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Chapter 5

Creation and Experimentation - The Analysis

Byron's creation in 1970 was a responseto pressureswhich school and system leaders
felt intuitively, but could not identify or articulate with precision. Their collective
in
insights
led
design
them
to
which
many ways was
experiences,
and sensibilities
a school
ahead of its time. What resulted however, was a changeprocesswith an ill-defined, or at
least partially developed,theoretical base. As Wesley Walters reflected:

We were like Thomas Kuhn's (1962) paradigm pioneers. We didn't have the
based
basis
for
doing,
on
acted
us
statistically validated
some of
what we were
experience. My feeling after 25 years is the preceptswe enunciated clearly
enough in 1970-1974 have been validated in the following 20 odd years
(Interview, W. W. 1995).

In a similar vein Ward Bond suggestedthat:

just starting to do a lot of the things done then. Why they are
people
are
now
...
just doing it now is probably becausethey
arejust maybebeginning to understand
them - the need for them, the desirability, maybethey are being encouragedto do
so (Interview, W. B. 1994).

Lord Byron was a product of its times. As a memberof the Byron women's group
recalled:
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...

but
largely
largely
many were
not
everybody,
single,
very
young,
we were

beginning their careersand they were people who not only brought youth and
idealism but also a particular philosophy becausethey had come through the
universities of the 60's. The times were significant for the things we did. Byron
could not have happenedin the 80's and couldn't have happenedin the early 60's
either (Interview, P. L. 1994).

Byron was the result of that `particular philosophy' which came to characterisethe 1960s
identified
individual
the
the
to
age
as
opposed
corporate,
with the
an
which
exalted
disenfranchisedrather than the majority culture, and prized intuition and creativity over
rationality and conformity. The challenge at Byron was to translate these ill-defined
ideals into a workable school. The timing could not have been better. The political and
social contexts of Ontario and South were ripe for experimentation.

Context

The Sizemore legacy

It is difficult to trace the exact origins of the Byron concept but certainly "the genuine
interest" ( Interview, P. M. 1995) of the Director of Education was vital. School districts
(Huberman
indeed
in
in
or
undermining educational change
play a major role supporting,
Corbett
Louis
1989;
Miles,
1991;
Rosenholtz,
1990;
Fullan,
Miles,
1984;
and
and
and
Wilson, 1992). The district's role in the establishmentof Byron was crucial (Fullan et al,
1972; Watts, 1977; Fletcher et al, 1985; Smith et al, 1987). The Director of the South
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Board establishedthe Innovations Committee which provided the initial impetus for the
South's
fairly
by
however,
Perhaps
staff
group
of
a
elite
authorising
unwittingly,
school.
to envision a school of the future, he created what Fullan and Eastabrook (1977) have
described as "a group of people working on a common problem independentlyof the
larger community, tending to grow in a direction incomprehensibleto their co-workers
and associateswho had not experiencedthe learning process undergoneby the committee
members" (p.224). Most of South's other employees, and virtually all of the potential
(Fullan
being
idea
Byron,
had
et al,
contemplated
of
was
parents and pupils
no
what
1972).

Certainly the appointment of Ward Bond as the first principal was an important system
decision. As one observer commented"I don't know if the systemrealisedhow radical
Bond really was" (Interview, W.W. 1995). By giving Bond a year to plan, the
different
hire
his
staffing process,
to
to
a
the
use
opportunity
most of
agreement
staff and
the system enabled him to designwhat for the times was a radical alternative. It required
have
suggested,
to
chief
executive officer
convince or, as some
a politically confident
coerce the Board and reluctant senior administrators to support the Byron concept
(Interviews, J. G.; D. K. 1996). Sizemorewas also able to influence the teachers' union
to permit differentiated staffing and an alternative organisation at Byron (Interview, P.M.
1995).

The district Ontario SecondarySchoolTeachers'Association,(O.S.S.T.F., the teachers'
Assistant
The
Byron
union) was very much on everyone's mind when
was established.
Director at the time recalls:
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I'm not sure the staff was aware of this but Byron was under siege from a number
of sources including the local district and particularly its leaders ...

They held

great suspicion and opposition to the notion of the reallocation of resources, the
abandong}pt
etc. (Interview,

of the traditional department heads and assistant heads, minor heads
E. S. L. 1994).

This opposition occurred within a climate in which the provincial O. S.S.T.F. had taken a
public stancein opposition to the broadly progressiveHall-Dennis report and had
opposedH. S. 1. (the curriculum plan for secondaryschpols). In spite of its professional
rhetoric, the Federation and particularly its South division tended to have more concerned
with creatingjobs for teachers than with supporting experirgpntal approachesto school
and classroom organisation. As the school's superintendentat the time of its opening
said, "O. S.S.T. F. was never open-minded on the chairmanship organisation" (Interview,
D. K. ). The Federation's compliance with the Byron experiment was bought at the price
of a full review of Byron after five years.

Despite his silence on the topic, Sizemoreappearedto seeByron as a way to push the
newly created South system and particularly its secondary schools into more progressive
educational directions. He always took great ilitCrest in the riUHibefof visitors to Byron
and the number and type of presentationsmade by Bond and his staff to other schools
and provincial organisations. He hoped that as a result of Byron "the entire level of the
systemwould be raised" (Interview, J. G. 1996). Since Sizemore was also a dominant
provincial figure, he was certainly in a position to extend Byron's influence to the
province.
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Sizemore's forceful style and his recent promotion to Director of the newly created South
Board had created enemies. Byron was seenby many as part of the Sizemoreagenda,
and as such it experienced some of the ill-feelings derived from what dissident elementsin
the region considered a `take-over'. They believed that Sizemore had created a school
which threatened their values and beliefs, to say nothing of their organisational structures.
A young teacher in one of the schools in a section of the region which felt it had been
annexedby Middleton, and later a principal at Byron, recalled that the people at Byron
were seenas:

The flower children of the 60s. That was the perception. They had this beautiful
school that the Board had pumped all kinds of money into, selectedthe very best
of the best to go there, and they were free floaters, free thinkers. They were
literally likened to the flower children and some of that never went away
(Interview B. K. 1994).

Many South staff memberssharedthe view that Byron enjoyed unique benefits from the
district
building,
school
new
created
newly
unrestricted staff recruitment, and more
-a
The
than
other
schools.
reality was quite different. Byron was not alone as a
resources
`new' building. Significant growth within South County in the 1960sresulted in the
building of five new secondaryschools from 1965 to 1970. Bond had agreedto accept
his shareof teachers displaced by the building of Byron and some of them were not the
`best of the best'. In fact Bond's successorhad to terminate the contract of one of the
`force transfer' people. Certainly the early staff members were not flower children.
While the staff was young, its averageage was approximately 28, a significant percentage
in
thirty
90
had
years
of
over
age
and
were
per cent
some previous experience
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conventional schools. In addition, Byron receivedthe sameamount of money as any
other school. Sizemore insisted that if Byron was to be credible it "must be within the
budget listed for all other schools; it must be fair" (Interview, W. B. 1994). What Bond
did do, however, was to use staff differently and reallocate resources. Only a few other
schools acceptedSizemore's offer to differentiate staff.

A persistenttheme of Byron respondentswas the antagonismthey experienced or felt
from other colleaguesin the region. A young teacherin 1970, who was transferred to
Byron after her first year of teaching, describedthis tension:

BecauseByron was differentandproudof beingdifferent,becauseit felt it was
doing things for kids, the worst commentscame from other schools. When I

been
had
to the school,had really nevertalkedto
they
them,
never
would ask
anybody in the school. Rumour and the sensethat these people at Byron were
doing something different, all they wanted to hear were the negatives. They never
heard the positives (Interview, C. S. 1993).

Bond found this rather "mindless" opposition confounding (Interview, W. B. 1993).
When askedto identify the critics in the systemhe replied:

The whole gamut, the principals in other secondaryschools, teachers in other
secondaryschools. Elementary schoolstended very much to understand and
support. There were `snipers' in the community, some Board members. If I
might make an attribution, the reasonthat most of it went on was that by virtue of
what we were doing and changing without coming out and saying it, we were
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sayingyou're doing it wrong and that was offensive. Simply, people didn't like
the fact that we wanted to changeall thesethings so they took `shots at us'. That
was enormous pressure (Interview, W. B. 1994).

He went on to describe people's reactions when he presentedthe initial concepts even
before the building was completed:

When I presentedsemesteringand the new administrative structure and what we
intendedto do, to the Federation, the Board, the other secondary principals, they
were resistant and certainly non-believers- open classrooms, my God! semester
God!
my
no department heads,my God! chairmen, my God! They had to
system,
be convincedbut most stood by as observers,some wanting `the wheels to fall
off'. This made me more determined. This is going to work. Then the original
staff cametogether and they all intuitively knew what we were heading towards.
All the piecesbegan to fit together. Then people from the province and the
provincial federation came and interviewed staff members to find out whether
they were being `put upon' and whether the schemewas working. There was that
little undercurrent of hope that it wasn't working, but the staff's positivenesswas
for
encouraging
me (Interview, W. B. 1994).
very

This reaction was understandable,becausein the early 1970s Byron was a threat to the
entire `grammar of schooling' which gave meaning to the careers of system colleagues.
An experiencedteacher, widely respectedby her colleaguesfor the academicrigour of
her programmes,explained:
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You didn't admit you came from Byron becauseothers called it `the palace'.
That was the nickname in other schools. "Oh, you teach in the palace". They
assumedyou weren't doing anything becauseit was O.K. with us for kids to work
on the carpeted floor rather than at a desk. That was innovative at the time but
not now. It was seenas shoddiness,lack of discipline, lack of control. Although
the kids were working perfectly happily there, that really shocked people. It was
not unusual for me to look up in the middle of a lessonand find a crowd of
strangersin the back of the room becausethere were constant visitors to seewhat
was going on (Interview, G. G. 1993).

This sameteacher describeda group's discussion in which she and her pupils were
engagedin animatedand somewhat heated discussionabout a moral issue arising from a
novel. The teacher said, "I was really giving one young man a very hard time". She
recalled:

He was very calm; it was late in the course so we knew each other well and he
was pretty confident and said to me "Miss G. that is a pile of bullshit" becauseif
you look at this, this and this you can see- he did the right thing. Afterwards the
group at the back said that boy's words were rude. I said, "in what way was he
rude?" One person said he said what you said was bullshit, and I replied did you
listen to what I had said - it was bullshit) I would have nailed him if he hadn't
called it. They thought that was a lack of respectwhen in fact we were
be
in
kids
to
their argumentsand to stand for what they
secure
encouraging
believed. There was a difference of perception, people in the community and
(Interview,
G. G. 1993).
threatening
that
very
as
saw
other schools
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Hargreaves(1984) chronicled similar reactions to Countesthorpe College in England
(Moon, 1983). Terms like `flower children' and `the palace' he describedas "contrastive
images
"presents
trivialized
of alternative practices,
stylized
and
rhetoric" which
characterisingthem as unacceptableextremes and thereby implicitly drawing the
boundaries around the range of present practice" (p.223). Contrastive rhetoric was a
strategy used to stigmatisethese alternatives by the insinuation of graphic labelling rather
than rational argument. He suggeststhat this kind of `rhetoric' is often used by school
Bond
(p.
Both
223).
"exercise
decisonmaking
and
to
the
process"
principals
control over
Martin testified to the barbed criticism they received from fellow school principals.

In fairness,however, as a Byron teacher at the time, contrastive rhetoric did not all flow
in
the
Extreme
unknown
not
one way.
criticism of the other schools and principals was
staff room at Byron. Certainly the contrastive rhetoric on both sidescreatedunfortunate
divisions within the school system. From the very beginning, therefore, what staff
membersat Byron perceived as unwarranted opposition, createda siegementality. A
number of respondentstalked about how debilitating it was to be continually "fighting
ghosts" (Byron Women's Group). A teacher at Byron for all but its first year commented
that he was "really tired" of arguing the merits of the Byron approach (Interview, G. L.
1996). This had two effects: first it created a determination to make the Byron concept
work. As Bond stated, "This made me more determined. This is going to work"
(Interview, W. B. 1994). He was not alone. Second, it resulted in Byron's purposely
isolating itself from the rest of the system and closing in upon itself. One of the members
had
it
Women's
we
Group
commented "Nobody outside the school supported so
of the
to
is
(Interview,
There
evidence
Women's
1994).
some
Group,
to support each other"
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suggest that this collective introversion was not unique to Byron (Moon, 1983;
Hargreaves et al, 1992).

The spectre of Roxborough

One and a half miles from Byron stood another secondaryschool, Roxborough, a well
respectedand rather typical school of its times. Continuity and changesat uneasily side
by side for every one to seeand compare. The staff at Roxborough made no secret of
their contempt for Byron and its innovativeness. Its principal never referred to Byron by
name but only as "that school down the road". Ironically Roxborough had been the
Byron of the early 1960s. In its own way it had been less traditional than other schools of
the time. Its principal had recruited fine teachersand many, including the Assistant
Director, had been promoted in the system. As Ed Laxton explained, even Roxborough
had been resented becauseof its own newnessand there was talk of the `Roxborough
mafia' in the early 1960s. Criticism was not unique to Byron in the region. What made
the situation tense was the physical proximity of the two schools and Roxborough's
reputation as the `academic' school. Like many schools in the 1960sand 1970s,
Roxborough tended to sort and select its pupils. Conversely, Byron's philosophy rejected
this approach, and the school openedits doors to pupils who had not succeededin other
schools. Since most of these pupils were not high academicachieversthey contributed to
Byron's reputation as a school for the non academic. As one teacher recalled "because
Byron was such an open school, when things went wrong they usually endedup in the
newspaper" (Interview, C. S. 1993). Many of Roxborough's `push-outs' ended up at
Byron.

226

Sizemore had allowed two schoolsto develop, side by side with significantly different
approachesto secondaryeducation. He establishedByron as a "pilot venture" or a
"demonstration school" to shakeup the system (Personal correspondence,J. G. June,
1996). Whatever his motivation, his plan resulted in intense competition between a well
regarded traditional school and the avant garde school. "It has always beena ByronRoxborough comparison, not Byron and any other school" (Interview, G. L. 1996).

In the early years, from 1970 to 1975, Byron people tended to ignore Roxborough. For
the most part, the Byron staff was more worried about daily survival than a contest with
other schools. The insularity of Byron was often interpreted as arrogance(Interview,
B. F. 1996). What was particularly damaging was the manner in which colleagueswithin
the systemundermined Byron with its parent community. The impact of Roxborough on
Byron is described by a teacher who formerly taught at Roxborough before shemoved to
Byron in 1972:

Until the last few years this school (Byron) has been on the defensive. Most of
that came, I would say, as a responseto the school down the road. In the
beginning, a large percentageof staff came from the school down the road. We
never said that we were better, but down there they certainly did. They said it to
parents, they said it to students,they said it to anyone who would listen. I've
known many of them since I was a kid, they
are good people - they thought that
they were right (Interview, J. C. 1993).

Byron became stigmatised as the non-traditional, non-academicschool -a legacy which
it
later.
haunts
25
years
still
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The `Achilles Heel' - the community

The Byron community first found out about the Byron plan through a seriesof meetings
Bond conducted in the community. As he describedthe process:

Before the school opened we had 14 meetings. We talked about what we were
doing and why we were doing it until we were satisfied that they understood. The
way in which the school was openedto people in the community, and we took
great pains to bring people into the school, we shaped our own destiny. The thing

that was differentthen,wastherewasa greatdealof growth andthat gavethe
opportunity to change. People tended to look for change. It was always
interesting to me to note the people of the community who had acceptedthe
opportunity and invitation to be in the school and seewhat was going on, were

very excited. Oncethey took thetroubleto understandthenthey becamevery
accepting.Quite often the commentwasmade`I wish it had beenlike this whenI
was in school'. The many adult studentswho came and took classessaid `I wish it
had been this way'. The more they saw, the more they understood (Interview, W.
B. 1994).

A fundamentalprinciple of the school was not only to reach out to the community but
also to include the community in the school. Byron had the first active parents' advisory
committee in South, and adult participation as pupils in regular classes. In comparison to
other schools,Byron was much more open, inviting, and parent-friendly. In 1975, the
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External Evaluation Committee stated: "In its relations with the community ... Lord
Byron is a model worthy of study by other schools" (p. 27).

In contrast to this glowing testimonial, however, many members of the public remained
sceptical. Criticism was muted becauseof Bond's political skills and the smoothnesswith
which the school operated in the first few years. In spite of the best efforts of Bond, and
his colleagueshowever, the community never totally `bought' the concept. A perceptive
teacheridentified the crucial issue. In her view:

we encouragedthe studentsto take leadershipand initiative. I think that came
out of the opennessthat we had with them, but a lot of people saw that as
intimidating. These kids were taking too much power, so in many casesthe
kids
it
fact
it
in
kids
line
as
saw
community saw as
we
getting out of
when
growing up (Interview, G. G. 1993).

Another teacher provided a succinct and insightful summary

I think one of the problems Byron had is that very good things were happening
but the public didn't necessarilyunderstandthe changes
and changeswhich are
not understood are perceived negatively. It takes a long time to changean
existing perception once it's in the public's mind (Interview, M. H. 1993).

Tyack and Tobin (1994) provide two reasonsto explain the difficulty of changing the
`grammar of schooling'. Both are appropriate to Lord Byron. Most reforms tend to be
Sizemore
from
This
It
`intramural'.
was certainly true of the Byron experience. evolved
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to an Innovations Committee, to Bond, and to the staff, with virtually no involvement of
people outside this limited network of educational professionals. Based on Cremin's
(1962) work on progressive education, Tyack and Tobin (1994) explain the failure of
most reform efforts:

one reason ... was that leaders lacked political savvy and fell out of touch with
the opinions of school boards and parents. Looking to convince their professional
peers,they did not cultivate the kind of broader social movement that might
nourish educational and social change. Failure to enlist the support and ideas of
the community was especially harmful for fundamentalreforms that violated the
public's notions of a `real school' (p. 477).

The secondproblem they identify is the burnout of reformers. This becamean increasing
problem for Byron. Two of the major causesfor this burnout were the failure to gain

communitysupport,andthe presenceof Roxborough. Peoplewereworking themselves
to exhaustionon behalfof their pupilswhile the pupils' parents,the teachers'colleagues
and the larger community sat back and criticised. Wesley Walters' frustration was
typical:

I hadideasin 1970that I thought asI workedthroughthemwere validatedat the
school but I wasn't sure. There was an immenseamount of criticism. We were
innovative but didn't have the support of people in the field and didn't have the
body of data we have now that validated what we were doing (Interview, W. W.
1995).
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In many ways the responseof Lord Byron's external context in its early years made the
internal context even more meaningful than it might otherwise have been. I well recall
how we turned to each other for mutual support and reassurancethat we were indeed on
the right track. In Chapter Three I identified the pupils, departmentsand subjects, and
the school itself as important contextual elementswithin any school, and of particular
relevanceto Lord Byron. The following discussionsof the school's meaning, structure,
culture and the work and lives of its teacherswill elaborate each of these aspectsof
Byron's internal context.

Meaning

In spite of opposition, criticism and disappointment, what has persisted over these past 25
years is a collective senseof meaning of what Lord Byron was about. Every person
interviewed for this project articulated two concepts: Byron was intended to shapethe
school to the pupil not the reverse, and Byron was about innovating, experimenting, and
challengingthe prevailing paradigm in Ontario. Regardlessof time period, longevity at
Byron, or the role the person performed at Byron, these messageswere fundamentally the
same. A long standing school secretary said: `Byron puts students first - mutual respect,
co-operation and the intermingling of different types of kids. There has always been that"
(Interview, H. C. 1993).

A technical teacherwho taught from 1972 to 1976 at Byron and whose two sons
attended said Byron created a "positive environment, in which kids could reach their
potential" (Interview, E. E. 1993). Another teacher indicated that Byron "provided a
breadth and depth of opportunities without barriers to students" and "much better
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teacher-student relationshipsthan I have seenin any other school" (Interview P. G.,
1993). Wesley Walters who was both an original chair and later Byron's principal said
that Byron was about:

different strokes for different folks - individualisation - treating kids with intricate
sensibilities.I used the term `structured multiplicity' where you take a group of
kids in grade 9 and you develop a programme to develop the talents of each pupil
to its best (Interview W. W. 1995).

A teacher who has remainedat Byron for the past 23 years explained that the school's

philosophywas:

that you had to be able to answer the question is this good for the students in the

justify
There
like
in
things
to
actions.
were
sort
a
peripheral
of
affumative order
fewer rules, and that you teach more by modelling than you do by precept, and
the idea was to offer kids a
that the aim of all discipline was self discipline
...
choice, and when they make a choice they make mistakes. Some of those
mistakes are going to be wrong and you have to be prepared to live with that, if
you can't then you modify your programme to limit the number of choices
(Interview, J. C. 1993).

Various respondentsdescribedByron as "a secondchanceschool", a school which
believed in the "goodness of kids", which "emphasisedco-operation not competition"
and learning not just teaching".
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At a secondlevel, Lord Byron was intended to challengethe prevailing paradigm of
secondary schooling in Ontario. As Bond explained:

in
it
in
the community and education
the
made
unique
eyes
of
others
what
...
generally was that it was the first semesteredschool in the province. That was the
most obvious mechanicalthing and then the philosophy that was designed to
surround that. The philosophy included how staff and pupils should be treated; the
environment in which they should work. We were all there to enable all pupils to
learn, to remove obstacles,to remove their problems and to prove to them that
they could learn. We did not convey the idea that discipline comes first which I
think a lot of us felt was the attitude in many other schools. In addition the
intention
Our
in
design
in
with regard
school was open
and open attitude as well.
to the community was to welcome the community at any and to invite them to
participate at any time in what was going on in the school. This was unique at the
time (Interview, W. B. 1994).

In responseto my first interview question, "What do you feel has made Byron unique
in
South
Province
?" virtually every respondent,regardlessof
the
and
schools
among
teaching era noted the pupil-first philosophy. When asked to articulate factors which
challenged the prevailing educational paradigm, most mentioned semestering,open
concept building design,the chairmanship leadership structure, the variety of course
the
innovative
individualised
the
science,
and
programmes
offerings,
such as
mathematics
Each
innovations.
paucity of rules and the unsupervisedcafeteria, to mention only a few
change on its own was not unique. In combination they challengedthe essential
`grammar' of secondaryschoolsin Ontario.
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What becameclear as my interviews proceededwas the influence of Ward Bond in
"Ward
Bond
As
Byron.
Lord
`meaning'
teacher
would say,
recalled,
the
one
of
shaping
dust
them
doing
find
them
them
start
and
off
them
up,
wrong,
pick
something
when you
Still
C.
S.
1993).
(Interview,
don't
them
another teacher recalled
throw
out"
out again,
that Bond "had a student oriented view of education that was unique at the time"
(Interview, R. M. 1993). Bond describedhis vision in this way:

It was largely wrapped around our aspirations for students. We wanted them to
be self learners. We wanted them to realise what potential they had, and we
imparting
from
it
that
the
all the answersto the
we
weren't
view
approached
for
down
learning.
It
was that
and
they
sitting
were responsible
students and
belief in students, and that belief in the approach to help studentsto learn, that
be.
how
least
to
things
should
attitude
as
our
encompassthe philosophy or at
This was perceived at the time as a more lenient attitude as we were trying to
how
ideas
We
had
distinct
learning.
in
to
people
as
their
also
engagethe students
W.
B.
1994).
(Interview,
be
treated
should

While Bond articulated the original vision, it was shapedby the people he recruited as
they tried to bring it to life in the school. As Sengesuggests(1990), organisational
individual
by-product
of
visions and ongoing conversationsamong
visions grow as a
them (p. 212).

The congruency between vision and action is illustrated by perhapsthe most controversial
belief
The
free
for
first
its
the
in
Byron
provision of
time
all pupils.
eight years,
concept at
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held by Bond and most staff in the early years was that if pupils were to be responsible
they must be given responsibility to make decisions, and particularly decisionsover their
faith
his
in pupils' ability to use
Bond's
time.
that
explanation
of
policy reflected
use of
good senseprovided the environmentwas non-threatening and supportive.

We provided accessto the learning resource centre, study spacesaround the
school, the remedial reading room and teachers. We all know it did not succeed
with all students. There were abuseswhich in other schoolswould have led to
regimentation of all the pupils. We did have a belief that studentsneededsome
unstructured time during the course of the day, and I don't believe as a total staff
we believed their use was improper. We didn't mind studentsin the hallway. The
design of the school facilitated that. It was structured to provide socialising space
(Interview, W. B. 1994).

As Bond suggestsstaff acted on the premise that most pupils could use time productively
facilities
developed
and
strategiesto assist pupils to use their time
and adapted
effectively.

What Bond did particularly well was to manage meaning (Bennis and Nanus, 1985;
Fullan, 1991). The senseof meaninginitiated by Bond but internalised and acted upon by
Byron's staff encouragedintegration, co-operation, responsivenessto individual needs
knowing
of
ways
such as intuition, all of which may be consideredmore
and alternative
feminine
qualities. Pupil use of free time, to continue with this example,
stereotypically
for
Pure
innovation
little
there
in
Ontario
time.
which
the
was
was an
precedent
at
it
felt
Bond
that
for
that
was
such a policy was asking
trouble.
rationality would suggest
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having
learn
by
the
the
to
to
opportunity
worth
risk as a way
give pupils
responsibility
important decisions to make.

The values espousedby the Lord Byron staff were clearly at odds with the self asserted
Ontario
South's
Most
dominated
systems.
patriarchal values which
and
educational
schoolsand school systems encouragedand rewarded power, competition, control,
domination, and linear analytic rational thought. The South system was a very maledominated,patriarchal system (Interview, J.C., 1993). All the senior leaderswere male,
all but two of the curriculum co-ordinators were male. The prevailing metaphorswere
those of male dominated team sports like football. A favourite saying to encouragehard
work was, "If you're not ruptured, you're not pulling your load". Ironically, it was
Bond, a former intercollegiate athlete and physical education instructor who had the
confidenceand inner resolve to `go againstthe grain'. As a system leader stated, `Ward
it
in
he
he
father
Byron;
Lord
the
the
years
was there. He had the skill
nurtured
was
of
and the craftinessto hire the right people" (Interview, E. S. L. 1994). Equally ironic was
the fact that all of his first department chairs were men. When asked about his choices,
he said no qualified women applied, which spoke eloquently to the state of women's
leadershipin South at that time.

The values espousedat Byron were of course influenced by the 1960s. Nascent
feminism,multi-culturalism, and environmentalismhad gained currency. Phraseslike `self
actualisation'and `human potential' were part of the educational climate. The HallDennis report, for a short time, made such ideasthe topics of conferences and seminars,
in
and of course criticism and ridicule the popular press.
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A few schools around the province acted upon the concepts of more open education.
Thornlea (Fullan et al, 1972) in Toronto predated Byron by three years, and Bayridge
(Fullan and Eastabrook, 1977) in Hastings County and Governor Simcoe in Lincoln
County followed a few years after the establishmentof Byron. In retrospect we can see
manifestationsof a humanist responseto the rigidity and inflexibility of the `factorymodel of schooling' (Reich, 1991), but at the time most people still believed in the
profoundly modernist conception of progress - if we canjust know more about the world,
and in this caseeducation, progress would result.

The frustration expressedby many of the Byron respondents,many years removed from
events, was that they were certain they were moving in the right direction but could not
prove it. Much of what went on at Byron was the product of people's experience,
intuition and trial and error, rather than `solid
empirical research'. There were mistakes
made, which in other less visible settings would have beenignored, or at least used as
internal learning experiences. Byron tended to be
so visible, public, and open that its
misstepswere magnified and publicised. As one long serving teacher recalled, `Being so
open, the failures that kids had, and they probably would have failed in other schools,
were quickly blamed on Byron". `They are experimenting with my child and that is why
my child has failed' and we were quick to be blamed for things that were not necessarily
our fault" (Interview, G. L. 1995). Other elementsof the educational community, such as
superintendents,other principals, teachers,and even the press (Interview, W. W. 1995)
for
its
lack of `hard data' to support its innovations, which resulted in
Byron
criticised
Byron's being almost obsessiveabout evaluating its efforts.
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To useBrouilette's (1996) categoriesdescribedpreviously, Byron might be categorised
as fitting into the `developmental' category becauseof its stated goals of advancingthe
academicand social growth of each pupil. The critics tended to speak from a `humanist'
perspective. They believed that the purpose of schools was the preservation of the
dominant culture, and a focus on the basics. Their criticism of Byron was consistent with
Brouilette's description of the humanists' view of the developmentalistapproach to
education - lack of discipline, inappropriate pupil choice-making, a lack of respect in
teacher-pupil relationships, concern for the arts and other non `hard-core' subjects,a lack
of competitivenessamong pupils, and a perceived deficiency in standards.

What Bond had succeededin doing was recruiting people who supported his progressive
developmentalistview of education. Acting on this image for education required a
his
its
Bond
While
in
in
the
thinking
and
community.
school
and
profound shift
colleaguessucceededwithin the school, they faced a wider educational community and a
social hegemonywhich were firmly rooted in maintaining continuity with what most
people perceivedto be `real schools'.

Leadership

In many ways Ward Bond was an amalgamof the leadershiptypes describedin Appendix
Three. Perhapsthe best description of his leadershipwas as a `leader of leaders' (Barth,
1990). He firmly believed that he should lead less, and dispersepower, control, and
resourcesto enablestaff, students, and parentsto lead more. In secondaryschools,
department
leadership
the
the
among
tension
team,
exists
senior
micro-political
usually
heads,or chairs, and the staff as a whole (Ball, 1987). Managing balancing these three
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elementsin such a way as to ensure everyone's needsare met is a challenging balancing
act for a principal.

Bond believed strongly that formal leadership should reside in the department chairs.
When asked the source of leadership at Byron in the early days he responded:

There is no doubt in my mind it was the chair. Leadership was one of the
elementsconsideredwhen the chairman was chosen,and I believe it was an
expectation that they understood, it was to be their leadershipand their school,
and in their areasthey had control of programming and instruction.

He went on to add:

I don't think that major decisions should go back to the staff. There should be
complete involvement where that can be possible,but unlessyou can couple the
accountability with the decision-making, I don't seetotal decisions resting with
the staff...

the accountable person is the one who has to end up saying I made

the decision ...

In talking about leadershipand the leadership provided, I think it

is expecting too much of teachersto do more than have input into decision when
the decision lies outside their realm of practice but in the classroom,
management,instruction, programme, curriculum design, sure

...

One of the

significant factors was that chairmen had time to provide leadership to the people
with whom they worked

it demonstratedto me if you have an expectation for
...

leadershipyou have to provide time to do the job (Interview, W. B. 1993).
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Bond's vision of the chairs' role was shared and supported by staff. In the words of one
long serving member of staff-

The thing that madeByron unique in the early days was the use of staff, the
enthusiasmof the staff and the fact that they were chosenspecifically to open a
They had a
new school, and they were given a mandate to be creative
...
different staffing formula which enabled the principal to flexibly designatestaff
which other schools couldn't do. ..

If you offer people time, then they can use

their expertiseto write curriculum and go into classroomsand show other people
models of how to teach and that was really exciting. Chairs would also free you
up to visit other teachers...

My first chair was Bev Doubleday who was the

ultimate in positive reinforcement. Bev could find good in anything ... she was
very good at finding your strengths and exploiting them ... she was great and the
rest of the departmentwas the same (Interview, J. C. 1993).

Each chair was hired to and expected to demonstrate leadership,particularly instructional
leadershipin his area (Smith and Andrews, 1989). The chairs acted as an effective
cabinet as Bond had intended. As one teacher, now a principal recalled:

I think one thing that was significant was how Byron was organised. I came
through as a department head in another jurisdiction. The way the chairs
functioned at Byron as a council gave immediately an accessibleleadershiptarget
to people becausethose people did meaningful things
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...

(Interview, J. B. 1994).

At the sametime, staff, especiallythose who had experiencein other schools, felt
involved and committed to the process of staff participation in decision-making. One

teacherwho is well knownfor her intoleranceof pretencereportedthat:

Everybody knew what was important and again part of the leadershipqualities of
Ward Bond was that he didn't lay on `nit-picking' things - staff meetings were not
called the first Monday of every month whether you neededthem or not. They
were called when you neededthem. You didn't have trouble getting staff
membersthere, they knew it was important ... Now you think oh God! another
staff meeting. It never occurred to say oh God! a staff meeting ... there was
somethingthat was going to come out of it (Interview, G. G. 1993).

Shewent on to add:

I am not a hero worshipper but when I look back, he had a quiet leadership style
rather than a really aggressiveone, but I think his encouragementmade people
want to follow. In fact, he tended to make leadersrather than followers. He
would ask pertinent questions and lead you down the path to start something new
he assumedyou would do a top notch job and you did. You tended to live up
..
to expectations(Interview, G. G. 1993).

Bond succeededin his tenure in ensuring a balance
among potentially competing micro-

political componentsof the school. In its commenton leadershipin the 1975evaluation
Byron,
Lord
the externalcommitteeobserved:
of
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the extensive opportunities for school-wide leadership developmentwere
...
understated in the internal report. As well as observing those in formal positions
(principal, vice principals, chairmen)exercise enlightened leadership,we noted
that teachers are able to contribute significantly to the decision-makingprocess,
not only within the departmentalstructure. The administration has consciously
provided opportunities for recognition of leadership among staff, other than those
formally designatedas chairmen. This approach has not only guaranteedhigh
quality leadershipwithin the school, but has served as a training ground for an
exceptional number of personswho have moved on to positions of leadership
within the system (Report of Lord Byron Evaluation Committee, 1975, p. 20).

The report concluded its discussionof leadershipby commending the school " for its
effective leadership development program" (p. 20). Bond was indeed a `leaderof
leaders'.

Bond, of course was not only a visionary leader. He had the interpersonal skills to build a
sharedsenseof meaning. People used words and phraseslike `charismatic', `revered',
and `the perfect person' to describeBond. He could be "crafty" and "tough" if
necessary(Interview, E. L., 1994), or "quiet and caring", (Interview C. S., 1993). He
could be both a transactional leader as his wringing concessionsfrom central office attests
(Interview, E. L. 1994) and a transformational leader (Leithwood, 1993) as his many
disciples confirm. I asked each respondentto name the heroes in the school. Virtually
every person named Bond, even people who had never met him. He would fit the
description of the invitational leader who invited others both personally and professionally
(Stoll and Fink, 1996).

242

Ironically, perhaps the membersof staff most influenced by Bond and his leadershipstyle
were the women. One evening I recorded the comments of a female group of seven
former Byron staff memberswho have all moved on to leadership roles in South or in
other systems. In the room was a director of education, two principals, three department
headsand a consultant. They were part of a larger women's network which had emerged
from Lord Byron in the early 1970s. They still try to meet at least six times a year. The
group has not only been instrumental in helping women to achieve formal leadership
roles, it has impacted significantly on the culture of South. One woman remembered
seeingthe chairs work as a council to solve problems in a collaborative way and saying to
herself "I can do that". "It was more collaborative and there was discussion. It wasn't a
decision made by a principal, which everybody carried out. My guessis that women are
Another
1994).
kind
leadership
it"
Women's
(Byron
that
group,
of
and prefer
good at
participant stated:

Ward had a philosophy but he was open to anybody's input. I rememberit was
significant that he was going to let women wear pant suits. I just rememberit being
an issue for working women. You just had a senseif you took somethingto him, an
idea, it was going to be heard. I think that in three years we
were willing to say as
women `we must go further'. I almost felt that was the ethos that was there
readinessto accept and an invitation to proceed (Interview, Byron Women's Group,
1994).

Fewwomenin the 1970ssoughtleadershiproles,partly becauseof the prevailing
patriarchalvaluesystemof most schoolsand schooldistricts. As the womenexplained,
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they felt comfortable, affirmed and empoweredto aspire to formal leadership roles as a
result of Bond's leadership and the value systemwhich gave meaning to the Byron
experience. When I pointed out that it took four years to appoint the first female chair
and that the original complement recruited by Bond was entirely male, one of the
women's group commented:

Yes, but look at those males. If you go back and look at the leadershipwithin
that school over the years

...

they have an acceptanceof females and an

acceptancethat they treated you as equalsand you never had the feeling that you
were anything less, in fact you were encouragedto be more -I think that is a
really important and significant difference from other schools. I was head of the
largest department at Roxborough before I came to Byron and I worked hard to
be the best becausethey expectedyou not to be the best. At Byron you were
expectedto be the best and you were the best (Interview, B. K. 1994).

Paradoxically,it was a `critical incident' (Ball and Goodson, 1985) related to the
departureof Bond from Byron after three and a half years as principal that galvanisedthe
women to organise a network to attend to women's issues. When Bond was promoted,
the male staff members organised a two day `men only' stag party at farms a number of
staff membersowned in northern Ontario. The women were incensed that an event for
Bond was planned strictly by the men. As one woman recalled "We felt respectedand
our individuality was important to us and he was important to us as well" (Interview, C.
S. 1993). A woman who is presently a principal in South recently recalled:

The main issue was that it was exclusive to men. It was the major social
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becausethere were no women on the leadershipteam. It was the catalyst that
decision
being
together
talking
about not
part of
making. It was a very
got us
symbolic representation of the fact that we, as women, were not considered part of
the decision-making becausewe were not in formal leadership positions, and that we
were the only ones who were going to do anything about that. We certainly felt
valued as staff members,but were not encouragedby our male leaders to take on
formal leadership,and that was where things were happening so we decided to set
up our own leadership, encouragement,training and support group, becausewe felt
the other groups were not open to us. So it was a case of experiencing a need,
talking about it and doing something about it (Interview J. B. 1997).

They organisedan alternative event to which they invited all staff members and their
spouses. The successof this event and the enjoyment of working together to achieve a
goal led to subsequentmeetings.

They helped each other professionally and personally. They were there for each other at
the `birthing of babies' and the seeking of advancement. Since there were no women in
the chairs group for instance, they askedwhy not, and encouragedtheir colleaguesto
apply, which over the next few years many did with success. Of the present nine
department heads(chairs) six are women. One male staff member said he really envied
the women's group "because they really talked about interesting things". Sincethe group
had a tradition of doing a quilt for the birth of each member's new child, this male
jokes
joined
Sexist
and
the
them
for
his
after
group
made a quilt
member
new-born.
The
language
discouraged
based
were
gender
at Byron by men and women alike.
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movement spreadthoughout the district. In the early 1980s,two members of the group,
the aforementionedmale and a female leader, helped to found an organisation in South
called `Men and Women in South' which dealt with gender basedissuesin the region.
One of its successeswas a Board policy on inclusive languageand a review of curriculum
to ensuregender equity. Bond and the ethos of Lord Byron had supported and
empoweredwomen to create a network which engenderedthe kind of self confidence
required to pursue leadershipopportunities. This is quite different from the scenarios
describedin Chapter Three by Shakeshaftin the United States(1993) and Edwards in the
United Kingdom (1994).

Bond's impact on both male and female leaders in South was profound. The staff of
Byron in its first five years produced two directors, three superintendents,ten principals,

four vice principalsanda numberof consultantsanddepartmentchairs. In fact the rest of
the Southsystemoften referredto the `Byron mafia'. Virtually all of the `mafia' have
tendedto leadin Bond's image. I cantrace muchof my own leadershipstyle and
subsequentwriting on the topic (Fink, 1992; Stoll and Fink, 1996) to my three years with
Ward Bond. A woman who has been principal in two secondaryschools reflected:

I think the thing that Ward taught me was to be a leader, to keep positive, listen
to people's ideas and offer ideas. I remember Ward walking into my office
handing me an article, quite unrelated to my job and saying what do you think of
this? He would come back later and talk to me about it (Byron Women's Group,
1994).
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To a number of respondents,Bond's premature departure was Lhgmajor factor in the
leader
"Byron
former
Byron.
A
that
changed
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system's
attrition of changeat
the month and day that Ward left" (Interview, E. L. 1993). A former chairman with
Bond used almost the samewords when he stated "the shift came down to the month, if
not the day that Ward left" (Interview, W. W. 1995). One teacher felt "somewhat
betrayed" becausethree years `was not enough with his kind of leadership when you are
trying to make change" (Interview, G. G. 1993). Still another teacher reflected that Bond
had such a powerful persona,that he "vas an almost impossibleact to follow" (Interview,
C. S. 1993).

