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The purpose of this study was to investigate the dilemmas of planning and 

implementing whole-school reform in a middle school from the perception of 

administrators, teachers and parents. A qualitative case study approach was used. Data 

collection included interviews, observations, and document analysis. Interviews with 28 

participants were divided into three consecutive sessions conducted from the bottom up 

in terms of the hierarchy of power in the organization. Data were transcribed, coded, 

triangulated, and analyzed to understand the views of participants. The study resulted in 

three major findings: (a) The principal enhanced the learning organization's capacity for 

whole-school reform by balancing tensions and conflicts; (b) Implementing a high-stakes 

testing regime and reform design simultaneously contributed to teacher overload, and 

reduced the capacity of teachers to implement whole-school reform; and, (c) Learning 

communities had a pivotal role in fostering collaboration for whole-school reform. 
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The study concluded that: (a) Principal leadership is vital to successful 

whole-school reform implementation; (b) The crucial challenge of principals in 

whole-school reform is forging a network of strong relationships within and across staff 

work teams and the community through the development of learning communities and 

professional development; and, (c) Whole-school reform must be balanced with and 

adapted to accountability system if it is to have a chance of succeeding. 
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Chapter 1 

Introduction 

Background of the Study 

Although attempts at school reform have been around for the past century, "little 

of significance has changed" (Lunenberg & lrby, 1999, p. 4 7). This appraisal underscores 

the repeated efforts by generations of reformers to alter the course of American 

education. Sarason (1991) argues that many school reforms have failed because of 

ineffective efforts to alter the culture of the school. Whole-school reform "seeks to 

improve school performance by simultaneously aligning all aspects of a school's 

environment with a central guiding vision" (Bertling, 1999, p.1 ). Whole-school reform 

designs have swept through American education since the early 1980s (Odden, 2000; 

Slavin & Fashola, 1998a). 

Reform initiatives such as Goals 2000 and Title I did not result in progressive 

reform, mostly because the reforms based on those initiatives were implemented one 

program at a time in a piecemeal fashion (Ross et al. , 2000). Having observed that such 

piecemeal reform does not work, reformers began to place an emphasis on 

"comprehensive school reform" (CSR) or "whole-school" reform programs, all of which 

share the assumption that in order to bring about measurable improvement, school reform 

must embrace the "whole school" (McChesney, 1999, p. 23). 
I 



All such reform calls for programs that "affect all aspects of school functioning, 

including instruction, curriculum, governance, professional development, parental and 

community involvement, and support services" (Ross eta!., 2000, p. 112). All involve a 

reconceptualization of traditional notions of teaching and learning, and all are based on 

core principles that help schools identify with "ideas larger than the individual, the 

classroom, the school, or the community" (Lunenberg & Irby, 1999, p. 47). 

What is different now about whole-school reforms over prior efforts is that they 

all are supposed to be based on replicable, well-developed, and well-evaluated models 

that give a school staff assurances that the reform is likely to pay off, provide teachers 

with the tools to transform their daily instruction, and affect "just about everything 

schools do" (Slavin & Fashola, 1998a, p. 12), from administration to instruction. Another 

important potential of whole-school reform is that such reforms can change the 

discussion about reform in America's schools: "If it is in fact possible to directly improve 

teaching and learning in thousands of schools ... then we need not rely exclusively on 

the roundabout path to reform embodied in the focus on standards, assessments, 

governance and the like" (Slavin & Fashola, p. 4). 

The push for replicable models raises concerns that prescribed solutions are 

incompatible with the nature of school systems. Some argue that design reforms are 

created by policy makers and business people from an inexperienced and non-theoretical 

perspective. They ignore the historic purposes of tax -supported public schools to promote 

democratic equality and shape citizens who contribute to society beyond being good 

workers. The narrow focus on raising test scores ignores empowering students with the 
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civic, moral, personal skills and behaviors to live in a multicultural society. Replicable 

models present tension-filled dilemmas. 

Cuban and Tyack (1997) talk about the persistent dilemma in public schooling 

between the two dominant trends in education, customization and standardization. They 

contend these two trends work against each other in balancing public schools' 

responsibilities to provide individual benefits, to supply the workplace with good 

employees, and to prepare students for citizenship. There is a widespread interest in 

customizing education, in creating schools that offer unique experiences for students in 

an era of standardization (Cuban & Shipps, 2000). The value of individual freedom of 

choice is basic to American culture. There is a deep understanding that there are many 

kinds of good schools. Individual benefits prepare students for the workplace. The social 

benefits of schooling involve learning to get along with others and respecting their 

opinions. These are crucial skills for civic action. This tension has always existed in 

American public education. 

Whole-school reform challenges educational leaders to reconfigure their political, 

managerial, and instructional roles. Leaders must facilitate internal responses to external 

pressures ofhigh-stakes testing and accountability. Cuban (2001) purports there are 

managerial dilemmas. According to Cuban, managing means keeping the organization 

working smoothly and efficiently toward its goals. Stability is the password. Reducing 

conflict is highly prized. 

Keeping experienced teachers in needy schools during a period of chronic teacher 

and principal shortages is a challenge. Teachers are retiring early, switching schools or 

changing the subjects or grade levels they teach in an effort to avoid the pressures of 
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high-stakes testing. Another managerial dilemma involves attracting qualified teachers 

and principals to the lowest-performing schools when state rewards and sanctions tied to 

student test scores loom as powerful disincentives. 

Principals faced with complex political , managerial, and instructional demands 

recognize empowering teachers to assume school leadership roles may be a vital exercise 

of their leadership. A multitude of whole-school reform models focus on changing 

behaviors and aspirations through mutual trust. Educational leaders seek to facilitate 

shared leadership by developing the skills of parents, teachers, and other administrators. 

Changing school culture is key to whole-school reform. 

The sheer number of whole-school reforms has prompted some educators to 

envision a new educational landscape where school districts do not make decisions for 

everyone but "offer a variety of programs" to students (Brandt, 2001, p. 156), and, 

indeed, schools are differentiated not by district but by program (Brandt, 2001 ). Success 

for such programs hinges on broad-based support from the school's staff. More than 

supporting the program, others argue that the staff "must share a common image of a 

different, more rigorous kind of schooling" (McChesney, 1999, p. 24). The involvement 

of the principal (active support ofthe principal being a key factor) and the presence of a 

team of consultants from the model program to lead the school through the 

implementation process are vital (McChesney, 1999). 

In a move to initiate new research-based whole-school reform models on a large 

scale in a relatively short period of time, private institutions entered education creating 

new ways of running schools and educating children. The origination of New American 

Schools (NAS) in 1991 added impetus to this movement. NAS, a private foundation , 
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spearheaded efforts to improve schools by issuing requests for proposals (RFPs) and by 

selecting a number of whole-school designs for funding. Their design models are 

presently in the scale-up phase around the country (Berends, 1999; Bodilly, 1996; 

Stringfield, Ross, & Smith, 1996). 

This case study investigated planning and implementing the microsociety 

whole-school reform model from the perception of administrators, teachers, and parents. 

The focus was to determine how change strategies fostered implementation of 

microsociety whole-school reform at School M, a public middle school in south Florida. 

Microsociety 

The microsociety whole-school reform design is the model used at the research 

site. Microsociety, Inc. , is a private institution started by George Richmond. The 

microsociety whole-school reform concept seeks ways to make the curriculum more 

relevant to everyday existence. The microsociety design attempts to build a community 

of lifelong learners by emphasizing the use of work settings in learning situations 

(Strickland, 1996). The Lowell Public School system in Massachusetts established a 

microsociety magnet school in 1981 , the first microsociety school in the nation 

(Richmond, 1989). In this model students create and manage business ventures that 

produce goods and services. They also run agencies that handle governmental functions. 

Students spend one class period each day at their jobs. They assume management or 

employee responsibilities in businesses, agencies, and nonprofits. In their work places, 

students apply technology, think critically about authentic crises, prepare and analyze 

budgets, resolve ethical issues, and develop cultural sensitivities. These experiences often 

raise issues such as the fairness of democracy, the rewards of entrepreneurship, cultural 

5 



differences and similarities, the role of law in society, how to humanize institutions, and 

how much tax an individual should pay. When fully implemented, microsociety has six 

strands: technology, economy, academy, citizenship and government, humanities and 

arts, and heart (volunteerism and the ethical aspects of society). Students create a 

legislature that makes laws, develop a court system that administers them, and have 

students who enforce the laws. Students have the opportunity to apply concepts learned in 

the classroom in real situations (Richmond, 1973). 

Statement ofthe Problem 

In recent years, the rapid growth and plethora of whole-school reform designs has 

gone largely unchecked. As of December 2000, there were more than 125 designs in 

operation (Berends, Bodilly & Kirby, 2002). Controversy surrounds research on the 

effectiveness of whole-school reform initiatives conducted primarily by creators and 

associates of the designs. The federal Obey-Porter bipartisan legislation provides 

financial support of up to $50,000 a year for three years to schools that adopt 

whole-school reform models. Yet, the surge to incorporate whole-school reform has 

taken place amidst unanswered questions regarding resource implications (Keltner, 

1998). There has been little analysis of alternative funding sources should federal Obey

Porter dollars be insufficient to meet resource requirements. The question arises whether 

educational policy favoring certain whole-school reform efforts is appropriate given the 

absence of validated research. 

Chaos theory is relevant to the understanding of dilemmas in education, including 

whole-school reform. Chaos theory posits that the universe is full of uncertainty and that 

it is difficult to predict present or future events. Education is an uncertain venture 
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(Lampert, 1985). It is difficult to predict exactly what will happen in a class, and it is 

almost impossible to ascertain the best course of education for a person or a class (Floden 

& Buchmann, 1993 ). Education and teaching is tied to the rest of the universe and is 

vulnerable to the chaos that naturally exists in reality (Gollub & Solomon, 1996). 

Planning and implementing whole-school reform involves addressing perplexing 

situations or problems. Choices between equally undesirable alternatives are sometimes 

required. The tensions caused by uncertain outcomes can be eased if perceived as a 

natural condition, engendering calmness and confidence. Chaos creates the opportunities 

for hope and change by acknowledging that uncertainty is not something to be controlled, 

but understood (Snyder, Acker-Hocevar, & Snyder, 2000). 

Whole-school reform entails a number of perplexing questions during each stage. 

It first must be decided whether whole-school reform should be undertaken at all. 

Second, a choice must be made whether to develop an original school research-based 

model or to purchase a design model from an outside vendor. The attractiveness of using 

an outside vendor is that it saves time and in most cases, provides the ongoing assistance 

of a design team that helps guide implementation along the way. Another decision 

involves selecting the design model best tailored to meet the needs of the school. 

Conversely, the school facility must be able to accommodate any unique needs ofthe 

design itself, such as space. 

Another tough choice involves how to finance the effort. A number of outside 

vendors offer districts assistance in applying for federal funding. However, initial funding 

may not be sufficient to cover costs. 
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Getting teachers, parents, and the community to buy in to whole-school reform is 

another perplexing situation. Because whole-school reform affects all aspects of the 

school ' s environment, concerns may arise regarding organization and governance, the 

professional life of teachers, content and performance expectations, curriculum and 

instructional strategies, and parent and community involvement. The design must align 

with the district ' s accountability systems so that teachers do not have to deviate from the 

designs in order to satisfy state standards. 

Tough choices must be made with regard to scheduling, workload, and 

professional development, to name a few. Furthermore, adoption of whole-school reform 

may exert new pressure on school capacity. Increased student population may result in 

severe overcrowding, as well as the need to alter the staffing patterns. Perhaps the 

greatest challenge for the principal is how to develop a guiding vision and school culture 

that supports the new paradigm of change. Leadership "is a complex balance of 

conflicting forces and tension" (Ackerman & Maslin-Ostrowski, 2002, p. xii). 

Purpose of Study 

The purpose of this case study was to explore the dilemmas of planning and 

implementing whole-school reform in a middle school from the perception of 

administrators, teachers, and parents. The central focus was an in-depth analysis of how 

change strategies fostered implementation of the microsociety whole-school reform at 

School M, a public middle school in south Florida. 
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Research Questions 

The primary research question of this study was: What are the dilemmas of 

planning and implementing whole-school reform in a middle school from the perception 

of administrators, teachers, and parents? The sub questions investigated included: 

1. How does whole-school reform work? 

2. How do administrators, teachers, parents, and community representatives perceive 

whole-school reform? 

3. To what extent is the success of whole-school reform dependent upon the support 

of school faculty, parents and community? 

4. How are dilemmas in planning and implementing whole-school reform handled? 

5. What is the principal's role in whole-school reform? 

6. How does federal and state government affect implementation of whole-school 

reform? 

Significance of Study 

If nothing else, this research is a dialogue, a communicative piece that stimulates 

the placing of ideas, perceptions, and desires of these disparate groups together. It gives 

an opportunity to see these data together in one place. Ultimately, it serves to spark a 

dialogue that engenders further understanding of whole-school reform. 

This study is significant primarily because it attempts to provide a body of 

knowledge from which administrators, teachers, parents, and community representatives 

can gain insight into dilemmas of planning and implementing whole-school reform. The 

potential contribution is to gain greater insight into how school leaders can promote 

continuous improvement and to infom1 policymakers regarding whole-school reform. 
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Conceptual Framework 

Planning and Implementation 

Humanistic theories of adult learning view learning through the frame of the 

human potential for growth (Merriam & Caffarella, 1991 ). Personal and organizational 

interests are negotiated during educational program planning. Adult educators play a 

pivotal role as mediators between learners and the social forces surrounding them. 

Successful program planning depends on the ability to negotiate successful 

collaboration among learners, supervisors, managers, and other stakeholders with a 

vested interest in the educational outcomes (Caffarella, 2002). Enabling teachers to 

assume and carry out leadership roles within the school organization is a tool principals 

can use in planning and implementation. 

Implementation involves a process of mutual adaptation. School staff and 

intermediaries often change their behaviors significantly (Berman & McLaughlin, 1975). 

Mutual adaptation is crucial to serious change. Furthermore, they suggested that 

"innovative projects mutate during implementation-that is, they change over time within 

sites-and, moreover, that they display considerable variability from one institutional 

setting to another" (p. 5). "During adaptation, decision-making authority is dispersed" 

(Pressman & Wildavsky, 1973, p. 208). 

The transition from planning to implementation requires flexibility in adapting to 

changing conditions. Planning and implementing whole-school reform is affected by the 

social-political milieu. 
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Change Theory and Reform 

The process of whole-school reform is complex. The process involves creating a 

school culture that provides a supportive atmosphere where trust is pervasive. In a 

collegial culture continuous learning among staff is valued. Developing a vision for the 

school may initiate the creation of a collaborative culture. 

Full an and Miles (1992) offered a new "paradigm of change. " They suggested 

systems must engage in continuous improvement. Systems must learn to view change as 

a part of everyday reality. 

Change is part of a continuous learning process for educational professionals to 

develop the whole system. Opportunities to reframe, or look at results differently, 

enhances the capacity to continue to change . . Coping is more likely when schools are 

working on a clear, shared vision of where they are heading and when they create 

collaborative groups to tackle problems and to focus energy (Fullan & Miles, 1992). 

In the paradigm of change described in the Fullan and Miles ' Model (1992), 

changing the culture of the institution is crucial. Change entails new ways to address 

problems and find solutions on a continuing basis. Educational systems are learning 

organizations and educators need to understand change (Fullan & Miles, 1992). 

The theories ofFullan and Miles (1992) link with those ofDatnow and Stringfield 

(2000) who advocate systemic supports for school reform. Schools are said to need the 

support and commitment from all other levels for a top-down, bottom-up balance. 

Whole-school reform involves inculcating teachers and principals with systems 

thinking and organizational learning. Kotter (1996), Sarason (1990, 1991, 1996), and 

Senge ( 1990, 2000) focused on the systemic nature of lasting change. Systems thinking is 
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a process through which people learn to understand interdependency and change (Senge, 

2000). Senge argued that continuous school improvement involved learning. 

Kotter contended ( 1996) that organizations should not be satisfied with 

incremental change. Strategies for change often fail in organizations because the changes 

do not alter behavior. The function of leadership is to manage change. 

Sarason (1991) argues that many school reforms had failed because of ineffective 

efforts to alter the culture of the school. Sarason (1990) challenges educators to 

understand that to continue to struggle for power over rather than power with overlooks 

the mutual interest of all parties and will stifle any real progress in education reform. 

Micropolitics 

The processes and outcomes of whole-school reform can be analyzed from a 

micropolitical perspective. Micropolitics in organizations refers to the use of formal and 

informal power by individuals and groups to influence others (Blase, 1991; Blase & 

Anderson, 1995). Political life in schools is complex, unstable, and somewhat 

unpredictable. Processes may be subtle and covert. Relationships between administrators 

and teachers are vulnerable to the complex dynamics of conflict and cooperation. 

External factors influence the micropolitics of schools. Educational policy affects 

interpersonal processes. Collaboration fosters synergy for change. Partnership cultures 

develop as role groups and relationships are redefined. 

Structure, Culture and Power 

Whole-school reform involves altering conventional practices of power over and 

embracing systems of power with. These reforms echo cultural norms apparent in 

organizational structures. Systems of power with reflect an organizational culture that 
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values continuous learning, enhancing capacity to solve problems and respond to internal 

and external pressures and to adapt to new information and conditions. Bennett's (2003) 

three-dimensional model of schools as organizations visualizes the interdependency of 

power, structure and culture in organizational operation (Harris & Bennett, 2001). It 

provides a systemic action framework for the survival and growth of schools through 

collegiality and collaboration. 

Definitions 

The following are definitions of terms used in this research project: 

School context: Environment in which the school operates that includes two 

dimensions: 1) the ecology of the school, which includes resources, policies and rules, 

size of school, and physical arrangement of school; and 2) the culture of the school, 

which includes attitudes, beliefs, school norms, and relationships within the school and 

between the school and community. 

Comprehensive School Reform (CSR): An approach to school improvement where 

entire schools are redesigned and revitalized with a focus on enhanced teaching and 

learning. The key is the word comprehensive; the school reform plans are not piecemeal 

but integrate all factors that influence teaching and learning. CSR is·synonymous with 

whole-school reform. 

Professional Learning Community (PLC): An organizational arrangement in a 

school where teachers and administrators establish collegial relationships to continuously 

seek and share learning in order to enhance their effectiveness as professionals. In a PLC, 

the principal shares leadership and thus power and authority, through inviting staff input 

in decision making. Effective PLCs have a shared vision that is developed from the 
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staff's commitment to students' learning and provide coaching, support, assistance, and 

feedback for teachers. 

School culture: The culture of the school is what people believe, the assumptions 

they make about how schools work, and what they consider to be real (Sergiovanni , 

1996). Culture is a dimension of the school context. 

Whole-school reform: Assorted school design model approaches, each with a 

particular philosophy and change theory. This integrated reform process is based on the 

concept that the way to improve school performance is to align all elements of a school's 

environment, with a central, guiding vision (Keltner, 1998). Whole-school reform is 

synonymous with comprehensive school reform. 

Microsociety: A whole-school reform design where students collaborate to build a 

miniature community in the school and establish a center of commerce and governance in 

which every child participates (Richmond, 1973). 

