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ABSTRACT

COLLEGIALITY: A DESCRIPTIVE STUDY OF
TEACHERS' PROFESSIONAL COLLEGIAL RELATIONSHIPS
IN TWO URBAN HIGH SCHOOLS

By

Barbara J. Reinken

Reform proposals call for the restructuring of school organizations. These reform
proposals maintain that teacher collegiality is important. This study explores high school
informal collegial relationships to better understand this phenomenon. Three areas of
interest guided this study: 1) teachers' perceptions of the collegiality; 2) contextual
features that affect collegial relationships; and 3) the relationship of teacher collegiality
and teachers' work.

This study was completed by using qualitative methodology. Thirty-six volunteer
teachers from two urban high schools completed a semi-structured interview. Data from
the Center for Research on the Context of Secondary School Teaching (CRC) was also
utilized as this study was a special project within the larger national study.

The findings suggested that the phenomenon of teacher professional collegiality
was complex. Teachers made decisions about potential colleagues based on values of
independence and interdependence, etiquette of collegiality standards, and individually
developed personal characteristics of other teachers. Furthermore, issues, forms of

collegiality, and other contextual features affected the determination of collegial



relationships. Self-interest and personal needs were an underlying factor as decisions
were made. Lastly, collegial relationships impacted teachers' work by supporting,
networking, and sharing information. Thus, collegial relationships reduced the
complexity, uncertainty, stress, and intensity of work. Knowledge gained during collegial
relationships was only implemented if it was deemed worthwhile.

Based on these findings, a theory -- the system of collegiality -- is suggested as
one way of understanding the development and maintenance of collegial relationships.
As reform policies focus on restructuring schools, the system of collegiality will give
further understanding to the tensions between independence and community, and self-

interest and organizational interest.
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CHAPTERII

INTRODUCTION AND PURPOSE

This is a study of teachers' professional collegial relationships, the contextual
features surrounding these relationships, and the consequences of collegial interactions on
teachers' work. Reformers assume that professional collegial arrangements "will enhance
teachers' capacity for learning and problem solving, build solidarity and cohesiveness
within schools, and satisfy teachers' needs for affiliation" (Rowan, 1990:374).
Consequently, professional collegial relationships are suggested as one way to reduce the
teacher isolation presently found in schools and to improve the image of the profession as
a whole.

Currently there are many questions concerning this assumption. This study will
explore teachers' professional collegiality as currently found within two urban
comprehensive high schools to generate hypotheses concerning teacher professional

collegiality.

Background and Need for Study

Reform proposals to restructure the organization of schools are a prevalent topic
in educational literature. Two lines of reform currently dominating the discussion on
restructuring schools are based on conflicting accounts of how schools should be

1
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organizationally structured (Rowan, 1990). More specifically, the organizational

structure these reforms address is the coordination and control of the work completed in
schools -- the technology of teaching. Technology is defined as "the actions that an
individual performs upon an object, with or without the aid of tools or mechanical
devices, in order to make some change in that object" (Perrow, 1967:195). In other
words, advocates are pressing reforms that directly impact the technology of teaching
based on assumptions they hold about the nature of teaching and learning and how it
should be completed. It is these assumptions that are conflicting.

On the one hand, schools are loosely coupled and need to become more rational
and bureaucratic. These reform proposals are grounded in the effective schools research
and call for common school-wide goals, use of direct instruction, and frequent evaluation
of students. The assumption in these proposals is that the technology of teaching can be
routinized by centralizing goals and standardized procedures for completion of work.

Other reformists indicate that schools are centralized and bureaucratic thus stifling
the professional autonomy of teachers. These reform proposals call for more teacher
autonomy, authority and power. Advocates of professionalization of teaching indicate
that the technology of teaching can not be accomplished by use of routine behaviors
because the technology of teaching is complex and non-routine (Gage, 1978; Lortie,
1975; Rowan, Raudenbush, & Cheong, 1993). This assumption is based on the
"uncertainty, instability, and uniqueness inherent in the nature of the work" (Sykes,
1983:90). These reformists refer to the variability of students, context specific situations,
and previous instructional exposure as factors which create the uncertainty, instability and

complexity of teaching and learning. Specifically, the argument is that the technology of
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teaching is a complex task requiring "problem-solving activity that relies heavily on

teacher judgment and discretion in developing a situationally effective response" (Elmore
& McLaughlin, 1988:39).

Even though these reform proposals have conflicting ideas of how school
organizational structures should be restructured, one component of both reform proposals
is that the organizational structure should include teachers working together and engaging
in face-to-face interactions.

In the effective schools literature, teachers work as a school community to
develop mission statements, goals, and complete problem-solving activities together. The
reforms based on professionalization of teaching suggest that problem solving completed
through joint participation with other teachers can give "access to a larger pool of ideas,
methods, and materials" and prepare teachers to adapt flexibly and quickly to the varying
and specific demands of students (Little, 1990:523). Thus, both these reforms assume
that teachers will engage in face-to-face encounters about professional matters.
Furthermore, it is assumed that these encounters will lead to and maintain collegiality
among a community of individuals (Birnbaum, 1990). More importantly, professional
encounters -- teachers' professional collegiality ' -- will improve the effectiveness of
schools and the quality of teaching "by tapping the collective talents, experience, and

energy of their professional staffs" (Little, 1987:492).

' The term professional collegaility denotes interactions among teachers that are based
in professional matters. These interactions do not include personal or social encounters
that might occur while at the workplace. For the remainder of this paper, the term
professional collegiality and collegiality are used interchangeably.
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A pervasive problem currently found in schools is that teachers seldom engage in
joint problem solving (Little, 1990). Present research portrays teachers as working
independently and in relative isolation, learning by experimentation, and having little
voice in school or organizational matters (Goodlad, 1984; Jackson, 1968; Little, 1987;
Lortie, 1975). Relatively rare is the portrait of teachers working collaboratively or
collegially for the purpose of joint problem solving or l_ncim.dlﬂglgwth and
development. Thus, teacher collegiality appears to be minimal at best. Furthermore, the
lack of collegiality decreases their ability to perform well in the classroom and places
limits on the effectiveness of schools.

From this perspective, collegiality involves more than belonging to the same
profession, holding a shared mission, or enacting appropriate behaviors. Professional
collegiality also involves participation in discussions about work and/or collaboration
among individuals in order to solve shared problems (Feiman-Nemser & Floden, 1986;
Little, 1982, 1987, 1990). That is, collegiality involves teacher professional development
based on continual development of practice through shared experiences with peers (Little,
1981; Rosenholtz, 1989; & Zahorik, 1987). Thus, newer conceptions of how to improve
the effectiveness of schools and the quality of teaching suggest that teachers need to work
together and interact about topics important to their work for the purpose of solving
problems and learning teaching practices on the job.

A difficulty with this view of professional collegiality is that it is restricted to
classroom work -- specifically classroom management, instructional techniques, subject
matter knowledge, student learning, and assessment. However, many teachers, especially

at the high school level, engage in activities beyond the classroom that can also be
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considered professional work. These activities include: student club sponsorship;
tutoring; coaching; committee work at the school and district level; work in professional
associations; staying current on school events; and maintaining order throughout the
school. As a result, in this study I will focus not only on professional collegiality in the
context of classroom practice but also on professional collegiality as related to non-
classroom dimensions of teachers' work.

Many researchers believe that to increase collegiality among teachers there must
be a change in the context in which teachers work (Feiman-Nemser & Floden, 1987,
Hargreaves, 1984; & Little, 1984). As a result, research has recently turned to school
culture as an important factor in educational reform. Purkey and Smith (1983) suggest
that school culture is arrived at by linking context with process. Purkey and Smith define
context as organizational structure, roles, norms, values, instructional techniques, and
curricular information. Process "refers to the nature and style of political and social
interactions and to the flow of information within the school" (Purkey & Smith,
1983:440). If teachers' professional collegiality is seen as a process, then Purkey and
Smith’s (1983) work suggests that collegial relations in schools will be difficult to
describe or change without considering the contextual features in which they are
embedded.

The current enthusiasm for collegiality has spawned numerous school
improvement programs that involve both contextual and process aspects of schooling.
These programs include coaching, mentoring, and team arrangements; shared decision
making; collaborative curriculum development; shared views about school improvement;

and more. With the ever-growing emphasis on programmatic approaches that embrace
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teachers' professional collegiality, many questions are raised. What does teachers'
professional collegiality mean to teachers? How central or peripheral is collegiality to
teachers’ professional growth? How does collegiality affect teachers' control over
working conditions? What importance do teachers put on professional collegiality?
Even more importantly, what forms of collegiality are found in school settings? What
beliefs, norms, values, and attitudes guide peer collegial relationships? What effects do
school improvement programs have on teacher collegial interactions? What contextual
features of these programs foster or inhibit collegial relationships? What are the
outcomes of teachers' collegial relationships to their work?

These questions are significant in that the term collegiality remains conceptually
vague and ideologically optimistic. Advocates of professional collegiality suggest that
collegial relationships can reduce the teacher isolation so prevalent in the school
workplace (Lortie, 1975; Goodlad, 1984; Sizer, 1984;). Collegiality is also thought to
improve, to some unspecified degree, teacher knowledge, skill, judgment, commitment,
and morale. In general, collegiality is thought to enhance the combined capability of
groups and organizations. In other words, "advocates have imbued [collegiality] with a
sense of virtue" (Little, 1990:509).

A close review of the literature on teachers' professional collegiality, however,
raises doubts about the positive effects described above. First, the connection between
collegiality and school improvement (i.e., change) may not be warranted. Groups bound
by shared beliefs and purposes can as easily thwart change as promote it (Sergiovanni &
Starratt, 1988). For example, Lightfoot (1983) uses the term collegiality to describe a

group of teachers at Carver High who collectively resisted administrative changes by
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forming a covert gossip ring that allowed them to preserve their own inertia. Four years
after the entry of the new principal, some of the faculty were still "dragging their feet and
resisting his directions" (Lightfoot, 1983:44).

The second difficulty with assuming that collegiality will improve the
effectiveness of schools and teaching is that "collegiality [generally] does not add up to
much" (Little, 1987:501). For example, team collaboration often involves minimal
planning and coordinating rather than deep discussions of classroom practice (Cohen,
1976; Cohen, Meyer, Scott, & Deal, 1979; Cohen, 1981). In part, the lack of depth in
team relationships occurs because teacher interdependence is typically more contrived
than real, that is, "perched precariously on the margins of real work" (Little, 1990:510).
Such collegiality often centers on scheduling or other coordination activities that simply
allow for the continuation of independent work.

Third, externally created programs designed to promote collegiality rarely
promote sustained collegial relationships. Most programs use specific contextual factors
to bring groups of teachers together. Dependent on a variety of circumstances, these
programs quickly reduce teacher motivation to collaborate with each other. The difficulty
with externally developed programs that try to stimulate teacher collegiality is that
teachers' work is based not only on the kinds of contextual factors changed by such
programs (e.g., time, schedules, number of students, subject matter), but also on social
factors (e.g., personal beliefs, backgrounds, values). Metz's (1986) description of three
magnet programs is an example of this difficulty. In her study, two of the magnet schools
developed a specific approach to the education of children. But within a three-year

period, teachers' collaboration in these schools had deteriorated to the point that teams
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were either collaborating minimally or not at all. Changes in staffing and diverse beliefs

about teaching and learning interfered with collaborative work.

The fourth difficulty with colleagueship in schools concerns the way collegiality is
defined and explained by research. Researchers have been predisposed to limit what are
considered collegial interactions and to further limit what is considered the work of
teachers. Much of the latest research suggests that teachers are collegial only when they
are interacting about the practice of teaching. In other words, collegiality has been
studied either as discussions of teaching practice or as collaborative problem-solving
concerning this practice (Feiman-Nemser & Floden, 1986). An even narrower definition
of teacher collegiality is that teachers are collegial when they are giving or receiving help
(Little, 1981; Rosenholtz, 1989; Zahorik, 1987). This definition emphasizes teacher
professional growth and development and describes collegial teachers as those who work
jointly and "share the responsibility for the work of teaching" in the classroom with a
group of students (Little, 1990:519). Thus, teachers either work in isolation or they work
collegially (Goodlad, 1984; Little, 1987; Lortie, 1975).

The difficulty with these views is that no allowance is made for other forms of
interactions teachers may engage in or for collegial interactions that focus on work
beyond the classroom. These conceptions present an either/or perspective. Teachers are
not private practitioners who use space within a building and work independently of each
other, nor are they continuously interacting with each other about their classroom
practice. In fact, there are multiple forms of collegiality that can and do occur within
schools on a daily basis. This is not to say that the present views of collegiality are

unimportant, only that other "forms" of collegiality (i.e., ways in which teachers interact)
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are left unexplored (Little, 1990). Various other forms of collegiality suggested by Little

(1990) include storytelling, sharing, aid and assistance, and joint work. But these are not
all inclusive. To date, research concerning teacher collegial relationships has usually
focused on one form at a time, dismissing other forms as non-collegial.

There is a necessity to take a broader look at teacher professional collegiality to
develop an understanding of collegial relationships within the workplace, contextual
features related to professional collegial relationships, and the impact collegial
relationships have on the work of teachers. In fact, most recently there has been a call for
further investigation of teacher collegiality to better understand the multiple forms of
collegiality, as well as the meaning of collegiality (Little, 1990). In order to specify the
nature and significance of these multiple forms, research will require revealing

...the situated meaning or value teachers attach to various interactions... [At

present], there have been few explicit attempts to encompass multiple conceptions

or dimensions of collegiality in single studies, to discriminate among these
various forms of collegiality, and to trace their apparent consequences. (Little,

1990:531)

A further need concerning teacher collegiality centers on the level of schooling
under study. At present, most literature on teacher professional collegiality focuses on
elementary schools (Cohen, 1976; Little, 1981; Rosenholtz, 1989; Zahorik, 1987).
Except for one high school in Little's (1981) study of staff development in urban

desegregated schools, no other studies specifically focus on this topic at the secondary

level.?

2 This was verified through interviews with Dr. Thomas Bird and Dr. John Zahorik, who
both have researched this topic.



10
Statement of the Problem

This study examines teachers' professional collegiality as it occurs within two
urban comprehensive secondary schools. Specifically, this study uses teachers'
perceptions to develop meaning for the term collegiality. This includes the multiple
forms of collegial relationships teachers engage in, and the underlying criteria which
guide and direct teacher collegial relationships. The study also explores contextual
features that surround the professional collegiality found in these two sites. Finally, the
study describes teachers' perceptions of how their professional collegial relationships

effect their work both in and outside the classroom.

Purpose of the Study

At present "the concept of collegiality has been employed in many ways, perhaps
most commonly as the panacea for most institutional ills" (Bess, 1988:113). The purpose
of this study is not to elaborate on institutional ills, but to develop a more robust
conception of teachers' professional collegiality and to generate hypotheses concerning
teachers' collegiality at the secondary level. This study extends the current research on
teacher professional collegiality in four ways: 1) it describes teachers' perception of
collegiality -- what collegiality means to teachers and the criteria teachers use to judge a
relationship as "collegial"; 2) it discriminates among various forms of teacher
professional collegiality; 3) it explores how various contextual features influence and
shape collegial relationships; and 4) it reports on teachers' perceptions of how collegial

interactions affect their work.
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Research Questions

The following research questions guide this study:

1) How do teachers in the two urban high schools perceive professional collegial
relationships?

