Collective Inquiry Response

1

A Collective Inquiry Response to High-Stakes Accountability

Dr. Nazanin Zargarpour
Executive Director, Institute at Indian Hill
Research Assistant Professor, School of Educational Studies
Claremont Graduate University

Submitted to the California Educational Research Association (CERA)
as a recipient of the Distinguished Paper Award

November 2005

© Copyright by Nazanin Zargarpour 2006 edreform@zargarpour.com



Collective Inquiry Response
2
ABSTRACT

This study examined the practices of schools that demonstrated remarkable growth in
student achievement in response to high-stakes performance accountability, despite a
legacy of low performance and challenges of high-poverty, high-minority, and high
English learner populations. Three schools were selected based on demographic criteria,
growth in academic achievement, and stability in leadership. Interviews, observations,
and document reviews were conducted in a descriptive, holistic, multiple-case study
research design. Data were analyzed quantitatively and qualitatively. Findings
confirmed the importance of Shared Purpose/Focus on Results, Data Use,
Collaboration, Professional Development, and Leadership, as emphasized in the
literature on school improvement, and identified three additional practices—District
Direction/Support, Parent Involvement, and Expectations/Success Culture. Subpractices
further defined focus and scope. Collective inquiry operationalized and integrated the
practices in a spiral of continuous improvement. Six characteristics of collective inquiry
were identified, with elements of practice, sample protocols and tools. The role of
leadership was redefined as sustaining and supporting collective inquiry teams with
commitment to the reform vision. Implications for school reform included a conception
of internal accountability as a network of aligned and interdependent collective inquiry
teams serving school performance goals. Two factors determined success: (1) degree of
alignment of collective inquiry networks with external accountability systems— federal,
state and district, and (2) inclusion of all school community members. The latter
engendered a broader base of shared vision, commitment and shared leadership,

resulting in continuous improvement of inputs, processes, and outcomes.
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INTRODUCTION

The policy environment in education has changed from compliance
accountability to performance accountability. This study examined and explored
successful cases in which the internal response of local education systems to the
changes in external accountability led to high levels of growth in student achievement.

This paper summarizes the methods utilized in the study as well as the main
findings from the study. The paper establishes the context and background of the
problem, briefly reviews the main findings from research literature associated with both
external accountability and internal accountability responses, discusses the purpose and
research questions that guided the study, describes the methods employed, present the
main findings, and discusses conclusions from the findings along with key implications

for practice and research.

Background, Purpose, and Value

This section sets forth a brief introduction to the background and purpose of the

study and discusses the value of the study for school leaders and researchers.

Background

Education is undergoing a quality revolution. Input-based, compliance
accountability measures have given way to output-based, performance accountability
policies. Moreover, consequences are attached to failure in response to these policies.
These consequences range from moderate inconveniences to high stakes that impact the

professional and personal lives of education practitioners and students alike.
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Reputations, job security, financial disincentives, public scrutiny, opportunities for
advancement, and various levels of corrective action hinge on the quality of
performance as measured by student achievement outcomes on standardized tests.

The high-stakes, performance accountability movement in education is a
response to broader, external market forces that are designed to break down traditional
practices and drive quality improvement (Walsh, cited in Wilkinson & Willmott, 1995).
Likewise, the performance accountability forces that shape today’s educational policy
arena form the external market forces to which local education systems must respond
internally if they are to succeed and thrive. Therefore, districts and schools are faced
with an urgent need to understand the implications of external accountability for school
reform and to implement processes for school reform that mobilize, manage, and sustain
continuous improvement of performance outcomes.

Moreover, the accountability systems in education are in a continual state of
flux, as each level of policy—state and federal—responds to its external environment.
Local education agencies, therefore, need a framework for reform that can enable and
sustain the ongoing alignment of their internal accountability systems with the changing
mandates of the external systems that dictate their focus and goals. According to W.
Edwards Deming, one of the leading contributors to the management of systems that
create and sustain productive change, “You can’t manage quality—quality is an output.
You can only manage systems” (cited in Shwahn & Spady, 1998, p. 85).

The literature on professional learning communities offers a dynamic framework

for continuous improvement of performance processes and outcomes in systems of

© Copyright by Nazanin Zargarpour 2006 edreform@zargarpour.com



Collective Inquiry Response

5

education. “The most promising strategy for sustained, substantial school improvement
is developing the ability of school personnel to function as professional learning
communities” (DuFour & Eaker, 1998, p. xi). At the heart of this framework is the
process of collective inquiry, in which practitioners work collaboratively, using data-
driven reflective dialogue, to make decisions that improve teaching and learning.

In education organizations that were built on a top-down linear production
model, the practices and processes implied by the systemic approach of the professional
learning community framework often run against the grain of entrenched routines and
beliefs. As a result, school practitioners often find themselves trapped in repetitive
cycles of seduction and abandonment that result from limited, quick-fix reform
approaches that do not address or engage the entire system of the organization. The
challenge for school leaders is to engage in a learning mode that transforms the
practices, beliefs, and structures of the school and mobilizes all of its resources in

processes of collective inquiry that result in a spiral of continuous improvement.

Purpose

In an era of education reform, when schools are being held accountable for high
levels of growth, with social, political, and financial stakes attached to their successes
and failures, and with schools, school leaders, and even students being impacted by
these stakes, this study began in a relatively large school district in California. The
study was motivated by a simple question: What works in school reform? Stated more
specifically: What are successful school improvement practices in challenging settings

such as those that face many schools in poverty-stricken neighborhoods?
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These schools confront the challenges of high stakes accountability against
formidable obstacles presented by poverty, obstacles that schools in more affluent
neighborhoods do not have to face. Schools in areas of poverty tend to serve students
with low parent education levels, fewer educational resources at home, challenges with
English as a second language, lower academic prior knowledge, and, consequently, low
academic performance.

These challenges, though real, are surmountable. Therefore, this study engaged
the literature on school improvement that explored practices that led to high levels of
growth in student achievement in traditionally low-performing schools with high-
poverty and high-minority demographics. The purpose was to explore how these
schools achieved growth despite their formidable obstacles and to identify the factors

that led to successful school improvement.

Value

The study aspired to be of value to both practitioners and researchers in
education by going beyond the mere identification of indicators for growth. Rather, the
study aspired to examine both research and practice to determine how schools and
districts in today’s high-stakes performance accountability environment might
implement internal accountability systems that respond appropriately, successfully, and
sustainably to the external accountability mandates in education reform.

The study explored and documented the literature on school improvement to
identify practices, protocols and tools that have demonstrated success in impacting high

levels of growth in school performance. Additionally, the study was motivated by the

© Copyright by Nazanin Zargarpour 2006 edreform@zargarpour.com



Collective Inquiry Response

7

challenge of identifying practices that sustain continuous improvement and that succeed
despite the formidable obstacles that face many schools in the nation today—years of
low performance, high-poverty and high-minority demographics, and high populations
of English language learners. The goal was to be of value and use to the research and
practice of continuous school improvement by examining and describing in detail the
successful reform practices of schools that demonstrated the capacity to sustain growth
in student achievement over time and in the face of low performance and demographic

challenges.

SUMMARY AND IMPLICATIONS

The remainder of this paper presents the most salient aspects of the study in
summary and discusses implications of the findings for practice as well as for future

research.

A Summary of the Study

This section summarizes the most significant elements of the study. It begins
with the salient points from the review of literature and proceeds to set forth the
research questions that resulted from this review and subsequently shaped the study.
The methods used to answer the research questions are also delineated in this section,
followed by the key findings that resulted and implications for practice and future

research.
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The Review of Literature

The review of literature began with a brief look at the standards movement as
the preamble to a more thorough exploration of the accountability movement that
ensued. The discussion distinguished between compliance accountability policies of the
past and the performance accountability requirements of newer policies. It defined
terms such as compliance-based or input-driven accountability, performance-based or
results-driven accountability, external accountability and internal accountability. It
explored the stakes associated with high-stakes accountability policies, reviewed the
most important of these policies in the landscape of California’s educational
accountability system, discussed some of the assumptions behind such policies, and
provided arguments for and against the policies as set forth in the literature.

This discussion of high stakes accountability policies, presented as the external
system within which schools must survive and urgently learn to thrive, provided a
framework for presentation of the literature addressing internal accountability systems.
Internal accountability systems were presented as a school’s internal response to the
external requirements of high-stakes, performance-based accountability policies. The
concept of dissipative structures from systems theory (Wheatley, 1994) provided an
analogy for how accountability policies may be used to leverage urgency and mobilize
change within a school or school district. The question remained: How might school
leaders implement an internal accountability system that leads to sustained growth in

student achievement?
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The literature indicated that the internal system must foremost be aligned with
the requirements of the external accountability system. However, as these policies are
often changing continually, how would this be possible? This critical question led to
further research into a theoretical and practical framework for school improvement that
would enable and support the creation of an internal accountability system that sustains
continuous growth in the quality of performance with the flexibility and fluidity to
respond to the ever-changing external accountability environment. The search led to the
professional learning community as a theoretical and practical framework for
continuous improvement of quality in schools in an environment of performance
accountability.

Thus, the characteristics of professional learning communities were explored
and presented as successful practices in sustaining school improvement in a high-stakes
environment. Care was taken to focus the research on studies that explored practices in
low-performing, high-poverty, and high-minority schools that had demonstrated high
levels of growth in student achievement. The practices that emerged from the literature
review were categorized as follows:

o Shared Purpose / Focus on Results
o Data Use

o Collaborative Teams

o Professional Development

o Leadership
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In a learning community framework, these practices were operationally
interrelated and interdependent as elements of a cohesive system of internal
accountability. For example, Shared Purpose / Focus on Results was the motivating
force in all of the other practices identified above. In the research literature, it was
frequently identified as part of the practice of Leadership, because it was the role of the
leaders to promote the creation of shared purpose and to help maintain focus on results
toward the fulfillment of that purpose.

