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This study explores the impacts of ateacher-led empowerment initiative in a federation of
independent schools. The authors used survey and archival data as well as a conceptual
basis in consistency models to examine the relationship between participation in this
organizational change initiative, individual behavioral changes pertinentto it, and ratings
of its effectiveness. Results indicated that behavioral changes were strong predictors of
individual ratings of the effectiveness of the initiative and partially mediated the relation
ship between participation and effectiveness ratings. Some results supported a consis
tency framework; others did not. Based on these results, the authors suggestimplications
for research and practice regarding empowerment-oriented and other types of erganiza
tional change initiatives.

A large number of organizational change initiatives, under rubrics such as quality of
work life, employee involvement, and high-commitment workplaces, include empow
ering employees as one of their components (e.g., Cummings & Worley, 1997; Quinn &
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Spreitzer, 1997; Randolph, 1995). The expectation is that empowermentis linked with
changes in employee behavior that are beneficial for both employees and their organi
zations (e.g. Bushe, Havlovic, & Coetzer, 1996; Ford & Fottler, 1995).

Several studies have explored the relationship between already existing levels of
empowerment and other individual or organizational characteristics or outcomes (e.g.,
Spreitzer, 1996; Spreitzer, Kizilos, & Nason, 1997). Empowerment has been reported
to have animpact on individual effectiveness and innovation as well as on transforma
tional change in organizations (Quinn & Spreitzer, 1997). However, there have been
few empirical investigations of the impacts that organizational change initiatives
aimed at empowering employees have on the employees’ behavior and resulting
assessments. Spreitzer and Quinn (1996) conducted one of the few studies of an organ
izational change effort explicitly designed to empower employees, a large-scale man
agement development program at the Ford Motor Company designed to stimulate
middle-management change. Their research focused on the impacts of the middle
managers’ individual characteristics on their responses to the change initiative and
addressed one approach to empowerment, an attempt to foster the middle managers’
transformational leadership abilities. However, a wide number of meanings for and
approaches to empowerment exist (Bartunek, Bradbury, & Boreth, 1997). The differ-
ences in meanings and approaches suggest that change initiatives aimed at empower-
ing employees can vary considerably in how they are implemented and how they affect
an organization and its members. Thus, there are still many unanswered questions
about participation in empowerment efforts and their outcomes. In addition, little is
known about how levels of participation in an empowerment effort affect outcomes of
the effort.

In this article, we study the impacts of a change initiative aimed at empowering
teachers—an empowerment program that was introduced into a federation of 19 inde-
pendent schools. We do so using a consistency-based conceptual framework that has
not often been explicitly used in planned organizational change research but is implicit
in many and explicitin some models of and approaches to organizational change. Fest
inger (1957), Salancik (1977), Bacharach, Bamberger, and Sonnenstuhl (1996), and
others who have developed the consistency framework suggest that people often desire
to resolve inconsistencies between their behaviors and attitudes. This desire may help
to explain why empowerment and other change efforts have their intended impacts.
We used a consistency-based conceptual framework as a basis for exploring-the rela
tionship between individual teachers’ levels of participation in the change effort,
behavioral changes they made as a result of participation, and their ratings of the
impact of the change initiative in the federation of independent schools.
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LITERATURE REVIEW

The issues that are central to this study include the levels of participation in a
change initiative, the behavioral changes that result, and the relationship between
behavioral change and assessment of the initiative. We address each issue in turn.

Participation and Change in Organizations

Since Lewin’s (1947) time, participation of some sort has been considered a major
motivator of change. Most research on participation has focused on whether or not
people participate in decision making (for reviews, see Locke & Schweiger, 1979;
Miller & Monge, 1986; Wagner, 1994). The assumption of much of this literature is
that participation is associated with improvements of some kind in behavior or satis
faction. Some of this literature directly asserts that participation in decision making is
a primary way of empowering employees (e.g., Atchison, 1991; Powell, 1995).

A much smaller literature has focused explicitly on participation in organizational
change initiatives (Neumann, 1989; Pasmore & Fagans, 1992). In this work, level of
participation, not simply a dichotomous measure of participation or nonparticipation,
is important. Pasmore and Fagans (1992, p. 385) suggest that there is a continuum of
participative acts in an organization that is undergoing change, ranging from the low-
est level (simply joining and participating in a system), to contributing (helping to
improve the existing system), to collaborating (seeking to involve or support others in
changing the system), to creating (transcending the current system). Although the spe-
cifics of the participative continuum developed by Pasmore and Fagans are not perti-
nentto all change initiatives, their work does suggest that a simple distinction between
participating and not participating in an organizational change effort is inadequate.
Some organizational members are likely to take the lead in designing a change initia-
tive, and others will follow their lead in some way or choose not to follow it. The more
or less implicit assumption of much of this research is that the greater the level of par
ticipation, the more positive the outcomes. Few researchers have formally studied the
potential impact that differing levels of participation might have on the outcomes of
organizational change initiatives.

