developme11t 25 

Once information is at hand, we analyze the experience; we reflect 
upon it. Again, our goal is to achieve the detached perspective of the 
drama critic or the space creature. In the observational phase. our 
purpose was simply to describe 1he experience in a multidimensional 
and comprehensive way. Through reflection und analysis, we strive 

to understand the experience. Within the framework of the model 
presented in Chapter I, we examine expcrienc,e-both actions. and 
outcomes-as a means to articulate and understand espoused theo

ries and theories-in-use. Why did events take place as they did? What 
ideas or feel ings prompted my uctions? Did my actions correspond 
with my intentions? Did my uctions lcud to the outcomes I intended? 

The term reflectio11 is often thought of us a solitary and meditative 
process; and, in fact, analysis may be done alone-while listening to 
a tape recording of a committee meeting, watching ourself teach on 
a videotape, or analyzing !he contents and altitudes contained in our 
memos. Nonetheless, becuusc of the deeply ingrained nature of our. 
behavioral patterns, it is sometimes difficult to develop a critical · 
perspective on our own behavior. For that reason alone, analysis 1 

occurring in a collaborative and cooperative environment is likely : 
to lead to greater learning. The whole committee might analyze the 
tape recording; you and a supervisor might probe into the teaching 

episode together; a colleague who has "shadowed" you all day might 

help to analyze what he or she saw. 
The process of inquiry began with a problcmlllic or indeterminate 

situation. In the initial stages, understanding of the problem m~y 
have been lillle more than an intuitive sense or a gut feeling that some
thing was wrong or could be better. Through 1~1esc integrally !:inked 
processes of observution and .analysis, we come to sec clearly the 
discrepancies, incongruities, and failures to reach intentions. The 
problem begins 10 emerge more clearly, und we begin to see our own 

role in the problem more clearly. 
An example from the administrative reflection group illustrates 

how reflective. analysis affects the formulation of the problem and 
leads to even deeper reflection. The superintendent described his 

concern about essays a group of high school seniors had written after 
returning from several weeks as exchange students in Moscow. As 
he explained, the essays lacked feeling. They followed the essay 
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form but communicated little meaning. Over the next few months, 
the group analyzed this problem and from their discussio n emerged 
a much broader concern about the orientation of secondary teachers 
as "dispensers of knowledge." At this point, the problem had shifted. 
The issue was no longer the quality of student essays but a pervasive 
instructional orientation that does not fos ter the learning outcomes 
that they envision. This understanding led them to formulate a new 
problem: How do we as district leaders work to transform an instruc
tional orientation we be)ieve does not result in the best possible 
education? This reframing also motivated them to search for their 
own metaphor for secondary teaching and provided an ongoing focus 
for group reflection. 

Argyris and Schon (1974) made a distinction between single-loop 
learning and double-loop learning. The "fix-it" model is a form of 
single-loop learning: A solution is di:vcloped to correct the present
ing problem, but the underlying causes o f the problem are neither 
recognized nor addressed. Single-loop learning is large ly ineffective 
in contributing to long-term solutions to problems because the under
lying assumptions that reinforce the i neffective behaviors are 

1 never examined. Double- loop learning, on the other hand, holds tl1e 
potential for real change because it examines these underlying as
sumptions, or theories-in-use, as part of the problem-solving pro
cess. Analysis within the framework of rcncctive practice is designed 
to lead to double-loop learning. At the completion of this phase, the 
practitioner has come to ,In undcrslandi ng- incomplctc though it 
may be- of espoused theories and theories-in-use. With this knowl
edge in hand, the practitioner begins the next stage of inquiry: 
reconceptualization. 

Abs1ruc1 reco11cep11wli1.a1io11. In the third stage of the learning 
cycle, we consider alternate ways of thinking and acting. We con
sider new action theories that encompass the relationship between 

actions and outcomes. At this point in lhc conceptual framework 
outlined in Chapter 1, the practitioner hus identified a problem or 
problem nrca and, through observation nnd rcncction, has come to 
understand what was done and why. This theory- in -use, now artic
ulated, has been examined relative to the espoused theory and 
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assessed for effectiveness. With this complete behavioral description 
in place, the practitioner is now ready to reconsider old ideas and to 
search for new ones that will lead to a greater alignment between 

ideas, actions, and outcomes. ( 
This point in the cycle involves an active search for new ideas and 

new strategies. We arc highly motivated to find new information, 
theories, techniques, or processes to address our problem. At this point, . 
we know what we did in the prior situation, and we have an idea of 

why we did it. We are also well awure of why it didn' t work. The objec
tive now is to develop alternate hypotheses or .action research s tra t
egies that may address the problem. To do that, we gather infor
mation that will help us to develop a more effective conceptual 

and strategic approach. 
At every stage of the cycle, the nature of t'he learning has been 

personal and engaging. The problem is self-defined and relevant, and 
the process of observation and analysis in focusing on the individual 

role in the problem context generates a fe lt need to improve, change, 
or reinforce effective behaviors. At this stage of reconceptualization, 
then, the professional is strongly motivated to seek out and consider 

new ideas. 
We are prompted to try things that before we rejected. We see rele

vance in ideas that formerly seemed irrelevant. We are now able to 
make connections between theory and practice, to integrate new 
information and ideas into our practice. We arc now beginning to 

reshape theories-in-use. 
Unlike traditional models of professional development, in the re

flective practice approach, the prnctitioncr can use information from 
a wide variety of sources from the worlds o f research and practice. 
The important issue again is not the source but its utility. As Chapter 

6 illustrates, practitioners may find relevant in formation in research 
studies or other publications um1d workshops or formal study. Obser
vations or discussions with colleagues may serve a s imilar purpose. 
Confronted with the problem and now with a c learer understanding 
of the problem and our own role in that problem, the search for 
knowledge becomes more directed and focused, and-an important 

distinction- the search is sel f-directed. 
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There are many ways lo approach the reconcepl_ualization stage. 
We may do it alone through reading or finding already existing 
"answers." We may take a more creative self-definitional approach. 
And we may find great value in working collaboratively with others 
also attempting to work through solutions to the same or similar 

problems (Miller. 1990a). In working with colleagues, we greatly 
increase the pool of nvnilable ideas and resources. As one participant 
in a reflection group said: "I have available to me many lives that I 
have not lived." 

Active experime11tatio11. The final st.age in experiential learning is 
testing our reconceptualized behavior and assumptions. In the recon
ceptualization phase, we developed new action theories and framed 
them as hypotheses. With regard to collaborative decision making, 
for example, one might focus on lhe hypothesis lhat, by giving uway 
control, we gain control. We have artkulated an action theory that 
maintains that, if we act in a particular way, we can expect a par
ticular type of response. In this stage of the cycle, we begin to test 
this assumption. We muke a conscious decision lo act in u particular 
way to test this new conceptualization: We engage in behavioral ex
periments. These may be trials of our new ideas in actual workplaces 
or they may be role plays in the relative safely of a reflection giroup. 

This stage completes one cycle and begins another. The experi
ment produces new concrete experience and the learning process 
begins. anew, but with one important difference. By now, our reflec
tive skills have developed und self-awareness is acuce and focused. 
Although, in the early experiences with reflective practice, il was 
difficult to distance ourselves from oull' performance, 111 1his stage of 

experimentation we go into 1he action heller able lo handle the dual 
role of actor and drama crilic. We ourselves are more skilled at 
gathering information: We arc more aware of our own actions, more 
sensitive to the feelings and reaclions of others, and more adepl at 
using a variety of techniques to gather informalion. Al this poinl, the 
circular nature of the process is obvious. With 1hc dala in hand, we 
analyze the sequence of even ls to confirm or discon firm the new 
hypothesis. Confirma'lion reinforces the new theory and provides 
an incentive for repe11ling whul initia lly muy have been uwkward 
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behaviors. Those instances where lhe experiment doesn't work as 
expected lead to a renewed senrch to refine the theory and/or to de
velop strategies that are more appropriate tests of the theory. Whether 
the next cycle focuses in a more detailed way on lhe same problem 
or addresses another issue, it builds upon and profits from the earlier 

cycle: Learning and professional development become a progressive 

and continuing process. 

Experie11tit1I Learning in Action 

We have described reflective prac1icc as a form of experiential 
learning and have done so in a linear and segmented fashion. This 
was done for conceptual clarity but does nol adequately describe the 
process itself, which is far more fluid and holistic. As the narratives 
in Chapters 5, 6, and 7 illustrate, when we engage in reflective prac
tice, we move back and forth among the stages. For example, some 
new idea in the reconceptualization stage may momentarily cake us 
back to the analysis phase to check oul something we did not think 
about earlier. Often we will not be aware of particular "stages" in 
our reflection. In other instances, dialogue mi.ghl show evidence that 
several stages were brought into play almost simultaneously. This 
will occur even more often wt1en we become very adept at reflection, 
for reflection like other activities becomes habitual. For newcomers 
to the reflective process, whether as participants or facilitators, 
however, it is probably good counsel to keep the four stages of the 
experiential cycle clearly in mind us road signs lo guide learning and 

progress through the process. 

CONTRASTING TRADITIONAL AND REFLECTIVE APPROACHES 

TO PROFESSlONAL DEVELOPMENT 

Professional development processes share a common goal: im
proved practice. Nonetheless, there are dis,tinclly different strate
gies or route.s toward thal goal. Reflective practice is a professional 
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development process that we believe is highly effective in achieving 
behavioral change. We also maintain that reflective practice and its 
underlying assumptions are in sharp contrast with the traditional 
practice of professional development. So, while our purpose in writing 
is to encourage the use of reflective practice for professional devel
opment, we feel that the arguments about change developed in 
Chapter I are relevant here. Before we can adopt new behaviors, be
fore we can begin to introduce reflective practice as a professional 
development strategy whether in a university classroom, a school, or 
a school district, it is n,ecessary (a) that we develop an awareness of 
our habitual actions and the assumptions that shape those actions and 
(b) that we consider the effectiveness of actions relative to intentions. 

As a means of heightening awareness, the following section de
scribes two contrasting routes to professional development and com
pares their purposes, assumptions, nn<l prnctices. 

Traditional Professional Development: 
A Portrait 

If we observed a typical professional development session in a 
university classroom, 111 school district, a principal or leacher center, 
or a corporate headquarters, we would likely see this scene: The 
instructor, often an outside expert, is clearly identifiable. He or she 
usually occupies a central position al lhe front of the room and is 
accompanied by handouts and visual aids. The presentat ion usuaHy 
focuses on a single concept, program, or model that, if i mplcmented, 
will lead to positive change. Although some presentations provide a 
longer period of time (perhaps a week). the majority of professional 

development sessions range from a few hours to a day. For the ses
sion, the instructor has a carefully outHned plan intended to convey 
information to the learners. Although the learners may have an op
portunity to ask questions and experiment with the new skills, for 
the most part, they sit facing the instructor and listen. Questions tend 
to be infrequent, and presentations are seldom interrupted. Although 
ostensibly geared to "success" in the professional context, profes
sional education consists primarily of transmission of knowledge. In 
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this process, knowledge is the province of expens, and learners have 
access to it through the instructor. The instructor's role is to convey 
that information in a clear and concise manner; the learner's role is 
to absorb it. 

Reflective Professional Development: 
A Portrait 

If we walk into a reflectively based professional development ses
sion in a university classroom, a school district, or a principal develop
ment center, we arc, by contrast, less likely to be able to predict the 
scene. We might see pairs of individuals, or groups of four to six or 
more, engaged in discussion. We might observe a role play in action 
or a number of them going on simultaneously. We might find some
one providing information while others in the room listen. We might 
find everyone writing for periods of up to 5 to 7 minutes. Most likely, 
we will find participants seated in circles or around tables-but not 
in rows facing a single point. In many cases, we would not be able 
to recognize the instructor imstantly and, when we do, we will notice 
that he or she plays a very different role. He or she might be at the 
front of the room providing information, but it is just as likely that 
he or she will be seated with others participating in a discussion 
doing more listening than talking. She or he might even be out of the 

room while participants engage in cooperative learning activities and 
carry on animated, focused interaction with each other. 

While the particular activity occurring in a reflectively based 
development session is more difficult to predict than in a tradition
ally based session, there are expected behavioral regularities. Stu 
dents are active participants in the learning process, helping to es 
tablish the agenda and shaping the learning process to meet tlrleir ow 
needs. The nature of the discussion is as likely to focus on emotion 
as on ideas and the ideas discussed are those gathered from persona 
experience as well as from reading and research. Information is 
provided by all participants. Multiple centers of activity often occur 
simultaneously. Many questions are placed by different individuals 
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and answers are as likely to come from other participants as from the 
instructor. 

From these brief descriptions, it's possible to see that, while the 

two approaches may have the same goal. their immediate objectives 
or purpose are different.. It is also apparent that very different as
sumptions about the nature of learning operate in each setting and 
that these theories-in-use influence both content and process. 

Purpo.se. The ultimate purpose in the traditional model may be im
proved performance, but lhe direc1ly observable purpose-and the 
purpose embedded in the thcory-in,usc guiding the behaviors of both 
instructor and participanls-clenrly is knowledge acquis ition. The 
instructor spends most of the available time in these sessions trans
ferring information to generally passive recipients and testing lhe 
acquisition of that information. 

The immediate as well as ultimate purpose of reOective profes
sional development is not knowledge acquisition per se but behav
ioral change and improved performance. This is readily observable 
in development sessions. At1en1ion is focused directly on behavior, 
either behavior enacted before the session and recollected and ana
lyzed dlllring the meeting or behavior generated during the session 
itself. While at various ti mes the facilitator may provide information 
or theories, such presentalions are focused directly on behavior 
change and improvement of performance. 

Assumptions. From these observations, we infer that the two mod
els differ greatly in their assumptions about behavioral change . In 
the traditional model, most of the time is consumed in giving and 
receiving public knowledge, knowledge that is available to all and 
thnt is not personal or bnsed on individual experience. The primary 
assumption is that acquisition of shared knowledge will lead to be
havioral change. Theory, thoroughly understood and carefully ap
plied, means good practice. The traditional approach to professional 
development, then, reflects an underlying assumption that informa

tion is a stimulus for behavioral change, that individuals receiving 
knowledge will use it to improve performance. Knowing n better 
way to behave, individuals will simply act on the knowledge. This 
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approach places total faith in rational processes as the source of be
havior. In the terms of Chapter I, it focuses e.xclusively on changing 
espoused the,ory with the belief that, when intentions change, behav
ior will also change. This is a very simple theory of behavioral change. 
It is tenaciously held both in general education and in professional 
development-but the results typically do not match the faith put 

in it. 
In reality, there is little evidence that this approach works well and 

more reason to believe that it seldom leads to noticeable improve
ment or change in professional practice. In-service programs in schools 
and school districts, for example, typically employ research, devel
opment, and diffusion (RD& D) models or what House ( 1981) termed 
a teclmolog ictJI perspective and Bennis, Benne, and Chin ( 196 t) called 
a ratio11a/-empirical approach. In this orientation, "experts" come 
into a distric t for a day or longer and present a program that is de

signed to bring a successful change: improved instruction. higher 
self-esteem, more effective problem solving, better student discipl
ine. Despile the quality of 1he presentation and the validity of the 
model being presented, the evidence is not strong that this method 
leads to significant, long-lasting, or widesp-read change in practice 
(Firestone & Corbett, 1988; Samson, 1971, 1990). Teachers often return 
to classrooms enthused and excited about the possibility of reaching 
their students in more meaningful ways, bu1, despite the best inten
tions, fall back into the same patterns. Similarly, the administrator 
introduced to more effective methods of supervision and evaluation 
finds that day-to-day pressures and demands make it impossible to 
try the suggested alternatives. The sllltus quo maintains itself. The 
more things change, the more they stay the same. The new informa
tion or program doesn't produce the desired results. But, next year, 

another attempt at change is made. The assumption remains tlrle same: 
New information will lead to change. If the change docsn"t occur, 
the fault is with the specific idea or with the professional Lo whom 

the idea has been presented. 
The assumptions made about behavioral change in the reflective 

practice model are more complex than in the traditional model of pro
fessional development. They include the propositions about change de
scribed in Chapter I. Behavioral change comes through self-awareness 
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of formerly unrecognized assumptions lying in the theory-in-use, 
unrecognized habitual behaviors, and unrecognized negative out
comes of these behaviors. Change is a process begun not by learning 
a new idea from an expert but by recognition that something is not 
exactly "right" in one's own professional practice. It is initinted not 

through a standard set o f information received in a large group but 
through careful attention to individual prnctice. The motivating force 
behind c hange is not the goodness or usefulness of an iidea from an 
external source but the desire to function well in a professional 
capacity coupled with the aw:ireness thnl current behavior is not fully 

reaching this goal. 
In reflective practice, change includes an emotional as well as a 

rational dimension. Because behavioral change is personal change, 
it entails emotions. Emotions attach to lhe ways we view ourselves, 
our actions, and their results. When we inquire into our own unrec
ognized assumptions and behaviors and find them wanting, there is 
an emotional load associated with self-confrontation and with per
sonal wrestling about how to respond to the awareness. On the olhcr 
hand, when we inquire into our own unrecognized assumptions 
and find them to be positive und effective, there is u strong positive 
emotional response. Reflective practice assumes the centrality of 

emotion along with cognition. It strives 10 recognize, work with, and 
support the emotional aspect of behavioral change. 

That personal behavioral chunge always intersects with culture is 
another assumption undergirding rel1ecti ve practice. Unrecognized, 
habitual behaviors resull from deep acculturation. Behavioral change, 
then, entails changing the relutionship between culture and behavior, 
Often, behavioral changes resulting from successful rell-cction arc at 
odds with the ongoing larger and organizational culture. This means 

that individuals undergoing personal change will likely be somewhat 
more at odds with the norms and assumptions of the culture than 
before. Thus reflective practice assumes that achieving and main
taining desired personal changes also means working for cultural 
ch,mges, ones that will then buttress the new behaviors. Understand

ing the cultural dimension of change he lps us sec why the "fix-it" 
approach of the traditional model so frequently fails. The "fix-it" 
orientation replaces a part or piece assumed to be broken, but ii pays 
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no heed to the culture in which the part is embedded or to the relation
ship between the cultural values and assumptions and those residing 
in the part. When the " fix" is not supported by the surrounding cul
ture, it is quickly rejected. This is especially 1rue when the relalionship 
between behavior and culture remains unrecognized. 

