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Partnersin School Innovation

Partnersin School Innovation (PartnersSl) is a San Francisco Bay Area school-reform
organization where AmeriCorps members, whom we cdl Partners, work full-time in low-
income schools to help schools build capacity and achieve their own reform gods. Founded by
Julien Phillips and Kim Grosein 1993, PartnersSl currently works with eight loca schools and
indudes among its saff twenty-seven Partners, five School Partnership Directors who help
guide Partnerswork, and thirteen additiond full-time staff members.

In our attempt to enable schools capability for continuous learning and improvement
toward reducing the achievement gap, we a Partners work smultaneoudy a severd levels. At
one levd, we work to impact teachers and students most directly—in their classrooms. But our
work in classroomsis not isolated; we work in classrooms in ways that connect with and
support whole-school reform. The opposite is dso true, whole school reform gods provide the
intended framework for Partners work in classrooms.

Supporting teacher action research (and * classroom:-based cycles of inquiry”) is one of
severa ways thet Partners work to help move schools toward achieving their reform goas. We
have gpplied the principle of smultaneous work a multiple levels to our support of action
research. More specificaly, by supporting teacher action research we hope that individua
teachers are learning and improving their teaching practice to enhance student learning, and
developing “habits of mind” that include reflection and purposeful inquiry. Smultaneoudy, we
hope that groups of teachers are collaborating (sharing successes and challenges, and looking at
datato better understand their teaching and its link to student learning) and that the school asa
wholeislooking at links between what teachers are teaching and what students are learning,
sharing successes/practices among teachers, and shifting culture to vaue teechers learning and
collaboration.*

Last year, we a PartnersSl engaged in our own action research: a careful study of
Partners support for teacher action research as a smultaneous school-wide and classroom
drategy for reform. In particular, Snce supporting teacher action research was anew reform
drategy for us, we were interested in learning 1) How do non-experts support teachers action
research? 2) How does the context of the schooal influence the success of action research
projects? 3) How does classroom level research relate to reform goas of improved classroom
practice, whole school reform, and increased equity?

! Asan organization dedicated to supporting whole school reform by working at multiple levels, the goal of
connecting classroom and school reform was clear to us at the outset of our work with action research.
Through close attention, we have increased awareness of both the importance of these links, and the
challenges to creating them.
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Design and M ethodology

This study uses an embedded case study design. | began with interviews of seventeen
Americorps Partners, in eight different schools, whose work supported classroom-based action
research. | andyzed their interviews, and then sdected five Partners, whose projects differed on
avaiety of dimendons, on whom to focus the remainder of the study.

Data collection for the five cases included additiond interviews with each Partner,
interviews with the teachers and coaches with whom they were collaborating, multiple interviews
with Partners project directors, observations of key meetings, and review of relevant
documents. Interviews were semi-structured, audiotaped, and approximately 45 minutesin
duration. Interviews with Partners, directors, teachers, and coaches focused on the same issues:
descriptions of their action research projects and their role in the project, successes and
chalenges of the project, and links to Partnersin School Innovation’s organizationd godswith
regards to sudent learning, whole schoal reform, and equity. Data collection continued for a
period of approximatey sx months. Following data collection, | conducted andysis by coding
for mgor themes within each of the five cases, and then identifying cross-case themes.

Asthe principle investigator in this sudy, | am in an unusud pogtion. | am both aformer
university researcher with aPh.D., and a staff member a PartnersSl where | play thejoint role
of reformer in a school and researcher helping our organization to learn from our practice. Thus,
thisis a study of action research through action research.

Action Research for Reform

The term action research, common within and outsde the field of education, emerged
from a higtoric tradition of research for socid change. Kurt Lewin coined the term in the early
20™ Century, and explained that action research “gjives credence to the development of powers
of reflective thought, discussion, decision and action by ordinary people participating in
collective research on ‘private troubles' that they have in common” (Ademan, 1933, p.8).
Action research has been a growing presence within the field of education, particularly for
teachers. The phrase “teacher research,” sometimes used interchangeably with the term “action
research,” usudly refersto teachers conducting research on and for themsalves, in contrast to
the traditiona modd where teachers are elther the subject or the recipient of someone dse's
research. Cochran-Smith and Lytle define teacher research as* systematic and intentiond
inquiry by teachers about their own school and classroom work” (1992, p. 24). By combining
the phrases “teacher research” and “action research” to “teacher action research,” we describe
atype of research where teachers are conducting studies about their own classrooms or
schools, to promote socid change in these classrooms or schooals.
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Mogt frequently, teacher action research provides a process for individua teachers, or
networks of teachers, to investigate questions of persond dgnificance to themselves and their
sudents, and to act on their findings. Many universties work in partnership with loca teachers
cregting aforum for learning action research skills, discussing action research studies, and
sharing action research findings. When engaged in action research, teachers often work
independently or with a network of teachers from other schools to focus the sudy and the
impact of the study’ s results on individud classrooms.