Effects of Participation on Behavior

Participation in a change effort should affect individual participants’ behavior. Por
ras and his collaborators (Porras & Hoffer, 1986; Porras & Robertson, 1992; Robert
son, Roberts, & Porras, 1993), in particular, strongly emphasize the importance of
individual behavioral change in any model of planned organizational change, insisting
that a first aim of planned change efforts must be to change individuals’ behavior.
Without individual behavioral change (such as behavior that reflects empowerment)
there will not be larger organizational change. Moreover, unless participants-experi
ence behavioral change, they may be unlikely to rate a change initiative as effective.

Because empowerment programs are based on multiple definitions of empower
ment, it is not possible to specify one generic type of empowered behavior that should
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result from all change initiatives aimed at empowerment. However, it is a reasonable
assumption that a particular empowerment initiative will carry with it one or more
expectations of the types of behavior that will result from that initiative. Thus, when
assessing an organizational empowerment initiative (or any type of change initiative,
for that matter), it is legitimate to explore whether organization members’ behavior
changes in ways that are consistent with the expectations of that initiative.

A primary conceptual basis for an expected relationship between behavioral
change and attitudinal change comes from the long theorized and empirically-demon
strated notion that people often try to demonstrate consistency in their behaviors and
attitudes. Aspirations for consistency have been discussed by social psychologists and
others since Festinger's (1957, 1964) early writings on cognitive dissonance that
focused on the fact that dissonance between attitudes and behaviors causes tension and
motivates people to create consistency by changing their behavior or cognitionin some
way. If change agents can accomplish an initial shift in attitude or behavior, other
changes aimed at restoring consistency should follow. There is evidence, for example,
that initial attitudes have small, but significant, impacts on later behavior (Kraus,
1995) and that behavior has a considerable impact on later cognition (Weick, 1995).
As Salancik (1977) and others have discussed, if people perform a behavior (such as
participating in a change effort) that is observable, public, of their own volition, and
irrevocable, they are likely to experience this behavior as committing them in some
way to the endeavor. As those who do research on the foot-in-the-door technique (cf.
summary by Cialdini, 1988, pp. 72-73) have demonstrated, even a relatively small
public commitment often leads people to become involved in other and more extensive
behaviors consistent with their initial actions. Together, this research suggests that
when organizational members’ participation in an empowerment initiative is public
and observable they are more likely to become committed to that initiative and to take
on actions that are consistent with it.

Relationship Between Behavior and Assessment

Based on a consistency rationale, itis reasonable to assume that behavioral changes
that result from a change initiative will affect later assessments of the change initiative.
One of Festinger’s (1957, 1964) main arguments was that people develop attitudes that
are consistent with their prior decisions and behaviors. Salancik (1977) built on this
argument and Kiesler’s (1971) to suggest that because of their need to resolve incon
sistencies between action and attitudes, people often become committed to their
behavioral acts. Weick (1987, 1995), among others, suggests that one implication of
this need to resolve inconsistencies is postdecisional justification. When people com
plete actions, they work backward and use their actions to search for patterns of likes
and values that explain the outcomes. Bacharach et al. (1996) suggest that large-scale
organizational change efforts may be largely organized around needs to search for con
sistency. O'Reilly and Chatman (1996) suggest that consistency partially explains
why commitment mechanisms help organizations develop high-commitment work
places, an example of the type of workplace design that is expected to be empowering.
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In other words, a consistency argument suggests that behavioral change that results
from a change initiative should affect later assessments of the initiative. Furthermore,
such behavioral change should at least partly mediate the relationship between partici
pation in a change effort and assessment of it. If Salancik (1977) is correct, participa
tion in a change initiative should have an impact on assessment because it leads people
to act in a way consistent with the participation, and this action should lead to higher
assessments in order to maintain consistency.

The Context for This Study

We explore the relationship between participation in an empowerment-oriented
change initiative, behavioral change, and evaluation of the change initiative within an
important organizational context, a federation of independent schools. As a type of
organizational form, federations consist of a number of affiliated organizations that
agree to relinquish control over certain activities to a central management office (cf.
D’Aunno & Zuckermann, 1987; Oliver, 1990; Provan, 1983). In federations,-espe
cially voluntary ones as is the case in this study, relationships among member organi
zations and between each member organization and the central management office are
relatively loose. The central office acts on behalf of the interests of the affiliated
organizations and coordinates initiatives that involve all the affiliated organizations.
Atthe same time, affiliate organizations are generally autonomous with regard to their
day-to-day operations, even as they carry out activities and initiatives that are intro-
duced by the central office and are of interest to the federation as a whole. Conse-
guently, when an initiative is introduced into the federation from a central source,
implementation of the program may vary in the different member organizations.

The initiative introduced here was a central one, introduced by a group of teachers
from different schools operating under the auspices of the central office. Most assess-
ments of change deal with a single organization and with initiatives introduced by
someone with considerable formal power. This article contributes to an understanding
of empowerment in particular and organizational change in general by exploring the
implementation of an initiative carried out by a group with relatively little formal
power in the multiple settings of a federation.

In the following section, we describe the change initiative and the founders’ vision
and plan for itin some detail. Their vision is important because it implies the types of
behavioral change that would be appropriate to expect.

