THE INSTITUTIONALIZATION OF AN EDUCATIONAL REFORM

Sustaining an Effective Educational Program

CHAPTER |

INTRODUCTION

Since the publication of a Nation at Risk: The Imperative for Educational Reform
(National Commission on Excellence in Education, 1983), there has been a plethora of school
reform efforts. School districts around the country continue to fund new solutions in hopes of
fixing recurring educational challenges. Instead, what isleft in the schoolsis the fallout from
effective educational programs that have gone bad. Cunningham and Gresso (1993), critics of
some of the latest educational reform efforts, noted that these “quick fix and solution of the year
approaches have proven to be very ineffective” (p. 49). According to their research, the key to
what is wrong with most of these programs is that they have not been allowed to demonstrate
staying power or longevity. What the authors suggested is that educators begin to examine what
has been successful in other school districts that have maintained effective educational programs
for more than 10 years. In the author’s opinion, these schools will be the examples for the
institutionalization of change or, at the least, contain the elements essential for sustaining an

educational program.

A Statement of the Problem

There is a concern among educators about the number of innovative school reform efforts
that are effective, yet fade out of existence. The reality is that most school improvement
programs, successful or not, are discontinued after two or three years. Why do educational
administrators make the decision to stop using programs in their schools that work well?

Horsley, Loucks-Horsley, and Phlegar-Selles (1990) believed it was because of decisions related
to change and to shortsighted planning for implementation and continuation. In other words,
educators are reacting to the pressure to produce improvements quickly and subsequently are not

allowing any time for long-term planning or for sustaining the program over a period of time.



In Cunningham and Gresso’s (1993) research they identified an effective educational
program providing computers for at-risk students as an example of this failure. By all measures
this program was educationally sound and there was evidence that it increased the intellectual
capacity of the students. However, after two years of documented increases in test scores,
improved parent participation, and student attendance, the program was pulled from the school.
Once the program was pulled, test scores dropped, as well as parent participation and student
attendance. Later, the program was replaced by another educational program, but the community
was no longer committed to supporting the school’s efforts. Cunningham and Gresso concluded
that when educational reform is not institutionalized, it not only creates stakeholder apathy and
an enormous amount of wasted public funds, but it affects the long-term success of reforms.

What will it take to convince educators to discontinue the practice of removing programs
with proven success from the schools? What elements must exist to sustain and fully
institutionalize programs in schools? This study attempts to answer these questions
by describing the variables that are common to one successful program that has been sustained

over a period of time.

The Purpose and Significance of the Study

The research conclusively demonstrates that the most successful school improvement
efforts occurred in schools that allowed for the institutionalization of change (Horsley et. al.,
1990). This study investigated the key elements that sustained an exemplary program at one
inner-city school for at-risk children in a middle-Atlantic state. The Bright Beginnings: Fantastic
Follow Through program originally began in 1968 as a federally funded program named the
Follow Through Program, Parent Education Model. This parent involvement program was
supplemented with a curriculum development program, High Scope, that focused on centers of
interest in the classroom. The original components of both programs have remained in place.
However, the core program, the Parent Education Model, has expanded over the years.

The intent of this study is to add to the growing knowledge base of the institutionalization
of change in educational reform. The research is significant because it provides program-
planning data to administrators and communities implementing school-restructuring projects.
The research will assist future administrators in laying the foundation for creating high
involvement school cultures with sustaining power. School boards and legislatures may use this



information to justify long-term financia support for such programs. Finally, program
evaluators and other researchersin the field may use this research to support their findings on the
long-term effects of reform efforts.

Research Questions

The following research questions will guide this study:
Main Question
How did the Bright Beginnings Fantastic Follow Through program sustain itself for more than
25 years?
Secondary Questions

What role did the school context play in sustaining the program?

What role did leadership play in sustaining the program?
How did the school culture affect sustaining the program?
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How did the implementation, continuation, and evaluation phases of the change effort affect
sustaining the program?

5. What effect, if any, did external factors have on sustaining the program?

Limitations of the Study

This study focused on an exemplary school program at one inner-city school for at-risk
children. Thefindings are not generalized to all at-risk programsfor children. The findings are
limited to data collected from the existing participants of The Bright Beginnings: Fantastic

Follow through Program through in-depth interviews and document reviews.

Selection of Case

The case for this study was selected as aresult of the review of the effective schools
literature. The literature review identified an inner city school that had sustained an effective
program for more than 25 years after the federal funds had ceased for the program. The
researcher decided that this specific program warranted investigation for further research as an
exemplary case study.

The characteristics of an exemplary case study, as identified by Yin (1994), were used to
determine if this case represented an exemplary case study. Yin developed three teststo

determine whether a case study was exemplary: (a) the individual case or cases are unusual and



of general public interest, (b) issues are nationally important, either in theoretical, policy, or
practical terms, or (c) they are both of the proceeding. This case presents area-life situation at

one school and it provides an opportunity for doing an exemplary case study.

Organization of the Study

This document is presented in five chapters. Chapter One includes the conceptual model
for the study, areview of the literature, and the definition of terms. The statement of the
problem, the purpose and significance of the study, the research questions, and the limitations of
the study are also discussed in Chapter One.

Chapter Two gives a description of the research methods and procedures used in this
study as well as a profile of the school site. Chapter Three presents the contextual history of the
original Follow Through Program, Parent Education Model and the current program operating in
the school, the Bright Beginnings: Fantastic Follow Through Program. Chapter Four offersa
report of the findings. Chapter Five contains a discussion of the findings, conclusions,

implications for practice, and recommendations for further research.

Conceptual Framework for the Study

A conceptual model was developed to illustrate the relationships and the inter-rel atedness
between the key variables associated with the sustenance of a program. Sustenance, for the
purpose of this study, refersto the institutionalization of change over an extended period of time.
Sustenance and sustaining will be used interchangeably throughout the study.

The literature over the past 20 years on change, school culture and change, leadership and
change, educational reform, staff development, and effective schools, and school effects
research, was reviewed. From the review of literature, five key elements were identified for
sustaining a program: (a) school context; (b) leadership; (c) school culture; (d) the change effort
and the phases of implementation, continuation, and evaluation; and (e) external factors. Figure
1 illustrates the relationship and interdependence of these variables in the conceptual framework
model. Each factor operatesin concert with the goal of sustaining the program. When avariable
ismissing or weak, the program or innovation cannot sustain itself.

Research on effective inner-city schools conducted by Wang, Haertel, and Walberg

(1994) identified factors present in effective schools that correspond to the elementsin the



conceptual framework. They found that effective schools and programs have consistent patterns
of organization and exhibit: (1) a safe and secure environment , (2) strong leadership, (3) shared
governance and parent involvement, (4) student choice or interest centersin classroom, (5)
community partnerships and, (6) on-going evaluation to ensure program quality.

A survey of the literature also identified longitudinal studies that support this researcher’s
theory regarding the significance of these identified elements in sustaining a program or
educational innovation (Corbett, Dawson & Firestone, 1984; Stringfield & Teddlie, 1993).

School Context

School contextas used in this study, refers to a description of the school and community.
A review of the schools effects literature revealed other more inclusive definitions.

In 1984, researchers began to look at the conditions that existed in successful and
unsuccessful programs. They looked at the institutional character and conditions under which
change occurs. The inter-relatedness of all facets of the school was termed context or contextual
factors. Corbett, Dawson and Firestone (1984) defined context as a set of local conditions,
which include the resources, relationships between persons and groups, use of educational
knowledge, norms, in terms of goals and availability of incentives and disincentives, and rate of
turnover. They contended that these local conditions created circumstances that encompass the
change effort and may ultimately impact the success or failure of the innovation (Corbett,
Dawson, & Firestone, 1984).

Other definitions of school context appear in the literature. Cole and Griffin (1987)

defined the school context in terms of four domains:
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Figure 1. Model of the key factors associated with the sustenance of
an educational program. Each factor isinterrelated and vital to
sustaining an effective educational program. Within the Change
Effort, the phases of implementation, continuation, and evaluation are
analyzed in relationship to their impact on the institutionalization of
the innovation.



1. Ecology (physical and material aspects)
2. Milieu (socia dimension created by belief systems, values, cognitive structures, and

meaning)
3. Social system (socia dimension created by the relationships of persons and groups)

Cole and Griffin (1987) aso contended that it was the weaving together and

interdependence of all facets of the school that created its environment or context.
Stringfield and Teddlie (1993) defined school context as the background of the students and
families, the grade levels, the experience and stability of the faculty, the manner in which
parents interact with the people, geographical location, and the support structure in the school
district.

According to Corbett et.al. (1984), if lasting change is to take place in schools, those
persons leading school improvement efforts need an understanding of the complex nature of
the school prior to and during the change effort in order to sustain implementation. They
stated further that in order to understand the impact of contextual factors on change, it was
necessary to examine the circumstances of schooling and the meaning given to the
circumstances by those in the school as well as those in the outside environment, parents and
community members.

Hord (1987) examined strategies for leading change. She suggested that the context in
which those seeking to improve schools found themselves created a set of conditions that
may present bridges or barriers to change. Hord recommended that school |eaders encourage
the development of those factors that facilitate change or to nurture those factors that aready
exist. Hord further explained that by doing this, leaders increased the opportunity for change
to become a permanent part of the school.

Leadership
Leadership in this study addresses how the roles of the principal, teacher, parents, and
community leaders interrelated and impacted positively on the sustenance of an educational
program. Leadership rolesin an organization significantly influenced the resiliency and

sustenance of the organization (Patterson, 1993).



Leadership Role of Principal

The leadership role of principalsin sustaining and creating a learning organization

was to help schools devel op the capacity to carry out their mission. Crucial to thisrole was

the cultivating and maintaining of a shared vision. Leaders must manage the organizational
structures that support continuous learning, collect and disseminate information about the
school’s performance, and institute school governance that encourages collective inquiry.
Continuous learning in the school must be supported for the students and the faculty.
Therefore, the principal as leader has to break down the barriers to collaboration and, by
example, model collaborative practices and make decisions democratically (Joyce &
Calhoun, 1995).

Conley and Goldman (1994) viewed the role of a principal as facilitative. The leader
demonstrated behavior that enhanced the collaborative ability of a school to adapt. Other
roles of the principal were to solve problems, and improve performance. The facilitative
leader fosters involvement of employees and other stakeholders at all levels to ensure the
success of a program or educational initiative. Based on their observations of facilitative
leaders they noted the use of several key strategies: (a) overcoming resource constraints; (b)
building teams; (c) providing feedback; (d) coordination and conflict management; (e)
creating communication networks; (f) practicing collaborative politics; and (g) modeling the
school’s vision.

Hallinger and Murphy (1986) reported that principals viewed the effects of change
and restructuring in terms of a loss of power and control. Principals predicted that their new
role would eliminate decision-making in isolation. It was found that one key issue affecting
long-term success of an innovation was the ability of principals to make the transition from
one leadership style to another, and to perceive power as something that is multiplied rather
than reduced when it is shared. Patterson (1993) wrote that leadership is effective when it
influences others to achieve mutually agreed upon and socially valued goals that help an
organization to stretch to a higher level.

The research of Stringfield and Teddlie (1993) supported the theory that principal
leadership is critical to creating and sustaining effective school programs. According to the
authors, administrative leadership should be assigned to schools based on the principal’s

appropriateness of the principal’s leadership to the school context. For example, “among the
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stable effective schools, appropriate |eadership sustained schoolsin their effectiveness

relative to the characteristics of teachersin those schools” (p.173). Examples of the

assignment of inappropriate leadership in schools were documented in rural and urban areas.
In the stable, less effective school in low-socioeconomic areas, principals did not monitor or
visit classrooms and developed few improvement plans. As a result of these principals
choosing to refrain from improving classroom conditions, their leadership was inappropriate
for those teachers. Teachers in schools in low-socioeconomic areas generally required more
instructional assistance from the principal. Another school in this study started declining due
to the principal delegating the task of helping new, inexperienced teachers to the grade level
chairs. Both examples cited are illustrative of principal leadership styles poorly matched to
the teacher’s characteristics. In these examples, principal leadership impacted negatively on
a school’s capacity for creating and sustaining an effective program over time.

Leadership Role of Teachers

There have been teacher leaders in schools in traditional roles as department chairs,
team and grade leaders, curriculum committee and as curriculum developers (Lieberman &
Miller, 1990). Whether taking on traditional or emerging roles, a more systematic approach
to developing the requisite skills for assuming leadership roles may be helpful for teachers.
The acquisition of these skills may serve to enhance performance in the classroom (Gehrke,
1991).

Teachers have daily contacts with their students. They are in the best position to
make critical decisions about curriculum and instruction. They are better able to implement
changes in a comprehensive and continuous manner (Livingston, 1992). According to
Livingston, the leadership role for teachers offered them real opportunities to impact
educational change without necessarily leaving the classroom. He stated that teachers serve
as research colleagues, work as advisor-mentors to new teachers, and facilitate professional
development activities as master teachers. Livingston also noted that teachers act as
members of school-based improvement teams, instructional support teams, and as leaders of
change efforts.

Leadership Role of Parents

As for the role of parents, according to Epstein (1992), schools can empower the

parents by encouraging them to organize groups and committees and by providing training in
9



leadership and decision-making skills. She acknowledged that involving parentsin decision-
making roles could be challenging. “Most parents do not participate at the school building
level, either as volunteers or in decision-making roles” (p.2). However, Epstein considered it
a basic obligation of schools to involve parents and others in the community in decision-
making, governance, and advocacy. Epstein also supported the incorporation of families in a
two-way communication system with the school. This would facilitate increased parent
involvement, which, in turn would lead to increased student achievement, and to sustaining
an effective program over time.

Uchida, Cetron, and McKenzie (1996) further supported the premise that when
parents work closely with a child’s teacher and the school, it is a win-win for all
stakeholders. The authors purported that depending on the level of parent involvement, (a)
parents gain self confidence in parenting; (b) an understanding of their home as a learning
environment; (c) an understanding of school programs and services; (d) an increased comfort
with communicating with the school; and (e) an input into policies and programs that affect
their children’s education. Teachers and school systems gained a respect for and an
appreciation of a parent’s time, a common base of knowledge for communicating about a
student’s strengths and weaknesses, and a feeling of parental support for sustaining effective

programs (Uchida et. al., 1996).

School Culture

For the purposes of this research, school cultudefined as the norms, values,

beliefs, ceremonies, rituals, traditions, and myths commonly held by the teachers, students,
and the principal. A positive, collaborative school culture that strives for continuous
improvement is essential to sustaining an effective school program over time (Schein, 1992).
According to Deal and Peterson (1990), there are three elements of school culture that
are interrelated and have an impact on sustaining an effective program. These elements
include: (a) the attitudes and beliefs held by persons both inside and outside school,
particularly attitudes about schooling, change, students, and other persons, (b) the cultural
norms of the school, composed of the set of informal, unwritten rules governing behavior in
the school and community, and (c) the relationships of persons inside the school, on both an

individual and group level.
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To examine the school’s culture is to suggest that “teachers and students are strongly
influenced by the mores, routines, and conventions about how things are done in their
schools” (Deal & Peterson, 1990, p.6). Schein (1992) described the context of culture in
several ways as:

1. observed behavioral regularities when people interact, such as the language used

and the rituals around deference and demeanor;

2. the norms that evolve in working groups, such as the particular norm found in the

group of ‘a fair day’s work for a fair day’s pay’;

3. the philosophy that guides an organization’s policy toward employees;

the informal rules of the game for getting along in the organization that a new
person must learn in order to become an accepted member;

5. the values espoused in an organization for quality or leadership; and

6. the feeling that is conveyed in an organization by the physical layout and the way

in which the members of the organization interact with other outsiders (p.6).

