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behaviors of their colleagues. Several prominent themes are present within
this domain. Credibility, conflict, growth, and community punctuate the
discussions with the teacher-leaders.

Conflict resulted as the teachers facilitated staff development events for
the staff. According to Miranda, "I think the revelation came with I had to
work with people who were not necessarily interested. I thought this was
going to be a piece of cake until I had inserviced the people who didn't want
to be inserviced." Molly revealed, "I was a little prepared for the opposition
except at times I was surprised because sometimes I got opposition from
people I hadn't expected to." From another perspective Ellen shared, "I think
being a leader of your peers doesn't even make sense, it's a fine line to walk
because I want the teachers to see me as a colleague and that's how I see
myself, as more of a teacher." Sara found various sources of conflict and
resistance, "The nay sayers, those who are afraid of change, those think it is a
trend that will go away, and then those who are going to retire soon. It is
hard to talk to your peers and be excited when they don't want to try things in
their classroom." In the beginning Molly reported "It was them against me.

It was awful and I tried to go slowly and cautiously and not offend them. I
didn't want them to think I was threatening in any way and wanted them to
accept me." At the beginning of her project and work with teachers Miranda
reporfed, "Most of them came in very angry. The first session I usually spent
smoothing down the ruffles and letting them realize that everybody would end
up at the fourth session as pretty good friends." In the case of Ellen, her
conflict was described in this way, "It was very strange, I'm not used to

having colleagues line up against me." She continued with a long explanation
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of how the conflict with one teacher affected her, " I was just going to take
over the school all by myself knowing full well what the teachers needed to
do and of course, their reaction was not very positive. The other person who
applied for the job had been at the school a long time and actively
undermined a lot of what I did and worked against me." Sara reflected on her
experience with the staff by saying, "I was a little worried about their reaction
to the free period I was getting, but once they saw that there was no 'free' time
I think they appreciated all the time I put in." Opposition and conflict were
present in the initial phase of the teacher—leaders interactions with their
colleagues and continued to plague their efforts at change.

Gaining credibility with colleagues is a strong theme across the
interviews. A sub-theme related to the issue of credibility is trust. The
teacher-leaders in this study worked to gain the trust of their colleagues so
that the staff development activities they were presenting would be accepted
and then applied to their practice. Miranda stresses that, "Getting in this role
I realized, there are a few more of us who are responsible for these students
and maybe we need to work together a little bit better. Working with the
other teachers I leamed that in some way we had to become a team.” The
greatest advantage the teacher-leader has is the time spent in the classroom.
Miranda explains her perspective on gaining credibility, "There is a very
strong relationship because what works for me in my leadership role is that T
can tell teachers that I've used these strategies in my classroom and that they
work, and they can actually come into my classroom and see the strategies
being implemented." Ellen says, "I don't judge my colleagues because it's so

hard to be a good teacher and I think being in the classroom makes me a
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much better coordinator." Sara also believes her time in the classroom in
critical to her work with her colleagues, "I let my classroom and my teaching
speak for what I, as a teacher, am doing in my classroom. By modeling what
can be done with students, it made talking about to the staff easier because
they had seen it in my class." Molly talked about her experience, "I had to
go very slowly and try to let them know that I wanted to work with them and
help them and encourage them instead of talk down to them and it's hard to

. talk to your peers." The process of gaining the trust was valued by the
teacher-leaders and they took the necessary time to allow it to build. "I
worked so hard and tried to establish this relationship with these people and I
felt that just in my first year I had made some headway," was how Molly
described her process to establish trust and gain credibility.

The teacher-leaders can use their classroom experiences as a source of
support for what they propose to their colleagues; which provides them with
the credibility needed to build the strong relationship necessary to foster
change at the school. In an additional comment Ellen says, "Teachers are not
team players, teachers are gods in their classrooms. Iknow how to run a
classroom and control a bunch of kids, but I did not know how to cooperate,
and be a good peer, where would I learn that? The potential for conflict
exists and is almost endemic to the process of recognizing teachers as leaders
of their colleagues.

