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Jill Bradley-Levine
THE ROLE OF LEADERSHIP PREPARATION IN TEACHER
LEADERS’ FORMATION OF CRITICAL CONSCIOUSNESS AND
ENACTMENT OF CRITICAL TEACHER LEADERSHIP
Research has shown that teachers feel alienated by conventional constoicahml
leadership, and therefore, seek leadership opportunities that are collabteatirers
are also more likely to become teacher leaders in environments whereethey fe
appreciated and believe in the direction of current leadership structures asoimy at
their schools (Lambert, 2003). Conversely, it is possible that teachers who feel
unsatisfied may seek teacher leadership opportunities in order to alterrtre cur
direction of the school or even the education system as a whole. Such teacheanleaders
considered critical and work for a more equitable and just educational system. But
whether critical teacher leaders exist and the nature of such leadesgtipoide
determined. For these reasons, it is important to further study the ardicaé of teacher
leadership. Data was gathered for this study using critical qualitatiredwdogy, a
theoretical approach grounded in critical theory (Carspecken, 1996). Threodiaas
were collected for this study. First, participants were observed in fobe @ducational
leadership courses. Second, assignments from three of the participanasiosdilic
leadership courses were collected as a check to determine if theenwvitk reflected
the ideas they expressed during class. Third, four key informants were intshtteee
times to discover how class meetings and assignments affected individbat$eac
Findings indicated that the formation of critical consciousness rests in couteat¢c and
professor and class member interactions. Not only do teacher leaders need todx expos

to readings that probe them to think critically, but they also need safe aribcatitze
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opportunities to challenge their own and each other’s thinking within courses. The

preparatory experiences of teacher leaders affect their concepteachbét leadership as

well as how they enact teacher leadership in their schools.
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CHAPTER 1: INTRODUCTION
PERSONAL STATEMENT

It was not long after | started my teaching career that | beganl tousteated.
Like many teachers | entered the teaching profession because | vwahtee ta positive
effect on children’s lives. However, | had no idea how much time and energy teaching
would demand. Not only was | responsible for classroom-related work including
planning, instruction, assessment, classroom and behavior management, and parent
communication, but | was also expected to participate in a myriad of professional
development activities including attending workshops and conferences, serving on
committees, and taking graduate-level courses. In addition, | felt isotatadfy
colleagues, unsupported by many of the administrators at my school, and harassed by
some parents. Moreover, | entered the teaching profession at a time whemakierg
were asserting their presence through accountability measures sugh-atakes testing
and curriculum standards. To me, it felt like teachers were being attaoke@very side
with no line of defense, and | began to feel more than frustrated. | started to feel
powerless and hopeless. | saw that there were so many demands on me thatdeaul
be the teacher | wanted to be, and therefore, | always felt like a failure.

At the same time, | knew | had the potential to be a great teacher. If aniidl
get the support | needed, the time and the resources. | sought credibitityskf and
my colleagues because | knew that most of us were committed to meeting thefneeds
every student in our classrooms. | knew that students could all have a chance t succee
and that teachers could inspire them to want to succeed. Even though | had so many

dreams about how things should be or could be, no one would listen to my ideas, not



even other teachers. | was too young, too inexperienced, and too naive. It was then that
began to consider what needed to change about the teaching profession in order for
teachers to have a voice, to be listened to and heard. | wanted teachers to edrespect
professionals who were consulted about educational issues. But | sensed that as a
classroom teacher alone, | would have little effect in seeking thesgeshd needed
more status. So | left teaching to begin graduate school where | could eararatdoct
And then people would have to listen.

Over the past four years, | have discovered a lot about myself and aboutsteache
| know now that | am sometimes a blind advocate of teachers. | have assuméx over t
years that all teachers were trying as hard as | was to be great eityateexher had the
best interests of their students in mind. However, | have come to realize thairthéad
apples in the teaching profession. | am not sure if they are bad becauserthayade
that way or because they became that way. In other words, | think it is padsatble t
ineffective people entered the teaching profession because they thougmigteamki
be easy, and thus became ineffective teachers. On the other hand, | think it ikehore |
that idealistic people (like me) entered the teaching profession becausetitey to
make a difference, but became so disenfranchised by the demands placed os tte@iche
they gave up and became bad teachers. Either way, | recognize now that sheeed
for transformation of the teaching profession. But it angers me to think that paiers
will dictate this transformation rather than teachers themselves. Thesiieason why |
continue to be a whole-hearted supporter of teachers. Despite the problemsthat exi
within the teaching profession, | recognize that teachers ought to be the oalés to ¢

attention to these issues and to take the initiative to fix them. But how can tedxhers



this without opportunities to become both teachers and leaders simultaneously? How can
they initiate change within their profession and the education system as a wikale w
they have so little authority or power to do so? These are the questions that have led me
to study the critical nature of teacher leadership.
HISTORICAL CONTEXT

A discussion of the history of common schooling and the development of the
teaching profession will help to explain how teachers came to be so disempowered.
Throughout history teaching has been considered a low-status semi-professmrartsis
have offered several explanations for this low status. First, early teastrersvidely
believed to be untalented and undereducated. Rury (2002) and Katz (2001) asserted that
early masters were often men who had few talents or who taught for adeswbgdore
pursuing more lucrative professions. Labaree (2004) further explained thapamsiex
of public education led to a desperate need to hire “warm bodies” rather than qualified
professionals, leading to informal, on-the-job training (p. 21). Moreover, teaalmengd
has traditionally had lower status than any other professional training bethad to be
cost effective, producing the necessary numbers at little cost to eitheather
candidates or the school system.

In addition to the belief that teachers were inept and unqualified, the fenonizati
of teaching also contributed to issues of low status. Rury (2002) and Katz (2001)) agree
that even after certification standards were established and schooling lwerapudsory
across the states, teacher salaries remained low because therm nvang snore female
teachers than male teachers. Katz (2001) explains that hiring femdlerseticteach the

crowded primary grades meant that school districts could afford to hire rmohets



even though they spent the same amount of money. In addition, men who stayed in the
education profession were often promoted to administrative or higher education
positions, where the increase in responsibility allowed them to demand higherssalari
Teaching is still a largely female profession as 70% of teachevgoanen. Unlike other
professions, where women penetrated and demanded equal pay for equal work, teaching
began as a female profession and therefore, has remained a low-status, niee-lucra
pursuit. For these reasons it could be argued that teachers as a whole are aadppres
group within the education professions. They have remained largely powerlegsto aff
change at a systemic or policy level.
CONCEPTUAL FRAMEWORK

Figure 1 provides a visual representation of the conceptual framework utilized for
this study. Starting at the top of the triangle, critical theory empssdizsrupting
traditional power structures through empowerment and struggle. The historicak conte
presented above suggests that due to their professional subjugation, teachers aray be m
inclined to empathize with traditionally oppressed groups and work with them toward
emancipation. Thus, critical theory is closely linked to the teaching professiomdvtovi
the lower left corner of the triangle, Foster’s four demands connectktiteory to
educational leadership theory by suggesting the existence of and reaquigéone¢he
enactment of a “critical leadership.” Finally, the concept of teachdetship challenges
hierarchical conceptions of educational leadership in general, suggesélagionship to
both critical theory and “critical leadership.” This study is locatedrmadly in the middle

of these three concepts because it is the study of how teachers becoaldeaders



through a teacher leadership master’s degree program situated within armaedlca
leadership department that advocates a critical perspective.

Figure 1.

Critical Theory:
Power vs. Empower

Proposed Study

Foster’s Four Demands: Four Periods of Teacher
Critical, Transformative, Leadership: Hierarchical
Educative, and Ethical to Influential

The link between critical theory and teachers

Within the critical theory tradition, Freire’s (1970, 1993) pedagogy of the
oppressed is relevant to teaching and teacher leadership in that & deletdly to the
idea that teachers are an oppressed group within the education professioraaseiek
potential oppressors in their role as teacher. Freire (1970, 1993) maintaindd that “
surmount the situation of oppression, people must first critically recogsizatses, so
that through transforming action they can create a new situation, one which makes
possible the pursuit of a fuller humanity” (p. 47). This pedagogy asks teachers te behav
authentically. Fain (2002) explains that becoming authentic means reocggnizi
oppressive situations and empathizing with the oppressed, as well as taking regyonsibil
for oppression and finding one’s place in the oppressive relationships. Authenticigy grow
out of a sincere concern about tangible issues (Frost & Durrant, 2003). Therétices, cr

pedagogy summons teachers to question their core beliefs and confront them with



personal change. Teachers may be in a unique position to do this since it can be argued
that they have experienced oppression as a profession.

Second, pedagogy of the oppressed insists that teachers stvitgglesir
oppressed colleagues and students ratherftinahem. Teachers cannot do the work
alone; they must work in cooperation with oppressed groups around them. According to
Freire (1970, 1993), “true solidarity with the oppressed means fighting at theetosi
transform the objective reality which has made them these ‘beings for ar(pthe).
This means that teachers must construct experiences with their celeaglistudents
that make “oppression and its causes objects of reflection by the oppressee’; (Fr
1970, 1993, p. 48). Only through critical activities will the oppressed and the oppressors
“perceive the reality of oppression not as a closed world from which there istnlougxi
as a limiting situation which they can transform” (Freire, 1970, 1993, p. 49). This is a
dual call for teachers as it asks them first to advocate for social change schiwal and
community by working with oppressors as well as oppressed groups in the stauggle f
emancipation. In addition, teachers must work to bridge divisions between teaxhers a
administrators within their school and district as well as the education gmfes a
whole.

Critical educational theory developed from the wider critical theorytioadi
According to Kincheloe and McLaren (2003),

A critical social theory is concerned in particular withuess of power and

justice and the ways that the economy, matters of race, asgeader,

ideologies, discourses, education, religion and other social irstisuyti

and cultural dynamics interact to construct a social system. (p. 436-37)

They propose a new conception of critical theory for tiiechtury that includes critical

“enlightenment” and “emancipation” whereby power relations are studidetérmine



which individuals or groups are advantaged and which are disadvantaged, and oppressive
authorities are uncovered to allow struggling groups to form the “decisions tic&tlly
affect their lives” (p. 437). In other words, this new theory calls teacheakd@tgreater
role in reconstructing the power relationships present among all stakeholders i
education. Their new conception also seeks to understand how each person is both
empowered and unempowered, an idea that describes the dichotomy of the teaching
profession whereby teachers have much power over individual students but little power
over school or systemic policies.
The link between critical theory and educational leadership theory

Working from Yukl's (2006) definition of educational leadership as “a process
whereby intentional influence is exerted by one person over other people to guide,
structure, and facilitate activities and relationships in a group or orgamiZatibecomes
clear that leadership minus a critical perspective can be either positiegative. For
example, school leaders may exercise their influence to alter inequiit@s the system
or they may utilize influence to resist reforms that might require thetmatage their
practice. However, by applying the principles of critical theory to edutatleadership,
it becomes possible to extend the definition of educational leadership to a definition tha
specifies positive influence. Foster (1989) created a vision of critickrglaip through
his development of the four “demands” for educational leadership.

The four demands require leaders to be critical, transformative, educative and
ethical. To be critical, school leaders must democratize their practicecakdowsocial
change, challenging their colleagues to do likewise (Foster, 1989). To@dothis,

leaders engage in constant questioning, acknowledging the inequalitiemin soc



structures and opportunities, and working toward a more egalitarian futuneaf;ur

2003). For example, critical school leaders would conduct equity audits within their
school to “uncover, understand, and change inequities that are internal to schools and
districts in three areas—teacher quality, educational programs, and studentaent”
(Skrla et al., 2004, p. 133). Moreover, Foster (1986) calls for reflective leaders who
scrutinize and confront existing inequities, focusing on who has power, privitede, a
voice (Cunningham & Cordeiro, 2000). Through such critical questioning, schooldeader
begin to see alternate possibilities.

Second, Foster (1989) calls for transformative leaders to work toward renovating
the way power is distributed in their schools. For example, transformativededideate
leadership responsibilities, empowering all members of the school comnwmgke
important decisions about how best to serve students equitably and fairly. According t
Quantz, Rogers and Dantley (1991), such educational leaders use the power of
democracy to free and empower people while transforming the system through more
egalitarian relationships. From this perspective, school leaders becomenednedéh
relationships among administrators, teachers, students, families, and coynmuni
members. Marshall and Ward (2004) maintain that democratic leadergigistsawho
work for social transformation in their schools and communities, acknowledging that
social issues are at the core of the educational endeavor. Democraticafadrtrative
leadership paradigms help establish school structures that support leadinglaingd tea
for social change.

Third, Foster demands that school leaders be educative. When leaders are

educative, they challenge themselves and others to “question aspects theirs



narratives, to grow and develop because of this questioning, and to begin to consider
alternative ways of ordering their lives” around social issues (Fd€i89, p. 54). For
example, educative school leaders go beyond thinking critically and begiponde®s
critical reflection by making changes within their schools. Thesdeles invite their
colleagues to experience the discomfort of realizing their privilege, dndheen

become advocates of the oppressed. Rost’s (1991) definition of leadership as a
multidirectional and noncoercive influence relationship challenges all membéies of
school community to become both leaders and followers, who as Freire describes,
“restore the humanity of both oppressors and the oppressed” (p. 44) through influence
rather than intimidation.

Finally, Foster (1989) insists that leaders be ethical, or question the dehumanizing
effect of the “use of power to achieve an individual’'s ends only,” and work toward a new
social vision (p. 55). This requires an ethic of care where leaders réalirarhanity of
all people and work toward restoring and sustaining it. For example, ethical school
leaders take an interest in social issues as they relate to the school, comrendnit
world, and they work for change at all levels. According to Starratt (1986 seatie
work for social change are ethical because they surpass their limitatiortantigns
challenging themselves to do what is right instead of what is uncomplicated
(Cunningham & Cordeiro, 2000). These leaders also challenge their colleaguesass
selfish desires, putting students’ needs first and working consistently fal cloange in
their schools and communities.

Foster’s (1989) four demands provide the necessary link between critical theory

and educational leadership. School leaders who meet Foster’s (1989) four demands are
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focusing on overcoming oppression just as critical theorists advocate and tteat Fre
specifically advocates in pedagogy of the oppressed. They are struaggimgt
oppression in educational settings through their ethical work of criticalgsamg the
system, transforming oppressive situations within the system, activetyngdor social
change, and educating and challenging their colleagues to do the same. Tleu's, Fost
four demands create a vision of educational leadership that we can calll"drgicause
it embodies the core elements of critical theory.

The link between critical educational leadership and teacher leadership

Although the concept of critical educational leadership as proposed by Foster
requires empowering all members of the school community, it is espeaigltytant that
teachers be called to critical educational leadership because they atedhtes who
work most closely with students and therefore, have the greatest effegtientst lives.
However, the concept of teacher leadership requires not only support from traditional
school leaders such as the principal, but also movement from within the teaching
profession. It calls teachers to step up their work, take more responsibility amaebec
accountable to their students and colleagues. Teacher leadership is a balithat
demands and empowers teachers to make important decisions that will affleiciggea
and learning.

The concept of teacher leadership has existed for at least 30 years. Howexer, the
has been some growth and change in the definition of teacher leadership since its
inception. After reviewing 20 years of research on teacher leadershipBdarkand
Duke (2004) formulated a comprehensive definition of teacher leadership as:

The process by which teachers, individually or collectively, imibgetheir
colleagues, principals, and other members of school communities to
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improve teaching and learning practices with the aim of ineckagident
learning and achievement. (p. 287-288)

The following discussion of the four periods of teacher leadership helps illuntieate t
history of teacher leadership that resulted in the above definition.

Hatch, White and Faigenbaum (2005) discussed four periods of teacher
leadership, which overlap, representing a continual expansion of the first conseggti
teacher leadership. For instance, the first teacher leadership positiassitin many
schools today despite the growth of the conception of teacher leadership. Baring t
1970s, teachers were invited to become positional leaders, which included opportunities
to become department heads. Not unlike the factory foreman, these department heads
were utilized by administrators as middle-managers whose responsibiléds to
compel teachers within their departments to be cooperative team-playbes Z003).
Thus, teacher leadership became embedded in the existing school hierakgimg dra
teachers into roles that could either empower or oppress their teachinguedie@he
power and authority they had was allocated to them by their principals aneldutdiz
perform managerial and supervisory tasks.

The second period of teacher leadership was more empowering for individual
teacher leaders as they began to be recognized for specific profeksmmi@dge. This
period saw the expansion of teacher leadership to include expert positions such as
curriculum or staff developer (Little, 2003). However, like the first period, ébersl
period of teacher leadership reflected a hierarchical philosophy of legdetstre
authority rested in position and was allocated to teachers from above. Psintipal
controlled the work of these teachers, utilizing them to implement curricitams But

research done during these periods found that this type of teacher leadership did not
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impact broad instructional changes or create professional learning conesimiti

schools (Hatch et al., 2005). Thus, although these opportunities might have empowered
the individuals who became expert teacher leaders, they did not change the power
structure of the education profession or the teaching and learning that happened withi
schools.

The third period of teacher leadership saw a significant shift in focudléague
support roles such as mentoring. Unlike the positional roles listed above, where
administrators placed power and authority in one teacher leader, the ueltguport
roles offered opportunities for many teachers to become leaders. Thus, power and
authority were spread horizontally rather than vertically, givingynmaore teachers the
opportunity to lead. These teacher leadership roles also called greatersiafnbe
teachers to become accountable for their teaching. As teacher leaeetsdeain and
changed their own practice, they became more than just examples of good tddhers
colleagues respected them and thus, these teacher leaders were abletitiikie
colleagues to become more reflective and innovative teachers. Thus, becchse tea
leaders were able to hold themselves and their colleagues more accountalblegémey
to be given greater responsibility and status within their schools. This brought about the

fourth period of teacher leadership, distributed leadership.

Spillane and Sherer (2004) outline the definition of distributive leadership as a
“perspective on leadership (that) moves us beyond seeing leadership as synongimous w
the work of the principal or head teacher and therefore involves a recognition that the
work of leadership involves multiple individuals including teacher leaders” (p. 6). Thus,

leadership is distributed to many members of the school community, and is notassigne
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by those at the traditional top of the conventional school hierarchy. Furthermore,
distributive leadership is defined by how leaders act together as well sisititeon they
must act within. In some situations, leaders work together to accomplish ahiskw
others they work independently to achieve a goal. Thus, as leadership becameetistr
across the school, more teachers act as leaders and professional lesnmnmities are
established where teachers are able to influence each other’s practatedt., 2005).
However, this influence, as discussed in the previous section, has the potential to be
either positive or negative. For example, teacher leaders can influEleagues to resist
change as much as they can encourage them to make change. There is no value attached
to the influence inherent in distributive leadership. Thus, there is a need to formulate a
extended conception of teacher leadership as having a positive influence oguesllea

or becoming as Foster described, critical teacher leaders.

The continuum of teacher leadership opportunities from positions embedded in
the conventional school hierarchy to influential relationships among colleagyoss the
school represents a challenge to traditional constructions of authority and pdiwier wi
schools. For the first time, influential associations have empowered teactigjisen
them a voice within their schools and districts. This is a significant redisbmboit
power that has the potential to bring about an end to the low status and oppression of
teachers and thus, an end to the oppression of students, especially students who are
members of traditionally oppressed groups. For example, as teachers bem@me m
empowered and accountable, they might feel safer to try alternative istaichethods
in order to meet the needs of greater numbers of students. The influential nature of

teacher leadership creates a teaching environment where many mbezseae
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challenged to teach and lead critically. Therefore, teacher leadersbipé®a natural
link between critical theory and critical educational leadership. In addityoextending
Foster’'s demands for critical educational leadership to the concept ofrtesadtership,
we see an opportunity to expand the concept of distributive leadership to include the

exercise of positive influence that moves teachers toward critical €hang

STATEMENT OF THE PROBLEM
Although a few studies have evaluated teacher leader preparation programs, the
role of leadership preparation in teacher leaders’ formation of criticatiomssiess and
enactment of critical teacher leadership is unclear. Research hasthlavweachers feel
alienated by traditional constructions of leadership, and therefore, seekhgaders
opportunities that are collaborative and inclusive; teachers are also mbrédikecome
teacher leaders in environments where they feel appreciated and betiev@lirection
of current leadership structures and philosophy at their schools (Lambert, 2003).
Conversely, it is possible that teachers who feel unsatisfied may seledrteciership
opportunities in order to alter the current direction of the school or even the education
system as a whole. All of these teacher leaders are critical andav@krfore equitable
and just educational system. But whether critical teacher leadersiedtiie nature of
such leadership is yet to be determined. For these reasons, it is imporntathteiodtudy
the critical nature of teacher leadership as it is embedded in practice.
SIGNIFICANCE OF THE STUDY
This study will provide a clearer understanding of how critical teacheergaig
is supported and developed through coursework situated within an educational leadership

department that advocates for a social justice perspective. It will exgaodt®nal
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leadership theory by applying Foster’s concept of critical educaticageighip to the
concept of teacher leadership and by assigning a value perspectiveaneSpilheory of
distributive leadership. It may also serve as a guide for educatiodatdég
departments that are attempting to create teacher leadership gradueg¢eplegrams
that support development of a critical teacher leadership perspective. inrgdtiimay
inform educational leaders especially administrators who are interagtagporting
critical leadership within their schools and districts. Particularly, | hog@mmunicate
to school leaders the distinction between teacher leaders who are so ascd f@suodl
position and the potential for every teacher to be a teacher leader as afiefluknce.
Moreover, | want to make the point that critical teacher leadership is onlyplgossi
through a conception of teacher leadership as influence-based rather thanaosit
because the positional conception maintains the conventional school hierarchy,
disempowering teachers and resulting in minimal effects on teachingaanohégas the
existing literature will demonstrate. Finally, this study may bringasec to
understanding how teacher leaders are critical and whether the oppredsexhefs has
had any influence on teachers’ ability to empathize with traditionally oppresseps.
BACKGROUND AND PURPOSE

For this study, | conducted an 18-month ethnographic study of a group of teachers
pursuing their master’s degree as part of a teacher leadership cohattlit Whiversity
(MU). The vision and purpose of the Educational Leadership and Policy Studies
Department (ELPS) at MU is to prepare critical educational leadersh vghielatively
uncommon among schools of education. The ELPS department has developed a number

of partnerships with school districts to create cohort programs that catemietie of
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both the district as well as advancing the ELPS vision beyond the academic world. The
partnership between the ELPS department and the Alexia County School Corporation
(ACSC) is natural since MU is located in the same rural county as ACSECALa
mid-sized, small-town school district in a Midwestern state. Demogrdiphis&SC is
83% White, 6% Multiracial, 4% Asian, 4% Black, and 2% Hispanic with 30% of children
receiving free or reduced lunches. The corporation has consistently scsiralgve the
state average on ISTEP.
RESEARCH QUESTIONS
In order to determine how teacher leaders become critical through esld@pde
training program, this study will seek to answer the following researchicpuss
1. What, if anything, exists in these teachers’ histories and charadthatha
allowed them to already meet one or more of Foster’s four demands?
2. Given the cohort context, how have their courses helped or hindered these
teachers in meeting Foster’s four demands?
3. Now that they have finished their master’s, how do these teachers connect
Foster’s four demands to their daily work?
METHODOLOGY OVERVIEW
Data was gathered for this study using critical qualitative methodology, a
theoretical approach grounded in critical theory (Carspecken, 1996). According to
Carspecken (1996), critical theorists “share a concern with social thedrsome of the
basic issues it has struggled with since the nineteenth century” including “tine ofat
social structure, power, culture, and human agency” (p. 3). Critical school leaddgrs m
not only believe that injustice exists, but work toward eliminating that injuistioegh

action (McLaren, 1998). The critical nature of this research as discussediaipoaeds

this type of methodological approach.
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Three data sources were collected for this study. First, participargsolvserved
in four of the educational leadership courses they took as a cohort. Field notes of
observations focused on the things they said during class discussion and activities
including cooperative learning groups, presentations, debates, and chat room postings
Second, assignments from three of the participants’ educational leadenstspscwere
collected as a check to determine if their written work reflected the tlleagxpressed
during class. Third, four key informants were interviewed three times to didoower
class meetings and assignments affected individual teachers. Eachuntewted
participants to talk within the domain of one of the research questions. Interveze/s w
audio recorded and transcribed. All three data sources offered the opportunity itoeexam
how teachers enacted a critical teacher leadership perspective.

For data analysis, observation notes, interview transcripts, and course assgnment
were read and coded using reconstructive analysis, a technique recommended b
Carspecken (1996) for use in critical qualitative research. This systenthsn@aitiple
meanings by assigning first low-level, or more objective, codes, and then dhele
more abstract, codes. To increase validity a search for negative @assesnslucted.
Member checks and peer debriefing were also used.

DELIMITATIONS

This bulk of data for this study exists in the self-reported positions of the four key
informants as expressed during in-depth interviews. This data is privilegetheve
observational data or document analysis because it was the most detailed anthreve
Observation field notes and course assignments were primarily used to corrtimrate

interview findings. Therefore, it is possible that the findings reportedanereiased by
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the personal experience or perceptions of the key informants. In addition, thep@atsici
of this study were motivated to pursue their master’s degree not so much because they
were drawn to the concept of teacher leadership, but because they considered the
opportunity convenient, lucrative, and a way to improve their status in the district. That
does not mean that they were disinterested in the concept of teacher |pathetshmay
have affected the nature of their responses to course assignments and adiwgdsas
their responses during interviews.

ORGANIZATION OF DISSERTATION

Chapter 1 presents a discussion of the conceptual framework for the study, the
problem and purpose of the study, the research questions used to guide the study, an
overview of the methodology used, and the delimitations of the study.

Chapter 2 reviews the literature on major studies about teacher leadieiship.
divided into two major sections, the first detailing research that defindsetel@adership
as positional, and the second discussing the concept of teacher leadership aslnfluenti
and examining research that utilizes an influence-based conception of teatdbeshliga

Chapter 3 focuses on the methodologies used in this study. In addition to
providing a rationale for the methodologies used, this chapter includes the prodedures
field entry and participant recruitment, data collection and analysis, adtyahecks.

Chapter 4 presents the findings relevant to teacher leadership preparation
including the application of beliefs about teacher leadership, developing critical
consciousness through courses, and relational aspects of leader development.

Chapter 5 examines the key informants’ constructions of teacher le@desshi

positional or influential including discussion of how the low status of teachers senee
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condition affecting their attitudes about teacher leadership, beliefs abontigdote
opportunities for teacher leaders, and what complicates or enables theesrantt
teacher leadership.

Chapter 6 offers an explanation of how the findings answer the three research
qguestions, how the findings add to what we know about educational leadership and
teacher leadership, and how the findings expand the concepts of criticalathlcat
leadership and distributive leadership through critical teacher leaderslspchBmter

also includes suggestions for further research.
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CHAPTER 2: REVIEW OF LITERATURE ABOUT TEACHER LEADERSHIP

This chapter reviews the existing literature about teacher legaleltskidivided
into three sections relevant to this study. First, | review the many ressadies that
define teacher leadership as positional, including research on teacherazdeer |
initiatives, and structural and curricular reforms. This section also reviadies that
discuss ways that positional conceptions of teacher leadership maintairatiis esd
school leadership hierarchy and how positional conceptions are limited by thalcultur
norms of teaching. Second, | review the few research studies that defimertea
leadership as influential and then share the perspectives of many scholars wiateaavoc
new conception of teacher leadership based on influence rather than position. Third, |
review studies about teacher leadership preparation programs. | have chosaniagorg
the literature in this way because it allows us to consider the findingamék® the first
three periods of teacher leadership separately from the findings of the feudd of
teacher leadership. In the larger section that discusses teachesHgadsrmositional, |
have grouped studies with similar findings together under subheadings. Howeaes, |
decided to take the time to describe each study in detail so that we catecansionly
the findings, but also the definition of teacher leadership as well as the metlyodolog
utilized by the researchers as they conducted each study.

The differing conceptions of teacher leadership utilized by scholars ituties
discussed here are particularly relevant to my study of teacherdbgdeecause they
help to explain a certain academic confusion about the definition of teacheskepder
that | have identified within the literature. What | mean when | say clomfis that there

does not appear to be a common definition of teacher leadership within the litérature.
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this reason, | have chosen to use the term, “positional teacher leadership’titeedbsc
conception of teacher leadership studied by researchers whose participdhdsrnal
teacher leadership positions. The use of this term helps to distinguish acrdassatuzd
the difference between those studies that define teacher leadership aafamal
positional versus those that define teacher leadership as an influenceshlpti®ften
researchers have discussed the influence that teacher leaders exettisey have
linked this influence to formal teacher leadership positions. | join scholardelieve
that influence can occur among teachers who do not hold formal positions, but would still
call this influence “teacher leadership.” Moreover, | argue that our ityalgilcome to a
common understanding of what defines teacher leadership explains why ntaay of
findings concerning the effects of teacher leadership on teaching aniddeglaave been
disappointing, and why teacher leadership initiatives have often fallen shiogirof t
objectives. The research below points to a need to clarify the meaning of teacher
leadership within scholarship so that as new teacher leadership initiatd/esferms are
implemented, and as teacher leadership preparation programs are developed]ifteey r
a greater success than those of the past. In addition, as we will see, nevticos cé
teacher leadership have the potential to create a more collaborative, resgdtsile,
scholarly, empowered and egalitarian teaching profession where all keaohésacher
leaders.
TEACHER LEADERSHIP AS POSITIONAL

Rowan (1990) and Smylie (1994) wrote comprehensive reviews of literature on

teacher career ladders and redesigned work. Rowan’s (1990) review focused on school

improvement literature including the development of teacher career sadttgeutilized
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two strategies of organizational design to categorize findings, the contteggteand the
commitment strategy. He noted that the use of career ladder positions suchaas lea
mentor teachers have been used by some to hold teachers accountable for inmgilement
school improvement programs, a control strategy. However, he also recognizad tha
some contexts, career ladders can be utilized to permit “teachers torestass and
support one another outside the system of hierarchical and bureaucratic controls in
education” (p. 372), a commitment strategy. His summary of research fimddhicgted
that teacher leaders are often identified as those who lead formally throsigbns such
as department head, master teacher, or committee chair. These rdled neshigher
levels of commitment and satisfaction” among teacher leaders and thoslg difected
by their work. Conversely, Rowan noted that teacher leader positions did not broadly
change teaching and learning within the school. In his review, Smylie (1994) nbated t
the majority of studies defined teacher leadership as positional and atitrerita
addition, studies were overall unsuccessful in altering the nature of téaebisvithin
the classroom, a finding that confirmed Rowan'’s earlier conclusion. Smyliestadg
that utilizing teacher leaders in ways that change the nature of t€agbek will have a
greater impact on achievement than creating new teacher leaderstignp@done.
Leithwood and Jantzi (1999; 2000) conducted a quantitative study relevant to
Smylie’s conclusion that positional teacher leadership has little effeebchihg and
learning. They used two surveys, one administered to teachers to gather evidence a
school conditions and leadership, and one administered to students to gather evidence
about student engagement and family educational culture. Their findings éaldiicat

teacher leadership did not have a significant effect on student engagememrinbifel
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leadership had a significant, but small effect on student engagement. damitiawd
Jantzi explain that the results may indicate the differing professiewalopment
resources available to those interested in teacher leadership and thiisg tasthie
principalship, and the need for specific teacher leadership preparation prognather
potential design issue would be that their surveys did not indicate a cleanatefhit
teacher leadership. Instead, teachers were allowed to determine theefowrods,
which likely included conceptions of teacher leadership as positional. This is arprobl
present within many of the studies discussed in this chapter including the following.
Silva, Gimbert, and Nolan (2000) also studied the relationship of teacher
leadership to teaching and learning. They utilized the case study appedacting three
teachers who were identified by at least three peers as teaches,l@daehad more than
10 years of teaching experience, and who had served in various teacher lpadershi
positions within the district and school during their tenure as teachers. Although the
researchers indicated a desire to study teacher leadership as & §onmghe classroom,
their selection criteria clearly indicates a definition of teacleatdeship as positional. In
addition, because they asked teachers to identify colleagues they thougteachier
leaders at their school, those chosen are more likely to represent postamhairt
leaders, which has been the traditional view as indicated by further studiessed
below. Nonetheless, Silva and colleagues contributed an illustration of teacleer lea
activities that included negotiating school structures, building relationshgrappng
change inspired by personal and professional growth, and confronting “the statys quo b

raising children’s voices” (p. 16). Despite the conceptualization of positiomtdieiea
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leadership utilized in this study, these findings suggest that teacheslase able to
engage in a number of more influence-based teacher leadership activities.

These literature reviews and studies above introduce the concept of teacher
leadership as positional and indicate some of the drawbacks to such a conception, namely
that positional teacher leaders have little effect on teaching and garhiey also
introduce the participant selection issue inherent in asking teachers to iddmify w
among them is a teacher leader since most teachers will selectti@sktional
leadership positions, as will be supported through several studies discussed below. This
established definition limits the findings of these studies and may even caesette
of teacher leadership on teaching and learning to appear lesser than thigyaretua
Positional teacher leadership maintains conventional school leadership hierarchies

The following studies discuss the idea that positional teacher leadershipingint
conventional school leadership hierarchies, and that as such, many teacheiceatdae
become positional teacher leaders or resist the work of their colleaguehodse to be
positional teacher leaders. Collay (2006) studied teachers who were reflodianbme
school leaders because they believed that leadership positions might thstraétom
their primary role as classroom teacher. Her study found that positionaklead®eles
sometimes separated teacher leaders from their colleagues, resultimigtion. In
addition, the identification of teachers as semi-professionals by policgrenand
administrators as well as traditional management structures coreg@lieaicher leader
identity formation since teachers often did not believe they had anything tooféale

of their instructional work with students.
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Likewise, Conley and Muncey (1999) studied how team leader positions within
the school affect their acceptance of conventional school leadership hierartlengs
shared the experiences of four teachers who had been assigned as leadssatddnt
teaching teams, finding that these positional teacher leaders talkedraordgle on
their teams in one of two ways based on their position within the school. For example, the
two team leaders who focused on the “quasi-administrative” (p. 7) role of tedendea
were curriculum and program coordinators within their schools while the two tea
leaders who were classroom teachers focused on the support role of the teanmleade
other words, the team leaders whose primary role within the school was asanabsiti
teacher leader indicated that as leader they had greater responsilalitiz@nity than
other members of the team whereas those who were classroom-based leaderyedwnpla
their team leader role, emphasizing their membership on the team and idgrhfti the
“skills needed to be team members and leaders were fairly similar” (p. 8).

