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ABSTRACT

The vision of education policies in South Africa, post 1994 is to shift management practices from
traditional autocratic headship to a multiple- leader perspective where leadership is dispersed
across the school organization. Within this distributive perspective of leadership lies the notion of
teacher leadership. However, the conceptual understanding of teacher leadership is still in its
infancy in South Africa and, of even greater concern is that the practice of teacher leadership is
not deeply rooted in the culture of many of the country’s schools.Theorizing from a distributed
leadership framework, this small-scale study examines teacher leadership in action. The purpose
of the study was to examine how teacher leadership was enacted and to explore that factors that
enhanced and hindered this enactment in the case study school. The study was conducted within a
qualitative interpretive paradigm and took the form of a case study of three post level one teachers
and their enactment of leadership in a semi-urban secondary school in KwaZulu-Natal. Data
collection techniques included semi -structured individual interviews, a focus group interview,
self-reflective journal writing, questionnaires, observation and document analysis. Data were
analysed using thematic content analysis. Grant’s (2008) zones and roles model and Gunter’s
(2005) characterisation of distributed leadership served as analytical tools in the study.

The findings of the study revealed that teacher leadership manifested itself in both formal and
informal leadership roles across all four zones in the case study school. While most leadership
roles were delegated by the SMT, the enactment of teacher leadership within a delegated
distributed framework acted as a catalyst to inspire teacher leaders to initiate emergent and
autonomous teacher leadership. A collaborative school culture and the representative power of
democratic school structures were key factors in the enhancement of teacher leadership.
Leadership skills are important, as are personality traits that demonstrate intrinsic values of
courage, trust and confidence to lead. The study identified autocratic headship, an egalitarian
ethos, and a lack of time to lead as contextual barriers to teacher leadership. External barriers
included frequent policy changes and innovation overload. The study concluded that the
enactment of teacher leadership takes on a holistic perspective in that the various leadership roles
in the different zones of the model are interconnected and influence each other. This study
acknowledges the power of the ripple effect of teacher leadership. Teacher leadership
development requires deliberate action from the SMT to provide leadership roles for post level

one educators within a collaborative school culture.

viii



CHAPTER ONE
BACKGROUND AND INTRODUCTION

11INTRODUCTION

The aim of this dissertation is to describe how three post level one educators enact teacher
leadership roles within a distributive leadership framework in a semi urban secondary school
in KwaZulu-Natal. The study also examines the factors that promote and hinder teacher

leadership development in this particular school context.

In this chapter | introduce the research topic and the research questions, underlying the study.
Thisisfollowed by adiscussion on the background of the South African education system
which forms the backdrop for this research study. Thereafter, | present the research rationale,
the research design and the conceptual framework that guides the study. | conclude the

chapter with a brief outline of the contents of the subsequent chapters.

1.2BACKGROUND TO THE STUDY

1.2.1 South Africa’s educational landscape

During the apartheid era, the education system in South Africawas characterized by
hierarchical organizational structures and bureaucratic styles of management. Prior to 1994,
“educational policies manifested themselvesin discriminatory laws and practices’

(Moloi, 2007 p.463).The extensive range of education policies which emerged after 1994
reflect the government’ s commitment to change (Moloi, 2007).Over the pass decade , the
South African education system has experienced a proliferation of education policies and
legidlation that are aimed at redressing the inequalities that were perpetuated during the
apartheid era. “National policy frameworks and legislation advocate that governance and
management needs to be re-conceptualized at all levels of the education system, especially at
school level” (McLennan and Thurlow, 2003, p.2).The vision of The Task Team’s Report on
Education Management Development (1996) is that schools become self- managed. New
education policies call for the decentralization and devolution of power throughout the school
organization. The Task Team’s Report on Education Management Devel opment (1996) also
highlights that the processes of educational reform are premised on assumptions of
participatory modes of democracy (Carrim, 2001). Thisis because policies are more effective

when they allow for maximum participation. Schools cultures that focused on dependency



should transform into cultures that value autonomy and empowerment. In line with this Steyn
and Squelch make reference to the 1995 White Paper which states that, “the principle of
democratic governance should be reflected at every level of the system” (1997, p.1).
However, McLennan and Thurlow argue that “the situation at the present is that while the
vision for transformation is set in the policy framework, the system is still shaped by the
ethos, and procedures inherited from the apartheid past” (2003, p.2). Furthermore, evidence
emanating from studies conducted by Bush (1995); Steyn and Squelch (1997), Chisholm
(1997), aswell as Sayed and Carrim (1997) point to an obvious tension between policy and
practice. Similarly, Harley and Mattson (2002, p.284) argue that:

Policy in South African education tends to fall into the trap of social meliorism, where
commitment to avision of what should be clouds the ability to consider what is, so
that good intentions of the socia reconstruction have more influence on the policy
agenda than social and school redlities.

Jansen is of the opinion that “dramatic policy announcements and sophisticated policy
documents continue to make no or little reference to the modalities of implementation” (2002,
p.202). | believe that this policy—practice gap can be attributed to alack of support structures
at al levels of the education system as well as an oversight on the part of policy makers who
adopt a*“one sizefitsall” mentality when formulating education policies. Harley and Mattson
write that “education under apartheid encouraged teacher conservatism and compliance, new
legislation increases teacher autonomy and professional discretion” (2002, p.288). | concur
with Harley and Mattson who believe that, “what teachers need is not impersonal policy
directives implemented from above with overtones of authority and control, but localised,
contextualised, even personalised, developmental support and assistance in the everyday
business of teaching” (2002, p.300). In line with this argument, | propose a discussion to trace
the context of teacher education in apartheid and post apartheid South Africa.

1.2.2 The context of teacher education in South Africa

Most currently serving educators “received their professional education when education was
an integral part of the apartheid system, and organised along racially and ethnically divided
subsystems’ (DoE, 2006, p.6). Since 1994, the teaching force had to endure numerous
challenges, such as the rationalisation of the teaching community into a single system. The



introduction of new curricula, which emphasized greater professional autonomy, also required
that teachers have knowledge and competences to cope with radical changesin the

demographic, cultural and linguistic composition of their classrooms (DoE, 2006).

The Report of the Ministerial Committee on Rural Education, (2005) highlights specific
challenges that face teachersin rural schools. These challengesinclude a shortage of qualified
staff, under-resourced school facilities and limited access to professional development
programmes for teachers. Policy initiatives such as the National Policy Framework for teacher
education and development in South Africa have been introduced as an overall strategy for
the successful recruitment, retention, and professional development of teachers, to meet the
social and economic needs of the country. The objective of the policy isto achieve a
community of competent teachers dedicated to provide high quality education. However
despite this enabling policy, many teachers are still in the same predicament prior to the
inception of this policy. Most teachers are functioning in and maintaining the status quo
reminiscent of the apartheid era. They work in extremely complex conditions, largely dueto
pervasive legacies of apartheid, but also as aresult of the new policies needed to bring about
education change. Moloi, (2007, p.468 ) arguesthat “ In the context of South Africa achieving
the status of alearning organisation is difficult and complex given the nature of the different
experiences of school leaders and teachers’. Jansen lends support to the above view when he
argues that “these experiences are mediated by the way teachers understand and act on their
value commitments, personal backgrounds and professional interests in the context of

change’ (2002, p.121). However, | believe that if schools are to transform into learning
organisations, then the status quo cannot remain unchallenged. | argue that challenging the
status quo requires a re-conceptualisation of education leadership and management in South

Africa

1.2.3 A re-conceptualisation of educational leader ship and management

Under the new dispensation, many South Africa schools face daunting challenges with regard
to their leadership and management structures, processes and rel ationships. The function of
education has become too complex for one individual to oversee (Rutherford, 2006 cited in
Khumalo, 2007). Presently in the US and the UK, leadership is emerging as a set of
“functions rather than aformal role” (Lieberman, 1992, p.163 cited in Katzenmeyer and
Moller 2001, p.2). | believe that the above view of leadership emphasizes expertise as
opposed to authority, and can help to pave the way forward for transforming South African



schoolsinto learning organizations. At apolicy level, the traditional view of leadership being
linked to headship, position, status and authority is being revised. More recent conceptions of
educational |eadership demonstrate a move away from the traditional authoritarian models of
decision making towards more collegial relations between principal and their staff, (Steyn,
2000, p.267). Leadership and management are envisaged as group activities rather than the
sole enterprise of the principal (Steyn and Squelch, 1997). | believe that the covert
recommendation emerging from the Task Team Report on Education Management
Development (1996) is that bureaucratic models should be replaced by collegial models of
school organization. Unlike the bureaucratic models where power is monopolized by the
principal, in collegial models, power is shared amongst all membersin the organization and
decision-making is through a process of consensus (Bush, 1995). Based on evidence
emanating from empirical research conducted in the US and the UK, | argue that a key lesson
for South African policy makersisthat if South African schools are to transform into learning

organizations then leadership needs to be co-located closer to the classrooms.

Policy documents such as The South African Schools Act (1996) and The Norms and
Sandards for Educators (2000) are challenging the authoritarian stereotypic view of
|eadership associated with headship.The ideology resonating in these policy documentsis that
innovation, change and devel opment are no longer defined by those external to the school. A
new professionalism seems to be emerging that places teachers at the epicentre of change
(Katenzmeyer and Moller , 2001). These policy documents paved the way for post level one
educators (educators who have no formal |eadership or management position or title within
the school organization) to take on leadership, management and administrative duties at
school. Such are-conceptualisation of school |eadership and management requires that post-
level one educators’ assume roles and responsibilities that were previously reserved for the
formal management personnel. In other words, the concept of teacher leadership and
distributed leadership are implicit in current South African education policy documents
(Grant, 2006). Harley and Mattson state that “the increasing significance of teacher
empowerment coincides with the current changes taking place in education in South Africa’

(2002, p.291). Their argument lends support to the concept of teacher leadership.

The South African School Act (1996) encourages participatory decision making and it
provides an avenue for teachers to assume leadership positions in the school with regard to

school governance and at awhole school level. Such leadership roles can manifest themselves



in the form of teachers as representatives on school governing bodies, school disciplinary and
religious committees as well as language policy committees, to name afew. The Norms and
Sandards for Educators (2000) envisages the educator performing seven roles, amongst them
that of aleader, manager and administrator. Implicit in these policy documents are the
underlying assumptions that teachers should be working collaboratively with all stakeholders
aswell taking up leadership rolesin their schools and beyond the school boundary into
neighbouring schools. However despite this enabling legislation, many teachers in South
African schools are not taking up leadership roles. | believe that this could be due to teacher
ignorance of policy advocacy, or maybe because opportunities to |ead have been restricted by
bureaucratic structures and autocratic principals. | argue that accountability often reinforces
bureaucracy and principals who feel legally accountable for the school organization become
trapped in aweb of bureaucracy and too often the vision of the liberating policy documents

becomes blurred.

Against this background, it is my intention in this study to examine the extent to which post
level one educators take up leadership and management roles in the case study school as
outlined in the policy documents.Teacher leadership can be a strong catalyst for change.
Therefore, the re- conceptualization of teachers as leaders needs firstly to be accepted and
then given maximum exposure at all levels of the education system. This small-scale research
study is an attempt to draw awareness to the concept of teacher leadership and its obvious
benefits for school improvement. Based on this premise the current study intends to
understand how teacher leadership is enacted in schools.

1.3RESEARCH RATIONALE

My interest in teacher |eadership stems from my own experience when | was a post level one
educator as well as my experiences as a Masters of Education (MED) student at the
University of KwaZulu-Natal (KZN). When | was a post level one educator, | had many
opportunities to lead school-based initiatives. | took on roles and responsibilities previously
designated to forma management personnel. When | reflect on my journey as a teacher leader
at the school in which | teach, | became conscientiously aware of thetrials and tribulations |
experienced as a teacher leader in my school context. This motivated me to embark on
another journey, this time as aresearcher, tracking three teacher leaders in my own school

context. | wanted to understand and describe their experiences as teacher leaders.



Secondly as a student engaged in the Teacher Leadership coursein the Master of Education
programme, | realized that extensive research on teacher leadership had been done in the USA
(see for example Lieberman, Saxl and Miles, 1988 ; Wasley,1991; Little, 1995; Ash and
Persall, 2000; Katzenmeyer and Moller, 2001; Lieberman and Miller, 2004),and more
recently in the UK context ( see for example Muijs and Harris, 2003; Harris and Lambert,
2003; Gunter, 2005 and Spillane, 2006 ). However, in the South African context, teacher
leadership is a new and under-researched field and a gap exists in the South African literature
with regard to teacher leadership and distributed |eadership theory. The few studies that have
been done include small qualitative case studies ( see Grant 2005, 2006; Singh 2007,
Rajagopaul 2007 ; Grant 2008 and Ntuzela 2008) as well as quantitative surveys (see
Khumalo 2008; Grant, Gardner, Kgee, Moodley and Samaroo, 2008). These studies have a
narrow and limited scope of teacher leadership. They are largely based on perceptions and
description of teacher leaders. The purpose of my research was to transcend this boundary and
get a nuanced view of teacher leadership. I, in the context of a case study school, aimed to
raise questions about what teacher |eaders believe, know and do. Furthermore, | wanted to
explore the factors that teacher leaders, in my school context, perceived to be enhancing or
hindering their role as leaders in the school. Policy documents such as the South African
Schools Act (1996) and the Norms and Sandards for Educators (2000) advocate teacher
leadership practices. Y et very little research has been done to determine whether teachersin
South African schools have taken up leadership roles. Therefore, this study was asmall-scale
attempt to explore the fit between policy and practice and it examined the factors that

promoted or hindered the translation of these policies into practice.

The rational e behind conducting the research in my own school was firstly that it was
convenient considering the nuanced approach that | was adopting in my research. Secondly,
being in a management position, | wanted my research to give me feedback

on how teacher leadership was being enacted in my school aswell asto gain deeper insight
into the factors that were promoting and hindering teacher leadership in my school context. It
ismy sincere hope that the findings of this research will be used to guide and elevate our
school to alevel where teacher |eadership can be optimized.



14 THE CONCEPTUALISATION OF THE GROUP PROJECT

The Education Leadership, Management and Policy (ELMP) Master of Education students of
2008 consisted of adynamic group of 11 individuals. Amongst us there were three principals,
two deputy principals, two heads of department, one Further Education and Training (FET)
college lecturer, a department district official, as well as two post level one educators. With
regard to demographics there were two Indian students, three Coloured students and six
African students. As MED, (ELMP) students we wanted to transcend the existing boundaries
of qualitative research. We wanted to make a collective difference to qualitative research on
teacher leadership. This was how the idea of the group project came about. We all shared a
common interest for teacher |eadership development in South Africa. Our topic arose out of
the teacher |eadership module we were studying at that time. The research questions were
devel oped following extensive reading of other South African literature on teacher leadership.
The existing South African research literature exposed agap in thefield, in that no large scale
qualitative research on teacher |eadership had been conducted before. As a group we wanted
to plug this gap. The group project was led by the MED (ELMP) research lecturer. She

supervised and coordinated the entire group project.

Amongst the 11 of us, we had access to seven different schools and one FET College. Each
member of the group tracked and analysed three teacher leaders in different educational
contexts across KwaZulu -Natal. In total 30 teacher leaders and three lecturer leaders were
tracked. To gain arich and in-depth view of teacher leadership, we used a variety of research
instruments. Through the collaborative effort of the group we were able to design eight data
collection instruments. The project was designed as a collective case study research. Asa
group our aim was to gain a nuanced view of the enactment of teacher leadership, and the
factors that enhanced and hindered that enactment. The adoption of a collective case study
approach was therefore apt. A limitation of our individual case study approach was that we
could not make any generalisations with regard to teacher leadership and its enactment based
on the findings from one case study. Based on the premise that teacher leadership islargely
an organisational phenomenon (Smylie, 1995) we as a group wanted to find common trends
in our research contexts, so as to establish some generalisation about the enactment of teacher
leadership in various school contexts throughout KwaZulu-Natal. | argue any generalisations
emerging from the group project, following the culmination of the individual studies, can be

considered reliable and trustworthy.



15RESEARCH AIM AND QUESTIONS
The aim of the study was to examine what leadership roles post level one educators took up in
their school context and to make a comparative analysis between the leadership roles enacted
by teacher |eaders against Grant’s (2008) zones and roles model of teacher |eadership. Were
these leadership roles delegated or emergent? The study also amed to explore the factors that
enhanced and hindered the take-up of leadership roles by post level one educators. This study
further attempted to examine the relationship between the general leadership practicesin the
case study school and the enactment of teacher by the three teacher leaders.
The two main questions that guided the research study were:

1. How isteacher |eadership enacted in a semi urban secondary school ?

2. What factors enhance or hinder this ‘ enactment’ ?

1.6 RESEARCH DESIGN AND METHODOLOGY

Considering the aim of my study, | chose to locate my study within the interpretive paradigm.
Working from the premise that teacher leadership islargely an organizationa phenomenon
(Smylie, 1995) I, wanted to describe and understand how the school context and the teachers
everyday life experiences within this context influenced their enactment of teacher leadership.
In other words, | needed to take into account the participants' reasons for their actions as well
asthe socia context of the action. For the interpretive researcher, social reality is based on a
person’ s definition of asituation and is a product of the individual’ s consciousness (Neuman,
2000). The focus of the study was on understanding complex interrel ationships rather than on
explanation and control. Therefore, | argue that that the interpretive paradigm was the most

appropriate paradigm to use.

The research methodology used to answer the research questions was in the form of acase
study. Case study research is time and context bound (Yin, 1984).The prime referent is the
‘case’ which isthe ‘bounded reality’. In this study the ‘case’ was my school and the * unit of
analysis was the three teacher leaders. Taking into account that | was conducting the study in
my own school context, | had to employ a strategy to reduce the high risk of subjectivity. This
strategy presented itself in the form of the case study approach. The case study methodology
allowed me to use multi-method data collection techniques, which | believed, helped to
reduce the element of subjectivity. Secondly, the multi-method approach offered by the case
study methodology allowed me to get a complete and rich description of teacher leadershipin
action. | used quantitative methods (objective data) such as survey questionnaires aswell as



gualitative methods (subjective data) such as semi- structured interviews, self-reflective
journals, observations and document analysis to describe the phenomenon of teacher
leadership. Stakes (2005) argues that the case study is guided by a conceptual structure. In the
next part of this chapter, | give abrief outline of the conceptual structure guiding the study.

1.7THE THEORETICAL FRAMEWORK

According to Babbie and Mouton (1998, p.111), “conceptualisation is the process through
which we specify what we will mean when we use particular terms’. The theoretical
framework that guided this study was the distributed |eadership theory as proposed by
Spillane (2006) and Gunter (2005). In addition, | use Grant’s (2008) zones and roles model of
teacher leadership. For Spillane (2006, p.26) distributed |eadership practice is constructed in
the interactions between leaders, followers and their situation.A useful characterization of
distributed leadership is offered by Gunter (2005), namely “authorized, dispersed and
democratic” distributed leadership. This characterisation provided a useful framework for
describing and analyzing the type of distributed leadership that prevailed in my school.
Grant’s (2008) zones and roles model of teacher |eadership suggests that teacherslead in four
semi-distinct zones. In zone one teacher leadership existsin the classroom. In zone two
teachers lead as they work with other teachersin their schools. In zone three, teacher
leadership exists at awhole school level. In zone four teacher |eadership, moves beyond the
school land into the neighbouring schools. Using the six teacher leadership roles identified by
Devaney (1987, cited in Gehrke, 1991) Grant (2008) extends her model of teacher |eadership
to include the four zones and the six roles of teacher leadership. My study utilised Spillane’s
(2006) and Gunter’s (2005) characterisation of distributed |eadership, aswell as Grant’s
(2008) zones and roles model as lenses to analyse and interpret the data. It is not my intention
in this section to review al the key ideas and theories that underline my study. | have opted to
elaborate and review most of the concepts guiding my study in Chapter Two, the literature

review.

1.8 OUTLINE OF THE CHAPTERS

In this chapter, | discussed the background to my study and located the study in the realm of a
South African education system in transition. | linked my study to the notions of teacher
leadership and distributed leadership theory, as envisaged in the South African policy

documents. Furthermore, | outlined the rationale behind the individual study as well asthe



group project. Using the research questions as afoundation, | argued that the aim of the
research was to examine how teacher leadership was enacted in schools and to explore the
factors that enhanced or hindered this enactment. In the next chapter, Chapter Two, | discuss
the theoretical framework of distributed leadership and the literature on teacher leadership
that informed my study. | review both local and international literature on leadership theories,
distributed leadership theory and teacher leadership. In Chapter Three, | discuss the research
design and case study methodology used in this study. | also highlight the ethical issues and
limitations pertaining to the study. Chapter Four attempts to present a descriptive analysis of
the three teacher leaders as well as the mgjor themes that emerge from the analysis of data. |
use Gunter’s (2005) characterizations of distributed leadership and Grant’s (2008) zones and
roles model of teacher |eadership astoolsin the analysis process. This dissertation concludes
with Chapter Five, in which | present a summary of the mgjor findings of the study. | propose

afew recommendations and make suggestions for further research.
Implicit within the framework of distributed leadership theory, are the leadership practices of

teacher. Therefore, in the next chapter, | present an intensive review of both local and

international literature on distributed |eadership theory as well as teacher leadership.
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CHAPTER TWO

LITERATURE REVIEW

2.1 INTRODUCTION

In this chapter, | review relevant literature on leadership theories, distributed leadership
theory and teacher |eadership. | begin the chapter by examining the changing context of
education leadership in South African schools and highlight how |eadership is being redefined
to encompass notions of distributed leadership and devolved leadership practices. Drawing on
support from both international and local literature, | attempt to put forward an argument that
distributed leadership theory resonates with the contemporary view that school improvement
isunlikely to be achieved by traditiona authoritarian leadership approaches. Evidence from
empirical research studies on distributed |eadership and teacher leadership pointsto a“re-
conceptualisation of |eadership practice that is fundamentally concerned with building
relationships and harnessing the capacity of those within the school to create conditions for
sustained school improvement” (Harris 2003, p.22).Within thisinterpretation, | critically
examine both international and local perspectives of distributed leadership theory. | attempt to
reveal the potential benefits of distributed |eadership practice but at the sametime, | expose

its limitations particularly for the South African educational context.

The remainder of the chapter focuses on teacher |eadership. Drawing from an array of both
international and local literature, | review the concept of teacher leadership. In this study, |
have adopted the view that the title of teacher |eadership should be afforded to post level one
educator only. Post level one educatorsin South African schools do not hold any formal
management positions within the school management structures. Using a thematic approach, |
examine theoretical perspectives on teacher leadership. | argue that for teacher |eadership to
flourish certain prerequisites have to be forthcoming. Thiswould include a school culture that
is collegia and collaborative with horizontal school structures and purposive action from the
head. | examine the various roles that teacher |eaders engage in and expose the potential
benefits of this enactment. The chapter concludes with an in depth exploration of the factors
that enhance and hinder the enactment of teacher leadership, particularly in South African

schools.
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2.2. THE CHANGING CONTEXT OF EDUCATIONAL LEADERSHIP

Prior to 1994, government policies promoted centralized, authoritarian control of education at
all levels within education system (Grant, 2006). The view of |eadership as headship
dominated in South African schools. Thisview is captured in Bush’'s formal model of
management “where heads possess authority legitimized by formal positions within an
organization” (Bush 1995, p.52). According to Katzenmeyer and Moller (2001, p.3) “schools
were bureaucratic organisations reflecting vestiges of Frederick Taylor’s Scientific
management system in which hierarchical control separated school managers (principals)
from workers (teachers)”. During the apartheid era, “transactional managerial leadership
styles were encouraged by government initiatives that stressed accountability and
performativity” (Coleman, 2005, p.20). This system of education promoted segregation,

social injustices and an unquestioning respect for authority amongst teachers.

This highly regulated system aso promoted order as opposed to engagement. Working
conditions in these circumstances inculcated ‘a-tell- me- what- to- do- mentality’ amongst
teachers (Wasley, 1991). Many teachers therefore viewed themselves as powerless and mere
implementers of a predetermined curriculum. Teachers were not encouraged to participate in
whole school development issues. Thiswas largely the responsibility and domain of the
formal management in the school. This, | believe, resulted in the ‘inferiority complex’ that
many post-level one educators still experience today. Leadership was premised on individual
endeavours rather than collective action (Day, 1999).

When the ANC government took control in 1994, its major task was to devel op fundamental
transformational policies for its social institutions in order to address past inequalities of the
apartheid system. The South African education system was to be “restructured towards a new
direction and vision in line with the new constitution” (McLennan and Thurlow, 2003, p.1).
Democracy and decentralization of power were firmly entrenched in many education policies.
This paved away for an alternative theory to transactional |eadership namely transformational
leadership theory. Leaders acting within the transformational |eadership mode try to use
power with or through other people, rather than exerting control over them (Coleman, 2005).
Implicit in this theory is the notion of “shared or devolved leadership activity where
leadership is not the preserve of the principa” (Harris, 2003, p.17). Therefore, |, argue that
transformational leadership theory lays the foundation for distributed |eadership theory. | am
of the view that distributed |eadership and teacher |eadership are linked.
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Later in this chapter, | present an argument that links teacher leadership, which | believeisa
derivative of the distributive leadership theory, with transformational leadership. | argue that
when teachers enact teacher |eadership roles they display many transformational leadership
skills. In contrast to transactional leadership theory, transformational |eadership theory entails
achange in the leader- follower relationship for the mutual benefit and improvement of the
organization (Leithwood, 1992). Education policies, post 1994, seemed to revise orthodox
thinking of leadership and its close association with headship. The South African Schools Act
(1996), the Norms and Sandards for Educators (2000) as well as the Task Team Report on
Education Management Devel opment (1996) challenge schools to review their management
practices. The aim of policy documents such as these encourage schools to be transformed
into self- managed institutions with inclusive management structures. The Task Team Report
on Education Management Development advocates aradical culture shift from a dependency
culture to one of empowerment. Management is seen as “an activity in which al members of
the educational organization engage and should not be seen as atask of few” (DoE, 1996,
p.27). However, | of the view that despite the implicit merits of the above vision, it seemsto
emphasi se management processes at the expense of leadership. | argue that leadership and
management are not synonymous terms. The duties and responsibilities associated with
leadership require very different responses from those associated with management. In the
next paragraph, | attempt a brief discussion of these two concepts to illuminate these

differences more clearly.

2.3 DEFINING LEADERSHIP AND MANAGEMENT

Cuban (1988) argues that whilst leadership is linked with change, management is seen asa
mai ntenance activity. West-Burham (1992) has distinguished between |eadership as being
concerned with values, vision and mission and management as being concerned with
execution, planning, organizing and deploying. Similarly, Louise and Miles (1990 cited in
Thurlow, 2003, p. 26) argues that “leadership relates to mission, direction and inspiration.
Management involves designing, carrying out functions and plans and getting things done.”
Another view isthat “ contemporary leaders are effective agents of change” (Harris, 2003,
p.13). Leadership is about getting things to change through inspiring and motivating the
human resource (teachers) in the organisation. Management is about getting systems to
operate effectively (Clark, 2007). Leadership is linked with vision, movement and changein
an organization whilst management is a process, which works towards the stability,
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preservation and maintenance of an organisation (Astin and Astin, 2000). A more
comprehensive view of leadership and management has been proposed by Hooper and Potter
(2000). These authors argue that leaders innovate, inspire trust and have along—ange view of
organizational goals. Leaders focus on people, the human resources and are capable of
challenging the status quo. Managers on the other hand administer systems and have a short-
term view of organizationa goals. They accept the status quo and obey orders without
questions. Leaders create the school culture whilst managers operate within the culture. |
agree with the above writers but | also believe that unlike management, leadership has an
element of ‘influence’ to it. Leadership is about influence. More recently, this influence has
also stemmed from teachers, primarily through their personal power, which could be
attributed to their years of experience as well astheir expert knowledge in relevant

educational issues.

Stemming from the above discussion it becomes evident that |eadership and management are
two separate entities. However, like Kotter (1990) | argue that both leadership and
management are needed if schools are to be transformed into the democratic learning
organisations as envisaged by the policy documents. These policy documents advocate that all
stakeholders should be involved in school leadership. As Lambert so persuasively writes:

Everyone has the potential to and the right to work as aleader. Leadingis
askill and complicated work that every member in the school community
can learn. Democracy clearly defines the rights of individuals to actively
participate in the decision that affect their lives (1998, p.9).

| believe implicit in this quotation lies the notion of teacher leadership. However, in the
South African context “despite an enabling democratic policy framework, the leadership of
many schools remain firmly within the formal management structures and the potential for
teacher leadership as envisaged by the policy documents remains untapped” (Grant and Singh
2008, p.1). Through my research study | intend to examine in the context of my own school if

the above perceived scenario exists and if so why?

One of the most congruent findings from recent studies of effective leadership and school

improvement is that authority to lead need not be located in the person of the leader, but can
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be dispersed within the school organisation, (see for example Harris, 2002; Harris and
Lambert, 2003). Similarly, Gunter adopts a critical perspective on leadership and argues that:

Education leadership is concerned with productive socia and socializing relationships
where the approach is not so much about controlling relationships, through team
processes but more about how the agent is connected with othersin their own and
otherslearning. Henceit isinclusive of all and integrated with teaching and learning
(2005, p.6).

| believe that this inclusive approach to leadership lies within the broad framework of
distributed leadership theory.

24 DISTRIBUTED LEADERSHIP THEORY

2.4.1 Defining Distributed L eader ship

| have located my study within the distributed |eadership theoretical framework. The idea of
distributed leadership is growing in popularity. Harris and Spillane (2008) in the international
USA context critique the growing popularity of distributed leadership. They argue that
distributed leadership is concerned with leadership practice rather than arole. According to
Spillane (2006, p.13) distributed leadership acknowledges multi-leaders which he refersto as
the “leader plus aspect”. Spillane (2006, p.3) further argues that “a distributed practiceis a
product of the joint interaction of school leaders, followers and aspects of their situation”
Each of these three elements is essential for leadership practice. The situation defines the
leadership practice. In other words, ‘leader and follower interactions' will be different in

different situations.

According to Harris and Spillane (2008, p.31) “distributed |eadership has gained popularity
because it possesses normative, representational and empirical power”. Through its empirical
power, distributed |eadership offers me aframework for analysing leadership. Spillane asserts
that, “It can be used as a frame to help researchers decide what to look for when they
investigate leadership” (2006, p.10). It islargely dueto its empirical power that | have chosen
distributed leadership as my theoretical framework. Distributed |eadership is surrounded with
conceptual confusion. Spillane (2006) argues that allied concepts such as democratic,

participative and collaborative |eadership have obscured the meaning of distributed
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leadership. He argues that a “ distributive perspective on leadership is arelative and not a
replica of the above constructs’ (2006, p.23).

Asearly as 1954, Gibbs (cited in Gronn, 2000, p.324) claims that, “leadership is best
conceived as agroup activity”. Expanding on Gibb’ sideas, Gronn (2000), in the US context
takes atheoretical look at distributed |eadership. He critiques the current state of leadership
and argues for the retention of leadership but in aform which isin sync with the realities of
the flow of influence in an organization. Leadership should be disentangled from its
connection with headship. For Gronn “leadership activities need to be redefined to encompass
pluralities of agents who's actions express new patterns of interdependency” (2000, p.325). In
other words, leadership is less about dependency and more about interdependency. This, |
believe, isin keeping with the sentiments expressed in the education policies formulated
under the democratic dispensation post 1994 in South Africa. It also signals a move towards
professional learning communities, in which learning and capacity building amongst
educators happens through interdependent social interactions. Similarly, Spillane (2006)
writes that in its theoretical sense distributed leadership implies asocia distribution of
leadership through the interaction of multiple leaders. The concept of professional learning
communitiesis discussed in detail later on in this chapter.

Gronn (2000) also suggests that the orthodox ‘leader-follower dualism’ be replaced by
distributed leadership. He further argues that distributed leadership is a“group activity where
influence is distributed throughout the organization and where leadership is seen asfluid and
emergent rather than afixed phenomenon” (2000, p .324). Similarly, Bennett, Harvey, Wise
and Woods (2003, p.3) claim that distributed leadership is not something “done by an
individual to others, rather it is an emergent property of a group or network of individualsin
which group members pool their expertise”. Likewise, Harris and Muijs (2005, p.28) claim
that “distributed leadership concentrates on engaging expertise where it existsin an
organization rather than seeking this only through formal positions or roles.” However Harris
and Spillane (2008, p.32) argue that “school improvement depends on the nature and quality
of distributed leadership practice”, which | believeislargely dependent on the nature and
quality of the internal management. Therefore, | argue that the presence of distributed
|eadership does not automatically guarantee school improvement. Effective distributed
leadership practice requires that forma management personnel devolve power rather than just
delegate tasks. As aresult, leadership is seen as fluid, blurring the distinction between leader
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and follower (Bennet et al, 2003).

If distributed leadership isindeed an emergent property as the above discussion implies, then |
would argue that the structure and the culture of the school play apivotal rolein the
emergence of distributed leadership practices. In other words distributed |eadership practices
emerge from collegial and collaborative school cultures. Bush (1995, p.52) refersto this type
of culture as a‘collegial model” which “includes all the theories that emphasis that power and

decision making should be shared amongst some or all members of the organization”.

| argue that thisin itself can be very problematic for most schools in South Africa, in which
the school and teaching cultures can be described as either fragmented individualism,
balkanization or contrived collegiality (Rosenholtz, 1989). Fragmented individualism sees
teachers working in isolation without any support or feedback. In balkanization cultures,
teachers work in separate groups. Each group has it own outlook on teaching styles, discipline
and curriculum issues. Contrived collegiality is ateaching culture in which teachers are forced
to collaborate with each other (Hargreaves, 1992). These cultures, largely inherited from the
apartheld era, emphasi ze isolation and competitiveness amongst educators rather than mutual
trust and sharing. In addition to this, conflicting policy directives under the new dispensation
have also stifled the emergence of distributed leadership practices. On one hand, there are
policies that support standardization, accountability and assessment. On the other hand, there
are policies and legiglations such as the South African Schools Act (1996) and the Norms and
Sandards for Educators (2000) that support capacity building and enabling good practice. In
theory, these policies enable schools to build the capacity of educatorsto engagein
transforming their school into professional learning communities. These contradictory
policies directives, | argue, have aso contributed to a culture of distrust, non -sharing and
disempowerment that prevail in many schools today. In the next part of this chapter, | focus
on distributed leadership as aframework for analyzing my data.

2.4.2 Characterisation of Distributed L eadership

A useful characterization of distributed leadership is offered by Gunter (2005), namely
authorized, dispersed and democratic distributed leadership. These characterisations, provide
auseful framework for describing and analyzing the type of distributed |eadership practices
that prevailed in the case study school. For Gunter (2005), authorized distributed leadership
operates within ahierarchical organization where the head distributes work to others. It isa
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form of delegated |eadership. Teachers accept the tasks for their own personal empowerment
or for the functionality of the school .Thistype of work is generally regarded as legitimate as
it is delegated by someone in authority and because it gives status to the person who takes on
the work. Dispersed distributed |eadership is more autonomous, bottom up and emergent
(Gunter, 2005, p.52). Thistype of leadership acknowledges skills and expertise of othersin an
organization. Gunter (2005, p.54) writes that “while formal structures exist with role
incumbents and job description, the reality of practice means that people may work together
in ways that work best”. Similarly, Gronn (2003) acknowledges that this type of distributed
leadership centres on spontaneity and intuitive working relationships. Through sharing the
leadership tasks more widely throughout the organization and redefining roles, power

relations in school shift away from formal leaders.