Limitations 

Perhaps the greatest limitation of this study is that it was conducted by an itinerant 

member of the school's support staff Because this researcher was based at the district 

office, faculty and staff may not have been entirely truthful. In addition, students were 

not interviewed. Also, it must be remembered, that only one Florida school in this one 

district participated in the study. Therefore, the generalizibility of the findings were 

limited to schools of similar composition and situation. 

Delimitations 

This study is narrowed in scope. This case study restricted its population and data 

gathering to one Florida middle school population. The findings were limited to the data 
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collected during the period of the study and the particular group of participants. 

Researcher Background 

The investigator has been the school's social worker since it opened three years 

ago. The investigator believed that the microsociety whole-school reform would raise 

student achievement. In addition, the investigator had the preconception that the high 

stakes testing environment prompts reductions in the quality and quantity of what is 

taught. Furthermore, as a member of the support staff, I presumed I would have had 

access to administrators, teachers, and parents in a way that the average researcher may 

not. Moreover, I had anticipated that my entry into the field to conduct interviews and 

observations would not have been met with resistance. 

Overview of Methodology 

A qualitative case study approach was used. This required the participation of 

administrators, teachers, and parents from one of south Florida's public middle schools. 

Data collection included interviews, observations, and document analysis. 

Summary 

This dissertation tells the story of one middle school embracing whole-school 

reform to improve student achievement. Instruction, curriculum, governance, professional 

development, parental and community involvement were examined in detail from the 

perspectives of participants. This single case study examined the process in depth through 

which people learn to understand change in education. 

Chapter Two provides an extensive review of the literature on the topic. Chapter 

Three presents the methodology that was undertaken. Chapter Four presents the findings. 

Chapter Five arrives at conclusions and makes recommendations. 
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Chapter 2 

Review of the Literature 

The focus of the study was on the dilemmas of planning and implementing 

whole-school reform. The first section of the literature review will provide the history of 

whole-school reform. The second section will explore the outcomes of a select group of 

schools using whole-school reform designs. A detailed discussion of teacher role, 

principal leadership, school context, resources, and federal and state contextual factors 

will be discussed within the context of change theory and reform in the third section. A 

discussion of planning and implementation will be outlined in the fourth section. Finally, 

the chapter will conclude with a summary. 

Evolution of Whole School Reform 

In 1983, A Nation At Risk (National Commission on Excellence in Education) 

criticized America's educational performance. The Commission recommended 

strengthening graduation requirements, adopting higher and measurable standards for 

academic performance, increasing the amount of time students spend engaged in 

l~aming, and strengthening the teaching profession through enhanced preparation and 

professional growth. The whole-school reform movement is a response to A Nation at 

Risk. At that time, educators viewed reform as a singular event that would solve the 

problem. Nineteen years later, reform has become a permanent fixture on the educational 

landscape. 
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The essence of reform has also evolved, from top-down mandates to site-based 

innovation, and from piecemeal programs to systemic restructuring. The movement 

began with a vision of greater rigor in traditional schooling. It now embraces a host of 

metamorphic ideas, including schools as learning communities, the crucial role of 

professional development, parent involvement, and change as a developmental process 

(Saban, 1997). 

Increasingly, school critics have called for systemic reform--changing the whole 

system simultaneously. In the last decade, comprehensive whole-school reform has been 

a major reform strategy bolstered by passage of the Comprehensive School Reform 

Demonstration Project by Congress in 1998, which appropriated $150 million to 

implement whole-school reforms. These funds enabled almost 3,000 schools to "receive 

awards of at least $50,000 each to implement whole-school models or to develop their 

own research-based reforms aimed at helping all children meet challenging state 

standards" (McChesney, 1999). 

The legislation is focused on Title I schools and defines characteristics of 

comprehensive school reform. Comprehensive school reform designs set high standards 

for all students rather than for particular groups. All core academic subject areas, 

instruction, and school organization are addressed. Designs include a demonstrated 

research base to support best practices. To be considered "research-based," a program 

needs to demonstrate the theoretical foundation for the program, improvements in student 

achievement, effective implementation, and replicability (Comprehensive School Reform 

Program Office, 2002). 
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On January 8, 2002, President Bush signed into law the reauthorization of the 

Elementary and Secondary Education Act (ESEA), The No Child Left Behind Act of2001 

(U.S. Department of Education, 2002). The ESEA authorized the Comprehensive School 

Reform (CSR) Program. The goal of CSR is that all children meet state academic content 

and achievement standards. In Fiscal Year 2002, appropriations provided funding of $310 

million in support of the CSR Program. Grantees must meet two additional requirements. 

One component mandates that the school's comprehensive design provides support for 

teachers, administrators, and other staff. The other new requirement is that the school ' s 

reform design must result in major improvements in academic achievement. 

Comprehensive school reform models are subjected to ongoing evaluation by 

independent organizations. The comprehensive school reform design is supposed to have 

a common focus on goals reflected in the shared vision of school faculty and community. 

This organizing framework shapes and directs the school's reform efforts. Continuous 

professional development aimed at improving student achievement for teachers is another 

defining characteristic. Comprehensive designs align human, financial , and technological 

resources across grades and subject areas. Comprehensive designs are also expected to 

engage parent and community involvement. However, evaluation mechanisms and 

federal policies for expectancies, standards, and procedures for conducting evaluations 

are not clear (Ross, Alberg, & Nunnery, 1999). 

Outcomes of Schools Using Whole-School Reform Designs 

The literature on whole-school reform reflects various perspectives and 

contradictory research findings regarding outcomes. The dialogue among dissenting 

voices is somewhat harsh at times. The need for school reform is generally taken for 
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granted; however, there are trepidations about current trends. Some voices express the 

fear that reform will be driven by conformity to policy mandates rather than the 

educational needs of children. The concern is that this would narrow, rather than broaden, 

the range of educational opportunities (Goodlad, 1999). In addition, some voices have 

expressed concern that the current reform movement contains inherent contradictions. 

Conley (1997), for instance, believes increased professionalism for teachers may clash 

with greater community involvement. He also argued that constructivist philosophies of 

teaching that seek to empower students may conflict with adherence to predetermined 

standards. Such contradictions may ultimately be resolved, but they also suggest that the 

whole-school reform movement may never be able to accomplish everything that 

reformers intend. 

Evidence on the effectiveness of whole-school reform models is scanty. The 

American Institutes of Research (AIR) rated 24 models and found only 3 that had 

demonstrated, through rigorous scientific studies, a strong positive impact on student 

learning (American Institutes of Research, 1999). For the other 21, the evidence was not 

so much negative as simply lacking. However, developers of programs that were rated 

poorly contend that their programs were too new to have generated sufficient data. 

The AIR report ( 1999) included recommendations for schools considering whole

school reform: (a) schools should identify their needs and consider alternative designs, 

(b) schools should question developers as well as schools that are using the approaches, 

(c) site visits should be made, (d) the developer' s requirements should be matched with 

available resources, (e) and the decision should be put to a vote (pp. 22-23). 

Evaluation results of Accelerated Schools are varied. Accelerated Schools, 
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developed by Henry Levin ( 1991) was implemented in more than 1,000 elementary and 

middle schools in 39 states. The 1998 study by the Manpower Demonstration Research 

Corporation (MDRC) was one of the first independent evaluations of a major school 

reform, and as such, was able to provide an impartial assessment of the Accelerated 

Schools approach (Bloom, Ham, Melton, & O'Brien, 2001). The study found that the 

Accelerated Schools model improved the academic achievement of students in the eight 

elementary schools studied. 

Evaluation results of Co-nect Schools are mixed (Goldberg & Morrison, 2003). 

The national study found higher gains in Co-nect schools than comparison schools 

(Russel & Robinson, 2000). A study ofMemphis Co-nect schools found stronger 

achievement gains on the Tennessee Comprehensive Assessment System (TCAS). Co

nect Cincinnati Public Schools showed significant improvement in student performance 

that exceeded district changes (Lewis & Bartz, 1999). 

Co-nect schools in Florida achieved higher gains compared to the state as a whole 

(Russel & Robinson, 2000). In reading, the percentage of fourth-grade students in 

Co-nect schools scoring at the proficient level or higher increased from 44% in 1999 to 

64% in 2001. Over the same period, the average score statewide increased from 52% to 

61%. In mathematics, scores in Co-nect schools increased from 42% to 67%, again 

considerably greater than the statewide increase. 

Evaluation results of Expeditionary Learning/Outward Bound are mixed (Farrell, 

2003). A three-year study of 10 schools in 5 cities found meaningful increases in reading 

and math standardized test scores (Weinbaum & Gregory, 1996). The sample consisted of 

four elementary schools, one middle school , one K -8, one 6-12, one K -12, one regional 
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vocational center, and one alternative high school. Thus far, Expeditionary Learning 

schools in Boston, Dubuque, and New York City have shown "significant increases over 

time on standardized test scores" (Slavin & Fashola, 1998b, p. 30). 

The Modern Red Schoolhouse (MRSH) emphasizes core academic subjects 

(Sterbin, 2001 ). Evaluations by the RAND Institute and the San Antonio school district 

staff found the majority ofMRSH schools made greater progress in reading than the 

district. Nearly all schools were Title 1 schools. Most of them began their work with 

MRSH as low-performing schools. Nearly all of the students attending the schools were 

minority students, mostly African American (Peevely & Henson, 2002). 

Evaluation results of independent studies of the ATLAS Communities are mixed. 

Studies showed that standardized test scores have increased in all pathways that have 

worked with the ATLAS framework for 3 years or more. In Prince George's County, 

Maryland, for example, elementary reading scores on the CTBS test rose an average of 

13% in 2 years. In Norfolk, Virginia, there was a 15% increase on the Test of 

Achievement Proficiency for research, writing, and science in the 11th grade (Bodilly, 

1996). 

Performance-based, statewide assessments also show strong gains. In Gorham, 

Maine, the fourth-grade scores on the state assessment were the highest in the district's 

history. In Prince George's County, Maryland, there has been marked improvement in 

middle school math, language, science, and social studies scores on the state assessment. 

Evaluation results of Success for All are mixed (Ross & Grehan, 2001). A study 

examined the educational outcomes of a whole-school reform effort based on the Success 

for All (SF A) model targeting chronically low-performing schools in the Miami-Dade 
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County Public Schools, which began in 1995. The objective was to improve reading 

achievement in 51 Title !-funded elementary schools. Forty-four schools had been 

designated "critically low" by the Florida Department of Education based on school 

performance during the 1993-94 and 1994-95 school years. The study covered the period 

from the first year of implementation (1996-97) and the following 4 years. The study 

found that student achievement was not substantially improved. The intense 

reorganization and retraining required for implementation was not justified. The study 

identified the maintenance of the specific Success for All strategies over several years as 

a weakness (Levitt, 2000; Levitt & Urdegar, 2001). 

Pogrow (2002) argued that there were no effects from Success for All, New 

American Schools (NAS), or any other schoolwide reform. He found that comprehensive 

school models had failed to raise test scores. The study of Miami-Dade County confirmed 

that Success for All produced no additional success. Of the 22 schools using Success for 

All in the Columbus, Ohio, School District, Pogrow argued 17 saw their passing rates for 

the state reading test drop an average of 5.2 percentage points. 

In Cincinnati, SF A schools made no significant gains when compared to the 

district average. A study in Mississippi about the effectiveness of SF A at the kindergarten 

level found that the literacy skills of one-third of the SF A kindergarten students had 

declined. In Memphis, test scores had declined in reading in Grade 3 through 5 in SF A 

schools. The Tennessee Value-Added Assessment System (TVAAS) gains in Memphis 

SF A schools were actually below average in reading for Grades 3 through 5, and that 24 

ofthe 77 lowest-achieving elementary schools in Tennessee were Memphis SFA schools 
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(Ross, Sanders, Stringfield, Wang, & Wright, 1999). The initial gap in Memphis schools 

between SF A schools and other model schools was 14 points. 

The Houston and San Antonio, Texas, School Districts had adopted SF A in about 

78 primarily high-poverty schools during the period covered by the SF AF study and in 

another 21 the following year. A 1999 internal study of the effectiveness of SF A in the 

district concluded that the SF A students had a significantly lower passing rate on the 

Texas Assessment of Academic Skills (T AAS) than students in the comparison schools 

(Cadena, 2000). 

A San Antonio Independent School District study of schools implementing SF A 

and other NAS models concluded that SF A was among the lower-performing NAS 

models. Po grow (2002) argued that there was no evidence that SF A gets students 

anywhere near reading at grade level by third grade, or that it is especially effective in 

Grades K through 2, or that it produces relative progress after first grade. He called SF A 

a failure. 

T AAS data for Houston compared gains made by Houston SF A schools, by all 

Houston schools, and by the state as a whole. Slavin (2002) argued that SF A schools 

gained more than both comparison groups (Hurley, Chamberlain, Slavin, & Maden 

2001 ). Slavin contradicted Pogrow' s (2002) explanation of SF A's departure from 

Memphis, Miami, and Baltimore. He asserted that in all these school districts, new 

superintendents had halted reform efforts introduced by their predecessors. Slavin stated 

that Baltimore's evaluation confirmed that SFA students were gaining more than control 

students. He cited a follow-up study that found that in eighth grade, students who had 

been in the SF A schools were reading significantly better than those who had been in the 
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matched control schools. A recent evaluation of schools in Miami found strong positive 

impacts of SF A schools on state tests. 

Evaluation results of Roots and Wings are mixed. Roots and Wings is a 

whole-school reform design for elementary schools similar to Success for All with the 

addition of innovative programs in mathematics (Math Wings), social studies, and 

science (WorldLab) in the second year of implementation (Slavin & Fashola, 1998b ). 

Math Wings uses cooperative learning, games, discovery, creative problem solving, 

calculators, and manipulatives extensively. In WorldLab, students take on the roles of 

various people in history and engage in simulations and group investigations in social 

studies and science. 

In southern Maryland, Roots and Wings was studied in four Title I schools 

(Slavin & Madden, 2000). The study compared growth over time on the Maryland School 

Performance Assessment Program (MSP AP) with growth in the state as a whole. Roots 

and Wings students in third and fifth grade assessments in all subjects tested showed 

substantial growth. The percentage of students scoring at the satisfactory or excellent 

levels increased substantially, more than the average for all Maryland schools on every 

measure. Studies of Math Wings in San Antonio, Miami, and Palm Beach County, 

Florida, have also found strong positive effects. 

Another early pilot site for Math Wings was Lincoln Elementary School in West 

Palm Beach, Florida (Madden, Slavin, Karweit, Dolan, & Wasik, 1993). Lincoln began 

implementation of Success for All in 1993-94, and began its Math Wings pilot in 

1996-97. Lincoln was one of the most impoverished schools in its district; I 00% of its 

students were African American, and more than 90% qualified for free lunch. 
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Results indicated substantial gains in Grades 4 and 5, a gain of27 percentile 

points in Grade 4, and 21 percentage points in Grade 5. These gains put this 

impoverished school nearly at grade level (46th percentile) and ahead ofthe district's own 

math-science-technology magnet school. 

Evaluation results of The Edison Project for whole-school reform are mixed 

(Gomez & Shay, 2001a). On December 13, 1995, the Miami-Dade County School Board 

approved a 5-year contract with The Edison Project (now Edison Schools Inc.) to manage 

the Henry E.S. Reeves Elementary School through the 2000-01 school year. The 

evaluation encompassed the initial 4 years of operation. The program failed to raise 

student academic achievement. The outcome of the evaluation was not encouraging. 

Researchers acknowledged the study of one school in an economically depressed area 

had limited generalizability. While there was no determination as to the efficacy of the 

Edison model, the study did, however, recommend that careful consideration be given 

before committing additional resources to the Edison model (Gomez & Shay, 2001 b). 

First-year evaluation of reading performance in Grades K through 2 in schools in 

Wichita, Kansas, and Mt. Clemens, Michigan, were promising. In Wichita, Edison 

kindergartners averaged .26 grade-equivalents higher across four measures (ES = +.68) 

compared to matched children in control groups; the differences for first graders averaged 

.23 grade equivalents (ES = +.37). Second-grade differences were nonsignificant (Slavin 

& Fashola, 1998b ). In Fall of 1997, the Edison design was used in 15 elementary schools, 

8 middle schools, and I high school. 

Evaluation results of the School Development Program are varied (Haynes, 

Emmons, Gebreyesus, & Ben-A vie, 1996). The School Development Program (SDP) is a 
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whole-school reform model used in elementary and middle schools (Comer, Ben-A vie, 

Haynes, & Joyner, 1999). As of 1998, SDP was used in 565 schools in 22 states. A 

14- year longitudinal evaluation of the first two SDP schools in New Haven, Connecticut, 

found marked improvements in student performance on standardized tests (Noblit, 

Malloy, & Malloy, 2000). 

Comer' s School Development Program (SDP) was evaluated in different cities 

(Malloy & Rayle, 2001 ). A study of SDP in Chicago looked at how well the program was 

implemented there, how it affected school climate, student outcomes, and why it had the 

effects it did (Payne & Diamond, 2003). The study used fifth through eighth grade 

students in 10 inner-city Chicago schools over 4 years and contrasted them with 9 

randomly selected no-treatment comparison schools. Student and teacher perceptions of 

the school ' s academic climate had improved relative to the control schools by the last two 

study years (Cook, Habib, Phillips, Settersten, Shagle, & Degirmencioglu, 1999). Comer 

schools gained three more percentile points in reading and math than the controls. While 

Comer' s research staff generated data based claims of program effectiveness, Cook and 

colleagues disagreed. Independent researchers concluded these findings were not proven. 

Results from a prior independent study of program effectiveness in 23 middle 

schools in Prince George's County, Maryland (Cook eta!. , 1999) found that the program 

was not implemented very well in this one county. There was no effect on school climate 

or students' mental health, social behavior, or school performance. It was recommended 

that results of the Comer programs be synthesized across several school districts that 

implement the program with different priorities and practices (Cook, Murphy, & Hunt, 

2000). 
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Evaluation results of Consistency Management and Cooperative Discipline are 

mixed. Consistency Management and Cooperative Discipline (CMCD) is a whole-school 

reform designed to improve discipline in inner-city schools in all grades (Freiberg, Stein, 

& Huang, 1995). As of 1998, CMCD existed in 25 schools in three Texas districts plus 

schools in Chicago and Norfolk. Evaluations in Houston inner-city schools with a 

majority of African American and Latino students followed five CMCD and five matched 

control schools over a 5-year period. The study found significant positive effects on 

standardized achievement tests, especially for students who had stayed in the program for 

6 years (Freiberg, 1996). 

There are barriers to successful evaluation. The most common problem is that 

teachers lack the time to participate in evaluation (Yap, 1999). Some districts lack the 

resources to conduct an evaluation. In addition, studies that evaluate effectiveness of 

whole-school reform evoke fear. Trepidations are that the data may be used against their 

schools to expose inadequacies and jeopardize funding. Herein lies the dilemma. 

Although these studies evoke fear, schools are required to evaluate their whole-school 

reform model in order to renew CSRD program funding. 

