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The art of the possible: an insider analysis of change processes in a Dutch teaching university.

Abstract: This paper describes an engineering department in a Dutch university after reorganization and course mergers via ethnographic insider analysis. Teachers in the setting, already dealing with changes in the student population and the introduction of constructivist teaching methods took part in a process of curriculum redesign. These activities are evaluated in the context of distributed leadership theory. The intractability of change processes is evident, yet the conclusion is that distributed leadership can be used successfully in the implementation of change initiatives. Traditions of collegiality can additionally be used to work with existing organizational cultures to create a unified post reorganization culture. However there are problems and pitfalls - specifically how to deal with inertia and teacher demotivation. 
Introduction

Teaching is a future-focused activity. Teacher input today becomes learner output in tomorrow's world. Teaching is also based in the present and situational as teachers negotiate the learning zones of those they teach. Equally, teaching is historically embedded: teachers deal with yesterday's failures and inadequacies as they attempt to pass on the knowledge, skills and attitudes which will shape tomorrow's world. A fundamentally optimistic activity, teaching is bounded and constrained at every level. That is why I have linked teaching to Bismarck's famous quotation about "the art of the possible".

The educational organizations within which teaching takes place embody the needs, aspirations, limitations and priorities of the societies that produce them. They are 'reflective and productive' (Gitlin et al 1993:195), social constructions founded on tradition, which mirror the present as they shape the future. The teachers who work in them are also defined by past experience; their socialization into their professional roles began when they started school themselves. However teachers learn from the experience of teaching, and from the individual learners they teach, and adapt in response. This means that educational organizations and the teachers who work in them will always fundamentally be concerned with developing human resources in the context of changing surroundings.
This paper is an attempt by an insider to describe and analyze change processes in the Department of Business Management & Engineering at Fontys University of Applied Sciences, a teaching university in the Netherlands. Long term change processes linked to educational innovation and observable in other educational institutions were compounded with abrupt and disjunctive organizational change - reorganization and   course mergers. My objective is to tease out the strands of change, describe them and explain their impact on the teachers involved. An underlying principle of this paper is the conviction that understanding the organizations within which teachers work, and defining those elements which facilitate or constrain professional development and work satisfaction of teachers will lead to better teaching and improved student outcomes. The unavoidable tensions between the individual and the organization, innovation and conservatism, development and stasis, ossification and chaos mean that this process is also a demonstration of "the art of the possible".
The conceptual framework of the paper
Much of the literature concerned with documenting change processes gives the impression of order, rationality and progress in idealized accounts of how change should be managed
. A mountaintop view, it is generally prescriptive, and often prioritizes the roles of leaders. These sanitized accounts seem to ignore the frustration, ambivalence and even desperation of those caught up in change processes. There is a credibility gap between the accounts available and the experience of change in the swampy lowlands of the practice setting (Schon 1983). 

Three concepts structure my research project. Firstly, that of the practice of action research, as developed by Lewin (1952) and Kemmis (1993) which defined interpretive practitioners as the source of change agendas suffused with the principles of participation and democracy. The action researcher initiates a cycle of planning, taking action, observation and reflection on outcomes. However, it was clear to me that my research objectives were not interventionist, and similarly my 'authentic commitment to social action' (Kemmis 1993:179) is constrained by the realities of my position. Research, too, is "the art of the possible". I decided to focus on observation and reflection, focusing on the interpretive categories of practitioners, and retaining the commitment to democratic principles and participation of the action researcher. 

In these processes of observation and reflection a second defining concept is that of the reflective practitioner (Schon 1983). Rather than depending on theory generated elsewhere, my objective is to document the events taking place around me in a descriptive account of the experiences of the lower levels of the organizational hierarchy, and the muddled realities of our working lives. Analysis and synthesis will be deployed in creating an account of what is happening, drawing on multiple perspectives to interpret and evaluate our group experience.
Finally, I am convinced that research is useless if it does not seek an audience, and I perceive my audience to be the members of my community of practice (Wenger 1998). This concept spirals out from my direct team members to a wider professional community also experiencing the impact of change in their educational institutions. The process of transforming the raw material of our working lives into coherent accounts accessible to others is away of creating joint understanding and defining ways of dealing with new experience (Mercer 2000). Although I do not seek to generalize and replicability is unlikely, my conviction is that reflective practitioners' descriptions of their personal experience in their workplaces can contribute to the development of theories grounded in experiential knowledge. Especially during times of workplace change when professional identity is being redefined it is necessary for reflective practitioners to contribute to discussion about the nature of teaching and learning, and in this context I hope that my account may be of use to others in the teaching community of practice.

