


SUSTAINING REFORM EFFORTS IN BROWARD COUNTY SCHOOLS: 

A STUDY OF THE COALITION OF ESSENTIAL SCHOOLS 

by 

Sharon Moffitt 

A Dissertation Submitted to the Faculty of 

the College of Education 

in Partial Fulfillment of the Requirements for the Degree of 

Doctor of Philosophy 

.. 

Florida Atlantic University 

Boca Raton, Florida 

May 2006 



Copyright by Sharon Moffitt 2006 

.. 

11 



SUSTAINING REFORM EFFORTS IN BROW ARD COUNTY SCHOOLS: 

A STUDY OF THE COALITION OF ESSENTIAL SCHOOLS 

by 

Sharon Moffitt 

This dissertation was prepared under the direction of the candidate's dissertation advisor, 
Dr. John Pisapia, Department of Educational Leadership, and has been approved by the 
members of her supervisory committee. It was submitted to the faculty of the College of 
Education and was accepted in partial fulfillment of the requirements for the degree of 
Doctor of Philosophy. 

'7>1 ~ ~ -lkxuOJ?, 
po&d 

Chairman, Department of Educational Leadership 

~(] 

~2~ ltflZ 
D te 

111 



ACKNOWLEDGMENTS 

I would like to formally acknowledge my entire dissertation committee: Dr. John 

Pisapia, Dr. John Morris, Dr. Patricia Maslin-Ostrowski and Dr. Michelle Acker

Hocevar. I would not be writing this page without the inspiration and continued support 

of each of you. A special thanks to Dr. John Pisapia, my dissertation chair, whose 

constant support, encouragement, know ledge and a few kicks here and there kept me 

going. Dr. Pisapia, you stuck with the turtle through hurricane ravaged home, broken 

knee, death of friend and family, and professional changes. I would just like to state 

clearly, ''The turtle has emerged victorious." Thanks for not giving up on me. 

Many thanks to my friends and colleagues who encouraged and forced me to 

"finish the thing." To all of the staff at Liberty Elementary and Park Ridge Elementary 

who put up with me through the last four years of this project. A very special thanks for 

the unrelenting support and encouragement of my Kentucky Colonel friend, Jennifer 

Freeland, who stayed with me to the bitter end of this paper. Each time I quit, she 

dragged me back whether I wanted to continue or not. I would also like to recognize the 

entire doctoral cohort started by Dr. Pisapia and especially the late Christine Miller. As 

we all finish our degrees, I am sure we all remember Chris' love for life, passion for 

education and her famous statement as we scattered through the parking lot after our first 

cohort organizational meeting anticipating many tough years ahead, "Goodbye my new 

best friends, see you on Saturday." She was right, the best friends spent three years worth 

of Saturdays together. 

l V 



Of course, my family is to be especially recognized for all of their efforts which 

are too many to try to cover. My husband has cooked many meals and cleaned house 

many times so I could study and truly never doubted that I would finish. My mother gave 

up her Saturday shopping adventures and delivered children to work and ballgames and 

never complained. My three children have encouraged and inspired me more than they 

know. I have accomplished a huge task with the completion of this degree, but my 

greatest accomplishment in life is raising Michael, Lauren and Russell and watching 

them become brilliant, caring and successful adults . To the rest of my family, I couldn't 

have done any of this without all of you. A work that takes this much time and thought 

also opens ones eyes to the importance of the special people in your life. 

v 



Author: 

Title: 

Institution: 

Dissertation Advisor: 

Degree: 

Year: 

ABSTRACT 

Sharon Moffitt 

Sustaining Reform Efforts in Broward County Schools: 

A Study of the Coalition of Essential Schools 

Florida Atlantic University 

Dr. John Pisapia 

Doctor of Philosophy 

2006 

States, districts and schools continuously institute school reforms that propose to 

meet the needs of all students. Reform efforts come and go at such a rapid pace, it is often 

difficult for a school to participate in a reform effort long enough to give it a chance to 

succeed. This study looked at the internal and external contextual factors that contribute 

to the sustainability of a reform effort within a school. 

The purpose of this study was to determine the relationship of the level of 

integration of the core values of the Coalition Of Essential Schools (CES) into the 

management and instructional practices of the school and sustainability of the reform 

effort. This research is based on the belief that reform efforts must be maintained long 

enough to become the "way we do things" to have a significant impact on student 

achievement. 

Vl 



Thirty schools within Broward County participated in this study. A survey questionnaire 

was developed by the researcher and 252 responses were returned. This study employed a 

quantitative study that was correlational in nature. 

Principal turnover results were surprising, as principals changed, sustainability 

rates rose Findings indicate principal turnover and coordinator turnover had little impact 

on integration levels of the core values into the school's practices. The correlation 

between a school ' s socioeconomic status and sustainability found that schools with high 

numbers of students on free and reduced priced lunch had lower rates of sustainability. 

Research also indicated schools who were CES members for more than four years had 

high levels of integration of the core values into the school's practices. Finally, research 

showed that teacher turnover had a significant relationship to the level of integration of 

the core values of the CES into the school's practices and to the sustainability of the 

reform effort within the school. 
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Chapter 1 

Introduction 

There is little argument that the reform of America's schools is and has been a 

national imperative. Change, whether planned or unplanned, is unavoidable in the life of a 
I 

school. Schools struggle to meet the demands of mandates as well as meet the constant 

changing needs of their students, thus the dilemma of reform is schools are continuously 

faced with meeting the needs of all students. Students' needs within schools are changing 

as the needs of our society change. The problem is that as Cuban (1990) noted schools 

often find themselves reforming over and over. It seems that just as one challenge is met, 

a new external challenge is presented. For example, no sooner had schools began to 

understand how to implement the Florida A+ Plan requirements when the No Child Left 

Behind (NCLB) Act of 2002 presented a series of new reforms and mandates for schools 

to address. Schools and students are now measured by reading and math assessments 

students take over a four day period in March of each year, along with a two day writing 

assessment. 

Michael Pullan (1998) believes that change can no longer occur in isolation from 

the school community. A cooperative effort between external and internal forces is 

necessary for schools to create an environment that meets the needs oftoday's students. 

Political mandates and forced reform efforts typically fail to consider the entire school 

community and the external and internal factors that comprise the school community. 

Mandates for reform continue to perplex school leaders as they attempt to implement a 
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reform within their school and community that may or may not "fit" their students' needs 

and the culture of their schools. Schools continuously adapt themselves to reform efforts 

that profess to be the answer to successful school reform initiatives. The sequence of 

events follows a predictable path. Teachers and administrators work hard to make the 

reform work. Many times the effort is not aligned with the culture of the school, the 

district withdraws support, or the principal is reassigned. As a result the reform effort is 

not sustained. 

This phenomenon of unsustainability creates a situation of moving from one 

reform effort to another, with inconsistent results for teachers and students. In 2000 

Fullan reported that reform efforts take at least three years to achieve successful change in 

student performance in an elementary school, five years in secondary and eight years in a 

district. The challenge to school districts is to identify factors that lead to sustainable 

reforms and implement them. The students do not have three to eight years to wait for 

reform to affect their achievement, only to be put aside for another effort and another long 

wait. 

This study addresses the problems presented by Cuban (1990) and Fullan (1998) 

by identifying the factors that cause reforms to be sustained long after the mandate or 

program recedes and the school is left to its own development. This study investigates the 

Coalition of Essential Schools (CBS) and delves into the depth and breadth of the 

integration of key principles of these reform factors within the everyday work routines of 

the school to determine if the integration of values from this reform results in the 

sustainability of the reform. 
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Background 

The reform of education has been and continues to be a constant factor in the life 

of schools. It has had a glorious history. School reforms historically reflect the context of 

the times. For example, the newly freed Slaves of the south began to struggle to gain an 

education in the years following the Civil War. Reconstruction and literacy campaigns 

sprang up everywhere and education for the freed slaves seemed a reality. This change 

came to an abrupt end in 1876 with the withdrawal of Union Troops and the return of 

white segregationist government across the South. Schools founded during the 

reconstruction period struggled to survive without sufficient funding (Fraser 2002). In the 

years between 1876 and 1920 schools were faced with compulsory attendance laws and 

the "Americanizing" of a multitude of immigrants who arrived between 1880 and 1920. 

Schools became the focal point of improving the lives of individuals. John Dewey's 

progressive education movement dominated the education scene into the 1950s and 

Dewey called upon teachers to be leaders in developing a new society (Dewey, 1916). 

In the early 1950s schools and neighborhoods remained largely segregated. In 

many states segregation was law. Schools professed to be separate, but equal. Children of 

color did not attend schools with white children. The 1954 Supreme Court decision in 

Brown v. Board of Education of Topeka, Kansas changed this practice and ended the era 

of "separate but equal" schools. The Supreme Court decision found segregation 

unconstitutional. States began to struggle to ensure equal and desegregated education. On 

September 2, 1957, Little Rock High School began their first year as a desegregated high 

school. Nine black students attempted to enter the school on this day and were stopped at 
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the door. Finally, on September 25, 1957, nine black students entered and Little Rock 

High School became desegregated. 

On October 4 of the same year, the Russians launched the first man made satellite. 

Suddenly Americans found themselves in a race with the Soviets. As our society 

struggled with issues of desegregation, the United States began to look at education 

reform to close the perceived technology gap between Russia and the United States. The 

progressive movement was out and sighted as the reason schools in America were falling 

way behind the rigorous schools of Russia (Fraser, 2002). The nation' s scientists warned 

the nation would face disaster if we did not improve science and math education in our 

schools. The success of the space program seemed to be relying on the appropriate 

education of our children. In 1958 the federal government passed the National Defense 

Act. This act was directed toward improving achievement in math, science and foreign 

languages (Angus & Miral, 1995). This reform effort was short lived as Americans faced 

the civil rights movement, the Vietnam War and urban riots. Once again, the schools were 

viewed as the reason for the problems facing society. Lawmakers were convinced 

focusing on math, science and foreign language was irrelevant to the larger crises facing 

the nation. 

The 1960s gave rise to a more intense Civil Rights Movement. In 1962 President 

Kennedy ordered Federal Marshals to escort the first black student to enroll in the 

University of Mississippi to the school. In 1963 Randolph and Bayard organized the 

March on Washington, an event that symbolizes the civil rights movement. The civil 

rights movement gave rise to a new way of thinking and several new programs. In 1965 

President Lyndon Johnson began his War on Poverty and paved the way for legislation to 
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ensure an equal education for all. Congress initiated the Great Society Program which 

dramatically expanded federal aid to education (Fraser, 2002). The Elementary and 

Secondary Education Act (ESEA) was authorized on Aprilll, 1965. The goals ofthe 

ESEA were to maximize student learning, provide teacher development and increase 

school capacity. As the Vietnam War became a part of our society, schools were blamed 

not only for failing to keep up to the rigor of the Soviets, but also for contributing to the 

problems of race, poverty and youth alienation (Angus & Miral, 1995). 

Once again, reform would begin with a different focus. Schools attempted to 

replace the emphasis on raising academic standards with a more child friendly 

atmosphere. Schools opened up their walls and the "open classroom" was born. 

Experiential learning became the norm. The emphasis was now on making subjects 

relevant to children. The hierarchy of teacher to student was removed and children were 

encouraged to make decisions on their own learning. Legislation was created to ensure 

equal opportunities for all. 

In 1972, Title IX, The Education Amendment was signed By President Richard 

Nixon. This act ensured that no person shall, on the basis of sex, be excluded from 

participation or be denied benefits, or subjected to discrimination under any education 

program or activity receiving federal financial assistance. Public Law 94-142 was enacted 

in 1975. This law forced schools to educate handicapped children. Before this law 

handicapped students were often excluded from schools, sent to separate schools or 

placed in lesser programs within schools. This law continues to be difficult to implement 

due to costs and is still a source of continuous refocusing and reforming within our 

schools. In the 1970s The Effective Schools Movement also began. Ronald Edmonds, 
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Director of the Center for Urban Studies at Harvard University, and a small group of 

researchers set out to ensure minority students would not be harmed by policymakers who 

believed the funds for federal funding should be reduced due to a lack of success in 

overcoming the effects of poverty and race (Cuban, 1998). Edmonds and his group 

looked at data from schools with students from impoverished backgrounds. They · 

identified schools nationwide where poor children were meeting with academic success. 

These researchers found specific factors (correlates) present in schools where students 

were scoring higher than expected on standardized tests. The seven correlates they 

identified are (a) clear school mission, (b) high expectations for success, (c) instructional 

leadership, (d) frequent monitoring of student progress, (e) opportunity to learn and 

student time on task, (f) safe and orderly environment, and (g) home-school relations. In 

the early 1980s the correlates were identified in several Effective Schools models that 

became a part of urban school reform (Cuban). As the 1980s began, America was 

educating all of its students. Schools had come a long way and reformed many times 

since the Civil War. 

With the election of President Ronald Reagan in 1980 education funding changed 

and many programs for impoverished children were lost. President Reagan advocated 

cutting all of the nonmilitary functions of the federal government and turning them over 

to the states. He eliminated federal funds to schools and social programs designed to give 

opportunities to the poor and working class. These programs swiftly disappeared or 

shrank. The burden of educating all students with varying needs now fell to the states. 

School programs to assist children with specific needs disappeared due to a lack of 

funding. 
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The 1983 publication of A Nation at Risk: The Imperative for Educational Reform 

raised serious concerns for American Public Education and called for large-scale reform 

of the public school system. The report provided a broad set of recommendations for 

reforming our public schools (National Council on Education [NCE], 1983). The report 

recommended more rigorous high school graduation requirements, higher expectations 

for students, more time teaching the basics, improved teacher preparation and fiscal 

support to achieve these reforms. While this report by President Reagan's Secretary of 

Education did not call for allocating federal funds to education, it began a national debate 

on school reform and a large-scale effort to reform our nation's schools. Reform efforts 

arose with multiple strategies and schools had a menu of reform efforts to choose from. 

President Clinton signed Goals 2000: Educate America Act, Title III, Sec. 302 in 

1994. The goal of this plan was to ensure an equitable and appropriate education for all 

students. Schools were once again mandated to ensure an equitable education for all 

students. Many states reviewed the goals and created a comprehensive Goals 2000 plan 

for education reform. Schools began to hold regular meetings to develop a plan that 

would assist their schools in reaching the high standards set by the Goals 2000 act. 

Teachers, parents and community members sat together and collaborated on the needs of 

their school. The goal: A comprehensive plan for whole school reform. The schools set 

out to identify the areas in need of reform and identify strategies for improvement. 

Reform efforts began to appear at a rapid pace. Each one had unique methods and 

strategies to assist the public schools with their ills. Schools were facing decisions 

regarding reform models at the same time they were learning to collaborate openly with 

parents and community members. Many school climates were not ready for this new plan. 
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Doak ( 1970) states, ''The climate of an organization is the first and most important 

concern in initiating and sustaining change (p 368)." 

The reform movements of the 1990s are characterized by radical changes in 

response to the shifting demographics of schools (Snyder, 1994), the changing knowledge 

and skills required in the workplace of the 21st century (Snyder), and low performance on 

international comparisons of student performance (Kearns, 1993). The term 

"multiculturalism" entered education rhetoric in the 1990s. Schools struggled to reflect 

and attract a diverse student body. Educators and lawmakers debated over the 

appropriateness of celebrating contributions of different ethnic groups within schools. 

New technologies began to redefine the social geography of schooling (Pullan, 1997). 

People experienced a crisis of community. Schools provided one of the last and greatest 

hopes for resolving the crisis of community (Giddens, 1995). 

The tum of the century brought with it even more reform mandates for schools. 

The Charter School Legislation of 2001 (Bill No. CS/CSIHB 269) focused on improving 

student learning and improving learning opportunities for all students. It encouraged the 

use of different and innovative learning methods and required school districts to provide 

additional academic choices for their children. Under this legislation, students and parents 

have a choice to attend established charter schools if the student meets the requirements 

set up by the school. Students may withdraw at any time from the charter school and 

return to their assigned public school. This legislation is designed to create competition 

within the public schools. Law makers believe competition will improve the quality of 

public schools. 
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The most recent Federal Reform in a series of dramatic educational reforms is the 

No Child Left Behind Act signed by President Bush on January 8, 2002. The four basic 

education reform principles contained in this act are, stronger accountability for results, 

increased flexibility and local control, expanded options for parents, and an emphasis on 

teaching methods that have proven to work. The goal of this plan is that all students will 

be proficient in math and reading by the year 2014. This act identifies "failing" schools 

and gives students and parents in identified schools options to choose a different school, 

receive funding for transportation to their school of choice and funding toward 

supplemental services such as tutoring or after school programs. Public schools are faced 

with the dilemma of keeping up with the latest reforms while insuring academic 

achievement of students. In her study of 13 schools, Datnow (2002) found that changing 

district and state mandates had a significant impact on the school's ability to sustain the 

reform effort. The No Child Left Behind Act measures student success with standardized 

tests given in Grades 3 to 8 to measure achievement in reading, math and science. 

Now in the year 2006, our world is still changing at an even more rapid pace. 

More than 50 percent of the new jobs are considered to be knowledge work jobs. We 

routinely prepare only a small segment of our students for such jobs. Less than one out of 

three drop-outs will get any job at all. The odds of graduating from high school at all are 

under 50 percent for Latino and African American students, and less than 70 percent for 

white students (Hammond, 2000). 

As educators implementing new reading, math and science programs within our 

schools, we must also consider the longevity of the program. A sense of urgency, while 

valuable in the initial stage, may inhibit the depth of the implementation. The goal of 
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public schools must be to initiate reforms that improve student achievement and "stick" to 

ensure improved student achievement over many years. This study identifies those 

characteristics of a reform effort within a school that allow the reform effort to be 

sustained. 

Statement of the Problem 

Sustaining schoolwide reform efforts past the initial stages and fostering 

continuous growth is a continuous challenge faced by all stakeholders involved in the 

change effort (McChesney & Hertling, 2000; Senge et al., 1999). In his book, The Dance 

of Change, Senge identifies several studies of change that found a significant failure rate 

because of the organization ' s inability to sustain innovations. Hargreaves (2002) 

identifies change as a "serial killer" that defeats and destroys improvement instead of 

developing it. This phenomenon is not found just in educational organizations. For 

instance, John Kotter' s 1996 study of 100 top management-driven corporate 

transformations efforts concluded that half did not survive. Andre Gide says, "Everything 

has been said before, but since nobody listens, we have to keep going back and beginning 

again" (cited in Cuban, 1990, p. 3). 

This lack of sustainability is illustrated by David Tyack and Larry Cuban's 

metaphor of fireflies. Changes frequently appear, shine brightly for a few moments, and 

then disappear again (cited in ONeil, 2000). Repeated failures of reform efforts cause 

much trauma for practitioners and students and they are a massive waste of resources 

(Po grow, 1996). Farrell (2000) states in his review of two books about change 

"One general lesson is that planning educational change is a far more difficult and 

risk-prone venture that had been imagined in the 1950s and 1960s. There are 
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many more examples of failure, or of minimal success, than that of relatively 

complete success. Much more is known about what doesn't work, or does not 

usually work, than about what does work. Moreover, when planned educational 

reform attempts have been successful, the process has usually taken a long time, 

frequently far longer than originally anticipated. (p. 94)" 

Many times the failure of reform efforts have more to do with local, political and 

societal factors rather than educational factors. Pullan and Stiegelbauer (1991) noted that 

the failure of educational change may be related as much to the fact reforms were never 

implemented in practice as to the fact that societal, political, and economic forces inhibit 

change within the educational system. Sarason (1982) points out that even when changes 

do occur they are not deep. He attributes this lack of sustainability to the fact that while 

schools are constantly engaging in efforts to change in response to external pressures, 

they seldom change the essential patterns of the organization. As Sarason notes, when 

changes do occur, it may be surface only, and is seldom sustainable. This study assumed 

the level of integration of the core values of the reform effort was related to the longevity 

of the reform effort within the school. 

Purpose of the Study 

The purpose of the study was to determine the relationship of the level of 

integration of the core values of the Coalition of Essential Schools (CES) into the 

management and instructional practices of a school and the sustainability of the reform. 

The following questions guided the investigation: 

Research question 1. What is the level of integration of the CES Principles of the 

reform effort within the school's management and instructional practices? Specifically, 
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how deeply and broadly are the CES Principles integrated into the management and 

instructional practices of the school? More specifically, to what degree are these values 

evident in the management practices of mission and values, pre-planning, teacher 

evaluation and school improvement plan and the instructional practices of curriculum, 

delivery of curriculum and assessment? 

Research question 2. What is the relationship of external and internal contextual 

factors to the level of integration of the CES Principles into the management and 

instructional practices of the school? Specifically, do the external and internal contextual 

factors impact the level of integration of the CES Principles into the school's 

management and instructional practices? 

Research question 3. Is there a relationship between the level of integration of the 

CES Principles of the reform effort and the sustainability of the reform effort? 

Specifically, do schools with a higher degree of sustainability have higher levels of 

integration of the CES Principles of the reform effort than those with a lesser degree of 

sustainability? 

Research question 4. Is the sustainability of the CES reform effort related to 

external and internal contextual factors? 

Significance of the Study 

This study looked at one of the most important issues of educational reform: 

sustainability. It asked, "Did schools which have integrated the core values of a reform 

effort deeply and broadly into their management and instructional practices sustain the 

reform effort longer than those that did not? The answer to this question can assist 

reformers and educators when implementing reforms within their schools. This study also 
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gave insights to educational reformers in predicting the sustainability of their reform 

efforts. School staffs work diligently across the nation to improve student achievement. 

Reform efforts that do not last past initial implementation represent a loss of valuable 

educational time for our students. Reform efforts must be sustained for a significant 

amount oftime to affect student achievement (Datnow, 2002; Fullan, 2000). This study 

looked at the length of time the effort was in place within a school and determined what 

factors supported or inhibited the longevity. Data collected and analyzed from this study 

assists researchers and educators in determining what is necessary to sustain a reform 

effort past the initial stages and therefore allow the reform effort to be in place long 

enough within a school to determine its success or failure as measured by student 

achievement. 

This information is useful to school leaders and staff. The results of this research 

assist reformers in making a decision about a reform effort and its predictable 

sustainability. This information ensures efforts made are not in vain. 

Conceptual Framework 

This research investigated the integration of the core values of a reform effort into 

the management and instructional practices of the school and its relationship with 

sustainability of the reform effort. The following concepts (see Figure 1) framed the 

study: (a) core values of the Coalition of Essential Schools reform effort, (b) integration 

of the core values into the management and instructional practices of the school, (c) 

impact of internal and external contextual factors on sustainability of the reform effort, 

and (d) prediction of sustainability of the reform effort. 
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Figure 1. The integration, culture, and sustainability of whole school reform. 

Sustainability 

Sustainability refers to the length of time a reform effort lasts in a school. It is 

thought, sustainable change is embedded in the culture of the school (Cuban, 1990; Deal 

& Peterson, 1999; Fullan; 1993; Hallinger & Leithwood, 1998; Schein; 1992; Senge et 

al., 1999). This study proposed to determine if the sustainability of the Coalition reform 

was related to the integration of the core values into the management, instructional 

practices of the school and to determine what impact the internal and external contextual 

factors had on the sustainability of the reform effort. 

Sustainable change is characterized as "a continuation of classroom practices and 

other activities implemented during the reform program's existence, and the decisions, 

actions, and policies by school and district leaders that support that continuation," 

(Florian, 2000, p. 3).Sustained reform is that change which remains after the initial 

implementation of the reform effort. The change that is embedded in the culture, becomes 
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the culture of the school, and will remain after the implementation of the reform effort. 