Recently there has been a surge of interest in action research as a school-wide reform
drategy. When action research is used as aninstrument toward school-wide reform, the school
as awhole becomes the focus of research rather than individua classrooms.

The movement to use an action research or inquiry frame for school improvement is
especidly apparent in Cdifornia. Reated ate initiatives include Program Qudity Review, the
sate’' s school accreditation process which requires that schools enter a process of inquiry
around school-identified questions. In addition to the state' s influence on promoting action
research for reform, the San Francisco Bay Arealis especialy replete with school reforms based
on an action research gpproach. Over eighty leadership schools in the region have worked with
the Bay Area School Reform Collaborate (BASRC). BASRC supports a process of school
reform in which schools enter a*“cyde of inquiry” that includes an action research cycde of
asking questions, collecting and andyzing data, and acting according to learnings from the data.
BASRC asks schoals to focus their cycle on two questions, one about student performance and
another about teaching, and to focus their reform effort on improving school-wide ingtruction
and student achievement according to their findings. Smilarly, the Bay Areabranch of the
Codlition of Essentia Schools (BayCES), encourages schools to participate in Data Based
Inquiry, aprocess of looking at data, identifying problems and solutions, and taking action.

Typicdly, reform initiatives and teacher professond development consst of outsders
bringing knowledge to teachers. Rather than focusing solely on the benefits of outsider
knowledge, advocates of action research and teacher inquiry point aso to the importance of
providing opportunities for teachers to become reflective practitioners (Argyris & Schon, 1974;
Schon, 1983), and generators of their own knowledge (see e.g. CochrantSmith & Lytle, 1990;
Cochran-Smith & Lytle, 1993). Indeed, many agree that teachers opportunities to acquire
outside knowledge have little influence on teachers bdiefs and practices when these
opportunities are not accompanied by their reflection on their own and their sudents' learning
(Barth, 1990; Elmore, et d., 1996; Fullan, 1993; Newman, 1996). Despite the perceived
promise of inquiry and reflection as areform drategy, these same researchersfind active inquiry
and reflection to be absent in most schools. In her longitudina case study of a school that
embodies a culture of inquiry, Stokes (1999) suggests that external support for inquiry-based
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reform is necessary to its success, and outlines the nature of the rel ationships and supports that
are beneficid. In particular she explains that critical friendships and adaptable resources to suit
school’ s goals, purposes, and pace of change seem important.

Because Partners from PartnersSl support reform in Bay Area schoolswho are dso
involved in the gtate' s PQR process and with loca school reform organizations including
BASRC and BayCES, it is not surprisng that many Partner schools are interested in action
research and inquiry as astrategy to achieve their reform gods. In an effort to support teachers
reform work in these schoals, one of the many roles that Partners play is that of supporting
teachers action research.

I ntroduction to the Variety of Action Research Projects

During the 1999-2000 school year, Partners from PartnersSl supported a wide variety
of teacher action research efforts. The descriptions below, of four Partner-supported projectsin
four different schools, provide abrief introduction to the variety of projectsthat Partners
supported in classrooms, with the intention of linking the work to school-wide reform goals.

M ariam?

Mariam provided action research support to teachersin amedium sized (694 students) low
income K-8 Charter School. 1999-2000 was the second year of partnership between
PartnersSl and the school, and Mariam’s second year working full time as a Partner in the
school. As one of her Partner roles, Mariam supported an action research endeavor with three
important purposes: to support agroup of teachers to complete a case study project responding
to ateacher question about three students per class; to help teachers to focus on particular
students and help them to increase their learning and to connect case study projectsto the
school’sreform god of increasing student literacy.

Leticia

Leticia s action research project took place within alow-income K-5 urban school with 469
students and 22 teachers. 1999-2000 was PartnersSl’s 3" year of Partnership with the school,
and Leticia' s second year working as a Partner in the school. Growing out of along-time school
structure of a collaborative inquiry process where teachers met monthly in small groupsto
investigate areas of mutud interest, Leticia offered teachersin one such group the additiond
opportunity to extend their inquiry work into the classroom. One teacher chose to participate
and Leticiaagreed to assst her to investigate the influence of Reading Recovery drategiesin her
classroom.