2) What varied forms of collegiality do secondary teachers engage in during their
work within these schools?

3) What contextual features of the workplace do these high school teachers see as
influencing the phenomenon of professional collegial relationships?

4) In what ways do professional collegial relationships influence the work of these
teachers?

5) What similarities and differences concerning the phenomenon of teachers'

professional collegiality are found between these sites?

Definition of Terms

This study uses several terms in its discussion. The major terms are defined
below.

Professional collegiality is defined as professional relations among colleagues that

are based on professional work matters, as opposed to social or personal matters. These
professional relationships are defined by the values and criteria that are developed and
maintained by way of regular face-to-face contact. For the purposes of this study the
terms professional collegiality and collegiality are used interchangeably.

Culture of collegiality is defined as a collection of beliefs and values about what is

appropriate behavior in collegial relationships as these beliefs and values exist in the
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minds of organizational workers.

Etiquette of collegiality is defined as the unwritten codes which members of an

organization follow so that certain things deemed likely to injure others are not

forthcoming.

Forms of collegiality is defined as phenomenologically discrete teacher-to-teacher

exchanges that vary from one another in the way information is exchanged, the purpose

for which information is exchanged, and the degree to which persons expose their work

to the scrutiny of others.

D

2)

3)

4

Research Assumptions

This study is based on the assumptions that:

As human beings, teachers are social by nature. They engage in interactions with
other teachers by virtue of their social nature.

Teachers, through interactions with other teachers, use the content of their talk to
change their perspective and/or knowledge, to reaffirm their perspective and/or
knowledge, and/or to develop an understanding of the other person's perspective
and/or knowledge of the subject under discussion.

Teachers who view peers as colleagues, by some definition, give more credence to
these peers than they do to persons who just share space within a physical
structure.

Teachers continually engage in an interaction and exchange process with their
context by acquiring, interpreting, and acting upon the information received. In so

doing, teachers create new patterns of information that effect changes in the whole
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field. Thus, relationships are continually changing or being modified as a result of

continuous interaction.
5) The sample group has been present in each site long enough to have joined peer
groups in the building and developed an understanding of appropriate norms,

structures, and behaviors for working within the site.

Review of Methodology

This study used qualitative methods to gather data in the pursuit of creating
hypotheses concerning teacher professional collegiality. Specifically, interview methods
were deemed appropriate for this study in order to establish the status of the phenomenon
within a given setting and population. This study's interview guide consisted of a semi-
structured format with open-ended questions. Hence, this study's data collection was
conducted by asking individuals within a population what they knew, believed, perceived,
and valued about teacher collegiality.

The procedure used to conduct this research study included: 1) development of an
interview guide; 2) testing of the interview guide with volunteers from a site with similar
characteristics; 3) revision of interview guide for clarity, length, and focus on study
questions; 4) establishment of the sample group in each of the two sites by use of
stratified random selection; 5) administration of the teacher interview to thirty
participants; and 6) analysis of data to generate hypotheses concerning teacher
professional collegiality.

The analysis consisted of categorical coding of data, frequency counts of codings,

and selection of descriptive quotations. These procedures were used to summarize,
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present conclusions, and generate hypotheses about the phenomenon of teacher

professional collegiality that occurs in urban comprehensive high schools.

Study within a Study

The study conducted here was part of a larger study of the context of secondary
school teaching recently completed (McLaughlin & Talbert, 1993). The Center for
Research on the Context of Secondary School Teaching (CRC) used both surveys and
interviews in its research (McLaughlin & Talbert, 1993). In using a similar methodology,
this study contributed information to the larger study and did not conflict with, hinder, or
contaminate data collection in the larger study. More importantly, this study drew on data
from the larger CRC study, including the 1990 and 1991 teacher interviews. The present
study was undertaken in 1991, the third year of the larger study. Therefore, the
participants within the sites were familiar with the research project's methodology, goals,

and the presence of researchers in the building.

Limitations of the Study

There are four limitations to the study: the generalizability of findings, the
measurement of cognitive processes through interviews and questionnaires, bias in data
collection due to one data collector, and study boundaries.

Limitation 1: Generalizability of the Findings

Generalizability beyond the sample and sites is limited due to the research
methodology employed. Descriptive studies inform researchers of "what is" in specific

settings. As such, this form of research does not create laws and conclusions applicable
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beyond the subject matter described, but does provide clues for subsequent research

(Simon, 1969). Furthermore, the fact that every school has a unique social organization
and an underlying culture limits generalizability of results. Also, the sample size is
limited and restricted to two sites. Therefore, since a majority of the teaching population
at the secondary level is not represented, the generalizability of the findings is limited.

Limitation 2: Measuring Cognitive Processes

The validity of research concerned with mental aspects of individuals (i.e., beliefs,
values, attitudes, knowledge) has been questioned by research methodologists (Yinger,
1986). When teachers are asked for their understanding of their actions or knowledge,
there is no guarantee that responses capture the person's true perspective. "Discounting
the possibility of intentional deception, it is difficult to judge how accurately people
report on their own perspectives" (Feiman-Nemser & Floden, 1986:506). Even with
knowledge, there is the possibility of not having the ability to express it accurately, or
even of not understanding the underlying meanings. Therefore, measures used to assess
teacher perceptions and their underlying reasons for actions may be subject to questions
of validity.

Limitation 3: Bias in the Data Collection

Possible bias may exist in the interview data because only one researcher collected
all data. Bias on the part of the subjects is possible even though interviews are recorded.
Transcriptions are not a full account of the events and responses. They lack information
about body language or subjects' eagerness to please (Borg & Gall, 1983; Cohen, &
Manion, 1989). Also, bias on the part of the researcher is possible. At the time of the

study, the data collector had background knowledge of the school culture. Such
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knowledge could lead to prejudgment of teacher collegial relationships and thereby lead

to bias in data collection. Although the use of semi-structured interviews and analysis by
a second researcher would help to reduce bias of a single data collector, this researcher
chose to note limitations concerning bias instead.

Limitation 4: Study Boundaries

This study's focus is the school and the teachers within the school. Excluded from
this study are certain aspects of the school culture (such as the interactions with
administrators and students) that also add to the phenomenon of teacher collegiality.

Also excluded from this study are outside influences such as district personnel,
community, and other professionals whose interactions could influence teacher
professional collegiality with peers. The difficulty with research in natural settings such
as schools is the complexity and interactive fluidity of the setting (Elmore & McLaughlin,
1988). At some point, boundaries need to be established for the purpose of studying a
phenomenon. In this study, the boundaries are the school's social organization and more

specifically, teacher interactions with other teachers within the setting.



CHAPTER 1

REVIEW OF RELATED LITERATURE AND RESEARCH

This chapter presents a review of the literature related to teacher professional
collegiality. Specifically, three varied definitions of teacher professional collegiality
frequently found in the literature are discussed. This review of the literature concerning
teacher professional collegiality is divided into four major sections. The first section
reviews the sociological perspective on collegiality and focuses on collegiality as an
element of professions. The second section reviews the organizational perspective on
collegiality and examines literature within the field of education that focuses on
organizational elements of schooling. The third section critiques the teacher work and
teacher change literatures as these relate to teacher professional collegiality. The final
section presents a conception of the phenomenon of teachers' professional collegiality that
incorporates characteristics of the three perspectives of collegiality found in this literature
review.

Each section contributes to the theoretical basis for this study. The sociological
perspective on professional collegiality provides a foundation for the more recent
definitions found within the education profession. The organization literature focuses on
social context and school governance research that suggests features useful to the
development of the teacher professional collegial relationship phenomenon. The

17
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literature on teachers' work and teacher change further explains the contextual features

important to collegial relationships and the impact collegiality has on the work of
teachers. This section also explains various forms of collegiality not found in the other
definitions. The fourth section presents an interpretation of collegiality that may be
useful in researching this phenomenon in educational settings.

Most of the literature on collegiality is theoretical in nature with little empirical
research having been completed. What little research there is has been conducted at the
elementary level. Therefore, despite the continual use of the term collegiality in recent
educational literature, it is a relatively unexplored concept. Since educational reformers
frequently claim that collegiality is critical to school effectiveness, it is crucial to have a
clearer understanding of the concept and the phenomenon to which it refers. This study
contributes to the emerging field of research on collegiality by conducting a hypothesis-
generating study concerned with understanding collegiality as it presently occurs.
Furthermore, this study extends research on teacher collegiality into urban public

secondary schools.

Sociological Perspective on Professional Collegiality

The sociological perspective on collegiality is drawn from literature on the
professions. In this literature, collegiality is one of three attributes usually associated
with the definition of a profession (Starr, 1982). Basically, the sociological literature on
professions defines relationships between members of the same occupation as collegial
relations (Gross, 1958). However, to say someone is a colleague does not help to define

collegial relationships. Even though "there is considerable ambiguity among sociologists
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over the meaning of the term 'colleague' and collegiality (Bucher & Strauss, 1961:330),

for the purposes of this study, a more robust definition is developed'. Such a definition
would place more stress on the "brotherhood" of colleagueship. Blumer (1957), for
example, ascribes collegiality to persons having a sense of belonging together and
identifying with each other in a common undertaking. Specifically, collegiality is found
where there is a feeling of intimacy and closeness based on a sense of shared common
experiences, shared fate--what is good for one is good for all--and shared understanding
of appropriate behavior. Gross (1958) indicates that "colleagueship implies a deeper
relationship: members of colleague groups are bound together by a strong sense of esprit
de corps” (p. 224). This deeper sense of relationship between colleagues is built on
shared attitudes, norms, and the formation of informal and formal associations (Bucher &
Strauss, 1961; Cogan, 1953; Freidson, 1984). The degree to which there is group
consciousness and integration of culture is one criterion used to measure the
professionalism of a vocation (Cogan, 1953). Thus, collegiality is based on the
development of a culture that everyone shares and on the strength of the bonds that hold
the group together within the culture. The term "culture of collegiality" is used in this

study to define this sense of collegiality.

' A less robust definition is that persons are colleagues in name only -- coworkers or
formal members of an occupation. The dictionary states a colleague is "a fellow worker in
the same profession” (Neufeldt, 1988:274). Thus, teachers are colleagues. They are
coworkers and have formal membership in the teaching profession based on specified
criteria (i.e., college course work, state licensure, and district contract.
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Three norms are suggested as important to the “culture of collegiality.” > The first

is the norm of selflessness. As described by Wilensky (1964), this norm pertains to a
professional’s devotion to the client's interest more than to personal interests or
commercial profit. This is considered the service ideal and is found even in non-
professional organizations such as clerk-customer relations. The second and third norms
focus specifically on collegial relations. These norms include maintaining professional
standards and recognizing the competence of colleagues. Specifically, the norm of
professional standards means persons should honor the technical competence of other
formally qualified persons within the same group, avoid criticism of colleagues in public,
and condemn unqualified practitioners. The norm of colleague competence is having
awareness of personal competence, having an awareness of and honoring colleague
specialties, and referring clients to more competent colleagues when necessary.

When all three norms of collegiality are found, then the essential conditions of
professional collegiality are present. For example, the norms just described facilitate on
collegiality include such things as collegial control of members (i.e., governance), the
development of a shared mission and shared values for work, the enforcement of shared
norms of correct behavior, and a shared technical language. These characteristics of
collegial relationships are developed during the socialization process and maintained

through relationships (i.e., face-to-face interactions) during professional work.

2 In general, norms are presumed to be beliefs about how members of a social group
should act. These beliefs are widely shared by the members and/or believed to be so shared
by the members. Commitment to a norm implies the person both holds the belief and also
believes that most others hold the belief about the way members of the profession should
act (Glidewell, Tucker, Todt, & Cox, 1983).
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Research using the sociological approach to study collegiality within the teaching

profession suggests that collegiality among teachers is limited. Lortie's (1975) classic
sociological study of schoolteachers, for example, investigated teaching as a profession
and more specifically teachers’ professional collegial relationships. His findings
suggested that collegiality was almost nonexistent among teachers -- teachers worked in
relative isolation and had little sense of shared meaning or collectiveness with other
teachers. This finding was based on two important characteristics of collegiality --
socialization of members into the professional culture of teaching and the development of
a technical culture of teaching.

First, Lortie suggested that socialization into the occupation of teaching was
minimal, as shown by his finding that teachers had little sense of shared experiences, fate,
or understanding of appropriate behavior. He explained this finding by reference to two
features of the professional training of teachers. First, practice teaching occurs over a
short period and is usually supervised by a single teacher. As a result, teachers learn on
the job with little time to interact with others. Also, the beliefs, values, and attitudes
appropriate to teachers are not well defined during the induction period. Thus, teachers
are not enculturated into "occupational unity."

Second, Lortie found little evidence of a shared technical culture among teachers,
that is, no shared technical language or shared and "generalizable body of knowledge and
practice" (Lortie, 1975:79). Lortie argued that these elements of collegial culture failed to
develop in schools because organizational structures of bureaucratic control and the
cellular formation of classrooms inhibited collaboration about work among teachers.

Lortie's (1975) study suggested that teachers have limited professional collegiality due to
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the nonexistence of a shared culture and a limited formal knowledge base. Furthermore,

the prevalent organizational structures currently found in schools suppress professional
collegiality among staff members.

Lortie's (1975) sociological perspective on collegiality called attention to the
contextual features that surrounded professional collegiality, including the cultural
aspects of organizations, clients, and socialization into the occupation. Because
professionals frequently work in bureaucratic organizations, these contextual features
become important to the collegial relationships of the professional members. Recent
sociological literature discusses this phenomenon. Freidson (1984) suggested that
collegial relations often became more formalized within corporations. Additionally,
professional collegiality could diminish within bureaucratic organizations as tensions
arose around the issue of collegial control versus bureaucratic control. Thus, in
bureaucratic settings like schools, tensions occur between the profession and the
organization as to which group (profession or bureaucracy) creates and maintains various
controls over work (Freidson, 1984).

Summary of the Sociological Perspective

The sociological perspective on collegiality focuses on the culture shared among a
vocation's members. This culture is seen as consisting of shared values, norms,
experiences, and meaning. The strength of collegiality is determined by the extent to
which socialization creates among members a singular view of work and how members
are to relate to one another. The norms of collegiality suggested as essential to
professional groups evolve from these shared understandings. As a result, the

sociological definition of collegiality is occupational unity expressed as a culture within
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an occupation. The sociological perspective suggests that the socialization of individuals

into teaching and the organizational context of teaching are the main reasons for the

limited professional collegiality found among teachers (Lortie, 1975).

Organizational Perspectives on Collegiality

In this section, the organizational perspective on collegiality is developed by
reviewing some of the recent literature on school improvement. Much recent research in
this area seeks to discover organizational characteristics that can improve schools.
Collegiality in this literature is often seen as an important organizational characteristic of
effective schools (Brookover et al., 1979; Cohen, 1987; Edmonds, 1983; McLaughlin,
1987; Richardson, 1990; Rutter, M., Maughan, B., Mortimore, P., Ouston, J., & Smith,
A., 1979). As aresult, attention is paid to the design of organizational interventions that
foster increased collegiality among teachers. These interventions attempt to change the
culture of the school generally or to change the governance of the school.

