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ABSTRACT 

The purpose of this study was to measure the impact 

the Arizona Academic Standards have had on teachers' 

beliefs about their instructional practices. 

Data were collected using two surveys. The Arizona 

Academic Standards Program Survey was adapted from one used 

in Massachusetts (Hanley, 2000), and teachers were asked to 

provide information about their understanding of how to 

teach the curriculum standards. 

The second survey used. The Nature of School 

Leadership Survey (Leithwood and Jantzi, 1995), examined 

the relationship between the eight school leadership 

influences and the impact they had on teachers' 

instructional practices. 

Ninety participants completed the survey. A total of 

88 respondents (98%),were full time certified teachers, and 

two (2%) were part time certified teachers. 

The relationships among major questions of this study 

and specific questions listed previously were explored by 

correlating those areas using the Pearson-Product Moment 
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correlation method. In addition, the magnitude of the 

correlation was examined to determine the strength of the 

association. 

As a result of this study, evidence was found that 

teachers' beliefs about the quality of the Arizona Academic 

Standards have impacted their instructional practices in 

teaching the Arizona Academic Standards in their 

classrooms. These data also indicated that teachers' 

beliefs about the quality of the Arizona Academic Standards 

in the two rural school districts have been influenced by 

professional development opportunities and school 

leadership. 
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CHAPTER 1 

BACKGROUND TO THE STUDY 

Introduction 

A renewed area of national interest is student 

learning and achievement. It is widely assumed that the 

improvement of teacher practice results in improved student 

performance. A small group of studies (Gage, 1984; Sparks & 

Loucks-Horsely, 1990) does indicate that staff development 

programs can have a positive impact on student performance. 

Joyce, Murphy, Showers & Murphy (1989) found that a 

particular staff development approach, given time and 

support for full implementation, had direct, dramatic 

effects on student performance. Further studies of this 

type are needed to support what is generally believed to be 

true; that is staff development can and does positively 

impact student performance. 

It is now widely recognized that the success of 

curriculum innovation, whether internally or externally 

initiated, is contingent upon the professional development 

of teachers (Blenken, Edwards, & Kelly, 1997). However, to 
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effect change, teachers must: be receptive. To minimize 

stress on teachers, therefore, it is essential that they be 

given greater control over the pace and direction of 

change. Further, the success of innovation is highly 

dependent upon the material and psychological support that 

individuals and groups are given in constructing new sets 

of meaning (Blenken, et.al., 1997). For effective learning 

and implementation to take place, staff need to feel in 

control of change, rather than to be controlled by change. 

In the words of Rudduck (1998, p. 210), 

If we are interested in substantial change, we may need 

to find structures and resources to help teachers to 

reexamine their purposes, slough off the sediment of 

socialization and feel more in control of their 

professional purposes and direction. 

Teachers' reasons for rejecting many innovations are 

every bit as rational as those of the advocates promoting 

them. Wise (1977) called the promoters of change 

"hypperational" in their assumptions, an idea that 

accurately captures what proposed changes look like from 

the vantage point of the everyday teacher. 
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Educational change is necessary because high 

proportions of students are alienated, performing poorly or 

are dropping out. Effective change processes that foster 

sustained professional development over one's career and 

lead to student benefits may be one of the few sources of 

revitalization and satisfaction left for teachers. As 

Sarason (1971, pp. 166-167) observed, "If teaching becomes 

neither terribly interesting nor exciting to many teachers, 

can one expect them to make learning interesting and 

exciting to students?" 

Significant educational change consists of changes in 

beliefs, teaching style, and materials which can occur only 

through a process of professional development in a social 

context. Teacher certainty and teacher commitment feed on 

each other, as Rosenholtz (1989) found, increasing 

teachers' motivation to do even better. All of these 

factors served to channel energy toward student 

achievement. It has been well documented that the single 

most important factor in affecting student achievement is 

the classroom teacher (Black & Dylan, 1998; Darling-
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Hammond, 1997; Falk & Ort, 1998; Fullan, 1993; Hargreaves, 

1994; Joyce & Showers, 1995). 

As Fullan (1991) noted, "The ultimate goal is changing 

the culture of learning for both adults and students so 

that engagement and betterment is a way of life in schools" 

(p. 344). The Arizona Department of Education (1996) 

identified and mandated numerous changes in the school 

curriculum through the publication of the documents 

identified as the Arizona Academic Standards. The 

underlying goal was to improve student achievement across 

the state by identifying rigorous curriculum standards for 

every child. 

Statement of the Problem 

Like the Arizona School Assessment Program policy 

(1995), the previous state testing program, the Arizona 

Instrument for Measuring Standards (1999) fails to provide 

for professional development. Arizona Department of 

Education policy actors give little support for teacher 

training because they lack the power or the budget to do 



15 

anything more. Once again, the districts and individual 

teachers are left to their o%m devices for retraining, 

curriculum development, and adjusting to the demands of the 

new tests. 

There is virtually no question that effective staff 

development progrcuns do change teacher practice. Training 

programs, individual inquiry, and staff development 

continue to be critical elements that contribute to teacher 

effectiveness and school improvement. 

Many of the curriculum standards identified by 

specific grade spans have required teachers to expand their 

knowledge base and develop new methods for teaching 

(Graham, 1997). In Arizona, for example, teachers in 

Grades 1 through 10 are required to teach standards in nine 

subject areas, but the state assesses only three of them. 

The students are assessed in reading, writing, and 

mathematics. To impact teachers' beliefs about 

instructional practices, an effective teacher training 

program, continuous staff development that districts must 
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provide for their staff, and strong leadership influences 

are required. 

Purpose of the Study 

The purpose of this study is to measure the impact the 

Arizona Academic Standards have had on teachers' beliefs 

about their instructional practices. The following 

question is explored: Have instructional practices been 

impacted to facilitate the teaching of the Arizona Academic 

Standards in Grades 1 through 10? Each of the three 

Arizona Academic Standards in reading, writing, and 

mathematics identifies the content and skills students 

should know and be able to do. These are written in the 

form of curriculum standards. Because they are mandated by 

the state, districts throughout Arizona are required to 

teach the standards and performance objectives to all 

students within those grade spans. Students are then 

tested in the spring of each school year on their knowledge 

of the standards. 
( 
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Data were collected using two surveys. Sections I-v 

from the Arizona Academic Standards Progrcun Survey were 

adapted from one used in Massachusetts (Hanley, 2000), and 

teachers were asked to provide information about their 

understanding of how to teach the curriculum standards. The 

Nature of School Leadership Survey (Leithwood & Jantzi, 

1995) examined the relationship between eight school 

leadership influences and the impact they had on teachers' 

instructional practices. 

Research Questions 

1. How have teachers' beliefs about the quality of the 

Arizona Academic Standards impacted instructional practices 

in Grades 1 through 10? 

2. How have teachers' beliefs about the quality of the 

Arizona Academic Standards been impacted by professional 

development opportunities for the Arizona Academic 

Standards in Grades 1 through 10? 

3. Have professional development opportunities impacted 
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teachers' perceptions about their instructional practices 

in teaching the Arizona Academic Standards in Grades 1 

through 10? 

4. How have teachers' beliefs about the quality of the 

Arizona Academic Standards been impacted by the eight 

school leadership influences in Grades 1 through 10? 

5. Have teachers' perceptions of their instructional 

practices in teaching the Arizona Academic Standards in 

Grades 1 through 10 been influenced by the eight school 

leadership influences? 

6. Have professional development opportunities to teach 

the Arizona Academic Standards in Grades 1 through 10 been 

impacted by the eight school leadership influences? 

Hypotheses 

The following hypotheses were tested in this study: 

Hoj. There is no statistically significant correlation 

between teachers' beliefs about the quality of 

the Arizona Academic Standards and the impact on 

their instructional practices in teaching the 



curriculum standards as measured by the Arizona 

Academic Standards Program Survey. 

There is no statistically significant correlation 

between the teachers' beliefs about the quality 

of the Arizona Academic Standards and 

professional development opportunities provided 

as measured by the Arizona Academic Standards 

Program Survey. 

There is no statistically significant correlation 

between the instructional practices in teaching 

the Arizona Academic Standards in Grades 1 

through 10 and professional development 

opportunities provided as measured by the Arizona 

Academic Standards Program Survey. 

There is no statistically significant correlation 

between teachers' beliefs about the quality of 

the Arizona Academic Standards and the eight 

school leadership influences as measured by the 

Nature of the School Leadership Survey. 



20 

Hoj. There is no statistically significant correlation 

between the instructional practices in teaching 

the Arizona Academic Standards in Grades 1 

through 10 and the eight school leadership 

influences as measured by the Nature of the 

School Leadership Survey. 

Hog. There is no statistically significant correlation 

between the professional development 

opportunities provided in Grades 1 through 10 to 

teach the Arizona Academic Standards as measured 

by the Nature of the School Leadership Survey and 

the eight school leadership influences. 

Significance of the Study 

This study provides new information about the effects 

of the educational reform taking place in Arizona since 

1996. Specifically, this study explores the effects of the 

Arizona Academic Standards, professional development 

opportunities, and leadership influences on the teachers' 

perceptions of the impact on instructional practices. As 
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identified in a study by Lee (1996), effective changes in 

student achievement cannot be expected until curriculum 

standards are fully operational within the classrooms. In 

Arizona, the high-stakes test, AIMS (Arizona Instrument for 

Measuring Standards), is based on the Arizona Academic 

Standards, and because of this, the impact on student 

performance will not be fully seen until the Arizona 

Academic Standards are integrated and taught in the 

classroom at the 1" through 10'" grade levels. 

In this research, teachers were asked to provide 

information about their understanding of how to teach the 

curriculum standards. Standards-based curriculum models 

have been adopted by many states because they delineate 

what students should know and be able to do. This clear 

identification of student outcomes provides opportunities 

for an equal education for all students (Shanker, 1992). 

This study includes data on how the Arizona Academic 

Standards have impacted teachers' beliefs about their 

instructional practices to accommodate student learning 
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within the standards and explores the factors or influences 

caused by such a change. 

Assumptions 

In this research teachers were asked to provide 

information about their understanding of how to teach the 

Arizona Academic Standards. This study provides information 

specifically related to the teaching of the Arizona 

Academic Standards in the classroom and investigates 

teachers' beliefs about the quality of the standards. This 

study also investigates those instructional practices that 

support the teaching of the curriculum standards. 

Limitations 

The following are limitations of the study; 

1. Teachers' self-definition of professional development 

may skew their understanding of staff development. 

2. Teachers surveyed do not represent all grade levels, 

pre-kindergarten through Grade 12. Only those teachers in 

Grades 1 through 10 were surveyed. Teachers in other grade 



23 

levels may respond differently to the survey than those 

teaching Grades 1 through 10. 

3. The number of teachers at the high school level was 

limited and therefore, may not represent the entire high 

school population of staff in that district. 

4. The rural Arizona teachers' perceptions may not be 

generalizeable to urban or suburban teachers in Arizona. 

5. The rural Arizona teachers' may not be generalizable 

to teachers in other states. 

Definition of Terms 

APE. Arizona Department of Education 

AIMS. Arizona Instrument for Measuring Standards. 

Criterion referenced tests which will measure student 

performance on the language arts (reading and writing) and 
math standards. 

ARIZONA ACADEMIC STANDARDS. Nine academic standards that 

define the expectations for the education of Arizona 

children. 

ASAP. Arizona Student Assessment Program 

LEADERSHIP. The administration in a particular school 

and/or district that facilitates change either positively 

or negatively in the culture of the organization. 
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PROFESSIONAL DEVELOPMENT. Training to help teachers form a 

common understanding of what student work is analogous to 

the standards and what progreims are tied to improvements in 
particular types of student performance. 

STANDARDS-BASED CURRICULUM. A curriculum framework that is 

written in the form of learning standards identifying what 
the student should know and be able to do. 

STANDARDS-BASED INTITIATIVE. Movement that suggested 

setting high standards for all children and doing whatever 

was necessary to make sure that all students had an 

opportunity to achieve them. 

STANDARDS MOVEMENT. Referring to the movement driven by 

the release of Nation at Risk (National Commission on 
?Excellence in Education, 1983). Host states engaged in 

developing standards to identify what students should know 

and be able to do by specific grade spans. 

TRADITIONAL PRACTICE. Select a topic, design 

instructional activities, administer an assessment, grade 

and move on to new topic. 

Organization of the Study 

Chapter 1 included the background information and 

recognized need for the study. The statement of the 

problem, purpose of the study, research questions, 

hypotheses, assumptions, limitations, and definitions of 

key terms were also provided. Included in Chapter 2 is a 

comprehensive review of related research on standards-based 
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initiatives, Arizona standards-based reform, professional 

development, and leadership influences. Chapter 3 

investigates research design and methodology, including 

specifics about population and sample, data collection, 

instrumentation, and data analysis. Chapter 4 includes the 

results and statistical analysis, and Chapter 5 summarizes 

the findings, conclusions, implications for the field, and 

recommendations for further study. 
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CHAPTER 2 

REVIEW OF RELATED LITERATURE 

Introduction 

A medieval curse, uttered as a final level of pique 

and condemnation, resounded, "May you have to teach other 

people's children!" (unknown). Teaching other people's 

children has become an extraordinarily difficult occupation 

made no easier by "other people" who hold little confidence 

in what teachers do. 

The message is pretty clear: teachers are encountering 

times probably more difficult than any period in 
American history. Probably nothing within a school 

has more impact upon students in terms of skill 
development, self-confidence, or classroom behavior 
than the personal and professional growth of their 

teachers. When teachers examine, question, reflect on 

their own ideas and develop new practices that lead 

towards their ideals, students are alive. When 

teachers stop growing so do their students. (Unknown) 

This chapter reviews the literature that has been 

reported on standards-based reform, professional 

development, and building level leadership and the impact 

these have on teachers' efforts to teach the curriculum 

standards in Arizona. 
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At the start of the 21"*^ century, teacher preparation 

and training continue to present challenges in the United 

States, with new trends emerging. The wave of educational 

reform started in 1983 with the publication: A Nation at 

Risk, a report issued by the National Commission on 

Excellence in Education. The release of this report 

brought higher expectations for students and teachers to 

the forefront (Pipho, 2000). The report mobilized public 

support for reforms that increased public inputs and raised 

standards in an effort to encourage schools and students to 

redouble their efforts (Goodlad & Keating, 1990; Smith & 

O'Day, 1990). The National Commission on Teaching (1983) 

emphasizes the critical importance of well-prepared 

teachers and well-designed schools to the achievement of 

higher standards. 

The History of Standards-Based Initiatives 

According to Sergiovanni (2000), no movement in recent 

history has greater potential for improving teaching and 

learning than the push for rigorous and authentic standards 
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linked to quality assessments. Today's standards advocates 

care about schools, want to do something constructive to 

help, and are onto something important by supporting them. 

An important question to ask is when did standards become a 

way of life for so many states and so many schools? 

In 1992, Albert Shanker, then president of the 

American Federation of Teachers (AFT), urged states to 

learn from other high achieving countries and set high 

standards for all children. This report was in response to 

national concerns that students in America were not 

learning enough to compete in a global economy, that there 

was an intolerable gap between the achievement of whites 

and blacks, and that the nation needed to do what was 

necessary to make sure that all students had an opportunity 

to achieve. At that time, it was controversial to insist 

that all students should be held to high standards. Shanker 

persisted with his view, and since that time, standards-

based reform has become part of the American reform 

landscape. The concept behind standards-based reform is to 

set clear standards for what we want students to learn and 
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to use those academic standards to drive other changes in 

the system—e.g., curriculum, assessment, and professional 

development. Historically, states and districts have not 

organized curriculum around a clearly defined set of 

expectations, nor have they developed assessment systems 

that measure whether students are meeting rigorous, 

publicly available standards (Lee, 1996). 

The result, not surprisingly, is that students have 

been learning different things from school to school, 

district to district, and state to state. Expectations for 

students have been highly variable and often not high 

enough. Some children get exposed to rigorous courses, 

while others do not. Many students are passed from grade 

to grade regardless of how much they learn, and many 

graduates are unprepared for work or postsecondary 

education (Shanker, 1992). 

Without a system of standards, the negative effects of 

student mobility are compounded. Twenty percent of 

students change schools each year, and in low-income 

neighborhoods, the rates are much higher (Shanker, 1992). 
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With no common standards in place, highly mobile students 

arrive in their classrooms far behind or ahead of their 

classmates. 

