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Figure 13: Teacher Perceptions for Voice in Designing Professional Learning. This chart 

illustrates how teacher leaders feel their colleagues would answer concerning their voice in 

the development of professional learning. 

It is notable that teacher leaders’ perceptions around the idea that their colleagues believe 

that teachers work together to design and implement professional learning is not perceived as 

high in the area of building a learning community (Figure 13).  The results related to teacher 

voice in designing the professional learning were the lowest ranked scores in the entire survey. 

Finally the survey attempted to document if teachers perceived increased teacher and 

student interest in learning. According to Williams, Lakin, & Kensler (2014), the field needs 

more research on the link between teacher leadership and student achievement. This case study 

garnered teacher leaders’ perceptions around the building of a learning community and its 

perceived impact on their fellow colleagues as well as any changes in student engagement or 

achievement.  

44.1

15.2
11.8 9.1

0

10

20

30

40

50

Collaborate to Design and Implement
Professional Learning

Teachers in my school help decide what
professional learning they need.

Teacher Leaders Perceptions 
Around How Colleagues Feel About 

Voice

Most All



 

51 

 

Figure 14: Teacher Leader Perceptions on Connection Between Collaboration and Teacher 

and Student Learning. This chart illustrates the range of responses that teacher leaders gave 

in response to how they see teacher leadership impacting classroom culture and student 

experience. The score range runs from 1 (none) to 5 (all). 

 In considering the results in relation to the three focus areas (supports, collaboration 

professional practice), the teacher leaders perceived that one of the other most impacted areas 

was classroom culture. More than 73% of the respondents perceived that most or all of their 

colleagues believed that the classroom culture had changed over the last two years of the teacher 

leader initiative. These results reflect how teacher leaders perceive their colleagues view the 

culture of a learning community.  With more than 70% of the teachers favorably responding to 

perceiving cultural changes within their school, the results indicate that teacher leadership is 

impacting the classroom culture as well as improving engagement for teachers and students. 
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Figure 15: Teachers’ Perceptions for Changes to Classroom Culture and Teacher and Student 

Engagement. This chart illustrates the perception of changes in classroom cultures and 

student engagement as seen by teacher leaders. 

As part of the survey, each respondent was asked to identify one take away from being a 

part of the teacher leadership initiative. The researcher engaged in a coding practice to analyze 

the responses for links to the data found in the survey results. Specifically the researcher 

employed descriptive coding to find patterns in the qualitative inquiry process. The process 

allows the researcher to go from the data to the ideas (Saldaña, 2013) that emerge through 

pattern analysis. The coding process allows the data to be seen in “separate categories, forcing 

one to look at each detail, whereas synthesis involves piecing these fragments together to 

reconstruct a holistic and integrated explanation” (Bloomberg & Volpe, 2012, p. 175).  

The data that emerged could be tied to four themes: collaboration, feedback for connected 

learning, empowering students, and structures for a learning community. When analyzing the 30 

open-ended responses, the following themes emerged: 
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Table 4.  

Themes found in the qualitative section of the survey 

Major Theme Number of Times 

Referenced 

Percent of Responses 

Collaboration 11 36% 

Feedback for Professional Learning 11 36% 

Empower Students 7 23% 

Structures for a Learning Community 6 20% 

 The data found in the open-ended responses matches the data found in the survey. The 

concepts of structures and collaboration were mentioned in multiple responses as the number one 

take away from the teacher leader initiative. The results indicate that the concepts of teacher 

collaboration and using feedback as a leverage process to develop professional conversation 

amongst teachers was identified and named in a majority of the responses. As noted in Table 5, 

the concepts of collaboration and the development of a learning community to reduce teacher 

isolation was evident in 72% of the overall responses on the survey. 

Table 5. 

Percentage of References to Collaboration and Learning Communities 

Topics for Research Questions Number of Times 

Mentioned 

Percent of the 

Responses 

Collaboration and Learning Community 22 72% 
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 The Reading School District implemented a teacher leadership initiative focused 

on reducing teacher isolation and improving teacher collaboration. The survey results highlight 

the concept of collaboration or the development of a community of learners in 72% of the open-

ended responses. This finding corresponds to the quantitative results in the section of the survey 

that questions the perception of a collaborative structure developing within the district. Over 

70% of the responses indicated that there was a feeling that teachers were open to and moving 

towards collaborating more in a variety of ways. 

Semi-Structured Interviews 

The second data set was gathered through a series of semi-structured interviews. The 

results illuminate an understanding that if teacher leadership grows, “it allows the system to be 

more self-monitoring and self-improving” (Akert & Martin, 2012, pp. 286-287). The researcher 

used a purposeful sampling method to identify twelve participants to interview. The participants 

were assigned a participant identification code upon agreement and submission of the 

recruitment letter (Appendix D).  The twelve teacher leaders were interviewed and their 

responses were recorded digitally on a password-protected device. The teacher leaders came 

from all four buildings in the district. The interviewees came from the pool of sixty-one teachers 

who participated in the two teacher leadership academies that were held over the previous two 

years in the region. This part of the chapter provides a narrative description of the results from 

the semi-structured interviews. The section includes the key code words as well as the themes 

and subthemes identified in the data. It will also provide a narrative summary of each theme 

along with quotes from the interviewees. 

Each transcript was listened to and transcribed for data analysis. The interviews were 

played back many times for accuracy and understanding of codes recorded. Each interview was 
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printed, and text was highlighted and annotated for links to the research questions and the 

conceptual framework. A multiple step process was invoked to move from data to information to 

knowledge (Bloomberg, 2007).  The first step involved reviewing and exploring the data for big 

ideas. The first coding cycle involved holistic coding. The initial cycle of reading and analyzing 

the interviews was in the consideration of the big ideas related to the research questions in terms 

of isolation, collaboration, support and developing capacity. The first results that were garnered 

were related to two direct questions. The first question was related to the perception teacher 

leaders had in regards to their understanding of the district priorities. 

Data Related to Perception of District Supports 

Each participant was asked to explain from their perspective, what they believed the 

district priorities were over the last two years. These last two years coincide with the launching 

of a teacher leadership initiative that was rolled out in the district at that time. The district 

priorities centered on the following areas: 

• High Quality Instruction 

• Feedback for Focus Teacher Visits 

• Teacher Leadership 

• Collaboration 

When coding the data from an interview question that asked interviewees about their 

perceptions of the district initiatives, all respondents identified the following areas as the district 

priority areas: 
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Table 6. 

 Teacher Leader Responses to Naming the District Priorities 

District Priority Named Responses Percent of the Respondents 

Naming the Priority 

Feedback 12 100% 

High Quality Instruction 8 66.6% 

Teacher Leadership 5 41.6% 

Collaboration 5 41.6% 

Data Related to Perception of Personal Capacity 

In this holistic view, one data point emerged from the direct and structured interview 

question related to participants’ experience within the TLA cohort. To the question regarding 

developing their capacity as a teacher, 100% of those interviewed stated that their experience in 

the teacher leader initiative changed them and improved their teaching. The coding process 

centered on understanding the elements of this learning community as asked in the research 

question related to collaboration in a learning community. 

Themes From Coded Data 

In the first cycle of coding there were 263 code references that emerged from the data. 

These references were analyzed again in order to place the coded data into categories. This 

second step involved rereading and examining the data to be placed into multiple categories. It 

involved looking into the initial coding and taking the qualitative data and breaking it down into 

discrete parts, analyzing for similarities and differences (Saldaña, 2009, p. 81). This process 

resulted in the distinct categories where code references could be placed to formulate greater 
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understanding. The categories were then compared to the topics from the research 

questions and conceptual framework regarding teacher collaboration and capacity building of 

teachers. 

