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ABSTRACT

Teacher leadership may affect job satisfaction in positive ways, helping to retain teachers
in the field of public education. Providing and facilitating these positions may enable
school districts to improve upon the growing teacher retention crisis. Thus, this study
explores the ways teacher leadership relates to job satisfaction. Semi-structured
interviews, direct observations, and document reviews are utilized to understand how
teacher leadership roles relate to job satisfaction. This qualitative case study explores
how four teacher leaders in one school district perceive their roles, responsibilities, and
experiences. Each of the teacher leaders completed a formal Teacher Leadership
Endorsement Program (TLEP) through an accredited university and are classroom
teachers in addition to their leadership duties.

The gathered data indicate that the teacher leadership role does not stand alone in
improving job satisfaction and retention. Instead, it is the interplay between the teacher
leader role and the TLEP that improved job satisfaction and retention in the four teacher
leaders studied. Additionally, teacher leaders showed increased levels of empowerment,
confidence, self-efficacy, decision making, and autonomy by having a teacher leadership
role in addition to TLEP training. The results of this study should encourage
policymakers and educational leaders to not only support teacher leaders practices but
also teacher leadership training through formal TLEP’s.

Keywords: Teacher leadership, teacher retention, job satisfaction, distributed

leadership

il



TEACHER LEADERSHIP

ACKNOWLEDGEMENTS

Completing my Ed.D. program would not have happened if it weren’t for the
support of my family and committee members. Firstly, I’d like to thank my wife for
encouraging my efforts with never ending love and support. Starting my doctoral work
only a month after the birth of our daughter was surely a challenging task. Thank you for
the countless times when you allowed me to sit and work so I could complete an
assignment or paper. Thank you for being there when all I needed was someone to listen
to how I was feeling. You were the best of friends through it all. I’d also like to thank my
mother-in-law for watching my daughter Arya more times than I can remember so I could
devote time to my doctoral studies. I’d also like to expressly thank my mom and dad for
their support in helping me complete my Ed.D. program. My family was “all in” on my
behalf, their actions filled with both love and support.

I am also extremely grateful for my dissertation chair, Dr. Jane Beese, for guiding
and pushing me throughout my entire dissertation process. Thank you for helping me
when my research study got delayed and I wasn’t sure if I would graduate on time. Also,
I appreciate you seeing potential in me and always pushing me to make my work better.
Thank you also to my committee members Dr. Liang, Dr. Vergon, and Dr. Spearman for
critiquing my work and making the final version a true expression of my academic
potential. A special thanks to Dr. Liang for providing such meaningful and timely
feedback on my dissertation. Your feedback always took my writing to new places that |
didn’t think were personally possible.

As you can see, it took a village to complete my Ed.D. degree. Throughout the
process I felt like each of the people mentioned above were walking beside me,

encouraging me and never accepting mediocre results. Thank you everyone for your

v



TEACHER LEADERSHIP

never ending support and I hope that I have made you proud because I am surely proud of
my work.

Chris Basich



TEACHER LEADERSHIP

TABLE OF CONTENTS

ABSTRACT il
ACKNOWLEDGEMENTS v
TABLE OF CONTENTS vi
LIST OF TABLES Xiv
LIST OF FIGURES XV
CHAPTER I: THE PROBLEM AND JUSTIFICATION 1
Overview of the Issues 1
Statement of the Problem 2
Purpose of the Study 3
Research Design 4
Research Questions 4
Research Questions for Teacher Leader Participants 5
Significance of the Study 5
Assumptions, Limitations, and Delimitations 8
Definition of Terms 11
Teacher retention, attrition, and MIGEAHOMN. ..............ov.evveereeeereeereseseeeseeeseeeeeeeeesseeeseeseees. 11

Job satisfaction and MOtIVALION. .........cccuiiiiiiiiiiiii ettt 12
TEACKET TCAACTSRID. ... vveo oo eeeeeeeeeeeeeeeeeeeeeeeeeeeeseeeeeeeeeees e eeseseeeseseeeeeseessseeeeeseeeseeeeeees 13
Distributed 1eadership. ...........cocviiiiiiiiiiiiiic e 14
SEIE-EEFICACY v vveeeveereeeeseeeeeeeeeeeeeeeeeeeeeeeeeeeeee s ee s e s e e e s e e e s e e e e s e s ee e s 14
Expected Outcomes 15
CHAPTER II: LITERATURE REVIEW 16

vi



TEACHER LEADERSHIP

Introduction 16
Theoretical Framework 18
Abraham Maslow’s Hierarchy of Needs 19
Limitations of Abraham Maslow’s hierarchy of needs. .........c.ccccocevveirciieeiniiieeeiiee e, 21
Frederick Herzberg’s Motivator-Hygiene Theory. 21
Hackman and Oldham’s Job Characteristics Model 22
Albert Bandura’s Self-Efficacy Theory 23
Teacher Efficacy Theory 24
Extensions of teacher effiCaCY........cuviiiiiiiiiiiiiie e 24

New definition of teacher effiCacy. .........ccovviiviiiiiiiiie e 25
Teacher Collective Efficacy 26
Conclusion 26
Review of Literature 27
Teacher Retention, Attrition, and Migration 27
Early-career teachers and retention............coocueiriuiiiiiiiniienieciicceecetee et 32
Experienced teachers retention related to career advancement.............cceeveerveenieenieennneenn. 35
Teacher retention and adminiStrative SUPPOIL. ......cevveeerevrieeriiiieeeriieeeeieeeeeireeeeeeeeee e 37
Teacher retention and student diSCipling ISSUES. .........ceecvvereiriiieeriiiie e 39
Teacher retention and teacher SaAlaries. ...........ccocueiiiiiiniienieiiiiieeeeee e 40
Teacher retention and Career tiMING. ...........cccuereeriiiieeriiiieeeiieeeeieeeeeieeeeeireeeeseneeeeseneeas 41
Teacher retention and attrition in urban or high-need settings. ............cccceveercvieercverennnnenn. 42
Teacher retention and attrition in relation to burnout. ..........cc.ccceeveeeniienieiniienieeenieenneene 44
Gender differences in teacher retention and attrition. ...........coecueereeiriiiiniienieenieeneeeeens 45
Minority teachers and retention and attrition. ...........cceecueerueeriiiiniiinieenieenee e 46
Subgroups and teacher retention and attrition. .............ceeeeveieeriiire i 47

vii



TEACHER LEADERSHIP

Mentoring and induction programs and retention and attrition. ...........cceecueerceerieeeneienneen. 48
Teacher preparation programs and leadership development. ..........cccccceeviieniienieinieenneen. 49
Differences in teacher preparation Programs.............eeeeeveeereeurreerniuieeessrreessireeesenreessneneens 50
Teacher Leadership 52
Administrative support for teacher leadership..........ccccoeveciiiiiiiiiiieciiie e 54
Distributed leadership and teacher leadership. ............ooccvvieeiiiiiiiiciiiiiie e, 55
Formal teacher 16adership. .........ooooiiiiiiiiiiieeiee e 58
Informal teacher leaderShip. ..........ccuviveeiiiieieiiiee e e 59
Hybrid teacher leadership POSIONS. .........evveeiiiieiriiieeeieee et e e 61
Teacher leadership as a career advancement pathway. ..........ccccoeevcveeeirciieeniiiee e, 63
Best Practices for Teacher Leadership 64
Teacher leader model standards. ..........coocueeriiiriiiiiiiiiii e 65
Tennessee Teacher Leader NEetWork. .........coocueiiiiiiiiiiniiinieiiciciceee e 65
Denver Public Schools Teacher Leadership. ..........cceeeveviieeiiiiiiiiiieeciee e 66
Teacher Leadership Endorsement Programs. 66
Kent State University Teacher Leader Endorsement. ............ccccoeevciieeiniiieeniiieeseiee e, 68
Cleveland State University Empowered Leaders. .........ccceeevciiiiiriiiieiiiiieeceee e, 70
The Ohio State University Teacher Leader Endorsement. ..........c.ccccovveeeniieiniicniiennicenneen. 71
Challenges of Teacher Leadership 71
Teacher Leadership and Job Satisfaction 73
Improving Job Satisfaction in Teachers 73
INEIINSIC MOLIVALOTS. ...cottiiiiieiiiee ittt sttt ettt et e st e s e esbeeeniaee s 75
Teacher self efficacy and teacher collective efficacy.........eevvviviirciiieiiiiieeeiee e, 77
SWPBIS implementation. .........c..eeeereuvieeiiiiieeeiiieeeriite e et eeeeireeesereeessereeesesnaeeeseneeesnnnes 78
EXPErienced MENLOTS. ........cccccueireiiiiieeeiiieeeeiieeeeeieeeeeiaeeessieeeeessaeeesensseeesnnsaeesensseeesnnneeens 81
PN 1707110710 2 PP PP PPPP ORI 82

viii



TEACHER LEADERSHIP

Conclusion 84
CHAPTER III: METHODOLOGY 88
Introduction 88
Research Purpose 89
RESCAICH QUESLIONS. ...eeeiiiiiieiiiee et iee ettt e e et e et e e s st e e e nsaeeeenneeeennnaeees 90
Types of Leadership Roles 91
Formal 1€adership. ........ccuviiieiiiiie ettt 91
Informal [eaderShip. .......c.vviieeiiiieiiie e e 91
Case Study Design 92
Types of Case Studies 93
Rationale for Single-Case Design 93
Research Design 95
Sampling and Selection 97

N F2 V1 010) § 42U USSR 98

N E2V010) (S 7/ SR PR USSR 99
Procedures 99
Introduction of Data Sources 106
IIERIVIEWS. .ttt ettt ettt ebe e sate e st e s e e 107
ODSEIVALIONS. e.ueveeitieiiiitetieeeitee sttt ettt ettt e sttt sab e sttt e bt ettt e sateesabeesabeeebeeesbeeesabeesanees 107
DOCUMENE TEVIEWS. ...ceutiiiniiieiiee ittt ettt ettt ettt ettt ettt e st e st e st ettt e st e sabeesanees 107

Data STOTAZE. «eeeeeeiiiiiiiiiiee ettt e e et e e e e st e e e e s aeeeeeeeas 108
Validity 108
Preparatory Research 111
Trustworthiness 111

1X



TEACHER LEADERSHIP

Trian@UIAtioN. ....cceeiiiieeeiiiie et
Member CheCKING. ......ccccvviieeriiiee ettt
AUIt trail...coeeicii e
BHhiCS. oot

ReSEArCh STANCE. ...

Data Analysis.

Narrative approach to data analysis. ..........ccevcveeriueirieciiieinieenieenneene

Biographic approach to data analysis. .......cc.ccccevveeenieenieciiieinieenneene

Category and Coding Methods

INtErVIEW COAING......evveeeiiiieeeiiie ettt e e
Direct observation COdINg. ...........cccvveeerivieeerciiireeriieeeeireeeeeieeeeeeneeas

Document reView COAING. .....c.vvvrerrviieeeiiieeeeiiieeeiieeeeieeeeeenree e

Limitations and Delimitations

Summary

CHAPTER IV: RESULTS

Introduction

Description of Sample

Recruitment Process

Teacher Leader Endorsement Program (TLEP)

School District Background.

Teacher Leaders

Teacher Leader Profiles

Profile 1: Kelly

Profile 2: Kim

Profile 3: Ruby

............................. 113

............................. 115

119

............................. 119

............................. 122

122

............................. 124

............................. 124

126

126

128

128

128

129

130

131

132

133

133

134

135



TEACHER LEADERSHIP

Profile 4: Sara 135
Summary of the Results 136
Making Sense of the Data. 136
Interviews 137
Direct Observations 138
Document Reviews 139
Coding and Category Creation 139
AUAIE AT ettt 141
MEMDBET CHECKING. .....vieeiiiieeeiiiie ettt et e e st e e e st e e e s eeeseneeeeenneeeeennes 141
Resulting Themes 143
Theme 1: Teacher Leaders Feel Empowered 143

Theme 2: Teacher Leadership Endorsement Program Training Improves Self-

Efficacy and Confidence 147

Theme 3: Teacher Leaders Experience Role Ambiguity 148
Theme 4: Positive Relationships with Building Administrators Lead to Increased

Job Satisfaction. 150

Theme 5: Leadership Style Differences Exist Between the Building and Upper

Administration 151
Theme 6: Colleagues Can Be Frustrating 154
Theme 7: Teacher Leaders Are Satisfied and Plan to Stay 156

Theme 8: Teacher Leaders Experience the Same Everyday Challenges as Other

Teachers 157
STUAEIIES. ... s st 158
COILRAGUES.......eveeeeiiiieeeitee e et e ettt e e ettt e e sttt e e et e e s asaeeessseeessnsseeesannseesssneeeesnseeeeannes 158
AQMINISITATOTS. ...ttt ettt st e e e 159

X1



TEACHER LEADERSHIP

HIR EXPECEALIONS. ... ee e ee e e eeee e 160
SALELY. ..o eeesee e eeeee e e e e e e eeeeee e e e e e e s e e e et e e e e e e eeee e 160
Theme 9: Teacher Leaders are Able to Make Decisions 161
Putting It All Together 164
Conclusion 169
CHAPTER V: DISCUSSION 172
Research Question Results 173

Research Question 1: How Do Teacher Leaders Describe Their Roles,

Responsibilities, and Experiences as Leaders in Their School Building?............ 173
ROLES. ..ttt ettt et e s 173
RESPONSIDIIITIES. ....eveieeeiiiie et e et e et e e et e e e e ete e e e snsaeeesnnneeeennnes 175
20T 4 1S3 1 17 SR 176

Research Question 2: How Do Teacher Leaders Describe Their Involvement in the

Decision-Making Process? 179

Research Question 3: How Do Teacher Leadership Practices Influence Job

Satisfaction and Teacher Retention? 184

Important Findings 191

Important Finding One: The Interplay Between The Teacher Leadership Role and
the Teacher Leadership Endorsement Program Training Improves Job Satisfaction

191

Important Finding Two: Teachers May Need Training to Become Effective Leaders

192

Important Finding Three: Teacher Leadership Doesn’t Have to be Formal......... 192

X1l



TEACHER LEADERSHIP

Important Finding Four: Administrators Can Make or Break the Job Satisfaction of

Teachers 194

Important Finding Five: Teacher Leaders Aren’t Inmune to Workplace Stress... 195

Limitations 197
Implication of the Results for Practice 198
Recommendations 199

Recommendations for Administrators 199

Recommendations for Policy Makers 201

Recommendations for Future Research 203
Conclusion 204
REFERENCES 207
APPENDIX A: RESEARCH AND INTERVIEW QUESTIONS: 220
APPENDIX B: INVITATION TO PARTICIPATE 221
APPENDIX C: INFORMED CONSENT 223

APPENDIX D: INTERVIEW AND DOCUMENT REVIEW PROCEDURES 226

APPENDIX E: OBSERVATION PROCEDURES 228

APPENDIX F: LETTER FROM SUPERINTENDENT 229

APPENDIX G: DIRECT OBSERVATION AND DOCUMENT REVIEW DATA

FORM 230

APPENDIX H: IRB APPROVAL FORM 231

Xiii



TEACHER LEADERSHIP

LIST OF TABLES

Table 1. Themes and Research Questions 168

Table 2. Comparison of Important Findings With Existing Research on Teacher

Leadership and Job Satisfaction 197

X1V



TEACHER LEADERSHIP

LIST OF FIGURES

Figure 1. Concept map connecting TLEP and teacher leadership role to job

satisfaction.

Figure 2. Research question one concept map

Figure 3. Research question two concept map.

Figure 4. Research question three concept map.

XV

165

178

184

190



TEACHER LEADERSHIP

CHAPTER I: THE PROBLEM AND JUSTIFICATION

Overview of the Issues

Although several initiatives have attempted to increase teacher job satisfaction in
order to improve teacher attrition rates, research conducted by Boe, Cook, and
Sunderland (2008) and Ingersoll (2001) suggests that these efforts have not been able to
halt the high turnover rates experienced in the education sector. Between 2008-09, 69.3%
of teachers who left the teaching profession exited voluntarily for reasons other than
retirement. It appears that job dissatisfaction, specifically relating to physical
environment, administrative, and policy issues, remain the foremost reasons why teachers
voluntarily exit the teaching profession (Sutcher, Darling-Hammond, & Carver-Thomas,
2016). Early-career teachers appear to be particularly vulnerable (Boe, Cook, &
Sunderland, 2008; Fisher, 2011; Hughes, 2012; Ingersoll, Merrill, & May, 2014). In
addition, experienced teachers who have an interest in school leadership may not desire
administrative roles but see few options available to them that would allow for career
advancement while remaining in the classroom (Danielson, 2006). This being true, many
factors may influence teacher retainment including administrative support, classroom
management abilities, autonomy, pay, student motivation, paperwork requirements,
teacher preparation and pre-service experiences, curriculum, type of school environment,
and experience level (Ingersoll, 2001; Ingersoll et al., 2014; Mee & Haverback, 2014).

School districts, struggling to retain both early-career and experienced teachers
are looking for answers to the growing retention problem that they face. Interestingly, in
the field of education, the rise of distributed leadership models has created a renewed
emphasis on formal and informal teacher leadership, which may help empower teachers,

especially those with limited experience, so that they will continue to stay in the teaching
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profession (Angelle, 2010). In addition, several universities in Ohio have introduced
teacher leadership endorsement programs that aim to better prepare teachers to lead in
their own district. These programs may also aid in retaining teachers by emphasizing
important aspects of teaching outside of content knowledge, which is stressed during the
teacher preparation process (Ingersoll et al., 2014; Mee & Haverback, 2014; Sass, Seal, &
Martin, 2010). As teacher leadership shifts from administrative task completion to more
collaborative work that aims to improve instruction, classroom management, and the use
of data to drive instruction, teacher leadership is poised to make a real difference in both

student and teacher outcomes (Danielson, 2006).

Statement of the Problem

It is likely that anyone in the field of education knows teachers who have left the
field of teaching entirely. Although this may be true, certain groups appear to be more
vulnerable to exit attrition. It has been shown that early-career teachers leave the
classroom at higher levels than those with more experience (Boe et al., 2008). Boe et al.
(2008) report that teachers have a 25.5% chance of leaving in their first three years,
increasing each year until year six. Although reasons for leaving are varied, research
suggests that one possible factor influencing teacher retention centers around teachers’
pre-service preparation experiences, which appear to be widely varied and focused on
content knowledge over pedagogical knowledge (Ingersoll et al., 2014; Mee &
Haverback, 2014; Nolan & Palazzolo, 2011; Sass et al., 2010). Additionally, early-career
teachers are not always offered leadership positions in their schools, as positions are
absorbed by more experienced teachers instead. Teacher leadership increases teacher

empowerment, involvement, and improves self-efficacy (Angelle, 2010; Hargreaves &
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Fink, 2006); therefore, it is worthwhile to explore how retention rates of early-career
teachers may be affected by taking on leadership positions in their schools.
Additionally, experienced, middle-career teachers have historically been
presented few options in terms of career advancement beyond accepting administrative
positions. Some of these experienced teachers, having little interest in stepping into
administrative roles, feel stagnant and even bored in the classroom as their desire to lead
is stifled (Danielson, 2006). Presently there is a gap in the research showing how teacher
leadership positions may improve job satisfaction leading to improved teacher retention
(Margolis, 2008). This study aims to address this gap in the research. The research

problem is to determine how teacher leadership positions influence teacher retention.

Purpose of the Study

The purpose of this study is to explore the roles, responsibilities, and experiences
of teacher leaders and determine how their leadership experiences influence job
satisfaction. The researcher focuses on emerging constructs in the literature surrounding
teacher job satisfaction including autonomy, decision making, and administrative support.
Although a true cause and effect relationship between teacher leadership and job
satisfaction cannot be made with the case study research design used here, the results of
the research study show that the teacher leaders who were studied did experience
increased autonomy, decision making, and administrative support. Interviews, direct
observation, and document review data help to uncover participants’ differences in job
satisfaction as it relates to their teacher leadership role. These results may encourage

school districts to develop, support, and sustain teacher leadership practices.
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Research Design

A descriptive, single-case, case study design was implemented for this study as
the researcher studied a phenomenon and how it presented itself in a real-life,
professional setting within one school district. A role-based data unit approach was
employed as the roles, responsibilities, and experiences of teacher leaders were explored.
Multiple sources of data were gathered from semi-structured interviews, direct
observations, and document reviews. These multiple sources of data improved the
internal validity of the study by using a data triangulation process. Data was coded into
emerging categories as it related to the responses given during the interview process, data
gathered during the direct observation process, and evidence shown in the documents

reviewed.

Research Questions

Three research questions were explored in this case study on how teacher
leadership affects job satisfaction and teacher retention. The research questions were
selected to determine if teacher leaders’ roles, responsibilities, and experiences reflect
changes in autonomy, decision making, and administrative support, as all are evidenced
in the literature as key determinants of teacher job satisfaction (Aspen Institute, 2014;
Colbert, Brown, Choi, & Thomas, 2008; Hargreaves & Fink, 2006; Remijan, 2014).
Selecting research questions in this way assisted in adding internal validity to the study,
considering the researcher was attempting to ask questions to explore the concepts
evidenced in the literature. By analyzing data from semi-structured interviews, direct
observations, and document reviews, the researcher attempted to show that teacher
leadership influences the job satisfaction of those accepting teacher leadership roles.

Below are the research questions that were used in the study.
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Research Questions for Teacher Leader Participants
1. How do teacher leaders describe their roles, responsibilities, and
experiences as leaders in their school building?
2. How do teacher leaders describe their involvement in the decision
making process?
3. How do teacher leadership practices influence job satisfaction and

teacher retention?

Significance of the Study

Teacher retention is a problem that is well known even to those not directly
involved in education. Attrition rates have changed significantly in the last 30 years, with
levels increasing over 50% between the years of 1989 and 2005. Additionally, between
2008-09, 69.3% of teachers who left the teaching profession exited voluntarily for
reasons other than retirement (Sutcher et al., 2016). Teacher job satisfaction is influenced
by a variety of factors, including student behavior, pay, administrative support, and
school setting (Greenlee & Brown, 2009; Ng & Peter, 2010). Although teachers are often
intrinsically motivated to improve student outcomes, financial incentives such as pay and
benefits also heavily influence the job satisfaction of teachers (Hughes, 2012). Early
research completed by Ingersoll (2001) corroborates the above research, showing that
administrative support, student behavior, decision-making power, and pay have been
shown to influence teacher retention in teachers. Age also appears to have an impact
attrition in teachers, as a U-shaped curve is evident in the teaching population with both
younger and older teachers showing a greater risk to exit attrition (Ingersoll, 2001). Many
state and national efforts have been made to improve teacher retention; however, issues

still remain. District leaders may be able to improve job satisfaction and teacher retention
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rates by increasing levels of autonomy, decision making, and administrative support by
creating, supporting, and sustaining teacher leadership practices.

Although teacher leadership and school improvement have been correlated by
Hargreaves and Fink (2006), teacher leadership has also been shown to increase teacher
empowerment, which leads to improved self-efficacy (Angelle, 2010). The topic of
teacher leadership is of particular interest to me because I am presently operating in a
hybrid teaching role, split between classroom teaching and instructional coaching. Prior
to fulfilling this role, I was a content area department chair and, at present, still serve on
the Building and District Leadership teams. Anecdotally, my experiences as a teacher
leader have provided me with increased autonomy, decision-making power, and
administrative support, which have all increased my feelings of job satisfaction. Although
it is hypothesized that teacher leadership positions will increase employee job autonomy,
job satisfaction, and even self-efficacy, this area of research is limited because the
construct of teacher leadership is difficult to operationalize.

This was expressly evidenced at a 2017 Ohio Department of Education Teacher
Leader Workgroup meeting in which I was a participant. The workgroup was selected to
help draft a model framework to be used by local school districts in the state of Ohio and
was released to the public in November of 2017. Those selected for the group
encompassed a wide breadth of educational roles, including classroom teachers, teacher
leaders, principals, central office administrators, Ohio Education Association
representatives, higher education representatives, and also those holding various
administrative positions within the Ohio Department of Education. Stakeholders involved

in this meeting were asked to operationalize the construct of teacher leadership, and



TEACHER LEADERSHIP

based on the variety of examples from both practical and theoretical standpoints, it was
concluded that the construct of teacher leadership was defined and practiced in a
multitude of ways.

Researchers York-Barr and Duke (2004) corroborate this evidence, citing that the
breadth of teacher leadership practices are wide, and that the studies completed offer only
partial pictures due to the small sample sizes and reliance on convenient sampling. This
being true, the Ohio Department of Education decided to use existing teacher leader
model standards as a guide for the teacher leadership framework. Grounded in theory and
empirical evidence, these model standards anchored the work completed by the
workgroup (Teacher Leader Exploratory Consortium, 2011). As several universities in
Ohio have implemented teacher leader endorsements, it is likely that in tandem with the
Ohio Department of Education’s model framework, teacher leader practices in the public
school setting will increase in the state of Ohio.

A growing body of research (Aspen Institute, 2014; Danielson, 2006) supports the
practice of informal leadership over formal leadership. Opting for a dispositional role that
does not require a teacher to be elected or nominated to a position opens the door for
many teachers to become leaders beyond their own classrooms. This may be specifically
meaningful for early-career teachers, as it has been shown that they are not as likely to
influence school decisions as they would like to (Nolan & Palazzolo, 2011). Given that
early-career teachers are some of the most vulnerable in terms of teacher burnout and
stress, which may affect teacher retention (Craig, 2014; Fisher, 2011), the widespread
support for informal leadership positions may have the potential to help increase teacher

retention in early year teachers.
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In addition to retaining early-year teachers, teacher leadership may also help
retain teachers who have been teaching for some time but are feeling a desire to lead
beyond their own classrooms (Danielson, 2006). More-advanced teachers have
historically been given only few options for career advancement beyond that of
administrator (Danielson, 2006). Perhaps teacher leadership positions, either formal or
informal, could keep advanced teachers in the classroom while also leading in other ways
in their school building. Additionally, the teacher leadership endorsement programs that
are beginning to emerge in the state of Ohio may also help teachers fill in any
pedagogical gaps that may still be present from teacher preparation experiences (Ingersoll
et al., 2014).

Several benefits also exist for teacher leaders and school districts; this study
explores how teachers may become better leaders through self-reflection of their
professional efforts and by understanding their leadership strengths, weaknesses, and
style. In addition, schools may benefit from this study as teacher leaders can better
understand their role, which could in turn affect student outcomes in a positive way.
Lastly, this study will increase the knowledge base in the field of teacher leadership
primarily in relation to job satisfaction and teacher retention. Considering the low risk to
participants and the importance of improving teacher job satisfaction and retention
nationwide, this study is not only timely but an important entry point into a deeper

exploration of the benefits of teacher leadership.

Assumptions, Limitations, and Delimitations

Assuming an epistemological perspective, the researcher holds the belief that
through the semi-structured interview, direct observation, and a document review

process, it is likely that the researcher and the participant mutually influence one another.
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As the researcher is presently serving in a teacher leadership role, a sense of comradery
between researcher and participant had the potential to emerge, leading to a more robust
two-way discussion about teacher leadership in actual practice. This was likely most
evident during the semi-structured interview process, as the researcher followed a
scripted set of interview questions but had the freedom to encourage the participant to
elaborate or extend their response to gain a better understanding of the roles,
responsibilities, and experiences of teacher leaders.

In addition to approaching the study from an epistemological perspective, a causal
perspective may also have been evident as teacher leadership may improve job
satisfaction, while those with high levels of job satisfaction may seek out teacher
leadership opportunities. It is entirely possible that the participants being studied were
drawn to teacher leadership due to higher levels of job satisfaction. This may be most
evident in informal leaders, those who lead without formal title, as they are not bound by
contract or the duties of an elected or appointed position, instead opting to lead by choice.
By understanding both the epistemological and causal assumptions, the researcher
attempted to have a better understanding of the phenomena being studied.

Based on the reviewed literature suggesting that autonomy, decision making, and
administrative support all influence teacher job satisfaction, the researcher believes that
the implementation of a teacher leadership model that allows teachers to have greater
autonomy, increased decision making potential, and frequent interaction with
administrators has the potential improve job satisfaction in teachers. These improvements
in job satisfaction may have the potential to influence teacher attrition rates in favorable

ways not only for teachers but also for districts who struggle to retain teachers. As
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connections exist between the intrinsic factors reported by those taking on teacher
leadership roles and job satisfaction (Jacobs, Gordon, & Solis, 2016), it is logical to
conclude that teacher leaders will report higher levels of job satisfaction, which has the
potential to help districts retain teachers.

As with any research study, limitations exist. Employing a qualitative, case-study
approach for gathering data, participants in my study may not be indicative of teacher
leaders in all districts, which could affect further extrapolation of the data collected. In
addition, choosing to research teacher leaders operating in a suburban, socio-
economically advantaged school district may differ from other districts. Fully
acknowledging this as a delimitation, the researcher was personally interested in
exploring teachers leaders who share similar workplace experiences to his own. Lastly,
the small sample size used in the study may influence the generalizability of the data
collected and analyzed. It is entirely possible that the four teacher leaders’ roles,
responsibilities, and experiences differ from others in similar formal or informal teacher
leadership positions.

Teacher leadership has many definitions. Because the construct of teacher
leadership within some school districts is lacking operationalization, using the term
“teacher leader” may have different contexts depending on the person being researched.
Coaching, bargaining, and union representative leadership positions will be excluded
from the research study as the researcher determined that these leadership positions are
non-academic in nature and do not clearly impact a school building in the same ways as
formal and informal teacher leaders in areas such as curriculum and instruction,

professional development, scheduling, course creation, departmental organization, etc.
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Additionally, it is unclear how districts select teacher leaders; that is, if any formalized
selection process is in place. Aligning with research conducted by Nolan and Palazzolo
(2011), inexperienced teachers are not always offered leadership opportunities. If this is
true, it will be challenging to connect teacher attrition and teacher leadership in terms of
that population.

Although these limitations have potentially confounding effects on the outcome
and further application of the study, teacher leadership research as related to job
satisfaction and teacher retention appears to be limited in availability. Given the increase
in teacher leadership preparation programs in states like Ohio and the development of
new state models for teacher leadership, this research study will begin the conversation
pertaining to the additional benefits of teacher leadership beyond that of student learning
and achievement. Given the current teacher attrition issues affecting school districts
nationwide, the implementation of teacher leadership programs may improve the
autonomy, decision-making power, and administrative support in teachers, which may

improve the job satisfaction and retention rates of teachers.

Definition of Terms

Several key constructs were explored during this research study. The constructs of
teacher leadership, distributed leadership, job satisfaction, and teacher retention were
used throughout the research study and are clearly defined below. Although definitions of
teacher leadership vary, every attempt was made to use a definition that included all of
the salient qualities of both formal and informal teacher leadership roles.

Teacher retention, attrition, and migration. Teacher retention and teacher
attrition are two constructs that are used throughout the study. The important delineation

is that teacher retention is largely discussed in terms of keeping teachers on the job, while
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teacher attrition reflects the numbers of teachers leaving the profession. In addition,
teacher migration is sometimes lumped into teacher retention statistical analyses but was
used in this study to describe teachers who left their current teaching position to take on a
new teaching position elsewhere. Early retention research conducted by Kirby and
Grissmer (1993) shows that teacher retention has been a confounding issue for some
time. Kirby and Grissmer (1993) report that the adequacy of teacher pay and overall
working conditions are predictors of teacher retention. It also appears that when
compared to Herzberg’s motivator-hygiene theory, both extrinsic and intrinsic factors
influence job satisfaction, which ultimately affects teacher retention (Herzberg, 1968).
This evidence has been supported by later research showing that both intrinsic and
extrinsic factors influence teacher retention (Battle & Looney, 2012).

Job satisfaction and meotivation. Job satisfaction is a construct that is fairly
simple to define but difficult to analyze, given the complex nature of the workplace. Job
satisfaction definitions vary, but Kalleberg (1977) offers that job satisfaction is “a result
of a personal value system which assumes that work which enables satisfaction of one’s
needs furthers the dignity of the human individual, whereas work without these
characteristics limits the development of personal potential and is, therefore, to be
negatively valued” (p. 124). As evidenced by Herzberg’s (1968) motivator-hygiene
theory, job satisfaction can be affected by extrinsic motivators such as pay and
recognition but also affected by factors such as job security, work conditions, and even
colleague interactions. Theorists Hackman and Oldham (1975) add that job satisfaction is
most positively affected by a work environment that intrinsically motivates workers. For

the purpose of this study, job satisfaction will be defined simply as one’s enjoyment of
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the workplace environment, relationships with colleagues and administrators, and belief
that their work is meaningful.

Interestingly, modern day author and thinker Dan Pink asserts that the “carrots
and sticks” that once seemed to motivate the workforce no longer work effectively in the
conceptual age (Pink, 2009). Pink encourages a shift away from the hierarchical model of
leadership and advocates for employee engagement and autonomy while on the job. One
can easily apply Pink’s ideas to the educational setting as teachers may find it challenging
to motivate students. Some of this disconnect may lead teachers to feel helpless in the
face of increased behavior issues and difficulties with classroom management (Mee &
Haverback, 2014).

Teacher leadership. York-Barr and Duke (2004) offer a widely accepted
definition of teacher leadership, “the process by which teachers, individually or
collectively, influence their colleagues, principals, and other members of the school
community to improve teaching and learning practices with the aim of increased student
learning and achievement” (p. 287). Additionally, Vernon-Dotson and Floyd (2012)
define teacher leadership as “the ability of professionals to forge a sense of community
and share a commitment for increasing student achievement, engaging the faculty and
staff, and enhancing the school climate with an overarching goal of building a capacity
for change” (p. 40). Using these two definitions as a guide, one can see the connection
between the tasks and skills teacher leaders must possess in order to influence student
learning and achievement. For this study, the researcher used the definition provided by
York-Barr and Duke (2004) because it encompasses the spirit of both formal and

informal leadership types.
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In addition, it is important to highlight the importance York-Barr and Duke
(2004) place on the collaborative and collegial manner in which teachers and principals
must work together to improve student learning. These practices can only be present in an
environment where school leaders distribute leadership among their staff members.
Principals must invest in their teachers (Hoppey & McLeskey, 2013; Maxfield &
Flumerfelt, 2009), supporting efforts to lead both formally and informally. As teacher
leadership has shifted away from merely administrative work (Aspen Institute, 2014),
principals must also be able to support teachers in the areas of teaching and learning as
their choices indirectly affect classroom practices (Robinson, Lloyd, & Rowe, 2008;
Supovitz, Sirinides, & May, 2010).

Distributed leadership. A natural outcropping of the rising support for
distributed leadership practices, teacher leadership positions provide teachers with more
opportunities to lead, which has been tied with school improvement (DeAngelis, 2013:
Hargreaves & Fink, 2006). Louis, Dretzke, and Wahlstrom (2010) suggest that an
emphasis on shared leadership supports the efforts to increase instructional capacity and
has the ability to positively influence student learning. Spillane, Halverson, and Diamond
(2001), began the work of creating a framework for distributed leadership, with the intent
of showing how changes in leadership practices can transform teaching and learning. The
researchers’ theory was primarily focused on the ways that informal and formal teacher
leaders are influenced by a distribution of tasks that were historically the territory of
building and central office leaders.

Self-efficacy. Self-efficacy research can be dated back to the work done by Albert

Bandura particularly in relation to social cognitive theory (Bandura, 1977). Bandura
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(1994) reports that “perceived self-efficacy is defined as people's beliefs about their
capabilities to produce designated levels of performance that exercise influence over
events that affect their lives. Self-efficacy beliefs determine how people feel, think,
motivate themselves and behave” (p. 2). Bandura’s definition of self-efficacy would
entertain later derivations, including teacher efficacy and more recently, teacher
collective efficacy. All three variations of self-efficacy are further reviewed in the

theoretical framework section of this paper.

Expected Outcomes

As school districts attempt to recruit and retain excellent teachers, the
implementation of teacher leadership programs may be able to help keep teachers in the
classroom where they are most valuable. Teacher leadership roles may help improve job
satisfaction by increasing autonomy, building leadership skills, and influencing building
policy decisions. Teacher leadership practices are also a viable way to help improve
student learning and engagement (Hargreaves & Fink, 2006). As such, it appears that
teacher leadership practices may help to increase both student and teacher outcomes.

Through the best practices modeled in the Teacher Leader Model Standards and
presence of several teacher leader licensure options, teacher leadership is being supported
not only by research but by actual practice (Denver Public Schools, 2017; Teacher Leader
Model Standards, 2011; Tennessee Teacher Leader Network, 2015). Through the in-
depth interview, observation, and document review analysis carried forth in this study,
the researcher hopes that the results gathered will help individuals, districts, and
educational policy makers to understand teacher leadership roles may help improve

teachers’ job satisfaction and retention levels.
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CHAPTER II: LITERATURE REVIEW

Introduction

Foundational research conducted by Kirby and Grissmer (1993) shows that
teacher retention has been a challenging issue for both teachers and school districts alike.
Although many believe that the majority of teachers leave the profession due to
retirement, the evidence suggests that a significant number of teachers leave prior to
retirement, many of them dissatisfied with their jobs (Sutcher et al., 2016). Teacher
turnover has been found to create challenging financial situations for school districts, due
to the sometimes labor-intensive process of recruiting and hiring new teachers, in
addition to the training necessary to bring new hires up to speed in their new districts
(Sass et al., 2010). School districts, struggling with recruiting and hiring effective
teachers, need to better understand why teachers leave.