Two specific lines of research in this tradition are reviewed here: effective schools
research and efforts to professionalize the occupation of teaching. Each of these lines of
research presents a different definition of professional collegiality among teachers, but
each has the same goal -- to improve schools through organizational change -- and each
relies on the same assumption -- that schools as organizations, and not teachers as
individuals or districts as total units, should be the target of change.

The school improvement literature focuses on the school as a "social system"
(Bidwell, 1965; Parsons, 1959) and "stresses the interrelatedness of practices and roles,

and the interdependence of persons and structures in school organization" (Little,
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1981:25). The concepts of interrelatedness and interdependence highlight the social

organization and structure of schools as workplaces. It is this social organization in
which professional collegiality takes place. Sykes (1990) suggests that schools as
organizations, not the profession as a corporate group, should be the focus of efforts to
improve collegial relationships because each school maintains an individual culture and
organization. An underlying assumption in the school improvement literature is that the
cultivation of high levels of professional collegiality occur as staff members reach
consensus on school organizational issues, policies, philosophy, and goals (McCormack-
Larkin & Kritek, 1982).

Effective Schools Research

The effective schools research seeks to identify school characteristics that make a
difference in the education of disadvantaged students. As such, the school is taken as the
relevant unit of analysis in order to find organizational characteristics important to
successful student achievement. Five characteristics of schools have been discussed
consistently in reviews of effective schools research.’ For the purposes of this review, the
focus will be on the research findings that give meaning to teacher professional

collegiality.® These findings concern the school culture or school social organization and

3 There are many reviews of the effective schools research literature (Good & Brophy,
1986; Kyle, 1985; Loucks-Horsley & Hergert, 1985; Purkey & Smith, 1983; Rowan,
Bossert and Dwyer, 1983). For this reason, a complete review of all research completed is
not given here.

4 At this time, no effective schools research has been found that used high school level
organizations. However, Bryk and Driscoll (1988) present a very persuasive argument
about high schools as communities that has much in common with the effective schools
research reviewed here.
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focus on high staff expectations and morale, clear school goals, and a strong sense of

community (Cohen, 1987; Purkey & Smith, 1983). Norms, attitudes, shared beliefs, and
values of participating staff are important to creating a cohesive school community.
Within such a community, the independence of teachers' work, based on varied personal
beliefs, is assumed to be reduced as a cohesive community is developed. The empirical
study of effective schools by Brookover et al., (1979) is most important to the concept of
shared teacher expectations and school social climate (Purkey & Smith, 1983). This
study of 68 Michigan public elementary schools was designed to better understand
organizational characteristics that differentiate more effective schools from less effective
schools. The researchers theorized that student achievement would be affected by the
school's social system, which was seen as composed of three interrelated variables --
social inputs, social structure, and social climate. After using questionnaires to measure
norms, values, and beliefs concerning student achievement, motivation, ability, etc.,
Brookover et al., (1979) concluded that social climate was a large contributor to the
between-school variance in student achievement found in their study. In this study,
characteristics of the school social climate found to be most important included: 1)
teachers’ beliefs that all children can and will learn; 2) teachers’ expectations that all
children can learn appropriate patterns of behavior; and 3) common norms focused on
high performance levels. The conclusion reached by the authors was that when teachers
hold similar beliefs, have similar academic standards, and work toward similar goals,
student achievement improves.

The research of Brookover et al., (1979) implies that collegiality evolves as

teachers develop common goals and objectives. Furthermore, it assumes that there is
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little tension between the goals and objectives of teachers and those of organizations.

This perspective on collegiality differs somewhat from the sociological perspective,
however. For example, there is no talk in the effective schools literature of "brotherhood"
or norms concerned with mutual respect among colleagues (i.e., recognizing
competence), although there is some discussion of norms of selflessness and maintaining
standards. In addition, the culture of collegiality is seen in effective schools research as
being formed within the school because of the focus on organizational goals. The result
is that the culture of collegiality may or may not be shared by professional group
members beyond the school organizational setting. This suggests that collegiality can be
strengthened by transforming current organizational features that allow teachers to
maintain individual goals, values, and beliefs. Using this research, many school systems
have initiated programs in which school staffs work as groups to develop school mission
statements, goals, and student outcomes. These formalized understandings are used to
guide the work of the staff and to alter the loose connections of teachers by forming
collegial teacher groups that have clear and shared beliefs, norms, and values.

The result, as suggested by effective schools research, is that collegiality can be
based on the development of common organizational goals, objectives, missions, and
beliefs. Teachers who exhibit similar and uniformly high expectations for students,
similar views of student ability, and similar school goals for students are seen as collegial.
To the extent that these ideas are held in common, cultural collegiality is developed, but
because the culture is formalized by means of local organizational understandings, this

definition is dissimilar to the sociological definition. The sociological definition suggests

that members are socialized by the professional community to "believe" all members will
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believe and behave appropriately. In the effective schools approach, socialized "belief" is

developed organizationally through formalized mission statements, goals, and outcome
standards designed to guide behavior.

This perspective on collegiality is currently being used in school improvement
programs. The main purpose of such programs is to reduce the individual autonomy
found within schools by developing social controls that encourage teachers to work
toward the same goals and objectives. Therefore, effective schools programs create,
through formal means, a school community based on formal academic goals and
objectives that govern faculty behavior (Cohen, 1987). This idea of governance is also
found in the professionalization of teaching literature.

Professionalization of Teaching

The view of collegiality found in the professionalization literature focuses on
collegial governance. Bidwell (1965), for example, suggests that schools are more than
formal organizations with the basic characteristics of bureaucratic organizations. Schools
also have a tendency toward debureaucratization due to the "inherent bureaucratic conflict
of authority based on expertise and on legal criteria" (p. 1012). Authority based on
expertise leads to professionalism and to attempts by teachers to acquire control over
various aspects of their work. Legal authority involves the authority of administrators to
manage schools.

Professional authority is often seen as a form of autonomy, but autonomy can be
either individual or interdependent. Presently, teachers appear to have a great deal of
individual autonomy. That is, teachers have great personal control over instructional

practices within the classroom. Interdependent autonomy, on the other hand, would be
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based on shared decision-making across classrooms and at the school level. Currently,

interdependent autonomy appears to be minimal to nonexistent in American public
schools. Moving to an interdependent form of autonomy would involve teachers in more
sharing, collaborating, and group decision-making about classroom work and school-wide
issues. This is the concept of autonomy found in the literature on teacher
professionalization.

Schiffer (1980) suggests that giving teachers greater control over school
governance is one way to increase teacher autonomy and professional collegiality. She

describes this control as the "principle of colleagueship."”

The principle of colleague authority is the principle that much, if not all, authority
should be in the hands of the school faculty. The school should be a self-
governing community in which the faculty group has major control over policy,
and the individual teacher has major control over what takes place in the
classroom (p. 95).

Autonomy in Schiffer's (1980) definition is both interdependent and individual.
Interdependent autonomy is collegial group control over school level policy, while
individual autonomy is the exercise of personal judgment about classroom practice. In
creating teacher autonomy, Schiffer warns against teachers becoming separated from the
social context. Autonomy is not defined as isolation, but "a force that binds people
together [so that] sharing of ideas and experiences and communication between and
among teachers, administrators, and parents" results (p. 117). This definition assumes
that teacher autonomy is possible and in fact achievable. But autonomy is a relative
attribute given to a group or individual based on trust and rationality (Wilensky, 1964).
Schiffer does not suggest how this trust and rationality is achieved in this radical view of

professionalizing the vocation of teaching.
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Currently there are efforts to incorporate teacher autonomy within school

improvement programs. Most efforts are not as extreme as Schiffer's total control of
school policy. Hallinger and Richardson (1988) describe models of shared leadership in
which teachers are involved in school-wide decision-making but with varied levels of
input and in varied areas of school governance. These models are conceptual in nature
and based on reviews of research, reports, and proposals. They include: (1) principal
advisory councils; (2) instructional support teams; (3) school improvement teams; and (4)
lead teacher committees. These models suggest varying degrees of teacher autonomy in
certain areas of school governance.

Sykes (1990) brings to the discussion of teacher professionalization a more
conventional approach to professional authority. He suggests that an "image of
professionalism that emphasizes elite status, private power, social distance from clients,
and single-minded pursuit of careers will not serve teaching" (p, 84). But the underlying
attributes of collegiality are appropriate for a new conception of the profession.
Furthermore, professionalism as a theme for school improvement and restructuring is a
necessary complement to other initiatives.

Sykes (1990) describes principles useful in the formation of school-level
professional communities that emphasize collegial relationships. The first principle
suggests that a culture of collegiality be developed to guide the work of the school
community. Socialization into this culture is encouraged by yearly reviews of school
mission statements and outcome reports (i.e., school improvement proposals and
evaluations) and by setting goals and targets for teachers that assist in establishing

universal norms for the community. Second, faculty working collegially should
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participate in the construction and coordination of the curriculum. Third, teachers should

develop a broader knowledge base so they can interact collegially with groups inside and
outside the school about the practice of teaching.

Autonomy within this conception of professionalization shifts from individual
(private) to interdependent (public). Teachers as a collective unit would have a voice in
determining the direction of the school community. Consequently, restructuring of the
occupation of teaching involves empowering teachers by giving them more control over
standards of practice and norms of conduct. The emphasis on norms and standards is
different from Schiffer's (1980) concept of school-level authority -- setting school policy.
Sykes (1990) focuses on the cultural aspect of professionalism -- behaviors and attitudes -
- and suggests a formal structure be defined. In this way, collegiality is maintained within
the group. For without cultural aspects of collegiality (i.e., shared beliefs, values, and
attitudes), the formal structures or programs of schools become merely political in nature
(Bess, 1988) -- individuals working for personal interests. This breakdown of collegiality
to a political state is possible when the norms embedded in a culture of collegiality
disintegrate -- people lose the belief that colleagues are equal in competence, authority,
power, and shared interests (Freidson, 1984).

A study by Blase (1987) illustrates the political (i.e., self-interest) orientation of
teacher relationships in an examination of political interactions among teachers in a high
school. Blase found that teachers often developed a political stance in their interactions
with others based on differing norms, values, and beliefs. Moreover, he argued that this
political or self-interest orientation influenced the direction of faculty interactions and

governance. In this case then, norms, beliefs, and values developed in schools, but these



31
were not collegial as defined from the sociological perspective because they were based

in self-interest rather than shared beliefs.

The professionalization literature also discusses the effects of organizational
context on the development of collegiality. This literature focuses on diminishing
bureaucratic patterns of authority and increasing collegial authority by changing the
governance structure of schools to give teachers more decision-making authority in the
development of school-level policies. Furthermore, this literature suggests other changes
in the structure of schools that are needed to encourage the development of teacher
collegiality in schools. For example, Hargraves (1984) indicates that collegiality cannot
occur without important changes to teachers' roles. He suggests that the following
changes would increase teacher collegiality: (1) reducing work loads so teachers have
time to devote to decision-making activities; (2) developing out-of-school visitations; (3)
using working hours for in-service training; (4) moving to school-centered, not teacher-
centered, innovations; and (5) broadening the concept of teacher experience beyond the
confines of the classroom. In this view, teacher collegiality and teacher autonomy would
develop as teachers move away from focusing on classrooms and developing shared
cultural valuation of other experiences.

Thus, as suggested by the professionalization literature, teacher autonomy and
teacher decision-making are approaches to improving school organizations. In this
literature, professional collegial relationships become a vehicle to gaining teacher
autonomy. Teachers working together cohesively and collaboratively gain control over
multiple aspects of their work. However, terms such as "values" and "beliefs" are

missing in most of this literature (an exception is Sykes [1990]). Instead, this literature
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focuses mostly on changing the organizational structure of schools away from patterns of

bureaucratic decision-making and toward patterns of collegial decision-making.
Hargraves (1984), for example, focuses on structural changes in the role of teachers and
argues that such changes are needed to support the development of collegiality in schools.

Summary of the Organizational Perspective on Collegiality

Collegiality as defined in the organizational literature is different from the
sociological perspective. Even though the effective schools literature preserves the norms
of selflessness and standards, the norm of recognition of others is not found. This norm
is important if trust is to develop. The professionalization of teaching literature describes
collegiality in terms of autonomy within the school bureaucracy. Inherent in all
organizational literature is the concept that cultural aspects of collegiality need to have a
formal structure so an organizational culture developes. Such activities as creating shared
mission statements, standards, goals, and giving teachers more decision-making authority
in school-level governance are suggested as ways to acquire this structure of collegiality.
For this structure of collegiality to develop, changes in various aspects of the organization
are necessary. The effective schools literature stresses the social control of teachers
through formal means. The professionalization literature stresses professional control
and governance over the work of schools. In other words, teacher collegiality will evolve
only as organizational structures make appropriate changes. But the reverse is also true.
Organizational structures will change as teacher professional collegiality develops. This
assumption is the basis of the next section, which looks at literature concerning teacher

work and teacher change.
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Teacher Work and Teacher Change Perspectives of Collegiality

In this section a third perspective on professional collegiality is discussed by
reviewing the literature on teacher work and teacher change. Central to these literatures
is the assumption that "teachers' involvement with one another as colleagues is
fundamentally bound up -- for good or ill -- with their orientation toward their work as
classroom teachers" (Little, 1990:510).

In defining collegiality, this perspective focuses heavily on classroom work. Yet
the term collegiality means many things within this focus. Little (1990) argued that the
"recent academic and professional literature subsumes a wide array of teacher-to-teacher
exchange under the broad terms collegiality or collaboration" (p. 511). Alfonso and
Goldsberry (1992) defined collegiality as

...a relationship characterized by collaborative efforts to accomplish
common goals. Collaboration implies both mutual involvement in
identifying and selecting specific objectives and mutual responsibility for
designing, implementing, and evaluating strategies to achieve these
objectives (p. 95).
Little (1987) described collegiality as "colleagues talk[ing] to one another about teaching
often, at a level of detail that makes their exchange both theoretically rich and practically
meaningful” (p. 503). Specific topics included: 1) planning and preparation; 2)
evaluating topics, methods, and materials concerned with teaching; and 3) observing and
teaching one another about new ideas and practices.

Important to both of these definitions is a focus on advancing teacher

understanding and practice of teaching by working closely with peers. Furthermore, these

definitions suggest relationships that are continuous, face-to-face, under public scrutiny,

and collective in the identification and implementation of instructional, curricular, and
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management goals and objectives. In creating such definitions, the assumption is that

there are norms and beliefs guiding the collegial/collaborative relationships and that these
norms and beliefs focus on interdependence and collective autonomy.