In the way that action theories shape behavior, these assumptions 
about learning, and specificnlly professional developmenl, dire~tly 
shape the melhod of instruction that is adopted: both content and 

process. 

Content. The knowledge bases for traditional and reflective prac
tice approaches to professional development also differ. As already 
noted, the traditional approach emphasizes knowledge transmission 
as the means toward improved practice. Tlhis knowh:dge may be 
described as public knowledge, knowledge ns given, and knowledge 
as content. Public knowledge is "i nformation, skills, perspectives, 
facts, ways of knowing . .. valued because it is accepted within the 
trnditions of knowledge ... it has received some degree of acceptance 
using ' public principles that stand as impersonal standards' ... tra

ditions of knowledge thn1 have stood the test of time" (Berlak & 
Berlak, 1981, p. 145). Knowledge is given when it is assumed to be 

"a truth 'out 1here' " (p. 148), knowledge that has been discovered 
and verified. It can then be "given" or transmilled to others. Knowl
edge as content is u form of public knowledge thnt hns been organ
ized as "bodies of information, codified facts, theories, [nod) gener
alizations" (p. 147). 

The kind of knowledge transmiucd in traditional approaches, 
especially graduate courses, is often called " theory," or what Schon 

described as a knowledge that is "spcciulizcd, firmly bounded, sci
entific, and s tandardized" ( 1983, p. 23). Those who assume such 
knowledge wi ll improve practice also ussumc that what is "wrong" 
with practice or "needs improvement" is relatively generalized or 
standard across individuals and that it is best assessed and prescribed 

from an external, objecti ve position by expe rts possessing theoreti

cal knowledge. 
In the traditional model, practice assumes a secondary, subordi

nate relationship to public, giiven, or theoretical knowledge. The link 
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between theory and practice is implicit, and the learning process 
begins and ends with theory or public knowledge. The central ques
tion is this: "What do others-experts, researchers, developers of theor
etical knowledge-'know' that they think others should know?" Theory 
and practice remain separate, distinct, and unequal. "Theo,ry" courses 

are taught by academicians and workshops are delivered by experts. 
Both can be described as a struggle to penetrate the meaning of ab
stractions about organizational realities framed in abstract terms that 

make connections to concrete realities implausible. Even so-called 
practice courses, taught by practitioners-often retired administra

tors-containing mostly "war stories," are really based on many of 
the same assumptions as "theory" courses. In these cases, an individ
ual takes his or her own experience nnd .. elevates" it to the status of 
given, public knowledge and generalizes it to the needs of others 
without the support of the verifying mec hanisms used •n developing 

theoretical knowledge. Whal remains the same in both " theory" and 

"practice" traditional approaches is an external agent who decides 
what the participants need and transmits it to them. In either case, 
the knowledge possessed by the instructor is more important than 

that possessed by the lenrner and in neither case is direct attention 

paid to the individual practice of the learner. 

The knowledge bases employed in the reflective practice approach 
to professional development are more varied and complex than those 
in the traditional approach. Whereas in the traditional model of 

professional development, public, content, and given knowledge are 
both the beginning and the end of the process, in the renective model, 
this kind of knowledge is used in more limited ways. Transmission 

of such knowledge is useful in consciousness- or awareness-raising 

as a stimulus to thinking about discrepancies between intentions and 

actions or espoused theories and theories-in-use. It is also useful as 

a source of possibilities for new ways of behaving after discrepan

cies are acknowledged and the individual is motivated 10 change. 
In reflective practice, other varieties of knowledge are central. 

These are described as personal knowledge, knowledge as problem

atic, and knowledge as process. A personal knowledge perspective 

assumes that "worthwhileness ... caninot be judged apart from its 
relationship to the knower. Knowledge is useful only in so far [sic) 

) ) 

Rethinking Professional Development 37 

as it enables persons to make sense of experience. [It] is gained from 

the 'inside.' [It) has the connotation of Verstehen or holistic under
standing" (Berlak & Berlak, 1981, p. 145). As opposed to given knowl
edge, assuming knowledge is problematic treats it as "constr,ucted, 
provisional, tentative" (p. 148). This means taking a creative, criti

cal, and analytical orientation. Whereas treating knowledge as con
tent emphasizes a codified body, treating knowledge as process empha
sizes the "thinking, reasoning. and testing used to establish the truth 

or adequacy of a body of content" (p. 147). 
While these are technical descriptors of tlrie knowledge used in 

reflective practice, the central issue is that in reflection the predom

inant, but not sole, emphasis is on knowledge about personal profes
sional practice. Underlying the reflective process is the assumption 
that useful knowledge addresses specific needs of the individual or 
constituency; it is experiential knowledge, prnctilioner knowledge, 

knowledge of c raft, knowledge of personal action theories, and what 

Schon (1983) called knowing-in-action. Professional growth is en
visioned as an odyssey whose purpose is not knowledge in an abstract 
sense but knowledge of a very personal and purposeful nature. 
Because the primary purpose in rcnective practice is improved 

performance, the learning process begins with examining practice, 

and formnl education becomes a laboratory for developing improved 
practice. In this laboratory, the typical rclutionship between theory 

and practice is inverted. In the traditional model, theory or public 

knowledge is the means 10 improve practice; in the reflective model, 
attention to practice is the means toward the development and refine
ment of theory-specifically, personal actio111 theory. Within the re

flective process, study of formnl theory functions as an important 
resource in the developmental process, but it is not an end in itself. 

In the reflective practice model, the link between theory and p,ractice · 

is explicit-not implicit as in the traditional approach-and the de
velopmental process begins with practice. If we wish to develop new 

and better methods of practice, we begin by examining the behavior 

we want to improve. The central knowledge questions are much 

broader than in the traditional approach: "Whal do we do, and why 

do we do it?" "How do our knowledge, our understanding, our per
sonal theoretical f1 ,11ne work affect our own behavior?" "Given new 
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knowledge, what will we do differently?" In the reflective approach, 
several kinds or knowledge arc integrated. Theory a11d practice are 
integral and central considerations, and theory includes ideas derived 
both from formal research and from personal experience. Attention 
to public knowledge and formal theory is not lost or diminished, but 
prac tice-specirically, personal practice-assumes a far greater 

importance. 

Process. Instructional strategies also diifferbetween the two modes 
of professional development. Because of the central (but we believe 

faulty) assumption that knowledge transmission leads to behaviornl 
change and the corresponding belief that knowledge is developed 
and interpreted by researchers or academicians rather than by prac
titioners, didacticism is the central nnd legitimate means in the 
traditional model. Although vurious strategies may be used-lecture, 

discussio n, case study analysis- the central purpose remains to con
vey knowledge and to develop cognitive skills. Reflective practice, 
in contrast, relies to a greater extent on dialectic learning and, as we 
have seen, is rooted in the experience-nod particularly the problem

atic experience-of the learners. 
Given the emphasis on public, given, nnd content knowledge, the 

instructor assumes the dominant role in the process while the learner 
functions in a subordinate, largely passwve role. In renective prac
tice, the shift in focus and purpose or learning alters the nature or the 

learner-instructor relationship and shifts the balance of power and 
control. En the traditional model, power- to define problems, develop 
knowledge, prescribe answers, determine processes-and hence 
control over the nature, direction, and outcomes, rests with organi
zational superiors: univers ity professors, consultants, or oiher exter

nal experts. Participants in professional development are essentially 
controlled by others. In juxtaposition, power and control in the re

flective process are shared. 
In the traditional model, the prac titioner adopts a passive role 

as a consumer of knowledge. In the reflec1ive practice model, the 
learner's role is far more ac1ive: "The practitioner becomes n re
searcher ... and engages in a continuing process or self-education" 
(Schon, 1983, p. 299). In doing so, the lea rner assumes a central posi-
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tion, and the model of instructor as expert gives way to that of the 
instructor as facilitator. The role of the leader is no longer to deliver 
but to guide-to provide information and resources to facilita te the 
individual's personal inquiry and professional growth. The facilita
tor enters into what Schon ( 1983) called a reflective conversation. In 
this relationship, the instructor is not an expert responsible for con
veying standardized and scientifically determined knowledge to 
guide the actions of the practitioner but"a communication specialist 
engaged in a discussion or personal meaning. In Dewey's words, the 
educator can no longer "start with knowledge already organized and 
proceed to ladle it out in doses" ( 1938a, p. 82). 

In the 1raditional model, the learner clearly is a subordinate. The 
instructor establishes expectations and provides the expertise; the 
learner complies with these expectations and comprehends what is 
offered. In the reflective pructice model, this instructor-learner rela
tionship changes. Responsibility for the success or the learning 
endeavor belongs no longer to either the learner or the facilitator but 
is shared by both. The learner is active and directive in the learning 
process, and the facilitator and learner-each of whom brings knowl
edge and expertise to the situation-become collaborators working 
on a shared task. 

There arc three other aspects of the learning process that contrast 
with the development modes. In lhe traditiona l approach, learning is 
molecular, while, in the reflective approach, it is holistic. The " fix
it" orientation or traditional development often focuses on discrete 
skills or segments of behavior and organizotional life. Reflective 
practice assumes a holistic approach to learning. Beginning with indi
vidual behavior, anything rela1ed to it becomes part of the process. 
At the very least, this includes the individual's background and cul
tural context. In the traditional situation, wilh its emphasis on knowl
edge transmission, the primary emphasis is on cognition, but only in 
a very narrowly defined sense. The learner, as a student, is expected 
lo gather and retain information that can be applied to problems of 
practice: in that sense, there is little need to involve the individual 
as a person. In reflective practice, however, the intent is 10 enable 
the individual to develop competence. Accordingly, the focus expands 
lo incorporate the individual as person. Individuals are assumed to 
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have cognit.ive, emotional, and social dimensions. Learning to be
have in different ways involves all of these. The concept of cognition 
also expands from a narrow emphasis on information gathering or 
recall to the development of analytic and conceptual skills that enable 
the individual to create knowledge needed to respond to the diverse 

demands of practice. Finally, in the reflec'livc mode, learning is a 
social process, whereas, in the traditional mode, it is individual. In 
the usual process, learners arc addressed as isolated individuals 
learning in parallel but not interrelated ways. In reflective practice. 
learning is cooperatively based. Collaboraition extends beyond the 
learner-facilitator relationship to include all of the individuals in an 

interdependent learning process. 
Table 2. 1 presents a condensed summary of the various contrasting 

assumptional and belief differences for the traditional and reflective 

practice models of professional development. 

SUMMARY 

At this point, we have completed the conceptual framework to 
prepare us to engage in rellective practice. Chapter I provided the 
broad explanation of behavioral nnd organizational stability and 
change. In this chapter, we detailed a four-stage experiential learnin,g 
cycle that is the heart of the reflective process. We also looked more 

' specifically at the assumptions underlying reflective practice as a 
mode of professional development (and contrasted these with the 
familiar traditional mode). With this conceptual framcwor\c in place, 
the next two chapters arc much more "how-to" oriented .. The first 
details the assumptions and skills needed to facilitate reflective pro
fessional development. The second details various means we have 
found useful for moving individuals and groups through various stages 

of the experiential learniBg cycle. 
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NOTES 

I. Grimmett and Erickson (1988), for example, identify three 
different ways of describing ren ection: (a) as thoughtfulness about 
action, (b) as deliberation and choice among competing versions of 
good practice, and (c) as reconstructing experience, the end of which 
is the identification of a new possibility for action. 

2. Preparation programs always have student teaching or ad
ministrative internships fulfilling the practice component or Leam
ing. As we argue, however, some very masterful professionals are 
unable to explain the underlying principles or theories-in-use that 
guide their practice. Ir this is the case, the student must either ex
trapolate the underlying principles for him- or herself or e lse treat the 
masterful performance as discrete actions to be copied without con
sideration of contextual factors. Rellective practice may be power
fully applied to internship experiences as a learning vehic le for both 
the novice and more experienced prac titioners. We do not provide a 
specific "story" of suc h use or renection, though, at Hofstra, our cur
riculum, including internship acti vities, is being organized around 
reflective principles. Barnett ( 1990) has described rellcction in in
ternship situations in detail. 

3. Technically, a problem is conceptually different than the prob
lematic situatio11 in terms of clarity and specific ity; however, the terms 
are used synonymous ly here with the understanding that, through the 
process of reflection, the nature and understanding of the problem 
may change dramatically. 
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GENERAL READING 



) 

REFLECTIONS ON LEADERSHIP 
How Robert K. Greenleaf's Theory of 
Servant-Leadership Influenced Today's 

Top Management Thinkers 

Contributors Include: 

Robert K. Greenleaf • M. Scott Peck 

Peter Senge • Ann McGee-Cooper 

Sheila Murrny Bethel • Walter Kiechel III 

Plus Twenty-One Additional Essays and Articles on Servant-Leadership 
by Authors, Executives, Consultants, and Journalists 

Plus a Newly-Discovered Essay by Robert K.. Greenleaf 

And a Foreword by Max DePree 

Edited by Larry C. Spears, Executive Director 
The Greenleaf Center for Servant-Leadership 

~ 
John Wiley & Sons, Inc. 

New York • Chichester • Ilrisb:me • Toronto • Singapore 

) 

Copyright C 1995 by The Robert K. Greenleaf Center 
for Servant· Leadership 
Published by John Wiley & Sons, Inc. 

) 

All rights reserved. Published simultanc:ously in Canada. 

Reproduction or translation of any part of this work beyond 
that permitted by Section 107 or 108 of the 1976 United 
States Copyright Act without the permission of t he copyright 
owner is unlawful. Requests for permission or further 
information should be addressed to the Permissions Department, 
John Wiley & Sons, Inc. 

This pul;)lication is designed to provide accurate and authoritative 
information in regard to the subject matter covered. It is sold 
with the understanding that the publisher is not engaged in 
rendering legal, accounting, or other professional services. If 
legal advice or other expert assistance is required, the services 
,of a competent professional person should be sought. 

LibrtJr:, of Congress C.t1do9in9-in-Public1Jtion D1Jt1J: 

Reflections on leadership : how Robert K. Greenleaf's theory of 
Servant-leadership influenced today's top management thinkers/ 
edited by Larry Spears. 

p. cm. 
Includes bibliographical references and index. 
ISBN 0 -471-03686-2 
l. Leadership. 2. Organizational effectiveness. 3. Greenleaf, 

Robert K. Servant-leadership. I. Spears, Larry, 1955-
HD57.7.R44 1995 
303.3'4-dc20 94-40297 

Printed in the United States of America 

10 9 8 7 6 5 4 



) 

20 
Robert Greenleaf' s Legacy: 

A New Foundation for 

Twenty-First Century 

Institutions* 

Peter M. Senge 

!believe that the book Servant Leadership, and in particular the 
essay, "The Servant as Leader,» which starts the book off, is the 

most singular and useful statement on leadership that I have read in 
the last 20 years. Despite a virtual tidal wave of books on leadership 
during the last few years, there is something different about Bob 
Grccnleaf's essay, something both simpler and more profound. This 
one essay penetrates to such a depth that it resonates in us, like the 
afrcrtoncs of a Buddhist meditation gong, call ing us to quiet. 

•R;1scd on a talk at the Annual Conference of the Robert K. Greenleaf Center, 
October, 1992. 
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Rereading the essay, I found myself stopped, repeatedly, by a single 
sentence or phrase. For many years, I simply told people not to waste 
their t ime reading all t he other managerial leadership books. "If }·ou 
arc really serious about the deeper territory of true leadership." I 
would say, "read Greenleaf." Today, there are now a few other books 
of comparable eloquence and insight, which is a hopeful sign that 
the message is spreading. 

This is an opportunity for me to salute a body of work that Im 
had an enormous personal impact on me. I suggest that Greenleaf 
opened up a pathway, and that the territory into which it leads is 
bigger than the pathway itself. What he did is part of something 
larger. I'd like to consider what that something larger is. My hope is 
that this will give us all a deeper appreciation of what it means to 
carry on with the work Greenleaf started. 

But, before we can go too far, all of us must have some idea of 
what the pathway is. I would like to start with a question for those of 
you who, like myself, have been living with this book for awhile. What 
has it meant to you? What has the idea of the Jeadcr as servant meant 
to you? Some audience responses: 

• "It's a way to change life. First, you change yourself, and then you 
change institutions." 

• " [t made me aware that there were others out there who thought 
similarly, whereas before I might have thought I was alo11e, or just 
had a hard time finding people who were thinking the same way. 
That was pretty important." 

• "It has given me more of an openness. Once, the question 'where 
am I getting this wrongr made me feel there was a problem with 
me. Now I feel that this question is probably more of a strength 
than a weakness."' 

• "It has given me more meaning and purpose for my position in cor· 
porate America. At times I think that I was questioning whether ,or 
not that was the right place for me to be. But, now I sec a real value 
in terms of servant-leadership and having an impact on corporate 
America as well." 

• "Grccnleaf's boCJk has a sense about moral authority and the whole 
idea of leadership . It restores hope that leadership can be a source 
fo r the good of society." 
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• "It helps me integrate the concept of collaboration, rather than 
competition. I'm finding that I have a vocabulary to be a team 
member, and not the 'I' that I used to feel." 

• "I don't know quite how to say this but, in the best sense, it has 
given me a way to think about using the strength of my ego, while 
keeping it in check." 

• "It's given me the courage to talk to people from the heart and ac
tually feel their heart talk back to me." 

Well, for any of you who walked into this room this evening not 
knowing servant-leadership, you now know a little bit . 

My History with Servant-Leadership 

About 10 years ago, a man named Joe Jaworski was embarking on a 
very interesting new enterprise. Joe is the son of Leon Jaworski, who 
was the chief Watergate prosecutor. Joe was, himself, a very success
ful trial lawyer. He was a senior partner in a large international firm. 
During the period of the Watergate trials, and for a year or so after, 
Joe and his father had many conversations about leadership in this 
country. Based on those conversations, Joe ultimately decided to quit 
his career and start a new venture, which he called the American 
Leadership Forum (ALF), which now operates to develop local lead
ership networks in many cities around the country. 

