
  
Title Teachers at the heart of system change: Principles of educational change 

for school leaders 
Authors David Wei-Loong Hung, Thiam-Seng Koh and Azilawati Jamaludin 
Source Thiam-Seng Koh and David Wei-Loong Hung (Eds.), Leadership for 

change: The Singapore schools' experience (pp. 231-247) 
Published by World Scientific Publishing 

 
Copyright © 2018 World Scientific Publishing 
 
This is the author’s accepted manuscript (post-print) of a book chapter that was accepted for 
publication in the following source: 
 
Hung, D. W. L., Koh, T. S., Azilawati Jamaludin. (2018). Teachers at the heart of system 
change: Principles of educational change for school leaders. In T. S. Koh & D. Hung (Eds.), 
Leadership for change: The Singapore schools' experience (pp. 231-247). Singapore; 
Hackensack, N.J.: World Scientific, 2018. 
 
Notice: Changes introduced as a result of publishing processes such as copy-editing and 
formatting may not be reflected in this document. For a definitive version of this work, please 
refer to the published source. 
 
The final published version is available at 
https://www.worldscientific.com/worldscibooks/10.1142/10633 
 
This document was archived with permission from the copyright holder. 
 

https://www.worldscientific.com/worldscibooks/10.1142/10633


 

 

 
 
 
 
 
 
 
 
 

Chapter 9 
 

Teachers at the Heart of System Change: 
Principles of Educational Change for 

School Leaders 
 

David Wei-Loong Hung, Thiam-Seng Koh and 
Azilawati Jamaludin 

 
 

People, especially teachers, make all the difference in educational 
change, with epistemic shifts in teachers being the highest leverage point 
for system change. Foregrounding the chapter with a non-objectivistic 
approach in learning sciences for education change, this concluding 
chapter postulates that the teacher is at the heart of the system and school 
change. While we can have a system and school improvement theories to 
guide us in the course of systemic change, the heart of teaching and 
learning reforms lies with the teacher. It will be the expert teacher who 
will be able to enable purposeful learning by our students where their 
learning will be more life-long, life-wide, life-deep and life-wise. With 
reiteration of the key concepts of ecological and apprenticing leadership 
via networked learning communities, the middle leadership of teacher- 
leaders is reinforced and serves as a powerful mechanism driving inside- 
out change within the system. 

 
INTRODUCTION 

 
By distilling the key tenets of change and lessons learned from preceding 
chapters, we hope to offer some principles that can lead to practical 
applications for school leaders, teachers, and policymakers to guide change 
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towards a systematic student-centric school improvement model and to 
identify learner agency and learner potential as the next frontier of change. 
Based on the life-long, life-deep, life-wide, and life-wise purposeful 
learning framework discussed in chapter 1, we will share a model of 
learning where our students are engaging in experiential learning through 
dialogue, collaboration and authentic activities. 

 
TENSION IN EDUCATIONAL LANDSCAPE IN SINGAPORE 

 
We will begin our discussion by presenting the developing landscape of 
Singapore’s education system. The Singapore system is historically a 
centralised system with increasing decentralisation given to schools. On 
the one hand, it embraces a systemic undertaking for change towards the 
21st century and is often perceived to be top-down; on the other hand, the 
system leaves autonomy to schools to support teachers in the teacher 
change process. This calibration of centralised and decentralised forces 
towards a balance in an ever-changing 21st century milieu requires 
constant alignments and coherence within the system. 

 
As Singapore faces increasing macro systemic and globalised-economic 
imperatives, where change is the only constant (as commonly espoused), 
we will need to review our systemic policies as they may not always be 
effective. Consistent with more decentralised systems, we should place 
our focus on the teacher and his/her ability and dispositions to engage in 
the change process successfully. In other words, the crux of good 
education and purposeful learning lies with the teacher enacting 21st 
century learning and inquiry-based learning in classrooms. We should 
align systemic policies in ways that will support this latter goal. We will 
not be able to separate the sustainability of change from the contextual 
socio-technical infrastructures that support or inhibit the teacher in 
making the change. By social infrastructure, we mean the inextricable 
work of school leaders and system leaders that support teachers in 
making the desired change. By technical infrastructure, we mean the 
policies and resources that facilitate the teacher in being able to make the 
desired change. 
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Singapore teachers are often caught in the tension of preparing students for 
the examinations — which comes with institutionalised and established 
prescribed methods that have proven to work well — and at the same time, 
they are encouraged, and often required, to move towards new pedagogies 
and inquiry in classrooms. Such a policy move began a decade back when 
the then Education Minister Mr Tharman Shanmugaratnam championed 
school-based curriculum initiatives that would be essential to increase 
quality, choice and flexibility within the centralised system. More 
importantly, teachers are asked to provide deeper learning experiences for 
all learners. “The changes that we are making in education, step by step, 
are the way we are preparing young Singaporeans for the innovation- 
driven workplace” (Shanmugaratnam, 2006). 