The aforementioned studies of whole-school reform initiatives are linked to each 

other. They have strengths and weaknesses. For the most part, the evaluations rely on the 

same assessments used to assess students against state standards. In Florida, for example, 

the purpose of the Florida Comprehensive Assessment Test (FCAT) is to assess student 

achievement of the Sunshine State Standards' (SSS) benchmarks in reading, writing, and 

mathematics. The FCAT also includes nom1-referenced tests (NRT) in reading 

comprehension and mathematics problem solving. This allows comparison of the 
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performance of Florida students with students across the nation (Florida Department of 

Education, 2002). Thus, the program evaluations based on standardized test scores are 

narrow in scope. They minimize the evidence of learning through discussions, writing, 

shared projects, extensive research, and other pursuits that engage students in dialogue 

with other students and with those in the community beyond the school. Additionally, 

some argue that state-mandated testing forces reductions in the quality and the quantity of 

what is taught in schools (McNeil, 2002). Moreover, the studies reflect a rise in the 

privatization of education. Seen as a vehicle for school reform through contracts for the 

provision of services, private firms are having an impact on public education (Gomez & 

Shay, 2001 b). 

Change Theory and Reform 

The process of whole-school reform is complex (e.g., Datnow & Stringfield, 

2000; Fullan & Miles, 1992; Kirby, Berends, & Naftel, 2001; Miles, 1980, 1992); 

therefore, creating a context that supports change is critical. The process involves 

creating a school culture that provides a supportive atmosphere where trust is pervasive. 

In a collegial culture teachers are free to discuss problems and practice, and continuous 

learning among staff is valued. Developing a vision for the school may initiate the 

creation of a collaborative culture. 

A good principal does not create a vision by himself (Fullan, 1992). He or she 

must build a vision with other participants and stakeholders in the school organization. 

Fullan (1992) referred to shared vision as common ground that compels all involved. 

Fullan and Miles (1992) offered a new "paradigm of change." Rather than 

developing a new strategy for each change, they suggested educational systems must 
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engage in continuous improvement. Instead of seeing change as distinct from other 

events within a system, organizations must learn to view change as a part of everyday 

reality. The focus of educational change used to be the management and implementation 

of single innovations. Based on the research of the past 20 years, the emphasis has shifted 

from one teacher, one classroom, to developing systemic capacity for change (Fullan & 

Miles, 1992). In this framework, change is part of a continuous learning process for 

educational professionals. Change efforts offer opportunities for different kinds of 

interactions that contribute to a kind of organizational learning that develops the whole 

system (Wasley, Hampel, & Clark, 1997). 

"Change is ajourney" (Fullan & Miles, 1992, p. 749). Implementation involves 

diverting from the plan and changing what is being done. This diversion is an 

opportunity. Collaborative work provides a problem-coping focus, and also the support to 

make the risk taking more rewarding ( 1992). 

Change can sometimes be systemic (Fullan & Miles, 1992). According to Fullan 

and Miles change projects initiated to solve one problem should look at the relationship 

of that problem to other issues in the school or the overlap of personnel and resources that 

will be a part of all that the school does. A larger vision for the school or system puts 

change in perspective regarding where the school or system is going and how resources 

can be shared to get it there. Major reforms in complex systems such as schools, need to 

build structures and capabilities at all levels (1992). 

Fullan and Miles (1992) argue that reform opens up opportunities for different 

kinds of learning and different ways of accomplishing a desired effect (Fullan & Miles, 

1992). Change is a learning process that opens the door to opportunities to reframe, or 
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look at results differently. Finding solutions to unexpected problems enhances the 

capacity to continue to do so (1992). Coping is more likely when schools are working on 

a clear, shared vision of where they are heading and when they create collaborative 

groups to tackle problems and focus energy (1992). 

Change is insatiable when it comes to resources (Fullan & Miles, 1992). People, 

money, supplies, facilities, and time are needed. Fullan and Miles contend that the more 

linkages, relationships, and networks that can be developed between parts of the system, 

the more likely the management of problems will be effective. 

The school is the center of change (Fullan & Miles, 1992). The focus on 

classroom practice makes change meaningful to teachers. The school's vision and 

collaborative work puts the change in action; the qualities of the change which address 

real classroom issues give momentum to that action (1992) . Schools need the support and 

commitment from other levels for a top-down, bottom-up balance; however, change has 

to happen in the one place where the most work must take place (1992). 

In the paradigm of change described in the Full an and Miles Model ( 1992), 

changing the culture of the institution is crucial. Change entails new ways to address 

problems and find solutions on a continuing basis. This is an issue of constant learning 

for all, not a one-time implementation effort. Collaborative work in the change process is 

vital. This work institutionalizes the interaction between different levels and participants 

in the system. The work addresses both global and specific concerns. All elements of the 

system are respected for what they can contribute, not for what they conventionally are. 

Fullan and Miles ( 1992) argue new ways of interacting in organizational settings 

need to be developed for change to be effective. Any innovation can serve as a starting 
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point. Making change work requires a new mind-set and a different style. Change is a 

constant and "wishful thinking and legislation have a poor track record for social 

betterment" (Fullan & Miles, 1992, p. 752). Understanding the factors that influence the 

success and failure of change opens the door to a fresh approach for improving schools 

(1992). Educators need to understand change (Fullan & Miles, 1992). They claim there 

are seven reasons why change fails: (a) faulty maps of change, (b) complexity of 

problems that arise in the process, (c) symbols over substance, (d) impatience and 

superficial solutions, (e) misunderstanding resistance, (f) attrition of pockets of success, 

(g) and misuse of knowledge about the change process ( 1992). 

Schools need the support and commitment from other levels for a top-down, 

bottom-up balance. According to Kirby, Berends, and Naftel (2001), whole-school 

reform involves the interaction of a variety of factors, including teacher attitudes and 

perceptions, school context, district context, federal and state context and community 

context. 

Kotter ( 1996), Sarason (1990, 1991, 1996), and Senge (1990, 2000) focused on 

the systemic nature of lasting change. What follows is a description of their ideologies. 

Senge (1990), for example, posited five disciplines or sets of practices that can be of help 

for dealing with the dilemmas and tensions of change in education. Personal mastery is 

the practice of developing one's personal vision of what that person wants to develop in 

her life. Comparing this vision to current reality creates a tension which spurs the desire 

to make changes to achieve the vision. Mental modes deal with reflection and inquiry, 

developing an awareness of the attitudes and perceptions of oneself and those around the 

individual. Senge (1990) argued that it was critical for a learning school to develop the 
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capability to talk safely and productively about dangerous and discomfiting subjects. 

Shared vision focuses on developing a mutual purpose. Teachers, administrators, and 

staff can learn to develop a sense of commitment in a group by developing shared images 

of the future they want to create and the principles and guiding practices to achieve it. A 

school that aims to live by learning needs a common shared vision process. Team 

learning deals with group interaction involving dialogue and skillful discussion. Through 

this process, people transform their collective thinking, learning to mobilize their energy 

to achieve common goals. 

Systems thinking is a process through which people learn to understand 

interdependency and change (Senge, 2000). Senge argued that continuous school 

improvement involved learning. He contended that it would help public schools to think 

of themselves as innovative businesses in applying competition, the profit motive, and 

increasing shareholder value in improving schools. Senge advocated indoctrinating 

teachers and principals with systems thinking and organizational learning. Schools that 

teach must also be learning organizations, which, surprisingly, they are not. Senge 

reasoned: 

It is becoming clear that schools can be re-created, made vital , and sustainably 
renewed ... by taking a learning orientation. This means involving everyone in 
the system, in expressing their aspirations, building their awareness, and 
developing their capabilities together. In a school that learns, people who 
traditionally may have been suspicious of one another, parents and teachers, 
educators and local business people, administrators and union members, people 
inside and outside the school walls, students and adults, recognize their common 
stake in the future of the school system and the things they can learn from one 
another (p. 5). 
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Kotter (1996), proposed an eight-stage process for achieving successful change. 

Those steps included: (a) establishing a sense ofurgency, (b) creating a guiding coalition, 

(c) developing a vision and strategy, (d) communicating the change vision, 

(e) empowering employees for broad-based action, (f) generating short-term wins, 

(g) consolidating gains and producing more change, and (h) anchoring new approaches in 

the culture. 

Kotter (1996) contended that organizations should not be satisfied with 

incremental change. Strategies for change often fail in organizations because the changes 

do not alter behavior. Setting direction and aligning and motivating people to action are 

involved in the process of educational leadership. The function of leadership is change. 

There is pessimism regarding change and the future of public education. Sarason 

( 1991) argues that many school reforms failed because of ineffective efforts to alter the 

culture of the school. He predicted failure of school reform efforts if strategies and tactics 

for change were not modified. Sarason contends that the school culture that shapes the 

assumptions and beliefs of the people in schools must be altered. Sarason (1990) 

challenges educators to understand that to continue to struggle for power over rather than 

power with overlooks the mutual interest of all parties that will stifle any real progress in 

education reform. 

Traditional structures and defensive postures of various groups are barriers to true 

reform. Sarason emphasizes the importance of teacher learning and questions the 

relevance of what children are required to learn in the classroom versus their interests in 

the outside world. Sarason (1996) posits the crisis he foresaw 25 years earlier has arrived. 

He contends that reform efforts are intent on the dismantling of the public school system. 
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Sarason focuses on the purposes of schooling. He argues that these purposes could be 

affected by change and the process by which educators and administrators formulate 

intended outcomes of their change efforts. 

Teacher Role 

Full an (200 1) believes that the psychological state of the teacher could be 

predisposed toward considering and acting on improvements. Personality, previous 

experience, and stage of career affect the sense of efficacy, influencing their actions and 

diligence in achieving successful implementation (Evans, 1996). "Huberman (1988), 

Hopkins (1990), McKibbin and Joyce (1980), and others have found that the 

psychological state of a teacher can be more or less predisposed toward considering and 

acting on improvements" (Full an, 2001, p. 77). 

Fullan ( 1991) contends that the quality of working relationships among teachers 

affects implementation. According to Rosenholtz (1989), "Collegiality, open 

communication, trust, support and help, learning on the job, getting results, and job 

satisfaction and morale are related" (p. 67). Rosenholtz referred to "learning enriched" 

schools as having powerful models of work environments that stimulate continuous 

improvements (p. 70). 

Planning and Implementation 

Whole-school reform implementation and outcomes are affected by interrelated 

factors not accounted for in the design model. School context, district context, school 

capacity, selection process, design and design-based assistance, and other factors affect 

implementation progress and performance (Bodilly, 1998). 
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According to McLaughlin's (1990) theory of planning and implementation, 

successful implementation often depends on the following: support of district leadership, 

funding to begin the process, effective communication with all stakeholders and 

implementers regarding goals of reform, specific assistance in the form of teacher 

training, stakeholder support and empowerment to make decisions regarding reform 

effort, and material for projects developed on the local level. 

Changes in political interest and support of leaders in office, competing policy 

issues, and funding impact the process of implementation. Total implementation is often 

only obvious after several stages (Mazmanian & Sabatier, 1989; Yin, 1979). This was 

echoed by Datnow and Stringfield (2000): 

Reform adoption, implementation, and sustainability, and school change more 
generally, are not processes that result from individuals or institutions acting 
in isolation from one another. Rather, they are the result ofthe interrelations 
between and across groups in different contexts, at various points in time. In this 
way, forces at the state and district levels, at the design team level, and at the 
school and classroom levels shape the way in which reforms fail or succeed (p. 
199). 

Teacher Role in Whole-School Reform 

Prior education and training, experience as practitioners, and cultural background 

and tastes affect teacher engagement in whole-school design activities (Berends, 2002). 

In a study of several restructured schools, Muncey and McQuillan ( 1996) found that most 

of the teachers saw neither the need for change nor the desirability of change. There was 

little agreement that restructuring was necessary even in schools with poor attendance, 

high dropout and failure rates, and low test scores. 

Teachers are the "street-level bureaucrats" at the core of educational change 

(Weatherly & Lipsky, 1977) and as Fullan (1991) stated, educational change depends on 
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"what teachers do and think-it's as simple and as complex as that" (p. 117). Teaching 

capability affects the school's capacity for change (Berman & McLaughlin, 1975; Fullan, 

2001 ). Researchers stress the impact of teacher working relationships. Collegiality, open 

communication, trust, support, learning on the job, and morale affect what teachers think 

(Fullan, 1999; Rosenholtz, 1989). Professional learning communities "are built as 

teachers, unpacking the baggage of years of unexamined attitudes, beliefs, and practices, 

come to trust one another enough to participate in group discussions" (Lieberman, 1995, 

p. 573). Professional learning has to "become part of the expectations for teachers' roles 

and form an integral part of the culture of the school" (Lieberman, p. 574). 

The views of Darling-Hammond (1988; 1995) and McLaughlin and Talbert 

(1993) support this process of professional learning. McLaughlin and Talbert contended: 

The success of this agenda ultimately turns on teachers' success in accomplishing 
the serious and difficult tasks of learning the skills and perspectives assumed by 
new visions of practice and unlearning the practices and beliefs about students 
and instruction that have dominated their professional lives to date. Yet few 
occasions and little support for such professional development exist in teachers' 
environments (p. 597). 

A departure from the traditional top-down method of teachers acquiring new 

knowledge and skills, "Professional development today also means providing occasions 

for teachers to reflect critically on their practice and to fashion new knowledge and 

beliefs about content, pedagogy and learners" (McLaughlin & Talbert, 1993, p. 607). 

Fullan's theory of educational change focuses on the importance of working 

relationships among teachers during implementation of change: collegiality, open 

communication, trust, support, learning on the job, and morale are intertwined (Fullan, 

2001; Rosenholtz, 1989). Evidence suggested a strong link between professional learning 
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community, teacher learning, and student performance (Kirby, Berends, Naftel, 2001; 

Newmann & Wehlage, 1995). 

Teacher perceptions of principal leadership affect implementation. Kirby, 

Berends, and Naftel, (2001) focused on trends in implementation in a longitudinal sample 

ofNew American Schools that had began its efforts for whole-school reform in 1991. 

The schools in the study were in the scale-up phase in which the designs were being 

widely implemented across the nation. "Principal leadership was the single most 

important predictor in the models, both at the teacher level and the school level" (Kirby, 

Berends, & Naftel, 2001, p. xvi). Much higher levels of implementation were reported in 

schools in which teachers reported strong principal leadership. 

"Teacher perceptions of students and their readiness to learn were all significantly 

related to level of implementation" (Kirby, Berends, & Naftel, 2001, p. xvi). This 

supports other literature regarding the importance ofteachers' sense of efficacy in 

implementation (Fullan, 1991 ; Hargreaves, 1998). 

Principal Leadership in Whole-School Reform 

The purpose of this portion of the literature review is to explore the role of 

principal leadership in the context of whole-school reform. Principal leadership affects 

the level of implementation and success of comprehensive school reform models 

(Berends, Bodilly, & Kirby, 2002; Murphy & Datnow, 2003). 

Principals bring the model design to the school. As gatekeepers they grant or 

block entry of whole-school reform (Hall & Placier, 2003). Principals can enhance or 

prevent a selection process. There is a link between the principal ' s activities and staff 

acceptance of a reform. Successful implementation is feasible when principals act as 
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facilitators of change and have a personal commitment to the effort (Finnan & Meza, 

2003). 

As a facilitative leader the principal makes it possible for the school to move 

forward in the reform process by guiding and supporting faculty and staff. Furthermore, 

the principal institutes policies and procedures which help them move through the 

process and meet the needs of all students. The principal's active and ongoing support of 

whole-school reform is critical once the model design is adopted. The principal is in a 

unique position to establish professional learning communities, helping staff succeed in 

their collective efforts (Moller & Katzenmeyer, 1996). Successful whole-school reform is 

built on a foundation of trust. 

The principal brings teacher leadership to life (Kilgore & Jones, 2003). Through 

the support of distributed leadership the principal promotes the capacity, coherence, and 

ownership needed to sustain deeper reform (Donaldson, 2001 ). Principals address the 

resources necessary to fuel whole-school reform (Kilgore & Jones, 2003). They mediate 

between expectations of model designs and external interference (Smylie, Wenzel, & 

Fendt, 2003). 

Principals are the guardian of the vision (Berends, Bodilly, & Kirby, 2002). They 

defend whole-school reform from adversity inside the school and from external forces 

(Datnow & Castellano, 2003). Deal and Peterson argued that principals should work to 

develop shared visions of what the school should be. They should hire staff compatible 

with the vision, face conflict rather than avoid it, and use storytelling as a way to 

illustrate shared values. Promoting staff stability and diminishing work demands that 

compete with core activities are several ways the principal promotes coherence. 
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Fullan (2001) acknowledged the crucial role of the principal in changing the 

culture and the structure of the school. Principals are instructional leaders for teachers. 

They set the tone for learning within the school. In today's standards-based 

accountability environment, the focus is on instructional leadership. Senge (2000) 

referred to the principal as the "lead teacher and lead learner and steward of the learning 

process as a whole" (p. 15). 

In a study of the first 2 years (1995-1997) in schools that had adopted 

whole-school designs, Bodilly (1998) found that the leadership in changing culture, 

observed by those at the school level, was crucial to reform. "Leaders communicate both 

explicitly and implicitly the assumptions they really hold" (Shein, 1992, p. 252). The 

principal's role is to model the values and beliefs important to the school. 

The crucial role of the principal as instructional leader in whole-school reform 

was highlighted in a study by Supovitz and Poglinco (2001) of The America's Choice 

Design, a K-12 whole-school reform model designed to raise academic achievement 

through a standards-based curriculum. The Consortium for Policy Research in Education, 

contracted to study the implementation of the America's Choice Design (Supovitz & 

Poglinco, 2001 ), focused on identifying patterns of consequences and effects of designs 

on students, teachers, and schools. Supovitz and Poglico (2001) found three crucial 

elements of instructional leadership in the context of whole-school reform. Instructional 

leaders focus on instructional improvement in the school organization based on a specific 

vision of instructional quality. Instructional leaders create a safe, collaborative 

environment for teachers to network, learn from each other, and share best practices. 

Instructional leaders adapt their professional lives, time, and priorities to support 
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instructional improvement. Researchers concluded that instructional leadership was a 

guiding principle for improving student achievement (Supovitz & Poglinco, 2001 ). 

Principals play a crucial role in building organizational capacity to affect 

successful comprehensive reform (Acker-Hocevar, & Touchton, 2002a). Acker-Hocevar 

and Touchton (2002b) reported the findings from a phenomenological study conducted 

with 10 principals of low-performing schools. These schools were more likely to have 

non-English speaking students, a disproportionate number of students on free and 

reduced lunch, and a higher mobility rate than more affluent schools. The study found 

that principals level the playing field of accountability in Florida's high poverty-low 

performing schools by focusing on building the organizational capacity of their schools. 

They found a successful school developed shared norms of practice, a school culture that 

enables them to cope with complex problems collaboratively, drawing upon collective 

and individual expertise to better utilize resources, and form trusting relationships with 

the community. 

Building organizational capacity involves building professional learning 

communities (Barth, 1990; Boyd, 1992; Boyd & Hord, 1994; Brown & Moffett, 1999). 

