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Instructional leadership is conventionally viewed as a principal’s responsibility, practiced 

within a school distributed leadership configuration or other framework of school leadership.  

However, principals deliberately and visibly support teacher efforts in exerting leadership as 

teacher leadership practices are implemented for the improvement of student outcomes.  This 

study reports on an in-depth analysis of the perceptions of instructional teacher leadership 

practices in public schools across the Eastern Seaboard.   

 The instrumentation used captures descriptive accounts of leadership practice from seven 

teacher leaders who participated in the DOE Ambassador Fellowship program.  They met the 

educational leadership experience guidelines determined by the U.S. Department of Education 

(DOE) for this program.  Individual interviews were used to obtain the perceptions of teacher 

leaders.  Data were collected for analysis of practices and behaviors of teacher leaders within a 

framework of distributed leadership.  This study reports on why and how teacher instructional 

leadership practice choices were made within the experiences of the participants. 

 Findings support the promotion of instructional teacher leadership within a distributed 

leadership model for sustaining instructional reform initiatives.  The study contributes to a more 

complete picture on how and why teacher leaders engage in their instructional leadership 

behaviors (Kenjarski, 2015, p. 182, Spillane, 2015).  Recommendations for sustaining teacher 

leader approaches in school distributed leadership configurations are included. 
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CHAPTER ONE 

INTRODUCTION 

Instructional Leadership and Student Learning 

Teachers and principals in school systems across the U.S. aspire to positively impact 

student learning.  While there is disagreement on the outcomes that signify improvement, one 

research-based approach to improving student learning is the practice of instructional leadership.  

Instructional leadership is both a practice of school leaders and a research construct among 

education leadership researchers.  Bossert, Dwyer, Rowan, and Lee (1982) define instructional 

leadership as practice “contributing to our understanding of how leadership affects student 

learning.”  This study examines educational leadership by examining teacher leaders’ 

perspectives of their instructional leadership practice.  A teacher leader is any teacher who 

teaches well and assumes additional responsibilities to improve the overall learning experience at 

a school (Danielson, 2005). 

A Teacher Leader’s Experience 

Investigations of instructional leadership as practiced by teachers are gaining interest in 

the research community (Blase & Blase, 2000).  An example of one such teacher leader is a 

public high school literature and composition instructor, Ms. Austen.  Ms. Austen has spent the 

last twenty years of her career successfully working to instill a love of writing in her students.  

Her students’ academic success is continually confirmed by her students finding enjoyment in 

developing skills in argumentative and analytical writing.  By these measures she would be 

considered a good teacher, a high qualified teacher.  Bust she goes beyond that.  She isn’t 

working just within her classroom, but goes beyond to leave an impact on all of the students in 

her high school and even further to impact her colleagues and the overall culture of the school.  
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This is exemplified by a number of her initiatives.  First, the local community college identified 

that students matriculating from the teacher’s high school have advanced writing skills which are 

directly attributable to the teacher’s instruction. With her assistance, the high school and 

community college aligned their courses so that her high school students can earn credits 

satisfying both high school graduation requirements and college credit.  She also instituted an 

annual speech-language symposium as a forum to share intervention ideas, assessment tools, 

network, and be a source of continuous collaboration with colleagues.  One of the outcomes 

identified by this forum was that there was shared passion for high quality subject matter 

instruction.  This led to an informal professional learning community developing of the school’s 

language learning and social studies instructors.  One of the discoveries was that given her 

school leadership’s emphasis on improving student academic performance, this improvement 

could be achieved only by administrators and teacher leaders understanding their shared roles in 

instructional leadership.   She once again took the lead and conducted a professional 

development session for all the school’s educators to highlight the existing disconnect. 

  Despite these initiatives and her success going beyond her classroom, this teacher 

receives no formal distinction or recognition for her role as a teacher leader.  Federal mandates 

on the school limit the school’s leadership in identifying the teacher’s contribution monetarily or 

even structurally, even though the teacher routinely shared pedagogy across conventional subject 

area boundaries and extended her involvement in instruction, performance and professionalism.   

This teacher’s experience personifies teacher leadership and suggests why there is an 

interest in the broad arena of leadership by the educational research community and government 

agencies.  The Teacher Leadership Exploratory Consortium (2011) recognizes a teacher’s 

sharing of pedagogy based on a symposium experience as a teacher leadership activity designed 
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to improve instruction.  Her leadership in providing professional development sessions after the 

symposium experience is identified by the Consortium as initiating a collaborative culture to 

support educator development.  Her experiences with school teachers in the language and social 

studies departments are seen as promoting professional learning.   

Teacher Leadership Standards 

To remain competitive internationally, there has been a push for new teaching standards 

in the United States (Teacher Leadership Exploratory Consortium, 2011).  Various educational 

stakeholders, including union representatives, teachers, school administrators, policy 

organizations, and leaders in higher education, have worked hard to raise the academic bar for 

American students (Teacher Leadership Exploratory Consortium, 2011).  As a result of their 

collaboration, a seven-domain leadership framework was created.  Each domain codified what 

effective teachers do to meet the ever-growing needs of their students and listed functions expert 

teachers may perform, although the standards were not intended to be a check list to qualify 

educators as expert teachers.   The domains of teacher leadership were the following: 

• Fostering a collaborative culture to support educator development and student learning 

• Accessing and using research to improve practice and student learning 

• Promoting professional learning for continuous improvement 

• Facilitating improvements in instruction and student learning 

• Promoting the use of assessments and data for school and district improvement 

• Improving outreach and collaboration with families and community 

• Advocating for student learning and the profession (Teacher Leadership Exploratory 

Consortium, 2011). 
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The standards delineate what effective lead teachers have done to improve the learning 

outcomes of students.  These teacher leadership standards can guide investigations on teacher 

leadership practices; however, a better understanding of how and why teacher leaders achieve 

these standards as leadership practice in school settings is necessary (Kenjarski, 2015; Spillane, 

2015).  This study will interview a group of teachers who have demonstrated instructional 

leadership and achieved gains in student academic achievement (see page 5). 

Federal Interest in Instructional Teacher Leadership and Meeting Mandates 

The federal government has recognized that much can be learned about the effectiveness 

of teacher leadership in meeting federal mandates to improve student academic outcomes.  The 

Department of Education has established formal relationships with teacher leaders such as the 

one described above, those who teach well and assume additional responsibilities to improve the 

overall learning experience at a school (Danielson, 2005).  For this study, additional 

responsibilities are teacher activities beyond the norm of conventional teaching practice in the 

school setting (i.e. school culture and context).  An instructional teacher leader provides a 

leadership perspective from an instructor’s vantage point by remaining in the classroom.   

The Federal Mandate 

Over the past two decades, increases in student academic achievement have been 

federally mandated in historically unprecedented ways.  Currently, the federal educational 

mandate is “every student succeeds” (ESSA), requiring that all students achieve academic 

proficiency.  Such improvements may not be achievable under conventional school leadership 

models (Elmore, 2000).  Legacy models depicting the principal as chief instructional leader are 

being investigated for necessary changes (King & Bouchard, 2011).  Because schools operate in 

a variety of cultures and contexts (Hallinger et al., 2013; Heck, 1996), local school 
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administrators have explored many types of leadership practice to meet this mandate.  In 

addition, stakeholders differ about the appropriate measurements of improvement in student 

learning (Heck, 1996).   

Teacher leadership may have the potential to help schools meet educational mandates 

(Pounder, 2006).  Educators, and particularly teacher leaders, may be effective change agents 

(Fullan, 1993).  In some schools, teacher leadership teams have shown promise in improving 

student academic outcomes (Blase & Blase, 2000; DeFlaminis, 2009).  This is particularly true 

for schools targeting specific student academic improvements. 

A Fellowship of Teacher Leader Ambassadors and Principal Ambassadors 

As an illustration of the federal emphasis on improving basic education, since 2008, the 

U.S. Department of Education has operated an ambassador fellowship system to facilitate 

collaboration among stakeholders in school communities.  The system incorporates contributions 

of outstanding educators from across the nation who have experienced a variety of challenges 

regarding educational policy and leadership.  The fellowship system includes two one-year 

cohort groups:  1) Teaching Ambassador Fellowship and 2) Principal Ambassador Fellowship.  

Subsequently, the cohorts continue as Ambassador Fellows Alumni Teams.  The members of the 

federal ambassador system may be able to provide information on educator instructional 

leadership practices.  The fellowship application process requires demonstrated impacts on 

student achievement and broad participation in school leadership.  The current application 

process is open to broader educator participation so that the program is even more inclusive.  The 

2017-2018 Cohort of Ambassador Fellows includes counselors, librarians, assistant principals, 

and other school staff members.  This expansion of the fellowship system promotes further 
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outreach by the U.S. Department of Education to develop a broader understanding of school 

leadership. 

This chapter continues with a brief discussion of school management and of one school 

district’s efforts to transform a school leadership group.  Transformations in school management 

may include teacher leaders in the school’s leadership groups (e.g. Western Pennsylvania 

Educational Leadership Initiative; Curci, 2012).  In one state, there is a state-wide effort to 

change school leadership groups to include teacher leaders who have direct influence on 

improvements in student academic outcomes (Tennessee Department of Education). 

Additionally, the chapter presents the study’s problem and purpose statements and the 

research question.  A theoretical framework and conceptual model are presented to frame the 

study.  The definition of terms used follows and concludes with a discussion of the limitations of 

the investigation. 

School Management 

Instructional leadership differs from other school leadership practices and managerial 

functions.  Although school administrators are also responsible for managerial functions such as 

facilities maintenance, these functions are not directly associated with improving student 

academic outcomes.  Instructional leadership has emerged as a practice “contributing to our 

understanding of how leadership affects student learning” (Hallinger, 2011, p. 272).  Managerial 

functions often compete with instructional leadership for the principal’s time but represent an 

important factor in the need to change instructional leadership practice in schools (Elmore, 

2000). 

Transformational Change 
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School leadership can take different forms and may mean changing the personnel 

involved in the leadership team.  Several studies show that changes in leadership teams can 

produce some of the desired functional change (Curci, 2012; DeFlaminis, 2009; Wolicki, 2011).  

DeFlaminis (2009) found that in some schools, federal mandates requiring improvement in 

student academic achievement did not alone motivate schools to generate new school leadership 

teams, and therefore did not affect student achievement.  Transformational change is key.  In 

some schools, this transformational change has been supported by external infrastructures.  For 

example, the Western Pennsylvania Educational Leadership Initiative (ELI) agency advised 

schools to adopt distributed leadership configurations (i.e. leadership functions with multiple 

actors supplying leadership practice) including teacher leadership (Curci, 2012; King & 

Bouchard, 2011).   

However, for the most part, schools are not supported by external infrastructures whose 

purpose is to improve student academic achievement.  The findings of this study will assist 

schools wishing to transform leadership configurations without significant external infrastructure 

supports.   

School Leadership Configurations 

Principals’ instructional leadership is second only to teachers’ effects on student 

outcomes (Harris, 2008; King & Bouchard, 2011; Porter et al., 2008; Supovitz, Sirinides, & 

May, 2010).  In turn, principals’ instructional leadership influences teacher behaviors, which in 

turn affects student learning (Brezicha, Bergmark, & Mitra, 2015; Hallinger, 1983; Hallinger & 

Heck, 2011; King & Bouchard, 2011).  But teachers can take part in instructional leadership 

practice and thereby become change agents (Beachum & Denith, 2004; Day, Gu, & Sammons, 
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2016).  This study examines instructional leadership practice while teachers continue in their 

roles as classroom instructors.   

Statement of the Problem 

Instructional leadership in school settings has traditionally been considered an 

administrative responsibility of the principal.  Investigations from the teacher instructional 

leadership perspective are scarce, leaving gaps in the understanding of how it fosters 

improvements in learning (Heck & Hallinger, 1999; Spillane, Halverson, & Diamond, 1999; 

Spillane, Halverson, & Diamond, 2001). Investigating the behaviors of teacher leaders may 

increase understanding of instructional leadership.  Although teacher leadership has been 

conceptualized for some time, teacher leadership “titles” (e.g. department leader, subject leader, 

math coordinator) have not greatly contributed to sustainable school reform (Margolis & 

Huggins, 2012).  As a result, current research on instructional leadership and teacher leadership 

focuses on the investigation of practice (Hallinger & Wang, 2015). 

Purpose of the Study 

The purpose of this mixed method study is to describe the instructional leadership 

behavior of teacher leaders in public schools to determine how they may sustain school 

improvement (Creswell, 2012; Stake, 1995).  This research will fill in the gaps in knowledge 

about choices made by teachers to participate in shared instructional leadership (Hallinger & 

Heck, 2011).  Sustained school improvement was depicted by Lambert (2003) as a result of 

leadership, so school improvement activities based upon teacher leadership roles are of interest 

to educators and policymakers (Lambert, 2002; Teacher Leadership Exploratory Consortium, 

2011).  This study’s results will contribute to the understanding of specific teacher leadership 
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practices in schools that have identifiable sustainable instructional leadership capacities (Blase & 

Blase, 2000; Brezicha, Bergmark, & Mitra, 2015). 

Research Questions 

The overarching question addressed by this study is the following:  How and why do 

teacher leaders involve themselves in instructional leadership (Creswell, 2012; Stake, 1995)?  To 

provide a closer look at teacher leadership practices, the following questions were designed to 

specifically target how and why teacher leadership activities are chosen (Creswell, 2012). 

1. In what ways do teacher leaders exhibit their instructional leadership in a perceived 

distributed leadership environment? 

2. What influences the decisions teacher leaders make regarding implementing an 

instructional leadership practice? 

Significance of the Study 

Education practitioners, researchers, and policymakers overwhelmingly support teacher 

leadership practice for the improvement of student outcomes (Teacher Leadership Exploratory 

Consortium, 2011).  Mainous (2012) recommended that each higher education teacher leadership 

program that offers a master’s degree in education focus on at least one aspect of the Teacher 

Leadership Model Standards.  With so much attention focused on teacher leadership, it is 

imperative to investigate how teacher leadership activities are consistent with distributed 

instructional leadership and school improvement.  In isolated cases (e.g. Western Pennsylvania 

Educational Leadership Initiative), schools have partnered with external infrastructures to reform 

the distribution of leadership responsibilities to include teacher leaders (Curci, 2012).  Some 

research has suggested that educators successfully use partnerships with external infrastructures 
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to produce leadership configurations that support teacher leadership (Curci, 2012, Wolicki, 

2011). 

Little research has been conducted on perceptions of instructional teacher leadership 

activity chosen with distributed leadership reform initiatives in mind (Curci, 2012; Wolicki, 

2011).  This study’s findings will help schools that are seeking to sustain improvement and allow 

education leaders to determine whether formal or informal school leadership initiatives are 

appropriate.  Distributed leadership initiatives must be refined to clarify connections to school 

improvement (Mayrowetz, Murphy, Louis, & Smylie, 2007).  A primary goal of this study is to 

add to the empirical literature base on how and why instructional teacher leaders choose specific 

job functions (e.g. activity of practice) in a distributed leadership environment.  Distributed 

leadership theory provides a strong empirical basis for framing this study. 

Theoretical Framework 

Distributed leadership is grounded in distributed cognition theory and activity theory 

(Spillane, Halverson, & Diamond, 2001).  These two theories derived from a study of activity in 

which ‟context” was central to understanding human behavior.  Instructional leadership is a 

leadership function exercised in the context of school environments.  Leadership studies have 

suggested that instructional leadership is a behavior in which context is a dynamic variable of 

inquiry (Hallinger, 2011b; Hallinger, Bickman, & Davis, 1996; Hallinger & Heck, 2011; Heck, 

1966; Heck, 1998; Mulford & Silins, 2011).   

Distributed leadership is a viable theoretical lens suitable to a school instructional 

leadership study (Mayrowetz, Murphy, Louis, & Smylie, 2007).  Findings from studies using a 

distributed leadership lens may inform schools about needed improvements in student academic 

outcomes.  The theoretical framework used in this mixed method study was based on distributed 
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leadership activities that have been demonstrated to sustain school improvement (see Figure 1).  

Instructional leadership can be practiced within both distributed leadership and shared leadership 

configurations (Lambert, 2002; Spillane, Halverson, & Diamond, 2001).   Specifically, Lambert 

(2002) developed a framework that identified six activities of shared instructional leadership: 

• Principal and teachers, as well as many parents and students, participate together 

as mutual learners and leaders. 

• Shared vision results in program coherence. 

• Inquiry-based use of information guides decisions and practice. 

• Roles and actions reflect broad involvement, collaboration, and collective 

responsibility. 

• Reflective practice consistently leads to innovation. 

• Student achievement is high or steadily improving (Lambert, 2002). 

Constructs such as Lambert’s are increasingly used by researchers as part of a blend of 

compatible theoretical frameworks and conceptual models (Hallinger & Wang, 2015).  A blend 

of compatible theoretical frameworks guided this study’s methodological design (see Figures 1, 

3, 4, and 5).  As per Hallinger’s (2013) suggestion, King and Bouchard’s (2011) conceptual 

model and Lambert’s (2002) framework were used (see Figure 1). 

Conceptual Basis for the Study 

Conceptual frameworks are available to analyze research conducted in the field of 

educational leadership and management.  Hallinger’s (2013) conceptual framework was derived 

from a database of recorded reviews between 1960 and 2012.  Hallinger concluded that studies in 

the field of education leadership are highly variable in methodological approaches.  Such reviews 
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of reviews are common in the natural and social sciences, but Hallinger’s was the first in the 

education field.  It provided a broad lens for design considerations for this investigation. 

For the purposes of this investigation, it was important to utilize a teacher leadership 

conceptual framework consistent with properties of high quality methodology found in 

educational leadership and management meta-analysis (Hallinger & Wang, 2015). A review 

conducted by Witziers, Bosker, and Kruger (2003) concluded that contextual and intermediate 

factors need to be accounted for in future educational leadership and management research.  

Within this review that targeted organizational configurations, a fruitful model for research on 

school culture was presented by Quinn and Rohrbaugh (1983).  This successful model identifies 

scales on structure, focus, and quality of output (i.e., educational outcomes). 

A conceptual framework for this study must lead to ways of further exploration of school 

structure, focus, and educational outcomes (Quinn & Rohrbaugh, 1983).  Structure, focus, and 

educational outcomes are in this study, respectively, leadership configurations, leadership 

practice, and student learning outcomes. A framework has been selected that meets this design 

and incorporates current knowledge of school leadership.  King and Bouchard (2011) illustrated 

the framework of this study and identified five key dimensions of school capacity (see Figure 1).   
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Figure 1. King and Bouchard, 2011, p. 655. 

The school capacity model is consistent with prior research on school reform that specifically 

targeted student learning outcomes.  The model is consistent with effective educational 

leadership and management elements (i.e. dimensions) identified in current composite research 

reviews (Hallinger, 2013). 

The five dimensions of school capacity in which standardized teacher leadership 

behaviors may occur are: 

• Professional community 

• Program coherence 

• Distributed Leadership - Principal (Instructional) Leadership / (Teacher Instructional 

Leadership consideration of this study) 

• Technical resources 

• Teachers’ knowledge, skills, and dispositions (King & Bouchard, 2011). 

The first and third dimensions of King and Bourchard’s framework provide the structure 

of Quinn and Rohrbaugh’s model.  The second and fourth dimensions relate to focus.  The 
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dimension “teachers’ knowledge, skills, and dispositions” of the framework directly affect 

instructional quality and subsequently educational outcomes.  A framework’s strength as an 

analytical lens depends on its operational and experiential definitions.  The definitions also aid in 

supporting findings. 

Definitions of Terms 

Causation between school leadership and student achievement is difficult to demonstrate 

despite the increasing body of evidence that has demonstrated management and leadership to be 

important factors in instruction and learning.  The difficulty may lie in some weak operational 

definitions and the varying interpretations of conceptual models (Spillane, 2015; Stake, 1995).  

Despite these discrepancies, the following are operational and experiential definitions used in 

this study. 

Distributed Leadership: “[T]he extent to which the performance of leadership functions is 

consciously aligned across different sources of leadership” (Spillane, 2015, p. 1).   

Distributed (Instructional) Leadership: “[F]orms of collaboration practiced by the 

principal, teachers, and members of the school’s instructional improvement team” (Heck & 

Hallinger, 2009, p. 662); as a “practice distributed over leaders, followers and their situation and 

incorporates the activities of multiple groups of individuals” (Spillane et al., 2001, p. 20). 

Instructional Leadership: Both a practice and a research construct.  Bossert, Dwyer, 

Rowan, and Lee (1982) define instructional leadership as leadership practice contributing to our 

“understanding the link between the principal’s instructional management and student academic 

outcomes” (p. 40).  Hallinger (1983) continues to develop this understanding as a research 

construct and instrument by identifying three domains of practice by a principal: 1) defining the 

school mission, 2) managing the instructional program, and 3) developing the school learning 
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climate.  This study broadens the arena of practice by examining teacher leader perspectives of 

teachers practice in instructional leadership. 

Instructional Program Coherence: A “set of interrelated programs for students and staff 

that are guided by a common framework for curriculum, instruction, assessment, and learning 

climate and are pursued over a sustained period” (Newmann, Smith, Allensworth, & Bryk, 2001, 

p. 297). 

Leadership: All “activities tied to the core work of an organization that are designed to 

influence the motivation, knowledge, affect, or practice of organizational members or that are 

understood by organizational members as intended to influence their motivation, knowledge, 

affect, or practice” (Spillane, 2015, p. 280) 

Leadership Capacity: The “broad-based, skillful participation in the work of leadership” 

(Lambert, 2002, p. 4) to a measure where 1.) “everyone has the right, responsibility, and ability 

to be a leader”; 2.) … defined leadership influences how people will participate; and 3.) … 

“leadership is an essential aspect of an educator's professional life” (p. 37). 

Outcomes (of Schools): The end products of students attending school, including 

academic achievement, social development, and empowerment (Mulford & Silins, 2011).  This 

study focuses on the student academic achievement outcome. 