Another study that reveals how positional teacher leadership maintains the
conventional school leadership hierarchy was Ryan’s (1999) qualitative sttidy of
effects of teacher leaders on the school and students. Her participants weratemb ioy
their teaching peers as teacher leaders. As mentioned above, this was gioblema
because the teacher nominators appeared to automatically assume thatdadehship
was synonymous with position. Thus, the teacher leaders Ryan studied were all
department heads, assistant department heads, or guidance counselors. Ryan ngted that a
positional teacher leaders, they were part of the existing school hieeardlthus, had
greater power over school-level decisions. They also did not suffer fromdims&aints

since their positions allotted time for them to complete their leadership Inddct, the
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authority assumed through their positions protected them from colleaguarresist
because teachers had identified such power as inherent in their positions. Nssethele
Ryan found that these positional teacher leaders had a positive effeatfongeand
learning, citing that they offered innovative opportunities for students and tedache
learn. They also held significant power to affect their school because thénmposi
allocated responsibilities including hiring new teachers and assignicigrigdoads as
well as budgeting within their departments.

Conversely, Wasley (1991) found that positional teacher leadership did not foster
personal or professional growth either in the teacher leader or in hegoeke&he
studied the leadership work of three positional teacher leaders; one coordinated an
externally-funded program within his school, and the other two worked as instructional
support teachers (ISTs). In all three cases, Wasley found that positiohalr tieaclers
experienced considerable resistance to their formal roles. The twonlPadicular were
viewed differently by their colleagues and thus, treated with differensleteesistance.
The first IST worked part-time within one school and was considered a full member
the school staff, which resulted in less resistance to her work because éegoed!
viewed her as a supportive colleague. However, the other IST, who workddch&ulht
two middle schools, was considered a district-level employee, and experngaatst
resistance because she was viewed as an authority figure within the convechona
leadership hierarchy. Based on her results, Wasley identified positionalrtkscership
as narrow because positional teacher leaders “generally servecamneffifunction
rather than a leadership function” (p. 4). For example department heads aret‘in mos

cases...responsible for coordinating the ordering of materials, for comriogittee
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curricular requirements for the district and the state, and for competingftadi
resources by getting to the principal before the other department heads” [gadksa
that have little effect on teaching and learning.

Finally, Anderson’s (2004) study of relationships between positional teacher
leaders and their principals indicates that positional conceptions maintain the
conventional school leadership hierarchy. Again, because his participants were
nominated as teacher leaders by their colleagues, they tended to be posdidre t
leaders. However, this was not the case in all six of the schools he studiedelo bett
understand this difference, Anderson proposed three models of teacher leader influence
buffered, contested, and interactive. Within a buffered model, the principal “is
surrounded with teacher leaders, but relatively isolated from other teacheschool”
(p. 107). In this model, teacher leaders, usually positional, are used to implement the
principal’s agenda, which “can impede more collegial forms of teacher $agler
especially from informal teacher leaders” (p. 108). The contested mod&bpedithe
principal “against the teacher leaders” (p. 109). Teacher leaders “wereitétbas
having strong views and leadership was in some instances portrayed as ‘betng able
stand up to the principal.” The teacher leaders seemed to believe they were defendin
their view of their school from incursions of the principal” (p. 109). Teachers nominated
as leaders at schools that operated under this model tended to be positional teacher
leaders such as department heads or assistant principals.

Finally, the interactive model describes a different conception of teactuership
altogether. At schools where Anderson found this model, “teachers are eaitensi

involved in school decision-making as teacher leaders. The teacher leadev®ed
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in areas they find meaningful, so there is no sense that they are beingatbtdptey
would recognize the necessity that many voices must be heard” (p. 108). At these
interactive schools, all teachers were considered teacher leadmtstevéaled by the
variety of teachers nominated as teacher leaders by their colleagues. fitersoA
concluded that the conception of teacher leadership as positional hinders the overall
influence of teacher leaders and maintains the conventional school leaderstrighigier
except in cases of interactive models which situate teacher leadelsi@astialf rather
than positional.
The normative teaching culture limits positional teacher leadership

Studies reviewed here show that not only is positional teacher leadershigpdejec
by many teachers because it maintains the conventional school leadersrighkjdyut
it is also limited by teachers due to the norms present within the teachiumgg cEirst,
Smylie (1992) conducted a quantitative study focusing on relationships between
positional teacher leaders and their teaching colleagues. In order to hssess t
perspectives of hundreds of teachers who worked with positional teacher,lbaders
utilized surveys, which assessed three domains: “opportunity for interaction, school
social context, and teachers’ beliefs concerning teachers’ workingnslaps and
interactions” (p. 90). Smylie found that “the more strongly teachers behave t
exchanging advice with other teachers implies obligation and the more gttioeg|
believe in professional equality among teachers, the less likely theyonateract with
teacher leaders about matters of classroom instruction” (p. 92). In other words, the

findings imply that the success of positional teacher leadership may depemahging
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norms within the teaching profession including the norm of privacy and the norm of
equality.

Second, Little (1988) studied teachers’ acceptance of positional teaches’leade
ingenuity. She administered a survey asking teachers to what extent a pasiéoher
leader should assist colleagues. Her findings indicated a “pattern @integproval”
where teachers supported positional teacher leadership ingenuity when tbcame
mentoring novice teachers or when experienced teachers asked for assistanc
otherwise were not enthusiastic about colleagues interfering in their @olfkone
school, the one with the “greatest shared responsibility for students, curriculum, and
instruction (as determined by case-study findings), also showed the gieatbement
in leadership by teachers” (p. 96). At this school, the principal asked positionarteach
leaders to lead professional development activities often. Little sudlgastthe
prospects for school-based teacher leadership rest on displacing the privaeyithorm
another that might be expressed this way: ‘It's part of your job to ensurel tthat al
teaching here is good teaching” (p. 94).

Third, Lieberman, Saxl, and Miles (1988) conducted a qualitative study of
teachers who had taken on curricular teacher leadership positions. They found that most
of these positional teacher leaders had teaching expertise including atiraméag and
practical knowledge, experience in curriculum development and administratige akd
advanced interpersonal skills. However, through their teacher leadership pp#iggns
continued to learn about how the teaching culture complicates the changes phove to
create supportive and collaborative communities of learning to advance chathewa

to work more effectively with a variety of individuals to advance change. The alsaly
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contributed to knowledge about building collegiality within schools. Findings indicate
six different clusters of “skills, abilities, and approaches to building caliggi(p. 153):
establishing trusting relationships, understanding and diagnosing school custueal is
controlling the change process, allocating and using resources, marmegngyk
required for the change process, and fostering skills and confidence in bigleesman,
Saxl, and Miles explained that as leaders facilitated opportunities foetsaohshare
expertise, “the leaders began to develop shared influence and shared leadéttsing’ w
teachers (p. 154), a finding that suggests the importance of revising the mnoépt
teacher leadership as positional.

Fourth, LeBlanc and Shelton (1997) studied five positional teacher leaders’
perceptions of themselves as teacher leaders. They defined teachshipaaie(a)
modeling positive attitudes and enthusiasm; (b) devoting time to doing whatevesit take
to make the school work better; (c) enhancing student learning through working wit
other teachers on improving pedagogy; and (d) being recognized, apprecsgedie,
and/or valued for such efforts” (p. 32). Their findings indicated that positionalkteach
leaders believed they were caring, enthusiastic, and positive people who love the
students. In addition, they were drawn to leadership because they wanted smtear
build relationships with their colleagues. To build successful relationshipsppasiti
teacher leaders said they needed to value their colleagues’ opinions andupgeus, s
their colleagues by providing helpful feedback, and understand what inspires or @sotivat
their colleagues. LeBlanc and Shelton concluded that the teacher leadergirneed f
learning and relationships are in conflict since their leadership work nthgddaagues

to believe that “they are trying to ‘out do’ their peers” (p. 44), implicating thehtag
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norm of equality and suggesting the importance of creating new conceptionshef teac
leadership.

Finally, Smylie and Denny (1990) studied a teacher career ladder initizditve
created lead teacher positions. They utilized a mixed-methods approach, first
interviewing the positional teacher leaders and then administering g sane
classroom teachers who worked with them. The interview data showed that positional
teacher leaders defined their roles as primarily supportive in thatsbisyeal colleagues
with everyday teaching tasks as well as improving classroom practiceoRalgeacher
leaders also believed that their work was influenced by “the support theyee: f@m
the district, the knowledge they possessed about classroom practice and about how to
work with other teachers, the needs of their schools, their authority to performotesjr
and what they wanted to achieve as leaders” (p. 246). On the other hand, these leader
wondered whether their colleagues and principal understood their role. Thus, the
positional teacher leaders worked hardest to establish positive working relgtsowghi
other teachers and the principal. The element of leadership work that chdilleegethe
most was finding time to do teacher leader work without taking too much time away fr
their classroom responsibilities.

Conversely, the survey findings indicated that teachers felt the leadership
positions had more positive influence on district- and school-level work than on teacher
work. However, they did identify personal benefits such as a greater “sense of
professionalism and commitment to teaching” as well as “increasetyaiated to
curricular and instructional innovation and enhanced professional climates in their

schools” (p. 249). However, teachers identified that teacher leadership posiiatesic
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inequitable status distinctions between teachers and positional teaches.|€atleagues
also criticized positional teacher leaders for becoming too involved in thderkhip
work, which negatively affected classroom responsibilities. In response #fitheiags,
Smylie and Denny suggested the importance of utilizing teacher leadersuatiosgl
work rather than district- and school-level work. However, they pointed out that the
reason teacher leaders might have chosen to engage in more school- and ddtrict-le
work resulted from their interest in maintaining professional norms suchvasyyri
equality, and independence. The positional teacher leaders did not wish to setvéemsel
apart from their colleagues, choosing a support role when working with them. For this
reason, Smylie and Denny point out the importance of allowing positional teaaberd
to define their work so that they may establish positive working relationships with
teachers, a recommendation linked closely with the findings presented in tisecte.
The ambiguity of teacher leadership positions disempowers teachers

The following four studies all examine the effect of teacher careeeradd
initiatives meant to enhance the professional status of teachers by empgdahem to
affect change within the school. First, Feiler, Heritage, and Gallimore \20@fled the
work of teachers selected by their principal to participate in a teagtessrdadder
initiative. Those chosen to become positional teacher leaders exhibited curricula
expertise, leadership skills, and positive relationships with their peshst and
colleagues found that typical leadership activities for these positi@tdideleaders
included goal-setting with the principal, observations of colleagues, conducting
demonstration lessons, continual professional learning and development in curricular

areas, and school-wide curriculum development. As a result of their findingsithioesa
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suggest that such programs can be improved by formulating leadership postions a
areas of the greatest need, selecting or appointing teachers wétslap skills and
credibility among faculty, clearly defining the teacher leader’stiposiallocating the
greatest amount of teacher leader time to working with colleagues irocliasswith a
focus on student learning, and establishing full principal support of teacher leakler wo
with attention to maintaining strong working relationships between teachersaae it
leaders, and building trust at all levels. However helpful these suggestanseaded to
be, they do little to address the lack of empowerment present within this partareler c
ladder initiative, where the principal controlled both the selection and actoitibe
teacher leaders. This suggests a problem inherent in the conception of posaicre te
leadership, and the need for constructing a new conception.

Hart (1994) also studied a district-level teacher career ladder wetiahere
positional teacher leaders were expected to mentor new teachers, witid wur
design and deliver professional development, and lead committees or departmpst gr
They were also allowed to support experienced colleagues, but by invitation only, a
stipulation that reflected the findings that Little (1988) reported above,ckndwledged
the expectation of teacher resistance to the positional teacher leaatéiipared
teacher responses to the positional teacher leaders at two schools. She found that at one
school, the teaching staff embraced the positional teacher leaders and titdize
expertise to the extent that the positional teacher leaders hadrglédtimeet the need
while at the other school, the teacher leadership positions were viewédraea on
already overworked teachers since they focused on helping individual teathers r

than addressing school-wide issues. In the initial stages of the reformieaahgrs at
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both schools felt that the teacher leader positions were “administrativeaidguise”
(p. 482) because teacher leaders were given responsibilities that haoh@figibeen

left to principals including evaluation and professional development; theggiestare
not unlike those described above by Feiler and colleagues, indicating the pgssibilit
resistance to the positional teacher leaders in their study. Howevefoutadtthat after
almost a semester of implementation, teachers at one school began to setidhalpos
teacher leaders as helpful. Conversely, the teachers at the other schooljgxztme
about a positional teacher leader’s evaluation of new teachers. In additibeys$eaicthe
first school identified the career ladder as a way to enhance the statusaclars
while teachers at the second school felt that teacher leader positionsdigpdestatus of
those who chose not to become positional teacher leaders. Despite collegtarecess
the positional teacher leaders in the study reported feeling more afgataecitheir new
roles.

In addition, Hart (1994) found that ownership of the new teacher leadership
positions differed at each school. At the first school all teachers held pdsiéiaciaer
leaders accountable by requiring them to submit summaries of their work attbé e
the year so the school community could determine if the positions had been helpful. The
teacher leaders at this school collaborated to clearly define theisootkat they could
convince their colleagues of their value. At the second school, the positional teacher
leaders worked independently and maintained the conventions of teaching such as
privacy and individualism. In this context, positional teacher leadersexeheded and
even bullied by teachers, resulting in increased stress. Hart determingx ttadé of the

principal was important in providing support to these positional teacher leadédns. At t
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first school, the principal supplied positional teacher leaders with timeudtyfaceetings
as well as illuminating their roles when controversy arose whereasssdtwed school,
the principal provided no support, giving the impression that positional teacher leader
work was directed by district-level mandates. Finally, teachers atshedhool felt that
the career ladder initiative enhanced the work of every teacher in the schodlelThey
supported by the positional teacher leaders, and believed that the caraeinipdolecd
overall staff morale and created a more collaborative learning commdoityever, at
the second school teachers felt the teacher leadership positions had littleamibesit
work. In fact, they felt the teacher leadership positions created a sengisiohcdamong
the staff and led to increased teacher isolation. These findings show that tes sfcc
career ladder initiatives depends heavily on whether opportunities exist foomalsit
teacher leaders to collaborate with their teaching colleagues te gefsitional teacher
leadership work. It also points to the importance of principal support rather theipglr
control in empowering teachers to become school leaders.

A third study of teacher career ladder initiatives also points to the impodénce
clearly defined teacher leadership positions. Hayes, Grippe, and Hall (1999 pivestvi
teachers who became Building Resource Teachers (BRTs). Their finadncgsted that
the program was successful due to the clearly defined roles of the BRTs. Thedrasul
a positive view of BRTs as supportive of the whole school community. For example,
novice teachers found these positional teacher leaders to be helpful mentors aad despit
early resistance, experienced teachers eventually turned to them $oo@hasssistance

as well. The authors do not go into great detail about the nature of resistance to thei
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positions, but we can assume that they are similar to the resistancbeatestthe above
studies.

Finally, Smylie and Brownlee-Conyers (1992) conducted a study exploring the
developing relationships between principals and positional teacher leadergegpsi
part of a teacher career ladder initiative. The new teacher leadershiprnzosilowed
teachers to stay in the classroom while taking on further responsibiliti&gg/avith
colleagues on improving teaching practice. Three primary objectivesngavthe
initiative: to expand professional development for teachers within the districgaie c
professional communities that stimulated professional accountability and suppod, and t
advance school improvement plans. The positional teacher leaders were selgsd t
positions after an application process headed by a district committee including
administrators and peers, and were given a reduced teaching load toicredbde them
to do their leadership work. Although some of the positional teacher leaders worked
across the district, seven were assigned to work primarily in one schoelweesthe
participants interviewed in this study along with their principals. Theseolew were
purposely left undefined to leave flexibility for teachers and principalslipeuthe
positional teacher leaders in ways that best met the needs of each school. However
Smylie and Brownlee-Conyers (1992) found that the lack of clear definitiftrimota
positional teacher leaders and principals feeling uncertain about their rédgamsand
working relationships, as well as whether they could trust each other to do the work
required of the new roles. Thus, positional teacher leaders and principals workae to m
clearly define their individual roles and expectations of each other. In resfmans

interest in maintaining positive relationships with their principals, the poaitieacher
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leaders were careful to concede managerial tasks that are tradittbeallomain of
administrators including budgeting, evaluation, and public relations. In addition, the
study revealed the importance of strong principal support for the teacher hgaders
positions since “where expectations were high and support strong, teaches $esmeed
to become more quickly involved in a broader array of planning and development
activities and decision making” (p. 166). Therefore, the level of positive principal support
affected positional teacher leaders’ quality of work, sense of empowerment, a
leadership success. In fact, most of the principals found ways to manage the positiona
teacher leaders’ work by assigning tasks with deadlines, expedjimgreeports on
their work, and regularly meeting with them to discuss the direction of thei wor
Principals utilized these management strategies in order to “shape tlla égyeteacher
leadership” and “create a sense of obligation and accountability on the partezdher
leader for implementation of that agenda” (p. 167). Thus, we see that teadeeshga
positions created under this career ladder initiative again did not empower teache
leaders.
Positional teacher leadership has little effect on the reform process

The last group of studies reviewed considers a number of issues related to how
positional teacher leaders are involved in school reform initiatives. These include
research on the contested definitions of positional teacher leadershipitbleg&form
and the importance of positional teacher leaders to reform success. rfeiogis,B
Scribner, and Eferakorho (2004) conducted a case study to explore the relationship
between teacher leadership and school reform. Fourteen teachers tlastieacher

leaders by their principals and colleagues were interviewed alongheithptincipal.
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Again we see the issue of asking teachers to identify who they think the teadbes lea
are because they often assume that leadership is positional, and thus, thergarticipa
identified were all positional teacher leaders. Brooks and colleaguasized their
findings across two thematic domains, the first dealing with differing exfoaas of
positional teacher leaders among the principal and teachers, and the seconthgddress
positional teacher leadership within the reform. Within the first domain, thechses
found that the principal expected positional teacher leaders to work in the area of
instruction rather than building-level decision-making. However, he thought positional
teacher leaders could eventually become more involved at the school policylevkée
other hand, positional teacher leaders identified leadership as being involved in policy
decisions as well as being identified as excellent teachers bygr@kaviany positional
teacher leaders felt that leadership activities were a disinactim their classroom work
because they were not allocated enough extra time to do their leadership work.
Within the second theme, Brooks and colleagues found that teacher leaders
regardless of position, were uninformed about the reform model and thus, less interested
in becoming involved in leading it. In addition, the reform model led to the formation of
shared planning teams, which were meant to reorganize the decision-malketiy stof
the school. However, at least one positional teacher leader felt theseme@ms
“superficial, and believed to be an empty gesture: a decision-making hiepsisted
and always would” (p. 26). The authors concluded that even within what appeared to be a
clearly defined reform model, the role of positional teacher leaders wigaurwithout
clear definitions, three types of positional teacher leaders emwrtgal the school:

those who placed their leadership within the context of the classroom, those who led at
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the department level, and those that saw themselves as whole-school leaders. The
principal identified the whole-school positional teacher leaders as esseiialreform
effort but the structures he created to allow teachers to be involved in deneamny
were made unilaterally. Therefore, many teachers responded witiamesi$o the
reform, and the positional teacher leaders were unable to make a signifilsaahde to
the success of the reform. It is not surprising that the lack of defined sgasvely
affected the reform process since this was a common finding of the studiesadomusi
reform efforts specific to teacher career ladder initiatives.

A second study looking at the conflicting roles of positional teacher leaddia wi
the reform context was done by Little (1995). She utilized the concept of cdnteste
ground, or areas of conflicting ideology, to study positional teacher leguérshe
context of structural reform at two high schools. She gathered data through otiservat
and interviews with 53 teachers including 21 positional teacher leaders. At one high
school, restructuring led to diminished authority for some teacher leadershiprsos
including department heads due to the implementation of a house system that shifted
authority away from subject departments and toward a new chain of command based on
cross-curricular planning and instruction. Thus, the contested ground at this high school
emerged as teachers redefined identities that were formerly cedroéasely with
subject area expertise in their attempts to embrace new conceptions ait@tegr
curriculum and greater collaboration across subject areas. The new posiachat te
leaders were also challenged because their new cross-curricusacathéel into question
their credibility to lead curricular reform outside of their subject goeaialty. The new

teacher leader roles were more risky because “leaders’ actionslanahships are thus
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subject to greater administrative and collegial scrutiny and less open tanitatsy
interpretation than are the roles and relationships forged by department headaanmeder
ordinary circumstances” (p. 35). In other words, teacher leaders found themaelyiets c
in the middle of a conflict over their positional authority and their creditiditead
curricular reforms outside of their subject within the house structure.

Research done by Snell and Swanson (2000) attempts to resolve the conflict over
positional teacher leadership roles by determining the relationship Ibestaeelards-
based reforms and positional teacher leader characteristics. Thehmesgasked 10
positional teacher leaders attending the Second Teacher Leader Confertknee 1999
to assist them in constructing a conceptual framework of teacher leadersidimigpnthe
following elements: empowerment, expertise, reflection, collaboration, aaqlilitg.

During this conference, positional teacher leaders developed a journey imgp cit
experiences that had provided them with key learning opportunities within the fage are
of the framework. They reported that empowerment, expertise, and reflectioarease

of strength while collaboration and flexibility were areas of weaknesseXjeriences
they cited most often as having a positive effect on the five areas wessgioofl
development activities and further education. Additional findings included that pokitiona
teacher leadership roles were important in creating the credil®ligssary to both
persuade colleagues to change their practice and to initiate collaboration among
colleagues; reflection on personal practice was a stepping stone to ahglleng
colleagues’ practice; and opportunities to affect district and school dexcisasa source
of empowerment. This study shows that structures to support collaboration and

professional development are important to facilitate the reform proce$so It
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illuminates the fact that positional teacher leaders linked credibility tautherity given
them through their positions, a finding that supports Little’s (1995) conclusions.

The next study considers how important positional teacher leaders are to the
success of school re-structuring reforms. Griffin (1995) informally ireered five
teachers once each month over 40 months to determine what they believed were the
classroom-level consequences of site-based management refornts@tteaa schools.
The participants had all been chosen to serve in various positional teacher leadership
capacities to move the reform forward among their colleagues. Findingséudibat the
positional teacher leaders felt more empowered by the reform, citingrpetrinto
school decisions as an improvement upon being mere “recipients of other’'s egpsttati
(p. 33). However, they reported feeling overwhelmed with the responsibilittestt
to them by site-based management, and feared that the relevant policy taskkiwgre t
them away from their work with students. Even though the positional teacher leaders
were provided with extra time to complete tasks, they nonetheless wbatdtey were
spending too much time with leadership work and that they were shortchanging thei
students in the process.

Another important finding of Griffin’s study indicated that the positional teache
leaders did not utilize existing school structures that might have posititetyeal the
reform process. Although teachers at these schools worked collaboratively wit
colleagues more often, creating a greater sense of overall professimmalioity and
individual contribution to and responsibility for changing teaching practicgasiéonal
teacher leaders reported that they did not believe the goal of the reform wasttmr m

teaching practice as much as it was to give teachers a voice in school-weges pol
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Moreover, despite having little first-hand knowledge of what their colleagersdoing
in the classroom, the positional teacher leaders nonetheless believed thaaotienst
were effective, and did not believe a goal of the reform was to change tiostalic
practice. They also maintained the “culture of isolation” (p. 40) common in teaching
expressing discomfort at the idea of interfering with colleaguessrdas work. In
addition, the positional teacher leaders were uncertain that there were sigaeharg
methods and believed that all teachers find their own style, which is typicetgssful
with students. Griffin concluded that the intentions of reform must be clarified to
positional teacher leaders, especially if said reforms are intended teedkanging and
learning.

The last study reviewed serves as a good transition to the next section mhresea
on teacher leadership because the authors’ conclusion questions whether positional
teacher leadership roles are helpful in institutionalizing successtuhreFor their
study, Heller and Firestone (1995) defined leadership as “a set of tasks ttobager
rather than the work of a role,” a description meant to imply that leadevakipnacted
by many people rather than just a few. To test this new definition, they studied nine
schools that had successfully implemented the Social Problem Solving (SP®) refor
model and were in the institutionalization stage. Data collected througlssestiired
interviews showed that positional teacher leaders were more important to the
institutionalization process than previous research had found. Under SPS, teachers we
given opportunities to become positional teacher leaders on the SPS Resource
Committee. These positional teacher leaders received supplementaWglyassextra

time to “inspire, observe, monitor, and encourage their colleagues in the SPS program
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(p. 80). However, these formal structures were only part of the success of tlmmabsit
teacher leaders. Findings indicated that administrative support and widishgméshare
influence” (p. 81) was also essential to successful institutionalizatioler ldeld
Firestone concluded that successful teacher leadership does not require positsma
vast structural changes, but opportunities for teachers to engage in mfgementation
in meaningful ways as well as empowering administrative support.

Overall, the research on positional teacher leadership indicates that thenpbsiti
conception of teacher leadership has little effect on teaching and leamauglition,
this conception maintains conventional school leadership hierarchies and thughemits
influence that teacher leaders have on their colleagues. Moreover, this amcepften
rejected by teachers because it challenges the normative teachimg. @ilthough the
norms of teaching such as privacy and equality may need to be challenged, tigs findi
of the studies discussed above show that utilizing positional teacher leadership in an
effort to change the teaching culture is ineffective. A number of thesesalsieereveal
that ambiguous definitions of the roles of positional teacher leaders aclisaliypower
teachers, forcing them to act according to outside agendas rather thang ¢hest own.
Finally, we see that positional teacher leadership has not contributed ppstisehool
reform initiatives. Therefore, it appears that there is a need for a new c¢onaspt
teacher leadership.

TEACHER LEADERSHIP AS INFLUENTIAL

The following studies all utilize a broader definition of teacher leageeshi

having influence over others. These researchers do not assume that infladwegss

connected to position. Thus, the teacher leaders who participated in the studiegdiscus
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in this section all enacted leadership through influence. Unlike many of thepakiti
teacher leaders discussed in the previous section, these teacher leadersakiedamot t
teacher leadership positions, but asserted influence from their role asatas$sachers.
Although there are few studies that define teacher leadership as influatiteal than
positional, the studies discussed in this section show that teacher leadersmpt el
to be hierarchical or positional to have an influence on teaching and learning. These
studies respond to an extensive demand for a new conception of teacher leadership,
which will be reviewed following the discussion of the five research studies below.
The first study presents a conceptual framework of influential teackaerkhip
that will help us understand a possible source of influential teacher lepdétstording
to Spillane, Hallett and Diamond (2003) influential teacher leadership depends not only
on the teacher leader’s self perception but also on potential followers’ vaheassilidy
applied theories of capital to teacher leadership, examining the extent totedbers
value human, social, cultural, and economic capital in their leaders and the ways that
school leaders enact these forms of capital. Using the definition of human aapital
“skills, knowledge, and expertise” their findings indicated that teacherstesyeh
capital in teacher leaders more often than they do in school principals (p. 1). However
teachers valued cultural capital, or “acquired ways of being and doing” in bottpphnci
and teacher leaders, linking having cultural capital to having influence ichbelgp.
3). Study participants also indicated that social capital was most importaaking
teacher leaders influential, and associated it with the ways that téeatiers are able to
share their human capital with colleagues. Finally, teachers indicatateiiaxpect

administrators to have access to funds more often than teacher leadédiw,ehfene
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teachers valued economic capital in teacher leaders. Therefore, Spitidme an
colleagues demonstrate that followers’ values will dictate the influbate tteacher
leader has on his or her colleagues.

The next two studies show the importance of administrator support for influential
teacher leadership within the reform process. First, Crowther, Kaaggnsbe, and
Hann (2002) carried out a five-year study of teacher leadership “to illugrtimatvork of
extraordinary teachers whose impact on their schools and communities had won the
acclaim of their principals and colleagues” (p. xx). The study monitored the
organizational dynamics of nine high-performing schools in an attempt to understand
what made them successful. For the study, Crowther and his colleagues defined teac
leadership as “action that transforms teaching and learning in a schobéstsathool
and community together on behalf of learning, and that advances social sustaizadbil
quality of life for a community” (p. xvii).

Findings from their study led Crowther and his colleagues to propose a model
they called “parallel leadership” which distributes leadership am@uoipées and
administrators with teachers taking responsibility for “pedagogicaldpment” and
administrators taking responsibility for “strategic development” (p. 44)adregical
development refers to instruction and curriculum while strategic developmardescl
creating vision and identity, aligning and managing multiple innovations, distigouti
leadership, and networking. Crowther and his colleagues also proposed a framework for
influential teacher leaders summarized by York-Barr and Duke (2004) as:

Conveying conviction about a better world; striving for authenticity in

their teaching, learning and assessment practices; faogditeommunities
of learning through organization-wide processes; confronting bariner
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the school's culture and structure; translating ideas into sustainabl
systems of action; and nurturing a culture of success. (p. 265)

Finally, based on their findings, the authors formulated a set of exexcisefptbuild
leadership capacity within schools. The three exercises determine censs®of and
readiness for leadership, establish a foundation for leadership, and creetstigdf

teacher leadership leading to successful school reform. Thus, we see fretuadhighat
mutual collaboration and support among teachers and administrators before and during
the change process led to school success.

Conversely, Acker-Hocevar and Touchton (1999) found less positive interaction
between teacher leaders and administrators engaged in reform. Thaguedrsix
elementary teachers of the year in order to understand how these teatdrsr lea
employed influence, or agency, in their practice and within the refornt.effoe
researchers chose teachers of the year for their study becaustetteefor selection
included leadership skills, communication skills, collaborative skills, and a comentit
to effective teaching. Therefore, Acker-Hocevar and Touchton determinedHtise
select teachers have mastered political power arrangements in a waljothathem to
be seen as highly successful practitioners with influence” (p. 3). Their findidigsiied
that the influential teacher leaders felt they were powerless despittures created by
administrators to empower them because the structures were createcdmyhistrator
rather than the teachers. Therefore, the influential teacher |dzediensed that these
structures served administrative needs rather than teacher interessdl, Quker-

Hocevar and Touchton found that teacher leader influence is mediated by “how well they
know how to work the system, their perceived expertise, the influence afforded them, the

collective agency of the group, and the norms within the school and district” (p. 24).
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Those teacher leaders with the most influence knew how to work around systemic
constraints including limiting structures and relational hierarchiennlasion, the
authors’ suggestions for influential teacher leadership indicate the impea
soliciting teacher input in the formation of reform efforts as well asrdegion of
collaborative communities to support teachers through the implementation process.

The last two studies discussed here exemplify the potential of a new conaspti
teacher leadership as influential. In response to their hypothesistibat-based teacher
leadership positions may have little effect on teacher authority or influBackng-
Hammond, Bullmaster, and Cobb (1995) suggested utilizing teacher leaders within
professional development schools (PDS). They conducted case studies of teachers
working in established PDSs and found:

That teacher leadership is inextricably connected to teachirig; that

teacher leadership can be embedded in tasks and roles that deatet c

artificial, imposed, formal hierarchies and positions—and that such

approaches may lead to greater professionwide leadership astheal”

role of teacher is expanded; and that the stimulation of such $égulend

learning is likely to improve the capacity of schools to responthdo

needs of students. (p. 89)
According to the authors, PDSs opened leadership opportunities to all teacheragncludi
those who were part of the pre-service education program. Moreover, this conception of
influential teacher leadership helped to alleviate some of the challengesséd@cross
other research studies such as resistance to the expansion of leadershipdserarc
Instead, the leadership that grew within PDSs was about accomplishing chidwege r
than controlling people. In addition, Darling-Hammond and her colleagues pointed out

that PDSs have the potential not only to change the teaching profession, but also to

reform schools because they empower teachers to “pose and solve problemg’ caus
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them to “assume leadership for change from within rather than looking upward or
outward for leadership” (p. 100). The authors concluded by pointing out that structural
supports for influential teacher leadership including “restructured time ktbnships

that enable teachers to take on the leadership tasks” (p. 102) are more important to the
development of teacher leadership than titles and positions.

Utilizing institutional theory, Hatch, White and Faigenbaum (2005) weretable
explain how influential relationships shape the work of teacher leaders, create mor
egalitarian school structures, and challenge the cultural norms of tedaiiitgtional
theory suggests that the individual influence of teacher leaders grows aartisgaie
and collaborate with their colleagues in common events and actions, and generate and
share clear understandings of their work. In their case studies, Hatch andilaiguess
found that teacher leaders worked against the traditional role of auth@ayndean ways
that were neither authoritarian nor domineering. They avoided oppressive bghavior
connected to hierarchical conceptions of leadership by humbling themselves, mragntai
equity among colleagues, and empowering other teachers to find their own sotutions t
problems. Although these influential teacher leaders were recognieggexs teachers
by their colleagues, they supported other teachers in cooperative hatheuthoritative
ways. Among their colleagues, these influential teacher leaders oftgiohed as
informal leaders, offering peer support and sharing their successes aresfalfurther
professional development and teacher growth across the whole faculty.