Kirby and Grissmer (1993) report that the adequacy of teacher pay and overall
working conditions are predictors of teacher retention. As both intrinsic and extrinsic
factors have been shown to influence job satisfaction (Herzberg, 1968), the assumption
was made that teacher attrition is influenced by job satisfaction. It is reasonable to
conclude that a teacher who leaves the teaching field is likely to be dissatistfied enough
with their job that they leave the profession entirely. Luckily, teachers and school
districts are not without answers. Several factors have been shown to increase job
satisfaction in teachers, including increased autonomy, decision-making power, and
administrative support (Greenlee & Brown, 2009; Hargreaves & Fink 2006). Considering
that many of these factors are experienced by those operating in formal or informal
teacher leadership roles, perhaps school districts can better retain teachers by supporting

teacher leadership practices.
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Although operationalized in many different ways, teacher leadership practices,
whether they are formal or informal, may provide teachers with the autonomy, decision-
making power, and administrative support to stay engaged in their professions long term
while also providing school districts with ways to retain teachers, lessening the financial
and training costs associated with teacher turnover. Although some teacher leaders have
formal titles, others are leading informally, in ways that Danielson (2006) suggests are
integral to school and student improvement. Danielson (2006) argues that teacher leaders
don’t always need to be formally selected, given that they may have an interest in making
improvements or meeting a specific need of the school. This type of teacher leadership
can allow teachers to influence those in their school buildings without requiring
directives from administrators (Taylor, Goeke, Klein, Onore, & Geist, 2011). Clearly a
deviation from the top-down, hierarchical leadership model can shift teachers’ roles from
being passive receivers of information to more active participants in the day-to-day
operations of their school building (Taylor et al., 2011).

As can be expected, teacher leaders must possess a wide variety of skills and
perhaps most important, experience. Nolan and Palazzolo (2011) report that teacher
leadership has three defining elements: expertise, mentoring skills, and experience. Each
of these elements require teachers to hone and refine their skills, drawing from the
everyday experience of teaching. As expected, these attributes of teacher leadership can
be more difficult to gain in the early year of teaching. This expectation supports the belief
that teacher leadership must be taught as a part of teacher preparation programs so that
young teachers are prepared not only to understand their area of content, but also know

how to lead beyond that classroom as well (Nolan & Palazzolo, 2011).
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Interestingly, many teacher education programs, especially in math and science,
fail to prepare their teachers to be leaders, instead focusing more on building content
knowledge capacity (Ingersoll et al., 2014). Due to these possible deficiencies in their
training, teachers may fail to take on leadership roles because they don’t possess the
skills to effectively lead. Considering teacher leadership has been shown to increase
autonomy, improve decision-making power, and increase the support from
administrators, teacher preparation programs may be failing to prepare the next
generation of teachers in the area of leadership. These deficiencies can cause certain
groups of teachers, in particular early-career teachers, to experience higher levels of
stress that may contribute to burnout (Fisher, 2011). Interestingly, many of these
deficiencies could be addressed by supporting teacher leadership practices in school

districts nationwide.

Theoretical Framework

Employee job satisfaction is a construct that both employees and supervisors have
discussed for some time. Beginning with theories by humanistic thinkers such as Maslow
(1943) to more contemporary researchers like Tschannen-Moran (1998), most would
agree that employee job satisfaction has the potential to lead to increased worker
productivity, and in the world of education, teacher retention. In the following theoretical
framework, key theories pertaining to job satisfaction will be explored including
Maslow’s Hierarchy of Needs, Herzberg’s Motivator-Hygiene Theory, and Hackman and
Oldham’s Job Characteristics Model, in addition to more modern theories developed by

Bandura and Tschnannen-Moran that relate to self efficacy.
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Abraham Maslow’s Hierarchy of Needs

Abraham Maslow’s hierarchy of needs is a theoretical model that shows a
framework for overall life satisfaction. Constructed in a pyramidal shape with five
increasing levels, Maslow’s model can be conceptualized as rungs on a ladder, with first
steps being crucial to reaching any subsequent rungs. Maslow’s hierarchy of needs roots
itself in physiological needs and is then followed by safety needs, belongingness and love
needs, esteem needs, and concludes with self-actualization. Maslow suggests that needs
of the lowest levels must be met before any subsequent needs can be met (Maslow,
1943).

According to Maslow (1943), physiological needs such as food, shelter, and water
encompass the lowest level on the ladder. Maslow argues that these needs are integral for
survival and, although primitive in nature, are the requisite building blocks for further
satisfaction levels. Using Maslow’s model in the practical sense, one could assume that
financial compensation and access to healthcare would both satisfy the physiological
needs that an employee would need to progress to Maslow’s next level, safety. Safety
needs, Maslow reports, are at the core of the human spirit. Arguing that humans are a
safety-seeking mechanism, Maslow (1943) suggests that man could be considered to be
in a constant state of safety seeking. Maslow’s safety needs could easily be related to a
workers’ feeling of job security, which would then afford the means to satisfy the
important physiological necessities that must be met for survival. Also worth
acknowledging is the importance of overall safety while engaging in activities at the
workplace.

Once these basic safety needs have been met, one may then climb up to the next

rung on Maslow’s ladder, belongingness and love. Maslow (1943) indicates that a
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human’s desire for belongingness and love naturally occur only when safety and
physiological needs are sufficiently satisfied. Concluding that a human will hunger for
affection and even forget that, perhaps at one point in their life, love needs seemed
insignificant compared to the desire to maintain physiological homeostasis (Maslow,
1943). In the workplace setting, one could postulate that building and maintaining
positive relationships with colleagues and supervisors could fulfill one’s sense of
belonging.

The penultimate rung on Maslow’s ladder, esteem needs, places specific emphasis
on the value and respect that a person gives themself, which can then be affirmed by
others within their social or workplace network (Maslow, 1943). Commenting that
humans have a natural desire for reputation or prestige, Maslow (1943) reports that
esteem needs lead to self-confidence and capability, which is supported by the work of
Alfred Adler and would later be studied by Albert Bandura in relation to self efficacy,
which will be explored later in this paper.

Lastly, Maslow (1943) discusses the last rung in the hierarchy of needs, self-
actualization, a widely disputed idea that has been openly criticized by modern
researchers for lack of clarity and empirical evidence. Regardless of these modern
criticisms, Maslow’s concept of self-actualization is a need that many people still
arguably experience at some point in their lives. A person searching for self-fulfillment
will develop a feeling of restlessness that can only be fulfilled by doing work that they
are truly meant to do. Maslow (1943) might suggest for example that an athlete needs to
compete, a musician must make music, or that a woodworker must create something with

wood. Only then, Maslow suggests, will a person be fulfilled (Maslow, 1943).
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Limitations of Abraham Maslow’s hierarchy of needs. Although Maslow’s
theory is taught in introductory social science classes around the world, his work has
limitations. Firstly, Maslow’s empirical evidence of self-actualization was unclear as the
term became difficult to operationalize. Another key criticism revolves around the human
thought process and the limitations Maslow’s theory has in explaining the way a person
relates to each stage. Jerome (2013) suggests that, although somewhat flawed, Maslow’s
hierarchy is still a relevant theory that does have implications for organizational
management and human relations. For example, organizations that focus on meeting
physiological and safety needs will likely see improvements in performance. In addition,
Jerome (2013) argues that if organizations focus on meeting the needs of their employees,

the workers will in turn attempt to deliver the best service they can to the organization.

Frederick Herzberg’s Motivator-Hygiene Theory
Building on theory established by Abraham Maslow, Frederick Herzberg

developed his own theory, motivator-hygiene theory, to attempt to define the relationship
between worker job satisfaction and dissatisfaction. Initially studying engineers and
accountants, later research explored other groups as well. Arguing that separate factors
influence satisfaction and dissatisfaction, and that they are not simply opposites of one
another, Herzberg (1968) maintains that the opposite of job satisfaction and job
dissatisfaction is no satisfaction at all. The logic behind the theory, Herzberg (1968)
explains, is that motivating factors like pay and benefits usually create satisfaction, while
hygiene factors (or the lack of), such as work conditions and job security, can create
dissatisfaction. Increased motivating factors improve satisfaction, increased hygiene
factors can have a neutral response, and a decrease in hygiene factors usually leads to

dissatisfaction.
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Herzberg’s motivator-hygiene theory provides an in-depth assessment of a
worker’s experience while completing the daily tasks required of their job. Unlike
Maslow’s hierarchy of needs theory, Herzberg’s theory attempts to provide a more
detailed assessment of a person’s job experience. Ultimately employee satisfaction is
leveraged on factors that are intrinsic to the work experience, such as improvements in
work competency and recognition of contributing efforts (Hackman & Oldham, 1975).
According to Herzberg (1968), a person may be both satisfied and dissatisfied with
certain parts of their job, while other parts may be more neutral in terms of satisfaction.
Although Herzberg’s motivator-hygiene theory is criticized by some for the inconsistency
of replicated results when using slight variations in assessment instrumentation and
methodology, the utility of Herzberg’s theory is still apparent (Bassett-Jones & Lloyd,

2005).

Hackman and Oldham’s Job Characteristics Model

Richard Hackman and Greg Oldham continued the research and discussion of job
satisfaction by introducing the Job Characteristics Model (JCM), a foray into the intrinsic
motivating elements of the work experience. Hackman and Oldham (1975) focus much of
their research on defining how to intrinsically motivate people to perform effectively at
their job. The researchers define three interlocking variables: core job dimensions, critical
psychological states, and personal and work outcomes.

Surveying 658 employees working at 62 different jobs, the researchers conclude
that the critical psychological states mediated the core job dimensions and the personal
work outcomes. Hackman and Oldham (1975) were able to show that the core job
dimensions improve the critical psychological states and ultimately lead to improved

personal and work outcomes. Thus, it could be concluded that by improving the core job
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dimensions, one would be able to increase job satisfaction by providing an improved
work environment (Hackman & Oldham, 1975). This is important work because it shows
a causal relationship between organizational decisions and personal and work outcomes.
In the educational setting, adherents to distributed leadership and systems thinking

practices are largely supporting the work done by Hackman and Oldham (1975).

Albert Bandura’s Self-Efficacy Theory
Stanford University professor and former APA president Albert Bandura began

the intense discussion on the topic of self-efficacy, a belief that one can sufficiently
accomplish a task (Bandura, 1977). Bandura’s research makes the clear delineation
between an outcome expectation and an efficacy expectation, the latter being the
conviction that one has the skills to execute a necessary behavior (Bandura, 1977). Self-
efficacy is arguably one of the most important traits that a successful educator must
possess if they are going to feel like they can meet the demands of their profession.
Bandura (1977) continues by reporting that people will avoid tasks that exceed their self-
reported abilities and take on tasks that they feel match well with their skill sets.
Bandura (1977) suggests that those with higher self-efficacy will be more likely to
persist with difficult tasks, while those with lower self-efficacy may be more likely to
either avoid difficult tasks or give up entirely. This has implications for organizational
management in that employers must recognize the actual and perceived ability levels of
their workers if they want their organization to be most successful. Also, it may be
deduced that by increasing the skills of workers, their sense of self-efficacy will likely

rise, which may lead to improved job satisfaction.
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Teacher Efficacy Theory

Later theorists would apply Bandura’s work to the educational field, coining the
term “teacher efficacy” as a key research construct. Research conducted by Armor et al.
(1976) is the seminal work in this area, showing that reading gains in low-performing
students were directly affected by key ideas pertaining to Bandura’s theory of self-
efficacy. According to Armor et al. (1976), factors include efficaciousness in teachers;
the ability to individualize, modify, and adapt materials; and already possessing specific
training in areas where students needed help. Out of this study, Bandura’s self-efficacy
became an important talking point in education, and the construct of teacher efficacy was
born. Several contemporary researchers have commented on and adapted Bandura’s work
and also utilize the research conducted by Armor et al.(1976) to inspire revisions and
extensions to the theory of self-efficacy.

Extensions of teacher efficacy. Research done by Tschannen-Moran, Hoy, and
Hoy (1998) offers some new directions for teacher efficacy. Arguing that self-efficacy is
task-specific and therefore different from self-worth and self-concept, the researchers
highlight the importance of the difference between Bandura’s outcome-expectation and
efficacy-expectation ideas. Perhaps more importantly however, Tschannen-Moran et al.
(1998) discuss some possible limitations of efficacy reporting and the related outcomes.
Arguing that efficacy is a self report of ability not a measure of ability, Tschannen-Moran
et al. (1998) suggest that a person may overestimate or even underestimate their ability
on a given task or skill. Adding to this problem, much of the data gathered on self-
efficacy is self-reported data measured by a variety of quantitative and measurement

instruments (Tschannen-Moran et al., 1998).
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In the 1980’s Gibson and Dembo created a survey instrument that aimed to assess
the self-efficacy of teachers (Tschannen-Moran et al., 1998). At the time, this was one of
the only instruments that gathered data relating to teaching efficacy. Building on prior
work done by Armor et al. (1976), the researchers found that teachers with higher levels
of self-efficacy persisted with difficult tasks when compared to those with lower levels of
self-efficacy (Tschannen-Moran et al., 1998). These findings corroborate the work
completed by Bandura (1977), showing that self-efficacious people are more likely to
challenge themselves and persist with difficult tasks despite hardship. Additionally, as
reported in the RAND study by Armor et al. (1976), Gibson and Dembo were also able to
show that teacher self-efficacy improved student achievement (Tschannen-Moran et al.,
1998). Other researchers, including Albert Bandura, would later amend and create their
own teacher self-efficacy instruments.

New definition of teacher efficacy. Tschannen-Moran et al.(1998) offer one of
the newest models of teacher self-efficacy, suggesting that an integration of multiple
theories be implemented to effectively measure the construct. This new model shares
some of the language of work completed by Bandura (1977) but adds two distinct
elements that aim to address the limitations of previous assessments. Tschannen-Moran et
al. (1998) complement previous theories by adding two qualifying factors: analysis of
teaching task and assessment of personal teaching competency. The researchers argue
because the model requires a competency judgment call to be made based on the analysis
of the task, a clearer picture of teacher efficacy can emerge. Furthermore, Tschannen-

Moran et al.(1998) offer a new definition of teacher efficacy as “the teacher’s belief in his
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or her capability to organize and execute courses of action required to successfully

accomplish a specific teaching task in a particular context” (p. 233).

Teacher Collective Efficacy
Building on the work of Tschannen-Moran et al.(1998), Goddard et al. (2000)

constructed an extension of teacher self-efficacy called teacher collective efficacy.
Goddard et al. (2000) define teacher collective efficacy as “a construct measuring
teachers’ beliefs about the collective (not individual) capability of a faculty to influence
student achievement” (p. 486). Showing the importance of the efficacy of group members
while working toward task completion, teacher collective efficacy deals more with the
achievement, stress levels, and shared thoughts of groups (Goddard et al., 2000). The
researchers suggest that the assessment of teacher collective efficacy may allow a greater
understanding of how different schools attempt to improve student achievement. As
evidenced by Armor et al. (1976), efficacious teacher beliefs did in fact improve student
learning, but it was unclear how the collective teacher group influenced student
achievement. The Goddard et al. (2000) research shows the strength of using teacher

collective efficacy as a way to show student improvement through the behavior of others.

Conclusion

In the education profession, job satisfaction is affected by many factors, including
student behavior, pay, administrative support, and school setting (Greenlee & Brown,
2009; Ng & Peter, 2010). Although many teachers are intrinsically motivated, extrinsic
factors such as teacher pay and benefits also heavily influence the job satisfaction of
teachers (Hughes, 2012). Districts would be wise to understand the synergistic nature of
these intrinsic and extrinsic factors as multiple studies show each affecting the job

satisfaction and retention in teachers (Jacobs et al., 2016; Margolis & Deuel, 2009). The
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research indicates that teacher leadership may be able to increase job satisfaction and
teacher retention by influencing teachers in both intrinsic and extrinsic ways. Therefore,
teacher leadership may have the potential to retain teachers, impacting not only the
teachers themselves but also the school districts who struggle to cover the costs of

attrition both financially and organizationally.

Review of Literature
Teacher Retention, Attrition, and Migration

Teachers enter the field of education for a variety of reasons, many centering
around the intrinsic desire to help students, availability of favorable working conditions
and salary, and increased vacation time in comparison to other professions (Hughes,
2012). Although it is true that the above factors may help increase job satisfaction and
retention levels in teachers, an alarming number of teachers are still leaving the field of
education for a variety of reasons. The natural outcome of these actions is a shortage of
teachers. Sutcher et al. (2016) suggest that much of the rhetoric surrounding teacher
demand blames an aging teaching workforce for higher levels of exit attrition, although
current research suggests otherwise. Even during historical periods of increased layoffs
and increased opportunities for early retirement, the majority of teachers exit the teaching
profession due to issues unrelated to retirement. For example in 2008-09, 69.3% of
teachers who left the teaching profession exited voluntarily for reasons other than
retirement (Sutcher et al., 2016). It appears that job dissatisfaction, specifically relating to
physical environment, administrative, and policy issues, remains the foremost reason why
teachers voluntarily exit the teaching profession. Although personal reasons such as

pregnancy or child care have been shown to be strong drivers of attrition, job
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dissatisfaction is still the primary factor relating to exit attrition in teachers (Sutcher et al.,
2016).

To complement the work done by Sutcher et al. (2016), earlier research completed
by Ingersoll (2001) shows that administrative support, student behavior issues, limited
decision-making power, and low salaries also influence teacher retention. Age also
appears to have an impact attrition in teachers, as a U-shaped curve is evident in the
teaching population, with both younger and older teachers showing a greater risk to exit
attrition (Ingersoll, 2001). As can be expected, those toward the far end of the age
spectrum likely leave teaching due to retirement; however, the evidence is overwhelming
that early-career teachers are particularly vulnerable to exit attrition (Boe et al., 2008;
Fisher, 2011; Hughes, 2012; Ingersoll, 2001; Ingersoll et al., 2014).

Through an in-depth analysis of Schools and Staffing Survey (SASS) data from
1991-2001, authors Boe, Cook, and Sunderland (2008) report a steady rise in teacher exit
attrition. Although special education teacher data reports slightly higher than the general
education population, between 1991-2001 both groups reported between a 5-8% attrition
rate (Boe et al., 2008). In addition, compared to previous literature related to teacher
retention, Boe et al. (2008) report that teachers in the first three years of teaching show
some of the highest exit attrition rates. Although these exit attrition rates seem high, in
comparison, both the non-business and healthcare sectors report higher rates than those of
both special and general education (Boe et al., 2008).

It is worth clarifying that teacher attrition is different than teacher migration; the
latter describes teachers who leave their school to begin teaching in another school.

Teacher migration does not decrease the supply of teachers because those who leave to
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work in other districts are still filling a spot previously unfilled in that district (Ingersoll,
2001). Although this may be true, it is estimated that teacher turnover costs thousands of
dollars per teacher, whether they move to another school district or leave the profession
altogether (Sass et al., 2010) Financially, even migration can provide challenges for
school districts who are also burdened with a revolving door of those who leave and
those who newly arrive, as the district is faced with the intensive training necessary to
bring new hires up to speed and be prepared to work in their new school environment
(Sass et al., 2010). Therefore, Ingersoll (2001) concludes that although teacher migration
may not appear to affect school staffing efforts, it may affect the organizational aspects of
a school, which in turn does affect the staffing of schools. Building on this point, it can be
concluded that schools with high teacher retention problems also probably have high
teacher recruitment problems as well (Ingersoll, 2001).

Teacher retention improvement efforts have focused on many different areas,
including concerted efforts toward increasing the supply of teachers. Although efforts
like these are worth pursuing, simply attempting to increase the supply of teachers
unfortunately has not been shown to be an effective solution to this growing problem
(Greenlee & Brown, 2009; Ingersoll, 2001). In Ohio, retirement changes have helped to
retain teachers due to an increase in the years of service required for maximum retirement
benefits (Zagorsky, Olsen, Hawley, & Gnagey, 2013). At the same time, the Ohio
Department of Education has identified teachers who have accrued between five and
twenty-seven years of teaching experience who are “job locked,” making their job
prospects outside of education unfavorable combined with drastically reduced pension

benefits if they were to leave early. As evidenced by the work of Ingersoll (2001) on
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teacher retention, efforts in areas such as administrative support, classroom management
skill development, improved decision-making power, and salary increases may be better
areas to focus improvement efforts rather than attempting to push more teachers into the
profession or hold hostage the dissatisfied teachers who are presently working. As
Ingersoll (2001) provides, it may be better to decrease demand rather than increase the
supply of teachers.

Generally teacher attrition is viewed negatively, although it is normal, inevitable,
and beneficial at times (Ingersoll et al., 2014). Some teachers leave to take on other
education-related jobs, including those that provide them with a source of upward
mobility. Additionally, some leave the teaching profession or move to another school for
personal reasons such as pregnancy or to take care of a child. Who is leaving and why
they leave often overshadows the strain that school districts undergo to replace those who
leave, no matter the reason, in the areas of time and decreased instructional staff
(Ingersoll et al., 2014). Some of these effects are direct while others are more indirect.

Although some teacher turnover may be beneficial to employees and school
districts alike, it is no question that high teacher turnover is an issue that has substantial
and sweeping implications (Sass et al., 2010). High teacher turnover rates rob
experienced classroom teachers of professional development time and other teaching
responsibilities if they are providing support for new teachers entering their school
district (Sass et al., 2010). Given that new teachers are generally lacking in the areas of
pedagogical practice and instructional methods, districts may struggle to meet these needs
that should be addressed in pre-service and teacher preparation training (Ingersoll et al.,

2014).
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Teacher shortages have also been linked to teacher attrition, with research
suggesting that the main reason many districts struggle with teacher shortages is due to
teacher attrition. Attrition rates have changed significantly in the last 30 years, with levels
increasing over 50% between the years of 1989 and 2005 (Sutcher et al., 2016). Although
many studies paint a dire picture of teacher retention, research conducted by Hughes
(2012) shows that 83% of teachers in their study plan to finish out their careers in the
classroom, while the 42% that plan to leave the classroom intend to pursue advancement
within the field of education. Regardless of the statistics that show attrition numbers in
teachers, Ingersoll (2001) found that most teachers left the teaching profession for similar
reasons, including job dissatisfaction as they desired better jobs, better careers, and other
opportunities outside of education. Salary issues, lack of administrative support, and
student motivation issues also influence exit attrition. Dissatisfaction in those who
migrated were related more to salary issues, administrative support, decision-making
power, and student behavior problems (Ingersoll, 2001).

Ng and Peter (2010) indicate that teacher retention cannot be related to any one
factor, as a variety of professional and personal forces affect a teacher's decision to leave
the educational field. In support of these findings, Greenlee and Brown (2009) indicate
that many factors affect recruiting and retaining teachers in challenging schools,
including monetary incentives, working conditions, and behavioral qualities of the
principal. Participants indicated that they would be more likely to stay teaching in
challenging schools if their principal provided a shared vision while employing a school
culture that is both positive and committed to educational excellence. What is evident is

that the reasons for leaving are varied, and although most center around teachers leaving
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for personal reasons, even more leave because they are dissatisfied with the job itself, to
pursue what they feel will be a better job or career field (Ingersoll, 2001).

Early-career teachers and retention. As mentioned before, early-career teachers
are not only vulnerable and arguably unprepared to lead in their schools, they are also
facing a retention crisis that is alarming (Boe et al., 2008; Fisher, 2011; Hughes, 2012;
Ingersoll et al., 2014). Early-career teachers have shown some of the highest rates of exit
attrition when compared to those with more experience (Boe et al., 2008). Early-career
teachers have been shown to be most vulnerable to exit attrition directly after the first
year of teaching (Ingersoll et al., 2014). It is no surprise that teaching can be a stressful
profession. Those new to teaching may reduce their stress levels by collaborating with
peers, receiving appropriate professional development opportunities, and receiving
mentorship services from more experienced teachers (Fisher, 2011). As can be expected,
not all school districts may adequately or effectively provide these services to new
teachers, which may increase their stress levels (Fisher, 2011). Additionally, early-career
teachers may not have developed the skills necessary during their pre-service or teacher
preparation experiences to navigate the challenges of the first few years of teaching
(Ingersoll et al., 2014).

Ingersoll et al. (2014) used extensive survey data to provide a deeper
understanding of the experiences that early-career teachers received during their pre-
service and teacher preparation programs. Results showed that the type of college
attended, degree attained, and pathway to teaching were much less important than the
actual experience early-career teachers had prior to teaching. The researchers indicate

that increased pedagogical knowledge in addition to extensive practice with teaching and
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teaching methods were strong predictors of early-career teachers’ retention levels.
Teachers who spent more time teaching, observing others’ teaching practices, and
receiving feedback on their own teaching were far more likely to continue to teach after
their first year on the job than those with dissimilar experiences. Other important factors
in early-career teacher retention are whether or not participants were trained in child
psychology, learning theory, and adaptive instruction (Ingersoll et al., 2014).

Worth noting are the wide variety of experiences early-career teachers receive
prior to teaching. The researchers found that although some teachers had extensive
training in teaching methods and other pedagogical practices, over 15% of teachers in
their study received little to no training in these areas. Additionally, less than 10% of
teachers in the study reported that they received comprehensive pedagogical training and
teaching experience preparation. These results are important considering that teachers
who are more prepared in these areas are much more likely to remain teaching (Ingersoll
et al., 2014). Based on the pre-service and teacher preparation experiences received by
the early-career teachers in this study, the researchers estimated that those with the lowest
level of pedagogical and teaching experience prior to teaching had a 24.6% probability of
exit attrition versus 9.8% for those with comprehensive training prior to classroom
teaching (Ingersoll et al., 2014).

In studying novice teachers in the public school setting, Henry, Bastian, and
Fortner (2011) attempted to uncover particular areas that relate to retention. The
researchers were interested in finding to what extent early-career teachers improve with
additional teaching experience and if the teachers leaving the teaching profession were

more or less effective. Through the study of the participants in their research, they arrived
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upon several key findings. The first finding is that teacher effectiveness for early-career
teachers rises substantially between the first and second year of teaching. The researchers
went so far as to name this phenomenon “the second year jump” (Henry et al., 2011, p.
275). Secondly, they report a flattening of improvements in effectiveness after the third
year of teaching. The study also discovered that teachers who leave upon completion of
their first year were shown to be less effective on standardized test scores than those who
teach into their later years. Lastly, the study indicates that teachers who left before their
fifth year of teaching were less effective and exhibited lower workplace performance than
those who stayed into their fifth year. The results strongly support the fact that teachers
who decide to leave teaching are less effective than those who remain in the classroom,
which not only affects those they work with but the academic performance of students
that they teach (Henry et al., 2011).

These results are interesting because they show how the experiences gathered
during the first few years of teaching are arguably the most important, while at the same
time showing that teachers with more experience see lower gains in effectiveness than
those in their early years of teaching (Henry et al., 2011). Henry et al. (2011) conclude
that attempts must be made to improve early-career teachers’ effectiveness as quickly as
possible so as to promote increased student achievement. One could also conclude that a
focus on early-career teachers’ development may also aid in teacher retention. The
researchers also suggest that a greater focus must be made on improving the experience
levels of early-career teachers instead of attempting to identify ineffective teachers with

the intent of removing them from teaching (Henry et al., 2011).
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Building on these findings, one can quite easily question if teachers leave because
of their experience level of teaching, environment in which they work, or administrative
support they have. Interestingly, the workplace environment doesn’t have nearly the
effect on teacher retention as do teachers’ personal and professional characteristics
(Dagli, 2012). It has been suggested, however, that teacher preparation programs may not
be adequately preparing students in the areas of instructional pedagogy, classroom
management, and leadership, which may be contributing to the alarming attrition of
early-career teachers (Ingersoll & Merrill, 2014; Mee & Haverbeck, 2014).

Experienced teachers retention related to career advancement. Although
teacher leadership positions are not new, career advancement for teachers often gravitate
toward the pursuit of administrative positions (Taylor et al., 2011). As one would expect,
administrators would likely see increases in decision-making power, the ability to
influence other teachers, and the ability to begin and support initiatives. Interestingly,
each of these motivators were evidenced by Hancock and Muller (2009), who surveyed
331 educators in a principal preparation program in the United States. In a top-down,
hierarchical model of leadership, teachers may not be able to fulfill any of the above
motivators; however, one can easily argue that a teacher leadership position operating in
a distributed leadership environment would likely be able to influence their school
building in these above areas. As Danielson (2006) suggests, some teachers want to
continue to teach, while also influencing those with whom they work in greater ways.

Teachers are well equipped to be school leaders because they have a wide variety
of school-based experiences from which to draw, depending on the task required, and

also have experienced the unique socialization necessary to operate in a school
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environment (Spillane & Anderson, 2014). Some may also have more extensive
leadership experiences, having been a part of various leadership teams or school-based
committees. To strengthen this point, Myung, Loeb, and Horng (2011) show that teachers
who had experience being a part of schoolwide leadership team were much more likely to
be tapped for administrative roles than those who were not a part of these groups. The
data gathered in this study indicate that out of 8,197 teachers with ten years of experience
or less, only 9% were actually interested in becoming administrators. This percentage
increases to 26%, however, if an existing school principal is actively encouraging a
teacher to pursue administration (Myung et al., 2011). This robust survey sample
strengthens the argument that not all teachers desire an administrative leadership position
and that perhaps a greater focus on teacher leadership will keep more experienced
teachers engaged and excited about their professions. Myung et al. (2011) do make a
strong argument that the principal has a large influence on teachers entering
administration, but the truth is that not all teachers are going to be tapped for an
administrative position.

Citing evidence from the research completed by Stone-Johnson (2014) and the
extensive teacher leadership work of Danielson (2006), districts would be wise to
encourage and support experienced teachers to take on teacher leadership roles in their
schools. This is especially important as many teachers see teacher leadership as a unique
and powerful way to increase student learning not merely a stepping stone toward
administration (Danielson, 2006). Doing so will likely engage a teacher who has the

skills to lead beyond their classroom but just needs the support to do so.
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Teacher retention and administrative support. It is no surprise that
administrators have a tremendous amount of influence on those working in a school
building. It is no longer a question that school climate begins with members of the
administration. (Sass et al., 2010). Professional school leaders are called to support each
teacher’s needs, especially in the areas that directly impact them each day. Providing
adequate resources, including teachers in the decision-making process, and offering
professional development opportunities for teachers should be at the heart of a school
leader’s approach to leading a school. Even if school leaders are already doing many of
these things, school districts should also commit to providing professional development
for administrators so that they continue to develop innovative and supportive leadership
skills. These approaches to leadership have been shown to increase teacher self efficacy,
empowerment, and retention while decreasing stress and burnout (Sass et al., 2010).

Lack of support offered by administrators has been shown to increase job
dissatisfaction in teachers (Sass et al., 2010). As teachers are often operating within the
confines of their own classrooms, they may receive little instructional support from
administrators, which may in turn lead to job dissatisfaction (Sass et al., 2010). Building
a case for administrative support, a study by Margolis (2008) indicates that certain groups
of teachers who are at a crossroads in their careers are heavily influenced by the support,
or lack thereof, coming from their administrators. Perhaps they will be tapped for a future
administrative role or, at worst, under-supported and left to fend for themselves.
Gonzalez, Stallone-Brown, and Slate (2008) completed a qualitative study examining
eight teachers who decided to leave the teaching profession. Seven of the eight teachers

indicated that administrative members were a main reason why they decided to leave.
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Most of the participants in this study felt that administrators showed them disrespect,
opting to put teachers down instead of pick them up (Gonzalez et al., 2008). This
disrespect was often carried out publicly, even in front of students and parents. The
research conducted by Greenlee and Brown (2009) echoes a need for a supportive
environment to be facilitated by administration, not one that is divisive and demeaning.
Gonzalez et al. (2008) found that some of the participants in their study indicated
that administrators “dumped” problem students into their classrooms, creating a less than
desirable educational environment for both the teacher and other students. Building on
this findings, Gardner (2010) also indicates that large class sizes with higher than typical
levels of students with special needs led teachers in their study to report increased levels
of job dissatisfaction. Additionally, participants indicated that administrators pressured
teachers to act unethically in grading practices by encouraging them to change failing
grades for students. Administrator demands were also a central theme in the research
conducted by Craig (2014), as teachers decided to leave because they were unwilling to
comply with difficult demands placed upon them. As one can imagine, an environment
such as this would surely lead teachers to feel less empowered and more burned out.
Conversely, it appears that teachers are more likely to remain teaching in or take
on a teaching job in high-need schools if school administrators provide a positive school
culture (Greenlee & Brown, 2009). Participants in their study rated a series of
administrative-related efforts, indicating how strongly each would influence their desire
to remain teaching in their present school or teach in a high-need school. As expected,
support, developmental facilitation, integrity, delegation of authority, and shared decision

making round out the top of the list. Showing the shifting nature of administrative
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leadership, participants rated the managing of daily school operations as the least
important factor influencing their desire to remain teaching in or taking on a high-need
teaching position. It appears that teachers value administrative efforts that provide ways
for them to thrive rather than simply be managed (Greenlee & Brown, 2009). These
results are powerful considering the growing body of evidence supporting distributed
leadership (Spillane, 2001; Hargreaves & Fink, 2006).

Although these results are encouraging, Greenlee and Brown (2009) share that the
number of administrative leaders capable of effectively building the capacity of their
teachers so as to improve student performance in unfortunately quite low. Summarily, it
can be concluded that the type of leadership needed for high-need schools is clearly not
adequately understood by school districts and the universities preparing the teachers and
administrators. This bold statement is profound considering studies show that teacher
attrition may be affected by the same lack of understanding and inadequate training
coming from teacher preparation and pre-service programs (Ingersoll et al., 2014; Mee &
Haverbeck, 2014).

Teacher retention and student discipline issues. One could easily argue that
teachers with lower stress levels are likely to not only be more effective in the classroom
but also increase student learning (Sass et al., 2010). Student discipline and misconduct
issues adversely affect teachers’ enjoyment of teaching and have been shown to
negatively influence teacher retention, stress, and burnout (Gonzalez et al., 2008;
Ingersoll, 2001; Klassen, 2010). A teacher’s classroom management skills may have
significant effects on stress levels they experience during the school day (Klassen, 2010).

Considering that a satisfied workforce is more stable and motivated, student discipline
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and misconduct is clearly an important issue (Klassen, 2010). Participants interviewed by
Gonzalez et al. (2008) indicated that student discipline issues were central to their
decision to leave the teaching profession. Teachers explained that extreme student issues
such as suicide, pregnancy, and drug use made teaching difficult as students’ chaotic
personal lives often trumped the completion of school work. Building on the lack of
administrative support evidenced above, Gonzalez et al. (2008) also indicate that
participants felt that administrators were not doing enough to assist in discipling students,
a task that ultimately fell onto the shoulders of the teachers.

Teacher retention and teacher salaries. Teachers often choose to spend their
careers working with students because they have an intrinsic desire to help students
(Hughes, 2012). While this may be true, teachers still indicate that salary is an important
factor to keep them satisfied with their jobs, ultimately keeping them working in the
teaching profession (Berry, Petrin, Gravelle, & Farmer, 2012; Hahs-Vaughn & Scherff,
2008; Ingersoll, 2001). This fact is especially important for those working in high-need
schools, who indicated that substantial increases in salary would either retain them in the
school or encourage them to consider working in a high-need school in the first place. As
urban school districts are facing teacher retention crises higher than other educational
setting, one cannot underscore teacher pay enough as being an important motivator for
teachers (Ingersoll & May, 2014).

Although many studies show that extrinsic factors such as teacher salary heavily
influence teacher retention, studies also indicate that teachers are highly motivated
intrinsically as well, with the two often working synergistically (Jacobs et al., 2016;

Margolis & Deuel, 2009). Participants in the study completed by Gonzalez et al. (2008)
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indicated that they felt their salaries were low compared to the amount of time they spent
on teaching-related duties. In addition, teachers did not feel adequately compensated for

higher education attainment and job duties during the school day such as lunch duty, bus
duty, and recess. One teacher indicated that they were happy with their pay but qualified
the statement by sharing that they had previously taught at a vocational school where the
pay was generally quite low (Gonzalez et al., 2008).

Participants in a study completed by Margolis (2008) indicated that pay was a
significant motivator to pursue an administrative position. One participant commented
that he was already completing extra paid duties such as coaching and teaching Saturday
school so he would be prepared for the demands of being an administrator. Interestingly,
female participants were not as driven to pursue administrative positions for monetary
reasons. Female participants also indicated that by accepting an administrative role their
ability to be supportive confidantes for other teachers would be reduced (Margolis, 2008).

Teacher retention and career timing. Teachers naturally have different
requirements depending on where they are in their careers. Evidence suggests that
elements of teacher quality, such as higher years of experience and the completion of
advanced degrees and certifications, indicate an increased likelihood of teachers staying
in the same school (Dagli, 2012). Although this may be true, other groups are extremely
vulnerable to exit attrition. In a study completed by Margolis (2008), participants
indicated that those in the 4-6 year of experience range are vulnerable to attrition because
of the licensure and certification renewal requirements. The costly and cumbersome
requirements of perpetual recertification caused some participants to wonder if they were

doing what they were meant to do with their careers. Participants in this study indicated
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that teachers with 4-6 years of experience are neither early-career teachers nor veterans
and therefore can be under-appreciated in their profession. Comparing teaching to the
blacksmith trade, one male participant indicated that he was more of a journeyman than
an apprentice or master blacksmith. Participants also indicated that their professional
futures hinged on support from their administrative teams (Margolis, 2008). In addition,
participants also indicated that burnout was extremely apparent among teachers in this
experience range. It was suggested that teacher burnout may be attributed to a variety of
factors including low pay, increased workplace requirements, and the failure to be
recognized (Margolis, 2008).

Teacher retention and attrition in urban or high-need settings. Although the
current research study attempts to uncover how teacher leaders in a suburban school are
influenced by their roles, it is important to provide a thorough understanding of the job
satisfaction and retention issues of both urban and rural settings as well. Arguably facing
retention crises much greater than those in suburban districts, urban school districts face
unique challenges that suburban school districts are often shielded from. Urban schools,
high-poverty schools, and schools with high numbers of minority students experience
teacher retention and migration rates much higher than low-poverty, low minority, and
suburban schools (Ingersoll & May, 2011).