Within the data it was found that teacher leaders describe their experiences and 

perceptions about their work with commonly used words or phrases. The following table (Table 

7) illustrates the number of references to certain words or phrases found upon coding the 

transcripts. The repetition of these phrases can be connected to the categories that emerged in the 

transcripts. 

Table 7.  

Frequency of Word Use by Interviewee 

Category Word/Phrase References Number of Interviewees 

Using Word or Phrase 

Feedback Feedback 18 12 (100%) 

Asking questions 9 7 (58.3%) 

Capacity 

 

 

 

 

 

Growth 6 6 (50%) 

Process 10  5 (41.6%) 

Reflect/Reflection 8 6 (50%) 

Improved practice 5 5 (41.6%) 
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Collaboration Collaboration 15 5 (41.6%) 

Opening doors/going 

in classroom 

13 10 (83.3%) 

Conversations 8 8 (66.6%) 

Relationships 7 5 (41.6%) 

Debrief 6 5 (41.6%) 

Voice Voice 3 3 (25%) 

Choice 5 4 (33.3%) 

Perception/Perspective 5 5 (41.6%) 

 These topics were connected to categories that were selected by the researcher because 

they were connected to the conceptual framework regarding teacher leadership. When the data is 

categorized, the next step is to look for themes.  A theme is a phrase or sentence that identifies 

what a unit of data is about and what it means.  “It is an outcome of coding, categorization and 

analytic reflection. These themes serve phenomenology to gain a deeper understanding of the 

nature or meaning of our everyday experiences” (Saldaña, 2009, pp. 139-140). The coding for 

themes was a cycle to analyze the perceptions of the everyday experiences of the teacher leaders 

in Reading School District. Through the analysis of the interview data, units of information that 

contribute to themes or patterns-or the study’s findings were identified (Bloomberg & Volpe, 

2012, p. 192).  

After multiple readings and analysis the following code words were captured according 

to respondents and occurrences. Upon analysis of the transcripts from the semi-structured 

interviews, the data gather highlighted four major themes and multiple sub-categories that were 

derived from the data. The following themes emerged when analyzing the code words were: 
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feedback, collaboration, capacity, and voice. As seen in Table 8, the following themes and 

subthemes were found in the interview data that relates to the following four themes. 

 Table 8.  

Themes From the Interview Data 

Final Major Themes Round Two (Refined) Categories Round One (Initial) Categories 

Theme One 

Feedback as a 

Common Focus for 

Colleagues 

• Focus of discussions to promote 

a learning community 

• Using questions as feedback in 

learning 

• Using feedback as a common 

lens for viewing teaching 

 

• Asking questions 

• Common language 

• Validation 

Theme Two 

Collaboration for 

Improving 

Instruction 

• Professional conversations 

• Viewing practice 

• Debrief with colleagues 

• Planning together 

• Conversations 

• Opening doors/visiting classes 

• Relationships 

• Communication 

• Together 

 

Theme Three 

Building Capacity 

for High Quality 

Instruction 

 

• Process for learning new 

instructional practices 

• Reflection of teaching practices 

• Impacted teaching 

• Process 

• Reflecting 

• Improved practice 

• Growth 
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Theme Four 

Teacher Voice 

• Teacher voice for planning 

learning 

• Providing choice for professional 

learning 

• Considering different ideas 

• Perspective 

• Choice 

• Perceptions 

• Different ideas/opportunities 

 

 

The goal of the interviews was to document the perceptions from teachers about what 

supports developed and offered to teachers helped to reduce isolation and what supports created 

a system of professional learning that promoted a learning community and promoted 

collaboration.  

Theme One: Feedback as a Common Focus for Colleagues 

 Feedback has no effect in a vacuum; to be powerful in its effect, there must be a learning 

context to which feedback is addressed (Hattie & Timperley, 2007, p. 82). In the Reading School 

District feedback became a district priority that was designed to bring teachers together to learn 

how to improve their use of feedback from leader to teacher, teacher to teacher, teacher to 

student, student to teacher and student to student. Therefore, the survey and the interviews were 

designed to understand how teachers perceived feedback as a tool to bring teachers together to 

share teaching practices. The use of feedback as a focus became an area for bringing teachers 

together to discuss teaching. To further clarify, teachers in the district were also introduced to the 

concept of effective questioning as a form of feedback. “Asking the right question at the right 

time affords the possibility that there is another way to approach an issue, thereby building that 

person’s capacity to solve not just the problem right in front of her, but future ones, too” 

(Stevenson, 2017, p. 33).  
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When analyzing the data, 100% of the respondents identified feedback as district 

support that was designed to enable teachers to work together in visiting each other’s classrooms 

as well as a link between all staff members. During the interviews, teachers remarked on how 

feedback had operated as a link for teachers to communicate about when working together and as 

an area for self-reflection.  Interviewee 8, a middle school support staff member, stated that: 

“People saw my passion for feedback and how it was ingrained in a person and people cared 

about it.”  The data from the interviews indicates that teacher leaders understood that feedback 

was an area of focus that created a observational focus for classroom visits and operated as a 

instructional area for colleague discussions. Interviewee 12, a high school classroom teacher, 

stated what was well known about the district priorities. This was evident in the survey results as 

well as the direct questioning in the interviews. They stated that, “The district priorities have 

focused on feedback and planning activities that foster feedback and to work hard with staff.” 

For some teacher leaders, the time spent conversing and reflecting was a new experience 

for them as educators.  The deep study of how feedback is used across the organization became a 

course of teachers in the teacher leadership cohorts. Many interviewees explained how it affected 

their interactions with peers as well as students. As stated by Interviewee 6, an elementary 

support staff teacher, “I think it’s more than just my teaching. I think it’s impacted me in all 

areas of my life because it’s definitely led me to be more thoughtful in my approach-in my 

relationships with people and in my conversations with people.” 

The Reading School District used feedback as the focus of training in the teacher 

leadership academy workshops. The teachers, regardless of role or position, were able to engage 

in the learning and therefore the initiative. This central focus on feedback enabled colleagues to 

engage in visitations to each other’s classroom with the focus on watching teacher to student 
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Theme Four: Teacher Voice 

 Collaborative professionalism values the voices of all and reflects an approach in support 

of our shared responsibility to provide equitable access to learning for all (Hargreaves & 

O’Connor, 2017, p. 3). In the process of coding the interviews, the use of teacher voice and 

choice was mentioned by a third of the interviewees. Although not part of the interview 

questions, the notion of teacher voice appeared in multiple responses. The emphasis on teacher 

voice as part of professional learning plans was found in the survey results where only 24.3% of 

the teacher leaders felt that their colleagues believed they had a voice in making decisions about 

professional learning. In the notion of developing teacher capacity, the idea of providing voice 

and choice was illuminated by the respondents as a reference point as a hope to engage more of 

their colleagues. This idea was seen in the survey results, the open-ended survey question as well 

as the semi-structured interviews. Interviewee 2, an elementary support staff member, illustrated 

the concept across a few answers. They went on to state: 

I think that choice goes a long way. Like student choice and student voice-teacher choice 

and teacher voice…I think what we are trying to do is give teachers the same choice that 

we’ve been given…Choose the one that you are most comfortable with… 

 During the coding process, the words perceptions and perspectives were found in the 

data. This mindset was put forth as a consideration for teacher leaders when working with 

colleagues. The idea of others was mentioned across participants in their expression that the 

perspective of their peers is an important consideration in a teacher leadership initiative. 

Interviewee 1, an elementary support staff member, spoke on the topic of thinking about how 

their colleagues might consider the learning they were undertaking. They said, “It’s allowed me 

to have a different perspective…I need to step back. What are other people’s thoughts on it?” 
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Inside the data, the respondents offered up ideas for improving the teacher 

leadership initiative. Interviewee 7, a middle school classroom teacher offered the following 

idea: 

I think when we break up we should break up into small groups, however it has to be a 

self-selection thing…more like a study group. It might be effective. And I think more 

choice, more self- selection. 