Principals are faced with the dilemma of harmonizing the internal needs of their schools 

with the external accountability measures of grading schools in the A+ Plan. 

Principal leadership is crucial for academic achievement and implementing 

whole-school reform (Edmonds, 1979; Purkey & Smith, 1983; Rosenholtz, 1985). 

Furthermore, findings from RAND studies ofNew American Schools programs suggest 

if most or all the teachers in a school view the principal as effective and supportive, 

implementation will be enhanced (Berends, 2002). Research has consistently 
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demonstrated that the principal strongly influences the possibility of change (Fullan, 

1991, 2001; Berends et al., 2002). As Fullan (200 1) stated, "I know of no improving 

school that doesn't have a principal who is good at leading improvement" (p. 141). 

Leading improvement translates into facilitating the process of change. Elmore (2000) 

explained: 

The job of administrative leaders is primarily about enhancing the skills and 
knowledge of people in the organization, creating a common culture of 
expectations around the use of those skills and knowledge, holding the various 
pieces of the organization together in a productive relationship with each other, 
and holding individuals accountable for their contributions to the collective result 
(p. 15). 

School Context 

School demographics, structure, and climate affect implementation of 

whole-school reform designs. Whole school reform efforts may be impeded by such 

structural factors as size and level. The literature supports the notion that complex 

educational organizations, secondary schools, and larger schools are more apt to resist 

organizational change (Lee, Bryk, & Smith, 1993; Lee & Smith, 1995, 1997; Perrow, 

1986). 

A school culture that provides a supportive atmosphere where trust is pervasive 

and leadership is shared is critical for successful implementation of whole-school reform 

(Deal & Peterson, 1990). Practitioners' definitions of school culture are similar. Deal and 

Peterson (1990) described culture as deep patterns of values, beliefs, and traditions that 

have been formed over the course ofthe school's history. Heckman (1993) defined 

school culture as commonly held beliefs of teachers, students, and principals. The culture 

influences what people think and how they behave. The school culture includes the 
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norms, values, beliefs, ceremonies, rituals, and traditions held by members of the school 

community (Stolp & Smith, 1994 ). 

Federal, State and Community Context 

The federal and state policy contexts which include testing and accountability 

requirements affect implementation of educational reforms (e.g., Berends et al., 1999; 

Fullan, 2001 ). The federal and state government affects implementation of content and 

performance standards and assessments. Fullan (2001) claimed: 

If we are to achieve large-scale reform, governments are essential. They have the 
potential to be a major force for transformation. The historical evidence to date, 
however, suggests that few governments have gotten this right. (p. 220) 

Most governments have emphasized pushing accountability. Some have stressed 

accountability and, at the same time, provided incentives in the form of pressure 

and support. Few have, until recently, focused on capacity building (Fullan, 2001). 

Darling-Hammond ( 1997) conducted a review of state policies and found that 

states that invested in enhancing teacher knowledge, training, and skills had been more 

successful in raising student achievement. The Education Commission of the States 

( 1999) concluded that support from the state education department was crucial to the 

success of long-term implementation of whole-school reform. 

The federal Comprehensive School Reform Demonstration (CSRD) program was 

aimed at enhancing school capacity. Low-performing schools are encouraged or forced to 

adopt these designs as a means of improvement (Kirby, Berends, N aftel, & Sloan, in 

review). Some states and districts help schools select a design with a needs assessment, 

providing information, and in negotiating with model developers (Bodilly, 1998; Bodilly 

& Berends, 1999). Stringfield et al. ( 1997) analyzed the implementation of 10 school 
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intervention programs over a 3-year period. He concluded that schools were more 

effective and successful when school staff had a role in choosing the intervention 

program. In a study of 34 Memphis city schools in their first year of implementing CSR 

models, Ross, Henry, et al. , 1997, found that in some instances teachers were unwilling 

or unable to implement a particular design due to their perceived lack of choice about the 

selection of the design. 

Most governrnent initiatives are limited, focusing on adoption, not 

implementation. Elmore (2000) argued that governmental policies "are quintessential 

structural changes in that they imply absolutely nothing about either the content or 

quality of instruction" (p. 1 0). Successful implementation requires long-term governrnent 

support to enhance school capacity over time (Elmore, 2003). 

The RAND San Antonio classroom study explored the affect of district-level 

behaviors on whole-school reform implementation (Berends et al., 2002). The 

high-stakes testing regime encouraged the focus on basic skills . Teachers had to contend 

with specific curricular programs adopted by the district. The study found that the 

adoption of multiple reforms overwhelmed teachers and impeded implementation. 

The school's community of stakeholders affect whole-school reform 

implementation (Berends & King, 1994; Jennings, 1996, 1998). Fullan (1991) agreed that 

the support of parents who see the need for change was imperative. 

Resources 

Resources are vital for comprehensive reform implementation (Keltner, 1998; 

McLaughlin, 1990). Keltner identified sources and uses of resources for implementing 

whole-school reform model designs (Glennan, 1998, p. xv). Resource categories include: 
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teacher time, personnel, design services, and materials and conference. A 1996-1997 

study of 58 schools in six of the eight New American Schools designs found the main 

reason for variation in resource requirements is the type of whole-school reform design a 

school adopts. "When implementing the same design, smaller schools used somewhat 

fewer resources, and larger schools used somewhat more" (Keltner, 1998, p. 4 ). The same 

study came to four conclusions regarding comprehensive whole-school reform: resource 

allocation is key to funding comprehensive reform, access to Obey-Porter funds should 

allow most Title I schools to fully fund comprehensive reform, access to Obey-Porter 

funds will not be sufficient for schools without Title I funds, and district leadership is 

crucial in funding comprehensive whole school reform. The district plays a key role in 

encouraging schools to reallocate school budgets and in keeping schools from perceiving 

whole-school reform as an add-on program. Comprehensive whole-school reform 

involves a change in all elements of a school's operating environment (Keltner, 1998). It 

imposes considerable funding requirements and requires a rethinking of the way 

resources are allocated. 

In today's educational climate, student achievement on standardized tests has 

become "the single most important factor by which government officials evaluate policy 

initiatives" (Brandt, 2001, p. 154). In this context, where high scores are the only 

measure of success, diversified curriculum sometimes does not measure up (Freiberg, 

1998). 

Planning and Implementation 

Planning and implementation of whole-school reform involves raising student 

achievement through professional development that improves staff performance. 
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Classroom management, parent contacts, integration of technology, knowledge of subject 

matter, assessments, diversity, and professionalism, may be included among the topics of 

learning communities. The design and facilitation of learning communities involve 

humanistic theories of adult learning, politics, mutual adaptation, practicality, community 

context, and state and federal context. 

Humanistic theories of adult learning are crucial to understanding planning and 

implementation of whole-school reform. These theories view learning through the frame 

of the human potential for growth (Merriam & Caffarella, 1991 ). Professional 

development is the crux ofwhole-school reform efforts. Successful implementation of 

design models is related to its type, level, and quality (Muncey & McQuillan, 1996). 

Most of adult education deals with program development (Knox, 1991 ). Ethical 

dilemmas, political richness, and practical judgments characterize the social activity of 

planning practices in complex organizations (Cervero & Wilson, 1994a). The process 

reflects the power relationships in society at large. Program planners must implement 

strategies to meet this challenge (Cervero & Wilson, 1994a). Politics and variable 

funding make the program planning process complex. Program planning is more a social 

rather than a scientific process (Cervero & Wilson, 1994b ). 

Organizations are constantly changing. Planning must take the organizational 

context into account. Planners must be knowledgeable regarding organizational structure, 

political factors, power relationships, cultural factors, and organizational symbols. 

Implementation involves a process of mutual adaptation. In this process, the 

initial design is adapted to the organizational setting, and the organization members adapt 

to the demands of the project. Learning communities can facilitate this process. 
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McLaughlin (1990) contended, "Local variability is the rule; uniformity is the exception" 

(p. 13). 

Pressman and Wildavsky (1973) referred to adaptation as a part of 

implementation when a policy evolves in response to its environment, both modifying 

each other. Pressman and Wildavsky's framework relates to mutual adaptation. The 

Comprehensive School Reform Demonstration Project, for example, evolved in response 

to the high stakes testing environment. The school modified the environment by adapting 

the curriculum and schedule. 

Adaptation may lead to unanticipated consequences, policy disappearance, policy 

erosion, or poor or slow implementation (Cuban, 1984; Daft, 1995; Mazmanian & 

Sabatier, 1989; Pressman & Wildavsky, 1973; Weatherley & Lipsky, 1977; Yin, 1979). 

Pressman and Wildavsky (1973) analyzed the relationship between evaluation of 

programs and the study of their implementation. The basic premise underlying their 

perspective is the belief that desired policy outcomes will be attained if implementers 

correctly follow program guidelines and if the theory underlying the policy is correct. 

The analytic focus is on the clarity of the policy issued by the policymaker, the adequacy 

of the structure of the implementation process, the commitment and skill of implementing 

officials, and the support of interest groups. This top-down view focuses on centralized 

decision-making which can result in the neglect of local factors in the implementation 

process. In regard to school reforms, these factors may include school culture, competing 

priorities, and economic and political circumstances. 
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Miles (1980) suggests a "Framework For Conceptualizing Planning And 

Implementation." He refers to the processes that are involved as social architecture. 

When the whole school is involved the process is much more complex. There is 

competition for resources. Courage and energy are needed. Miles identifies the following 

eight key planning and implementation dilemmas: (a) innovative versus familiar choices, 

(b) goal adherence versus revision, (c) environmental contact versus withdrawal, 

d) expertise-seeking versus self-reliance, (e) feedback utilization versus intuitive action, 

(f) implementation constraint versus autonomy, (g) laissez-faire versus intervention, and 

(h) routinization versus flexibility. 

Fullan ( 199 I) divided the factors affecting implementation into three categories 

based on his review of the literature. The first category included such things as clarity, 

complexity, and practicality. The second group included local factors. Fullan described 

these as, "the social conditions of change; the organization or setting in which people 

work; and the planned and unplanned events and activities that influence whether or not 

given change attempts will be productive" (p.80). The characteristics of principals, 

teachers, communities, and districts were included in local factors. The third category of 

factors which atiected implementation was factors external to the local system. The state 

and federal context embodied the role of government agencies, other outsiders, and 

external assistance. 
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Conclusion 

Many school reforms have been short-lived. Some voices argue that schools that 

dedicate themselves to systematic, collaborative problem solving can continually develop 

and implement new ideas, thereby reculturing themselves. The literature reveals that 

teacher isolation, lack of time, and the complexity of teaching present significant barriers 

to sustained organizational learning. The majority of research on whole-school reform 

has been on elementary schools. A survey of past studies indicates that substantive 

changes in teaching practices are elusive. A vein of pessimism runs through the research 

on whole-school reform. Systematic evidence describing the conditions that foster and 

inhibit learning organizations is scanty. On the other hand, researchers identified schools 

in which entire faculties have become proficient in new forms of instruction, resulting in 

immediate impact on student learning. Monitoring data provides a good way of tracking 

the effects of change efforts. Some studies suggest that change in the workplace is key to 

successful organizational learning. Change requires altering bureaucratic relationships of 

power and adopting collegial ways of working together. 

The literature characterizes successful dialogue m which participants learn to 

share multiple perspectives that open the way to new types of collective learning. The 

literature implies creating a learning organization requires principals to see themselves as 

learning leaders helping schools develop the capacity to carry out their mission by 

cultivating and maintaining a shared vision. Furthermore, the daily quest for solutions can 

be enriched by alleviating barriers to collaboration, and making decisions democratically . 

In sum, attempting to change the behaviors and tasks of a large and diverse group in an 
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organization IS a difficult reform to accomplish. Chapter Three will discuss the 

methodology in detail. 
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Chapter 3 

Design of the Study 

The purpose of this case study was to explore the dilemmas of planning and 

implementing whole-school reform in a middle school from the perception of 

administrators, teachers, and parents. The central focus was an in-depth analysis of how 

change strategies foste , ~d implementation of microsociety whole-school reform at Sch , 0l 

M, a public middle school in south Florida. 

The study strived to reveal the perceptions of participants. The qualitative 

approach is critical because it provides a microcosmic view of the organizational, 

interactional, and instructional elements that affect the implementation of the program. 

The case study approach is useful because it provides an opportunity to examine a 

particular school for its own uniqueness and characteristics. 

Sample 

District Selection 

The study was conducted at a middle school in the Broward County School 

District, one of the fastest growing districts in the nation with a unique urban and 

suburban mix of students. In the 2001-02 school year, the Broward County School 

District provided the schooling needs for more than 260,000 K-12 students (Broward 

County Schools, 2002). Middle schools had an enrollment of 59,821 students. More than 

6,000 new students are enrolled every year. Instruction for students is provided in 238 
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. schools and centers. There are 39 middle schools. The district is made up of a diverse 

multicultural and multi-ethnic population with students from 152 countries speaking 52 

languages. The student population is 38.5% White and 35.8% are Black. Hispanics make 

up 20.8% and Asians are 2.9%. The other 2% are Indian and multiracial. Over 22,000 

students participate in district-sponsored, after-school child care programs. The Broward 

School District has a $3.24 billion budget and the average per pupil expenditure is 

$4,383. There are 14,000 teachers in the district. The average experience of a Broward 

schoolteacher is 13.2 years. The percentage of Broward middle school teachers with an 

advanced degree is 34.3%. Administrators make up 3% of school staff in the district. 

Site Selection 

School M is located in a largely urban, high-poverty and high-minority zone. In 

addition, it is characterized by high student mobility and a high proportion of English 

Speaking Other Language (ESOL) students. School M has a heterogeneous student 

population. This school was worthy of attention because it provided a unique opportunity 

to bear witness to the activities occurring within a south Florida middle school beginning 

to implement whole-school reform. Furthermore, because the researcher is part of the 

support staff, School M was accessible and hospitable to the inquiry. 

School M is a sixth through eighth grade urban middle school that opened in 

August 2000. Table 1 displays the 2081 student enrollment summary. 
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Table I 

Enrollment by Ethnicity & Race 

White Black Hispanic Asian Indian/Multi ESOL 

58.51 14.53 21.92 3.3 1.66 5.20 

School M has the greatest percentage, more than 5%, ofESOL students in the district. 

Thirty percent of the students are on free/reduced lunch. Students come from primarily 

working-class families . The school is severely overcrowded with the population 

exceeding 2000 , ~tudents in the 2002-2003 school year. · 

In the 2001-2002 school year, School M received a grade of A from the State of 

Florida's School Accountability Report. This grade indicates that, in terms of the Florida 

Comprehensive Assessment Test (FCAT) for reading, math, and writing, the majority of 

students scored above minimum performance criteria and met high performing criteria, 

including high attendance and low suspension rates. 

Participant Selection 

"Qualitative Researchers usually work with small samples of people, nested in 

their context and studied in depth" (Miles & Huberman, 1994 p.28). The type of 

sampling was purposeful stratified. This researcher selected a sample from which the 

most could be learned (Merriam, 1998). The appropriateness of a participant was based 

on whether the subject of the study was central to the participant's experience (Seidman, 

1998). Furthermore, a stratified sample allowed the researcher to more clearly delineate 

subgroups. This facilitated comparisons between groups (Miles & Huberman, 1994). The 

participant sample of people represented a role such as administrator, teacher, and parent 
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from School M. This study focused on dilemmas of planning and implementing whole 

school reform from the perceptions of each group. This type of sampling facilitated 

comparisons within and across groups. 

This case study utilized sample participants from School M's community. The 

sample consisted of administrators, teachers, and parents. The 9 administrators included: 

1 principal, 2 assistant principals, 1 guidance counselor, 1 curriculum specialist, 1 

exceptional student education specialist, 1 language arts specialist, 1 media specialist, and 

1 magnet coordinator. The total sample was 28. These participants provided perceptions 

of people of different groups and roles. 

Additionally, the sample included 15 teachers with representation across the three 

grade levels. The first set of 5 teachers was selected through the researcher's professional 

contacts. The principal was asked to recommend other teachers, including those known to 

be actively involved as well as those known to be resistors. 

A sample of four parents included the PTA (Parent Teacher Association) 

president and the SAC (School Advisory Committee) chair. The guidance counselor was 

asked to recommend 2 additional parents, one known to be actively involved and one 

known to be resistant. 

Sampling Procedures for Interviews and Observations 

Potential interviewees were contacted in person or by phone to confirm their 

willingness to participate in this study. Mutually convenient interview dates and times 

were established. A follow-up phone call confirmed the date of the interview. During the 

initial contact, the purpose and a brief outline of the interview topics was explained. At 
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the interview, participants were given time to read and sign the consent form required by 

the university. 

Participant observations were conducted of open house, Parent Teacher 

Association meetings, SAC and SAF meetings, professional development activities, 

department head meetings, faculty meetings, teacher conversations with principal, 

classrooms, teacher lunchroom, team/parent conferences, and curriculum team meetings. 

Data Collection 

Interviews 

Inte , views were conducted in order to explore the dilemmas of plan', ing and 

implementing whole school reform based on the experience and perceptions of 

participants. Interviewing is based on 

an interest in understanding the experience of other people and the meaning they 
make of that experience ... an interest in other individuals' stories because they 
are ofworth (Seidman, 1998, p. 3). 

The interviews were audiotaped and then transcribed. All of the audiotapes were 

safeguarded and stored in a locked cabinet in the home of the investigator. The 

audiotapes will be destroyed one year following the conclusion of the study. 

Transcriptions were given to respondents to have them check for accuracy. Respondents 

were promised confidentiality and the use of pseudonyms. The results will not be 

released in any way that would reveal the identity of the participants. The length of each 

interview was approximately one hour in duration. The interviews were conducted at the 

school site of the study where most ofthe participants work. An interview guide was 

developed for each of the representative groups (see Appendixes C-I). Thus, all 
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participants in the same role group were asked the same questions, but the interviewer 

was flexible and adapted questions as appropriate. 

At least one recorded interview was held with each of the 28 participants. 

Interviews were divided into three consecutive sessions each one reflecting on the 

previous conversation. Interviews totaled approximately 40 hours. Strategically, 

interviews were conducted from the bottom up in terms of the hierarchy of power in the 

organization. 

The three separate interviews per participant were divided by the following seven 

sub-topics: (a) planning, (b) implementr,' ion, (c) mutual adaptation, (d) school capacity, 

(e) principal leadership, (f) parent and community involvement, and (g) federal and state 

context. The intent was to permit the flexibility for the focus of the research to evolve 

during the process and allowed exploration of new patterns of phenomena that emerged. 

Information gleaned was used to formulate probing questions in subsequent interviews. 

Clarity of comparisons between and across groups was facilitated . Increased interactions 

allowed greater opportunity for the participants' reflections to unfold over time. 

Interview questions were open-ended and related to the planning and 

implementation stages of whole-school reform. Interviews with administrators probed 

such areas as model selection, resource allocation, and getting buy-in from teachers, 

parents, and the community. The kinds of questions administrators were asked included 

the following: What is your vision of whole-school reform here at School M? Can you 

describe your role as instructional leader? How is curriculum and instruction being 

affected? 
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Interviews with teachers probed such areas as affect of whole-school reform on 

instructional practices, professional development, teacher leadership, collegiality, 

standardized testing, and principal leadership. Furthermore, teacher background was 

explored in such areas as education and experience. A few of the questions teachers were 

asked included the following: How has standardized testing affected your curriculum? 