Building on the findings of Greenlee and Brown (2009), Craig (2014) summarizes
that the modern educational crisis in the public school setting is difficult for young
teachers, especially those working in urban settings. Indicating that most teachers in these
schools are white and female, myriad challenges exist for these teachers, some of whom

have been placed in schools with turnover rates as high as 85%. Craig (2014) completed a
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multi-year, longitudinal research study on one female teacher in an urban school district.
Although only one teacher was intensively studied, a number of others are described
throughout the research process. The most profound result of the study indicates that the
least accomplished teachers in the school tend to remain teaching in the school while the
most accomplished, including the primary research participant, eventually leave for a
variety of similar reasons shared by early-career teachers around the country. Although
state reforms and mandates may be well placed and honest attempts to improve school
district performance, Craig (2014) indicates that when accomplished teachers leave urban
school districts, neighboring school districts gain a competitive advantage, leaving behind
teachers who are less effective, which relates to a host of student outcomes.

The study exposes the vulnerability of young teachers, who leave due to
budgetary cuts sometimes, but also due to a refusal to give in to the demands of others
(Craig, 2014). In addition to these struggles, Nolan and Palazzolo (2011) report that
inexperienced teachers desire participation in school decision-making, but they are not
provided with the opportunities as readily as they would like. It is possible that an
inability to lead could lead to declines in job satisfaction and ultimately teacher retention.
Other areas affecting the exit attrition of those in urban, high-poverty settings are salary,
administrative support, student misbehavior, and an inability to be a main player in the
decision-making process (Ingersoll, 2001).

Greenlee and Brown (2009) found that participants in their study had a variety of
factors that impacted whether or not they remained in or chose to teach in a high-need
school. Autonomy, adequate resources, professional development, and increased

decision-making power all were listed as top priorities. As explained earlier, each of
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these priorities are generally cornerstone principles of effective teacher leadership.
Extrinsically, salary bonuses were also indicated as being important to participants, in
particular performance pay, improved retirement benefits, and tuition reimbursement
opportunities. It is worth noting that the highest-rated incentive to remain in or teach in a
high-need school was improvements in salary. The researchers note that a yearly bonus
worth 5-10% of their base salary appeared to be the strongest incentive to remain or teach
in a high-need school (Greenlee & Brown, 2009).

Petty, Fitchett, and O'Connor (2012) found that the teachers in their study were
motivated to continue teaching in a high-need school because they cared about their
students, had strong administrative support, and a positive school environment.
Interestingly, money was not one of the key factors that retained teachers in high-need
schools. Participants cited that lack of administrative support, psychological burnout, and
retirement or relocation were all important reasons for teachers to leave their high-need
schools (Petty et al, 2012).

Teacher retention and attrition in relation to burnout. The relationship
between workplace stressors and teacher burnout is affected by a variety of factors, many
of which lead teachers to be disengaged during their work day, which in turn affects
student achievement (Steinhardt, Smith Jaggers, Faulk, & Gloria, 2011). This
disengagement from work is due to the prolonged exposure to stressors that are both
emotional and interpersonal in nature (Steinhardt et al., 2011). The stressors affecting
teachers are well documented in the literature; however, Sass, et al.(2010) indicate that
few theoretical models exist that attempt to predict teacher burnout and retention. As

explored earlier, certain groups of teachers are more vulnerable to stress, burnout, and
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retention than others, with early-career teachers being most affected (Boe et al., 2008;
Fisher, 2011, Hughes, 2012; Ingersoll et al., 2014). As expected, experienced teachers
were shown to have lower burnout scores than less experienced teachers; however, they
showed higher levels of stress (Fisher, 2011).

Elevated stress levels aside, Hughes (2012) adds to this evidence by reporting that
teachers with less than ten years of experience were less likely to plan to teach until
retirement than those that had ten or more years of teaching experience. Research
completed by Steinhardt et al. (2011) corroborates these findings and suggests that it may
be related to the coping strategies of more experienced teachers, as they seem to be able
to handle similar stress levels better than those with less experience in the sample
population. Although interpersonal stressors may increase burnout levels in teachers, the
participants in the study completed by Steinhardt, et al. (2011) appeared to be most
affected by emotional exhaustion in terms of burnout levels. Worth noting is that
emotional exhaustion was almost always precluded by chronic work stress and
depression and seemed to be the factor that made teachers feel truly burned out. High
school teachers in this study indicated higher levels of depressive symptoms than those
teaching at middle and elementary school levels. These results aside, the researchers
suggest some coping strategies for teachers such as stress prevention, stress growth, and
other secondary interventions as ways to mitigate chronic work stress, depression, and
burnout relating to the workplace (Steinhardt et al., 2011).

Gender differences in teacher retention and attrition. Many teacher retention,
attrition, and migration studies have used women as the primary sample population

(Craig, 2014; Greenlee & Brown, 2009; Hughes, 2012; Steinhardt, 2011). Also using data
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from the SASS to support the research, Dagli (2012) shows that teachers’ personal and
professional characteristics (including gender) are more related to teacher turnover than
are student characteristics or perceived school and workplace climate. To support these
findings, Klassen (2010) shows that females are more likely to experience job stress from
student misbehavior and workload stress than males, which is consistent with the body of
research that exists today. This study also shows that one of the strongest factors
influencing teacher stress and burnout is student misconduct (Klassen, 2010).
Interestingly, female participants rated measured stress items higher than their male
counterparts. These findings aside, female participants did not show lower levels of job
satisfaction than male participants. Most surprising was the suggestion that teacher
collective efficacy acted as a mediating factor that helped dampen the effect of job stress
originating from student misbehavior. The researchers conclude the study by encouraging
schools to support teacher collective efficacy efforts to build partnerships that will help
manage the stress associated with student misbehavior (Klassen, 2010).

The importance of job stress cannot be understated as Klassen (2010) indicates
that by increasing job satisfaction, the workforce will likely be more motivated and
stable. Research completed by Steinhardt et al. (2011) also supports the notion that
chronic work stress is directly related to depressive symptoms. Emotional exhaustion,
however, seemed to be the main component that made teachers truly feel burned out from
their teaching jobs (Steinhardt et al., 2011).

Minority teachers and retention and attrition. Although minority teachers may
be more equipped than non-minority teachers to meet the important demands of urban or

high-poverty school districts, minority teachers may choose to leave high-poverty school
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districts to search out low-poverty settings instead (Ingersoll & May, 2011). White
teachers are more likely to migrate to other districts due to increases in minority student
enrollment, a factor that does not seem to affect minority teachers in the same way
(Ingersoll & May, 2011). These types of moves stress school districts who spend efforts
attempting to recruit minority teachers to teach in their urban, high-poverty schools
(Ingersoll & May, 2011). Ingersoll and May (2011) show that minority teachers have a
high degree of job transition as many move in, out, and between school districts on a
regular basis. Minority teachers often leave their teaching positions because they are
dissatisfied with a particular aspect of their present job or they seek a better job or career
(Ingersoll & May, 2011). Ingersoll and May (2011) report that improving organizational
conditions within a school are more likely to both recruit and retain minority teachers in
urban schools.

Subgroups and teacher retention and attrition. Several specific groups within
the educational system have been studied in relation to teacher retention and job stress.
Pucella (2011) reports that National Board Certified teachers demonstrate significantly
lower levels of burnout relating to emotional exhaustion. This may be due to a multitude
of factors that a National Board Certified teacher may enjoy, such as increased leadership
opportunities, elevated pay, and increased recognition. Pucella (2011) argues that because
National Board Certified teachers experience less burnout compared to their non-certified
peers, perhaps certification can assist in improving teacher retention rates.

Berry, Petrin, Gravelle, and Farmer (2012) indicate that although over 50% of the
rural special education teachers in their study left the field of education due to retirement

and personal reasons, 8% of teachers indicated that paperwork associated with special

47



TEACHER LEADERSHIP

education was a key factor affecting their retention. Additionally, 13% of teachers cited
low teacher pay compared to other comparable districts as a key factor affecting teacher
retention (Berry et al., 2012).

A study completed by Gardner (2010) with music teachers shows that teacher job
satisfaction may be affected by large class sizes and inadequate support for students with
special needs. In addition, secondary music teachers showed lower levels of job
satisfaction, perhaps due to the planning activities required such as concert planning,
transportation acquisition, and budgeting. It was concluded that music teachers’ retention,
turnover, and attrition rates are no different than teachers in other subject areas (Gardner,
2010). It is worth noting however that certain teacher aspects such as opinions and the
perception of the workplace environment affect teacher retention, turnover, and attrition
(Gardner, 2010).

Mentoring and induction programs and retention and attrition. Research
completed by Margolis (2008) found that teachers in the 4-6 years range believe that
taking on a mentoring position may reduce some of the negative stressors that may lead
to attrition issues in teachers. Participants in this study communicated that teacher
leadership roles that revolved around mentoring reignited some of the initial passion that
was present at the start of their careers. Participants also found increased satisfaction
levels from the work completed while mentoring. During their work as mentors they
found that the building of professional relationships, in addition to the sharing of the
materials, increased their enjoyment of teaching (Margolis, 2008).

Although these findings are encouraging, Hahs-Vaughn and Scherff (2008)

maintain that mentoring and induction programs did not increase or decrease English
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teachers leaving the teaching profession. Interestingly, the only factor that did influence
teachers in their study to leave the teaching profession was salary. These results differ
from establish research that showed mentoring programs can be designed to help first-
year teachers feel more prepared to teach students, improve teacher retention, and help to
support quality teaching instruction (Kent, Feldman, & Hayes, 2009). Specifically, data
collected after the implementation of the MTP mentoring program indicate that 89% of
the teacher candidates planned to stay teaching in the school where they received
mentorship (Kent et al., 2009). Additional research on mentoring by Shillingstad,
McGlamery, Davis, and Gilles (2015) indicates that teacher leaders who act as mentors
must focus on relationship building in order to build the trust necessary to help mentor
other teachers effectively. The researchers suggest that mentors may not feel like leaders
at the start, and that they may have to grow into the role and experiment as time goes on
(Shillingstad et al., 2015).

Teacher preparation programs and leadership development. Although there is
a widespread belief among modern educational researchers as to the importance of
teacher preparation, there is a strong disagreement as to what appropriate teacher
preparation looks like (Ingersoll et al., 2014). Several research studies stand in support of
specific preparation practices, some revolving around extensive teaching practice and
leadership development (Ingersoll et al., 2014; Sass, et al., 2010). Additionally, there is
debate in education as to the importance of content knowledge in comparison to
acquisition of teaching skills. This debate centers around the question of whether it is

more important to be knowledgeable in the content that will be taught or the actual art of
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teaching (Ingersoll et al., 2014). At present, these two opposing perspectives still exist
and are supported at various teacher preparation institutions around the country.

It appears that the modern research evidence supports pedagogical practices over
content knowledge acquisition (Ingersoll et al., 2014; Sass et al., 2010). The support of
teacher leadership must begin in teacher preparation programs at the university level and
continue forward as school districts provide the professional development necessary to
foster leadership skills in teachers (Sass, et al., 2010). Research conducted by Ingersoll et
al. (2014) shows that the education and teacher preparation experiences of new teachers
is quite varied. Some subject areas such as math and science report that a greater
emphasis is placed on content knowledge and less on pedagogical teacher preparation
(Ingersoll et al., 2014). Interestingly, new math and science teachers show high attrition
rates over other beginning subject area teachers (Ingersoll & Merrill, 2014). First-year
teachers are less likely to exit teaching if they have taken more teaching methods and
strategies courses than their counterparts (Ingersoll et al., 2014). Adding to these
findings, Tamir (2009) shows that context-specific teacher education programs could be
effective in helping with teacher retention issues.

Differences in teacher preparation programs. As it seems that teacher
preparation experiences are quite varied between teachers, strategies to improve
leadership and classroom management skills should arguably be at the heart of all teacher
education programs. Although this seems rational, Ingersoll et al. (2014) conclude that
both pre-service and teacher preparation experiences vary widely among early-career
teachers. Results indicate that many teacher preparation programs focus more attention

on building content knowledge instead of focusing on instructional practices, including
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the actual practice of teaching itself. According to the data analyzed, early-career teachers
are much more likely to experience retention issues when their pre-service and teacher
preparation programs focus more heavily on building content knowledge (Ingersoll et al.,
2014). This lack of pedagogical knowledge, in addition to a lack of teaching experience,
can easily leave districts scrambling to properly develop early-career teachers in an
effective manner (Sass et al., 2010).

The research is replete with suggestions for improving the experiences of
teachers. One such strategy is the implementation of service learning opportunities for
undergraduate students. Stewart (2012) reports that undergraduate students taking part in
community-based, service-learning activities enjoy higher teacher self-efficacy scores in
the areas of student engagement, instructional strategies, and classroom management. It
has been found that service learners were perhaps more prepared to teach, which in turn
increases their efficacy. Additionally, service learners’ physiological and emotional states
were likely affected positively, which allowed them to approach teaching tasks with more
confidence (Stewart, 2012).

Other positive results have been shared by Ronfeldt (2012), who found that
teachers who completed their field placement in higher stay-ratio schools showed
increased effectiveness and a greater likelihood to stay teaching in the New York City
school system for the first five years of their career. Results of the study indicate that
learning to teach in a high stay-ratio school helped insulate new teachers in terms of
teacher retention even when they began their teaching career in low stay-ratio schools

(Ronfeldt, 2012).
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To add to the research on the nature of teachers’ pre-service experiences, Mee and
Haverbeck (2014) gathered data via reflection assignments provided to participants in
their study, finding that although most first-year middle-school teachers felt positively
about their teacher preparation programs, many indicated thoughts of leaving the field of
education mainly due to classroom management, curriculum, or student-related
paperwork issues. There may be a disconnect between teacher preparation programs and
leadership training. To this point, Nolan and Palazzolo (2011) suggest that teacher
preparation programs should encourage teacher candidates to value teacher leadership in

both formal and informal ways.

Teacher Leadership
York-Barr and Duke (2004) are credited as pioneers in the study of teacher

leadership. Although previous literature existed on the topic, the researchers were the first
to provide a holistic understanding of teacher leadership, using the evidence that
previously existed on the topic, as well as reasons for the educational community to
support teacher leadership practices. As indicated by York-Barr and Duke (2004), many
studies exist in praise of teacher leadership practices, showing that teacher leadership can
improve teacher participation in school related activities; improve skills relating to both
teaching and learning; offer acknowledgement, rewards, and new opportunities for
teachers; and improve the experiences of the students they work with.

Teacher leadership is a dynamic enterprise containing both interpersonal and
intrapersonal elements revolving around four themes: fostering relationships, monitoring
self, managing perceptions, and engaging purpose (Raffanti, 2008). To fulfill the role of
teacher leader, teachers need to be able to have the authority to make choices, especially

in the areas of classroom and school decision-making (Nolan & Palazzolo, 2011).
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Lacking formal authority, teacher leaders can rely instead on peer-based relationship
building to help establish and carry out informal authority measures (Raffanti, 2008).
Raffanti (2008) indicates that if teacher leaders report that a high level of trust has been
established, they can be more direct with their followers, especially if they are directed to
act in an administrative manner or make an administrative-type decision.

As human relations skills are surely important for teacher leaders, a study
completed by Roby (2012) found that teachers and teachers leaders’ perceptions of each
others’ human relation skills were similar. Yet, other studies have shown that non-teacher
leaders fail to understand the nature of a teacher leader’s role (Kelley, 2011). This
potential misunderstanding can have myriad implications. Although it is true that teachers
can lead informally within their school buildings, administrative leaders must ultimately
make the commitment to distribute leadership among their staff (Hargreaves & Fink,
2006). It has been shown, however, that administrators may not be the only ones that can
support the growth and practice of teacher leadership (Taylor, Goeke, Klein, Onore, &
Geist, 2011). Perhaps the traditional, top-down hierarchical models can be replaced by
with more cooperative models that will help teacher leaders to learn and develop (Taylor
et al., 2011).

The desire to become a teacher leader may begin early in a teacher’s career.
Margolis (2008) spent time researching the intended career trajectories of teachers who
had 4-6 years of teaching experience and found that many of these teachers were actively
searching for ways to regenerate their careers as well as widen their spheres of influence.
Arguing that the career trajectories of teachers are changing, Margolis (2008) suggests

that districts may struggle to retain teachers in the early years of their career due to a
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desire for challenging experiences, opportunities to stay fresh in the classroom, and the
ability to be recognized in a field where hard work may not always be visible. All but one
of the participants in the above research study were actively seeking skills that would
translate to new positions within the field of education. Interestingly, Margolis (2008)
suggests that many school districts simply do not offer teachers challenging opportunities
that will allow them to grow in a variety of educationally relevant ways.

Administrative support for teacher leadership. Marzano, Waters, and McNulty
(2005) make many strong arguments supporting the important role that administrators
play in the areas of school improvement, and argue that in order for schools to be
successful they must operate effectively. Much research has been done on the role of
administrative leadership in school improvement. Historically, many schools have
adopted a top-down, hierarchical model of administrative leadership; however, research
is now supporting the use of distributed leadership as an effective way for schools to
improve while also providing staff members with more decision-making power
(Hargreaves & Fink, 2006). School principals, rallying around the instructional and
shared leadership design, must allow teachers to be involved in making good
instructional decisions (Seashore-Louis, 2010).

Interestingly, Vernon-Dotson and Floyd (2012) indicate that the assumption that
teachers know how to lead and be an effective part of a leadership team may in fact be
false. To address this possible deficiency, Angelle (2010) cites distributed leadership as a
way that principals can support those that may not see themselves as leaders, helping
them build their leadership skills over time. Teacher leaders may need to develop the

skills necessary to successfully encourage administrators to support initiatives or changes
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that they deem necessary (Taylor et al., 2011). Through this process, teachers need to
learn how to plan and prepare collaboratively with other colleagues to help those
initiatives become actualized (Taylor et al., 2011).

One key theme that has received much attention from researchers is the
importance of the building principal in terms of leadership, support, and a commitment to
instruction (Hargreaves & Fink, 2006; Maxfield & Flumerfelt, 2009; Marzano et al.,
2005). Murphy and Smylie (2009) indicate that leadership work and administration are
not only the responsibility of the administration; they are aspects of everyday teaching
that all teachers need to understand. It has been shown by Maxfield and Flumerfelt
(2009) that both principals and teacher leaders agree that administrative support is
necessary for teacher leadership to be effective.

Administrative support also plays a key role in a teacher’s decision to stay
teaching at their specific school, as evidenced by a study completed by Ng and Peter
(2010). Researchers Shaw and Newton (2014) also found a significant positive
correlation between the level that teachers perceived their principal’s servant leadership
to be and their personal job satisfaction. Additionally, teachers’ general intended
retention and retention at their specific school was also significantly positively correlated
to the teachers’ perceived level of servant leadership of their principal. It can be
concluded by these results that administrative leadership style, support, and commitment
to instruction affects teachers and students in important ways that are related to teacher
leadership, retention, and student achievement.

Distributed leadership and teacher leadership. Distributed leadership may be

implemented in several ways, including collaborative distribution, collective distribution,
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and coordinated distribution (Marzano et al., 2005). Collaborative distribution can be
used when a leader takes on the actions of another leader. For example, a principal may
ask a department chair to lead a staff meeting. Collective distribution can be utilized
when leaders are all working toward the same goal but are going about that process on
their own. This type of leadership may happen when building leadership team members
are asked to help develop a small professional development session for an in-service with
the goal of sharing best practices happening throughout the school district. Lastly,
coordinated distribution may be best used when leaders are all asked to accomplish a task
that will lead toward a larger goal. This type of leadership may be present when district
leaders are all tasked with creating a certain section of new policy for a school district,
such as a new strategic plan, grading policy, or district-wide program (Marzano et al.,
2005). As one can imagine, each type of distributed leadership has different applications,
ultimately helping to achieve the goals of the group.

Gravitating away from a top-down hierarchical structure and toward more
distributed leadership practices, participants in Maxfield and Flumerfelt’s study also
indicated that principals must empower others not simply protect their leadership status
(Maxfield & Flumerfelt, 2009). Administrators, hard pressed for time to complete daily
tasks, can be assisted by other leaders in the school building. These results have been
strengthened by Louis, Mayrowetz, Murphy, and Smylie (2013) who found that a school
district could be successful in employing distributed leadership practices by using already
embedded time such as professional learning community time to develop teacher leaders.
Through these efforts teacher leaders could be developed, increasing leadership in the

building especially during difficult times.
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Some school districts are creating teacher leadership programs to develop
leadership skills among their existing teachers so that they engage in school and district
leadership activities (Elfers & Plecki, 2016). Teachers in Elfers and Plecki’s study
describe new roles they were able to engage in such as instructional specialist,
department chair, PLC facilitator, and professional development facilitators (Elfers &
Plecki, 2016). The researchers found that teachers were able to improve their
understanding of adult learning while also work more effectively with one another.
Additionally, through the purposeful support of the administrative team, the teachers
improved their ability to make decisions by incorporating a systems-level thinking model
(Elfers & Plecki, 2016). Findings indicate that teachers appreciated the emphasis on
distributive leadership, feeling that their input was valued among the organization.
Interestingly, 85% of the 47 teachers surveyed indicated that they believed the teacher
leadership program encouraged them to engage in new leadership opportunities, and most
reported that they planned to continue as a classroom teacher instead of taking on more
formal leadership roles (Elfers & Plecki, 2016).

One problem area that those participating in the program found was the amount of
time that they were removed from their classrooms to accomplish leadership-related
tasks. Principals who work in high-poverty schools indicated that they felt that removal
from the classroom especially affected struggling students who rely heavily on their
regular classroom teachers (Elfers & Plecki, 2016). Clearly, school districts must provide
teachers with the right balance of teaching duties and leadership responsibilities so those
who are relying on their work in the classroom and around the school district do not

experience hardship.
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Robinson, Lloyd, and Rowe (2008) report that the most positive impact principals
can make in terms of student academic and nonacademic performance is to focus on
teaching and learning, not just managerial roles. The meta-analysis shows that
transformational leadership pales in comparison to instructional leadership in terms of
student academic and nonacademic performance. Research completed by Supovitz,
Sirinides, and May (2010) corroborates many previous studies on the effect of principals’
influence on student learning. Results of their study indicate that principals affect student
learning indirectly by influencing how teachers use instructional practices in the
classroom. Interestingly, teachers also influenced other classroom teachers in similar
ways by helping other teachers improve their classroom practices, which ultimately
affected student outcomes (Supovitz et al., 2010). Interestingly, Wahlstrom and Louis
(2008) found that although school improvement and student achievement are affected by
trust between the principal and teaching staff, it wasn’t as important as previously
believed. To highlight this point, participants in this research study required less trust of
their principals as the strength of their professional learning communities increased
(Wahlstrom & Louis, 2008).

Formal teacher leadership. Historically, formal teacher leadership has been
present in many school districts, in the form of department chairs. Interestingly, little
research exists related to the job responsibilities, attitudes, and teacher-to-teacher
perceptions of both teacher leaders and department chairs (DeAngelis, 2013). Interview
data collected by Feeney (2009) shows that department leaders took responsibility in their
role and defined their position in a variety of terms, including but not limited to manager,

mediator, and advocate. The department leaders’ interviews illustrated some struggles,
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such as the leadership role creating more work for them, struggling to increase their own
leadership capacity, collaborating with others, and finding time to focus on student
learning (Feeney, 2009). Departmental leaders in this study saw their roles as largely
managerial in nature. DeAngelis (2013) reports that department chairs differ in years of
experience, age, and academic training compared to their peers. Department chairs are
more likely to have over ten years of teaching experience, be over the age of 40, and have
training specific to educational administration than their non-chair peers.

Teacher leadership has started to shift from administrative work to more
collaborative, instructional-based work (Aspen Institute, 2014; Danielson, 2006). Formal
teacher leadership roles may still fulfill the important work completed by department
chairs, mentors, and master teachers, but informal leadership is beginning to emerge as a
way that teachers can lead in areas that are of interest to them and address a need that
they see as important (Danielson, 2006). As evidence, Remijan (2014) reports that hybrid
teacher leader positions can be created to complement the unique talents and strengths of
teachers. In this way, teachers will feel increased levels of motivation to complete school-
related tasks because they are working in areas that play to their strengths.

Informal teacher leadership. Although teacher leadership is not a new concept,
formal leadership positions have arguably been the most visible form of teacher
leadership in schools. Positions such as department chair or mentor teacher help school
districts run more smoothly and help teachers become partners in school improvement
efforts (Danielson, 2006). Formal positions such as these are likely still needed in
schools, but the truth is, teacher leadership doesn’t always need to be formalized

(Danielson, 2006). Informal teacher leaders do not gain any authority through the
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assignment of a specific role or position but rather earn their authority as they work hand
in hand with their colleagues and students (Danielson, 2006).

The Aspen Institute (2014) suggests that for meaningful and effective teacher
leadership to take place, it may be necessary to revise how teacher leadership looks in the
school setting. These differences are highlighted by several changes that aim to show a
shift away from the formalization of teacher leadership (Aspen Institute, 2014; York-Barr
& Duke, 2004). Differences in role, authority, time and compensation, selection and
training, and form and function exist to show the transition of teacher leadership from a
more administrative position to that of a collaborative one. Interestingly, much of the
research on teacher leadership has focused on formal leadership, although informal
leadership has become an increasingly popular way to provide leadership for schools,
especially in the area of professional development (York-Barr & Duke, 2004).

According to the Aspen Institute (2014), “old” teacher leadership has a greater
emphasis on administrative task completion, with teacher leaders being instructed to
complete certain tasks. Although leadership may be distributed by the administrative
team, teacher leaders operating in these types of environments have little choice as to
which school improvement tasks or initiatives will be completed. These formal positions
are often appointed based on a seniority system and rarely include any formal training in
the area of leadership. The focus of this type of teacher leadership rarely provides time
for colleague improvement or instructional coaching.

“New” teacher leadership is more collaborative and regularly includes
instructional coaching during release time provided during the school day. Teacher

leaders in this system set meeting agendas and are provided with a significant amount of
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professional development in the area of leadership. In addition, teacher leaders are
compensated for their increased efforts and decide on specific duties that will help drive
school improvement. Teacher leaders are selected based on their areas of competency not
seniority or the personal relationships they may have built (Aspen Institute, 2014). As
one can clearly see, the two types of teacher leadership are quite varied, with the second
fitting nicely into the work completed by Danielson (2006).

Hybrid teacher leadership positions. Although there are many types of teacher
leadership positions, hybrid positions are starting to emerge as a blend between teacher
leader and classroom instructor. According to Remijan (2014), a hybrid teacher would
generally have a reduced teaching workload compared to a traditional classroom teacher
and would complete non-teaching tasks or responsibilities during the remainder of their
work day. Hybrid teachers may take on more traditional teacher leadership roles such as
department chair or even athletic director. Depending on the arrangement of the hybrid
teacher’s schedule, they would likely teach some of the day while also fulfilling
additional obligations that pertain to either their departments or other groups. Hybrid
teachers may also complete teacher evaluations, maintain budgets, and help with the
hiring process for new departmental members. Many of these responsibilities are more
administrative in nature; however, hybrid teachers may also aid in the observation of
classroom instruction and be contributing members of leadership groups such as building
or district leadership teams (Remijan, 2014).

Remijan (2014) suggests that hybrid teaching positions are ideal for secondary
school environments where they can be implemented by reducing the classroom

workload of teachers without harming the organizational schedule or funding structures.
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Organizational structures such as these will allow hybrid teachers the time to take on
greater responsibilities, which can help to improve student learning and improve the
educational organization (Remijan, 2014). Hybrid teaching positions increase teacher
motivation because teachers are provided the autonomy to make decisions, while also
improving their task identity and significance (Remijan, 2014).

Remijan (2014) and The Aspen Institute (2014) suggest that due to the wide
variety of talents held by teacher leaders, roles should be unique to the individual, which
provides hybrid teacher leaders the ability to utilize their specific strengths on a daily
basis. They argue that by allowing hybrid teachers flexibility within their role, motivation
levels will increase, which will likely increase student outcomes as well. By allowing
hybrid teachers the ability to help craft their position, playing to their areas of strength
and interest, Remijan (2014) believes that districts will be able to create a large
contingent of teacher leaders who are highly motivated and excited to help inspire others
to improve their teaching practices. Interestingly, the participants in the study who had
the most unique positions showed the largest increases in motivation. In fact, the
researcher noted that allowing teachers to create their own unique hybrid position was an
extremely motivating task. In addition, participants in the study indicated that hybrid
teaching positions inspired them to take on more challenging tasks than they would have
if they had been just a classroom teacher (Remijan, 2014). One can assume that hybrid
teacher leaders who have been able to create and fulfill the responsibilities of a personally
created position will likely make a positive contribution to both their students and their

school districts in which they work.
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Teacher leadership as a career advancement pathway. Danielson (2006)
describes teaching as a “flat” profession, one that places the middle-career or veteran
teacher and early-career teacher in very similar job-related situations on a daily basis.
Middle-career and veteran teachers likely teach the same number of classes, go to the
same meetings, and share similar schedules as their early-career teacher counterparts. For
early-career teachers, each day feels like a new adventure while mid-career and veteran
teachers may often become bored and develop feelings of professional restlessness
(Danielson, 2006). Historically, middle-career and veteran teachers had few options to
remedy these feelings, oftentimes leaving for administration. As Danielson (2006)
indicates however, some teachers have a desire to exercise their leadership potential as
teachers not administrators.

Stone-Johnson (2014) studied 12 middle-career educators who started teaching in
the early to mid 1990’s and found that not one of them had any interest in leaving the
classroom to become an administrator, citing several reasons including a reluctance to
remove themselves from the classroom and increased accountability. Interestingly, most
participants in the study indicated a desire for non-administrative leadership work beyond
their own classrooms. Participants showed an interest in leadership roles such taking on a
department head positions and teacher leadership roles, some of them already operating
in what would be described as a hybrid teaching role (Remijan, 2014; Stone-Johnson,
2014). These findings corroborate the work completed by Danielson (2006) who shared
that many teachers want to exercise greater influence in their schools while also staying

in the classroom.
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Interestingly, there are gender differences that exist when discussing teacher
retention and career advancement opportunities. Male participants in a study completed
by Margolis (2008) indicated they were interested in pursuing an administrative role in
the future, while female participants indicated that teacher leadership roles such as
mentoring were more desirable for them (Margolis, 2008). Male participants did see
teacher leadership roles such as mentor teacher or teacher educator as stepping stones to
administration and believed that these positions did help build the skills necessary to
become administrators in the future. Male participants also indicated that the mentoring
of student teachers was also integral to building the critique and support skills necessary

to become an administrator (Margolis, 2008).

Best Practices for Teacher Leadership

Many models exist for teacher leadership. Some states have decided to formalize
the practice of teacher leadership by adopting state and district standards for educators to
follow. Other groups have helped engage key stakeholders toward the creation of model
standards that can be used by districts and states (Teacher Leader Model Standards,
2011). States like Tennessee have even allowed local control of teacher leadership
practices by encouraging counties to apply teacher leadership practices in ways that will
best serve their communities (Tennessee Teacher Leader Network, 2015). Large local
districts have also applied their own models to teacher leadership that are embedded in
sound research evidence (Denver Public Schools, 2017). Regardless of the model
standards used or the frameworks implemented, each teacher leadership program is
grounded in current teacher leadership research that shows that teacher leadership has the

potential to improve both student and school outcomes (Teacher Leader Model
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Standards, 2011). The Ohio Department of Education and Insight Education Group used
these models to help guide the creation of Ohio’s Teacher Leadership Framework.

Teacher leader model standards. In 2008 a group of educators assembled to
analyze emerging research on Teacher Leadership. This group focused specifically on
how these leadership roles affected student and school success (Teacher Leader Model
Standards, 2011). Many educational stakeholders helped create the model standards,
including Linda Darling-Hammond and Jennifer York-Barr, both widely respected
leaders in the field of teacher leadership and education respectively. Building on the
current body of research, a set of standards was created with the purpose of encouraging
educational stakeholders to have a dialogue about what key competencies are required for
teachers to take on leadership roles in their profession (Teacher Leader Model Standards,
2011). These standards are presently used by school districts, professional organizations,
and higher education institutions (Teacher Leader Model Standards, 2011) and are similar
in format to the Interstate School Leaders Licensure Consortium (ISLLC) State Standards
for School Leaders, outlining specific domains that objectify the essential elements of
teacher leadership (Teacher Leader Model Standards, 2011).

Tennessee Teacher Leader Network. The Tennessee State Board of Education
adopted teacher leadership standards in 2011 that outline the specific skills and
competencies required for teacher leadership (Tennessee Teacher Leader Network,
2015). The State Board believes that local control of teacher leadership is necessary to
meet the diverse demands present in their state. At present, 28 districts have created
teacher leadership models that are being implemented with fidelity. In the spirit of

collaboration, these districts were also involved with the creation of the standards. Each

65



TEACHER LEADERSHIP

district’s program is specifically outlined in the Tennessee Teacher Leaders Network
guidebook, complete with research studies that support each of the teacher leader models.
District models are quite varied in practice, as some districts focus more on the
instructional and coaching elements of teacher leadership while others gear their model to
reflect an emphasis on data analysis and technology coaching (Tennessee Teacher Leader
Network, 2015). It is clear that each district took time to assess their needs, create a
model that fit their specific situation, and supported all decisions and practices with up-
to-date empirical research.

Denver Public Schools Teacher Leadership. One of the most comprehensive
teacher leader models presently available is the Denver Public Schools Teacher
Leadership model. The program was piloted in the 2013-14 school year and implements a
mentoring approach to teacher leadership. Utilizing a senior/team lead system, teacher
leaders lead others by working collaboratively in a multitude of instructional areas. Using
a four-phase comprehensive model, Denver Public Schools decided that a systematic
approach to teacher leadership was necessary for proper implementation. Defining
specific implementation, rollout, instructional, and reflective phases, the Denver Public
School’s model provides a turnkey approach to teacher leadership. The school district
plans to have the system in place in all of their schools by the 2019-20 school year

(Denver Public Schools, 2017).

Teacher Leadership Endorsement Programs

Building on the rising tide of distributed leadership practices in the public school
setting, several Ohio universities have introduced teacher leader endorsement programs.
Being one of the only states to formally support teacher leadership, Ohio’s House Bill I

opened the door for teacher leadership by creating a “lead teacher” position (Cleveland
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State University, 2017). Three programs are described below demonstrating the
differences and similarities in the Ohio programs. The three programs discussed are the
Kent State University Teacher Leader Endorsement, The Cleveland State University
Empowered Leaders Teacher Leader Endorsement, and The Ohio State University
Teacher Leader Endorsement. The four participants who were interviewed in this study
have all completed the graduation requirements for a formal teacher leadership
endorsement program.

Although leadership endorsement programs are just now emerging in Ohio,
leadership programs have existed for some time. Taylor et al. (2011) describe one of
these early programs created in 2006 with the intent of helping teachers grow as
individuals in addition to aiding in school improvement. The researchers conducted a
three-year longitudinal study on teachers enrolled in a Masters of Teacher Leadership
program. As most teacher leadership endorsement programs in Ohio only require four
courses for completion, the researchers believed that a master’s program was necessary to
fully provide the rich theoretical and practical knowledge to be an effective teacher leader
(Taylor et al., 2011). Three themes emerged from the research suggesting that teacher
leadership training can be a catalyst for real change. Teachers indicated that they found
and amplified their professional voice as they gained more confidence in their ability to
lead. In addition, the teachers’ newly refined professional voices extended their reach as
they spanned boundaries that they had not previously attempted. Lastly, teachers were
able to widen their sphere of influence, which also reframed the nature of their work

(Taylor et al., 2011).
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Kent State University Teacher Leader Endorsement. The Kent State Teacher
Leader Endorsement program (TLEP) was funded by a grant and created through a
partnership between The Ohio Department of Education and Kent State University (Ohio
Department of Education, 2017). The teacher leadership program has two aims:

1. To build the awareness and capabilities to become a lead professional

for democratic ways of living

2. To develop a democratic culture of shared responsibility, lead

professionalism for students’ holistic understanding

The teacher leadership program requires that applicants hold a master’s degree
from an accredited institution and have four years of teaching experience to be
considered for the program. Four courses are required for graduation: curriculum
leadership, instructional leadership for teacher leaders, coaching and mentoring for
teacher leaders, and an advanced practicum and internship. The program is based on the
Ohio’s Teacher Leader Standards, which align with the Ohio Standards for the Teaching
Profession. The coursework requirements culminate in a comprehensive leadership plan
that is designed to be implemented at the building or district level (Kent State University,
2013).

The program is only three years old and has adopted a school-based cohort model,
where teachers from the same district take classes together while implementing what
they’ve learned in their respective school buildings. As of now, three cohorts have
completed the graduation requirements for endorsement. Two districts were considered
pilot districts, both having fairly different demographic features, state test score results,

and school leadership structures (Ohio Department of Education, 2017).
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In June of 2017, representatives from The Ohio Department of Education and
Kent State University met to discuss how they can continue to facilitate building
capabilities for teacher leadership at the local level. While teachers were completing
teacher leader coursework, other work was completed by the Ohio Department of
Education and Kent State University. This work includes the administration of culture
surveys, workshop-type events, and continued professional training for teacher leaders. It
was reported that the first cohort of teacher leadership endorsement candidates created
and enacted 16 leadership plans, some of which the teacher leaders completed together.
During this time, Kent State representatives completed several workshop series where
they met with administrators to discuss leadership plan progress. Two leadership team
meetings were held to discuss progress as well (Ohio Department of Education, 2017).

