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ABSTRACT

AN INTERPRETIVE STUDY OF TEACHER LEADERSHIP
IN A BUILDING-LEVEL SCHOOL IMPROVEMENT PROJECT

By
Gary Adams Rackliffe

This is an interpretive study of the experience of
Rachel, a teacher who accepted a leadership role as Steering
Committee chair during the first year of her school's
participation in the NEA's Mastery in Learning Project
(MILP). This was a teacher-led, site-based school
improvement project in which building staffs collaborated to
identify concerns and determined the most appropriate
solutions with the ultimate goal of restructuring

relationships within their school.

Rachel's journal served as the primary data source,
augmented with interviews and observations. These were used
to develop an understanding of teacher leadership from
Rachel's perspective. Three questions guided the study:

1. What kinds of changes should we expect to see in a

teacher who takes a leadership role outside of the

classroom?

2. What are the social tasks of leadership when

it is exercised by teachers within the culture of

today's public schools?

3. What does this leadership mean to the person
involved?

Using interpretive research provides insight into ways in

which an individual, acting as part of a social group, can
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take on a role or make a role where none existed previously.
The report includes a chronological description of major
events of the year, and an analysis of Rachel's reactions to

those events.

Analysis of Rachel's leadership includes her dedication
to MILP's philosophy and goals and MILP's potential value
for teachers and students. This served as the foundation
for her involvement. Leadership included working with
Steering Committee members to develop patterns of
interaction, allowing them to work together toward
completion of project tasks. One means of doing this was to
develop routines that allowed Rachel, and others, to behave
in ways that were not usually part of the staff's norms.
Another part of leadership was team building, accomplished
through communications, spreading ownership and sharing
credit, delegating, and compromising. For Rachel, there

were a number of costs and rewards related to the position.

Findings underscored the importance of considering
teachers as individuals acting within social groups that
have their own history and norms. The leadership role
developed through a process involving creation of

intermediate routines within those norms.




Copyright by

GARY ADAMS RACKLIFFE

1990




Dedicated to:

Lucye, Mary, and Betsy




C
thank
want t
ry gra
Lucye,
encour:
their ¢
strely
their o

Their n

Rache],

What 1 g
honesty '
Our unde:
keeps pe
stands £
*chools 4

N thejy

¥y py
Yaie ang



ACKNOWLEDGEMENTS

During this seven-year quest I have tried to personally
thank people for their help when it was rendered, but I also
want to take advantage of this public opportunity to express
my gratitude. First, of course, are the women of my life;
Lucye, Betsy, and Mary. Without their support and
encouragement the quest could not have begun, and without
their good humor, patience, tolerance, and sacrifice it
surely would never have been completed. They have each, in
their own way, contributed more than they will ever know.

Their names should be included on the diploma.

The other woman who deserves special recognition is
Rachel. Throughout this research effort she went beyond
what I dared hope she would do, and it is her openness and
honesty that make this study, and anything it might offer to
our understanding of teaching, possible. Confidentiality
keeps me from introducing her, but, in her anonymity, Rachel
stands for all teachers who are willing to work at changing
schools and take the risk of looking closely at themselves

and their work.

My pursuit of education began at home where my parents,

Dave and Dotti Rackliffe, instilled a love of learning that

vi



was deep
ge the i
always S

many oth

Cha
in the U
of advis
alvays b
advisor,
invaluat
as teach
opportun
Buch as 1
erhanced

their ady

Bob
behing ¢y
Context £
Schools £
Toder, y,
SEport o

The t

hool g,



was deep seated, although rather late blooming. They taught
me the importance of doing "the right thing," and they have
always supported my decisions to go back to school even when

many others questioned the wisdom.

Charles Blackman started me on this quest one evening
in the Upper Peninsula, and he continued in the central role
of advisor throughout the long endeavor. Doug Campbell has
always been available, and his help as teacher, scholar,
advisor, colleague, and especially as a friend has been
invaluable. Susan Melnick pushed my thinking in her roles
as teacher and advisor, and she provided valuable
opportunities for me to teach courses in which I learned as
much as the students. George Ferns and Cass Gentry also
enhanced my studies and strengthened this research with

their advice.

Bob McClure, the director and inspirational force
behind the Mastery in Learning Project (MILP), provided a
context for this study through his efforts to improve
schools for students and teachers. Bob, Shari Castle, Don
Yoder, Kay Verstraete, and others involved with MILP gave
support and helped develop ideas about teachers, change, and

leadership.

The teachers and staff of Adams Community Elementary

School in Richfield, Rachel's colleagues, welcomed me into

vii



their school.

pis study PO

Finally,
x1leaques Wi
tc nape. To
friday aftern
tese ideas d
“rtunate to
fehler who
%cple that r
$indy Bryson
0 took thog

tacking prag



their school. Their willingness to participate in MILP made
this study possible.

Finally, thanks go to my graduate student friends and
colleagues with whom I shared this quest, there are too many
to name. To Donna Weinberg and Becky Kirchner and the
Friday afternoon Dissertation Study Group where many of
these ideas developed. To the MSU faculty and staff I was
fortunate to work with, especially Gerry Duffy and Laura
Roehler who were so helpful in getting me started. To the
people that made it possible to teach classes, especially
Sandy Bryson and the others at GSEO. And, to the teachers
who took those classes and shared their insights into

teaching practice as it is and as it might be.

viii



(EAPTER .
Stater
Ccnte{
Deliz;

rgani

INTRCDUCT

TEAPTER 2
he Co
Typ
Tra:
Positic
Teacher
Care
Care
Teacher
Char
Surzary

EAPTER 3

School ¢
In th
Culty
Ecolo
Chang,
Schoo:
Suzzay

Hastery ]
Featyy
Steerj
Proceg
StEps |
MILp S

Q“H!l4

Why Th;
My Thi
Rachel J
Evolut g,
Rﬂchel IE
hﬂmd_'

Data Coi



TABLE OF CONTENTS

CHAPTER 1 INTRODUCTION . . . . . . . .- .
Statement Of The Problem and Rationale for thls Study
Context of the Study. . . . ¢ ¢« ¢ ¢ ¢ ¢ ¢ o o o o « o
Delimitations of the Study. . . . . . . . . . . . . .
Organization of the Report. . . . . . . . . . . . .

OO0 WR

INTRODUCTION to CHAPTERS 2 and 3 . . . . . . . . . . . . 11

CHAPTER 2 LEADERSHIP, CAREERS, and TEACHING . . . . . 12
The Concept of Leadership . . « « « ¢« ¢ ¢ o« « « o & 13
Types Oof Leaders . . . . « o o o o o o o o o o« « o« 15
Traits, Tasks, and Characteristics . . . . . . . 18
Positions, Roles, and Individuals . . . . . . . . . . 21
Teacher Leadership. . « « ¢ ¢ ¢ ¢ ¢ ¢ o« o o o o o & 24
Career as Advancement. . . . . « « « + « o« o« o« « o 25
Career as Professional Growth. . . . . . . . . . 36
Teachers' Work. . . o« o s e o o o o o s e 43
Characteristics of the Work of Teaching. . . . . 44
SUMMAXY « « « « o o o o o o o o o o o o o o o o o 56
CHAPTER 3 SCHOOL CHANGE, TEACHER IMPROVEMENT
and the
MASTERY IN LEARNING PROJECT . . . . . . . . 59
School Change and Teacher Improvement . . . . . . . 59
In the Past. .« ¢« ¢ ¢ ¢ ¢ o o ¢ ¢« o o« o« o o« o« « « o« 60
Culture. . ¢ ¢ ¢ ¢ o o o o o o o o o o o o o« o« « o 61
ECOlOgY. « ¢ ¢ o o o o o o o o o o o o o o o o = 63
Change Literature. . . . . . . ¢« « ¢« « ¢« « « . . 66
School Improvement and Reform Efforts. . . . . . 71
SUMMAYY. « « o o o o o o o o o o o o o o o o o o 84
Mastery in Learning Project . . e e s e e o e e 84
Features of MILP . . . . . . e o o o o o « o o . 88
Steering Committee . . . . . e o e o o o o o . 92
Processes. . . « « « o« e e o e e o o s e o o 93
Steps Toward Collegiallty. e e o o o o o o & o 97
MILP SChOOlS . . o « © ¢ o o o o o o o o o o o o .100
CHAPTER 4 RATIONALE, METHOD, and SETTING. . . . . . . .102
Rationale . . . e o o o o o o s e o o s o o o o o 102
Why This Topic?. e e o o e o o o o e e e o & o « 2102
Why This Method? . . . . . . e o o o o o o o « <104
Rachel's Perspective . . . « ¢« ¢« ¢« ¢« ¢« ¢« « « « « o106
Evolution of This Study. . . . « . . « « « . . . .107
Rachel's Comments about Journals . . . . . . . . .111
Method. . . ¢ ¢ ¢ ¢ ¢ ¢ ¢ ¢ o o o« o o o s o o« o o o« 115
Data Collection and Preparation. . . . . . . . . .116

ix



pat
Settin
Ada
Ric

IFTRODUCT

CEAPTER S
Family
Educat
Teachi.
Super
Involvi

CEAPTER C‘
Format.
Septeu;

Off.
Septert
Cont
October
Refc
October
Sele
October
October
Prof
October
October
Noverre.
NOVenbeJ
Beb )
Decembe:
Noverpe,
Cetber
Five Tog
Schog
Relea
Meet {
Copie
In-oy
“uary
February
!arch 3.
Harch 9 .
Cona ¢
Marcy ¢
Yorch g _
to
horiy igc
heriy 2

DiUDEr



Data Analysis and Writing. .
Setting . . . .« o . . .
Adams Elementary School. o« .
Richfield Public Schools . .

e o o o
e o o o
e o o o
e« o o o
¢« o o o
e o o o
e o o o
e o o o
e o o o
e e o o

INTRODUCTION to CHAPTERS 5, 6, and

~

CHAPTER 5 RACHEL. . . .
Family. . . . « . . .
Education . . . . . .
Teaching. . . . . . .
Super Teacher . . . .
Involvement in School

ctiv

Pe o o o o

CHAPTER 6 MILP EVENT8 . . . . ¢ « o 2 o o o o o o s o
Formation of the Steering Committee
September 8 - 15 -- Election of Steering Committee

Officers . . . . . . o o o
September 29 & October 6 - SChool Profile
Controversy. . . . . « o . .
October 8 - 11 -- Symposium on School Based SChOOl
RefOorm . . ¢« ¢ ¢ o ¢ o o o o o o o o o o o o o
October 14 -- December Conference Participants
Selection. ¢« ¢ ¢ ¢« ¢« ¢ ¢ 4 4 4 e 4 e e e e e e

October 16 -- Communications In-Service Day . . . .
October 21 -- Time Limits and Preparing the School
Profile. . .« ¢ ¢ & ¢ ¢ ¢ ¢ ¢ ¢ o o o o o o o o o
October 23 -- Personal Conflicts. . . . . . . « . .
October 27 - 31 -- Newspaper Interview. . . . . .
November 3 -- December Conference Program COnflict.
November 3 - December 9 -- Continuing Conflict and
Bob McClure's Visit. . . . . ¢« ¢« ¢ ¢« ¢ ¢ ¢« o« .
December Conference Preparation Continues . . .
November 20 -- Identification of Project Goals.
December 11 - 12 -- The December Conference . .
Five Topics on January 6. . « « ¢« « o« ¢ « o &
School Profile Presentation. . . . . . . .
Release Time . . . . . . . . .