The core values of the reform effort will no longer be separate from the culture, they are 

the culture and therefore sustainable. Leadership, curriculum, district support, 

significance of reform effort to school, pre-planning and teacher habits of mind are 

significant in determining the longevity of a reform effort (Corbett, 2001; Florian; 

Howley, 2001). Some researchers conclude sustainability can be attributed to creating a 

supportive work climate and culture of school ( Bulach & Malone, 1994; Donahoe, 1993; 

Hargeaves, 2002; Kugelmass, 2000). Others found that sustainability is tied to leadership 

practices and strategies (Forsika, 1994; Kotter, 1996; Nadeau & Leighton, 1996). Still 

others attributed increased sustainability to the level of planning that occurred prior to the 

implementation of the reform effort (Beach, 1993; Pullan, 1998; ODell, Elliott, & 

Hubert, 2000). 

Research by Hess (1998) indicates reform efforts do not attempt to alter teaching 

and learning because it causes controversy. Hess found that seasoned teachers have 

learned to weather the stay of the reform effort by closing their doors and going about 

business as usual until the latest reform goes away. This is a major reason reform efforts 

are not sustainable. They never reach the core technologies of teaching and learning 

within the school. When the change is meaningful and sustainable it reaches the core 

technologies of the school (Pisapia, class notes 1999). Once school reform activities end, 

so will most of the practices unless (a) a school is organized so that incentives and 

encouragement continue to flow to those making changes, or (b) corresponding changes 

are made in the rules and guidelines governing instructional behaviors (Corbett, Dawson, 
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& Firestone, 1984). A reform effort that does not affect change at the instructional level is 

not sustainable nor is it worth it. 

When reform effort indicators become a part of the routine, the effort is more 

likely to sustain as the way we do things around here (Florian, 2000; Schein, 1992) which 

is a significant part of the culture. Corbett and Wilson (2001) studied a reform effort after 

its second year of implementation in a Philadelphia High School. The findings indicated 

students were no longer surprised by the initial changes. The strategies and procedures 

established with the initial reform were now expectations. The reform movement became, 

''The way we do things around here." Huberman and Miles (1984) refer to this as 

"institutionalization." The reform effort that is institutionalized will no longer be viewed 

separate from the processes of the school, it becomes embedded in the school processes. 

Leadership is the creation and management of culture (Schein, 1992). The leader 

must create a culture accepting of the core values of the reform effort and then manage 

that culture to support the core values of the reform effort. School leaders cannot lead a 

reform effort without a keen awareness of their culture. An effective reform movement 

will be one in which the leader embeds the core values into the "things that matter" in the 

school. The importance of the leader's ability to manage school culture is noted 

throughout the literature (Deal & Peterson, 1990; Deal & Peterson, 1999; DuFour & 

Eaker, 1998; Sarason, 1996; Stolp, 1994; Stolp & Smith, 1994). At the heart of school 

problems lies the culture of the school (Sarason, 1982). For purposes of this study 

leadership and management were grouped together and were identified as management 

practices. Although the two tasks are different, one cannot successfully change and 

sustain the change without a keen understanding and application of both management and 
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leadership practices. The literature confirms the importance of leadership and 

management skills to school effectiveness (Bennis & Nanus, 1985; Bossert & Dwyer, 

1982; Gardner, 1990; Leithwood, Seashore, Louis, Anderson, & Wahlstrom, 2004; 

Murphy, Ballinger & Peterson, 1985; Pisapia, 1999). 

Core Values 

Core values of the reform effort refer to the basic principles of the reform effort 

being attempted. The reform effort that is embedded deeply within the culture of the 

school is considered sustainable (Pullan, 1993; Joyce, Murphy, Showers, & Murphy, 

1989; Kotter, 1996; Sarason, 1982; Schein, 1992). The reform effort researched in this 

study was the Coalition of Essential Schools (CES). It is a national reform effort that 

began in 1984. The CES currently has a National Office in Oakland, California and 21 

CES regional Centers serving grades K-12 (CSRQ Center Report,2005). The Coalition of 

Essential Schools has 10 principles of effective schools. These 10 principles are the core 

values of the CES reform. CES is based on the Research of Ted Sizer (1984). Sizer found 

that despite differences in location and demography, American high schools were similar 

and inadequate. The philosophical foundation of coalition reform is the triangle of 

learning -the relationship between teacher, student and subject matter (McQuillan & 

Muncey, 1994). Sizer, who was the dean of Harvard's Graduate School ofEducation, 

approached reform not from a how to perspective to be imposed, but rather a general set 

of nine principles schools could fashion in ways that made sense in their community. The 

lOth principle was added in 1997. The 10 principles serve as a framework for schools 

implementing this effort. Sizer believes schools who embed these principles (core values) 
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into their culture will successfully meet the needs of their students, and student 

achievement will be at an optimum. 

Coalition teachers are encouraged to guide students to use their minds well and 

develop intellectual competencies. In 1984 a group of 12 schools in seven states agreed to 

redesign themselves on the basis of Sizer' s ideas and to form the CES. A team led by 

Sizer, then based at Brown University, was formed to support these essential schools in 

their efforts ( CSRQ Center Report,2005). The CES does not give schools mandated 

strategies for curriculum or structure. There is no "one" management system for change. 

CES believes only the stakeholders in the school environment can decide what 

curriculum and structures are best for their students. Therefore, the management system 

for the change is up to the individual school communities. The Coalition reform process 

in a school involves examining the 10 principles and identifying the curriculum and 

management practices necessary to embed those principles into the functioning of the 

school. As a result of this self-imposed reform process, several practices are inherent in 

CES schools: (a) teacher study groups, (b) learning communities, (c) project based 

assessment, (d) shared decision making, and (e) participation in student work protocols. 

The Coalition process involves study groups composed of all stakeholders who diagnose, 

envision, and plan whole school reform. The CES offers several tools for these purposes. 

Training is offered for schools who wish to investigate the implementation of the 10 

principles in their schools or districts. Facilitators are supplied through the Coalition to 

assist schools with diagnosing their current status, envisioning their future, and planning 

how to get there. Plans look very different from school to school. 
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The 10 principles of the CES that effective schools focus on are (in abbreviated 

form) (a) intellectual focus, (b) mastery over coverage, (c) goals apply to all students, (d) 

personalization, (e) student as worker, (f) demonstration of mastery, (g) tone of decency, 

(h) teacher as generalist, (i) creative organization, and U) democracy and equity. 

Integration 

In this study, integration refers to the extent to which the core values of the 

Coalition of Essential Schools reform effort are embedded in the school's management 

and instructional practices. Integration was determined by identifying how deeply and 

broadly these values were embedded into the management and instructional practices of 

the school. For instance, how deeply and broadly were they found in the management 

practices of mission and values, pre-planning for the reform, teacher evaluation, and the 

school improvement plan? And, how deeply and broadly were they found in the 

instructional practices of curriculum, instructional strategies, and assessment? 

Contextual Factors 

Contextual factors, both external and internal to the school are known to affect the 

implementation of school reform efforts. These factors can make the reform effort move 

smoothly, slowly or not at all. Both types were used in this study. Internal contextual 

factors used in this study included: principal leaving the school, Coalition school 

coordinator job reassigned, teacher turnover and effect of state wide focus on standards 

on school's Coalition focus. External factors included change or deletion of district level 

Coalition administrators, level of district funding for reform effort, changing socio 

economic status of the school, school grade as determined by the Florida A+ Plan 
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guidelines, and district support (facilitators, office, staff development opportunities) to 

implement the Coalition of Essential Schools reform effort. 

Methodology 

Research design. The research was designed to investigate, assess, and explore if 

and to what degree the integration of the core values into the management and 

instructional practices of the school were related to the sustainability of the reform effort. 

This study employed a quantitative design that was correlational in nature. 

Study population. The population selected for this study was the 52 public schools 

in Broward County who were present or former members of the Coalition of Essential 

Schools. At the elementary level, 25 percent of the classroom teachers in the school for 

more than one year and the principal completed the survey. At the middle and high school 

level, 25 percent of the core subject teachers in the school for more than one year and the 

principal completed the survey. 

Instrumentation. The major research instrument used for this study was a 

questionnaire created by the researcher to assess the integration of the core values of the 

Coalition of Essential Schools into the management and instructional processes of the 

school. The questionnaire was field tested for reliability in 10 schools outside ofBroward 

County. Schools identified as Coalition Schools on the Coalition website were contacted 

and sent surveys. Face validity was determined by a panel of experts who reviewed the 

instrument for face value validity. Data analysis was conducted using the Statistical 

Package for the Social Sciences (SPSS). 
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Chapter Summary 

Reform of America's schools is synonymous with American education. Reform 

began as schools began and it continues now into the year 2006. Historically reforms 

have been established and reestablished. Schools in the United States fluctuate between 

state and local funding, Federal funding and Federal and local control. Throughout 

history schools have been viewed as the tool for improving society and the cause for its 

failures. Public education is continuously in the spotlight as it is developing the next 

generation of adult citizens. It is imperative to ensure an appropriate and equal education 

for all children. Schools and government cannot continue to reform over and over again 

with no sustainability of the efforts. It is my belief that the reform effort that is embedded 

deeply into the practices of the school will sustain and act as a foundation to the changes 

that occur as society changes. 
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Chapter 2 

Literature Review 

The decision to undertake change more often than not is accompanied by a kind 

of optimism and rosy view of the future that, temporarily at least, obscures the 

predictable turmoil ahead. But that turmoil cannot be avoided and how well it is coped 

with separates the boys from the men, the girls from the women. It is rough stuff. There 

are breakthroughs, but also there are brick walls (Sarason & Lieberman, 1994, p. vii). 

Overview 

This study attempted to identify breakthroughs and brick walls in sustaining 

educational change. Chapter 1 outlined the history of education and the reforms that 

occurred along with the changing politics and community needs. This chapter focuses less 

on the historical legal mandates for reform to the specific types of reforms that have been 

attempted over the past two decades. The review illustrates the problem that reforms that 

do not last past the initial stages do not benefit student achievement. Thus factors from 

these reforms and other change studies that lead to sustainability are then reviewed in this 

chapter. 

Review of Reform Movements 

As America's schools began to look to reform and demand a choice in the 

direction of their reform. Reformers and reform models emerged with plans and 

guidelines that would promote positive school change. The Coalition of Essential Schools 
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(CES) and Paideia began in 1984. Many other models followed between 1991 and 1995. 

All of these models profess to advance reform of schools with their own unique 

programs. 

The Paideia model is designed to look at the whole school and all grades 

kindergarten through 12th grade. Paideia was developed by Mortimer Adler in 1984. 

Adler's goals are to prepare each student for earning a living, being a citizen of this 

country and the world, pursuing life-long learning (Adler, 1994). Paideia uses three 

instructional approaches to address its goals. They are Socratic seminars, didactic 

discussion, and one on one coaching. Implementation of Paideia into a school is 

scheduled for three years. Year one focuses on Paideia Seminars, year two focuses on 

intellectual coaching, and year three focuses on assessment. Paideia has several 

requirements a school must meet before implementing the Paideia program. Paideia's pre

requirements are designed to avoid giving schools funding without an informed 

commitment from the staff. 

The Coalition of Essential Schools reform effort is a National Reform effort that 

began in 1984. It is based on the research of Ted Sizer (1984). Sizer found that despite 

their differences in location and demography, American high schools were similar and 

inadequate. The philosophical foundation of Coalition reform is the triangle of 

learning-the relationship between teacher, student and subject matter (McQuillan & 

Muncey, 1994). Sizer, then the Dean of Harvard's Graduate School of Education, 

approached reform not from a how to perspective to be imposed, but rather a general set 

of nine principles schools could fashion in ways that made sense in their community. A 

lOth principle, Democracy and Equity, was added in 1997 (Congress, 1997). 
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Sizer believes schools which embed these principles into their culture will 

successfully meet the needs of their students and student achievement will be at an 

optimum. Coalition teachers are encouraged to guide students to use their minds well and 

develop intellectual competencies. In 1984 a group of 12 schools in 7 states agreed to 

redesign themselves on the basis of Sizer's ideas and to form the Coalition. A team led by 

Sizer, based at Brown University, was then formed to support these essential schools in 

their efforts ( CSRQ Center Report,2005). The CES does not give schools strategies for 

curriculum or structure. There is no management system for change. Coalition of 

Essential Schools believes only the stakeholders in the school environment can decide 

what curriculum and structures are best for their students. Therefore, the management 

system for the change is up to the individual school communities. The Coalition process 

involves study groups composed of all stakeholders who diagnose, vision, and plan whole 

school reform. The Coalition offers several tools for these purposes. Training is offered 

for schools who wish to investigate the implementation of the 10 principles in their 

schools or districts. Facilitators are supplied through the Coalition to assist schools with 

diagnosing their current status, visioning their future goals and planning how to get there. 

Plans look very different from school to school. 

ATLAS Communities reform movement was developed in 1992 as a cooperative 

effort of the CES, Education Development Center, Project Zero and School Development 

Program. The ATLAS Communities is designed for Pre-K through grade 12. Its primary 

goal is to develop Pre-K to grade 12 pathways organized around a common framework to 

improve learning outcomes for all students. The ATLAS program recommends a high 

level of support from faculty and staff, but does not set guidelines for percentages. There 
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is no required vote by the faculty to join the ATLAS Community. ATLAS recommends 

at least one elementary, one middle, and one high school to begin the pathways in a 

particular school area. This reform effort strives to cut across the grade span, across the 

curriculum and many different constituencies involved in education. All stakeholders 

become involved in the ATLAS process. Parents are an integral part of ATLAS. Pathway 

groups look at teaching and learning, assessment, professional development, learning 

communities, and management and decision-making (CSQR center report 2005). 

Roots and Wings reform movement was developed in 1993 by Robert Slavin, 

Nancy Madden, and a team of developers from Johns Hopkins University (Madden, 

Slavin, Karweit, Dolan, & Wasik, 1993). The primary goal is to guarantee that every 

child will progress successfully through elementary school. The program reaches children 

in Pre-K to grade 6. The Roots and Wings program offers a prescribed curriculum with 

teacher-developed curriculum in the areas of literacy, math, and social and scientific 

problem solving. It builds on the Success for All Program. Success for All is a research

based program for students Pre-K to grade 6. This program focuses on reading, writing 

and language arts. Roots and Wings adds math and social studies and science. Roots and 

Wings supports early intervention, research based curricula, extensive training and one

on-one tutoring. 

Co-nect is a reform model designed for the whole school. It was developed in 

1992 by BBN Corporation. The primary goal is to improve achievement in core subjects. 

This program emphasizes authentic problems and practical applications. The design of 

Co-nect is based on five benchmarks found to be present in the most effective schools in 

the United States. The benchmarks include: 
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1. High expectations for all students and school wide accountability results. 

2. Schoolwide emphasis on practical application of academic knowledge to 

authentic problems. 

3. Use of assessment that measure actual student to school performance. 

4. Organization of the school into small learning communities. 

5. Sensible use of the best available technology for everyone. 

Training for teachers is both through Internet and in school. Co-nect schools are 

required to have computers in every classroom and on every teacher's desk in order to 

access on-line services and training. 

The Edison Schools Reform model was developed in 1991 by Chris Whittle and 

the Edison Project Design Team (Whittle, 1998). It is a privately sponsored program 

whose goal is to create innovative schools that operate at current public school spending 

levels and provide all students with an academically excellent education rooted in 

democratic values (1998). Edison designs 75 percent of the schools' curricula. The 

Edison team is responsible for implementing the educational programs and the 

management system of the school. The schedules are flexible in Edison schools. The 

school day may be longer and the students may attend for more days in the year. The 

Edison design is based on 10 integral parts, which are intended to enable high school 

students to work at college level and foster an appreciation for the arts, a commitment to 

health and fitness, an understanding of right and wrong, and a desire to participate 

responsibly in a democratic society. 
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Sustainability 

The reform efforts reviewed above all have reached some level of longevity. 

Reform efforts that do not last past the initial stages do not benefit student achievement. 

What seems to be the reason that they are able to sustain themselves? Many observers 

point to the presence of leaderships understanding of culture as one of the places to begin 

understanding factors that influence sustainability. 

There seems to be a consensus in the literature that school leaders cannot lead a 

reform effort without a keen awareness of the culture. For example, Schein (1992) offers 

the view that leadership is the creation and management of culture. The leader must 

create a culture accepting of the core values of the reform effort and then manage the 

culture to support the core values of the reform effort. The importance of Schein's 

contention is noted throughout the literature (Deal & Peterson, 1990; Deal & Peterson, 

1999; DuFour & Eaker, 1998; Sarason, 1996; Schein; Stolp, 1994; Stolp & Smith, 1994). 

The rationale for this point of view is illustrated in the following themes found in 

the literature. At the heart of school problems lies the culture of the school (Sarason, 

1982). The culture of a school must change if the school is to change (Maehr & Midgley, 

1996; Sarason, 1996). The change must be embedded in the school's culture to make a 

difference (Deal & Peterson, 1999; DuFour & Eaker, 1998; Pullan, 1995; Joyce et al., 

1989; Kotter, 1996; Sarason, 1982). A culture change results in sustainable change. It is 

the culture that ties together the individual factors of the organization's practices and 

values. 

Culture refers to the deep patterns of values, beliefs, and traditions that have 

formed over the course of the school's history (Deal & Peterson, 1990). School culture is 
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the historically transmitted patterns of meaning that include the norms, beliefs, values, 

ceremonies, rituals, traditions, and myths understood, maybe in varying degrees, by 

members of the school community (Stolp & Smith, 1994 ). Due to the varying degrees of 

understanding, culture may be hidden even to those involved in the school. To ignore the 

fact that a school has a culture in place and the implication of that culture is to court 

failure of a reform effort (Rossman, Rossman, Corbett, & Firestone, 1988). A reform 

effort must be deeply embedded in the deep culture to sustain (Kanter, 1984; Kotter, 

1996; Pisapia, 1998; Senge, 1990). Leaders who wish to change a school's culture must 

first understand the existing culture. The vision of the principal must be adaptable to 

those aspects of the school culture which are strong (Stolp, 1994). Contrary to this 

consensus is that fact that many school leaders often focus on a quick fix to improve in a 

hurry (Hess, 1998). The quick fix may or may not fit into the culture of the school and it 

is often imposed. An imposed reform effort that is dominated by beliefs and practices 

foreign to those inherent in the organization will not be successful (Van Allen, 1994). 

Schein (1992) states, ''The bottom line for leaders is that if they do not become conscious 

of the cultures in which they are embedded, those cultures will manage them." 

Although it is difficult to measure, it seems that the culture of an organization is at 

the heart of its successes and failures as well as the sustainability of reforms. Surface 

changes and visible changes may be multiple, but if the change is not occurring in the 

deep culture, it will not sustain. There must be a strong cultural foundation that supports 

the reform movement for the organization to survive challenges to their change effort 

(DuFour & Eaker, 1998). 
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Huberman and Miles (1984) discuss "institutionalization" in their case study of 

twelve schools and the reform efforts within them. Institutionalization is the degree to 

which the innovation is built into the ordinary and structural procedures of the school. 

Huberman and Miles do not consider institutionalization to mean continuation, but did 

find schools that institutionalize the reform effort are likely to have stable continuation of 

the reform effort. This relationship is impacted by contextual factors. Huberman and 

Miles make the following conclusions from their research of schools with high levels of 

institutionalization: (a) there is a clear organizational change, (b) reform is built into the 

curriculum, (c) There is a change in work procedures and structures, (d) there is 

administrative pressure, (e) Teacher administrator harmony, and (f) personnel stability. 

Huberman and Miles found the assessment of the degree of institutionalization was a 

reasonable predictor of the continuation of the innovation one year later. 

Miles and Ekholm (1991) in their case study analysis of the findings of the 

International School Improvement Project identified seven key factors to 

institutionalization. They are (a) policy-level confirmation, (b) vision building, (c) 

external support, (d) internal support, (e) school leader attention to institutionalization, (f) 

ownership, and (g) embedding. 

Huberman and Miles (1984) and Elkholm and Miles (1991) and others cited 

above point to the importance of a reform effort reaching a level of integration that 

penetrates the deep culture of an organization before it has the ability to sustain itself. The 

places it must penetrate are the management practices and instructional practices of the 

school as they are mediated by contextual factors. 
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Management Practices 

Managers must engage in both first order and second order changes to restmcture 

schools Leithwood (1994). First order changes are the changes in the core technologies. 

These changes are likely to have payoff for the students. Leithwood defines second order 

changes as those that require leadership sensitive to developing shared vision, creating 

productive work cultures, distributing leadership to others, organizational structure and 

culture, and people's willingness to risk change. He found first order change without 

second order change is deadly to the reform. 

School leaders continuously struggle to reform and "fix" their schools to meet the 

demands of political and societal pressures. An effective reform movement will be one in 

which the leader embeds the core values into the "things that matter" in the school. For 

purposes of this study leadership and management were grouped together. Although the 

two tasks are different, one cannot successfully change and sustain the change without a 

keen understanding and application of both management and leadership practices. The 

literature confirms the importance of leadership and management skills to deal with 

change as well as ordinary circumstances (Bennis & Nanus, 1985; Bossert & Dwyer, 

1982; Gardner, 1990; Murphy, Ballinger, & Peterson, 1985; Leithwood et al., 2004; 

Louis & Miles, 1990; Pisapia, 2006). 

Management practices must address the internal forces of a school throughout the 

entire change processes. Experts point out that to have an effective school change there 

must exist, a group of individuals within the organization who have a common purpose 

and vision (Bernd, 1992; Cuban, 1983; Deal & Peterson, 1990; DuFour & Eaker, 1998; 

Pullan, 1995; Kanter, 1989; Kotter, 1996; Leithwood, 1994; Sarason & Lieberman, 1994; 
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Senge, 1990; Sizer, 1984). The keys to developing a critical mass of educators within a 

school are found in the three C's of sustaining an improvement initiative-communication, 

collaboration, and culture (DuFour & Eaker). The leader must incorporate all three C's in 

all stages of the reform movement. The ability of a leader to incorporate all three C' s is 

key to the pre-planning stage. It is at this stage that a firm foundation is established. 

Communication must occur between and among all stakeholders of an organization. A 

healthy organization continually reviews the reform process and this communication is 

imperative to align all stakeholders. Collaboration among members of the organization is 

necessary to carry out the task. The task of school reform is daunting and cannot be 

accomplished unless all stakeholders collaborate. A small group cannot accomplish this 

effort alone. 

Research points out the importance of the changing role of the leader in sustaining 

a reform effort (Florian, 2000; Howley, 2001; Marzano, Mayeski, & Dean, 2000). Efforts 

at change must be strategically planned. Embedding the change in the deep culture is a 

step that cannot be ignored (Kotter, 1996). Leaders must actively and consistently 

participate in all reform movement activities. The leader begins with a vision of reform to 

match the school's culture. As the implementation continues, the leader takes a 

cooperative role in the ongoing implementation of the effort. This changing role appears 

to be significant to the sustainability of the reform effort. There are several management 

practices that are important to integration of core values of the reform. 

Planning. Research tells us that the pre-planning stage of a reform effort is 

important. Getting the school ready for the change effort is a task that cannot be left out. 

It is imperative to build a firm foundation for the reform effort to sustain. DuFour defines 
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a firm foundation as having four pillars that support the organization through all 

processes. These pillars are mission, vision, values and goals. 

Mission refers to the very reason the organization exists. Members of the 

organization are challenged to answer the question, "What are we here to do together?" 

Vision refers to that which instills an organization with a sense of purpose. Values are 

defined as that which clarifies how the individuals in the organization intend to make 

their shared vision a reality. Goals are defined as establishing priorities in the 

organization. The four pillars must be built using communication, collaboration, and an 

extensive knowledge of the school's culture. The individuals in a school construct the 

four pillars based on consensus answers to specific organizational questions. The creation 

of the four pillars is the pre-planning for all school efforts. It creates a foundation that will 

allow for reconstruction and review when necessary. This learning organization has at its 

base, the things that matter to the organization. Reform efforts that matter to the 

organization are the most sustainable. If the foundation is firmly in place, all efforts will 

have what really matters at the core of the reform. 

Howley (2001) found the information participants received prior to 

implementation of the reform effort had a significant impact on the sustainability of the 

reform effort. Forming a cohesive mass of stakeholders and developing a common 

mission and purpose are instrumental in the eventual longevity of the reform movement. 