In this study, Shared Purpose / Focus on Results was categorized as a distinct
element of practice; however, it was also defined as a subcategory of Leadership.
Likewise, Data Use enabled and informed all of the other practices in the professional
learning community framework, giving them direction and focus. Data Use was the
engine that drove the work of teachers in Collaborative Teams, that guided the focus of
Professional Development, that informed the vision and direction in Leadership, and
that unified practitioners around a Shared Purpose and Focus.

The practice of using data in collaborative teams to focus and improve teaching
and learning was referred to as collective inquiry. Collective inquiry formed the thread
connecting the professional learning community practices to one another in a cyclical
process of action and reflection that led to continuous improvement. Collective inquiry
was energized by Shared Purpose and a Focus on Results. It was driven by Data Use
and implemented in Collaborative Teams, with the committed support of Leadership. It
embedded Professional Development for the continuous improvement of practices and

outcomes.
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The findings from review of the literature led to several questions. How might
these practices compare with leaders’ experiences of the process of growth in schools
with similar circumstances? What might leaders describe as the most important
practices contributing to growth in their schools? Finally, how would these interrelated
and interdependent practices be operationalized in the process of collective inquiry?
What would the process look like in practice? These inquiries were formalized in two
research questions that guided the scope, focus, and methods of the study. The research
questions were designed to transcend theory and to identify and describe in detail how

successful practices can be operationalized effectively in schools.

Question 1

To what extent were the practices that leaders (principals and lead teachers) in
low-performing, high-poverty, high-minority, high-growth schools perceived as
instrumental in their growth consistent with the professional learning community

literature?

Question 2
In what ways were the collective inquiry practices of school practitioners

operationalized in collaborative teams in these high-growth schools?

Methods
This section summarizes the population description, the case selection criteria,
and the research and analysis methods employed in the descriptive, holistic, multiple-

case study design that comprised this study.
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Population

Among the many districts in California implementing school reform to meet the
requirements of the state’s accountability system, one school district was identified
based on its record of growth in academic performance against the challenges of low-
performance in high-poverty and high-minority schools. The demographics for the
district demonstrated a growing population that consisted of over 90% minority
students, nearly 70% socioeconomically disadvantaged students, and approximately
50% English Learners.

The district was also selected for the study because it was implementing a theory
of action based on professional learning community practices. The theory of action
integrated three key components of education—curriculum, instruction, and
assessment—in a shared, focused and articulated system of delivery aimed at improving
student achievement. It had at its core the practice of collective inquiry which is central
to the professional learning community framework. Collective inquiry was implemented
at the district level in the data-driven work of the Instructional Services team, the
Cluster Leadership team, and the Cluster Meetings that brought together geographically
approximate schools for collaboration toward the continuous improvement of practices
and outcomes. At the school level, the Data Action Teams and grade level or

departmental collegial teams carried forward the collective inquiry practices.
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Case Selection Criteria

Within the school district, a rigorous case selection process led to the
identification of three schools for participation in the study. The criteria for case
selection follow:

o Highest API growth in the district over 4 years (1998-2002)
o Growth of at least 100 points over the 4 years

o Low-performing school in 1998 (baseline API under 500)

o Met API schoolwide and subgroup targets at least last 2 years
o Consistency in principal leadership from 1998 to the present

o Consent of the principal to participate in the study

Research and Analysis Methods

The two questions of the study led to a two-phase process for data collection and
analysis. The subsections below summarize the research and analysis methods

employed in each phase to answer the research questions.

Phase 1: Research Question 1.

In the first phase, interviews were conducted with principals and lead teachers
from each of the schools to address the first question of the study. The principals were
interviewed individually, and the lead teachers were interviewed in three separate focus
groups, each consisting of the Leadership Team at one of the participating schools.
Leadership Teams were comprised of the grade level leaders, Data Action Teams

members, resource teachers, and other lead teachers at the school. The interviews
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followed the same protocol and focused on the first research question of the study:
What practices did school leaders identify as having led to growth at their schools?

It is important to note that, while the research-based practices identified through
the literature review in this study were implemented in the district and were guided and
supported by the division of Instructional Services, at the onset of this study the
practices had never been identified or presented to the schools as individual components
of successful school reform. Nor were the practices presented to the schools collectively
as “professional learning community” practices. Rather, the practices were merely
modeled and implemented along with a number of other school reform strategies
implemented throughout the district.

Therefore, the open-ended questions in the interview protocol gathered the
opinions and experiences of leaders without limitation or influence (see Appendix A for
the list of main interview questions). These data were coded and analyzed using
computer-assisted qualitative data analysis software. The coding scheme was developed
through a dual approach. The first approach consisted of deductive coding based on the
findings of the literature review, while the second approach identified additional
practices and themes for coding inductively from the content analysis of the interview
data themselves.

This dual process of coding allowed for the identification of practices and
themes that had not been identified in the literature review but that emerged solely from
the analysis of school interview data. In addition, the coding scheme included base

coding that provided for case-based analysis of the data. Great care was taken in the
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coding process to maintain consistency across all documents coded, and several
iterations of the coding process were applied to all documents to ensure accuracy in
coding.

The coded text units were then analyzed to determine the frequency and
intensity with which concepts and practices were discussed by school leaders in the
interviews. Distribution analyses were conducted to produce scales of relative
importance for the report of findings.

Additional qualitative analysis of data was also conducted to provide depth of
meaning, examples, and clarification to the quantitative findings. The qualitative results
were analyzed by school and were reported in conjunction with quantitative findings for
each school in case-based findings. Practices unique to each school were analyzed and
highlighted. The case-based analysis, which combined quantitative and qualitative
methods, provided a bridge to the analysis and presentation of the finer nuances of

practice in the collective inquiry work of teachers in collegial meetings.

Phase 2: Research Question 2.

The second phase of the study triangulated data sources to report findings
regarding the operationalization of collective inquiry practices in schools. The main
data source for this phase consisted of observations. A detailed collective inquiry
observation tool was developed for this phase of data collection, based on extensive
research of the literature on collective inquiry (Collective Inquiry Tool available on
file). This indicator-based tool provided an in depth checklist of elements of practice in

collective inquiry, organized into four main strands of practice. It also allowed for
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narrative documentation of observed processes, practices, protocols, behaviors, and
relationships.

Observations were conducted in seven different collegial meetings across the
three high-growth elementary schools in the study. Specifically, data were collected and
documented in six grade level meetings, spanning both primary and upper grades, and
one Data Action Team meeting. These data were analyzed both quantitatively and
qualitatively to report the frequency of each of the elements of collective inquiry
observed and to capture the details of practice as observed in the field.

In addition, interview data from phase 1 of the study were analyzed with focus
on the implementation of collective inquiry practices. Excerpts from relevant text were
used to elaborate, clarify, and provide further details regarding the collective inquiry
practices observed. Archival records from the schools and from the specific team
meetings observed were also utilized in this phase of the study. Records such as
agendas, protocols, and products from the meetings provided graphic representations of
practices, processes, and outcomes in the collective inquiry work. The results were

presented in aggregate form.

Findings
This section highlights the main findings of the study in response to each of the

research questions.
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Research Question 1: Relation to the Literature

The first research question explored the relationship between successful school
reform practices derived from the professional learning community literature and
practices that school leaders in high-growth schools identified as having been most
important in their process of growth. A combination of quantitative and qualitative
analysis methods were used to answer the following questions:

o Did the school data validate all of the practices derived from the literature?

o Did additional practices not identified in the literature emerge from the school
data?

o Which practices emerged as most important according to school leaders?

o What was the relative importance of the practices, as perceived by leaders?

In the subsections that follow, the findings associated with each of the bulleted
questions are summarized and synthesized. Thus, the core findings are presented along

with conclusions from cross-examination of the findings.

Did the school leader data validate the practices from the literature?

The findings from quantitative analysis of the interview data validated all of the
practices derived from the literature on successful school reform, particularly,
professional learning community literature. Thus, the null hypothesis of this research
was negated. Moreover, qualitative content analysis of the interview data provided
greater focus and definition for the practices originally derived from the literature. As a
result, some of the practices were renamed, with subtle differences that tightened and

focused the understanding of each practice. Table 1 provides a comparative view of the

© Copyright by Nazanin Zargarpour 2006 edreform@zargarpour.com



Collective Inquiry Response

18
five original practices derived from the literature and the corresponding five practices
that emerged from analysis of school leader interview data. The changes that resulted
are italicized in the right-hand column of the table for reference.

Table 1. Practices From the Literature Validated By School Data

Practices derived from the literature Corresponding practices from the schools
Shared purpose/Focus on results Shared purpose/Focus on standards

Data use Data use

Collaborative teams Teacher collaboration

Professional development Professional development

Leadership Leadership

Shared Purpose/Focus on Results was changed to Shared Purpose/Focus on
Standards to reflect the intensity of focus on the California content standards
demonstrated by the school leaders as they aligned their internal accountability systems
with the state’s external accountability requirement of grade level mastery of the
California standards. Collaborative Teams was changed to Teacher Collaboration to
signify more closely the central role of teachers in the collaborative process at the

school level.

Did practices not identified in the literature emerge from the school data?

School leaders identified three additional practices as having been important in

the process of school reform:
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o Parent Involvement
o Expectations/Success Culture

o District Direction/Support

Parent Involvement was expressed by leaders at the schools to have been among
the practices leading to improved student achievement. While parent involvement is
addressed in the literature on school improvement as an important and successful
practice, typically it is not listed among the core practices of professional learning
communities. In this study, Parent Involvement emerged as an important, central
element of successful school reform in a learning community framework.