Meeting Schedules. . . .
Copies of the School Profile for Distribution.
In-Out Board . . . . ¢« ¢ « o o o =« .

January 13 -- Circus Day and Project Objectives
February 17 -- Community Council. . . . . . . .
March 3 -- Board of Education Presentation. . .
March 9 -- Determining the Role of the Steering
Committee. . . . . . . . c e e o o e o
March 9 -- Reorganization of Committees e o e o o
March 9 -- Planning Time Subcommittee and the Visit
to Lockhart School . . . . . . e o s o o o o
April 12 -- Phi Delta Kappa Presentation. e e o o .
April 22 -- Decorating for Community Recognition
Dinner . . . . ¢« ¢ 4 it it e e e e e e e e e

117
.120
.120
.123

.125

127
.127
.128
.130
.133
.135

.137
.138

.139
.140
.142

.145
.146

.147
.148
.150
.151

.153
.155
.157
.158
.161
.162
163
.164
.165
.166
.167
.169
171

173
175

.176
<177

<177




april .
Con.
May 24

(EAPTER 7

Introdu
pedicat
Earl
Axbi
Sust.
Peri
Cheel
Sunmne
The Soc]
Socia
Runni
Sched
Publi
Socia
Sumra
Team Buj.
Corzu;
Spreac
Deleg:
Compro
Can't
Sunzar
Yeeting ¢
Costs ang
Costs,
Revarg
Summary |



April 27 & May 23 =-- Planning Time Committee
Conflicts. . . . e o e e o o o o o « & 2178
May 24 -- Day-Long Steering Committee Meeting . . . .181

CHAPTER 7 COMBINING RACHEL and the MILP EVENTS for an

UNDERSTANDING of LEADERSHIP . . . . . . . . .183
Introduction. . . . « ¢« ¢ ¢ ¢ & ¢ ¢ ¢« « « ¢ « + « . .184
Dedication to MILP. . . ¢ ¢ « & ¢ o « « « « « « « « .184

Early Involvement. . . . . . . . . . . . . . . . .185
Ambiguity of Goals and Processes . . . . . . . . .185
Sustaining Power . . . . . . ¢ .+ . . ¢ ¢ ¢ . . . .186
Period of Despair. . . . . « ¢« « ¢« ¢ « « « « . . .188
Cheerleading . . « ¢ « o o o o o o « o ¢ o o « & 2192
summary.. e e e e o -00-00000-0195
The Social Side of Running MILP e o s o e « o+ « . 196
Social cConstruction of Roles . . . . . . « . . . .196
Running Meetings . . . . . e o e e e e o o s« 2197
Scheduling and Organization. e s e o o « o o o o 199
Public Speaking. . . . « ¢« ¢« ¢« ¢« ¢ 4 ¢ ¢ ¢ ¢ o . 2199
Social Side of Running Meetings. . . . . . . . . .202
SUMMAYXY. « o ¢ o ¢ o o o o o o o o o o o o o o o« 2211
Team Building . . . . . ¢ & & ¢« ¢« ¢ ¢ ¢ ¢ 4 ¢ o o . 212
Communications . . . - B
Spreading Ownership and Sharing Credit . . . . . .222
Delegating, Trusting, and Letting Go . . . . . . .224
Compromising . . . . . . . . . . . . o . . . . . .23
Can't Please Everyone. e o o o s e s s s e e+ s o 238
Summary. . . . . e o o o s o o o o o o o o 2239
Meeting the Expectations of others. . . . . . . . . .241
Costs and Rewards . . . . . « « o« « o s o o o o o« o« 2245
CoBtS. .« . ¢ ¢ ¢ ¢ ¢ ¢ ¢ o o o o o s o o o s o + 245
RewardS. . . .« o o o « o o o o s o o o o o o o« o .248
SUMMATY « &« « o « o o o o o o o o o o o o o o o o o+ 2262
CHAPTER 8 CONCLUSIONS . . . . ¢ 2 2 s o o o o o o« o« o« 265
Review of the Findings. . . . . . . . . ¢« . . « . . .266
Rachel . . . . ¢ ¢ ¢ ¢ ¢ ¢ o o o o o o s o o o o +266
Events . . . . e o o o o o o s o o o & o o 268
Understanding Leadership e e s s o o s s o o & o+ 269
Addressing the Questions. . . e e e e e o o 4272
Relating the Findings to the Literature, to Change
within Schools, and to Future Work . . . . . . . .277
Leadership Topics. . . . . e o s o o o s s e+ . 4278
Teachers' Careers and Rewards Issues . . . . . . .282
School Reform ISSUES . . « « « « o o« o o « « « « 284
Additional Research . . . . « & ¢« « ¢« « « ¢« o « « o .286
Implications. . . . . . . . . . . . . e o o o o o +287
School Improvement & Professional Development. . .287
Teacher Recruitment and Preparation. . . . . . . .289
Other Forms of Support . . . . . . . . . « « « . .289
Personal . . . . ¢ ¢ ¢ o ¢ ¢ o s o o o & o o o o 2291

xi




EPILOGUE
Adams
Rachel

Tea
MIL]
Powe
Genc
¥y Thou

LIST OF RE



EPILOGUE . . . . . . .293

Adams SChoOl and MILP . . . ¢ o o o ¢ o o o o o o o 294
RaCh@l. . ¢ ¢ ¢ ¢ o ¢ o o o o o o o o o o s o o o « 295
Teaching . . . ¢ ¢ ¢ ¢ ¢ ¢ o o o o o o o o o o« « 4295
MILP RESULLS . . ¢ ¢ ¢ ¢ ¢ o o o o o o o o o o o 296
Power and INfluenCe. . . « « « « o =« ¢ o « o« o« o« 298
GEeNACY . . « « o o o o o o o o s o o o o o o o o 299
My Thoughts Now That It Is Over . . . . . . . . . . .300

LIBT or “rgmcxs L] . [ [ L] ° [ L] L] . o . . o . . . . . 3 04

xii



figure 1
{rjaniza

Figqure 2
Wastery



LIST OF FIGURES

Figure 1. The Translation of Values into Action in an
organization L] L] L] L ] L ] L] L ] L] L] L ] L ] L ] L] L] L] L ] L] L] L ] * L] L] 15

Figure 2. Demographics of Schools Participating in the
Mastery in Learning Project. . . . . « « ¢« ¢« « ¢« « « . .101

xiii



After scl
saired her f
WZP) Steerir
Bchfield, Tr
tat included
2 teacher lead
election she s
s8)" At
“rversation,
Lring her yea:
Lhave, T thi;

525/88)

These two

Merestoq in s

L. What k;
teacher wh
tlassroop?



CHAPTER 1 INTRODUCTION

After school on September 29, 1987 Rachel Mayfield
chaired her first meeting of the Mastery in Learning Project
(MILP) Steering Committee at Adams Elementary School in
Richfield. That evening we had a wide-ranging discussion
that included her election and her thoughts about herself as
a teacher leader. At one point, when I asked her about the
election she said, "I don't see myself as a leader." (I-
9/29/87)1 At the end of the year, in another after-school
conversation, I asked Rachel in what ways she had changed
during her year as chairperson. She replied, "I don't think
I have. I think I was a closet leader all along." (I-

5/25/88)

These two quotes raise three broad questions for people
interested in school reform and teacher leadership.2

1. What kinds of changes should we expect to see in a
teacher who takes a leadership role outside of the
classroom?

' parenthesis contain the dates of Journals, Letters,
Interviews, g8peeches, or Meeting minutes from which the
quoted material was taken.

2 Throughout this report the terms "leader" and
"] eadership" are used for want of better terms unless
specified otherwise. They are poorly defined words as we
shall see, but the general sense most people have of their
meaning is an adequate starting point. This report will
show the dimensions of the terms for Rachel in this
particular situation.
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2
2. What are the social tasks of leadership when it
is exercised by teachers within the culture of
today's public schools?

3. What does this leadership mean to the person
involved?

There are several ways in which these questions can serve as
guides for the consideration of teacher leadership. I have
chosen to look at them from Rachel's perspective; the

personal perspective of someone working within interpersonal

and institutional contexts.

This is an analysis and report of how Rachel understood
her role as a teacher leader in her school's first year of
participation in the MILP, a school-based, teacher-led,
school improvement project sponsored by the National
Education Association. It is the analysis of one woman's
developing understanding of what it means to be a teacher
leader in her own school's attempt to make changes in staff
relations and educational practice. In this study I
describe, as well as an outsider can, the characteristics of
this leadership role as Rachel discovered them during her
first year as Steering Committee chair. Her role as chair
cannot, of course, be totally separated from other roles
such as teacher, faculty colleague, and friend. The
interplay of all of these adds complexity to the role of
leader, and a more elaborate study of this interplay would
involve participation of members of the Steering Committee,

the principal, and others outside the building.
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School reform proposals for the professionalization of
teaching include recommendations for teachers to be more
active in the life of schools beyond their own classrooms.
They describe, in general terms, positions involving
responsibilities for professional development, collegial
interaction, and decision making shared among the people in
the building. The Mastery in Learning Project contains many
of these responsibilities, and leadership in these areas
often falls to the chair of the Steering Committee. As we
move toward these expanded professional roles for teachers
it would be helpful to know what it is like for an
individual to assume a position like this within the culture
of a typical school. During her first year as MILP Steering
Committee chair, Rachel kept a journal which provides

information on what it means to be a teacher leader.