Another consequence of this lack of clear standards is 

that components of the system, which should be well-aligned 

and working together—curriculum, assessment, teacher 

education, and professional development—are largely 

disconnected. Many of the tests students take during the 

course of their school careers are not tied to the 

curriculum they are studying. In addition, most 

professional development programs for teachers and other 

school staff lack focus and a clear connection to the 

standards and curriculum (Educational Policy Brief, 1999). 

The intent of the standards movement is to change the 

aforementioned situations. With clear and rigorous 

standards to guide them, educators and other stakeholders 

can focus their energies and resources on improving the 

academic performance of students. Sound standards-based 

educational systems can help guarantee that all children, 

regardless of background or neighborhood, will be exposed 
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to rigorous academic curriculum throughout their 

educational careers. Such systems hold students to much 

higher standards than they have been expected to meet in 

the past and ensure that the standards and curriculum will 

be common across schools and districts, reducing the 

problems of low expectations for disadvantaged students and 

ameliorating the impact of student mobility. States and 

districts can help all students reach the standards by 

making the necessary resources and assistance available to 

students in danger of failing (Educational Policy Briefs, 

1999). 

Since 1998, 38 states have developed new or revised 

standards or created additional documents that clarify 

standards. Arizona is one of 22 states that have standards 

that are clear and specific enough to meet the American 

Federation of Teachers' criteria (Peter D. Hart Research 

Associates, 1999). 

Although standards in many states still need further 

clarification and rigor, virtually all states have aligned 

or plan soon to align their state-testing program with 
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standards efforts. In 1995, 33 states reported to have 

aligned tests; today it is true for 49, all but Iowa (Peter 

D. Hart Research Associates, 1999). 

Through test items, scoring rubrics, and student work 

samples, 26 states, including Arizona, describe the level 

of mastery students must demonstrate to meet the state 

standards (Shanker, 1992). Documents that show the level 

of work expected on the state assessments give students, 

teachers, and parents valuable insight into the state's 

expectations for student performance and mastery of the 

standards. Such documents are also useful in guiding 

professional development. 

Standards-based reform is clearly taking hold. There 

has been considerable positive movement in only a short 

period of time, but much more needs to be done. The 

standards-based movement in America is on solid footing and 

is slowly but surely changing the way we think of teaching 

and learning in America's classrooms. Nearly three-fourths 

of teachers who had worked with standards for at least six 
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years said the standards have had a positive impact on 

their school (Educational Policy Briefs, 1999). 

El Rancho Unified School District has designed a table 

to illustrate this point, (http;//www.erusd.kl2.ca.us/) 

Table 1 

Traditional Practice versus Standards-Based Practice 

Traditional Practice standards-Based Practice 

Select a topic from the Select standards from among 

curriculum those students need to know 

Design instructional 

activities 

Design an assessment through 

which students will have an 
opportunity to demonstrate 

those things 

Design and give 

an Assessment 

Decide what learning 
opportunities students will 
need to learn those things 

Give grade or feedback Plan instructional 

opportunities to ensure that 
each student had adequate 

opportunities to learn 

Move onto new topic Use data from assessment to 

give feedback, reteach 

http://www.erusd.kl2.ca.us/
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A 1994 poll by Public Agenda, a survey research firm 

in New York, found that 82% of the parents polled were in 

favor of high standards for all students, and a 1999 poll 

by the Albert Shanker Institute reported that almost three 

out of four teachers nationwide and more than nine out of 

10 principals favored the push to raise standards to 

improve achievement (Shanker, 1992). Arizona began to 

follow suit. 

At a news conference on January 21, 1995, newly 

elected superintendent of public instruction Lisa Graham 

Keegan announced the suspension of one element of the 

Arizona Student Assessment Program (ASAP) a mere two weeks 

before it was to be administered to thousands of students 

throughout the state. Serious problems of reliability and 

validity threatened Form D (the on-demand or "audit" form 

of the state assessment program), the performance test her 

predecessor had put into place and described as the cutting 

edge of state-mandated assessments (Smith, Heinecke, & 

Noble, 1998). At a second news conference eight weeks 
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later, she declared that more serious issues underlying 

ASAP had come to light, necessitating wholesale changes in 

state assessment policy, eventually resulting in an 

"Academic Summit" to write new state standards, new 

legislation and regulations, new tests and new forms of 

accountability (Smith, et.al, 1998). 

An Academic Summit took place in October 1995 with 

nine design teams, one team for each of the nine content 

areas for which standards were to be developed. The summit 

organization bore the marks of two groups: a set of 

consultants from Doyle Associates (a conservative think 

tank) and trainers and facilitators from Keegan's corporate 

partners. Each of the nine design teams was comprised of 

consultants plus one or more facilitators. Their charge 

was to write a three page list of clear, measurable 

standards, present them to other teams, get reactions 

during public hearings in December; and write a final draft 

to present to the Arizona State Board of Education at its 

January 1996 meeting. The Board would then approve the 

standards and issue a request for proposals to test 
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publishers. The winning bidder would then construct pilot 

assessments to be administered in March of 1996 (Smith, et. 

al, 1998). That was the plan. 

In December, after the nine draft standards documents 

had been distributed, 11 public hearings were conducted. 

Arizona Department of Education staff ran the meetings, 

sometimes including the Superintendent for Public 

Instruction and Arizona State Board of Education members as 

well as the design team participants. During the months 

after the summit when the team members, Arizona Department 

of Education staff, and Arizona State Board of Education 

members were occupied with exchanging drafts and moderating 

their positions, the governor and key Republican 

legislators were also working on their own versions of 

assessment policy. 

House Bill 2417 (1996), after considerable give and 

take about how much testing there should be, finally 

emerged. It required Essential Skills testing in at least 

four grades, norm-referenced tests in four grades, and 

competency tests to determine high school graduation. 
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Several versions of the bill passed privately among the 

political actors with virtually no public scrutiny or 

commentary. When the bill passed both the education 

committees and the full legislative bodies, it happened 

without public hearing (Smith, et. al, 1998). 

Arizona State Board versus the Legislature became the 

hotter political issue in 1998. The Arizona School 

Assessment Progreim was replaced by AIMS, Arizona's 

Instrument for Measuring Standards, and the districts in 

Arizona were required to align curriculum, teach the 

standards to students based on this alignment, and students 

in Grades 3, 5, 8, and 10 were assessed on these standards 

for the first time in the Spring of 1999. Students did not 

do well overall in the state especially on the high school 

mathematics portion. A furor arose, and numerous Town Hall 

Meetings were held all over the state to gather input from 

constituents. After much debate and soul searching, the 

following changes were announced on November 27, 2000, and 

the State Board of Education acted on the following: 
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1. Approved a motion to suspend the requirement to pass 

AIMS in a specified content area (reading, writing or 

mathematics) to earn a high school diploma for special 

education high school students whose Individual Education 

Plans (lEPs) specify out-of-level testing in that area. 

2. Approved the suspension of the requirement to pass 

AIMS as a condition for high school graduation applies only 

to the content area, which is administered out-of-level. 

3. Approved the continuation of the administration of out 

of-level tests to high school students, if specified in the 

lEP in the spring of each year; and the placement of the 

highest scores of the out-of-level tests on the students' 

transcripts at the eighth semester. 

4. Approved suspending future fall testing for special 

education high school students whose lEPs specify out-of-

level testing. Grades 3, 5 and 8 AIMS tests are not 
available for retesting in the fall. 

5. Approved requiring high school special education 
students who test on level to meet the performance 
requirements as stated in their lEPs in order to qualify 

for a high school diploma. Performance levels specified in 

the lEPs for students who are testing on level must be 

"Approaches the Standard" or above. On-level special 

education students will have five opportunities to take 

AIMS and are required to pass AIMS as specified by their 

lEPs. (The cohort/classes of 2002 and 2003 must pass 
reading and writing. The cohort/class 2004 must pass 

reading, writing and mathematics.) 

6. Approved a motion to exempt students in the cohort of 

2002 from the state Board-approved requirement to pass AIMS 

who are planning to graduate at the conclusion of their 

fifth semester or by the completion of the spring 2001 

semester. 
7. Approved a motion to allow two ways in which a high 

school student can pass the writing portion of AIMS. The 

first way is that a student scores 500 or above, i.e. 

"Meets the Standard" or "Exceeds the Standard" on the 

overall AIMS writing test. The second way is that a student 

scores a "4" or above on the two-page essay and scores 
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within the "Approaches the Standard" category for the 

overall writing portion of AIMS. 

8. Approved a plan to gather input from districts to 

assist the Board with the establishment of a date when AIMS 

will be effective as a graduation requirement. The Academic 

Standards and Accountability Division of the Arizona 

E)epartment of Education will develop and distribute a 

questionnaire; and collect input regarding suggestions for 

a timeline when AIMS should be effective as a graduation 

requirement. The questionnaire will be distributed to all 
district superintendents, charter holders, principals, 
charter school directors and educational organizations. 

The Arizona Department of Education urges district and 

schools to work with communities to reach consensus. 

http; / /Ade. state. az. us /certif ication/brules. htm. 

Six months later another monumental change occurred 

that would change the reform efforts taking place in 

Arizona. In May 2001, Lisa Graham Keegan announced her 

resignation from her elected post as the Superintendent of 

Public Instruction, and the Governor appointed Jaime Molera 

as her successor. 

Another new development from the State Board of 

Education was announced addressing the concerns AIMS had 

raised. On August 27, 2001 the State Board of Education 

acted on the following; 

Approved a motion making the cohort of 2006 the first 

high school class required to pass the reading, 

writing, and mathematics portions of AIMS to earn a 
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high school diploma. Students who are members of the 

cohort of 2002 and 2004 will NOT be required to 

achieve "Meets the Standard" on the reading and 

writing (2002) and mathematics (2004) portions of AIMS 

to earn a high school diploma. The Department of 

Education has proposed an AIMS equivalent 

demonstration, but the Board has not taken official 

action on this issue. 

http; / /Ade. state. az. us /certif ication/brules. htm. 

The Arizona Department of Education standards progrcun 

description follows: 

This program provides for the collection and reporting 

of statewide student achievement data through 

administration of both a nationally standardized, 

norm-referenced achievement test and a test of the 
Arizona Academic Standards, developed in conjunction 
with Arizona educators. Information on student 
achievement and other measures of school 
accountability are collected, analyzed and 
disseminated to educators, policy makers and the 

public through the annual publication of the School 

Report Cards and various other information products. 

http;//Ade.state.az.us/certification/brules.htm. 

Arizona did not provide enough training for the education 

community to implement the standards prior to assessing 

them. The expectation from the Arizona Department of 

Education was that the standards would be implemented and 

children in every school district in Arizona would be 

expected to pass these standards within one and one-half 
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years. Teachers needed more time and professional 

development opportunities to prepare in order to fully 

prepare students in the classroom. 

Teachers need professional development to assist them 

in delivering standards-based instruction. In particular, 

training must take place to help teachers form a common 

understanding of how to best prepare students to meet the 

standards. Although data have not been collected on state 

efforts in support of professional development, it is known 

that teachers do not always feel prepared to teach these 

standards. Sustained improvements in schools will not 

occur without changes in the quality of learning 

experiences on the part of those who run the schools 

(Fullan, 1991, p. 344). 

Professional Development 

According to Darling-Hammond and Lowenberg-Ball 

(1997), studies have discovered again and again that 

teacher expertise is the most important factor in 

determining student achievement, followed by the smaller 
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but consistently positive influences of small schools and 

small class sizes. Teachers who know a lot about teaching 

and learning and who work in environments that allow them 

to know students well are the critical elements of 

successful learning (Darling-Hammond, 1997). 

Gall and Renchler (1985) reported that "Research shows 

the most effective staff development progreuns are designed 

for school improvement rather than for staff personal 

professional improvement" (p. vii). A considerable body of 

research which examines the characteristics of effective 

staff development progreims now exists (Simmons & Schuette, 

1988; Sparks & Loucks-Horsely, 1989). This research base 

includes teacher inservice experiments; basic skills 

instruction experiments; teacher effects research; 

implementation research; descriptive research on teachers' 

preferences and attitudes; and research on teacher 

expectations, principals, and achievement testing (Gall & 

Renchler, 1985). These studies show that there are 

identifiable characteristics which contribute to the 

success of staff development programs. 
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Generally, the desired outcome of staff development is 

one of the following: 

1. Information transfer: Participants receive 

information about new approaches, techniques, requirements, 

etc. 

2. Skill acquisition: Participants are taught a 

particular way to do something. 

3. Behavior change: New information and/or skills are 

taught with the expectation that participants will apply 

the new learning and change their behaviors. (Korinek, 

Schmid & McAdams, 1985). 

Of the three, the longest-lasting effects are derived 

from the behavior-change type of staff development. "The 

learner is a person who wants something; the learner is a 

person who notices something; the learner is a person who 

does something; the learner is a person who gets something" 

(Kidd, 1975, p. 29). 

Staff development programs focus on teachers and/or 

administrators, a population of adult learners with 

specialized experiences and needs. Simmons and Schuette 
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(1988) suggested that the current paradigm for teachers is 

that of teacher as reflective practitioner, "one who makes 

instructional decisions consciously and tentatively, 

critically considers a full range of pertinent contextual 

and pedagogical factors, actively seeks evidence about the 

results, and continues to modify these decisions as the 

situation warrants" (p. 20). 

Exploring this population as a whole, Fullan, Bennett, 

and Rolheiser-Bennett (1990) examined what they called 

teachers-as-learners, a group including all professional 

educators. 

For many decades the United States education system 

has tried to improve student achievement by tinkering 

with various levers in the great machinery of 

schooling; new management schemes, curriculum 

packages, testing policies, centralization 

initiatives, decentralization initiatives, and a wide 

array of regulations and special programs have been 

tried all with the same effect. 

Reforms, we have learned over and over again, are 

rendered effective or ineffective by the knowledge, skills, 

and commitments of those in schools, without know-how and 

buy-in, innovations do not succeed. Neither can they 
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succeed without appropriate supports, including such 

resources as materials, time and opportunities to learn 

(Fullan, 1982, pp. 3-25). 

Measures of teachers' education, certification, 

knowledge, and experience have most often been the primary 

sources of large-scale data on teacher expertise. In an 

analysis of the most extensive database since the Coleman 

study, Ronald Ferguson (1991) found that teachers' 

expertise (as measured by teacher education, scores on 

licensing examination, and experience) accounted for far 

more variation in students' achievement than any other 

factor (about 40% of the total). The effects were so strong 

and the variations were so great that the large disparities 

in achievement between black and white students were almost 

entirely accounted for by differences in the qualifications 

of their teachers. Small schools and lower pupil-teacher 

ratios made an additional contribution to student 

achievement. In combination, well-prepared teachers 

working in personalized environments contributed as much to 

student outcomes as socioeconomic factors. 
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Ferguson's (1991) findings closely mirrored those of a 

more recent review of 60 studies by Greenwood, Hedges, and 

Laine (1996), which found that teacher education, ability, 

and experience, along with small schools and lower teacher 

pupil ratios, were associated with significant increases in 

student achievement. In their estimate of the achievement 

gains associated with various uses of funds, additional 

spending on teacher education outweighed other variables as 

the most productive investment for schools. 

Many other studies have come to similar conclusions. 

For example, a study of high and low-achieving schools in 

New York City with similar student populations found that 

differences in teacher qualifications accounted for more 

than 90% of the variation in student achievement in reading 

and mathematics at all grade levels tested (Thomas, Clay, 

Domanico, Bruno, & Allen, 1989). According to Sanders and 

Rivers (1996), a Tennessee study of the effects of teachers 

on student learning found that elementary school students 

who were assigned to ineffective teachers for three years 

in a row scored 50 percentile points lower on achievement 
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tests than those assigned to the most effective teachers 

over the same period of time. 

Another body of research confirmed that teacher 

knowledge of subject matter, student learning and 

development, and teacher methods were all-important 

elements of teacher effectiveness. Teacher education, as it 

turns out, matters a great deal. In fields ranging from 

mathematics and science to early childhood, elementary, 

vocational, and gifted education, teachers who were fully 

prepared and certified in both their discipline and in 

education were more highly rated and are more successful 

with students than teachers without preparation, and those 

with greater training were found to be more effective than 

those with less (Darling-Hammond & Lowenberg-Ball, 1997). 

In science, a review of 65 studies found that 

teachers' effectiveness depended on the amount and kind of 

teacher education and disciplinary training they have had 

and on the professional development opportunities they 

experienced later in their career (Druva & Anderson, 1983). 

In mathematics, another review found that the extent of 
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teachers' preparation in mathematics methods, curriculum, 

and teaching is as important in predicting effectiveness as 

was preparation in mathematics itself (Begle, 1979). 