Basic Assumptions and Beliefs

Schein (1992) further defined culture as “the deeper level of basic assumptions that are
shared by members of an organization that operate unconsciously, and that define an
organization’s view of itself and it's environment” (p.6). Therefore, unconscious basic
assumptions of the culture may hinder an innovation from being put into practice. Haller and
Kliene (2001) point out:

When it is claimed that schools have culture, it means that the individuals within each

school share certain basic assumptions, values, and beliefs about students, teachers, and

the purposes of education, and further, that these assumptions, values, and beliefs are to a

significant degree different from those shared by individuals in other schools. Further,

the claim implies that these shared assumptions, values, and beliefs are important because

they affect the behavior of participants in each school. As a consequence of the variation

in culture, behavior varies among schools. (p. 343)

According to Senge (1990), the innovation may conflict with a deeply held internal
image of how the world works and that these images may limit persons to familiar ways of
thinking and acting. He noted that this failure has occurred in schools on a regular basis

because of the attitudes and beliefs of those in the school on what schooling is and the
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response from others in the school to events and actions. Two examples of the influence of

deeply held assumptions on school improvement efforts would be: (@) the perception of a

school system as being intolerant of trying new innovative ideas or programs (Sarason, 1982)

and (b) a teacher’'s assumptions about a student’s families reinforced views about that child’s
development and academic learning in general (Goldberg & Gallimore, 1991).

External Values

There are also external values that have an affect on the culture of a school, that
contribute to shaping what goes on inside the school. Deal (1985) reported a number of
changes in the culture that are eroding support for reforms:

1. The belief that attending school is a prime pathway to virtue and success in later

life is no longer widely held or firmly shared.

2. The intuition and insights of local educators have been replaced by an emphasis
on research, giving more authority to the expert advice of researchers and
consultants than to tradition and experience.

3. There is more of a focus on the technical aspects of instruction and administration
as a result of evaluations like management by objectives.

4. Professional teacher associations have become highly vocal and emulate the
practices of labor and trade unions.

5. Events such as desegregation, court enforced student rights, and new approaches
for particular groups of students have changed the traditions, moral order, and
historical practices of local schools (p.613).

Common Vision

Schlechty and Cole (1991) postulated that sharing a common vision increases the
likelihood of school improvement efforts succeeding and being sustained over time. They
believed that a shared vision among students, faculty, parents, and the external community is
a feature in which all students are most likely to succeed academically. If this shared sense
of purpose exists, members of the school community are able to articulate what constitutes
good performance in a relatively precise and consistent way. They asserted that without this
shared vision, administrators, students, teachers, and parents do not know what is expected of
them. A shared vision helps to point out what is important to develop, to protect, and to

sustain in the school.
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Norm of |nvolvement

Another element of school culture that is essential to successful implementation and
Institutionalization is a norm of involvement in making decisions about the school
improvement effort, either directly or indirectly (Sarason, 1982). By providing the
opportunity for participants to discuss and plan changes, |eaders helped to assure a higher
quality innovation along with a greater commitment to and ownership of the innovation
(Wehlage, Rutter, Smith, Lesko, & Fernandez, 1988).

Collaborative Work Cultures

Just as the attitudes, beliefs and values of persons, both inside and outside the school,

have affected change and the norms of the school, relationships between persons and groups

of persons within the school culture may either facilitate, change, or impede change. The

rel ationships teachers have with each other, their students, and the community affect change.
Developing collaborative work cultures helps reduce the professional isolation of teachers,

allows the sharing of successful practices and provides support. Collaborations raise morale,
enthusiasm, and the teachers’ sense of efficacy and makes teachers more receptive to new
ideas (Simpson, 1990; Fullan, 1991).

Collaborative working cultures involve more than just being congenial to each other.
The work environment for teachers should be one of collegiality. Little (1982) described
collegiality as a norm exhibited through four specific behaviors:

1. Adults in schools who have a collegial relationship talk about practice.

2. They also observe each other in the practice of teaching and administration.

3. Colleagues engage together in work on a curriculum by planning, designing,

researching, and evaluating it.

4. Finally, collegiality is exhibited when adults teach each other what they know

about teaching, learning, and leading.

Barth (1990) stated that collegiality is often confused with congeniality and is
difficult to establish in schools. He suggested a number of outcomes might be associated
with collegiality:

Decisions tend to be better. Implementation of decisions is better. There is a higher

level of morale and trust among adults. Adult learning is energized and more likely

to be sustained. There is even some evidence that the motivation of students and their
13



achievement rises, and evidence that when adults share and cooperate, students tend

to do the same. The relationships among adults in schools allow, energize, and

sustain all other attempts at school improvement. Unless adults talk with each other,

observe one another, and help one another, very little will change. (p.31)

Fullan (1991) agreed that collegia relationships facilitated change because change
involves learning to do something new, and interaction is the primary basis for social
learning. He emphasized that new meanings, new behaviors, new skills, and new beliefs are
highly dependent on whether teachers are working as isolated individuals or are exchanging
ideas, support, and positive feelings about their work.

Fullan (1991) further supported the view that a student’s relationship with teachers is
equally important to successful change. Students are typically seen as the potential
beneficiaries of change rather than as participants in the process of change. According to his
findings, students are rarely informed about change plans in spite of the fact that the plans
cannot be carried out successfully when students are not committed to cooperate with the
plan, and do not know what to do or how to do it.

Building a sense of community is important to the cognitive and emotional growth of
students. Successful school programs have in common a “model of community, an extended
family where achievement is important and so is caring for one another ” (Wehlage, 1988,
p.31). Strong parent, community and school relationships promote high performance.
Schools where parents and teachers are supportive of each other and have close relationships
acquire a more community atmosphere, and have a sense of mutual purpose and partnership
(Aronson, 1995).

Fullan (1992) noted that developing collaborative work cultures to help staff deal
with school improvement efforts is a major responsibility of the principal. He maintained
that the only thing of real importance that leaders do is to create and manage culture. He
asserted that this is very challenging for principals because they are also part of the culture
through their attitudes and relationship with others. The principal is the person most likely to
be in a position to shape the organizational conditions necessary for success, such as the
development of shared goals, collaborative work structures and climates, and procedures for

monitoring results.
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Phases Within the Change Effort

The use of the term, change effort, refers to the process of reform. When the
literature on change was reviewed, three major phases of a change effort emerged: (a)
initiation, (b) implementation, and (c) continuation. Severa researchersidentified and
defined the three major phases of a change effort as follows:
1. Initiation: the process that begins with the awareness of the change and leads to
the adoption of the new practice or plan for improvement. Thisisaperiod of
inquiry, planning, and consideration of costs, materials, personnel, and space
required for adoption.
2. Implementation: the process of putting the change into practice. Training and
staff development is crucial to this phase. Time and lots of practice is essentia to
this phase of the process. This usually occursin the first two to three years of a
program.
3. Continuation: the process of determining whether the change effort has been
incorporated into the routine way of the school culture, into regular budgets,
curriculum guides, and policies (Berman & McLaughlin, 1978; Fullan, 1982;
Horsley et. al., 1990).
This researcher concurred that these phases were evident in the change effort being
studied. However, this examination of the phases was modified to correlate with where the
emphasis was placed in this specific case. Asapoint of reference, this decision was based on
two facts. First, the school, prior to Bright Beginning funds, had been participating for
severa yearsin the Follow Through Parent Education Model by Ira Gordon. Also, the High
Scope Curriculum had been implemented during the same time frame. Secondly, a high
sense of trust had been established with parents and staff. The school did not need to spend a
great deal of time on initiation and awareness because the new program expanded the two
programs already in place. If Bright Beginning’'s had been a new program being introduced
to parents, staff and community, then the initiation phase would be equally important to the
success and sustenance of the program. Therefore, the three major phases of the change

effort examined in this study were implementation, continuation and evaluation.
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| mplementation Phase

Implementation in this study, refers to the actual process of adopting and putting the
change effort into practice, whether it is the adoption of a new program, instructional
strategy, or governance structure. Continuation, in this study, is the process of incorporating
the change effort into the school culture and making it a permanent fixture in the school.

Another name for this processisinstitutionalization. Evaluation is defined in this study as
the continuous and ongoing process of monitoring and assessing the change effort, both
formally and informally.

Principals and other leaders who initiate the change effort must become the catal ysts
for generating support and enthusiasm during implementation. Bennis and Nanus (1985)
defined implementation as “a dynamic interactive process, one that calls for leaders to
perform a kind of magic act, to assemble --- out of all the variety of images, signals, forecasts
and alternatives, a clearly articulated vision of the future that is at once single, and easily
understood, clearly desirable, and energizing” (p.101).

Fullan (1993) viewed change as very complex. The process of implementation is
much more complex than the adoption or initiation phase. Implementation generally takes
the first two to three years of actually putting the change effort into practice. Fullan offered
eight basic lessons on the complexities of change:

Lesson One: You can’t mandate what matters. The more complex the change, the

less you can enforce it.

Lesson Two: Change is a journey, not a blueprint. Change is nonlinear, full of

uncertainty and sometimes perverse.

Lesson Three: Problems are our friends. Problems are inevitable and you can't learn

without them.

Lesson Four: Vision and strategic planning come later. Premature visions and

planning can blind the program. Shared vision is important to success of the change

effort.

Lesson Five: Individualism and collectivism must have equal power. There are no

one-sided solutions to isolation and thinking with the group. Maintain simultaneously

respect for individual and the group.
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Lesson Six: Neither centralization nor decentralization works. Both top-down and

bottom-up influence should occur simultaneously.

Lesson Seven: Connection with the wider environment is critical. Successful

organizations learn externally and internally.

Lesson Eight: Every person is achange agent. Like-minded individuals and groups

come together to create continuous improvement. (pp.21-22)

Bennis and Naus (1985) and Hordley et.el. (1990) aso have addressed the
complexity of change and the issues that may arise during the implementation process. An
issue or areas of concern that impacts the process of implementation is staff development.
Staff development is very important to the implementation process. The success of
implementing a new program or policy is dependent upon the principal and teachers learning
to operate under conditions for which they have not been trained. It presents opportunities
for staff to be collaborative and to receive supportive instruction through peer coaching. This
factor can be an ideal strategy for changing school culture, as well as teachers’ attitudes and
belief systems (Fullan, 1991).

School districts can facilitate the process of implementation by providing training to
teams and master teachers, providing resources and incentives for attending training sessions
and conferences, by encouraging collaborative practices and demonstrating support for the
importance of continuous learning by staff (Schlechty & Cole, 1991).

A staff development plan should reflect “an explicit historical and contextual
sensitivity: a means of locating new ideas in relation to individual and institutional histories,
practices, and circumstances” (Little, 1993, p.6). Griffin (1983) described his version of a
model staff development program. He classified the features of his model into three
categories:

1. Assessment: Staff development should be planned as a result of problem
identification by those most directly related to the problem.

2. Context: Staff development should be based on and monitored according to the
perceptions of the participants, after an extensive needs assessment of all involved

stakeholders. The plan must be adaptable and flexible to change in school context.
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3. Content and Process. Staff development should involve the principal and staff
training collaboratively. Leadership and substantive content should come from principals
and teachers, rather than external consultants.
Fullan (1993) views the staff development process as an opportunity to re-socialize
and to re-culture the staff. He callsfor an integration of theory and practice. Thiswould
entail schools and universities working collaboratively to improve practice and to learn from
each other. He further advocated re-timing, where teachers are given more time to reflect on
their practices and training. Also, time would be built into teachers’ schedules to collaborate
with each other, thereby working less in isolation. This would be an ideal strategy for a
school district to utilize to demonstrate support by providing time for staff to collaborate, to
engage in activities such as peer coaching and team building. Stringfield and Teddlie (1993)
found the practice of teachers working in isolation could be counterproductive to the
achievement of at risk students and to maintaining an effective program. They also reported
that when there is a high frequency of teachers communicating between grades and
classrooms, a positive indicator for raising student achievement and program success occurs.
Everyone who is affected by the implementation of a new program or policy needs to
be included in the staff development plan and receive ongoing training to ensure success and
longevity of the innovation. “The conclusion of the literature is that client-serving
institutions are much more successful when they blur the distinctions between the
professional and lay community and involve the client whenever possible in the functions of
the organization” (Joyce, Wolf, & Calhoun, 1993, p.76).

Continuation Phase

This phase is the true test of whether the innovation has become a regular part of the
school or district. During this phase the innovation eventually becomes so routine that it is
invisible. Once the innovation has spread sufficiently and is being used with enough
regularity to be considered a standard operating procedure in the school or district, it is no
longer considered as unique or unusual. Therefore, the innovation stops being an innovation
and becomes invisible to outsiders and insiders. In this final phase the innovation becomes
institutionalized (Horsley et. al., 1990).

During the continuation phase of the change effort, consultation and reinforcement

are important to sustaining the innovation. Hord, Rutherford, Huling-Austin, and Hall (1987)
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observed that “consultation and reinforcement are less formal, more specific, and more
personalized than training” (p.76). According to the authors, the principal or lead teacher
should design these sessions to include brief conversations with teachers about, “how it's
going,’ sharing tips, providing practical assistance, compliments, and constructive comments
to reinforce the teacher’s progress.

Hord and others (1988) noted that “monitoring is a natural complement to
consultation/reinforcement in that it provides valuable data about how individuals are doing
and what their assistance needs might be” (p.77). The authors point out that people who use
an innovation on a routine basis typically do not seek assistance. “Even so, they should not
be forgotten or ignored. ... These users will appreciate the attention and concern and ... will
reinforce the fact that using the innovation is important” (p.67).

Consultation and reinforcement are a natural complement to monitoring. Likewise,

monitoring is a natural complement to continuous and on-going evaluation.

Evaluation Phase

Horsely and others (1990) determined that through the phases of continuous program
evaluation and monitoring, attention is given to what people are doing (or the substance of
the effort), how they are doing it (their use of new skills and practices), and how they feel
about what is happening (their concerns). Collectively, the phases of implementation,
continuation, and evaluation of the change effort are interrelated, affected by each other, and
essential to sustaining an innovation or program over time.

Monitoring and evaluating the change effort being implemented are significant and
essential. These process focuses on exactly what the staff is doing, on how they are
transferring the new skills and practices, and on their concerns and feelings about what is
happening as they implement the change effort. Feedback to staff and other stakeholders
may: (a) provide information about clarity of vision; (b) reveal a need for additional
leadership roles; (c) indicate whether empowerment is occurring and the feelings about it; (d)
locate the pitfalls and stumbling blocks; and (e) determine how to proceed with staff
development (Horsley et al., 1990).

In a school that operated as a high reliability organization (HRO), it was found that
they give considerable attention to analysis and evaluation of the substance of the program to
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improve the processes of the organization. Equal or more attention was given to the
performance and evaluation of staff because of the high value placed on professionalism.
The HRO relied on the professional judgement of all staff members. To thisend, it stressed
intensive recruitment and ongoing training (Roberts, 1990).

In arecent article, McElvain and Caplan (2001) reiterated the value of formal and
informal evaluation of programs to ensure success, program quality, as well as longevity.
They stated:

Schools with strong programs know that evaluation is an important component of the
program design and implementation. A strong evaluation design will provide
information that they can use daily to fine-tune and improve a program. Before
developing an evaluation process, principals and other program participants should
determine what they hope to learn or measure about the program, and they should
decide how to collect evaluation data smoothly with the least disruption to students,

teachers, and other involved parties. (p.43)

Externa Factors

The literature review addressed how external forces may impact on implementation
and continuation of an innovation or school improvement effort. Specific attention was
given to how external forces may impact on the implementation, continuation, and evaluation
processes of the change effort.

The external factors are an underlying issue or area of concern that may arise during
the implementation phase. A review of the implementation literature acknowledged the
importance of the relationship between an organization and its external environment
(Berman, 1978; Fullan 1991). Any organization, including a school, does not operatein a
vacuum. The contextual setting within which it is situated and its linkages to a variety of
external entities can, to a great extent, determineits eventual success or failure.