 The idea of teachers providing solutions to promote capacity building is an important 

theme in the data. Teachers were suggesting that the district leaders use the idea put forth by 

Fullan, Rincón-Gallardo, & Hargreaves (2015), that a solution may lie in the idea of using the 

group to change the group. The interview data spoke to the idea of appreciating teacher voice as 

an important component of building teacher capacity and school or district improvement. 

Summary 

 The purpose of this case study was to understand how one district’s supports reduced 

teacher isolation and promoted a learning community. The results from the survey and the semi-

structured interviews have brought forth elements of the district supports that impacted teachers 

and their perceptions around their colleagues’ work and growth.  

 Through the responses, teachers in Reading School District valued the ideas around 

feedback, collaboration, building capacity, and teacher voice in their work around professional 

learning. In these four codes, feedback was universally mentioned but interviewees mentioned 

collaboration most frequently. In this light, there was an important consideration put forth by 

teacher leaders that more voice and choice is needed to engage more of their colleagues. 

 The four themes derived from the interview transcripts are important components and 

align with the district priorities. The first theme of using feedback enabled teachers to connect to 
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one another regardless of role within the district. It started to reduce teacher isolation by 

providing a focus for discuss across all levels of the organization. The second theme of teacher 

collaboration was present in most of the interview data and highlighted the need to use each 

other to improve each other (Fullan, et al, 2015, Goddard, et al, 2015). The data also indicated a 

heightened awareness around trying to become a teacher who provides high quality instruction. It 

was identified as a common area of focus for schools that required teachers to discuss as a way to 

reflect and grow. In this area, as well as with the theme of feedback, interviewees indicated how 

the element of live teaching embedded in professional learning opportunities brought clarity to 

the concepts around building teacher capacity. 

 Finally, the results speak to the need to consider teacher voice and choice. As the data 

was coded the concept of using teachers’ ideas, “those in the trenches” (Interviewee 12, a high 

school classroom teacher reminded leaders of this concept) was an important concept to getting 

teachers to take ownership of any district priority. Classroom teachers taking ownership is 

illustrated by Fullan (2016) when he offers ideas for solutions. He states:  

The solution for system improvement for me consists of three matters: deep change in the 

culture of learning, local ownership of the learning agenda, and a system of continuous 

improvement and innovation that is simultaneously bottom-up, top-down and sideways. 

(p. 543)  
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CHAPTER FIVE 

CONCLUSIONS 

This case study focused on understanding how teacher leaders perceived district supports 

and how these supports impacted teacher isolation, collaboration and teacher capacity among 

themselves and their colleagues. The researcher investigated the following questions: 

1. What aspects of a teacher leadership initiative did teachers perceive as most powerful in 

bringing teachers together reducing teacher isolation? 

2. What supports in a teacher leader initiative movement do teachers perceive as most 

helpful in developing peer collaboration and developing a community of practice? 

With permission granted from the school district, the researcher gathered survey results 

from 34 participants from two Teacher Leader cohorts. Through purposeful sampling, 12 teacher 

leaders were asked to opt-in to a semi-structured interview process. This sample of teacher 

leaders came from all the schools in the district and reflected a wide view of teachers who 

participated in the teacher leader academy. The following section will present a narrative 

description of the researcher’s findings.  The results from the data collection process will be 

aligned with the research questions and to the conceptual framework.  To this end, the results 

from the survey and the interviews were analyzed to draw conclusions about what can be learned 

from this case study. 

Interpretations of Findings 

The first step in the analysis process started with findings that can be drawn from the 

demographic data. The teachers who volunteered from the elementary level (52.9%) and 

secondary level (47.1%) were almost equal in their participation rate. The data indicates that 

teachers from all levels were equally interested in participating in the teacher leadership 
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academy. None of the teachers that volunteered to be part of the teacher leadership 

academy were untenured.  In terms of their experience teaching, 91.2% of the teachers who 

participated in the survey had ten or more years in education.  

The survey data highlighted that 55% of the teachers who participated in the teacher 

leadership academy participated in responding to the survey. The participants and responses 

were anonymous. There was equal distribution across the three levels of the school district.  

In follow up questioning during the interviews, it was indicated that the most compelling 

rationale for seeking out the teacher leadership opportunity was to challenge themselves as 

teachers. In this case study, when asking multiple teachers, teachers with experience and have a 

degree of confidence in their teaching ability as a teacher, commonly stated that they were open 

to a challenge to improve their craft as teachers. Additionally, the data highlights that the earliest 

adopters of teacher leadership roles participated in providing survey results at a higher 

percentage than staff that signed up for later teacher leadership cohorts. It is worth noting that the 

first cohort of teachers in the teacher leadership academy had a higher participation rate as a 

group (71%) than the teachers from the second cohort (42.5%). Considering that one teacher 

from the first cohort was no longer available to participate, the participation rate from the first 

cohort could have increased to 75% participation. This discrepancy suggests that the teachers 

from the first cohort were more willing to share follow up feedback than teachers from the 

second cohort. This may be related to the different experiences that the two groups experienced. 

For example, the first cohort took on more informal leader roles and were more responsible for 

leading professional learning sessions than the teacher leaders in the second cohort. 

Question 1: What aspects of a teacher leadership initiative did teachers perceive as most 

powerful in bringing teachers together reducing teacher isolation? 
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McLaughlin claims: 

Most teachers work in settings characterized by professional isolation and a lack of 

shared sense of practice. Strong professional communities, uncommon in American 

public schools, are distinguished by a strong technical culture, or sense of how we do 

things here. (McLaughlin, 2005, p. 65) 

The teacher leadership initiative in Reading School District introduced structures that 

were unfamiliar to the teachers interviewed. During the interviews, participants were asked why 

they signed up for the teacher leadership cohort. All of the interviewees explained while they did 

not fully understand what the teacher leadership academy was asking of them and they all agreed 

that they were open to learning more and taking on a challenge. Working to improve their craft 

of teaching was a clear focus and motivation for joining the cohort of teacher leaders. 

To first understand the impact of the teacher leadership initiative, the researcher posed a 

simple survey question concerning the perception of teacher leaders around some key ideas 

based in the teacher leader initiative. In looking across multiple data points, it appears that 

teacher leaders from both cohorts believed that teachers were talking to each other, opening their 

classrooms to share practices, and providing feedback to one another. For example, 64.7% of the 

teacher leaders believed most or all of their colleagues were talking about teaching and learning. 

Aligned to this idea, 70.5% believed that teachers were opening their classrooms and sharing 

feedback with one another. This finding aligns with 83.3% of the interviewees who, during their 

interviews, indicated that more teachers were opening their doors to one another for visitations 

focused on teaching and learning. The interviewees cited specific structures the district made 

available to teachers. They highlighted district designated lab sites, cross building visitations, 

feedback groups, and an Observe Me movement started in one building. During the interview 
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process, a respondent from the elementary level indicated that teachers were given “a 

freedom that was not provided by previous administrators.” 

Isolation 

 Cosenza (2015) indicates that teachers need to be given opportunities to leave the 

isolation of their classrooms. The results indicate that teachers believe that the teacher leadership 

academy experience opened doors and opened teachers to one another. This shift was perceived 

to be a more recent occurrence, leading to the conclusion that the district leaders’ encouragement 

and support of teacher-to-teacher visitation had an impact in reducing teacher isolation. An 

important consideration noted during the interview data analysis was that, while teachers were 

open to visiting, it was the conversation and communication that mattered. According to one 

interviewee, “It’s one thing to go in and observe but for me I learn best through conversation.” 