Understandably, students who studied with fully certified 

teachers experienced significantly greater gains in 

achievement than those taught by unlicensed or out-of-field 

teachers (Hawk, Coble, & Swanson, 1985). 

According to Darling-Hammond and Lowenberg-Ball, 

(1997), it has been documented that the qualifications of 

students' teachers were also among the correlates of 

reading achievement: Students of fully certified teachers 

and of teachers with higher levels of education did better. 

Furthermore, these teachers were more likely to have had 

professional coursework that allowed them to use the 

literature-based and/or writing-based approaches to 

teaching reading and writing that stimulate the higher-

level performance skills associated with stronger 

achievement. Teachers who have spent more time studying 

teaching were more effective overall and strikingly so for 
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developing higher order thinking skills and for meeting the 

needs of diverse students (Darling-Hcunmond, 1997). 

What do we know about teacher learning that might help 

the improvement of professional development? Recent years 

have seen new attention to problems of teacher education 

and teacher learning, yielding an increasing knowledge base 

useful for the design of better opportunities for teachers' 

ongoing learning. According to research done by Ball and 

Cohen (1995), five premises are especially pertinent to the 

improvement of teachers' opportunities to learn: 1. What 

teachers bring to learning to teach, their prior beliefs 

and experiences affects what they learn. Increasingly, 

teachers' own histories, personal and professional, are 

thought to play an important role in what they learn from 

professional development experiences; 2. Learning to teach 

to the new standards takes time and is not easy. Changes 

do not happen overnight or simply by deciding to teach 

differently. Teachers face making changes in deeply held 

notions about learning and knowledge, reconsidering their 

assumptions about students, and developing new ways of 
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teaching, as well as assessing their work. 3. Content 

knowledge is key to learning to teach content so students 

understand it. Teachers' effectiveness depends on what 

teachers understand about the material at hand and about 

the discipline more broadly. 4. Knowledge of children and 

their ideas and ways of thinking is crucial to teaching for 

understanding. Knowing how to link students and their 

curricular goals for which schools are responsible depends 

on insight into learners, what interests them, what they 

bring to learning a particular skill or idea, and how they 

learn. 5. Opportunities for analysis and reflection are 

central to learning to teach. Teachers need time, space, 

and encouragement to reflect in ways that facilitate their 

learning by talking with others, keeping a journal and by 

engaging in research. 

Effective staff development programs should take into 

account the nature of adult learners and the need for 

making learning accessible to them. Smith (1982) suggested 

that there are six optimum conditions for learning and that 

adults learn best when these six conditions are met: 



51 

1. They feel the need to learn and have input into 

what, why, and how they will learn. 

2. Learning's content and processes bear a perceived 

and meaningful relationship to past experience, and 

experience is effectively utilized as a resource for 

learning. 

3. What is to be learned relates optimally to the 

individual's developmental changes and life tasks. 

4. The amount of autonomy exercised by the learner is 

congruent with that required by the mode or method used. 

5. They learn in a climate that minimizes anxiety and 

encourages freedom to experiment. 

6. Their learning styles are taken into account, 

(pp. 47-49). 

Lanier and Little (1986) cautioned against the use of 

external motivation in the form of cash incentives, citing 

several studies in which paying teachers and/or 

administrators to participate was efficient in attracting 

them to professional development activities, but it was 

inversely related to the classroom implementation of the 
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recommended practice based on Hershey's (1972), 

Motivational Theory. Simmons and Schuette (1988) suggested 

that the current paradigm for teachers was that of teacher 

as reflective practitioner, "one who makes instructional 

decisions consciously and tentatively, critically considers 

a full range of pertinent contextual and pedagogical 

factors, actively seeks evidence about the results and 

continues to modify these decisions as the situation 

warrants" (p. 20). Lanier and Little (1986) noted that 

staff development programs also served teachers as 

individual members of a profession, adding knowledge, 

skills, and intellectual vigor to professional life; 

satisfying bureaucratic and career advancement purposes; 

and involving teachers as responsible members of an 

institution. 

Sparks and Loucks-Horsely (1990), in their extensive 

review of the research suggested that five types of staff 

development models be used for teachers: 

1. Individually guided staff development: Individuals 
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identify, plan and pursue activities they believe will 

support their own learning. 

2. Observation/assessment: Teachers are observed directly 

and given objective data and feedback about their classroom 

performance. 

3. Involvement in a development/improvement process; 

Teachers develop curriculum, design programs, or become 

involved in school improvement processes to solve general 

or specific problems. 

4. Training: Teachers engage in individual or group 

instruction in which they acquire knowledge or skills. 

5. Inquiry: Teachers identify and collect data in an 

area of interest, analyze and interpret the data, and apply 

their findings to their own practice, (p. 540) 

Of these five models, the most widely used and 

researched is training. Sparks and Loucks-Horsely (1990) 

cited a number of studies in which training programs had 

been tied to improvements in particular types of student 

performance, underscoring the appropriateness of this 

approach to staff development. Gage (1984) reported that 
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in eight: of nine experimental studies, "Inservice education 

was fairly effective, not with all teachers and not with 

all teaching practices, but effective enough to change 

teachers and improve student achievement, or attitudes or 

behavior" (p. 92). Fullan et. al.(1990) suggested that the 

inquiry approach would become more widely used as the 

teacher-as-learner/teacher-as-reflective-practitioner 

paradigm takes hold. 

Programs are planned in response to assessed needs of 

the participants, and content matches the current 

developmental level of participants (Wood, Thompson & 

Russell, 1981; Griffin 1982). Professional development 

focuses on job or progrcun related tasks faced by teachers 

(Fullan 1982; Purkey & Smith 1983). Professional 

development content is concrete and aimed at developing 

specific skills rather than just introducing new concepts. 

The theoretical basis or rationale is part of the content 

about the new skills (Berman & McLaughlin, 1975; Joyce & 

Showers, 1980). Content is research based and is tied to 

student performance (Gall & Renchler 1985; Sparks 1983). 
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The use of new behaviors is made very clear, and 

applicability to individual's home situations is understood 

(Orlich 1984; Sparks 1983). There are clear and specific 

goals and objectives related to Griffin 1982; Orlich 1984; 

implementation (Wood et al., 1981). Overall, content staff 

development programs reflect clear progrcun goals and 

operational objectives defining what participants will 

learn and how they will be able to use new learning. 

Content builds on teachers' prior experience clearly 

related to their situations and prepares them to apply what 

they have learned. Research support for the selected 

program content is clear, providing the rationale for 

applications. Both knowledge (the understanding of 

background and concepts) and skills (the ability to put 

knowledge into operation) are included in the program. 

Districts, schools, administrators, and teachers 

initiate, select, and pursue staff development programs to 

improve teacher and administrator knowledge and skills and 

contribute to improving schools. Researchers have 

identified aspects of organizations that, by supporting 
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Staff development, can support school improvement efforts, 

and a number of them address the issue of the collaborative 

culture in schools, a schoolwide expectation that teachers 

work and learn together to improve the school (Deal & 

Peterson, 1991). 

Staff development represents a change within the 

organization, and information about support at the 

organizational level for the change effort is important. 

Miles (1983) explored the stages of change wherein an 

innovation is begun, often through a staff development 

program, put into place in classrooms and eventually 

becomes a part of the way the school does business. 

Although initial enthusiasm about and skill in using the 

innovation are important, they do not alone lead to 

institutionalization. The group using the innovation must 

grow to stabilize it, and staff changes could jeopardize 

its continued use. Administrator support is crucial: 

"Making clear cut changes in an organizational structure, 

rules and procedure seems essential both to stabilize the 

innovation and to buffer against turnover" (p. 19). 
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Neither training alone nor training followed by 

implementation were sufficient conditions for change. 

These particular belief and attitude changes occurred only 

when training and implementation were combined with 

evidence of improved student learning (Guskey, 1985). It 

is widely assumed that the improvement of teacher practice 

results in improved student performance. Although there are 

few careful studies examining the important connection 

between staff development programs and improved student 

performance, a small group of studies (Gage 1984; Sparks & 

Loucks-Horsely 1990) do indicate that staff development 

programs can have a positive effect on student performance. 

Joyce et al. (1989) found that a particular staff 

development approach, given time and support for full 

implementation, had direct and dramatic effects on student 

performance. Further studies such as this one are needed 

to support what is generally believed to be true, staff 

development can and does have an impact on student 

performance. As Fullan (1991) noted, "The ultimate goal is 

changing the culture of learning for both adults and 
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students so that engagement and betterment is a way of life 

in schools" (p. 20). 

The National Staff Development Council (NSDC, 2001) 

states that although standards for student learning are 

controversial these days, the NSDC believes standards for 

staff development provide an important benchmark against 

which school systems and schools can compare the current 

staff development efforts and make plans for improving 

them. The Council has learned in the past few years that 

standards strengthen the link between student achievement 

and the professional learning of teachers and principals. 

This researcher's study on the progress of classroom 

teachers to teach the curriculum standards in Arizona over 

the last five years investigated similar issues as those 

discussed in the research on standards. For example, data 

on teachers' efforts to change the way they are teaching 

were collected and correlated to the time provided to work 

with curriculum standards in order to gain an understanding 

of their core knowledge through professional opportunities 

provided. The survey contained questions that asked 
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Arizona teachers whether texts and classroom resources 

aligned with the curriculum standards were made available 

to them in their efforts to move from a traditional 

instructional approach to one that was student-centered. 

This research provided information about how teachers have 

changed their classroom practices to teach the curriculum 

standards. For example, the use of open-ended questions in 

the classroom was explored. 

No studies concerning the amount of training and 

professional development offered to Arizona's teachers 

concerning the Arizona Academic Standards were readily 

available. This study explored the amount and kind of 

professional development offered teachers in the two school 

districts surveyed. Other areas addressed in the studies 

on professional and staff development included the 

following: What role did the building administrators play 

in leading the schools through the process of teaching the 

curriculum standards n the classroom? Were teachers part 

of the design process identified to teach the curriculum 

standards to their students? Did they work together 
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collaboratively to develop clear outcomes for their 

students on the local level? These questions require 

further investigation to develop a more complete 

understanding of teachers' efforts to teach the Arizona 

Academic Standards. Many of these questions were part of 

this researcher's study. 

Other areas also require further research include: 

What factors have had an impact on the efforts to teach the 

curriculum standards other than the state testing program? 

Do the teachers have a clear understanding of the standards 

and performance objectives targeted by the state-testing 

program? What professional development is offered to 

teachers to help them accomplish the necessary changes to 

move toward performance-based tasks and assessments in 

their classrooms? What is the quality of the professional 

development that has been offered to teachers as they work 

through the mandates identified? Have the professional 

development opportunities had an impact on classroom 

teachers' practices? What role do school leaders play in 

supporting the staff to effectively teach the Arizona 
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academic standards and performance objectives? 

Additionally, the study contained questions that asked 

about the effectiveness of outside resources such as 

inservice training, conferences, and workshops. 

Leadership Influences 

According to Leithwood and Jantzi (1999), leadership 

was conceptualized as an influence process (Yukl, 1989) 

that depends on a person's behavior being recognized as, 

and acknowledged as, leadership by others who thereby cast 

themselves into the role of followers consenting to be led 

(Greenfield, 1995). From this perspective, leadership is 

"the process of being perceived as a leader" (Maher, 1993, 

p. 11) through the social construction of meaning on the 

part of the followers. 

To influence the practices of their colleagues, 

therefore, school leaders must influence the system of 

shared norms, values, and beliefs that shape their 

colleagues' interpretations of events. Some evidence has 

suggested that principals are able to do this (Deal & 
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Peterson, 1990; Leithwood & Jantzi, 1997) and that school 

cultures make a significant contribution to school effects 

(Scheerens & Bosker,1997). 

Current literature about instructional leadership 

falls into three broad areas. First, perspective models 

describe instructional leadership as the integration of the 

tasks of direct assistance to teachers, group development, 

staff development, curriculum development, and action 

research (Glickman, 1985); second, as a democratic, 

developmental, and transformational activity based on 

equality and growth (Gordon, 1997); and third, as an 

inquiry-oriented endeavor that encourages teacher voice. 

According to Blase and Blase (2000), "Effective 

principals 'hold up a mirror,' serve as 'another set of 

eyes' and are 'critical friends' who engage in thoughtful 

discourse with teachers." (p. 136). Their study focused on 

observed classroom behavior, was specific, expressed caring 

and interest, provided praise, established a problem-

solving orientation, responded to concerns about students. 
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and stressed the principal's availability for follow-up 

talk. 

Reform is not about protecting the privileges and 

prerogatives of the adults in the school. Reform is about 

students, all students, and increasing what they know and 

are able to do (Kidd, 1975). The priority must be 

improving principals' skills as leaders of whole-school 

reform and classroom instruction and improving teachers' 

knowledge of the content they teach and their effectiveness 

in engaging students in learning their content. 

In recent years, the restructuring of schools to 

empower teachers and to implement school-based shared 

decision making has resulted in a move away from 

bureaucratic control and toward professionalization of 

teaching (Louis, 1996). 

Despite such research, the relationships among 

instructional leadership, teaching, and even student 

achievement have not been adequately studied (Leithwood, 

Begley, & Cousins, 1990). Based on a review of the Journal 

of Curriculum and Supervision, Short (1995) called for more 
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research into the effects of leader behavior on teacher 

behavior, the relationship of instructional leadership to 

teaching, instructional leadership characteristics, and 

conditions necessary for effective instructional 

leadership. 

Blase and Blase's (2000) model of effective 

instructional leadership was derived directly from data; it 

consisted of the two major themes; talking with teachers to 

promote reflection and promoting professional growth. 

According to their data, effective principals valued 

dialogue that encouraged teachers to reflect critically on 

their learning and professional practice. This dialogue 

consisted of five primary talking strategies including: 

making suggestions (p. 132), giving feedback (p. 133), 

modeling (p. 134), using inquiry and soliciting advice and 

opinions (p. 135), and giving praise (p. 136). 

Principals made suggestions to teachers both during 

post-observation conferences and informally in day-to-day 

interactions. These suggestions were purposeful, 

appropriate, nonthreatening, and were characterized by 
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listening, sharing their experiences, using examples and 

demonstrations, giving teachers choice, contradicting 

outdated or destructive policies, encouraging risk taking, 

offering professional literature, recognizing teachers' 

strengths, and maintaining a focus on improving instruction 

(Blase & Blase, 1999). 

The effect of these behaviors was to enhance teachers' 

reflective behavior (e.g., using greater variety in 

teaching, responding to student diversity, planning more 

carefully, and taking more risks). Teachers reported 

positive effects on their motivation, satisfaction, self-

esteem, efficacy, sense of security, and feelings of 

support. (Blase & Blase, 1999) 

According to teachers, effective principals 

demonstrated teaching techniques in classrooms and during 

conferences; they also modeled positive interactions with 

students. These forms of modeling were viewed as 

impressive examples of instructional leadership that 

primarily yielded positive effects on teacher motivation as 

well as reflective behavior. 
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The Effective Instructional Leadership study (Blase & 

Blase, 1999) also found that effective principals often 

used an inquiry approach with teachers, and they frequently 

solicited the teachers' advice about instructional matters. 

Principals enhanced teacher motivation by giving them 

professional literature, encouraging them to attend 

workshops and conferences, and giving them praise. 

Effective instructional leadership is embedded in school 

culture; it is expected and routinely delivered. Their 

findings also emphasized that effective instructional 

leadership integrates collaboration, peer coaching, 

inquiry, collegial study groups, and reflective discussion 

into a holistic approach to promote professional dialog 

among educators. 

Two kinds of leadership from administration can help 

schools accelerate their learning curves and thus cope more 

successfully with the push for standards: 1. leadership 

that encourages and enables schools to be more adaptive to 

changes in their environments and 2. leadership that seeks 
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to change the environment itself. Richard Elmore (1995, p. 

366) expanded on this point by explaining that: 

Principals of [best] practice [related to teaching and 

learning] « have difficulty taking root in schools for 

essentially two reasons: (a) they require content 

knowledge and pedagogical skill that few teachers 

presently have, and (b) they challenge certain basic 

patterns in the organization of the schooling. 
Neither problem can be solved independently of the 

other, nor is teaching practice likely to change in 

the absence of solutions that operate simultaneously 

on both fronts. 