Bond admittedly enjoyed unique circumstances. He not only had a year to plan the
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stature among the staff and much of the parent and pupil community. While his style was
not in the 'heroic' tradition (Senge, 1990, p. 340), the significanceof the Byron
experiencein the lives of so many people who becameinfluential in the South system led
to a mythology around Ward Bond which indeed made succeedinghim exceedingly
difficult. Principals who came to Byron 20 years after Bond's departure felt they were
being measuredagainst Bond's mythic persona. As one respondentwho had taught at
Byron long after Bond had left reported:
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He still walked the halls when I got there. I never saw the man for years, but the
way people talked about him and the referencesto what he had done that helped
people be the way they were, they were legion. People were always turning to me
in great shock and saying "oh you don't know him, your style is like you know
him" (Byron Women's Group, 1993).

Bond created a strong leadershipgroup. The chairs saw themselvesas mini-principals
and with Bond, made most of the major policy decisions. Over Bond's tenure the
chairmen grew so collegial, collaborative and confident of the `Byron approach' that the
potential for `groupthink' existed (Janis, 1972). Groupthink occurs in highly collegial
groups in which participants will often accept decision with which they disagree or at
least mute dissent, in order to be perceived as a team player. Typically, Bond was aware
of this possibility and sharedcopies of Janis' book with the chair's group and discussed
its implications with them. This tendency lay dormant under Bond. As external criticism
increasedover time, groupthink was to contribute to Byron's isolation in the system.
Since the school was relatively small, Bond was able to involve staff in providing input to
decisions and to communicate directly with the entire staff. He was able to spend time
both informally and formally with staff members. He always said "I do people things
during the day and paper things at night". He often said that "he would know when he
had succeededwhen he worked himself out of a job". Bond had skilfully shapedthe
micro-political balancein productive ways. In the processhe created a group of chairs
who saw themselvesas wholly involved in running the school and similarly a staff which
felt totally involved and consulted.
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The paradox of leadershipfor new schools is that new, innovative schools appear to
require exceptional leadership. All respondentsagreedthat Bond was an exceptional
leader and very difficult, if not impossible to replace. Conversely,as Hargreaves and his
colleagues (1996) have suggested,exceptional leaderscan often create problems for their
successors,which can negatively affect the school in the long run. The power of the
Bond `persona' and the delicate decision-making balancethat he left would prove to be
difficult challengesfor future principals.

Structure

To achieve his vision of a school which was sufficiently flexible to meet the diverse needs
of pupils, Bond created an organisational structure which was intendedto alter
conventional usesof time and space. To use the terminology of Tyack and Tobin (1994),
he intended to create a very different `grammar of schooling', which they describe as:

the regular structures and rules that organise the work of instruction. Here
...
we have in mind ...

standardisedorganisational practices in dividing time and

space,classifying students and allocating them to classrooms,and splintering
knowledge into `subjects'(p. 454).

Bond recognised that to changethe `grammar of schooling' he had to
view Byron as
more than a bundle of innovations. He had to begin with a vision of what education was
about, design structures which facilitated that vision, hire staff memberswho could bring
the vision to life and finally work with the architects to design a facility which would
At
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of the staff and pupils
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the sametime there were certain `grammaticalconventions' such as credits, credit hours,
subjects,department structures among others which were determined by forces outside
the school like the Ministry of Education, the Board and the teachers' federation, that had
to be accommodated. While he had much more freedom to organise his school and to

hire staffthando contemporaryprincipals,he did not have `carteblanche'andhadto be
clever to work around externally imposed impediments.

He beganwith the concept of time (Harvey, 1989; Donohoe; 1993; Hargreaves, 1994) time for teachersto teach, time for leadersto lead, and time for pupils to learn,
experience,make choices, and socialise. His answer was to semesterthe school, design a
32 credit diploma, and a one hour teaching period. Pupils had an individualised timetable
which required that they take eight subjectsper year, and four per semester. As one
teacherrecalled:

I am looking back 20 years,andI still think thosekids werethe besteducated
kids, simplybecausetheyhadsucha broadbaseandthey wereableto overlap. It
was not unusual for a kid to do a project where he or she took the information
from the music course, maybe in Renaissancemusic, brought it into English class
and combined the music, with Renaissanceliterature and history to complete a
given project (Interview, G. G. 1993).

Since each pupil's minimum requirementwas four classesout of a six period day, pupils
could choose to use the non-lunch period to acceleratetheir programme by taking an
additional course, use it to pick up a failed course from a previous semesteror as a free
period. The structure provided flexibility and also the opportunity to make choices.
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Teachershad the sametimetable which gave them four classesto prepare for at any one
had
in
in
South.
At
they
the
time,
one
same
time comparedwith six every other school
hour classesnot the traditional 40 minutes. It was thought that longer periods would
oblige teachersto use a greater variety of teaching strategies to utilise the additional time
effectively. It also gave teachersthe time to provide more individualised attention for
pupils in non-streamed classes. Department chairs taught two classesper day and had
three periods available for leadershipactivities.

In establishingthe initial organisation of the school, Bond with the advice of the
Innovations Committee, not only thought about altering time patterns for teachersand
He
but
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Rosenau,
(Harvey
1989;
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worked
also
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at
use of space
with the school's architect, systemconsultants,and those chairmen and staff members
that he was able to hire before the school openedto design a physical facility to
accommodateflexible teaching strategies,teacher collaboration, interdisciplinary learning,
individualised pupil timetables, and pupil free time. Every teacher had a desk in a work
room for private preparation. Each interdisciplinary department like the Social Sciences
Department had a workroom in which meetings could be held or teacherscould
joint
on
projects. As one teacher recalled:
collaborate

One of the wonderful things about this school was that they had wonderful
department work rooms where you could store material. It used to be in other
schools that you `held court' in your classroom, where you also kept all your
stuff. We didn't do that. We moved from classroom to classroom. In the
English area, the books for the courseswere stored in one room so you may have
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three classesyou taught in so you neededa workroom. That was a philosophical
thing that was supported by the architecture (Interview, J. C. 1993).

A large comfortable staff room was also designedto encourageinformal staff
socialisationand discussions. This was the one place where coffee was available. An
English teacher recalling the debatesin the staff room exclaimed, "those were wonderful,
I learnedso much" (Interview, J. C. 1996). The resourcecentre was accessiblefrom all
parts of the school. As one teacher remarked, "The resource centre was a hub, that was a
real resourcecentre" (Byron Women's Group, 1994). A teacher who is still at Byron
after 23 years compared the architecture of Byron to that of Roxborough:

The architecture has an enormous amount to do with the kind of school you run.
If you build a school like this and put lockers in the foyer upstairs and downstairs,
then you let kids go to their lockers between classesbecauseit doesn't disturb
classes. A school like Roxborough, all the lockers are outside someone's door,
you have to limit access. The poor kid that forgets his books is `dogmeat'
(Interview, J. C. 1993).

Perhapsthe most controversial feature was the opennessof the school. Open concept
had beentried and perceived to have succeededin elementary schools by the
professionalsbut parents were still suspicious(Interview, J. P. 1996). Open spacein a
secondaryschool was largely untried in Ontario. Some saw it as a real asset:

and
flimsy
The openconceptwas so importantbecause
there
the walls were so
werefew doors, peoplewanderedin andout. You couldn't be ignorantof what
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people were doing becauseit impinged upon your spaceall the time. Nor could
you run a class that wasn't working or where kids misbehaved. There was
responsibility to one another (Byron Women's group, 1994).

Others were not so sure. One teacher who left Byron for Roxborough felt the open
concept worked against innovation becauseit was difficult to use strategies which might
be noisy (Interview, RM. 1993). Another teacher felt that open concept "did not work
well". Sheremembered:

teaching at Byron with six classesin the open area and it got to be a bit of a
competition of noise and you are trying to override the noise in other areas...
If you wanted lids to discuss in groups and they got into an argument, that
becamevery disruptive for another classto have an argument going on
(Interview, G. G. 1993).

With alterationsto time and space, Bond added the third piece which was the use of
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The thousandsof visitors found when they visited in the early years a relaxed, informal
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the school he walked into the cafeteria and asked who was supervising? When he was
told no one, he was amazed. He said it was the most orderly secondaryschool cafeteria
he had ever seen(Interview, J. G. 1996). To many in the educationaland parent
communities, this was not, however, the `grammar' of a `real school'. As long as
Byron's use of time, space,and staff worked in concert, the systemworked well for
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original context had the potential to produce problems as many of them eventually did,
and as many of the critics were only too ready to point out.

Culture

As the discussionin Chapter Three suggests,structure and culture are inextricably linked.
It is insufficient to alter structures without considering the impact of such changes on the
schools culture. Fullan (1993) suggeststhat in most changeefforts in established schools,
"it is much more powerful when teachers and administrators begin working in new ways
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pupil-oriented school and a culture in which teacherswork together to provide each pupil
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experiences. There are however, no guarantees- changing structures does not
necessarilycreate predictable cultures. Culture is so subtle that two schools with exactly
the samestructures can have quite different cultures (Schein, 1985).

Bond, however, had one other advantagethat principals of establishedschools do not; he
could hire most of his staff. By communicating his senseof meaningfor the school,
designing a physical and organisational structure basedon this vision and then recruiting
appropriately, he was able to encouragea culture which was at once collaborative while
recognising and encouraging individual differences.

A collaborative culture

Deal and Kennedy (1982) describe culture "as the way we do things around here". Over
the first five years of Byron's development some fairly distinctive patterns of group
behaviour emergedwhich, taken together, fit Hargreaves (1994) description
of a
collaborative culture rather well. The following discussiondescribesthese patterns, and
then employs three different typologies from Chapter Three on culture to attempt to draw
some conclusions.

A key differencebetweenmovingschoolsandstuck schools"lies deepwithin the
organizational goals: whether or not they exist, how they are defined and manifested,the
extent to which they are mutually shared" (Rosenholtz, 1989, p. 13). The consistencyand
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repetitivenesswith which Lord Byron respondents,quite removed in time and spacefrom
Byron, articulated its original goals and directions were quite astonishing. Before I began
this work I had always thought that Byron may have prosperedmore over the years if the
original staff had developed a mission statementand a set of written goals. Such an
activity would have been redundant. If Byron lost momentum over time, it was not
becauseof a lack of clarity of goals. As one very experienced teacher who left Byron
shortly after Bond departed becauseshefelt the school's tone had changedrecalled:

Byron kids came in and the staff were saying we are all here for one purpose,
we are all here for a common goal. Kids were also empowered. At the end of a
course they were encouragedto evaluateand talk about things and they got to the
Sometimes
they
they just
could
offer
constructive
criticism.
very
point where
doing
found
I
know
things.
that really good so
they
to
were
certain
why
needed
that they had a senseof a common goal. It is not abdicating power it's just
We
than
together
separately.
rather
were told that we were going to get
working
rough kids when the school opened. They came from rough areasand these were
not ideal kids to be starting a new school with and yet they were wonderful and
very encouraging and very helpful.

She went on to explain that pupils in her presentschool are not as well educatedbecause
government requirementshave narrowed the programmesfor pupils. She added that her
presentpupils:

don't havethe sameattitude. Partlyat Byron the staff attitudewasinfectious
becausethe staff washiredto a purposeandhada goal anda mission. Whereas
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now the staff here does not have any particular purpose or goal and so they have
different priorities in life. We can't get the staff to agree on anything including
enforcing school rules. We didn't have that problem at Byron (Interview, G. G.
1993).

A present day principal in the Women's Group believed the difference between Byron and
most schools then and now was that 'in the beginning of Byron, we knew where we were
heading, we knew what the bottom line was, and we knew our scopewithin there"
(Byron Women's Group, 1994). This `bottom line' focused directly on pupils' academic
development.
growth
and
social
and

A major tenet of the effective schools literature is that all pupils can learn and achieve
(Edmonds, 1979). Schoolswhich make a difference for pupils have positive expectations
for all pupils (Mortimore et al, 1988). This optimism is vital to any reform process if it is
to have a chanceto succeed. As Joyce and Murphy (1990) state:

School improvement efforts depend on the belief that curriculum, instruction, and
social climate affect student learning. If the culture of a school is permeatedwith
a belief that the causesof student learning Helargely outside the school, in the
genesand social background of the students, school improvement efforts appear
hopelessand even ridiculous (p. 248).

I asked each person I interviewed to relay a story which they thought typified Lord
Byron. Over 80 per cent of the stories had to do with how the school contributed to the
development of its pupils. The following three stories illustrate the point. Ward Bond
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from
fighting.
local
for
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the
who
ejected
vocational
school
recalled a young pupil
No other school would take him, but Byron did. In Bond's words:

Russ was a kid who would not have survived in any other school. He is now a
responsiblecitizen and well known in his own way. The thing that springs
to mind was Wesley Walters' phoning him every morning, so he was sure to get
up, and then driving around on many occasionsand picking him up and bringing
him to school and spendinga lot of time one on one getting to know him so he
could find something that would keep him in school. I know that kind of thing
was played out many times in different degrees. That to me typified and
reinforced the philosophy and the feeling that the staff had about studentsand
what we were there for (Interview, W.B. 1994).

A former teacher at Byron and now a Director of Education in a large school district
responded:

Many of us have been Byron parentsas well as teachers. My son graduated in
1987. There were still elementsof the original philosophy. Davin was heavily
involved in music and taking coursesin Toronto at the time. He was literally
absent for about 20 per cent of the time for his chemistry class and he was able to
negotiate himself out of that class, on his own recognizance, as long as he did the
work and kept up on the tests. I can't imagine a whole lot of schools where he
leave
"I'm
to
my cello in the vice-principal's office and go to
going
could say
Toronto rather than my chemistry class". He is a pretty good negotiator, but still
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in all, it takes a school with a bit of flexibility to respect that kind of situation
(Interview, P. L. 1994).

A third story was told by an English and Germanteacher:

The thing I remember was kids accepting things of each other. We had one kid
who was almost sevenfeet tall and played the piano. He couldn't sit on the
regular piano seat he had to bring in a special stool and he played somevery
obscure classical music. I cannot imagine any kid in the school sitting and
listening becauseit was just such `far out' music and yet the kids would listen to
him play. They listened to understandwhat he liked about it. They were
interested in finding out what fascinatedhim about that kind of stuff and they
askedtechnical questions about the music that I didn't understand. Now, pupils
would say how can he stand that kind of stuff. I can remember at Byron kids
encouraging other kids even though it was not their thing and the staff also did
that (Interview, G. G. 1993).

Much of my interview with Wesley Walters dwelled on his travails as principal of the
in
school the turbulent early 1980s. When we began to talk about the early 1970swhen
had
he
innovative
pioneered
chairman
as
approachesto the teaching of English to pupils
levels
his face lit up, and his old optimism resurfacedwhen he
their
of
ability
regardless
if
"I
think
still
we had beenthere 20 years later we could have sustainedthat
asserted
(Interview,
W. W. 1995). He went on to elaborate how much the
establishment"
had
in
his
the
from
school
across
collective efforts of staff members
own department and
him
both
me,
sustained
to
really
"I
professionally
that
period
and
meant
personally. guess
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interested me. I learned so much from my friends, I learned how to manage people"
(Interview, W. W. 1995).

When the original staff arrived at Byron two weeks before the school opened, there was
no curriculum, few resources, no procedures or policies. As Bond described the
situation:

Set aside all the things that would normally go with equipping a school - the
ordering etc. - set that aside, and just take into account the factors involved in
writing programme to fit the philosophy of continuous progress: writing
hour
fit
into
the
to
semester,
one
period, the need to change
a
programme
instruction that had to take place, add to all that over 7000 visitors, then you see
the challengefor teachers (Interview, W.B. 1994).

Bond had articulated a broad set of operating principles, designed the comprehensive
structure, recruited the staii now the rest was up to the staff. As a member of the
women's group describedthe situation:

We were into something together that was really powerful and created its own
dynamicsand we brought our own excitementto it. It was a young staff and
lot
things
a
rolling
of stuff spun off. It was a school that operated on
got
when
ideasthat were significantly aheadof their time. A high level of collegiality was
in
They
by
there.
they
were
worked teams
simply assumed
expected people who
influence
haven't
degree
I
interdependence
that
seen
and
of
and partnerships.
felt
An
is
off-shoot
that
very
the
school.
that
a
staff
at
of
until very recently
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did.
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school much
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strongly that
And I think that accounts to some extent for the increasein women's interest in
leadership(Byron Women's Group, 1994).

Another teacherwho left Byron in 1980 to work at another innovative school said, "It
just broke my heart to leave. We really tended to give our lives to the school. I used to
dislike holidays becauseI had to leave. I was not originally into the togethernessthing
but I developeda liking for it" (Interview, B.W. 1993). A member of the women's group
describedcollaborating at pupil promotion meetings,"I remember those huge teams of
people who would meet and we would look at every single report card. We discussed
the kind of follow up we would do for each student" (Byron Women's Group, 1994).

Collegiality just happened,almost spontaneously. It
was not planned as a separate
project or initiative. Although the school building facilitated collaborative action to some
extent, in many ways it occurred out of necessity. The size of the task, the urgency to get
the operation running, the considerable public scrutiny of other professionals, many of
fail
hoped
the
school
would
miserably, compelled the staff to collaborate, if for no
whom
As
Walters
had
to
than
survive.
reason
stated, `ve were like most `paradigm
other
felt
but
the
track
we
were
on
we
right
couldn't prove it empirically"
pioneers',
(Interview, W.W. 1995). As a staff, it dedicated itself to continuous improvement, and
rigourous evaluation of all aspectsof the schools operations.

This commitment to improvement was one of Byron's great strengths in relation to other
schoolsbut also a source of frustration and exhaustion. In his outline of the terms of
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referencefor the five year evaluation of Lord Byron describedpreviously, the Assistant
Director of Education stated:

Lord Byron has already been the subject of more evaluation by more people
..
than any other school in the region. The thousandsof visitors who have visited
the school have expressedtheir opinion. The annual evaluation report of the
assistantsuperintendentsand the Superintendentof Instruction and other
membersof the Executive Committee have been completed each year. The
school has beenthe subject of study by faculty membersat O.I. S.E. (Ontario
Institute for Studies in Education) and McArthur College. But perhapsthe most
thorough evaluationshave been those conducted annually by the school itself in
surveys of parents, students and staff. Certainly, these internal studies have been
among the most rigorous done on the school and they have some added validity
becausethey are basedon the school's objectives (E. L. Terms of Reference:
Evaluation for the Study of Lord Byron Hi

School, 1974, p. 1).

The External Evaluation Committee (1975) reported on Byron's commitment to
continuous evaluation for improvement:

the large amount of documentation produced by the Byron staff over the
...
years attests to this commitment. At the sametime this commitment caused our
group serious concern. In essencewe wonder if Lord Byron is `evaluating itself
to death'? Evaluation consciousnessis praiseworthy,, too much may be counter
19).
(p.
productive
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The wisdom of this prediction was to become evident over time. The staff memberswho
came to Byron in the first few years had almost a Messianic sensethat they were
venturing into unknown territory and that a progressive, optimistic, pupil-oriented
direction for education in South dependedon Byron's success. At the sametime, as a
teacher who was there in the early 1970s declared "We were always on display, trying to
do things in a way that hadn't been done before" (Interview K. Mc. 1993). Others, like
Walters, confessedto ambiguity about this boldness:

I had no where to look to sustain the innovations especiallyprocesswriting.
SometimesI would wake up at two o'clock in the morning and say I have created
a monster and didn't know how to sustain it (Interview, W. W. 1995).

A combination of the meaning of their
work and the fear of failure derived from the
uniquenessof their efforts, as well as Byron's high profile, contributed to `hothouse'
tendencies(D. Hargreaves, 1995). The continual internal scrutiny at its best led to
improvements,but pushedtoo far led to fatigue and a `siegementality'. As Bond was to
in
later,
addition to the workload what really hurt was "the sniping at what
reflect years
in
doing,
the sensethat the critics would not accept the invitation to
sniping
and
we were
They
going
see
was
on.
what
and
simply wanted to find fault and pick at what we
come
were doing from a baseof no knowledge, so that created stress" (Interview, W. B. 1994).
It also created a pressureto demonstrate by the best empirical, rational methods available,
what George Bernard Shaw called `brute sanity', that Byron was indeed a better way.
The effort, for the most part was futile, becausethe critique was largely emotional and
helped
to
Byron
did
but
the
effort
non-rational.
people
not understand that at the time,
justification.
improvement
frenetic,
for
and
culture
a
of continuous, almost
shape
search
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In the 1975 evaluation report, the internal committee reported on five years of
professional development:

Each year a theme has beendetermined, and all programs dealt with the particular
theme. It is worthy of note that professional development programs have almost
totally replaced `staff meetings'. The program for the first two years dealt with
the building of curriculum. The Don Stewart (an American curriculum expert)
Seminar of June 1972 and the follow up evaluation (again with Don Stewart) in
1973 were the culmination of that year's activities. In the ensuingyears, topics
have included:

1. Teacher effectivenesstraining,
2. Reality Therapy,

3. The SchoolandSociety,
4. The Community School,
5. Stress and how to handleit.

After four yearsof involvementof expertsfrom outsidethe school,thereis
developingan increasedutilizationof the expertisewithin our own staff (e.g.
workshop by W. W. on the Therapeutic Community), and teachersare now
travelling to other centresin searchof stimulation and innovative practices. In
conclusion, professional developmenthas always been an important aspect of the
Byron program (p. 70).
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This focus on professional developmentwas unique in the region, if for no other reason
than D. S.F. (Differentiated Staffing Fund) enabledByron to finance it. The choice of
topics reflects the changing nature of issuesconfronted by Byron, and the culture of
intellectual inquiry which developedin the early years. As Walters (1995) reflected "The
one thing about Byron above all other schools was simply intellectual acuity. People
were thinking at a level I haven't met in other schools" (Interview, W. W. 1995).

Byron's approach to professional development was unique in the systemat the time
(Interview, D. K. 1996). While most teachers in other schoolswere usually involved in
subject based professional development,the teachers at Byron attendedto school-wide
issues. Most learning opportunities in the region might better be describedas in-service
in that teacherswere treated like quasi-professionalswho must be exposedto the `right'
way to do things. The Byron approachtended to be more professionalbecauseit came
from the needsidentified by the staff not the principal or central office. From the
beginning, the professional development

This
committee.
committee was a major school

group which was broadly representativeof the staff as a whole was provided with funds
to develop a professional program which teachers identified as useful and necessary.
Each June staff was surveyedto determine issuesfor the program in the next school year.

Each new year at Byron meant "constant change, constant
(Interview,
experimentation"

G. G. 1993). It alsoimpliedlearningfrom mistakes.Bond createdan ethosin which
teachers learned from mistakes "becausemistakes were open and acknowledged"
(Interview, J. C. 1993). "At Byron we decided if we made mistakeswe were allowed to
learn from those mistakes"(Interview, B. W. 1993). One teacherprovided an example
from the early 1970s:
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I remember doing an English coursein grade 11 where I did it on a contract basis.
I made up dozens of units and put a point value on them for the amount of work
involved in research. I noticed that I hadn't taken into consideration the fact that
by the end of the course they didn't know each other and the whole social element
was missed so I decided that was not a good system. Social interaction is
important and they weren't getting it becausethey would go off in their own little
do
their thing and I was not happy with that. Things like that would
niche and
come up and you could seethat educationally they were sound but there was an
G.
G.
(Interview,
1993).
element missing

Experimentation implies making mistakes. In a highly visible and antagonistic
environment mistakes become magnified, publicised and criticised (Fletcher et al, 1985;
Hargreaveset al 1992). When this happensthe experimenters pull back to the `tried and
true', and learning ceases. Experimentation leads to higher levels of learning only if it is
sustainedby the environment and supportedby the administration. Bond createdthis
ethos.

This sameteacher described Bond's style:

I appreciated him more after the fact than at the time but in retrospect when I
look back probably one of the things that made him a good leader was that he
had
done
you
talk
what
about
and say - he would remember and come back
could
later
and say "how did such and such work out" and I would
weeks
of
a couple
it
"great"
it
"bombed".
it
"did
If
it
bombed,
he
or
either
say, was
all of
would say
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bomb or did only part of it bomb? Do you have to changeit all"? It becamea
it
it
and
to
the
of
evaluation
questioning routine so that got you thinking again as
then you would start over again and make the changesyou needed(Interview,
G.G. 1993).

Bond had made the needto support staff experimentation very clear in 1970 when he
stated, `7he most significant contribution to the successof our experimentalposition at
Lord Byron will be made by the staff. It is obvious but worth stating, that all other
1).
1970-71,
if
Objectives,
fail
does"
(Lord
Byron
Aims
p.
and
staff
aspectswill

Byron provided the support of the chairmen, secretarial resources,instructional
These
in
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to
teachers
assist
assistants,guidance personnel,and remedial
funds.
Perhaps
differentiated
more
though
the
staffing
resourceswere purchased
important was the informal support teachersreceived from colleagues. A member of the
women's group rememberedthe support from her department:

You couldn't come into our work room and say I've got a problem without
"here
if,
leaping
do
here
is
how
`well
Jane
or
everybody
up and saying,
you can
is an idea, try that, or have you read such and such" (Interview, L. D. 1994).

Another member of the women's group recalled how the opennessof the building and
team- teaching facilitated mutual support and learning:

large
had
Blair
a
how
Since
I learned
to write researchessaysfrom Blair Alden.
class, I went into his classin my student services role to work with the students
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The originating staff at Byron had many things in common - youth, idealism, and a work
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which was a somewhat
in
visible minority staff members a systemwhich at the time was white and middle class.
A few staff memberscame with reputations as non conformists in previous settings. This
diversity was honoured and encouraged. As a female teacher who was in her secondyear
of teachingwhen she was transferred to Byron recollected:

There was a real feeling that every staff memberwas important and his or her
point of view was taken into consideration. It was assumedthey could take care
it
follow
(Interview,
idea
in
take
things
their
and
could
classroom
on
a
and
of
new
C. S. 1993).

Another commented:

You could `dare to be what you are'. There was that element that you could be
what you were, you did not have to leave yourself at the door, so you were what
learning.
it
just
in
It
knowing
was
was not
walking and
who you are,
you were.
Part of the whole discovery of yourself was what was professional and what was
Group,
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1994).
(Byron
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At the sametime, this diversity created some competition within the framework of a cohis
Byron
An
to
to
teacher,
career,
came
restart
operative enterprise.
experienced
who
statedthat "all staff were friends but there existed an intense competition among staff
which stimulated more change" (Interview, R M., 1993). Still another teacher asserted
that:

we were listened to and had input into decisions and had to work in a cooperative way, but also (when conflict did occur) worked at conflict resolution. It
seemedthat people didn't just come out of those things just territorially, but there
was a school view of things (Interview, J. B. 1994).

Anotherteacherwho had comefrom anotherSouthschoolcommentedthat:

My previous school was very cliquey. At Byron, everything was new and with
the new kinds of learning it meant that everyone was working with different
people. There was a much bigger mix at Byron (Interview, G. G. 1993).

The staff room was a very positive place (Interview, M. H. 1993). Bond madefew rules
but he did insist that the only coffee pot was to be in the staff room. His rationale was
that he wanted people to meet informally as a staff rather than congregatein department
work rooms (Interview, J. C. 1993). He knew from his previous experiencethe problems
has
more recently been called secondary
of what

school `balkanization' (Hargreaves,

1994). The staff room was the focus of lively debate, the development of ideas,
celebrationsand with such a young stag even a few romances. A teacherwho came to
Byron from Roxborough said that:
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There was lessjudgement and less categorising and less bad mouthing of kids in
the staff room than in any other school that I have been in and fewer divisions
among the staff. The staff often disagreed,and there were often passionate
disagreements,but there wasn't any nastiness. I can remember a school in this
systemwhere there was a division within the staff between the liberals and the
conservativesthat left a chasm you could fall into and die. There was a lot of
nastiness. The Roxborough staff room was a chilly place (Interview, J. C. 1993)

Bond set the tone for the school by his opennessto ideas and his accessibility. One
female teacher rememberedbeing the spokespersonfor women who wanted to wear pant
suits. Women in the early 1970s were expected to be dressed`like ladies' and always
wear skirts. Since this was the school's first year and the teacher did not know Bond
very well, she marshalledher arguments, and stiffened her courage to face what she was
sure would be opposition. She began by saying "Ward, I would like your permission to
allow women to wear pant suits". Before she had a chanceto present her well prepared
arguments,he said "fine, I think its a good idea". Shortly thereafter she went to her
previous school in a pant suit to collect something. "I didn't even think how I was
dressed" sherecalled, "and the comments I got from the staff there, even though it was
quite a formal pant suit, it wasn't cruddy blue jeans but that was something female staff
never did, we never wore pant suits" (Interview G. G. 1993). Another teacher stated
"We had a really talented and diverse staf, but it was also accepting of the differences of
others" (Interview L. D. 1994). Mutually every respondentwho was on the staff at
Byron in the early years commented in one way or another on the opennessof discussion,
the willingness to shareideas and materials, and the acceptanceof diverse opinions. They
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A principal at Byron in the 1980s declared`Byron is a place of rituals and ceremonies
and always has been, the staff covet them" (Interview B. K. 1993). Interestingly, many of
the ceremoniesinvolved interaction with pupils. People who were interviewed mentioned
the combined pupil-teacher band, teacher involvement with intramural basketball and so
on, but more often than not they reflected a sharedstaff attitude towards the elitism they
perceivedexisted in other schools. Early commencementswere informal and
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At the sametime, the staff would adjourn almost en masseto the local pub on Friday
night to replay the previous week. Byron parties in people's memories were always
describedas interesting and great fun. Sleigh rides, wine tasting parties, corn roasts, golf
tournamentswere part of the culture in the first few years. Bond loved a good party and
rarely missedone. The relative youth of the staff meant that humour, high spirits and
enthusiasmwere part of the culture. "We used to congregate more. There were a lot of
type A personalities" (Interview, I. M. 1993). The humour was never cynical, at least
about the pupils, nor was it sexist or racist becauseof the strong presenceof women and
visible minority staff members. The importance of humour in a
well documented(Wood, 1979; Smith et al, 1987).
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Summary

With some exceptions,from 1970 until the mid 1970s, Byron can be describedas a
collaborative culture (Hargreaves, 1994). At the sametime, as hasbeen indicated,
Byron, even in its first few years, was beginning to turn inward and become `balkanized'
in its relationships with the larger system. The opennesswhich characterisedthe in-school

culturedid not extendto the largersystem. As one memberof thewomen'sgroup
commented:

The thing that I think was apparent right from the beginning, but maybe we were
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and
work at
Women's Group, 1994).

Other membersof the group commented in the samevein, "We were very insular, too
involved with what we were doing"; "I don't think we thought anybody else had a whole
lot to contribute". "We did not do a lot of reaching out to other people in the system and
in
having
in
South
keen
in
that
come to
people
who
we were not all
were existing schools
Byron. We were interested in people coming from outside the region, new people"
(Byron Women's Group, 1994).
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There were also signsof balkanization within the school itself (Hargreaves, 1994). A
little
had
"I
in
corner and
the
technical
my
own
teacher of carpentry
area commented:
didn't get involved. In tech we were somewhat separatedand I didn't seewhat was
both
home
E.
(Interview,
E.
1993).
Architecturally
the
technical
and
going on"
economics areaswere somewhatisolated from the main part of the school and with some
exceptions, teachersin these areastended to operate in isolation from the rest of the
school.

At the sametime, somedepartments,while interdisciplinary in design,tended to operate
for
home
lines.
The
technical
economicsareas
and
along more traditional subject
first
from
departments
but
the
two
example, were mergedunder one chair,
operated as
day. Similarly, the mathematicsand science areas,under a chair whose background was
mathematics,and an assistantchair whose background was science,tended to operate
like two departments. The region's curriculum department and the province's
programme departmentwere organised along strictly subject lines which tended to work
against interdepartmentalactivities. The concept of a school collaborative culture in 1970
was totally at odds with the accepted `balkanized' cultures in other schools and their
wider systemsthat were part of the `continuity' of education in South and Ontario. The
challengefor Byron was to extend or at least preserve its collaborative culture in the face
of significant divisive forces, and the tremendous effort required to establisha new setting
such as Byron. In spite of the best efforts of Bond to create interdisciplinary structures,
there were signsthat Byron, even in its early years experiencedthe divisivenessdescribed
by Siskin (1994) and others (Ba11,1987;Hargreaves, et al, 1992; Grossmanand
Stoldosky, 1993) of a departmental organisation. In summary,one might describe the
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Byron culture in Andy Hargreaves (1994) terms as a collaborative culture with balkanized
tendencies.

David Hargreaves (1995) alternative model of school culture offers another lens through
which to analyseByron's culture. He describesthe instrumental-social control domain of
school life in terms of achievementof collective goals. He suggeststhat there is an

optimallevel - too much 'socialcontrol' contributesto 'hothouse'or 'traditional'
cultures and too little to `welfarist' or `survivalist' cultures. This model of school culture

describedin ChapterThree,balancesthe instrumental-social
control componentof school
culture with the expressive-socialcohesiondomain. Schools have an expressiverole of
maintaining "satisfying, supportive and sociable social relationships" (p. 26). Too little

in
results
a `survivalist'or `traditional' culture,whereastoo much
socialcohesion
contributesto a `hothouse'or `welfarist'culture. At Byron, in its earlyyears,the tension
betweenhigh socialcontrol andhigh socialcohesiontendedto remainin equilibrium.
WhileByron had characteristicsof both `hothouse'and `welfarist' cultures,its culture,at
leastin its first five years,maywell be describedasa balanceof thesetwo types.

Teachers' lives and work

Another important aspect of the Byron story was its impact on the lives of its staff and
conversely the influence of staff members' career and life cycles on Byron's development.
To probe the interrelationship between teachers' lives and their work at Lord Byron, each
describe
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the
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Other studies concerning the initiation of new schools ( Sarason, 1972; Bernbaum, 1973;
Moon, 1983; Hargreaves et al, 1992) make the case that such schools require a
tremendous amount of work by teachers. Byron was no exception. Virtually every
interview subject who was on the Byron staff in the first five years commented on the
scale of the task that confronted them. As one teachers said, "You had to be a
workaholic".

She described the workload this way:

It was heavy. It was incredibly heavy. If you wanted somethingto teach for
the next day you had to make it becausethere was nothing available. In designing
courses and redesigningcourses,every day you would come out and say what
worked and what didn't work and can I progress with this tomorrow or do I have
to change something for tomorrow. You were constantly writing program and it
was exhausting but it was exhilarating. I found it a much heavierworkload
(Interview, G. G. 1993).

This theme of `exhaustion' but `exhilaration' pervaded teachers' comments. "I worked
like mad writing programmesfor five grades. I worked harder than I have ever worked
all departments did" (Interview, W. W. 1995). Another teacher recalledthat "the early
years were inspiring. There was a lot of altruism. People came to work becausethey
thought they were doing something for humanity - more than a job, it was a mission"
(Interview, J. Mc. 1993). Another teacher declared, "I becamea teacherat Byron. I
from
I
the ground up. Our units are still floating around the county.
more,
created
wrote
I keep hearing bits and pieces of things we used to do" (Byron Women's Group, 1994).
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The evidencecollected, suggeststhat the intensification thesis developed by Apple and
others (Larson, 1980; Apple, 1986; Densmore,1987) did not apply to the Byron
staff in the early 1970s. The combination of hard work and satisfaction suggeststhat
people did not feel exploited. As one teacherindicated, "At Byron you tended to walk
until you dropped - at least you had a senseof satisfaction out of it. Now you have the
feeling what the hell have I done, there is not the satisfaction that goes with it"
(Interview, G.G. 1993). As long as teachersfelt that the expenditure of time and energy
enhancedpupils' learning and provided professionalrewards intensification would not be
a problem. For many of the people who I interviewed, their commitment to Lord Byron
went beyondjust professional commitment, it tended to influence, indeed for some,
consumetheir lives outside of school as well.

For mostof the peopleinterviewedwho wereat Byron during the creative,experimental
yearsin the early 1970s,the experiencewasa turningpoint not only in their professional
livesbut alsotheir personallives. An extendedconversationamongmembersof the
women's group is illustrative:

The kinds of relationships you build in that kind of pressure cooker situation were
very difficult to repeat -a pressurecooker in that you shared so many things and
the hours we were putting in and so on. There was very little time outside the
school. Do you remember Friday nights at the `Pig' (the local pub)?

I certainly do.
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We were in this together and I think you are referring to the spill-over into our
individual personal lives. I just can't separatethose. All through my 13 years, I
cannot separatethat experiencefrom my development in every aspect as a
principal. It is inseparable. It was so important in every way.

You think of yourselfasa teacher,you think of yourselfas a woman,andit alljust
grows.

My time was absolutely a turn around for me personally. I wasn't being facetious
when I said I came there and I didn't want to take on any visible roles. It really
totally changedmy approach. I never would have had the confidence to move

aheadwithout the supportof women. It wasjust absolutelywithout parallel. I
also have to say the support of men, becausewhen I think of the acceptancethat I
felt that I got from the men that I was working with.

You learned that women neededto have feedback about what they did, not just
how they looked. When we started getting lots of positive feedback about that
kind of thing and when we started talking about people growing and learning and
that kind of stuff I think that was really important. I also felt that there was an
if
that
you were at Byron you would take something from Byron and
expectation
take it somewhere else. You didn't have the right to stop where you were - that
you had a responsibility to take it on - it was not optional.

Right, after a while you just becamethat. You took it even if you were not trying
to. You took it somewhere else becauseit was as much a part of your thinking
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Women's
(Byron
to
other professionals.men or women
and your way or relating
Group, 1994).

As the foregoing discussionsuggests, women at Lord Byron found a voice, and a vision
of a different role for women within education. By networking and inviting the support
of influential men within Byron, many of the women of Lord Byron have been promoted
within the South systemand beyond.

The professionalimpact of Byron on its originating staff has been significant. Of the
76 Byron staff membersin 1972, there were 49 men and 27 women. Only six staff
members,four women and two men, left the profession prematurely. Among the staff
in
the profession, 65 per cent of both the women and the men
continued
who
members
have gone on to leadershiproles. Part of this pattern can be attributed to the age of
teachers,selection criteria, as well as the supportive culture at Byron. Approximately 30
per cent of the teachersat Byron would then be in phaseone of Sikes (1985) life cycle
scheme,the 21 to 28 age group, and in their first few years of teaching. Over 90 per cent
in
have
the profession. Only four Byron teacherswere over the age of
them
continued
of
forty. All the department chairs were in phasethree of Sikes (1985) categorisation, the

30-40 agegroup which Huberman(1992) describesasan ageof "activism and
experimentation".

Clearly, Bond had chosen staff members who were at their most energetic and productive
Bond
did
`force
The
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were
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select were
career stages.
least
Collective
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therefore, with one exception,
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were in phaseone of their careers. Two of these forced-transfer people are in my 1975
sample.

The relative youth of the staff and the level of commitment to the Byron concept had
significant impact on teachers' personal lives. As one male teacher reflected, "We let it
happenat Lord Byron, I was working long hours and barely saw my family" (Interview,
D. M., 1993). This resulted in a trend which gave Byron a reputation for changed
personalrelationships. Whether Byron's record in this regard was different from other
schools is difficult to determine, but using the 1972 staff list, 12 people (six couples) on
staff left one marriage to enter into a relationship with a colleague on the Byron staff.
Perhapsthe most cogent explanation was provided by a female teacher:

Peoplewho did come to the school in the beginning came with a focus, they were
hired on to the mission of the school. They were all young, strong minded, very
creative, very leadership oriented people. When you get a group of people in
circumstancestogether like that with that type of personality working long hours,
and they all want to see change happenthings are going to happen (Interview, J.
C. 1993).

Most people interviewed suggestedthat the early years placed stress on personal
in
became
For
been
life
had
itself.
the
A
some,
school
relationships.
relationship which
joined
by
Byron
jeopardy
damaged
the
teacher
further
the
when
some
was on occasion
long hours, the emotional commitment to a task, and socialisation with like-minded
These
in
often
conditions
exist
more conventional schools. Innovative schools,
people.
becauseof their `hothouse' cultures do appear to place greater pressureson personal
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relationships than other schools. To state such a conclusion with any conviction,
however, would require considerablymore study. My observationsin this area are quite
tentative. A more detailed study would necessitatemore in-depth discussionswith the
people who changed relationships and perhaps an investigation of similar situations in
other schools.

