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ABSTRACT 

The purpose of this study was to examine how middle school teachers in the Alabama 

Black Belt perceived their use of reflective practice and how they perceived their school’s 

effectiveness. 

This study used descriptive statistics and Pearson’s correlation to answer the three 

research questions. The independent variable was reflective practice, and the dependent variable 

was school effectiveness. Grades six and seven middle school teachers were asked to respond to 

items on the Effective School Questionnaire and Reflective, Ethical and Moral Assessment 

Survey. A total of 221 middle grade teachers responded from schools throughout the Black Belt 

Region of Alabama. The three research questions answered in the study are as follows: 1. How 

do teachers in the Alabama Black Belt perceive their school’s effectiveness?  2. How do teachers 

in the Alabama Black Belt perceive their use of reflective practice?, and 3. How are teachers’ 

perceptions of school effectiveness and their use of reflective practices related? 

The researcher learned that Black Belt Region middle school teachers’ perceived usage of 

reflective practice was related to their perception of school effectiveness although the 

relationships were not very strong. In addition, teachers in the Black Belt were found to use 

reflective practice at various levels across different dimensions. Teachers believed that their 

school’s alignment to standards and shared vision were highly effective. They perceived their 

leaders as caring individuals who supported instruction time. However, these teachers also 

surmised that their schools were less highly effective as related to the feedback in which they 

received from their administrator, as well as, the feedback that was provided to students. 
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CHAPTER 1 

INTRODUCTION 

Background 

 On January 8, 2002, President George W. Bush signed the No Child Left Behind (NCLB) 

legislation into Public Law 107-110.Within NCLB, tremendous accountability was placed upon 

America’s public schools. That accountability included the improving of principal and teacher 

quality through professional development, as well as requirements for improving overall school 

effectiveness and student achievement. In this law, the largest single allocation of funds, totaling 

$3 billion, was assigned to professional development, thus intending to have a great impact on 

principal and teacher quality (No Child Left Behind [NCLB] Act of 2001, 20 U.S.C.A. § 6301). 

In reference to professional development, Guskey (2000) contended that certain aspects of the 

No Child Left Behind Act were motivated by frustration on the part of the federal government in 

allocating funds to education and not seeing much come from it; he further asserted that far too 

often in the past, educators have planned professional development based on what’s new and 

what’s hot, rather than on what is known to work with students. 

Some studies support the importance of teachers’ professional development as well as its 

effects on student achievement, which according to some is a single characteristic (student 

achievement) of effective schools (Killion, 1999). In addition, researchers, through an analysis of 

thousands of schools, including middle and elementary, found that the most important factor in 

student achievement was teacher quality (Hanushek, Kain, & Rivkin, 1998; Garet, Porter, 

Desimone, Birman, & Yoon, 2001). Scholars, throughout the professional development 
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literature, have investigated what represents effective professional development (Guskey, 2000, 

2003; Killion, 1999; Pate & Thompson, 2003; Richardson, 2003; Shulman, 1987; Sparks, 1997). 

According to Guskey (2003), 1 of 10 characteristics having an impact on the effectiveness and 

quality of professional development, is that professional development provided opportunities for 

reflection, discussion, and follow-up; the other nine characteristics include the following: (1) 

enhances teachers’ content knowledge and pedagogical knowledge; (2) based on the best 

available research evidence; (3) incorporates principles of adult learners; (4) relevant and 

focused (i.e., results-driven); (5) standards-based;  (6) ongoing and continuous; (7) embedded in 

day-to-day responsibilities; (8) aligned with school-wide improvement goals, and (9) 

collaborative and collegial. Perhaps, ironically, when writing about the characteristics of 

effective schools, Fouts (2002) contended that focused professional development was one of nine 

pertinent characteristics of effective schools. 

Today, educators throughout the United States and foreign countries are encouraged to 

become reflective practitioners as part of improving their professional practice (Arredondo 

Rucinski, 2006). In addition, Alabama adopted new teacher performance standards which are 

referred to as the Alabama Quality Teaching Standards. These standards have become a 

foundation for both the Alabama teacher evaluation system EDUCATE Alabama which was 

adopted by the Alabama State Board of Education in 2009. It is intended as a foundation for 

teacher professional development. Within EDUCATEAlabama, teachers are required to 

collaboratively complete a professional learning plan that includes reflection and its impact on 

personal practice and student learning. 

Referring to guided reflection in teacher education, Reiman (1999) wrote that “in the 

absence of reflection, practitioners run the risk of relying on routinized teaching” (p. 598). Thus, 
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because classroom teachers or practitioners have the greatest capacity to influence educational 

change, any efforts of systematic reform must focus on classroom teachers/practitioners as 

primary change agents (Fitzsimmons & Kerpelman, 1994). 

Although the bulk of research on reflective practice in the United States is concentrated 

on pre-service teachers, rather than in-service teachers (Boud & Walker, 1998; Parsons & 

Stephenson, 2005), studies have shown that critical reflection upon experience has been an 

effective technique for professional development and growth (Ferraro, 2000; Wise, Spiegel, & 

Bruning, 1999; Ray & Hocutt, 2006; Arredondo Rucinski et al, 2009). Further, critical reflection 

analyzes a goal and means to that goal in a context of morality and justice (Van Manen, 1997). 

Dewey, one of the earliest writers to promote reflection as a way of professional development in 

teaching, maintained that critical reflection is the most significant quality a teacher may have 

because it has more impact on the quality of schools and instruction, than other teaching 

techniques one chooses to use (Dewey, 1933). Thus, to many, the ability to reflect on one’s 

actions is considered a defining attribute of professional practice. Schon (1987) maintained that 

beginners in a discipline can improve their practice to make it more consistent with that of 

successful, experienced practitioners through reflection which should take place throughout the 

teaching process. 

Licklider (1997) supported the idea that critical reflection by in-service teachers upon 

experience is an effective technique particularly related to self-directness, which is an important 

component of adult learning theory. Harris (1998) found that research on effective teaching over 

a period of two decades demonstrated that effective practice is linked to reflection, inquiry and 

continuous professional growth, thus making reflective practice a beneficial form of professional 

development for in-service and pre-service level teachers. Further, according to Martin (2008), a 
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study revealed that reflective practice growth occurred among rural middle school teachers and 

their principals as a result of co-teaching interactions with their principal. Other studies, both 

within and outside of the United States, have found similar benefits of critical reflection and 

reflective practice as professional development and growth by in-service teachers and pre-service 

teachers (Arredondo Rucinski et. al, 2009; Hsiu-ting, 2008; Reynolds & Beitler, 2007; Wise, 

Spiegel, & Bruning, 1999; Martin, 2008); some of these studies focused on teachers in middle 

school settings (Ray & Hocutt, 2006). 

Ginsburg (1988) asserted that for reflection to take place in a manner that facilitates 

professional development and growth, one must use problem skills to enhance teacher 

understanding of professional growth. Professional development and growth are developed when 

reflection is fostered (Osterman & Kottkamp, 2004). Thus, adding to the effects of reflection on 

professional development, Goodlad (1999) suggested that reflection assists the educator in 

becoming a daily moral steward. 

 

Purpose of the Study 

 The purpose of the study was to examine how teachers in the Alabama Black Belt 

perceived their use of reflective practice and how they perceived their school’s effectiveness. 

Studies indicated that teachers were more reflective in effective schools; thus it was 

hypothesized that a positive relationship between teachers’ perceptions of school effectiveness 

and their perceived use of reflective practices existed. In other words, the higher teachers’ 

perception of school effectiveness, the greater the usage of reflective practice would be found. In 

addition, the opposite will be true; the greater the exhibition of teachers’ reflective practice, the 

higher teachers’ perception of their school’s effectiveness would be found.  
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Conceptual Underpinning 

 The conceptual underpinnings for this study were formed from models incorporating 

characteristics of reflective practice and schools effectiveness tools. Factors of reflective practice 

such as collaboration, shared vision, and critical reflection/inquiry partially overlap with those of 

Fouts’s school effectiveness survey which also shared similarities with the “five disciplines” of 

learning organizations identified by Senge (1994). Osterman and Kottcamp (2004) suggested that 

reflection is connected with experiential learning theory, and therefore, a need for collaboration 

exists whether in school workplaces or higher education. This further supported the 

connectedness of components of professional development, reflection, and school effectiveness.  

 Dewey  was one of the first to write about reflective practice, and he defined reflective 

thought as “active, persistent, and careful consideration of any belief or supposed form of 

knowledge in the light of the grounds that support it and the further conclusions to which it 

tends” (Dewey, 1933). Schon (1987) introduced the modern-day concept of reflective practice as 

a critical process in refining one’s artistry or craft in a specific discipline. Schon (1987) 

described reflection as a type of out-of-body experience in which actions are analyzed and 

viewed in the context of thinking and decision-making processes. At the level of in-service 

teaching, studies have shown that critical reflection upon experience continues to be an effective 

technique for professional development (Knight, 2002). Furthermore, studies showed that critical 

reflection upon experience is an effective technique for professional development among in-

service teachers (Ferraro, 2000; Wise, Spiegel, & Bruning, 1999). Licklider (1997) argued that 

effective teacher professional development should entail more than occasional large group 

settings; it should facilitate study teams in which teachers continuously examined their practices 

and assumptions. Uzat (1998) concluded that serving as mentor to peers is a form of reflective 
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practice that can ultimately lead to increased self-efficacy. In addition, teachers’ beliefs that they 

affected students’ lives as well as the school impacted their motivation to grow (Uzat 1998). 

 

Statement of Problem 

The problem investigated in this study was the extent to which teachers’ reflective 

practices in Black Belt Schools of Alabama correlate with those teachers’ perceptions of school 

effectiveness. It was believed that the findings of this study, if positive, might prove instructive 

to other middle schools within and outside of Alabama’s Black Belt regarding the use of 

reflective practice as a form of professional development. Overall, more focus is being placed on 

reflection as a means for improving professional practice and teacher growth (Arredondo & 

Rucinski, 1998). Studies indicated that professional development impacts teacher practices. 

Although some schools within the Black Belt of Alabama struggled academically and show high 

poverty levels within their demographic regions, several schools met state and federal 

requirements for adequate yearly progress. Some constituents considered those schools who met 

requirements as effective. However, little attention was given to how practicing teachers may 

perceive their school’s effectiveness within the Alabama Black Belt. Therefore, it was the belief 

of this researcher that it is essential to determine the relationships between reflective practice and 

teachers’ perceptions of their school’s effectiveness. 

 

Primary Research Questions 

1. How do teachers in the Alabama Black Belt perceive their school’s effectiveness? 

2. How do teachers in the Alabama Black Belt perceive their use of reflective practice? 

3. How are teachers’ perceptions of school effectiveness and their use of reflective 

practices related?  
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Overview of Research Methods 

Sample 

 Although there are 17 counties in the Black Belt of Alabama which includes Barbour, 

Bullock, Choctaw, Crenshaw, Dallas, Greene, Hale, Lowndes, Macon, Marengo, Perry, Pickens, 

Pike, Russell, Sumter, Montgomery, and Wilcox, this study consisted of  a convenience sample 

of rural middle schools within nine counties of the Black Belt region. Those counties were 

Bullock, Butler, Dallas, Greene, Lowndes, Choctaw, Marengo, Perry, and Wilcox. The numbers 

of middle schools teachers was determined based on sample size requirements described by Gall, 

Gall, and Borg (2007). 

 

Data Collection 

 The researcher administered the Reflective, Ethical, and Moral Assessment Survey 

(REMAS) which is a Reflective Practice Survey questionnaire developed by Arredondo Rucinski 

and Bauch (2006) and the Effective Schools Tools Survey (ESTS) developed by Fouts (2002). 

The surveys were administered to middle school teachers to determine their level of reflective 

practice and their perceptions of their respective school’s effectiveness. 

 

Data Analysis 

In this study, middle school teachers’ level of reflection was correlated with their 

perception of school effectiveness. For this study, the independent variable was reflective 

practice. The dependent variable was school effectiveness. The unit of analysis was teachers 

within their individual schools. Descriptive statistics and Pearson’s correlation statistics were 

used to answer the research questions. 
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Descriptions of Black Belt Districts in Sample/Rural Schools 

The Black Belt Region of Alabama includes the most economically challenged counties 

in Alabama. Poverty is often labeled as the culprit in student educational attainment (Arredondo 

Rucinski & Bauch, 2006). The Black Belt, which is named for the Black rich soil that was once 

used for cotton farming, includes Barbour, Bullock, Butler, Choctaw, Crenshaw, Dallas, Greene, 

Hale, Lowndes, Macon, Marengo, Montgomery, Perry, Pickens, Russell, Sumter, and Wilcox 

counties. Often the region was extended to include neighboring counties of Clark, Conecuh, 

Escambia, Monroe, and Washington. Montgomery County was excluded as part of the Black 

Belt although it had similar demographics because of urban development there. Within these 

counties, one finds that the primary industry consisted of agriculture or timber; the larger 

percentage of population was African American; an unemployment rate that was high; 

substandard housing was prevalent; limited access to health care was found; low levels of 

academic attainment existed; and the area was isolated from the state’s major transportation 

infrastructure (Alabama’s Black Belt, 2008). Arredondo Rucinski and Bauch (2006), focusing on 

and studying graduate students in educational leadership, maintained that an achievement gap in 

the USA will further widen if reflective thinking, among other qualities, is not taken on as new 

roles of engagement particularly among school administrators because poverty is generally the 

culprit of student educational attainment. 

From a national perspective, nearly one-third (32.3%) of the public elementary and 

secondary schools in America are rural (Williams, 2010). The percentages of rural schools 

ranged from 9.5% in the state of New Jersey to 76.9% in South Dakota. Alabama is one of 11 

states where more than half of all rural students attend school. States that were sparsely 
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populated or where transportation was difficult tended to have the highest percentages of rural 

schools. 

According to the National Center for Educational Statistics, as cited by Williams (2010), 

districts tended to be smaller overall in rural places, but there were wide variations in district 

size. Rural, high-poverty districts that served a disproportionately high number of African-

American students were more likely to be countywide or near countywide and have larger 

schools. This also held true for districts with large numbers of Hispanic-Latino students. Small 

school size was one of the advantages presented by rural education. Research from the NCES 

also indicated that small size was particularly beneficial for students performing in the lowest 

quartile on standardized tests and for students who live in poverty. 

Many of the Black Belt schools in the sample shared similar demographics. In Bullock, 

almost 72% of the population was non-White. Almost 92% of the public school students in 

Grades 7 and 8 were Black (Alabama State Department of Education, 2009). The median house 

income was over $21,000 (U.S. Census Bureau, 2010). According to the Alabama State 

Department of Education (2009), 92.3% of the student population was eligible for free or 

reduced price meals. The average daily membership for the system was 1,611 students. Of the 

108 teachers in Bullock County, 13.2% held doctorates, 43.4% held Master’s degrees, and 38% 

held Bachelor’s degrees. In reading, Grade 7 and Grade 8 students scored in the 38th percentile 

and 27th percentile, respectively on the Stanford Achievement Test. In math, Grade 7 and Grade 

8 students scored in the 36th percentile and 21st percentile on the Stanford Achievement Test. 

In Butler County, nearly 61% of the public school students in Grades 7 and 8 were Black, 

while approximately 36% were White (Alabama State Department of Education, 2009). The 

county’s population was comprised of 43.4% Black citizens and 54.4% White citizens; the 
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median house income was nearly $28,000 (U.S. Census Bureau, 2010). According to the 

Alabama State Department of Education (2009), 74.4% of the student population was eligible for 

free or reduced price meals. The average daily membership for the system was 3,348 students. 

Of the 188 teachers in Butler County, 7.9 % held doctorates, 50.4% held Master’s degrees, and 

38.4% held Bachelor’s degrees. In reading, Grade 7 and Grade 8 students scored in the 50th 

percentile and 38th percentile, respectively, on the Stanford Achievement Test. In math, Grade 7 

and Grade 8 students scored in the 55th percentile and the 43rd percentile on the Stanford 

Achievement Test. 

In Choctaw County, almost 62.7% of the public school students in Grades 7 and 8 were 

Black and 36% were White (Alabama State Department of Education, 2009). The county’s 

population was comprised of 43.4% Black citizens and 55.8% White citizens; the median house 

income was over $31,000 (U.S. Census Bureau, 2010). According to the Alabama State 

Department of Education (2009), 75.8% of the student population was eligible for free or 

reduced price meals. The average daily membership for the system was 1,886 students. Of the 

107 teachers in Choctaw County, 4.2% held doctorates, 60.1% held Master’s degrees, and 35.7% 

held Bachelor’s degrees. In reading, Grade 7 and Grade 8 students scored in the 44th percentile 

and 42nd percentile, respectively, on the Stanford Achievement Test. In math, Grade 7 and 

Grade 8 students scored in the 35th percentile and 41st percentile on the Stanford Achievement 

Test. 

In Dallas County, over 99% of the public school students in Grades 7 and 8 were Black 

(State of Alabama Department of Education, 2009). The county’s population was comprised of 

72.5% Black citizens and 26.8% White citizens; the median house income was a little over 

$22,000 (U.S. Census Bureau, 2010). According to the Alabama State Department of Education 
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(2009), 100% of the student population was eligible for free or reduced price meals. The average 

daily membership for the system was 4,213 students. Of the 236 teachers in Dallas County, 5.8% 

held doctorates, 49.8% held Master’s degrees, and 39.7% held Bachelor’s degrees. In reading, 

Grade 7 and Grade 8 students scored in the 41st percentile and 33rd percentile, respectively, on 

the Stanford Achievement Test. In math, Grade 7 and Grade 8 students scored in the 35th 

percentile and 41st percentile on the Stanford Achievement Test. According to the Alabama 

Department of Children Affairs (2010), the county was also marked by high rates of low birth 

weight, poverty, high school dropouts, unemployment, teen pregnancy, low SAT scores, and less 

than adequate prenatal care utilization. 