 
The preceding chapters, in particular, Chapter 6, have highlighted the need 
for teachers to make an epistemic shift. This shift is required as teachers 
have to manage the tension of performative pedagogies (i.e., preparing 
students for the test in the largely didactic teaching paradigm) and the 
newer initiatives of school-based curricular innovations encouraging 
inquiry-based learning and student-centred designs. We recognise that 
epistemic shifts in teachers are the highest leverage point for system 
change. The interventions conducted in the last decade include pedagogies 
in disciplinary subjects such as History, Science, Mathematics, English, 
Geography, and other fields, as well as in domain generic applications  
such as enlarging the capacity of individuals’ working memory. 

 
The preceding chapters have also elaborated the Singapore story and the 
notion of system-ness (see chapter 2 and 3). We draw attention to the 
notion that we must ground change at whichever level on an accurate and 
sound basis of learning. The instructional system or didactic teaching 
paradigm, with its curricular structures and from which training methods 
are derived and subsequently formulated to deliver instruction, was based 
on theories of knowledge that were objectivist in orientation. In this 
paradigm, we base our assessment modes on examinations of content 
understanding that were matched/aligned with curricular and 
instructional outcomes. We consider efficient instructional methods that 
produced these outcomes as being the most effective. Hence, direct 
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instruction was often effective in producing examination outcomes that 
the students desired. 

 
LEARNING FOR EDUCATIONAL CHANGE 

 
Grounded on Sound Theories 

The learning sciences, which were introduced more than a decade ago, 
sought for alternative conceptions of learning which were non- 
objectivistic and questioned the epistemological assumptions of 
knowledge. This questioning of assumptions of knowledge and how 
learning occurs culminated in a seminal book “How People Learn” by 
Bransford and his colleagues (2000). The findings in this book had 
brought forth a new paradigm to learning. This new paradigm marked an 
epoch of new research developments in the fields of cognitive 
psychology and neuroscience which resulted in greater understanding of 
the science of learning with implications for practical application. In the 
United States, the High Tech High network of thirteen charter schools is 
a successful model of this new learning paradigm as student learning is 
designed based on principles of equity, personalisation, authentic work 
and collaborative design. Teachers in the High Tech High network 
practice an inquiry-based learner-centred approach to enable students to 
pursue their passions through collaborative project work and provide 
support and challenges. However, the majority of schools remains as 
institutions with socio-technical structures that were closer to the 
prescribed solutions of the former instructional system paradigm. If 
schools find reform difficult, then an entire system faces even greater 
difficulty to make changes. In Figure 1, we derive a framework that was 
based on the observations drawn from the combined intervention 
research projects conducted in local Singaporean schools. 
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Figure 1: Embodied-Participatory Learning Frameworka 

 

 
 

Based on the above learning framework, we explain how we appropriate 
or enculturate epistemic beliefs and how we need actions, behaviours and 
cognition to be in a holistic interplay within a social-phenomena context. 
It involves both an embodied (see the actual phenomena and selves in 
two-way interaction) and participatory (see the reifications and selves in 
two-way interaction) interactions in learning. Explanations can be made 
not just in textual and multimodal forms; research in the Office of 
Educational Research (OER) at the National Institute of Education also 
imbues gestural actions as explanation mechanisms. 

 
Typically, learners should be at the heart of learning. Preparation for 
future-ready learners requires both a balance of performative and inquiry 

 

a Hung, D. & Chen, D-T (2008). Learning within the Worlds of Reifications, 
Selves, and Phenomena: Expanding on the Thinking of Vygotsky and Popper. 
Learning Inquiry, 2, 73–94. 
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pedagogies, with both academic and non-academic outcomes as an 
interplay and not in silos. Educational outcomes that aim for mastery of 
both content and 21st century competencies (as commonly espoused in 
Singapore’s policy documents) are synergistic and dynamically linked. 
Teachers hold the authority of the classroom, and hence changing their 
beliefs (epistemic shifts) is at the heart of system change. Both school 
and system leaders are movers and shakers of their schools and system 
respectively, and they hold the key to spreading and sustaining 
innovative learning and instructional practices. 