Until recently these norms and beliefs were viewed as "a thing" that was or was
not present. In other words, unless teachers were "fully involved" in these collaborative
activities they were not collegial. Little (1990) now suggests that collegial relationships
may vary along a continuum from weak to strong dependent on the frequency, amount of
involvement, and depth of usefulness to the practice of teaching. In other words, to think
in terms of "degrees of normness" may make "it possible in research to investigate
whether, in what form, and to what degree norms 'exist', instead of taking them for
granted" (Jackson, 1966:36). The term "forms of collegiality" is thus one way of
describing varying degrees of collegiality on the continuum (Little, 1990). The forms
suggested by Little (1990) include: storytelling, aid and assistance, sharing, and joint
work (listed from weak to strong).

These are phenomenologically discrete forms that vary from one another in the

degree to which they induce mutual obligation, expose the work of each person to

the scrutiny of others, and call for, tolerate, or reward initiatives in matters of

curriculum and instruction (Little, 1990: 512).

This section uses these forms to organize research literature concerning teacher
work and teacher change. Using the continuum concept, this review starts with the most
independent form and moves toward the most interdependent form. To the four forms
Little (1990) suggests, a fifth form is added -- social support (Blase, 1987). Contextual
features that appear to influence the form and the form’s impact on the practice of

teaching are also discussed.
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Collegiality as Social Support

Social support is the weakest form of collegiality. Social support develops as
teachers come to accept the vulnerability, insecurity, and fallibility of the vocation. This
acceptance requires a social context in which one is accepted and supported so that the
pain and frustrations of work are reduced. Although most recent literature focuses on
collegiality as cognitive development, social support is also suggested as important (Bolin
& Falk, 1987). This type of support focuses on sharing, understanding, and bonding with
others. In Blase's (1987) study, teachers talk of praise, recognition, therapeutic advice,
gratitude, and empathy as forms of social support. Bolin & Falk (1987) define teacher
collegiality as friends who listen and share conversations about the work of teaching,
about how students differ over various time periods, about developments in traditions,
and about the conflicts between students and traditions, and between students and school
rules. Colleagues are group members who help in the narration of the group story, so the
members can more readily recognize changing values and meanings. Social support also
emphasizes ritual and continuation of traditions. The basis of social collegiality is trust
and rapport as they relate to the interaction between the attitudes and beliefs of the
individual, and those of the social organization. Therefore, social support develops an
individual’s consciousness of self within the larger system.

Little (1990) suggested that norms of independence, presentism, and conservatism
are pervasive elements in social support because there is no real focus on the practice of
teaching in this form of collegiality. A school's staff can be described as "close", but
when "close" is understood as large doses of camaraderie, sympathy, and moral support,

the emphasis is on social and interpersonal interests. Hence, teachers can have a social
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support system without having a shared belief about the practice of teaching. This

phenomenon is not unrealistic in the vocation of teaching. A teacher's vocation is
described as a lonely, private, and isolated affair perpetuated by contextual features of
time schedules, batched student groups, and egg-crate physical arrangements (Lortie,
1975, Sarason, 1982).

This is not to say that teachers do not form groups within schools. Teachers
create groups because this is a natural form of social organization for people. However,
the basis for the group formation is to gather moral support so the private work of
teaching continues. Cusick (1983) found teachers to be friendly and cordial but distant in
terms of professional matters. Specifically, teachers do not talk much about classroom
matters with other teachers. Cusick suggests that teachers develop individual approaches
to teaching based on personal values.

Gold and Miles (1981), while researching an attempt to implement open education
at one elementary school, reached a similar conclusion. The teachers in this study
implemented an open education program and came under siege by the school board and
community. These teachers created an internal support system that was a defensive
reaction to the hostile groups. This support system did not extend into classroom
practices but was used to gather support against complaints and frustrations the external
groups voiced.

Woods (1979) extended the concept of social support by suggesting that humor is
an important element in staff room settings. "It is a supremely important part of school
life, allowing the restoration of a perspective more in line with preferred identities" (p.

236). Specifically, through humor, teachers are able to relieve tension, gain support,
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evaporate conflict, jealousy, envy, or hatred, and gain self-esteem, status, or power.

Woods also indicates that there are times when humor does not work. At these times the
social support system of collegial relationships is in danger of deteriorating.

In conclusion, social support as a form of collegial relationships is an important
means by which teachers come to terms with both contextual and vocational features of
their work. When teachers laugh about these matters, they relieve frustration and gain a
better perspective. At other times they form groups to protect themselves from outside
pressure, and/or maintain traditions and rituals. Most importantly, teachers seek out and
associate with other teachers so that they do not feel alone psychologically and morally.
Inasmuch as some social support involves story-swapping about the practice of teaching,
social support as a form of collegiality to some extent overlaps with the storytelling form
of collegiality.

Collegiality as Storytelling

Storytelling as a from of teacher collegiality is somewhat more focused on
classroom matters and is used to cultivate information indirectly. By exchanging stories
about the work of teaching, teachers can search for specific ideas, solutions, or
reassurances without approaching another teacher directly. In other words, teachers keep
casual acquaintances and enduring friends distant from their work in the classroom.
Teachers do this to reduce the strain on friendships possible if social relations are carried
into the classroom and the practice of teaching. Thus, the use of sporadic and informal
story-swapping does not hinder the social support form of collegiality.

Storytelling, like social support, maintains the isolated, privatized, and

idiosyncratically specialized practice of teaching that has been recorded over the decades.
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The norms of individualism, presentism, and conservatism continue to maintain group

relationships. Because teachers have only snatches of time, they develop scant
knowledge of other teachers' practice. Stories are used to gain information indirectly
without specifically requesting help. These indirect forays to gather knowledge are useful
as a means of gaining information without having personal knowledge scrutinized.
Furthermore, storytelling is beneficial if it helps create a shared technical language or if it
reveals knowledge of intent or practice useful to change in current work. In this way,
storytelling is useful in building a common culture based on shared understandings of
work. But to the extent that stories are "litanies of complaints," little of practice is
learned, analyzed, or invented.

Stories also serve other purposes. Hammersley's (1984) study of secondary school
staff-room talk indicates that teachers, by way of story telling, gain valuable information
about students, common problems/issues, and/or upcoming activities that could impact
their actions in the classroom. Hammersley suggests that storytelling is not only used in
classroom practice but also serves as a rhetorical function (i.e., the talk protects teachers'
professional identities when threatened by student actions). Furthermore, there is a
collective self-protection within the teacher group that serves to maintain current
practices and relieve pressure to change.

In conclusion, teacher work research suggests that storytelling is a means of
gaining information indirectly without jeopardizing personal values, status, or social
relationships in the eyes of other teachers. The current context of schooling, in which

students are batched and moved between teachers who work in relative isolation from

each other, reinforces this form of collegiality. Self-protection is maintained by way of
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not revealing practices and not discussing change. Teachers use storytelling as a way of

becoming informed about clients and events that may impact practice. Teachers also use
storytelling to reinforce the concept of self-preservation in light of difficulties that arise.
As teachers gain in self-confidence, they become more direct in their search for ideas,
information, and reassurance. They therefore move beyond storytelling into aid and
assistance.

Collegiality as Aid and Assistance

Aid and assistance as forms of collegiality are the giving and getting of help for
the purpose of finding out information about some aspect of teachers' work. Most aid and
assistance is found as an informal event, but there are programs that are specifically based
on this concept. Thus, aid and assistance are suggested as important means for teachers
to develop and learn about the practice of teaching.

Teachers usually turn first to their peers for aid and assistance (Lortie, 1975). In
doing so, teachers are careful not to interfere in other teachers' work. Teachers will give
and request aid, but they adhere to established structures (boundaries) for engaging in this
form of collegiality so they are not left open to judgment and criticism about their
competence in practice. Therefore, engagement in this form of collegiality is not as
plentiful because teachers must try to manage interactions so they do not jeopardize their
self-esteem and professional standing. The result is that interactions focused on the
practice of teaching are infrequent, completed in a piecemeal fashion, and lack the in-
depth discussion that may be necessary for follow-through. In this way, the aid and
assistance form of collegiality may serve only to confirm current practices. It may not

change practice due to the limited depth, detail, or contextual sensitivity needed for



40
follow up and/or application of knowledge to practice.

Research on "mutual aid" as a form of collegiality is found in two varied literature
areas — formal programs and informal interactions. There is an extensive literature on
formal programs such as clinical supervision and mentoring that encourages teacher
collegial relationships (Cogan, 1973; Goldhammer, 1969; Lovel & Wiles, 1983). The
difficulty with these programs is that they are conducted in a hierarchical arrangement.
For example, mentoring programs are based on the expert-novice relationships, which
does not lend itself to mutual responsibilities. Many clinical supervision models are used
for evaluation purposes by administrative personnel. Since these programs do not address
peer-to-peer relationships, they are not discussed here.

Within the formal program literature, there are studies that use a similar structure
to the clinical supervisor model but focus on teachers working with teachers (Goldberry,
1980; McNergney & Carrier, 1981; Roper, Deal, & Dombush, 1976; Smyth, 1983). For
example, McFaul and Cooper (1984) completed a case study of twelve teachers in one
urban elementary school. They found that even though teachers were able to execute the
clinical process, the conceptual and analytical focus of the intervention was weak. In fact,
"teachers appeared to honor an unwritten agreement that no one would be made
uncomfortable in the [clinical] process" (p. 7). Thus, norms of independence, presentism,
and conservatism were maintained. Incongruent aspects of the school context also
appeared to substantially effect the implementation of the program. Specific contextual
features having an effect on the depth and quality of teacher interactions included: 1) the
isolation and fragmentation of staff (i.e., building architecture, time schedules, teacher

subgroups by years of teaching, ethnicity, type of instructional approach, etc.); 2) the
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stratification of teachers by the administration (i.e., a pecking order); 3) the

standardization of curriculum and pedagogy as imposed by policies; and 4) a reactionist
approach to decision-making (i.e., little long-range planning due to client mobility,
fluctuating policies, inconsistent administrative actions, and unanticipated interruptions).
Hence, the organizational environment and prevailing norms and beliefs may affect the
outcomes of the formal program.

The research concerning informal aid and assistance is not as plentiful, but it is
very important to this study of collegial relationships. A study completed by Mager,
Myers, Maresca, Rupp, and Armstrong (1986) found that teachers who changed subject
area, grade level, schools, or status were likely to ask for aid and assistance. In following
24 teachers from varied grade levels over a one year period, Mager, et al., (1986) found
that teachers' requests for aid and assistance were more episodic than sustained. They
requested help only when a specific need arose and then only if expertise was available.
In this study, the aid and assistance given by teachers focused on specific information
concerning the work of teaching (i.e., curriculum, materials, information, advice on
teaching, etc.). However, there were also times when aid was more a form of social
support.

Zahorik (1987) also explored teacher collegiality as it happens naturally within
elementary schools. In interviews with 52 teachers in six elementary schools selected to
represent varied school organizational arrangements, Zahorik found that teachers spent an
average of about 63 minutes each day talking with peers. Of this time, 65% (41 minutes)
was focused on teaching, learning, and other educational matters. As to aid and

assistance, teachers indicated they got help an average of eight times a week and gave
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help an average of ten times a week. Most teachers (75%) indicated that collegial

interchanges were with teachers at the same grade level. All 52 teachers indicated that
school colleagues were their major source of help because this help was readily available,
immediate, and provided information about specific problems. By categorizing question
responses, Zahorik found that teachers talked most (70%) about materials, discipline,
activities, and individualization that focuses on a group of students or a particular student.
The remaining 30% of talk covered a variety of topics more central to the practice of
classroom teaching, such as methods, objectives, lecturing, questioning, reinforcing,
evaluating, and organizing. Teachers reported that they did not talk about these topics as
much because they felt knowledgeable in these subjects and/or because they saw teaching
as personal and private, idiosyncratic, and intuitive. Contextual features influencing
collegial help included school SES (Social Economic Status) and school organization.
These contextual features did not influence how much help was received (i.e., analysis
indicated teacher exchange of help was uniform across the six schools), but they did
influence the categories in which help was received. In low SES schools, discipline help
was more frequent, while in higher SES schools, materials and individualization help was
more frequent. In traditional schools, help in the form of materials was more frequent,
while in schools having team arrangements, individual help was more frequent. Teacher
experience as a contextual feature was not related to mutual aid -- all teachers, novice and
expert, were equally involved in this form of collegiality.

Zahorik's (1987) study suggests that teachers do regularly engage in aid and
assistance. This engagement is brief. It centers on specific problems, is completed within

a narrow range of teachers, and focuses on topics that are somewhat removed from the
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personal practice of teaching. In this way, the norms of individualization, presentism, and

conservatism are continued. However, because aid and assistance occurs around topics
related to teaching, the collegial relationships developed in this form of collegiality are
more interdependent than in the social support and storytelling forms. School
organizational features and clients also influence the topics but not the frequency of aid
and assistance. Zahorik also suggests that due to the presence of the privacy norm and
the shallowness of the conversations, aid and assistance are unlikely to lead to profound
changes in the practice of teaching.

In conclusion, aid and assistance as forms of collegiality are limited, sporadic,
shallow, and usually focus on topics other than the practice of teaching, (i.e., on students,
materials, issues, etc.). Because asking or receiving help makes public one’s personal
beliefs, practices, and knowledge, teachers create structures that act as guidelines for
appropriate behavior within this form of collegial relationship. These structures are
related to and help maintain the traditional norms of independence, presentism, and
conservatism. Contextual features also impact aid and assistance in that teachers are
constantly dealing with present conditions that include organizational features, clientele,
policy practices, and interactions with administrative groups. Zahorik (1987) suggests
that due to both the continuance of traditional norms and contextual features, there is little
hope that the practice of teaching will change dramatically by use of aid and assistance as
forms of collegiality. This same conclusion is found in studies of formal programs of
peer collaboration (Goldsberry, 1980). However, when mutual aid focuses on sharing of

materials, this form of collegiality begins to approximate sharing as a form of collegiality.



Collegiality as Sharing
Sharing as a form of collegiality is the sharing of materials and methods and/or

engaging in an open exchange of ideas and opinions about teaching. This form of
collegiality expands the collective pool of technical information among teachers. In this
way, individualized practices become more public because in making ideas and intentions
known to others, teachers expose their practice and communicate their expectations. This
visibility provides opportunities for all other colleagues to learn about one's practice.

As collegial relationships move toward interdependence on the continuum,
sharing can become more powerful than aid and assistance in developing a collective pool
of information. The difficulty is that sharing can also be reduced to the level of aid and
assistance depending on the cultural norms of the group. Currently, sharing as a form of
collegiality is discussed as a part of other forms of collegiality. For example, Zahorik
(1987) classified sharing of materials as the most frequent form of aid and assistance
because the sharing of materials that he observed did not increase the collective technical
knowledge base among teachers. Instead, teachers simply followed norms of
independence to maintain privacy of practice. However, if the underlying cultural norms
of sharing support interdependence, then sharing can lead to an open exchange of ideas
and opinions. Thus, the outcomes of sharing as a form of collegiality depend on the
cultural norms guiding teachers' work.