Researchers and practitioners refer to this process as developing a learning organization 

(DuFour & Eaker, 1998; Fullan & Stiegelbauer, 1991; Senge, 1990). The challenge of 

sustaining the change effort to transform schools into professional learning communities 

is the challenge of developing a critical mass of teachers who are prepared to function as 

32 



change agents (Pullan, 1993). Professional learning communities help to create a 

compelling picture of what the school might become-a picture that projects positive 

images and practical alternatives that are clearly superior to the status quo. 

In the pre-planning stage the leader is a guiding force within the organization. As 

the team becomes stronger and forms a learning community or guiding coalition (Kotter, 

1996) the leader's role changes. The leader at this stage will become a facilitator, one 

who monitors the process of change. 

Planning within the leadership arena refers to the efforts made before a reform 

begins. Sarason (1990) states, "In too many cases where the new ideas deserved 

consideration, the processes through which they were implemented were self defeating." 

Innovations are most likely to be maintained when all stakeholders are involved in 

determining the type of change to be implement and evaluating the innovation over time 

(Berman & McLaughlin, 1978; Pullan & Stiegelbauer, 1991). Beach (1993) writes of the 

importance of planning for change and identifies the evolution of four major models of 

planning for change. They are (a) rationalism, (b) mixed or environmental scanning, (c) 

incrementalism, and (d) goal-free planning. 

The pre-planning stage of reform takes time and can often be seen as muddling 

through to those who are anxious to get on with it. This slow implementation process 

ensures that a reform effort takes more time than expected, but that once in place, they are 

stable (McLaughlin, 1987). 

Teacher evaluation. Teacher evaluation as a management practice is quite 

complex. Managers look into classrooms to motivate, instruct, and guide educators to 

improve student achievement. Principals use either a formative or a summative format for 
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observations. Formative observations are focused on fostering professional growth. The 

feedback from a formative is used to support corrective changes. Summative 

observations are standardized and are designed to diagnose deficiencies to be remediated. 

The summative is evaluative whereas the formative is to promote individual 

professional achievement. Classroom observations are imperative to student achievement. 

The lack of teacher awareness will promote problems within the learning environment. It 

is imperative for school leaders to observe and inform teachers of their strengths and 

weaknesses. Good and Brophy (2000, p. 501), identify key areas where lack of awareness 

by the teacher are detrimental to academic achievement. These areas include teacher 

domination of classroom communication, lack of emphasis on meaning, few attempts to 

motivate students, not cognizant of effects of seat location and over reliance on repetitive 

seatwork. 

The Florida Performance Measurement System instrument measures only teacher 

behaviors. This tool is a summative instrument meant to evaluate teacher effectiveness. 

The system is based on extensive research which identifies effective teacher behaviors 

that enhance student achievement. The administrator that uses this tool is looking closely 

at teacher behaviors and practices. The post conference is crucial to the effectiveness of 

the observation in changing practices. Without feedback , this instrument is ineffective for 

improving teacher practices. Classroom teachers report the feedback from principal's 

promoted reflection on their practices and reinforced strong instructional strategies (Blase 

& Blase, 1999). 

The principal, who is actively involved in observing the teachers on staff, is more 

likely to identify the needs of the school. Establishing the needs of the school and staff 
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and communicating this to staff will hasten the change effort. Organizations and people 

change more quickly if there is an understood and identified need (Belasco, 1990). 

Classroom observations that help teachers align the goals of the reform effort with their 

classroom practices will promote a cohesive, focused change effort. Classroom practices 

should demonstrate evidence the reform effort is in place. 

School improvement plan. The School Improvement Plan is a management task in 

the State of Florida. Florida's response to the Goals 2000: Educate America Act. Title III, 

Sec.302 signed by President Clinton in 1994, was a mandated School Improvement Plan 

for each school. This plan is designed to enhance student achievement. This imposed an 

additional task on the school leaders. The school improvement plans are the plan for the 

school. The plan is the basis for all school functioning including curriculum, scheduling, 

administrative practices, staff development and assessment. Relevance of the reform 

movement to the school functioning is cited in research as one of the most significant 

factors contributing to initial and ongoing involvement (Florian, 2000; Howley, 2001). 

The model for school improvement planning consists of needs assessment, goals 

formation, action planning, implementation, monitoring of activities, and evaluation of 

the outcomes (Mintrop, MacLellan & Quintero, 2001). Leaders are now responsible for 

designing and communicating the vision and mission of the school with all stakeholders. 

Many of the stakeholders do not have an education background. The task for the leader 

becomes to communicate a deep understanding of the reform eff01t and insure the plan 

has focus, alignment, and internalization. 
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Instructional Practices 

Instructional practices of a school refer to the curriculum, delivery of curriculum, 

and assessment methods used. Research by Hess (1998) indicates refom1 efforts do not 

attempt to alter teaching and learning because it causes controversy. Hess found that 

seasoned teachers have learned to weather the stay of the reform effort by closing their 

doors and going about business as usual until the latest reform goes away. This is a major 

reason reform efforts are not sustainable. They never reach the core technologies of the 

school. When the change is meaningful and sustainable it reaches the core technologies of 

the school (Pisapia, class notes 1998). Once school reform activities end, so will most of 

the practices unless 

1. A school is organized so that incentives and encouragement continue to flow 

to those making changes, or 

2. Corresponding changes are made in the rules and guidelines governing 

instructional behaviors (Corbett, Dawson, & Firestone, 1984). 

A reform effort that does not effect change at the instructional level is not 

sustainable nor is it worth it. Education is a system and the reform efforts that are most 

often put in place are designed to make the system more efficient and not to make schools 

more child-centered. The failure of reform efforts is partly due to the fact that education is 

a system and efficient management is the basic need of all systems as a system. The 

difficulty is in identifying what education is managing (Covaleskie, 1994). 

Pullan (1995) suggests that in order for school reform to be successful, there must 

be continuous capacity development. Schools must become learning organizations to 

affect positive school reform that indicates improved academic achievement. 
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Fullan identifies six domains of knowledge and skills in which teachers must 

develop if their expertise is to be effective. The six domains are (a) teaching and learning, 

(b) collaboration, (c) context, (d) continuous learning for themselves, (e) the change 

process, and (f) moral purpose. 

Fullan defines meaningful and sustainable change as reculturation. He states, 

"Development of a professional community must become the key driver of improvement. 

When this happens, deeper changes in both culture and structure can be accomplished" 

(Fullan, 2000). Real change must reach the classroom level of the school and the 

instructional practices. All real change must take place at the school level and in the 

classroom (Negroni, 1992). 

Contextual Factors 

Covaleskie (1994) pointed out that no reform effort will be successful when put in 

place independent of the system. His point is illustrated by the following quote. 

The failure of educational change may be related as much to the fact that many 

innovations and reforms were never implemented in practice as to the fact that 

societal, political, and economic forces inhibit change within the educational 

system. (Fullan & Stiegelbauer, 1991, p.15) 

This lack of sustainability of a reform effort has been attributed to the fact that 

while schools are constantly engaging in efforts to change in response to external 

pressures, they seldom change the essential patterns of the organization. When change 

does occur it may be surface and seldom sustains (Sarason, 1982). 

Removal of support for a change effort is a crucial indicator of the sustainability 

of the effort (Corbett, Dawson, & Firestone, 1984). Removing resources, which were 
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allocated specifically for the reform effort, curtails the sustainability of the effort 

dramatically. External forces may include components of the reform effort itself. Leaders 

and learning organizations must look at the reform effort. Matching the reform effort to 

the needs of the school is imperative to its success. (McChesney & Hertling, 2000). 

Internal contextual factors also impact reform efforts. Consistent presence of the 

leader in the reform effort is one of the most significant factors in continuous reform 

(Howley, 2001). In his research Howley found the leader' s participation must be active 

and visible in all reform movement activities. Leadership consistency will provide an 

opportunity for the reform movement to sustain. Consistency of building level 

administrators also emerged as an important factor of sustainability in a study by Judy 

Florian (2000). Consistency of leadership is a buffer to some of the potentially negative 

impact on reform progress caused by high staff turnover. Leadership is second to teaching 

among school related factors in its impact on student learning (Leithwood et al. , 2004). 

Fink and Hargeaves (2004) found sustained leadership leads to meaningful and lasting 

change. This study looked at the level of principal turnover in a school as it relates to 

sustainability and level of integration of the core values of the reform effort into the 

practices of the school. 

Huberman and Miles (1984) in their research involving twelve schools concluded 

that there were six contextual factors that related to the institutionalization of the reform 

effort: (a) there is a clear organizational change, (b) reform is built into the curriculum, 

(c) There is a change in work procedures and structures, (d) there is administrative 

pressure, (e) Teacher administrator harmony, and (f) personnel stability. A notable factor 

was personnel stability. Huberman and Miles define institutionalization as the degree to 
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which the innovation is built into the ordinary and structural procedures of the school. 

This study looked at the relationship between personnel stability (principal, teacher, 

coalition coordinator) and its relationship to level of integration of the core values of the 

CES and the sustainability of the CES reform effort. 

Huberman and Miles ( 1984) also found change in work procedures and structures 

were imperative to the institutionalization of the reform effort within the school. Schools 

that demonstrated changes in their everyday structures were able to institutionalize the 

reform effort to a greater degree than those who did not make changes. This study looked 

at the relationship of the impact of the school grade on the focus of the CES reform effott 

and the level of sustainability of the reform effort. 

Two potential explanations for failure of school reform efforts are doing what we 

know and knowing about what we do. Doing what we know deals with the human 

tendency to tackle the obvious. In doing this, the central problem or real issue is ignored. 

Knowing about what we do refers to the lack of knowledge of those designing the reform 

plan. There is grave concern over the know ledge base of those creating the reform efforts 

for schools (Alexander, Murphy, & Woods, 1996). Reform failure is based on the 

reformers and their lack of understanding of what constitutes a valid reform effort 

(Pogrow, 1996). 

Kotter (1996) has identified eight common mistakes in the change process: 

1. Allowing too much complacency. 

2. Failing to create a sufficiently powerful guiding coalition. 

3. Underestimating the power of vision. 

4. Undercommunicating the vision by a power of 10. 
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5. Permitting structural obstacles to block the change process. 

6. Failing to create short term wins. 

7. Declaring victory too soon. 

8. Neglecting to anchor changes firmly in the culture. 

Professional learning communities help to create a compelling picture of what the 

school might become-one that projects positive images and practical alternatives that 

are clearly superior to the status quo. 

Chapter Summary 

The purpose of this study was to determine the relationship of the level of 

integration of the core values of the Coalition of Essential Schools into the management 

and instructional practices of a school and the sustainability of the reform. The review of 

the literature allowed the researcher to identify strategies, and processes that are used In 

addition, a discussion of the relationship between leadership and culture was introduced. 

The following concepts were extracted from the review of literature and frame the study: 

(a) core values of the Coalition of Essential Schools reform effort, (b) integration of the 

core values into the management and instructional practices of the school, (c) impact of 

internal and external contextual factors on sustainability of the reform effort, and (e) 

prediction of sustainability of the reform effort. 
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Chapter 3 

Methodology 

This research investigated the integration of the core values of the Coalition of 

Essential Schools (CES) into the management and instructional practices of the school 

and its relationship with sustainability. The following concepts (see Figure 2) frame the 

study: (a) core values of the Coalition of Essential Schools reform effort, (b) integration 

of the core values into the management and instructional practices of the school, (c) 

impact of internal and external contextual factors on sustainability of the reform effort, 

and (e) prediction of sustainability of the reform effort. 

Review of Purpose of Study 

The purpose of this study was to determine the relationship of the level of 

integration of the core values of the Coalition of Essential Schools into the management 

and instructional practices of a school and the sustainability of the reform. The objectives 

were to: (a) determine the level of integration of the core values into the management and 

instructional practices of the school, (b) determine the relationship of the integration to 

the sustainability, and (c) determine the impact of internal and external contextual factors 

on the sustainability of the reform. 

Research Questions and Hypothesis 

The data analysis was framed by four research questions and four hypotheses. 

Research question 1. What is the level of integration of the CES Ptinciples of the 

reform effort within the school's management and instructional practices? Specifically, 
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how deeply and broadly are the CES Principles integrated into the management and 

instructional practices of the school? More specifically, to what degree are these values 

evident in the management practices of mission and values, pre-planning, teacher 

evaluation and school improvement plan and the instructional practices of curriculum, 

delivery of curriculum and assessment? These questions were examined using descriptive 

statistics. 

Research question 2. What is the relationship of external and internal contextual 

factors to the level of integration of the CES Principles into the management and 

instructional practices of the school? Specifically, do the external and internal contextual 

factors impact the level of integration of the CES Principles into the school's 

management and instructional practices? Two null hypotheses were tested to answer this 

question. 

Hol -Internal and external contextual factors have no significant relationship to 

the level of integration of the CES Principles in instructional practices. 

Ho2- Internal and external contextual factors have no significant relationship to 

the level of integration of the CES Principles values in management practices. 

Research question 3. Is there a relationship between the level of integration of the 

CES Principles of the reform effort and the sustainability of the reform effort? 

Specifically, do schools with a higher degree of sustainability have higher levels of 

integration of the CES Principles of the reform effort than those with a lesser degree of 

sustainability? To answer this research question, one null hypothesis was tested. 
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Ho3 -There is no significant relationship between the level of integration of the 

CES Principles into the instructional and management practices of the school and 

the sustainability of the reform effort. 

Research question 4. Is the sustainability of the CES reform effort related to 

external and internal contextual factors? To answer this research question, one null 

hypothesis was tested. 

Ho4 - Internal and external contextual factors have no significant relationship to 

the sustainability of the CES reform effort. 

The conceptual framework (see Figure 2) guiding this study presented the 

supposition that sustainability of an educational reform is related to the level of 

integration of the reform's core values into the management and instructional practices of 

the school. It was expected the schools where the values are more integrated will have 

sustained the reform longer than those who are less integrated . 

... 
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I . What is the level 
of integration of the 
CES Principles of 
the reform effort 
within the school's 
management and 
instructional 
practices? 

Core c::: 
Values of 0 

2. What is the relationship 
of external and internal 
contextual factors to the 
level of integration of the 
CES Principles into the 
management and 
instructional practices of 
the school? 

External Contextual 

Sustainability 

Coalition 'E ___. 
bl) 

of Essential ~ 
c::: 

Schools 

Management Internal Contextual 
Factors 

3. Is there a relationship between the level of 
integration of the CES Principles of the 
reform effort and the sustainability of the 
reform effort? 

4. Is the 
sustainability of the 
CES reform effort 
related to external 
and internal 
contextual factors ?? 

Figure 2. The integration and sustainability of whole school reform and research 

questions. 

Research Design 

A descriptive, non-experimental quantitative and correlational research design 

was employed. To conduct the study data analysis included descriptive statistics such as 

multiple regression and correlational analysis. This design was chosen because it allows 

the researcher to observe the association of random variables to which this researcher has 

no control. 
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Definition and Measurement of Variables 

Table 1 displays the variables used in this study; core values, management and 

instructional practices, contextual factors and sustainability. Core values are the 10 

principles of the Coalition of Essential Schools. Management practices include mission 

and values, pre-planning, teacher evaluation and school improvement plan. Instructional 

practices include curriculum, instructional practices and assessment. Internal contextual 

factors include, principal leaving school, CES school coordinator job reassigned, teacher 

turnover and effect of state wide focus on standards on school's Coalition focus. External 

contextual factors include, change or deletion of district level CES administrator, level of 

district funding for the reform effort, changing Socioeconomic status of the school, and 

district support (facilitators, office, staff development opportunities) to implement the 

CES reform effort. Sustainability refers to the length of time a reform effort lasts in a 

school. 
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Table 1 

The Research Design: Variables, Definition, and Measurement 

Variables 

Core values of the reform 
effort 

Management Practices 

Instructional Practices 

Depth 

Breadth 

Definition 

The belief and identified 
principles of the reform 
effort to be implemented 

Mission and values, pre
planning, teacher 
evaluation, and school 
improvement plan 

Curriculum, Instructional 
strategies, assessment 

Depth measures how deeply 
the core values of the 
reform effort are evident in 
the management and 
instructional practices of the 
school 

Breadth measures how 
widely the core values if the 
reform effort are evident 
within the management and 
instructional practices 
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Measurement 

The 10 principles of the 
CES are used in this study 

The Management Practices 
matrix in Section 2 of the 
questionnaire yields a total 
integration score of the core 
values into the management 
practices of the school. 
Score range is 0-200 

The Instructional Practices 
matrix in Section 2 of the 
questionnaire yields a total 
integration score of the core 
values into the instructional 
practices of the school. 
Score range is 0-150 

The depth of each core 
values was determined by 
adding the column under 
each practice. 
Total/ 1 O=depth 

The breadth of each core 
value was determined by 
adding the row across each 
principle. 
Totall4=breadth of 
management practices 
Totall3=breadth of 
instructional practices 

(table continues) 



Table 1 (continued) 

Variables Definition Measurement 

Contextual Factors-Internal Principal leaves school, core Section 3 of Questionnaire
reform movement leader job The data collected in this 
reassigned, teacher turnover, section was entered as 
effect of state wide focus on experimental data in the 
standards on school's SPSS to determine the 
Coalition focus 

Contextual Factors-External District level administrators 
of the reform effort change 
or elimination, district 
funding for reform effort, 
changing Socio economic 
status of the school, school 
grade as determined by the 
Florida A+ Plan guidelines, 
and district support for 
reform effort (facilitators, 
office, staff development 
opportunities) 

Sustainability The length of time a reform 
effort lasts in a school 

Population 

correlation coefficient r for 
these variables as related to 
the criterion variable of 
sustainability 

Section 3 of Questionnaire 
The data collected in this 
section was entered as 
experimental data in the 
SPSS to determine the 
correlation coefficient r for 
these variables as related to 
the criterion variable of 
sustainability. 

Number of years the school 
participated in the CES 
reform effort 

Broward County Florida initiated the Coalition of Essential Schools reform in 

1988 with three schools. During the next decade the adoption of the reform grew and in 

1999 there were 70 Broward County Schools who were listed as member schools or 

schools in the process of pursuing membership by the National Coalition of Essential 
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Schools. Schools that began the process and did not apply for membership were not 

included in this study. Schools that joined and qualified for membership in the CES and 

dropped membership were included in this study. A census sample of 52 schools in 

Broward County who adopted and implemented the Coalition of Essential Schools and 

once considered themselves official CES Member schools were asked to respond to the 

survey developed to collect data related to the research questions. These schools were 

identified by Broward County records from the Human Resource Department of Broward 

County Public Schools. 

Instrumentation 

The researcher developed an instrument to detennine the integration of the core 

values of the reform effort into the management and instructional practices of the school 

(Appendix A). The instrument is divided into three-sections. The first section included 

seven questions that ask the respondent to describe the demographic contextual factors of 

the school and provide personal information. Section 2 consisted of two matrices that 

address the 10 principles of the Coalition of Essential Schools and the level of integration 

of those principles into the management and instructional practices of the school. 

Participants answered using a Likert scale which ranges from 1 to 5 and a choice ofDK 

for those questions respondents do not have the information to answer. Section 3 of the 

questionnaire consists of six questions to address the internal and external contextual 

factors of the school. 

Section 2 of the questionnaire yielded a rate of integration of core values of the 

reform effort. Sections 1 and 3 of the questionnaire yielded information about the 

contextual factors of the school to be analyzed. Data were entered into a multiple 
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correlation model to determine the relationship of the integration rating to sustainability 

and how the internal and external contextual factors impact that relationship. 

Validity and reliability. A panel of experts reviewed the instrument for face value 

validity. Two principals, one teacher, a retired superintendent of a New York School 

District, and a former district level Coalition Coordinator from Broward County reviewed 

the instrument to determine if the instrument coiTectly reflected the important goals and 

strategies and to discover if something was missing from the instrument. Criteria to 

determine if a change was accepted or rejected were as follows: (a) if three out of five 

experts agreed with a portion of the survey, that portion was accepted; (b) if three out of 

five experts disagreed with a portion of the survey and had the same comments, the 

recommendation was considered; and (c) final changes were made upon the discretion of 

the researcher and the chair of the doctoral committee. Changes made based on experts, 

researcher and committee chair were as follows: 

1. Likert scale was changed to a rating of five being the highest and one being 

the lowest. 

2. A "Definition of Terms" section was added to the beginning of the survey. 

The questionnaire was field tested for reliability in five schools outside of 

Broward County. Schools were chosen from the Coalition of Essential Schools website. 

Results from the pilot study were analyzed to determine the reliability using a Cronbach 

Alpha test, which tested for internal consistency. Seventy variables were used to assess 

the internal consistency reliability of the instrument. Cronbach ' s alpha for the instrument 

was excellent, alpha= .98 (n=70 items, 64 cases). The average of the items was 251.45 

(SD=40.52). 

49 



Data Collection Procedures 

Following approval from the Institutional Review Board of Florida Atlantic 

University (Appendix B) and the Institutional Review Board of Broward County Public 

Schools (Appendix C), surveys were mailed to the principals of 52 Broward County 

Schools with a cover letter (Appendix D) requesting 25 percent of faculty present at 

school for more than one year and an administrator complete the questionnaire. The 

teacher request of 25 percent was changed to at least five teachers in elementary and six 

in secondary. This change was made in consultation with the chair of the doctoral 

committee as administrators expressed frustration with the 25 percent request. At the 

elementary level, at least 5 classroom teachers in the school for more than one year and 

the principal completed the survey. At the middle and high school level, at least 6 core 

subject teachers in the school for more than one year and the principal completed the 

survey. 

Principals were asked to distribute the surveys and return them within two weeks. 

The surveys were packaged by school and a self addressed stamped envelope was 

provided. Principals were asked to place the surveys in the plain envelope provided and 

then into the self addressed envelope, thus protecting the confidentiality of the school's 

surveys. An e-mail was sent to the principals to ensure they received the surveys. Three 

weeks later an additional e-mail was sent to schools that did not return the survey to 

encourage completion and return. During the frrst week of June, approximately four 

weeks after the original mailing, personal phone calls were made to principals to 

encourage completion and return. 
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The end of the school year was approaching and the timing was difficult for the 

schools. At this point it was determined additional requests would wait until the new 

school year was under way in August. On August 1st a new e-mail was sent to those 

principals who had not responded. A final phone call was made on August 19, 2004. The 

five step process as outlined by Dillman (1998) was used for data collection. The five 

steps included pre notice (an e-mail was sent prior to sending surveys to all principals), 

questionnaire, thank-you, replacement questionnaire, and final contact. Final contact 

included phone calls, e-mail, and personal visits. 

Data Analysis 

The key measurement is the extent to which the core values of the reform effort 

were integrated into the management and instructional practices of the schools surveyed 

and that correlation with the length of time the schools participated in the Coalition of 

Essential Schools Reform Effort. Multiple regression analysis was applied to data 

collected from surveys to include internal factor data, external factor data and integration 

levels and years sustained. Analysis yielded a correlation coefficient r between each pair 

of variables. Beta weights for the predictor variables of internal factors, external factors, 

and integration levels were determined through multiple correlations to determine the 

correlation of the individual predictor variables to the criterion variable and the 

correlations that exist among the predictor variables (Kachigan, 1991 ). A multiple 

correlation coefficient R resulted from an application of the beta weights and the scores 

on the criterion variable. The value of R squared signifies the proportion of variance in 

the criterion variable predictable from variation in the derived variable of composite 

scores (Kachigan). R squared yielded a percentage of variance predicted from the set of 
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predictor variables. Tables 2 and 3 illustrate how the measurement proceeded. Tables 2 

and 3 are found in section 2 of the questionnaire. 

Table 2 

Integration of CES Core Values into the Instructional Practices of the School 

Instructional 
Practices 

Principle 1 

Principle 2 

Principle 3 

Principle 4 

Principle 5 

Principle 6 

Principle 7 

Principle 8 

Principle 9 

Principle 10 

Curriculum 
Total 

Total Integration __ 

Instructional Strategies Assessment 

.. 