Real change in schools will only come through changes
in the cultural norms of the school (Joyce, Murphy, Showers,
& Murphy, 1989; Sarason, 1971). Although Sarason focused on
cultural aspects of school change and blamed a narrow focus
on individual psychology for past failures to understand the
change process, I think it is important not to lose sight of
the individuals within the culture who are making the
changes. It is important to consider the culture and the
changes that have to be made in patterns of interaction when

trying to change schooling. At the same time it is
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4
important to remember the school culture is enacted by
people who also have personal lives, histories, and meanings
that affect, and are affected by, changes within the culture
(Erickson, 1986). I argue that we have to work on change at
both the cultural level and the personal level
simultaneously. The three guiding questions can help in the

process of developing an understanding of these changes.

CONTEXT OF THE STUDY

Since the publication of A Nation at Risk (National
Commission on Excellence in Education, 1983) focused the
public's attention on what was seen as America's educational
crisis, a number of studies and reports have suggested a
variety of approaches to improvement. A consensus is
developing that changes need to be made by shifting more
authority to the building level and allowing people
associated with each school more control over decisions

affecting their school.

The National Education Association (NEA)-sponsored
Mastery in Learning Project (MILP) is a demonstration of
teacher-led school reform at the building level. The
project is based on the assumption that decisions about
schools, teaching, learning, and curriculum are best made by
those closest to the situation--the people in each school
building. The project provides information in the form of

research and reports of practice and time through release-
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5
time funds to encourage local decision making. Each
school's participation in the project is guided by a
Steering Committee made up of teachers and other school
staff members. Each school also had a half-time, site-
based consultant who worked with the teachers. I was that
consultant for two years at Adams School. As consultant, my
role was to facilitate the process of identifying goals and
taking action on them. MILP will be described more

completely in Chapter 4.

Rachel teaches at Adams School which is in Richfield, a
midwestern industrial city that suffered during economic
slowdowns and has not recovered well. The school has an
enrollment of 385 students from pre-kindergarten through
sixth grade. The school serves a predominately middle class
neighborhood, but there are also some professional families,
and there is a low-income housing project within the area.
The school has 15 classroom teachers, and a staff of 14
professional, para-professional, and technical support
personnel. Richfield and Adams School will be described

more completely in Chapter 5.

Rachel, the subject of this study, is one of the
building's two kindergarten teachers. She has been teaching
for 14 years, the last 11 in this building. She was elected
chair by members of the Steering Committee and agreed to

keep a journal and participate in interviews that provide
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6
the bulk of the data analyzed for this report. She did not
have previous preparation for or experience in positions
like this. Rachel's background and personal beliefs about
teaching will be discussed in Chapter 6.

DELIMITATIONS OF THE STUDY

This is a study of the personal reactions of a single
individual in a particular situation frozen in time and
space. These findings are not necessarily representative of
other MILP Steering Committee chairs nor of leaders in other
kinds of school activities. The project in which Rachel was
participating has some philosophical and procedural
features that relate to her role as leader that might not be
present in other school improvement projects. Finally, the
city of Richfield and its school district have features and
history that make them unique. Because of this uniqueness
it may not be appropriate to generalize these findings
Seyond this particular situation.

on the other hand, the study contains detailed, in-
depth descriptions of events and the sense Rachel made of
them as a teacher leader. Readers can compare and contrast
these descriptions to their own situations and draw upon the
findings and conclusions in ways that apply to their own
situations. I believe people interested in changing roles

for teachers can use Rachel's understanding of leadership
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7
and these concepts, ideas, or characteristics of the role of

teacher leader in broadening their own understandings.

Rachel's own journal is the primary data source,
augmented by interviews. Additional information comes from
memos, meeting minutes, the text of presentations Rachel
made, and my observations. In her journal Rachel presents
her own point of view, and that is the only perspective
considered in this study. None of the other participants
were interviewed because I wanted to focus on Rachel's

understanding of her role.

The study is not intended to be, nor should it be
interpreted as, an evaluation of Rachel's leadership. Nor
is it a study of the success or failure of MILP either
conceptually or in this particular location. This is not a
study of change in schools, school reform, or school
restructuring per se although it is set in the context of a
school restructuring project and the findings could be of

use to people contemplating such a project.

My intention here is not to answer the guiding
questions in some concise, absolute form. I am interested,
instead, in using them as a guide or framework for the
detailed description and analysis of one aspect of Rachel's

1987-88 school year.
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ORGANIZATION OF THE REPORT

The search for leadership begins with a review of the

literature. This is presented in two parts.

Chapter 2 contains background for the study and its
findings by reviewing existing literature for the types of
changes we might expect during a teacher's first year in a
formal leadership role among her peers. There is very
little literature bearing directly on this topic, but such
related topics as school reform, the change process,
professional development, and the roles of teachers are

considered.

Chapter 3 is a continuation of the review of
literature, but it moves from leadership per se to a
discussion of school reform in general and specifically of
the Mastery in Learning Project, including its philosophy,

features, organization, and the selection of sites.

Chapter 4 contains rationales for both the topic and
the method of this report. The processes used are described
in some detail, and it also contains a description of

Richfield and of Adams Elementary School.

The findings of the study are presented in three parts.
I begin with a description of Rachel, followed by the major

events of the year. An understanding of leadership in this
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9
situation comes from an analysis of Rachel's actions and
reactions within the context of the MILP events. This is

presented in the third chapter of this section.

Chapter 5 contains a portrait of Rachel; her
background, personal beliefs, and thoughts about teaching.
This portrait is important as a starting point for a

description and analysis of the 1987-88 school year.

Chapter 6 contains the first slice through the 1987-88
school year. The year is looked at as a chronology of
events. This provides one view of leadership in MILP at
Adams and also sets the historical context for the analysis

in Chapter 7.

Chapter 7 contains the second slice through the 1987-
88 school year. This time it is done in terms of
leadership; the tasks, characteristics, and meanings of

leadership as Rachel experienced it.

Chapter 8 contains my conclusions regarding the
questions raised and the relationship of the findings to the
existing literature. There are also implications both for
others considering expanded roles for teachers and

considerations for further research.

An Epilogue is included to fill in the time period
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10
between June, 1988 when the study ended and November, 1990
when the writing was completed. Also included are some
reflective comments from Rachel as she looked on her MILP
involvement and in reaction to reading this report.
Finally, I have some comments of my own about this research
experience and what I have learned about research, working

with teachers, and making changes within schools.
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INTRODUCTION TO CHAPTERS 2 and 3

The literature review is presented in the next two
chapters. I have begun with a broad consideration of
leadership and then moved to a consideration of teachers's
careers and different meanings of leadership within that
context. Chapter 2 ends with a discussion of the
characteristics of teachers' work. Chapter 3 creates a more
specific context for this study as it reviews school reform
proposals generally and the Mastery in Learning Project
particularly. The philosophy and goals of MILP is an
important part in understanding Rachel's leadership in this

situation.

11
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This chapter is a review of literature around the
questions posed in the first chapter:

1. What kinds of changes should we expect to see in a

teacher who takes a leadership role outside of the

classroom?

2. What are the social tasks of leadership when it

is exercised by teachers within the culture of

today's public schools?

3. What does this leadership mean to the person
involvead?

Looking at these questions in terms of personal meaning,
there is not an established body of literature. There are,
however, three topics that can provide some insight. At the
most general level there is the concept of leadership
broadly defined, then there is literature on teachers'
careers, and finally there is information on the

characteristics of teachers' work.

In a review such as this there is a danger of
developing the portrait of a stereotypical or "average"
teacher which would tend to conceal the variety of people,
histories, motives, and meanings that are present within any
school situation. Rather than that, my purpose here is to
attempt to pull together some of the characteristics of
leadership, teachers, and teaching that might be considered

typical or that will provide analytic tools that will be

12
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13
useful in analyzing, interpreting, and drawing conclusions
from my data. In other words, I hope to use this
information to provide insights rather than to impose

boundaries.

THE CONCEPT OF LEADERSHIP

The first area of concern in this search for the
meaning of a teacher's leadership is the concept of
leadership itself. This will be done in rather general
terms beginning with some theoretical points and moving
through more specific types of leaders and their skills.
Much of the literature in this section is from outside the

field of education.

The concept of leadership is, at best, vaguely defined

in our everyday language. It is generally thought to be one

of the components of administration or management which may
or may not be present in varying amounts. Hodgkinson (1983)
says leadership is the process of using collective
organizational action to affect policy, values, and
philosophy.

Administration is leadership. Leadership jis
administration. . . [One cannot] administer without
leadership or lead without administration. . . . It
does not make good sense to talk of having at one and
the same time good leadership and bad administration,
or conversely. In short, good leadership is simply
good administration and bad administration is simply
bad leadership." (pg. 195) (emphasis in original)
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14
Throughout his book on the philosophy of leadership he
analyzes leadership in terms of administrative and

managerial functions.

Administration broadly speaking, and therefore
leadership, is the process of putting one's philosophy into
action within an organization. Leadership as philosophy-
in-action is carried out in two ways, through administrative
processes which are essentially abstract, philosophical,
qualitative, strategic, and humanistic and through
managerial processes which are essentially concrete,
practical, pragmatic, quantitative, technical and

technological (Hodgkinson, 1983).

Hodgkinson (1983) presents a taxonomy of the
administrative process that divides administration and
management each into three activities. This also functions
as a flow chart to show the movement from values adopted at
the philosophic level through to the daily activities of the

organization.
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. The Translation of Values into Action in an

Organization.
Deal
gtage = Nith
ADMINISTRATION Philosophy Ideas
(Policy
Making)
Planning Ideas
Politics People
MANAGEMENT Mobilizing People
(Policy
Implementation)

Managing Things

Monitoring Things

Processes/Tasks
Argument, dialectic,
logic, rhetoric, &
value clarification.

Written, persisting, &
communicable form.

Coalitions formed,
levers pulled, people
persuaded, power &
support marshalled.

Getting the stuff you
need; motivating
people, workers.

Day to day, short-
term, long-ternm,
routinization,
programming

Supervision, auditing,
accounting, &
evaluation which loops
back up to the
philosophy and planning
stages of
administration

Leadership is most active in the middle of this process

where the emphasis is on people although the initial steps

dealing with ideas are also a major portion of leadership.

Types of Leaders

Having looked at a theoretical treatment of leadership,

let me now turn to some more specific thoughts on the topic.