Tangible and Intangible Resources

Puma (1994) verified that the effective implementation of a program is dependent on
external factors. He defined external factors to include: (a) tangible resources such as

additional funding; (b) provision for staff training; (c) new instructional materials and
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equipment; and (d) in some cases, modifications to the physical space such as building a
new or expanded computer |ab.
However, Puma aso believed that intangible forms of support are equally important
to a program’s success. He developed a list of intangible forms of support that include such
things as: (a) a regulatory environment that facilitates innovation; (b) the encouragement and
moral support of both superiors and peers; (c) parental backing for the particular innovation;
(d) parents’ direct involvement in the instructional process; and, in some instances; (e) the
involvement of community agencies in the program’s implementation.
According to Puma, the extent to which any of these factors are important for
successful implementation varied depending on the innovation. For example:
Some programs, particularly the Title | school-wide projects, have explicit
requirements for increased parental and community involvement. Consequently the
success of these programs is closely tied to the ability of school staff to affect these
changes and can be helped or hindered by the local context in which the school
operates. The source of these types of external supports can also vary from program
to program. In some cases, programs are highly dependent on external consultants
for instructional materials, staff training, and guidance during implementation. In
other cases, districts and schools are solely responsible for the development and
iImplementation of the innovation. Schools function within districts that in turn
function within a structure of state administrative controls. Moreover, changing
schools cannot occur without the support of district and state administrative
organizations. (p.82)

District and State Support

District and state support is another issue of concern to a school or school district
trying to sustain an effective innovation or program. The following components are
important strategies that districts and states can use to demonstrate support for effective
implementation of an innovation:

1. support from the leadership for school level changes, particularly support for the time

and resources needed for planning and staff development (Purkey & Smith, 1983;

Cohen, 1988);
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. the practice of hiring, assigning and evaluating school administrators, teachers and
support staff of a program (Purkey & Smith, 1983);

. curriculum support including setting goals and objectives and providing appropriate
textbooks, supplies, and instructional materials (Corcoran, 1988);

. providing resources needed to support the innovation including funds, materials and
facilities, and financial incentives to attract and retain qualified staff (Berman &
McLaughlin, 1978);

. authority and flexibility to allow schools to make changes including necessary
freedom from regulatory constraints (David, 1989);

. professional support including specialized expertise necessary to ensure successful
achievement of local objectives (Little, 1982);

. opportunities for ongoing staff development (Joyce & Showers, 1995);

. external forces that constrain implementation including severe financial constraints at
the district or state levels (Stringfield, Winfield, & Puma, 1994);

. district policy changes, such as a shift to year round schools and the reassignment of
personnel (Puma, 1994); and

10. severe lack of community resources (Puma, 1994).

Summary
This chapter presented definitions of the identified elements of the conceptual model

extracted from the review of literature. The literature review supported the inter-relatedness

of the five key elements associated with sustaining an educational program or innovation.

The five e ements investigated through the literature were school context, leadership, school

culture, the implementation, continuation, and evaluation phases within the change effort,

and external factors.
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CHAPTER 11
METHODOLOGY
This chapter describes:. (a) the research design used in this study, (b) the selection of
the sample, (c) the content validity instrument for interview protocols, (d) the interview
protocols for inquiry, (€) the data collection process, and (f) the procedures used for data

analysis. This chapter concludes with a discussion of the credibility of the research methods.

Research Design

Thisinvestigation was designed as qualitative research using a case study approach.
“The purpose of qualitative research is to gain an in-depth understanding of purposively
selected participants from their perspective” (Patten, 2000, p. 29). Qualitative studies in
education are inclined to be: (a) conducted in the field, specifically in schools and
classrooms; (b) interpretive in character; (c) expressive with language; (d) attentive to
particulars; and (e) judged by its coherence, insight, and instrumental utility (Leedy, 1993).

Qualitative interviewing was the basic tool used to investigate the program. This
technique allowed the researcher to learn how those involved in the change effort view the
successes and failures of a program or project. “Qualitative interviewing focuses on the
small, single setting, one institution, one city or neighborhood ” (Rubin & Rubin, 1995). The
constant-comparative method described by Maykut and Morehouse (1994) guided the
analysis of data for this study. It is a non-mathematical procedure that is designed to identify
themes and patterns in qualitative data. The results are presented in narrative form
describing themes and trends within the domains studied.

Sample Selection

This study used purposeful sampling and snowballing to select the participants.

Purposeful samplings a strategy used when one wants to understand something about
specific cases without needing to generalize. This strategy allows the investigator to think
through which interviewees would provide the most reliable and creditable information
(Patton, 1990). After consultation with the current principal, an initial list of five key
participants was provided to the researcher. The researcher interviewed each of the selected

participants.
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Each person, contacted for an interview, was asked to identify “the name of someone
else to whom | should talk?” This approach, known as snowballing, proved to be very
successful in identifying an additional five participants for the study. Patton (1990)
explained snowballings an approach used to identify key informants with rich information
to share. Names that were repeatedly mentioned by different informants were contacted by
the researcher and interviewed for this study. The names of the following were most
frequently repeated: (a) former Follow Through director, (b) the project director, and (c) the
parent coordinator.

The ten participants interviewed were: (a) the former principal of the Bright
Beginnings program, (b) the current principal of Bright Beginnings, (c) two Bright
Beginnings classroom teachers, (d) two Bright Beginnings parents, (e) a former parent
involved with the Follow Through program, (f) the project director (g) parent coordinator,
and (h) former Follow Through director. The project director and parent coordinator have
been with the program since its inception. Two of the parents have children who have
participated in the program for three consecutive years. One of the Bright Beginnings
teachers has been with the program for 15 years. The other teacher has worked in the
program for three years. The current principal of the Bright Beginnings Program has been at
the school for eight years. The retired Follow Through director for the school system was
interviewed to provide contextual information pertaining to the original Follow Through,
Parent Education Model.

Instrumentation

Development of Interview Protocols

According to Rubin & Rubin (1995), “ Researchers judge the credibility of
gualitative work by its transparency, consistency-coherence, and communicability. They
design the interviewing to achieve these standards” (p.85). Four semi-structured and open-
ended question guides were developed from the research questions using the domains from
the conceptual framework and review of the literature. The five domains are: (1) school
context, (2) leadership, (3) school culture, (4) the change effort, and (5) external factors.
Table 1 illustrates the relationship between the interview questions and the research

guestions.
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Table 1.

Relationship of Interview Questions to Research Questions

Interview Questions

about the community your school
serves?

know about the community
your school serves?

Research Question Principal Teachers Parents Project Director
1. Whatroledidtheschool | 1. Tell meabout Thurgood Marshall Describe the studentsin your 1. What is important for me to 1. Talk to me about Thurgood
context play in Elementary School. class. know about your community? Marshall Elementary School and
sustaining the program? | 2. What isimportant for me to know What's important for me to 2. If l were a new parent in your the community it serves.

neighborhood, what would you
and your child tell me about
Thurgood Marshall Elementary
School?

play in sustaining the

2. What role did leadership 3.

Tell me ways teachers may have
been affected by this program.

Every program needs leaders|tc8.

=3

be successful. Talk to me abo

Talk to me about how parents | 2.
are involved in Bright

Describe for me your role as the
project director for Bright

w

external factors have on
sustaining the program?

prevent the program from continuing
at the school? If yes, please tell me
more.

would prevent the program
from continuing at the school?
If yes, please tell me more.

program? 4. If you had to implement the program leadership in Bright Beginnings. Beginnings.

all over again, what would you do Beginnings. 4. Is there anyone else | should tglk3.  How do you perceive the role of t}
differently? . Who else should | talk to aboyt to about Bright Beginnings? principal in relationship to the

5. How do you perceive your leadership the program? continuance of the program?
role as it relates to sustaining the 4. Who else should | talk to about th
program? program?

6. Who else should I talk to about the
program?

3. How did the school 7.  Since Bright Beginnings, what has| 5.  Since Bright Beginnings, have| 5.  Talk to me about the atmosphefes.  What have you observed that’s
culture affect sustaining changed about how things get done? there been changes in how at the school. Do you feel different for the school since the
the program? things get done at the school? welcome? Bright Beginnings program?

Please explain your response.

4.  How did the 8.  Describe for me the Bright Talk to me about the Bright 6. If I were a reporter from the 6. Tell me ways in which central
implementation, Beginnings program. Beginnings program. Times newspaper, what would administration supports the
continuation, and 9.  What would a typical day be like fo What would a typical day be you tell me about Bright program.
evaluation phases of the children in Bright Beginnings? like for children in Bright Beginnings? 7.  What is the future plan for this
change effort affect 10. |If | asked a parent about this beginnings? 7. Have you seen changes in you program?
sustaining the program? program, what do you think the How are you feeling about child since he or she has been In8. Is there anything else | should kng

parent would say? Bright Beginnings? Bright Beginnings? If yes, about Bright Beginnings?

11. Talk to me about the strengths of thed.  When you think about Bright please explain what's different.
program. Weaknesses? Beginnings, what are you 8. Is there anything else | should

12. If this program were replicated in concerned about? know about Bright Beginnings?
another school, what would be
important for the principal and staff
to know?

5.  What effect, if any, did | 13. Do you know of anything that woulgl 10. Do you know of anything that | 9. Do you know of anything that | 9.  Tell me ways in which central

would prevent the program fronj
continuing at the school? If yes)
please tell me more.

10.
11.

administration supports the bright
Beginnings program.

How is the program funded?

Do you know of anything that
would prevent the program from
continuing at the school? If yes,

please tell me more.
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The interview protocol guides were constructed for the participants based on their roles
in the program. Protocol guides were created for: (a) principals, (b) teachers, (c) parents, and
(d) the project director. Patton (1990) stated that the primary function of the
interview guideisto keep the interaction focused and to allow the individual perspectives and
experiences to emerge.

Development of Content Validity Instrument for | nterview Protocols

Johnson (2001) stated that descriptive and interpretive validity are important research
activities when conducting a descriptive exemplary case study. When designing interview
guestionnaires, it is extremely important to ask those questions that will “accurately report
descriptive information such as, description of events, objects, behaviors, people, settings,
times, and places” (p. 105). The questions must also be constructed to ensure interpretive
validity, which refers to “an accurate portrayal of meaning attached by participants to what is
being studied by the researcher” (p.105). To this end, a content validity instrument was
constructed to determine if the questions on the interview guides would facilitate achieving
descriptive validity, as well as interpretive validity.

The researcher presented the content validity instrument to a group of educational
administrators enrolled in a dissertation seminar in Virginia Beach during the spring semester.
They were asked to: (a) read each question on the guides; (b) determine what domain best fit
the question; (c) assess if there was an association between question and domain; (d) determine
clarity of the question in relationship to domain selected; and (e) revise or make suggested
changes to improve the instrument. Responses were compiled and used to construct the final
versions of the interview protocols. Table 2 represents the responses of the group to the
domain analysis of the items on the content validity instrument used in this study. Some of
the items on the interview protocols were reworded for clarity and to reflect comments written

by the group. The content validity instrument is found in Appendix B.
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Table?2

Content Validity: Domain Analysis of Items on Interview Guides, N=13

Principal Interview Protocol®

Items Domain Association Clarity

SC L SCL CE EF VW W S VS SC NC VC
Tell me about Thurgood Marshall Elementary School. 8 0 5 0 0 0 0 8 5 0 2 11
What isimportant for me to know about the community your 6 0 5 0 2 0 1 6 6 0 2 11
school serves?
Describe for me the Bright Beginnings program. 2 1 1 9 0 1 0 8 4 0 2 11
What would atypical day belike for children in Bright 1 3 8 0 0 0 3 4 6 1 3 9
Beginnings?
If | asked a parent about this program, what do you think they 3 0 7 3 0 0 2 7 4 1 2 10
would say?
Can you tell me ways teachers may have been affected by this 0 8 4 1 0 0 1 10 2 0 2 11
program?
What do you consider to be the strengths of the program? 1 0 0 12 0 0 0 4 10 13 0 0
Weaknesses?
If you had to implement the program again, would you do 1 3 1 8 0 0 1 7 5 0 1 12.
anything different from the way the program was
implemented?
If this program were replicated in another school, what would 4 1 0 8 0 0 0 10 3 0 3 10
be needed to ensure its success?
What forces outside of this school building have effected the 1 0 0 7 5 0 1 9 3 0 0 13
program?
How do you perceive your role as aleader? 0 12 0 0 5 0 0 5 8 0 1 12
Why do you think the program has continued for such along 0 2 0 10 0 0 0 11 1 0 0 12
period of time?
Who else should | talk to about the program? 2 5 5 0 1 0 1 9 3 0 0 10
How is the program monitored and evaluated? 1 0 0 12 0 0 0 4 9 0 0 13
Isthere anything else | should know? 0 8 0 3 0 0 0 10 0 0 0 11

! Domain: (SC) school context (L) leadership

Association Rating: 1= very weak 2 = weak

Clarity Rating: 1=not clear at 2 = somewhat
al, delete clear, revise

(SCL) school culture

3 =strong

3=very clear
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Project Director Interview Protocol®

Items Domain Association Clarity
SC L SCL CE EF | VW w S VS | SC NC | VC

Describer for me your role as project director for Bright 0 11 0 1 1 0 0 6 0 0 4 9
beginnings.

Talk to me about Thurgood Marshall Elementary School. 6 0 5 0 2 0 1 6 6 0 2 11
Tell me about the community the school serves. 5 0 4 4 0 0 1 6 6 0 3 10
Tell me waysin which central administration supports the 6 0 1 6 0 0 0 5 8 0 0 13
bright beginnings program.

Describe for me the role of the principal asit relates to the 0 13 0 0 0 0 0 5 8 0 3 10
program.

How has the perception of the children and parents 2 0 5 5 5 0 2 3 8 0 3 10
represented in the school changed since the program?

How is the program funded? 1 0 0 0 7 5 0 1 3 0 0 13
How is the program evaluated and monitored? 1 0 0 12 0 0 0 4 9 0 0 13
What are the future plans for this program? 1 0 1 11 0 0 0 7 6 0 2 10
Why do you think the program has lasted so long? 0 0 2 10 0 0 0 11 1 0 0 12

(table continues)
2 Domain: (SC) school context (L) leadership (SCL) schoal culture (CE) change effort (EF) external forces
Association Rating: 1= very weak 2 = wesk 3 =strong 4 = very strong
Clarity Rating: 1=not clear at 2 = somewhat 3 =very clear
al, delete clear, revise
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Teacher Interview Protocol®

Items Domain Association Clarity

SC L SCL CE EF | VW w S VS | SC NC | VC
Describe the students you teach. 10 1 2 0 0 0 0 7 6 0 0 13
What isimportant for me to know about the community your 13 0 0 0 0 0 1 11 0 0 1 11
school serves?
Talk to me about the Bright Beginnings program. 5 0 4 4 0 0 1 6 6 0 3 10
What would atypical day be like for the children in Bright 6 0 1 6 0 0 0 5 8 0 0 13
Beginnings?
Tell me how this program has impacted you as a teacher? 1 1 7 2 1 0 5 4 4 0 4 9
What is different for the children as aresult of Bright 2 0 5 5 1 0 2 8 3 0 3 10
Beginnings?
Every program needs leaders to be successful. Describe the 0 13 0 0 0 0 0 5 8 0 3 10
leadership in Bright Beginnings.
Have there been any changes in the values, beliefs, rituals, and 0 0 13 0 0 0 0 12 1 0 0 13
ceremonies in the school since the Bright Beginnings program
was implemented in the school? Please explain your
response.
What do you consider to be the strengths of the program? 1 1 1 10 0 0 0 7 6 0 2 10
Weaknesses?
If you had to implement the program again, would you do 1 3 1 8 0 0 1 7 5 0 1 12
anything different to the way the program was implemented?
How is the program monitored and evaluated? 1 0 0 12 0 0 0 4 9 0 0 13

(table continues)
® Domain: (SC) school context (L) leadership (SCL) schoal culture (CE) change effort (EF) external forces
Association Rating: 1= very weak 2 = weak 3 =strong 4 = very strong
Clarity Rating: 1= not clear at 2 = somewhat 3=very clear
al, delete clear, revise
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Parent I nterview Protocol”

Items Domain Association Clarity

SC L SCL CE EF | VW w S VS | SC NC | VC
What isimportant for me to know about your community? 6 0 5 0 2 0 1 6 6 0 2 11
If | were anew parent in your neighborhood, what would you 4 0 7 0 1 0 0 9 2 0 3 9
and your child tell me about Thurgood Marshall Elementary
School?
If | were areporter from the local newspaper and | am writing 1 0 5 2 4 1 0 7 4 1 1 9
about the school, what would you tell me about Bright
Beginnings?
In what ways were parents involved in the program? 2 8 2 0 0 0 0 9 4 0 0 13
Do you feel welcome at the school? Tell me more. 0 0 12 0 0 0 1 6 5 0 2 10
Are there any changesin your child that you think have been 0 0 6 7 0 0 1 6 3 0 2 8
brought about by this program? If yes, please tell me more.
What opportunities are there for parents for to assume 0 12 0 0 0 0 0 11 1 0 0 12
leadership roles?
What opportunities are there for parents to give feedback and 1 0 0 12 0 0 0 4 9 0 0 13
evaluate the program?
What do you consider to be the strengths of the program? 3 0 7 2 0 0 0 1 6 0 0 12
Weaknesses?
Why do you think the program has lasted so long? 0 2 0 10 0 0 0 11 1 0 0 12
If the program were started in another school, what would you 4 1 0 8 0 0 0 10 3 0 3 10
like to see done differently?
Who else should | talk to about Bright Beginnings? 2 5 5 0 1 0 1 9 3 0 3 10
* Domain: (SC) school context (L) leadership (SCL) school culture (CE) change effort (EF) external forces
Association Rating: 1= very weak 2 =wesak 3 =strong 4 = very strong
Clarity Rating: 1=not clear at 2 = somewhat 3 =very clear

al, delete clear, revise
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Field Test of Interview Protocols

After developing the final interview protocols (See Appendix C.), the researcher
practiced the interview with persons from each sample group. These practice groups were
similar to the interview participants in the research sample group. Constructive feedback was

provided. Suggestions were taken and changes made where necessary.