Moreover, Parent Involvement was redefined as an embedded practice of the
process of collective inquiry, distinguishing it from traditional top-down, event-based
approaches to parent involvement that had as their goal the mere transfer of information
and/or skills. In this view of Parent Involvement, it was the responsibility of school
leaders to help empower and engage parents as fellow learners in the process of
collective inquiry. Thus, parents learned to practice collective inquiry—using data to
help identify needs and improve practices at school and at home to improve student
achievement. As a result, parents gained ownership and responsibility in the reform
process, becoming active agents in building, strengthening, and sustaining the internal
accountability systems of the school.

Expectations/Success Culture is frequently cited in the literature as a

prerequisite to school improvement and is set forth as the responsibility of the school
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leader to establish. This factor, therefore, was not included in the study as a main
practice; it was instead incorporated as an element of Leadership. However, analysis of
the interview data led to a new understanding of Expectations/Success Culture as a
main practice that was essential to and permeated all of the other practices of school
improvement. Expectations/Success Culture was the motivating force behind the work
of collective inquiry and, as such, was the responsibility of all practitioners, not just the
school leader, to implement.

District Direction/Support was the third practice that was added to the original
list of successful school improvement practices. It must be noted that District
Direction/Support represented the instances in which leaders made explicit attribution to
district influence in the practices at their schools; it did not measure the actual influence
of district direction and support in the schools. This distinction was important to
implement because Question 1 measured the perceptions of school leaders about
practices that led to growth. Thus, through careful attention in the coding process,
attribution to District Direction/Support was coded, while actual direction and support
from the district was noted elsewhere. The results for District Direction/Support led to

one of the main findings of the study and are discussed in the subsection that follows.

Which practices emerged as most important according to school leaders?

Seven of the total eight practices identified in the study were found to be among
the Most Important indicators of growth, as measured using the Scale of Relative
Indicator Importance. All five of the indicators derived from the literature were among

the seven Most Important practices. In addition to the five practices from the literature,
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two of the new practices that emerged from the data were in the Most Important range:
Parent Involvement and Expectations/Success Culture.

District Direction/Support was the only indicator not identified in the Most
Important range. However, as explained above, this indicator was coded only in
instances when interviewees made direct attribution to district influence in their school
practices. By contrast, the references made by these leaders to practices that resulted
from district influence, albeit without attribution, were far greater than that which was
measured by District Direction/Support. This distinction between attribution and actual
impact in District Direction/Support was a very important finding of the study, for it led
to the following conclusions:

1. Direction and support from the district, particularly the Division of Instructional
Services, greatly influenced the practices that led to success at the schools.

2. District initiatives had permeated the schools to the extent that schools
expressed ownership of these initiatives as practices that were integrated into the
very culture and identity of the schools.

3. The high-growth schools had the readiness to assimilate district direction and
support because they had already begun to align their internal accountability

systems with external accountability measures.

What was the relative importance of the practices as perceived by leaders?

The relative importance of the eight main practices was measured using the
Scale of Relative Indicator Importance and the more specific scale, Distribution of Most

Important Indicators. The results were discussed overall and by case. Additionally,
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within each presentation of findings, results were analyzed and discussed by respondent
groups—Lead Teachers and Principals. This subsection presents the salient findings.
Table 2 presents the findings regarding the relative importance of the main
practices overall. The table synthesizes the various measures of relative importance that
were used in the study to elaborate on the findings: rank order, in column 2 (C2);
percentage of total interview text, in column 3 (C3); placement on the Scale of Relative
Indicator Importance, in column 4 (C4), and value on the Distribution of Most

Important Indicators, in column 5 (C5).

Table 2. Relative Importance of the Indicators

Rank % of o Distribution
. . Relative importance

Main practices order  text (ca) value

(C2) (C3) (C5)
Leadership 1 32.9% Most important Highest
Sl [LifposFeeLe ol 2 19.2% Most important 2" highest
standards
Teacher collaboration 3 17.1% Most important 2" highest
Data use 4 9.9%  Most important 3 highest
Parent involvement 5 8.7% Most important 3" highest
Expectations/Success culture 6 7.8% Most important 4™ highest
Professional development 7 6.4% Most important 4" highest

T Somewhat
0,

District direction/Support 8 1.7% important n/a

Note. Highlighted indicators form the central practices of collective inquiry, with

Leadership and District Direction/Support providing direction and support.
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Leadership claimed the highest proportion of the interview text, rendering it the
only indicator to be valued in the Highest category on the Distribution of Most
Important Indicators for the overall findings. Moreover, Leadership ranked first in
importance for both respondent groups—Principals as well as Lead Teachers. The role
of the leaders was essential in establishing a vision for school reform and in supporting
all of the other main practices toward the fulfillment of that vision.

Furthermore, subcategory findings for Leadership helped to define the
successful practice of leadership in the context of school reform within a professional
learning community framework. Lead Teachers and Principals collectively defined
successful leadership, in order of importance, as one that provides a strong
Vision/Direction/Focus for school reform, demonstrates Commitment to Change in the
implementation of that vision, provides knowledgeable direction as an Instructional
Leader, models inquiry in Lead Learner roles, empowers others by being Supportive of
Teachers, bases decisions on ongoing and focused Data Use/Monitoring, Allows
Autonomy in the work of teachers, and holds central the work of the Leadership

Team/Data Team.

Summary of conclusions from Question 1.

Thus, the findings from Question 1 formed an overall picture of interactive and
interdependent practices that together led to improved student achievement. School and
district leadership, which merged with almost blurred boundaries indicating remarkably

close collaboration, together supported the implementation of the remaining practices,
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shaded in Table 2. These practices, in turn, converged in the process of collective
inquiry which was the engine of change in the schools.

The schools in the study were able to assimilate the direction and support
provided by the district toward meeting their goals because they had already begun to
align their internal accountability systems with the external accountability requirements
of the state, focusing on the California standards and accepting responsibility for
student learning of the standards. They had already moved from urgency to agency in
response to the accountability mandates.

The findings from Question 2 are set forth in the section below. These findings
describe the process of collective inquiry as operationalized in the case study schools
and provide best practices and next steps as identified through observations, interviews,

and archival records.

Research Question 2: Operationalization of Collective Inquiry Practices

All of the Most Important practices from Question 1 of the study converged in
the process of collective inquiry which was the engine of change in the case study
schools. The most interesting findings regarding collective inquiry with relevance for

both research and practice are presented below.

Distinguishing features of collective inquiry.

One of the findings from the interview data was the great importance of Teacher
Collaboration. This practice comprised 18.5% of the Lead Teacher interview text,

ranking second only to Leadership in importance, and 16.1% of the Principal
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interviews, ranking third, after Leadership and Shared Purpose/Focus. Several key
points of practice were identified during content analysis of the Lead Teacher interview
data regarding the collaborative work of teachers in grade level teams. These key points
distinguished teacher collaboration in the study schools as a process of collective
inquiry rather than mere planning meetings or discussion sessions. The distinguishing

features of inquiry-based teacher collaboration are presented in Table 3.

Table 3. Distinguishing Features of Teacher Collaboration

Collaborative meetings were driven by questions—“How can we get these
skills across to these kids to get to the mastery level?”

Questions, in turn, were driven by a common goal—improving student
achievement to the level of mastery of the standards;

3 | Interim assessments were used to monitor progress toward this goal;

Analysis of data guided the inquiry process, “identifying what we need to do”

Actions were taken based on brainstorming and sharing of best practices for
classroom instructional strategies, and

6 | The entire process was strongly supported by school leaders.

Six strands of practice.

In addition to the points of practice that distinguished collaborative meetings, six
strands of practice defined the work of teachers and administrators within these
meetings. These strands of practice, as presented in Table 4, were identified through a
thorough review and synthesis of the literature on collective inquiry. Each of the

strands, in turn, contained several elements of practice, also derived from the literature.

© Copyright by Nazanin Zargarpour 2006 edreform@zargarpour.com



Collective Inquiry Response

26

Table 4. Six Strands of Practice in Collective Inquiry

Focus on student achievement / Results-driven
Data use

Reflective dialogue

Group dynamics

External structure

Leadership support

OB IWN| -

Note. Highlighted strands were included in the observations.

Observation results.

Of the six strands of practice identified as essential to the process of collective
inquiry, four were readily observable in collaborative meetings: Focus on Student
Achievement/Results-Driven, Data Use, Reflective Dialogue, and Group Dynamics.
These four strands, along with their elements of practice, were developed into the
Collective Inquiry Observation Tool which was then used to collect data from seven
different collegial meetings across the three case study schools.

The results were reported by strand with frequencies and percentages depicting
the prevalence of each element of practice within the strand. These findings shed light
on the order of implementation involved in operationalizing the practices and
underscored areas of practice that required more advanced skills. Further qualitative
data from the narrative portions of the observation tool and archival records helped to
clarify and elaborate on the findings.

The findings highlighted best practices in collective inquiry, in the four main
strands. These practices are synthesized in Table 5, presented in two categories—

common best practices and more advanced best practices—for each strand.
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Strands of practice

Common best practices

Advanced best practices

1. Focus on student

achievement/

Results-driven

= Focused agenda with student achievement as the
fundamental shared purpose

= Curriculum coverage of all standards

= |dentification of focus standards

= Sharing of best classroom practices

= Clear criteria for proficiency on assessments

= Clear and simple communication of proficiency
standards, assessment criteria, and performance
outcomes to students

= |dentification of students by name, proficiency
level, and specific areas of need.

