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Abstract:

This study explores various means of growing lestupr potential ir
primary school teachers. Central to thiadst is the definition of teach
leadership and a framework that outlines the mi@ments of the concej
Moreover, the benefits, as well as the barrierdtsoimplementation i
schools, are examined. The teachers’ willingnessassume leadersr
respasibilities is questioned. The research project wasied out in five
Junior / Primary Schools across Nottinghamshiregl&rd. A thirtyminute
interview was conducted with four members of stafevery school. Thi
was supplemented by observation of @taff meeting per school, as wel
the distribution of a ‘Self Assessment Questiorgiambout leadershi
practice. This was completed by every class teaalesulting in a tote
number of fiftythree research participants. Definitions of ‘teau
leadership’ varied according to the interviewees’ fatnmesponsibilities
There is a possible correlation between how heachers perceive their rc
within the school and the degree of decisiwoaking power given t
teachers. Although it is clearly evidethat not all teachers want to le
there is no doubt that all teachers feel the nedzbtconsulted, to be valu
and to be trusted. The benefits of teacher leagersientified by
participants can be divided into three categoribese affecting tezners
those affecting students and those affecting theacas a whole. Tt
strongest barriers identified were related to cl@m® practice
Collaboration through networks and peer supportyels as coaching ar
mentoring were identified by some peifpants as a means of supporting
development of leadership capacity.
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Introduction

The hierarchical structures of schools, as wethagrevailing norm of egalitarianism
in the teaching profession appear to be discougatgachers from exercising their
leadership skills beyond their classroom. Thera isndency in schools to base roles
and responsibilities on rank (seniority and quedifions) rather than entrusting
leadership responsibilities depending on knowledig#l, and initiative.

Developing leadership capacity might be a solutionthe leadership recruitment
crises being faced by English schools. Moreovesingle source of insight and

direction, the head teacher, could become an umsasle bottleneck for the

development of the school. Teachers representatyedt number of adults in the
school. Teachers are also politically powerful. $headership development should
not revolve around the tiny elite; rather a cultofdleadership ought to be created
throughout the school community.

This study aims at exploring the possible relatmmdetween teaching and leading.
The practices, perceptions and circumstances abdHaadership will be explored.

The study also aims at establishing whether ther@ ielationship between teacher
leadership and job satisfaction / morale.

Framework
The Scope and Nature of Distributed Leadership andeacher Leadership

The concept of distributed leadership replacesrémditional bureaucratic notions of
leadership premised upon an individual managingeeaichical system and structure.
This is because, construed holistically, this vieWvleadership ‘incorporates the
activities of multiple groups of individuals in al®ol’ such as teachers, parents and
community members, ‘who work at guiding and mobilisstaff in the instructional
change process’ (Spillane, 2001, in Harris and $Jug005, p. 31). Distributed
leadership thus involves the delegation of leadprstuthority, rather than the
delegation of tasks.

This overlaps with Sergiovanni’'s concept of ‘leadép density’ in that the more
people are involved in leadership roles and respiities; the denser is leadership in
schools. Sergiovanni (2001, p. 112) claims thal hegdership density results in:

- increasing the number of people who are responéibl@nd engaged in the
work of others, thereby augmenting perception;

- increasing the number of people who are trusteld information and thereby
enlarges memory;

- increasing the number of people who are concerngddecision-making and
this augments reason;

- increasing the number of people who are exposetto ideas and thus are
more likely to generate even more new ideas, tlyegalarging imagination;

- increasing the number of people who have an impbstake in the school
and its success, which augments motivation
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In Katzenmeyer and Moller’s landmark publicatiohywakening the Sleeping Giant:
Leadership Development for Teacherf€996, 2001), the authors introduce the
metaphor of a sleeping giant to illustrate not jhst current dormant status of teacher
leadership but also the power it might exert ifusmed. Katzenmeyer and Moller
(2001, p. 5) claim that:
teachers who are leaders lead within and beyondl#ssroom, identify with
and contribute to a community of teacher learnei laaders, and influence
others towards improved educational practice.

However, this definition suggests that not all teas can or are leaders and that
leadership is a matter of designated roles, rathan being loose, in terms of
providing the freedom to act. The definition imglithat teachers have opportunities
to become leaders at various specific times througtheir career. Barth (2000, in
Harris, 2003, p.78) proposes the revolutionary itied ‘all teachers can lead’. Harris
(ibid.) qualifies this statement by claiming thatll‘teachers harbour leadership
capabilities waiting to be unlocked and engagedttier good of the school’. What
wakens the sleeping giant?

Growing Leadership Capacity in Teachers: The Routdéo Sustainability

Lambert (1998, p. 24) claims that because teacrershe largest group of adults in
school and the most politically powerful, they shibiake the major responsibility for
building leadership capacity in schools. Harris &mdnbert (2003, p.24) argue that
leadership capacity building can be defined asdbifbased, skilful involvement in
the work of leadership’. Involvement which is brdaased implies the participation
of teachers, parents, pupils, community membeisl lauthorities and universities.
Hopkins and Jackson (2003, p. 86) refer to the €phas ‘the internal organisational
characteristics of the school’. Leadership doegesitle in one person, it is dependent
on context and thus it resides in ‘the potentiadilable to be released within an
organisation’ (Hopkins and Jackson, 2003, p. 97).

Development of the schools’ capacity for improvetnamd the processes to support
school improvement through professional developmenat inter-related. This is
because investing in professional development mm tesults in extending the
potential and capabilities of individuals. Thistli® main means of building capacity
in teachers.

Nurturing, fostering and developing Teacher LeaderBip through Professional
Development

In the literature on developing teacher leadersk@pding is also often intimately
linked to effective professional development. Tlater goes much beyond the
traditional in-service provision to include diffetetypes of professional knowledge
acquisition, including the development of an untierding of leadership.

Collaboration, networks and ‘communities of praetiall contribute to the teacher’s
learning. ‘Collaboration is at the heart of teacleadership, as it is premised upon
change that is enacted collectively’ (Harris, 200377). Lieberman and Wood (2003,
p. 487) regard healthy networks as those which:
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...win commitment from members to particular ideasl &heals while also
providing opportunities for intellectual challengead new membership and
ideas.

Huberman (1995, p. 198) refers to a more ‘openviddal cycle’ in cases where
teachers turn to fellow teachers, specialists @mudentary sources so as to solve a
problem. Many professional development opportusitbecur by making the most of
the knowledge and skills of teachers already irmsethworking alongside colleagues
and sharing expertise and problem solving in aabolfative manner. Collaboration is
now widely proposed as an organisational solutmthe problems of contemporary
schooling. Huberman (1995, p. 199) questions thadsird of such internal easily-
accessible knowledge. Collaboration within a schsbbuld not be assumed as
automatically present. Further more, collaboraticay not be easy to establish due to
issues of equality with participants within the saimstitution.