Democratic distributed leadership is similar to dispersed distributed leadership. Both have an
emergent character where initiatives circulate widely (Woods, 2004). However, democratic
distributed leadership goes further and raises issues about inclusion and exclusion. Unlike
dispersed distributed leadership, democratic distributed | eadership does not assume political
neutrality but instead engages critically with organizationa values and goals. It incorporates a
socia justice element to it .Unlike dispersed distributed |eadership that accepts the status quo
in schools, democratic distributed |eadership challenges the status quo by challenging
inequities and inequalities that may exist in the school (Woods, 2004). 1, argue that the most
authentic form of teacher leadership can be found in the democratic form of distributed
leadership. My argument is based on Katzenmeyer and Moller’s (2001) call for schoolsto
become professional learning communities where democratic and participatory decision-
making exists. Augmenting Katzenmeyer and Moller’s (2001) interpretation of ‘ professional

learning communities’, Day and Harris (2002, p.962) argue that a:

professional learning community, is one where teachers participate in
decision- making, have a shared sense of purpose , engage in collaborative
work and accept joint responsibility for the outcomes of their work.
Collaboration represents a horizontal rather than hierarchical power
distribution within the school and is at the heart of teacher leadership .

Closely aligned to the concept of ‘professional learning communities' is the concept of

‘communities of practice’ put forward by Wenger (1998).He argues that:
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These communities of practice are characterized by learning as a socia participation
through mutual engagement and the negotiation of meaning where participation isa
process of being active participants in the practices of social communities and

constructing identities in relation to these communities (Wenger, 1998, p .4).

Both the professional |earning communities and the ‘ communities of practice’ operate within
aculture of collaboration and participation and pave the way for the development of authentic
teacher leadership.

2.4.3. Criticisms of Distributed L eadership Theory

Whilst there are obvious benefits of distributive leadership theory, | also acknowledge that
there are limitations to the theory. Gunter (2005, p.5) interrogates the distributed |eadership
practice and questions what exactly is distributed, are only technical tasks distributed or are
responsibility, authority and legitimacy also distributed? She also examines the location and
exercise of power in the organisation. If indeed responsibility, authority and legitimacy are
distributed, then for me this signals the existence of a paradoxical relationship. The more
authentic distributed | eadership becomes the more it raises the issue of accountability. Whois
going to be accountable if things go wrong and tasks are not completed successfully? This |
believe is one of the weaknesses of the distributed leadership theory. It fails to acknowledge
and resolve the issue of accountability within the school organization. Most education policies
reinforce the idea that accountability for the operations in the organization ultimately rests
with the principal. Therefore, it might be safe to assume that thisis the reason why many
principals are reluctant to distribute power and authority, throughout the organization. Those
few principals that do have the courage to distribute power and authority do so selectively and
within limits. Furthermore, how does distributive leadership theory deal with the issue of
incentives? Should incentives be given to post level one educators who, in addition to their
normal workload, take on leadership roles based on their expertise? Some critics may argue
that the experience gained on thejob is, in itself, an incentive and it will hold the incumbent
in good stead for future management positions. A counter argument could be that these
educators should be compensated for the additional time they spend carrying out these
leadership duties. If no incentives are given, there is a possibility that the educator might not
take on any leadership roles. | am of the view that incentives could be monetary or in the form
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of apersonal reprieve, such as adecrease in the educator’ s teaching load. The down side of
the latter option is that it takes the expert teacher away from the one thing he or she does best,
teaching. The above discussion is largely me speculating about possible arguments and
counter arguments surrounding the issue of incentives. Thisis because one of the limitations
of the distributed |eadership theory isthat it remains silent on how to deal with the issue of
incentives. | would argue that because of this, schools that do engage in distributed |eadership

practices, must decide for themselves how best to deal with thisissue of incentives.

How does distributed |eadership theory address variations in educational contexts, especially
when one considers the great disparity that exists between the western educational context,
where the theory was formulated and our South African educational context? Even within our
own South African context, isit possible that distributed leadership practices will work better
in affluent schools as opposed to the so-called poorer schools? | raise this question based on
the accepted perception that distributed leadership is premised on expertise and expert
knowledge. South Africais experiencing a shortage of qualified teachers. This view is support
by a survey conducted by Bertram, Muthukrishna, and Wedekind (2007) around the “ supply
and demand problem of teachers and teacher migration”. It is awell-known fact within the
teaching fraternity that, due to teacher shortages, expert teachers are head- hunted by affluent
schools. These schools attract these expert teachers to their school with lucrative salary
packages. Most of these teachers have good qualifications and years of experiences, which
contribute to their expert knowledge. Considering Harris and Muijs's (2005, p.28) claim that
“distributed leadership concentrates on engaging expertise where it existsin an organization
rather than seeking this only through formal positions or roles,” isit possible that the
organizational structure of affluent schools create more opportunities for distributed
leadership practices? What then becomes the fate of poorer school where many of the
educators are under-qualified or unqualified? Do they have adequate expert knowledge to take
on leadership roles and create opportunities for distributed leadership practices? Isit possible
that the distributed |eadership practices favour the affluent schools? | believe the irony of the
situation is that the schools that need distributed forms of leadership for school improvement
are those that are deprived of it. Unfortunately, schools in South Africareflect the capitalistic
society in which we live. The proverbial ‘rich get richer and poor get poorer’ scenario exists
and in the context of distributed leadership practice, ‘richness’ can be metaphorically
described as having access to educators with expert knowledge. The above discussion

highlights some of the limitations of the distributed |eadership theory. | acknowledge these
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limitations and | intend to raise the issues of accountability, incentives and context variations
in my own research, in order to strengthen and develop my theoretical framework.

2.5. TEACHER LEADERSHIP: A RESEARCH PERSPECTIVE

2.5.1 Introduction

“Distributed leadership is premised upon high levels of teacher involvement” (Harris, 2004,
p.14). In other words, it offers a platform for teacher |eadership to emerge. Teacher |eadership
is arguably one of the manifestations of distributed leadership (Gronn 2000, Woods et al,
2004). But what exactly is teacher leadership? What are the characteristics that epitomize
teacher leadership? How isit enacted in our schools? Are there benefits of teacher leadership
and if so, how can it be devel oped and enhanced? What are the possible barriers to teacher
leadership, especially in our South African context? In the remainder of this chapter, | seek to
explore the issues raised by these fundamental questions.

The concept of teacher leadership isrelatively new in South Africa. Although there has been a
proliferation of teacher leadership literature first in the USA, (see for example Lieberman,
Saxl and Miles,1988; Wasley,1991; Little ,1995; Ash and Persall , 2000; Katzenmeyer and
Moller, 2001; Lieberman and Miller,2004) and more recently in the UK context (see for
example Muijs and Harris, 2003; Gunter, 2005; and Pounder, 2006 ),most of the literature
consists of position statements, essays, and status reports. A relatively small portion of
literature on teacher leadership consists of systematic empirical investigation (Smylie, 1995).
Most researchers examine only the surface of teacher leadership, failing to probe inside the
roles and activities to understand the nature and function of teacher leadership (Smylie, 1995).
In- depth, nuanced empirical investigations on teacher |eadership are limited, and more soin
our South African context. | argue that teacher |eadership is a catalyst for the transformation
of South African schools into learning organization, with well-devel oped professional
communities. Thereis now an urgent need for much more empirical evidence of teacher

leadership, if teacher leadership is to transcend from rhetoric into operational reality.

2.5.2 Defining Teacher leader ship

Attempting to define teacher leadership is problematic. It is evident from international
literature that there are overlapping and competing definitions of teacher leadership (Harris
and Lambert, 2003). According to Harris and Lambert (2003, p.43) “teacher leaders arein the
first place, expert teachers who spend majority of their timein the classroom but take on
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leadership roles at times when development and innovation is needed” . Pounder (2006, p.534)
argues that the “ conceptualization of teacher leadership is grounded on professionalism and
collegiality and is alabel reserved for those teachers who improve a school’ s educational
climate by engaging colleagues in various activities designed to enhance the education
process’. Similarly, Katzenmeyer and Moller’s (2001, p.17) define teacher leadership “as
teachers who lead within and beyond the classroom, identify with and contribute to a
community of teacher learners and leaders, and influence others toward improved educational
practice”. Developing on Katzenmeyer and Moller (2001) definition, Grant (2008, p.4) argues
that for a South African context teacher leadership can be understood as:

aform of leadership beyond headship or formal position. It refersto
teachers becoming aware of and taking up informal and formal leadership
roles both in the classroom and beyond. It includes teachers working
collaboratively with all stakeholders towards a shared and dynamic
vision of their school within a culture of fairness, inclusion, mutual

respect and trust.

For the purpose of the study | align myself with the definitions of both Katzenmeyer and
Moller (2001) and Grant (2008) because both definitions seem to imply that teacher
leadership isasocia practice, which | agree with and, through this chapter, | present an
argument to support this view. Secondly both definitions contradict the widely held view that
the only way to become ateacher leader is to leave the classroom and if possible the schooal,
in order to learn leadership skills (Troen and Boles, 1994 and Barth, 1996). | strongly believe
that teachers can learn leadership skills within the school context and hence my support for
Katzenmeyer and Moller’s (2001) and Grant’s (2008) definitions of teacher |eadership.

Building on the work of these two writers, | further argue that authentic teacher leaders are
those who have no formal management positions conferred upon them by the DoE ,in other
words these are the educators who hold a post level one status in schools and whose
leadership tasks and roles are self — initiated and emergent. However, it is not my intention to
minimise the value of delegated teacher leadership. Considering our South African education
terrain, any form of teacher |eadership outweighs its absence. To illustrate this point more
clearly, | propose a continuum based on the degree of authenticity of teacher leadership,
which ranges from delegated (Ieft) to emergent (right). The authenticity of teacher leadership
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increases as we move from |eft to the right of the continuum. Furthermore | believe that
teacher leadership, like distributed leadership, is aso fluid and emergent (Gronn, 2000).
Therefore, the waysin which it is exhibited or enacted within schools will vary depending on

the school’ s context.

2.5.3 Teacher leadership: an organisational phenomenon

Grant (2005) notes that teacher leadership must be understood in the context in which it
operates. | support Grant’s (2005) view and believe that in order to develop a deeper
understanding of how teacher leadership is enacted | have to study the context in which it
occurs. My argument is supported by Smylie (1995, p.6) when he says, “ Teacher |eadership is
an organisational phenomenon. It isinfluenced by and exerts influence on the structural,
political and cultural dimensions of a school organisation”. If teacher leadership is viewed as
avehicle for change then we must acknowledge that organisations possess powerful
conserving forces such as deep structures of symbols, routine norms and values that could
complicate or contravene the functions and outcomes of teacher leadership. Evidence
emanating from literature on teacher leadership, seems to support the view that it may be
difficult to devel op teacher leadership without developing its context first (Darling —
Hammond, 1995; Griffin, 1995; Hart, 1995; and Little, 1995). This| believe will have major
implications for how teacher leadership is enacted in South African schools, considering the
diverse contextual backgrounds of our schools, created by the legacy of apartheid.
Considering these context variations, | argue that there can be no standardised checklist
describing the roles that teacher leaders should engage in. My argument is supported by Lord
and Miller (2000) when they write that teacher |eadership roles evolve from the challenges
that face teachersin that particular context. For example, there may be different teacher
leadership opportunitiesin a high school as compared to a primary school. Similarly, Wasley
(1991) writesthat it isimportant to understand how the school context shapes the work,

experiences, and roles of teacher leaders.

2.5.4 Thelnformal and Formal Roles of Teacher Leaders
Based on the above premise, | now explore afundamental question, which is, what do
teachers leaders do? In other words, how is teacher |eadership enacted in a school

organisation? | begin my discussion with a generic view of teacher leadership roles. | believe
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that these generic roles evolve into contextualised teacher |eadership roles, depending on the
challenges that individual schools face.

Asearly as 1987, Devaney (cited in Little, 1995) identified six leadership roles that
epitomized teacher leadership. Thefirst role was described as, * continuing to teaching and
improving one's own teaching expertise’. In this leadership role, expertise in subject matter
knowledge was critical because it was basic to other leadership roles. The second leadership
role that was identified was * organizing and leading peer review of school practice’, which
encompassed the ability of teacher leaders to examine school practices through action
research methods. The third leadership role saw teacher leaders, ‘ providing curriculum
development knowledge' . Therefore, teacher leaders are curriculum leaders and master
teachers. * Participating at school level decision making’ was identified as the fourth
leadership role teacher leaders engaged in. The fifth role describes teachers, ‘leading in-
service education’ and assisting other teachers. Descriptorsin thisrole included, peer
coaching and mentoring. The sixth leadership role was * participating in the performance
evaluation of teachers’ when teacher |eaders review the performance of their peers. Drawing
evidence from case study research, Wasley (1991) lends support to Devaney’s (1987 cited in
Little, 1995) descriptions of teacher leadership roles. Wasley (1991 p.5) concludes that some
of the roles teacher leaders engage in are mentoring colleagues, problem solving at a school

level and providing professional development activities for colleagues.

Grant (2006) builds on Devany’s (1987 cited in Little, 1995) work and offers amodel of
teacher leadership for the South African context, in which teacher leadership is categorized
into four levels or zones. Thefirst level (zone one) sees teachers being leadersin the
classroom, leading the teaching and learning process. This view is reflected in much of the
literature of teacher leadership, which emphasises that teacher leaders are expert teachers
(Ash and Persall, 2000; Katzenmeyer and Moller, 2001). In addition, lending support to this
view is Sherrill (1999) who argues that the core expectations of a teacher leader are

exemplary classroom instruction and sound pedagogical knowledge.

The second level (zone two) views, teacher leaders, as leading beyond the classroom,

devel oping working rel ationships with other teachers in an attempt to improve their classroom
practice. This view of teacher leadership is closely linked to Hoyles, (1980) and Broadfoot et
al, (1998) concept of “extended professionalism” which refers to teachers who understand
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their work more broadly, continually reflecting on their work to change and improve it.
Through formal and informal leadership roles such as providing curriculum development
knowledge and participating in peer performance evaluation, teacher leaders assume a
mentoring or ‘critical friendship role’ as they work with other teachers on issues of teaching
and learning. This second level of teacher leadersis similar to Day and Harris' s (2002) fourth
dimension of teacher leaders, where individual teachers forge close relationships with other

teachers through which mutual learning takes place.

Level Three (zone three) is viewed as “Teachers becoming more involved with whole school
devel opment issues, such as vision building and policy development” (Grant, 2006, p.520).
Thislevel refersto teacher leadership in relation to extra-curricular activities, sport and school
devel opment projects e.g. fundraising development of school policies and staff development
programmes. Similarly, Day and Harris (2002) reflect on teacher leadership asit focuses on
participative leadership, where teacher leaders assist other teachers to cohere towards a
collective goal. In other words, they work with colleagues to shape whol e school
improvements. This view also resonates with Katzenmeyer and Moller’s (2001) interpretation

of aprofessiona learning community of teacher leaders.

In Level 4, (zone four) teacher |eaders are those that extend themselves beyond the school and
lead in the community. Examples of teacher |eadership that would illuminate this zone
include teachers as cluster leaders networking with other teachers across schoolsin the
community. Teachers holding leadership positions on school governing bodies aswell as
teacher assuming executive roles in teacher union bodies. Wasley (1991) supports this view of
teacher leadership in research work, where reference is made to teachers teaming across

schools as acritical dimension to teacher leadership.

2.5.5 Characteristics of Teacher Leaders

25.5.1 Essential Leadership skills

Asearly as 1988, Lieberman, Saxl and Milesin their study of 17 teacher |leadersin the US
context, concluded that for teacher leaders to work effectively they need a variety of skills.
These skillsinclude, trust and rapport building, organizational diagnosis and dealing with the
change process. They aso include, using resources, managing the work and building skills
and confidence in others. Although these skills were derived from a study conducted in the

US context, | believe that despite the ‘endemism’ of teacher leadership, there could be a
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possibility that teacher |eaders, irrespective of their context, display certain generic
characteristic skills. These skills could also be applicable to teacher leaders in our South

African context.

Therefore, in keeping with thisview | believe a brief discussion on the above listed skillsis
warranted. Building trust and devel oping rapport with other teachersis an essentia skill for
teacher leaders because it allows them to earn legitimacy and credibility amongst their peers.
Engaging in open supportive communication is apart of building trust and it can assist the
teacher leader when dealing with resistance from other teachers. For teacher |eaders the
ability to build trust and rapport lays the foundation for the construction of collegia and
productive working relationships amongst teachers. As Evans (1998 p.183) notes:

Trust is essential to support the leadership climate. It isthe essential link
between, leaders and led, vital to people’'sjob, status functions and loyalty,
and vital to fellowship. In this sense leadership is re-conceptualised as a set

of behaviours and practices that are undertaken collectively.

Similarly, Grant (2006, p.523) argues that the virtue of trust is “important for the devel opment
of quality relationships which are fundamental to a collaborative culture and organisational
change”. The second cluster of skills, organizational diagnosis requires that the teacher leader
have a good understanding of the school culture. | argue that this information helps the
teacher leader to make a diagnosis of the school organization, to plan astrategy of action to
get people in the organization working towards a common goal and vision. Teacher leaders
need to be skilled in dealing with and managing the change process. They need to be ableto
solve problems collaboratively, mediate conflict and confrontational situations when dealing
with the change process (Lieberman, Saxl and Miles, 1988).

The fourth cluster of skills involves the effective use of resources such as people, ideas
material and equipment in the pursuit of collective goals. Building a resource network with
other teachers in the community is critical to the work of teacher leaders. | am of the view that
teacher leaders need to be able to manage their work effectively by managing their time,
setting priorities for their work and coordinating the many facets of their work. The last
cluster of skillsinvolves the ability of teacher leaders to build skills and confidence in others.

Teacher leaders need to have the ability to build a supportive network for the school
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community that is sensitive to individual teachers but at the same time promote organizationa
change (Lieberman, Sax| and Miles, 1988).

Katzenmeyer and Moller (2001) identify three characteristics that teachers need to possessin
order to claim readiness for teacher |eadership roles. These include competency, credibility
and being approachable. Teachers who are competent in the classroom earn credibility
amongst their peers. However, the authors argue that being approachabl e seems to be the
critical characteristic. | tend to agree with them, because within professional learning
communities, teachers are learning in asocial context and therefore the ability to build
positive interpersonal relationshipsis fundamental to the sustainability of the professional

learning community.

Like Cambone, Weiss and Wyeth (1992, cited in Katzenmeyer and Moller 2001), | believe
that teacher |eaders need to acknowledge diversity amongst their peers to successfully
influence them. Certainly within our South African schools thereisincreasing ethnic
diversity. Therefore, teacher leaders must have the ability to be tolerant and sensitive to other
points of view. Thisiscrucial to the success of teacher leadership roles. These skills are
important for the efficiency of teacher |eaders. Furthermore, schools are complex organisation
and change is unavoidable. Policy changes, which are a frequent occurrence in South African
schools leads to restructuring and re -culturing of the school context. As aresult of this,
teacher leaders need to modify and adapt their leadership skills depending on the challenges
that exist in that particular. Therefore, the school context will largely determine the
appropriate leadership skills that teachers need to develop. In other words, teacher leadership
skillswill vary in different contexts. For me this signals a notion of teacher |eadership as
being a dynamic process and not a static position. My argument is supported by Pounder
(2006) when he writes that teacher |eadership should be conceived of as process rather than a
positional concept because it comprises of an array of behaviours and characteristics rather
than positional |eadership roles. To methis view of teacher leaders tends to resonates with the
theory of transformational |eadership. Are they linked?

2.5.6 Thelink between transformational leader ship and teacher leader ship

In his editorial inthe EMAL journa ‘Global Perspectives on Education Leadership’, Bush
(2006) links Pounder’s (2006) view of transformational classroom leadership practices with
Grants' treatment of teacher leadership. Pounder (2006) notes that while many studies have
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attempted to articulate the characteristics of teacher |eadership; few studies have attempted to
place the notion of teacher leadership within the framework of current |eadership theories.
Pounder (2006) seems to suggest alink between teacher leadership and transformational
leadership qualities as outlined by Bass (1988 cited in Coleman, 2005). Bass's
conceptualization of transformational leadership contains the characteristics of, Idealised
influence or charisma, Inspiration motivation, Individual consideration and Intellectual
stimulation. In his study on teacher leadership in a socially —disadvantaged school inthe U.S,
Crowther (1997) concludes that the behaviours of the teachersin the study had much in
common with aspects of transformational |eadership. He describes these teachers as having a
deep commitment to a set of core values which they were prepared to communicate openly.
This resonates with the idealised and inspirational motivation dimensions of transformational
leadership. This notion of teacher leadership is significant in our context, since the ability to

inspire can counteract the degree of apathy amongst teachers that existsin our schools.

Pounder’ s (2006) view offers support for Silva, Gimbert and Nolan’s (2000) earlier finding of
teacher leadership. Their description of teacher |eaders as nurturers of relationships and
models of professional development, echo aspects of the individual consideration dimension.
They further describe teacher leaders as encouragers of change and challengers of the status
guo. Thisreflects the spirit of the intellectual stimulation dimension as outlined by Pounder
(2006, p.537). Similarly, teacher leadership studies by Darling - Hammond, (1995) document
that teacher |eadership behaviours centre around qualities such as the openness to new ways
of doing things and the modeling of learning. This, | believe, reflects aspects of intellectual
stimulation and individual consideration. However considering the limited number of
empirical studiesthat link teacher leadership with transformational leadership, much of what
is discussed above is rather speculative.

Like Pounder (2006), | believe that with the notion of teacher leadership, teaching and leading
areinexorably linked. Therefore, | support Pounder’s (2006) stance that more empirical
studies that link teacher |eadership with transformational |eadership are required. | believe
that my first research question ‘How is teacher leadership enacted in school ?” might shed
some light on thisissue and contribute to the empirical body of literature that connects teacher
leadership and transformational |eadership skills. I now focus on yet another important link to

teacher leadership namely school improvement.
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2.5.7 Teacher leader ship and school improvement

Why is there aneed for teacher |eadership? What are the potential benefits of teacher
leadership for the school as an organization? Day and Harris (2002), suggest that effective
principalship is not the key constituent in achieving school improvement. Within the
increasingly complex context of accountability, that characterises schools, many school
principals are painfully recognising that they cannot lead and manage schools alone. Similarly
Conley and Muncey (1999, cited in Katzenmeyer and Moller, 2001, p.2) write that “the
enormous tasks of meeting the schools challenges requires that teachers assume roles and
responsibilities that were previously reserved for school principas’. Bush (2003, p.70)
writing in the South African context, uses case study and survey research evidence to make
the claim that “South African schools are under —managed”. Many schools face shortagesin
their internal management structures. However to counteract the effects of these shortages,
intuitive principals have created unofficial and unpaid formal and informal leadership and
management roles which they have delegated to post level one educators, in order to manage
schools effectively. In response to this del egated nature of teacher leadership, | reiterate my
earlier argument that any type of teacher leadership is better than the absence of it. School
principals need to realise that the survival of their schools' effectiveness and improvement lies
in the wake of teacher leadership. Therefore, | believe that teacher |eadership israpidly

becoming a necessity in the leadership and management of South African schools.

Effective principals are those that encourage collaborative cultures and dispersed leadership
across the organisation. Teacher leaders are architects of a professional |earning community
when they re-culture a school. Teacher |eadership moves the |eadership role from one
individual to acommunity of professionals committed to improving student learning
(Katzenmeyer and Moller, 2001 ). Barth (2001) positsthat all teachers can lead. He argues
that all teachers harbour leadership abilities. | tend to agree with this view and | contend that
it is when teachers join this community of practice that their true leadership potential emerges
because they begin to work with other teachers and lead. Little (1990) makes a claim about
the contribution of strong collegial relationships between teachers to school improvement.
Rosenholtz (1989) also calls for teacher collegiality and collaboration as a means of
generating positive change in schools. | reiterate my earlier sentiments that collaboration is at
the heart of teacher leadership as it represents a horizontal rather than hierarchical power
distribution.
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Day and Harris (2002) identify four dimensions of the teacher |eadership role in relation to
school improvement, Firstly they argue that, teacher leaders help trandlate the principles of
school improvement into practices of individual classrooms. Their second dimension focuses
on participative leadership; teacher |eaders work with colleagues to shape school
improvement efforts and they lead in guiding teachers towards a collective goal. The third
dimension of teacher leadership in school improvement is the mediating role. Teacher leaders
are important sources of expertise and information because “ They are able to draw critically
upon additional resources and expertise, if required and to seek external assistance” (Harris
and Muijs, 2003, p.439). Therefore, teacher |eaders are able to mediate the school
improvement process. Finally and possibly the most important as discussed earlier in this
chapter, isthe forging of close relationships within individual teachers through which mutual

learning takes place.

It isimportant to note however that schools that are failing tend to be characterised by an
impoverishment in teaching and teacher devel opment (Liebermann, 1996; Day, 1999). The
potential for teacher leadership and its presences in large-scal e reform suggests the
importance of additional research in the field of teacher leadership. The clear message
emanating from the above discussion is that school improvement is more likely to occur when
teachers have a vested interest in leading school development (Gronn, 2000). | assert that this
strong empirical link between teacher leadership and school improvement warrants a closer
examination of the preconditions that need to be met for teacher leadership to operative
effectively.

2.5.8 Pre-requisites of teacher leader ship

2.5.8.1 Callegial and collabor ative structures and cultural norms

Schools vary in the degree to which they support the leadership of teachers. Through their
work with over 5000 teacher leaders, Katzenmeyer and Moller (2001, p.137) claim that,
“Schools that support teacher leadership display certain identifiable characteristics, which the
authors refer to as the dimensions of teacher leadership”. These characteristicsinclude
development focus, recognition, autonomy and collegiality as well as participation, open
communication and a positive environment. In essence what this means is that those schools
that support teacher |eadership have teachers who are actively supported in developmental
learning opportunities. The ideas and opinions of teachers are valued, respected and

recognized. Teachers are encouraged to take initiative, to be innovative and collaborate on
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instructional and student related matters. Furthermore, in these schools teachers are actively
involved in decision -making at a whole school level and openly discuss issues and engage in

problem solving. Finally, teachers are viewed as professionals and treated as such.

The implications stemming from the above discussion are, for teacher |eadership to emergein
schools certain structural and cultural pre-requisites are necessary. This | believe would
include a culture of collaboration with participatory decision-making and vision sharing
operating within the realm of a distributed |eadership practice. A core set of values, such
transparency, trust, respect, consultation and ownership are fundamental to the development
of distributed leadership practices, collaborative cultures and ultimately organizational change
(Muijs and Harris, 2003). A culture of trust is seen as both a facilitator and aresult of teacher
leadership (Longuist and King, 1993; Caine and Caine, 2000; Little, 2000 cited in Muijs and
Harris 2007). Grant (2005, p.523) identifies courage as the most common value innate in
teacher leaders when she says that, “atrue leader is one who has courage to take the initiative
to make changes’. Similar sentiments are expressed by Wasley (1991, p.101) when she
writes, “ateacher leader is a person who can think and be creative with solutions. A person
who has the guts to follow his/her principles’. Thisis especially significant for post level one
educators who are teacher leaders, since they lead and initiate change without holding any
formal management position and this demands a great deal of courage. This again supports
my argument that the title of ‘teacher leaders’ should be conferred to post level one educators

only.

2.5.8.2 Leadership -‘dense’ organisations

Empirical evidence stemming from studies conducted by Grant (2005) and Harris and Muijs
(2007), lends support to the view that strong and purposive leadership by the principal is
crucia to the development of teacher leadership. Similarly, Ash and Persall (2000) write that
the principa’ s role as a chief learning officer is to build an organisational climate that
encourages and supports leadership throughout the school. Principals who engage in real
school change recognise that every teacher can be aleader within the organization and that
each member in the organisation can play the role of teaching, learning and leading.
Lieberman and Miller (1999, p. 46 cited in Katzenmeyer and Moller, 2001, p.83) refer to
these schools as being ‘ leadership dense’. In the words of Spillane (2006), |eadership needs to
be ‘ stretched’ throughout the organisation. This resonates with the notion of distributed
leadership and furthermore it strengthens the earlier argument that distributed leadership isa
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precondition for teacher leadership. Within the South African context, | argue that principals
need to transform their school into ‘leadership dense’ organisations. | believe that principals
who exhibit transformational |eadership qualities such as inspiration, motivation, individual
consideration and intellectual stimulation are able to successfully lead this transformation.

These principals will be able to harness the untapped potential within teachers to lead.

The presence of the pre-requisites discussed above, would greatly influence the enactment of
teacher leadership within schools. Muijs and Harris (2007), drawing on empirical evidence
gathered from three case studies describing “teacher leadership in action” in three contrasting
schools, provide a useful characterization of teacher leadership. They refer to devel oped,
emergent and restricted teacher leadership. In the study, devel oped teacher leadership was
characterised by ahigh level of teacher -led initiatives and decision making concerning all
aspects of the school organization. This was accompanied by strong management support. In
emergent teacher leadership most decisions- making initiatives resided with senior and
middle management. Teachers were consulted on awide range of issues such as school
policies, curriculum development. However, teacher involvement in decision-making was
limited (Muijs and Harris, 2007). Teachers not participating in any decision-making at a
whole school level characterized restricted teacher |eadership. Their involvement was limited
to consultation on departmental issues only. The study also highlights factors that enhance or

hinder teacher leadership devel opment in schools.

Factors that seem to enhance teacher leadership in schools include structural changes such as
the availability of time for teachers to meet and plan issues pertaining to whole school
development (Muijs and Harris, 2007). Similarly, Lord and Miller (2000) write that teacher
leaders need extratime to carry out their leadership work in addition to their teaching
responsibilities. Having good interpersonal skills enhance teacher |eadership, because teacher
leaders are able to influence colleagues as well as develop productive relations with school
management who may feel threatened by teachers taking up leadership roles (Liebermann,
1998; Clemson- Ingram and Fessler, 1997 cited in Muijs and Harris 2007). Schools culture
that emphasis' s teamwork and collegiality promotes teacher |eadership (Grant, 2006; Harris
and Muijs, 2007). Lending support to the above view Bush (2003, p.70) describes that
authority in collegial structuresis based on professional expertise rather than position.

Therefore, | believe that collegial structures and cultures create an environment in which
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teacher leadership can flourish. Teacher |eadership develops naturally amongst professionals
who learn, share and address problems together.

2.5.8.3 Professional development opportunities: L eader ship focused

Evidence emerging from empirical data seems to suggest that opportunities and support for
continuous professiona development is a prerequisite for enhancing teacher leadership (Muijs
and Harris, 2007). Gerhke (1991) argues that these professiona development initiatives
should focus on aspects specific to leadership roles. Katzenmeyer and Moller, (2001) echo
similar sentiments when they assert that skills such as leading groups, workshops, mentoring,
and teaching adults need to be incorporated into professional development programmes to
enhance teacher’ s confidence to lead.

Grant (2008, p.104) lends support to the above view when she contends that, “ professional
development initiatives for educators must be linked to issues of leading if the goal isto have
sustained impact on the whole school context”. | argue that if teacher leaders are not provided
with professional development opportunities that focus on appropriate |eadership skills, then
most teacher leadership roles will be limited to the classroom. In other words the teacher
leader will be leading in the zone of the classroom (zone one) only. Ash and Persall (2000)
emphasise that professiona development initiatives should not be imposed by external
education bodies but should rather be site based and take cognizance of the goals of the
school. Within our South African context, the Employment of Educators Act (1996) stipulates
that teachers are expected to spend an additional 80 hours a year on professional development
initiatives outside their normal school hours. However, a damning report by Linda Chisholm
(1997) showed that in many schools thisis not happening. She argues that few schools devote
significant time or resources to the professional development of their staff. This hinders
teacher leadership and the vision of the enabling policy framework remains rhetoric rather
than being trandated into reality.

With regard to the issue of training and support within our South African context, the
common held view amongst policy makers is that expert teachers make expert teacher leaders.
This has resulted to the introduction of the senior and master teacher profiles within the
Occupation Specific Dispensation Framework (2007). Policy- makers regard these senior and
master teachers as expert teachers based on their expertise in curriculum knowledge.

Therefore, policy dictates that within their job description as senior and master teachers they
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are expected to engage in leadership roles such as curriculum development peer coaching and
mentoring. | argue that whilst teacher leaders may be expert teachers as advocated by Ash and
Persall (2000) the converse is debatable. Many curriculum expert teachers (master and senior
teachers) lack leadership skills such as facilitating workshops, public presentation and
negotiating skills. Lord and Miller (2000) supplement the above argument when they assert
that training and support, focusing specifically on leadership skills, is a prerequisite, if highly
skilled classroom teachers are to become effective teacher leaders. South African policy
makers need to acknowledge that recruiting teachers to these leadership positions (master and
senior teachers) is no guarantee that they will be able to lead change. In the next part of this
chapter, | review teacher leadership literature that focuses on the barriers to teacher leadership

devel opment.

2.5.9 Barriersto teacher leadership

2.5.9.1 Hierarchical school organizations

One of the most power barriers to teacher leadership is ahierarchical school organization
controlled by autocratic principals (Grant, 2006). Muijs and Harris (2007) reinforce this view
when they note the inability of the principal to relinquish power to othersin the organisation.
This problem of ‘letting go’ is aso reported by Singh (2007) who claims that in her study that
school management team members who felt the sole weight of accountability for leadership of
their schools, perceived teacher |eadership to be risky. Contrary to this belief, | argue, that
teacher leadership does not suggest that the role of the SMT and the principal becomes
redundant. However, what it does suggest isthat the SMT is critical in enabling teacher
leadership and creating opportunities for teachersto lead. My argument is supported by Harris
and Muijs (2005, p.28) when they say, “ The task of the school management team is one of
holding the pieces of the organisation together in a productive relationship.”

2.5.9.1 Stereotypic ‘leader-follower dualism’

Closealy linked with autocratic principals as a barrier to teacher leadership is the assumption
that only people in formal management positions should lead (Grant, 2006).This view concurs
with literature which points towards top-down management structures in schools as a major
impediment to teacher leadership (Muijs and Harris, 2003). This problem is further
exacerbated by policy documents that emphasize the principals accountability. This
unwillingness of teachers to take on leadership roles can be largely attributed to the defeatist
attitudes incul cated in them during the apartheid system and the stereotypic ‘leader-follower
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dualism’ that persists. Recent literature based on a South African empirica study conducted
in 40 schools in Gauteng by Grobler and Moloi (2008) seem to point to racial divisions
engendered by the previous dispensation as a barrier to teacher leadership. They seem to
suggest that this racial division has created superiority and inferiority mentalities amongst
teachers, despite the legislation on equity. | tend to agree with them and | argue that cultural
diversity needs to be managed effectively, if schools are to transform into professional

learning communities in which teaching and leading is largely a social practice.