= Wide repertoire of assessment practices used to
zero in on students’ learning needs

= Communication of focus standards,
expectations, resources, and ideas to parents in
parent-friendly language

= Multidisciplinary, relevant, standards-based
lessons that respond to student needs

2. Data use

= Clear goals tied to student achievement outcomes

= Frequent use of formal assessments

= Routine assessment procedures

= Current conditions discussed with honesty

= |dentification of gaps in proficiency

= Strategies devised to address gaps in proficiency

= All decisions based on meaningful data

= Selection of instructional strategies tied to student
performance data

= Student intervention focus and plans based on data

= Use of data to improve processes & decisions

= Student work samples tied to specific
objectives and representing range of abilities

= Student level data, not averages

= Discussion of students’ thought processes and
reasoning—error analysis

= Protocols/templates specific to data & purpose

= Use of data with students to analyze own
outcomes and set learning goals

= Student involvement in assessment decisions

= Use of data with parents to support students

= Professional development based on data

= Monitoring of team progress toward goals
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Strands of practice

Common best practices

Advanced best practices

3. Reflective

dialogue

= Focus on continuous improvement of practices

= Sharing of practices, products, reflections, insights
= Continuous reflection on and sharing of practices
= Collective examination of what worked & why

= Response to changes in programs or practice

= Sharing of craft knowledge to improve instruction
= |dentification of individual and group priorities

= Focus on curriculum, instruction, and assessment
= Many ideas generated for possible solutions

= Shared understanding and consensus-building

= Planning is designed to lead to coordinated action

= Questioning of assumptions about practice

= Professional development needs identified
through questioning of assumptions and beliefs
gently and relentlessly

= Strategies and actions are developed as
hypotheses to test (action research)

= Lessons identified collectively and actions/
decisions modified and refined accordingly

= Decisions based on student learning impact

= Decisions and actions revisited to ensure
follow-through and continuous improvement

4. Group dynamics

= Formal, talk-centered collegium, with defined
roles, focused agenda, and distributed minutes

= Open and respectful communication & sharing

= Climate of trust, with mutually supportive relations

= Use of differences as resources for learning

= Encouragement of risk-taking and experimentation

= Faithful to agenda

= Focused on questions that matter most

= Responsibility for own learning as a group

= Committed to learning from decisions & actions

= Regular and frequent meetings begin on time

= Working norms give structure for dialogue,
problem-solving, embracing diverse opinions

= Protocols and rituals that build rapport

= Problems address situations, not persons

= Acceptance of mistakes and messes as data

= Celebration of successes

= Strategies for efficient management of time

= Agenda and materials prepared in advance

= Unwilling to tolerate inaction

= Collective responsibility for group decisions

= Ongoing refinement of processes and practices

= Ongoing record of actions, and lessons learned

= Ongoing refinement of protocols/tools/templates
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Summary of conclusions from Question 2.

The practice of collective inquiry permeated the systems of internal accountability
at the schools and at the district level. It incorporated all of the findings from Question 1
of the study into Question 2. The following points summarize the conclusions regarding
the systemic operationalization of collective inquiry practices in a professional learning
community framework:

1. The study found that all of the professional learning community practices,
including the three new practices identified in the study, were operationalized in
collective inquiry.

2. Moreover, collective inquiry existed at all levels of practice—district level,
district-school level, school level, grade level, and classroom level—and within
each level, it was operationalized in collegial meetings.

3. At the school level, it was operationalized in staff meetings, Leadership Team and
Data Action Team meetings, grade level meetings, vertical team meetings,
Student Success Team meetings, etc.

4. At the district-school level, it was operationalized in cluster meetings, principal
meetings, Data Action Team trainings, professional development meetings,
curriculum committee meetings, resource teacher meetings, parent meetings, etc.

5. At the district level, it was operationalized in various divisional and departmental
administrative team meetings.

6. Each level of collective inquiry work comprised a system of internal

accountability.
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7. Thus, the collegial teams, all practicing collective inquiry at various levels of the
district system, collectively created an intricate network of concentric and
overlapping systems of internal accountability that aligned with one another and
ultimately with the state accountability requirements.

8. Accountability trickled down, from state to district and schools, to various school
level teams, to grade level teams, and to the classrooms. The classroom level
implementation of collective inquiry with students and parents seemed to be the
final step in implementation. Many of the teams that were observed identified this

as a next step.

Conclusion

Thus, the three new findings from Question 1—District Direction/Support, Parent
Involvement, and Expectations/Success Culture—expanded the understanding of
collective inquiry processes and tools originally obtained from the literature.
Additionally, the study provided both micro level and macro level details regarding the
operationalization of these practices in intricate, aligned, interrelated, and interdependent

systems of internal accountability.

Some Implications of the Study

This section sets forth several major implications for leaders and practitioners in

districts and schools. It also suggests possible implications for future research.
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Implications for Practice

This study delineates a practical framework for school reform. It holds powerful
implications for improving practice and performance in schools and districts in today’s
high stakes accountability environment. It presents a new conception of education
reform. It provides a framework for establishing internal accountability systems that are
aligned with the external accountability demands. It presents collective inquiry as a tool
for operationalizing internal networks of accountability. It redefines core practices such
as leadership, collaboration, data use, professional development, and parent involvement
within the context of collective inquiry. It provides practical and proven strategies for
initiating these practices in schools. And it presents school and district leaders with a rich
body of concrete examples—practices, protocols, and tools—that serve as a guide for

study, reflection, dialogue, and application.

Premise: Commitment to Continuous Collaboration and Learning

Practitioners in districts and schools today thrive, survive, or perish in
consequence of their collective response to the external demands of accountability
policies. The focus of these policies is on quality, as defined by academic performance
and measured by standardized tests. Moreover, the policies are in a state of continual
change as states explore ways to respond to the federal mandates. Therefore, practitioners
in districts and schools must implement internal systems of accountability that are (a)
continually realigned with the demands of the performance-based external systems and
(b) able to respond appropriately and urgently to changes in the performance mandates of

the external system.
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Thus, surviving and thriving in today’s performance accountability environment
requires a framework for school reform that is systemic, inclusive, dynamic, and fluid so
that it can accommodate the collective learning and response of an internal accountability
system to the changing requirements of the external accountability environment. The
findings from this study confirm that the professional learning community framework, as
operationalized through collective inquiry, provides a suitable and sustainable framework
for reform in today’s accountability environment.

District and school practitioners would benefit from collectively exploring the
assumptions, premises, and practices of a learning community approach and gradually
implementing this framework in their efforts toward improved performance. This process
involves close and collaborative examination of current practices using relevant data,
coupled with a collective will to learn new insights, unlearn practices that do not yield
desired results, and learn new practices, behaviors, and approaches that support shared
goals. It implies a collective commitment to continuous collaboration and learning in
support of meeting the goals and ensuring the welfare of the organization as a whole and

its individual members.

Mobilizing Reform: Urgency, Data, and Disequilibrium

How does an organization become ready for such systemic reform, one in which
constituents are ready and willing to examine their ingrained systems and practices with
determination, courage, and openness to learning, unlearning, and relearning (Toffler,
cited in Barth, 2001) of practices as needed? One of the findings of this study addressed

the readiness of schools to engage in systemic reform. It was found that the schools had
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used current performance data in juxtaposition with the performance requirements of the
external accountability system, and accompanied by information regarding the
consequential stakes associated with failure, to create a sense of urgency for reform in the
schools.

This finding had implications regarding the power of data in the hands of well-
trained, well-informed, and wise leaders. In addition to ongoing use of data as the engine
of collective inquiry which helps to inform decisions about practice, leaders may consider
using data purposefully to leverage external accountability demands as a means of
mobilizing reform and growth in the internal accountability systems of the school. In
low-performing schools, this practice leads to the realization that the systems and
practices that are in place are ineffective or, in the least, inadequate for meeting the
external performance requirements to which they are accountable. This realization creates
a sense of urgency and uncertainly that opens the door to collective inquiry: If what we
have in place has not worked, what must we learn, unlearn, and relearn?

Thus, data may be used purposefully to generate disequilibrium in the system. As
with dissipative structures in cell biology, the disequilibrium in schools generates rich
opportunities for change toward higher levels of operation. Particularly, the crisis
generated from the recognition of failure with respect to the accountability requirements,
and the realization of the high stakes associated with this failure, together shake the
system sufficiently to create openings for dialogue about deep change and to facilitate a
willingness to let go of ineffective practices and experiment with new hypotheses for

growth. In any change process, there is always a great cost associated with uncertainty.
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Change occurs when schools recognize that the cost of not making change is greater than

the cost of maintaining the status quo.

Motivating Reform: Incentive Systems

While the learning, unlearning, and relearning of practice is at the core of the
process of change, the collaborative application of this dynamic in a data-driven, inquiry-
based process aimed at continuous improvement constitutes the professional learning
community. Thus, once the process of reform has been mobilized, leaders must explore
ways to maintain the motivation, opportunity, access, skills, and support needed to
sustain the work of collective inquiry in schools. An important implication for leaders in
schools and districts, therefore, consists of sustaining the process of collective inquiry at
all levels of the organization by establishing organizational structures and incentive
systems, policies, and procedures that support the process of collective inquiry.

These incentives include structural elements such as access, location, and time;
resources such as relevant data, tools, protocols, and instructional materials; capacity-
building efforts such as training, coaching, supportive and relevant feedback, modeling,
and shared leadership; and the more subtle but equally critical cultural elements that
create a safe environment for collective inquiry by encouraging and rewarding
inclusiveness, collaboration, dialogue, trust, questioning, experimentation, and
responsible mistakes.

As the systems and processes in most schools and districts today carry some
remnants of the top-down, linear, production establishments that schools and districts

were modeled after, the changes implied in the creation of incentive structures that
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support collective inquiry may be difficult to identify and a challenge to implement.
Leaders at every level of the organizational structures that comprise schools and districts
must collectively and individually take close inventory of the organization’s incentive
systems, structures, policies, and procedures, examining both the explicit and implicit
influences of these incentives on the desired goals and practices of the school community
as a learning community. It is essential to modify and replace incentive systems, as
needed, to create the appropriate and necessary environment for collective inquiry and to
mobilize the will in the organization in the desired directions.