 
The Teacher at the Heart of System Change 

Consistent with OECD reports on high-quality teachers as critical to any 
educational system, we show OER’s system-ness approach to 
understanding system change and the role of educational research as part 
of the integrated whole in Figure 2 below. Although teachers’ roles in 
classrooms are at the micro level, the impact of teachers is significant 
and cannot be divorced from the meso and macro layers. The meso level 
is where teachers are supported, and this level of teacher leaders form 
“leadership from the middle” (see Figure 2) — the middle being the 
clusters and networks-of-schools where teachers and teacher leaders can 
champion curricular innovations. The macro level is where policies 
support the functions of teachers, and also consists of networks and 
school-based innovations or Curricular Innovations (CIs). The earlier 
chapters in this book have elaborated upon the multiple layers and how 
distributed leadership enables the change process. We expand the notion 
of distributed leadership to all levels of the system, and with an emphasis 
on the need for leadership in innovations to percolate the levels both 
downwards and upwards. 

 
To sustain CIs, teacher leaders have to practice ecological leadership, 
which consists of continual bi-directional vertical percolations. 
Downward percolation involves the teacher leader distributing leadership 
downwards to reach out to other teachers, whereas upward percolations 
involve communication with their school leaders and system leaders. 
Upward percolation by teacher leaders is particularly necessary to situate 
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‘what works’ (with evidence to support) as a means of achieving 
alignment and coherence for sustaining CIs. Similarly, school leaders 
have to make efforts to reach out to teachers with the intent of bridging 
the power distance between levels for successful bi-directional 
percolations to occur. This effort of reaching out to teachers is another 
form of ecological leadership for alignment between levels (see Figure 1: 
Alignments Needed as a System with Ecological and Apprenticing 
Leadership in chapter 3). 

 
Figure 2: The System-ness of Educational Researchb 

 

 
 

For CIs to thrive and sustain, school teachers or teacher leaders — as 
supported by school leaders — themselves have to lead from the middle, 

 

b Hung, D., Jamaludin, A., Toh, Y., & Lee, Y.L. (2016, June). The Diffusion of 
Inquiry-Based Practices in the Singapore Education System: Navigating eddies 
of the 21st century. Keynote Address presented at the International Conference 
of the Learning Sciences (ICLS 2016), Singapore. 
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in a middle out fashion, a concept appropriated from Andrew Hargreaves 
and Michael Fullan. 

 
Apprenticing Leadership Reiterated 

The protocol below, taken from an interview excerpt from Teacher M, 
illustrates an interesting East Asian cultural phenomena of a teacher’s 
transformational journey of epistemic change. 

 
….I think for me, before I could move into  being  very  open  
about listening  to  other  people…I  find  that  it’s  [I  come  to]  
an acceptance. Because it’s different from tolerance. You 
tolerate…every week, you come and you tolerate. You are not 
taking joy in it. You will not want to participate in it but once you 
accept it…it’s part of learning as a teacher. And you have to look 
at it as my students benefit. It’s not just me. But, if I don’t translate 
all these information or share it with my students, my students do 
not have the chance. So, why should I be a blocked vessel? So, I 
would rather take in whatever is good. Of course, I could make my 
own judgement and then if it is applicable to my class and it 
benefits them, then why not. Taking joy in acceptance… 

 
Initially assigned to join in a participant in a CI and unwilling to accept 
the need for change, the teacher tolerated coming to the networked 
learning community set up to plan, dialogue, design, and enact the 
lessons. From a starting point of deference to authority, her epistemic 
beliefs gradually shifted from being unwilling to tolerance, eventual 
acceptance, and finally even taking joy in acceptance. The 
transformational journey by this teacher is consistent to the theory of 
peer apprenticeship learning (Hung, 1999) where teachers undergo an 
epistemic change through learnings consistent to apprenticeship 
principles. While apprenticeship traditionally referred to skills and 
competencies, Hung (1999) described a journey of change in beliefs. 
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Ecological Leadership Reiterated 