THE CHANGE INITIATIVE: TEACHER EMPOWERMENT

We explored participation, behavioral changes, and ratings of the impacts of an
innovative teacher empowerment program. This program was introduced by the Net
work Faculty Development Committee (NFDC), a group whose mission was to
empower teachers in the network, a loosely knit federation of 19 independent schools
dispersed across the United States. The time period of this assessment ranged from the
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beginning of the NFDC until its sixth year, concluding with a questionnaire that was
administered in all the network schools.

The NFDC, a seven-member group composed primarily of teachers from several
different network schools, attempted to empower the teachers in the network through
several activities that were derived from a well-articulated and complex conceptual
model of empowerment. The NFDC's early vision and early work have been described
by Bartunek, Lacey, and Wood (1992), and the following presentation is based in part
on that paper.

The NFDC's approach to empowerment grew out of its founders’ dissatisfaction
with established methods of teacher empowerment. Some of these methods are based
on a concept of school-based management (e.g., Conley & Bacharach, 1990). Such
methods provide opportunities for teachers to be involved in solving administrative
problems in their schools. Other methods emphasize self-efficacy (e.g., Maeroff,
1988) and attempt to give teachers more autonomy in their own classrooms so that they
can be more creative in their teaching approaches. The assumption, however, is that
this creativity will be exercised only in the individual classroom. There is no expecta
tion that teachers’ creativity in their own classrooms could affect anyone other than
their own students (Shujaa, 1989).

The NFDC founders were dissatisfied with both approaches. They believed that
these approaches depended on a narrow implicit assumption that teachers can have
meaningful impact only within their own classrooms or by sharing in the decision
making that is usually left to administrators, as if administrators do the only powerful
workin schools. In contrast, the NFDC founders designed a teacher empowermentini-
tiative that would enable teachers to build on their classroom- and school-based
knowledge to make a public contribution to education and educational reform.

The NFDC'’s empowerment initiative was based on the premise that teachers and
their experiences provide crucial and valuable knowledge for educational inquiry,
research, and theory and that the improvement of education hinges on providing
forums for teachers to articulate and communicate their practical knowledge to each
other and to the public. The NFDC founders believed that if teachers are afforded time
and space to build relationships with their colleagues, they can tell their professional
stories, articulate problems, recognize recurring themes, and work toward common
solutions. In so doing, teachers can grow in their awareness of the knowledge they have
gleaned from their work and of their power to imagine new ways to educate. From this
affirmation of the value of their own insights, teachers are expected to develop a
greater ability to take risks and make changes and, subsequently, a desire to communi
cate these insights to wider audiences (McDonald, 1988). The founders expected that
through participation in NFDC-sponsored activities, teachers would begin to make a
public contribution based on their classroom- and school-based experience. In-particu
lar, they might be expected to make known in the network (and eventually beyond it)
initiatives they took related to their teaching.

The founders envisioned the NFDC as a forum through which both committee
members and a wider circle of teachers could carry out this approach to empowerment.
The NFDC implemented its approach and philosophy in the network through multiple
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mechanisms. Each mechanism represented a different way that teachers coutd partici
pate in this empowerment initiative. First, the NFDC conducted a semiannual series of
faculty institutes. During these institutes, teachers from the different network schools
were brought together to build professional relationships with each other and to learn
about and propose programs for faculty development in the network (for an example,
see Bartunek et al., 1992). NFDC members planned these institutes with the help of
other network teachers and administrators. Second, beginning in their second year, the
NFDC initiated an annual journal of teacher writing, thetwork Journal of Educa

tion (NJE), to which all faculty members in the network could submit articles. Several
faculty members in the network constituted Mh#Eeditorial board (which had a rotat

ing membership), while others were peer reviewers for the submitted papers. Finally,
to communicate effectively with the various network teachers, the NFDC appointed
contact people in each school. The contact people received NFDC information and
made it available to teachers and communicated with NFDC members about pertinent
events taking place in the individual schools.

Although the number of teachers involved with the NFDC's activities increased
over the years, the majority of teachers in the different schools did not directly partici-
pate in the change initiative. Many teachers knew about it primarily through hearing about
it from the contact people or other participants or through reading ab@utitsties.

The founders and NFDC members expected that participation in NFDC activities
would affirm the value individual teachers placed on their own knowledge and insight
and that as a result of this affirmation, teachers would be more willing to make changes
and to make public contributions regarding these changes. Hence, the NFDC's activi-
ties were expected to have a positive impact on the individual teachers and, through
them, the various schools and the network. That s, by making the results of their inno-
vative activities public, the teachers would positively affect their own schools and the
network as a whole. In this study, we focused on two innovative activities, writing
about one’s innovative work and forming local faculty development committees
(FDCs). The first change was a direct component of the founders’ vision for the
NFDC, and the second emerged as a result of one implementation of that vision, the
faculty institutes. We discuss these changes in more detail below.