This aspect of dialogue was echoed through many of the interviews that using a debrief protocol 

following classroom visits was helpful for bringing teachers together. The visits were clear in 

their focus for both the teacher and the observers. For example, the first visits involved teachers 

giving feedback to each other in relation to their conferences or conversations with students.  

Teachers provided each of the following feedback to students. They asked each other to code 

how often they used certain phrases or feedback to students. The feedback could be organized 

into three big categories: 1) giving praise to students, 2) acknowledging effort, or 3) highlighting 

a process for learning a skill. Teachers coded the language they heard in the visit and used it to 

debrief the teaching moves and other possible instructional techniques for the group to consider. 

Cosenza (2015) suggests that, regardless of who leads the discussion, teachers saw collaboration 

as a form of leadership as opposed to working in isolation in the rooms. To this end, the district 

used different supports to bring teachers out of their classroom and provided a variety of ways 
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for them to work together. The district used the following structures to enable teachers to 

engage in discourse about teaching and learning. The structures that were used to bring teachers 

together were: 

• Teacher Leadership Academy  

A weeklong live teaching professional learning opportunity offered in June 

immediately after school had ended. The classroom used a multi-grade and multi-

school mix of students. The classroom session involved a 90-minute teaching 

block with rigorous math task. The structure included pre-teaching, a focused 

classroom observation, and a focused debriefing with a common protocol. The 

area of focus for the viewing and debriefing was centered on the teacher’s use of 

effective and actionable feedback. 

• Lab Sites  

A lab site was a two-hour session that was held during the school day. A selected 

teacher leader opened their classroom. It had a pre-teach portion, a focused 

classroom visit, and a focused debrief. The lab sites happened in both classrooms 

and pull out support services sites. 

• Colleague and Cross School Visits 

A colleague visit was a two-hour session where teacher organized his or her own 

focused visit to another teacher during the school day. The visits happened inside 

and across buildings and content areas. The visitors used an informal discussion 

and debrief. 
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• Wednesday Professional Learning 

A teacher leader group of teachers collaboratively planned professional learning 

opportunity for all staff at the same time across the district. The professional 

learning experience was co-designed between the teacher leaders and the building 

administrators. The professional development session was delivered on a district 

wide early release day, which happened once a month across the year. 

• Monthly Teacher Leadership Professional Learning (half-day sessions) 

A half-day session for teacher leaders in cohort one used to develop additional 

understandings around effective teaching and learning. The sessions were offered 

during the school day. The topics ranged from providing personalized feedback to 

learning intentions to criteria for success. The sessions included a teaching block 

around area of teacher collaboration (e.g. feedback) and then time to co-plan with 

building leaders a learning session for their colleagues.  

All of these structures did not exist three years ago. The new structures were put in place 

to allow teachers to open their doors to one another and bring teachers together. In reviewing the 

survey and interview data, the ability to discuss instructional practices with other teachers for a 

longer period of time, like during the summer weeklong academy, gave teachers a stronger sense 

of connecting to colleagues. The data across the surveys and interviews illustrated an 

understanding by teacher leaders that the district priority was around bringing teachers together 

and reducing teachers working and learning alone. 

Bringing Teachers Together 

One of the district’s initiatives was to reduce isolation and promote collaboration among 

staff in the schools. Bringing teachers together is not as simple as literally bringing teachers 
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together. In this case study, there is evidence that teachers had little to no experience in 

working directly with other teachers in their grade level or department. This pattern of a lack of 

collaboration between teachers was seen when analyzing the interview data. Interviewees 

highlighted this idea and indicated that working with teachers in unlike positions had value 

beyond the usual discussing of content, but rather the focus was on teaching and learning. 

According to Hargreaves and O’Connor (2017), many designs for collaborative professionalism, 

such as lesson study, end up being ineffective when they are adopted without any consideration 

of the culture in which they evolved. The data found in the survey as well as the interviews 

highlights the ways that the teacher leadership initiative impacted teachers’ feelings of being 

connected to their colleagues through sharing common work. This common work was centered 

on the identification of providing feedback to others in the organization as an improvement 

strategy for developing one’s capacity. In other words, by focusing on how individuals give and 

receive feedback, all staff can use this focus on effective feedback as leverage for improving 

their capacity. For example, teachers can focus on how teacher feedback was actionable for 

students. Additionally teachers can focus on how they share feedback with each other in order to 

provide personalized ideas on improving their teaching capacity.  

The interview and survey data indicated that some structures gave teachers more ability 

to engage together as opposed to other structures. When analyzing data from surveys and 

interviews, the prevailing feeling of the weeklong experience was reflected in the use of the 

words: “magical, big picture and something different.” Upon further analysis, the interviewees 

explained how the longer time devoted to working with other teachers for many days in a row 

created a connected experience. The experience reduced the feeling of isolation because the 

focus of the weeklong academies was on the concept of using feedback to improve one’s 
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capacity for working with children and colleagues. The common area of focus in the 

academy brought staff from all four buildings and different content or subject areas to 

collaborate under the quest to implement a common improvement strategy. This experience 

together brought a stronger commitment to the group. As was stated in the survey and echoed in 

the interview transcripts, “It has definitely improved professional conversations between 

teachers.” 

The content of the interviews indicated that not all structures reduced isolation but merely 

put teachers together in the same space. According to Fullan, et al., (2015): 

 Groups with commitments to a compelling moral purpose and to each other (rather than 

merely teams which are collections of people drawn together to perform particular tasks) 

act in more responsible and accountable ways than any external force can make them do 

(p. 6).  

This idea of ownership and feeling more personally accountable was seen in the 

interview data when the idea of teacher voice was mentioned as well as highlighted in the survey 

data where it was perceived that teachers did not have a strong enough voice to plan and develop 

professional learning. For example, the district leadership developed a plan to have teacher 

leaders deliver professional learning to their colleagues on Wednesday afternoons. This was 

widely mentioned as not a connecting force for teachers. In fact, during the interviews, the 

words, “deflated, not connecting, and not again,” were some hard feelings expressed by teacher 

leaders as they tried to deliver and inspire teacher leadership ideas with their peers. This structure 

appeared to promote a feeling of isolation when some of the data revealed that they started to 

feel disconnected from their peers. There was a perception reported by some staff that the teacher 

leaders who presented to their colleagues were of favored status by the leadership of the school. 
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This was found in the survey open-ended results when a respondent stated, “Change is not 

as quick as I would wish but it is steady.” 

Summary of Research Question One 

To summarize the first research question, teacher isolation was impacted and teachers felt 

more connected. The structures to bring teachers from all disciplines and roles together created 

connections within and across building. This made teachers feel less alone during the school day 

because they used the district structures to reach out to others and visit each others’ classrooms. 

The research question also shed light on the notion that some structures could also produce 

isolation. The data produced some cautionary lessons in regards to teacher leaders who, when 

attempting to work with colleagues in large groups, actually felt more disconnected and a sense 

of defensiveness that in their perception was coming from certain staff members. It is also 

important to remember that certain structures that were pushed out by district leaders for 

reducing isolation did not necessarily lead to connections teachers could continue on their own. 

Question 2: What supports in a teacher initiative movement do teachers perceive as most 

helpful in developing peer collaboration and developing a community of practice? 

Hargreaves and O’Connor advocate a shift from professional collaboration to 

“collaborative professionalism” (2017). The researchers sought to understand if the teacher 

leaders engaged to a deeper degree of collaboration and not just collaborate as a function of 

district structures. All teachers who were interviewed, when asked if the teacher leadership 

academy experience had impacted and improved their teaching, indicated yes it had impacted 

them for the better. To understand how this perception developed, it is important to review the 

alignment between the survey results and the responses to interview questions. In the survey, 

teachers were asked to provide their perceptions of the district support in terms of providing 
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time, providing different ways to collaborate, and giving support to collaborate (coverage, 

instructional resources, etc.) 