Additional time was allocated for analyzing culture surveys and exploring mission
statement and teacher leader definition ideas. These workshops were designed to help
create a vision statement for teacher leadership, define teacher leadership, list strategies
to support teacher leaders, identify barriers, and dedicate resources to support teacher
leadership (Ohio Department of Education, 2017). Several guiding research questions
that relate to teacher leadership are also being explored by the partnership including:

1. What does it mean to be an administrator who supports teacher

leadership?
2. What does it mean for a teacher to take on a leadership role from their
classroom?
3. What impact do these teacher leader initiatives have on student

achievement?
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4. What roles and implementation strategies have the greatest potential?
What common missteps might be avoided.

5. How can educators navigate the obstacles that appear to stand in the
way of effective teacher leadership.

6. How does a program focused on teacher leadership affect school

culture?

Presently, those involved with the TLEP at Kent State University have aimed to
use the existing research to help build teacher leadership capacity in Ohio schools,
provide research that helps to support the democratic goals of the program, and partner
with the Ohio Department of Education on developing and implementing policy that will
share teacher leadership research with Ohio schools (Ohio Department of Education
2017). The information above was kindly shared by members of the Ohio Department of
Education after a request was made for more information surrounding the teacher leader
endorsement program. Additional information was requested from program leaders at
Kent State University without reply.

Cleveland State University Empowered Leaders. The Cleveland State
Empowered Leaders Teacher Leader Endorsement is grounded in the teacher leader
standards created by the state of Ohio (B. Yusko, personal communication, July 25,
2017). The program is two semesters and requires the completion of four courses focused
on the areas of professional development; transformational teacher leadership; coaching,
consultation, and collaboration; data-driven decision making and differentiated
instruction; and a capstone demonstrating teacher leadership in the field (Cleveland State

University, 2017). Students create a Master Teacher Portfolio based on standards for
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Ohio Educators which can be furnished to their local professional development
committee (B. Yusko, personal communication, July 25, 2017). Students must have
already completed a master’s degree from an accredited school, have eight years of
teaching experience, and possess a professional license (Cleveland State University,
2017).

The Ohio State University Teacher Leader Endorsement. Ohio State’s
Teacher Leader Endorsement is recognized by the Ohio Department of Education as a
method to obtain the Lead Professional Educator Licensure (The Ohio State University,
2017). The program can, in some cases, be completed in as little as one year. Courses are
delivered in a blended learning format and are able to be transferred easily to
administration licensure and doctoral degree requirements (The Ohio State University,
2017). The program is nine semester hours with courses in educational administration,
teacher education, educational leadership, and learning and teaching. To begin the
program candidates must hold a master’s degree and have at least 4 years of teaching

experience (The Ohio State University, 2017).

Challenges of Teacher Leadership

Teacher leadership practices may feel quite foreign to teachers who operate in
school buildings where they feel isolated from their colleagues. Teacher leaders often
face unclear professional norms in addition to small amounts of time to plan their efforts
(Margolis & Deuel, 2008). In addition, only a small number of teacher leadership
programs exist and career ladders for teachers still only point toward administration;
structurally, teacher leadership has a long way to go (Taylor et al., 2011). In addition,
Taylor, et al.(2011) suggest that teachers are used to working in isolation, which impedes

their ability to work collaboratively and learn from others. Therefore in order to become
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leaders in their school buildings, teachers must break down the barriers of isolation,
inviting colleagues and administrators into their classrooms to learn from the work they
are doing with their students.

Because of these challenges, in addition to the lack of time to focus on student
learning, minimal time to collaborate with other teachers, and role ambiguity that often
exists with teacher leadership positions, Jacobs, Gordon, and Solis (2016) indicate that
districts that define teacher leader roles and responsibilities will provide teacher leaders
with less conflict and resentment. Conflicts may arise as teachers and teacher leaders do
not always have the same perception of the nature of formal teacher leadership (Kelley,
2011). Scribner and Bradley-Levine (2010) indicate that teachers construct their own
meaning of teacher leadership that relates primarily to content-area knowledge, positional
power, and even historical trends in leadership relating to gender.

These disconnects and inconsistencies suggest that at times teachers may not feel
equal to their teacher leader peers, considering their position allows them to enjoy a
relationship with administration that provides them with more information than the
general teacher population (Kelley, 2011). Teachers in a study conducted by Murphy and
Smylie (2009) communicated that they felt isolated from their colleagues during the
school day, so much that they rarely had the opportunity to see examples of teacher
leadership outside of activities completed by their department chairs. This environment of
isolation is also shared by Taylor et al.(2011) and Sass et al.(2010), indicating that many
teachers operate in an individualistic, isolated school environment. Teachers spend little

time with other adults during the school day, instead spending the majority of their time
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with students that arguably increase the levels of stress experienced during the school day

(Sass, et al., 2010).

Teacher Leadership and Job Satisfaction

Although teacher leadership and school improvement have been correlated by
Hargreaves and Fink (2006), teacher leadership has also been shown to increase teacher
empowerment, which leads to improved self-efficacy (Angelle, 2010). Additionally,
teacher leaders’ actions have also been shown to directly benefit student learning because
of the proximity they have with students every day (Hargreaves & Fink, 2006).
Considering that the body of research related to teacher leadership and job satisfaction is
limited, this study attempts to see if teacher leaders are in fact more satisfied with their
jobs in comparison to non-teacher leaders. It is true that distributed leadership practices
have been linked with school improvement (Hargreaves & Fink, 2006), however the
relationship to teacher leadership is unclear. This finding notwithstanding, it will be
important to report and analyze why teachers are not satisfied with their jobs, some

ultimately leaving the field of education entirely.

Improving Job Satisfaction in Teachers

If a multitude of internal and external factors affect stress levels, job satisfaction,
and teacher retention, which factors may act to improve teachers’ job satisfaction? In the
following paragraphs several aids to improving job satisfaction in teachers will be
explored, including focusing on intrinsic motivators, self and teacher collective efficacy,
school-wide positive behavior intervention supports (SWPBIS) programs, the use of
experienced mentors in the classroom, and increasing autonomy for teachers.

Focusing on the intrinsic qualities of teaching appears to positively affect teachers

in terms of job satisfaction (Battle & Looney, 2014). Using the expectancy-value theory
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as a theoretical basis, Battle and Looney (2014) report that intrinsic attainment had the
strongest correlational value with those teachers who decided to remain teaching. Of the
teachers studied, 62% responded that intrinsic values such as teaching enjoyment and the
ability to positively affect their students’ lives held primary or secondary importance. In
addition, 24% of teachers indicated that utility-values issues, such as stability of income
or career advancement held either primary or secondary importance in relation to teacher
retention (Battle & Looney, 2014).

Improvements in self efficacy and teacher collective efficacy also appear to
improve job satisfaction in teachers (Sass et al., 2010; Tschannen-Moran & Barr, 2004).
As teachers feel better about their behavioral management and instructional abilities, rises
in job satisfaction usually follow. In addition, improvements in teacher collective efficacy
affect job satisfaction as teachers feel more empowered to help students succeed because
they have other teachers who are also attempting to the do the same thing. Results
therefore indicate that improvements to self efficacy and teacher collective efficacy have
a two-fold effect, helping both the teacher and the student (Sass et al., 2010; Tschannen-
Moran et al., 2004).

Building on the work on teacher collective efficacy, school-wide positive
behavior intervention supports (SWPBIS) programs have also been shown to improve
teacher well-being. Teachers are rewarded for their hard work with students by seeing
improvements in multiple student outcomes, including improved behavior and increase
academic achievement. School or district wide SWPBIS programs also help support
teachers as they learn to better collaborate with their peers to help improve student

outcomes. Additionally, SWPBIS programs have been able to improve the perceptions of
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teacher self efficacy and even reduce the perceived level of burnout teacher experience.
This may be related to the collaborative, “whole team” approach to SWPBIS
implementation programs (Ross & Romer, 2011).

Teaching is a complex task, one that may be assisted by utilizing former educators
in capacities that aid in classroom instruction, organization, behavioral management, and
overall support. Since retired educators likely have experience beyond that of current
classroom teachers, placing retired teachers in classrooms in support roles has been
shown to directly influence job satisfaction in teachers. Sometimes acting as classroom
teachers, at other times a nurse, mother, or even shoulder to lean on, retired teachers who
assist current classroom teachers during the school day have been shown to improve the
workplace environment for teachers (Martinez, Frick, Kim, & Fried, 2010).

Lastly, autonomy in the workplace has been shown to improve job satisfaction of
teachers, especially when that autonomy allows teachers to select which professional
development needs they believe will help them improve student outcomes. As one-size-
fits-all models do not always meet the needs of all teachers, those who were given a
choice as to what professional development needs would help them achieve their goals
showed increased empowerment and improvements in job satisfaction (Colbert et al.,
2010).

Intrinsic motivators. Teaching is a profession full of people who care about the
wellbeing of their students. Although all people are motivated extrinsically to some
extent, caring for one’s students appears to be an incredible bulwark against teacher
attrition (Petty, Fitchett, & O’Connor, 2012). In a study conducted by Jacobs and Gordon

(2016), most teacher leaders chose to discuss intrinsic rewards such as teacher and
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student growth, making a difference, and colleague interactions as being aspects of the
position they were grateful for. While financial bonuses do exist for those teaching in
challenging schools, unfortunately as a motivator, they lose their effectiveness after only
a few years. Which leads to the idea that a greater focus must be made on intrinsic
motivators such as caring for one’s students or increasing student growth (Jacobs &
Jordan, 2016; Petty et al., 2012).

Petty et al. (2012) report that their research subjects felt that financial bonuses
would likely attract others to work in challenging schools, they themselves were much
more motivated by the bonds they had forged with their students while enjoying the
support of their administrative teams. It may appear that educators operate under a set of
morals that drive them to do what is “right” on behalf of those they interact with each day
(Margolis & Deuel, 2008).

Building on the value of intrinsic motivators, an in-depth case study of five
teacher leaders completed by Margolis and Deuel (2009) shows that teacher leaders are
both intrinsically and extrinsically motivated. Intrinsically, educational moral beliefs
were important to teacher leadership while money was a key extrinsic factor (Margolis &
Deuel, 2009). Therefore, intrinsic and extrinsic motivators may work together to increase
the motivation of teachers (Margolis & Deuel, 2009). It is worth noting that when
monetarily compensated for the additional work pertaining to their teacher leadership
roles, participants showed no decrease in intrinsic feelings towards their job.
Additionally, Margolis and Deuel (2009) indicate that monetary rewards for additional
work may actually provide teacher leaders with increased feelings of accomplishment

that represent recognition and respect. Therefore, monetary rewards may become both an
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intrinsic and extrinsic motivator, which aligns with the early work by Herzberg (1968)
showing that both are important factors for worker job satisfaction.

Aligning with the research already explored, Battle and Looney (2014) suggest
that teachers who not only enjoy teaching but view themselves are useful are more likely
to remain in the teaching profession. Teachers in this study who both enjoyed their jobs
and felt that their work was important were much more likely to continue teaching. It
would appear that the results of this study simplify the variables associated with teaching
retention, arguing that teachers’ enjoyment level of teaching heavily influences their
likelihood of staying in the teaching profession. These results are strengthened by the
findings that indicate teachers who view the teaching profession as having a low
psychological and financial cost are also more likely to remain teaching as well. The
researchers in this study conclude their study by suggesting that perhaps less research
needs to be done on why teachers leave, and instead should focus on the reasons why
teachers stay (Battle & Looney, 2014).

Teacher self efficacy and teacher collective efficacy. Sass et al. (2010) make a
strong argument supporting self efficacy as a key determinant of job satisfaction in
teachers. The researchers go so far as to say that teacher self-efficacy may improve
classroom interactions with students so significantly that stress levels, burnout related to
the workplace, and intentions of leaving are greatly diminished. The researchers conclude
that when teachers’ self efficacy in relation to student engagement increased job
satisfaction increased. Additionally, it was shown that a supportive, stress-free work
environment, in tandem with high levels of self-efficacy, are hallmarks of job

satisfaction. Also found was the strong relationship between a teacher’s sense of efficacy
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towards student engagement and stress levels. This study shows that support from
administrators and other superiors and student-related stressors had the most impact on
job dissatisfaction (Sass, et al., 2010). Considering that multiple studies have shown
student behavior and discipline issues affect stress, burnout, and teacher retention, these
results add strength to the body of research in existence (Gonzalez et al., 2008; Ingersoll,
2001; Klassen, 2010; Sass, et al., 2010).

Teacher collective efficacy has been shown to not only improve the job
satisfaction of teachers but also be significantly correlated with student achievement
(Klassen, Usher, & Bong, 2010; Tschannen-Moran et al., 2004). Tschannen-Moran &
Barr (2004) conclude that because teachers are sharing resources, methods, and activities
that improve collaboration, this subsequently influences student achievement in positive
ways. As earlier studies (Murphy & Smylie, 2009; Taylor et al., 2011; Sass et al., 2010)
indicate that teaching can be an isolative profession, these practices will help increase
teacher-to-teacher interaction which may affect job satisfaction in positive ways. In
addition, improvements in teacher collective efficacy have been shown to improve the
coping strategies and behaviors of teachers by improving their ability to handle setbacks
or failures (Tschannen-Moran et al., 2004). Interestingly, teacher collective efficacy may
be influenced by the leadership behaviors of the principal, school climate, and student
behavior (Tschannen-Moran et al., 2004), all factors that also impact job satisfaction as
well.

SWPBIS implementation. Teachers face a wide variety of stressors including
increased accountability, changing student populations, increased initiatives, and difficult

school climates (Ross & Romer, 2011). As most would agree, teachers decide to enter the
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profession because they have an interest in improving the lives of the students they
interact with on a daily basis. This being said, it has been shown that when teachers are
rewarded by seeing their students improving academically or behaviorally, they are more
likely to increase those efforts in future situations (Ross & Romer, 2010). As expected, a
failure to see these rewards will diminish further efforts and potentially lead some
teachers to experience higher levels of burnout and decreased well-being (Ross & Romer,
2010). Furthermore, school-wide positive behavior interventions and supports (SWPBIS)
implementation has been shown to create positive interactions with adults and students
and increase positive reinforcement practices, which would likely affect teacher well-
being in positive ways (Ross & Romer, 2011).

Although some programs may decide to also focus on improving teacher
behaviors, SWPBIS programs generally aim at improving student outcomes. SWPBIS
programs are generally designed to be a three-tiered intervention model, aimed at
improving student behavior by matching the intensity of the intervention to the intensity
of the behavioral problem (Lewis & Sugai, 1999). The aim of this system is to improve
the student behavior by creating a positive, supportive environment for students (Ross &
Romer, 2011). SWPBIS programs are also designed to increase the collaboration of staff
members, thereby reducing the emotional energy needed to reinforce appropriate student
behaviors. Because staff members are collectively working toward improving students’
behavior, support systems help to improve the efficacy of all teachers in improving
student outcomes (Ross & Romer, 2011). It has been found that a strong relationship
exists between the implementation of SWPBIS programs and teacher perceptions of

efficacy and levels of individual burnout related to the workplace. It was also discovered
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that SWPBIS programs were able to improve the delivery of positive reinforcement while
also increasing student expectations (Ross & Romer, 2011). The researchers therefore
conclude that programs such as SWPBIS likely affect teacher well-being positively.

At some point in every teacher’s career they likely have felt emotionally
exhausted. Attempting to improve student outcomes can be challenging work and may at
times lead to feelings of stress, burnout, and emotional exhaustion. Emotional exhaustion
can be exacerbated by teacher efforts that aren’t met with the student improvement that
they desire (Ross & Romer, 2011). Over time, these repeated failed attempts at improving
student outcomes can leave teachers feeling fatigued and less motivated to complete the
steps necessary to improve student outcomes. As a teacher continues to feel that their
efforts aren’t making a difference in their students, they may develop a sense of
depersonalization, where they begin to distance themselves from their students and
develop indifferent or even negative attitudes toward the students that they teach
(Maslach, Jackson, & Leiter, 1996). One could argue that high-need, urban, or high-
poverty schools may feel this sense of depersonalization more strongly than those
teaching in suburban or rural schools due to the well-known academic, behavioral, and
social problems that can accompany these school environments. To provide a potential
remedy to some of these issues, researchers Ross and Romer (2011) indicate that teachers
who teach in lower socioeconomic schools may benefit the most from the implementation
of SWPBIS. Citing improved effectiveness and increased emotional resources, SWPBIS
programs may be a huge help to cash-strapped school districts who feel the day-to-day

challenges of working in a high-poverty environment (Ross & Romer, 2011). These
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findings are significant as other research has shown that stress-related retention levels and
migration levels are higher in schools with high poverty rates (Ingersoll & May, 2011).

Although SWPBIS offers a multi-tiered approach for students, one could argue
that teachers may only experience first-tier support from a program like this. To this
point, Ross and Romer (2011) argue that further supports may be needed for teachers, as
it is suggested that districts may employ the use of teacher burnout inventories to assess
if, when, and to what extent teachers need support. Even without these further supports in
place, SWPBIS has been shown to be an effective way to improve student outcomes,
which can also improve the workplace environment of teachers, as they feel more
supported by their peers in areas of behavioral management, allowing them to experience
greater levels of personal well-being (Ross & Romer, 2011).

Experienced mentors. Retired educators have a wealth of experience and
knowledge that their younger counterparts can benefit from. What if this knowledge and
experience could be tapped in ways that could aid current teachers in a variety of ways?
Martinez, Frick, Kim, and Fried (2010) show that although placing retired educators in
urban school environments may not directly aid in improving teacher retention, teachers
reported improvements in their classroom environment while also feeling better about
meeting the needs of the students in the classroom.

A retired teacher in the classroom can provide an additional help with basic
classroom tasks, including behavior management, while also allowing classroom teachers
to spend more time with students one-on-one. Additionally, classroom teachers feel they
benefit from having retired teachers in their rooms during group work, as two teachers

can clearly assist students better than only one in the classroom. Teachers also enjoyed
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being able to have general and emotional support in some of the difficult roles they play
as teachers in challenging environments including mother, nurse, and counselor.
Although participants didn’t express that having retired educators in their classrooms
encouraged them to remain in the teaching profession, the notable assistance provided
may impact teacher retention over time as teachers are provided with extra resources that
were not present before. Principals were also interviewed in this study, many indicating
that placing retired teachers in classrooms improved student outcomes. (Martinez et al.,
2010).

As reported in earlier studies (Sass et al., 2010; Taylor et al., 2011), both teachers
and principals indicate that placing retired educators in classrooms helped teachers feel
less isolated, a natural byproduct of teaching children during the entire school day.
Support also extended to classroom grading requirements and other tasks which helped
them take less work home at night. One could easily argue that providing more personal
free time could increase job satisfaction in a population that is known for taking work
home at night. Retired educators also felt support coming from their classroom teachers
as they were included in lessons and given roles and responsibilities rather than merely
being a presence in the classroom. It is likely that the retired educators also held the
required skills necessary to fill these roles and responsibilities, therefore making the
process easier for the classroom teacher (Martinez et al., 2010).

Autonomy. Upon gathering interview data, Colbert et al. (2008) show that
teachers who had the autonomy to choose their professional development needs had
improved attitudes while also feeling open to trying new instructional strategies in their

classrooms. Because teachers were able to focus on areas they wanted to improve, they
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were more willing to take charge of their own learning and teaching. Teachers who were
allowed to control their own professional development were more likely to seek out
resources to improve their own learning and the learning experiences of the students they
work with on a daily basis. A one-size-fits-all approach to professional development
clearly doesn’t meet the specific needs of all classroom teachers. To this point, some
participants indicated that they felt dispirited because the large scale professional
development offered to them didn’t meet the needs they required. In the study conducted
by Colbert et al. (2008), participants chose a writing workshop as a professional develop
need and were financially supported by their principal to receive the training that they
desired. This approach clearly allowed them to be more invested in the training as they
were allowed to select what professional development would meet their needs best. As
supported by previous research, the principal in the study was extremely influential in
this process, allowing them the time and financial support to receive training and gather
resources they needed. Citing that principals helped them remove any major obstacles in
their way, teachers felt supported by the principal’s determination to help meet their
specific needs (Colbert et al., 2008).

These important results indicate that teachers appear to be more motivated to
improve their own teaching and learning if they are able to select the professional
development they receive. Therefore, one can infer based on these results that pre-
selected professional development in a one-size-fits-all model may reduce teacher
engagement and subsequently student learning. The researchers also found that allowing
teachers to select their professional development needs also improved the development

process of teacher leaders because teachers were required to be heavily involved in the
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planning, selection, and implementation of new professional development initiatives, all
hallmarks of teacher leadership. In summary, the researchers conclude that by
empowering teachers in these ways described above, their contributions to students and
passion for teaching increases in meaningful ways (Colbert et al., 2008). Considering that
preselected, professional development programs had the opposite effects among teachers
in this study, these results may help districts to improve the work lives of teachers while

also improving student achievement.

Conclusion

A commitment to teacher leadership may assist school districts in motivating and
retaining teachers regardless of their experience level. By doing so, teachers may be able
to improve their own leadership potential which will not only help early-career teachers
who may be lacking in those skills, but also more experienced teachers who may be
looking for ways to lead beyond their own classrooms. It has been widely documented
that early-career teachers are extremely vulnerable to exit attrition (Boe et al., 2008;
Fisher, 2011; Hughes, 2012; Ingersoll, 2001; Ingersoll et al., 2014). Additionally, more
experienced teachers often desire upward mobility in their careers but may not be
interested in becoming administrators (Elfers & Plecki, 2016; Stone-Johnson, 2014). A
commitment to teacher leadership may help remedy both of these groups by offering
leadership development for early-career teachers and leadership potential for more
experienced teachers. Although teachers may informally take on these leadership roles,
the reviewed research clearly supports the strong guidance from a school’s administrative
team, namely the principal. Teachers are often ready to be leaders beyond their own

classrooms; however, they may need the support and guidance of an administrator to help
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assist in these efforts (Hargreaves & Fink, 2006; Marzano et al., 2005; Maxfield &
Flumerfelt, 2009).

Teacher leadership presents itself in a variety of ways. Teachers may lead
informally, electing to improve on an area of need in their school building or district.
They may also be selected to fulfill the responsibilities of more formal roles such as
department head, mentor, or instructional coach. Regardless, teachers enjoy increased
levels of autonomy and the satisfaction of doing work that not only help student
outcomes but allows them to grow professionally by assisting other colleagues on their
own growth. (Danielson, 2006) Formal teacher leaders may teach in addition to their
leadership responsibilities, which can provide a level of credibility to their role. Hybrid
teacher leadership positions are a blending of classroom teacher and teacher leader,
allowing teachers to influence their students and their colleagues in positive ways
(Remijan, 2014).

Several initiatives exist that aim to provide supports to school districts who are
interested in beginning teacher leadership programs. In addition, several universities are
also providing teacher leadership endorsement programs to help prepare teachers to
become better leaders in their classrooms and school districts (Ohio Department of
Education, 2017). Ohio for example, recently constructed a Teacher Leadership
Workgroup with the goal of creating, distributing, and supporting a teacher leadership
framework for districts to use to create or support existing teacher leadership programs.
These initiatives and programs are important considering many teachers report they
received inadequate training in the areas of pedagogy, behavioral management, and areas

relating to educational leadership (Ingersoll et al., 2014). Through initiatives and
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programs such as these, it is the hope that teacher leadership practices can be
implemented with fidelity so as to improve student outcomes in addition to teacher
satisfaction.

Teacher job satisfaction appears to be influenced by a wide variety of factors
including student behavior, pay, administrative support, and school setting (Greenlee &
Brown, 2009; Ng & Peter, 2010). Although teachers are often intrinsically motivated by
factors such as improving the lives of their students, financial incentives such as teacher
pay and benefits also heavily influence the job satisfaction of teachers (Hughes, 2012).
Districts would be wise to understand the synergistic nature of these intrinsic and
extrinsic factors as multiple studies show each affecting the job satisfaction and retention
in teachers (Jacobs et al., 2016; Margolis & Deuel, 2009). In addition to these factors,
school setting also appears to influence teacher satisfaction, as urban, high-poverty, and
high-need schools can be challenging places to work. Although minority teachers may
hold certain qualities that may help meet the specific needs of students in these schools,
minority teachers have been shown to leave these urban, high-poverty, and high-need
schools, instead teaching in lower poverty, less urban types settings (Ingersoll & May,
2011). In addition to minority teachers, female teachers also appear to be vulnerable to
exit attrition, especially when teaching in urban, high-poverty, and high-need school
districts (Dagli, 2012; Klassen, 2010).

These problems can be devastating to school districts, as they scramble to hire and
train new teachers (Sass et al., 2010). At the same time, school districts may be able to
remedy exit attrition problems by implementing School Wide Positive Behavior

Intervention Support programs, focusing on improving teacher collective efficacy, and
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allowing teachers a greater sense of autonomy. SWPBIS programs generally focus on
students, however, teachers benefit from these types of programs because entire school
buildings are supporting the growth of the student body. Behavioral management, reward
systems, and a clear focus on student growth allow teachers to improve their collective
efficacy by supporting one another and feeling their own growth improve over time (Ross
& Romer, 2011). Increasing teacher autonomy has also been shown to improve job
satisfaction, especially in the area of professional development. Allowing teachers to
select their own areas of professional need has been shown to increase engagement and
leadership outcomes (Colbert et al., 2008).

Teacher leadership practices may be able to provide school districts with a way to
not only retain early-career teachers, but also retain more experienced teachers by
providing leadership opportunities beyond their own classrooms (Danielson, 2006).
Teachers appear to enjoy the autonomy of self-directed behavior in addition to the
creation of their own teacher leadership roles that allow them to utilize their unique
strengths to advance school improvement (Aspen Institute, 2014; Remijan, 2014). As
distributed leadership practices are being implemented with fidelity, teacher leadership
may offer a real solution to improving the lives of both the teachers and the students that

they serve each day (Hargreaves & Fink, 2006).
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CHAPTER III: METHODOLOGY

Introduction

The experiences of four teacher leaders was explored using a single-case, case
study design to determine how teacher leadership experiences affect job satisfaction and
teacher retention. The researcher believes that the use of a case study design was the best
research method to accurately gather the true feelings of those participating in the study
considering that the roles, responsibilities, and experiences of teacher leadership positions
may differ between school districts. Research questions were derived from the emerging
themes in the literature relating to improved job satisfaction in the teaching population
including increased autonomy, improved decision-making power, and administrative
support (Aspen Institute, 2014; Colbert et al., 2008; Hargreaves & Fink, 2006; Remijan,
2014).

Semi-structured interviews were conducted with four teacher leaders to determine
how their roles, responsibilities, and experiences influence job satisfaction and teacher
retention. In addition, direct observations were employed to witness teacher leaders
engage in leadership-related tasks in order to add depth to the interview process. Lastly,
document reviews were conducted to analyze various artifacts that showed how the roles
and responsibilities of teacher leaders were manifested. Data was triangulated by
analyzing the participant interview responses, direct observations, and documents
pertaining to the teacher leaders’ leadership roles, responsibilities, and experiences as
well as completing a member-checking process to see if the data collected matched other
teacher leaders. In addition, an audit trail was created to document and display the

timeline of the research tasks to arrive at the analyzed data and implications.
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Purposive, random sampling was used to select the four teacher leaders involved
in the study who have all completed a formal teacher leader endorsement program
through an accredited university. Upon delivering invitations to ten teacher leaders
available for study, four were selected, each ultimately participating in the final study.
Open and axial coding was implemented when analyzing interview, direct observation,
and document review data and categories were created using this process. A master list of
notes, terms, and comments were created to assist in determining recurring themes from
the data gathered. Initially the researcher hypothesized that the data would show that the
teacher leaders in the study would experience improved job satisfaction. It was then
suggested that these hypothesized results could encourage other school districts to
develop, employ, and sustain both formal and informal teacher leadership positions as a

way to improve the job satisfaction and teacher retention of the teachers they employ.

Research Purpose

The purpose of the study is to explore the experiences of teacher leaders and show
how those experiences affect job satisfaction and teacher retention. Although much
literature exists pertaining to teacher leadership and teacher job satisfaction as separate
research topics, little research exists exploring how teacher leadership roles may affect
the job satisfaction and teacher retention rates in teachers. Considering that teacher
retention affects school districts across the country, it is important to investigate whether
the teacher leaders in the proposed study experienced improved job satisfaction as a
result of taking on a formal or informal teacher leadership role. Although this study can
only reveal how the teacher leaders feel about their teacher leader positions, it may

encourage school leaders to develop, employ, and sustain teacher leadership practices in
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their own school districts if those positions lead to increased autonomy, decision making,
and administrative support.

Research questions. As Yin (2014) suggests, arguably the most important step in
a research study is the definition of the research question(s). Focusing on both substance
and form will ensure that the research questions selected ask the right questions of those
involved in the study. Three research questions were explored in the case study on how
teacher leadership influences job satisfaction and teacher retention. The research
questions were selected to investigate if teacher leaders’ roles, responsibilities, and
experiences reflect increased autonomy, improved relationships with administrators and
other colleagues, and increases in decision-making power, which all were evidenced in
the literature as factors influencing teacher job satisfaction (Aspen Institute, 2014;
Colbert et al., 2008; Hargreaves & Fink, 2006; Remijan, 2014). Selecting the research
questions in this format assists in adding internal validity to the study, since the
researcher was attempting to ask questions that aim to explore the concepts evidenced in
the literature.

The following questions were used in the study as the three research questions for
teacher leaders.

1. How do teacher leaders describe their roles, responsibilities, and

experiences as leaders in their school building?

2. How do teacher leaders describe their involvement in the decision-

making process?

3. How do teacher leadership practices influence job satisfaction and

teacher retention?
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Types of Leadership Roles

The roles, responsibilities, and experiences of those in teacher leadership
positions were explored in this study. Teacher leadership positions have historically
focused more on administrative tasks but lately have been shifting toward informal
leadership (Aspen Institute, 2014; Danielson, 2006). Current research argues that for a
collaborative and democratic environment to ensue in a school building, teacher
leadership must shift away from administrative task completion and more toward the
collaboration among school members (Danielson, 2006). Below, each type of leadership
is expounded upon, including relevant research pertaining to each.

Formal leadership. Danielson (2006) describes the roles of formal leaders, which
include mentors, department chairs, master teachers, team leaders, and helping teachers.
As such, these roles are created to help distribute the work of keeping a school running
smoothly. Unfortunately, some teacher leaders are appointed to leadership positions by
administrators, which can be seen as a show of favoritism and may lead to reduced levels
of trust (Danielson, 2006).

The definition of a formal teacher leader, for the purpose of this study, is one that
has been either appointed to or elected to a non-coaching, non-bargaining or union
representative position in their school district. Examples of formal leadership positions
could be, but are not limited to: formal building mentors, department heads, building
leadership team members, instructional coaches, and district leadership team members.

Informal leadership. Standing in contrast to formal teacher leadership, informal,
or teacher leadership, arises organically often attempting to meet a demand or need that
emerges (Danielson, 2006). Formal leaders are often elected or appointed, while informal

leaders may be defined as teachers fulfilling a leadership role without accepting a
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nomination for position or otherwise being elected for that position (Danielson, 2006).
Although administrators can support informal leadership, the driving force behind this
type of leadership comes from the teacher. As one can expect, this type of leadership has
the potential to be a powerful tool for districts to facilitate.

For this study, informal leaders were, but were not limited to, helping in minor
administrative ways, aiding in the implementation and creation of departmental
curriculum, organizing school-based events, or providing leadership in areas of teaching,

learning, and technology, etc.

Case Study Design

Case study research is utilized in many professional fields, including education,
where much of the phenomena researched can appear complex and worthy of in-depth
investigation. Once thought to only be used as a preliminary research method, case study
research need not only be implemented during the exploratory phase of research; it also
may be used to test propositions in explanatory ways (Yin, 2014). For the purpose of this
study, a case study will be defined as “an empirical inquiry that investigates a
contemporary phenomenon in depth and within its real-world context, especially when
the boundaries between phenomenon and context may not be clearly evident.” (Yin,
2014, p. 16). Case study research may not be appropriate for every research investigation,
as it answers “how” and “why” research questions better than the “who” and “what” type
of research questions. Although quantitative research may show great research strength in
attempting to explain the “who” or “what” research questions, it may be limited in
exploring “how” and “why” questions due to the limited inferences that may be made

from survey or experimental research (Yin, 2014). An advantage of the case study
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method is that it does not rely on control over behavioral events, but also enables the

researcher to focus on contemporary research investigations.

Types of Case Studies

Several types of case studies exist in a field of research, each having its own
purpose and methodology. Explanatory or causal case studies attempt to explain specific
phenomena by gathering data using interviews, observations, or other documents.
Descriptive case studies attempt to describe the prevalence of a particular phenomenon,
often attempting to even predict certain outcomes. Lastly, exploratory case studies
attempt to develop specific hypotheses that will help drive further investigation on a
particular topic (Yin, 2014). As the field of educational research can be quite broad, each
type of case study has appropriate applications considering certain topics may be more or
less researched than others. The current research study encompassed each of these types
of case studies, as a plethora of research evidence exists surrounding teacher leadership
and job satisfaction as independent topics, yet little research explores if and how the two

variables affect one another.

Rationale for Single-Case Design

As single-case, case study designs may raise methodological questions for peer
reviewers and applied professionals alike, several rationales exist to support the use of a
single-case, case study design. Yin (2014) defines a single-case design as “a case study
organized around a single case; the case might have been chosen because it was a critical,
common, unusual, revelatory, or longitudinal case” (p. 240). The critical case rationale
suggests that a single-case, case study design is needed because it might represent a
critical test of a significant theory. As such, the research study may be able to help

refocus further investigations within the same field because it can challenge or even
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extend a previously believed theory. The next rationale for a single-case, case study is
that an unusual phenomenon that deviates from everyday occurrences may be so extreme
that other sample populations simply may not exist. Interestingly, the results of case
studies that attempt to analyze something unusual may help applied professionals better
understand normal processes (Yin, 2014).

Thirdly, the common case may be used to support the use of a single-case, case
study because researchers are attempting to capture some key aspect of everyday life. The
information gathered may be able to help provided additional information to support pre-
established theoretical models. Another strong rationale for the use of a single-case, case
study design is the revelatory case. A single-case, case study design may be used in this
way to explore phenomenon previously unavailable to investigation. Lastly, the
longitudinal rationale may be used to support the use of a single-case, case study design
because investigation may take place over long intervals of time, possibly following
“before” and “after” results and assumptions. In this way, it would be challenging to
compare multiple groups using the same time interval procedures (Yin, 2014).

After reviewing each of the rationales for the single-case design and considering
the evidence in the literature pertaining to teacher leadership, the researcher concluded
that the common case rationale supported the use of a single-case design. Although
teacher leadership and job satisfaction have been thoroughly reviewed in the literature as
separate topics, teacher leadership as it relates to job satisfaction has not been thoroughly
explored in the literature. Therefore, the researcher attempted to determine if the
everyday experiences of teacher leaders did in fact align with the factors that have been

shown to increase the job satisfaction in teachers.
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Research Design

A descriptive, single-case, case study design was implemented for this study as
the researcher is choosing to study a phenomenon and how it presents itself in a real-life,
professional setting within one school district. A role-based data unit approach was used
to explore the roles, responsibilities, and experiences of teacher leaders. Although a pre-
established survey instrument could have gathered adequate data relating leadership level
and job satisfaction, the researcher aimed to explore if any deeper themes emerged. In
this way, participants were provided the freedom to clearly articulate their thoughts and
emotions about their roles.

Interview questions were constructed by selecting emerging constructs in the
literature reviewed, including key elements that have been shown to improve job
satisfaction in teachers such as autonomy, decision making, and administrative support
(Aspen Institute, 2014; Colbert et al., 2008; Hargreaves & Fink, 2006; Remijan, 2014).
Interview questions were reviewed by the Youngstown State University Institutional
Review Board prior to data gathering to ensure the well-being of each participant
(Appendix H). The interview process posed no additional risks to the participants beyond
what they would experience during a typical day in the workplace. Although this was
true, the researcher did specifically outline in the informed consent form that participants
should only share information they were comfortable sharing due to the small sample
size. Although every precaution was taken to protect the confidentiality of each
participant, participants were openly alerted to the fact that their answers to interview
questions may cause readers to guess their identity. As such, interviews were conducted

after school hours and off school grounds.
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The selected interview questions show strong reliability and internal validity due
to their repeatability across groups. The internal validity of the interview questions was
enhanced by implementing a preparatory research process, having non-participating
teachers review planned interview questions for clarity and understanding. Any interview
questions that appeared unclear were reworked prior to final research implementation.

Direct observations of teacher leaders were also employed to enhance the internal
validity of the proposed study. Yin (2014) shares that the evidence gathered from
observations are useful in providing additional information about the intended individual,
group, or phenomena being investigated. Additionally, observations serve as a form of
triangulation that allows researchers to more broadly explore research interests (Yin,
2014). Data triangulation also strengthened the construct validity of the research study by
providing multiple measures of the phenomena being studied. It was the intent of the
researcher to reach beyond the data collected in the interview process by observing
teacher leaders in their natural workplace environment. Observation data were compared
to interview data to check interview answers against actual observations of the teacher
leaders engaging in leadership tasks.

Lastly, document reviews were used to gather leadership-related artifacts that
showed the daily leadership tasks in which teacher leaders engage. Documents such as
minutes for data meetings, department meetings, and instructional coaching meetings
were used in addition to materials that had been used in the professional development of
other staff members. Document reviews enhanced the internal validity of the study by

showing actual physical evidence of tasks that relate to teacher leadership practices. By
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employing the use of interviews, observations, and document reviews, the researcher
effectively triangulated data, which improved the internal validity of the study.