This begins with the consideration of typical types of
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16
leaders followed by some of the traits and behaviors that
have been found helpful for leaders in general. Later I
will consider findings that are more specific to leadership
during the process of change. I depend on Hodgkinson's
(1983) summaries of leadership types in his book on the
philosophy of leadership for these examples. This certainly
is not an exhaustive list, but it indicates the types of
categories and characteristics dealt with in this

literature.

The Politician Hodgskinson identified four archetypes of
people in organizations:
The careerist, whose advancement in the organization is
his or her only interest.
The politician, who places group-interest before self-
interest.
The technician, who pragmatically uses logical
analysis and relies on the science and technology
of administration.
The poet, who leads for Good through the shear

force of his or her will.

Of these four types, the politician is the one that
best describes Rachel's leadership. The politician has
substituted a genuine interest in the group's well-being for
self-interest and stresses group morale, group cohesion, and

participatory democracy. The politician draws energy and
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moral force from the group and acts as spokesperson,
articulator, and leader. This is done through group harmony
and the continual search for and maintenance of consensus.
This is primitive democratic theory: the group knows
best what it wants and what it ought to want; the
function of the leader is to discover such values,
formulate and represent them, then translate them into

reality through the devices of organization and
administrative process. (Hodgkinson, 1983; pg. 161)

This emphasis on the needs of the group commits the
politician to a heavy schedule of personal interactions.
The heavy emphasis on consensus requires that the leader
always be congenial and willing to listen sympathetically.
This constant pressure to meet and talk with people fills
all the available time, keeps the politician focused on
short-term goals, and leaves little time for solitude and
reflection. The archetypical politician does this without

cynicism because of a genuine commitment to the group.

Theory X and Y Leadership No review of leadership would be
complete without at least mentioning Theory X and Theory Y

types of leadership (McGregor, 1960). Theory X leadership
takes as its basic premise the belief that people as workers
or as members of an organization have an inherent
disinclination to work. Because people will avoid work
whenever possible, leaders need to somehow coerce them into
doing it. People will need to be supervised, and, actually,

workers and organization members prefer direction and the
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security of authority to responsibility and the insecurity

of risk taking and decision making.

The presumptions of Theory Y are exactly opposite.
They hold that if it is satisfying, work can be enjoyable
and people as workers or members of an organization will
exercise self-direction and assume responsibility. When
people are committed to some kind of work or organization
they can find opportunity for fulfillment in organizational
life and can be left to work without supervision (McGregor,

1960).

Traits, Tasks, and Characteristics

Much has been written, especially for business and
industry, about the characteristics of leaders and the work
they do. Although the organization and purpose of schools
differ from those of business and industry, some of this
literature can be helpful when studying the nature of
leadership in schools (Tucker, 1988). This section will
review thoughts from both education and business for
constructs that can add to the understanding of Rachel's

position.

Reconciliation When leadership is thought of as focusing on
consensus building, one of the major tasks for leaders is
reconciliation. This takes the form of reconciliation of

the organization to society, of organization members towards
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organizational goals, and of individual and larger
collective interests. Depending on the leader and the
group, these reconciliations can be static or dynamic,
creative or uninspired, divisive or harmonious, synergetic

or degenerative (Hodgkinson, 1983).

Checking Feelings and Values Hodgkinson (1983) goes on to
say it is important for the leaders to keep their feelings

and values in check in order for them to help them operate
as leaders. He lists three inhibitions that are important
for a leader.

1. Not identifying emotionally to the point of
loss of control with the ongoing flux of events,
the ups and downs of vagaries of circumstance and
chance.

2. A determination not to consider one's own ego,
much less one's id, if the impulsions of that
consideration contradict one's organizational
commitments in any way.

3. A general inhibition against expressing
negative emotion, unless it be for deliberately
calculated political purposes. This is not to say
that the leader will not feel negative affect,
only that he will not normally express it. Nor is
this to be confused with the popular psychology of
'positive thinking.' The leader may well be
profoundly pessimistic about the turn of events
but he [sic] has a dramaturgical duty to express
and inspire confidence and maintain commitment --
so long as he can do this without trenching on
the unauthentic or undermining his credibility.
(pg. 213-214)
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Heroic and Unheroijc Leadership Murphy (1988) presents a
somewhat more specific look at leadership within school
settings and arrives at the realization that the traditional
view of leadership, a heroic boss, does not completely
describe effective school leadership. The heroic boss has
at least these 6 characteristics:
A clear personal vision, sense of purpose, which they
define for their organizations.
Extremely knowledgeable with the right answers for
pressing problems.

Be strong, display initiative and tenacity.

Communicate forcefully.

Amass power and use it for organizational improvement.

Solve difficult problems in ways that move the
organization toward its goals. (pg 645)

Murphy argues, however, that these are unrealistic and
lead to frustration on the part of leaders who are faced
with problems more complex than they alone can understand,
let alone solve. It also frustrates others in the
organization whose leadership contributions do not fit the
heroic mold. He suggests there is an unheroic side to each
of these heroic leadership characteristics or activities.

Developing a shared vision (as well as defining a

personal vision).

Asking questions (as well as having answers),

Coping with weakness (as well as displaying strength).

Listening and acknowledging (as well as talking and

persuading),

Depending on others (as well as exercising power), and
Letting go (as well as taking charge). (pg 655)

Letting go was one of the challenges Rachel faced as a

teacher leader. Murphy says leaders need to allow others to
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deal with problem situations. And as part of letting others
deal with situations,
administrators must decide to ignore issues that
they believe ought not to be ignored and to do
some things superficially that ought to be done
with careful attention. A conscientious leader
always has more high priorities to address than
time and organizational resources allow. In the
face of competing demands, deciding to do some
things badly, letting go before the time seems
right, and coping with the consequences are all

ingredients of leadership behavior. (Murphy, 1988,
pg 659)

POSITIONS, ROLES, AND INDIVIDUALS

Within social groups there are "positions" which are
similar to boxes on an organizational chart. These
positions are defined by a set of rights, obligations,
privileges, and responsibilities that are agreed on, at
least in general terms, by members of the society. These
positions may be more clearly defined, such as the
Chairperson of the Board in a large corporation or the
principal in an elementary school, or they may be less
clearly defined, such as a committee member or the trend-
setter in a group of friends. The "role" a person plays is
the pattern of behaviors performed in filling the position.
This role and its behaviors are constrained by the rights,
obligations, privileges, and responsibilities associated

with the position (Sarbin, 1953).

Each individual brings to a position a personal
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history, personal traits, and habits that influences their
behavior within that position. Even the most closely
defined positions are flexible enough to allow for some
personal variation and style. When a new position is
created in a social group there is much more latitude for
personal variation as the person in the position works,
implicitly and explicitly, with the others in the social
group to define how the role will be played out (Getzels &
Thelen, 1971). In the situation being studied here, the
Steering Committee was a new social grouping and the chair
was a new social position. Members of the group had to
define the roles of committee members as well as the role of
the chair, and this had to be done within the context of a
long shared history and overlapping roles as friends,

teachers, and professional colleagues.

When moving into a position or a new role, a person can
either "take" the role or "make" the role. 1In taking a
role, the person moves into an established role and stays
within the well-defined boundaries of the position. Most
roles, however, are actually made by a new incumbent. This
is especially true in this case where the positions are new
for this group, but even established positions are not as
well defined as people generally think and there is a range
within which the individual can shape the role (Turner,

1962).
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It is through social interactions that people create
typical patterns of behavior that become roles and part of
their social institutions which consist of "a widening
sphere of taken-for-granted routines." (Berger & Luckmann,
1967, pg 57) At the same time the norms of existing social
groups or institutions shape the behaviors of people; "the
product acts back on the producer." (pg 61) The concepts of
career, leadership, and the characteristics of teachers'
work; the social positions; and the other concepts discussed
in this study are all social constructions. They are all
created by the participants based on their personal and
collective histories, values, beliefs, agendas, and the

context as they perceive them at the moment.

People construct meaning and enact meaning together at
a number of levels. During each interaction the
participants provide the environment within which each
person acts. The actors create a scene in which each one
has a part. Each person works within the situation to
achieve his or her agenda (Mehan, 1980). Beyond this
immediate, local level there is social influence from people
and institutions outside the present interaction. 1In
schools these might include other staff members, the
principal, parents, community members, district policies,
and union contracts. These all operate within an even
larger social context or culture "which can be defined in

cognitive terms as learned and shared standards for
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perceiving, believing, acting, and evaluating the actions of

others." (Erickson, 1986, pg. 129)

IEACHER LEADERSHIP

School improvement programs of the 1980's have often
called for teachers to move outside the classroom and
participate more broadly in the life of the school. These
calls have been couched in terms of "professionalism" or
"leadership." 1In this section I will look first at
leadership as teachers' advancement into some kind of
hierarchy in roles or activities that are generally defined
by people other than classroom teachers. These career
ladder programs, as they are often called, provide
opportunities for some outstanding teachers to make valuable

contributions to the life of their buildings or districts.

A second perspective is then presented that argues that
teachers' careers are enriched through personal development,
and that career advancement for teachers is better thought
of as opportunities for personal, professional growth and
development, rather than as advancement up some career
ladder. MILP views teachers' career satisfaction as coming
more through growth than through advancement (McClure,

1988).
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Career as Advancement

McLaughlin and Yee (1988) suggest there are two quite
different views of the form and meaning of "career" in
teaching: career as advancement through an organizational
hierarchy, and career as personal growth and development as
a teacher. Each view of career has implications for the
form and substance of teacher leadership. The first view of
"career" is institutional involving organizational
structures and rewards, advancement in the hierarchy --
"Success" is getting to the top. Generally, in this model
of career the rewards that are emphasized most often are in

the form of money and perquisites.

"Career ladder" is often used as a generic term to
cover a variety of these advancement schemes for teachers.
Plans are generally state-sponsored attempts to motivate
teachers, and they provide salary awards for teachers based
on excellent performance, additional work during extended
hours or contract year, mentoring new teachers, acting as
master teacher, or for accepting additional duties. The
common criterion of excellence in teaching, by some
definition, applies to all plans. Qualifications for
participation in most programs are specifically based on
student achievement or progress. Selection procedures
sometimes include peer review or classroom evaluations which
are often based on "competencies associated with effective

teaching." (Cornett, 1985, pg 8-9) The number of teachers
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who can participate in these programs is generally limited
by the level of funding made available by the state

(Cornett, 1985).