Effective Collaborative Supports 

When looking more specifically at which supports were most highly valued by teachers, 

the weeklong academy had strong support from classroom teachers and support staff teachers.  It 

was ranked the best support for developing collaboration and providing teachers with the ability 

to, as explained by Interviewee 3 who is an elementary classroom teacher, that to “have a week 

of continuous learning and building background…and the impact on kids and how they change 

over a week.”  Eleven out of twelve interviewees ranked the weeklong academy as the most 

powerful support provided to the teacher leaders across the year. The twelfth interviewee 

indicated that while she ranked it second it was in light of the fact that they wished it were 

offered in August so that they could apply their learning right away.  

Upon further analysis, the element of working around live teaching and not videos or 

webinars made for a different way to collaborate and discuss ways to improve teaching and 

learning. This concept was repeated in multiple interviews as well as echoed in the open ended 

survey when a respondent stated that the one big takeaway is that classroom visits followed by 

debriefs are valuable. In subsequent questioning, the concept of teachers collaborating around 

live teaching was the most powerful connector for collaboration. Across multiple interviews, 

teachers referenced their ability to discuss different ways to engage with colleagues around 

feedback as the common talking point for live teaching. They stated that the discussion around 

possible teaching moves made for common and deep conversations. It was also stated how the 

area of focus enabled all staff to participate. One interviewee remarked how the focus allowed 

support staff to take part in classroom discussions because there was a common focus for 
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discussion. 

According to the data found in the interviews, the Wednesday professional learning (PL) 

time was not a conducive time for teachers in terms of collaborating. For starters, it was widely 

mentioned that the time frame of late in the day and in the middle of the week, did not lend itself 

to prime learning time. Interviewees regularly ranked it in the bottom of their perceptions of 

which supports promoted collaboration. Interestingly, there was a slight difference of opinion in 

how they worked to bring teachers together. At the elementary level, they were seen as a middle 

level support system whereas secondary teachers (middle and high school level) ranked them 

consistently at the bottom in terms of effectiveness. It was conveyed from most respondents from 

the middle and high school level that the Wednesday PL structure may have created a division 

between teacher leaders who presented to their colleagues and teachers who were in the 

audience. This structure appears to not be an effective measure to reduce isolation and promote 

more engaging collaboration. 

Culture 

 The surveys and interviews also attempted to understand how the culture between 

teachers and the culture in classrooms was impacted. The survey respondents were asked directly 

if they believed their colleagues supported the learning from one another. The survey also asked 

if this culture shift or attitude was changing the culture of the classroom. Table 9 provides the 

average ranking (on a 1-5 scale) of these two statements. 
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Table 9.  

Teacher Leader Perceptions Concerning Learning from Colleagues and Classroom Culture 

 Teachers in my school 

actively support the 

professional learning 

through teacher 

leaders/colleagues 

Teachers in my school feel 

that the classroom culture 

has changed over the last 

two years 

Average Ranking 3.73 3.82 

Standard Deviation .69 .91 

 The average score indicates that most respondents believe that most teachers are open to 

learning and collaborating with one another. This is based on an average score of four indicating 

a perception of the belief that most teachers agree with the concept. This data coincides with the 

understanding that teacher leaders indicated during their interviews that learning is best done 

with teachers. The idea of using those in the trenches is echoed in this data. 

Community of Practice 

 Teacher leaders were asked about their perceptions around how a community of practice 

was developing within the district. To understand this issue, the following questions of the 

survey were analyzed because of their link to teachers being open and collaborating as a 

community of practice: 

• Teachers in my school talk with one another about teaching and learning. 

• Teachers in my school are willing to open up their classrooms to share practice and get 

feedback from colleagues. 
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• Teachers at my school share strategies around providing students’ feedback during 

learning. 

These three areas in the survey highlighted the idea of teachers collaborating to talk, view and 

share teaching practices and strategies. As seen in Table 10, these three areas had similar average 

scores and the three lowest standard deviations. These areas indicate that the respondents see that 

most classrooms are open to these ideas and that these area the areas in the survey that have the 

closest level of agreement among respondents. 

Table 10.  

Average Score and Standard Deviations for Survey Questions Involving Collaboration 

 Teachers in my 

school talk with 

one another 

about teaching 

and learning. 

 

Teachers in my 

school are willing to 

open up their 

classrooms to share 

practice and get 

feedback from 

colleagues. 

Teachers at my 

school share 

strategies around 

providing students’ 

feedback during 

learning. 

Average Ranking 3.76 3.88 3.67 

Standard Deviation .56 .65 .49 

This data was compared to the open-ended responses on the survey. In 33% (10 out of 

30) of the open-ended responses, the one takeaway from the teacher leadership initiative had 

mentioned the importance collaborating around teaching and learning with one another. Two of 

the responses mentioned how teachers need to take on the role of student. This data confirms the 

perspectives found in the interviews. After feedback, collaboration was the most frequently 
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named code word. It was mentioned a total of 15 times. Synonyms or parallel concepts for 

collaboration or collaborative practices (i.e. going into classrooms, dialoguing to grow, learning 

from one another, improve others practices, etc.) were mentioned 61 times across the interview 

transcripts. These data points were analyzed across all three sets of information indicating a 

foundational development of a collaborative culture being grown in the district by the actions of 

the teacher leaders. 

 Vangrieken, Dochy, Raes, & Kyndt, (2015) state that teachers involved in collaborative 

environments and who modeled for students the types of collaborative skills needed in the real 

world, tended to innovate better as teachers, they felt more satisfied in their work and developed 

better self-efficacy. The data that came from the survey indicating that 70.5% of the teacher 

leaders felt that most or all of the teachers in their building were open to sharing classroom 

practices found in the survey helps point to the development of such possible consequences for 

the district’s teacher leaders.  This idea that the collaboration was impacting innovation, morale 

and self-efficacy can be seen across the open-ended results in the survey. In Table 11 below, the 

survey data was analyzed to determine the consequences teacher leaders were describing in 

response to open ended survey questions and the semi-structured interview questions related to 

impact of their teacher leadership academy experiences.  
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Table 11.  

Frequency of Consequences Mentioned in Survey Data 

 Innovative Practice / 

Risk Taking 

Behaviors 

Morale  

Influencing 

Self Efficacy 

Feelings 

Change in 

Students 

Times Idea Was 

Mentioned in 

Open-Ended 

Survey Question. 

 

 

10 

 

 

7 

 

 

6 

 

 

4 

Percent of Total 

Open-Ended 

Responses. 

 

33%  

 

23%  

 

20%  

 

13%  

When reviewing the data in Table 11 above, 28 out of the 30 of the open-ended responses 

contain a reference to the consequences identified by Vangrieken et al. (2015). These references 

can be seen as links to possible outcomes of empowered teacher leaders experiences. According 

to Vangrieken, et al., the categories in Table 11, were seen in schools that developed true 

collaboration. 
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Table 12.  

Frequency of Consequences Mentioned In Interview Data  

 Innovative Practice / 

Risk Taking Behaviors 

Morale 

Influencing 

Self Efficacy 

Feelings 

Change in 

Students 

Times Idea Was 

Mentioned by 

Interviewees  

 

 

31 

 

 

12 

 

9 

 

5 

Percent of 

Interviewees 

Mentioning 

 

100% 

 

58% 

 

66% 

 

41% 

 The next step in understanding what the data says about the teacher leadership initiative 

and the outcomes on a community of practice was that the results from the open-ended 

questioning were compared to the responses found in the interview data. When cross-referencing 

this data with the references found in the semi-structured interviews, the interviewees mentioned 

the same consequences across the transcripts. As is seen in Figure 12, the most widely mentioned 

consequence from the teacher leadership initiative was in the area of risk taking and attempting 

or trying out innovative teaching practices. All twelve interviewees (12 out of 12) mentioned the 

experience they had engaging with colleagues in the area of considering, discussing or 

attempting innovative teaching ideas as a result of their collaboration around a viewed lesson or 

classroom. Teacher leaders mentioned across all interviews that the district priority was opening 

classes so teachers could discuss their practice. This idea of engaging in innovative teaching was 
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many times linked to the idea of teachers being able to develop their capacity or self-

efficacy. This concept of self-efficacy was mentioned by 66% (8 out of 12) of the respondents. 

