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ABSTRACT
TEACHER LEADERSHIP BEHAVIORS AND PROACTIVE INFLUENE TACTICS

IN NORTH CAROLINA PUBLIC SCHOOLS

Heidi B. Von Dohlen
Western Carolina University

Director: Meagan Karvonen, Ph.D.

This study examined teacher leadership behaviarperactive influence tactics used
among interactions of teachers in North Carolirteosts. All teachers are now required
to demonstrate leadership in the classroom, ist¢heol, and in the teaching profession
(North Carolina Professional Teaching Standarde8p0Since teachers hold no formal
authority over one another, teachers use a varifatyfluence tactics to lead peers. The
conceptual framework for this study used a blen8mflane, Halverson, and Diamond’s
theory of distributed leadership, Yukl's identifica of 11 proactive influence tactics,
teacher leadership behaviors aligned with the NG#folina Professional Teaching
Standards, and North Carolina Standards for SdEwetutives. This framework
provided insight into how teachers lead when teachee both leaders and followers.
This study answered five research questions:

1. What leadership behaviors do teachers enact indioand informal

situations?
2. What behavioral influence tactics do teachers pegce used on them?

3. What behavioral influence tactics do teachers use?



4. What patterns of influence among teachers are egedavith teacher

leadership behaviors in formal and informal sitoias?

5. How does principal support influence teacher lestuipf?

This study used a correlational, cross-sectiorsarch design. The sample
consisted of classroom teachers in seven schdolctsacross the stathl &€ 493). A
Teacher Leadership Behavior Questionnaire was tasexiplore specific teacher
leadership behaviors and the target and agenoversif Yukl's Influence Behavior
Questionnaire (IBQ) were used to measure behavitffaence tactics used among
teachers. Teacher leadership behaviors were caedanto six different groups based
on situation: informal classroom, formal classroamiprmal school, formal school,
informal profession, and formal profession. Cmegtind maintaining a safe and
supportive classroom environment had the highesepéage of high-frequency
behavior. Conversely, few respondents said they eten develop policies or lead
professional development outside of their schddie proactive influence tactic
respondents reported being used most frequenttjanm as targets was facts and logic to
make a persuasive case for a request or propBsahctive influence tactics that used
pressure were reportedly used the least oftensporelents. Demanding to carry out a
request was the behavior with the lowest percentégequency. Similarly, as agents of
influence, the most frequently used proactive iafice tactic respondents reported using
was facts and logic to make a persuasive caserfaquest or proposal. Very few
respondents reported frequent use of pressuresamtidemanding a colleague carry out
a request. There was a statistically significasbaiation between pressure tactics and

formal school and formal profession leadership.ed{ghon-pressure tactics and target
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non-pressure tactics were both statistically sigarftly and positively associated with
informal school, formal school, informal professiamd formal profession situations.
Principal support was statistically significantlysaciated with teacher leadership all

six situations of teacher leadership behaviornteans were higher when principal
support was higher. Findings indicate it is incemiupon the North Carolina State
Board of Education, local school districts, priradgy and teachers themselves, to develop
leadership skills among teachers. In additiothéfuse and acceptance of pressure
tactics when leading in education increased, NG#folina public schools may

experience an increase in the number of teachadiig in our schools and profession.
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CHAPTER 1: INTRODUCTION
“...it is not important for teachers to ‘feel’ empored; it is imperative that thelye
empowered” (Rettig, 2004, p. 264).

Professional standards for teachers and princi@ale changed in North
Carolina. As of the 2010-2011 school year, altheass are required to demonstrate
leadership in the classroom, in the school, arttlerteaching profession (North Carolina
Professional Teaching Standards, 2008). Additlgnptincipals are expected to utilize
distributed leadership and engage teachers infglaigeroles (North Carolina Standards
for School Executives, 2006). Unlike principakachers, whether in formal or informal
roles, hold no formal authority over their colleagu Therefore, teachers use a variety of
influence tactics to lead colleagues. As pringpak urged to distribute leadership, and
teachers assume greater leadership roles, theggalfor educators will be to redefine
roles that have been historically hierarchical.