The primary way teachers made their innovative activities more public was by shar
ing them with other teachers through a public outlet within the network. Two to three
times a year, the network’s central office published an informal newsletteNdhe
work Newswhich contained short informational articles about the innovative activi
ties taking place in the different schools. The newsletter gave teachers the opportunity
to share information about and learn from initiatives taking place in the various net
work schools. The NFDC founders hoped that as a result of their participation in the
NFDC activities, teachers would be more inclined to make known in the network the
creative initiatives they took related to their teaching; a primary way they would do this
would be through thé&letwork News

Atthe first faculty institute, held during the NFDC's second year, some participants
suggested that the individual schools start their own local FDCs, whose purpose would
be to encourage faculty development activities within the individual schools. A few
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teachers who had participated in the faculty institute took the first steps to implement
local FDCs in their schools the next year. Word spread about them across the network.
The FDCs were formally discussed at the second faculty institute 2 years later, and
more local FDCs were developed as a result. At the time of questionnaire adrinistra
tion, there were local FDCs in 10 of the 19 schools. Consistent with the fact that the
network was a federation, the number of teachers participating on the local FDCs var
ied considerably in the different schools, as did the kinds of activities in which the local
FDCs were involved.

CONCEPTUAL FRAMEWORK AND HYPOTHESES

The conceptual model for our investigation is shown in Figure 1. This model
depicts the expected impact of level of participation in the empowerment initiative on
desired behavioral changes and, as a consequence of these changes, teachers’ratings
of the initiative. The model suggests that both behavioral changes and evaluations of
the initiative should be affected by level of participation. However, in accord with con-
sistency arguments, evaluations should be affected not only directly by participation
but also by whether behavioral changes result. Thus, behavioral changes should par-
tially mediate the relationship between participation and evaluation of the change.
Individual organizational members who participate more should be more likely than
others to make behavioral changes and should be more likely than those who are less
involved to positively evaluate the initiative. The rationale for these expectations and
the specific hypotheses that follow from them are presented below.

The Impact of Participation on Evaluation of the Initiative

As a basis of our study, we expect that level of participation in the change initiative
will positively affect evaluation of it. Multiple sources have advocated the value of par
ticipation in organizational change and have suggested that people who participate in
change typically rate resulting changes more highly (e.g., McLagan & Nel, 1995). One
reason for this is Salancik’'s (1977) work discussed previously: Participation in an
organizational activity should lead to greater commitment to the activity due to eonsis
tency effects. Furthermore, participation, particularly of the type described here, is a
public activity, and the publicness of the activity may be expected to lead to attitudes
consistent with participation (cf. Festinger 1964).

Change agents, who are more involved in and committed to a change initiative than
are other organizational members, should evaluate a change more positively than do
people who are simply recipients of the change efforts (Pasmore & Fagans, 1992). In
addition, those who participate actively in the change initiative should rate the initia
tive more highly than do those who are not active participantsinit. Thisis in part because
of the comparative commitment and bindingness of different levels of participation.

Hypothesis 1Teachers with higher levels of participation in the change initiative will rate it
more positively than will teachers with lower levels of participation.
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FIGURE 1: Relationships Between Participation, Behavioral Change, and Assessment of the
Change Initiative
NOTE: FDC = faculty development committee.

The Impact of Participation on Behavioral Change

The more organizational members participate in a change initiative, the more com-
mitted they should be to it (Salancik, 1977); thus, the more likely they should be to
make behavioral changes that are consistent with the expected outcomes of that initia-
tive. Behavioral changes consistent with a change initiative are also likely to be present
because of the greater knowledge those involved in the initiative have about its
expectations (Miller & Monge, 1986). Individuals with greater participationin a par-
ticular change initiative understand it more fully because they are actively involved
with the change and have not simply heard about it secondhand (Pasmore & Fagans,
1992).

Hypothesis 2Teachers with higher levels of participation in the change initiative will be
more likely to make behavioral changes consistent with it than will teachers with lower
levels of participation.

The Impact of Behavioral Change on Evaluation

Behavioral changes should lead to higher ratings of the change program'’s effective
ness. We noted earlier that there is very strong evidence that behavior affects later cog
nitions in ways aimed at creating consistency (Weick, 1995). Organizational members
who carry out behavioral changes that are consistent with the change effort should rate
it more highly than do those who do not make these changes (Salancik, 1977; Weick,
1995).

Hypothesis 3Teachers who implement behavioral changes consistent with the initiative will
rate the initiative more highly than will teachers who do not make such changes.
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The Mediating Role of Behavioral Change

Finally, based onthese arguments, we propose that the relationship between partici
pation and ratings of effectiveness will be mediated by behavioral changes that result
from participation. Behavioral change resulting from participation should be particu
larly likely to lead people to rate change efforts in congruence with their activities
(Hypothesis 3); thus, some of the impact of participation (Hypothesis 1) should occur
because of the behavioral changes engendered by it. Behavioral changes have many of
the characteristics Salancik (1977) describes: They are observable, public, of one’s
own volition, and irrevocable. Furthermore, behavioral changes serve as the basis for
later sense making about the activity (Weick, 1995).

Hypothesis 4The relationship between level of participation in the change initiative and rat
ings of its effectiveness is partially mediated by behavioral changes.

METHOD

Data Sources and Sample Characteristics

We used both archival and survey data to test the hypotheses. We gathered archival
data from two sources: the NFDC's records of its activities during its first 3 years of
operation and the central office that coordinates the network. We gathered survey data
during the sixth year of the NFDC'’s operations. These data sources are discussed in
more detail below.