Selma City Schools District is located in Dallas County, and nearly 99% of the children 

in Selma City were Black. Eighty-six percent of the student were eligible for free or reduced 

price meals. The average daily membership for the system was 3,815 students. Of the 239 

teachers in Selma City Schools, 8.6% held doctorates, 52% held Master’s degrees, and 35.2% 

held Bachelor’s degrees. In reading, Grade 7 and Grade 8 students scored in the 37th percentile 

and 35th percentile, respectively, on the Stanford Achievement Test. In math, Grade 7 and Grade 

8 students scored in the 31st percentile and 38th percentile on the Stanford Achievement Test. 

Over 97% of Green County Public School students in Grades 7 and 8 were Black 

(Alabama State Department of Education, 2009). The county’s population was comprised of 

69.4% Black citizens and 29.1% White citizens; the median house income was a little over 

$26,000 (U.S. Census Bureau, 2010). According to the Alabama State Department of Education 

(2009), 100% of the student population was eligible for free or reduced price meals. The average 

daily membership for the system was 1,422 students. Of the 92 teachers in Greene County, 5.4% 

held doctorates, 54.1% held Master’s degrees, and 38.7% held Bachelor’s degrees. In reading, 
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Grade 7 and Grade 8 students scored in the 37th percentile and 26th percentile, respectively, on 

the Stanford Achievement Test. In math, Grade 7 and Grade 8 students scored in the 32nd 

percentile and 25th percentile, respectively, on the Stanford Achievement Test. 

In Lowndes County, nearly 99% of the public school students in Grades 7 and 8 are 

Black (State of Alabama Department of Education, 2009). The county’s population is comprised 

of 73.5% Black citizens and 25.5% White citizens; the median household income was $29,100 

(U.S. Census Bureau, 2010). According to the Alabama State Department of Education (2009), 

95.3% of the student population was eligible for free or reduced price meals. The average daily 

membership for the system was 1,971 students. Of the 118 teachers in Lowndes County, 13.2 % 

held doctorates, 42.8% held Master’s degrees, and 37.7% held Bachelor’s degrees. In reading, 

Grade 7 and Grade 8 students scored in the 41st percentile and 43rd percentile, respectively, on 

the Stanford Achievement Test. In math, Grade 7 and Grade 8 students scored in the 35th 

percentile and 37th percentile, respectively, on the Stanford Achievement Test. According to the 

Alabama Department of Children Affairs (2010), Lowndes County was also marked by high 

rates of low birth weight, poverty, high school dropouts, unemployment, teen pregnancy, low 

SAT scores, and less than adequate prenatal care utilization. 

In Marengo County, nearly 98% of the public school students in Grades 7 and 8 were 

Black (Alabama State Department of Education, 2009). The county’s population is comprised of 

51.7% Black citizens and 46.4% White citizens; the median household income was over $31,000 

(U.S. Census Bureau, 2010). According to the Alabama State Department of Education (2009), 

100% of the student population was eligible for free or reduced price meals. The average daily 

membership for the system was 1,563 students. Of the 94 teachers in Marengo County, 3.9 % 

held doctorates, 57.5% held Master’s degrees, and 34.6% held Bachelor’s degrees. In reading, 
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Grade 7 and Grade 8 students scored in the 41st percentile and 36th percentile, respectively, on 

the Stanford Achievement Test. In math, Grade 7 and Grade 8 students scored in the 37th 

percentile and 39th percentile, respectively, on the Stanford Achievement Test. 

Demopolis City Schools is located within Marengo County, and nearly 50.57% of the 

children in Demopolis School System were Black while 48.28% were White. Fifty-four percent 

of the students were eligible for free or reduced price meals. The average daily membership for 

the system was 2,425 students. Of the 148 teachers in Demopolis City Schools, 3.3% held 

doctorates, 57.2% held Master’s degrees, and 36.1% held Bachelor’s degrees. In reading, Grade 

7 and Grade 8 students scored in the 37th percentile and 35th percentile, respectively, on the 

Stanford Achievement Test. In math, Grade 7 and Grade 8 students scored in the 31st percentile 

and 38th percentile on the Stanford Achievement Test. 

Over 99% of the Wilcox County Public School students in Grades 7 and 8 were Black 

(Alabama State Department of Education, 2009). The county’s population was comprised of 

72.5% Black citizens and 26.8% White citizens; the median household income was a little over 

$22,000 (U.S. Census Bureau, 2010). According to the Alabama State Department of Education 

(2009), 100% of the student population was eligible for free or reduced price meals. The average 

daily membership for the system was 2,090 students. Of the 134 teachers in Wilcox County, 

6.6% held doctorates, 37.3% held Master’s degrees, and 48.8% held Bachelor’s degrees. In 

reading, Grade 7 and Grade 8 students scored in the 47th percentile and 33rd percentile, 

respectively, on the Stanford Achievement Test. In math, Grade 7 and Grade 8 students both 

scored in the 39th percentile on the Stanford Achievement Test. According to the Alabama 

Department of Children Affairs (2010), the county was marked by high rates of low birth weight, 



14 

poverty, high school dropouts, unemployment, teen pregnancy, low SAT scores, and less than 

adequate prenatal care utilization. 

In Perry County, almost 100% of the public school students in Grades 7 and 8 were Black 

(Alabama State Department of Education, 2009). The county’s population was comprised of 

72.5% Black citizens and 26.8% White citizens; the median household income was over $24,000 

(U.S. Census Bureau, 2010). According to the Alabama State Department of Education (2009), 

99.6% of the student population was eligible for free or reduced price meals. The average daily 

membership for the system was 1,942 students. Of the 138 teachers in Perry County, 10.5 % held 

doctorates, 41.4% held Master’s degrees, and 42.8% held Bachelor’s degrees. In reading, Grade 

7 and Grade 8 students scored in the 32nd percentile and 33rd percentile, respectively, on the 

Stanford Achievement Test. In math, Grade 7 and Grade 8 students scored in the 30th percentile 

and 32nd percentile on the Stanford Achievement Test. According to the Alabama Department of 

Children Affairs (2010), the county was marked by high rates of low birth weight, poverty, high 

school dropouts, unemployment, teen pregnancy, low SAT scores, and less than adequate 

prenatal care utilization. Within this sample, many of the counties shared similar characteristics. 

 

Effective Schools Overview 

 Historically the effective school movement grew from the study of effective and high 

performing schools that served predominantly low income populations (Edmonds, 1979). 

Edmonds contended that equity, teacher expectation, instructional leadership, and student 

achievement were traditionally synonymous with school effectiveness. Some studies have shown 

that characteristics of effective schools include strong principal leadership, high expectation for 

students, safe and structured school environment, and quality instructional school program 
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(Bliss, Firestone & Richards, 1991; Marzano, 2003; Purkey & Smith, 1983). Fouts (2002) argued 

that “no silver bullet” to ensure high student performance existed; instead high performing or 

effective schools possess nine characteristics. Marzano (2003) investigated various factors across 

three levels of schools that most significantly contributed to school effectiveness and student 

achievement; Marzano contended that school-level factors have the most impact on school 

effectiveness. These were: (1) safe and orderly environment, (2) challenging goals and effective 

feedback, (3) guaranteed and viable curriculum, (4) collegiality and professionalism, and (5) 

parent and community involvement (Marzano, 2003). 

 

Reflective Practice Overview 

According to Loughran (2002), the term reflection has been used with a variety of 

meanings over the years, as the “reflection” has traveled through the world of practice. Other 

writers also described reflective practice as a term that carries diverse meanings (Grimmett & 

Erickson, 1988; Richardson, 1992).Although Loughran (2002) maintained that reflective practice 

simply means thinking about something; for others, it is a well-defined and crafted practice that 

carries very specific meaning and associated action. Loughran wrote that many professions, 

including teaching, realize that the need is for individuals to develop their understandings about 

the way they conduct their work, and to be more skilled practitioners through their work. 

Reflection has been extremely important in informing the profession about aspects of practice. 

When this occurs, Loughran maintains that the knowledge base of the profession is refined and 

developed in ways that aids the practitioner in becoming a more informed and effective 

professional.  
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Scholars have contributed to the research on reflective practice. The earliest foundation 

on reflection theory, however, has been attributed to John Dewey; however, reflective practice 

origins may be traced back centuries earlier to Plato, Buddha, Lao Tzu, and Marcus Aurelius 

(Hatton & Smith, 1995; Suibhne 2009). Dewey wrote that when teachers reason, speculate, and 

contemplate using responsibility, wholeheartedness, and open-mindedness, they will not base 

their actions on tradition, impulse or another; rather teachers will act with planning and foresight. 

Schon (1983), building upon Dewey, suggested that one’s ability to reflect on actions is a 

defining characteristic of professional practice. Clark (1995) asserted that becoming a good 

teacher results from conscious reflection on events, readings, training, and other contextual 

contributions. Van Manen (1977) categorized reflection into three states: (1) analyzing the 

effects of strategies used, (2) reflecting about the assumptions underlying classroom practice 

specifics and their consequences, and (3) questioning of the moral and ethical dimensions related 

to classroom situations. Further, Schon (1983) suggested that one of the defining characteristics 

of professional practice is the capacity to reflect so as to engage in a process of continuous 

learning. In order to contribute to learning, reflection must involve a synthesis of the experience 

and incorporate analysis, critical thinking and evaluation. Thus, it appears that in regard to 

educational practice, reflection has the capacity to improve the quality of teaching and learning 

(Ghaye & Ghaye, 1998). 

Ghaye and Ghaye (1998) contended that one’s engagement in reflective practice is about 

admitting that there is always improvement possible. To further support their stance on reflective 

practice, Ghaye and Ghaye (1998) provided 10 principles of reflective practice, as described by 

Carr (2004): (1) reflective practice should be understood as a discourse; (2) reflective discourse 

is the heart of the process of improving; (3) reflective practice is energized by experience that is 
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comprised of planning for learning, assessment, recording teaching styles and influences on 

teaching; (4) reflective practice is a process involving a reflective turn to take a look at one’s 

assumed values and practices; (5) reflective practice is concerned with learning to account for 

oneself, which includes learning how to explain, justify, describe teaching and learning; (6) 

reflective practice should be understood as a disposition to inquiry, thus, viewing teaching and 

learning as problematic, so one questions it or attempts to learn from it; (7) reflective practice is 

interest serving, creating knowledge to put knowledge to work in order to achieve desired and 

justified results; (8) reflective practice is a way of decoding a symbolic landscape affecting the 

culture of the school; (9) reflective practice is at the interface between notions of practice and 

theory linking that make linking them a creative process; and (10) reflective practice requires 

critical thinkers (p. 24). 

 

Limitations of the Study 

 The limitations of this study included the following: 

1. The study was limited to middle school level Grade 7 and Grade 8 teachers in the 

Black Belt region of Alabama. 

2. The study focused on the perceptions of middle school level Grade 7 and Grade 8 

teachers’ perceived reflective practice usage and their perception of their schools’ effectiveness. 

3. The sample was a limited representation of the total population, since the study takes 

place in nine counties of the Black Belt region of Alabama. 
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Definition of Terms 

Reflective practice is a critical process in refining one’s artistry or craft in a specific 

discipline. It is the process by which actions and experiences are analyzed and viewed in context 

of thinking and decision-making (Schon, 1987). 

Professional development is activities that foster professional growth opportunities for 

teachers to develop their craft, share school practices and build learning communities. 

Characteristics of professional development include job embedded, reflection activities, ongoing, 

etc. (Guskey, 2000). 

Black Belt Region of Alabama includes the most economically challenged counties in 

Alabama. The Black Belt, which is named for the Black rich soil that was once used for cotton 

farming, includes Barbour, Bullock, Choctaw, Crenshaw, Dallas, Greene, Hale, Lowndes, 

Macon, Marengo, Montgomery, Perry, Pickens, Pike, Russell, Sumter, and Wilcox counties 

(Alabama’s Black Belt, 2008). 

Effective Schools are schools that share nine basic characteristics which are (1) clear and 

shared focus; (2) high standards and expectations for all students; (3) effective school leadership; 

(4) high levels of collaboration and communications; (5) curriculum, instruction, assessment 

aligned with standard; (6) frequent monitoring of learning and teaching; (7) focused professional 

development; (8) supportive learning environment; and (9) high levels of family and community 

involvement (Fouts, 2002). 

Middle schools are schools at a level between elementary and high school, typically 

including Grades 5 through 8. 
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 Effective Schools Questionnaire Survey (ESQ) questionnaire is a 60-item Likert-type 

survey instrument used to measure the perceived effectiveness of schools created at the 

Washington Schools Research Center (Fouts, Abbott, & Baker, 2002) 

 Reflective, Ethical, and Moral Assessment Survey (REMAS) is a 34-item Likert-type 

survey instrument that measures perceptions of use of reflective, ethical and moral dispositions 

(Arredondo Rucinski & Bauch, 2006).
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CHAPTER 2 

REVIEW OF RELEVANT LITERATURE 

Origin and Definitions of Reflective Practice 

Numerous scholars have contributed to the research on reflective practice. The earliest 

foundations on reflections theory in education, however, has been attributed to John Dewey 

although general reflective practices origins may be traced back centuries earlier to Plato, 

Buddha, Lao Tzu, and Marcus Aurelius (Hatton & Smith, 1995; Suibhne 2009). Arredondo 

Rucinski (2005) described Dewey as pioneer of modern theories of reflective practice. Dewey 

(1910) was among the first to promote reflection as a way of professional development as in 

teaching. Dewey suggested that when teachers reason, speculate, and contemplate using 

responsibility, wholeheartedness, and open-mindedness, they will not base their actions on 

tradition, impulse or another; rather teachers will act with planning and foresight. Furthermore, 

Dewey (1910) described the concept of reflective thinking and how it would operate in an 

individual who is deliberating within a practical setting. Dewey (1910) implied that a moral 

individual would treat professional actions as experimental. Afterwards, the individual would 

then reflect upon those actions and the consequences of those actions. Dewey summarized the 

thought when he wrote:  

Reflective thinking is always more or less troublesome because it involves overcoming 
the inertia that inclines one to accept suggestions at their face value; it involves 
willingness to endure a condition of mental unrest and disturbance. Reflective thinking, 
in short, means judgment suspended during further inquiry; and suspense is likely to be 
somewhat painful. The most important factor in the training of good mental habits 
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consists in acquiring the attitude of suspended conclusion, and mastering the various 
methods of searching for new materials to corroborate or to refute the first suggestions 
that occur. To maintain a state of doubt to carry on systematic and protracted inquiry-
these are the essentials of thinking. (p.13) 
 

Dewey (1916) described the educational process as a “continual reorganization, reconstruction 

and transformation of experience” (p. 50), for he maintained  that it is only through experience 

that man learns about the world and only by the use of his experience that man can maintain and 

better himself in the world. Dewey (1938) ascertained that reflection was more than just 

examining of thinking. Instead, it involves an active and deliberate cognitive process that used 

connected ideas of beliefs and knowledge in order to gain deeper understanding and attain goals 

of improvement.  

 Schon (1983), building upon Dewey, suggested that one’s ability to reflect on actions is a 

defining characteristic of professional practice. Thus, Schon (1987) defined reflective practice as 

a critical process in refining one’s artistry or craft in a specific. He also described reflection as a 

type of out-of-body experience in which actions are analyzed and viewed in the context of 

thinking and decision making processes. It is the process by which actions and experiences are 

analyzed and viewed in context of thinking and decision-making. Furthermore, Schon 

maintained the following: 

The practitioner allows himself to experience surprise, puzzlement, or confusion in a 
situation which he finds uncertain or unique. He reflects on the phenomenon before him, 
and on the prior understandings which have been implicit in his behavior. He carries out 
an experiment which serves to generate both a new understanding of the phenomenon 
and a change in the situation. (Schon, 1983, p. 68) 
 

Schon (1983) maintained that the capacity to reflect on action so as to engage in a process of 

continuous learning was one of the defining characteristics of professional practice.  

 Richardson (1992) described reflective practice as a term that carries diverse meanings. 

Loughran (2002) wrote that reflective practice simply means thinking about something; for 
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others, it is a well-defined and crafted practice that carries very specific meaning and associated 

action. Osterman and Kottkamp (2004) defined reflective practice as a systemic, scientific, and 

comprehensive process requiring data-gathering that is enriched by dialogue and collaborative 

efforts. Cruickshank and Applegate (1981) suggested reflective practice as a process that aids 

teachers in thinking about what happened, why it happened, and what else could have possibly 

been done to reach a specific goal. York-Barr et al called the practice an inquiry approach that 

includes a personal commitment to continuous improvement and learning (York-Barr, Sommers, 

Ghere, & Montie 2001). Similarly, reflective practice is defined as the use of higher-level 

thinking, such as critical inquiry and metacognition, which ultimately allow the practitioner to 

move beyond a focus on isolated facts or data to perceive a broader context for understanding 

behavior and events (Hatton & Smith, 1995). Cole and Knowles (2000) found that reflective 

practice is an ongoing process that require refining and examining of practice that is variously 

focused on the pedagogical, personal, curricular, societal, intellectual, and ethical contexts 

related to professional work. 

Arredondo Rucinski (2005) maintained that altogether scholars have discussed reflection 

as a process of critical inquiry to a process of understanding meaning and making meaning based 

on one’s life-world. Reflection entailed building upon known knowledge and integrating what is 

known in to what is experienced (Arredondo Rucinski, 2005). Larrivee (2004) wrote that critical 

reflection represents the zenith or ultimate aim of all descriptions of reflective practice, since 

reflective practice is often seen as the bedrock of professional identity. Larrivee and Cooper 

(2006) further maintained that critical reflection has the most consensuses in the literature as a 

level of reflection examining the ethical, social and political consequences of one’s teaching. 
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The Association for Supervision and Curriculum Development (ASCD, 2009) asserted 

that reflection is a process of self-examination and self-evaluation that effective educators 

regularly engaged in to improve their professional practices. ASCD further wrote that effective 

educators must essentially do four things: (1) think carefully about what is taking place in a 

given situation, (2) identify the options available, (3) consider their own values as professional 

and their comfort level in action on those values, and (4) make conscious choices about how to 

act to make a difference.  