Table 2 indicates the instructional practices of curriculum, instructional strategies, 

and assessment. The left column represents the 10 principles of the Coalition of Essential 

Schools (CES). Participants rated the level of integration of each principle into the 
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instructional practices of their school (Questionnaire, Appendix A). Numbers were 

totaled for each school to determine total integration of instructional practices. 

This method was duplicated to assess the integration of the CES core values into 

the management practices (see Table 3). A total integration score was determined for each 

school. The formula is: Total Integration of Management Practices+ Total Integration of 

Instructional Practices = Integration 

Data were analyzed with SPSS computer software. Data analysis included 

descriptive statistics such as multivariate correlation analysis and multiple regression. 

Multiple correlation techniques were used to test the relationship between the criterion 

variable of sustained reform and the experimental variables of external factors, internal 

factors and level of integration of the core values of the reform effort into the 

management and instructional practices of the school. 
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Table 3 

Integration of CES Core Values into Management Practices of the School 

Management 

Principle 1 

Principle 2 

Principle 3 

Principle 4 

Principle 5 

Principle 6 

Principle 7 

Principle 8 

Principle 9 

Principle 10 

Mission 
and 

Practices 
Total 

Total Integration. __ 

Chapter Summary 

School 
Teacher Improvement 

Values Preplanning Evaluation Plan 

This chapter described the purpose, research questions, hypotheses, the research 

design, the instrument, and the collection and analysis of data. Hypotheses statements 

focusing on the relationship of integration of values to management, instructional and 

contextual factors were presented. Variables were identified and the measurement of 
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each was described. An instrument was created by the researcher for the purposes of 

adding to the knowledge base of sustaining educational reforms. A detailed description 

of the development of the instrument was included. Face validity and reliability tests 

were performed to confirm that the instrument was appropriately designed for this study. 

The collection process was detailed and comprehensive resulting in a response rate of 

66.6 percent. The data analysis is presented in Chapter 4 and discussed in Chapter 5. 
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Chapter 4 

Data Results 

The purpose of this study was to determine the relationship of the level of 

integration of the CES Principles of the Coalition of Essential Schools into the 

management and instructional practices of a school and the sustainability of the reform 

effort. In addition, the study also sought to determine the impact of the internal and 

external contextual factors on the sustainability of the reform effort. This chapter presents 

the descriptive data concerning the variables and the statistical findings related to the four 

stated hypotheses. The statistical analysis of the data provides the basis for the 

conclusions regarding the four research questions posed in this study. 

Main Survey Response Rate 

Surveys were mailed to 52 schools in Broward County. Principals were asked to 

give the surveys to 25 percent of their instructional staff who had been at the school for 

more than one year, as well as one administrator. Survey data was aggregated and 

analyzed to yield a picture of the relationship of integration and sustainability. 

Of the 52 schools that were sent surveys, one principal sent the surveys back 

feeling her school did not have the information to complete the surveys and six principals 

felt the survey took too much time away from the teachers. Thus a total of 45 schools 

remained. Of that number 30 schools responded with completed surveys, with a response 

rate of 66.6 percent, which includes 252 respondents. All 252 surveys responses were 

included in the data analysis. 
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Results 

Two-hundred and fifty-two teachers, administrators, and support staff, from 169 

(67.1 percent) elementary, 18 (7.1 percent) middle, and 17 (25.8 percent) high schools, 

participated in this study. Most participants (n = 208, 83.5 percent) were teachers, 24 

(9.6 percent) were administrators, and 17 (6.7 percent) were support staff. Table 4 

represents the levels and number of respondents who returned surveys. The percentage of 

students in different socioeconomic levels did not appear to change much from the 

inception of Coalition ofEssential Schools (CES) at a school (high n =122, 48.4 percent; 

low n=130, 51.6 percent) to the present (high n=143, 56.7 percent; low n = 109, 43.3 

percent). Most schools have been in existence for over 11 years (n = 230, 91.3 percent), 

while others were established 6-10 years (n=18, 7.15 percent) and 1-5 years (n=4, 1.6 

percent). Participants had been at the school1-5 years (n=81, 33.1 percent), 6-10 years 

(n=71, 29.0 percent), or more than 11 years (n=93, 38.10 percent). 

Descriptive Statistics 

The description of schools responding is based on all returned survey responses. 

A summary of the characteristics of the schools participating in this study is displayed 

below in Table 4. Eighty seven percent (87 percent) of the schools participating in this 

study were elementary schools. 
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Table 4 

Levels of Schools Participating in the Study and Percentage of Returned Surveys 

School Level Number of Schools 

Elementary Schools 21 

Middle Schools 2 

High Schools 6 

Vocational Technical High Schools 1 

Total 30 

Returned Surveys 

169 

18 

61 

4 

252 

The years a school maintained membership in the Coalition of Essential Schools 

were collected from Broward County or the principal of the school. Table 5 presents the 

frequency and percent of the year sampled schools became and discontinued membership 

in the CES. One-hundred and nineteen (47.6 percent) participants indicated that the 

principal changed in the past five years, 131 (52.0 percent) indicated the Coalition 

Coordinator changed in the past five years, and 180 (71.4 percent) reported that more 

than 20 percent of the faculty had changed in the past five years. All participants 

reported that: (a) the CES project remained consistent over the past five years, (b) the 

funding had not remained constant in the past five years, and (c) that the district level 

support decreased over the past five years. 
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Table 5 

Years Surveyed Schools Became Members and Discontinued Membership in the CES 

Year Became a Member Discontinued Membership 

# % # % 

01-02 2 6.6 

00-01 4 13.3 6 20 

99-00 5 16.6 3 10 

98-99 1 3.3 1 3.3 

97-98 5 16.6 2 6.6 

96-97 2 6.6 

95-96 1 3.3 1 3.3 

94-95 2 6.6 

93-94 3 10 

92-93 1 3.3 

91-92 2 6.6 

90-91 1 3.3 

89-90 2 6.6 

88-89 1 3.3 

Totals 30 15 

As displayed on Table 5, in the academic years 1998-2001, 10 (30 percent) of the 

member schools discontinued membership. Also in the 1998-2001 academic years, 10 

(30 percent) became CES members. Six of the nine schools who joined in the years 

between 1999 and 2001 still considered themselves CES members in the year 2004. No 

schools discontinued membership between 1988 and 1995. The school that began 

membership in the 1988-89 school year discontinued membership in the 1997-98 school 

year. Both schools who joined in the 1989-90 school years are current members. All 

schools that joined the CES between 1990 and 1991 were no longer members in 2002. 

59 



Nine schools joined the CES from 1992-1996. Two of those schools were members in 

2004 according to survey data. Six schools joined the CES in the years between 1997 and 

1999. All six were members in 2004 according to survey data. Moreover, 14 or 47 

percent of the CES schools still considered themselves members of CES in 2004 

according to survey data. 

Research Questions and Hypothesis Testing 

The data analysis is framed by four research questions and four hypotheses. 

Research question 1. What is the level of integration of the CES Principles of the 

reform effort within the school's management and instructional practices? Specifically, 

how deeply and broadly are the CES Principles integrated into the management and 

instructional practices of the school? More specifically, to what degree are these values 

evident in the management practices of mission and values, pre-planning, teacher 

evaluation and school improvement plan and the instructional practices of curriculum, 

delivery of curriculum and assessment? These questions are examined using descriptive 

statistics. 

The key independent variable of the study was integration of the CES Principles 

into the instructional and management practices of the schools. The score for total 

integration was calculated by totaling the scores achieved on how widely (breadth) and 

how deeply (depth) the CES Principles were integrated in the school's management and 

instructional practices. Breadth measures how widely the CES Principles of the reform 

effort are evident within the management and instructional practice. Depth measures 

how deeply the CES Principles of the reform effort are integrated into the management 

and instructional practices of the school. Seven "Depth" scores were computed for 

60 



instructional and management practices by averaging each of the seven practices across 

the 10 principles. For example, "Curriculum Depth" was computed by averaging each 

participant's Curriculum score from Principle 1 through Principle 10. That is, a Depth 

score is averaged ·across principles. This procedure was used for "Instructional Strategies 

Depth," "Assessment Depth," "Mission and Values Depth," "Preplanning Depth," 

''Teacher Evaluation Depth," and "School Improvement plan Depth 

The depth, breadth and total integration scores for management and instruction 

are displayed in Tables 6 and 7. 

Table 6 displays the breadth, depth and total integration scores for three 

instructional practices of curriculum, instructional strategies, and assessment by each of 

the 10 CES Principles. Two standards were set to judge the mean scores for depth, 

breadth and integration. Mean scores that fell between 3.5 and 3.9 indicated that CES 

principles were integrated into the instructional practices of the school. Mean scores that 

fell at 4.1 or above were considered to exceed the integration standard and for practical 

purposes were considered fully implemented. 

.. 
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Table 6 

Number, Total Scores, and Means of Instructional Practices by Depth, Breadth and 

Total Integration 

Instructional Practices 

Curriculum Instructional Strategies Assessment Breadth 

Principle # Total Mean # Total Mean # Total Mean Total Mean 
Score Score Score Total# Score 

226 942 4.17 224 925 4.13 221 882 3.99 671 2749 4.09 

2 234 912 3.90 232 919 3.96 232 865 3.73 698 2696 3.86 

3 240 1026 4.28 239 1013 4.24 236 962 4.08 715 3001 4.20 

4 236 928 3.93 235 945 4.02 234 901 3.85 705 2774 3.93 

5 234 883 3.77 232 889 3.83 233 842 3.61 699 2614 3.73 

6 156 566 3.63 156 575 3.69 155 546 3.52 467 1687 3.61 

7 232 1003 4.32 232 997 4.30 228 951 4.17 692 2951 4.26 

8 231 945 4.09 230 941 4.09 228 894 3.92 689 2780 4.03 

9 193 702 3.64 195 709 3.64 189 669 3.54 577 2080 3.60 

10 234 1042 4.45 233 1038 4.45 231 977 4.23 698 3057 4.47 

Curricular Depth Instructional Depth Assessment Depth Totals for Breadth 

Total 2216 8949 4.03 2208 8951 4.05 2187 8489 3.88 6611 26389 3.99 
Depth 

Total Integration 13222 52778 3.99 

Note. Depth+ Breadth= Total integration, Means between 3.5 and 3.9 meet integration standard. Means 
4.1 and above exceed the implementation standard. 

Therefore, total instructional integration met the standard set for mostly 

implemented. However, curricular depth, instructional depth exceeded the standard. 

Assessment depth met the standard. 
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An Instructional Practice Breadth score was computed for each principle by 

averaging the three Instructional practices within each principle. For example, the 

breadth of Instructional Practice for Principle 1 was computed by averaging each 

participant's Curriculum, Instructional strategies, and Assessment scores across Principle 

1. That is, a Breadth scores are averaged across a practice. This procedure was followed 

for each practice, yielding 10 Instructional Practice Breadth scores and named "Principle 

1 Instruction" through "Principle 10 Instruction." 

Table 6 also displays that 30 out of the 30 means which measure breadth of 

integration within instructional practices are above 3.6. As seen on table 6, instructional 

breadth means for Principles 1, 3, 7, 8 and 10 exceeded the standard. All other principles 

met the standard. These results indicate that the CES Principles of the CES are somewhat 

to mostly integrated broadly in the schools. Principle 1 (Intellectual Focus), Principle 3 

(Goals Apply to all Students), Principle 7 (Tone of Decency) and Principle 10 

(Democracy and Equity) shows the highest mean scores with all nine measured means 

above 4.0. These scores indicate the CES Principles are mostly to fully integrated 

broadly in the schools. Principle 9 showed the lowest mean score with all three measured 

means above 3.5. These scores indicate this principle is somewhat to mostly integrated in 

the schools. These results indicate the CES Principles of the CES are mostly integrated 

broadly into the instructional practices of the schools. 

Table 6 shows the means of the depth of instructional practice of "Assessment" 

with 6 ofthe 10 scores above 3.8, 5 of the 10 scores above 3.7 and 3 of the 10 scores 

above 4.0. These scores indicate the CES Principles are somewhat to mostly integrated 

deeply into the school's assessment practices. The means of the instructional practice of 
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"curriculum" show 7 of the 10 scores above 3.8, 7 of the 10 scores above 3.9 and 5 of the 

10 scores above 4.0. These scores indicate the CES Principles are somewhat to mostly 

integrated into the school's curriculum. 

Table 7 displays the breadth, depth and total integration scores for four 

management practices of Mission and Values, Pre-Planning, Teacher Evaluations, School 

Improvement Plan by each of the 10 CES Principles. Two standards were set to judge 

the mean scores for depth, breadth and integration. Means scores that were between 3.5 

and 3.9 indicated that CES Principles were mostly integrated into the instructional 

practices of the school. Mean scores that fell at 4.1 or above exceeded the integrated 

standard and for practical purposes were fully implemented. 

Management Practice Breadth scores were computed for each principle by 

averaging the scores for the four Management Practices within each principle. For 

example, the breadth of Management Practice for Principle 1 was computed by averaging 

each participant's Mission and Values, Pre-Planning, Teacher Evaluation, and School 

Improvement Plan scores across Principle 1. This procedure was followed for each 

practice, yielding 10 Management Practice Breadth scores. 
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Table 7 

Number, Total Scores, and Means of Management Practices by Depth, Breadth and 

Total Integration 

Management Practices 

Mission Values ?replanning Teacher Evaluation School Breadth 
Im rovement 

Principle # Total Mean # Total Mean # Total Mean # Total Mean Total Total Meru 
Score Score Score Score # Score 

220 908 4.13 221 867 3.92 213 829 3.89 222 917 4.13 876 3521 4.01 

2 230 900 3.91 229 887 3.89 224 858 3.83 229 906 3.96 912 3551 3.89 

3 235 1002 4.26 232 957 4.13 228 933 4.09 232 1004 4.32 927 3896 4.20 

4 230 910 3.96 232 890 3.84 226 886 3.92 229 918 4.01 917 3604 3.93 

5 230 888 3.86 226 840 3.72 223 831 3.73 225 860 3.82 904 3419 3.82 

6 154 552 3.58 152 540 3.55 151 536 3.55 151 540 3.58 608 2168 3.56 

7 230 1018 4.43 225 949 4.22 223 937 4.20 224 958 4.28 902 3862 4.28 

8 229 944 4.12 226 904 4.00 221 881 3.99 222 894 4.02 898 3623 4.03 

9 192 701 3.65 189 681 3.60 186 673 3.62 188 683 3.63 755 2738 3.61 

10 231 1034 4.48 226 976 4.31 224 964 4.30 228 999 4.38 909 3973 4.37 

Mission Values ?replanning Teacher Evaluation School 
Im rovement 

Total 2181 8857 4.06 2158 8491 3.93 2119 8328 3.93 2150 8679 4.03 8608 34355 3.99 
Dept b. 

Total Integration 17216 68710 3.99 

Note. Depth+ Breadth= Total integration, Means between 3.5 and 3.9 meet integration standard. Means 
4.1 and above exceed the implementation standard. .. 

Therefore, total management integration met the standard set for mostly 

implemented. However, Mission and Values, and School Improvement depth exceeded 

the standard. Pre-Planning and Teacher Evaluation met the depth standard. The breadth 

of the implementation across the management practices exceeded the standard for 

Principles 1, 3, 7, 8 and 10. All other principles met the breadth standard. 
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Table 7 displays that the means of the 10 CES Principles are integrated into the 

management practices above 3.5. Principles 1 (Intellectual Focus), 3 (Goals Apply to all 

Students), 7 (Tone of Decency), 8 (Teacher as Generalist) and 10 (Democracy and 

Equity) show all means for the management practices above 4.1. This indicates these four 

principles are most broadly integrated across the four management practices. Principle 6 

(Demonstration of Mastery) has the lowest mean scores which are below 3.6 in all four 

management practices. This mean indicates Principle 6 is somewhat to mostly integrated 

broadly into the schools' management practices. Principles 1 (Intellectual Focus), 2 

(Mastery over Coverage), 4 (Personalization), 5 (Student as Worker), and 9 (Creative 

Organization) all show mean scores between 3.6 and 3.9. This indicates these principles 

are somewhat to mostly integrated broadly into the schools management practices 

Furthermore, the depth of the integration of the CES principles into the four 

management practices found on Table 7 point out that all means are above the 3.5 

standard. This indicates the CES Principles are somewhat to mostly integrated deeply 

into the management practices of the schools. Mission and Values and School 

Improvement show the highest mean scores with 16 of the 20 measured scores above 3.8 

and 14 of the measured scores above 3.9. Pre-Planning and Teacher Evaluation mean 

scores are 14 above 3.8 and 10 above 3.9. These results indicate the CES Principles are 

integrated deeply into the management practices of the schools. 

In summary, the level of integration of the CES Principles within the schools' 

management and instructional practices meets or exceeds the standard accepted for 

implementation. There were a total of 20 breadth scores and 7 depth scores in this 

analysis. Of the 20 breadth scores, 3 were above 4.1 and all other means were between 
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3.5 and 4.0. These results indicate all CES Principles meet or exceed the standard for 

broad implementation within the school. All seven of the means for depth are above 3.8. 

These scores indicate the CES Principles are integrated deeply into the practices of the 

schools based on the implementation standard. 

Table 8 summarizes the integration of the CES Principles across management and 

instructional practices of the schools participating in this study. 

Table 8 

Total Integration Level across Management and Instructional Practices 

Depth Level Breadth Level Integration Level 

# Total Mean # Total Mean # Total Mean 

Instructional 
Practices 6611 2389 3.99 6611 2389 3.99 13222 52778 3.99 

Management 
Practices 8608 34355 3.99 8608 34355 3.99 17216 68710 3.99 

Total Integration 30438 121488 3.99 

Table 8 shows total integration levels of 3.99. A score of 4.1 exceeds the 

integration standard. Therefore, 3.9 is considered a high level of integration. The mean 

scores show the CES Principles are mostly integrated into the management and 

instructional practices of the schools. On the other hand, average depth score for 

management and instructional practices is also 3.99 which indicates the CES Principles 

are mostly to deeply integrated into the schools' management and instructional practices. 
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From these analyses the researcher assumed that the CES Principles were 

integrated broadly into the instruction and management practices of the schools in this 

study. 

Research question 2. What is the relationship of external and internal contextual 

factors to the level of integration of the CES Principles into the management and 

instructional practices of the school? Specifically, do the external and internal contextual 

factors impact the level of integration of the CES Principles into the school's 

management and instructional practices? 

Two null hypotheses were tested to answer this question. 

Ho 1: Internal and external contextual factors have no significant relationship to 

the level of integration of the CES Principles in instructional practices. 

The study used one external contextual factor and three internal contextual factors 

to test the null hypothesis. The external factor was the Socio Economic Status (SES) of 

the school. The internal factors were, Principal Turnover, Coordinator Turnover and 

Teacher Turnover. Table 9 presents the correlation among SES, Principal Turnover, 

Coordinator Turnover, and Teacher Turnover with the Breadth of the integration of the 

CES Principles of the Coalition of Essential Schools. A Bonferroni correction was 

calculated to achieve an overall alpha of .10 (for instructional practices separately), 

yielding a per hypothesis alpha of .01 for each. Data in Table 9 indicate Correlation (r) 

scores range from -.320 to .222. The squared correlations, a measure of effect size, 

ranged from 0 to .102. Cohen's Standard Scale defines these values between small to 

medium high variance in the dependent variable that is accounted for by the independent 
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variable. For purposes of this study, effect sizes that rate in the medium range on the 

Cohen Standard Scale are considered of importance (Cohen, 2000). 

First, the instructional practice breadth scores were computed for each principle 

by averaging the scores for the three instructional practices within each principle. For 

example, the breath of instructional practice for Principle 1 was computed by averaging 

each participant's Curriculum, Instructional Strategies, and Assessment scores across 

Principle 1. This procedure was followed for each practice, yielding 10 Instructional 

Practice Breadth scores and named "Principle 1 Instruction" through "Principle 10 

Instruction." The results are presented in Table 9 . 

.. 
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Table 9 
Correlations of SES, Principal Turnover, Coordinator Turnover and Teacher Turnover 

with Breadth of Integration of CES Principles in the Schools' Instructional Practices 

SES Principal Coordinator Teacher 
Beginning of Turnover Turnover Turnover 

ImQlementation 
Breadth Scores 

Principle 1 instruction .108 -.006 .178* .130 
Intellectual Focus 

(220) illiD (198) (220) 

Principle 2 instruction .ill .013 .130 )32 
Mastery Over Coverage 

(232) (230) (210) (232) 

Principle 3 instruction .051 ,040 .039 -.206* 
Goal Apply To All Students 

(236) (234) (214) (236) 

Principle 4 instruction .177* -.198* .137* -,191 * 
Personalization 

(234) (232) (212) (234 

Principle 5 instruction .103 .092 .061 .195* 
Student As Worker 

(232) (230) (212) (232) 

Principle 6 instruction .073 .222* .094 ~20* 
Demonstration Of Mastery 

(155) (153) (149) (155) 

Principle 7 instruction .134 .169 !..021 -.199* 
Tone Of Decency 

(237) (225) (205) (2272 

Principle 8 instruction .087 .036 .084 -.206* 
Teacher As Generalist 

(228) (226) (206) (228) 

Principle 9 instruction .176 -.023 .253* -.297* 
Creative Organization 

(186) (185) (177) (186) 

Principle 10 instruction .200* .098 .174 .146 
Democracy And Equity 

(231) (230) (210) (231) 

Note. Values enclosed in parenthesis represent the number of respondents. *p= <.01 
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The data found on Table 9 indicate that significant relationships exist between the 

schools' SES at the beginning of the implementation of the CES Principles and the 

breadth of the 10 principles within instructional practices. For example, SES was coded 

as 1 (=less than 50 percent free and reduced priced lunch) or 2 (=more than 50 percent 

free and reduced priced lunch). As seen on Table 9, SES had a significant, positive 

relationship to Principles 4 (Personalization) and 10 (Democracy and Equity) 

Instructional Breadth scores. Specifically, these results indicate the integration scores of 

the CES Principles of Personalization and Democracy and Equity across the three 

instructional practices increases as the level of students who qualify for free and reduced 

priced lunch increases. Therefore there is a significant relationship between a school's 

SES and level of breadth scores of specific instructional practices. Effect size calculations 

indicate a medium proportion of shared variance between the level of integration of 

Principle 4 into the instructional practices and SES as well as a medium proportion of 

variation between the level of integration of Principle 10 into the instructional practices 

and SES. 

Table 9 also presents the relationship between Principal Turnover and the breadth 

of the 10 principles within the instructional practices. Principal Turnover had a 

significant negative relationship to level of integration of Principle 4 (Personalization). 

As the level of broad integration of Principle 4 into instructional practices increased the 

rate of Principal Turnover decreased. Effect size calculations indicate a medium level of 

proportion of variance between the integration level of Principle 4 into the instructional 

practices of the schools and Principal Turnover. A second significant relationship was 

found between Principal Turnover and the level of broad integration of Principle 6 
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(Demonstration of Mastery) within the instructional practices. As level of broad 

integration of Principle 6 across the instructional practices increases, the level of 

Principal Turnover increases. Effect size calculations indicate a medium level of variance 

between integration of Principle 6 into the instructional practices and Principal Turnover. 

Also found on Table 9 is the relationship between Coordinator Turnover and the 

integration of the 10 principles across the instructional practices of the school. Table 9 

shows the point biserial correlations, where Coordinator Turnover demonstrated a 

significant positive relationship to Principle 1 (Intellectual Focus, Principle 4 

(Personalization) and Principle 9 (Creative Organization). As the level of broad 

integration of Principle 9 increased within the instructional practices the level of 

Coordinator Turnover increased. As the level of integration of these principles into the 

instructional practices of the school increased, Coordinator Turnover increased. Effect 

size calculations are in the medium range from .02 to .06. 