What Elmore (1995) argued for was an approach to 

educational change that at the same time focused on 

organizational conditions of the school as well as 

organizations of teaching and learning. The more the 

organization of the school remains the same the less likely 

there will be changes in classroom practice that directly 

and positively impact on student learning. The approach to 

school improvement that has been developed is directed at 

simultaneous change at both classroom and school levels. 

The research on effective schools confirms the 

importance in any improvement effort of ensuring strong 

links among the learning environment, teacher behavior in 
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the classroom, and the organizational dynamics of the 

school (Sparks & Loucks-Horsely, 1990). One of the main 

conditions that maintains school improvement efforts and 

represents the key management arrangements can be broadly 

stated as transformational leadership approaches. 

Evidences of good practice and the lessons of research 

suggest that school improvement strategies need to focus 

both on how to accelerate the progress and enhance the 

achievement of students as well as establishing effective 

management practices within the school. This approach is 

neither top-down nor bottom-up but a combination of both. 

Most school improvement strategies, it seems, tend to focus 

on either one or the other (Hargreaves, Lieberman, Fullan & 

Hopkins, 1998). 

Other influences that require further research include 

factors that have had an impact on the efforts to teach the 

Arizona standards other than state testing programs and the 

role building level administrators play in supporting the 

staff to teach the standards effectively? 
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Conclusion 

The literature review reported on standards-based 

reform, professional development, and leadership as they 

impact teachers' classroom practices. Each of these 

components has conclusive evidence that it can have a 

profound impact on teachers and their ability to teach. 

This study explored the progress of two school 

districts in Southern Arizona to teach the Arizona Academic 

Standards in reading, writing, and mathematics. Teachers' 

understanding of the standards, opportunities to attend 

high quality professional development workshops and/or 

conferences, and working with supportive school leaders 

were studied to examine whether these factors have had a 

significant impact of teachers' beliefs about teaching the 

Arizona Academic Standards. 

This study adds to the research on the continuing 

changes teachers have had to make in teaching the Arizona 

Academic Standards in the two school districts in Southern 

Arizona participating in this study. 
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CHAPTER 3 

RESEARCH, DESIGN, AND METHODOLOGY 

Problem and Purpose Overview 

The purpose of this study was to examine the impact 

the Arizona Academic Standards had made on teachers' 

instructional practices. The following question was 

explored: How have the Arizona Academic Standards impacted 

teachers' instructional practices in Grades 1 through 10? 

Each of the three Arizona Academic Standards in reading, 

writing, and mathematics identifies the content and skills 

students should know and be able to do, and they are 

written in the form of curriculum standards. Because these 

standards are mandated by the state, districts throughout 

the state are required to teach the Arizona Academic 

Standards and performance objectives to all students at all 

grade levels. Students in Grades 3, 5, 8, and 10 are 

assessed on their knowledge of those standards in the 

spring of each school year. 
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Research Questions 

1. How have teachers' beliefs about the quality of the 

Arizona Academic Standards impacted instructional 

practices in Grades 1 through 10? 

2. How have teachers' beliefs about the quality of the 

Arizona Academic Standards been impacted by professional 

development opportunities for the Arizona Academic 

Standards in Grades 1 through 10? 

3. Have professional development opportunities impacted 

teachers' perceptions about their instructional practices 

in teaching the Arizona Academic Standards in Grades 1 

through 10? 

4. How have teachers' beliefs about the quality of the 

Arizona Academic Standards been impacted by the eight 

school leadership influences in Grades 1 through 10? 

5. Have teachers' perceptions of their instructional 

practices in teaching the Arizona Academic Standards in 

Grades 1 through 10 been influenced by the eight school 

leadership influences? 

6. Have professional development opportunities to teach 



the Arizona Academic Standards in Grades 1 through 10 been 

impacted by the eight school leadership influences? 

Hypotheses 

The following hypotheses were tested in this study; 

Hoi- There is no statistically significant correlation 

between teachers' beliefs about the quality of 

the Arizona Academic Standards and the impact on 

the instructional practices in teaching the 

curriculum standards as measured by the Arizona 

Academic Standards Program Survey. 

Ho 2 .  There is no statistically significant correlation 

between the teachers' beliefs about the quality 

of the Arizona Academic Standards and 

professional development opportunities provided 

as measured by the Arizona Academic Standards 

Program Survey. 

H03. There is no statistically significant correlation 

between the instructional practices in teaching 

the Arizona Academic Standards in grades one 
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through 10 and professional development 

opportunities provided as measured by the Arizona 

Academic Standards Program Survey. 

H04. There is no statistically significant correlation 

between teachers' beliefs about the quality of 

the Arizona Academic Standards and the eight 

school leadership influences as measured by the 

Nature of the School Leadership Survey. 

H05. There is no statistically significant correlation 

between the instructional practices in teaching 

the Arizona Academic Standards in Grades 1 

through 10 and the eight school leadership 

influences as measured by the Nature of the 

School Leadership Survey. 

Hofi. There is no statistically significant correlation 

between the professional development 

opportunities provided in Grades 1 through 10 to 

teach the Arizona Academic Standards as measured 

by the Nature of the School Leadership Survey and 

the eight school leadership influences. 
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Population and Sample 

The population of this study was limited to two rural 

school districts in Southern Arizona selected by 

convenience sampling. One school district was pre-

kindergarten through eighth grade with one school. The 

other district was pre-kindergarten through high school and 

had five sites. The total population was approximately 

2,300 students. The socioeconomic levels varied from 92% 

free and reduced lunch in a K-5 school to 38% free and 

reduced lunch in the K-8 district. The decision to 

participate was made by the district superintendents and 

building-level principals. Teachers in Grades 1 through 10 

were chosen because they were responsible for teaching the 

Arizona Academic Standards in reading, writing, and 

mathematics to all children in those grade levels so all 

children had the opportunity to learn the standards. In 

addition, the students in Grades 3, 5, 8 and 10 were given 

the Arizona Instrument for Measuring Standards assessment 

in the spring of each year. 
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The sample consisted of teachers in grades one through 

10 who were currently teaching the Arizona Academic 

Standards. The respondents were certified teachers whose 

current teaching assignments were in the following grade 

levels: Primary Grades 1 and 2, Intermediate Grades 3 

through 5, Middle School Grades 6 through 8, and High 

School Grades 9 and 10. 

The researcher made a presentation explaining the 

purpose of the survey and its relevance to the dissertation 

topic with each school's principal. The surveys were 

distributed to each school with a cover letter stating the 

purpose of the survey and another letter assuring 

confidentiality and anonymity, volunteers were asked to 

complete the survey in their building during a scheduled 

staff meeting. To protect respondents from any reprisal 

for choosing not to participate in the study, a proctor 

with no supervisory role over the respondents was chosen to 

administer the survey. The proctor collected the surveys 

as they were completed, and the researcher collected them 

from the proctor. 
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Instrumentation 

The Arizona Academic Standards Program Survey 

instrument is a modified version of an instrument used by 

Dr. Dale Hanley (2000) to evaluate the Massachusetts 

Frameworks Program. The only modification was a 

substitution of wording deleting The Massachusetts 

Frameworks and replacing it with the Arizona Academic 

Standards. This was consistent throughout the survey. 

Permission was obtained from Dr. Hanley to use a revised 

survey instrument (see Appendix C). 

This survey instrument is comprised of five 

sections; 

Section I: Beliefs About the Quality of the 

Arizona Academic Standards 

Section II: Implementation of the Arizona Academic 

Standards 

Section III: Conditions at the School that Support 

Curriculum Change 

Section IV: Sources Available to Assist in 

Implementing Reform Strategies 

Section V: Professional Development (see Appendix C) 
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This instrument has been tested for reliability. 

Reliability was measured using Cronbach's alpha estimate of 

internal consistency reliability of the subscales of the 

instrument. The subscale of the beliefs about the quality 

of the standards had a reliability estimate of .68. 

Impacts on instructional practices subscale had a 

reliability estimate of .90. Professional development 

opportunities subscale had a .96 reliability estimate. 

This instrument measured the respondents' opinions 

utilizing a Likert scale with ranges from one to four 

(Strongly disagree to strongly agree). 

Each variable of the present study was represented on 

The Arizona Academic Standards Program Survey by a series 

of three subscales. An example of the questions grouped by 

subscales appears in Table 2. 
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Table 2 

The Arizona Academic Standards Program Survey 

Subscales 
Dimension of 
Subscale 

Question 

Numbers 

Reliability; 

Cronbach's 

alpha 

Beliefs About 

the Quality 

of 

Arizona 

Academic 

Standards 

High Standards 1 ,  2, 1, 8  .68 

Impacts on 

Instructional 

Practices of 

the Arizona 

Academic 

Standards 

Methodology 

and 

instructional 
practices 

24, 25, 26, 

41 a-f 
,90 

Professional 

Development 

Opportunities 

Provided 

related to 

the Arizona 

Academic 

Standards 

Resources and 

training 
42 a-g 96 

The Nature of School Leadership Survey by Kenneth 

Leithwood and Doris Jantzi (1995) was used to investigate 

the effects of leadership influences on changing teachers' 
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classroom practices. Each variable was represented on the 

survey by a series of subscales. Permission was obtained 

from Dr. Kenneth Leithwood and Dr. Doris Jantzi to use the 

survey instrument (see Appendix C). 

The Nature of School Leadership Survey assesses eight 

areas of school leadership influences. These subscales 

consist of (1) develops a widely shared vision for the 

school, (2) builds a consensus about school goals and 

priorities, (3) holds high performance expectations, (4) 

models behavior, (5) provides individualized support, (6) 

provides intellectual stimulation, (7) strengthens school 

culture, and (8) builds collaborative structures (see 

Appendix G). 

This instrument measured the respondents' opinions 

utilizing a Likert scale with ranges from one to six 

(strongly agree to strongly disagree). 

This instrument has been tested for reliability. 

Reliability of The Nature of School Leadership Survey was 

estimated with Cronbach's alpha, (see Table 3) 
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Table 3 

The Nature of School Leadership Survey 

Subscales 

School Goals and Friori'ties 

Question Reliability: 

Numbers Cronbach's alpha 

Develops .89 

Shared Vision 

2 11 25 
Builds Consensus about ' . ' _ ' -80 

33r, 49 

9, 14, 26, 30 
Holds High Performance 

Expectations . 76 

Models 
„  ̂  .  4 ,  l O r ,  2 1 ,  2 7 ,  3 1 ,  
Behavior 

"  . 9 0  

Provides 

Individual Support 

Builds Collaborative 

Structures 

5 ,  1 5 , 2 8 r ,  3 2 ,  . 9 0  

3 9 r ,  4 3  

Provides Intellectual 6, 12, 17, 22, 29, 34, 

Stimulation 40 

Strengthens 7, 16, 20, 23, 35, 38, 

School Culture 41r, 46 

. 9 2  

. 9 0  

3 r ,  8 ,  1 8 ,  1 9 ,  3 6 r ,  4 2  . 8 6  
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Data Analysis 

Testing the Hypotheses 

The relationships between major questions of this study 

and specific questions listed previously were explored by 

correlating those areas using the Pearson-Product Moment 

correlation method. The Pearson-Product Moment correlation 

coefficient was utilized, and .05 and .01 levels of 

significance were established for all correlations. To 

describe the degree of relationships, a correlation 

coefficient of .50 represented a large effect size, a .30 

represented a medium effect size, and .10 represented a 

small effect size (Cohen, 1988). 

In Hoi' the relationship between the teachers' beliefs 

about the quality of the Arizona Academic Standards and the 

impact on their instructional practices was analyzed using 

the Pearson-Product Moment Correlation. 

In Ho 2 ,  the relationship between the teachers' beliefs 

about the quality of the Arizona Academic Standards and the 

professional development opportunities was examined using 

the Pearson-Product Moment Correlation. 
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In Ho 3 ,  the relationship between the teachers' 

professional development opportunities and their impacts on 

the instructional practices was examined using the Pearson-

Product Moment Correlation. 

In H(,4, the relationship between the teachers' beliefs 

about the quality of the Arizona Academic and the eight 

school leadership influences were investigated using the 

Pearson-Product Moment Correlation. 

In Ho 5 ,  the relationship between the teachers' 

perceptions of the impact on instructional practices and 

the eight school leadership influences were tested using 

the Pearson-Product Moment Correlation. 

In Hog, the relationship between the professional 

development opportunities provided and the eight school 

leadership influences were tested using the Pearson-Product 

Moment Correlation. 



83 

CHAPTER 4 

ANALYSIS OF THE DATA 

Introduction 

This chapter presents an analysis of the data 

collected on the two surveys administered to teachers in 

two school districts in Southern Arizona. The surveys 

included five sections: Beliefs about the Quality of the 

Arizona Academic Standards, Impacts on Instructional 

Practices, Professional Development, Leadership Influences 

and Description of the Participants. 

The purpose of this study was to measure the impact 

the Arizona Academic Standards have had on instructional 

practices in classrooms in two school districts in southern 

Arizona. 

Sample Description 

Ninety people participated in the survey. A total of 

88 respondents (98%) were full time certified teachers, and 

two (2%) were part-time certified teachers. Sixty-eight 
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teachers (86%) were female and 11 (14%) were male. Eleven 

people did not answer this question. 

The number of years the teachers had been in the 

educational system ranged from one to two years up to 19 or 

more years. The largest percentage of the teachers (23.3%) 

fell into the category of 19 or more years in the 

educational system, (see Table 4) 

Table 4 

Number of Years in the Educational System 

Years N Percent 

1-2 12 13.3 
3-5 14 15.6 

6-10 18 20.0 

11-15 17 18.9 

16-19 8 8.9 
19+ 21 23.3 

Total 90 100 

The 90 participants were also asked about the number 

of years they had been teaching in their present district. 
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Once again, the range was from one to two years up to 19 or 

more years. The largest percentages of teachers had been 

in their present district for one to two years (29.1%) and 

three to five years (27.9%). Four people chose not to 

respond (see Table 5). 

Table 5 

Number of Years Teaching in Present District 

Years N Percent 

1-2 25 29.1 
3-5 24 27.9 
6-10 14 16.3 

11-19 13 15.1 

19+ 10 11.6 

Missing 4 4.4 

Total 90 100 

The ages of the respondents ranged from under 35 years 

of age to more than 54 years of age. The two highest 

categories were, less than 35 (25.6%) and 50-54 (23.3%) 

years of age (see Table 6). 
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Table 6 

Age of Respondents 

Years N Percent 

< 35 23 25.6 
35-39 12 13.3 

40-44 7 7.8 

45-49 17 18.9 

50-54 21 23.3 
> 54 10 11.1 
Total 90 100 

The 90 participants were also asked about the grade 

level(s) they were teaching in their present district. The 

range was from kindergarten-2"'^ grades up to Grades 9 

through 10. The span of grade levels taught was fairly 

spread out from 24.4% to 28.9%, except for the number of 

respondents teaching at the high school, 15.6% (see Table 

7). 
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Table 7 

Grade Levels Represented 

Grade levels N Percent 

K-2 26 28.9 

3-5 22 24.4 
6-8 25 27.8 

9-10 14 15.6 

Missing 3 3^3 

Total 90 100 

Hypotheses 

Hypothesis 1 

Hoi- There is no statistically significant correlation 

between teachers' beliefs about the quality of 

the Arizona Academic Standards and the impact on 

the instructional practices in teaching the 

curriculum standards as measured by the Arizona 

Academic Standards Program Survey. 

A Pearson-Product Moment Correlation was computed 

between teachers' beliefs about the quality of the Arizona 
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Academic Standards and the teachers' perceptions of the 

impacts on their instructional practices. There was a 

statistically significant correlation between beliefs about 

the standards and perceptions of the impact on instruction, 

r = .236, p = .039. The effect size was small but 

statistically significant at the .05 level. This 

correlation suggests that those teachers who believed in 

the quality of the Arizona Academic Standards tended also 

to perceive an influence on their instructional practices 

(see Table 8). 

Table 8 

Intercorrelational Relationship Between Subscales of the 

Arizona Academic Standards Program Survey 

Subscales 
Quality of 

Standards 

Instructional 

Practices 

Professional 

Development 

Quality of 

Standards 
— 

.236 

p  =  . 0 3 9 *  

. 3 3 7  

p  =  . 0 0 2 * *  

Instructional 

Practices 
— 

. 5 7 4  

p  =  . 0 0 0 « *  

Professional 

Development 
— 

*p < .05 ••p < .01 



89 

Hypothesis 2 

Ho 2 .  There is no statistically significant correlation 

between the teachers' beliefs about the quality 

of the Arizona Academic Standards and 

professional development opportunities provided 

as measured by the Arizona Academic Standards 

Program Survey. 