Ecological leadership exhibits the characteristics of forging alignments 
and convergences in the different ecological layers, mitigating systemic 
paradoxes as well as local and cross-school tensions (Toh et al., 2015). 
To iterate the earlier point made, while there is upward percolation, the 
degree of downward percolation and horizontal percolation through 
apprenticing leadership appears to be significantly more evident in 
Singapore schools. The weaker upward percolation is not uncommon in a 
system historically and culturally accustomed to higher forms of power 
distance. However, for a system that changes the context of diffusion, 
upward percolation is imperative. It is also crucial for upward and 
downward percolation to be a continuous and bi-directional process as 
connoted by Toh and her colleagues’ notion of ecological leadership. In 
the context of change, as elements in the system co-evolve, and 
especially when teachers undergo significant changes in the enactment, it 
is important that middle management and school leaders are aware of  
and recognise what is happening. Therefore to achieve coherence across 
levels, the practice of upward percolation must become as widespread as 
downward percolation from the upper levels in order to co-inform and to 
mete out alignments. Because upward percolation is usually more 
difficult to enact in East Asian cultures, school leaders need to remain 
grounded, and teacher leaders need to develop trust with their school 
leaders. 

 
Culture building through upward and downward percolation is a form of 
distributing leadership which has to be practiced. This interview excerpt 
from a former Vice Principal of a nodal school illustrates this point: 

 
It is not just school leadership but all levels that needs to be in 
place...The constant communication; The relooking at the 
curriculum...It is not just unpacking at the scheme of work....What 
excites the teacher is when they see it work for the 
students....Teachers own what they do in the classroom…If I am 
preparing a child solely for exams, we are looking at learning as a 
whole...these are the things we want to develop the child — skills 
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for critical thinking, assessing new information, etc. what are the 
skills we need to teach...with a curriculum so packed, how are we 
going to put these new skills in...[Schools and teachers are] 
packed with different subjects, content areas, and at the same time 
still deliver the process skills we intended...There is this other 
aspect of impact from students who do not want to go back to old 
pedagogies...they come to the teachers and tell them they prefer 
seamless learning... 

 
From the protocol above, ecological leadership is needed to mitigate 
tensions at the school level. The process begins with the relooking of the 
curriculum all the way to the enactment of pedagogies to reach a point 
where the students tell their teachers that they do not want to revert back 
to the ‘old pedagogies’. This form of feedback greatly encourages the 
teacher and serves as a positive feedback loop that reinforces the shift in 
teachers’ epistemic beliefs. School leaders who are positioned at the 
middle have the capacity and influence to percolate upwards to their 
superintendents and even to MOE policymakers to formulate policies  
due to the close and tight ecology of the Singapore education system and 
also because school leaders are sometimes representatives in committees 
at the MOE. However, these school leaders have to take opportunities to 
transcend a higher power distance to communicate upwards. To realise 
system alignment at all levels and enable communication to percolate 
vertically, travelling from teachers to the MOE, requires all stakeholders 
in the system, from the school leader to the teacher, to practice and 
adhere to a coherent framework. 

 
Networked Learning Communities Reiterated 

Potentially, Networked Learning Communities (NLCs) facilitate the 
development of teacher leaders who can champion innovations. Teachers 
are in the centre of the change process. As such “leadership from the 
middle”…[is] a deliberate strategy that increases the capacity and 
internal coherence of the middle as it becomes a more effective partner 
upward to the state and downward to its schools and communities, in 
pursuit of greater system performance...” (Fullan, 2015, p. 24). The 
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teacher should be the middle in many of the leadership enactments in 
schools for CIs to thrive. 

 
From a system-ness perspective, some CIs (e.g., the interventions from 
OER) have proven efficacious and have shown to work in our school 
system (see designed needs in Figure 3 below). From the East Asian 
values our teachers possess, data shows that although they might initially 
be unwilling to have imposed upon them an innovation from external 
imperatives, this unwillingness can be overcome by encouragement 
through these NLCs. In contrast to designed needs are emergent needs — 
which are the original conceptions of NLCs as found in the literature (see 
Figure 3). Designed needs are those which have not emerged from 
respective teachers yet the East Asian culture allows for a  situation 
where they can be assigned, albeit involuntarily. Teachers can ‘stand on 
the shoulders’ of other teachers, instead of starting CIs from ‘ground 
zero’. In other words, when CIs have been proven to work in classrooms, 
NLCs can be set up where new and interested teachers can be  
encouraged to join into these networks and designed needs (i.e., 
established CIs from interventions) can be orchestrated. 