Methods and structure 

Workplace research is laden with ethical issues. My relationship with colleagues and subordinates meant that I assumed multiple roles during the research process - participant and observer, subordinate and assessor, colleague and researcher. My objectives were to maximize the chance of learning from the research project whilst respecting the other participants in the research setting.

A qualitative, ethnographic research process seemed most likely to yield useful results when attempting to gain insight into a natural setting, the meanings and perspectives present in it, and the processes taking place.  During the process of building on previous insights, selecting and discarding information and using personal judgement to explain what is happening, qualitative researchers are themselves the essential methodological instruments (Ball, 1993). However, this requires a scrupulous attempt to be inclusive, honest and even-handed. Semi-structured interviewing of a representative sample group of teachers was used to ensure multiple perspectives. Participant observation of team and departmental meetings and departmental study days and the study of organizational documentation (agendas, minutes and reports) were used to gain insights into organizational developments. Insider research is validated by those who recognize themselves in it, and this implies a commitment to seek peer review by colleagues within my organization and by my wider community of practice.

After a brief note on the setting, my account describes change processes perceived by teachers to be affecting the student population. I am convinced that they are not context-specific, and that other teaching professionals will recognize them. If students have changed teaching also needs to change; therefore I outline the concomitant changes in the experience of teaching reported by teachers in the department of Business Management and Engineering. The contested areas of curricula, subjects and standards are then explored. Next the pluralistic cultural environment created by course mergers, and the impact on the teachers involved is described. I continue with an account of the events of the academic year 2006-7 as expressed in the activities of work groups set in the context of distribution of leadership. I conclude by evaluating the change experience. Change is perceived as gradualist and its implementation "the art of the possible".    

The setting

Fontys University of Applied Sciences (FUAS) is the largest state recognized and funded higher education institution in the Netherlands, and provided undergraduate degree courses for 37,418 students, offered employment to 3,967 personnel (full time equivalents) and generated turnover of €295,306,000 in 2006. 
The reorganization of Fontys Institute of Science and Technology (FIST), known as Challenge 4 was initiated by university management in 2005. Its objectives were to increase student enrolments to four re-organized engineering departments, introduce competence-based curricula in constructivist and web-enabled educational environment and invigorate the teaching staff. 

Business Management and Engineering (BM&E) is the product of three courses within FIST. Business Management (Bedrijfsmanagement MKB) Technology Management (Bedrijfskunde en Logistiek) which was itself the product of a merger carried out in 1999 between two courses, and Technology Venlo (Techniek Venlo). BM&E is located in Eindhoven, Tilburg and Venlo in the South of the Netherlands. In all it comprises 8 partly related undergraduate degree courses (all contain elements of engineering and business studies curricula) and one post graduate course (M.Sc. International Logistics). Whilst Dutch predominates in Eindhoven and Tilburg, in Venlo courses are taught in the Dutch, German and English languages. 
The changing student population - long term trends

Recruitment

Government targets have been set in the Netherlands to increase participation in higher education (Ministry of Education, Culture and Science MOCW, 2005) The research universities require a higher level of academic attainment from their intake than the teaching universities.  Therefore it seems likely that expansion will be realized by enlarging the category of students who proceed to study in teaching universities (Hoger Beroeps Onderwijs or HBO). In Dutch universities possession of the appropriate secondary school or vocational college diploma guarantees admission - there is no "selection at the gate". Motivation is not assessed, and sometimes suitability is doubtful, however the potential student is under pressure to enroll. Employers are reluctant to recruit school leavers and career opportunities are limited, and therefore a critical mass of school leavers enters higher education. The degree courses on offer are vocational, yet often entrants have little idea of the professional context which awaits them after graduation, and therefore lack intrinsic motivation. 