When considered together, the data indicates that the idea of taking risks and developing a 

system for self-efficacy was a strong consequence as a result of the teacher leadership initiative 

from the teacher leaders perspective. 

 The second most widely mentioned concept or consequence was the impact of the teacher 

leadership on teacher morale. Responses had indicated that peers were “excited” and “happy” 

that the district had chosen this format and structures for professional learning. While it was 

mentioned by 58% (7 out of 12) of the interviewees as an important consequence the concept of 

morale was also raised as an area of concern for 41% (5 out of 12) of the respondents. 

Interestingly, all five of these teachers who raised these concerns of the impact of the teacher 

leadership on staff morale operate at the middle and high school levels. Their concerns centered 

on how their colleagues were receiving professional learning from their peers as well as a 

conjecture that perhaps the staff had learned enough about using effective feedback as a tool for 

increasing student engagement. There was also a mention by two of these respondents that it 

possibly is linked to the culture of the building and that is was a link to the teacher leaders. 

 Finally reviewing the impact on changing students, it was mentioned by 41% (5 out of 

12) of the interviewees. This is aligned to the open-ended survey results that indicated the effect 

on students to be lowest mentioned consequence as seen by respondents (13% and 41%). This 

finding corresponds to much of the literature that indicates there may be an indirect result of 

teacher leadership on student learning. An important tenet of understanding to know is that, “by 

promoting a culture of collaboration around instructional improvement, leaders have the 

potential to support school improvement in ways that positively influence teachers’ collective 
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efficacy beliefs and thus promote student achievement” (Goddard, et al., 2015, p. 526). 

The district initiative attempts to build a community of practice has emerged a series of 

consequences and concerns. It is the potential of teacher leadership that provides the insights and 

possible next steps in this case study. 

Summary of Research Question Two 

 In summary, to the question regarding what teacher leaders perceived to be the most 

powerful supports for collaboration, live teaching with deep continued discourse was a 

consistently highly rated experience. Teacher leaders perceived that live teaching in the summer 

academies and in the lab sites or colleague visits helped promoted deeper discussion for teaching 

and learning as well as developing a practical application for these experiences. Teacher leaders 

also believed that by collaborating once a month across buildings and roles inside a common lens 

enabled teachers to collaborate on the development of innovative teaching practices. 

Implications 

 The following section introduces and explains the implications of this case study. These 

areas of focus identify areas to improve the field of education specifically in the area of shared 

leadership for professional learning through teacher leadership. The findings point to key 

considerations for action planning in a teacher leadership initiative.  

Opening Doors for Dialogue 

 The district initiative was centered on teachers working together. When the district 

developed a teacher leadership initiative, it put in structures to reduce the experience of teachers 

working alone and being isolated. The data derived from the surveys and interviews indicate that 

teachers look to one another as a potential source for developing their capacity as teachers. 
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 Teachers from all levels responded to the value of visiting one another’s 

classrooms. The opportunity to see live teaching with their colleagues proved to be practical 

professional learning for teachers. The live teaching experience from the summer academies and 

the lab sites afforded teachers to leave the solidarity of their classroom and join a small 

community of learners focused on developing their capacity to engage students as learners. This 

opportunity to join others was positively viewed in the same light from the elementary level 

teachers as it was to the secondary level teachers. The opportunity to engage in this activity 

happened more frequently at the elementary level as opposed to the secondary level. The 

elementary teacher leaders were able to, on their own volition, design and participate in follow 

up lab sites and classroom visits. 

 The case study also illustrates that how teachers are invited to leave their classrooms 

makes a difference. To reference once again the ideas of Hargreaves and O’Connor (2017) when 

an organization moves toward collaborative professionalism that helps define how teachers will 

work together and not just how they talk and reflect together. They go on to say that some 

professions have been defined by their autonomy and now is the time to reconsider these 

practices as practices in need of change. 

Impacts for Professional Learning 

 This case study investigated how teacher leaders felt about different district supports for 

professional learning. The district provided a variety of different time and structures for teacher 

leaders to help influence and impact teaching within and across schools. The data suggests that 

leaders should consider the way teachers perceive certain structures.  

The data clearly illustrated that teachers valued the ability to view each other’s practice as a 

means for dialogue. Additionally this dialogue promoted a culture of attempting and displaying 
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different or innovative instructional practices. Professional learning structures that can 

employ live teaching for teachers to use as a means for discussing professional practice was 

widely seen as an essential structure. An important consideration for live teaching was the ability 

to view teacher practice across consecutive days. Teachers indicated that this type of structure 

allowed for the big ideas to emerge. 

Conversely the district designed other structures to have teacher leaders lead 

collaborative learning experiences for their colleagues. The teacher leaders did not receive these 

structures as strong opportunities to collaborate. For example, using the Wednesday afternoon 

sessions was identified as not an ideal structure for promoting collaboration and sharing of 

practice. Teacher leaders expressed concerns around being able to engage with their colleagues 

during a time they perceived to be a time of low energy for new learning. It was also expressed 

that professional learning from teacher to teacher is better handled in small groups. The 

Wednesday afternoon professional learning sessions tended to be whole school and at times 

composed of 60-70 staff members. The challenging and productive struggle of colleagues 

working to improve appears to be lost is such a setting. The challenge for leaders is to take 

professional learning structures across a journey that can sometimes be found in some 

organizational settings. It may be a journey of growing pains for a district where the structures 

for learning need to transform over time. A leader who is charged with designing professional 

learning structures has to consider how such structures may start as comfortable cultures to 

constraining structures and then hopefully be able to integrate structures and cultures that 

promote challenging yet respectful conversations about improvement (Hargreaves & O’Connor, 

2017).  

The data also suggests that leaders should try to be mindful of how teacher voice and 
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choice can impact the development and roll out of professional learning experiences and 

choices. Teachers regularly stated their desire was to be more included in how professional 

learning is created and offered to them as learners. Although the teacher leaders acknowledged 

that including all voices in the designs of professional learning was a challenge there was a 

feeling that the district controlled most of the perceived content and in this case, feedback. 

Teachers understand that having a voice in their vocation is a powerful affirmation (Cosenza, 

2015). The challenge is how to design district improvement strategies and include the teachers’ 

voices in way that one does not silence the other. 

Impacts for Collaboration 

 Being able to provide structures for teachers to come together helps to reduce isolation 

and yield additional possible benefits for morale and retention of staff. The important element to 

remember about real collaboration is that it is focused on the improvement of teaching and 

learning and it is one of the highest yielding strategies to boost student, school and system 

performance (Fullan, et. al, 2015, p. 8).  

Recommendations for Action 

In this case study, the data has illuminated implications for practices that will impact 

leaders looking to engage in a teacher leader initiative. Based on the analysis of 34 surveys and 

12 interview transcriptions, the researcher developed the following recommendations: 

1. Incorporate live teaching as a learning method to help bring teachers together and 

help develop teacher capacity. Additionally, if this experience can occur over 

consecutive days, it is preferred to promote a deeper understanding of 

instructional practices and a movement towards collaborative professionalism and 
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the notion that everyone is committed to the success for all within the 

organization (Hargreaves & O’Connor, 2017). 