Perceptual Control Theory: A belief that humans vary their behavior in response to the 

environment, as compared to behaviorists who believe that the environment controls behavior 

(Lanoue, 2009).  In this study, an instructional teacher leader selects a practice in response to a 

school’s perceived instructional leadership configuration. 

Professional Learning Community: A school’s capacity for promoting and sustaining the 

learning of its professional staff for the purpose of enhancing pupil learning (Bolam, 2005). 
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Shared Instructional Leadership: “[S]killful participation, vision, inquiry, collaboration, 

reflection, and student achievement” (Lambert, 2002, p. 38). 

Teacher Disposition: A “behavior’s occurrence at high stable rate or frequency” (Murray, 

2007, p. 385) 

Teacher Knowledge: According to King and Bouchard (2011):  

Teachers must be able to integrate knowledge of students, subject matter, and teaching 

 context in planning units and lessons, carrying out instruction, assessing student work, 

 and reflecting on practice. At the same time, to promote achievement among all students 

 from one year to the next, teachers must employ their individual knowledge, skills, and 

 dispositions in ways that advance the collective work of their schools. (p. 654) 

Teacher Leader: Any teacher who teaches well and assumes additional responsibilities to 

improve the overall learning experience at a school (Danielson, 2005).  In this study, additional 

responsibilities are activities beyond the norm of conventional teaching practice. 

Teacher Leadership Model Standards: Descriptions of seven domains of leadership, 

which intend to “codify, promote, and support teacher leadership as a vehicle for transforming 

schools to meet the needs of 21st-century learners” (Teacher Leadership Exploratory 

Consortium, 2011, p. 8). 

Technical Resources: “[H]igh quality curricula, books and other instructional materials, 

laboratory equipment, computers, and adequate workspace” necessary for academic achievement 

outcomes (King and Bouchard, 2011, p. 56). 

Assumptions, Limitations, and Delimitations 

A delimitation of this study is the use of a sample constrained to a specific social 

networked group of educators who had held leadership roles in the United States.  The educators 
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were selected from the Department of Education’s Ambassador Fellowship Program.  Given the 

nature of the program and application materials, the researcher assumes that schools participating 

in the program are implementing distributed leadership configurations that support instructional 

leadership behaviors conducive to student achievement. 

This study will employ a purposeful sample selection to investigate sustainable school 

improvement processes.  As with any contextual study, caution should be taken when applying 

findings to a school situated in a unique setting.  Notwithstanding these delimitations, the 

conclusions of this study will provide insights into how and why instructional teacher leaders 

engage in their leadership behaviors.  Further investigations are needed to verify findings in 

school institutions participating in differing reform programs. 

Another limitation of this study is the use of interviews to obtain data on the professional 

perceptions of teacher leadership.  Obtaining perceptions of every member of a school 

community, while difficult to accomplish, may provide greater insight into leadership 

unattainable from professional school personnel perception instrumentation.  

Organization of the Study 

Chapter Two reviews the literature discussing teacher leadership.  Chapter Three details 

the methodology of data collection and analysis.  Chapter Four discusses the results of the 

analysis of data.  In Chapter Five, conclusions, and considerations for educators are presented. 

Chapter Summary 

This chapter has provided an introduction to a study of instructional teacher leadership.  

A conceptual framework guided the investigation in answering questions related to how and why 

teachers choose specific practices. Teacher leadership has garnered the attention of research 

communities in the United States.  The principal can no longer bear the tremendous 
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responsibility of leading educational reform.  Though some traditional methods remain valuable, 

new understandings of teacher leadership behaviors may provide a better understanding of 

specific teacher leadership activities valuable for positive school transformation (Brezicha, 

Bergmark, & Mitra, 2015).  This study will contribute to knowledge on how instructional teacher 

leadership activities were chosen to contribute to sustainable school reform. 

  



19 
 

CHAPTER TWO 

REVIEW OF RELEVANT LITERATURE 

Introduction 

The Every Student Act (ESSA) is the federal mandate on those responsible for student 

academic achievement in schools: teachers and principals.  Research has shown that student 

achievement is affected most by the teacher and secondarily the principal (Porter et al., 2008).  

Teacher leadership, an example of distributed leadership, has emerged recently in education.  

Conceptual models show that teacher effectiveness is influenced by a school’s capacity for 

improvement at the hands of educational leadership (Hallinger, 2011b; King & Bouchard, 2011; 

Mulford & Silins, 2011).  Instructional leadership, traditionally assigned to administrative 

personnel (i.e., the principal), directs teacher leadership (e.g., through teacher effectiveness) and 

has led to empirical studies at the intersection of the two leadership fields. 

 The traditional vertical team leadership structure of schools needs to accommodate both 

teacher and principal as effective educators and thus studies in distributed leadership have 

emerged examining the effects of external influences on changing vertical leadership structures 

to shared leadership structures (Curci, 2012).  It is now important to examine the ways in which 

effective teacher leadership has addressed the federally mandated improvement in student 

outcomes.  This systematic literature review includes empirical evidence that teacher leadership 

promises to make strides toward meeting the mandate.  

Studies of Distributed Leadership for School Leadership Capacity Building 

Brezicha, Bergmark, and Mitra, (2015) investigated principal and teacher leadership 

interactions in a longitudinal case study.  A conceptual model (Figure 2) was formulated for the 

investigation utilizing distributed zones of enactment.  The differentiated leadership model is 
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built upon the distributed leadership lens.  A single elementary school participated in the study 

over a period of three years.  The school organized multiple “forums dedicated to social and 

civic engagement:  All School Gatherings (ASGs) and Small School Gatherings (SSGs)” (p.103).  

Six groups participated in the study carried out by a research team including graduate students.  

Observation-rich descriptive data were collected, followed by recorded group and individual 

interviews.   Data were analyzed to find inductive themes in accordance with a grounded theory 

study.  A second round of analysis proceeded based on the categorized data.  It was found that 

effective leadership in complex educational social settings requires the awareness and support of 

social networks comprising both teachers and principals.   The study closes with a statement on 

the importance of the interdependent relationships between teachers and leaders in school reform 

efforts. 

 

 

Figure 2. Components of Differentiated Leadership (Brezicha, Bergmark, & Mitra, 2015, p. 99). 
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The Brezicha et al. (2015) longitudinal case study supports this study’s research question, 

synthesized conceptual model lens, and interview question set (see Chapter Three).  The 

interview questions seek data on perceptions of constructs throughout the components of the 

differentiated leadership model.  Dimensions of the PIMRS instrument model (Figure 5) utilized 

in this investigation parallel some aspects of the differentiated leadership model.  Constructs of 

trust and teacher’s knowledge permeate both the differentiated leadership model and the 

constructs of the school capacity model (Figure 1). 

Using a self-report questionnaire, the Distributed Leadership Inventory, Devos, Tuytens, 

and Hulpia (2014) investigated relationships between the leadership of the school principal and 

teachers’ organizational commitment.  Hypothesizing using five mediating variables between 

school leadership and teacher organizational commitment, the study formulated four research 

questions.  Schools participating in the survey questionnaire were selected using a stratified 

random selection of teachers and principals in 46 secondary schools in Flanders, Belgium (n = 

360).  Descriptive statistics of the participants were presented.  The hypothetical model, which 

assumed relationships, was tested using structural equation modeling, and results were presented.  

It was found that “leadership provided by the principal and teachers’ organizational commitment 

were related to the mediation of the distributed leadership variables (p. 224).”  The findings 

indicate that the principal is an important player in facilitating distributed leadership functions.  

The article recommends further exploration of distributed leadership dimensions and teacher 

leadership constructs. 

The Devos, Tuytens, and Hulpia (2014) mixed methods study supports this study’s 

research questions exploring relationships between actors surrounding instructional teacher 

leadership activity through a lens of distributed leadership.  Additionally, this study’s interview 
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questions were constructed using models depicting instructional leadership dimensions and 

bidirectional constructs (Figures 1 and 5).  The qualitative data generated from the interview 

participants were designed to further explore how and why teacher leaders select particular 

leadership behaviors. 

In another study, Harris (2008) compiled a systematic review of the literature on 

distributed leadership within school organizations as it affected outcomes.  The qualitative meta-

analysis synthesizes contemporary interpretations of distributed leadership theory.  Harris 

emphasizes that there are strong relationships between distributed leadership and school 

performance outcomes.  Outstanding leadership develops leadership capacity in others.  Two 

studies examined ways of overcoming the difficulties in designing methodology linking 

distributed leadership practice to organizational outcomes.  Harris’s review concludes that 

distributed leadership offers alternatives to some traditional school leadership paradigms, a 

starting place for school reform. 

The Harris (2008) literature review supports the use of the capacity model guiding this 

study’s literature review, methodology, and construction of research questions (Figure 1; Lear, 

Godin, Werner, & Flamisch, 2015b).  The capacity model depicts school relationships in a 

distributed leadership environment seeking improved student achievement.  This study explores 

the instructional teacher leadership organizational capacity in building relationships.  

In a first manuscript of a two-stage, multi-methods study, Leithwood, Mascall, Strauss, 

Sacks, Memon, and Yashkina (2007) investigate leadership using five research questions on the 

patterns, roles, and inhibitors of distributed leadership activity.  The goal was to better 

understand how to improve leadership practice.  The study’s first phase sought to further 

understand distributed leadership configuration’s effects on organizational productivity measured 
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by patterns in planned alignment, spontaneous alignment, and anarchic misalignment.  Twelve 

hypotheses are posed to investigate the relationships.  Participants were from a large 

urban/suburban district in southern Ontario, Canada.  Using theoretical sampling, participants 

were selected for the “central role they played in promoting distributed approaches to leadership 

in schools and their close knowledge of each of the district’s primary initiatives for change” (p. 

52).  Interview data were collected from 67 school personnel.  Elaborate notes were checked 

against audio recordings and categorized according to five questions guiding the research.  

Coding of the data occurred using the preconfigured categories (Creswell, 2012).  It was found 

that 

distributed leadership is more likely to develop when there are opportunities for 

staff to acquire the capacities they need to participate effectively, along with the 

autonomy and time to act in accord with their professional beliefs and values: … 

These results are entirely consistent with our initial hypothesis about conditions 

giving rise to increased teacher leadership. (Leithwood et al., 2007, pp. 61-62). 

A conclusion states that it is critical for district and school leaders to foster productive forms of 

distributed leadership.  A school principal’s agenda includes establishing initiatives for school 

leadership reform to include effective distributed leadership configurations. 

When comparing the Leithwood et al. (2007) study to this investigation, there are 

commonalities in design.  The Leithwood et al. study emphasizes that articulating a vision is an 

important aspect in direction setting.  The people-development function of school leadership 

identified in Leithwood et al. is framed by a leader’s emotional leadership capacity required to 

increase the distribution of responsibility for student outcomes (e. g. instructional leadership).  

Similarly, this study utilizes data gathering in vision perceptions situated as a distributed school 
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leadership construct.  This study poses an interview question on vision perception gathering 

using both qualitative and quantitative data.   

Additional commonalities exist between the Leithwood et al. (2007) study and this one.  

Both use the theoretical sampling selection process situated as a collective case study (Creswell, 

2012).  This study examines how and why teacher leaders select particular leadership behaviors 

pertinent to people development (e.g., development through professional learning communities; 

see research questions in Chapter One).  The Leithwood et al. (2007) study agrees with this 

study’s planned use of typology analysis utilized for categorical aggregation of distributed 

instructional leadership behavioral data in the form of dimensions and subconstructs (Caracelli & 

Greene, 1993; Creswell, 2012; Stake, 1995). 

With the aim of studying the impact on student achievement, Leithwood and Mascall 

(2008) examined data collected in a previous multi-methods study (Leithwood et al., 2004).  

Through a lens of collective leadership, the presumption was that direct effects of leadership 

were mediated by teacher performance antecedents (Hallinger, 1983; Hallinger & Heck, 2011; 

King & Bouchard, 2011).  Stratified random sampling was used on a population from nine states 

to ensure cultural diversity.  Varying school sizes, levels, and systems of performance measures 

were included.  Principals and teachers participated in a survey that included a 77 percent 

response rate from 90 schools. SPSS was used in the analysis.  Paired-sample t tests compared 

means on various sources of leadership, and hierarchical multiple regression analyzed 

relationships.  The conclusions suggest that collective leadership does explain variation in 

student achievement across schools.  The study recommends that future leadership studies focus 

on mediating variables contributing to student achievement. 
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In a study of principals in nine schools, Blasé and Blasé (2000) studied shared 

governance from a principal’s perspective according to a grounded theory perspective.  In 

accordance with a grounded theory research paradigm, no a priori definitions were used.  The 

single research question was “What are principals’ perspectives on shared governance and shared 

governance leadership in schools?” (p. 478).  The researchers developed an Inventory of 

Principal Perceptions (IPP) set of open-ended interview questions in consultation with principals 

and professors.   A nine-topic interview protocol was established.  A theoretical sampling 

selection process used various sources from among the University of Georgia faculty and reports 

by the League of Professional Schools (n = 18).  Using site-based and telephone conferences, the 

researchers gathered data over several hours and episodes with each principal.  Participants 

included professors, doctoral students, and principals.  In accordance with grounded theory, all 

conceptualizations derived directly from the interview data.  Ten themes arose from the 

responses of exemplary shared governance principals.  One theme involved the activity of a 

school vision-building experience.  The study concluded that most principals needed to learn to 

facilitate rather than direct activities to sustain shared governance configurations.   

Additional commonalities exist between previous studies and this study’s design.  The 

Leithwood et al. (2007) study and the Blasé and Blasé (2000) investigation support this 

investigation’s use of a theoretical sampling process for the exploration of the research questions.  

The qualitative instrument portion of this mixed methods investigation was constructed to 

explore the relationships in shared governance, particularly distributed leadership. 

In a mixed methods longitudinal study, Copland (2003) utilizes two conceptual models.  

One model supports leadership as a distribution of organizational expertise.  The other is an 

organizational learning model rooted in social and cognitive theories.  In the organizational 
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learning model, the conceptualization of organizational change is captured in a six-step cycle of 

inquiry.  Five research questions are posed to guide the longitudinal study.  One of the questions 

seeks to further understand the leverage necessary to build distributed leadership capacity in 

schools.  The population for the study was a cohort of the Bay Area School Reform 

Collaborative (BASRC).  Teachers and principals participated in surveys distributed to 18 

diverse BASRC Leadership and Membership Schools.  The surveys were designed to measure 

stages of progress in an inquiry approach to improved organizational change.  Significance was 

found in a correlation of teacher and principal perceptions on the conditions of leadership 

capacity in schools.  Concurring with other research on distributed leadership, it was found that 

the role of the principal remains crucial.  A concluding discussion suggests that distributed 

leadership configurations can provide the capacity building activity necessary for school 

reformation.  The Copland (2003) study, as does this study, utilizes a blend of conceptual models 

(Figures 1-5) on organizational school leadership grounded in social theory (e.g., social network 

interactions) to further understand the complex bidirectional relationships within school 

leadership configurations (Hallinger & Wang, 2015). 

Through an interpretive qualitative study, McKenzie and Locke (2014) investigated 

challenges teachers face in collegial relationships aimed at improving student success.  The 

distributed leadership theory guides the investigation as a contrast to hierarchical leadership 

systems.  The lead researcher was embedded in an elementary school to gather extensive field 

notes.  Data gathering included interviews, focus groups, classroom observations, and in-service 

sessions. Six teacher leaders were studied for one year.  Dealing with conflict was found to be 

perceived as one of the largest hurdles in teacher leader coaching.  Confrontation developed 

when lead teachers were unable to follow through on directives.  Another finding was that 
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teacher leaders lacked the influence to make an impact in collaborative sessions.  The study 

concludes that successful implementation of distributed leadership activity requires many 

individuals assuming responsibility.  This study shows that if lead teachers in a distributed 

leadership system “won't lead, don't know how to lead, or are prevented from leading” (p. 183), 

the leadership system is ineffective. 

The McKenzie and Locke (2014) study provides insight into how difficulties develop in 

teacher leadership activity designed to bring about improved student achievement.  This study 

sheds light on the blank spots of how and why instructional teacher leaders choose specific job 

functions in a distributed leadership environment. 

Studies on Building Capacity for Successful Teacher Leadership 

Cosner (2009) conducted a case study investigating the importance of trust in building 

and sustaining organizational capacity within schools.  Eleven high school principals who were 

perceived as having been successful in developing school capacity were interviewed.  All the 

interviews were recorded and verified for accuracy by the participants.  Additionally, 

documentary evidence was collected following the interviews.  Data were analyzed inductively 

and deductively for theme emergence.  The study found that trust is critical, and central to trust is 

increased interaction among professional learning community members.   

Scribner, Sawyer, Watson, and Myers (2007) examined the social interactions of teacher 

teams in a public secondary school.  Audio and video recordings were used to capture data from 

two teacher teams.  The district was chosen because of its interest in developing further as a 

professional learning community.  Discourse analysis techniques were employed to develop 

themes from the coded data.  Three were uncovered: “Purpose and autonomy were identified as 
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organizational conditions,” while discourse patterns were prevalent in interaction analysis 

(Scribner et al., 2007, p. 78).    

Ghamrawi (2010) conducted a comparative study of three private K-12 schools in Beirut, 

Lebanon.  The subjects were three principals, seven subject leaders, and seven classroom 

teachers.  Over two years, 51 semi-structured interviews comprised of twelve questions took 

place.  The data were organized into themes. Among the themes, bartered leadership structures 

emerged, supporting previous studies where content knowledge expertise is a prerequisite to 

sustaining some aspects of teacher leadership. 

Studies of Teacher Perception of Principal Instructional Leadership 

Blasé and Blasé (2000) studied teachers’ perspectives on the impact of principal 

instructional leadership practice.  An open-ended questionnaire was used among a sample of 800 

teachers in the mixed methods study. The resulting quantitative data was analyzed using 

comparative methods.  Principal leadership strategies were identified as impacting classroom 

instruction in two ways: actions promoting teacher reflection and promoting professional 

development.  Of particular interest to this study is the authors’ suggestion that a future study 

analyze the motivations influencing instructional leadership orientations.  

 A mixed methods study by Kenjarski (2015) used Q-Methodology to investigate 

elementary teachers’ perceptions of factors that inhibit or facilitate teacher leadership (n = 43).  

Focus group data were collected to complement findings from the quantitative sort and analysis 

processes. The study found that classroom oriented leadership, widespread participation in 

“change agent” leadership activity, and shared leadership activity were associated with teacher 

leadership functions.  A reported limitation of the investigation was that it occurred in a single, 

large school district in a southern state.  The study found which factors develop teacher 
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leadership in a particular small geographic area.  Kenjarski recommended that further studies 

focus on how and why teachers engage in teacher leadership in a broader population (see 

Chapter Three of this study). 

The Case for Effective Teacher Leadership 

Scribner and Bradley-Levine (2010) conducted a case study designed to examine teacher 

interactions in the process of school reform activity.  A key component of the school-wide 

reform is the institution of a teacher-driven, project-based-learning (PBL) model.  Seven teachers 

and two administrators participated in the study aimed at discovering teacher leadership 

activities.  Observations from site visits included classroom observations.  Twenty-four semi-

structured interviews were conducted with teachers, administrators, and students.  Additionally, 

documents were collected containing evidence of the fulfillment of project assignments.  

Following a coding of observation notes, analysis proceeded with a constant comparative 

process.  The findings support that the construction of teacher leadership activity is dependent on 

cultural considerations.  One theme that emerged from the study was that administrative 

leadership decision-making activity did not complement teacher leadership activity.  A second 

finding was that teachers perceived a lack of cultural capital in meeting the autonomy of a 

teacher-led PBL reform model.   

A case study by Mangin (2009) was conducted to investigate the teacher leadership role 

known as instructional coaching.  The study sought to increase the knowledge base on teacher 

leadership in a contextual setting as an intermediate school unit promoted literacy coach 

positions across 20 constituent districts.  A snowball sampling strategy was used in the 

exploratory study over a three year period.  Interviews were conducted with a superintendent, 

assistant superintendents, principals, and program coordinators.  A coach-role implementation 



30 
 

continuum was used to analyze coded interview transcripts.  The findings from the study point to 

contextual factors that inform the role of the literacy coach.  The study corroborates other studies 

on the importance of contextual factors in teacher leadership initiatives.  The Mangin (2009) 

study is an example of examining program coherence constructs within the dimensions of school 

capacity.  Further study is necessary to clarify leadership activities that correlate with classroom 

contextual factors as they relate to student achievement.   

Conceptual Models Guiding the Literature Review 

Increasingly, scholars are employing a synthesis of conceptual models on school 

leadership, including teacher leadership, to further understand conceptual constructs (Hallinger 

& Wang, 2015).  As noted in the introduction to this study, four conceptual models were 

synthesized to guide the selection of further literature (Figures 1, 3, 4, and 5; Hallinger, 2011b; 

Hallinger et al., 2013; King & Bouchard, 2011; Mulford & Silins, 2011).   

 

 

Figure 3.  (Hallinger, 2011b, p. 127). 

These models contribute to this study’s problem, purpose, and question on instructional teacher 

leadership perception relationships with principal instructional leadership (see Chapter One).  

Models include school capacity and distributed leadership constructs with relationships at the 

institution, teacher, and school (i.e., principal) levels.   
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Figure 4.  (Mulford & Silins, 2011, p. 67). 

Additionally, these models assisted the researcher in building appropriate data gathering 

methodology and data analysis. 