Conclusion

The analysis contained in this chapter has attempted to look at Lord Byron in an holistic
and multidimensional way. In addition to tracing the developmentand impact of Byron's
original philosophy, it has looked at the relationship of leadership,structure, culture and
teachers' lives and work in the creation and experimentation which characterisedByron's
first five years. At the sametime, by looking through a retrospective lens of 25 years,
one can identify factors which originally stimulated change,but also held within them the
sources of the `attrition of change'. The tremendous growth of the school and the
exhilaration of the innovative process led to the school's overreaching its ability to
consolidate its changes. When the results of this `overreaching' combined with external
forces over which the school had no control, the staff becamemore insular and closed,
and over time entropy set in. The next two chapters provide an historical account and
conceptual analysis of these periods of `overreaching and entropy', which began in the
mid 1970s and extended well into the 1980s.
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Chapter

6

Overreaching and Entropy - The History to 1985

I was assignedasa vice principal(deputyhead)to Lord Byron for the schoolyear 197475. My first formal responsibilitywasto participatein hiring a replacementas Chair of
English for Wesley Walters, who had been promoted to vice principal in another South
Board school. This was my first and almost my last involvement with the new principal
Peter Martin. He had arrangedfor a large selection committee which was intended to be
representative of all the Lord Byron interest groups. In addition to Martin, it included the

studentcouncilpresident;the presidentof the parents'association;the school's
superintendent;Walters the former department chair; Clark the departing vice principal
department
incumbent
two
the
two
teachers
another
school's
vice principals;
and
and
its
(1979)
has
described
between
Woods
he
divided
the
surface
school
studied as
chair.

institutionalstructuresandthe more subtleundercurrentswhichwere often more
fundamental
The
Byron
the
school.
a
about
selection
at
revealed
process
revealing
division of the kind Woods describedwhich was to impact significantly on the school.

Martin was ostensibly following Byron's democratic tradition of hiring staff, yet he had

job
from
former
When
his
the
the
to
promised
already
a
colleague
school.
apparently
internal
chose
an
unanimously
candidate,Martin overruledthe selectionand
committee
indicated his intention to appoint his former colleague. After some of the committee
department.
him
he
decided
to
the
to
to
reconsider,
members pressured
appoint co-chairs
As the new vice principal, and as a former staff member at Byron, I was appalled at what
I considered Martin's hypocrisy and political manoeuvring. I met with Martin in his
office. Seeingmyself as the `keeper of the Byron flame', I expressedmy concern rather
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he
in
his
When
the
refusedto
contradictions
approach.
passionately,and pointed out
acknowledge any problem, I indicated my intent to ask central office to assignme
elsewhere. It was at this point that Graham Clark (the former vice principal), joined the
discussionand expressedthe sameconcern. It was only then that Martin back-tracked
and accededto the committee's decision. I was therefore able to stay at Byron for the
1974-75 school year.

In retrospect, I suspectthat Martin had `backedhimself into a comer' and did not know
how to escape. He misunderstoodthe strength of Byron's commitment to democratic
decision making. This dichotomy between his understanding of Byron's ethos as an
`outsider', and the meaning given to it by `insiders' created a credibility gap which
Martin, in spite of his sincere efforts, was never able to close. He arrived at Byron at a
time when significant changeswere taking place in Byron's external context.

Ontario to the mid-1980s

No sooner had the recommendationsof Hall-Dennis made their way to policy in H. S.I
than forces within the province attempted to modify the document's perceived openness
and lack of rigour. The Ontario SecondarySchool Teachers' Federation (1976)
published a report entitled At What Cost which claimed that

In the mid 1970s, teachersfind that the educational system of Ontario is in a state
of some disorder ...

becauseof inadequatedirection and preparation for dealing

imposed
find
themselves
the
philosophies
them,
the
perplexing
on
with
schools
limited to day-to-day coping (p. 11).
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It criticised the Hall-Dennis committee becauseit was composed of elementary educators
and lay people, and therefore "the Report's treatment of secondary schools was
inadequate" (p. 14). When H. S.1 (the Ontario secondary program document)
implemented some of the Report's recommendations, it did so at the sametime as the
Ministry limited school Board expendituresthrough mandated spending ceilings. The
Federation claimed that there were not sufficient numbers of trained counsellors to help
pupils adjust, that there was insufficient in-service, lack of teacher involvement in
decisions, and financial constraints from the government's imposition of spending ceilings
on school boards. To a certain extent all of these issues had substance. The O. S.S.T. F.

decried
lack
the
the
concerns
also
reflected
of
of
subject
specialists
who
report
compulsion which enabledpupils to avoid the `difficult' subjects like mathematics,
science,and French. While the Federation's report recommended maintaining the credit
system, it reaffirmed the need for six compulsory subjects, advocated rigorous streaming
differences,
In
individual
the
the
spite
prerequisites.
of
rhetoric
of
rigid
recognising
and
Federation's report advocated a streamlining of the school system as it had existed before
HS I and the Hall-Dennis report

Post-secondary institutions, deprived of easy-to-administer admissionscriteria provided
by the `departmental' examinations,also joined the chorus of complaint about the state of
secondary education and particularly the more liberalising trends. The introduction to the
Secondarv/Post-SecondaryInterface Study which investigated the interface between
secondary and post-secondaryeducation stated:
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In recent months there has been growing public and professional concern over
between
the
co-ordination
and
post-secondary
education
and
secondaryeducation
them. Concern has been expressedover `mark inflation' in the secondaryschools,
and students' basic language and mathematicsskills. There is further concern
over the increasing diversity among coursesoffered in secondary schools, in

this diversity,it is claimed,makes
markingstandards,and in studentachievement;
it difficult for post-secondary institutions to assessstudents for admissionand
placement(The Ontario Ministry of Education/ Ministry of Colleges and
Universities, 1977, p. 1).

Many in the public at large, inthe press, and among the politicians joined in questioning
different
from
their own experiencesand therefore suspect
quite
were
practiceswhich
(Stamp, 1982). As long as the economic times were good the challengeswere muted, but
that too changedrapidly.

The provincial government responded to the criticisms. It rescinded its earlier
encouragementto develop curriculum suitable for local needsand to use provincial
guidelinesto design a variety of courses. The Ministry of Education issued a
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a solid base upon which local development can build (Quoted in Davis and Ryan,
1980, p. 22).

The Ministry tightened the curriculum, increasedthe number and range of mandatory
credits, closely defined `out-of-school' credits, created an elaborate approval processfor
experimentalcourses, restricted textbooks to those approved by the Ministry, and, in
general,communicated a conservative message. In the 1977-78 version of H. S.1, the
Ministry stated that all pupils "shall within their program during the first two years",
include two English credits, two mathematicscredits, one sciencecredit, one Canadian
history and one Canadian geography credit. Pupils still had to take an additional two
senior English credits to a total of nine compulsory credits out of 27 for a diploma. More
significantly for Lord Byron, which offered its programme at only one level, the Ministry
mandatedthat compulsory courses be offered at three levels of difficulty. Ironically,
considering changesthat would follow in the 1990s,the Federation protested this move
vociferously. The Ontario Ministry also reaffirmed that a credit was 110 scheduledhours
which effectively undercut the Byron timetable and its school organisation. From 1972
when the credit system was initiated, until 1980, there were five major adjustmentsto the
secondaryprogramme - all designedto tighten it in the face of criticism.

These changescoincided with the world-wide
recessionwhich began in 1973 and
impacted education in Ontario in the 1975-76
school year. Money becametighter as
grants from the province gradually began to diminish. In the early 1970s,the provincial
government paid over 55 per cent of South's educational costs with the remainder
provided by local property taxes. Each successiveyear the province's proportion was
reducedto the point that by the 1990s, the province paid less than 20 per cent. The
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provincial sharecontinuesto diminish year by year. This retrenchment in Ontario
reflected a general economic malaise in Canadawhich contrasted quite remarkably with
the `glory days' of the late 1960s.

At the sametime as its shareof education funding was diminishing, the province
mandateda number of new programmes. Among these,and by far the most expensive,
was the special education requirements of Bill 82. This Bill enshrinedinto law in the
early 1980s,gave improtant rights to parents, created elaborate appealsprocedures and
forced Boards to expandtheir special education programmessignificantly. This meant
that Boards had to provide programmes for pupils with intellectual, physical and
behavioural exceptionalities. The identification of such pupils required Boards to hire
specialistssuch as psychologists,psychometricians, social workers and child care
for
Special
workers.
classeswere set up
gifted pupils, behaviourally disturbed children,
learning disabled pupils and other special needschildren. Most Boards added personnel
for administrative purposesto attend to the significantly increasedflow of paper required
by various accountability procedures. Time for identification, reviews, and consultation
with parents and other professionalsadded significantly to the job descriptions of teachers
and principals. While the province added funds to support this initiative, the resources fell
well short of meeting the challenge, and as a result school boards increased property

taxes,which in turn precipitatedtaxpayerunrest. Schooladministratorsandtrustees
accusedthe Ministry of playing a financial `shell game'. By mandating significant
initiatives, providing seedmoney, and then reducing grants to other Board and therefore
high
Ministry
budgets,
degreeof cynicism among local politicians
the
created
a
school
towards the provincial government. As the Chair of the South Board said in his inaugural
addressin 1979:
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If the Minister of Education continues to make sweeping pronouncements in the
Legislature that puts undue and unfunded burdens on School Boards then the time
has come to tell her as School Boards `We're mad as hell and we're not going to
take it any more' (Minutes of the South Board of Education, December 6,1979).

With the French speakingprovince of Quebec threatening to separatefrom Canada,the
federal government in the mid 1970s encouraged Canadiansto become bilingual through
financial grants to the provinces. As the province which would be most directly affected
by a separateQuebec,Ontario supported the Federal initiative by urging local school
Boards, like South, to extend core French and also offer French immersion courses.
Once again, supported by provincial grants, many Boards introduced French as part of
the curriculum beginning in grade four, and developed elaborateFrench Immersion
1980s
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by
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in
The
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the
the
early
and
programme
programmes.
involved
over 20 per cent of all South pupils. Once again this meant the
programme
addition of staff the purchaseor translation of learning materials, the modification of
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but the provincial percentageof educational costs continued to decreaseannually. School
Boards were caught in a `catch 22'. The government was pushing them into popular and
local
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the
the
while
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shifting
onto
necessary
of
payment
arguably
property tax.

In the early 1980sthe province also agreed to provide full funding for separateRoman
Catholic schools. Previously Catholic parent were obliged to pay fees for their children
to attend the senior grades in a Catholic school. This emotional and highly controversial
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decision impacted public schools not only in terms of reduced government funds, but also
in the loss of enrolment to the separateschools. This led to pressureon public boards to
transfer low enrolment secondaryschools to the separateboard. The South Board
building
transferred
one
older
as the price of Ministry support for a new
eventually
building in a high growth area. Many public boards did not fare as well.

By 1984, the government had virtually completed its retreat from Hall-Dennis by
replacing H. S. 1 with the Ontario Schools: Intermediate and Senior Divisions (0. S: I. S.).
It increasedthe number of compulsory credits to 16 of the total of 27. It required all
coursesto be taught at three levels of difficulty: advanced, general and basic. Only one
diploma, the secondaryschool graduation diploma, was to be issuedbecauseuniversity
bound students were now required to complete six Ontario Academic Credits (O. A. C. s).
These credits could be part of the 27. This arrangement not only effectively eliminated
grade 13 and saved money, it also forced the best pupils who often benefit from choice to
take 22 of 27 compulsory courses. Ironically, the least academic had much more choice.
By the mid 1980s, a `Rip Van Winkle' who had gone to sleep in the 1950sand slept
through the 1960s and 1970swould seegreat similarities between the school structures
of the 1980s and those of the 1950s.

The South Board to the mid-1980s

Jim Sizemore took early retirement in 1975. His last few years as Director had been
his
health.
in
had
He
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had
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however, this style of leadershipwas becoming dated. In South, the turning point was a
very public and acrimonious campaignby an evangelical clergyman and his followers
against sex education, contemporary literature, and the entire concept of state supported
compulsory public education. The campaign initially resulted from a teacher's invitation
to two openly homosexualmen to visit his secondary classroom to discuss
homosexuality. While the topic was discussedwith discretion and sensitivity in the
classroom, the clergyman,whose children were in the school but not in the class, used the
press to condemnthe teacher,the school and the system for being "godless" and teaching
"secular humanism". The clergyman went on to decry"the literary sewage" in school
libraries and cited such books as Go Ask Alice and Catcher In The Rye as prime
examples. Sizemoremisreadthe situation and called the entire episodea "tempest in a
teapot" which inflamed the situation further. The minister wrote a book which he entitled
A Tempest in a Teapot in which he argued his case against the school board and public
education in general. He also started an organisation which he called `The South
RenaissanceCommittee'. Shortly after the episode began, Sizemoreretired. Those close
to him indicated that he recognisedthat his style of leadershipwas inappropriate to deal
with emerging community issuesand it was time to step aside (Interview, W.B. 1993).
The `great man era' had come to an end in South as it did in Ontario generally.

Sizemore's replacementwas the Assistant Director, Ed Laxton, a man of recognised
integrity, scholarship,and personal sensitivity. The latter quality was at once his great
strength as a human being, but to some, his great weakness as a leaderin difficult times.
He often describedhimself as a `broker' among competing interest groups. Management
of schools tended to evolve in his image. By developing policies on who could visit
classrooms,and dealing with controversial materials in the classroom,the new Director
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used his `broker' skills to defuse the situations he had inherited. The Renaissance
Committee, after a few years of activity moved onto the abortion issue, and its influence
in the South school district gradually withered away. The continual acrimony and
constant personal attacks over the next few years however, did take their toll on the
system's second director.

Subsequentelections produced single issuecandidatesfor the school Board who were
less co-operative with each other and certainly with administration. A new type of school
trustee began to emerge. Board-membershad traditionally seenthemselvesas members
of a corporate body whose job was to establishpolicy, while the administration was hired
to carry out policy. Few trustees directly involved themselvesin schools, and when they
did it was only for ceremonial functions. Many of the newly elected trusteeswere less
trusting of administration and far more involved in the day to day operation of schools.
Previous Boards had been content to allow schoolsto evolve in different ways. The

schoolboardsof the late 1970swantedpolicieswhich could be appliedacrossthe system.
The specialadvantagesenjoyed by Lord Byron in Sizemore's time, such as differentiated
funds, were affected by this trend.

The severebudget difficulties of the mid 1970s,the renewed protectionism of the
teachers' federations, and the Board's swing to a more conservative stance,combined to
curtail or at least circumscribe the spirit of innovation which had characterisedthe
Sizemoreera. For example, the Board and Federation agreed to a standard configuration
of department heads for the entire system. This effectively ended the Byron chairmanship
structure. Similarly, a policy on examinationswas approved by the Board which forced
Byron, contrary to its original philosophy, to base40 per cent of a pupil's grade on a final
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exam. The Board seemedmore concernedwith control and predictability than creativity
and experimentation. Policies on teacher appraisal, pupil discipline, balancing staff
strengths, and common curriculum opportunities followed quickly on each other through
the late 1970s. People in the systemwho wanted to develop new programmesor
approachesoften did so without too much support from central office. Laxton's
dependenceon colleagueswho had been critical of Byron meant that the school no longer
had the advantage of central office support for innovation and change(Interview, P. M.
1995). Laxton believed in treating all schoolsthe same,with no special advantagesfor
any one school. Byron therefore, should be treated no differently than any other school.
He approved the decision to place Peter Martin into Lord Byron after Bond was
promoted to an area superintendencywithin the system becauseMartin was the only
in
decision
list
for
The
the
the
on
system's
made
choice
was
short
possible
principals.
sameway as any other school with very little allowance made for Byron's uniqueness.
Many years later Laxton admitted that Martin's assignmentto Lord Byron was probably
E.
Martin
(Interview
L.,
he
1993).
At
however,
that
the
time,
seemed
mistake
reflected
a
the best alternative becauseof his youth, his opennessto change, and his Federation
connections.

From a system's perspective, the late 1970smight be considered years of `drift'. As one
respondent commented, Laxton "maddifficulty discriminating between leadershipand
friendship" (Interview, J. G. 1996). There was more than a modicum of truth to the
Director,
The
Laxton,
essentiallylost control of some of his senior officials.
comment.
His friends who had been appointed to these positions betrayed his trust. There were
instancesof senior officials who were publicly intoxicated, misusedBoard funds and
decisions.
Relationships
between the trustees and senior administration
arbitrary
made
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becameincreasingly conflicted. Most initiatives tended towards centralisation of
decisionmakingat central office. Ironically, while the direction was towards
centralisation, the on-going battles between the senior administration and the Board left
the schoolsrudderless. Innovation was benignly allowed to continue in the system as
long as it did not create a political backlash. At the time, it was indeed `easierto get
forgivenessthan permission'.

In 1981, a new, dynamic, and politically shrewd Director, Wesley Bartlett, was
appointed. His mandatefrom the Board was `to clean up' the system. This he did with
speed,skill, and considerableruthlessness. In short order he found ways to demote,
terminate or push out all the senior leaders in central office. In addition, he terminated
two middle managerswithin months of his taking over. He arranged for an outside
businessconsulting firm to advise on salaries,benefits and organisation. The Board

appreciatedhis business-likeapproach.Most peoplein the systemwho hadknownthe
systemat its peak, also applauded these early efforts.

Bartlett's political acuity enabled him to build bridges to the school board, teachers'
federations and community. The Chamber of Commerce of Middleton, an organisation
not noted for its support of the public sector, commendedthe Director and stated that,
is one of the finest in Canada. The Chamber of Commerce
"Our educational system
...
is indeed fortunate to enjoy a fine relationship with the Board of Education" (Quoted in
South Board Minutes October, 1984). In short order Bartlett, with the Board's support:

Board
streamlined
and
policiesandadministrativeprocedures,
9 systematised
"

developeda detailed long range plan which was acted upon,
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"

initiated a badly neededrenewal of ageing physical plants,

"

improved relationships between senior administrators and the Board members,

"

instructional
in
special
education
and
curriculum,
undertook renewal projects
technologies,
initiated an effective schools project (Stoll and Fink, 1988; 1989; 1990; 1992; 1994;
1996).

Bartlett's administrative, political and managementskills invigorated the South Board.

He recognisedthe needfor a positivepublic imageandconvincedthe Board to hire a
professionalcommunications officer. The quality and quantity of South's public relations
improved immensely. The newspapersand other media were courted with considerable
success.

The 1980swere years of both expansion and consolidation in South. In 1983 the Board
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percent (South Board Budget Submission, 1992). As populations shifted, schools were
built in newly developed areas of South and closed in establishedareas. Special
dramatically
South
1980s
to
through
to
the
were
expanded
services
enable
education
letter
82.
Bill
Renewals
in
the
and
of
spirit
curriculum, technology and technical
meet
infused
the system with money and energy. Class sizeswere lowered, salaries
education
increased,and resources became more plentiful. Once again, the system was seenas one
of Ontario's most dynamic.

Bartlett's first five years were years of accomplishmentand dynamic change. His last two
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disconcerting. He often talked about his senior managementteam, but most participants
felt that it never functioned as a team. It was often said that the best discussionswere in
the parking lot after the formal meeting when people said what they really thought
(Personal communication, D. K. 1985). Bartlett's primary leadershiptechnique was to
introduce a topic for discussionand wait for someoneto echo his view and then say `I'll
think we will go with that idea'. One of our colleaguescalled his approach `planned
discovery' (Personalcommunication, R C. 1984). In time, very few members of his
`team' bothered to offer opinions. Bartlett tended to be disinterestedin educational
issuessuch as curriculum and staff development, but allowed those that wanted to pursue
a particular educationalinitiative to do so as long as they did not create a political
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significance
another
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for him than for his predecessors. To him and to most of his senior officials, Byron's
innovative days were part of South's past.

Lord Byron: to the mid-1980s.

In 1975, as part of the Board's original agreementto gain the support of the local district
for
had
Board
(the
Lord
F.
Byron
O.
S.
S.
T.
teachers'
the
the
agreed
union)
of
experiment,
to a thorough evaluation of the school after five years of operation. The model used was
had
Education
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for
the
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a number of years called
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Cooperative Evaluation and Development of Schools and Systems(C.E. D. S.S.). It
I
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which
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composed of a school
required a combined
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district
team, as well as an evaluation group external to the school. The
was a part, and a
design of this processrequired the internal and external groups to agree to the criteria,
evaluatethe school independently of each other, and then co-operatively come to an
is
findings.
It
and
recommendations.
a model which is similar to one
agreementon
presently used for school evaluation in South Australia (Cuttance,1994). The external
committee was composedof well respected educators and researchers. It reported that
`Byron is a fine school; what is equally important, it is constantly striving to be better.
The Byron staff is one of which the Board and the community can be justly proud"
(C.E. D. S.S. report, 1975).

While both the reports of the school Board team and the external group praised the
school and made no recommendations for significant changes,they did indicate some

potentialissueswhich indeedbecameproblems. Amongtheseconcernswere:

"

inordinate pressureand staff workload,

9

communicationsamong staff and pupils as the school grows,

"

responsibility and self discipline of a few pupils who gave the school a bad image,

"a

rift that might grow between original and new membersof staff.

They summarisedtheir report by quoting a teacher who answeredthe question, what was
the most distinctive feature of the school by saying "the spirit of continuous self
assessment.No one is in a rut. We are constantly trying to changeto meet changing
conditions" (C.E.D. S.S. report, 1975). The publication and distribution of the report
finest
Byron's
hour.
probably
was
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The departure of Ward Bond was a major turning point in Byron's history. He was
aware of the need for successionplanning becausehe required chairmento train their
successorsin the event of their departures. By 1974, four of the original chairmen had
been promoted and moved on to other schools and had been satisfactorily replaced from
within the school. Successionplanning for principals, however, was a system
responsibility, and in this the systemmiscalculated. Ward was such a revered and
admired figure that his successorwould have to be uniquely prepared. Unfortunately this
was not the case.

Overreaching

The new principal, Peter Martin was 34 years of age in 1974, when he was assignedby
the system to Lord Byron High School. He had been a successfulvice principal in a very
large traditional school. Openly ambitious, he moved very quickly through the ranks.
He was viewed as a superb organiser, a fine administrator, and in his own way, an
innovator. He embraced his conception of the Byron philosophy enthusiastically.
Martin's tenure as president of the local teachers' federation had endowed him with
considerablepolitical skill. In fact he had been the president when the Byron philosophy
been
had
approved by the O. S.S.T. F. Senior systemleadershoped that
and organisation
a former union president, as principal of Byron, would mute a Federation which had
become much more adversarial, especiallyover the issue of differentiated staffing funds
(D. S. F.). In union terms, D. S. F. cost teachers' jobs.

The Federation's renewed aggressivenessreflected the change in leadershipat central
dominated
force
The
Director
had
through
Sizemore
sheer
new
of
personality.
office.
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a major
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Laxton failed to support the school in two ways: Laxton had allowed the Federation to
win the D. S. F. issue and he had appointed an assistant superintendentto supervisethe
school who had been quite critical of its philosophy and was a weak advocate for the
school (Interview, P. M. 1995). Conversely, Laxton saw Martin as brash and overly
aggressive. "He was a master manipulator of paper, charm, and people, and I'm not sure
anyone could body check Peter into a corner. He was a nifty, nifty skater. He could just
drown you in paper all of them proving and justifying his position" (Interview E. S. L.
1994).

Laxton's reservations were sharedby many people on the Byron staff, as well as outside
the school. There was a feeling among staff members that Martin used the rhetoric of
Byron but he did not really believe in its philosophy. As one person said "he knew the
words but he did not know the music". Many people on staff felt that liberty had become
license- Tendencieswhich were evident in the first four years becamemanifest in the
`Martin era' The halls were often littered. Pupils would sit in front of the school
Some
rather unconventional staff were hired: as one person describedthem,
smoking.
`lower children left over from the 60s" (Interview, W. W. 1995). As the size of staff
increased, communications tended to be through department meetingsas opposed to staff
meetings. Some placed the blame at Martin's door, others more charitably saw school
by
key
lack
the
the
attacks
promotion of many of
size,
players,
of regional support, and
other professionals in the systemas factors in Byron's losing its way.
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1974 saw the completion of a large addition to Byron to accommodate the growth in the
east end of Middleton. By 1977, when Martin moved on to a superintendencyin another
school board, Byron was one of the largest schools in the system. In addition to record
growth, Martin felt that a number of people on staff had difficulty transferring their
loyalties from Bond to the `Byron concept'. As Martin said, for some people on staff,
changegot personified in the originating principal rather than becoming part of the
structure and culture of the school. From his present perspective of senior leadershiphe
said: "Change has to be built into the processes. Change identified with a person has the
its
destruction.
has
There
to be loyalty to broader issues. Life cycles of
of
own
roots
many `light-house' schools have been shortenedbecausepeople could not shift loyalties
from the individual to broader concepts" (Interview, P. M. 1995).

Martin pushed the D. S. F. concept to the point that the Byron chairmen had over
$300,000 to use to support classroomteachers. The money was spent on teacher aides,
secretaries,lab assistants,and outside experts. He was able to get the Board's senior
administration to agree to use the money for `things' which enabled Byron to be the best
resourcedschool in the region. The Federation objected to `teacher money' being used
for `things'. Martin's accomplishment,in retrospect, might have been a `Pyrrhic victory'
becauseit quickened the Federation's attack on the entire concept. There was
from
less
venturesomeprincipals. They found themselvestrying to
well
resentmentas
savemoney becauseof the Board's budget difficulties by restricting paper use and other
such approaches,while a neighbouring school had an abundanceof resources.

PerhapsMartin's greatest contribution was his handling of a potentially critical
in
the
Byron
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to
alien
even
so
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concept
most parents' experience
community.
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Bond era, community restivenesswas a serious concern. Individuals in the community
had always expressedconcern about the perceived lack of rigour in the curriculum, pupil
free time, informality of the teachers,and discipline. Martin saw his clients as the parents
bother
because
"they
in
he
the
the
not
considered
worth
systemwho
and not other people
didn't seemto want to listen". This was a view he shared with his predecessorBond. As
Martin said "the criticism never went away but we did keep it to acceptable
levels"(Interview, P. M. 1995). When he left in 1977, Byron was a large, well resourced,
and ostensibly successfulschool, but the seedsof its decline were evident to people in the
school. Many felt the school had been so caught up in issues like D. S. F., adult
education, community outreach, and adding programmes such as an outdoor education
immersion, that the essentialByron vision had become blurred. In essence,Byron
before
from
`innovation
too
previous
overload'
many
approaches
added
new
suffered
changeshad been consolidated.

Entry

Concernsthat the original Byron concept had been lost resulted in the assignmentof
Graham Clark, the former vice principal to Bond, as principal to replace Martin. By
1977, Clark had gained experienceas a principal in another large school in the system,
by
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psychological turning point for staff. The drop in enrolment coincided with two
mandatedorganisationalchangeswhich further undermined the initial concept of Byron.

The Ministry defined a student credit or course as 110 hours. 27 credits were required to
earn a diploma. It had nonethelessallowed schools such as Byron to experiment with the
credit concept. To standardiseorganisations acrossthe province, however, in 1977 it
required Byron and other experimental schools to conform to the 27 credit diploma.
Byron adopted the standard semesteredtimetable which was used by all but three schools
in South. The school day was composed of five 70 minute periods. Most pupils took a
full timetable of eight credits per year. This arrangementeffectively eliminated the free
period for most pupils, which had been one of Byron's most controversial innovations.
This new timetable arrangement also largely eliminated the savings in teacherswhich had
led to differentiated staffing funds from 1970 to 1977. Since D. S. F. was a source of
irritation to the Federation, the system's leaders agreedto its elimination. As Clark

explainedin his rationalefor reconsideringthis concept:

auxiliary personnel enhancedthe program of the school and allowed teachers
to be more professional and devote more time to student needs
...
As a nurse is to a doctor so a paraprofessionalis to a teacher. I would hope that

future
in
the
auxiliarypersonnelwill be introducedinto all schools
way
some
(Report to South Board, June 9,1979).

By 1980,D. S. F. had disappearedtotally in the systemwith the approval of senior
had
in
South
levelled
had
in
Enrolment
the
leaders.
system
off and some schools
system
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in fact declined in enrolment. This decline meant surplus teachers from declining schools
had to be placed in other schools. Byron had never hired its full complement of teachers
Clark
funds.
had
Now
teachers'
those
positions
needed
and
were
and
unspent
reallocated
was obliged to accedeto senior administration's requirement to abandon one of Byron's
essentialinnovations.

When these changeswere combined with the Board's agreementto change policy 2000-8
in 1981, which was the basis of the chair structure at Byron, another key pillar of Byron's
innovative edifice was removed. This meant an increasein formal leaders, a reduction of
their time for departmental functions and a return to a structure more closely aligned with
other schools. Byron, however, was not quite out of innovative energy; it was the only
school which voted for term limits on heads' tenures. To the present, every three years,

aredeclaredopen andrefilled at Byron.
all headships

The school had become physically untidy and Clark worked to make sure that it was
he
for
He
to
the
arranged
structural and maintenancechanges
school,
cleanedup.
continued the outreach to the community, and he attempted to bring back some of the
academicrigour which had been compromised (Manager's Letter, G. Clark, October
30,1978). Staff membersgive him credit for implementing changes,which were
unpalatableto most people at Byron, while maintaining the integrity of the basic Byron
philosophy towards pupils. His supervisor stated:

I am particularly pleasedwith the degree of successyou had in the implementation
of the credit and time allocation change. In addition, the fact that the staff has
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in
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to
meaningful
courses
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provide
worked
organization should not be overlooked (Letter to G. Clark, June 22,1979).

During Martin and Clark's tenures there was considerablestaff mobility. By 1978 only
23 of the 135 staff membershad been at Byron in its first three years. Only five of the
original 10 chairmen remained. The five who had left, all for promotions in the system,
were consideredby Bond to be the heart of his original group. In September 1979, Clark
moved on to a superintendencyin the system. In a letter to his supervisor he summarised
his tenure:

We are now entering a period of consolidation and reflection and are setting new
directions basedupon the experience that Lord Byron has had compared with a
more traditional mode. I personally find the atmosphereand attitude of the staff
to be stimulating and exciting and very responsiveto the challenge in education
for the next ten years. There is no question that we are becoming more moderate
becauseof our experienceand maturity. The directions that we are presently
pursuing consider the political environment, community reaction, Ministry
directions, Board policies, declining enrolment, and academicstandards(Letter,
G. C. June 6,1979).

His replacement, Wesley Walters, was one of the original chairmen. Walters had been the
highly creative chair of English when the school opened. He had been one of the most
forces
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Byron. Graduatesstill talk about his pumpkin orange sweater, and his talent for
balancing a desk on his chin. He had enjoyed a successfultenure at a small school in the
north of the region, and his return to Byron was generally met with approval by staff. In
spite of Clark's and others' best efforts however, Walters found a school which had
changed profoundly from the one he left in 1974 and was now little different from other
South schools.

South as well as the rest of the province experiencedrapidly declining enrolment. Davis
and Ryan (1980) in Canada,and Ball (1984) in Britain, chronicle its debilitating effects on
secondary schools, and particularly smaller secondaryschools. Courses are eliminated,
teachers declared surplus, extra curricular activities reduced or eliminated and staff
least
South's
Federation,
the
the
policy,
negotiated with
required
morale plummets.
experiencedstaff membersto move to other schools in a declining enrolment situation.
When staff is reduced, it not only removes younger people, it also requires significant
curtailment of programme offerings. Walters used the exampleof the acquatics
programme in physical education which was very innovative in the early 1970s, but "ve
just couldn't afford any more". The Chair of Arts, for example,"just couldn't understand
had
because
did
have
to
the numbers any more"
cut
music
programmes
we
we
not
why
(Interview, W. W. 1995).
Compounding the problem was an exodus of pupils to other neighbouring schools whose
numbers were remaining relatively stable. Many of these pupils were high performers
who left to get more specialisedcourses or to participate in Roxborough's elitist
for
flow
imbalance
The
the
gifted.
of optional attendancewas creating great
programme
in the schools of eastMiddleton. This further erosion of the student basethrough
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optional attendance made public relations and not educational issuesthe main school
priority.

Staff members felt betrayed by the Board, by the administration, and by the school's
community. They believed they were fighting ghosts. As one teacher reported:

One thing I experiencedwhile teaching there was wonderful `vibes' about what
was going on and I would be out in the community and would hear people saying
"No - my kid is not going to Byron, he is going to Roxborough". There was such
a gap between what was going on in the place and how it was perceivedin the
community - it was like two different worlds. I remember asking "what is it about
the school you dislike", and they would say, "well nothing but my child is going to
Roxborough" (Interview P. L. 1993).

To aggravate matters further, becauseof the decline in enrolment, the Board's policy
reduced the number of vice principals from two to one. The one who remainedwas more
a source of difficulty for Walters than of support (Interview, W. W. 1995). Walters was
a leader, an intellectual, and a visionary, but not, by his own admission, an accomplished
administrator. Unfortunately he had to spenda great deal of his time redoing
functions,
which his vice principal had failed to complete or had done
administrative
incorrectly. The pressure of managingthrough such difficult times affected Walter's
health, robbing him of his usual ebullienceand energy. He saw his role in those years as
"to maintain and contain". With so much neededin the school, he felt he had little left
"to fight the ghosts". When the Ministry, remembering his truly visionary English
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By 1984, I was able to convince my colleagues within the senior managementteam that
Byron required a different type of principal. The new principal, Patrick Garner, had never
taught at Byron. In fact he had sent one of his own children to Roxborough in the middle
1970s even though he lived in the Byron Community. His major challengewas to restore

public confidenceandrebuilda ratherdisillusionedstaff.

Personal history to the mid-1980s

I was promoted to a vice principal's position for the 1973-74 school year. My first
had
I
Since
(grades
6,7
8).
to
elementaryteaching
assignmentwas a middle school
and
in
I
an
administrator
experience, was considereda good candidate to work as an
elementary school. One of the beliefs in South at the time was that secondaryand
elementary administrators should get experience in the other panel.

In 1973, while teaching at Byron, I had arranged an exchangewith an elementaryteacher
I had met on the South Leadership Course. I taught his grade two (7 year olds) class for
a semesterand he taught coursesat Lord Byron. My semesterwith sevenyear olds was
probably the most challengingrole I have ever played in education and the one for which
I was least prepared. I was like a first year teacher. I worked hard on my lessonsbut
initial
did
plan
my
not work I had no alternative. I even had discipline problems,
when
I
had
teacher
happened.
To compound my problems,
very rarely
which as a secondary
taught in an open area which held 130 pupils in four classes. What I did not realise was
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primary teacher and helped me considerably. In addition, I could call on the resourcesof
Lord Byron. My pupils did stream studieswith the help of Lord Byron pupils, reading
exchangeswith the secondary school, and wrote plays and presented them as television
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Attempts to involve my teaching partners were resistedand in retrospect I can understand
why. I suspect I learned more about programming, teaching, micro-politics, and
leadershipin my six month exchangethan I did in most of my formal training.

My year at Confederation Middle School was an enriching and enjoyable experience. I
had hoped to stay at Confederation for at least one more year but the senior
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Martin, in my view, tried very hard to relate to pupils and staff in the relaxed, non-
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but to somepeople,his efforts seemedsomewhat
threateningway of his predecessor,
contrived and many felt they lacked sincerity. My role tended to be that of a buffer and
peace-makerbetween the staff and Martin.

During my year as a vice principal at Byron, the school continued to ride the crest of
increasing enrolment, abundant D. S. F. resources, a relatively new and expanding

building,a committedandyouthful staff, andeffectivedepartmentleadership.Most of
the staff problemswhich I dealtwith werenot issuesof valuesbut ratherof trust.
Martin's real problem was that he was not Bond. I found myself explaining the Principal
to the staff and conversely trying to help the Principal to understand the culture. Byron's
initial concept was built upon high expectationsfor all pupils within a humaneand caring
environment. Some of the 26 new people (Lord Byron Aims and Objectives, 1975-76, p.
3) hired or transferred to Byron before the 1974-75 school year understood the caring
be
but
began
in
Attendance
to
the
understood
a
class
never
part
expectationspart.
because
looked
teachers
some
the other way when pupils missedclasses
problem
(Interview, R.T. 1993). As the vice principal, I spent a great deal of time dealing with
these issues. Rubbish began to appearin the halls becausesome pupils took less pride in
the school and some staff membersbelieved that expecting pupils to follow common
senseprocedures was a denial of freedom. The smoking area, which had been confined
to the back of the school, gradually spreadto the front lawn which faced a main
thoroughfare. This created a terrible public image for the school, but few seemed
concerned.

Individualised mastery programmes which allowed pupils to complete their coursesin
their own time resulted in 20 to 30 per cent of pupils in some coursesfailing to complete
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their assignmentsby the end of the semester. As the vice principal, I inherited the job of
ensuring accurate school records and of supporting teachersin their efforts to get pupils
to complete their work. I was, it should be added, at least partially responsible for this
debacle. As professional development chair in 1972, I had invited to Lord Byron an
American proponent of behavioural objectives and individualised programming who had
convinced many staff membersthat this was the way of the future. The theory sounded
wonderful but the practice proved difficult to implement.

Martin had lobbied to be principal of Byron becausehe saw it as an opportunity to initiate
his
became
involved
Province.
I
in the
As
the
the
system
and
assistant,
changewithin
development of full semesterimmersion programmes. Many were planned but only one,
is
It
time.
survived
over
now in its eighteenth year and
an outdoor education programme,
has included many of the other South secondary schoolsand has spawned similar
programmes elsewherein the school district. Other programmes,which had been a
during
`Bearpit',
the
the
pupils' free time,
as
a speakerseries
modest part of
school, such
CanadianStudies, the community council, and elementaryschool liaison among many
initiatives.
into
In the sameway as D. S. F. was expanded and
blossomed
major
others,
modified other programmes grew beyond original intentions. While I was a part of this
expansion,I recall my uneasinessin dealing with somepeople who had creative ideas, but
had difficulty putting their plans into action. I found myself involved in a number of
`face-saving' or `damagecontrol' issueswhich resulted from people's enthusiasm
deliver.
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been appointed principal of Islington District High School, a small school in a oneindustry town in the northern part of the school district.
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I continued as Byron's vice principal until the end of June 1975 but took only a marginal
role in planning for the upcoming year. My last significant task was to project the next
year's enrolment. Once again, the numbersincreaseddramatically, from 1603 in June
1975 to 1821 in September 1975. During the last two months in the school over 20
teacherswere added to the staff. I found myself at the time questioning some of the
choicesbecauseI considered some to be too unconventional for what I understood Byron
to be. A number of people hired might be classified as part of the 1960s counter-culture.
The first time I left Byron I did so reluctantly, the secondtime I did so with little emotion
other than some relief that I would not have to preside over a situation which I sensed
was rapidly growing uncontrollable.

At Islington, I assumedthe leadership of a school which had introduced many of Byron's
structural changes. My predecessoras principal had been a part of the Innovations

Committeewhichhad establishedByron andhe hadtried in this smalltown settingto
Byron.
Islington
had
Byron
the
timetabling
model,
a
replicate
was semestered,used
chairmanshipstructure, and a very small D. S. F. fund. While the structures were similar
to Byron, the culture was quite traditional. Deep resentmentsexisted toward the South
systemwhich had taken over the school in 1969 and demoted a long serving principal and
replacedhim with its own person. My predecessoracted vigorously, and as beneficiary
of his actions, quite courageously, to demote long serving department headsthat he
believed to be incompetent, and to replace them with more energetic and creative
department chairs. In the process he reduced the number of leaders and incurred some
deep enmities. He also tightened procedures for staff and pupils and insisted upon
improved academicstandards. When I arrived, I found a school staff and community
disliked
him
between
those
who
supporters of the previous principal and
which were split
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had
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responsible
school who
with considerablepassion.
often clashedwith the former principal, and the local school trustee, who was a long time
resident of the community and a friend of some of the demoted heads,were in the latter
group.