The call for a new conception of teacher leadership
The studies reviewed above represent a relatively small proportion of the overall

teacher leadership literature, which mostly utilizes the positional coanegtieacher
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leadership. However, the lack of empirical research is not necessarily atonthat
conceptions of teacher leadership are not changing. In fact, there is @argrafnount

of theoretical work calling for a new conception of teacher leadership. This work is
important in establishing the need for a new conception of teacher leadership, which
necessitates professional development designed around this new model and further
empirical research that utilizes it.

To begin, Duke’s (1994) conception of the teaching profession as a “crab-bucket
culture” where teachers resist any colleague’s attempt to becaadea by pulling them
down just as “one crab tries to scuttle out” (p. 269) establishes a profound reason to
pursue less hierarchical and more egalitarian conceptions of teacheshgadeuke
asserted the need for teacher leadership to go beyond positional notions toward a
conception drawn from “expertise and experience” (p. 269). This notion opens leadership
to all teachers, a concept supported by Fullan (1994), who argued that “teadbeshiga
is not for a few; it is for all” (p. 246). In order to achieve this broad conception dfeteac
leadership, Fullan proposed six domains of professional commitment including
knowledge of teaching and learning, collegiality, educational contexts, and tigeecha
process through continuous learning. He maintained that once these domains were
consistent across the teaching profession, teaching and leadership would be synonymous.

The definitions of teacher leadership have developed according to assessments of
the overall educational system and the teaching profession. Smylie, Comléyagks
(2002) noted that the definition of teacher leadership has changed since the mid-1990s,
when there was “a shift away from individual empowerment and role-basadivesi

toward more collective, task-oriented, and organizational approaches to teacher
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leadership” (p. 165). They cited as the reason for this shift the ambivalerns cdsedirly
research studies, which showed that the creation of teacher leadership positiwts di
necessarily affect teaching and learning. Conversely, they reportédetwnception of
teacher leadership then consisted of “the ‘appointment and anointment’ of individual
teachers to new ‘quasi-administrative’ positions—rungs on career ladsstsgrid

mentor teachers, and membership on decision-making bodies—to share in managerial
work” (p. 165). A more recent definition of teacher leadership is offered by Katzemm
and Moller (2001) as teachers who “lead within and beyond the classroom, iderttify wit
and contribute to a community of teacher learners and leaders, and influence others
toward improved educational practice” (p. 5). Here we see an emphasis on teadber |
influence over formal position.

Many scholars identify position as irrelevant to new conceptions of leadership,
and argue for a less hierarchical conception of teacher leadership. Foresxddeyrhan
(2000) argued that “leadership is no longer seen as a function of age, position, or job
title” but that “it is a characteristic less of an individual than of a commanidyis the
responsibility assumed with the consent of the community” (p. 10). In addition, she
asserted that this concept of leadership goes beyond “assigning tasks to pduple—w
often results in responsibility without authority” (p. 10), and suggested that poofaissi
learning communities establish this type of leadership.

Likewise Childs-Bowen, Moller, and Scrivner (2000) argued for a more
communal and less hierarchical definition of teacher leadership as “a flaithabl
extends beyond positional roles, such as department chairpersons” (p. 27). Their

conception of teacher leadership required principals to identify where school needs and
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teacher passions intersect, and then provide the necessary support to allow teache
accomplish change. To foster this type of teacher leadership, Childs-Bowen and her
colleagues asserted that principals must construct opportunities for setchead such
as granting them “flexibility in implementing curriculum and instruction, plaghor
school improvement, and designing professional development” (p. 30) as well as building
professional learning communities where teachers share leadership, vsigersonal
practice within a supportive climate driven to positively affect student tearni

Similarly, Forster (1997) criticized hierarchical notions of teacheleleship,
rejecting the industrial model, which focused on power and control, and limited the
opportunities for teacher leadership in schools. She pointed out that the bureaucratic
model of leadership most often adopted by schools relies on committees that hi#trely s
management responsibilities, but do little to empower. Moreover, she noted that earl
career ladder programs allocated teacher leadership positions such asetegeaus,
which rewarded teachers by taking them out of the classroom, aligning ttiem wi
administrators, and alienating them from their peers. Thus, Forster arguad that
paradigm shift is necessary, with a new focus on utilizing teacher $égalerithin the
context of professional learning communities focused on teaching and learnsgewhi
“teacher leadership may be broadly defined as a professional commitment andss pr
which influences people to take joint actions toward changes and improved prdwiice
enable achievement of shared educational goals and benefit the common good” (p. 6)
Finally, Forster concluded that a new conception of teacher leadership niostieed
within the teaching profession, becoming an inherent part of it and beginning with pre-

service training.
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In addition to arguing for a less hierarchical vision of teacher leadership, Har
(1995) criticized the first initiatives to professionalize teaching throegbther
leadership. Acknowledging that teacher leadership is no new concept, she expkined t
teachers have exercised both positive and negative influence over each other’s work fo
some time. She discussed a number of teacher leadership initiatives and te&irhave
attempted to give teachers more influence. First, mentoring prograwgdlmentor
teachers to influence teacher initiation into the profession as well as th#é dvecsion
of the profession. Second, teacher ladder initiatives meant to attract, m#aird,rand
motivate the most talented teachers, provided teachers with additional lgadershi
opportunities. Third, site-based decision making structures invited teachers teebecom
school-level policymakers and to become more dedicated to “the ideals of commitment t
community and group achievement” (p. 16). However, Hart argued that these mogram
simply upheld existing hierarchical structures and were not effectimegroving teacher
practice and student learning. Moreover, she criticized existing grgohogge@ms in
educational leadership as tending to “emphasize traditional, role-based behadior
actions” and of separating “leadership training, adult coaching and development,
supervision and evaluation, and planning from teachers’ graduate study programs” (
25).

In response to her work with the City Schools of Excellence reform model, Coyle
(1997) advocated for a school structure that “is integrated and centrifugalllwith a
positions emanating from the central core of teaching” rather than one wéesehifg is
weighted down by a hierarchical, managerial chain of command” (p. 236). During the

reform process, she noticed that administrators remained more interestethgerna
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tasks than in classroom work, and often misinterpreted teacher initiativeesspetto
garner power” (p. 3). In addition, Coyle recognized a number of impediments to the
reform including “the structure and intractability of the school schedule, tio®lsc
bureaucracy, teacher complacency and isolation, overreaction to stateesaaddtthe
tacit belief that wisdom must come from at least fifty miles away” (pSB¢ concluded
by calling for school structures that foster leadership at all levels.

Ash and Persail (2000) also considered the reform context when advocating for a
less hierarchical conception of teacher leadership. Their belief tdtomal teacher
leadership roles such as department head, curriculum coordinator, mentor, and trainer
“fall far short of the level of teacher leadership that current school reftionts
demand” (p. 19) inspired them to construct a theory that promotes a conception of
leadership separated from positional authority and supportive of teacheslhaade
where administrators serve as one of many leaders. The principles ofiFermat
Leadership Theory include a transition from top-down school structures meant to control
and limit decision-making to collaborative learning structures that encommatye!
problem-solving, an emphasis on leaders building trusting relationships thatagyecour
“innovation and creativity” (p. 16), a shift from completing tasks to focusing on “peopl
and processes” (p. 16), and an emphasis on service to the school community with an
interest in empowering community members and protecting them from “outside
interference” (p. 17). In addition, formative leaders are visible within thbod
communities and exercise flexibility when dealing with the uncertaiofieeange.

Spillane, Halverson, and Diamond (2001) also proposed a less hierarchical and

positional framework for studying leadership that is focused on “a rich undersjasfdi
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howandwhy’ leaders do what they do (p. 23). Thus, they proposed a distributed
perspective of leadership that considers leaders’ actions rather thiggoiigons or

roles. They also highlighted the belief that leadership tasks are “distreocriess

multiple leaders in a school” (p. 25) making it impossible to understand leadership by
focusing only on one leader within a school such as an administrator. They referred to
their work in Chicago Public Schools to demonstrate this theory. For example, pgirinci
noted a high level of privacy and isolation among the teachers at his school and thus
“established breakfast meetings in order to create a forum for teaglexchange ideas
about instruction” (p. 26). This new structure reduced isolation and offered tedehers t
opportunity to share ideas. Spillane, Halverson, and Diamond considered this use of
school structures a way to encourage distributed leadership as teachers become
instructional leaders of each other.

In an attempt to explain the role of influence in leadership, Ogawa and Bossert
(1995) proposed an institutional perspective of organizations, which “explains that the
behavior of actors, both individual and collective, expresses externally ehforce
institutions rather than internally derived goals” (p. 231). Thus, actions peddiyne
leaders serve the purpose of preserving the organization and require individuaiseto util
influence rather than relying on positional authority by building relationshighsnwhe
organization. Ogawa and Bossert also pointed out that the institutional perspémirge a
for members of organizations to exert varying levels of influence and thuspegergn
become a leader. In the school context, that means that both administrators amsl teache
can be leaders, and that leadership is multi-directional in that it flows amongmabers

of the organization.
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| conclude this section with a look at Barth’s (2001) recommendations for how
teachers can overcome the barriers to exercising influential leadéfskiphe
recommended that teachers “lead by following” or “influence the life efsoschool
beyond the classroom” (p. 3) by supporting other teachers who are trying to le@al,Se
he suggested that becoming part of a committee or team allows teachers tcénflue
colleagues. Third, he advised teachers to take the initiative to lead alone throeigh cov
methods such as applying for a grant or presenting at a conference. Finphypbsed
that teachers who lead by example “are more likely to have a positive irglupon the
larger school community because they take the risk to provide a constant, visible mode
of persistence, hope, and enthusiasm” (p. 4). Barth also noted that principals can support
teacher leadership through the following: expecting all teachers to leaahdmning
authority, building trust through everyday teacher support, empowering teachezpot
make school-level decisions, including teachers in school issues that they feel
“passionately about” (p. 6), protecting teachers from the criticism o$ pegognizing
teachers’ hard work and accomplishments, and sharing “responsibilitylimefdp. 6).
He concluded that although this construction of teacher leadership is challenging f
teachers, it will ultimately reduce their isolation and lead to a more datitoschool
community.

In summary, these scholars have argued that conceptions of teacher leadership be
revised to be less hierarchical and more collaborative. They have alsochgssrte
teacher leadership ought to be based on influential relationships rather thenxmglosit
ones, and that there ought to be many leaders in a school, not just a few. Finally they

have advocated for a conception of teacher leadership as influential becausactiann a
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will positively affect teaching and learning by challenging the cultuwems of teaching
and engaging teachers in school reform.
TEACHER LEADER PREPARATION

The final section of this chapter shares several scholars’ recommendations for
teacher leadership preparation programs. The overall lack of empiricaldatiathis
subject provides the justification for the present study and the need for fetbarah on
teacher leadership preparation. To begin, Rogus (1988) identified three slement
necessary to teacher leadership training programs: “school improveffesitye
teaching, and leadership” (p. 50). To link these elements together, he stated that
“professors and teachers who serve as instructors in the program must nexdieleeff
instructional behaviors, work to empower teachers within both individual and group
interactions, respect what is known of adult development and learning in carrying out
instruction, reflect an inquiry orientation toward their own work, provide affective
support to those students engaged with them in struggle, carefully monitor program
effects, and otherwise behave as an effective leader” (p. 50). In addition, Rogus
demanded that faculty members involved in teacher leadership programs wodate “cr
a student culture characterized by collegiality, collaboration, and kskgtap. 50),
which he believed was essential if a desired outcome is for teacher leattanslate
their training to practice. These requirements bring to light the importarostent,
instructional approaches, and structures utilized to facilitate succtsstukr leadership
preparation.

To prove that teachers are now expected to be leaders, Clemson-Ingram and

Fessier (1997) cited a number of standards including the Interstate Nelweil eac
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Assessment and Support Consortium, the National Board for Professional Teaching
Standards, and the Interstate School Leaders Licensure Consortium Stéordactieol
Leaders. The authors then discussed two teacher leadership preparation programs
available at Johns Hopkins’ Division of Education, which appeal to teachers who wish to
stay in the classroom but also aspire to be school leaders. Through these programs,
teachers focused on personal and professional growth by learning how to conduct action
research, working for social change, coping with resistance and irctreapensibility,

and understanding how organizational processes intersect with interpersamaladyn

Both preparation programs include elements that relate to the conceptcaf wécher
leadership described in Chapter 1.

Finally, Caine and Caine (2000) developed a learning community model that
resulted in a number of positive outcomes. The learning community groups mel severa
times per month for at least an hour to carry out structured discussions involving turn-
taking and speaker time limits. Caine and Caine maintained that this strecluced
competition and encouraged a collaborative culture where everyone’s ideabaveck s
The researchers found that those who were part of these communities moved from a need
for control to a relinquishing of control in favor of relationship and community building.
Participants in the model also moved toward considering the conditions that serve as
barriers to change rather than focusing on planning for change. Caine and Caine
concluded that supportive and safe learning communities of this nature are iyecessar
within schools that wish to “support good teaching and effective leadership” (p. 14).
These results indicate the importance of considering group dynamics and dinmeglufil

trust among participants when facilitating a teacher leadership ptiepaprogram.
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SUMMARY

This literature review has made a case for the fact that the conceptiacladrte
leadership needs to be revised, moving away from the emphasis on formal positions and
toward a distributed model based on individual influence and action. The empirical
studies that utilized the positional teacher leadership definition showed thair@dsit
teacher leadership maintains the conventional school leadership hierardimadsby
the norms of the teaching culture, fails to empower teachers, and does not lead to
successful reform. However, studies that defined teacher leadershipastiaflfound
that this conception challenges the conventional school leadership hierarchiess disrupt
the cultural norms of the teaching profession, distributes leadership poweletxhbs,
and meaningfully engages teachers in the change process. Moreover, theeglitoa ne
recognize that it is the influence that makes a teacher a leader, not tlenptiseems
clear that the arguments of scholars for a new conception of teacherhgadezs
justified and reasonable when these findings are considered. Neverttheldsgyity of
the last section of this review proves that altering the conception of teaatiersleip
will require revised and consistent leadership preparation programs forrseeacte
administrators as well as further research that utilizes an influentiakption of teacher

leadership.
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CHAPTER 3: METHODOLOGY
CRITICAL INQUIRY

According to Carspecken (1996), critical inquiry examines “power reldtipss
closely to determine who has what kind of power and why” (Carspecken, 1996, p. 129).
Carspecken extends the work of Weber by identifying four types of power: negmati
coercive, contractual, and charming. Normative power is based on position and
expectation. An example relevant to this study would be a teacher who follows
instructions given by an administrator even though she does not agree with theyn simpl
because the administrator has greater authority within the system andelesaus
teacher, she knows she is expected to follow her superior’s directives. Anothef type
normative power relevant to this study exists in what French and Raven (2l001) ca
referent power, which acknowledges that teacher leaders also have powee lbécaus
their relationship to those with positional power such as the principal or district
administrators. Coercive power is more discreet but could work similarly tcatigem
power. For instance, a teacher may again follow a given directive but her corsesdds
on fear of being sanctioned by the administrator should she argue or refuse tp compl
Contractual power is the result of an exchange between two parties. Thadezwtiract
itself represents contractual power in that it requires teachers to wertaencaiumber of
hours per day in exchange for a certain salary and a specific number of sickidaily,
charismatic power is based on personality and loyalty. For example, a te&dcher w
chooses to comply with an administrator’s instructions simply because sheiagsre
some of his personal characteristics such as a sense of humor or a kindnetss towar

others would be succumbing to the power of charm particularly if part of the motivation
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involves wanting to gain the recognition of the administrator on a personaldeegal
showing her loyalty by defending him in the face of criticism from heeaglies.

These four types of power relate directly to this study. In chapters 1 and 2, we
have seen that since the start of common schooling in America, teachers as a group have
had little power when it comes to defining and controlling the nature of their work while
educational leadership has been embedded in conceptions of hierarchy and authority. By
their very nature, these conceptions have excluded teachers from dialogues thereb
limiting teachers’ ability to work for positive change within their schoolsweéver,
given the opportunity to reflect critically on the power structures embodiée in t
education profession, teachers may be in a unique position to identify with oppressed
groups including some of the students with whom they work. Critical reflection has
drawn many teachers to work for social change within their schools, districts, and
communities. Linked to this work the most recent period of teacher leadership, as
discussed in chapter 1 not only challenges the traditional notions of leadership but also
empowers teachers to be influential among their colleagues. It is thisnoé that
allows teacher leaders to work even more effectively for social ch&ngen these
prevalent power structures, critical inquiry is the most appropriate frarkdarahis
study.

RESEARCH QUESTIONS

In order to determine how teacher leaders become critical through lgaders
training, this study will seek to answer the following research questions:

1. What, if anything, exists in these teachers’ histories and charactbaghat

allowed them to already meet one or more of Foster’s four demands?

2. Given the cohort context, how have their courses helped or hindered these
teachers in meeting Foster’s four demands?
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3. Now that they have finished their master’s, how do these teachers connect
Foster’s four demands to their daily work?

These questions explore the critical life space of teacher leaders, orriwotts, the
ways that teacher leaders explore critical issues and enact tessadeship in their
schools. The data collection and analysis draws off of insights from critica¢eylogy
including critical distinctions between types of truth claims and their talidi
RESEARCH DESIGN OVERVIEW

The design of this study is critical micro-ethnographic. The charaaterigta
micro-ethnography include long engagement in the field with multiple agpFedo data
collection as well as having the purpose of understanding the micro-culture agd bei
able to describe its nuances from an insider’s point of view. Data collectidndatiudy
lasted for 13 months from January 2007 to February 2008, a relatively long period of
time for interaction with participants. The micro-culture in this studgashier leaders as
they are developing. My role as participant observer allowed me to becanot thiés
micro-culture and thus, describe it with an insider’s perspective. Finalystilndy is
critical because it examines how leadership development through courseher tea
leadership empowers teachers, challenging the traditional constructiahsatienal
leadership. It further examines how teacher leaders through crifiegkien come to

empathize with their students and work for social justice in education.
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Table 1.

Question What, if anything, | Given the cohort Now that they have
exists in these context, how have | finished their
teachers’ histories | their courses helped master’s, how do
and character that | or hindered these | these teachers
has allowed them tg teachers in meeting| connect Foster’s
already meet one on Foster’s four four demands to
more of Foster’s demands? their daily work?
four demands?

Data Sour ce(s) Interviews Interviews Interviews
Leadership paper | Chat room Reflective papers (4

discussion
Class observations

Analysis Coding Coding Coding

Techniques Reconstructive Reconstructive Reconstructive

analysis analysis analysis

Validity Checks

Member checks
Peer debriefing
Triangulation

Member checks
Peer debriefing
Triangulation

Member checks
Peer debriefing
Triangulation

SITE

Middle University Educational Leadership and Policy Studies Department (ELPS)

In 1991, the faculty of the Educational Leadership and Policy Studies Department

(ELPS) at Middle University (a pseudonym) decided to revise their conceptual

framework to “view school leadership as both intellectual and moral craft”.(ph#)

decision was motivated by the award of a Danforth Foundation doctoral and primpipals

development grant meant to assist educational leadership departments toueiconst

school leader preparation programs. As a result, the faculty determinduktpadgram

would be

Guided by the belief that school leaders are moral and tramstfioe
agents committed to the principles of equity, justice, and diversithiey
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confront the problems of practice rooted in the perennial problems of
class, race, gender, ethnicity, and (dis)ability. (p. 4-5)

The revisions were theoretically based on the conceptions of transformationaloral
leadership as proposed by Burns (1978), Foster (1989), and Rost (1991). Graduates of the
program are expected to:

demonstrate moral and ethical leadership
engage the school and community

recognize power and politics

organize and create change

support the teaching and learning of diversity
advocate equity and social justice

design school improvement

Each of these skills has been integrated into the curriculum and instruction ofidlis va
leadership preparation programs designed by the ELPS department over thgdass 17
including the Teacher Leadership Master’'s Cohort discussed below.

Alexia County School Corporation (ACSC)

The partnership between the ELPS department at Middle University (MU) and the
Alexia County School Corporation (ACSC) is natural since MU is located in the county
seat of Alexia County, a county in a Midwestern state. ACSC is a mid-sized| sc
district incorporating the town and the surrounding rural areas. DemogiapASC
is 83% White, 6% Multiracial, 4% Asian, 4% Black, and 2% Hispanic with 30% of
children receiving free or reduced lunches. The corporation has consistently st
above the state average on ISTEP.

ACSC Teacher Leadership Cohort

Around 2002 the MU School of Education began noticing that local districts were

becoming less and less interested in taking student teachers. The Dean bbti®Sc

Education approached ACSC administrators to find out why this was happening. They
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felt that the connection between MU and ACSC was weak because the School of
Education was not serving the needs of local teachers, who needed masters ghagrams
were both flexible and that built leadership and capacity within ACSC. The dean of the
School of Education invited faculty members from the Curriculum Studies Depattment
create a masters degree program the district might find compellirtg feachers.
However, that faculty was unable to create the desired program. Thetiedodean
approached the Educational Leadership and Policy Studies Department, acahtieayp
with the idea for the teacher leadership masters’ program. After a seciesversations
between ELPS faculty and district administrators at ACSC, the @hgirtbegan in 2003
and was recruited via an email message sent to all teachers in ACSC who dicereot ha
master’s degree yet. The cohort requirements included attending mon#tlggador
research and collaboration, sharing what they were organizing, and attendkhg wee
class meetings. The Teacher Leadership Master’'s Cohort was fornol e ve
problems of practice, discuss real work situations, take a look at the district ageeda
what was working, complete action research that aligned to the distriet’s,\asd
present research findings to the school board. It was hoped that many teadssrthacr
district would choose to participate because their work was being noticeadhteitdsi by
the district leadership. Several teachers from the first cohort were protagiedcipal
positions when they finished the degree in 2005. The second cohort began classes at the
beginning of 2006 and will complete their work in 2008.

PARTICIPANTS AND RECRUITMENT

The cohort teachers
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The teacher leadership cohort was comprised of 17 teachers, 12 women and 5
men, all of whom identified themselves as white or Caucasian. Of these, 9 were
elementary level teachers and 7 were secondary level teachers.elneszs had been
teaching between 3 and 16 years, with 6 having taught for less than 10 years and 3 having
taught for 10 years or more. All but 1 of the teachers have spent their antiee i
ACSC. Finally, the majority of teachers joined the cohort to get their readegree or
principal’s license. Many also said that they were attracted by therdence of the
class schedule and location of the classes as well as by the fact yhaotie be taking
their courses with their colleagues as a cohort.

All teachers in the cohort were invited to participate in this study. However, onl
8 chose to do so. Of those, 6 were women and 2 were men. The participants had been
teaching between 3 and 10 years with 4 teaching at the elementary levekandidg at
the secondary level. All but 1 of the participants had taught for their entaercar
ACSC. The participants’ reasons for joining the cohort were represertétive greater
cohort.

Participants

There were two levels of participation in this study. Those that opted to
participate only in the observation and document analysis portions were conssgteted |
1 participants while those who participated in the in-depth interview portion ofuihe st
in addition to the observation and document analysis portions were level 2 participants.
Of the 8 patrticipants, 4 agreed to participate as level 1 participants andd tagree
participate as level 2 participants. Pseudonyms have been used to preserve all

participants’ anonymity.
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Liz. An elementary teacher, Liz has been teaching for 8 years, all withicACS
She joined the cohort to pursue her administrators license and because she s&xintere
in learning more about teacher leadership.

Alex. A secondary teacher, Alex has been teaching for 7 years, all within ACSC.
He teaches in an alternative-to-expulsion program for early adolescengsingadthe
cohort because he wanted to earn his master’s degree.

Megan.A secondary teacher, Megan has been teaching for 6 years, all within
ACSC. She joined to cohort to pursue her master’'s degree, but also had an interest in
becoming a school principal. In fact, during the last year of the programmashe
promoted to assistant principal at her school.

StephanieAn elementary teacher, Stephanie has been teaching for 4 years, all
within ACSC. She joined the cohort because she wanted to earn her master'smggree a
felt the program would be convenient. She also thought the classes sounded interesting
and she liked the idea of being part of a district-wide cohort.

Those participants who were level 2 participants became key informanys. The
were interviewed three times over the course of three months toward the end of the
master’'s program.

Audrey. A secondary teacher, Audrey has been teaching for 7 years, all within
ACSC. She spent three years as a district substitute teacher beforertgea full-time
social studies teacher at one of the district middle schools. She was therad-thei
Climate Committee at her school for three years and has been a member dbtile Sc
Improvement Team. She was also the Chair of the Social Studies Depadntesat f

years, and is a Critical Friend's Group Facilitator. She joined the cohort bebause
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wanted to earn her principal’s license and because she was drawn to the incentives
offered by the district.

Allison. A secondary teacher, Allison has been teaching for 5 years, 2 of those
within ACSC as a math teacher in a special program designed to suppott™atsrik
grade students in their transition to high school. She has since left ACSC to take a
position at the high school she attended. She served on the ISTEP Data Analysis
Committee in her first teaching position. She has also been a cheerleadingacoa
student council sponsor, and a show choir choreographer. She joined the cohort because
she wanted to be a teacher leader but not an administrator.

Pauline.Pauline entered the teaching profession after several years working in
business. She is licensed in K-12 special education but has taught elementagninclus
classes in ACSC for all 6 years that she has been a teacher. She has baberaoiitbe
School-wide Planning Committee and has been the Chair of the Family and Community
Involvement Committee. She joined the cohort because she wanted to earn her master’s
degree, and because she is passionate about life-long learning.

Phil. Phil became a teacher after a career in telecommunications, eaming hi
master’s degree in elementary education. He has taught the upper elemetasyat
the same school for all of his 10 years of teaching including his student teddtiihgs
served as PTO Liaison and PBS Facilitator as well as participatihg forimulation of
the school improvement plan as an InSAI Committee member and the implementation of
the school improvement plan as a School Improvement Committee member. He joined
the cohort to earn his principal’s license and plans to pursue a principal’s position.

ENTRY INTO GROUP AND OBSERVATION
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Because | wanted a chance to get to know the teachers in the cohort bskec | a
them to participate in my study, | asked the professor who was teachingtioemeart
course, School Community Relations, if | could audit the class, which met on Tuesday
evenings. This professor suggested that | be his graduate assistandr(@w)dlass sb
began field entry in this role. As a GA, | assisted the professor in plannisg clas
activities. However, | did not lead class or participate in any assesbatnise | wanted
to establish a “supportive, nonauthoritarian relationship” with them to increase trust
(Carspecken, 1996, p. 90). In addition, | was careful not to participate too much in class
discussions because | did not want to influence the teachers’ thinking although I did
participate in student-led group activities to further establish myselfpeer. As a
trusted peer, | hoped to create a relationship that would encourage those who agreed to
participate in the study to question my perceptions when asked to member check my
analysis documents. During discussions, | observed and noted down the things the
teachers talked about, paying close attention to what each teacher sastlang tr
comments made by individuals throughout the semester. These observations totaled about
27 hours. In addition to these observations, | utilized the course chat room posted online.
Class discussions were continued through this chat room and therefore, | conbidered t
part of the observation data. The chat room discussion proved to be especially valuable
because it allowed teachers who may have been silent during class to shateadhelt
also allowed teachers to clarify their positions and to further question eack othe
assumptions.

Subsequent to this course, | was able to observe the teachers in three other

courses, Legal Perspectives in Education, Education and Social Issues, ami Teach
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Development and Evaluation for a total of about 18 hours from May to December 2007.
The cohort took all four of the courses that | observed during the second year of the
program, which meant that my observations began after they had the opportunity to settle
into the program including getting to know their fellow cohort members, and learn about
the foundations of leadership. During my observations of the three courses listed above
chose not to participate in class activities or discussions so that | could focascbmg
the teachers’ behavior as well as jotting down the things they said. | mafferatoe
observe classes where the teachers might be challenged to think craticdiigses that
would specifically address social justice issues. For example, | obskevezhthers
debate controversial issues in the education law course as well as obseligogsaion
about how Freire’®edagogy of the Oppresseglated to a teacher’s responsibility to
serve all students’ needs. All four of the courses | observed included @igoants
within the course readings, assignments, discussions, and class activities.

| recorded observation notes on a legal pad. These notes included some
description about actions, but focused primarily on verbal expression. At the conclusion
of each class, | jotted down further notes about my impressions in a field jourrsd. The
notes had more to do with interactions among the cohort members. Finally, d pinmte
chat room postings each week and added them to my observation note record.

IN-DEPTH INTERVIEWING

Carspecken (1996) lists three reasons for using interviews in qualitataeates
First, interview data lends itself easily to validity checks. Secondyiates allow the
researcher the flexibility to “continuously revise her understanding ofocitgral

categories employed by her subjects of study” and then to reformulateeme
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guestions before, after, or during the interview process (p. 75). Third, interviexsingsp
the “layered subjectivity” of participants, allowing them to discover and révese
initial thoughts and emotions through each stage of the interview process (p. 75). Thus,
the interviewer has the ability to not only follow the participants’ stories, battalhelp
bring awareness and clarity to elements of the story that may have beasssagmr a
part of the subconscious. In addition, interviewing is particularly importantifmatr
research because as “dialogical data” it allows participants to beconogvered
through exploratory conversation (Carspecken, 1996, p. 154). These conversations help
us discover “who we are, becoming more certain of our potentialities and czgyaciti
(Carspecken, 1996, p. 169). Thus interviews offer participants the opportunity to “claim
the existence and validity of entire worlds within which an identity is defined and
located” (Carspecken, 1996, p. 169).

Four individual teachers were interviewed as key informants for this stodgeT
participants were interviewed three times. Interviews lasted between &0 amdutes,
and were conducted in locations chosen by the participants including their homes, their
classrooms, coffee shops and bookstores, and classrooms where the cohort wwgs meeti
for class. Interviews were conducted using the semi-structured style ati/bgat
Carspecken (1996). Interviews were audio-taped and transcribed by a pteovssti
Each transcript was sent to the participant shortly after the interview shéhat he
could check it. Teachers were invited to add further thoughts or reflectiensesiting
their transcripts.

The interview protocols were developed following the observations to probe ideas

brought up during class discussions. Each interview centered on a specific topit.doma
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The first domain invited participants to talk about their motivations in becoming teache
and teacher leaders, things that disturbed them and things that inspired them about
education, and people who have influenced them in the past and present. Sample
questions included: Why did you become a teacher? What is your favorite partgébei
teacher and what is your least favorite part? and What, if anything, digturlabout
education and what, if anything, inspires you about education? The second domain
invited participants to share their ideas about the master’s cohort expedneluding
cooperating with other teachers, building trust, and responding to new ideas pregente
professors and course materials. Sample questions included: If someone were to
contemplate joining a cohort like this, what experiences would you share withrsba pe
in an effort to help him/her make a decision? How have course assignments andsactivit
affected your thinking about teaching and learning? and Who has most influenced your
thinking since you began your master’'s degree—why? The third domain invited
participants to explore the ways their work has changed since they finishrendis&er's
and how they are able to influence their colleagues to think differently aboutieduca
Sample questions included: How do your beliefs about teaching and learningtconflic
with or support your daily work? Describe a time when you were able to convince a
colleague to think differently about a situation; and How should teacher leaders be
utilized in schools?
DOCUMENT ANALYSIS

Finally, in an attempt to determine the consistency of what | had observed in

courses, read among the chat room postings, and discussed with the key informants, |

collected a number of course assignments from the participants. These ind@dsdy
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on their philosophy of leadership, 4 reflective analysis papers asking them to connect
course readings to situations they observed around their schools, and 6 discussion briefs
requiring them to reflect on course readings. | chose these assignnuantseoef their
reflective nature and their link to critical perspectives. Most of the coeasings linked
to these assignments represented critical theoretical thinking and thusceagiacgd
thought in the participants. In addition, these assignments were completed owerrtiee c
of one year and therefore represented changes in the participants’ thskiney a
progressed through their program. These documents provided another way for me to
double check what participants had said during class discussions and interviews, and to
further understand their views as well as the reflective process itself.
DATA ANALYSIS

All data was coded in an “attempt to discover regularly occurring pattér
action” (Carspecken, 1996, p. 91). First, low level codes were applied to represent the
objective features of the data that are accessible to almost anyone gittoead the
data. Using these low level codes, preliminary reconstructive analysesavelucted on
commonly occurring actions and statements. The steps followed to conduct this type o
analysis included first reading through the low level codes for “routine ezpdts
unusual ones” (Carspecken, 1996, p. 95). The expressions or actions connected to these
codes were then listed in a new document where meaning fields were creaimchfor
Meaning fields represented all of the possible meanings that the expresauiommhas
for those involved (e.g. the participants). The experiences | shared with tlcgppatt as
a teacher and graduate student meant | became a “virtual participantoaitdgme

with greater familiarity with the participants’ professional and atlanal experiences
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(Carspecken, 1996, p. 98). This improved the accuracy of the meaning fieldsd create
during preliminary reconstructive analysis since generating meamidg fneans taking
the participant’s position as well as those present during the act—in this loaseattort
teachers and the professor. Utilizing “hermeneutic circle” feauels as position taking
and consideration of personality factors, | was able to construct plausible and
representative meaning fields (Carspecken, 1996, p. 99). (See Appendix A faf a list
codes and code families.)

After constructing meaning fields, | began the process of pragmatiohoriz
analysis to begin the development of high level codes. Pragmatic horizonsnalysi
explores the “horizons of intelligibility” or the possible claims of an actiorxpression
(Carspecken, 1996, p. 103). Carspecken (1996) has constructed four types of claims:
objective, subjective, identity, and normative. Objective claims are thosedhabat
obvious, on the surface, and accessible to many people. These are represented by low
level codes. However, subjective, identity, and normative claims are explavadhtthe
process of pragmatic horizon analysis. Subjective claims representdhs fe&lings in
relation to a particular action or expression. Identity claims express tigs thie actor
wishes to believe about herself in relation to her actions or expressions. Finally,
normative claims signify rules or judgments that the actor has about lweretiers
based on her action or expression. To conduct this type of analysis, one possible meaning
field is taken aside, and explored to identify each type of claim. Anotherdefhe
analysis is the search for the most surface or fore-grounded claims toghe m
subconscious or back-grounded meanings. Thus, the analysis is two dimensional in that it

investigates horizontally across the four claims while searchinigaigr from the
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conscious to the subconscious for each type of claim. (See Appendix A for an example of
pragmatic horizon analysis.)