The relationship between Teacher Turnover and the integration of the 10 

principles within the instructional practices of the school is also found on Table 9. 

Teacher Turnover had a significant negative relationship to Principles 3 (Goals Apply to 

all students), 4 (Personalization), 6 (Demonstration of Mastery), 7 (Tone of Decency), 8 

(Teacher as generalist), and 9 (Creative Organization). As the level of integration of these 

principles into the instructional practices of the school increased, Teacher Turnover 

decreased. The factor of Teacher Turnover had significant relationships to the integration 

levels of 7 of the 10 principles. The largest effect size was found between the rate of 

Teacher Turnover and the integration level of Principle 6 (Demonstration of Mastery). 

The correlation coefficient of -.320 accounted for 10 percent of the variance as level of 
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integration of Principle 6 is accounted for by Teacher Turnover. All significant 

relationships identified on Table 9 have effect sizes in the medium to high medium range 

(4 to 10 percent). 

A second analysis was conducted to test the relationship of the depth of the 

integration into the instructional practices and the contextual factors of SES, Principal 

Turnover, Coordinator Turnover and Teacher Turnover. Three "Depth" scores were 

computed for each practice by averaging each of the seven practices across the 10 

principles. For example, "Curriculum Depth" was computed by averaging each 

participant's Curriculum score from Principle 1 through Principle 10. That is, a Depth 

score is averaged across principles. This procedure was used to identify "Instructional 

Strategies Depth," "Assessment Depth," and "Curriculum Depth." A Bonferroni 

correction was calculated to achieve an over-all alpha of .10 (for instructional practices), 

yielding a per-hypothesis alpha of .03 for each. A squared coefficient was calculated and 

effect size calculations fell in the low to medium range of 4 to 7 percent. The results are 

found in Table 10. 
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Table 10 

Correlations of SES, Principal and Coordinator Turnover and Depth of the Integration of 

CES Core Principles into Instructional Practices 

SES 
Principal Coordinator Teacher 

Beginning of 
lmElementation 

Turnover Turnover Turnover 

Instruction 

Curriculum .193* -.102 .175 :.206~ 

(130) (130) (126) (130) 

Instructional .166 -.060 .099 J§l 

(130) (130) (126) (130) 

Assessment .256* -.019 -.237* -.271 * 

(124) (124) (120) (124) 

Note. Values enclosed in parenthesis represent the number of respondents. *p= <.03 

As Table 10 displays, the depth of the integration of the 10 CES Principles into 

the instructional practice of assessment has a positive significant relationship to SES 

(effect size .06), and a negative significant relationship to Coordinator Turnover (effect 

size .06) and Teacher Turnover (effect size .07). This means as the level of integration of 

the CES Principles into the assessment practices deepens, the higher the level of students 

on free and reduced priced lunch and the less coordinator and teacher turnover. There 

was also a significant positive relationship between the level of integration of the 10 CES 

Principles into the curriculum practices of the school and the school's SES (effect size 

.04 ). As the level of integration of the CES Principles into the curriculum practices of the 

school increased, the level of students on free and reduced lunch increased. The 
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relationship between Teacher Turnover and the depth of integration of the school's 

curriculum practices was significant (effect size .04 ). As the level of integration of the 

principles into the curriculum practices of the school increased, Teacher Turnover 

decreased. 

Further analysis of this table indicates SES at the beginning of implementation 

and Teacher Turnover has a relationship to the level of integration of the principles in 

both curriculum and assessment. The effect size calculations indicate that four percent of 

the level of integration of the 10 principles into the curriculum practices of the school is 

accounted for by the school's SES at the implementation stage. Further calculations 

indicate seven percent of the level of integration of the 10 principles into the curriculum 

is accounted for by Teacher Turnover. 

Based on the preceding analyses, the first null hypothesis is rejected in favor of 

the alternate hypothesis which states, "Internal and external factors do have a significant 

relationship with the level of integration of the CES Principles in instructional practices." 

Ho: 2 -Internal and external contextual factors have no significant relationship to 

the level of integration of the CES Principles into management practices. 

Analyses similar to those conducted on instructional practices were conducted to 

demonstrate the relationship of the breadth and depth of the integration of the 10 CES 

core principles across the school's management practices. First, the 10 Management 

Practice integration scores were computed for each principle by averaging the four 

Management Practices within each principle. For example, the breadth of Management 

Practice for Principle 1 was computed by averaging each participant's Mission and 

Values, Pre-Planning, Teacher Evaluation, and School Improvement Plan scores across 
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Principle 1. This procedure was followed for each practice, yielding 10 Instructional 

Practice Breadth scores and named "Principle 1 Management" through "Principle 10 

Management." A Bonferroni correction was calculated to achieve an overall alpha of .10 

(for instructional practices separately), yielding a per hypothesis alpha of .01 for each. 

Correlations (r) range from -.305 to .304. The squared Phi coefficient, a measure of effect 

size, ranged from 0 to .102. The results are presented in Table 11. 
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Table 11 

Correlations of SES, Principal Turnover, Coordinator Turnover and Teacher Turnover 

with Breadth of the Integration of CES Principles in the School's Management Practices 

Breadth Scores SES Principal Coordinator Teacher 
Beginning of 

Turnover Turnover Turnover 
ImQlementation 

Principle 1 Management .056 -.050 -.231 * .132 

Intellectual Focus 
(210) (208) (188) (210) 

Principle 2 Management .144 .040 .147 .122 
Mastery Over Coverage 

(232) (230) (231) (220) 

Principle 3 Management .069 -.021 .086 : -188* 
Goal Apply To All Students 

(224) (222) (203) (224) 

Principle 4- Management .123 .106 .093 .114 
Personalization 

(230) (228) (208) (230) 

PrincipleS Management .064 .030 .109 -.206* 
Student As Worker 

(217) (215) (197) (217) 

Principle 6 Management .097 .304* .083 -.305* 
Demonstration Of Mastery 

(147) (145) i41 (147) 

Principle 7 Management .075 .096 .018 -.179* 
Tone Of Decency 

(218) (216) (196) (218) 

Principle 8 Management .091 .030 .093 -.195"' 
Teacher As Generalist 

(215) (213) (193) (215) 

Principle 9 Management .203* -.040 -.207* -.237* 
Creative Organization 

(182) (181) (174) (182) 

Principle 10 Management .148 .003 .131 -.224* 
Democracy And Equity 

(222) (221) (210) am 

Note. Values enclosed in parenthesis represent the number of respondents. *p= <.01 
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Table 11 presents the relationship between SES and the breadth of the 10 

principles within the management practices of the school. SES was coded as 1 (less than 

50 percent free and reduced priced lunch) or 2 (more than 50 percent free and reduced 

priced lunch). The Pearson correlations demonstrate that SES had a significant 

relationship to level of integration of Principle 9 (Creative Organization). As the level of 

integration of Principle 9 increased broadly across the management practices, the free and 

reduced priced lunch rate increased. Effect size correlations show that level of 

integration of Principle 1 is accounted for by SES at the beginning of implementation at 

the rate of four percent, which is considered of importance in the medium range of 

variance. The number of students on free and reduced priced lunch showed no other 

significant relationships with integration of CES principles into the management 

practices. 

The relationship between Coordinator Turnover and the integration of the 10 CES 

Principles within the management practices of the school is also found on Table 11. A 

significant negative relationship was found between the level of integration of Principles 

1 (intellectual focus) and 9 (Creative Organization) to the rate of Coordinator Turnover. 

As the rate of Coordinator Turnover increases, the level of integration of these two 

principles decreases within the management practices of the school. Effect sizes for these 

relationships are of importance and in the medium range on Cohen's Standard Scale. 

Teacher Turnover demonstrates several significant relationships with integration 

of the 10 CES Principles within the management practices of the school. Significant 

negative relationships were found with Principles 3 (Goals Apply to All Students), 5 

(Student as Worker), 6 (Demonstration of Mastery), 7 (Tone of Decency), 8 (Teacher as 
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Generalist), 9 (Creative Organization), and 10 (Democracy and Equity). As the level of 

integration of these principles into the management practices of the school increased, 

Teacher Turnover decreased. Effect sizes for the correlation in Teacher Turnover range in 

the medium to high range at three to nine percent. These findings indicate that there is a 

significant relationship between internal and external contextual factors and the level of 

broad integration of the CES Principles into the management practices of the school. 

Effect sizes for these relationships fall in the medium range from three to nine percent. 

The relationship of Principal Turnover to the integration of CES Principles is also 

explored in Table 11. There is a significant positive relationship to level of integration of 

Principle 6 (Demonstration of Mastery) and Principal Turnover (effect size nine percent). 

This means as the level of integration of Principle 6 increased broadly across the 

management practices, the rate of Principal Turnover increased. Principal Turnover 

demonstrated no other significant relationships. 

Further analysis of table 11 indicates the contextual factor of Teacher Turnover is 

significant in 7 of the 10 relationships. Effect size values range from four to nine percent 

indicating a medium level of variance. The integration of Principle 4 into the 

management practices of the school indicated significant relationships to all four 

contextual factors. Effect sizes were all in the low medium range with ratings from two to 

four percent. 

The relationship between Principal Turnover and school SES level was further 

investigated through a secondary analysis that examined the relationship between SES 

and Principal Turnover in the past five years. The chi-squares arising from Table 12 

revealed a significant relationship, X2 (1) = 21.75, p <.001. The squared Phi coefficient 
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of .29 indicates 29 percent of the variance of Principal Turnover can be accounted for by 

the school's SES. There is a tendency for less Principal Turnover in schools with more 

than 50 percent free and reduced priced lunch and more turnover for schools with less 

than 50 percent free and reduced priced lunch Therefore there is a significant relationship 

between a school's socioeconomic level and Principal Turnover. 

Table 12 

Chi-Square between Principal Turnover and SES 

SES 

Free/reduced priced lunch 

Less than 50% 

More than 50% 

Principal Turnover 

Yes 

76 

43 

No 

45 
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The hypothesis was further tested through an analysis of the relationship of the 

depth of the integration into the management practices and the contextual factors of SES, 

Principal Turnover, Coordinator Turnover and Teacher Turnover. Four ''Depth" scores 

were computed for each practice by averaging each of the four practices across the 10 

principles. For example, "Mission and Values Depth" was computed by averaging each 

participant's mission score from Principle 1 through Principle 10. That is, a Depth score 

is averaged across principles rather than practices. This procedure was used to identify 

"Mission and Values Depth," "Preplanning Depth," ''Teacher Evaluation Depth," and 

"School Improvement Plan Depth." A Bonferroni correction was calculated to achieve an 

over-all alpha of .10 (for management practices), yielding a per-hypothesis alpha of .025 

for each. Correlation scores range from -.208 to .210. Effect size calculations range from 
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one to four percent. These calculations are in the small to medium range on Cohen's 

Standard Scale. The results are found in Table 13. 

Table 13 

Correlations of SES, Principal Tumover, Coordinator Tumover, and Teacher Tumover 

Depth of the integration of CES Principles into Schools' Management Practices 

Management 
SES 

Principal Coordinator Teacher 
Beginning of 

Implementation 
Turnover Turnover Turnover 

.126 .103 -.180 -.189 
Mission and Values 

(130) (130) (126) (130) 

.193 .166 -.192 -.198 
Pre-Planning 

(124) (124) (120) (124) 

.093 .210* -.156 ::.:.2.08* 
Teacher Evaluation 

(125) (120) (120) (117) 

.156 .140 .:..206* -.129 
School Improvement 

(124) (124) (121) (124) 

Note. Values enclosed in parenthesis represent the number of respondents. *p= <.025 

.. 
Table 13 shows no significant relationship between the level of integration of the 

principles into the contextual factors of mission and values, and preplanning to all four 

contextual factors. 

A significant relationship was found between the school's teacher evaluation 

practices and Principal Turnover and Teacher turnover. There is a significant positive 

relationship to the level of integration of the principles into teacher evaluation and 
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Principal Turnover (effect size four percent). As the level of integration of the principles 

into the school's teacher evaluation practices increases, Principal Turnover increases. A 

significant negative relationship was found between the level of integration of the 10 

principles into the teacher evaluation practices and Teacher Turnover (effect size four 

percent). As the level of integration of the 10 principles into the teacher evaluation 

practices increased, the level of Teacher Turnover decreased. 

Table 13 also shows significant negative relationships between the level of 

integration of the 10 principles into the school improvement practices and Coordinator 

Turnover (effect size four percent). As the level of integration of the 10 principles into 

the practice of school improvement increases, the level of Principal Turnover decreases. 

Based on the preceding analyses, we reject the null hypothesis in favor of the 

alternate hypothesis which states, "Internal and external contextual factors have a 

significant relationship to the level of integration of the CES Principles in management 

practices." 

Research question 3. Is there a relationship between the level of integration of the 

CES Principles of the reform effort and the sustainability of the reform effort? 

Specifically, do schools with a higher degree of sustainability have higher levels of 

integration of the CES Principles of the reform effort than those with a lesser degree of 

sustainability? To answer this research question, one null hypothesis was tested. 

Ho3: There is no significant relationship between the level of integration of the 

CES Principles into the school's instructional and management practices of a 

school and the sustainability of the reform effort. 
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Integration (the independent variable) level was established by combining the 

depth and breadth scores of the CES Principles in the management and instructional 

practices of the school. Sustainability (the dependent variable) refers to the number of 

years a school participated in the CES reform effort. Sustainability was coded such that 

increasing scores indicate longer time as a member of the Coalition of Essential Schools. 

The relationship between these variables was frrst analyzed through the correlation of the 

level of integration of the CES Principles into the instructional and management practices 

with the length of time the schools were members of the CES. A Bonferroni correction 

was calculated for instructional practices to achieve an overall alpha of .10 (for 

instructional practices separately), yielding a per hypothesis alpha of .01 for each. The 

same calculation was also applied to management practices, yielding a per hypothesis 

alpha of .01 for each. 

These relationships are found in Table 14. The data found on the Table leads to 

the conclusion that sustainability had no significant relationship to the breadth of the 

integration of the CES Principles into instructional or management practices. 
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Table 14 

Correlations of Sustainability, Breadth of the Integration of CES Principles in the 

Schools' Management and Instructional Practices 

CES Principles Instructional 
Sustainability 

CES Principles Management 
Sustainability 

Breadth Scores Breadth Scores 

Principle 1 instruction .037 Principle 1 management .072 

Intellectual Focus Intellectual Focus 
(220) (210) 

Principle 2 instruction -.014 Principle 2 management -.044 
Mastery Over Coverage Mastery Over Coverage 

(232) (212) 

Principle 3 instruction -.035 Principle 3 management -.036 
Goal Apply To All Students Goal Apply To All Students 

(236) (224) 

Principle 4 instruction -.037 Principle 4 management -.008 
Personalization Personalization 

(234) 230 

Principle 5 instruction -.007 PrincipleS management .020 
Student As Worker Student As Worker 

(232) (147) 

Principle 6 instruction .019 Principle 6 management .099 
Demonstration Of Mastery Demonstration Of Mastery 

(155) (218) 

Principle 7 instruction -.014 Principle 7 management -.039 
Tone Of Decency Tone Of Decency 

(227) (215) 

Principle 8 instruction -.030 Principle8 management -.065 
Teacher As Generalist Teacher As Generalist 

(228) (182) 

Principle 9 instruction -.044 Principle 9 management .010 
Creative Organization Creative Organization 

(186) (222) 

Principle 10 instruction -.054 Principle 10 management -.054 
Democracy And Equity 

(231) Democracy And Equity. (231) 

Note. Values enclosed in parenthesis represent the number of respondents. *p= <.01 
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A second analysis to examine the relationship between the schools' sustainability 

and depth of each of the four management practices was also conducted. Sustainability 

was coded such that increasing scores indicate longer time as a member of the Coalition 

of Essential Schools. A Bonferroni correction was calculated for management practices to 

achieve an overall alpha of .10 (for instructional practices separately), yielding a per 

hypothesis alpha of .025 for each. Table 15 displays the Pearson correlations, where 

sustainability had no significant relationship to management Depth scores. 

Table 15 

Correlations of Sustainability and Depth of the Integration of CES Principles into 

School Management Practices 

Management Sustainability 

Mission and Values -.091 

(130) 

Pre-Planning -.062 

(124) 

Teacher Evaluation -.048 
.. 

(120) 

School Improvement -.087 

(124) 

Note. Values enclosed in parenthesis represent the number of respondents. *p= <.025 
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A third analysis to examine the relationship among the schools' sustainability and 

depth of each of the three instructional practices was also conducted. Sustainability was 

coded such that increasing scores indicate longer time as a member of the Coalition of 

Essential Schools. A Bonferroni correction was calculated for management practices to 

achieve an overall alpha of .10 (for instructional practices separately), yielding a per 

hypothesis alpha of .03 for each. Table 16 displays the Pearson correlations, where 

sustainability had no significant relationship to instructional depth scores. 

Table 16 

Correlations of Sustainability and Depth of the Integration of CES Principles into 

School Instruction Practices 

Curriculum 

Instructional 

Assessment 

Instruction Sustainability 

-.083 

(130) 

-.094 

(130) 

-.211 

(124) 

Note. Values enclosed in parenthesis represent the number of respondents. *p= <.03 

The predictive accuracy of the level of integration of management and 

instructional practices was tested for relationship to sustainability. Multiple regressions 

were run by regressing the integration of instructional and management practices and the 
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total integration against sustainability levels. These regressions are found in Tables 17 

and 18 

Table 17 

Multiple Regression Where the Level of Integration of the CES Principles Into the 

Instructional and Management Practices Were Predicting Sustainability as the Criterion 

Predictor 

Manage 

Instruct 

B 

1.082 

-1.601 

Note. R= .016, Adjusted R 2 =.002 

Table 18 

SE 

1.106 

1.258 

Beta 

.216 

-.281 

t 

.979 

-1.272 

p 

.330 

.206 

Multiple Regression Where Total Practice was Predicting Sustainability as the Criterion 

Predictor B SE 

Total -.313 .523 

Note. R2 = 003 Adjusted R2=-.006 

Beta 

-.058 

t 

-.599 

Sig. 

.551 

The results found on Tables 17 and 18 indicate neither the level of integration of 

the instructional practices nor the level of integration of management practices adds 

predictive accuracy to this model. Sustainability is not uniquely statistically related to 

instructional practices, r(122) = -.13, Management practices, r(112) =- .04, or to total 

practices, r (109) =-.06, ns. There were no significant relationships between level of 

integration of the CES Principles of the CES into management and instructional practices 

and sustainability. 
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Based on the preceding analyses, we fail to reject the third null hypothesis which 

states. ''There is no significant relationship between the level of integration of the CES 

Principles into the school's instructional and management practices of a school and the 

sustainability of the reform effort." 

Research question 4. Is the sustainability of the CES reform effort related to 

external and internal contextual factors? To answer this research question, one null 

hypothesis was tested. 

Ho4: Internal and external contextual factors have no significant relationship to 

the sustainability of the CES reform effort. 

Multiple regressions were run to test this hypothesis by regressing internal and 

external contextual factors against sustainability levels. The four internal contextual 

factors consisted of the principal leaving the school, the core reform movement leader's 

job being reassigned, teachers leaving the school, and the effect of state wide focus on 

standards on the school's Coalition focus. The five external contextual factors consisted 

of district level administrators of the reform effort change or elimination, district funding 

for reform effort, changing socio economic status of the school, school grade as 

determined by the Florida A+ Plan guidelines, and the district's support for reform effort 

(facilitators, office, and staff development opportunities). All survey participants reported 

the support form district office has been consistent for the past five years, district 

administrators have decreased in the past five years and funding has remained constant 

over the past five years. These factors therefore are not included in the table. The results 

are displayed on Table 19. The assumption of linearity and constant variance, tested by 

plotting the residuals verse the predicted values, were met. The VIFs were all< 3 which 
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is clear evidence that there were no problems with multicollinearity .. VIF statistics> 10 

can be problematic (Stevens, 2002, p.92) 

Table 19 

Multiple Regression where Sustainability of the CES was Predicted as it Correlates to the 

Internal and External Contextual Factors 

Predictor B SE Beta t p 

SES--began -1.325 .567 -.198• -2.336 .021 

SES--present -.315 .638 -.046 -.494 .622 

Grade-principles emphasis -.112 .475 -.016 -.235 .814 

Principal Turnover -1.331 .480 .199• -2.772 .006 

Coordinator Turnover -.981 .465 .144• 2.111 .036 

Teacher Turnover 1.478 .524 -.208• 2.821 .005 

Note. R2 =.135 Adjusted R2 = .1096 

The set of six predictors accounted for .135 of the variability in sustainability, and 

the regression was statistically significant, F(6,195) = 7.505, p<.001. The data found on 

Table18 indicate the variable of school grades does not add a unique contribution to the 

accuracy of this model. However, SES at the beginning of the program, changing 

principals, changing coordinators, and changing faculty, all added a unique contribution 

to the accuracy to the model of predictable sustainability. 

The data indicates that the relationship of SES at the beginning of implementation 

level of a school to sustainability of the reform adds a unique contribution to the accuracy 

of the model. The beta weight shows a negative relationship to SES level and 

sustainability. As the percentage of students on free and reduced priced lunch increased, 
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the sustainability measure of the CES decreased when all other variables in the model 

remained constant. 

The data also demonstrates a negative relationship between teacher turnover and 

sustainability. As sustainability levels increase, teacher turnover decreases when all other 

variables in the model remained constant. The variable of teacher turnover adds unique 

accuracy to this predictive model. 

The data relative to principal turnover presents a counter intuitive view. There is 

a positive relationship between principal turnover and sustainability. As principal 

turnover increases, sustainability increases when all other variables in the model 

remained constant. The variable of principal turnover adds predictive accuracy to this 

model. Therefore, there is a relationship between principal turnover and sustainability. 

Furthermore, a positive relationship between coordinator turnover and 

sustainability exists. As the rate of coordinator turnover increases the rate of 

sustainability increases when all other variables on the model remained constant. 

Based on the preceding analyses, the fourth null hypothesis is rejected in favor of 

the alternate hypothesis which states, "Sustainability of a reform effort is related to 

contextual factors of Faculty Turnover, Principal Turnover, SES of the school and 

Coordinator Turnover." 

Chapter Summary 

In this chapter the data analysis procedures were described and the hypotheses 

formed in Chapter 3 were tested for significance. Table 20 summarizes the results of the 

hypothesis testing. The findings, conclusions and recommendations of this study are 

presented in Chapter 5. 
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Table 20 

Summary of Hypothesis Testing 

Null Hypotheses 

Ho 1: Internal and external contextual 
factors have no significant relationship to 
the level of integration of the CES 
Principles in instructional practices. 

Ho2: Internal and external contextual 
factors have no significant relationship to 
the level of integration of the CES 
Principles values in management 
practices. 

Ho3: There is no significant relationship 
between the level of integration of the 
CES Principles into the schools 
instructional and management practices 
of a school and the sustainability of the 
reform effort. 

Ho4: Internal and external contextual 
factors have no significant impact on the 
sustainability of the CES reform effort. 

Results 

Rejected 

Rejected 

Fail to Reject 

Rejected 

.. 
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Chapter 5 

Findings, Conclusions, and Recommendations 

Restatement of the Problem 

The concept of sustaining a reform effort has come to the forefront in recent 

years. Michael Pullan (2000) reports that reform efforts take at least three years to 

achieve successful change in student performance in an elementary school, five years in 

secondary, and eight years in a district. (Borman et al., 2003) in their meta-analysis of 

Comprehensive School Reform (CSR) models found student achievement in CSR schools 

increases substantially after the fourth year of the reform with only moderate gains in the 

first four years. The challenge to school districts is to identify factors that lead to 

sustainable reforms and implement them. Schools struggle to meet the demands of 

mandates as well as meet the constant changing needs of their students, thus the dilemma 

of reform. Hargreaves (2002) states, "For too many educators, change is a serial killer. Its 

repeated actions defeat and destroy improvement instead of developing it." It is 

imperative for schools to identify factors that both promote and inhibit the sustainability 

of a reform effort. 