A characteristic example concerns the use of interim assessment results in the
collective inquiry process of collegial teacher meetings. Data from common interim
assessments are among the most useful sources of information in the collective inquiry
work of teachers aimed at identifying student learning needs. Incentive structures that
might use these assessment results summatively, to evaluate teachers, would in effect
derail the process of open and honest reflective dialogue in collective inquiry. Such
incentive structures, whether implicit or explicit, would render the dynamics of collective
inquiry unsafe and inhospitable for forthright and trusting dialogue which is the vehicle
of information creation in collective inquiry.

Examples such as the forgoing demonstrate the need for leaders to examine not
only organizational incentive structures and systems but also the more subtle but equally
powerful relational incentives. Leaders at both district and school levels, because of their
role as lead learners and their role as evaluators of personnel performance, must pay close

and vigilant attention to the strong, although sometimes unintentional, incentives
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embedded in their own behaviors and practices in relating with other members of the

district or school community.

Reconceptualizing Reform: A Spiral of Learning As Information Creation

One of the implications of collective inquiry as the engine of the professional
learning community is a new notion of human development and growth that departs from
a linear input-output model and embraces, instead, a dynamic concept of information
creation in which each participant in the process is at once both a teacher and a learner,
an active agent and a recipient, a producer and a product of the education good.

In the collective inquiry process, participants at all levels—in the classroom, in
school level collegial meetings, in district level administrative meetings, in parent
meetings, parent-teacher meetings, etc.—collaborate in the processing and creation of
information. At all levels of practice, participants bring existing information into the
disciplined and generative flow of reflective dialogue and engage data collectively to
create new knowledge and information. They generate new understandings, processes,
practices, learning, relationships, strategies, ideas, hypotheses, plans, and goals.

As participants move forward to implement their new learning, both collectively
and individually, in the process of implementation they are themselves changed by the
new experiences they undertake and undergo. They gain new insights, hone and expand
their skills, build new kinds of relationships, develop new modes of communication, and
acquire new beliefs about themselves and other participants in the process. These outputs,
in turn, become the existing information that feeds back into the flow of reflective

dialogue and generates yet another body of new information, knowledge, practices,
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beliefs, and outcomes. The ongoing application of this generative process to the evolving
goals of the group creates a process of continuous improvement and results in the
systemic reform of the organization as a whole.

Thus, education practitioners may well need to adopt a new conception about the
nature, process, and practice of education and its reform as a disciplined yet open and
dynamic process of information creation that is both collective and individual, and that is
goal-driven, inclusive, and continuous. Departing from linear input-output conceptions of
education and reform, this conception may be represented as a systemic spiral of
development that brings forth growth in its inputs as well as generating new and

enhanced outputs.

Implementing Reform: Expansion and Focus in Information Creation

As leaders reconceptualize education reform and examine, rethink, and revamp
the rules that create incentives at each level of the organizational structure to facilitate
and reinforce collective inquiry—continuous, collaborative, data-driven learning—it is
essential to consider organizational structures, values, and incentive systems that (a)
ensure the focus and quality of data flowing into the process and (b) expand the breadth
of information that flows into the process through collaboration. Collective inquiry may
be conceptualized as a spiraling process of growth and development, learning and

information creation. Figure 1 depicts the circular base of this spiral.
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Circular Base of the Collective Inquiry Spiral
of Continuous Improvement
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Figure 1. Circular Base of the Collective Cycle of Continuous Improvement.

Collective inquiry may be conceived of as a dynamic, spiral process of growth and
development. The successful practices explored in this study may be thought of as
channels of information that continually flow into the process of collective inquiry, at
once informing the collective process and being enriched by it. At the core of the process
is a focus on student achievement outcomes. These outcomes are supported by
curriculum, instruction, and assessment. Group dynamics facilitate a collective process of
reflective dialogue, which leads to data-driven decisions.
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At the core of the collective inquiry process is a singular and disciplined focus on
student achievement outcomes. These outcomes are supported by an aligned system of
curriculum, instruction, and assessment. Collaborative teams engage in reflective
dialogue, about curriculum, instruction, and assessment in support of specific student
outcome goals. Their dialogue is enriched by the channels of information that flow into
the process—the wider the channels, the richer the dialogue. Group dynamics facilitate
the cohesion and openness of the dialogue, allowing for experimentation, hypothesis-
testing, and decisions that are data-driven, collective, and results-oriented.

The three new practices that were identified in the first finding of this study—
parent involvement, expectations/success culture, and district direction/support—may be
conceptualized as three new channels of information that must be incorporated into the
flow of data that informs the collective inquiry process. These three practices are
included in Figure 1 among the other successful school improvement practices identified.
Moreover, the fact that three additional practices were identified in this study implies
leaders should stay open to identifying other channels of information that might enrich
the process of collective inquiry and improve learning, practices, and outcomes.

This study identified parent involvement as one of the most important practices
leading to improved student achievement in schools with low-performing, high-poverty,
high-minority, high-language-learner student populations. Both teachers and principals in
high-growth schools reported that one of their most successful practices in contributing to
improved student achievement was inviting and empowering parents to participate as

active agents in their work of data-driven, collective inquiry. It was noted as well,
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however, that such collaboration is productive when it is part of the structured practice of
collective inquiry, based on accurate and relevant data, and focused undeviatingly and
relentlessly on meeting student achievement goals.

Thus, the study redefined parent involvement in the context of professional
learning communities. Traditional approaches to parent involvement consist of the
inclusion or engagement of parents in event-based and usually top-down activities of
information-sharing and skill-building that are often separate from the core practices of
the school. This study found the practice of parent involvement to be an integral part of
the process of information generation through collective inquiry with teachers, students,
and the leadership at the school. The implication of this finding for district and school
practitioners requires a rethinking of the role of parents in the work of the school and the
establishment of incentives and access throughout the organizational system to
accommodate and encourage the collaborative participation of parents in data-driven
learning along with other members of the school community.

This understanding implies that expanding the base of information flowing into
the processes of collective inquiry to include all of the participants in the educational
community matters greatly in strengthening the culture and process of school reform and
in optimizing results. Therefore, district leaders and school practitioners must deliberately
consider ways to widen the flow of information that feeds into the collective inquiry
processes at the district and schools for the creation of new information. Specifically, the
findings in this study point to the inclusion of parent involvement, district support, high

expectations, and a culture of success in the collective inquiry work of schools.
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In the schools under study, district and school collaboration had reached such an
advanced level of synergy that the boundaries between school-based information and
district-derived information were either blurred or entirely invisible.

The new channels of information, or inputs, generate outputs and outcomes that
could not have been possible in their absence. District level direction and support
provides a broader vision and expertise that may not have existed at the site. Parents,
likewise, bring to the collective inquiry process certain essential elements of information
and perspectives about students and student learning needs that teachers may not
otherwise have access to.

In addition, collaborating as integral and active agents in the process of school
improvement provides all participants with first-hand knowledge and experiences that
further develop their capacities and capabilities. These capabilities feed back into the
process of collective inquiry, continually advancing the learning of the group and its
individual members, improving the outcomes of the school, and reinforcing and
expanding the culture of learning and growth at the school. Participants gain a sense of
ownership and pride in the accomplishments of the school. They develop shared vision
and build and strengthen relationships with one another, founded in the unifying
experience of collaboratively serving a common vision.

By implication, as districts and schools expand the channels of information
flowing into the process of collective inquiry at various levels of the systems of internal
accountability in the organization, they must exercise great care to ensure that the

information flowing into the process is accurate, focused, and aligned with external
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accountability requirements and the internal goals of the organization. The findings from
Question 2 of the study underlined the importance of structures, norms, and protocols that

strengthen and guide the work of collective inquiry and safeguard its focus and direction.

Leading Reform: Leadership Redefined

Leadership was consistently the most important practice identified in the overall
and school level findings. The implications for leadership, however, extend far beyond
merely highlighting the critical importance of the role. By implication, this study
redefines leadership in the context of new conceptions of school reform and learning as
information creation. It points to elements and practices in leadership that are essential in
mobilizing and sustaining the building of professional learning communities. And it
suggests strategies and tools for defining and maintaining focus while continually
expanding participation in the generation of knowledge.

In a conception of education reform as a dynamic process of information creation
in which each participant in the process is at once both a teacher and a learner, the
leader’s role is redefined from the top-down, directive, unilateral, authoritative expert to
the lead learner—continuously learning while also facilitating the learning of the
organization and its members. As such, the leader is at once directive with regard to the
vision and direction of reform, committed to learning in the process of implementation of
that vision, and able to empower others to be partners in the learning and implementation
process.

Thus, leadership in a professional learning community implies that the leader

integrates directive leadership with shared and collaborative leadership. Moreover, the
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leader is a continuous learner, researching best practices from the literature and from the
field, learning from data, learning from colleagues and from staff, and continually
transforming his or her own behaviors and practices. The leader then uses this learning as
part of the flow of data that feeds into the organization’s processes of collective inquiry
for reflection, dialogue, group learning, collective planning, and implementation. Thus,
the lead learner balances providing direction with allowing autonomy and shared
leadership.

The leader’s role in implementation is one of continued support to optimize
success. The leader strives to empower all participants to engage in the process of
collective inquiry at various levels of the organization, aimed at winning the goals of the
organization. This task requires managing both the breadth of flow that informs the
collective inquiry processes—expanding the information base through inviting and
inclusive practices and incentive structures—and the depth and quality of the process.
Thus, the leader’s role in the implementation of the reform vision is reconceptualized
with a focus on supporting the networks of collective inquiry in the organization.