After conducting pragmatic horizon analysis on the meanings fields | had
constructed for the low level codes, | was able to develop high-level codes.coldese
represented the full range of possible claims made by participants througictioas
and expressions, and were each supported by one or more pragmatic reconstructive
analyses. Once | had constructed high level codes, | went back through ttoeaggdky
the high level codes. Utilizing both low level and high level codes, | constructedaom
themes which will be discussed in Chapters 4 and 5.

VALIDITY CHECKS

A number of validity checks were utilized throughout the data analysis process.
First, prolonged engagement, represented through the length of time | was inwahtact
the cohort as well as the number of hours | observed them in their classes anatalked t
them during interviews, served to “heighten the researcher’s capaciyuma the
insider’s perspective” (Carspecken, 1996, p. 141).

Second, peer debriefing was utilized in a number of ways. For example, | had
multiple discussions about my observation notes with the professors teachingrdesc
| observed. As trained researchers, they were able to offer a secone matieggective of
the things that had happened during class. For example, during one of these discussions,
the professor confirmed my observations of the bullying tactics being ysare of
the teachers in the cohort. She said she had noticed them as well, thus confirming my
impression. That same professor debriefed my analytic documents. Therdsoeadew

students outside the cohort who were able to take the courses with them including
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doctoral students who needed the course at a time when it was only being offered to the
cohort and other ACSC teachers pursuing their master’s degree outside theTdwsmt
students, especially those who were doctoral students trained in qualitative metdreds
able to check the observation notes for possible bias as well as checking tmeénfere
level of codes. Other graduate students familiar with critical ethnograq@timods were
also asked to peer debrief the interview stages of data collection by rédselingnscripts
in search of leading questions or comments. They also peer debriefed my prglamitha
pragmatic reconstructive analyses as well as interactive power arahabyses.

Third, member checks were utilized at the conclusion of the data collection stage
and throughout the analysis stages. Participants were asked to review thatmvser
notes and interview transcripts to check for accuracy. They were also iovitele a
response to the notes that | then used to introduce possible codes. During analysis, |
asked them to review my low level codes, various analysis documents, and high level
codes. They were encouraged to challenge my interpretations and add some of their own.
These were all taken into consideration as | progressed through the astalysss

Fourth, strip analysis and negative case analysis were utilized in theptegato
of themes. For strip analysis, | focused on individual participants’ responsescmgpl
excerpts from various observations, interviews, and documents side by side theee if
same themes appeared across all three data sources as well as acngsgdmeent
period. When | noticed discrepancies among the strips, | either did furthesrhoriz
analysis or | conducted negative case analysis. This type of analgsigilzad when

one incident conflicted with or was inconsistent with a code or theme.
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Fifth, | used consistency checks to determine whether participantsehalder. |
did these checks by comparing what participants said during classes theyhatadte in
the course assignments that | analyzed. | also compared what the keyamtfosaid
throughout the interview process to what they had said during classes and in their
assignments. When | saw inconsistencies, | confronted participants in aptattdratter
understand what was truly happening and whether | had misinterpreted thessiexs.

Finally, | conducted three interviews with all four key informants because |
wanted to build trust with them while establishing a comfortable relationshigbfindi
that each interview was longer despite the fact that the individual protocols had/roughl
the same number of questions. Therefore, | interpreted their increasadmwetis to
share with me as an increase in comfort and trust levels. It also seemeithtlezclv
interview, the key informants became more aware of their beliefs andcaymable of

expressing them.
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CHAPTER 4: LEADERSHIP DEVELOPMENT PROCESS

This chapter discusses the leadership development process as reflecggdu thro
the participants’ course assignments and class discussions. It also elploithe
cohort structure created a space and the conditions for the development ¢f critica
consciousness. The first section focuses on the participants’ development oftepdefini
of educational leadership through the culminating assignment they completielifor
Introduction to Leadership course. This represents one of the few assignments that
allowed them to reflect on what it means to be an educational leader andfdrea tea
leader. In this class, they were introduced to Foster’'s demands foil ediczaational
leadership, and thus, analyzing this assignment in particular allows us tigateetie
teachers’ developing beliefs about critical educational leadership. Wésoasea if and
how they apply the critical elements of Foster’'s conception of educatialairship to
teacher leadership. The second section of this chapter focuses on other course
assignments as well as class discussions and activities that weredrtteddeelop
within the teachers a critical consciousness about specific social. i$hegindings
from these assignments, discussions, and activities show us the struggles actd confl
that teachers experience as they become more critically awarthifthgection
investigates the cohort dynamics, especially emphasizing how thesaidymaight have
affected leadership development for participants. The data presented ictibis se
privileges the interview data and utilizes the observational data to checkabdityeof
each key informant’s perspective. The chapter as a whole provides a foundiatien f
detailed exploration of the key informants’ conceptions of teacher leadershigyas t

relate to position versus influence.
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DEVELOPING BELIEFS ABOUT LEADERSHIP

This section discusses the ways that some participants applied Foster’s demands
for critical educational leadership to their own developing philosophy of |dapethe
culminating project of the Introduction to Leadership course was to writéeathed
paper about their philosophy of leadership, with the possibility of focusing on how this
concept might have changed as a result of class readings and discussionshAltbsiug
of the participants approached the assignment as a solution paper, writing about how
leaders should solve school problems, a few discussed theoretical aspects siifgader
reflected in the course readings. Several teachers utilized Fostgiiswtge to express
their views of leadership. The papers of those teachers who chose to emplog Foster’
demands reflect recognition that these ideas are legitimate and thaateeptegrated
them into their conception of educational leadership and in some cases, of teacher
leadership. This section will first examine the articulated changeigfdabout
leadership of the only two participants who wrote about how the course had changed their
view of educational leadership. Next, the teachers’ definitions of leadershipewil
explored around two of Foster’s four demands: the demand to be ethical, and the demand
to be transformative. Although not all teachers chose to reference Salgerands in
their papers, we are able to see how those who did utilized his ideas.
Changing definitions of leadership: From legitimized authority to moral credibility

Alex and Pauline both wrote about a change in their reflection papers, a notion
that did not come up in the other papers as a point of emphasis. Alex began his paper by
comparing leadership to being a parent, a coach, and a politician. He explainesl that hi

conception of leadership was formed as he observed his mother, his sports coaches, and



79

the U.S. presidents enact leadership. These examples taught him that schalipader
was about completing tasks rather than about making ethical decisions. Fptegxam
Alex said:
| thought that being a leader meant making the decisionsslhataabout
morals; it was about deciding which teacher goes to what etassand
what money is needed for what program. Being an educational leader w
not that deep to me. Looking back now, | do not know how | could have
ever overlooked the multi-dimensional aspects of being a leader, as well as
the implications that come from leading in a negative fashion.
Upon reflection, Alex considered the positive influence his mother’s persisteshca ha
him, as well as the negative influence of his sports coaches and politicians. This
recognition that leadership, in itself, is not necessarily morally good letbhieconsider
his perception of educational leaders, especially the school principal. Focastdex
said:
| have also found a new meaning for what the educational |elagst |
had preconceived notions about what principals and assistant principals do
each day, but the level that they must connect themselves to tr&iisn
much more in-depth than most careers. Now when | look at a principal,
respect what they are trying to do. Before this class, | respdbe
principal because of their authority and the power that they had;l now
morally respect them for what all they have to think about ankema
decisions about because it is not easy.
Alex began to question the action-oriented perception he had of school leadersgrealizi
that leadership is about making consistent ethical decisions. However, he also
acknowledged that there is power and authority within positional leadership witHgut ful
connecting that the misuse of such power is the reason why being ethical ia such a
important component of leadership.

Like Alex, Pauline previously believed that leadership was based on a series of

actions made legitimate through formalized authority. For instance, she said
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| saw the person who occupied the office with the words, “principal”
the door as the person that led the school, interviewed and hired personnel
This leader was also in charge of all discipline involving teesgh
students, and all other staff that worked for him. The followere wed
what their goals were and had no voice.
This conception of the principal brings to light the activities that principals do, lout als
the power they have to discipline everyone in the school including teachers. largdditi
Pauline believed that the principal, as primary leader of the school, detéméne
direction that the school would take. For example, she said:
Leadership directly attached authority to the leaders over faltoaed
those followers under this leadership style worked toward achigkigg
leader’s goal and objectives without input.
Pauline summarized her own initial perspective of leadership by statindnéhidnosight
leadership was primarily positional and did not realize that it could also be idluent

shared, and multi-directional. For example, she said:

The assumption is that leadership is a function of organizationaigmosi
the leader is the person of superior rank in an organization.

Although Pauline saw the need for teacher leaders, she did not know how to become a
teacher leader in her school. She also doubted she had the authority and credibility amon
her colleagues to be a leader. However, once she realized that there was more t
leadership than action and positional authority, she began to flourish as a tezaier le
in her school. For instance, she said:

In the process of redefining leadership, | have had to unlearn the many

years of business/management training. | have had to rethink wiheuvl

and reexamine my attitudes and perspectives toward teaching. tb had

look within myself and be willing to be disturbed and take chances.

Pauline expressed the difficulty of changing her definition of leadershipeSbegmnized

that to be more effective she would have to challenge herself to think outside of her



81

business training and begin to think of leadership as something that is based more on
influence or credibility than on position or authority.
Ethical leadership: Tensions between authoritarian action and egalitarian opportunity
Four participants wrote about ethical leadership, one of Foster’s four demands, in
their papers. Foster states that ethical leaders question how power migid bg ase
individual to further his or her agenda. Instead of this use of authoritarian power, Foster
calls ethical leaders to activate the power within others in order to cdrestruc
community-based agenda directed at social change. Thus, ethical leadetstons
egalitarian opportunities, which activate the power within all members of libelsc
community, empowering them to identify problems within the school and community,
and formulate solutions. Through these structures, students, teachers, and pasds a
to work together for social change. Ethical leaders are ultimatelystedren serving
students’ needs, but also in working for social change alongside school community
members rather than defining or acting on this work in isolation. However, andlifsts o
leadership papers showed that those teachers who chose to write about etlacsifea
struggled to come to terms with the tension they experienced between whatitheydbe
about the authority of school leaders and Foster’'s demand for ethical lepdecs
example, several teachers indicated that being an ethical leader calteccam@ower all
members of the school community to identify and address needed social change. But at
the same time they located final decision-making authority within a few qaaitschool
leaders. This reflected their struggle to embrace Foster's demandital é&adership
while maintaining their established notions of who has or should have authority to create

change within schools.
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Megan defined ethical leadership in her paper, focusing on the differenceretwee
what the leader desires and what is best for the students. She believed thdeattecs
put student needs before personal agendas or egos. For instance, she said:
The goal of the leadership is not to attain what the leadersyians to
make the school a better learning environment for the studentsctimese
crucial component of Foster’s ethical leadership.
Megan believed that school leaders are primarily responsible to students anha/dldd
be irresponsible to ignore student needs. She also suggested that a leader withlan ethi
or moral purpose enables other stakeholders to become leaders. For exampig, she sa
The leader must enable teachers, parents, and the community &idiave
in the educational process and become leaders themselves. The leade
must have a moral purpose, question practices, allocate necessary
resources, and be present in the process of change.
But right after saying that leaders enable others, Megan listed the tasleader as if
these are things the leader does despite the desires of others. Therefoféciilidali
see how she thought a leader should enable leadership in others as it appears that she
placed the authority to determine the moral purpose or areas of needed socrlithang
the hands of the leader alone. This illustrates the tension between the actiMegtra
identified as embodied within authoritarian school leadership and the egalitarian
opportunities that she felt school leaders needed to create in order for othérStelac
tension might make it difficult for Megan to divorce the concepts of positional aythori
from teacher leadership, and to embrace the conception of teacher leadership as
influential and shared across all teachers in the school. The struggle et Megan
experiencing is especially important in light of the fact that she is nadministrator at

her school. In order for her to be able to create structures to support an influential

conception of teacher leadership that facilitates a communal effort to wodcfal s
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change within her school, she will need to let go of the need for authority and embrace a
more egalitarian perspective.

Alex constructed a similar view of ethical leadership. However, Alex’s
explanation was more nuanced in that he acknowledged that the leader has a
responsibility to reflect the community’s values and to build relationshipsigm
community members whereas Megan assumed that morality was universallstlex
incorporated the idea that ethical leadership is connected to social chkag@ant to
Foster's demand for ethical leaders. For instance, Alex said:

Being a principal is about making the tough moral decisiors;aibout

building relationships with the community, parents, teachers, stydemts

everyone else who has a vested interest in education. Being a prisicipa

about nurturing the leadership that you can create in your stesffalbout

bringing social change in order to meet the community’s vision of wha

graduate from their school will look like.

Alex described how a leader might enable leadership in stakeholders by suptiesti

leaders appreciate the leadership capabilities of others and that lgadsralwhole

ought to be more communal and contextual. He mentioned the need to nurture leadership,
which implies creating spaces and opportunities for communal leadership. On the other
hand, Alex indicated that when conflicts arise, it is the leader, through positional

authority, who must make the final judgment about what it right. For exampledhe sai

It is the leader’s job to know when something is not right, even iesom

has not communicated that vocally. It is the leader’s duty toitieatand

to name the problem that exists. It is only then that a resoludi that

problem can start to be formed.

Thus, Alex placed greater authority in the hands of the person or people who have

leadership positions. Despite Alex recognizing that the morality involved icakthi

leadership needed to be derived from the community context, he still expressedm tens
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concerning the leader’s ultimate authority to identify social issuesi&eat to be
addressed, and find ways to tackle these problems without the input of other school
community members. Both Megan and Alex believed the positional school leader is the
one who names the problem, not that this leader invites others to participate in naming
the problem and working toward a solution.
Liz’s view of ethical leadership was also based on position, but it balanced
positional authority with influence created through egalitarian opportunity. Legal|
she discussed the responsibility that ethical leaders have to meet their stliderss
needs. But Liz introduced the idea that ethical leaders also have a duty to inspire thei
colleagues, and through this inspiration to influence their work. For examplejcghe sa
To lead with a moral purpose means to act with the intention of making
positive difference in the lives of those around you. In an educational
setting such as a school, the driving force behind this idea would
ultimately be to positively impact the lives of the students. ¢éi@n, as a
principal, your job is not only to positively impact students’ lives,dis
the lives of your teachers and staff. Teaching is an extyeraelarding
experience, and this is heightened when you are reminded of anddnspire
by the moral purposes behind your day-to-day work.
Liz associated ethical leadership with reminding colleagues that theytanately
responsible to students and that meeting the need of all groups of students ought to be
their primary purpose as teachers. This construction also places authorityamttseof
one positional leader, but calls that leader to serve members of the school conasmiunity
well. Her construction of ethical leadership calls the leader to serve both stadiénts
colleagues.

Conversely, Audrey discussed ethical leadership from a more collaborative

perspective, but also focused on the role of leaders to influence their colleagues. She
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utilized an example from media to explain how leaders experience ethozidieg
themselves. For instance, Audrey said:

Oprah Winfrey often talks about having an ‘Aha!” moment. She talks

about how when that light bulb goes off in your head, and you say, ‘Ahal’

or ‘I never thought of that!’ you feel alive. The ‘Aha!’ lets you kno

you’re still growing, still breathing. | think what is tBagoing on there is

the raising of one’s moral consciousness, which is a hallmarkhafaé

leadership.

To understand how this experience translates to the leader’s colleagues, shretgoes
explain that ethical leaders arrange opportunities for followers to makealedkcisions
and lead by example. For instance, Audrey said:

Ethical leadership is about bringing individuals and whole commundies

their “Ahal” moment together. In that way, they become alive and growing

again.
Thus, Audrey advocated for a construction of ethical leadership that is communal,
something accomplished in unity rather than individually. Through collaboration,
colleagues determine together what social change is needed and how theyvallkca
toward this change through shared ethical leadership.

Analysis shows that ethical responsibilities are acknowledged as part of
leadership, but views on the derivation of ethics through which one leads differ. For
example, Megan, Alex, and Liz identified ethical leadership as originatitige
individual beliefs of leaders assumed to be correct based on the authority embodied in
their position. However, Audrey expressed a more collaborative view of ethétea
expressed how leaders should arrange opportunities for their colleagues to atalyor
develop their moral purpose and social change agenda. It appears that the tension

between authoritarian action and egalitarian opportunity shows up most when school

leaders must make tough or controversial decisions. For instance, Alex advocated f
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collaborative structures to address community needs, but then allocated thagesultim
power to make decisions on behalf of the community to the principal. Finally, thentensi
also appears as leaders attempt to negotiate the contrast betweansiadents’ needs
and supporting teachers to do their work, a tension apparent in Liz’s call fot ethica
leaders to support students and teachers.

Transformative leadership as multidirectional and shared

Foster's demand for transformative leaders also surfaced in two t&acher
leadership papers in similar ways. According to Foster, transformagigterlework to
build positive relationships among all members of the school community, engaging and
empowering each member in the work of the school. Thus, these leaders transform the
school environment, creating collaborative, trusting, and supportive structures for
individuals to work toward change. Transformative leadership leaves no room for
guestions of positional authority, which is one reason why it may have been discussed
less often than ethical leadership. However, Megan, who exhibited the tension between
authoritarian and democratic leadership also talked about transformativesigadeher
paper. Of course, it is possible that although she felt conflicted, she was attgtopti
write a paper that her professor would appreciate. Nonetheless, she did discuss
transformative leadership in the spirit of Foster’'s demand in her paper.

Pauline and Megan discussed the relational nature of being transforraative,
began to show an understanding of Foster’s definition that transformative leadays cha
the power distribution within schools. Although Pauline did not directly talk about
redistributing power, she recognized that to empower others means sharingyalkbori

example, she said:
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Transformational leadership requires that leaders engage wibhvéos
and that leaders and followers become interchangeable. To achieve my
goal of becoming a transformational leader, | will need to becom
reflective and critical of interactions and strategies whealirtge with
colleagues.
Unlike the discussion of ethical leadership above, Pauline sensed that empoweriag ot
means more than just telling them what is ethically right. She knew thatdeaoigd
have to share leadership, allowing others to lead, especially to accompliii¢akegoal
of doing what is in the best interest of students. Pauline named the exchange of
leadership, “multidirectional,” describing it as an opportunity for leadersaiogdvers to
work together to achieve a common moral purpose. To explain this idea, she said:
There is not one person who is the leader but that leadership is
multidirectional. Leadership is not always about (being) right g,
but about working toward a common goal or purpose that is morally right
and takes into consideration the will of the majority.
Although Pauline did not specifically say what the moral goal is, she acknowlédged t
the goal is not created by one leader, but by the group, which comes to common
consensus and where everyone has input. This point relates to ethical leadersllip as w
since it calls school leaders to create a context-based moral purpose. To stcompl
multidirectional leadership, Pauline believed that leadership must be malatiot
positional. For instance, she said:
Talking about leadership in this context is to follow a transfoomati
style of leadership. Leadership is not being a function of position but
rather where leadership is shared and transferred betweesrs|eaud
followers.
Thus, Pauline implied that transformational leadership is that which resultsén m

significant social change because the best interest of the group is consienecra

stakeholders have a voice. Pauline’s ideas take the discussion of ethicahlpaalarge
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a step further by calling for shared leadership across all members ofitiod sc
community in the effort to develop a moral purpose and work toward social change.

Megan also discussed the idea of leadership being multidirectional. Despite her
belief that leaders hold positional authority to determine moral purposes, she
acknowledged that leaders must sometimes follow and followers must be alolead.t
For example, Megan said:

Teachers and administrators must work together as leaders and

followers—anyone can be a leader and anyone can be a followee Thes

roles are constantly changing depending on a person’s involvement in the

process.
It is unclear whether Megan believed that positional leaders ultimatelytinaaeithority
to offer, or not, leadership opportunities to followers. Based on what she said about
ethical leadership, however, we can assume that positional leaders suchipalpstit
hold more power than teachers from her perspective. The emergence of thisialisti
between positional leadership and influential leadership are discussed inmndi@ihext
chapter.

The above conceptions of leadership as reflected in the leadership papers for the
Introduction to Leadership course represent the most commonly discussed esféoenc
educational leadership theory. Although teachers read a variety oftextsealucational
leadership, Foster’s four demands formed a foundation for the course with nieest of t
readings and activities relating to them in some way. Therefore, it isimpoistng that
the participants most often utilized Foster’'s perspective in their papers. tioadalithe
inclusion of Foster’'s demands for ethical and transformative leaders, edeets also

made references to the demands for educative and critical leaders. H@sv®athese

demands were only mentioned in one or two papers, they did not seem to be widely
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understood or viewed as important to the participants. In addition, the perspectieées shar
above represented more than just a regurgitation of school leadership theory. For
example, some teachers mentioned Foster and/or other authors in their lpgubgrsts
as if they wanted to prove that they had done the required reading for the course. They
did not attempt to apply the theories, but rather relied on quotations or paraphrases of
what these authors stated in their texts. The analysis above represengsripelattfive
of the participants to demonstrate understanding and apply this understanding to real or
possible situations. This is why they have been included while other refehaveeseen
omitted.

DEVELOPING CRITICAL CONSCIOUSNESS THROUGH COURSES

Reflecting the goal of the Educational Leadership and Policy Studiesrdepar
to prepare leaders who leave the program with a desire to work for social change,
participants took a number of courses designed to lead them toward developiingla cri
consciousness. This section explores how level 1 and 2 participants’ development of
critical consciousness is reflected through their class discussioredl @s \Wwow the level
2 key informants were able to talk about these issues in more detail during in-depth
interviews. The analysis shows that it was easier for them to identifysaial issues
when they could access them within their own school context. However, when removed
from their school context, they struggled to speak confidently about these isbieg, re
on their class readings to provide expert support for their assertions. Theypabssed
a sense of helplessness when considering how they might individually changeuse st
quo surrounding educational reform or the greater problems of societal ineguity a

injustice.
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Translating developing critical consciousness to school situations

The patrticipants were given many opportunities to develop critical conse&sis
in their courses and this translated in some instances to an ability to apply this
consciousness to issues relevant to their individual school contexts. Professors used not
only course readings and assignments, but in-class cooperative learnaugspeagd
multi-media to challenge the teachers to think differently than they had before, and t
develop a critical awareness of social issues. Thus, as described below, soene of
began to question the implications of school programs and policies for students they
served. Others began to think more critically about their perceptions of their stadent
their expectations of parents. This process of coming to critical consciouskess as
teachers to become disturbed, to question, and to reflect on social issues surrounding their
work that they realized were unjust. Each of them describes how they moved from this
new awareness to action within their schools.

Allison, Pauline, and Audrey all talked about how course content had set in
motion new ways of thinking about typical educational issues such as parental
involvement, student expectations, and school initiatives. Allison discussed exipgrienc
a raised awareness of social issues including educators’ expectationsno$ par
especially when it comes to meetings. She explained that she had not thought of the issue
of finding common ground until it was discussed in one of her classes where the
professor challenged the teachers to rethink what they thought was a reasonabl
expectation that parents come to the school for meetings. For example, Alltkon sai

| had never thought about things in that way before. Thinking about the

social issues that [the professor] brought up, | don’t think | even

understood that those were issues until he brought them up. | never
thought about that. Little things like, one thing that has alwaysk stith
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me from that class is why we always ask parents to comthdo

school...They are not comfortable here. Why don’t we go to tham?

started to use that a lot now that I've thought about that. | go toaheut

places. | never ever thought about that until that class. | thinkidte

brought up a lot of new issues that | was totally not aware of.
Once Allison had begun to question some of her assumptions about what was a
reasonable expectation of parents, she was led to think more critically about her
expectations of students in relation to their family background and parentstagiqrex
She started to realize that she had different values than some of the fatilietiom
she worked. For instance, she said:

Am | wrong then for wanting more for that student? Is it mg@le say

that a job at McDonalds or at a factory or as a janitor asg®od job? So,

| do feel that the motivation often comes from the parents. Now, how does

that tie in with teacher-parent relations? Should we be astadents’

homes having these conversations with the parents? | guessdlli'stusk

on the discussion from the earlier weeks of this course. How do we

‘involve’ parents? Or is that the wrong question in the firstgaShould

it be, how do WE get involved with parents?

Allison realized that being able to ask the questions was only the first steipinéirg

her expectations for her students. She still struggled to find the answers tanyer m
guestions. But undoubtedly, she had begun the process of thinking more critically about
the social issues affecting teacher and parent relationships. She feibgédlby course
discussion and readings to think differently.

Allison was perhaps the participant who was able to critique a program at her
school most acutely through the raising of her critical consciousness. Assshibatk
above, she felt she began to question general educational issues more through her
courses. However, by the time she had finished her courses, she was able to render a

serious critique of the program for “at-risk” students in which she was a te&oher

example, Allison said:
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| was a teacher in [a program for at-risk students]. | haot afl those
kids—I hated that more than anything--[Teachers] called thtbose’

kids. Here they are and then here are ‘these’ kids. They wergrqugied

[as] these low socioeconomic kids. Poor them, they are not going to do
very well. Well, if we all had that expectation for them, dreytgoing to

do well?

Allison sensed that labeling the students in the program was problematic agacleers
to have preconceived notions about their academic abilities and behavior. She had
experienced situations where her colleagues had actually made their &sssivgry
clear, a phenomenon that disturbed her. For instance, she said:

It seemed like any teacher who heard that a student wihe iprogram,

they were like ‘ohhhh,’ the reaction that they had. One teacher ®lthyn
second year that he had five of my [at-risk] kids in his second pelassd,

like this is a horrible thing. It was crazy their idea of eéhé&sls. They
didn’t want them. | had one teacher who thanked me every day for doing
the program so that he didn’'t have to have them. He was a raattetelt

was difficult to deal with every day.

One of the palpable problems Allison identified with the program was that the students
were not just isolated in certain classes but that their classrooms eealyg olarked so

that other students and teachers in the school could easily identify that theg tirere i
program. Allison wanted this sign removed, but noted that other teachers who taught in
the program felt the sign showed unity and helped the students feel more confident. For

example, Allison said:

| hated (the sign that said the name of the program). | actualtyed that

taken. It's outside on the wall. There is like a huge label. Here they are and
this is their class and this is where they stay the majofitile day. That

was demeaning for them. The other teacher was very adamarnheka
needed to be proud of that. There was no reason for them to be ashamed of
why they were in there. I'm thinking, but why are they in thefdere

was really no rhyme or reason. It was pretty much they failedNWEA

(test).
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Allison felt that the sign just led to further labeling by teachers and othenstu@e
feared that the students would feel bad about themselves and noted that they weere awar
of being treated differently than students who were not in the program.

Allison’s critical consciousness about the negatives of this program wastalm
entirely driven by her concern for the students. She wanted them to succeed and to feel
valued in the school. Yet, she noticed that often they experienced unfair treatment
only in individual teacher’s classes but also on a larger scale by adnamssaaross the
school. Allison noted that the students already had a lot to deal with at home and did not
think it fair that they had to then come to school to be harassed by those with power. For
instance, she said:

A lot of the students did have a lot of home issues and we weliagleal

with a lot of drug testing. A student would come in and they woeld b

really tired from the night before. Maybe they had been up giitwith

fighting, you never know. They would go to their first period classchwvhi

was not one [in our program]; when they came"ftp2riod the kid would

be really upset because they had been told that they had to bestedy

It's because they looked very groggy and they were tired. Itjughghat

everybody had these labels on these students. Automatically thejhthou

they were drug users. We need to go through drug testing and rere is

student who is struggling anyway and they are taken out of dasas

crazy what all these kids had to deal with. They would comé&®tpe2iod

and we would spend 20 minutes of class talking about why it is thtt th

happened to them and how we can deal with it and why it's not their fault.

She recognized that part of her role was to support the students, and often spent
instructional time counseling them or giving them opportunities to discuss thengjes!
they faced within the school. Perhaps the worst part of the program that Allison noted
was that despite being set up to help students feel hopeful about their abilityeteeaithi

had the opposite effect. For example, she said:

Really | think the biggest thing in the program that botheredvae the
way it made the students feel about themselves...it made thekineef
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down about themselves. Then how do we deal with that being a teacher in

the program and trying to support the program...My role in that wasg to t

to explain to them they should be proud of themselves. They are there

doing the right things, that being in a program doesn’t necessaein

that they are stupid. That is how they felt about themselves. fEhidike

they were in a special education program...l often talkedhémtabout

how to overcome almost bullying from other students.

Allison struggled between her role as a teacher in the program who was meant to support
its goals, and the clearly negative affects that she saw her studentsreipgras a

result of being in the program. She wanted to help them, but also wanted to advocate for
them.

Allison’s desire to advocate for her students led her to do her culminating
master’s project about the program. Teachers were meant to conduct an aetochre
project, and Allison chose to study this program for “at-risk” students. Fonagstahe
said:

That is part of my action research and by biggest question wasdwha

they mean by at-risk...the first thing | asked my administsataas: what

do you mean this is a program for at-risk students? What doesd¢hat?m

Does that mean they are at risk of failing? Are theysi of dropping

out? Are they at risk because they have bad home lives? Whaisik?alt

never got completely answered.

Allison had noted that the label, “at-risk” could mean a number of things, but that the
students in the program had been chosen based only on the fact that they had failed the
NWEA test. She saw that this was a contradiction. In addition, she recognizttetkat
were a lot of students who were excluded from the program who might have benefited
and wanted to challenge this notion as well. For example, Allison said:

No special ed students were included so it was completely regdlar

What they tried to do was weed out the discipline problems befoye the

put them into the program so any student who had an extensive discipline

record would not go into the program. My thought with that was students
who are at risk of failing or dropping out are usually the studehts
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have the discipline issues. Maybe we shouldn’'t be weeding them out.
Maybe we should be including them in this and giving them the
opportunity to succeed. | felt like they had a lot of students iprihgram
who didn't need to be in the program. A lot of students who weren’t
included needed to be. That to me was not right and their selecti@sproc
was not right. What was even more interesting to me...(was) thar ne
included the teacher in the selection process.
Allison asked the critical questions about how students were selected. Througtidmer a
research, she brought this issue to the minds of her colleagues, including adtorsist
her school. She challenged them to think critically about the program and thairadef
of “at-risk” as well as how they were stereotyping students in the pro§iaaily, she
recognized the effect the program was having on her students and worked to support
them. This is an excellent example of one participant who developed critical
consciousness through courses, but then acted on that consciousness in her school.
Like Allison, Audrey discussed how professors had affected the way she thought
about her practice. Her school had been using the work of Ruby Payne in an attempt to
understand the characteristics and values of their student demographic. However, a
significant amount of time spent critiquing Payne’s work in one class had cauded he
guestion how the school was using the texts. These class discussions caused Audrey to
feel so discomforted that she took her queries back to the faculty at her school and
challenged them to rethink how they were using this work. For instance, she said:
There was some criticism of Ruby Payne that we read prdiessor’s]
class. We took those to a faculty meeting because we had liRebya
Payne school and we did a real text rendering of those criticisms.
Audrey was able to take what she learned through courses a step further by moving he

colleagues to begin thinking critically as well. In addition to starting titiead

discussion of Ruby Payne, she also began a reading group to study criticaloace the
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This was a topic only mentioned in class, but she was so interested by it that stk want
to study it further. For example, she said:

We are having critical race discussions...l am doing the rgadiat there

is a critical race discussion group that is going to stamtimg The

critical friends group that I'm in has been reading about whitelpgei

That has been really cool.

Rather than stopping with a personal study, Audrey took her interests to her @sdleagu
starting a study group at her school. This shows how what teachers learnéd in the
courses impacted their school communities. Whole groups of teachers outside the cohort
were challenged to think more critically about social issues becausacthertgwithin

the cohort shared their new knowledge as teacher leaders in their schools.

The courses served as a starting point for coming to critical consciousness f
Pauline as well. After watching a video in class about an illiterateakfrAmerican
grandmother who cared for her many grandchildren despite living in extreme poverty,
Pauline began to think about the parents of children at her school. She noted that the
grandmother in the film valued education a lot more than some teachers might assume
and began to see parallels between the film and situations at her school. Foegxampl
Pauline said:

You start to realize that this grandmother brought a lot to lHssroom.

Having her children and her values added to the school. She had to really

value education. The odds were really stacked against her, even her

children, and she still pushed all these grandchildren. That is
amazing...There are a lot of parents like that in our building. Yionkt

you hear the whispers and the gossips (from teachers) and | ftenk a

reading and watching that movie and talking about Ruby (Payndhand

being involved in, being a person in a lunch room and hearing the

conversations, all of the sudden—I've heard them before—but now I'm
really hearing them.
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Pauline began to feel more uncomfortable about conversations she heard her colleagues
having about parents she identified as being similar to the grandmother in the video. She
explained that she had not really paid attention to these conversations in the padt, but tha
after becoming more critically conscious, she could no longer ignore themmElukey
her feel upset and disturbed. For instance, she said:

You hear them but you kind of tuned them out. Now | was really hearing

what the teachers were saying. They were really discoutitengtudents

because of family. | had to stay away from the lunch room fahiée

because it was very disturbing to me. | would hear my principal sag

things: ‘Did you see how she looked?’ Are we really having thesis of

conversations? | think it opened my eyes to how schools treat panents a

devalue what parents bring to the building. That's a long way to ge

around to it.
Pauline felt disappointed that her colleagues, the principal among them, made
disparaging remarks about parents. She did not believe that they were beingdedr
the families and wanted to do something about it. But before she could respond or act on
the situation, she had to remove herself from it so she could think about how to address it.
She eventually was able to join these conversations, bringing new perspectivéa@bout t
families being discussed. She shared some personal details about the faithilleer
colleagues so that they would know that they were making hasty judgments.