Dewey (1938) described reflection as an important aspect of learning from experience. 

Dewey maintained that reflective thinking leads educators to act in a “deliberate and intentional 

fashion” rather than in a “blind and impulsive.” Dewey stressed the importance of reflection on 

practices as well as integrating observations into emerging theories of teaching and learning. 

Thus, he asserted that educators become both the producers and consumers of knowledge about 

educational practices. 

Larrivee (2004) generated three critical levels of reflection: (1) an initial level focused on 

teaching functions, actions or skills, generally considering teaching episodes as isolated. (2) A 

more advanced level considering the theory and rationale for current practice. (3) A higher order 

where teachers examine the ethical, social and political consequences of their teaching, grappling 

with the ultimate purposes of schooling. Critical reflection fosters the following dimensions: (1) 

conscious consideration of the ethical implications and consequences of practices on student and 

their learning maintained; (2) questioning of underlying assumptions, biases, and values one 

brings to bear on their teaching; and (3) extended awareness beyond immediate instructional 

circumstances to include caring about democratic foundations and encouraging socially 

responsible actions (Larrivee & Cooper, 2006).  
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Facilitating of Reflective Practice 

According to Van Manen (1977), educators must engage in three stages of reflection to 

have the maximum effect on professional growth and development. The three stages or types of 

reflection consisted of technical, practical, and critical. In the first type, the educator is solely 

focused on analyzing the effects of strategies used. The second stage entailed reflection on the 

assumptions underlying a specific classroom practice and the consequences of those 

assumptions. Stage three involved asking questions about the moral and ethical dimensions of 

decisions related to situations. This stage involved the reflecting on specific assumptions that 

may underline decision or act as well as the broader ethical, moral, political and historical 

implications underpinning the assumptions on which the decisions are made. Thus, critical 

reflection examined a goal and means to that goal in the context of morality and justice whereas 

growth and purpose are the key components.  

Richardson (1990) maintained that the development of competent and reflective teachers 

is a goal toward which most teachers should strive; thus reflection is what ties theory and 

practice together (Senge, 2004). Furthermore, Ghaye and Ghaye (1998) contended that one’s 

engagement in reflective practice is about admitting that there is always improvement possible. 

To further support their stance on reflective practice, Ghaye and Ghaye (1998) provided 10 

principles of reflective practice as recorded by Carr ( 2004): (1) reflective practice should be 

understood as a discourse; (2) reflective discourse is the heart of the process of improving; (3) 

reflective practice is energized by experience that is comprised of planning for learning, 

assessment, recording teaching styles and influences on teaching; (4) reflective practice is a 

process involving a reflective turn to take a look at one’s assumed values and practices; (5) 

reflective practice is concerned with learning to account for oneself, which includes learning how 
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to explain, justify, describe teaching and learning; (6) reflective practice  should be understood as 

a disposition to inquiry, thus, viewing teaching and learning as problematic, so one questions it 

or attempts to learn from it; (7) reflective practice is interest serving, creating knowledge to put 

knowledge to work in order to achieve desired and justified results; (8) reflective practice is a 

way of decoding a symbolic landscape affecting the culture of the school; (9) reflective practice 

is at the interface between notions of practice and theory linking that make linking them a 

creative process; and (10) reflective practice requires critical thinkers.  

Dewey described three essential attitudes which are considered the foundation of 

reflective practice. The three essential elements are responsibility, open-mindedness, and 

wholeheartedness. Larrivee and Cooper (2006) wrote that the difference between reflective and 

non-reflective teachers is the pursuing of an inquiry stance. Larrivee and Cooper (2006) 

constructed ten attributes of the reflective practitioner as related to reflection. The practitioner 

must do the following: (1) strive to align behaviors with values and beliefs, (2) seek to discover 

what is true, (3) engage in ongoing inquiry, (4) solicit feedback, (5) reflect on and learn from 

experience, (6) remain open to alternative perspectives, (7) assume responsibility for own 

learning, (8) take action to align with new knowledge and understandings, (9) commit to 

continuous improvement in practice, and (10) observe self in the process of thinking. 

 

Reflective Practice Research Studies 

Harris (1998) found that research on effective teaching over a period of two decades 

demonstrated that effective practice is linked to reflection, inquiry and continuous professional 

growth, thus making reflective practice a beneficial form of professional development for in-

service and pre-service level teachers (Arredondo Rucinski et al, 2009; Hsiu-ting, 2008; 
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Reynolds & Beitler, 2007; Martin, 2008; Wise, Spiegel, & Bruning, 1999); some of these studies 

focused on teachers in middle school settings (Ray & Hocutt, 2006). Although some research 

argued that the bulk of research on reflective practice in the United States is concentrated on pre-

service teachers, rather than in-service teachers (Boud & Walker, 1998; Parsons & Stephenson, 

2005), studies have shown that critical reflection upon experience has been an effective 

technique for professional development and growth (Ferraro, 2000; Ray & Hocutt, 2006; Wise, 

Spiegel, & Bruning, 1999). 

According to Martin (2008), a study revealed that reflective practice growth occurred 

among rural middle school teachers and their principals as a result of co-teaching interactions 

with their principals. The reflective practices of three rural Southern Colorado teachers were 

measured before, during, and after co-taught units involving the teachers and their building 

principal. The concepts of teacher isolation and the principal’s role as instructional leader to 

reduce teacher isolation were discussed. Data were collected through interviews, observations, 

and analysis of artifacts. The study explored individual case studies involving the three rural 

middle school teachers representing various content areas and experiences. The reflective 

practice levels were compared to the Reflective Practice Spiral (York-Barr, Sommers, Ghere, & 

Montie, 2006) prior to and after co-teaching with their building principal. Martin (2008) 

discovered that teachers in this case study showed growth in their reflective practices as a result 

of their co-teaching interactions with their principal.  

Kilgore, Ross, and Zbikowski (1990) investigated the effect of school context on first-

year teachers’ reflective judgment. Six beginning teachers were asked to describe a problem that 

they had encountered in their first year of teaching and their attempted solutions. These teachers 

received four questionnaires that were completed. Their descriptions were analyzed to determine 
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the teachers’ level of reflective judgment. Analysis of interviews with the teachers revealed that 

the teachers who exhibited more mature reflection worked in schools with supportive colleagues 

and administrators who valued teacher decision making and gave teachers autonomy to 

experiment with curriculum and instructional strategies. 

Reynolds and Beitler (2007) examined challenges and benefits of an instrumental music 

teacher’s reflective practice techniques. The teacher inquiry was completed in two phases. 

During Phase I the teacher collected her sixth grade students’ written responses to weekly 

reflection questions and kept a professional journal of the responses. The purpose of this teacher 

inquiry was to examine challenges and benefits of an instrumental music teachers reflective 

practice techniques. Challenges included organizing reflection logistics and effective questions, 

and coping with interruptions to the processes. Benefits included an emerging routine of 

incorporating students’ reflection responses and journal entries into subsequent weekly 

objectives, reconstructing knowledge and practice, and learning from the written reflections: 

students needed to practice writing the language of music. During Phase II, the teacher 

collaborated with the music teacher educator, and reexamined artifacts collected over the 8 

months of the inquiry--an unfamiliar task. The instrumental music teacher uncovered aspects of 

long-held teaching and learning assumptions, and realized that (a) the documented reflections 

and collaboration helped place year-end frustrations and accomplishments into perspective, and 

(b) anticipated collaboration heightened her commitment to the inquiry. 

In California, Deutsch’s (1996) investigation involved teachers who had been trained to 

identify reflective practice. Teachers’ perception of reflective practice was used to determine if 

there were factors that enhanced or hindered their reflective practice within the school setting. 

Deutsch concluded that teachers utilized reflective practice as a valuable device to refine their 
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ability to handle both negative and positive factors that influenced their performance within their 

school setting. It was also recommended those teachers are trained in reflection with the aim of 

increasing effectiveness. 

 Similarly, Ray and Hocutt (2006) examined 12 randomly selected blogs from a 

population of 38 teacher-created, teaching-centered blogs to determine whether they were useful 

reflective devices for practicing middle school teachers. The amount and depth of reflective 

practice, as measured by a researcher-created rubric, was examined as well. Results of the study 

indicated that all participants engaged in some level of reflective e writing. However, the depth 

and level of reflection varied within and among the blogs. Data collected totaled 72 entries from 

12 bloggers. Two raters analyzed each of the 72 entries, resulting in 144 individual scores. The 

total number of reflective entries found by rater one was 63 (M = 2.14, SD = 1.26). The number 

reported by rater two was 56 (M = 1.82, SD = 1.35). A majority (78%, n = 56) of individual 

entries demonstrated some level of reflective writing. Because the results were considered 

significantly and positively related, choosing either rater was deemed appropriate, but because 

rater two was a more conservative scorer, data analysis for this study was based on the results 

reported by rater two. 

Arredondo Rucinski (1998) studied the effects of structured dialogue and response 

patterns within reflective conversations and journals on the cognitive processes of mentors and 

mentees engaged in conferences about the professional practices of the mentee. Researchers 

were interested in how easily participants learn the complex responding process, the effects of 

supporting/challenging another individual’s thinking, and the overall reactions of the mentors 

and the mentees. Subjects in this study were 11 pairs of graduate students in educational 

administration who assumed mentor roles, and colleagues selected from student work sites who 
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assumed mentee roles. Researchers administered pre- and post-intervention assessments. The 

intervention consisted of five cycles of observation, reflective conversation, mentee journaling, 

mentor response, professor review and feedback, and mentor journaling. Both quantitative and 

qualitative data were reported. Journal results reported more dramatic changes among mentors, 

evidence of movement toward upper stages of reflective judgment, higher levels of moral 

reasoning, increased trust, critical examination of professional work, reduced cynicism, increased 

professionalism, and information about how supervision is experienced and learned. Westberg 

(2001) maintained that when practitioners have an understanding of reflective practice, they are 

able to move their practices from post experience to during experience. 

 

Effective Schools 

Origin and Characteristics of Effective Schools 

Historically the effective school movement grew from the study of effective and high 

performing schools that served predominantly low income populations (Edmonds, 1979). 

According to Good and Brophy (1986), Edmonds was one of the key figures in school 

effectiveness movement, for he had been responsible for communication of the belief that 

schools could and do make a difference. Edmonds contended that equity, teacher expectation, 

instructional leadership, and student achievement were traditionally synonymous with school 

effectiveness. Some studies showed that characteristics of effective schools include strong 

principal leadership, high expectation for students, safe and structured school environment, and 

quality instructional school program (Bliss & Firestone, 1991; Marzano, 2003; Purkey & Smith, 

1983). 
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 Fouts (2002) measured the perceived effectiveness of schools utilizing research findings 

from high performing schools. Fouts (2002) found that there is no single thing or “silver bullet” 

that schools may employ to ensure high student performance or school effectiveness. Nine 

characteristics of effective and high performing schools identified by Fouts were as follows: (1) a 

clear and shared focus, (2) high standards and expectations for all students, (3) effective school 

leadership, (4) high levels of collaboration and communications, (5) curriculum, instruction, 

assessment aligned with standard, (6) frequent monitoring of learning and teaching, (7) focused 

professional development, (8) supportive learning environment, and (9) high level of family and 

community involvement.  

Hoy and Hannum (1997) maintained that achievement is only one facet of effective 

schools; high student achievement, however, is not equated with school effectiveness. When 

describing school climate and health and how they contribute to school effectiveness, Hoy and 

Hannum further wrote that schools must facilitated the following: the setting and implementing 

of its goals, the connecting of the school and community both work together cooperatively and 

constructively, the fostering of academic emphasis and teacher affiliation, and the providing of 

collegial leadership, resource support, and institutional integrity.  

Marzano (2003) investigated various factors across three levels that most significantly 

contributed to school effectiveness and students achievements; Marzano contended that school-

level has the most impact on school effective. Also, on the school-level, Marzano found common 

factors contributing to effective schools: (1) safe and orderly environment, (2) challenging goals 

and effective feedback, (3) guaranteed and viable curriculum, (4) collegiality and 

professionalism, and (5) parent and community involvement. 
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 The Association for Middle Level Education, formerly National Middle School 

Association, (2010) discovered an overarching framework of three essential attributes that 

connect with the 16 characteristics of effective middle grades schools. The 16 characteristics of 

effective middle grades schools were organized into three area: curriculum, instruction, and 

assessment; leadership and organization; and culture and community. Among these three 

attributes are 16 characteristics of effective and successful schools. Within the area of 

curriculum, instruction, and assessment, the characteristics were as follows: (1) Educators value 

young adolescents and are prepared to teach them. (2) Students and teachers are engaged in 

active, purposeful learning. (3) Curriculum is challenging, exploratory, integrative, and relevant. 

(4) Educators use multiple learning and teaching approaches. (5) Varied and ongoing 

assessments advance learning as well as measure it. 

 When describing the area of leadership and organization, the AMLE suggested the 

following: (6) A shared vision developed by all stakeholders guides every decision. (7) Leaders 

are committed to and knowledgeable about this age group, educational research, and best 

practices. (8) Leaders demonstrated courage and collaboration. (9) Ongoing professional 

development reflected best educational practices. (10) Organizational structures fostered 

purposeful learning and meaningful relationships. 

Within the area of culture and community, the following must exist according to the 

Association for Middle Level Education (2010): (11) The school’s environment is inviting, safe, 

inclusive, and supportive of all. (12) Every student’s academic and personal development is 

guided by an adult advocate. (13) Comprehensive guidance and support services met the needs 

of young adolescents. (14) Health and wellness are supported in curricula, school-wide 
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programs, and related policies. (15) The school actively involved families in the education of 

their children. (16) The school included community and business partners. 

Schreerens and Bosker (1997) conducted a rigorous review of research on school-level 

factors that lead to school effectiveness. In addition, these factors were ranked according to their 

influence on academic achievement. These factors were identified as time for instruction, 

monitoring of instruction, pressure to achieve, parental involvement, school climate, content 

coverage and cooperation. Similarly, Sammons (1999) found that the following factors were 

essential for school effectiveness. The factors included professional leadership, concentration on 

teaching and learning, shared vision and goals, a learning environment, high expectations, 

positive reinforcement, monitoring progress, pupil rights and expectations, home-school 

partnership, and a learning organization. 

 

School Effectiveness Research Studies 

In the Western Australian School Effectiveness Study (WASES), 28 rural and urban high 

schools and 3,500 students were surveyed to investigate features of effective schools, and 21 

schools and 1,024 students were studied longitudinally (Young, 1998). Young (1998) revealed 

that effective schools had strong leadership, good teacher-administrator relationships, clear and 

consistent rules and discipline, teacher collaboration, high teacher expectations, and supportive 

parent collaborations. Effective schools were identified in terms of higher than expected science 

and mathematics achievement, when socioeconomic status (SES) and other student factors were 

controlled. Case studies of four WASES schools were presented: an effective, middle-SES urban 

school; an effective, low-SES rural school; and two ineffective, low-SES rural schools. Data 

collection included interviews of principals and science teachers and observations of science 
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classrooms. Ineffective schools displayed high levels of stress combined with low teacher morale 

and internal conflicts among both students and staff. At-risk students, often Aboriginal students 

and those suffering from health-related problems were less likely to learn as teachers spent much 

time on student behavior problems. Other characteristics of ineffective schools were student 

violence, teacher discontent, high level of teacher transfers out of the school, and teacher fear of 

students.  

Hoy and Hannum (1997) studied 86 New Jersey middle schools consisting of urban, 

suburban, and rural schools from diverse geographic areas as well as from all socio-economic 

levels in the state. The Organizational Health Inventory for middle schools (OHI-RM) was 

utilized to measure aspects of the school climate. The research revealed that academic emphasis, 

resource support and teacher affiliation made independent contributions to the achievement of 

students regardless of wealth of school, and that principals must be closely connected with 

activities in the classroom to have any impact on student achievement.  

Salif (2011) studied and identified the successful leadership practices of head teachers for 

school improvement at secondary level in Pakistan. The study was conducted on a sample of 351 

secondary school head teachers, 702 elementary and secondary school teachers working in the 

government secondary schools of Punjab province. The findings of the study revealed that the 

majority of the head teachers of successful schools developed a common and shared school 

vision and promoted a culture of collaboration, support and trust. Teachers empowered others to 

lead and distributed leadership responsibilities throughout the school; involved different 

stakeholders in the process of decision making; developed and maintained good relationships 

among different personnel of school community. Teachers emphasized the professional 

development of teachers as well as themselves, and involved parents and community in the 



34 

process of school improvement. Data were collected using a mixed-methods research design that 

included: review of related literature, documents indicating school achievements and student 

attainment, questionnaires and in-depth semi-structured interviews with different stakeholders 

including the head teachers, teachers, parents and students.  

Utilizing data from a larger study of New York City schools, Wilcox (2011) conducted a 

case study of New York City district-wide middle schools. Wilcox maintained that a focus on the 

development of civic responsibility was an important component in the success of higher 

performing middle schools. Salient features of best practice were gathered from teacher and 

administrator interviews and documentary evidence in 10 higher performing, yet “beating the 

odds” schools, and six average performing schools. Findings suggested that consistently higher 

academic performance is related to ways schools foster partnerships with populations in the 

community; actively promote trusting and respectful relationships among students, teachers, 

administrators, and community members; and frame and use diversity and adversity as strengths. 

An exploratory study of the factors perceived by school personnel to contribute to 

success in high-performing, high-needs (HPHN) rural schools was conducted by Barley and 

Beasley (2007). The case studies revealed that although schools differed in context, they all 

reported a supportive relationship with their community, high teacher retention, and high 

expectations for students. The close relationship with the community was thought to help schools 

enact high expectations and facilitate principal leadership. The researchers identified four key 

components of success (leadership, instruction, professional community, and school 

environment) and explored the factors that comprised them and the relationships among them.
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CHAPTER 3 

RESEARCH DESIGN AND METHODOLOGY 

Introduction 

 The purpose of this study was to examine how teachers in the Alabama Black Belt 

perceived their use of reflective practice and how they perceived their schools’ effectiveness. 