My appointment was viewed by some with considerable consternation. I represented
Lord Byron, which to many was that bizarre place in Middleton which was threatening
long held `truths'. My first introduction to the school occurred in the superintendent's
office when he let me know in no uncertain terms that my appointment was Sizemore's
idea and that he disagreedwith the Byron concept. He then proceededto blame me for
departing
Islington
he
found
Byron,
Ward
Bond,
the
thing
offensive
about
and
every
deeply
had
how
I
that
people within the system
until
moment
not realised
principal.
resentedByron. Similarly, the local trustee let me know that the community did not
approve of the previous principal and liked the school the way it had been.

In a relatively short time, I realisedthat it was best to distance myself from my Byron
past. It was clear that only five years after it had opened, people in the system, regardless
if
difficult
held
Byron
had
become
ingrained,
not
and
were
of role,
perceptions of
which
impossible to alter. Ironically, the strategies I used and that were emulated by others in
the school were practices I had honed at Byron. By 1978 when I left the school,
Islington had an outdoor education immersion programme, interdisciplinary courses,
leisure-time athletics, multi-text English programmes, as well as a school owned and
Walters,
Wesley
My
community.
also a
a
supportive
and
successor
operated cafeteria
Byron original, was in time able to move into the school without the `ghosts' of Byron
following him.
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At the sametime as these initiative were being introduced, modifications of many of the
Byron inspired structures at Islington were being changedto conform to the same
Ministry or Board pressuresexperienced by Lord Byron. My challenge was considerably
less than that of Graham Clark, who had become Byron's principal in 1977, becausethese
structures had beenimposed on Islington and there was not the samestaff commitment as
there was at Byron. By 1978 when I left Islington, it operated on a 27 credit diploma, 70

minuteperiods,110hour creditsandhad lost its D. S. F. While the structureshad
become lesslike the original Byron, the culture becamemore like Byron had been in the
early 1970s.

After three years at Islington, I was appointed a superintendent. In this role I was
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so
that he moved to a neighbouring Board. His legacy remains in South, however, in the

manyleadersthat wereinspiredby his vision andstyle. I foundit very easyto continue
his patterns becausethey were procedures we had worked on together at Byron.

In 1974, Bond and I and a few like minded people in the South systemhad establishedan

ad hoc committeeon teachersupervision. This committeewasborn out of
disenchantment
with a Board supervisionsystemwhich wasmoreintendedmore to exact
teacher compliancethan to promote growth. Our experienceat Byron, as well as our
knowledge of the literature, convinced us that there were better ways. While not an
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official Board committee, we proceededwith the tacit support of senior leadershipand
particularly Sizemore. Our researchled to the creation of the Teacher Evaluation Task
Force in 1975. As the secondaryprincipal's representative, I helped to shapea policy
entitled Co-operative Supervision and Evaluation (C. S.&E. ) (Board policy, 1976). As a
superintendentI had major responsibilitiesfor its implementation and my involvement
continued through its subsequentrevisions in 1985 and 1993 (Stoll and Fink, 1996).

Similarly, the system's managementsystem,called Education By Agreement (E. B. A. )
was developed from Byron's invitation to the noted managementexpert StevenCovey to
conduct a workshop for Byron leadersin 1973. Inspired by Covey (1989), the system
establishedE.B. A. as the processto develop personal growth plans, long before such
processeswere popular in education. Both the C. S. and E. and E. B. A. policies
emergedfrom Byron, and were initiated at a systemslevel by Bond.

For sevenyears from 1975 until 1983,1 was an observer and played little direct role in
Byron's affairs. Then I was transferred to Middleton in 1983 and assumedresponsibility

for the supervisionof Byron. TheByron I hadknown had changeddramatically.It was
losing pupils not only through normal attrition, but also to Roxborough. Roxborough
was seenby the community as the `academic' school, Byron as the 1960's school, or
more charitably, the `special education school' becauseof its willingness to be open to all
pupils. Real estate agents perpetuatedthe stereotypesby recommending that parents use
the Board's optional attendancepolicy to sendtheir pupils to Roxborough. Teachersat
Roxborough demeanedByron in private - and sometimesin public. One Byron teacher
Roxborough
husband
taught
reported that it "got to the point you would go to
at
whose
from
Byron. To go to a Roxborough party
tell
you
were
anyone
a party and wouldn't
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was not always fun. It becameevident that the school had to become more accepting of
the community's ideas. It was very simple, the kids were going to Roxborough, they
were not coming to Byron" (Interview, C. S. 1993).

Another teacher at Byron describedhow he and his wife decided to buy a house in the
Roxborough area long before he went to Byron:

My wife went to East High School in Middleton. She said we are never
buying a house in the east of Maple Lane becausethat is the Byron area and
Byron is an Arts school. Because she went to East and it was a stereotype that is
the way Byron originally started - if you can't succeedanywhere else ship them
over to Byron (Interview, J. S. 1992).

I very quickly learnedof the community's disaffection with the school. During a process
to consolidate a number of primary schools, the committee I chaired suggestedcreating a
(11
7
13
to 18 year olds) school at Lord Byron. The reaction to this proposal
to
grades
was overwhelmingly negative. While the furor over a `7 to 13' school enabledthe
depths
it
to
the
the
solve
primary
school
problems with no opposition, showed
committee
to which Byron had fallen in the eyes off the community.

My first action was to enforce the letter of the Board's optional attendancepolicy which
required pupils to attend the school in their neighbourhood for their first year in
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health
level
disorder
Walter's
Unfortunately,
prevented
and
energy
remained.
perceived
his taking decisive remedial action. It was my impressionat the time that he was
overwhelmed by the complexity of the problems he faced. My perception was
corroborated many years later when I interviewed him. My personal conundrum was that
Walters was a close friend who at that point in his career was not capable of doing the
job, and he knew it. Fortunately for both of us the Ministry secondment came along at
the end of the year.

My most significant intervention in attempting to changeByron from a `struggling'
school to a `moving' school (Stoll and Fink, 1996) was to arrange for the transfers of

PatrickGarnerand Betty Kelly to Byron. Garnerhadlived in the communitythroughout
Byron's evolutionandunderstoodthe challenges
andrequestedthe assignment.As Kelly
statedwhenaskedwhy shejoined the Byron staff:

I wanted to go. I wanted to go there becauseof the creative nature or aura that
was around Byron and becauseof my background and personality I would have

beenbestsuitedthere
I suitedthemandthey suitedme
...
(Interview B. K. 1993).

Consideredby senior administration to be a very capableprincipal in his previous posting,
Garner was decisive, articulate and politically adept. In an age where people seemto be
very image conscious, Garner presenteda very positive, professional image to the
community. Since Byron's problem was one of image, I determined that the problem had
to be attacked on that basis. To assist him, the Board assignedKelly as his vice principal.
Kelly was a new appointee who had worked closely with Garner in his previous school.
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She was young, out-going and visionary. Because their talents complementedeach other,
they were placed in Byron as a team to reverse a difficult situation. Both of them had
proven they could work well with a community, the politicians, and stafff.

I was very much a `participant observer' of the `creative and experimental' phaseof the
Byron experience. Through much of the `overreaching and entropy' stage I was an
interested observer. My only personalinvolvement came at the beginning and towards
the end of this phase. My one year tenure as vice principal coincided with the
tremendous growth in pupil population, and the beginnings of what I have describedas a
stage of `overreaching', in which innovation was pushed beyond the stars ability to
consolidate the changes. I returned as the school's superintendenteight years later, at a
time which many staff membersconsideredthe lowest point in Lord Byron's short
history. The `entropy' that had set in was immediately evident to me and to its new
is
It
team.
to the analysisof this second phaseof Byron's life cycle, that I
administrative
now turn.
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Chapter

7

Overreaching and Entropy - The Analysis

When the first pupils arrived at Byron in September 1970, the school had no history, no
traditions, no mythologies, no reputation, and no culture - in effect, no `identity'. By the
time Peter Martin becameprincipal in 1974, he inherited a short but very rich school
history, some traditions, and not a few myths and legends. He was appointed to a school,
which in the educationalcommunity, was either revered or reviled. Few remained
indifferent. It had an `identity' based on its perceived progressivephilosophy, its open
building, and the public imagesof its key leaders. As a later principal who lived in the
community throughout Byron's history stated:

I think Byron really shapedits own best times. I think the people that were there,
the people that were hired, the leadership, it basically decided what kind of school
it was going to be and where it was going (Interview, P. G. 1993).

There were rumblings of discord in the community but they had not surfaced in a
coherent form. The parents who participated in the Parents' Council were
enthusiastically supportive (Lord Byron Evaluation Report, 1971-72). Within the school,
a dynamic, energetic and closely collaborative school culture had developed. By the early
1980s, however, the school had closed in upon itself, lost its initial energy, and reverted
to structures and cultures which were similar to those in most of the other schools in the
South Board. Wesley Walters explained what he saw from his perspective as 'a chairman
from 1970 to 1974, and Byron's principal from 1980 to 1984:
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The people who were capableof doing anything went on elsewhere and the
people who dependedsymbiotically on the change agents and dropped back in the
pack and it was imposed on them from administration from above and not just
from administration but from the community. Those first four years, we really
resistedcommunity attempts to impose conventional patterns on us and we were
able to do it by force of personality, force of argument and by the demonstration
of competencein the classroom (Interview, W. W. 1995).

When interviewed later, he said with a huge sigh, "When I went back in `80, it was just
like any other high school". Some very small but consequentialthings had changed- the
formal commencement,principals' pictures on the walls, pep rallies for sports teams had
been introduced. "I think of the physical education programme based on non-competitive
lifetime activities in the 70s and the goddamn hockey team of the `80s. It was the
toughest hockey team in the South Board. A year after I left, the principals of
Roxborough and Byron had to cancel the hockey playoffs becauseof violence". That, he
said "vas completely antithetical to the mood of the early years" (Interview, W. W.
1995).

This chapter employs the conceptual structure developed in Chapter Three to examine
these changesin some detail, and in particular, the various factors which resulted in
Byron's overreaching in its growth years and its loss of energy and perceived reversion to
the continuity of schooling in the South Board in its years of enrolment decline.

Context
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Staff learning, as discussedpreviously, was an integral part of Byron's culture in the first
few years, but as time went by, that learning became isolated from the rest of the region.
As Fullan (1993) states"The learning organization must be dynamic inside but perforce
must be highly plugged into its context" (p. 83). Sarason(in press) developsthis idea
further when he argues:

If you enter the arena of educational reform with a `find the villain' stanceyou
contribute to what is already a conceptual cloud chamber. There are no villains in
the sensethat this or that group in or related to the systemdeliberately made a bad
situation worse ...

No major educational problem is only a `within system'

problem ... That meansthat any action that stays within the system- based only
on its own resources,personnel,decision-making processesand planning - is
misconceived, parochial, and likely to fail (pp. 33 and 35-6).

Changing circumstancesin Byron's environment impacted significantly on the evolution
of Lord Byron. The most significant external shift occurred at the Board's central office.

The end of the Sizemore era

In 1975, the retirement of Jim Sizemorehad greater repercussionsfor Lord Byron than
perhaps any other secondaryschool in South. It was not that the new director Ed Laxton
Byron,
or uninterestedin it. It was that he perceived he had to be
of
was unsupportive
South's
all
schools. He saw himself as a `broker' among competing
of
equally supportive
interests rather than as an initiator and innovator (Interviews J.G. ;D. K. ). Moreover, he
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was left a legacy of significant political difficulties which occupied his time and attention.
Sizemore's style had created some adversarial relationships. In addition, Laxton had
become Director at a time when the political climate had changedboth in South and in
the province. The educational pendulum, which in Ontario had never swung very far to
the right or the left, was perceived by the governing party to have moved too far to the
left in terms of pupil choices and teacher and school decision-making; consequently steps
were taken to redressthe historical policy balance. Laxton summedup the situation:

I think the perception initially was that Lord Byron was a manifestation of the
Hall-Dennis Report and maybe there is a bit of an argument to be made for that.
There was, I don't know exactly the year, when a backlash to the Hall-Dennis
Report started to build. I don't know that it is possibleto pin it down but the
climate of opinion in the province shifted away from Hall-Dennis, away from
individualization and was moving back towards something called standardsor the
basics. There was a shift happening there in the climate of public opinion. I don't
think the RenaissanceCommittee helped the values much although I don't ever
rememberan attack on Lord Byron by Renaissance,but certainly I don't think
Renaissancefolks would be happy with it. This created a climate with the whole
book censorshipthing (Interview, E. L. 1994).

Laxton had his handsfull with the RenaissanceCommittee, activist trustees, and some
senior officials who betrayed his trust. Byron was not very high on his, and therefore
central office's list of priorities. Perhaps more significantly in the long run, other schools
it
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credit diploma requirement, semestering reduced teachers' workloads. Even the
Federation, which was sceptical of most things which had the Byron stamp on them,
approved becauseteachers liked semestering.

Less to the Federation's liking was Sizemore's final policy initiative. With some minor
differences,he gained Board approval for the imposition of the Byron chairmanship
model on the rest of the system's secondaryschools. It meant that all department heads
were removed and new jobs posted and openedto all qualified candidates. The local
Federation opposed the move and ultimately the provincial O. S.S.T.F. `pink-listed'
South. This meant that all O. S.S.T. F. membersin and outside of South were forbidden
to apply for any of the new jobs. Laxton had to resolve the impasse. The result was a
compromisewhich reduced the number of headsin all schools in South, increased
responsibility allowances, and gave eachhead more time for leadership activities. More
importantly for the more adventurous principals, it gave them an opportunity to bring in
somemore energetic people.

In the milieu created by the progressivismof the Hall-Dennis report in the early 1970s,
schoolsthroughout Ontario and particularly in South had begun to adopt different
organisational structures. In addition to semestering,many schools, particularly in South,
beganto experiment with some of Byron's structures. A new school opened in
Middleton in 1975, for example,which, in building design, programme organisation and
philosophy resembled Byron. In fact, eight of Byron's `phase two' or `thirty transition'
teachersto use Sikes' (1985) term, transferredto the new school. Five of the eight went
to the new school as department heads. In the meantime, two former vice principals of

320

Byron had become principals in other schools and were gradually moving them towards
their concept of the Byron image. Even Roxborough adopted longer teaching periods.

However, those at Byron who had enjoyed the `golden years' felt abandoned. As one of

the women'sgrouprecalled:

One thing I was not aware of was political things at that point. I was just heavy
with the things that were going on. I wondered where the trustees were in all of
this. I remembermeeting Ellen Remm (trustee from the Byron area) much later
on, when we started to decline. We had gotten very big and then we started to
get very small, and I remember her coming to a staff meeting and we talked about

the upsetandthe personalelementin declineandgettinga very strongsensethat
shedidn't supportus andwe stronglyfelt at that point we hadno supportout
there either at the senior administration level or trustee level and that got out into
the community. When I left I decided you can never fight that reputation or
perception (Byron Women's Group, 1994).

Another teacherdescribedsimilarfeelings: "I felt like nobodyoutsidethe schoolat the
Board level trusted what was going on in the school or supported it" (Interview, C. S.
1993). This feeling of betrayal pervaded people's recollections of the late 1970s and
early 1980s. These feelings were exacerbatedby demographic changesbeyond the
school's or even the Board's control. The highs and lows of pupil enrolment contributed
`attrition
to
the
of change' at Lord Byron.
significantly

The enrolment roller-coaster
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Byron beganwith fewer than 900 pupils. By 1975 it had doubled to 1821 pupils and
in
Capra
(1983)
its
As
2006
1976-77
the
school
year
with
pupils.
reached zenith
suggests:

Whatever the original purpose of the institution, its growth beyond a certain size
invariably distorts that purpose by making the self preservation and further
expansionof the institution its overriding aim. At the sametime the people
belonging to the institution and those who have to deal with it feel increasingly
alienatedand depersonalized... (p. 232).

Ten to twenty teacherswere added each year. The careful selection which characterised
the recruiting of the initial staff was lost by the sheerurgency of adding staff. More
teacherswere `force transferred' from other schools which were declining in enrolment.
Martin who was principal in the years of rapid growth stated:

I'm not sure people really appreciated the impact of size on Byron, not so much in
terms of philosophy but in terms of the ways you had to do things in a school of
2000 as opposed to a school of 900. You tend to have to systematize procedures
depersonalize
to
tends
things (Interview, P. M. 1995).
which

Departmentsbecamelarge. Meaningful staff meetingswere out of the question.
Communicationswithin the school became an issue of major concern. In the words
of an experiencedteacher:
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The large hirings at the time meant that people didn't really know what the
philosophy of the school was. People hadn't bought in to the philosophy. Do
something for the sake of doing it without looking at all the consequencesof it. I
think that is where we are still fighting the image of Byron (Interview, G. L.
1995).

A review of school documents in those years reveals this dilemma. In 1975-76 one of
four school goals was "strengthened communications linkages"; in 1976-77 the first
school goal was `Improved communications among students, staff and the community
outside the school'; by 1977-78 the staff was looking for ways "to further the
involvement of staff in school decision-making". Each year a host of new procedures or
school policies were initiated to ensure liaison among staff and to maintain connections
with pupils and their parents. Where flexibility and common senseonce reigned, rules
and regulations crept in. Perhapsthe most challenging aspect of size was the anonymity
it created for many pupils and some teachers (Interview, P. M. 1995). With anonymity
came concernsover pupil discipline, attendance,smoking, work completion, and
vandalism. Plans to tighten requirements for pupils to change courses, finish incomplete
courses, and attend to the basics, speak to the emerging problems created by size. At the
sametime increasedenrolment meant more teachersand more D. S. F. which enabled
Byron to "throw money at problems" (Interview, N. W. 1995), much to the chagrin of
other schools and their principals. For example, size meant more pupils skipped classes,
therefore an attendancesecretarywas hired to keep track of pupils, and inform their
parents. Cohesive staff action to attend to issuesbecamean increasingproblem.
Specialisationreplaced co-operation as the way to solve school-wide problems (Grant,
1988).
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After the 1977 school year, enrolment beganto decline, slowly at first and then
dramatically. By 1980 when Walters becameprincipal there were 1661 pupils. When he
left in 1984, Byron had bottomed at 970 pupils. Walters lamentedthe circumstanceshe
faced between 1980 and 1984:

It was a big school of around 1700 in 1980 and went down to somewherein the
900s (by 1984). When you go from approximately 120 staff to somewhere
around 60 in four years it is very difficult to maintain any thrust, to maintain any
ideology, to maintain any enthusiasm. I dealt with a lot of unhappinessbecause
people didn't want to leave the school (Interview W. W. 1995).

The system's negotiated surplus procedures, which generally meant the least experienced
and younger staff memberswere transferred, significantly altered the staff composition.
Not only were the staff memberswho remained from the early 1970sgetting older, any
opportunity to create age, and gender balancewas out of the principal's hands and
dependedupon centralised procedureswhich were carefully scrutinised by the regional
teachers' Federation. Reduced enrolment meant the contraction of programmes, and the
further loss of pupils to Roxborough which did not experiencethe samekind of
late
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on Byron's staff morale was significant. A veteran teacher who has spent his entire 24
year career at Byron described the discouraging impact of the enrolment decline in the
early 1980s:

Morale was really an issue at that point becausewhen you were having to say

goodbyeto largenumbersof peopleeachyear,andquestionsexistedasto the
future of the school. You may have the security of seniority but the problem was
what was the future of school? Just before Patrick and Betty came there were
rumours that this school was going to be closed. It was really hard; it was hard to
say goodbye to those people. It was through Betty and Patrick that these other

unitscamein andbrought up that positivefeelingthat aslong aswe cankeep
these units in the school we would be safe. We were seeing a lot of good people
leave the school, and that becamedifficult in terms of organizing courses
...
Sincethen, it really has been in and out for many staff (Interview, G. L. 1995).

The community conundrum

The most perplexing contextual problem which Byron faced was its reputation in the
community. As one teacher recalled:

We spent all of our energy in the last two or three years I was there, `78, `80, `81,
working on public relations. That was our main focus. How were we going to
know
don't
I
do?
did
What
the
the
really
perception of
change
community?
we
(Interview, C. S. 1993).
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People referred to fighting ghosts or phantoms. Evaluations of the school by the staff
and various principals list a myriad of notable activities such as a community council,
specialevenings, newsletters to mention a few, but the perception of Byron as a school
for `special pupils' or the `artsy' school or the `permissive' school or the `Hall-Dennis'
school never went away. As one teacher said, the reputation `frustrated the hell out of
us, becauseit wasn't true" (Interview, B. A. 1993). As a secretary whose own children
went to the school said, `I don't know why the community perceives,Byron, you know,
Oh! Byron, you are going to Byron type of thing, and yet academicallywe rate higher
than many of the schools" (Interview, H. C. 1993). Regardless of the cause,the image
issuecausedthe staff to becomevery defensiveand insular, and expend incredible
emotional and physical energy with little result.

One of the most respectedpeople at Byron, who was often mentioned by others as one of
Byron's more `heroic' teachers,was very blunt about Byron's image. Blair Alden who
joined the staff in 1975 and left in 1987 said:

The school in my time, never explained well and did some `dumb' things. For all
the good things people do in the school, the community would rememberthe one
`dumb' thing. Teacherswere allowed to do `dumb things', like the teacherwho
told the class we are going to experience silence which they did for most of the
period. From my own personalpoint of view, I gave up. If our own
lids
their
to the school we will never convince the
send
won't
professionals
beginning
it
In
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but
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destiny
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Another teacher describedby colleagues as `thoughtful' statedthat:

too many things were going on, without enough evaluation. Some people were
doing things that were non-traditional even to the Byron philosophy. They

carriedthemfrom the `70sto the utmost extreme.If I were a parentI would have
felt the sameway as a lot of other parents felt (Interview, G. L. 1995).

A teacher who cameto Byron in the late 1970s stated:

When I got there it had changed
the community had disowned the philosophy
...
becauseof some of the hiring they took it too far you don't have to go to
class,there were no consequences- some courseswere experiential and out of
the mind-set of most people, like chanting mantras- 50 or 60 kids not showing up
on a given day (Interview, R. T. 1993).

This theme of individuals pushing the boundaries to the point of public reaction reoccurs
in many interviews. Miles and Huberman (1984) describea set of schools in their study
that tried too much in too short of time and experiencedproblems resulting from policies
which were a "poor fit with organizational norms and procedures" (p. 147). They call this
phenomena`overreaching'. This would seemto be an appropriate description of Byron
during this phaseof its evolution.

Other respondentswho addressedthe `image' problem focused outside the school. "The
"Social
(Interview,
to
I.
M.
1993).
afraid
change"
and cultural changes
community was
in the 1980sworked againstByron" (Interview, D. M. 1993). "All outside forces tried
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to make Byron like every other school - entropy" (Interview R. S. 1993). One former
in
the
theorised
that
that
part
of
problem
was
many
community
people
worked
principal
Toronto and did not have time to understandByron. He also suggestedthat the
preponderanceof first generation immigrants from the British Isles, who wanted Ontario
schoolsto be like the schools they had experienced,influenced the conservativepublic
that he faced. He felt nostalgia played a part. The evidence, however, suggeststwo
overriding factors. In the words of Blair Alden:

I can't believe you can be too different. If you are too far aheador behind you
have to judge how fast or slowly to move to challenge without alienating. You
have to explain yourself and that is hard to do. The hardest thing is to explain
yourself in language they can understand. I would not use words like `new' and
`change'

Byron pushed too far too fast. Initial structures and processeshad not been consolidated
before new initiatives were undertaken. A community which understood that `real
schools' looked like Roxborough had to be nurtured very carefully. Byron's problems
were not unique as the examplesdescribedin Chapter One reveal. The messagefor
innovative schools such as Byron would seemto be `make haste slowly' and without a
great deal of fanfare.

A secondfactor, perhaps less amenableto influence, was that Byron was a product of
the 1960sand increasingly out of harmony with the values and aspirations of both pupils
in
larger
late
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women's group reflected:
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I rememberthinking in the late `70s that it was a peculiar situation where the
further
left
Because
than
the
to
the
students.
we all emerged
adults stood much
from the `60s and our children were suddenly children from the late `70s and the
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teachers
on
when
much
more
can remember
who were very
parents and the studentsthemselveswere starting to be focused on being
regimented, on having programmesthat were less explorative, somehow we were
seeingthat. That beganto happen and suddenly the things that we stood for were
the best things that emergedfrom the `60s. You know teacher as resource
person, all those things were much less popular somehow. The clientele had
changed,I thought at the time it was a funny mix. It wasn't the pupils who were
testing the limits of liberalism, it seemedthe other way around (Interview, P. L.
1994).

Like most of the innovative schools identified in Chapter One, Byron tended to operate
on an intellectual paradigm of change,and its community on another paradigm that was
based on continuity. This collision resulted in miscommunication and misrepresentation.
Many parents in the community had their pupils `vote with their feet' by opting for
Roxborough, while in the school staff members like Blair Alden respondedby `giving up',
in
for
departed
became
the
other
schools,
while
entrenched
many
more
others
who stayed
correctness of their version of the Byron philosophy, and refused to adjust to changing
times and circumstances. Betty Kelly who became Byron's vice principal in 1984 and
in
1987, summarisedthis evolution:
principal
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I think from what I have gathered having come in 1984, in Byron's `golden days'
in the first years of the school's inception that changewas a matter of fact.
Changewas an everyday experience, it was somethingthat people embraced. It
wasn't somethingthat people were frightened or nervous or avoided. It added to
the excitement of the day of that whole sort of culture. I think between `80 and
`84 were about the lowest in Byron's history. By then people resisted change,
people were angry about change. They had done their thing; they had been the
showboat. The innovators had left in the senseof leadership, formal and informal
within the school, and I think what you were left with are some people who have
done this over and over again, leave us alone. They went through a rather rough
period (Interview, B. K. 1994).

As Lord Byron's contextualground shifted,so did its meaningfor the school'sstaff.

Meaning

In the first five years of the school, the staff had internalised and acted on a very definite
sharedsenseof meaning. By 1980, the Byron staff did not experiencethe samecertainty
in
direction
their activities. As Blair Alden explained:
confidence
of
and

Byron now is like a regular school
...

Byron's philosophy was to do anything

that is good for the student. I don't think that philosophy has changed, but what
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and eventually reality forces any new changes
sounded
to fit into contemporary reality (Interview, B. A. 1993).
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Others make similar points when they talk about Byron's shift in meaning over time. One

teachersaidthe breadthof courseofferingswhich hadbeendevelopedto meetthe
multipleneedsof pupils,"hascloseddown" andthe notion of caringandco-operationis
"more talk than reality" (Interview,R. T. 1993). Another teacherwho hasspentthe past
24 years at Byron declared:

Byron was a studentcentredschool- studentneedsdictatedcurriculumand
organization. The philosophy has changeddirection drastically - it is much more
academic, much more image conscious,much more driven by standards,much
more compulsion (Interview, J. M. 1993).

Anotherteacher,who hasmovedfrom Byron statedthat "it becamemorelike an
assemblyline". Another describeda "shifting from a studentfocusto a morepolitical
focus".

The climate of change and innovation which had been so much of the ethos of Byron in

its earlydayshad slowedappreciably.Buffetedby criticism andthe enervatingeffectsof
decliningenrolment,teacherstook refugein their teachingandtheir subjects.Its principal
from 1984-87,Patrick Gamer,comparedthe originalmeaningto what he foundin 1984:

I'm putting it into my own words, but in the early days if you think of an idea, try

it - so the whole ideaof beinga risk taker andbeingan innovator- whoever
it.
idea,
if
it
try
to
thought of an
seemedreasonable,there was encouragement
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It's not as open as it was, certainly in the kind of innovation, as it used to be - that
has certainly changed(Interview, P. G. 1993).

A teacher reflected that:

This school was focused on what was best for the kids, that was the question that
was always asked. It is not asked in staff meetings to the samedegree as it was.
In discussionsof changethere is less discussion and more acknowledgement and
announcement,but that is the way things are in the face of declining enrolment
and resources. The best we can do is say how can we make this work for our
kids. Not how can we survive as teachers, but how can we make it work for the
kids (Interview, J. C. 1995).

A teacher who hasbeen at Byron for 24 of its 25 years captures the shift in `meaning':

Definitely there has been a philosophy change. The philosophy of Byron in the
1970s is not the philosophy of Byron now, I think the philosophy now is much
more of a universal thing -a county thing - more of where are we going as a
county. There doesn't seemto be the same focus as a school. I think the
philosophy has drastically changed and I think its largely due to changeof
(Interview,
G.
L. 1995).
personnel

Structure
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Part of the discouragementfor long serving staff memberswas to see structures, which
they believed in and had benefited pupils, gradually eroded by forces over which they had
no control. Alden's words that "reality forces any new changesto fit into contemporary
reality" was particularly true of the 1977-1984 period in Byron's history. Bond had
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teachers' federation and quickened its attacks on many of Byron's structures, particularly
D. S. F. As a teacher who began his career at Byron in 1972 recalled:

As a new teacher I wasn't too aware of what the Federation was doing. I
remember the D. S. F. fund gave us a lab assistant. Some people would say
everybody else in the region is teaching three classes,we're teaching four, and the
money is going from our salariesto pay for these other aspectsand reducing the
number of teachersin this school. Most of us accepted what we were teaching
(Interview, G. L. 1995).

Byron teachers were caught in a difficult situation between loyalty to a structure in which
they believed had helped the school, and to their Federation which could argue that by
teaching more classesByron teacherswere costing other teachersjobs. This argument
was particularly powerful in the late 1970sbecausethe enrolment of the South Board had
declined and there was the very real potential that teacherswould becomesurplus to the
region and ultimately dismissed.

Equally damaging was the increasedeffort required to make systemsdesignedfor 900
for
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was to tear down a tin shedin the smoking area becauseof drug use. Almost overnight,
hundreds of `Fuck Wesley' buttons appearedthroughout the school. He found this a
dramatic changefrom the pupils he left in 1974. As he said, "I inherited a lack of control,
there were lots of things I was over my head with" (Interview, W. W. 1995).

Attendance and work completion were relatively easyto monitor with 900 pupils, but
very difficult with over 2000 pupils on individualised timetables. Not only did the pupil
enrolment more than double, so too did the staff complement. Co-ordination of on-going
procedures and practices becameincreasingly complex. New teachers,recently hired to
Byron with little senseof its essentialpupil-centred meaning, tended to overlook
problems and interpret pupils' skipping class and failure to complete work as part of
Byron's philosophy. To be humane in the Byron approach was not only to care for all
pupils, but to care enoughto hold high expectations. Inadequateinduction of new staff

tendedto resultin an emphasison the caringandlessfocuson expectations(Interview C.
S. 1993). In addition,schoolsizemeantthat somedepartmentshadasmanyteachersas
some elementaryschools. There were, for example, at least 15 full and part-time teachers
in the English departmentduring Byron's peak enrolment period.

Staff memberswho were new to the school began to question structures which were
different from other schools. As Alden recalled, they began to say "Why am I teaching
in
history
class an open area next to a geography class?" Sincethe original idea had
my
been to timetable compatible courses together in order to promote interdisciplinary
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beginning there was an attempt to make the open concept work. Time took care of all
thesethings" (Interview, B. A. 1993).

Divisions between the `old guard', who believed fervently in the original structures and
beliefs, and questioning `newcomers' beganto surface as a result of school size. The
limitations of the building becameapparentwith the increased enrolment. As a teacher
in
Byron
the early 1980srecalled:
at
who arrived

I think the open concept has changed,the walls have been going up, the doors

havebeenslammingshut,physicallythe plantis not an openconceptanymore.
Our ventilationsystemis balkingat the fact that there arewalls wherethere
shouldn'tbe. I don't think thereis a lot of integration. I think that is something
that everybody has on paper but is not actually happening (Interview, E. A. 1993).

Enrolment decline was even more destructive of the structure of the Byron programme.
Fewer teachersand pupils meant the loss of many courseswhich at the peak in the 1970s
had beenvery useful to many pupils. When a school loses staff, it also loses people who
coach teams, run choirs and clubs and generally contribute beyond the classroom. It
loses secretarial,guidance and administrative support as well. Flexibility of staffing and
further
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resulted in interdepartmental competition for the remaining pupils in order to preserve
low enrolment courses and keep the jobs of younger teachers in a department. This
pattern was consistent with Siskin's (1994) study of the reaction of secondary school
departments to restructuring initiatives. She states that her study was about:

how under conditions of stressfrom the external educational community even
...
a group of teachersdedicatedto a restructuring design, convinced of the need to
overcome departmentalfragmentation and divisiveness, committed in
extraordinary ways to the needsof students, and willing to take extraordinary

meansto addressthoseneeds,retreatinto the traditionaldepartmentaldivisions
which they originallydefinedaspart of the problem(p. 11).

Loss of pupils also createsexcessbuilding space. Since system administrators abhor a
vacuum, they tend to want to either fill the spacewith regional programmesor close the
surplus areas. In Byron's case,two regional programmes were establishedat Byron.
Both were for special education pupils which added to Byron's image as the `school for
special pupils'. Few if any schools in South's history, have experiencedsuch highs and
lows in enrolment in such a short time. Compounding Byron's attempts to adapt to these
in
swings
enrolment was the shift back to a more traditional philosophical stance
extreme
by both the provincial government and the South Board. Byron's internal problems were
further complicated by changing policy directions at the provincial and Board levels.

Macro-political decisions
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Between 1975 and 1985, decisions by the Ministry of Education and the South Board
totally altered the structure of Byron. The Ministry's insistenceon a 27 credit diploma
not only affected the flexibility and `renaissance'nature of the pupils' programmes, but in
combination with the Federation's opposition, effectively endedD. S. F. resources,
which in turn terminated the use of para-professionalsin academicareas. Byron's 32
credit diploma had required each teacher to teach slightly more pupils per year than in
other South schools, which meant that fewer teacherswere required at Byron. The
Board had given the money for `teachers not hired' to the school to use as D. S. F.
Funds. The decision to end D. S. F. impacted on Byron's use of time for department
chairs to provide support to teachers. Ironically, it was the creative and progressive
former department chair Walters, who as principal in the 1980swas obliged to enforce
the Ministry's guidelinesfor streaming pupils. At the sametime, declining enrolment
acrossthe systemmeant that South needed placementsfor surplus teachersin other
schools. Since Byron had differentiated some of its staff allocation, the South Board
during contract negotiations agreed with the Federation's insistenceon the elimination of
D. S. F. Funds.

Moreover, pressurefrom trustees to have uniform system-widepolicies forced Byron to
conduct formal exams,eliminate the chairmanship systemand replace it with the system's
leadershipmodel which increasedthe numbers of positions of responsibility. By the early
1980s, the forces of continuity had virtually eliminated all of the experimental structures
designed
in
better
had
however,
Bond
Ward
It
be
to
times.
which
misleading,
would
locate responsibility for these structural changesexclusively outside the school, because
leadershipwithin the school, which had played such a vital role in Byron's creation, also
contributed to its `attrition of change'.
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Leadership

Peter Martin replaced Ward Bond as principal in 1974. Martin observed that "people
who are ruthlessly obsessedby goals sometimespay the price". From his present
perspectiveas Director of Education in a small school district, he recognised that his
be
to
a principal before he was 30 years of age created some ill will. He was
ambition
seenas aggressivelyambitious and to some,he seemedmore intent on personal
advancementand profile than in attending to the best interests of the school. More
for
his leadership, however, was that Martin never engenderedthe trust and
serious
respect enjoyed by Bond. A discussionamong the women's group reflects the feelings of
the time:

Peter came and I know personally that I spent far too much of my energy trying to
fight Peter as opposed to working with him, becauseI felt he had a whole
different style. You talk about when he was finally persuadedto hire Bev.
Basically I knew then going in for an interview that the only question was what
are you going to do if you disagreewith me as a principal? In front of me on his
desk was a book `Winning Through Intimidation. ' That was the book. It was
clear what his style was and I thought there was a lot of energy wasted. Whereas
energy had been freed up to work with kids and do a lot of very productive
things, we spent a lot of time trying to fight for the continuance of many of those
things and not having the energy or time to continue. Because every step along
the way would be blocked.
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He just didn't get it. He was just the wrong principal for that school. He just did
not get it! All the things he talked about - innovations, ideas,acceptance- were
not just his. He did not just come up with that kind of thinking. Try to remember
too about the leadershipquestion. I also remember too when Ward left, a feeling
that he shouldn't have gone. Everything happenedtoo quickly. Too much
change, population changesand I guessyou might also say too much
experimentation (Byron Women's Group, 1994).

Martin acknowledged the challengeof following Bond but asserted:

I didn't have any trouble following Ward. I think other people had a lot of
trouble with the transition - there is no question about that. One of the reasons
change dies is that it gets personified with one person rather than becoming part
of the culture and structure of the organization (Interview, P. M. 1995).

The legacy of the heroic leader

A number of respondentsempathisedwith Martin's dilemma. To some people, Bond had
become almost an heroic figure. The Bond persona made things quite difficult for his
successors. As Hargreaves,Earl and Ryan (1996) write:

thereis evidencethat visionaryleadersare not timelesslyso. Their
...
do
charismaticqualities not endureacrosstime or place. Visionaryleaderstend
leaving
behindwith the
their loyal dependants
to
places,
to move on other
intractableproblemof institutionalizingthe charismaticqualitiesin other people.
.
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Equally, the transformational impact of such leadersis often only temporary. It
.
fadesas conditions change; as limits of life, health and patience mean that the
higher levels of extra effort they have been able to extract from the workforce can
be
longer
sustained;or (as with many `successful' innovators) as they
no
themselvesmove onto more interesting things (p.239).

Had the authors known Bond, they well might have beendescribing him and Lord Byron
in the middle 1970s.

The absenceof successionplanning

Martin felt that he was a `transition person'. What he tried to do was move people from
loyalty to a person to loyalty to a concept, becausehe perceivedthat the school had lost
its initiative with Bond's departure. At the sametime he was to lead Byron through its
period of greatestgrowth which placed him in a paradoxical situation. Strains were
showing in Byron's structures. He could pursue consolidation and retrenchment. To do
he
however,
risked alienating a staff which distrusted him and mourned for its
so,
previous principal. "I think", he said, "changes had come so quickly at Byron that I think
for a lot of people, they had become very conservative in protecting what had gone on."
At the sametime, as a very young and ambitious principal, he recalled, "I was at a stage
in my careerin which I was not interested in the status quo" (Interview, P. M. 1995). He
therefore decidedthat the best course for the school and for himself to establishhis
leadershipcredentialsin the school and region, was to re-energisethe school by pushing
the changeprocesseseven further. Day's (1996) research suggeststhat `Making too
many changesin the first year without getting to know the school culture, staff, and
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indentified
headteachers
by
the
community was
experienced
as an error" (p. 210 ). From
the first day he arrived in the school, Martin moved very quickly to continue the change
agenda. He expanded D. S. F., poured time, energy and money into a community school
concept, introduced immersion programmes,and supported innovations throughout the
school. Some have suggestedthat many innovations were not well thought out and in the
words of Blair Alden "some people did dumb, dumb things". It would appearthat
Martin's efforts to create an identity separatefrom Bond contributed to a backlashat the
Board office and with the Federation. Laxton's view that Martin was somewhat
unreliable, a "nifty, nifty skater", was not unique. His immediate superior in the system
describedhim as "young and bright but there was a smartinessabout his manner"
(Interview, D. K. 1996). As Martin admitted himself, he made a conscious decision to
concentrateon the parent community. He was "not particularly interested" in the larger
educational community. Theyjust weren't listening too well. " (Interview, P. M. 1995).
He choseto ignore them. Unfortunately, the perceived deterioration of order, discipline,
and academicrigour in the school tended to work against his best efforts to develop
community support.

A number of interview respondentsquestionedMartin's appropriatenessfor Byron in
1974. Some even suggestedthat the `attrition of change' began with his principalship.
The question remains, could anyone have replaced Bond? In the opinion of the Board's
Assistant Director at the time, there were no incumbent secondary principals or vice
principals suitable, or for that matter, interested (Interview, E. L. 1994). It would appear
that little thought had been given by senior administration to successionplanning for the
principalship of Lord Byron. An appropriate successorhad not been identified when
Bond was promoted. The logical successor,the vice principal, Graham Clark, was by his
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own admissionnot ready. Martin was thrust into a situation in which the seedsof
problems from decisionsmade in the first four years germinated during his tenure. His
successorsexperiencedthe results.