2. Teachers working together in lab sites to improve their instructional capacity in 

reaching all learners should be viewed as teachers collaborating to improve 

teaching and learning. 

3. When teachers are engaged in visiting each other’s classrooms, the use of a 

common area of focus and a protocol for viewing and debriefing helped to 

maintain an experience of building efficacy and capacity (Fullan, 2016). 

4. When asking teacher leaders to lead the learning of their colleagues, use of small 

groups and settings to enable deeper discussions and connections to practical 

applications for individuals was preferred. 

5. Consideration should be given to the labeling and promoting of teacher leaders 

within a district initiative. The perception of teacher leaders within a district needs 

to be collectively addressed and leaders need to enlist the active support of their 

principals and colleagues (Lumpkin, Claxton & Wilson, 2014, York-Barr & 

Duke, 2004). 

6. Leaders should devise a system for gathering teacher voice in the development of 

teacher leadership and topics for professional learning. This also extends to 

promoting risk taking and innovation in trying our new instructional strategies 

(Sterrett & Irizarry, 2015). 
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Recommendations for Future Study 

The researcher recommends the following areas for further study based on the data 

obtained during the course of the study. These areas of interest and concern arose that while not 

related to this study has led to these considerations for possible study.  

1. The areas of job satisfaction and teacher retention have emerged as areas of 

interest and importance of teacher leadership and staff morale. Increases in 

morale, professional and personal satisfactions are changes that are 

appreciated by school leaders (Lumpkin, Claxton, & Wilson, 2014). 

Information concerning teacher leaders and how to tap into these potential 

impact areas are important to leaders of learning organizations. 

2. Teacher leadership and its links to job satisfaction are also connected to 

balancing teacher voice and district priorities. Understanding the development 

of professional learning connected to teacher interests for professional 

learning areas and experiences would assist leaders who engage in teacher 

leadership initiatives. 

3. Finally, measuring teacher leadership and its connection to student 

achievement has been a challenging area of study in terms of linking teachers’ 

collective work to student outcomes (Goddard, et al, 2015). Studies of 

students’ perceptions of changes in classroom culture and changes in their 

capacity as students would be a welcomed area of study. 

Conclusion 

 The purpose of this study was to understand how a district teacher leadership initiative 

was perceived in terms of its supports for reducing isolation and promoting collaboration. The 
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study elicited information from educators engaged in a variety of roles within one district. 

They came from all levels and roles inside and outside the classroom. They also had a variety of 

experience as educators. The data collected from two cohorts of teacher leaders provided insights 

to make shared leadership more successful.  

 In particular, this case study highlighted the value of a teacher leadership study in one 

district. In the interview data, all respondents indicated that participating in a teacher leadership 

initiative had impacted they way they teach. The interviewees also indicated that this change had 

impacted their classroom cultures. The perceptions of these teacher leaders were that most 

teachers in the district were opening their doors to each other. This helped teachers to feel more 

connected and less isolated. Teachers had a common rationale for working with one another. The 

viewing and discussing of practice that resulted from the teacher leadership initiative is setting a 

foundation to produce collaborative professionalism within the district (Hargreaves & O’Connor, 

2017).   

There is also hope that the district can see added benefits for teachers and students. The 

desire to develop and attempt innovative practices in a risk free environment was mentioned 

many times in the data. This culture of innovation for teaching and learning will need tended to 

by present and future leaders. If done correctly it should produce, as noted by teachers, feelings 

of self-efficacy as educators and therefore there should be hope that staff morale will increase. 

This culture will enable teachers who want to know how to improve their practice have access to 

others who know how to improve practice (Fullan, 2016). 

Finally teacher leadership requires the close attention to contextual issues, which can 

impact the successful roll out of teachers helping each other through collaboration. To begin 

with, it may be an issue merely using the title of teacher leaders (Fairman & Mackenzie, 2015). 
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The labeling of teachers may create a perception amongst staff that some are separate and 

not equal. To add to this idea, teachers who lead collaborative issues may have feelings of being 

disconnected or perceived as feeling superior to their colleagues. These perceptions of role and 

status should be well dismissed through strong communication. It is the charge of leaders to 

move away from a context of worrying who is and who is not a teacher leader and move to a 

culture that evokes leadership from all teachers (Lumpkin, et al., 2014). When a district evokes 

leaders at all levels, success will be had for all of the organization. 
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        Appendix B 

TL Questionnaire 

Directions: We would like to understand your perception of the district initiatives around teacher 

leadership in the district. Please use the scale provided to indicate the thinking that best reflects 

your perception of the statement. 

 

School: 

 

Grade Band: K-5     6-8      9-12 

Years Experience:  1-3 yrs.    4-10 yrs.     11-20 yrs.     20+ yrs. 

 

Attended TLA: Yes or No (circle one) 

Year Attended TLA:  Cohort 1    Cohort 2     

 
      

Priority Area I 

 

Perceptions of District Supports to 

Create a Collaborative Culture  
 

None Few Some Most All 

Teachers at my school talk with each other 

about teaching and learning. 

     

The district provides consistent support for 

teachers to collaborate around teaching and 

learning. 

     

The district provides time and structures for 

teachers to visit other teachers. 

     

The district provides different ways to share 

teaching practices. 

 

     

Priority Area II 

 

Perceptions of Professional Learning 

Practices 

None Few Some Most All 

Teachers in my school actively support the 

professional learning through teacher 

leaders/colleagues. 

     

Teachers in my school work together to 

design and implement professional learning 

for their colleagues. 

     

Teachers in my school are willing to open up 

their classrooms to share practice and get 

feedback from colleagues. 
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Priority Area III 

Policies and Procedures Teachers 

Credit for Increased Teacher and 

Student Interest in Learning 
 

None Few Some Most All 

Teachers at my school share strategies 

around providing students’ feedback during 

learning. 

     

Teachers in my school feel that the 

classroom culture has changed in the last two 

years. 

     

Teachers in my school believe that students 

have changed in their engagement for 

learning and using their voice. 

     

Teachers in my school help decide what 

professional learning they need. 

     

Teachers in my school believe that student 

achievement and learning is improving. 

 

     

Open-ended question: If you have one take away from TLA, what would it be? 
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     Appendix C 

TL Interview Protocol 

AFTER Interviewees have signed the informed consent form: 

OK? Ready to begin? Now that the tape-recorder is on, please state your name, the date, and 

that you consent to have your response tape-recorded.    

A.        Context 

1.  Please tell me about this district/school. Strengths of this school. How long have you 

been at this site? 

a. Potential Probes:  Have you worked at other districts/schools? How does this 

school compare to your past experience in other settings? 

B.        School Focus/Instructional Improvement Efforts 

1. What are the priorities your school/district has been working on in the past year or 

two? 

2. What particular responsibilities have you assumed in relationship to the district 

vision/goals? 

C.        Situational Context 

1. Are there particular structures in this district that are organized to help support your 

formal leadership or collaborative structures?  If so, what?  In what ways? 

2. Are there any other factors you haven’t yet mentioned that help develop or support 

the way you go about this work? 

D.  Teacher Leadership 

1. Describe your own experience enacting leadership (formal or informal) at your own 

site? 

a. Probes: level of participation, alignment to school and district priorities 

2. How has TLA impacted your teaching? 

a. Probes: capacity development, collaboration, instructional flow 
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3. How has TLA impacted student learning? 

a. Probes: classroom culture, student voice 

E. Wrap-up 

1.      This is a project on teacher leadership.  If there is one interaction that makes a 

difference what might it be?  If there were one lesson, one message that we should take 

back from this study—what would it be?  
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Appendix D 

UNIVERSITY OF NEW ENGLAND 
              CONSENT FOR PARTICIPATION IN RESEARCH 
 

Project Title: Perceptions of Empowered Teacher Leaders 
 
Principal Investigator(s):  

Michael Rafferty  
Doctoral Student 
University of New England 
mrafferty@une.edu 
203-263-4330 x1112 
 
Dr. Michelle Collay 
Advisor 
University of New England 
mcollay@une.edu 
207) 602-2010 

Introduction: 

General requirement language:  

● Please read this form, you may also request that the form is read to you.  The 

purpose of this form is to provide you with information about this research study, 

and if you choose to participate, document your decision. 