Rosenholtz's (1989) study of the teachers' workplace is an example of fluctuations
within the sharing form of collegiality. In this study, Rozenholtz asked teachers in 78
elementary schools if they shared and what they shared. The results suggested that

teachers defined sharing as story sharing, instructional material and idea sharing, and
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instructional problem-solving. Specifically, in schools where teachers were more

isolated, stories were used for sharing. In collaborative schools, teachers shared materials
and ideas, and engaged in instructional decision-making activities. Rozenholtz's findings
indicate that the contextual variables of shared goals, shared decision-making, and
teaming influence the extent to which sharing as a form is more interdependent.
Rozenholtz’s findings further show that the way sharing as a form is used directly affects
teachers' learning opportunities, which, in turn, affect work practices. For example, in
collaborative schools where teachers used collegial sharing to work together on
instructional materials and ideas, and on instructional problem-solving and planning
activities, teachers learned more about teaching from each other and used this new
knowledge in their practice. On the other hand, in isolated schools where teachers used
collegial sharing as an aid to gathering materials, teachers learned less about teaching and
used less of this knowledge to change practice.

In summary, the sharing form of collegiality can expand the collective pool of
information among a group of teachers if the sharing is purposeful in nature and if
cultural norms encourage sharing. On the other hand, sharing can also include more
independent forms of collegiality. Apparently, sharing either gains or loses strength
depending on the organizational culture in which it is found. As suggested by Rosenholtz
(1989) and Zahorik (1987), underlying cultural norms are a powerful determinant of how
sharing takes place. Besides the cultural aspect, Rosenholtz (1989) suggests that other
contextual features influence the form of collegial relationships. These features include
teacher attributes such as certainty of practice, purpose of work, beliefs about students

and teaching, and organizational arrangements such as clear understanding of school
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mission and goals, and team teaching. Neither Rosenholtz (1989) nor Zahorik (1987)

find clients to be an influence on collegial relationships (i.e., teachers in both high and
low SES schools appear to collaborate equally). As for the impact of sharing on the work
of teaching, Rosenholtz (1989) indicates that teacher learning opportunities improve as
teachers engage in more intense sharing of materials and instructional decisions. This
form of sharing suggests joint work as a form of collegiality.

Collegiality as Joint Work

Joint work as a form of collegiality is defined as teachers sharing the
responsibility for their teaching practice. This is a form of collaboration that resembles
truly collective action because it involves contributions from all participants in order to
complete the work of teaching successfully. The joint form of work is stronger than other
forms of collegiality because it works to improve or change present practice and to
influence future directions of the group. Thus, learning and change are important
qualities of joint work.

To become engaged in joint work, teachers have to overcome negative perceptions
of reduced independence, loss of individual latitude to execute personal preferences, and
loss of private autonomy. When teachers view joint work positively, they can "engage in
direct commentary on the moral, intellectual, and technical merit of classroom practices
and school level programs or policies" (Little, 1990:522). Teachers who truly engage in
joint work are respected for their knowledge, skill, judgment, competence and
commitment -- the norms of collegiality found in sociological literature.

Recent teacher change literature suggests that joint work often occurs within

subgroups within the school rather than within the school as a whole (Scott, 1988). This
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concept of subgroup action is much different from the concepts found in the

organizational literature. In the organizational literature, emphasis is placed on
schoolwide activity. But there are four reasons why joint work often occurs within
subgroups. First, there can be a number of groups within a school engaged in joint work
(for example, departments or teams), and each of these subgroups can have varying
agreements as to educational matters and use norms of collegial interaction and
interpretation that differ widely. Second, groups can develop based on a shared
perception of the school's culture or cultures, and these groups can have differing
professional beliefs and practices. Third, teachers may hold memberships within multiple
subgroups within the school organization. This is not uncommon at the high school level,
where teachers often belong to one or more departments depending on teaching
assignment, are members of school wide committees, coaching staffs, etc. Fourth, there
may be differing collaborative relationships due to naturally occurring arrangements
and/or formal organizational arrangements. The Rosenholtz (1989) and Zahorik (1987)
studies are examples of naturally occurring arrangements that viewed teachers in
traditional settings. These studies suggest there is little joint work among teachers in
traditional organization structures. Most research concerned with joint work focuses on
two newer organizational arrangements -- team teaching and staff development.

Team teaching. Team teaching programs, which involve organizational
restructuring of students and teachers, emphasize teacher professional collegiality as joint
work. Cohen and associates (1976, 1979, 1981) have completed extensive research on
teacher interactions within elementary-level team teaching settings. In a longitudinal

study of team teaching, 1973-1975, Cohen focused on teacher interdependence and
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collegiality. Three findings are very important in this study. First, teachers developed

more complex collegial relationships when more highly differentiated instructional
materials were incorporated into instructional practices. In other words, as teaching
became more complex, teachers worked more closely together. Second, architectural
arrangements affected the intensity of teacher collaboration, with open space
arrangements increasing joint work more than traditional egg-crate arrangements. Third,
teams were fragile and unstable. Most teams focused on scheduling and management
issues rather than on issues of teaching.

Bredo (1977) also researched relationships among teams of elementary school
teachers. He concluded that joint work was most intense when teams were small,
members were of equal status, and members had equal influence over each other.
Findings further indicated that the degree to which members were interdependent varied
and that on the whole, interdependence was limited. Hence, the teams in his study, like
the teams Cohen (1976) studied, did not reach the full level of joint work suggested by
the definition. These teams had infrequent relationships or used a structured scheduling
and coordination approach to joint work.

Bishop (1977) took a different approach to the study of joint work in collegial
relationships. In a comparison of two elementary school organizations -- self-contained
and team work arrangements -- he examined three types of associations: 1) friendship; 2)
work-related discipline; and 3) work-related instructional programs. Bishop found that
teachers participated in multiple groups but did not mix friendship groups and work-
related groups. He also found that team teachers spent more time on work-related issues

than self-contained classroom teachers but that friendship associations were strong in
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both organizational structures. Third, he suggested that relationships in all three types of

associations were weaker in self-contained than in team classrooms. Lastly, working in
team teaching settings had no relationship to the work orientations of the teachers.
Teachers in team settings continued to look to themselves and their students for their
rewards and satisfactions. In addition, teachers working in team situations tended to talk
more about work-related matters, but the talk was of a structural sort and helped to
maintain the individual autonomy found in previous forms of collegiality.

Staff development. Little (1982), in a now classic study of staff development
implementation, suggested that there are underlying cultural norms that are essential for
staff development programs to impact teachers' learning and improvement. In an
extensive study of collegiality in six urban schools (three elementary, two junior high and
one high school), Little explored teacher collegiality as a result of formal staff
development programs. Little was most interested in schools as workplaces and looked
for organizational characteristics conducive to continued learning on the job. Two norms
seemed to differentiate more successful schools from less successful schools in her study.
More successful schools had teachers who embraced the norm of collegiality (i.e.,
teachers working together) and the norm of continuous improvement (i.e., expectations
about the business of teaching). Little’s (1987) research suggests that joint work as a
form of collegiality is possible, but is rarely sustained where formal structures,
competence, and the commitment of members do not support it.

Grimmett and Crehen (1989) and Ponzio (1987) have also completed research on
professional development programs designed to stimulate teacher partnering and thereby

improve teaching. Both studies indicate that teacher partnering can enhance inquiry
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about professional practice, but only to a certain point. Grimmett and Crehan, for

example, suggested that partnering led to the joint work form of collegiality only when
teachers trusted partners enough to help evaluate teaching practices, draw conclusions,
and reframe the context so problems could be addressed (Little [1981] also reached this
conclusion). Ponzio (1987) suggested that teacher partners frequently did not engage in
joint work because they often drew personal conclusions without reliance on a partner.
Ponzio argued that this result may have occurred because "the program staff who
generally promoted the idea that responsibility for any conclusion drawn and changes in
teaching behavior ultimately rested with the individual classroom teacher" (p. 37). This,
of course, is another example of the norm of individualism. In summary, both of the
studies just described suggest that joint work is most likely when the normative
environment of schools encourages collaboration. Such norms must foster a sense of
equality and trust between partners.

Little (1987) suggests that a variety of positive outcomes are a result of joint
work. First, joint efforts have helped to improve student academic outcomes (Little,
1981; Bird & Little, 1985; Rutter, Maughan, Mortimore, Ouston, & Smith, 1979).
Second, there are benefits to teachers in the form of instructional range, depth, and
flexibility (Cohen, 1981); influence and respect (Bredo, 1977; Meyer, Cohen, Brunetti,
Molnar, & Lueders-Salmon, 1971); and career rewards and daily satisfactions (Little,
1981). Third, there are three benefits to schools: 1) joint work helps to coordinate the
daily work of teaching across classrooms; 2) joint work fosters the examination and
testing of new ideas, methods, and materials that are important to meeting the ever-

increasing demands placed on schools; and 3) joint work can ease the strain of staff
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turnover found most frequently among beginning teachers (Little, 1987).

In summary, the research reviewed in this section suggests that joint work, as a
form of collegiality, is based on teachers taking joint responsibility for their teaching
practice. Research on teaming and staff development suggests that joint work is
undertaken and intensified as teaching becomes more complex (i.e., when highly
diversified methods/materials are in use or when organizational arrangements bring
people in close proximity to one another). Even though collegial influence increases as
teachers engage in joint work, interdependence may not increase unless traditional norms
of independence and privacy are altered. The most influential form of joint work
involves interdependence among teachers and can only be reached when traditional
norms are exchanged for norms of collegiality and experimentation.

Besides altering cultural norms, successful joint work depends on a number of
other contextual conditions. Support and governance must be altered so that teachers
focus on the cognitive aspects of teaching and less on organizational and managerial
aspects. Organizational arrangements need to be aligned with the program so the context
reinforces and supports cultural norms necessary for joint work (i.e., interdependence).

Also important to the understanding of joint work is the group structure. Joint
work is usually found in small groups within the school community. These groups may
organize by informal arrangements but most often are organized by external programs, an
approach that frequently leads to contrived collegial relationships. Informal arrangements
rarely lead to joint work that is meaningful and extensive due to a variety of contextual
features. Furthermore, teachers belong to multiple collegial groups based on different

forms of collegiality. Specifically, teachers seem to keep friendship groups separate from
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work-related groups. The result is that a single teacher’s involvement in multiple work

groups can differ in intensity and duration across the different groups he or she is

involved in.

Summary of Workplace and Teacher Change Literature

In the literature on teachers' workplace and teacher change, collegiality is defined
broadly to include a variety of forms including social support, storytelling, aid and
assistance, sharing, and joint work. While seemingly distinct, these forms in actuality
meld together into a continuum that ranges from weak forms (i.e., social support) to
strong forms (i.e., joint work). Three factors are important to understanding these various
forms of collegiality.

First, a culture of collegiality is present in all groups. This culture is usually based
on traditional teaching norms of individualism, privatism, and conservatism. Only when
cultural norms change and new norms arise do teachers move toward more
interdependent forms of collegiality. Among the norms that enable teachers to engage in
interdependent forms of work are the norms of collegiality and experimentation discussed
by Little (1981). These norms are similar to those found in the sociological perspective
on collegiality, which holds that underlying beliefs and shared values are important to the
development of effective professional groups. Furthermore, as discussed in the
organizational literature, it may be necessary to formalize the structure of collegiality in
order to provide teachers with guidance concerning interdependent working relationships.
Such formal arrangements can nullify traditional cultures and structures of collegiality
based on norms of independence and help produce the cultures and structures that

encourage interdependent joint work.
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Second, teachers belong to multiple collegial groups of varied size. For example,

research suggests that teachers separate friendship groups from work-related groups.
Within work-related groups, teachers engage in a variety of forms of collegiality
depending on the purposes for which a group is formed. All groups come together
around personal and group beliefs. Thus, the beliefs that teachers have about collegiality
can affect the nature of collegial relationships that develop within a school.

Third, contextual features other than culture and formal structure can influence the
form of collegiality teachers use. For example, school SES appears to affect the form of
collegiality in schools, with teachers in low SES settings talking more about discipline
and students than teachers in high SES schools. In addition, teachers’ personal beliefs
about students, teaching, and subject matter, as well as status of a teacher and a teacher’s
assignment can affect collegiality.

In conclusion, the body of literature on teachers’ work and school change suggests
that stronger forms of teacher colleagueship reduce teacher isolation, improve
instructional techniques and curricular materials, and increase job satisfaction (Alfonso &
Goldsberry, 1982). Moreover, as Little (1987) suggests, these changes may improve
student outcomes. In order to create settings where interdependent collegial relationships

are strong, restructuring the school's culture and organization is necessary.

Toward an Understanding of Collegiality

This chapter suggests that a thorough understanding of professional collegiality
involves understanding three interrelated dimensions of this form of social action -- the

“culture of collegiality, the structure of collegiality, and the behaviors associated with
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collegiality. These elements are described below.

Culture of Collegiality

Culture as defined here is ideational, a collection of ideas existing in the minds of
organizational members. These ideas can be clear or amorphous, but are aggregated
across workers and serve partially to guide behavior. The cultural of collegiality is a
"concept reflecting the content and strength of prevalent values, norms, attitudes,
behaviors, and feelings of the members of a social system" (Payne, 1971). The culture of
collegiality focuses on the deep levels of values and beliefs shared by members of a
collegial group (Schein, 1985). Thus, members adhere to the culture in varying degrees.

To participate in the culture of an organizational group, each member must know
the culture. To be a functioning member is to be able to decode the cultural meanings
and shape them into efficient guides to daily behavior. Persons can be socialized into an
organization's collegial culture, but unless the culture is shaped by both the group and the
organization, the behaviors could be detrimental to the work of the organization. The
more enculturated into an organization individuals are, the less their personal or
idiosyncratic values, beliefs, and dispositions influence behavior. Thus, culture is
important to the functions of life and work in groups and in organizations (Deal &
Kennedy, 1982).

Within any organization there are varying cultures. Within the high school
organization these cultures may be based on departmentalization, teaming, varied
programs or nonacademic interests (i.e., coaches, club sponsors, committees, etc.). These
varied collegial cultures develop, however, only when individuals trust in the goodness of

others and are willing to act on that belief. Bess (1988) suggests two dimensions of this
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trust - individual/organization balance, and self/other balance. The

individual/organizational balance implies that "there is no necessary conflict between
individual and organizational goals" (p.92). The self/other balance is "the belief that
there is no necessary conflict among individual goals" (p.92). Thus, a culture of
collegiality impresses itself on both the organization and the individuals within the
organization.

Structure of Collegiality

The second element of collegiality concerns the control that members of a group
have over their work environment and peers. In recent educational literature, terms such
as empowerment, control, autonomy, and decision-making are discussed as elements of
effective schools. In the organizational literature, structure is typically defined as the
pattern or design by which organizations are divided and integrated (Bess, 1988). In
other words, collegiality as structure is associated with modes of control that link units of
the organization both as individuals and groups. Thus, institutions having collegial
structures "are typically believed to conform to a recognizable pattern of authority to
regulate the activities of their members" (Bess, 1988:99). For the purpose of this study,
the term "etiquette of collegiality" is used to describe this pattern of authority.