NFDC archival data—from the group’s first 3 years—were used to identify the
NFDC activities to which individual teachers had applied and/or in which they had
actually participated. These activities included applying for, helping to prepare, and/or
participating in a faculty institute; submitting or publishing a paper (on any topic) in
and/or serving as an editor or reviewerfJIE serving as a contact personin a school;
or applying to or serving on the NFDC. Wagner (1994) has found that the apparent
effectiveness of participation is inflated when measures of participation are collected
from the same source (often questionnaire measures) from which measures of
effectiveness are collected. The fact that we used archival data for our measures of
participation and totally separate questionnaire measures for its rated effectiveness
strengthens confidence in the accuracy of any relationships we find.

We used archival data from the network’s central office to assess whether teachers
had published information in the network about the innovative activities they had car
ried out that were directly relevant to their teaching. For this purpose, we usidthe
work News the informal (nonrefereed and with a minimal lag time) newsletter
published in the network two to three times per year. This newsletter was the primary
outlet through which employees in the various schools shared information with other
network schools about activities in which they were involved. Teachers who made
changes related to their teaching customarily described them iNe¢heork News
even if they wrote about them more formally elsewhere. Examples of some of the
activities teachers wrote about included a drama teacher’s experiments with literary
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gender change in his attempt to produce a major Shakespearean drama that had female
leading roles; another teacher’s use of computers to help students work with issues that
relate to production, manufacturing, communication, and transportation; and the
efforts of an entire school’s staff to organize aregional conference on girls’education.

We mailed questionnaires to all of the administration, faculty, and other staff mem
bers in each of the 19 network schools during the NFDC's sixth yar §pproxi
mately 1,600). The response rate to the questionnaire was approximately 51% (819
responses). Each questionnaire was given a code number (which respondents could
remove if they chose) so that individual questionnaire data could be linked to the archi
val data for each respondent. Of the respondents, 613 were either teachers orin educa
tional services (such as school librarians and school psychologists, i.e., other school
personnel who work primarily with students and toward whom the change initiative
was also directed). Of these 613 respondents, 315 had been employed in one ef the net
work schoolswhen the NFDC began more than 5 years previously. Because we were
assessing changes over a multiyear time period, these 315 teachers and educational serv
ices personnel formed the sample. Consistent with the network as a whole, 87% of the
sample was female. On average, sample members were 47 years old and had 11%2 years of
continuous experience in the school in which they worked at the time of questionnaire
administration, or about 6 years of continuous experience in the school at the time the
NFDC began.

Independent Variable: Participation

From the archival data, we identified four nonoverlapping levels of participation in
the change initiative during its first 3 years. The first category, nonparticipants,
included all respondents who had neither applied for nor participated in any of the
NFDC activities during its first 3 yearsi(= 262). The second category, applicants,
included all respondents who had applied to but had not participated in any of the
NFDC activities o= 18) during its first 3 years. Anyone who had applied to a faculty
institute, submitted an article MJE, applied to join the NFDC, or served on the edito
rial board ofNJE but who in the end did not participate in any of these activities
(because of rejection or their own decision) was included in the applicant category.
The third category, participants, included all respondents who had participated in at
least one of the NFDC activities € 27) during its first 3 years. Any respondent who
had planned or participated in a faculty institute, published in or served as editor or
peer reviewer foNJE, or served as a school contact person was included in the partici
pant category. The fourth category, change agents, included all those who had been
NFDC membersi(=8) during its first 3 years. Because neither of the NFDC founders
was teaching in the network schools when the questionnaire was administered, they
did not participate in the study.

Mediator Variables: Behavioral Changes

As noted above, we included two measures of behavioral change. The first measure
was taken from archival records of whether teachers had written about innovations
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they had carried out that were related to their teaching. One of the authors searched all
issues of théetwork Newsgublished during the time period of the study for articles
written by teachers about their classroom-related innovations. The total number of
articles a teacher wrote during the first 2 years of the NFDC'’s work was used as a
control measure. The total number of articles ateacher wrote from the fourth through
early in the sixth year of the NFDC’s work (i.e., after the change initiative had been
established and up to the questionnaire administration) was used as an index of
behavioral change. (We did not include articles written during the NFDC's third
year. The NFDC had been sufficiently active by this time that a few articles written
that year were obviously a result of the authors’ having participated in the group’s
activities. Thus, it would have been inappropriate to include them as controls for
writing.)

The second measure of behavioral change, whether respondents participated in a
local FDC in their schools, was derived from a combination of archival data and the
guestionnaire measures. A question was asked on the questionnaire about whether the
respondent’s school had a local FDC. In addition, the NFDC members were familiar
with all the schools in which such committees existed. If a majority of the teachers and
a majority of the administrators in a given school agreed that the school had such a
committee, the presence of the committee was checked with the NFDC. In each case,
there was agreement that such a committee did exist. We were then interested in
whether the respondents had participated as members in local FDCs. There was no
way to measure this using the archives because formal records in the individual
schools had not been kept. Thus, we measured participation in a local FDC by a ques-
tionnaire item that asked whether participants had, in the past 5 years, “served on a
committee in their own home school that addresses faculty/staff development.” If
respondents answered yes to this question and their schools had local FDCs, they were
recorded as participating in a local FDC.