Growth, personal and professional, was a theme that came from the
teacher leaders. Miranda talked about her own learning, "I think it came from
being put into the classroom at age 15 and having to learn how to teach. I

don't think I ever perfected it and I keep looking for newer ways of doing it
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so that I can feel really good about what I an doing." Molly said, "I think this
experience was a great opportunity to mature as a person.” Sara contends
that "Professional development supports teachers. The more knowledge
teachers have the more they are able to grow and change and impact others."
Molly thinks "I need more experience, I can only go so far with what I have, -
but in order to really dig in and make significant differences I need to learn
more about leadership and working with my colleagues." Sara shared her
perspective, "What I really wanted for them was for them to continue their
own learning and model that for their students.” In speaking of her own
personal growth and reward Miranda says, "I get a lot of pleasure out of
working with teachers and I knew that one of the things that I would like to
do eventually is train teachers."

The need to develop community was an undercurrent of the discussion
within the collegial relationships domain. These comments are from Ellen, "1
guess I've learned the hard way that the traditional "top-down" mandate form
of leadership is not only not effective, but also hazardous to one's health."
She elaborated on the connection to the staff at the school, "Leaders must
have faith that all people have value, deserve respect, and can be one's
teacher. Leaders must affirm the dignity, creativity and skillfulness of those
they lead to form a collaborative, effective and powerful organization."
Molly sees that her role as teacher-leader, "Necessitates the ability to
collaborate and work well with others. The leader must empower the group
so each person has a commitment to growing." In her comments Miranda
indicated that all teachers need to take a more global view of what happens in

schools. She says, "With this role what happens in my classroom is just



144

minuscule and I realize that what happens in the classroom is big, but it is just
one classroom. I try to talk to the teachers and try to influence them so that
their view becomes a little bit more broadened.” She explained that she tries
to get teachers to look at school from a different perspective. She said she
thinks most teachers have "a very narrow view of education." In other
comments Ellen conveyed that "tiny steps have been made in a positive -
direction and I celebrate our successes while plotting the next incremental
steps on our path." Her sense is that there is hope for change and she
recognizes that it is a slow process.

In further discussion regarding teacher-leaders, the participants
commented on what it would take to develop a community that would be
supportive of teacher leadership. Ellen indicated that a school that was
organized for site based management would have been extremely helpful.
She said, "Working in a collaborative environment of shared administrative
duties and policy decisions would have provided an excellent template for
teacher leadership." She also said, "We need to provide ways to reward
master teachers other than moving them into administrative positions, where
many of their excellent teaching skills will rarely be utilized to improve the
quality of teaching in their own building." Miranda explained that in a
community the teachers wouldn't see "what I present as new knowledge, but
as an extension of what they already know." Sara stated that a climate that
supports professional development is important to schools, "A principal, and
a district, that values his/her staff and their abilities will encourage teachers to

grow and allow their creativity to be shared with the staff."
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Summary
The findings of this chapter revealed numerous cultural themes that

appear across the four teacher-leader cases. These themes were embedded in
the domains of preparation for leadership, qualities of teacher-leaders,
workplace, conceptions of leadership, and collegial relationships. Despite the
fact that the teacher-leaders in this study were ill prepared to confront the
demands of change and the stresses of interacting with their colleagues, they
were committed to making a difference at their schools for the expressed
purpose of improving opportunities for students to learn. There were not
widespread resources for facilitating collaboration with their colleagues, or
for providing staff development. It seems that the approach to school reform
using teachers to lead the way conflicts with the hierarchical structure of the
schools involved. The schools in this study were characterized by isolation
and conflict. Even though the teacher-leaders had qualities which could
contribute to establishing collaborative environments, collaboration and
cooperation was not the norm. The administration of the schools created an
atmosphere of ambiguity which lead to confusion for the teacher-leaders
about what outcomes were expected of them and how those outcomes would
be assessed.