Martin left the school district after three eventful years at Byron. He was succeededby
Graham Clark who led quietly, and by all accounts efficiently, very much in the way his
mentor Bond would have handled things. He was the principal when government and
Board policies underminedor eliminated many of the key componentsof Byron's
innovative structures. South Board's evaluative documents for the period, and my
interview respondents' lack of comment on these contextual pressures,suggestthat Clark
was able to lead this retrenchmentwith a minimum of upset. Those who commented at
all felt that his appointment was three years too late. Respondentssaw that after Martin
"as political wariness crept in, principals took fewer risks. There was less `future think'
becauseother social forces had taken over" (Interview, R. S. 1993). Successive
had
inherited
Board
both
to
the
the
the
and
policy changesof
principals
province and
administer a school experiencingunprecedented demographic changes.

After three years, Clark was promoted within the systemto be replacedby Wesley
Walters. Within the course of six years, Byron had experiencedfour different principals
innumerable
vice principals. It was Board policy to rotate vice principals every two
and
years, which meant that between promotions to principalship and normal rotations, the
vice principals' role at Byron provided even less continuity than the principal.

Preserving programmesversus teachers' jobs
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Walters' difficulties have been described previously. He was overwhelmed by the
`catastrophic' decline in enrolment and the needto reduce the staff complement from 120
to 60. In addition to the trauma of reducing the staff by 15 and 20 teacherseach year that
he was principal, he also had to deal with a group of strong Federation people who
constantly monitored his administration of the surplus procedures. While Walters worked
to keep the staff which could offer a breadth and depth of programmes, the Federation
worked to preservethe jobs of the most senior people basedon the collective agreement.
It was a `no-win' situation for either side. Byron faced unprecedentedreductions in
pupils and therefore staff. These cutbacks had to be achieved within a system-wide
policy which had been negotiated by the Board and the regional Federation. These
procedureswere designed to place teachersregionally, but took little account of the
impact of enrolment decline on individual schools. Within individual schools these

balance
forced
to
try
to
the maintenanceof important
and
staff
policies
principals
for pupils andthe preservationof teachers'jobs. Decisionsof this nature
programmes
often createdadversarial relationships among staff members. A procedure which was
designedto cover all possible situations in the region proved particularly inappropriate for
a unique school such as Byron.

Walters was consumed by these internal problem of enrolment decline and teacher
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I'm the last person to answerthat question. I never felt the community council
worked effectively. Personally I never had time to talk to parents in that mode, I
only had time to talk to them about their kids (Interview, W. W. 1995)

Walters' in-school difficulties compoundedby health problems meant that one of Bond's
innovative structures, the Chairmen's Council had to step up and take a leading role in
the operation of the school. In the words of a former department head (Board policy
replaced the word chair with head), "Heads were the real leaders of the school"
(Interview, B. A 1993).

The decisionmaldng conundrum

"Principals came and went, but the headswere the continuity. Different principals didn't
hurt becausethe headsand key teacherswere so strong they carried the school"
(Interview B. A. 1993). Blair Alden's observation on the key role of the headwas
corroborated by others, but many respondents still felt deeply that the lack of continuity
at the principal level was damagingto the school. The problem for the school, however,
was that with some exceptions, the type of head (formerly chairs) had changed. Walters
commented that when he arrived in 1980:

The staff had changed,the originals had got older, `the critical mass' of innovators
had moved on, and the Chairmen's Council in my view neededdirection. When
you lose that critical massand you have a bunch of people who felt abandoned

andthen you havepeoplewho want a commencement,
a yearbook,andthenyou
endup with a very normalhigh school. They (the heads)werecompetent,but to
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One of his successors described the leadership situation when she became vice principal
in 1984:

The source of leadershipwas not in the administrative offices, in my opinion, but
rather rested in the handsof a few headsand a sub culture of strong teachers.
Not to put down the administrators that were there, one person left to go to
another county, and the principal was having health problems and couldn't do the
job by himself, there was too much to do. So a few very strong heads
seized
...
the opportunity and rightly so, and were given the opportunity and they literally
ran the school. The seat of power was with the Head's Council.

She continued to describea rather telling story

A good example of that: in June, Patrick and I were appointed to go to Byron.
We were invited to a heads' barbecue. The department headshad gathered
together and to sort of support themselvesand to maintain the control they had
been given. They gave Patrick and me, the new principal and vice principal
had
in,
they
the
policies
of
all
passedin the two weeks after our
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here
here
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the
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game,
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forget that, I almost fell over
Certainly they were protecting their turf For all
...
the right reasons, they worked very hard at doing that, but it was really two or
three people doing it in absentiafrom the office. There was another sub-culture,
that was within the staff and some very strong staff members
tied
who
were
...
very closely to the Federation. They had a strong hold on staff in the senseof
direction, what was acceptable,what wasn't acceptable. Not always did the subculture agree with the hierarchy of the Heads' group. There was somefriction at
the time, that sub culture certainly didn't agree with the administrators so the
Heads were literally caught in the middle. I think, they did the best they could
and for those three years did a superjob of trying to hold it together. Not that we
forward
but
did
identify
issues
with them
saviours
those
were
we
and went
(Interview, B. K. 1994).

As Patrick Garner analysed the situation he inherited:

The first major issue we had to deal with was who was going to make the
decisions and whether it was going to be the department heads,the staff or
principal and vice principal - who was going to have some say in, and who was
there was
going to make what decision. It probably took six months until
...
some agreement as to how the decisionswere going to be made (Interview, P. G.
1993).

In Bond's time he had been able to balancethe leadershiproles of the administration, the
chairs (or heads) and the staff. The dramatic increasein enrolment, with its concomitant
Council
increasein staff meant that the principal had to
Chairs'
and
the
for
on
advice
rely
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on a staff advisory committee rather than the whole staff. Over time, the rapid changesin
the school required the Heads' Council (same as Chairs' Council) to assumeunusual
power in the school. With rapidly declining enrolment and surplus staff, however, the
staff becamerepresentedby a vocal few. Rather than the administration, heads,and staff
working in harmony through difficult times for the improvement of the school, they
tended to conflict, in part becauseof regional procedures, which further contributed to
the `attrition of change'. As structures were altered or totally changed,and conflict over
decision-making replacedthe harmony of the early years, the culture of the school
gradually changed from a collaborative culture to a balkanized, and in some respects,an
individualistic one (Hargreaves, 1994).

Culture

As Garner recalled when he becameByron's principal in 1984:

I had heard before, you know, the way they collaborated to a great extent. I think
by the time I got there that was not happening to the extent that it was before.
One of the things I really had to work hard on, was to really encouragestaff in the
same subject area to work together. I required grade levels to meet. Some
departments weren't operating the way they should have (Interview, P. G. 1993).

Norms of isolation and separation

By the mid 1980s,the culturalnormsof collaboration,sharedgoalsandrisk taking
which had characterisedByron in the early years, existed only in pockets among groups,
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failing. As one teacher reflected "What did we do, I really don't remember. Except just
talk amongst ourselves" (Byron Womens' Group, 1994). A significant number of staff
left the school to pursue creative opportunities elsewhereor were transferred by the
system. Of those that stayed, some, like Blair Alden, admitted to just "giving up" and
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staff in the mid 1980sidentified the major school sub-cultures:

I think there has been a bit of a struggle to try and maintain a bit of the philosophy
that was here in the 1970s but there has also been a group that wants to change
that. We went through a tremendous transition about five or ten years ago to
become like other schools and I think there was a force back then which was
pressing for that change. There was a group pressingto keep what Byron already
had. Thesetwo groups have clashed from time to time (Interview, E. A. 1993).

The old optimism had disappeared,to be replacedby cynicism, disappointment and
divisiveness. The diminishing size of the school tended to have a negative effect on
teacher learning. As one teacher, who joined the Byron staff in 1971, explained:
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In a small school your professional development does not occur within the school,
forth,
how
do
do
discussion
back
the
and
we modify this,
not
get
same
sort
of
you
how do you do that ? (Interview, G. L. 1995).

Notions of continuous improvement and risk-taking were replaced by fears of political or
community reaction. Teachers commentedon the "increased political scrutiny." As one
long-term teacher stated, "Everything you do as a teacher is subject to political scrutiny"
(Interview, M. H. 1993). "It was much harder to have people work outside the normal
school day" as one of the women's group recalled. Garner stated that, "by the time that I
had
difficulty getting people to volunteer for the staff development
there
even
got
we
funds
the
and
we did have for it weren't being allocated" (Interview, P. G.
committee
1993). As described previously, co-operation at the leadership levels was replacedby
acrimony, dissensionand conflict. The staff that celebrated together in the 1970shad
changedsignificantly. One veteran teacherreflected:

I look back at the corn roasts we had, and you didn't beg people to come and we
really had a great time. Now we don't even have a formal Christmas function and
those things. I don't know if it is becausewe've got older and have kids in
activities or its a laid-back attitude - oh I can't be bothered so you don't have that
samebonding. We do things as a department not as a school (Interview G. L.
1996).

Betty Kelly said when she left she was told that she had put the love and the fun and the
but
hadn't
A
in
her,
"It
back
teacher
there
told
the
school.
we
always
was
celebration
looked at it for a long time". How could a culture which was strongly collaborative in
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the mid 1970sbecomeso fractured and fragile in a relatively short time? Respondents
suggestedthree reasonsin addition to the effects of leadershipchanges,and changesin
the school's external contexts - integration of new staff, recruitment of staf and the
rapid enrolment growth and decline.

Integration of new staff

What emergedin the explosive growth period were two cultures on staff. the originals
and the newcomers. As one original stated:

Those of us who started at the school came in with a real senseof what we were
trying to accomplish. We talked to each other, to administration, so we had a real
senseof culture. We went into school early becausethings were exciting and
new. New people came in who didn't have that sense,and we didn't have the
time to develop the samephilosophy the school had and they felt isolated
(Interview, C. S. 1993).

The women's group identified the samephenomena:

I think one of the things we didn't do well was we didn't pick up well with new
teachers. We did not have any kind of mentoring programme, whatever, to sort
of support these people in all the ways they neededto be supported both in the
classroom and out. We got too big too fast. We didn't talk to staff (Byron
Women's Group, 1994).
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The group went onto comment on the nature of some of the new people:

We got so large and it involved so many that they were hired but not trained well.

We were hiring people for their personal qualities but at the sametime I don't
think we made the time to check them out.

We made a lot of assumptionsabout what they could do.

We did not check out professional skills. We assumedthat their personal
presentationwas enough (Byron Women's Group, 1994).

Recruitment

The careful recruiting of the Bond era crumbled under the weight of the number of
people to be hired in a relatively short time spanby people who were already
interviews
Quick
overburdened.
replaced careful selection. This resulted in a small, but
none-the-lessa significant number of new staff memberswhose actions contributed to the
community's negative perceptions of the school.

A few teachersattracted by Byron's `radical' reputation were hired. One former
department chair who moved to Roxborough reflected a significant view in the
he
bad
"left
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the
claimed
when
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a
name"
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things
"mistakes
and
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Regardlessof motivation, some of these new teachersdid "some dumb, dumb things"
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which negatively affected Byron's image. One teacher said to his class"You can call me
Bill, you can call me Jones,you can even call me `shithead"'. Another teacherhad an
affair with a pupil and could seelittle wrong in this. Others failed to check attendance,
gave assignmentswhich required little pupil effort and taught courseswhich were of
questionable academic rigour. I recall a pupil who came to me to complain about his
grade 13 (upper sixth) course in history. The teacher had a section in which the pupils
were to emulate the Australian walkabout. Each pupil was to devise an independent
study activity. Since there were no predeterminedprocedures, standardsor indeed
instructions, this pupil describedit as "walkabout, talkabout, fuckabout". Some of the

peoplewho were hired, dressedin jeans,wore open-toedsandalsandusedcrude
languagein pupils' presence.Bond would haveconsideredtheir behaviour
unprofessional and not tolerated it.

Stories abounded among teachers,and of course pupils and their parents,of teachers
having pupils chant mantras in the classroom,not disciplining pupils who set a fire in the
classroom, using coarse languagewith and to pupils, assigning make-work projects, and
designing experiential courses of questionableacademic validity such as the `walkabout'.
The stories have been elaborated as the years have passed. The few teachersof
questionable competence and professionalismhired during the great expansionof the
mid-1970s did incalculable harm to the `perception and reputation' of Byron.

Growth and decline

The tremendous growth in pupil enrolment in the last half of the 1970screated
been
had
difficulties,
more
described
communications
which
and as
processes
previously,
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interpersonal becamesystematisedand bureaucratised. Balkanization occurred not only
in relation to other schools but also within the school itself. Collaboration tended to be
within departmentsbecauseschool size meant there might be four or five classesof the
samegrade and subject which required within-department collaboration. As the school
declined in numbers,departmentscompeted for pupils becausepupil enrolments in
various coursesprotected teachers' jobs. Collaboration decreasednot only across the
school but also within departmentsbecausegrades and subjectswere often reduced to
one or two classeswhich precluded internal department collaboration. Rivalries
sometimesoccurred within departments among teacherswith similar experience and
qualifications as to who was best suited to stay. As one teacher explained, "It can
become difficult for people with low seniority when you bring in someonewith higher
seniority, then it can become competitive, discussionsgo on behind peoples back, what's
going to happento me." Coherence and team building within the school and within
departmentsbecameincreasingly difficult as teachers came and went in relatively short
order. Teacherswho knew their tenure at Byron would be short often found it difficult to
do the extras that teachershave always done. The sameteacher asked rhetorically, "How
much interest were you going to put in to the designing of new coursesand being
innovative when you knew that after one year that you were going to be gone? It really
has been in and out for many staff' (Interview, G. L. 1995).

Summary

The previous discussionreflects the dissolution of staff collegiality and the retreat into
balkanized and individualistic cultures. David Hargreaves' (1995) provides an
alternative approach to the analysis of this transformation. His cultural model introduced
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in Chapter Three combinesan orientation toward social control and social cohesion. As
discussedin Chapter Five, in the early days under Bond, Byron's culture could be
describedas a combination of `hothouse' and `welfarist' cultures. It had high social
cohesion, high social control and people felt pressuredby the shared expectationsto
innovate and by public scrutiny. The ambienceof the school, however, was relaxed and
caring, as in a `welfarist' culture. With the rapid expansionand change of leadership,
Byron took on the claustrophobic, pressuredand controlled aspectsof a `hothouse'
culture and the increasingly `welfarist' tendency to low social control. By the early
1980s,as a result of declining enrolment and public pressure,Byron would approximate
D. Hargreaves' (1995) description of an `anomic' or survivalist culture. This is a culture
feel
has
low
in
low
to
tend
people
which
social cohesion and
social control, which
isolated, alienated, and insecure.

Another approach to cultural analysisis that of Handy (1995) which usesthe metaphor of
the four Greek gods, Zeus, the club culture, Apollo, the role culture, Athena, the task
culture and Dionysius, the existential culture. In the early years, the South Board was
dominated by a `Zeus-like' figure Jim Sizemorewho ensuredByron's creation. Byron
under Bond gave priority to the personal needsof the individual staff membersand pupils
which is a Dionysian quality structured within an Athenian task culture. As the school
grew and a less secureprincipals took over, there was a significant shift to an
`Apollonian' role culture which tended to replace interpersonal relationships with
structures, and aspectsof a Dionysian culture in which the school's size and lack of
cohesion resulted in a great many teachers `doing there own existential thing' and
discrediting the school. This Apollo culture persisted during the years of decline, as the
designed
to
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Ministry
to
Board
to
school was obliged conform
policies
mandates,
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conformity, and collective agreementswhich determinedthe rules for determining surplus
teachers. It was a culture characterisedby roles, rules and a lack of commitment to the
kind of Athenian task culture which benefits pupils and makesteachers' work more
productive and rewarding.

Each model provides a different focus for cultural analysis. Andy Hargreaves' model
emphasisesthe culture of the teaching staff. David Hargreaves provides a more
encompassingorganisational description, while Handy's `four gods' reflects a leadership
oriented model. Regardlessof approach,the cultural pattern which emergesis consistent
from
division
insecurity,
from
innovation
to
to
a
unity
of
purpose
and
energy
and
entropy and retreat, from a culture which challengedcontemporary educational meaning
and structures to an environment of rules, roles and conformity. In the early 1970s,
Byron would fit Rosenholtz's (1989) description of a `moving' school. By the mid 1980s
it could be considereda `struggling' school. This is school
a
which is ineffective but
attempting to improve (Stoll and Fink, 1996). At no time did the school staff not have
the collective `will' to improve, but the conditions which faced them both externally and
internally were beyond their-skills and energy (Louis and Miles (1990)..

Teachers' lives and teachers' work

External contextual factors may have acceleratedtheir struggles, but changesin the staff

itself over the 15 yearsfrom the school'sinceptionalsocontributedto the `attrition of
Byron
Lord
at
change'

The Greying of Byron
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By 1985, only 14 of the 65 staff membersat Lord Byron had been there in its first few
years. All of the 14 were over 40 years of age and sevenwere over 50. The averageage
on staff was close to 40 years of age. The impact of declining enrolment resulted in a
complement of very few teachers with less than five years experience and a majority with
over ten years of experience. An experiencedteacherwho came to Byron as a
departmenthead, commented that "the decline (in enrolment) meant that there was not a
wide number of people to choose from, especiallyyoung people who could be dedicated
to the school". He added that Byron "had come and gone by the time I got there"
(Interview, R T. 1993). Wesley Walters statedthat the staff got "older and more tired".
Walters reflected that becoming more conservativeand more establishmentis what
happensas you get older, especially if you move into administration. In reflecting on his
in
Middleton"
he
determined
"I
of
to subvert the smug middle class
own career said was
1970, but as principal "I tore down the smokers' shed" and attempted "to clean up the
how
Byron
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long
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One
1995).
explained
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time
place"
time had affected many staff members:

We don't run quite as fast and as far with it (new ideas) as we used to. It was
moderated a little becausewe got older now and you get several things
happening. First of all, the energy levels are dissipatedby the fact that you have
eight million other responsibilities. When this staff was young, they didn't have
kids and didn't have mortgages and they didn't have other domestic
The
free
time.
had
Their
more
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parents weren't ageing,then they
it
that
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important
time,
had
collegial relationship was more
more
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they had more energy they had fewer demandsoutside the profession and also
they had fewer experiencesto make you a little cynical (Interview, J. C. 1993).

Most people at Byron in 1985 were now in phasefour or phasefive age ranges in which
teacherswere either `taking stock' of their careersor preparing for retirement (Sikes,
1885). Phasefour is a life stage which is "almost as traumatic as adolescence"(p.52). It
is the age in which children are becoming adolescentsand parents are ageing. As the
previous teacher's comments reveal, it is often a particularly difficult time for women in
teaching becausewomen also tend to be the primary homemakers. It is also an age in
which some men come to recognise that leadershipopportunities are gradually
diminishing and that they will probably spendthe rest of their careersin the classroom.
As both Sikes (1985) and Huberman (1988) suggestwhile for some men this can be an
age of contentment, while others may turn bitter and cynical.

The forty-plus teachersare often the authority figures on staff and have "taken on the role
inkey
(p.
53).
Three
the
tradition"
of
standards
of maintainer of
and guardians of school
school Federation leaderswere in this group. As one of these leaders explained, we were
an "interested federation school. We were never rabid and tried to remain reasonableand
supportive". Any militancy tended to be directed toward the system. "There was a lot of
anger when differentiated staffing was forced out" (interview, J.C. 1996). Two of these
three school leadersbecamePresident of the South SecondarySchool Teachers'
Federation. One used it as a step towards formal leadershipin the system. The other
1980s
Byron
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In 1985 there were twelve phasefive teachers, four of whom were department heads.
As Sikes (1985) suggests,

senior teacherstend to be in senior posts as headsof departmentsor faculty and,
particularly if they exercise a high degree of control, younger teachers can become
frustrated and dissatisfiedbecausethey are unable to put their own ideas into
practice (p. 53).

At Byron by 1985, we have a picture of an ageing staff with some divisions, especially
within the departmentheadsgroup between the older `keepersof the flame' and younger
headswho were more in tune with trends within the province and within South, and
ironically more conservative. The opportunities to changethis balanceof staff were
described
Garner,
long
Patrick
in
1985,
declined.
The
negligible as
as enrolment
principal
his staff this way:

They certainly didn't have as much energy in all the things that they had been
involved in before. Except when you got new staff. When you were able to hire a
new head, and then all of a sudden that head would rejuvenate a department, but
that's the samein any school (Interview, P. G. 1993).

He went on to describethe situationhe inheritedin 1984:

into
it
incorporate
There was probably greater reluctance to accept changeand to
leadership.
the
I
don't
know
if that was a function of the school or of
their style.
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I do know it is a function of the staff getting older. I think they had been at this
for a long time. They had sort of done their thing for many years and got tired.
There are many staff membershired onto the Byron staff who were not
its
is
difference.
hired
I
to
to
think
that
the
school
or
changes,
a
necessarily
and
Originally staff were hired to a concept and then later on the enrolment grew and
people were put into Byron becausethey were surplus to other schools, or hired
to fit the leadershipof different principals which in some caseswas quite different
from the leadershipstyle of the first principal (Interview, P. G. 1993).

Only one person on the staff in 1984 has gone on to a leadershiprole beyond the
department level. That person was a female department headwho is now a principal. As
one observer commented, "the enginesof innovation had left the school," "given up", or
become frustrated or debilitated by `fighting ghosts' from the past. As one long time
teacher stated "We got frustrated becausethe community didn't seeit for what it was"
(Interview, M. H. 1993).

Exhaustion without exhilaration

Most people who spoke about the workload in the late 1970sand early 1980s still
commented on working hard but without the same degree of satisfaction as the early
1970s. The exhaustion of trying to maintain the best of the Byron tradition in the face of
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Wesley Walters was typical. He described one teacher who had joined the staff in 1972
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The Question of Burnout

Were Byron teachers burned out from years of striving in the face of adversity? The
cumulative evidence suggeststhat the Byron staff experienced many of the symptoms.
One advantage of a large school systemlike South, however, in which there was growth
in some areas,is that teacherscould move to other schools or alternativejobs. This
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through the lens of Byrne's (1994) analysisof burnout, it will become clear that all the
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She describesthe following organisational factors that contribute to teacherburnout:
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experiencingthe changesbrought about by provincial legislation. This meantthat
more pupils with learning difficulties and more pupils with English as a second
languagewere in teachers' classrooms. At Byron the stress of these changeswas
exacerbatedby enrolment decline, leadershipchanges,and the teachers' deep feelings
of resentmenttowards their educational and parent communities.

"

work overload not only in terms of hours of involvement, but also the complexity of
trying to meet so many, often conflicting, demands. Most people who cameas
teachersand principals to Byron contend that the intensification of work, a concept
introduced in Chapter Three, if it existed at all, was similar to that experiencedin
every other school. While the workload was perhaps no heavier than in other
schools, Byron teachers seemedto perceive their workload was more intensebecause
they felt unappreciated and certainly misunderstood. The exhilaration which made
hard work acceptablein the early years had disappeared. What one teacherhad
describedas a mission had, by 1985, becomejust a job.

"

classroom climate such as discipline problems, student apathy, and student abuse of
teachers "bears critically on teachers' attitudes toward teaching" (Byrne, p. 649).
As one teacher viewed the relationship with pupils at Byron:

Coming from the school that I taught at before, I have more behavioural
problems in my classroomthan I did at the other school so it is a different lind of
don't
feel
I
I
because
dealing
I'm
that
cover
as
the
much
work.
of
core content
don't
behaviour.
I
have as much energy. It is more intense in the classroom
with
than it used to be (Interview, M. C. 1993).
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Certainly, attendance,credit completion and pupil deportment in the school were
issuesfor the community and an on-going source of difficulty for the teachers.

"

decision-making which either ignores or permits minimal teacher input. Confusion
as to the decision-making processescontinued through the 1980s into the 1990sat
Byron, and teachers who had beenused to being consulted, felt decisions were being
made by either the administration or the headswithout consultation and
communication. Many tended to vent their frustration by creating a very active and
vocal Federation in the school.

"

lack of social support from both administrators and peers. As has been stated, this
was a pervasive theme at Byron in the late 1970s and early 1980s. As one member of
the women's group reflected:

I probably left three years too late, and not becauseI was burned out, I'd had it. I
had to take a year off. I couldn't deal with the pressure any more of working in a
school where we talked about the perception and reputation. I couldn't deal with
that any more. It just sappedall your energy. To me it was like swimming up
streamall the time. It was exhaustingand debilitating (Byron Women's Group,
1994).

Byrne (1994) also describestwo personal factors which affect teachers' attitudes toward
their roles. The first is powerlessness. Certainly Byron teachers saw the structures in
which they believed systematically stripped away by Ministry and Board decisions. From
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having abundantD. S. F. money in the 1970s, staff saw resources dwindle dramatically.
New secondaryschools were built, and many Byron teachersmoved to them. Those who
stayedoften felt their building's needswere neglected,and that others were getting a
better deal. Enrolment declined, teacherswere askedto teach subjects they had not
taught previously, or did not like to teach. Some saw courses which they has pioneered
in the 1970s,and on which they had worked industriously, eliminated from the school's
in
heads
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because
low
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school
program offerings
of
enrolment.
protest over this issue. One in fact moved to Roxborough as a classroom teacher rather
than yield to the inevitable contraction of his department's programme.

The secondof the personal factors describedby Byrne (1994) is self esteem. When
teachersuse terms like `debilitating', `giving up', `frustrating', `fighting ghosts',
`betrayal', `lack of support', and `lack of appreciation', this would suggestthat the
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a profound effect on the self esteemof teachersat Byron.

In his study of Mansfield High, Peshkin (1978) describedthe importance that the school
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Mansfielders. And though these qualities are always in flux, they are treasured as
irreplaceable
and priceless,the marks of an unchanging or, at least,
goods,
eternal
very slowly changing order (p. 206).

Byron had clearly outrun its community's ideas of what constituted a `real school'. The
context for creation and experimentation had virtually disappeared. Unable to find
support within the educational and larger communities, the staff turned inward upon itself
its
`reputation
trying
to
of
energies
change
negative
expended
much
a
persistently
and
and perception'. When compounded by wild swings in enrolment, the very meaning,
structures, leadershippatterns and school culture which had made Byron unique among
schools in South, were irrevocably altered. The spirit of changewhich had energised
Byron in its early years had, by 1984, been replaced by an ethos of continuity - only the
community did not know it. It was up to Patrick Garner and Betty Kelly to up-date the
in
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had
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come admit

lighthouse'wasalmostout andto regroupandgo forward from there.
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Chapter

8

Survival and Continuity - The History to 1995

After 40 years in power, the Progressive Conservative party's control in Ontario ended in
1987, and the Liberal party came to power. O. S. I. S. (Ontario Schools: Intermediate,
Senior), the Ministry's curriculum document) which replacedH. S. 1, had barely been
initiated when the new government, in responseto a campaignpromise to review
education, establisheda one-man commission, whose mandatewas:

To identify and recommend ways of ensuring that Ontario's system of education
is, and is perceived to be, fully relevant to the needsof young people, and to the
realities of the labour market they are preparing to enter, with particular emphasis
on the issueof dropouts (Radwanski, 1987, introduction).

Ontario to the mid-1990s

The commissionerwas George Radwanski, a journalist and long-time Liberal. Since he
was not connectedto the educational community and did not presume to be an
he
`expert',
presentedhimself as the voice of `common sense'. His report
educational
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the
of
and
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same
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of
was
diligence enabledthe government to try to impress the electorate with the urgency of the
issues. His report was generally well received in the community at large, but less
favourably viewed by educatorswho recognised that the somewhat glibly presented
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based
a
common
core
curriculum
on principles of mastery learning,
suggested
report
along with elimination of the credit system and of streaming at the secondary level. Its
improved
included
testing,
also
standardised
and
province-wide
systems of
suggestions
counselling and mentoring. Many of Radwanski's recommendationscopied reform
efforts initiated elsewhere. Like most of the reformers of the time, he could not seethe
inherent contradiction of advocating decentralisation through school-baseddecision
making along with more centralisedgovernment controls of curriculum, pupil assessment
its
(Smyth,
In
1988 throne speech,the government
1991).
organisation
and school
selectively took from the report the idea of destreaming, as well as the need for
its
initiatives.
It
`Restructuring
Education'
subsequently
announced
of
accountability.
Government sponsoredcommittees developed consultation papers on the Early Years,
(three years of age to six), Formative Years (grades 1 [six years of age] to 6[ 11 years of
age]), Transition Years (grades 7 to 9) and the Specialization Years (grade 10 to
The
The
Ministry
Education
funded
Years
Transition
projects.
of
pilot
graduation).
also
South Board was a pilot Board and Lord Byron received support for a Transition Years
project. Through the results of these projects from across the province, the evidence
from a provincially funded researchproject evaluating the pilot projects (A. Hargreaves et
al, 1993) and considerableconsultation with the educational community, two working
by
the Ministry in 1991 and 1992, one on the Formative Years and
produced
were
papers
one on Transition Years. These reports led to three immediate policy initiatives, the
destreaming of grade 9 in September 1993 (Pennock, 1993), the BenchmarksProject
(Rappolt, 1993) to develop an accountability mechanismfor the province, and a common
for
grades 1 to 9 (Wideman, 1995).
curriculum project
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No sooner had the Ministry's work begun to impact schools than another change of
initiatives
the
most
of
government's
put
previous
on hold. The new socialist
government
government initiated a three million dollar `Royal Commission on Learning' which
reported in December 1994. Unlike reports in other countries, statesand provinces, the
commission's report, For the Love of Learning did not blame teachersfor most of the
problems in education. The report declared:

in all matters human,the majority of teachersare neither exceptional or
as
...
hopeless. Most teacherssay they enter the profession out of their concern for the
kids and we believe it's true. From what we've observed and learned, we're
confident that most Ontario teachersare competent, caring, and committed; that
they work conscientiouslyand hard; and day in day out they do a good job (p. I4).

Rather, the commission acknowledgedthe rapidly shifting contexts in which teachers
teach.

In fact, given the constant pressurethey operate under, the seriousnessof their
responsibilities, the never ending new obligations society foists on them, and the
never ending new changesthat boards or the Ministry impose on them, the anxiety
about keeping up with their subject and with good practices that result from the
knowledge
both
in
their disciplines and in teaching methods - given
of
explosion
all this, even the ordinary teacher seemsheroic to us (p. 14).

Then,the report eruditelycut to the essenceof changein education.
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Transforming schools, as we insistently repeat, ultimately dependson teachers.
No significant improvementsare likely to take place without the active
participation of teachersand other educators who actually create and sustain the
conditions for learning in schools(p. 14).

The commission also anticipated `right-wing' criticism:

All the educational policy changesand curriculum documents in the world will
have little or no effect unlessteachersuse them in the classroom. All the systemwide testing will have no effect either, unless teachers use the data to improve and
refine their programmesand teaching methods (p. 14).

The Royal Commission Report also included recommendations for a common curriculum,
regular provincial assessments,and parent councils for each school. The report was
its
its
balance,
for
its
and
among
received
educators
child centredness,
generally well
Spectator.
(Killen,
The
February, 21.1995, p. A7).
compassion

Shortly after the commission reported, the Progressive Conservative party returned to
incarnation
its
1995
In
the party now follows the philosophical stanceof the
power.
`New Right'. Its policy of combining severebudget cuts to public services,welfare, child
care, health care, and education, with a promised 30 per cent tax cut has establisheda
bode
does
for
the child-centred philosophy of the Royal
not
well
stancewhich
Commission Report. As the former commission Co-chairperson, Gerry Caplan,recently
commented:
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In general terms I've become quite depressedabout it
...

It seemslargely to

have disappearedinto the vapor. Virtually every one of the groups that cheered
us on after its release has found other initiatives, other priorities to pursue ...
And the few things of substanceand importance being pursued have a fair chance
of being undermined (Quoted in Duffy, 1996, p. A2)

To date the Ministry of Education has publicly supported the idea of a common
curriculum, standardisedtesting, parent councils for every school, a standard provincewide report card and a self regulating College of Teachers. As the Co-chairperson,
commented,the government has "cherry picked" from the commission's 167
recommendations,endorsing those items which fit most neatly into its philosophy. In
he
suggeststhat the government supports ideas that take money out of the
particular,
systemand opposes those which put money back into it. In what one might consider the
epitaph for the report, Caplan stated, "Someday when this terrible era ends, and people
look
back
to
to
think
the
about
able
education
are
systempositively again, people may go
at the commission report for touchstones ... I can only hope so" (Quoted in Duffy,
1996, p. A2). What is different about this report from the Hall-Dennis report of the
1970swhich also advocated more pupil-centred approachesto education in the province
is that For the Love of Learning was shelvedbefore any real attempt was made to
implement it.

Interestingly, both reports were opposedby the secondaryteachers' federation. It is
ironic that the government and the teachers' federation who agree on very little, seemto
in
accedeto the necessity of opposing policies which promote more pupil-centredness
first
"from
Caplan,
As
the
a socialist and union supporter, notes
secondaryschools.
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moment, the O.S.S.T. F. has refused to acknowledge the need for a single positive change
of any kind ... They have not backed down from that destructive position for one
minute. I don't understand it. I don't understandhow they seethis as a contribution to
education". The Federation's defence of the status quo, however, is perhaps
understandablein the context of the presentgovernment's unprecedented attempts to
centraliseeducational decision-making and undermine the influence of teachers' unions.

At a recent meeting, the newly appointed Minister of Education and Training for the
province of Ontario, a businessman,told senior officials of his department that they must
spreadthe word that the educational scenein Ontario is much worse than it actually is.
"Creating a convenient crisis is what this is all about" (Brennan, 1995. p. 1), he said.
Creating a crisis of confidence, he declared, would allow his government's ideological
packageto proceed more smoothly. It is interesting that even though the new
government has a number of memberswith a considerableunderstanding of education,
the Premier has chosen a Minister who admittedly knows very little about the system.
The Premier's reason is that Ministers with no knowledge of the Ministry with which they
are chargedwill come to them as outsiders, and will presumably face their roles with an
open mind. Virtually all the senior officials in the education Ministry, appointed by
previous governments, have been terminated or transferred to other Ministries. In
relatively short order, the government has initiated processesto create parent councils for
increase
standardisedassessment,restructure the secondarycurriculum, alter
school,
each
the governancestructure and curtail teachers' right to strike. At the sametime it is
reducing educational expenditures dramatically. It would appearthat Ontario is intent on
following the pattern establishedin Britain, Australia and other Canadianprovinces.
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The recessionof the 1990s persists in the public sector in Ontario. Educators' salaries
have been frozen for the past four years (1992-96). Universities, colleges and public
education have been heavily affected by budget cuts. The South Board will receive 24
million dollars less from the government in 1996than it did in 1995. Lay-offs, closed
facilities, and wage cuts are among the solutions presently considered. The severity of
the cost-cutting is unparalled in Ontario's history. School boards faced by reductions in
provincial grants are considering eliminating a number of programmes, user fees for other
services,and reopening collective agreementsto increaseclass sizes and reduce or
eliminate teachers' planning time. In a recent speech,the former Chair of the South
Board and the leader of its neo-conservative forces stated:

We have beenproviding an extremely broad basedand wide range of servicesto
the studentsof South for many years. In this time of fiscal restraint, the time has
come to prioritize our services and to ask ourselveswhat constitutes a basic
education and then justify each programme and service based on it being an
essentialfor our students as opposed to being nice to have.

Her main target for `reform' is salaries. She describeshow the provincial government
local
help
Boards:
to
proposes

I believe that the Board must carefully examinethe level of salaries and benefits it
is paying. Significant issuesin this area are retirement gratuities, planning time
day.
length
Under current legislation and our collective
the
the
of
school
and
little
board
has
the
scope in this area. However, the provincial
agreements,
government has indicated that legislative changesmay be forthcoming which will
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provide boards with greater tools to deal with these issues(Leblovic, 1996, p.
Al1).

To this end the government has already approved legislation which would facilitate a
Board's ability to eliminate provisions of collective agreementsunilaterally.

Needlessto say,the teachers' unions are threatening to retaliate through job actions of
The
types.
political climate has created an environment in which innovative
various
programmeshave, for the most part, been abandoned. Funds for centralised curriculum
and standardisedtesting, however, still seemto be available. If the early 1970s were the
best of times, the middle 1990s are the worst of times in education in Ontario. For the
South Board and its Director, the provincial move to the political right, merely follows
the shift that had already taken place in South.

The South Board to the mid-1990s

The system's fourth director, Bill Wilson was appointed in 1988. A well regarded
superintendentwithin the system and a former Byron original staff member, he quickly
himself
with staff and trustees as a trusted leader. His organisational and
established
him
to consolidate the gains of the previous decade and to launch
skills
enabled
political
into new strategic directions (Stoll and Fink, 1994). His background in staff
development, and his understanding of the change processhad convinced him that
improving staff performancethrough professional developmentheld more promise for
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improvement than mandatesor appraisal systems. One of his first actions was to
synthesiseand simplify South's directions.

In conjunction with the senior managementteam, Wilson incorporated the effective
schools work (Stoll and Fink, 1992; 1994) which had been initiated in the mid -1980s to
encourage school improvement through an understanding and application of the
characteristics of effective schools, with the work of other groups which had carried out
reviews of curriculum, specialeducation and staff developmentinto a strategic plan.
Through soliciting ideasfrom both inside and outside the system,and consultating with
experts in various education-relatedfields such as psychologists, social workers and child
care workers, the senior administration, supported by the school Board, establishedthe
following three directions:

"

planning,which"directs our energiesandresourcesthroughcoschool-based
decision-making
that is
operativeplanningto supportand encourageschool-based
consistent with community and Board expectations,"

"

instruction
to support teachersin the teaching-learningprocess and
on
an emphasis
assistthem to develop expertise in four areas: implementation of curriculum;

instructional
management;
skills andinstructionalstrategies,
classroom

"

staff resourcesto provide quality instruction, through the continuation of a policy to

"attract, select,develop,andretainthe highestcalibrestaff' (SouthBoard of
Education, Strategic Plan, 1989).
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The previous Long RangePlanning process introduced by Bartlett, the previous Director,
included all the activities in the systemwith little attempt to create a focus. On-going
maintenanceactivities were included along with new initiatives. This resulted in a long
list of goals and activities which staff in schools tended to ignore. Since there was little
focused
for
list,
to
the
the
to
cull
carrying
out
plan
or
effort
prioritise
people responsible
on those activities that were easiestto achieve, not necessarilythe ones with the greatest
potential impact. By establishinga limited number of directions, Wilson's strategic plan
enabled all aspectsof the systemto focus on issueswhich would have significant payoff.
It was much easierto talk about three or four directions than forty or fifty.

In contrast to the traditional top-down approach to changein the South Board, the
school was now viewed as the basic unit of change. Systemleadersexternal to the
schools had to reorient their thinking from order-givers to service-providers. To this end,
`topThe
decentralised
into
to
the
teams,
support
was
schools.
area
closer
consultative
down model' of the previous 18 years of South's history was changedto a `top-down,
bottom-up' model of change(Fullan, 1991). The system provided a broad set of
directions through the strategic plan, as well as resources, and the schools developed
School Growth Plansto meet their unique needs within these broad systemparameters
(Stoll and Fink, 1992;1994). To achieve the goals for instructional improvement and
for
Wilson
development,
Board
increase
the
to
the
persuaded
staff
consultative support
teachers and schoolsby adding a number of instructional consultantsto each of the area
teams in the district (Stoll and Fink, 1992). From 1989 to 1992, in spite of reduced
Board
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from
initiatives
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the strategic
the
continued
to
the
province,
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14.6
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spite of considerable public criticism, the majority of the school board memberscontinued
to support the provision of the resourcesnecessaryto fulfil the commitments made in the
strategic plan.

This growth and development under Wilson were short-lived. By 1992, South and the
rest of the province were in the depths of a recession. Taxpayer protest groups were
springing up all over the province. The Middleton Taxpayers' Coalition becamevery
vocal and active politically. Led by a former engineer and a bank manager,they continue
to conduct a highly public campaignto reduce educational costs. They are highly antiunion in their stance and advocate salary reductions, massivelayoffs and elimination of
most support services as meansof reducing property taxes.

The Board election of 1992 brought the many initiatives that had been generatedby the
strategic plan to improve schools to a full stop. Five or six neo-conservativetrustees
reduced Board meetings to confusion and disorder. Little was accomplishedin a climate
of acrimony, personal invective and political `grandstanding' (The Spectator. 1993).
Most votes on issuessplit 10 to 8. Discussionson issuesoften led to personal attacks by
a few trustees on the Director, other Board officials, or other trustees. In my last year as
a senior official I spent more than half of my time answering politicians' questions,

in
responseto trustees'requests,andbuilding political supportfor policies
reports
writing
and directionsrelatedto the strategicplan.