Figure 1 illustrates the different kinds of netwankd peer support that can contribute
to professional development.

Teachers'

organizations Universities

Mixed
university/teachet

Government Teacher

agencies

Subject
organizations i
Teachers in
own school

Parents Teachers in other schools

Figure 1: Professional Networks Source: Neil and Morgan, 2003, p. 60
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Networks extend out from the teacher in seven rpassible directions and on two
different levels — face-to-face and / or onlinec&ssful learning processes are not
restricted to one homogenous group of teachers, (D899, p. 179). The potential
strength of networks lies in the fact that the Iskdnd knowledge of ‘outsiders’,
compliment the practical knowledge held by teachers

Amongst many other authors, Frost and Durrant (2@03) and Day and Harris
(2002, p. 961) make specific reference to Wengdi298) ‘communities of practice’
when discussing how to support teacher-led devetoprwork. This is because in
such a community ‘teachers share a set of valugparposes; contacts are made and
relationships developed, and practice is exploredl tasted through evidence-based
discussion and more active inter-school collabeeainquiry and evaluation’ (Frost
and Durrant, 2003, p. 6).

Below is a list of the ‘structural conditions’ atite ‘human qualities and capacities’
which have been identified as being conducive ® pinoductive functioning of
learning communities (Boyd 1992, Watts and Cas#i@3] Louis and Kruse 1995 in
Harris and Muijs, 2005, p. 52/53):
- time to work together collegially;
- availability of resources;
- small school size and physical proximity of thdfdiaone another;
- schedules and structures that reduce isolation;
- the facilitative participation of the headteachenp shares leadership and thus
power and authority;
- interdependent teaching roles;
- well-developed communication structures;
- policies that encourage greater school autonomstefocollaboration and
provide for staff development.

Trust in Schools: a means of developing Teacher Ldarship

Trustworthiness at the individual level and mutualst and respect at the
organisational level is essential to support tlegléeship climate needed in schools.
Under trust one could include ‘self-esteem’, thussting in one’s own capabilities.
Unfortunately, the climate of ‘performativity’ héed to the teacher’s lowering of self-
esteem. This is because teachers tend to be junlggdby simplistic measures of
students’ academic performance (Frost and Dur@@3, p. 3). All kinds of trust are
a precondition or concomitant of risk taking andrmge. Mutual trust results in:

...the creation of an environment conducive to theegation of new ideas,

reflective of a willingness to acknowledge and suppothers’ ideas and

supportive of the application of others’ proficignc

(Crowthetral, 2002, p. 39)

Such mutualism brings to mind Bryk and Schneid¢2602, p. 22) concept of
‘relational trust’
...its constitutive elements are socially definedtle reciprocal exchanges
among participants in a school community, and its@nce (or absence) has
important consequences for the functioning of ttieosl and its capacity to
engage fundamental change.
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Overcoming Barriers and Capturing Opportunities

Two particular barriers to teacher leadership @eddn theliterature. Firstly is the
contention that most teachers do not wish to leadhe grounds that it will interfere
with their teaching (Leithwood and Jantzi, 1998,Growtheret al, 2002, p. 35).
Secondly is Little’s (1995, ibid.) claim that theodution of teacher leadership has
resulted in the emergence of new professional dessiespecially the traditions of
specialization. The problem lies in the impositioinrigid whole-school consensus
across the staff. Conflicts between bureaucratiatrob and teacher empowerment
must be worked out. Hargreaves (2000, p. 18) arthagsbalkanization can only be
avoided if schools ‘search for more post moderntepas of organization and
collaboration that are pluralistic and flexiblenature’. Harris and Muijs (2005, p. 56)
claim that the ‘design and organization of schoséems to present the biggest
challenge to teacher collaboration’.

Leithwood and Jantzi (1990, p. 267 - 278) also deschow school leaders provide
opportunities for teachers to participate in decismaking and school development.
They highlight the following structuring behaviours

- distributing leadership responsibilities and potteoughout the school,

- sharing decision making power with staff;

- encouraging teachers to run their own decision ntptéams;

- taking teacher’s recommendations and opinions s&l§iaand into account;

- ensuring effective group problem solving duringfstaeetings;

- providing teacher autonomy;

- changing working conditions so that teachers has#alworative planning
time;

- ensuring the right kind of teacher involvement gtidion making related to
new initiatives in school;

- creating opportunities for continuing professiog@velopment.

This extensive listcould be contrasted to the several factors tHignce a teacher's
readiness to assume the role and responsibilitiageacher leader. Katzenmeyer and
Moller (2001, p.60) suggest that teachers’ levgdrejparedness depends on his or her:
- professional teaching skills;
- personal philosophy of education; attributes (Atites such as a passion for
learning or respect for individuals, grow slowhftem painfully, over time.
You cannot send teachers on a course to acquireagtrtbutes).
- interest in adult development;
- personal life stage (that allows one time and gnésgassume a position of
leadership);
- career stage (that enables one to give to others).

! The twenty — five statements presented in the gurestire used in this study make reference to the
provision of the above mentioned opportunitiesdieveloping teacher leaders.
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Methodology and Method

The study focuses on the teachers’ ‘intentional sodially constructed behaviour’
and on ‘actions-with-meaning’, as against the ndreaparadigm which views

behaviour collectively as a set of stimuli respenseternal to the actor. The ultimate
aim of this research is to understand people’s wtsoof how they make sense of
school structures and the processes within it.

The evaluation of the research findings preserfted, from an account of how the
differing structures of the five participant sch@produce the events observed and the
data collected.

Both qualitative analysis of interviews and obs&ores, as well as quantitative

analysis of questionnaires feature in the study Jthength of this research lies in the
combination of both perspectives, thus making usth@® most valuable features of
each. Moreover, this is a comparative study siicexplores the similarities and

differences in leadership across a number of sehool

Data Gathering Methods

Triangulation has been used in this study singge @ne form of validation which is
particularly appropriate to the logic of qualitaivesearch (Silverman, 2001, p.233).

The data gathering process in this study comprassemimber of distinct research
methods as follows:
Main research method:

* A thirty to forty — five minute interview conductedth four members of staff
in every school;

Supplemented by:

» Desk research conducted on every school;

* Non - participant observation of one staff meepegschool;

* A ‘Self Assessment Questionnaire’ about LeaderBhgctice in Schools. This
was completed by every class teacher in all fideosts, resulting in a total
number of fifty-three research participants.

Desk Research

Working out a timetable was extremely useful sittoe selection of techniques for
gathering and processing evidence must match streastimate of available time.
As a means of adequately preparing for schoolsyigiésk research was conducted at
the beginning of the project. This involved coliagtpublic background information
about the five schools through the internet an@roghminted material provided by the
school itself, such as the school prospectus.