A Pearson-Product Moment Correlation was computed 

between teachers' beliefs about the quality of the Arizona 

Academic Standards and the teacher's perceptions of the 

professional development opportunities provided. There was 

a statistically significant correlation between beliefs and 

perceptions of the professional development opportunities, 

r = .337, p = .002. The effect size was medium and 

statistically significant at the .01 level. This 

correlation suggests that those teachers who believed in 

the quality of the Arizona Academic Standards also tended 

to perceive a significant impact on the professional 

development opportunities provided to the teachers. 

Therefore, the hypotheses was rejected (see Table 8). 
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Hypothesis 3 

H03. There is no statistically significant correlation 

between the instructional practices in teaching 

the Arizona Academic Standards in Grades 1 

through 10 and professional development 

opportunities provided as measured by the Arizona 

Academic Standards Program Survey. 

A Pearson-Product Moment Correlation was computed 

between professional development opportunities provided and 

the teachers' perceptions of the impact on instructional 

practices. There was a statistically significant 

correlation at the .01 level between beliefs about the 

quality of the Arizona Academic Standards and teachers' 

perceptions of the professional development opportunities 

provided, r = .574, p < .001. The effect size was large 

and suggests that those teachers who had professional 

development opportunities provided to teach the Arizona 

Academic Standards tended to perceive a significant impact 

on instructional practices. Therefore, the hypothesis was 

rejected (see Table 8). 
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Hypothesis 4 

H04. There is no statistically significant correlation 

between teachers' beliefs about the quality of 

the Arizona Academic Standards and the eight 

school leadership influences as measured by the 

Nature of the School Leadership Survey. 

A Pearson-Product Moment Correlation was computed 

between teachers' beliefs about the quality of the 

standards and the teachers' perceptions of the building 

level leadership influences. There was a statistically 

significant correlation between beliefs and perceptions of 

the eight subscales. The first subscale, Developing a 

Shared Vision was statistically significant, r = .308, 

p = .005. The effect size was medium and statistically 

significant at the .01 level (see Table 9). This 

correlation suggests that those teachers who believed in 

the quality of the Arizona Academic Standards tended also 

to perceive a relationship between the quality of standards 

and the first leadership influence subscale. Developing a 

Shared Vision (see Table 9). 
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Table 9 

Correlational Relationship Between Teacher Perceptions of 

Leadership Influences and Subscales of the Arizona 
Academic Standards Program Survey 

Subscales 
Quality of Instructional Professional 

Subscales 
Standeurds Practices Development 

Develops . 3 0 8  . 3 4 3  . 5 6 4  

Shared Vision p  = . 0 0 5 * *  p  =  . 0 0 2 » *  p  = . 0 0 0 * *  

Builds . 3 8 3  . 2 7 8  . 5 6 3  

Consensus p  = . 0 0 1 * *  p  =  . 0 1 3 *  p  = . 0 0 0 « *  

High 

Performance 

Expectations 

. 1 9 9  

p  = . 0 7 3  

. 3 2 7  

p  =  . 0 0 3 * *  

. 4 9 8  

p  =  . 0 0 0 * *  

Models . 2 1 1  . 3 2 4  . 5 2 0  

Behavior p  = . 0 6 2  p  =  . 0 0 4 * *  p  =  . 0 0 0 » *  

Provides 

Individual 

Support 

. 2 7 3  

p  = . 0 1 4 *  

. 3 7 1  

p  =  . 0 0 1 * *  

. 4 4 9  

p  =  . 0 0 0 * *  

Provides .112 . 3 7 9  . 3 3 9  

Intellectual p  = . 3 2 1  p  =  . 0 0 1 * *  p  =  . 0 0 2 * *  

Stimulation 

Strengthens . 2 4 8  . 2 8 9  . 5 1 2  

School Culture p  = . 0 2 6 *  p  =  . 0 1 0 * *  p  =  . 0 0 0 * »  

Builds 

Collaborative 

Structures 

. 2 1 3  

p  = . 0 5 9  

. 2 5 0  

p  =  . 0 2 7 *  

. 3 3 9  

p  =  . 0 0 2 * *  

• p  <  . 0 5  * * p  <  . 0 1  

A Pearson-Product Moment Correlation was computed 

between teachers' beliefs about the quality of the 

standards and the teacher's perceptions of the second 



subscale of school leadership influences. Builds Consensus 

There was a statistically significant correlation between 

beliefs and perceptions of the second subscale, r = .383, 

p < .001. The effect size was medium and statistically 

significant at the .01 level (see Table 9). This 

correlation suggests that those teachers who believed in 

the quality of the Arizona Academic Standards tended also 

to perceive an impact on the quality of the standards by 

the second leadership influence subscale. Builds Consensus 

A Pearson-Product Moment Correlation was computed 

between teachers' beliefs about the quality of the 

standards and the teachers' perceptions of the third 

subscale of school leadership influences, Holds High 

Performance Expectations. There was no statistically 

significant correlation between beliefs and perceptions of 

the third subscale, r = .199, p = .073. The effect size 

was small and was not statistically significant. It 

suggests no correlation of the third leadership influence 

subscale. Holds High Performance Expectations, with the 

quality of the standards. 
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A Pearson-Product Moment Correlation was computed 

between teachers' beliefs about the quality of the 

standards and the teachers' perceptions of the fourth 

subscale of school leadership influences, Models Behavior. 

The effect size was small, r = .211, p = .062. There was 

not a statistically significant correlation between beliefs 

and perceptions of the fourth subscale. Models Behavior. 

A Pearson-Product Moment Correlation was computed between 

teachers' beliefs about the quality of the standards and 

the teachers' perceptions of the fifth subscale of school 

leadership influences. Provides Individual Support. There 

was a statistically significant correlation between beliefs 

and perceptions of the fifth subscale, r = .273, 

p = .014, at the .05 level. This effect size was small, 

however, it suggests that those teachers who had a belief 

in the quality of the Arizona Academic Standards tended 

also to perceive an impact on quality because of the fifth 

leadership influence subscale. Provides Individual Support. 

A Pearson-Product Moment Correlation was computed between 

teachers' beliefs about the quality of the standards and 
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the teachers' perceptions of the sixth subscale of school 

leadership influences. Provides Intellectual Stimulation. 

There was no statistically significant correlation between 

beliefs and perceptions of the sixth subscale, r = .112, 

p = .321. 

A Pearson-Product Moment Correlation was computed between 

teachers' beliefs about the quality of the standards and 

the teachers' perceptions of the seventh subscale of school 

leadership influences. Strengthens School Culture. There 

was a statistically significant correlation between beliefs 

and perceptions of the seventh subscale at the .05 level, r 

= .248, p = .026. This effect size was small, however, it 

suggests that those teachers who believed in the quality of 

the Arizona Academic Standards tended also to perceive an 

impact on the quality of the Arizona Academic Standards by 

the seventh leadership influence subscale. Strengthens 

School Culture. 

A Pearson-Product Moment Correlation was computed between 

teachers' beliefs about the quality of the standards and 

the teachers' perceptions of the eighth subscale of school 
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leadership influences. Builds Collaborative Structures. 

There was not a correlation between beliefs and perceptions 

of the eighth subscale, r = .213, p = .059, Builds 

Collaborative Structures (see Table 9). 

Significant correlational relationships were found to 

exist between the quality of the standards subscale, as 

measured by the Arizona Academic Standards Survey and the 

subscales of Develops a Shared Vision, Builds Consensus, 

Provides Individual Support, and Strengthens School 

Culture, as measured by The Nature of School Leadership 

Survey. 

Hypothesis 5 

HQ J. There is no statistically significant correlation 

between the instructional practices in teaching 

the Arizona Academic Standards in Grades 1 

through 10 and the eight school leadership 

influences as measured by the Nature of the 

School Leadership Survey. 
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A Pearson-Product Moment Correlation was computed between 

teachers' perceptions about the impact of the Arizona 

standards on instructional practices and the school 

leadership influences. There was a statistically 

significant correlation between instructional practices and 

leadership influences. The first subscale. Developing a 

Shared vision, was statistically significant, r = .343, 

p = .002. The effect size was medium but statistically 

significant at the .01 level (see Table 9). This 

correlation suggests that those teachers who believed the 

Arizona standards impacted their instructional practices 

tended also to perceive an impact by the school leadership 

influence subscale of Developing a Shared Vision. 

A Pearson-Product Moment Correlation was computed between 

teachers' perceptions about the impact of the Arizona 

standards on instructional practices and the school 

leadership influences. There was a statistically 

significant correlation between perceptions on 

instructional practices and leadership influences. The 

second subscale. Builds Consensus, was statistically 
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significant, r = .278, p = .013. The effect size was small 

and statistically significant at the .05 level (see Table 

9). This correlation suggests that those teachers who 

indicated the Arizona standards impacted instructional 

practices correlated the impact with the second school 

leadership influence subscale. Builds Consensus. 

A Pearson-Product Moment Correlation was computed between 

teachers' perceptions about the school leadership 

influences and the impact of the Arizona standards on 

instructional practices. There was a statistically 

significant correlation between leadership influences and 

perceptions on instructional practices. The third 

subscale. Holds High Performance Expectations, was 

statistically significant, r = .327, 

p = .003. The effect size was medium and statistically 

significant at the .01 level (see Table 9). This 

correlation suggests that those teachers who believed there 

was an impact by the Arizona standards on instructional 

practices tended also to perceive a correlation with the 
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impact of the building-level leadership influence subscale 

of Holds High Performance Expectations. 

A Pearson-Product Moment Correlation was computed between 

teachers' perceptions about the impact of the Arizona 

standards on instructional practices and school leadership 

influences. There was a statistically significant 

correlation between perceptions on instructional practices 

and leadership influences. The fourth subscale. Models 

Behavior, was statistically significant, r = .324, 

p = .004. The effect size was medium and statistically 

significant at the .01 level (see Table 9). This 

correlation suggests that those teachers who believed the 

Arizona standards impacted instructional practices tended 

also to perceive a correlation due to the fourth school 

leadership influence subscale, Models Behavior. 

A Pearson-Product Moment Correlation was computed between 

teachers' perceptions about the impact of the Arizona 

standards on instructional practices and eight school 

leadership influences. There was a statistically 

significant correlation between leadership influences and 
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perceptions on instructional practices. The fifth 

subscale. Provides Individual Support, was statistically 

significant, r = .371, p = .001. The effect size was 

medium and statistically significant at the .01 level (see 

Table 9). This correlation suggests that those teachers 

who had perceptions that the Arizona standards influenced 

instructional practices tended also to perceive an impact 

because of the fifth school leadership influence subscale. 

Provides Individual Support. 

A Pearson-Product Moment Correlation was computed between 

teachers' perceptions about the school leadership 

influences and the impact of the Arizona standards on 

instructional practices. There was a statistically 

significant correlation between leadership influences and 

perceptions on instructional practices. The sixth 

subscale, Provides Intellectual Stimulation, was 

statistically significant, r = .379, 

p = .001. The effect size was medium and statistically 

significant at the .01 level (see Table 9). This 

correlation suggests that those teachers who believed there 
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was an influence on instructional practices because of the 

Arizona Academic Standards tended also to perceive an 

impact because of the sixth leadership influence subscale. 

Provides Intellectual Stimulation. 

A Pearson-Product Moment Correlation was computed between 

teachers' perceptions about the school leadership 

influences and the impact of the Arizona standards on 

instructional practices. There was a statistically 

significant correlation between leadership influences and 

perceptions on instructional practices. The seventh 

subscale, strengthens School Culture, was statistically 

significant, r = .289, p = .010. The effect size was small 

and statistically significant at the .01 level (see Table 

9). This correlation suggests that those teachers who 

believed there was an influence on instructional practices 

because of the Arizona Academic Standards tended also to 

perceive an impact because of the seventh leadership 

influence subscale. Strengthens School Culture. 

A Pearson-Product Moment Correlation was computed between 

teachers' perceptions about the impact of the Arizona 
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standards on instructional practices and school leadership 

influences. There was a statistically significant 

correlation between perceptions on instructional practices 

and leadership influences. The eighth subscale, Builds 

Collaborative Structures, was statistically significant, 

r = .250, p = .027. The effect size was small but 

statistically significant at the .05 level (see Table 9). 

This correlation suggests that those teachers who believed 

there was an influence on instructional practices because 

of the Arizona Academic Standards tended also to perceive 

an impact because of the eighth leadership influence 

subscale, Builds Collaborative Structures. 

Significant correlational relationships were found to 

exist between the instructional practices subscale, as 

measured by the Arizona Academic Standards Survey, and the 

subscales of Develops a Shared vision. Builds Consensus, 

High Performance Expectations, Models Behavior, Provides 

Individual Support, Provides Intellectual Stimulation, 

Strengthens School Culture, and Builds Collaborative 
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Structures as measured by The Nature of School Leadership 

Survey. 

Hypothesis 6 

Ho6. There is no statistically significant correlation 

between the professional development 

opportunities provided in Grades 1 through 10 to 

teach the Arizona Academic Standards as measured 

by the Nature of the School Leadership Survey and 

the eight school leadership influences. 

A Pearson-Product Moment Correlation was computed 

between teachers' perceptions about the professional 

development opportunities provided to help facilitate the 

teaching of the Arizona Academic Standards in Grades 1 

through 10 and the eight school leadership influences. 

There was a statistically significant correlation between 

leadership influences and the professional development 

opportunities provided to help facilitate the teaching of 

the Arizona Academic standards. The first subscale, 

Developing a Shared Vision, was statistically significant. 



104 

r = .564, p = .000. The effect size was large and 

statistically significant at the .01 level (see Table 9). 

This correlation suggests that those teachers who believed 

there was an impact because of the professional development 

opportunities provided to teach the Arizona Academic 

Standards tended also to perceive an impact because of the 

first school leadership influence subscale. Developing a 

Shared Vision. 

A Pearson-Product Moment Correlation was computed between 

teachers' perceptions about the professional development 

opportunities provided to help facilitate the teaching of 

the Arizona Academic Standards in Grades 1 through 10 and 

the eight school leadership influences. The second 

subscale. Builds a Consensus, was statistically significant 

r = .563, p = .000. The effect size was large and 

statistically significant at the .01 level (see Table 9). 

This correlation suggests that those teachers who believed 

there was an impact because of the professional development 

opportunities provided to teach the Arizona Academic 

Standards tended also to perceive an impact because of the 
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second school leadership influence subscale. Builds 

Consensus. 

A Pearson-Product Moment Correlation was computed between 

teachers' perceptions about the professional development 

opportunities provided to help facilitate the teaching of 

the Arizona Academic Standards in Grades 1 through 10 and 

the eight school leadership influences. The third subscale. 

Holds High Performance Expectations, was statistically 

significant, r = .498, p = .000. The effect size was 

medium, and statistically significant at the .01 level (see 

Table 9). This correlation suggests that those teachers 

who believed there was an impact because of the 

professional development opportunities provided to teach 

the Arizona Academic Standards tended also to perceive an 

impact because of the third leadership influence subscale, 

Holds High Performance Expectations. 

A Pearson-Product Moment Correlation was computed between 

teachers' perceptions about the professional development 

opportunities provided to help facilitate the teaching of 

the Arizona Academic Standards in Grades 1 through 10 and 
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the building level leadership influences. The fourth 

subscale. Models Behavior, was statistically significant, 

r = .520, p = .000. The effect size was large and 

statistically significant the .01 level (see Table 9). 

This correlation suggests that those teachers who believed 

there was an impact because of the professional development 

opportunities provided to teach the Arizona Academic 

Standards tended also to perceive an impact because of the 

fourth leadership influence subscale. Models Behavior. 

A Pearson-Product Moment Correlation was computed between 

teachers' perceptions about the professional development 

opportunities provided to help facilitate the teaching of 

the Arizona Academic Standards in Grades I through 10 and 

the eight school leadership influences. The fifth subscale. 

Provides Individual Support, was statistically significant 

r = .449, p = .000. The effect size was medium and 

statistically significant at the .01 level (see Table 9). 

This correlation suggests that those teachers who believed 

there was an impact because of the professional development 

opportunities provided to teach the Arizona Academic 
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Standards tended also to perceive an impact because of the 

fifth leadership influence subscale. Provides Individual 

Support. 

A Pearson-Product Moment Correlation was computed between 

teachers' perceptions about the professional development 

opportunities provided to help facilitate the teaching of 

the Arizona Academic Standards in Grades 1 through 10 and 

eight school leadership influences. The sixth subscale. 