Each of the three teachers whose stories are shared above related tlesse stori
the context of course discussions as well as the in-depth interviews. They Wegetovi
bring these issues not only to their school communities, but also to their fellow cohort
teachers. This shows a willingness to take responsibility for affecting sbange not

only within their schools but also across the district. They sought to chatlehge

teachers who may not have been willing to embrace the sense of disturbance and
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reflection that they were experiencing. Thus, they were meetingriSas¢enands for
school leaders to become critical as well as educative.
Developing critical consciousness of educational policies

Developing critical consciousness concerning school-level issues viiappdne
least difficult for the participants because these were issues tleglydaery day and that
directly affected their work. At least they were able to feel that bexpdisturbed about
things happening in their school was not a waste of their energy. They could do
something to address injustices happening to their students. Conversely, it was more
challenging for them to develop critical consciousness about policies and br@dd soc
issues. Or rather, they could easily talk about these issues, but felt muchdesseessd
to do anything about them. Thus, they struggled to determine how they could make a
difference, and often relied on experts whose work they had read in class to support thei
arguments. For example, when commenting on high-stakes testing, Liz said:

Reforms designed to raise test scores are ignoring the odevalopment

of the child; especially at the elementary level, it can fygalling the

amount of testing and expectations that are being placed on stutients

add this level of anxiety to children’s lives seems so unnecesHaisyis

elevated even more when we talk about structures in schoolscbees

by Kozol. All of the high-stakes testing seems to be the omposivhat

these students are needing.
Liz recognized that the emphasis on testing put too much pressure on the students.
However, she did not suggest any possible solutions, indicating that she did not feel
empowered to do anything about this situation as the tests have been mandated through

state and federal policies. To support her point, she referred to education reformer,

Jonathan Kozol (2005), whose work the participants read for a course.
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Pauline was also uncomfortable with high-stakes testing, pointing out that test
results are only a snapshot of students and do not reflect their ability. Howlex&iz )i
she felt the need to reference the institutional authority of the state and uieivéosit
lend power to her argument. For instance, Pauline said:

Think back to your school pictures. They were not your best. No one
would say that my school pictures would be something that | would think
of as the best pictures I've ever had. (Like school pictures), tlesse
results are one day. We build them up. The kids can’t help but bsestres
You have to wonder when states and major universities are not3Aing
and ACT scores to get students that has to say something. Thegwkm’t
see (test scores) as a valid picture of a student.

Pauline made a compelling point that tests only reflect one day in a studeraisdithat
they cause undue stress for students. In addition, she pointed out that tests are not
considered valid by institutions, a fact that Pauline could point out is ironic since one of
these institutions, the state, is responsible for the testing policies. On the otther ha
Pauline was able to utilize controversial educational policy to advocate fuyechsher

own school. She pointed out that the No Child Left Behind Act may have some positive
effects in that it is holding schools and teachers accountable for meetingdseohall
students. For example, Pauline said:

It can’t just be an inclusion school because at this point that makes
administrators happy and teachers feel warm fuzzy, thaewedeting all

(the kids’) needs. | think we have to dig down deeper and if we're going to
teach these kids we’re going to have to get very uncomfortabtetinat

way we’re doing things now and be willing to remake instructionstog
blaming parents and other colleagues and other schools and the state.
None of those things are going to change. | think we have to turn (No
Child Left Behind) around and make it a positive. It's like okay, NddChi
Left Behind: there have got to be some good things we can pull out of this.
If No Child Left Behind pulls out the demand to look at students and meet
their needs, then I'm all for No Child Left Behind.
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As a special education teacher, it was not surprising that Pauline felt gtatiogit

meeting students’ individual needs. When considering her special needs studemts, Pauli
utilized the authority of a policy to challenge her colleagues’ teachawipe despite her
obvious discomfort with the use of high-stakes testing as part of the policy.

Audrey and Megan both expressed concern over school funding policies. Again,
Audrey referred to Kozol as support for her statement about needed reforms to the school
funding formula. Through her reading of Kozol, she had begun to think more critically
about how schools are funded and how funding affects the quality of education a school
may offer. For instance, she said:

Funding is SO key to this discussion. Often, I've wondered at the idea of

‘throwing money’ at a broken school in an urban district...but whend rea

Kozol's point about the parent who spent $30,000 on his kid's private

school education...it solidified my belief that the funding formula MUST

be changed. I really think it's immoral.

Audrey used Kozol’'s example to explain her change in perspective and to support the
changes she sought. Megan also referred to an authority as she argued fortohtheges
funding formula. However, she made a less obvious reference to course readingavhen sh
referenced the “cycle of social reproduction.” In one course, the particiigaickss book

that used the Bowles and Gintis (1976) social reproduction theory as a theoretical
framework. Thus, Megan employed an expert source as well. For exampladshe sa

This has to start with changes outside the school and with funding. The

schools cannot choose where people live, but they can improve (with

money) and entice people to move into the district. But even with school
improvement, some kids are at such a disadvantage when theystait sc

it may be impossible to catch them up and get them out of thisiborrif

cycle of social reproduction.

Megan suggested a number of reforms, all related to school funding. She pointed out that

the problems are multiple and that funding is only a start. Interestingly, Maged tthe
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theory of social reproduction on its head with her comment since the theory actually
argues that schools are reproducing the existing social structure. Howegan Msed
the theory as a way to say that schools have a positive effect on where kids end up,
showing an optimism about the potential of education that Bowles and Gintis did not
share.

In all of the above examples, participants utilized an expert to support their ideas
concerning state and federal policies. Although they could reflect dgitarainjustices
they recognized with policies as well as the school system, they weoapedde of
suggesting solutions or acting on their reflections. This could reflect tinsie sieat they
lack the power or agency to affect change at the policy level. These findings are not
surprising as they reflect the reality that teachers feel theharectipients of policy
rather than the shapers of policy at the school, state, and federal levels. Hduerver
coursework began the process of providing them the agency they needed to work for
social change at the school and district level and had the potential to motivate the
become socially active on a larger scale as well. The more they fettdbklground
and support their ideas in the work of social and educational reformers, the more
empowered they felt to identify problems and suggest solutions.

Developing critical consciousness in reference to broad social change

As participants began to develop a critical consciousness about broad social
issues, they again often relied on expert authorities to ground their claindglitiorg
they became less confident in their ability to make a difference in thesbdrezs of
societal injustice. In addition, they express a need to justify thegueg| which might

align with things like evidence-based practices where there is a sehae theed to be



102

able to justify decisions based on something that is trustworthy such ashesear
scholarship. This sense is reflected in the ways the teachers utilizeaéstairces to
validate their beliefs, prioritize their values, and interpret their preyiausjuestioned
views.

Audrey used de Carvalho (2000) to justify her belief that social reproduction may
be linked to segregation or other inequities that exist in society. Like Megan, Aaetlrey f
the school did not reproduce the social structure as the theory suggests, bthaather
schools have the power to disrupt these inequities. Audrey utilized the theory to validate
her conviction that families had more effect on how children approach school and
whether they are successful than schools or teachers. For example, she said:

Let's go back to de Carvalho and social reproduction theory...something

that disturbs me about education is that there are families who ss@m

to understand the value of it. Some are not able to transfer thagito t

children because unfortunately they didn’t get a good education. | think de

Carvalho is talking about that. If you can play school with us apduf

like it like | do then you will do fine. If you can’t play school anduy

don't like it, sorry.
Although Audrey appeared to misunderstand the theory of social reproduction, placing
more responsibility on families who do not “understand the value” of education than on
schools, she did recognize that the school has a role in excluding some children who are
from specific backgrounds. She noted that school is like a game and that if parents do not
know the rules, they will not be able to instruct their children in how to play this game.
She began to understand the idea that school is based on middle-class values, but stopped
short of believing that the school or teachers should change what they value i order t

reach more students. After conducting a member check with Audrey, it becanéhak

she felt torn between a sense of responsibility for not meeting the needsiof geups
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of students and her belief that she had done all she could to reach all of her students. She
wanted all students to be successful in school, but she did not want to admit that her own
privilege is part of the reason that some students are not being served in schools.
Acceptance of this realization meant that she must change her values teathieg

practice, which she was not yet ready to do.

Despite her misunderstanding of the theory of social reproduction, Audrey was
able to link inequity to race and to how much families value education. However, she
continued to utilize the theory to justify her belief that schools do not participate in
reproducing existing social inequities. For instance, she said:

They see very little value in schooling now and in the future. thsseas

connected to students of color whose families have been slighteditwhen

comes to an equal education, who have internalized a negative ag#-im

| think a lot of my kids who are from poor, white families hawsabver

generations, internalized these same feelings. It is a territle toybreak.

Like Megan, Audrey referred to a “cycle” that somebody needs to “breakhbudid not
specify who should be breaking the cycle. Audrey did not believe that there was much
that teachers or schools could do to stop the “negative self-image” she believedstudent
of color and poor students might have developed as a result of inequity. For example,
when sharing a story about a mother who came to school and physically expressed
frustration with the institution, Audrey said:

All the positive signage and smiles in our building do nothing to compare

to the negative (even physically hateful) feelings the mom haalrtbfthe

school], which surely have been shared with her daughter for years. What

is a school to do with parents like that? Discount them or invita the |

am not sure two years worth of family nights with free chiliuWd do

anything to change a lifetime of failed education, and negative
internalization.
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Audrey expressed a sense of frustration, feeling that there was littewldedo to

change the mother’s attitude toward education or the institution of the school. However,
she almost blamed the parent for passing her negative feelings on to her daggimer
referring to the family as having more responsibility for social repraztuthan the

school system.

The teachers also used external sources to prioritize their values. UntkeyA
Stephanie responded emotionally to the fact that some parents have experienced such
inequity during their education that they have become disenfranchised with thegbote
of education. She valued the experiences of families, recognizing théaneé that
Megan and Audrey referred to but placing less blame on parents. For instance, 8tephani
said:

They have what | would refer to as the ripple effect. Padgmishat their

parents did and it goes on that way. The message | believe they have

internalized is that no matter what they do, they do not matterheyd t

cannot succeed. This, as a teacher, makes me upset. How do you

overcome what these students have internalized? How do you get past

what their parents and grandparents have done? There must be a way to

move past it but it seems like the message is at times too much to handle.
Stephanie still alluded to a belief that families have some role in passihgiondgative
experiences to their children despite sensing that parents or grandpee ¢umssifeed in
feeling the way they do about education. She also felt a sense of helpledsere#s w
came to teachers’ power to fix these problems.

Alex identified the passing of responsibility for inequity as somethingghat
common among educators. He felt that although it might seem silly to beli¢ve tha

teachers would treat their students differently based on ethnicity, race,,gerstasial

class, that discrimination does occur. Alex valued equity and utilized coursegsadin
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discussions, and media to prove that discrimination exists within the education.syste
For instance, Alex said:

There have been many experiences shared in this class aboutyireagi

how some teachers are biased and discriminating to students ofacolor,

students of a different culture. To think that this happens today seems

ridiculous, but the equity traps are there and frequently being used; M

teachers and leaders see the challenge of educating all stuatent

someone else’s problem, each person blaming someone else, and nothing
is being done to address the problem.
Alex indicated that it may be easier for educators to blame others thde to ta
responsibility and change what they are doing on a daily basis. Although Aleck foal
educators to take more responsibility, it is perhaps an indication of teacheesbfens
disempowerment that led some patrticipants to feel they could not have an affsttem |
of inequity.

Finally, teachers used expert sources to interpret some of their previously
unquestioned views. For instance, after watching a video about segregation in a class
some of the teachers were astonished that segregation still exists. ddrgylthd not
guestioned whether schools are now desegregated. Alex responded emotionally,
expressing feelings of sadness and surprise that segregation is stillearpiobdday’s
society. He also shared a sense of frustration because despite the hard wanrk oifvih
rights workers, the status quo has really not changed all that much since the days of
Brown v. Board of Educatiorror example, Alex said:

| started writing out some of the feelings | was left vatter watching the

video. My initial feeling was sadness. Watching all of theonysand the

effort that it took to start the process of equality, and then to see how today

things are no better. It seems as though we are sitting backusind

watching this take place. Looking at the facts, statistics, and hard data only
provides concrete evidence to the already visible problem of re-

segregation and inequality that is present today in our public schibals.
second feeling | was left with was wonder. How can this be hapgeihing
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don’t understand why something can’'t be done to start reactingde the
problems.

Alex expressed his disappointment that nothing is being done to end segregation and
racial inequality, but he did not offer suggestions for how teachers might make a
difference. Rather, he was not sure what should be done.

Like Alex, Phil had never questioned whether segregation still exists, preferring
to assume that the problem had been solved. In response to a question Phil posed in class
discussion, Liz said she felt that in general people are not aware thagiadiegres still a
problem, and fail to question the accepted view that schools are desegregated or tha
desegregation is still an important goal for schools. For instance, Liz said:

| would like to respond to an idea that Phil brought up earlier...he asked

the question if people in society are aware that this segoagatgoing on

in our schools TODAY...my guess is that most people would say that

segregation ended many years ago...ciBngwn v. Board of Education

etc. Even as a teacher, | have been shocked over some of theastdries

statistics in Kozol's book. | think society in general would like Hmk

that we have come much farther than what Kozol is showing anajgtelli

us.

Liz referred to Kozol's text, saying that what she read surprised her. &hed¢o
believe that as a teacher, she ought to be more aware of issues of inequity in schools

On the other hand, Megan pointed out that if people aren’t aware of segregation
being an issue in society, then they likely will not know that it is still a problem
schools. She linked racial segregation to the more general problem of s@dal cla
segregation. For example, Megan said:

| think race segregation has to fall under the umbrella of S§®gagion.

Take into consideration low income housing. It tends to be in arehs wit

poor performing schools and in poor communities that are most often

homogeneous. There are not many cities that help residents ofdome

housing find housing outside their already low SES neighborhoods.
Although | think that race falls under this umbrella, | don’t think \&a c
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completely ignore race as a factor in this issue. Kozol's book does

include very many white kids in these schools and communities. Most of

the underserved children he speaks of are minorities.

Megan recognized based on what she had read in the Kozol text that being poor and
being a minority are linked to having less access to quality schools. She andLiz bot
referred to Kozol as an authority as they attempted to interpret their prgviousl
unquestioned views about segregation, but neither teacher suggested how they might be
responsible for creating change within the system.

Megan expressed her feelings of frustration concerning how much she, as a
teacher can do to affect social change. Until reading Kozol's book, she had not
guestioned the fact that the students who are victims of inequity cannot “advocate for
themselves.” For example, she said:

As Kozol points out, even at the secondary level students that waiketo t

more advanced classes like AP are forced to take home economies, mor

vocational classes, in their secondary education. This studentyivesttr

take responsibility for her education, but she was not successfide The

students are already at such a disadvantage; if they are th@enpie

advocating for themselves will it put them in an impossible situation?

Although Megan implied that teachers ought to be advocating for their students, she did
not go so far as to say how they should do this. Instead, she simply pointed out that
students are not empowered enough to create a more equitable school. In addition, Megan
did not question her belief that school reform alone cannot solve societal ineghiges. S
utilized Kozol and de Carvalho to support this view. For example, she said:

l, too, agree with Kozol's view of reform. There is absolutely ng that

schools can level all social and racial inequities. Most sclareldased

on middle class values as de Carvahlo points out, so students that are not

middle class are at a disadvantage from day one. Reforming schools

without reforming society cannot make a lasting impact on theots as

Kozol indicated when he referred to (the) temporary rise irsteses due
to reform. School reform is such a delicate topic. It seems maitenk
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that what works in one school with one group of kids will work in another

school with different kids if that was the case, all schools wbelderfect

by now.

Here, Megan showed that she understood that the theory of social reproduction ts at leas
partly about what the school and teachers value, and how certain groups are
disadvantaged from the start because their values do not align with those delmaticie
school. However, rather than holding the school accountable, she expressed aaeling t
the problem was outside of the school’s control. Although this may be true to some
extent, it does not really embody the spirit of Kozol’s call for social metogyond the

school. Kozol recognizes that schools cannot solve the problem of inequity single-
handedly. But he still holds the school accountable and calls for reforms unlike those that
policymakers have adopted thus far. However, Megan used Kozol and to some extent, de
Carvalho to advocate for a view that serves to pass the responsibility from thetschool
policy makers and politicians.

Conversely, Liz felt that schools can have an impact on social inequity because
they affect how valued students feel. She referred to Kozol to make her point that
teachers cannot turn a blind eye to inequity despite the view of many that schools and
individual teachers have little impact on changing the social systermdtance, she
said:

Coming from an early elementary school view point, the chapter in

Kozol's book that really struck me was “Hitting Them Hardégten

They're Small.” It is a sad message that we are senttiege young

students and we would be naive to think that the students are not

internalizing these messages. Kozol sums it up at the end ohaip¢ec

“If we were forced to see these kids before our eyes eachrdail the

fullness of their complicated and diverse and tenderly emerging

personalities, as well as their juvenile fragility, it would harder to
maintain this myth. Keeping them at a distance makes itrédsis hard
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to believe that in fifty years we are still sending thesey wstructive
messages to such young children.

Liz believed that schools can affect the way children and families peritedir ability to
succeed, their self-worth, and the value of education. In other words, inequitiesieont

to cause parents to feel negatively about school, perpetuating what other pasticipant
called a “cycle” of apathy about the value of education. But based on her reading

Kozol, Liz begins to question the assumption that meaningful change cannot occur at the
school level.

It is not surprising that some teachers did not question their inability to tontro
inequity. For example, Phil pointed out that some children have advantages before they
even reach the school gate, which teachers have no power over. He said:

Some kids have a couple of years of preschool before they enter

kindergarten. What a great opportunity that is for them, but thosiéda

that can’t provide such as opportunity are at a real disadvantagendv

up a year or two of school experience must be nearly impossiblelaia

young age. The kid that can already read a little, writdtla, land has

some familiarity with numbers must be light years ahead okithehat

doesn’t know the difference between numbers, letters, symbols, or even

how to get in line to go down the hall.
Phil recognized that some students have the advantage from the day they begin school
based on their family resources, and that teachers have very little imghdd. dthe did
not question whether this advantage was right or whether educators have a régponsibi
to try to decrease this disadvantage; instead he simply chose to acceptetitspg
been exposed to many external sources that argued to the contrary.

Stephanie also did not question her feeling that teachers and even policy makers

have little impact on issues of inequity. For instance, she said:

Making two schools the exact same will never happen. No mattdr wha
NCLB does, inequity will still exist. It may not exist instescores but it
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will exist other places. Think about schools here. Even if the school
buildings were the same which they are not, there would be inequities
other places: money given to the school by PTO, books in the library,
supplies the students have on day one. Inequity seems impossible to
overcome but we need to try. What can we do as teachers? What can our
corporation do? What can our state do? What can our country do besides
NCLB?

It could be that Stephanie’s questions expressed her feeling that no group carmitig anyt

to help to alleviate inequity. However, it is also possible that she was calliegters

and policy makers to do something besides passing a law like No Child Left Behind. It

appeared that Stephanie believed that NCLB was not enough to solve issues of inequity

despite the rhetoric of its title. For example, she said:

Students are not equipped and given what they need to succeed. &hey se
other schools with different things and wonder what makes them better.

She, like other participants, had realized that children were befingehind and
that something ought to be done to repair the education systenctingfla

change in her perception as a result of the exposure to dxsenmzes she
experienced in her courses.

Thus, although it is clear that participants were moving toward a critical
consciousness, they were still struggling to feel legitimate and emgdvetheir
beliefs. They were able to talk about critical issues on a school, policy, andislesiel.
However, they sometimes contradicted themselves or expressed feelingsriainigce
about their role in social change. In addition, they relied on the authorityeshakt
sources including academics and reformers to validate their beliefstipeitinieir
values, and interpret their previously unquestioned views. But sometimes they still
misinterpreted the ideas or intentions of the experts. These contradictions fleatdare

sense of disempowerment or low status that is common among the teachinggrofessi
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RELATIONAL ASPECTS OF LEADER DEVELOPMENT

This section focuses particularly on the four key informants’ perceptions of the
relational aspects of leader development, specifically related to coimantnecs. | am
focusing primarily on the perceptions of the level 2 key informants because during in-
depth interviews, | was able to explore and probe how the cohort structure had assisted or
hindered individual growth and development. | already had observed some of the issues
discussed below during my course observations; however, | needed to check the validity
of my interpretations. Therefore, one of my interview domains queried the key
informants’ perspectives on cohort dynamics. One intention of the cohort design had
been to build trusting relationships among members so that critical issues could be
discussed more openly. The cohort design was also meant to create cohesion across the
district by bringing teachers from different schools together, and to nehilizoup of
self-identified leaders to work together toward change in each of their schoolevétow
these intentions were undermined by some of the dynamics that developed among the
cohort teachers, which | observed and which the key informants elaborated on during
interviews. Dynamics such as the formation of cliques and bullying resulted in
undermining the potential positive effects of the cohort structure, which in the end mea
that teachers may have been hindered in their development of critical cons@ousnes
Cohort structure creates space for growth and opportunity for collaboration

The key informants discussed the ways that the cohort structure supported their
development as teacher leaders and their exploration of critical issues.wiédreshe
positive outcomes of the cohort, those that served to challenge the traditions of privac

within the teaching profession. Allison believed that learning within a cohoved her
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to connect with a variety of colleagues working across the district, whil¢ghBhght it
offered chances to share ideas about critical issues. Course readingsgammdesds as
well as class discussions provided opportunities for the cohort members to workrtogethe
on problem-solving tasks. Because Allison felt isolated at her school and did not know
many of the other cohort members when they began the program, she felt that
opportunities to work together in classes helped her feel more comfortable opening up
and sharing her ideas. For example, she said:

In every class, we have had usually some type of a group assigome

group collaboration where we are talking with other membersrmae s

point and it's always been somebody different. | have been able to work

with | think almost all of them in some type of a project or ¢uafation.

That was really nice just getting to know them that way.
Allison pointed out that when she started taking master’s classes with the sbbdslt
like an outsider. For instance, she said:

All of the rest of the teachers that were in the cohort werthersame

floor (at my school) and so they collaborated a lot at lunch and prep

periods but | was kind of in my own little world in this other peogrso it

was kind of hard for me to get in with them. I did collaboraté ihem

some, just not as much as some other teachers.
Allison appreciated that group tasks in courses allowed her to get to know and calaborat
with colleagues from her school with whom she would not normally get to work. This
helped her to feel less isolated in general as it provided the space and time for
collaboration.

Phil valued the opportunity to have critical discussions within the cohort, feeling

that this created a safe space to share what might be considered contrioeaisiay

some of his school colleagues. The fact that cohort members listened to each otifer eve
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they did not agree was an important element of supporting his growth. For exaenple
said:

As far as within the cohort, I'm not sure we always agree omgshibut
we always listen to each other.

It appeared that Phil felt the cohort classes created a safe spaaiéetgues to share
ideas even if the ideas expressed conflicted with other cohort membersTidea®hort
structure allowed teachers the opportunity to listen and to critically absessbstance
of the collaboration. However, other data indicated that there were challenges to
community-building within the cohort.
Positive conditions necessary for leader development

The importance of building trust and mutual respect among the cohort members
emerged as key informants discussed the group dynamics that developed within the
cohort. Some of these dynamics undermined the positive outcomes discussed above, and
caused negative effects such as doubt and conflict. During much of their coursework,
cohort members were encouraged to explore critical issues in a wakidhahged their
thinking and actions as teachers. Phil felt that taking classes within a cohciirstr
usually allowed students to open up and take more risks, building positive and supportive
relationships. For example, he said:

Being forced to talk about the things we talk about in class hates

things professionally that you wouldn’t normally do, while it's notéa,

that comfort level with your colleagues allows you to shareertizan you

normally would.
Phil shared that he struggled at first to open up in classes because he did not feel he knew

the other cohort members very well and the first class did not provide many oppestuniti

for the group to build trust, which was something he identified as a condition for positive
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relationships. He recognized that trust was not something that formed auétisnatic
through the cohort structure itself. Furthermore, he thought the course content and
professor had something to do with whether participants were able to have meaningful
discussions. For instance, Phil said:

That first class it wasn't that | disliked anybody becaugest normally

like everyone anyway but | definitely wasn’t willing to sh#mengs. Then

when we got the right class it all came together.

By “right class” Phil is referring to conditions present in the second cours&ehanot
present in the first course that the cohort took. For instance, the first cosrae aetion
research course taught by a faculty member outside of the ELPS departmeeefore,
there were few opportunities for discussion of critical issues. On the other hand, the
second course was the Introduction to Leadership course, which incorporated many
opportunities for cohort members to discuss relevant leadership texts and togehalle
their established conceptions of leadership with new ideas.

However, Phil recognized the need for mutual respect and equal commitment in
forming safe spaces for interaction and challenge. He explained timésathere was an
absence of these positive characteristics, which caused unsupportive dytodorics
among cohort teachers. These negative dynamics caused Phil to feel that thev@ehor
an unsafe space to share his ideas. For example, Phil said:

There were a few people that...I thought might make fun of whedsl

going to say...they would hear me accidentally mispronounce a word and

then tease about it. It's not a big deal and | really wouldm& bat it did

distract me...there were people that weren’t taking it as sé¢yi@ss|

am...There were certainly a group of people that | would be nhame t

willing to talk to and another group of people that | really woulevdnt
to say much to.
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Though he used a word with relatively neutral connotations, “tease,” to dethaibe

negative response he experienced and even associated the teasing with a sense of humor
that other cohort members had while he did not, Phil’s reflection reveals a type of

bullying that occurred among cohort members. This bullying created are @wpsatfe for

all cohort members to explore critical issues. Though he claims this did net matth

to him, Phil's fear of being mocked prevented him from engaging in meaningful

discussion with all members of the cohort. This meant that although he could explore
critical issues while in smaller groups, he was unable to fully share whelaskaret as

a whole group, thus limiting the potential benefit of the cohort structure.

Audrey also felt that the absence of supportive characteristics negatfifesited
cohort dynamics. Therefore, she did not feel comfortable sharing some of her ideas
during classes. She indicated that trust was never fully established ameongdite
because cohort teachers did not have the opportunity to get to know each other and build
trust through cooperative learning activities. She believed the lack of comgmunit
building led to the formation of “cliques” where some individuals were excluded by
small groups of teachers who already knew each other or who worked at thecteol
in the district, and thus had established trust outside the cohort structure. Thisntspres
the absence of inclusive dynamics among the cohort members, a phenomenon that
discouraged some teachers, and motivated them to limit their participatiogsn cla
activities and discussion. In addition, Audrey hypothesized that the sense ofaxshesi
felt might be a result of her enthusiasm for expressing her thoughts. Sheetbhashe is

the kind of student who likes to exchange ideas, and believed that others in the cohort
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either did not like her ideas or felt she monopolized class discussion. For instance, she
said:

| don’t think there is trust that has been built. | can’t approadiow@pgand

say hey listen up this is pretty cool. There wasn’t that trust because

the cooperative learning groups never really happened. That was

uncomfortable. Then there were cliques and everything. | tend to volunteer

a lot with my ideas in class and that is something | triedrnpée a lot. |

think people probably got tired of hearing me talk. Maybe theyigat of

me volunteering or my ideas. | could kind of feel the tensions from tha

sometimes.

Like Phil, Audrey curtailed her participation in class discussion, withholdinglkasi
because she felt her colleagues were not interested in what she had to sayudiays, A
associated the formation of exclusionary relationships within the cohort aksbece of
mutual respect or engaged interest that made her feel left out and undervalugt.. Thou
Audrey’s perception of collaboration among the cohort differed significarathy fr
Allison’s, this could indicate different expectations of the cohort. While &xilipined

the cohort in order to feel less isolated, Audrey was looking for more concrete
acknowledgement of her expertise and leadership experience. Thereforet thatfa
Audrey’s experience within the cohort was similar to her experiences athual ted

her to feel disappointed.

Audrey exhibited a high level of understanding when explaining the dynamics
that had developed within the cohort. She named and explained the absence of positive
characteristics, which none of the other key informants were able to do. She also
attributed the exclusionary behaviors to the exercise of power among cohdréraem

noting that employing bullying techniques made one group feel better abouehresns

while causing another group to feel worse. For example, she said:
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It is relational aggression. It is a power thing. What is ehai
aggression? It is when you damage a peer’s relationship withsather
order to elevate yourself. That is what people do when they whisgler ba
and forth in class, making fun of [one student] or commenting on
something [another student] said. They will say that to each stherat

just in case the person sitting next to them had respect for [@hat
student] was saying, they don’t now because they have just put her down.
| like to think that didn’t happen a lot. | like to think that the whispgri

that went on was about building gossip. | wish it wasn't like. thhatould

have been so much richer.

Audrey recognized that these negative behaviors were often directedifit spfort
members, making them feel less a part of the group. Audrey experiencee afdess
as she reflected on the lack of support she sensed among her colleagues in theheohort. S
expected more from the cohort experience and was disappointed to find behaviors that
she viewed as unsupportive and disrespectful. For instance, she said:

People were being relationally aggressive in class...there \woheye

rolling going on when a certain person would talk. Those conversations

would not stop during class. That was rude to a lot of people and it was

uncomfortable. It was hampering a couple of us in just kind of getitog i

the class.
Audrey acknowledged that what she called “relational aggression” curtailed her
contributions as well as those of other cohort members, a fact supported by therbehavio
and feelings discussed by other key informants. Audrey noted that some cohort members
were even “relationally aggressive” toward professors. She saw one prafitssgst to
get the cohort members to stop a private conversation so she could proceed with class
For example, Audrey said:

| think people were pretty chatty. | remember sometimes fjtbéessor]

would be talking and it was so obvious that she was trying to tajketto

their attention and you know how teachers do—they talk a little toude

perhaps or they use proximity. [The cohort members who weradhlki

still wouldn’t stop their conversation. It drove me nuts. Maybe it didn’
bother [the professor] at all but it bothered me.
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Audrey observed that the professor used the same techniques that teachetsthsé wit
students to try to get the cohort members to stop talking and pay attention. But even
given their own experiences as teachers, they ignored the professat’s agfth
continued to talk.

Not only did Audrey feel limited in her own expression of ideas within cohort
classes, but she also recognized the development of an insider and outsider mentality
within the cohort. Audrey shared an example of when she felt uncomfortable with the
power dynamic of the cohort. In this instance, a professor had asked which students
taking his class were members of the cohort. Several students who had reasedliytjei
cohort raised their hands. But since they were not part of the original group, Audrey
noticed that several teachers expressed their annoyance with this with™femks
example, she said:

| got so many looks from other people in my cohort like ‘they aramot

our cohort. They haven't been here with us.’ | just wonder what is behind

that. It's true they weren’t in our cohort. They thought they vgeiag to

be forming a new one but | think that fell through. It was likayoko [a

professor] told them they were in the cohort but they're not. It was

misunderstood. Let's move on. There was stuff like that that waking

of like, oh.

Audrey expressed frustration with the fact that her colleagues seemectsuwitips
something that was simply a misunderstanding and sensed their interesttaimmea
exclusivity within the cohort. To explain this, she referred to an articlechert read for
one class, which discussed how teachers monitor the critical discussions ansl @fcti
their colleagues by utilizing a “gaze” or discouraging look (McKenzie Befdch,

2004). For instance, she said:

People like [one cohort member] or myself or even [another cohort
member] (were) not appreciated—outspoken (cohort members). There was
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a lot of ‘gazing’ going on...There was a lot of that going on.nkithose
two other cohort members] got the brunt of it.

Audrey sympathized with cohort members who she felt were targeted by “cligues”

larger scale than she was. However, those who were most targeted did nothairrtail t

class contributions or monitor their opinions in the way that Audrey did. She was more
careful to withhold some of her thoughts, passions, and ideas during classes. Aiddrey sa
she did this for two reasons. First, she knew that she tended to be outspoken and did not
want to dominate the discussion. But she also wanted to protect herself from the
“relational aggression” she observed around her.

To address the issue of bullying, Audrey and another classmate led the cohort in
coming up with classroom norms during one of the first cohort classes. She hoped that
discussing common norms would curtail the bullying she had observed and help to
establish greater trust among the cohort as they began their two-yg@mpréor
instance, she said:

We wrote all the norms up and then we never talked about it agdan. A

of people just thought it was bullshit. They didn’t get it. It could have

really helped carry us through.

However, taking the initiative to guide the cohort through this discussion may have
caused an even greater separation between Audrey and other cohort members. Audrey’s
interest in creating common ground may have been received as overbearing or bossy,
thus excluding her even further from the various cohort “cliques.” Audrey wage #vedr
letting other cohort members know that she disapproved of their behavior had a negative
effect on their acceptance of her.

For example, when discussing the fact that cohort members talked while professor

trying to teach classes, she said, “I don’t want to be a shusher becausedybates a
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shusher.” She knew that other cohort members did not respond positively to having their
behaviors monitored by their peers.

Pauline also noticed the insider and outsider dichotomy that formed within the
cohort. She experienced first hand the lack of respect that some cohort membeds showe
towards others and experienced a feeling of exclusion from the cohort.droplex
Pauline said:

This semester when we had to do our [group assignment] | wastwith [

students]. The cohort kind of laughed at us. We were kind of the laughing

group. Everybody makes fun of [the students | worked with].

Pauline struggled to fit in with the cohort. She sensed that some cohort members did not
appreciate or respect her contributions during class, and attributed this toctheir la
maturity. However, observations indicated that age really did not correlate to¢hef ki
behaviors Audrey and Pauline describe. Pauline was one of the older cohort members,
and she recognized that she was considered an outsider by many cohort members. For
instance, she said:

I've disagreed with a lot of the cohort. | think some of my cohort

colleagues are very full of themselves. Some of them | deet lave

enough experience under their belt...They haven't expanded their vision.