2.5.9.3 Egalitarian Ethos

Egalitarian factors seem to be another barrier to the development of teacher leadership.
Research evidence shows that teacher leaders are intimidated by colleagues when taking up
leadership roles (Muijs and Harris, 2007). For many teachers “taking on leadership rolesis
risky territory, where the rewards are few and rejection from their peers, an amost certainty”
(Katzenmeyer and Moller, 2001, p.79). According to Lord and Miller (2000) inaUSA
context, the term *teacher leadership’ embodies a contradiction. On one hand, teacher leaders
are classroom practitioners whose credibility amongst peersis based on classroom work. On
the other hand, teachers are called to be leaders in a profession that historically has few
recognised avenues for teachers in leadership roles (Lord and Miller, 2000). Similarly, Boles
and Troen (1994) say that teacher leaders operate in adifferent * professional space’ from their
teaching colleagues. The writers argue that teachers experience a sense of loss of
connectedness to peers when engaging in teacher |eadership. Supplementing this view Lord
and Miller (2000, p.7) write, “They are teachers, one of the rank and file. Y et they are also
leaders, somehow set apart from other teachers’. Wasley (1991, p.166), in her study of three
teacher leaders, documents that the egalitarian ethos of teaching makes it problematic for
teachers to accept their colleagues as experts. | believe that the above international scenario is
also applicable to our South African context. Closely linked to egalitarianism is the fact that

teachers themselves act as barriers to teacher |eadership.

2.5.9.4 Resistance from teacher sthemselves
Muijs and Harris, (2007) in their study note that in the school that exhibited restricted teacher

leadership teachers did not want to take on leadership responsibilities. Similarly, Katzenmeyer
and Moller (2001, p.13) write, “Leadership roles may be offered but if teachers do not step
forward then both the school and the individual teacher lose”. Grant also reiterates this view

when she writes “for teacher leadership to occur principals need to distribute authority and
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teachers need to take -up their agency role” (2006, p.527). This barrier to teacher leadership
was also documented in a study conducted by Steyn and Squelch (1997). This study found
that many teachers avoid participating in management issues, which involves extrawork and
meetings after school hours. Furthermore, many teachers view leadership roles asthe SMT
offloading their work onto them (Boles and Troen, 1994). Singh (2007, p.67) refersto thisas
‘passing the buck.” It is on this premise | argue, that teachers who still lead in the absence of
rewards, are truly unselfish. Therefore, | believe that authentic teacher leadership is altruistic
in nature, in that teacher leaders are prepared to lead, take risks, make sacrifices and
proverbialy ‘put their heads on the block’ for the improvement of the school as an
organization. Another reason for teachers resisting teacher leadership rolesis due to the lack
of remuneration, incentives and rewards. Muijs and Harris (2007, p.132) write that “whether
intrinsic or extrinsic teachers need to feel that their work is recognised and there is some
acknowledgement of their achievements’. It may be naive to assume that al teacher leaders
will embrace the notion of teacher leadership whole-heartedly, without considering issues of
remuneration, incentives and rewards. | argue that these issues and their link to teacher
leadership warrant the need for additional research. School ‘micro-politics seemsto be
another factor augmenting teacher’ s resistance to take up teacher leadership roles. Grant
(2008) reports that internal school conflicts resulted in alevel of ‘bruising’ amongst teachers,
which operated as a barrier to distributed |eadership. Singh (2007) theorizing from a micro-
political perspective reports that ‘ contrived collegiality’ act as abarrier to teacher |eadership
development.

2.5.9.10 Lack of timeto lead

A lack of time seemsto be amajor barrier to teacher leadership. An increased workload
makes it difficult for teachers to remain full time in the class and to take on addition
leadership roles (Katzenmeyer and Moller, 2001). Teachers need time for professional

devel opment, to engage in collaborative relationships and for performing leadership
responsibilities. Teachers reluctance to take on |eadership roles may not stem from alack of
interest but rather from a desire to balance their time between work and family responsibility.
A study conducted by Zinn (1997 cited in Katzenmeyer and Moller, 2001) revea s that the
reality of teacher leaders personal lives may compel them to movein and out of teacher
leadership roles. The lesson for principalsisthat they need to build the leadership capacity of
all teachers, not just a selected few. Thisis so that when ateacher leader has to attend to

personal issues, there are other teachers to assume the lead. | argue that overcoming the issue
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of time as abarrier to teacher leadership, especially in South African schools, requires
intervention at alegislation level. The Post Provisioning Norms for schools need to be
restructured in away that sees an increase in the number of teaching positions in a school and
adecrease in the teachers’ workload. Teachers can usethis ‘release time’ to take on additional
leadership roles. However until this comes to fruition, | believe that only those affluent
schools who can afford to employ additional staff and substitute teachers, can create
opportunities for their teachersto find time to lead. This argument resonates with an issue |
raised earlier in this chapter which is whether distributed |eadership practices favour affluent
school contexts? | strongly believe that both empirical and academic evidence emanating
from this chapter support my argument that enactment of teacher leadership islargely

dependent on factors endemic to a school context.

2.6 CONCLUSION

The development of teacher leadership is by no means a straight forward and easy process.
Myriad difficulties and obstacles confront the institutionalization of teacher leadership.
However, we need to forge ahead. The potential benefits of teacher leadership, especially
within our South African context, cannot be left untapped. Teacher leadershipisseen asa
catalyst to transform many schools from their present hierarchical organisationsto effective
learning organisations. For individual teachers the benefits include opportunities for personal
growth and empowerment. Benefits have al so been associated with the teaching profession as
awhole. Research findings seem to suggest that empowering teachers to take on leadership
roles enhance self-esteem and work satisfaction, which in turn leads to higher levels of
performance and possibly higher levels of retention in the profession (Katzenmeyer and
Moller, 2001). Similarly Wasley (1991, p.12) agrees that, “major teacher shortages heighten
the need for teacher leadership as a necessity to attract and retain good teachers’. In line with
this thinking, Griffin (1995) asserts that teacher’ s expertise and experience become a school

resource.

| believe, that the future prospects for teacher leadership in South African should centre
around incorporating teacher |eadership skills development into teacher training programmes,
since there is documented research evidence that suggests that teacher leadership has
professionalised the teaching profession (see, Gerhke, 1991; Little, 1995). At its most
profound teacher |eadership offers a‘ new professionalism’ based on mutual trust,

empowerment and support and at its most practical, it provides away of teachers working
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together in order to improve teaching and learning (Muijs and Harris, 2003). If our schools are
to transform into professional learning communities, then in-depth empirical research on
teacher leadership should become an urgent priority. In the next chapter, | discuss the research

design and methodology employed in this study.
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CHAPTER THREE
RESEARCH METHODOLOGY AND DESIGN

3.1INTRODUCTION

In this chapter, | focus, on issues pertaining to the research design, data collection and data
analysis of my study. In thefirst part of this chapter, | describe the research paradigm used in
the study together with its ontological and epistemological assumptions. Thisisfollowed by
an intensive and interrogative discussion on the chosen methodology namely case study
methodology. In the second half of this chapter, | discuss the data sources and the data
collection methods. Data were collected from anumber of different sources. Theseincluded
observations, survey questionnaires, interviews, self- reflective journal writing and document
analysis. Thisisfollowed with a discussion on the different analytical tools that were used to
analyse the various types of data. Data were analysed both qualitatively and quantitatively.
The chapter concludes with areview of ethical issues surrounding the study aswell asa
reflection on the limitations of the study.

3.2 RESEARCH AIM AND QUESTIONS

The am of the research was to understand and describe how teacher |eadership happensin
schools. The research questions that guide this study were:

1. How isteacher |eadership enacted in a semi urban secondary school in KwaZulu- Natal ?

2. What factors enhance or hinder this enactment?

3.3 RESEARCH PARADIGM

This study is located within the interpretive paradigm. Research within this paradigm is
interested in meaning; how people make sense of their everyday experiences. According to
Neuman (2000, p.71) “the interpretive approach is a systematic analysis of social meaningful
action through direct and detailed observation of peoplein their natural setting in order arrive
at an understanding and interpretation of how people create and maintain their socia world”.
The above quote suggests that ‘observation’ is at the heart of interpretive research. Asa
researcher, | wanted to explore how the three teacher leaders in my study understood and
responded to teacher |eadership development as well as the contextual factors that either
promoted or hindered their development. | needed to understand the social dynamics of these

educators and view the phenomenon of teacher leadership from their perspective. Therefore as
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aresearcher, | felt that it was extremely important to engage in direct observation techniques
to capture and understand the manner in which teacher |eadership was being enacted in the
school. Cohen, Manion, and Morrison (2007, p. 24) explain that when emphasisis placed on
“explanation and understanding of the unique and the particular case, where the interest isin
the subjective relativistic socia world”, then the most appropriate paradigm to locate the
studying in isthe interpretive paradigm because it provides athick description of the
phenomenon under study. Furthermore, Terre Blanche and Durrheim, (1999, p.6) describe
how the interpretive approach provides relevant information to the researcher about the
“subjective reasons and meanings that lie behind social action”. Interpretive researchers want
to “make sense of fedlings, experiences, social situations or phenomena as they occur in the
natural world, and therefore want to study them in their natural setting” (Terre Blanche and
Durrheim,1999, p.127). | tend to agree with them. As an interpretive researcher, | needed to
take into account the participants' reasons for their actions as well asthe social context of the
action. For the interpretive researcher social reality is based on the person’s definition of a
situation and is a product of the individual’s consciousness, (Neuman, 2000). Similarly
Wellington (2000, p.16) writes that the interpretive researcher acknowledges that the
“observer makes a difference to the observed and that reality is a human construct”.
Therefore, | argue that the ontological assumption (i.e. the theory of readlity) in this study is
that there are multiple realities. In other words, the concept of teacher leadership may be

understood and enacted differently by the participants in the research study.

For the participants in this study (post level one teacher leaders), their social redlity is shaped
by their beliefs, values and the context in which they interact. Thisin turn shapes their
enactment of teacher leadership within this particular study. With regard to the

epistemol ogical assumption made in this study, which concerns the very basis of knowledge,
its nature and form, how it is acquired and how it is communicated (Cohen et al , 2007) , |
argue that knowledge was created in the interaction between the researcher and the
respondents. Seeing knowledge as personal, subjective and unique imposes on the researcher
an involvement with their subjects (Cohen et al, 2007). Similarly, Packer (1999) contends that
research studies located within the interpretive paradigm require that the researcher have a
participatory stance in the research study. The interpretive paradigm assumes that participants
employ interpretive schemes, which must be understood by the researcher, and the researcher
must articulate the character of the local context (Packer 1999).
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The purpose of this study was not to test a hypothesis; rather | aimed to describe how teacher
leadership was happening in a school and what the factors that hindered and promoted this
enactment were. Therefore, the focus was on understanding complex interrel ationships rather
than on explanation and control. In order to capture this enactment of teacher leadership, |
relied largely on qualitative data, which | argue needed to be analysed both inductively and
deductively, according to what needed to be described. Considering the ontological and
epistemol ogical assumptions underpinning this study, | chose to use the qualitative case study

style of inquiry.

3.4METHODOLOGY: A CASE STUDY APPROACH

In this section, | discuss the research methodology used in the study. | also put forward an
argument that supports the alignment of the chosen research methodology to the research
guestions underpinning the study. The research methodol ogy used to answer the research
questions was in the form of a case study. There are several definitions of a case study and
little agreement on what exactly constitutes a case study. However, there seems to be
consensus amongst all writers that case studies are time and context bound. For Yin, acase
study is“an empirical inquiry within itsreal life context, particularly when the boundaries
between the phenomena and the context are not clearly evident” (1984, p.23). The prime
referent isthe ‘case’, which isthe *bounded readlity’. In this study, the case is my school and

the unit of analysisisthe three teacher |eaders.

Case studies are the “study of the particularity and complexity of a single case coming to
understand its activity within important circumstances’ (Stake, 2005, p.443). To me this
suggests that Stake' s perspective on case studies is interpretive. He describes the case as a
“bounded system”. According to Stake (2005, p. 444) “a case study is both a process of
enquiry about the case and the product of that inquiry”. Different case studies have different
purposes. Stakes (2005) differentiates between intrinsic case study, where the purpose isto
illuminate in depth about a particular case and instrumental case study where the purposeisto
show general phenomena. Instrumental case study research is generally used in comparison
case studies. | argue that my research could be described as intrinsic because | was interested
in how teacher leadership was enacted in my own unigue school context and what factors
enhanced or hindered teacher |eadership in that particular context. Yin (2003) distinguishes
between three forms of case study namely exploratory, explanatory and descriptive. | believe
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that mine was a descriptive case study because it presented a complete description of the
phenomena of teacher leadership within a particular context. According to Cohen, et al (2007,
p.254) “ case studies involve observing a case or phenomenon in areal-life context”. Case
studies are descriptive and detailed, combining subjective and objective data. | believe that
this description fits with the purpose of my research. | used quantitative (objective data) such
as survey questionnaires as well as qualitative (subjective data) such as semi- structured
interviews, journals, observations and document analysis to describe the phenomenon of
teacher leadership.

Stake (2005, p. 448) arguesthat, “A case study has aform of conceptual structureand is
organized around a small number of research questions which must fit the purpose of the
study”. In this study, the conceptual structure is distributed leadership. As aresearcher, |
opted to use case study methodology because the phenomenon of teacher leadership cannot be
studied outside the context in which it occurs. The context or ‘milieu’ in which the case was
located was of paramount importance. According to Cresswell (1998), the site chosen for the
research should be appropriate for the research aim. In this study, the school was the site and
it had the unit of analysis (the three-teacher leaders) who were needed to answer the research
guestions. A case study is acomplex entity located in amilieu or situation embedded in a
number of contexts (Cohen, et al, 2007). Stakes (2005) therefore advises the researcher to
consider the political, cultural, physical, historical and socio-economical dimensions of the
context when interpreting results. Teacher leadership is an organizational phenomenon as
noted by Smylie (1995).Therefore | believe, that the way in which teacher leadership is

enacted will be influenced by its context.

As aresearcher, | used a school observation schedule and my own personal experience to give
my readers a detailed description of the school context. Yin (2003, p.13) recommends that a
researcher “should use the case study methodology when the researcher deliberately wants to
uncover the contextual conditions’, believing that they might be highly pertinent to the
phenomena of study. Considering that one of the aims of my research study was to uncover
the contextual factors that promoted and hindered teacher leadership, and taking Yin’'s (2003)
recommendation into account, | argue that choosing the case study methodol ogy was the most
appropriate methodol ogy to answer the research questions. Stake (2005) contends that
qualitative case studies require that the researcher spend extended time on the research site.

As aresearcher, conducting nuanced research on how teacher |eadership was enacted in a
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semi urban secondary school, | had to spend an extended time on the site and for this reason; |
chose to conduct the study at my own school where | could overcome issues of time
constraints and inaccessibility to information. | selected and observed the three teacher leaders
in my school context over a period of two terms to examine how they enacted teacher
leadership. | argue that the case study was the appropriate methodology to use because it
allowed me as aresearcher to examine the ‘unit of analysis namely the three teacher leaders,
which | believe are the three bounded systems, as well as the contextual factors that mediated

the enactment of teacher leadership.

3.4.1 Strengths of the case study approach

One of the strengths of case study methodology is that it can use both qualitative and
quantitative data collection methods. As aresearcher, | capitalized on this strength and used
qualitative interview data and reflective journal data as well as a quantitative survey datato
gain an in-depth understanding of how teacher leadership was enacted. Furthermore, the
advantage of case study methodology is that it acknowledges the complexity of social truths
as it can represent conflicts and discrepancies between the viewpoints of participants (Cohen
et al, 2007). This, | believe, enhanced the trustworthiness of my findings. Case studies are
also ‘strong on redlity’ (Stake, 1995). Similarly Bell (1991, p.12) writes that a case study
“provides readers with athree dimensional picture and illustrates the relationships, micro-
political issues and the patterns of influence in a particular context”. | enhanced this strength
by using multi-method data collection techniques. Cohen, et al (2007) believes that
significance rather than frequency of eventsisthe hallmark of case study research. Similarly
Neuman (2000) is of the view that large amounts of information on one or few cases allows
the researcher using the case study approach to go into greater depth and get more detail on
the case being examined. Taking these two strengths into account and considering that, one of
the aims of the study was to get a nuanced view of teacher leadership, | argue that the

case study approach was the most appropriate methodol ogy to use.

3.4.2 Limitations of the case study approach

Critics of case study methodology argue that case studies are prone to observer bias. | believe
that no interpretive study can escape the element of subjectivity and biasness. However, |
engaged in techniques such as triangul ation, respondent validation and reflexivity to minimize
my own personal biasness. Another criticism of case study methodology is its restricted

applicability (Cohen, et al, 2007). In other words, it does not allow for generalizations. My
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intention was not to generalise, but rather to describe how teacher |eadership was enacted in
my unique school context. A further criticism confronting case study methodology is that
there is atendency towards verification of the researcher’ s preconceived notions about the
phenomenon. However, Flyvbjerg (2004) argues that thisis a misunderstanding becauseit is
falsification rather than verification that characterizes case studies. Case studies can be used
to falsify preconceived ideas and assumptions held by the researcher. In this particular case
study, |, as aresearcher, had preconceived ideas about distributed |eadership and teacher
leadership but | also made a conscious decision to let the data speak for itself. This alowed

me to remain sensitive and responsive to contradictory evidence.

3.5ACCESSISSUES

Stake (1995) states that a case study researcher needs to identify a‘ gatekeeper’ who will
provide access to the site and participants. | gave my principal who was the ‘ gatekeeper’ to
the institution aletter requesting permission to conduct the research (see Appendix 9). The
letter detailed the nature and purpose of the research study. | also explained to my principal
why | wanted to conduct the study in my own school context. In the letter, | requested the co-
operation and assistance of the principal, SMT and the level one educators. The letter aso
contained detail about my identity, and tertiary institution at which | was registered as a
Masters of Education student as well as the contact details of my supervisor. Once written
permission was granted from the principal, the project |eader of the group research project
requested the University of KwaZulu- Natal (UKZN) to apply for permission to conduct the
study from the relevant authorities. Permission to conduct the research was sought from the
Department of Research, Strategy and Policy Development, the Ethics Committee of UKZN
aswell as the Department of Education on my behalf (see Appendix 12).

3.6 LOCATION OF THE STUDY

The research was conducted in my own school, an urban secondary school situated in the
Midlands of KwaZulu- Natal. In order to get this rich description of teacher leadership in
action, | had to spend an extended period on the research site. As afull time educator, | had
no option but to conduct the research in my own school. Furthermore, opportunistic sampling
was used when selecting my school. Selection was based on my knowledge of and easy
accessibility to teacher leadersin my own school context. As aresearcher, in my own school,
my positionality became acritical issue. Therefore, | needed to openly discuss my rolein the

institution in such away that it identified my own persona standpoint. Based on the premise
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that teacher, leadership is an organisational phenomenon, | believe that a description of the
context in which the study was conducted is crucial in the understanding of the enactment of

teacher leadership and the factors that hindered and promoted this enactment.

The school isamultiracial school, which, at the time of the study, was made up of 960
learners. There were five SMT members consisting of the principal, a deputy principa and
three Heads of Department. The SMT consisted of two females and three males. There were
23 teachers, nine were permanently employed, 11 teachers were employed as unprotected
temporary teachers (UTE) and three teachers were governing body employed. The age
difference amongst the educators ranged from 21 years to 60 years. With regard to
demographics, there were five Africans, three White and 15 Indian teachers. The school had a
quintile four status. In addition, the school offered awide variety of subjects. The medium of
instruction was English though many learners were English second language speakers. The
grade 12 pass rate was on adecline. In 2005, it was 100%, 2006 it was 97%, 2007 it was 96%
while in 2008 it dropped to 89%. The school had an admission policy inline with the
Constitution of the Republic of South Africa. About 35 % of the learners traveled more than
80km a day to and from school. The learner attendance was good and the drop out rate was
below 2 %. In the lower grades, the teacher pupil ratio was 1: 45 whilst in the senior classes
the ratio was 1:30. The annual school fee was R 1100, 00. However, about 40% of the school

fees were outstanding.

The school infrastructure was made up of brick classrooms. The principal’ s office was in the
main administration building. The deputy principa’s office and the HoD offices were
adjacent to the staffroom. The principal office was about 40m away from the offices of the
other SMT members. The principal had about 25 years of experience in the school. Hewas a
level one educator for 13 years until he was promoted to principal in 1997. Notice and
signboards were clearly visible throughout the schools. The general appearance of the school
was good. Buildings and gardens are well maintained. There was alibrary but it was not fully
functional because there was no one to manage the library. There was one physics |aboratory
that was in avery dilapidated state. The furniture had been vandalised by learners. Most of the
practical equipment and apparatus were broken and had not been replaced. This vandalism
resulted due to a high physics staff turnover and a lack of accountability on the part of the

new incumbent. There were sporting facilities for soccer, netball, volleyball and cricket.
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These sporting codes were played at an interclass level. Each HoD was in charge of one sport
code. Different sporting codes were played during activity time every Wednesday.

The staffroom was in a satisfactory condition with the basic long tables and teacher chairs.
About 70 % of the teaching staff had lunch in the staffroom while the rest of the staff sat
either in their classrooms or in their offices. About 50% of the SMT members had their lunch
in the staffroom. The atmosphere in the staffroom was relaxed and there generally were cross

table conversations.

The professional ethos of the school was commendable. Teachers were punctual, disciplined,
and the average daily teacher attendance was about 90%. The principal generally conducted
the assembly on a Monday whilst the HoDs and post level one educators were given
opportunities to conduct assemblies once aweek on a Thursday. There was a culture of
teaching and learning that permeated through the school. L earners were always supervised
and relief educators substituted for educators who were absent. A few learners bunked lessons
and loitered in between the blocks and in the toilets. The schools employed two security
guards, one to monitor the gate and the other to monitor the junior blocks where most of the
loitering happened. The school was fully fenced. The school had a seemingly cordial
relationship with the SGB. The SGB chairperson was frequently seen in school ng the
functionality of the school and liaising with the teachers and the management. The school
times were from 07:45 am to 14:45 pm; with two half, —an- hour lunch breaks. Finaly, the
overal impression of the school could be described as purposive. The above is abrief
description of the context of the school and it isimportant in the context of the study because
of itsimpact on the enactment of teacher leadership. As the dissertation unfolds the context

will become more visible and its impact on the teacher leaders more clear.

3.7 PARTICIPANTS

According to Henning (2004), researchers should select a sample that best answers the
research question. In this study, | used purposive sampling. According to Cohen et al (2007),
purposive sampling is used in order to access ‘ knowledgeable peopl€e’, those that have an in-
depth knowledge about particular issues. It is my view that the chosen sample in the study
(the three teacher |eaders) was appropriate because they were my unit of analysis and primary
source of data. | wanted to describe and understand how teacher leadership was enacted in the
school therefore; | chose participants who | thought displayed characteristics of teacher
leadership. | used the following criteriato guide my selection. Firstly, | looked for educators
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who were recognized by colleagues as being very influentia in school decision-making and
processes. Secondly, | was interested in educators who were accorded a high level of school-
based responsibility by both colleagues and the school management team. Finally, | also
considered the educator’ s role in making a significant contribution to an aspect of socia

justice in the school and the school community.

Using above criteria | was able to identify seven potential teacher leader participants.
However, being aresearcher in my own school context, | had to acknowledge the issue of
power relations between myself as a head of department and level one educators that
belonged in my department, and how it could possibly affect the validity of my result. |
therefore chose not to use any educator that was in my department. From the remaining four
educators, | selected three participants that | thought best epitomised the concept of teacher
leadership. | informed the three participants about the nature and purpose of the research and
the amount of work it would require them to do. | asked the three participantsto sign a
consent form (see Appendix 11).They were al excited to be part of the research project. All
three participants were female. This could have been alimitation to the study. | argue that the
issue of gender does influence the take up of teacher leadership roles. Grant lends support to
my argument when she writes, “where teacher leadership exists, stereotypic roles for men and
women may be ascribed” (20053, p.52).Therefore | believe that, the fact that all participants
were female might have influenced their enactment of teacher leadership within this particular

school context.

3.8 DATA COLLECTION

A multi-method approach was used to collect data. Data collection techniques were both
guantitative and qualitative. Being a novice researcher, | acknowledged that | had to develop
skillsrequired to collect case study data. Therefore, when the data collections instruments
were designed, | chose to pilot the focus group and individual teacher |eadership interviews
schedules. | wanted to ascertain during the pilot stage if there were any misconceptions,
ambiguities or redundancies regarding the interview questions and process. At the same time,
| used the piloting stage to develop my interviewing skills. | did not pilot the survey
questionnaires. These questionnaires were piloted and revised by Khumalo (2008) in her
teacher leadership survey study in 23 Umlazi schoolsin KwaZulu-Natal. | was confident that
the survey questionnaires would give me comprehensive coverage on the phenomenon of
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teacher leadership in the case study school. | believed that the nature of the other research
instruments such as the observation schedule, documents and the reflective journals did not
lend themselves to be piloted. These data collection instruments were not piloted.

My unit of analysis and primary source of data was the three teacher leadersin the school.
The secondary sources of data were the South African School Act (1996) and the Norms and
Sandards for Educators (2000) documents. Both documents have the notion of distributed
leadership embedded in them. Documents such as the minutes of staff meeting, management
meeting, the year planner and the Integrated Quality Management System (IQMS)
documentation also provided a secondary source of data.

Data collection procedures in case study research are not routinized (Yin, 1984, p.57). My
data collection process was not routinized but rather flexible and driven by convenience. | had
to be sensitive to the fact that most of my research instruments such as the focus group
interview, the individual teacher leadership interviews and the reflective journals required a
lot of timefrom my participants ( teacher leaders). In other words, | could only collect data
when it was convenient for my participants. The pace of my data collection process was
largely determined by my three teacher leaders. At times, thiswas frustrating to me as a
researcher but | took solace in the fact that their information was invaluable to meas a
researcher. | needed them and therefore | had to exercise patience during the data collection
process. The data collection involved athree level research process that began in October
2008 and continued up until April 2009.

3.8.1 School observation schedule

At thefirst level of the research process, | engaged in school observations, observing the
school as an organisation. Observation as aresearch technique is generally employed when
the researcher wants to study a phenomenon ‘in situ’. In other words, it offers the researcher,
the opportunity to gather ‘live’ datafrom naturally occurring social situations (Cohen et al,
2007). A school observation schedule (Appendix 1) was used to devel op a contextual account
of the school. The enactment of teacher leadership islargely influenced by its context
therefore having this knowledge about the context hel ped me as a researcher to understand the
socia interactions within the school and how this promoted or hindered the enactment of
teacher leadership. When collecting data using this instrument, | had to be very sensitive to
my own positionality, considering that this was my own school context. In order to get afair

assessment of the school context, | liaised with the principal, SMT members and level one
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educators. During informal conversations, | put forward to them some of the questions in the
observation schedule and asked them to express their views on the questions. Most of their
views about the school context were in agreement with each other, especially when the
questions required factual answers. However, the process also revealed some contradictions
and controversial issues. Whilst | had developed my own interpretation of the school context,
| felt that | had to cross check my interpretation with other individuals functioning in the

same context. This| felt would reduce my own personal bias and subjectivity.

3.8.2 Survey Questionnaires

At the early stages of the research, during the second week in October 2008, all educatorsin
the school were asked to fill in a survey questionnaire on teacher |eadership. Before they
filled in the surveys they were asked to sign an informed consent form (see Appendix 10).
According to Cohen et al (2007, p.205) “surveys gather data at a particular point in time with
the intention of describing the nature of existing conditions or determining the relationships
that exist between specific events’. A researcher using the survey technique, will be seeking
to gather large-scale data from a representative sample population in order to say with a
measure of statistical confidence that certain observed characteristics occur with a degree of
regularity (Cohen et al, 2007). In my study the post level one educatorsfilled in adlightly
different questionnaire (Appendix 2) to the SMT members (Appendix 3).

The questionnaires included both closed ended and opened ended questions. The post level
one educator questionnaire contained Section A, Section B and Section D. Section C was
incorporated in the SMT questionnaire. Section A and Section B included close-ended
questions while section D had open-ended questions. Section A required the participants to
fill in important biographical information with a cross format. The purpose of this
biographical information section was to reveal how variables such as, gender qualification and
teaching experience influences teacher leadership roles and teacher perceptions about
leadership. Section B1 was used to gather teacher’ s perception about leadership in the school.
Section B2 examined the extent to which teacher |eadership was happening in schools and the
roles teacher had taken up. Section B3 focused on teacher leadership rolesin various
committees. Section B4 examined what teacher’ s perceptions were of the leadership context
and culture in their schools. Section D contained four open — ended questions on teacher
leadership. These open -ended gquestions enabled participants to communicate their
experiences and opinions on a specific issue in their own words. Participants could explain
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and qualify their responses and avoid the limitations of preset categories of responses. The
weakness of opened questions was that they could lead to irrelevant and redundant
information (Cohen et al ,2007, p. 323) Despite thisweakness | believed that the open-
ended questionswere valuableinthat it provided athick and rich description of how
teacher leadership was being enacted in the school.

Surveys questionnaires are useful to collect data on phenomenathat cannot be directly
observed. Through the survey data, | was able to understand how most teachers in the school
perceived the enactment of teacher leadership in their school context, and the factors that
promoted and hindered this enactment. Surveys can be exploratory, confirmatory, descriptive
or analytical (Shavelson and Towne, 2002). | argue that this small-scale survey was
descriptive. According to Cohen et al (2007, p. 213) “descriptive surveys describe data on
variables of interests’. Variables of interest in the survey gquestionnaire were the teacher’s
per ception about teacher leader ship in schools and the extent to which teacher leadershipis
happening in schools. | am of the view that these variables were effective because it allowed
me to collect appropriate data that helped me in answering of the research questions. Surveys
are classified as longitudinal, cross-sectional or trend studies (Shaveson and Towne, 2002). |
believe that this small scale survey was a cross sectional survey because, according to Cohen
et al (2007), cross sectional surveys are used to gather information on a population at asingle

point in time.

One of the weaknesses of survey questionnairesis the low response rate and respondents
cannot seek clarification if the researcher is not present (Neuman, 2000). To overcome this
weakness, | asked my principal permission to address the staff on the issue of the survey
questionnaires. | strategically called for this meeting during exam time, because learners were
dismissed after they had written their exams and | knew that teachers would have some spare
timeto fill in the survey questionnaire forms without feeling burdened or pressured by atime
limit. 1 also used the opportunity to clarify any queries that arose and ensured all
questionnaires were completed and filled accurately. Most staff members compl eted the
survey forms during a staff meeting. | gave out five SMT survey questionnaires and 23 post
level one survey questionnaires. Cohen et al (2007, p.321) argue, “Self administered
questionnaires in the presence of the researcher yields greater returns and large amounts of
data can be collected simultaneously from alarge number of respondents in a short space of

time”. | received all SMT questionnaires back and 20 of the 23 of the post level one

50



guestionnaire back. Three post level one educators chose not to participate. In other words,
the response rate for the SMT questionnaires was a 100% whilst the level one educator’s
response rate was 87%. One advantage of questionnaires is that anonymity increases honesty
in responses (Neuman, 2000). The questionnaires were used to verify qualitative responses
from the three teacher |eaders, pertaining to the types and frequency of involvement in teacher
leadership activities. Furthermore, the data from the post level one questionnaires was used to
cross check, corroborate and verify responses from the SMT questionnaires. This revea ed
consensus, contradictions, tensions and dilemmas on the phenomenon of teacher |eadership as
perceived by the post level educators and the SMT. This, | believe enhanced the depth and
richness of the phenomenon under study. | argue that the questionnairesin this study served
as areliable foundation for questions used in the focus group interview as well as the

individual teacher |eadership interviews.

3.8.3 Direct observations

At the second level of the research process, | adopted a qualitative approach. Using ateacher
|eadership observation schedule (Appendix 4) borrowed from Harris and Lambert (2003) and
Grant’s (2008) zones and roles model for teacher |eadership ( Appendix 5), | observed the
three teacher leaders on aregular and on going basis during the fourth term of 2008 and first
term of 2009. | attempted to ascertain information about what |eadership roles they engaged in
and examined the zones in which they exhibited these |eadership roles. These zones included
leadership in the classroom (zone one) working with other teachersin the learning area (zone
two), leadership activities at awhole school development level (zone three) and finaly
leadership activities that extended into the neighbouring school community (zone four). |
deliberatel y chose these two terms because | believed that many leadership activities and
opportunities arose during these two terms. Observation is at the heart of interpretive research.
Yin (1984, p.84) describes how “direct observations can range from formal to casual data
collection activities’. My observation was more formalised because according to Yin (1984,
p.85) during “informal observation, the researcher measures the incidence of certain types of
behaviour during certain periods of timein the field”. During my observation of the three
teacher leaders, | directed my focus mainly on their leadership enactment. Furthermore,
Grant’s (2008) zones and roles model for teacher leadership also guided and directed my
formal observations of these teacher leaders. The aim of my research was to describe teacher
leadership in action. | wanted to capture this enactment of teacher leadership through direct
cognition rather than relying only on mediated or inferential methods (Cohen et al, 2007).
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Cohen et al, assert that, “ Direct observations have the potential to yield more valid and
authentic data” (2007 p.397). The observation schedule that | used to observe the three
teacher leaders was structured, with specific observation categories pertaining to the
enactment of teacher leadership. It was based on a continuum ranging from aweak to a strong
enactment of teacher leadership. The three teacher leaders were told during theinitial buy-in
stages of the research that part of the research study required me to observe them in the school
context. | assured them that | would be as non-intrusive as possible. However, observing the

three teacher leaders was not as easy as | initialy thought it would be.

It isdifficult to separate one' srole as aresearcher from that of ateacher when oneis
conducting research in one's own school context. Considering that | had afull teaching load,
it was difficult to find time to observe the three teacher leaders. | observed the three
participants during staff briefings, lunch breaks, school based professional development
workshops and during sporting activities times. | listened attentively to their accounts of what
had transpired in their classrooms during the teaching periods. | wanted afirst —hand view of
what was happening in their classrooms so | asked them for permission to visit their
classrooms during alesson. | told them that | identified them as teacher |eaders based on their
skills and characteristics that epitomised teacher |eadership and | wanted to see how they

enacted these skills and characteristics in a classroom situation.

In order to reduce the risk of alesson being orchestrated for my benefit, | asked for
permission to visit them unannounced. Permission was granted and | observed the three
teacher leadersin a classroom situation. | made detailed notes during the lesson. | used the
preset categories in the teacher leader observation schedule (Appendix 4) and Grant’s (2008)
zones and roles model for teacher leadership (Appendix 5.1) to inform my notes. | also used
an ‘analytical framework for teacher leadership’ (Appendix 5.2) to inform my observations.
The development of this analytical framework for teacher |eadership was ajoint initiative of
the ELMP, MED students and the research coordinator. It is an extension of the zones and
roles outlined in Grant’s (2008) zones and roles model for teacher |eadership (Appendix 5.1).
The roles were trandated into several indicators that depicted the enactment of teacher
leadership. The participants’ behaviour, actions and leadership activities were cross-

referenced with these indicators.
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During the last term of 2008 when exams had commenced and teaching was suspended, | was
able to observe the teacher leaders more frequently. | made comprehensive field notes on
what | observed about each teacher |eader on aregular basis, as well as entries on the
predetermined observation schedules. Cohen et al, warn that  “ Observation as a research tool
carries therisk of researcher bias and subjectivity. It is prone to difficulties of interpreting and
inferring what the data means’ (2007, p.412). Whilst | accept this as alimitation of the study,
| did attempt to reduce the element of subjectivity by firstly observing the participants over a

long period. Morrison argues that:

by being immersed in a context over along time a more holistic view will be gathered
about the interrelationships of factors. Such immersion facilitates the generation of
thick descriptions of social processes and interactions and this might result in accurate

explanations and interpretations of events (1993, p.88).