Data Collection

Procedure

The following procedure was used to collect data for this study:

1 In July 1996, a search of the literature on effective schools identified an
effective program for possible use as a case study site.

2. Telephone calls were made by the researcher to determine if the program was
still in operation and to solicit additional information. The following contacts were made:

(a) Center on Families, Schools and Children’s Learning, Boston University
(b) Retired Follow Through Director for school district

(c) Project Director for program

(d) Principal of case study site

(e) Executive Director of The Foundation

3. A list was compiled of key persons who would facilitate gaining access to the
site, obtaining permission to conduct the study, and identifying informants for interviews.

4. In February 2000, a content validity instrument was designed and interview
protocols were developed. The conceptual framework, review of the literature, and the
research questions were used as a basis for constructing the content for the interview questions
(See Appendix C).

5. Educational administrators, in a dissertation seminar in Virginia Beach (March,
2000), assessed content validity instrument for interview questions. They were asked to

determine association of interview questions with domains for clarity and relationship to
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research questions. Written comments were used to adjust questionnaires for content quality
and clarity.

6. A field test of the interview questions was conducted in April 2000 (See
Appendix A). The questions were practiced on persons who were similar to the sample
population. Feedback was used to make further adjustments to interview protocols for clarity
and content.

7. In May 2000, interviews were conducted at the case study site. Ten persons
were interviewed. The participants included two principals, three teachers, three parents, one
parent coordinator, and the project director.

8. Pertinent documents were also reviewed: (a) staff and parent handbooks, (b)
parent logs, (c) memos, (d) letters, (e) flyers, (f) annua reports, (g) evaluations, (g) videos, (h)
reports from funding agency, (i) grant applications, and (k) pictures.

9. Written transcripts were sent to interviewees. Follow-up telephone calls were
made to verify accuracy of data collected. A second follow-up call was made to participants to

solicit clarification about their perceptions as to why the program has endured over time.

Credibility

Gubaand Lincoln (1981) suggested methods for addressing the credibility issuein
qualitative research: (1) host verification or member checks, (2) triangulation and
corroboration, and (3) “phenomenon recognition” — the recognition of a phenomenon as “real”
by those who experience it (pp.185-186). Triangulation, member checks, and the repeated
examination of interview tapes were utilized in this study to establish credibility. Credibility
was further reinforced through subsequent telephone conversations with project director,
principal, and parent coordinator to clarify interview responses and to obtain other related
information.

Vockell and Asher (1995) recommended unobtrusive measures of data collection when
collecting qualitative data. This method of data collection involved the review and analysis of
“formal and standardized instruments and documents which are either current or archival”
(p.200). Review of parent logs and the Thurgood Marshall Elementary School publications
and documents were unobtrusive measures from which data was collected for comparison with

raw data collected from interviews. Both sets of data were then analyzed for congruency of
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information. The use of this strategy constituted triangulation. The triangulation strategy
when coupled with member checks and repeated examination of the interview tapes means that
the findings will be believable (Lincoln & Guba, 1981). Table 3 illustrates the triangul ation of
the interview and document data sources.

Data Analysis

After completing each interview the data were examined, concepts and themes were
pulled out and a decision made about areas which should be examined in more detail. Once
the interviewing was completed, Maykut and Morehouse’s (1994) constant-comparative
method of data analysis was utilized to begin the process of data analysis. All materials from
the interviews and the review of documents were analyzed by: (a) sorting and collapsing the
data under topics that represented the domains studied, (b) categorizing and organizing the data
to form themes, (c) reviewing and categorizing again to find related data to the themes, (d)
reviewing the data once more to determine any overlap or ambiguity, and (e) organizing the
data in the form of propositions that summarize the salient themes and patterns. When

necessary, the constant-comparative process was revisited.

Summary
A qualitative inquiry approach was utilized in this exemplary case study. Qualitative
interviewing was the primary investigative tool for gathering data. Pertinent documents such
as parent logs, handbooks, attendance records, test scores, program video, and informal and
formal evaluations were also reviewed. The qualitative data gathered and the documents
reviewed were analyzed to provide answers to the main research question, “How did the

Bright Beginnings: Fantastic Follow Through program sustain itself for more than 25 years?”

33



Table 3
Triangulation of Data Sources

Triangulation Matrix: Data Sources

Research Questions Data Sources
Interviews Documents
Main Research Question: ﬁ
]
How did the Bright Beginnings: Fantastic Follow Through program sustain ‘5 g g
itself for more than 25 years? g_ [a) E E @ g’
AHOHHHE
T = = = pd = &
Research Question 1
What role did the school context play in sustaining the program? X X X X X X X X X
Research Question 2
What role did leadership play in sustaining the program? X X X X X | X X X X
Research Question 3
How did the school culture affect sustaining the program? X X X X X X | X X X
Research Question 4
How did the implementation, continuation, and evaluation phases of the X X X X X | X X | X X X
change effort affect sustaining the program?
Research Question 5
What effect, if any, did external forces have on sustaining the program? X X X X X X X X




CHAPTER 111

CONTEXTUAL HISTORY OF THE PROGRAM

The Bright Beginnings: Fantastic Follow Through program was the result of a
successful collaboration between home, school, and community for more than 25 years. The
stakehol ders wanted to improve the quality of life for the children and familiesin thisinner
city community.

This chapter provides an overview of: (a) the now extinct federal government supported
Follow Through Program, (b) The Parent Education Model, (c) the High Scope Cognitive
Curriculum, (d) The Foundation for Academic Excellence, Inc., and (€) a description of

merged programs.

Profile of the Setting

The case site, Thurgood Marshall Elementary Schooal, islocated between two garden-
styled public housing projects. The housing projects are home to primarily single, female,
African-American parents, with average family incomes of approximately $10,000 a year
(Palanki & Burch, 1995).

The school is aone-story brick and wood building that held a population of 530
students, grades preschool through five. Ninety-eight percent of the students are African
American and most have English astheir first language. Approximately 92 % of the student
body are eligible for free or reduced priced lunch (Binford & Robertson, 1996).

In the community, there are few social services and no health facilities. The city’s
housing authority agency operates a recreation center for children and adults. Other resources
found in the immediate neighborhood include a few churches and corner grocery stores. The
police classify the neighborhood as a high—crime area. Drugs are openly sold in the
neighborhood. Children leaving school have been caught in the crossfire of neighborhood
gangs (Binford & Robertson, 1996).

The Follow Through Program

According to a pamphlet from the U.S. Office of Education, Division of Compensatory

Programs, the Follow Through program began as a federal assistance program designed to
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continue the benefits of the Head Start program. Follow Through offered graduates of full year
Head Start, and similar preschool programs, servicesin the areas of instruction, medical,
dental, nutritional, psychological and socia services. The program also provided in-service
training for professional and nonprofessional staff including parents and community
volunteers. Fifteen million dollars was available to fund these pilot projects. Funds for the
program were appropriated under the Economic Opportunity Act and administered through the
Office of Education, Division of Compensatory Education.

In February 1967, an Advisory Committee was established to set the criteriafor the
Follow Through program. By September 1967, planning grants were given to 30 school
districts, one to the school district used in this study. As part of their plan, every funded
project would focus on a specific approach to educating the very young and disadvantaged
child. Theideawasto have each school district select an educational model to follow and then
have the sponsors of those models train the project staff to implement the model in the schools.
Their goal in every school was to ensure that there was:
(1) continuity of developmental activities for graduates of Head Start and other preschool
programs, including maintenance of their records;
2 at least 50 % of Head Start graduates or graduates of some other quality preschool
program enrolled in the school;
3 comprehensive instructional, nutritional, health, psychological, and social services,
which should be completely integrated into the classroom instruction;
4 an instructional program that meets the individual needs of al children regardless of
racial ethnicity or socioeconomic background,;
5) maximum use of school and neighborhood facilities for recreational, welfare, cultural,
and social activities;
(6) meaningful parent participation in the school program;
@) pre-service and continuing staff development as an integral part of the regular work
assignment for all staff membersin the program;
(8 apolicy advisory committee composed of representatives of the community action
agency, neighborhood residents, parents, and other appropriate community leaders; and
9 opportunities for the employment of |ow-income people from the neighborhood as

paraprofessional assistants (Egbert, 1968).
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Selected Results from the Follow Through Program Variated Study

In June 1978, the U.S. Department of Education reported its findings from the 170
different Follow Through projects that were supported across the United States. The findings
from this study were relevant to and have significant meaning for why the Parent Education
Model has managed to sustain itself over along period of time.

Data for this study were collected and analyzed over a 9-year period. The study cost 30
million dollarsto complete. Researchers hoped this study would be used for “identifying and
increasing the knowledge base of educational programs that have different patterns of effects
in various kinds of settings” (p.3).

Abt Associates, Inc. (1977), the contractors hired to conduct the study, analyzed the
third grade outcomes of about 20,000 children, along with their teachers and parents. Using
the data complied from test scores of the Metropolitan Achievement Test (MAT) as their
primary instrument of evaluating student progress; nine different models were studied. Those
models were: (1) Responsive Environment, (2) Tucson Early Education, (3) Parent Education,
(4) Bilingual, (5) Bank Street, (6) Cognitive Curriculum, (7) Education Development Center,
(8) Direct Instruction, and (9) Behavior Analysis

Kennedy (1978) reported certain findings about the Follow Through programs. Certain
select findings will be compared to what actually occurred at the case site. Selected findings
pertinent to this study were:

1. Overall outcomes of the study were negative due to a lack of implementation.
Implementation varied across models due to the lack of skill and ability of some sponsors to
handle a multi-project implementation effort. Many of the Follow Through sponsors had little
field experience working with teachers in school districts. They had to first gain access to
school districts, establish credibility, and then, articulate and demonstrate the program to
teachers in a way they could understand. The sponsors of the Parent Education Model did not
experience difficulty accessing the school because there was an acute need by educators,
parents and community to turn the negatives in this neighborhood to positives for the children
in the school. Self-reported data collected during interviews supported this statement.

2. Highly structured models were easier to implement. The Parent Education Model and
the Cognitive Curriculum Model were among the most structured models. This model was
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based on six functions of parentsin the teaching-learning process. It provided for intensive

parent and teacher training. The foundation of the High Scope Curriculum program is based

on continuous training, monitoring, and feedback to staff on developmentally appropriate
competencies for early childhood and elementary aged children (High Scope Educational

Research Foundation, 2000).

3. The greatest hindrances to implementation of the Follow Through models were district

wide phenomenon such as floods, strikes, desegregation, administrative changes, teacher

turnover and funding. Staff remained stable at Thurgood Marshall during the implementation

and continuation phases of the Follow Through Parent Education Model, as reported to the

researcher by the project director and the parent coordinator. Both of these persons have been

with the program since itsinception. Funding sources have remained consistent over the years.
Funds are received through in-kind support from the school district, federal school

improvement funds, and continued limited financial support from The Foundation. These data

were collected from interviews with staff and project director.

4. A child’s family and community were stronger influences than his school on his
relative academic performance. The principals, teachers, and project director reported that as
the parent involvement increased, there was a significant increase in academic achievement
and student attendance.

The Advisory Council at Thurgood Marshall, composed of representative stakeholders,
selected the Parent Education Model as the primary program and the High Scope Cognitive
Curriculum, as a supplemental program to work congruently to improve the early childhood
instructional program. The interested parties held the belief that meaningful parent
involvement and improvement of the quality of life for parents and their children would yield

improved academic achievement.

The Follow Through Program, Parent Educational Model

The Parent Educational Model built its success from high involvement of parents and
community. The model was designed to promote a parent-teacher partnership in education.
Ira Gordon (1979) and a team of educators at the Institute developed the concept for the

Development of Human Resources, University of Florida. Their mission was training parents
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to bethe child’s most important teacher. They called for aides, also called parent educators, to
train parents to tutor children at home.

Gordon (1979) described six parental roles in the teaching-learning process that are the
foundation of the model. According to Gordon, this model worked best when parents
functioned as:

(2) Teachers to their children

(2) Decision makers and policy advisers in the educational process

3) Paid para-professionals in school systems

(4) Adult learners of new skills in career development programs

(5) Audience or recipients of information in structured and unstructured meetings
(6) Volunteers in classrooms or in school related activities

The program, as it exists today, continues to implore these six components.

Information on this model was obtained by the researcher from interviews with the original
coordinator of Thurgood Marshall’s Follow Through program as well as from various

documents related to the model.

High Scope, Cognitive Curriculum Model

The Cognitive Curriculum, developed in 1970 by the High Scope Educational Research
Foundation, was a child-centered, developmental, early childhood program designed for
teachers in small classroom settings. This model involves “both teachers and parents in
supporting and extending children’s emerging intellectual, physical, social, and emotional
skills and abilities” (High Scope, 2000, p.1). Itis highly structured and requires an active
learning approach where children learn by doing. In this type of setting children often work
with hands-on materials and carry out projects of their own choosing. Children are encouraged
to explore, ask questions, solve problems, and interact with classmates and adults.

Another component inherent in this model is the continuous assessment and
documentation of progress. Children ages 2 ¥ to 6 were regularly monitored using the High
Scope Child Observation Record (COR) and daily anecdotal notes on the child’s development.
Teachers are required to discuss the anecdotal notes with each other during daily team planning

sessions.
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Results from High Scope Study
Schweinhart and Wallgren (1993) al so reported on the results of a study conducted by

the High Scope Foundation, on the effects of the Follow Through program on student
achievement. High Scope studied three schools under their sponsorship. Thurgood Marshall
was one of the public schools selected to be a part of this study. The other two schoolsin the
study were in southern states. In each of these school the kindergarten through third grade
classes had implemented the High Scope Curriculum, involved parents, provided children with
access to health care, and provided families with access to social services. At one of the sites,
the High Scope children at each grade were compared to other children in similar classes at the
same school. At Thurgood Marshall and the other school in the study, children were compared
to other children in similar classes at other schoolsin their respective school districts.
Standardized achievement test scores were available for most grades except kindergarten. A
total of 3,073 children participated in the study over the three-year period. The average
participation per year was 1,024 children (309 children at Southside, 180 at Elzy, and 535 at
Thurgood Marshall).