As used here, the etiquette of collegiality refers to more than a set of rules or
patterns of authority that give teachers participatory rights in school decision making.
The mere presence of participatory rights does not alone ensure a structure of collegial
control (Bess, 1988). As has been suggested, when teachers gain decision making rights,
relationships may become merely political in nature. The etiquette of collegiality goes

beyond this individualistic idea and is instead based on a shared culture of collegiality
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that controls the behavior of members (Sykes, 1990). Therefore, collegial etiquette is the

organizational manifestation of cultural collegiality. It both symbolizes the culture and
gives visible evidence that the culture can be maintained.

For collegial etiquette to be legitimate, organization members must believe that
organizational goals, expectations, and controls are rational and meet organizational as
well as individual needs. In other words, "rationality means not only the perceived
reasonableness of the system to accomplish organizational objectives of efficiency and
coordination, but its correctness as a political statement that will attend to individual
needs of equity and justice" (Bess, 1988:91).

Behavior of Collegiality

The behavior of collegiality refers to the actions and interactions among faculty
and between faculty and others as these are guided by both the culture and etiquette of
collegiality. As suggested above, the culture of collegiality is the nexus of beliefs and
values guiding collegial etiquette in an institution. Collegial behavior is the complex of
actions taken by a professional group engaging in various institutional roles and refers to
patterns of relationships and interactions among colleagues as they perform various
functions. In conceptualizing the behavior of collegiality, descriptions of peer
relationships will bring forth "forms of colleagueship" such as sharing, story-swapping,

aid and assistance, and joint work.

Chapter Summary

This chapter reviewed three perspectives concerning collegial relationships. Each

perspective explained a different definition of colleagueship based on one element of
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collegiality -- culture, etiquette, and behavior. Furthermore, this research suggests there

are degrees of colleagueship that are dependent on a number of factors including: 1)
organizational culture; 2) contextual features; and 3) the work of teachers. In studying
collegiality, various researchers have developed one or two of the collegial elements, but
no studies of collegiality have described all three elements of collegiality that occur
within a bureaucratic organization. Furthermore, in developing an understanding of
collegiality, many researchers narrow the focus and concentrate on only one form of
collegiality, such as joint work or aid and assistance. The present study furthers research
on collegiality by using the three elements of collegiality discussed above to describe
professional collegial relationships within two high school settings. This study also
explores how these relationships are affected by the context in which they occur. Finally,
the study describes the impact of naturally occurring collegial relationships on teachers'
work. Therefore, this study pursues the following questions in order to generate

hypotheses about professional collegial relationships at the secondary level:

1. How do teachers in urban high schools perceive professional collegial
relationships?
2. What varied forms of collegiality do secondary teachers engage in during

their work within these schools?

3. What contextual features of the workplace do these high school teachers
see as influencing the phenomenon of professional collegial relationships?

4, In what ways do teacher professional collegial relationships influence the
work of these teachers?

5. What similarities and differences concerning the phenomenon of teachers'
professional collegiality are found between these sites?



CHAPTER I

RESEARCH DESIGN AND METHODOLOGY

This study is designed to better understand teacher professional collegial
relationships, contextual features surrounding these relationships, and the consequences
for teachers' work. This chapter presents the research design and methodology used by

this investigator in the collection and analysis of data.

Selection of the Sample

Selection of Sites

This study was conducted in two urban, desegregated, comprehensive high
schools (called LaSalle and Monroe) located in a single school district in Michigan.' The
design of the study holds constant district-level context but allows examination of how
variations in school context affect collegiality. The two schools included in the study are
"average" urban comprehensive high schools based on a data analysis conducted by the
Center for Research on the Context of Secondary Schools (CRC) (CRC Teacher Survey

Data Report, 1991). That is, measures of school climates, classroom instruction,

! To maintain confidentiality pseudonyms are used for all names, locations, and programs.
As much as possible, identifiers with courses taught are also removed to further maintain
anonymity of persons teaching specialized courses.
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professional growth and development, department climates and policies all tend to be

near the average of what is found in United States high schools generally.

The sites were also selected based on their four-year involvement in a district-
sponsored school improvement program that encouraged teachers to work on a school
wide basis to further the educational programming and context of the school. The school
improvement program is similar to a new state directive that encourages site-based
governance in schools.

To understand the sites chosen, a brief description of the district and the two
schools is included. First the district is described and then the two schools.

Falls Park School District. Falls Park School District is located in one of the

larger urban centers of a midwestern state. The city of Falls Park dates to the era of stage
coaches, during which time it was a stop on the westbound stage line. The oldest section
of town has many renovated homes dating back to the late 1800's, but there are also
several modern downtown office towers. The main source of business is light
manufacturing and service industries. There are also a number of higher education
institutions in the area, many of which are affiliated with religious groups.

Falls Park district has approximately 31,000 students attending 43 elementary, 5
middle and 4 high schools. The students represent five major ethnic groups--Asian (2%),
African- American (37%), Hispanic (7%), Native American (1%), and Caucasian (53%).
A majority (55%) of students comes from economically-disadvantaged homes as indexed
by the federal lunch program count in the Fall of 1990. Like most urban districts, student
attendance and dropout rates are a concern. Over half of the students in the district

missed more than 10 days of school during the year of this study and approximately
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13.5% of the students dropped out of school. The educational program of the district is

conducted by 2300 professionals (K-12 teachers, community education teachers,
management and support personnel) and 1800 support staff members (paraprofessionals,
office personnel, and personnel with transportation, maintenance, and operations
functions).

Falls Park school district, like most urban districts across the nation, is having
financial difficulties. District leaders struggle each year to provide a quality education
program even though funds continue to decline.” Because the district must go to the
community each year with millage proposals, much time is spent educating the public
about the district's needs. In recent years, millage proposals have been difficult to pass.
This results in continuous layoffs and recall of district personnel. In order to avoid
layoffs, teachers much have at least 16 years seniority. During the year of this study,
teachers with seniority of 23 years were put on layoff notice and not recalled until after a
second millage vote passed. As a result, in the past few years teachers start each school
year unsure of what they are teaching, where they are teaching, or whom they are
teaching.

Despite this organizational chaos, the district continues to implement reform
proposals to improve the educational process for students. In the mid 80's, under the

direction of a very progressive superintendent, the district implemented many features of

2 Revenues reported by this district during the summer of 1991 were $147,500,000 of
which 48.9% came from local property taxes, 30.5% from state aid payments, 7.5% from
federal supplements, 13.1% from other local miscellaneous payments. Expenditures were
distributed to instruction (55.9%), Instructional Services (15.6%), Operations and
Maintenance (10.3%), Administrative Services (5.3%) and other (12.9%)--pupil
transportation, capital outlay, fringe benefits.
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the effective schools approach to school improvement. Three features -- student

standards, collaboration, and instructional methodology -- directly impacted the high
schools and the work of high school teachers in the district.

First, the district increased student standards by increasing high school graduation
requirements. These new standards required students to pass four years of English, three
years each of math and social studies, two years each of science and health/Physical
Education, one year of fine arts/foreign language, and one semester each of computer
technology and career planning. To enact these requirements, the district established a
core curriculum taught within a three track system. The curriculum within each track was
standardized across the district so students transferring between schools were in
approximately the same place in the curriculum no matter what school they attend.
Students were also required to pass the district's five graduation competency tests based
on the standardized curriculum. The tests were in the areas of reading, mathematics,
writing, reference skills, and life skills and were administered in grades 9 - 12.

Second, the district developed a "collaborative approach" to school improvement
within the district through the development of School Improvement Councils (SIC) in
each school. At the time of the study, teachers were thus involved in school governance
and the school improvement process. Each school was required to develop a mission
statement, goals, and create programs that focused on school improvement.
Collaboration with local businesses was also endorsed for the purpose of gaining
community involvement. Finally, collaboration between district level administrators and
school administrators was implemented. District level administrators were assigned a

school or schools to further the school improvement process. Time was spent discussing
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pertinent student data (i.e., course grades, test scores, attendance, etc.) with the school
administrators. This information was then used to develop school improvement
programs.

Third, with grants from local businesses, the district implemented an extensive
professional development program for teachers. In this program, teachers learned about
effective teaching, Mastery Learning, peer coaching, cooperative grouping, student
mediation, etc. Grant money allowed the district to release teachers during the school
day, or receive compensation for after school time or summer institutes. Teachers
attending staff development programs became mentors in their schools and were expected
to help other teachers learn and implement the concepts in their classrooms.

In conclusion, Falls Park School District is not unlike many other urban school
districts. Even with financial shortfalls they are working to educate students. Their
approach has been to develop programs that rely on the concept of teachers working
collegially as the means of improvement and change.

LaSalle High School. At the time of the study, LaSalle High School was in the
process of transition. For some time, the school has been perceived by the community as
the best in the district. However, since desegregation, the image of the school from the
teachers' perspective had changed. This was due to a change in students and a continual
change in superintendents and school administrators.

Within the past ten years preceding the study, student enrollment at LaSalle had
dropped by more than half from a high of 2100 to 1050 students. The student population
also changed, moving from a majority white, upper to middle class student population to

- a middle to lower class student population. Table 1 gives student demographic
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Table 1
Student Ethnicity and Gender Information
For LaSalle High School®
Ethnicity
American Asian/ Black/ Hispanic White/
Indian Pacific Not Not
Islands Hispanic Hispanic
Total
Number of
Students 10 19 421.5 27 609
Percent of
Students 01 02 39 01 56
Gender
Male Female
Total Number
of Students 530.5 556
Percent of
Students 49 51

? Based on 3rd Friday count, 1990. This information includes special education students.
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information. Approximately 11% of this population are enrolled in special education.

There is a relatively low drop out rate (7.9%) and a low mobility rate (10%). Informal
student interviews conducted by this researcher suggest that students perceive the school
as a good place to learn. There is no evidence of student gangs or violence in the school.
Administrators report that during the year of this study there were only 2 fights and no
drug-related incidents.

The staff at LaSalle also changed in the years immediately prior to the study.
Staff turnover was approximately 30% in the preceding 6 years, mostly due to
retirements, although reductions also resulted from layoffs and loss of students.
Administrators further indicated that turnover in staffing was expected to continue as
more staff retired. Teachers at the school were highly experienced. The mean number of
years taught in the school was 9.64 (SD = 8.10) and the mean years of teaching
experience in the district was 17.72 (SD 7.49). Only 6 teachers have less than 10 years in
the system. Demographic information on the staff is found in Table 2.

Teachers at LaSalle were trying to rebuild the school's image by creating
innovative programs. First, the staff reduced the number of academic tracks to two,
regular and advanced. Second, they adopted a series of Advanced Placement courses in
English and Social Studies. Third, groups of teachers designed and implemented
interdisciplinary approaches to instruction in vocational education, business education
and restaurant management. These innovative programs were hindered by a lack of
funding and a central office vs. school power struggle. The staff labored to continue
these program implementations while the district continued to reduce staff and place

further requirements on the school's programs.
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Table 2
Staff Gender, Ethnicity, and Education by Position
for LaSalle High School *
Gender
Male Female Total
Teachers
Number 31 25 56
Percentage 55 45 100
Counselors
Number 2 2 4
Percentage 50 50 100
Media Personnel
Number 1 1
Percentage 100 100
Administrators
Number 3 1 4
Percentage 75 25 100
Ethnicity
Caucasian Black Hispanic/ Total
Indian
Teacher
Number 44 10 2 56
Percentage 79 18 03 100
Counselors
Number 2 2 0 4
Percentage 50 50 0 100
Media Personnel
Number 1 1
Percentage 100 100
Administrators
Number 2 2 0 4
Percentage 50 50 100
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Monroe High School. Monroe High School is the oldest high school in the

district and one of the oldest in the state. Many well-known persons have attended the
school. All community members interviewed by this researcher talked of this inherited
tradition, but they also spoke with pride of the ethnically-diverse student population
found in the school at the time of the study.

Like LaSalle, student enrollment at Monroe had dropped by more than half from a
high of 2,000 to an average of 950 students. Approximately 14% of this population were
special education students. Table 3 gives the student demographic information. Even
though the student population had stabilized, there was much student mobility. Teachers
and administrators indicated that over the course of a year, there was about a 65% change
in the student body. A drop out rate for Monroe High School was not available, but
information gathered suggested that approximately 18% of the student population left the
school and could not be traced. Mobility was suggested as one reason for the high drop
out figure. Over the years, there have been no racial problems at Monroe. Student
interviews did suggest that there were divisions among the students based on motivation
to learn -- students interested in learning versus students who did care about learning.
There was no evidence of student gangs or violence in the school during the time of this
study. Administrators reported that during the year of this study there were no major
disturbances in which weapons or drugs were involved.

The Monroe staff changed constantly. Even though there was a stable core of
teachers who prided themselves in teaching at Monroe, significant staff changes occurred
each semester and year. Also, in the six years prior to this study, the administrative staff

changed yearly. Due to the continual teacher mobility, no specific staff turnover
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Table 3
Student Ethnicity and Gender Information
For Monroe High School®
Ethnicity
American Asian/ Black/ Hispanic White/
Indian Pacific Not Not
Islands Hispanic Hispanic
Total
Number of
Students 4 4 119 29 609
Percent of
Students 01 02 39 01 56
Gender
Male Female
Total Number
of Students 530.5 556
Percent of
Students 49 51

* Based on 3rd Friday count, 1990. This information includes special education students.
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percentage was calculated. In fact, teachers would leave only to return at a later date.

Most staff changes were due to layoffs and loss of students, but there were also
retirements. Teachers at Monroe were highly experienced. The mean number of years
taught in the school was 10.86 (SD 8.87) and the mean years of teaching experience in the
district was 17.34 (SD 9.16). Only six teachers had less than ten years in the system.
Thus, a buffer group of staff came and went while the core staff remain stable.
Demographic information on the staff is found in Table 4.

Teachers at Monroe were working to improve the educational environment for all
students. They were most interested in creating an educational environment in which all
students could learn. At Monroe, all teachers were members of the School Improvement
Council (SIC). The SIC was divided into five "teams" that focused on five mission
statement goals. Each team was struggling to create programs and policies acceptable to
the total staff. Consensus was difficult enough within the school, but getting district
support for implementation was even more difficult. The staff had implemented a new
hall discipline policy during the year of the study, but they were struggling to implement a
new classroom discipline program.

Selection of Teachers

Within each school, a sample of fifteen teachers was chosen from a sampling

frame that included all teachers who returned the 1990 and 1991 CRC questionnaires.

The sample of fifteen teachers represented approximately one fourth of the staff in each

3 Teachers participating in this study were taken from a pool of teachers who returned
the CRC survey in the spring. These teachers had knowledge of the larger study and had
taken time to complete the survey.



Teachers
Number
Percentage
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Number
Percentage

Administrators
Number
Percentage
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Percentage

Counselors
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Media Personnel
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Percentage
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Table 4
Staff Gender, Ethnicity, and Education by Position
for Monroe High School *
Gender
Male Female
25 23
52 48
3 1
75 25
1
100
3 1
75 25
Ethnicity
Caucasian Black Hispanic/
Indian
42 5 1
88 10 02
3 1 0
75 25 0
1
100
2 2 0
50 50

Total

48
100

100

100

100

Total

48

100

100

100

100
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school and approximately one third of the teachers who returned the questionnaires

(LaSalle had 43 possible participants; Monroe had 39 possible participants).