Provides Intellectual Stimulation, was statistically 

significant, r = .339, p = .002. The effect size was 

medium and statistically significant at the .01 level (see 

Table 9). This correlation suggests that those teachers 

who believed there was an impact because of the 

professional development opportunities provided to teach 

the Arizona Academic Standards tended also to perceive an 

impact because of the sixth leadership influence subscale. 

Provides Intellectual Stimulation. 

A Pearson-Product Moment Correlation was computed between 

teachers' perceptions about the professional development 

opportunities provided to help facilitate the teaching of 
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the Arizona Academic Standards in Grades 1 through 10 and 

the school leadership influences. The seventh subscale. 

Strengthens School Culture, was statistically significant, 

r = .512, p = .000. The effect size was large and 

statistically significant at the .01 level (see Table 9). 

This correlation suggests that those who believed there was 

an impact because of the professional development 

opportunities provided to teach the Arizona Academic 

Standards tended also to perceive an impact because of the 

seventh leadership influence subscale. Strengthens School 

Culture. 

A Pearson-Product Moment Correlation was computed 

between teachers' perceptions about the professional 

development opportunities provided to help facilitate the 

teaching of the Arizona Academic Standards in Grades 1 

through 10 and the eight school leadership influences. 

There was a statistically significant correlation between 

the professional development opportunities provided to help 

facilitate the teaching of the Arizona Academic Standards 

in Grades 1 through 10 and leadership influences. The 
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eighth subscale. Builds Collaborative Structures, was 

statistically significant, r = .339, p = .002. The effect 

size was medium, but statistically significant at the .01 

level (see Table 9). This correlation suggests that those 

teachers who believed there was an impact because of the 

professional development opportunities provided to teach 

the Arizona Academic Standards tended also to perceive an 

impact because of the eighth leadership influence subscale. 

Builds Collaborative Structures. 

Significant correlational relationships were found to 

exist between the professional development opportunities 

provided, as measured by The Nature of School Leadership 

Survey, and the subscales Develops a Shared Vision, Builds 

Consensus, High Performance Expectations, Models Behavior, 

Provides individual Support, Provides Intellectual 

Stimulation, Strengthens School Culture, and Builds 

Collaborative Structures as also measured by The Nature of 

School Leadership Survey, 
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Summary 

The purpose of this study was to determine whether 

instructional practices had been impacted due to the 

Arizona Academic Standards and if there were relationships 

to leadership variables. The data collected through the 

surveys and analyzed using the Pearson-Product Moment 

Correlation analysis indicated that the Arizona Academic 

Standards had impacted teachers' instructional practices in 

a variety of ways to help students master the curriculum 

standards. 

Data were collected to determine whether teachers' 

beliefs about the quality of the Arizona Academic Standards 

had an impact on teachers' instructional practices. Areas 

of interest were the teachers' beliefs about the quality of 

the Arizona Academic Standards and the impact on 

instructional practices, the relationship between the 

teachers' beliefs about the quality of the Arizona Academic 

Standards and professional development opportunities 

offered, the teachers' beliefs about the quality of the 

Arizona Academic Standards and the eight subscales of 
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leadership influence, and professional development 

opportunities offered and the impact on instructional 

practices. The eight subscales of leadership influence and 

the impact on instructional practices were also explored. 
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CHAPTER 5 

SUMMARY, CONCLUSION, AND RECOMMENDATIONS 

Summary 

Evidence from this study discovered the impact the 

Arizona Academic Standards had on teachers' beliefs about 

their instructional practices. School districts were 

mandated by the Arizona State Department of Education to 

reform their educational programs in 1996 to align with the 

Arizona Academic Standards written for nine academic areas 

from kindergarten through Grade 12. Identifying teachers' 

beliefs about the quality of the standards and the impact 

this has on instructional practices in the classroom 

becomes informative and applicable. The importance of this 

study rests in its ability to determine whether teachers' 

beliefs about the quality of the Arizona Academic Standards 

had an impact on their instructional practices and the 

determination of what other factors contributed to the 

impact on instructional practices to teach the Arizona 

Academic Standards. 
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The results of this study showed teachers' perceptions 

of the impact of the Arizona standards on instructional 

practices in classrooms in the school districts that 

participated in this research. These results are discussed 

in detail and compared to a study conducted in 

Massachusetts (Hanley, 2000) where research on educational 

reform efforts were conducted in the late 1990s. Research 

from this study confirmed several important findings 

reported in the Massachusetts study. 

Teachers' beliefs about the quality of the Arizona 

Academic Standards have impacted instructional practices 

being conducted in those classrooms. Factors relating to 

the teachers' beliefs and the impacts that have been made 

are discussed, and the weight of their importance is 

reviewed. This study has added to the literature by 

providing information on the importance of teachers' 

beliefs and their relationship to efforts to impact 

classroom instructional practices to teach the Arizona 

Academic Standards. 
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Pearson-Product Moment Correlation analysis of the 

data indicated a correlation of r = .236, p = .039, 

statistically significant at the .05 level between 

teachers' beliefs about the quality of the Arizona Academic 

Standards and the impact on instructional practices. 

Teachers who know a lot about teaching and learning 

and who work in environments that allow them to know 

students well are the critical elements of successful 

learning (Darling-Heumnond, 1997). Teachers need 

professional development to assist them in delivering 

standards-based instruction. In particular, training must 

take place to help teachers form a common understanding as 

to what student work that meets the standards is like. 

In a similar study conducted in Massachusetts (Hanley, 

2000) in 2000 a correlation of r = .40, significant at the 

p = .01 level, identified the Massachusetts curriculum 

frameworks as the frequent focus of classroom activities. 

A correlation of r = .31 was found at the p = .01 level 

between teachers who believed the frameworks could be 
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integrated into daily instruction and those who stated the 

freuneworks were the focus of their classroom instruction. 

According to Darling-Hammond and Lowenberg-Ball 

(1997), studies discover again and again that teacher 

expertise is the most important factor in determining 

student achievement. The agreement among teachers in this 

study who had focused their instruction on the Arizona 

Academic Standards indicated these were necessary and 

important tools for impacting classroom instructional 

practices. Gall and Renchler (1985) reported that 

"Research shows the most effective staff development 

programs are designed for school improvement rather than 

for staff personal professional improvement" (p. vii). 

Pearson-Product Moment Correlation analysis of the 

data indicated a correlation of r = .337, p = .002 that is 

significant at the .05 level between teachers' beliefs 

about the Arizona Academic Standards and the impact of 

professional development opportunities provided. 

Since 1999 The Arizona State Department of Education 

has provided extensive staff development training to help 
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districts align the Arizona Academic Standards to their 

curriculum. Prior to 1999 those opportunities were not as 

readily availcible. The school districts participating in 

this research study had professional development 

opportunities provided through the school district at their 

own expense and also through the Arizona state Department 

of Education. Therefore, teachers in these two districts 

felt their beliefs had been impacted by the professional 

development opportunities. 

To influence the practices of their colleagues, school 

leaders often have to influence the system of shared norms, 

values, and beliefs that shape their colleagues' 

interpretations of events. Some evidence suggests that 

principals are able to do this (Deal & Peterson, 1990; 

Leithwood & Jantzi, 1997) and that school cultures make a 

significant contribution to school effects (Reynolds et 

al., 1996; Scheerens & Bosker, 1997). 

Rosenholtz (1989) found that teachers and principals 

collaborated in goal-setting activities (or vision 

building) that "accentuated those instructional objectives 
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toward which teachers should aim their improvement efforts" 

(p. 6) and that shared goals served to focus efforts and 

mobilize resources in agreed upon directions. Principals 

and teacher leaders actively fostered collegial 

involvement: "Collective commitment to student learning in 

collaborative settings directs the definition of leadership 

toward those colleagues who instruct as well as inspire 

awakening all sorts of teaching possibilities in others" 

(p. 68). "It is assumed that improvement in teaching is a 

collective rather than individual enterprise, and that 

analysis, evaluation, and experimentation in concert with 

colleagues are conditions under which teachers improve" 

(p. 73). 

Leadership is a person's behavior being recognized or 

at least tacitly acknowledged to be leadership by others 

who thereby cast themselves into the role of followers 

consenting to be led (Greenfield, 1995). From this 

perspective, leadership is "the process of being perceived 

as a leader" (Maher, 1993, p. 11) through the social 

construction of meaning on the part of the followers. 
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The Pearson-Product Moment Correlation analysis of the 

data indicated a correlation between teachers' beliefs 

about quality of the Arizona Academic Standards and the 

impact of the eight school leadership influences. The 

eight subscales utilized to gain this information on the 

leadership survey correlated with the following questions 

on the Arizona Academic Standards Survey: (1) develops a 

widely shared vision for the school, r = .308, p = .005; 

(2) builds a consensus about school goals and priorities, 

r = .383, p < .001; (5) provides individual support, 

r = .273, p = .014; and (7) strengthens school culture, 

r = .248, p = .026. 

One of the main conditions that maintains school 

improvement efforts and represents the key management 

arrangements can be broadly stated as transformational 

leadership approaches. Evidences of good practice and the 

lessons of research suggest that school improvement 

strategies need to focus both on how to accelerate the 

progress and enhance the achievement of students as well as 

establish effective management practices within the school. 
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This approach is neither top-dovm nor bottom-up but a 

combination of both. Most school improvement strategies, 

it seems, tend to focus on either one or the other 

(Hargreaves, Lieberman, Fullan & Hopkins, 1998). 

The two rural school districts included in this study 

have provided numerous professional development 

opportunities in Southern Arizona to assist teachers to 

implement the Arizona Academic Standards. The Pearson-

Product Moment correlation computed a relationship between 

the professional development opportunities and teachers' 

perceptions of the impact of the Arizona standards on 

instructional practices and revealed a result of r = .574, 

p = .001, which was statistically significant at the .01 

level. The State Department of Education has begun 

providing staff development opportunities to districts to 

help align the Arizona Academic Standards and the district 

curriculum. 

Preparing teachers to teach the Arizona Academic 

Standards by providing professional development 

opportunities via state and local sources contributes to 
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the impacts teachers have made in their instructional 

practices to teach the curriculum standards found in this 

study. 

The Pearson-Product Moment Correlation analysis of the 

data indicated a relationship between the impact on 

teachers' perceptions of their instructional practices in 

teaching the Arizona Academic Standards and the eight 

school leadership influences. The eight subscales utilized 

to gain this information on the leadership survey 

correlated with the following questions on the Arizona 

Academic Standards Survey: (1) develops a widely shared 

vision for the school, r = .343, p = .002; (2) builds a 

consensus about school goals and priorities, 

r = .278, p = .013; (3) holds high performance 

expectations, r = .33, p = .003; (4) models behavior, 

r = .327, p = .004; (5) provides individual support, 

r = .371, p = .001; (6) provides intellectual stimulation, 

r = .379, p = .001; (7) strengthens school culture, 

r = .289, p = .010; and (8) builds collaborative 

structures, r = .250, p = .027. 
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These data indicate that there was a relationship 

between the school leader(s) and the impact on the 

instructional practices for the respondents. The school 

leader(s) in this research demonstrated the capabilities 

needed to encourage the people in the organization to work 

toward the common good of the organization and develop a 

shared vision. There was an association between the school 

leader's(s') ability to build a consensus about school 

goals and priorities and impacting the teachers' 

instructional practices. There was a relationship between 

the school leader's(s') ability to hold high performance 

expectations and impacting the teachers' instructional 

practices. There was a definite alliance between the school 

leader's(s') ability to model behavior that encouraged 

staff and impacting the teachers' instructional practices. 

There was a notable relationship between the school 

leader(s) providing individual support for staff members 

and the impact it had on the teachers' instructional 

practices. There was an association between the school 

leader(s) providing intellectual stimulation and the impact 
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it had on the teachers' instructional practices, when this 

subscale was present, instructional practices were 

influenced. Strengthening school culture is vital to 

impacting instructional practices. This research indicated 

there was an alliance between the school leader's(s') 

ability to strengthen school culture and the impact it had 

on instructional practices. The last subscale, builds 

collaborative structures, was present in this research and 

it had an impact on instructional practices. These data 

indicated teachers' instructional practices to teach the 

Arizona Academic Standards were more likely influenced when 

they were provided with strong school leadership 

influences. 

The research on effective schools confirms the 

importance in any improvement effort of ensuring strong 

links among the learning environment, teacher behavior in 

the classroom, and the organizational dynamics of the 

school. Finally, the relationship between the eight school 

leadership influences subscales and the teachers' 

perceptions of the impact of professional development 
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opportunities was correlated using the Pearson-Product 

Moment Correlation/ and the results are recorded as 

follows: (1) develops a widely shared vision for the 

school, r = .564, p = .000; (2) builds a consensus about 

school goals and priorities, r = .563, p = .000; (3) holds 

high performance expectations, r = .498, p = .000; (4) 

models behavior, r = .520, p = .000; (5) provides 

individual support, r = .449, p = .000; (6) provides 

intellectual stimulation, r = .339, p = .002; (7) 

strengthens school culture r = .512, p = .000 level; and 

(8) builds collaborative structures, r = .339, p = .002. 

These data indicated that there was a relationship 

between the professional development opportunities provided 

to the respondents and the eight school leadership 

influences. The school leader(s) in this research 

demonstrated the professional development opportunities 

provided encouraged the people in the organization to work 

toward the common good of the organization and develop a 

shared vision. There was an association between the school 

leader's(s') ability to provide professional development 
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opportunities and build a consensus about school goals. It 

has been demonstrated there was a relationship between the 

school leader's(s') ability to provide professional 

development opportunities and hold high performance 

expectations. There was an alliance between the school 

leader's(s') ability to model behavior that encourages 

staff to utilize the professional development opportunities 

provided. A relationship between the school leader 

providing individual support for staff members and 

professional development opportunities was notable. An 

association between the school leader providing 

professional development opportunities and the intellectual 

stimulation provided to the respondents had an impact on 

their perceptions. Providing professional development 

opportunities had the added benefit of strengthening school 

culture in this research. Finally, there was a 

relationship between the school leader providing 

professional development opportunities and the impact it 

had on building collaborative structures. These data 

indicated teachers' instructional practices to teach the 
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Arizona Academic Standards were more likely impacted when 

they were provided with strong school leadership 

influences. Evidence of good practice and the lessons of 

research suggest that school improvement strategies need to 

focus both on how to accelerate the progress and enhance 

the achievement of students as well as establish effective 

management practices within the school. 

Conclusion 

The results of this study showed that the relationship 

between teachers' perceptions of the quality of the Arizona 

Academic Standards and the impact on instructional 

practices had a strong correlation that was statistically 

significant. Teachers' perceptions of the quality of the 

Arizona Academic Standards and the professional development 

opportunities provided was also a strong correlation. 

Analyzing the teachers' perceptions of the quality of the 

Arizona Academic Standards and building level leadership 

influences was shown to be statistically significant. 
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Recommendations for Further Study 

This study was a necessary beginning of the 

exploration of teachers' beliefs about the Arizona Academic 

Standards and the impact on instructional practices to 

teach these standards. This study has provided evidence of 

the relationship between teachers' beliefs and their 

perceptions on the influence of instructional practices in 

their classroom practices to teach the standards. There 

were statistically significant correlations between the 

eight school leadership influences and the impact on 

instructional practices. A small positive correlation with 

a slight tendency on the impact of instructional practices 

and the eight school leadership influences were found in 

(1) develops a shared vision, (2) builds a consensus, (3) 

holds high performance expectations, (4) models behavior, 

(5) provides individual support, (6) provides intellectual 

stimulation, (7) strengthens school culture, and (8) builds 

collaborative structures. This is a substantive addition 

to the literature on educational reform in Arizona. 



127 

As a result of this study, evidence was found that 

teachers' beliefs about the quality of the Arizona Academic 

Standards have impacted their instructional practices in 

teaching the Arizona Academic Standards in their 

classrooms. These data also indicate that teachers' 

beliefs about the quality of the Arizona Academic Standards 

in the two rural school districts have been impacted by 

professional development opportunities and school 

leadership. Logical next steps in the continuation of this 

study would be the exploration of successful practices 

teachers are using to teach the standards-based curriculum 

identified by the Arizona Academic Standards and how school 

leadership influences and professional development 

opportunities impact teachers' instructional practices in 

the classroom. Future researchers may want to examine 

other dimensions of leadership and teachers' perceptions on 

the impact of the standards within the classroom. Possibly 

other leadership instruments may yield different 

information than the one used in this study. 

It is recommended that further research may include 
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1. Exploring successful practices being utilized to 

teach standards-based curriculum. 