The engineering student was historically male, white and middle-class. However, demographic trends indicate that this category of potential students is declining in numbers. If targets for increased participation are to be met - and employers are warning of a shortage of graduates able to take up managerial roles in a technological environment - then recruitment activities will have to intensify their existing focus on girls, ethnic minorities, those whose parents did not obtain a university education and ethnic minorities. Not only the traditional entrants to engineering and business studies courses, but also the above-mentioned categories can thus be enabled to achieve emancipation and self-actualization via a Business Management and Engineering degree.    
Retention

A more heterogeneous student population, presenting more complex needs, is already entering our classrooms. It requires a more student-centred and inclusive educational experience, capable of being completed successfully by greater numbers of undergraduates. Confusingly for teachers, in certain aspects today's students are extremely advanced, whilst in others deficiencies give cause for concern. The online generation is accustomed to multi-tasking, but has difficulty concentrating. It is adept at gathering information, yet weak at internalizing it. Teachers have to compete with a variety of modes of communication - MSN, MP3, and mobile telephones - and activities such as gaming and surfing before they can capture the attention of students.
Students are increasingly subject to financial pressures and expect timetables which allow them to finance their studies by means of part time employment. They choose to remain under the parental roof. "It's like a five star hotel. Why should I move out?" as one student explained. Remaining at home means their experience of student life is more sheltered and materially comfortable, and less independent.

Teachers in the interview sample reported changes in the students presenting in their classrooms:

They concentrate less; they want to finish their work more quickly. They used to have more depth of insight into their work. They want a flashy approach, and their ability to concentrate is differently focused. 

Yes of course students have changed. Society has changed, and students reflect social changes. Students are broader, yet more superficial. Yet in a fundamental sense I think students have stayed exactly the same!

I have developed game and quiz based material to appeal to the students of today. They respond well to it, and I like it too!
Teaching these students requires a new skills set. The widespread implementation of project-based constructivist methods (also in secondary schools - the studiehuis, introduced in 1998) means that class-based transmissional teaching has been superseded by informal, egalitarian and individualized teaching methods. For many teachers this was a liberating experience, granting official status to teaching forms they had already applied. However, for others, deskilling and loss of status were the perceived outcomes (Hargreaves, A., 2003). Students can learn just as well from Internet, of from each other, is the message these teachers here. Not only teachers are disillusioned: 32% of students accepted to Dutch teaching universities fail to graduate (OCW, 2006). 
Subjects, the curriculum and standards - ongoing changes