The No Child Left Behind (NCLB) Act of 2001, signed by President Bush on 

January 8, 2002 is the latest in a series of reforms and mandates for schools to address. 

The goal of this plan is that all students will be proficient in reading and math by the year 

2014. Schools must focus their efforts on student achievement and they must connect to 

the larger community. Change can no longer occur in isolation from the school 
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community (Fullan, 1998). Historically, school reform is connected to the larger society 

and school community. A cooperative effort between external and internal forces is 

necessary for schools to create an environment that meets the needs of today' s students. 

School leaders must identify the factors that promote the sustainability of a reform effort. 

Fullan (2005) states, "Sustainability is very much a matter of changes in culture: 

powerful strategies that enable people to question and alter certain values and beliefs as 

they create new forms of learning within and between schools, and across levels of the 

system (p.60)." Powerful strategies in this study are the core values of the Coalition of 

Essential Schools. This study identifies the level of integration of the powerful strategies 

into the practices of the school and the impact of internal and external forces on the 

sustainability of these deeply integrated strategies. Research by Datnow (2002) indicates 

changing district and state contexts have a significant impact on the longevity of the 

reform effort. This study looked at the changes in district support and the impact of state 

mandates on the sustainability of the reform effort. Leaders who fail to identify factors 

that will promote sustainability of the reform effort risk spending costly time on an effort 

that will not last and therefore be forced to start over again at the expense of their 

students. .. 
Review of the Purpose of the Study 

The purpose of the study was to determine the relationship of the level of 

integration of the core values of the Coalition of Essential Schools (CES) into the 

management and instructional practices of a school and the sustainability of the reform. 

The research also investigated the impact of external and internal contextual factors on 

sustainability of the reform effort. The internal contextual factors included (a) principal 

93 



turnover, (b) core reform movement leader job reassigned, (c) teacher turnover, and (d) 

effect of state wide focus on standards. External contextual factors included (a) district 

level administrator status change, (b) change in district funding for the reform effort, (c) 

change in socioeconomic status of school and (d) district level personnel support for 

reform effort . The management practices are (a) mission and values, (b) preplanning, (c) 

teacher evaluation, and (d) school improvement plan. The instructional practices were (a) 

curriculum, (b) instructional strategies, and (c) assessment. These variables are further 

defined in Table 21. 
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Table 21 

Research Variables and Definitions 

Variable 

Core Values of Reform Effort 

Principal Turnover 

Core reform movement leader change 

Teacher Turnover 

Effect of statewide focus on standards 

District level administrator 

District funding for the reform effort 

Socio economic status of school 

District personnel support for reform 
effort 

Mission and Values 

Preplanning 

Teacher Evaluation 

Definition 

The 10 beliefs and identified principles of the 
CES reform effort. (Table 22) 

Change in principal leadership in the past 
five years. 

Reform movement leader leaving school 

Rate of teacher turnover in the past five years 

The impact of the focus on state standards to 
the integration of the core values of the CES. 

District level leader of the CES 

Funding from district for the implementation 
of the CES within individual schools. 

Percentage of students who qualify for free 
or reduced priced lunch. 

Trainers, facilitators, office staff and 
opportunities for staff development to 
support the implementation of the CES. 

The reason the organization exists and 
strongly held beliefs. 

Information shared and activities teachers 
participated in to prepare for the 
implementation of the CES reform effort 
within the school. 

Methods used to measure teacher 
performance and effectiveness. 

(table continues) 
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Table 21 (continued) 

Variable 

School Improvement Plan 

Curriculum 

Instructional Strategies 

Assessment 

Definition 

Plan for the school that includes goals, action 
steps, and staff development. 

Know ledge, skills and information students 
are expected to grasp and understand. 

Methods used to present curriculum and 
involve students in active learning. 

Methods used to determine student 
understanding of the curriculum. 

The CES principles are (a) Intellectual focus, (b) Mastery over Coverage, (c) 

Goals Apply to All Students, (d) Personalization, (e) Student as Worker, (f) 

Demonstration of Mastery, (g) Tone ofDecency, (h) Teacher as Generalist, (i) Creative 

Organization, and U) Democracy and Equity. These principles are further described in 

Table 22. 

.. 
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Table 22 

The Coalition of Essential Schools Core Principles 

Principle 

Principle 1: 
Intellectual Focus 

Principle 2: 
Mastery over Coverage 

Principle 3: 
Goals Apply to All 
Students: 

Principle 4: 
Personalization 

Principle 5: 
Student as Worker 

Description 

The school should focus on helping adolescents learn to use their 
minds well. Schools should not attempt to be "comprehensive" if 
such a claim is made at the expense of the school's central 
intellectual purpose. 

The school's goals should be simple: that each student should 
master a limited number of essential skills and areas of knowledge. 
While these skills and areas will, to varying degrees, reflect the 
traditional academic disciplines, the program's design should be 
shaped by the intellectual and imaginative powers and 
competencies that students need, rather than necessarily by 
"subjects" as conventionally defined. The aphorism "Less is More" 
should dominate: curricular decisions should be guided by the aim 
of thorough student mastery and achievement rather than by effort 
merely to "cover content." 

The school's goals should apply to all students, while the means to 
these goals will vary as those themselves vary. School practices 
should be tailor-made to meet the needs of every group or class of 
adolescents. 

Teaching and learning should be personalized to the maximum 
feasible extent. Efforts should be directed toward a goal that no 
teacher have direct responsibility for more than eighty students. To 
capitalize on this personalization, decisions about the details of the 
course of study, the use of students ' and teachers' time and the 
choice of teaching materials and specific pedagogies must be 
unreservedly placed in the hands of the principal and staff. 

The governing practical metaphor of the school should be student 
as worker, rather than the more familiar metaphor of teacher-as 
deliverer-of-instructional-services. Accordingly, a prominent 
pedagogy will be coaching to provoke students to learn how to 
learn and thus teach themselves. 

(table continues) 
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Table 22 (continued) 

Principle 

Principle 6: 
Demonstration of 
Mastery 

Principle 7: 
Tone of Decency 

Principle 8: 
Teacher as Generalist 

Principle 9: 
Creative Organization 

Principle 10: Democracy 
and Equity 

Description 

Students entering secondary school studies are those who can show 
competencies in language and elementary mathematics. Students of 
traditional high school age, but not yet appropriate levels of 
competencies to enter secondary studies will be provided intensive 
remedial work to assist them quickly to meet these standards. The 
diploma should be awarded upon the successful final demonstration 
of mastery for graduation - an "Exhibition." This exhibition by the 
student of his or her grasp of the central skills and knowledge of the 
school's program may be jointly administered by the faculty and by 
higher authorities. As the diploma is awarded when earned, the 
school's program proceeds with no strict age grading and with no 
system of "credits earned" by "time spent" in class. The emphasis 
is on the student's demonstration that they can do important things. 

The tone of the school should explicitly and self consciously stress 
the values of unanxious expectation ("I won't threaten you, but I 
expect much of you"), of trust (until abused) and of decency (the 
values of fairness, generosity and tolerance). Incentives appropriate 
to the school's particular students and teachers should be 
emphasized, and parents should be treated as essential 
colla bora tors. 

The principal and teachers should perceive themselves as 
generalists first (teachers and scholars in general education) and 
specialists second (experts in but one particular discipline). Staff 
should expect multiple obligations (teacher-counselor-manager) 
and a sense of commitment to the entire school. 

Ultimate administrative and budget targets should include, in 
addition to total student loads per teacher of eighty or fewer pupils, 
substantial time for collective planning by teachers, competitive 
salaries for staff and an ultimate per pupil cost not to exceed that at 
traditional schools by 10 percent. To accomplish this, 
administrative plans may have to show phased reduction or 
elimination of some services now provided students in many 
traditional comprehensive secondary schools. 

The school should demonstrate non-discriminatory and inclusive 
policies, practices, and pedagogies. It should model democratic 
practices that involve all who are directly effected by the school. 
The school should honor diversity and build on the strengths of its 
communities, deliberately and explicitly challenging all forms of 
equity. 
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The data analyses were framed by four research questions and four hypotheses. 

Research question 1. What is the level of integration of the CES Principles of the 

reform effort within the school's management and instructional practices? Specifically, 

how deeply and broadly are the CES Principles integrated into the management and 

instructional practices of the school? More specifically, to what degree are these values 

evident in the management practices of mission and values, pre-planning, teacher 

evaluation and school improvement plan and the instructional practices of curriculum, 

delivery of curriculum and assessment? These questions are examined using descriptive 

statistics. 

Research question 2. What is the relationship of external and internal contextual 

factors to the level of integration of the CES Principles into the management and 

instructional practices of the school? Specifically, do the external and internal contextual 

factors impact the level of integration of the CES Principles into the school's 

management and instructional practices? 

Two null hypotheses were tested to answer this question. 

Ho 1: Internal and external contextual factors have no significant relationship to 

the level of integration of the CES Principles in instructional practices. 

Ho: 2 -Internal and external contextual factors have no significant relationship to 

the level of integration of the CES Principles values in management practices. 

Research question 3. Is there a relationship between the level of integration of the 

CES Principles of the reform effort and the sustainability of the reform effort? 

Specifically, do schools with a higher degree of sustainability have higher levels of 
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integration of the CES Principles of the reform effort than those with a lesser degree of 

sustainability? To answer this research question, one null hypothesis was tested. 

Ho3: There is no significant relationship between the level of integration of the 

CES Principles into the instructional and management practices of the school and 

the sustainability of the reform effort. 

Research question 4: Is the sustainability of the CES reform effort related to 

external and internal contextual factors? To answer this research question, one null 

hypothesis was tested. 

Ho4: Internal and external contextual factors have no significant relationship to 

the sustainability of the CES reform effort. 

Review of the Procedure 

The research was designed to investigate, assess, and explore if and to what 

degree the integration of the core values into the management and instructional practices 

of the school were related to the sustainability of the reform effort. This study employed a 

quantitative study that was correlational in nature. 

Study population. The population selected for this study was 52 public schools in 

Broward County who were present or former members of the Coalition of Essential 

Schools. At the elementary level, 25 percent of the classroom teachers in the school for 

more than one year and the principal completed the survey. At the middle and high 

school level, 25 percent of the core subject teachers in the school for more than one year 

and the principal completed the survey. 

Data were collected using a questionnaire that was mailed to the school with 

directions for implementation. The questionnaire was created by the researcher to assess 
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the integration of the core values of the Coalition of Essential Schools into the 

management and instructional processes of the school. The questionnaire was field tested 

for reliability in 5 schools outside of Broward County. Validity was determined by a 

panel of experts who reviewed the instrument for face value validity. Data analysis was 

conducted using the Statistical Package for the Social Sciences (SPSS). 

Of the 52 schools sent surveys, one principal sent the surveys back feeling her 

school did not have the information to complete the surveys; six principals felt the survey 

took too much time away from the teachers. Thus a total of 45 schools remained. Of that 

number 30 schools responded with completed surveys for a response rate of 66.6 percent 

which includes 252 respondents. All survey responses were included in the data analysis. 

Table 23 provides information on the characteristics of schools that returned surveys. 

Table 23 

Characteristics of Schools Participating in the Study 

School Level Number of Schools Returned Surveys 

Elementary Schools 21 169 

Middle Schools 2 18 
.. 

High Schools 6 61 

Vocational Technical High Schools 1 4 

Total 30 252 
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Summary of Findings and Discussion 

Table 24 

Summary of Major Findings 

Total Integration of Core Values of the CES into School Practices 

1. The core values of the Coalition of Essential Schools were integrated both deeply and 
broadly into the instructional and management practices of the schools surveyed. Total 
integration levels were 3.99 for both management and instructional practices. 

Integration of CES Principles into the instructional Practices of the School 

2. Principal turnover was related negatively to the breadth of the integration of personalization 
across the instructional practices of the school (ES=.04).and positively related to the breadth 
of integration of demonstration of mastery into the instructional practices of the school 
(ES=.05). 
Principal turnover was negatively related to depth of the 10 principles into the assessment 
practices of the school (ES=.07) 

3. Teacher turnover was negatively related to the breadth of integration of 6 of the 10 CES 
Principles into the instructional practices of the school: "Goals Apply to all Students, 
(ES=.04)" "Student as Worker (ES= .04)," "Demonstration of Mastery (ES== .10)," "Tone of 
Decency. (ES= .04),"Teacher as Generalist (ES= .04)," and "Creative Organization (ES= 
.09)," Teacher turnover was negatively related to the depth of the ten principles into the 
curriculum (ES=.04)and assessment (ES=.07)instructional practices of the school. 

4. Coordinator turnover was negatively related to the breadth of integration of 3 of the 10 CES 
principles into the instructional practices of the school: "Intellectual focus (ES= .03)," 
"Personalization (ES= .01)," and "Creative Organization (ES= .06)." 
Coordinator turnover was negatively related to the depth of the ten principles into the 
assessment (ES=>06)practices of the school. 

5. The Socia Economic status of the school has a significant positive relationship to the 
breadth of Principle 4, Personalization (ES= .03) and Principle 1-, Democracy and Equity 
(ES= .04).SES was significantly negatively related to the depth of the 10 principles into the 
curriculum practices of the school (ES= .04) and positively significantly related to the depth 
of the 10 principles into the assessment practices (ES= .06). 

Integration of CES Principles into the Management Practices of the School 

6. Principal turnover was positively related to the breadth of integration of the CES principle 
of the demonstration of mastery into the management practices of the school 
(ES=.09).Principal turnover was positively related to the depth of the 10 principles into the 
management practice of teacher evaluation (ES= .04 ). 
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(table continues) 
Table 24 (continued) 

7. Teacher turnover was negatively related to the breadth of integration of 7 of the 10 CES 
principles into the management practices of the school: "Goals Apply to all Students(ES= 
.03)," "Student as Worker(ES= .04)," "Demonstration of Mastery(ES= .09)," "Tone of 
Decency (ES= .03)," "Teacher as Generalist (ES=.04)," "Creative Organization (ES= >06)," 
"Democracy and Equity(ES= .05)." Teacher turnover was negatively related to the depth of 
integration of 3 of the 4 management practices of the school, Mission and Values (ES=.06)," 
"Pre-Planning (ES= .04)," and "Teacher Evaluation (ES= .04)." 

8. Coordinator turnover was negatively related to the breadth of integration of 2 of the 10 CES 
principles into the management practices of the school: "Intellectual focus (ES=.05)," and 
"Creative Organization (ES= .04)." 
Coordinator turnover was negatively related to the depth of integration of the 10 CES 
principles into three of four management practices of the school, "Mission and Values (ES= 
.03)," Pre-Planning (ES=.04)," and School Improvement (ES=.04). 

9. SES has a significant negative relationship to the integration of principle 9, Creative 
Organization (ES= .04) broadly into the management practices of the school. 

Sustainability of the reform and Contextu_a_l_v_a_r_ia_b_le_s_. _______ _ 

SES of the school was negatively related to the sustainability of the reform (ES= .04). 

Principle Turnover was positively related to the sustainability of the reform (ES== .04).) 

Teacher turnover was negatively related to the sustainability of the CES reform effort 

(ES=.04). 

Coordinator turnover was positively related to the sustainability of the CES reform effort 

(ES= .02). 

Finding number 1. The core values of the Coalition of Essential Schools were 

integrated both deeply and broadly into the instructional and management practices of the 

schools. Total integration levels are 3.99 for both management and instructional 

practices. 

The core values of the Coalition of Essential Schools were integrated both deeply 

and broadly into the instructional and management practices of the schools. Total 

integration level of Instructional practices was 3.99. Total integration of management 
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practices was 3.99. Pearson Correlations showed no significant relationship to level of 

total integration and sustainability. This is due to the high level of integration of the core 

values into the practices of all schools who participated in the study. Means between 3.5 

and 3.99 met researcher's integration standard. Huberman and Miles (1984) found that 

schools with high levels of institutionalization are more likely to have stable continuation 

of the reform effort. They define institutionalization as the degree to which the innovation 

is built into the cultural and structural procedures of the school. Huberman and Miles 

concluded the degree of institutionalization is a reasonable predictor of the continuation 

of the innovation one year later. Research indicates that a change must be deeply 

embedded into the school's culture to make a difference (Deal & Peterson, 1999; DuFour 

& Eaker, 1998; Fullan, 1995; Joyce et al., 1989; Kotter, 1996; Sarason, 1982). Twenty 

nine of the 30 schools surveyed in this study sustained member ship for more than four 

years .. The high level of integration found in the schools studied supports the findings of 

these researchers. It is inconclusive that sustaining the CES for more than four years 

contributed to the achievement of these schools but is worth noting that none of the 

schools who were members of the CES for more than four years were considered "Low 

Performing Schools" based on school grades and A YP criteria, even though five are high 

risk schools because of the large number of students who qualify for free or reduced 

priced lunch. Borman et al. (2003) found that schools who stayed with a reform for more 

than four years showed significant advances in student achievement. Their study found 

that schools who sustained the reform effort for more than four years had higher rates of 

student growth than those who did not sustain the reform effort. This study supports these 

findings. 
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Finding number 2. Principal turnover was related negatively to the breadth of the 

integration of personalization across the instructional practices of the schools 

(ES=.04).and positively to the breadth of integration of demonstration of mastery into the 

instructional practices of the schools (ES=.05) . Principal turnover was negatively related 

to depth of the 10 principles into the assessment practices of the schools (ES=.07) All 

effect sizes are in the medium to high range indicating a medium to high level of variance 

between the variables. 

Instructional practices of the school include Curriculum, Instructional Strategies, 

and Assessment. Principal turnover had a significant negative relationship to the level of 

broad integration of CSE Principle 4 (Personalization) into the instructional practices of 

the schools. As the level of broad integration of Principle 4 increased across the 

instructional practices, the rate of principal turnover decreased. The principle of 

Personalization states, "Teaching and learning should be personalized to the maximum 

feasible extent." Full an (2005) finds that sustainability is linked to continuity of 

deepening direction over time. This finding supports the concept of the leader deepening 

the direction over time. The higher the level of principal turnover, the more difficult it is 

to deepen the direction and personalize instruction. 

A lower rate of principal turnover was associated with a higher level of deep 

integration of the 10 principles into the assessment practices of the schools. However, a 

higher rate of principal turnover was associated with a higher level of breadth of the 

integration of demonstration of mastery into the instructional practices. These two 

analyses appear to be in opposition to each other as Demonstration of Mastery is an 

assessment practice associated with the Coalition of Essential Schools. As the level of 
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principal turnover increases the level of assessment by Demonstration of Mastery 

increases, but the level of deep integration of the principles into the assessment practices 

increases as the level of principle turnover decreases. These results indicate the 10 

principles of the CES are deeply embedded into the assessment practices when principle 

turnover is less. These assessment practices may or may not include Demonstration of 

Mastery, but when Demonstration of Mastery is singled out it increases as the level of 

principle turnover increases. 

Finding number 3. Teacher turnover was negatively related to the breadth of 

integration of 6 of the 10 CES Principles into the instructional practices of the schools: 

"Goals Apply to all Students, (ES=.04)," "Student as Worker (ES= .04)," "Demonstration 

of Mastery (ES= .10)," ''Tone of Decency. (ES= .04)," ''Teacher as Generalist (ES= 

.04)," and "Creative Organization (ES= .09)." 

Teacher turnover was negatively associated with the breadth of integration of 6 of 

the 10 CES principles into the instructional strategies of the schools. As the level of 

integration went up, the rate of teacher turnover went down. This means as the teaching 

staff was more stable the level of integration of the six principles into the instructional 

practices was broader. All effect sizes for the relationships noted were in the medium to 

high range indicating meaningful relationships. Research by Huberman and Miles (1984) 

is in conjunction with this finding. Their research involving 12 schools concluded that 

there were six contextual factors that related to the institutionalization of the reform 

effort. Three of those factors are personnel stability, reform built into the curriculum, and 

change in work procedures and structures. Huberman and Miles define 

institutionalization as the degree to which the innovation is built into the ordinary and 
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structural procedures of the school. Personnel stability in this study meant a greater 

degree of integration of the core values into the curriculum and instructional strategies of 

the school. 

Finding number 4. Coordinator turnover was negatively related to the breadth of 

integration of 3 of the 10 CES Principles into the instructional practices of the schools: 

"Intellectual focus (ES= .03)," "Personalization (ES= .01)," and "Creative Organization 

(ES= .06)." 

Coordinator turnover had a negative association to the breadth of integration of 

three principles into the instructional practices of the schools. This means as the level of 

broad integration increased within the instructional practices of the schools, the 

coordinator turnover rate decreased. The coordinator position of the Coalition of 

Essential Schools is assigned to a teacher leader. The findings relating to coordinator 

turnover and breadth of integration do not show as strongly a negative association to 

integration levels, but do show a stronger association than principal turnover. The role of 

the CES coordinator may become closely related to an administrative role. The CES 

coordinator facilitates staff meetings directed at identifying strengths and weaknesses of 

the school and developing a plan to improve. The coordinator often becomes the liaison 

between the staff and administration. As the role of the teacher leader broadens out of the 

classroom the relationships to integration are fewer. This finding is in agreement with 

findings by Berman and McLaughlin (1978) which found a change in leadership did not 

make a significant difference where the core values were deeply embedded. 

Finding number 5. The Socio Economic status of the school has a significant 

positive relationship to the breadth of Principle 4, Personalization (ES= .03), and 
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Principle 1, Democracy and Equity (ES= .04). SES was significantly negatively related to 

the depth of the 10 principles into the curriculum practices of the schools (ES= .04) and 

positively significantly related to the depth of the 10 principles into the assessment 

practices (ES= .06). 

A significant relationship was found between the school's SES and the breadth of 

the CES principles of Personalization and Democracy and Equity. As the number of 

students on free and reduced priced lunch increases, the breadth of the integration of 

these two principles increases within the instructional practices of the schools. Byrk and 

Schneider (2002) emphasize the importance of reaching out to the community where 

there are poor parents who are unconfident in their relationships with school. When 

teachers and administrators reach out to their struggling communities, student 

achievement rises. The practices surrounding Personalization and Democracy and Equity 

support the concept of reaching out to struggling families within the school community. 

The data suggests that the higher the rate of free and reduced lunch; the higher the 

number of poor parents. The findings confirm the research of B yrk and Schnieder. The 

schools in their study that had high levels of poor families utilized the principles of 

Personalization and Democracy and Equity to reach out to their communities to a higher 

degree than those schools with fewer struggling families. 

A significant relationship was also found between the depth of integration of the 

CES principles into the practices of curriculum and assessment and the schools' SES. As 

the level of deep integration of the principles into the assessment and curricu !urn 

practices increased, the level of students on free and reduced priced lunch increased. This 

finding substantiates the research of Snipes, Doolittle, and Herlihy (2002) who identified 
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practices of successful high poverty districts. One of the practices that contributed to high 

success was commitment to data driven decision making. As schools increase the rate of 

students on free and reduced priced lunch, they place more emphasis on data, which 

implies more assessment and necessitates greater integration of assessment into the 

sc hoo 1' s practices. 

Schools with high levels of students on free and reduced lunch also find 

themselves struggling to meet the needs of students and families. It is imperative for 

these schools to become creative in their curriculum and assessment practices. Many 

schools with large numbers of struggling students and students of languages other than 

English have a stigma to overcome. For these schools "making improvements means 

inventing new myths" (Hargreaves, 2002). Hargreaves suggests that teachers and 

administration must reach out to the community and investigate the needs. 

Personalization becomes vital as faculty and staff realize "the way we always do things" 

does not promote academic achievement therefore new myths need to be created that 

involve the entire school community. Coalition Schools with integration of the principles 

of Personalization, Democracy and Equity, and Creative Organization understand the 

importance of these principles as they relate to the success of their students. With the 

high pressure to "make the grade," low SES schools continuously seek ways to 

personalize and insure democracy and equity for all students. Methods to meet these 

needs include organizing structures of curriculum and management creatively to write a 

new story and remove stigmas that cause students and teachers to feel "Jesser" than their 

counterparts in wealthier neighborhoods. 
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Finding number 6. Principal turnover was positively related to the breadth of 

integration of the CES principle of the demonstration of mastery into the management 

practices of the schools (ES=.09).Principal turnover was negatively related to the depth of 

the 10 principles into the management practice of teacher evaluation (ES= .04). 