The fifteen teacher participants were chosen by a dimensional sampling process
based on department and gender as dimensions. First, the percentage of teachers in each
department size was determined. Second, gender percentages were calculated for the
school. Then a sample of teachers was drawn so that department size and gender
percentages were maintained. A reserve list was also developed for each department and
gender within the department.

Description of sample group. Teachers were sent a cover letter and attached

consent form explaining the study and asking them to volunteer to participate (see
Appendix A). At LaSalle, 13 teachers in the initial sample volunteered to participate and
two replacements were secured from the department reserve list. At Monroe 13 teachers
from the initial sample list volunteered. One reserve teacher in one department
volunteered but due to factors beyond this researcher's control there was no other teacher
in the second department to replace the selected teacher. Thus, one department at
Monroe is not represented in the final sample. In order to maintain an equal number of
interviews between schools, a reserve list teacher was added from the English department
as this was the largest department in the school.

During interviews it was determined that three teachers from each site who were
not included on the interview list could add valuable information to this study. These
three persons represented department chairpersons, media specialists, and school
improvement council chairs. In all, eighteen teachers from each site were interviewed

during the course of the study. Fifteen teachers were selected based on dimensional
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sampling procedures and three were added during the study due to key positions they held

in the teacher groups. Table 5 shows the comparison between the number of
departmental teachers who returned questionnaires and the number of departmental
teachers interviewed. The table illustrates the sample group similarities between the two
sites.

Table 6 provides demographic information for the final sample of teachers within
each site. The table suggests that demographically the two schools have relatively similar
sample groups with the exception of ethnicity. This difference is due to the fact that there
is a difference in the minority staffing between the two schools and that ethnicity is not
considered a dimension of sampling. Average years of teaching experience are relatively
similar in both schools (LaSalle=11.6; Monroe=12.7). Average years in the school
district are also similar in both schools (LaSalle=22; Monroe=20.7). In conclusion, the

sample group from each site is relatively similar except for ethnicity.

Research Design

Rationale for Research Design

This is a descriptive study. The methodology utilized is "focused ethnography."
Unlike general immersion in a presumably new and unfamiliar culture, a focused
ethnography assumes partial knowledge of a setting. Erickson (1977:62) suggests a
"consciously directed inquiry" is appropriate. In this case, prior theoretical and empirical
work guides the inquiry, the formulation of guiding questions, and the conduct of
interviews. Specifically, concepts discussed in the literature review were used as a

beginning of inquiry. During inquiry, further broadening of these concepts occurred.
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Table 6

Teacher Demographic Information for the Sample

Group within each Site
Gender Ethnicity
Male Female Caucasian Black Hispanic
10 8 14 4 0
11 7 16 1 1
Level of Education
Bachelor Master Master Master Master
+10 +20 +30
3 6 2 3 4
3 7 3 2 3
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Findings resulted in the development of hypotheses about the phenomenon under study.

To develop the research design in this study, three specific concepts or areas of interest
were examined. To understand each area of interest, theoretical dimensions were
developed. These dimensions are explained below.

Dimensions of teacher collegiality. This study concerns teacher professional

collegiality. There are three guiding questions or areas of interest that focus this study.
These areas of interest are: 1) teachers' perceptions of collegial relationships; 2)
contextual features surrounding collegial relationships; and 3) the impact of these
relationships on teachers' work. The case studies, empirical research, and theoretical
literature concerning the phenomenon of teacher collegiality suggest that within each area
of interest there are important concepts that need to be explored. For the purpose of this
study the term dimensions is used. Dimensions are a way to partition an area of interest
into concepts or units that can be measured by defining the dimension. The specific
measures when viewed together give meaning to the dimension and thus to the area of
interest.

In this section, the three areas of interest along with the dimensions and their
specific measures are reviewed. By attending to the literature concerning collegiality, the
dimensions and measures are developed to permit past research to help guide the
development of the interview instrument and the analysis process. The dimensions
included here are not all inclusive of possible dimensions and measures for the
phenomena of collegial relationships.

The first area of interest concerns teachers' perceptions of collegial relationships.

Research suggests that three dimensions of teacher collegiality offer the best description
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of how teachers understand collegial relationships. These dimensions include culture of

collegiality, etiquette of collegiality and behavior of collegiality. As found in Chapter
Two, all three of these dimensions are necessary to develop an understanding of
collegiality.

To measure the culture of collegiality, I analyzed the beliefs and values espoused
by teachers in interviews. Beliefs are statements about reality which people accept as true
(Doob, 1994). Beliefs are also the framework that guides perceptions. Values are
convictions about what is good/bad, appropriate/inappropriate, right/wrong. Kilby (1993)
suggests that values are conceptions of what is desirable or worthwhile. They are abstract
concepts about behavioral preferences. Some research discussed in Chapter Two focuses
on norms, but norms are based on standards of desirable behavior and help to guide
behavior in specific situations. Values, on the other hand, are more abstract and influence
norms (Doob, 1994). In this study, the measure for culture of collegiality is based on the
beliefs and values this sample group of teachers perceives to be their reality and that are
accepted as true, real, desirable, or worthwhile.

The etiquette of collegiality was measured by information about collegial etiquette
that teachers reported in interviews. Collegial etiquette concerns the unwritten code that
members of an organization follow so that certain things deemed likely to injure others
are not forthcoming. This code is based on the values and beliefs held by the group and
rules that the group develop from their culture to guide their behavior. Collegial etiquette
concerns subjects deemed appropriate or "off limits" when interacting with peers, ways of
behaving in groups and in the work setting, and formal and informal control of the

environment.
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The behavior of collegiality was measured by gathering data from teacher

interviews about the forms of collegiality (i.e., social support, storytelling, aid and
assistance, sharing, joint work), patterns of group memberships, and frequency of
interactions among teachers. In other words, the behavior of collegiality is indexed by the
actions and interactions among a group of people that is guided by cultural beliefs and
values about collegiality and the etiquette of collegiality.

The second area of interest in this study is the context of collegiality. Four
dimensions are suggested as important here. The first dimension, teacher demographic
information, is measured by analyzing data concerning ethnicity, gender, years of
teaching experience, years in building, former teaching location, staff mobility across
departments, and teacher stability in the school. The second dimension, organizational
arrangement of teachers, is measured by examining the organization of teachers in the
work setting (departmental, teaming, committees, other activities), scheduling of work,
physical arrangement of the staff, and building and department size. The third dimension,
school governance, concerns school policies about teachers' work and students, and the
School Improvement Council. To measure teacher work policies, data was gathered
about assignment to space, course assignments, teacher load, and committee assignments.
To measure student policies, data was gathered about policies concerning attendance,
tardiness, discipline, homework, and testing. The functioning of School Improvement
Councils as governing bodies was assessed by gathering information about the
formulation of school goals and mission statements, the match between the personal goals
of teachers and school goals, and the effectiveness of the School Improvement Council.

The fourth contextual dimension is clients. This dimension was measured by looking for
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statements that relate collegial relationships to student characteristics such as ethnicity,

track, SES composition, student mobility, dropout status, and attendance.

The third area of interest involves the connection of collegial relationships to the
work of teachers. There is only one dimension in this area of interest -- the relationship
of collegiality to work. To measure this dimension, I examined how collegial
relationships influenced teachers' morale, learning, and/or efficacy. Interviews were
reviewed for statements that reflected the connection of teacher collegial relationships to
the practice of teaching.

These areas of interest, the dimensions within, and the measures used to
understand them, provided a guide for the development of the interview instrument and
an analytic framework for developing hypotheses concerning the phenomena of teacher
professional collegiality within and across the two high schools.

The Research Instrument

A semi-structured interview was used as the basis for gathering data in this study.
The interview data was supplemented with documents and interviews completed in the
larger CRC study. In order to reduce researcher bias, all interviews were transcribed
verbatim.

Rationale. The interview guide used in this study followed the format of the
larger CRC project and survey instruments used in other research on this topic (Little,
1981; Zahorik, 1987). The nine item interview guide had a semi-structured format with
open-ended questions that allowed for some deviation from the guide through probes for
further clarification (see Appendix B). This form of interviewing "helps to bring out the

affective and value-laden aspects of respondents' responses and to determine the personal
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significance of [respondent's] attitudes" (Selltiz et al., 1976:318). It is also appropriate

for retrieving information about complex subjects (Borg & Gall, 1989; Selltiz et al.,
1976). Open-ended questions are used for purposes of creating "a framework of reference
for respondents' answers, but put a minimum of restraint on the answers and their
expression” (Cohen & Manion, 1989:313). Borg and Gall (1983) suggest that semi-
structured interviews are "generally most appropriate for interview studies in education.
[They] provide a desirable combination of objectivity and depth and often permit
gathering valuable data that would not be successfully obtained by any other approach"
(p. 442).

Although semi-structured interviews have many desirable features, several
sources of error in the interview process must be considered when developing interview
questions (Borg & Gall, 1983). The first source of error pertains to the interviewee and
his/her reaction to the interviewer and interview guide. Suspicion, lack of motivation,
desire to please, or wanting to look good are all sources of potential error. The second
source of error is the interviewer's predisposition. The predisposition includes being
uncomfortable with the interviewee, allowing personal opinions to lend meaning to what
is said, failing to develop rapport with interviewee, and having pre-expectations about
answers. The third source of error involves the procedures used to conduct the study that
includes explanations of what the study is about, gaining cooperation from informants,
length of the interview and location of the interview.

The following techniques were used to compensate for the three sources of error.
Interviewee error was reduced by having participants volunteer and by asking them to

relate specific instances of collegial occurrences during the interview. Interviewer error
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was reduced by viewing each interview as a new story and taping interviews for further
identification of sources of error. To reduce the procedural errors, interviewees were
thanked before time, given the opportunity to choose their time and date, interviewed in
their rooms, and given the opportunity to interview by phone which only one interviewee
asked to do.

The interview guide and protocol were developed and then pretested in a school
similar to the two in this study. The pretest assessed item clarity and language, evaluated
item construction, checked opening orientation, and developed this researcher’s
experience with the instrument (Boyd & Gall, 1983). The pretest participants were asked
to indicate misunderstandings they encountered in the interview. Thus, pretesting
entailed not only completing the interview, but also receiving feedback on difficulty in
understanding questions and framing responses. Revisions of the interview schedule
were made based on information gained from the pretest.*

Interview guide format. Questions on the interview guide cover the three parts of

this proposed study. Question one asks for general demographic information deemed
appropriate but not overlapping information received in the larger CRC study. Questions
developed for understanding teachers' perception of the meaning of collegiality include
2,3,4,5,6,8, and 9. Questions concerning the context in which collegial relationships

occur consist of 2,6,7,8, and 9. Questions focused on the outcomes of collegiality involve

% This author recognizes the staff at Dover High School (a pseudonym) who volunteered
to spend a prep period completing the interview, and two hours after school discussing the
interview questions, this researcher's clarity and composure, and the topic of teacher
collegial relationships. Their help and interest was greatly appreciated. Furthermore,
during the time of question development, Kathy Semak and James Spillane, Graduate
students on the larger CRC study, helped refine questions used in this study.
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4,5,6,and 9. Overlap in these categories is created by the use of probes. These probes

were used when further information and/or clearer information from the interviewee was
needed.

An important purpose of the interview guide was to gather information about
collegial relationships as they occur in different groups. As the research literature
suggested, collegiality has been defined as broadly as whole occupations (the profession)
to smaller work groups (teams). In creating this interview guide, these varied groups
were included. Questions 2 through S focus on smaller groups. Question 6 and 7 discuss
school wide groups. Question 8 investigates work teachers engage in outside the
classroom such as coaching, clubs, and/or school improvement projects (Lieberman &
Miller, 1984). Question 9 is about collegial relationships within professional groups

beyond the school.

Data Analysis

Data analysis was completed by use of qualitative methods described by Miles
and Huberman (1984). Qualitative data is found as words rather than numbers. This
form of data is attractive because it gives rich descriptions and explanations of local
phenomenon. But analysis of this form of data is difficult because methods of analysis
are not well formulated. Some researchers believe that qualitative data analysis is an "art"
that uses intuitive approaches to data analysis (Miles & Huberman, 1984:16). In fact,
there are few detailed descriptions of the process of data analysis reported in published
case studies or reports. Even when extensive explanations are presented, the lack of

common language and the labor-intensity of the analysis process creates ambiguity. The
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result is that qualitative research needs explicit, systematic methods for drawing

conclusions.

In this section, the qualitative method of analysis used in this study is explained as
clearly as possible. This analysis consisted of three concurrent activities--data reduction,
data displays, and conclusion drawing/verification (see Miles and Huberman, 1984).
Unlike quantitative analysis, qualitative analysis is a continuous, interactive enterprise.
The process is cyclical among the three activities. Analysis in this study was completed
by using a coding system approach. Because of the volume of data available to this
research study, data reduction by use of coding was deemed most appropriate. Coding
systems were used for purposes of focusing, simplifying, abstracting, and transforming
raw data into organized units in such a way that final conclusions or hypotheses were
possible (Miles & Huberman, 1984).

In this study the data were first coded or organized by using the three areas of
interest and the underlying dimensions discussed above. This procedure reduced large
amounts of data into manageable components so further clariﬁcation and abstraction of
meaning could be completed. Coding was completed separately for each individual. This
allowed for later site-level analysis to be performed for use with the fourth research
question concerning similarities and differences between schools. Coding was completed
by reading the interview and placing code numbers and letters in the margin. For
example the code 1A was used for the first area of interest, first dimension, culture of
collegiality.

The coded data were then transferred to an individual interview worksheet

(Appendix C). This worksheet was created by use of the areas of interest, the underlying
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dimensions, and the measures for each dimension. This worksheet's purpose was to help

sort interview data for further analysis. The worksheet helped to reduce and organize
interview data onto four pages. Phrases and statements along with page numbers were
recorded on the worksheet. Thus, when reference to original interviews was necessary it
was easily made. Further coding was completed after grouping together all statements
across individuals by the specific dimensions and their measures. Miles and Huberman
(1984) use the term pattern coding to describe this form of coding. Pattern coding is the
process of clarifying and abstracting meaning from data by identifying themes and sub-
themes within the data. By having all data for a specific measure placed together, themes
start to emerge and data conclusion drawing/verification occurs. Coding at this level
groups phrases and statements by themes such that patterns developed. In order to group
interview data by dimensions and measures, tables, matrixes, and network displays are
created. These displays help to organize and assemble large amounts of information so
the data is read for themes. It also permits conclusion drawing and action taking by
reducing complex information into selective and simplified Gestalts.

For the purpose of displaying the results, typologies are used. Typologies are a
display that organizes data such that levels of meaning are developed. Specifically, in
this study typologies are used to illustrate themes, sub-themes and meanings which
teachers' language suggest. Typologies also present quantitative information by way of
numbers and percentages that indicate the proportion of the sample represented in each
theme and sub-theme. This use of numbers and percents is not meant to shift attention
away from the substance of the qualitative word descriptions. It is used to suggest the

strength or weakness of the concept in relation to other themes and sub-themes.
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"Essentially, words and numbers keep one another analytically honest" (Miles &

Huberman, 1984:55). When identifying themes in qualitative analysis, researchers isolate
happenings that occur a number of times and that are consistent in a specific way. To say
that a theme is important, significant or recurrent is to say counts have been made.