During observation there is also the problem of * participant reactivity’ (Cohen et al, 2007) in
that participants may change their behaviour if they know that they are being observed. This
poses athreat to the collection of authentic data. As an interpretative researcher, | was aware
of thisthreat and | tried to minimize it by extending the observation period over two terms
(five months). Cohen et al (2007, p.412.) refer to this as ‘ habituation’, when the researcher
remains in the research situation for such along time that the participants revert to their
natural behaviour. Secondly | always wrote detailed notes during or sometimes immediately
after the observation events. This hel ped to reduce selective data entry, which could have led
to interpretations becoming clouding due to alack of memory surrounding the observed
event. Considering the subjective nature of observations, | aso collected data through other
research instruments to provide corroboration and triangul ation to ensure that reliable
inferences are derived from reliable data. This, | believe, improved the trustworthiness and
validity of the data.

3.8.4 Sdlf reflectivejournals

At the third level of the research process, | adopted a more interior look or an ‘emic view’,
(Cresswell, 2002) into teacher leadership. The three teacher |eaders were asked to keep self-
reflective journals (Appendix 6). The purpose of the journal was to alow the teacher leader to
reflect on their lives as teacher leaders and to describe their experiences and make meaning of

those experiences. Seven journal entries had to be made over a period of five month, from
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November 2008 to April 2009. Self-reflective journals are useful as aresearch instrument
because they provide:

valuable accounts of the perspectives and interpretations of people in avariety
of educational settings and the ways in which educational personnel cometo
terms with the constraints and conditions in which they work (Goodson,1983,
cited in Cohen et al , 2007 p.198).

| avoided given all thejournal entries to the participants at one time because | did not want to
risk participant fatigue or frustration so | only gave them one journal entry every two weeks.
As an incentive and atoken of my appreciation, | gave each of the three participants’ a hard
cover 32 page journal and a pen. | appealed to them to alow me to photocopy each journal
entry as soon as they had finished with it. In thisway, | had a copy of each of the journal
entriesin case the journal got lost. Secondly, by collecting the journa's and photocopying
them on aregular basis | believed that this gave the participants intrinsic motivation to

complete each journal entry within the allocated period.

One the limitations of journal writing is that the researcher is not present at the time when the
participants are writing their journal entries and therefore the participants may not get
clarification on any queries they might have (Cohen et al , 2007 ).This might result in
misinterpretation of the questions. Being a researcher in my own school context helped to
reduce this problem because the participants had direct access to meif they were unclear
about any question in the journal entries. | firmly believe the strength of journa writing is that
it gives the participant enough time to think and respond to questions. However, it can be very
time consuming for the participants in that each journal entry can trandate into five to six
written pages. For the researcher this data collection method is also time consuming
especially, when the journal entry questions are being designed. Thereafter the researcher’s
role in this data collection method is limited to merely collecting the entries and photocopying

them.

3.8.5 Interviews

The teacher leadership interview process began with an initial focus group interview
(Appendix 7) with all three-teacher leaders at the beginning of October 2008.The purpose of
this interview was to outline the research process and obtain participant buy—in. Later in the
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research process during February and March 2009, participants were each subjected to a
loosely- structured individual teacher leadership interview (Appendix 8.1 to 8.3). The purpose
of theindividual interview was to allow the participant to elaborate on any issue raised in the
journal entries. Theinterview schedules were designed to elicit the three-teacher |eader’s
perceptions of teacher leadership and what they perceived to be the factors that promoted or
hindered their enactment of teacher leadership within that particular school context. The
interviews were used as a prime source of data. The *unit of analysis’ for both interviews was

the three teacher leaders.

3.8.5.1 Semi —Structured Focus Group I nterviews

According to Cohen et al (2007, p.376) “focus groups are contrived settings bringing together
a specifically chosen sector of the population to discuss a particular topic where the
interaction of the group leads to the emergence of data’. Focus group interviews are useful for
gathering data on collective attitudes, values and opinions, of a homogenous group of
participants (Cohen et al, 2007). The focus group interview with the three teacher |eaders was
aimed at obtaining several perspectives; and to elicit amultiplicity of views and emotional

processes associated with personal experiences of teacher leadership.

The focus group interview took place at my home and | arranged a date and time that was
convenient for all three participants. | informed the participants in advance that the discussion
would last about one hour. At theinitial stages of the focus group interview, | outlined the full
purpose of the research to the participants and | explained how the data was going to be used.
| told the participants that we needed to establish a sense of trust amongst each other. |
appealed to them to treat all information discussed in the interview as confidential and
acknowledge responsibility to ‘anonymise’ the data from the group (Gibbs, 1997, p.5.) Most
guestions in the semi-structured focus group interviews were open-ended which | argue was
appropriate because it allowed me as the researcher to probe further when the need for deeper
insight into an issue arose. | believe that by asking the participants to give examples of the
opportunities they created for teacher |eadership, it forced the participantsto verify their
responses. Through these examples, | gained a deeper understanding of the extent to which
teacher leadership was promoted or hindered by the school context. Using the semi-structured
focus group interview, | was able to ask relevant questions thereby directing the data

collection process towards the research aims. Cohen et al assert that “focus group interviews
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give the researcher more control over the research process because the questions used by the
researcher limits the discussion to the topic under investigation” (2007, p.376) .

To increase validity of data, | made atape recording of the focus group interview only after
the three participants granted permission. | alowed one person to speak at atime and all
participants had an opportunity to speak and give their views on each question that | posed to
the group. | facilitated the process and guided the discussion towards my research ams. | tried
to be agood listener and not to let my preconceptions and ideol ogies influence the research
data collected. In other words, | attempted to remain unbiased by the preconceived notions of
distributed leadership theory. This allowed me to remain sensitive and responsive to
contradictory evidence. Cohen et al argue that in focus group interviews the “ participants
interact with each other rather than with the interviewer and it is from the interaction of the
group that the data emerges’ (2007, p.376). The focus group interview focuses on subjective
experiences of people who had been exposed to asimilar situation. In this study, the focus

was on the personal experiences of the three teacher leaders in the same school context.

| argue that the focus group interview was useful as aresearch tool because it was
economical on time. A large amount of data was collected in a short space of time. | do
acknowledge however, that focus group interviews have their limitations. Firstly focus group
interviews may produce what | refer to as ‘ group think’, discouraging individuals who have a
different view from speaking out in front of the other group members. When | felt that a
contrived consensus was forming, | redirected the conversation to reveal the contradictory
views raised by individual participants. In thisway, | tried to ensure that when there was
group consensus, it was through negotiation rather than being contrived. This, | believe,

yielded data that are more authentic from the interview process.

Secondly confidentiality of the participants cannot be guaranteed (Kvale, 1996).Therefore this
might haveresulted in the participants not being completely honest about their values,
attitudes and beliefs that might have influenced the way in which teacher leadership was
being enacted in their school context and the possible factorsthat promoted or hindered the
enactment of teacher leadership. Despite Morgan’s (1994) reassurance that focus groups are
quick and arelatively inexpensive way of collecting data, the discussion from the interview
generated alot of datathat took along time to transcribe. A further criticism of focus group

interviews isthat group dynamics might lead to the non- participation by some members and
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dominance by others (Kvale, 1996). | argue that this generally happensif the sample sizeis
large. Therefore, | minimised this weakness by limiting my sample to only the three teacher
leaders and ensuring that questions were directed to all three participants. When | felt that any
one participant was monopolizing the conversation, | tactfully redirected the questioning so

that the other less vocal participants were drawn back into the conversation.

Like most data collection instruments, focus group interviews are also influenced by the issue
of power relations between the researcher and the participants and between the participants
themselves (Morgan, 1994). The participants might have perceived me as having power and
expert knowledge on the topic of teacher |eadership. Therefore, they might have been hesitant
to speak or express their own personal views on teacher leadership openly and honestly. |
tried to minimize this by reassuring participants that | was no expert on the topic of teacher
leadership, especialy within the South African context. Rather knowledge on the concept of
teacher leadership within a South African case would be created through the interaction
between the researcher (me) and the participants (them). This view of knowledge creation
(epistemology) is aligned to the interpretive paradigm. As | have argued earlier in this
chapter, | believe there was good alignment between the paradigm in which my research was
located and the data collection technique. During the focus group interview process, | aso
tried to ensure that my tone of voice was unintimidating and that my questions were not
heaped with academic jargon. This | believe contributed to the relaxed atmosphere that
persisted throughout the interview process, which might have improved the degree of honesty
of the participants’ responses, leading to greater authenticity and validity of data.

Ethical issues were addressed through the signing of informed consent forms and through
respondent validation. Participants were given the full transcripts of the focus group interview
to read in order to verify that spoken words were transcribed accurately and that there were no
misinterpretations of meanings. This contributed to the validity and trustworthiness of the
study.

3.8.5.2 Loosdly—structured individual teacher interviews

The purpose of my research study was to explore how teacher leadership was happening in
my own school. Therefore, | needed to ask questions about what teacher |eaders knew,
believed and did in the case study school. The data collection technique that | used to elicit

thisinformation was the “ Teacher Leader individual interview schedule’ (Appendix 8.1to
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8.3). Theinterview schedule was |oosdly structured because it was based on journal entries of
the individual teacher leader. Therefore, questions could not be planned in advance but
emerged as the research process progressed. Questions were aso different from one teacher
leader to the other depending on the responsesin their journal entries. According to Cohen et
al (2007, p.353), my research instrument could be described as an ‘interview guide approach’
in which topics and issues to be covered are specified in advance in an outline form and the
interviewer decides the sequence and the working of questions during the course of the
interview. In my interview schedule, three issues were outlined. | wanted to ascertain, during

the interview process, information about:

i) The personal attributes of teacher |eaders
ii) The zones and roles teacher leaders were engaged in

iii) The main barriers to |eadership that teachers experienced

Theissues outlined in the interview schedule were sequenced in a manner that allowed meto
ask the “what” questions first and then the “why” and “how” questions. According to Kvale
(1996, p.132) the researcher needs to ask easier less threatening questions earlier in the
interview to put the interviewee at ease. Once the teacher |eaders had completed their journal
entries, | collected the journal entries and read them. Thereafter | formulated a set of loosely
structured interview questions for each participant. The datafrom the journal entries of each
teacher leader informed and guided the ‘individual teacher leader’ interview process. An
appointment for an interview was made with each participant ahead of time. Prior to the
interview, | informed each participant that the interview would take about half an hour. The
context in which the interview was conducted was of critical importance. Dick (2005) cited in
Singh (2007) argues that naturalistic conversations might be encouraged in surroundings that
are as relaxed as possible. Therefore, | asked each participant to choose atime and place that
was convenient for them. The interviews were conducted at the home of each participant over
aweekend. | think the participants felt secure enough in their own home environment to talk
freely. At theinterview, | outlined the full purpose of the research and how the interview data
was going to be used. | assured the participants that all information would be confidential and
no names would be used in the transcribed notes. The three individual interviews were audio
taped only after each participant gave consent. Like in the focus group interview, using a tape
recorder helped to capture exact quotes, and it took the pressure off me as a researcher and

allowed me to listen attentively to each participant. However, the disadvantage of the
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audiotapeisthat it is selective, it filters out contextual factors, non-verbal and visual aspects
of theinterview (Cohen et al, 2007).

According to Cohen et al (2007), an interview isasocial interpersona encounter. Thus,
power-rel ationships could have influenced the interview process. My participants might have
perceived me (the MED student) as having knowledge and hence power. Therefore | took the
same precautions as | did in the focus group interview so as not to comprise the freedom and
honesty in the interviewee' responses. Like in the focus group interview, | listened attentively,
keeping my tone of voice and questioning at alevel that contributed to a relaxed atmosphere
aswell as avoiding academic jargon (Kvale, 1996). Furthermore, | acknowledge that being
the head of department interviewing post level one educators might have aso influenced the
honesty of the responses to any large degree. However, the participants and | share a
friendship built on mutual trust and respect. Therefore, | do not think my positionality
influenced the honesty of the interviewee' s responses. During each interview, | remained
impartia to the views of the participants (Kvale, 1996). | did not impose my own views nor
did | give any advice. However when | felt that the interview was losing focus | intervened by
asking another question relevant to the topic. | used the interview processto clarify any
misunderstanding | encountered in the journal entries and to probe deeper into issues that

were only briefly described in the journal.

Using this research instrument, | was able to collect alarge amount of data on the
phenomenon of teacher |eadership as experienced by each of the three teacher leadersin a
short space of time. Whilst designing the research instrument was not time consuming,
transcribing the large volume of data was. Each of the thirty-minute interviews was
transcribed into approximately 14 pages of textual data. The transcribing process for the data
collected from each interview took almost 5 hours. Nevertheless, | felt it was crucia to make
full transcriptsin order to minimize researcher biasness and subjectivity. Participants were
given the full transcript of their individual interview to read and verify. This processis known
as respondent validation and it contributes to the validity and trustworthiness of the study
(Cohen et al, 2007). One of the shortcomings of transcriptsis that they generally do not
include non-verbal gestures. However Cohen et al (2007) argue that even if the transcript does
include non-verbal gestures, it is still subjected to the reader’ sinterpretation. | tend to agree

with them.
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The strength of this research instrument is that it increases the comprehensiveness of the data
and makes data collection systematic for each respondent (Cohen et al, 2007). However, its
weakness is that the interviewee' s flexibility in sequencing and wording questions can result
in interviewee responses deferring thus reducing the comparability of the responses (Cohen et
al, 2007). Lincoln and Guba (1985, p.269) make the point that “the choice of interview typeis
linked to the issue of ‘fitness for purpose’. If aresearcher wants to acquire unique non-
standardized information about how an individual views the world, then the researcher should
engage in qualitative open-ended unstructured interviews. Thisis precisely what | did.

The interview process allowed me to gain adeeper insight into each participant’s
understanding of teacher leadership, as well astheir individual beliefs, attitudes and values
about their role as ateacher leader. Therefore, | argue that the research instrument was
efficient because there was a ‘fitness of purpose’ link between the research instrument and the

research questions.

3.8.6 Document Analysis

Documents are useful in “rendering more visible the phenomenon under study” (Prior, 2003,
p.87). The documents that | chose to analyse, to answer the research question included
documents such as the school year planner, minutes of staff and management meetings, IQMS
assessment documents of the three teacher leaders, as well as the Norms and Standards for
Education (2000) document and the South African Schools Act (1996). The school year
planner was used to determine the extent to which teacher leadership was being enacted in the
school context and what |eadership roles teachers engaged in. | wanted to explore whether
these educators had been nominated, delegated or did they spontaneously volunteer to be
involved in planning? | chose to analyse the school year planners over athree-year period
(2007, 2008 and 2009) to look for trends in teacher participation in leadership roles. | believed
that this trend would yield much more reliable data about how distributed |eadership was
being practiced in the schooal.

I chose to collect documents such as the minutes of the staff and management meetings, as
well as IQM S documentation of the three teacher leaders that were written in 2007 to 2009.
My choice was guided by the following reasons. Firstly, alarge volume of documents had
been generated for each particular year. Therefore, | limited the documents to those generated
in the years 2007 up until 2009 so that the data could be reduced to a manageable size for
analysis. Four hundred and sixteen pages of data were collected from the 2007,2008 and 2009
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documents alone. By restricting the number of yearsto 2007, 2008 and 2009 only, | may have
missed documentation that might have revealed how the three teacher |eaders enacted teacher
leadership in the previous years. However, in my defense | believe that what may not have
been reveal ed by the missing documents could be ascertained from the interviews and the

reflective journals.

In mid November 2008, the minutes of the staff and management meetings were formally
requested from the principal since these were officia school documents. | made photocopies
of the documents and return the originals to the principal. These documents were useful in
developing my understanding of the leadership roles enacted by the three level one-teacher
leaders. Were they influencing the culture of the meetings? How strong were their voicesin
these meetings? To get greater insight into the attitude and the beliefs of the SMT with regard
to distributed |eadership and teacher leadership, | analysed the minutes of the SMT meetings.
Did the SMT genuinely devote time and political will to address the matters raise by teacher
leaders?

The IQMS (integrated quality management system) documents and schedules were collected
because the data in these documents were a summative evaluation record of the teachers
performance in various portfolios. Level one educators are evaluated in seven performance
areas, and | believe that these performance standards (1-7) are closely linked to the four zones
in Grant’s (2008) model of teacher leadership. Furthermore, | wanted to know if the teacher
leaders were engaged in any leadership roles beyond performance standard seven.
Performance standards, 8 -12 are applicable to forma management personnel only (principal,
deputy principal and the heads of department). Were my teacher leaders engaging in any
leadership roles that were indicative of performance standards 8-12? | am of the opinion that
the IQM S documents were high on reliability and validity because the scoresthat teachers get
for each performance standard are normally back up authentic evidence. IQM S documents
are the private and confidential property of the respective educator and the school; therefore, |
had to get written permission from each participant granting the principa permission, to give
me a copy of each participant’s IQM S documents. Through the IQM S schedules, | was able to
ascertain whether my three teacher |eaders were involved in and served on the Developmental
support group (DSG) and the Staff devel opment team (SDT). Involvement in these
committees by the participants might signal atendency to engage in leadership activities at a

school level, in other words, in zone three.
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| also chose to analyse policy documents such as the Norms and Standards for Educators
(2000) and the South African Schools Act (1996). The Norms and Standards for Educators
(2000) document were used to inform the study on the seven roles that educators are expected
to take on, among them that of aleader, manager and administrator. The South African
Schools Act (1996) is explicit about the democratic management of schools. | believe that
both documents were relevant to the research aim because they have the notion of teacher
leadership and distributed |eadership embedded in them. One of my aims in this study was to
examine the extent to which these three teacher leaders enacted teacher leadership roles as
envisaged in these policy documents.

According to Yin (1984, p.80) the most important use of document analysisis to corroborate
and augment the evidence from other sources. Evidence from each source document was
verified against each other. | personally refer to this as an ‘inter- document verification
processes. The evidence from the document analysis was then crosschecked with data
collected from other research instruments. | was also weary of the fact that the documents,
especially the minutes of the staff and SMT meetings “should not be interpreted asif they
contained unmitigated truths” (Yin 1984, p.81). Rather, | acknowledged that these documents
were socia products and were written for some specific purpose and a specific audience other
than those of the case study (Cohen et al, 2007). These documents are often selective and
deliberately exclude detail. Therefore, they should be interrogated, contextualised, interpreted
and not just merely accepted. Thisis alimitation of using document analysis as aresearch
instrument. To minimize this weakness | was constantly guided by the following question “is
there any important information between the lines” (Cohen et al, 2007, p.195). | knew of
course that any inferences | made from the data in the documents needed to be corroborated
with other sources of information. A further criticism of document analysisisthat the data
comesin different forms and that makes analysis of the data difficult especialy if content
analysisis, being used to analyse the data (Yin, 1984). It is aso very time consuming

considering the sheer volume of data.

3.9DATA ANALYSIS

Considering that, | had collected different types of data | had to use different methods of
analysis. Data were analysed both quantitatively and qualitatively. However, some data were
highly descriptive, such as the data collected by the school observation schedule and the
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teacher leader observation schedule and required more of a narrative description rather than
an in-depth thematic analysis.

3.9.1 Quantitative Analysis

Data generated from the highly structured closed -ended questions in the survey
guestionnaires were analysed using the Statistical Package for Social Science (SPSS).
Descriptive statistical analysis was used to analyse the questionnaires. Prior to the data being
captured on the SPSS system, questionnaires were checked and edited to identify and
eliminate errors made by the respondents. Cohen et al (2007, p.503) describe descriptive
analysis as “ageneral type of simple statistics used by researchers to describe basic patternsin
data” Using descriptive statistics; | was able to transform large amounts of numerical data
from the survey into single numbers (usually percentages) which gave the data more
description and meaning between variables. It also gave more insight into the relationships
between different variables (Neuman, 2000). The SPSS program enabled the datain the study
to be summarized at a glance through a percentage frequency distribution. The large amount
of information gathered from the questionnaires was reduced into readable and anal ysable bar
graphs and pie charts. Descriptive analysis alowed information to be coded, which was useful
because it alowed meto link the analysed datato Grant’s (2008) model of teacher leadership.
The opened ended questions in the survey questionnaires underwent thematic content
analysis. The data were coded and classified according to themes and to Grant’s (2008) model
of teacher |eadership. However, the data could not be easily compared across participants and
were difficult and time consuming to code and classify.

3.9.2 Qualitative Analysis. Thematic Content analysis

Data from the interviews and journals were analysed qualitatively using thematic content
analysis. Content analysisis a process in which many words of atext are coded and classified
into fewer categories (Cohen et al, 2007). Ezzy (2002) argues that content analysts know in
advance what they are looking for in atext as well what the categories for analysis will be.

My second reason for using content analysis was “its flexibility in analysing data’ (Cohen et
al, 2007, p. 490). While inductive approaches may not occur during the early stages of content
analysis, they can be accommodated by content analysis later on in the analysis process as
new themes and interpretations emerged (Ezzy, 2002). Considering that my second research

question was a very opened —ended question, | had to allow for the possibility that new
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themes and categories could emerge from the data and that they could be analysed inductively
using the content analysi s process.

Cohen et al (2007) contend that the categories are usually derived from theoretical constructs.
In this study, the theoretical concept of distributed |eadership formed the background to the
analysis. | chose to use content analysis to analysis the data because my intention was to
analyse the textual data using Grant’ s(2008) zones and role model of teacher |eadership and
Gunter’s (2005) characterization of distributed leadership namely *authorised , dispersed and
democratic’ distributed leadership. Data analysis consisted of both description and thematic
development. Thematic concepts were generated through a process of coding described as an
operation by which datais broken down, conceptualized and put back together in new forms
(Neuman, 2000). Open coding was used to label and categorize phenomenon while selective
coding was used to integrate categories (Neuman, 2000) to build the initial theory framework,
i.e. distributed leadership. The data from the three teacher |eaders were compared, to identify
literal and theoretical replications across their cases. Any emergent theory was compared with
existing literature on distributed leadership and teacher |eadership to examine the similarities
and differences.

The unit of analysis was then located within its larger institutional context to determine the
factors that enhanced or hindered the enactment of teacher leadership. During the process of
content analysis, links were made between categories to ensure that the richness of the data
was retained. Recurring patterns and themes were examined and related to the theoretical
framework. The interviews and the self-reflective journal data were analysed in-depth.
However documents such as the school year planner, minutes of meetings (staff, SMT,
learning area, SGB meetings) as well as IQM S documents of the three teacher leaders were
analysed more broadly on a qualitative and descriptive level to determine the level at which
teacher leadership was enacted in the case study school. The limitations associated with the
content analysis process are that words are inherently ambiguous and therefore open to
misinterpretation (Ezzy, 2002). Secondly according to Cohen et al (2007, p. 490) coding and
categorising information may |ose the nuance richness of specific words and their

connotations.
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3.9.3 The Analytical tool: Grant’s M odel of Teacher leader ship

As aready discussed in Chapter Two Grant’s (2008) zones and roles model of teacher
leadership, demonstrates how teachers are able to lead in four areas or ‘zones (Grant 2006).
The diagram below represents Grant’ s (2008) zones and roles model of teacher leadership,

which was used for the analysis of the data from the three teacher leaders.

TEACHEER LEADERSHIP
First level of analysis: Second level of analysis:
Four Zones Six Roles
Ome One: Captivoring to teach and fuprowe ane s omm teaching
_--" - ’mme-:hssn:-om
- o Twe: Providing omrriothmn developmet kewnrledze

- "Wk iz writh other Three: Leading m-service education and aseiting ofter teachers
teachers and leathers
oxteide the clasooom  Fouwr: Partic pating tperformhance evahaticn of te achers
i ormioalar and
&xdTa-OTicu kT
artivities

_____ Three Five: Orgardsing ared le adivgg pee er Teviienars of school practics

Chateide fhe claseroomm S Partic patig o school level dec kior-making
~ i whole school

S~ denreloparient
S~ For Twe: Prowid bz amrrioaihen developerent kaoarladgze
Betmeer Three: Lead g theservice edhac ation and assisting ofher teachers
rweigtboaring schools
i the commrnmity

Fig 1: Towardsamodel of under standing of teacher leadership in South Africa by (Grant, 2008)

3.10 VALIDITY AND TRUSTWORTHINESS

Validity concerns whether a research instrument describes what it is supposed to describe
(Yin 1984). Did the instrument actually measure the concept in question and did it measure
the concept accurately? Cohen, et al explain how “In qualitative research validity might be
achieved through the honesty, depth, richness and scope of data, the range of the participants
approached, and the extent of triangulation” (2007, p.133). Lincoln and Guba (1985) develop
the notion of trustworthiness as akey principle in qualitative research. Trustworthiness entails
credibility and transferability, which is the extent to which the finding can be transferred to
other contexts (Bassey, 1999). However, as an interpretive researcher it isimpossible to
achieve absolute validity and trustworthiness in a subjective world were the aim isto
‘describe and not measure’ (Bassey 1999 p.75). As researchers, we should be conscious of

these issues and address them in our study. Validity should be seen as a matter of degree
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rather than an absolute state (Lincoln and Guba, 1985). According to Winter (2000),
trustworthiness of the study can be enhanced through prolonged engagement with the data
sources, persistent observations, adequate checking of the raw data with their sources and

triangulation of data.

As aresearcher in my own school context, the issue of my positionality became critical,
especially during the data collection and data analysis processes. In an attempt to reduce
researcher bias and subjectivity, | adopted a multi-method approach for data collection. As
already discussed, my data collection techniques include survey questionnaires, individual
teacher leader interviews, focus group interviews, document analysis, observations and
journal entries. By adopting a multi-method approach, | was able to achieve arich description
of how teacher leadership was enacted within the school context. The advantage of using
multiple sources of evidence was the development of converging lines of inquiry, referred to
astriangulation (Yin 1984). Triangulation is a process that “uses two or more methods of data
collection in an attempt to fully explain the richness in complexity of human behaviour”
(Cohen et al, 2007, p.141).Triangulation of dataimproved the degree of trustworthiness and
validity of my study. | believe that triangulation helped to identify multiple realities of the
participants. Considering that my research was located within the interpretive paradigm and
my ontological assumption was that there are multiple realities of teacher leadership, | am
confident that there was good alignment between my data collection processes, the research

paradigm and the ontological assumption guiding the research study.

Individual case studies should “speak” for themselves rather than being interpreted, evaluated
or judged by the researcher (Stake, 2005). In line with this thinking, | allowed the datato
speak for itself by tape recording all interviews, making full and accurate transcripts of
interview data, and avoiding selection of data. Through a rigorous data collection process,
constant cross- checking and verification of data from different sources, | was able to enhance
the trustworthiness of the data. The interview and questionnaire data combined into a
coherent, relevant explanation and argument. Evidence from the focus group interview was
used to corroborate evidence from the semi-structured interviews and to probe further the
responses to the questionnaires. As aresult, “a synergistic and co-coordinated chain of
evidence was created thereby increasing the validity of the results” (Anderson and Asrenaullt,
1998, p.156).
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3.11 ETHICAL ISSUES

According to Mouton (2001, p.38) “socia research is not avalue neutral activity. It involves
people and therefore it raises questions about ethics’. Ethics can be defined as “a matter of
principled sensitivity to the rights of others” (Cohen, et al, 2007, p.58). Case studies share an
intense interest in personal views and experiences. Participants' lives and expressions risk
exposure and embarrassment. Researchers are guests in the private world of the participants
(Cohen, et al, 2007). Therefore as aresearcher, it was imperative that | followed the three
basic ethical principles of autonomy, non- malfeasance and beneficence (Stake, 2005). |
needed to respect the autonomy of the participants, avoid speaking on their behalf and be
accountabl e to the participants. Furthermore, my research study should do no harm to the
participants, and not cause them any mental stress or trauma. Finally Stake (2005, p.447)
argues that there should also be “some benefits either directly to the participants, or to other

researchers and the community at large”.

In my study, different data collection techniques required different ethical considerations.
Signed informed consent letters serve as a‘moral obligation contract’ between the researcher
and the participants (Stake, 2005, p.447). The consent letters that | gave to the participants
outlined the exact nature and purpose of the research. The research aims and anticipated
consequences were communicated to al participants so that they knew exactly what they were
consenting to. | informed the participants that their participation was voluntary, and they
could withdraw from the research at any time. They were reassured that their identities would
be protected and disguised in the thesis. To this end, they were assigned aliases, thereby
guaranteeing anonymity and confidentiality (Winter, 2000).

| believe that that the issue of power relations in research should also be an ethical
consideration for the researcher. Therefore at no time did | use my position and power as a
head of department to influence any decisions made by the participants. As | mentioned
before, | was aware that participants might be intimidated by my perceived academic power
and as aresult, they might have been hesitant to express their personal views on the concept
of teacher leadership. In thisregard, | assured them that they were the ones with the power
because they were going to be the ones contributing to the body of knowledge surrounding
the concept of teacher leadership whereas |, as researcher, was merely the mediator of this
process. Furthermore, | tried not to pressurise my participants in any way or coerce them into

involving themselves in the research. Whenever | engaged in data collection techniques, it
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was always at their convenience. For me the issue of ethics transcended the boundaries of
ethical documents. Therefore, | am persuaded that ethical issuesin interpretive research is
more than the technical ethical forms that need to be filled, it was about socia responsibility
and personal integrity (Winter, 2000).

Ethical clearance for the research was granted by UKZN (see Appendix 12). My principal
also granted me permission to conduct the research in my school and access to al school
documents that were needed for the data analysis (Appendix 9). Throughout my research, |
was also guided by the principle of professional ethics, which relates to “researchers
membership of aprofession” (Mouton, 2001, p. 239). Researchers make a commitment to
search for the truth at all timesin the research and have a moral obligation not to fabricate or
falsify any information or misinterpret their findings in any way (Babbie and Mouton, 2001).
On the other hand researchers’ must acknowledge all the data sources, indicate the limits of
their study, report findings accurately and fully (Mouton, 2001). | am confident | observed all

of the above principles associated with professional ethics.

3.12 Limitations of the study

Throughout the chapter, | have highlighted some of the limitations pertaining to the study
itself. Limitations concerning the methodol ogy, data collection instruments, and the data
analysis process were discussed under these specific aspects of the study. In this section |
discussion limitations that exist at awider level of the study. One of the limitations of
conducting the study in my own school was the issue of my own positionality as well asthe
power relations that might have existed between me as the researcher (HoD), and the
participants (Post Level one educators). As aresearcher, | acknowledged that whilst | could
not eradicate this limitation | minimized the effects of this limitation by choosing participants
who were not in my department so that there was no conflict of interest. Whenever | engaged
in any data collection method, | always reiterated to the participants to view me as a
researcher and not their working colleague. | aways reassured them that whatever was said

during the research process was confidential and for the purpose of the research only.

Secondly, | engaged in the process of reflexivity. Reflexivity is defined as a*“ self- conscious
awareness of the effects that a researcher values, beliefs and attitudes can have on a study”
(Cohen, et al, 2007, p.171). Throughout the study, | engaged in disciplined self-reflection. |
was constantly aware of my own values assumptions and beliefs at all times throughout the
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research process. | made explicit to the readers how | gathered the data and how | viewed the
evidence emanating from the data. Case studies are prone to researcher bias and subjectivity
(Cohen, et al, 2007). | acknowledge that as an interpretive researcher, | could not be
completely unbiased, but | attempted to reduce bias by representing subjects, context and the
data accurately. Furthermore, my multi-method approach allowed me to engage in the
processes of, triangulation, respondent validation and reflexivity to reduce subjectivity and
increase validity. Triangulation was used “to counter misinterpretations, clarify meaning and
verify observations and interpretations’ (Stake, 2005, p.443). Similarly Cohen, et al, explain,
“Respondent validation allowed respondents to verify datato ensure that the researcher’s
personal bias has not influenced the interpretation of the data” (2007, p. 145).

Another limitation of case study methodology is that the results cannot be generalized. As an
interpretive researcher, | understood that in case study research the degree of externa validity
might be low. External validity is concerned with the extent that the findings may be
generalised to other contexts (Yin, 1984). According to Stake, the purpose of a case study is
not to generalise. He writes, “ The real business of case study is particularization not
generdizations’ (1995, p.8). My intention was not to generalise but rather to get athick
description of how teacher leadership was enacted in a particular context and time. A further
limitation of my study was the theoretical framework. The distributed |eadership theory that
informed my study has been formulated based on empirical research conducted in the western

world and not in Africa. Therefore, the interpretations of my results considered this limitation.

3.12 CONCLUSION

This chapter has reviewed the case study methodology used in this study. Data collection
instruments were interrogated to reveal their implementation procedures, their strengths and
weaknesses. Different types of data were collected therefore different kinds of analytical tools
had to be used. Data were analysed both quantitatively and qualitatively using the SPSS
programme and thematic content analysis respectively. Whilst the datafrom the interviews
and the reflective journals were analysed in depth, the data from the observational schedules
and document analysis were analysed at a more descriptive level. My data collection process
followed a sequential pattern. Thiswas largely because the many data collection instruments
informed one another. By using case study methodology, | was able to gather arich and in-
depth description of both distributed |eadership and teacher |eadership practicesin the case
study school. However, | do acknowledge that findings from the study cannot be replicated or
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transferred to another context and therefore generalisations of the findings cannot be made.
Whilst interpretive case study cannot escape the elements of subjectivity and researcher’s
bias, it can till claim to be valid and trustworthy. In this study, | employed the processes of
triangul ation, respondent validation and reflexivity to improve the degree of validity and
trustworthiness. | made a conscious decision to conduct my research with moral integrity and
therefore addressing ethical issues was a high priority in the research study. | must concede
however that as a novice researcher, much of my research was conducted through trial and

error.
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CHAPTER FOUR

PRESENTATION AND DISCUSSION OF THE FINDINGS

4.1 INTRODUCTION

In this chapter | present the findings that emerged from the data collected using the various
research instruments. Data from the school observation schedule, the teacher leadership
observation schedule, individual teacher leader interviews, the focus group interview, journa
entries and document were analysed using thematic content analysis. The survey
guestionnaires were analysed quantitatively using descriptive statistics such as frequencies
and percentages from the SPSS system as well as qualitatively using content analysis.

The textual datawere further analysed using Grant’s (2008) zones and roles model of Teacher
Leadership which | hereafter refer to as the model. Data were interpreted through a distributed
leadership lens and, in particular, Spillane’s (2006) ‘leader-plus’ perspective and Gunter’s
(2005) characterizations of distributed leadership as ‘ authorised, dispersed and
democratic’.This theoretical framing was discussed in detail in Chapter Two.

| begin Chapter Four by describing the work and the persona of each of the three teacher
leaders and | allocated them pseudonyms to protect their identity. My description of each
teacher leader focuses on their core leadership roles that they exhibited in the four zones as
outlined in the model. | attempt to sketch a picture of how these three teacher leaders
performed their leadership roles and, in doing so; | reveal how teacher |eadership was enacted
in the case study school. Finally | locate these three teacher |eaders within the larger school
context to determine the factors that enhanced or hindered their enactment of teacher
leadership.The following grid lends clarity to the identification and labeling of data contained
in this chapter.

Table One: Table showing identification and labeling of data.