Marisol and Erica
Marisol and Erica, first year Partnersin alarge (692 students) low-income urban K-5 school,
worked with teachers throughout the schoal to facilitate the classroom implementation of a

2 This and other names throughout the paper are pseudonyms.
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school- selected comprehension strategy, Reciprocd Teaching (RT). In conjunction with helping
to introduce this teaching strategy, they aso supported teachersin engaging in action-research
about RT in their classrooms. The introduction of RT and action research to the classroom was
intended to bring the school’ s overdl reform work and research on literacy to link more directly
with classroom teaching and learning.

Sharon

Sharon supported two action research endeavors at alow income K-5 schodl in its seventh
(and findl) year of Partnership with PartnersSl. First, she supported “target group plans™—a
school-wide approach to action research where each teacher was asked to identify a particular
group of students, and ateaching practice and collect student achievement data threetimes a
year to inform ingtruction. In addition, Sharon supported another action research effort at the
school--she supported a group of five teechersinvolved with an outside organization caled
Collaborative Action Research for Equity (CARE).

These four projects, the subject of in-depth study for PartnersSl’ s action research
about action research, provide many important lessons about using action research as areform
srategy, and, the role of outsider support for this strategy.

Balancing Process, Content, and Relationships for Successful Action Resear ch

As Partners supported teachers action research in their classrooms, the interaction of
the process of action research (framing research questions, collecting data, andyzing data. . .)
the content of action research (the focus of the research question) and the relationship
between Partner and teacher shaped the action research projects in each classroom and school.
Projects with a balance of support among these three factors--where teachers and Partners had
1) aclear understanding of the possibilities of action research, and adequate skills to achieve the
process, 2) afocus on a specific content (such as a particular teaching practice, or an explicit
student learning godl), and 3) a collegid, respectful relationship between Partner and teacher
(aided by Partners spending time getting to know the students, teachers, and classroom prior to
embarking on the action research project) —were the most promising.

Smilarly, school-wide action research projects with a balance of support among an
articulated and agreed upon process of pursuing the action research), clear and narrow school-
wide content focus of aimplementing ateaching practice or achieving alearning god), and
supportive relationships among colleagues provided the greatest opportunity for the impact of
school-wide action research.

Partners played many roles to support teachers in each of these three aspects of teacher
action research. Table | presents Partners’ roles grouped according to whether their primary
emphasis was supporting the process of action research, the content of action research, or the
relationships. Although no Partner could possibly fill al these rolesin asingle project, we
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learned that when Partners smultaneoudy filled some roles from each of the three categories
(content, process and relationships) the projects developed most smoothly.

Process Consderations

Processes that provided a moderate amount of structure interspersed with strong
support were especialy successful. With little structure or support, other priorities often
subsumed teachers time, and teachers did not focus on or complete action research projects,
even when they were expressed as a school-wide expectation.

Mariam's collaboration with the school’ s literacy coach provides an example of a
project with moderate structure and strong support. Early in the year, Mariam drafted an

overview of the process to structure teachers action research, and severd tools help teachers
engage in question asking, data collection and analyss. Mariam introduced the process during
the after schoal literacy course facilitated by the school’ s literacy coach, and created a cdendar
of group check-in times and afina sharing day to take place during the course. Meanwhile, she
met with teachers one-on-one between meetings, to reflect with teachers and offer support
using the tools she had developed. As aresult of this strong support and moderate amount of
dructure, most teachers thoughtfully completed their case study projects, and attributed their
successin part to Mariam's support saying that it was “invauable’ and “meade dl the
difference”

Too much structure without adequate support proved frustrating for teachers. The
detailed structure and lack of support for Target Group projects at the school Sharon supported
provide a contrast to the strong support and moderate structure of Mariam’s case study
projects. Sharon and teachers agreed that the Target Groups were less successful than they
could have been, both because teachers were overwhelmed by the structure, and because they
felt little support or accountability to engage in the process.
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Tablel
Partners Roles Supporting Action Resear ch

Partner rolesthat supported action research process:

Designing a structure and documentation system for aschool that wants to embark on
cycle of inquiry work.

Observing in classrooms and recording observations.

Collecting data.and supporting teschers  data collection (for example by interviewing
students, conducting student assessments etc).

Reflecting on, andyzing and making sense of data.

Sharing and reflecting on data with teachers.