Guidelines for Selecting Relevant Literature 

Hallinger (2013) presents a conceptual framework for systematic reviews of research 

derived from a bounded subset on educational leadership over the last five decades.  The 

framework was necessary to identify the impact of future knowledge production in education 

(Hallinger, 2014).  The literature review guides this study in several ways.  It provides a 

meaningful presentation of the literature base, a basis for understanding the problem, and an 

exploration of instructional teacher leader behaviors without relation to principal instructional 

leadership. Eight criteria were followed: 

1) The guiding purpose of the study is communicated in explicit research questions or 

goals;  
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2) A conceptual framework guides the selection, analysis, and interpretation of studies 

(see figures 1, 3, 4, and 5; Hallinger, 2011b; Hallinger et al., 2013; King & Bouchard, 

2011; Mulford & Silins, 2011); 

3) Search criteria and procedures are explicitly communicated and justified in light of the 

study’s goals;  

4) The types of sources included in the study (mixed, journals, dissertations) are relevant 

to the study’s goals;  

5) There is an explicit description and justification of procedures employed for data 

extraction;  

6) The composition of the group of studies reviewed, regardless of whether the studies 

analyze qualitative or quantitative data, are clearly identified;  

7) The procedures for data analysis and synthesis are described, justified, and executed; 

and  

8) The findings, limitations, and implications of the study are clearly communicated 

(Hallinger, 2014, p. 21).  

Methods and Criteria for Selecting the Literature 

Linear citation chains were searched using internet indexing engines like Google 

ScholarTM.  Boolean searches were employed through online search products such as 

ProQuestTM. 

The researcher specifically examined literature relevant to the study of instructional 

leadership (Blase & Blase, 2000) and school capacity building.  Bidirectional subconstruct 

relationships illustrate conceptual models guiding the researcher’s selection (see Figure 1).  The 
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constructs will be validated by data coding for inter-correlation and examined for conceptual-

empirical linkage (Hallinger, 1983; King & Newmann, 2001) 

Organization of the Relevant Literature 

This systematic review of the literature groups the studies according to dominant 

constructs of this investigation’s primary conceptual model:   

• Teachers’ perception of principal instructional leadership, 

• Trust relationships, 

• Instructional program offerings, and  

• Instructional leadership micro-sociology and activity theory. 

• Distributed leadership. 

Tables 1-4 summarize the manuscript’s methodology, research purpose (stated or implied), and 

this study’s theological framework (lens). 

Table 1.  Characteristics of Research Papers Including Trust Relationship Constructs. 

Author(s) Year Locus Journal 

Dominant 

Conceptual 

Model 

Construct 

(King & 

Bouchard, 

2011, Figure 1) 

Methodology   

Research 

Purpose / 

Theological 

Perspective 

(Stated or 

Implied) 

Adams 2013 USA JEA 
Distributed 

Leadership 

Structural 

Regression 

Quantitative 

What 

Practice 

Decision 

Theory 

Handford & 

Leithwood 
2013 USA JEA 

Professional 

Community 

Multiple 

Case 

Qualitative 

Subset of 

Muti-

Methods 

What Behavior 

Interaction 

Theory 
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Scribner & 

Bradley-

Levine 

2010 USA EAQ 
Distributed 

Leadership 

 

Intrinsic 

Case Study 

Qualitative 

  

What 

Relationship 

Mangin 2009 USA EAQ 
Program 

Coherence 

Instrumental

Case Study 

Qualitative 

What Behavior 

or Practice 

Cosner 2009 USA EAQ 
Teacher 

Dispositions 

 

Instrumental

Case Study 

Qualitative 

What 

Interaction 

Theory 

Scribner, 

Sawyer, 

Watson, & 

Myers 

 

2007 USA EAQ Teacher Skills 
Case Study 

Qualitative 

What Social 

Theory / 

Discourse 

Ghamrawi 2010 Lebanon EMAL 
Teacher 

Knowledge 

Instrumental 

Case Study 

Quantitative 

What 

Leadership 

Theory 

Note: JEA = Journal of Educational Administration; EAQ  = Educational Administration 

Quarterly; EMAL = Educational Management Administration & Leadership. 

 

 The articles listed in Table 1 illustrate that editors of Educational Administration 

Quarterly feel that their readership may be interested in instructional leadership practice as it 

pertains to the skills and dispositions of administrators and teachers in a distributed leadership 

environment.  The practices of instructional leadership have been investigated for what 

leadership behaviors are exhibited under multiple theoretical lenses: social theory, leadership 

theories, and interaction theory.  The teacher leader skills exhibited in these studies include 

dispositions and practice in professional communities.  These studies have provided insight into 

what teacher leadership practices are instituted surrounding their respective constructs of 

investigation. 
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Table 2.  Characteristics of Research Papers on Teacher Perception of Principal Instructional 

Leadership and Instructional Programming. 

 

Author(s) Year Locus Journal 

Dominant 

Conceptual 

Model 

Construct 

(King & 

Bouchard, 

2011, Figure 1) 

Methodology   

Research 

Purpose / 

Theological 

Perspective 

(State or 

Implied) 

Blase & 

Blase 
2000 USA JEA 

Principal 

Leadership 

Comparative 

Analysis 

Mixed 

Methods  

What 

Leadership 

Practice 

Interaction 

Theory 

Kenjarski 2015 USA 
Dissert

ation 

Distributed 

Leadership 

Q-Methods 

Mixed 

Methods 

What 

Leadership 

Practice 

Leadership 

Theory 

Lee, 

Hallinger, & 

Walker 

2012 USA EAQ 
Distributed 

Leadership 

 

Constant 

Comparative 

Qualitative 

Subset of 

Multi-

Methods 

 

What 

Leadership 

Practice 

Leadership 

Theory 

Ghamrawi 2013 Lebanon IES 
Professional 

Community 

Comparative 

Case Study 

Mixed 

Methods 

What Behavior 

or Practice 

Leadership 

Theory 

 

Ghamrawi 

& Al-

Jammal 

2013 Lebanon GAR 
Principal 

Leadership 

t-test 

Quantitative 

What 

Leadership 

Practice 

Leadership 

Theory 

       

Note: EAQ = Educational Administration Quarterly; GAR = Global Advanced Research Journal 

of Educational Research and Review; IES = International Education Studies; JEA = Journal of 

Educational Administration 

The articles in Table 2 illustrate that a more diverse group of journals has recently published 

articles investigating instructional leadership practices pertaining to a school’s instructional 



36 
 

programming.  These articles investigate the bidirectional relationships between the constructs of 

program coherence, professional community, and distributed leadership/principal leadership 

(Figure 1).  The practices of instructional leadership have been investigated for what leadership 

behaviors are exhibited under predominantly leadership theory lenses.  These studies on 

instructional leadership choose predominantly mixed methodologies to investigate the 

bidirectional relationships pertaining to a school’s instructional programming.  These studies 

have provided insight into what teacher leadership practices are instituted surrounding cross-

program responsibilities. 

Table 3.  Characteristics of Research Papers on Instructional Leadership Micro-Sociology and 

Activity Theory. 

 

Author(s) Year Locus Journal 

Dominant 

Conceptual 

Model 

Construct 

(King & 

Bouchard, 

2011, Figure 1) 

Methodology   

Research 

Purpose / 

Theological 

Perspective 

(State or 

Implied) 

Mangin 2007 USA EAQ 
Distributed 

Leadership 

Multiple 

Case 

Qualitative  

What 

Leadership 

Practice 

Micro- 

Sociology 

Spillane & 

Kim 
2012 USA AJE 

Distributed 

Leadership 

Regression 

Analysis 

Quantitative 

What 

Leadership 

Practice 

Social Network 

Theory 

Naicker & 

Mestry 
2013 

South 

Africa 
SAJE 

Distributed 

Leadership 

 

Phenomenol

ogical Study 

Qualitative 

 

What 

Leadership 

Practice 

Leadership 

Theory 

       

Note: EAQ = Educational Administration Quarterly; AJE = American Journal of Education; 

SAJE = South African Journal of Education 
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 Table 3 lists distributed leadership studies analyzed through the lenses of micro-

sociology and activity theory investigated using methodologies from regression analysis to 

phenomenological study.  The diversity of these applied methodologies may be attributed to the 

differing distributed leadership and social theory conceptual models.  These studies have 

provided insight into what teacher leadership practices are instituted surrounding the interactive 

networking communications within a distribution of leadership responsibilities. 

Table 4.  Characteristics of Research Papers on Distributed Leadership for School Leadership 

Capacity Building. 

 

Author(s) Year Locus Journal 

Dominant 

Conceptual 

Model 

Construct 

(King & 

Bouchard, 

2011, Figure 1) 

Methodology  

Research 

Purpose / 

Theological 

Perspective 

(Stated or 

Implied) 

Brezicha, 

Bergmark, 

& Mitra 

2015 USA EAQ 
Distributed 

Leadership 

Grounded 

Theory 

Qualitative  

What 

Leadership 

Practice / 

Distributed 

Leadership 

Theory 

Devos, 

Tuytens, & 

Hulpia 

2014 USA AJE 
Distributed 

Leadership 

Mixed 

Methods 

Structural 

Equation 

Modeling 

What 

Leadership 

Practice / 

Organizational 

Learning 

Harris 2008 USA JEA 
Distributed 

Leadership 

 

Meta-

analysis 

Qualitative 

 

What 

Leadership 

Practice / 

Leadership 

Theory 

Leithwood, 

Mascall, 

Strauss, 

Sacks, 

Memon, & 

Yashkina 

2007 Canada LPS 
Distributed 

Leadership 

Multi- 

Methods / 

Qualitative 

 

What 

Leadership 

Practice / 

Leadership 

Theory 
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Leithwood 

& Mascall 
2008 USA EAQ 

Distributed 

Leadership 

Means t-test, 

Hierarchical 

Multiple 

Regression 

Quantitative 

What 

Leadership 

Practice 

Leadership 

Theory 

Blasé and 

Blasé 
2000 USA JEA 

Distributed 

Leadership 

 

Grounded 

Theory 

Qualitative 

What Theory 

Shared 

Governance 

Copland 2003 USA EEPA 
Distributed 

Leadership 

Correlation 

Study 

Quantitative 

 

Organizational 

Learning / 

Social and 

Cognitive 

Theory 

       

McKenzie 

& Locke 
2014 USA JSL 

Distributed 

Leadership 

Interpretive 

Analysis / 

Qualitative 

What Practice 

Leadership 

Theory 

       

       

       

Note: EAQ = Educational Administration Quarterly; JSL =  Journal of School Leadership; 

EEPA = Educational Evaluation and Policy Analysis; JEA = Journal of Educational 

Administration; LPS = Leadership and Policy in Schools; AJE= American Journal of 

Education;   

 

 Table 4’s studies of distributed leadership for school instructional leadership capacity 

building are of interest to journals spanning educational policy, administration, and leadership.  

Investigation methodologies range from regression analysis to grounded theory studies.  Similar 

to the papers in Table 3, the diversity of these applied methodologies may be attributed to 

differences in distributed leadership, shared governance, organizational learning, and cognition 

theory models.  These studies have provided insight into what teacher leadership practices are 

instituted surrounding differing distributed leadership configurations. 

 The studies listed in Tables 1-4 investigate educator leadership in interactively rich 

contexts.  One recommends investigating the motivations behind instructional leadership 
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orientations (Blasé & Blase, 2000).  These motivations may be contextually specific (Kenjarski, 

2015). Studies grouped by trust constructs are analyzed under a social interactive lens (Adams, 

2013; Handford & Leithwoood, 2013).  Studies grouped by programming offering involve 

multiple personnel participation (Ghamrawi, 2013; Lee, Hallinger, & Walker, 2012).  

Furthermore, studies grouped in micro-sociology and activity theory specifically target 

investigations involving information networks consisting of principal leader and teacher leader 

(Mangin, 2007; Spillane & Kim, 2012).  The studies suggest that the distributed leadership lens, 

conceptual models, and mixed methods design of this case study are appropriate to uncover 

findings specific to the stated research questions. 

 The group studies illustrate strengths in empirical knowledge, building on what 

instructional teacher practices are implemented in a distributed leadership environment.  The gap 

in the literature involves how and why instructional teacher leaders choose specific job functions 

in a distributed leadership environment.  This investigation’s primary goal is to increase the 

knowledge of how and why instructional teacher leaders adopt practices related to principal 

instructional leadership practices. 

Findings, Limitations, and Implications of the Literature Review 

Findings on Studies of Trust Relationships 

Adams (2013) proposed a model for understanding collective trust as an indicator for 

sustaining instructional capacity in schools.  Using a structural regression model, the investigator 

analyzed data collected with the Omnibus Trust Scale, which was developed based on behavioral 

decision theory (Hoy, Gage, & Tarter, 2006).  Variables analyzed were in bidirectional relation 

including students, faculty, and principal.  Using the same conceptual models guiding this 

investigation (King & Bouchard, 2011), it was found that strong collective trust had a significant 
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effect on school performance.  The study was done in one urban district, and appropriately, 

limitations were discussed regarding extending the findings across culturally different 

educational environments. 

Also studying trust, Handford and Leithwood (2013) investigated trust in leadership 

practices as perceived by teachers. The mixed methods organizational study, a second look at 

data collected earlier, investigated perceptions of teachers regarding trustworthiness as a result of 

leadership practices.  The prior study included 39 districts and 138 schools located in nine states.  

A second stage of data collection involved observations and interviews proportionately divided 

(13/11) among high-trust and low-trust school environments.  The identified behaviors of leaders 

garnering trust were benevolence, competence, fairness, forgiveness, honesty and other 

antecedents.  Results were reported in qualitative and quantitative forms.  Support was found for 

some of the dimension constructs of the big five personality traits personality model, specifically 

“competence, reliability, openness, respect and integrity (p. 208).”  According to the study, 

follow-up research should be conducted to verify the findings of teacher perceptions in different 

cultural contexts. 

These two recent studies directly support this study’s purpose of finding specific 

behavioral examples that show, in practice, how and why teachers exhibit leadership in an 

environment of trust.  The studies show that it is appropriate to investigate where these 

constructs may play a part in understanding teacher leadership in a distributed leadership setting.   

Findings of Studies of Instructional Programming 

Research is beginning to shed light on the interpersonal skills necessary to foster teacher 

leadership behaviors conducive to creating teacher leaders.  The following studies look at teacher 

leader activity regarding program development.  Lee, Hallinger, and Walker (2012) investigated 



41 
 

distributed instructional leadership in five International Baccalaureate (IB) schools in East Asia.  

The qualitative study of 68 teachers and administrators and 25 students used interviews and 

focus groups. Analytic memos accompanied interviews, and included in the data collection were 

artifacts such as organizational charts, meeting agendas, and mission statements.  A detailed 

coding procedure shed light on how themes developed from the qualitative data using a constant 

comparative data analysis method.  It was found that distributed instructional leadership activity 

involves multiple practitioners in repurposing program implementation (i.e., curriculum), staff 

positioning, and cross-program responsibilities.  Implications for the research community are 

insights into the value of mobilization of resources for distributed instructional leadership. 

In a mixed methods case study, Ghamrawi (2013) compared subject teachers and 

principals in nurturing teacher leadership behaviors and the activities they engage in.  The 

researcher visited 59 private schools in Beirut, Lebanon, over five months, collecting data from 

teacher survey and focus groups.  Experts participated in a content validation process.  A pilot 

study was conducted consisting of volunteer teachers.  There were 2,950 responses to the survey 

instrument, which examined 10 dimensions of teacher leader roles.  Descriptive statistics were 

generated using SPSS 18.0, and data analysis was performed for theme emergence using NVivo 

7.0.  The study produced three significant findings: 1) capacity-sustaining activities such as 

supporting school culture and acting as a community liaison were important functions of teacher 

leaders; 2) trust again appeared as a frequent construct; and 3) structures for leadership styles, 

such as professional collaboration, subject leadership, and teacher equality, were frequent 

responses to the research question.  Subject leaders were found to play a more critical role in 

fostering teacher leadership than principals.  These findings are substantial even given the 

limitation of the study being in a Lebanese cultural context. 
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Ghamrawi and Al-Jammal (2013) investigated the instructional leadership roles of 

principals in private schools in Beirut, Lebanon.  Based on the three domains of the PIMRS 

principal instructional leadership model (Hallinger et al., 2013), an Instructional Leadership 

Behavior of School Principals (ILBSP) survey instrument was developed and analyzed for 

validity and reliability.  The sample was 202 private school K-12 principals with a nearly equal 

split in gender, a majority of whom exceeded 20 years of experience.  The data gathered by the 

44-item self-perception survey was analyzed using SPSS 18.0. The findings indicated that 

principals rated themselves highest at framing school goals.  The study recommended that 

principal preparation focus on learning impact through behaviors supporting instructional 

leadership mediating constructs (Hallinger, 2011b; Hallinger & Heck, 2011) with overlapping 

constructs of school level leadership behaviors (Mulford & Silins, 2011).  The study 

recommended that future studies be designed to combine quantitative and qualitative data. 

The three studies just discussed were similar in design to this study and also used PIMRS.  

For this investigation, the presence of quantitative data warrants a combination of data 

transformation and data consolidation/merging rather than an exclusive constant comparative 

data analysis method (Caracelli & Greene, 1993).  The qualitative portion will help the 

researcher to understand the perceptions of instructional leadership through a capacity building 

process known as analytic generalization (Onwuegbuzie & Leech, 2010).   

York-Barr and Duke (2004) compiled a meta-analytic review of two decades of 

knowledge about teacher leadership, including large quantitative studies, small-scale case 

studies, and self-report investigations.  The review poses guiding questions about teacher 

leadership, formulates an empirically grounded conceptual framework for teacher leadership and 

learning, and organizes selected manuscripts based on research questions. The investigation lists 
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four ways in which teacher leadership can be used effectively to improve schools.  One specifies 

capacity building: “teachers must be matched with unique and varied leadership functions” (p. 

290). Another is increased instructional leadership responsibilities (i.e., instructional practice and 

learning). The review closes by touting the benefits of nonhierarchical systems of teaching and 

learning. 

A review of literature by Pounder (2006) depicts a fourth wave of teacher leadership and 

its identification under the lens of transformational leadership.  The first two waves produced 

department head and curriculum specialist positions.  According to Pounder, the third wave 

promoted professional growth through collegiality and professional activity (e. g. mentoring 

teachers).  In the fourth wave, teacher leadership will transform classroom instruction.  

Additionally, this new wave will extend its leadership beyond the instructional setting in both the 

“school and university context” (p. 542).  The manuscript recommends further research to clarify 

teacher leadership and its links to transformational classroom leadership. 

Findings of Studies of Instructional Leadership Micro-Sociology and Activity Theory 

Mangin (2007) investigated how district level communication supports principals, who in 

turn support teacher instructional leadership.  Twenty-seven supervisors, principals, and subject 

matter teacher leaders in five schools were interviewed.  Four of the schools selected for were 

classified as of low socio-economic status.  The study examines capacity building activity (i.e., 

instructional reform activity) through principal and teacher leadership practices.  The analysis of 

the data reveals several interaction categories: (a) informational updates from the teacher leader; 

(b) directives from the principal; and (c) dialogue about instructional needs, goals, and 

approaches.  The study finds that district leadership can, through communication support, assist 

principals in facilitating instructional teacher leadership. 
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In a quantitative study, Spillane and Kim (2012), used a survey instrument to investigate 

formal school leaders’ role in a school’s social network.  Thirty elementary schools participated.  

Using the survey’s three measures of centrality, the study investigated the language arts and 

mathematics networks of school organizations.  Multiple regression analysis found significant 

relationships between staff seeking advice from the principal and information-network activity.    

The article concludes that part-time networking instructional positions are essential in school 

instructional improvement. 

Using in-depth focus group interviews, Naicker and Mestry (2013), investigated teachers’ 

perceptions of distributed leadership.  The sample of 15 participants was purposefully selected 

from three schools across categories evaluated by the Gauteng Department of Education in South 

Africa.  Recorded semi-structured questions guided data collection.  Focus group member 

checking allowed for individual verification of contributions.  Four themes emerged, including 

leadership style, school climate, communications, and barriers to teacher leadership.  A 

recommendation from the study is that the Department of Education institute programs that focus 

on distributed leadership models to support teacher leadership roles in school transformation. 

These studies suggest that a mixed methods case study design is appropriate for 

investigating the social network interactions accompanying the practice of distributed 

instructional leadership activity.  The research questions, carefully designed interview questions, 

and the instructional leadership survey instrument permit the gathering of data encapsulating 

aspects of social network interactions.   

This review finds that studies investigating the role of teacher leadership in sustaining 

school leadership capacity incorporate conceptualizations built upon distributed leadership 

theory.  Studies vary from examining leadership practice situated in social environments to an 
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analysis of relationships between educational leaders fulfilling instructional leadership roles and 

range from qualitative phenomenological to quantitative linear regression analysis. As will be 

seen in Chapter Three, this study proposes a collective case study incorporating semi-structured 

interviews to investigate instructional leadership.  This review of the literature suggests that this 

study poses questions appropriate for building knowledge on the relationship between practices 

of principal instructional leaders and instructional teacher leaders.  The literature, in concert with 

the conceptual models, assisted the researcher in designing a methodology appropriate to this 

investigation.  Little research has examined the effectiveness of instructional teacher leadership 

activity in building instructional leadership capacity in schools.  In this regard, this investigation 

is timely and will contribute to the knowledge base. 

Chapter Summary 

Teacher leadership is an activity necessary for effective school transformation and school 

leadership capacity sustainability.  This chapter has provided an overview of the current research 

on several formal and informal roles of teacher leadership.  It is clear that further investigation is 

necessary to understand how and why teacher leaders engage in their leadership behaviors 

(Neumerski, 2012; Seashore, Dretzke, & Wahlstrom, 2010; Spillane, Halverson, & Diamond, 

2001; York-Barr & Duke 2004, p. 255).  The next chapter will present the methodology of this 

study. 
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CHAPTER THREE 

METHODOLGOY 

Introduction 

While instructional leadership investigations of principals have contributed greatly to 

understanding how their behaviors affect student outcomes, teacher leaders have a greater, yet 

thus far relatively unexplored impact on student achievement.  This study uses instructional 

leadership mediating variables (e.g., behavioral relationships) to examine how teacher leadership 

practices respond to perceived instructional improvement needs (Hallinger, 1983; Hallinger & 

Heck, 2011; King & Bouchard, 2011).  Mixed methods approaches, incorporating both 

qualitative and quantitative methods, are preferable to either method alone (Caracelli & Greene, 

1993; Gay et al., 2009), and current validity studies on instructional leadership recommend 

future investigations use such a design (Kenjarski, 2015; Hallinger & Wang, 2015).   