Evidence collected from this study showed that the three schools using the High Scope
curriculum scored significantly higher than the comparison groups. The U.S. Department of
Education’s Program Effectiveness Panel reviewed various evaluation studies on the High
Scope Curriculum and based on the evidence, certified that this model achieves its goals and
validates the High Scope Elementary Curriculum (Schweinhart, 1994). According to their

findings, when compared to students in more traditional classes, students in High Scope

classes:
1. The students often have significantly higher achievement test scores.
2. They spend more time working in small groups and more time talking and working

with adults individually.

3. They have richer vocabularies and write longer descriptive passages, and more
effective reports. Children more frequently initiate reading and writing activities. They
demonstrate better attitudes towards reading and writing.
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The Foundation for Academic Excellence, Inc.

In May 1990, the Foundation for Academic Excellence, Inc. (The Foundation) began
planning policies for funding major early childhood education initiatives. They decided to
concentrate their efforts on early childhood initiatives that demonstrated success with
integrating classroom and community. The Foundation aso decided to take into consideration
the racial and ethnic composition of the parents and teachers in the schools in addition to their
ability to broaden five (5) main program components:

D Greater parent participation

2 Innovative curriculum and classroom strategies

3 Participation of high school mentors and college interns

4 Active collaboration between the elementary school and alocal college or university
5) Relationship with government or community agencies that provide medical,
psychological, and social services

The executive director of The Foundation believed that it would be more effective to
select only three sites for thisinitial stage. He targeted programs that had very different early
childhood initiatives and family-school-community collaborative intervention strategies. The
reasoning behind this selection method was to illustrate that these projects, if replicated, could
succeed in other settings. In his opinion, the schools best suited for The Foundation’s initiative
were ones where,

Each site was attempting to change the educational environment from every direction.

Each site knew that attempts to change in just one direction would be hampered by the

absence of the others. For example, you cannot make a major curriculum change

without parental support or college backing. It is hard to raise the self-esteem of a child
from a single parent female-headed household without male role models. To try to
make all five components come together to capture educational change had never been

done before. (Walter, 1995, pp. 7-8)

Thurgood Marshall Elementary was invited to apply and received a grant from the
Foundation to achieve the mission of expanding its existing parent education model to include
the five components listed above. This grant, extending from September 1991 through June
1994, provided Thurgood Marshall with $90,000 in the first year of the grant, and $80,000 and

$70,000 respectively in the second and third years, with the expectation that the applicant
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would contribute or raise enough money to match the total annual budget of $100,000. (Walter,
1995, p.5)

Merger of Follow Through, Parent Education Model and Bright Beginnings

When the federal government ended funding for the Follow Through program in 1987,
Thurgood Marshall parents and community activists fought to continue using the model. They
wanted to maintain the significant academic gains made by their children, the increased
parental involvement that occurred as a result of the program activities, and the improved
social and educational benefits to the school neighborhood. 1t was through matching funds and
in-kind services from the school district, that this program was allowed to continue.

In 1991, Marshall received two grants that would allow it to expand its existing
educational programs and effectively sustain the program in this school. One grant was given
by the Plan for Social Excellence, Inc. The other was from the Institute for Responsive
Education (IRE), Boston University, with funds sponsored by the U.S. Department of
Education. Both grants provided funding for three years. These two grants operated in the
school concurrently and were both designed to study a specific aspect of family-school-
community partnerships. Upon receipt of the grant from Plan for Social Excellence, Thurgood
Marshall changed the name of the Follow Through program to the Bright Beginnings:
Fantastic Follow Through program.

The focus of the Institute for Responsive Education grant was for schools to implement
afamily and community involvement intervention component of their own choosing, utilizing
a parent teacher action research design (Davies, 1991). The Foundation for Academic
Excellence grant was targeted to successful early childhood initiatives that had demonstrated
success with integrating classroom and the community.

Institute for Responsive Education (IRE), Action Research in Family-School-Community

Partnerships Grant, Boston University

By thefall of 1991, Thurgood Marshall was awarded funds from the IRE for an action
research grant to study the effects of a program already in place. Specificaly, IRE wanted
Marshall to convene an Action Research Team (The Team) comprised of teachers, parent

educators, parents, administrators, and community volunteers, to chart the progress of 200
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kindergarten and first grade students. The Team met monthly over athree-year period to

“measure progress and through records of attendance and academic achievement, through
informal feedback from teachers and parents regarding changes in the involvement, behavior,
and self-esteem of these students, and through additional measures such as writing, art works,
and other creative endeavors” (Davies, Palanki & Burch, 1993, p.54).

IRE was seeking to learn from The Team how schools reach out to implement
programs. IRE was also interested in uncovering methods of determining effective strategies
that would influence student and family learning, and how policies can support or hinder these
efforts.

Thompson (1996) wrote that action research, as advocated by IRE, was “a process that
empowers individuals to define their own problems, gather facts, and identify opportunities for
action. Parent-teacher action research teams empower both groups to define their own
problems and collaborative solutions” (p.70).

Outside help was provided to the Action Research Team from IRE and the Center on
Families, Communities, Schools & Children’s Learning, Boston University. The Boston
University research team consisted of a principal investigator and two center researchers who
maintained bi-weekly telephone contact with participating schools. They were also available
to troubleshoot and offer encouragement.

The IRE grant was important to Thurgood Marshall for another reason. The funds were
used to provide administrative support in the form of a project facilitator and a project
secretary. These positions were responsible for the coordination and linkage between The Plan
and the IRE grants. The project facilitator also provided the expertise that guided the Action

Research Team in its work.

Bright Beginnings: Fantastic Follow Through

The Bright Beginnings: Fantastic Follow Through program has managed to maintain
the core components of the Parent Education Model along with the five main components of
The Plan. The primary outcomes of the project have changed to include “preventing young
students from losing interest in school and increasing the number of African-American male

involvements in the classroom” ( Foundation publication, 1995).
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Even today, parent coordinators continue to go into homesto train parents to be tutors
for their children. The responsibilities of providing parent volunteer training, arranging GED
classes for parents, providing assistance with socia service agencies for needy families, and
coordinating leadership training for parents, continue to be facilitated by the parent
coordinator.

Funding for this program was provided through a continuation grant from the
Foundation, in-kind services provided by the local school district, Title | funds, and local
school budget funds. The Foundation has continued to give some funds to the school for the
role it playsin the replication of the program in another local school with similar students and
demographics. This second site has received a three-year grant from the Foundation in the
amount of $90,000.

Due to budgetary constraints, Thurgood Marshall is no longer an active participant with
the High Scope Foundation. The costs to maintain the High Scope Curriculum were very high
because extensive teacher training, monitoring, and evaluation were required. A
developmentally appropriate curriculum, modeled after the High Scope Cognitive Curriculum,
was created by teachers and parents for the early childhood unit. This curriculum is often
referred to as a “ high scope, plan, do” curriculum. It is child-centered and utilizes writings,
reports and stories created in the child’s language to assess performance. Math concepts are
taught with concrete, hands-on activities. Higher level thinking skills are taught through
problem solving activities that are relevant to the child’s environment and real life situations.
This curriculum complements the new standards based curriculum adopted by the school
district.

A new parent center has also been added to the school where parents may use the
telephone, computer, microwave oven, refrigerator, and television for personal matters. Parents
are free to borrow parenting materials and educational games and books to use at home with
children. Monthly workshops on pertinent topics are available in the center for parents and
guardians.

An annual assessment of the Bright Beginnings: Fantastic Follow Through program is
conducted at the end of each school year by an outside evaluator and paid for by The Plan. An

informal needs assessment is conducted at the beginning of each school year to get feedback
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from parents on activities or classes they would like to have offered. Parents have an

opportunity to provide immediate feedback after each activity.

Summary

The background information on Follow Through and the results from the various
studies are crucial to understanding how this program has evolved overtime. The Parent
Education Model, supplemented with the High Scope Cognitive Curriculum, proved to be
successful with raising academic achievement and increasing the involvement of parents at
Thurgood Marshall Elementary School. This model has endured because of parent and
community support, continued financial support from the local school district, and the
Foundation for Academic Excellence, Inc.

The 1977 Follow Through study indicated that the original model was structured and
produced effective outcomes. Rather than toss out an effective program, the stakeholders
sought ways to enhance and expand what was already working and successful.

The results from the High Scope study on Follow Through programs also indicated that
the students at Thurgood Marshall, when compared with two other schools with comparable
student and community demographics, performed at a higher level of academic achievement.
In the subject areas, the students, as a group, mastered more skills on the subject area
competency tests.
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CHAPTER IV
FINDINGSOF THE STUDY

Studies show that school practices to encourage parents to participate in their children’s

education are more important than family characteristics like parental education, family
size, marital status, socioeconomic level, or student grade level in determining whether
parents get involved (U.S. Department of Education, 1994). Schools that help families
feel welcome and show them how to improve learning at home are likely to have more

support from parents and motivated students (Epstein, 1991).

This chapter presents the findings obtained through the personal interviews and a review
of pertinent documents. For this part of the study, data were organized to address the main
research question of how the Bright Beginnings program sustained itself for more than 25 years.
This section contains a narrative summary and the major themes that emerged from the
transcribed interviews and the documents reviewed regarding the following: (a) the role school
context played in sustaining the program; (b) the role leadership played in sustaining the
program; (c) the effect the school culture had on sustaining the program; (d) how the
implementation, continuation, and evaluation phases of the change effort affected sustaining the
program; and (e) the effect, if any, external forces had on sustaining the program. Table 4 shows
the relationship of the research questions to the indicators. Triangulation occurs when the

different sources are in agreement and yield the same data or conclusions.
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Table4

Research Questions and Indicators

Resear ch Questions

Indicators

Main Research Question:

How did Bright Beginnings: Fantastic Follow
Through program sustain itself for more than 25
years?

An established parent/school partnership
already in place

Increased parent involvement

Collaborative culture

Leadership roles of principal, parents, and
teachers

Time to implement, plan and collaborate
On-going training for staff and parents
Regular monitoring and program eval uation
In-kind support from school district
Continued funding from Foundation after the
initial 3 year funding cycle

1. What role does school context play in influencing
the sustenance of a program?

Location of the school in an urban area with
high crime and high unemployment
Expressed need in community for social
services and other resources

Stakeholder interest in addressing issues that
affect children and families

Established trust level based on Follow
Through Parent Education Model

Stable staff open to community partnerships
Early childhood initiative

2. What role did leadership play in sustaining the
program?

School-wide improvement team
Advisory/research team
Revitalized Parent-Teacher Organization

3. How did the school culture affect the sustenance
of the program?

Shared vision and ownership
Collaboration

Shared decision-making
Increased parental involvement

4. How important are the implementation,
continuation and eval uation phases of the change
effort to sustaining the program?

Time allocated to phase in components of
program

On-going training for parents and staff
Continuous monitoring and program evaluation

5. What affect, if any, have external factors had on
sustaining the program?

District support of in-kind funds
Continued support and funding from
Foundation
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Pseudonyms are used to identify the participants, the name of the program, documents
published by the school, parents, the grant foundation, and the location of the study site to ensure
confidentiality. The program name, Bright Beginnings, will be used to refer to the full name of
the program studied, Bright Beginnings: Fantastic Follow Through.

Themes

Emerging themes from the guided interview process support corroborating records such
as reports, handbooks, school publications, newsletters and flyers. Six major themes emerged as
the respondents described the program and from the documents reviewed. These emergent
themes were consistent with the review of the literature. The themes described the level of
satisfaction with Bright Beginnings. Fantastic Follow Through program, empowerment of the
staff and parents, the significant increase in parent involvement, collaboration between home-
school-community, the benefits of the program, and significant changes or challenges. Table 5
shows the six themes that emerged with supporting data and data sources.

High Satisfaction
Participants reported a high level of overall satisfaction with the Bright Beginnings

Program as determined by the comments of the sample. One parent simply stated that, “I think
Bright Beginnings is wonderful” (Interview 5/15/00). Another parent added, “I love this
program, it has helped me and my childsen
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Table5

Themes and Supporting Data: High Satisfaction

Theme

Supporting Data

Data Sour ces

High Satisfaction

“As a parent, | would say Bright Beginnings is

wonderful program. It provides lots of activities

&Parent Interview, 05/15/00

and opportunities for parents and children. | am

glad this program is at the school.”

“Having the opportunity to serve on the advisoryeacher Interview, 05/18/0(

team has been a very worthwhile experience.
Our parent involvement has grown
tremendously. We now see firsthand how
important it is and what a difference it makes
the children when their parents are involved i
the educational process. In my opinion, the
input from parents and community has opene
the door to new ideas, challenges, learning, a
two-way communication.”

“Those of us who have been involved in this
project from the beginning represent different
generations. We are grandmothers, young
mothers, veteran teachers and new teachers,

for

d
nd

Parent Coordinator
Interview,
05/18/00

ministers, and youth workers. All of us have our

opinions about why so many children in this
neighborhood never go to college and waste
their talents living the ‘fast’ life. But there is
one thing that we agree on which brought us
together: We wanted to keep a program that
was working. We wanted a hand-up, not a
hand-out.

)
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Themes and Supporting Data: Empowerment

Themes Supporting Data Data Source

Empowerment “Bright Beginnings’ parents are represented in| Principal 1 Interview, 08/97
the advisory group and on the school
improvement team, which give input with regand
to school programs and policies.”

“... there was an unprecedented number of Excerpted from Evaluation
parents who decided to pursue their high schoolReport, 1991 — 1994.
equivalency diploma (GED) after having
participated in various Bright Beginnings
activities.”

“Several of our parents have received their GEDBrincipal 1 Interview, 11/97
and have enrolled in community colleges.”

“I have had a lot of professional development anileacher 2 Interview, 5/18/00
training in how to teach developmentally
appropriate and how to communicate effectively
with parents. Now | am more comfortable with
talking to parents, showing them how to work

with children, and with having them assist in the
classroom.”

“Our Parent-Teacher Organization is now very| Teacher 1 Interview, 5/18/00
active within the school and participates in
decision making. For years it had been inactive
and had hardly any members. A group of parents
expressed concern to the principal at that time
and volunteered to call a meeting to get the
organization active again. Everyone came
together and gave support. The principal helped
the parents and teachers assume leadership in the
election of officers, planning of programs, and
setting regular meeting dates.”

(table continugs
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Themes and Supporting Data: High Parental Involvement

Theme

Supporting Data

Data Source

High parental involvement

“Right from the first year, there
was a rapid growth in parent
involvement from 50 to 350.”

“At Thurgood Marshall, parents
volunteered over 8,000 hours of

Project Director Interview, 8/97

Excepted from Foundation
publication, Bright Beginnings:

service during the first three yeardAn Early Childhood Initiative,

of Bright Beginnings. About 50
percent of parents were involved
as volunteers.”

“Since Bright Beginnings, we
have seen an increase in parent
participation. About half of our
parents volunteer at some time
during the year. Many of them
volunteer on a regular basis.”

1996.

Parent Coordinator Interview,
05/18/00
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Themes and Supporting Data: Collaboration

Themes

Supporting Data

Data Source

Collaboration

“Collaboration is essential. The
school district cannot do all of
what is needed. It takes the ent

community. It takes city hall, the

local and state agencies, the
churches, the businesses, the
community organizations, the
parents. When you can bring al
that to bear on learning, it
accelerates the opportunities for
families. That's what's needed i
education today.”

“An instructional team made up
of a certified teacher, parent
educators, and volunteers, and
mentors (college students from
local university) creates a
personal collaborative classroon
... The teacher meets with the
parent educators, volunteers, an
mentors to discuss activities for
the week and where help is mos
needed.”

“Marshall has formed a three-wa
link with the home, the school,
and the community.”

Project Director Interview,
05/19/00
re

Newsletter, 08/99

—

yPrincipal 2 Interview, 05/14/00
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Themes and Supporting Data: Program Benefits

Themes

Supporting Data

Data Source

Program benefits

“The program has been rewarding for me an
my children. | had a chance to visit the
classroom everyday and | was also learning

how to help my children with their homework.

“It makes me feel good about myself that I'm
helping other people learn how to explain

things to their children in a better way, instea
of just saying, ‘Do this!"”