Convening groups of teachers for discussion of their action research.

Facilitating conversations among teachers about their action research.

Writing newdetters with teachers to share learnings with other teachers.

Heping teachers to maintain afocus/priority on action research (scheduling timesto
discuss, sending reminders......)

Partner rolesthat supported content for action research:

Participating in professond development with teachers.

Experimenting with a new teaching practice alongside ateacher (e.g. each of you
working with agroup of students).

Introducing a new teaching practice to students in a classroom.

Sharing articles or suggesting professona development opportunities for teachers.

Posing questions that help teechersto identify their learning needs.

Partner rolesthat supported relationships for action research:

Loceating and preparing classroom resources that support the content of the action
research project (e.g. gathering materias for a unit the teacher will be teeching
and doing action research about.)

Supervising groups of students in a classroom so that the teacher can gather deta or
engage in some other aspect of the action research project.

Subdtitute teaching in classrooms so teachers could observe one another, or so
coaches/teachers could meet. (Thisislegd only in acharter school).

Assigting coach or teacher by taking on some of their tasks (e.g. scheduling mesetings,
meaking charts, Xeroxing documents for a meeting).

Meeting with teachers to accomplish tasks related to the action research work (planning
lessons, discussing students, looking at student work).
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Providing “adminidrative follow-through” a meetings (collating, coordinating and keeping track
of different peopl€ s tasks, Xeroxing, writing...).The numerous requirements that they read in
the 9x-page description of target group projects confused teachers, and they saw few forums
for support, or follow-through®.

Content Condderations

In generd, action research projects with a narrow focus—on a particular teacher
practice or an explicit learning god linked to a teaching practice—felt more successful and
engaging to Partners and teachers. A vague content focus, (for instance: “How do the
various literacy practices| use influence sudent learning?’) did not provide sufficient guidance
for data collection, data analys's, or action and led to frustration for Partners and teachers.

Among PartnersSI’ s centrd godsisto increase educationd equity and reduce the
achievement gap between students of color and white students. Not surprisingly, action research
projects with explicit questions about equity tended to not only be more focused on a particular
content, but aso to produce findings and recommendations more directly linked to increasing
equity. For example, the focus of Sharon’s collaboration with teachers on CARE included
extensve “Beyond Diversty” professond development dongsde the teechers. Teachers
described the content of this professond development as “powerful” and “eye-opening’.
During regularly scheduled follow-up sessions, CARE encouraged teachersto ask their own
red questions (simulated by the “Beyond Diversity” workshop and their teaching experience)
about equity, culturaly relevant teaching practices and family involvement. CARE provided a
sructure and framework for teachersto answer their questions by planning culturdly relevant
lessons, examining how targeted students of color responded to particular lessons, and linking
teacher learning about targeted students of color to the larger classroom. Teachers explained
that through the support of CARE and Sharon (and another Partner, Sarah) they were ableto
answer red questions that they’ d been wondering about.

Influence of Broader School Context on Action Resear ch Progress

Severa school context factors were especidly influentia on the success of action
research as a school-wide reform strategy. A school -wide collabor ative process that
supported action research provided ready opportunities for collaboration, and sharing of idess.
Even when ateacher’ s action research had a different content focus than that of other teachers,
a school-wide collaborative process provided opportunities for teacher leaders, Partners, or

3 Sharon, like the teachers, had numerous other responsibilities at the school. Some of Sharon’stime went
to supporting the successful CARE projects described |ater in this paper.
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PartnersSl staff to make connections and move the influence of a classroom-based action
research project into the wider school community.

The action research project on which Leticia and her teacher colleague, Karen,
collaborated provides an example of the importance of a school-wide collaborative process.
Leticia played multiple roles supporting Karen's action research in the classroom and helping to
connect this classroom action research to the school-wide collaborative process caled
collaborative inquiry. Leticiaobserved in Karen's classroom, shared and reflected on data with
Karen, and raised questions. Meanwhile, Leticia and Karen continued to participate in the
monthly collaborative inquiry process with the other Kindergarten teachers from which the
classroom level project initidly arose. During collaborative inquiry meetings, Leticia posed
questions, pushed for darity, and provided “adminigtrative follow-through (collating,
coordinating and keeping track of different peopl€ stasks, Xeroxing, writing...). During these
meetings, Leticiaand Karen aso discussed, with the other Kindergarten teachers, the action
research work that they were doing in Karen's classroom.  In addition, each collaborative
inquiry group shared their work with the whole faculty. Here again, Karen shared her morein-
depth classroom project with other teachersin the school. The Structures to share action
research work at the grade level collaborative inquiry group as well as the school-wide sharing
provided aforum for others to connect with the work in which Leticia and Karen were
engaged. Without these forums, there would have been little opportunity for the work to have
influence beyond Karen'sindividua dlassroom.*