DATA COLLECTION INSTRUMENTS | LABEL CODE | DATE OF DATA COLLECTION

Teacher survey questionnaires TSQ 28 August 2008
SMT survey questionnaires SSQ 28 August 2008

Self —Reflective Journal J October 2008- March 2009

Focus group interview FGI 12 November 2008

Informal observation I0OB October 2008 -April 2009

Individual interviews 1 February 2009
Document analysis DOCS 2007-2009
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4.2 THE RIPPLE EFFECT ‘ANALOGY’

| begin this chapter by presenting an analogy that | believe illuminated the enactment of
teacher leadership in this particular study. | use the analogy of the *Ripple Effect’ to describe
the enactment of teacher leadership. Being a natural science teacher, | am quite au-fait with
the dynamics surrounding the ripple effect movement. Here | simply refer to the rpple effect
movement as “the repercussions of an event or situations experienced far beyond its
immediate location” (Collins, 2004, p.1295). Consider the following, when you throw a stone
in the water, that little stone has the potential to set up larger wave movements in the huge
body of water. The wavesin theripple effect start increasing in size as it moves away from
the point of entry. When the stone enters the water, it submerges and sets up the ripples.
Theses ripplesfirstly change the physical appearance of the water and secondly theses ripples

might set up invisible underwater currents.

Furthermore, in the ripple effect movement, the larger the weight of the stone, the greater the
amount of ripple waves that are set up. When there are rocks in the body of water, the ripple
effect is affected. When awave in aripple effect hits arock, it sometimes moves around the
rock. However when the rocks are extremely large the ripple wave hits against the rock and
dissociates or it rebounds to the preceding ripple wave. Metaphorically speaking, that little
stone can be described as the level one teacher leader. The ripples that are set up can be
compared to leadership roles in the four zones of the model. The school as an organization
could be described as this huge body of water. The weight of the stone can be compared to
the enhancing factors of teacher leadership whilst the rocks in the water can be compared to
the barriers to teacher |eadership development. Having introduced the ripple effect anal ogy
that | believe aptly describes the enactment of teacher |eadership by the three teacher leaders
in my study; | shall use this analogy throughout the chapter in the presentation of my findings.
I now turn my focus to the three teacher |eaders and present their enactment of teacher
leadership in response to my first research question. | begin with Mary and thereafter proceed
to Jen and Jane respectively.
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43 THE ENACTMENT OF LEADERSHIP BY MARY, THE CURRICULUM
DEVELOPER
4.3.1 A description of Mary
At the time of the study Mary, a 34 year-old female, was married with three children and had
13 years of teaching experience. These 13 years of experience were acquired in the case study
school. Her qualifications included a Bachelor of Commerce degree and a Higher Diplomain
Education. She taught Accounting in grades 10 to 12 and Business Studiesin grade 12. Her
understanding of ateacher leader was: “a teacher who takes on a leadership role that is either
delegated by management or voluntarily, takes it upon oneself to head a committee. Teacher
leaders display vision and humility, and overcome obstacles’ (Mary, J, p.3). Most of the data
collected seemed to indicate that Mary was engaged in |eadership roles across all four zones
described in the model.

4.3.2 The expert practitioner in the zone of the classroom

Mary’s classroom practice reveaed her mastery in the commerce field. | had a glimpse of her
expertise during my classroom observation visit. “ She is creative and innovative with
teaching strategies and the resources used in her lesson” (10B, p.1).Through her teaching she
inspired and motivated learners to achieve a standard of excellencein their work. Her IQMS
report confirmed this: “ different assessment activities are employed by the educator to cater
for multiple intelligences and learning styles. Assessment informs multiple intervention
strategies to address specific needs of all learners and motivates them” (IQMS REPORT,
2008, p.3). She maintained “excellent classroom discipling” (10B, p.1) and had a meaningful
relationship with learners. This description of Mary was also reiterated in her IQMS report:

“ The educator creates a positive learning environment that enables all learnersto be
productively engaged in individual and cooperative learning. Learners are motivated and self
disciplined” (DOCSIQMS REPORT, 2008, p.1). Mary exhibited a high degree of pastoral
care for her students. This was evident when | visited Mary in her classroom and observed
one of her lessons. Her summative (IQMS) scores and report confirmed my perception and
evaluation of Mary’s classroom practice, which read: “ The educator uses inclusive strategies
and promotes respect for individuality and diversity” (DOCSIQMS REPORT, 2008, p.1).
Mary scored 51 out of a maximum 54 for the first four criteriain her IQM S evaluation. These
first four criteriaare largely concerned with classroom practice. The data seemed to confirm
that, Mary was first and foremost aleader in the classroom (zone one).
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The notion of the expert practitioner raises some important concerns for me. According to
Harris and Lambert (2003,p.43), “teacher leaders arein the first place, expert teachers who
spend majority of their timein the classroom but take on leadership roles at times when
development and innovation is needed”. How do Harris and Lambert (2003) quantify the
concept of “expert” in their definition of teacher leadership? | am of the view that teacher
leaders can be experts based on their qualifications, based on their experience or dueto a
combination of both their qualifications and experience gained on the job. | believe that there
are different levels of expertise. However considering the notion of life long learning, | argue

that the concept of expertise can be infinite.

My observations of Mary revealed that her teaching and assessment strategies illustrated
expert practice. | believe that her expert practice was due to her years of experience and her
expert knowledge of her subject. My perception was confirmed by Mary’s IQM S supervisor:
“The educator uses knowledge to diagnose learner’ s strengths and weaknesses in order to
devel op teaching strategies. Learner —centered techniques are used to promote critical
thinking. The report further attests to Mary’s expert knowledge concerning assessment
strategies: “ The educator’ s feedback on assessment activities is insightful, regular and built
into the lesson design. Assessment activities and provide insight into individual learner’s
progress’ (DOCSIQMSREPORT, 2008, p.2).

The above evidence also revealed that Mary was a reflective practitioner and engaged in

action research at a classroom level (zone one). Day and Harris argue that:

Being areflective practitioner involves a commitment to and development of critical
inquiry into the moral, ethical, and political issues embedded in the teacher leader’s
thinking and practice, on processes of decision making and on the students they teach
(2002, p. 968).

Most of these reflective practices were usually initiated to improve teaching and learning in
the classroom. Through the process of reflection, teacher leaders exercise responsibility and
accountability for the decisions they make in their teaching (Day and Harris, 2002). Mary

claimed that her many years of teaching experience had improved her knowledge and skills

and this had helped her to adapt when she was faced with the challenge of achangein the
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curriculum content. She qualified this when she said :“ When there where changesin the
accounting learning area. | was able to meet these challenges. | think it is because of my
number of years of experience in thissubject” (Mary I, p.7). In Mary’s case, it seemed that

teacher leadership was enhanced by the number of years of teaching experience.

4.3.3 Thecurriculum developer and mentor in zone two

In 2007, when the Commerce Head of Department retired Mary was asked by the principal to
take on the leadership role of Subject Head of Accounting. Minutes of a staff meeting held on
14 August 2007 attests to such adecision being taken: “I have asked Mary to head the
commer ce department. Are there any objections to this?” (DOCS, p.89). However, during a
post provisioning staff meeting held later in the year on 17 November 2007, it was established
that the school did not need a Head of Department in the commerce field but rather a Head of
Department in the Technology field. This meant that for Mary, the prospects of an internal
promotion were over. This unfortunate chain of events did not affect the manner in which she
executed her role as the subject head for commerce. She enacted the role with the same gusto

and momentum as before. She qualified this perception:

| was acting head of my subject, did it for no remuneration, but did it

because for the smooth running of the school and to let my subject grow

and at the same time keeping the interest of the learners, they are important

to me. | wanted to get the experience but at the same time get some recognition as
well (Mary, 11, p. 2).

The dataled me to believe that Mary was a curriculum developer (zone two, role two).

Most of her curriculum development initiatives were joint adventures primarily, between
herself and other teachers in her department though, at times, she did involve educators from
other departments as well. As a subject head, sheinitiated and led all subject committee
meetings. Her approach in curriculum development initiatives was innovative and pragmétic.
One of her visions as a subject head was to contextualize the EMS curriculum for her own

particular school context. She qualified this when she said:

advising educators under meto bringin alot of Accounting into EMS how to get
Accounting into the EMS curriculum because only 3 periods are allocated for EMS,
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So bringing in Business Economics and more accounting in grade 8 and 9 EMS
because, learners tend to have a problem with accounting at Grade 10 levels (Mary,

11, p.3).

The above quote also illuminated the mentoring role of this teacher leader. Mary was a
mentor to new teachers; she worked with other teachers, led in-service education and gave
assistance on curriculum related issues to other colleagues within the school. Thiswas an
example of teacher |eadership in zone two, role three of the model. Mentoring focused on

equipping teachers with skills and the knowledge. Mary explained:

I monitor educator’s performance with regard to curriculum completion and their
pacesetters. Together we formulate the programme of assessment for Accounting and
Business studiesin all grades. | get the teachers who are teaching a specific grade to
sit together and work on their programme of work at the beginning of the year. Then

we all sit asa bigger team and discuss what we are doing across the grades (Mary, J,
p. 7).

Although Mary’s formal leadership role as the subject head was delegated to her, it also gave
her the opportunity and the avenue to develop informal emergent leadership initiatives. The
above quote is an example of one such initiative. Mary believed that building confidence in
other teachers was central to her mentoring role. She explains. “ | advise my educators and
develop themto build their confidence so that they can try their best to learn these changes

and bring it to our learnersin what ever way it would be easier for themto learn” (Mary Il
p.7).

In her capacity as subject head, Mary participated in performance evaluation of the educators
in her department. This was an example of leadership in zone two, role four. Mary was a
member of the Developmental Support Group (DSG), which was a structural body that
formally evaluated educators for IQMS purposes. Apart from this formal evaluation, she also
engaged in informal peer assessment evaluation. She wrote in her journal: “.... with the new
teachers coming into the department, you have to be constantly watching over them and
making sure they are doing theright thing” (Mary, J, p. 9).These informal evaluation sessions
had a diagnostic purpose which was largely aimed at improving teaching and learning as

Mary describes: “If a teacher ishaving a problem with teaching a section, we try to identify
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what the problemis, we come up with plan and then put that plan into action and then we
evaluate the result and monitor the progress of the educator” (Mary, J, p.9). | argue that
Mary isreflective practice skills in the classroom (zone one) facilitated her success as a
reflective practitioner beyond the classroom (zone two). Therefore, | believe that the zonesin
the model are inter-related.

4.3.4 Leading in whole school development

At awhole school level, Mary held the portfolio of the school internal auditor, prefect
mistress and internal examination officer. These three roles, | argue, were examples of Mary
participating in school level decision-making (role six). The internal auditor and interna
examination officer roles were both delegated by the principal. Her role as the school internal
auditor led to her becomes the treasurer of the school finance committee. She was aso
involved in formulating the school financial policy as well as drawing up the school budget.
Mary believed that she was chosen for this role because of her accounting skills and expertise.
She qualified this: “When a head of an institution delegates something to you, you accept it
and go out there and try your best. You want that recognition. | feel it's” a honour to do
something in a leadership role. It gave me a chance to display my accounting skills’ (Mary 11,
p .6). Although she was a post level one educator, Mary sat in on all management meetings.
This| believe was largely due to the delegated formal |eadership roles that she took on.

Mary was also the prefect mistress in the school. She was nominated for this |eadership role at
astaff meeting, by the mgjority of the educators. Minutes of the staff meeting held on 19
January 2009 documented the following words said by the principal, “ the staff has
unanimously decided that Mary will be the prefect mistress for 2009” (DOCS, p.132). Mary
was responsible for the formulation of criteriafor prefect selection in consultation with the
staff and the Representative Council for Learners (RCL) body. She had to monitor and
evaluate the performance of the prefects on a continual basis. Mary attributed her successin
both the above roles to her years of experience. She believed that this experience had given
her an in depth insight into how the school operated. Mary qualified thisview: “ | have been
so long in this school. | know the learners who should be prefects. Also when | am planning
the budget I, know what to prioritize because | know what was happening in the previous
years’ (Mary Il, p.7). | argue that teacher leadership was enhanced because this educator had
athorough knowledge of the context in which she led. This alowed the teacher leader to
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make a more informed organizational diagnosis during the change process or when she led
any initiative at school level.

Minutes of a staff meeting held on the 6 of October 2008 documented the principal’s
decision to delegate the leadership role of internal examination officer to Mary and two other
members of the SMT. The minutes read as follows: “ Seeing that Mary is a matric teacher, |
have asked Mary to assist my two HODs in the control of the final exam. Are there any
objections to this decision? (Principal, DOCs, p.122). Together with the SMT, Mary prepared
the exam rooms, compiled class registers and seating plans for learners. She was also
responsible for the control of the exam papers as well astheir dispatch and collection.
However, | am of the view that the above role was more aligned to management activities
than it was to leadership because the emphasis was on getting systems to operate effectively
(Clark, 2007). Therefore, | argue that not only was Mary avisionary but she was aso a good
systems person. Minutes of a staff meeting held on 28" November 2008 documented the
principa’s acknowledgement of Mary’ s outstanding execution of her duties as an examination
officer. The minutes read as follows: “ | would like to thank Mary for the hard work she put in
during the examination and for her commitment in running successful exams’ (Principal,
DOCs, p.129). Mary’'s exemplary execution of her role as an internal examiner officer earned
her the position again the following year. The 2009 Year Plan document attests to such a
decision being taken by the SMT. Minutes of a staff meeting held on the 19" of January
documented the SMT support for Mary in thisrole: “* My management and | have asked Mary
to assist us again, with the internal examination” (Principal, DOC, p. 133).

For taking on these various delegated |eadership roles, Mary received incentives in the form
of her teaching load being reduced by five teaching periods. This gave Mary moretimein
school to execute her duties pertaining to the leadership roles delegated to her by the
principal. Mary’s motivation for taking up delegated leadership roles stemmed from her
personal desireto gain leadership experience, and to attain recognition. The following quote
attests to this perception: “1 did it to get the experience but at the same time get some

recognition aswell” (Mary 1 p.2).

In light of the above discussion, the data led me to believe that Mary was bombarded with
formal delegated leadership roles. Mary seemed to be experiencing ‘leadership overload'.
With the lack of time acting as amajor barrier, Mary sacrificed self- initiated emergent
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teacher leadership roles for delegated | eadership roles, because she did not want to fall into
disfavour with the principal. Mary endorsed this view: “sometimes you consider your
workload, can you cope with this. When you are delegated a duty, its something you have to
do, so you accept it. To initiate something you’ ve got to weigh your situation, where are you
at, Can | copewith this?” (Mary Il, p.6.). | believe that the lesson for principalsis that when
delegating formal |eadership roles, the leadership should be dispersed through the
organization, which will create an environment in which all educators are given an
opportunity to lead, while at the same time no one educator becomes burdened with too many
leadership roles (Katzenmeyer and Moller, 2001).

While most of the leadership rolesthat Mary had taken on were supported by the principal,
primarily because he had delegated them to her, there was one leadership role that was not
supported by the principal .Thiswas as the chief coordinator for the matriculation farewell.
The following quote attests to such aleadership role existing: “ Learners approach me to
organize the farewell for them because | was their matric form teacher and also, because |
am sociable and approachable’ (J, p.5). Matriculation farewell dances were not supported by
the principal, because of the learners behavioral problems. Mary claimed that this emergent
leadership role was one of the most memorable initiatives she had undertaken. This leadership
role forced her to challenge the status quo because she defied the wishes of the principal.
Using the theoretical lens of Gunter’s (2005) characterizations of distributed leadership, |
argue that this leadership role was an example of democratic distributed |eadership. Mary
believed that that this defiance was worth it because it was done in the interest of the learners:
“My principal was negative because heistotally against parties and farewells because
sometimes some lear ners become intoxicated. What about the other learners, why should they
be deprived of a farewell” (J, p.5). The principa’s lack of support for Mary in taking up this
leadership role was summed up in this quote: “He always has to second guess your decisions.
He did not attend the function although most teachers and all the members of the SGB
attended the matric farewell” (Mary J, p.5). In relation to the same event, Mary wrote: “I

wor ked on the venue, catering, invitations, décor, music and the security. Planning and
organizing this function was difficult because the school played a very small role. | got an

opportunity to work closely with my learner’ s parents who assisted me” (Mary, J, p.4).
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Mary believed that attaining success in one leadership role, gave her the confidence to take up
other leadership rolesin the school. She qualified this: “ Even getting together and sorting out
a staff function or social event, | was able to do that because | was confident and | had got the
experience from doing the matric farewell” (Mary 11, p.1). Mary aso believed that she
achieved success in this |eadership role because she invited collaboration and teamwork, as
the following quotation suggests: “1 was able to do a matric farewell, something that | have
never done before, but working with a few colleagues on the staff and learners, we were able
to pull it off” (Mary 11, p.1). The above quote also highlights teamwork and collaboration as
important prerequisites for teacher leadership. Like the ripple that hits arock and slowly
moves around it, | argue that when Mary encountered the principa as abarrier to her
leadership, she strategically maneuvered around this barrier by enlisting the help of the
parents and the SGB members. In thisway, she gained their support and, in doing so, she

legitimized her leadership role in the school.

4.3.5 L eading across schools and into the community

Mary exhibited teacher |eadership in zone four of the model when she operated as the cluster
coordinator for accounting in the circuit. This leadership role gave her the opportunity to
create other informal leadership roles such as curriculum developer, mentor and community
developer. She wrote in her journal: “ As a cluster coordinator, | liaise with educators in my
circuit on the current issues related to my field of study and the curriculum.l network across
schools in the community” (Mary, J, p.15). This quote suggests that Mary led in-service
education and assisted educators across the schools in the community and provided
curriculum development knowledge to them (zone four, role two). Mary endorsed this view:
“as a group, we look at individual problems that educators have and try to assist them, to
overcome the problems, by giving them a case study, and how to approach it” (Mary, 11, p.3).

Mary also made mention of the initiative she led in the community:“ As a cluster group we
decided to help the learners in the community. Last year (2008), | gave accounting tuitionsin
arural school in the community, to Grade 12 learners who had failed in 2007” (Mary, J,
p.15). Therefore | argue that Mary’ s leadership role in the community was not only limited to
her interactions with teachers but it included learners as well. Mary did not only rely on the
formal cluster meeting to liaise with her colleagues from the neighbouring schools but
engaged in peer coaching over the telephone as well. The following quote attest to the
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relationship that Mary has with her cluster educators: “ | keep in touch with the other
educatorsin my cluster group by sending them sms about assessments and curriculumissues

in accounting and business studies’ (Mary 11, p.7).

Mary was initially nominated to take on the leadership role of cluster coordinator in 2007.
However, in 2009 she was not re-elected as the chairperson. With much dejection Mary
explains: “ Thefirst year | was nominated and | accepted the role, because these were young
teacherscoming in and | felt that | knew what was happening so let me take on therole .l was
a cluster chairperson for quiet a few years, now | amjust a secretary” (Mary, 1, p.3). The
magjority of educators chose the new cluster chairperson democratically. In Mary’s case, it
seemed that a democratic process prevented her from taken up this leadership role. Mary
believed that the knowledge and skills she gained as the cluster coordinator (zone four)
assisted her in enacting her leadership role as a subject head (zone two). Mary qualified this:
“| attend workshops in my district and cluster and | have a close relationship with my subject
advisor in my area but | also liaise with the subject advisor in the Durban region. My role as
a cluster coordinator has allowed me to give better advice to my teachersin my department”
(Mary Il p.7). | argue that this further developed her expertise as a classroom teacher (zone
one). This supports my earlier claim that the four zones in the model are inter-related and that
attaining confidence in one leadership zone encourages the teacher leader to take up
leadership rolesin other zones. In other words, the repercussions of one leadership role were
experienced far beyond its immediate location. Therefore, | argue that the ripple effect is an
appropriate analogy to describe the enactment of teacher leadership in this particular case.

The data also led me to believe that Mary prioritized her leadership rolesin order to
strategically overcome the barrier of leadership overload. Although she executed all her
leadership roles with efficiency, she only made personal sacrifices for the leadership roles she
felt passionate about. When | brought thisto her attention in the individual interview, she
said:
Some of the leader ship roles are more important than the others. It depends on
whether these leadership roles are going to ... to have an effect on the teaching and
learning in the school. If that leadership role and the way | perform, it is going to
affect the academic performance of my learnersin any way. Then | will go all out. The

other rolesthat do not have a direct impact on my learner become secondary (Mary
1, p.6).
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| argue that the above quote aluded to the fact that Mary, the expert teacher, prioritized
leadership for teaching and learning purposes. Having concluded my discussion on the
enactment of teacher leadership by Mary, | now move on to discuss the enactment of teacher
leadership by Jen.

44THE ENACTMENT OF TEACHER LEADERSHIP BY JEN, THE
UNDERQUALIFIED TRANSFORMATIVE LEADER

4.4.1 Description of Jen

At the time of the study, Jen was 28 years old with six years of teaching experience. She

taught English to grade 11 learners. She was married and had one child. Jen was employed as

agoverning body educator. Her conceptualisation of |eadership epitomised the concept of

distributed leadership practice:

To lead is to acknowl edge others who you may encounter, learning from them and
teaching them. A leader triesto develop the leadersin other people. Leadershipis
about listening, listening to people sideas and taking all of this listening and putting
it into practice. | think anyone in an organization can be a leader, even if they are at
the bottom of the ladder (Jen, FGI, p.1).

This view was al so supported by observational data: “ Jen appeared to be highly creative and
innovative person who had a charming, charismatic and energetic disposition” (10B, p.3).
Jen had exceptiona motivation skills and was a constant source of inspiration for educators
who were generally highly frustrated with their work. Her philosophy in life was: “It is better
to have tried and failed than fail to try” (Jen, I, p.2). She had an excellent work ethic that
was characterised by integrity, transparency and fairness. Jen led by example and her success
in her leadership roles was attributed to her strong sense of accountability and reliability. Jen
was studying towards her Bachelor of Education degree (Bed) through UNISA and had
completed two years of her studies. She believed that she was the classic all rounder who was
multitasked and multi-skilled: “ throw anything at me and | will do my best to solveit, | am
knowledgeabl e about many things, socially, physically and spiritually | keep abreast with
regardsto all of this” (Jen, J, p.12). When | compare Jen to the stone in my ripple effect
analogy, | argue that in Jen’s case the stone would weigh alot. The weight of the stone would

be the sum of Jen’s knowledge, experiences and, most importantly, her leadership skills.
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Therefore like the heavy stone that would set up many ripples in the body of water, | believe
that Jen’ s experiences, knowledge and her leadership skills allowed her to engagein
leadership roles across al four zones in the model. In the next part of this section, | focus on
the various leadership roles that Jen engaged in, within the school and beyond the school into

the community.

4.4.2 Teacher leadership for transformation and change

Jen strongly believed that teacher |eaders are change agents and her view of teacher
leadership was closely linked to that of Crowther (2002). Crowther (2002 p.xvii) argues that
“teacher leadership is about action that transform teaching and learning in the school, that ties
school and communities together on behalf of learning, and that advances social sustainability
and quality of life for acommunity”. This view of teacher |eadership resonates with Shield's
(2004) description of transformative teacher leaders. Shield (2004, p.109) argues that
“transformative teacher |eaders challenge existing beliefs and practices, and grounds
educational |eadership in some criteriafor social justice”. | argue that Jen’s understanding of
teacher leadership fell within the democratic distributed |eadership framework and the
following quote supports my argument: “ For me teacher leadership is about creating
together with others a new future that will encapsulate the new beginnings we all dream
about, moving from the old pattern of thinking to the new. Teacher |eadership is about

owning the picture of the new way that others buy into the process’ (Jenll, p.1).

Evidence emerging from the data seemed to suggest that Jen’ s perception of teacher
leadership was in accord with her enactment of teacher leadership. Through her enactment of
her leadership roles, Jen promoted social justice issues as an emancipatory leader. Jen
believed that teachers through their leadership practice make a call for action and change. She
justified this: “People are always caught in a rut; we don’t tend to use the new pattern of
thinking. We always want to do it the way things were always being done. Therefore, | believe
we should now just take up arms and move forward. It is no use leaving change behind. We
should give change a chance” (Jen, I, p.2). Thisisin line with the view of Harris who argues
that , “Contemporary leaders are effective agents of change” (2003, p.13). Similarly, Morrison
describes how “education and change are inescapable” (1998, p .3). Jen was driving the force
of change in the school. Despite being an under-qualified teacher, she was instrumental in re-
culturing the school environment in which new and expansive patterns of thinking were been
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nurtured. For example later on in this chapter you will learn how Jen used areligious forum to
address a socia issue like drug abuse in school. Through her leadership roles, Jen created “an
environment where people tap into their talents and commit their skills and knowledgeto a
common course of action” (Moloi, 2002, p.2). Therefore | believe that Jen’ s enactment of
teacher leadership fell within Gunter’s (2005) democratic distributed leadership
characterisation.

4.4.3 Leading in the zone of the classroom

Data collected from the IQM S documents as well as observational dataled me to conclude
that Jen was aleader in her classroom (zone one). Like Mary, Jen she was able to improvise
with resources and designed learning programmes that were appropriate for the learners. Her
IQMS supervisor noted: “Jen’s lessons are structured and clearly presented. A wide variety of
assessment techniques are used, allowing learners to demonstrate their skills and knowledge”
(DOC IQMS, p.4). Jen was able to maintain discipline in her classroom in an unthreatening
manner and had a meaningful relationship with her learners. She explained: “1 think teacher
leader ship beginsin the classroom, where the teacher is confident and works with the
learners encouraging them, and teaching themwith passion” (Jen, I, p.2). My observations
were further supported by Jen’s IQM S report which described her as an educator: “who
creates and organizes a suitable learning environment in which all learners are engaged in
appropriate activities The learners are disciplined and the learning environment is free of
discrimination” (DOC IQMS, p.2). Implicit in the IQMS report was the notion that Jen’s
behavior as aleader in the classroom had a social justice element to it. Astin and Astin (2000,
p.11), argue that transformative teacher leaders “encourage respect for differences and
diversity”. This again augments my argument that Jen was indeed a transformative teacher

leader because she created alearning environment that was free of discrimination.

From my observations of Jen during the two terms, it became clear that Jen displayed a great
deal of pastoral carefor her learners. My observations were supported by Jen: “1 know my
learners on a one to one basis. | have developed a relationship with them. | empathise with
them when things go wrong and | praise them when things go right” (Jen FGI, p.3). Jen was a
constant source of motivation and inspiration for her learners in the classroom and that
attitude had transcended to the staff as well. The following quote expressed Jen’'s feeling
about teacher leadership: “I think in that way a teacher leader is becoming a role model and

setting a good example for learners .| am always inspiring, encouraging and motivating
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learners and educators’ (Jen, 11, p.2). Despite the positive comments made about Jen’s work
in the IQM S report, her IQM S scores for the first four performance standards were low
because she attained a score of 36 out of 54. | believe her scores were not a true reflection of
her classroom practice and were probably influenced by alarger school practice that
perpetuated the perception that under -qualified teachers should not be given high scoresin
their IQM S reports. In contrast to the implications of the low IQM S scores, Jen showed
evidence of reflective classroom practices which were centered on improving teaching and
learning: “Jen began the lesson by reflecting on the previous day’ s lesson. She spoke to the
learners about time management, which seemed to be a problemin the previous lesson”
(I0OB, p.6). Jen confirmed: “ At the end of a lesson | always reflect on the lesson. What was
good about it and what was bad, | sometimes change my method of teaching and | do the
lesson again to seeif the learners performanceincreases’ (Jen, 11, p.2). These action
research plans were mostly self- initiated, emergent and illustrated an example of leadership

in zone one, role one.

4.4.4 Leading as a mentor within the school (zone two)

Jens' |leadership rolesin zone two were largely restricted to informal leadership roles while
formal leadership roles were the domain of the HoD. The dataled me to conclude that Jen felt
threatened by her HoD because of her employment status:. “| feel subjected to those above me.
| feel | don’t want to overstep or overplay my part or my role as an educator, | feel | have to
step in line with the way things are done in my school and in my community” ( Jen FGlI, p.3).
Jen was cautious in that she never wanted to challenge her HoD on any curriculum issues and
believed that if she challenged the HoD her employment could be jeopardized. When Jen
assisted other teachersin the English department, it was because she was mandated to do so.
However the lack of formal |eadership roles within zone two did not prevent Jen from forging
close relationships or building a rapport with other teachers through which mutual learning
took place. Her role as a mentor to new educators (role three) was largely on an informal
basis. Jen led informal in- service training in curricular and extracurricular activities for new
and inexperienced teachers. Her mentoring role involved: “ working with other teachers and
those who were new who came in, encouraging them and giving assistance where needed,”
(Jen 11, p.2). Through this mentoring role, Jen was able to build skills and confidence in other
teachers. During peer- coaching sessions, Jen was always cautious and conscientious of her
employment status in the school because even after she gave comprehensive guidance to the

new educators, Jen always said something like * please verify this with the HoD before you do
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it” (10B, p.5). This perception was corroborated by Jen during the focus group interview, she
lamented,

Okay, | feel sort of entrapped. | feel | want to explode or burst into a new dimension,
however | feel trapped like in a cocoon and | think | feel this way because | have
reached and attaining being a teacher leader in my classroom. | need to go to another
level, wanting to experience something new and different and wanting to be given the

opportunity to do something else for the betterment of others (Jen, FGI, p.3).

The above quote suggested that Jen’s |eadership practices in zone two were been suppressed
by the school culture and the HoD in particular. It also illuminated how teacher leadership
roles were progressive, moving from one zone to the next zone. Jen suggested that since she
had attained alevel of leadership in the classroom (zone one) she felt that she was ready to
lead in the next level that was zone two. In other words, Jen perceived the enactment of
teacher leadership rolesto be similar to the ‘ripple effect’” analogy. With regard to
extracurricular activities, Jen held the leadership position of housemistress and she
coordinated and led al sporting activities for that particular sporting house. She qualified this:
“Last year during the athletics period of training, | worked with all teachers for the sport. |
did the warm up exercises and showed them (other teachers and learners how it is done by
going on the floor and demonstrating” (Jen, J, p.18). The above quote illustrated that Jen was
arole model to the educators in her group because she led by example. It also demonstrated
the passion with which this teacher leader executed this self- initiated leadership role.

4.4.5 Leading at a whole school level (zonethree)

Jen’ s leadership roles at a broader school level (zone three) were both delegated |eadership
roles as well as self- initiated emergent roles. Jen was delegated the role of the staff secretary
by the principa. However while Jen perceived her role as a staff secretary as one of
leadership; | argue that it was more aligned to an administrative role. The self initiated
emergent leadership role that Jen created for herself was that of the staff event coordinator.
Jen was always interested in building cordia relations amongst educators in the school and
she believed that socia events would be away of bringing the staff together. She was hopeful
that the cordial relations fostered during these socia gathering would spin off into the
working relationships as well. The following quote attests to this: “ | want the staff to be one
big happy family. We must all work together as a team and forget our past problems so that
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we can move forward. Having staff functions is one way of bringing the staff together” (FGlI,
p.7). The data suggested that Jen was re- culturing the school environment so that it resembled

aprofessional learning community as described by Katzenmeyer and Moller (2001).

The second of Jen’s emergent |eadership role in zone three was when she initiated discussions
for the development of the school religious policy. She led her team in the development of a
very comprehensive school religious policy: “ The staff knowsthat | can lead. | led them,
when we had to come up with a religious policy. | was instrumental in drawing up the school
religious policy” (FGI, p.8). Jen believed that her success in thisinitiative was attributed to
her work ethic. In line with the thinking of Katenzmeyer and Moller (2001), | believe that Jen
was able to influence her colleagues due to the creditability that she earned in her past actions.
In Jen’s case she had areputation for being accountable and responsible. Jen’s leadership role
in the religious policy initiative, gave rise to another leadership role which arose when Jen
decided to lead religious service meetings for Christian learnersin school every Fridays,
during breaks: “ I, conduct religious service once a week in the school” (Jen 1, p.2). This
initiative was supported by both the SMT and the principal: “It did not bother themthat | was
not qualified. They know my ability; they know | can get the job done’ (FGlI, p.8).

Sacrificing her lunch breaks might have been an indication of Jen’s passionate for that
particular initiative. She used these meetings as a forum to invite community leaders and
religious leaders to come to school and give learners motivational talks on drug and alcohol
abuse. She confirmed this“| get the local church leadersto come to school and motivate our
learners’ (Jen, 11, p.2). Thisleadership role was an example of leadership in role six because
it was linked to whole school decision -making. Furthermore | argue that this initiative was
the enactment of authentic teacher |eadership because it was altruistic in nature. Jen had made
personal sacrifices for the betterment of the learners and the school and community at large.

In the next section | focus on Jen’ s leadership role in the community (zone four).

4.4.6 Leading in the community (zonefour)

Jen leadership role in the community was restricted by her employment status.

Although Jen did not have any formal leadership role at a cluster level with regards to
curriculum development (zone four, role two), she did get involved in interschool networking.
Together with teachers from other schools, she set up supportive structures to discuss learning
area matters as the following quote attests:. “| liaise with teachers from other schools and we

share material pertaining to our learning area” (Jen I, p.4). Jen believed that opportunities,
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for attaining aformal leadership role at cluster level were restricted by virtue of the fact that
she was considered to be under qualified and because of her governing body status: “ When
they hear that you are gover ning body employed they don’t want to nominate you because
they are not sureif you will have a job next year. They want someone who is stable.” (Jen, J,
p.10).

Paradoxically while Jen’ s status as a governing body educator hindered her teacher leadership
roles in some zones, it had also enhanced her role as ateacher leader in other zones. The data
suggests that Jen was always trying to prove her worth in the school by initiating new projects
that were aimed at making a meaningful contribution to the school. Could it be that her lack
of job security was driving Jen’ sintrinsic motivation to constantly prove her worth by taking
on delegated |eadership roles? In summary | argue that Jen enacted emergent teacher |eader
roles which laid the foundation to challenge the social injustices in the school. This | believe
was an example of transformative leadership within a democratic distributive |eadership
practice. Jen was an example of a democratic distributed leader who laid the ground work for
challenging social inequities and inequalities (Shield, 2004). | move on now to present the
enactment of leadership by Jane, the final teacher leader in the case study.

45THE ENACTMENT OF LEADERSHIP BY JANE, THE HUMANITARIAN

4.5.1 A Description of Jane

Jane, a 25 year old female, had been teaching for three years at the case study school as an
unprotected temporary educator (UTE). She had a degree in information technology but she
did not possess ateaching qualification. Jane taught English and Technology to grade nine
learners and understood teacher |eaders to be: “ practitioners who are empowered to make
critical decisions about the process of education” (Jane, 11, p.3). She believed that they:
“seize the opportunity and take the initiative, improvise and makes things happen” (Janell,
p.1). Like Jen, Jane viewed teacher |eaders as role models. Jane attests to this: “You should
have excellence as your standard, it’s no use going out there and asking your colleagues if

their work is up to date, or if their filesare up to dateif yoursisnot in order” (Janell, p.2).