Joe was the first person who told me about Grcenlcaf's work. 
In his own wonderful way, Joe had approached the founding of ALF 
as a quest, immersing himselfin meeting anybody who had done any
thing important on leadership. John Gardner had told Joe to read this 
book by Robert Greenleaf. 

I will never forget a particular evening plane flight to H ouston. I 
was going to do the three-day " Leadership and Mastery" program for 
that first group of American Leadership Forum fellows. On the plane, 
I started reading the book Joe had sent to me, Servant Leadership. I 
rarely read a book page-by-page, but I read this book that way. I'll 
give you a brief recap, so you can understand the quo te that follows. 
Greenleaf based "The Servant as Leader," on Hermann Hesse's Joi,r
ney to the East, which is the story of a party of "seekers" searching for 
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enlightenment in the form of a particular secret spiritual order. They 
are attended to by a servant, Leo, who does their menial chores. 
Throughout the journey, the party is sustained by Leo's "spirit and his 
song." Eventually, Leo disappears. The party gets completely lost anJ 
abandons its search. The narrator carries on but suffers immense emo
tional and physical stress. Eventually, he comes to realize that it was his 
servant, Leo, who held him and his party together. After many years of 
wandering, the narrator finds Leo again, who, as it turns out, is the 
head of the spiritual community that the narrator' was seeking all alot'1g. 

Greenleaf summarizes that story in the first three pages of his 
essay. At the end of the essay, he quotes from Hesse's story. It is this . 
passage, more than anything else, that has prompted me to say· for 
many years that there is nothing you should read about leadership 
until you first read Servant Leadership. By the end of Hesse's story, it 
has become more and more clear that the narrator is an autobio
graphical character. At the end, after the narrator's initiation into the 
Order, he and Leo are talking and they are holding a small transpar
ent sculpture of two figures joined together. One is Leo and the 
other, the narrator (Hesse). The narrator notes that there is a move
ment, apparently a movement in substance within this transparent 
sculpture, and then Hesse writes: 

I perceived that my image was in the process of adding to and flow
ing into Leo's, nourishing and strengthening it. It seemed that, in time 
... only one would remain, Leo. As I stood there and looked and tried 
to underst:and what I saw, I recalled a short conversation that I had 
once had with Leo during the festive day in Bremgarten . We had 
talked about the creations of poetry being more vivid and real than 
the poets themselves. 

As I read that passage on the airplane that evening, I cried. I knew 
that this man understood something, something we have lost in our 
modern "transactional" society, where "what's in it for me" is the 
assumed bedrock of all actions. We have lost the joy of "creating," of 
working for something just because it needs to be done. In our frenzy 
to get something for ourselves, we have lost ourselves. We ha\'C 
doomed ourselves to a sullen, dull sort oflife, full of the things we ac
quire and empty of any deeper happiness. We have forgotten that, as 
Robert Frost said, "All great things are done for their own sake." ·fo 
think that this reorientation of spirit might be a foundation for true 

) 

A New World and a New Worldvicw 221 

leadership stunned me. Bob Greenleaf put a stake in the ground. He 
took a stand that resonates very deeply in many of us-I suspect in 
ways that we don't even consciously understand. 

A New World and a New Worldview 
. . 
Servant-leadership is an interesting phrase, a juxtaposition of apparent 
opposites, which immediately causes us to think freshly. But I actually 
think that the phrase is a sort of gateway. With this phrase, Greenleaf 
takes us by the hand and leads us into a different universe. It's a uni
\'erse in which most of us, I believe, have a deep hunger to participate. 
In fact, it's what the ancients called "the great hunger." It's a universe 
where our sense of self is very different. It's a universe toward which, 
in some way or other, all the great esoteric and spiritual traditions 
point. I believe one of the things Greenleaf was trying to do was pro
vide a pathway that was not based exclusively on any of their ancient tra
ditions, but was more congruent and meaningful for us in our 
present-day world. He was seeking a way we could live our lives pro
ductively in contemporary institutions so as to be connected with our 
own spiritual journey. But even the phrase, "spiritual journey," is prob
lcmatiic today. The subtle distinctions required for its meaning to be 
evident have been lost. 

So, I'd like to talk about this "alternative universe" in some dif-
ferent ways. I would like to explore with you several ways into this 
"alternative universe," which includes what Greenleaf said, but also 
some ways th~t he didn't articulate. Today, there is actually quite a 
bit that connects with and is implied by his work, but actually goes 
a bit further. 

Something very dramatic is happening in this century. But like 
most important changes, almost nobody is noticing. There arc two 
particular developments I'd like to ponder together-one of which 
we all sort of know on a gut level, and the other of which relatively 
few recognize. 

The one that we all know on a gut level, but rarely talk about 
(although much that we talk about comes from this awareness), is il
lustrated by a story Greenleaf tells about how he got into his career 
even though he was not particularly interested in business. He ended 
up spending his career at AT&T because he had a professor in his last 
year in college who told him, "Big institutions are becoming more 
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and more dominating of society, and they don't seem to be serving 
very well. Maybe that's a good place to go and apply yourself." 

I'd like to say this a little bit differently and a little bit more 
broadly. Over the course of the past 150 years or so, we have witnessed 
an unprecedented increase in our collective "power," our ability to in
fluence our world. There arc three primary driving forces: economic 
growth, technological growth, and the growth of global business in
stitutions. Together, these changes have brought us to a point of ex
traordinary ability to affect life on planet: earth. We are altering global 
ecosystems. We arc intervening in the evolutionary dynamics of the 
gene pool. We are reshaping the future in ways that would have been 
unimaginable 100 years ago. And, we have almost no ability to predict 
the long-term consequences of these changes. We have developed ex
traordinary power but have little ability to control the application of 
that power. 

If you ask how many people consider the world today to be more 
dangerous than the world ofl 00 years ago, about 75 percent will say 
it is. What's going on? We all know enough about the changes in the 
last l 00 years to know that life expectancy today is somewhere around 
75 to 80 years, or roughly twice what it was 100 years ago. So how 
is it that the world today is more dangerous than the world of 100 
years ago? What's changed? Again, if you ask people, here arc some of 
the responses you're likely to hear: 

• "Violence." 

• "Stress." 

• 
11Acid rain." 

• "Nuclear weapons." 

• "Drugs." 

• "AIDS." 

• "The obliteration of indigenous cultures." 
• "Things arc more impersonal." 

• "Destruction of community." 

• "Global warming." 

• "Things that go bump in the night." 

From an evolutionary standpoint, such threats represent a profound 
shift in the conditions for survival for our species. 
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For most of our history as a species, the primary threats to our 
survival came in the form of sudden dramatic changes in our envi
ronment. You want to know where "crisis management" comes from? 
It's not because we're bad managers. It's because of us. If you were 
designing the optimal cave person, that person had better be able to 
recognize a saber tooth tiger creeping up from behind, and react. 
Take the GulfWa.r for example. I don't think there are many people 
in this country who would feel that going off to Saudi Arabia to 
fight Saddam Hussein was at the top of the nation's priority list. It 
was important, don't get me wrong. But by comparison to the decline 
of the education system, the decline of our national productivity and 
our economic base, the loss of jobs, the loss of industry, few would say 
that the GulfWa.r was more important than those problems. Yet, notice 
what got our attention. Notice how our whole system of public aware
ness and concern orients itself to deal with a crisis. That's the way we 
are designed. 

Here's the basic problem: Today, virtually all the primary 
threats to our survival arc slow, gradual processes, not sudden events. 
We're not geared to deal with gradually developing crises. We want 
to wait until a dramatic crisis occurs. Then we'll do something. But, 
guess what? By the time such a crisis occurs, it may be too late to do 
something. 

Another, equally important problem is that, for almost all of our 
history, the threats to our survival were external in nature. They came 
from outside of ourselves. Today, all the primary threats to our sur
vival arc of our own making. There is no enemy to fight, no beast to 
slay, no one individual or group to blame. Even though we might seek 
to establish a villain, for the really big issues, we know the causes are 
more complex. The causes stem from our collective actions. Usually, 
they do not arise from an individual's actions. The primary threats to 
our survival today represent a new class of systemic threats for which 
we are more poorly prepared than we arc for sudden crises. 

This is the larger concern behind our big institutions, which are 
not serving us. We have developed an extraordinary capacity to influ
ence our world through our institutions. But I think it would be fair 
to say that our wisdom, our understanding of ourselves and how we arc 
influencing our world hasn't advanced to keep pace with our power. 
Therein lies our real crisis. That's the change that we all feel in our 
gut. There are very few people walking around ( those who don't have 
their heads deeply buried in the sand) who don't feel uneasy these days. 
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There is another change that even fewer people are aware of. The.: 
real issue, I think, is whether these two changes can possibly result in 
some positive interaction. This change concerns an unfolding revolu· 
tion in our scientific worldview. Interestingly, although Greenleaf 
wrote only briefly about this, I believe the emerging "systemic" 
worldview reflects his ideas in a central way. 

The world that our culture teaches us to see is profoundly inac· 
curate in ways that we are just now beginning to understand. In our 
culture, things seem to us more real than processes. Think about this: 
What can be more real than this table? Well, guess what. A table is 
more than 99 percent empty space. It's an illusion of our senses that 
it appears solid. We now know that scientifically. 

What happens when my fist opens? Where did the fist go? A 
good friend and colleague at MIT, Fred Kofinan, says that this is a 
koan that will be the disintegration of Western culture. What hap· 
pens to the waves when they hit the shore? Where do the waves go? 

We think of our bodies as the most substantial, the most "real," 
aspect of who we are. But do you have any idea what the average life
time of a cell in the human body is? There's all kinds of cells-liver 
cells, bone cells, skin cells, brain cells. Some only live a few days; some, 
like bone cells, live longer. The rate at which they regenerate changes 
as we get older. But virtually none of the cells in your body toda)' 
were thet'e three years ago. Simply put, you're not the person you 
used to be. I'm beginning at this very mundane level, at this physical 
level, in saying that this "body thing" is not what we think it is. 

Buckminster Fuller used to run a little experiment> pointing out 
the average lifetime of a cell of the human; then he would say, "You 're 
not a thing, you are patterned integrity." That was the phrase Buck)' 
used to like to use-"a patterned integrity.~' Even at the physical level, 
if you want to ask, "What am I?" I am the capability to keep regener
ating this "thingness." 

For a long time the holy grail of our Western scientific quest was 
the idea that) eventually, if we kept going deeper and deeper, if we 
could design really sophisticated instruments and look at smaller and 
smaller things, we'd finally find the fundamental reality. What is this 
fundamental reality? The atom--the essential "thing." Deep in our 
culture, we believe that "things" are the bedrock of reality. Ironically, 
we've now gotten good enough at this game of probing deeper and 
deeper that we can't find any more "things." This was the profound 
philosophical crisis for the early twentieth-century physicists. It's not 
yet our philc-· ) 1ical crisis, but it should be. 
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Herc's the way people in physics arc starting to think about it. It 
appears that "things" are not the most fundamental aspect of reality. 
What is more fundamental than "things" arc "relationships." What 
characterizes reality, "substance," at a very basic level, arc patterns of 
interrelationship, Fuller's "patterned integrity." 

Greenleaf suggested that we might actually build institutions 
predicated fundamentally on interrelationships, not things. He sug
gested that the fundamental foundation of the institution might be 
interrelationships, not things. If we could accept this, our institu· 
tions might be in deeper harmony with our emerging understanding 
of the physical universe and a more positive force in our increasingly 
interdependent world. 

Institutions Based on Conversation and Community 

How might this new scientific worldview penetrate more broadly into 
society? We know from history that it typically takes hundreds of years 
for a new scientific worldview to permeate broadly into the main
stream of society. The industrial revolution lagged by several hun· 
dred years the birth of the "objective, rationalistic,, scientific 
paradigm, which began with the early scientis1ts of the Renaissance 
and eventually gave rise to Bacon~ Newton, and Descartes. 

Unfortunately, we may not have the luxury of waiting a few hun
dred years for the new worldview of the primacy of interrelatedness to 
permeate through society. We can accelerate this process by recogniz
ing, tapping, and extending two very old ideas that echo from an early 
age during which our societies incorporated an awareness of interde
pendency, not because of their understanding of quantum reality, but 
because they were more embedded in the natural world. These ideas 
concern conversation and community. 

It is worth pondering this seemingly mundane word, "conversa
tion." Buddha is said to have spent a good deal of his life contemplat
ing and writing about conversation. He said that it is the sing.le most 
valued aspect of human existence. Emerson wrote at great length about 
what he called "dialogue." Goethe called conversation "the most sub
lime of human experiences.n The phrase "the art of conversation" used 
to mean something in our culture as recently as one hundred years ago. 
People considered the capacity for conversation to be one of the most 
important aspects of a person's growth throughout their life. I do not 

) think the phrase has much meaning anymore. ) 
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There is an old distinction in our culture that it is time to re· 
examine. It has to do with the words "dialogue" and "discussion." 
The word "dialogue" comes from the Greek dia·logos. Logos means 
meaning or word. Dia means through. The original meaning of the 
word "dia-logos" was meaning moves th·rough or flow of meaning. 
When a group of people talk with one another so that there is a flow 
of meaning, this is a very special type of conversation. We become 
unconcerned about who says what, about whose view prevails, or 
who saves face. We enter the domain of truly thinking together. By 
contrast, the word "discussion" comes from the same roots as "per
cussion" and "concussion." It literally means to "break apart." A dis· 
cussion involves heaving one's views at one other. Who wins and who 
loses is often all that matters. Quite an interesting contrast in images. 
Meaning moving through versus heaving one's views at the other. 

One facet of the research at MIT is studying the work of man
agement teams. Often, this involves tape recording meetings and then, 
with the team, analyzing the character of the conversations. Here is 
some data that is worth reflecting on: A three-hour meeting wtth a 
senior management team, during which they were dealing with what 
they regarded as critical issues, there was no lack of motivation, no 
Jack of knowledge. But in three hours not one question was asked. 
What was going on? 

The distinction between dialogue and discussion was first 
pointed out to us by David Bohm, one of the leading quantum physi
cists of this generation. For the past l O years, Bohm has been study
ing the nature of thought. His view is that thought is far more 
collective than we realize, especially generative thought, where new 
ways of thinking are emerging. Another famous physicist, Werner 
Heisenberg once said, "Science is rooted in conversation." I remember 
reading Heisenberg's autobiography when I was in graduate school. It 
is nothing but a retelling of conversations he had had during his life 
with other famous physicists, such as Schroedinger, Pauli, and Bohr. 
Again and again he shows how, as these conversations evolved, people 
began to think in ways they had never thou,ght before. 

Bohm believes that the Greeks were the last Western society to 
remember what dialogue was all about, and to hold it as a central ele
ment in their culture. His view is that, from the beginning of the agri
cultural revolution, there has been a progressive fragmentation in the 
social order and a progressive "fragmentation in thought," and that 
the two have interacted and reinforced each other. It is interesting 
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that so many "pr~mitivc," that is preagricultural, cultures seem to 
engage in the practice of sitting in a circle and talking and talking 
until, as many Native Americans used to say, "the talk starts." It is 
clear that many such cultures do not hold the view that is so common 
in the West today, that thought is a purely individual phenomenon, 
occurring within our own heads. I remember talking with a man who 
had spent many years with a particular bush tribe, and he recalled an 
cider telling him about a particular dream he had been having for 
many years. "I no longer have· the dream," the elder said~ "because 
the man in the neighboring tribe has it now." 

I think we have some dim recollection of what we have lost, a 
deep hunger for something that is missing in our lives today. The 
movie, Dances with Wolves struck a deep chord in many people's hearts 
because at some level we arc aware of the monumental consequences 
of the steady destruction of indigenous cultures. We have not just "lost 
a few Indians"; we have destroyed a strand in the web of our cultural 
heritage. We have lost a particular sensibility of what it means to live 
together as part ofa larger natural order. The depth and consequences 
of this loss are unknown and unknowable to us today. But we still 
have some idea of what it means to live with a different sense of com
munity. Midway through the movie, as the Kevin Costner character 
is gradually being drawn into the tribal community, he returns for 
the last time to his outpost fort, where he has lived alone for many 
months. He contemplates the two worlds pulling on him, his own cul· 
ture and the Sioux culture, and thinks of his new friends. He writes 
in his journal, "There have been many times in my life when I have 
been alone, but this was the first time I was lonely." 

Although the indigenous cultures are all but lost in the world, we 
still carry within us some of their knowledge of conversation and com
munity. How many of you have had a conversation where time 
"seemed to stand still," where you looked down at your watch and 
suddenly realized that three or four hours had gone by? Or, how many 
of you have had a conversation, perhaps in a work setting, where, when 
it was over, people walked out energized and excited, and someone 
said, "That was a terrific conversation, who said what?" People can 
become so caught up in what they are talking about that who takes 
what position becomes irrelevant. These are the conversations that 
seem to "come alive," where the flow of meaning becomes strong, and 
we all get caught up in the current. These arc small tastes of genuine 
dialogue. We have not totally forgotten. 
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Apparently, one reason the Greeks considered dia-logos so 
important was their view that it was vital to self-governance. Once: 
a society loses this capacity, all that is left is discussion, a cacophony 
of voices battling it out to sec who wins and who loses. There is no 
capacity to go deeper, to find a deeper meaning that transcends indi· 
viduaI views and self-interest. It seems reasonable to ask whether m:tll)' 

of our deeper problems in governing ourselves today, the so-called 
"gridlock" and loss of mutual respect and caring in government, 
might not stem from this lost capacity to talk with one another, to 
think together as part of a larger community. 

Interestingly, the contemporary metaphor of "organization de· 
velopment" is gradually giving way in our work to an older metaphor, 
"community bui!ding." I do not think this is merely a matter of sub· 
stituting one term for another. An organization, for most of us, is 
a thing, whereas a community is not. A community is comprised of 
people and how they interrelate. As we continue to pursue basic ques· 
tions like "How do shared visions develop?" and "How can widcl)' 
shared mental models change?" the organization metaphor is be· 
coming increasingly inappropriate. Can an organization "have a vi· 
sion," or "hold a shared mental model," or "learn?" Surely this is a 
classic case ofreification, of treating an abstraction as ifit actually ex· 
isted. But communities can hold visions, share assumptions, and en· 
hance collective capabilities; that is, learn. So perhaps we have been 
misleading ourselves for many years when we have spoken of"build
ing a shared vision for an organization." 