What is clear from these findings, is that the role of teacher-leader
requires substantive preparation and development at the school. The school,
context must be open to teacher-leadership and conditions which support and
sustain teacher growth and development must be present. The issues

uncovered throughout this discussion will be discussed in the next chapter.
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Chapter 5

Discussion: Themes and Implications

This study examined the role of teacher leaders in schools, the
background teachers bring to leadership positions, and the responses of
teacher-leaders who move into leadership roles during the course of one
school day. To accomplish this purpose it was necessary to discover teacher-
leaders’ preconceptions about leadership and what happens to the
preconceptions in the transition. For the purposes of this study it was
important to determine what conditions at schools support teacher leadership.

This study was guided by the following questions.

1. How have teachers been prepared to assume leadership roles?

2. What are teachers' preconceptions about leadership?

3. What do teachers anticipate will happen as a result of their

transition from practitioner to leader?

4. What are the conditions that support and sustain teacher leaders?
Themes

Through the analysis of cultural domains a number of dominant themes
emerged that are discussed in this chapter. The order of their presentation is
not related to their importance. Additionally, some themes overlap and
integrate with others discussed. Although some of the themes are distinct to
teacher-leaders, other themes extend into broader conditions within the
educational community, specifically schools and districts.

Each of the four teacher-leaders in this study had distinct roles,

specifically designed for their schools. What was apparent across the four
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cases was that despite the differences of the assigned role, there were
common issues which are represented in the discussion of the themes.

Readiness for Leadership. All four of the teacher-leaders discussed
their lack of preparation for a leadership role. Their preparation to work with
their colleagues appeared to lack a significant knowledge base related to
leadership theory and practice. None of them had experience in working
collaboratively with their colleagues. In the case of Ellen, her idea of leading
was "Whacking people over the head but that didn't seem to work very well."
There was not a repertoire of strategies available to them that informed their
interactions with their colleagues.

Additionally, none of them had much experience with the change
process. Their approach to change was to go slowly so that their colleagues
would be accepting of their efforts. What resulted were painful situations
characterized by conflict and resentment. All teachers in the study agreed
there was nothing in their teacher preparation that assisted in their teacher-
leader role. Miranda believed that in a small way the process of learning to
teach had helped her learn to lead.

A sub-theme which emerged is risk taking. All four teachers reported
that a dominant characteristic of their personal belief about leadership was
that each was a risk-taker. The contention was that to step into a role that
required interactions with colleagues in non-traditional ways required
someone who had self-confidence and the ability to accept failure as feedback
rather than defeat. Each teacher in this study modeled experimenting with

innovative practices for their colleagues. What was missing from this



148

equation was the support from the school administration to sustain innovative
practices.

Support for Teacher Leadership. Support from the school
administration for the role of teacher-leader was problematic. It was apparent
that the administrators were uncertain about how to support teacher
leadership and lacked knowledge of the change process, which could have
assisted them in figuring out what was happening with their faculty. There
was little or no vision for what the teacher-leaders were expected to do at
their schools. In three of the four cases each teacher was asked to write her
own job description after she had been in the position for several months.
The fourth teacher in the study was very clear about her role because the
program was teacher generated and teacher run. It was the administration,
according to Molly, that had to set the climate for teachers to work in
different ways with their colleagues. Another issue raised was the need to
make the time for teachers to work with each other. Before and after school
in forty minute blocks of time were not adequate for teachers to develop a
sustainable staff development component. Shared among all the teachers was
the conviction that the administration was responsible for creating a climate
which allowed the teacher-leaders to reach their potential.

The workplace did not offer a structure that was supportive of teacher
leadership. None of the four schools have flexible schedules which allow for
teacher collaboration. In addition, there was no mechanism in place which
supported teachers as in implementing strategies into their practice, which
were presented by the teacher-leader at staff development sessions. There

was the idea expressed that every administrator should be in a classroom,
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teaching, on a regular basis, so that he/she could maintain a sense of the
realities of teaching. No school in the study practiced this strategy.
Furthermore, there was no mentoring for the teacher-leader. Other than
informal conversations with friends, there was no formal opportunity for the
teacher-leaders to learn about their leadership role. Sara pointed out that
professional development was what supported teacher leadership. She also
indicated that the school day is not organized to support

professional development. Sara's comment was, "The day is structured to
keep teachers isolated within their classrooms."