How does the principal demonstrate support and encouragement? How do you view the 

school resources needed to implement whole-school reform in regard to time for 

planning, technology, and mentoring to advise and provide ongoing support? 

Interviews with parents explored their involvement and affect on student 

performance. One of the questions parents were asked included the following: How do 

you think whole-school reform is affecting your child's performance? 

Observations 

Observations were conducted in order to view the actions of administrators, 

teachers, and parents in regard to whole-school reform. Observations totaled 

approximately 400 hours. "This method assumes that behavior is purposeful and 

expressive of deeper values and beliefs" (Marshall & Rossman, 1999, p. 1 07). The 

researcher observed the activities of these groups firsthand rather than relying on the 

perceptions of participants. Glesne (1999) recommended that researchers be as 

unobtrusive as the wallpaper. An observation guide was used to capture descriptive and 

reflective thoughts (see Appendix J). The observations varied in length from 

approximately one to three hours. The researcher collected documents, noted main 

talking points, and the pervading mood of the setting. 
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"The observational record is frequently referred to as field notes-detailed, 

nonjudgmental, concrete descriptions of what has been observed" (Marshall & Rossman, 

1999, p. 107). Field notes were written during or immediately after observations to 

capture impressions and important points: 

The field notebook or field log is the primary recording tool of the qualitative 
researcher. It becomes filled with descriptions of people, places, events, activities, 
and conversations; and it becomes a place for ideas, reflections, hunches, and 
notes about patterns that seem to be emerging. It also becomes a place for 
exploring the researcher's own biases (Glesne & Peshkin, 1992, p. 45). 

This researcher also kept a journal. Glesne and Peshkin (1992) made the 

following suggestions: 

Study the setting and describe it in words; Take note of the participants in the 
setting. Who are they in terms of age, gender, social class, ethnicity? Take note of 
events . .. then look for acts within those events. Another category for 
observation is people's gestures (p. 44) . 

The journal facilitated this researcher's quest for recurring patterns of behavior and 

relationships. 

Document Analysis 

Document analysis was used to verify or to dispute the information gathered 

through interviews and observations. Documents from school files such as the contract 

with Microsociety Inc., the School Improvement Plan, and training materials, school 

website, and school and district databases were analyzed (see Appendix L). Documents 

were compared and contrasted with information obtained through interviews and 

observations. 
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Data Analysis 

Analysis was guided by themes that emerged from the case study. Data analysis 

began with data collection. The data was triangulated to ensure validity of the processes. 

"Data analysis involves organizing what you have seen, heard, and read so that you can 

make sense of what you have learned" (Glesne & Peshkin, 1992, p. 127). This researcher 

organized the data and focused on evolving themes using analytic memos throughout the 

process of analysis. Personal thoughts, observations, or questions were noted in a journal. 

Themes from common terms or statements made by participants were extricated. 

Data were presented in matrices and networks. A matrix grid ·•.ms created bound by the 

role groups on one edge and the emerging themes on the other. As is commonplace in 

qualitative research, these categories were reexamined throughout the study (Miles & 

Huberman, 1994): 

Analysis of qualitative data rests very centrally on displays that compress and 
order data to permit drawing coherent conclusions, while guarding against the 
overload and potential for bias that appears when we try to analyze extended, 
unreduced text. Two major families of displays are matrices (rows by columns) 
and networks (nodes connected by links). (p. 141) 

The data were coded by patterns that emerged. According to Bogdan and Biklen (1998): 

You search through your data for regularities and patterns as well as for topics 
your data cover, and then you write down words and phrases to represent these 
topics and patterns. These words and phrases are coding categories. (p. 171) 

Triangulation 

Each role group was studied individually. The role groups were then compared 

and contrasted. Differences and similarities among groups were noted. The themes or 

categories were compared and contrasted through interviews, observations, and document 
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analysis to enhance reliability and validity of the analysis of the data. Verification of 

common themes expressed in statements made by participants were cross-checked with 

data gathered from document analysis and observations for corroboration. This process of 

triangulation was used to increase the reliability and validity of the data analysis 

(Creswell, 1998; Glesne & Peshkin, 1992). 

Reliability, validity and generalizability 

The methods of data collection and analysis that were used made the study more 

generalizable and valid by following generally accepted qualitative research methods. 

Themes may appear in si' .1ilar studies of whole-school reform. By asking participants to 

review the transcripts of their interviews, referred to as member checking, the validity of 

the qualitative research design was enhanced, and the bias of the researcher was 

minimized (Merriam, 1998). Furthermore, another researcher should be able to replicate 

the study given the audit trail of data that were collected in the form of researcher logs 

(Miles & Huberman, 1994). 

Researcher Role 

The researcher was a participant observer in this eight-month study of 

whole-school reform. I was an active participant in the events that were studied. 

Immersion in the setting allows the researcher to hear, see, and begin to 
experience reality as the participants do . .. This method for gathering data is 
basic to all qualitative studies (Marshall & Rossman, 1999, p. 106). 

Immersion provides opportunities for collecting data, however, this researcher guarded 

against altering the course of events. 

Chapters Four will present the findings. 
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Chapter 4 

Findings 

Chapter Four presents the findings derived from the interviews, observations, and 

the review of documents conducted during the course of the study. Because data were 

collected during the second half of the 2002-2003 school year and from sample 

participants of administrators, teachers, and parents, the extent of these findings is limited 

to that time period and this group of participants. 

The primary research question of this study was: What are the dilemmas of 

planning and implementing whole-school reform in a middle school from the perception 

of administrators, teachers, and parents? Three major findings were revealed: 

1) The principal enhanced the learning organization's capacity for whole-school 
reform by balancing tensions and conflicts. 

2) Implementing a high-stakes testing regime and reform design simultaneously 
contributed to teacher overload, and reduced the capacity of teachers to 
implement whole-school reform. 

3) Learning communities had a pivotal role in fostering collaboration for 
whole-school reform. 

This chapter will first present a brief background of whole-school reform at School M, 

and then be divided into three sections presenting the findings in detail. The first section 

will present the finding about leadership challenges. The second section will examine the 

finding about teacher challenges. The third section will present the finding of the crucial 

role of the emerging learning community. 
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Background of Reform at School M 

When School M opened in 2000 the principal purchased the micro society 

whole-school reform design model with grant money obtained by the district. Teachers 

did not have any input in selecting the design. The grant stipulated that students who 

scored above the 40 percentile in both math and reading on state mandated standardized 

tests would participate in micro society business ventures and agencies. Students below 

the 40 percentile could not participate in micro society ventures. They received support 

through a businesslike Computer Curriculum Corporation Lab that provided computer 

assisted instruction. 

During the first year of whole-school reform implementation, the time period of 

this study, School M was severely overcrowded with a student population of more than 

2081 students in a school built for 1730 students. Student mobility was high. The 

principal added portable classrooms and hired more teachers. The majority of new 

teachers were from private industry and had little or no education or experience in 

teaching. 

Leadership Challenges 

This study found that the principal enhanced the learning organization's capacity 

for whole-school reform by balancing tensions and conflicts. This section begins with the 

principal ' s story. The section goes on to examine how the principal met leadership 

challenges in the following areas : (a) sustaining a school culture conducive to staff 

learning; (b) managing the organization for a safe, efficient, and effective learning 

environment; (c) acting with integrity, fairness, and in an ethical manner; (d) influencing 
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the larger political context; (e) facilitating shared vision; and (f) collaborating with 

families and community members. 

A Principal's Leadership Challenge: Mrs. A' s Story 

School M began to implement whole-school reform in its third year of operation. 

The most enthusiastic advocate was the principal, Mrs. A, an experienced principal who 

had successfully overseen several comprehensive school reforms at other schools. Mrs. A 

was in the twilight of her school principal ship career. She readily acknowledged that 

severe overcrowding of a diverse student population exacerbated the dilemmas of 

planning and implementing whole-school reform. The job affected both her personal and 

professional life. 

The principal described the stress. Mrs. A had assumed responsibility for a school 

with student problems that included violence, drugs, and the changing nature of the 

family structure. She worried about the effects high-stakes testing and accountability 

would have on the school ' s grade. The principal claimed the decline in recently published 

standardized writing scores would be reflected in her evaluation. She asserted the 

demands and realities of her job made her consider retirement. 

Mrs. A was concerned with staff turnover. She mentioned that one assistant 

principal relocated out of state, while the other, beseeched by tragedy, took an extended 

leave. A number of experienced teachers had transferred to other schools in the district. 

Mrs. A found getting buy-in from stakeholders challenging. 

Mrs. A' s key concern related to whole-school reform was how to increase time 

for professional development. In her latest project, the principal facilitated the 

development of the "Reducing Schedule Option" whereby students took one less class in 
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order to give teachers time for professional development. The principal had management 

and leadership capacities that enabled the organization to move down a path they had 

never been down. Parents questioned the wisdom of lowering the number of credits 

earned by adopting a six period schedule. 

Mrs. A was also concerned about the budget. Resources were inadequate to meet 

the growing need for materials, technology equipment, and time for solving problems. 

The principal shared, "It's made me tired. I am much more worn out this year. Working 

with this size school has been totally new. I've never had a school quite this large, 

especially to take on a venture of this major proportion. It's been exhausting." 

Mrs. A's story is representative of the tensions of implementing whole-school reform 

from the perspective of an administrator. Whole-school reform presented principal 

challenges relating to staff learning, managing an effective organization, acting with 

integrity, influencing the political context, facilitating a shared vision, and collaboration 

with families. 

Sustaining A School Culture Conducive to Staff Learning 

The principal sustained a school culture conducive to staff learning by nurturing 

teacher leadership learning experiences. The study found that the principal cultivated a 

school culture that nourished the ideas and values of staff to learn and flourish. The 

principal systematically distributed learning by building it into the fabric of school M's 

social life. She weaved people, materials, and organizational structure together in a 

common cause. 
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Planning and professional development was a collaborative process and teachers 

were scheduled according to teams. The principal's "rolling plan" allowed for flexibility 

in adapting professional development. According to one of the assistant principals, 

We have most of our professional development in house. We have morning 
training, five days a week. During training they have the opportunity to bounce 
ideas off one another because we set the training so that they can share ideas. It's 
a nice learning community to be able to do that, because they meet in common 
groups for their training. So they see the same group each training session. 

She broke down teacher isolation through sharing in learning communities. Teachers 

learned to empathize with the problems of colleagues in a safe and non-threatening 

environment. 

In working closely with department heads, the principal enhanced the 

effectiveness of the learning organization. The assistant principal commented, 

The department heads work closely with professional development and the 
administrative support team. It ' s a conglomeration of a lot ofpeople who discuss 
areas of priority. We plan quarterly, on the average. It's kind of a rolling plan. We 
usually plan two to three months ahead. We have very good department heads that 
meet with their departments continuously. 

At a Department Head meeting, for example, 10 representatives and the principal were in 

attendance. The departments included humanities, math, science, social studies, unified 

arts, magnet, ESE, ESOL, media, and curriculum. The curriculum specialist asked, 

"Who's your weakest links?" The principal went on to say, "Let's start these three on a 

PDP to work toward dismissal. I can convince most of these people to resign. We want 

the teachers to know we're there supporting them." 

The principal made it possible for the school to move forward in the reform 

process by guiding and supporting faculty and staff. The principal had a sense of moral 
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purpose. She made a difference in the domain of work. The principal explained it this 

way: 

My role has been the cheerleader, getting everybody involved. It's a lot of work 
for the teachers. It's like another whole added curriculum. The pressure of F<;:AT 
and growth in student achievement was challenging for them. They had to come 
up with ideas working with students on different business venture job related 
skills, even though there were materials given to them. Teachers knew their 
concentration had to be within the areas of FCAT. So, I think I've had to be more 
of a supporter this year by saying, "Come on we need to do it. You'll see, it's 
really going to pay off for the student. You are going to find your class time a 
little more user friendly" and so on. I think it's been a lot harder on me this year 
because of the frustrations involved in doing whole-school reform. There are 
peaks and valleys. Again, by having children out and about, making sure that we 
have this and that going right, meeting with more groups of people, to make sure 
that their areas are running smoothly, has been more challenging. But, I feel like I 
needed to be more supportive also. 

The Curriculum Specialist explained it this way, 

The principal is the cheerleader. She sells us on the goods and then stays 
motivated. She's terribly knowledgeable. She's willing to share with any ofher 
staff. The principal has six or seven teachers in the district's leadership program. 
That really shows that she's a leader someone wants to follow. I've heard these 
teachers come back from classes saying, "I can't believe that no other principal is 
allowing them to do this." 

The principal coped with tensions and conflicts surrounding power and status by 

instituting monthly conversations with teachers. The principal had the capacity to 

understand change. She took her good ideas and interacted with others to produce a set of 

results. Issues surrounding power and status such as assignments, location and resources, 

were addressed by permitting and participating in breakout sessions. Administrators and 

faculty joined together to discuss problems and solutions. The playing field of power was 

leveled because teachers were empowered to participate in decisions regarding the 

learning organization. The principal enhanced teacher buy-in of a school culture that 

nourished staff to learn through this process. 

65 



Staff needed time to solve problems in a school climate already inundated with 

mandatory state testing and accountability requirements. Training, substitutes, new 

materials, new space, and, most importantly, time, required additional resources. As 

resources decreased, the principal re-aligned existing resources by making changes in the 

schedule and using in-house trainers to enhance capacity. 

Managing the Organization for a Safe, Efficient, and Effective Learning Environment 

The principal managed the organization for a safe, efficient, and effective learning 

environment as a pathway to student achievement. Management duties often took 

precedence over instructional leadership. 

The principal promoted a safe learning environment by facilitating the faculty 

vote on block scheduling. Teachers approved block scheduling for a two-year period. The 

principal got buy-in from teachers. It was hoped that block scheduling would reduce 

student movement and problems related to discipline, and. enhance school safety. 

The principal worked to keep the organization working efficiently toward its 

goals by meeting the need for teachers. In a period of serious teacher shortage, attracting 

highly qualified teachers was a challenge. The federal government argues that traditional 

state teacher certification systems have failed to produce enough teachers and have failed 

to uphold standards of quality, especially in the key area of content knowledge. In 

response to pressures from the federal government, the Broward School District created 

the Broward Teachers Corps. This program funds the training of teachers and 

paraprofessionals to become highly trained educators and supports those with 

non-education degrees who want to become teachers in critical shortage subject areas. 

The principal of School M hired teachers from the Broward Teachers Corps as a way of 
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dealing with the shortage of teachers at School M while attempting to improve their 

quality through professional development. This strategy, however, was not completely 

successful as will be noted in later discussion about novice teachers. 

The principal made the learning organization more efficient by modifying the 

lunch schedule. Time intervals were designated for transition. This facilitated the lunch 

periods progressing without traffic congestion. 

The principal made School M more efficient by adapting the micro society model 

to accommodate the large student population. The principal explained, 

We are doing it on an hourly basis. We are the largest school implementing micro 
society with 2081 children. We knew we had to offer more opportunities for 
students. I could not have an hour and say to everybody now go spread out to 
your jobs. I'm too controlling to allow that to happen. We ended up rolling micro 
society into the hour-by-hour program. This was totally different than any other 
school. No other school has court going every hour, every day. Every student is 
assigned one hour of micro time. They are either in a career or governmental 
agency. We are the only school running it as much. We have expanded it to 
include all the students, even those below the 40 percentile. 

The principal added additional portable classrooms to make instruction more efficient. 

Fourteen portables were designated for sixth grade students. 

The principal enhanced the learning organization's effectiveness by managing 

technology allocation and its infusion into the curriculum. She acquired waivers and 

obtained state-of-the-art computers for every teacher. All teachers had laptop computers. 

This improved the capacity of teachers to communicate regarding micro society ventures. 

A teacher, commented, "More like web site type ventures." 

The principal enhanced the learning organization's effectiveness by reducing 

class size, in compliance with recent legislation. The State gave Broward County 52 

million dollars to meet the class size reduction mandate. The district allocated funds to 
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each of the schools so that they could reduce their averages in grades K-3, 4-8 and 9-12 

by 2 students. 

Acting With Integrity, Fairness, And In An Ethical Manner 

The principal promoted the success of all students by acting with integrity, 

fairness, and in an ethical manner. Her behavior demonstrated values, beliefs, and 

attitudes that inspired others to a higher level of performance. Mrs. A's demeanor served 

as a role model. She treated people fairly, equitably, and with dignity and respect. The 

principal routinely protected the rights and confidentiality of students and staff. She 

obligingly opened the school to public scrutiny. Furthermore, her prevailing custom was 

to appear on morning announcements addressing students in a friendly yet supportive 

manner. 

Mrs. A knew and understood the purpose of whole-school reform, her leadership 

role, and the values of the diverse School M community. The principal accepted 

responsibility for school operations. She considered the impact of her administrative 

decisions on teachers, parents, and students. 

The principal acted with fairness by allowing teachers to request changes in 

assignments. The magnet coordinator, for example, requested a return to his prior studio 

assignment and this was approved. A number of requests from venture and agency 

teachers to return to their regular classroom assignments were also granted. 

Influencing the Larger Political Context 

Mrs. A promoted the success of students by influencing the larger political 

context. The principal worked to change school district policies to provide quality 

education for students. For example, the principal mobilized district middle school 
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principals to propose a unilateral change in district middle school schedules to allow for 

additional time for professional development. The school board approved the measure. 

The principal was able to revise the schedule allocating more time to professional 

development and the learning community. The principal overcame structural barriers to 

foster learning among adults. In this manner, the principal enhanced the learning 

organization's capacity for whole-school reform by balancing tensions of stafflearning 

and scarcity of time, for student achievement. 

Furthermore, Mrs. A wanted School M to sever membership from its current 

innovation zone and establish a new innovation zone spearheaded by the nearby new high 

school. Innovation zones function as "mini districts" dedicated to complimenting and 

enhancing school improvement. School M was one of twelve schools that made up the 

largest innovation zone in the school district. The new innovation zone was approved. 

Mrs. A believed the new innovation zone would be better for School M for several 

reasons. It would afford the opportunity to attract, as well as to control, additional 

funding through private support. The new innovation zone would benefit School M by 

securing public/private collaboratives in its neighborhood. Furthermore, it would enrich 

the learning community of feeder pattern schools. The principal met with the new high 

school principal to discuss continuing the micro society whole-school reform initiative at 

the high school. Collaboration with a peer principal facilitated new ideas in a 

consultative, mentoring network. The principal fostered knowledge creation on a 

co-equal basis within the school and across schools. Because the new innovation zone 

was initiated at the conclusion of the study's time period, it remains to be seen whether 

the principal's hopes will come to fruition. 
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The principal overcome systemic level tensions and dilemmas in hiring the 

behavior specialist for the new innovation zone. The principal explained: 

We agreed to hire a zone behavior specialist. We had to go through all this 
paperwork. She's still not on board because the papers got lost in the process. Of 
course, we were able to track the paperwork. There are too many hands in the pot. 