There are others that don’t see beyond their building. What has hdppene

to me is that they are not expanding their minds. How | felt very

uncomfortable. My thoughts weren’t welcome, like | should just shut up

and because there is very much a clique.

Similar to Phil and Audrey, Pauline experienced the absence of positive chistiaste
She noted the lack of appreciation for diversity that other cohort membergeckhibi
through the cliques that they formed. However, unlike Phil and Audrey, Pauline $glt the

negative characteristics were the result of other cohort member’Btinobe open-

minded participants in classroom discussions. Instead of attributing the negative
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characteristics to having a different sense of humor as Phil did or to sil¢ineingpre
outspoken members of the cohort as Audrey did, Pauline placed responsibility on those
who were part of the cohort “cliques.” She did not question her communication style or
her ideas, which showed a high level of self confidence.

Like the other key informants, Allison valued a safe and supportive space where
she felt comfortable sharing her ideas. However, unlike the others, who believbeé that t
cohort members were responsible for creating a positive learning envirqutison
placed more responsibility for creating a safe space on her professonsdiSated that
she was not sure cohort members themselves could or would create such a space. For
example, she said:

In all of the classes, all the professors have made ityaopsn discussion

where you can say anything you want. You are not going to get bashed

down for it. Also, it was nice to know that | had other people tisat lahd

the same opinion as me. That helped a little bit to know you héilea |

backing.
Allison’s reference to getting “bashed down” for what she said in classstadbat she
knew this was a possibility or had experienced this in the past. Thus, she looked to
professors as advocates and hoped that getting to know the other cohort members would
decrease the occurrence of personal criticism.

Allison was able to find cohort members who were like-minded and who she
could talk to about critical issues. For instance, she said:

| know their feelings on all of these issues. When | go to theeis niot a

§urprise. It's just nice to go to them and be able to talk to ttemt shose

issues.

However, Allison was conflicted about the value of discussing critical ideéhscahort

members who did not agree with her. This showed her desire to avoid conflict and
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emphasized her need to feel less isolated in her work. After all, Allison’srgrima
motivation in joining the cohort had been to develop more relationships with colleagues
at her school and in her district. For example, she said:
When you have someone who has a different opinion from you, then you
really don’t want their opinion anymore. Not that their opinion ias#ful
because it is something that | probably could use...My instina [ot
with people that | usually agree with because we think along the sa
lines. If | ask them about something that I'm doing in my classroom, then |
would more likely do what they suggest than | would someone who had a
different opinion than me.
The fact that Allison recognized that conflict among the cohort was possiltatesli
that she did notice the bullying that took place during classes. However, dh@trie
take the anti-social behavior personally. Instead, she tried to mediaterhardeaflict
with a rational belief that sometimes people disagree, but they are still nye.pgeor
instance, she said:
Just reminding myself of earlier in that same class thaamieso and so
totally agreed on this and then later in that class me angehsdn totally
disagreed on something. It doesn’t matter. We are still efeettiachers. |
can't look at that person any differently. | can still go to thém
collaboration on some things. You have to remind yourself of that.
Part of Allison’s strategy to avoid conflict included doing a lot of listening andahge
during cohort classes. She said less and listened a lot more during class tlegnofAudr
Pauline, for example. Whereas Audrey felt she had a lot to share and had to aurtail he
inclination to talk a lot, Allison was uncertain that she had much to offer to class
discussion. She often looked to professors for guidance when it came to how other cohort
members might respond to something she wanted to share. For example, she said:
| don’t know that | have ever disagreed with what a professosdids |

think that is mainly because | look at them as this, you know, evegythi
type of person. I think | listen more to what they have to say &é¢foiake
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an opinion. | feel like | need to do that more with my colleaglistsn to
what they have to say before | form an opinion.

Allison acknowledged that she did form opinions based on what other cohort members
said. However, she indicated a level of regret, as if there were times wheisisbd she

had not shared her ideas so quickly or readily in cohort classes. She expressetl that ha
she listened more carefully to what cohort members had said before she had spoken up,
that she would have felt differently and perhaps would have shared a more popular idea
with the class.

Thus, it is clear that the presence of positive characteristics and theab$e
negative characteristics affected the way that the four key informgresi@xced leader
development within the cohort structure. They identified the need for trust, mutual
respect, and appreciation of diversity as important for leader developnpatiadly
when linked to developing critical consciousness. In the absence of these positive
dynamics, they were less likely to openly share and fully contribute thas.ideey
were certainly more inclined to avoid challenging the perceptions of other cohort
members, a phenomenon that limited the critical development of all cohort members.

SUMMARY

This chapter has explored various elements related to the leader development
process including the growth and application of participants’ beliefs aboutdbgjer
their development of a critical consciousness through class discussions, reaatings
activities, and the positive characteristics necessary to support the ggplofaritical
issues within the cohort structure. It is clear that through course assitgrene class
discussions, participants were able to construct some new understandingsrehipade

and challenge traditional notions of leadership. This process is necessancfaart
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leadership to become a reality in schools since teacher leadership demaitdgedtist
rather than hierarchical conceptions of leadership. In addition, teachgglat to
constructively apply their developing critical consciousness to social probieans i
attempt to promote social change, relying heavily on expert sources toes#heliat
experiences, prioritize their values, and interpret their previously unquesti@vesl vi
Finally, it is clear that there may be some resistance among teacherstruct their
individual critical consciousness or to build supportive and safe spaces where teachers
can develop critical consciousness collaboratively. This resistance wastdkideigh

the teachers’ utilization of power to exclude and silence some cohort merebattsng

in their leadership development being curtailed or at least disrupted. Taaesgpartant
issues to consider as departments of educational leadership expand their ptograms

include teacher leadership development.
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CHAPTER 5: TEACHER LEADERSHIP ASPOSITIONAL VS. INFLUENTIAL
This chapter focuses on the ways that key informants described teacheshligader
as either positional or influential. These differing paradigms emergechagpatheme of
this study and warrant an in-depth discussion. The theme is also relatectoriter
reviewed in chapter 2 that describes various definitions of teacher leadershipebiéca
suggests a new way of categorizing teacher leadership as well as hoongtisicted
and utilized in schools. This chapter is divided into three sections. First, there aiill be
discussion of how the low status of teachers affected the conditions for teadeesHea
for the key informants, especially linking the development of their perceptioaaabfer
leadership as either positional or influential to their motivations to becomedeade
their perceived rewards of teacher leadership. Second, the key informants’ diabiet
potential opportunities for teacher leaders will be explored, including theirnjptgsns of
teacher leadership as either positional or influential and explanations of lohwertea
leadership is facilitated in schools. Third, the chapter will conclude with ajptest of
how the key informants enact teacher leadership with particular attention to how thei
colleagues’ perceptions enable them to enact positional or influential téeatiership
as well as how they support or challenge their colleagues through the enaxftorenof
these teacher leadership paradigms.
LOW STATUS OF TEACHERS AS CONDITION FOR TEACHER LEADERSHI
The historically low status of teachers affected the key informargsied®

pursue leadership as well as their ambitions to attain positional leadershipastéo m
influential leadership. This section discusses how they each questioned theilityras

leaders and wondered why their colleagues should listen to them, respect them, or
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support them as teachers enacting leadership. It also explores tiggtestbetween
conflicting definitions of teacher leadership that called for them to eispect the
privacy and independence of their colleagues or to follow their instinct to advocate f
changes they knew would have a positive effect on the school or students. Finally, it
looks at the rewards they felt would or should accompany teacher leadership and helps t
explain why some of them were drawn to positional leadership while others gdeferr
influential leadership.
Motivation to pursue positional or influential leadership

Each of the key informants was drawn to either positional or influential Iéagers
as a result of their previous experiences as teachers and as leasensahy teachers,
Phil linked leader credibility to length of time working in the building, knowledge of the
staff and students, and success in the classroom. Thus, he felt that his colleagues did
consider him a leader because he met all three of these criteria. As aféedsad the
will to challenge his colleagues to change their practice, but he worrietékivay the
initiative might disrupt relationships between him and those colleagues he wotked w
most closely. For example, he said:

| think | have the credibility in this building that while somedthers]

that get questioned might get mad, there might be some pouting, but it

would blow over. It honestly wouldn’t affect me but that is becauge it

someone that | don’t deal with very often rather than someone wuak |

with. If it was somebody across the hall that is when it gty difficult

and then professional obligations are clouded by personal feelingtsisT

hard. | think for the most part we all like to say we would jusp stp and

tell that person that they shouldn’t have done that. I'm not sure hoyw man

people would do that. It feels pretty deep.

Phil accepted that as a leader, he could not please everyone but he was nmgy&willi

potentially offend a colleague if that person was not “somebody across Ithd imas,
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his need to maintain a sense of egalitarianism and relational connection ameagu=s|
constrained Phil’s willingness to act as a teacher leader. Converselgs&itiated the
right to challenge teachers with the positional authority held by administr&imr
instance, he said:

[Challenging colleagues] is one of the things that | struggth. The

funny thing is | feel if 1 were a principal | absolutely, pivgly would

step in and say you are wrong. For some reason | feel likaafé this

other label, then | have the credibility to say and do those things.

Phil felt that an administrative position would give him greater authority titeolye his
colleagues while as a teacher leader, he was not as confident to confroguesliaaout
critical issues. This perception that leadership is embodied in authority andrpositi
explains Phil’s ambition to become an administrator rather than a teaatier. lEle

simply does not believe that a teacher has the credibility to create chaggesting the
influence that low teacher status has had on his career plans. Phil desires change, but
believes the only way to attain change is to move into a position of traditional school
authority.

Audrey also associated leadership with authority and position. In an attempt to
gain credibility among her colleagues, she had taken on a number of positioneai teac
leadership roles including chairing committees, leading criticatdi$ groups, and
guiding book study groups. Although Audrey worked hard to become credible through
these positions, she still experienced struggles because she was a yaohger $he
had become a teacher leader not because her colleagues believed she had experti

credibility, but because she was willing to do extra work and had the support of

administrators at her building. For example, Audrey said:
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There have been several times when it's been uncomfortable fas rae

young teacher who took on a lot of responsibility in leadership fren t

get go. | was chairperson of committees and department geoskes my

first year under contract and it was because my principal bdlievene

and | said | could do it. | did. There were some veteran and alsorsdme

so-veteran teachers, teachers who had been in for maybe fiveyaassx

and just starting to feel comfortable, and then here | amyirinst year.

There were a lot of times when | was leading professional al@weint at

our school based on the work of the committees. | could tell there was

some eye rolling and stuff, but whatever.
Despite Audrey’s perception that her colleagues did not support or respect her in her
various teacher leadership positions, she expected them to comply with theésitibsit
she led. For instance, she told a story about a teacher who asked if he could choose not to
implement a new behavior initiative Audrey was spearheading. She told him thdt he di
not have a choice and that she would hold him accountable for implementing the new
system. Audrey relied on position to get things done, and it was obtaining greater
authority through higher positions that motivated her to learn more about leadership.

Like Phil and Audrey, Allison experienced feelings of inadequacy when it came
to challenging her colleagues. However, she was motivated to become anldader
because she wanted position or authority, but because she sought to be a positive
influence on the way her colleagues viewed particular groups of students. Because she
worked in a special program at her school, she felt isolated from teachers in he
department. Allison was separated physically from other members ofgetrdent. For
instance, she said:

| very rarely spoke with the [subject] department. | was on allyot

different level of the building because of where our location wasvea

though | taught...classes that were outside of [the program foskat-

students]...I still never collaborated with anybody there in the ¢stibj
department.
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In addition to the physical separation Allison experienced, she was separated
ideologically from her colleagues. As a teacher in a special progirastutlents
identified as “at-risk” she coped with other teachers’ negative stereotypes stiidents.
Allison’s colleagues made no secret of their perception that these stueeatdifficult.
Allison disagreed with this assessment and resented the attitudes of hguesll@aus,
she was drawn to leadership because she wanted to learn how she could influence other
teachers’ assumptions without necessarily having a position of authority sendasot
wish to be an administrator. Unlike Phil and Audrey, Allison felt that teachaersap
had the potential to change the status of teachers through individual empowerment.

Pauline was similar to Allison in her motivation to learn more about leadership.
She felt she was not able to adequately advocate for her students without a better
understanding of how she could influence her colleagues’ thinking. She had noticed that
she was not effectively able to convince her colleagues that specializedlauirshe
had developed was in the best interest of the special education students she with whom
she worked. In addition, Pauline sought more support from the school principal for the
special education program and special education students, but she had not experienced
great success in her attempts to garner such support. Pauline noted that tdknstijea
courses had improved her relationship with her school’s principal and lessened the power
differential that she felt existed before between teachers and adatorisiat her school.
For example, she said:

[Leadership courses have] informed me a lot about what happens behind

the scenes as an administrator and as a leader and what happdes so

other teachers are having fits and complaining, | kind of know ythat

principal] is going through. | kind of know what all she has to look at
when she has to make a decision. It has changed my relationshipheith [
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principal]. 1 don’t see her as my administrator. | see her eslleague.
She will say that about me. In fact, she did in my recommendation.

Pauline recognized that learning about leadership had helped her feel morent@mitte
empowered in her role as teacher. She felt less defensive than some of hgues itewl
was able to see the principal’s perspective, which helped her negotiate wiedt slas
best for her students. She did not believe that the only way to feel comfortable
challenging her colleagues’ beliefs about special education studente gain
positional authority. Like Allison, she had faith in the power of teacher leapecshi
create more egalitarian relationships among teacher as well as aditorss Thus, she
ultimately wanted to understand how to be an effective teacher leader whbleves a
influence her colleagues and administrators in service to her students.
The rewards of teacher leadership

Aside from their desire for positional authority, Audrey and Phil identified
tangible rewards in becoming leaders. Audrey believed that her work as anabsiti
teacher leader was in the best interest of students. However, she rectiatizdtthough
positional teacher leadership may benefit students, it holds little rewattefordividual
teacher leader. She saw that despite putting in extra hours, there was noymeneta,
and as a teacher leader, she had experienced little gratitude or support from her
colleagues. For example, Audrey said:

There is no career ladder for teacher leaders. There is nonetarassa

teacher leader if that is your natural ability and you can teacBb years

and you haven’t technically formally advanced. | think that is wrarsy. |

very wrong...So then you have to ask if teacher leadership is faedal

though, do you end up creating another hierarchy then that has to be
overcome?
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In addition, Audrey questioned whether teacher leaders should hold greater autharity t
their colleagues. Because Audrey had experienced a general lack of supptirfrom
fellow teachers in her work as a positional teacher leader, she serisgddhiag yet
another hierarchy would further disrupt relationships among teachers. Thes thain
pursuing the formalization of teacher leadership, she wished to leave tedtigethar
to become an administrator, a position where she saw the opportunity for finenaied r
as well as greater respect and authority.

While Audrey had questioned the imbalance of power that positional teacher
leadership might create among teachers, Phil saw nothing wrong with tesschersl|
having some privilege compared to their colleagues as a reward for theidegdpaork.
He described this privilege as having an influence on administrators, andtfélintha
natural since teacher leaders would be more involved in school-wide committees and
initiatives that would give them greater access to the principal. However, IR&d ta
about how positional teacher leaders can be utilized from an administratopsqiises,
as if he is a principal rather than a teacher leader. For instance, he said,

[Teacher leaders] can be used to find out how, not only how they feel

about ideas, but how they feel about students. They need to be valued and

that leadership needs to be nurtured. They feel like they atdeabit

more on the inside on certain things. | think that is fine. If soméone

willing to do the extra work it takes to be a leader then they dhget

some kind of reward out of it.

Phil acknowledged that positional teacher leadership means differing dépelgilege
within the school, but thought this was an acceptable reward in light of the exka w
that teacher leaders are expected to do.

Conversely, Allison and Pauline discussed rewards for teacher leadership in a

more personal way. They both saw personal rewards such as feeling more confident in
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challenging their colleagues, offering support, or asking for help. Howeverldey
recognized that students would experience the greatest reward from teadkeship
because as teachers begin to challenge their colleagues, they wilaphsitteer to
better serve the needs to students.
BELIEFS ABOUT POTENTIAL OPPORTUNITIES FOR TEACHER LEABS

As the above section points out, the four key informants’ experiences as teachers
affected their motivations to become positional or influential leaders, and their
perceptions of the rewards of positional or influential leadership. This seatiodés a
discussion of how the conditions of teaching have shaped their perceptions of what
teacher leadership ought to look like and how it should be facilitated. The overall theme
of positional versus influential teacher leadership will also continue to aligrcesitain
beliefs about potential opportunities for teacher leaders.
What teacher leadership looks like

The four key informants had differing ideas about what teacher leadership looks
like. Phil was uncertain in his definition of what teacher leaders should do. hhe agai
brings up the issues of credibility, questioning whether teachers have thetguthori
challenge each other, especially since the teaching profession pewbeggerience as
expertise. Phil struggled between supporting his colleagues’ work andnghiag them
to change behaviors he felt were harmful to students. For instance, he said:

One of my roles as a teacher is to be supportive of fellow tesadiinen

I’'m watching a fellow teacher get on a kid that | don’t think de=eit or

needs it—that is something that | struggle with. | have beendhaher

who has been frustrated with a kid and gotten onto a kid because they

were acting in some disrespectful manner. That is sometthial is

sometimes hard. Do | really have the credibility to tell tiescher that

they're wrong? That is hard to do, especially if it is someohe has
taught longer than you and has done this one hundred times before.
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Phil empathized with his colleagues because he had been in similar situatioti, but s
felt that he should address what he identified as behaviors harmful to students. In
addition, he worried that because he had also “gotten onto a kid” that his colleagues
would consider him a hypocrite if he challenged them to change their behavioh&e On t
other hand, as discussed above, Phil believed that once he became a principal, his
positional authority would provide him with the relational status to challenge his
colleagues when it came to behavioral issues. He would no longer have to maintain the
egalitarian relationships with his colleagues that hindered him from ndgjliafluence as

a teacher leader.

Though Audrey identified teacher leadership as positional and sought authority
through position, she did recognize that teachers as a whole influence each other.
However, she distinguished between positive and negative influence, identifying only
teachers who have a positive influence on their colleagues as teaches. ISade
believed one of the roles of a teacher leader was to identify and re-cléure t
colleagues who have negative influence so that they do not damage the morale of the
whole faculty. For example, Audrey said:

Hence the problem you see with the whole toxic school culture beifause

you've got 15% of your teachers who are just toxic, before you ko i

is going to be 30% and then the whole school gets taken down...it is

contagious. That is why | feel like | need to put pressure onothisr

teacher to quit being a bully because there are other young, siopase

teachers around and they may think that is okay and it’s not.

Audrey identified part of her role as a teacher leader to address issugatofene

influence. In the case she mentions, she believed she should speak to the “toxic” teacher
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and try to get her to change her attitude so that she does not negatively inflhence ot
“impressionable” colleagues.

In Audrey’s case, having the support of her principal was essential to her
becoming a teacher leader. Thus, Audrey’s idea of what teacher leadershilkbokss
affected by her principal’s definition, and because her principal defined teacher
leadership as positional, Audrey also felt she must be in a position to be a tezdéer le
She acknowledged that positional teacher leaders have power, but that it is theopower
do the principal’s “dirty work.” For instance, Audrey said:

[The principal] really advanced the idea of teacher leadershigan t

school. If she is in her office all the time, she has got tee liaacher

leaders. Somebody has got to be doing the dirty work. We did and she

really gave us a lot of power on our committees to do whategded to

do. To restructure the discipline program, we restructured the parent

involvement situation. To do all of these things, is she really gtung

teacher leadership and shared leadership or is it distributed besaus

didn’t really share in the final decision.

Audrey questioned whether the power given her and others by the principal was truly
empowering. She was uncertain whether the principal was sharing lepdensh

seemed to suspect that the principal might be using Audrey and other teadbes te

do what she wanted to avoid. However, during a later conversation, Audrey called this
work “the most difficult, paradigm-shifting, policy-changing work” and wentmn t

explain that although the principal could have addressed school-wide issues via
mandates, she had given committee members the opportunity to find solutions and lead
staff training on how to use them. Nonetheless, because Audrey considered position s
important to being a teacher leader, her definition was more often based on “doing”

actions like those mentioned above (e.g. selecting a reform model and implementing

professional development) instead of influencing her colleagues’ belfsdtance,
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she served as chair of a number of school-wide committees where she wasaabtaut
the role of leader, but she admitted to avoiding confronting a close colleague about her
ill-treatment of students, an example that would have shown her use of influence rather
than position.
Despite a power differential between teacher leaders and teachers treyt Aud
identified in her school, she believed that the concept of teacher leadershippatexd
by teachers. She revealed a distrust among teachers of administratamastheflected in
the quotation above, where teacher leaders are used to do the principal’s “dirtylivork.”
this is truly the case, then teacher leadership becomes a way fonttiegbto have
power over teachers rather than to empower them. In addition, Audrey’s use of the word,
“dirty” suggests that it is dishonest work and would not necessarily earn thet @spec
support of her colleagues. However, teacher leaders remain teachers aondethibete
is a sense of trust. For example, Audrey said:
Everyone is really positive about teacher leaders here. Evemeyf t
think—perhaps I'm being really negative actually, but if thieyyk I'm
being pushy or something, | think everybody feels like we would rather
have teachers running the show in a sense than have somebody who is a
principal. There is still enough of that mentality, which | disagngth,
but it's still there. | think people respond to that and they feel more
collegial and they feel more autonomous. Teacher leaders aeciappd
and encouraged.
Although Audrey expressed discouragement that her colleagues would distrust
administrators, she realized that without this token support for teacher leadkeship s
would have even less authority to do her leadership tasks, especially since she is a

younger teacher. Thus, Audrey was willing to take advantage of it so that glenata

her position as teacher leader and do the work she has been commissioned by her
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principal to do. Her colleagues’ preference for teacher leader actionchaeristrative
action gives her more authority.

Unlike Audrey and Phil, Pauline focused on the influential potential of teacher
leadership rather than positional authority as she described what teadeesHgaought
to look like. She thought that the influence a teacher leader has within her school is
directly related to her passions rather than her position or her authority. Fsingher
implied that if every teacher were allowed to advocate for what she $sibpate about,
then many teachers would be leaders. For example, Pauline said:

If 1 were a principal and | had teacher leaders and thepdskionate and

they showed real teacher leadership, | think |1 would support thelneimn t

passions. Their passions grow and improve the school. If that meant

giving up part of my power so be it.
Pauline recognized that encouraging teacher leadership within a school would aequir
principal to empower teachers by providing them opportunities to develop their passions
Although she spoke hypothetically, Pauline sensed that allowing teachers totfalow
passions would mean that more teacher leaders would emerge in a school, resulting i
positive outcomes for students. For example, Pauline’s passion to develop individualized
curriculum for her students meant she attended countless workshops and professional
development activities. Thus, she became well-versed in various instructionad|teshni
and knew that her knowledge would allow her to become a better advocate for her
students’ needs. However, she found that her passionate advocacy for her students was
not always appreciated by her colleagues, who sometimes questioned her methods

criticized her enthusiasm. She seemed to attribute this to a feeling opdiserment or

inability to follow passions that currently exists at her school. TherefoinBaaw a
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need for her principal to empower all teachers so that as each is allowed t@ becom
passionate, they begin to feel empowered and more supportive of each other’s passions.

Allison also believed that teacher leadership is about influence rather than
positional authority. She acknowledged that teacher leadership may look different
depending on who is enacting it. Allison contrasted two types of teacher leaders. She
discounted the first type of leader, those who are more vocal leaders, salylerthese
they are more interested in expressing their ideas and being heard, tHeyweiless
influence over their colleagues than those teacher leaders who are twilistgn and
want to give others the opportunity to be heard. For instance, Allison said:

There are certain teacher leaders that are the strongivieiaehers, kind

of the strong-willed and strong-voiced, and always voicing their

opinion...With those types of teacher leaders, | see a lot of elymgrahd

people looking at them like, ‘Oh here they go again. They are goseayto

whatever’ or ‘Would they just shut up? | want to get out of this mgét

things like that. There are always those certain people inctimolkthat

think that. Now there are other types of teacher leaders, thoughiothtat

by influence, | guess you could say. Those teacher leadersusire |

perceived as being positive, someone that is easily followed. Plaadle

of jump on their bandwagons...The ones | am thinking of in particular

have that natural charisma, you know. They are just so positivgdhat

automatically are kind of drawn to them. It's not overbearing liga y

want me to do everything this way or you want people to do everything

your way.
According to Allison, not only do these more influential teacher leaders lisig:tm
their colleague’ ideas, but they also have a natural charm that helps theppvavah
Allison favored this style of teacher leadership and felt more comfortidaiéifying
herself as this type of teacher leader. She suggested that there was &otienghee

began leadership training when she worried that she was not “strong-voiced” enough to

be an influential teacher leader. However, as her understanding of teacleeshp
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developed, she realized that a more quietly influential teacher leader cahdse jus
effective as a vocal teacher leader. For example, she said:

There are a lot of teacher leaders in that cohort who are the ve

opinionated, ‘I'm going to state my opinion. I'm a strong teacherl'amd

going to state my opinion’ and they are very effective teatdeaters.

Then there are others that are able to sit back and thegrefiective

teacher leaders as well. So the biggest thing | took from shituat it is

okay to be not that strong-voiced person.
Allison recognized that a teacher leader can have a significant influemsz on
colleagues by listening carefully, asking probing and clarifyingtouress and making
gentle suggestions, all behaviors that she utilized throughout the cohort courses.

Within the school setting, Allison, like Pauline, felt that a teacher leadsde€'s r
was to be an advocate for her students and a supporter of her colleagues. She understood
that some teachers need additional support from their colleagues to fegénberfiough
to share their ideas. Allison suggested that a teacher who looks passive or who does not
seem to care enough to get involved may actually feel disempowered or ignored. She
believed that teacher leaders should work to empower their colleagueghathplacing
this responsibility on the principal as Audrey and Pauline felt was necelSeary.
example, Allison said:

Those passive, sit-back-and-go-through-the-day-type of teadhées)

like they don’t feel empowered. They feel like they don’t haveiee and

they don’t have any say in things like that when they do. | fkelthey

kind of need that push to say what you are saying is importantt.Say

feel like, kind of going back to the ideal situation, | feel likery teacher

in the school should be a teacher leader. All of us have something

important to say. | think if every teacher was a teacher ledden we

would accomplish a lot more, and a lot more really effective shithin

the school.

Allison felt that all teachers should be leaders who encourage each other &3 éxpire

ideas, to believe in their power to change things, and to find their leadership paradig
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Though Allison was more explicit in saying that all teachers should be se&drine
certainly agreed with this belief even though Pauline thought principals should do the
empowering while Allison believed that empowerment could happen among teachers.
This suggests Allison’s strong belief in the capacity of teacher leadeosimfluence
outside of position or authority, a vision that none of the other key informants expressed
so adamantly.

Allison also saw teacher leadership as reciprocal, a partnership t@aehers
with various strengths help each other improve their practice. Allison had exqaetie
such help with her teaching from some of her colleagues. She said:

Other teacher leaders that | have had contact with, they hdveegrs so

useful in my own teaching like seeing how they do things has coiyplete

influenced the way that | do things. | agree with everything tieyt say

most of the time. That is how | feel like [teacher leadehsgjukd be

utilized the most. | feel like teachers should be helping teacWédrsther

or not teachers should be influencing other teachers...l don’t know that

that is true. | feel like the students should always be our biggastnce.

That is what | like about this school. We always look at whabisggon

with the students. That is another big thing is the teachers isdhcol

that are teacher leaders are the ones who are sayingldtet’at what the

students are doing.” They are the ones who are kind of pullingtitain

direction. They are influencing that.
Although Allison defined teacher leadership as influential, she also found the idea of
teachers influencing each other problematic and ultimately believedubanss should
be influencing the work of teachers and school leaders. This definition of teacher
leadership was a more egalitarian and critical view than other key informqmtssed,
and was reflected in the way Allison advocated for the at-risk students with vileom s

worked.

How teacher leadership is facilitated
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The key informants all talked about how teacher leadership can be facilitated
within schools. Phil and Audrey felt that school structures were essentiaéfor
enactment of teacher leadership. This related to their belief that teaatierdhip was
positional because they both felt that structures which allowed teachersito be |
leadership positions were important. Phil acknowledged that just saying a principa
supported teacher leadership was not enough if she did not back the words by providing
structures that allowed teachers to be leaders. For example, he said:

Unfortunately we don’t really get to lead much...[Our principal] will stand

in a meeting and tell us we're leaders but we are leadinghandtee? She

is on the committee; there is nobody leading it but her. There vgay to

sit in a committee and come to any other conclusion. | think thoateisof

the things our building lacks is we don’t have the teacher leadec veghi

really too bad as | sit here and say that about myself. But | tonk it

will happen or is close to happening.

Phil did not feel his principal utilized teachers as leaders or allowed themcto ena
leadership within appropriate school structures such as at meetings, a ponditizdats
Phil's desire for more balanced power within the school.

The importance of structures to Phil became even clearer as he talked labout w
kind of principal he hoped to be. He described setting up a meeting with teachers before
the start of the school year to spend time talking with and listening to themt kHesfel
demonstrated his belief that teachers have a better understanding of whgtgsihg on
in the school. For instance, he said:

| want my teachers to understand that | will listen to themartwhem to

know first of all | would hope in that summer before we start | gt

everyone to come in and talk to me for 15, 30, 45 minutes so | can just

listen. Show them that | can listen. Then after I've listened hayve

shared and they've listened and I've shared, then hopefully at some point

we will realize that we are working together a lot morentlyau are

working for me. Even though technically they are working for me and my
word will be the final word, | want the foundation to be filled frone t
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bottom and not be coming down upon them. | want to be on everyone’s
level.

Phil associated listening with providing support for teacher leadership atiubtity
providing a structure for teachers to express their ideas, he would be comgtautidre
egalitarian school. However, he talked about teachers possessively, aswiillthayk
for him rather than the school or the students. He indicated that listening to sedidher
not necessarily mean that their ideas would be equal to his. Thus, there is an inequity i
his view despite the structures that he wishes to establish for the sharingsoOdethe
other hand, since Phil was speaking from an administrator’'s perspective, e may
considering the greater extent to which he will be held accountable for whahbappe
the school. Therefore, he must take responsibility for what happens in the school, which
explains why he privileges his ideas over teachers’ ideas. Regardless otikations
for speaking as he does, however, Phil’'s focus on the enactment of teachehlpader
through structures such as meetings made teacher leadership a positistnattthat
lost some of its potential influence among teachers to affect social cwéhgeschools.

Like Phil, Audrey wanted clear structures to facilitate teacher tsligewithin
the school. The structures she sought were even more practical and specific #nan thos
that Phil wanted. Audrey felt that the opportunity to lead was not enough because she had
been given many opportunities to lead within structural contexts such as ceasnaitid
working groups at her school. Despite these opportunities, she still struggled to be what
she considered a good teacher leader because she needed additional strustusél for
support. For instance, Audrey said:

| need two preps. If 'm going to do all this leadership st not kill

myself in the process and do it in a sustainable way, | have datve a
prep period for my actual instructional time and | have got to hare@a
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period for my climate committee work. | can’t do it. You can’peact

anyone unless they were like | was until four months ago, eitrstr |

married and hanging out or single and not doing much. You can’t expect

anybody to work like that.
Audrey recognized that this lack of further support structures excluded cesiztieIts
who had leadership capacity but were unable or unwilling to invest extra hours imoorder
become teacher leaders. Audrey believed that these teachers needed het only t
opportunity structures that Phil talked about such as invitations to lead committees or
working groups. They also needed practical structures for their extra workssextra
planning time. Only with these structures in place would teacher leadergbhgsdible
for most teachers. For example, she said:

There are teachers | know who have great ideas and want tchged tee

new orientation program next year but they have already leéikeetin

learning you can’t do all of that. They have got more preps than lhdy. T

have more classes to prepare for than | do so they need thabdinidey

would. They would jump all over it if they could have [an hour] every day.
Audrey herself was struggling with this issue as she, like several othet nowmbers,
had recently become a new parent. She wanted to continue to be a teacher leader in the
school, but felt she must go home earlier than before because she wanted to spend time
with her family. Audrey believed that the fact that teacher leaders peeted to make
significant sacrifices is a serious structural support issue relatied toncept of teacher
leadership, and must be addressed if teacher leaders are to be utilized tdl their f
capacity. The type of structural support that Audrey advocated for has th&égldtere-
culture the teaching profession and redistribute power across a schoolnfptesniented

at a school level. However, she did not advocate that administrators provide these

structures for all teachers so that they may each have time to becohex teaders.
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Instead, Audrey believed that only positional teacher leaders ought to bemefthise
structures, which she considered additional rewards for being a teacleer lead

Allison also focused on structures that would facilitate teacher leadergtep. L
Phil, she believed opportunities to enact teacher leadership were important dhesihat
could be provided through structures. However, unlike Audrey, she did not link structures
with rewards for only a few positional teacher leaders. Rather, Allison destass
school-wide structure that not only gave all teachers the opportunity to lead, but also
empowered them by giving them input into the school decision-making process. She
explained that the administration was using a reform model that empowereek sy
setting up a structure allowing them to communicate their ideas. Withihgnmaps,
teachers shared their ideas about potential school improvements and changeswtithe
a problem that the administration wanted to solve, they asked these working groups t
come up with possible solutions. For instance, Allison said:

In our small groups it is a much, kind of safer environment and vgeal

together and we give our opinions and then we give just notes, alngost lik

an outlined bullet point note sheet about what everybody said. We don’t

all have to agree on something. We just say here are alhitings tthat

were said in our meeting. We don’t say who said them. We judtesa is

what all was said and then that is all taken into consideration.
Allison believed that the structure of the small working group allowed teatthshsre
their ideas in a safe environment, and to become influential among their cotl@amgue
the administration at her school. Though this concept is a type of structural support, it
still focuses on a conception of teacher leadership as influential rather tht@ompbdt
also complies with Allison’s belief that every teacher in the school should beleete

leader. In fact, it is just this sort of structure that allows for that kind ofctedpen to

come to fruition.
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Pauline agreed that principals need to facilitate teacher leadership; Inosteve
focused more on how principals can encourage teacher leaders to influence their
colleagues through interactional structures. From Pauline’s perspecinggis should
notice how different teachers are influential among their colleagues, eménbourage
them to pursue those passions. For example, Pauline’s principal would notice that Pauline
had a passion for creating and implementing individualized curriculum for special
education students, and would support Pauline’s pursuit of this passion by creating
opportunities for Pauline to seek further training. The principal would also modellthroug
her interactions with Pauline the kind of respect she expected other teachersftr have
Pauline’s expertise. For instance, Pauline said:

The principal should sit back and watch what [teacher leadergjomd at
and then support the teacher leader in what they have a passion for.