In addition to a supportive school-wide process, an agreed upon and understood
school -wide focus provided opportunity for classroom level action research to have school-
wideimpact. The importance of thisfocusis gpparent in the project that Mariam supported.
During their work as aleadership school in the Bay Area School Reform Collaborative
(BASRC) the school where Mariam was a Partner agreed to focus their reform effort on
literacy, and literacy support for English Language Learners. The after school Literacy
Collaborative classes, where Mariam provided support and structure for the case study
projects, were an integra part of the school’ s focused literacy effort. The importance of the
connection between the school-wide focus on literacy, and the case study projects was clear to
teachers. As one teacher explained, “Thiswork is not seen as usdess, it' s directly related to
what the schoal is trying to get done.”

* Despite the benefits of the school’ s collaborative inquiry both Karen and Leticiafelt that the greatest
impact of the action research work remained within Karen’s classroom, and both would work harder at
creating linkagesif given another opportunity for action research.

5 The link between the school-wide focus and the case study projects provided a strong foundation of
support. However, teachers and Mariam still faced many challenges including logistics of data collection,
lack of time, and the difficulty of explicitly linking student scores to teacher instruction.
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Linking Classroom and School-wide Reform

Creating strong connections between classroom and school-wide action research
projects proved to be both an important opportunity and an ongoing chalenge for Partners and
teachers. Thelinking of classroom and school-wide reform seemed to be smoothest and have
greatest impact when the members of the school community supported and understood a
focused gpproach to reform, and al Partners at the school supported the same initiative. Erica
and Marisol’ swork provides a particularly strong example of the power of linking classroom
and school-wide action research.

Although 1999- 2000 was the first year of partnership between PartnersSl and the
school where Erica and Marisol worked, the school had along history of reform, most recently
highlighted by work with BASRC. In conjunction with their BASRC work, the school was
engaged in a school-wide cyde of inquiry around literacy, and chose asingle reading
comprehension srategy, Reciprocd Teaching (RT), to implement in classrooms school-wide.
Because the school had such a clear and focused agendafor literacy reform, PartnersS|
structured a partnership that in large part supported this focused effort.® Each Partner
supported teachers RT and action research in Smilar ways, by introducing RT to studentsin
classrooms, usng RT with student groups while teachers worked with other RT groups,
preparing resources for RT lessons, introducing the process of action research, supporting
teachers to frame action research questions and collect data, convening groups of teachers for
discusson before during and after RT cydes, and sharing RT learnings through meetings,
newdetters, and a conference presentation. Due to the school-wide focuson RT and action
research, both Partners and school leaders created opportunities for dialogue about RT and the
school’ s reform process. Lessons from the action research about RT were shared within groups
of teachers during each cycle, during whole school staff meetings, and, on one occasion, a a
regiona conference presentation prepared by a group of teachers and Partners.

Inquisitive Teachers

Not surprisngly, teachers who gained the most from action research were usudly those
who contributed the most to the action research projects. Teachers who chose to engage in this
type of inquiry work because they were especidly motivated to find answers to questions, and
those with more experience in research and teaching tended to participate in the action research

® Although the school’ s literacy reform plan was quite focused, like in most reforming schools, staff were
involved in numerous efforts.
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process more intensively, and as aresult, have better planned and executed projects. The
teachers for whom Leticiaand Mariam provided

strong support were those with a persond interest in pursuing action research and therefore
chose to take advantage of Leticiaand Mariam’s offers to provide additiond action research
support in the forms of classroom observations, one-on-one reflective didogue. The committed
group of teachers who chose to participate in CARE with Sharon went beyond their initid
commitment to the project, and each teacher planned classroom follow-up to their action
research project, and the group planned and facilitated a saff development based on their
CARE work for the other teachersin their school. Other teachers, less interested and/or less
experienced in action research found action research to be adigtraction from their other
priorities. Many of these teachers felt frustrated by the action research projects they engaged in,
put minimd effort into these projects, and did not want to engage in the additiona action
research support offered by Partners. Partners offering support to these teachers often felt
unwanted and unappreciated.