“Teachers ... have clearly continued to bene
from Bright Beginnings. With tutors, mentors
parent educators, and parent volunteers in th
classroom there are more opportunities for
teachers to individualize education and use
small groups for instruction. ...Teachers hav
had professional development opportunities
through their participation at the Parent
Conference and through the project evaluati
as part of the research/advisory team.”

“Since the inception of the program in 1991,
our test scores, as measured on a criterion
referenced test, have increased significantly.
Our students are continuing to demonstrate
above 50 % mastery of curriculum standards
measured on our state -wide standards-base
tests.”

dParent 3 Interview, 05/15/00

dParent 2 Interview, 05/15/00

fit
e

Excerpted from Evaluation
e Reports, 1996 — 1998

N

as

Project Director Interview,
05/19/00
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Themes and Supporting Data: Changes and Challenges

Themes Supporting Data Data Sour ce

Changes and challenges | “Parent educators are being stretched thin. | Parent Coordinator Interview
We need more staff, especially since the 05/18/00
program is now extended to fifth grade.”

“It would be helpful to our program and the | Project Director Interview,
community if we could find funds to hire a | 05/19/00

staff person with a background in substance
abuse counseling and career development to
man the parent center. Our parent educatoys
do not have this expertise and it is sorely
needed.”

“Our school community continues to need | Principal 2 Interview,
more social services for children and families05/14/00

... In addition, funds are needed to support @
‘Families Future Fund’ to support parents’
educational development and to pay for
incidental costs, such as registration fees,
transportation costs, and other special
activities.”




much” (Interview, 5/15/00). A third parent expressed feelings of contentment with the program
and gratitude to the staff. She stated:

It is a great program. | couldn’t have made it without it. It did a lot with helping me to
help my children and to have more patience with them. The teachers and the principal
make you feel welcome when you come to the school. They seem to really care about,
you know, a lot of problems we have. (Interview, 5/15/00)

Teacher 1 remarked:

| am comfortable with the program because it encourages parents to take some
responsibility for their child’s education. Our job is much easier when parents participate
and help their children study at home. ... In my own classroom, | have an open door
policy. Anytime, any day a parent wants to come, they are welcome. | want them to be
there. (Interview, 5/17/00)

The teachers found that parents generally felt good about the program. Likewise, as
parents became more involved and homework was completed on a regular basis, a teacher noted:
“The parent coordinator and parent educators did an excellent job of helping me keep in contact

with the parents” (Interview, 5/18/00).
Overall, the Bright Beginnings program has had a profound impact on the community that

it serves because, as the project director indicated:

The Bright Beginnings program helped the parents and community to feel like they had a

hand up, not a hand out. This program allowed us to develop other programs and provide

services that help our children and the community. (Interview, 8/97)
Participants’ satisfaction of the overall program is important to sustaining the program.
Empowerment

The teachers had opportunities to assume new leadership roles and responsibilities. They
were often the facilitators or team leaders of the parent educators, mentors, and volunteers that
worked in their classrooms on a daily and weekly basis. The teachers helped volunteers plan
activities for students and offered instructional support when necessary. One teacher
commented:

“ | felt uncomfortable at first with all the responsibility. So many people were coming in
and out of my room. | was not comfortable showing other adults how to work with
children. | didn’t think it was my job. But the more | demonstrated a skill for a
volunteer, the easier it became. Now, | welcome the chance to do workshops for my
parents” (Interview, 5/18/00).
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Another teacher added:

Once | redlly took the timeto listen to my parents, | wanted to help them to help their
children. Most of the mothers of the children in my room don’t have a high school
education. They have very low self-images. | praise them and offer words of
encouragement whenever | can. (Interview, 5/18/00)

Interestingly, the most profound data was gathered from parents that actively participate
in the Bright Beginnings program. When speaking with them about the leadership and how they
perceived their role as leaders, each of them shared how they did not initially see themselves as
leaders before being involved with the program. However, after an extended involvement with
the program the awareness of their impact on the sustenance of the program developed. As one

parent explained:

At first | was afraid to speak up at meetings. Now I talk more. | feel more confident
because we have workshops on how to talk to our children’s teachers. Now they listen to
me and use my suggestions or consult with me when they want to change something.
(Interview, 5/16/00)

The parent coordinator reported:

Some of the parents have even assumed leadership roles in the parent teacher
organization and they have become more concerned about community issues. A group of
parents testified before the school board to request additional funding for the school.
(Interview, 5/16/00)

Another parent had such a positive experience with the program that it motivated her to
form a track team in the community. She shares her personal leadership experience:

[The team] started out being a track team in the neighborhood and it ended up being what
we called Urban Building Awareness Student Development (Urban BAD). It started off
with my two children and some of the neighborhood children. It ended up with about 75
students from the area. | would take these students all over the city and have them
compete in track and field. 1did this until the end of the 1980s. | did self-esteem
activities with them that | learned from the parent workshops. | also took them on trips to
Tangier Island and to other different places. One trip that stands out in my mind is the
trip to the city jail. | took about 12 to 15 children down to the jail to show them what the
inside of a jail look like. About two years ago, | saw two of the students that were in my
group. They said that because of being in the group, they went on to go to school. That
really made me feel good. (Interview, 9/4/00)
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tenure:

Principal 1 shared her observation of how parent empowerment evolved during her

It was exciting to see parents get involved and learn to become classroom assistants,
decision-makers, community activists, workshop facilitators, and aides in supportive
services. Many of our parents enrolled in GED classes, earned their high school
diplomas, and found jobs so they could get off public assistance. Several of our parents
went to college. What surprises me the most was that as soon as they got good paying

jobs they left the community. Y ou would think they would want to give something back

to the community. (Interview, 11/12/97)

As parents were involved in decision-making about the project and evaluation activities,

they demonstrated their feelings of “empowerment” and their sense of making a contribution by

activating the dormant Parent-Teacher Organization. Teacher 1 reported:

Our parent-Teacher Organization is now very active within the school and participates in
decision-making. For years it had been inactive and had hardly any members. A group
of parents expressed concern to the principal at that time and volunteered to call a
meeting to get the organization active again. Everyone came together and gave support.
The principal helped the parents and teachers assume leadership with the election of
officers, planning of programs, and setting regular meeting dates. (Interview, 5/18/00)

Data from documents corroborated how the program was successful with empowering

parents and teachers. The following statements were excerpted from a Site Evaluation Report,

1991 — 1994, conducted by an independent evaluator chosen by the school:

The number of parents who decided to pursue their high school equivalency diploma
(GED) after having participated in various Bright Beginnings activities is unprecedented.
More tangible success is noted by individual cases in which parents have attended
college, started working, or otherwise improved their lives directly as a result of their
involvement in Bright Beginnings.

The degree to which project activities expanded the role of parents as advocates was

dependent upon the school’s history of parent advocacy and the culture of the school as it related

to shared-decision making. According to the project director, “Thurgood Marshall has always

had a reputation as a school with parent involvement, but now that is cemented in place.”

(Interview, 5/19/00) A recent independent evaluation report reiterated this point:
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Thereisastrong sense of community and tradition at Thurgood Marshall, and apridein

what Marshall isdoing.” Where this is most evident is in Thurgood Marshall’s
governance structure. Traditionally, decision-making in schools is from the top down.
At Marshall, it has always been their tradition to include families, teachers, and the
community in the management of the program. (Independent evaluation, 5/99)

High Parental Involvement

A closer investigation of the school culture revealed how the norms, values, beliefs,
ceremonies, rituals, traditions, and myths held by the teachers, students, principal, parents, and
community have an impact on parent involvement. Parental involvement was one standard in the
Thurgood Marshall Elementary school culture that was a major contributor to the success of the
Bright Beginnings Program. “Right from the first year of the program, there was a rapid growth
in parent involvement. It was quite amazing” (Project Director Interview, 5/19/00).

Very often parents hold the belief that their presence is not valued in the school culture.
In the Bright Beginnings program the opposite is true. Parents believe that their participation in
the program has enhanced their self-esteem. Interviews with parents indicate that their
experiences with Thurgood Marshall administrators and staff have made them feel “welcomed.”
Their expertise has been used in new ways, such as inviting parents to offer workshops to other
parents and involving them in proposed changes before they are implemented. “ ...It is these
positive experiences that have contributed to the continued success of this program and have
allowed us to maintain high parent involvement over the years” (Principal 2 Interview, 5/14/00).

According to Principal 1:

Extensive parent involvement in the classrooms was a direct result of Bright Beginnings.
Parent volunteers received weekly in-service and advisory committee meetings. We
wanted our parents to do more than cut-and-paste. We wanted them to become learners.
There was a high level of activity for parents. More than 30 workshops, approximately
two per month, were attended by more than 600 parents. Some of the topics
recommended by both parents and teachers included “Handwriting and Educational
Games”, “Using Parent Center Resource Materials”, “Reading and Writing Stories with
Children”, and “Being a Role Model”. (Interview, 9/97)

Collaboration

Interestingly, the analysis of the data revealed that there is an underlying expectation
from participants that the leader of the program, in this case, the principal, will bring all of the
key players together to work toward a common goal. This finding is consistent with the review
of the literature. An example of this expectation was shared in one of the interviews with the
project director.
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A new principa was hired at the same time the school received the initial Bright

Beginning’s grant. | was pleased to learn that our philosophies were compatible. She
embraced the philosophy, ‘It takes an entire village to raise a child.” ... If she had not
held this belief, | do not believe the program would have succeeded. The ability to work
together is so essential to continuing this program. The school district cannot do all of
what is needed. It takes city hall, the local and state agencies, the churches, the
businesses, the community organizations, the parents. When you can bring all that to
bear on learning, it accelerates the opportunities for families. That's what is needed in
education today. (Interview, 9/97)

An analysis of the data revealed that parents, teachers, administrators and the community
worked together to develop the local school improvement plan, to annually evaluate the goals and
objectives of the program, and continue to be involved in the day-to-day management of the
program. Principal 1 had strong opinions about the roles and responsibilities of a leader charged

with the oversight of an educational program. She stated:

‘It takes an entire village to raise a child.” Keeping that thought in mind, it takes a
collaborative effort to make school improvements. As a leader, | must be willing to
coordinate my activities to bring the parents, teachers, and the community together to
plan school improvements efforts. Experience has taught me that reducing duplication of
effort can free up staff and other time to actually get the plan to work. So, | decided to
take a whole school approach to the planning process. Each year, | brought together a
small group of parents, teachers, and the people in the community to craft the “master
school improvement plan.” With minor adaptations, this one plan was used for multiple
school improvement planning purposes, including Chapter 1, a district mandated annual
education plan, privately funded plans, and state reform plans. | tried to take a
comprehensive, rather than categorical approach to meeting the needs of children. To me
that was the key. It was also my plan to approach the school improvement plan as a
flexible, systematic blueprint. (Interview, 9/97)

Principal 2 also perceived her role and responsibility as being collaborative:

As the leader, | must set the tone for interpreting and implementing the goals and
objectives of the school. The tone or climate must be inclusive of all stakeholders. | see
my role as facilitative. It is important that | set the tone and encourage collaborative
relationships within the school setting. Family and community involvement drives our
school improvement plan. Meaningful parent involvement, inclusive of shared decision
making, is also a goal of the school district. (Interview, 5/17/00)

In one school document it was written:
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Believing that home-school-community partnerships are everyone’s concern, Thurgood
Marshall Elementary School has taken a different approach to building participation.

When the school decided to revamp its parent program, the call was put out to the entire
community. There were discussions in faculty meetings, a neighborhood pancake
breakfast was held to recruit the broader community, parent volunteer’s spread the word
in their home visits with families. This strategy has had good results. The action research
team has close to twenty -eight active members. The team is organized into
subcommittees to enable parents and teachers and others to bring wisdom and experience
to issues they care about. (Report, 1993)

Another widely held belief is that parents do not want to be involved in the decision-
making of the school and even if there is a commitment to involve them they are slow to
respond. In Thurgood Marshall collaborative communication between the parents and the
teachers is a constant in the school culture. Parents are encouraged to meet frequently with the
principal and their child’s teacher to discuss any challenges or to determine progress. Frequently
parents do engage the teachers and principal in these discussions. An observation from one

teacher reveals:

Instead of one way communication, it is flowing both ways. [Parents] help me maintain
the same expectations for my students at school, at home. | see an improvement in my
students’ attendance and especially in the area of behavior. A student is less inclined to
misbehave if he or she knows that her mother is volunteering at the school and talks
regularly to the teacher. Personally, | felt | became more sensitive to the needs of my
children and their families because of this interaction with the parent. | was also more
motivated to teach and to find different, more creative ways to teach a lesson. (Interview,
5/17/00)

Principal 2 observes changes in the teacher’s classroom practices as part of the school
culture and describes how “teachers increased their repertoire of instructional strategies, have
developed an ease in communicating with parents, are more open to parents and other volunteers
working in the classrooms, and they take more advantage of opportunities to improve their own
skills.” (Interview, 5/17/00)

The impact of collaboration on the culture is additionally defended in a teacher interview.
During her interview, teacher 2 talked about how collaboration improved the school culture. As
a result,

Decisions are no longer made only from the top. We have a school site based

management team made up of parents, teachers, and community representatives. We

come together monthly to plan and address school concerns. At the end of each school

year we assess what we've done. We look at what worked, what hasn’t worked, and if
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we need to make any changes. We have a unique culture here at Marshall. We are
encouraged to work with our parents, especially when our students are having difficulties.
| think this makes all the differencein the world. Before coming here, | would not have
been able to approach a parent without feeling that maybe she would be defensive. But
the training program has shown me how to talk to parents and for the parents it shows
them how to talk to teachers so that they can help the student. | like the way we work
together in that way. (Interview, 5/16/00)

The findings indicate that collaboration was important. Equally critical to effective
collaboration istime. Participants valued collaboration, but they also valued time given to them
by the principals to engage in collaborative planning, in discussing concerns, in developing
solutions, and time to evaluate goals and objectives on aregular basis.

Program Benefits

The findings described how combining the Bright Beginnings program with the Fantastic
Follow Through program allowed the school to offer servicesthat it could not have otherwise
provided. Asthe project director explained:

The Bright Beginnings grant enabled us to implement the High Scope curriculum from

Pre-k through third grade. More parent educators were hired to make home visits. A

Parent Center was created. We developed more partnerships with parents and the

community. In addition to parent educators, we encouraged parents to volunteer to assist
teachers as classroom aides. A fraternal order of African American males adopted the

school. They come into the school at least twice aweek to serve as mentors. A

component of the grant is to encourage African American malesto go into teaching. So,

we have afew African American male tutors from the neighborhood high school. They

tutor early in the morning before school, after school, or when they have free time during

the day. Another component required is that we develop a partnership with auniversity.

One of the local universities sends us their college’s education interns to tutor our
children. The college also provides training for the mentors and high school tutors. Our
parent educators and the parent coordinator assist our parents and families with referrals
to human resource agenciditerview, 5/19/00)

The other participants interviewed also cited advantages gained through participation in
the program. Some of the responses were:

Parent educators have had opportunities for professional development through attendance
at conferences and workshops, opportunities to consult with schools and participation in
evaluation of the program. Personally, in my role as the parent coordinator, | have had an
opportunity to travel out of state and to participate in Bright Beginnings’ training and
annual conferences. (Parent Coordinator, Interview, 5/18/00)
Over the years, the school has gained an identity that is closely aligned with parent
involvement. There is a strong sense of community and tradition at Thurgood Marshall,
and a pride in what Marshall is doing. (Project Director, Interview, 5/19/00)
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Although we don't receive full funding from the Foundation, our school continues to

receive some funding from them. Without the additional funds from the Foundation, we
would probably be unable to provide certain workshops, operate a parent lending library,
pay for parent and parent educator fees to conferences, pay a stipend to substitute
teachers, disseminate parent newsletter, parent training, research and data base for project
impacts and fieldtrips for the children. (Principal 2, Interview, 5/14/00)

We have seen improvement in the students’ attendance and behavior as the parent
involvement increased. Also, the children appear to be more interested in learning.
(Teacher 1, Interview, 5/18/00)

| feel good about myself that I'm helping other people learn. (Parent 1, Interview,
5/15/00)

They [parent educators] come by and visit you at home, and help you with any problem
that you have and know where to go to link up with some sources to help you out. (Parent
2, Interview, 5/15/00)

Changes and Challenges

Participants expressed many changes and challenges that resulted from the Bright
Beginnings Program. Several of them talked about the need for additional staff. The parent
coordinator wanted to see more parent educators hired, “especially since the program has been
extended to include home visits to parents of fourth and fifth grade students” (Interview,
5/15/00). The project director and Principal 2 see a need “to hire a person with a background in
career development and substance abuse to staff the parent center” (Interviews, 5/14/00,
5/17/00).