The curriculum and the subjects it contains are key elements in the processes of recruitment, retention and successful graduation. However, the curriculum is more than just an academic conveyor belt. To the outside world it defines the body of knowledge possessed by the successful graduate, distinguishing the graduate of Business Management and Engineering from other graduates and indicates to stakeholders such as employers what they can expect of a particular type of graduate. Good teaching of a professionally relevant curriculum is the raison d'etre of vocational courses in teaching universities. For those responsible for delivering the curriculum - the insider view - it embodies an enormous personal investment of time, energy, knowledge and experience by generations of teachers. It is organic, , responding to the perceived future needs of society, rooted in experience and delivered to students themselves on the threshold of personal development processes as they emerge from adolescence.   
Curricula in the Netherlands have been subject to intense external pressures since the turn of the century. Enormous changes have taken place throughout Dutch higher education subsequent to the signing of the Declaration of Bologna (a pledge by 29 countries to reform their educational systems to achieve convergence). This entailed the introduction of the Bachelors / Masters model in the Netherlands in September 2002 and the implementation of the European Credit transfer System in 2004. This process is comparable with the acquisition of university status by British polytechnics, and led to extensive processes of curriculum re-design and accreditation. Back grounding this major educational project was the reorganization of secondary school curricula into "profiles"
 , the introduction of competence-focused and project-based educational forms, the advent of electronic learning environments and continuing governmental economy measures.  It is hardly surprising that such extensive change processes have led to public concern about outcomes. The media, employers, policy makers and students are currently involved in a wide-ranging debate about the losses and gains of 21st century educational innovations. The central issue is epistemological: are the kids learning anything nowadays?
Whilst acknowledging the impact of external pressures on the curriculum I intend to focus on internal pressures: 'the struggle for control and definition of what is to count as education' (Ball 1991:169) within the Business Management and Engineering context. In this section I delineate the long term processes - later I will focus on developments after the reorganization. In both long and short term processes the role of knowledge is at the forefront of the attention of all concerned. A secondary feature is the contested role of subjects within the curriculum. Project and competence-based educational methods have re-defined the teaching process. Knowledge is no longer imparted in a socialization process during which the learner assimilates the perspectives of the educator (Atkinson et al, 1993) but constructed by students working in project groups in electronic learning environments.  Business management and Engineering teachers operate as process guides, workshop coaches or portfolio assessors. These roles offer opportunities to develop professionally rewarding coaching relationships with learners and are a source of satisfaction to many teachers. However, for those whose entry to the profession was impelled by a love of their subject and a desire to transfer subject knowledge, these new teacher roles may be perceived as unsubstantial. Such teachers value their roles as subject experts. Although the usefulness and relevance of subject knowledge are questioned by those who advocate applied forms of knowledge acquisition, the reduction of the knowledge component and the dwindling recognition for subject teaching within the curriculum has led to widespread concern about "dumbing down".
Project based education demands an integrative approach. When working on a case study, students bring insights from arrange of disciplines to bear. Business Management and Engineering students must not only be capable of coming up with technical or logistical solutions to practical problems, but must also be able to think commercially, apply economic insights and understand the operations of organizations and the functioning of those who work within them. This means that the role of individual subjects is subsumed in a broader context. Teachers may no longer prioritize their own subjects, but have to accept the claims of others. Extensive processes of negotiation are inevitable as teachers compete for their place on the curriculum and in the classroom (O'Neill,2003). Furthermore, subjects morph into one another in project-based education and subject teaching can no longer be delivered as a "stand alone" activity. Forms of team teaching are needed to deliver the integrated curriculum. Most teachers enjoy relating insights from other disciplines to their subject area - the situation becomes more complicated when they are asked to teach those other subjects. Whilst amore flexible teacher workforce which can be widely deployed benefits the organization, individual subject teachers can enjoy a reduction of professional satisfaction when the link with their discipline is over-stretched. They fear a loss of quality of teaching. As a colleague explained:
Any team member can teach any of the lessons in out first project. That says something about the depth of knowledge imparted to the students.
Additionally, there are concerns about the reduction of opportunities for the subject teacher to inspire learners with their love of the subject. The distinctive subject flavour gets lost in an insipid and tepidly-served curriculum stew.

Do teachers feel pressured to lower standards in order to achieve acceptable success rates? Particularly within universities the role of teachers as "gatekeepers" - determining on the basis of academic performance who will have access to knowledge - is value-laden. In the past some teachers were said to regard high failure rates with approval because they indicated the rigour with which a subject was taught. It was generally accepted that certain subjects - mathematics, for example on Engineering courses - functioned as selection processes, determining which students were capable of proceeding to graduation. The introduction of market forces to the educational situation impacts on this role. The marketisation of course provision and output related funding create a tension between teacher responsibility for upholding standards, and teacher realism about accountability (Gleeson & Shain, 2003).
Most teachers resolve these tensions in their workplaces in a pragmatic and sensible way. However, the strains of making the best of things are clear in many teachers' working lives. Emotional work is the effort employees put into keeping their private reactions to a situation suppressed, or presented in organizationally acceptable ways. Teachers put in emotional work when cajoling apathetic learners to study, especially when they themselves are doubtful about the educational experience they are providing (Hargreaves 2003). Emotional work can lead to disillusionment and cynicism. Ideally teacher's sense of professional self-worth finds expression in teaching the subjects they love, with the recognition of their colleagues, to students who are able to benefit from their teaching. However, in practice the curriculum has become an arena for conflicts of interest - negotiations about "the art of the possible". These conflicts intensify in the context of course mergers, as I will explain in a later section of this paper.
The experience of course mergers: the formation of Business Management and Engineering

Abrupt and disjunctive organizational change was introduced against this backdrop of changes in student population and educational provision. It was not unexpected. Enrolments were declining, resources under pressure and overlap between courses evident to all concerned. Towards the end of 2005 a reorganization was announced. The teaching staff, including their Directors of Studies, would undergo a screening process to determine whether they would find a place within the new department. One of the existing Directors would be re-appointed.