Background of the Problem 

Teachers and administrators in our schools have little information about which 

distributed leadership configurations engage teachers in activities producing sustainable school 

reform.  Simultaneous use of inductive and deductive approaches will help address the problem. 

Research Questions 

The overarching question addressed by this study is the following:  How and why do 

teacher leaders involve themselves in instructional leadership (Creswell, 2012; Stake, 1995)?  To 

provide a closer look at teacher leadership practices, the following questions were designed to 

specifically target how and why teacher leadership activities are chosen (Creswell, 2012). 
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1. In what ways do teacher leaders exhibit their instructional leadership in a perceived 

distributed leadership environment? 

2. What influences the decisions teacher leaders make regarding implementing an 

instructional leadership practice? 

Planning the Study 

Instructional teacher leadership behaviors reflect perceived instructional improvement 

needs.  We know that instructional leadership practices are identifiable from other school 

leadership conceptualizations (Goldring, Cravens, Porter, Murphy, & Elliott, 2015), and there 

has been sustained interest in principal instructional leadership (Hallinger, 1983; Lear, Godin, 

Werner, & Flamisch, 2015; Porter et al., 2008).  How does distributed instructional leadership 

behavior promote school improvement?  Experienced teacher leadership populations inform this 

study’s specific research questions. 

Population 

The target population for this study is all instructional teacher leaders in the United 

States.  All United States Department of Education (DOE) Ambassador Fellowship Teacher 

Leaders, excluding Principal Ambassador Fellows, constitute the accessible population (Gay et 

al., 2009).  Publicly available information about them includes the fellowship selection criteria, 

which are based on the fellows’ leadership experiences.  The collective annual cohort 

membership of the Ambassador Fellowship program includes educators practicing in diverse 

school districts.  Since the program’s inception in 2008, 27 teachers serve in Washington, DC, 

and 67 in their home communities.   

Participants 
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The potential study participants are 94 Teacher Ambassador Fellows.  Also included in 

the sample are participants identifiable by the fellows using snowball sampling (Gay et al., 

2009).  All participants were invited to participate in this study via an announcement in a DOE 

weekly newsletter.  The announcement was followed by an email invitation or telephone call.   

Data Collection 

In this mixed methods study, quantitative and qualitative data were collected through 

carefully designed interview questions.  Telephone interviews gather conventional educator data 

including gender, school level, number of years served as a teacher, number of years at current 

school, and number of years of service as ambassador.  Self-report data also quantify educator 

activity as an instructional teacher leader.  Qualitative data was also gathered through telephone 

semi-structured interviews.  The interview questions were formed using a synthesis of 

conceptual models (Hallinger & Wang, 2015) and literature sources (see Chapter Two; 

Hallinger, 2014). 

Conceptual models (Figures 1, 3, and 5) guided the literature selection processes.  The 

teacher interview questions combined aspects of teacher leader instructional practices with 

dimensions of the PIMRS principal behavioral model (Figure 5; Hallinger et al., 2013; Lear et 

al., 2015b). 
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Figure 5.  (Hallinger & Wang, 2015, p. 28; Hallinger 1983; Hallinger & Murphy 1985, p. 221). 

PIMRS Survey Instrument Conceptual Contribution 

The Principal Instructional Management Rating Scale (PIMRS) is an instructional 

leadership perception instrument developed to measure principal instructional leadership 

behavior conducive to influencing teacher behavior, which in turn influences student learning.  It 

has been developed using a Behaviorally Anchored Rating Scale methodology (Hallinger, 1983).  

BARS is widely used in education research (Beebe, 1980; Harari & Zedeck, 1973; Lear et al., 

2015).  The self-report instrument design insures empirical grounding, content validity, and 

reliability (Hallinger, 1983; Hallinger, Wang, & Chen, 2013). 

There have been at least three major studies assessing the reliability of the PIMRS 

instrument or of the measurement of principal instructional leadership behavior utilizing it 

(Condon & Clifford, 2010; Hallinger, 1983; Hallinger, Wang, & Chen, 2013).  The most recent 

effort to deepen the understanding between instructional leadership behaviors and general 

educational leadership behaviors validate the instructional leadership conceptual construct 
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(Goldring, Cravens, Porter, Murphy, & Elliott, 2015).  Recent finding concludes that, 

particularly among surveyed principals, PMIRS correlates highly with another instructional 

management scale, Val-Ed, while it diverges when correlated with leadership instrumentation 

grounded in personality theory.  The PIMRS has had more than three decades of use as a 

knowledge-building tool in studies measuring school leadership and related educational activity 

(Hallinger, 2011). This study of instructional teacher leadership expands the use of PIRMS. 

The Need for Instrumentation on Specific Teacher Leadership Behavior 

An instrument does not currently exist to collect the self-perceptions of teachers 

regarding the value of instructional teacher leadership for building instructional leadership 

capacity in schools.  A pioneering instrument, the Teacher Leadership Inventory (TLI), is not 

designed specifically to measure instructional leadership behaviors of teachers (Angelle & 

DeHart, 2011).  Another instrument measuring teacher leadership behavior, the Observationally 

Anchored Rating Scale of Teacher Leadership, is not fully suited for this investigation (Metzgar, 

2008).  A suitable instrument, the Instructional Teacher Leadership Rating Scale for Building 

School Capacity (ITLRSBSC), is in its initial development stages (Lear et al., 2015; Lear et al., 

2015b).  As a result, the PIRMS is best suited to assess teacher leaders’ views of their impact on 

instructional improvement. 

Emergence of Teacher Semi-Structured Interview Questions 

Interview questions emerged from the literature base and are worded to elicit responses 

(Harari & Zedeck, 1973; Hallinger, 1983; Lear et al., 2015; Lear et al., 2015b) which address the 

research questions (i.e., the how and why of selected teacher instructional leadership behavior 

choices).  The interview questions were carefully crafted from a synthesis of the three conceptual 

models guiding this study (see Figures 1, 3, and 5).  One of the models used for question 
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construction is the PIMRS conceptual model.  Interview question design partially validates data 

collected, examining teacher leadership instructional behaviors (Hallinger & Wang, 2015).    The 

use of multiple conceptual models, the literature base, and instrumentation construct elements 

increases the likelihood of valid data emerging from the interviews (Hallinger & Wang, 2015; 

Lear et al., 2015b). 

Interview Questions Empirical Grounding 

The interview questions resulted from combining empirical literature and conceptual 

models.  The following instructional leadership relationships and constructs were adopted from 

the study’s models (Lear et al., 2015b): 

1) “Organizational Capacity in Schools” model (items are pairwise bidirectional, Figure 1). 

a) Leadership (Principal and Distributed): Q1, Q2, Q3, Q5, Q7, Q8 

b)  Professional community: Q1, Q2, Q4, Q6 

c)  Program coherence: Q3, Q4, Q5 

d) Teachers’ knowledge, skills, dispositions: Q6, Q7, Q8 

2) “Leadership for Learning” model (items are bidirectional with leadership, Figure 3) 

a) Vision and goals: Q2 

b) Academic structures and processes: Q3, Q4, Q5 

c) People capacity: Q1, Q6, Q7, Q8 

3) PIMRS model dimension subconstructs (Figure 5) 

a) Frames the School’s Goals: Q2, Q7 

b) Coordinates the Curriculum: Q3, Q4 

c) Supervises & Evaluates Instruction: Q5 

d) Provides Incentives for Learning: Q1 
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e) Promotes Professional Development: Q6, Q8 

The numeric list provides prioritization on rewording of source article critical-incidence behavior 

in the form of interview questions (Beebe, 1980; Harari & Zedeck, 1973; Lear et al., 2015b).  

This process was applied to teacher leadership behaviors emerging from the literature reviewed 

(see Chapter Two).  In this way, qualitative data collected is captured to a synthesis of the 

study’s conceptual models.   

Preliminary teacher interview questions emerging are as follows (Lear et al., 2015b): 

1. When you support cross-subject activities as a leader, instructionally or as a coordinator, 

how was it done and why did you perceive that this led to school improvement? (Source 

article: Lee, Hallinger, & Walker, 2012, p. 679).  Researcher summary phrase: Contributes 

to cross-subject learning supporting curriculum program. 

2. Considering your perception on contributing to distributed leadership, how do you choose 

the context in which to implement your “vision-oriented” leadership activity and why did 

you choose that activity?  (Source article: Ghamrawi, 2013, p. 156).  Researcher summary 

phrase: Contributes to constructing distributed leadership configurations. 

3. When you perceived a need in any school function beyond normal activity, how did you 

meet the challenge and why was this modality chosen to address the need?  (Source article: 

Lee, Hallinger, & Walker, 2012, p. 685).  Researcher summary phrase: Contributes to 

staffing needs. 

4. When you perceived a collective leadership change, why did you perceive school 

conditions existed conducive to your participation as a change agent?  (Source article: 

Kenjarski, 2015, p. 186).  Researcher summary phrase:  Professional community takes risks 

to promote change. 
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5. When you contributed to professional development, how was it actualized and why did you 

feel that school conditions accommodated it?  (Source article: Ghamrawi, 2013, p. 155).  

Researcher summary phrase: Contributes to professional development. 

6. How do you perceive school level instructional reflection and communication and why did 

you lead in the area of instructional reflection?  (Source article: Blase & Blase, 2000, p. 

132).  Researcher summary phrase: Provides instructional reflection and teacher 

professional growth. 

7. When you perceived a need for curricula change, why did you proceed with a commitment 

to achieve it?  Did school perception influence how you made changes?  (Source article: 

Lee, Hallinger, & Walker, 2012, p. 678).  Researcher summary phrase: Contributes to 

curriculum program. 

8. When you perceived a need to take a leadership action based on trust, why did you perceive 

school conditions of openness, respect, and integrity allowed you to take it?  (Source 

articles: Adams, 2013; Cosner, 2009; Ghamrawi, 2013, p. 155).  Researcher summary 

phrase:  Contributes to collective trust. 

The interview questions will be reworded as appropriate, retaining the same correlations to the 

synthesis of the study’s conceptual models.  As is common in semi-structured interviews, the 

researcher will seek to clarify the how or why of the behavior if the responses do not initially 

address the research questions (Beebe, 1980; Harari & Zedeck, 1973).   

Teacher Interview Questions 

I’m going to ask you several questions on a wide variety of topics: instructional climate, 

distributed leadership, school “vision,” routines/procedures, professional development, 

instructional reflection, and curriculum writing.  All data will be coded and all personal 
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identification information removed.  The analysis is not evaluative, as this research is only on the 

effectiveness of instructional leadership.  I thank you in advance for your participation.  You 

may choose not to answer any question or discontinue the interview at any time.   

Let’s begin with question one of seven and conclude with a few brief follow-up questions. 

Question 1: The first question is about collaboration in curricular and instructional programming. 

Do you have any examples of curriculum collaboration between faculty and administration?  

How did it come about? Would you categorize this as; seldom, sometimes, frequent?  

Question 2: This is the definition of Distributed Leadership: “The extent to which the 

performance of leadership functions is consciously aligned across different sources of 

leadership” (Spillane, 2015, p. 1) 

Can you think of an example where this has happened in your school? 

Question 3: Another topic is “vision”.  What do you perceive to be your school’s vision?  Is it the 

same as your own?  Do you feel yours is supported or suppressed? 

Is school vision best expressed at the department, school, or district level? 

Question 4: School routines and procedures are of all kinds, such as assembly management, 

special events, after-school activities, and even dismissal processes (bus boarding).  Can you 

describe an occasion where you helped change a routine/procedure?  

 Would you categorize this routine/procedure evaluation and change as rare, occasional, 

frequent?  

Question 5:  Describe the most rewarding professional development activity you lead or have 

engaged in.  Why was this rewarding?  What motivated you to get involved?  Would you 

categorize the climate as somewhat inviting, moderately inviting, or very inviting? 
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Question 6: Are you encouraged to reflect upon instruction?  If so, how?  If not, why do you 

think that so?   

Question 7: Positive terms such as openness, respect, and integrity encourage educators to be 

involved in school leadership.  Can you describe an inclusive experience in leadership?  How did 

you get involved? 

Analysis Strategy 

The integration of the quantitative and qualitative data gathered involves data 

transformation and data consolidation/merging (Caracelli & Greene, 1993), depending on the 

data.  Data transformation is used to quantify locus of instructional teacher leader activity from 

the qualitative data.  This assists the researcher in analyzing data across diverse settings (see 

Table 6 and Table 9). 

Analysis begins with the qualitative data.  A node and word association relationship 

analysis was chosen to identify significant instructional leadership constructs depicting 

bidirectional multivariate leadership relationships.  NVivo 11.0 software is used to detect 

emergent themes.  The researcher compared qualitative data, quantitative data, and empirical 

literature through the process known as triangulation (Gay et al., 2009).  The goal of identifying 

relationships in teacher instructional leadership critical incident behavior data necessitates the 

utilization of two, mixed methods data evaluation processes: data transformation and typology 

analysis.  

Data transformation in both directions between data types contributes to understanding 

distributed instructional leadership multivariate relationship behavior (Caracelli & Greene, 1993; 

Hallinger & Wang, 2015).  Data transformation increases the likelihood of finding relationships 

between perceived school environment leadership influences and teacher leader critical-incident 
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behavior (Caracelli & Greene, 1993; Harari & Zedeck, 1973).  Frequencies of emergent node 

coding signify new categories of instructional teacher leader critical incident behavior. 

Typology analysis categorizes distributed instructional leadership behavior data in the 

form of constructs and subconstructs. It determines the applicability of the study’s guiding 

frameworks and facilitates the emergence of instructional teacher leadership framework 

components (Caracelli & Greene, 1993).  Data describing principal instructional leadership helps 

to determine the relationship between perceived overall school leadership and instructional 

teacher leadership (Lear et al., 2015b). 

Quantitative Data Analysis 

The Statistical Package for the Social Sciences (SPSS), Version 21, will be used for 

quantitative analysis.  The analysis assists the researcher in assessing the overall quality of data 

collected in this study.  A response paradigm is found to be significant between exhibited 

practice transcript coverage and influences on practice transcript coverage (see Figure 6).  

Frequency tables will be used to determine relationships in ordinal data.  The quantitative data 

findings will be compared to the synthesized conceptual models guiding this investigation.  Post 

data gathering, the strengths and shortcomings of the study’s design will be searched for.  

Qualitative Data Analysis 

The Qualitative analysis software NVivo 11 is used.  Emergent categories and nodes will 

be analyzed using the constant comparative method of data analysis (Creswell, 2012).   Post data 

gathering, the strengths and shortcomings of the investigation design will be searched for in the 

analytic generalization results (Onwuegbuzie & Leech, 2010).  Comparative methods increase 

the probability of finding relationships in an overall analysis. 

Overall Analysis 
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The researcher will utilize multiple data analysis techniques for both qualitative and quantitative 

data interpretation and follow-up (Gay et al., 2009).  The overall analysis design was determined 

after preliminarily assessing the fruitfulness of individual quantitative and qualitative analyses.  

Significant relationships are found in the interview data, based on a continual comparison 

between the types of data.  In the qualitative analysis, themes suggesting specific teacher 

instructional leadership behavioral orientations emerge including the how and why of behavioral 

choices.  

The data collected will allow the researcher to examine all five integration techniques for 

mixed methods data: triangulation, complementarity, development, initiation, and expansion 

(Caracelli & Greene, 1993).  Triangulation used to seek convergence among differing sources 

across the method types (i.e. “QUAN-QUAL model”; Gay et al., 209, p.463).  Qualitative data 

are coded numerically and quantitative data are transformed narratively, and the two will be 

combined where appropriate (see Table 6 and Table 9).   Where models presume instructional 

leadership relationships less detailed than mixed data analysis reveals, model refinement or 

expansion will be proposed (see Chapter 4: Summary of Results; Caracelli & Greene, 1993).  

Conventional integration processes will guide data handling and to validate conclusions drawn 

from successful study models (see Chapter 5: Practical Implications). 

Validity 

Data obtained from the study’s unique organizational context (i.e., Ambassador program 

and sponsoring schools) will allow specific validation processes (Hallinger & Wang, 2015).  

Using NVivo, instrument item analysis is conducted across the teacher subgroup to determine 

relationships for the study’s specific population (Hallinger & Wang, 2015).  The internal validity 
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of the interview instrument’s measurement of instructional leadership data provides integrity to 

the process. 

As mentioned previously, validity of the interview data depends on the design of the 

interview questions, formulated from empirically derived conceptual models and a tested 

quantitative instrument (i.e., PIMRS).  This is a form of triangulation using theory corroboration 

evidence (Creswell, 2012).  Post-data collection comparison to a carefully selected empirical 

literature base provides additional triangulation validity (see Chapter Two).  The internal validity 

of the interviews of instructional leaders will allow it to be integrated with the quantitative data.   

Reliability 

Reliability means that data acquired in repeated trials is closely replicated.  The closed-

ended question components of this study allow for “interanalyst agreement” (Yin & Heald, 1975, 

p. 373).  The mixed methods, data-integration analysis processes investigate teacher instructional 

leadership behaviors and practice (Onwuegbuzie & Leech, 2010).  Interview data reliability will 

be node frequency checked using NVivo 11 for consistency in transcript passages (see Tables 8 - 

11; Creswell, 2012).    

Ethics and Confidentiality 

All of the prospective participants in this study have been informed by signed email letter 

of their right to privacy and confidentiality.  The letter informs them of the importance of their 

contribution and the appreciation of the researcher.  The researcher emphasized the voluntary 

nature of participation and the right to withdraw from participation at any time.  All data is held 

by the single researcher, encrypted, and securely protected electronically.  Additionally, all 

identifiable characteristics are destroyed once coding is complete.  In accordance with general 
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research practices, completely anonymous data is used in any further instructional leadership 

instrument refinement and development. 

Assumptions, Limitations, and Delimitations 

This study assumes that participants provide their individual perceptions of instructional 

leadership.  The instrument invites the participants to provide their perceptions of their school 

environments. It assumes that those interviewed by phone will be open and honest. 

Among the limitations of this study is that the participant response rate is unpredictable 

due to the uniqueness of its design.  Motivations for participation may include timing, the 

potential subjects’ individual circumstances, or an absence of perceived benefit to them.  

Appropriate response time was estimated by the researcher. 

Regarding delimitations, only participants identified as Teacher Ambassador Fellows 

from 2008 on and referred teacher leaders (i.e. snowball sampling) were included in the 

investigation.  This may limit its application (Figure 3; Hallinger, 2011b; Heck, 1996; Heck, 

1998).  Replication studies are recommended among additional populations or sectors in 

differing school cultures and social networking configurations (Kenjarski, 2015; Yin & Heald, 

1975). 

Chapter Summary 

This chapter discussed the mixed methods approach to determining the extent to which 

teachers participate in leadership activities in their schools and whether they are supported. The 

data gathered from those invited to participate will be both quantitative and qualitative. The 

findings will be integrated and compared to those in the existing literature.  

The general findings and conclusions of the study will be presented in Chapters Four and 

Five.  Findings and results are expected to reflect broad implications of teacher instructional 
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leader practice that conform to evidence-based conceptual models of leadership theory.  

Information will be disseminated to all schools participating in the study in the hope that these 

institutions will benefit from the common quest to increase school leadership capacity. 

Information distribution will assist in understanding how teacher instructional leadership 

contributes to a successful distributed leadership environment. 
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CHAPTER FOUR 

RESULTS 

Introduction 

The results of this study describe the instructional leadership practice of teacher leaders 

in schools to determine how they may contribute to improvements in school capacity.  This 

chapter presents a brief description of the participants, followed by an overview of the qualitative 

analytical procedures.  Next, the data coding procedures are described and the data are analyzed.  

This is followed by an analysis of the qualitative data.   

The results of the data analysis in answering the research questions are presented in 

narrative form using the experiences of instructional teacher leaders.  Specifically, a presentation 

of several teacher experiences reveals influences on teacher leader decisions regarding 

implementing instructional leadership practice.  Additional descriptions of teacher experiences 

reveal how teacher leaders exhibit instructional leadership practice.  The quantitative data 

findings are framed using relative frequency tables.  Correlations between the qualitative and 

quantitative data are compared using data transformation analytical strategies (Caracelli & 

Green, 1993).  The chapter concludes with a discussion of the findings, including relationships to 

prior research and a post-data examination of factors influencing the outcomes. 

Description of the Participants 

The seven, instructional teacher leader representatives were DOE fellowship participants 

from varying school levels in school systems throughout the eastern United States.  Five of the 

participants were from a Mid-Atlantic region, while the other two were from New England and 

the South. The DOE fellowship selection criteria are based on the fellows’ leadership 



62 
 

experiences.  Among the selection criteria is a minimum of five years teaching experience. Three 

participants had fewer than 10 but more than five years of experience. Two participants had 

between 10 and 15 years, and two had over 15.  Participants were teachers in both public and 

nonpublic K-12 institutions. Four participants practiced teacher leadership at the elementary 

level, one at the middle school level, one at the high school level, and one at both the middle 

school and high school levels. 

Participant Portraits 

Following are portraits depicting the participants in this study.  All were assigned 

pseudonyms.  Each participant’s school position is listed, along with an informal title fitting his 

or her instructional teacher leader role and aligned to the Leadership for Learning Model 

constructs (see Figure 3; Hallinger, 2011b, p. 127; Hallinger et al., 2013).  Natasha, Sophia, 

Brad, Jamesen, and Christopher provided leadership in academic structures and processes.  