By mandating a distributed leadership perspectheNorth Carolina State Board
of Education (NCSBOE) is attempting to change lestulp practice in North Carolina
public schools. If all principals engaged teacherdecision-making and problem
solving, there would be no need for mandates floeeNCSBOE for administrators to
cultivate collaborative work environments. Likewisf all teachers were active leaders,
there would be no need to require all teacheretahstrate leadership. However, for
such a significant change to occur regarding lesiderin North Carolina schools, the
NCSBOE has set the expectations for leadershipl legacators, regardless of formal
position. With new professional standards, edusatopublic schools across North

Carolina may experience a shift in their thinkimgeractions, and purpose as their focus
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expands from students and self to colleagues ating the school. The ability to
influence others may play an increasingly signific@le as teachers lead other teachers.
Background

Over 100 years ago, Dewey experimented with dentiocllaborative schools.
Although Dewey (1916) recognized that formal pasi§ within a hierarchy were
sometimes needed, he advocated that collaboratiad essist in the development of
schools and society. Thirty years later, in onthefearliest volumes &ducational
LeadershipBahn (1947) advocated for a democratic strudgtusehools where
individuals were encouraged and expected to exethr greatest leadership potential
regardless of formal position. However, for thetp@entury democratic decision making
in public education has been minimal (Kesson & Hegadn, 2010).

Now, in the 2% century, democratic ideals have become increasembedded
in educational rhetoric (Lindahl, 2008; Little, Z)0rork-Barr & Duke, 2004). Within
many school systems, a more democratic climateavhing communities is emerging
(Crippen, 2005). Distributed leadership has beenfoamework for encouraging
democratic practices in schools. The term “disiielol leadership” applies to fields
beyond education, but within the field of educatfibe terms distributed leadership and
teacher leadership are often used interchangedlasicher leadership has been studied
with growing intensity for the past two decades(lahl, 2008; Little, 2003; York-Barr
& Duke, 2004). When schools function as learniogpmunities, teachers develop
strong, trusting relationships among colleagueschvim turn promote stronger teacher-

student relationships (Louis & Wahlstrom, 2011).
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Spillane, Halverson, and Diamond’s (2004) distrdaleadership perspective
addresses the multi-faceted concept of teacheetshigh. Within distributed leadership,
leadership practice is stretched over leadersdrothanization (Spillane, 2006).
Furthermore, interactions among leaders, followens, the school situation are mutually
interdependent (Spillane et al., 2004). Accordm@eachum and Dentith (2004), when
leadership is distributed in the school, leadershifts from authoritative to democratic
and teacher leadership is visible throughout tiheaslc Teachers participate in virtually
every operation within the school (Silva, Gimbé&rtNolan, 2000). Teachers are
embedded in the context of the school and they ttavability to shape the school
situation overtime (Lindahl, 2008). Leadership #melschool context, therefore, interact
as beliefs are shared, ideas are generated, andsaate implemented (Harris, 2003).
Schools are constantly changing human organizatammsisting of an interdependent
web of relationships (Rettig, 2004).

With all of the responsibilities required of pubsichools, leadership only by
those in formal positions is ineffective (Barth(02Q Lambert, 2003) and an exclusive
focus on principal leadership is non-inclusive Ibtypes of leadership in schools
(Spillane, Camburn & Lewis, 2006). When leaderssiponfined to formal positions,
informal leaders are often excluded from decisicakimg (Anderson, 2004). Research
has shown that in order for schools to meet alhefdemands today, diverse forms of
leadership and expertise (Harris & Spillane, 2088]) teacher leadership is essential
(Harris & Muijs, 2003; Louis & Wahlstrom, 2011; &4 et al., 2000). However, teacher

leadership has yet to be fully operationalizedunmation’s public schools (Beachum &
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Dentith, 2004; Helterbran, 2010; Katzenmeyer & MolR009; York-Barr & Duke,
2004).

The omission of teacher leadership in schools i©nty ineffective, it is not
feasible (Lambert, 2003). With the increasing Is\wé accountability and demands for
student achievement in K-12 public schools, th&ibistion of leadership among all
educators in our nation’s schools is needed (Neudn@mmons, 2000; Ogawa &
Bossert, 2000; Scribner, Sawyer, Watson & Meyed6,/2. All stakeholders in the
school community benefit through distributed leatigy (Leithwood & Mascall, 2008;
Miller, 2008) because leadership responsibilitiessinared among all educators
(Leithwood & Mascall, 2008; Lindahl, 2008; Robins@®08). Maxfield, Wells, Keane,
and Klocko (2008) declared, “In effect leadershis kevolved from a personal
characteristic to an organizational one, from atividual function to a collective
function” (p. 4).