After actual participant data was gathered and analyzed, the researcher employed
a member-checking process to ensure the answers match the true beliefs of those being
studied (Merriam & Tisdell, 2016). This process took place through email
communication and by phone to ensure that participants had an opportunity to present
their true feelings. Allowing for the convergence of multiple sources of evidence, key

themes were bolstered by higher levels of construct validity (Yin, 2014).

Sampling and Selection

This study aims to explore the perceptions of four teacher leaders who had
completed a twelve-credit-hour Teacher Leadership Endorsement Program through an
accredited university. The researcher delivered invitations to participate to ten teacher
leaders who were available for study. Invitations were delivered in a sealed envelope that
contained an invitation to participate, a contact sheet, and a stamped envelope with the
mailing address of the researcher. No administrators or other school personnel handled
the forms after they were delivered to the potential research participants. The research
gave each participant ten days to return their acceptance to participate. This process was
completed twice in order to secure more participants. Upon receiving all acceptance
forms, the research then began the process of selecting the teacher leader participants.

Random selection was not used because after several attempts, only four teacher
leaders agreed to participate in the study. Each of the four participants who agreed to
participate completed all portions of the research study including interviews, direct
observations, and document reviews. Each of the participants were members of the same

school district and teach in grades K-12. Although a few participants are formal teacher
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leaders, most of the sample population leads informally. The superintendent who
employs the participants of the study has decided to support the informal leaders in ways
that allow them to lead from within the classroom instead of nominating teachers to
formal leaders roles. As such, many of the participants in this study operate as full-time
classroom teachers.

Sampling. Purposive, criterion-based, non-random sampling was employed to
select teacher leaders. Invitations to participate were sent to ten teacher leaders which
included all details pertaining to the interview, direct observation, and document review
process in addition to the potential benefits of participating in the research study. This
process ensured that each participant had full knowledge of all aspects of the study had
an equal opportunity to participate in the research. Neither the researcher or any
participating school official coerced participants into participating in the study. In
addition, no administrator or other school personnel handled any of the completed forms
after they were initially delivered.

The four participants in the study were all members of a teacher leadership
endorsement pilot project that was facilitated by an accredited university. Each
participant received the same teacher leadership training and attended classes together as
a ten-person cohort. Thus, the researcher attempted to control against the possible
variation in roles, training, and experience levels among larger teacher leadership
populations, opting instead to select a group that all received the same training and work
in the same school district. The sample population was secured via personal
communication with the school superintendent and in a later formal letter confirming the

permission to interview the group of teachers which can be found in Appendix F.

98



TEACHER LEADERSHIP

Sample size. As research indicates, the true effective sample size can be difficult
to determine as data saturation may only be effectively determined after the research is
concluded (Bonde, 2013). To this point, Bonde (2013) concludes that adequate sample
sizes can be affected by the research study scope, characteristics of the target audience,
expertise of the researcher, research audience, and available resources. As definitive
sample size can be unclear, the researcher interviewed, observed, and reviewed
documents from four participants who agreed to participate and who completed a teacher
leadership endorsement program at an accredited university. A sample population of this
size aided the researcher in reaching a point of saturation from the experiences gathered
from the participants, although as Merriam and Tisdell (2016) suggest, in qualitative
research, there is no way to know truly know how many participants will be needed to
reach a point of saturation. Although this may be true, the researcher used semi-
structured interviews, direct observations, and document reviews to help provide a thick,
rich description of the roles, responsibilities, and experiences of the teacher leaders being

studied.

Procedures

The researcher collected semi-structured interview, direct observation, and
document review data over the span of several days. Because interviews were conducted
off school grounds and either before or after school hours, the researcher made every
effort to accommodate the schedules of each participant. Attempts were made to
complete several direct observations during each on-site visit. Because only direct
observations were held during school hours, impact on the educational environment was

minimized.
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Prior to the commencement of the research process, each participating teacher
leader was contacted through either email or phone and arrangements were made to
conduct the interview off school grounds, before or after school hours. Interviews were
held in a private location that was free of disruptions, and interviews were staggered by at
least 15 minutes to protect the confidentiality and anonymity of the each participant. By
doing so, it was intended that participants did not have any interaction with other
participants between interviews, to improve the credibility of the research. Although no
deception was used in the research study, it is possible that participants could influence
each other’s interview answers based on how previous participants answered their own
interview questions. Every effort was made to complete the interview portion of the study
prior to the direct observation.

Direct observations were also set up individually with each participant through
email or phone communication. Although the building principal was alerted to the
researcher’s presence in each school building, all remaining details were kept confidential
so as not to identify those being studied. The direct observation process did not disrupt
the workplace environment as teacher leaders were engaging in regular workday tasks
and were not disrupted by the research process in any way. Observation data was
collected using a data collection sheet, which can be found in Appendix G. Every attempt
was made in the research study to work around the participants’ schedules and observe
during a time that worked well for them. As with any case study involving interviews and
direct observations, the interviewer must work around the participants’ schedules, not

their own (Yin, 2014).
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Upon arrival to the private interview location, the researcher greeted each
participant and guided them to their seat at the table used for interviewing and collecting
document details. At this time the researcher introduced themself and furnished a detailed
informed consent form. The informed consent form provided to each participant
complied with all guidelines set forth by the Youngstown State University Institutional
Review Board. The researcher provided ample time for each participant to read the form
and complete all sections to the best of their ability. Additionally, the researcher offered
to answer any questions the participant had pertaining to the research study. The
researcher only began the interview process and document review process after the
participant agreed to sign and date the informed consent form.

Once the participant signed and dated the informed consent form, the researcher
spent a few minutes building rapport with the participant by explaining his role as a
teacher and teacher leader and also why he was interested in the topic of teacher
leadership and job satisfaction. Additionally, the researcher asked each participant what
subject they teach, how long they have been teaching, and the type of leadership role they
engage in as a teacher leader, although this information was not used in any final report.
The purpose of this rapport-building process is to develop trust between the participant
and the researcher (Merriam & Tisdell, 2016). By doing so, the researcher hoped to
receive more meaningful interview responses. During this time, field notes and digital
recording devices were not used to gather participant data. In addition, the conversations
taking place during the rapport-building process were not used in any way as evidence of

the roles, responsibilities, and experiences of teacher leaders.

101



TEACHER LEADERSHIP

After the brief rapport-building process, the researcher also asked teacher leaders
to share any documents that evidence their leadership roles and responsibilities, which
was used as a later form of data triangulation. Each participant was alerted to this task on
the invitation to participate sent prior to commencement of the research study, and
examples of possible documents were listed. The gathered documents served as an
additional form of data triangulation to improve the internal validity of the research
study. In tandem with the interview and direct observation data, the documents provided
a thick, rich description of the roles, responsibilities, and experiences of the teacher
leaders being studied.

Upon completing the rapport-building and document-gathering processes, the
researcher informed each participant that the interview would begin, field notes would be
taken, and a digital recording would also be made to ensure the researcher captured the
exact responses of each participant. The researcher protected the anonymity of each
participant by not using any names or other identifiers during the interview process. In
addition, if the participant used their name, any identifiers, or any names of colleagues or
administrators during the interview, the researcher changed those names in all
transcriptions or narratives shared in final reports. Responses were also reported
anonymously, and any names shared during the interview process were changed in final
transcripts and reports so as not to single any particular participant out when the data
were reported. It is important that these precautions were in place for participants to be
ensured that their anonymity is protected at all times.

To ensure repeatability across groups, the same series of interview questions were

asked to each teacher leader. Interview questions were created by using emerging themes
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in the literature reviewed pertaining to teacher job satisfaction including autonomy,
decision making, and administrative support (Aspen Institute, 2014; Colbert et al., 2008;
Hargreaves & Fink, 2006; Remijan, 2014). Controlling for the implementer effect,
identical processes were used for each interview to ensure reliability in the study. This
being true, there were situations where the researcher needed to ask clarifying questions
so as to better understand the roles, responsibilities, and experiences of the teacher
leaders being studied. By following a detailed procedure for gathering, reporting, and
analyzing data, every attempt was made to protect the confidentiality and anonymity of
the participants.

At the conclusion of each interview, participants were thanked for their
contribution to the study, and also reminded that a summary of the interview and
applicable themes could be sent to them upon the conclusion of the dissertation if they so
desire (Trochim & Donnelly, 2008). At this time, the researcher ceased taking any
additional field notes and also stopped the digital recording device. Additionally,
participants were made aware of the member-checking process which took place after all
interviews, observations, and document reviews had been collected. This process took
place either by phone conversation or email depending on the availability of each
participant. A debriefing form was not necessary as participants were fully informed of
all details of the proposed study in addition to the benefits and the risks. To conclude
each interview, participants were thanked for their time and ushered from the private
interview location. After the interview process was completed for each participant, the

researcher then gathered all materials including field notes, digital recordings, and any
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other document review materials and secured them in a safe location until they were
transcribed and analyzed.

Every attempt was made to conduct the interview portion of the research study
prior to engaging in the observation process within the school building. During the
observation process, each building principal was alerted as to my presence in the building
but every attempt was made to arrange all observation details with the participant to
protect their anonymity. The researcher followed all school safety protocols while
completing the direct observation process, including checking in with office personnel
and wearing a name badge. The risks to each participant were low during the direct
observation process because teacher leaders were observed completing daily leadership
tasks and the researcher did not interfere with any part of the observation process. Prior to
the direct observation process, each teacher leader was contacted and an agreed-upon
time was arranged for the observation portion of the study.

Every attempt was made to directly observe teacher leaders leading in ways that
influence their colleagues, administrators, and larger communities in settings that fall
outside of their traditional classroom duties. Examples of possible direct observations
were PLC meetings, department head meetings, professional development sessions,
instructional coaching displays, and meetings with principals or other colleagues.
Although teachers are all leaders in their own classrooms, the researcher attempted to
witness evidence of teacher leadership beyond the classroom.

Each direct observation followed the same procedures. The researcher did not
engage, participate, or interfere at any point during the direct observation and was merely

viewing teacher leaders accomplishing leadership tasks and taking field notes (Yin,
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2014). During direct observations, field notes were utilized in addition to a data
collection sheet (see Appendix G) listing key constructs from the literature, such as
autonomy, improved decision-making power, and administrative support (Aspen
Institute, 2014; Colbert et al., 2008; Hargreaves & Fink, 2006; Remijan, 2014). During
each direct observation, the researcher attempted to categorize observed behavior into the
constructs as well as provide narrative notes about behaviors observed. No digital
recordings were made of the observations. Each direct observation was no longer than 30
minutes, and those being observed agree to be observed on the informed consent form
furnished at the start of the interview process. After the researcher observed each
participant engaging in leadership-related tasks, the data collection process was complete.
The researcher then left the research site and prepared to complete the data analysis
process. Upon completion of the data collection process, an email was sent to the district
superintendent thanking him for allowing the researcher to study the teacher leaders in
the district.

Upon leaving the research site, the researcher organized and categorized all field
notes, making them easily available for later data and thematic analysis (Yin, 2014).
Additionally, all interviews were transcribed, and observation and document review data
were coded and categorized. After all three data points were collected, recurring and key
themes were identified. Data was coded in both an open and axial method, using multiple
colors to denote each theme. This process ensured that themes were identified and
organized properly. Once key themes were identified, qualitative data was analyzed to
examine how teacher leader roles influence the job satisfaction of the teachers being

studied.
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It is important to note that the purpose of the research study was not only to study
the relationships between teacher leadership and job satisfaction, but to more clearly
establish how and why teacher leaders may experience different levels of job satisfaction.
Through the use of semi-structured interviews, direct observations, and document
reviews, the researcher was able to provide a thick, rich description of the roles,

responsibilities, and experiences of the participating teacher leaders.

Introduction of Data Sources

Three sources of data were used to explore the roles, responsibilities, and
experiences of the teacher leaders being studied. All data sources aligned with the three
research questions presented earlier. The first source of data came from semi-structured
interviews, which aimed to explore how teacher leaders describe their roles,
responsibilities, and experiences. Interview questions were selected based on the
emerging themes from the literature pertaining to teacher job satisfaction including
autonomy, decision making, and administrative support (Aspen Institute, 2014; Colbert et
al., 2008; Hargreaves & Fink, 2006; Remijan, 2014). The second source of data was
gathered from the direct observations of teacher leaders. The researcher was better able to
support and substantiate the interview question data gathered by observing teacher
leaders during leadership tasks. Lastly, documents were reviewed pertaining to teacher
leaders’ responsibilities including meeting minutes, educational data, and artifacts related
to leadership tasks they are responsible for. The use of these three types of data are
strengthened by Tisdell and Merriam (2016), who report that case study data has
historically been gathered from these three forms of data. These three sources of data
strengthened the internal and construct validity of the study through the process of data

triangulation (Yin, 2014).
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Interviews. To gather data for the proposed study in person, semi-structured
interviews were conducted with teacher leaders. Interviews lasted no longer than 60
minutes, and field notes and digital recordings were taken to ensure accuracy during later
transcription and analysis. All interviews were conducted off school grounds and either
before or after school to protect participant confidentiality and anonymity. Each interview
question aligned with the three intended research questions, which were selected based
on the literature reviewed prior to the research process. It was the intent of the researcher
to gather a truthful understanding of the roles, responsibilities, and experiences of teacher
leaders specifically relating to emerging elements of teacher job satisfaction such as
autonomy, decision making, and administrative support.

Observations. Direct observations were implemented following the interview
process for each teacher leader participant. The researcher observed teacher leaders
during leadership-related tasks that were unrelated to classroom teaching. A standardized
observation form was used (see Appendix G) that organizes collected data by categories
related to the key findings from the literature pertaining to autonomy, decision-making
power, and administrative support. The researcher did not interfere in any way during the
direct observation process. Direct observation data was later coded and cross-referenced
with interview data to determine similarities, differences, and emerging themes.
Examples of observation task data included but was not limited to mentoring, department
chair meetings, professional development sessions, data meetings, principal meetings,
instructional coaching sessions, and meetings with administrators and colleagues.

Document reviews. On the invitation to participate form sent to each of the initial

ten teacher leaders available for study, the researcher asked that participants bring to the

107



TEACHER LEADERSHIP

interview any documents they may have that relate to teacher leadership practices used in
the school building. Documents review examples were meeting notes, professional
development presentations, professional conferences, and any other artifact that relates to
teacher leadership. A list of possible examples was provided on the invitation to
participate form distributed prior to the interview and direct observation process. These
documents helped to triangulate data by providing physical evidence of teacher
leadership unrelated to interviews or observations. Document sources were categorized
using the same constructs used during the interviews and direct observations which
include autonomy, improved decision-making power, and administrative support.

Data storage. Digital and written interview, observation, and document review
data were stored in a storage room in a locked file cabinet at Youngstown State
University Beeghly College of Education for at least three years. Written documents were
kept on file in a personal location under lock and key for three years and then properly
shredded and discarded per YSU policy, in accordance with 45 CRF 46.155[b]. Digital
files were stored in a password-protected Dropbox account that is only accessible by the
principal and sub-investigator at Youngstown State University. Any personal recorded
digital files were destroyed promptly after data was analyzed. This includes all interview
data stored on digital recorders, phones, or other electronic devices. These procedures are
all aligned with the guidelines set forth by both the APA and Youngstown State
University.

Validity

As Yin (2014) suggests, four tests can be used assess the quality of an empirical,

social research study. As such, several tactics can be employed to attempt to improve the

validity and reliability of a research study. To improve construct validity, multiple
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sources of evidence, establishment of chain of evidence sequence, and having other
researchers review case study reports can be utilized. These tactics occur during the data
collection and composition stages of the research process (Yin, 2014). To assist in
improving internal validity, pattern matching, explanation building, presentation of
opposing explanations, and the employment of logic models are all tactics that can be
implemented. Each of these tactics may be used within the data analysis phase of the
research process. External validity may be improved during the data collection phase of
research by using theory, especially in single-case studies, in addition to using replication
logic in multiple-case studies. Lastly, reliability can be strengthened by using case study
protocol as well as developing a case study database during the data collection process
(Yin, 2014).

The researcher made every attempt to control for threats to construct validity
especially since it has been shown that the roles of formal leaders are sometimes
ambiguous and may vary widely among school districts (DeAngelis, 2013). While some
school districts may assign or elect teachers to fill formal teacher leadership roles, some
districts are likely to support this practice with less emphasis.

In 2017, I was asked to be a part of the Teacher Leader Workgroup sponsored by
the Ohio Department of Education and Insight Education Group. Our task was to help
design a teacher leader framework for the state of Ohio. This group was made up of Ohio
teachers, administrators, professors, Ohio Education Association representatives, and
members of the Ohio Department of Education. A key theme that emerged was the

difficulty in operationalizing exactly what a teacher leader was.
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Considering that the research study aimed to study one school districts’ teacher
leaders, role ambiguity and variation were not a threat to construct validity at least in
terms of teacher leadership. This is true because each teacher leader is operating as a
leader in the same district with the same supports and administrative team. It is worth
noting that the superintendent of the school district that employs the participants in the
study believes strongly in informal leadership, opting to support teacher leaders who rise
up in organic ways, a belief strongly supported by Danielson (2006). In addition to the
previously mentioned attempts made by the researcher to protect against threats to
internal validity, other attempts to protect external validity were made by the researcher
as well.

Upon conclusion of the data collection process, the researcher employed a
member-checking process where results were taken back to the four participants that
were studied to determine if the data gathered mirrored their actual roles, responsibilities,
and experiences of being a teacher leader in their district. This process ensured that the
research study was accurately representing the participants being studied, a tenet integral
to the success of any effective case study.

As Trochim & Donnelly (2008) indicate, case study research aims to intensively
analyze specific individuals or contexts which given the context of this study, can help
show how teacher leaders’ roles, responsibilities, and experiences influence job
satisfaction. Using interviews, direct observations, and document reviews as well as
controls for both internal and external validity, the researcher developed a rich set of data

that likely showed the true feelings of the participants being studied.
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Preparatory Research

In order to gain a better understanding of teacher leader experiences, interview
questions were developed by analyzing key constructs from the research that have been
shown to both increase and decrease job satisfaction. Constructs such as autonomy,
administrative support, compensation, burnout, and job satisfaction were all reflected in
the interview questions being used in this study as they appeared regularly in the research
(Aspen Institute, 2014; Colbert et al., 2008; Hargreaves & Fink, 2006; Remijan, 2014). In
selected constructs such as these, the researcher attempted to gain a relevant
understanding of the actual factors influencing job satisfaction in teacher leaders.

Prior to data collection, all interview questions were reviewed for clarity and
understanding by teachers who are not participating in the research study. This helped
ensure that final interview questions were administered reliably across all focus groups as
well as controlling for internal validity. During this initial process, interview questions
were given to non-participant teachers and later refined in order to provide participants
with the clearest and most coherent version of the interview questions being asked.
During this process, any interview questions that were unclear or misguided per the
answers given by non-participating teachers were then restructured to improve the clarity
and understanding. Upon completion of this process, the researcher then had content
experts review the questions to determine if they aligned properly with the research
questions being used in the study. Refer to Appendix A to view the research questions

and interview questions that were administered to teacher leaders.

Trustworthiness

Merriam and Tisdell (2016) suggest that research designs are based on

assumptions that seek to answer questions through in-depth analyses of gathered data.
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Although quantitative research has many tools to test hypotheses, standards to apply, or
the ability to show evidence of a new theory or discovery, qualitative research is first and
foremost concerned with providing the reader with a sense of understanding. Naturally,
many would argue that quantitative research can better show correlations and even cause
and effect relationships, however qualitative research operates in a much different way,
exploring certain phenomenon and how those involved are affected and influenced in
different ways.

A key assumption of qualitative research is the belief that reality is not fixed, but
ever-changing. In terms of this research study, teacher leadership may present itself in
many different ways, often times difficult to operationalize. Although this may be true,
Merriam and Tisdell (2016) argue that because qualitative researchers are able to be
much closer to those participating in a research study, especially compared to the use of
instrumentation in quantitative research, they are poised to be able to gather data truer to
reality. Qualitative researchers therefore aim to uncover the complexities of human
behavior while attempting to provide the most holistic interpretation of the what is
actually happening. Fortunately, those interested in employing qualitative research
designs are not without answers, as data triangulation, member checking, the creation of
an audit trail, and engaging in ethical research practices are effective ways to help
improve the internal validity of a research study (Merriam & Tisdell, 2016).

Triangulation. As Merriam and Tisdell (2016) suggest, although qualitative
research attempts to capture the truth behind a specific phenomenon, there are several
strategies that researchers can use to increase the credibility of their findings.

Triangulation is one such example, a well-known strategy for greatly improving the
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internal validity of a research study. Triangulation practices check multiple methods of
qualitative data collection including interviews, documents, or observations against other
dissimilar methods (Merriam & Tisdell, 2016). In this study for example, semi-structured
interview responses were checked against direct observation data as well as any
documents gathered pertaining to teacher leadership which assist in improving the
internal validity of the study. Interview questions as well as direct observation and
document review data gathering forms were derived from key emerging constructs in the
literature surrounding autonomy, improved decision-making power, and improvements in
the relationships and support from administrators (Aspen Institute, 2014; Colbert et al.,
2008; Hargreaves & Fink, 2006; Remijan, 2014). By aligning each data source around the
emerging themes in the literature related to teacher job satisfaction, the researcher has
improved the credibility of the study.

Member checking. The researcher attempted to protect the internal validity of the
case study by establishing a member-checking process, a system by which the researcher
shares the categories and coded data interpretation with several of the participants in
order to see if the data interpretation is accurate per their individual experiences
(Merriam & Tisdell, 2016). This process happened upon completion of all interviews
either by phone or through email communication depending on participant availability.

Audit trail. Merriam and Tisdell (2016) encourage researchers to employ the use
of an audit trail, leading the reader through a detailed journey of how all forms of data
were collected, an explanation of the category creation process, and how decisions were
made throughout the research process. The researcher engaged in this process by keeping

a detailed account of the dates and times of the semi-structured interviews, direct
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observations, and document reviews in addition to the coding and transcription process
during data analysis. These detailed accounts are included in the appendices of this
report.

Ethics. Merriam and Tisdell (2016) report that researchers must ethically attempt
to produce valid and reliable knowledge during the research process. Clearly important,
applied fields such as education need research evidence that they trust will have a
probable chance of success in helping those they teach or work with. Thus, the researcher
attempted to ensure adequate levels of reliability and validity in the research study.
Conducting the research in an ethical manner, the researcher is able to provide applied
professionals with actionable evidence that may be able to change their daily practice in
positive ways. Although qualitative research has the potential to strongly influence the
professional world, it is not without its challenges, some of which relate to the size and
scope of sample populations used in qualitative research (Merriam & Tisdell, 2016).
These challenges are important to researchers as they attempt to use strategies such as
triangulation and member checking to strengthen the internal validity and credibility of
their research study. In addition, by attempting to improve the reliability and validity of a
research study through the employment of effective strategies, qualitative researchers are
able to strengthen the claims they are making about their data (Merriam and Tisdell,
2016).

In this study, the researcher followed all ethical guidelines as outlined by the
Youngstown State University Institutional Review Board. Evidenced in the interview
protocols, participants were interviewed in a private, secure room, free of disruption.

Also, participant confidentiality was protected because interviews were held off school
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grounds and either before or after school hours. Lastly, direct observations were discrete
and required only that the participant engage in their day to day responsibilities while the
researcher used a standardized observation form to record data.

Additionally, strategies such as member checking and an audit trail were used to
improve the internal validity and credibility of the research and its results. It was the
intent that the research findings would match the reality of those teachers who teach in
suburban school districts. Also, by including direct observation and document review
data, the researcher was able to better capture the essence of teacher leadership practice
more so than the administration of a survey instrument or questionnaire. As teacher
leadership can be difficult to operationalize, the case study design selected was able to
provide a better understanding of the actual roles, responsibilities, and experiences of
teacher leaders.

Research stance. The acknowledgment of one’s personal subjectivity in
qualitative research is an important step in the way that data is gathered and also
interpreted. My research focus is one that is close to my heart. Over the past seven years I
have been elected and appointed to various leadership positions within my school district.
Acting as a department chair, building leadership team representative, district leadership
team member, and instructional coach, I have experienced public school teaching in a
deeper and more professionally satisfying manner.

Not only responsible for my students in my classroom, I also have served the
other members of my department, colleagues within the building, and also the district at
large. These responsibilities are part of a growing movement towards distribution of

leadership, an administrative shift that has placed teachers closer to the center of day-to-
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day decision making (Hargreaves & Fink, 2006). This ability to lead from a position that
once was devoid of any administrative leadership beyond the confines of the classroom
(Danielson, 2006) has the potential to increase job satisfaction and even more important,
teacher retention. Although these two are perhaps linked, my research study aims to
explore the roles that teacher leaders play in their buildings and if in fact job satisfaction
is elevated once placed in those positions.

Being an insider in terms of teacher leadership and teacher leadership policy
creation has both its benefits and drawbacks in terms of research. As a teacher leader, I
clearly understand the sometimes-subtle nuances of being a teacher leader, which helps
me more clearly understand the data gathered from the teacher leaders in this study. I also
am well-versed in the TLEP standards, which also allows me to see many of the
hallmarks of the program evidenced in the data collection process.

Conversely, by being an insider, I also may fail to acknowledge certain aspects of
teacher leadership as roles, responsibilities, and experiences may differ from my own. I
see improved levels of job satisfaction from my teacher leadership role and clearly would
like others to experience the same feelings. Therefore, it is entirely possibly that since I
am so close to teacher leadership both in practice and policy, I may unconsciously miss
certain pieces of information that may in fact be present in the teacher leaders’ responses
or actions. Regardless, being a teacher leader does provide me with more credibility as a
researcher in teacher leadership as does the fact that I helped to create policy in this area
as well.

Personal, anecdotal evidence suggests that job satisfaction does increase for those

accepting or being nominated to positions of teacher leadership, so I was interested to see
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if others experience these same feelings. Therefore, on a personal level, I consider the
study of teacher leadership and job satisfaction to be highly important. It is worth noting
that my personal feelings may have very well impeded various parts of the data collection
and interpretation which is why an honest look into my overall subjectivity of the subject
matter is in order during the entire research process.

Personally, I have experienced elevated job satisfaction from leading in various
capacities within my school district. Colleagues that I work with each day also have
indicated similar feelings. Over the years I have had many personal conversations with
other teacher leaders, and many have indicated that they too appreciate the decision-
making power of their role and find that it allows them to experience their profession
beyond the realm of everyday classroom teaching. Considering my own personal
viewpoint and the others that I’ve spoken with, I believe that I have some personal biases
that lead me to believe that most teacher leaders do experience similar feelings about
teacher leadership and job satisfaction.

My initial role as researcher was to gather interview, direct observation, and
document-based data from those who are included in my study. Analyzing the data
collected from interviews, direct observations, and teacher leadership documents assisted
me in analyzing the roles, responsibilities, and experiences of teacher leaders and how
they relate to job satisfaction. As convenience sampling can be an easy route for
researchers to take, I opted to instead attempt to provide greater generalizability by
broadening and diversifying my sample population. Using the teachers in a school district
an hour away from my own allowed me to help guard against the threats that exist when

using convenience sampling. It would have been convenient to sample teacher leaders in
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my own school building due to the ease of selection and interviewing, but I believe that
my own biases and preconceived notions of certain building members may be present in
my research. Therefore, by choosing an alternate district, I did not personally know any
of the teachers in the study.

During the interview process I took the time to develop trust and rapport with the
participants of the study, especially considering that I too am a teacher leader. I began
each interview sharing my experiences as a teacher leader and attempting to create a
personal relationship before beginning the interview questions. As previously mentioned,
I do experience increased job satisfaction as a teacher leader. This being said, it is
possible that those feelings may have influenced the interview process as I may want to
affirm my own feelings about teacher leadership and job satisfaction. Having been a
teacher leader in many different capacities for more than half of my teaching career, I feel
that I have a fairly comprehensive grasp of the roles and responsibilities of teacher
leaders. To this point, I attempted to not make assumptions that weren’t present or
disregard themes that emerged that run contrary to my personal feelings. I also tried to
keep my composure if an interview went poorly or a teacher leader’s viewpoints were
different from my own. By doing all of the above I helped ensure that the data collected
added to the validity of the study.

Once the interview data was collected, it was important to exercise various
strategies to promote validity and reliability. Therefore, I employed the use of other
sources of data including direct observations and document reviews to broaden and
enrich the data collected during the interview process. By including data triangulation, I

attempted confirm the findings that may have emerged via the interview process.
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Additionally, upon completion of the data analysis process, I took the information back to
the people who were interviewed, which was an excellent way to ensure that the data
gathered was in fact an accurate portrayal of a participant’s feelings (Merriam, 2002).
Lastly, as the interview questions deeply explored the topic of teacher leadership and job
satisfaction, these methods provided readers with what Merriam (2002) calls a rich, thick
description in addition to strengthening the internal validity of the study. This helped the
readers to be able to indicate whether or not their personal experiences relate to the
participants included in the study.

Acknowledging my own personal biases and assumptions of teacher leadership in
relation to job satisfaction ensured that interview data was both gathered and interpreted
with as little subjectivity as possible. By nature, qualitative research may always
experience varying degrees of subjectivity, but researchers can aim to mitigate these
personal biases by practicing deep introspection both prior to and during the research
process. It is my hope that other teacher leaders do in fact experience similar feelings of
job satisfaction as I do but by being keenly aware of personal biases I will be able to

better understand their true feelings, even if contrary to my own, with much more clarity.

Data Analysis

Narrative approach to data analysis. As the data analysis process is ever-
evolving, an emic approach was the starting point, analyzing the perspectives, thoughts,
and words of those being studied (Merriam & Tisdell, 2016). Over time however, an etic
approach was employed, comparing the pre-existing body of research to those that were
studied (Merriam & Tisdell, 2016). As each approach was further explored and data were
analyzed, the researcher attempted to determine whether certain evidence-based

phenomenon did occur when compared to the sample population being studied.

119



TEACHER LEADERSHIP

The prior literature reviewed showed that autonomy, administrative supports,
decision making, and positive environmental factors all played roles in improving the job
satisfaction of teachers (Aspen Institute, 2014; Colbert et al., 2008; Hargreaves & Fink,
2006; Remijan, 2014). As such, the interview questions used in this study aimed to
uncover if these elements combine to improve the job satisfaction of the participants
involved. Although few studies exist that directly attempt to define how teacher
leadership improves job satisfaction, by combining the factors that have been shown to
increase job satisfaction in the interview, direct observation, and document review
process, the researcher was able to better understand the connection between teacher
leadership and job satisfaction.

As Yin (2014) suggests, in the early stages of data analysis it is important to first
search for patterns in the data that show consistency across all data types. The researcher
initially explored interview responses, direct observation field notes, and reviewed
documents to search for concepts and insights that share similarities. Although statistical
analyses provide many models for analyzing data, case study data analysis depends more
on the researcher to consider possible explanations and even alternate interpretations
(Yin, 2014). The researcher elected to rely on a theoretical proposition supporting teacher
leadership practices to assist in improving job satisfaction and teacher retention.
Although little evidence exists showing that teacher leadership improves job satisfaction,
the factors that influence job satisfaction in teachers have been shown to be present in
those accepting teacher leadership roles. These factors include increased autonomy,
decision-making power, and administrative support (Aspen Institute, 2014; Colbert et al.,

2008; Hargreaves & Fink, 2006; Remijan, 2014). Therefore, the researcher constructed
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research questions based on the theoretical proposition that teacher leadership may have
the potential to influence job satisfaction.

Yin (2014) strongly encourages researchers to ensure that data analysis is
completed at a high-quality level. Thus, several core tenets were followed to ensure data
analysis was completed at this level. It is paramount that all evidence collected is
included in the data analysis process. Also, any alternative interpretations were
entertained in addition to reporting any evidence that addresses these interpretations. The
data analyzed in this research study also addressed the most significant aspect of the
research study conducted, focusing on the important issues instead of spending time with
lesser issues. This is important because those with a critical eye may believe that a
researcher purposely focused on lesser issue to divert attention away from potential
contrary findings. Lastly, it is important that researchers use their expert knowledge to
show a true understanding of their research topic so as to demonstrate a greater awareness
of current trends and thoughts surrounding the topic of research (Yin, 2014).

Yin (2014) shares several analytic techniques that assisted in taking multiple
forms of collected data and interpreting the findings. As mentioned above, the researcher
attempted to determine if the roles, responsibilities, and experiences of teacher leaders
influence job satisfaction. Due to this theoretical proposition, the pattern matching
analytic technique was used to match the research hypothesis with the findings from the
interviews, direct observations, and documents reviewed (Yin, 2014).

Semi-structured interview data were analyzed by comparing field notes and
digital recordings to gain a better understanding of each participant’s roles,

responsibilities, and experiences as a teacher leader. Initially, field notes were hand
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written and ultimately typed in the final research report. Additionally, digital recordings
were transcribed, a process that was conducted by the CITI-trained researcher upon
completion of the data gathering process. Document reviews were analyzed by
determining if the artifacts gathered related to the emerging findings in the reviewed
literature pertaining to autonomy, decision making, and administrative support (Aspen
Institute, 2014; Colbert et al., 2008; Hargreaves & Fink, 2006; Remijan, 2014). Using a
standardized document review form, the researcher attempted to identify how each
artifact relates to the emergent themes in the literature.

Biographic approach to data analysis. Considering that teacher leadership
practices vary across school districts, case study research has largely been used to capture
the essence of the roles, responsibilities, and experiences of teacher leaders. As such,
qualitative research has been able to show a holistic picture of teacher leaders by
analyzing questionnaire or interview data and determining key categories in which this
data will be placed into. Historically, interviews, observations, and document reviews
have been the three main data collection tools available to researchers employing a case
study research design (Merriam & Tisdell, 2016). This study attempts to uncover how
each data source relates to elements of teacher job satisfaction including autonomy,
decision making, and administrative support, all emergent factors in the literature

reviewed that pertained to teacher job satisfaction.

Category and Coding Methods

As data were gathered it was important to accurately identify the categories into
which data would be coded. Using a systematic process to identify categories, the
researcher derived categories with the study’s purpose, the researcher’s knowledge, and

the explicit meanings of those involved in the study (Merriam & Tisdell, 2016). Merriam
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and Tisdell (2016) suggest that the researcher name each category based on three sources:
the researcher, the exact words of those being researched, and sources outside of the
study such as the key literature on the topic of study. It is of utmost importance that the
categories selected are responsive to the research questions used in the study while also
being exhaustive, mutually exclusive, sensitive, and conceptually congruent (Merriam &
Tisdell, 2016).

To assist in the category-creation process, the researcher utilized a systematic
approach to coding the data collected. As several phases exist in the coding process, open
coding was first used to identify any unit of data that may be relevant to the study. To
follow, axial coding was then utilized to relate categories to one another, which aided in
furthering the refinement of the categories as a whole. It is entirely possible that
categories may be different across data sources; however, the researcher was explicitly
listening and looking for examples of autonomy, decision making, and administrative
support, all aspects of teacher job satisfaction that were emergent in the literature (Aspen
Institute, 2014; Colbert et al., 2008; Hargreaves & Fink, 2006; Remijan, 2014). Finally,
selective coding was then implemented to identify a core category that would be used to
organize further related data (Merriam & Tisdell, 2016).

Interview coding. Field notes and digital recordings were used to collect data
during the semi-structured interview process. By using both methods of data collection,
the researcher aimed to ensure the accuracy of the responses considering both field notes
and digital recordings were later transcribed and analyzed. Several coding methods exist,
but open coding was used to begin the category creation process while axial or analytical

coding was implemented as key themes emerged from the interpretation of the data
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gathered from the participants during the interview process. During this time, a list of
notes, comments, and key terms was created to document the concepts that emerge from
this data source (Merriam & Tisdell, 2016). This was an important process as direct
observation and document review data were then coded in the same process but
compared to the initial interview data gathered.

Direct observation coding. The researcher employed the use of a direct
observation data collection form that had key job satisfaction factors in a graphic
organizer format, allowing the researcher to quickly identify observed behaviors while
aligning them with the appropriate factor. These factors were preselected by providing
aspects of teacher job satisfaction emergent in the literature reviewed such as autonomy,
decision making, and administrative support (Aspen Institute, 2014; Colbert et al., 2008;
Hargreaves & Fink, 2006; Remijan, 2014). In each section of the graphic organizer, there
was ample space to provide narrative descriptions, quotes, and other key observed
behaviors. As with the semi-structured interview data, direct observation data began with
an open coding phase, moving to an axial or analytic phase, and ultimately compared
against the initial interview categories that were created prior to direct observation
analysis. A master was created of comments, notes, and terms that emerged in both the
interview process and direct observation process, which served as a rudimentary outline
showing the recurring patterns and themes in both data sources. These patterns and
recurring themes eventually became the categories into which existing and further data
were organized (Merriam & Tisdell, 2016).

Document review coding. As Merriam and Tisdell (2016) suggest, content

analysis is almost always implemented when coding documents. Content analysis can
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assist in looking for similar themes or responses as well as determining the variety of
messages emerging from the set of documents. It is important that the documents
analyzed provide insights that are relevant to the research questions being used; therefore,
the researcher ensured that a list of document examples was evident on the invitation to
participate sent to the ten teacher leaders in the research population. As the documents
were collected from the four final participants, the researcher investigated if those
documents related to the interview and direct observation data sources as well as the
aspects of teacher job satisfaction emergent in the literature reviewed such as autonomy,
decision making, and administrative support. Using a document review analysis form
(see Appendix G), the researcher was able to determine what aspects of the documents
reviewed fit into the predetermined factors mentioned above.