Dependent Variables: Ratings of Effectiveness

Three effectiveness measures were used to assess the respondents’ evaluations of
the change initiative. Each was a composite of five questions developed jointly by the
members of the NFDC and the researchers that identified how positive the impact of
the NFDC had been in the netwoik € .95), in the individual schoob(=.96), and on
the individual respondendi(= .96). All questions were assessed on 7-point Likert-type
scales anchored tsfrongly disagre€l) andstrongly agre€7) and included an addi
tional option to state “don’t know.” “Don’t know” responses were treated as missing
data. The questions are presented in Table 1.

RESULTS

Table 2 presents the number of cases, means, standard deviations, and correlations
for all the measures.
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TABLE 1
Questions Used to Assess the Impact of the
Network Faculty Development Committee (NFDC)

The Impact of
the NFDC on: Specific Questions Used

The network a. In general, the NFDC has been effective in the Network.
b. In general, the NFDC'’s work has empowered teachers in the Network.
c. The NFDC has provided a forum for teachers’ interests and voices in the Network.
d. The NFDC's work has had positive effects on teacher-administration relationships
in the Network.
e. The NFDC’s work has resulted in increased commitment to faculty and staff
development in the Network.

Your school a. In general, the NFDC's work has had positive effects on my school.
b. The NFDC's work has helped teachers in my school to feel more empowered.
¢. The NFDC has provided a forum for teachers’ interests and voices in my school.
d. The NFDC’s work has had positive effects on teacher-administration relationships
in my school.
e. The NFDC's work has resulted in increased commitment to faculty and staff
development in my school.

You a. In general, the NFDC's work has had positive effects on my own work.
b. The NFDC'’s work has helped me feel more empowered.
c. The NFDC has provided a forum for my interests and voice.
d. The NFDC's work has had positive effects for me on teacher-administration
relationships.
e. The NFDC's work has increased my commitment to faculty and staff
development.

Hypothesis 1 proposed that respondents with greater participation in the change
initiative would evaluate its impact more highly than would respondents who were not
as involved. The results from a MANOVA, summarized in Table 3, show a significant
main effect of participation on ratings of the effectiveness of the change initiative.
Results of univariate ANOVAs, also shown in Table 3, indicate that respondents who
were more involved in the change initiative had significantly higher ratings of the
impact of the NFDC on themselves as individuals than did respondents who were less
involved. We used Helmert contrasts, in which the effect of each category of apredic
tor variable except the last is compared to the mean effect of prior categories, to tease
out specific between-group differences. Results of the Helmert contrasts indicated sig
nificant differences between those who did not apply and all other8.66,p<.001)
and between those who applied and those who participated.60,p < .01). There
was no significant difference between those who participated and change agents.

Hypothesis 2 predicted that respondents who were more involved in the change ini
tiative would make more behavioral changes. One of the behavioral changes, number
of articles about the results of innovative classroom approaches, was a continuous vari
able; the other, whether the person had belonged to a local FDC, was a dichotomous
variable.
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TABLE 2

Means, Standard Deviations, and Correlations Among the Measures

Variables n M SD 1 2 3
Independent variable
1. Level of participation 315 0.30 0.73
Dependent variables
2. Effectiveness in network 176 4.59 1.46 .16*
3. Effectiveness in school 191 4.12 1.60 .05 .83**
4. Effectiveness on individual 224 4.03 1.76 20%* 78** 75
Control measure
5. Early publications 315 .05 24 23 .10 12 A1
Mediator variables
6. Publications of work (4th to 6th year) 315 .15 .40 A1 .16* .16* .18** .01
7. Participation in local faculty development committee 315 1.23 A2 12* .16* 23** .28** .03

*p<.05. *p<.01.

.06
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TABLE 3
Impact of Participation Level on Effectiveness Ratings

Mean Scores of Groups

Ratings of the Effectiveness Nonparticipants Applicants Participants Change Agents ANOVA Results

of the NFDC on the: if=262) (n=18) (n=27) (n=18) df F
Network 4.46 4.82 5.13 5.10 3,148 1.22
Individual school 4.07 4.32 4.46 3.80 3,148 0.51
Individual participant 3.80 3.90 5.26 5.47 3,148 4.10**
Multivariate test 9, 444 2.81*

a. Using Pillai’s trace, which is a standard multivariate test of significance.
*%
p<.01.

It can be transformed to approxifmatatistic (cf. Burns, 1984).
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Writing about innovative classroom-related activities was assessed by an analysis
of covariance, with writing during the first 2 years of the initiative as the covariate,
level of participation in NFDC activities during the first 3 years as the independent
variable, and writing during the 3 years subsequent to participation as the dependent
variable. Results of this analysis indicated that, even controlling for the covariate
(which had no significant impact on later writing), level of participation in the initia
tive had a significantimpact on writing(1, 314) = 3.85p < .01. The average number
of articles about innovative classroom-related activities increased from those who had
not applied (.12) to those who had applied but not participated (.22) to those who had
participated (.37). Somewhat surprisingly, however, no one on the NFDC during its
first 3 years later wrote about classroom-related innovations. A one-way ANOVA
using Helmert contrasts indicated a significant difference between those who-partici
pated in the initiative and the change aget{%11) = 2.34p < .05.