In pictorial form, Figure 1 represents a portion of the typology concerning the
culture of collegiality dimension. Specifically, this figure presents one theme that
emerged from the data analysis. This typology also illustrates the sub-themes and
meanings within this theme. These sub-themes and meanings help define the theme and
suggest areas of strength and weakness.

In conclusion, to generate meaning from the interview data, an approach described
by Miles and Huberman (1984) was used. Coding in this approach was systematic, but
allowed for intuitive thinking to be simultaneously completed. Coding was completed by
first separating teacher statements by area of interest and dimension. After organizing
common data across interviews, pattern coding was used to identify common themes and
sub-themes. Typologies, network displays, matrixes and tables were useful ways of
displaying findings. Conclusion drawing/verification was continually used while coding
to help develop hypotheses about the phenomenon of teacher collegiality within these two
school settings. Number counts were made to better understand trends, verify or refute
hypotheses, and to keep this researcher analytically honest. Intuition and plausibility
were incorporated into the analysis as part of the three integrated analysis activities. For
purposes of this study, an overview of the qualitative data is first described by using

typologies and then further described by quotations so nuances are understood.
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Culture of Collegiality
I
Value of
Independence
17 (94%)
16 (89%)
Privacy Individuality
8 (44%) 15 (89%)
10 (56%) 12 (67%)
— e Authority — o Philosophy
5(28%) 2 (17%)
6 (33%) 6 (33%)
— o Inferiority [~ e Personality
3(17%) 8 (44%)
6 (33%) 6 (33%)
— o Teaching Style
8 (44%)
5(28%)

* The numbers represent LaSalle first and Monroe second.
Key: * Designates a meaning for the sub-theme.

Note: Each n and percentage indicates the proportion of LaSalle and Monroe teachers
(base of 18 for each site) represented at each level of the typology.'

Figure 1

Example Typology by Site of Teacher Self-Reported
Value of Independence *

' A teacher was counted only once at each level regardless of how many statements of
that type the person made. The range of discrete statements per teacher was 1-9.
Statements tended toward single classification, except where a single statement was
composed of two parts and classified separately.
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Chapter Summary

This chapter addresses the methodology and analysis procedure used in this study.
In the first section, the process for determining the sites and sample group was presented.
Dimensional sampling was used to select thirty of the thirty-six sample group teachers.
Six additional teachers were added during the study.

A qualitative methodology was used to complete this study. Considering the
literature review, three areas of interest and their conceptual dimensions were defined in
order to guide the development of the interview guide and data analysis. Analysis was
completed by use of Miles and Huberman (1984) coding system. The use of coding
techniques allowed for data reduction, display, and conclusion drawing/verification that
led to hypotheses concerning the phenomenon of teacher collegiality.

The findings are presented in three chapters. Chapter four introduces findings
about individual teacher perceptions of professional collegial relationships. Chapter five
discusses contextual features that affect collegial relationships. Chapter six describes the

affects of collegial relationships on the work of teachers.



Chapter IV

TEACHER PERCEPTIONS OF PROFESSIONAL COLLEGIAL RELATIONSHIPS

This chapter discusses teachers' perceptions of two important dimensions of
collegiality -- the culture of collegiality and the etiquette of collegiality. The chapter also
describes how teachers decide about who they will form collegial relationships with. The
data analysis suggests that these decisions are shaped by three factors: the culture of
collegiality in a school, the etiquette of collegiality in the school, and the personal
characteristics of teachers. At the individual level, teachers make complex decisions
about potential colleagues using these dimensions. The three factors shaping colleague
choice seem relatively straight forward, but in actuality are related in complex ways. The
complexity of this choice process results from the fact that teachers put more or less
emphasis on different factors depending on external features. Specifically, each teacher
develops an understanding of the collegial culture in the school, internalizes the cultural
etiquette, and defines a set of teacher characteristics that they deem important for
potential colleagues to have. The determination of potential colleagues is then based on
how the perceptions are melded together with external factors. This chapter is organized
around the three factors that affect choice of potential colleagues and are individualized
by each teacher. The first section describes the culture of collegiality as perceived by this
sample of teachers. The second section discusses the etiquette of collegiality that

88
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teachers describe. Section three examines the personal characteristics suggested and

implied as important to collegial relationships.

Culture of Collegiality

Interview data suggest that the sample of teachers studied here developed a
collegial culture that helped guide their professional collegial relationships. Generally,
two values were important to this culture: independence and interdependence. The value
of independence stressed the desirability of working alone in the classroom without
having colleagues interfere, and focused on aspects of teachers' work that remained
external to collegial relationships. The value of interdependence, by contrast, stressed the
desirability of being connected to others. This value was the foundation of collegial
relationships.

These values of collegiality were discussed by all of the teachers in the study.
Figure 2 presents the sub-themes and meanings associated with teachers' discussion of the
two values. As the figure shows, all teachers in the sample discussed the value of
interdependence and nearly all discussed the value of independence. Within these
discussions, multiple sub-themes emerged. For example, when talking about the value of
independence, teachers talk of "being the captain of their own ship" and "having a
personal teaching style." Figure 2 suggests that there was little difference between the
two schools in terms of the values of collegiality discussed. In both schools teachers

discussed the themes and sub-themes shown in Figure 2 in similar ways and with similar

frequencies.
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Value of Independence

More important than how many teachers discuss the values, is the meaning of the
talk. In discussing the value of independence, the teachers focused on classroom practice
and more specifically on how they engaged students in learning activities. The sub-
themes of privacy and individuality suggest different ways of interpreting independence.

The privacy sub-theme focuses on having control and authority over a specific
space or knowledge. Authority is how teachers talked about having control and
remaining private. Control over space was found in teachers' talk of how the classroom is
their "territory" or "ship" and how other teachers "do not mess with it too much." Randy’s
statement about the privacy sub-theme emphasizes that classroom practice is independent
of collegial relationships.

I think it is the matter of territory, this is my room, this is my domain, and I do my

job in here and it is just like I tell my students this is mine. To think of somebody

even coming in and taking over my class, it is like it belongs to me, so I feel like
that's what the other guy must be thinking... because it seems like I'm kind of
edging in on his territory and maybe making him feel uncomfortable.... But there
is just something about, I think, that this is that person's territory and you can
know that things are going wrong in it, in a teacher's room. You can know this
without a doubt and still you leave that territory to him. You know, you still say
well it is his room, he has got to deal with it. You know, so it is the same thing

when they are doing something good, you know. (laughs) Leave this territory
alone.

Inferiority is the second meaning associated with the idea of privacy. This
meaning refers to teachers' knowledge base or lack of it. Some teachers suggested that
the practice of teaching is kept private because of lack of knowledge and because public
teaching might make them feel inferior to their peers. They fear "having somebody say,
well gee, why don't you know that." One teacher states, "I think most teachers here don't

feel like they are successful.... and consequently I think there is a reluctance to openly talk
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about it for fear of criticism or acknowledgment of failure, that kind of thing." Inferiority

is also perceived more negatively as a way of getting others into trouble.
I think most of them have the feeling that somebody's gonna go squeal and if they
aren't doing the things right, and then the principal comes and they're gonna try to

tack them to the wall. I know what that feeling is because I had a principal that
tried to do that.

In other words, the privacy sub-theme centers around maintaining power over clients and
teaching knowledge. When it comes to what happens inside the classroom these teachers
agree that "Everybody pretty much stays out of each other's hair around here I think."

A second sub-theme associated with the norm of independence focuses on teacher
individuality. The teachers in this study defined individuality by talking about how each
teacher has a personal philosophy, a teacher personality, and/or a personal teaching style.
Teachers talked about having a personal philosophy to explain their independence. "I
incorporate those things that I think fit in with my philosophy and with my personality."
"] think they teach in terms of their philosophy of education.” Furthermore, teachers
suggested that having different philosophies is acceptable and that philosophical
differences would not hinder collegial relationships.

I had one teacher tell me just last week.... We were having a talk in the hallway

and we are good friends, very good..... and ah, he was talking about how it

shouldn't make any difference if a [department] teacher can't [do something], as
long as he can teach a kid how to [do something]. See I'm a little different from

that. And we have a different philosophy and he knows it and I know it and we
talk about it frankly and we were very open on it.

The second way that teachers in this sample defined individuality was by talking
about personalities. Teachers' perceptions of some peers included terms such as "loner,"
"aloof," and "pessimistic." These teachers were not discussed as colleagues, but as other

teachers in the building. Mainly teachers talked about their own individual personality.
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They saw themselves as individuals with individual personalities who did not want to be

like other peers.

Most of what I do can't be duplicated anyway because, again, it has more to do
with me as a person and what my personality is as opposed to, you know. I mean
I have a method to my madness but someone else doing that would be an
affectation. Just as if I were trying to do something exactly the same, it would be
an affectation as well.

I guess that's where the individual differences start to come into it. I think
everybody in this school, in particular, they have their own style, there is a lot of
unique people here. I don't want to be like the guy next door, okay, and I don't
think the guy next door wants to be like me.

Personalized teaching styles were a third meaning teachers associated with
individuality. Imitation and conformity were not qualities that teachers worked to
achieve. Belief in individual teaching styles allowed teachers to make sense of how they
went about their work differently from others. It was also useful in maintaining
independence from others as far as classroom practice. Two quotes illustrate this point.

I'm a firm believer in teaching styles and personalities and ah, you know, I

wouldn't suggest anyone tries to emulate me and I certainly am not going to try

and imitate anybody else, because you know, you have to sort of strike your own
bargains with your kids and live with those bargains. Sometimes they are not
always the choices you'd like to have.

I do not interfere with other teachers and I do not interfere with teachers in regards

to their teaching methods.... The way they teach and I teach probably are two

different things.... I don't want to create any animosities among other staff
members.

The value of independence helps to explain how some aspects of teachers' work
become external to collegial relationships. Teachers go about their teaching practice
without interference from others and without having to conform to specific ways of
working with students or teaching practice. Teachers value their independence for a

variety of reasons as suggested here. Thus, the practice of teaching (i.e., that which takes
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place in the classroom between the teacher and students) remains private and individual.

Craig -- a teacher at Monroe -- summed up the value of independence by suggesting that
even though this value separates teachers, when it is held by all teachers it supports
collegial relationships. Specifically, when all staff value independence, no one oversteps
"territorial” boundaries. Therefore, the value of independence allows the staff to develop
collegial relationships based on other aspects of their work.

I don't know if you've gotten a sense or not that the people here operate, so many
of them operate to the tune of a different drummer. The fact that we all kind of
march along and hear different beats is also something that brings us together. If
Carson is a little wacky or if Cosmo is a little bit strange, Or Buckley has his crazy
puns and jokes. And whatever I do....if we are all different in that way, in our
different ways, then we also recognize that that difference is a strength, which also
unites us.

Value of Interdependence

The teachers studied here also valued membership in collegial groups. Here, this
is called the value of interdependence because teachers suggest that collegial relationships
form when teachers "need each other." In fact, collegial relationships are necessary in the
daily work of teachers. The value of interdependence allowed teachers in this sample to
meet a variety of professional needs. As a result, every teacher in the sample made
statements concerning the necessity of being interdependent. Figure 2 shows three sub-
themes associated with the interdependence value -- continuity, sharing, and support.

In the continuity sub-theme three different meanings are discussed by teachers --
coordination, consistency and staff unity. In all of these meanings, there is a common
view that collegial interactions help to reduce the complexities and uncertainties inherent
in high school teaching and therefore make the work of teaching less difficult and trying.

For example, Donald -- a teacher at Monroe -- stated: "[it is] better to know what is going
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on then to have to deal with what comes through the door."

Coordination as a meaning for continuity focuses on curriculum and
programming. Teachers talked of "making sure we are all at the same place at the end of
the semester" and "help[ing] each other when planning programs or trips." Coordination
is seen to produce continuity within the school and across schools. The emphasis on
coordination found among teachers in this sample results from the contextual features of
these high schools -- most notably, student mobility. Most of the teachers talked of
"checking" with another teacher about course curriculum "to make sure we are about in
the same place" because

... we have to consider that we have a very transient population. I'd say that's our
number one problem. We have kids coming and going almost daily and it's hard
and even though they end up in another public high school in the city, we would
like them to be about at the same place where they left and if we don't all follow a
certain pattern, they're going to be off... we have lots of change, even within our
[school] by semester. We never used to but now we do because we have so many
graduation requirements and so few kids we don't have the flexibility we used to
have, and so when that's the case, uh, there's just so many teachers to go around
and so you must stay together...in other words [students] don't even have to
change courses but they'll change teachers because something else might only be
offered third hour. Algebra, let's say algebra four or something. And so this kid
has to take that at that time so now he can't have me anymore third hour, he's got
to have Mr. Jones or something. You know, and then it throws everything else
off... it's kind of confusing and it's time consuming to start all over with half a new
group or more. It's not the easiest....

One teacher suggested that more coordination was needed, but this was not a common
belief among teachers in this study. This teacher's idea was to focus more on the practice
of teaching.

See, I think we should go more towards a codified, some sort of

coordinated presentation for materials in terms of timing, in terms of tests,

that type of thing and there are the people who resent that in terms of

giving up their individual freedoms but I don't know if that's such a bad
thing. I think it'd be better to have some sort of standard people can
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adhere to and allow for personal variances.

Teachers in this study also discussed coordination of programs within departments
and across the school. Within the department, there was talk of creating a structure "so
that we are not constantly repeating the same grammatical things. You know you do
verbs, nouns, adjectives, prepositions, every year." Coordination at the school level
involved the development of school wide programs. Charles Leggett, for example,
explained the coordination necessary to prepare for a special assembly.

Dwight was supposed to run [the assembly], but he had another meeting he had to

go to, a conference out of town. So he was doing parts of it and I was working

with him on parts of it. We got it done and anybody walking in wouldn't know

there were any problems, but we worked real hard to get that thing set up in like
three days...

Consistency, the second meaning teachers used to describe continuity, referred to
school-level policies and programs. Specifically, teachers valued collegial relationships
in which they developed a shared understanding of how the group -- whether small or
large -- addressed school-level contextual features consistently. Two statements are
presented as examples of consistency. In the first example, Clayton Buckley reports
being unsure about whether he is completing school-wide detention paperwork correctly.
He did not want students to find inconsistencies between staff so he went to another
teacher who was doing it differently.

I've looked at some situations with respect to school policy and there seems to be

a discrepancy between the way that I handle something and the way someone else

handles it -- according to the paper work anyways. So I'll go and check and say

"am | off base or what's the story here". Quite often I'll just find out that we're
handling the paper work in a different way or whatever.

A second example involved teachers consistently working to improve student behavior in

the halls. As a staff, the Monroe teachers discussed the problem of bad language and
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developed a policy designed to improve student conduct in the halls. Basically, all
teachers agreed to be in the halls during passing time and to tell students when they were
using inappropriate language. With the backing of the administration, the teachers were
able to imp<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>