As with the semi-structured interview and direct observation data above, the
researcher began by open coding the data, eventually utilizing axial or analytic coding to
interpret the data gathered. As with the two other data sources above, document review
data was then added to the master list of emerging comments, notes, and terms to
determine key categories that emerge. Once this process was complete, the researcher
then organized the entire master list of comments, notes, and terms into the categories
that were elaborated upon in further analysis. According to Merriam and Tisdell (2016),
categories must be responsive to the research question while also being exhaustive,
mutually exclusive, sensitive, and conceptually congruent. The researcher made every
attempt to ensure that these four criteria are met while analyzing interview, direct

observation, and document review data.
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Limitations and Delimitations

As with any study, several limitations exists that may affect the generalizability of
the data gathered from the sample population. The four teacher leaders selected to
participate in this study all work in an above-average socioeconomic, suburban school
district. Although many districts across the nation likely mirror the demographics of this
district, urban and rural settings likely vary in many ways. Additionally, the four teacher
leaders selected all completed a formal teacher leadership endorsement from an
accredited university, a factor that those operating as informal or formal teacher leaders
in other districts may not have experienced. Considering this program also varies in scope
and sequence from other endorsement and teacher leadership programs, the participants
involved may have received different training than others who have completed leadership
training programs.

Therefore, as a delimitation, the researcher has deliberately chosen to use
purposive sampling to explore the roles, responsibilities, and experiences of four teacher
leaders who have completed the same teacher leadership endorsement program instead of
selecting teacher leaders at random from area school districts. Although the roles,
responsibilities, and experiences of the selected teacher leaders may not be able to be
generalized to all other populations of teacher leaders, the data gathered can provide
school districts with foundational research in which to help develop, support, and sustain
teacher leadership practices in their own school districts. In doing so, school districts may

be able to improve the job satisfaction of those teaching in their school districts.

Summary

Through the semi-structured interview, direct observation, and document review

process, the researcher was able to thoroughly explore how teacher leadership influences
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job satisfaction in the sample population being studied. To strengthen these possible
results, direct observations and document reviews were also implemented. In addition, a
member-checking process and audit trail helped to improve the internal validity of the
study, all triangulation efforts that aided in providing a thick, rich description of
participants’ responses (Merriam & Tisdell, 2016).

By ensuring that interview questions, direct observation protocols, and document
review analysis procedures were aligned with the key constructs shown in the literature to
improve job satisfaction in teachers, the researcher hopes to show that teacher leadership
positions may be able to improve the job satisfaction in teachers by providing increased
autonomy, improved relationships with administrators and colleagues, and also increased
decision-making power. These results have the potential to influence not only teachers
but also school districts, who then may be able to better retain their teachers by

developing, employing, and sustaining teacher leadership positions.
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CHAPTER 1V: RESULTS

Introduction

This study aims to provide in-depth exploration of how teacher leadership
positions influence job satisfaction and teacher retention. Data were gathered from four
teacher leaders through semi-structured interviews, direct observations, and leadership-
based document reviews. Data was gathered, coded, categorized, and later analyzed to
determine how the teacher leaders studied were influenced by their leadership roles,
specifically in the areas of autonomy, decision making, and administrative support. All
three of these constructs have been thoroughly reported in the reviewed literature as
being outcomes of teacher leadership that may relate to job satisfaction and teacher
retention.

In the following section, a background of the school district in which the teacher
leaders work is provided, in addition to descriptive information about each teacher leader.
Additionally, emergent themes from the gathered data will be reported with a follow-up
analysis ensuing afterward. Key themes were derived using both open and axial coding in
addition to matching gathered data with an in-depth member-checking process to ensure
the interview, observation, and document review responses reflect the authentic
experiences of those being studied. It is the expressed hope of the researcher that the data
gathered and shared has provided a thick, rich description of the four teacher leaders that

were studied.

Description of Sample

Four teacher leaders agreed to participate in this study on teacher leadership and
its effect on job satisfaction and teacher retention. Each participant works in the

Smithville School District in grades K-12 and has been a teacher for at least four years.
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Each teacher leader completed a twelve-credit-hour Teacher Leadership Endorsement
Program (TLEP) program as a member of a ten-person cohort. The cohort completed all
the same classes and course requirements including a culminating project, which had
cohort members create a school-based initiative that would be implemented as a part of
the program completion requirements. Each of the participants were designated as teacher
leaders by their district due to their training, but not all participants had formal teacher
leadership titles such as grade level chair, instructional coach, etc. This allowed each
participant to lead in a way that they saw fit, selecting areas where they felt their skill set
was needed. Aspen Institute (2014), Danielson (2006), and York-Barr and Duke (2004)
espouse this belief and practice of informal leadership because it allows teachers to lead

in the ways that they feel they are best suited.

Recruitment Process

Before the study commenced, ten teacher leaders were sent invitations to
participate. Letters were hand delivered to the Smithville School District main office and
were distributed to ten teacher leaders via interoffice mail. Although the researcher made
every attempt to gain more participants, only four indicated interest in being a part of the
study. Random selection was not administered due to the low response rate. After the
four participants returned the invitation to participate letters, emails and phone calls were
used to set up times for interviews and observations. All four teacher leaders who agreed
to participate via the invitation to participate letter completed all stages of the research
study including the interview, direct observation, and teacher leader document

submission.
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Teacher Leader Endorsement Program (TLEP)

The Teacher Leader Endorsement Program is a formal teacher leader training
program that is offered by several universities in the state of Ohio. The teacher leadership
program requires that applicants hold a master’s degree from an accredited institution and
have four years of experience to be considered for admittance. The teacher leaders
studied were all required to complete four courses as curricular requirements. The four
required courses were in the areas of: curriculum leadership, instructional leadership for
teacher leaders, coaching and mentoring for teacher leaders, and an advanced practicum
and internship. The program is based on the Ohio’s Teacher Leader Standards, which
align with the Ohio Standards for the Teaching Profession. The coursework requirements
culminate in a comprehensive leadership plan that is designed to be implemented at the
building or district level (Ohio Department of Education, 2017). When the coursework is
completed, teachers may add a teacher leader endorsement to their teaching license or
professional or permanent teaching certificate. At present, the Teacher Leader
Endorsement Program is in revision as it is being specifically aligned with the newly
created Ohio Teacher Leader Framework. The researcher is currently assisting the Ohio
Department of Education in revising these standards.

Many teachers participating in the TLEP training completed the coursework as a
cohort, including the four teacher leaders from the Smithville School District involved in
this research study. As of this report, two ten-person cohorts have completed the TLEP
training in the Smithville School District. At the beginning of this study the second ten-
person cohort was still completing their coursework, which is why only ten teacher
leaders at Smithville were available for study. All teachers in the Smithville School

District were able to apply to be a part of the first TLEP cohort, although only ten were
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ultimately selected by the district administration. Each teacher leader in this study was
motivated or inspired to apply for the TLEP training for different reasons. The timing
was right for Kelly. Sara was reluctant but decided it would be in her best interest. Ruby
however, gave a much more in-depth testimonial in a set of journal entries she shared
alongside her final project.

Initially Ruby indicated that she was interested in participating in the TLEP
training because she needed credit hours for her teaching license renewal. In addition,
Ruby was encouraged by her administrator, so she decided to enter the program shortly
after. As she began her course of study and became immersed in the readings, activities,
and dialogue with others, she indicated that the TLEP became much more than credit
hours to her. She arrived upon the realization that “we are responsible for creating the
leaders of tomorrow.” This gave a new importance to her time completing the cohort
coursework as she thought not only about herself, but also her students and colleagues.
Ruby wanted to learn more about leadership so she in turn could train others to be better
leaders. The skills gained during the TLEP training will be a highlight of this report, as
all the teacher leaders studied indicated improved job satisfaction and empowerment

levels from completing the TLEP training.

School District Background

The Smithville School District is a semi-rural school district residing in Ohio.
Presently, the school district enrolls 2,986 students grades Pre-K-12. The district is
composed of five school buildings including one high school, one middle school, and
three elementary schools. Smithville School District has been listed as a U.S. News and
World Report Best High School Gold Award winner and also achieved a performance

index score that scored them as a top twenty-five school in the state of Ohio ([Smithville]
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School District, n.d.). Smithville School District offers many sports, extracurricular
programs, and community resources.

Smithville was founded in 1799, its first log cabin school opening in 1804
([Smithville] Historical Society, n.d.). Over 15,000 people inhabit Smithville with a
resident age average of nearly 48 years old ([Smithville, Ohio], n.d.). The average
household income is approximately $110,000 and median home values are $242,000.
92% of the population in Smithville is white along with 3% black, 2% Asian, and 1%
Hispanic respectively. The land area covers over 23 miles square miles with a population
density of 678 people per square mile. The residents of Smithville have a 94% high
school or higher education rate, with 50% of residents having at least a bachelor’s degree
or higher. The unemployment rate is 2.6% and the most common job occupations are
management and sales. Politically, Smithville tends to be more liberal, having supported
the Democratic party in all the past elections except for the 2016 election. Several church

denominations are present in Smithville.

Teacher Leaders

Due to the small sample size, specific teacher leader profiles will be described in
brief, so no teacher leader can be singled out and potentially identified. Although
personal, professional, and demographic data will be generalized to protect the
anonymity of each participant, profile information will be shared to gain insight into the
attitudes and beliefs of each teacher leader.

The teacher leaders who participated in the study work in grades K-12, and each
has been teaching for at least four years. Additionally, each teacher leader holds a
master’s degree. Both qualifications were prerequisites for entry into the Teacher Leader

Endorsement Program (TLEP) they completed as a cohort. All teachers in the Smithville
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School District were encouraged to participate in in the TLEP program by district
administration, with ten ultimately submitting applications for review. Approximately
240 teachers and associated staff members work in the Smithville School District. After
review of each application, all ten of the teacher leader applicants was accepted into the
first cohort.

The Smithville School District secured a grant through a local university to cover
the costs associated with providing the teacher leaders with TLEP training. Teacher
leaders trained through TLEP received credit hours that could be applied to their teaching
license renewal or for advancement on the education salary schedule. At present, the state
of Ohio does not offer pay increases for TLEP completion. As of this report, twenty
teacher leaders in the Smithville School District have completed a the formal TLEP
training.

Ten teacher leaders were available for study, but only four were included after
several attempts were made to increase participation. Most of the ten teacher leaders
operate as informal leaders since Smithville School District does not staff many formal
teacher leader positions. This belief in informal leadership runs true to the current
thinking in teacher leadership practices (Aspen Institute, 2014; Danielson, 2006; Y ork-

Barr & Duke, 2004).

Teacher Leader Profiles
Profile 1: Kelly

Kelly, an informal teacher leader, spends much of her time as a leader finding the
“wiggle room,” searching for the times and places that she can make the most impact as a
leader. Kelly spent much of interview sharing leadership related tasks that center around

teaching, learning, and increasing student engagement. Kelly’s culminating Leadership

133



TEACHER LEADERSHIP

Plan, a final project for the TLEP that required teacher leaders to develop an initiative
which would be implemented in their school, focused specifically on the areas of
increasing student engagement. Kelly spoke highly of the TLEP training, citing that in
tandem with the teacher leadership role, she feels more empowered as a teacher leader.
Additionally, during the observation portion of the study, the researcher witnessed a
planning meeting between several grade level teachers that attempted to develop
solutions for making lessons more engaging for students. Kelly indicated that she greatly
enjoys her teacher leadership role even though she doesn’t always see herself as a teacher
leader. Indicating that teacher leadership is more of a mindset, Kelly has used her TLEP
training to find the “wiggle room,” which has been both empowering while also

increasing her job satisfaction.

Profile 2: Kim

Kim’s role as a teacher leader spans beyond the school day as she leads an after-
school adult and student group. Seeing the need many years ago, Kim took it upon herself
to drive an initiative to create a group that would provide her students and their parents
with an opportunity to be more involved not only in their school curriculum but the
community as well. Kim spoke highly of her building administrator but indicated that a
disconnect in leadership exists beyond the walls of her school. Kim’s job satisfaction was
high as she indicated that she has a great job and feels respected by both her peers and her
community. Kim explained that she didn’t feel her teacher leader role increased her job
satisfaction but did indicate that the TLEP training helped her feel more empowered as a
teacher and teacher leader. During the observation portion of the study, the researcher
observed Kim leading an evening meeting of adults who were volunteering their time to

be advisors for the students involved in the group.
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Profile 3: Ruby

Ruby’s teacher leader role allowed her to work more in a one-on-one fashion with
her students. Ruby spoke highly of her building and upper administration, citing that she
felt everyone worked together to achieve great things for the school, students, and
community. Ruby indicated that her building principal was the primary driver of her
satisfaction at work and that they both had a great personal and professional relationship
with one another. After meeting her building principal during the observation portion of
the study, I can see why Ruby enjoys her job. She shared that her teacher leadership role
increased her job satisfaction mainly since her building principal is both empowering and
supportive. Ruby stressed her desire to be a team player, but also shared that she doesn’t
always agree with colleagues, indicating that disagreements with staff members can be
frustrating. Ruby plans to stay working in the district for the foreseeable future and is

proud to be a part of the Smithville team.

Profile 4: Sara

Sara’s teacher leader role also borders on the informal, although technically she
does carry a traditional, formal leadership title. Sara spoke at length about the value of
the TLEP training and believes that it has changed the way she carries herself each day.
Like Ruby, Sara shared the challenges of working with colleagues, citing that some of the
staff members she works with are resistant to change. Additionally, like Kim, Sara
indicated that her building level administrator operates in a distributive leadership fashion
while upper administration can sometimes feel much more top-down. Sara described
many situations where she felt comfortable going to her principal with ideas and was both
listened to and supported. During the observation portion of the study, the researcher was

able to meet with the building principal and witnessed firsthand their ability to not only
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listen but be open to new ideas. Sara explained that both the TLEP and the teacher leader
role have empowered her to be a better leader and provide her with elevated levels of job
satisfaction. As with the other teacher leaders studied, Sara indicated that she enjoys her

job and plans to stay at Smithville for the foreseeable future.

Summary of the Results
Making Sense of the Data

Data was gathered from three sources: interviews, direct observations, and
document reviews. Participants were interviewed in private locations, held before or after
school hours and off school grounds. This was done to not only protect participant
anonymity but confidentiality as well. Field notes and electronic recordings were taken
during each interview to ensure the accuracy of the responses given by each participant.
Prior to the interview process, participants were asked to bring at least one document that
evidenced them engaging in leadership related activities. Direct observations were
conducted during the school day. The researcher did not interfere in any way with the
observations. The researcher used the same data gathering form for both document
reviews and direct observations (see Appendix G).

Due to the immense volume of data collected during this study, the researcher
analyzed data as they were collected, comparing newly collected data to existing
interview, observation, and document review data in addition to the reviewed literature
pertaining to both teacher leadership and job satisfaction. Because of this, the researcher
was able to engage in an ongoing revision process, aiming to provide the most accurate
portrayal of the experiences of the teacher leaders in the study. Although the interviews
provided the researcher with the greatest volume and depth of evidence for analysis, the

direct observation and document reviews added further clarity to the interview responses.
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It was important for the researcher to see teacher leaders in their natural environment,
leading in real-world, practical ways. By observing each teacher leader, the researcher
was able to increase his understanding of the experiences of those involved in the study.
For example, during the observation process, the researcher was able to meet each
building principal that the teacher leaders spoke so highly of, elevating the researcher’s

understanding of their daily experiences.

Interviews

As the researcher compared the results from the interviews, direct observations,
and document reviews, it became clear that the data collected during the interview
process provided the most insight into the experiences of the teacher leaders. Although
the direct observations and document reviews added to the contextualization of the
interview responses, the words spoken by each participant were powerful, passionate, and
often inspiring. Each interview was recorded electronically and later transcribed to ensure
the accurate representation of the teacher leaders’ responses. In addition, the researcher
was especially careful to capture the true nature of what was shared during the interview
process by asking several clarification questions when answers were unclear or weren’t
specific enough to glean the appropriate context. In doing so, the researcher gained a
clear understanding of the roles, responsibilities, and experiences of teacher leaders in
relation to job satisfaction and retention. Additionally, the researcher chose to not only
show elements of each participants’ teacher leadership experience that improved job
satisfaction but also include factors that seemed to decrease their job satisfaction. For
example, all participants indicated struggles with administrators and colleagues when it

came to enacting change or offering suggestions for improved practice. By including
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these in the key themes shared below, the researcher was able to capture a better
understanding of the experiences of the teacher leaders studied.

Although participants were free to respond to interview questions based on their
comfort level, all participants chose to elaborate upon their answers, providing several
examples that directly aided in the understanding of their true feelings as teacher leaders.
Interviews ranged from twenty-two minutes to an hour, and participants appeared to
enjoy the mental exercise of reflecting upon their work in their schools. Many
participants thanked me after the interviews, indicating their enjoyment of the process. It
appears that teacher leadership roles in addition to the formal teacher leader endorsement
training improved job satisfaction, outweighing the challenges experienced with
colleagues, administration, and other workplace stressors. Below, each theme is explored
and evidence of each is detailed with examples from the interview, observations, and

documents that were reviewed for each participant.

Direct Observations

Teacher leader observations were conducted over the span of two school days,
and the researcher was able to observe teacher leaders leading meetings, training parent
volunteers, and planning building initiatives with colleagues. By observing teacher
leaders in their natural environment, the researcher was able to view leadership practices
directly. The researcher did not interfere in any way during the direct observation process
and used the Direct Observation and Document Review Data Form (see Appendix G) to
record observable evidence during the observation. Observations lasted no longer than 30
minutes. As will be reported in detail later, the researcher was able to view many
examples of teacher leadership in the interactions with colleagues, support, staff, and

administration. In this, the direct observations were integral in capturing the true natureof
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the role that each teacher leader plays within their school district. It was particularly
powerful for the researcher to meet building administrators during the observation
process considering they were mentioned so many times in each of the teacher leader
interviews. This allowed the interview data to “come alive” and provided the researcher
with a much greater understanding of the experiences of each teacher leader and the

positive influence their building administrators had on their overall work experience.

Document Reviews

Each teacher leader supplied the researcher with at least one document that
evidenced them being a part of or leading some type of task or initiative unrelated to the
classroom related duties that they perform daily. Documents gathered ranged from
newsletters to staff, TLEP final projects that were enacted within the school district, and
data collection forms that were created to assist staff members. Each of the documents
were created by the individual and highlighted many of the cornerstones of teacher
leadership including autonomy, decision making, initiative, and administrative support.
As with the direct observations, the reviewed documents assisted the researcher in
contextualizing the experiences of the teacher leaders studied. By comparing the teacher
leader documents with the interview and direct observation data, the researcher was able
to gain a better understanding of each teacher leaders’ roles, responsibilities, and

experiences.

Coding and Category Creation

The researcher made every attempt to transcribe and analyze each source of data
immediately after it was gathered to capture the subtleties or emotions shared during the
interviews or observations. Each transcript was carefully analyzed by using both open

and axial coding to develop and later refine categories, themes, and important findings
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based on topics that were shared across all interviews, in addition to key findings from
the reviewed research. During the open coding process, many codes were created,
highlighting the key ideas teacher leaders shared during the interviews, displayed during
the observations, or evidenced in the documents that were reviewed. Many codes were
shared by all of the teacher leaders studied, while others were unique to specific teacher
leaders. Open codes were then placed into broad categories such as empowerment,
support, frustrations, autonomy, decision making, differences in administrative style,
taking initiative, and relationships. During this preliminary process, it was helpful to refer
to the conceptual framework and literature reviewed earlier in this report, a strategy that
would be later revisited as themes and key findings were derived from the data collected.
Broad categories were initially created but as each interview was conducted,
observation made, and document reviewed, the researcher began to crystallize the
categories based on the synthesis of multiple sources of data from multiple participants.
For example, after each interview was transcribed, the researcher went back to early
interview transcriptions, observations, and reviewed documents, revising the
categorization process to reflect new categories found in later interviews. Additionally,
the researcher compared those findings with the reviewed literature to determine if the
salient qualities of the interview, observation, and documents reviewed aligned with the
existing body of literature or if new findings emerged. By doing this, the researcher was
able to ensure that categories were true to what was heard, observed, or viewed and then
compared against the existing body of research on teacher leadership and job satisfaction.
Once this process was completed, key themes and important findings were generated that

reflected how the four teacher leaders studied were influenced by their roles.

140



TEACHER LEADERSHIP

Audit trail. An audit trail was also used during this process to document the step-
by-step process that was used to ensure that the categories and themes selected were not
only the most emergent but the most salient aspects of what was gathered view the data
collection process. Keeping the audit trail as a living document helped the researcher
revise and refine the categorization, theme building, and important finding process and
helped establish trustworthiness with anyone reading the final report. As can be expected,
qualitative research affords much latitude in the data analysis process and the researcher
wanted to provide the reader with an in-depth look into the actual data analysis process.

Member checking. In addition to an audit trail, the researcher completed a
member-checking process by sharing the interpretation of the interview, observation, and
document review data, taking it back to the participant, to ensure that what was captured
and collected during the data collection process was what each participant was intending
to evidence in their response.

Ruby enthusiastically agreed with the findings of the study indicating that “I think
all the areas you shared on right on point.” She also reiterated her thoughts on her
professional and personal relationship with her building principal and how influential this
relationship has been in improving her job satisfaction. As mentioned earlier, her building
principal has afforded Ruby with increased decision-making power in addition to a large
amount of professional autonomy.

Kelly also agreed with the findings of the study, especially focusing on the areas
of decision making and empowerment in her responses to the results. She also made
special mention to comment that “[she] couldn’t agree more,” and that she feels

empowered as a teacher leader. Additionally, Kelly shared that the TLEP training was a
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rewarding process and that she has seen improvements in her confidence and self-
efficacy from completing the TLEP training.

Sara indicated that she agreed with most of the findings noting that she especially
believed that teacher leadership doesn’t have to be formal. Sharing that “many feel that
they can’t lead or drive initiatives because they don’t have the right credentials or haven’t
taken certain classes.” This statement aligns completely with the work by Danielson
(2006). Interestingly, Sara does have a formal teacher leader title but stressed several
times during her interview that she thought her informal teacher leader role was much
more important to her.

True to her words earlier, although Kim shared that she feels more empowered to
find the wiggle room after receiving the TLEP training, she feels that her ideas may not
be listened to beyond her school building walls. Suggesting that perhaps a more formal
teacher leadership role may help with this issue, she did not agree that she has
experienced increased levels of job satisfaction largely due to this fact. Worth noting
however is the fact that Kim indicated during her interview that she enjoyed her job and
plans to stay for the foreseeable future.

Lastly, after the audit trail and member checking process the researcher asked
several other teacher leaders who were not affiliated with the study if the results gathered
were indicative of the feelings that they have as teacher leaders. Each teacher leader that
participated in the study indicated that the results gathered were indicative of the general
feelings they have as teacher leaders including elements of empowerment, autonomy, and
improving decision making power. For example, one teacher who was not affiliated with

this study agreed that being a part of the decision-making process helped him to feel
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empowered because he felt like he was taken more seriously by administrators and
colleagues after being a part of the building leadership team in his school.

Another teacher leader not affiliated with the study also shared that levels of
decision making power were increased due to his teacher leadership role. He explained
that due to his involvement on both the building and district leadership team, he feels
more connected to key decisions made at his school and feels that he has a direct impact
on those decisions. Lastly, one instructional coach not affiliated with the study shared
that his sense of autonomy has been elevated since taking on his formal leadership role.
He shared that his ability to find places where his skill set can be useful is a part of his
daily practice as an instructional coach. Interestingly, this revelation directly supports the
concept of “wiggle room” that teacher leaders evidenced not only in their interviews but
also in the direct observation process. During the member-checking process, all
information shared protected the confidentiality and anonymity of each participant as
pseudonyms were used throughout and any other distinguishing factors were

generalized.

Resulting Themes
Theme 1: Teacher Leaders Feel Empowered

Empowerment was most clearly evidenced throughout the interview and direct
observation portions of the study. Teacher leaders like Kelly, Sara, and Ruby all seemed
passionate about finding the “wiggle room” and searching for ways that they can make
their school better. Each working with their unique skills sets, the teacher leaders studied
each had something to add to their school that transcended their own classrooms and
assisted others in areas of teaching, learning, and curriculum. Empowerment is not a

word that is used lightly. Teacher leaders like Kelly and Kim used the actual word
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“empowered” in their interview responses and people like Sara spoke about
empowerment by saying:
I feel proud that this person who barely knows me comes and asks for my

opinion and makes me feel like my thoughts and my ideas are worthwhile.

It became evident that, since the administrative team and the teacher leaders were
all trained under the TLEP model, each group was educated in best practices that are
helping move the district forward. Upon completion of the TLEP training, teacher leaders
and administrators had a candid meeting to discuss what was learned and in what
direction they wanted to head as a team going forward. About this meeting, Kelly
indicated that she felt that the meeting was a “breakthrough” that has changed the culture
at Smithville immensely. She indicated that the district administrative team was
somewhat reluctant to relinquish some of the top-down control, but that they have
embraced more of a distributive leadership model for the most part. In her interview,
Kelly shared “Our district has truly empowered all teachers,” when referring to the fact
that administrators and teachers are both now talking the same language when it comes to
teacher leadership and leadership in general.

Because of this newfound understanding, teacher leaders like Kelly and Sara feel
empowered to find the wiggle room and attempt to make real changes that will help their
students and school buildings. This has had a ripple effect because teacher leaders are
leading others who are slowly “getting on the bus.” As participants like Kelly, Sara, and
Ruby indicated, the comfort level with trying to enact change in their school building has
been elevated due to their teacher leadership role and that the district administrators were

aware that they had received the TLEP training.

144



TEACHER LEADERSHIP

Another example of empowerment that was evident during the data collection
process was the fact that the upper administrative team allowed the teachers to design
their own curriculum for a specific subject area. They provided training for the staff in
curriculum development, and they allowed teachers to work collectively to design,
support, and implement a curriculum that they believe will improve student outcomes the
most. Both teacher leaders and non-teacher leaders worked collaboratively on designing
the curriculum.

At present, teacher leaders like Kelly and Sara indicate that they have assisted
non-teacher leaders in supporting the implementation of the designed curriculum.
Additionally, Kelly shared that the created curriculum is always a work in progress and
that teachers are always attempting to make improvements that will better assist student
learning. She also explained that the upper administration has been especially supportive
in these areas. Kelly indicated these upper administrative efforts went a long way with
the staff because it empowered teachers to make decisions and implement a curriculum
that they could stand firmly behind.

After analyzing the TLEP training final projects that were supplied to researcher
by both Kelly and Ruby, it became evident that they both felt empowered to attempt to
make a real difference in their school. Throughout the final projects, collaboration with
others was evident, including frequent collaboration efforts with building and district
administrators. The final projects were bold and relevant, Kelly’s attempting to improve
student engagement and Ruby’s attempting to improve staff relationships. Additionally,
direct observation data showcased teachers working alongside colleagues and

administrators in very collaborative ways. Ruby, for example, led a meeting of teachers
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and administrators and showed confidence and poise when dealing with difficult
situations or disagreements. Kelly evidenced her adeptness at finding the wiggle room by
leading a meeting to suggest ways to make learning more fun for the students. Sara
trained an adult volunteer while also facilitating a multi-media-based lessons for her
students. Lastly, Kim facilitated an adult meeting with calmness and confidence as she
made scheduling and organizational decisions that not only influenced her students but
the parents of those students as well.

One area where teacher leaders like Kelly were empowered is in their day to day
interactions with colleagues who had not been through the TLEP training. Kelly shared:

The ones that haven't gone through it, the ones that already are empowered

are already starting to pick them up and saying it's okay that you're doing

this...you're rubbing their backs at the end of the day...it's okay to make

this decision you can try this and do that.

Indicating directly after this comment that some colleagues are still resistant,
Kelly felt empowered enough to support her colleagues even if it came with some
frustration. Ruby also evidenced this idea of helping lead others in her collection of
journal entries. Not just regulated to leading students, Ruby felt that her TLEP training
helped inspire others to become leaders themselves. As one can easily imagine, the
Smithville School District will continue to be a high performing district if these are the
beliefs of the teachers in their school. Now with twenty teachers who have completed

their TLEP training, Smithville School District is poised to do great things as district.
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Theme 2: Teacher Leadership Endorsement Program Training Improves Self-
Efficacy and Confidence

Like some other states, Ohio has created and supported a Teacher Leader
Endorsement Program that is offered by several universities. The goal of programs like
these is to help build the capacities of teachers and provide them with the skills and
experience to become better leaders in their own buildings. Each of the four teacher
leaders studied completed a formal TLEP prior to participating in this study. Benefits of
going through the TLEP were evidenced throughout each teacher leaders’ interview
responses and observations.

Teacher leaders like Sara and Kelly indicated that the confidence gained from
going through the TLEP training has changed the way they interact with administrators,
colleagues, students, and parents. Sara, for example, indicated that she felt like the TLEP
training has improved her skill set and has provided her with a confidence that wasn’t as
present prior to the training. This was on display during the observation as Sara’s
building principal visited her classroom to see the good things going on that day. She
seemed comfortable with him being in the room and welcomed the visit. Although no
teacher leader specifically described improvements to self-efficacy, it was evidenced
many times during the interview, observation, and document review process.

Improved confidence and self-efficacy has allowed teacher leaders to not only
help drive initiatives but also be willing to stand by their decisions and actions even when
they are not initially popular. Most of the teacher leaders commented that they prefer to
try new teaching strategies or ideas in their own classrooms first and then often share
results with others if those strategies or ideas are effective. Additionally, participants

shared that both district and building administration sees them as go-to people when it
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comes to input and other related needs. This identification was likely enhanced by the
work each teacher leader completed when creating, initiating, and supporting their TLEP
final projects.

The TLEP final projects supplied by Kelly and Ruby assisted in better
understanding the culminating project of the TLEP and the skills necessary for proper
implementation. After viewing each TLEP final project, it was clear that to properly roll-
out and implement the planned initiative, many collaborative and leadership skills would
be needed.

The TLEP final projects were mentioned on numerous occasions during both
interviews and direct observations. Kim, for example, shared that her old principal was
very supportive during the implementation part of her final project. Sara indicated that
even though her project has long been completed, others are using her work to improve
student outcomes. Kelly indicated support from her administration when implementing
her final project. In discussing these projects further, each was a mildly apprehensive to
share their projects because although they were clearly in the best interest of the students

and staff, they weren’t sure how they would be received by their colleagues.

Theme 3: Teacher Leaders Experience Role Ambiguity

As Kelly said, “I don’t wake up in the morning and ask, how am I going to be a
teacher leader today?” Three out of the four teacher leaders indicated that the title of
teacher leader posed challenges for them because they didn’t always see themselves as a
teacher leader. Instead, both Sara and Kelly indicated that their teacher leadership role
was much more of a mindset. During the observation portion of data collection Kelly,
Kim, and Sara all indicated that they weren’t sure how much leadership would be

displayed. Their beliefs aside, during the observation process, Sara trained an adult
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volunteer, Kelly met with team members to create a plan for improving student
engagement, Ruby facilitated a meeting of teachers and administrators, and Kim lead a
parent volunteer meeting. Therefore, even though teacher leaders we reluctant to call
themselves leaders, they did lead in ways that were easy to identify.

Based on the interviews and observations conducted in this study, the researcher
infers that although role ambiguity does exist for Sara, Kelly, and Kim, each enjoys the
ability to find the wiggle room without feeling the need to complete the responsibilities of
a formal teacher leadership role. Each has the freedom to find areas of need and fill them
if they feel so inclined. Being able to pick and choose areas of interest surely must be
exciting because the responsibilities and pressures of a formal leadership role are not
present. From an administrative perspective, this may be challenging to manage but also
potentially powerful as informal teacher leaders will likely be more passionate about
helping when they find a wiggle room moment they believe in strongly.

Both Kelly and Sara indicated that they lead by example, searching for the space
where they can find unique ways to help improve both school and student outcomes. This
was especially powerful considering some of the teacher leaders have been able to
influence changes at the building and district level. Teacher leaders like Kim, Sara, and
Kelly evidence the fact that formal boundaries for their teacher leader role did not
expressly exist and that it was up to them to decide what their role would look like daily.
Although this autonomy is likely desirable, it also poses challenges when dealing with
others because the role of teacher leader is not clearly defined. Both Kelly and Sara
shared frustrations stemming from colleagues who felt the TLEP trained teacher leaders

have been placed on a pedestal by the administration. To evidence this, teacher leaders
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indicated some reluctance on behalf of their colleagues when implementing their TLEP
final projects. As will be discussed later, colleague frustrations were common discussion

points in each teacher leader interview.

Theme 4: Positive Relationships with Building Administrators Lead to Increased
Job Satisfaction.

It was clear that each teacher leader had positive relationships with their building
administrators, all indicating that they felt supported and valued each day. Ruby spoke at
length about her administrator and upper administration.

My principal is not going to ask me to do something that [they are] not

willing to do [themselves]....[they] lead right beside you. Not in front of

you, not behind you, she is right there with you supporting you. And I

believe that across the board for all of our administrators.

Additionally, Ruby added that she and her building principal were friends both
personally and professionally. Ruby would go on to say, “she’s been an amazing
influence [on me] professionally, but also, personally.” Ruby indicated that if her
building administrator left the district, it would be a devastating blow to her both
personally and professionally. Kim also described positive relationships sharing:

I know that if I went to [the principal] with an issue...] try to find a

solution before I dump a problem on [them]. So I think [the principal has]

been pretty open to having an open door policy for all of us which is a

good professional relationship.

Others like Sara and Kelly indicated that building principals were open to new
ideas and would support virtually any initiative if teachers could show that it will directly

benefit the students. After meeting Sara’s principal after the direct observation, it was
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clear that from a building administrative perspective, the teachers were supported in the
areas of teaching, learning, and curriculum. To this point, Sara shares:

Our building principal, we have I think, a good relationship. it is [their]

first year so we are all getting to know [each other] and I think that will

only grow stronger. I feel comfortable going and saying, hey, you know,

I'm thinking about doing this what do you think? And [they] will support it

if I can back it up. Now [they are] not going to be just like you know do

whatever you want but if I can back it up and explain what the benefits of

it are to our students then I think [they are] all for it.

Positive professional and personal relationships with building administrators were
vital to the feelings of empowerment and job satisfaction in the teacher leaders studied.
This fact was directly observed as the researcher witnessed Ruby’s building principal
collaborate with others in a meeting on a level that showcased the positive relationships,
support, and level of care that would improve the satisfaction of anyone working under
their leadership. Building on these stories, each teacher indicated that their TLEP final

projects were well supported by administrators.

Theme 5: Leadership Style Differences Exist Between the Building and Upper
Administration

It was clear from the interview responses and the direct observations of teacher
leaders that at the building level, they feel strongly supported. Due to the direct
observation process, the researcher was able to gain firsthand experience in this area. As
an outsider, it was clear that building leaders were supportive of the teachers. This was
particularly evidenced during Sara’s direct observation where the researcher had an

opportunity to have an impromptu meeting with the building leader and talk about his
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educational beliefs. This building administrator seemed to have the best interest of the
teachers in mind in terms of teaching and learning but also had high expectations for
them as well. The principal shared how every effort is made to be out and about the
building during the school day, saving the managerial work for the end of the day.
Stressing the importance of teaching and learning, the principal echoed the literature
reviewed, highlighting a focus on instruction and learning instead of just the completion
of managerial duties. Areas of discussion also touched on the changes the principal had
experienced over the years as an administrator and that job satisfaction was elevated due
to shifting efforts to areas of teaching and learning instead of management. During this
conversation, the researcher was able to crystalize the reasons why teacher leaders
working in this building enjoyed their jobs. This impromptu interaction was important for
the researcher to truly understand the underlying meaning of the words shared during the
teacher leader interviews.

Although all teacher leaders evidenced words and actions that showed they felt
they were supported and listened to within their buildings, this belief stood in contrast to
the feelings they had at certain times towards the upper administration, where feelings
were not always positive in the areas of support. The researcher was surprised to hear this
repeatedly in three out of four of the teacher leader interviews. Since this topic is clearly
sensitive, no teacher leader names will be used.

To begin, one teacher leader shared that she thinks that the upper administrative
team is supportive for the most part but can be “out of touch” because they don’t witness

the day-to-day struggles of teachers at the building level. She would later laud the upper
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administration in other areas, however. One teacher leader shared these comments on the
matter:

As far as above administrators, I believe that as much as [Smithville]

would like to say that we’re collaborative, you know, we work together

and all that, there is a little bit of a top down mentality that’s going on

right now. It’s more than a little frustrating to somebody who felt like they

were treated like professionals for the first [part of their career].

Another teacher leader also echoed these same sentiments, revealing that beyond
her building, she isn’t sure that she would be supported as well as she should be in terms
of decision making. As an example, two of the teacher leaders studied indicated that the
upper administrative team decided to implement a wide-sweeping change without any
real input from the teachers or teacher leaders. This was alarming to these two teacher
leaders because the decision dramatically affects the ways teachers complete their day-to-
day tasks. Other teacher leaders differed in their beliefs on this topic.

I feel very supported. I felt very supported even before going into the

teacher leader program that I went through. So, has that increased, maybe

a little because of the programming and the projects going off from there.

But I’ve always felt supported in my position, not only with my immediate

administrator but with the administration district wide.

Although some teacher leaders were somewhat critical of the upper administration
in terms of support, one later shared when talking about a cultural shift that has taken
place in the district: “I don't feel like it’s top-down anymore.” Upon analyzing the

responses and observations of each teacher leader, the researcher concludes that although
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examples of top-down leadership exist, the Smithville School District has attempted to
shift more towards a distributive leadership model. Building on the fact that twenty
teachers have been trained in the TLEP, the district can surely make a case that they are
attempting to shift towards distributive leadership. Adding in the fact that district
administration has allowed teachers to build their own curriculum, it appears that

Smithville is trending in a progressive direction with teacher empowerment at its core.