Because participation in a local FDC was a dichotomous measure, logistic-regres
sion was the appropriate statistical test to determine whether participation in the
change initiative had an impact on such participation. The results of a logistictegres
sion analysis indicated that participation in the NFDC initiative did not have a signifi-
cant effect on participation in a local FDC, although the effect was in the expected
direction (i.e., those who participated more in NFDC activities were somewhat more
likely to have participated in local FDCs).

Hypothesis 3 predicted that behavioral changes would lead to higher evaluations of
the impact of the initiative. This hypothesis was supported. Results of regression
analyses indicated that writing about innovative classroom-related activities was a sig-
nificant predictor of perceptions of the effectiveness of the NFDC in the netBork (
.16,p<.05), inthe schoolf=.16,p<.05), and on the self(=.18,p< .01). Participa-
tion in a local FDC also had significant impact on ratings of the effectiveness of the
NFDC in the network[§ = .22,p < .001), in the school{=.28,p < .001), and on the
self 3 =.16,p <.05).

Hypothesis 4 predicted that the relationship between level of participation and
evaluation ratings would be partially mediated by behavioral changes. Because par
ticipation in the initiative had a significant impact only on one outcome variable, rat
ings of the effectiveness of the initiative on the self, and only on one behavioral change,
writing about one’s innovative activities, it was only possible to test whether writing
aboutone’sinnovative activities mediated the impact of participation in the change ini
tiative on ratings of its effectiveness on the self. Following Baron and Kenny (1986),
we used a series of regression analyses to determine whether writing as a result of the
change initiative mediated the relationship between participation and assessment rat
ings. In Step 1, we used the analyses previously conducted for Hypothesis 2 to estab
lish that the independent variable, participation, had a direct effect on the mediator,
writing about one’s innovative activities. In Step 2, we used the analyses conducted to
test Hypothesis 1 to establish that the independent variable, participation, had a direct
effect onthe dependent variable, effectiveness of the initiative on the self. In Step 3, we
conducted a third analysis to determine whether adding the mediator, writing about
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classroom-related innovations, to the second equation affected the previously signifi
cant relationship between the dependent and independent variables.

In this third analysis, the dependent variable, effectiveness of the initiative on the
self, was regressed on participation, the behavioral change of writing about one’sinno
vative teaching activities, and a third variable in which we controlled for initial-writ
ing. The results from this analysis showed that the mediator, writing about one’s
innovative teaching activities, had a significant effect on ratings of the effectiveness of
the initiative on the selfff = .14,p < .05) and that the effect of participation remained
significant 3 = .26,p < .0001) but was significantly reduced224) = 2.04p < .05.
Thus, the behavioral change partially mediated the impact of participation in the initia
tive on later ratings of its effectiveness on the self.

DISCUSSION

Somewhat consistent with Hypothesis 1, level of participation in the change initia
tive had a significant positive effect on ratings of its impact on the individual. Level of
participation also had a significant positive impact on likelihood of writing about inno-
vative classroom-related activities (Hypothesis 2). Both writing about innovative
activities and participation in a local FDC had significant positive impact on all three
ratings of effectiveness (Hypothesis 3). In addition, writing partially mediated the
impact of participation on ratings of the effectiveness of the change initiative on the
self (Hypothesis 4).

Although these results were consistent with the hypotheses, other results were not.
Participation in the NFDC's initiatives did not have a significant impact on participa-
tion in a local FDC, although the results were in the expected direction. In addition,
although there was a significant positive impact of participation in the change initiative
on writing about one’s innovative activities, it was those who participated as recipients
of the change initiative who wrote the most. Those who had been members of the
NFDC did not, afterward, write about their innovative classroom-related activities in
the network’s outlet for such writing.

Limitations of the Study

This study (like most organizational change research) did not include a control
group. Although such a group would have enabled us to more clearly establish causal
direction, it would have been impossible to include. Thus, we took several precautions
in the construction of our measures. We controlled for impacts of prior behavior by
counting NFDC membership only in the early years of the change initiative and by
counting writing about innovative activities only in subsequent years, followed in turn
by the questionnaire administration. The majority of the activity associated with local
FDCs occurred during the fourth to the sixth year of the NFDC'’s work. Thus, there is
considerable clarity about the direction of causal effects in this study.
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Implications for Understanding Effects of
Participation in Organizational Change

The hypothesized effects of participation as outlined by the consistency framework
were partially upheld. We discuss both supportive and nonsupportive outcomes below.
Level of participation in the change initiative was linked to writing about one’s

innovative classroom-related activities but not to involvementin alocal FDC. In addi
tion, participation in NFDC activities significantly predicted later ratings of the
NFDC's impacts on the self but not ratings of the NFDC’s impact beyond the irdivid
ual (the school and network). Thus, although the results provide some support for the
consistency argument that participation affects later behaviors, they suggest that this
impact occurs within a circumscribed frame.