The evaluative role of the leader, therefore, is also redefined. The leader who is
concerned with ensuring the depth and quality of the processes of collective inquiry at
various levels in the organization is intensely involved with collecting data about these
processes. Such data might include school performance data, grade or department level
data, student performance data, student work samples, teacher performance data,
classroom walkthrough data, and observations of collegial meetings at various levels of

the organizational structure both horizontal and vertical.
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The leaders in the high-growth schools in this study used data prolifically and
adeptly to monitor the work of teaching and learning. What was characteristic about their
use of data was its purpose. These leaders used performance data at all levels to
contribute to the learning of the organization and to motivate and support the growth of
its members. The data they collected fed back into the internal accountability systems of
the school as information to be used in reflective dialogue about improving performance.
Thus, ongoing monitoring with multiple sources of data comprised a form of process
evaluation that expanded the flow of information into the engine of collective inquiry,
thereby strengthening the internal accountability systems of the schools.

It is important to note that the implications for leadership apply at all levels of the
organizational structure, vertically—district leaders with school leaders, principals with
teachers, and teachers with students—and horizontally—grade level meetings,
department meetings, principal meetings, leadership team meetings, administrative team
meetings, school-parent meetings, and student groups both within and outside of the

classroom.

Accountability in Reform: Aligned Networks of Collective Inquiry

This study conceptualizes the collective inquiry processes, occurring at various
levels within the organization, as forming the network of internal accountability systems
that drive continuous improvement toward student achievement goals. These internal
systems must be aligned with the requirements of the external accountability systems that

dictate their focus and goals. The research literature (Abelmann & Elmore, 1999; Adams
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& Kirst, 1999) emphasizes the importance of aligning internal and external accountability
systems.

This study confirms the findings from the literature and expands upon them by
presenting the internal accountability systems of schools and districts as an
interconnected, aligned, and interdependent network of collective inquiry processes
operationalized in collaborative teams. The extent to which the network of collective
inquiry processes are integrated and aligned vertically and horizontally throughout the
systems—from individual classrooms to the grade or department level, to the school
level, to the community level, to the district level, and to the external state and federal
systems—determines their success.

These dynamic flows of information exist simultaneously throughout various
levels of the organization and in multiple forms and dimensions. Therefore, describing
the macroscopic structure of these systems as horizontal and vertical limits their
conception. The structure might more appropriately be likened to the integrated and
interdependent systems that comprise a complex living organism. Collective inquiry
groups may be likened to the cells of a body, each of which is a unique system in itself,
yet also interacts with other cells to comprises larger systems such as tissues and organs,
which comprise yet larger functional systems, that collectively make up the entire body.
Each collective inquiry cell, like every living cell, is unique in its purpose and functions,
yet, on a macro level, all are intricately integrated, communicate with one another, share

vital information, and serve a common end goal. Figure 2 depicts the cells that make up
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an embryonic nervous system as an analogy for the collective inquiry groups that
together comprise the entire education system of a school or district.

All vital functions of a living organism occur within its cells. Likewise, in
learning community schools and districts, collaborative teams generate the vital functions
of the organization through processes of collective inquiry. Analogous to the clusters of
cells in the nervous system, collective inquiry groups are closely connected with one
another in clusters of internal accountability at the school and district levels. Examples
include grade level teams, site-based leadership teams, and various district-level
administrative teams.

These clusters, in turn, are connected via vertical networks of communication.
Success is proportional to the degree to which these communications are aligned and
supported at every level of leadership. In the district under study, the Division of
Instructional Services provided support in the planning, implementation, and monitoring
of the Academic Plan for Student Achievement at each school, thus using the school plan
as a means of vertical alignment and accountability in the system. Vertical networks of
communication were also implemented through a variety of district-site collaborative
teams, such as Cluster Meetings, Level Meetings, Principal Meetings, and so forth.
Hence, vertical accountability networks are themselves often operationalized through
collective inquiry groups.

Thus, alignment is safeguarded within an intricate network of internal
accountability, operationalized through processes of collective inquiry. This internal

accountability system, in turn, is aligned with the external accountability environment.
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Moreover, as the internal system is dynamic and organic, it is capable of continually
realigning itself with changes in the external system.
Internal Accountability Systems: Networks of Collective Inquiry
\
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Figure 2. Internal Accountability Systems: Networks of Collective Inquiry.

This image of an embryonic nervous system depicts one of myriad systems in the body
that are comprised of a network of smaller systems. Each cell may be thought of as a
collaborative team, practicing collective inquiry. These teams form the fundamental
structural and functional units of the organization, just as each cell is the base structural
and functional unit of a living organism, carrying vital information, generating new
information, and communicating that information to other cells as appropriate for
furthering the growth and health of the organism.
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This conception of the systems of internal accountability implies that “cells” of
collective inquiry can be used to operationalize integrated and seamless reform
throughout a school district. District Direction/Support, as identified and explored in this
study, therefore, is generated through cycles of collective inquiry rather than mandated
top-down, by the district. Vision and direction are developed collaboratively through
reflective dialogue with homogeneous (e.g. district administrators) and heterogeneous
(e.g. district and school administrators) groups. Professional development is both
embedded in the process of collective inquiry and a data-driven outcome of the process.
Support provided by the district is needs-based, as generated out of the collective inquiry
processes of horizontal and vertical school and district teams. Conversely, district level
changes requested by schools also emerge out of the processes of collective inquiry and
are communicated via vertical school-district inquiry channels. This information then
feeds into the district level inquiry processes for reflective dialogue, data-driven

decisions, and action toward continuous improvement.

Quality in Reform: The Educational Experience

As a results of the foregoing implications for practice, the educational experience
as a whole is improved. Members of the local educational community feel empowered.
They enjoy working together. They enjoy learning from one another. They feel valued
and respected. They gain pride in their work as they continually grow and develop in
their profession. They are continually motivated as their actions are reinforced by

improved outcomes. They collectively celebrate successes, and they do not fear failures
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or mistakes, for they treat failures as data from a tested hypothesis that helps them grow,

redirect, and form new hypotheses for greater success.

Implications for Future Research

The implications of this study for both practice and research cannot be exhausted
within the confines of this project. The study of the structures and processes that sustain
continued growth are by definition inexhaustible. The previous section set forth a number
of the most far-reaching implications for practices. This section suggests several
complementary and additional studies that may be conducted to expand upon this
research.

It was noted in the “Methods” section that the procedures utilized for case
selection in this study led to the identification of elementary schools only. This finding
pointed to the need to differentiate case selection procedures for elementary, middle, and
high schools when using growth as a criterion for selection. Growth at the secondary
levels, on average, was less than growth at the elementary levels. It would be valuable to
replicate this study at the middle and high school levels separately, applying the case
selection criteria to each group of schools independently. The results would provide for a
comparison of successful operationalization of reform practices across levels.

Additionally, it was observed during this study that an experimental approach to
the qualitative design used in this study may be applied by selecting a comparative group
of schools in the same district that have similar demographics and have not made great

gains in academic achievement. Such a design likely would confirm the findings of this
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study and would expand upon them by providing information about obstacles that prevent
schools from operationalizing practices that lead to growth.

Lastly, any number of the main practices identified in this study may be
investigated further through a deep analysis of the subpractice results associated with
each practice. This study explored the subcategory practices selectively, as indicated for a
deeper understanding of the important practices or as needed for clarification of how the
practices were operationalized. A deeper study of the subcategory indicators in may also
be conducted in conjunction with the collective inquiry observations, correlating the

observed practices with the reported practices from the interviews.

Final Note

This paper was designed as an abridged version of the study, with the addition of
implications for practice and research, to provide the reader with a concrete
understanding of the study and to generate both practical and theoretical implications and
applications for improving systems of education and furthering the research that informs

the practice.

© Copyright by Nazanin Zargarpour 2006 edreform@zargarpour.com



Collective Inquiry Response

o1

References

Abbott, S. (1997). Standardized testing. Westminster, CA: Teacher Created Materials,
Inc.

Abelmann, C., & Elmore, R. (1999). When accountability knocks, will anyone answer?
(CPRE Res. Rep. RR-42). Philadelphia: University of Pennsylvania Graduate
School of Education, Consortium for Policy Research in Education.

Ackley, D. (2001). Data analysis demystified. Leadership, 31(2), 37-38.

Adams, J. E., Jr., & Kirst, M. W. (1999). New demands and concepts for educational
accountability: Striving for results in an era of excellence. In J. Murphy & K. S.
Louis (Eds.), The handbook of research on educational administration (2nd ed., pp.
463-489). San Francisco: Jossey-Bass.

Amrein, A. L., & Berliner, D. C. (2003). The effects of high-stakes testing on student
motivation and learning. Educational Leadership, 10 (18) 32-38.

Babbie, E. (1986). The practice of social research. Belmont, CA: Wadsworth Publishing
Co.

Barrett, D. (1995). The TQM paradigm: Key ideas that make it work. Portland, OR:
Productivity Press.

Barth, R. S. (2001). Learning by heart. San Francisco, CA: Jossey-Bass.
Beckford, J. (1998). Quality: A critical introduction. New York, NY: Routeledge.
Boris, G. (2001). Feedback in a flash...Accounting for growth. Leadership, 31(2), 18-20.

Bracey, G. W. (2000). The 10" Bracey Report on the condition of public education. Phi
Delta Kappan, 82, 133-144.

Bray, R. E., & Challinor, R. (2001). Texas-style school improvement. Leadership, 31(2),
26-217.

Bryman, A. (1988). Quantity and quality in social research. London: Unwin Hyman.

California Department of Education. (2002-03). Academic Performance Index (AP1)—
Reports and data files. Retrieved March 19, 2005, from
http://api.cde.ca.gov/api2003

California Department of Education. (2003a). California Basic Educational Data System
(CBEDS). Retrieved March 19, 2005, from http://www.cde.ca.gov/ds/sd/cb

© Copyright by Nazanin Zargarpour 2006 edreform@zargarpour.com



Collective Inquiry Response

52

California Department of Education. (2003b). Explanatory notes for 2003 API base
report. Retrieved March 19, 2005, from
http://www.cde.ca.gov/ta/ac/ap/expnotesO3b.asp

California Department of Education. (2003c). Legislations, assessment and
accountability. Retrieved March 19, 2005, from http://www.cde.ca.gov

Carr, J. F., & Harris, D. E. (2001). Succeeding with standards: Linking curriculum,
assessment, and action planning. Alexandria, VA: Association for Supervision and
Curriculum Development.