The management practices of the school include pre-planning for the reform 

effort, Mission and Values of the school, Teacher Evaluation, and the School 

Improvement Plan. Principal turnover had a positive association to the breadth of 

integration of the principle of Demonstration of Mastery into the management practices 

of the schools and a negative association to the depth of integration of the 10 principles 

into the schools' teacher evaluation practices. Meaning as the level of broad integration 

of Demonstration of Mastery into the management practices increased the level of 

principal turnover increased, but as the level of deep integration of the 10 principles 

increased within the teacher evaluation practices, the level of principal turnover 

decreased. This finding is in support of research commissioned by the Wallace 

Foundation (Leithwood et al., 2004) which found that setting direction accounts for the 

largest portion of a leader's impact. One of the three practices identified as setting 

direction was "high performance expectations." This study found the largest impact of 

principal turnover and integration within the management practices was that of teacher 

evaluation. As the principal left, the level of integration of the 10 principles into the 

teacher evaluation practices of the school lessened. 

Finding number 7. Teacher turnover was negatively related to the breadth of 

integration of 7 of the 10 CES principles into the management practices of the schools: 

"Goals Apply to all Students(ES= .03)," "Student as Worker(ES= .04)," "Demonstration 
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of Mastery(ES= .09)," ''Tone of Decency (ES= .03)," "Teacher as Generalist (ES=.04)," 

"Creative Organization (ES= >06) ," and "Democracy and Equity (ES= .05)." Teacher 

turnover was negatively related to the depth of integration of three of the four 

management practices of the schools: Mission and Values (ES=.06)," "Pre-Planning 

(ES= .04)," and ' 'Teacher Evaluation (ES= .04)." 

Teacher turnover was negatively associated with both the breadth and the depth of 

integration into the management practices of the school. Teacher turnover rate decreased 

as the breadth of integration of 7 of the 10 principles increased within the schools' 

management practices and as the depth of integration of the 10 principles increased 

within the schools' Mission and Values, Pre- Planning, and Teacher Evaluation. All 

effect sizes of these relationships were in the medi urn to large range indicating high 

levels of shared variance. 

Research by Huberman and Miles (1984) found that personnel stability had a 

significant impact on the institutionalization of the reform effort into the school's 

structure. They also found that a clear organizational change was related to the 

institutionalization of the reform effort. Mission and values relate to a clear 

organizational change as well as pre planning. In schools where the personnel were stable 

there was a greater level of integration of the mission and values and preplanning. 

Finding number 8. Coordinator turnover was negatively related to the breadth of 

integration of 2 of the 10 CES principles into the management practices of the schools: 

"Intellectual focus (ES=.05)" and "Creative Organization (ES= .04)." 
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Coordinator turnover was negatively related to the depth of integration of the 10 

CES principles into three of four management practices of the schools: "Mission and 

Values (ES= .03)," Pre-Planning (ES=.04)," and School Improvement Plan (ES=.04). 

Coordinator turnover was negatively associated with both the breadth and depth 

of the reform effort into the schools' management practices. Coordinator turnover rate 

decreased as the level of broad integration of Intellectual Focus and Creative organization 

increased within the schools' management practices and as the level of deep integration 

of the 10 principles increased within the schools' Pre- Planning, Mission and Values, and 

School Improvement Plan. The level of integration of the core values of intellectual focus 

and creative organization are significantly negatively related to the level of integration 

into both the instructional and management practices of the school. The role of the CES 

coordinator is one of teacher leader. Creative organization calls for school leaders to 

review their budget and reallocate funds based on individual school needs. The role of the 

coordinator is to facilitate meetings with staff to discuss strategies to organize more 

creatively. As the coordinator leaves, the ability to integrate the value of creative 

organization leaves. The core value of intellectual focus states that schools should not 

attempt to be comprehensive at the expense of the school's central intellectual purpose. 

Again, the coordinator is the facilitator of the discussion groups focused on making 

decisions with an intellectual focus. As the coordinator leaves so does the ability to 

design school structures around an intellectual focus. 

Finding number 9. SES has a significant negative relationship to the integration of 

Principle 9, Creative Organization (ES= .04), broadly into the management practices of 

the schools. 
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A significant relationship was found between a school's SES and the level of 

broad integration of CES Principle 9 (Creative Organization). As the level of integration 

of Principle 9 increased broadly across management practices of the schools, the level of 

students on free and reduced priced lunch increased. Fullan (2005) identifies eight 

elements of sustainability. Number 2 is commitment to changing context at all levels. 

Although all schools that sustained integrated the core value of Creative Organization 

broadly across the practices of the school, schools with high levels of struggling families 

integrated at higher levels than those with low levels of financially struggling families. 

Schools with high levels of financially struggling families must raise the level of creative 

organization by changing context at all levels to meet the needs of their families . Creative 

organization of a school with high levels of students on free and reduced priced lunch 

may include changes in personnel, elimination of some services and addition of more 

effective ones, and a lower teacher to student ratio . This research supports Pullan's 

assertions that in order for a reform effort to sustain schools must have a commitment to 

change context at all levels. The schools in this study sustained and utilized the core 

value of Creative Organization to a higher degree when their schools were struggling. 

This implies that Creative Organization is part of the culture of the school and is used to 

the fullest extent across all practices when it is appropriate. 

Finding number 10. The SocioEconomic Status (SES) of the schools was 

negatively related to the sustainability of the reform (ES= .04) when included in a set of 

predictors in a multiple regression. 

The SES of the school is determined by the number of students who qualify for 

free or reduced priced lunch. Sustainability is defined as the number of years a school 
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was a member of the Coalition of Essential Schools. The school's SES is negatively 

related to the sustainability of the reform effort when included in a set of predictors 

which were SES at the beginning of the reform effort, SES at present, grade emphasis 

and principal turnover. This means the greater the level of sustainability, the greater the 

contribution of the SES at the beginning of the reform effort. The fewer number of 

students on free and reduced priced lunch at the school the greater the sustainability of 

the reform. 

Analysis indicates as the percentage of students on free and reduced priced lunch 

increases, sustainability of the reform effort decreases. Over all, schools become more 

centralized as they are labeled a Title I School. Hargreaves (2002) finds that professional 

learning communities strive best in more affluent communities where there is a strong 

teacher capacity and more resources and support in the system. In these schools teachers 

are free to design strategies and move beyond the standards. Professional Learning 

Communities are a significant component to the CES reform effort. In schools where 

social and financial resources are lacking, school districts prescribe a curriculum and give 

teachers more scripted, structured materials and texts. School leaders Jose their autonomy 

to decide the reform effort to be put in place in their school (Hargreaves). An example of 

this is the Reading First Plan, which is mandatory for Superintendent Schools (schools 

who are labeled fragile as indicated by school grade and A YP status) in Broward County 

and is highly suggested for schools with high levels of students on free and reduced 

lunch. One prerequisite of the Reading First Plan is that no other reform effort is in place 

at the school. In a study by Datnow of 13 schools and the sustainability of their reform 

efforts, schools with strong reputations and protected positions in the district were 
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permitted to carry on as usual thus eliminating the conflict between state mandates and 

school reform efforts (Datnow, 2002). 

Finding number 11. Principle turnover was positively related to the sustainability 

of the reform (ES=.04).) 

It is important to note that 14 of the schools surveyed had a change in principal in 

the last five years. Four of these schools became members within the last five years, 

which means the initiative possibly began with the new leadership. Membership in the 

CES takes a number of years to achieve depending on the school's willingness to 

commit. It is impossible to determine if the schools began the initiative prior to the new 

leadership or with the new leadership. There are no records to indicate when the schools 

began investigating the CES reform effort. Only one school who began membership after 

the principal change remained a member in 2004. Five of the 14 schools who changed 

principals remained members at the time of the survey. Of those five, four were members 

for the last 10 years. Further statistical analysis is needed to determine the relationship of 

principal turnover to sustainability within the individual schools. Data was not analyzed 

by school, but rather all schools which had a leadership change in the past five years were 

analyzed together to determine the relationship of principal change and sustainability. 

Several variables were not considered in this analysis ; number of principal changes in the 

last five years, years of membership prior to the principal change, impact of Florida 

Comprehensive Assessment Test on principal's ability to continue CES reform effort, and 

the exact year the principal changed within the last five years. 

However, there was a positive association between the rate of principal turnover 

and the sustainability of the reform effort. The sustainability rate increased as the 
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Principal turnover rate increased. This means the more the principal changed, the greater 

the rate of sustainability. 

This finding is not supported by research (Datnow, 2002; Florian 2000; Howley 

2001). All of these researchers found the consistency of building level administrators is 

an important factor of sustainability. However Howley and Florian point out the 

importance of the changing role of the leader in sustaining a reform effort. The leader 

begins with a vision of reform that matches the school's culture. As the implementation 

continues, the leader takes a more cooperative role in the ongoing implementation of the 

effort. This changing role is significant to the sustainability of the reform effort. Fourteen 

of the 30 schools surveyed changed principals in the five years prior to 2004, according 

to survey data. Of those 14 schools 9 were members for five years or more. All but one 

school were members for four years or more. Even though the schools had a principal 

change, 13 of the 14 were members for more than four years. This descriptive data 

supports the analysis and may indicate that the schools in this survey had an opportunity 

to embed the core values before the leader left and the leader had an opportunity to 

change to a more cooperative role. All schools in this study demonstrated a deep level of 

integration of the CES principles of the reform effort into the practices of the school. The 

Coalition of Essential Schools highly recommends the use of Learning Communities to 

analyze and identify strengths and weaknesses of the school and create a plan for 

improvement. The role of the principal is one of team developer. The administrator 

begins with a strong leadership role, but the goal is to become a part of a high functioning 

team. The leadership role where the implementation is successful is one of cooperative 

member of the leadership group. The change in leadership would not substantially impact 
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the sustainability or level of integration of the reform effort when the reform effort was 

past the stage of implementation and moved into the stage where the role of the building 

level administrator was more cooperative within a leadership group. Fullan (2005) states, 

"It is not turnover per se that is the problem, but rather a discontinuity of direction." 

Sustaining a reform effort requires that the next generation of management personifies 

the reform effort (Kotter, 1996, p. 14). School communities in Broward County have 

input into their new leader' s choice. This may account for the continuation of the CES 

through principal turnover. 

Finding number 12. Teacher turnover was negatively related to the sustainability 

of the CES reform effort (ES=.04). 

There was a negative relationship between teacher turnover and sustainability of 

the reform effort. As the rate of teacher turnover increased the rate of sustainability 

decreased. This means the more stable the teaching staff, the higher the rate of 

sustainability of the reform effort. Twenty of the schools surveyed reported a teacher 

turnover rate higher than 20 percent. Only seven of these schools remained members in 

2004. Seventeen of the 20 schools sustained for more than seven years. Eight of the 

schools were not able to sustain the CES with high rates of teacher turnover even though 

they were members for more than eight years. This finding is supported by research 

which found that real change must reach the classroom level of the school (Marzano, 

Pickering & Pollock, 2001). All real change must take place at the school level and in the 

classroom (Negroni, 1992). It also supports the findings by Huberman and Miles (1984) 

which found personnel stability has a strong impact on the level of institutionalization of 

the reform effort into the school 's structures. Huberman and Miles did not consider 
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institutionalization to mean continuation, but did find schools that institutionalize the 

reform effort are likely to have stable continuation of the reform effort. This study did not 

take into account the timing of teacher turnover in relation to the implementation of the 

reform effort. 

Finding number 13. Coordinator turnover was positively related to the 

sustainability of the CES reform effort (ES= .02). 

There was a positive relationship between coordinator turnover and sustainability 

of the reform effort. As the rate of coordinator turnover increased, the rate of 

sustainability increased. This finding is not supported by research which says stability of 

school personnel and a group of individuals in the organization with a common purpose 

are important to the sustainability of the reform effort (Bernd, 1992; Cuban, 1983; Deal 

& Peterson, 1990; DuFour and Eaker, 1998; Fullan, 1995; Huberman & Miles, 1984; 

Kanter, 1989; Kotter, 1996; Leithwood, 1994; Sarason & Lieberman, 1994; Senge, 1990; 

Sizer, 1984 ). The role of the CES Coordinator is one of teacher leader. This finding 

confirms the research which points out the importance of the changing role of the leader 

in sustaining a reform effort (Florian, 2000; Howley, 2001; Marzano, Mayeski, & Dean, 

2000). Leaders must actively and consistently participate in the reform effort and as the 

reform implementation continues, the leader takes a more cooperative role. This finding 

is in conjunction with the findings of Urban (1997) which found that teacher leaders find 

themselves in a situation where they are "neither fish nor fowl" (p. 78). Teacher leaders 

begin as teachers and move closer to an administrative role as they leave the classroom 

and are perceived to be closer to administration than to teachers. All schools in this study 

sustained the reform effort and the core values were significantly integrated. The change 
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in leadership did not impact the sustainability due to the high levels of integration of the 

core values. The values have become "the ways we do things" and no longer a reform 

effort. 

Conclusions 

The four major conclusions drawn from this study are explained in the following 

paragraphs. 

1. As teachers leave the school, sustainability and integration of the core 

principles of the CES reform effort also leave. 

2. Schools who maintained the reform effort for more than four years 

demonstrated high levels of integration of the core values of the reform effort into the 

school's management and instructional practices. 

3. Schools with lower levels of students who qualify for free and reduced priced 

lunch at the beginning of the reform effort had a greater chance of sustaining the reform 

effort than schools with higher levels of students who qualified for free and reduced 

priced lunch. 

4. Principal turnover results of this study were surprising. Data showed as 

principal turnover levels rose, sustainability levels also rose. 

5. The stability of reform effort coordinator has less of an impact on the reform 

effort than teacher turnover even though the job description is one of teacher leader. 

Conclusion 1. As teachers leave the school, sustainability and integration of the 

core principles of the CES reform effort also leave 

The major conclusion of this study was, as teachers leave the school, 

sustainability and integration of the core principles of the CES reform effort also leave. 
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The relationships of Teacher Turnover to integration and sustainability are significant 

findings of this study. Teacher Turnover was related in multiple areas of the study. The 

results support the study by Huberman and Miles (1984) that found personnel stability 

was a major factor in the institutionalizing of a reform effort. Developing a firm 

foundation with a cohesive mass of individuals in a school is instrumental in the 

longevity of the reform movement (DuFour & Eaker, 1998; Pullan & Steigelbauer, 1991; 

Senge, 1990). Pullan asserts the challenge of sustaining the change effort to transform 

schools into professional learning communities is the challenge of developing a critical 

mass of teachers prepared to function as change agents. Teacher stability adds to the 

chances of developing a sustained critical mass. 

Teacher turnover was related to the level of broad integration of 7 of the 10 

principles into the instructional practices of the schools. As the level of integration of the 

Principles 3 (Goals Apply to all Students), 4 (Personalization), 5 (Student as Worker), 6 

(Demonstration of Mastery), 7 (Tone ofDecency), 8 (Teacher as Generalist), and 9 

(Creative Organization) increased, the rate of teacher turnover decreased. 

Teacher turnover also had a significant relationship to the level of integration of 7 

of the 10 principles into the management practices of the schools. As the rate of teacher 

turnover decreased the level of broad integration of Principles 3 (Goals Apply to all 

Students), 5 (Student as Worker), 6 (Demonstration of Mastery), 7 (Tone of Decency), 8 

(Teacher as Generalist), 9 (Creative Organization), and 10 (Democracy and Equity) 

increased. 

Teacher turnover was also related to the level of deep integration of the principles 

into the assessment, curriculum and teacher evaluation practices of the schools. Again, as 
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the level of teacher turnover decreases, the level of deep integration of the 10 principles 

into the Assessment, Curriculum, and Teacher Evaluation practices of the schools 

increases. Corbett, Dawson, and Firestone (1984) find reform activities will end unless a 

school is organized so that incentives and encouragement flow to those making changes, 

and corresponding changes are made in the rules and guidelines governing instructional 

behaviors. Real change must reach the classroom level of the school and the instructional 

strategies (Marzano, Pickering & Pollock, 2001). 

All real change must take place at the school level and in the classroom (Negroni, 

1992). Teachers in the classroom are the deliverers of instruction. Data from this study 

show there is a relationship between teacher turnover and sustainability of the reform 

effort. The findings of this study confirm all of these researchers (Corbett, Dawson, & 

Firestone, 1984; DuFour & Eaker, 1998; Fullan & Steigelbauer, 1991; Huberman & 

Miles, 1984; Marzano, Pickering, & Pollock, 2001; Negroni, 1992; Senge, 1990). The 

schools in the study sustained the CES reform effort and as the researchers tell us, this is 

impossible without change at the instructional level. Teacher turnover has a major impact 

on continuity of instruction and reform. With a stable teacher group schools were able to 

deeply integrate the CES core values into the instructional practices of the school and 

therefore enhance sustainability. 

This study found the relationship of teacher turnover to the level of integration of 

the core values of the reform effort into the practices of the schools and the sustainability 

of the reform effort within the schools are inversely correlated to the rate of teacher 

turnover. Sustaining a reform effort demands committed relationships (Hargreaves, 

2002). Schools that are able to stabilize the teaching staff, have a far greater chance of 
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committed relationships than those who are constantly introducing new staff. Schools in 

this study with lower rates of teacher turnover had a greater level of integration and a 

greater chance at sustaining the reform effort within their schools. 

Committed relationships and ownership are important aspects that promote the 

embeddedness of the reform into the school's culture (Hargreaves 2002; Miles & 

Ekholm, 1991 ). The teaching staff makes up the largest number of individuals in a school 

setting. If this core group is continuously changing it is difficult for teachers to be 

committed to each other and take ownership in their school. 

Literature points to the significant impact reforming over and over has on a 

school's ability to make changes (Cuban, 1990; Full an, 2000). Teacher stability adds 

expertise to the school community and adds to the school's ability to sustain a reform 

movement thus preventing the cycle of reforming over and over. 

Conclusion 2. Schools who maintained the reform effort for more than four years 

demonstrated high levels of integration of the core values of the reform effort into the 

school's management and instructional practices. 

Survey analyses conclude that the core values of the reform effort are deeply 

embedded in the school practices as indicated by "mostly" to "high" levels of integration 

of the principles both deeply and broadly into the schools practices. Of the thirty schools 

who participated in the survey, 29 schools were official members of the Coalition of 

Essential Schools for more than four years. When reform effort indicators become a part 

of the routine, the effort is more likely to sustain as the way we do things around here 

(Florian, 2000; Schein,1992). This study found several significant relationships with 

teacher turnover, principal turnover, coordinator turnover and SES to sustainability of the 
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reform effort. Integration levels indicate that even when the official membership of the 

school is over, the core values remain embedded in the schools' practices. For example, 

even though schools with high levels of students on free and reduced priced lunch were 

not able to officially sustain membership, it is clear that many of the core values became 

more integrated. All of the schools that are considered to have high level of students on 

free and reduced lunch were official members of the CES for more than five years. Five 

or more years of implementing a reform effort deepens the understanding and 

development of the reform effort's core values and they become part of the school's 

practices. These core values are embedded into the values and beliefs of the school and 

therefore do not disappear even after official membership is removed. Principal turnover 

and coordinator turnover were both positively related to sustainability (more turnover, 

more sustainability) ,but had limited impact on the integration levels of the core values of 

the reform effort. A low rate of teacher turnover was related to a high level of 

sustainability as well as deeper levels of integration. Personnel stability deepened the 

levels of integration, but the lack of stability did not mean the core values of the CES 

were no longer deeply embedded into the school's practices. Lack of sustainability and 

less depth of the core values into the school's practices may indicate a culture change is 

occurring as teaching staff changes. Values embedded into the schools practices become 

part of the culture and are no longer part of the "new" program or reform effort. 

Therefore it is concluded that after four years of implementation of a reform effort, the 

schools in this study have a strong chance of embedding the core values of the reform 

effort into the practices of the school, however, future study should follow the schools 
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from this study to analyze the integration levels in the years after membership as they 

relate to personnel turnover. 

Conclusion 3. Schools with lower levels of students who qualified for free and 

reduced priced lunch at the beginning of the reform effort had a greater chance of 

sustaining the reform effort than schools with higher levels of students who qualified for 

free and reduced priced lunch. 

Schools with lower levels of students who qualified for free and reduced priced 

lunch at the beginning of the reform effort had a greater chance of sustaining the reform 

effort than schools with higher levels of students who qualified for free and reduced 

priced lunch. A significant relationship was found between the SocioEconomic Status 

and the ability of the schools to sustain the reform effort. Hargreaves (2002) finds that 

professional learning communities strive best in more affluent communities where there 

is a strong teacher capacity and more resources and support in the system. In these 

schools teachers are free to design strategies and move beyond the standards. 

Professional Learning Communities are a significant component to the CES reform 

effort. Hargreaves also notes, in schools where social and financial resources are lacking, 

school districts prescribe a curriculum and give teachers more scripted, structured 

materials and texts. School leaders lose their autonomy to decide the reform effort to be 

put in place in their school. It is important to note that although the reform effort was not 

officially continued within the schools with large numbers of students who were 

struggling financially, several of the principles became more deeply embedded into the 

practices of the school. The schools identified as those with high levels of students on 

free and reduced priced lunch did not remain as members of the CES, but the principles 
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that were deeply embedded became even more embedded as the schools' needs changed. 

These schools were able to utilize the principle because it was part of "the way we do 

things around here" (Florian, 2000; Schein, 1992) Respondents indicated the principles of 

Democracy and Equity, Creative organization, and Personalization were more deeply 

embedded as the school's population became more struggling. Respondents also 

indicated the 10 core values were more deeply embedded into the school's assessment 

practices in schools with high levels of students on free and reduced priced lunch. From 

this finding the conclusion is made that the values that are deeply embedded into the 

schools structures become the "way we do things." While schools with high levels of 

students on free and reduced priced lunch may not remain official members of the CES, 

the core values that are so deeply embedded remain and are a part of the school's 

practices. The official membership in a reform effort is not necessarily an indication that 

the core values of the reform effort are no longer a part of the school's practices. 

Conclusion 4. Principal turnover results of this study were surprising. Data 

showed as principal turnover levels rose, sustainability levels also rose. 

Principal turnover results of this study were surprising. Data showed as principal 

turnover levels rose, sustainability levels also rose. Data also showed the more students 

the school had on free and reduced priced lunch, principal turnover lessened. These two 

findings are in conjunction with the finding that shows sustainability is less likely in 

schools with high numbers of students on free and reduced priced lunch. Twenty nine of 

the thirty schools in this study sustained for more than four years. Schools with high 

levels of students on free and reduced priced lunch were not able to sustain the CES as 

state mandates were given and a more prescribed program was instituted within the 
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school. Principal turnover rate is lower in schools with high numbers of financially 

struggling families. The schools with high levels of financially struggling families may 

remain dependent on their principal and are not permitted to continue to institute the core 

values of the Coalition of Essential Schools. The goal of a leadership team to design and 

implement a plan for the school is less likely to succeed in a school with more mandates 

due to the nature of their population. As Datnow (2002) points out in her study of 13 

schools, schools with strong reputations and protected positions in the district were 

permitted to carry on as usual thus eliminating the conflict between state mandates and 

school reform efforts. The relationship of principal turnover and sustainability may be 

largely related to the SES of the school and the principal's ability to build a strong 

leadership team which can carry on even after the leader leaves. 