Financialsupportfrom the provincehaddiminishedeachyear sinceOntario'srecession
first impactededucationin 1992. In 1987,the provincepaid 35 per centof South's
Source
23
by
it
Board
1992
(South
of
contributed
only
per
cent
educationalcosts,
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Education Funding, 1969-1994). The 1994 rate was 16.7 per cent and it continues to be
reduced each year. The combination of these reductions and the trustees' determination
to protect the ratepayersfrom additional taxation has led to some layoffs of junior
teachersand service personnel, reduced school budgets, and elimination of most
professional activity funds. The demandsand expectations for service have not
diminished, but the resourcesare shrinking rapidly. While central office is almost
paralysedby the political process and Wilson's leadership negated by political `infighting', the schools do their best to ignore the acrimony, and continue to try and move
forward in the best interests of pupils (Interview, K. S. 1995).

Despite the challenging political climate in South, the Byron influence continuesto be
evident throughout the region. Of the present 17 secondary principals, 13 have spent
significant parts of their careersat Byron. One reason Byron has come to look very much

like other schoolsis that the othersschoolshavebecomemuchmorepupil centredand
democratic in their operations as a result of the dispersal of the Byron `mafia'. Initiatives
Lord
began
Byron
immersion
timetables,
programmes,
with
such
as
semestered
which
English,
interdisciplinary
departments,
recreation-based
physical
multi-text
education,
individualised mathematics and sciencecourses, personal pupil counselling, and informal
teacher-pupil relationships operate in every school in South. In spite of the pessimism
in
Ontario, these leaders continue to exude a quiet confidence
education
which pervades
that schools will be able to respond to whatever comes their way. PerhapsLord Byron
dealing
its
has
for
tribulations
trials
and
with
training
many
proven a useful
with
ground
Principals
(Interview,
group, 1996).
adversity

Lord Byron to the mid-1990s
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The arrival of Garner and Kelly at Byron in 1984 coincided with three regional
impacted
decisions
On
December 12,1980, the provincial
the
school.
which
programme
legislature had approved the Education Amendment Act (Bill 82) which required each
school board by 1985 "provide programmesand servicesfor all pupils identified as
exceptional". The South Board respondedby approving a plan
(South Board Special Education Plan, 1980) stating "that school programmes should
allow eachpupil to develop his/her potential to the fullest"(p. 1). The Board committed
itself to a "vide variety of programs and servicesranging from full integration in regular
classrooms,integration with occasional support to full-day segregation with special
assistancefor optimal placement". These programmeswere to be conducted in "the most
least
restrictive environment" (p.! ). Since Byron had always acceptedpupils
and
suitable
with difficulties, accommodating both the government and board mandatesseemeda
natural extension of the Byron approach. Schools like Roxborough have found the
intention of the legislation much more daunting.

In 1983, the Board' s administration placed the Life Skills programme for mentally
Byron.
its
The
had
because
at
the
school
pupils
rapidly
of
challenged
physical space
declining enrolment which had decreasedby more than 1000 pupils in eight years. Other
but
Byron
had
space
offered a caring philosophy which had persisted
schools also
bad.
As Kelly explained:
times
and
through good

Byron was the first South school to have a Life Skills programme. It was one of
the first schools to integrate the developmentally and educably mentally
disadvantagedstudents into the classroom and that became a way of life. The
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kids at Byron were used to walking down the hall and see a mentally
disadvantagedstudent, they wouldn't say, `That's Jason he's retarded'. They
would say, `Jason,your shoe is untied, sit down and let me help you'. They
becamereally desensitisedto differences,not sensitised,there were no differences
(Interview, B. K. 1994).

When the provincial government closed residential schools for developmentally
handicappedpupils. Lord Byron becamethe regional school for these severely and multihandicappedyoungsters.

Graham Clark, the former principal of Byron had assumedregional responsibility for
special education. One of his first challengeswas to find placements for 30 severely
learning disabledpupils. Previously, the provincial government had provided funds to
educatethese pupils in specialised schools in Canadaand the United States. Many of
these pupils had behavioural problems and some were physically handicapped. Clark
asked Gamer and Kelly to host the `satellite' programme at Byron. The programme
began in September 1985 and continues to the present as a successfulmodel for
responding to the needsof profoundly learning disabled pupils; it has been copied by
other jurisdictions in the province. Kelly stated some years later that:

there was never any thought of not providing the programme at Byron. The
Board neededa programme and Byron's innovative attitude which still persisted
integration
the
concept made Byron a natural home for it and away we went.
and
We never had flack from staff, or students or parents and it becamea small school
K.
B.
1994).
large
(Interview,
highly
school
concept
a
within
and
successful
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Garner and Kelly worked to make Byron viable. The addition of special education
programmes,while laudable, did not stem the outflow of the more academically talented
pupils to Roxborough. As Garner explained the problem:

Roxborough was seenas the academic school and Byron as the other school down
the road. Parentswho were concerned with academicsfor their kids particularly
at the advancedlevel, wanted to sendtheir kids to Roxborough. I talked to staff
and said yes you are doing it (gifted programmeming), now we have to get it
down on paper and we need to communicate that to the community becausewe
are losing the top five per cent and we can't continue to lose `the cream of the
crop' to Roxborough... so we packagedit a little differently to meet a
community need (Interview, P. G. 1993).

As a community resident, "I heard so much about the problems with Byron from my
neighbours,that I wanted a shot at doing something about it" (Interview, P. G. 1993). It
he
was, continued,

a number of years of getting input from the community that made me decide that
when I got there, these were some things I was going to work on. You can't
have
issue
few
this
of
to
everything
so
you
things
on
whole
and
work
work on a
had
Byron
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as
much
of
we
making
and
an
gifted,
academicschool as
to get the messageout to the community and we had to do certain things ...
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other was
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would get lost. By that I mean Byron's philosophy ... was that everybody made
the team and got an equal chanceto play and winning was not that important.
There was a concern in the community that the kids end up losing the game all the
time so I want my kid out of Byron (Interview, P. G. 1993).

Garner's solution was:

to get a compromise between the two, where winning was important to some
extent, but not the be all and end all, and yet still keep in mind the philosophy of
the school, that is we try to give everybody an opportunity as much as possible,
so we looked at developing the intramural programme to a greater extent
(Interview, P. G. 1993).

Throughout their tenure Garner and Kelly sought to balancethe traditional egalitarianism
of Byron with the very real community and social pressuresfor excellenceand elitism.

To further retain their high achieving pupils, they convinced staff to support the addition
Garner
Immersion
French
was
programme
a
as
well
as segregatedgifted programmes.
of
directive
decisive
less
his
Pragmatic
than
and
more
principal
and
a much
predecessors.
visionary in his approach, he and Kelly, who replaced him as principal in 1987, clarified
decision making processesand lines of reporting in the school as well as streamlining
issues.
Their
approach to the community was to use every opportunity to say
procedural
`Byron haschanged". In practice, though, the substantivechangeshad occured long
before Garner and Kelly's appointments. They recognisedthat Byron's programmes
better
if
to
than
alter public
not
energetically
as
good
most
still
and
worked
schools
were
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in
Kelly
When
transferred
to
the
school
another challenging
was
school.
perceptions of
1992, her successor,Len Denardis was able to report,

The parents I speakto and the type of issueswhich come across my desk
tell me that parents feel very good about this school. Occasionally
...

some of

the old ghosts still make themselvesknown, not in any great way that really makes
me terribly concerned,but it's still there, just a reminder that public relations
needsto be attendedto (Interview, L. D. 1993).

Denardis, who had been a practice teacher at Byron in its early days, acknowledged that
Byron was more similar to than different from most other schools. He stated, however,
that "It is still a pretty unique school in terms of the programmesit offers". It still seems
to be more willing to respond to change than many schools in South. Perhapsit does not
initiate change but respondsto external innovations which fit its continuing pupil-centred
philosophy. When the Ministry mandated destreaming in grade 9, many schools reacted
negatively. As the vice principal responsible for its implementation in Byron explained.

When you compare Byron's (Transition Years) plan for the grade nines in
Septemberas comparedto some other schools, it is probably the most drastic in
its changesor philosophy and that reflects back on the staff from way back when.
We are always open to new ideas and we did say `yes we think this will work, we
do
I
it
like
things
to
Byron
think
this"
to
try
mechanisms
provided
with
would
...
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J.
do
(Interview,
do
have
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and were going to
they
always wanted
anyway ...
1993).
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Byron's future in 1995 is once again in doubt. With enrolment at the 700 mark, rumours
financial
beginning
Byron's
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to surface. As
of
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a
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closure,
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of
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describes
Byron
1995,
Sutton
Ken
the present
at
who
arrived
new principal,
condition of Byron:

Right now we are in a phaseof survival, and survival as an institution and an
organisation, and that we will continue to exist and be viable - believe it or not
this is a major fear of our staff. Everyone is worried that we are closing down.
I'm trying to remain positive and say we will survive but so much of it is
dependenton being proactive about wanting to survive. I'm trying to fill the
building with Adult education programmes. You can have all the glitz and public
relations programmesbut if you're not doing what you'reare saying your doing it
is all for nought. In other words it begins in the classroomwith excellencein the
classroom (Interview, K. S. 1996).

School image remains an issue which requires constant attention. As one long-serving
staff member stated with some frustration,

Living in the community, basically all the time I have taught at Byron, some still
consider it the non-traditional school. The image is still there. It is really tiring
have
daughter
I
that.
a
coming here next year. Even in her elementary
arguing
have
taken a teacher to task about the philosophy of this school versus
school we
the philosophy of Roxborough. It has always been a Byron-Roxborough
Byron
and any other school. It is the traditional versus the nonnot
comparison,
traditional (Interview, G. L. 1995).
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This veteran of the vicissitudes of Byron summariseshow the staff view the school in
1995:

I've been here for 24 years and we have had eight different principals and I
couldn't begin to count the number of vice principals who have come through
here and so its a 3/4 year rotation and each principal brings his or her own
philosophy. The philosophy Ward brought at the beginning, really by the late 70s
and 80s it had largely disappeared. There is definitely a more principal-centred
approach. I think in the past more things came back to staff for O.K. 's. Some
staff felt that there are things being done behind closed doors. Are there things
being done about which staff is unaware? Are there directions that administration
is trying to lead this school through that we are not being told about? Ken seems
to bring opennessand listens to people. I was on the committee to look at
decision-making in the school. There was a lot of criticism about Heads' Council
and administration in terms that things were not laid out on the table. Information
seemedto get out on the grapevine. You hear more of that. So much now
dependson the principal (Interview, G. L. 1995).

The reduction of school size meansa smaller Heads group and now there is less
for
componentsof staff. With so many non classroom people like special
representation
Satellite
in
the
the school, some classroom teacherssee
and
guidance
education,
influence
(Interview,
less
having
G. L. 1995). For example, staff who do
themselvesas
decisions
deal
are
making
cards
on computerised report cards which only
not
with report
affect classroom teachers.
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The veteran teacher went on to explain that departments like math and sciencehave had
to be merged. The Sciencepeople who are very collegial have now been placed with
is
he
Head
Will
the
represent the sciencecomponent
a
mathematician.
and
mathematics
Studies
is
Family
department
teachers'
this
the
the
concern.
adequately?
science
of
Studies
leaving
Family
departments,
been
have
the
three
redistributed among
courses
teachersconfused as to who dealswith their budgets and who addressestheir interests at
Heads' Council. Ironically, these structures are very similar to department structures in
the early 1970s, which then were seenas innovative and philosophically sound. This
in
five
different
have
been
that
teacher
there
scienceteachers
reported
science
six
or
same
through the department in the last five years. Teacher are teaching in areasin which they
have paper qualifications but little desire or specialisedknowledge. There is not one
history specialist in the school.

In the words of its principal,

The school has declined in numbers, which creates the problem of the young
teachersleaving. It has become more and more difficult to find people to do extra
curricular activities. Many people say `well I've done that for years but I need a
it'.
My
do
from
I'm
hiatus
from
that
taking
this,
now
a
can
rest
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Lord
has
been
happened
involved.
has
in
What
to
at
get people
challenge
essence
Byron, in fact is quite evident, it has become a small school with all the
advantagesand disadvantages(Interview, K. S. 1996)

In many ways the scenario that Byron followed in the late 1970sand early 1980s
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is being replayed in the mid 1990s. It is being played out in a climate of retrenchmentand
some have used the word fear. In spite of the unrest in the environment, some things at
Byron do not change. In the words of the veteran teacher quoted previously:

One of the comments of people who come to school is how warm and friendly the
staff is. I hope that is something that never dies here. Kids who come here from
Roxborough comment how open the staff is, how available the staff is to help,
how willing the staff is to help. I always think that has been here right from the
first day I came here. Someonewas always there to give you help, and we were
always available for the lids, I have always thought of this as a kids' school. Kids
do not get lost in this school. The amount of counselling that we do as a staff
which is not subject-oriented is phenomenal. We have always done that and have
always beenwilling to do that. Structure and philosophy and things like that are
long gone but the open warm feeling is always present. It is something, I have
always enjoyed and probably the reasonthat in 24 years I have never felt the urge
to move (Interview, G. L. 1995).

Personal history to the mid-1990s

My final six years in South were at central office, and it seemedclear from that vantage
point that Byron was considered asjust another school and was treated that way. Most
disappeared,
had
but so had the excitement. I led a great variety of
of the old antipathies
impacted
initiatives
on Byron but which also reflected the changing nature
which
system
In
Board
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in
Ontario.
reviewing
time
a
superintendent,
as
minutes
of education
of my
found the influence of Lord Byron in my work for the system as a whole. For example,
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when the government mandated codes of pupil behaviour for every school, I chaired the
system's committee which developed a set of guidelines that reflected the pupil centred
philosophy of Byron. The first general criterion was that all codes should "promote a
senseof self-worth and self-discipline". The guideline required that school codes include
expectations,a rationale for the expectations and "logical, reasonableand enforceable
consequences". The guideline also required consistency,flexibility and the provision of
"therapeutic interventions". As I look back, I had subconsciouslyled the committee to
reproduce a code of behaviour which was very similar to the Byron's approach in its early
days. The report of the Lord Byron Evaluation Committee in 1971 advocated:

"a

democratically organized classroom,

"a

sympatheticand understanding responseto the efforts and achievementsof pupils,
the provision of abundant opportunities to achieve success,

9 the provisionof abundantchallengeandencouragement,
affectionfrom and
interactionwith teachersand other adult role models,
"

consistencyof purpose between teachersand between departments.

The South Code of Student Behaviour not only contained these ideas, it even used some
of the words like `democratic', `consistency', `encouragement' and `opportunities'.

I was also involved in the implementation of O. S.I. S. which required streaming of all
programmes. Many of the secondary principals and vice principals with whom I worked
on this responseto the Ministry directions were former staff membersat Byron. Our
collective belief in the inequity of streaming resulted in South's being the only school
board in the province to offer all non-core
If
level.
we could not change
subjectsat one
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the Ministry's direction we could at least subvert it. This made destreaming considerably
easier six years later when the province decided to move towards more heterogeneous
classes.

I led the system's Transition years initiative and succeededin receiving a grant to initiate
pilot projects in five of South's secondary schools. Byron was one of the five, which
under Betty Kelly's leadershipinitiated a tutorial systemfor pupils who arrived at Byron
with difficulty in reading. It was not the most daring of the funded projects, but at least
the school had applied and responded more positively than a number of other schools to
the government's initiative. Similarly, Byron was not one of the leading schools in the
system's effective schools project. My senseafter a number of meetings with the

TransitionYearsCommitteeandthe Principalat Byron wasthat the staff was tired and
preparedto cooperatebut not preparedto makea substantivecommitmentto yet another
government plan.

My years as a systemleader also gave me the scope to initiate a number of projects which
had originally been inspired by my involvement with Byron. For example, Byron broke
the mould on alternative approachesto pupil assessmentand I was able to enshrine
principles of equitable, performance basedassessmentof pupils into Board policy. From
this policy, principles of effective assessmentwere developed and employed throughout
the system. Reviews of performance assessmentreaffirmed the `Manager's Letter'
C.
S.
E.
teacher supervision processesoriginally spawned at Byron.
the
and
process and

When I first went to Byron in 1970 1 was an expert in my subject field, history. I read no

educationalresearch,andcertainlysaw little relevanceof placeslike the Ontario Institute
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for Studies in Education to the world in which I lived. My M. Ed. Studies at O. I. S.E. in
the early 1970sdid little to changemy mind. At the time, there appearedto me to be
little practical application of much of the theory that we were required to learn. The
instructors appearedto me to be unable or unwilling to make connections. At Byron
however, we discussedideas, we read contemporary educational literature such as A. S.
Neil's Summerhill (1960) and Freedom Not License (1966), Postman's Teaching As A
Subversive Activity (1969) and Rogers' Freedom to Learn (1969); we wrote thought
Purkey,
in
like
invited
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Postman,
William
Glasser,
William
and
experts
and
we
pieces;
in general lived in the worlds of both theory and practice. Sincethat time I have tried to
live in these two worlds, and since my retirement from the South Board in 1993, I have
built a secondcareer as an interpreter of the academiccommunity to the world of practice
(Stoll and Fink, 1996). Much of my work on school effectiveness(Stoll and Fink, 1988;
1989;1990; 1992; 1994; 1996) in which links were madeto such academic specialities as
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focus on the analysisof the past 10 years. The next chapter, Chapter Nine, will therefore
complete the analytical discussioninitiated in Chapter Five and continued in Chapter
Seven.
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Chapter 9

Survival and Continuity - The Analysis

By the mid 1980s,the Byron staff had for the most part acceptedthe fact that Byron was
Respondents
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different
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some casesanger
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both
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province
and
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eliminated the uniquenessof Byron. The transition from the `lighthouse' school to a
`real' or conventional school like Roxborough evolved slowly and incrementally.

Context

By 1985, most people could not recall how or when Byron becamepart of the
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There has always been a collection of teacherswho have been here from the
beginning who have been very supportive of Byron's original philosophy, and of
course their numbers are dwindling as the years go by, but they have always
brought back that philosophy that studentscome first, that the compassionate
teacher is the effective teacher. They are still here and they are a minority, but
they are a vocal minority. I think they are very good for the school (Interview, E.
A. 1993).

Contextual influences had supported experimentation in the early 1970s,and eroded
Byron's uniquenessin the decadefrom 1975 to 1985. By the mid 1980s,the school was
no longer considered the experimental, non-traditional school in the district. As a veteran
teacherobserved, "Walk through Byron now, what is non-traditional about Byron now?
We have separateclassesand what goes on in the classrooms is what goes on in every
other classroom in the region. It is a very traditional type of school" (Interview G. L.
1995). Even though Byron by the mid 1980swas a `very traditional type of school" its
public image remained at least 10 years in the past. In the mid and late 1980s,the school
made a concerted effort to convince its community that it was a conventional academic
school like Roxborough.

Dealing with the won

Image

In 1985, the principal of Roxborough told me that his school's positive image was so well
be
impossible
for
him
it
to alter that perception even if he tried.
established, would
Similarly, Byron's reputation as the `Hall-Dennis' school had become part of the lore of
South and accepted as fact. Real estate salespeople still use residency in the
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Roxborough area as a selling feature and advise people who buy in the Byron area to
transfer to Roxborough (Interview, K. S.1996).

As the Byron and Roxborough stories reveal, public perceptions of a school play an
dynamics.
Sarason
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internal
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important
the
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role
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that
one cannot understand the failure of efforts to change and improve schools unless
one deals with school-community relationships and their largely implicit character
into
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their
until
are
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Sarasoncould well be describing the history of Byron. A high percentageof Roxborough
influential
The
its
teams
graduatescomplete university, and
are generally successful.
it
because
feel
their
parents would naturally
pupils are getting a good education especially
is not much different from their own. Less academic pupils and less elite athletesfind
Roxborough a challenging place (Hargreaveset al, 1992). There is a great deal of advice
in the educational literature on creating an image (Gray, 1991; Smedley, 1995; Jamesand
Philips, 1995; Davies and Ellison, in press) but for the new Byron leadersand the staff,
the challenge of altering a negative image was largely uncharted territory. Many of the
innovative schools of the late 1960sand early 1970s contended with `image' problems
(Fletcher et al, 1985; Doremus, 1981a; 1981b; 1981c; 1982).

In 1984, Byron's public perception was perhaps at its nadir. The educationalprogramme
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1984, it seemedto me that the product of eachwas broadly comparable. What was not
Byron's
the
two
the
new principal and
of
schools.
perceptions
public's
comparablewas
immediate
from
image
different
Garner
Kelly,
their
presented
a
very
and
vice principal,
been
dramatic
had
background.
Kelly
had
Garner
a
education
a
physical
predecessors.
in
Garner,
image.
both
They
teacher.
a
very
conservative
and
confident
presented
arts
particular, had dealt with sensitive political issuesin his previous assignment,and
possessedthe type of background and skills to help him deal with Byron's problems. He
describedhow he saw his role when he moved to Byron:

I arrived at the school when I think it was in drastic need of new direction and I
was sort of the stabilizing force for three years. I certainly wasn't a changeagent.
I never saw myself as a change agentthat all of a sudden turned it around and put
it in the opposite direction, although Betty who followed probably was. I came
it
had
had
lots
it
downslide.
it
Like
had
hit
a
was
on
probably
a
now
when
peak of peaks and valleys - but it was now on the down-slide and something neededto
happento sort of stabilize it before it took its next leap (Interview, P. G. 1993).

Changesto the initial Byron organisation initiated by the provincial and Board policies
had beengenerally accepted by staff. Byron's structure was similar to most other
for
its
Ministry
Byron,
50
the
to
peak made over
annually
which at
schools.
submissions
permissionto run experimental courses,by 1985 made only one request. Perhapsmore
for
fairly
bottomed
had
975
in
1984
stable
at
and remained
pupils
significantly, enrolment
the next six years. Garner and Kelly did not have to face the frenetic addition and then
dishearteningreduction of staff of the previous decade. Indeed, they did have some
limited opportunity to restructure their headsgroup and infuse the staff with some
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either
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would
systemsupportedtheir efforts to maintain enrolment by allowing Byron to offer French
Immersion coursesand by adding the Satellite programme. Since many of the key people
in senior administration were products of Byron, they were aware of the school's history
and preparedto provide support to the school. At the same time successiveprincipals of
Roxborough worked cooperatively with Walters and later Garner and Kelly to reduce the
debilitating features of the rivalry between the two schools and helped to organisejoint
staff developmentactivities which contributed to better understanding between the two
staffs. External circumstanceswere favourable in the late 1980s to attempt a Byron
renaissance.

Meaning

Both Byron administrators had asked to be assignedto the school. Garner who lived in
the community and had sons attend the school, saw it as a challenge to re-establishByron
do
He
to
the
what
and
productive
opportunity
school.
as a vibrant
particularly welcomed
his predecessorshad been unable to do - changethe community's perception of the
school. Kelly looked to the opportunity to resurrect something of Byron's citative and
1980s
In
Kelly
described
from
decade
to the
the
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retrospect
mid
past.
experimental
mid 1990s:

I have to say in the early years, in the `golden years', certainly Byron was master
for
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When
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innovative
their
that
leadership
of
own
recognized
strength and appointed to other positions, Byron then became a follower not a
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leader in the late 70s and early 80s. We were able to capture back some of that
leadershipwhen we accepted responsibility for things like the Satellite, French
Immersion, and Life Skills. We started to look at our strengths and recognize
what we do well (Interview, B. K.. 1994).

Gamer and Kelly inherited a staff which somewherealong the way had lost or at least
misplacedthe senseof meaning which energisedits early years. A teacher who joined
Byron in 1982 describedthe school staff during her tenure:

Byron has pretty well progressed from being that kind (progressive) of school in
the beginning to becoming or trying to becomea fairly traditional school today. It
has become quite a traditional school. Maybe a little more student focus and that
might reflect the original philosophy. Although I don't know if the philosophy is
that different from other schools. I think the philosophy of all the schools in
South is to take our students and make them productive. I don't seethat we are
any different than any other school. I think there is a genuine caring for students
here but I think most schools are the same(Interview E. A. 1993).

A teacherwho also joined the staff in the mid 1980sstatedthat:

I think that the people who have been here longer are sometimes more apt to
have
been
here a shorter time, and maybejust becauseof
than
who
people
change
the nature of the people. People talk about the beginningsof Byron - teachers
the
long
in
been
here
They
have
time.
a
say that some of the things
who
Transition Years are like 20 years ago so they seethat as a good thing whereas

3%

some of the people would like to take things more slowly when we have things
written down and have content and courses and direction (Interview, M. C. 1993)

By accepting programmeswhich few schools in the systemwould or could deal with,
Garner and Kelly adopted a risky strategy, but in the long run one which helped Byron to
recapture something of the spirit of its early days and support its continuation. As one
teacher explained,

We have a very mixed clientele here, and we have more special education kids
than in most schools, and at least as many problem kids as in any other school maybe more, but we tend to work with them better becausethere were some
strategies set up from the very beginning. The school had a very well trained staff
and an active special education department. We have a place where our kids can
be dealt with on a one-to-one basis and looked after (Interview, J. C. 1993).

A long-time school secretaryrespondedto the question, what makesByron unique?

I think it is the diversity of programme that we have at this school. We have Life
Skills, day care, the Satellite programme, we also have the A. C. L. D.
(Association for Children with Learning Disabilities)
learning
is
the
-which
disabilities resource. When our life skills first came into the school, some people
wondered how are the students going to react. I have never seena life skills
student made fun of or retaliated against in any way. They are usually
intermingling in the foyer at lunch and I think it is just great. Even the little tykes
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in day-care - they have their lunch in the cafeteria - they have little tables in the
back of the cafeteria (Interview, H. C. 1993).

A member of the women's group, who left the school in the early 1970s, describedthe
contemporary Byron:

I think the philosophy of the school is well grounded and I think that has
something to do with the staff that you bring in, the kinds of professional
development, the kinds of experiences. I still feel that when I walk into Byron,
and I was in Byron last week, and I still felt it. I feel it in the way the satellite is
set up, the T. M. H. (Life Skills unit) has been set up there and all those things. I
know that they take their toll but neverthelessI still feel that the basic philosophy,
that kids come first is the overriding philosophy (Byron Women's Group, 1994).

A teacherwho moved to Roxborough in the late 1980stold the story, with pride in his
voice, of an autistic boy who wandered into his drafting class and was welcomed by the
regular pupils. Each day the boy returned and actually learned to do a little drafting with
the help of the pupils in the class. Another teacherdescribed how welcoming the school
had beento her own son and how he and his friends found the school atmosphere"very
warm and not as formal" (Interview, R. L. 1993).

Byron's responseto the Ministry's Transition Years initiative reflected the shifts in the
in
the late 1980s. When the Ministry provided money for
culture
school's meaning and
destreaming
to
the
related
of grade 9 and other related initiatives,
pilot programmes
Byron submitted a proposal. The school's principal requested funds to provide extra
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six regional projects, was
least ambitious of the five that were funded. It should be added however, that while
Byron did apply, eleven other schools did not. The first two aspects of Byron's project
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Innovativenesswhich had once helped to define Byron now resided largely with certain
departments,particularly special education and guidance, both of which were ancillary to
the regular programme of studies in the school.

What had evolved by the mid 1980swere at least three parallel narratives which gave
Lord Byron meaning. The first suggestedthat Byron was like most other schools,
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the hearing impaired. A third narrative, which in someways made Byron's staff
somewhat schizophrenic,was: "We are an academicschool and as demanding and
rigorous as `the school-down-the-road"'. To summariseusing Broulitte's (1996)
categorisation of meaning,Byron's initial developmentalistand social meliorist
had
in
first
few
life
had
the
the
staff
which
united
years
of
school's
yielded, at
aspirations
least in part, to the humanist and social efficiency argumentsin the immediate community
and the general educational context. To accommodatethese purposes the school created
self contained gifted programmes, elitist school teams,and French Immersion
programmes,and promoted participation in academiccompetitions, among other
initiatives. Byron philosophy had evolved over 15 years from a shared senseof meaning
to a more fragmented and less coherent idea of what it was about.

Leadership

Garner was appointed to Byron for quite different reasonsthan his predecessors. Bond,
Martin, Clark and Walters were all seenas innovators, and to use Bum's (1978) term,
transformational leaders. Clark and Walters had beenoriginal members of the Lord
Byron staff assignedto Byron to recapture some of `the Byron spirit' (Interview. E. L.,
1994). Gamer, however, was assignedbecausehe was a proven manager and
fit
His
those
astute.
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style
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and experiencewould more
(Bums,
leader
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pressures.
as well as with his educational colleagues to establishthe school's credibility. At the
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sametime, he and his vice principal initiated the `Satellite' and `Life Skills' programmes
which helpedByron's survival.

The leadershipliterature often implies that managerial,transactional leadership models
are unproductive, and that transformational leadershipis the only way (Bums, 1978,
Bennis and Nanus, 1985; Leithwood, 1992). As my colleague and I have suggested
elsewhere,however, it is really the situation that tends to dictate the style and the
methodology (Stoll and Fink, 1996). Leaders who build trust, exude optimism, respect
others, and operate with integrity, can respond to shifting contexts effectively (Covey,
1989). While Garner tended to lead in more conventional ways, it could be argued that
the circumstancesalso required this style of leadership. It could also be suggestedthat
his handling of affairs reflected `principled' leadership. He made his intentions very clear
to staff and acted consistently to re-establish Byron's viability as a school. His handling
of the competing micro-political elements at Byron when he arrived reflects his approach.

An important part of Byron's legacy from the early 1970shad been the balanceof
leadershipamong administration (senior management),the chairs' (heads') council and
the staff. Ward Bond had fostered leadership at all levels, and was describedby a number
of respondentsas the leaders of leaders. By 1984, the vicissitudes of the previous 14
destroyed
leadership
had
balance
this
years
and replaced coherencewith confusion.
Garner's first action therefore, was to sort out decision-making issues. He made it very
clear, as Bond had many years before, that since the principal was accountable,he would
be the ultimate decision-maker. As he explained,
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From my point of view, I have to have a greater amount of say if you like. I'm
willing to give the heads' group a certain amount of authority, but certainly not all
of it. It is a reflection of my style of principal. The other aspect of that is a
function of the strength of your heads. In some casesthroughout the history of
Byron there were some extremely strong heads' groups and therefore the
principal was probably inclined to give them greater say, whereas,there were
looking back over the years some heads' groups were not nearly so strong and
looked to the principal to be more directive, as well as staff. At times staff say
the samething "tell us what you want". Staff wanted a leader who was going to
make a fair number of significant decisions, although they didn't want to be told
everything - they just wanted some input (Interview, P. G. 1993).

Garner continued,

Well, at the headslevel there was still strong feeling, becauseit was made up of
quite a few old Byron people. They wanted to have control, and they wanted to
direct things becausethey saw the ways things should go, simply becausethey
wanted some of the old philosophy to continue, becausewe were new and they
weren't sure in what direction we were going to go. So, from the heads' group
there was certainly a strong feeling that they should continue in their position of
leadership. However, at the staff level I found there wasn't necessarilythat
feeling
that they wanted to be involved in all the decisions. In
overwhelming
having
they
tired
got
of
every thing brought back to them ...
many cases,
decisions,
don't
`why
just
the
they
would
say
make
you
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go ahead
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doing
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anyway',
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want
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As Betty Kelly recalled:

Our hardesttask was to get the Heads Council to understandthat their role was
one of decision-makingcertainly, but also one of facilitation and one of
engagement. They neededto gather the opinions and views of all the staff and it
becameshareddecision-making. I can remembersitting down and developing a
decision-makingmodel and taking it to headsand saying okay, there are some
decisionsadministration is going to make and some decisionsthat Heads' Council
is going to make and some decisions that needto go to staff. Can we look at the
kinds of decisionsthat would fall into these categoriesand can we agree that we
K.
B.
(Interview,
do
to
these
things
some of
will start
and engageall people
1994).
By the end of Garner and Kelly's first year, much of the bickering over who makes what
decision had disappeared. In a sense,the two administratorswith the headsand the staff
had arrived at a consensuswhich was very similar to arrangementsin most other schools.
If anything, Byron's leaderswere somewhat more directive becausethey perceived a need
for fairly quick action to redress some imbalancesthat had evolved over time.

When their successorLen Denardis was asked if decision-makingat Byron was different
from other schools in his experience, he replied,
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I don't think so. I think when we get down to the crunch, the hierarchy still
exists. People look to those hierarchiesand that determines some decisionmaking as well, but the feeling still is that somehow it needsto be collaborative
and people do try to do that to some extent (Interview L. D. 1993).

He went on to explain, however, that the issue"is very much alive" and how he had to set
up a committee to review the patterns of decision-making in the school. It would appear
that by the time Garner and Kelly appearedon the scene many staff were quite content to
let the formal leadership make decisions. A decade of rapid growth and decline, crises
and stress,had left many staff memberscontent to work with their pupils and let others
deal with the school-wide issues. As a teacherwho has worked with all eight Byron
principals observed,

I think there was a period of a lot more consultation and collegiality than we have
time for right now. I think when you have a system under pressurelike the 1990s
you have an administrative group who deal with each other rather than the staff.
When we had more flexibility people were prepared to put time into the process,
now it is just not possible to consult. Staff says we really can't influence anything
so tell us what to do and let us get on with it.

(Interview, J. C. 1995).

In the early days of Byron, leadershipwas purposely spread among many informal and
formal leaders. Decision-making was a sharedactivity among senior managers,
department heads and the total staff. Ward Bond had the ability and perhapsthe
fortuitous context to maintain a delicate decision-making balance. Bond saw himself as
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the `leader of leaders' and acted on that conviction. His replacementMartin, perhaps
becauseof his inexperienceor the changing school circumstances, moved the leadership
dynamic in a somewhat more directive and less collegial direction. Clark and Walters
attempted to resurrect the more democratic ethos of the early Byron experience,but
found that the situation around them had changed. The rapid decline in enrolment, a
more directive provincial presence,and the on-going `image issue' forced Walters to
make some very unpopular decisionswhich alienated some headsand staff members. At
the sametime, many staff felt he should be even more directive and less collaborative, just
make the hard decisions and get on with it. Walters was torn. He wanted to provide
leadership and promote involvement, but found himself caught up in contextually-created
managerial issues. At the sametime, the staff had become more argumentativebecause
of the effects of declining enrolment. This is the situation Garner and Kelly found in
1984.

They assumeda more directive, transactional stance and moved quickly to clarify the
balance among themselves,the heads,and the staff. Bond's delicate balancewas
purposely shifted to ensuremore direction by senior managers. This tendencyhas
continued to the present. Leadership would appear to be more centralisedaround the
senior leaders and less with the staff as a whole. While it would be easyto suggestthat
this was a power grab by principals, a number of my respondentssuggestedthat many of
their colleaguesjust wanted to stay in their departments and classrooms,and leave
school-wide issuesto the principal and department heads. With so much decision-making
taken over by the Province and by the Board, there was a feeling that "evereally can't
influence anything so tell us what to do and let us get on with it" (Interview, J.C. 1993).
This move from more democratic to more directive approachesto leadershiphas parallels
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in other new and innovative situations ( Gold and Miles, 1981; Fletcher, et al, 1985). In
Kensington school, for example, (Smith et al 1987), the innovative Colby and the revered
Mr. Edwards were ultimately replacedby the `company-man' Mr. Wales.

Structure

The only structure from the original Byron conceptthat remains in 1995 is the semestered
timetable. In most other respectsByron's structures are the same as or very similar to
other schoolsin South and the province. In virtually every other facet of schooling, the
Ontario Ministry and the South Board have progressivelyreduced school discretion by
raising expectationswhile mandating organisationalstructures, curriculum, and
assessmentprocedures. The days of creation and experimentation for Byron are, for the
moment at least, history.

In 1984, Garner and Kelly used what little room they had to manoeuvre to try and
reenergisethe school. They therefore altered or added structures to effect change on two
distinctly different levels. On one level, to exorcisethe `ghosts' of Byron's past, they
initiated structures which would appealto the parentsof the more able pupils who might
introduction
A
Roxborough.
for
the
to
redesigned
opt attend
programme
gifted pupils,
of French Immersion, and elite athletic teams moved Byron closer to the more traditional
Roxborough. At a second level, to ensurethat the excessspace in the school was filled,
they addedthe Life Skills Programme, and the Satellite unit. The difficulty of integrating
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historic
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Byron's
classes
commitment to
regular
renew
challengedpupils
background.
This
balancing
or
ability
of the twin pulls of perceived
pupils, regardlessof
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quality and equity reinvigorated Byron and stopped the `entropy' of the late 1970sand
early 1980s.

Changingperceptions

Middleton, as one staff member describedit, is an "unbelievably middle-class community.
A school like Byron would be loved in Toronto" (Interview R. J. 1993). Since most
identified gifted pupils in South came from middle and upper middle classhomes (South
Board AssessmentData, 1993), Garner congregatedthese pupils in specifically identified
classesso that their parents were assuredthat the pupils' learning needswere being met.
Previously, their programme was enrichedthrough a pull-out programme in which they
had
for
Interestingly,
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themes
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certain
and activities.
did
brighter
for
but
its
innovativeness,
pupils
still
received a provincial award
parents of
not consider it to be the equal of Roxborough's more elitist segregatedprogramme.
What Garner did was more cosmetic and organisational than educationally different, but it
did create a perception that met the parents' expectationsand enabledByron to retain
many of the brighter pupils.

Similarly, Byron's reputation for allowing anyonewho wanted to participate to play on
school teams created an impression among influential elementsof the community that
Byron was not interested in winning in sports events and reinforced the image of a nondesire
head's
to
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his
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competitive,
school.
supported
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improve
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Decathlon. Byron had traditionally avoided elitist academic competitions and its image
had suffered because of this apparent avoidance of competition, although Byron had
participated quite successfully for many years in Board and provincial Mathematics
competitions.

Teams of pupils of different ability levels competed in the academic

decathlon. Byron won the Canadian championship two years in a row and remains very
competitive every year. A veteran staff member who lived in the community praised the
public relations efforts of Kelly and Garner.

Betty did a lot of being in community, and rah rah Byron. She brought Byron
from that, I don't know, if the word is crisis in the early 80s. There was a real
down that everything was at fault. Patrick was the beginning of the turn-around
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(Interview, G. L. 1995).

He provided the following example:
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School procedureswere tightened. Pupils were required to take a full programme.
Dropping a coursewas made more difficult. Discipline and attendancewere closely
monitored. With these visible changesin place, both administrators met with community

groupsandcommunicated
one message`Byronhaschanged'. As Garneradmitted,we
just kept repeatingthe message`Byron has changed' and in time we began to hear back
the samemessage`Byron has changed'. As Garner admitted the Byron programme,
organisation and in some ways its philosophy had changedlong before he arrived, but his
and Kelly's task was to get the messageout to the community which they did with
considerablesuccess.

The Board's optional attendancepolicy is a useful barometer of their success. Before
pupils can changeschools, parents must follow a procedure which requires the
involvement of a school board official. In the early 1980s,as the board official
responsiblefor Byron and Roxborough, I would receive 50 to 75 requests from parents
to move their pupils from Byron to Roxborough. By 1988, the flow had reversed.
Roxborough pupils who opted to finish their school careersearly wanted to move to the
semesteredsystemat Byron. It became an issue at Roxborough becausemany of these
pupils were among Roxborough's most academicallyproficient. The principal at
Roxborough even initiated an attempt to semesterRoxborough to stem the tide of pupils.
A community backlash prevented this attempt. A major argument used was that
semesteringwould make Roxborough like Byron.

Reviving the Byron past
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At the second level, the inclusion of a diversity of programmes and pupils, becamea
for
the school over the next ten year. As Len Denardis
pride
source of restored
commented:

Let me say this, although our school looks similar to other schools, it is still a
pretty unique school in terms of the variety and spectrum of programmesthat we
offer at the school. Let me list them. We do have a day care programme here for
the little kids. Although the `Y' (a community group) runs its own programme
they are integrated not only in terms of the facility being here but in some of the
activities we have. We have the Satellite programme which is a regional
programme and that provides an interesting mix for the school. We do have a
Life Skills programme. We do have the Bronte Creek programme (an outdoor
education immersion programme) which is now regional but administeredout of
this school. These five programmes certainly make this an interesting school to be
in and to administer (interview, L. D. 1993).