Interviews

The interviews conducted were semi-structured go@h o as to enable respondents
to raise important issues not contained in the dwlee An interview schedule
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showing the main issues, topics and features cdveréhe study. The interview
schedule is divided into three main sections, ngmel

1. Roles and Responsibilities within the School

2. Supporting Teacher Leadership

3. Leadership Development for Teachers

The interview was selected as the main researchaddtecause it allows comparison
between how different individuals categorise megramd actively construct their
own worlds. Moreover, the study is not concernetth wbtaining objective ‘facts’ but
with eliciting accounts of subjective experienc&scordingly, the research questions
posed are closely related to the research objecidlentified. Moreover, the interview
is an extension of the themes introduced throughsthtements in the questionnaire.
Whereas the latter served as a means of survelisdive schools, the interviews
generated in-depth data which gave greater insigbt the respondents’ views on
shared leadership and its effects on teachers. twdhty interviews were fully
transcribed and the researcher added commentgtiwatithe process.

Observations

Open and non-participant observations supplemeat data obtained from the
interviews and the questionnaires. Moreover, th@yfion the interviewees’ opinions
and offset the possibility that participants triedoresent what they thought were the
desired or most appropriate responses. The daseripariables observed were the
headteachers’ leadership styles, as well as therappties exhibited during the
meeting for growing leadership potential in teash&teld notes about what was seen
and heard were taken throughout all the staff mgstiThese notes, together with the
researcher’s reactions, were then supplementedfwidr accounts when writing out
the report. Moreover, reliability may be low becaws observer bias.

Self-Assessment Questionnaire

The qualitative data gained from the interviews aih@ school visits were

complemented by the pre-coded and structured ssksament questionnaire. The
questionnaire designed in this study aims at piogidlata on the attitudes towards
leadership as well as the teachers’ involvementséhool-level decisions. The

responses indicate the degree of agreement withwibiety-five statements aimed at
exploring teachers’ perceptions of morale and stlettwos in terms of leadership
practices.

The piloting process was initiated with nine ‘tyglicrespondents having similar
abilities and backgrounds to the target populatiommost cases, a copy of the first
draft was sent by post together with a coveringetetA few days later this was
followed up by a phone call. Adjustments were midthe draft after all the piloting

respondents had highlighted any errors in desidre fevised version was piloted
again on another three respondents for furthefieation. For methodological purity,

all twelve responses were excluded from the finalysis.

The most appropriate response format for the inddion being sought in this study is

the Likert-type rating scale. In the questionnaihe scaled statements have an even
number of options, with no mid-point. This was msely designed so as to lead
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respondents to express an opinion rather thangakia easy way out by adopting a
neutral stance.

The questionnaire was distributed in every schaoing the weekly staff meeting
which the researcher has attended and observedfirShéew minutes of the staff
meeting were utilised by the researcher to intredtlee research question to the
teaching staff, as well as to explain why the pbjpas being conducted, what is
going to happen to the findings and how the respotisl privacy will be respected
through anonymity. Time was then allotted for fidl in the questionnaires and all
replies were collected, thus resulting in a 100%poase rate.

Sample Size and Selection

The data for this research was collected duringng§pf 2005 in five Junior / primary
schools across the county of Nottingham, in theasref Broxtowe and Gedling.
Attempts have been made to conduct the reseasihitar sized schools.

Since, this is a small-scale study, non-randoncteletechniques were adopted so as
to provide at least a useful small sample. Sincestnparticipant class teachers
volunteered to be interviewed they comprise a-selécting sample’. Moreover, the
five participant schools and the headteachers apltg headteachers who were
interviewed were selected purely on the groundacakssibility, thus they make up
an ‘opportunity’ or ‘convenience’ sample. Gainingpeoval to carry out research
work in schools proved to be an arduous task, botterms of time and effort.
Permission was first sought through a letter add@sto headteachers. This was
followed up, a few days later, by a phone call sdcareceive feedback on the project
described in the introductory letter.

Data Processing Techniques

In this study, two software packages were usedaf@lysing the research material.
The ‘Statistical Package for the Social Scienc&?3S) Version 11.5 for Windows
was used for analysing the quantitative data obthfnom the questionnaire survey,
while the qualitative interview data was explorgdrbeans of ‘Qualitative Solutions
and Research’ (QSR) NVivo, Version 2.0.

Research Ethics

Reference to obtaining informed consent was preslomade. The participant’s right
to privacy was protected by deleting any meansdehiification from the data
released in the final report, such as names ofadshand addresses. Since a subject
agreeing to a face-to face interview cannot expexnymity, confidentiality was
promised. Participants were given the time to thatdout the interview questions
beforehand. They were also given the opportunitgualify or delete anything they
had said.
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Results and Discussion
An Overview Description of the Participant Schools

Structure and culture are inextricably linked. Thilds impossible to examine the
structure of the five participant schools in ismat As shown in Table 1, the five
schools have similar structures. However, everyitui®on defines its every day,
taken for granted reality in different ways throughiture. During an interview, a
teacher strongly claimed that

Leadership is defined to me in one word and thaulture. Is there a culture
where any member of staff can feel that they camarmgb voice their opinion?
(Teacher, School 4)

Since culture is elusive and largely implicit, tiisg each school twice or three times
enabled the researcher to capture only the suréapects of the organisational
culture. Thus, desk research provided the reseaidfi@mation about the main

characteristics of every school. OFSTED inspecteports, accessible through the
internet, were particularly useful. Table 1 presean overview description of all five

schools.
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Age Range How Well the School is Number of Class
Led and Managed Teachers Formal  Leadership
School Number of (including  Job
. -Latest OFSTED Team
Pupils Inspection Report Shares & Deputy
b b Head)
Senior Management
- Beacon School - Team Consists of 4:
The headteacher provides
7_11 strong leadership which - Headteacher
School 1 270 ensures that all staff andLl - Deputy Head
governors share a Teacher
common commitment to - 2 class teachers
succeed(2002). (SENCO & ICT
Co-ordinator)
The school is stil Senior Management
School 2 7-11 soundly led but not 10 Team Consists of 2:
251 sufficiently effective - Headteacher
(2000). - Deputy Head
Senior Management
The new headteacher |is Team Consists of 4:
providing  outstanding )
School 3 7-11 leadership that is having 7 ) Heacg)t(eaaa?er Head
158 a sudden and dramatic puty
) Teacher
effect on the quality of > | h
education. ...(2001). . class  teachers
(SENCO & Literacy
Co-ordinator)
Senior Management
Team Consists of 5:
The headteacher provides Headteacher
outstanding leadership - Deputy Head - -3
3-11 and istotally committed Teachers (Literacy
School 4 410 to implementing the 15 Co-ordinator,
school’'s aims and Foundation
policies.(1999). Co-ordinator,
Early Years / R.E. Cof
ordinator
The headteacher provides
very. good Iea_dershlp Senior Management
and isvery committed to . )
. Team Consists of 4:
the improvement of the
- Headteacher
school and the ) Deput Head
School 5 standards attained by puty
7-11 o Teacher
the pupils in all aspects 0f10
237 ) 1 - 2 class teachers
school life. He provides )
; (Numeracy & Literacy
very clear educational Co-ordinator)
direction. (2001).