Chase, K. (2000). Color me subversive. Educational Leadership, 57(8), 75-76.

Clubine, B., Knight, D. L., Schnieder, C. L., & Smith, P. A. (2001). Opening doors:
Promising lessons from five Texas high schools. Austin: University of Texas,
Charles A. Dana Center.

Cook, T. D., & Reichardt, C. S. (1979). Qualitative and quantitative methods in
evaluation research. Beverly Hills, CA: Sage Publications.

Darling-Hammond, L. (1997). The right to learn: A blueprint for creating schools that
work. San Francisco: Jossey-Bass Publishers.

Darling-Hammond, L., & Ascher, C. (1991). Accountability mechanisms in big city
school systems (ERIC/CUE Digest No. 71). New York: ERIC Clearinghouse on
Urban Education.

Denzin, N., & Lincoln, Y. (Eds.). (2000). Handbook of qualitative research. Thousand
Oaks, CA: Sage Publications.

DuFour, R. (2004). What is a “professional learning community”? National Education
Service’s Seventh Annual Professional Learning Communities Institutes, 2004, 261-
265.

DuFour, R., & Burnette, B. (2002). Pull out negativity by its roots. Journal of Staff
Development, 23(3), 27-30.

DuFour, R., & Eaker, R. (1998). Professional learning communities at work: Best
practices for enhancing student achievement. Bloomington, IN/Alexandria, VA:
National Educational Service/Association for Supervision and Curriculum
Development.

Eaker, R., DuFour, R., & DuFour, R. (2002). Getting started: Reculturing schools to
become professional learning communities. Bloomington, Indiana: National
Educational Service.

© Copyright by Nazanin Zargarpour 2006 edreform@zargarpour.com



Collective Inquiry Response

53

Ed-Data Website. (2001). State profiles and reports. Retrieved March 19, 2005, from
http://www.ed-
data.k12.ca.us/Navigation/fsTwoPanel.asp?bottom=%2Fprofile.asp%3Flevel%3D0
6%26reportNumber%3D16

Ed-Data Website. (2002-03). District profiles and reports. Retrieved March 19, 2005,
from http://www.ed-
data.k12.ca.us/Navigation/fsTwoPanel.asp?bottom=%2Fprofile.asp%3Flevel%3D0
6%26reportNumber%3D16

Ed.Gov Archives Website. (1983). A nation at risk. Retrieved April 21, 2004, from
http://www.ed.gov/pubs/NatAtRisk/index.html

EdSource. (2001). Aligning California’s education reforms: Progress made and the work
that remains. Palo Alto, CA: EdSource.

EdSource. (1999). What to expect from California’s new school accountability law. Palo
Alto, CA: EdSource.

EdSource Online. (2002). Selected assessment laws and policies. Retrieved April 19,
2004, from http://www.edsource.org/edu_ass_law.cfm

EdTrust. (1999). Dispelling the myth: High poverty schools exceeding expectations.
Washington, DC: The Education Trust, Inc.

EdTrust. (2001). Achievement in America 2001. Washington, DC: The Education Trust.
Retrieved March 19, 2005, from
http://www?2.edtrust.org/EdTrust/Template%20Files/latestpubs.aspx?NRMODE=Pu
blished&NRORIGINALURL=%2fEdTrust%2fProduct%2bCatalog%?2ftest%2bbro
wse%2ehtm&NRNODEGUID=%7b7382F8 A2-C262-494E-BCD8-
216DBEBA2C15%7d&NRCACHEHINT=Guest

Eller, B., & Lee, J. (2001). Software for hard data. Leadership, 31(2), 30-31.

Elmore, R. F. (2000). Building a new structure for school leadership. The Albert Shanker
Institute, Winter, 2000. Los Angeles, CA: UCLA School Management Program.

Elmore, R. F., & Fuhrman, S. H. (2001). Research finds the false assumption of
accountability. The Education Digest, 67(4), 9-14.

English, F. W. (2000). Deciding what to teach and test. Thousand Oaks, CA: Corwin
Press, Inc.

English, F. W., & Steffy, B. E. (2001). Deep curriculum alignment. Lanham, MD: The
Scarecrow Press.

© Copyright by Nazanin Zargarpour 2006 edreform@zargarpour.com



Collective Inquiry Response

54

Flecknoe, M. (1998). Effective schools and effective departments. School Leadership &
Management, 18 (2).

Fox, D. (2001). No more random acts of teaching. Leadership, 31(2), 14-17.

Fullan, M. (1993). Change forces: Probing the depths of educational reform.
Philadelphia, PA: The Falmer Press.

Fullan, M. (1999). Change forces: The sequel. New York: The Falmer Press.

Fullan, M., & Hargreaves, A. (Eds.) (1992). Teacher development and educational
change. Bristol, PA: The Falmer Press.

Fuller, E. J., & Johnson, J. F., Jr. (2001). Can state accountability systems drive
improvements in school performance for children of color and children from low-
income homes? Education and Urban Society, 33, 260-283.

Guba, E. G., & Lincoln, Y. S. (1985). Naturalistic inquiry. Beverly Hills, CA: Sage
Publications.

Gubrium, J. F., & Holstein, J. A. (2002). Handbook of interview research: Context and
method. Thousand Oaks, CA: Sage Publications.

Hargreaves, A. (Ed.). (1997). Rethinking educational change with heart and mind.
Alexandria, VA: Association for Supervision and Curriculum Development
(ASCD).

Hargreaves, A., Earl, L., Moore, S., & Manning, S. (2001). Learning to change: Teaching
beyond subjects and standards. San Francisco, CA: Jossey-Bass Publishers.

Hargreaves, A. (2003). Teaching in the knowledge society: Education in the age of
insecurity. New York, NY: Teachers College Press.

Hart, G. K., & Brownell, N. S. (2001). An era of educational accountability in California.
The Clearing House, 74 (4), 183-186.

Hawley, W. D., & Rollie, D. L. (Eds.). (2002). The keys to effective schools. Thousand
Oaks, CA: Corwin Press, Inc.

Haycock, K. (1998). Good teaching matters: How well-qualified teachers can close the
gap. Thinking K-16, 3(2), 1-14.

Haycock, K. (2001). New frontiers for a new century: A national overview. Thinking K-
16,5 (2), 1-2.

© Copyright by Nazanin Zargarpour 2006 edreform@zargarpour.com



Collective Inquiry Response

55

Heubert, J. P., & Hauser, R. M. (Eds.). (1999). High-stakes: Testing for tracking,
promotion, and graduation (Committee on Appropriate Test Use, Board on Testing
and Assessment, Commission on Behavioral and Social Sciences and Education,
National Research Council). Washington, DC: National Academy Press.

Irizarry, J. G. (2002). Contradictions of school reform: Educational costs of standardized
testing. Language Arts, 79 (3), 265.

Jamentz, K. (2001). Beyond data mania. Leadership, 31(2), 8-12.

Johnson, D. (2001). Performance pentagon: Five strategies to help all students make the
grade. NASSP Bulletin, 85(629), 40-55.

Johnson Jr., J. F., Treisman, U., & Fuller, E. J. (2000). Testing in Texas. School
Administrator, 57(11), 20-26.

Jones, R. (2000). Making standards work. American School Board Journal, 187(9), 27-
31.

Knapp, M. S., & Shields, P. M. (1990). Reconceiving academic instruction for the
children of poverty. Phi Delta Kappan 7, 752-758.

Kohn, A. (1994). Reporting what students are learning. Grading: The issue is not how but
why. Educational Leadership, 52(2), 38-41.

Kohn, A. (2000). Unlearning how we learn: Why a standards-driven, back-to-basics
curriculum may be doing our students more harm than good. Principal, 79(4), 31-
32.

Koretz, D., Linn, R. L., Dunbar, S. B., & Shepard, L. A. (1991, April). The effects of
high-stakes testing: Preliminary evidence about generalization across conventional
tests. In R. L. Linn (chair), The effects of high stakes testing. Symposium presented
at the annual meeting of the American Educational Research Association, Chicago.

Kotter, J. P. (1996). Leading change. Boston: Harvard Business School Press.

Lancy, D. F. (1993). Qualitative research in education: An introduction to the major
traditions. New York: Longman Publishing Group.

Lezotte, L. W. (1989). Features of effective school improvement plans. Education Digest,
55(4), 15-17.

Lezotte, L. W. (1991). Correlates of effective schools: The first and second generation.
Okemos, MI: Effective Schools Products, Ltd.

Linn, R. L. (2000). Assessments and accountability. Educational Researcher, 29(2), 4-16.

© Copyright by Nazanin Zargarpour 2006 edreform@zargarpour.com



Collective Inquiry Response

56

Marzano, R. J. (2000). What works in schools: Translating research into action.
Alexandria, VA: Association for Supervision and Curriculum Development.

McColskey, W., & McMunn, N. (2000). Strategies for dealing with high-stakes tests. Phi
Delta Kappan, 82, 115-120.

Merriam, S. B. (1988). Case study research in education: A qualitative approach. San
Francisco: Jossey-Bass Publishers.

Michigan Department of Education. (n.d.). Requirements for schools not making AYP.
Retrieved March 19, 2005, from the Michigan Department of Education Website,
Adequate Yearly Progress page: http://www.michigan.gov/mde/0,1607,7-140-
22709 _22875-85932--,00.html

Milstein, M. M. (1993). Restructuring schools: Doing it right. Newbury Park, CA:
Corwin Press, Inc.