This study sought to answer three research questions: 

 1. How do teachers in the Alabama Black Belt perceive their school’s effectiveness? 

 2. How do teachers in the Alabama Black Belt perceive their use of reflective practice? 

 3. Are teachers’ perceptions of school effectiveness and their use of reflective practices 

related? 

 Included in Chapter 3 are the design, subjects, instrumentation, materials, procedures, 

analysis, and limitations in the methodology of this study. 

 

Research Design 

In this study, survey methodology using descriptive statistics and Pearson’s correlation 

were used. Within descriptive statistics, correlational statistics were used to describe the 

relationship between two or more variables. Furthermore, Pearson’s correlation was used to 

describe in mathematical terms, the strength of the relationship between two variables 

coefficients (Gall et al., 2007). Some advantages of using correlational design, according to Ary, 

Jacobs, and Razavich (1990), were (1) efficient and effective method for collecting large 

amounts of data, (2) increased flexibility when investigating complex 
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relationships among variables, (3) potential for practical application in classroom setting, (4) 

establishment of a possible framework for investigating the relationship between variables, and 

(5) foundation for future research. Thus, this Pearson’s correlational research design was used to 

determine if a relationship existed between teachers use of reflective practice within their 

school’s setting and their perception of their school’s effectiveness. 

 

Population and Sample 

 A population of interest, within quantitative statistics, is the entire group of persons 

having the characteristic or characteristics that interest the researcher (Gall et al., 2007). A 

convenience sample involved the sample being drawn from that part of the population which is 

close to hand or readily available and accessible. In this study, seventh and eighth grade middle 

school teachers who work in the Black Belt of Alabama were the population; the population 

consisted of 16 rural Black Belt counties that were comprised of 421 teachers of Grade 7 and 

Grade 8 students in 42 schools. Greenville Middle (Butler County) served as the pilot site, which 

consisted of 16 teachers of Grade 7 and Grade 8 teachers. Thus, the total population of teachers 

for the study was 421. Thus, the sample was pulled from this population. The anticipated 

convenience sample consisted of nine Black Belt counties that were comprised of 221 Grade 7 

and Grade 8 teachers in 21 schools. With Greenville Middle School (Butler County) serving as 

the pilot site, the convenience sample consisted of a total of 221 teachers in 22 schools 

throughout the Black Belt region.  

According to Krejcie and Morgan (1970), a total of 201 participants were adequate for 

this size population. Furthermore these counties were readily accessible counties in regards to the 

principal investigator’s office/residence. The principal investigator sought to ensure that counties 



37 

located to both the east and west of his office/residence were included. The unit of analysis was 

middle schools teachers of 21 schools within the Black Belt of Alabama. 

 Black Belt middle school teachers of Grade 7 and Grade 8 students were the unit of 

analysis of this study. Please note that some schools’ names may include high school in their 

titles; however, all of these schools were comprised of Grade 7 and Grade 8 teachers. Schools 

from the following Black Belt counties were included in the convenience sample: Bullock 

County (South Highlands Middle School and Bullock County High School); Dallas County 

(Keith Middle-High School, Tipton Durant Middle School, William R. Martin Middle School 

and Selma Middle Chat Academy (Selma City); Lowndes County  (Hayneville Middle School 

and  Lowndes County Middle School); Choctaw County (Choctaw County High School and 

Southern Choctaw County High School); Marengo (A.L. Johnson High School, John Essex High 

School, Marengo High School, Sweet Water High School, George P. Austin Junior High School, 

and  Demopolis Middle School); Greene (Carver Middle School and Paramount Junior High 

School); Perry (Francis Marion High School and Robert C. Hatch High School); and Wilcox 

(Camden School of Arts and Technology). In addition, Greenville Middle School (Butler 

County) was used as the pilot--16 Grade 7 and Grade 8 teachers worked at this site. Furthermore, 

Montgomery County was excluded from the initial population because of its predominantly 

urban setting and large number of urban middle level schools. Other counties included in the 

population were Barbour, Macon, Crenshaw, Hale, Pickens, Pike, Russell, and Sumter. 

 

Data Collection and Instrumentation 

 Data for this study were collected from two sources. These two sources were the 

Reflective, Ethical, and Moral Assessment Survey (REMAS) which is a Reflective Practice 
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Survey questionnaire developed by Arredondo Rucinski and Bauch (2006) and the Effective 

Schools Survey developed by Fouts (2002). Once approval was acquired from The University of 

Alabama Institutional Review Board, a formal letter was sent to each school district’s 

superintendent requesting permission to conduct the study. Letters were mailed or hand delivered 

by principal investigator to the superintendents of education within the nine counties requesting 

permission to conduct study in districts. Once permission from the superintendents was obtained, 

letters were mailed or hand delivered to the 22 principals requesting permission to conduct the 

study at their respective schools. Principals who agreed to participate were informed of the 

confidentiality of the study as well as their rights to withdraw from the study without prejudice 

or penalty. The school counselor was asked to distribute the two survey instruments to Grade 7 

and Grade 8 teachers in their respective schools, or the principal investigator distributed the 

surveys to teachers. The teachers were provided a consent form prior to filling out the surveys. 

On-site follow-up attempts by the lead investigator were made with teachers who do not 

complete the surveys or with schools from which there was a low response. 

Instrument coding was only conducted by the principal investigator to assist with tracking 

schools in the event that forms and instruments were not returned. This coding consisted of the 

assigning of a number to a particular school that informed the researcher of the particular county 

and school. For example, alphabetically speaking Bullock County was the first school included 

in the sample. Bullock County had two schools, South Highlands Middle School and Bullock 

County High School, which fit the middle grade levels. Thus, South Highlands Middle School 

was coded as 1.1, and Bullock County High School was coded as 1.2. However, the assignment 

of counties’ numbers was done randomly versus alphabetically. 
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Due to the sensitive nature of survey questions and the data collection method, 

participation might be perceived as a risk to employability. Furthermore, some might have 

viewed a signed consent document indicating their participation in the study as a risk. Thus, 

waiver of written document was submitted to IRB. Thus, to minimize the potential risk, consent 

forms did require nor request signatures. Each teacher was given a self-adhesive security envelop 

(9 x 12) to place his or her completed surveys; they were instructed to seal envelope before 

providing envelope to the principal investigator or school counselor. However, no identifying 

marks on individual participants envelops were provided. Once completed instruments were 

collected, sealed envelopes were placed in locked file cabinet by school counselor or principal 

investigator. This approach minimized risks. It was explained on the directions of the survey 

instruments that no completed surveys will be accepted from teachers unless they had been 

placed in SEALED envelope. 

 

Reflective, Ethical, and Moral Assessment Survey (REMAS) 

In this study, the researcher administered the Reflective, Ethical, and Moral Assessment 

Survey (REMAS), which is a 34-item Likert-type survey instrument that measures perceptions of 

use of reflective, ethical and moral dispositions developed by Arredondo Rucinski and Bauch 

(2006). Originally this survey was used with college students; however, further reliability and 

validity through confirmatory factor analysis was determined using a pilot middle school 

teachers. The Reflective Practice Survey questionnaire consisted of four factors: (1) Ethical 

Moral Dimensions (ETHICAL AND MORAL) consisting of items 16, 17, 18, 19, 20, 22, 24, 25, 

26, 27, and 28; (2) Reflective Dimensions (REFLECTIVE PRACTICE) consisting of items 1, 2, 

3, 4, 5, 6, 7, 9, and 10; (3) Defensive Behaviors (DEFENSIVE BEHAVIOR) consisting of items 
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11, 12, 13, 14, and 15; and (4) Ethical Priorities (ETHICAL PRIORITY) consisting of items 32, 

33, and 34. In this survey, items found in the DEFENBEH factor were reverse scored where a 

score of 6 would be reversed to a 1. 

 According to Gall et al. (2007), Cronbach’s alpha was a widely used method for 

computing test score reliability, and a score greater than .70 was considered satisfactory to the 

overall reliability of the instrument (Morgan). Areas of reflective practice are planning and 

receiving critical feedback from others, constructing meaning and exploring interpretations in 

conversations with others, and taking action based on reflection and dialog (Arredondo Rucinski 

& Bauch, 2006). This survey assessed the extent to which teachers perceived they used reflective 

practices. According to Arredondo and Bauch (2006), REMAS also measured perceptions of use 

of reflective, ethical, and moral dispositions. Using pilot data, the Reflective, Ethical, and Moral 

Assessment Survey’s Cronbach alpha for the overall scale was .88. Cronbach’s alpha for other 

areas were as follows: ETHICAL AND MORAL, .90; REFLECTIVE PRACTICE, .86; 

DEFENSIVE BEHAVIOR, .89; and ETHICAL PRIORITY, .87. 

 

Effective School Questionnaire Survey 

Fouts’s Effective Schools Questionnaire (ESQ) is a 60-item Likert-type survey 

instrument used to measure the perceived effectiveness of schools created at the Washington 

Schools Research Center (Fouts, Abbott, & Baker, 2002), which included research findings from 

high performing schools. Although there was no single thing that schools may employ to ensure 

high student performance, Fouts identified nine characteristics that tend to exist among high 

performing schools which are the focus of this questionnaire. Those nine characteristics included 

(1) clear and shared focus; (2) high standard and expectations for all students; (3) effective 
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school leadership; (4) high levels of collaboration and communications; (5) curriculum, 

instruction, and assessment aligned with standards; (6) frequent monitoring of learning and 

teaching; (7) focused professional development; (8) supportive learning environment; and (9.) 

high level of family and community involvement. A confirmatory factors analysis was conducted 

to determine consistency and reliability of the questionnaire. Furthermore, this instrument 

incorporated disciplines identified by Senge (1994) and was somewhat parallel with factors that 

impacted teachers’ reflective practice as well as quality professional development. 

Using pilot data, the overall Cronbach’s alpha for the ESQ was .87. Cronbach’s alpha for 

various sub-scales/factors within the ESQ were as follows: VISION, .87; STANDARDS AND 

EXPECTATIONS, .87; LEADERSHIP, .87; COLLABORATION/COMMUNICATION, .86; 

ALIGNMENT TO STANDARDS, .85; MONITORING OF TEACHING AND LEARNING, 

.86; PROFESSIONAL DEVELOPMENT, .86; LEARNING ENVIRONMENT, .86; and 

FAMILY AND COMMUNITY INVOLVEMENT, .87. 

 

Data Analysis 

For this study, the independent variable was reflective practice. The dependent variable 

was school effectiveness. The participants were teachers within their individual schools. The 

analyses listed in Table 1 were used to answer each of the three research questions. 
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Table 1 

Research Design and Matrix 

Research Question Types of Data Collected Analysis Used 
How do teachers in the 
Alabama Black Belt 
perceive their school’s 
effectiveness?  
 

Arredondo Rucinski and 
Bauch’s REMAS Survey 
Fouts’s Effective School 
Tools 

Descriptive Statistics 

How do teachers in the 
Alabama Black Belt 
perceive their use of 
reflective practice?   

Arredondo Rucinski and 
Bauch’s REMAS Survey 

Descriptive Statistics 

Are teachers’ perceptions of 
school effectiveness and 
their use of reflective 
practices related? Pearson’s 
correlation 

Arredondo Rucinski and 
Bauch’s REMAS Survey 
Fouts’s Effective School 
Tools 

Pearson’s Correlation 
Statistics 
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CHAPTER 4 

FINDINGS AND PRESENTATION OF RESULTS 

Introduction 

The purpose of this study was to investigate how middle school teachers in the Alabama 

Black Belt perceived their use of reflective practice and how they perceived their school’s 

effectiveness, as well as, to determine how these teachers’ perceptions of reflective practices 

were related to their perceptions of school effectiveness. The researcher believed that the 

findings of this study, if positive, might prove instructive to other middle schools within and 

outside of Alabama’s Black Belt regarding the use of reflective practice as a form of professional 

development.  

The findings reported in this chapter were based on survey responses from 221 teachers 

in the Black Belt of Alabama about their perceptions of reflective practices and school 

effectiveness. According to Fraenkel and Wallen (1993), the major purpose of all surveys was to 

describe the characteristics of a population. The participants in this study were Grades 7 and 8 

middle school teachers of the Black Belt region of Alabama.  

 The Effective School Questionnaire (ESQ) was used to measure the respondents’ 

perceived effectiveness of their schools. The Effective Schools Questionnaire is a 60-item 

Likert-type survey instrument. Respondents rated their assessment of 60 school characteristics on 

a scale of 1 to 5 with 1 meaning respondents do not agree at all to 5 meaning respondents agree 

completely. Respondents were also given the option to select 0 if they had no knowledge to make 

an accurate selection (no basis to judge). The Reflective, Ethical, and Moral Assessment Survey 
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(REMAS) is a 34-item Likert-type survey. The REMAS measured the frequency with which 

Grade 7 and Grade 8 middle school level teachers perceived they engaged in different reflective 

actions. Teachers rated 34 items on a scale of 1 to 6, with 1 indicating they engaged in the 

behavior not at all, and 6 indicating they engaged in the behavior often. One hundred and 

seventy usable surveys were returned, for a 77% return rate. 

A pilot study was conducted using a middle school. Twelve of 16 usable surveys were 

returned from the pilot school. Using pilot data from the middle school, the overall Cronbach’s 

alpha for the ESQ was .87. Cronbach’s alpha for various factors within the ESQ are as follows: 

VISION, .87; STANDARDS AND EXPECTECTATIONS, .87; LEADERSHIP, .87; 

COLLABORATION AND COMMUNICATION,  .86; ALIGNMENT TO STANDARDS, .85; 

MONITORING OF TEACHING AND LEARNING, .86; PROFESSIONAL DEVELOPMENT, 

.86; LEARNING ENVIRONMENT, .86; and FAMILY AND COMMUNITY INVOLVEMENT, 

.87. A Cronbach’s alpha of .88 was calculated for the Reflective, Ethical, Moral Assessment 

Survey. The sub-scales within the REMAS produced the following Cronbach’s alpha: ETHICAL 

AND MORAL DIMENSION, .90; REFLECTIVE DIMENSION, .86; ETHICAL PRIORITY, 

.87; and DEFENSIVE BEHAVIOR, .89. 

 The data collected from the 170 usable surveys were used to respond to the primary 

research questions: How do teachers in the Alabama Black Belt perceive their school’s 

effectiveness, how do teachers in the Alabama Black Belt perceive their use of reflective 

practice, and Are teachers’ perceptions of school effectiveness and their use of reflective practice 

related? 

The data were organized and discussed according to the sub-scales or factors that are 

contained in the survey questions formulated for the study. The data and analyses are reported 
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under the sections: (1) Analysis of School Effectiveness Questionnaire (ESQ), (2) Analysis of 

Survey of Reflective, Ethical, and Moral Assessment Survey (REMAS) and (3) Correlation of 

Reflective Practice and School Effectiveness. Copies of the surveys are found in Appendix A 

and Appendix B. 

 

Analysis of School Effectiveness Questionnaire (ESQ) 

 The sum mean scores and standard deviation from all School Effectiveness Questionnaire 

Factors are presented in Table 2 and all of the following tables. 

 

Table 2 

Sum Mean Scores on Effective Schools Questionnaire Factors 
 
Factors Mean SD Min. Max 
ALIGNMENT TO STANDARDS 4.08 (36.72) 7.38 13.00 73.00 
VISION 4.03 (24.15) 5.63 5.00 30.00 
LEADERSHIP 3.91 (23.52) 5.02 8.00 30.00 
PROFESSIONAL DEVELOPMENT 3.86 (23.16) 7.92 .00 80.00 
LEARNING ENVIRONMENT 3.80 (30.41) 7.94 3.00 45.00 
STANDARDS AND EXPECTATIONS 3.77 (18.85) 4.90 7.00 48.00 
COLLABORATION/COMMUNICATION 3.75 (26.22) 6.20 7.00 35.00 
FAMILY AND COMMUNITY INVOLVEMENT 3.55 (21.32) 5.53 4.00 30.00 
MONITORING OF TEACHING AND LEARNING 3.44 (24.12) 6.25 3.00 63.00 
 
 
 

Table 3 presents the ALIGNMENT OF STANDARDS Factor. This factor had the highest 

mean score (4.08). The components of the survey included 9 items ranging from the school’s 

curriculum is aligned with state standards, instructional staff have good understanding of the 

state standards in the areas they teach, and teachers use a variety of approaches and activities to 

help students learn, the staff uses State test results to help plan instructional strategies being 

used, to classroom activities are intellectually stimulating. Within this factor and entire ESQ, the 
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“curriculum aligned to state standards” variable had the highest mean score (4.51), while 

“meaningfulness of school to students” had the lowest mean score (3.47). Respondents were 

asked to rate the extent to which the curriculum is aligned to state standards (4.51) and if school 

were meaningful to students (3.47). An additional survey item found within this sub-scale 

includes Teachers use a variety of approaches and activities to help students learn. The findings 

of Alignment of Standards Sub-scale are supported by Fouts (2002) who wrote that curriculum, 

instruction, and assessment aligned with standards is a pertinent characteristic of school 

effectiveness. Marzano (2003) suggested that a viable and guaranteed aligned curriculum is the 

top factor of school levels factors that contribute to effective schools. 

 

Table 3 
 
ALIGNMENT OF STANDARDS Factor 
 
Variables Mean SD Min. Max 
ALIGNMENT OF STANDARDS 4.08 (36.72) 7.38 13.00 73.00 
Curriculum aligned to state standards 4.51 .77 2.00 5.00 
Standards understood by instructional staff 4.28 .98 .00 5.00 
Available to staff aligned state material 4.15 1.07 .00 5.00 
Instruction built on what students know 4.01 .95 .00 5.00 
Meaningfulness of school to students 3.47 1.23 .00 5.00 
Variety approaches used by teachers 4.06 1.04 1.00 5.00 
Stimulating intellectual classroom activities 3.75 1.02 .00 5.00 
Research basis known for activities used 3.94 1.08 .00 5.00 
Test results of state used to plan activities 4.33 .90 .00 5.00 
 
 
 

The data in Table 4 present the VISION Factor of the Effective Schools Questionnaire. 