In addition to these formal, state-initiated projects
there are district-level positions in which teachers take on
responsibilities beyond their classrooms. These roles are
generally established by the administration to meet needs
the administration has identified. The people who are
chosen to fill the positions are selected either directly or
through an application process by the administration.
Although the positions often have no written job description
or training, the general parameters are established by the
administration. The teachers in these positions tend to
have a great deal of latitude in shaping the nature of the
job, but the jobs are not self-defined nor do they arise
from teacher's decisions about needs and how they should be
met (Little, 1988). In this way, they differ from teacher
empowerment as envisioned by MILP and similar projects which
emphasize the importance of teachers identifying issues of

concern.

Many of the local programs take the form of department
head, resource teacher, project director, grade-level chair,
etc. Tasks differ in the degree to which the teacher leader
intrudes into the work of his or her peers. They range from

the least intrusive form of paper shuffling, which is
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usually rotated among teachers every few years; to acting as
a buffer between administration and teachers, which is more
intrusive; to organizing workshops and study groups,
suggesting assistance, participating in evaluation, etc.
which was the most intrusive. Teachers tend to accept
programs that are nonintrusive, but as teachers' experience
increases so does their resentment of and resistance to more

intrusive programs (Little, 1988).

In reviewing these forms of leadership, Little (1988)
concluded there seemed to be little evidence of productive
arrangements that were stable and long-lasting. Many
programs were too new to have been thoroughly evaluated. 1In
many cases effective arrangements fell apart quickly when

the building principal left.

Career ladder programs are criticized on a number of
counts. Lieberman and Miller (1984) see them as
fundamentally flawed.

Oon the national level, we are currently
engaged in a great debate about the quality of
public schooling. That debate has tended to
accept merit pay, career ladders, and more
stringent requirements for teaching as among the
best strategies for improving schools. All these
strategies take as givens that most teachers are
not meritorious and that most people who enter
teaching are less than adequate. (pg 24)

Others feel the "promotion and advancement" emphasis of
these plans does not fit the career visions of most people

who enter and remain in teaching (Blackman & Hatfield, 1989;
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McLaughlin & Yee, 1988). A third criticism is that this
competition does not contribute to collegiality but,
instead,
a payoff-centered environment, where strategies such as
merit pay, summative evaluation, or bonuses reward
successful practice, ironically encourages precisely
what these policies hope to discourage--a backward-
looking point of view, hiding of mistakes or
disappointments, "show-and-tell" on evaluation day.
(McLaughlin & Yee, 1988, pg 37)
Finally, competition between teachers for career
advancement, climbing some kind of career ladder, and higher
pay are probably not a sound way to improve the quality of
schooling. They have little incentive value because they
are available to such a small group of teachers after long
tenure in the classroom. Nor are currently conceived career

ladders and incentive pay apt to lure more talented people

into teaching (Little, 1988; Rosenholtz, 1985).

In spite of the limitations of many programs and the
criticisms raised, there are benefits. And in spite of the
fact that they differ markedly from the design of MILP, some
of the outcomes and characteristics help us understand

aspects of Rachel's experience.

High Gain, High S8train Little (1988) referred to one
outcome of leadership by teachers as "High Gain =-- High
Strain." (pg 98) High gains result from teachers' classroom
focus, their wealth of experience, and the sheer number of

people available. At the same time, high strain comes from
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conflict with the egalitarian ideal among teachers, the
image of teaching as mainly an idiosyncratic matter of
style, and the norms of privacy and isolation. There are
few if any provisions in the profession for the formal
recognition of differences in skill, knowledge, or
initiative. For that matter, it is actively resisted in

some collective bargaining situations (Little, 1988).

Strain is compounded when teacher come straight from
the classroom with little preparation or support. Relations
with principals can also add to strain if the principal
feels cut out of the action. The factors of strain,
especially those involving their teaching colleagues, are
often seen by the teacher leader as outweighing perceived
gains causing them to back off or to not recognize their

expertise (Little, 1988).

S8election Problems Perhaps the most obvious problem with

this type of leadership is in the process of selection.

The selection of leaders has been cast both as a
technical problem (what are the acceptable
criteria for performance?) and as a political
problem (who will teachers accept as leaders, if
anyone?). To the extent that the selection
problem remains at the forefront of discussions of
teacher leadership, and elaborate selection
strategies remain the heart of implementation
plans, we can expect that the prospect of teacher
leadership will decline. (Little, 1988, pg 101)

Because it is so difficult, the selection process consumes

much of the time and energy of the people involved and
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creates political problems that need to be attended to as
the project begins, thereby unproductively using more time,
energy , and goodwill and diminishing the chances for

success, or at least limiting themn.

Administrators' Concerns Some administrators and building
principals are concerned about the difficulty of developing

new role relationships with teachers in leadership positions
and with the public's perception of leadership involving
teachers. The new roles for teachers create ambiguity
around the roles of the principal and the teacher leader and
their relations with one another. Administrators resist
encroachment on traditional administrative responsibilities
such as budget, staffing, and, especially, teacher
evaluation (Little, 1988). Geist (1988) argues that if
teachers, and by extension the teachers' union, are involved
in teacher evaluation there is a potential conflict of
interest when the time comes to remove an incompetent
teacher. He also criticizes teacher leadership plans for
concentrating too much power in the hands of teachers!'
unions as they dilute the influence of the building
principal. The roles that each principal plays as the
building's instructional leader, as the accountable
individual, and as the contact person for parents would be
made more difficult if school decisions were being made by a
committee of teachers who had the power to override the

principal. On the other hand, Little (1988) reports that
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principals who have established school structures that
provided reason and opportunity for teacher leadership
thought their influence over classroom events was increased
rather than diminished through involvement of teachers in

curriculum and instruction decisions.

Finally, administrators are concerned about the
public's perception that "no one is in charge" of the school
when responsibility is shared. The public is also concerned
that the best teachers are spending time outside classrooms

and are not available to teach the students (Little, 1988).

Teachers Studying Teacher Leaders A study of teacher

leadership done by a group of classroom teachers working
within the Puget Sound Educational Consortium (PSEC)
(Diercks, et al., 1988) is especially interesting because it
is the work of teachers coming to grips with their roles
rather than outside researchers attempting to describe their
work. The PSEC is a group of 14 public school districts in
the Puget Sound area working in collaboration with the
University of Washington. Within the consortium the Teacher
Leadership Strand has been established in which classroom
teachers consider the nature of teacher leadership and ways
of expanding its possibilities. One of their projects was a
series of interviews with 87 colleagues who demonstrated
leadership within their districts. The teachers compiled

and analyzed the data and reached conclusions regarding the
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nature and the needs of teacher leaders as well as

implications for teachers and for administrators.

The teacher leaders said success in their expanded
roles depended on such traits as involvement, respect for
confidentiality, history of past successes, resourcefulness,
and leadership styles including persistence, organization,
dependability, amount of involvement, degree of
accomplishments. When asked what leadership skills they
thought others attribute to them, over half of responses
included enthusiasm, honesty, assertiveness, willingness to
be democratic, and willingness to take risks. A third of
the responses included being a good listener or communicator
and being a team player. Only 20% included instructional
and organizational skills. 1In several places the report
emphasized that the teacher leaders were most interested in
topics related to their classrooms. The leadership
activities should be in support of, not a replacement for

their teaching (Diercks, et al., 1988).

Most of the teachers in leadership positions received
little or no preparation for their new responsibilities.
Needs the teachers identified as most important were the
information, time and resources necessary to learn the
skills related to the new position. They identified "time
management, communication, listening, group processing,

conflict resolution, motivation, organization, stress
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management, computers and word processing, and grant
writing" (pg 13) as areas of concern. In keeping with their
concerns with classroom issues they also identified multi-
cultural education, learning styles, and current education
research as topics about which they wanted more information

(Diercks, et al., 1988).

The teachers concluded that leadership has implications
for teachers and their work, including the need for
increased risk taking and divergent thinking. Teachers will
need to learn to deal with ambiguity, different forms of
responsibility, and potential, if not actual, failure as
they work at breaking down isolation and learning to work

with colleagues (Diercks, et al., 1988).

Implications for administrators began with a call for
appreciation of the diverse roles teachers play as
"bookkeeper, nurturer, referee, evaluator, counselor,
dispenser of knowledge, and disciplinarian." (Diercks, et
al., 1988, pg. 16) They also need to work cooperatively
with teachers who are in authentic decision-making roles
that are designed to support and improve classroom
instruction. 1In order for the teacher to fulfill these
roles administrators need to restructure time schedules and
responsibilities to encourage "teacher-to-teacher dialogues,
development of classroom instructional techniques and units

of study, and student-teacher interactions." (Diercks, et
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al., 1988, pg. 16) The leadership skills necessary for
these roles should be developed through inservices, and
administrators should seek out and develop potential leaders
so that there is continuity as teachers move in and out of
positions. Finally, administrators need to "recognize that
teacher leaders value their classroom time, that the
education of their students is their first priority, and
that this relationship should be respected." (Diercks, et
al., 1988, pg. 16)

Prospects for Teacher Leadership In summarizing the
prospects for teacher leadership, Little (1988) identified
five ways in which those prospects are advanced or
diminished.

1. They are advanced when teachers see the work
important and difficult, but they are diminished when the
work is trivial, not related to school challenges, or not
matched to the complexity and intellectual challenge of
teaching.

2. They are advanced when the roles provide dignity
and "rigorous, rewarding professional relationships," (pg.
101) but they are diminished when teachers are expected to
serve as "hit men" to "fix, punish, or remove the
incompetent or intransigent" (pg. 101) teacher.

3. They are advanced when the roles administrators
provide public, concrete support and specific understandings

for doing business together with teachers., but they are
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diminished with restrictive agreements aimed at protecting
the interests of particular groups.

4. They are advanced by incentives that reward
cooperation and collaboration on the part of teachers,
lending support to others who are taking a leadership role,
and support for shared responsibility, but they are
diminished by the types of disincentives for cooperation
built into the current structure of schools and the work of
teachers.

5. They are advanced by policies that select,
evaluate, and reward building principals for encouragement
of teacher leadership and shared responsibility, and by
district policies for smooth transitions from one principal

to another.

Institutional changes needed to improve the potential
for success of teacher leadership programs include changes
in the nature of teacher's work. Increases in the amount of
teacher-to-teacher work are needed to provide a reason for
teacher leadership. Teacher leadership requires changes in
the structure of power, prestige, and authority relations in
schools. These imply making changes in the conceptions of
what teaching means. Little (1988) emphasizes the great
difficulty of the last two challenges and, at the same time,

their central role in the success or failure of a project.