Unlike Mary, Jane believed that teacher |eaders were life long learnersin their subject matter.
She alluded to this point when she said: “ | wouldn’t say experts because each day we learn
new things. No one is an expert but they should be one step ahead to be a mentor, in the
leadership skillsas well as knowledge” (Jane 1, p.3). Jane believed that in the absence of
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leadership skills, even the best curriculum experts might find it difficult to lead and mentor
other teachers. She questioned the concept ‘expert’ and acknowledged that certain personal

attributes promoted success in teacher |eadership roles:

....you should have good communication skills, be able to communicate

with your colleagues. You should also be courageous and take on challenges.
You should be able to communicate with one another, so you can

get the person on your side. You have to get them on your side, so they

will follow you, to see the light that you see and follow on the same path
(Janell, p.2).

Implicit within this quote is the notion that teacher leadership is about influencing colleagues
towards a common vision. Furthermore, like, Harris and Muijs (2007), Jane believed that
purposive action from the principal would enhance teacher leadership opportunitiesin the
school for herself aswell as other teachers. She explained that: “ Teacher leadership can be
promoted when the head teacher focuses on creating a caring ethos wher e teachers feel
supported and valued, where you are also given opportunities to work with and learn from
each other” (Jane J, p.1).

4.5.2 Thealtruistic and reflective practitioner in the zone of the classroom

Jane was a charismatic teacher who led her learnersin the educational process. Her leadership
role in the classroom (zone one) was largely attributed to her reflective practices. She
explained: “ ...to be a better teacher leader in the classroom you must have the knowledge on
how to present subject matter, how students learn the subject and the available curriculum’
(Jane, J, p.9). The data suggested that Jane had great insight into how she planned and
executed her lessons and | argue that having this insight resonated with the art of reflective
practice. When | observed Jane in her classroom, immediately after the lesson, she amost
spontaneously began to evaluate her lesson: “ She critiques the lesson, identifies the problem
areas of the lesson and proposes possible solution to the problems” (I0B, p.6). Day and
Harris (2002) argue that teacher leaders need to evaluate their lessons and reflective on their
practices, and this leads to continual professional development and effectiveness and resultsin

over all school improvement.
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In her IQM S report, Jane was described by her DSG as: “...educators who organises a
positive learning environment. The learners are engaged in appropriates activities and are
encouraged to be self discipline. The educators acknowledges and respects individuality and
diversity” (DOCS IQMS, p.1). While Jane's IQM S scores were not as high aMary’sor Jen's
(DOCS, IQMS, pp.1 -4), | noted that Jane was given a higher score for issues dealing with
human relations. Her teaching methodol ogy was dominated by a sense of humanity and
empathy towards her learners: “We should not give up on our learners, even the weak one;
they are the ones that need the extra help” (Janell, p.9). Jane was the classic humanitarian
because she exercised patience and tolerance especially with learners that had barriersto
learning. Ironically it was for this very same reason that Jane’'s IQM S score centred around
the average mark. Jane spent so much time assisting learners with barriers that she had fallen
behind the time frames set out in the work schedule. When | brought this to her attention she
explained: “1 have to go at the pace of my kids. How can | move to a new section if my
learnersare still battling with what is being taught to them? Especially the English second
language learners’ (10B p.2). This quote captured the altruistic nature of teacher |eadership
that was enacted by Jane. Jane challenged the status quo and was prepared to sacrifice good
IQMS scores, which had a monetary gain attached to it, for the betterment of learners.

Jane’'s IQM S report made reference to the fact that her lesson planning supported the needs
and the development of learners’ skills and knowledge: “Lessons were appropriately tailored
to address learner’s strengths and weaknesses” (DOCS, IQMS, pp.1 -4). What emanated
from the IQM S report was that Jan€e' s strength as a teacher leader was not so much in her
expert knowledge of the curriculum but her compassion for children with barriers to learning.

My observation of her lesson confirmed this. “ She focused on the weaker |earners whilst
giving the intelligent learners the necessary guidance they needed” (10B, p.7 Jane did not
neglect these learners but rather she instilled in them a sense of purpose and pride. Despite
Jane' s success in leading in the zone of the classroom, she did mention that she faced
challengesin this zone: * as ateacher | could know my subject matter well , | can have all the
requirements to have an excellent lesson ,such as the best resources, but if learnersarrive
late at the classroom and are disruptive in the class, this can be a problem even to the best of
teachers’ (Jane,l1,p.9). Coupled with this barrier, afurther barrier emerged: “ Also the
language barrier is a problem, whereas kids don’t understand English .When you are
speaking to this child and he or /she doesn’t know what you are saying in the classroom, so

language barrier isalso a problem” (Jane, I, 9). Y et despite her perceptions of the language
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barrier, she did cater for this barrier by engaging her learnersin group work activity. In the
lesson that | attended: “ Jane mixed the groups such that the English first language learners
were grouped with the English second language learners’ (10B, p.8).When | questioned Jane
about this she explained: “it isa strategy | use, to give support to learnersthat are English
second language” (Jane, 11, p.9). Ironically the very same barrier that Jane believed had
restricted her leadership in the class, | believe enhanced her leadership potential, because, by
employing strategies to overcome the language barrier, Jane engaged in reflective practice
and, problem solving. This resonated with the process of action- research which, Day and
Harris (2002) believe, leads to improved classroom practice. Like the ripple that hits the rock
and moves around the rock, when Jane came across the language barrier in her leadership role
in zone one, she strategised and moved around the barrier by engaging learners in group work

and herself in reflective practice.

4.5.3 Teacher leadership in zone two: professional development

Jane led a professiona development initiative in the school that focused on developing
computer literacy skills amongst educators. This leadership role was an example of zone two,
role three since Jane was leading in-service training in extracurricular activities beyond the
classroom. The principal delegated this |eadership role to Jane based on her expertise in
computer programming and computer literacy. These workshops were conducted once a week
for the duration of one hour after school. Jane acknowledged the cooperative attitude of
educators towards this professional development workshop. She describes how: “ Educators
were co-oper ative. They paid attention and supported me all the way. They made me feel
valued, helping and sharing my knowledge and skills with others makes me feel proud and
makes me feel like a professional teacher leader” (Jane, J, p.7). However a high staff
turnover posed as a barrier to the professional development initiative. For Jane it became
difficult when she had to teach educators and then re-teach educators as they came into and

left the school. This required extratime or arevision of the workshop program.

Jane was also on the Development Support Group (DSG) of three educators on staff where
she engaged in IQM S activities such as peer assessment (zone two, role four). There was aso
evidence of joint assessment techniques and curriculum development between Jane and other
educators in the school: “We sit together as a technology team and plan our programme of

assessment and we decide how we are going to pace our selves to complete the work
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schedules’ (Jane, 11 p.4). While Jane in her capacity as a technology educator led in zone
two, leadership roles for Jane as an English teacher were, hindered. The dataled me to believe
that this was largely due to the fact that Jane did not have aformal English qualification. |

have discussed Jane as teacher leader in zones one and two and now | move to zone three.

4.5.4 Teacher leader ship at a whole school level

In this zone | have elected to discuss two leadership roles enacted by Jane. Thefirst is asthe
co—chairperson of abody referred to as the Institution Level Support Team (ILST).The
second is as the staff representative on the school governing body. In August 2008 our school
was declared a Full Service School by the Department of Education. The DoE describes a Full
Service School as “an ordinary schools which is specially equipped to address afull range of
barriersto learning in an inclusive education setting” (DoE, 2008 p.7). As the co-chairperson
of the ILST, Jan€’ s role was to put the aims of the Full Service School into operation. Jane
was initialy afraid to take on this leadership role. She explained:” At the beginning, | was
scared because | was uncertain if | could take on such a huge responsibility, eventually |
plucked up the courage to take on this responsibility, now | am proud of myself and | fedl like
atrueleader” (Jane, J, p.6). Jane' s determination and commitment to see the ILST succeed
despite barriers was summed up in the following quote: “ They (members of the ILST ) should
not sit back and say, we do not have it , they should go out there and make things happen .Be
self motivated ,self driven and self developed” (Jane |l p.1).

Minutes of a staff meeting held on the 19™ of January confirmed that Jane was nominated and
elected as the educator representative on the SGB. The following extract was taken from the
minutes.” There are 20 votesin favour of Jane. Janeis our new educator rep on the school
governing body” (DOCS, p. 136). Her task was to present educators’ inputs at governing
body meetings. Jane confirmed that alot of the anxiety and insecurities she experienced in
taking up this leadership role were aleviated, through the support she received from various
stakeholders. She wrote: “ | received a lot of support from the staff and management. The
person who had me believe in my self is my deputy principal” (Jane J, p.5). She continued: “ |
also obtained a lot of support from the community and the parents on the governing body”
(Jane J, p.5). In thisleadership role, Jane engaged in leadership activities that focused on
school level decision- making, organisational diagnosis and school developmenta planning
which constitute examples of |eadership in zone three, role five. Her successin this particular
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leadership role encouraged Jane to take up other leadership rolesin school. She explained: “ |
know now that | can take on any challenge that the school might throw at me because |
strongly believe that | will receive the support from my principal, deputy principal and staff”
(Jane J, p.5). Jane' s leadership roles in zone three boosted her confidence to lead beyond the
boundaries of the school into community (zone four). Jane' s particular case again supports my
ripple effect analogy in which | contend that leadership in one zone influences leadership in
the other zones. In the next part of this section, | discuss Jane's leadership rolein the

community.

4.4.5 Community -based leader ship

Jane believed that teacher leaders should establish strong community relationships and the
following quote attests to such a perception: “you should have a strong community influence.
Be strongly involved in community devel opment. Going out there and raise funds and build
the community” (Jane, Il, p.3). Jane was actively involved with the local HIV/AIDS
orphanage in the community. She believed that her position as ateacher in the local school
obliged her to do her civic duty and make a contribution to the community. She explained
that: “ as a leader you should make sure that you have some involvement in the community
because people out there don’t want to know how much you know until they see how much
you care” (Jane |l ,p.3). She arranged for teachers from our school and other members of the
community to teach these orphaned children, read stories to them, teach them how to colour,
draw and write. She was aliaison between the school and the orphanage. She led an initiative

in the school to raise funds for the orphanage. She confirmed this:

At the moment, | amtrying to arrange for the teachers to give a certain amount of
money; we can collect the money at the end of the month. We can go to an orphanage,
and try and fund the orphanage. So if we get R400 we could go to this place and ask
what they need for the month and buy it for them. So that’ s basically getting our

school and our teachers involved in community development (Janell, p.3).

Jane believed that she would be supported in her initiative: “ 1 may not receive any support
frommy principal. | will receive support from the majority of our staff members and the

deputy principal. He is strongly involved in community development” (Janell, p.3). When
asked why she thought that the principal would not be involved she explained: “He doesn’t
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have a very good relationship with the community. So he is not really interested in community
development. He will listen to the ideas, he will attend meetings and all that but he won’t be
involved in a sense that he would not go out there and hand the food to these kids and
whatever” (Janell, p.4).

Through Jane' s efforts and her leadership, a supportive bridge was built that connected the
school and the community. The dataled me to believe that Jan€’ s leadership rolein the
community focused mostly on humanitarian issues. In contrast, she acknowledged that her
involvement with curriculum issues beyond the school (zone four, role two) was rather
limited. She attributed this barrier to the fact that the DoE had not provided many
opportunities such as workshops and cluster meetings for educators in the General Education
and Training (GET) phase. Jane explains. “We do not have cluster groups like those in grade
1011 and 12" (Jane, J, and p.13). Therefore, opportunities to network with other teachers
from neighbouring schools on curriculum issues were restricted because structures such as
cluster groups had not been established. This concludes my presentation on the enactment of

leadership by Mary, Jen and Jane.

| believe that the data presented so far in this chapter supports my argument that the four
zones in which teacher leadership can be enacted in the model should not be seen in isolation,
but rather they are inter-related and connected. | see these roles as having a*“ Ripple Effect” on
each other. Like the ripple effect caused by the stone, the data led me to believe that teacher
leaders, through their ability to lead in the classroom, were able to extend their leadership
ability beyond the classroom, engaging in leadership roles within learning area departments or
even across departments. | believe the leadership experience, skills and knowledge gained in

one zone will allow the teacher |eader to progress and lead in other zones.

Extending the analogy further |, argue that teacher leaders are change agents. When the stone
(teacher leader) enters the water (school) it submerges and the sets up the ripples (leadership
rolesin the different zones). Theses ripples firstly change the physical appearance (structural
organisation of the school) of the water and secondly these ripples might set up invisible
underwater currents (changesin cultural norms). In other words, when teacher leaders
immerse themselves in the school environment and take on leadership roles in the different
zones, they are able to affect and influence the structural organisation and well as the cultural

norms in the school. This | argue resonates with the notion of teacher leaders as change
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agents. | now present and discuss my findings in response to Research Question Two. | focus
on the culture and context of the school with the aim of extracting the factors that enhanced

the development of teacher |eadership for these three teacher |eaders.

4.5 ENHANCING FACTORSIN THE DEVELOPMENT OF TEACHER
LEADERSHIP

The factors that emerged from the data, in the study, that enhanced teacher |eadership
development in the case study included a collaborative school culture, leadership skills,
attitudes and values, the representative power of democratic structures, professional

development opportunities, availability, and access to teaching resources.

4.5.1 Collaborative Cultures: Team work, Participatory decision-making and a

shared vision.
It was evident from the data that all three teacher |eaders viewed collaboration as an important
prerequisite for enhancing their role as teachers leaders. Their views were aligned to Grant’s
(2006) view that for teacher leadership to flourish, a collaborative school culture isimportant.
Mary, Jane and Jen all agreed that they had established collaborative cultures within the
confines of their classroom, within their various subject departments as well as across
department at a school level. The following quote attests to this. “ What all teachers' desireis
collaboration or together ness. Speaking one sort of language with relation to the school,
strengthening ties with one another in the school” (Mary, FGI, p.6). Collaboration was also
established with schools across the local community. Mary qualified this: “Creating in the
community an atmospher e to raise student performance. We should all be working towards a
common goal, parents, teacher, learners and even the department” (Mary, FGI p.6). Jen
supported Mary’sview: “ .. .creating together with others a new future that will encapsulate
the new beginnings we all dream about, moving from the old pattern of thinking to the new”
(Jen 11, p.1). All three teacher |eaders acknowledged the importance of forming collaborative
relationships with their colleagues in an attempt to work towards a common vision and of
having common shared norms and values within the school organisation. Survey data from
the entire staff revealed that 92% of the respondents supported the view that there was
collaboration in the school. This notion of collaboration supports the view of Little (1995)
that when teachers learn from one another through mentoring observation, peer coaching and

mutual reflection, then teacher |eadership can be greatly enhanced. Similarly Harris and
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Muijs, (2003) argue that teacher leadership is enhanced when the school ethos promotes
collaboration and shared decision- making within a culture of trust, support and enquiry.

Structural changes in the case study school which enhanced a collaborative culture within the
context of the school included making the time to meet each another in order to plan and
discuss curriculum related issues and assessment over the weekend. Mary attests to this
initiative: “ Sometimes there isn’t enough time during school hours to work with other
educators on curriculumissues, so having the school open on weekends helps’ (Mary, FGI,
p.3). Minutes of a staff meeting held on the 5™ of March 2008 confirm such an initiative bel ng
introduced. The minutes read, “ The school will be open on Saturday for those teachers who
want to come in and work” (DOCS, p.72). Thisinitiative was a viable option for those
educators who wanted to work collaboratively, but did not have sufficient time during school

hours.

All three teacher |eaders cited examples where they were delegated authority by the SMT to
work together in teams and lead other teachers in whole school development issues and
curriculum related matters. This type of collaboration could be described as “ contrived
collegiaity” (Hargreaves, 1992). Critics of contrived collegiality may argue that teacher
leadership and contrived collegiality can not co- exist with each other. Hargreaves (1992)
contends, “In contrived collegiality collaboration amongst teachers was compulsory, not
voluntary and was bounded and fixed in time and space” (p, 23). | argue that despite the
limitations inherent in contrived collegiality, it can create opportunities for teacher leaders to
lead, like in did for the three teacher |eaders in the case study school. | am of the view that no
school can escape its micro political perspective and, as aresult, contrived collegiality will
always exist in the school environment. But | believe that the emphasis should not be on how

teachers got together but what they do when they are together. According to Steyn:

inherent in team work is the process of shared decision making. Creative
solutions to divergent issues are produced in group synergy where the power
of two or more people to achieve agoal is greater than can be individually
achieved (2000, p.272).
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Therefore based on evidence from the study, | argue that it may be premature to dismiss the
notion that contrived collegiality and teacher |eadership cannot co-exist and | believe that its

role in enhancing teacher leadership should not be underval ued.

Mary made mentioned of subject meetings during which teachers discussed problem solving
strategies and classroom management practices: “ Teachers in my department we sit together
and we discuss the challenges we are facing especially because of the new curriculum. What
are problemareas in our teaching and classroom and how we are going to overcome these
problems’ (Mary, FGI, p.3). Wenger (1998, p.54), refersto these collaborative structures as
‘community of practice’, which are “ characterized by learning as a social participation
through mutual engagement and the negotiation of meaning where participation is a process
of being active participants in the practices of social communities’. | argue that within this
community of practice, these three teachers felt secure enough to reflect on their teaching
practices and revealed to other teachers the challenges they faced in the class and in the
school. The data led me to believe that for teachers to openly communicate their challengesto
other teachers in the community, requires a high degree of trust amongst the participantsin
this community. “Mary, Jane and Jen interacted, informally with other teachers; and
discussed issues that related to the curriculum, assessment and general classroom
management” (10B, p.12). Jen endorsed my observation: “ Yeah, we do that because everyone
istogether in the staffroom, it’s convenient and somehow we just automatically start talking
about the lessons we had and what went on during the day” (Jen, FGI, and p.7). This|
conclude was an example of spontaneous collaboration. Hargreaves lends support to my
argument when he says “ Collaborative cultures emerge from teachers themselves as a social
group where the teachers themsel ves establish the tasks and purposes for working together.
Teachers work together in brief, yet frequent informal encounters” (1992, p.24). Therefore |
believe in these communities of practice true collaboration is established when interaction
amongst teachersis natural, spontaneous, voluntary and development oriented. The data leads
me to conclude that these professional learning communities can be sustained through shared

decision—making and when dial ogue supersedes monol ogue.

Survey results showed that all five SMT members (100%) agreed that teachers were alowed
to participate in school level decision- making. But what exactly does ‘ participate’ mean to
these SMT members and do they have the same interpretation of this concept as the post level

one educators? While the evidence suggested that teacher were involved in school level
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decision making as | haveillustrated earlier on in this chapter, one needs to question what
Issues teachers were allowed to make decisions about, and whether these were trivial issues or
crucia to the functioning of the school? | argue that sustainable collaborative relationships
between the SMT and the teacher |eaders are crucial for school improvement. If schools are to
improve then a re-conceptualisation of leadership is required whereby managers and teachers
share in decision making and take risks together (Chisholm, Motalaand Vally,1999).
However, this does not mean that the role of the principal becomes redundant (Grant, 2008).
On the contrary, the role of the SMT becomes one of holding the “ pieces of the organisation
together in a productive relationship” (Harris and Muijs, 2005, p. 28).

Mary, Jane and Jen acknowledged that they were also a part of professional learning
communities beyond the boundaries of the school. They cited examples of being cluster
coordinators, facilitators of circuit workshops, and being involved in cluster moderation. “We
get together as a group, we have to take different schools ook at individual problems that
educators have in their schools and try to assist them, try and overcome their problemsin a
specific area” (Mary 11, p.3). These professional learning communities were based on trust
and mutual learning and Jen as describes presented aforum for joint initiative across the
circuit. Jane qualified this perception: “when you are sitting with people from different
schools they have different teaching and assessment techniques that you could use, so thereis

various techniques and strategies we can share and learn from one another” (Jane, I1, p.2).

The data al so suggested that the enactment of teacher leadership by Mary, Jane and Jen, was
being enhanced and supported by important stakeholders external to the school. This
perception was qualified by Jen: “ Maybe learner A ison drugs, then we can bring in religious
leaders or people from the community, nurses and doctors to motivate the child. Get the
parents, get in the social workers. (Jen FGI, p.7). Theintuitive teacher leader will know that
establishing collaborative relationships with these various stakeholders are fundamental to the
developmental of teacher leadership. My argument was augmented by Jane: “Teacher leaders
should be able to build a meaning relationship with important stakeholders like the SGB, the
parents, the community, religious leaders’ (Jane, FGI, p.6). The second enhancing factor that
was identified in the study centred on personality traits.
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4.5.2 Teacher Leadership knowledge skills, attitudes and values

Arguably one of the key enhancing factor of teacher leadership in this study were personality
traits displayed by the teacher leaders which | believe was a culmination of skills, attitudes
and values. Confidence to lead, courage to take risks, humility, good interpersonal skills and
tolerance for diversity featured quite strongly in the study. All three-teacher |eaders saw
themselves as lifelong learners who were engaged in continua self-development. They
believed that being confident in the subject knowledge and demonstrating leadership allowed
them to be expert classroom teachers and to lead in zone one. Jane qualified this: “Each day
we learn new things. But in order to lead we have to be one step ahead in your knowledge and
your leadership skill” (Jane, 11, p.3). Mary argued that her confidence in her expertise in the
classroom gave her the confidence to take up leadership rolesin zone two and three that
pertain to her subject matter. She confirmed this perception: “I am an accounting teacher, |
am confident about my learning area. If | am asked to draw up a budget, | must know what is
required in drawing up this budget. | will be able to come up with this budget” (Mary |1, p.1).
Jane believed that being confident allowed them to influence other teachers to sharein their
common vision for the school. She qualified this: “You must have confidence in yourself to
have a positive attitude towards whatever you are going to do and to get others to share your
ideas’ (Jen, FGI, p.1). Theteacher leaders aso believed that having a ‘ holistic perspective’
of the school culture and structure and being au fait with the tacit knowledge of the school
(Fullan, 2001) boosted their confidence to lead during the change process. As Jen explained:
“Theteacher leader would know thein’s and out’s of the school, the curriculum, the
timetable. Stuff to do with discipline, how the school fund is being spend. The teacher |eader
becomes involved in all these things” (Jen, FGI, p.7)

Furthermore, having good interpersonal relationships, with all stakeholders as well as good
communicative skills, made it easier to communicate the common shared vision.
Katzenmeyer and Moller (2001) argue that the ability to build positive interpersonal
relationships is fundamental to the sustainability of the professional |earning community.
Being sensitive and sympathetic towards colleagues and |earners made these teacher leaders
more approachable and therefore easily accessible. As Mary explains: “when you are
approachable and have this ability to liaise with everyone, and have this (pause) good
relationship, | think you can make thingswork” (Mary, 11, p.2). Katzenmeyer and Moller
(2001) further argue that a teacher needs to possess qualities such as competency, credibility

and being approachable, in order to claim, readiness for teacher leadership roles. All three
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teacher leaders had a deep commitment to “enquiry led” teaching made visible in their ability
to reflect on their teaching practices with the aim of improving teaching and learning in the
classroom ( zone one). Analysis and application of reflective practices by teacher leaders must
become part of their routine professional activity (Hopkins and Harris, 1999). A good work
ethic accompanied by hard work, efficiency, excellence, honesty and integrity had earned
these teacher |eaders credibility amongst their peers, and management especially with regards
to teacher leadership roles in zone two and three. Jane qualified this view: *“ You have to be
fair in whatever decision you take, in thisway you earn the respect of the other educators’
(Jane J, p.9). Being passionate about their learners and their subject had driven their intrinsic
motivation to forge ahead despite the obstacles and challenges that these teacher |eaders
faced. | reiterate a previous quote to substantiate thisview: “1 did it for no remuneration but
to let my subject grow and at the same time keeping the interest of the learners the community

aswell as parents, they are all important to me” (Mary I, p.2).

Having humility and displaying tolerance were key values in the enhancement of teacher
leadership development. Humility earned them respect and credibility amongst their
colleagues. “Humility is an important quality. If you have made a mistake admit it and learn
from your mistakes. It makes you a better person” (Mary, J p.8). Furthermore exercising
tolerance reduced resistance from other teachers. Mary attests to this “ tolerating the
negativity, you got to be above all that. I’ll try to face this head on and if you are going to
have problems on the way, seeit as a learning experience, learn fromit and improve” (Mary
1, p.2). Similarly, Jen explained: “you have to give and take. You cannot just be one track
minded. You cannot only think about yourself, you have to think about others and how you are
going to move forward” (Jen, I, p.1). | believe that these two values are significant for
teacher leadership development in South African schools because many of our school are
multicultural and multiracial. If teachers want to lead they should acknowledge and accept
that with diversity comes a diversity of solutions, expertise and suggestions for solving

particular problems that teachers face. Closely linked to tolerance is the value of courage.

Being courageous was an attitude that allowed all three to face challenges related to
curriculum issues, conflict situations and resistance from other educators especially when the
resistance was emanating from those above them. Grant (2005, p.523) identified courage as
the most common value innate in teacher leaders when she says, “A true leader is one who

has courage to take the initiative to make changes’. The courage to persevere despite
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resistance from colleagues as well as the formal bureaucratic management system was a
hallmark of all three-teacher leaders. Mary atteststo this perception: “ I' [l get affected if
someone is resistant towards me but | will be strong and get on with my job and do what is

expected of me” (Mary I, p.5).

In my ripple effect analogy, | argued that the weight of the stone would influence the number
of ripplesthat are formed. So the heavier the stone then more ripples will be formed. Like the
weight of the stone, teacher leaders who possess |eadership skills, attitudes and values *weigh
heavy with leadership potential’ and are able take up leadership rolesin most if not al of the
four zones of the model. Furthermore, like the ripple wave that hits the rock and slowly
moves around it, | argue that when these teachers were faced with a potential barrier to their
leadership they planned strategically using the leadership skills cited above, to move around
the barrier.This concludes my discussion on personality traits as enhancing factors. | now
focus on contextual factors that enhanced the enactment of teacher |eadership.

4.5.3 Therepresentative power of democratic structuresin school

Data suggested that teacher |eadership roles were enhanced by the SMT, who had created and
supported leadership initiatives in the case study school. The principal was perceived to be
devolving power through the organization, and letting go of his authoritarian mentality to a
certain degree: “ Basically he wants his ideas and his beliefs to be put forward first and if you
got something, maybe he would resist it or he would not accept it wholeheartedly. However
over the years he has changed, He has now softened in his human relationship and control, |
have noticed that” (Jen, I, p.5). Although the devolution of power by the principal could be
described as largely authorised distributed leadership, | argue that it was still astep in the
right direction in the journey to enhance teacher |eadership in the school. | believe the driving
force behind the principal’s decision to distribute |eadership to level one educatorslay in the
representative power of distributed leadership. Over the past two years, the school |earner
population had increased considerably to 960 learners in 2009. However, the school had a
shortage of management staff. Consequently, level one educators were given leadership roles

and tasks to make up for the shortage in management personnel. Mary confirmed this:

| think he istrying to accommodate it but heis still finding it difficult

because of his personality. | am not saying he never gives me a chance.
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He did give me a chance by asking me to take on an acting post, but
sometimes you are afraid to approach him on certain aspects, because
of his personality and behavior (Mary 11, p.5).

This scenario illuminated the representational power of distributed leadership .Harris and
Spillane argue that:

distributed leadership represents the alternative approaches to leadership
that have arisen because of increased external demand on schools .
Schools have restructured their |eadership teams and created new rolesto
meet the needs of the extended school agenda (2008, p.1).

In addition to thisthe SMT survey results reveal ed that there was a 100 % consensus
amongst the SMT members that teacher |eadership should be supported and enhanced within
the school context and beyond the school. When compared against the teacher survey
questionnaires the response rate for the same variable averaged around 75%. Therefore, most
of the teachersin the school perceived the SMT to be enhancing teacher leadership in the
school. | now move on to discuss the auxiliary enhancing factors of teacher |eadership.
However the page limitation of a half- thesis does not allow me to discuss these in detail, so |
shall just mention them briefly.

4.5.4 Auxiliary Enhancing Factors

Auxiliary enhancing factors were factors that | believe supplemented the core enhancing
factors of teacher |eadership development such as those discussed above. | argue that while
auxiliary enhancing factors were not crucial to the development of teacher |eadership they
nevertheless did contribute to the optimum enhancement of teacher leadership. In this study
two such factors were identified: opportunities for professional development and availability

and access to resources.

4.5.4.1 Professional development opportunities

Much research has shown that leadership can to alarge extent be learnt and devel oped

(Harris and Muijs, 2003). Working as teacher trainers, peer coaches and curriculum specialists
provided Mary Jane and Jen with opportunities to examine their own practice while helping

other teachers to learn. Katenzmeyer and Moller argue that “in aleadership role teachers can
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improve their own skills by helping other practitioners’ (2001, p.33). All three teacher |eaders
concurred that being involved in professional development initiatives enhanced their role as
teacher leaders. Jane confirmed this: “ At the workshops and seminars you have your mentors
and men tees. They basically also tutor you and keep you up to date about new programs’
(Jane, 1l p.5). The SMT members provided opportunities for professional development and
their vision was echoed in the words of Muijs and Harris (2005, p.442) when they say “the
SMT must provide time and resources for professional development activities and validate the
concept of teacher leadership”. These teacher |eaders acknowledged that |eading professional
development initiatives at school had increased their confidence to lead. This was qualified by
Jane: “Being an initiator, coordinator of events such as workshops and seminar, that makes
you a better leader, in school” (Jane, I1, p.2). | believe that teacher leadership will flourish,
when capacity building workshops are site based and aimed at enhancing leadership skills.
My view is supported by Grant, (2008, a) who argues that opportunities for professional
development focusing on leadership skills should become a priority in schools. Little (1995)
and Ash and Persall (2000) caution that professional development initiatives should be site
based, collaborative and should take into account the goals of the school and the needs of the
individuals. The second auxiliary factor that was identified from the data was the avail ability

of resources.

4.5.4.2 Availability and Accessto Teaching Resour ces

All three teacher |eaders agreed that having access to teaching resources enhanced their role
as leaders. Jen qualified this: “ The computers help us with a lot of admin work and therefore
we have some time to serve on committees” (Jen, FGI, p.9). Learners having their own
textbooks in every subject gave these teacher leaders more contact time with their learners
and enhanced their leadership in the zone of the classroom, as the following excerpt
illustrates: “Learners having their own textbook, saves me time from writing too much on the
board and therefore | can spend more time teaching the learners’ (Mary, FGI p.9). The data
led meto believe that, in this case study school; resources enhanced teacher leadership in two
ways. Firstly, they helped the teacher |eaders deliver more stimulating lessons:. “ The inter net
isgood for planning and preparing a lesson .It also helps me to gain knowledge on topics |
amgoing to teach” (Jane, FGI, p.9). Secondly, they reduced the amount of administrative
and manual work that these teachers had to do. As aresult, they had more time to become,
involved in leadership activities at the school. This then raises an important concern regarding
teacher leadership. Is the nature of teacher leadership such that it could flourish morein
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affluent schools with many resources as opposed to the poorly resourced schools? | think it
does. When compared to my ripple effect analogy, | argue that the greater the weight of the
stone the stronger the force of impact, when the stone hits the water. This|eads to a greater
change in the physical appearance of the water and stronger underwater currents. Similarly
the more experience, knowledge and skills the teacher leader possesses then the stronger their
influence becomes on the school’ s structural organisation and cultural norms. This concludes
my discussion on the enhancing factors of teacher leadership in the case study school. | now
present a discussion on the second part of Research Question Two, “What factors hindered the

enactment of teacher leadership?’

4.6 FACTORSTHAT HINDERED THE DEVELOPMENT OF TEACHER
LEADERSHIP

Some of the key barriers to teacher leadership in this study included, autocratic |eadership,

resistance from educators to lead, time and frequent policy changes.

4.6.1 Autocratic leader ship at a whole school level (zonethreg)

All three teacher |eaders agreed that whilst the principal did support and promote teacher
leadership development; this support was only restricted to certain leadership zones. Jen
qualified this: “ Sometimes we follow a very autocratic style of leadership. Whenever you
come up with an idea about how the school can move forward, our ideas are shut down.
We're supposed to follow the old pattern of thinking again” (Jen, I, p.3). The dataled meto
believe that the principal was only supportive when it came to them taking up leadership roles
in the zone one and two but was |ess supportive when level one teachers wished to engagein
leadership roles beyond zone two unless he himself delegated the leadership role. He felt that
at the level of school initiatives, this was the domain of the management team and educators
should not question their decisions. As Mary explained: “ He can not dictate he must give
others a chance in terms of listening to their responses, discussions, communicating, we must
be free to makeinput” (Mary FGI, p.1). This perception was corroborated by the SMT survey
which revealed that one of the five SMT members (20%) believed that only the SMT should

make decisions about whole school issues.

In the case study school, staff meetings were supposedly the forum for ‘ consultation” with

level one educators on whole school issues. However all three teacher |leaders believed that
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the principal adopted the view that when he informed staff about decisions taken by
management with regard to whole school issues, he believed that this constituted democratic
and participatory management. In contrast, for Mary, Jane and Jen consultation embodied
discussion, negotiation, and brainstorming ideas. For them consultation at staff meetings was
mere tokenism of democratic and participatory management. In line with this thinking, the
minutes of staff meetings reveal ed that these meetings were generally a monologue affair
where only the principal spoke. Teachers were afraid to make any input and to alarge extent
they remained quiet. Mary lamented “ Sometimes you have an idea that is different to his, but
you are too scared to say it because if anyone challenges his ideas, he becomes rude and
aggressive and starts a personal attack on you” (Mary, FGI, p.6). From past experiences they
had learnt that challenging a decision made by the principal could result in them being
personally victimised or ridiculed at staff meetings. This view was endorsed by Jane: “ The
other teachers they also support your idea but they are too afraid to stand up and say
anything because they know that he will victimise them” (Jane, FGI, p.6).

What emanated from the data was that the principal engaged in bullying tactics to ensure that
his ideas were adopted, within the fagade of consultation. This perception was supported by
Mary: “ leadership is a two way thing, admit when you are wrong, | think will make you a
better leader and learn from your mistakes” (Mary FGI, p.1). The dataled meto believe that
the headship was devoid of humility because the principal was generally not prepared to
admit when he was wrong. To me this |eadership scenario bears a slight resemblance to the
“Great Man Theory of leadership which is linked with stereotypes of leadersin the heroic
mould, who are usually of male gender” (Coleman 2005, p.9). Using Spillane's (2006), model
of distributed leadership, | argue that the leader- follower interaction was more democratic in
zones one and two when these teacher leaders interacted with learners and teachers
respectively. However in situations linked to leadership in zones three and four, the |eader-
follower interactions between the teacher leaders and the SMT was very limited and the

management structures became less democratic and more hierarchical.

When | compare the above scenario with my Ripple Effect analogy, | argue that in this
scenario when the third ripple wave hits the huge rock, it would in most instances hit the rock
and dissociate. Similarly when Mary, Jane and Jen came across autocratic leadership as a
barrier in zone three, they forewent their leadership initiatives. Thiswas largely due to fear of

the principal and his legitimate power in zone three. Therefore initiating teacher leadership
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rolesin zone three without the support of the principal became afutile experience unless the
teacher leadership roles were delegated by the principal.

4.6.2 Resistanceto Teacher Leadership: The egalitarian ethic

| argue that for many teachers in South African schools, the |eader- follower dualism
mentality still persists where many post level educators believe that leadership isthe
responsibility of the people in forma management positions. In the case study school a
similar scenario existed. The following comment from Mary signalsthis view: “This
resistance is coming from some older educators who are envious’ (Mary 11, p.5). Jen
endorsed this view: “ you hear the negative comments, that we are sucking up to management
and that management is just using us ,but | take on these leadership roles because | like the
challenge and | want to try new things instead of being stuck in a rut” (Jen FGI p.5). Research
evidence shows that teacher |eaders are intimidated by colleagues when taking up leadership
roles (Harris and Muijs, 2007). One participant in the teacher survey questionnaire wrote,
“Teachers are afraid to be leaders because other educators always want to put them down.