It is almost impossible to conduct reorganizations without hurting feelings, damaging careers and demotivating employees. There is general agreement that the reorganization of Fontys Institute of Science and Technology was mismanaged. It demoralized teachers and distracted attention from the wider context of change within which it was placed. 
After the reorganization one of the Directors of Studies was re-appointed. He is assisted by four deputies, each of whom would be responsible for one of the courses which had been combined to form Business Management and Engineering and would also be responsible for generic aspects such as quality control or public relations.
During 2005 and 2006 fourteen teachers left - retired, outplaced or redeployed - and twenty new recruits joined the department. On 1st May 2007 164 employees were employed in the department of Business Management and Engineering. Of them 106 are teachers.
In September 2006 2nd and 3rd year students selected and commenced studying two minors. Teams of teachers originating from various FUAS courses developed these minors and taught them. 

Whilst not a direct outcome of the merger, during the period August 2006 - July 2007 all courses involved in the merger will have moved to new accommodation in Eindhoven, Tilburg or Venlo.

An analysis of the culture of Business Management and Engineering in September 2006

Three courses (Business Management, Technology Management and Logistics Management) had been combined on the basis that they all contained elements of Engineering and Business Studies curricula. There was common ground and common cause, yet in September 2006 it was apparent that the cultures of the three courses differed and multi-site operations exacerbated the situation. Culture - 'the way we do things round here' (Bower, 1996 cited by Bennett 2003:50) expresses what members of the organization hold dear and what gives their lives meaning. It evolves from shared experience, given meaning in organizational role enactment. Culture - 'the normative glue' (Sergiovanni 2003:14) worked to maintain the separate identifies of the three courses in spite of the merger. Educational leaders are enjoined to work with the culture, but the question was now; "Which one"? In the post re-organization Business management and Engineering context it is clear that individual autonomy is great and diverse loyalties, ambiguous goals and pluralistic values characterize the setting. It is anarchistic and multi-cultural (Hargreaves, D. 2003).
Lifeworld and systemsworld are concepts defined by Habermas (Sergiovanni, 2003). Simple yet resonant they express the duality of all social enterprises. An organization has members and a purpose which interact to form the lifeworld. The lifeworld is the expression of what people care about and represents the essential values and beliefs of an organization - its culture. An organization also has to acquire resources and develop structures which enable it to meet its objectives - the systemsworld. It is the world of instrumentalities, of means to ends (Sergiovanni,2003). Within Business Management and Engineering not only the organizational cultures - the lifeworlds - of the merged courses are divergent, but also the systemsworlds. Timetabling, registration of student grades and even student admission criteria are not in alignment. Habermas was concerned about the 'colonization of the lifeworld by the systemsworld' (Sergiovanni 2003:18, citing Habermas 1987: 173) when means become more important for an organization than ends, when procedures become more important than values. However, in Business Management and Engineering the reverse seems to be true - the systemsworld of procedures has acquired lifeworld significance and administrative changes are experienced as influencing the culture of the organization. The lifeworld has colonized the systemsworld.
Leadership and distributed leadership

In a complex and changing situation it is not surprising that the concept of leadership is grasped as the "one size fits all' solution to complex problems. The dominant cultural model is that of top down leader, possessing vision, inspiring followers, creating new realities and winning commitment (Storey, 2004). Leadership is perceived as the cost-effective solution to problems caused by teacher demotivation, financial restraint and policy failure. Particularly where the implementation of change agendas is concerned leadership is seen as a vital ingredient - there is an extensive body of literature describing how "super heads" have turned round failing schools (Fullan, 1992, McMahon, 2003). However, in practice no leader, however charismatic can implement change on their own (Hargreaves, D., 2003). Leadership itself is a social construction, and leaders cannot lead without the cooperation of followers. If educational policy is to be translated into practice the compliance (whether willing, unwilling or strategic) of teachers is essential. 