The idea of changing the conceptions of teaching leads
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into a second view of the meaning of a career in teaching:
one which is based on a changed conception of the nature of
teaching and learning and the work of teaching. MILP and
similar programs different greatly from programs that have
grown out of the career-as-advancement model with its
administrative domination. They tend to be more closely

aligned with the career-as-growth model.

Career as Professional Growth

The second form of "career" in teaching focuses on
personal growth and development within the profession and is
based on a conception of learning, and therefore teaching
and teachers' work, that differs markedly from traditional

conceptions.

Nature of Learning and Teaching Devaney and Sykes (1988)

argue that the nature of the learning students need to do to
prepare themselves for the future is in line with the
production of knowledge rather than the consumption of
knowledge as has traditionally been the case. This shift in
the nature of learning calls for a shift from teacher-
centered, textbook- and test-driven, direct instruction to
patterns of interaction and a culture of schools and
teaching that are quite different from what we now have.
Rather than being technicians effectively delivering course
content to students for their consumption, teachers would

have to understand the cognitive complexity of the school



inv
dev
Thi
"th
act

enc

5

cio
buj.
schy
bro:
Rust
dec:
clir
NS
LEYS
eit}
ing)
Ney

co]]

inst



37
work needed to construct knowledge and to manage students'
involvement in tasks that confront misconceptions and
develop learning strategies and social and cognitive skills.
This new conception of learning requires teaching that is
"the continual and changing interplay between thought and
action, based on close observation and reflection about the
encounter or 'match' between students and subject matter.
. « Teaching is more than skilled transmission; it is

principled action." (Devaney and Sykes, 1988, pg 6)

For this kind of teaching to be possible, the people
closest to the teaching and the children, those at the
building level, must make as many of the decisions about
schooling as possible. These decisions must fit within
broad local and state guidelines, but teachers' judgement
must be the main determinant supported by faculty-wide
decisions about curriculum, instructional methods, school
climate, parental involvement, teacher selection and
assignment, and evaluation. As a part of this decision
making by teachers, "advanced assignments available on
either part- or full-time, short- or long-term bases might
include curriculum development, residency supervision [of
new teachers], instruction of perservice students,
collaborative research, staff-development planning and

instruction, etc." (Devaney & Sykes, 1988, pg 7)

These tasks for teachers sound similar to those
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proposed in career-as-advancement plans described above.
The difference here is that they are embedded in a notion of
teaching that requires a higher level of performance from
all teachers. If we conceptualize teaching as helping
students produce knowledge rather than the technically
effective delivery of knowledge, Devaney and Sykes (1988)
argue that all teachers will need to become professional in
terms of decision making and instructional expertise. It
will not be sufficient to have a corps of professional
teachers making decisions about and directing the work of
the majority of teachers as is suggested by some current
reforms proposals (Carnegie Forum on Education and the

Economy, 1986; Holmes Group, 1986)

In the same vein, Lampert (1988) suggests that before
we can have independent, problem-solving, creative thinking,
cooperatively learning students we need to have teachers who
have these traits. She asks how teachers can develop these
traits in students if they do not have them themselves and

when they are not a part of teachers' professional lives.

This way of thinking about teaching and the needs of
teachers leads to the second conception of "career." Here
career is seen as personal growth and development which is
not necessarily tied to movement in the organizational
hierarchy. Each person's development is individualistic

which means it is difficult, if not impossible, to implement
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a single plan on a district-wide basis which is possible
with the career-as-advancement model. Individual growth is

subjective and not standardizable.

Rewards 1In line with Lortie's (1975) findings on the
importance of intrinsic, psychic rewards for teachers,
McLaughlin & Yee (1988) found teachers thinking of career
satisfaction in subjective terms. In a study of 85 teachers
in 5 California school districts,they concluded
teachers, then, conceive of career and define
career satisfaction largely in subjective terms--
making a difference, sharing a discipline they
love. Through these attitudes, teachers generate
se-based vid termi notion
of career; advancement is framed in terms of an
ongoing process of professional growth, and
success means effectiveness in the teaching role.
The flat occupational structure that characterizes
teaching has no necessarily positive or negative

relationship to a career for most teachers.
(emphasis in original) (pg 26)

Others have found teachers also get career satisfaction
from professional connections outside of schools. British
secondary teachers studied by Bennet (1985) gained
professional satisfaction in associations with working
scientists, artists, and university-based educators.
American teachers were found by Yee (1987) to be more
interested in a wider pool of professional opportunities

than in hierarchical career advancement.

To promote this view of career as professional growth,
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then, McLaughlin and Yee (1988) contend teaching positions
need to provide opportunities to develop teaching competence
and "access to resources and the ability to mobilize themn,
the availability of the tools to do their job, and the
capability to influence the goals and direction of their
institution." (pg 28) They found that school environments
supporting this type of career had five interrelated
qualities:

adequacy of resources,

unity of purpose,

collegiality,

problem-solving orientation, and

a reward structure based on growth, risk taking, and

change.

Leadership Focused on Students' Learning If teachers all

need to become increasingly professional in terms of
decision making and instructional expertise (Devaney &
Sykes, 1988), and if career satisfaction can come through
this kind of professional growth and development (McLaughlin
& Yee, 1988), then teacher leadership should be different
from traditional forms. This is especially true when that
leadership focuses on the improvement of learning through
the improvement of teacher/student interactions as Little
(1988) suggested when she discussed improving the quality of
teaching through collegial interaction. She proposed

teacher leadership as "rigorous professional relations among
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teachers" (pg 81) that would lead to increased satisfaction
through success with students.

The target of teacher leadership is the stuff of

teaching and learning: teachers' choices about

curriculum, instruction, how students are helped

to learn, and how their progress is judged and

rewarded. Teachers who lead leave their mark on

teaching. By their presence and their performance,

they change how other teachers think about, plan

for, and conduct their work with students. (pg 84)
This is different than leadership on curriculum committees
and in quasi-administrative roles. This form of leadership
is based on construction of knowledge as the guiding
learning theory of the school. Other forms of leadership
are based on and operate within a view of consumption of
knowledge; leadership roles designed to improve and

perpetuate the existing curriculum and its delivery.

Changing Norms Little (1988) points out that her proposal
for leadership among teachers violates the cultural norm of
not interfering in another teacher's teaching. As noted
earlier, there is teacher tolerance for intrusive programs
under some circumstances, such as helping a new teacher or
vague offers of assistance, but teachers do not accept
direct intervention as appropriate when both teachers are
experienced.

In the culture that prevails, 'don't interfere'

and 'ask if you need help' bound teachers'

initiative toward one another. Teacher autonomy,

in this view, is interpreted as freedom from

scrutiny and the right of each individual teacher

to make independent judgments about classroom
practice. (Little, 1988; pg 94)
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Reform proposals, therefore, should aim at breaking
down existing barriers of isolation and individual autonomy
among teachers, but in doing so they run counter to many of
the norms and traditions of the occupation (Feiman-Nemser &
Floden, 1986; Lortie, 1975; Lieberman & Miller, 1984). The
relations between teachers and leaders--of any kind--is
strained because of isolation, privacy, and autonomy.
"Teacher leaders" do not have a place in the culture of
schools. "The relation with other teachers that is implied
by terms like mentor, advisor, or specialist has little
place in the ordinary workings of most schools. Even the
simple etiquette of teacher leadership is unclear." (Little,
1988; pg 84)

What is called for is "an affirmative construction of
professional obligations" (Little, 1988, pg 94) that would
center on shared responsibility for educating children and
would go beyond concerns about being intrusive or offering
perfunctory invitations.

The prospects for school-based teacher leadership
rest on displacing the privacy norm with another
that might be expressed this way: 'It's part of
your job to insure that all the teaching here is
good teaching.' Teacher autonomy, in this view,
is interpreted as the right of the teaching
profession to construct and uphold standards of
good teaching and the obligation of individual
teachers to examine closely their own and others'
professional judgments. In schools, teachers
would in fact expect to be their brothers'
keepers." (emphasis in original) (Little, 1988, pg
94)
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This is a much different view of the nature and goals
of teacher leadership than those proposed by many for the
expanded roles for teachers. The philosophy of MILP matches
closely the philosophies of teaching, learning, and career
that are described here. In this model every teacher could
or would be a leader, not just the few who entered and won

the competition for a limited number of positions.

While career advancement in terms of upward movement
through some sort of hierarchy will always have an appeal to
some teachers and will probably remain available in some
form, in the final analysis it is student gains that will
determine the availability of career opportunities, of any
form, for teachers. "The prospects for teacher leadership
remain dim if no one can distinguish the gains made for
students when teachers in large numbers devote their
collective attention to curriculum and instruction."

(Little, 1988; pg 100)

TEACHERS' WORK

The consideration of the literature on teacher
leadership has provided insights into characteristics of
leadership based on two views of teaching and career
advancement. These insights, however, tend to be limited to
the formal functions of leadership or to its public

activities; they do not shed much light on the personal,
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private aspects of leadership. The literature on the nature
of teachers' work expands the understanding of teacher
leadership by adding information about the structure and
culture of teaching as it is experienced daily; the nature
of the work being done by the people being lead as well as
those leading. This begins to expose the private side of
teaching, and in the process expands our understanding of
public leadership activities. It shows us features of the

milieu in which leadership takes place.

Characteristics of the Work of Teaching

A number of factors combine to form the work of
teaching and the social, cultural relations of teaching. It
is difficult to know where to begin in discussing these
factors because they are not linear with one automatically
leading to the next. Instead, they form a complex web of
interactions in which any one factor is influenced by a

number of others and in turn influences a number of others.

Isclation The isolation of teachers is a common theme in
writings about teachers and their work. This isolation
appears in a number of forms, the most obvious being the
physical isolation of individual teachers in self-contained
classrooms. Teachers typically spend the vast majority of
their working day inside their classrooms with the same
group of students that they were with yesterday and will be

with tomorrow. Interactions with adults are limited to
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short conversations squeezed into a day that is dominated by

classroom concerns.

Some forms of isolation can be traced back to the
conditions under which teachers learn their craft. There is
no shared ordeal of training as in medical or legal
preparations. People in other professions share with their
colleagues the difficulties of medical residencies or bar
examinations. Teaching has no such experience that bonds
people together. Most of what teachers learn about teaching
is gained on the job. Teachers do not enter their
profession at some beginner's level and work up, but instead
they are expected to do the same things on the first day of
school that a twenty-year veteran does. Working in
isolation from other teachers and with very little direct
supervision, the new teacher learns to teach through the
experience of teaching. This leads to idiosyncratic methods
rather than a shared understanding of the nature of teaching
and learning. This is further complicated by a lack of a
shared technical vocabulary with which teachers can describe
their work (Little, 1982). These factors conspire to limit
the amount teachers can share with their colleagues about

their work (Lieberman & Miller, 1984; Lortie, 1975).