Despite bureaucratic barriers in the form of levels of approval, the principal hired the 

zone behavior specialist. She helped to balance the tensions by smoothing the process. 

The principal was masterful at working within the confines of a bureaucratic rule 

driven district. The principal explained: 

We received an email that we can only be on one district committee. I was 
appointed to be the new Zone Facilitator, which is a committee in and of itself. 
I'm on the district database committee. While it ' s important to be in the school, I 
feel that I have a lot to share. 

The respect of her supervisors gave the principal freedom to make decisions to 

balance the tensions. 

Mrs. A advocated for the school district to cap the number of students eligible to 

participate in School M's micro society in light of new boundary changes. In this way, 

the principal strived to cope with the tensions and conflicts associated with 

overcrowding. 

The principal was flexible in adapting School M's structure to the real world 

concept of the micro society model by strengthening ties with a nearby university that 

hoped to become a leading research institution. A faculty member at the university 

conducted numerous workshops using technology at School M for teachers and others. 

Lifelong learning was modeled. 

The principal maintained district support for whole-school reform. She explained 
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it this way, 

They've been very supportive in allowing us the opportunity to do what we are 
doing. They don't question what's happening here. The magnet office has 
maintained ongoing contact. Their staff meets regularly with our coordinator. The 
coordinators have their meetings. 

Facilitating Shared Vision 

The principal facilitated a guiding vision and school culture that supported the 

paradigm of change. The principal had the capacity to unleash a process that facilitated a 

culture of strong relationships focused on improving student work. Re-culturing 

empowered the principal and teachers to engage in whole-school reform. Cultural norms 

underscored collaborative work and the pursuit of continuous improvement. Teachers 

expressed it this way, "Very motivational, very positive. She wants to go. She's excited 

about it." 

The principal spoke to faculty and staff and focused on new cultural norms 

that emphasized collaborative work and continuous improvement. A teacher commented, 

"The principal is a very sharing, outgoing person. She has weekly administrative 

meetings. She has monthly conversations with teachers. She encourages us to go to 

conferences." 

The principal played a crucial role in sharing the vision by modeling values and 

beliefs. She remarked: 

I believe the teachers care about one another. They're working for the betterment 
of children. I've been very fortunate with faculties. This faculty buys into 
changes. I feel they trust me. I asked them to take on this reform. They know I'll 
back off if it detours from the academics of children. They realize I'll push and 
support it if it makes a monumental difference. I'm here to support them. I believe 
the teachers are here to support me. The teachers, faculty and support staff, work 
together, comfort one another, and share experiences. I think this makes our 
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faculty and staff strong. I believe this contributes to a strong implementation of 
whole-school reform. 

The principal was the steward of a vision of learning. She explained: 

I think that the whole-school will be reformed when we see all children acting as 
perfect citizens within our society. Our goal is that students live up to their code 
of ethics, by-laws, the Bill of Rights and the Constitution. 

Collaborating With Families and Community Members 

Mrs. A promoted the success of all students by collaborating with family and 

community members. She was responsive to diverse community interests and needs. The 

principal mobilized community resources as part ofthis effort. The principal was 

knowledgeable about emerging issues and trends that could potentially impact the school 

community. Mrs. A successfully modeled higher education partnerships. 

The principal was committed to School M continuing to function as an integral 

part of the larger community. The principal believed in collaborating and communicating 

with families in the provision of food, clothing, and shelter. On one such occasion, the 

principal spearheaded efforts to help a family left homeless by a fire that destroyed their 

trailer home. 

The principal engaged in activities that provided high visibility and active 

involvement with the larger community. Relationships with community leaders were 

nurtured. The mayor of the city was allowed to serve as principal for the day. The 

principal reached out to business, religious, political, and service organizations. School M 

was planning to establish a family resource center in partnership with these agencies. 

The principal participated in Open Houses, City Council meetings, PTA, 

Advisory meetings, School Improvement Team meetings, meetings with local church 
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members, and other parent meetings. These meetings took place before, during, and after 

regular school hours. Mrs. A met with local health and family service agencies, youth 

development groups, local businesses and other community residents and partners in 

regard to the common goal of raising student performance. A mother commented, 

I think what makes this school unique is the people. A school is just a school. It ' s 
a building. It ' s the people implementing the program. The staff is very outgoing 
and willing to talk. They put forth the extra effort to fix a problem or to find out 
the answer to something if they don't know. They keep an eye out for the kids. 
It ' s like a family. It ' s a family outlook. It ' s a family environment. 

Teacher Challenges 

We lost an hour with micro society. We had to squish academics. It took me a 
month to get to math. Micro society is a third subject we have to squeeze in our 
planning. Parents have complained we're not doing FCAT practice. 

The kids who stay with us during micro time get more FCA T practice. I do 
writing prompts, reading and math. We ' re technically still responsible for the 
FCA T scores of kids who go to micro society ventures during that time. 

FCAT has taken away from micro society. They are so worried about loosing our 
A FCAT grade, they don't give us that extra time to really delve into it. We're 
giving them extra reading instead. 

This study found that implementing a high-stakes testing regime and the reform 

design simultaneously contributed to teacher overload, and reduced the capacity of 

teachers to implement whole-school reform. The role of teachers in whole-school reform 

is pivotal. Implementing FCAT testing and the micro society reform model 

simultaneously presented challenges relating to curriculum, scheduling, workload, 

resources, and time. Novice teachers found it especially difficult. The majority of 

teachers felt vulnerable, that is open to parent criticism and pressure. 
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Curriculum and Instruction 

Teachers are essential to implementing the whole-school reform model's 

instructional strategies to improve student achievement, yet the study found that teachers 

at School M were uncertain how to balance the tension between standardized assessments 

and the curriculum and instruction of micro society. The state's FCA T developers 

encouraged adoption of specific curricular programs that focused on basic skills, which 

were in addition to the micro design model. Teachers changed what and how they taught 

microsociety curriculum in response to the FCA T. The prescriptive FCAT curriculum 

conflicted with the whole-school reform design. The micro society curriculum was often 

abandoned in order to drill for performance on FCA T standardized tests. A teacher 

elaborated, "A challenge I am facing is finding curriculum for my students. The 

warehouse work does not keep all of them busy nor do they want to do academic work." 

Teachers had no textbooks for micro society. Although they were given sample 

lessons they basically had to come up with their own curriculum. FCAT preparation 

materials, however, were the same as used in other schools and provided to teachers. 

Teachers shared: 

I feel like the person in The Scream. It's like a world full of madness. This guy is 
going mad. He puts his hands over his ears. He wants to tear his hair off, if not his 
head. He feels there is no society around him. There is society somewhere. He is 
caught in the middle of the bridge, with nobody to relate to. He feels a sense of 
complete vulnerability. In my darkest moments it reminds me of myself. 

I'm the only person yelling the Emperor is naked! 

You're in a sailboat bobbing along in the ocean. It's frustrating not being able to 
go where you want to go . When you are in a classroom a squall comes and we 
have to change in midstream. 
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Most teachers believed that simultaneous implementation of high-stakes testing 

and whole-school reform designs pressured them to teach in ways that contradicted their 

ideas of sound instructional practice. Adherence to high standards of methods used in the 

teaching profession conflicted with prescriptive curriculums and prescriptive instructional 

practices. This conflict challenged their integrity. The ethical dilemma diminished the 

capacity of teachers to implement whole-school reform. Teachers expressed it this way, 

If you teach the Sunshine State standards you are going to be covering all the 
areas that are necessary. There's a fear that we have to practice for the FCAT. We 
are not showing the importance of a well-rounded education. Students have to 
learn how to think. I think this going to drive a lot of creative teachers out of the 
field. 

We have to practice using the materials they give us. We're teaching to the test. 
We don't have enough time to do micro society. 

Scheduling 

Implementing high-stakes testing and the whole-school reform design 

simultaneously resulted in scheduling problems. The micro hour was originally to run 

one hour each day, five days a week. Fearful that the school might loose its A rating on 

the upcoming FCAT, micro activity was reduced to 2 days per week, and reading 

increased to 3 days per week. A teacher commented: 

We ' ve been told to use 3 days per week for FCAT practice and 2 days for 
actual micro. The things we are doing in class are helping prepare for the test. The 
micro society time originally started out with the kids being able to do their 
ventures the whole week. About end of the first quarter they decided to implement 
the Scholastic Reading Program. They had us implement that three days a week 
out of the micro time so we could start preparing for FCA T testing. 

The principal was flexible. in integrating micro activity and FCAT preparation into the 

schedule. The principal balanced the tension of whole-school reform by achieving 

program coherence among complexity. 
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Workload 

Teacher workload increased when implementation of micro society began. Some 

believed the micro society model required more work of them. They had to plan for both 

FCA T and micro time. 

FCAT preparation contributed to teacher overload. Saturday FCAT Camp, parent 

workshops, and before school programs were dedicated to FCAT practice. A teacher 

expressed it this way, "At first I was, oh gosh, I have a lot more to plan for. I have to prep 

for reading 3 days, in addition to my other 2 classes. I was really intimidated." 

Large class size also diminished the capacity of teachers to implement 

whole-school reform and to prepare for FCA T. A teacher commented, "I compare it to 

business people going to a conference at a hotel with enough rooms for 1700 people, but 

2200 people show up. You don't have enough time or space to give them the 

workshops." 

Large class size was intensified by the school district's policy permitting students 

residing outside school boundaries to enroll in micro society. Nearly 40 teachers were 

hired to accommodate teacher attrition and increase in student population. Nine portables 

were added and six more were placed on order. A teacher said, "My class sizes are 40 

and above." 

Resources 

Insufficient resources compounded the problem of teachers to implement 

whole-school reform and FCA T. The teachers expressed it this way: "Ironically, here we 

are in the third quarter of school and students have just now received their materials to do 

their ventures; We definitely do not have enough computers to do what we have to do. 
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We only have four computers per classroom; I wanted the newspaper on regular 

newsprint. They said it wasn't affordable . They said we want to do it online. Computer 

resources are lacking. The computers are slow. I have five computers. I have 15 to 20 

kids on rotation." Another teacher stated, ''I'm short 60 necessary books." One teacher 

expressed the inadequacy of resources . She commented, "Everyone knows our textbooks 

are way above their level in reading." 

Novice Teachers 

Implementing high-stakes testing and the reform design simultaneously was 

especially difficult for novice teachers. Novice teachers encountered uncertainty and 

confusion because the state tests, textbooks, and micro society curriculum were not 

aligned. They realized that teaching the micro society curriculum and using the textbooks 

provided would not necessarily address the questions on the FCAT test. Some felt 

unqualified to teach the assigned second subject area. A new teacher explained, "This is 

my first year, and I had no guidelines." 

Novice teachers perceived whole-school reform as chaotic. They expressed fear, 

frustration, and isolation. They felt helpless to control changes in curriculum, scheduling, 

and student misbehavior. A novice teacher said, "I don't feel that I am prepared to teach 

micro society. I was clueless, to be honest with you. It's made me feel incompetent." 

Novice teachers were particularly vulnerable to the pressure of the state assessments. 

They did not have either the curricular or the mentoring support to know how to prepare 

students. Teachers hired as full -time substitutes were not eligible for a New Educator 

Support System (NESS) coach. 
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Time 

Teachers overwhelmed with state mandates for testing had insufficient time to 

implement whole-school reform. Not having adequate time was a primary frustration for 

teachers. Despite all the attention and time devoted to professional development, there 

still was lack of time for professional development needed for both micro society and 

FCA T preparation. A teacher explained: 

In the beginning when it was micro everyday, even if we didn't do their ventures, 
all the lessons were around micro. I'm kind of tom. Because I love the micro 
society and I love what it's giving to students, but I also like the time to do the 
reading strategies . 

Parents 

Implementing high-stakes testing and the reform design simultaneously 

expanded the number of parent complaints. In addition to complaints regarding micro 

society, parents were concerned that micro society was infringing upon FCAT 

preparation for their children. Parents were cognizant that standardized test scores affect 

promotion, graduation, and college admission. A mother commented, "My daughter was 

told by her teacher that if you don't pass the FCAT you won't pass. This was 

discouraging. My daughter prayed in church to pass." 

A teacher countered, "Some parents have complained that we're not doing these 

practices for FCA T." Other teachers responded: 

Parents are complaining, it's not objective grading, it's subjective. 
It's how the teacher views what my kid is doing. "How can you grade my child on 
that?" The kids aren't honest with their parents. They're not saying, "No mom, I 
sat in the corner and played with my friend while we were supposed to be 
working on a commercial." I heard just from other teachers, "make sure what 
you're grading is tangible, that you have proof of their grade, just in case." That's 
my only issue, finding a tangible grade for them, when it's something so broad. 
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I spoke to a young lady who was abusing her hallway micro cop privilege to pull 
her friends out of class. That turned into a parent coming in to complain. 

The principal interceded. She asked the district office to refer parents that had 

complaints back to the school. The principal explained: "Parents call the district 

office without contacting the school first. They're doing a better job of referring 

parents back to the school." 

Learning Community Challenges 

This study found that learning communities had a pivotal role in fostering 

collaboration for whole-school reform. Pockets of small collaborative groups working 

together made up the constellation of a powerful interdependent learning community that 

generated ideas for growth and change. School M was like an integrated circuit with 

intricate circuits etched into its surfaces. Most of the school leaders had been with School 

M since it opened. Computers, telecommunications, and e-mail supplemented structured 

school collaboration, which allowed learning communities to operate 24/7. Face to face 

interactions were complemented by unseen "chat rooms." Teachers and administrators 

were not alone. Conflict gave way to cooperation through collegiality and collaboration. 

Although challenges were complex and there were complaints most faculty and staff 

were happy because the work focused on problems and not on individual faculty 

members. Learning communities transformed the work facilitating progress in quality 

and performance over time. Grade level teaching teams, professional development teams 

A through D, team/parent conferences, curriculum teams, the Student Support Assistance 

Team, professional conversations with the principal, and the new innovation zone were 

key collaborative groups. The principal declared, "They're learning communities." How 
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these groups became a learning community and how they collaborated for whole-school 

reform and made change will be discussed in the section that follows. The principal , in 

conjunction with her administrative team, structured the groups and the schedule so that 

various collaborative groups took place every day of the school week. 

Grade Level Team Collaboration 

Mrs. A' s successful campaign to modify middle school schedules in the district 

provided one hour daily in the morning for team collaboration. Although some middle 

schools chose not to change their schedules, Mrs. A used the time for collaboration and 

sanctioned teachers coming together and engaging in problem solving. The principal 

stated, "On Mondays we have team collaboration meetings. The more experienced 

teachers help the new teachers." Teachers were divided into 2 and 4 person grade level 

teaching teams for the same students. They divided the subject areas. 

A teacher commented, "I work with my team teacher. She and I sit down to plan. 

It ' s great to plan for projects and activities. Also, this is a time when we are available to 

help students with make-up work. On these days I have also worked with other teachers 

in planning for Language Arts/Social Studies." Another teacher shared, "We're going to 

work on our POP's (Professional Growth Plan) together. It's her first year teaching." 

Teams A through D 

The principal , in conjunction with her administrative team, structured groups, 

Teams A-D, for professional development in addition to the grade level teams just 

discussed. Staff development was tailored to the needs of teachers to improve reading 

instruction and maintain School M's A rating. Administrators and teachers decided what 

they needed to learn relative to reading and FCAT. The principal claimed, "You can ' t 
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have whole-school reform without input from teachers. 'Teachers need avenues for input 

Our goal is to improve reading and keep our A rating." 

Teachers were divided into 4 groups, according to level of competency and 

experience, labeled A through D, which included "Rookies," One Year Experienced 

School M Teachers, Veteran Potential Trainers, and Veterans That Need Help. Although 

teachers were not told the letter significance they surmised as much. The principal 

emphasized, "The groups are interchangeable and flexible. A teacher could join another 

group if they wanted." 

Group "A" was affectionately termed, the "Rookies." This group was composed 

of teachers new to School M. Some had little or no education or experience teaching. A 

veteran teacher commented, "The new teachers are overwhelmed with our database, 

Grade Book, and CAB (Communicating Across Broward). New people don't feel they're 

on the same page." Another veteran teacher alleged, "New teachers need more support 

and training on the computer programs we use. " CAB was the new Broward County 

School District daily email and communications tool. It provided access to content from 

anywhere, anytime, from any computer on the Internet The Group "A" Rookies sessions 

tended to run longer than the other groups. Rookie sessions included additional training 

related to Filemaker Pro, discipline, student information database, FCA T and scheduling. 

Group "B" was composed of last year' s "Rookies." They had one year's 

experience teaching at School M. Group "C" were the Veteran Potential Trainers ' Group. 

They were knowledgeable about School M' s operation and how to use the database. 

Group "D" was composed of Veterans That Need Help. Teachers in this group needed 

assistance mainly with technology. 
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In addition, during planning days the 4 groups rotated through training sessions. 

Mrs. A facilitated a session for Group A on School M's Proactive Discipline Plan. The 

groups all met for Tuesday trainings. The principal commented, "Every Tuesday from 

8:45 to 9:45 a.m. we have pure staff development. Most other schools have whole-group 

staff development." On Tuesdays, Groups A, B, C, D participate in professional 

development that includes: Professional Growth Plans, Virtual Counselor, Pinnacle, 

Teacher Dispositions, Accelerated Reading, Sensitivity Training, Web Page, and 

Cooperative Learning. The principal added, "This site breaks down student FCA T scores 

for each student according to FCAT strands. We can compare student performance over a 

three-year period. We use this in our conferences with teachers in developing their 

Professional Growth Plans." A teacher added, "We also discuss our Academic 

Improvement Plan (AlP's) which shows how we will meet the needs of students who are 

performing below the 40% or on level 1 or 2 of the FCAT." These pockets of 

collaborative work teams helped to bridge the gap between policy and educational 

practice. 

Team/Parent Conferences 

Teachers, parents, guidance counselor, social worker, and student meet to deal 

with problems affecting the student's performance in school. The principal explained, 

"Every Wednesday and Friday is set aside for Team Parent Conferences. They're 

important." The team, composed of teachers, parents, guidance counselor, social worker, 

and student, owns the problem. 

A recent such meeting, for example, had been requested by the single parent of an 

eighth grade student enrolled in advanced classes. Her 13-year-old son was returning to 
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school after having been hospitalized for attempting suicide. The mother explained that 

her son was on new psychotropic medication. She and her son had concerns regarding 

make-up work, negotiating crowds of students entering school in the morning, and the 

possible need for him to leave the classroom without drawing the attention of other 

students. The group decided that the student would be allowed to enter school earlier and 

meet with his teachers who would help him with make-up work. It was also decided that 

the student would hold up his planner as a silent cue to the teacher when he needed to 

leave class. That would inform the teacher that the student had to go to an administrative 

office where he could call his mother to go home or to the therapist. 

Curriculum Teams 

There were 8 curriculum teams. There were 3 math/science and 3 language arts 

grade level curriculum teams. Elective teachers and Magnet teachers formed teams. 

Participants were notified of meeting locations on the CAB calendar. Grade level 

curriculum teams were facilitated by department heads. 