Only 1 of the 30 schools who responded were members for Jess than four years 

while 19 of the 30 schools were members for more than seven years. As the reform effort 

becomes part of the school's practices, the phenomenon of principal turnover is Jess 

significant. Fourteen schools had a principal change in the last five years. Of those 14, 13 

were members for more than four years. The goal of sustained reform is to no longer 

consider the effort a reform. The core values become so deeply embedded into the 

school's culture they are no longer identified as part of the new reform (Berman & 

McLaughlin, 1978). A change in leadership does not immediately change the culture of 

the school. It may in the worst circumstance force the culture to go underground, but it is 

not easily destroyed. Even though principal turnover indicated a higher level of 

sustainability, principal turnover had limited impact on the level of integration of the core 

values of the reform effort into the school's practices. A change in leadership did not 
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make a significant difference in the level of integration where the core values were 

already deeply embedded. 

This research points out the impact of a change in principal does not negatively 

affect the sustainability of the reform effort that is deeply embedded into the school's 

practices. Research points out the importance of consistent leadership in the initial stages 

of the reform effort. (Datnow, 2002; Florian, 2000; Howley, 2001). Implications are 

schools that are beginning a reform effort need to have consistent leadership that has the 

ability to build leadership among the staff. 

Conclusion 5. The stability of reform effort coordinator has less of an impact on 

the reform effort than teacher turnover. 

Indications are that the stability of reform effort coordinator has less of an impact 

on the reform effort than teacher turnover. The Coalition Coordinator in Broward County 

schools is not an administrator. The role is assigned to a teacher leader. Although there 

are significant findings relating to coordinator turnover, there are not as many as those 

relating to teacher turnover. Teacher turnover effect size correlations range from 3 to 10 

percent indicating a medium to high level of variance. Coordinator turnover effect sizes 

range from two to six percent indicating a small to medium level of variance. The 

teacher leader coordinator takes on a strong leadership role in the school. Perhaps as the 

teacher leader job description becomes more closely related to the principal or leader 

role, the significance of the coordinator as they relate to sustainability decreases based on 

the findings that principal turnover had little impact on the sustainability of the reform 

effort. In fact, as the principal turnover rate increased, sustainability increased. 
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The coordinator change may be related to the district support for the CES. The 

district support was eliminated as this study began. Part of the district support was 

training for the CES coordinator. This is a noted limitation of the study, however, it is 

still significant that the schools which maintained their coordinator after district support 

was eliminated, did not have higher level of sustainability. 

Limitations 

1. All responses were from schools that agreed to respond to the survey. This 

may cause the results to be skewed, as those schools that did not respond may not have 

responded because the CES principles were no longer a part of their practices. In fact, the 

responses may all be from schools that have the core values of the CES as part of their 

school's culture and therefore answering the questionnaire was just a part of their culture 

of self assessment, which is highly supported by the Coalition of Essential Schools. 

2. There is no data from schools that were not able to sustain the CES and its 

relationship to teacher, principal and coordinator turnover. 

3. Only schools within Broward County were surveyed. Schools within Florida 

and Broward County have mandates that are not necessarily the same nationwide. The 

Coalition of Essential Schools is in place internationally. The small sampling is a noted 

limitation of this study. 

4. As this study progressed, the support for the Coalition of Essential Schools in 

Broward County was eliminated. Surveys were collected from May to August in 2004. At 

that time all financial support and personnel support for the CES was removed. It is also 

important to note that 50 percent of the schools surveyed still considered themselves 

members of the CES in the year 2004. Respondents indicated the principles of the CES 
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remained embedded in the practices of all the school whether they were still a member or 

not. 

5. Schools in Broward County are dealing with the effects of the A+ School 

Grades and the Adequate Yearly progress as part of the No Child Left Behind Act. Even 

though the survey indicated that a majority of the respondents did not feel the school 

grade lessened their ability to emphasize the CES within their school, one has to wonder 

what impact it has had on continued membership in the CES. 

Recommendations for District Administrators 

The review of literature points out the disadvantages of reforming over and over 

again. This study has significant implications for district level administrators who wish to 

ensure the sustainability of a reform effort within the district schools. The following 

recommendations are made based on the results of this study. 

1. District leaders should pay close attention to the rate of teacher turnover of a 

school as they plan for school reform. 

2. Decision makers in education must research strategies and methods that will 

promote teacher stability within schools. Without stability of the teaching staff, 

sustainable reform will not occur and our students and staffs will be forced to deal with 

one reform after another. 

3. Districts need to actively recruit knowledgeable and dedicated teachers who 

are willing to stay for at least five years in one school. 

4. Teacher turnover must be addressed along with school level success. 

5. Incentives to retain effective teachers need to be put in place. Monetary 

bonuses to include assistance with living expenses. 

129 



6. Districts must listen to the needs as identified by the school community. As 

this research shows, even if the mandates eliminate the reform effort, the core values 

remain part of the culture. The school community needs assistance from external forces, 

but must have input as they know the school ' s culture and needs of the students. An 

externally forced initiative will not produce long term results without the understanding 

of the school's deep held values and beliefs. 

7. Districts should avoid a "one strategy fixes all low income schools" 

philosophy and carefully examine a reform effort before putting it in place in schools 

with high levels of students who qualify for free and reduced priced lunch. 

8. Training should be provided for administrators to assist them with successful 

implementation of a reform and a deep understanding of school culture. 

9. It is imperative for all district level decision makers to recognize the impacts 

of design structures and strategies intended to assist the students and teachers in schools 

with high levels of poverty. Schools with high levels of poverty must still have a voice in 

their school plan. Assistance must not come at the expense of the experts at the school 

level. 

Recommendations for Schools .. 
1. Administrators must identify effective teachers and put resources in place to 

retain them while at the same time identifying ineffective teachers and developing or 

terminating them. 

2. School level administrators must realize the impact of teacher turnover and 

purposefully put systems in place to retain teachers within their schools. 

3. School level teachers and administrators should provide active support for 
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new teachers within the school to ensure a low rate of teacher turnover thus promoting 

the sustainability of the school's reform efforts. 

4. School level teachers and administrators should provide active support for 

experienced teachers to include recognition for "a job well done" and salaries 

comparative to that of industry to promote teacher stability. 

5. School level administrators must be willing to step back when the staff 

becomes more self directed and autonomous to ensure that when a principal leaves the 

reform effort will remain and the core values will remain part of the way we do things 

around here. 

Recommendations for Universities 

1. Colleges of Education within the department of Educational Leadership 

should include in their educational leadership classes research focused on effective 

teacher retention. 

2. Universities should require an understanding of the importance of teacher 

retention for school reform as well as researched strategies to promote teacher retention. 

Recommendations for Future Study 

1. Further research is necessary to determine the reasons and causes of teacher 

turnover. 

2. Future Study is necessary to investigate the level of teacher turnover as it 

relates to the SES of a school. This study is necessary to determine if the finding that 

schools with a higher level of students on free and reduced lunch have a lower rate of 

sustainability is impacted by the teacher turnover rate. It is possible the schools with 
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higher levels of students on free and reduced lunch have a higher level of teacher 

turnover. 

3. Further research is necessary to determine the relationship of principal 

turnover in low SES schools and sustainability of the reform effort. 

4. Further research should focus on the changing role of the principal as the 

reform effort was being implemented with close attention paid to the length of time the 

principal was at the school during the process of embedding the core values into the 

practices of the school. This study did not take into account the CES process for 

developing a deep understanding of the core principles and the process of embedding 

them into the culture of the school before the period of official membership. 

5. Further study is needed to determine if schools with high levels of financially 

struggling families are able to sustain a reform effort other than the Coalition of Essential 

Schools. 

6. Further research is needed to include schools outside of Broward County 

where the CES is still supported by the district. 

7. Future research should include schools that did not have high levels of 

integration of the CES core values into their practices and those schools that were not 

able to sustain the implementation of the CES principles. 

8. The role of the CES Coordinator is unique to the Coalition of Essential 

Schools. The CES provided and funded teacher leaders in this position with training in 

facilitating groups, planning for meetings and strategies to develop effective Learning 

Communities. Further research is needed to determine the level of integration of the 

reform effort as it relates to this unique position and its relationship to administration. 
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The role of CES coordinator may be closely related to that of principal. 

9. Further research should focus on the sustainability of the CES reform effort as 

it relates to student achievement. 

10. Further research is necessary to focus on the significance of the timing of staff 

turnovers and its relationship to sustainability. 

11 . Further research is necessary to investigate the relationship of student 

turnover and sustainability. 

12. Further research is needed to follow the schools in this study to determine if a 

high rate of teacher turnover will eventually lead to a change in levels of integration to 

the extent that the core values are no longer a part of the school's practices. 

Summary - What can we see? 

Reform is inherent in the public school system. It is this researcher's belief that 

we must learn how to implement a reform effort that fits with the school culture and stick 

with it long enough to make a difference for our students. The system of public schooling 

has been around a long time and yet we still react as though we are facing new challenges 

without any past experience. We often times forget to look into valuable research and 

learn from what is discussed and analyzed in the pages written by the great researchers. It 

is the nature of human beings to evolve to a different level of understanding. It is 

imperative as we evolve to higher levels that we look back on lessons learned and good 

research to direct us on our way. Jonathan Livingston Seagull continuously strived to 

reach greater heights. He always used his past experience to bring himself to higher 

levels. It is this researcher's hope that this research will assist educators to build new 

experiences while learning from past experiences. Our country has a rich history of 
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research to assist us as we move forward in education and learn what we don't know yet. 

As we grow it is also important to understand what we already know. In the words of the 

great Seagull, Jonathan Livingston, "Don' t believe what your eyes are telling you. All 

they show is limitation. Look to your understanding, find out what you already know. 

And you'll see the way to fly." This research has been an attempt to look to 

understanding to discover and organize what we already know and put it together with 

new information to allow our students to see their way to fly . 

.. 
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Section One 

Please read each item carefully and circle the answer that you perceive to be the most appropriate. 

1. What level is your school? Elementary Middle High 

2. What is your position at this school? Administrator Teacher Support Staff 

3. What was the socioeconomic level of your school when you began to implement The Coalition of Essential Schools Reform 

Movement? High( <50% free & reduced lunch) Low(~ 50% free& 

reduced lunch) 

4. What is the socio economic level of your school presently? High( <50% free & reduced lunch) Low(~50% free& reduced lunch) 

5. How long has your school been in existence? 1-5 years 6-10 years 11 or more years 

6. How long have you been at the school? 1-5 years 6-10 years 11 years or more 

7. In what school year did your school become a member school of the Coalition of Essential Schools? 

01/02 00/01 99/00 98/99 97/98 96/97 95/96 94/95 93/94 92/93 91/92 90/91 89/90 88/89 

8. Is your school currently a member of the Coalition 

of Essential Schools? Yes No 
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If not, how many years ago did your school discontinue membership? 

9. In your opinion, has the emphasis on your school grade lessened the emphasis on the study of the CES principles? Yes No 

Section Two 

Directions: Read each principle carefully. Using the scale below, circle the number that most closely represents your 

perspective of the level of implementation of each principle within each area for the stated principle, ( curriculum, 

instructional strategies, Assessment, Mission and Values, Pre-planning, Teacher Evaluation and School Improvement 

Plan). Circle DK if you do not have enough information to answer this question. 

Fully Mostly Somewhat Slightly Not 

Implemented Implemented Implemented Implemented Implemented 

5 4 3 2 1 

Definition of Terms: Curriculum - Knowledge, skills and information students are expected to grasp and understand. 

Instructional Strategies- methods used to present curriculum and involve students in active learning 

Assessment- methods used to determine student understanding of the cun·iculum 

Pre-planning- information shared, activities teachers participated in to prepare for the implementation of the 
Coalition of Essential Schools within the school. 

L47 



Mission and Values- the reason the organization exists and strongly held beliefs 

Teacher Evaluation- Methods used to measure teacher performance and effectiveness 

School Improvement Plan -Plan for the school that includes goals, action steps, and staff development 
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Instructional Practices I Management Practices 
Principles of the Coalition of Curriculum Instructional Assessment Mission Pre Teacher School 
Essential Schools Strategies and Planning Evaluation Improvement 

Values Plan 
Principle 1: Intellectual Focus: The 
school should focus on helping 5 5 5 5 5 5 5 
adolescents learn to use their minds 4 4 4 4 4 4 4 
well. Schools should not attempt to be 3 3 3 3 3 3 3 
"comprehensive" if such a claim is 2 2 2 2 2 2 2 
made at the expense of the school ' s 1 1 1 1 1 1 1 
central intellectual purpose. DK DK DK DK DK DK DK 

Principle 2 Mastery over Coverage-
The school's goals should be simple: 
that each student should master a 
limited number of essential skills and 
areas of knowledge. While these skills 5 5 5 5 5 5 5 
and areas will, to varying degrees, 4 4 4 4 4 4 4 
reflect the traditional academic 3 3 3 3 3 3 3 
disciplines, the program's design 2 2 2 2 2 2 2 
should be shaped by the intellectual 1 1 1 l 1 1 1 
and imaginative powers and DK DK DK OK DK DK DK 
competencies that students need, rather 
than necessarily by "subjects" as 

I I conventionally defined . The aphorism 
"Less is More" should dominate: 

I 

I curricular decisions should be guided I 
by the aim of thorough student mastery 
and achievement rather than by effort 
merely to "cover content." 
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Principles of the Coalition of Essential Curriculum Instructional Assessment Mission Pre Teacher School 

Schools Strategies and Planning Evaluation Improvement 

Values Plan 
Principle 3: Goals Apply to All Students: 
The school's goals should apply to all 5 5 5 5 5 5 5 
students, while the means to these goals will 4 4 4 4 4 4 4 
vary as those themselves vary. School 3 3 3 3 3 3 3 
practices should be tailor-made to meet the 2 2 2 2 2 2 2 
needs of every group or class of adolescents. 1 1 1 1 1 1 1 

DK DK DK DK DK DK DK 

Principle 4- Personalization: Teaching and 
learning should be personalized to the 
maximum feasible extent. Efforts should be 5 5 5 5 5 5 5 
directed toward a goal that no teacher have 4 4 4 4 4 4 4 
direct responsibility for more than eighty 3 3 3 3 3 3 3 
students. To capitalize on this " 2 2 2 2 2 2 2 
personalization, decisions about the details 1 1 1 1 l 1 1 
of the course of study, the use of students ' DK DK DK DK DK DK DK 
and teachers ' time and the choice of teaching 
materials and specific pedagogies must be 
unreservedly placed in the hands of the 
principal and staff. 

Principle 5: Student as Worker- The 
governing practical metaphor of the school 5 5 5 5 5 5 5 
should be student as worker, rather than the 4 4 4 4 4 4 4 
more familiar metaphor of teacher-as 3 3 3 3 3 3 3 
deliverer-of-instructional-services. 2 2 2 2 2 2 2 
Accordingly, a prominent pedagogy will be I 1 1 1 1 1 

I 

1 1 
coaching to provoke students to learn how to DK DK DK DK DK DK DK 
learn and thus teach themselves. __________ 

------ I 
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Principles of the Coalition of Curriculum Instructional Assessment Mission Pre Teacher School 
Essential Schools Strategies and Planning Evaluation Improvement 

Values Plan 
Principle 6: Demonstration of Mastery 
-Students entering secondary school 
studies are those who can show 
competencies in language and 
elementary mathematics. Students of 
traditional high school age, but not yet 
appropriate levels of competencies to 5 5 5 5 5 5 5 
enter secondary studies will be provided 4 4 4 4 4 4 4 
intensive remedial work to assist them 3 3 3 3 3 3 3 
quickly to meet these standards. The 2 2 2 2 2 2 2 
diploma should be awarded upon the 1 1 1 1 1 1 1 
successful final demonstration of DK DK DK DK DK DK DK 
mastery for graduation - an 
"Exhibition." This exhibition by the 
student of his or her grasp of the central 
skills and knowledge of the school's 
program may be jointly administered by 
the faculty and by higher authorities. As 
the diploma is awarded when earned, the 
school 's program proceeds with no 
strict age grading and with no system of 
"credits earned" by "time spent" in class. 
The emphasis is on the student's 
demonstration that they can do important 

I things. 

I 
I ---· 
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Principles of the Coalition of Curriculum Instructional Assessment Mission Pre Teacher School 
Essential Schools Strategies and Planning Evaluation Improvement 

Values Plan 
Principle 7: Tone of decency- The tone 
of the school should explicitly and self 
consciously stress the values of 5 5 5 5 5 5 5 
unanxious expectation ("I won't threaten 4 4 4 4 4 4 4 
you, but I expect much of you"), of trust 3 3 3 3 3 3 3 
(until abused) and of decency (the 2 2 2 2 2 2 2 
values of fairness, generosity and 1 1 1 1 1 1 1 
tolerance). Incentives appropriate to the DK DK DK DK DK DK DK 
school's particular students and teachers 
should be emphasized, and parents 
should be treated as essential 
collaborators. 

Principle 8: Teacher as Generalist-
The principal and teachers should 5 5 5 5 5 5 5 
perceive themselves as generalists first 4 4 4 4 4 4 4 
(teachers and scholars in general 3 3 3 3 3 3 3 
education) and specialists second 2 2 2 2 2 2 2 
(experts in but one particular discipline). 1 1 1 1 l 1 1 
Staff should expect multiple obligations DK DK DK DK DK DK DK 
(teacher-counselor-manager) and a sense 
of commitment to the entire school. 

I 
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Principles of the Coalition of Curriculum Instructional Assessment Mission Pre Teacher School 
Essential Schools Strategies and Planning Evaluation Improvement 

Values Plan 
Principle 9: Creative Organization-
Ultimate administrative and budget 
targets should include, in addition to 5 5 5 5 5 5 5 
total student loads per teacher of eighty 4 4 4 4 4 4 4 
or fewer pupils, substantial time for 3 3 3 3 3 3 3 
collective planning by teachers, 2 2 2 2 2 2 2 
competitive salaries for staff and an 1 1 1 1 1 1 1 
ultimate per pupil cost not to exceed that DK DK DK DK DK DK DK 
at traditional schools by ten percent. To 
accomplish this, administrative plans 
may have to show phased reduction or 
elimination of some services now 
provided students in many traditional 
comprehensive secondary schools. 

Principle 10: Democracy and Equity-
The school should demonstrate non- 5 5 5 5 5 5 5 
discriminatory and inclusive policies, 4 4 4 4 4 4 4 
practices, and pedagogies. It should 3 3 3 3 3 3 3 
model democratic practices that involve 2 2 2 2 2 2 2 
all who are directly effected by the 1 l i 1 1 1 1 
school. The school should honor DK DK DK DK DK DK DK 
diversity and build on the strengths of its 
communities, deliberately and explicitly 
challenging all forms of equity. 
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Section Three 

Directions: Please respond to the following questions by circling "yes" or "no." Answer each question the best you can, based on your 
perception. 

1. In your school, has the principal changed in the past five years? 

2. In your school, has the Coalition Coordinator changed in the past five years? 

3. In your school, has there been more than a twenty percent change in faculty in the past 
five years? 

4. Has the district level support for The Coalition of Essential Schools remained consistent 
over the past five years? 

5. Has funding for your school's efforts with the Coalition of Essential Schools remained 
constant over the past five years? 

6. Has the number of district level suppott personnel for the Coalition of Essential Schools 
changed over the past five years? 

6b. If the answer is yes, how has it changed? Decreased 
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Yes No 

Yes No 

Yes No 

Yes No 

Yes No 

Remained Constant Increased 
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FLORIDA ATLANTIC UNIVERSITY 
777 GLADES ROAD 

P.O. BOX3091 
BOCARATON,FLORIDA33-43I·o99~ 

SPONSORED RESEARCH INS IIIUIIONAL REVIEW BOARD 
Human Subjects Review Conuninee (561) 2rf•23IO•FA.X (SCIJ,) 297•2319 

SUNCOM '3l-23ro 
www.tim. edu/dsrlcomittee 

MEMORANDUM 

DATE: 

TO: 

FROM: 

RE: 

April 14, 2003 

John Pisapia, 
Sharon Moffitt, 
Educational Leadership 

Susan Love Brown, Chaix#~~~ 
H03-85 "Sustaining Refoxm Efforts in Browrud County Schools: A Study of the 
Coalition of Essential Schools" 

~----------------------------------
The Institutional Review Boaxd (IRB) haS xeviewed the above pxotocoL The Committee determined 
that the procedures descxibed in the above protocol are exempt fiom federal regulations. 

Please be advised that an approval letter from Broward County School distiict must be submitted to 
your protocol flle prior to data collection.. Additionally, the Board recommends that the researchers 
include a statement in the letter to paxticipants that informs them that they can drop out of the study at 
anytime without penalty. The Board also recommends that the researchers review section 2 of the 
questionnaire fox typos 

It is now your responsibility to keep the IRB informed of any substantive change in your procedures 
and if you encounter any problems of a human subjects' nature. 

Please do not hesitate to contact either myself (7 -2325) or Elisa Gaucher (7-2318) with any questions 

Sl.B:o:g 

Boca Raton•Fmt Lauderdale• Dania Beach•Davie•.lupiter•Port St. Lucie 
A Member of the State University System of florida 

An Equal Oppo!tunity/Access!Af!iJmative Action /nslillltion 
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THE SCHOOL BOARD OF BROW ARD COUNTY, FLORIDA 
RESEARCH SERVICES 

CARY SU'ITON, Ed.D., DIRECTOR 
DEPARTMENT OF RESEARCH SERVICES 

Telephone: (954) 712-1595 Facsimile: (954) 765-6750 

TO: 

FROM: 

VIA: 
---------~ --

SUBJECT: 

November 19,2003 

Principals 

Cary Sutton. Ed.D., Directo.-;.-~~ ..... 
Research Services 

V~F~ow, t 

·sauth-centrai·.rueasuperiiitenaent 

APPROVAL MEMORANDUM FOR RESEARCH PROPOSAL -
SUSTAINING REFORM EFFORTS IN BROWARD COUNTY 
SCHOOLS: A STUDY OF THE COALIATION OF ESSENTIAL 
SCHOOLS 

Staff has reviewed the research proposal Sustaining Refonn Efforts in Broward County 
Schools: A Sbuly of flU Coalition of Essmtisd Schools and approval has been granted 
for the researchers or research group to contact you requesting participation. The 
recently completed review of the proposed research involved school- and district-based 
staff, Institutional Review Board (IRB) approvals, and a review of the proposed research 
methods. These steps were taken to determine if the proposed methods demonstrated 
reasonable promise of generating data/ analyses that will accurately answer the main 
research questions of interest. 

Your participation in this research project is voluntary. To aid your decision, the 
researcher or research organization has been instructed to share with each selected 
principal a complete description of research activities as well as this memorandum. 
Ba5ed upon t.lUs information, each principal would then be asked to make a decision to 
participate or not and inform the requesting research parties of the decision. 

VF/COS:dd 
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Date 

Dear Principal, 

Thank-you for taking the time to assist me with this valuable study. The purpose 

of this study is to determine the level of emeddedness of the core values of a reform 

effort as it relates to the sustainability of the reform effort. It is my belief this study will 

help educational leaders identify the reform effort which has the best chance of sustaining 

in a school and therefore eliminate the loss of precious time. The questionnaire is short 

and will take approximately ten minutes to complete. I am asking that you distribute the 

survey to 25% of your instructional faculty who have been at your school for more than 

one year and complete one yourself as the principal of the school. 

Enclosed you will find enough surveys for your school. Please place completed 

surveys in the blank envelope provided and seal it. Place that envelope in the self 

addressed envelope provided. Confidentiality is maintained as the numbers only will be 

documented as returned. Results will not be analyzed or reported by school. They will be 

analyzed and reported as a collection of data. 

I have permission from Broward County Schools to collect data. A copy of the 

letter granting me permission to collect data from Broward County is enclosed. 

If you have any further questions, please do not hesitate to e-mail me at 

sshamof@aol.com or call at 754-322-6750. 

Again, Thank-you for assisting me in my search to identify characteristics that 

lead to the sustainability of a reform effort in public schools. 

Sincerely, 

Sharon Moffitt, Intern Principal 
Liberty Elementary 
2450 Banks Road 
Margate, Florida 33068 
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