Theme 6: Colleagues Can Be Frustrating

During each participant interview, challenges with colleagues were brought up
regularly. Kelly indicated that the ten initial teacher leaders who were selected for the
TLEP training weren’t always seen in a favorable way by their colleagues who were not
involved in the program. She shared that the ten-person teacher leader cohort were the
“elites” and some resentment was evident early on by those not involved in the program.
For example, Kelly would share:

[After] the first round...it was, we are the ten elites. [Others would ask]
how did you get this position? Who do you think you are? I kind of got

that perception. We had to get them to buy in.

This was specifically difficult in her situation because five teachers trained in the
TLEP were in her building alone. To alleviate this issue, the researcher might suggest
strategically placing trained teacher leaders throughout the school district so that each
building has teacher leadership representation. Additionally, it may be helpful to consider
having more than one trained teacher leader in each school to provide a support system
for the trained teacher leaders. Perhaps teacher leaders would experience improvements

in colleague interactions if a “strength in numbers” approach was implemented. The
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Smithville School District did encourage all teachers to apply for the TLEP training but
only ten replied, many of which who worked in the same school building.

Teacher leaders like Kelly, Sara, and Ruby indicated that other teachers did not
always accept the leadership provided by the teacher leaders, sometimes questioning their
actions and even resisting those actions at times. Teacher leaders shared that initiatives
they attempt to implement are not always met with acceptance ,and sometimes tact and
leverage must be used when sharing ideas or best practices because not all colleagues are
on board with the changes. Ruby echoed this same sentiment sharing, “We are change
agents yet a lot of the times as educators we struggle the most with change.” During the
observation portion of the study the researcher was not able to sense any of these
frustrations with colleagues. Each teacher leader seemed to collaborate and interact well
with other teachers. It is possible that teacher leaders were more guarded than usual given
the presence of a researcher. Regardless, it is likely that although these frustrations were
not specifically observed, teacher leaders still experience colleague frustrations.

One teacher leader took her responses along a different path, focusing instead on
challenges she has with union leadership. Indicating that she greatly respects and
supports the role and efforts of her union, she doesn’t always agree with their actions,
especially during negotiations years. This teacher leader explained that she regularly
works “off the clock” and that some of her colleagues have challenged her on this issue.
Additionally, she shared that she takes issue with teachers putting in time sheets for extra
work when extra tasks are being completing in the best interest of the students. She did
suggest that she feels confident standing up for what she believes in even though her

actions might not always please her colleagues. As with the other teacher leader
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observations, the researcher did not witness these union issues at any point during the

observation process.

Theme 7: Teacher Leaders Are Satisfied and Plan to Stay

Not one of the teacher leaders studied indicated job dissatisfaction levels enough
to consider leaving their school district. All participants shared that they enjoyed working
in Smithville and planned to stay for the foreseeable future. One teacher leader even
plans to move into the district, so her children can be closer to their friends. Kelly’s level
of satisfaction was high, indicating that “on a scale of one to ten, [my job satisfaction is]
pretty high on the charts.” All teacher leaders appeared comfortable in their schools,
greeting others and maintaining a positive demeanor throughout the observation. When
teacher leaders were interacting with adults, conversations were positive and upbeat and a
spirit of teamwork evidenced throughout all interactions. When interacting with building
administrators, a level of comfort was present that showcased the positive relationships
that were discussed earlier. When interacting with students, teacher leaders were both
kind and direct, a helpful combination when interacting with children.

Only Ruby indicated that she would consider leaving if another “dream job”
became available where she could create her own position working with area schools in
connection with area universities. Ruby did comment that this new job would surely have
to be a perfect fit for her, and that she was very happy in her present position. She shares:

The appreciation and the mutual respect is what keeps me [in

Smithville]...I’ve been given the opportunities to grow professionally and

personally and that has been amazing for my career.
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Ruby’s trajectory to Smithville was a rocky road. Having endured a difficult time
at her old district, she praised Smithville by saying:

My last year in my old district, I cried every day on the way to and from

school because it was that awful personally and professionally. I started

looking for a job in September that year, that is how bad it was. After a

year of being in Smithville, I wanted to go back and thank [my old

administrator] for being placed in my world and having me suffer that year

because it lead me to where I was. It’s just a great place to be.

Three out of the four teacher leaders indicated that stresses outside of their
district’s control, such as potential decreases in state funding or excessive state or
national micromanagement may influence their decision to not just leave their district but
leave education entirely. Kelly however shared that she felt that her district has been able
to insulate their employees any time wide-sweeping mandates are implemented at the
state or national level that are simply out of the district’s control. One such example
involved union membership where the district decided to support a strong union presence
at Smithville when other districts were changing the nature of union-management

operations in their districts.

Theme 8: Teacher Leaders Experience the Same Everyday Challenges as Other
Teachers

Although teacher leaders such as Sara, Ruby, and Kelly indicated that the TLEP
training helped them improve their skill set as teachers, all participants indicated that they
were surely not immune from the challenges that affect all teachers regardless of

leadership title or experience. Workload stresses were highlighted across all interviews,
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including topics related to students and parents, colleagues, administrators, high
expectations, and safety challenges.

Students. In terms of students, teacher leaders such as Ruby indicated that “kids
are changing, families are changing, so that adds extra kinds of responsibilities and stress
on my level.” She also shared that the social and emotional well-being of students has
also become a real issue. Kim also indicated that certain grade levels in her building are
notoriously challenging. During the direct observation portion of the study, challenging
student issues were not observed although Kelly did lead a planning meeting to discuss
ways to improve student engagement. Building on the work in her TLEP final project,
Kelly’s belief in student engagement is clearly evidenced throughout her work as a
teacher.

Colleagues. All teacher leaders shared examples of challenges they have
experienced with colleagues. These challenges generally revolved around issues
pertaining to new curricular or instructional changes or even the reluctance of teachers to
accept help from teacher leaders or instructional coaches. Kelly would share examples of
colleagues struggling with developing or maintaining a growth mindset. One teacher
leader would also share disagreements with staff members over union related issues. It is
entirely possible that teachers view teacher leaders in negative ways due to the title of
teacher leader. As Sara says:

I don't know if some of them are resentful but with that phrase teacher

leader it's like okay, I'm leading you. You’re the teacher and I'm the

leader. So I think people look into that phrase as oh, you're better than us.
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The researcher did not witness any disagreements with colleagues during the
observation portion of the study. Although this was true, teacher leaders still struggle
with many of the challenges that everyday teachers struggle with. It appears that the
teacher leader role and training does not immunize them from these challenges but
perhaps better equips them to handle frustrations with a solutions-based mindset.
Building on what Sara mentioned in her interview, the skill set gained during the TLEP
training could very well equip teachers with tools to not only handle frustrations but also
search out solutions via the wiggle room philosophy.

Administrators. Building-level administrators appeared to offer more support
and promote feelings of empowerment to the teacher leaders in the study. Although each
teacher leader indicated that the upper administration has been mostly supportive in the
past, building-level administrators provided more support across the board. There were
many instances in interview responses where teacher leaders painted a detailed picture of
a top-down, hierarchical upper administration. Interestingly, throughout the course of
data analysis, the researcher found many examples of a deeply supportive upper
administration. Two examples highlight this contrary evidence. Firstly, the upper
administration has clearly shown a strong belief in training teacher leaders via the TLEP.
As of this report, twenty teacher leaders from the Smithville School District have
completed a formal TLEP. Additionally, both Kelly and Sara shared how the upper
administrative team trained teachers in curriculum development and then allowed them to
design their own curriculum. While these are only two examples, the researcher feels that

these examples exemplify a strong commitment to distributive leadership practices.
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High expectations. Every one of the teacher leaders studied spoke of the high
expectations at Smithville. These expectations appeared to be placed upon teacher leaders
from both the community and the administration. As Ruby shared:

You are doing your job if you're working in Smithville schools because

that is the expectation and that is what you do. It's the right thing to do. It's

what the kids need but it's also the status piece of being one of the better

districts in education.

As can be expected, being a top-performing district has its challenges.
Interestingly, almost every person I interacted with at Smithville, teacher leader or not,
mentioned the high expectations of the Smithville School District. None painted the
district in a bad light by these comments, but this was evident in the language used when
describing the school where they work. Walking through the school buildings and
classrooms, the researcher gathered that teachers, students, and administrators were
focused on teaching, learning, and leading. Educational quotes were painted on the walls
and banners were hung indicating state and national awards, proudly displayed for all to
see.

Safety. Sara spoke at length about the national issues related to school shootings.
With events such as the Parkland shooting in Florida presently dominating news stories
across the United States, school safety is at the forefront of discussion in any school
district. As a teacher, Sara said that violent events such as these terrify her and cause her
to experience increased stress during the school day as she worries about keeping her kids

safe and what she would do in the event of a school-related shooting in her school.
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Although Sara was alone in her comments about school safety, others such as Ruby did

share concerns about the social and emotional well-being of students at Smithville.

Theme 9: Teacher Leaders are Able to Make Decisions

Throughout each interview and direct observation, teacher leaders evidenced
many examples of making autonomous decisions that were in the best interest of their
students and their districts. Teacher leaders such as Sara share:

I think it's the freedom to do what I want. To design my program based on

the kids that I have...without having to go in front of the board and ask. I

have that freedom to try new things and nobody's going to say oh my gosh

what is she doing.

Kelly and Ruby would agree with Sara in this belief, citing several examples of
times when they sought out the wiggle room in a situation to help create a solution to a
problem. Kelly and Sara both shared that they felt that they had the freedom to make
decisions in the areas of teaching and learning and felt supported by their building
administrator in these areas. Kelly and Sara also shared that they felt empowered by the
fact that their upper administration has allowed them to make decisions regarding the
curriculum that they teach. Kelly also felt that the lines of communication were open, and
she felt free to speak her mind with both building and upper administrators. To support
this fact, Kelly shared:

Nobody's checking in on me saying, why aren't you doing this? So I don't

feel like I'm micro-managed, which I think is a huge thing...I think it's

empowering to have that opportunity. I probably wouldn't be able to walk

into any district and act the way that I do. To have that freedom to speak
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your mind and your opinions and not feel like you know, I won't have a

job tomorrow because of something I said in a [a meeting] yesterday.

It appears that each teacher leader feels comfortable enough to make small
autonomous decisions that impact their students but feel that if those decisions span
beyond their classrooms, they need to consult their building principals first. Kelly shared
that she generally tries out certain ideas related to teaching and learning in her own
classroom and then presents the results to her building administrator if she feels like what
she attempted with her own students would help others. These efforts are met with
support as building administrators all appeared to be open to suggestions if these efforts
will improve student outcomes.

This fact was evident in the direct observation conducted as Kelly collaborated
with another teacher to devise a plan to increase student engagement. In this meeting,
Kelly shared her concerns about her students needing more hands-on activities so that
they will learn the material in more engaging ways. After the observation was over, the
researcher asked if she planned on running her ideas by the building administrator first.
She indicated that she did not plan to ask her administrator because the teachers have the
freedom to design the lessons that they believe will help their students learn the best.

It became clear, after witnessing the planning meeting and asking the follow-up
questions, that at the building administrative level, Kelly and other teachers are strongly
supported in the areas of teaching and learning. She shared that this change in culture
shifted shortly after completing the TLEP training. Describing a meeting between the
upper administrators and the teacher leaders trained in TLEP, Kelly noted the importance

of this meeting:

162



TEACHER LEADERSHIP

From an administrative standpoint, I feel very differently than I did four or
five years ago. I kind-of had a breakthrough. We kind-of had a debriefing
session after a round of teacher leadership classes and we sat down with
our [upper administration]. Sitting down and talking to them and the
people that were on the leadership team...we all felt empowered after
taking all the coursework. I mean the nice thing is when you're in that
cohort you are all in it together...it was kind of like that power in
numbers...it only took a couple of people speaking up to try to help that
culture change and I feel like we had a breakthrough there...the general
message was, you went through this coursework. You know what we
know. We know what you know, got it? We've got to empower each other
to move forward. So, I mean we kind of threw it out there like what are the

roadblocks? What holds you guys back?

After this revelation, it became clear that the administration was attempting to not
only talk the talk but walk the walk in terms of teacher leadership and distributive
leadership. Opening the lines of communication and aligning their efforts, TLEP-trained
teacher leaders and administrators showed a true commitment to distributed leadership.
Even though Kelly shared the reluctance of the upper administration to relinquish that
control, and Kim indicated that the upper administration still feels somewhat top-down to
her, building administrators have continued to support the teacher leaders in most areas.
In addition, several examples were shared by teacher leaders that are encouraging signs
that the upper administration at Smithville is heading in the right direction in terms of

distributive leadership.

163



TEACHER LEADERSHIP
Putting It All Together

After exploring each of the key themes derived from the data, it will be important
to highlight how each theme fits into the suggestion that the interplay between the teacher
leadership role and the TLEP training seemed to influence job satisfaction in the teacher
leaders studied more than just the training or just the teacher leadership role by itself.
Additionally, key themes will be aligned with the research questions to provide an
understanding of how each of the research questions selected for study was addressed by
the themes derived from the data.

The concept map (Figure 1) provides a better understanding of each key theme in
relation to job satisfaction, in addition to the TLEP training and the teacher leadership
role. Job satisfaction was improved through just the TLEP training for Sara, as she
indicated the training improved her confidence and self-efficacy, which led to improved
job satisfaction. Additionally, she and other teacher leaders Kelly and Ruby indicated
increased empowerment, improved relationships with building administrators, and the
freedom to make decisions. Job satisfaction levels were elevated when the teacher
leadership role and TLEP training were combined. Worth noting is that although Kim
indicated that the TLEP was empowering, she did not indicate any improvements in job
satisfaction from the teacher leadership role itself.

Lastly, teacher leaders weren’t immune to educational stressors such as colleague
frustrations, role ambiguity, everyday educational challenges, and administrative
differences. Although teacher leaders indicated that each of these stressors led to job
dissatisfaction, it appeared that the teacher leadership training may have been helpful in
mitigating the impact of these stressors. The researcher will discuss these matters further

in the discussion portion of the report.
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Figure 1. Concept map connecting TLEP and teacher leadership role to job satisfaction.

Table 1 identifies how each research question selected for study was addressed by
each of the themes derived from the data gathered. The theme of empowerment relates to
all three research questions since teacher leaders described feelings of empowerment in
terms of their experiences, decision making, and improvements to job satisfaction.
Additionally, the TLEP training also relates to all three research questions as teacher
leaders like Sara describe improved confidence and self-efficacy in relation to the
training in addition to others like Kelly indicates that the district now sees the trained
teacher leaders as go-to people in terms of decision making. As expected, each of these
factors influences job satisfaction in positive ways. All the teacher leaders experienced

role ambiguity, which led to some frustrations because teacher leaders like Kelly and
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Kim operate as informal leaders, where clear lines of responsibility are not always
present. As expected, this leads to challenges with colleagues because teacher leaders like
Kelly and Kim do not have formal titles and therefore not the same level of authority over
certain decisions as a formal teacher leader might. All of the teacher leaders indicate
positive relationships with building administrators, which again aligns with all three
research questions since improved relationships allow their voices to be heard and a
certain degree of freedom in the areas of teaching, learning, and curriculum.

Three teacher leaders shared stories of frustrations they had with upper
administration, specific examples revolving around top-down decision making. These
teacher leaders believed that these frustrations affected their experiences, decision
making, and even job satisfaction at times. Although this was true, each of the three
teacher leaders praised the upper administration in ways that were contrary to many of
their responses at some point during the interview process. This contrary evidence will be
explored later in the discussion section of the report. Teacher leaders also reported that
colleagues were frustrating at times, which influenced their experiences as teacher leaders
negatively. In addition, teacher leaders reported that colleagues weren’t always receptive
to new ideas shared and that these frustrations did in fact influence their feelings of job
satisfaction.

In terms of job satisfaction and teacher retention, teacher leaders felt satisfied
with their jobs at levels that will keep them working in the Smithville School District for
the foreseeable future. Due to the improved experiences and decision-making power they
have as teacher leaders, in addition to the personal improvements gathered from the

TLEP training, the teacher leaders appear to be highly satisfied workers. Teacher leaders
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still experience everyday workplace stressors, which although may be somewhat
mitigated by the TLEP training, are still present. As expected, these stressors influence
their everyday experiences and their job satisfaction. Lastly, teacher leaders have the
autonomy to make decisions which largely influences their experiences and job
satisfaction in positive ways.

Please refer to Table 1 to see how each theme from above relates to the three

research questions selected for study.
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Table 1.

Themes and Research Questions

Question 1:

How do teacher
leaders describe
their roles, their
responsibilities,
and experiences

Question 2:
How do teacher
leaders describe

involvement in
the decision-

Question 3:
How do teacher
leadership
practices
influence job
satisfaction and

as leaders in their ~making teacher
Theme school building?  process? retention?
Teacher leaders feel
empowered X X X
Teacher Leadership
Endorsement Program
training improves self-
efficacy and confidence X X X
Teacher leaders experience
role ambiguity X X
Positive relationships with
building administrators lead
to job satisfaction X X X
Leadership style differences
exist between the building
and upper administration X X X
Colleagues can be frustrating X X X
Teacher leaders are satisfied
and plan to stay X X X
Teacher leaders experience
the same everyday
challenges as other teachers X X
Teacher leaders have the
freedom to make decisions X X X
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Conclusion

The teacher leaders involved in this study clearly evidenced many of the elements
of job satisfaction that emerged in the literature reviewed for this study. Teacher leaders
enjoyed improved decision making, increased empowerment, elevated relationships with
administrators, and increases in confidence and skills stemming from their training
through the Teacher Leader Endorsement Program. As will be explored later, it appears
that the interplay between the teacher leadership role and the TLEP training was the
defining factor that improved job satisfaction in the teacher leaders studied. As no formal
research studies presently exist on the teacher leaders who have completed the TLEP
training, this was an important finding.

Although the teacher leaders studied did evidence some elements of job
dissatisfaction, they were all related to difficulties with other colleagues when attempting
to enact change and frustrations with top-down leadership at the upper administrative
level. At the building level however, teacher leaders all indicated that they had the
freedom to make suggestions, take on initiatives, and work with others to help improve
student outcomes. Most participants indicated that the training received via the Teacher
Leadership Endorsement Program provided them with an improved skill set that gave
them more confidence when working with both colleagues and administrators. Most
participants also shared that because of their training and title of teacher leader, the
building administration saw them as go-to people in their building.

Although this seeming “preferential status” has created frustrations with some
colleagues, it appears that others are starting to recognize them as leaders. This
recognition is likely because they are not only talking the talk but walking the walk when

it comes to implementing best practices in their own classrooms. Frustrations about
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instructional coaches who are not regular classroom teachers seem to be mitigated for the
teacher leaders studied, because they are still in the classroom daily and are not out of
touch when it comes to the day to day struggles that classroom teachers have.

Interestingly, all the teacher leaders indicated that although their building
administrators operate in a distributive leadership fashion and are open to the suggestions
and initiatives that the teacher leaders want to share and put into practice, the upper
administration is still operating in a top-down way. This is interesting considering the
upper administrative team was trained in teacher leadership the same way the teacher
leaders were and spent considerable time and resources to train the teacher leaders in
teacher leadership. Many participants shared that it wasn’t that the upper administrative
team was opposed to the suggestions and changes that teacher leaders and other building
administrators wanted to share and make, it was just that they were out of touch with
what was really going on in each specific building.

Kelly shared one example that suggested the upper administration was not out of
touch and was firmly committed to building bridges between the teachers and upper
administration. Indicating that the upper administration completed the same teacher
leader training as the teacher leaders, Kelly explained the importance of this decision.
She described a “breakthrough” meeting, where both TLEP-trained upper administrators
and teacher leaders met to align their efforts going forward. Kelly believed this meeting
opened the lines of communication and both administrators and teacher leaders agreed
that they would forge ahead together using what they had learned in the TLEP training.
She would describe this meeting as a turn-around for the district, a moment that would

shift the leadership style from top-down to a more distributed leadership style. As
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Spillane (2001) suggests, those working together may be able to accomplish tasks that
would be out of reach if attempted at the individual level. It appears that the Smithville
School District is making a concerted effort to use the expertise of both administrators
and teacher leaders to accomplish tasks.

The teacher leaders in this study were empowered to the point that all of them
indicated that they had no plans of leaving, and some indicated that their teacher
leadership role being taken away would be a big blow to their job satisfaction and might
even encourage them to leave their district. In the following discussion, the researcher
relates the results of the study back to the reviewed literature and makes future
recommendations for research in teacher leadership and job satisfaction. Considering
only a few studies exist that explore the relationships between teacher leadership and job
satisfaction, and the fact that several states around the country are pushing out new
frameworks for teacher leadership practice and teacher leader endorsement efforts, this

study is a springboard for future research in these areas.
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CHAPTER V: DISCUSSION

This study explored the roles, responsibilities, and experiences of teacher leaders
to determine how they relate to job satisfaction and teacher retention. Throughout the
course of the interviews, direct observations, and document reviews, the researcher was
able to gain a better understanding of not only the teacher leaders involved in the study
but also how their positions influence their daily decision making, confidence, and
interactions with colleagues and administrators. Although the body of evidence on
teacher leadership and job satisfaction as separate constructs is quite broad, very few
studies explore the relationship between the two constructs. Additionally, no studies exist
on teachers trained by the TLEP, making the results important for future decision
making. As such, this in-depth analysis of four teacher leaders provides a candid and
informative insight into the daily lives of the teacher leaders studied.

Many of the interview responses, observed behaviors, and reviewed leadership
documents highlight the key elements of job satisfaction evidenced in the reviewed
literature. Increased decision making, improved relationships with administrators, and
elevated autonomy were evident in each participants’ responses. In addition, job
dissatisfaction stemming from workload, parent, administrator, and student challenges
were also evident in the participant’s responses. It clearly appears that the teacher leaders
studied showed improved job satisfaction in terms of both their teacher leadership role in
addition to their teacher leadership training through the Teacher Leader Endorsement
Program. This interplay between the teacher leader role and TLEP training will be further
explored in this section.

It also appears that an increase in job satisfaction from the role and training

outweighs job dissatisfaction stemming from workload, parent, administrator, and student
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challenges. This was most evident in the fact that all participants indicated that they
greatly enjoyed working for the Smithville School District, and that they planned on
staying with the district for the foreseeable future. Although some issues remain
concerning relationships with resistant colleagues and the sometimes top-down nature of
decision making coming from the upper administration, teacher leaders felt more
empowered to be leaders, not only within their classrooms, but within their school
buildings as well. In the following section, an in-depth discussion of results, synthesis of
literature-based themes as compared to participant responses, and suggestions for future

research will be provided.

Research Question Results

This section will review each research question used in the study and determine
how they were addressed by teacher leaders in the interview, direct observation, and
document review process. During this process, the researcher will also provide
explanation of the findings and provide pertinent examples from the teacher leaders
involved in the study. In addition, the data gathered will be compared with the previous
literature and research surrounding teacher leadership and job satisfaction. Concept maps
will also be provided to visually showcase how each research question was addressed by

each of the teacher leaders in relationship to the uncovered themes.

Research Question 1: How Do Teacher Leaders Describe Their Roles,
Responsibilities, and Experiences as Leaders in Their School Building?

Roles. Spillane, Halverson, and Diamond (2001) began the work of creating a
framework for distributed leadership with the intent of showing how changes in
leadership practices can transform teaching and learning. The researchers’ theory was

primarily focused on the ways that informal and formal teacher leaders are influenced by
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a distribution of tasks that were historically the territory of building and central office
leaders. As suggested by Aspen Institute (2014) and Danielson (2006), teacher leadership
practices have changed over time, gravitating away from formal roles and instead
focusing on informal teacher leadership.

The teacher leaders involved in this study operated mostly as informal leaders,
some not considering themselves teacher leaders at all. Because of this, it is likely that
some role ambiguity would be expected, as each teacher leader appeared to lead in ways
that suited them best. All the teacher leaders attempted to find the “wiggle room” in their
daily work, looking for ways that they could provide support, influence decision making,
or identify a need that needed filled. Danielson (2006), Aspen Institute (2014), and York-
Barr & Duke (2004) would surely support the concept of “wiggle room” as it aligns with
their beliefs and findings in terms of informal teacher leadership practices.

Also evidenced in each teacher leaders’ responses and observations was a sense of
autonomy when it came to making decisions. Sara wanted her actions to speak louder
than her words. Kelly wanted to find the places where she was welcome and start there.
Ruby was willing to fight for changes or initiatives that she thought were important. Kim
created an after-school program because she felt her students needed an outlet that wasn’t
being provided to them. As one can easily see, each teacher leader had a different role to
play, one that was in many ways self-identified and personally important. This is not
without challenges.

Jacobs, Gordon, and Solis (2016) indicate that districts that define teacher leader
roles and responsibilities will provide teacher leaders with less conflict and resentment.

As teacher leaders like Kelly, Sara, and Ruby indicated, several frustrations occurred
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when trying to implement new ideas, and non-teacher leaders were sometimes resistant to
change. This may be because teacher leaders like Kelly do not hold a formal leadership
title. Sara also shared that using the term teacher leader seems to imply a sense of
hierarchy that may pose challenges, considering some of the teacher leaders studied
operated as informal teacher leaders. Kelley (2011) confirms this fact, reporting that
conflicts may arise as teachers and teacher leaders do not always have the same
perception of the nature of teacher leadership (Kelley, 2011). As suggested in the
important findings later in this report, the Smithville School District might consider
supporting teacher leaders in these areas by informing staff members of the purpose and
importance of teacher leadership.

Responsibilities. As all teachers had different roles to play, responsibilities varied
but generally centered around teaching, learning, and curriculum. Two of the teacher
leaders studied had different responsibilities since their formal titles deviated from a
typical classroom teacher. As such, each worked with students in different ways, some
related to teaching and learning and others to the social and emotional well-being of
students. All teacher leaders were members of the Smithville teacher’s union and as such,
operated under the same contractual constraints as everyone else. A few of the teacher
leaders involved had increased responsibilities also, since they oversaw leading certain
teacher or parent groups. These responsibilities would stand in contrast to those that are
not teacher leaders in their school. Teacher leaders in this study indicated that due to their
teacher leadership duties, which were at times self-imposed, they often experienced

increased workload. This by nature was a key theme throughout each teacher leaders’
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interview responses as all participants indicated that their responsibilities and workload
have increased since they started teaching.

Experiences. Each of the teacher leaders studied either directly stated that they
felt more empowered by either the teacher leadership role or TLEP training. This
interplay will be later explored when analyzing the final research question pertaining to
job satisfaction. In terms of empowerment, Kelly states:

I think it's great. I feel more empowered, I feel like my day to day

practices are evolving. I feel like I am growing as an individual. I feel that

having that leadership role it not only helps me but it helps others...I'm

leading myself. that's the other piece. Which I think a lot of other people

forget about themselves.

Although she was more critical of district administrative practices at times, Kim
also echoed similar sentiments about empowerment including:
After the teacher leader endorsement program I feel more empowered to

try to find the wiggle room...to try to find the why behind the things

Ruby would also share similar comments and even though empowerment wasn’t
mentioned specifically, one can easily identify her comments as feelings of
empowerment. She would share:

I think that I’ve always been allowed to do what I felt was best for

kids...[my building administrator] trusts me to make the decisions

necessary at the time. I’ve always felt valued and I’ve always felt

appreciated and had that mutual respect.
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During the interviews, each of the teacher leaders indicated that they enjoyed
working in the Smithville School District, citing building administrators, colleagues,
students, parents, and community members as key players in their satisfaction levels.
Additionally, while observing teacher leaders in school setting, it was clear that they were
satisfied employees. Although each teacher leader had different teaching responsibilities
and areas of expertise, all of them indicated that their building principals largely
influenced their feelings of empowerment, autonomy, and decision-making power. It is
no surprise that lack of administrator support has been shown to increase job
dissatisfaction in teachers. Additionally, teachers who receive little instructional support
from administrators while operating in isolated teaching environment can experience
increases in job dissatisfaction (Sass et al., 2010). The administrators who were directly
involved in this study clearly understand the importance of positive relationships and
creating a supportive environment for their teachers.

Kim, Kelly, and Sara clearly described the differences between leadership style at
the building and upper administrative level, citing the building level administration being
more “in touch” with the teachers they work with daily. One could easily expect this to
be true as building level administrators would have more direct contact with their
teachers daily when compared to upper administrative members.

Ruby stood in contrast, citing several times that she felt the district operated
across the board as a team with the best interest of the kids in mind. Additionally, even
though Kelly had some reservations about the top-down nature of decision making, she
shared that on the whole “our district has truly empowered all teachers,” speaking

specifically about the curricular choices teachers have been afforded by upper
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administration in addition to the change in culture that happened after both teacher
leaders and administrators completed the TLEP training and held a special debriefing
meeting.

Although all of the teacher leaders indicated that they planned on staying in
Smithville for the foreseeable future, some like Kelly indicated that if her teacher
leadership role and her ability to find the “wiggle room” was taken away, she would feel

much less satisfied coming to work and would even consider leaving the district.

Theme 1: “We all Theme 9: “I have that
felt empowered afier freedom to try new things and
taking the [TLEP) nobody's going to say oh my
coursework™ gosh what is she doing.”
Theme 2: “ think that
again the confidence that s
came from the teacher :‘hll,‘::;":'t: fa]:'f:?;f;m
leadershi has ing, Famili
hE;p:isulrli]ﬂ?m = changing so that adds
[students]...it"s a personal, \ Research Question 1: / exira ku.llf,i.qf1 A shess
internal confidence.” Teacher Leader Roles respunsil 1 IItLEb and stress
] on my level.
Responsibilities, and Y
Theme 3: “T don’t Experiences \
wake up in the Theme 7: “ I've been
morming and ask, given the opportunities
how am | going to be ‘ to grow professionally
a teacher leader and personally and that
today?” has been amazing for
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Theme 4: My principal is Theme 5: “There is a
not going to ask me to do little bit of a top .
something that [they are] down mentality that's :rhz::E ﬁl.;] }[101?3:?1
not willing to do going on right now.” ou'c ask) o ) you
[themselves]...[they] lead get this position” Who
right beside you. do you think you are?

Figure 2. Research question one concept map
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Research Question 2: How Do Teacher Leaders Describe Their Involvement in the
Decision-Making Process?

After hearing the testimonies of the four teacher leaders involved in this study and
observing them in a school setting, the researcher believes that the teacher leaders’
involvement with decision making is stronger at the building than the district level. While
this would be a natural conclusion, three of the four teacher leaders indicated that they
were unsure if their voices would be heard beyond the walls of their own school. Upper
administration was supportive in providing the TLEP training for teacher leaders,
offering the training to anyone interested. Additionally, upon completion of the TLEP
training, each teacher leader was extremely supported in the implementation of their
culminating teacher leader project.

The Smithville School District made an important decision to provide both upper
administrators and teachers with TLEP training. Mizell (2010) shares that administrators
who choose to be instructional leaders are wise to participate in professional development
that is intended for their teaching staff. By doing so, administrators can provide greater
support for the outcomes of the professional development. Additionally, Mizell (2010)
supports the fact that the collective growth of a group of educators has a greater impact
on student learning than learning that takes place at the individual level. Therefore, the
Smithville School District will likely see improvements in student achievement but also
self-efficacy as teacher leaders and administrators alike benefit from the TLEP training.

Upon completion of the TLEP training, a special debriefing meeting was held
between the TLEP-trained district administration and teacher leaders to align efforts
going forward. Teacher leaders such as Kelly thought this was a “breakthrough” moment

in terms of changing the culture at Smithville. This meeting provided administrators and
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teacher leaders with a platform to voice any concerns and established a common ground.
In this meeting, teacher leaders and administrators discussed any road blocks that might
affect their efforts in addition to providing a safe place to voice any concerns.

Spillane (2001) suggests that often, leaders working together can accomplish
more than leaders working by themselves. Offering many examples of districts using the
skills of both teachers and administrators, Spillane (2001) suggests that the collective
knowledge of the group may lead to an evolution of leadership practice. By utilizing the
unique talents and skills learned from the TLEP, both the trained administrators and
teacher leaders are poised to make a real difference in the Smithville School District.
Other districts would be wise to not only train both administrators and teachers in formal
TLEP’s, but also attempt to align their efforts upon completion of the program.

Some teacher leaders indicated that the upper administration still operates in a
top-down fashion on a regular basis, which sits in contrast to the distributive leadership
style that all teacher leaders indicated are present in their respective buildings. Although
this may be true, two examples stand in opposition to this contention, both evidencing the
upper administration exhibiting leadership in different ways. Each example will be
explored below.

The first example, shared by both Sara and Kelly, describes an upper
administration who allowed teachers to develop their own K-12 curriculum for a specific
subject matter. Teachers across the district were trained in curriculum development and
were provided supports to create a curriculum that they felt would best help their students
succeed. Instead of purchasing of pre-made curriculum, the district instead decided to

support the teachers in implementing their own curriculum that they believed would best
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benefit their students. The process engaged the teachers and provided them all with a seat
at the table in terms of what will be taught and how it will be taught. Sara and Kelly both
heralded efforts by the upper administration and believe that teachers have been
empowered by this wide-sweeping initiative. To evidence this event, Kelly would share:

Our District recognized that it [the curriculum] wasn't a one fits all. Your

kids are going to be different on a day-to-day basis or year-to-year basis.

This program that we're going to buy and spend thousands and thousands

of dollars on might not work for our kids. Why not train our teachers to be

those curriculum developers?

The second example, shared again by a few teacher leaders, described an upper
administration who decided upon a wide-sweeping initiative, this time making a
unilateral decision without much input from the teachers. In this specific example, major
changes would be made to the ways that student’s grades are determined, with teachers
assigning grades to students in ways that sit in sharp contrast to traditional methods.
Although these changes may improve student outcomes, some of the teacher leaders in
this study indicated that the teachers aren’t sure why this initiative was delivered in a top-
down way because it will impact everyone’s practices immensely. One teacher leader
would expand on this example by sharing:

A lot of what happens is very top down. They make decisions up here and

then we deal with it. They've decided to change our report card system.

And who is going to try it out? it's going to be [us] because we're always

the guinea pigs.
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As you can see, teacher leaders are both grateful and critical when it comes to
leadership from upper administration. Although some teacher leaders shared that they felt
that everyone at Smithville operates in a team-like fashion with all stakeholders having a
say in the process, others don’t agree that true distributive leadership is always taking
place beyond their own school buildings. Each teacher leader indicated that building level
administrators provide them with the support they need to successfully find the areas that
need improvement in their schools.

When it comes to daily decision making, teacher leaders such as Sara, Kelly, and
Kim all indicated that they search for the wiggle room when attempting to make
decisions or enact change in their school buildings. This term, used exclusively in their
TLEP training, resonated with most of the teacher leaders in this study. In her interview,
Sara described this concept best.

In our courses we learned a lot about wiggle room and finding a way to

get in the door. Being able to look at a problem from a different angle to

see that maybe I could do this, you know. What if I ask the PTO instead of

the principal or what if I ask this teacher knowing that this teacher has a

great relationship with that teacher?

It appears that teacher leaders such as Kim, Kelly, and Sara all made it a point to
find areas of need and fill them with supports and efforts to help. These efforts
complement the existing literature on teacher leadership. For example, The Aspen
Institute (2014) identifies informal teacher leadership as “new” leadership, one that
operates in a distributive leadership environment, shifting teachers away from managerial

tasks and more into areas that they excel such as teaching, learning, and curriculum. The
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Ohio Teacher Leader Framework (2017) also evidences this fact by encouraging teachers
to lead from the classroom, identifying areas of need and filling those needs with creative
solutions. The teacher leaders in this study identify wiggle room moments to make real
differences in areas they feel strongly suited towards.

Ruby spoke at length about her never-ending work of helping her students. She
shared that she attempts to always do the right thing, even when it means taking on more
work or staying beyond her work day. Kim also evidenced key elements of the concept of
wiggle room in the creation of a student group that attempted to provide an academic
outlet for students who needed something not related to sports. When asked how this
group came about, Kim said:

I created it. I went to our tech guy and I said you know they're doing this

in [another district]. I'd like to see what we can do with it here.
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Figure 3. Research question two concept map.

Research Question 3: How Do Teacher Leadership Practices Influence Job
Satisfaction and Teacher Retention?

The final research question directly addressed the job satisfaction of teachers and
explored how teacher leadership may or may not influence job satisfaction and retention.
Early theories designed by humanistic thinkers such as Maslow (1943) and more
contemporary researcher by Tschannen-Moran (1998) suggest that employee job
satisfaction has the potential to lead to increased worker productivity and in the world of

education, teacher retention. The researcher was expressly interested in determining if
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teacher leaders do experience greater level of job satisfaction and retention, the focus of
this study.

In terms of this study, it was theorized that the teacher leadership role would
create higher satisfaction levels, but interestingly, it was the teacher leadership role and
the Teacher Leadership Endorsement Program training together that appeared to increase
job satisfaction in three out of the four teacher leaders studied. Observation and document
review data further support the importance of this interplay between the teacher
leadership role and the TLEP training by showcasing the real work of implementation
plans that were enacted within the Smithville School District.

This interplay was crucial in improving confidence levels, administrator
relationships, leadership skills, and autonomy to find pertinent educational needs and
seek out solutions. These outcomes support the work of Bandura (1977), who suggests
that people will take on tasks that they feel match well with their skill sets. As each
teacher leader indicated personal and professional improvements because of completing
the TLEP training, it can be assumed that the teacher leaders take on more challenging
tasks because they feel confident they can find appropriate solutions while at the same
time feeling supported by their building administrators.