Mark and Samuel provided leadership in people capacity, situated in a specific societal culture.  

Although the participants’ instructional leadership practices are not exclusive to these constructs, 

the Leadership for Learning Model constructs contextualize how the teachers serve in school 

leadership capacities.   

Participants may be additionally framed by the dimensions of the Principal Instructional 

Leadership Model (see Figure 5, PIMRS).  School leadership is distributed, stretched over the 

participants (Spillane, Halverson, & Diamond, 2004, p. 16).   Teachers co-lead with their 

principal, formally or informally, by defining the school mission, managing the instructional 

program, and developing the school learning climate (Figure 5, PIMRS, Hallinger, 2011b).  

PIMRS dimensions categorize the predominant professional practice of how these teachers serve 

in school leadership capacities.  Along with all the professional responsibilities of classroom 
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instruction, instructional teacher leaders Natasha and Brad co-lead their school system by 

managing the instructional program.  Sophia, Mark, and Christopher serve in developing the 

school learning climate.  Jameson and Samuel exercise instructional leadership by defining the 

school mission.  Under the lens of PIMRS dimensions, as with the Leadership for Learning 

Model constructs, the leadership practices of the participants are not exclusive to these 

dimensions.  These vignettes provide a background for the findings presented in this chapter. 

Natasha – District-wide Specialty Subject Teacher and Instructional Coach 

Natasha recently served as an instructional coach in a metropolis which offers 

opportunities to practice teacher leadership in diverse educational settings.  At the forefront of 

her instructional philosophy, she believed all “children bring all sorts of knowledge with them to 

the classroom.”  Building to a “privileged position at this point in my career,” she had the 

flexibility to select schools whose vision and mission align with her own.  To prepare for 

continuing participation in coaching in a broader capacity, Natasha completed a doctorate degree 

in curriculum and teaching with a specialization in math.  She fulfilled various hybrid and full-

time positions transitioning and alternating between teaching to coaching other math instructors. 

At first, these experiences were at the elementary level, but she later moved to a middle school. 

Natasha worked with various mathematics instructors and then conferenced with school 

administrators “about what was working, what wasn't working, and what kind of extra support 

they might need.” Her role in providing professional development to new teachers included using 

resources available from administration, particularly in training and modeling instruction.   

As an instructional coach, Natasha’s position allowed her great flexibility in scheduling 

her time. She allocated a portion of her schedule to sit in on another math teachers’ classrooms 

for an instructional episode and other times to model instructional techniques.  Natasha’s 
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coaching roles exemplify many responsibilities of supervision, including participating in 

learning walks, but they clearly resemble distributed responsibilities in student learning, where 

“we all kind of take an equal role,” including mentored teachers. Providing professional 

development was her responsibility as coach. She worked with teachers in a “open forum” 

setting, usually focusing on lesson studies.  Natasha was an expert in lesson study analysis, 

leading, and collaboratively working with colleagues, “defining a problem of practice, adapting 

the model. … [We] test out a different strategy or hypothesis, plan, implement, and generalize 

what we learned about the lesson,” 

In such an environment, Natasha saw clear lines in her instructional teacher leader role. 

She said, “I don’t really get involved with management” and “of course, ultimately the 

administration has to look at budget concerns.”  Yet, she considered other management functions 

as being distributed responsibility.  “How do we schedule common planning? What does 

common planning look like? What are the protocols used during common planning?” were 

frequent questions involving how she co-managed a shared responsibility for learning.   

Underscoring the importance of these professional collaboration activities, she said, “[T]hat's 

what I've spent my time pushing for.”   

The multiple skills employed by Natasha in her instructional math coaching experiences 

provide insight into instructional teacher leadership.  Along with lesson studies, which she 

described as her “favorite thing to do,” she “reaches out” creating a “sense of [learning] 

community and culture within the school … getting people to buy into that … and that is 

probably the most impactful in terms of changing instruction, changing impact on students.”   

Natasha described the impact of climate and culture fostering this collective 

responsibility.  She reported that her principal was very supportive in stating, “I'm going to be 
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very open here and honest in the fact that you guys are the math experts and I'm here to learn and 

we're all here to learn together.”  This eased the concerns of teachers “being a bit vulnerable” to 

such distributed leadership experiences.  Natasha’s current research was on effective coaching of 

teachers. 

Sophia – NBCT Elementary Physical Education Teacher and “Train the Trainer” 

Professional Development Leader 

Sophia had recently served for several years as an instructional teacher leader while an 

elementary physical education teacher.  Like Natasha, Sophia had also completed a doctorate and 

was expanding her reach by instructing pre-service teachers in becoming teacher leaders.  Sophia 

said that “the most important piece of becoming a teacher leader" was participating in a “train-

the-trainer program" at her school district. The district’s initial goal was to have a district level 

intervention on academic vocabulary instruction for one year.  The goal then “narrowed, to focus 

just within the building sites to provide continual support and feedback” and expanded to a 

second year.  Sophia said, “We grew broader” from originally working mainly with specialty 

area instructors to “I worked with all of the teachers at my building site, trying to help them.”  

This was the beginning for her as a recognized educational leader in the teaching community.  

Sophia reflected on the experience and taking ownership of the leadership initiative:  

The initiative was not necessarily teacher direct. I mean it wasn't 

organically coming up from the teachers.  It was probably, well actually I'll take 

that back, it was from a curriculum development committee. I was not a part of 

that committee as a teacher, but it came about from a curriculum development 

committee, and then it went to our professional development training staff. 
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Sophia has since won grants in instructional training, allowing her to implement her 

“train the teacher trainer” professional development model in multiple venues. Experiences 

assisting her growth as a teacher leader included completing the National Board Certification 

process which helped her become a more “reflective practitioner and just being more focused on 

that and bring it to the consciousness of my practice.”  Sophia’s teacher leader experiences 

moved her beyond her specialty subject instruction and gave her "confidence in who I was and 

what I had to offer as a teacher."  From there, her instructional teacher leader voice grew as she 

participated in school scheduling activities and really shaped what instruction was “going to look 

like and how it was going to impact specialty” subject areas and core curriculum instruction.  

Sophia summed up her instructional teacher leader experience as one which enabled her to 

“really be able to provide quality instructions for our students and quality experiences,” 

Brad – Secondary Science Teacher and Project-Based Curriculum Researcher 

Brad, an environmental science teacher, transitioned into being an instructional teacher 

leader many years ago.  His extracurricular scientific research took him to polar regions and 

other areas throughout the world. Brad enjoyed these research expeditions on his own and with 

other secondary and university colleagues and took his experiences back to his high school 

classrooms. Furthermore, the research complemented the development of comprehensive 

programs and formed a basis for curriculum cohesion throughout the school.  Brad “collaborates 

with colleagues in school to teach them and help them implement some of the work developed.” 

Administrative support came in the form of allocating time for professional meetings, assisting 

with presentations throughout the district, and scheduling workshops for professional 

development.   
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Brad's continued involvement in research with university faculty assisted him in 

preparing his high school students for tertiary education.  His vision aligned with the 

institution’s, where “people are risk takers, who are curious, who are civic minded, and who do 

community service.”  Brad built an extensive network of professionals for collaborating, within 

and outside traditional education communities. Brad said his research-based teaching platform 

“just incredibly energized my teaching.” 

Jameson – Secondary Level, Special Education Teacher and Program Coherence Specialist 

Jamesen was a veteran instructional teacher leader at both the middle and high school 

levels in a system of networked schools.  He had particular skills in Response to Intervention 

(RTI) programming and served as a special education coordinator.  Jamesen co-led efforts to 

align curricula and instructional resources throughout the system in a distributed leadership 

framework.  He and other teachers in the system “identified by school leaders or network leaders 

to hold teacher-based leadership roles across the organization” produced a comprehensive action 

plan describing “how the curricular material would be created, vetted, and also then turn-keyed 

into the classroom.”  Jamesen described the teacher leadership roles he encountered as 

resembling a distributed configuration not bound to formal titles but distributed around the 

leadership practice of professional development training.  He said that “it was a continuum of 

formal leaders, teacher leaders, and codified school leaders across the network that would 

engage” in designing specific student outcome expectations measured by quality “achievement 

metric[s].”  Jamesen frequently communicated, using a unified communications service, with 

multiple teacher leaders across the system on “different milestones, making sure that everybody 

is deeply involved in refining instructional practice.”  Jamesen would bring his “voice into the 
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larger shaping of the trajectory of [the] network.”  He felt that the school climate was one that 

encouraged teacher leaders to “enrich the school community.” 

Christopher – Elementary Core Subject Education Teacher and Formal Team Leader 

Christopher, a principal at an elementary school in a Mid-Atlantic state, served as an 

instructional teacher leader for nearly 15 years leading change in how curriculum and assessment 

were implemented across his school district.   Christopher secured commitments in time and 

financial resources to infuse scheduled collaborative planning sessions into those processes.  

Through his leadership, teachers infused “deep pedagogical and content knowledge” into 

planning, assessment, and reflection on instruction.  Successful models for change emerged from 

the teacher led curriculum redesign efforts and were applied to the special education program. 

Christopher worked collaboratively with other teacher leaders to move this programming from a 

“self-contained model to a fully inclusive model.”  As he explained, his district “just kind of 

carve[d] out the specific opportunities and then let people be the experts that they are!”  

Christopher’s leadership reshaped the perception of teacher leaders to reflect “the value 

that they bring to the members of that learning community.”  He commented on his persistent 

change agency effort toward moving to a distributed leadership configuration, saying, “We’re 

not a perfect model …. it’s gonna take us some time to get there” from a legacy model.  Gains 

toward the organic structures usually accompanying a distributed leadership configuration were 

being realized by new “ad hoc committees that have been created by teachers where they've 

taken the lead role.”  He lived his vision in which school leaders commit themselves to “growing 

other leaders.” 

Mark – NBCT Elementary Physical Education Teacher and Community Relations 

Advocate 
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Mark had recently concluded an instructional teacher leader experience from the position 

of an elementary physical education teacher.  The elementary school was in a large district 

serving an Eastern-Seaboard metropolis.  He was also completing a doctorate.  At the time of this 

study, Mark filled a central office position allowing him to serve his teacher leader role in a 

broader capacity.  He drew on his experiences continually.  Mark would routinely “sit with my 

building leader, my principal in particular, and try and lay out how my improvement plans could 

be enacted.”  His leadership initiatives enjoyed wide consideration and implementation because 

the “principal came to understand that I typically followed through on these ideas. They did work 

out, in general, fairly well.”  

Mark, annually organized for the school a “very big community event in a tight-knit 

community.”  He was central in linking schools to the culture of the community, “getting the 

streets blocked off by the police, to ordering the moon bounces, and arranging the prizes and the 

food, and the parking and all the myriad of things that come with an event like this.”  As a skilled 

education leader, Mark found the value in sharing leadership responsibilities with his teacher 

colleagues, “knowing their personalities enough that I could ask them for something broad 

enough where I knew with their particular skill set they could … find a way to get it done.” He 

was able to lead in “advocat[ing] for the whole child.”  He felt that “unfortunately, the vast 

majority of school visions are incorrectly dominated by scoring, by standardized tests, and I 

would say that my school was not an exception to this.” As with Sophia, Mark found value in 

completing the National Board Certification process.  Experiences as a teacher leader allowed 

“him to be selected, with just a couple of my colleagues, to be on the interview panel for the new 

principal.”  Coming from “the angle of a special subject educator, I was honored to participate in 
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a mix committee, who found value in my contribution” due to rewarding instructional leadership 

experiences. 

Samuel – NBCT Elementary Music Education Teacher and Local Union President 

Samuel, an elementary music teacher and local union president, had just completed 

service as an instructional teacher leader.  Along with other vested parties and the 

superintendent, he served to revamp supervision and evaluation across the school district.  

Samuel’s committee was charged with aggregating data for needs-based assessment evaluation.  

Subsequently, the committee developed “in-service [programs] used to help improve 

instructional practice.”  Through his participation in this committee, Samuel was instrumental in 

the selection of actionable items regarding instructional practice which would increase “engaging 

students in meaningful and deep classroom discussion.”  As local union president, and with his 

ability to present district-wide challenges and changes in a non-threatening way, Samuel had a 

unique opportunity to contribute to instructional improvement goals across the district.  

Significant changes to the supervision and evaluation system were subject to the collective 

bargaining agreement.  Under his leadership, the changes to the supervision and evaluation 

system were presented to the bargaining unit and “voted for unanimously.”   

As with Sophia and Mark, Samuel found completing the National Board Certification 

process a “big influence on my capacity to be a teacher leader” focusing on instructional 

reflection.  He, along with other colleagues, took advantage of “a statewide program to 

encourage people to embark on that process.”  As with Mark, teacher leader Samuel was also on 

an administrative hiring committee to fill the vacant superintendent position.  Through his 

experiences as an instructional teacher leader, Samuel continued to collaborate on school goals 

with a network of educational leaders.   
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These portraits of the instructional teacher leaders provide context for describing how 

they exhibit leadership.  First, an overview of how the interview data was handled is presented. It 

revealed an interesting participant response pattern to the interview questions (see Figures 6 and 

8). 

Overview of Qualitative Analytical Procedures 

The data were coded to prefigured and emergent nodes constructed from the literature 

review (see Chapter Three) and from the data collected during participant interview sessions.  

The data collected from each interview session were processed three times for consistency.   One 

search was to record descriptive data about the participants, such as school level and years of 

practice as a teacher leader.  A second review coded descriptive data to prefigured and emergent 

nodes designed from the literature review and conceptual models.  Only three nodes were added 

during the coding process, two to capture thick descriptions of the exhibiting instructional 

leadership and implementing influences (see Figure 6) and one to specify peer coaching as a 

refinement of Teacher Knowledge, Skills, and Dispositions (King & Bouchard, 2011; see Figure 

1).  A third review of the data recorded responses to the quantitative data collected during the 

interviews (see Tables 5-8).  

An Overview of Interview Response Data 

It is beneficial to begin by determining whether thick, rich, descriptive qualitative data 

was captured by the interview question instrument to inform the research question. NVivo was 

used both to 1) quantify the amount of data collected as transcribed document coverage and 2) 

assess the categorizing of data collected by coding to prefigured nodes.  An interesting 

participant response pattern emerged from this overview analysis of the entire data set, giving a 

first indication that the interview question instrument gathered quality data. 
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Interview Response Paradigm on Instructional Teacher Leadership  

It can be shown in two ways that there is a participant response pattern to the interview 

questions: The participants chose, more often, one over the other, between 1) describing 

leadership experiences as influences on decisions teacher leaders make regarding implementing 

an instructional leadership practice and 2) describing leadership experiences as exhibited 

practice.  One way to show this is through percentage of transcription document coverage. 

Document coverage is calculated in NVivo by the percentage of characters coded at nodes. A 

second way to show the participant response paradigm is through node reference counting.  Node 

reference counting is calculated in NVivo by counting the total number of references coded.  The 

extent to which two calculations concur illustrates the participant response pattern. 

Document coverage percentage of the transcribed interviews is illustrated in Figures 6.  

Participants’ coverage on exhibited practice was M = 6.88, SD = 5.67.  Participants’ coverage on 

influences on decisions teacher leaders make regarding implementing an instructional leadership 

practice was larger on average (M = 16.54, SD = 11.62).  From the same interview question data, 

participants 5, 6, and 7 responded highest in order of percent coverage describing leadership 

experiences as influences on decisions in implementing instructional teacher leadership practice. 

As a negative correlation, the same participants were among the lowest in order of percentage 

coverage describing leadership experiences as exhibited practice.  On the ranked, ordinal data, 

document coverage on exhibited practice was significantly related to document coverage on 

influence on decisions (rs = -.786, p (one tailed) < .05).   
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 Figure 6.  Strength of relationship between exhibited practice coverage and 

influences on practice coverage. 

 

 

Node reference counting is illustrated in Figure 7.  From the same interview question 

data, participants 3, 5, 6, and 7 responded more in quantity of node reference counts in 

describing leadership experiences as influences on decisions in implementing instructional 

teacher leadership practice.  Participants 1, 2, and 4 responded more in quantity of node 

reference counts in describing leadership experiences as exhibited practice (see Figure 7).   
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Figure 7.   Node reference counting for participants across research questions.  

 

Researcher skill in coding data to prefigured nodes contributed to the finding on the 

participant response pattern to interview question responses.  The researcher believes that the 

results are notable from an overview analysis of the data.  Document coverage percentages and 

node reference counting combine to confirm the finding on the participant response pattern.  

That is, participants chose, more often, one over the other, between 1) describing leadership 

experiences as influences on decisions teacher leaders make regarding implementing an 

instructional leadership practice and 2) describing leadership experiences as exhibited practice.  

The data reflect the extraction of interview question topics from the literature base (see Chapter 

Three) and the wording of the questions utility toward gathering information on how and why 

teachers involve themselves in instructional teacher leadership (see overarching research 

question in Chapter One). 
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Results of the Qualitative Data Analysis 

Influences on Decisions Regarding Implementing Instructional Leadership Practice 

Because of the varying contexts of the teacher leaders’ experiences, the researcher found 

it beneficial to provide a summarizing narrative contextualizing each finding on influences on 

teacher leader decisions regarding implementing instructional leadership practice (Creswell, 

2012).  The following are the categorized summary narratives from the data.  Pseudonyms 

continue to be used for the participants. 

Instructional Teacher Leaders Perceive Broad Influence in Their Work 

The teacher leaders in this study demonstrated that they believed their work benefited 

other educators beyond their immediate teaching setting.   A number of examples follow.  For 

instance, Samuel discussed his district-wide experience exemplifying a teacher leader’s activity. 

Although he led in a capacity seemingly removed from instructional practice, such as his role as 

a union negotiator, in the revamp of evaluation systems, he compared it to instructional practice. 

He felt that he was “designing those things necessary … background work … underpinnings that 

enable … instructional practices which will really cut across the curriculum.”  Samuel believed 

that the instructional influence in this work spanned the district by changing student outcomes.  

His collaborative work on the related curriculum committee “is now just bearing fruit.” Here his 

personal teaching experience was broadened to “a real genuine commitment to” instructional 

teacher leadership activity that resulted in improved instructional practice not specific to any one 

discipline but helpful to everyone “from math to music, across the LEA [Local Education 

Agency].” 

Sophia also had a broad influence in having her instructional practice be influential at the 

school level.  Her experience, she explained, was in meeting with the principal during the 
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summer to create a new school schedule. They concluded that switching every 25-minutes for 

special classes would not be conducive to the instructional goals at the school level. Sophia was 

valued for her voice in “how that would impact her classroom, our content area, and how we 

deliver instruction, and really be able to provide quality instruction for our students and quality 

experiences." To her, just “being invited to the table to have a voice in what you do and what this 

will look like" influenced her in choosing to devote her summer to the instructional teacher 

leader practice of developing a school schedule. 

Jamesen’s experience as a special education coordinator and informal instructional 

teacher leader also exemplified practice in the school-wide setting.  He felt it critical to get 

involved with the RTI (Response To Intervention) process across the school.  He found it 

important, for himself especially, that there be a comprehensive special-services framework from 

referral and identification through elements of implementation to achieve a “continuum for a 

least restricted environment.”  His teacher leader experience was implemented so that 

“everybody could be on board” throughout the school in changing processes related to RTI 

implementation. 

In another of Jamesen’s experiences, he wanted to begin a competitive debating team at 

the high school and “make it a fixture at the school.”  He had been a successful member of a high 

school debate team.  Although a first attempt did not materialize at the school, the principal was 

willing to “bring my prior experience into the school.”  This enabling culture allowed him to 

“draw on the strength that I had … [and] give a different part of myself to enrich the school 

community.” 

Natasha’s describes her lesson development activity as a broad influence in instructional 

improvement.  She states, “[G]etting people to buy into a lesson model, work through our 
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problem of practice and strategy … planning a lesson together… [its] like a sense of community 

and culture within the school”, centered around instructional improvement.  As Natasha says, 

“[L]eading that, … is probably the most impactful in terms of changing instruction, changing 

impact on students.”  For her, leading lesson development through professional collaboration has 

been “one of my favorite things I’ve done,” as an instructional teacher leader. 

King and Bouchard (2011) characterize Samuel, Sophia, Jamesen, and Natasha’s teacher 

leadership experience as an effort to find “alternative solutions to problems where opportunities 

(exist) for teachers to exert influence over their work, (p. 656)” which is valued in a distributed 

leadership configuration.  Angelle & Dehart (2011) state that this leadership collaborative culture 

supports teacher leadership.  For these teacher leaders, this involved taking ownership of 

opportunities within their areas of teacher content knowledge (King & Bouchard, 2011).  In each 

teacher leadership experience, the opportunity was pursued because there was an openness by 

school leadership to bring a skill or experience to the school, and to lead it. 

Instructional Teacher Leaders Perceive Critical Parallels in Their “School’s Vision” and 

Their Individual “Vision” for Student Learning Outcomes 

In addition to perceiving a broad influence in their work, the teacher leaders of this study 

recognized that their personal vision for their school, generally contributed to their school’s 

operative vision.  Samuel’s leadership example is one of a number of examples that follow.  In 

his educational “vision” compelling his practice, that is, his “theory of action” paralleled the 

entire district leadership team’s.  Samuel expanded on this.  As he conducted his teacher leader 

activity, other teachers could either join him or find new ways to accommodate district-wide 

vision-driven goals and still work collectively toward a common vision.  
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I finally feel like I got it… the leadership team gets it… there is an infused 

development” of instructional quality planning, from conceptualization, through 

to the teachers’ “consciously, on a day-to-day basis using [the vision], considering 

it actively in learning targets, unit plans, and formative assessments.   

Here Samuel was saying that an instructional teacher leader perceives classroom instructional 

outcomes as both part of a larger “vision” of their own and of their colleagues in the district.  

Samuel concluded that this is not a conventional approach but one “which is driving things 

here.” 