Although initial participation had partial impact on later behavioral changes,
behavioral changes had significant positive impacts on all the later ratings of the effec
tiveness of the initiative. This was the case with both behavioral measures, regardless
of the fact that members of the local FDCs were not significantly more likely to have
participated in NFDC activities. Moreover, writing about one’s innovative activities
partially mediated the impact of participation on later ratings. This outcome provides
strong support for the assertion that later judgments are strongly affected by earlier
behaviors (e.g. Weick, 1995); furthermore, the impact of the behaviors during change
efforts may be strong enough that the original impetus of the behaviors (such as par-
ticipation in the change initiative) may be comparatively unimportant.

A major surprise in the findings was that none of the NFDC members during the
first years of the change initiative followed the committee’s own advice about making
public their classroom-related innovations in the network during the next 3 years.
According to virtually all consistency explanations, this group, which had made the
most public commitment to the initiative, should have been the most likely to do such
writing.

One possible reason for the discrepancy is that the early NFDC members saw them
selves and acted as managers of their initiative more than as recipients of it. While they
were NFDC members, they were preparing and leading the first faculty institute and
beginning publication oNJE Perhaps leading these efforts changed their sense of
their relationship with their initiative. They may have seen themselves as executing
these tasks for the sake of other teachers who were expected to respond, rather than for
themselves.

Based on his assessment of a quality-of-work-life initiative, Nurick (1985) has
argued that, contrary to much writing, there are multiple types, not only levels,-of par
ticipation in an organizational change initiative, and that to assume that different levels
of participation reflect a linear scale is not always useful. Consistent with Nurick, the
results from this study suggest that if researchers simply assume that more participa
tion is better, they are likely to miss important dimensions of the participative experi
ence. Serving as a direct agent of change and serving as a recipient of the change may
represent very different types of experiences with qualitatively different types of
expectations for self-consistency involved.
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In addition, this study demonstrated that opportunities for participation in a change
initiative (such as the faculty institutes) may generate creative ideas for application of
the initiative that eventually involve people who never have the original participative
experience, such as happened with the local FDCs. Carrying out these one-step-
removed creative ideas (e.g., Lewis & Seibold, 1993) may lead to high evaluations of
the originalinitiative, even on the part of people who have no direct experience of it.

Implications for Empowerment Efforts in Organizations

We noted above that there have been relatively few empirical studies of large-scale
organizational change initiatives aimed at empowerment. Thus, this study is-signifi
cantfor several reasons. Itis significant because it describes successful behawvioral out
comes of a large-scale empowerment initiative. It is significant because of the
organizational levels of those who led the effort and because of the complex organiza
tional setting in which it was accomplished. A small number of teachers, compara
tively low-level personnel, led a successful centralized empowerment effort in a
federation, a type of organizational setting in which the central office typically has
relatively little power. Finally, itis significant because the findings show that organiza-
tional empowerment initiatives may have a positive impact at the individual level but
not at the organizational level. We noted above that there is an implicit expectation in
most organizational change initiatives aimed at empowerment that the introduction of
an empowerment initiative will have a positive impact on the organization as a whole
(Bushe et al., 1996; Ford & Fottler, 1995). However, in this study, participation in the
NFDC'’s initial activities affected teachers’ ratings of the impact of the change initia-
tive on themselves but not on the schools or the network.

Implications for Research on Organizational Change

The results suggest the value of increased scholarly attention to the complex role of
consistency in organizational change efforts. We noted that this construct has not fre
guently been used in research on change. However, the pressure caused by making a
public commitment was an original reason participation in decision making was con
sidered to have positive effects (Lewin, 1947). In this study, using consistency as a con
ceptual basis enabled exploration of the ways in which the findings were consistent
and inconsistent with a consistency explanation.

Consistency (or inconsistency) has played a major role in multiple organizational
change initiatives, although researchers have not explicitly focused on this. For
example, Pondy and Huff (1985) described a successful change attempt in which an
internal change agent focused on making innovations seem routine and consistent with
already existing practices. In contrast, change initiatives oriented toward second-order
change, or transformation (e.g., Bartunek & Moch, 1987; Tushman & Romanelli,
1985) often explicitly create major inconsistencies. If Bacharach et al. (1996) are cor
rect, the need to re-create consistency may be a major driver of these types of change
efforts and, thus, a reason that large-scale organizational changes involving-punctu
ated equilibria are completed so quickly (Romanelli & Tushman, 1994).
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The results also show the importance of attending to the particular outcomes associ
ated with change agents’ visions of change and ways that these outcomes may be
modified as a result of the change process. We could assess the pertinent behavioral
changes because the NFDC change agents’vision of what their efforts should accom
plish was so well articulated and because we paid attention to activities that evolved
from their original ideas, especially the local FDCs. This approach enabled us to see
that actions one step removed from those introduced by the change agents (i.e., the
local FDCs), and not necessarily engaged in more by change participants than by oth
ers, may lead to higher ratings of the change agents’work. It is important for research
on change to attend not only to predicted outcomes but also to those that evolve from
the change initiative.
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