" " There is no
universally accepted standard for "good teaching" (Lortie,

1975). Feelings of self-doubt about teachers' adult role



L

h:

(1

EY
f;

<



46
are exacerbated by a lack of standards for determining their
professional competence. The problem of not having a
universally recognized standard for "good teaching" is
compounded by the privacy and isolation of teaching which
eliminate meaningful interaction with other educators about
teaching. Not only is there no clear standard, but teachers
have "no safe place to air one's uncertainties and to get
the kind of feedback necessary to reduce the anxiety about
being a good teacher, or at least an adequate one."

(Lieberman & Miller, 84; pg 13-14)

Lack of certainty about the nature of teaching and the
relationship between teaching behaviors and the all-
important student outcomes from which teachers derive
psychic rewards lead to privacy and practicality as

additional themes.

Rewards The most significant rewards of teaching are those
derived through interactions with students. Lortie (1975)
says the strongest psychic rewards come from the case in
which a student struggles with a concept and finally
understands it. These rewards are more powerful than the
extrinsic rewards, such as pay and fringe benefits, or
ancillary rewards such as clean working environment and
frequent vacations; but psychic rewards are not automatic or
consistent. They arrive erratically, and teachers often

must be satisfied with a less than ideal form. Other
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studies (Bennet, 1985; Yee, 1987) indicate teachers find

professional relationships outside the school rewarding.

But getting so much of one's professional satisfaction
from students is a mixed blessing. The focus on student
interaction as a source of rewards leads to living one's
professional life with children and developing close
relationships with children. This, in turn, leads people
outside schools to view teachers as being out of touch with
the real, adult world. This perception of teachers as
people who do not live in the adult world leaves teachers
uneasy or defensive about their roles as adults (Lieberman &

Miller, 1984).

Privacy Privacy among teachers means,

not sharing experiences about teaching, about
classes, about students, about perceptions. . . .
By following the privacy rule, teachers forfeit
the opportunity to claim their successes; but they
also gain. . . . the security of not having to
face their failures publicly and losing face. . .
. Most schools do not provide meaningful
supervision, and most teachers do not ask for it.
The very act of teaching is invisible to one's
peers. . . . Loneliness and isolation are high
prices to pay, but teachers will pay them when the
alternatives are seen as exposure and censure.
(Lieberman & Miller, 1984, pg 8-9)

Privacy affects the types of interventions that are
considered appropriate for a teacher to make into the

practice of another teacher. Little (1988) studied "master

teachers" and how their help was offered and accepted. Even
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under the best of circumstances in a school with a history
of collegial interaction and shared responsibility for
students and their learning, teachers were hesitant about
the principal asking a master teacher to have on-going
meetings with experienced teachers to improve their
practice. It was appropriate to distribute articles or
other material the master teacher found helpful, but it was
considered inappropriate to distribute successful lesson
plans. Other school faculties thought it was appropriate
for master teachers to be assigned to work with new
teachers, and to offer assistance in a general way -- "Ask
if you need anything." -- to experienced teachers. But
going beyond offering assistance was considered

inappropriate.

Department heads as well as administrators
overestimated the support master teachers would have from
other teachers if they agreed to work with a teacher having
difficulty. Support fell off quickly among teachers as the
level of intervention increased and as the experience of the
teacher being helped increased. Administrators thought
teachers were more supportive of intervention by master

teachers than they actually were (Little, 1988).

Practicality The daily pressures of teaching and its
psychic rewards produce teachers' focus on practicality.

Practical ideas are those that address circumstances of
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school such as discipline, attendance, order, and
achievement. Practical ideas have immediate application,
and they are offered by people who are or have recently been
teachers.
Practical ideas require little additional work or
preparation; they fit into the existing rhythms of
the school. Practical ideas are immediate and
concrete and can be effected with the resources
and structures that currently exist. . . . To be
practical means to concentrate on products and
processes; to draw on experience rather than

research; to be short-range and not predictive in
thinking or planning." (Lieberman & Miller, 1984;

pg 8)

Idealism, the opposite of practicality, is identified
with youth and does not take into consideration the "real
world" of adult teachers.

Concern for each student's well-being and optimal

learning is idealistic; acceptance of limitations

of student potential and teacher influence is

practical. Reflective self-criticism is

idealistic; expression the belief 'I do the best I

can; it's just that the kids don't try' is

practical. Being practical saves one from shame

and doubt. It is a useful rule to follow."
(Lieberman & Miller, 1984; pg 8)

control Teachers' lives are further complicated by
frustrations and contradictions about control. Teachers
need to gain and maintain control of their classrooms in
order to survive. Some level of classroom control is
necessary for instruction, but it takes on additional
importance because it is the indication of teaching ability
that is visible to colleagues and the principal, becoming

the major factor these people use to identify "good
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teaching." (Lortie, 1975) But this control is tenuous and
often takes the form of an implicit agreement being
constantly negotiated between the teacher and students in
which students agree to behave in exchange for easy grades
(Lieberman & Miller, 1984). Mehan (1980) describes
classrooms as places where teachers and students construct
events in which they each affect the others' achievement of
his or her agenda. In spite of these negotiations and
constructions, the teacher maintains at least the outward

appearance of control.

Outside the classroom, most teachers have little or no
control or input into decisions affecting their work or
their students. So they find themselves in the frustrating
situation of needing a high level of control in the
classroom and having little control outside (Lieberman &
Miller, 1984).

The feelings that surround issues of always being

with children, of professional competence, and of

being in-and-out-of-control are highly charged and
little acknowledged. They should not be

underestimated; these feelings often block a

teacher's impulse to improve one's teaching or to

influence what happens in the school (Lieberman &
Miller, 1984, pg 14).

Dailiness The unrelenting press of daily routines, demands,
and dilemmas are keenly felt by teachers, but their power is
often underestimated by people outside the classroom.

Everyday the elementary teacher faces 20 to 35 students who
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were arbitrarily assigned to this particular room, this
particular group of students, and this particular teacher.
They spend five to six hour together for 180 days in a
physical space much smaller than any other social setting.
Within this crowded setting the teacher chooses routines to
engage students and manage classroom behavior, has 1000
personal interactions per day, teaches as many as 8 subjects
each day, and deals with the fragmentation of time and
content. The teacher's day is filled with dilemmas that
require finding some kind of resolution or balance between
such competing demands as content coverage and mastery of
material, depth and breadth of coverage, concern of
individuals and the class as a whole, and routine and

novelty (Jackson, 1968; Lieberman & Miller, 1984).

Communications with Oother Teachers The form and content of
communication among teachers are shaped by the forces of
isolation, privacy, and practicality mentioned above and by
their vocabulary, norms of collegiality, and ways of
organizing information about their work. Teachers are
generally more interested in immediate and pragmatic
responses to the daily pressures of classroom interaction
(Jackson, 1968; Lieberman & Miller, 1984; Lortie, 1975) than
in general or theoretical conceptions of classroom practice.
These practical concerns are more apt to be expressed in
stories about classroom situations than in the technical

language of academics. This is not a new phenomenon.
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William James (1899) said of teachers that what they "seem
least to relish is analytical technicality and what they

most care for is concrete practical application." (pg iii)

Teachers commonly use anecdotes when they discuss
classroom situations with other teachers making it difficult
to discuss the ideas or theories one is using. Even
outstanding teachers are hard pressed to describe the
complexity of their practice. Because of teachers' isolation
and the way their time is divided, they generally speak of
events, activities, interactions, and incidents in brief
conversations over lunch, during recess, or at the copying
machine. These conversations concern the particular needs

of their students and classroom (Lieberman & Miller, 1984).

Educational improvement programs, in contrast, often
come in the form of large conceptions described in
theoretical or generalized terms rather than in anecdotes or
stories about classroom events. This mismatch of forms is
one of the difficulties of changing classroom practice
(Cuban, 1986; Lieberman & Miller, 1984). MILP's focus on
concerns identified by teachers is an effort at creating
school change in a form that is more acceptable to the

people most directly involved.

In many schools the conversational norms discourage

discussions about teaching, or they tend to encourage
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discussions that focus on complaining about personalities
and problems. There are, however, schools in which the
norms that govern faculty conversations favor the
development and use of a shared language that allows
teachers to discuss with their colleagues the complexity of
classroom interactions. The cooperative use of this well-
developed language for planning, developing, and evaluating
teaching activities is one of the characteristics of

successful schools studied by Little (1982).

Recent research confirms that teachers also organize
their thinking about classrooms differently than do
academics. Classroom teachers tend to focus more on
learning activities and classroom events as the organizing
themes for what they read and learn about education and
subject matter. Academics, on the other hand, tend to
organize material around theoretical frameworks and the work
of individuals or groups of researchers (Campbell, 1988;

Rackliffe & Castle, 1989).

Relations with the Principal Principals set the tone in the
building through "an umbrella of attitudes and emotions."
(Lieberman & Miller, 1984, pg 12) "The principal
(especially in the elementary school) makes it known what is
important, what will not be tolerated, and, in a strange
way, sets the tone for tension, warmth, openness, fear."

(Lieberman & Miller, 1984, pg 28)
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Principals arbitrarily hold access to almost all the
privileges and assignments and, therefore, have the power to
make working in a school pleasant or miserable. By trusting
the staff's competence in classroom affairs, dealing with
parents and community, supporting teachers' decisions, and
safeguarding them from personal attack, principals can help
make teachers' lives pleasant. Misery, on the other hand,
can come through extra assignments, classroom and student
assignments, and overt or subtle criticism (Lieberman &
Miller, 1984). Even for those who have decided to work
around the principal or in spite of him or her, "the
importance of that office is always felt in the daily life

of the school." (Lieberman & Miller, 1984, pg 12)

Teachers' morale and sense of professionalism are
closely tied to their relationship with the principal,
especially in elementary schools. These relations are
played out in conversations, short comments made in passing,
room and pupil assignments, access to materials and
resources, and a myriad of other brief, daily encounters.
The teacher and principal form a loosely tied couple who
each spend most of their time with other groups of people,
are rewarded through different interactions, and who do not
really understand what the other one does (Lieberman &

Miller, 1984).
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Principals are seen as the key to change in schools
either as the instructional leader (Edmonds, 1983) or as a
facilitator of change (Hall & Hord, 1987) An insecure
principal can destroy a school full of teacher activity just
as a principal sensitive to teachers' methods of work and
their insecurities can make a school come alive (Lieberman &

Miller, 1984).