This description complies with Pauline’s belief that teacher leadesshiput influence
rather than position. However, Pauline put enough responsibility on the teacher to make
an impression on principals by exhibiting their passions that the potential infisence
limited. Pauline did not recognize the possibility that a principal might be blind to a
teacher’s strengths simply because that principal values sometherguliffthan the
teacher can offer. This again places more power in the hands of the principal, making i
difficult for some teachers to enact influential teacher leadership.
WHAT COMPLICATES OR ENABLES ENACTMENT OF TEACHER LEADERSH

The key informants had all been enacting teacher leadership in some way at the
school level before beginning their leadership training. Phil, Audrey, and Pauline had
been on committees though Audrey had taken a leadership position on the committees

more often than either Phil or Pauline. Pauline had also been offering her exqimtise
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special education to colleagues in an attempt to quietly influence thenocliaspractice.
Likewise, Allison had been happy to share her knowledge on working with at-risk
students with colleagues when they asked her for assistance. This sesttidas a
description of how the key informants believed they were perceived by theagadle
as teacher leaders in light of their beliefs about teacher leadershipdsalmve. Then
it discusses the potential conflict between support and challenge within tesssdenship
enactment.
How enactment is affected by perceptions of teacher leaders
The four key informants believed that their colleagues identified themdeetea
leaders. Phil felt he had been a teacher leader in his school for some time. He
acknowledged that his colleagues perceived his leadership ability becaustt¢he
asked him for advice or help. However, Phil valued his principal’s perception a little
more than his colleagues’. He felt frustrated by what he considered his ginieipia of
support for his teacher leadership efforts. For example, he said:
| would say that | would be one of the people that [teachers] would
consider a leader. [My principal] will tell you that I'm a leader. | dord fe
like I'm a leader because | don't feel like I'm ever given the opportuaity t
make a decision. | don’t feel empowered. There was a time thdt |
convinced her to do some departmentalization a few years agothigput
block schedule together. | put 5 pages and sat down with her. | had a
meeting at somebody else’s house. | went through all this gidffnes
went to another teacher’'s house and laid all these things and discuss
how we were going to approach [the principal] with it and she sa&d ye
After one year she said no. She said we weren’t going to dmin.aShe
thought that there were problems with it.
Phil believed that his influence, hard work, and initiative was not appreciated or

supported by the principal. The fact that his colleagues looked to him for advice meant

less to him than having the authority of position and structures to enact leadership. Thus,
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his experiences had led him to want to become a positional leader so that he would have
the authority to change how teacher leaders are perceived in schools. iBYddotat

his colleagues saw more leadership potential in him than his principal did. Facesta

he said:

I've had a lot of people tell me they wish | was the principalé. I've

been hearing that for five years. | think there is a geneglitive

feeling. | don’t think every single person feels that way.fktihere are a

few people that see me as a little standoffish. | think I'm igiye

pleasant to everyone but I'm definitely, you know, | like some people

more than others.

Phil felt that being a leader did not always mean he would be popular, but he recognized
that as a principal he would have more authority to create change than he had had as a
teacher leader.

Audrey believed that most of her colleagues considered her a teacher leader
because of the positional teacher leadership work she did across the school. They
recognized her as leader of committees, book studies, and critical friengs.gShe was
always volunteering to take on further responsibilities, and her colleagues coultpnot he
but notice this. In addition, Audrey felt that since her colleagues came tor e, she
was well-respected. For example, she said:

| think | am perceived definitely as a teacher leader. Ehatrisure. That

is a given. People come to me. I'm not always the one that stanalsd

presents things at faculty meetings and runs activities bentohes | get

a lot of follow-up emails or questions or ‘Can you point me to this

resource? Can you point me to that resource?’ | tend to have pretly g

follow-through so | think people appreciate that. That is why #esp

asking me.

Audrey noted that her colleagues’ perceptions of her as a teacher leadeoiyast

about the positions she held on committees or the professional development aittatities

she led. They also sought her advice because she was willing to give help and sde showe
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commitment to responding to their needs. She identified this skill as something that her
colleagues valued.

However, Audrey felt frustrated by teachers who did not appreciate herdbaul
skills, and she believed these teachers actively interfered with her wopgoagianal
teacher leader. She reacted to these colleagues with tolerance, but didseemec
that they might negatively influence her other colleagues’ perceptions a$ ladeader.

For instance, Audrey said:

| think I'm well liked. | think some people think that I'm an overacleigv

probably accurately. | think that the three teachers in my buildhngare

just do nothings—and everybody knows that they are on the margins,

everybody knows that they are definitely mediocre—they don'’t like m

They probably think that | am pushy, maybe a know-it-all. Thos¢éhase

three people. No one cares about what they think because if e@ &las

of our decisions on what those people thought then we wouldn’'t do

anything. | ignore them. | listen to what they say and | reply

diplomatically. In fact, just last week | had to reply to this badgering

email in a very diplomatic way and | did. Problem solved. Whatever. It

doesn’t get to me. Those three people don’t get under my skin.

Audrey wanted her colleagues to appreciate her teacher leadership wueka that

she recognizes that some of her colleagues do not appreciate or support this em@tt ang
her. These teachers are also reminders that she does not have the kind of positional
authority necessary to affect significantly their attitudes and behaviors.

Allison and Pauline believed that they had expertise in working with certain
groups of students. However, unlike Allison, Pauline did not feel her colleagues valued
her expertise. Pauline recognized that in the past she had offered her ekpartise
“cocky” way that resulted in her colleagues often ignoring her advice. Baé Si

beginning leadership training, Pauline had worked on building her relationships with her

colleagues by offering advice in a more positive and less condescendingoway. F
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instance, she had praised a colleague for her success in working with atdiftideht,
which had improved the relationship she had with that teacher. She also noticed that her
relationship with the principal at her school had changed. Now the principal perceived
her as a teacher leader. For example, Pauline said:

[The principal] has come to me about her decisions she has had tasnake

an administrator. She asks what | feel. What do | think? ‘Wioatdv

you do?’ I've asked her about some decisions she’s made and asked he

explain things to me. | ask her why she has made certainatecisSo

we’ve had a lot of good conversations. | think I'm a stronger teadver

Not strong as in personality out there but stronger becaustlidae do

my job better.
Pauline believed that improving her relationships with her principal and colkehgde
changed their perception of her. She noticed that her colleagues were taladgiber
and that her principal was asking for her opinions. Thus, she was experienciatga gre
influence within her school and felt she could identify herself as an influezaicthér
leader.

Conversely, Allison had not had to work on changing her relationships with her
colleagues in order to be perceived as a teacher leader. As a naturalyminggperson,
she had found that her colleagues did not feel intimidated by asking her for advice.
Rather, they had identified her as an expert on specific groups of students she hdd worke
with in the past. Allison did not need to promote herself as an expert on these groups of
students; her experience of having worked with them was enough to bring her @slleagu
to her with questions and concerns. For example, Allison said:

A lot of my colleagues come to me because they know that styiio years of

teaching were strictly junior high and they know that my expegeat [my

former school] was with at-risk students. That helps them too. Térag to me a

lot for things with lower achieving students and discipline issaies students not
being interested in something. ‘How do you get them interested?’ Things like tha
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Allison approached her role as a teacher leader with humility, and thus found she was
able to support her colleagues without coming off as arrogant. Thus, Allison found that
her colleagues perceived her as a teacher leader without her havingttberssepertise
in a way that she felt uncomfortable doing. She was influential without being too
assertive or pushy.
Teacher leadership enactment as supportive versus challenging

All four key informants struggled with how to balance the support element of
teacher leadership enactment with the challenge element. Phil wanted tb be bot
supportive and challenging, but found it easier to be a supportive teacher leader and thus,
avoided challenging his colleagues too much. However, his desire to advocate for his
students sometimes caused him to feel conflicted though it appeared that Phil v@lued hi
relationships with colleagues more than his role as student advocate. Foreg>mipl
did not challenge a colleague’s treatment of a student even though he thought she was
wrong. He said:

I'll ask [the student] what does he want to say about this.enlidtwalk

away thinking if he is telling the truth, she was wrong. ks nole as a

teacher to tell her she is wrong? That is a good question baoaybe it

is, maybe it's not. | wasn’t there. Maybe there was more Maybe there

isn’t. If 1 open up this conflict with this teacher, becauseviit be a

conflict because I'm questioning her judgment, in the long rungsiitg

to be worth it? Is this teacher going to change? Of coursanswer is no,

not after 30 years. Is the kid hurt by it? Not anymore, if he east I'm

not sure he ever was. It's been going on for two years.
Phil did attempt to be supportive of the student, showing that he cared for the boy by
giving him an opportunity to share his side of the story. But it is also cled?ltiat

believed that as a teacher he could not influence his colleague to change her bebavior. H

would need greater positional authority to be able to do this kind of leadership work.
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Conversely, Phil was willing to go out of his way to support his fellow teachers in
situations that were less controversial such as instructional matters.tBoac@m$e was
happy to share curricular materials and instructional expertise \sitoheagues. He
said:

The guy across the hall is doing a novel right now. The last tfears he

didn't do one. He’s heard me say a few times that kids hate tbel Ba

[Reader]. | don’t know if |1 had an influence on that or not. | got him the

novels. | gave him some of mine. | even found this old teacher-created

material, like a packet, | gave him that. | even gave hinmangary of the

books. He wouldn’t even actually have to read it. I'm sure he didntiéut

is doing that right now.

Phil felt that offering such assistance to his colleagues would be welleéaehereas
confronting them about behavioral issues might cause conflict, something thahbd wis
to avoid until he had adequate positional authority to challenge his colleagues.d”hil als
seemed to feel more confident about his expertise and credibility when it@ame t
instructional issues. For instance, he said:

If I really believe I'm doing things the right way, | wdladly not only tell

a teacher about it. I'll go in and do it. I'll go in and teach ey can just

sit and watch me.

When it came to teaching issues, Phil felt a certain expertise that he didlratidat
challenging his colleagues concerning behavioral issues. Thus, he enadted teac
leadership using support skills he had developed throughout his career.

Another way that Phil found to build positive and supportive relationships with
his colleagues was to compliment their work. He used this support skill asta gety
his colleagues to open up and talk about their work. For example, he said:

Right now sometimes | see people do things well and | make sure |

compliment them and see if | can get them to talk about it. Thesea &

grade teacher who did something really neat last year...| reace |
complimented her on that. She was appreciative.
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Phil believed that using support skills to enact teacher leadership helped him build
positive relationships with his colleagues. These relationships helped him build
credibility and authority in the area of instruction. However, it may not have helped t
change the behavioral climate at the school or pushed his colleagues to chargesthe w
they treated their students.

Although Audrey felt that her various teacher leadership positions gave her the
authority to challenge her colleagues when it came to committee work oriaedhor
school-wide improvement initiatives, she found it difficult to challenge hézames on
a more personal level. Like Phil, she wanted to avoid conflict, especially with the
teachers with whom she worked closely. However, Audrey was happy to assist
colleagues when they came to her for help. For instance, she said:

| guess you could say when | see a colleague in trouble or strgggli

when | notice it—not when they come to me, that is different (begaus

then | just try to help them. If | notice it then | am not reédight forward

about it.

If her colleagues made the first move by asking her for help, Audrey wouddl thesn.

However, she avoided confronting her colleagues when they did not seek her help
because she was afraid that she would be perceived as pushy or haughty. Ehie desir
avoid conflict could have something to do with Audrey’s perception that her colleagues

felt she was too inexperienced to be a teacher leader. Nonetheless, sheeddagni

herself a need to become more confident in confronting colleagues when she thetyce
needed help. Just such a situation had come up with one of the teachers on her team, who

had become stressed out about the behavior of a couple of students. When planning how

she would deal with the situation, Audrey said:
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| can even point out to her that | noticed yesterday when you eedel

here so late, | just wonder if that really affected your day and how it makes

you feel and I'm worried about you. | don’t see anybody, espedially

teacher, thinking that I'm picking on her.

Audrey realized that the way she framed her offer of support was es#esitealvanted

the offer to be well-received and did not want the teacher to be insulted. She utikzed t
support skill to build positive relationships with her closest colleagues as dleagbd
their practice.

Pauline considered herself a teacher leader because she had particuliseexper
about special education. She felt that support was an essential component o,this rol
which she enacted by attending meetings, taking responsibility for hetpohenss, and
offering her expertise when teachers needed it. Sometimes Pauline supported he
colleagues by offering to take on a student they were having trouble reaching. For
example, she said:

How do | support them? If they have a problem with a student that they

can’'t handle and ask if they can come to my small group, | have

problem with that. If they need me to do something to the best of my
knowledge, | will do it for them. | go to every one of my grade lleve
readings. | go to every one of my collaborative meetings.
However, like Phil and Audrey, Pauline did not always feel confident challenging her
colleagues. Pauline wanted to challenge her colleagues’ perceptions ofsstudemishe
saw that a teacher was making assumptions or stereotyping a student hecausiee
was identified. However, Pauline was reticent about challenging hergudie&®ecause
they had ignored her efforts to challenge them to think differently so nrarg before.

But she believed her leadership training had helped her learn how to speak ai@llengi

words in a more positive and influential way. For instance, she said:
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[The courses] gave me the words but | still fight to sagntbecause 1 still

wonder, ‘what are they going to think when | say this?’ You k#ile to

work with those people.

Pauline had begun to develop ways to be less confrontational and more positive when she
challenged her colleagues, but she still needed to build her confidence to enantthis ki
of teacher leadership.

Allison described teacher leadership enactment as being part of a comafiunity
teachers who were also leaders and who enacted leadership by helping eaoh other
various ways. Allison’s community perspective called for a more egatitenactment of
teacher leadership where all teachers are encouraged to both support and ckatlenge
other. For instance, Allison said:

I’'m not one of the few leaders. There are lots of leaders.dldento learn

from them and I'm just kind of in that middle place right now wheaenl

able to learn but yet still kind of influence others as well.

Allison believed that creating a community would build trust and therefore all@veiesa

to more comfortably challenge each other to change their practice. She reddgaiz

the positional view of teacher leadership limited the interactional influsateould

occur within a community of leaders who were also learners. She also acknowledged tha
some teachers become leaders because they are influential and not begdake tre

extra responsibilities or are appointed to lead by administrators. For examgpksaid:

It's the teacher leaders that want to do something, the peoplel who

perceive as a teacher leader whether they think they are.drfeet like

those are the teachers who would initiate something.

Like Pauline, Allison believed that the enactment of teacher leadershiplatasl te

each member of the community being able to initiate change by following#ssions.

Within this model, Allison felt that teachers would become leaders in raasost
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interested them or where they were experts. Thus, all teachers would have the
opportunity to lead, distributing power across the school and building trust within the
community. Allison’s view of teacher leadership enactment was the only one that
allowed for supportive and challenging behaviors to exist comfortably.

SUMMARY

This chapter has explored two conflicting paradigms of teacher leadership
revealed through this study: teacher leadership as positional and teachshlpaate
influential. The positional paradigm follows a more traditional view of leadershhat
it maintains a leadership hierarchy within the school, allocating power toduodis in
specific and defined positions. It is a more comfortable paradigm for reacdlyers and
administrators because it is easier to define and control. Its populahti?kiltand
Audrey may be attributed to their previous experiences with leadership including how
leadership has been constructed by administrators in their schools. Theyombg al
drawn to it because they see it as a stepping stone to the administrativap disey
both seek.

On the other hand, the influential teacher leadership paradigm calls intmguest
traditional constructions of leadership. It requires that power be distributataati
teachers and calls teachers collectively to become leaders. Thiesging to both
administrators and teachers because it requires the former to relinquishapaviiee
other to take greater responsibility and initiative. The low status digesapresents a
significant challenge to this paradigm, but could be the reason why Pauline aaah Alli
are drawn to it. They seek professional empowerment as well as the opportunity to follow

their passions for teaching. They want to remain teachers, but feel thatdheis
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impacting student learning not just in their own classrooms, but throughout the school.

Further implications of these findings will be discussed in detail in the nexiechapt
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CHAPTER 6: DISCUSSION AND IMPLICATIONS
This chapter concludes the study by addressing the ways that the findivwgs ans
the three research questions, how these answers contribute to what we know about
teacher leadership and educational leadership theory, and the implicaticteditiibas
for future research and teacher leader preparation programs.
ANSWERING THE RESEARCH QUESTIONS
In order to determine how teacher leaders become critical througthartea
leadership master’s degree program, this study sought to answer therglteaearch
guestions:
1. What, if anything, exists in these teachers’ histories and charactbaghat
allowed them to already meet one or more of Foster’s four demands?
2. Given the cohort context, how have their courses helped or hindered these
teachers in meeting Foster’s four demands?
3. Now that they have finished their master’s, how do these teachers connect
Foster’s four demands to their daily work?
To answer each of these questions, we must consider each of Foster’s four deamands
reference to the findings. Foster calls educational leaders to bel critinaformative,
educative, and ethical. Critical leaders reflect on and question inequities thihi
education system; transformative leaders create democraticstaittiat activate the
power within each member of the school community; educative leaders chaltbege
within the school community, especially those who hold the most power, to join them in
becoming critical; and ethical leaders work toward a communal vision of a mbre jus
society. These four demands, when applied to teacher leadership, creatgeaofimbat
we can refer to from here on as “critical teacher leadership.” In tleevfoly sections,

the three questions will be discussed as they pertain to the findings with the fonddema

being addressed in separate paragraphs.
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Question 1: Teacher histories and characteristics

The first question explores the participants’ histories and characteresldang if
and how their life experiences have allowed them to begin their teaaller le
preparation with notions of what it means to be a critical teacher leader. Begith
Foster's demand to become critical, there is evidence that some teaeheedready
guestioning inequities within their schools prior to beginning their training prog@m. F
example, before starting the program, Allison had realized that the wantstudkre
placed in the program for at-risk students at her school was arbitrary in that/énere
some students who were not truly at-risk while others who would benefit from the
program had been purposely excluded. She had also recognized that the labeling of these
students as at-risk caused them to be unfairly judged and stereotyped by teachers
administrators, and other students, and that students in the program were subjected to
unjust treatment as a result of this labeling. We know that Allison was refexttically
on these issues prior to beginning her teacher leadership coursework becaaigkedhe t
about designing her action research project around these observations. The action
research course was the first one taken by the cohort, and because that was one course
taught outside of the ELPS department, it can be assumed that there was likely not a
significant critical component to the course.

It is more difficult to determine whether teachers were transformaitiveto
beginning their leadership training. Since most of them were not in situations tivagr
had been given opportunities to establish more democratic school structures or where
they were able to activate power in their colleagues, they may not have had ofipertuni

to talk about, write about, or display this quality early on. However, it could cgrtanl
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argued that some teachers were likely to have at least been interestedfortnative
leadership. The teacher who comes to mind most readily is Pauline. In her role as a
special education teacher, she had attended many workshops and professional
development activities. She talked about how these activities had inspired her t@ try ne
methods with her students, some of which she described as empowering. Another
example of transformative leadership was when Allison encouraged her stiedent
engage in a debate about whether a sign in the hallway that identified thenlo¢dhe
at-risk program’s classrooms should be taken down. She hoped through this debate that
the students would find a voice and become empowered to seek the change that they
desired. Therefore, although Pauline and Allison did not necessarily identiéyabes
examples of transformative leadership, they both activated power within tioenst
and were thus, transformative.

When it came to the teachers exhibiting the demand to be educative, there is some
evidence that some of them were already engaging in educative behavooestey
began their training. Allison again comes to mind as she talked about having gone to the
administrators in her building to question the way that students were identified td be pa
of the program for at-risk students. She attempted to challenge them to thirdndiffe
about the purpose of the program and how labeling the students was negativelygaffectin
their behavior, performance, and self-esteem. Although her effort was not réwattale
a change in how students were identified, she nonetheless took a chance by confronting
the administrators, who had greater power over policy within the school. Audrey also did

some educative work when she led a school-wide initiative to implement positive
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behavior management. Although some of her colleagues were resistant to the idea, she
stood up to them, telling them that this would be better for the students.

Lastly, being ethical prior to starting the program would requirachtr being
able to show that he or she was engaged in what we could call school or community
activism. There is little evidence that shows this kind of involvement before, during, or
even after the teacher leadership training. Overall, what we might callsayvoccurred
on a small-scale basis as teachers like Pauline or Allison campaggribd special
groups of students with whom they worked. This level of advocacy occurred at the school
level only. None of the teachers were engaged in community-level activism.
Question 2: Critical teacher leader development

The second research question asked how teachers were engagedineadier
leadership development through their courses and the cohort structure. Much of the data
address this question since most of the findings reported in Chapter 4 were about the
leadership development process. But let’'s take a moment to concentrate tres@w t
findings relate specifically to Foster’s four demands. First, the coursksibtedly
pushed teachers to become more critical. Course assignments, classotiscasd
multi-media were all used to challenge each teacher’s thinking. Thalenty of
evidence from class discussion alone that teachers developed critical caressous
during their preparation. For example, they questioned why segregationaspstiblem,
why school funding is not more equitable, and whether teachers have fair egpsaht
parents. However, it is less clear to what extent teachers actualipded#ical versus
learning to espouse critical beliefs during class or in course assighmerder to please

their professors. For instance, Megan wrote a paper that incorporatedad critic
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perspective of leadership, but did not participate in many critical clasgssions so |
wondered if she really believed in the ideas she wrote about or if she was simipty wr
what she thought her professor would like to hear. There is also evidence thatteac
struggled to maintain a consistent critical perspective. For example, duclags
discussion, Audrey criticized parents for not valuing education and for contributing to the
cycle of poverty. When given the chance to member check the findings, she even
commented on her reluctance to change this perspective because it would mean she
would have to acknowledge her privilege and give up some of her power, which she said
nobody wants to do.

The third section of Chapter 4, which discussed the relational aspects of
leadership preparation speaks to whether teachers became more traneddhraatgh
their training. Unfortunately, when given opportunities to create more aggatit
structures that would activate the power within each of their cohort colleagygseatrs:
that most of them chose not to do this. Instead of creating a trusting and supportive
atmosphere in which to explore critical issues, they chose to intimidate,dadsgnore
their colleagues. Although it is certainly possible that this perception wabaretisy
all cohort teachers, it was something that was validated through membles.d\igc
observations of these behaviors were confirmed by professors as wethaskiey
informants though they were aware of these dynamics to varying degreesaimple,
Pauline and Audrey were able to talk frankly about what Audrey called treddti
aggression” while Phil and Allison were less aware of the negative dynamics

To some extent, the cohort dynamics affected how educative the teacheers wer

able to become in their courses. Observations included many examples ofsteacher
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challenging each other to think more critically. However, as many aioimenents

included in the section on developing critical consciousness showed, teacherstemore of
agreed with each other. There are not many examples of teachers tigagndact,

instead of sharing verbal disagreement, it was more often observed thatst®amhid

show a negative response to a comment physically by rolling their eyesspewhg to

the teacher sitting next to them. These were behaviors that Phil, Audrey,udineg B
noticed. Thus, it appears that educative leadership was limited by relalyoaahics

within the cohort.

Finally, there is little evidence that the courses or cohort structesemed
opportunities for teachers to become ethical through advocacy experiences. Although
they could certainly share outside advocacy experiences with their atassthese
kinds of opportunities were not part of the program. The one opportunity that teachers
would have had to participate in activism would have been through their action research
project. However, since they took the action research course first and sincesthey w
encouraged to begin designing their project at the start of their trainintggsiskely
that they would have chosen topics relevant to Foster's demand to be ethical.
Question 3: Enactment of Foster’s four demands

The final question asks how teachers were able to enact Foster’s four demands
through their work in schools during their training or after completing it. Tldepge
relevant to this question is found mostly in the last section of Chapter 5, where teacher
leadership enactment is discussed. Again, we see evidence of all fourdtayaintis
enacting the demand to be critical. For example, Phil and Audrey both talked about

guestioning their colleagues’ behavior management strategies while Allisétaatide
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discussed how effectively the educational programs at their schools addtadsetss
needs. We clearly see that all four key informants became more critmadththeir
teacher leadership preparation. However, being a critical teacter lea@ans enacting
all four of Foster’'s demands.

There is also evidence that teachers became transformative lddarrglasome
had not been given opportunities to enact this demand as yet. For example, Audrey had
opportunities to create democratic and empowering structures for teachersschool
since she was part of a critical friends group. However, Phil was only abllke aboat
how if he were principal, he would like to create structures to give teachers an
opportunity to share their thoughts and ideas. He talked about the importance ofjlistenin
to teachers, and expressed his frustration that his current principal did not listen.
Nonetheless, his interest in creating these structures shows that he ptad #uo
transformative approach and hoped to enact it when he became a principal. Allison
presented another good example of enacting transformative leadership whekeshe tal
about her participation in professional learning communities at her school. Shéaéked t
fact that everyone was given the opportunity to share their ideas and thkahevere
all written down to be reported back to the administration. She felt these structures
allowed all group members to voice their ideas, which she found empowering to
everyone in the group. Her support of and contribution to these groups engaged her in
transformative leadership.

Teachers were also able to enact educative leadership upon completing their
leadership training. The best example of this is found in Audrey’s description luddke

study group she started which read about critical race theory, and the sat®ol-w
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professional development activity that she led to critique the work of Ruby Pdngse T
two initiatives were led by Audrey, inspired by her coursework, and intentionally
educative. She wanted to challenge her colleagues to become more anticaithout
her leadership, these initiatives would probably not have occurred. Other soaléer
examples also show that teachers became educative leaders. For exdismpie, A
confronted teachers in her department on an individual basis when they stereotyped the
students in the at-risk program. Pauline also was able to inspire one of her esllEagu
think more positively about her ability to manage a special education student insBer cla
Moreover, it appears that this was a demand that at least some teachersetl not f
comfortable enacting before their training and which their preparatioachéipm
develop. For instance, Pauline and Allison both expressed that they felt they had found
the words and the attitude to become educative through their teacher leadersag. cour
To finish, it was again difficult to determine to what extent teachers aideeo
enact the demand for ethical leadership. They did talk about the idea of moredigade
in their leadership papers. However, just talking about moral or ethical leadership doe
not fully meet Foster’s demand since to be ethical, leaders must actwddyowr social
change. To me, this means working within the community. For the teachers who were
part of the cohort, this could have been working at the district level as well. Howeve
there were few structures created to support this kind of work within the distegt, t
would need to go outside of their schools or districts. None of the teachers discussed
getting involved in this type of activism. Of course, if we consider etleadlership only
to be leading unselfishly and with good intentions, then some of our teachers weece able

enact this demand. For example, Allison and Pauline really were advocatesrfor the
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students. They both made decisions that placed their students’ needs first, artl enacte
leadership with that motive in mind.

Therefore, to varying degrees, teachers were able to meet Foster'srftands.
They exhibited critical, transformative, and educative leadership priodtaftar
completing their training. However, the cohort dynamics might have limiteelxtieat to
which they were able to practice these demands during their leadership dev¢lopme
courses. There also seemed to be a need for expanded discussion of and opportunities for
the development of the advocacy element of ethical leadership.

CONTRIBUTION TO THE LITERATURE

The literature reviewed for this study indicated a need for an influential
conception of teacher leadership. We saw that overall, positional teacherHgatads
little effect on teaching and learning. More specifically, a numbeiuadfes found that
the conception of teacher leadership as positional maintains the conventional school
leadership hierarchy by utilizing teacher leaders as middle-managel that as such,
many teachers are reticent to become teacher leaders. Other stdideted that
positional teacher leadership challenges the normative teaching culturk,l@duds to
teacher resistance to the work of these leaders. Finally, we saw thé& gesgional
teacher leadership being defined by titles and roles, there is signdioénjuity about
teacher leadership roles and responsibilities, and thus, those who become positional
teacher leaders find themselves with little power to determine the natimesrof
leadership work. All of these issues explain why positional teacher legobeshnot had

a significant impact on school change and reform.
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Thus, scholars in the field have called for a new conception of teacher lepdershi
one that | have chosen to call “influential teacher leadership” throughostukis
However, there is little research that utilizes this conception of teaduwrship, which
| would argue is the result of confusion among scholars as to how we define teacher
leadership. For example, participants in studies about teacher leadershipchalei
department heads, curriculum coordinators, mentors, instructional coaches, prdfessiona
learning community leaders, committee chairs, union representatiweshas it appears
that teacher leadership has most often been defined by the authority dltocate
position or role, and that past notions of teacher leadership ignore the call forexbroad
more inclusive vision of teacher leadership as based on influence relationships.
Moreover, | propose that it is quite possibly the result of defining teacherdbarlas
positional in most of our literature that we have seen such disappointing findings, and
that the promise of teacher leadership has yet to be realized.

In addition, the findings of this study reported in Chapter 5 support the existing
literature, demonstrating that ambiguity in the definition of teacher Idadexstends
beyond the scholarly community to schools. This was precisely why | arguedpteCha
2 that the way researchers identify participants can affect the resal&tuafy. In asking
teachers and principals to identify those they believed to be teacher leaskaschers
assumed that there was a common definition of teacher leadership amonmppeastit
and scholars. However, it is certainly possible that had researchers asteteabhers
had influence in the school, teachers and principals would have identified a completely
different set of participants. Therefore, it is important that we distihdpesveen

positional and influential conceptions of teacher leadership. We saw in thihstudy
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having a positional versus an influential view of teacher leadership affeeted t
motivations of teachers to become teacher leaders, teachers’ beliefs alpat¢tiial of
teacher leadership, and teachers’ enactment of teacher leadership witlsahbels.
Furthermore, because no clear definition of teacher leadership was esagtedeto the
teachers within the leadership preparation program, their possible misconsegitout
the nature of teacher leadership were never addressed. Therefore, some adrinem w
unable to see the potential discussed by many scholars of an influence-besedfnot
teacher leadership.

It is impossible to have academic conversations about teacher leadership when we
are each using different definitions and conceptions. It is also difficult éondieie the
validity of studies on teacher leadership when there is no certainty about what eac
researcher is studying. Therefore, | propose that we begin using anotdethat
embodies the notion of teacher leadership as influential such as Nuevo Teacher
Leadership or some other such designation. This would provide a common ground for
scholars and practitioners to talk about and study teacher leadership asiatftatrer
than positional. It would distinguish between the first, second and third periods arteach
leadership, and the fourth period, which is markedly different.

CONTRIBUTION TO EDUCATIONAL LEADERSHIP THEORY

Foster’s four demands for educational leadership have been described in this
study as embodying a definition we could call “critical educational |eligeidt is
perhaps confusing to call it “critical” since one of Foster's demantdshis critical, but
since the demands are clearly located within the critical theoryitbradit makes sense to

call it “critical.” Thus, we have a definition of critical educationadeiship. However,
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this definition has not been specifically applied to teacher leadership degpiéet that
the teacher leadership literature has shown us that all conceptions of teadbesHip
address issues of power and/or empowerment. For example, positional tea@rshipad
has been rejected by many teachers particularly because of its link tatguthdr
hierarchies whereas influential teacher leadership proposes to emfide&clzers to
become leaders.

In addition, the idea of influential teacher leadership has been linked to the
distributed leadership design. Distributed leadership, as Spillane desisribes
empowering, but not necessarily critical. For example, distributed sagepreads the
responsibility and power across all members of the school community including
teachers—it gives teachers the opportunity to be both leaders and to support the
leadership of others by becoming followers. However, distributed leadershqugh
based on influence relationships, does not specify whether influence should be positive or
negative. The findings of this study have shown how influence can be negative. For
instance, we saw how the relational dynamics of the cohort members prevenged som
teachers from meeting all four of Foster's demands. Thus, there needs tothera fur
clarification that influence relationships ought to be positive if they arapgacst change
in schools. For this reason, | am also calling for a new conception of teaathenskap
that we can refer to as “critical teacher leadership,” which apptister’s four demands
to the concept of distributed and influential leadership. We can incorporate fioa crit
component of teacher leadership into the definition proposed above so that Nuevo
Teacher Leadership describes both influence-based and critical concepteashef

leadership as these go hand in hand.
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IMPLICATIONS FOR FUTURE RESEARCH

The discussions above show us how important it is that scholars continue to
conduct studies on teacher leadership. Due to the use of positional teachehilgaders
conceptions in defining teacher leadership for so long, it is uncertain to wht thete
findings of existing research are valid. Scholars have noted that these fiadings
disappointing at best. However, the promise of teacher leadership still gstms r
Therefore, we need further research on Nuevo Teacher Leadership. In additierssc
need to integrate the concept of critical teacher leadership, which ackgewlie link
between teacher leadership and critical theory. Only through furtlobr il we begin
to see how the notion of critical teacher leadership affects school reform agé.chan

IMPLICATIONS FOR TEACHER LEADER PREPARATION

Finally, the findings of this study indicate the importance for teachdetship
preparation programs to make explicit what teacher leadership meianstlenough to
design a program meant to prepare Nuevo or critical teacher leadersdricept of
teacher leadership is never fully explored during the program. It is alsacggleto
situate a teacher leadership preparation program within an educationadhgader
department that calls itself critical, and expect that the mission of thatrdepawill be
adopted by teacher leaders without a struggle. Findings from Chapter 4 indicated tha
course assignments and class discussions did affect teacher leadergttonsif
leadership. However, teachers struggled to apply their developing criticalarsmsEss
to social problems in an attempt to promote social change through activism in their
schools, districts, and communities. These findings also indicated that there mayebe s

resistance among teachers to construct their individual critical consessusnto build
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supportive and safe spaces where they can develop critical consciousness tigégbora
In addition, those teacher leader preparation programs interested ingcidagivo or
critical teacher leaders need to provide further opportunities for teacierd¢a become
activists through their coursework. For example, providing teacher leadersunyijpes

to explore how the decisions they make in their classrooms, schools, and communities
affect broad social change and encouraging them to participate in servictspooje
social activism will assist them in developing a confident critical gonsness and in
meeting Foster’'s demand to become ethical. These are important ssoasiter as
departments of educational leadership expand their programs to include teacher
leadership development. For these programs to prepare Nuevo or critbalrteaders,
they must create structures that are conducive to critical developmeunsbetherwise,
teacher leadership work will simply be administrative work in disguise.