A New View of Institutional Leadership 

It is not possible to talk of a new type of institution without talking 
about a new type of leader.ship. Above alJ else, leaders build organi
zations. So, any shift in the predominant character of institutions like 
business will be inseparable from a shift in the predominant thcorr 
and practice of leadership. Greenleaf understood this very well. 

The traditional leadership model in Western culture suggests a 
one-way link. The leader acts on the followers. The leader sets the 
vision and then works to get people to buy in. The leader creates the 
organizational policies and structures that determine how things get 
done. The leader motivates. people. 

Greenleaf had another notion. He questioned whether we 
should rej<" ;1e notion of leader altogether. Perh.tps there's no 
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room for the word "leader" in a system of management fundamen
tally predicated on interrelationship. It's a very good question. My 
hunch is that Greenleaf was probably still open on this question. 
Nonetheless, he suggested that perhaps we can salvage this notion of 
leader as long as we give up the notion of the one-way effect on fol
lower, and begin to see leaders and followers interacting in a con
tinuous process of mutual influence. For example, he talked about 
the "first impulse" of servant-leaders always to "listen first"-not to 
talk. Larry Spears has said that this will be the ultimate accomplish
ment in the discipline of servant-leadership-to listen first. Bob 
Galvin, retired chairman of Motorola, once said this very eloquently, 
"My job is to listen to what the organization is trying to say, and 
then make sure that it gets forcefully articulated." 

There are certain basic functions common to leadership in all in
stitutional settings. First, there is the question, "How do we establish 
a direction?" How do we establish an aim? Probably the oldest idea 
associated with leadership is vision. It's interesting that it has now 
come back into popularity and has become a bit of a fad, but it actu
ally has a very rich history, as exemplified by the Biblical phrase, 
"Where there is no vision, the people perish." 

In our conventional one-way leadership model, this phrase is in
terpreted to suggest a strong leader who sets a direction and gets 
people to "buy in." It doesn't matter, by the way, whether it's called 
"strategic objectives," "goals," or "vision"; it's the same old wine in 
new bottles. The people in organizations know this. They've seen that 
strategic objective statement, the strategic mission statements. And 
they are now seeing the "vision statements." People know it's the same 
old wine; they're not easily fooled. The leader, or perhaps the leader
ship team, comes up with the vision and then lays it on the others. 

But there is an alternative interpretation of the Biblical warning: 
that people's lives flourish when they have a sense of purpose. In this 
\'icw, what matters is whether a shared vision exists, which is quite dif
ferent from people following someone else's vision. New visions can 
emerge from many different sources, not just from "the top." The job 
of people in leadership positions is to make sure that good ideas are 
brou,ght into the open, are considered seriously and, where possible, 
tested, so that eventually shared visions develop. 

A question that has long been at tht: heart of our work is, "How 
do shared visions dc•1c!,,r?" "How do you go from the vision of a few 
people to larger numbers of people operating with a common convic-

) tion and with shared images of the future?" As we reflect )1ch 
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The most common response to the breakdown of centralized 
management has been to distribute decision-making more broadly, 
"empowering" front line people to make more decisions on their 
own. But distributing responsibilities for planning, organizing, and 
controlling may only increase problems. Iflocal people in their func
tional silos make more decisions, they need to understand how their 
decisions might influence those in other silos. Such systemic under
standing was never needed in traditional organizations. We used to 
be able to translate the overall corporate plan into separate plans and 
policies for marketing, manufacturing, and research. Thus, people 
never had to develop the capability to think across functional bound
aries and to understand larger systems. So, there is no guarantee that 
empowerment improves the quality of decision-making. Historica'lly, 
most organizat ional efforts to decentralize fail , leading eventually 
to recentralization. 

The emerging theory of dialogue suggests a completely different 
process whereby coordinated action can arise. In effect, it suggests a 
different mediating process between individual thought and collective 
action. Instead of the linear sequential view of "planning, organizing, 
and controlling," it suggests that as people increasingly "participate in 
a pool of common thought," :as Bohm puts it, their actions will natu
rally fall into increasing alignment. As they begin to think together, 
they will more and more tend to act together. While such notions 
might seem horribly naive from our traditional managerial perspec
tive, they don't to the jazz musician or member of a championship 
sports team. In such domains, people come to appreciate in very con
crete ways what it means to think and act together. 

This alternative theory of coordinated action is actually illustrated 
beautifully in the movie Dances with Wolves. There is a sequence of 
scenes in which the tribal council meets. (We often show these scenes 
to give people a concrete feel for how dialogue can operate.) These 
scenes are quite interesting: They arc full of conflict, with different 
members of the council voicing strong and differing views. But deep 
listening is also taking place. After each person talks, there are visible 
and audible signs of acknowledgment. There are frequent pauses, as 
others consider the views expressed and their own thoughts. Interest
ingly, there is typically no convergence on critical issues. Apparently, 
there is no need for superficial signs of agreement. People are pon
dering complicated and puzzling issues. Typically, the triba l elder con
cludes a session by saying, "These are complex issues. It is easy to 
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become confused. We will have to talk some more." Western managers 
watching these scenes generally report strongly mixed emotions. On 
one hand, they appreciate the careful listening, the acknowledgment 
of one another; on the other hand, no decisions are made, no action 
plans are drawn up. It is unclear what, if anything, will come of the 
conversation. "All they do is talk," said one manager. To impatient 
Westerners, such conversations often seem useless. 

Interestingly, however, in a scene in the movie that follows 
shortly after the series of council meetings, we see the tribe partic
ipating together in the buffalo hunt. Rarely has a movie recorded such 
a moving mosaic of coordinated action. In a context where no simple 
action plan could ever suffice, where each actor must be acutely aware 
of one another, and where they ultimately must share responsibility 
for the overall results and for one another's safety, the tribe operates 
with a fluid collective grace which is stunning. Perhaps there is a 
larger process here. Perhaps the capacity for the council to sit and 
think together is inseparable from their capacity to act together. Per
haps there is a larger coordinating process beyond what could possi
bly be achieved t hrough a linear plan. 

M uch remains to be done to develop this new theory of coor
dinated action. My hunch is that, as we better understand it, it will 
appear less as a stark alternative to planning, organizing, and con
trolling and more as a complement to the traditional model. There 
is no reason that groups participating in a larger "dialogic change 
process" should not also set goals, define roles, and organize as best 
they can, and monitor how they are doing. They just would not see 
these activities as the be all and end all. They would have more flex
ibility and adapt iveness, more capacity to disregard the plan and do 
what is needed in the moment-and to act in the moment in a fashion 
that: spontaneously coordinates across their organizational boundaries. 

A third basic function of leadership answers not only how we 
develop people's ability to think and act together, but "How do we 
improve the quality of thinking-especially regarding people's abil
ities to understand increasingly complex, interrelated realities?" This 
relates to what Greenleaf called! "conceptual l.eadership." In partic
ular, he talked about the fundamental evil of "fuzzy thinking." 
"Who is the enemy?" he asks. "Not evil people. Not stupid people. 
Not apathetic people. Not the 'system' . . . The better society will 
come, if it comes, with plenty of evil, stupid, apathetic people around 
and with an imperfect, ponderous, inertia-charged system as the 

( 
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questions, wc begin to see how valuing dialogue and generative con
versation might shift our thinking. Today, wc tend to think of vision 
as a '4thing.

11 

We even speak of "the vision thing/' Thinking in terms 
of things, we attempt to establish a shared vision as if it were a car we 
could build. Along with this is the equally crazy notion that ever)'· 
body has to share the same vision. Thinking of vision as a thing, we 
naturally gravitate toward simple agreement as our measure of 
whether a shared vision exists. Ifwe can measure people's agreement, 
then we consider a shared vision real. 

The idea that everybody has to be in agreement about "the vision" 
is complete nonsense. If you, as a manager, push for such agreement, 
you probably wiH get it, but it probably will be superficial. What re:ill)' 
matters is not superficial, "intellectual" agreement but what is in 
people's hearts and minds. In a 1,000-person organization there had 
better be 1,000 visions. Otherwise, you won't have anybody com· 
mitted to anything. You will have only superficial compliance to the: 
official vision. For each of us, only when we touch that about which 
we care most deeply does our genuine commitment come forcward. 
Our commitment comes from what we care about. You don't have to 
get people committed to their children; they are naturally commit· 
ted. When I work to bring into being something that I deeply care: 
about, my life energy moves naturally in that direction. 

Building shared vision is not about people surrendering their in· 
dividual visions. It is about deepening each person's unique seme of 
vision and establishing harmony among the diverse visions so that we: 
can move forward together. It docs not require surrendering our 
uniqueness. If anything, it requires more, not less, of our uniqueness. 

A second basic function of leadership is to answer the question: 
"How do you build the capacity of a group of people to move toward 
their visions?" One facet of this challenge concerns individual growth. 
"The best test of the servant-leader," says Greenleaf, is to determine: 
"do those served grow as persons? Do they, while being served, be· 
come healthier, wiser, freer, more autonomous, more likely themselves 
to become servants?" From my experience, I, too have found this to be: 
a very discriminating criterion. Many who aspire to servant-leadership 
or who espouse its ideals fail this test. It may not indicate that they arc: 
insincere in their beliefs about serving. More often it indicates that the)' 
are simply not yet able, at this stage in their lives, to operate consis· 
tently as servant-leaders. The breadth and depth of the servant-leader's 
commitment to people's growth is distinctive. For example, retired 
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Hanover Insurance CEO Bill O'Brien wrote extensively about "ad
vanced maturity," his vision of people developing their capacity for 
personal vision, delayed gratification, objective self-assessment, and 
the capacity to commit to something larger than yourself. 

A second facet of the capacity-building challenge concerns collec
tive capability. How do groups of people form into effective commu· 
nities of action? How is collective action coordinated and guided? And, 
how is the community's capabilities for coordinated, effective action 
enhanced over time-that is, how does the community learn? 

The Western system of management is based on a particular 
mental model of how we move from individual views to collective 
coordinated action. Like most mental models, it is highly tacit, its 
assumptions rarely questioned. It is based on the following linear 
progression. First, it is necessary to establish a shared view of the 
goals. We all know that people have differing views, so there must be 
some process whereby the diversity of individual views are recon
ciled to a shared view. The humanists argue for open exchange of 
views based on mutual respect, good listening skills, and the build
ing of a consensus or a synthesis of alternative views. We all know 
that a more political model often dominates in real organizations. 
The boss's view prevails. If I am not the boss, I have to find some 
way to influence him or her. This is a root source of much of the 
"gamcsplaying" a.nd internal politics that so permeate most organiza
tions. The second basic step in our prevailing model of coordination is 
to convert the shared goals into an action plan, including roles, 
interim objectives, and reporting, relationships that provide an 
organizational foundation. Th ird , there must be some control 
mechanisms to assess where we are today relative to our goals, and ad
just accordingly. T his essentially linear sequence represents the holy 
trinity of Western management: planning, organizing, controlling. 

This traditional view of how to achieve coordinated action is 
breaking down because the world in which we live is changing. The 
world often doesn't stay put long enough for our plans to be imple
mented. No sooner have we set a goal and figured out an action plan 
than everything seems to change. Consequently, tight control from 
the center just doesn't work like it used to in large organizations. 
Those organizations that were unwilling to surrender centralized con
trol-be they IBM, General Motors, or the government of the former 
Soviet Union- have suffered what O'Brien calls a "breakdown of the 
central nervous system." 
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The most common response to the breakdown of centralized 
management has been to distribute decision-making more broadly, 
"empowering" front line people to make more decisions on their 
own. But distributing responsibilities for planning, organizing, and 
controlling may only increase problems. Iflocal people in their func
tional silos make more decisions, they need to understand how their 
decisions might influence those in other silos. Such systemic under
standing was never needed in traditional organizations. We used to 
be able to translate the overall corporate plan into separate plans and 
policies for marketing, manufacturing, and research. Thus, people 
never had to develop the capability to think across functional bound
aries and to understand larger systems. So, there is no guarantee that 
empowerment improves the quality of decision-making. Historically, 
most organizational efforts to decentralize fail, leading eventually 
to recentralization. 

The emerging theory of dialogue suggests a completely different 
process whereby coordinated action can arise. In effect, it suggests a 
different mediating process between individual thought and collective 
action. Instead of the linear sequential view of "planning, organizing, 
and controlling," it suggests that as people increasingly "participate in 
a pool of common thought," as Bohm puts it, their actions will natu
rally fall into increasing alignment. As they begin to think together, 
they will more and more tend to act together. While such notions 
might seem horribly naive from our traditional managerial perspec
tive, they don't to the jazz musician or member of a championship 
sports team. In such domains, people come to appreciate in very con
crete ways what it means to think and act together. 

This alternative theory of coordinated action is actually illustrated 
beautifully in the movie Dances with Wolves. There is a sequence of 
scenes in which the tribal council meets. (We often show these scenes 
to give people a concrete feel for how dialogue can operate.) These 
scenes are quite interesting: They arc full of conflict, with different 
members of the council voicing strong and differing views. But deep 
listening is also taking place. After each person talks, there are visible 
and audible signs of acknowledgment. There are frequent pauses, as 
others consider the views expressed and their own thoughts. Interest
ingly, there is typically no convergence on critical issues. Apparently, 
there is no need for superficial signs of agreement. People are pon
dering complicated and puzzling issues. Typically, the tribal elder con
cludes a session by saying, "These arc complex issues. It is easy to 
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become confused. We will have to talk some more." Western managers 
watching these scenes generally report strongly mixed emotions. On 
one hand, they appreciate the careful listening, the acknowledgment 
of one another; on the other hand, no decisions are made, no action 
plans arc drawn up. It is unclear what, if anything, will come of the 
conversation. "All they do is talk," said one manager. To impatient 
Westerners, such conversations often seem useless. 

Interestingly, however, in a scene in the movie that follows 
shortly after the series of council meetings, we see the tribe partic
ipating together in the buffalo hunt. Rarely has a movie recorded such 
a moving mosaic of coordinated action. In a context where no simple 
action plan could ever suffice, where each actor must be acutely aware 
of one another, and where they ultimately must share responsibility 
for the overall r,csults and for one another's safety, the tribe operates 
with a fluid collective grace which is stunning. Perhaps there is a 
larger process here·. Perhaps the capacity for the council to sit and 
think together is inseparable from their capacity to act together. Per
haps there is a larger coordinating process beyond what could possi
bly be achieved through a linear plan. 

Much remains to be done to develop this new theory of coor
dinated action . My hunch is that, as we better understand it, it will 
appear less as a stark alternative to planning, organizing, and con
trolling and more as a complement to the traditional model. There 
is no reason that groups participating in a larger "dialogic change 
process'' should not also set goals, define roles, and organize as best 
they can, and monitor how they a~e doing. They just would not see 
these activities as the be a.II and end all. They would have more flex
ibility and adaptiveness, more capacity to disregard the plan and do 
what is needed in the moment-and to act in the moment in a fashion 
that spontaneously coordinates across their organizational boundaries. 

A third basic function of leadership answers not only how we 
develop people's ability to think and act together, but "How do we 
improve the quality of thinking-especially regarding people's abil
iti,es to understand increasingly complex, interrelated realities?" This 
relates to what Greenleaf called "conceptual leadership." In partic
ular, he talked about the fundamental evil of "fuzzy thinking." 
"Who is the enemy?" he asks. "Not evil people. Not stupid people. 
Not apathetic people. Not the 'system' . . . The better society will 
come, if it comes, with plenty of evil, stupid, apathetic people around 
and with an imperfect, ponderous, inertia-charged system as the 
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byproduct of being unable or unwilling to face difficult problems n11d 
having alternative quick fixes at one's disposal. In this sense, you can 
sec why addiction is a common phenomenon in social systems. In fact, 
it is not just an individual phenomenon; corporations a11d societies also 
become addlicted. 

Hopefully, this illustrates why the quality of thinking is so im· 
portant as we confront complex, highly interrelated issues. Given the 
typical ways of focusing on symptoms and "fixing» them, not only will 
we tend to take low-leverage actions that will ameliorate without 
curing, over time real cures will become harder to ident ify and imple· 
mcnt. This is the classic long-term consequence of nonsystemic think
ing- the problems get worse and our ability to confront them weakens. 

It is difficult in our pre.sent institut ions to find good examples 
of systems thinking. Herc and there we find people in corporate life 
who have started and grown organizations over an extended period 
time and who have a rich intuitive grasp of what will make their enter· 
prise healthy. Unfortunately, these people often find it almost im· 
possible to explain their insights. Ironically, this may lead them to 
practice highly authoritarian styles of leadership. 

Today, systems thinking is almost completely absent from public 
life. This is an especially great t ragedy because authoritarian leader· 
ship by a "philosopher kin,g" is no longer an option in public life. As 
a result, even more so than in corporations, we are thrown back on the 
collective intelligence of the society as a whole. This, undoubtedly, is 
at the root of Jefferson's fervent conviction that the quality of a 
democracy will never be greater than the quality of its public educa· 
tion, and why much of his later years were devoted to establishing the 
University of Virginia. It is not just the quality of our public educa· 
tion institutions that is at i:ssue here, but the public's ability to under· 
stand what is going on in our world. To me, the saddest thing that I 
have seen in American politics in recent years is our tendency to elect 
people as cheerleaders. It seems that our recent presidents have been 
more interested in telling us that everything is okay than in helping 
people understand the issues and the choices we face. People know 
that things are not 9kay. So, when politicians try to convince people 
otherwise, the credibility of the whole political process sinks still 
further. 

I'm suggesting that leadership's responsibility is to help people 
understand a complex world. Without such understandirng, all the vi
sion in the world may be of little value, am.i efforts to sustain effective 
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coordinated action will be continually thwarted by actions that pre· 
vent enduring improvement. 