Theory tells us that whilst managers are transactional, task-focused and concerned with systems maintenance, leaders are transformational people-focused and capable of creating change (Riley & Macbeath, 2003). However, locating leadership within one person overloads the role of the educational leader (Storey 2004).  Occupying a role as "buffers" between university management and teachers and charged with explaining the one to the other, educational middle managers have to deal with role ambiguity and express multiple identities in their working lives (Gleeson & Shain, 2003). Often having come up through the ranks themselves, their initial professional identities were defined as teachers. However, whilst still regarding good relationships with teachers as salient, they have moved on and define themselves in managerial contexts. Subject to the pressures of accountability to university management and the focus of grass roots expectations, educational leadership, when located in one person becomes a heavy burden. Continuity is also an issue (McMahon, 2003). Managerial job rotation is an aspect of personnel policy within FUAS. If organizational change and educational innovation have been convincingly adopted by the organization, the departure of initiators is unproblematic. However, if one individual has ownership of change, what happens to the organization when they move on?
Within universities strong traditions of collegiality enable leadership to be seen as an organizational function rather than a personality trait. In a workplace within which authority is ratified from below, decisions are exposed to dissent and policy making is an egalitarian process, the concept of distributed leadership appeals to the values and work ethic of teachers. Distributed leadership, deriving from principles of collegiality and organizational democracy, requires definition if the concept is to be used meaningfully. It has been used to indicate leadership from a remote physical location (Kayworth & Leidner, 1998 cited by Bennett, N. et al, 1998), and in that sense is a necessity of life in the multi-site Business Management and Engineering context. However, more significantly,  it can be seen as an emergent property of groups or networks, taking concerted action, and achieving synergies because the whole is more than the sum of the parts (Bennett, N. ibid). Expertise is distributed across the many, and enables learning to take place in a community of practice context (Wenger, 1998). This raises issues of who distributes leadership; is distributed leadership at odds with strong senior leadership? A review of the literature (Bennett, N. ibid) indicates that distributed leadership is generally initiated by educational leaders, and that strong partnerships are possible in spite of power disparities. Distributed leadership affords possibilities for individual growth and development of reflective practitioners, and ensures that decisions are made by the appropriate persons - those who have to implement them. This in turn increases motivation and commitment and unleashes teacher energy and expertise, especially when a critical mass of teachers decides to introduce change agendas. Within organizations everybody has power, although at the lowest level it is the power to sabotage or subvert. This power can be channeled into cooperative modes through the application of the principles of distributed leadership. Distributed leadership empowers the individual who becomes responsible for creating and maintaining collective values, thus bringing about cultural change.

The events of 2006-7

Within Business Management and Engineering distributed leadership found expression in the setting up of a number of work groups during the academic year 2006-7. These work groups carried on activities initiated before the reorganization. Composed of a selection of colleagues originating from the three merged courses they brought together disconnected groups, allowing them to gain access to new ideas and share explicit knowledge in the quest for change. Essentially their concern was with establishing how Business Management and Engineering could meet the needs of its students and stakeholders. They were tasked with establishing the extent to which the curricula demonstrated overlap and making proposals for curriculum redesign and developing organizational support systems (such as assessment procedures and student counseling). The first round of workgroup activity resulted in reports, presented to the teachers in January 2007. A second round of workgroups carried on the work of the initiators. In April a third round of workgroups worked out the ideas. The workgroups had a changing composition, even including notorious 'resistors' (Fullan 2003). Workgroup output has been communicated to the teachers on study days and via reports.
Some conclusions

At the time of writing this process is incomplete. However, it is possible to draw some tentative conclusions on the basis of what has been achieved (or not) so far. In doing this I am aware of the limitations of my perspective at the apex of the organizational triangle. Additionally, the imperiled objectivity of the insider researcher has become clear to me. I have my own ideas about what should change in my workplace, but may not impose them on this research process. In my introduction I criticized the hyper-rational, prescriptive and sanitized accounts of change I had been reading, and I have been strengthened in this position by my observations in my workplace. My examination of change processes has taught me that we are dealing with a non-rational world, and trying to achieve multiple and competing goals in a situation in which everything is inter-related. However, it is my conviction that distributed leadership can enable us to find better ways to teach our students, and I have come to the following tentative conclusions about "the art of the possible". 