Instructional teacher leader Christopher concurred with this idea of a shared vision and its 

importance as a conceptual component of shared responsibility for instructional leadership.  

Christopher stated that the school and individual visions were “not perfectly aligned, but they're 

very closely aligned." This leaves room for, as he put it, our leaders to "bring other people along 

with them" in regard to sharing a leadership vision that prepares learners in the 21st century. 

Christopher indicated that this fostering of the adoption of an individual’s personal vision 

paralleling the overall school vision is "a really powerful thing [in] growing other instructional 

leaders”. 

According to instructional teacher leader Sophia, a growing involvement and merging of 

an individual’s vision and the school vision occurs. There is a process of becoming “more 

involved in the vision of the school.”  She stated that, in time, she “had a piece of making an 

impact on the culture, and … daily structures we had in the school system.”  She emphasized that 

in concert with her instructional leadership practice she became “a part of the vision.”  Sophia 

said that she “grew” in adapting the school’s vision in parallel with her own and fostered others 
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in sharing that vision through implementing instructional leadership practice in the school 

system. 

Jamesen’s “vision” was closely aligned with the school’s because he found it important 

“to have a larger guided framework that makes the learning and cultural targets in sync in terms 

of professional development and shared resources.”  As with Samuel’s experience, the larger 

framework guides the goals for school and teacher leader alike but leaves the “ability to 

differentiate and to tailor” experiences and practices at the teacher level.  He indicated that this 

was critical in “aligning resources and how we think about … its manifestation itself on a school-

based level.” 

For Natasha, passion for her vision in practicing formal teacher coaching superseded the 

institution where she worked. Fortunately, she served in a large urban environment with many 

school choices for her leadership practice.  Natasha explained that she was in a very “privileged 

position at this point in my career where I only work with schools whose vision and mission 

align with mine."  She felt that selecting schools with visions aligned with her own was so 

important that “otherwise I don't think a coach can be very successful.”  Natasha expanded her 

views on coaching to leadership in general: “I don't think you can have much leadership if you 

don't agree with a leadership that's there” (i.e. supervisory leadership superstructure).  As a 

valued member of her educator community, Natasha had a strong belief in the vision of “children 

bring[ing] all sorts of knowledge with them to the classroom.” She felt that her school’s 

philosophy must align, be embedded in, her “asset-based model of working with students versus 

a deficits-based model.” 

These instructional leaders emphasized that knowledge of a shared “vision” is embedded 

in the activity and culture of instructional leadership practice (e.g. Natasha’s asset-based model).  
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This example of situated and distributed cognition (Bolden, 2011; Spillane, Halverson, & 

Diamond, 2004) is identified by instructional teacher leaders Samuel, Christopher, Sophia, 

Jamesen, and Natasha.  Indeed, for the leaders, the presence of parallel “visions” is integral to 

implementing instructional teacher leadership practice.   

Hallinger (2011) illustrates how school leadership relates in practice to fostering a vision 

in a school system surrounded by a societal culture for the improvement of student outcomes.  

Spillane et al. (2001) state that school vision is constructed. Samuel, Christopher, Sophia, 

Jamesen, and Natasha contributed to developing it as instructional leaders “without losing sight 

of the big picture (p. 24).” 

Instructional Teacher Leaders Perceive Professional Development as Formative 

Experiences Adopted to Improve Instructional Practice 

In addition to constructing parallels in school vision, the teacher leaders of this study 

perceive professional development activity as exercises in strengthening instructional practice.  

Samuel’s district-wide experience is one of a few examples that follow.  Samuel’s union-related 

leadership experience, though seemingly far from instructional leadership, was in fact quite 

similar regarding developmental activity.  He was “proud of leading” systemic changes.  

Through his contributions, school-wide procedures for designing professional development 

activities were negotiated in the school system, and because of his teacher leadership voice in the 

process, all teachers “voted unanimously” to implement the changes.  Samuel’s leadership 

experience exemplifies a “powerful way to benefit your members” and “give them a roadmap” to 

engage in improvement of instructional practice through leadership in professional development 

design. 
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Sophia concurred that school district leadership “refer to us [her] as leaders and that we 

were leaders in our teaching community and had a voice to be shared.”  The experience of being 

involved in the train-the-trainer program left her “empowered as a teacher to be respected for 

what I know.”  This continuing training leadership practice within the district, as formative 

professional development activity, has been "a catalyst… probably the most important piece …in 

becoming a teacher leader." 

For Brad, his research is the setting for formative experiences providing a basis for 

schoolwide professional development. Colleagues with similar skill sets, contribute to 

instructional development activity, centered around improved instructional delivery practices, 

rather than personal relationships.  He states, he “developed a network with all the other 

PolarTREC teachers [and expedition colleagues to Ecuador and Mexico], who [he’s] not friends 

with and have collaborated with on all kinds of [instructional] activities.  From these 

developmental experiences, “he’s developed units in [for] my class, the kids study the science 

that I was doing”. 

Blasé and Blasé (2000) recognize instructional leadership practice as taking place in four 

broad areas, the most significant being staff development.  In this area of distributed leadership, 

there is support for “teacher voice.”  Similarly, Handford & Leithwood (2013) indicate that an 

important element in “open support” for school goals is to support teachers’ voices in influencing 

the pursuit of professional instructional goals.  Samuel, Sophia, and Brad’s professional 

development activity are situated in settings that are formative down to the level of lesson 

integration.  Also, each educator exerts a large measure of autonomy in choosing PD activity 

matching their skill and vision for quality leaning outcomes.  King and Bouchard (2011) also 
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recognize teachers’ knowledge as a resource, a legitimate voice, regarding professional 

development leadership activity in relation to instructional strategies. 

Instructional Teacher Leaders Perceive Instructional Reflection as a Broad Professional 

Responsibility 

Beyond constructing parallels in school vision, the teacher leaders of this study perceive 

instructional reflection as an activity accountable to many school individuals.  Samuel’s 

experience is one of a few examples that follow, depicting wide accountability toward 

instructional reflection.  In his experience, within diverse national, state, and local education 

agencies (LEA’s), many educators collectively “embark on [reflective] practices” as an 

“incredibly powerful … way to turbocharge your reflective practice” as an instructional teacher 

leader.  Here leadership is shared in concert with a principal’s clinical evaluation, which 

conventionally assesses a teacher’s reflective practice.  As Samuel says, “[T]he teacher is doing 

the learning because they’re doing the reflecting … writing the components that the principal 

observes.”  In his experience, the National Board Certification process, although filled with the 

processes of teacher instructional reflection, is part of the larger professional responsibility of an 

instructional teacher leader operating in a distributed leadership environment. 

Sophia, also a NBCT, sees acting on instructional change as a result of “being highly, 

highly reflective, every day, every moment it seemed like just continually reflecting.”  For lesson 

adaptation, she reflects on “how did my students figure into my next lesson, or what we're doing 

in the classroom in a greater scale and pertaining to the world.”  This experience of reflectional 

practice took on a context across educator responsibilities.  She states, “[Y]ou know going to 

other professionals, talking to them, trying to figure out what can I [we] do better. 
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For Mark, “[N]ational Board showed me over the first or seven years of my teaching 

career, that reflecting upon everything I did as a teacher/leader, as a parent, as a community 

citizen, reflection is arguably the most vital part of improvement.”  As a highly reflective 

practitioner, his professional duty was to “do such thoughtful work and really explain myself at 

the core tenets [i.e. a principle, belief, or doctrine held in common by members of a profession].”  

To Mark, reflection takes on a wide, shared educator responsibility as he leads to “constantly 

[reflect], and really trying to build that in my colleagues as well, the importance of looking back 

honestly at how things had unfolded and why. 

Broad educator professional responsibility in instructional reflection is exemplified in 

Jamesen’s experiences as an instructional teacher leader in a network of regional schools.  

Action plans required continual reflection during the design and implementation phases.  

Jamesen described this experience as multiple “teachers [being] solicited at each of the different 

middle, elementary, and high schools to come together to form a working group to develop a 

platform of materials.”  Time was allocated so that proper reflection could occur, ensuring 

desired outcomes, where “teacher leaders were brought together about once every two months.”  

Jamesen said that the extensive instructional reflection practices required continual 

communications with other teacher leaders.  

Instructional Teacher Leaders Promote Shared Leadership by Educators  

The teacher leaders in this study contribute to distributed leadership configurations across 

schools, with active participation by the teaching staff.  For example, among Natasha’s teacher 

leadership responsibilities was an informal supervisory role, participating in learning walks, 

which were often reserved for administration personnel. She said that “everyone—admin, 

teachers, coaches—we all kind of take an equal role, and then … we make some school-based 
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decisions out of that process.”  Although some decisions requiring budget concerns were 

restricted to administrative personnel, there was a clear organizational learning activity with a 

shared responsibility for learning in the data analysis area.  Natasha’s instructional teacher 

leadership experience exemplifies being part of the decision-making process in determining the 

“next steps as a school.” 

Teacher leaders are taking a more equal role in school leadership.  As Christopher 

explains, he and his music teacher colleagues lead in creating a school academic programming 

schedule.  There is a process in which “a draft schedule is created,” and modifications are made 

by the faculty so that, although not perfect, “grade level teams provide a lot of input and 

feedback.”  Christopher emphasized that each educator was “in a position that’s in the same rank 

and file as all the other folks sitting around the table that has had a voice.”  There was genuine 

effort to keep this level of teacher leadership process in place with regard to scheduling academic 

programing because “often they [the teachers] have a better perspective on things.” 

Samuel explains in his experience that district leaders can promote a shared responsibility 

for learning in school leadership.  Directly working with the superintendent in a close 

professional relationship; they address the question “are these kids actually proficient in the 

things that we're asking them to learn?"  As a result, “the teachers have been asked to take 

ownership of how to do that.”  The superintendent, drawing on his high school science teaching 

experience realizes “he's not expert in very many of the curricular areas, so he brings in the 

experts in order to figure this stuff out in ways that are appropriate.”  The promotion of shared 

school leadership is promoted, engaging instructional leadership from teacher leaders most 

skilled in assessing specific learning outcomes. 



85 
 

In another of Natasha experiences, she confirms that teachers most skilled in assessing 

specific learning outcomes may share in instructional leadership practice.  Her close professional 

relationship with an assistant principle, “who describe herself as not a math person”, allowed her 

to characterize shared leadership in subject specific instructional improvement efforts at the 

school.  Natasha further says, “it made the experience not about power or who's in charge, but 

more about how do we learn together as a team?” 

Blasé & Blasé (2000) characterize Natasha, Samuel, and Christopher’s experiences as 

school-leadership, recognizing teacher’s skills in contributing to specific learning outcome goals.  

Additionally, they exert that principles may need to “provide time and opportunities for peer 

connections among teachers (p. 138).” 

Instructional Teacher Leaders Encourage a Climate and Culture in which School 

Leadership Fosters Openness, Respect, and Integrity and Principals Value Teacher 

Contributions 

In addition to shared leadership activity, the teacher leaders of this study contribute to a 

school climate which foster openness and purposefully contribute to culture of collegial trust.  

Again, Samuel’s experience is a first example in a few teacher leader experiences that follow.  

The “principal down there just drips” with integrity, Samuel said as he characterized one of his 

co-educators who had “ironclad integrity.”  To Samuel, integrity is “really, really important to 

the process.”  Samuel elaborates by saying there is a “sort of an openness and transparency 

where the thing that you say to one person is the same as you say to another person.”  Service as 

an instructional leader requires a commitment to communication.  He recalled saying to his 

superintendent, “[Y]ou should be able to read any e-mail that I send out to anyone and see what 
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I'm saying is the same thing that I'm saying to you.”  Samuel practiced leadership by this 

openness and transparency, saying that it’s “about having no unpleasant surprises.” 

Natasha’s leadership experience was exemplified by a meeting as the math content 

expert. An administrator said, “I'm going to be very open here, honest in the fact you guys are 

the math experts and I'm here to learn and were all here to learn together.”  She and other 

teachers perceived this as helpful in engaging leaders.  It wasn't about “vulnerability [on the part 

of the administrator].  It was a way for everyone to understand “what your [teachers’] struggles 

are with, and then you can understand what I need as an administrator.” As a content expert 

coach, Natasha spent a lot of time mediating in this area. 

Brad’s school environment has a more formal structure promoting openness and respect 

within the educator community.  He states that we have “an anti-bullying committee, we have a 

diversity committee, and we have a school climate committee.”  This formal structure example, 

as Brad explains, has a sincerity element to it that helps shape the climate of the school.  It “has 

opened up lots and lots of opportunities for faculty and students to get involved in leadership on 

these committee promoting respect … people get involved because the administration and 

faculty and students are genuinely supporting this effort.” 

These descriptions of several teacher experiences reveal influences, the “why,” of teacher 

leader decisions regarding implementing instructional leadership practice.  The categories 

emerging from the preceding narrative groupings will be summarized in the results discussed at 

the end of the chapter.  An additional group of narratives on teacher experiences reveal “how” 

teacher leaders exhibit instructional leadership practice. 

How Teachers Exhibit Instructional Leadership Practice 
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As with the previous findings, narratives of teacher leader experiences describe how 

teacher leaders exhibit their instructional leadership practice in a perceived distributed leadership 

environment.  Coding to nodes marked findings on part of the research question: exhibited 

practice, the “how” of instructional practice.  A relationship table was used to analyze and 

represent the data (Creswell, 2012).  The relationship table (see Figure 8) is between exhibited 

practice compared to interpretive frameworks (see Figures 1, 3, and 5) and accompanying 

constructs.  The narrative choice representations are a result of a combination of direct 

interpretation of data and pattern establishment through the node matrix relationship table. 

  

   

 

 
 

 

 

Figure 8.   Relationship table of exhibited practice compared to 

interpretive framework constructs. 

Note.  Node items are aggregated to parent nodes. 
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Because of the varying contexts of the teacher leaders’ experiences, the researcher found 

it beneficial to provide a summarizing narrative contextualizing each finding on exhibited 

instructional leadership practice.  The categories emerging from these narrative groupings are 

summarized at the end of the chapter. 

How Instructional Teacher Leaders Exhibit “Program Coherence” Leadership 

Teacher leaders exert a broad influence on program coherence by being a “professional 

development training cadre.” as one said, “[W]e went through train-the-trainer programs, … and 

filtered back to the teachers.”  In one case, a group of leaders developed an intervention to 

improve instruction through enhancements in academic vocabulary.  Sophia and other teacher 

leaders in the cadre shared a voice and offered “extensive training on adult learners.”  She 

continued to contribute by “being able to be a part of that implementation, and … working on 

academic vocabulary for one year in our school district.” 

Christopher’s experience shows how teacher leaders are effective members of school-

leadership teams in a creating schedule that “makes sense for all different grade levels, but also 

that it provides the most for students.”  The instructional teacher leader’s skill in “scheduling 

additional human capital resources, that are only here in the mornings, and on certain days of the 

week” provided a valuable characteristic of the finished schedule.  In this case, it has become 

common for the instructional teacher leader to “come to leadership meetings and we present it 

[the school schedule] in tandem.” 

Brad’s experience is an example of how one teacher leader contributes to program 

coherence (see Figure 9) by bringing individual teacher research experiences to his instructional 
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colleagues.  He explained how he brought a PolarTREC (polar region expedition) and 

Earthwatch research experience to the classroom.  After his collaboration with environmental 

scientists such as nature center personnel and university researchers, a network of teachers 

worked together to “implement some of the work I've developed … throughout the school 

curriculum.”  Brad’s research experiences energized the curriculum across the school and 

beyond as he “developed a network with all the other teachers … and have collaborated with all 

kinds of activities” through mediums such as Skype and other distance education software.  He 

succeeded in “making presentations and running workshops” in the district, so that the 

experiences remained a part of the curriculum programming of the school utilized by all of its 

teachers. 
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Figure 9.   Node relationship table comparing exhibited practice and program 

coherence. 

Note.  Node items are aggregated to parent nodes. 

 

 

How Instructional Teacher Leaders Exhibit “Specialized Knowledge, Skills, and 

Dispositions” in Leading Improvements in Instruction 

Beyond contributing to program coherence, the teacher leaders of this study exhibit 

specialized knowledge, skills, and dispositions.  Natasha’s and Sophia’s leadership examples 

follow.  Natasha’s teacher leader role evolved into a “hybrid position where I taught the morning   

… then in the afternoon I kind of worked with our new teachers” as a coach.  She worked with 

new teachers “implementing new curriculum, making sure they understand the lesson plans, and 

working through some of the math with them.”  Her leadership role enabled her to “talk with the 

principal and assistant principal about what was working, what wasn't working, what kind of 

extra support the new teachers might need.”  As this new role emerged for Natasha, as part of the 

instructional leadership team, she was able to “sit in my [new teachers’] classroom for a little 

while” and model some of the specific instructional practices of the specialized subject matter. 

The varying roles Natasha fills on any given day, exemplify how teacher leaders draw on their 

specialized knowledge, skills, and dispositions. 

Sophia described how she shared instructional practice based on her knowledge of 

subject matter, skills in instructional delivery, and disposition with other faculty (see Figure 10).  

By sharing with other teachers, she found ways to help herself and her students be “comfortable 

reflecting on instruction [and learning], taking action, … and trying to figure out what can” be 

done better.  Her relationship with other instructors resulted in creating “daily to-do lists, 

figuring next lessons, or detailing what we're doing in the classroom in a greater scale.”  Sophia 
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saw these experiences in sharing instructional practice as effective in “becoming a more 

reflective practitioner and just being more focused on that, and bring it to the consciousness of 

my practice."  

 

   

 

 

 

 Figure 10.   Node relationship table comparing exhibited practice and teacher 

knowledge, skills, and dispositions. 

Note.  Node items are aggregated to parent nodes. 

 

 

 

How Instructional Teacher Leaders Contribute to School Cultural Development 

Teacher leaders contribute to their schools’ cultural and community liaison activity (see 

Figure 11).  Samuel's experience in working with representatives across elementary, middle, and 
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high schools ultimately shaped instructional practice throughout the district by “advancing 

people in their work engaging students in meaningful and deep classroom discussion.”  His 

instructional leadership contribution to the team focused on the 3C Danielson domain 

intervention throughout schools supporting the instructional practice of “questioning/discussion 

methods.”  Samuel's instructional teacher leadership experience helped to reshape his district’s 

culture in addressing instructional improvement. 

Brad's extensive teacher research experiences served not only as a curriculum 

development activity but also showed how community liaison experiences manifest in 

instructional improvement.  By demonstrating how “teachers go work with scientific researchers, 

… collaborate with colleagues … go to professional meetings, talk at [local] retirement 

communities and libraries” he was an example of how teachers integrate into the broader societal 

fabric.  Sharing with teachers in his school and others helped to shape how his colleagues learned 

to broaden their instructional practice to serve students. 
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 Figure 11.   Node relationship table comparing exhibited practice for 

school cultural development and community. 

Note.  Node items are aggregated to parent nodes. 

 

 

These experiences reveal how teacher leaders exhibit instructional leadership practice.  The 

categories emerging from these narrative groupings will be summarized at the end of the chapter. 

Interview Quantitative Data Findings 

During the interview process, each participant was asked to quantify some responses after 

providing a rich descriptive account on the same item. The data were captured into a three-point 

Likert-type scale measuring frequency (Tables 5 and 7), relevance (Table 8), or locus (Table 6) 



94 
 

of activity. Following are the findings displayed in relative frequency tables.  Possible 

constructions of contingency tables would yield expected counts in cells that are less than one; 

therefore, descriptive displays were chosen over other inferential statistics methods. Nonetheless, 

the following tables suggest some indicators influential in teachers’ implementing instructional 

leadership practice.   

Table 5   

Relative Frequency Distribution:  Education Climate Provides Opportunities for Collaboration 

Among Educators on Curricula and/or Instructional Programming.  

Scale Frequency Relative Frequency 

Seldom 0 .000 

Sometimes 3 .429 

Frequent 4 .571 

Totals          7        1.000 

 

Table 6   

Relative Frequency Distribution: Most Influential Education “Vision” Locus.  

Scale Frequency Relative Frequency 

District 1 .143 

School 6 .857 

Department/Grade 0 .000 

Totals    7       1.000 

 

Table 7   

Relative Frequency Distribution: Education Climate Provides Opportunities for Evaluation of 

the Need for Changes in School Procedure.  

Scale Frequency Relative Frequency 

Rare 0 .000 
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Occasional 4 .571 

Frequent 3 .429 

Totals          7        1.000 

 

Table 8   

Relative Frequency Distribution: Education Climate Provides Opportunities for Teachers to 

Lead and/or Engage in Rewarding Professional Development Activity.  

Scale Frequency Relative Frequency 

Somewhat Inviting 0 .000 

Moderately Inviting 2 .286 

Very Inviting 5 .714 

Totals       7              1.000 

Of the two quantitative items measuring frequency, there were no responses of the lowest 

value on the ordinal scale, seldom (Table 5) or rare (Table 7). Of the one item measuring locus 

(see Table 6), there were no responses of the smallest school unit, either department or grade 

level, depending on the school organization.  Of the one item measuring relevance (see Table 8), 

there were no responses on the smallest ordinal value (i.e. Somewhat Inviting).  These results 

may be due to the construction and selection of the interview questions resulting from combining 

empirical literature and conceptual models depicting instructional teacher leadership (see 

Chapter Three). 

The descriptive questions preceding the quantitative questions on the same topic yield an 

opportunity for member checking through data transformation (Caracelli & Green, 1993).  In this 

study, having the qualitative question preceding the quantifying question reduced the possibility 

of questioning structure influencing the response of the participants.  This is particularly the case 

of the question asking where the most influential education vision comes from (see Table 9).  
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The researcher determined that the other quantitative questions, capturing frequency and 

relevance of leadership practice, were not as subject to internal member checking and data 

transformation analysis. 