Education and Evolution 

Developing capabilities for recognizing our own mental models and 
for dialogue, for building shared vision, and for systems thinking is a 
long-term undertaking. Tools and methods such as those being de
veloped through our Learning Center at MIT can help. But, it is also 
important to realize that it will not be enough to focus only on our 
business institutions. We must move "upstream.,, It is foolish to think 
we will make 25-year-old adults into systems thinkers and " lifelong 
learners" when the preceding 20 years of their lives have been spent 
breaking problems apart into pieces and convincing one another how 
much they know .. It is impossible to conceive of the profound changes 
needed in learning capabilities within business without recognizing 
the need for comparable changes in the entire educational process. 

Once we begin to grasp the whole of what is required, we also 
discover how much we have to work with. One powerful indication 
of this comes from efforts to teach systems thinking to children, 
from about grade 5 on up through high school and into universities. 
Children, typically younger ones, seem to love it. They seem to be 
natural systems thinkers. They grow up within a world of int,errelat
cdncss, and their capacities to grasp the systems of their everyday 
lives are vital to their success. If this weren't the case, how else could 
these little people be in such control? Find me a four-year-old, for 
example, who doesn't know that if they don >t clean up their room, 
mommy or daddy will. It takes a systematic,, (not to be confused 
with "systemic,,) 15-year effort to make over these natural systems 
thinkers into reductionists. 

This effort starts out the first day of school, and continues with 
virtually every exam you take. I remember reading an article by an 
educator, many years ago, who said, "We have no idea the trauma the 
young child suffers in school." I ' ve never forgotten that sentence. 
What's that educator talking about? 

Children are masters oflearning. You want to learn about learn
ing? Hang out with a two-year-old. I'm not being facetious now. Did 
anybody teach us how to walk? How did that process work? Through 
observation and practice. A one-year-old who falls down after two or 
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vehicle for change. Liquidate the offending people, radically alter or 
destroy the system, and in less than a generation they all will be 
back .... The healthy society, like the healthy body, is not the one 
that has taken the most medicine. It is the one in which the internal 
health building forces arc in the best shape." 

In this statement Greenleaf offers an eloquent rendering of the 
need for a different type of thinking, a new basis for "health." Rather 
than just correcting problems, we need to understand the deeper 
forces that shape reality and make enduring change difficult. We call 
this type of thinking "systems thinking" because it is about under· 
standing the underlying structures that generate forces that give rise 
to the problem symptoms we, as managers, spend so much time at· 
tempting to ameliorate. 

There is a cartoon that shows a man pushing a huge domino out 
of his way. Unfortunately, he doesn't notice that he is sitting in the 
midst of a circle of these dominoes, and has set off a chain reaction of 
falling dominoes which will eventually come back around to crush him. 
He has taken a decisive action but, after a while, he's going to have a 
new, larger problem crashing down upon him. Of course, if it takes 
three or four years for the dominoes to go around that circle, the per· 
son who took the original decisive action probably will have been pro· 
mated, and some other poor sucker is in his place. This illustrates the 
classic dilemma of problem solving in complex systems. We don't sec 
the larger structures within which we are operating. Consequently, our 
solutions eventually come back to haunt us-or to haunt someone else, 
someone in another part of the larger system, or in the future. 

This phenomenon has become so pervasive in modern medicine 
there is now a term for it. "Iatrogenic" pathologies are medical prob· 
lems that have been created as a result of an earlier solution to a previ
ous problem. No one knows how large a part of our runaway health 
care costs are, in this sense, self.inflicted. 1 have heard some estimates 
that as many as one-third of the people currently in hospitals are there 
as a result of adverse reactions to drugs administered by their physicians. 
Needless to say, attempting to change such a situation through massive 
system-wide cost controls, a.s undoubtedly are coming in healthcare, is 
a "crude bludgeon" for very deep problems, problems that have their 
roots in pervasive clements of modern medical practice, medical edu
cation, the power of drug companies, and ultimately deeply entrenched 
patterns of reductionistic thinking throughout society. 

As a further example of this new way of thinking, consider a S}'S· 

terns principle called "shifting the burden." Whenever we face difficult 
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problems, there typically arc many ways to make the symptoms of the 
problem go away, at least for a little while. Conversely, there are usu
ally far fewer "fundamental solutions," which, if pursued, might get 
at deeper causes and result in a lasting solution to the problem. Such 
fundamental solutions are often more difficult to identify, take time 
to either implement or to achieve their full consequences, or entail 
considerable uncertainty as to their effectiveness. Consequently, there 
arc usually a lot of good reasons to apply symptomatic solutions or 
quick fixes. The problem is that, not only arc their benefits often 
short-Jived, they have a way of becoming more and more necessary 
over time, during whkh we "shift the burden" to depending on what 
was originally seen as a one-time quick fix. 

For example, consider the number of state lotteries there are in 
America right now- about 40. Ten years ago, there were only two or 
three. The problem symptom we're dealing with here is fiscal stress at 
the state level-budget deficits, shortages of revenues relative to out
flows. The fundamental response is to find a way to live within our 
means, right? Reduce spending or raise taxes in a sustainable manner. 
A lottery is a politician's heaven. It brings in money quickly. No tough 
decisions need to get made. Almost no one complains. The problem 
symptom of a budget shortfall is improved quickly. But, since the 
underlying cause of the problem, the absence of fiscal discipline, hasn't 
been affected at all, the problem symptoms eventually return. We get 
a short-term improvement in the state budget balance, but after two or 
three years, spending has continued to creep up, tax revenues have 
either flattened out or not kept pace, and we're back in the soup. What 
do we then do? Recognize the folly of our ways? Become seriously 
committed to fiscal discipline? Do we say, "Oh, we made a mistake. 
Clearly, this lottery stuff is no real solution to our problems." No, we 
expand the ·lottery. We look for some other ways to use gambling to 
add to the state coffers. 

Over time, we "shift the burden.,, What was a one-time quick 
fix becomes a way oflife; it becomes institutionalized. And, of course, 
the real tragedy is. that the more the short-term fix works, the more 
it will continue to undermine our capability for long term improve· 
mcnt. Herein lies the insidiousness of shifting the burden-the more 
effective the quick fix, the more dangerous it is. 

This example has the classic dynamics of dependency associated 
with addiction. Shifting the burden is the most. common systemic cause 
of addiction to drugs, alcohol, and food. People do not seek to become 
addicts, so why arc addictions so common? Addiction develops as a 

I 
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three steps doesn't suffer a psychological trauma. The child may h:we 
· a bruised knee, but he or she will get up and fall down again, get up 
and fall down again. After a while, he or she is walking. And, a year 
or two later, that same little person will master natural language, using 
the same learning-by-doing process. Many psychologists would argue 
that the most profound learning experience that any human being 
goes through in life is the mastery of natural language. And almost all 
of us succeed in this profound learning by the age of three, some with 
even two or more languages. And we master this incredibly complex 
new capacity with nobody actively "teaching." This is what I mean by 
master learners. 

Put that same human being in a classroom five years later, and 
give him or her a test back with a big red circle that says "wrong." Do 
they suffer a profound psychological trauma? The fundamental dri\'e 
of his or her life is learning, and that child's love of learning is now 
being replaced by a fear of making mistakes. He or she has oow been 
told to forget learning, that education is about knowing, not learning. 
It is about studying what someone else says you need to know, not 
pursuing your intrinsic motivation. It is about performing for some
one else's approval, not setting one's own goals and assessing one's 
own progress. 

You can begin to see the types of changes that would be needed 
in our educational process if it were to actually pr,epare people for a 
lifetime of continual learning. To develop people who were intrinsi
cally motivated to learn, able to reflect on their own assumptions, 
able to learn together, able to objectively assess their own learning, 
able to think systemically- this would take some major changes in the 
content and process of education. 

If our education process is to succeed, it would have to prepare 
people for a twenty-first century that would differ dramatically from 
the nineteenth and twentieth centuries. This would include not only 
new skills and capabilities, but new attitudes and awarenesses. Para
mount among these new awarenesses would be a deeper understand· 
ing of the evolutionary process and how the human community might 
contribute to it. Without such understanding, there is little hope of 
bringing the global industrial system into harmony with the larger 
natural world upon which we all ultimately depend. 

Our prevailing view of evolution is dominated by the idea of com
petition, not by the idea of interdependency. We think that the essence 
of evolution is competition, "survival of the fittest." This was a ,·er)' 
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~onvenicnt interpretation when the theory of evolution was first 
articulated, because it fit beautifully with the needs of the industrial 
era of the time. Surely, if nature were "red in tooth and claw," the 
same could be expected within the marketplace. In the " industrial 
jungle," businesses compete for survival just as we imagine species 
competing for survival. Eventually, the internal environment within 
institutions, be they in education, business, or government, began to 
rc-scmble the jungle (or more precisely our mental model of the jungle) 
as well-with students, managers, and politicians pitted against one 
another to see who would "survive." 

It is beginning to appear that our prevailing view of evolution is 
a very simplistic, inaccurate, and incomplete picture of how this theory 
works in nature. There is competition, but it turns out that there is 
also collaboration in evolution. Species form symbiotic relationships 
that help them to mutually survive. Many scientists are also wondering 
about the pure randomness of the mutation process. Some are claiming 
that the rate by which new forms evolve is much faster than could ever 
be accounted for by random mutation alone. Some even claim that there 
must be other processes subtly guiding the mutation process toward 
more complex :and appropriate forms. 

There may even be a larger collaborative process at work within 
evolut ion, at the level of life on earth in its totality. There is a won
derful writer on evolution who is an appropriate complement to 
Grcenleaf's work. His name is Thomas Berry, and he has been for 
many years the president of the American Teilhard de Chardin Society. 

Chardin, an eminent biologist who was also a Jesuit priest, was 
perhaps the first prominent Western scientist to articulate the notion 
that the planet Earth, and all life on earth, might actually be a form 
oflife at a higher order. Today it is known as the "Gaia Hypothesis," 
and has some iHustrious supporters, including Boston University biol
ogist Lynn Margulis. To this idea, Chardin added the notion that, 
with increasingly complex species like humans, the biosphere is being 
extended to include a noosphere, the pool of collective thought on the 
planet. Chardin felt that the noosphere represented a significant new 
chapter in evolution on earth, life becoming aware of.itself. 

Like Chardin, Tom Berry is a Jesuit. Building on Chardin, he has 
said that what we need today, more than anything else, is a neiv story. 
Without a new story, the noosphere is not in harmony with the bios
phere. The old story by which our culture guided itself was dominated 
by redemptive Christian theology on the one hand, and reductionist 
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science on the other. As time has passed, these two have become in
creasingly irreconcilable, leading to a deep fragmentation in our cut. 
ture and in ourselves. The new story that is needed, according to Berry, 
must draw together all facets of the human community. 

Berry says that one way to approach the new story is to appreci
ate evolution. Evolution, he says, has three fundamental dynamics. 
One is increasing differentiation. As evolution proceeds, there is richer 
and richer variety among and within species. One of the functions of 
evolution is to produce variety. The second dynamic is what he calls 
increasing "interiority." With the evolution of species, there is a richer 
sense of what it means to be a self He called that " interiority." We 
could call it "consciousness." Berry said there's a third element of evo
lution, which is a richer capacity for "intercommunion.'" As variety 
and interiority increase, there is a greater possibility for awareness of 
one another, both within species and between species. " It is the 
destiny," he says, "of our present and all future generations to develop 
this capacity for communion on new and more comprehensive levels." 

I think Bob Greenleaf would have liked Tom Berry. Berry argues 
that evolution is bringing us to increasing awareness of "the Earth 
process" of which we are an integral element. To this, Greenleaf would 
surely have added that this requires institutions fundamentally based 
on interrelatedness, not on "thingness." Robert Greenleaf was onto 

· something very important. He pointed us toward a territory t hat is 
bigger than any of us can see, perhaps bigger than he could see. 

While he might not have given us a complete map of the terri
tory, Greenleaf did provide a sort of compass. He said nothing will 
chang·e until we are ready to change. "The servant," he saiid , "views 
any problem in the world as in here, inside oneself, not out there." 
There are lots of changes that need to happen in our world, but they 
won't happen there unless we are committed to something changing 
inside ourselves. 

Above all else, this is the stand Greenleaf took. Everything he 
wrote, he wrote from that viewpoint. It's the music y~u can hear be· 
hind the words. It's where the deep resonance we feel comes from. 
The changes needed in our world require a shift in our way of think
ing, a shift in our way of interacting. Greenleaf recognized that what 
is actually called for is a shift in our way of being. We owe it to him 
to continue exploring this territory boldly, or as he quoted Camus, to 
"create dangerously." 

) ) 



) 

Chapter Eight 

Teacher Development and 
Schools as Centers of Inquiry 

There is growing acceptance of the idea that general improve
ments in student performance will occur .only when classrooms 
become learning communities, and! teaching becomes more 
learner centered. The state of Texas, for example, recently adopted 
a set of proficiencies for teachers aimed at creating "learner
centered schools." Included in this document are such ideals as: 

The teacher is a leader of a learner-centered community, in which an 
atmosphere of trust and openness produces a stimulating exchange 
of ideas and mutual respect. The teacher is a critical "thinker, and 
proble m solver who plays a variety of roles when teaching. As a 
coach, the teacher observes, evaluates, and changes direction and 
strategies whenever necessary. As a facilitator, the teacher helps 
students link ideas in the content areas to familiar ideas, to prior 
experiences, and to relevant problems. As a manager, the teacher 
effectively acquires, allocates, and conserves resources. By encourag
ing self-directed learning, and by modelling respettful behavior, the 
teacher effectively manages the learning environment so that opti
mal learning occurs (Texas Education Agency, 1994, p. 4]. 

The kind of teaching and learning needed to create learning 
communities en.visioned above can significantly enhance student 
academic, social, and moral development. But any serious attempt 
to provide for it in Texas or anywhere else must include as its strat
egy the t ransformation of classrooms into: 
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Reflective Communities within which students develop imights into 
their own strength and weaknesses as learners, and use this 
information to call upon different strategies for learning. 

Developmental Communities within which it is acknowledged that stu
dents develop at different rates, and at any given time are more 
ready to learn some things than others. 

Diverse Communities within which_ different talents and interests of 
students are not only recognized, but acknowledged by deci
sions that teachers make about curriculum, teaching, and 
assessment. 

Conversational Communities within which high priority is given to 
creating an active discourse that involves the exchange of val
ues and ideas among students, and between students and 
teachers as they learn together. 

Ca-ring Communities within which students not only learn to be kind 
to each other and to respect each other, but to help each other 
to grow as learners and as persons. 

Responsible Communities within which students come to view them
selves as part of a social web of meanings and responsibilities 
to which they feel a moral obligation to embody in their pre
sent behavior as students, and future behavior as citizens. 

It is not likely that we will be successful in transforming our class
rooms into communities of this kind unless we· are able to transform 
our sch.ools similarly. Few axioms are more fundamental than the 
one that acknowledges the link between what happens to teachers 
and what happens tp students. Inquiring classrooms, for example, 
are not likely to flourish in schools where inquiry among teachers is 
discouraged. A commitment to problem solving is difficult to instill 
in students who are taught by teachers for whom problem solving is 
not allowed. Where there is little discourse among teachers, dis
course among students will be harder to promote and maintain. And 
the idea of making classrooms into learning comm uni ties for stu
dents will remain more rhetoric than real unless schools become 
learning communities for teachers too. Thus for classrooms to be 
transformed, schools themselves must be transformed into: 
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Professional Communities within which "learning and teaching 
depend heavily upon creating, sustaining, and expanding a 
community of research practice. Members of the community 
are critically dependent on each other .... collaborative learn
ing is not just nice but necessary for survival. This interdepen
dence promotes an atmosphere of joint responsibility, mutual 
respect, and a sense of personal and group identity" (Brown, 
1994, p. 10). 

Improving schools involves identifying the right leverage points 
for change. Our present theories of school leadership and orga
nization, unfortunately, point us in the direction of school 
improvement strategies that too often miscalculate which leverage 
points for change are high, and which leverage points are low. The 
Pyramid and Railroad T heories, for example, rely on instituting 
management systems of one kind or another, and on mandating 
specific actions and programs. The High Performance Theory 
emphasizes the provision of inducements in the form of material 
and psychological rewards to get people to improve. In this theory, 
motivating teachers and inspiring teachers to perform by exchang
ing rewards for compliance is the key. 

But as McDonnell and Elmore (1987) point ou t, two other pol
icy instruments are available to leverage school·iimprovement
"capacity-building" and "systems-changing." Capacity-building 
involves enabling and empowering teachers by increasing their 
skills, and increasing their commitment to professional values. Sys
tems-changing involves changing our basic theories of schooling 
in ways that allow for a new sense of what is effective and what is 
good practice, and a new distribution of authority. Understanding 
change differently, as when we switch the metaphor for the school 
from organization to community, is an example of systems-change. 
And placing teacher development at the center of our school 
improvement strategies is an example of capacity-building. Teacher 
development as capacity-building is the theme of this chapter; we 
will take up systems-change in the next chapter. 

Many years ago, Vito Perrone ( 1978) pointed out that the 
teacher's role is central to improving the quality of learning for stu
dents. For him, teacher development is key because "The quality of 
teachers' understandings influences to a large degree what teach-
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ers do in classrooms" (p. 298). Good teacher development pro
grams and efforts, he reasoned, should be based on the assumption 
that "The best source for teachers to learn more about teaching and 
learning, child growth and development, materials and methods is 
through an examination of one's own practice" (p. 298) . 

More recently, Milbrey McLaughlin has pointed out that key to 
teacher learning is for teachers to be empowered in ways that enable 
and allow them to exercise more control over their classrooms. She 
believes that this control is needed for teachers to make the changes 
in their practice that are necessary for them to teach more effectively 
(cited in Bradley, 1993). Her research with Joan Talbert revealed that 
teachers' participation in a professional community of like-minded 
colleagues had a powerful effect on their ability to know better what 
to do in the classroom, and to adopt their teaching strategies to 
more effectively meet students' needs. Where Such collegiality is 
high, teachers have more positive views of teaching, and teach more 
successfuUy (McLaughlin and Thibert, 1993). 