The second highest mean score was found in the VISION Factor (4.03). The variable “primary 

emphasis to improve instruction” had the highest mean score (4.38) whereas the variable “Staff 

committed to achieve” had the lowest mean score (3.67). The six survey items found in this 
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factor incorporated statements as the school has a clear sense of purpose, I have a clear 

understanding of what the school wants to achieve, all staff are committed to achieving the 

school’s goal, and the primary emphasis is improving student achievement. A common and 

shared vision by all stakeholders has long been considered a correlate of effective schools (Fouts 

2001; Lezotte, 1991). 

 

Table 4 

VISION Factor 

Variables Mean SD Min. Max 
VISION 4.03 (24.15) 5.63 5.00 30.00 
Clear sense of vision 4.02 1.13 .00 5.00 
Clear understanding of school achieve 4.22 1.02 .00 5.00 
Common understanding of achieve 3.90 1.18 .00 5.00 
Staff committed to achieve 3.67 1.22 .00 5.00 
Staff keep goal in mind 3.94 1.13 .00 5.00 
Primary emphasis to improve instruction 4.38 .91 1.00 5.00 
 
 
 

Table 5 presents the LEADERSHIP Factor of the Effective Schools Questionnaire. The 

mean score for this factor was 3.91. The findings show that the variable with highest mean score 

was “accounting of staff by school administrator.” The lowest mean score (3.72) was 

“viewpoints considered by administrators.” Other variables encompassed “advocate for 

instruction to help students,” “leaders act with integrity,” and “feeling of care by school 

leadership.”  Strong principal leadership and instructional leadership including staff were both 

characteristics of effective schools (Edmonds, 1979; Purkey & Smith, 1983; Bliss & Firestone, 

1991; Marzano, 2003).  
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Table 5 
 
LEADERSHIP Factor 
 
Variables Mean SD Min. Max 
LEADERSHIP 3.91 (23.52) 5.02 8.00 30.00 
Staff provides leadership 3.91 1.01 1.00 5.00 
Advocate for instruction to help students 4.07 .98 1.00 5.00 
Leaders act with integrity 3.89 1.18 1.00 5.00 
Viewpoints considered by administrators 3.72 1.22 .00 5.00 
Accounting of staff by school administrator 4.14 1.08 .00 5.00 
Cared for my school leadership 3.77 1.30 .00 5.00 
 
 
 

The component for the PROFESSIONAL DEVELOPMENT Factor is presented in Table 

6. The overall mean score of the PROFESSIONAL DEVELOPMENT Factor was 3.86. The 

“assessment used for professional learning activities” variable had the highest mean score (3.98), 

while the opportunities to “lead activities by other staff members” had the lowest mean score 

(3.67). Components of this factor included items such as assessment results and are used to 

determine professional learning and how instructional staff, as well as teachers, views 

themselves as learners. According to a study using secondary teachers conducted by Salif (2011), 

an emphasis must be placed on professional development for both teachers and leaders. Fouts 

(2002) maintained that effective schools must be driven by focused professional development 

where teachers are given growth opportunities and are provided assistance according to the need 

of individual staff members. Ongoing professional development should reflect best educational 

practices (AMLE, 2010). 
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Table 6 
 
PROFESSIONAL DEVELOPMENT Factor 
 
Variables Mean SD Min. Max 
PROFESSIONAL DEVELOPMENT 3.86 (23.94) 7.92 .00 80.00 
Assessment used for prof. learning activities 3.98 1.14 .00 5.00 
Staff members get help with needs 3.78 1.13 .00 5.00 
Prof. dev. Consistent with school goals 3.96 1.19 .00 5.00 
Opportunities to grow are provided 3.89 1.24 .00 5.00 
Lead activities are by other staff members 3.67 1.31 .00 5.00 
Teachers are learners and teachers 3.88 1.22 .00 5.00 
 
 
 

The data in Table 7 present the LEARNING ENVIRONMENT Factor of the Effective 

Schools Questionnaire. The findings show the mean score was 3.80. Within the LEARNING 

ENVIRONMENT Factor (3.80), the teachers were asked to rate the following: the safety of 

students on school property, the environment conducive to learning, the showing of care to all 

students by teachers, staff respect for cultural heritage of students, student respect for individual 

differences, adjusted instruction to meet needed, discipline problems well managed, and staff 

expresses ideas and opinions. These findings support the findings of other researchers, who 

stated that a school’s environment that facilitates clear and consistent rules and discipline is a 

hallmark of effective schools (Bliss & Firestone, 1991; Purkey & Smith, 1983; Young, 1998). 

Edmonds (1979) argued that equity as well as a safe and structured school environment is 

synonymous with school effectiveness.  

Table 7 shows that the variable with the highest mean score (4.15) was staff respect 

cultural heritage of students. The lowest mean score (3.33) was found in the variable students 

respect individual differences. Wilcox (2011) stated that actively framing and using diversity and 

adversity as strengths as well as promoting respectful relationships among students, teachers, 

administrators, and community members enhance school effectiveness. Further support of the 
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learning environment and its respect of cultural heritage of students has been documented by the 

Association for Middle Level Education (2010) who suggested that the school’s environment 

must be inviting, safe, inclusive, and supportive of all. The lowest mean score (3.33) was 

students respect different individuals. Respondents were asked to rate the extent which students 

respect those who are different from them. This supports a study by Young (1998) who asserted 

that internal conflict among both students and staff causes ineffective schools. 

 

Table 7 
 
LEARNING ENVIRONMENT Factor 
 
Variables Mean SD Min. Max 
LEARNING ENVIRONMENT 3.80 (30.41) 7.94 3.00 45.00 
Students are safe on school property 3.94 1.04 .00 5.00 
Environment conducive to learning 3.92 1.04 .00 5.00 
Show care to all students by teachers 4.03 1.12 .00 5.00 
Staff respect cultural heritage 4.15 1.00 .00 5.00 
Students respect individual differences 3.33 1.17 .00 5.00 
Adjusted instruction to meet needs 3.87 1.00 .00 5.00 
Discipline problems are well managed 3.42 1.33 .00 5.00 
Staff expresses their ideas and opinions 3.75 1.17 .00 5.00 
 
 
 

Table 8 presents the STANDARDS AND EXPECTATIONS Factor. This factor’s 

variable with the highest mean score (4.03) was “students’ expectation high.” The lowest mean 

score (3.53) variable was “challenged by a rigorous curriculum.” Some of the items participants 

were asked to rate included the following: All students are expected to achieve high standards, 

All students are consistently challenged by a rigorous curriculum, Teachers do whatever it takes 

to help all students to meet high academic standards, I believe all students can learn complex 

concepts, and Teachers use effective strategies to help low-performing students meet high 

academic standards. In effective schools, the curriculum is challenging, exploratory, integrative, 
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and relevant (AMLE, 2010; Marzano, 2003). Educators value young adolescents and are 

prepared to teach them (AMLE 2010). High expectations and standards for all students as well as 

quality instruction are found in effective schools (Edmonds, 1979; Bliss & Firestone; 1991). 

 

Table 8 
 
STANDARDS AND EXPECTATIONS Factor 
 
Variables Mean SD Min. Max 
STANDARDS AND EXPECTATIONS 3.77 (18.85) 5.63 7.00 48.00 
Students’ expectations high 4.03 1.15 1.00 5.00 
High academic help from teachers 3.81 1.18 .00 5.00 
Believe students learn complex concepts 3.65 1.23 .00 5.00 
Challenged by a rigorous curriculum 3.52 1.22 .00 5.00 
Strategies 1 used to help low students 3.84 1.10 .00 5.00 
 
 
 

Table 9 presents the COLLABORATION AND COMMUNICATION Factor. The 

overall mean of this factor was 3.75. Within this factor, the variable with the highest mean score 

(3.98) was the item issues discussed by teachers regularly, while the lowest variable mean score 

was 3.41 in the area of trusting one another by staff. Participants responded to survey items in 

this sub-scale such as staff members trust one another and the school uses a system to obtain a 

variety of perspectives when making decisions. The findings of the COLLABORATION AND 

COMMUNICATION Factor were further supported by earlier studies by Salif (2011) and Young 

(1998) who maintained that effective schools must promote a culture of collaboration and trust 

among students, teachers, and administrators. Further support for this finding is provided by 

Fullan (1993) who suggested that teachers must be collaborative because professional isolation is 

detrimental in a school setting. Collaboration does not restrict teachers’ exposure to new 

techniques and solutions to problems. Collaboration fosters interaction among teachers with 
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equal decision-making power where teachers share resources and responsibilities (Friend & 

Cook, 2000). Other researchers have argued that common characteristic of effective schools is 

the frequent and ongoing communication with parents (Marzano, 2003; Fouts, 2002, AMLE, 

2010). 

 

Table 9 
 
COLLABORATION AND COMMUNICATION Factor 
 
Variables Mean SD Min. Max 
COLLABORATION AND COMMUNICATION 3.75 (26.22) 6.2 7.00 35.00 
Decisions made by variety of perspectives 3.58 1.23 .00 5.00 
Discussing of issues by teachers regularly 3.98 1.03 .00 5.00 
Solve problems by staff working together 3.96 1.00 .00 5.00 
Teams work across grade levels 3.84 1.18 .00 5.00 
Together staff work to solve problems 3.84 1.10 .00 5.00 
Frequently communicate with parents 3.57 1.16 .00 5.00 
Trust of one another by staff 3.41 1.34 .00 5.00 
 
 
 

Table 10 presents the FAMILY AND COMMUNITY INVOLVMENT Factor. This 

factor has a mean score of (3.55). The variable with the highest mean score (4.15) was “family 

support helps students learn.” The lowest mean score (2.30) was “parents volunteer at school.” 

This sub-scale was comprised of other variables such “community organizations support 

students,” “contact families of struggling students,” “contact with parents is frequent,” and “to 

succeed, schools provide information.” High levels of family and community involvement 

supports effective schools (Fouts 2002; Marzano, 2003). According to the AMLE (2010), the 

school must actively involve families in the education of their children as well as include 

business and community involvement in effective schools. Salif (2011) stated that effective 

schools developed and maintained good relationships among different personnel of school 
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community. Teachers emphasized the professional development of teachers as well as 

themselves, and involved parents and community in the process of school improvement. 

 

Table 10 
 
FAMILY AND COMMUNITY INVOLVMENT Factor 
 
Variables Mean SD Min. Max 
FAMILY AND COMMUNITY INVOLVEMENT 3.55 (21.32) 5.53 4.00 30.00 
Family support helps students learn 4.15 1.06 .00 5.00 
Community org. to support students 3.46 1.28 .00 5.00 
Contact families of struggling students 3.94 1.14 .00 5.00 
Contact with parents is frequent 3.61 1.17 .00 5.00 
To succeed, schools provide information 3.84 1.13 .00 5.00 
Volunteer parents at schools 2.30 1.38 .00 5.00 
 
 
 

The MONITORING OF TEACHING AND LEARNING Factor had a mean score of 

3.44. The component data about MONITORING OF TEACHING AND LEARNING Factor are 

presented in Table 11. The variable with the highest mean score (4.21) was “extra help given to 

students when needed.”  The lowest mean score (3.71) of the variables was “teachers receive 

feedback regularly.” Components of this factor survey items include: Students receive regularly 

feedback about what they need to do to improve and Teachers provide feedback to each other to 

help improve instructional practice. Students must receive regular feedback from teachers, as 

well as, teachers must receive regularly feedback from leaders and peers (Fouts 2002). Hoy and 

Hannum (1997) suggested an academic emphasis must exist in effective schools based on a study 

they conducted. Educators must be committed to and knowledgeable about this age group, 

educational research, and best practices (Marzano, 2003). Students must be taught by teachers 

who care about the way they teach and modify their instruction to the way students learn 
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(AMLE, 2010). Feedback that is specific, timely, and regularly enhances student learning 

(Marzano, 2003).  

 

Table 11 

MONITORING OF TEACHING AND LEARNING Factor 
 
Variables Mean SD Min. Max 
MONITOR OF TEACHING AND LEARNING 3.44 (24.1) 6.25 3.00 63.00 
Regular feedback provided to students 3.98 1.14 .00 5.00 
Extra help given to students when needed 4.21 .91 1.00 5.00 
Modified instruction for students by teachers 4.15 1.00 .00 5.00 
Teachers received feedback regularly 3.71 1.18 .00 5.00 
Focus of staff evaluations is teaching/learning 4.02 1.07 .00 5.00 
Teacher feedback is provided to one another 3.79 1.12 .00 5.00 
Quality of work expected for all students 4.11 1.11 .00 5.00 
 
 
 

Analysis of Reflective, Ethical, and Moral Assessment Survey 

 The Reflective, Ethical, Moral Assessment Survey (REMAS) measured the frequency 

with which Grade 7 and Grade 8 middle school level teachers perceived they engaged in 

different reflective actions. Teachers rated 34 items on a scale of 1 to 6, with 1 indicating they 

engaged in the behavior not at all, and 6 indicating they engaged in the behavior often. Because 

items 11, 12, 13, 14, and 15 were negative items, they were reversed scored where a score of 6 

would be reversed to a 1, then the mean was calculated. This survey was sent to Black Belt 

Region middle school teachers; 170 usable surveys were returned from teachers. The mean 

scores for each sub-scale are displayed in Table 12. 
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Table 12 
 
Reflective, Ethical, and Moral Assessment Factors 
 
Variables Mean SD Min. Max 
REFLECTIVE PRACTICE DIMENSION 5.09 (45.84) 8.86 10.0 60.00 
DEFENSIVE BEHAVIOR DIMENSION 5.02 (25.10) 6.47 5.00 85.00 
ETHICAL AND MORAL DIMENSION 4.45 (49.05) 11.58 16.00 66.00 
ETHICAL PRIORITY DIMENSION 3.64 (10.94) 3.72 18.00 18.00 
 
 
 
  According to Arredondo Rucinski (2005), the following criteria are met by participants 

identified on a continuum of reflective practices and beliefs; this continuum of reflective 

practices and beliefs includes the following range: emergent use of reflective practice standards 

(1.0-2.24), competent use of reflective practice standards (2.25-3.49), expert use of reflective 

practice standards (3.5-4.74), ethical and socially just use of reflective practice standards (4.75-

6.0) which are found in Table 13. 

 

Table 13 

Continuum of Use of Reflective Practice Standards 

Emergent Use 
 
1.0-2.24 

 Review actions and accepts feedback about actions and 
perceptions of those actions in conversations with others. 

 Plans actions, describes plans and checks plans with others. 
Competent Use 
 
2.25-3.49 

 Interprets and constructs meaning in conversations, and inquires 
about interpretations of others 

 Invites feedback and asks questions about assumptions, 
perspectives and beliefs of self and others. 

Expert Use 
 
3.5-4.74 

 Openly accepts criticisms for actions and decisions and does not 
become defensive when questioned by others 

 Accepts responsibility for decisions or actions taken. Does not 
rationalize behaviors, blame policy, others, or practices for 
actions or decisions. 

Ethnical and Socially Just 
Use 
 
4.75-6.0 

 Asks questions about the effects of actions or decisions on others 
(e.g. colleagues, employees, clients, students, on policy and /or 
future practice). 

 Asks questions about the results of actions or decisions on 
disenfranchised, underrepresented, and/or marginalized 
population. 

Source: Arredondo Rucinski (2005, p. 79). Used with permission of Arredondo Rucinski.
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The highest mean score (5.09) was found in the REFLECTIVE PRACTICE 

DIMENSION Factor. These data are presented in Table 14 Reflective Practice Dimension. This 

mean score (5.09) identified participants as utilizing an ethical and socially just use of reflective 

practice standards. In this factor, 94 of the respondents were above the mean score. The variable 

constructing meaning in conversation had the highest mean score (4.79) in this sub-scale while 

the lowest mean score (4.39) was reported for asking questions about perspective of others. 

Variables included “review action in conversation,”  “ask questions about assumptions,” “invite 

feedback about actions,” “respond to feedback from others,” “question own perspective,” 

“construct meaning in conversation,” “plan actions,” and “describe plans and check with others.” 

Six of the nine variable mean scores were reported on the level of expert use of reflective 

practice which has a range of 3.5-4.74. Three of the variables mean scores were perceived for 

ethical and socially just use of reflective practice. These elements are found within the Reflective 

Dimension Factor. Questioning of underlying assumptions, biases, and values one brings to bear 

on their teaching is one of the stages fostered by critical reflection (Larrivee & Cooper, 2006). 

Constructing meaning and exploring interpretations in conversations with others and taking 

action based on reflection and dialog is reflective practice (Arredondo Rucinski & Bauch, 2006).  