Table 1: Overview Description of Participant Schools
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Reports on the Staff Meeting Observed in Each Schbo
School 1

The staff meeting observed in School 1 was ledhoget teachers with the aim of
sharing their Comenius exchange visit experienbe.dtmosphere was very informal.
Initially, the three teachers were unsure about tiey had to proceed. When asking,
the headteacher abruptly answered that ‘It's yawsentation!” Evidently, in this
school, the practice of teachers leading staff mgets not a habitual one.

The staff had the opportunity to ask questions snésk for further details and
clarification. There was a sharp contrast betwéenkind of questions asked by the
headteacher and those asked by the teachers. aieaeher asked questions related
to strategic, whole-school issues, while the teegtfipiestions focused more narrowly
on the actual teaching process. This brings to rhiedeactions during the interviews
to the statement ‘Teachers are the ones who dheihest position to make decisions
since they are most aware of problems and needs’:

You've got to be a little bit careful because teashsee a microcosmic world
...they can be so involved in the minute detaflseaching that getting that big
picture, getting an overview is not easy! (HeadteacSchool 1)

School 2

No teacher in School 2 is a member of the SMT; ithtke only school in the study in
which the SMT consists of solely the headteachertae deputy. The headteacher
was not in school during the staff meeting obserntadSchool 2, strong cultural
values do not seem to guide the teachers’ behaviooe teacher described the
headteacher as:

...too laid back, he lets us do whatever we want...seenat led, it is the hard
working teachers who lead the school...at times tieem®body in school and
decisions are not taken.

Such comment echoes the OFSTED inspection teanaisncthat the school’s

leadership ‘is not sufficiently effective in estsbing strategies for dealing with the
pressures facing the school’ and that a strongesefslirection is ‘less evident and
effective currently in terms of the longer-termastgies for taking the school
forward'.

A meeting between class teachers was observedaifhef this meeting was to draw
up class lists for next year on the basis of ahiliehaviour, gender, friendships and
parental requests. This was the first year thathiea were given the authority to
classify students into appropriate groups. Thehecseemed to be pleased about
this. Usually, this process is done by the headlimaon the basis of the friendship
groups identified by the children.
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School 3

The staff meeting observed was initially led by tleadteacher and it was ‘chaired’
by her all throughout. At the beginning of the niregtthe headteacher gave out the
‘Staff Meeting Agenda’. The ‘Lead Behaviour’ Co-ordtor and the Physical
Education (P.E.) Co-ordinator took over at varipogts and the other teachers also
joined in the discussion. ldeas were ‘put on paperd discussed, but it was the
headteacher who had the final say. This decisiokinggrocess was reflected in the
interviews through the comments made by the teadhehis school.

I think final decisions should be taken by headteas. There must be
somebody who says ‘Ok, I've listened to everythiwg, are going to do this,
because..’ (Teacher, School 3)

All the seven teachers were present but no teachssgjstant attended the staff
meeting. When answering the question, ‘Would yoy @&t you have developed
leadership potential within your teachers?’ thedteacher made reference to this
staff meeting:

I've got interviews with some people who are stigére... when | first
arrived...they were saying things like, ‘Oh, | wantdlways just be a class
teacher, | don’t ever want to take a leadership’rdihe teacher who was in
the staff meeting last night was one of those techshe is now the SENCO,
the behaviour person, she is preparing herseltiéputy headship. So yes, |
think that we have grown leaders here. (HeadteaSuhool 3)

School 4

The staff meeting observed was led by the Inforomatand Communication

Technology (ICT) Co-ordinator and the Literacy Qaolinator. This was one out of a
series of three meetings dedicated to reviewingopmance management. In the
interview conducted with the headteacher, the valg strategy of working round

the school day so as to offer more opportunitiesefachers to lead was described:

...we list the staff meetings that are available gvarm and different
members of staff sign up to say which ones they guig to lead... |
introduced having a daily briefing meeting, for b@inutes early in the
morning...l don’t lead them...l can give them over tembers of staff who
have something to share.

During the meeting, good practice was shared. Theas no sense that the
headteacher or the people leading the staff medinmegv something that the other
teachers did not know. Any body entering the roooul not be able to identify who
the headteacher was.

School 5
In School 5 there was no opportunity to observallastaff meeting. Instead, a short

‘diary’ meeting, routinely held every week, was eh&d. This only lasted for fifteen
minutes, before the commencement of lessons. Ithelsin the staff room and both
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teachers and teaching assistants were presentcina ‘managerial’ meeting, there
was little time and opportunity for teacher invaitvent. In describing what he
believes are his roles and responsibilities, thedteacher however, makes a clear
distinction between ‘management’ and ‘leadership’:

Creating an environment, for me means that my mamagt is to be
everywhere. | walk about... ‘management by walkingub.. But leadership
is a different issue altogether and leading chasgée big priority because
nothing stays the same! (Headteacher, School 5)

Combining Interview Data with the Figures from the Self-Assessment
Questionnaire

Difficulties are incurred when attempting to quéntcomplex variables such as
teacher leadership. Thus, this small scale studiangely qualitative, employing
convenience samples and self-report methodologresstly interviews. However,
attempts have been made to combine the interpregpproach with quantitative
methods, namely the use of questionnaires.

Tables are used to display data in their ‘raw’ foanmd in percentages. From such
tables, the reader can easily determine the ‘motidie sample; that is, the category
that occurs with the greatest frequency.

Roles and Responsibilities within the School

In the interviews, participants were asked to defieacher leadership. Only three
(one deputy head and two teachers) out of the fwenerviewees were unable to
provide an answer. The rest of the responses tmuttivided into three categories:
- Definitions of teacher leadership restricted to isiea making in the
classroom and strictly related to the curriculum;

- Definitions of teacher leadership on a wider scaih reference to school-
level decision making;

- Definitions of teacher leadership with specificareince to peer leadership and
collegiality.