Lichtenstein, McLaughlin, and Knudsen (1992) believe that 
professional knowledge plays a central role in empowering teach
ers. They point out that "the 'knowledge' that empowers teachers 
is not the stuff of the weekend workshop or the after-school inser
vice session. The knowledge that empowers teachers to pursue 
their craft with co'nfidence, enthusiasm, and authority is knowl
edge of the teaching profession, in the broadest possible sense" 
(pp. 40-41). The researchers were able to identify three overlap
ping sources of professional knowledge: knowledge of professional 
community, knowledge of educational policy, and knowledge of 
subject matter. Knowledge of educational policy and knowledge 
of subject matter were strengthened as teachers participated in 
professional organizations and other networks of teachers. Par
ticularly key was knowledge of professional comm uni t:y-the array 
of developmental expedences that teachers accumulate as a result 
of working collaboratively with other teachers in a shared prac
tice. Knowledge of professional community empowers teachers by 
helping them recognize their own expertise, and by expanding 
their "notions of what is possible in their own practice and the 
profession as a whole" (p. 43). 

Can professional community help teachers to learn to teach 
for understanding? McLaughlin and Talbert think so. They observed 

) 
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that "some teachers who attempted such changes in practice ... 
were unable to sustain them and became frustrated and discour
aged. This is because learning how to teach for understanding · 
goes against the grain of traditional classroom practice and so 
entails radical change and risks obstruction. Those teachers who 
made effective adaptations to today's students had one thing in 
common: each belonged to an active professional community 
which encouraged and enabled them to transform their teaching" 
(1993, p. 7). 

If teacher development is to become a natural part of building 
professional community and if teacher development is to move to 
center stage in the school improvement process, then schools need 
to create the kinds of managernenl and supervisory systems, orga
nizatio nal patterns, and teacher growth strategies that: 

• Encourage teachers to reflect on their own practice 
• Acknowledge that teachers devdop at different rates, and that 

at any given time are more ready to learn some things than 
others 

• Acknowledge that teachers have different talents and interests 
• Give high priority to conversation and dialogue among 

teachers 
• Provide for collaborative learning among teachers 
• Emphasize caring relationships and felt interdependencies 
• Call upon teachers to respond morally to their work 
• View teachers as supervisors of learning communities 

· Viewing teachers as supervisors of learning communities pro
vides them with a new identity that has implications not only for 
their roles in the classroom, but for teacher development as well. 
As Ma1·ilyn Evans ( 1994) points out, "The premise is that if teachers 
are to build learning communities in their classrooms, they must 
first experience being part of a learning community" (p. 4). 

Models of Teacher Development 
Traditionally, teacher development has been synonymous with 
inservice training. And inservice training methods have empha
sized such pedagogical principles as uniformity, consumption, 
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memorization, and replication. Schools carefully develop ( or pur
chase carefully developed) and present training programs for
teachers. Teachers are then given practice in using the training 
they r~ceiive. There is usually some follow-up in the form of super
vision to make sure that the training takes. In recent years, the 
emphasis has been switched from training to professional devel
opment and, with the advent of constructivist thinking, to renewal 
as ways to think about teacher developmen t.' Table 8.1 describes 
and contrasts the training, professional development, and renewal 
approaches. 

All three approaches have important roles to play but not all 
approaches should receive the same emphasis. If we value teach
ing for understanding, the development of thinking, and other 
constmctivist principles of teaching anq learning, then we need to 
give less attention to training models and more attention to pro
fessiona.l development and renewal models. 

Training approaches to teacher development resemble tradi
tional in-service programs that are well known to teachers and prin
cipals and need little elaboration. They are best suited when a 
problem can be defined as teachers not knowing about something 
or needing to improve their skills in some area. Training is linked 
to clear objectives and relies on conventional, well-executed 
instruction. Teachers, for example, might be introduced to various 
ways in which interest centers can be set up, methods for evaluat
ing student portfolios, new techniques for using simulation for 
teaching world history, tips on monitoring student progress, or 
some basic teaching skills that help keep students "on task." Teach
ers generally assume passive roles. Techniques most often used are 
oral presentations, illustrated presentations, demonstrations, and 
observations of good practice. Effective training programs provide 
opportunities for teachers to practice what they learn and then to 
receive coaching as they actually begin to use the new material in 
their classrooms. 

Although training has its place, most observers believe that it 
should no longer be the primary model for teacher development. 

'This discussion of approaches to teacher development is drawn from "Teacher 
Development and Supervision," a chapter in The Principalship: A Reflective Practice 
Perspective, 3rd ed. (Sergiovanni, 1995, pp. 208-211 ). 
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Implementing lists of do's and don'ts, standard skill repertoires, 
and other scripts is not the way to help teachers to teach for under
standing, to develop student thinking, and to promote generative 
knowledge. Instead, teachers need to learn how to think on their 
feet, inventing their practice as they go. 

The relationship between teachers and the knowledge base for 
teaching is understood differently in professional development 
than in training. Professiona] development assumes that teachers 
are superordinate to the research on teaching. Unlike technicians 
who are trained to apply research findings, professionals view 
research as knowledge that informs the decisions they make. Pro
fessionals create their practice in use. For them, the process of 
inquiry and the practice of their profession are inseparable. 

Professional development approaches emphasize providing 
teachers with a rich environment filled with teaching materials, 
media, books, and devices. With encouragement and support, 
teachers interact with this environment and with each other through 
exploration and discovery. Judith Warren Little (1993) proposes 
six principles she be lieves should guide the design of professional 
development experiences for teachers. 

I. Professional development offers meaningful intellectual, social 
and emotional engagement with ideas, with materials, and with 
colleagues both in and out of Leaching. 

2. Professional development takes explicit account of the context 
of teaching and the experience of teachers. Focused study 
groups, teacher collaboratives, long-term partnerships, and 
similar models of professional development afford teachers a 
means of locating new ideas in relation to their individual and 
institutional histories, practices, and circumstances. 

3. Professional development offers support for informed dissent. 
In the pursuit of good schools, consensus may prove to be an 
overstated virtue .... dissent places a premium on the evalua
tion of alternatives and the close scrutiny of underlying 
assumptions. 

4. Professional development places classroom practice in the 
larger context of school practice and the educational careers of 
children. It is grounded in a big-picture perspective on the pur
poses and practices of schooling, providing teachers with a 
means of seeing and acting upon the connections among stu
dents' experience, teachers' classroom practice, and school
wide structures and cultures. 



"'\ 

146 L EADERSHIP FOR THE S CHOOLHOUSE 

5. Professional development prepares teachers (as well as stu
dents and their parents) lo employ the techniques and per
spectives or inquiry .... it acknowledges that the existing 
knowledge is relatively slim and that our strength may derive 
less from teachers' willingness to consume research knowledge 
than from their capacity to generate knowledge and to assess 
the knowledge claimed by others. 

6. The governance of professional development ensures bureau
cratic restraint and a balance be tween the interest of individu
als and the interests of institutions [pp. 138-139]. 

Little offers the principles as alte rnatives to training models 
that, when used excessively, provide teache rs with sha11ow and 
fragmented content and subject them to passive roles as th ey par
ticipate in scripted workshops. She beJieves that the p rinciples 
are antidotes to the "one-size-fits-aU" problem that training too 
often presents. Further, she argues that the principles challenge 
the view that teaching is a narrowly defined tech nical activity. Lit
tle believes that today's emphasis on teacher inservice education 
is dominated by "a district-subsidized marketplace of formal pro
grams over which teachers exert little influence or in which they 
play few leadership rQles" (p. 139). In profession al development 
models, the teacher's capacities, needs, and int~rests are central. 
Teache rs are actively involved in contributing data and informa
tion, solving problems, and analyzing. Principa ls are involved as 
colleagues. Together, principals and teache rs work to develop a 
common purpose themed to the improvement of teaching and 
learning. Together, principals and teachers work to build a learn
ing and inquiring community. 

Both training and professional development approaches share 
the purpose of helping teachers to improve their practice. Frances 
Bolin, Judith Falk, and their colleagues (1987) point out that 
although this kind of improvemen L may be a legitimate goal, it is 
not powerful enough to tap the potential for teachers to grow per
sonally and professionally. Bolin ( 1987) asks: 

What would happen if we set aside the question of how to improve 
the teacher and looked instead at what we can do to encourage lhe 
teacher? ... asking how to encourage the teacher places the work 
of improvement in the hands of th e teacher. It presupposes that 
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lhe teacher desires to grow, to be self-defining, and to engage in 
teaching as a vital part of life, rather than as unrelated employ
ment. This leads to looking at teaching as a commitment or calling, 
a vocation . .. lhal is uot adequately contained in the term profes
sion as it has come lo be used. (p. 11] 

Bolin believes that when the emphasis shifts from improving 
to encouraging, both training and professional deve lopment give 
way to renewal. In her view, renewal is not driven so much by pro
f essional problems as by a teacher 's commitment to teaching as a 
vocation. Renewal implies doing over again, revising, making new, 
restoring, reestablishing, and revaluing as teachers individually and 
collectively reflect on n ot only their p ractice but themselves and 
the practice of teaching that they share in the school. 

In training, the emphasis is on building each individual's teach
ing skills hy planning and delivering instruction . In development, 
the emphasis is on building professiona l community by helping 
teachers to become inquirers, problem solvers, and researchers of 
their mvn practice. In renewal, the emphasis is on building a caring 
community by encouraging teachers to reflect and to engage in 
conversation and discourse. 

The School as an Inquiring Community 
Chapter Seven made the case for classrooms to become lea.rning, 
caring, and inquiring communities. This chapter argues that it is 
d ifficult to create such classrooms unless the school itself becomes 
a place where learning, caring, and inquiring among teachers is 
common. These virtues are the ingredien ts needed for schools to 
become professional communities. Key to community in both class
rooms and schools is a commitment Lo inquiry, and a commitment 
to learning as the basis for decisions about structure, organization, 
sources of authority, cu ri-iculum, teaching me thods, assessmen t, 
and o ther school issues. 

Severa l models ex ist that can he lp us create learn ing and 
inquiring communities. But not all models will be equally helpful. 
The literature on "learning organizations," for example, has many 
useful ideas tha t stimula te us to think creatively about this issue. 
This literature seems particularly appropriate for applying to large . 
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educational systems. Many big e lementary and secondary schools 
and big school districL'i would qualify. Senge (1990), for example, 
points out that the literature on learning organizations can help 
leaders become better systems thinkers. 

Systems thinking is a discipline for seeing wholes. It is a framework 
for seeing interrelationships rather than things, for seeing patterns 
of change rn.ther than static "snapshots." It is a set of general princi
ples-distilled over the course of the twentieth century, spanning 
fields as diverse as the physical and social sciences, engineering, and 
management. It is also a set of specific tools and techniques, origi
nating in two threads: in "feedback" concepts of cybernetics and 
in "servo-mechanism" engineering theory dating back to the nine
teenth century. During the last thirty years, these tools have been 
applied to 1111clerstaml a wide nmge of corporate, urban, regional, 
ccono111ic:, politic.al, ecological, and even physiological systems. And 
systems thinking is a sensibility-for the subtle interconnectedness 
I hat gives living systems I heir unique character .... All around us 
arc examples of "systemic breakdowns" -problems such as global 
wanning, 01.0nc depletion, the international drug trade, and the 
U.S. tnHlc and budget deficits-problems that have no simple 
local cause. Similarly, organi1.ations break down, despite individual 
brilliance and innovative products, because they are unable to 
pull their diverse functions and talenlS into a produ(:tive whole 
[pp. 68-69]. 

But from a practical standpoint, the characteristics of "learning 
organizations" ,U'e difficult Lo apply to small family and community
oriented schools in a meaningful way. Much of this literature was 
developed with gesellschafl business organizations in mind. Single 
and double loop learning, complex systems diagrams, and other 
structural-functional ideas just don't fit gemeinschafl families, 
churches, and schools very well. 

Lieberman and Miller ( 1986) have observed that the most 
promising school improvement strategies place their emphasis on 
the teacher, the classroom, and the patterns of interaction that 
exist among teachers and between administrators and teachers in 
the school. In their words: 

Whether we look at local prohlem-imlving, research transformed 
into practi<:c, action research, or networking, we were drawn to the .. 
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teachers, their world, and their work as the starting point for 
improving schools. 

What, then, are our new understandings about staff development 
and school improvement? .... what we have rediscovered are some 
tried and true notions that have become enriched and expanded 
over time. Among them: 

• Working with people rather than working on people. 

• Recognizing the complexity and craft nature of the teacher's work. 

• Understanding that there are unique cultural differences in 
each school and how these affect development efforts. 

• Providing time to learn. 

• Building collaboration and cooperation, involving the provi
sions for people to do things together, talking together, sharing 
concerns. 

• Starting where people are, not where you are. 

• Making private knowledge public, by being sensitive to the 
effects of teacher isolation and the power of trial and error. 

• Resisting simplistic solutions to complex problems; getting com
fortable with reworking issues and finding enhanced under
standing and enlightenment. 

• Appreciating that there are many variations of development 
efforts; there is no one best way. 

• Using knowledge as a way of helping people grow ra.ther than 
pointing up their deficits. 

• Supporting development efforts by protecting ideas, announc
ing expectations, making provisions for necessary resources. 

• Sharing leadership functions as a team, so that people can pro
vide complementary skills and get experience in role taking. 

• Organizing development efforts around a particular focus. 

• Understanding that content and process arc both essential, that 
you cannot have one without the other. 

• Being aware of and sensitive to the differences in the worlds of 
teachers and other actors within or outside of the school setting 
[pp. 108-109]. 

) 
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Teacher development is a key theme in the ideas they present. 
Thankfully, we have models of our own to help us build the kind 
of professional community we want for teachers and the kind of 
learning community we need for students. 

T he compelling literature on adult learning represents a rich 
source of ideas worth considering. The United Theological Semi
nary (UTS) in Dayton, Ohio, for example, relies on this literature 
in organiizing and impl,ementing its Doctor of Ministry program. 
UTS students assume responsibility not only for organizing th~ir 
academic work, but for creating and giving leadership to a com
munity of learners they are responsible for assembling. The mem
bers of this community supe1vise the s tudent's work and guide the 
stude nt through the preparation of the dissertation. UTS faculty, 
consultant faculty from other universities, and other persons whom 
the student and her or his advisor think will be helpful,join the 
student as members of this learning community. Mary Olson views 
the doctoral program as an andragogical model of adult continu

ing education in which: 

l. Persons can and should be empowered to become selr-relianl 
learners who are no longer dependent on "institutional set
tjngs" for their continuing education. The program affirms the 
belief that persons can assume responsibility for their own 
learning needs from within theim· own contexts of active min
i.slry. While others can help, the primary responsibility for 
learning must be accepted by the learning persons. 

2. Learning should be a process of praxis and reflection, taking 
place in the context of living. According to this principle praxis 
and reflection are not two separate moments in the learning 
process, related only by a rhythm of involvemenl and with
drawal, with praxis taking place "in the field" and reflection in 
the classroom. Rather, praxis and reflection are viewed as inte
gral to every moment of learning. 

3. Form should follow function in the learning process. The iden
tification of learning needs and interests should determine the 
slructure and content of learning and should precede the 
development of any learning "program." 

4. Learning takes place in community. While the individual must 
take responsibility for one's own learning, the spirit of mutual 
inquiry is hasic to the anclragogical approach to education. All 
percept.ions are tested by the perceptions of others and the 
learner must he open to the fullest range of such perception. 
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5. Learning best takes place as a perpetual movement of discovery 
and invention. Persons learn when they discover things for 
themselves rather than when someone else determines what 
they ought to know. What others can do is to raise questions, 
presen~ issues, and create situations which stimulate and require 
such discovery [United Theological Seminary, 1994, p. ii]. 

These same principles can be used to design teacher develop
ment programs on the one hand and to provide the environment, 
structures, and resources that can help teachers accept responsi
bility for their own development on the other. 

The School as Center of Inquiry 
Another model worth considering is the concept of school as center 
of inquiry proposed by RobertJ. Schaefer twenty-seven years ago 
( 1967). His basic proposal was that we create a new teaching pro
fession comprised of scholar-researche rs and scholar-practitioners 
who would become students of their own teaching practice and 
front-line researchers of the complex problems of school learning. 
His visio n was the transformation of teaching from a technical 
occupation of skilled doers to a profession of skilled thinkers. For 
this to happen, he reasoned, the school itself must be converted 
from a distribution center for knowledge to a producer of knowl
edge. In Schaefer's words, "We can no longer afford to conceive of 
the schools simply as distribution centers for dispensing cultural 
orientations, information; and knowledge developed by other 
social units. The complexities of teaching and learning in formal 
classrooms have become so formidlable and the intellectual 
demands upon the systems so enormous that the school must be 
much more than a place of instruction. It must be a center of 
inquiry-a producer as well as a transmitter of knowledge" (p. 1). 

Why should the school become a center of inquiry? Schaefer 
offered three reasons that remain as compelling today as they did 
then. First, though we know a lot more than we ever did about 
teaching and learning, there is much we simply do not know. Even 
as the knowledge base expands, no one best way will exist that can 
be applied uniformly and effectively to all students. Good teach
ing requires that teachers reflect on their practice, and create 
knowledge in use as they analyze problems, size up situations, and 
make decisions. 
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Teachers, then, must become researchers of their practice and 
inquirers into their profession. One critical difference between 
teacher as tech nician and teacher as professional is that the tech
nician is subordinate to the knowledge base of teaching. In this 
image, teacher education µrograms and in-service staff develop
ment programs are designed to train teachers to apply this knowl
edge in practice. The teacher as professional, however, is 
superordinate to the knowledge base of teaching. This knowledge 
does not tell the teacher what to do, but informs the decisions that 
the teacher makes about what to do. 

The second reason that Schaefer gave for his vision of the 
school as a center of inquiry was that such a change would keep 
teachers alive intellectually. "It is not only our need for new knowl
edge, but also our responsibility for the intellectual health of teach
ers which suggests that schools should be conceived as centers of 
inquiry. When divorced from appropriate scholarship in substance 
and in pedagogy, teaching resembles employment as an educa
tional sales clerk and ceases to be a more than humdrum job ... . 
By concentrating upon the distributive function alone, the school 
effectively imprisons rather than liberates the full power of the 
teacher's mind" (Schaefer, p. 2). The implications of students 
being taught by teachers whose minds have been "imprisoned" as 
opposed to "liberated" are not very pleasant. 