Firstly, opening up the boundaries of distributed leadership and broadening the experience would assist the implementation of change processes. Support staff is involved in educational provision, and should therefore be included in a process which concerns their work. It seems generally desirable to implement the same procedures and working methods throughout the organization - to harmonize the systemsworld. Compatibility brings with it complex organizational issues, but will promote the sense of belonging to one organization, and therefore support staff should explicitly be involved in change implementation. Equally, students are on the receiving end of educational provision, and their input is valuable in determining the validity and relevance of subjects and the curriculum. Their practical experiences would provide a useful counterbalance to theoretical viewpoints of teachers. Therefore it seems useful to involve existing students and alumni in providing input for curriculum redesign.
Secondly, sensitivity to timing is relevant to implementation of organizational change. Immediately after the reorganization there was a preparedness to do things differently, probably generated by a sense of imminent crisis (Hargreaves, D. 2003). This left teachers open to the idea of rapid change. Teachers are often primarily concerned with the present and near future - the classes they are teaching now, and next term. Long drawn out consultation processes in the absence of action create anxiety in teachers. Certainly there are no quick fixes, yet maintaining momentum and a sense of urgency are important ways of focusing attention.
The appointment of change agents also seems an important means of distributing leadership. An analysis of why change initiatives fail describes 'zones of wishful thinking' (Fullan, 2003:189). These zones are the blank areas between present situation and the desired future state. Thinking through the actions which need to be taken under the guidance of a change agent in a distributed leadership context could create confidence and commitment within the organization and would demonstrate "the art of the possible". Subject teachers - or the existing teams - could have been given change agent status and charged with the responsibility for delivering core curriculum areas. They could have given an impetus to curriculum development. 

Teachers have been accused of innate inertia and conservatism. Whilst I am convinced that teachers in BM&E have not demonstrated these behaviours, their avoidance is crucial for the successful implementation of organizational change and educational innovation. Many teachers experience of teaching is confined to their present work setting. Exposing teachers to a range of educational ideas and practices will help them to favour change. Encouraging mobility and continuing professional development promotes openness to change. Similarly the avoidance of mono-cultures - like-minded colleagues agreeing with one another - by pursuing inclusive personnel policies and ensuring gender parity, ethnic representation, divergent identities and a range of age groups is important in long term creation of conditions favourable to change initiatives.  
Certainly the common and uniting aspects of our organizational culture and educational methods are at least as important as those which differ. Common cause and common ground are real and present. The only justification for change processes must be improvements in teaching and learning - desired by all in the setting. I have tried to convey in this paper the search for balance, the need for synthesis, and I would like to conclude with a quotation which expresses my sense of how the scales should tilt when a balance is sought between free will and destiny. I will let it speak for itself:

There is a tide in the affairs of man,

Which taken at the flood, leads to fortune.

Omitted, all the voyage of their lives

Is bound in shallows and in miseries.

On such a full sea are we now afloat.

And we must take the current when it serves,

Or lose our venture.         Julius Caesar IVii269-276
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� An example of this "easier said than done" description is: 'The challenge for those in formal, senior positions in universities will be to become leaders of leaders.: to create environments and workplaces in which academic and administrative staff feel - and in fact are - capable of influencing the directions in which these institutions will go. Strategic leadership and management behaviour - that is behaviour that is goal-driven, proactive and where opportunities are seized and recognized and threats identified and overcome = must therefore be a defining feature of university staff (Marshall et al 2003:44)


� As from 1997 secondary school children in the Netherlands have chosen from four educational profiles - Economics and Social Sciences, Culture and Social Sciences, Nature and Technology and Nature and Health. 


� Although Technology Venlo and ICT Venlo are part of BM&E I have left them out of the analysis that follows because their curricula and external presentation are aligned with the departments of Engineering and ICT located in Eindhoven.
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