The definitions seem to vary according to the wavees’ formal responsibilities.
There was a tendency for most teachers to providera restricted, classroom-based
definition of teacher leadership, while deputy leadhers focused more on leading
change through teacher collaboration. This coultdmause the deputy head’s role is
‘like a channel between us and the head’ (Tea®anpol 2), ‘he has a foot in both
camps’ (Teacher, School 3) and ‘his power is intthekground’ (Teacher, School 1).
The headteacher in School 1 claims that he ‘wotldeé so much leadership in a
collegial approach where everybody is working tbget

The head teacher’s definition of his or her lealigrsole and the opportunities made
available for teacher leadership in schools seerbeton a symbiotic relationship.

Teacher leadership is not possible without the Headher’'s support; the success of
one is determined by the extent to which the otbeavailable. This is because, as
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indicated in the literature review, shared leadergh‘usually given, not taken’ (Hay
Group, 2004, p. 6).

Both the headteachers in School 4 and School 5 asg#d their role in providing an
environment which is conducive to learning. Thisuldobe related back to the
literature review which focused on a lifelong dispion towards and commitment to
learning as a means of nurturing and developingheraleadership. Furthermore, in
the literature the job of those in formal leadgpstules was outlined as being

primarily to hold the pieces of the organisatiomdiiner in a productive
relationship...to create a common culture of expewmataround the use of
individual skills and abilities. (Harris and Muij005, p. 28)

The ‘all embracing role’ depicted by the headteesle School 1 and School 2 can be
sharply contrasted to the ‘humble’ opinion of tleatiteacher in School 3 in the quote
below:
...I can’t and don’t take all the decisions. For epé&nl’ve got a very good
site manager, he knows what he is doing with thklimg and what would be
the best priorities to work on. (Headteacher, SEBpo

This could imply that the headteacher is necegsdald back’. However, when
questioned further, she highlights the benefitsuah an approach to leadership:
| think, because people have more profeskmmanomy, then they get more job
satisfaction and because they have more job sdimfathey do a better job.
(Headteacher, School 3)

She shares power because it enables her to cregaaeity within the school, raising
morale and commitment, enabling more things to Bai once. In fact, there seems
to be a correlation between how the headteacheepes his or her role within the
school and the teacher’'s questionnaire responsstatements about their decision-
making power. This is mostly evident in the cas&dfool 2 and School 3.

The results in all the following three tables irat& that over 86 percent of teachers in
School 3 agree or strongly agree that their opingosought on a regular basis by
those in leadership positions. Moreover, 86 peradrteachers in School 3 regard
themselves as change agents, who also create an vier the school. Such
percentages are in sharp contrast to the resuitsnel for the same three statements
in School 2: 44 percent agree or strongly agreé thair opinion is sought on a
regular basis, 67 percent regard themselves aggehagents and only 20 percent
claim that they create a vision for the school.
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Statement: My opinion is sought on a regular basis.
Strongly Strongly
Agree Agree Disagree Disagree Total
SCHOOL 1 Count 3 5 2 1 11
% within SCHOOL 27.3% 45.5% 18.2% 9.1% 100.0%
2 Count 0 4 4 1 9
% within SCHOOL .0% 44.4% 44.4% 11.1% 100.0%
3 Count 3 3 1 0 7
% within SCHOOL 42.9% 42.9% 14.3% .0% 100.0%
4 Count 4 7 3 1 15
% within SCHOOL 26.7% 46.7% 20.0% 6.7% 100.0%
5 Count 0 7 3 0 10
% within SCHOOL .0% 70.0% 30.0% .0% 100.0%
Total Count 10 26 13 3 52
% within SCHOOL 19.2% 50.0% 25.0% 5.8% 100.0%

Table 2: Frequency Counts - Teachers who believe that Dginion is Sought on a
Regular Basis by those in Formal Leadership Positio

Statement: | have changed the way some things
are done round here.
Strongly

Agree Agree Disagree Total
SCHOOL 1 Count 3 5 3 11
% within SCHOOL 27.3% 45.5% 27.3% 100.0%
2 Count 1 5 3 9
% within SCHOOL 11.1% 55.6% 33.3% 100.0%
3 Count 4 2 1 7
% within SCHOOL 57.1% 28.6% 14.3% 100.0%
4 Count 6 5 4 15
% within SCHOOL 40.0% 33.3% 26.7% 100.0%
5 Count 1 5 4 10
% within SCHOOL 10.0% 50.0% 40.0% 100.0%
Total Count 15 22 15 52
% within SCHOOL 28.8% 42.3% 28.8% 100.0%

Table 3 Frequency Counts — Teachers who regard themsasv€hange Agents
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Statement: I help to create the vision and long-term
strategy for this school.
Strongly Strongly

Agree Agree Disagree Disagree Total
SCHOOL 1 Count 1 6 3 0 10
% within SCHOOL 10.0% 60.0% 30.0% .0% 100.0%
2 Count 0 2 6 2 10
% within SCHOOL .0% 20.0% 60.0% 20.0% 100.0%
3 Count 4 2 1 0 7
% within SCHOOL 57.1% 28.6% 14.3% .0% 100.0%
4 Count 4 6 3 1 14
% within SCHOOL 28.6% 42.9% 21.4% 7.1% 100.0%
5 Count 1 7 2 0 10
% within SCHOOL 10.0% 70.0% 20.0% .0% 100.0%
Total Count 10 23 15 3 51
% within SCHOOL 19.6% 45.1% 29.4% 5.9% 100.0%

Table 4: Frequency Counts — Teachers who feel that he erhglfips to Create a
Vision

Furthermore, headteachers have described how thkis and leadership styles
changed depending on school circumstances andehdship stage they were at.
Thus, the quantity and the quality of teacher lestip could be determined by the
circumstances the school is in. For example, OFSTispections play a role in the
choice of leadership style adopted by the head&radtheadteachers might refrain
from sharing their leadership responsibilities lesea of the anxiety created by
forthcoming inspections. The price for trustingdeers with new roles might be
regarded as being far too high if the school issekpg an inspection.

My role has changed...when | came here five yearslagschool had serious
weaknesses...My leadership style was at this entieofithoritarian scale. |
don’t make all the decisions anymore but | hadtthe past... (Headteacher,
School 3)

Moreover, the headteacher in School 5 adds thatedratic leadership style is more
suitable in ‘good times, when things are going wé&lwo headteachers described how
in their first year of headship they tended to adopnore ‘commanding’ leadership
style.
My leadership style at the time came across aby firceful. As years went
by | realised that the best models of leadershg amound coaching and
working along side and with colleagues. (Headteg®ehool 2)

This can be related back to the literature, in Galemanret al. (2002, p. 67, 107) also
claims that effective leaders act according to @memore of the six distinct

approaches to leadership and switch between theusgastyles depending on the
situation. From the interviews, one could concltikg effective leadership involves
choosing the right style at the right time.