The third reason that Schaer er gave for his vision of the school 
as center of inquiry was a pragmatic one. If our aim is to help stu
dents become lifelong learners by cultivating a spirit of inquiry and 
the capacity for inquiry, then we must provide the same conditions 
for teachers-a theme that runs throughout this chapter. 

Schaer er did not believe that the patterns of school organi1..a
tion he observed could sustain the kind of scholar-practitioner that 
he envisioned for teachers to be. Things have not changed much 
during the last twenty-seven years, as researchers Lortie (1975), 
Johnson ( 1990), and Lieberman and Miller (1984) so painfully 
reveal. Schools still tend to be organized as dispensaries rather 
than as places where issues are raised and inquiry takes place. 

Teaching as dispensary evokes simple and routine rather than 
strong and intellectual images of the teaching profession. These 
images encourage the presumption that teachers must teach stu
dents all day, a situation that leaves little or no time for reflection, 
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research, ,or in-depth conversation with colleagues. Unlike physi
cians and lawyers, who spend only a portion of their time confer
ring with clients, 

The teacher is ordinarily too pressed for time Lo meditate upon his 
successes or, for that matter, his failures. The hours which are not 
consumed in personal interactions are at least partially devoted to 
clerical and administrative routines, such as keeping attendance, 
organizing collections, maintaining records for report cards or prin
cipals, and mimeographing materials. For even the moderately con
scientious person this schedule is lengthened by the necessity of 
usi~1g evenings and weekends for lesson planning, correcting papers, 
and completing simila1· chores. It is difficult to imagine that our 
affiuent society would condone such a work load if it conceived 
of teaching as something other than the routine transmission of 
elementary information [Schaefer, p. 36]. 

Instead of being dispensers of knowledge, teachers--like physi~ 
cians, lawyers, architects, and other professionals-must become 
producers of knowledge. Professionals transmit and dispense, but 
at root their job is to produce something worth transmitting or dis
pensing in the first place. Professionals create knowledge in use as 
they practice. 

Not only will it be necessary to change technical metaphors of 
teaching to professional ones, the workday itself must be rethought 
to find the time for teachers to reflect and to invent together as they 
learn and teach together in a shared practice. But this kind of con
figuration will not be possible unless more superintendents, prin
cipals, and other administrators are willing to put aside the existing 
system of executive authority, and to replace it with collegial author
ity-an authority embedded in shared commitments, shared ideals, 
and professional responsibility. Teachers too must step forward and 
support such a change by expressing a willingness to accept more 
responsibility for what goes on in the school. 

Replacing executive with collegial authority will not be easy for 
three reasons: 

• Our present system is hampered by a lack of faith. 
• Many administrators are afraid they will lose power. 

) 
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• Many teachers are unwilling to accept their share of the bur
dens of leadership. 

At their roots, our present theories of schooling are based on 
a lack of confidence in the capacity of people to respond. As 
Christopher Jenks points out: 

The school board has no faith in the central administration, the 
central administration has no faith in the principals, the principals 
have no faith in the teachers, and the teachers have no faith in the 
students .. .. In such a system it seems natural not to give the prin
cipal of a school control over his budget, not to give the ~eachers 
control over their syllabus, and not lo give the students control 
over anything. Distrust is the order of the day, symbolized by ... 
the time docks ... the constant tests, and elaborate regulations 
for stuc.lcnts Ucnks, 1965, cited in Schader, 1967, p. 40]. 

Distrust results in part from fear that any redistribution of 
power that benefits teacher, parents, or student will result in losses 
to school hoards and administrators. Despite solid research to the 
contrary, many administrators believe that the distribution of 
power in a school is a concept governed by zero-sum economic 
laws. There is a fixed pie of power that equals I 00 percent. If you 
give away 40 percent to teachers, you only have 60 percent left. 
Give another 20 percent away to parents, and you are stuck with 
only 40 percent How can a principal run a school with only 40 per
cent of the power? The research of Arnold Tannenbaum (1968), 
however, reveals a different picture. He found that leaders can 
actually increase conlrol by giving up power. Sharing power actu
ally means more power for everyone. Power has the capacity to expand. 
His research reveals that the total amount of power and influence 
that ex'isls in an enterprise across different ranks is a better pre
dictor of satisfaction and performance than is the relative amount 
of power and innuence held by any one group as compared with 

anothe r. 
A few years ago, I had the opportunity to ad~ress a group of 

teachers who had won awards for being among the most talented 
and best performers in their respective schools. Toward the end of 

· my remarks, I asked two questions: Who in your school is in the 
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best position to "supervise and evaluate" you? And, would you be 
willing to accept responsibility for "supervising and evaluating" 
your peers? Predictably, I.he answers ~eire as follows: "The teacher 
next door and the teacher across the way are in the best position 
to evaluate me." Principals and supervisors were clear losers in this 
contest. And "No, I do not feel it is my place to supervise and eval
uate my coUeagues, it's the principal'sjob." The reality that many 
teachers are reluctant to accept more responsibility for what goes 
on in schools, even with administrator encouragement, is a vexing 
problem. Too many teachers have been urged to expand before 
only to be "burned" in the end. The concept of school as center of 
inquiry may help in resolving this problem. Teachers would not be 
asked to adopt a new behavior or new responsibilities within the 
old cultu ral context of the school, hut would be asked lo help 
reconstruct the culture itself. 

Schaefer concluded his argument for the need Lo transform 
schools into centers of inquiry by noting that "M~jor slrnctural 
changes would be required in school o rganization to create cen
tcn; of inquiry, to.free the scholar-Leacher from crushing leaching 
burdens, to establish appropriate collegial associations, to provide 
the necessary facilit.ies for study, and to establish and maintain fruit
ful relationships with universities" (p. 77). The theories of leader
ship that we have borrowed from other fields do not shed much 
light on these issues. A community theory of schooling, by contrast, 
can address these issues squarely. The question fo r us is, "Are we 
up to it?" Do we believe enough in "doing what's best for students'1 

that we arc willing to create the right conditions for teachers on 
whom we depend for so much? Are we willing Lo not just espouse 
the prindple "form should follow function," but to struggle to 
make it a reality? Are we willing to make decisio ns and create 
school designs that help teachers develop personally and profes
sionally, and that make it easier for th em to engage students in 
·meaningful teaching and learning? 

Besides the moral question of doing what is best for students, 
there is a practical question that must be considered. T he school is 
and will likely remain the center of change. Siro tnik (] 989) notes, 
for exampme, that not only are schools the targets of educational 
improvements, but they are the sources of improvements (or lack 
of improvements) as well. Despite reports of national commissions, 
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despite state mandates, and despite carefully engineered and 
expertly driven change strategies, it is the 2.2 million teachers that 
account for 26 billion teacher-student contact hours in schools 
across the nation that will in the end decide what happens to stu
dents. In Sirotnik's words, "That the centers for educational change 
and school improvement are anywhere else than in the nation's 
schools, would be a difficult proposition to defend in light of these 
statistics" (p. 89). This is the reality that makes emphasizing teacher 
development and school as center of inquiry so compelling. 

) ) ) 
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PREFACE 

C oMPLETING a book used to have a certain finality to it. One could place it 
in a prominent part of one's library and get on with other p rojects.JI an author 
wished to change a position taken in that book in a subsequent publication, it 
was an easy matter of a footnote reference. This book, however, has refused to 
be finished. 

As each of the previous editions was completed, we felt that this was the 
book we should have written the first time. Despite numerous changes, how
ever, the underlying theory had remained the same. That is not the case with 
this edition. Expectations and assumptions about schools have changed so sig
nificantly that schoolin)i?; . is now bein~ reinvent~. This reinvention includes 
new understandings about school structures, tune frames, accountability, pro
fessionalism, teaching and learning, leadership, and sources of authority for 
what is done. In such a dramatically altered context, supervision itself has to 
be redefined. This redefinition includes not only new ways to do old things 
but a change in the theory itself which underlies supervisory thought and 
practice. 

The first edition focused on "human perspectives in supervision, linking 
human conce.ms which emerged from research on organizational dynamics 
with human concerns as found in instructional and curriculum literature." In 
that first edition we asserted, "Humanizing education, with its focus on self
actualization of youngsters, can be achieved only in a humanizing organiza
tion which f_rx:usl!S on the self-actualization of teachers and other educational 
professionals." The second edition unfolded similarly, giving attention to the 
supervisor's human concerns in organizational leadership, educational leader
ship, and instructional leadership. The theme of human resource develop
ment, articulated in the second edition, was carried forward in more 
sophisticated and expansive treatments in the third and fourth editions. We 
introduced more of our own thinking in the fourth edition, adding analogies 
such as mindscapes, clockworks, and teaching as surfing to categories such 

xvii 
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as reflective practice. I..ik.ewise, we proposed our own theory of leadership 
and added a chapter on a relatively new concern, supe~ion_p moral ac;!io~ 

The first edition appeared under the title, Emcging Pattmu of Supm,ision: 
H11m12n Pmptctivts. Editions two through four appeared as Supm,ision: H11m11n 
Persp«tiws. The title for this fifth edition, Suptnrisiort: A Rekfinititm, signals a 
new E"fflphasis. This redefinition includes the di.scoMection of supervision 

.from hierarchical roles and.a focus on community as the pri.trwy metaphor for 
schooling. ?upervisio_n ~_yiewed he.te ~ If\~~-dem_~tic_ a.nd professional 
process, invofviiig multiple skills that are equally available to teachers a.nd ad
zninistl"ators who have the word "supervisor'' in their title or job desaiption. 
The new supervision embraces peer clinic.al supervision, mentoring, action 
research, collective work on tea!hing platforms, program evaluation, group 
discussions of SP.«ific translations of school mission statements, and other 
configurations of teachers as colleagues working together to increase their un
derstanding of their practice. In a similar vein, staff development and supervi
sion are now joined in such a v:,ay that they are often indistinguishable. 

Earlier editions included bureaucratic authority, the personal authority of 
the supervisor, and technic.a.1-ratioN.l authority as equally legitimate grounds 
for what was done in schools. Jhis edition p~ces P!()fes.sioN.l anq mQTal .m· 
tho~ ..as...tht .dm:1ng..farce hdy.nd what tea~ea shoufcl ao ind how ~e .P~ _ 
tess af..su~iQ!' sho~d unfold. Teachers and supervisors are not' viewed 
primarily as independent decision makers who calculate individually the costs 
and benefits of their actions, but rather as members of an educating coaunu
nity who respond to.shared nonns and....valu~_._»oth teachers and supervisors 
are seen as capable and willing to sacrifice self-interest for shared ideals; these 
ideals are viewed as intrinsic to the definition of teaching as a profession. Fur
th;~ore, commitments to these ideals become moral commitments; their ne
glect is a moral perversion of the profession. In this edition professionalism 
itself is redefined froil'\ .60mething._that has to do primarily with enhanced 

_com_peten~,~ ~ authocit:).\!S ·something that has to do with virtue as 
wel[ The virtuous side of this equation is understood as a powerful ~ of. 
au~otiijc fer what teachers do and should do. Together, professional and 
11'\0ral authority hold a promise of promoting self-governing and self-ma.nag
ing teachers who in tum make traditional conceptions of supervision obsolete. 

Supervision often is defined by aiteria extrinsic to the moral qualities of 
teaching ~d learning. In this edition supervision tues its moral character 
from 'its close involvement with the intrinsic moral qualities of teaching and 
learning. lhat is to say, teaching of its very nature assull'\es a caring for the one 
taught and a respect for the integrity of what is being taught and its connec
tion to the past, present, and future life of the community. Not to care for the 
person being taught, or to distort the meaning of what is being taught, violates 
the very idea of teaching. Supervision is an activity that involves another in 
supporting and furthering that caring for the learner and respect for the sig· 
nificance of what is taught. The nioral authority of the supervisor is joined 
with the moral authority of the teacher. 
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In this edition the metaphor for schooling itself is changed fu2n: ~rganiz.a
tion@communitY. as a way to express the new context for supervision. 
Though we connnue to emphasize the skills and practical applications of such 
traditional supervisory processes as in-class supervision, enhancing reflection 
about teaching and learning, teacher evaluati~on, and staff development, these 
activities are recontextualized and substantially altered. In sch~J~ a~ le,aming 
~m....,muajties rather than organizations, these activities are more than technical · 
components of an efficient organization. They imply deeper, professional and 
moral concerns at work. In the new supervision, moreover, responsibility for 
these functions is no longer the exclusive domain of principals, supervisors, 
and others positioned within the school hierarchy. Instead, they comprise a 
common set of concepts and skills that are shared by everyone involved in the 
process of improving schooling. The supervisor's role remains important but 
is understood differently. She or he emerges as an advocate, developer, and 
linking pin in relationship to the teacher's efforts to improve the process of 
teaching and learning. 

Finally, the new supervision is seen not as a separate function removed 
from the dynamics of institutional re~!lvention that is going on in schools, but 
as a necessary element of such dynamics.1n earlier editions, we portrayed su
pervision as a relatively self-contained activity, dealing with the improvement 

· of a!' individual teacher's instructional activities. Because of the importance of 
a .§.U~r=visio~ ct what schools are supposed to be, those exercising supervi
sory responsibilities are in a unique position to nurture, develop, and articu
late the community's vision of what a learning community can and should be. 
Hence, supervision is also redefined as an essential process within the com-
plex and continuous dynamic of reinventing schools. . 

McGraw-Hill and the authors would like to thank the following reviewers 
for their many helpful comments and suggestions: Jeanne C. Baxter, North
~stern Illinois . University; William Callison, California State University; 
Robert Donmeyer, The Ohio State University; Richard D. Hawthorne, Kent 
State University; and E. John J<.Jeinert: University of Miamj. · 

Thomas J. Sergiovanni 
Robert /. Starratt 



The Wingspread Superintendents: 

A New Definition of Leadership 

Thomas J. Sergiovanni 

I recently had the privilege of spending several days with 

23 superintendents at Wingspread, the fapous Frank Lloyd Wright 

conference center i n Racine, Wisconsin. The superintendents were 

discussing leadership and sharing their experiences 1n trying to 

provide leadership to their school districts. 

From the opening session of the conference it became 

apparent that administrative theory and administrative life were 

different . I was brought up on a school administration 

literature that portrayed leadership as having to do with getting 

and maintaining control and command on the one hand and 

e mphasizing personality and human relations on the other. When 

it came to demeanor, leadership presence was thought to be all 

important. Superintendents were expected to present a rational 

face that projected an image of steadiness and calculation, while 

at the same time appearing benevolent. They were, in other 

words, expected to be CEOs who pleasantly, but forcefully, 

controlled and directed their school districts from above; 

managers who provided systems that ensured day by day decisions, 

events , and behaviors of principals and teachers were aligned 

with executive directives; and human relations experts who made 

sure that everyone was happy doing what they were supposed to do. 

This group of superintendents brought a different image of 

leadership to the Wingspread conversation. I never heard the 

Thomas J. Sergiovanni is Lillian Radford Professor of Education and 
Administra t ion at Trinity University, San Antonio, Texas 
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phrase CEO mentioned at all. Management was only mentioned two 

or three times and always in conjunction with issues that had to 

do with the substance of schooling. Further, the group struggled 

with the id2a of disconnecting control and direction from 

leaders, rules, and management systems by emphasizing forces 

internal to people such as norms and commitments. The 

superintendents seemed to be differentiating between management 

as control over and management as control to. As control over, 

management represents a hierarchically driven script that 

controls what principals and teachers do and how they do it. As 

control to, management represents a set of democratically held 

procedures and skills that can help principals and teachers 

achieve goals that they share. Increasing control over events 

and people and increasing control over the likelihood that shared 

goals will be achieved are very different . 

There are good reasons why images such as CEO and manager 

should nol be at the center of conversations about school 

leadership. The well known leadershi p theorist Warren Bennis 

points out that CEO is a metaphor for leadership borrowed from 

World War II. During the 1950s and 60s CEO was transferred to 

the corporate sector by veterans who dominated America's 

corporate hoardrooms. CEO leadership worked well in the past 

when the work force was less educated, more socialized to accept 

authority, and needed more direction. In schools, for example, 

you told principals and teachers what to d o and they did it. You 

told parents what to do and they did it . You told students vhat 
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to do and they did it. School boards in those days encouraged 

superintendents to be CEOs by staying out of their way. The 

vorld was less complex. Goals were fewer and more certain. Few 

people quibbled over how things should be done. Schools and 

communities were c h aracterized by stability. Resources were more 

plentiful. 

Not so today: The rights of people to be involved are more 

established than in the past. People are smarter than ever. 

And, diversity and complexity are accepted as part of the 

administrative landscape. Today, even the military is changing 

its management style, focusing on "autonomy of units, a 

.federation of units." 1 What are today's leadership keys? 

Acco~ding to Bennis {and the Wingspread superintendents) it's 

putting people at the center of things, building a shared sense 

o f what needs to be done and creat ing adaptive learning 

organizations and these keys are beyond the reach of CEO 

leadership practice. 

Management as a metaphor for school leadership is equally 

ill-fitting to today's context. In modern English, management 

means contr-0lling and directing as means to accomplish an end. 

But the semantic origin of the word paints a different image. 

According to Webster the word "management" is derived from the 

Latin manus and its Italian and French cousins maneggio and 

Warren Bennis cited in Mindy Fetterman, "Autocratic 
Leaders Now Out of Step." USA Today, December 9, 1991. See also 
Regina .Smith, "Interview" (An interview vith Warren Bennis), 
Learning 2001. Carlson Learning Company , 1991. 
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manenggiare. Collectively they mean to handle, to control , to 

make submissive, to alter by manipulation. Management (maneggio) 

means the training of a horse, the schooling or handling of a 

horse. 

Surprising to me was that benevolence, as understood in the 

human relati ons literature, was not strongly played out in the 

conversations of the Wingspread superintendents, either. The 

superintendents were not suggesting that executive , managerial 

and human relations images of leadership were unimportant. In 

their minds, administrative theory and administrative life part 

company when the literature places the three roles at the center 

of leadership . In administrative life, they are much more at the 

periphery. And, when forced to the center of leadership they 

become ends in themselves. 