A typical team, the math/science learning community for grade 7, met every 

second Thursday of the month to share best practices regarding curriculum. A teacher 

offered the following, "It was relaxed. It was informal." Another teacher asserted, "I feel 

I have a lot to share." Participants discussed the new pre-algebra text series. One teacher 

asked, "Is everybody still in Chapter I? I'm only on 1.4 and this is really hard for my 

kids." This teacher was using an advanced level book; however, her students were regular 

level. The dialogue led to a discussion of, "What's important in teaching math?" Another 

teacher commented to her neighbor, "Your students told my students .... " Participants 

began to take a closer look at curriculum. 

83 



Through collaboration the group eased the tensions of mandated standardized 

testing. A teacher said, "The curriculum is overwhelming. We have to teach the FCA T 

strands and pre-algebra. We can't teach it all with depth and understanding." Another 

teacher said, "We decided that whatever we teach, to teach well, not everything." 

Another teacher mentioned, "I feel a better sense of how to improve learning." Yet, 

another teacher shared, "We leave these meetings learning new ways to look at 

curriculum. I've changed the way that I teach." Through collegial sharing and support 

participants developed the confidence to experiment and take risks to improve 

instruction. Furthermore, some teachers found it validating. A teacher claimed, "It was 

confirmation for what I know is best practice." Another teacher claimed, "I've become a 

troubleshooter. People come to me for help. It makes me feel good knowing that I'm 

helping." School based curriculum development initiatives were facilitated through the 

collegial working relationships of this emergent learning community. 

Another example of a curriculum team was the language arts/social studies group. 

Language arts/social studies teachers in grades 6, 7, and 8 participated and the 

department head was the facilitator. Issues related to curriculum were discussed. A 

teacher commented, "We brainstormed regarding which novels were best." Another 

teacher said, "We shared ideas for curriculum planning. We enjoyed it." Teachers 

developed support and consensus. 

The language arts/social studies learning community emphasized curriculum and 

instruction of The 6+ 1 Traits for Successfit! Writing. This curriculum aligned with the 

writing rubric in preparation for the state mandated standardized Florida Comprehensive 

Assessment Test (FCAT). The team dealt with tensions arising from high-stakes testing 
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and accountability by focusing team efforts on instructional strategies that would enable 

students to meet high standards in writing on the exam. The team used data in tailoring 

instruction for individual students according to their identified areas of weakness. A 

veteran teacher commented, "I teach them that less is more in writing." Another teacher 

asserted, "These are good writing skills they can use the rest of their lives." 

In this group there was conflict between novice, uncertified, and veteran teachers . 

Novice and uncertified teachers were overwhelmed with language arts curriculum and 

instructional strategies. During these meetings, veteran teachers collaborated with novice 

teachers who were eager to learn best practices from their colleagues. During the process 

of collaboration members discovered common areas of needed professional development 

in language arts curriculum and instruction. They began to sharply define their specific 

needs. Information was shared with administration through minutes, during teacher 

professional conversations with the principal, and during department head meetings. 

Teachers felt empowered to influence curriculum and instruction in meeting the 

challenges of high-stakes testing. 

Student Support Assistance Team 

The Student Support Assistance Team included the guidance director, three 

guidance counselors, the ESE Specialist, the school psychologist, and the school social 

worker. Both the school social worker and school psychologist were itinerant members of 

the School M staff. Professional disagreements, jealousies and the "protection of turf' 

were areas of conflict. The underlying areas of conflict included: work overload, multiple 

demands, and prescriptive bureaucratic mandates compounded by the escalation in 

complexity of cases students presented. Furthermore, the guidance director conflicted 
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with the ESE Specialist regarding duties, responsibilities, and issues related to use of 

space. The ESE Specialist chose not to participate in child study meetings led by the 

guidance director and limited support staff participation in staffings. 

The Student Support Assistance Team was Step 3 in the Collaborative 

Problem-Solving process adopted by the Broward School District when instructional 

strategies utilized by the teacher with a student in need of assistance have not proven 

adequate. The Student Support Assistance Team had a dual function as the Threat 

Assessment Team. The guidance director typically distributed a list with 52 names for 

review at a monthly meeting that lasted under two hours. The three new assistant 

principals were known to submit an additional 10 students for consideration during the 

meeting. 

The guidance director said she was pressured by administration to have students 

with behavioral problems undergo psycho-educational evaluations to facilitate their 

alternative placement. Furthermore, the guidance director was concerned that no Gifted 

testing was being done. The ESE Specialist aligned with the school psychologist in 

assigning a low priority to Gifted testing. The school psychologist shared her dilemma of 

insufficient time available to test the volume of students referred for testing. She was also 

concerned that required paperwork for the referral process was not being completed. 

Furthermore, the school psychologist was concerned that the school was not following 

district procedures with students who make threats. The school psychologist was 

particularly sensitive to threat assessment. She had previously worked in the Colorado 

school district where the incident of school violence erupted at Columbine High School 

several years earlier. 
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A critical incident took place that would transform this group into a dynamic 

learning community. "Protection of turf' gave way to collective thinking. The increase in 

school violence across the country prompted the Broward school district to develop threat 

assessment procedures. Only the psychologist and social worker had received in-depth 

threat assessment training. An out of boundary student who had been admitted through 

microsociety presented a threat to others. The guidance director convened the Student 

Support Assistance Team to assess the threat. 

Teachers and administrators joined the team. The case was presented. All required 

paperwork was completed. Tasks for a follow-up meeting were assumed by participants. 

There was the sudden realization that the guidelines were not specific. Furthermore, the 

school district's Comprehensive Evaluation Process, which entailed the possibility of the 

student's alternative placement, would take time. 

At first, team members began to discuss the case within the framework of their 

own disciplines. Psychological, social work, counselor, exceptional student education, 

teaching, and administrative perspectives began to be shared. Participants began to listen 

closely to each other. Reflection led to inquiry. People began to ask questions to clarify 

perceptions. Members started to increase their respect for the opinions of others. Teachers 

felt safe talking about their unique dilemmas in regard to this uncomfortable and 

potentially dangerous situation. Through subsequent meetings, participants developed 

empathy for one another. Gradually, the assessment team focused on the mutual purpose 

of containing the threat of violence. The team was committed to keeping the school safe 

and free from violence. Through group interaction, support staff, teachers, and 

administrators transformed their collective thinking. The collective energy created by this 
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partnership increased their power and seemed greater than each person's power 

individually. Learning to understand interdependency paved the way for participants to 

develop systems thinking applicable to other situations encountered. Collaboration 

ignited the emergent transformation of power relationships. Support emerged from a 

common problem. The work culture began to adopt a partnership system of power. 

The student in question was eventually placed in an alternative program for 

students classified as Severely Emotionally Disturbed. A higher level of service was 

provided than available in the traditional school setting. 

The team made changes after collectively dealing with this student. Additional 

time was allotted to work and reflect together. The team engaged in dialogue that 

emphasized listening, suspending judgment, and searching for common understanding. 

The group examined assumptions and shared varied perspectives that cleared the way to a 

new kind of collective learning. Furthermore, the small group provided support, a 

sounding board, and professional assistance. Trust had been established. The guidance 

director and ESE Specialist negotiated duties, responsibilities, and use of space. The ESE 

Specialist began to participate in child study meetings and encouraged greater 

participation in staffings. Child study meetings were rescheduled on a weekly basis. The 

referral process to child study was revamped. Furthermore, additional staff training in 

classroom interventions facilitated a sharp decline in the number of cases refened. 

Conversations With The Principal 

Mrs. A was a learning leader who helped School M develop the capacity to learn 

through collaboration. The principal 's open style of leadership fostered collaboration for 

growth and change. Teachers were assigned to specitic conversation groups which met 
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monthly. Her professional collaborations with teachers diminished both principal and 

teacher isolation. Based on conversations in these groups the principal made changes. 

Conflicts regarding scheduling were aired in the conversation groups. As a result, 

the principal initiated the "A" and "B" schedule. Teachers would decide how to adapt the 

curriculum to teach content area strategies. "A" days would be spent in the classroom 

teaching reading. On "B" days students would go to agencies. Ventures would be 

conducted in the classroom. A teacher expressed her relief this way, "It was confusing 

what days we were to do FCA T strategies. We mapped it out. It's more consistent." 

Another teacher commented, "We're such a large school, we had to accommodate by 

doing this." 

Through the regular conversations with teachers, the principal realized she was 

moving too fast. The principal decided to lower the tempo of the dance of change to 

permit meaningful improvement. She realized that whole-school reform was a pathway 

under construction and they needed to proceed with caution and care. 

Mrs. A attacked the barriers to collaboration head on, and made decisions 

collaboratively. The principal provided the leadership to create opportunities for debate, 

disagreement and cooperation to flourish. 

New Innovation Zone 

The new innovation zone was expected to become a learning community. The 

principal spearheaded the creation of a new innovation zone to enrich major players' 

collaboration with parents in the community and colleagues at neighboring schools. It 

represented a change for the betterment of students and micropolitical movement from 
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school to the community level. The principal explained, "We hear what the high school 

wants. We let the elementary schools know what to expect." 

The principal was key to the zone learning community. The principal shared, 

"Tomorrow is our first zone facilitators' meeting downtown with the superintendent. The 

city will be providing an alternative to suspension site at their civic center just down the 

road." This alternative to suspension site would be more accessible to School M students 

and their families. 

In sum, the principal crafted learning communities based on partnership power. 

Cooperation, teaming and networking were encouraged and fostered change in individual 

attitudes, beliefs, and relationships. The School M learning community was developing 

the capacity to cope with complex problems on a routine basis in an effort to achieve 

whole-school reform. 
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Chapter 5 

Conclusion 

This case study investigated the dilemmas of planning and implementing 

whole-school reform from the perception of administrators, teachers, and parents in one 

south Florida public middle school. School M was a sixth through eighth grade middle 

school located in an urban, high-poverty, and high minority zone. The school was 

severely overcrowded with a .· .. udent population of2081 in a school built for 1730 

students. In the 2001-2002, and the 2002-2003 school years, School M received a grade 

of A from the State of Florida's School Accountability Report. 

The total sample of 28 consisted of 9 administrators, 15 teachers and 4 parents. 

Analysis was based on data collected from approximately 40 hours of interviews, 400 

hours of observations, and 72 documents over an 8-month period. 

The analysis manifested three major findings: the principal enhanced the learning 

organization ' s capacity for whole-school reform by balancing tensions and conflicts; 

implementing a high-stakes testing regime and reform design simultaneously contributed 

to teacher overload and reduced the capacity of teachers to implement whole-school 

reform; and learning communities had a pivotal role in fostering collaboration for 

whole-school reform. Based on the above findings, the following three major conclusions 

were drawn from this study: principal leadership is vital to successful whole-school 

reform implementation, the crucial challenge of principals in whole-school reform is 

forging a network of strong relationships within and across staff work teams and the 
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community through the development of learning communities and professional 

development, and, whole-school reform must be balanced with and adapted to the 

accountability system if it is to have a chance of succeeding. 

Principal leadership is vital to successful whole-school reform implementation 

The first major conclusion is that principal leadership is essential to successful 

whole-school reform. The effort to effect whole-school reform of School M by 

purchasing a well-developed, replicable, and well-evaluated model, such as microsociety, 

did not assure success of whole-school reform, as some have claimed (Slavin & Fashola, 

1998a). Microsociety did not, in and of itself, provide teacrers with the tools to transform 

their daily instruction. Adoption of a new idea did not ensure changed practice. The key 

was the principal's leadership and commitment to change, which transformed the culture 

of the school, creating an environment that could support systemic transformation. In 

contrast, the assistance of the team of outside consultants from the model program was 

marginal in its effect. 

Although the philosophy of the model design was attractive, the principal soon 

realized that modifications would be necessary to affect a good fit with a technologically 

oriented school. The principal made tough choices in regard to scheduling, workload, and 

professional development; for example, the principal reconfigured her political, 

managerial, and instructional roles to balance the tension of high-stakes testing and 

accountability. She kept the organization working smoothly and reduced conflict. 

Not surprisingly, the principal was the lead facilitator of change (Fullan & Miles, 

2003). The study mirrors the findings by Kirby, Berends, and Naftel (2001) that principal 

leadership was the most important predictor of whole-school reform implementation. 
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While reconfiguring her leadership role, the principal consistently focused on 

analyzing performance data. This was an effective approach to the improvement of 

instruction and to external pressure for improved performance and was necessary to carry 

out whole-school reform. In dealing with the tensions of whole-school reform, the 

principal mediated the growing disparity between educational policy and the institutional 

structure it was attempting to impact. The principal adapted School M's structure with the 

goal of improving instructional practices for student achievement. 

The principal's crucial role in whole-school change is acting as instructional 

leader for teachers (SUJ· witz and Poglico, 2001 ). This supports research by Fullan (200 ~) 

and Senge (2000). The majority of teachers in School M viewed the principal as a strong 

leader. She faced conflict rather than avoiding it (Deal & Peterson, 1990). The study ties 

with earlier investigations of whole-school reform implementation (Bodilly, 1998); the 

perceptions of leadership in changing culture are vital to reform by those at the school. 

Furthermore, the study confirms Pullan's (2001) argument that the workload for 

principals has been intensified by government policy, parent and community demands, 

technology, and performance based funding. The principal had to pay close attention to 

areas of stress, always looking for a balance of conflicting forces and tension (Ackerman 

& Maslin-Ostrowski, 2002). The principal focused not only on building the internal 

capacity of School M, but also served as conflict mediator between external mandates 

and the internal operation of the school, as Smylie, Wenzel, and Fendt (2003) point out. 

Altering power relationships is at the core of whole-school reform (Demarrais & 

LeCompte, 1990). The principal at School M altered the structure and shared power to 

effect the change in culture and whole-school reform (Bennett, 2003). The principal 
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encouraged open dialogue that facilitated partnership power relationships. Administrators 

and teachers were inspired to develop school-based solutions to challenges. She adeptly 

managed the shifts in power among teachers, parents, and staff, who began to greet 

change as a natural condition, internalizing calmness and confidence. Gradually, systems 

of"power with" replaced traditional practices of"power over." Pockets of powerful 

interdependent learning communities dealt with problems and facilitated change through 

collaboration. A collective energy for change emerged. In this manner organizational 

learning was possible. Sarason ( 1990) posited that lasting and meaningful change is only 

possible in conjunction with changes in power relaticmships in the system. 

The principal's style of leadership emphasized collaboration and empowerment, 

which was critical to successful implementation of whole-school reform. School M's 

positive and proactive micropolitical culture was a response to the principal's facilitative 

and democratic leadership. She facilitated positive interaction patterns between herself 

and teachers. Furthermore, her leadership style affected the ways in which teachers 

related to parents. Her blueprint included the reallocation of resources and building a 

strong work team infrastructure. The principal provided feedback, coordination, and 

conflict management. While engaging in collaborative politics she remained steadfast in 

modeling the school's vision. 

As this study has shown, the principal needs to be the champion of whole-school 

reform. Similar to the studies of Berends, Bodilly and Kirby (2002), the principal was the 

guardian of the vision. She shielded School M from external demands that would have 

interfered with the internal operation of the school, as was also found in the work of 

Datnow and Castellano (2003). 
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The crucial challenge of principals in whole-school reform is forging a network ofstrong 

relationships within and across staff work teams and the community through the 

development of learning communities and professional development 

The second major conclusion is that the crucial challenge of principals leading 

whole-school reform is to build relationships through learning communities and 

professional development. The principal had the competence and courage to structure a 

constellation of powerful, collaborative learning teams within the school that engaged in 

debate, disagreement, and cooperation in order to cope with challenges. The new 

innovation zone vas an emerging opportunity for the principal to forge stronger 

relationships within the community to ensure whole-school reform. The study is 

analogous to Moller and Katzenmeyer' s ( 1996) work that highlights the vantage point of 

principals to help staff succeed in their collective efforts and build a scaffold of trust. 

Learning communities can sustain whole-school reform, as was evidenced in this 

study that chronicled the integration of School M's learning community into the culture 

ofthe school (Lieberman, 1995a). The study echoes the need for schools to become 

learning organizations as highlighted in the work of Senge (2000). In learning 

communities teachers and administrators solve problems together through reflection and 

relationship. The tensions caused by uncertain outcomes were eased. Learning 

communities negotiated conflict and fostered collaboration to solve problems. 

Communication between individuals and groups was enhanced. 

Professional development through learning communities has a crucial role in 

whole-school reform. Professional development programs were designed with the aim of 

providing teachers with opportunities to begin the process of becoming a member of a 
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teacher learning community. The opportunity for peer support, self-reflection, and 

colleagues as trainers was well received because it recognized that teachers have much to 

learn from each other. The principal at School M placed importance on professional 

development, similar to that depicted in work by Newmann and Wehlage (1995) and 

Kirby, Berends, and Naftel (2001), who emphasized a strong link between teacher 

learning and student performance. The importance of professional development in 

implementation of whole school reform highlights a key issue for school change: there is 

an interdependent relationship between personal and organizational growth (Senge, 

2000). 

Teachers are at the heart of educational change (Weatherly & Lipsky, 1977) and 

this includes whole-school change. Work teams organized by the principal, facilitated 

collegial relationships that strengthened human caring and assistance for student 

achievement. As acknowledged in earlier studies, whole-school reform depends, in large 

part, on what teachers think (Fullan, 1999). This is affected by the quality of their 

working relationships (Rosenholtz, 1989). The psychological state of teachers affects 

their willingness to engage in whole-school reform (Fullan, 2001 ). The principal at 

School M facilitated teacher motivation, commitment, creativity, and risk-taking 

behavior. She thanked, commended, and expressed appreciation. The principal supported 

and was pro-active in the professional development and career path of staff. 

The study echoes the work of Donaldson (200 1) in illustrating the principal ' s 

exercise of cultivating leadership. Teacher leadership was encouraged in committees, in 

learning communities, and in classrooms. The principal of School M empowered teachers 

to assume leadership roles in resolving instructional, managerial, and political demands 
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facilitating capacity, coherence, and ownership of whole-school reform. One powerful 

result was that enhanced organizational capacity diminished the impact low 

socio-economic factors had on student achievement (Acker-Hocevar & Touchton, 

2002b). 

Whole-school reform must be balanced with and adapted to accountability system if it is 

to have a chance of succeeding 

Whole-school reform at School M was successful in spite of current federal 

funding priorities that focus on standards, assessments, and pressure to purchase 

pre-packaged, "quick fix" model solutions from outside vendors. Yet, perceptivns of 

rnicrosociety whole-school reform are influenced by FCA T assessments of reading, 

writing, and math, which are narrow in scope. Whole school reform could potentially, at 

the same time, be applauded for student achievement and yet blamed for poor 

standardized testing results. As long as test results are critical, any new model will be 

gauged by numerical test results. 

Furthermore, parent concerns and criticism diminished teacher capacity to 

implement whole-school reform in several ways. It reduced teacher motivation to 

implement microsociety. In a high-stakes testing and accountability environment teachers 

were especially vulnerable to parent disapproval. Implementing microsociety conflicted 

with preparation for mandated standardized test in areas of curriculum, instruction, and 

scheduling. As a result, responding to parental concerns took up much precious time. 