© Publications Committee, Faculty of Education, 200




101 Journal of MakeEducation Research Vol:5 No.1 2007

All five headteachers acknowledge the value ancomanmce of teachers’ curriculum
leadership roles. In all participant schools thelkns increasingly delegated to deputy
headteachers, SMTs and curriculum co-ordinators.

Some teachers, as highlighted by the deputy hea8chool 5, experience such
leadership opportunities as being an additional kisad rather than being
experienced as empowering. It is vital that teaximet only have the full support of
the headteacher and the other colleagues but thest mlso want to assume a
leadership role.

Interview responses indicate that even though hééachers want to lead, there is no
doubt that teachers feel the need to be consuliele valued and to be ‘part of the
loop’ (Teacher, School 4). However, as indicatedi®y/deputy head in School 2, the
subject nature of the decision is a determiningpfaic teacher involvement. This idea
was further reinforced by the Headteacher in School

When we first got our own management of school ktglg tried really hard
to involve the staff in the budget setting ...l sdearnt that they don't really
want to know about the nitty gritty of it...they ageite happy to leave it to
me!

Moreover, a common assumption is that ‘leaderdarg’:

| think some of us, as teachers, are born leadeaissame aren’t! (Teacher,
School 2)

Although as indicated by the other teacher in Stloand by the deputy head in
School 3 interpersonal skills and personality maycbnsidered prerequisites for a
leadership role, leadership can be learned andlamad, hence the title of this
dissertation.

There seems to be a disparity between the varigdoois about teachers’ willingness
to lead (expressed in the interviews) and the s$tzdil figures obtained for the
questionnaire statement related to how the staffgdee their colleagues’ willingness
to bring about change (refer to Table 5). In théefa only one teacher in School 5
strongly disagrees that all teachers want to baibgut change. The statement could
have lead to such an ambiguous response due lexkitof clarity. Moreover, such a
mismatch in the data obtained could imply that heas do not associate leadership
with bringing about change in schools. In the #tare, ‘leadership’ is regarded as
being abroader concept; a concept that is not synonymaitis fermal authority
(Lambert, 1998, p.5). School leadership should ftis collective learning
processes that lead to constructive change.
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Statement: | believe that all the teachers in this school
want to bring about sustainable change.
Strongly Strongly

Agree Agree Disagree Disagree Total
SCHOOL 1 Count 0 8 3 0 11
% within SCHOOL .0% 72.7% 27.3% .0% 100.0%
2 Count 2 5 3 0 10
% within SCHOOL 20.0% 50.0% 30.0% .0% 100.0%
3 Count 2 5 0 0 7
% within SCHOOL 28.6% 71.4% .0% .0% 100.0%
4 Count 4 9 1 0 14
% within SCHOOL 28.6% 64.3% 7.1% .0% 100.0%
5 Count 0 7 2 1 10
% within SCHOOL .0% 70.0% 20.0% 10.0% 100.0%
Total Count 8 34 9 1 52
% within SCHOOL 15.4% 65.4% 17.3% 1.9% 100.0%

Table 5: Frequency Count Feachers who believe that their Colleagues Want to
bring about Change

Central to the discussion of teacher leadershigherenyriad advantages to be gained
from tapping into this rich resource in schools.eTimterview responses can be
divided into three categories:

- Benefits affecting the teacher;

- Benefits affecting the students;

- Benefits affecting the school.
There was a tendency for teachers to focus on émeflts affecting students and
themselves, rather than focusing on the impacttailevschool level. In their final
report, the Hay Group (2004, p.58) claim that thegre unable to make any
judgments of a relationship between shared leageastd academic performance.

The barriers to teacher leadership, as identifigdnberviewees can also be divided
into three categories:

- Teacher — related barriers;

- Students — related barriers;

- School - related barriers.
The strongest barriers identified in this study @lated to classroom practice. Much
fewer challenges at school —level were identified.

Throughout the interviews prominence was given ESOED inspections, to league
tables of test results and to meeting governméertalty and numeracy targets. The
emphasis placed on such a ‘performativity discousf@ssessment which currently
dominates educational policy-making in England,deis schools from becoming
enquiring communities with teachers identifying tpeoblems in teaching and
learning and working together to solve them. Inoatext where teacher learning is
prescribed, teacher leadership and personal aitltgntannot be realised. This
brings to mind the transactional model of leadgrshiwhich the school’s priorities
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and goals are determined externally. In transfaonat leadership, the vision of the
headteacher on the direction and developmentsofi@ol is crucial.

How do you keep your best people and how do yoy kkem going, when
you know that the best form of motivation is sus@So you want them to be
successful, you look for opportunities to give peaand there is only so much,
| as head can do because what comes from outsideors important.
(Headteacher, School 5)

Webb (2005, p. 74) claims that since the EducatiBeform Act (1988) governments
have steadily increased headteachers’ managemgminsbilities, thus prioritising
the maintenance functions of schools and theirciefit running. A shift to
managerialism is manifested particularly in thaisgtup of SMTs. Such a structure
has an impact on the teachers’ participation insi@t-making. The term could be
considered an oxymoron, in that the two ideas ehisr management’ and ‘teams’,
though contrasting in meaning are combined to farphrase. Structural changes in
SMTs, as well as school size determine teacheteutent:

In a smaller school you still have the same nunabgobs but they have to be

shared between fewer people... (Teacher, School 3)

The interviewees are here suggesting that in smadlbools it is easier to involve
more teachers in decision making. However, as tggtdd by the following teacher,
this is not always the case:
It is possible to have a very small school butl std shared leadership....
Things didn’t work with the previous head, evenutlo we were and still are
a small school...because it was definitely top do®at we are consulted
much more now, so it feels as if instead of beimg tier system, we are all
together. (Teacher, School 3)

Supporting Teacher Leadership

Sharing responsibilities implicitly suggests thesesdial need of knowing the staff
both as people and as professionals. Leadershipriopities need to match the
teacher’s aptitude and abilities.
| think this head knows her staff very well...shevery good at assessing
people and where they are going to slot into thirgjse knows the sort of
thing you would like to do... (Teacher, School 3)

Headteachers create problems for themselves wiegrdthnot trust other members of
staff. This was highlighted when asked about theidra encountered in performing a
leadership role:
| have much less problems now than | use to begaesgle know that | trust
them and because they are trusted they act in siwoithy way. The
accountability is built in, isn’t it, when you havmiilt up relationships with
people. (Headteacher, School 3)

This relates back to Bryk and Schneider's (2002)cept of ‘relational trust’ in that

trustworthiness is described as being essentiaduigport the leadership climate
needed. As indicated in Table 6, all the teacheith, the exception of one, agree or
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strongly agree that there is trust between them thode in formal leadership

positions.
Statement: There is trust between me and
those in formal leadership
positions.
Strongly