Centrality of Teaching A theme, mentioned briefly above,
that runs through studies on the nature of teachers' work is
the centrality of the classroom and students. With student
interactions being the primary source of teachers' psychic
rewards, the centrality of the classroom and teaching is not
surprising, but the topic is worth addressing separately
because of its implications for teacher leadership.

Most of the teachers we interviewed, when asked

what they hoped to be doing in the next five

years, replied that they wanted to stay in the

classroom and do what they enjoy most--teach.

Most were interested neither in moving vertically

into quasi-administrative or expanded teaching

functions nor horizontally into administrative or

central-office resource positions. Career, for

the majority of these teachers, clearly was

conceived in terms of classroom teaching and

continued direct involvement with youngsters."

(McLaughlin & Yee, 1988, pg 24)
Even among those teachers who did consider mentor teacher,
resource teacher, or quasi-administrative roles, there was a
desire to maintain some classroom teaching and contact with
students. If moving up within the hierarchy meant leaving

students, as it often did, it did not fit most teachers'
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vision of career advancement (McLaughlin & Yee, 1988).

In a study done about twenty years earlier, Lortie
(1975) saw this focus on teaching in a somewhat different
context. He asked teachers what they would do if given an
extra ten hours for professional work, and the vast majority
chose individual activities directly related to classroom
practice or student interaction. Only 9% chose committee

work on school-wide topics.

Teachers who studied teacher leadership in the Puget
Sound Educational Consortium also emphasized the centrality
of teaching. In discussing directions for change, teachers
they interviewed wanted to have an influence on decisions
made concerning classrooms, but the majority expressed the
need to remain centered in the classroom. They thought it
was possible to provide leadership without leaving the
classroom and becoming administrators (Diercks, et al.,

1988) .

This review of literature has provided some information
on the questions of interest. The first point was that
leadership is administration. It is the process of getting
things done. From there it follows that leaders will have,
or will develop, skills and attitudes that will allow them

or encourage others to participate in the work of the
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organization. Several different types of leader were
described. This section provided some broad ideas about
leadership that will be helpful, but it did not address the
unique features of leadership in the context of public

school teaching.

The second look at leadership considered two forms of
career in the teaching field. These tend to be based on
different views of the work of teaching, and are definitely
based on different ideas about what rewards teachers find
motivating. MILP is more closely aligned with the model of
career that emphasizes personal growth and professional
development in the service of improving student learning and
other student outcomes. There is interesting information
here on the philosophical bases of teacher leadership and
there are implications of the form that leadership might
take, but there is little about the specifics of leadership

or about the personal meaning it would have for individuals.

The third view of leadership actually looked at the
work conditions of the teachers leading and being lead
rather than leadership per se. This is an important part of
understanding the meaning of leadership because it describes
much of the day-to-day circumstances of teachers and the
norms of interaction that have developed in public schools.
These are the norms MILP is trying to change. Although this

section provides insight into the meaning of teaching, there
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is little here on the personal meaning of teacher

leadership.

This entire review has provided some information
related to the questions of change in teachers who become
leaders, but there are still areas of personal meaning that
we know little about. The information we have is also from
people who are established in leadership roles so it leaves
open the question of what to expect as a person becomes a
leader; how is the role constructed by the individual and

the group?



In this chapter I will discuss school reform proposals
generally and the Mastery in Learning Project in particular.
It is not the objective of this discussion nor of this
dissertation to fully describe school reform nor to evaluate
reform proposals in general or MILP particular. Those
proposals do, however, form the context of change within
which Rachel worked as a teacher leader. In order to
understand some of the things Rachel and her colleagues did,
it is necessary to know about the philosophy of MILP and how

that was similar to and different from other reform

proposals.

Although in the past school improvement efforts have
concentrated on organizational or curricular change, in
recent years these efforts have generally been directed at
improving the quality of teaching by changing teachers
(Cuban, 1990). After a brief look at school change programs
of the past I will discuss the importance of considering
culture and the ecological nature of teaching if we are to

change the work teachers do, and finally I will look at some
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of the forms school reform is currently taking.

iIn the Past

Historically, schools have been viewed as a means of
meeting the changing needs of our society. Among other
things, schools have been called upon to socialize waves of
immigrants and to form a unified national identity, to break
down racial barriers and form an integrated society, to
prepare a productive and economically competitive work
force, and to end such social plagues as drug abuse and AIDS
by educating children (Bennett, 1988; Hawley, 1987; Ponder,
1976; Reed, 1988). The use of schools to achieve these
reforms was often promoted by people outside the schools

whose primary concern was social change (Cuban, 1986).

In addition to changing society there have been reform
movements to improve the effectiveness of schools at meeting
their instructional goals. These have included changes in
curriculum, instructional technology, advancement or
graduation standards for students, certification
requirements for teachers and other staff members, and

improved teaching practices (Cuban, 1986; 1990).

The improvement of schools and changing teaching
practice have always been intertwined. No matter what the
nature of the reform, teachers were always involved if only

to be retrained as delivery agents. Changing teaching



prac
teac
Soxe
char
the
espl
con
pro
met
ref
dec
ac
(G
co
pe

in



61
practice has generally been seen in terms of getting
teachers to do, or buy into doing, what someone else wanted.
Sometimes teachers were given control over the means of
change, but seldom have they had control over determining
the ends; although the ends are often things teachers value,
especially student learning. Very seldom are teachers given
control over the entire process--identification of the
problem and desired end result, research and choice of
method, and implementation of the change. A new wave of
reform proposals, including MILP, embrace building-level
decision making and increased teacher involvement. These
activities are generally not seen as part of teachers' work
(Geist, 1988). "Most of the literature on school change
comes from a policy perspective or from a managerial
perspective. One gets the view that teachers can be
infinitely manipulated like puppets on a string." (Lieberman

& Miller, 1984, pg. 81)

There are, however, views of school change that look at
the process more broadly. These consider the culture of

schools and their ecological nature.

Culture

It is important to consider the school culture when
proposing changes. This culture is enacted through the
procedural and behavioral regularities of the school.

Sarason (1971) goes so far as to say that the only way to
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make significant change in the outcomes of schooling is to
change those procedural and behavioral regqularities, and
this can only be done through changes in the culture of
schools. In the following passage he argues that changing
textbooks or adding programs will not bring about the
intended changes in outcomes when those outcomes are set in
terms of student thinking and understanding. This can only
be done by changing the relations among people within the

school.

The goals of change, the outcomes sought, surely
are not to see if it is possible to substitute one
set of books for another, change the racial
composition of a class or a school, or have
children read or listen to black or Mexican
history -- those possibilities are relatively easy
to realize, and I have seen them realized in
precisely the same way as in the case of new math,
with precisely the same outcome: the more things
change the more they remain the same.

Realizing these types of possibilities simply
begs the question of their jntended consequences,
and in these as well as in other instances the
intended consequences -- the basic goals and
outcomes -- always intended a change in the
relationships among those who are in or related to
the school setting. But these intended
consequences are rarely stated clearly, if at all,
and as a result, a means to a goal becomes the
goal itself, or it becomes the misleading
criterion for judging change. Thus, we have the
new math, but we do not have those changes in how
teachers and children relate to each other that
are necessary if both are to enjoy, persist in,
and productively utilize intellectual and
interpersonal experience -- and if these are not
among the intended consequences, then we must
conclude that the curriculum reformers have been
quite successful in achieving their goal of
substituting one set of books for another. (pg.
48) (emphasis in original)

Too often we think of school improvement as the

implementation of a new program or adoption of a new and
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improved textbook. These may be helpful, but they should
not be expected to change the outcome significantly if they
are not accompanied by changes in the ways in which teachers

interact with students and with their colleagues.

But schools, although they appear similar, have very
different relationships among the people who inhabit then,
therefore different cultures (Goodlad, 1984). Differences
are found in academic orientation, relations among teachers
and between teachers and the principal, among student
populations, and among district policies. These differences
should make us cautious about oversimplified descriptions of
schools and universal programs for changing school practices
(Lieberman & Miller, 1984). MILP recognizes these
differences, and, as we shall see in the description of the
features of MILP, the project does not propose a single

reform plan that is expected to work in all schools.

Ecology

Current thinking on school reform favors viewing
schools as ecosystems that are made up of a number of
interacting components. These form a loosely coupled
organization that includes federal and state legislatures
and bureaucracies; local district boards and administrators;
and principals, teachers, staff, students, and community
members at the building level. These are arranged in a

hierarchy with power concentrated at the upper levels, far
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from the classroom. In addition to being loosely coupled,
the system is open on all sides to the influence of society
and interest groups outside the system (Goodlad, 1984). The
contribution made to thinking on school reform by the
ecological perspective is its attention to the interactive
nature of all the components and the importance of
considering all of them at once when designing school change

proposals.

Eisner (1988) identified features that act together in
an ecological manner to "collectively give shape and
direction to our schools" (pg 29). The first is the
structurally fragmented character of schools, especially
secondary schools, that breaks time into 50 minute chunks,
and assign students, teachers, courses, and classrooms on
the basis of these chunks. Second is the isolation of
teachers and the different, but almost as powerful,
isolation of administrators. Third is the combination of
heavy reliance on extrinsic motivational incentives and
their use to convince students to pursue "school-relevant"
learning which is seen as having little to do with "life-
relevant" situations. The final factor is the extreme focus
on teachers' classroom role to the exclusion of other roles.
In the literature review the centrality of teaching in
teachers' professional lives was noted, but Eisner points
out that the classroom is the only place where teachers have

any authority, and they have little efficacy in shaping



65
policies that affect their work. These factors interact to
form a stable system that can react to pressure without

making significant, long-term changes.

Improving schools involves changes in these factors,
and this will not be accomplished by merely imposing higher
standards for teachers or students, requiring more homework,
or adding courses to the curriculum. Functioning as an
ecosystem, these factors have a self-correcting mechanism.

A small change in one will not be sufficient to produce
change in the others, and, over time, the system will return
the changed portion to its original position. Large changes
in one portion of the system will, however, influence what
is done in all of the other portions of the system. "If
significant changes in our schools are to occur, our
educational system needs to be viewed as a whole, as an
ecosystem of mutual dependence," (pg 29) with change and its
effects being considered in terms of each part of the system
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