2. Examining other dimensions of leadership and the 

impact of instruction within the classroom. 

3. Investigating the opportunity to generalize this 

information to other teachers in other states. 

Perspectives 

As Fullan (1991) noted, "The ultimate goal is changing 

the culture of learning for both adults and students so 

that engagement and betterment is a way of life in 

schools." The National Staff Development Council (2000) 

states that although standards for student learning are 

currently controversial, standards for staff development 

provide an important benchmark against which school systems 

and schools can compare the current staff development 

efforts and make plans for improving them. 

Teachers have been using a variety of strategies for 

to teach the standards for the past two years. A study to 

explore the strategies that represent best practices would 
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be extremely useful to students and teachers in future 

years. Researching what other states have found to be 

successful in student leeirning and performance with the 

academic standards is an important aspect to consider. 

The State of Arizona has implemented academic 

standards, and teachers and administrators have been placed 

in the position to implement them. These standards provide 

an avenue for all students to have the opportunity to 

learn. Future research into leadership and teachers' 

perceptions of their beliefs about the standards will 

provide direction for the improvement of education in the 

State of Arizona. 
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APPENDIX A 

ARIZONA ACADEMIC STANDARDS SURVEY 
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ARIZONA AC.\DEMIC STANDARDS 
Program Survey 

Section I Beliefs about the quality of the Arfanna Academic Standards 

This section contains statements of beliefs about teaching the Arizona Academic Standards Please indicate 
the extent to which you agree or disagree with each of the following statements 

Circle the number that corresponds to your agreement using 
the following scale. 

(Strongly Disagree = 1 Strongly Agree - 4) 

i if the distnct cumculum is aligned with the Arizona 
Academic Standards, then ever\ student will have equal 
opponunit> to leam challenging and imponant material 

Strongly 
Disagree 

1 

Disaaree Aaree 

Strongly 
Agree 

4 

Circle the number that corresponds to your agreement using 
the following scale. 

(Strongly Disagree = 1 Strongly Agree - 4) 

i if the distnct cumculum is aligned with the Arizona 
Academic Standards, then ever\ student will have equal 
opponunit> to leam challenging and imponant material 

Strongly 
Disagree 

1 2 3 

Strongly 
Agree 

4 

2. When the Standards are used as they were designed to be 
used. the> can be integrated into dail> instruction. 1 2 3 4 

3 Using the Standards means there are just more things teachers 
at this school ha\e to cover. 1 2 3 4 

4. Teachers at this school are now competent to teach the t>pe of 
instruction compatible with a standards-based cumculum 
(teaching begins with the cumculum standards as identified 
outcomes of student learning). 

1 2 3 4 

5 The pnmar> role of teachers should be to teach the 
cumculum defined by the local school distnct 1 2 3 4 

6 Many students at this school have a xery difficult time 
transferring and generalizing what the> have been taught 1 2 3 4 

7 The Anzona Academic Standards represent high standards of 
achievement. 1 2 3 4 

8. The Anzona Academic Standards identifv the cumculum that 
all Arizona teachers should follow 1 2 3 4 

9. The curriculum standards in the Anzona .Academic Standards 
do not represent qualit> statements about what students 
should know and be able to do 

1 2 3 4 

10 1 feel well prepared to teach the cumculum standards to m> 
students. 1 2 3 4 

I l l  h a v e  a  c l e a r  u n d e r s t a n d i n g  o f  t h e  c u m c u l u m  s t a n d a r d s  1  a m  
expected to teach to m> students. 1 2 3 4 
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Section II Imnlemeiif tion af th* Arizona Ag«d«wic Sundard^ 
This section contains statements which represent possible effects of the Arizona Academic Standards m >our 
classroom. Please indicate the extent to which vou agree or disagree with each of the followinj; statements 

Circle the number that corresponds to your agreement using 
the following scale. 

(Strongly Disagree = 1 Strongly Agree - 4) 
Strongly 
Disagree Disagree Agree 

Strongly 
Agree 

12. Because 1 don't understand the Standards. I cannot adapt 
my teaching to the curriculum standards. 1 2 3 4 

13. The Arizona Academic Standards have had little or no 
effect on my teaching. I 2 3 4 

14. The .Arizona Academic Standards take away from 
instructional time teachers should be spending on more 
important content. 

1 2 4 

15. As a result of the Arizona Academic Standards, major 
changes in curriculum have been made at school. 1 2 J 4 

16. As a result of the Arizona Academic Standards, teachers ai 
this school ha\ e changed the wa\ the> think about 
teaching and learning. 

1 2 4 

17 I feel as if i am struggling to teach all the curriculum 
standards within the Arizona .Academic Standards. 

1 2 - 4 

18 The texts and materials the district provides are 
compatible with the Arizona Academic Standards. 

1 •> 3 4 

19 Because of the Anzona Academic Standards. 1 am 
learning how to teach so that students will be able to 
solve complex, real-life problems. 

1 2 3 4 

20 Our school has hired consultants in curriculum and 
instructional methods to suppon teaching the cumculum 
standards in the .Arizona Academic Standards 

1 2 3 4 

21. Man> teachers are fed up with the outside demands and 
just hope the .Anzona .Academic Standards will go awa> 

1 - 4 

22. My classroom instruction does not focus on the 
cumculum standards in the Anzona .Academic Standards 

I 2 4 

23. The curriculum standards in the Anzona 
.Academic Standards are frequentK the focus of m> 
classroom instruction. 

1 2 *• 4 

24 The cumculum standards in the Anzona Academic 
Standards are the focus of instruction in my classroom 

1 2 3 4 

25. Ourdistnct has revised its Scope and Sequence 
(cumculum) to be aligned with the .Anzona Academic 
Standards. 

1 •) 4 

26. Because of the AI.MS testing, teachers have 
implemented the cumculum standards in the 
Anzona .Academic Standards in their classroom. 

1 2 3 4 
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Section 111 Condition* mt Public Schooli 

This section contains statements that describe conditions at public schools. Please rate each statement according 
to how accurately it describes YOUR OWN SCHOOL. 

Circle the number that corresponds to your 
agreement using the following scale. 

(Strongly Disagree = 1 .Strongly Agree = 4) 
Strongly 
Disagree Disagree Agree 

Strongly 
Agree 

27 Most changes in curriculum are made by teachers 
on their own. 1 2 3 4 

28. Most changes in curriculum are made by the 
district ofTicials and handed down to the teachers. 1 2 3 4 

29. Most changes in curriculum are decided at the 
school by the principal, department and/or by 
teachers actmg together. 

1 2 3 4 

30. A department organization (e.g.. English. Math) 
makes cumculum integration difficult. 1 2 3 4 

31. Teachers of different grade levels seldom plan 
together. 1 2 3 4 

32 Teachers ha\e ample time to collaborate on 
possible changes in their teaching. 1 2 3 4 

33 There are so man\ classroom requirements that 
teachers have little freedom to teach what they 
believe is important. 

1 2 3 4 

34 There is so much pressure for high test scores 
that teachers ha\e little time and energy to teach 
anything that is outside the scope of required 
tests. 

1 2 3 4 

35. There is at least one person at the school (or 
within the distnct) that teachers can turn to for 
accurate inrormation about the Curriculum 
Standards. 

1 2 3 4 

36 Most teachers see themseh es as agents of change 
rather than objects of change. 1 2 3 4 

37 Adequate professional development has been 
pro\ ided for teachers to make changes necessary 
to implement the new curriculum standards 
within the Arizona Academic Standards. 

1 2 3 4 
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Section IV Available »ourcc» of Information 
This section contains statements about the available resources and infonnation at your school. For each area 
indicate the extent to which the resource has been available to you. (Circle one anstrer on each line.) 

Circle the number that corresponds to your agreement using 
the folkmng scale. 

(NotUsed = 1....\/ery Effective = 1) 

Not 
Used 

Not at ail 
Effective 

Somewhat 
Effective 

Very 
Effective 

38. How effective have each of the following resources been in 
helping you teach the Arizona Academic Standards to all 
children? 

a. Other teachers 
1 2 3 4 

b. School administrators 
1 2 3 4 

c. Slate Department of Education 
I 2 3 4 

d. In-Service Training 
1 2 3 4 

c. State or district sponsored education confcrenccs 
1 2 3 4 

f State-developed content standards 
1 2 3 4 

39 

Mow elTcctivc have each of the following resources been in 
helping you align your curriculum with the the curriculum 
standards in the Arizona Academic Standards? 

Not 
Used 

Not at all 
EITective 

Somewhat 
ElVective 

Veiy 
Efiective 

a. Other teachers 1 2 3 4 

b. School administrators I 2 3 4 

c. State Department of Education 1 2 3 4 

d. In-Service Traming I 2 3 4 

c. State or district sponsored education conferences 1 2 3 4 

f Slate-developed content sitandards 1 2 3 4 
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40. 

How efTective have the following resources been in helping you 
use instructional strategies such as open-response questions, 
cooperative learning, writing prompts and rubrics to teach the 
curriculum standards in the Arizona Academic Standards? 

Not 
Used 

Not at all 
HfTective 

Somewhat 
Effective 

Ven 
Effective 

a- Other teachers 1 2 3 4 

b. School administrators 1 2 3 4 

c. State Department of Education I 2 3 4 

d. In-Service Training 1 2 3 4 

e. State or district sponsored education conferences I 2 3 4 

41. The following are examples of teaching strategies recommended for use when teaching the Arizona Academic 
Standards curriculum standards. For each, indicate the extent of change you have made over the past year in your 
use of these strategies. 

A. E.\tcnt to which refonn activity is heme 
implemented in your classroom 

Moderate 
Not at all Small extent extent Great extent 

a Assisting all students to master the curriculum 
.standards. 

1 2 3 4 

b. Using open-ended questions in classes on a weekly 
basis. 

1 2 3 4 

c. Using MTiting prompts for WTiting a.ssignments in 
classes on a weekly basis. 

1 2 3 4 

d. Using curricula aligned with the Arizona Academic 
Standards. 

1 2 3 4 

c. Using ic.xtbooks or other instructional matenals 
aligned with the Arizona Academic Standards 
curriculum standards. 

1 2 3 4 

f Using instructional strategies such as cooperative 
learning. 

1 2 3 4 
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Section V ProfeisioMi DcveloDmcat 
42. To what extent do the foUowing describe the professional development sponsored or supported by our 
school during the last 18 months. (Circle one answer on each line.) 
Cirde the number that corresponds to your agreement using 

ttie follomng scale. 
(Not At All - 1....Great Extent = 1) 

Not at all Small 
e.xtent 

Moderate 
extent 

Great 
extent 

a Planned according to school needs. I 2 3 4 

b. Useful for helping students achieve to high standards 1 2 3 4 

c. Ongoing, integrated professional development program 1 2 3 4 

d. Aligned with high standards 1 2 3 4 

e Provided strategics for you to apply in the classroom 1 2 3 4 

f Provided follow-up activities 1 2 3 4 

g. Provided opportunities to share information with 
colleagues at your school. 

1 2 3 4 

43. Please indicate whether you attended any professional development activites listed below. 

Did not attend any professional 
development 

Did attend this type of 
professional development 
activity 

a Professional teacher association meeting 

b. In-.servicc workshop or program 

c. Summer institute (which may have 
included follow-up activities.) 

d. District or .school based long-tenn or 
ongoing comprehensive professional 
development program. 

e. State or National Conference. 

44. Please mdicatc the c.\lcnt to which the professional development activity attended provided information 
about the Arizona Academic Standards curnculum standards or anv standards-based curriculum 

No information about 
standards was 

provided 

Some 
information 

about 
curriculum 
standards 
provided 

Curnculum standards 
were major focus 

a. Professional teacher association meeting 

b. In-scrvicc workshop or program 

c Summer institute (which may have 
mcluded follow-up activities.) 

d. District or school based long-term or 
ongoing comprehensive professional 
development program. 

e. State or National Conference 
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Staff Survey 

THE NATURE OF SCHOOL 
LEADERSHIP 

The purpose of this survey is to describe various aspects of leadership within schools. School 
leadership may be exerdsed by one or mae persons and involves a broad range of activities. This 
survey is intended to provide a description of school leadership with all its complexities. Your responses 
will be used to help others who are interested in enhancing the effectiveness of leadership as it is 
practiced in schools. 

Please complete this questionnaire and retum It to the proctor. We appreciate the many demands on 
your time, including this request for information. But we urge you to do this survey since only those 
people actually involved in schools can provide an accurate picture of how schools work. Your 
anonymily is guaranteed. No individuals will be identified in any reports on the research. 

Your cooperation in completing this survey is greatly appreciated. 

June 1995 

Kenneth Leithwood and Dons Jantzi 

Centre for Leadership Development 
Ontano Institute for Studies in Education 

of The L niversitv of Toronto 
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The following statements are descriptions of leadership that may or may not reflect leadership 
practices in your school. Indicate the extent to which you agree or disagree (1 = strongly disagree, 6 = 
strongly agree) that the statement describes leadership practices in your school. Record your 
response by circling the appropriate number beside the statement. 

To what extent do you agree that the person(s) providing leadership 
in your school: Strongly Strongly 

Disagree Agree 

1. Excites us with visions of what we may be able to accomplish if we 
work together to change our practices/programs 1 2 3 4 5 6 

2. Regularly encourages us to evaluate our progress 
toward achieving school goals 1 2 3 4 5 6 

3. Rarely tal<es our opinion into account when mal<lng decisions i 2 3 4 5 6 

4. Leads by 'doing' rather than simply by 'telling' 1 2 3 4 5 6 
5. Provides resources to support my professional development 1 2 3 4 5 6 
6. Encourages me to reexamine some basic assumptions I have 

about my worl< 1 2 3 4 5 6 

7. Gives high priority to developing within the school a shared 
set of values, beliefs and attitudes related to teaching and learning 1 2 3 4 5 6 

8. Distributes leadership broadly among the staff, representing 
various viewpoints in leadership positions 1 2 3 4 5 6 

9. Has high expectations for us as professionals 1 2 3 4 5 6 

10 .  Ma in ta ins  a  very  low pro f i l e  i  2  3  4  5  6  
11 .  Prov ides  s ta f f  w i th  a  process  through which  we  genera te  

school goals 1 2 3 4 5 6 
12 .  Is  a  source  o f  new ideas  for  my  pro fess iona l  l earn ing  1  2  3  4  5  6  

13 .  Ho lds  h igh  expecta t ions  for  s tudents  1  2  3  4  5  6  
14 .  G ives  us  a  sense  o f  overa l l  purpose  1  2  3  4  5  6  
15 .  Takes  my op in ion  in to  cons idera t ion  when  in i t i a t ing  ac t ions  

that affect my work 1 2 3 4 5 6 
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To What extent do you agree that the person(s) providing leadership 
in your school: Strongly Strongly 

Disagree Agree 

16 .  Shows respect  fo r  s ta f f  by  t rea t ing  us  as  pro fess iona ls  1  2  3  4  5  6  
17 .  St imula tes  me  to  th ink  about  what  I  am do ing  for  my  s tudents  1 2 3 4 5 6 
18 .  Ensures  tha t  we  have  adequate  invo lvement  in  dec is ion  mak ing  

related to programs and instruction 1 2 3 4 5 6 

19 .  Suppor ts  an  e f fec t ive  commi t tee  s t ruc ture  fo r  dec is ion  mak ing  i  2  3  4  5  6  
20 .  Makes  an  e f for t  to  know s tudents  (e .g . .  v is i ts  c lassrooms,  

acknowledges their efforts) 1 2 3 4 5 6 
21 .  Sets  a  respect fu l  tone  for  in te rac t ion  w i th  s tudents  1 2 3 4 5 6 

22 .  Encourages  me  to  pursue  my  own goa ls  fo r  pro fess iona l  l earn ing  1 2 
23 .  Encourages  ongoing  teacher  co l labora t ion  for  implement ing  

new programs and practices i 2 
24 .  He lps  c la r i fy  the  spec i f ic  mean ing  o f  the  school 's  v is ion  in  te rms 

of its practical implications for programs and instruction i 2 

25 .  Encourages  us  to  deve lop / rev iew ind iv idua l  p ro fess iona l  g rowth  
goals consistent with school goals and priorities i 2 3 4 5 6 

26 .  Expects  us  to  engage  in  ongo ing  pro fess iona l  g rowth  i  2  3  4  5  6  
27 .  D isp lays  energy  and  enthus iasm for  own work  i  2  3  4  5  6  