Well, what was at the center? The superintendents saw 

themselves as administrators and not generic administrators but 

school admi nistrators. You may be thinking, "That doesn't sound 

very earth shattering. So am I an administrator. " But if we get 

underneath what it means to be an administrator, as did these 

superintendents, then much of the traditional literature on 

leadership and perhaps school administration itself , may have to 

be rethought. I got the feeling from discussions that the 

superintendents understood how important the root word in 

administration, "minister, " is. The Latin administrare (ad 

meaning to and ministrare meaning serve) sums up what 

administration is all about--to serve . Taking this role 
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seriously places serving ideas, serving convictions, serving 

teachers , serving others who work to make ideas and ideals real, 

and serving students and parents at the heart of the work of 

school administration. 

5 

It could be that as a group the Wingspread superintendents 

were contrarians by personality thus programmed to lead in a 

ffianner opposite that which is considered logical and appropriate 

by the management theory that dominates today's literature. Or, 

it could be that this management theory is contrarian in nature 

by being out of sync with reality. I think the latter i s the 

more plausible e xplanation. Without intending to do so, the 

superintendents were sketching out a "new" theory of leadership-

a theory that I believe is widely shared by other superintendents 

and other school administ rators. 

This new theory of leadership rel ies primarily on moral 

authority as the reasons for getting things done . The leadership 

l iterature, on the other hand, relies heavily on bureaucratic and 

personal authority portraying lead~rship as something strong, 

direct and interpersonal. Bureaucratic authority, for example, 

relies on hierarchical prerogatives, mandates and clear role 

e xpectations as a way to provide principals and teachers with 

scripts to follow. One complies or faces consequences . 

When bureaucratic authority is at the center of leadership 

one presumes that princip~ls and teachers are subordinates in a 

hierarchically arranged system. Superintendents are trustworthy 

but you can't trust subordinates very much. The goals and 
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interests of teachers and administrators are not the same and 

thus administrators must be watchful. Hierarchy equals 

expertise thus superintendents know more about everything than 

principals and principals in turn know more about everything than 

do teachers. External accountability works best. 

It is pretty much accepted that bureaucratic leadership is 

not a good idea. Few superintendents, for example, believe that 

teachers as a group are not trustworthy and do not share the same 

g oals and interests as do administrators. Even fewer accept the 

idea that hierarchy equals expertise. Less contested, perhaps, 

would be the assumption that teachers are subordinates in a 

hierarchically arranged system and that external monitoring works 

best. After al l, leadership practice still relies heavily on 

"expect and inspect," predetermined standards, inservicing 

teachers and providing direct supervision. These enduring 

practices force leaders to spend a great deal of time trying to 

figure out how to motivate teachers and trying to develop change 

strategies that can get them to do things differently. As a 

result leadership becomes a direct, intense and often exhausting 

activity. 

Personal authority is based on the leader's ability to 

provide human relations leadership . Xey to practicing personal 

leadership is knowing how to motivate people and how to 

demonstrate other interpersonal skills. 

When personal authority is at the center of leadership it is 

assumed that the goals and interests of administrators and 
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teachers are not the same. Teachers have needs and it these 

needs are met at work the work gets done as required in exchange. 

Leaders must become experts at identifying the needs ot teachers 

and experts in people handling skills in order to barter for 

compliance and for performance increases. Congenial 

relationships and harmonio·us interpersonal climates make teachers 

content, easier to work with, and more apt to cooperate. 

Suggesting that leadership practice that relies on 

personality, on knowledge of psychological principles, and on the 

leader's skills in using this knowledge nay have negative 

consequences can make some of us uncomfortable. After all, most 

of us worked hard t o develop skill in how to motivate teachers, 

how to apply the correct leadership style, how to boost morale, 

and how to develop the right interpersonal climate. In many 

universities, for example, these insights comprise the core 

technology of the educational admi nistration preparation 

curriculum. And, the insights are the subject matter of the 

training provided by a vast public and private consulting 

industry. But personal authority is not powerful enough to tap 

the full range and depth of human capacity and will: And, 

personal authority is not able to elicit the kind of motivated 

and spirited response from teachers that allows schools to work 

in extraordinary ways. Most teachers respond to this kind of 

leadership by doing what is required of them when rewards are 

available or when administrators are pleasant, but not otherwise. 

They become involved in their work for calculated reasons, 
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quickly reducing both performance and commitment when the 

exchange of compliance for satisfaction is not perceived to be 

fair. Further, their performance becomes increasingly narrow~d 

as they emphasize only that which is rewarded. Sadly, vhat gets 

rewarded comes to replace what needs to be done. 

Overemphasizi ng personal leadership raises moral as well as 

practical questions. For example, what should be the reasons vhy 

teachers should follow their principals and principals should 

follow thei r superintendents? Is it because leaders know how to 

manipulate others effectively? Is i t because leaders can meet 

the needs of others and provide them with psychological payoffs? 

Is it because leaders are charming and fun to be with? Or is it 

because leaders have something to say th&t makes sense ; have 

thoughts t hat point others in a direction that captur2s their 

imagi nation; and, stand on a set of ideals, values and 

conceptions that they believe a re good for teachers, for students 

and for the school? A yes vote for the firs~ series of questions 

is a vote .for a vacuous leadership practi ce that separates 

process from substance. A yes vote for the second series of 
I• 

questions is a vote for a leadership practice based on substan·ce 

in the form of ideas, values, and compelling arguments . 
. --The Wingspread superintendents acknowledged that 

--· ;.:, 
bureaucratic leadership and personal leadership have roles to 

- ,... ...; f:...:. 4 

play but central t o their vision vas a leadership practice based 
.. ,, . - , .• ~ . 

on moral authority . Moral authority i s derived from the fel t -

-obligations and duties that teachers feel as a result of thelr -



connections to widely shared school community values, ideas, and 

ideals. When moral authority is in place, teachers respond to 

shared commitments and to the interdependence they feel with 

others by becoming self managing. 

The Wingspread superintendents did not speak of moral 

authority directly . Instead their conversation was laced with 

9 

references to commun i ty as a . metaphor· for schools: "Community of 

learners," "learning c ommun ity, " "learning organi zation," 

"cultures," 11 value-driven l earning c ommunity." The dominant 

metaphor for schools in tod a y 's educati ona l admi nistration 

literature is oraanization. Schoo l s are f ormal organi zat i ons. 

We need to take courses in organizat i ona l t h e ory and behavior to 

lea rn how t o wa nage schools and the people within them. We have 

organizat i onal c harts that p r ovide us with bluepri nts. Th e 

blueprints speci fy roles , role relationships and role 

e xpectations in the form of job descriptions. Organizations 

require planning, organizing, c ontrolling, d i recting, and 

e .v aluating; We struggle to s hape the needs of organizational 

members in ways that are better aligned with the needs of the 
· :::,n: --:2c. •'J; r . : - .. : .. 
organization. 

. 
9! • • ~-

But?~~~ - metaphor organization is troublesome when applied to 
:· [ .-·:: 

schools. For e xample, organiz~tion· gives legitimacy to 
.• · e~' .l. ' ;· ~ . 

leadership practices based on bureaucratic and personal 
~.:,C. ~:;: .J· :: ~: ... 
auth_or i ty. community , on the ot·her hand,;· forces us to think about 

- ... : 3 :) ! :- -

schools and leadership within them. Communities are defined by 
- • -l • : ... ~ 

their centers of symbols, values , and beliefs that are sacredly 
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held by community members. Leaders in communities emphasize 

identifying and making explicit shared values that then become 

sources for informal norms that govern behavior. These norms 

make it possible for collegiality to emerge as something that is 

internally felt and derives from morally driven interdependence. 

As a result leaders rely less on external controls and more on 

the ability of teachers and other community members to respond to 

felt duties and obligations. The school community's informal 

norm systems and the internal connc~tions of teachers to them 

become substitutes ·for l eadership . As norms take hold, teachers 

become increasingly self managing. 

Ministering by serving oth ers and s erving ideals, 

emphasizing s hared va l ues that bond peopl e together and binds 

them to ideas, and buildi ng norm systems t hat emphasize felt 

obligations and commi tme~ts are the subject matter of a new 

leadership . How realistic is this view of leadership? Will 

people really respond? Are they that altruistic? One way to 

answer these questions ~s by exa~ ining our own beliefs and 

experf ericef' l.>as ;·supeti-ntend~s . .. Jolh~n __it comes to motivating 

pri~c £pai i ;""ieachefs, '"'StUd~g,~ _ ~n~ ; ~r_~n~s ,- lo; 5

~-;am;li,:.~ ~oO., y=-ou 
- , :., • • .. t :, ' - ;;,. s ' . .. -\ ., 

• : ~ - ; , : ~ i • .... - e, L .... ::} r: ! ":"' ;:: C :3~>~ "': ~ 
believe fnat it is basicall~_-wh~t .gets re~arded gets done? or, 
,:~ .;,- · ., - . · .. ~ : .. ,:::; lr : -.i Q,.. -
is it. your view t~at , Wheo~iijd~¥~du~l self interest and broader 

~ • "'C:. ., 
• • - - -~ ~ CT - ..., ·, r ;;., : - 9 • 

interes·ts are in cohf lict i'~Opl~.; ~~~ capable of sacrificing· fhe 
former for 

responding 
,.. .. . - .. -: .. 

interest? 

• • '?::? ~~ ·: _:-_: iL··-9..., 
the latter? Do you believe that we are capable ~of 

- - • . ,,..::-:...._~ ~ - • r - -- .,, ._ • ..___ 

to du tie~ _;nd: .Qbj:£~'~li)i that Stana ; a:bQ:~ self 
~ : . .,..-:, ... _ - ,.....\. r· - -

Are we.,..- in~_o_J;~~;"_;~or~~ ! · -~orally responsive? ~~ 
, Jr! .. . : .. ~ r 
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about us as superintendents? Are we morally responsive, seeking 

to do what is right and good even if self sacrifice is required? 

Or are we out to maximize our self interests and cut our losses? 

If we respond no to the first series of questions and yes to the 

second are we as superintendents morally super!or to principals 

and teachers with whom we work? 

These questions raise still another set. When w~ choose 

what to do and when we decide what to be committed to, is the 

individual the primary decision-making unit and thus free to make 

independent decisions? Or do you assume, as does Amitai Etzioni, 

that groups (ethnic and racial groups, peer groups at work, and 

neighborhood groups) are the pr.ime decision-making units? 

Etzioni -acknowledges that individual decision-making exists but 

that it typical reflects collective attributes and processes 

having been made within the context created by one's 

memberships. 2 

Based on Etzioni's research, on my extensive conversations 

with teachers and administrators, and what I h~ard at Wingspread, 

~ • ! ~' C l • ., (., I • • 
- - r 

: .... l3 .:! Amitai ::Etzioni, The,l'f<lral Dimension: - Toward a· New : c:: 
Economics . New York: The·' "F'reet Pfess-.., - 198.S . . 1 _ 

.; .S ' I rl t ., \ r -;, ..J • -- - - l;, ; -
3 Thomas J . Sergiov~nni r · Aoral Leadership. San Francisco: 

Jessey-Bass, 1992. 
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sacrificing self interest and pleasure for other reasons. our 

actions and decisions are inf luenced by what we value and believe 

as well as self interest and when the two are in conflict the 

former often, and !or most of us typically, takes precedence over 

the latter. 

Self interest i s t he cornerstone o f CEO, manager, and human 

relations images of leadershi p. Yet t he e v idence over-helmingly 

suggests that self interest in not powerful enough to account 

full y for human motivation. We are driven as well by what we 

believe is right and good, how we feel about things, and by the 

norms that emerge from our connections with other peop l e. We a r e 

d r iven, to use Etzioni's terms, by morali t y, e mot i o n and s oc i al 

bonds ; the ve ry c ~a r acteri stics of huma n nature t hat a r e large ly 

i gnored by today's management l iterature . How shou l d the 

c onversation I heard at Wingspread be summarized? This i s what 

the superintendents actually said: "The leader builds communit y; 

dgmonstrates moral courage; is centered in a belief system; has 

t he strengths of convictions; makes compass ion an enquring value; 

has._ ;intui~ i ·; e -i-~s°f ghts; itoc!e"l-s- -the va:l:ees,:>~9:~!.).t ~~.ns of the 
3 2 am,~ ::> $_. •. 

1 
., . • ~- • ¼.. o.; t ,. ,., ... ... , .:: -· • c. ,, ,.... . . . ~ r - - . • 

-- ~i~sion; understands_ t hat - readusnti.Jp i s , ~ cmtj!~til~llv irounded; is 
~-· c!!. a s-:>s-:- · -.-,.. .. .,, . . J :-::-:'t!, ,~ ,7t .. o :> - 3 _ • 

• .._, - - I--, ~ ; -.,r-•• ,., - _.., ,.., t 

able to use s ymboi s- t o ~~cifbe -=liearfing. t ~ ;~r~ n i t21.:t.ion 1 i fe;-
- 5 -, ., ::m-;- - I ':)(1 • 
- - . • -:-. °'. ?·.: ..; b.,~. !, -, - •• · - . .• • • t -i:)1.,.- .G .-.i 

believes in and is able - to- cui lcl =-cG1l:.l>abo,r"-t J,y.e c ;;elati onships ; 
·~,;- · ~- ,- - .... _ ,_ - .. 'Q-::.:;:1-~.1 -

: ~ 't ·I. ~ • ~...:; • .• ,.. • ~ . . +. • .. . _ 

bu{t<;~ ~. co~~i ; m:.~~ . .:+to_·_;e~~~~:~ !~~r~trgs peopl~ .: ~~g, tp~r;.;ir,;;!ate 
and share a c ommon informafi~n2base-, · promotes . c;ove .Qants. and 

: ~ • J. i: .. :. ...1 .. - '" '""...., ~· · , ~{: -' ltL·::-.._iC,.:> 

collective com; .itme.ni"i~: a ~" isl~nr.:·c1arif i es . ~~~ VS:ff'f1~S! a.~: ... .:,1 

I I C. -• _ ... . . ,? -:_9· ... ·<.,[._~·~ 
--
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about us as superintendents? Are we morally responsive, seeking 

to do what is right and good even if self sacrifice is required? 

Or are we out to maximize our self interests and cut our losses? 

If we respond no to the first series of questions and yes to the 

second are we as superintendents morally supertor to principals 

and teachers wi th whom we work? 

These questions raise still another set. When w~ choose 

what to do and when we decide what to be committed to, is the 

individual the primary decision-making unit and thus free to make 

independent decisions? Or do you assume, as does Amitai Etzioni, 

that groups (ethnic and racial groups, peer groups at work, and 

neighborhood groups) are the prime decision-making units? 

Etzioni acknowledges that indiv idual decis i on-making exists but 

that it typical ref l ects c o llec t i ve attri butes and processes 

having been made within the context created by one's 

memberships., 

Based on Etzioni's research, on my extensive conversations 

with teachers and administrators, and what I h~ard at Wingspread, 
. - ....._ __ 

I conclude that our connections- i;ifir,e··i:so .i:mpostan.t _aod th~t the 
i;o'- ;c- , ~·.Z c - ~-c -- .:, ...... <"' •• :) ~~: ••• !J! :!,i":.9''.)Cc , 

_P,ro~ess of. -S,; Ci.alizai f orl° t'hit: Eta*e~ -place~~~;~ ~ 
5
re.su\ t .<?_f OU~ , 

_,_, ~r '""'"'"" -· • ... __ :-., -- -, 
- ..... """ c... -~ c~ , -'::' . ..- - ... .. """.:l 

memberships is so ·compl:te ~thff\JtNe -notion of indiv~dual = .!': : ~ 0 - - • ,, s - ·· z .:; =- \' -' ! ' a 
~ ·- '-'• -~~-:. - ---~ 

_decision-maker i.s ·more -my~h -·tfiari -=r,eality .!·.: -F.,urther, we humans 
• • : -:: .. ~ ::, :. - - ... i '"'. .- : ; , ¥ ~ - ., I 

• ·- • • - .. - .. r_ _ • ,.. .. • - i..:. 

~egularly pass moral judgmf!nts - 8ve-t our. JJrges . ., routinely 
• .c.:, !:' .f~·sct:" ~- .. :: .-:_.• .• ..:: .. - -.;,> ~ · ~ 

· t ,, - l - ., <.,I_ • _ r 

·· - 23~ Jmfit'ai :Etzioni, The M~ral Dimension: - Toward a· New ::c-:: 
E~-~;l~Tn if~~,-r Z ~ (ew York: The ' rreet. Pf-ess-., - 19-8.S •.; 1 _ . r.: 

3 Thomas 
1
:J. Sergiovi nni ;~--Moral Leadership. San Francisco: 

Jossey-Bass, 1992. 
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covenants; is an interpreter and ambassador to the larger 

community; sees his or her role as one of stewardship." 

This is what I think the superintendents meant: "There is a 

consensus that leadership is important in improving schools. But 

at the same time few are satisfied with the ways in which 

leadership has been understood and practiced in the past. 

Enormous investments are being made to search for better 

alternatives but efforts so far involve tinkering with a form of 

leadership that may be unsalvageable. The very definition of 

leadership itself must be changed. No matter how enlightened, 

when leadership is based on bureaucratic and personal authority 

its form is direct, external, intense, and control oriented. As 

a result leadersh ip is not able to fully tap human potential and 

not able to help principals and teachers become self managing. 

The sources of authority for leadership need to be expanded to 

include moral. Moral authority is idea based. Idea based 

leadership transforms us from subordinates to followers. 

Subordinates respond by doing what they are supposed to . They 

followership.tt 
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Given the Wingspread conversation , what should be the role 

of the superintendent? If the purpose of leadership is community 

building, then ultimately the success of a leader is known by the 

quality of followersh i p that emerges . Quality of followership is 

a barometer that' indicates the extent to which moral authority 

has replaced bu~eaucratic and psychological. When moral 

authority drives leadership practice, the superintend~nt is a . 

leader of leaders, a follower of ideas, a minister of values , and 

servant to the f ollowership . In othe r words , t he superint endent 

is an administrat o r. 