Leadership is not limited to formal position withime hierarchy of an
organization. In past decades, the principal’s wehs to manage and control. In today’s
schools, the principal’s role is to inspire, motejaand create a shared vision. To create a
shared vision, teachers must have buy-in. As wachare responsibility for the vision
of the school, relationships are transformed, fodics become legitimate stakeholders in
the process, and schools move away from hieranstiy@vard a new understanding of
the concept of leadership (Owens & Valesky, 2007).

Examining the practice of leadership (SpillanelgtZz®04) and the relationships
and influence throughout organizations providegmsregarding how educators outside

of formal positions lead (Helterbran, 2010; Murghay.ouis, 1999; Ogawa & Bossert,
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2000; Timperley, 2005; Scribner et al., 2007). igtibuted leadership perspective
combines the efforts of many individuals in whibtle sum is greater than the parts and
the relationship between the individual and sostialcture is inherent (Woods & Gronn,
2009). Leadership is stretched over many memideremrganization (Spillane, 2006).
A distributed perspective of leadership importsititeractions of individuals in both
formal and informal roles (Harris & Spillane, 200&ducators are assuming new roles,
forging new relationships, and working within nenarhes of reference (Leonard &
Leonard, 1999). When leadership is defined basedmnal roles and responsibilities,
teachers often do not identify themselves as lsaddowever, when leadership is
defined as a broad, inclusive, participatory precésachers sense their purpose in
leadership (Lambert, 2003). By removing job titlesn the concept of leadership and
distributing leadership responsibilities accordiaghe situation, all educators can be
leaders (Harris, 2003; Lambert, 1998; Neuman & Samsy 2000; Phelps, 2008; Spillane
et al., 2004) because decisions emerge from thaboohtive efforts of many individuals
(Lambert, 1998; Scribner et al., 2007; Spillanalet2004).

Distributed leadership is a practice that has ofta@sted in organizations, but has
been rarely studied until the mid-1990s (Timper2305). Distributed leadership has
been studied to improve teaching and learning I@mglet al., 2004), and schools across
the United States have encouraged teachers t@taleadership roles (York-Barr &
Duke, 2004). Educational researchers and pracéit®ohave advocated for increased
teacher leadership in order to improve K-12 pusdicools; and district administrators

and principals have promoted teacher leadershaitact, utilize, and retain top-quality
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teachers whose knowledge has led school improvemigatives (York-Barr & Duke,
2004).

Research has recorded the benefits of distribet@delrship and shared
accountability within organizations (Elmore, 199jlpia & Devos, 2010; Margolis,
2008; Robinson, 2008; Leithwood & Mascall, 2008)istributed decision-making
reduces the chance of error from a single leadgr hmited information (Leithwood &
Mascall, 2008). School reform efforts are morecsgsful (Margolis, 2008) and school
improvement efforts are protected against persoctmahges (Robinson, 2008).

Distributed leadership in schools comes primanlyhe form of teacher
leadership that has been utilized to inform practind make decisions for the classroom,
school, and district (Little, 2003; York-Barr & Dak2004). Teacher commitment
increases when teachers have meaningful inputdiside-making and school
performance decreases when leadership is limitedltothose in formal positions of
power (Hulpia & Devos, 2010). Teacher leadershkligirasses demands on schools today
because as teachers develop as leaders, theieagwnlg spills over into the classroom
to positively impact teaching and learning througithe school (Hallinger & Heck,

2010; Leithwood & Mascall, 2008; Louis & Wahlstro2011).

As teacher leadership emerges, teacher leadenemnué many aspects of the
organization. and teachers and administrators reagfewed in open, responsive
schools (Harris, 2003; Beachum & Dentith, 2004inc8 teachers are immersed in their
schools, they are in a position to positively clatepdership practices. Teachers convey
the norms, values, and beliefs of the school tdesits, parents and community members

(Huffman & Jacobson, 2003; Jerald, 2006). Teacakssshape the attitudes and
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practices of new faculty members (Lindahl, 2008gacher leadership molds the school
culture (Ackerman & Mackenzie, 2006) and can prarmtimpede school reform efforts
(Lindahl, 2008). The ability to collaborate witthers is paramount (Danielson, 2007).
Collaborative educational planning and decisionimgkenefits both teachers and
students (Katzenmeyer & Moller, 2009). As teaclettaborate, influence becomes an
essential component of leadership (Yukl, 2006), laadership is “...socially constructed
and culturally sensitive” (Harris, 2003, p. 314).

Teachers demonstrate leadership as they set agevalasoward shared goals,
encourage creativity, and build strong relationshyith other teachers and leaders
(Printy, 2010); and as teachers work collaborayivigleir educational practices improve
(Printy, 2008). When schools function as learmaogimunities, teachers develop strong,
trusting relationships, which in turn, promote agger teacher-student relationships
(Louis & Wahlstrom, 2011).