Agree Agree Disagree Total
SCHOOL 1 Count 4 7 0 11
% within SCHOOL 36.4% 63.6% .0% 100.0%
2 Count 0 9 0 9
% within SCHOOL .0% 100.0% .0% 100.0%
3 Count 4 2 1 7
% within SCHOOL 57.1% 28.6% 14.3% 100.0%
4 Count 10 4 0 14
% within SCHOOL 71.4% 28.6% .0% 100.0%
5 Count 1 9 0 10
% within SCHOOL 10.0% 90.0% .0% 100.0%
Total Count 19 31 1 51
% within SCHOOL 37.3% 60.8% 2.0% 100.0%

Table 6: Frequency Count — Teachers who claim that thefeust between them and
those in Formal Leadership Positions

However, when asked whether they feel powerlessflieence activities beyond the
classroom the responses vary extensively. Thiscatels that ‘trust’ is an elusive
concept. During the interviews, teachers seeml&derérust simply to ‘being listened
to’, to ‘consultation’ and to ‘consideration’ rathéhan teacher autonomy and
authority.

The newly qualified teacher in School 1 clearly aldmes the difficulties in
influencing established procedures and set wagoioig things. Moreover, the image
of trust being both earned and grown over timesiy\adequate. This idea recurred in
the interviews conducted with the headteachers:

| only think that through continuous honesty, yan actually get anywhere
and gain people’s trust. (Headteacher, School 4)

Thus, just as the title of this study favours thmlegical metaphor of capacity
‘growth’, the core components of trust in schookxevalso depicted in the interviews
as being organic and authentic communal qualifibss implies that communication
plays an important role in the development of trdstis is clearly indicated in the
guote below:

Our premise of working is that we are honest anthtul with each other and
| think that the clarity of our relationship makegerything very easy. (Deputy
Headteacher, School 3)

Again, there is a mismatch between the resultsepted in Table 7, which indicate that the
majority of the teachers believe that their recomdations are taken seriously and the
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interview data, all of which suggests that ultinhatthe ‘head is definitely the head’

(Deputy Headteacher, School 5).
Statement: My recommendations are taken seriously
by those in formal leadership positions.
Strongly Strongly
Agree Agree Disagree Disagree Total
SCHOOL Count 4 4 2 0 10
% within SCHOOL 40.0% 40.0% 20.0% .0% 100.0%
Count 0 8 2 0 10
% within SCHOOL .0% 80.0% 20.0% .0% 100.0%
Count 4 1 2 0 7
% within SCHOOL 57.1% 14.3% 28.6% .0% 100.0%
Count 4 9 1 1 15
% within SCHOOL 26.7% 60.0% 6.7% 6.7% 100.0%
Count 0 10 0 0 10
% within SCHOOL .0% 100.0% .0% .0% 100.0%
Total Count 12 32 7 1 52
% within SCHOOL 23.1% 61.5% 13.5% 1.9% 100.0%

Table 7: Frequency Counts — Teachers who Believe that BReaommendations are
Taken Seriously by those in Formal Leadership Rost

Leadership Development for Teachers

In addition to becoming competent in teaching aadring skills, teachers must learn
leadership skills. Leadership development relies lanlding relationships and
developing shared capacity to reach desired g&atz¢nmeyer and Moller, 2002, p.
48). This can be achieved by providing teachergitife amount of opportunities to
lead.

You have to build your teachers up and their exgerbefore you start to
devolve leadership. You have to know when theyraggly for it and you
don’t have to overpower them with it.... (Headteac!s&hool 5)

In contrast, when questioned about the opportuifeovided for developing
leadership skills, teachers replied that trainingsuch an area ‘leaves much to be
desired’:

One day | was just a classroom teacher, the otivasla subject co-ordinator!
(Teacher, School 2)

However, all the teachers in School 3 and Schathin that at least they do have the
freedom to act and the opportunity to risk and expent. In School 1 and especially
in School 2 (Table 8), more than half the stafadi®es with such a statement.
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Statement: | have the freedom to act and the
opportunity to risk and experiment.
Strongly
Agree Agree Disagree Total
SCHOOL 1 Count 1 5 5 11
% within SCHOOL 9.1% 45.5% 45.5% 100.0%
2 Count 0 4 5 9
% within SCHOOL .0% 44.4% 55.6% 100.0%
3 Count 3 4 0 7
% within SCHOOL 42.9% 57.1% .0% 100.0%
4 Count 8 7 0 15
% within SCHOOL 53.3% 46.7% .0% 100.0%
5 Count 2 6 2 10
% within SCHOOL 20.0% 60.0% 20.0% 100.0%
Total Count 14 26 12 52
% within SCHOOL 26.9% 50.0% 23.1% 100.0%

Table 8: Frequency Count — Teachers who claim that they hlag Freedom to Act
and the Opportunity to Risk and Experiment

Deputy Heads confirm that headteachers play amumsntal role in developing
leadership potential:
| remember the head at my last school, sayingasived there..."You write
your own CV..” Anything | identified as an opporttynhe would say, ‘Yes, go
ahead, do it.’ (Deputy Headteacher, School 1)

Both School 3 and School 5 strongly advocate tmem#&y Leadership Programme’
as an effective means of developing leadershipaigpa teachers:

It gives the chance of identifying potential leademwithin the

school...allowing them to come in the programme whigdans they actually
have a say in how they would want to change theodch(Deputy

Headteacher, School 3)

In School 3, the ‘Primary Strategy Network Learniwgs also mentioned as a means
of developing leadership potential in teacherssTalates back to the literature in that
collaborationthrough networks and peer support was describdxtiag ‘at the heart
of teacher leadership, since it is premised upangé that is enacted collectively’
(Harris, 2003, p. 77).

As indicated in Table 9 most teachers, in all faahools, claim that they have an
influence on their colleagues. Similarly, in Tal@most teachers also claim that they
participate in committees and teams to evaluateideas. In fact, the results obtained
for both statements are very alike for every schéokr example, in School 5, 67

percent maintain that they influence their colleegyand 70 percent claim that they
participate in teams. The results obtained for Istétements in School 1 and School 3
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are identical, 64 percent and 86 percent respéygtidgsparity is only presented in the
case of School 2 in which although 67 percent & teachers claim that they
influence their colleagues, only 40 percent mamtdénat they participate in
committees and teams. This could imply that in B¢ much of what teachers learn
comes from unstructured day-to-day contact witeegjues.