Current Action Research Work at PartnersS

PartnersSl’ s action research about Partners support of action research has provided the
impetus for several changesin our work. Understanding the importance of the three triangle
points- - content, process and relationship-- and the interdependence of these points has
provided Partners and their directors with atool to identify potentia aress of leverage for the
projects. Similarly, increased understanding of the importance of Strategicaly creating
interconnections between the classroom triangle and the school triangle has proved an important
lesson for Partners and their directors as we support action research in schools this year.

An andlysis of the chalenges that Partners encountered when supporting teacher action
research in 1999-2000, has been important for PartnersSl’ s understanding of how to improve
support for teacher action research in 2000-2001. The most obvious chalenge was that many
Partners felt under-prepared to assst teachers with the process of action research. Partners
encountered difficulties understanding and articulating an overdl vision of an action research
project. This was especidly challenging because teachers, too, had difficulty understanding the
process and purpose of action research in relation to school reform. In addition, certain types
of data collection—especidly classroom observations—proved difficult for Partners who felt
unsure how to collect and present information that would be useful to teachers.

We have designed this year’ s professona development and support structures at
PartnersS to respond to the challenges Partners faced last year when collaborating on action
research. During and after my investigation of Partners support of action research, | familiarized
myself with literature on models and examples of teacher action research. Asaresult, I've
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become a sort of “consultant” for our action research work at PartnersSI, particularly the
professond development that we provide the Partners. For instance during Partnersinitia
orientation, | facilitated a sesson involving dl Partners the big picture vision of action research,
along with examples of successful Partner supported projects, and practice at supporting
teachersin the earlier stages of action research. | aso facilitate a reflective inquiry group for
Partners, in five three hour sessons, to increase their understanding of action research and skills
to support action research with teachers. In addition, consultation and dialogue with individua
Partners and Partner school teams address particular needs.

As PartnersSI’ s support for Partners, and Partners support for teachers continues to

grow and improve, we hope that this study provides amodd within our organization and the
schools with whom we partner of the potentid learning and improvement that comes of careful
action research.

Implications

Although the findings from this sudy emerge from alimited number of dassrooms and

schools where Partners in School Innovation Partners and staff provided a unique form of
support for reform, the cases described in this article suggest implications worthy of more
general consideration.

Committed non-expert support providers can provide useful support to teachers
use of action resear ch for classroom and school-wide reform. Our experience at
PartnersSl shows that possible support provider roles include collecting data for teachers
(for example, interviewing students based on teachers questions, or observing in
classrooms for student response to a particular teaching strategy), structuring action
research projects for teachers (creating documents to help teachers decide upon research
questions, or gain abig picture understanding of the possibilities of classroom research),
working alongside teachers to implement a new teaching strategy and serving as areflection
partner, reflecting on data with teachers individualy and in groups, and raising questions
with teachers based on data. To profitably engage in thiswork, this study suggests that
support providers and teachers need opportunities to understand the purposes of action
research, and to gain proficiency in skills rlavant to action research including asking
researchable questions, collecting and analyzing data, and planning for action.

A balance among content, process and relationships strengthens action research
projects. Thefindings of this study suggest that the content of the action research (wheat the
action research is about) should have aclear and narrow focus. The process of action
research (how the research is carried out) should provide moderate structure and strong
support. The relationships involved in the research (between support providers and
teachers, and among teachers) should be strong and respectful.
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Links between classroom and school-wide action resear ch support reform. Strategic
attention to connecting action research to three levels of reform: the classroom, teacher
groups, and the whole school might help strengthen the benefits of action research asa
reform strategy.

Inquisitive and well-supported individuals and schools lead to promising action
resear ch projects. Thisstudy suggests that certain schools (including those with a school-
wide collaborative process and a school-wide focus) and certain teachers and support
providers (those interndly motivated to find answers to questions and those with more
experience in research and teaching) are the most easily engaged in the action research
process. For individuals or schools without these attributes, support providers might
congder fostering their development. Grester structure and clarity of purpose can help
strengthen the work of individual support providers and teachers who are less experienced
or motivated to search for answers.

To be most effective, reform needs to occur Smultaneoudy at both the level of the

classroom and the school (see eg. Fullan, 1993). The study presented here details the promise
of action research as areform strategy to connect the two levels. The findings and implications
of this study are important not only for what they contribute to our knowledge about action
research as areform srategy, but aso for detailing the potential of non-expert support for this
drategy. Consequently, the findings and implications are relevant both to researchers who are
trying to better understand action research, and to reformers and practitioners who are engaging
in school reform.
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