 

Table 14 
 

REFLECTIVE DIMENSION Factor 
 

Variables Mean SD Min. Max 
REFLECTIVE DIMENSIONS 5.09 (45.84) 8.86 10.00 60.00 
Review actions in conversation 4.75 1.20 1.00 6.00 
Ask questions about assumptions 4.48 1.19 1.00 6.00 
Invite feedback about actions 4.61 1.30 1.00 6.00 
Respond to feedback from others 4.53 1.19 1.00 6.00 
Ask questions about perspective of others 4.39 1.36 1.00 6.00 
Own prospective questioned 4.55 1.22 1.00 6.00 
Construct meaning in conversation 4.79 1.12 1.00 6.00 
Plan actions 4.77 1.21 1.00 6.00 
Described plans and check with others 4.45 1.28 1.00 6.00 
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Table 15 presents the component data for the DEFENSIVE BEHAVIOR DIMENSION 

Factor. The second highest mean score (5.02) among the factors of the Reflective, Ethical and 

Moral Assessment Survey was found in the DEFENSIVE BEHAVIOR DIMENSION Factor. It 

was pertinent to recognize that the scoring under this factor was reversed. This showed that 

participants surveyed “accept responsibilities for their actions” and “accept criticism.” This 

reverse score reversed indicated that a high mean score would be interpreted as negative while a 

lower mean score would be interpreted as positive. In this factor, 83 of the participants were 

above the mean score. The variable “screening out criticism intentionally had the highest mean 

score” (5.27) within the DEFENSIVE BEHAVIOR DIMENSION Factor, while the variable 

“defensive when questioned by others” had the lowest mean score (4.67). Thus, three of the 

variables’ mean scores were within the emergent usage of reflective practice standards rather 

than the ethically and socially just use of reflective practice, while two of the variables mean 

scores were in the competent use of reflective practice rather than the expert use of reflective 

practice. In contrast to expert use of reflective practice standards, individuals within the 

DEFENSIVE BEHAVIOR DIMENSION Factor do not openly accept criticisms for action and 

decision and become overly defensive when questioned by others. These individuals rationalize 

behaviors, blame policy, others, or practices for actions and decisions. When such defensive 

behaviors are found, a lack of openness and a lack of desire to reflect on one’s own experiences 

and interpretations and thus to become transformed by one’s everyday learning on the job are 

indicated (Arredondo Rucinski & Bauch, 2006).  
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Table 15 
 
DEFENSIVE BEHAVIOR DIMENSION Factor 
 
Variables Mean SD Min. Max 
DEFENSIVE BEHAVIOR DIMENSION 5.02 (25.10) 6.47 5.00 85.00 
Defensive when questioned by others 4.67 1.37 1.00 6.00 
Deny responsibility for decision/actions 5.14 1.27 1.00 6.00 
Screen criticisms intentionally 5.27 1.01 1.00 6.00 
Rationalize behaviors 4.74 1.18 1.00 6.00 
Blame others 4.95 1.28 1.00 6.00 
 
 
 

The component data for the ETHICAL AND MORAL DIMENSION Factor are 

presented in Table 16. The Ethical and Moral Dimension had a mean score of 4.45. Within this 

sub-scale, the variable with the highest mean score (5.04) was the “exhibiting of ethical and 

moral character in the workplace.” Variables within this sub-scale are “ask if decisions reflect 

moral action,” “ask if decision ethnical,” “ask the result of actions on fellow employee,” “ask 

about future practice results,” “ask about effect on disadvantaged groups,” “is decision right or 

wrong,” and “exhibit ethical or moral motivation.” When analyzing the mean scores of all 

variables within the Ethical and Moral Dimension Factor, 8 of the 11 variables found within the 

ETHICAL AND MORAL FACTOR demonstrate that participants viewed themselves as having 

an expert use of reflective practice, with a range of 3.5 to 4.74 exists. Three of the variables 

mean scores were in the ethical and socially just use level in which the range was 4.75 to 6.0. All 

variables within the ETHICAL AND MORAL Factor produced mean scores range from 4.05 to 

5.04. According to Arredondo Rucinski (2005), an ethical and socially just use of reflective 

practice standards within the range demonstrates an ethical and socially just use of reflective 

practice. Ethical and socially just use of reflective practice standards is found when participants 

ask questions about the effects of actions or decisions on others, ask questions about the extent to 

which the actions or decisions are moral or ethical, and ask questions about the results of actions 
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or decisions on the disenfranchised, underrepresented, and/or marginalized populations. 

According to Van Manen (1977), asking questions about the moral and ethical dimensions of 

decisions related to a situation is critical reflection which involves reflecting on specific 

assumptions that may underline the decision or action, as well as the broader ethical, moral, 

political and historical implications underpinning the assumptions on which the decisions are 

made. 

 

Table 16 
 
ETHICAL AND MORAL DIMENSION Factor 
 
Variables Mean SD Min. Max 
ETHICAL AND MORAL DIMENSION 4.45 (49.05) 11.58 16.00 66.00 
View workplace decisions moral/ethical dimension 4.40 1.40 1.00 6.00 
Ask if decision moral actions 4.05 1.62 1.00 6.00 
Ask if decision ethical 4.25 1.58 1.00 6.00 
Ask result of actions on fellow employee 4.10 1.54 1.00 6.00 
Ask future practice result 4.30 1.39 1.00 6.00 
Ask clients or customer likely result 4.09 1.57 1.00 6.00 
Ask effect on disadvantaged groups 4.13 1.40 1.00 6.00 
Examine decision ethical/moral perspective 4.67 1.33 1.00 6.00 
Is decision right or wrong decision 5.01 1.22 1.00 6.00 
Exhibit moral or ethical motivation 4.92 1.13 1.00 6.00 
Exhibit ethical or moral characters 5.04 1.15 1.00 6.00 
 
 
 

The factor with the lowest mean score (3.64) was the ETHICAL PRIORITY 

DIMENSION. The component data for this factor is presented in Table 17 ETHICAL 

PRIORITY DIMENSION. This overall mean score (3.64) placed participants in the expert use of 

reflective practice standards. The variables with the highest mean score (3.70) were “rate 

clients/customers first and above needs of employees,” “future practice,” or “persons from 

disadvantaged groups and rate the needs of persons from disadvantaged groups first and above 

those of employees.” The lowest mean score (3.53) variable was “rate the needs of society in 
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general first.” When analyzing the mean scores of all variables within the ETHICAL PRIORITY 

DIMENSION Factor, all 3 of the variables had mean scores within the expert use of reflective 

practice standards. This factor had the lowest mean score of the four factors, according to King 

and Kitchener (1994, as cited by Arredondo Rucinski and Bauch, 2006). 

 King and Kitchener (1994) have argued that thinking about the effects of one’s actions or 

decisions on the needs of disadvantaged and marginalized others requires a different level of 

reflection, and one that is usually not well developed until later in life, if at all. We would also 

note, however, that these items reflect a relatively newer emphasis within the program on the 

effects of leaders’ actions on others, especially those often marginalized or disenfranchised, and 

that this emphasis may have been accepted and internalized less well (p. 501). 

 
Table 17 
 
ETHICAL PRIORITY DIMENSION Factor 
 
Variables Mean SD Min. Max 
ETHICAL PRIORITY 3.64 (10.94) 3.72 18.00 18.00 
Rate clients/customers first and above needs 3.70 1.45 1.00 6.00 
Rate the needs of society in general first 3.53 1.32 1.00 6.00 
Rate the needs of disadvantaged groups first 3.70 1.36 1.00 6.00 
     
 
 
 

Correlations of REMAS and ESQ Factors  
 

To answer the third primary research question, Pearson correlation tests were computed 

among four reflective practice sub-scales of the REMAS and nine school effectiveness sub-

scales of the ESQ to determine if teachers’ perceptions of school effectiveness and their use of 

reflective practice were related.  

Table 18 presents the results of Pearson correlation between Reflective, Ethical, Moral 

Assessment Survey (REMAS) Factors and School Effectiveness Questionnaire (ESQ) Factors. 
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Each of the REMAS factors is represented in Table 18 as ETHMORDM (ETHICAL AND 

MORAL DIMENSION), REFLDMS (REFLECTIVE DIMENSION), ETHPRIOR (ETHICAL 

PRIORITY), and DEFENBEH (DEFENSIVE BEHAVIOR). Each of the ESQ factors is 

presented in Table 18 as VISION (VISION),  EXPECT (STANDARDS AND 

EXPECTECTATIONS),  LEADER (LEADERSHIP),  COLLAB (COLLABORATION AND 

COMMUNICATION),  ALIGN (ALIGNMENT TO STANDARDS),  MONITOR 

(MONITORING OF TEACHING AND LEARNING), PROFDEV (PROFESSIONAL 

DEVELOPMENT), ENVIRONM (LEARNING ENVIRONMENT), and FAMILYINV 

(FAMILY AND COMMUNITY INVOLVEMENT).  

It was hypothesized that a positive relationship between teachers’ perceptions of school 

effectiveness and their perceived use of reflective practices existed. In other words, the higher 

teachers’ perception of school effectiveness, the greater the usage of reflective practice would be 

found. In addition, the opposite would be true; the greater the exhibition of teachers’ reflective 

practice, the higher teachers’ perception of their school’s effectiveness would be found. 

The results suggested that a significant positive but weak relationship was found between 

REFLECTIVE PRACTICE DIMENSION and EXPECTATION, r(168) = .31, p < 01. As 

reflective practice increases, expectations increase. REFLECTIVE PRACTICE DIMENSION 

Factor and LEADERSHIP Factor were significantly correlated but weak, r(168) = .21, p < .01. 

Although weak, there was a significant positive relationship between REFLECTIVE PRACTICE 

DIMENSION and MONITORING OF TEACHING AND LEARNING, r(168) = .18, p < .05. 

REFLECTIVE PRACTICE DIMENSION and VISION were positively correlated, r(168) = .17, 

p < .05. A significant but weak relationship exists between REFLECTIVE PRACTICE 

DIMENSION and ALIGNMENT OF STANDARDS, r(168) = .16, p < .05. REFLECTIVE 
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PRACTICE DIMENSION and FAMILY INVOLVEMENT were positively correlated, r(168) = 

.16, p < .05. The results suggested that middle school teachers who perceive themselves as 

reflective may also perceive their schools as effective in leadership, monitoring, vision, 

alignment and family involvement. 

 The results suggested that a significant, positive relationship with moderate strength was 

found between ETHICAL MORAL DIMENSION Factor of the REMAS and the LEADERSHIP 

Factor of the ESQ r(168) = .20, p < .01. ETHICAL MORAL DIMENSION and 

COLLABORATION/COMMUNICATION were significantly related r(168) = .19, p < .05. 

Significant correlation with slight strength were found between ETHICAL MORAL 

DIMENSION Factor and EXPECTATIONS Factor, r(168) = .16, p < .05. The correlation 

between ETHICAL MORAL DIMENSION Factor and the ALIGNMENT OF STANDARDS 

Factor was found to be statistically significant, r(168) = .16, p < .05. 

Table 18 presents data from the correlation of DEFENSIVE BEHAVIOR Factor and the 

ESQ Factors. The results suggested that 2 out of 7 correlations were statistically significant. The 

correlation between the DEFENSIVE BEHAVIOR DIMENSION Factor and the LEARNING 

ENVIRONMENT Factor was found to be significant but slight, r(168) = .16, p < .05. Similarly, 

a positive relationship was identified between the DEFENSIVE BEHAVIOR Factor and 

VISION Factor, r(168) = .16, p < .05. Middle school teachers who perceive their reflective 

practice as defensive behaviors also perceive their school effectiveness in the areas of 

environment and vision. 

Table 18 presents data results from the correlation between the ETHICAL PRIORITY 

Factor and ESQ Factors. Four of the correlations demonstrated statistically significant 

relationships. A significant but low relationship exists between the ETHICAL PRIORITY 
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DIMENSION Factor and STANDARDS AND EXPECTATIONS Factor, r(168) = .21, p < .01. 

ETHICAL PRIORITY DIMENSION Factor and COLLABORATION Factor were significantly 

correlated, r(168) = .21, p < .01. A significant but slight strength correlation was found between 

ETHICAL PRIORITY DIMENSION Factor and LEADERSHIP Factor, r(168) = .19, p < .05. 

The correlation of ETHICAL PRIORITY DIMENSION Factor and VISION Factor was 

significant, r(168) = .15, p < .05. Similarly, a significant correlation with slight strength was 

identified between ETHICAL PRIORITY DIMENSION Factor and the LEARNING 

ENVIRONMENT Factor, r(168) = .16, p < .05. The correlation of ETHICAL PRIORITY 

DIMENSION Factor with other ESQ Factors was not significant. In general, the results suggest 

that the participants who perceive themselves as ethical and moral also perceive their school as 

effective in collaboration, vision, environment, and leadership. As the ethical and moral 

dimension increases, so do COLLABORATION/ COMMUNICATION, VISION, LEARNING 

ENVIRONMENT and LEADERSHIP of the Effective School Questionnaire Factors increase. 
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Table 18 
 
Correlations between the REMAS and ESQ Factors 
	
Factors REFLDMS ETHMORDM DEFE

NBEH 
ETHPRIOR VISION EXPECT LEADER COLLAB ALIGN MONITOR PROFDEV ENVIRON FAMILY 

INV 
REFLDMS 1             
ETHMORDM 0.331** 1            
DEFENBEH 0.094 -0.020 1           
ETHIPRIOR 0.083 0.448** -0.135 1          
VISION 0.168* 0.099 0.159* 0.152* 1         
EXPECT 0.305** 0.158* 0.099 0.213** 0.674** 1        
LEADER 0.213** 0.204** 0.116 0.185* 0.726** 0.531** 1       
COLLAB 0.128 0.190* 0.121 0.206** 0.716** 0.595** 0.752** 1      
ALIGN 0.161* 0.156* 0.125 0.088 0.677** 0.612** 0.635** 0.722** 1     
MONITOR 0.176* 0.142 0.047 0.152* 0.625** 0.572** 0.583** 0.706** 0.655** 1    
PROFDEV 0.092 0.104 0.141 0.061 0.555** 0.399** 0.542** 0.582** 0.578** 0.570** 1   
ENVIRONM 0.211** 0.139 0.162* 0.160 0.790** 0.607** 0.721** 0.778** 0.704** 0.683** 0.609** 1  
FAMILYINV 0.159* 0.122 0.101 0.071 0.708** 0.541** 0.614** 0.739** 0.637** 0.626** 0.570** 0.828**     1 

 

Note. 1 = REFLDMS, 2 = ETHMORDM, 3 = DEFENBEH, 4 = ETHPRIOR, 5 = VISION, 6 = EXPECT, 7 = LEADER, 8 = 
COLLAB, 9 = ALIGN, 10 = MONITOR, 11 = PROFDEV, 12 = ENVIRON, 13 = FAMILY INV 
All correlations were Pearson’s Correlations. *indicates statistically significant at the p < .05 level. **indicates statistically significant 
at the p < .01 level. 
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The correlation of the Reflective, Ethical, and Moral Assessment Survey (REMAS) 

Factors and the Effective Schools Questionnaire (ESQ) Factors illustrated that positive 

relationships existed between some factors of the two scales. However, all or almost all 

significantly positive correlations were weak.
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CHAPTER 5 

CONCLUSION, SUMMARY, AND DISCUSSION 

Introduction 

 This chapter includes the conclusions, a discussion of findings and responses to research 

questions, limitations, practical implications, and recommendations for future research on how 

teachers in the Alabama Black Belt perceived their use of reflective practice and how they 

perceived their school’s effectiveness. The primary purpose of this study was to investigate how 

middle school teachers in the Alabama Black Belt perceived their use of reflective practice and 

how they perceived their school’s effectiveness, as well as, to determine how these teachers’ 

perceptions of reflective practices were related to their perceptions of school effectiveness. 

 A total of 221 surveys were distributed among Grade 7 and Grade 8 middle school 

teachers throughout the Alabama Black Belt. The data were collected from 170 usable surveys 

and used to respond to the primary research questions: 

 1. How do teachers in the Alabama Black Belt perceive their school’s effectiveness? 

 2. How do teachers in the Alabama Black Belt perceive their use of reflective practice? 

 3. Are teachers’ perceptions of school effectiveness and their use of reflective practice 

related? 

The Reflective, Ethical and Moral Assessment Survey (REMAS) and the Effective 

School Questionnaire (ESQ) were used to collect data. Data from these surveys provided the 

researcher with information on teachers’ perceived use of reflective practice and their perceived 
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school effectiveness, as well as, how reflective practice and school effectiveness might be 

related.  

 

Discussion of Findings 

 Tremendous pressure for accountability has been placed upon America’s public schools 

through the No Child Left Behind Act of 2001. That accountability pressure included the 

improving of principal and teacher quality through professional development, as well as 

requirements for improving overall school effectiveness. Today, educators throughout the United 

States and foreign countries are encouraged to becoming reflective practitioners as part of 

improving their professional practice (Arredondo Rucinski, 2005). Guskey (2003) maintained 

that one pertinent characteristics of effective professional development is reflection.  

One of the goals of this research study was to examine how teachers in the Alabama 

Black Belt perceived their use of reflective practice and how they perceived their school’s 

effectiveness. Through the analyzing of data from the Effectiveness School Questionnaire 

(ESQ), teachers’ perceived effectiveness of their school was measured. Respondents rated their 

assessment of 60 school characteristics on a scale of 1 to 5 with 1 meaning respondents do not 

agree at all to 5 meaning respondents agree completely.  

 

Research Question 1: Teachers’ Perceptions of School Effectiveness 

The first research question asked teachers how they perceived their school’s 

effectiveness. The findings of this study suggested that respondents perceived their schools most 

effective in the ALIGNMENT TO STANDARDS Factor and the VSION Factor. Respondents 

rated the VISION and ALIGNMENT TO STANDARDS Factors both highly and with similar 
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mean scores. The ALIGNMENT TO STANDARDS Factor had a mean score of 4.08 and was 

ranked one among ESQ factors, while the VISION Factor had a mean score of 4.03 and ranked 

two. A correlate of effective schools is a common and shared vision by all stakeholders (Fouts, 

2001; Lezotte, 1991). Respondents established through their perceptions that the primary 

emphasis of the school was to improve instruction, and that the staff is committed to achieve. 

Respondents understood that a clear understanding of what the school wanted to achieve and a 

commitment to achieving the school’s overall goal existed in middle schools of the Alabama 

Black Belt. Within the ALIGNMENT TO STANDARDS Factor, the respondents rated high the 

extent to which the curriculum was aligned to state standards and the school’s meaningfulness to 

students. Administrators, teachers, parents and stakeholders were required by the Alabama State 

Department of Education to develop a Continuous Improvement Plan for each local school. A 

main focus of the plan was to determine a shared and common vision for the school. 