Furthermore, departments of educational leadership need to consider how they
might support the development of teacher leadership within schools through their
principal preparation programs. Findings from this study indicated thatehgon of
structures within schools that support influential conceptions of teacher leadeeship a
essential. Thus, as principals are prepared, they need to experience airggcultur
concerning the need for teacher leadership, the goals of teacheshgadand the
definitions of teacher leadership. They especially need to understand thendifer
between positional and influential conceptions of teacher leadership, and how they mig
go about creating spaces for influence relationships among their staftsp&ls must
also be prepared to scope out teacher strengths, supporting the developmentidind gro

of these through the provision of professional development opportunities. Finally,
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principals must be prepared to activate the power within teacher leaderméoteifr

work, become more critical, and become advocates for their students.



171

REFERENCES

Acker-Hocevar, M., & Touchton, D. (1999%.model of power as social relationships:
Teacher leaders describe the phenomena of effective agency in praapes
presented at the Annual Meeting of the American Educational Research
Association.

Anderson, K. D. (2004). The nature of teacher leadership in schools as reciprocal
influences between teacher leaders and princifalsool Effectiveness and
School Improvement, (B, 97-113.

Ash, R. C., & Persalil, J. M. (2000). The principal as chief learning officer: Dewegl
teacher leaderdlASSP Bulletin, 8§415-22.

Barth, R. S. (2001). Teacher lead@hi Delta Kappan, 8&), 443-450.

Brooks, J. S., Scribner, J. P., & Eferakorho, J. (2004). Teacher leadership in the context
of whole school reformlournal of School Leadership

Caine, G., & Caine, R. N. (2000). The learning community as a foundation for
developing teacher leadeMASSP Bulletin, 8§47-14.

Carspecken, P. F. (199@®ritical ethnography in educational research: A theoretical
and practical guideNew York: Routledge.

Childs-Bowen, D., Moller, G., & Scrivner, J. (2000). Principals: Leaders of leaders.
NASSP Bulletin, 827-34.

Clemson-Ingram, R., & Fessier, R. (1997). Innovative programs for teaelersaip.
Action in Teacher Education, 195-106.

Collay, M. (2006). Respecting teacher professional identity as a foundaticorah ref
strategy [Electronic VersionNew Horizons for Learninffom
http://www.iier.org.au/iier15/webb.html.

Conley, S., & Muncey, D. E. (1999). Teachers talk about teaming and leadership in their
work. Theory Into Practice, 38), 46-56.

Coyle, M. (1997). Teacher leadership vs. school management: Flatten tihehiesta
Clearing House, 7(®), 236-239.

Crowther, F., Kaagan, S. S., Ferguson, M., & Hann, L. (2@&)eloping teacher
leaders: How teacher leadership enhances school suctlesasand Oaks, CA:
Corwin Press, Inc.



172

Cunningham, W. G., & Cordeiro, P. A. (200Bducational administration: A problem-
based approachBoston: Allyn and Bacon.

Darling-Hammond, L., Bullmaster, M. L., & Cobb, V. L. (1995). Rethinking teacher
leadership through professional development schdbks Elementary School
Journal, 9€1), 87-106.

Duke, D. L. (1994). Drift, detachment, and the need for teacher leadership. In D. R.
Walling (Ed.), Teachers as leaders: Perspectives on the professional development
of teachergpp. 255-273). Bloomington, IN: Phi Delta Kappa Educational
Foundation.

Fain, S. M. (2002). The quest for authentic engagement. In J. J. Slater, S. M. Fain & C.
A. Rossatto (Eds.)fhe Freirean legacy: Educating for social justigp. 129-
138). New York: Peter Lang.

Feiler, R., Heritage, M., & Gallimore, R. (2000). Teachers leading tea¢dcational
Leadership, 5{7), 66-69.

Forster, E. M. (1997). Teacher leadership: Professional right and respongaiiiby in
Teacher Education, 182-94.

Foster, W. (1989). Toward a critical theory of practice. In J. Smyth (Ed.), (pp. 39-62).
Freire, P. (1970, 1993pedagogy of the oppressédew York: Continuum.
French, J. R. P., & Raven, B. (2001). The bases of social power. In I. G. Asherman & S.

V. Asherman (Eds.)The negotiation sourcebo@Rnd ed., pp. 61-74). Amherst,
MA: Human Resource Development Press.

Frost, D., & Durrant, J. (2003). Teacher leadership: Rationale, strategy and.impact
School Leadership & Management(28 173-186.

Fullan, M. (1994). Teacher leadership: A failure to conceptualize. In D. R. WéHhy
Teachers as leaders: Perspectives on the professional development of teachers
(pp. 241-253). Bloomington, IN: Phi Delta Kappa Educational Foundation.

Furman, G. (2003). The 2002 UCEA presidential addi¢S&A Review, 483), 1-6.

Griffin, G. A. (1995). Influences of shared decision making on school and classroom
activity: Conversations with five teachel$e Elementary School Journal,(25
29-45.

Hart, A. W. (1994). Creating teacher leadership rdesicational Administration
Quarterly, 3@4), 472-497.



173

Hart, A. W. (1995). Reconceiving school leadership: Emergent vidwesElementary
School Journal, 98), 9-28.

Hatch, T., White, M. E., & Faigenbaum, D. (2005). Expertise, Credibility, and Influence
How Teachers Can Influence Policy, Advance Research, and Improve
PerformanceTeachers College Record, 6%, 1004-1035.

Hayes, C., Grippe, P., & Hall, G. H. (1999). Firmly planté&mlurnal of Staff
Development, 2@), 17-21.

Heller, M. F., & Firestone, W. A. (1995). Who's in charge here? Sources of leadership f
change in eight school§he Elementary School Journal,(25B 65-86.

Katz, M. B. (2001)The irony of early school reform: Educational innovation in mid-
nineteenth century MassachuseNgw York: Teachers College Press.

Katzenmeyer, M., & Moller, G. (2001Awakening the sleeping giant: Helping teachers
develop as leader@nd ed.). Thousand Oaks, CA: Corwin Press, Inc.

Kincheloe, K. D., & McLaren, P. (2003). Rethinking critical theory and qualitative
research. In N. K. Denzin & Y. S. Lincoln (EdsThe landscape of qualitative
research(2" ed., pp. 433-488). Thousand Oaks, CA: Sage.

Labaree, D. F. (2004T.he trouble with ed schoolslew Haven: Yale University Press.

Lambert, L. (2003). Leadership redefined: An evocative context for teacdersag.
School Leadership & Management (283 421-430.

LeBlanc, P. R., & Shelton, M. M. (1997). Teacher leadership: The needs of teachers.
Action in Teacher Education, 192-48.

Leithwood, K., & Jantzi, D. (1999). The relative effects of principal and teacheresour
of leadership on student engagement with schgaicational Administration
Quarterly, 35 679-706.

Leithwood, K., & Jantzi, D. (2000). Principal and teacher leadership effects: A
replication.School Leadership & Management(2)) 415-434.

Lieberman, A., Saxl, E. R., & Miles, M. B. (1988). Teacher leadership: Ideology and
practice. In A. Lieberman (EdBuilding a professional culture in schod|sp.
148-166). New York: Teachers College Press.

Little, J. W. (1988). Assessing the prospects for teacher leadership. In A. Lagberm
(Ed.),Building a professional culture in schodlgp. 78-106). New York:
Teachers College Press.



174

Little, J. W. (1995). Contested ground: The basis of teacher leadership in two
restructuring high school$he Elementary School Journal,(2B 47-63.

Little, J. W. (2003). Constructions of teacher leadership in three periods of policy and
reform activismSchool Leadership & Management (28 401-4109.

Marks, H. M., & Louis, K. S. (1997). Does teacher empowerment affect the classroom?
The implications of teacher empowerment for instructional pradideacational
Evaluation and Policy Analysis, (3, 245-275.

Marshall, C., & Ward, M. (2004). "Yes, but...": Educational leaders discuss sociedjusti
Journal of School Leadership, 1830-563.

McLaren, P. (1998)Life in schools: An introduction to critical pedagogy in the
foundations of educatiofThird Edition ed.). New York: Longman.

Neuman, M. (2000). Leadership for student learniftg.Delta Kappan, 8@), 9-12.

Ogawa, R. T., & Bossert, S. T. (1995). Leadership as an organizational quality.
Educational Administration Quarterly, &), 224-243.

Quantz, R. A., Rogers, J., & Dantley, M. (1991). Rethinking transformative leadership:
Toward democratic reform of schoal&urnal of Education, 113), 96-118.

Rogus, J. F. (1988). Teacher leader programming: Theoretical underpidangsl of
Teacher Educatigr6-52.

Rost, J. C. (1991).eadership for the twenty-first centufyew York: Praeger.

Rowan, B. (1990). Commitments and control: Alternative strategies for the
organizational design of schooReview of Research in Education, B63-389.

Rury, J. L. (2002)Education and social change: Themes in the history of American
schooling Mahwah, NJ: Lawrence Erlbaum Associates.

Ryan, S. A. (1999)Principals and teachers leading togethBaper presented at the
Annual Meeting of the American Educational Research Association.

Silva, D. Y., Gimbert, B., & Nolan, J. (2000). Sliding the doors: Locking and unlocking
possibilities for teacher leadershipeachers College Record, X@2, 779-804.

Skrla, L., Scheurich, J. J., Garcia, J., & Nolly, G. (2004). Equity audits: A practical
leadership tool for developing equitable and excellent schiedigcational
Administration Quarterly, 4@), 133-161.



175

Smylie, M. A. (1992). Teachers' reports of their interactions with teachdere
concerning classroom instructiofhe Elementary School Journal,(23 85-98.

Smylie, M. A. (1994). Redesigning teachers' work: Connections to the clasfteuview
of Research in Education, 2029-177.

Smylie, M. A., & Brownlee-Conyers, J. (1992). Teacher leaders and their ptgcipa
Exploring the development of new working relationshigducational
Administration Quarterly, 2@), 150-184.

Smylie, M. A,, Conley, S., & Marks, H. M. (2002). Reshaping leadership in action:
Exploring new approaches to teacher leadership for school improvement. In J.
Murphy (Ed.),The educational leadership challenge: Redefining leadership for
the 21st centurypp. 162-188). Chicago, IL: The University of Chicago Press.

Smylie, M. A., & Denny, J. W. (1990). Teacher leadership: Tensions and ambiguities
organizational perspectivEducational Administration Quarterly, £8), 235-
259.

Spillane, J. P., Halverson, R., & Diamond, J. B. (2001). Investigating school leadership
practice: A distributed perspectiieducational Researcher, &), 23-28.

Spillane, J. P., & Sherer, J. Z. (2004). A distributed perspective on school leadership:
Leadership practice asretched ovepeople and placémerican Education
Association San Diego.

Snell, J., & Swanson, J. (2000he essential knowledge and skills of teacher leaders: A
search for a conceptual framewoiRaper presented at the Annual Meeting of the
American Educational Research Association.

Starratt, R. J. (1986). The moral implications of administrati@A. Bulletin

Talbert, J. E., & McLaughlin, M. W. (1994). Teacher professionalism in local school
contexts American Journal of Education, 1(%), 123-153.

Wasley, P. A. (1991)eachers who lead: The rhetoric of reform and the realities of
practice New York: Teachers College Press.

Yarger, S. J., & Lee, O. (1994). The development and sustenance of instructional
leadership. In D. R. Walling (Ed.Jeachers as leaders: Perspectives on the
professional development of teach@yp. 223-237). Bloomington, IN: Phi Delta
Kappa Educational Foundation.

York-Barr, J., & Duke, K. (2004). What do we know about teacher leadership? Findings
from two decades of scholarshipeview of Educational Research(3y 255-
316.



176

Yukl, G. (2006).Leadership in organization&th ed.). Upper Saddle River, NJ: Prentice
Hall.



177

APPENDIX A

LIST OF CODES AND THEMES

Action (30)
Administration (59)
Anger at injustice (21)
Authority (20)

Care (63)

Challenged (35)
Change (38)

Cohort (54)
Community (81)
Confidence (43)
Critical leadership (13)
Critical thinking (25)
Definition of success (11)
Discouragement (50)
Disturbed (35)
Diversity (3)
Educative leadership (2)
Empowerment (31)
Family of teachers (5)
Family support (15)
Follower (9)

Gender (4)

Individual needs (59)
Inequity (31)
Influence (44)
Inspiration (7)
Isolation (5)

Kids energize (9)

L eader ship (36)
Learning (8)

Listening (27)
Maturity (13)

Moral leadership (11)
Motivation to teach (24)
Ownership (7)

Par ents (56)
Persistence (9)
Policy (26)

Power (84)
Questioning (67)
Racism (9)
Re-culturing (20)

Reform (23)

Relationships (97)
Resistance (22)

Segregation (5)

Social justice (11)

Support (74)

Teacher leadership (82)
Teaching as caring (2)
Teaching as controversial (1)
Teaching as fun (2)
Teaching as profession (10)
Teaching as thankless (1)
Think differently (33)
Transformational leadership (5)
Trust (30)

Unaware (8)

Uncomfortable (9)

(Major themes or “super codes” are in bold)
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CODE FAMILIES

Community — Power — Influence
Community — Relationships — Trust
Community — Support

Teacher leadership — Power
Teacher leadership — Influence
Teacher leadership — Support
Teacher leadership — Action
Power — Care

Power — Relationships

Critical consciousness (inclusive of: Individual needs — Questioning — Think differe
Parents — Disturbed — Discouragement — Critical thinking — Change — Chédllenge
— Anger at injustice)

Leadership — Critical leadership
Leadership — Administration
Leadership — Support

PRAGMATIC HORIZON ANALYSIS EXAMPLE

Audrey: I think I'm well liked. I think some people think that I'm an overachiever,
probably accurately. | think that the three teachers in my building who are
just do nothings—and everybody knows that they are on the margins,
everybody knows that they are definitely mediocre—they don't like me.
They probably think that | am pushy, maybe a know-it-all. Those are those
three people. No one cares about what they think because if we based all
of our decisions on what those people thought then we wouldn’t do
anything. | ignore them. | listen to what they say and | reply
diplomatically. In fact, just last week | had to reply to this one badgering
email in a very diplomatic way and | did. Problem solved. Whatever. It
doesn’t get to me. Those three people don’t get under my skin.

Meaning Field:

“I want my colleagues to like me.”

“I work hard and people notice.”

“A few (mediocre) teachers don’t like me because | work hard.”
“Most of my colleagues value hard-working people.”

“I don’t want my work to be any more difficult than it already is.”
“I don’t want to become isolated from my peers.”

“I don’t care what mediocre teachers think about me.”

“We need our colleagues’ cooperation in order to do our work.”
“I am able to negotiate potential negative interactions.”



e “l am skilled at dealing with difficult, resistant teachers.”

179

e “lIdon’t let these things get to me.”

Table 2.
Highly Foregrounded Backgrounded Highly
Foregrounded Backgrounded
Objective | 1do my job. | can’t do my job | | need my My colleagues
| am social. alone. colleagues to might be able to
My work is | am social and | help me do my | do my job better
sometimes want to be part of job. than me.
difficult. a group. | care what My colleagues
My colleagues | people think might not accept
can help make | about me. me.
my work easier.
Subjective| | feel social. | feel | feel conflicted | I feel irritated
uncomfortable about what | that my
that my think | should do| colleagues aren’
colleagues might| and the fact that| supportive of my
not like me. | want to be work.
cooperative.
Normative| Cooperation is | Everyone in a Teachers should Some teachers
good. peer relationship | work together. | should have
Hard work is should contribute| Teachers should| more to
good. positively. be supportive of | contribute than
Being diplomatic| People’s work each other. others.
with resistant should be Some teachers’
teachers is good| respected. opinions or
feelings should
be more
important than
others.
Some people
should be
silenced.
Identity | am an open- || am a generous | | am arealistic | | am a weak
minded person. | person (for person. person because
| am a fair putting up with will not confront
person. mediocre mediocre
lam a teachers). teachers head-
diplomatic on.
person.
| am an
independent

person.
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DISSERTATION DEFENSE PRESENTATION

The role of leadership preparation in
teacher leaders’ formation of critical

consciousness and enactment of
critical teacher leadership

Jill Bradley-Levine

PhD Candidate, Education Policy Studies
School of Education

Indiana University, Bloomington
Dissertation Defense

November 3, 2008

Why this study?
Conceptual Framework

Critical Theory:
Power vs. Empower
(HistoricAkContext)

Proposed
Study

Foster’s Four Demands: Four Periods of Teacher
Critical, Transformative, Leadership: Hierarchical
Educative, and Ethical to Influential
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Why these questions?
Research Questions

e What, if anything, exists in these teachers’ histories and
character that has allowed them to already meet one or
more of Foster’s four demands?

e Given the cohort context, how have their courses helped
or hindered these teachers in meeting Foster’s four
demands?

e Now that they have finished their master’s, how do these
teachers connect Foster’s four demands to their daily
work?

Why this method?
Critical Inquiry

e “Examines relationships closely to determine
who has what kind of power and why”
(Carspecken, 1996)

e Types of power: normative (positional
authority—referent), coercive (fear of
sanction), contractual (exchange), and
charismatic (personality or loyalty)

e Teacher leadership as influential challenges
existing power relationships in schools
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Question

What, if anything,
exists in these
teachers’ histories
and character that
has allowed them to
already meet one or

Given the cohort
context, how have
their courses helped
or hindered these
teachers in meeting
Foster’s four

finished their
master’s, how do
these teachers
connect Foster's
four demands to

Now that theﬂ have

Leadership paper

Class discussion
Class observations

more of Foster's demands? their daily work?
four demands?
Data Source(s) Interviews Interviews Interviews

Reflective papers

Analysis
Techniques

Coding
Reconstructive
analysis

Coding
Reconstructive
analysis

Coding
Reconstructive
analysis

Validity Checks

Member checks
Peer debriefing
Triangulation

Member checks
Peer debriefing
Triangulation

Member checks
Peer debriefing
Triangulation

Literature Review Summary

Why teacher leadership?

Professional
Empowerment

Implement Reform

Goals

Give teachers more
authority over decision-
making at the school and
district level

Get teachers on board in
implementing reforms by
utilizing teaching
colleagues

Examples in literature

Teacher career ladders

Reform initiatives

Intended Outcomes

Motivate teachers by
empowering them and
providing greater
opportunity with the
profession

Horizontal implementation
will be more successful
than vertical
implementation

Unintended Outcomes

Resistance by colleagues
because teacher
leadership positions
challenge the norm of
equality

Resistance by colleagues
because teacher
leadership positions
challenge the norm of
privacy

Charge (+ or -)

Positive—empowerment
good for profession?

Negative—teachers used
as pawns?
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132
. . . [
Model of Leadership: Hierarchical ooo
]
State
Decision
Makers
District and School
Administrators: Superintendent,
District Staff, School Principals
Teacher Leaders, Teachers
(Students, Parents, and other Stakeholders)
ST eoes
Why this literature? sess
: [ J

Positional Teacher Leadership

e Leadership is identified as a positional construct by teachers and
administrators

e Position exemplifies authority and power, placing a few teachers
within the traditional school hierarchy

e The norms of teaching (a result of the historical background of
teaching) cause teachers to resist positions that attempt to
allocate more power and authority to a few

e An awareness of this resistance affects the tasks allocated to
teacher leaders (by administrators) as well as their identity
formation and work

e Thus, teacher leaders are mostly ineffective in positively affecting
teaching and learning, and implementing reform despite some
evidence of individual empowerment and professional
development for those appointed as teacher leaders
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YY)
o000
. . eeoo
Model of Leadership: Relational set
State Decision
Makers
i
{
District/School S | Tg:(éhg:sLeae;]ders,
Administrators —— gtakehhold’ersd
'YX
Why this literature? s32t

Influence Relationship

e Scholars acknowledge that teacher leadership as positional has
been ineffective in empowering teachers or creating change in
schools, and that there is a need for a new conception of teacher
leadership as an influence relationship

e All teachers influence each other in some way and can thus, be
teacher leaders, which creates egalitarian structure rather than
hierarchical one, and is therefore, more likely to be accepted by
teachers given the norms of teaching

e Leadership preparation programs must re-culture teachers and
administrators alike to work more collaboratively, creating
structures that activate the power within all teachers to influence
teaching and learning
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Findings: Developing beliefs
about leadership

e Changing definitions of leadership
e Moved from accepting leadership as task-oriented to a process of
making ethical decisions and rejected the view of leadership as
residing in positional authority

e Ethical leadership

e Struggled to embrace Foster's demand for ethical leadership
while maintaining their established notions of who has or should
have authority to create change in schools

e Transformative leadership

e Transformative leaders activate the power within stakeholders to
lead though authority may still play a role in who and under what
circumstances stakeholders are permitted to lead

- - - - - ...
Findings: Developing critical secs
consciousness 4

e Translating developing critical consciousness to school
situations
o Comfortable challenging situations at the school level, with
which they have the most first-hand experience
e Developing critical consciousness of educational policies
o Utilized experts to legitimize their ideas, potentially
because they felt they lacked power or agency to impact
change at this level
e Developing critical consciousness in reference to broad
social change
o Utilized external sources to validate beliefs, prioritize
values, and interpret unquestioned views



Findings: Relational aspects of leader
development
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e Cohort structure creates space for growth and opportunity fqr
collaboration

Cohort provided space for collaboration, opportunity to get to know
other teachers, and to discuss critical issues safely and opening,
even if members disagreed about the issues

e Positive conditions necessary for leader development

Findings: Teacher status as
condition for teacher leadership

Professors and/or cohort members contributed to the safety of
spaces for critical discussion

Formation of cliques led to discomfort sharing ideas and self-
imposed restriction of class contributions

Insider and outsider dynamic connected to maturity and
commitment

Desire to avoid conflict and build relationships led to sharing with
like-minded cohort members

Teasing prevented full exploration of critical issues for Phil

e Motivation to pursue positional or influential leadership

Linked credibility to experience, knowledge and success, but
feared disrupting collegial relationships

Connected teacher leadership to credibility, but struggled for
recognition and support

Sought individual empowerment to influence colleagues’
perceptions of and successfully advocate for students

e The rewards of teacher leadership

Frustrated with lack of reward (respect, time, money) for teacher
leadership efforts

Accepted that positional teacher leadership led to differing levels
of privilege

Felt rewards were personal including increased confidence,
support, and exchange of help among colleagues



187

Findings: Beliefs about §
opportunities for teacher leaders o

e What teacher leadership looks like

e Torn between challenging colleagues and maintaining egalitarian
norms of teaching

e Recognized that teacher leadership was dictated by principal, but
accepted that teachers more likely to trust other teachers than
administrators

e Linked influence with ability to listen, ask questions, and make
gentle suggestions, and felt that teachers could empower each other
to become teacher leaders where leadership was reciprocal and
based on individual strengths

e How teacher leadership is facilitated

e Described structures such as opportunity to lead created by
principals, but prioritized principal goals over teacher leaders’ ideas

o Believed teachers must exhibit passions that principals identify and
provide opportunities for teachers to develop, leading to influence
among colleagues

Findings: What complicates or sss:
enables enactment of TL s

e How enactment is affected by perceptions of teacher leader

e Frustration with principal’s inability to identify leadership potential as
well as colleague resistance led to belief that administrative authority
was the only way to create change

e Building relationships and approaching leadership with humility
positively affected ability to influence colleagues’ practices and
increased overall influence

e Teacher leadership enactment as supportive versus challenging

o Preferred supportive teacher leadership role and felt more
comfortable responding to requests for help

¢ Relied on positional authority to legitimize challenges, but was
careful to frame personal challenges as supportive

e Developed ways to be less confrontational and more supportive
when challenging colleagues to think differently about students



Discussion: Answering the research
guestions
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e Question 1: Teacher histories and characteristics

Evidence among key informants that they were critical, transformative, and
educative prior to leadership preparation

Not as much evidence of teachers being ethical beyond school-level
advocacy

e Question 2: Critical teacher leader development

Teachers struggled to maintain a consistent critical perspective despite
being challenged through coursework

Relational dynamics disrupted potential for the creation of egalitarian
structures or engaging debate within the cohort

Few opportunities to engage in advocacy or activism within cohort

e Question 3: Enactment of Foster’s four demands

Contributions and Implications

Evidence among key informants that they became more critically reflective
through their coursework, enacted transformative leadership through
participation in PLC-type action groups, and challenged colleagues to
become more critical

Though some advocacy for students enacted, none of the key informants
became involved in district- or community-level activism

e New definitions of teacher leadership necessary

Nuevo Teacher Leadership: TL based on influence relationships among
all teachers as well as administrators, students, parents, and
stakeholders

Critical Teacher Leadership: The application of Foster’s four demands
or “critical educational leadership” to the concept of distributed
leadership where positive influence is “critical”

e Further research suggested

Studies using new leadership definitions imperative to determine true
potential of teacher leadership

Research linking teacher leadership to existing literature on
organizational theory, Professional Learning Communities, and pre-
service teacher education essential to determine promise of,
relationships with, and potential contributions to these areas

Imperative that teacher leadership preparation programs are explicit,
and that teacher leadership is understood within the historical context of
the teaching profession as well as linked to critical and distributed
leadership theories
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facilitating the on-going course chat room, co-planning class actj\dines

teaching selected classes.

Researcherindiana University, October 2005.



Researched and prepared summary documents to contribute to the grant writing
process for a grant submitted by Indiana University to the Wallace Roamda

Graduate Assistantndiana University, March 2005 — August 2005.

Researched and built databases on Indiana school statistics, communicated with
school administrators to organize interview schedule for field researchers
transcribed interview data, organized planning meetings, and distributed meeting
notes to attendees for the Reading First Grant.

PROFESSIONAL EXPERIENCE: SECONDARY TEACHING:

Literacy across the Curriculum Coordinator and English TeacBeentside High
School, London, England, July 2002 — July 2004.

Planned and facilitated on-going staff development workshops to support
implementation of literacy across the curriculum.

Observed colleagues teaching and provided constructive feedback.

Taught Key Stage 3 English, Developmental Reading, and reading remediation,
Key Stage 4 English Language and Literature, and Key Stage 5 Englisiialgang
Co-planned and co-taught with special needs and LEP support teachers to better
serve the needs of diverse learners.

Participated in school and district workshops designed to support teacher
implementation of the National Literacy Strategy.

Served as the English Department representative to the Numeracy across the
Curriculum Committee and the Arts Week Planning Committee.

Sponsored the student Debating Society.

English, Journalism, Speech, and Debate Tegdbarmel High School, Carmel, Indiana,
January 1999 — June 2002.

Taught American Literature, Literary Movements, English 10, Speech 1iébkba
and 2, and Yearbook 1.

Served on the English & Language Arts Curriculum Evaluation Committee and the
English & Language Arts Textbook Adoption Committee.

Revised and rewrote existing curriculum to address Indiana State Standards.
Participated in the Professional Learning Academy for two years.

Sponsored the National Honor Society, and coached the Debate Team.

English TeacherForest Gate Community School, London, England, September 1998 —
December 1998.

Taught years 7-9 English.



e Co-planned and co-taught with special needs support teachers to betteneserve t
needs to diverse learners.

e Worked with many LEP students.

PUBLICATIONS

Journal Articles:

Bradley-Levine, J. (2008). The Private Finance Initiative: Teacherpgieros of job
satisfaction, support, and morale at one PFI school in theldl¢nal of School
Public Relations, 24), 74-90

Bradley-Levine, J. (2008). The Road to Degrees for Teachers in England: 1833 to 1944.
American Educational History Journal, @5, 81-92

Bradley-Levine, J., Smith, J., & Carr, K. (Under Review). The role of acti@arels in
empowering teachers to change their practice. Under review wiflotineal of
Ethnographic and Qualitative Research

Technical Reports:

Bradley-Levine, J. & Smith, J. S. (200&valuation of the Project RELATES Great
Spirits Camp, 2008ndianapolis, IN: Indiana University-Purdue University
Indianapolis, Center for Urban and Multicultural Education.

Bartholomew, S. S., Ortloff, D. H., Smith, J. S., Bradley-Levine, J. & Klosterhoff, E.
(2008).New Tech implementation research: A case study design for Arsenal
Tech, Decatur, and Rochester Schofesearch Report No. 13). Indianapolis,
IN: Indiana University-Purdue University Indianapolis, Center for Urban and
Multicultural Education.

Bradley-Levine, J. & Smith, J. S. (200&valuation of the Project RELATES After-
school program: Final reportindianapolis, IN: Indiana University-Purdue
University Indianapolis, Center for Urban and Multicultural Education.

Bradley-Levine, J. & Smith, J. S. (200Bvaluation of the Project RELATES After-
school program: Formative report for the first semeskedianapolis, IN: Indiana
University-Purdue University Indianapolis, Center for Urban and Multicultura
Education.

Smith, J.S., Bradley-Levine, J., Hilgendorf, J., Turpin, E., Blackerby, J., Dunn, T., &
Bruns, E. (2007)Evaluation of the Great Spirits Camp, 2007dianapolis, IN:
Indiana University-Purdue University Indianapolis, Center for Urban and
Multicultural Education.



PEER-REVIEWED RESEARCH PRESENTATIONS

Bartholomew, S. S., & Bradley-Levine, J. (2008, Oct.). Cultural resources for
constructing the meaning of teacher leadership in a technology-driven urban high
school reform. Paper presented at the University Council for Educational
Administration Convention. Orlando, FL.

Bradley-Levine, J., Smith, J., & Carr, K. (2008, June). The role of action research in
empowering teachers to change their practice. Paper presented at the
Ethnographic and Qualitative Research Conference. Dayton, OH.

Ortloff, D. H. & Bradley-Levine, J. (2008, May). Moving beyond the Evaluation
Paradigm: Working with Community Partners to Produce Translational
Evaluation. Poster presented at The Fourth International Congress datugali
Inquiry. Urbana-Champaign, IL.

Bradley-Levine, J. (2008, Mar.). The critical nature of teacher leaderskjparirg
teacher leaders who work for social justice in schools. Paper presented at the
Annual Meeting of the American Educational Research Association. New York,
NY.

Bradley-Levine, J. (2007, Apr.). The Private Finance Initiative: Effects ahitegastaff
at one PFI school in the UK. Paper presented at the Annual Meeting of the
American Educational Research Association. Chicago, IL.

Bradley-Levine, J. & Sparks, T. (2006, Oct.). A lifetime approach to evaluation: An
emerging framework for assessing teacher education programs. Regmsrmted at
the Phi Delta Kappa Education Summit. Washington, D.C.

Bradley-Levine, J. (2005, Oct.). The growth and change in the role of teachers at
teachers’ institutes from 1835 to 1930. Paper presented at the Annual Meeting of
the Midwest History of Education Society. Chicago, IL.

Bradley-Levine, J. (2005, Sept.). The relationship between facility qualityeanter

perceptions of learning. Paper presented at the Midwest Comparative &
International Education Society Conference. Lansing, MI.

INSTITUTIONAL GRANT-WRITING ACTIVITIES

Bradley-Levine, J. & Ortloff, D. H. (Under Review). AmeriCorps program forMilagtin
Luther King Center. (90,000/over three years for research).



INDIVIDUAL GRANTS AND AWARDS

Department of Educational Leadership and Policy Studies, Indiana Unngckivol of
Education, Fay L. Arganbright Fellowship2008. ($3000)

Tobias Center for Leadership Excellence, Indiana University-Purdue rdityve

Indianapolis,Tobias Center Research Support Award for Leadership Sff163-08.
($5000)

SERVICE AND MEMBERSHIPS

e Education Policy Student Organization (EPSO). Executive Board Member.
Indiana University, Bloomington. 2004-2006.
e American Educational Research Association, Student Member since 2006
o AERA Division A: Administration, Organization & Leadership
o Special Interest Group: Leadership for Social Justice
Association for Supervision and Curriculum Development, Member since 2006
Comparative & International Education Society, Student Member since 2005
Association of Teacher Educators, Indiana Unit, Student Member since 2004
Phi Delta Kappa, Member since 2001
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Joshua Smith, Director
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Leonard Burrello, Interim Chair and Professor
Department of Educational Leadership and Policy Studies
University of South Florida
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burrello@coedu.usf.edu

Barbara Dennis, Associate Professor

Department of Counseling and Educational Psychology
Indiana University, Bloomington

812-856-8142

bkdennis@indiana.edu




Samantha Bartholomew, Assistant Professor

Department of Educational Leadership and Policy Studies
Indiana University, Indianapolis

(317) 274-0688

ssbartho@iupui.edu

William Black, Assistant Professor

Department of Educational Leadership and Policy Studies
University of South Florida

813-974-6097

wblack@coedu.usf.edu

Debora Ortloff, Associate Director for Research
Center for Urban and Multicultural Education
Indiana University Purdue University Indianapolis
317-274-5501
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