Statement: | often influence my colleagues.
Strongly
Agree Agree Disagree Total
SCHOOL Count 2 5 4 11
% within SCHOOL 18.2% 45.5% 36.4% 100.0%
Count 0 6 3 9
% within SCHOOL .0% 66.7% 33.3% 100.0%
Count 0 6 1 7
% within SCHOOL .0% 85.7% 14.3% 100.0%
Count 4 6 3 13
% within SCHOOL 30.8% 46.2% 23.1% 100.0%
Count 0 6 3 9
% within SCHOOL .0% 66.7% 33.3% 100.0%
Total Count 6 29 14 49
% within SCHOOL 12.2% 59.2% 28.6% 100.0%

Table 9: Frequency Count — Teachers who claim that they haviafluence on their

Colleagues

Statement: | participate in committees and teams
to evaluate new proposals and ideas.
Strongly Strongly
Agree Agree Disagree Disagree Total
SCHOOL 1 Count 3 4 4 0 11
% within SCHOOL 27.3% 36.4% 36.4% .0% 100.0%
2 Count 1 3 5 1 10
% within SCHOOL 10.0% 30.0% 50.0% 10.0% 100.0%
3 Count 2 4 1 0 7
% within SCHOOL 28.6% 57.1% 14.3% .0% 100.0%
4 Count 4 5 5 1 15
% within SCHOOL 26.7% 33.3% 33.3% 6.7% 100.0%
5 Count 1 6 3 0 10
% within SCHOOL 10.0% 60.0% 30.0% .0% 100.0%
Total Count 11 22 18 2 53
% within SCHOOL 20.8% 41.5% 34.0% 3.8% 100.0%

Table 10: Frequency Count — Teachers who Participate in Ctor@es and Teams

Moreover, as indicated by some teachers ‘mentoswmauld be a solution for
leadership development so that there is a periottasfsition between not having
responsibility and then having one, because ittsgadifference!’(School 4); ‘I will
need to almost shadow the person | will be takiagrdrom...you need to see the
person in action’ (School 1).
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The purpose of mentoring in professional develogmenn fact to facilitate the
learner’s growth, not only in terms of teaching &wrning skills, but also in terms of
leadership skills. Unlike the common belief expegsby most teachers interviewed,
leadership development is not aimed at assumirgytecplar role and positiowithin
the school. Rather it is an empowering process eyethe staff work together to
discover and develop latent abilities.

Recommendations for Growing Leadership Capacity in Primary School
Teachers

In the literature, professional development througiilaboration, networks and

‘communities of practice’, as well as through memiy and coaching are depicted as
the most effective means of developing leaderskapacity in teachers. Teacher
leadership can also be nurtured through a soundgeha&n organisational design.

Namely this involves a move from the traditionahaal structure represented in
Figure 2, to a school structure which mirrors aemb@mocratic learning society.

DEPUTY HEAD

SENIOR MANAGEMENT
‘TEAM’ (SMT)

KEY STAGE CO-ORDINATOR
SUBJECT CO-ORDINATORS

CLASS TEACHERS / NEWLY QUALIFIED TEACHERS

CHILDREN,PARENTSandthe COMMUNY

Figure 2: Hierarchical Leadership
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Depending on school size, any typical English primigunior school would have one
headteacher, one or two deputy headteachers, beteedo twenty-five teachers and
between one hundred to four hundred pupils. Thudgdreim, parents and the
community occupy the widest but also the lowestise®f the pyramid because they
traditionally have very little say in the runnindg the school. Even though they
represent the largest group of professionals insttteol, class teachers (especially
those who are not co-ordinators) are not too fafrofm the bottom. In this figure, the
headteacher is depicted as being the single safiiosight and direction. In several
occasions during the interviews, headteachers caadphe teachers to children:

You give teachers opportunities, they are likedreih....you present children
with learning opportunities so that they can leand you present teachers
with leading opportunities so that they can le&ttgdteacher in School 3)

When asked about barriers caused by formal leagiepsiver a teacher describes the
following scenario:

If you make a mistake... you are told off. It migh¢ bne to one...you are
taken into the office...

This echoes an adult — child relationship more tlarheadteacher — teacher
relationship.
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/—\
TEACHER
LEADERSHIP
TEAM
TEACHER TEACHER
LEADERSHIP LEADERSHIP
TEAM TEAM
/\
PARENTS
AND
CHILDREN
A
TEACHER TEACHER
LEADERSHIP LEADERSHIP
TEAM “EADTEACHER TEAM
I TEACHER
LEADERSHIP
TEAM

Figure 3: Team Based Leadership

At first glance, this figure suggests ‘congesti@specially when compared to the
previous clear-cut pyramid in which everybody ‘kreowis or her place’. This has
been purposely designed so as to depict the dynamtés-personal relationships in
learning centred schools. The various shades itiygyfusion of ideas which surface
as a result of the uniqueness of every teacherfarinas the team. The ‘solitary’ SMT

in Figure 2 is here being replaced by many teamislware led by teachers, all of
which make up the school’'s leadership. Children #msk parents and communities
should be the core elements in schools. They arectients’ for whom the ‘service’
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is provided; they should be at the heart of all th&atives ‘run’ by the teams of
teacher leaders.

Rather than describing the headteachers’ role iag &l embracing’, ‘having to do
everything’ and being ‘responsible foeverything (Headteachers, School 1 and
School 5), the headteacher and his or her influshoeld beeverywherdas indicated

in Figure 3) especially when leading learning. Timggs to mind Fullan’s (2005, p.
104) claim that sustainability requires systemkhns in action who are at their best
‘when they are on the dance floor and the balcomyth® same day’. Team based
leadership implies high levels of shared authaitg autonomy. Thus, it is here being
recommended as a tool for implementing the conceptseacher leadership in
schools. This is because it is widely accepted tha person cannot possibly
encompass all the knowledge, skills and qualitiet $chools need so as to function.
Where multiple skills, experiences and judgments r@quired, a team gets better
results than a collection of individuals operatwighin confined job roles. Moreover,
team dynamics support the learning of both theviddial teacher and the school as a
whole (Katzenbach and Smith (1994, p. 16). Exprgs$tadership through teams
implies an acceptance of the concept of sharedetshigph. Katzenbach and Smith
(1994, p. 15) claim that teams are flexible withgrmanent structures and processes.
They can adjust their approach to new challengdls gveater effectiveness than can
individuals.

Concluding Note

The latest literature on teacher leadership, doesocate leadership in individuals. It
defines leadership as lying between people, witdams, in collective action, which
defies attempts to single out ‘a’ leader. If oneags leadership with formal position,
one disregards the complex cooperative relatiosshimong the staff that are so
required to get things done. Thus, leadership tsabout being promoted or about
having more power. Leadership is ‘learnable’ butakes time and, most of all,
commitment. Although this study reveals that néttedchers want to lead, they all
feel a strong need to be consulted, to be valuddabe trusted. Teams can be a tool
for implementing the concept of teacher leadershgchools.
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