Because of the high stakes testing required through NCLB, numerous workshops on the 

alignment of standards have been offered by the local school systems and regional in-service 

centers. Teachers participated in these workshops to ensure that the curriculum and instruction 

aligned with objectives of specific tests and aims of their local school system. These findings 

were supported by the Washington State research by Fouts (2002) who contended that 

curriculum, instruction and assessment aligned with standards is a pertinent characteristic of 

school effectiveness. 

Within the LEADERSHIP Factor, respondents established that leaders acted with 

integrity, considered their viewpoints, cared for their staff, and advocated for instruction that 

help students. The LEADERSHIP Factor was ranked as three among the factors of the Effective 

Schools Questionnaire. This suggested that leaders engage in practices to improve 
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principal/administrator quality as mandated by NCLB. Good teacher-administrators relationships 

have been found to exist in effective schools (Young, 1998). In other words, teachers respected 

their leaders, and they perceived their principals/administrators as caring individuals who valued 

their viewpoints and provided supported for instruction within their schools. Teachers’ 

perceptions of their leaders could be influenced by the small town or rural atmospheres and 

connectedness in which a type of family atmosphere is found among residences. Thus, the 

leaders’ awareness of this type of culture may have contributed to teachers’ perceptions that their 

leaders were fair, honest, and caring. From a professional development level, teachers believed 

that their expertise was not utilize; moreover, from a leadership perspective they viewed their 

leaders as valuing their points at an even slightly lower level. 

The respondents perceived their school effectiveness, according to other remaining 

factors of the Effective School Questionnaire, in the following order: PROFESSIONAL 

DEVELOPMENT (3.86), LEARNING ENVIRONMENT (3.80), STANDARDS AND 

EXPECTATIONS (3.77), COLLABORATION/COMMUNICATION (3.75), FAMILY AND 

COMMUNITY INVOLVEMENT (3.55), and MONITORING OF TEACHING AND 

LEARNING (3.44). Thus, when examining the mean scores ranking, teachers’ perceived their 

school’s more highly effective within the PROFESSIONAL DEVELOPMENT Factor with a 

mean score of 3.86 as compared to the MONITORING OF TEACHING AND LEARNING 

Factor with a mean score of 3.44. In other words, this meant that teachers believed that their 

schools offered professional development activities that were consistent with school goals, as 

well as, opportunities to grow professionally at a higher level when compared to the 

MONITORING OF TEACHING AND LEARNING Factor where teachers received regular 

feedback on how they were doing and ways to help improve instructional practices.  
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Within the PROFESSIONAL DEVELOPMENT Factor, respondents agreed that 

assessments were used for professional learning activities while opportunities to lead activities 

by other staff members were viewed as lowest among the variables of the PROFESSIONAL 

DEVELOPMENT Factor. No Child Left Behind Act of 2001 mandated the highest allocation of 

funds for professional development. A goal of this allocation was to improve teacher and 

principal quality through professional development. An emphasis on professional development 

for both teachers and leaders must be maintained in effective schools (Salif, 2011). Professional 

development must be ongoing and should reflect best educational practices (AMLE, 2010). 

Respondents ranked the PROFESSIONAL DEVELOPMENT Factor as fourth among ESQ 

factors. In other words, this meant that teachers believed that their professional development was 

mostly assessment driven versus professional development activities that allowed themselves 

opportunities to lead activities or utilize their individual expertise teachers. In essence, teachers 

believed that the majority of their professional development catered toward assessments, while 

opportunities to present their expertise to lead within their schools were negated or limited.  

LEARNING ENVIRONMENT Factor had a mean score of 3.80. Respondents ranked the 

LEARNING ENVIRONMENT Factor as five out of the nine factors of the ESQ. This factor 

included variables that asked respondents to rate safety of students on school property, the 

environment conduciveness of the learning environment, the showing of care to all students by 

teachers, staff respect for cultural heritage of students, the well management of discipline 

problems, and staff expression of ideas and opinions. These findings supported the findings of 

other researchers, who stated that a school’s environment that facilitates clear and consistent 

rules and discipline is a trademark of effective schools (Bliss & Firestone, 1991; Purkey & 

Smith, 1983; Young, 1998).  
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Each year, Alabama Public Schools are required to participate in the Pride Survey. The 

Pride survey asked students and some staff to rate their schools and communities on similar 

variables within the LEARNING ENVIRONMENT Factor. The Pride Survey and the ESQ were 

similar for they measured duplicate items. These data from the annual Pride Survey were then 

used to support a required Alabama State Department of Education Continuous Learning Plan 

for each school. With this Pride Survey, teachers were provided instant data related to the 

strengths and weaknesses of their schools’ learning environment. These data enabled teachers 

and administrators to have information to overcome challenges and continuously build upon 

strengths related also to the LEARNING ENVIRONMENT Factor. Teachers’ yearly analyses of 

the Pride Survey data and their action plan to improve the school’s learning environment 

probably contributed to the ratings of teachers’ perceptions of their schools within the 

LEARNING ENVIRONMENT.  

Respondents agreed that STANDARDS AND EXPECTATIONS (3.77) and 

COLLABORATION/COMMUNICATION (3.75) Factors were essential components of their 

perceived school effectiveness. Teachers perceived their schools as setting high expectations for 

student learning in the STANDARDS AND EXPECTATIONS Factor which was ranked sixth. 

The curriculum is exploratory, challenging, integrative, and relevant in effective schools 

(AMLE, 2010: Marzano, 2003). In the COLLABORATION AND COMMUNICATION Factor 

which was ranked seventh, teachers perceived their schools as effective. Teachers discussed 

school issues regularly, felt that staff members trusted one another, and participated in a variety 

of perspectives when making decision. Collaboration and communication fostered interactions 

among teachers with equal decision-making power where teachers share resources and 

responsibilities (Friend & Cook, 2000).  
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According to Marzano (2003) and Fouts (2002), high levels of family and community 

involvement support effective schools. Among the nine factors of the ESQ, teachers ranked their 

schools’ perceived effectiveness in the FAMILYAND COMMUNITY INVOLVEMENT Factor 

as eighth. The Black Belt region is largely an impoverished area in which over fifty percent of 

some county’s citizens receive public assistance. Thus, travel accommodations for parents to 

visit their children schools may not be a priority and are limited because of high cost of fuel. 

Some parents make choices to provide food, clothing and shelter for their children versus the 

purchasing of travel accommodations. Thus, this situation established that teachers may have 

indeed perceived their school’s parental involvement as less highly rated when compared to 

other ESQ factors.  

MONITORING OF TEACHING AND LEARNING Factor was ranked ninth (lowest) by 

respondents. Respondents agreed that teachers received feedback regularly from the 

administrators, and students received regular feedback from teachers. However, teachers 

perceived their schools as least effective based on mean scores. In other words, when compared 

to other ESQ factors, teachers desired to have more feedback regularly from their peers, 

administrators, and colleagues. Also, teachers recognized that it is imperative to provide 

feedback to students also. Thus, teachers believed that feedback needed to be facilitated more 

often for both the staff and students. It is imperative that students receive regular feedback from 

teachers, as well as, teachers received regularly feedback from leaders and peers (Fouts 2002). 

 

Research Question 2: Teachers’ Perceptions of Reflective Practice 

In response to the second research question that asked how teachers perceive their use of 

reflective practice, the researcher found that respondents said their use of reflective practice was 
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high. Respondents ranked the factors of the REMAS as follows: REFLECTIVE PRACTICE 

DIMENSION, first; DEFENSIVE BEHAVIOR DIMENSION, second; ETHICAL AND 

MORAL DIMENSION, third; and ETHICAL PRIORITY DIMENSION, fourth.  

The findings of this study suggested that REFELCTIVE PRACTICE DIMENSION 

Factor had the highest mean score of 5.09. The overall mean score placed respondents at an 

ethical and socially just use of reflective practice standards although six of the nine variables 

produced mean scores on the level of expert use of reflective practice standards. This illustrated 

that respondents consider the effects of their decisions and actions on society (students) 

including disadvantaged populations when making decisions for future policy and practice. 

When planning for instruction, respondents examine the need of the disadvantaged population 

(students) and other individuals to support an environment that is inclusive of everyone. 

Respondents refrained from blaming policy, rationalizing behaviors, or practices for actions or 

decisions as exemplified in the emergent use level of reflective practice standards. A reflection 

component of the teachers’ professional evaluation system, EDUCATEAlabama, may further 

explain respondents’ high perception of this dimension. Thus, teachers were indeed reflective 

practitioners in the Black Belt region. Teachers illustrated that, based on their perceptions, they 

were supportive of an environment that was inclusive of everyone. When planning for 

instruction/curriculum, these teachers demonstrated that they “reflected” on the importance of 

the disadvantaged student population when setting future guidelines and actions. In essence, they 

refused to blame others or policy for their students’ successes or failures. Instead, teachers 

embraced the need to be reflective which may have been influenced by the reflection component 

of EDUCATEAlabama which is a component of the teachers’ professional evaluation system. 
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In the DEFENSIVE BEHAVIOR Factor, respondents avoided blaming others, 

constructing meaning in conversations, screening out criticism intentionally and rationalizing 

behaviors. This finding suggested that respondents are open to criticism and work collaboratively 

with colleagues. In contrast to expert use of reflective practice standards, individuals within the 

DEFENSIVE BEHAVIOR DIMENSION Factor do not openly accept criticisms for action and 

decision and become overly defensive when questioned by others. These individuals rationalize 

behaviors, blame policy, others, or practices for actions and decisions. Reeves (2004) maintained 

that reflection is “not only the analytical task of reviewing one’s own observations but also the 

more challenging task of listening to colleagues and comparing notes” (p. 52). Reeves suggested 

reflection as an inherently collaborative activity requiring active participation of colleagues in 

the relentless effort of improving teaching and learning.  

When such defensive behaviors are found, a lack of openness and a lack of desire to 

reflect on one’s own experiences and interpretations and thus to become transformed by one’s 

everyday learning on the job are indicated (Arredondo Rucinski & Bauch, 2006). Items within 

the DEFENSIVE BEHAVIOR DIMENSION were reversed scored which show that a high mean 

score of 5.02 was viewed as negative in the Defensive Behavior Dimension. Similarly, 

Arredondo Rucinski and Bauch (2006) maintained that college students were less likely to have 

full control over their defensive behaviors. However, respondents (middle school teachers) in 

this study engaged in practices at sophisticated levels in the area DEFENSIVE BEHAVIOR. 

Therefore, as part of their sophisticated level of reflective practice usage, teachers refrained from 

blaming others, and they openly accept criticisms for their actions and decisions. Teachers were 

more open to improving both teaching and learning, as well as, open to reflecting on their 

individual expectations and to accepting criticism. As a result these teachers viewed themselves 
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as open rather than closed as related to reflective practice usage in the DEFENSIVE 

BEHAVIOR Factor. Thus, this high score illustrated that teachers, who are reflective, accept 

responsibility for academic challenges or policies that may exist as related to the success of their 

schools and students. They were not defensive or blame others for situations related to their 

school environment, and they embraced others’ perspectives or ideas as related to curriculum and 

instruction as well as the students that they served.  

The findings of the study further suggested in the ETHICAL AND MORAL 

DIMENSION that respondents viewed themselves as having an expert use of reflective practice 

although three of the variables mean scores were in the ethical and socially just use of reflective 

practice standards. Respondents asked about the results of actions on a fellow employee and the 

effects on disadvantaged groups. Respondents questioned the effects of decisions on students 

who may be in disadvantaged groups or the results of actions on fellow colleagues. In essence, 

this meant that teachers do not focus simply on themselves as individual when planning for 

instruction or other components of their overall school’s well-being. Instead, they take into 

account how their actions may affect all entities of the school, especially the disadvantaged 

groups as often found within the Black Belt Region. According to Arredondo Rucinski (2005), 

an ethical and socially just use of reflective practice standards is found when participants ask 

questions about the effects of actions or decisions on others, ask questions about the extent to 

which their actions or decisions are moral or ethical, and ask questions about the results of 

actions or decisions on the disenfranchised, underrepresented, and/or marginalized population.  

The respondent rated ETHICAL PRIORITY DIMENSION Factor lowest among the four 

factors of the REMAS. Although rated lowest, all three variables scored within the expert use of 

reflective practice standards. This finding established that respondents rate the needs of persons 



76 

from disadvantaged groups first and above those of the employees. Respondents placed the needs 

of both non-disadvantaged and disadvantaged groups above of themselves. Teachers did use 

ethical priorities, but not a level as high when compared to the other factors of the REMAS. 

Teachers could improve within this factor by seeking ways of putting the needs of disadvantaged 

or disenfranchised students above the needs of their own. Teachers refrain from planning and 

teaching in ways that are comfortable for themselves rather than the accommodating of the 

students within disenfranchised or disadvantaged groups such as some students within the Black 

Belt Region. Thus, teachers should improve their ethical priority usage by being more student 

focused. 

 

Research Question 3: Relationship between Reflective, Ethical, and Moral Survey Factors 
and the Effective Schools Questionnaire Factors 

 
The third research question dealt with the determining how teachers’ perceptions of their 

school’s effectiveness and their perceptions of their reflective practice usage are related. The 

researcher hypothesized that a positive relationship between teachers’ perceptions of school 

effectiveness and their perceived use of reflective practices existed. In other words, the higher 

teachers’ perception of school effectiveness, the greater the usage of reflective practice would be 

found. In addition, the opposite would be true; the greater the exhibition of teachers’ reflective 

practice, the higher teachers’ perception of their school’s effectiveness would be found. 

Significant positive but weak correlations were found among the REFLECTIVE 

PRACTICE DIMENSION Factors of the REMAS and other ESQ Factors for the following: 

REFLECTIVE PRACTICE DIMENSION and STANDARDS AND EXPECTATION, 

REFLECTIVE PRACTICE DIMENSION and LEADERSHIP, REFELCTIVE PRACTICE 

DIMENSION and FAMILY AND COMMUNITY INVOLVEMENT, REFLECTIVE 



77 

PRACTICE DIMENSION and ALIGNMENT OF STANDARD, REFLECTIVE PRACTICE 

DIMENSION and MONITORING OF TEACHING AND LEARNING, REFLECTIVE 

PRACTICE and VISION. The results, although weak, suggested that middle school teachers 

who perceived themselves as reflective may also perceive their schools as effective in leadership, 

monitoring of  teaching and learning, vision, alignment of standards, and family and community 

involvement. 

The correlations between the DEFENSIVE BEHAVIOR DIMENSION Factors and ESQ 

Factors showed the following significant positive relationships although weak: DEFENSIVE 

BEHAVIOR DIMENSION Factor and ENVIRONMENT Factor and DEFENSIVE BEHAVIOR 

Factor and VISION Factor. Respondents who perceived their reflective practice use as defensive 

behavior may also view their schools as effective in the areas of learning environment and 

vision. 

Significantly positive but weak correlations were found among the ETHICAL 

PRIOIRTY DIMENSION and EXPECTATION, ETHICAL PRIORITY DIMENSION and 

LEAERSHIP, ETHICAL PRIORITY DIMENSION and COLLABORATION, ETHICAL 

PRIOIRTY DIMENSION and VISION, and ETHICAL PRIORTY DIMENSION and 

LEARNING ENVIRONMENT Factor. Although weak relationships existed, the results 

illustrated that the respondents who perceived their reflective practice usage in the ETHICAL 

PRIORITY DIMENSION also perceived their school as effective in collaboration, vision, 

environment, and leadership. As the ETHICAL PRIOIRTY increased among respondents, so did 

collaboration, vision, environment and leadership increased. However, relationships were weak. 

This meant that as teachers utilize ETHICAL PRIORITY by putting the curricular and the 

instructional needs of the disadvantage students within the Black Belt Region first and above 
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themselves, teachers find themselves engaged in a more collegial and collaborative school 

setting with a focused and shared vision for their schools that is enhanced by  leader who 

exhibited integrity and care. In other words, when teachers rated students as first, a collaborative 

school culture was facilitated among the staff and administrator. 

The findings suggested that a significantly positive but weak relationship existed among 

the ETHICAL AND MORAL DIMENSION Factor and LEADERSHIP, ETHICAL AND 

MORAL DIMENSION and COLLOBRATION, ETHICAL AND MORAL DIMENSION and 

EXPECTATIONS, ETHICAL AND MORAL DIMENSION and ALIGNMENT OF 

STANDARDS. Although weak, these results showed that a relationship existed in which middle 

school teachers who perceive themselves as ethical and moral practitioners also perceived their 

schools as effective in the areas of leadership, collaboration, expectations, and alignment. Thus, 

as teachers of the Black Belt Region exhibit ethical and moral character by asking how their 

actions affect colleagues or individual students of disadvantaged groups, as well as, ask how 

their decisions affect future practices, these teachers view themselves as part of schools that 

exhibited effective leadership that supported learning, collaboration that enhanced collegiality, 

expectations that fostered a integrative and challenging curriculum, and a curriculum that was 

aligned to standards. In essence, these ESQ factors increases as teachers sought to do the “right 

things” for their students and colleagues because of their ethical and moral duties as reflective 

practitioners.  

Overall, although weak relationships existed, the researcher found that the hypotheses 

were true. Although weak, a positive relationship between teachers’ perceptions of school 

effectiveness and their perceived use of reflective practices existed. In other words, the greater 

the exhibition of teachers’ reflective practice, the higher teachers’ perception of their school’s 
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effectiveness was found. Thus, when teachers are efficient in reflective practice, they also 

perceive their school as effective among certain factors. Therefore, the reflection component of 

the EDUCATEAlabama teachers’ evaluation system may be rendered as beneficial, since 

reflection was related to school effectiveness. 

The confirmatory factor analysis of the ESQ and REMAS revealed that the factor 

structures seemed to be solid and were both appropriate for use in public schools and with 

teachers. In addition, the confirmatory factor analysis of the REMAS also proved reliable and 

valid as supported by previous confirmatory factor analysis results (Garcia, 2004). Both scales 

produced relatively high overall Cronbach’s alpha, ESQ .87 and REMAS .88. The factor analysis 

of the ESQ appeared to be concrete with nine factors as proposed by the author Fouts (2002) as 

well as the REMAS with four factors as proposed by the authors Arredondo Rucinski (2006). 