The transformation of qualitative data on school vision produce the same 6/1 ratio 

findings as the direct quantitative data collection on school vision (see Table 6). The finding is 

that school level vision is most influential where instructional teacher leader’s activity is largely 

at the school level.  Samuel’s response is the single instance when the instructional teacher 

leader’s practice was primarily at the district level.  It is important to reflect upon this finding 

within the parameters of this study. 

Table 9   

Transformation Qualitative to Quantitative: Most Influential Education “Vision” Locus.  

Participant Qualitative Descriptors 
Quantitative 

Locus Finding 

Sophia 
vision of the school, daily structures that we had in 

the school system (being more involved) 
school level 

Brad 
turn out successful students, values of the program, 

academically and extracurricular successful 
school level 

Mark 

content areas complement a young person’s 

development and growth, my own program and 

some of my outside the box activities 

school level 

Christopher 

school vision it's really what we want for students, 

equipped both with content, value (teachers of the 

school) bring to the community 

school level 

Samuel 

leadership team gets it … infusing all of the 

development of … the Supervisory Union (district 

equivalent) 

district level 

Natasha 
beliefs about kids learning are aligned with mine, 

asset-based model of working with student 
school level 

Jamesen thinking about how to align resources, idea of strong 

character education, actualize it on an individual 
school level 
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school level 

 

The absence of responses at the lowest level of all ordinal data tables are indicators of 

school climate influence on the constructs. Recall that the participants responded from varying 

school levels and were instructional teacher leader representatives from broadly dispersed school 

systems. Together with the qualitative findings, this absence of responses on the lowest level in 

all tables may provide some insight into constructs of models in which teacher leaders exhibit 

their instructional leadership practice in a distributed leadership environment. 

Summary of Results 

Teacher experiences captured by this study present similarities across cases (Creswell, 

2012).  The following themes emerged as perceived influences on implementing instructional 

leadership practice among teacher leaders, the “why.”  There are opportunities to: 

• exert a broad influence in their work 

• draw critical parallels between their “school’s vision” and their individual “vision” for 

student learning outcomes 

• engage professional development activities that are formative experiences to improve 

instructional practice 

• situate instructional reflection as a school climate factor with wide-scope educator 

professional responsibility 

• participate in identifiable areas of shared leadership where educators take an equal role 

• contribute to school culture where school-leadership fosters openness, respect, and 

integrity and where principals value teacher contributions. 

The interview questions were designed so that the “why” teacher leaders’ implementation 

of instructional leadership practice could be captured without requiring a defensive stance on 
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professional conduct.  Key words used by participants as indicators of “why” they served as 

instructional leaders are categorized to this study’s conceptual framework (King & Bouchard, 

2011, see Figure 1): 

• Program Coherence (Newmann, Smith, Allensworth, & Bryk, 2001): designing the things 

necessary/background work, underpinnings that enable, really cut across the curriculum, 

just bearing fruit, real genuine commitment 

• Distributed Leadership: invited to the table to have a voice, driving things here, really 

powerful thing, not in charge/learn together as a team 

• Professional Community: everybody could be on board, enrich the school community, 

leadership team gets it, bring other people along, impact on the culture 

• Teacher’s Knowledge Skills, and Dispositions: bring my prior experience, draw on the 

strength, ability to differentiate/tailor 

• Technical Resources: fixture at the school, manifest itself in a school 

This is not an exhaustive list, by any means, of the expressions indicating why teachers 

implement instructional leadership practice.  These expressions do indicate why teacher leaders 

find instructional teacher leadership experiences rewarding. 

The following themes emerged as the “how” instructional leadership is exhibited among 

teacher leaders.  Instructional teacher leaders: 

• use professional development training cadres, go through train-the-trainer programs, with 

information filtered back to other teachers (exhibit program coherence) 

• schedule additional human capital resources in a school schedule and co-present it for 

adoption (exhibit program coherence) 
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• bring individual teacher research experiences to the classroom, implement them 

throughout the school curriculum, run workshops so that the experiences remain a part of 

the curriculum programming of the school utilized by all teachers (exhibit program 

coherence) 

• coach new teachers, model some of the specific instructional practices of the specialized 

subject matter, and collaborate with administrators to determine what was and wasn’t 

working (utilize specialized knowledge, skills, and dispositions) 

• collaborate around instructional reflection with other instructors; facilitate in creating 

daily to-do lists, figuring next lessons, or detailing what is succeeding in the classroom in 

a greater scale (utilize specialized knowledge, skills, and dispositions) 

• coordinate school and community events by collaborating with regional resources, law 

enforcement, rental supply vendors, food vendors, parking authorities, and prize givers, 

etc. (utilize specialized knowledge, skills, and dispositions) 

• change school procedures such as school safety patrol programs, special subject actives; 

tie them to academic rewards programs with specific learning outcomes (contribute to 

distributed leadership) 

• engage in broad instructional improvement goals that shape the district’s school culture in 

addressing instructional improvement (contribute to distributed leadership) 

• immerse themselves in community liaison experiences to enhance instructional practice 

to serve their students (contribute to distributed leadership) 

Relationships to Prior Research 

Charts of node coding are informative regarding relationships between participant data 

and current research findings.  Comparing these findings with prior research will include cross-
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node findings for school capacity constructs, program coherence, teacher knowledge, skills, and 

dispositions, and professional community (King & Bouchard, 2011; see Figure 1). 

Instructional Teacher Leadership and Program Coherence 

Lee, Hallinger, and Walker (2012) explain program coherence activity as a collective 

responsibility “broadly distributed and integrated into the daily interactions and practices of 

staff” (p. 682).  King and Bouchard (2011) argue that a “lack of program coherence can weaken 

professional community, especially shared goals for student learning” (p. 655).  The daily 

interactions and practices were exemplified by the teacher leader comments during this study’s 

interviews.  Instructional leader Sophia was continually involved in teacher collaboration and 

program coherence in her train-the-trainer program focused on improvements in academic 

vocabulary.   

Natasha had a similar experience building program coherence as a coach and math 

content expert.  What program coherence meant to Natasha was pursuing shared math student 

learning goals where teachers participate as instructional leaders “without losing sight of the big 

picture” (Spillane et al., 2001, p. 24).  Daily support for staff took the form of scheduled 

common planning and professional development time “where the kids leave … and we have 90 

minutes.”  Natasha found these times necessary for program coherence across the school.  The 

collective decisions and subsequent actualized scheduled time, are an example of mediating 

factors between leadership and student outcomes. This illustrates one concrete example in the 

constructs of the “synthesized model of leadership and learning” (Hallinger, 2011, p. 127; see 

Figure 3) which were common experiences to teacher leaders Sophia, Natasha, Jamesen, and 

Brad. 
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Teacher Leaders’ Specialized Knowledge, Skills, and Dispositions in Leading 

Improvements in Instruction 

Cosner (2009) documents a “development of knowledge-based trust between colleagues, 

to … introduce interdependent tasks into interactive settings” (p. 275).  An example among this 

study’s participants is Jamesen’s experience.  As a special education coordinator, he introduced 

an RTI (Response To Intervention) special education process across the school.  His specialized 

skill developed a “codified system for how referrals were happening, how they were interacting 

with promotional decisions, made grade by grade for different individuals, what it looked like in 

terms of communication to families.”  Jamesen embarked on a risk-taking activity in developing 

and implementing all aspects of the RTI procedure, increasing the capacity for serving special-

needs students in the school.  Scribner and Bradley-Levine (2010) refer to this as “institutionally 

legitimized content area expertise” where “teachers collaborated within their teams to design 

specific projects” (p. 507) and associated activity. 

Instructional Teacher Leadership and Professional Community 

Scribner and Bradley-Levine (2010) explains how teacher leadership produces trusted 

partners in shared responsibility, even in hiring activity.   For instance, as part of a school 

professional community, teacher leader Mark explained how a principal hiring committee valued 

his perspective.  The interview panel included him “alongside a couple of other principals from 

around our division and then maybe one parent. It was a great mix committee.” 

Another example of a teacher leader productively contributing to an active professional 

community is Brad’s experience in research.  Brad's extensive research experiences were situated 

in a broader professional community of scientific researchers, expedition personnel, and library 

professionals.  Brad’s professional community support network, as part of his professional 
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community, got to the heart of distributed leadership, particularly the underpinnings of activity 

theory, where instructional capacity in schools is dependent on a “web of actors, artifacts” and 

situation of practice (Spillane, Harvelson, & Diamond, 2001, p. 23). 

Limitations  

The purpose of this study was to explore how and why teacher leaders involve 

themselves in instructional leadership. Although the teacher experiences in this study served to 

inform this question well, they took place primarily in only two regions of the United States, the 

Mid-Atlantic and Northeast. Significant differences in societal influences and cultural settings 

exist elsewhere, but this study does not capture the experiences of teacher leaders from those 

areas. 

School leaders may find the summary of findings helpful in contemplating ways to 

increase instructional leadership capacity in their schools. Principals and other school leaders 

have the ability to shape the cultural factors encouraging a broader implementation of 

instructional teacher leadership. The teacher leader experiences described in this chapter can 

assist school leaders in considering ways to support teacher leadership practices in their schools. 

But as with any leadership configuration consideration, care must be taken in generalizing these 

findings to any other school setting. 

Chapter Summary 

In this chapter, interviews with several teacher leaders revealed the influences on their 

decisions regarding implementing instructional leadership practice.  Their narratives also showed 

how teacher leaders exhibit instructional leadership practice.  Quantitative data findings were 

framed using relative frequency tables.  This chapter concluded with summaries of emergent 

themes.   
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The next chapter offers suggestions to expand the quantitative findings using larger 

samples as they may produce significant findings using inferential statistical tools.  Additionally, 

both theoretical and practical implications for interested school-leadership groups are discussed. 
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CHAPTER FIVE 

CONCLUSIONS 

Introduction 

This study has several valuable theoretical and practical implications for school leaders 

seeking to support and understand the beneficial aspects of organic organizational structures in 

which instructional teacher leadership produces improved student outcomes (Harris & 

DeFlaminis, 2016).  Assessing instructional teacher leadership activity in a school setting is a 

difficult but rewarding activity due to the potential of increased student achievement.  Discussed 

in this chapter are the benefits of analyzing teacher leaders’ practice pertaining to school vision, 

professional development activity, and school climate and culture variables.  The findings of this 

study will help school leaders support their school’s distributed instructional leadership 

configuration.    

The limitations of this study on instructional teacher leadership are stated, and some 

suggestions for further research are provided.  The need to further develop conceptual models 

and instrumentation is also discussed, particularly involving shared leadership.  This study 

supports the continued use of leadership theory literature in researching instructional teacher 

leadership practices. 

Theoretical Implications 

There are decades of research on instructional leadership, primarily on the role exercised 

by the school principal. But instructional leadership diverges from other school-leadership 

practices (Goldring, Cravens, Porter, Murphy, & Elliott, 2015). This study advances this area of 

research.  It demonstrates that it is possible to characterize instructional teacher leadership as an 
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educator practice and a distributed school leadership function.  Furthermore, through its 

methodological design, this dissertation focuses on the instructional leadership practice of 

teachers.  It examines how sustained instructional teacher leadership can improve student 

outcomes.  This study’s findings strongly suggest that instructional teacher leadership is a 

practice distinguishable from other forms of school leadership. 

This paper reinforces previous studies that suggest that teachers practice instructional 

leadership where it is supported by the school’s administration.  Witziers, Bosker, and Kruger 

(2003) concluded that contextual and intermediate factors need to be accounted for in future 

educational leadership and management research.  Continued investigations on instructional 

teacher leadership, similar to or expanding upon this study, may bring a fuller understanding of 

mediating factors of school leadership, where teachers have a greater effect on student outcomes 

(Harris, 2008; King & Bouchard, 2011; Porter et al., 2008; Supovitz, Sirinides, & May, 2010). 

The findings of this paper are informative regarding the blend (and individually) of the 

conceptual models used to guide this study’s design and its literature review (see Figures 1, 3, 

and 5).  This conjecture is supported by an interpretation of supportive data (see Figures 6-12), 

arising from descriptive data coded to prefigured and emergent nodes designed from the 

literature review and each conceptual model.  Each of these three models provides a focus on 

different aspects of instructional teacher leadership.  This dissertation has theoretical 

implications for each model because school leadership may be stretched over its participants 

(Spillane, Halverson, & Diamond, 2004, p. 16).    

The King and Bouchard (2011) organizational capacity in schools conceptual model 

illustrates interdependence and bidirectional relationships between five elements (i.e. constructs) 

of school capacity.  The elements are 1) teachers’ knowledge, skills, and dispositions; 2) 
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professional community; 3) program coherence; 4) technical resources; and 5) principal 

leadership/distributed leadership (p .655).   This paper’s conclusion strongly suggests that the 

model can be refined so that instructional teacher leadership is included in a distributed 

leadership configuration along with principal leadership. 

The Hallinger (2011b) leadership for learning model illustrates three major factors 

bidirectionally dependent between school leadership and student outcomes; situated in a larger 

arena surrounding a school organization.  The major factors are vision, goals, academic 

structures, academic processes, and people capacity. This paper’s conclusion strongly suggests 

that teacher leaders can share the leadership responsibilities depicted in the model.  Furthermore, 

these instructional teacher leaders contribute to shaping each of the major factors mediating the 

relationships between school leadership and student outcomes. 

The Hallinger (1983) PIMRS principal behavioral model illustrates three dimensions of 

principal leadership behavior:  1) defining the school mission, 2) managing the instructional 

program, and 3) developing the school learning climate.  This paper’s conclusions strongly 

suggest that teacher leaders can share in school-leadership responsibilities in at least eight of the 

10 principal behavioral sub-components (see Figure 5).  Evidence from this paper also suggest 

that instructional teacher leaders can share in school-leadership responsibilities in the remaining 

two sub-components: provides incentives for teachers and provides incentives for learning. 

The theoretical underpinnings of these conceptual models [i.e. distributed leadership, 

activity theory, and social theory] are found appropriate for further research in instructional 

teacher leadership.  This study confirms that additional models inclusive of social networking 

analysis may be helpful in examining instructional leadership in a distributed leadership 

configuration (see Tables 5-8).  Future qualitative studies on instructional teacher leadership as 
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practice within a distributed model will not only inform educators and researchers about the 

instructional leadership practice of teachers but also of principals and their supportive role in this 

teacher leader practice. 

Practical Implications 

This study’s findings will help schools that are seeking to sustain improvement and help 

education leaders to determine whether formal or informal school leadership initiatives are 

appropriate.  A primary goal of this study was to add to the empirical literature base on how and 

why instructional teacher leaders choose specific job functions (i.e. activity of practice) in a 

distributed leadership configuration.  School leaders will find the information beneficial in 

assessing instructional teacher leadership activity in their schools. 

Due to the broad affect trust has on school climate, inclusive of practicing instructional 

leadership where both principal and teacher leaders interact, it is discussed first (Adams 2013; 

Cosner 2009).  Then, once again using the King and Bouchard (2011) framework of school 

capacity (see Figure 1), the other practical implications are presented. 

Collective and Collegial Trust 

Collective and collegial trust relationships are essential in supporting instructional teacher 

leadership practice.  Although each educator has a role to play in establishing trust relations in a 

school organization, the principal is instrumental in fostering it.  Adams (2013) as well as Cosner 

(2009) find collective trust imperative for sustaining instructional capacity in schools.  For a 

practical example of fostering leadership roles, consider teacher leader Sophia.  It was imperative 

that trust be afforded to her on “[scheduling] how we [teachers] deliver instruction and really be 

able to provide quality instructions for our students and quality experiences.”  This is one way in 

which teacher leaders engage in broad instructional improvement goals that shape a district’s 
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culture in addressing instructional improvement and contribute to distributed leadership.  

Another example regarding schedule creation based on a trusting relationship was between 

Christopher and the school principal.  Christopher perceived a strong collegial trust relationship 

when “the [principal expressed] openness to me” and allowed him “to bring my prior 

experiences into the school.”  This study confirmed that school-leadership climates with strong 

collegial and collective trust relationships are essential for instructional teacher leaders to bring 

expert skills and knowledge to school-leadership configurations. 

Instructional teacher leaders contribute to school culture when school leadership fosters 

openness, respect, and integrity and where principals value teacher contributions.  Collegial trust 

prevails where teachers investigate changes in instructional practice collectively with 

administrators.  This paper found that respect for teachers’ expert knowledge in content matters 

and their active participation in the instructional changes positively affected student outcomes.  

Principals and all school leaders should value teachers’ contributions to instructional leadership 

practice and respect every skilled educator’s perspective on leadership matters. 

This study’s other practical implications are presented using the King and Bouchard 

(2011) framework of school capacity (see Figure 1).  Not only did the conceptual model serve 

well as a lens on leadership but also as a way to categorize the practical considerations derived 

from the descriptive data. 

Instructional Teacher Leadership and School Organizational Capacity 

King and Bouchard (2011) identified five key dimensions of school capacity (see Figure 

1).  Their model is consistent with prior research on school reform that specifically targeted 

student learning outcomes.  It is also consistent with effective educational leadership and 
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management elements (i.e. dimensions) identified in current composite research reviews 

(Hallinger, 2013). 

The five dimensions of school capacity in which teacher leadership behaviors may occur 

are: 

• Professional community 

• Program coherence 

• Distributed Leadership - Principal (Instructional) Leadership/(Instructional Teacher 

Leadership consideration of this dissertation) 

• Technical resources 

• Teachers’ knowledge, skills, and dispositions (King & Bouchard, 2011). 

Three of these five dimensions, program coherence, teachers’ knowledge skills and 

disposition, and distributed leadership, are discussed here.  Professional community and 

technical resources are interrelated, with distributed leadership and teachers’ skills. 

Program Coherence, School Structural Complexity, and Instructional Program Offerings 

School structural complexity warrants both principal and instructional teacher 

leaders to cooperate in trusting environments to offer quality instructional programming.  

This dissertation corroborates prior research showing that cooperative trusting 

environments are found in diverse schools in the United States. 

Lee, Hallinger, and Walker (2012) find complexity in school instructional 

program coherence functions: 

Thus, we suggest that overcoming the structural complexity of these 

school settings calls for instructional leadership. We note that the headmasters and 

principals (i.e., primary, middle, and secondary levels) operating in each of the 
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five schools appeared to be knowledgeable, engaged instructional leaders. Yet our 

interview data clearly indicated that successful implementation of these cross-

level programs had not resulted from strong instructional leadership exercised by 

the principals.  Instead, these were stories of distributed instructional leadership 

that was deployed through a web of interactions among multiple players, 

[emphasis added] including but not limited to formal leaders. (p. 685) 

This study found that school structural complexity need not inhibit improvement in the 

quality of program offerings.  Both principal and instructional teacher leader actors (i.e. 

multiple players) can share this responsibility in a distributed leadership configuration.  

One practical way to deliver quality programming in diverse and complex school settings 

is to share the responsibility of professional development training. 

Professional Development and Training 

Instructional teacher leaders engage in formative professional development activities to 

improve instructional practice.  This dissertation shows that across several school settings, 

complexity need not inhibit these experiences.  The potential benefit of professional 

development activities is measured by the teacher’s perceived enhancements in instructional 

practice.  The formative experiences engaged in by instructional teacher leaders have identifiable 

elements perceived to increase student achievement through practice (Mangin, 2009). For the 

teacher leader, there is an intentional identification of instructional practice improvement within 

a professional development activity, which translates into specific principles (i.e. micro-

functions) of teaching students (Timperley, 2005).  For school leaders to support professional 

development activities that translate into improved student outcomes, leaders must understand 

how individual teachers identify their potential. 



111 
 

The results of this dissertation indicate a second way that school structural 

complexity need not inhibit increased capacity regarding quality program offerings.  A 

diverse sample of schools in the United States demonstrates that collaboration on school 

academic scheduling may result in increasing capacity regarding school instructional-

program offerings. 

School Academic Schedule 

Instructional teacher leaders fill school academic schedules with cross-level and cross-

departmental programming features, both formally and informally. It bears emphasizing that Lee, 

Hallinger, & Walker (2012) find “clearly … that successful implementation of these [school] 

cross-level programs had not resulted from strong instructional leadership exercised by the 

principals (p. 685).”  While those findings were found under specific contextual circumstances 

that schools operated under, this study implies that instructional teacher leaders may shape some 

cross-level programming.  East Asia schools, the locus of Lee, Hallinger and Walker’s findings, 

are in many ways socio-culturally and structurally different from the U.S. schools in this study.  

Yet, in U.S. schools, schedule creation was a shared instructional leadership practice of teacher 

leaders Natasha, Sophia, Christopher, and their respective school principals.  A practical 

implication of this study, consistent with other research, is that school leadership should continue 

to find creative ways to engage the specialized knowledge and skills of instructional teacher 

leaders in developing school academic-programming schedules. 

Utilize Specialized Knowledge, Skills, and Dispositions 

This dissertation found that teachers’ specialized knowledge and skills were used by 

teacher leaders to 1) coach new teachers, 2) promote the best practices of teaching specialized 

subject matter, and 3) collaborate in reflecting on quality instruction.   
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King and Bouchard (2011) found that in the “shared” leadership work of schools: 

Successful teachers must be able to integrate knowledge of students, 

subject matter, and teaching context in planning units and lessons, carrying out 

instruction, assessing student work, and reflecting on practice. At the same time, 

to promote achievement among all students from one year to the next, teachers 

must employ their individual knowledge, skills, and dispositions in ways that 

advance the collective work of their schools [emphasis added]. (p. 654) 

This study findings indicate that the coaching of teachers is one practical way teacher leaders 

advance the collective work of instructional leadership. 