When someone steps up to do something teachers always find fault” (TSQ).

Wasley in her study of three teacher |eaders documented that “the egalitarian ethos of
teaching makes it problematic for teachers to accept their colleagues as experts’ (1991,
p.166). This study reinforced the findings of Wasley’ s study as the following excerpt
illustrates: “ you are going to get people who will not want to accept you as a leader, the ones
who have the same number of years as me and the same experience, who fedl they should be
given this opportunity. How come | am given this opportunity” (Mary, I, p.4). For many
teachers, “taking on leadership rolesisrisky territory, where the rewards are few and rejection
from their peers, an almost certainty” (Katzenmeyer and Moller, 2001, p.79). Mary lamented,
“You do not have the official title and people want you to have that title. Whatever is expected
of a normal HOD you are doing it, but some are negative and would not accept you in that
position” (Mary Il, p.4). Lord and Miller (2000) explain how teachers are called to be leaders
in aprofession that historically has few recognized avenues for teachersin leadership roles.
Similarly, Boles and Troen (1994) argue that teacher leaders operate in a different
professional space from their teaching colleagues.

In the case study school conflict and disputes arising from internal promotions created

disharmony amongst a few staff members. A participant in the teacher survey questionnaire
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endorsed this perception: “ The level one educator undermine some of their colleagues. They
will only cooperate if the task is given to someone they like” (TSQ). For Mary, Jane and Jen
this disharmony posed a challenge when it came to them constituting committees to
collaboratively lead some initiative in the school. Jane qualified this view: “ You will have
peoplein your committee the one’ s that are skeptical and do not want to participate or do not
doit full heartily or whole heartily” (Jane, FGI, p.5). Thisinternal conflict within the school
context, which in the words of Grant (2008) may result in alevel of ‘bruising’, operates as a
barrier to teacher leadership. Therefore, | argue that an egalitarian ethos was an obstacle for

the institutionalization of teacher leadership in this case study school.

4.6.3 Timeasabarrier to Teacher Leadership

A lack of time was identified by the three teacher |eaders as one of the major barriersto their
role as teacher leaders, especially in zones three and four. However, the SMT did make time
available for these teacher |eaders to lead in zone one and two and for tasks that were
delegated to them by the principal. In this regard, each teacher |eader was given one non -
teaching period (NTP) per day .However no such support was forthcoming from the SMT if
the leadership role was self- initiated. Therefore, Mary, Jane and Jen sacrificed their lunch
breaks and spent time after school hours to lead any self-initiated leadership activity. Jane
explains the impact of thisin the following excerpt: “Thereisno time during school hours.
Well school closes about 14h45, so you' ve got to make time after that or | try and do it during
the breaks because we do have a half an hour break” (Jane, 11 p.5). She continued: “When it
came to starting the religious services, | was not giving time during the curriculumto do the

religious service; | had to conduct these services during the break, on a specific day” (Jane,
I, p.3).

Furthermore, the data led me to believe that while these teachers had the will to lead, there
were times when they forewent leadership roles in certain zones because of the time barrier.
For example Mary felt restricted to lead in zone four and she cited family responsibilitiesas a
reason for her not taking on any community based projects. She lamented: “| would like to get
involved in fundraising. | amin the commerce field so it would be a good opportunity for me
to do something like that. Maybe | haven’t put myself out there, because with home and family
time” (Mary, Il p.4). In line with thinking, Seashore-Louise and Kruse (1996) argue that
freeing teachers for |eadership tasks and giving them more time to collaborate with colleagues

iscrucia to the successful implementation of teacher |eadership in schools. Many local and
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international empirical studies on teacher leadership highlight alack of time as abarrier to
teacher leadership, (see for example Wasley, 1991; Harris and Muijs, 2003; 2005, 2007,
Grant, 2006; Singh, 2007). Closely linked to the time barrier was the barrier of frequent

curriculum policy changes, which influenced the leadership practice in the case study school.

4.6.4 Policy changes and innovation overload

The high frequency of policy changes pertaining to the national curriculum (for example
National Curriculum Statement, 2005; revised National Curriculum Statement, 2008) were
also identified by the three teachers as a barrier to leadership. These policy changes hindered
and challenged Mary, Jane and Jen especially when they engaged in teacher leadership roles
in zones one and two. Mary recalled how some of the content in the accounting learning area
had changed, and this posed a major challenge for her because she had not studied this new
content in her Bachelor of Commerce degree. She explains: “ My accounting learning area, it
is becoming difficult and challenging with all the new changes’ (Mary Il, p.7). Asaresult,
she found herself moving from an expert to a novice with regard to some sectionsin the
accounting syllabus. Did this make Mary less of ateacher |eader especially when one
considers Harris and Lambert’ s (2003) definition of ateacher |eader being first an expert
teacher? This raises a question about the notion of having expert knowledge. In response to
this dilemma, Mary rose to the challenge and re-skilled herself through the use of resources
and she also attended curriculum development workshops. Jen also complained about
frequent policy changes as a barrier to teacher leadership. Jen describes her response as
follows. * People in the department are always chopping and changing and we are trying our
best to keep up and sometimes it’s difficult to be up to date with the work and the
curriculum” (Jen 11, p. 3). The data suggested that this resulted in ‘innovation overload’
(Lumby, 2003), where the sheer volume of work that comes exhausts teachers attached to
these changes. All three-teacher leaders linked frequent curriculum changes to alack of time
to engage in leadership activities. When the curriculum changed teacher portfolios, master
files and assessment procedures were revised. Jane qualified this view: “sometimes as often as
we want to take up leadership roles it does not allow us because of this new curriculumit
becomes difficult .It's not saying that you cannot do it, but thereisno time” (Jane, 11, p.8).
Fullan (2001) notes that too much curriculum innovation within a short space of time can be
risky asit can lead to ‘burnt out’ syndrome. This concludes my discussion on the factors that

hindered teacher |eadership development in this particular school context.
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4.7 CONCLUSION

In this chapter, | presented and discussed the findings in response to the two research
questions. In response to research question one the study highlighted that teacher |eadership
was enacted differently by the three teacher leaders. Three distinct descriptors emerged from
the data for each teacher leader. The data described teacher leader one as an expert classroom
practitioner, amentor and curriculum developer in zone two, leading in the school’ s finance
and examination committee in zone three and finally as a cluster coordinator in zone four
leading curriculum devel opment knowledge across schools. Teacher leader two emerged form
the data as a transformative leader and a change agent across zones one, two and three. Like
Mary, the data described Jen as the expert classroom practitioner; the mentor in zone two and
in zone three she led all religiousinitiatives in the school. The third teacher leader epitomized
the humanity aspect of teacher leadership when she led her classroom practice as a reflective
and altruistic teacher leader. In zone two, she led professional development initiatives. At a
whole school level, she assumed leadership of the ILST committee and also displayed
leadership in her role as the staff representative on the SGB. In zone four, she maximized the
humanity aspect of teacher |eadership in her leadership role as the teacher liaison in the local
HIV /AIDS orphanage.

| used the Ripple Effect analogy to describe the enactment of teacher leadership in this
particular school context. Using Grant’s (2008) model of teacher leadership as an ana ytical
tool, the “Ripple Effect” enactment of teacher leadership described how teacher leadership
rolesin the different zones had the ability to influence each other and that attaining leadership
in zone one can have aripple effect in attaining leadership roles in other zones. | argued that
such an enactment of teacher leadership confirmed that the four zones in the model of teacher
leadership were inter-related and should not be viewed in isolation. In this study teacher,
leadership roles were both formal and informal. Teacher leadership roles were enacted
predominately in zones one and two whilst leadership rolesin zone three were limited and
were generally practiced within aform of authorized distributed leadership. What emerged
from the study was that some of the *so-called’ delegated |eadership roles were in fact
delegated management roles. Leadership rolesin zone four were very limited, but generally
self-initiated and emergent. The study also reveaed that while some leadership roles were
delegated, the leadership practices that embodied these roles were sometimes emergent.
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Therefore, the study highlighted that delegated |eadership roles can be an avenue for the
development of informal emergent teacher |eadership initiatives. The perception of teacher
leadership that emanated from this study resonated with Hoyle (1980) and Broadfoot et al
(1988)’ s notion of the ‘ extended professional’. The study also concluded that there was alink
between the way in which teacher |eadership was perceived and the manner in which it was
enacted.

In response to research question two the study highlighted that one of the key factors that
promoted the uptake of teacher |eadership was the re-conceptualization of school structure
and culture aimed at establishing and sustaining collaborative structures and cultural norms
within the school and beyond the school into the community. The data also supported the
view that teacher leadership could exist in contrived collegiality cultures. Leadership skills,
attitudes and val ues such as confidence, courage, humility, tolerance as well as having a good
work ethic were crucial to the successful enactment of teacher leadership roles. The study
showed that deliberate action from the SMT in creating opportunities for teachers to lead must
be accompanied by the ability of the SMT to let go of authority and power. Site based
professional development initiatives, which focused on leadership skills, enhanced the
confidence of teachersto lead. The data also concluded that in this particular school context,

having access resources enhanced teacher |eadership.

In response to the second research question, the study further revealed that teacher |eadership
was hindered by both macro and micro barriers. Macro barriers were in the form of
contradictory policy documents and frequent curriculum changes which led to innovation
overload. Micro barriers operating within the school ranged from leadership being associated
with headship, alack of time and resistance from educators to lead. Autocratic leadership was
abarrier to the development of emergent teacher leadership roles especialy at a whole school
level (zone three). Thiswas largely because in zone three the principal exercised alot of
power and control due to hislegitimate authority. A lack of timeto lead due to family and
personal responsibilities as well as being burdened with to many leadership roles hindered the
development of teacher leadership. Resistance from other educators to lead change stemmed
from an egalitarian ethic. The study also showed that alack of job security and the educator’s
employment status were barriers to teacher leadership. This concludes my presentation and
discussion of the findingsin this study. In the next chapter, Chapter Five, | reflect on the keys
aspects of the study.
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CHAPTER FIVE

CONCLUSION

5.1 INTRODUCTION

In this concluding chapter, | reflect on the common themes that emerged from the individual
enactment of leadership by the three individual teacher leadersin this study and | attempt to
understand it through a distributed leadership lens. Thereafter stemming from the main
findingsin this study, | propose afew recommendations on how to promote teacher
leadership within schools that are similar in context. In addition, | reflect on the
methodological approach used in this study and review the appropriateness of the case study
method as well as the group project. As a consequence, | discuss the various limitations of the
study. Finaly, | suggest possible areas for further research.

This study aimed to examine what teacher leadership roles post level one educators took up in
their school context and the factors that promoted and hindered this enactment. A comparative
analysis was made between those |eadership roles enacted by the three teacher against Grant’s
(2008) zones and roles model of teacher leadership aswell as through the theoretical lens of
Spillane’s (2006, p.12) ‘leader-plus practice’ of leadership and Gunter’s (2005)
characterisations of distributive leadership. In this particular study, | argue that the enactment
of teacher |eadership can be best described using the Ripple Effect analogy and, | now move

on to provide the evidence to support my argument.

52 THE ENACTMENT OF TEACHER LEADERSHIP: THE RIPPLE

EFFECT
Theripple effect analogy manifested itself firstly in relation to the analytical model | used in
the study and secondly in my theoretical framework of Gunter’s (2005) characterization of
distributed leadership. | believe that the data presented ample evidence to support my claim
that the Ripple Effect was an apt analogy to use when describing the enactment of teacher
leadership in this study. | begin this discussion by describing the ripple effect analogy as it
related to the analytical model where | linked the analogy to the four zones of teacher
leadership.
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5.2.1 The Ripple Effect enactment of Teacher Leadership in relation tothe

M odel
Research literature on teacher |eadership supports the view that teacher |eaders are change
agentsin school, (see for example Wasley, 1991; Crowther, 2002; Katzenmeyer and Moller’s,
2001, Muijs and Harris, 2005; Pounder, 2006, and Grant 2006). All three-teacher leaders
perceived themselves as change agents. They attributed this change agency to them having a
“holistic perspective’ of their teacher leadership roles.They believed that their individual
leadership roles were linked and influenced each other. For example, Jen explained: “Firstin
the classroom, then being staff secretary and organizing staff functions, participating in
coaching sporting activities. Teacher leadership has a lot to do with, a holistic perspective’
(Jen 11, p.3). This quote demonstrates how Jen led across the zones. Her leadership began in
the zone of the classroom and then rippled out to other areas beyond the classroom. Similarly,
Jane centered teacher leadership in the classroom and her ability to lead classroom practice
gave her access to leadership roles beyond the classroom. Jane wrote: “ The management they
know your capabilities in the classroom. They know you are leader in your classroom, so they
are confident that you can take up other leadership rolesin the school. It’ s like a ripple effect,
one leadership role leading to another” (Jane, J, p.5).The data confirmed that the teacher
leaders’ ability to lead in one zone influenced their ability to lead in another zone of the
model. Jen confirmed this when she said: “| have reached and attained being a teacher |eader
in my classroom. | feel | need to go to another level, wanting to experience something new
and different and wanting to be given the opportunity to do something else for the better ment
of others’ (Jen, FGlI,p.3).

Evidence that emerged from the data converged towards a common perception from the three
teachers that supports the view that all the zones in the model were inter-related and linked to
each other. For example, Mary’srole as a cluster coordinator helped her to be successful in
her leadership role as a subject head. Mary explained: “ .....as a cluster coordinator | have a
close relationship with my subject advisor. So | am able to advise the educatorsin my
department and develop them and build their confidence” (Mary |1, p.7). Thisripple effect
enactment of teacher leadership across the four zones of the model was largely attributed to
the beliefs and values of the three teacher leaders. The study suggested that beliefs did matter
and these beliefs and values of the teacher leaders influenced their enactment of |eadership

roles and | move on to discuss this next.
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5.2.1.1 The perceived notion of teacher leader ship

All three teacher leaders agreed that their leadership roles were not only confined to the
classroom and they dismissed the view of the teacher |eader as the ‘restricted professional’
(Hoyle, 1980; Broadfoot et al, 1988). | contend that the way in which the three teachers
defined and viewed |eadership was largely the way in which they enacted teacher |eadership
in their schools. These three teacher leaders aligned their perception of teacher leadership to
the notion of the ‘ extended professional’ which refers to ateacher whose thinking and
practice is not narrow and restricted to the classroom (Hoyle 1980; Broadfoot et al , 1988).
All three teacher leaders extended their |eadership beyond the classroom and their leadership
progressed from one zone to the next in the model. The enactment of teacher |eadership roles
by Jane, Jen and Mary was aligned to Grant’s (2005, p.44) definition of teacher leadership as
“aform of leadership beyond headship or formal position. It refers to teachers becoming
aware of and taking up informal and formal leadership roles both in the classroom and
beyond. It includes teachers working collaboratively with all stakeholders towards a shared
and dynamic vision of their school within a culture of fairness, inclusion, mutual respect and
trust”. I now move on to discuss the ripple effect analogy as it related to my theoretical
framework of Gunter’s (2005) characterisations of distributed |eadership.

5.2.2 The Ripple Effect of Teacher L eadership within a Distributed L eadership
Framework

The study also revealed that the enactment of teacher leadership by the three teacher |eaders

was firstly in the authorised form, thereafter it progressed to dispersed distributed |eadership

and finally it rippled out into the democratic distributed |eadership phase.

5.2.2.1 Thefirst ripple: Teacher leader ship within an authorised distributed leader ship
practice
Teacher leadership roles were more often delegated to the three teacher |eaders by the
principal. In other words, very few of the roles were emergent, which implies an authorized
distributed leadership context in the school that “operates within a hierarchical organization
where the head distributes work to others. Thistype of work is generally regarded as
legitimate as it is delegated by someone in authority and because it gives status to the person
who takes on the work” (Gunter, 2005, p.52). Some post-level one educators challenge
authorized distributed leadership. Thiswas evident in Singh’s (2007, p.67) study where she
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argued that post-level one educators viewed delegated leadership roles asthe SMT *passing
the buck’. Yet in my study, the dataindicated that delegated teacher |eadership roles offered
the teacher leaders a sense of security and all three were happy to work within an authorized
distributed leadership practice. Mary confirmed this perception when she said: “I think when a
head of an institution delegates something to you, its only natural for you | think to accept it
and go out there and try your best” (Mary, I, p. 6). Delegated teacher leadership roles were
much easier to execute as compared to the emergent teacher leadership initiatives. They are
accompanied by support and legitimacy from the SMT. Jane reinforced this view when she
said: “ If teachersin your school approach you, and ask you why you are doing this, | say it's
not me doing it, it came straight fromthe principal. Therefore, there will be lesser problems.
So | feel that being delegated is better” (Jane, 11, p.7). | concluded from the data that
resistance from other teachers was limited in instances of del egated teacher leadership, as Jen
explained: “ When you get any of your own ideas that you want to put forward not everyone
wants to work in hand. So when you are delegated a duty, It is much easier that way, because

other teachers cannot be negative about it because it’s coming fromthe principal” (Jen, |1,
p.4).

The study also highlighted that many of these del egated teacher |eadership roles were formal
in nature. While the teacher leaders perceived these roles to be leadership, | believe that some
of these roles were largely management functions. Thisfits with Wasley (1991) aswell as
Ash, and Persall (2000) who argue that traditional |eadership opportunities merely serve an
efficiency function, rather than aleadership function. However although these roles were
delegated, they paved the way for spontaneous informal teacher leadership practice to emerge.
Therefore, | argue that SMTs have the responsibility to delegate teacher leadership where they
see potential. As such the enactment of teacher |eadership within an authorised distributed
framework can work as a catalyst to inspire teacher leadersto initiate leadership in other areas
and hence teacher leadership becomes emergent. In other words, we need to acknowledge the
power of the ripple effect of teacher leadership.

| am of the view that South African schools cannot escape their formal, hierarchical structures
and therefore | believe that delegated teacher leadership hasits place in our schools and
should not be under valued. It is the starting point to the enactment of teacher |eadership, and
although restricted, hasits place in the practice of leadership.
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5.2.2.2 The second ripple: Teacher leader ship within a dispersed distributed leader ship

practice
The data also revealed a glimpse of dispersed distributed leadership in practice. In this second
ripple of teacher leadership, the enactment became more emergent. All three teacher leaders
took on self- initiated and emergent teacher |eadership roles that aligned them with Gunter’s
characterisation of dispersed distributed leadership, which “is more autonomous, bottom up
and emergent. This type of |eadership acknowledges skills and expertise of othersin an
organization” (2005, p.54). | believe that Jane’ s leadership role asthe ILST co -chairperson,
Mary’srole as cluster coordinator and Jen’ s role as the religious youth leader in the school are
examples of dispersed distributed leadership. Unlike the delegated teacher |eadership roles, |
am of the view that dispersed distributed |eadership roles are associated with the ‘free will’ of
the incumbent. The data indicated that teacher |eadership roles that were associated with “free

will” were generally executed with passion and enthusiasm.

5.2.2.3 Thethird ripple: Teacher leader ship within a democratic distributed leader ship

practice
The data further reveaed that the three teachers engaged in leadership roles that, | argue, were
closely aligned to Gunter’s (2005) definition of democratic distributed |eadership. Gunter
argues that “democratic distributed leadership is, autonomous, bottom up and emergent but
unlike disperse distributed |eadership democratic distributed |eadership does not assume
political neutrality but instead engages critically with organizational values and goals’ (2005,
p.54). While dispersed distributed |eadership accepts the status quo in schools, demaocratic
distributed leadership challenges the status quo by challenging inequities and inequalities that
may exist in the school. In her role as the matric farewell coordinator, Mary challenged the
status quo in the school by defying the wishes of the principal. Similarly, Janein her
leadership role as the HIV/AIDS orphanage liaison aso challenged the status quo in the
school. Jane knew that the principal would not favour such an initiative because of his poor
relationship with the community, yet she still persevered and initiated such a project. In her
capacity as the school religious youth group leader, Jen exposed the issue of drug and al cohol
abuse amongst learners in the school and she got the community leaders involved in thisissue
aswell. This challenged the status quo in the school because drug related issues were
generally dealt with discreetly within the confines of the school. | argue that these leadership

rolesillustrated how these teacher |eaders challenged the status quo of the school in order to
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address social justice issues. Therefore, | align these leadership roles with Gunter’ s (2005)
definition of democratic distributed |eadership.

This concludes my discussion on the ripple effect enactment of teacher leadership.

I now move on to discuss the findings in relation to research question one, through the
theoretical lens of Spillane' s (2006) multiple-leaders perspective of distributed leadership
practice.

5.3 ‘'LEADER-PLUSASPECT’ BLURRED IN ZONE THREE

With regards to Spillane’ s (2006) ‘ leader-plus aspect ‘ of the distributed |eadership practice,
the study indicated that in zone one and two of the model the ‘leader-plus’ aspect was
present. The SMT supported and created opportunities for teacher leadership development. In
these zones the multiple-leaders perspective was encouraged by the school culture and the
SMT. Theinteraction between the SMT and the three post level one teachers was more
democratic, and the interaction structures were flatter. However, in zone three, the multiple-
leaders perspective was generally absent and the ‘leader-plus’ aspect was blurred. The |eader-
follower-situation interaction, in situations that related to whole school issues (zone three)

were more autocratic and the interaction structures were more hierarchical.

54 REFLECTIONSON THE RESEARCH
In this section, | reflect on the appropriateness of both the case study methodology and the
analytical model, in answering the research questions. | also review the group project and

unfold the challenges and benefits associated with such a project.

5.4.1 The Case Study Methodology

Teacher leadership is an organizational phenomenon (Smylie, 1995) and therefore the
enactment of teacher leadership islargely influenced by its context. The case study
methodology afforded me the opportunity to be present at the research site and alowed me
to examine the *unit of analysis namely the three teacher |eaders, as well as the contextual
factors that mediated the enactment of teacher leadership. | believe that through the case study
approach, | was able to capture the true essence of teacher leadership in action. Furthermore,
the use of a multi-method approach was appropriate because it reduced the el ement of

subjectivity in the interpretation of data. The validity and trustworthiness of research datais
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governed by the notion of *fitness for purpose’ (Cohen et al, 2007) and | believe that the case
study methodology suited the purpose of the research and contributed to the trustworthiness
of the study.

5.4.2 The Model asthe Analytical Tool

The teacher leadership model was largely avaluable analytical tool. Most of the teacher
leadership roles that were identified in the study fitted within the zones and roles represented
on the model. The model was useful in that it gave me a holistic perspective of leadership
practices within the case study school. Secondly, it illuminated the enactment of teacher
leadership by each of the three teacher leaders. Using this model, | was able to describe the
comparisons and similarities amongst the teacher leaders, which, | believe, made the data

more meaningful.

However, some |eadership roles that emerged from the study were not represented in the
model. In the model, roles two and three in zone four are restricted to curriculum issues only.
Y et, Jane’ s leadership role in the community focused more on humanity and social issues
rather than on the curriculum. Therefore, | argue that zone four in the model must include
another role (role three) that accommodates |eadership roles that focus on social issuesin the
community. Furthermore, whilst, Jane' sroleinthe ILST aligned itself to leadership in zone
three, it did not align itself to any of the two roles (roles five and six) in zone three of the
model. These two roles are limited to teacher leaders working only with other teachersin the
school and the SMT on whole school issues. Zone three in the model must be extended to
include another |eadership role pertaining specifically to teacher |eaders working with learners
at awhole school level. | argue for an expansion of the model to accommodate the array of

teacher leadership rolesin our country.

5.4.3 The Group Resear ch Project

Asdiscussed in detail in Chapter Three, this case study was part of a bigger group research
project on the enactment of teacher leadership. | now move on to reflect on the group project
and illuminate some of the benefits as well as the challenges of being a member of this group.
One of the benefits of working as a group was that we were able to develop our research
questions through the combined effort of the group, within six weeks into the teacher
leadership module we were studying as part of our first year course work. Secondly,

conducting the study in our respective schools elevated the risk of subjectivity and as a group;

117



we conceded that in order to reduce this subjective element, we had to develop multiple data
collection techniques so that we could triangulate the data. As a group we were able to

devel op seven data collection tools, which, | believe, not only helped to reduce the element of
subjectivity but it also gave us arich data and an in-depth view of teacher leadership in action.
Furthermore, throughout the research study, we were a constant source of inspiration and
motivation to each other with regard to meeting due dates and dead lines. During our group
contact sessions, we each shared our experiences of the research with each other. In aclimate
of trust and collaboration, devoid of competition, we synchronised as a group, towards one
common purpose, giving teacher leadership in South Africa maximum exposure. The only
challenge | faced working as a group was that we had to comprise and negotiate on many

occasions with regard to dates for contact sessions that were convenient for all of us.

155 RECOMMENDATIONS FOR PRACTICE

In this section, | propose afew recommendations to enhance teacher |eadership devel opment
in schools, based on the findings of this study. The study showed that collaboration was
crucia to the development of teacher |eadership and therefore it is arecommendation of this
study that the SMT deliberately create opportunities for post level one educators to work
together in both formal and informal settings towards common goals. Collaboration and
teamwork should not be seen “as something done or given by the SMT, but rather asaform
of collective leadership where al people in the school can act as leaders at one time or
another” (Grant, 2006, p. 529). Similarly, Astin and Astin argue, “ Collaboration empowers
each individual, engenders trust and capitalises on the diverse talents of the group members’
(2000, p. 112).

Secondly, professional development should be site-based in order to contextualise its
outcomes. Furthermore, the study found that expert knowledge alone does not optimise the
devel opment of teacher leadership. Teacher leadership development requires a combination of
both expert knowledge as well as leadership skills. Therefore, it is arecommendation of this
study that professional development initiatives focus on the development of expert knowledge
aswell asleadership skills. Harris and Muijs contend that “capacity building should focus on
improving teacher self confidenceto lead” (2003, p. 444).

The study also highlighted that time to lead did matter and it is, | believe, the responsibility of
the SMT to find innovative and strategic ways of making this time available to teachers. The
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study demonstrated how the SMT arranged relief timetable to provide time for the three
teachersto lead. Furthermore, the teacher leaders were given reprievesin their teaching loads,
but only for leadership roles that were delegated. One strategy to overcome the barrier of time
isto avoid aleadership overload phenomenon whereby only a few selected teachers are
overburdened by too many leadership roles. In line with this thinking, Barth (1988, p.64)
argues, “Thistype of leadership is divisive because it excludes untried teachers’. Therefore, it
is arecommendation of the study that all teachers in an organisation be given opportunities to
lead at some point. In addition ,leadership roles should match school issues that teachers feel
passionate about (Barth, 1988).This recommendation supports the ‘leader-plus aspect of
distributed leadership (Spillane, 2006) and | argue further that it also reduces the egalitarian

ethos associated with teacher leadership since all teachers are given a chanceto lead.

The study also noted that the role of the principal seemed to be particularly important in the
devel opment of teacher leadership. Therefore, it is arecommendation of the study that * strong
head teacher leadership’ (Jackson, 2003, xiv) isrequired for principals to become
collaborative, sharing leaders and “recognise that every teacher has the potential to lead”
(Astin and Astin, 2000, p.10). If principals want to capitalise on the benefits of teacher
leadership, they need to create a school culture that is leadership dense. This type of school
culture is synonymous with the “leader- plus aspect of distributed |eadership practice”
(Spillane, 2006, p.12). It is also arecommendation of this study that school principals,
through leadership and management training, build their capacity to promote teacher
|eadership development. In line with this thinking, Crowther contends that principals “acquire
skill and expertise in nurturing teacher leadership” (2002, p.65).

Recognition, incentives and rewards do matter and it is a recommendation of this study that
the SMT does not underestimate the powerful influence of these factorsin enhancing teacher
leadership development. This study demonstrated that incentives such as a decreased teaching
load, continuous praise and recognition for work done, improved the self esteem and the
confidence of teachersto lead. In support of thisidea, Barth explains that “recognition
replenishes ateacher, both personally and professionally” (1988, p.64). When teachers are
confident, they generally attain successin their leadership roles and their success begets
further teacher leadership and success. Thisin itself sets up the ripple effect enactment of
teacher leadership.
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Finally, based on the premise that |eadership practice can be learnt (Katzenmeyer and Moller,
2001), | propose that a discourse of Teacher Leadership be incorporated into teacher training
programmes (for example, the Advance Certificate in Education and the Post Graduate
Certificate in Education courses) at Higher Education institutions. A conceptual devel opment
of teacher leadership can lead to changes in behaviour (Grant, 2006) and through these
Teacher Leadership courses, teachers receive the necessary training for this change agency
role and come to view themselves as change agents. The findings of this case study cannot be
generalised, yet | do believe that this case study has in some way contributed to closing the
gap that exists in teacher leadership literature in South Africa. However, in my quest to seek
answers about the enactment of teacher leadership, arange of issues and questions that |
believe warrant further research confronted me. In the next part of this chapter, | expose these

problematic issues.

5.6 RECOMMENDATIONS FOR FURTHER RESEARCH

The first problematic issue that arose in the study was centred on the concept of
‘consultation’. While teachers claimed that they were consulted on and participated in school
level decision—making, the study questions the depth and the intensity of the participation. Is
participation accompanied by a complete devolution of power through the organisation or isit
amere tokenism of democratic participation? Whatever the case may, be it was beyond the
scope of this study to interrogate, what type of consultation takes place, and how this happens.
Therefore | argue that further study need to be conducted to explore this problematic issue.

The study also brought to the fore the following question: is teacher leadership development
more progressive in affluent schools as compared to non affluent schools? If thisisindeed the
situation, then what are the factors that contribute to this state of affairs? Is the practice of
teacher leadership like most educationally sound practices only affordable to the rich affluent
schools? How can teacher |eadership development be promoted in non-affluent school s?

The study also highlighted that remuneration, incentives and rewards do matter in the take- up
of leadership roles. These issues and their link to teacher |eadership warrant the need for
additional research to examine the extent to which incentives and rewards enhance teacher
|eadership development.

Finally at the heart of this study lies the notion of the ripple effect of teacher leadership. Was
this ripple effect unique to the teacher leadersin this particular case study, or can thisripple
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effect of teacher leadership manifest itself in another context with another group of teacher
leaders? | believe further research aimed at exploring this ripple effect is warranted since it
might hold some important lessons for the enhancement of teacher |eadership development in
South Africa.

5.7 CONCLUSION

The conceptual understanding of teacher leadership is still in itsinfancy stagesin South
Africa. Of even greater concern is that the practice of teacher leadership is not deeply rooted
in the culture of many of the country’s schools. This small scale qualitative research was an
attempt to illuminate the practice of teacher leadership in a semi-urban secondary school in
KwaZulu-Natal. It emerged from the study that although an individual teacher’s belief
systems and skills affects her ability to lead, the context of the school is still central to her
success. This confirms the view of Katzenmeyer and Moller, (2001) that the success of
teacher leadership islargely dependant on the context in which it takes place. Teachers take
on leadership roles because they want to expand their influence and they want to promote
their professional growth. The different teacher leadership roles that an individual teacher
takes on are interconnected and influence each other resulting in aripple effect enactment of
teacher leadership. This, | believe, allows teacher leadership to take on aholistic perspective
in that attaining success in teacher |eadership roles begets more teacher leadership. Isteacher
leadership a self—fulfilling prophecy? Empirical evidence from this study suggeststhat it is. In
addition to the empirical evidence, research literature on teacher leadership has suggested that
teacher leadership revitalises the teaching profession and offers a new professionalism based

on mutual trust, empowerment and support (Harris and Muijs, 2003).

It follows then that if schools are to become effective |earning organisations, then leadership
should not be the sole enterprise of the principal but should rather be vested in a community
of leaders (Barth 1988). Spillane (2006) echoes similar sentiments when he argues that
leadership is a group practice and that school structures and cultures should support the
practice of having multiple leaders. Finally, this study has argued that, “teacher leadership
reclaims school leadership from the individual to the collective and offers the real possibility
of distributed leadership in action” (Gronn, 2002, p.333). Teacher leadership is essential for
the complex changes that our schools face. Therefore, | believe that further empirical research
on teacher leadership is an urgent priority in South Africa.
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APPENDIX 1
TEACHER LEADERSHIP IN ACTION 2008 - 2009
SCHOOL OBSERVATION SCHEDULE

1. Background information on the school
o Name of the school

0 Number of learners
0 Number of teachers
0 Number on SMT
0 School Quintile
O Subjectsoffered
0 What isthe medium of instruction
0 Passrate 2005 2006 2007 2008
0 Classrooms: Block _ Bricks _ Prefab Mud___ Other
0 Doesthe school have the following:
List Yes (Describe) No
0 Library 0 0
0] Laboratory 0] o]
0] Sports facilities 0] o]
0 Soccer field 0 0
0] netball field 0] o]
0 tennis court 0 0
0] cricket field 0] o]
0 School fence
0 School fees per annum
0 Does your school fund raise
0 List your fundraising activities
0 School attendance: Poor__ Regular_ Satisfactory  Good__ Fair__
Excellent
0 What isthe average drop-out rate per year:
0 Possiblereasons for the drop out:
0 Doesthe school have an admission policy:
o0 Isthevision and mission of the school displayed
0 What isthe furthest distance that learners travel to and from school
0 Havethere been any evident changesin your community after 1994.
2. Staffing

o Staff room- notices (budget), seating arrangements
Classroom sizes

Pupil-teacher ratio

Offices- who occupies etc

Staff turnover- numbers on agiven day

School timetable visibility

Assemblies- teachers’ roles

Unionism-break-time, meetings

Gender-roles played, numbers in staff

Age differences between staff members

Y ears of service of principal at the school
Professional ethos- punctuality, discipline, attendance, general behaviour.

OO0OO0O0OO0O0O0OO0OO0O0DO0
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3. Curriculum: What teaching and learning is taking place at the school?
0 Arethelearners supervised?

Is active teaching and learning taking place?

Arethe learners loitering? Reasons?

What is the general practice of teaching — teacher or learner centred?

What subjects are taught?

Is there atimetable?

Do learners or teachers rotate for |essons?

Has the school responded to national/provincial changes?

Is the classroom conducive to teaching and learning?

Is there evidence of cultural and sporting activities?

How are these organized and controlled?

Is there evidence of assessment and feedback based on assessment?

Evidence of teacher collaboration in the same learning area?

Is homework given and how often is it marked?

Are learners encouraged to engage in peer teaching or self-study after school hours?

OO0OO0O0O0O0O0OO0O0O0O0O0O0OO0OO0ODO

4. Leadership and decision-making, organisational life of the school.

Is there a welcoming atmosphere on arrival ?

Isthe staff on first name basis?

How does |eadership relate to staff and learners?

What structures are in place for staff participation?

What admin systems are visible?

What type of |eadership and management styleis evident?
Isthe leadership rigid or flexible?

Are teachers involved in decision-making?

Isthere afeeling of discipline at the school ?

How would you describe the ethos of the school ?
Areteachers active in co and extra curricular activities?

Is there an active and supportive governing body?

Is the educator rep on the SGB active in the decision making process?
Are teachers active on school committees?

Do teachers take up leadership positions on committees?
Working relationship between the SGB and staff?