28 .  Lacks  awareness  o f  my  un ique  needs  and  exper t ise  i  2  3  4 5 6 
29 .  Encourages  us  to  eva lua te  our  prac t ices  and  re f ine  them as  needed  1  2  3  4  5  6  
30 .  Expects  us  to  be  e f fec t ive  innovators  12345  

6 

31 .  Demonst ra tes  a  wi l l ingness  to  change  own prac t ices  
in light of new understandings 1 

32 .  Encourages  me  to  t ry  new prac t ices  cons is tent  
with my own interests 1 

33 .  Rare ly  re fe rs  to  schoo l  goa ls  when  we  are  mak ing  dec is ions  
related to changes in programs or practices 1 
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To wtiat extent do you agree that the person(s) providing ieadership 
in your school: Strongly 

Disagree 

34 .  St imula tes  d iscuss ion  o f  new ideas  re levant  to  school  d i rec t ions  1  2  
35 .  Fac i l i ta tes  e f fec t ive  communica t ion  among s ta f f  1  2  
36 .  Estab l ishes  wor l< ing  cond i t ions  tha t  inh ib i t  s ta f f  co l labora t ion  

for professional growth and planning 1 2 

37 .  Communica tes  school  v is ion  to  s ta f f  and  s tudents  1  2  
38 .  Encourages  the  deve lopment  o f  schoo l  norms suppor t ing  

openness to change 1 2 
39 .  Shows favor i t i sm toward  ind iv idua ls  o r  g roups  1  2  

40 .  Fac i l i ta tes  oppor tun i t ies  fo r  s ta f f  to  learn  f rom each  o ther  1  2  
41 .  Re in forces  iso la t ion  o f  teachers  who have  spec ia l  exper t ise  1  2  
42 .  Prov ides  an  appropr ia te  leve l  o f  au tonomy for  us  

in our own decision making 1 2 

43 .  Prov ides  mora l  suppor t  by  mak ing  me  fee l  apprec ia ted  
for my contribution to the school 1 2 

44 .  He lps  us  unders tand  the  re la t ionsh ip  be tween  our  school 's  v is ion  
and board initiatives 1 2 

45 .  Mode ls  prob lem-so lv ing  techn iques  tha t  I  can  read i ly  adapt  
for work with colleagues and students 1 2 

46 .  Promotes  an  a tmosphere  o f  car ing  and  t rus t  among s ta f f  1  2  
47 .  Symbol i zes  success  and  accompl ishment  w i th in  our  pro fess ion  1  2  
48 .  Suppor ts  the  s ta tus  quo  a t  the  expense  o f  be ing  a t  the  cut t ing  edge  

of educational change 1 2 

49 .  Works  toward  whole  s ta f f  consensus  in  es tab l ish ing  pr ior i t i es  
for school goals 1 2 

50 .  Is  open  and  genu ine  in  dea l ings  wi th  s ta f f  and  s tudents  1  2  



1. What is your current position? (Check one) 

.Custodial staff 

^Department head/Assistant head 

^Educational Assistant 

^Full-time teacher 

^Pan-time teacher 

^Principal 

.Secretarial staff 

Vice principal 

.Other (specify) 

2. How many years (including this one) have you 
been in the educational system? (Check one) 

to 2 years 

.3 to 5 years 

,6 to 10 years 

^11 to 15 years 

16 to 19 years 

19+years 
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3. How many years have you been at 
your present school? (Check one) 
1 to 2 years 

3 to 5 years 

.6 to 10 years 

11 to 19 years 

19+ years 

4. Your age; (Please Check) 

less than 35 years 

35 to 39 years 

40 to 44 years 

.45 to 49 years 

^50 to 54 years 

^more than 54 years 

Your gender: 
(Please check) 

Jemale 

male 

6. What grade levels are you teaching currently"^ 
(Check as many as apply) 

primary (grades K-2) 

intermediate (grades 3-5) 

^middle school (grades 6-0) 

_high school (grades 9-10) 

_Not applicable 

Thank you very much for completing this questionnaire If you want to elaborate on issues related to leadership, 
write your comments in the space below Please return the survey to the proctor. 
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APPENDIX C 

PERMISSION TO USE SURVEYS 



JANES. PRYNE 

POBoz7d2 
Green Valley, AZ 85622 

(520-399-1970) 

I give my permission to Jane S. Pryne to use a copy of 
The Nature of School Leadership Survey 

for her research study. 

Dr. Kenneth Leithwood 
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JANES. PRYNE 

PO Box 762 
Green VaUeĵ AZ 85622 

(520-399-1970) 

I give my permission to Jane S. Pryne to use a copy of 
The Nature of School Leadership Survey 

for her research study. 
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JANES. PRYNE 

PO Box 762 
Green VaUey, AZ 85622 

(520-399-1970) 

I give my permission to Jane S. Pryne to use a revised copy of the 
Teacher Questionnaire Survey for her research study. 

•Dr. Dale M. Hanley 
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THEllNIVERSnYOF 

ARIZONA. resident for Research • A Administration 601 
radiute Studies _ . P.O. Box 210066 

TUCSON ARIZONA Tucson, AZ 85721-oo66 
(520) 621-3511 
FAX: (520) 621-7507 

Jane S. Pryne 
TO: Education 

Educational Leadership 
PO Box 210069 

FROM: Alice C. Langsn CULuui^ CL • 
Director, Research Standards and Compliance 

DATE: l o / l f T l f i l  

SUBJECT: Human Subjects Protection Certification 

On ml er ) D1 , you successflilly completed the Rochester Program, 
"Protecting'Sti/dy Volunteers in Research." Therefore, you have met the criterion 
required by the University of Arizona to be certified in human subjects protection. 

This is the only notification you will receive. Please give a copy of this memo to your 
department head and keep this memo in your files. 

AL:ln 



iiuiiHIDGOHarMJBIlL 
SUBJECT'S DISCLAIMER j ^ 

This is a brief summary of the study in which you are being asked to voluntarily 
participate. Please read the information prior to signing the declaration. 

TITLE OF INVESTIGATION: Teachers' Beliefs About the Impact of the Arizona 
Academic Standards on Instructional Practices in Rural School Districts in Southern 
Arizona 

INVESTIGATOR: Jane S. Pryne 

PURPOSE OF THE STUDY/PROJECT: To measure the impact the Arizona 
Academic Standards have had on teachers' instructional practices. 

PROCEDURES: All teachers in two rural school districts who teach the Arizona Acadeinic 
Standards in either reading, writing or mathematics in grades one through ten are being asked to 
complete two questionnaire which will require approximately 40 minutes of my time. All 
teachers who are being invited to participate have been asked to do so by their supervisors who 
have agreed to participate in this study. 

INSTRUMENTS AND MEASURES TO INSURE PROTECTION OF 
CONFIDENTiALITY / ANONYMlTV; The instrument used to collect data for this study will 
be two questionnaires. The first on was developed by Dr. Mary Smith and the second was 
developed by Drs. Leithwood and Jantzi. 

BENEFITS/COMPENSATION: None 

I attest with my signature that I have read and understood the description of the study, "Teachers' Beliefs 
About the Impact of the Arizona Academic Standards on Instructional Practices in Rural School Distncts in 
Southern Arizona," and its purpose and methods. My participation in this research is strictly voluntary and 
I may withdraw at anytime or rcAise to answer any questions. Upon completion of the study, the results 
will be freely available to me upon request The results of my survey will be confidential, available to only 
the researcher, her advisor, myself^ or an authorized representative of the Department of Educational 
Leadership. I have not been requested to waive nor do I waive any of my legal by signing this form. By 
completing this survey I am agreeing to the use of my data in this research study. If I have questions my 
rights as a research subject I may call the Human Subjects Committee office at (520) 626-6721. 

Subject's Signature Date 

CONTACT INFORMATION: The researcher and project advisor listed below should 
be contacted if you have any questions about the study 

Jane S. Pryne, Investigator 
520-625-4581 

Dr. David Quiim, Advisor 
520-626-5556. 



THE UNIVERSITY OF 

Human Subjects Protectioii Program 

14 January 2002 

ARIZONA. 1350 N. VuttH^venue 
P.O. Box 245137 
Tucson. AZ 85724-5137 

1350 N. 

TUCSON ARIZONA 

Jane Piyne, Ph.D. Candidate 
Advisor: David Quinn, Ph.D. 
Department of Educational Leadership 
Education, Rm 218 
PO Box 210069 

RE: TEACHERS' BELIEFS ABOUT THE IMPACT OF THE ARIZONA ACADEMIC 
STANDARDS ON THEIR INSTRUCTIONAL PRACTICES 

Dear Ms. Pryne: 

We have received documents concerning your above referenced project. Regulations published 
by the U.S. Department of Health and Human Services [45 CFR Part 46.101 (b) (2)] exempt this 
type of research from review by our Institutional Review Board. 

Thank you for informing us of your work. If you have any questions concerning the above, 
please contact this office. 

Sipderely yours 

Theodore 
Chair 
Social and Behavioral Sciences Human Subjects Committee 

TJG:tl 
cc: Departmental/College Review Committee 
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Dear Teachers, 

I am currently a doctoral student at the University of 

Arizona studying teachers' beliefs on the impact of the 

Arizona Reading, Writing and Hath Academic Standards have 

made in their instructional practices. As a staff member 

in one of the school districts who have agreed to 

participate in this study, I am asking for your help in 
responding to questions on the survey. 

Please take a few minutes to respond to the questions on 

the attached survey. The information you provide, will 
help to measure the progress teachers have made in teaching 

the curriculum standards identified in the Arizona Academic 

Standards in their classrooms. 

In the last five years, there have been many changes in the 

knowledge and skills identified by the state of Arizona 

that are expected from the students attending our public 

school. This knowledge has been the focus of the statewide 

high stakes testing program, the Arizona Instrument for 

Measuring Standards, for the last two years. Your response 

to this survey will give important information about what 

strategies and resources teachers are choosing to use and 

the factors that influence their choice as they implement 

the curriculum learning standards. 

The information you provide will be kept confidential. 

when the report is published, there will be no mention of 

the actual names of the schools or specific people who 

responded to this survey. Your participation is voluntary, 

and you may choose not to answer questions. A copy of the 

findings will be sent to your school superintendent to 
share with staff and community. Thank you very much for 

taking the time to complete the survey. 

I appreciate all of your help. 
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QUESTIONS USED IN 

ARIZONA ACADEMIC STANDARDS PROGRAM SURVEY 
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Arizona Academic Standards Program 

Survey Items: Beliefs About the Quality of the Arizona 

Academic Standards 

Measurement: Arizona Academic Standards Program Survey 
Number of Items: 4 

1. If the district curriculum is aligned with the Arizona 

Academic Standards, then every student will have an 

equal opportunity to learn challenging and important 
material. 

2. When the Standards are used as they were designed to be 

used, they can be integrated into daily instruction. 

7. The Arizona Academic Standards represent high standards 

of achievement. 

8. The Arizona Academic Standards identify the curriculum 

that all Arizona teachers should follow. 
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Arizona Academic Standards Program (continued) 

Survey Items: Impacts on instructional Practices 

Measurement: Arizona Academic Standards Program Survey 

Number of Items; 9 

24. The curriculum standards in the Arizona Academic 

Standards are the focus of instruction in the 

classroom. 

25. Our district has revised its Scope and Sequence 

(curriculum) to be aligned with the Arizona Academic 

Standards. 

26. Because of the AIMS testing, teachers have 

implemented 

the curriculum standards in the Arizona Academic 

Standards in their classroom. 

41. 

a. Assisting all students to master the curriculum 

standards. 

b. Using open-ended questions in classes on a weekly 

basis. 

c. Using writing prompts for writing assignments in 

classes on a weekly basis. 

d. using curricula aligned with the Arizona Academic 

Standards. 

e. using textbooks or other instructional materials 

aligned with the Arizona Academic Standards 

curriculum standards. 

f. Using instructional strategies such as 

cooperative 

learning. 
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Arizona Academic Standards Program (continued) 

Survey Items: Professional Development Opportunities 

Measurement: Arizona Academic Standards Program Survey 

Number of Items: 7 

42. 

a. Planned according to school needs 

b. Useful for helping students achieve high standards 
c. Ongoing, integrated professional development 

Programs 
d. Aligned with high standards 

e. Provided strategies for you to apply in the 

classroom 
f. Provided follow-up activities 

g. Provided opportunities to share information with 

colleagues at your school 



APPENDIX G 

QUESTIONS USED IN 

THE NATURE OF SCHOOL LEADERSHIP SURVEY 
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School Leadership Influences 

Survey Items: Develops a Widely Shared Vision 

Measurement: The Nature of School Leadership Survey 

Number of Items: 5 

1. Excites us with visions of what we may be able to 

accomplish if we work together to change our 

practices /progrcuns 

14. Gives us a sense of overall purpose 

24. Helps clarify the specific meaning of the school's 

vision in terms of its practical implications for 

programs and instruction 

37. Communicates school vision to staff and students 

44. Helps us understand the relationship between our 

school's vision and board initiatives 
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School Leadership Influences (continued) 

Survey Items: Builds a Consensus About School Goals and 

Priorities 

Measurement: The Nature of School Leadership Survey 

Number of Items: 5 

I. Regularly encourages us to evaluate our programs 

II. Provides staff with a process through which we 
generate 

school goals 

25. Encourages us to develop/review individual 

professional 

growth goals consistent with school goals and 

priorities 

33. Rarely refers to school goals when were making 

decisions related to changes in program practices 

49. Works towards whole staff consensus in establishing 

priorities for school goals 
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School Leadership Influences (continued) 

Survey Items: Holds High Performance Expectations 

Measurement: The Nature of School Leadership Survey 

Number of Items: 4 

9. Has high expectations for us as professionals. 

13. Holds high expectations for students. 

26. Expects us to engage in ongoing professional growth. 

30. Expects us to be effective innovators. 

Survey Items: Models Behavior 

Measurement: The Nature of School Leadership Survey 

Number of items: 6 

4. Leads by "doing" rather than simply be "telling." 

10. Maintains a low profile. 

27. Displays energy and enthusiasm for own work. 

31. Demonstrates a willingness to change own practices in 

light of new understandings. 

45. Models problem-solving techniques that I can readily 

adapt for work with colleagues and students. 
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School Leadership Influences (continued) 

Survey Items: Provides Individualized Support 

Measurement; The Nature of School Leadership Survey 

Number of Items; 7 

6. Provides resources to support my professional 

development. 

15. Takes my opinion into consideration when initiating 
actions that affect my work. 

28. Lacks awareness of my unique needs and expertise. 

32. Encourages me to try new practices consistent with my 

own interests. 

39. Shows favoritism toward individuals or groups. 

43. Provides moral support by making me feel appreciated 

for my contribution to the school. 
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School Leadership Influences (continued) 

Survey Items: Provides Intellectual Stimulation 

Measurement: The Nature of School Leadership Survey 

Number of Items: 7 

5. Encourages me to reexamine some basic assumptions I 

have about my work. 

12. Is a source of new ideas for my professional learning. 

17. Stimulates me to think about what I am doing for my 
students. 

22. Encourages me to pursue my own goals for professional 

learning. 

29. Encourages us to evaluate our practices and refine 

them as needed. 

34. Stimulates discussion of new ideas relevant to school 

directions. 

40. Facilitates opportunities for staff to learn from each 

other. 
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School Leadership Influences (continued) 

Survey Items: Strengthens School Culture 

Measurement: The Nature of School Leadership Survey 

Number of Items: 8 

7. Gives high priority to developing within the school a 

shared set of values, beliefs, and attitudes related 
o teaching and learning. 

16. Shows respect for staff by treating us as 

professionals. 

20. Makes an effort to know students (e.g., visits 

classrooms, acknowledges their effort). 

23. Encourages ongoing teacher collaboration for 

implementing new prograuns and practices. 

35. Facilitates effective communication among staff. 

38. Encourages the development of school norms supporting 

openness to change. 

41. Reinforces isolation of teachers who have special 

expertise. 

46. Promotes an atmosphere of caring and trust among 

staff. 
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School Leadership Influences (continued) 

Survey Items: Builds Collaborative Structures 

Measurement: The Nature of School Leadership Survey 

Number of Items: 6 

3. Rarely takes our opinion into account when making 

decisions. 

8. Distributes leadership broadly among the staff, 

representing various viewpoints in leadership 

positions. 

18. Ensures that we have adequate involvement in decision 

making related to programs and instruction. 

19. Supports an effective committee structure for decision 

making. 

36. Establishes working conditions that inhibit staff 

collaboration for professional growth and planning. 

42. Provides an appropriate level of autonomy for us in 

our own decision making. 
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