Coach New Teachers 

Adams (2013) emphasizes the importance of instructional teacher leaders coaching new 

teachers: 

Teaching colleagues are the primary source of teaching information and 

knowledge in many schools (Spillane et al., 2010). Principals tend to manage 

knowledge development through leadership positions like instructional coaches 

(Atteberry and Bryk, 2010) or by connecting teachers with colleagues considered 

to be effective at promoting student learning (Spillane et al., 2010). (p. 377) 

This dissertation confirms Adams’s (2013) findings, with instructional coaches working across 

schools with other teachers to fulfill district level initiatives.  It is beneficial for teacher leaders 

such as Sophia to be empowered in daily interactions, bringing other teachers aboard, and taking 

shared ownership of learning.  Among the best resources available to schools are the 

instructional teacher leaders who have skills in promoting student learning.  Additionally, teacher 
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leaders encourage other teachers to engage in a leadership role, expanding the school’s capacity 

for improved learning outcomes. 

A second practical way in which this paper’s findings further show the success of the 

collective work of instructional leadership in schools through teachers’ knowledge is in the area 

of specialized subject matter. 

Model Specific Instructional Practices of Specialized Subject Matter 

Baumert et al. (2010) emphasize that general pedagogical skills cannot substitute for 

teachers’ specific content knowledge: 

One of the major findings of qualitative studies on mathematics instruction 

is that the repertoire of teaching strategies and the pool of alternative 

mathematical representations and explanations available to teachers in the 

classroom are largely dependent on the breadth and depth of their conceptual 

understanding of the subject. Studies in which teachers were presented with 

examples of critical classroom events revealed that an insufficient understanding 

of mathematical content limits teachers’ capacity to explain and represent that 

content to students in a sense-making way, a deficit that cannot be offset by 

pedagogical skills. (p. 138) 

For specialized subject matter, Lear (2017) states that instructional teacher leaders must be 

highly qualified (i.e. mini-experts in Second Generation Instructional Design; Merrill, Li, & 

Jones, 1990) to model specific instructional practices: 

Expert instructors design instructional episodes within complex social and 

cultural settings to maximize students’ potential for extensive second generation 
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instructional design (ID2) phase integration of new knowledge into students’ 

current subject specific domain knowledge bases. (p. 1019) 

Natasha, in her teacher leadership role, worked with new teachers on implementing new 

curriculum, lesson plans, and even “working through some of the math with them.”  As 

Schoenfeld (1988) points out, particularly for specialized subject matter such as math, 

instructional episodes can be well thought out from a curriculum perspective and executed 

through conventional instructional delivery.  Nevertheless, a critical analysis from instructional 

teacher leaders, through collaborative reflective efforts, may find that there are specific 

knowledge bases that students need strengthened before subsequent learning sequences can take 

place.  From a situated cognition and distributed leadership perspective, teacher leaders may 

engage specialized knowledge in instructional delivery practice to build school capacity toward 

improved student outcomes.  It is imperative for subject-matter experts to be research-informed 

instructional teacher leaders, collaborating on instruction delivery with other instructors.  

Collaborate on Instructional Reflection with Other Instructors  

Collaborating on instructional delivery and reflection is an essential activity of an 

instructional teacher leader.  In this way, a skilled teacher leader may share ownership in meeting 

school learning goals. 

Leithwood and Jantzi (2005) say,  

Barnett and McCormick (2003), … concluded that building a shared vision 

“…helped to bind people together and establish group ownership…. Consensus 

and commitment to school vision were developed through leadership practices 

such as communication, leader credibility and the involvement of the school 

community in collaborative processes.” (p. 188) 
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This study found that took place collaboration around instructional reflection.  Shared “vision” 

was the binding agency as teacher leaders exercised ownership over instructional reflection due 

to credibility in a teacher leader’s skills.  This ownership through credibility is most effective in 

achieving school improvement goals when not independent of overall school-leadership efforts.  

Instructional teacher leaders perceived critical parallels between their “school’s vision” and their 

individual “vision” for student learning outcomes.  Significant elements of a teacher leader’s 

vision for effective practice should agree with the supervisory leadership.  Moreover, a shared 

vision driving teacher leader activity encourages other teachers to join, adopt, and take part in the 

larger organization.  Individual skills and dispositions are accommodated as instructional teacher 

leaders find new ways to accommodate district-wide vision-driven goals and still work 

collectively toward a common vision.  Leadership is distributed when multiple practitioners with 

varied dispositions participate in school-wide instructional development.   

Teacher leaders participating in shared vision may help it to drive daily activity, building 

leadership capacity in the school.  Vision is shared and collaborated upon in all instruction-

centered practice, from planning and conceptualization through learning targets, unit plans and 

formative assessments.  Shared vision, in part, gives meaning and drive to quality instructional 

practice.  Multiple practitioners spanning all vested parties shape a shared vision though multiple 

venues of collaboration.  As Christopher said in this study, school vision is “a really powerful 

thing [in] growing other instructional leaders.”  Sophia concurred.  She “had a piece of making 

an impact on the culture, and … [she] ‘grew’ in adapting the school’s vision in parallel with her 

own, and fostered others in sharing that vision through implementing instructional leadership 

practice in the school system.”  Potentially, all educators, can share in leadership and practice 

their profession “without losing sight of the big picture (Spillane et al., 2001, p. 24).” 



116 
 

School leaders cultivate value in a school’s academic program offering supported by each 

educator selling and voluntarily enacting his or her vision through practice (Blasé & Blasé, 1999; 

Metzgar, 2008).  The facets of a school vision may vary according to the expert skills, 

knowledge, and dispositions of each educator.  This varying perspective allows for a 

dynamically changing, formulated vision shared by all members in an instructional group 

(Devos, Tuytens, & Hulpia, 2014).  School-wide formulated vision and mission are perceived by 

school leaders.  Where perceptions differ, teacher leadership activities help shape perception of 

the school’s vision for that particular teacher.  The principal is pivotal in spearheading the vision 

(Blasé & Blasé, 1999; Timperley, 2005).  In leadership models where teacher leaders and 

principals formulate a school vision, instructional teacher leaders can clarify for themselves 

identifiable differences (parallels in function) in their perceived “school’s vision” and their 

individual “vision.” 

The King and Bouchard (2011) model construct distributed leadership is the last in this 

discussion of categorization of practical implications.  The findings of this dissertation confirm 

strong findings on increasing school leadership capacity through widening instructional 

leadership distribution by teachers contributing to shaping school culture and broadening 

participation in school community liaison experiences. 

Contribute to Distributed Leadership–Principal Instructional Leadership/Instructional 

Teacher Leadership 

Of the seven strong claims for successful school leadership made by Leithwood, Harris, 

and Hopkins (2008), two are: 

• School leadership has a greater influence on schools and students when it is widely 

distributed. 
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• Some patterns of distribution are more effective than others. (p. 27-28) 

Specifically, “schools with the highest levels of student achievement attributed this to relatively 

high levels of influence from all sources of leadership.” (p. 35).  This study of instructional 

teacher leadership practice found that three patterns of distribution configurations were effective 

and widely distributed.  Instructional teacher leadership practice contributes to organically 

distributed school leadership efforts in 1) tying programs to specific learning outcomes, 2) 

shaping school culture in instructional improvement, and 3) improving school-liaison 

experiences to serve students (see Chapter 4 summary; Leithwood, Harris, and Hopkins, 2008, p. 

28).  Examples of instructional teacher leaders shaping school culture and fulfilling liaison 

experiences were presented. 

Shaping School Culture on Instructional Improvement 

Some culture-shaping leadership initiatives by skilled teacher leaders culminate in 

school-wide implementation.  Other school-culture-shaping initiatives are partially adopted, 

possibly due to cultural differences in schools or other factors.  School leaders must trust the 

skills of instructional teacher leaders and collectively shape elements of practice to support 

visions for improved student outcomes. 

Instructional teacher leaders participate in identifiable areas of shared leadership where 

all educators have equal roles in a common vision.  Teachers have areas of expertise in 

leadership, and their recommendations may be implemented and evaluated for impact on 

improved student performance.  Dynamic, collective evaluation of instructional-practice change 

should be ongoing and awarded further school-wide commitment as warranted.  Collective 

decision making should be valued. 
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This study’s instructional teacher leaders continually promote shared instructional 

practice, evaluating feedback from all educators in a distributed school leadership configuration.  

As successful changes in instructional practice are identified, teachers should feel empowered to 

implement and promote them throughout the school.  The responsibility for instructional 

reflection is dynamically expanded to all the educators in the school. 

Shaping the school culture on instructional improvement should not end at the school 

door or campus boundary.  It is reasonable to conclude that some instructional teacher leader 

experiences originate in external communities with interrelated experiences, research or 

otherwise (e. g. see participant Brad), and that sustainable, instructional improvement culture 

shaping requires continued interaction with those communities.  This study supports current lines 

of research on the benefits of relationships between community and schools. 

Improving Liaison Experiences to Serve Students  

Too often, the interactions between U.S. K-12 schools and the communities in which they 

serve are structured by administrative scheduling of events.  Instructional teacher leaders should 

be empowered to utilize their skills beyond the school boundaries when they enhance the 

learning outcomes of students.  Furthermore, shared responsibility may reduce the pressure on a 

single individual, the principal, to be the sole political face of a school. 

Heck (1996) says that teachers take part in leadership throughout the organization: 

The political-conflict approach (in school leadership) directs attention to the 

political processes through which various groups interact (e.g. principals, parents 

and teachers) and who controls resource allocations. The approach emphasizes 

formal and informal organizational power, implying that leadership can be 
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dispersed throughout the organization, for example, through empowerment. (p. 

78) 

Community liaison experiences, which have internal, informal organizational power 

connotations, may manifest in leadership in instructional improvement.  In this way, this study’s 

findings extend the arena in which teachers interact as leaders and secure instructional resource 

allocations.  As researchers themselves, teachers can investigate in collaboration with their non-

educator scientific and social-science researcher counterparts.  With increasing technical 

opportunities to collaborate in real time with colleagues in off-stage and on-stage settings, 

sharing experiences in a subject area are seemingly only bound by the teacher’s imagination.  

Attending professional conferences provides a myriad of opportunities to collaborate as teacher 

leaders.  Opportunities for teachers are available within almost any school resource budget.  As 

this leadership study found, participants reaching out locally can meld the local community with 

its education community.  For example, instructional teacher leaders can gain feedback from 

simply presenting their research and other professional activity at local retirement communities 

and libraries.  This shows how teachers can integrate into the broader social fabric, for 

participating in the activities of the society at large can bring back to the classroom a “greater 

influence on schools and students (Leithwood, Harris, & Hopkins, 2008, p. 27)” for successful 

school leadership. 

Limitations of the Study 

This study explored the relationship between teacher instructional leadership and climate 

variables that influence the decisions teachers make regarding exhibiting and implementing 

instructional leadership practice.  The participants were United States Department of Education 

(DOE) Ambassador Fellowship Teacher Leaders.  To be accepted into the program, the 
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participants had to have demonstrated 1) contributions to student learning, 2) effective leadership 

skills, 3) strong communication skills, 4) relevant interests and expertise, and 5) school system 

support. 

Post-data-collection analysis identified instructional teacher leadership practices among 

the participants.  This study was limited in that participants practiced in the Mid-Atlantic, New 

England, and the South.  The midwestern and western states were not represented.  In terms of 

the Leadership for Learning model, Natasha, Sophia, Brad, Jamesen, and Christopher provided 

leadership in academic structures and processes.   Mark and Samuel predominately provided 

leadership in people capacity, situated in a specific societal culture (see Figure 3.).  Some of the 

remaining constructs, although present in the data, were not the predominant aspects of these 

participants’ instructional teacher leadership experience.  Replication of the study with 

participants leading in practice toward improved people capacity, situated in specific institutional 

system configurations would benefit the line of inquiry (see Figure 3.). 

Definitions of teacher leadership are not consistent throughout the literature as 

researchers grasp with this fourth wave of teacher leadership and its identification under multiple 

lenses of leadership.  This study is a first step in characterizing instructional teacher leadership in 

practice.  Subsequent studies are necessary to produce clear conceptual models and, through the 

qualitative-quantitative cycle, dimensions of practice.  The author of this dissertation intends to 

take those steps as an ongoing, personal, research interest. 

The current position of the researcher, as an informal instructional teacher leader in a 

high school where he is a researcher on cognitive development processes of learners of 

mathematics and physics, may have added a personal bias regarding the direct interpretive 
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process in data analysis.  To control for this, extreme care was taken in handling the data and 

interpreting them using constructs of multiple conceptual frameworks (see Figures 1, 3, and 5).   

The data collected from an interview session was processed three times by the researcher 

to handle the information provided by all participants consistently.  One pass through the data 

was to code descriptive data to prefigured and emergent nodes designed from the literature 

review and conceptual models.  This is consistent with conventional research practice.   

Emergent categories and nodes were analyzed using the constant comparative method of data 

analysis (Creswell, 2012).   Each key word indicator and expression of instructional leadership 

practice presented in the findings summary was analyzed and categorized to each conceptual 

model, leading to the strong theoretical implication statements discussed earlier in this chapter.  

This study was also limited by the lack of triangulation between instructional teacher 

leaders and the influences and exhibition of practice in their own schools.  Validity checks did 

occur using the extensive literature base with conceptual models and member checking through 

data transformation between quantitative and qualitative data (see narratives, Tables 5-8, Chapter 

2; Caracelli & Green, 1993).   Additionally, as designed, an extensive review of the interview 

questions of this study allow for inter-analyst agreement (Yin & Heald, 1975).  A limitation of 

the study is that this investigation is not a deep single case study, which could be valuable for 

further research. 

The dissertation’s findings confirm that school climate and culture are factors in 

instructional teacher leadership practice.  School leaders wishing to support teacher leadership 

will need to consider their current distributed leadership configuration. Careful planning must be 

exercised when prioritizing an increase in a particular instructional teacher leader practice or 

changing contextual factors influencing further implementations of teacher instructional 
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leadership practice.  As with other studies in school leadership, caution must be exercised in 

generalizing findings across differing school settings. 

Suggestions for Further Research 

One recommendation for further research is for a replication of the study using a different 

sample of participants.  The majority of the participants for this study practiced teacher 

leadership in a Mid-Atlantic State.  Although the data were descriptive of instructional teacher 

leadership practice independent of location, significant governance and administrative 

organizations exist, suggesting a replication of this study in different regions of the U.S. would 

be valuable. As indicated in Chapter 3, all the participants had been recipients of the U.S. 

Department of Education’s Teaching Ambassador Fellowship. It is recommended that other 

population samples be engaged for a replication study as deemed appropriate by a researcher. 

Peer-reviewed scholarship in educational leadership provided scarce empirical evidence 

regarding teacher leaders’ instructional leadership activity and capacity in schools.  Little 

research has been conducted to increase our understanding of perceptions of teacher leadership 

activity choices under distributed leadership initiatives (Blasé & Blasé, 2000).  Investigations 

should seek specifics on how and why teacher-specific instructional teacher leadership practices 

are conducted to contribute school-wide leadership efforts to build leadership capacity in 

schools. 

School distributed leadership configurations have been identified for potential 

contributions to understanding effective school leadership practices.  Further investigations of 

instructional teacher leadership practices and their relationship to principal instructional 

leadership practice may assist the research community in comparing school leadership 

configurations.  The literature on school leadership already reflects investigations using new 
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social-theory perspectives on the interactions of professionals contributing to leadership capacity 

building activity (Daly et. al., 2010; Moolenaar, Daly, & Sleegers, 2011).   

Studies on educational leadership using frameworks inclusive of antecedents of trust may 

also benefit the field (Hanford & Leithwood, 2013).  This study contributes to findings of 

instructional teacher leadership under some of these antecedents of trust, particularly openness, 

respect, and integrity (see interview question 7; Adams, 2013; Cosner, 2009; Ghamrawi, 2013; 

Hanford & Leithwood, 2013).  This study is consistent with others where much may be 

uncovered by investigations of instructional teacher leader practices analyzed by social measures 

of density, rate of interaction, and centrality of activity (see Tables 5-8). 

This review finds support for ongoing research in social theory using both qualitative and 

quantitative methods (i.e. social network analysis).  Those seeking to understanding relationships 

between leadership and instructional improvement may benefit greatly from a detailing of 

macro- and micro-tasks descriptive of school leadership (Daly et al., 2010; Moolenaar, Daly, & 

Sleegers, 2011; Spillane, Halverson, & Diamond, 2001) 

Conceptual Models and Quantitative Instrumentation 

It is possible that specific conceptual models detailing school leadership practice, 

inclusive of instructional teacher leadership practice, could open the door to incorporating other 

fields of research.  Subsequently, or paralleling studies on educator personality traits effecting a 

shared responsibility over instructional leadership may reflect unique cultural aspects of school 

systems.  These directions could provide empirical evidence in support of an emergence of new 

conceptual models of school leadership.  Simultaneous studies could refine some teacher 

leadership activity further identified as instructional teacher leadership behavior or practice 
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under the thematic conceptual model of this review (King & Bouchard, 2011, see Figure 1, Table 

1).   

This dissertation study provides an empirical basis for the author’s multi-phase 

development of an instrument measuring instructional teacher leadership behaviors conducive to 

school leadership capacity building (ITLRSBSC; Lear, Godin, Werner, & Flamisch, 2015).  An 

instrument does not exist to measure the self-report perception of teachers regarding the activity 

of instructional teacher leadership for the purpose of building capacity in schools.  Although a 

pioneering instrument, the Teacher Leadership Inventory (TLI) was developed to measure 

teacher leadership; it is not designed specifically to measure instructional leadership behaviors of 

teachers fulfilling leadership roles for capacity building activity for school improvement 

(Angelle & DeHart, 2011).   

Another instrument has been designed to measure the frequency of teacher leadership 

behavior; the Observationally Anchored Rating Scale of Teacher Leadership.  Again, this 

frequency instrument is not designed specifically to measure instructional leadership behaviors 

of teachers fulfilling leadership roles for capacity building activity toward school improvement 

(Metzgar, 2008).  Although the suitable instrument, Instructional Teacher Leadership Rating 

Scale for Building School Capacity (ITLRSBSC), is in development by the author of this 

dissertation (Lear et al., 2015; Lear et al., 2015b), it is not fully developed at the time.  This 

study will serve, in part, in the development of the ITLRSBSC instrument. 

Chapter Summary 

This study investigated how teacher leaders practice instructional leadership and why 

they choose to implement specific instructional leadership practices. The findings are 

informative for researchers, principals, and other school leaders seeking improved student 
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performance through supporting instructional teacher leadership practice. Distributed leadership 

configurations, as well as other configurations, are surrounded by school culture and climate.  

This investigation also gives insight into a valid framework for school leaders to assess their own 

organizational structures of instructional teacher leadership and how these initiatives can be 

fostered. 
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APPENDICES 

Appendix A 

Informed Consent Letter 

AN EXAMINATION OF HOW AND WHY TEACHERS PARTICIPATE IN 

INSTRUCTIONAL LEADERSHIP 

 

Informed Consent Form 

Before agreeing to participate in this study, it is important to understand the purpose, benefits 

and risks associated with this study.  It is also important to know how the study will be conducted 

and the amount of time which your participation will require.   

 

Introduction to the Research Project:  This research project as a whole focuses on the 

improvement of academic achievement in schools by sharing leadership responsibilities, with 

particular interest in understanding how teachers may be able to lead in specific instructional 

improvement practices.  This study does not aim to evaluate your techniques or experiences. 

Rather, I am trying to learn more about choices teachers make to exhibit their instruction 

leadership and the school influences that guide their participation decisions.  Teacher 

participation in leadership toward academic achievement is shown to benefit schools.  

 

Primary Researcher: Jeffrey Lear is a doctoral student at East Stroudsburg University of 

Pennsylvania and is the primary researcher for this project.  He will be conducting a telephone 

interview with teacher leaders. 

 

Purpose of the Study:  You will be asked to participate in a study which examines how teachers 

choose practices to participate in teacher leadership to sustain school improvement and increase 

a school’s leadership capacity.  

 

Study Procedures:  You will be asked to participate a single telephone interview session.  I’m 

going to ask you a few questions on a wide variety of topics: instructional climate, distributed 

leadership, school “vision,” routines/procedures, professional development, instructional 

reflection, and curriculum writing.  It is anticipated that each interview will last between 45 - 90 

minutes.  If you agree, the researcher may contact you one additional time within three days by 

telephone to clarify a response.  A brief follow-up interview may be necessary for addition 

clarification, or for member checking, to review the data for accuracy.  If an interviewee has time 

constraints or other unforeseen coordination circumstance, the original interview may be 

segmented into smaller sequential sets of interviews. 

 

Foreseeable Risks: No foreseeable risks are involved with this study. 

 

Ethical Concerns:  To alleviate any concerns, you will be provided an opportunity at the onset 

of the interview session to ask questions about participation in the study and if you understand 

this consent document. You may choose not to answer any interview question or discontinue the 
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interview at any time.  Your participation or non-participation in this study will in no way be 

reflected with any preferential or discriminatory treatment.  

 

Benefits to the subjects or others:  It is expected that this research project will not directly 

benefit the participants.  The general findings may be informative to the education research 

community about teacher leadership. 

 

Procedures for maintaining confidentiality:  All telephone interviews will be recorded and 

transcribed onto an electronic typewritten document within 72 hours for analysis by the 

researcher.  The created document will be stored on the researcher’s password protected 

computer.  Within the 72 hours identifiable information (e.g. names of participates, 

school/institution names) found in the electronic typewritten document will be replaced with 

pseudonyms. The voice recording will be deleted/destroyed as soon as the primary researcher 

verifies transcription.  The researcher’s computer is password protected and the researcher is the 

only person with access.  

 

Protection of participants: This research study has been reviewed and approved by the East 

Stroudsburg University Institutional Review Board.  The ESU Institutional Review Board can be 

contacted at (570) 422-3302 with any questions about your rights as a research participant in this 

study.   

 

By signing below you are indicating that you have read the above information and are 

voluntarily agreeing to participate in this research study.  Throughout the study your 

participation is voluntary and you may stop at anytime if you feel uncomfortable.   

 

Participant ______________________________   Date ____________ 

 

 

Researcher ______________________________   Date ____________ 
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Appendix B 

Certificate of Completion 

 

 

 

 

 