One participant related that there were no social services in the neighborhood. She
stated:

We don’t have social services in our neighborhood, a lot of people don’t have cars. We
have to rely on the bus and that takes a long time to come. Now we have a rec center,
but, it isn’t always open either. A lot of times when school is closed our children have no
where to go. It's not safe for them to play in the streets. ... It would be nice if we had a
clinic in our neighborhood too. ... We don’t even have a library nearby. Sometimes the
bookmobile comes into the neighborhood. (Parent 2, Interview 05/15/00)

Several of the participants felt that the community continued to present a problem.
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However, it was also seen by many as an untapped resource. Teacher 2 commented,
“This neighborhood is rich with talent. The school has a responsibility to take the lead with
bringing in more of these resources.” (Interview, 5/18/00)

Parents reported how the program had changed their lives. One parent commented,
“Before the program, | use to yell and holler at my children. Now | have more patience.”
Another parent related that: “ Since the program, | read more. When my kids see me reading,
they want to read too. | have seen their grades in school get better.” Parent 3 related, “Getting
my GED helped me to get a job as a nursing assistant. When my older son saw me studying, he

started studying more.” (Interviews, 5/15/00
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CHAPTER YV

DISCUSSION, CONCLUSION, AND RECOMMENDATIONS

This study examines the elements associated with sustaining an effective educational
program over a specific period of time. Chapter V provides a defense of the evidence that
supports the institutionalization of an educational program.

There are five parts to this chapter: a summary of the results, the conclusions drawn from
the study, reflections from the researcher, implications for practice, and recommendations for
further research. The section on the researcher’s reflections provides insight into why this

particular program was of interest to the researcher.

Summary of the Results

The qualitative data gathered in this study provide a detailed description of the key
elements associated with the sustenance of an effective educational program and its impact on
the institutionalization of a program. A summary of the analyses of the data in each area
follows:

Research Question One: What role does school context play in sustaining the program?

The data produced in the study support school coageah important element in the
sustenance of a program. In the study, school context was defined as the background of the
students and their families, and the geographic location and make up of the community.
Aronson (1995) reported that the education community must develop an understanding of the
needs and issues that influence prolonged parent participation in the schools. These needs and
issues include language, culture, socioeconomic barriers, a limited educational background, and
the parent’s own negative school experiences.

The Bright Beginnings program is located in a low-income neighborhood where, for most
people, resources are limited. In the case of the Thurgood Marshall Elementary School, the
background of the student’s families, the experience of the staff, and the location of the
community were factors that contributed to the sustenance of the program. The people in that
community did not limit themselves because of their background or lack of resources. Overall,
the Bright Beginnings program had a profound influence on that community because, as one
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person noted, through their involvement with the program the parents and the community felt

they had “a hand up, not a hand out” (Interview, 8/97). The evidence shows that when low-
income parents are involved in their children’s education, they seek additional education for
themselves (Henderson, 1994) and develop higher educational aspirations for their children
(Hickman, 1996).

Research Question Two: What role did leadership play in sustaining the program?

The interrelationship of the roles between the principal, teachers, parents, the project
director, and community leaders were studied for their influence on the sustenance of a program
in the area of leadership. Curry (1992) stated:

Innovations cannot become lasting without a rather significant role from leaders. The
direction and support of leaders are required for change to take place. And the term leader
Is not limited to the chief executive officer. The role and function of leadership are
different. The role is a formal designation vested in contractual arrangements. The
function is an informal designation in which responsibilities or activities associated with
leadership are shared among members of the organization. Consequently, “leader” might
refer to a number of individuals participating in the change process. (p. 2)

The analysis of the data supports a prevailing belief in the identification, development,

and use of leadership capabilities as vital elements to the sustenance of a program. In the case of
the Bright Beginnings program the most profound evidence of this is revealed in the interviews
with the parents. Several of them mentioned how they did not see themselves as leaders at first.
One parent commented, “I have learned a lot of things since | started to volunteer at the school.
I've learned how to really work with kids and how to understand them, and since | have been
participating in the PTA, | have learned to be a good leader” (Interview 5/16/00). However, after
participating in parent training and using the support services offered by the program, they felt
empowered to act as advocates for their children and other children.

The data show that shared leadership, or collaboration, has a major influence on the
institutionalization of a program and must not be overlooked as an important factor in sustaining
a program. School personnel at all levels should be engaged in the partnership if it is to be
sustained. The support and enthusiasm of the superintendent and the principal for a home-
school-community partnership are especially important to the school staff at the initial stages.
Central Office support of a collaborative effort is also essential for setting goals, determining
desired outcomes, and setting directions that lead to acceptance by others at the local school and
district-wide.
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Research Question Three: How did the school culture affect sustaining the program?

There are significant ways in which the school culture or the norms, values, beliefs,
ceremonies, rituals, traditions, and myths held by the teachers, students, principal, parents, and
the community influence the sustenance of a program. An analysis of the datarevealsthat a
standard of parental involvement in the school culture facilitates “a strong sense of community
and tradition...and pride in what Marshall is doing” (Report, 5/20/96). Where this is most
evident is in Thurgood Marshall's governance structure. At Marshall it has always been their
tradition to include families, teachers, and the community in the management of the program.
Parents feel “welcome and their expertise is used in new ways, such as inviting parents to offer
workshops to other parents and involving them in proposed changes before they are
implemented. It is these positive experiences that have contributed to the sustenance of this
program” (Interview, 5/16/00).

The most important strategy for sustaining a program is to develop a warm and
welcoming school culture. In school’s with a welcoming culture educators treat parents with
respect and encourages their participation in all types of involvement. Bright Beginnings
encouraged the parents to take an active decision making role in the program. Other examples
of changes in the culture include:

() the creation of a parent center where parents were allowed to meet and work on school
activities;

(2) the reactivation of the parent teacher association;

(3) the creation of the parent of the month program for parent volunteers, where . each
month the school honors the parent with the most volunteer hours by displaying his/her photo in
a prominent place in the school; and

(4) the creation of videos for teachers and others to show them effective ways of working
with parents in the home.

A further investigation of the data reinforces the concept of collaboration or the process
of getting people to work in new ways toward a shared vision as another important component of
the culture that influences the sustenance of a program. When the school culture is collaborative,
a condition of goodwill is created that directly influences the sustenance of a program. An

interview with the Bright Beginnings program director revealed:
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The ability to work together is so essential to continuing this program. The school
district cannot do all of what is needed. It takes the entire community. It takes city hall,
the local and state agencies, the churches, the businesses, the community organizations,
the parents. When you can bring all that to bear on learning, it accelerates the
opportunities for families. That iswhat is needed in education today. (Interview,
5/19/00)
Lewis (1997) sites a cornerstone of the work of successful collaborative reform projects
Isto increase parents and teachers awareness and understanding of outcomes, such as
achievement scores attendance and dropout rates, and to enable them to monitor the impact of
their reform efforts on these outcomes.

Research Question Four: How did the implementation, continuation, and evaluation

phases of the change effort affect sustaining the program?

The implementation, continuation, and evaluation phases of Bright Beginnings sought to
significantly alter a variety of practices, attitudes and behavior in adiverse group. Therefore, the
stakeholders recognized that there were appropriate sequences for various activities and that
some aspects of the program needed to be phased in at an appropriatetime. The evidence reveals
that long range or multi-year planning occurred in three-year intervals.

The project director best summarizes this concept in a statement:

Programs that succeed at having the greatest impact on the community are the ones that
have a strong management team, committed resources, and long-term financial support.
This does not happen over night. It takes time to build change in the community. Every
organization is different. But, most know within the first three years of operation if they
have what it takes to make long-term changes. Implementation, continuation, and
evaluation are critical stepsin keeping this program alive. Thisiswhere we discover
whether our program is making the impact that we want or where the kinks are that have
to be worked out. (Interview, 5/15/00)

The sub-theme of the importance of time also emerges as a critical factor in the

sustenance of aprogram. An interview with a Bright Beginnings teacher reveals how important

timeisto theinstitutionalization of a program,

What | like most about working here is that the principa gives ustime to plan and meet

to talk about our problems. So often schools will overlook the importance of having this

time, but at Marshall it is encouraged. | don’t have to rush to get things done. Some days
| can grade papers, meet with parents, and sit on a committee of teachers to develop a
program idea. | think that's what helps to make me a better teacher. 1 like that | have this
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flexibility. It makes mefeel like | am an important part of the school culture. (Interview,

5/16/00)

Desimone (2000) also supports the opinion that implementation of the most ambitious
models may extend over severa years, depending on both school factors and the complexity of
the model. Implementation requires teachers to focus on multiple goals such as governance
changes, collaborative planning and fundamental changesin curriculum and instruction.

Teachers measure their support of the innovation by the amount of adequate resources for
implementation, such as materials, professional development, and time for planning and for
interaction with other teachers and key players.

It is during the continuation phase that changes are institutionalized. In this phase, family
and community involvement is a more permanent part of the school’s funding and governance
structure as well as its assessment and instructional practices. Considerable time must be given
to ongoing training and mentoring to ensure that all participants develop the skills needed to
maintain the program (Cortes, 1994).

It is not enough to implement reform or to give it full support through the first two or
three years of use if attention is not also paid to the kinds of resources and support needed to
make it a permanent fixture in the school. The main issue in continuation and institutionalization
of an innovation is to lay a solid foundation that is able to fend off threats to its existence, both
internal and external. This can be achieved by all parts of the system being strong and
supportive.

Another area of consideration is the evaluation phase. Evaluations should be
incorporated early into the design of the reform strategies and used continuously throughout the
implementation of the program so stakeholders can use the information to improve the program.

In the guidebook, Putting the Pieces Together (U.S. Department of Education, 1996),
evaluation is viewed as,

An activity that is done by and with families by other collaborative partners, not to them.
It is a continuous process of gathering information about a program or strategies to
periodically assess its progress toward shared goals. It is a tool for measuring how
strategies are working and whether they are achieving desired results. ... It is a means of
improving accountability to partners, children, families, communities, and the funders (p.
57).
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Research Question Five: What effect, if any, did external factors have on sustaining the

program?
A variety of resources, monetary resources, as well as people, materias, and political

resources, are necessary to implement and sustain an effective educational program. These
resources, or external forces, prove to have aminimal effect on the sustenance of this program
albeit an important one.

Continued funding is the one external factor that seemed to have the most influence on
the sustenance of the program. However, the data goes further to reveal that overall, the
interview participants felt that even if the external factors posed athreat to the sustenance of the
program there is the willingness among them to continue the program. “Adjustments would be
made and maybe we wouldn’t be able to hire as many parent educators. But we have in place a
solid foundation that works” (Interview, 5/19/00). A thorough analysis of the data show that
concerns over funding can be a distraction for programs but has very little impact on whether the
program will be sustained.

Huberman and Miles (1984) also stress that continuation of reforms depends on whether
or not a critical mass of support has been generated by people who are skilled in and committed
to the change, and establishing procedures for ensuring continued assistance, especially to

support new innovations.

Conclusions

The following conclusions evolved from this study’s findings:
Conclusion 1

This community was strongly motivated and willing to change the quality of life for their
children, regardless of background, resources, or any other perceived barriers.
Conclusion 2

This program had a focus on developing the leadership potential of the parents. Parents
do not always recognize these qualities in themselves and need encouragement to become
leaders. Although most participants viewed the principal’s leadership as key to maintaining the
program, it is evident that when other leadership roles are developed within a program, they

become the glue that holds it together.
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Conclusion 3

This program was committed to a collaborative approach of parental involvement in all
aspects of the management of the school and the education of the children. The collaborative
nature of the program contributed to the participants taking ownership of the program and
wanting it to succeed.
Conclusion 4

This program provided continuous parent and teacher training. The participants recognize
the value of creating time for training, planning, monitoring and program evaluation in order to
maintain program quality.
Conclusion 5

Even when external factors pose athreat to the sustenance of a program, these barriers do
not have an impact on the willingness of the stakeholders to continue the program. In this
specific case, there continues to be school district support, community support, and alevel of
financial and technical support from the grantor.
Conclusion 6

The culture at Thurgood Marshall made the families feel welcomed, trusted, valued and
validated. The staff made a concerted effort to create a positive socia and educational school
environment. When a school has provided meaningful structures for parents and community
involvement, then the end results will be a sustainable parent-community-school partnership,
increased student achievement, and an improved quality of life for children and their families.

Researcher’s Reflections

The decision to investigate this topic resulted from the personal and professional
frustration of working in a school district that piloted numerous programs that were quickly
eliminated during her tenure. Several of the piloted programs increased parent involvement and
raised student achievement as measured on standardized tests. However, many of these programs
were eliminated when the grant funds were depleted or a new superintendent was hired with a
new agenda. These were not the only problems. Public school administrators rarely allowed
enough time for any substantive data to be gathered and analyzed. Often these programs lacked
an evaluation component that would effectively defend or dismiss the notion to abort. They

never listened to the pleas from teachers, principals, and parents to maintain the program. There
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was never any real dialogue or consistency from the school district, in practice or policy, about
the factors that would allow for the sustenance of a program.

This program also sparked interest for the researcher because, professionaly, the
researcher taught in a Follow Through program for three years. That particular program utilized
DISTAR materials to supplement curriculum and encouraged parent participation as aides in the
classroom. Needlessto say, this program ended after three years and other curriculum materials
wereintroduced. Thisresearcher does not recall any formal or informal program evaluation.
Although it was the researcher’s perception that the DISTAR program was ineffective, it would
have been valuable to have input from the persons responsible for implementing whatever
curriculum was to be selected next.

The researcher selected this specific case study site with the guidance of the Virginia
Tech University committee chair. It is important to note that this researcher had no prior
connection to anyone at this local school site.

This study has determined to my satisfaction the conditions that must exist to sustain a
program. It also provides evidence to school administrators that when attention is given to these
conditions that the benefits are more tangible and have a greater impact on improving academic

achievement and the quality of life for children and their families.

Implications for Practice

The findings and recommendations discussed in this report provide important data to
educational administrators interested in the improvement and continuation of parent programs.
The lessons learned from the Bright Beginnings program model provide an infrastructure to help
families and schools know what to do to support and sustain an effective home-school-
community partnership. The following recommendations are offered to provide examples of
effective practices and critical elements identified in this study:

1. Schools interested in replicating this program should start by analyzing the local school
context of their respective site. Such information is valuable in understanding the specific
factors that support or block successful implementation and continuation of a program. If
possible, the relevant context should include: (a) demographic information of both the school
population and the community; (b) knowledge of the neighborhood or community from which

students have been drawn; (c) the history and current status of the school; (d) an understanding
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of the school district that will host the program; and (e) the capacity and limitations of the
various participating community institutions.

2. A needs assessment should address a standard to determine the needs of the community
and the school. Program design should be based solely on the need assessment.

3. Collaboration is essential for success. Therefore substantive and productive
collaborations must be developed by the school with institutions of higher education, health care,
and other socia service providers.

4. Some components of the model, such as the family service component, need expert
technical assistance and training in order to design and conduct this component at alevel that can
generate meaningful results.

5. Consistent sources of revenue need to be identified so that various other components of
the program can be implemented.

6. Support of time for the sufficient implementation and continuation of a program must be
allotted by the school leadership as a constant in the planning, reflection, and adaptation of the
model.