● You are encouraged to ask any questions that you may have about this study, 

now, during or after the project is complete. You can take as much time as you 

need to decide whether or not you want to participate.  Your participation is 

voluntary.  

Why is this study being done?  

The purpose of this study is to understand the supports that teachers perceive to be the 

most helpful in reducing teacher isolation and promoting peer collaboration. It also 

hopes to understand what structures the school district uses that were found to be 

helpful in their efforts to develop teacher collaboration and enable teachers to grow as 

professionals. 

Who will be in this study?  

You have been selected randomly as a staff member who has had exposure to the 

district priority around teacher leadership. The researcher is interested in learning about 

mailto:mrafferty@une.edu
mailto:mcollay@une.edu
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your perceptions around teacher leadership as well as the collaboration 

structures set up by the district. The researcher was looking to find participants from 

each school and each level of TLA participation (TLA1, TLA2, No TLA participation). 

Additionally, the researcher is looking for staff members at various stages of their career 

as well as having different roles within the school (i.e. classroom teacher, special area 

teacher, related services, etc.) 

● The study is looking to survey 36 staff members and interview 8-12 staff 

members. 

● To participate you should have heard of TLA or been part of school training 

around feedback 

 

What will I be asked to do?  

As a participant, you will be asked to complete a three-part survey. It will ask your 

perceptions around the district priorities and teacher leadership affect on teacher 

isolation and peer collaboration. Surveys should take 10-15 minutes. The interviews 

should take approximately 30 minutes. 

All staff within the district will be asked if they are interested in participating. Participants 

are randomly selected from a pool of interested candidates from all four schools within 

the district. From here, researchers looked to balance participation across levels of 

experience with the Teacher Leadership Academy (TLA). Additionally the researcher is 

looking for staff members at various stages of their career as well as having different 

roles within the school (i.e. classroom teacher, special area teacher, related services, 

etc.). The primary researcher (Michael Rafferty) will conduct the interviews as well as 

administer and analyze the survey results. The individual results will not be shared. The 

participant will not be required to travel or commit time beyond the work day. There is 

no compensation for individuals who choose to participate and no obligation or 

consequences who chose not to participate. 

What are the possible risks of taking part in this study?  

There are no foreseeable risks associated with participation in this study.  

 

What are the possible benefits of taking part in this study? 
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There are no direct benefits to you for participating in this study. There may be a 

benefit to others and the organization in applying changes to professional learning 

structures within the schools in the district. The findings may help design future 

professional learning structures for teachers within the district. 

 

What will it cost me?  

There are no costs associated with participating in this study. 

 

How will my privacy be protected?  

● All participants will be coded for anonymity. All results will be recorded with a 

system that does not personally identify any of the participants. The interviews 

will happen in an office at Central Office so as to provide privacy.  

● No individual results or surveys will be shared with district or school 

administration.  The results of the survey will be shared with the leadership of the 

school district. They will be shared in aggregate and published as a summary 

report that will help qualify the perceptions of teachers and teacher leaders within 

the school district. 

● The principal investigator will be the only person collecting this data to ensure the 

anonymity of the settings and participants, as well as to provide uniform 

collection procedures.  The investigator will code schools with a letter (i.e. School 

A, School B, etc.) and participants with a number (i.e. Participant 1, Participant 2, 

etc.) to protect their anonymity and maintain organization of the data throughout 

the collection, analysis, and reporting process 

 

How will my data be kept confidential?  

This study is designed to be anonymous, this means that no one, can link the data you 

provide to you, or identify you as a participant. The data will be coded. The only 

exception researcher will know the participants who take the survey and who participate 

in the interview process. The data will be stored on a password protected computer. It 

will also be backed up on a portable backup drive which is also password protected. 



 

112 
Notes and artifacts from the interviews will be locked in file cabinet of the 

principal investigator (Michael Rafferty). 

 

General requirement language:  

● Please note that regulatory agencies and the Institutional Review Board may 

review the research records.  

 

General requirement language:  

● A copy of your signed consent form will be maintained by the principal 

investigator for at least 3 years after the project is complete before it is 

destroyed. The consent forms will be stored in a secure location that only 

members of the research team will have access to and will not be affiliated with 

any data obtained during the project.  

● Interviews will be audiotaped for review purposes only. The files will be password 

protected and erased after they are reviewed for coding and analysis. 

● The final summary report will be available, upon request, to all participants. 

 
What are my rights as a research participant?  

 

General requirement language:  

● Your participation is voluntary. Your decision to participate will have no impact on 

your current or future relations with the University or the Region’s Schools.  

General requirement language:  

● You may skip or refuse to answer any question for any reason. 

 

 

General requirement language:  

● If you choose not to participate there is no penalty to you and you will not lose 

any benefits that you are otherwise entitled to receive. You are free to withdraw 

from this research study at any time, for any reason. If you choose to withdraw 
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from the research there will be no penalty to you and you will not lose any 

benefits that you are otherwise entitled to receive. 

 

What other options do I have?   

● You may choose not to participate.  

 

Whom may I contact with questions?  

General requirement language:  
● The researcher conducting this study is Michael Rafferty. His research advisor is 

Dr. Michelle Collay. For questions or more information concerning this research 
you may contact her/him/them at: 
 

Michael Rafferty      
 67 School Street     
Woodbury, CT  06798                             
203-263-4330 x1112                                 
 
Dr. Michelle Collay, Advisor  
University of New England 
mcollay@une.edu 
(207) 602-2010 
 
General requirement language:  

● If you choose to participate in this research study and believe you may have 
suffered a research related injury, please contact: 

 
Dr. Michelle Collay, Advisor  
University of New England 
mcollay@une.edu 
(207) 602-2010 

General requirement language:  

● If you have any questions or concerns about your rights as a research subject, 
you may call Olgun Guvench, M.D. Ph.D., Chair of the UNE Institutional Review 
Board at (207) 221-4171 or irb@une.edu.   

 
Will I receive a copy of this consent form? 

● You will be given a copy of this consent form. 
 
________________________________________________________________ 

mailto:mcollay@une.edu
mailto:mcollay@une.edu
mailto:irb@une.edu
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Participant’s Statement 
I understand the above description of this research and the risks and benefits 
associated with my participation as a research subject.  I agree to take part in the 
research and do so voluntarily. 

    

Participant’s signature or  Date 

Legally authorized representative  

  

Printed name 

 

Researcher’s Statement 
The participant named above had sufficient time to consider the information, had 
an opportunity to ask questions, and voluntarily agreed to be in this study. 

    

Researcher’s signature  Date 

  

  Printed name 
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Appendix E 

 
 

To: All Staff 

From: Michael Rafferty 

Re: Research Study 

 

I am writing to let you know about a research study I am engaging in here in the district. I am a 

doctoral student at the University of New England. I am studying educational leadership and 

specifically teacher leadership. I am looking for volunteers who might be interested in partaking 

in a short survey (10-15 minutes) and an interview (20-30 minutes) regarding the teacher 

leadership movement in the Region. 

 

If you are wiling to partake in the survey, please email and let me know if you can participate in 

the survey, the interview or both. 

 

Thank you, 

Michael Rafferty 
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Appendix F 

Reading School District Strategy Map 

 
 

 

 

 

 

 

 

 

 

 

 

 