Community. A major conflict which emerged is centered on the issue
of a hierarchical system versus the concept of school as community. This
discussion of teacher leadership is undergirded a belief in participatory
decision making. Yet, the schools in this study are hierarchical systems. The
principal was the ultimate decision maker. With the exception of Sara, none
of the teacher-leaders participated in decision making at their school. Molly
indicated that she had responsibility but no authority. Ellen had a similar
response when she said, "I think working in a school with site-based
management would have been extremely helpful. Working in a collaborative
environment of shared administrative duties, and policy decisions would have
provided an excellent template for my future tasks as a coordinator." All
teachers indicated that basic knowledge of working cooperatively would have
been helpful.

Teachers in this study expressed a feeling of isolation. All indicated
that what became clear, from working with their colieagues, was the

appreciation of the opportunity to network and talk to each other. The
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common thread was the belief that teachers need more time to work together.
Miranda commented on her situation, "Teachers stayed mostly to themselves
and didn't know much about what other teachers in the school or in the
district were doing with students."

The lack of time to work together, the failure to provide opportunities
for teachers to be included in the decision-making process, and a hierarchical
structure demonstrate that there is not a climate that promotes the concept of
school as community.

Peer Relationships. Establishing positive relationships with peers took
much time and energy on the part of the teacher-leaders which they had not
anticipated. Despite the lack of direction from the administration, the
teacher-leaders had a very clear indication from their colleagues that their role
was not, to give them (the staff) direction. Ellen shared her reflections on
working with her peers, "I think being a leader of your peers doesn't even
make sense..." All reported that they spent much of the initial contact with
their colleagues trying not to appear like a leader and "smoothing down the
ruffles.” The issue of trust was the predominant concern for the teachers.
The fact that each teacher-leader continued to teach made a significant
difference to their colleagues, as they worked in the staff development
sessions. Because each teacher-leader was teaching, and could refer to their
own students in the context of the sessions, they were able to overcome the
initial opposition from their colleagues. All four teachers agreed that their
classroom experiences made teachers more willing to accept their

recommendations.
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A paradox exists within this discussion, because even though the
teachers say their relationship with their peers is positively influenced by their
teaching, the teachers all reported they did not want their students to suffer as
a result of the additional duties they had assumed. It appeared that the
released time was significant to the change process of the school, while at the
same time, the student contact time was equally significant to the relationship
with their peers. An additional issue for the teacher-leaders was the actual
transition out of the classroom and into the leadership role. They had no
model for how to make the shift, and found the process problematic. It was
difficult for the teachers to transform their thinking from working with
students to working with adults. Related to the issue of working with adults,
knowledge of the adult learning theory was absent from these teachers'
repertoire of strategies.

Assumptions about Leadership. Each of these cases illustrates that the
role of the teacher-leader is facilitated based on a set of assumptions and
attitudes held by the teacher-leader. It seems that the perception of the
teacher-leaders was that the function of the teacher leadership role, was to
support the teaching and learning process at the school. The focus of the
teacher-leaders was to share their knowledge of content, or instructional
strategies, which their colleagues would find beneficial in their work with
students. Additionally, the teacher-leaders indicated that their role was to
bring out the best in others and nurture and support professional growth for
everyone, including themselves. Molly wanted to be "a resource to them, to

help them do their work." It seems the attitude conveyed by the teachers in
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their comiments about leadership was the concern for learning and growing for
students, as well as teachers.

Professional Development. Although teaching is a profession built on
learning, it seems teachers find it conflicting to be learners, and more
specifically, to learn from each other. Each of the teacher-leaders in this
study were responsible for facilitating staff development sessions at their
school. Conflict and resistance characterized many of the descriptions given
about the experiences of the teacher-leaders, as they interacted with their
peers in the staff development activities. Sara indicated that, "Professional
development supports teachers. The more knowledge teachers have the more
they are able to grow, change and impact others. What I really wanted was
for them to continue their own learning and model that for their students."