Is the governing body successful ?

Is there evidence of student leadership?

Relationship between the SGB and the community?

How does the governing body handle school problems?

5. Relationshipswith Education department and other outside authorities
e Arethere any documents signed by the Department officials during their
school visits? e.g. log book
e |sthereayear planner, list of donors, contact numbers e.g. helpline,
department offices etc.?
¢ Isthere any evidence pertaining to the operation of the school eg. Minute
books and attendance registers?
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APPENDIX 2
TEACHER LEADERSHIP IN ACTION 2008 - 2009

TEACHER QUESTIONNAIRE

INSTRUCTIONS FOR QUESTIONNAIRE
e UseaBLACK or BLUE ink pen. Please do not use a pencil.

¢ Intheinterests of confidentiality, you are not required to supply your name on
the questionnaire.

e Please respond to each of the following items by placing a CROSS, which
correctly reflects your opinion and experiences on the role of teacher
leadership in your school.

e Thisquestionnaireisto be answered by an educator.*

! The word ‘educator’ refersto apost level 1 educator
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A. BIOGRAPHICAL INFORMATION

1. Gender
| Mde| | Femde| |

2. Age
| 21-30 | | 31-40| [41-50| |51+ |

3. Your formal qualification is:
| Bdow M+3 | | M+3| [ M+4| | M+5and above | |

4. Nature of employment
| Permanent | | Temporary | | Contract | |

5. Employer
| State | | SGB | |

6. Y ears of teaching experience
| 0-5yrs| | 6-10yrs| | 11-15yrs| | 16+yrs| |

B. TEACHER LEADERSHIP SURVEY

Instruction: Placea CROSS in the column that most closely describes your opinion on therole of
teacher leader ship in your school.

Scale. 4= Strongly Agree 3=Agree 2=Disagree 1= Strongly disagree

B.1
| believe: 43|21
7. Only the SMT should make decisions in the school.

8. All educators’ can take aleadership rolein the school.
9. That only people in positions of authority should lead.
10. That men are better able to lead than women

B.2
Which of thefollowing tasks are you involved with? 4,321
11. | take initiative without being del egated duties.

12. 1 reflect critically on my own classroom teaching.

13. | organise and lead reviews of the school year plan.

14. | participate in in-school decision making.

15. | give in-service training to colleagues.

16. | provide curriculum development knowledge to my colleagues.

17. 1 provide curriculum devel opment knowledge to teachers in other schools
18. | participate in the performance evaluation of teachers.

19. | choose textbook and instructional materials for my grade/learning area.
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20. | co-ordinate aspects of the extra-mural activitiesin my school.

21. | co-ordinate aspects of the extra-mural activities beyond my school.

22. | set standards for pupil behaviour in my school.

23. | design staff development programmes for my school.

24. | co-ordinate cluster meetings for my learning area.

25. | keep up to date with developments in teaching practices and learning area

26. | set the duty roster for my colleagues.

Instruction: Please respond with a CROSS either Yes/ No/ Not applicable, to your

involvement in each committee.

If YES, respond with a CROSS by selecting ONE option between: Nominated by colleagues,

Delegated by SMT or Volunteered.

B.3
How | got
onto this
committee:
| play aleadership rolein thefollowing o | Nominated Delegated Volunteered
committeg/s: § by colleagues | by SMT
= O
$ 12 2%

27. Catering committee

28. Sports committee

29. Bereavement /condol ence committee.

30. Cultural committee.

31. Library committee.

32 Subject/ learning area committee.

33 Awards committee

34 Time- table committee.

35. SGB (School Governing Body)

36. SDT (School Development Team)

37. Fundraising committee.

38. Maintenance committee.

39. Safety and security committee.

40. Discipline committee

41. Teacher Union

42. Assessment committee

43. Admission committee

44. Other (Please specify)

Instruction: Place a CROSS in the column that most closely describes your opinion on what

factorssupport or hinder teacher leader ship.
Scale. 4= Strongly Agree 3= Agree 2=Disagree 1= Strongly Disagree

B.4

My school isa place where:

45 The SMT hastrust in my ability to lead.

46. Teachers resist leadership from other teachers.
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47. Teachers are allowed to try out new ideas.

48 The SMT (School Management Team) values teachers' opinions.

49. The SMT allows teachersto participate in school level decision-making.

50. Only the SMT takes important decisions.

51. Only the SMT takes initiative in the school.

52. Adequate opportunities are created for the staff to develop professionally.

53. Team work is encouraged.

54. Men are given more leadership roles than women.

D. Teacher Leadership: Open-ended questions

1. What isyour understanding of teacher leader ship? Please explain.

2. Have you ever been involved in leading in any school related activity,
which isoutside your classroom? | f so, please give examples of your teacher
|leader ship.

3. In your opinion what hindersthe development of teacher leader ship in the
context of your school? Please discuss.

4. In your opinion what are the benefits to teacher leadership in the context
of your school? Please discuss.

Thank you for your time and effort!
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APPENDI X 3
TEACHER LEADERSHIP IN ACTION 2008 - 2009

SMT QUESTIONNAIRE

INSTRUCTIONS FOR QUESTIONNAIRE

UseaBLACK or BLUE ink pen. Please do not use a pencil.

In the interests of confidentiality, you are not required to supply your name on
the questionnaire.

Please respond to each of the following items by placing a CROSS, which
correctly reflects your opinion and experiences on the role of teacher
leadership in your school.

This questionnaire isto be answered by a member of the School Management
Team (SMT).
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A. BIOGRAPHICAL INFORMATION

1. Gender
| Mae| | Femae| |

2. Age
|21-30| [31-40| [41-50]| |51+] |

3. Your formal qualification is:
| Below M+3 | | M+3| | M+4| | M+5and above | |

4. Nature of employment
| Permanent | | Temporary | | Acting | |

5. Years of teaching experience
| 0-5yrs| | 6-10yrs| | 11-15yrs| | 16+yrs| |

6. Period of servicein current position
| 0-5yrs| | 6-10yrs| | 11-15yrs| | 16+yrs| |

B. SCHOOL INFORMATION

7. Learner Enrolment of your school
| 1-299 | |300-599 | | 600+ | |

8. Number of educators, including management, in your school
|2-10| [ 11-19| | 20-28 | | 29-37 | | 38+ |

9. School type
| Primary | | Secondary | | Combined | |

10. School Fees
| NoFees| | R1-R500 | | R501-R1000 | | R1001-R5000 | | R5001+ | |

C. TEACHER LEADERSHIP SURVEY

Instruction: Placea CROSS in the column that most closely describes your opinion on therole of
teacher leadership in your school.
Scale4= Strongly agree 3= Agree 2= Disagree 1= Strongly Disagree

C.1

| believe: 41321

11. Only the SMT should make decisions in the school.

12. All teachers should take a leadership role in the school.

13. That only peoplein formal positions of authority should lead.
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14. That men are better able to lead than women

15. Educators’ should be supported when taking on leadership roles

Instruction: Place a CROSS in the column that most closely describes your opinion on the role of
teacher leader ship in your school.

Scale4= Strongly agree 3= Agree 2= Disagree 1= Strongly disagree

C.2
Which of thefollowing tasks are you involved with? 4,321
16. 1 work with other educators in organising and leading reviews of the
school year plan

17. | encourage educators to participate in in-school decision making

18. | support educators in providing curriculum development knowledge to
other educators

19. | support educators in providing curriculum development knowledge to
educators in other schools

20. | provide educators with opportunity to choose textbooks and learning
materials for their grade or learning area

21. | work with other educators in designing staff development programme
for the school

22. | include other educatorsin designing the duty roster

Instruction: Place a CROSS in the column that most closely describes your opinion on what
factorssupport or hinder teacher leader ship.

Scale. 4=strongly agree 3= Agree 2= Disagree 1= strongly disagree

C.3
My school isa place where: 514321
23. The SMT hastrust in educator’s ability to lead.
24. Educators are alowed to try out new ideas.

25. The SMT (School Management Team) values teachers opinions.

26. The SMT allows teachers to participate in school level decision-making.
27. Only the SMT takes important decisions.

28. Only the SMT takes initiative in the school.

29. Adequate opportunities are created for the staff to develop professionally.
30. Team work is encouraged.

31. Men are given more leadership roles than women.
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D. Teacher L eadership: Open-ended questions

1. What isyour understanding of teacher leader ship? Please explain.

2. Haveyou ever encouraged educatorsin leading in any school related
activity, which isoutside their classrooms? If so, please give example

3. Inyour opinion what hindersthe development of teacher leadership in the
context of your school? Please discuss.

5. In your opinion what promotes the development of teacher leadership in
the context of your school? Please discuss.

Thank you for your time and effort!
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APPENDIX 4
TEACHER LEADERSHIP IN ACTION 2008 - 2009

TEACHER LEADERSHIP OBSERVATION SCHEDULE
(BORROWED FROM HARRIS & LAMBERT, 2003)

A. Adult
Development

1. Defines self in
relation to othersin the
community. The
opinions of others,
particularly those in
authority, are highly
important.

Defines self as
independent from the
group, separating needs
and goals from others.
Does not often see the
need for group action.

Understands self as
interdependent with
othersin the school
community, seeking
feedback from others
and counsel from self.

Engages colleaguesin
acting out of a sense of
self and shared values,
forming interdependent
learning communities.

2. Does not yet
recognise the need for
self-reflection. Tends to
implement strategies as
learnt without making
adjustments arising from
reflective practice.

Personal reflection leads
to refinement of
strategies and routines.
Does not often share
reflections with others.
Focuses on argument for
own ideas. Does not
support systems which
are designed to enhance
reflective practice.

Engagesin self-
reflection as a means of
improving practices.
Models these processes
for othersin the school
community. Holds
conversations that share
views and develops
understanding of each
other’s assumptions.

Evokesreflectionin
others. Develops and
supports a culture for
self-reflection that may
include collaborative
planning, peer coaching,
action research and
reflective writing.

3. Absence of ongoing
evaluation of their
teaching. Does not yet
systematically connect
teacher and student
behaviours.

Self-evaluation is not
often shared with others;
however, responsibility
for problemsor errorsis
typically ascribed to
others such as students
or family.

Highly self-evaluative
and introspective.
Accepts shared
responsibility asa
natural part of a school
community. No need for
blame.

Enables othersto be
self-evaluative and
introspective, leading
towards self- and shared
responsibility.

4. In need of effective
strategies to demonstrate
respect and concern for
others. Is polite yet
primarily focuses on

Exhibits respectful
attitude towards others
in most situations,
usualy privately. Can
be disrespectful in

Consistently shows
respect and concern for
all members of the
school community.
Validates and respects

Encourages & supports
othersin being
respectful, caring,
trusted members of the
school community.

own needs. public debate. Gives qualitiesin and opinions | Initiates recognition of
little feedback to others. | of others. ideas and achievements
of colleagues as part of
an overal goal of
collegial empowerment.
B. Dialogue

1. Interactions with
others are primarily
social, not based on
common goals or group
learning.

Communicates with
others around logistical
issues/problems. Sees
goalsasindividually set
for each classroom, not
actively participating in
efforts to focus on
common goals.

Communicates well
with individuals and
groupsin the
community as a means
of creating & sustaining
relationships and
focusing on teaching
and learning. Actively
participatesin dialogue.

Facilitates effective
dialogue among
members of the school
community in order to
build relationships and
focus dialogue on
teaching and learning.

2. Does not pose
questions of or seek to
influence the group.
Participation often
resembles consent or

Makes personal point of
view, although not
assumptions, explicit.
When opposed to ideas,
often asksimpeding

Asks questions and
provides insights that
reflect an understanding
of the need to surface
assumptions and address

Fecilitates
communication among
colleagues by asking
provocative questions
which open productive

compliance. questions which can the goals of the dialogue.

derail or divert dialogue. | community.
3. Does not actively Attends staff Possesses current Works with othersto
seek information or new | development activities knowledge and construct knowledge
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professional knowledge
which challenges
current practices. Shares
knowledge with others

planned by the school or
district. Occasionally
shares knowledge
during informal &

information about
teaching and learning.
Actively seeksto use
that understanding to

through multiple forms
of enquiry, action
research, examination of
disaggregated school

only when requested. formal gatherings. Does | alter teaching practices. | data, insights from
not seek knowledge that | Studies own practice. others & from outside
challenges status quo. research community.

4, Responds to Responds to situations Responds to situations Promotes an open mind

situationsin similar
way’s, expects
predictable responses
from others. Is
sometimes confused by
variations from expected
norms.

in different, although
predictable ways.
Expects consistency
from those in authority
and from self.

with an open mind and
flexibility; welcomes
multiple perspectives
from others. Alters own
assumptions during
dialogue when evidence
iS persuasive.

and flexibility in others;
invites multiple
perspectives and
interpretations as a
means of challenging
old assumptions and
framing new actions.

C. Collaboration

1. Decision making is
based on individual
wants and needs rather
than those of the group
asawhole.

Promotes individual
autonomy in classroom
decision making.
Relegates school
decision-making to the
principal.

Actively participatesin
shared decision-making.
Volunteersto follow
through on group
decisions.

Promotes collaborative
decision-making that
provides options to meet
the diverse individual
and group needs of the
school community.

2. Seeslittlevaluein
team building, although
seeks membership in the
group. Will participate,
although does not

Doesn’t seek to
participate in roles or
settings that involve
team building.
Considers most team

I's an active participant
in team building,
seeking roles and
opportunitiesto
contribute to the work of

Engages colleaguesin
team-building activities
that develop mutual trust
and promotes
collaborative decision-

connect activities with building activitiesto be | the team. Sees making.
larger school goals. ‘touchy-feely’ and teamness' as central to
frivolous. community.
3. Sees problems as Interprets problems Acknowledges that Engages colleaguesin

caused by the actions of
others, e.g. students,
parents; or blames self.
Uncertain regarding the
specifics of one’s own
involvement.

from own perspective.
Playstherole of
observer and critic, not
accepting responsibility
for emerging issues and
dilemmas. Considers
most problemsto be a
function of poor
management.

problemsinvolve all
members of the
community. Actively
seeks to define problems
and proposes resolutions
or approaches which
address the situation.
Finding blame is not
relevant.

identifying and
acknowledging
problems. Acts with
othersto frame
problems and seek
resolutions. Anticipates
situations which may
cause recurrent
problems.

4. Does not recognise or
avoids conflict in the
school community.
Misdirects frustrations
into withdrawal or
personal hurt. Avoids
talking about issues that
could evoke conflict.

Does not shy away from
conflict. Engagesin
conflict as a means of
surfacing competing
ideas, approaches.
Understands that
conflict isintimidating
to many.

Anticipates and seeksto
resolve or intervenein
conflict. Actively tries
to channel conflict into
problem-solving
endeavours. Is not
intimidated by conflict,
though wouldn't seek it.

Surfaces, addresses and
mediates conflict within
the school and with
parents and community.
Understands that
negotiating conflict is
necessary for personal
and school change.

D. Organisational
change

1. Focuses on present
situations and issues,
seldom plans for either
short or long term
futures. Expects
certainty.

Demonstrates forward
thinking for own
classroom. Usually does
not connect own
planning to the future of
the school.

Develops forward
thinking skillsin
working with others and
planning for school
improvements. Future
goals based on common
values and vision.

Provides for and creates
opportunities to engage
othersin forward
(visionary) thinking and
planning based on
common core values.

2. Maintains alow
profile during school
change, basically
uninvolved in group
processes. Attempts to

Questions status quo;
suggests that others need
to change in order to
improve it. Selects those
changes which reflect

Shows enthusiasm and
involvement in school
change. Leads by
example. Explores
possibilities and

I nitiates action towards
innovative change;
motivates, draws others
into action for school &
district improvements.
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comply with changes.
Expects compliance
from others.

personal philosophies.
Opposes or ignores
practices which require
a school-wide focus.

implements changes for
both persona and
professional
development.

Encourages othersto
implement practices
which support school-
wide learning. Provides
follow-up planning and
coaching support.

3. Culturally unaware. ‘|
treat everyone the
same’. Stage of naivety
to socio-political
implications of race,
culture, ethnic and
gender issues.

Growing sensitivity to
political implications of
diversity. Acknowledges
that cultural differences
exist and influence
individuals and
organisations.

Understanding and
acceptance: ‘aha’ level.
Has developed an
appreciation of own
cultural identitiesand a
deeper appreciation /
respect for cultural
differences. Applies
understanding in
classroom and school.

Commitment to val ue of
and build on cultural
differences. Actively
seeks to involve others
in designing
programmes and
policies which support
the development of a
multi-cultural world.

4, Attends to studentsin
his or her own
classroom. Possessive of
children and space. Has
not yet secured a
developmental view of
children.

Concerned for the
preparation of children
in previous grades.
Critical of preparation of
children and readiness
of children to meet
established standards.

Developmental view of
children trandatesinto
concern for all children
in the school (not only
those in own classroom)
and their future
performances in further
educational settings.

Works with colleagues
to develop programmes,
policiesthat take holistic
view of children’s
development (e.g. multi-
graded classes, parent
education, follow-up
studies).

5. Works alongside new
teachers, is cordial
although does not offer
assistance. Lacks
confidencein giving
feedback to others.

Shares limited
information with new
teachers, mainly that
pertaining to school
admin functions (e.g.
attendance accounting,
grade reports). Does not
offer to serve as master
teacher.

Collaborates with,
supports and gives
feedback to new and
student teachers. Often

Serves as master teacher.

Takes responsibility for
support & development
of systems for student &
new teachers. Develops
collaborative
programmes with
school, district and
universities.

6. Displayslittle interest
in the selection of new
teachers. Assumes that
they will be appointed
by the district or those
otherwise in authority.

Assumes that district
will recruit and appoint
teachers. Has not
proposed a more active
role to the teacher
association.

Becomes actively
involved in the setting
of criteriaand the
selection of new
teachers.

Advocates to schools,
districts and teachers’
association the
development of hiring
practices that involve
teachers, parents and
students in processes.
Promotes the hiring of
diversity candidates.
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APPENDIX 5.1
TEACHER LEADERSHIP IN ACTION: 2008 — 2009

ZONESAND ROLESMODEL OF TEACHER LEADERSHIP
(Grant, 2008)
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APPENDI X 5.2

ANALYTICAL FRAMEWORK FOR TEACHER LEADERSHIP

Zones | Roles Indicators
1. 1. Continuing to teach and 1. centrality of expert practice (including appropriate teaching and assessment strategies and expert
improve one's own knowledge)
teaching in the classroom 2. keep abreast of new developments (attendance at workshops & further study) for own
professional development
3. design of learning activities and improvisation/appropriate use of resources
4.  processes of record keeping and reflective practice
5. engagement in classroom action research
6. maintain effective classroom discipline and meaningful relationship with learners (evidence of
pastoral carerole)
7. takeinitiative and engage in autonomous decision-making to make change happen in classroom
to benefit of learners
2. 2. Providing curriculum 1. joint curriculum development (core and extra/co curricular)
development knowledge (in 2. teamteaching
own schooal) 3. tekeinitiative in subject committee meetings
4.  work to contextualise curriculum for own particular school
5. attend DOE curriculum workshops and take new learning, with critique, back to school staff
6. extralco curricular coordination (e.g. sports, cultural activities etc)
2. 3. Leading in-service 1. forge close relationships and build rapport with individual teachers through which mutual
education and assisting learning takes place
other teachers (in own 2. staff development initiatives
school) 3. peer coaching
4.  mentoring role of teacher leaders (including induction)
5. building skills and confidence in others
6.  work with integrity, trust and transparency
2. 4. Participating in 1. engagein IQMS activities such as peer assessment (involvement in development support groups
performance evaluation of 2. informal peer assessment activities
teachers (in own school) 3. moderation of assessment tasks
4.  reflections on core and co/extra curricular activities
3. 5. Organising and leading 1. organisational diagnosis (Audit — SWOT) and dealing with the change process (School
peer reviews of school Devel opment Planning)
practice (in own school) 2. whole school evaluation processes
3. school based action research
4.  mediating role (informal mediation aswell as union representation)
5. school practices including fundraising, policy development, staff development, professional
devel opment initiatives etc)
3. 6. Participating in school 1. awareness of and non-partisan to micropolitics of school (work with integrity, trust and
level decision-making (in transparency)
own schoal) 2. participative leadership where all teachers feel part of the change or development and have a
sense of ownership
3. problem identification and resolution
4.  conflict resolution and communication skills
5.  school-based planning and decision-making
4, 2. Providing curriculum 1. joint curriculum development (core and extra/co curricular)
development 2. liaise with and empower parents about curriculum issues (parent meetings, visits,
knowledge(across schools communication — written or verbal)
into community) 3. liaisewith and empower the SGB about curriculum issues (SGB meetings, workshops, training —
influencing of agendas)
4. networking at circuit/district/regional/provincial level through committee or cluster meeting
involvement
4. 3. Leading in-service 1. forge close relationships and build rapport with individual teachers through which mutual
education and assisting learning takes place
other teachers (across 2. staff development initiatives
schools into community) 3. peer coaching
4.  mentoring role of teacher leaders (including induction)
5. building skills and confidence in others
6.  work with integrity, trust and transparency
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APPENDI X 6
TEACHER LEADERSHIP IN ACTION: 2008 — 2009
TEACHER LEADER JOURNAL ENTRIES

Journal Entry 1 (Week 3 October 2008)

Please would you fill in thisinformation in your journa and bring to the focus group interview next
week. Thisinformation will provide me with background information about the social context of
your school and it will help meto get to know you alittle better. Please be as honest as you can! |
will ensure your anonymity at all times.

About your school:
1. What kind of school isit? (level/ resources/diversity/ size etc)
2. Describe the socio-economic backgrounds of the learners in the school and the surrounding
community?
3. How would you describe the culture of your school; in other words, ‘the way things are
done around here' ?

About you:

Name

Age

Gender

Y ears of experience as ateacher

Quadlification

Which subjects do you teach and which grades?

Do you enjoy teaching? Y es’No/M ostly/Occasionally. Why do you say so?
Describe your family to me.

ONOoOO~WDNE

Think about yourself as a teacher |eader:
1. What do you understand the term *teacher leader’ to mean?
2. Describe at least two examples of situations where you work as ateacher leader in your
school.

Journal Entry 2 (1% half of November 2008)
Think about a memory (strongly positive or strongly negative) you have when, as ateacher, you led
anew initiative in your classroom or school.

Tell the story by describing the situation and explaining the new initiative.
How did leading thisinitiative initially make you feel ?

What was the response to your leadership (either good or bad)?

How did this response make you feel ?

poODNPRE

Journal Entry 3 (2" half of November 2008)
Think about the forth term of school. It is often described as aterm of |earner assessment and
examination.

1. Describe the different situations where you have worked as a teacher leader. What were the
leadership roles you filled? What did you do?

2. How did your leadership impact on others? What was the response from your SMT? What
was the response from the teachers?

3. How did being ateacher leader in these situations make you feel ?
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Journal Entry 4 (1* half of February 2009)
1. Think about yourself as ateacher leader and the personal attributes you have that make you a
teacher leader.

I.  Listthese persona attributes.
ii.  Why do you think these particular attributes are important in devel oping teacher |eaders?
iii.  Arethere any other attributes you think are important and which you would like to develop
to make you an even better teacher leader?

2. Think about yourself as ateacher leader and the knowledge and skills you have that make you a
teacher leader.

i.  Listtheskillsand knowledge you have.
ii.  Why do you think this knowledge and these skills are important in developing teacher
leaders?
iii.  Arethere any other skills’knowledge you think are important and which you would like to
develop to make you an even better teacher |eader?

Journal Entry 5 (2" half of February 2009)
Think about the first term of schooal. It is often described as aterm of planning, especially around
curriculum issues.

1. Describe the different situations where you have worked as a teacher leader during this term.
What were the leadership roles you filled? What did you do?

2. How did your leadership impact on others? What was the response from your SMT? What
was the response from the teachers?

3. How did being ateacher leader in these situations make you feel ?

Journal Entry 6 (1% half of March 2009)
Think now about your experience as ateacher leader and ponder on the barriers you have come up

against.

Describe some of these barriers.

What are the reasons for these barriers, do you think?
How do you think these barriers can be overcome?
How do you think teacher |eadership can be promoted?

hpOODNPRE

Journal Entry 7 (2" half of March 2009)
1. Can you tell astory / describe a situation in each of the following contexts when you worked as a
teacher leader:

i) in your classroom

i) working with other teachers in curricular/extra-curricular activities
iii) in school-wide issues

iv) networking across schools or working in the school community

2. You have come to the end of your journaling process. Please feel free now to:
i) ask me any questions
i) raise further points
iii) reflect on the writing process
iv) reflect on the research process as awhole
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10.

11.

12.

13.

14.

APPENDIX 7
TEACHER LEADERSHIP IN ACTION: 2008 — 2009

TEACHER LEADER FOCUS GROUP INTERVIEW

What does the word |leadership mean to you?
Participant 2, how do you feel about |eadership?
Participant 3, what do you think about |eadership?
What does the word “teacher leadership” mean to you?

Do you believe that ateacher can be aleader despite anyone delegating duties
them?

When you think of yourself as ateacher leader, what emotions are conjured up?
Why do you think you feel this way.In addition, what do you think are the cause of these
emotions?

Do you fed that the ideas you get support for are the trivial ones?

How do you feel about the issue of trust in allowing you to take on teacher |eader
duties?.

Think about teacher leadership in the perfect school what would ateacher leader
be able to achieve and what support would teacher |eaders have?.

Why do you need to have a positive relationship with all stakeholders?
When you talk about support what would you envisage the headship and the
management to be in an ideal school, where you can be an optimum teacher
leader what sort of management do you think you need?

Do you think your school is a perfect school ?

Do you think you would get a perfect school anywhere?

In terms of me the researcher being in the same school did it restrict you in any
way?
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APPENDIX 8.1
TEACHER LEADERSHIP IN ACTION: 2008 — 2009

INDIVIDUAL TEACHER LEADERSHIP INTERVIEW SCHEDULE:MARY

10.

11.

12.

13.

14.

15.

16.

What do you think are the personal attributes of teacher |eaders?

When you talk about confidence, why do you think this characteristic is
important?

Y ou seem to have more passion for some leadership roles as compared to the others do you
agree and why?

What other characteristics do you think they should have, because they are working without
any title, official title?

Tolerant, in what way?

What zones and roles of teacher |eadership have you engaged in?

So, do you see yourself as a curriculum devel oper?
This cluster coordinator role, Did you volunteer, were you nominated or del egated the duty?
Do you think teacher leaders can be zoned into the community?

Have you taken on any |leadership roles in the community?

What are some of the barriers you as ateacher leader have experienced?

If there was something you really wanted to do, how would you get staff buy in and how
would you overcome the resistance?

Any other factors especially in your school context, that you see as a barrier to you taking on
leadership roles?

In your school culture and the leadership in the school, which one is easier for you? When
you delegated those teacher |eadership roles or when you initiate it yourself?

How does this form abarrier to you as ateacher leader? Give me an example, that
you have experienced yourself.

How do you manage to stay ahead of the rest of teachers, so you are il
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APPENDI X 8.2
TEACHER LEADERSHIP IN ACTION: 2008 — 2009

INDIVIDUAL TEACHER LEADERSHIP INTERVIEW SCHEDULE:JEN

10.

What do you think are the personal attributes of teacher |eaders?

Y ou mention something about “moving from the old to the new” Could you elaborate on
that?

Y ou aso mentioned something about being a* People Person”. Why do you think that is
important in being ateacher leader?

Y ou a'so mentioned something about teacher leadership being able to articulate her vision.
Why do you think that thisisimportant and what do you understand by the word articul ate?

What are some of the zones that you have engaged yourself in and the roles that you have
participated in as a teacher |eader?

What roles have you played in school that you would consider activities of teacher
leadership? Give me examples.

Can you briefly outline what some of the main barriers that teacher |eaders experience and
in particular, barriers you have experienced when trying to lead any initiative in your
particular school context?

Considering that teacher leaders in any leadership position takes up, requires alot of time,
sacrifice and effort. Would you not consider time to be one of the barriers? Have you had
any experience, where, when you were carrying out teacher leader rolesthat timewas a
barrier for you?

Y ou spoke about the time issue, in terms of your religious activities and although it has
taken up your time, why do you do it?

In your school context, delegated leadership duties, or those that you initiate on your own
which one have you found to be easier to carry out and why?
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10.

11.

12.

13.

14.

15.

16.

APPENDI X: 8.3
TEACHER LEADERSHIP IN ACTION: 2008 — 2009

INDIVIDUAL TEACHER LEADERSHIP INTERVIEW SCHEDUL E:JANE

What do you think are the personal attributes of teacher |eaders?

When you talk about being self-motivated, give me an example of that?
Can you give me examples of these activities?

Why do you need to get these people’ s buy in, why isit important?

Why do you think being able to take risks and being courageous are an important
characteristics of teacher leadership?

When you talk about workshops and seminars, in neighbouring schools as well?.

Why do you think workshops and seminars are important activities of teacher
leadership?.

Do you think teacher leaders should be expertsin the curriculum?

Okay when you talk about one-step ahead, in what? Ahead in their knowledge of
their subject in their leadership skills?.

What are some of the roles you engaged in?
Do you think you will get support for your idea?

When you talk about time, where do you find the time to do al these leadership
activities?.

What do you think are the main barriers teacher |eaders experience?

Soif you had to take on ateacher leadership activity, but it had to be donein
school. How would you go about doing it?

| al'so saw that you did group work to help the second language |earners,why did you do

this?

Do you think it would be easy for you to have teacher |eadership roles delegated to you, or

would you want to initiate it yourself?
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APPENDIX 9

6 Corner Barn
Durban Street
Greytown
3250

DATE..........o

The Principal

Dear Sir

| am currently afirst year Mastersin Education (EL M) student at the University of KwaZulu-
Natal, Pietermaritzburg. | am presently engaged in a group research study on teacher’ s perceptions
and experiences regarding teacher leadership. Teacher leadership is an emerging field of researchin
South Africaand it needs to be built upon. In thisregard | have chosen your school because |
believe that your teachers have the potential and can provide valuable insight in extending the
boundaries of our knowledge on this concept.

Please note that thisis not an evaluation of performance or competence of your teachers and by no
means is it acommission of inquiry. Theidentities of all who participate in this study will be
protected in accordance with the code of ethics as stipulated by the Univer sity of KwaZulu-Natal.

| undertake to uphold the autonomy of all participants. They will be free to withdraw from the
research at any time without negative or undesirable consequences to themselves. However,
participants will be asked to complete a consent form. In the interest of the participants, feedback
will be given to them during and at the end of the study.

My supervisor is Ms. C. Grant who can be contacted on 033-2606185 at the Faculty of Education,
Room 42A, Pietermaritzburg Campus (School of Education and Development). My contact number
15 0824691585.Y ou may contact my supervisor or myself should you have any queries or questions
you would like answered.

Yours faithfully

Mrs P. Moonsamy

..DETACHAND RETURN.........cocoiiiiien
DECLARATION

L principal of . - ..hereby confirm that
| understand the contents of this document and the nature of thls research prol ect and grant Mrs P.
Moonsamy permission to conduct research at the school.

PRINCIPAL DATE
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APPENDI X 10

6 Corner Barn
Durban Street
Greytown
3250

LETTER OF INVITATION

| am currently afirst year Mastersin Education student at the University of KwaZulu-Natal,
Pietermaritzburg. | am presently engaged in a group research study on teachers’ perception and
experiences regarding teacher leadership. Teacher leadership is an emerging field of research in
South Africaand it needs to be built upon. In thisregard, | have chosen you as a suitable candidate
as | believe that you have the potential and can provide valuable insight in extending the boundaries
of our knowledge on this concept.

Please note that thisis not an evaluation of your performance or competence and by no meansisit a
commission of inquiry! Your identity in this study will be protected in accordance with the code of
ethics as stipulated by the University of KwaZulu-Natal.

| acknowledge your autonomy as an educator. Y ou will be free to withdraw from the research at any
time without negative or undesirable consequences to yourself. However, you will be asked to
complete a consent form. In your interest, feedback will be given to you during and at the end of the
study.

My supervisor is Ms C. Grant who can be contacted on 033-2606185 at the Faculty of Education,
Room 42A, Pietermaritzburg Campus (School of Education and Development). My contact number
is033-4132452.

Y ou may contact my supervisor or me should you have any queries or questions.

Yours sincerely

Mrs P.Moonsamy

coiennen. . DETACH AND RETURN......coo
DECLARATION

L e (full names of participant) hereby confirm that |
understand the contents of this document and the nature of this research project. | am willing to
participate in this research project.

| understand that | reserve the right to withdraw from this project at any time.

Signature of participant Date
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APPENDIX 11
6 Corner Barn
Durban Street
Greytown
3250

| am sending this invitation to you as a teacher who might be interested in participating in aresearch
project about teacher leadership in schools. My nameis Mrs. P. Moonsamy and | am currently a
first year Masters in Education student at the University of KwaZulu-Natal, Pietermaritzburg. | am
presently engaged in aresearch study which aims to explore teacher leaders in action in schools.
Teacher leadership is an emerging field of research in South Africaand | believe that teacher
leadership has a powerful roleto play in improving the teaching and learning in our schools. In this
regard | have identified your school as a successful school which exhibits strong leadership at
various levels within the institution. | would very much like to conduct research into teacher
leadership in your school, and work closely with you, particularly, to extend the boundaries of our
knowledge on this concept.

The research project is framed by the following broad research questions:
1. How isteacher |eadership enacted in schools?
2. What factors enhance or hinder this ‘ enactment’?

| am seeking three teachers from your school who:
e Areinterested in making a contribution to this research.
e Seethemselves as teacher leaders.
e Areinterested in developing teacher leadership opportunities in schools.

Please note that thisis not an evaluation of performance or competence of you as ateacher. Y our
identity will be protected in accordance with the code of ethics as stipulated by the University of
KwaZulu-Natal. | undertake to uphold your autonomy and you will be free to withdraw from the
research at any time without negative or undesirable consequences to themselves. In thisregard,
you will be asked to complete a consent form. Furthermore, feedback will be given to you during
and at the end of the project.

My supervisor is Ms .C .Grant who can be contacted on 033-2606185 at the Faculty of Education,
Room 42A, Pietermaritzburg Campus (School of Education and Development). My contact number
is0334132452. Please feel free to contact me at any time should you have any queries or questions
you would like answered.

Yours sincerely

Lo (full names of participant ) hereby confirm that understand
the contents of this document and the nature of this research project. | am willing to participatein
this research project. | understand that | reserve the right to withdraw from this project at any time.

Signature of Teacher Leader Date



APPENDI X 12

UNIVERSITY OF
KWAZULU-NATAL

RESEARCH OFFICE (GOVAN MBEKI CENTRE)
WESTVILLE CAMPUS
TELEPHONE NO.: 031 - 2603587

EMAIL : ximbap@ukzn.ac.za

28 NOVMBER 2008

MS. C GRANT (24502)
EDUCATION & DEVELOPMENT

Dear Ms. Grant

ETHICAL CLEARANCE APPROVAL NUMBER: HSS/0755/08

| wish lo confirm that ethical clearance has been approved for the following project:
“Teacher leadership in action: Collective case studies”
PLEASE NOTE: Research data should be securely stored in the school/department for a period of 5 years

Yours faithfully

MS. PHUMELELE XIMBA

Founding Campuses: == Edgewood == Howard College Medical School == Pietermaritzburg == Westville
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