 

Limitations 

 Conclusions from the findings are subject to limitations. The findings of this study were 

limited to seventh and eighth grade teachers. The study took place in the Black Belt Region of 

Alabama. Therefore, recommendations should be made for statewide studies to determine 

whether these findings hold true. Last, these findings are based on how teachers perceived their 

use of reflective practice and how they perceived their school effectiveness.  

 

Practical Implications 

 These findings have implications for administrators and professional development 

coordinators at the local and state levels in terms of factors to be considered in planning, 

implementing and maintaining a rigor in professional development. This is likely to engender 
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evidence-based professional development rather than activity driven. In addition, this study may 

be used to inform policymakers related to the structure of professional development involving 

reflective practice. 

Previous research illustrated that teachers, both in-service and practicing, can indeed 

benefit from reflective practice. Professional development opportunities in reflective practice 

may further strengthen Black Belt Region middle school teachers’ reflection as part of their 

formal evaluation process, EDUCATEAlabama. Educators throughout the United States and 

foreign countries are encouraged to become reflective practitioners as part of improving their 

professional practice (Arredondo Rucinski, 2006). Furthermore, more attention may be given to 

teachers’ perceptions of their school effectiveness to assist administrators and district leaders in 

providing professional development opportunities that will enhance school effectiveness factors 

within the impoverished Black Belt Region of Alabama. 

 

Future Research 

 Future researchers could examine the results of this study to determine whether these 

results could be used to implement professional development programs aimed at providing 

strategies that enhance reflective practice usage. Future researchers may also look at replicating 

this study outside of the Black Belt Region but within the state of Alabama. Genders’ 

perceptions of reflective practice and school effectiveness may be examined within the middle 

school or high school levels. In addition, the perceptions of reflective practice usage and the 

perception of school effectiveness could be examined based on new/novice teachers versus 

veteran teachers as well as education levels. Furthermore, students and parents could possibly be 

asked to rate their perceived effectiveness of their school as compared to teachers’ perceptions. 
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Teachers’ perception of their specific individual schools could be compared to their specific 

individual schools’ achievement data on standardized tests and state assessment to determine if 

overall perceptions of faculty members, parents and students within a school were related to 

student achievement. 

 

Conclusions 

The researcher learned that Black Belt Region middle school teachers’ perceived usage of 

reflective practice was related to their perception of school effectiveness although the 

relationships were not very strong. In addition, teachers in the Black Belt were found to use 

reflective practice at various levels across different dimensions. Teachers believed that their 

school’s alignment to standards and shared vision were highly effective. They perceived their 

leaders as caring individuals who supported instruction time. However, these teachers also 

surmised that their schools were less highly effective as related to the feedback in which they 

received from their administrator, as well as, the feedback that was provided to students.  

The hypotheses were supported, for teachers’ reflective practice usage was related to 

those teachers’ perceptions of their school’s effectiveness. However, it must be noted that the 

relationships were not very strong. 

By encouraging additional professional development on reflective practice usage, 

teachers may only strengthen their reflective practice usage which may ultimately influence their 

perceptions of their school’s effectiveness. Teachers may become even more sophisticated 

reflective practitioners who understand the importance of the dimensions of reflective practice 

usage and how those dimensions may be related to their perceptions of overall school 

effectiveness.
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Please Note: All responses will be kept confidential. After completing this survey please return it to the 
school counselor or principal. Thank you for your assistance in this research. 

  
PART I: REFLECTION. Please mark the frequency with which you engage in the reflective action described 
for each item. For example, if you perceive that the activity is one in which you engage very often then you 
would put an X in the far right column (“6”); if the activity is one in which you never engage, please mark an 
X in the first column (“1”). 

  
Item. 

  
While reflecting on activities and actions at work, how 
frequently do you - - - - - -? 

Not at 
all 

1 

 
2 

  
3 

  
4 

 
5 

Often
6 

1. Review actions in conversations? 1 2 3 4 5 6

2. Ask questions about assumptions underlying actions? 1 2 3 4 5 6

3. Invite feedback about actions? 1 2 3 4 5 6

4. Respond to feedback from others with clarifying questions or 
paraphrased statements? 

1 2 3 4 5 6

5. Ask questions about perspectives of others? 1 2 3 4 5 6

6. Ask questions about your own perspective? 1 2 3 4 5 6

7. Construct meaning in conversations? 1 2 3 4 5 6

8. Interpret and check interpretations of others? 1 2 3 4 5 6

9. Plan actions? 
  

1 2 3 4 5 6

10. Describe plans and check plans with others? 1 2 3 4 5 6

11. Become defensive when questioned by others? 1 2 3 4 5 6

12. Deny responsibility for decisions or actions you take? 1 2 3 4 5 6

13. Intentionally screen out criticisms, e.g., Use expressions like, 
“I don’t remember saying that –”? 

1 2 3 4 5 6

14. Rationalize behaviors, e.g., “I only did that because –”? 1 2 3 4 5 6

15. Blame others, e.g., “I could not do that because policy/ past 
practice/ others/ forbid it –”? 

1 2 3 4 5 6

16. View workplace decisions and actions as having moral and 
ethical dimensions? 

1 2 3 4 5 6

17. Ask the question: “Is this a moral action?” 1 2 3 4 5 6

18. Ask; “Is that an ethical decision?” 1 2 3 4 5 6

19. Ask: “What is likely to be the result of this action on fellow 
employees?” 

1 2 3 4 5 6

20. Ask: “What is the likely result on future practice?” 1 2 3 4 5 6



90 

21. Ask: “What is the likely result on policy?” 1 2 3 4 5 6

22. Ask: “What is the likely result on clients or customers?” 1 2 3 4 5 6

23. Ask: “What is the likely result on society in general?” 1 2 3 4 5 6

24. Ask: “What is the likely effect on marginalized or disadvantaged 
groups?” 

1 2 3 4 5 6

25. Examine decisions from an ethical or moral perspective? 1 2 3 4 5 6

26. Ask: “Is this decision right or wrong?” 1 2 3 4 5 6

27. Exhibit moral or ethical motivation in the workplace (i.e., 
prioritize moral and ethical values relative to other values)? 

1 2 3 4 5 6

28. Exhibit moral or ethical character in the workplace (i.e. , 
demonstrate sensitivity, courage, persistence, and, 
implementation behaviors)? 

1 2 3 4 5 6

29. Rate the needs of employees first and above future practice, 
policy, clients or customers, society in general, or persons from 
disadvantaged groups? 

1 2 3 4 5 6

30. Rate practice first and above the needs of employees, policy, 
clients/customers, society in general, or persons from 
disadvantaged groups? 

1 2 3 4 5 6

31. Rate policy first and above the needs of employees, future 
practice, clients/customers, society in general, or persons from 
disadvantaged groups? 

1 2 3 4 5 6

32. Rate clients/customers first and above the needs of employees, 
future practice, or persons from disadvantaged groups?

1 2 3 4 5 6

33. Rate the needs of society in general first, and above the needs of 
employees, future practice, policy, clients/customers, or persons 
from disadvantaged groups? 

1 2 3 4 5 6

34. Rate the needs of persons from disadvantaged groups first and 
above those of employees, future practice, policy, 
clients/customers, or society in general?

1 2 3 4 5 6
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EFFECTIVE SCHOOL QUESTIONNAIRE SURVEY
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Schools Effectiveness Survey 
 
Schools tend to have a combination of characteristics. To help assess your perception of your school’s effectiveness, circle the 
number that best describes the extent to which each statement listed below is true in your school. Completing the survey is 
voluntary, although we encourage you to respond honestly to help your school get a complete understanding of individual staff 
views on school effectiveness. After completing this survey, please place survey in self‐adhesive envelope and seal envelope 
before  returning surveys/envelope to the school counselor or principal investigator. 
 
Survey Scale: The survey on the following pages uses a 5‐point scale, from 1 meaning you “do not agree at all” to 5 meaning you 
“agree completely.” Indicate the number that best describes your level of agreement about each statement. If you have no 
knowledge to make an accurate selection, mark 0 in the first column (“no basis to judge”). 
 
 

Characteristic  No 
basis 
to 
judge 

Don’t 
agree 
at all 

Agree 
Slightly 

Agree 
Moderately 

Agree 
Mostly 

Agree 
completely 

1. VISION   

   
The school has a clear sense of purpose.  0  1   2  3  4  5 

 

I have a clear understanding of what the school is trying to 
achieve. 

0  1  2  3  4  5 
 
 

The staff shares a common understanding of what the 
school wants to achieve. 

0  1  2  3  4  5 
 
 

All staff are committed to achieving the school’s goal.  0  1  2  3  4  5 
 

The staff keeps the school’s goals in mind when making 
important decisions 

0  1  2  3  4  5 
 
 

The school’s primary emphasis is improving student 
learning. 

0  1  2  3  4  5 

   
2. STANDARDS/EXPECTATIONS   

   
All students are expected to achieve high standards.  0  1  2  3  4  5 

 

Teachers do whatever it takes to help all students to meet 
high academic standards. 

0  1  2  3  4  5 
 
 

I believe all students can learn complex concepts.  0  1  2  3  4  5 
 

All students are consistently challenged by a rigorous 
curriculum. 

0  1  2  3  4  5 
 
 

Teachers’ use effective strategies to help low‐performing 
students meet high academic standards. 

0  1  2  3  4  5 
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3. LEADERSHIP 

   

Many staff provide leadership in some way  0  1  2  3  4  5 
 

Leaders advocate for effective instruction for all students.  0  1  2  3  4  5 
 

People in  leadership roles act with integrity  0  1  2  3  4  5 
 

School administrators consider various viewpoints when 
making decision. 

0  1  2  3  4  5 

Leaders hold staff accountable for improving student 
learning 

0  1  2  3  4  5 
 
 

I feel like the school leadership cares for me.  0  1  2  3  4  5 

             

4. COLLABORATION/COMMUNICATIONS             

             

The school uses a system to obtain a variety of 
perspectives when making decisions. 
 

0  1  2  3  4  5 

Teachers discuss teaching issues on a regular basis.  0  1  2  3  4  5 
 

Staff members work together to solve problems related to 
school issues. 

0  1  2  3  4  5 
 
 

The staff works in teams across grade levels to help 
increase student learning. 
 

0  1  2  3  4  5 

Staff routinely work together to solve problems related to 
school issues. 
 

0  1  2  3  4  5 

Teachers have frequent communication with families of 
their students. 

0  1  2  3  4  5 
 
 

Staff members trust one another.  0  1  2  3  4  5 

             

5. ALIGNMENT TO STANDARDS             

             

The school’s curriculum is aligned with state standards .  0  1  2  3  4  5 
 

Instructional staff have a good understanding of the state 
standards in the areas they teach. 

0  1  2  3  4  5 
 
 

Instructional materials that are aligned with the state 
standards are available to staff. 

0  1  2  3  4  5 
 
 

Instruction builds on what students already know.  0  1  2  3  4  5 
 

School is meaningful to students.  0  1  2  3  4  5 
 

Teachers use a variety of approaches and activities to help 
students learn. 

0  1  2  3  4  5 
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Classroom activities are intellectually stimulating  0  1  2  3  4  5 
 

I know the research basis for the instructional strategies 
being used. 

0  1  2  3  4  5 
 
 

The staff uses State test results to help plan instructional 
activities. 

0  1  2  3  4  5 
 
 

6. MONITORING OF TEACHING AND LEARNING             

             

Students receive regular feedback about what they need 
to do to improve. 

0  1  2  3  4  5 

Students receive extra help when they need it.             

Teachers modify their instructional practices based on 
classroom assessment information. 

0  1  2  3  4  5 
 
 

Teachers receive regular feedback on how they are doing.  0  1  2  3  4  5 
 

Teaching and learning are the focus of staff observations 
and evaluations. 

0  1  2  3  4  5 
 
 

Teachers provide feedback to each other to help improve 
instructional practices. 

0  1  2  3  4  5 
 
 

High quality work is expected of all the adults who work at 
the school. 

0  1  2  3  4  5 
 
 

             

7. PROFESSIONAL DEVELOPOMENT             

             

Assessment results are used to determine professional 
learning activities. 

0  1  2  3  4  5 
 
 

Staff members get help in areas they need to improve.  0  1  2  3  4  5 
 

Professional development activities are consistent with 
school goals. 

0  1  2  3  4  5 
 
 

I have enough opportunities to grow professionally.  0  1  2  3  4  5 
 

Different staff members periodically lead professional 
development activities for other staff. 

0  1  2  3  4  5 
 
 

Instructional staff view themselves as learners as well as 
teachers. 

0  1  2  3  4  5 

             

8.   LEARNING ENVIRONMENT             

             

Students feel safe on school property during school hours.  0  1  2  3  4  5 
 

The school environment is conducive to learning.  0  1  2  3  4  5 
 

Teachers show they care about all of their students.  0  1  2  3  4  5 
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The staff respects the cultural heritage of students.  0  1  2  3  4  5 
 

Students respect those who are different from them.  0  1  2  3  4  5 
 

Instruction is adjusted to meet individual student needs.  0  1  2  3  4  5 
 

Student discipline problems are managed well.  0  1  2  3  4  5 
 

The staff feels free to express their ideas and opinions 
with one another. 

0  1  2  3  4  5 

             

9.  FAMILY AND COMMUNITY INVOLVEMENT   
 

         

             

The staff believes students learn more through effective 
family support. 

0  1  2  3  4  5 
 

The school works with many community organizations to 
support its students. 

0  1  2  3  4  5 
 
 

The school makes a special effort to contact the families of 
students who are struggling academically. 

0  1  2  3  4  5 
 
 

Teachers have frequent contact with their student’s 
parents. 

0  1  2  3  4  5 
 
 

The school provides ample information to families about 
how to help students succeed in school. 

0  1  2  3  4  5 
 
 

Many parents are involved as volunteers at the school.  0  1  2  3  4  5 
 

 
Used with permission from Jeffrey Fouts, Former Director, Washington Schools Research Center
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SUPERINTENDENT’S PERMISSION LETTER AND CONSENT FORM
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       Date 
 
 
 
 
Dear Superintendent of Education: 
 
I am André P. Saulsberry, and I am presently a doctoral student at the University of Alabama. 
My dissertation chairperson in the Educational Leadership Department is Dr. Daisy Arredondo 
Rucinski. My research purpose is to determine the relationships between teachers’ use of 
reflective practices and their perceptions of school effectiveness in middle schools of the 
Alabama Black Belt Region. 
 
I am writing today to ask for permission to conduct this study within the middle schools of your 
school system. If you should grant permission for me to conduct this research within your school 
district, you will have allowed me to distribute surveys to grades 7th and 8th middle school 
teachers. These surveys will provide valuable information on teachers’ perceptions of reflective 
practice as well as their perceptions of school effectiveness. However, if your school district opt 
not participate in this study, there will not be any penalty for not participating in this study 
 
If there are questions related to this research study, you may contact me at (251) 513-5075 or 
pierre06@yahoo.com. My dissertation chairperson, Dr. Arredondo Rucinski, may be contacted at 
(205) 348-7826. The Institutional Review Board may be contacted at (205) 348-6457. You may 
return the form using the self-addressed stamped envelope. The form should be mailed to 322 
Edgeview Place   Camden, Alabama 36726. 
 
By signing, you acknowledge that you have been informed about your rights to participate in my 
research through the University of Alabama. A copy of this form will be provided to you for 
your records.  
 
Sincerely, 
 
 
 
André P. Saulsberry 
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Consent to Conduct Study in School District 
 
 
___ I agree to allow my school district to participate in this study. 
 
___  I do not wish to allow my school district to participate in this study. 
 
 
 

Superintendent’s Signature                                            
 
 
 
School District/Date 
 
 
 
Date 
 
 
 
 
Please use enclosed self-addressed stamp envelop or mail to 322 Edgeview Place, Camden, 
Alabama 36726.
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PRINCIPAL’S PERMISSION AND CONSENT FORM
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      Date 
 
 
 
Dear Principal: 
 
I am André P. Saulsberry, and I am presently a doctoral student at the University of Alabama. 
My dissertation chairperson in the Educational Leadership Department is Dr. Daisy Arredondo 
Rucinski. My research purpose is to determine the relationships between teachers’ use of 
reflective practices and their perceptions of school effectiveness in middle schools of the 
Alabama Black Belt Region. 
 
I am writing today to ask for permission to conduct this study within your middle schools. 
Earlier permission to conduct this study was given my your superintendent. If you should grant 
permission for me to conduct this research within your school, you will have allowed me to 
distribute surveys to grades 7th and 8th middle school teachers. These surveys will provide 
valuable information on teachers’ perceptions of reflective practice as well as their perceptions 
of school effectiveness. However, if you opt not participate in this study, there will not be any 
penalty for not participating in this study 
 
If there are questions related to this research study, you may contact me at (251) 513-5075 or 
pierre06@yahoo.com. My dissertation chairperson, Dr. Arredondo Rucinski, may be contacted at 
(205) 348-7826. The Institutional Review Board may be contacted at (205) 348-6457. You may 
return the form using the self-addressed stamped envelope. The form should be mailed to 322 
Edgeview Place   Camden, Alabama 36726. 
 
By signing, you acknowledge that you have been informed about your rights to participate in my 
research through the University of Alabama. A copy of this form will be provided to you for 
your records.  
 
Sincerely, 
 
 
 
André P. Saulsberry 
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Consent to Conduct Study in Middle School 
 
 
___ I agree to allow my school to participate in this study. 
 
___  I do not wish to allow my school  to participate in this study. 
 
 
 
_______________________________________________________________________ 
Principal’s Signature                                            
 
 
 
_______________________________________________________________________ 
School’s Name and School District 
 
 
 
Date 
 
 
 
 
 
 
 
 
Please use enclosed self-addressed stamp envelop or mail to 322 Edgeview  Place Camden, 
Alabama 36726. 
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