While the inclusion of less advantagedpupils into the Byron mix did little to enhanceits
reputation in middle classMiddleton, it did provide Byron with a uniquenessin the South
it
did
and
reconnect the school to its egalitarian past.
school community,

Term appointments for heads

Denardis also highlighted another Byron difference, the staffs collective desire to retain
headship
its
in
difference
structure.
some
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When I camehere and did my entry plan, one of the things the staff got into that
they felt very strongly about was this notion of term appointments, and it goes
back well to the whole notion of being a democratic staff and what that means
basically is that every three years every position of responsibility is open and
anyone can apply, the incumbents as well as people from across the system and I
was told that the staff felt very strongly about this (Interview, L. D. 1993).

When Board policy establishedregional guidelines for department headswhich allowed
staffs to have some say in their schools' structure, the Byron staff decided to make their
headship a three year term appointment. The move for term appointmentswas led by a
teacher who was a past president of the Federation, and a member of the math
department. In the words of the former Federation president, headshippositions "should
not be held sacred". He stated that the notion that "once a person was appointed a
department head he or shewas a head for life made little senseat the time" (Interview, R,
N. 1996). He indicated that some department heads at Byron wanted a graceful way to
step down, others were consideredby other staff membersto be inept and the principal
decision,
to
make
needed
a
and more importantly he saw it as a way to provide
opportunities for potential leaders. The mathematics department,for example, had a
number of aspiring leaders. The members agreed among themselvesto try to have a
rotating headshipsimilar to university departments. A survey of staff on the issue
revealed that a significant percentage of staff was supportive of the idea. The two
teachers, who led the initiative were able to convince the principal of Byron at the time,
Garner, and the former federation president was able to persuadehis colleaguesto
support this departure becausethe staff had voted for it. Perhapsthe underlying reason
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for this support for the concept was the feeling that Byron had strayed too far from its
democratic roots (Interview, R N. 1996).

Denardis described the importance to Byron's collective attitude:

We felt very strongly, what ever you do don't tamper with that (term
appointments) becausewe the staff feel strongly about that. I acceptedthat and I
like the notion and strongly support it. What's interesting of course as we put it
to practice is that when these six positions came open we made one change. One
incumbent did not get his position back. Now it's weird, we really support the
notion. Indeed when the decision was made there were some ripples. In spite of
that, the people concededthat the best person got the job and this was a person
from outside the school as well. The friendships and the ties to the individual
incumbent
the
made some people unhappy or maybe sympatheticor
who was
even sad but somehow the philosophy held up (Interview, L. D. 1993).

Principals such as Denardis supported the idea of term appointments becauseit gave them
the opportunity to hire to their concept of the school. This is something Bond had in the
headship
days.
From
the
staffs
point
of
appointmentswas one
view,
control
over
early
in
feel
idea
few
The
they
truly
the
which
can
of term appointments
ways
empowered.
of
has been adopted at a few schools in the South Board, but not in the comprehensiveform
Byron.
at
which operates

Culture
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It would appear that Byron in the past decadehas found its comfortable niche. It is no
longer the front-runner, the high profile school, nor by the sametoken, is it the
recalcitrant school opposing even the most innocuous changes. As a teacher who joined
Byron in the early 1980s explained:

I would like to think that we are flexible and open. I don't necessarilythink that
we are trend-setters any more. I think there are other schools now. Looking at
the Transition Years coming along, I don't seeus in the forefront as doing
dramatic new things. I seeother schools if anything doing more than we are
doing. We are taking a fairly conservative approach (Interview E. A. 1993).

From a principal's perspective, Denardis makes a similar point. We experience"the same
kind of resistancesthat you might find in other schools". He added:

People learn from their experience. I don't think there is anyonein the school
who has been here sincethe school opened who feels badly about the programmes
the school has had. I think there are some people however, who feel badly that
some things somehow got out of hand, and some programmeswere
misinterpreted by the community, or discipline issues,or whatever issuesmight
have been, were misunderstoodby the community and are therefore quite cautious
now when changeis presented. They want to make sure, in fact good common
sensethings, make sure that it's well thought through, that all the ramifications of
changesare consideredand that things are put into place to communicatethe
is
idea
There
few
presented,the
still are a
changes.
people who, as soon as a new
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excitement of the new idea makes them want to run as far as they can with it
(Interview, L. D. 1993).

A teacherwho joined the staff in the mid 1980scommentedthat,

Even in the Transition Years some of the people who were saying "let's be careful
how we implement some of these notions", were people who were here from the
first years, but becauseof prior experiencesdidn't want us to jump feet first into
somethingthat might later turn out to be as positive as we felt initially and
therefore perhaps, to be burned again with the samekind of stigma that Byron had
at a period of time in its development (Interview, R L. 1993).

Another teacher who came to Byron in the late 1980sfrom a large traditional school in
the northern part of the region assertedthat "it is no different from either of the schoolsI
taught at before. People consider what has to be changedand they react according to the
(Interview,
C. F. 1993).
the
change"
of
wisdom

A culture of caution

The evidenceseemsfairly clear, that some of the old change rhetoric, what Goodson and
Anstead (1993) called `collective memory' survives, but Byron has lost the initiative to
lead and is content to follow others. At a time when there is comparative stability for
is
Roxborough
the
appears
supportive,
the
community
with
and
old rivalry
staff, when
has
is
little
Byron
intense,
desire
less
there
the
to
quo.
status
risk upsetting
significantly
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blended into the mainstreamof the continuity of education in South while retaining
through its specialprogrammes a glimmer of its more open and unique past.

A congenial culture

Similarly, it would appear that Byron's traditional congeniality persists. Many
respondentscommented on this aspect of the school's culture. Betty Kelly observed:

I cameto Byron in 1984 and I had a three year old daughter and a son who would
havejust been going to kindergarten. These are really intensive years for the
parenting role and motherhood and all of that sort of thing. Byron has a tendency
to cloister around people on staff and they help one another. There is informal
support. They celebratewell and they cry together and out of that comes a real
bonding

Byron was really good for me becausethere was that support and
...

that encouragementto keep going and recognition for what I did (Interview, B.
K. 1994).

A femaleteacherobservedthat:

I camein the second semesterto start at the last minute to cover a couple of
day
is
from
The
in
thing
that
classes.
one
still
mind
stands out my
geography
became
immediately
in
the
took
sort
of
embraced
you
staff
and
one,
you and you
belonging
there
and
them,
that
of
was
and
sense
sharing and warmth and
part of
...
I think students sensethat very samewarmth and openness(Interview, R L. 1993).
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A woman who works in a department with a majority of men declared,

I have beenvery lucky here. I have a wonderful departmentwhere everyone is
truly co-operative. I don't know if all the departmentswithin Byron or all the
departmentsin other schools can say that. We are one of those really close, cooperative sharing groups (Interview E. A. 1993).

A Teaching Assistant who cameto Byron from another school district commented on
decision-making and explained that:

Within the department I worked last year there was a lot of meetings, too many
lot
have
I
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T.
level.
As
bottom
of
from
a
input
lot
had
a
the
of
a
meetings, we
input into what is going on. They closely listened to what I had to say ... and the
head took it to the principal. Within the hierarchy of the chain of command,
I
didn't
was
happen
I
these
meetings
than
small
that way
things
see much other
involved in. Anything that I suggestedstrongly that neededto be done was done.
They listened to everyone equally and made everyonefeel their opinion mattered,
R.
been
(Interview
had
I
in
which struck me as a nice thing comparison to where
J. 1993).

The evidence of congeniality is fairly consistent. People genuinely care about each other
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interdepartmental co-operation. The school at present has only 700 pupils. Teachers

416

often teach in more than one department. The reduced size of the total staff, plus the
interdependencyof cross-departmentalteaching, makes school-wide collaboration
somewhat easier. What comes through strongly, however, is a staff which is reticent to
take risks, does its job, and will co-operate with changeinitiatives, but in the present
climate of retrenchment,is quite content to enjoy the stability for as long as it lasts.

Contentment,asopposedto the exhilarationof the earlyyears,is oneway to describethe
present culture of Byron.

Byron today hasmore social controls than in the past and less social cohesion. In David
Hargreaves' (1995) terms, Byron is tending towards a more formal type of school culture
similar to Roxborough. Its teacher culture may be describedas balkanized (Hargreaves,
1994) becauseprofessional and personal support tend to be basedon departments. The
content of Byron's culture also looks quite similar to other schools in South. Its
commencementsare quite elaborate, principals' pictures appear in the hallway,
examinationspunctuate the school year, and awards and trophies decorate the entranceto
the school. Interestingly, however, when asked the question, who were the school
heroes?Ward Bond's name came up many times from people who had never met him.
What Byron was has still not been forgotten.

Teachers' lives and work

Themesof congenialityand contentmentpermeateteachers'commentsabouttheir work
and their lives in the 1990s. With the standardisationof school organisation as a result of
Ministry mandatesand collective agreementsbetweenthe Board and the Teachers'
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Federation, Byron people recognisethat the intensity of Byron's workload was similar to
other schools but with some differences. As a veteran teacher observed,

Teaching is the samein every school - it is open-ended. You can go till you drop.
I think the only way the teaching load is any different here is that I think more
teachers like what they do. Certainly teachers were happier with their jobs here,
and you would hear that at social gatherings (Interview, J. C. 1993).

Another teacher elaborated on this theme:

I really don't seeany difference between this school and the other schools. I see
the sametype of profile where some teachers do a lot, and someteachersdo quite
a bit and some teachersdon't do quite enough. That's probably not too much
different than other schools
...

There is great willingness on the part of some

when a committee needsvolunteers or for a sport. There isn't any kind of
bellyaching that I have experiencedin any other schools where people stepped
back rather than steppedforward. Here whenever something needsto be done,
people step forward and that speakswell of the school. In terms of intensity, I
wouldn't say that is here (Interview, E. A. 1993).

Patrick Garner who was not only Byron's principal, but continues his involvement
through his wife who is a present day staff member, felt that the workload at Byron is no
different. He did suggest,however, the work is different.
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It is part of the culture that there is an expectation that you will form some sort of
kids.
bond
It is the way we
the
with other staff members and with
personal
it
inordinate
here.
don't
But
I
see
stress. I think it is just, when
as
around
operate
you come there, you sort of gradually begin to do those things becauseother
people are doing them and they seemto really work (Interview, P. G. 1993).

Betty Kelly who taught at Roxborough before her appointment to Byron developed this
idea further:

I don't think that Byron works that much harder than Roxborough. I think they
lump
literally
differently.
look
At
Byron,
the
of clay
a
work
staff
at studentsas
that can be molded and directed and challenged and stretched and they are not
is
kids
forward
there
to
the
to
a
take advantageof opportunities and
afraid push
lot of energy that goes into that. Sometimesyou have to create the opportunity.
It just doesn't happen. At Roxborough, becauseof its traditional background and
its community acceptance,you don't have to create the opportunities so much
there - so the work is different. So one is a creative energy force and the other is
just taking advantageof the situation -a different kind of work is being done
(Interview, B. K. 1994).

A teacher who has stayedat Byron for the past 24 years describedthe changing nature of
his work, but also the adaptability of people at Byron:

In the 70s there were still jobs for kids who didn't go on to university. I used a
Incomplete.
B,
It
in
A,
an
or
an
mastery approach which students received either
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be
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6
I
It
to
time
at
nothing
me
of
put
was
amount
a
phenomenal
was
o'clock at night working with kids and then go home and prepare for the next
day. I kept my mark book from that era just to remind me of how hard I worked.
The work load we are dealing with now are the social problems the kids bring into
the classroom. Kids not knowing where they are going - heading towards. They
are bringing into the classroom a lot of society's problems. I don't know whether
those issueswere as obvious to me back then. In 24 years the social issueshave
changed, society has changed. They look out there and they seeno jobs and for a
lot of them it is doom and gloom and they have no idea what to do. On an
emotional level I am just as tired as I was back then. There has been a changein
how I taught my coursestrying to get every kids to complete and having stacks of
different quizzes, and kids coming in to take tests or to catch up. Now I teach
pretty `lock-step', all the kids do the samethings at the sametime and then we
proceed on. The only place that that is different is the Satellite where they work
at their own pace which brings me back to the 70s where kids are doing different
things at different rates which makesyour work load much different (Interview,
G. L. 1995).

This teacher agreed to an assignmentin the Satellite unit working with severelylearning
disabledpupils to ensure the continuation of a well qualified but junior scienceteacher in
the school. In commenting about this challenging assignment,this senior teacher
his
in
"I
Byron
his
think
1970s
important
transition.
that
the
to
work
acknowledged
was
I have been able to adapt to that. If I had come from a traditional classroom and into
that, I think I probably would have walked out after the first week, and having all these
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kids asking different questions. Without a doubt, the 70s helped me to adapt to that"
(Interview, G. L. 1995).

In some ways this theme of general contentment, and to a certain extent disengagement
from the larger educational issues,reflects the ageing of the staff and Sikes' (1985) fourth
and fifth life cycle stagesdescribedin Chapter Three. Of the 49 staff membersin the
1995 school year, 32 were over 40 and 12 were over 50. Two of the nine department
headswere also over 40 and four were over fifty. Both the present principal and vice
principal are over 50 years of age. Only one staff member was in her first five years of
teaching. In addition to the normal ageing of a staff, enrolment declinesin the previous
five years have meant the-continuing loss of younger staff members. Of the people from
the 1985 to 1995 era that I interviewed there appeared to be little of the resentmentor
cynicism that Huberman (1992) identified as the product of ageing among some teachers.
While the principals did identify some individuals who could be describedas `just getting
by' on a daily basis, the generaltone of the teachers was one of dedication to their pupils,
their subject areas,and departments. The kind of `pro-Byron' rhetoric that one heard in
the early days has for the most part disappeared. At the sametime, the people still at
Byron appearedmore positive than some of the former Byron people who had moved to
Interestingly,
settings.
while the ratio of males to females remains about the same
other
as the early years, one to three, six of the nine department headsat presentare female as
in
first
five
the
to
none
years of the school.
compared

A Byron original who left Byron after three years, describesthe situation for her and
in
the province in the 1990s:
teachers
other
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I think more expectations are being put on teachersall the time. You are
expectedto be teacher, Mom, guidance counsellor, advice giver, parent contact you are expected to be everything to every body. It's become impossible. I think
probably the burnout rate is going up, certainly the frustration level is going up,
and then you get more and more dumped on you from the Ministry that are not
well thought out ... Teachers are going to give their best to the kids despite the
system,not becauseof it but it meansyou try to deal with the kids and fight the
systemat the sametime. I think teaching is not as much fun as it used to be
simply becausethe creativity level hasbeentaken out of it to a large extent. The
whole focus of the province on what education meanshas changed so I think we
are not turning out as well educatedkids as we were, they are just not as
knowledgeable (Interview, G. G. 1993).

The contrast between the collective attitude of the Byron teachers and the attitude of the
teacher for whom the `fun' has disappeared,may reflect the ability of Byron's staff to
adapt to changing conditions over time. The pupil-first orientation at Byron has enabled
it to adapt to the most significant change in Ontario's education in the past 25 years - the
wide range of pupil abilities for which schools must now be responsible. Byron has
always welcomed a diversity of pupils and has learnedto deal with this range of abilities,
like
Roxborough
struggle. What has also changed in the past few
while other schools
years is the stability and predictability of education in Ontario. Four changesin provincial
in
South,
boards
ten
successively
years,
and
within
more reactionary school
governments
the on-going recession in Ontario, have created fear and apprehension in schools. The
history of Byron has been fraught with instability and unpredictability, and over time the
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changing
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circumstances.
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that they do not work harder or even more intensely than other schools, but there is some
evidencethat they do work smarter.

Even though the Lord Byron High School of the present looks remarkably different from
the Byron of 1975, one thing has remained - the pupils come first. The ability to shape
the school to the pupils' needsover time in the face of adversity has in the last analysis
enabledByron to respond to changing conditions in the 1990s. Few school staffs can
face the millennium with more collective wisdom on meeting the diverse needsof pupils,
and respondingto an unpredictable and inherently unstable environment than Lord
Byron's. At the sametime, Byron's survival as a viable school for a diverse pupil
population also speaksto the role played by the South Board. In our present era when
intent
seem
on the destruction of school districts (L. E. A. s), Byron's
governments
relationship to the South Board provides evidence of how the Board ensuredleadership,
and sufficient enrolment to ensurethat it continued to provide a quality education for its
pupils.
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Chapter 10
Implications

of The Study

In 1995, Lord Byron High School held a festive 25th anniversary. Pupils and staff
returned in overwhelming numbersto celebratetheir time at Byron. They shareda
common bond of having participated in an experiencewhich was unique in the
educationalhistory of Ontario and in South. They also shareda sensethat this experience
significantly influenced other settings in South, and perhapsin Ontario. The schools in
the South system are more pupil centred now, less bureaucratic and more flexible than
they were 25 years ago. School leaderstend to be more democratic, open to change, and
pupil oriented than principals were 25 years ago. Forty percent of the secondary
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no
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are
ago
were
principals and vice
years
school principals and only one vice principal. While it would be difficult to support the
directly
that
these
changes
are
attributable to Lord Byron, the continuing powerful
claim
influence of the men and women of South who spent significant parts of their careersat
the school suggestthat the Byron experiencehas and continues to influence the South
Board of Education. Of the 17 secondaryprincipals in South in 1995,14 had spent at
least three years on the staff of Lord Byron. Of these 17, eight were part of the Byron
in
during
its
`golden
staff
years' the early 1970s.

The dispersal of these leaders over time illustrates the double meaning of the `attrition of
loss
key
level,
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the
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change'.
factors which contributed to the wearing away of changein Byron. At a secondlevel,
however, as they moved to other settings within the South systemthese leaders helped
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424

South
document
influence
Byron
in
the
therefore,
to
this
this
on
of
chapter,
my purpose
beginning
issues
described
the
to
the
two
of this
at
as
review
other
major
system, as well
thesis - the existenceand nature of a life cycle for new educational settings, and the
identification of possible `danger points' in the creation and institutionalisation of change
in new and innovative schools. I then outline some of the implications of this study for
policy development. This chapter concludes with some suggestionson possible
applications of this study and the research methodology employed in this thesis.

The life cycle of a new setting

In the introduction, I posed the question: is there a `life cycle' to new and innovative
Byron
Lord
leads
This
suggests
of
to the attrition of change?
schools which
examination
that there was a very definite, and definable pattern in Byron's evolution. From its
creative and experimentalorigins, Byron evolved through a phaseof overreaching and
entropy, to a third stage of survival and continuity.

Creation and experimentation

Like all new schools,Byron was,at leastin its first few years,an act of creationand
experimentation which brought with it unique opportunities and challenges.

The role of Zeus

Most of the examplesof new, innovative schools describedin Chapter One were initiated
1972;
by a Zeus-like (Handy, 1995) district chief
(Fullan
al
et
executive officer
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Bernbaum, 1973; Gold and Miles, 1981; Smith et al 1987). Sizemore's relationship to
Lord Byron is but another example. The support for the school of this style of leadership
is a mixed blessing. As has beenfound at Countesthorpe College (Bernbaum, 1973;
Watts, 1977; Evans, 1983) and in other studies (Gold and Miles, 1981; Fletcher et al,
1985; Smith et al 1987), the C.E.O. can facilitate a school's creation and early
development, as well as protect his or her innovative school from critics in its initial
's
for
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E.
O.
her
be
burden
The
but
his
the
also
a
school.
or
sponsorship
can
stages,
enemiesbecome the school's enemies. This leavesthe school vulnerable when the
protective C.E. O. moves on.

Theplanning committee

In a number of casesof new and innovative schools, the C.E. O. authorised an expert
committee to plan for the school (Fullan et al, 1972; Fullan and Eastabrook, 1977; Gold
and Miles, 1981; Smith et al, 1987). Parentsand community people are usually not
included in this planning which createsa potential conflict between "professional
judgement and citizen participation in decision-making" (Gold and Miles, 1981, p. 5). In
involvement
(Gold and Miles, 1981), parents perceived they were
one case of parental
being patronised, which perhapsis even worse than being ignored From the beginning,
schools such as Lord Byron are typically designed,planned, and opened with limited
involvement of the people for whom they are intended the pupils and their parents. This
initiates a pattern of school-community relationships, which often leads to
miscommunication, misperceptions, and misunderstandings. In the 1970s,the planning
knew
they
innovative
though
they
they
acted
as
though
schools
assumed
groups of most
what was best for the community and saw no necessityfor consultation. The silenceof
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some studies on this approachwould suggest the authors' lacked awarenessof this failure
to consult the proposed school's community (Smith and Keith, 1971). As others
(Peshkin, 1978; Gold and Miles 1981) have documented, educators' conceptions of what
is a `good school' (Lightfoot, 1983) can often be at odds with parents' conception of a
`real school'. This undervaluing of community concerns appearsto be a major
contributor to the attrition of changein many innovative settings (Woods, 1979; Evan,
1983; Smith et al, 1987). It was perhapsthe most pervasive and debilitating problem for
Lord Byron High School.

In-house critics

As well as inadvertently alienating important segmentsof their parent communities, the
from
innovators
for
tend to set up their newly created schools
criticism
planning elite of
other professionals becausethey have shared both the C.E. O. 's encouragementand a
learning experiencewhich setsthem and their project apart from the rest of their
(1972)
Sarason
(Fullan
As
1977).
Eastabrook,
the
explains,
system
colleagues within
and

the creation of settings (in its earliest phases)almost always (if not always)
...
takes place in a context, containing conflicting ideas and values, limited resources,
a senseof mission and superiority on the part of some and a needto preserve
tradition on the part of others, the need to protect the setting from outside
influences, and that this context almost always includes, or quickly is seenas
impinging upon, large numbers of existing settings (pp. 56-57).
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Schools such as Countesthorpe College (Fletcher et al, 1985), Kensington (Smith et al,
1987), and Lincoln Acres (Gold and Miles, 1981) faced the same kind of hostility from
describes
kind
(1984)
Hargreaves
internal
the
to
the
of
school
system.
sources
`contrastive rhetoric' that critics in at least one other schools used to demeana nontraditional British school, Countesthorpe. By being `high profile', schools like Byron,
Thornlea (Fullan et al, 1972), (Fullan and Eastabrook, 1977), Lincoln (Hargreaves,
1994) and Beachside (Ball, 1981) often invite criticism by antagonising colleaguesin
other schoolsby implying that the `new' way is the only way. Certainly Byron's first two
principals' relationships with fellow South principals did not help Byron's reputation, nor
did the air of superiority that many respondentsadmitted they held towards their
colleaguesin other schools.

The initiating principal

The very act of deciding on a first principal is a crucial step in the evolution of a new
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those who choose do so without real understandingof the dynamics and ramifications of
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for
initial
leadership
Some
disappointing
(p.
49).
the initiators
are made"
choicesproved
in
fortunate
Miles,
(Gold
1981;
Smith
Byron
1987).
and
more
was
of new schools
et al,
this regard. The skill of the initial leader in securing resources, gaining support from
interest groups, and identifying and developing a core group is crucial at the creation
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for
innovative
department
heads
laid
basis
the
the
nature of the school. But under
and
less skilful leadership these departuresfrom convention also produced antagonismswith
such stakeholdersas the teachers' federation and the community. His skill and acuity,
however, as well as his charisma, made him very difficult to succeed.

Sarason(1972) identifies the departure of the initiating principal as the first "symptom of
decline" becauseit usually reflects conflict "around his policy, power, and personalstyle"
(p. 141). Ward Bond's departure, in the minds of many, was the first step in Byron's
`attrition of change'. Unlike Smith and Keith's (1971) Kensington school, or Gold and
Miles' (1981) Lincoln School, the principal's departure at Byron was not greeted with
is
but
initiating
for
The
a
the
principal
celebration
with sadness.
choice of a successor
The
disappear.
factor
in
determining
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major
survive or
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Byron story reinforces how important it is for systemsto attend to successionplanning.

Teacherrecruitmentand commitment

The original Byron staff was carefully chosenby Bond. When asked how Byron had
influenced his school, the principal of Roxborough in 1970 replied, "it took some of my
best teachers" (Interview, J. P. 1996). In fact he was careful to make the point that many
Roxborough
been
leadership
had
Byron
the
to
at
people who rose
of
positions out of
first. There is no question that new schools tend to attract enthusiasticand energetic
teachers(Fullan et al 1972; Smith et al, 1987) and Byron was no exception. In virtually
Ball,
1979;
(Woods,
intensity
teachers
all casesof change,
worked with
and commitment
1981; Gold and Miles 1981; Smith et al, 1987). The support they received from the
school's administration, the school system, and their own collaborative efforts determined
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case
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experienced
exhilaration,
reported
whether
(1981), exhaustion. As Apple (1986) suggests,many changeefforts which are imposed,
tend to promote intensification of teachers' work and the deskilling of teachers, leading to
burnout (Pines, 1982; Byrne, 1994). The level of commitment in Byron's first number of
years was extraordinary. People literally `lived' the Byron experience, sometimesto the
detriment of family and other relationships. As one observer commented, the Byron staff
spent so much time together engaged in exciting and creative work and challenging
conventional thinking that it was inevitable they would question other relationships. To
some Byron teachers,he suggested,Byron was an `aphrodisiac'.

The energy people put into Byron was fuelled by personalbelief, the excitement of the
school's notoriety, and by the thousands of visitors who came to seethis `state-of-the-art'
school. In time, however, the visitors stopped coming. Criticism and adverse mythology
shook people's convictions in the essentialwisdom of the school and its practices. What
had been exhilaration, for many became exhaustion. The experimentation which had
for
led
had
`golden
to
the
promotion
years', and which was encouragedand
characterised
so many teachers,seemedonly to fuel the school's critics. Certainly by the late 1970s
there was emerging evidence of intensification and `burnout' produced by the second
phaseof Byron's evolution.

Overreaching

As with other schools before it, Byron also experiencedwhat Smith and his colleagues
had
(1987).
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`liability
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which promoted the new organisational order, paradoxically contained within them forces
which could result in longer term disorder and instability. The challenge for the
succeedingprincipal was not only to encouragestaff to transfer loyalties from the

originatingprincipalto the innovativemeaningandconceptsof the school,but alsoto
establishhis own credibility to ensure that the seedsof discord never germinated.

At Byron, the leadershipand staff continued in the secondfour years of the school's life
to add innovative programmes, while at the sametime attempting to consolidate the
initial innovations. This overload or `overreaching' placed pressure on the creative
structures which harboured these 'seeds' of disorder and they eventually germinated into
serious and in some casesirresolvable difficulties. Drawing on the conceptual framework
used throughout this thesis, the following examplesillustrate this point.

Context

Byron benefited from the favourable provincial and Board climate for innovation. The
Hall-Dennis report still enjoyed public support in the early 1970s and Sizemore as
Director in South at the time encouraged innovation and used his considerableinfluence
to support Byron politically. By the middle 1970s,that favourable climate had changed.
The province was in full retreat from the progressivism of Hall-Dennis, and Sizemore had
retired to be replacedby less supportive and less dynamic leadership at central office.
The opposition of colleagues at Roxborough, and throughout the system, beganto have
an impact on public opinion.
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The criticism from other educators,the people `who should know', gradually undermined
the community's confidencein the school. The first two principals of the school had
involved the community in the school to a greater degree than virtually any other
in
influential
in
there
the
still
a
significant
school
yet
was
and
element
secondary
province,
the community which was unconvinced. Byron's initial prominence and early efforts by
Bond and Martin to court the community had kept this undercurrent quiet. However, the
growing tide of professional criticism, along with changing contextual factors, and
internal problems at the school related to enrolment increasescreated a climate for the
expression of this unrest. Lord Byron continued to institute new programmes, while
attempting to resolve the problems of a dramatic increasein school population. The
context and climate had changedbut the school had not.

Similarly, Byron's initial deviations from convention had been implementedwith the
reluctant approval of the teachers' Federation. The most controversial feature was the
use of money that normally would have been used to pay teachers,to hire teacher
assistants. From a union point of view, Lord Byron had pushedthe bounds of what the
Federation could accept (McDonnell and Pascal, 1988). When the Byron principal
gained approval to use this money for `things', he overreachedthe original basis for the
Federation's agreementfor D. S.F., and the `seed' of Federation uneasinessdeveloped
into a contractual dispute which effectively ended this experiment by 1978.

Meaning

Byron was intended to be a `lighthouse' or model school. It publicised, and arguably
its
innovativeness,
its `newness'. It put pupils not content
its
flaunted
uniqueness,
even
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first. It espousedcaring, humanerelationships, challenging but individualised
programmes, and democratic decision making. In the 1970s,in the minds of many
people, this philosophy and its supporting concepts were not those of a `real school'.
Roxborough, by contrast, was a `real school'. Critics waited to find evidence of faulty
implementation to demonstratea flawed philosophy. They found it in the pupils' use of
free time. Most other schools gave pupils few options as to how to use their time at
school, whereas,Lord Byron gave each pupil one hour per day to use at his or her
discretion. As I explainedearlier in this thesis, supports were put in place to help pupils
use their free time in constructive ways such as pursuing independentstudy or attending
enrichment activities. When the school had only 900 pupils, this free-time `structure' was
not a problem becausethere was only a small percentageof pupils who misusedtheir
time. However, the school's rapid rise in enrolment led to an increasingnumber of
failed
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pupils' making poor
choices.
percentageof pupils who
in
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the
terms
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as
productive
not change relative
absolute numbersthere were significantly more pupils who did not use discretionary time
productively in the staff's view. In effect, the school had failed to adapt the 'Structure'
deal
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time
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these
to
the
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that
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entire school was
of
community's view
pupils poorly disciplined, and that the curriculum lacked rigour.

These stories were repeatedand exaggerated so often, that they becomepart of the
Byron `folklore'. Long after free time for pupils disappeared,the image of its
pervasivenessand misuse still persisted. The structure of free time, and the meaning of
Lord Byron had become synonymous in the minds of many staff members. To give up

free time was to give up the essentialmeaningof the school, which they were unprepared
to do. In addition, a few teachersrecruited during Byron's growth years contributed to
the school's negative reputation by doing what Blair Alden had called "dumb, dumb",
things. These teachers acted on a perception of the school as being quite unstructured,
undemandingof pupils and somewhat `laissez-faire' in its general ethos. These
interpretations of the meaning of Lord Byron were certainly quite different from the
original intent. Unfortunately as with other innovative schools, as Alden stated, it took
only one foolish act such as pupils chanting, or pupils engaging in `walkabouts' (See
Chapter Seven)to undermine the very many good practices of the Byron staff.

Leadership

The `overreaching'wasin somewaysa functionof leadership.As the first principal,
Bond was, as most people commented,a hard act to follow. His departure after only
three and a half years created a successionproblem for the school Board. Many
respondentsquestioned the system'schoice of Bond's successor-a very young,
further.
innovative
intended
Byron
to
the
person
concept
even
who
ambitious and
push
While hindsight is `20/20', a number of respondentssuggestedthat a consolidator not
another innovator was needed-a `Mr. Edwards' not a `Mr Shelby' (Smith et al, 1987).
The delicate decision-making relationship between management, department chairs, and
by
became
This
the
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unbalanced.
the
of
complicated
staff gradually
micropolitics
creating rivalries among the three groups for control of the school's policy-making
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The
the
the
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politics
early
positive
confrontational
processes.

Structure
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As in the case of free time for pupils, some structures which had worked well for 900
pupils proved inadequatefor 2000 pupils, but Byron persisted with these structures
becausethey were part of the original organisation. Each teacher, for example,was
required to teach four classesrather than the customary three in other schools. This
arrangementenabledthe school to provide assistancefor teachersin the classroom. As
the school grew, increasingly more resourceswere spent on community programmes,
additional guidance and administrative personnel. Sincethe original intention was to use
the D. S.F. money for teacher aides, and secretarial and administrative support for
classrooms,a number of teachersbegan to question these `new' usesof the funds and the
additional workload which produced them.

Similarly, flaws in the building were exacerbatedby the rapid increasein the number of
in
The
logistical
by
the
grades
and
courses
of
pupils.
noise and
mixing
problems caused
large open areashad created difficulties for teachers and pupils in the early days. With
the rapid increasein pupil numbersthese difficulties becameeven greater. When doors
failed.
halls
The
installed
heating
often
the
systems
cooling
and walls were ultimately
and
were too narrow for easy pupil movement. The speciality areassuch as art and music
rooms became overcrowded. The school, however, continued to add experimental
courses, maintain its open accessto the community, and admit any and all pupils
regardless of past school performance. These policies had contributed to the school's
innovative ethos in the early days becausethe structures were designedto respond, but
school growth both in numbers of pupils and teachers stretchedthe structuresto the
breaking point. Throughout the 1970s, the school remainedreluctant to alter its own
basic `grammar' which had enabledit to
failure
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to
in
adjust,
the
years.
early
prosper
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while continuing to innovate and experiment, contributed to the `attrition of change' in
Lord Byron.

Culture

In Chapter Five, it was argued that Byron was a `collaborative culture' (Hargreaves,
1994). It was also pointed out that criticism, even in the early days, had contributed to
Byron's becoming isolated as a school in relation to the rest of the region (Fullan, 1993).
In addition there were signs of `balkanization' within the school as well. The rapid
increasein pupil and teacher populations led to a more fragmented and less cohesivestaff.
Perhapsmore debilitating for the school was the introduction to the staff of a few
teacherswho pushed the Byron ideals to the `extreme' (Interview, G. L. 1995) and
irreparably damagedByron's reputation. The needto continue to be new, unique, and
innovative resulted in these selections.

Teachers' work and lives

Like all new and innovative schools, Byron placed tremendous pressure on people's
lives.
levels
After five years of being under constant public scrutiny
energy
and personal
for
felt
teachers
some respite. There was a significant exodus of original
a
need
many
staff in the mid 1970s. Rather than pausingto consolidate, more innovations were
introduced to the point where by 1980 the incoming principal felt that many people were
`burned out' (Interview, W. W. 1995). As a result, the staff was unprepared to cope with
the difficulties of declining enrolment and contraction of programmes in the late 1970s
in
difficulties
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the mid 1970sby the growth, the availability of money and the `overreaching'. The
problemsof community perceptions, pupil misbehaviour, and staff turnover surfacedonce
the pupil population began to decline. The school turned inward for support and
reassuranceand a period which I have describedas entropy ensued.

Entropy

In responseto disorder, systemsoften become closed to their environment and lose
energy. In scientific terms this is called entropy. Systemsthat remain closed ultimately
expire. From the middle 1970suntil the mid 1980s, the staff sealeditself off as a school,
and took refuge in their departmentsinside the school. Byron staff membersexpended
inordinate energy solving problems inherited from earlier days such as the discipline
problems precipitated by free time, and the loss of pupils to Roxborough.
Simultaneously,they faced the image problem, shrinking resources, loss of key staff
members,and internal divisions, to mention just a few of the issues. The staff looked
inward for comfort and tended not only to shut out the critics but also new learning. As
one non-Byron respondent commented"I was always concerned at Byron that there was
a bit of groupthink - that even though they were supposedly liberal, it becamea liberal
ideology and little else could crack through". He went on to use the example of Byron's
disdainful
in
"they
He
to
participate
almost
competitive, elite sports.
refusal
were
added
of other schools" (Interview, B. F. 1996).

1983 was the low point in the school's life cycle. The principal was ill, rumours of
imminent school closure abounded, and Byron was losing over 60 pupils a year to
Roxborough. Questions of the school's
Since
Roman
the
periodically.
survival surfaced
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Catholic school board required a school in Middleton, it was suggestedby more than one
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senior
direction. As Wheatley (1993) has stated, systemswhich open themselvesto new
learning become "part of the process by which the systemlets go of its present form so
that it could re-emergein a form better suited to the demandsof the present
environment" (p. 19).

Survival and continuity

With the appointment of a new leadership team in 1984 and a levelling off of the
enrolment decline, the school moved into a third phase. This enabledthe new principal
and vice principal with the support of staff, parents and senior system managers,to move
the school in a more conventional direction while at the sametime ensuring the school's
survival by inviting regional programmes to be housed in the school. In this way the
innovative past was merged with the conventional presentto help create a more stable
environment for succeedingyears.

The result of the work of Garner and Kelly was to place Byron very much into the
mainstream of schooling in South. This pattern of stabilisation also occurred in most
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Unlike Kensington School (Smith et al 1987) and Lincoln School (Gold and Miles, 1981),
however, Byron did not sink into mediocrity. It retains some of its uniquenessin the
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The attrition of change

A secondpurposefor this study was to document factors leading to the attrition of
changein the casestudy school. To provide a summary and to avoid repetitiveness, the
following briefly draws together the factors leading to this attrition by using the
conceptual framework which has pervaded this work.

Context

The following contextual factors contributed to the attrition of change:

"

its
in
lost
Byron
the
that
unique
changes
political climate at central office meant
support. There was also the hostility of the educationalcommunity, the parent
community and the teachers' Federation;

"

Byron had to compete for pupils and credibility with Roxborough a well-regarded,

traditionalschool;
"

integrating
increases
in
in
led
less
to
of
rapid
care staff selection, problems
enrolment
large numbersof new staff and pupils, and pressureson structures designedfor a
smaller school;

"

decline
rapid
meantthe loss of youngerteachers,innovativeprogrammesandpupils
to other schools;

"

standardised
staffingproceduresbuilt into the collectiveagreementmeantthe lossof
younger teachers.
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Meaning

The changing meaningof the Byron experience was affected by the following factors:

"

the political and ideological climate in the province and the school district changed
from one which supported and promoted innovation to one which constrained
innovation and change;

"

new staff members,not socialisedto the Byron philosophy, and therefore less
committed to its success,especiallythose teachers `force transferred' to Byron during
its growth years;

"

the loss of the `critical mass' of innovators who had internalisedthe Byron ideal;

"

the gap between the Byron conception of a `good' school (Lightfoot, 1983) and the

public's conceptionof a `real' school(Metz, 1991).

Leadership

The following factors related to the selection, promotion and locus of leadership
`attrition
to
the
of change':
contributed

"

the early departure of the first principal;

"

the change from Sizemoreto Laxton in leadership at central office meant that Byron
had lost its special status in the eyesof the senior administrators of South;

9

the promotion of key school leadersout of the school;

"

the difficulty of successionplanning and the challenge of replacing Bond;
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"

the breakdown of the decision making balance between the management,chairs
(heads) and staff;

"

fewer people on staff felt empowered because so many decisionshad been removed
from the school by the South Board and the province. When combined with the
appointments of more directive principals, this factor resulted in the gradual attrition
of the `leader of leaders' concept;

"

the micropolitics of the school becamemore divisive becauseof contested decisionmaking procedures, `balkanized' departments, and declining enrolment.

Structures

Thesestructuralfactorscontributedto Byron's retreatfrom innovation:

"

changesin Ministry and Board policies undermined important innovative structures,
Federation hostility and the growing indifference of senior systemmanagers
compromised the innovative staffing patterns;

"

the availability of flexible resources ended rather abruptly, forcing readjustment of
school procedures;

.
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walls went up the
facilitated staff and pupil interactions ended;
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"

some innovations like experiential programmes, and community programming, pushed

too far, too fast andcreatedseriousimageproblemsfor the school;
"
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enrolment
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Culture

The following factors reflect changeswhich took place in the cultural norms of the
further
time
over
and
contributed to the `attrition of change':
school

9

the sharedschool-wide goals of the early years tended over time to gain less
commitment as teachersretreated into their departments and classrooms;

"

of the criticism it received from other professionalsand from segmentsof the
community; the collective staff confidencein the school's purposes and activities

waveredasa result
"

the collaboration of the creative years turned into `balkanization' and `individualism'
(Hargreaves, 1994) in the years of enrolment decline;

"

the continuouslearningof the earlyyearsbecamelessof a schoolfocusandmoreof a
departmentor individualactivity, if it occurredat all;

"

the changing political and philosophical climate eroded the willingness to innovate, to
try, and to risk,

"

the spirit of mutual support and help continued throughout Byron's 25 years
particularly among the women but the focus tended to be on personal more than
professional support;

9

the diversity of teaching approachesand organisational practices that characterised
the early years turned into conformity to the cultural norms of the larger systemas
brought
Byron
`in line' with the expectations of the province and
external pressures
the school Board;
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9

many staff membersleft the school for opportunities in less emotionally stressful
environments,

"

ceremoniesand rituals, which had been eliminated or modified in Byron's early days
such as commencementsand competitive academic and sports activities, were
gradually made to conform to practices in other schools.