Job satisfaction and retention levels of teachers are influenced by a variety of
factors. As evidenced by Herzberg’s (1968) motivator-hygiene theory, job satisfaction
can be affected by extrinsic motivators such as pay and recognition but also affected by
factors such as job security, work conditions, and even colleague interactions.
Additionally, Hackman and Oldham (1975) show that the core job dimensions, such as a

person’s work environment, would ultimately lead to improved personal and work
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outcomes. To this point, Sutcher et al. (2016), Ingersoll (2001), and Sass et al. (2010)
suggest that administrators influence the job satisfaction and exit attrition of teachers, in
addition to other factors like pay and classroom related issues. Additionally, Early
research completed by Ingersoll (2001) shows that administrative support, student
behavior issues, limited decision making power, and low salaries have been shown to
influence teacher retention. Based on these studies, it was interesting to see many
examples of administrative support and improved decision-making power evidenced
throughout the data collection process. These factors both empowered teachers to be
more engaged leaders and find their wiggle room.

Teacher leaders such as Sara, Kelly, and Ruby spoke fondly of their ability to lead
within their school, citing the teacher leadership training as being important. This was
perhaps most evident in one of Sara’s interview questions responses where she shares:

I have learned so much about how the brain works and how people, not

just kids, learn and how to effect change and how to talk to people...I feel

like I just have more of a skill set but also more knowledge than I did

before...I questioned everything I did...I'm more confident in the choices

that I make for what my students need and that's I think one of the biggest

changes that I've seen. I also see myself as more responsible to the

building like I have a role to play and if nobody else is going to step up to

do something then I need to do that.

Sara’s testimony about her TLEP training was powerful. One can easily see that
the TLEP training has made a real difference in her daily practices but also her

confidence, self-efficacy, and feelings of empowerment. Bandura (1977) suggests that
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those with higher self-efficacy will be more likely to persist with difficult tasks while
those with lower self-efficacy may be more likely to either avoid difficult tasks or give up
entirely. This has implications for organizational management in that employers must
recognize the actual and perceived ability levels of their workers if they want their
organization to be most successful. Also, it may be deduced that by increasing the skills
of workers, their sense of self-efficacy will likely rise, which may lead to improved job
satisfaction. Bandura (1977) would surely agree that self-efficacy is arguably one of the
most important traits that a successful educator must possess if they are going to feel like
they can meet the demands necessary in their profession.

Kim did not believe her teacher leadership role has improved her job satisfaction
but she did indicate she has felt more empowered by her TLEP training.

It's not about the leadership role. I wish it was...I stay in Smithville

because I know I am respected by my peers and my community. After the

teacher leader endorsement program I feel more empowered to try to find

the wiggle room and try to find the why behind the things...But job

satisfaction in general I felt like I had greater job satisfaction under

previous upper administrations.

Even though Kim’s feeling of job satisfaction stood in contrast to Sara, Ruby, and
Kelly’s, each teacher leader did indicate that they plan to stay in the Smithville School
District for the foreseeable future. Each teacher leader indicated that the culture, building
administration, ability to influence change, and administrator and colleague relationships
keep them working in Smithville. Interestingly, none of the teacher leaders discussed pay

as a factor that would influence them to leave unless it was reduced in some way. This
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stands in contrast to some of the literature and theory suggesting that low pay is one of
the factors that leads to job dissatisfaction in teachers (Herzberg, 1968; Ingersoll, 2001).
Because the Smithville district employees are compensated well for their work as
compared to other districts, one can assume that pay isn’t as much of an issue in
Smithville. One teacher leader supported this assumption when referencing her
disagreements with the union by saying “I’m not going to fight for more money when we
get a hell of a salary as it is.”

Although Sara, Kelly, and Kim indicated that they feel the upper administration
can operate in a top-down fashion, they also appreciate the efforts that were made to
encourage teachers to complete the TLEP training. As mentioned earlier, it was
surprising to hear how much of an impact the TLEP training affected the daily practice
and mindset of the teacher leaders studied. The Smithville School District’s decision to
train the teacher in the TLEP was important since research studies suggest teachers may
require leadership training to lead beyond the walls of their classrooms.

This was confirmed by Vernon-Dotson and Floyd (2012) who indicate that
teachers may need some training to become leaders and it cannot be assumed that all
teachers are able to lead effectively without training. To this point, Angelle (2010)
encourages administrators to support teachers by practicing distributive leadership to
allow teachers to build their skills over time. Taylor, et al. (2011) further expand this
belief citing that teachers may need these important leadership skills before
administrators will support initiatives or changes that they feel are important. The

research is clearly supporting the actions of the Smithville School District. Upon further
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analysis, it appears that the TLEP training had important implications for all of the
teacher leaders involved in this study.
To highlight this importance, Sara indicated that her confidence level was
increased by completing the TLEP training.
I think [TLEP training] definitely makes me feel more satisfied and I'm
going to use the word confident again, more confident in what I am doing
and that what I'm doing makes a difference...it's a personal, internal
confidence...I didn't realize at the time how powerful it would be and the

connections that I would make with other people in the district.

Aligning with the spirit of many of Sara’s responses, Kelly also indicated that the
teacher leadership role and the TLEP training increased her job satisfaction. When asked
what her level of job satisfaction was after going through the TLEP and operating as a
teacher leader, she said, “Immensely. On a scale of 1 to 10, it's pretty high on the charts.”
Kelly finished her interview by sharing:

I can't tell you how many times administration has said how much they

value the wonderful teachers that work in our district. Our turnover rate is

tiny because of that.

She went on to share that she believes the district has insulated the teachers
against issues that affect all district including decreased state funding, teacher evaluation,
and even efforts to decrease the strength of unions. She expanded on this topic by

sharing:
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Even when all the union stuff happened, our district was like we're going
to let you guys keep it. They could have come back and said you're done,

we're shutting you out. We are taking control but they haven't done that.
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trusting us to write our freedom to do what I want. To funding gets
own curriculum ...how design my program based on cut...or if Public
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in [the] cohort you are all \ /
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Theme 4: “Our building like professionals for the first change.”

principal, we have [ think, a [part of their career].”
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Figure 4. Research question three concept map.
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Important Findings
After exploring each of the themes, analyzing how each research question was
addressed by the teacher leaders studied, and connecting results to the reviewed literature
and research, the researcher has narrowed down the data gathered into five important
findings. Each of the findings will be explored below and will later be related back to the
literature and research reviewed to confirm the findings and determine if any new

findings exist.

Important Finding One: The Interplay Between The Teacher Leadership Role and
the Teacher Leadership Endorsement Program Training Improves Job Satisfaction

After the data was collected and analyzed, it emerged that the researcher greatly
undervalued the role of teacher leadership training as a key factor influencing job
satisfaction in teacher leaders. Throughout the interview portion of the data collection
process, the researcher was repeatedly reminded of the importance of the TLEP training
in terms of self-efficacy, confidence and job satisfaction. Seeing as many of the teacher
leaders simply didn’t see themselves as teacher leaders, instead sharing that their training
greatly upgraded their leadership “skill set,” providing them with more tools and
motivation to lead effectively further underscores this point. Clearly, one can easily see
how training in any area can be of value but in this study, it appears that the training may
even outshine the role because the skills gained transcend the role, permeating into
classroom teaching, decision making, and interactions between both administrators,
colleagues, students, parents, and community members. This is an important revelation

which has not been formally researched in relation to programs like the TLEP.
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Important Finding Two: Teachers May Need Training to Become Effective Leaders
Although teachers are clearly leaders in their own classrooms, it is possible that
those leadership skills don’t always transfer to areas beyond their classroom walls.
Considering that leadership training is often lacking in undergraduate education
programs, the district administrative team at Smithville should be lauded for their
decision to train their teachers in a formal TLEP. Although professional development is
offered by most school districts, it is likely that teaching, learning, technology, and
curriculum are largely areas of focus. Therefore, the Smithville district administrative
teams’ actions directly address a possible weakness that districts face when trying to
distribute leadership among their teaching staff: Do teachers know how to lead
effectively beyond the walls of their classrooms? A progressive district in teacher
leadership, as of this publication, the Smithville School District has provided twenty
teacher leaders the ability to complete a formal TLEP, clearly showing their level of
commitment to teacher leadership practices. Additionally, the Smithville School District
made the commitment to educating the upper administration in TLEP training, which
improved the communication between the upper administration and teacher leaders in

addition to improving the understanding of teacher leadership in both groups.

Important Finding Three: Teacher Leadership Doesn’t Have to be Formal

Teacher leadership is practiced in a variety of ways, including formal and
informal teacher leadership. Both have their strengths and weaknesses, but it appears that
many districts are beginning to place less of a focus on managerial duties and more on
teaching, learning, and curriculum. Therefore, district administrators need teacher leaders
who choose to lead because they have identified a need and have the skills necessary to

find solutions. Because of this shift, teachers can now lead in ways where they excel and
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drive initiatives in a more organic, personal manner. Additionally, they no longer need a
formal title to engage in leadership related tasks. The Ohio Teacher Leader Framework
evidences this fact by encouraging teachers to lead from the classroom, identifying areas
of need and filling those needs with creative solutions.

Although each participant was identified as a teacher leader by their school
district, Sara, Kelly, and Kim all indicated that the title was more of mindset and way of
doing things than an actual title. These three teacher leaders also spoke about finding the
wiggle room, a way for teacher leaders to identify certain times or situations where their
unique skill set could assist in solving a problem or coming up with a solution.

Role ambiguity may still exist with certain teacher leadership positions; therefore,
districts may find it necessary to establish certain boundaries to assist teacher leaders and
non-teacher leaders. As expected, a formal leadership title would most often have a set of
responsibilities. This may be challenging to create with informal leadership roles.
Colleagues may become frustrated when informal teacher leaders attempt to lead but fail
to have a formal title to show a certain level of authority. This is interesting because both
Kelly and Sara indicated that teachers who had not received the TLEP training openly
shared resentment toward those trained in teacher leadership practices. Therefore,
administrators at Smithville would be wise to inform all teachers about the purpose of
teacher leadership positions and define the roles of teacher leaders to reduce these
potential conflicts. Even if teacher leaders choose to lead informally, district staff would
be well served by being apprised to the importance and purpose of teacher leadership

practices.
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Important Finding Four: Administrators Can Make or Break the Job Satisfaction
of Teachers

The four teacher leaders openly shared that their relationships with building
administrators were positive. These positive relationships generally provided the teacher
leaders with the ability to make suggestions, drive initiatives, or have open conversations
with their building administrators. Time and time again, teacher leaders shared stories of
supportive building administrators. In addition, the researcher was able to meet two
building administrators who were mentioned during the interview process. After
dialoguing with one principal, for example, about the importance of being an
instructional leader as an administrator, the researcher gained a better understanding as to
why teacher leaders indicated improved job satisfaction levels stemming from the support
by their building administrators.

Sara shared that she was excited about the potential of her building administrator,
indicating that she felt that she could go to her administrator with an idea and truly be
heard. Kelly suggested that she had the freedom to try things in her own classroom first
but then share her ideas with building administrators if she thought it would help others.
Kim felt her administrator would be open to any suggestion she had. Lastly, Ruby spoke
at length about the level of trust and support offered by her building administrator. When
comparing these results with the literature, building administrators are offering a level of
support that has increased the job satisfaction of the four teacher leaders studied. As can
be expected, given the praise teacher leaders have given their building administrators,

non-teacher leaders are likely also experiencing this support.
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Important Finding Five: Teacher Leaders Aren’t Immune to Workplace Stress

As expected, teacher job satisfaction is influenced by a variety of factors. Teacher
leaders, still operating as regular teachers in additional to their formal or informal
leadership roles, likely experience the same challenges and frustrations that non-teacher
leaders experience daily. The teacher leaders studied clearly benefited from their TLEP
training and most felt that their teacher leader role influenced their job satisfaction in
positive ways. It was suggested that teacher leaders were able to draw on their TLEP
training to help mitigate these challenges and frustrations. Each teacher leader shared
common frustrations and challenges including poor student behavior, disagreements with
administrators and colleagues, the changing nature of children and families, union-related
issues, state mandates, high expectations, and lack of time to complete work-related
tasks. As evidenced in the literature, many of the challenges that the teacher leaders face
daily are factors that decrease job satisfaction.

One might suggest that the TLEP training may have helped the teacher leaders
better insulate themselves against these stressors. As explained earlier, the researcher
hypothesized that the teacher leadership role would improve job satisfaction, but again, it
is more likely that the interplay between the teacher leadership role and the TLEP
training has more of an influence on job satisfaction than the teacher leadership role by
itself. This is especially important because teacher leaders like Kim, Sara, and Kelly
suggested that they didn’t really see themselves as teacher leaders.

Table 2 highlights how each of the important findings relates to the literature and
research pertaining to teacher leadership and job satisfaction. All findings confirm what
is already present in the literature, except the revelation that teacher leadership and TLEP

training combined to improve job satisfaction in the four teacher leaders studied. This is a
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new finding as no empirical evidence could be found on improvements to job satisfaction
when combining teacher leadership training and teacher leadership roles. It will be
important for further research to explore this topic further as states like Ohio have begun

to strongly support teacher leadership practices in a variety of ways.
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Table 2.

Comparison of Important Findings With Existing Research on Teacher Leadership and Job Satisfaction

Important Findings

Previous Research

The interplay between the
teacher leadership role
and the TLEP training

improves job satisfaction

As no research exists studying teacher leaders trained in
the TLEP in terms of job satisfaction, this is a new
finding. Bandura (1977) would agree that an upgraded
skill set would likely improve self-efficacy.

Teachers need training to
become effective leaders

Confirms the research by Angelle (2010), Taylor et al.,
(2011), & Vernon-Dotson and Floyd (2012) highlighting
the importance of leadership training for teachers.
Confirms Bandura (1977) in terms of the importance of
self-efficacy. Confirms work by Mizell (2010), suggesting
administrators and teachers should engage in the same
professional development.

Teacher leadership
doesn’t have to be formal

Confirms Danielson (2006) & Aspen Institute (2014) that
teacher leadership should largely be informal

Administrators make or
break the job satisfaction
of teachers

Confirms research by Sutcher et al. (2016), Ingersoll
(2001), & Sass et al. (2010), underscoring the role of the
principal as being integral to job satisfaction in teachers.

Teacher leaders aren’t
immune to workplace
stress

Although no research studies exist comparing teacher
leaders and non-teacher leaders in terms of comparison
work stress, this study does confirm the research by
Sutcher et al. (2016), Ingersoll (2001), & Sass et al.
(2010), which identifies several factors that increase stress
in teachers.

Limitations

With a sample of four teacher leaders, the results may be limited to those that the

researcher interviewed, observed, and collected documents from. As with any qualitative

researcher study, determining causation is also not possible. Additionally, the school

district in this study was a high performing, affluent school district, which is not

indicative of all school districts in the nation. The teacher leaders in the study generally

operated as informal leaders, which may not be the norm in other school districts where
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formal leadership practices are more greatly utilized. Because the teacher leaders in the
study were informal leaders, often choosing to find the wiggle room, it would be
challenging to compare their roles with other teacher leaders who operate on a more
defined track.

Additionally, participants from all grade levels and school buildings in the district
were not included in this study because after several attempts, those participants could
not be secured. Other grade levels and school buildings may experience dissimilar results
considering different administrators, students, families, and colleagues. Early-career
teachers were not included in this study, as a prerequisite for entry into the TLEP training
was four years of teaching experience.

Although this study has limitations, the researcher has made every attempt to
capture the true feelings of the teacher leaders studied in terms of their roles,
responsibilities, and experiences as they relate to job satisfaction. As many more teacher
leaders have completed or are in the process of completing a TLEP training in Ohio,
more research is clearly needed in this area. Considering the favorable results of this
study, districts may be able to improve the job satisfaction and retention of their own
teachers by supporting both teacher leader practices and TLEP training which has

important implications for the future of education.

Implication of the Results for Practice

It appears that when analyzing the four teacher leaders studied, the teacher
leadership endorsement training not only improved job satisfaction, but also improved the
ability of the teacher leader to be a better leader within their school. Informal teacher

leadership roles that allow teachers to find the wiggle room appear to also increase
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feelings of empowerment and job satisfaction as well. Based on the data collected and
analyzed in this study, the researcher suggests that teacher leaders experience improved
job satisfaction levels when paired with a Teacher Leader Endorsement Program.

Based on these results, I would highly suggest school districts to train their
teachers in teacher leadership through a formal teacher leader endorsement program. I
would also suggest that districts support teacher leadership practices by offering their
teachers the ability to lead both informally and even formally in areas such as teaching,
learning, and curriculum. Additionally, I would suggest that administrators also go
through the training so that both teacher leaders and administrators can work together as a
unified whole. Considering that the teacher leaders studied all indicated that the teacher
leader training has improved their relationships with their administrators, this has
important implications for job satisfaction in addition to school improvement.

With the newly created Teacher Leader Framework in Ohio, in addition to the
Teacher Leader Endorsement Program offered by several Ohio universities, district
administrators would be wise to invest in their district by enrolling teachers in the
program while supporting teacher leadership practices. Based on the results from this
study, districts may be able to reproduce these results and improve not only the job
satisfaction of their teachers but also the leadership capabilities of those teachers as well.
In doing so, they may be able to better retain teachers by helping them to feel more

empowered in their roles as teachers and teacher leaders.

Recommendations
Recommendations for Administrators

Considering studies such as this are clearly showing that teacher leadership and

teacher leadership training influences job satisfaction and teacher retention levels,
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administrators would be wise to engage in developing and supporting teacher leadership
practices within their school buildings. As teacher leadership does not have to be formal,
administrators can encourage teachers to lead informally as they identify areas of need in
their own building. Luckily, Ohio administrators now have the Teacher Leader
Framework, which was developed by a workgroup of administrators, teachers, teacher
leaders, and higher education professors. Additionally, the Teacher Leader Endorsement
Standards are presently being revised to closer reflect the Teacher Leader Framework.
Almost every one of the participants shared the phrase “looking for the wiggle
room” when talking about their leadership style. Evidenced often in their coursework,
this core belief of teacher leadership encourages teachers to find the space to make a
difference and act in a way that they think will help others. There are times that one
might have to wait to find this moment, but when an opportunity arises to share a best
practice or suggest an improvement, the wiggle room moment is at hand. Danielson
(2006) would surely support this concept that teacher leaders need to find their way to
lead, and that each person has a certain skill set that is waiting to be tapped at the right
moment. Administrators would be wise to not only allow teacher leaders to find the
wiggle room but also encourage them to lead in certain areas when they think they might
have something good to offer. Several teacher leaders in this study indicated that building
principals tapped them for tasks because they were perceived as being skilled at
completing the task. These types of practices go back to the empowerment that was
clearly evidenced throughout the interview, observation, and document review process of

this study.
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Each teacher leader shared that the building administrator was integral in their
ability to feel empowered and offered suggestions for improvement in a variety of areas
within their school building. The teacher leadership training increased that empowerment,
which led to not only improved job satisfaction but also improved relationships between
teachers and building administration. Marzano, Waters, and McNulty (2005) indicate that
the principal has an enormous effect on those working in their school building so
improved relationships between administrators and teachers will clearly help improved
all outcomes in a school building.

Lastly, it may be wise to strategically place trained teacher leaders throughout the
school district to allow teacher leaders to have a support system in place. By doing this,
districts would not only have trained teacher leaders working in each of their school
buildings but also be able to provide those teacher leaders with a support system that
would allow teacher leaders to work together to implement changes within their school
buildings. Spillane (2001) would agree with the decision, suggesting that collective
power has greater potential than individual power in terms of leadership. Depending on
the size of each school building the critical mass point may vary. Therefore, districts will
need to determine the appropriate number of teacher leaders needed for each school
building.

Recommendations for Policy Makers

States like Ohio, Tennessee, Massachusetts, and Colorado are on the forefront of
the teacher leadership movement in the United States. As distributive leadership models
further proliferate school districts nationwide, it will be important for local, state, and
national policy makers to engage school districts in developing and supporting teacher

leadership practices in addition to teacher leader training for both teacher leaders and
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district administration. The Ohio Department of Education has spent considerable time
and resources developing a high-quality Teacher Leader Framework, which can be used
by local districts to develop teacher leadership practices in their own buildings. In
addition, the Teacher Leader Endorsement Program standards that are currently being
revised reflect the salient elements of the research on teacher leadership. Future Ohio
Department of Education plans entail a Teacher Leader Framework Toolkit, which will
provide districts with all of the supplementary tools to successful implement these
practices.

Upon looking at the results of this study, policy makers may also consider
providing financial incentives for districts to train teachers in formal TLEPs and help
districts encourage teachers to become teacher leaders by provided funds for small
stipends. Just as a school pays someone to lead an after-school organization or sport,
teacher leader stipends could encourage teacher leaders to be compensated for their extra
efforts in the areas of teaching, learning, and curriculum. Espousing the concept that if
you value what someone does you pay them for their work, policy makers may be able to
better retain teachers by offering small financial stipends. This idea is supported by the
Ohio Teacher Leader Framework (2017).

Lastly, leadership training must be present in teacher preparation programs. This
will assist early-career teachers who often struggle to stay in teaching compared to those
with more experience. At present, most TLEP’s require at least four years of teaching
experience so unless these prerequisites changes, it will be important to front-load these
leadership concepts in teacher preparation programs so as to help retain early career

teachers by providing leadership related skills.
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Recommendations for Future Research

Future research could surely use this research study as a springboard to further
explore teacher leadership and job satisfaction. It will first be important to operationalize
the term teacher leader, as each district likely uses these positions in different ways. It
was important to select the population in the study because all participants were trained in
the same teacher leadership methods and followed a prescribed curriculum as outlined by
the Ohio Teacher Leader Endorsement Program. Additionally, new teacher leadership
practices are beginning to deviate from formal title to roles that encompass the hallmarks
of informal leadership (Aspen Institute, 2014; Danielson, 2006). As researchers attempt
to explore teacher leadership practices around the country, apples to apples comparisons
will be important.

This study explores how teacher leaders experience their roles and if those
experiences influence job satisfaction and teacher retention levels. Interestingly, it
appears that both the teacher leadership role and the TLEP training increases the job
satisfaction in the teachers studied, but more extensive research is needed in this area. As
several other cohorts exist in Ohio that have been recently trained through various
TLEPs, future research could explore these teacher leaders to determine if their job
satisfaction has also increased due to the training and the role itself.

Considering that the sample size of this study was small, further research could
more deeply explore teacher leadership and job satisfaction by examining larger
populations of teacher leaders in a variety of educational settings. In that the completed
study focuses on one upper-middle-class school district, urban and rural school districts
are largely untouched in this area of research. The effects that teacher leadership

positions can have on early-career teachers is another area left unexplored in this research
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study. All of the teacher leaders studied had at least five years of teaching experience.
Making it to this level in their careers increases retention dramatically when compared to
early-career teachers who leave teaching at an alarming rate (Boe et al., 2008; Fisher,
2011; Hughes, 2012; Ingersoll, 2001; Ingersoll et al., 2014). Therefore, it will be
important for researchers to explore how school districts can support early-career
teachers by either encouraging leadership training or perhaps supporting informal
leadership practices early in teachers’ careers. Additionally, descriptive and inferential
studies could more deeply uncover the retention rates with respect to districts existing in
a variety of socio-economic and diversity strata’s.

Because Ohio has newly created the Teacher Leader Framework and is presently
revising the Teacher Leader Endorsement Program standards, it will be important for
researchers to evaluate the impact of these newly created and revised programs and
standards. The Teacher Leader Framework makes many suggestions for implementation
dealing with stipends, creative scheduling, and role creation, so it will be important for
researchers to analyze the impact and outcomes of such efforts. I laud the work of the
Teacher Leader Framework group and Teacher Leader Endorsement Program revision
group for attempting to ensure that school districts in the state of Ohio recognize the
importance of teacher leadership practices and TLEP training and how they can impact

not only the students but also the teachers and administrators that work in those districts.

Conclusion

It is my expressed hope that results like the ones found in my study can be a
springboard for school districts to not only develop teacher leadership practices in their

schools, but also support the training of their teachers and administrators in teacher
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leadership via formal endorsement programs. By training both teachers and
administrators with the same teacher leadership practices, it is likely that less conflict will
result and allow distributed leadership practices to be more successful. As Kelly
indicated, it will also be helpful to have a focused debriefing session upon completion of
the training for both administrators and colleagues. By supporting teacher leadership,
teacher leadership training, and proper inter-district alignment in relation to teacher
leadership, it is likely that both teachers and administrators will experience improved
relationships, empowerment, and team work that will improve the job satisfaction of all
in involved.

These changes will require that districts revisit the traditional hierarchies of
leadership in their buildings, shifting instead to a distributive model of leadership. With
teacher leaders, both formal and informal, empowered to assist district leadership in areas
of curriculum and instruction, districts will be able to improve not only student outcomes
but also the job satisfaction of those empowered to exercise leadership from beyond their
own classrooms.

As states like Ohio are starting to formally support teacher leadership, districts
would be wise to use the Ohio Teacher Leader Framework and the Teacher Leader
Endorsement Program to develop, support, and sustain teacher leadership practices.
District leaders will likely need to get creative with finances and schedules to allow
teachers to have time to become leaders during the school day. Although teacher leaders
such as many of those in my study, lead informally, it may be helpful to provide teachers

with extra time during the school day to perform teacher leadership related tasks.
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Teacher leaders are poised to make a real impact in the field of education.
Additionally, these positions and designations may be able to help retain teachers, so they
can continue to work in areas where they are best suited. As Danielson (2006) would
agree, a teacher leader’s strength is that they are first and foremost a teacher,
knowledgeable in the teaching and learning practices that help improve student outcomes.
Some teachers have the desire to lead beyond their classroom walls. Teacher leadership
practices, whether they be formal or informal allow teachers to find the wiggle room,
identifying needs and attempting to find solutions. Based on my findings, it appears that
trained teacher leaders are poised to not only make a real difference in the districts that
they work, but also be highly satisfied employees who feel empowered, valued, and

respected.
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APPENDIX A: RESEARCH AND INTERVIEW QUESTIONS:

Research Question

Teacher Leadership Interview
Questions

How do teacher leaders describe their roles,
responsibilities, and experiences as leaders in

their school building?

Please describe your leadership role in
your school.

How did you become a teacher leader in
your school?

What motivated you to pursue this role?

Compared to your previous role, please
elaborate on the responsibilities,
workload, and stress at school.

Please describe your professional
relationships with administrators and
colleagues.

How do teacher leaders describe their

involvement in the decision making process?

Please describe the decision making
process for you as a teacher leader.

What kind of support do you receive as a
teacher leader in your school?

What does it mean for you to enact
change in your school district?

How do teacher leadership practices
influence job satisfaction and teacher
retention?

Please elaborate on the differences
between your job satisfaction since
taking on a teacher leadership role.

What aspects of your leadership role
influence you staying in your school
district?

What factors would influence your
decision to leave your school or the
teaching profession?
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APPENDIX B: INVITATION TO PARTICIPATE

January 1, 2018

Dear Teacher Leader,

I am a teacher and instructional coach in the high school setting. I am also a
doctoral student in the Educational Leadership program at Youngstown State University.
To help complete my dissertation process, I will be conducting interviews, direct
observations, and document reviews as part of a research study to explore how teacher
leadership practices affect job satisfaction in teachers. As a trained teacher leader you are
in an ideal position to provide valuable, first-hand information from your own
perspective. This letter will serve as a formal invitation to participate in my research
study.

As multiple sources are crucial in qualitative research, prior to the interview and
direct observation process, I will ask you to bring at least one document showing
evidence of you leading as a teacher leader. These documents may be in the form of but
are not limited to, meeting minutes from department, data, or PLC meetings, as well as
documents pertaining to professional development, instructional coaching, etc. These
documents will be gathered for later analysis so please make copies prior to the our
meeting time.

The interview portion of the research study will need to be conducted off school
grounds, either before or after school and will take no longer than 60 minutes of your
time. Although there will be no compensation for participating in this study, your
participation will be a valuable addition to the field of educational research and findings
could lead to a greater understanding of teacher leadership practices in relation to job
satisfaction. During the interview process I will be attempting to capture your thoughts
and perspectives on being a teacher leader in you school district. Your responses to the
interview questions will be kept confidential and your participation in the study will be
kept anonymous.

In addition, to the interview process, I will need to directly observe teacher
leaders completing leadership tasks during the school day. My presence in the
observation room will be minimally invasive and I will not interfere at any time with the
observed leadership task. Examples of such tasks may be but are not limited to, data

meetings, department meetings, instructional coaching sessions, mentoring meetings,
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professional development sessions, etc. Each observation will last no longer than 30
minutes.

If you are willing to participate in my research study, please return this form via
the stamped envelope provided no later than X and we will then determine a time that
will work best to complete the interview and direct observation process. If you have any
questions please do not hesitate to ask. Thank you!

440-477-1190
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APPENDIX C: INFORMED CONSENT

CONSENT FOR PARTICIPATION IN RESEARCH STUDY

My name is Chris Basich and I am presently a doctoral student in the Educational
Leadership program at Youngstown State University. I am also a teacher and
instructional coach at the high school level. To help complete my dissertation process, I
will be conducting interviews, direct observations, and document reviews as part of a
research study to explore how teacher leadership practices affect job satisfaction in
teachers. Personal data such as gender, age, etc. will not be collected although your role
in relation to job satisfaction will be fully explored.

PURPOSE OF THE STUDY

A. Explore the roles, responsibilities, and experiences of teacher leaders.

B. Determine if the roles, responsibilities, and experiences improve the job
satisfaction of teacher leaders.

RESEARCH STUDY DESIGN AND DURATION

This research study will utilize a case-study design encompassing the following
parts:

A. Semi-structured interviews - No more than 60 minute interview following a set

of scripted interview questions that align with literature-based themes pertaining to
teacher leadership and job satisfaction. Responses will be recorded digitally and also with
handwritten notes.

B. Direct Observations - 30 minute observation of teacher leader engaging in

teacher leadership role beyond typical classroom teaching. Field notes will be taken and
teacher leadership actions will be documented on observation form that is based on
literature-based themes.

C. Document Reviews - Teacher leaders will share leadership-based documents

with the researcher including but not limited to meeting minutes, teacher leadership
professional development materials, instructional coaching information, etc.
POTENTIAL BENEFITS AND RISKS FROM PARTICIPATION IN THE
STUDY
By participating in this study, you will be able to better understand your roles,
responsibilities, and experiences as a teacher leader and also see how those factors

influence your own job satisfaction. Additionally, you will be able to help address a gap
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in the literature that exists connecting teacher leadership to job satisfaction. Although the
researcher will take every precaution to protect your confidentiality, it is possible that
your responses may identify you which may lead to various risks including adverse social
and employment consequences. As such, please only share information you feel
comfortable sharing.

STATEMENT OF DATA CONFIDENTIALITY

As a participant in this study, I will not be identified by name and any reports or
publications. My confidentiality and anonymity will be ensured during this study and all
data gathered will be subject to standard data use policies which protect your privacy and
personal information. Only the researcher will have access to the personal data gathered
during this study.

RIGHT TO WITHDRAW FROM THE STUDY AT ANY TIME WITHOUT
PENALTY

If you feel uncomfortable at any point in the research study, I have the right to
refuse to answer any question and may also end the interview or direct observation
immediately upon request.

QUESTIONS

The researcher will offer to answer any questions prior to and during the research
study. No deception will be used in the research study.

CONTACT INFORMATION

Chris Basich - Researcher

585 Riverside High School

Painesville, OH 44077

440-477-1190

Dr. Jane Beese - Dissertation Chair

1 University Plaza

Youngstown, OH 44555

330-941-3000

SIGNATURES

I have read all of the above information about the research study in addition to my
rights as a research participant. I voluntarily agree to participate in this research study and

have been given a copy of this form.
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My Printed Name:

My Signature: Date:

AGE DECLARATION
I agree that I am at least 18 years of age and therefore do not require parent or
legal guardian permission to take part in this study.

My Printed Name:

My Signature: Date:

Signature of the Researcher:

Christopher Basich - Youngstown State University

If you have questions about your rights as a research participant, please contact
the Office of Research Services at YSUIRB@ysu.edu or 330-941-2377.
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APPENDIX D: INTERVIEW AND DOCUMENT REVIEW PROCEDURES

1.

As each participant arrives to the arranged interview location, the researcher will
meet them at the door, introduce themselves and ask the participant to be seated.

For the interview data collection process, all participants will be seated across
from the researcher at a table or large desk.

The only materials on the table will be a pen, the researcher’s field notes, a digital
recording device (turned off prior to the start of the interview process), and
informed consent forms which will be filled out by the participant.

The informed consent forms will disclose full details of the study including the
interview, direct observation, and document review process in addition to the
benefits and risks associated with the study.

The participant will be handed the informed consent form and given enough time
to read the document and determine if they will in fact participate in the study.
The form will be returned signed and dated if the participant decides to participate
in the interview, direct observation, and document review process.

Upon signing of the informed consent form, the researcher will spend at least five
minutes building rapport with the participants by informing them about the
researcher’s present teaching position while also asking about the participants
teaching position as well. The intent of this process is to build trust between
research and participant which aims to help improve the depth of further interview
questions. None of the information shared during the rapport building process will
be recorded or used for further analysis.

After the rapport building process, the researcher will ask each participant to
furnish their document example(s) evidencing teacher leadership practices.
Participants were advised to bring these documents and were provided with
examples on the invitation to participate form (Appendix B).

At this time, the participant will be alerted that the digital recording device will be
turned on and that the researcher will begin writing field notes based on their
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10.

11

responses. Teacher leader participants will then be asked a series of structured
interview questions.

Ample time (no longer than 60 minutes as indicated in the informed consent
form) will be given to allow the participant to elaborate upon their responses.
Using a semi-structured format, the research will have the freedom to ask for
clarification and explore topics further if doing so will provide a more detailed
understanding of the roles, responsibilities, and experiences of teacher leaders.

After all questions have been answered, the researcher will indicate to each
participant that the digital recording device will be turned off and field notes will
cease. The researcher will then thank the participant and ask them if they would
like to receive a copy of the case study results when completed. If they indicate
that they would in fact like this information, contact information will be
exchanged so that results can be forwarded upon completion of the study.

. The researcher will then escort the participant from the interview location and

prepare for the next interview (if applicable). If multiple participant interviews are
conducted during the same day, they will be staggered to allow at least 15 minutes
between interviews. This will help ensure that the confidentiality of each
participant is protected and will also give the researcher time to organize materials
for the next interview.
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APPENDIX E: OBSERVATION PROCEDURES

1. The researcher will meet each participant in a previously determined location to
begin the observation process. Every effort will be made to arrive at the start of
the leadership related task session so as not to disrupt anyone taking part in the
task. No students will be present for any direct observation.

2. The researcher will sit or stand in a space that does not inhibit anything that is
going on in the room, most likely at a desk or table towards the back of the
observation room.

3. During the direct observation, the researcher will use a standardized form (see
Appendix G) to record observation data, which will be categorized into pre-
selected constructs that have emerged from the literature including autonomy,
working with others, and working with administrators. In addition, identifiers
such as subject, years of experience, leadership role, date, time, and location will
be recorded for data analysis but then generalized for final reports to protect the
anonymity and confidentiality of each participant. Any other identifiers (names,
genders, etc.) will also be changed to protect confidentiality.

4. If at any point during the observation, a person in the room comments as to the
researcher’s presence, it will be stated that the researcher is present to observe the
participant for the purposes of research. No other information will be provided
and other participants’ identities will not be identified.

5. The researcher will conclude the observation by quietly leaving the room.
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One University Plaza
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teacher leadership practices affect job satisfaction in teachers. Thase participating in
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APPENDIX G: DIRECT OBSERVATION AND DOCUMENT REVIEW DATA
FORM

Observation Date, Time, and Location:

Leadership Task

Observed:

Teacher years of experience, leadership role,

subject
Autonomous Working With Others | Working With Other Interactive
Processes to Make Decisions Administrators Processes
Additional Notes:
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APPENDIX H: IRB APPROVAL FORM

Youngstown

STATE UNIVERSITY One University Plaza, Youngstown, Ohics 44555
Office of Ressarch
3309412377
werw,ysi.odv
Junwary 28, 2018

Dr. Jane Beese, Principal lnvestigator

Mr. Chris Basich, Co-invesdgaror

Department of Counseling, School logy and Fducational Leadershi
UNIVERSITY i il

RE:  IRB Protocol Number: 076-2018
Title: Teacher Leadership: Fiffects on Jub Satisfaction and Teacher Retention

Dear Dr. Beesc and Mr. Basich:

‘The Institutional Review Board of Youngstown State University has reviewed the above
mentioned Protocol via expedited review snd determined that it fully meets YSU L luman
Subjects Research Guidelines, Therefore, 1 am pleased to inform you that your project has been
fully approved for vne year. You must submit u Continuing Revicw Form and have your project
approved by Januury 27, 2019, if your project continucs beyond one year.

Any chanyes in your reseurch sctivity should be prompily reportcd to the Institational Review
Bowrd and may nat be initiated without IRB approval except where necessary 1o eliménate huzurd
to human subjects. Any unanticiputed problems involving risks 1o subjects shauld also be
prompily reported o the IRB. Best wishes in the conduct of vour study,

Nemcreaendey & et

Michael A. Hripko
Associate Vice President for Rescarch
Anthorized Institutional Official
MAH:cc
< Dr. Jake Protivoak, Chair
Depantment of Counseling, School Psychology and Fducational Leudership

Youngsuown St Usinerdry docs net dscriaimics on e iasis of sate, od'or, vedond origin sex, souul arntation,
wrilfor o werraniniiary Satss ie s ngrares or activities. Mo visk
mm“““ W:Mm*mm for pereots Sesgiaund o Wnad ¢ questons dwut tis puicy:

'y
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