Recommendations for Further Research

The following recommendations are suggested for further study:

1 A longitudinal study to determine the impact of the Bright Beginnings program on
student self-esteem, attitudes, attendance, and achievement.

2. A more detailed study on the replicability of this program specifically asit relates to the

role of the personnel, the curriculum and instruction, and program costs.
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VIRGINIA POLYTECHNIC INSTITUTE AND STATE UNIVERSITY
Informed Consent for Participants of | nvestigative Projects

Title of Project: THE INSTITUTIONALIZATION OF AN EDUCATIONAL REFORM

Sustaining an Effective Educational Program

Investigator(s): Gloria E. Dickerson

| agree to participate in aresearch study being conducted by Gloria E. Dickerson, as part of
her requirements for her doctoral degree in the Department of Educational Leadership and Policy
Studies, at Virginia Polytechnic Ingtitute and State University, Blacksburg, Virginia.

The purpose of this study isto examine five key elements associated with sustaining an
exemplary educational program. This research will determine how school context, leadership,
school culture, the change effort, and external forces affect the institutionalization of an
educational program. The research obtained will also address external factors that impact on the
change effort.

Participation in this study will take approximately 45 - 60 minutes. | understand that the
study will involve a personal interview, which will be tape-recorded. It isalso my understanding
that: (1) the tapes will be stored in the home office of the interviewer, (2) the interviewer will
transcribe the tapes, and (3) tapes will be destroyed after al information has been retrieved from
them. During the interview, | will be asked to express my own feelings and thoughts about the
five key elements essential to sustaining an educational program over along period of time.

| understand that my participation in this study is entirely voluntary, and | may discontinue
participation at any time. | further understand that all of my responses will be kept confidential.
Pseudonyms will be used for the participantsin this study, and | will not be asked my name or to
give any identifying information.

The researcher has answered all of my questions. | understand that if | have additional
guestions and concerns regarding this study, | may contact Gloria E. Dickerson at

This project has been reviewed and approved by the Human Subjects and Review Board of
Virginia Polytechnic Institute and State University. The board believes that the research
procedures adequately safeguard the subjects’ privacy, welfare, civil liberties, and rights. The
Chairperson of the Board may be reached through the Graduate School, Virginia Polytechnic
Institute and State University. The telephone number of the office is (703) 698-6039.

| have read the material above, and questions regarding this project have been answered to
my satisfaction. | understand | will receive a copy of this form. | agree to participate in this
activity, realizing that | may withdraw without prejudice at anytime. | agree to abide by the rules
of this project.

Signature Date
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THE INSTITUTIONALIZATION OF EDUCATIONAL REFORM

Sustaining an Effective Educational Program
Content Validation Instrument for Interview Protocols

INTRODUCTION

The purpose of this content validation instrument is to assist the researcher with the development of questions for the interview guidesto be used in
interviewing principal, teachers, parents, and project director of an exemplary program in an inner city elementary school. The interview guides are designed to
answer the questions of how the key elements identified are essential to sustaining an exemplary educational program or innovation, and how external forces may
affect the change effort as measured in the five domains.

INSTRUCTIONS

Step 1. Please review each item and circle the most appropriate domain for each item and their definitionsin terms of how they affect sustaining a program. The
domains associated with sustaining a program are:

DOMAIN DEFINITION

1. School context The background of the students and families, the grade level, the experience and stability of the staff, the manner in which parents
interact with the school personnel, the geographical location, and the support structure in the school district.

2. Leadership Interrelationship of roles of the principal, teacher, parents, project director, and community |eaders.

3. School culture Norms, values, beliefs, ceremonies, rituals, traditions, and myths commonly held by teachers, students, parents, and the principal.
4. Change effort Impact on the program of the major processes of implementation, continuation, and evaluation.

5. External forces Forces outside of the school, such as funding, district, state, and federal policy, and community support and resources.

ASSOCIATION RATING

Step 2. Please indicate how strongly you feel each question or statement is associated with the domain you selected by circling the number of your responsein
the column labeled “Association.” Use the following scale: (1) Very weak (2) Weak (3) Strong (4) Very strong
CLARITY RATING

Step 3. In the column labeled “Clarity,” please indicate how clearly you think the question or statement is by circling the spptopbier. Use the following
scale: (1) Not clear at all, delete (2) Somewhat clear, revise  (3) Very clear
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VARIABLES ASSOCIATED WITH SUSTAINING AN EFFECTIVE EDUCATIONAL PROGRAM
DIRECTIONS: Circlethe number of the appropriate response.

Domain: (1) school context (2) leadership (3) schooal culture (4) change effort 5) external forces
Association Rating: 1= very weak 2 =weak 3 =strong 4 = very strong
Clarity Rating: 1=not clear at 2 = somewhat 3 =very clear

al, delete clear, revise

Principal Interview Protocol

Items Domain Association Clarity
Tell me about Thurgood Marshall Elementary School. 1 2 3 4 5 1 2 3 4 1 2
What isimportant for me to know about the community your 1 2 3 4 5 1 2 3 4 1 2
school serves?
Describe for me the Bright Beginnings program. 1 2 3 4 5 1 2 3 4 1 2
What would atypical day be like for children in Bright 1 2 3 4 5 1 2 3 4 1 2
Beginnings?
If | asked a parent about this program, what do you think they 1 2 3 4 5 1 2 3 4 1 2
would say?
Can you tell me ways teachers may have been affected by this 1 2 3 4 5 1 2 3 4 1 2
program?
What do you consider to be the strengths of the program? 1 2 3 4 5 1 2 3 4 1 2
Weaknesses?
If you had to implement the program again, would you do 1 2 3 4 5 1 2 3 4 1 2
anything different from the way the program was
implemented?
If this program were replicated in another school, what would 1 2 3 4 5 1 2 3 4 1 2
be needed to ensure its success?
What forces outside of this school building have effected the 1 2 3 4 5 1 2 3 4 1 2
program?
How do you perceive your role as aleader? 1 2 3 4 5 1 2 3 4 1 2
Why do you think the program has continued for such along 1 2 3 4 5 1 2 3 4 1 2
period of time?
Who else should | talk to about the program? 1 2 3 4 5 1 2 3 4 1 2
How is the program monitored and evaluated? 1 2 3 4 5 1 2 3 4 1 2
Isthere anything else | should know? 1 2 3 4 5 1 2 3 4 1 2




DIRECTIONS: Circlethe number of the appropriate response.

Domain: (1) school context (2) leadership (3) school culture (4) change effort 5) external forces
Association Rating: 1= very weak 2 = weak 3 =strong 4 = very strong
Clarity Rating: 1= not clear at 2 = somewhat 3=very clear
al, delete clear, revise
Project Director Interview Protocol
ltems Domain Association Clarity
Describe for me your role as the Project Director for Bright 1 2 3 4 5 1 2 3 4 1 2 3
Beginnings.
Tell me about Thurgood Marshall Elementary School. 1 2 3 4 5 1 2 3 4 1 2 3
What isimportant for me to know about the community the 1 2 3 4 5 1 2 3 4 1 2 3
school serves?
Tell me ways in which the central administration supportsthe 1 2 3 4 5 1 2 3 4 1 2 3
Bright Beginnings program.
Describer for me the role of the principal in the school asit 1 2 3 4 5 1 2 3 4 1 2 3
relates to the program.
How has the perception of the children and parents 1 2 3 4 5 1 2 3 4 1 2 3
represented in the school changed since bright beginnings?
How is the program funded? 1 2 3 4 5 1 2 3 4 1 2 3
How is the program evaluated and monitored? 1 2 3 4 5 1 2 3 4 1 2 3
Why do you think this program has continued over the years? 1 2 3 4 5 1 2 3 4 1 2 3
What are plans for the future of this program? 1 2 3 4 5 1 2 3 4 1 2 3
Is there anything else | need to know about the program? 1 2 3 4 5 1 2 3 4 1 2 3
Who else should | talk to about the Bright Beginnings? 1 2 3 4 5 1 2 3 4 1 2 3

85




DIRECTIONS: Circlethe number of the appropriate response.

Domain: (1) school context (2) leadership (3) schooal culture (4) change effort 5) external forces
Association Rating: 1= very weak 2 = wesk 3 =strong 4 = very strong
Clarity Rating: 1= not clear at 2 = somewhat 3=very clear
al, delete clear, revise
Teacher Interview Protocol
Items Domain Association Clarity
What isimportant for me to know about your community? 1 2 3 5 1 2 3 1 2 3
If | were anew parent in your neighborhood, what would you 1 2 3 5 1 2 3 1 2 3
and your child tell me about Thurgood Marshall Elementary
School?
If | were areporter from the local newspaper and | am writing 1 2 3 5 1 2 3 1 2 3
about the school, what would you tell me about Bright
Beginnings?
In what ways were parents involved in the program? 1 2 3 5 1 2 3 1 2 3
Do you feel welcome at the school ? Tell me more. 1 2 3 5 1 2 3 1 2 3
Are there any changesin your child that you think have been 1 2 3 5 1 2 3 1 2 3
brought about by this program? If yes, please tell me more.
What opportunities are there for parents for to assume 1 2 3 5 1 2 3 1 2 3
leadership roles?
What opportunities are there for parents to give feedback and 1 2 3 5 1 2 3 1 2 3
evaluate the program?
What do you consider to be the strengths of the program? 1 2 3 5 1 2 3 1 2 3
Weaknesses?
Why do you think the program has lasted so long? 1 2 3 5 1 2 3 1 2 3
If the program were started in another school, what would you 1 2 3 5 1 2 3 1 2 3
like to see done differently?
Who else should | talk to about Bright Beginnings? 1 2 3 5 1 2 3 1 2 3
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DIRECTIONS: Circlethe number of the appropriate response.

Domain: (1) school context (2) leadership (3) school culture (4) change effort 5) external forces
Association Rating: 1= very weak 2 = wesk 3 =strong 4 = very strong
Clarity Rating: 1= not clear at 2 = somewhat 3=very clear
al, delete clear, revise
Parent Interview Protocol
Items Domain Association Clarity
Describe for me your role as project director for Bright 1 2 3 4 5 1 2 3 4 1 2 3
Beginnings.
Tell me about Thurgood Marshall Elementary School. 1 2 3 4 5 1 2 3 4 1 2 3
What isimportant for me to know about the community the 1 2 3 4 5 1 2 3 4 1 2 3
school serves?
Tell methe waysin which central administration supports the 1 2 3 4 5 1 2 3 4 1 2 3
Bright Beginnings program.
Describe for methe role of the principal in the school as it 1 2 3 4 5 1 2 3 4 1 2 3
relates to the program
How has the perception of the children and parents 1 2 3 4 5 1 2 3 4 1 2 3
represented in the school changed since Bright Beginnings?
How is the program funded? 1 2 3 4 5 1 2 3 4 1 2 3
How is the program evaluated and monitored? 1 2 3 4 5 1 2 3 4 1 2 3
Why do you think this program has continued over the years? 1 2 3 4 5 1 2 3 4 1 2 3
What are plans for the future of this program? 1 2 3 4 5 1 2 3 4 1 2 3
Is there anything else | need to know about the program? 1 2 3 4 5 1 2 3 4 1 2 3
Who else should | talk to about Bright Beginnings? 1 2 3 4 5 1 2 3 4 1 2 3
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Principal Interview Protocol
1. Tell me about Thurgood Marshall Elementary School.
2. What isimportant for me to know about the community your school serves?
3. Describe for me the Bright Beginnings program.
4. What would atypical day be like for children in Bright Beginnings?
5. If | asked a parent about this program, what do you think they would say?
6. Can you tell me ways in which teachers may have been affected by this program?
7. What do you consider to be the strengths of the program? Weaknesses?

8. If you had to implement the program again, would you do anything different from the
way the program was implemented?

9. If this program were replicated in another school, what would be needed to ensure its
success?

10. What forces outside of this school building have affected the program?

11. How do you perceive your role as aleader?

12. Why do you think the program has continued for such along period of time?
13. Isthere anyone else to whom | should talk about the program?

14. How is the program monitored and evaluated?

15. Isthere anything else | should know?
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9.

10.

11.

12.

13.

Teacher Interview Protocol
Describe the students you teach.
What isimportant for me to know about the community your school serves?
Talk to me about the Bright Beginnings program.
What would atypical day be like for the children in Bright Beginnings?
Tell me how this program has impacted you as a teacher?
What is different for the children as aresult of Bright Beginnings?

Every program needs |leaders to be successful. Describe the leadership in Bright
Beginnings.

Have there been any changesin the values, beliefs, rituals, and ceremonies in the school
since the Bright Beginnings program was implemented in the school? Please explain
your response.

What do you consider to be the strengths of the program? Weaknesses?

If you had to implement the program again, would you do anything different to the way
the program was implemented?

How is the program monitored and evaluated?
Is there anything that would prevent the program from continuing?

Why do you think the program has lasted so long?

14. s there anyone else to whom | should talk?
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8.

9.

Parent Interview Protocol
What isimportant for me to know about your community?

If I were anew parent in your neighborhood, what would you and your child tell me
about Thurgood Marshall Elementary School ?

If I were anews reporter from the local newspaper writing about the school, what would
you tell me about Bright Beginnings?

In what ways were parentsinvolved in the program?
Do you feel welcome at the school? Tell me more.

Arethere any changesin your child that you think have been brought about by this
program? If yes, please tell me more.

What opportunities are there for parents for to assume leadership roles?
What opportunities are there for parents to give feedback and evaluate the program?

What do you consider to be the strengths of the program? Weaknesses?

10. Why do you think the program has lasted so long?

11. If the program were started in another school, what would you like to see done

differently?

12. Isthere anyone else to whom | should talk about Bright Beginnings?
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8.

9.

Project Director’s Interview Protocol
Describe for me your role as project director for Bright Beginnings.
Tell me about Thurgood Marshall Elementary School.
What is important for me to know about the community the school serves?

Tell me the ways in which central administration supports the Bright Beginnings
program.

Describe for me the role of the principal in the school as it relates to the program.

How has the perception of the children and parents represented in the school changed
since Bright Beginnings?

How is the program funded?
How is the program evaluated and monitored?

Why do you think this program has continued over the years?

10. What are plans for the future of this program?

11. Is there anything else | need to know about the program?

12. Is there any one else to whom | should talk about Bright Beginnings?
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Place of Birth:
Education:

2001 Ed.D.
1997 CAGS
1982 M.S.
1972 B.S.

Professional Experince:

2001 - Present

2000 - Present

1998 — Present

1995 - 1998

1993 - 1995

VITA

GloriaE. Dickerson
130 Urell Place, NE
Washington, DC 20001

Richmond, Virginia

Educational Leadership and Policy Studies
Virginia Polytechnic Institute & State University
Blacksburg, Virginia

Educational Administration
Virginia Polytechnic Institute & State University
Blacksburg, Virginia

Reading Specidist, K-12
University of the District of Columbia
Washington, D.C.

Elementary Education
D.C. Teachers College
Washington, D.C.

Adjunt Faculty/ Supervising Teacher
Trinity College,
Washington, D.C.

Coordinator After-school Program
District of Columbia Public Schools
Washington, D.C.

Retired Administrator
District of Columbia Public Schools
Washington, D.C.

Principal
District of Columbia Public Schools
Washington, D.C.

Assistant Principal

District of Columbia Public Schools
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Washington, D.C.

1991 — 1993 Special Assistant to the Principal
District of Columbia Public Schools
Washington, D.C.

1990 - 1991 Coordinator, Special Populations Division
District of Columbia Public Schools
Washington, D.C.

1989 — 1990 Monitor
Adult Education Branch
Washington, D.C.

1988 — 1989 Administrative Intern
District of Columbia Public Schools
Washington, D.C.

1985 — 1988 Field Representative
Washington Teachers Union
Washington, D.C.

1970 — 1985 Classroom Teacher, grades Pre-k through 6
District of Columbia Public Schools

Professional Membership:

International Reading Association

American Association of School Administrators
National Association of Elementary School Principals
National Association of Secondary School Principals
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