 
The preceding chapters (especially chapter 5) speak of the need to form 
partnerships as schools engage in this change process. Forming 
partnerships and establishing school networks for carryover effects (i.e., 
an ecology or ecosystem, see chapter 4) are key to sustaining 
innovations. In chapter 8, the authors expound on a relatively unexplored 
territory of student agency as a catalyst for change. This is an area that 
warrants much attention in future studies. Student agency can be a 
complementary strategy for school improvement. 

 
 

Beyond NLCs to School-to-School Networks 

In chapter 6, Hung and his colleagues discussed how school-to-school 
networks are a leveraged ‘place’ where teachers can develop the design 
and assessment competencies for 21st century inquiry-based learning. 
While NLCs are encouraged, they can misalign teachers’ work 
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commitments as they are a decentralised construct of teachers’ learning 
opportunities. Schools, on the other hand, can be over operational which 
may not lead to sufficient professionalism and growth for teachers. We 
can achieve a balanced perspective on teachers’ learning and growth by 
adopting the ‘middle’ strategy through the network of schools. Similarly, 
Toh and her colleagues have also discussed carryover effects between 
schools and how this middle is useful. To reiterate, we advocate that we 
can develop teachers’ task design capacity through such a teacher 
leadership mediated from the middle approach. 

 

KEY TENETS OF CHANGE 
 

In essence, the tenets for change can be summarised as follows, that 
include lessons learned from the chapters in this book: 

 
(1) Curriculum, pedagogy, and assessment need to co-evolve in 

tandem in the change process, and not just pedagogy; 

(2) 21st century learning and inquiry-based enactments by school 
leaders, teachers and students cannot be divorced from the 
innovations’ cultures to be fostered in schools across the system, 
leading to student gains; 

(3) There is no one-size-fits-all approach to cultivating cultures for 
learning and school leadership as orchestrating the change 
process is pivotal; 

(4) Alongside this school-level (micro level) change process, an 
ecological (systemic) diffusion model, supported by partnerships 
and school-to-school networks for the scaling up of identified 
(signature) innovations leveraging the mechanisms afforded by 
multiple parties (in the system in partnership) is needed; 

(5) While it is necessary to set in place the various micro, meso, and 
macro policies, processes, and structures for change-reform, and 
albeit it takes decades to change a whole system evolutionarily, 
changing teacher’s epistemic mindsets enables (probably) the 
highest leverage point for sustainable change; 
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(6) Teachers can experience epistemic shifts when encouraged to 
learn and participate in authentic innovations-based opportunities 
in performative-and-dialogic enactments, apprenticed by more 
experienced others; and 

(7) Levelling the base of low progress students (in academic and 
non-academic aspects), stretching the ‘gifted’ would propel the 
system forward, and moving the average (the sandwiched 
middle) in ways that maximise learner potential should be 
concerns of everyone in the system in the distributed sense. 
Capitalising on student agency for learning and educational 
change is a key strategy going forward. 

 
Change towards Purposeful Learning 

As described in chapter 1, educational change ultimately moves in the 
direction of fulfilling purposeful learning. To reiterate, we discussed the 
notions of life-long, life-deep, life-wide, and life-wise learning. Life-long 
learning spans the early years to adulthood, and the chapters discuss how 
teachers and school leaders, including students with agentic ‘voice’ can 
be motivated to learn. Life-deep learning is about developing deep 
understandings and expertise, yet remaining adaptive. Life-wide learning 
is about learning in traverse and navigating multiple contexts. Learning 
occurs not just within the boundaries of the school, but outside of school, 
in informal learning environments. Life-wise learning is to develop an 
acute feel, sense, and empathy for the things that matter most in life. All 
four forms of purposeful learning are based on experiential learning 
where there is dialogue and collaboration on authentic activities (see 
Figure 1). Educational change must always be purposeful, getting to the 
heart of purpose and what really matters, both for the economic survival 
of the fittest in the 21st and 22nd centuries, for self and others, and guided 
by a deep moral and ethical wisdom which cannot be compromised in 
lieu of life-long, deep, and wide pursuits. 
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CONCLUSION 
 