Teachers felt overwhelmed implementing high-stakes testing and microsociety 

simultaneously. 
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Recommendations For Educational Reform and Future Research 

Two major recommendations are drawn from this study: (a) Whole-school reform 

needs to focus on building teacher capacity through professional development that 

enhances teacher support and sense of teacher efficacy; and (b) Future research is needed 

on whole-school reform models. 

la It is recommended that federal and state policymakers reconsider promoting 

high-stakes testing and whole-school reform simultaneously. Educational policy should 

favor whole-school reform models that are based on validated research. The rapid growth 

of whole-school reform designs should be ; ~gulated. Alternative long-term funding 

sources should be developed for enhancing the infrastmcture of schools to bridge the cap 

between educational policy and practice. It is recommended that principals develop 

learning organizations with ongoing professional development. 

lb It is recommended that districts grant schools the autonomy required by the design to 

unleash school capacity. District flexibility would allow schools the opportunity to pursue 

new curriculum, instmctional approaches, professional development, and most essentially 

their mission. Rethinking is pivotal to whole-school reform. Furthermore, a trusting 

relationship between the district and the school is vital. District support through resource 

allocation for whole-school reform is important. Districts must develop policies that 

support whole-school reform and become etched into the district' s culture. District 

support in the form of leadership backing, tmst and cooperation, and school autonomy 

are crucial for whole-school reform. 

2a The study recommends that further research investigate how different 
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whole-school reform models impact whole-school reform. Such an exploration may 

reveal whether different whole-school reform models are related to different leadership 

requirements. This study looked at microsociety; however, there are many model designs. 

2b It is recommended that a longitudinal study be undertaken to follow one school 

through two or more school years of whole-school reform. This should be done to 

examine changes in the model design over time and its contribution to student 

achievement. Greater insight into factors that impede or encourage implementation might 

be revealed. Most importantly, a framework for the examination of whole-school reform 

might e,_J.erge. Such a development would provide greater insight into w:1ole-school 

reform and lessen the tension of FCA T test results. 

In closing, principal leadership is crucial for whole-school reform to be 

successful. School principals can use the power inherent in their role to craft a process by 

which others define and actualize whole-school reform in practice. Collaborative groups 

that are empowered can make decisions in adapting curriculum and instruction and will 

foster teacher ownership that sustains whole-school reform. Partnership power is a way 

of working through the micropolitics at the school level and mediating policy changes to 

positively affect curriculum, the school's operation and access to resources. Partnership 

power promotes collaboration in the school and with the community. Teachers are more 

willing to openly share their practices, noting successes and failures. Principals, in tum, 

can negotiate with the district using their leverage to effect changes in policy. Building 

support at the district level is vital to implementing and sustaining whole-school reform. 

Lessons learned from this investigation will help policymakers and those seeking 

to undertake whole-school reform. Successful change requires that those in leadership 
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positions remain comfortable with the conflict and tension of harmonizing the internal 

needs of the school with external accountability measures. By facing conflict rather than 

avoiding it, leaders move forward head-on to create learning organizations. 

By addressing external mandates through relationships established and efficacy 

that teachers develop, school leaders can forge a network of strong relationships within 

and across staff work teams. Teacher ownership is critical to both implement and sustain 

whole-school reform. 

At the same time, changes to external mandates are an avenue to purse. Often, 

accountability measures are based OL quantitative student test results in reading, math, 

and writing skills on mandated, standardized tests. The results of this study suggest that 

the accountability system could be improved by broadening the focus to include more of 

the public's goals for education. 

Whole-school reform is more than a particular model design. The creation of a 

learning organization is fundamental. Whole-school reform involves changes that occur 

in individuals and how they relate to one another. A confident outlook on external 

accountability demands and the ability to remain comfortable with the tensions, which 

often result from these demands, are a requirement of leadership in schools undergoing 

whole-school reform. That same confidence leads to partnership power and collaboration, 

fostering teacher ownership that sustains whole-school reform in practice, not just theory. 

Leaders must consciously overcome structural and normative barriers to unleash 

knowledge sharing on a co-equal basis within the context of learning communities. 
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MEMORANDUM 

DATE: 

TO: 

FROM: 

January I 6, 2003 

Pat Maslin·Ostrowski, 
Rochelle Abramowitz, 
Educational Leadership, College of Education 

Susan Love Brown, Chair~ ......-.-1-.:..c-LG 

777 GLADFS ROAD 
P.O. BOX 3091 

BOCA RATON, FLORIDA 33431-0991 

INSTITUTIONAL REVIEW BOARD 
Human Subjects Review Committee 

RE: H02·224 "Dilemmas ofPlanning and hnplementing Whole School Reform" 

The Institutional Review Board (IRB) has reviewed the above protocol. Under the provisions for 
expedited review, the proposed research has been found acceptable as meeting the applicable ethical 
and legal standards for the protection of the rights and welfare of the human subjects involved. 

This approval is valid for one year from the above memo date. This research must be approved on 
an annual basis. It is now your responsibility to renew your approval annually and to keep the IRB 
informed of any substantive change in your procedures or of any problems of a human subjects' nature. 

Please do not hesitate to contact either myself (7-2325) or Elisa Gaucher (7·23_18) with any questions. 
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Ms. Rochelle Abramowitz 
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Student Advisory 

DR. FR.-'INK TILL 
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Thank you for submitting your proposal Dilemmas of Planning and Implementing Whole-School 
Reform for consideration by the School Board of Broward County, Florida . Staff has reviewed your 
research proposal and approval has been granted. 

This approval means that we have found your proposed research methods to be compatible with a public 
school setting, and your research questions interesting. Based on the info1mation you have supplied, your 
approval to conduct research will expire on October 30, 2003. If you are unable to complete your research 
by the date indicated, you must contact the Research Services Department. 

Implementing your research, however, is a decision to be reached by the affected principals on a strictly 
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signature and must be provided to each principal of each selected research site. These principals will not 
cooperate unless you provide the "Approval Memorandum" to them. 

Following the completion of your work, please contact me regarding the conm1Llnication of your research 
findings to our staff. If additional assis tance is needed from our staff, please contact me at (954) 760-7439. 

Thank you for your request. 
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Research Services 

cc: Dr. Kathe1ine A. Blasik, Assistant Supe1intendent, Research and Evaluation 



THE SCHOOL BOARD OF BROWARD COUNTY, FLORIDA 
RESEARCH SERVICES 

Telephone (954) 760-7439 

TO: Principals 

CARY SUTTON, Ed.D., 
DIRECTOR 

February 7, 2003 

FROM: Cary Sutton, Ed. D., Directo 
Research Services 

VIA: Verda Farrow, Ed. 
South Central Area ~"'"" ... 

Facsimile (954) 765-8842 
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DILEMMAS OF PLANNING AND IMPLEMENTING WHOLE
SCHOOL REFORM 

Staff has reviewed the research proposal Dilemmas of Planning and Implementing 
Whole-School Refonn 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. 
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participate or not and inform the requesting research parties of the decision. 

VF/COS:dd 

cc: Dr. Katherine A. Blasik, Assistant Superintendent, Research and Evaluation 
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Appendix A 
Consent Form 

Whole-School Reform 

1. Title of Research Study: Dilemmas of Planning and Implementing Whole-School Reform. 

2. Investigators: Dr. Pat Maslin-Ostrowski, Responsible Project Investigator; Rochelle 
Abramowitz; Investigator, Florida Atlantic University. 

3. Purpose: The purpose of this study is to investigate the dilemmas of planning and 
implementing whole-school reform in a middle school from the perception of 
administrators, teachers and parents. 

4. Procedures: Participants will be required to participate in one formal interview 
lasting approximately 1 to 1 ~ hours at a mutually agreed upon time and place. The 
participants will be asked their views of whole-school reform and the roles of 
other participants. Participants will be observed at meetings. 

5. Risks: There will be minimal risk associated with this study. Participants may 
refuse to participate at any time without penalty. 

6. Benefits: Potential benefits include the following: to gain further insight into 
implementation of whole-school reform, to help students reach high academic 
standards, and to assist in professional development. The study will inform policy 
makers regarding whole-school reform. 
You may withdraw from the study at any time without penalty. You may also withdraw 
your consent to have specific excerpts used after viewing the transcripts of the 
tapes without penalty. In case you decide to withdraw, other participants will be 
sought to take part in the study. Your withdrawal will not be noted to anyone 
besides the researchers. 

7. Data Collection & Storage: Your interview will also be audio-taped and transcribed 
by the researcher. Your participation and the participation of your school will be 
confidential and any participants' identification will be restricted for use only 
by the authorized investigators. The only individuals with access to the data 
collected will be the researchers, and the data will not be released in any way 
that will allow your identification without your agreement, unless required by law. 
I will also allow you to review the transcripts of your interviews and let you add 
or delete any material you wish. Audiotapes and transcripts will remain my property 
throughout the course of the research and publication and will be destroyed after 
five years. The audiotapes will be stored in a locked filing cabinet in the 
investigator's home. 

8. Contact Information: For related problems or questions regarding your rights as a 
participant, the Office of Sponsored Research of Florida Atlantic University can be 
contacted at (561) 297-2310. For other questions about the study, you should call 
the principal investigators, Dr. Pat Maslin-Ostrowski at (954) 236-1025 or Rochelle 
Abramowitz at (954) 344-2920. 

9. Consent Statement: In signing this consent form, I agree to participate in the 
research study outlined above. I am 18 years of age or older, and I understand that 
my participation is voluntary. I understand that I am free to withdraw from the 
study at any time. I also understand that a copy of this consent form will be 
provided to me. 

I permit the audiotaping of my interview. 

Signature of Subject: Date: 
Signature of Investigator: Date: 

IRB 
Approval DateE.J/IIJ./o3 
I ltln ... Y 



Appendix C 

Interview Guide For Principal 

School Context: Principal Leadership 

[Planning: Selection] 

1. How did you decide to do whole-school reform at School M rather than some 

other type of reform? 

2. How was the decision made to purchase the micro society reform model? 

3. What is your vision of whole-school reform here at School M? Has the vision 

changc:i since you first adopted the program? 

[Implementation] 

4. What is the role ofteachers in whole-school reform? 

5. What resources are available for implementation? 

6. How is the budget being affected? 

7. What is School M' s involvement with the design team representatives of 

microsociety? 

8. How has the outside vendor provided assistance in securing federal funding? 

9. At what point will you know if the whole-school has been reformed? 

10. How would you characterize the current level of implementation of 

microsociety? 

[Mutual Adaptation] 

11. Has your school changed the microsociety model in any way? Tell me about 

that. 



12. How does the size of the student population here at School M effect planning 

and implementation? 

[District Context] 

13. How has the district supported your whole-school change efforts? 

[School Capacity: Principal Leadership] 

14. Can you describe your role as instructional leader? 

Is your role any different because this is a whole-school change model? 

15. What do you see as dilemmas of whole-school reform? 

16. What effect has whole-school reform had on your professional life? 

[Parent and Community Involvement] 

17. How do you get buy in from stakeholders? 

[Implementation: Standards and Assessments] 

18. How is whole-school reform affecting student achievement? 

[Federal and State Context] 

19. What can you tell me about how the FCAT fits with whole-school reform at 

SchoolM? 



Appendix D 

Interview Guide For Assistant Principals 

[Planning] 

1. How was the model design selected? 

[Implementation] 

2. What is your role in reforming the school? 

3. How does the design team provide assistance? 

4. How does your stude··t population affect whole-school reform? How have you 

accommodated the growth in student population? 

5. How has whole-school reform affected what happens in the classrooms? 

6. What types of dilemmas related to whole-school reform do teachers present? Is 

scheduling planning time an issue? 

7. How is curriculum and instruction being affected? 

8. What role is technology playing in whole-school reform? 

9. What impact is whole-school reform having on teacher/student relations? 

10. How is whole-school reform changing the school's organization? 

11. What is the role of teachers in this reform program? 

12. What effect is whole-school reform having on parent and community 

involvement? 

13. How do teachers learn from one another? 

[Leadership] 

14. How do you handle professional development? 



15. How is instructional leadership provided? 

16. How do you nurture the school culture? 

17. How is the effectiveness of your whole-school reform program evaluated? 



Appendix E 

Interview Guide For Guidance Counselor 

Implementation 

[Planning] 

1. Tell me about your role in preparing for whole-school reform here at School M? 

[Implementation] 

2. How does whole-school reform affect your guidance program? 

3. From your perspective how is whole-school reform impacting student 

achieve:.1ent? From your perspective how is whole-school reform impacti.ng 

student behavior? 

4. What effect is whole-school reform having on parent and community 

involvement? 

5. What problems are you encountering due to whole-school reform? 

6. How is whole-school reform changing the culture of School M? 

7. How has whole-school reform affected guidance professional development 

activities? 

8. From your perspective how is whole-school reform affecting FCAT scores? 



Appendix F 

Interview Guide For ESE Specialist 

[Planning] 

1. How did you prepare for whole-school reform? 

2. How did site visitations assist in planning whole-school reform? 

3. What is your role in reforming the school? 

[Mutual Adaptation] 

4. How is the design model being adapted? 

[Implementation] 

5. What problems are you encountering? 

6. How are you involved in professional development? 

7. How are instructional strategies being affected? 

8. How does whole-school reform affect exceptional student education? 

9. How have the design team trainings influenced success of whole-school reform? 



Appendix G 

Interview Guide For Teachers 

[Implementation: Instructional Strategies] 

1. Tell me about your role in whole-school reform here at School M? 

2. How does whole-school reform affect your instructional practices? 

[Mutual Adaptation] 

3. Has the microsociety reform model been changed in anyway by your school? If 

so, could you tell me how? 

[Implementation: Resources, Design Team Assistance] 

4. How do you view the current level of school resources needed to implement 

whole-school reform in regard to the following: a) materials, b) professional 

development, c) time for planning, and collaboration; d) a mentor to advise and 

provide ongoing support, e) technology, and f) funding? 

[Federal and State Context] 

5. How has state-testing affected your teaching relative to microsociety? 

6. How does microsociety's alignment with district accountability affect your 

instructional strategies? 

[School Context] 

7. What challenges are you facing in implementing the microsociety program? 

[Principal Leadership] 

8. How has whole-school reform affected collegiality for you? 

9. How does the principal communicate what is expected of teachers regarding 

school reform/microsociety? 



10. How does the principal support and encourage parents to take a leadership role? 

11. How does the principal communicate with you regarding instructional practices? 

12. How does the principal support the professional development of teachers? 

13 . How does being a teacher involved with whole-school reform compare with your 

past teaching experiences? . 



Appendix H 

Interview Guide For Curriculum Specialist, Language Arts Specialist, Magnet 

Coordinator, and Media Specialist 

[Planning] 

1. How did you prepare for whole-school reform? 

[Implementation] 

2. How does whole-school reform affect your role? 

3. How has whole school reform affected collegiality for you? 

4. What challenges are you facing? 

5. How has student mobility affected implementation of whole-school reform? 

6. What is your view of principal leadership in whole-school reform? 

7. How do you view the principal as the instructional leader? 

8. How has the principal been supportive of you? 

9. In what way does the school curriculum emphasize preparation for and relevance 

to the world of work? 

10. How has the state-testing regime affected your teaching strategies? 

11. How has standardized testing affected curriculum? 

12. How do you view the school resources needed to implement whole-school reform 

in regard to the following: a)materials, b)professional development, c)time for 

planning and collaboration, d) a mentor to advise and provide ongoing support, 

and e )technology? 

13. How has your schedule been affected? 

14. How has parent and community involvement been affected? 



[Leadership] 

15. How have teachers exhibited leadership? 

16. What can you tell me about the culture of the school? 

17. How have content and performance standards been affected? 



Appendix I 

Parent and Community Involvement 

[Other Factors: Community Context] 

Interview Guide For Parents 

1. What grade is your child in? 

2. Tell me about your involvement with your child' s classroom? 

3. Tell me about your involvement with your child's school? 

4. How does the principal support and encourage parents to take a leadership role? 

5. How do you think whole-school reform is affecting your child's performance? 

6. What problems have you encountered with School M? 

7. What makes this school unique? 



Open House 

1. Location in school 

2. Room set up 

3. Number in attendance 

4. Sign in sheets 

Appendix J 

Observation Guide 

5. Description of those in attendance 

6. Student participation 

7. Content of handouts 

8. Content of presentation 

9. Was it thorough? 

10. Questions posed 

11. Parent perspectives 

12. Day and time: was it conducive to attendance? 

13. Rapport with audience 

14. Nature and amount of teacher contact with parents 

15. Nonverbal interaction (kinesics, proxemics, appearance) 

16. Length of program 

17. Use of technology 

18. Number of teachers present 

19. Administrators present: their part in and relationship to the program 



Staff Trainings 

1. Day and time 

2. Location in school 

3. Length of session 

4. Aim or substance of training 

5. Physical location-where seated in relation to one another 

6. Use oftechnology 

7. Questions asked 

8. Training materials: ,'ontent of handouts and presentation 

9. Content of feedback: positive/negative/concerns 

10. Was there rapport? 

11. Who was conducting the training? 

12. Collaborative groups 

Micro Periods 

1. How is space allocated? 

2. Use of technology 

3. Student activities 

4. Grade of participants 

5. How is space allocated? 

6. Length of period 

7. Number of participants 

8. Description of participants (sex, disabilities) 

9. Documents/artifacts 



1 0. Are students engaged? 

11. How they get along with each other and the teacher 

12. Process (whole group, small groups, individualized, one-to-one 

13. Transition 

Management Team Meetings 

1. Substance of meeting 

2. Title/role of participants 

3. Use oftechnology 

4. Was there rapport? 

5. Questions asked 

Leadership Team Meetings 

1. Content of meeting 

2. Length of meeting 

3. Description of those in attendance 

4. Title and role of participants 

5. Was there rapport? 

Teacher Lunchroom/Lounge 

1. Description of teachers present 

2. Content of discussion 

3. Questions/concerns expressed 



Appendix K 

List of Documents Reviewed 

1. School district contract with Microsociety 

2. Sunshine State Standards Assessment Component 

3. School and district Websites 

4. Annual Performance Evaluation Report 

5. Florida School Recognition Program A+ Money 

6. Proposed Plan for the North Area Choice Zone 

7. AlP and Promotion Cri~ <'ria Procedural Guidelines 

8. School Improvement Plan 

9. Master schedule 

10. Instructional Staff Needs Assessment Survey 

11. Staff Development Plan 

12. Question Summary: What Bugs Me? What Can Be Done Now? 

13. Design team training materials 

14. Microsociety Leadership Team Meeting Agenda 

15. Department Head Meeting Agenda 

16. Elective Wheels and Transitions 2002-2003 

17. School Advisory Council Minutes 

18. Parent Workshop FCAT Summing Up 

19. Parent Needs Assessment Survey 

20. Open House Handouts 

21. PTSA Meeting Agenda and Treasurer's Report 
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Document Analysis Guide 

Date: Document Source: 

Document Title: 

Date ofPublication: 

Description ofDocument and Content: 

Significance or Importance: 

Relation to dilemmas of whole-school reform and/or role groups : 

Supplied by: 
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