In summary, to use David Hargreaves' (1995) analytical framework describedin Chapter
Three, Byron began as a combination of `hothouse' and `welfarist' cultures. With the
rapid expansion and changesof leadership,Byron took on the claustrophobic, pressured
and controlled aspectsof a `hothouse' culture. At the sametime these pressures
promoted the `welfarist' tendencyto low social control. By the early 1980s,as a result of
declining enrolment and public pressure,Byron would approximate a `survivalist' culture,
low social control and low social cohesion. Towards the later part of the 1980sand into
the 1990s what appearsto have emergedis a `traditional' culture of high social control
by
the school's `welfarist' history with lower social control than other schools.
modified

Teachers' lives and teachers' work

The factors related to teachers' changing experience of work at Byron and the impact of
the school on teacherslives are:

"

teachersat Byron workedvery hardout of commitmentandthe exhilarationof the
in
but
time this exhilaration turned to exhaustion;
challenge,

"

felt
Board,
by
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unsupported
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many
senior administration,
community and their professional colleagues;
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"

for
little
hard
believed
Byron
they
credit
teachersat
and receiving
were working very
their efforts. Indeed, the criticism which most felt was unfair and erroneous led to the
`intensification' of their work;

"

teachersgot older, assumedmore familial obligations and the school had to share
their energies;

"

the most innovative and creative staff were promoted, which left the followers to
continue the tradition;

"

governmentsat various levels assumedmore and more control of education which
reducedareasof teachers' discretion and creativity;

"

many teachersshowed symptoms of `burnout' from years of experimentation and
innovation and lack of respect for their efforts;

"

declining enrolment in the late 1970screated an older staff which was less involved in
less
inclined
to provide leadershipfor change.
and
pupil activities,

Many of these factors are ones over which the school had very little, if any control. They
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increase. What is important, therefore, is to learn from this experience of how a school
like Lord Byron respondedto these forces. By looking at Byron from these six different
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growth or
in retrenchment and the `attrition of change', but to suggestthat these alone caused
Byron's problems is too simplistic. The complexity of the factors described, and their
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it
impossible
to determine exact pathways of
relationships,
make
virtually
connectionsand
causation,and therefore impossible to predict with certainty that attending to this factor
or that will ensurea school's continuing growth and development. The best that can be
said is that schools which become aware of and attend to the factors I have listed will be
more likely to retain their innovative edge and remain `moving' schools over time.

New settings as a strategy for change

The final question to be addressedin this study is how effective are model schools as
catalystsfor change in larger systems? Once again, the answer is that it dependson the
context. However, this and other studies of new or changing schools can add insights
which can help systemstake advantageof opportunities to construct new schools so as to
promote changein the larger system.

The originators of Byron envisagedthe school as a catalyst for change in a newly created
school district, the South Board of Education. Like the rest of the province, the 13 high
in
schools the Board in 1970 were all typically 1960sOntario schools. There is relatively
little in the literature about the effectivenessof `lighthouse' or model schools as a vehicle
for change. Those who have commented suggestthe strategy has limited utility for
promoting changein the larger system. In their study of Lincoln School in Ontario,
Hargreavesand his colleagues (1993) suggestthat model schools like Lincoln

consciously break the paradigms of existing educational practice. At considerable
risk to themselves,their staffs and their students,they create concrete examplesof
other ways of doing things. This paradigm-breakingfunction is the most important
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Schools
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one
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...
of practice by creating living images of possibility, practicality and hope (pp. 126127).

The evidenceof Byron's impact on the South Board supports this `paradigm-breaking'
concept. Byron made an immediate impression on the other schoolsin the system.
Within five years of Byron's opening, all but Roxborough were semestered,and even
Roxborough made an attempt to move to semesteringin the late 1980s. Even now, as
one teacher reported, when a new secondary school is plannedit is an "automatic
assumption" (Interview, G. L. 1995) that it will be semestered. The fact that this was the
has
been adopted almost as it was originally
Byron
of
structure
so
many
which
only

intendedraisesthe questionof why? Cuban(1992),in his studyof kindergarten's
longevity as a reform, suggeststhat its `ambiguity in purpose' enabledvarious interest
for
it
fit
Semestering
to
often
adopt
contradictory
reasons.
may this category.
groups
Byron leadersoriginally saw it as a way to alter time to allow for more individualised
it
it
Federations
loads.
Pupils
lighten
teaching
to
saw
saw as a way
pupil programming.
few
device
helpful
to
concentrate
on
a
subjects at one time, as well as to accelerate
as
their high school programmes. Principals viewed it as a timetabling device to offer more
breadth of programme and utilise staff more efficiently. Regardlessof the reason, this
timetabling approach remainsthe most obvious impact of Byron on the system. There
were, however, other structures and practices that also travelled to other sites throughout
the system, albeit with modifications.

A modified version of Byron's chairmanship structure was adopted by policy as the
headship structure for all the schools in the Board. As a result of this and subsequent
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headsin South, for example,perform an important role in teacher appraisal. Byron's
more humaneapproachto discipline is enshrinedin Board and school policies as a result
of the work of the system's discipline committee describedpreviously. Approaches to
influence
in
district.
initiated
The
Byron
to
the
at
continue
schools
mastery
programming
approach to scienceand mathematics, which began with the Don Stewart seminarshosted
by Lord Byron in the 1970s,operates in other schools, although not at Byron now. The
multi-text approachto English now characterisesmost programmes in the region, and
becauseof Wesley Walters' provincial role, has impacted the province. The focus on
lifetime activities in physical education pioneered in Byron's early days is a feature of
virtually every physical education department in the system. Schools which have been
designed after Byron provide flexibility in the use of space,locker bays, air conditioning
for year-round use, and centrally located resource centres.

Byron has beenmore than just a `paradigm-breaker' in South. Over time it has
in
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more
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its early days the Byron approach was the central topic of the system's leadership
leaders,
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levels. Through his visits to schools, Sizemore challengedleadersto look at Byron as an
alternative. This "challenging of conventional ideas" (Interview, B. F. 1996) would
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themselvesmoved into leadershiproles and becamepart of the staffs of other schools. As
they did so they not only showed the system the possibilities for different organisational
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teachers and managersto make these `possibilities' a reality. It is through these former
Byron staff membersleadersthat the Byron ideals have spread. My respondentsspoke of
I
Just
Byron
the
to
to
as
a
mission,
carry
message
other
places.
obligation,
an unwritten
had to downplay my Byron roots when I went to Islington, Byron leaderswho moved to
other schools also tended to work toward the ideals of Byron while keeping their ties to
their former school rather quiet. As some of these leadersmoved beyond the school level
to senior positions with the Board, regional policies beganto reflect the philosophy and
policies of Byron. The inclusivenessof Byron is reflected in the specialeducation
programmes initiated by Graham Clark. The significance of staff developmentin South
is
key
to
change
attributable in large measureto Bill Wilson. Appraisal
a
educational
as
focused
on professionalgrowth were championedby Ward Bond. I have
systemswhich
already documented in some detail my own Board-level role. It generally takes time for
leaders to move into positions of influence within a school system. In my own case, it
took three years from the day I left Byron to have a regional voice, and eight years to be
in a position to shaperegional policies. This is one of the more important reasonsthat
one must look at a model school over time to determine its influence on the larger
system.

In natural or human systems,no part of the larger systemis left unaffected by the changes
that occur within it. As Wheatley (1993) states,

The opennessand creativity that influence a system's evolution will also affect the
in
Self-organising
do
take
the
environment.
evolution of
systems not simply
information; they changetheir environment as well. No part of the larger system
is left unaffected by changesthat occur someplacewithin it (p. 97).
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In some respects,Byron cameto look more like other schools becauseother schools
came to look more like Byron. As has been documented previously, and detailed in my
own experienceat Islington, the Byron `mafia' brought much of the `meaning' of Byron
to other schools.

A unique contribution of Byron was to enhancethe role of women in the system. In the
words of a Byron staff member,

Thewomen'sgroup at Byron is not focusedherebut it is all over the countynow,
becauseof those women, becauseof the peer support, and the advice and the
information that they received are now principals and vice principals and
department headsand directors of education over the province. That came about
becauseof this little nucleus of people who got together to talk about stuff. It
was wonderful! wonderful! It certainly changedthe face of secondaryeducation
in South (Interview, J. C. 1995).

As she explained, before the Byron women's group, the managementof South was "an
in
leaders
in
By
South
1995,
the
the
province
of
network".
considered
one
was
old-boys
fact,
In
the attitude of
gender
equity
action
policy.
without an affirmative
establishing
many women was to reject such intervention becausethey felt they were promoted on
their merits as opposed to meeting a quota. I suspectthis is a manifestation of the
original Byron women's attitude. These women saw a model of leadershipat Lord Byron
which was consistentwith their values, and one in which they felt capableof competing
with men. Beginning with the support they enjoyed at Byron, they applied for, and in
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increasingnumberswere appointed to positions of responsibility in other schools, in the
school district, and at very high levels in the province.

What is less obvious is the impact that teachersfrom Byron have exerted on the other
classroomsacrossthe region. A number of respondentssaid that they felt that it was part
of their duty to carry the Byron approach to other settings. As a Byron teacherwho
continuesto have extensivecontacts with his former Byron colleaguesstated,

we have sprinkled the Byron staff through many schools and I think they take with
them the philosophy and innovativeness. I seeLeanne Hubbs who is now at
SevenMaples and changeshave occurred there. They had become a little
stagnatedfor a period of time. Those are the people who still have the philosophy
that changeis important and we must continue to be innovative and carry out new
designs. We can't just say, well its worked well for the past ten years so we'll just
continue on for the next ten years. Those are the things Byron has instilled in
people and those people who have left the school carry with them. If you wanted
to go up through the systemyou should go to Byron (Interview, G. L. 1995).

Katherine Ruskin, now a senior managerin South, describedhow she and a former Byron
teacher becamecolleaguesin 1975 at the rather traditional Oakridge High School.
Katherine retrospectively felt that this associationwas a turning point in her own career.
As Katherine stated, the association

be
I've
important
development
the
to
one
of
experiences
most
professional
proved
ever had. Joan brought with her an attitude of experimentation with a view to the
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improvement of instruction that I had never experienced and she revelled in
professional discourse as the bread of daily life ... we would talk about what we
had done in class that day, how it had gone, why it hadn't gone better
it was
...
my first experiencewith that type of collaboration with a view to improving
teaching (Interview, K. R 1996).

This led to a joint project to improve teaching at the `general' level which spreadto the
rest of the school. In associationwith two other teachers from other departmentsthey
developed an interdisciplinary approach to essaywriting and published a document for
pupils, How to Trick Essaysinto Writing Themselves.which becamewidely used not
only in the school but in the school system. The influence of a Byron teacherhad led to
collaboration, experimentation and the first interdisciplinary work the more traditional
in
had
influenced
Katherine
the
to
experienced,
and
she
operated
school
according
way
her subsequentcareer moves. Katherine's experiencewas not unique. In obvious ways
like semestering,and in the subtle changesthat have taken place in school management
and pupil programmes over time, there is considerableevidence of Lord Byron's
influence on teachers and teaching in other schools.

As a strategy for change, however, the systemand its Director, in the words of a retired
Sizemore
"rammed
down
Byron
throats".
the
and others
our
secondaryprincipal,
model
(Gold and Miles, 1981; Smith et al. 1987) hoped that other schools would adopt the
successfulaspects of the innovative school. This `shock and copy' strategy was typical of
the times in Ontario and in South, and created a backlash of distrust, suspicion,anger,
but
jealousy
in
Byron's
much more
entrenchmentand
early years
- somewhat muted
As
began
the
`liabilities
to
one
as
school
apparent
of newness'.
experiencethe
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in
in
in
head
South
department
the 1970srecalled,
another
school
respondentwho was a
"I felt we were doing a heck of a good job. Why is Byron getting all this attention?"
(Interview, M. P. 1996). Remarkably, some of these feelings still exist in the system.
Byron, however, did changethe rest of the system,not by shock or blueprint, but by the
way it eroded traditional practices elsewherethrough spawning influential teachers,
leadersand women over time, who slowly changedthe system. In effect, Byron changed
the systemby long term `attrition'. The creation of new settings, therefore, can provide a
venue for policy germination, opportunities for training in innovative practices, avenues
for documentation and research,and a seed-bedfor the long term development of
innovative educationalleaders.

Implications

For policy

'Good ' schools and 'real 'schools

Perhapsthe dominant theme in the Lord Byron story is the school's struggle with its
image. Throughout, I have suggestedthat an essentialreason for the `attrition of
disequilibrium
betweenwhat the educators considered to
Byron
the
was
change' within
be a `good' school and what influential elementsof the parent community and the
in
South
in
This
be
'real'
to
considered
gap
establishment
educational
a
school.
Innovations
Committee and developed through the
began
the
early
with
perspectives
1970sas successiveprincipals and staff membersattempted to sell the school's innovative
by
difficult
These
to
a
more
attempts persuadewere made
concepts to the community.
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lack of scientificsupportfor manyof the experimentalconcepts. As WesleyWalters
like
Attempts
"we
to convince the community of
pioneers".
paradigm
were
suggested
their philosophy of what constituted a `good' school tended to be based on appealsto the
in
intuition,
trust
the
collective
experience and commitment of the Byron
community's
staff without substantiveproof that the new approacheswere any better than more
traditional patterns. As the 1970sprogressedand problems at Byron becameobvious,
community support for Byron's image of schooling gradually withered. In the minds of
many, Byron was an `artsy' school or a `Hall-Dennis school' or a special education
school, it certainly was not a `real' school like Roxborough down-the-road. In effect,
the professionalimage of the Byron staff of what a school should be had diverged
significantly from the community's perception of schooling, and contributed to a
`disequilibrium' in perceptions which almost destroyed the school.

Conversely,the perceptions of schooling of the staff and influential community members
of Roxborough were quite similar. Ironically, there is significant evidence to suggestthat
in spite of its very positive reputation (Hargreaves, et al, 1992) Roxborough was a
`cruising' school (Stoll and Fink, 1996) that was resting on its laurels. Cruising schools
developed
be
have
in
but
to
they
terms
often
effective
appear
may
of academicresults
little capacity for change and growth over time. A study which was replicated in South,
to which I was privy in my role as a senior administrator, showed that over 30 per cent of
the pupils at Roxborough were not involved in the life of the school (King, 1986). While
the school had high achievement,and excellencein many areas,the involved students
In
the
same
pupils.
other words the football players, the choir members,and
always
were
the theatre performers were essentially drawn from the middle class students. The
school, however, was and is well supported by its community becausethe influential
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parents tend to be the oneswhose students benefit from a school like Roxborough. This
pattern of the `middle class' defining the changeagendafor a school is not unique
(Brouilette, 1996; Oakeset al, 1997). If Roxborough is typical,
a school in which the
staff's and the community's conceptions of a `good' school are very similar may not
necessarilybenefit all the pupils. The policy challenge,therefore, is to determine the
appropriate degree of disequilibrium to ensurethat a school continuesto be `moving'
(Rosenholtz, 1989) in terms of achievementfor all pupils,
while preventing the
debilitating type of image problem faced by Byron on the one hand, and the complacency
of a Roxborough on the other. The clear messageis that the professional's concept of a
`good' school must remain connectedto, but not necessarilydependenton or a duplicate
of the community's concept of schooling. The professionalstaff must, however, provide
leadership which is sensitiveto the community's aims and aspirationsfor its young
people. Contemporary evidencein South suggeststhat parentsrecognisethe need for
change, innovation and experimentation, and are prepared to accept the professionals'
leadership, but they expect changesto be basedon more than just teachers' and
Study,
1993).
Parent
Schools
(South
intuition
Board
and experience
managers'
-Effective
Parents also expect professionalsto explain the changesin languagethey can understand
and justify the changesbasedon valid research.

The relationships of Byron and similar schools to their communities contain another
interesting paradox. Most of these schools were more open to their communities than
led
to
but
often
unfair
and
widespread
their
openness
very
schools,
other contemporary
Fletcher
Gold
Stable
1981;
Miles,
1985).
1972;
(Fujian
and
schools
et al,
et al,
criticism
like Roxborough, however, which let parents know only what the school wanted them to
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know, seldom faced concerted criticism. This apparent contradiction suggests a number

of questions.
"

How open should a school be to its community?

"

At what point do the public's democratic rights intrude upon the professional
responsibilitiesof principals and teachers?

"

Can innovation and public opennesscoexist in schools?

Generally, the changeliterature advocates opennesswith school communities (Fullan,
1991; Stoll and Fink, 1996; Hargreaves, 1997). Indeed, Ainley (1993) suggeststhat
involvement of the public at early stages of a change encouragescommunity assistance,
support and understanding. One would certainly be hard pressedto argue against this
principle of community involvement in a change process on ethical grounds. The Byron
have
however,
involvement
in
that
suggests
case,
community
planning would probably
severely circumscribedthe nature of the changes. This would seemto be particularly true
(Gold
Miles,
influential
the
and
community
make
up
an
school's
when educators
part of
1981).

Innovation and changetend to take place on the frontiers of what is considered
acceptable. As Kuhn (1970) has stated:

The man who embracesa new paradigm at an early stagemust often do so in
defianceof the evidenceprovided by the problem solving. He must
...

have faith

that the new paradigm will succeedwith the many large problems that confront it
knowing only that the older paradigm has failed with a few. A decision of that kind
can only be made on faith (pp. 157-158).
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Byron was more than a bounded changesuch as destreaming a grade level or developing
an interdisciplinary curriculum. It was an attempt to changethe prevailing educational
paradigm quite dramatically. Bond and his `critical mass' of colleagueswere paradigm
pioneers. Pioneering, however, requires risk-taking. The pioneer must often act without a
clear roadmap of the future. As Barker (1989) suggests,pioneering is more an act of the
heart than an act of the head. It would seemfrom the experiencesof Byron and many of
the schools described in Chapter One that both the educational and larger communities are
generally unwilling or unable to accept pioneering which requires significant departures
from the prevailing paradigm of schooling. Perhaps this is the reasonthat Sarason(1990)
entitled his book The PredictableFailure of Educational Reform. In a sense,therefore, the
politics of learning between school and community are in large measuredeterminedby
in
be
inherently
For
tends
to
conservative.
educational
matters
public opinion, which
changeagents, however, the learning of politics is a necessity. They needto know how
in
involved
be
in
changeprocesses.
much and what capacity various stakeholdersshould
Perhapsthere is a sliding scaleof how open to be when pursuing change. Perhapsthe
desirable degree of public involvement dependson the radicalnessof the changes- the
however,
be.
At
less
initiators
have
this
the
to
the
the
point,
more radical
change
open
may
future researchwill have to settle the issue. The challenge for practice and researchis to
find the optimum balancebetweenthe `politics of learning' and the `learning of politics' in
different kinds of change situations.

The `attrition of change': its dual meaning

This study, along with the casesreviewed in Chapter one, suggestthat the hopes and
dreams of the initiators of `lighthouse' schools will prove disappointing in the long run.
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There does indeed appearto be a life cycle to new and innovative schools. With careful
planning, a reasonablystable context, and a little good fortune, however, the stagesof the
`attrition of change' might be delayedby avoiding `overreaching and entropy'. Simply
stated, new schools such as Byron will, over time, look and sound like the other schools
in the system. This view that `attrition of change' for new and innovative schools is
however,
if
is
Looked
not
predictable,
somewhat
pessimistic.
at
another
way,
probable,
the strategy of `model' schools can be considered a positive influence for change over
time in the larger system. In many ways, the schools in South cameto look and sound
like Byron. One can seethis growing influence in the pupil-centrednessof all schools, the
pervasivenessof semestering,the strength of women's leadershipin South, and the
general acceptanceby teachersin South of the importance of professionaldevelopment
integral
The
part of practice
as
an
practice.
change
system's
reflective
and
acceptanceof
has been well documented (Stoll and Fink, 1992; 1994; 1996). Over its 25 years, Lord
Byron has contributed significantly to the gradual `attrition' of barriers to changein the
South Board - thus the secondmeaning of the `attrition of change'.

The Byron study indicates that the use of this `germination' strategy needsto be handled
by
discretion
by
innovations
the
reducing the rhetoric of
and
avoiding overselling
with
further
An
different
How
research.
to
this
travels
requires
contexts
well
strategy
change.
Educational
its
Local
impact
Countesthorpe
the
on
of a school such as
examination of
Authority and British secondaryeducation in general would provide an interesting parallel
in
identified
help
the
the
to
to the present study and
patterns
confirm or challenge some of
Lord Byron study. Similarly, longitudinal ethnographic investigationsof the American
`break-the mold' schools would also contribute useful information on the `life cycle' and
`change model' theories proposed here.
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Leadership and staff ng issues

Leadership at various levels played an important part in this, and other similar studiesof
new and innovative schools (Smith et al, 1987). At the system level Byron experienced
unique benefits and suffered undue criticism becauseof the initiating C.E. O. 's enthusiasm
for its innovations. In addition, the choice of an outstanding, charismatic leader for the
school's first principal made his replacementvery difficult. Loyalty to the person as
opposedto the concept was a particular problem in both the Byron study and Smith and
his colleagues' research(1987). These circumstancesraise a number of questions of
first
leader
be
What
the
type
of a new
as
of person should chosen
policy and practice.
and innovative school? What commitments should the formal school leaders make to
first
few
departure
in
Certainly
Bond's
the
early
was a
years?
ensuresome stability
turning point. The question of successionplanning which was a problem in the Byron
how
issue
in
literature,
is
barely
the
the
of
mentioned
raises
research
caseand which
departure
degree
the
after
of continuity
systemofficials or school governors ensuresome
of the initiating leader(s).

A related policy problem results from the complex macro and micro-political issueswhich
confront school managementteams. Few leadersin Ontario have been trained to handle
the `politics of learning' such as direct interferencein the school's functioning by
politicians and aggressive parents, or the challengeof dealing with competing and
in
interest
include
pupils
such
as
parentswho want to
groups
special education
conflicting
less
from
their
successfulpupils.
want
children
who
parents
classes,and other
separated
The ability to resolve or at least contain such political problems often determines school
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leaders' success and their schools' ability to function effectively.

Few jurisdictions, at

least in North America at any rate, provide training in the area. This leaves potentially
capable leaders and their schools vulnerable to pressures from vocal and organised
minorities.

The Byron casealso raises the issue of the continuing relevance of a layer of department
and/or year headsin secondary schools. There is evidence that this leadershipstructure
contributes to balkanization and internal school rivalries (Siskin, 1994). Even at Byron,
different
leadership
to
tried
create
a
configuration, the chairmen's structure
which
into
decision-making
layer
and
evolved
an
organisational
confused
eventually
which
detracted from a school-wide focus.

In addition to the role of department or year heads, a school such as Byron also raises
faculty,
induction,
to
the
a
and
of
composition
related
recruitment,
staffing questions
differentiated staffing. The most important appraisal of a teacher often occurs the day he
or sheis hired. It is very difficult, at least in Ontario, to remove a teacher once that
teacherhas received a contract. Bond spent a great deal of time ensuringhe assembled
the people neededto achieve the kind of school he envisaged. Subsequently,rapid
became
induction
hiring
became
frenetic
that
programmes
and
rather
growth meant
increasingly haphazard.Equally problematic were the procedures in place to respondto
the surplus teachers produced by the declining enrolment which followed. Teacher
declared
first
in
Ontario
is
last
hired
the
that
person
the
usually specify
contracts
person
fairest
be
individual
From
to
the
to
an
surplus a school.
point of view this would appear
solution to a difficult problem. This results, however, in school staffs in which career
stages,gender and expertise of the teaching staff can often become quite unbalanced.
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Byron, for example,has in 25 years, gone from a very young staff to one of the oldest in
the region. Certainly in South, procedures to facilitate transfers at the secondary level to
other schools might have some merit.

An associatedpolicy issue relates to the differentiation of staff. Byron demonstrated the
advantagesof alternative staffing patterns, but the unions in Ontario are understandably
opposedto the hiring of para-professionals,unlessthey are added onto existing teaching
staff. Some politicians in Ontario have advocatedalternative staffing as a way to save
money by hiring people who would be paid lessthan teachers. This pattern has been used
in hospitals in Ontario to reduce the number of nursesand replace them with lower paid
in
is
If,
Byron
differentiation
the
as
situation,
used to assistthe
nurses' assistants.
teaching-learningprocessit can be a useful innovation. Conversely, differentiation as a
teacher-cutting exercisewill probably result in such resentmentfrom teachers that few
benefits will accrue.to pupils. Lord Byron has demonstratedthat alternative ways to look
if
desirable
be
they are used to
the
are
possible,
and
may even
at
staffing of schools
improve teaching and learning, and not as a cynical governmental exercise in cost-cutting.

The role of the system

Smith and his colleagues(1987) have describedhow Kensington school existed within a
`nestedsystem'. Throughout this study I have connectedLord Byron to the South
in
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Robertson, 1994; Gerwitz et al, 1995; Robertson, 1996). Governments, through various
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direct and overt restructuring of school districts, have often limited the role of the local
educationalauthorities. Such intermediary levels of governanceare usually viewed as
impedimentsto governments' change agendas. School districts are depicted as
doubt
fit
bureaucratic
inefficient.
districts
While
there
and
no
unnecessarily
are
which this
description, the Lord Byron story suggestsan alternative picture which indicates that
school districts (L. E. A. s) can and do play an important role in trying to ensurea quality
educationfor all children, not just those of the influential middle class. The South Board
and Jim Sizemorecreated the opportunity for the creation of Lord Byron which
attemptedto respond to the needs of all pupils. Throughout the difficult times, the Board
through its administrative support, ensuredthe continuing viability of Lord Byron. The
selectionof principals in the mid-1980s, the addition of regional programmes, and the
efforts to balanceenrolments between Roxborough and Byron are examplesof the
system'sintervention to protect the quality of programmesfor all pupils. In a pure
market approach,Roxborough would have acceptedthe most academically suitable
have
left Byron as a repository for lower socio-economic, nonwould
pupils which
Board's
As
(Whitty,
1997).
the
of
a
result
and
special
education pupils
academic
intervention, however, Byron maintained a comprehensivepupil population that enabled
it to offer a breadth of programmes to meet a wide variety of pupil needs. While the
(Stoll
is
doubtful
(although
for
this
and
even
market might promote quality
some schools,
Fink, forthcoming)), the Lord Byron experiencesuggeststhat governments need to
In
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their
the
pupils.
the
all
role
reassess
of
maintaining equitable education
rush to eliminate the intrusive effects of local government bureaucracy, national and
regional governments may also end up removing invaluable forms of co-ordination and
support.
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For research

The ideal researchmodel to follow for a longitudinal study of the nature of the Byron
investigation would have been close to that of Smith and his colleagues(1987) in their
researchon the evolution of Kensington School. They were involved as participant
observersin the origination of the school and were able to revisit the school periodically
be
investigators,
first
While
its
25
their
they
years.
might
considered
external
over
familiarity
involvement
them
their
gave
a
quite
contacts
which
made
continuing
comfortable for the school's staff. In the present case,this option was clearly impossible.
I suspectthat the paucity of longitudinal studies of this nature results from researchers'
inability to expend the time, or maintain the perseveranceto continue such a project over
a considerableperiod of time. The research strategies describedin Chapter Two were
developed in large measureto attempt to emulate this ideal within the constraints of a
retrospective study. Yet this pragmatic adjustment has also yielded significant
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different eras enabledme to understandByron's shifting external contexts and their
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the processunite social histories and social geographies. For example, an historical
ethnographic study of a school such as Countesthorpe College in England or Thornlea in
Ontario would enablethe researcherto support or modify theories developed in the
present study. A comparative study of Byron's neighbour Roxborough, or an
investigation of a number of schools of different types, sizesand philosophies using the
methodology employed in this study would yield important insights into the forces of
both change and continuity on a wider scale.

The decision to combine the three research traditions, - the historical, ethnographic and
life history approaches- not only provides a comprehensivepicture of the school, but
also a meansto triangulate the data. For example, the interviews were a useful way to
bring to life and in some casesclarify or contradict, the availablehistorical documents.
Moreover, it was one thing for people to ascribe `burnout' to colleaguesbut it was quite
another to hear interview respondents describe their own reactionsto pressurescreated
by the changing contexts of Lord Byron. The use of a structured interview with cadres of
people from three different decadesof Byron's history not only allowed me to understand
the shifting circumstancesof the school, but also provided a further cross-check on
interview
Combining
this
structured
peoples' veracity.
an unstructured component with
enabled respondentsto lead me into areasthat I had not contemplated. More
significantly, this aspectprovided my interview subjectswith the opportunity to
in
layers
helped
the
meaning
to
the
of
events
personalise
which
various
me understand
focus
The
groups were also a source of considerableinsight. Participants
school.
seemedto open areasof discussion for each other. One commenttriggered another
person's reminiscencesand yet another participant's reactions.
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My inside/outside roles, which were detailed in Chapter Two, had many advantages.
Perhapsthe greatest advantageof the `insiders' aspect was as a credibility check. It
would be difficult for someoneto stray too far from the truth knowing my connections
with the school. I was also able for a large part of the period of study "to stand back"
from the school and "try to seeit as much as possible as an `outsider"'(Lawton, 1989, p.
18). My unique situation did, of course, have disadvantages. In retrospect, a totally
outside observer might have beenmore successfulin developing the life history
component. I arrived at this conclusion when people who in my judgement had
experiencedburnout, ascribedthe problem to others but not to themselves. I suspectit is
too difficult to admit to a former colleague and in some casesa friend, that one was
distress.
This seemedparticularly true of middle aged maleswho
such
experiencing
would find it difficult to admit to weakness. Perhapsthe greatest problem of my
`insider's' perspective lies with the veracity of my own perceptions of events. It is for
this reason that my role in the school hasbeen outlined in such detail in this work. On
balance however, this unique relationship to the school and its staff proved to be quite
advantageous.

As I suggestedin the introduction to this thesis, I am in what Handy (1995a) has called
my `Third Age'. In increasing numbers,former school and systemmanagerslike me are
opting for early retirement. Many possessrich insights into the macro policies and
practices of schools and systems. Somehave the potential to combine their extensive
practical experience and their newly found time to carry on significant intellectual activity.
The present study is an example of this conjunction. Studies of this type, however, are
because
forms
`action'
They
research
of
practitioner
research.
quite unlike other
are not
they do not focus on the investigator's personal actions - nor are they exclusively life

464

histories, or studies undertakenby `outsiders' to a setting. Rather, if successful,they are
thoughtful historical ethnographiesabout the schools and systemsin which the researcher
has played a part. While teacherresearchpractitioners can provide rich understandingsof
the micro levels of schools and systems,they are often unknowing of the larger `nested
systems' (Smith et al, 1987). Educators with an extensive managementbackground can,

therefore,contributeinsightsinto the complexinterconnectionsandinterrelationships
among the various levels of schools and systemswhich others may not seeor understand.
As a senior administrator and as this study illustrates, I dealt on a daily basiswith the
relationships among linked settings - the province, the district, the schools and the
community among others. Practitioner research of the nature of the present study,
therefore, has the potential to provide unique insights into the linkages between and
in
directions
these
our
macro and micro settings and open significant new
among
understanding of educational policies, practices, and the processesof change
(Hargreaves, 1985).

Perhapsthe greatest problem with my retrospective approach is the difficulty of collecting
information from a representativesampleof former parents and pupils of the school.
Since people tend to behavebasedon their perceptions of reality (Purkey and Novak,
1984), for the purposes of this study, I considered the perceived views of the pupils and
in
important
explaining the
teaching
through
the
the
staff as more
eyesof
parents as seen
described,
this too
Like
Lord
Byron
the
time.
strategies
of
many
over
changing nature of
was a compromise from the ideal, but one which at least helped me to understandthe
community's impact on the school and its role in the `attrition of change'.
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Finally, the conceptual framework which was introduced in Chapter Three provides an
approachwhich ensuresthat issues,problems, or in this case a school, are looked at
through multiple lensesor frames. By collecting and analysing data in this manner,the
is
interconnectedness
issues.
This multito
the
obliged
see
complexity
and
of
researcher
dimensionallook at Lord Byron over its history precludes simple explanations and trite
prescriptions. It also provides a framework which might help schools to analysetheir
own changeprocessesand develop problem solving strategies and their capacity for
changeover time.

Conclusion

The literature on changehas grown significantly in recent years. Most of it, however,
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bringing
to
the
to
opportunity
vehicle
construct
as
a
new schools
school systems use
innovation
long
and changeacrossthe system.
term
about

466

The stories of new and innovative schools told in Chapter One have the stuff of classic
tragedy - heroic leaders laid low by often unfair criticism, exciting visions of new
educationalworlds blinded by people's timidity and fears, and promising organisations
and institutions destroyed or significantly diminished by internal and external discord.
Lord Byron has many of these qualities -a gradual `attrition' of its innovative ethos after
the departure of its revered leader, aggressiveopposition from the people it was trying to
serve,and internal divisions and conflicts precipitated by forces over which the school
had little control. Unlike the other stories, however, this study views the school over a
25 year period, and also focuses on the school's relationship to its district context.
Looked at from this perspective, we have a more romantic picture of a school with a
powerful vision of educational change,which produced a generation of leaderswho
carried the school's messageto more traditional settings, and used their Byron experience
to initiate processesto speedthe attrition of barriers to change in these other settings.
While the internal manifestations of the Byron experiment have eroded over time, the
power of its essential meaning can be seenin every secondary school in the South Board
of Education, as each day they attempt to respond to the diverse needsand interests of all
their pupils
.
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Historical Sources

The following historical sourceswere examined to reconstruct the history of the South
Board and Lord Byron High School within their Ontario context.

South sources

The South Board of Education has archived all the materials which have beenpresented
to the school Board for its fortnightly meeting. These documents cover the time frame of
this thesis, 1969-1995 include the following:

9

minutes of all Board meetings,

"

reports to the Board,

"

budget submissions,

"

long and short range plans,

"

Summariesof government legislation and program changes,

"

Ministry memoranda,

9

letters tot he Board system personnel reports,

"

building plans,

"

descriptions of innovative programmes.

The following regional documents were cited in the text:

Ontario Schools: Intermediate and Senior Divisions (O. S: I. S.),
South Board Residence and Business AssessmentData, 1993,
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South Board of Education, Strategic Plan, 1989,

South Board Budget Documents, 1989-1992,
South Board - Source of Education Funding, 1969-1994,
South Code of Student Behaviour, 1982,
South Board Special Education Plan, 1980.

Lord Byron sources

Lord Byron High School has archived materials from 1970 to 1978. After that date
documentaryresourcesare missing. The following documents exist for the first eight
years of the school:

9 schoolaimsandobjectives,
"

schoolaccomplishments,

"

in
1970-71
and 1975
reports
evaluation

"

plans, objectives and accomplishmentsof individual departments.

The following specific sources were cited in the text:

Report of Lord Byron Evaluation Committee, 1975,
Terms of Reference:Evaluation for the Study of Lord Byron High School, 1974,
External Evaluation Committee Report, 1975,
Lord Byron Aims and Objectives, 1970-71
Manager's Letter, G. Clark, October 30,1978
Letter J.M to Graham Clark
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Lord Byron Aims and Objectives, 1975-76,
Lord Byron Evaluation Report, 1971-72
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(Principal
principal
(teacher
Vice Pr/prin
;secretary
i
;teach &counsi
principal

E. E.

22Iteacher

_teacher

F. B.
F.C.
G.G.
G.G.
G.J.
G.J.
G. P.
H.L.
H.M.
J. R.
K.B.
K.D.
L.E.S.
L.G.
L.P.
L.R.
M.C.
M.D.
M.I.

331Principal
14 teacher
291University
22 1teacher
26 teacher
35 S'intendent
33I Ass't to Dir.
23I Dept. Head
201teacher
51Inst Asst
21 Principal
35 S'intendent
31 Director
22 teacher
28 Director
10 teacher
201counsellor
27 Det.head
27 Head

N.A.
"N.A.
teacher
_
teacher
teacher
!teacher
N.A.
IN.A.
IPrincipal
'teacher
!teacher
Inst.Ass't
Vice Principal
N.A.
N.A.
;N.A.
N.A.
teacher
teacher/Head l7
teacher
teacher
teacher /Heaq
teacher

22 teacher
7 consultant

teacher
teacher

34 Director
291Dept. Head
301Counsellor
171Bus.Man.
34 Principal
34 Principal
23 Head
281S'intendent

Principal
(teacher
Counsellor
Head Sec.
N A.
.
N.A.
(teacher
N.A.

R. R.

29 Head

teacher

S.C.
S.G.
S.J.
S.K.'
S.R.
S.V.

25 Head
25 teacher/H'd
141Vice Prin.
27IPrincipal
29IDept. Head
22 Head

(teacher
Head
VPrin.
Principal
teacher
IHead

;

'
i
'
I

M. J.
M. M.

M.P. ý
M.R. 1
N.R.
N.W.
P.J.
E
'
D ý
R.K.

ARRIVAL

DEPARTURE

3lphilosophy
it was time
71 ready for change KA.
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1974-1977
1972-1978
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1969-1975
NA.
N.A.
1971-1984
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M
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T. R.
V. F.
W. B.
W. W.
Z. M.
Z. R.

20
20
3
35
25
34

Head
Head
teacher
Principal
Head
Principal

' Head
10 promotion/mission time for a cha 1983-1989
teacher
0 opening
11972-1978
promotion
3 opening
(teacher
new challenge 1973-1984
Asst Ch./Print
14 W. Bond/transfer promotion/seo 70-74/80-84
(teacher
22 promotion
11992-1995
promotion
IN.A.
N.A.
N.A.
N.A.
N.A.

Explanation of Headings
NAME
initials
respondents
i
ExP. - experience in education at the time of the interview

LAST POS.- mostrecenteducationalposition held by respondent
PTN. AT L.B. - position(s)held at Lord Byron
PREXP. - experiencein educationbeforejoining Lord Byron

ARRIVAL - reason for joining the Lord Byron staff
DEPARTURE - reason for leaving Lord Byron staff
1YEARS@ L. B. - the years in which the respondent was a Lord Byron staff member
G. - gender of respondent: M- Male; F- Female

N.A. - not applicable
*- respondentwasinterviewedmore than once
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M
M
F
P
F
M

Appendix

Respondents'

2: Interview

Questions

Profile

Name of respondent
Experience in education
Present position
Position(s) at Lord Byron
Years at Byron (from? to ?)
Number of schools taught or administered in besidesLord Byron

Numberof yearsexperiencebeforeLord Byron
Reasonsfor joining Lord Byron
Reasonsfor leaving Lord Byron (if appropriate)

Structured interview

Change

What do you feel has madeByron unique among schools in South and the province?
What do you consider to be Byron's philosophy?
How does Byron respond to change?Has this way of responding changedover time?

Leadership

In your experience at Byron, what were the sources of leadership, principal(s), heads, or
chairmen, staff?
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Have you seen shifts in the locus and style of leadership?If you have seen changeshow

do you accountfor them?

Contexts

How hasthe Southsystemandthe provinceaffectedthe directionof Byron?To what
extent has the community shapedByron's directions?
To what extent has Byron shapedits own directions and to what extent has it been
shapedby external social forces?

Culture

What are some of the staff and/or student rituals or ceremoniesthat you believe reveal the
Byron culture?

Does Byron haveanyheroesor heroinesamongits presentor paststaff?
Tell me a story that you believe typifies Byron as a school?

Work

In what wayswasor is the work load at Byron differentfrom other schools?
Have you noticed any changesin the intensity, and the kinds of work you have been
doing over the years?
To what do you attribute the changing nature of your work?

Lives
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Has working at Byron impacted on your personallife? If so, in what ways? How do you
account for this impact?
Do you feel a school such as Byron puts inordinate stresson personal relationship[s?
If so why? Do you feel these pressuresare or were more or less than other school?

How do you account for the inordinate number of changedrelationships among Byron
staff in the first few years of the school?

Generic question

This study is about changesin new and innovative schools over time, add your
observationson the topic basedon your experienceat Byron.
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