An embodied and participatory theory of learning needs to accompany  
an overarching system’s theory of educational change. Consistent 
throughout the CIs is the prominent role of meta-languaging in the 
interaction between teachers and students. This meta-languaging would 
be according to disciplinary genres enabling critical thinking and 
disciplinary ways of seeing the meaning. Within the learning by students 
with the designed tasks and process activities by teachers, there are the 
(i) dialectics between embodiment and social construction of meanings; 
and (ii) dialectics between intuitive resources and embodied 
explanations, leading to identity formations. Such is the process of 
epistemic change consistent to the identity formations according to 
disciplinary forms of thinking, e.g. thinking like a scientist. The principle 
of learning aforementioned is also consistent with the epistemic change 
process needed of teachers. Meta-languaging accompanied by the agentic 
behaviour of teachers, scaffolded through the apprenticing leadership by 
teacher leaders, enables the sustainability of CIs. Teacher’s epistemic 
change is the highest leverage of change overcoming the tensions of 
performative pedagogies and inquiry-based learning. Leadership from 
the middle via networks is a powerful mechanism for inside-out change 
within the system. We need both leadership for horizontal/lateral 
apprenticeships and leadership for vertical alignments for CIs to succeed. 

 
Curriculum vision and not just a school vision is needed to steer the 
direction of schools towards inquiry-based learning. We have to translate 
school visions into curricular visions. Based on the curricular visions, we 
need teachers to follow up by redesigning lessons and curricular schemes 
of work. These efforts exist currently in professional learning 
communities and NLCs, and they can be further explicated with greater 
alignments between 21st century competencies related policies and 
curricular innovations leading to deeper learning. 

 
Finally, the Singapore education system is undergoing a change process 
from a dominantly high-performance pedagogy centric system to one 
which is complemented by inquiry process oriented pedagogies. With 
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this shift, it needs a systemic ‘school’ (system) improvement model — 
which we hope this chapter and book have provided — that can inform 
us of how change occurs. As the Singapore education system moves  
from its efficiency driven ethos where our teachers are executing a 
common set of curricular materials with sufficient efficacy attested by 
performance in examinations, it is moving significantly towards a more 
student-centric philosophy consistent with greater decentralisation and 
school autonomy. 

 
It will require time for the Singapore education system to move from its 
entrenched practices and its efforts to evolve towards greater teacher 
autonomy and professionalism. Such cultural shifts occur without 
necessarily lowering academic performances at high stakes exams; and 
schools undergo such a shift carefully and in a staged fashion, not 
necessarily through whole school reform en masse. Schools are observed 
to encourage teachers to make these shifts progressively, while other 
schools decentralise the change process to the department levels with 
each trying out new pedagogies of their choice, and not necessarily in 
any immediately radical ways. It is important for teachers to take ‘leaps 
of faith’. More experienced teachers must support the less experienced 
teachers to take ‘leaps of faith’ in making the change by engaging in 
some form of apprenticeship (with respect to their particular 
innovations). School leaders typically role-model the need to experiment 
with new ideas and bring the school together towards a common shared 
vision in teaching and learning for which school leaders take pains to 
establish. 

 
In this chapter, we have summarised the principles of educational change 
based on our studies of educational innovations in Singapore schools. 
These principles of educational change and the focus on learning are 
relevant to all educational systems with the teacher at the heart of any 
sustainable change in education. Policies, structures, organisational 
norms, and other such socio-technical enablement(s) help, but it is 
people, especially the school leaders and teachers, who make all the 
difference. Going forward, maximising learners’ potentials and 
motivating students in agency towards their own learning is envisaged to 
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be the next frontier of change in the system. Again, it is the people that 
matter most. 

 
The Singapore education system, while it is largely a centralised system, 
illustrates that in any system, a certain degree of centralisation is always 
useful especially in coordinating innovations towards thematic and 
strategic directions. The unique proposition of our case studies on the 
Singapore system is that a system that begins centrally can find its 
decentralisation pathways with schools being able to exercise greater 
school autonomy progressively. The verdict on whether the Singapore 
education system can balance 21st century learning with strong academic 
performance for our students remain an enduring hope and outcome, 
while our early indicators look promising. 

 
We hope that the international readers of this book have benefited from 
our analysis and synthesis, and can apply the principles of educational 
change embedded in the chapters of this book to their own contexts and 
systems. 
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