In the past the model for staff development was to bring someone in
from outside the school or district to deliver information. Important to
understand in this discussion, is that this is not an effective avenue for staff
development. In the current discussion of staff development the model that is
supported by evidence of change, is one that is embedded in the workplace,
and facilitated by professionals from inside the school rather than outside.
Perhaps the issue that surfaces and is problematic, is the realization that
teachers do not accept their peers as experts.

Implications '

All of these themes lead me to present a set of issues regarding teacher

leadership. The dominant implication is focused on the change required to

move from teacher to teacher-leader.
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Issue Number One. How do teacher leaders learn about and apply the
change process as they begin their work with colleagues?

_Although change is a common thread that runs throughout educational
reform, few teachers have a practical understanding of the change process.
This was the case with the teachers in this study. Despite the fact that each
teacher-leader was intimately involved in a change effort at their respective
schools, none of the four were prepared to facilitate the range of attitudes and
behaviors each encountered in their leadership positions. The change
literature is very clear (Fullan, 1993), that change is a process which occurs
over time, and unless those involved in the process understand how to
manage change and develop strategies to sustain innovations reform efforts
will fail. What was apparent from this study was that Fullan's (1993) first
lesson of change, which says the course of change must be charted by those
involved in the process, was not applied.

Issue Number Two. Under what conditions are teachers prepared to
lead their colleagues?

The concept of teacher leadership is relatively new to the discussion of
school reform. As a result of their experiences, all four of these teacher-
leaders defined their role as a teacher-leader in different and more complex
terms. They were willing to assume the role a change agent that helped
create a climate which promoted learning and sustained innovation yet,
change was not apparent in their schools. There was a lack of clarity and a
high level of ambiguity associated with the teacher-leader roles examined in
this study. It seems that the teachers in this study did not view teaching as a

profession in which teacher leadership was the expected norm. Critical to
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preparing teachers to assume leadership positions are the factors outlined by
Darling-Hammond (1988) which view teaching as a profession. In her
recommendations Darling-Hammond suggests that schools use all the talents
teachers bring. It is through broadening our view of what teachers do that we
can produce better schools. In schools, all members of the staff and
community have a shared obligation to lead.

Issue Number Three. How can teacher-leaders create opportunities for

teachers to become reflective practitioners within the context of their
workplace?

Creating schools as the center for inquiry or as learning communities is
a concept that is leading the debate about school improvement and school
reform. Inquiry and reflective practice were missing from the schools in this
study. There did not appear to be resources allocated which would promote
reflection and reflection was not embedded in the job of the teacher-leader. It
is imperative that the school, as the workplace, becomes the focus of staff
development. If professional development is to be effective, there must be
ownership by those involved in the process. The goal is for everyone at the
school to benefit from professional development opportunities and become
reflective about their practice. Past practice in staff development was to
disconnect the staff development from the real needs of the teachers who
were considered 'targets' of staff development (Fullan, 1990; Little, 1990.)
School improvement is dependent upon the skills and abilities of individual
teachers (McLaughlin, 1991).

Issue Number Four. How can teacher-leaders undermine the

traditional hierarchical model of leadership to create community?
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Conflicting models for schools emerged from this study. The concept
of the teacher-leader is congruent with participatory leadership and shared
decision making. The teachers and schools in this study were so attached to
the hierarchical model that just the mere fact that teachers assumed leadership
roles did not change the structure. Community building offers stakeholders
the opportunity to take a meaningful role in the school. Authentic
collaborative work involves more than sharing ideas or providing assistance
to another colleague. It means that the goal is for everyone to benefit.
According to Barth (1990), in schools where there are norms for collegiality
and teachers are routinely expected to have shared dialogue and discussion
with their colleagues, there is the capacity to become a "community of
learners." However, community building cannot be a "top down" effort. The
hierarchical approach to leadership does not fit with the notion of schools as
community.

Issue Number Five. Under what conditions are teacher-leaders able to

work collaboratively with their colleagues to reduce teacher isolation and
promote continuous improvement?