Mintrop, H., MacLellan, A. M., & Quintero, M. F. (2001). School improvement plans in
schools on probation: A comparative content analysis across three accountability
systems. Educational Administration Quarterly, 37, 197-218.

Nieto, S. (with Irizarry, J. G., & Luna, C.). (2002). Reading corner. [Review of the book
Contradictions of school reform: Educational costs of standardized testing].
Language Arts, 79, 265.

NoChildLeftBehind.gov. (2002). Introduction: No child left behind. Retrieved October 8,
2003, from http://www.nochildleftbehind.gov/next/overview/index.html

O’Sullivan, E., & Rassel, G. R. (1989). Research methods for public administrators. New
York: Longman.

Olson, L. (2002a, April 3). Inadequate yearly gains are predicted. Education Week, pp.
1, 24-26.

Olson, L. (2002b, April 24). Survey shows state testing alters instructional practices.
Education Week, p. 14-15.

Olson, L. (2002c, April 24). Study argues test policies don’t work. Education Week, pp.
14-15.

Parker, D. R. (2001). Making music together: A metaphor. Leadership, 31(2), 13.

Patton, M. Q. (1987). How to use qualitative methods in evaluation. Newbury Park, CA:
Sage Publications.

© Copyright by Nazanin Zargarpour 2006 edreform@zargarpour.com



Collective Inquiry Response

57

Patton, M. Q. (2002). Qualitative research and evaluation methods. Thousand Oaks,
CA: Sage Publications.

Paulsen, L., & Fullerton, C. (2001). One school’s journey from underperforming to
distinguished. Leadership, 31(1), 22-23.

Pawlas, G. E. (1997). Vision and school culture. NASSP Bulletin, 81(587), 118-120.

Pearson, P. D., Vyas, S., Sensale, L. M., & Kim, Y. (2001). Making our way through the
assessment and accountability maze. Where do we go now? The Clearing House,
74, 175-182.

Perry, M. (2001). California’s new academic standards take hold. Palo Alto, CA:
EdSource.

Politi, J. J. (Ed.). (1995). Applying quality to education. Maryville, MO: Prescott
Publishing.

Popham, J. W. (1999). Why standardized tests don’t measure educational quality.
Educational Leadership, 56(6), 8-15.

Popham, J. W. (2001). The truth about testing. Alexandria, VA: Association for
Supervision and Curriculum Development.

Reeves, D. B. (1997). Defending performance assessments without being defensive. The
School Administrator, Web Edition. Retrieved March 19, 2005, from
http://www.aasa.org/publications/sa/1997_06/colReeves.htm

Reeves, D. B. (1998). Holding principals accountable. Association of California School
Administrators, 55(9), 6-9, 4-12.

Reeves, D. B. (2000a). Accountability in action. Denver, CO: Advanced Learning Press,
Colorado.

Reeves, D. B. (2000b). Clear answers to common-sense questions about accountability.
Thrust for Educational Leadership, 29(4), 10-13.

Reeves, D. B. (2000c). Seek integrity, efficacy, diligence. Journal of Staff Development,
21(3), 69-72.

Reeves, D. B. (2000d). Standards are not enough: Essential transformations for school
success. NASSP Bulletin, 84(620), 5-19.

Reeves, D. B. (2000e). Thrust for educational leadership: Finishing the race. Association
of California School Administrators, 29(5).

© Copyright by Nazanin Zargarpour 2006 edreform@zargarpour.com



Collective Inquiry Response

58

Reeves, D. B. (2001a). Crusade in the classroom. New York: Simon & Schuster.

Reeves, D. B. (2001b). Standards make a difference: The influence of standards on
classroom assessment. NASSP Bulletin, 85(621), 5-12.

Reeves, D. B. (2004). Accountability for learning: How teachers and school leaders can
take charge. Alexandria, VA: Association for Supervision and Curriculum
Development.

Richardson, M., Blackborn, R., Ruhl-Smith, C., & Haynes, J. A. (Eds.) (1997). The
pursuit of continuous improvement in educational organizations. Lanham, MD:
University Press of America.

Roberts, S. M., & Eunice, Z.P. (2003). Schools as professional learning communities:
Collaborative activities and strategies for professional development. Thousand
Oaks, CA: Corwin Press, Inc.

Sacks, P. (2000). Predictable losers in testing schemes. School Administrator, 57(11), 6,
8-9.

Salowe, A., & Lessinger, L. (2002). Solutions: Tools and strategies for schools. Lanham,
MD: Scarecrow Press, Inc.

Scheurich, J. J., & Johnson, J. F. (2001). Thinking carefully about equity and
accountability. Phi Delta Kappan, 82, 293-299.

Scheurich, J. J., & Skrla, L. (2001a). Continuing the conversation on equity and
accountability: Listening appreciatively, responding responsibly. Phi Delta
Kappan, 83, 322-326.

Scheurich, J. J., & Skrla, L. (2001b). Displacing deficit thinking in school district
leadership. Education and Urban Society, 33, 235-259.

Schmoker, M. (1999). Results: The key to continuous school improvement. Alexandria,
VA: Association for Supervision and Curriculum Development.

Schmoker, M. (2001). The results field book: Practical strategies from dramatically
improved schools. Alexandria, VA: Association for Supervision and Curriculum
Development.

Schmoker, M., & Wilson, R. (1993). Total quality education: Profiles of schools that
demonstrate the power of Deming’s management principles. Bloomington, IN: Phi
Delta Kappa Educational Foundation.

© Copyright by Nazanin Zargarpour 2006 edreform@zargarpour.com



Collective Inquiry Response

59

Schwahn, C. J., & Spady, W. G. (1998). Total leaders: Applying the best future-focused
change strategies to education. Arlington, VA: American Association of School
Administrators.

Senge, P. M. (1990). The fifth discipline: The art and practice of the learning
organization. New York, NY: Doubleday.

Senge, P. M., Cambron-McCabe, N., Lucas, T., Smith, B., Dutton, J., & Kleiner, A.
(2000). Schools that learn. New York: Doubleday.

Skrla, L., Scheurich, J. J., & Johnson Jr., J. F. (2000). Equity-driven achievement-focused
school districts. Austin: University of Texas, Charles A. Dana Center. Retrieved
March 19, 2005, from
http://utdirect.utexas.edu/txshop/item_details.WBX?cart_id=OMHDANACT &dept_
prefix=MH&item_id=76&cat_seq_chosen=04&subcategory seq_chosen=000&r ¢
ust_service_url=http://www.utdanacenter.org/customerservice/index.html

Skrla, L., Scheurich, J. J., & Johnson Jr., J. F. (2001). Introduction: Toward a new
consensus on high academic achievement for all children. Education and Urban
Society, 33, 227-234.

Smolik, J. (2000). Pupils Show Write Stuff. North County Journal, 44(42).

Stake, R. E. (1995). The art of case study research. Thousand Oaks, CA: Sage
Publications.

Stiggins, R. J. (1999). Assessment, student confidence, and school success. Phi Delta
Kappan, 81, 191-198.

Wagner, T. (2002). Making the grade. London: Routledge Falmer.

Weber, R. P. (1990). Basic content analysis, Second edition. lowa City, IA: Sage
Publications.

Wheatley, M. J. (1994). Leadership and the new science: Learning about organization
from an orderly universe. San Francisco, CA: Berrett-Koehler Publishers, Inc.

Wiggins, G. P. (1999). Assessing student performance. San Francisco, CA: Jossey Bass
Publishers.

Wilkinson, A., & Willmott, H. (Eds.). (1995). Making quality critical: New perspectives
on organizational change. New York: Routledge.

Williams, B. (Ed.). (1996). Closing the achievement gap. Alexandria, VA: Association
for Supervision and Curriculum Development (ASCD).

© Copyright by Nazanin Zargarpour 2006 edreform@zargarpour.com



Collective Inquiry Response

60

Yin, R. K. (1993). Applications of case study research. Newbury Park, CA: Sage
Publications.

Yin, R. K. (1994). Case study research: Design and methods, Second edition. Thousand
Oaks, CA: Sage Publications.

Zigarelli, M. A. (1996). An empirical test of conclusions from effective schools research.
Journal of Educational Research, 90, 103-110.

© Copyright by Nazanin Zargarpour 2006 edreform@zargarpour.com



Collective Inquiry Response

61

Appendix A. Interview Questions

Six Main Questions Used in the Interview Protocol

1. How do you explain the growth in student achievement at your school?

2. Who was involved in determining what actions were taken?

3. Explain how school improvement strategies were implemented.

4. What barriers were encountered as your school worked to improve student
achievement?

5. Tell me about the three things you feel most significantly contributed to academic
success at your school.

6. What one piece of advice would you give to a new principal who is trying to

improve academic achievement at his/her school?
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Author Note
The goal in the design and implementation of this project was to create a product
with relevance and integrity that would be of value to the work of both practitioners and
researchers in education reform. The study was inspired and informed by the author and
researcher’s academic and professional experiences with school reform, ranging several
different perspectives:

e as an external partner to schools and districts engaged in education reform
initiatives such as the Los Angeles Annenberg Metropolitan Project
(LAAMP), the Immediate Intervention Underperforming Schools Program
(IMUSP) and Comprehensive School Reform (CSR);

e as Board Member and Coordinator of Training for the Southern California
Baha’i Training Institute;

e asa district administrator in a relatively large school district, building and
strengthening systems of internal accountability through data use and
collective inquiry, and developing the capacity of individuals to implement
and sustain those systems; and

e currently as Director of the Institute at Indian Hill, an organizational research
unit of Claremont Graduate University’s School of Educational Studies
serving as a coaching and capacity-building resource and as an external
evaluator for reform processes in districts and schools;

e asan independent education consultant, facilitating planning, implementation

and capacity-building for systemic reform in schools and districts; and
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e as aresearcher and scholar.
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