Creating a culture that is supportive of teacher leadership developed as
an issue for the teacher-leaders in this study. The schools in this study did
not have a culture that was supportive of teacher-leaders. The role was
created without a vision or a set of expectations for results. As stated by the
participants, there was responsibility but no authority. Rosenholtz (1989),
identified three workplace conditions that appear to be congruent with
support for teacher leadership. First, she argues that if teachers feel
empowered, they will feel it is their efforts that produce student growth and
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development. Second, she indicates that teachers need learning opportunities
in order to feel a sense of growth which then gives them a sense of control
over their environment (classroom or school). Finally, teachers need psychic
rewards in order to continue to make meaningful contributions to their school.
None of the conditions listed were present in the schools in this study. Little
(1982), suggests that a norm of continuous improvement promotes analysis,
evaluation, and experimentation, which leads to a stronger connection
between teaching and learning.

Contained within these five issues are distinct responsibilities and
shared purposes for teacher education, district induction programs, staff
development departments in school districts, and individual schoois. Teacher
preparation programs need to incorporate the moral purpose of education and
change agentry. These changes must impact both the institution and the
individual at the same time.

Inquiry is necessary so that teachers establish norms, habits, and
techniques necessary for continuous learning (Fullan, 1993). Teacher-leaders
and schools must model life-long learning for students, and schools must
become communities of learners (Barth, 1990). Mastery calls for effective
teacher education and career-long professional development. The belief is
that teachers will increase their effectiveness, through more in-depth
understanding, so that they can determine where new ideas fit, as well as
identify innovations. Collaboration must be present in schools because there
is a limit to what we can learn if we keep to ourselVes (Fullan & Hargreaves,
1991). Learning organizations promote collaboration and thrive on the

collective knowledge of its members.
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Fullan (1993), recommends that colleges of education redesign their
programs so that they continue to develop beginning teachers' knowledge for
effective teaching and a knowledge base for the changing conditions that
affect teaching. Professionalism of teaching is on the brink of major change.
Skills in leadership and change agentry are of no less importance than '
knowledge of teaching and content. It is the lack of opportunities for
leadership for teachers that elevates the position of the principal. Action is
required which will link teacher preparation and teacher professional
development for leadership.

Summary

The literature on change, professional development, school as
community, and teacher leadership stresses the importance of collegial
relationships, shared decision making, collaboration, and reflective practice.
Framed within the discussion of teacher-leadership, it is critical to give
serious consideration to the issues raised as a result of this study. It seems
these five issues are the areas which should be the focus of future research.
Professional development and collegial exchange and interaction, must be the
overarching dialogue associated with teacher leadership.

Teacher-leaders continually face the challenge of figuring out what is
going on in their classroom, in their school and in their district. The question
that drives their behavior in many instances is, "What can they do about it?"
The issues are complex and punctuated by various levels of change which
exist in their educational lives. The dynamics of the interactions with their
students, their administrators and their colleagues present a series of

challenges as well as successes. Additional complications such as complaints
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from parents, district policies, state mandates, family and community issues,
are injected into the already full agenda of the teacher-leaders.

In diagnosing the situations that teacher-leaders encounter every day,
consideration must be given to the relationships that exist between and among
the staff and administration at the school, the preparation given to teachers for
leadership roles, and the conditions that support and sustain teacher-

“leadership. All these issues must be considered in the larger context of the

change process and school renewal.
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APPENDIX A
Selection Questionnaire

NAME " SITE

GRADE(S) TAUGHT

1. Please describe your teaching schedule.

2. In addition to your teaching schedule, describe other roles you have, or
have had, at your school.

3. Please indicate how many hours per week you are allotted to fulfill your
out-of-the-classroom duties. Are you compensated, if so how, for any
time beyond the regular 7 1/2 hour day?

4. Please describe your interpretation of the jobs you do at school in
addition to your regular teaching schedule.

5. How long have you been working in your current role?

6. Describe the different leadership roles you have had within your teaching
career.
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