Teachers lead in formal ways such as departmeirschead teachers, and
instructional coaches (Dozier, 2007; Harris, 2Q08nbert, 2003; Leithwood & Jantzi,
1999). In addition, teachers lead informally binging innovative ideas to the school,
working on projects, sharing professional expertissthwood & Jantzi, 1999), working
on curriculum, mentoring colleagues (York-Barr &Kay2004), and influencing
colleagues to improve educational practice by legqth learning communities
(Halverson, 2003; Harris, 2003; Harris & Muijs, &)Qattimer, 2007; Leithwood &
Jantzi, 1999; Louis & Wahlstrom, 2011).

Changes in schools from leadership centered antmsg tin formal positions of

leadership to distributed leadership requires sttdpmm principals; and district level
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administrators must encourage and inform principatbe value of distributed
leadership (Murphy, Smylie, Mayrowetz, & Louis, 200 Principals play an essential
role in supporting teacher leadership (Dufour, 199&lterbran, 2010; Huffman &
Jacobson, 2003; Hulpia & Devos, 2010; Lambert, 198&phy et al., 2009; Spillane,
2009; Steel & Craig, 2006). Principals supporthkes leadership through providing time
and space, as well as providing financial, mateaatl emotional support through
affirmation of teacher leaders’ work. Principasipport of teacher leaders influences
other teachers’ receptiveness to teacher leadeandi, 2007). In schools where only
the principal assumes formal leadership, teaclaeldeship is stifled and sporadic
(Katzenmeyer & Moller, 2009). A lack of principatgentionally developing teacher
leadership has inhibited the development of tealdaetership throughout the profession
(Helterbran, 2010). Therefore, understanding anddracing a new construct of
leadership where all teachers demonstrate leageisshinecessary change in practice for
principals as well as teachers (Anderson, 2004bBer et al., 2007). Lambert (2003)
argued, “...everyone is born to lead in the same tvayeveryone was born to learn” (p.
422), and teachers can be leaders in making chaog®grove teaching and learning
(Katzenmeyer & Moller, 2009).
The Emergence of Teacher Leadership

Teacher leadership has emerged primarily over éisetgvo decades. Although
educators are taking steps to increase teachesrkag, changing the concept of
leadership to include teacher leadership is a stmwing process. In practice, teacher
leadership has not increased by any substantisdunedéHelterbran, 2010; Lindahl,

2008). A major reason for the slow change is finstbrically, public schools in the
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United States have been hierarchical organizatimsisrecognize formal positions of
authority such as principals (Ackerman & Macken2i@)6; Crippen, 2005; Harris, 2003;
Scribner et al., 2007; York-Barr & Duke, 2004).

Little (2003) examined the development of teackadérship in three periods of
policy and reform from 1988-2002. In the 1980scteer leadership occurred via
intrinsic motivation. As quality teachers were sgded, their commitment to the
profession increased, and their accomplishment®ledhool improvement. From the
late-1980s to the mid-1990s, whole school reforforesf redefined leadership roles in
schools. Administrators encouraged teacher lehgefsr the purpose of achieving
school and school district reform agendas. Thémenahigh stakes accountability was
put into law in the late 1990s, teachers were rwmtunto leadership positions to meet
the demands of external accountability. Over thesedecades, while rewards for
teacher leadership have waned, demands have cedtiauncrease. Furthermore,
teacher leadership transformed from a productaif’idual educators’ internal
motivations, to a requirement of all educators tustate and federal accountability.

With all of the demands on school leaders todasfetlis a need to flatten the
hierarchy (Crippen, 2005; Harris, 2003; Scribnealgt2007), because schools can no
longer meet all of the educational and accountgladiemands by centralizing leadership
at the top of the organizational hierarchy (Ba2th)1; Beachum & Dentith, 2004; Foster,
2004; Rettig, 2004). Many forms of leadership ardertise, including teacher
leadership, are needed to meet the increasing dEmauschools today (Harris &

Spillane, 2008).
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Leadership and Influence

Leadership emerges through the interaction of lesadiellowers, and the situation
(Spillane et al., 2004). Viewing leadership thrbdlis lens provides insight into how
leaders accomplish tasks and the interdependeaicieag multiple leaders regardless of
formal position, followers, and the situation (Radon, 2008; Spillane et al., 2004).
Since leadership occurs through interaction, imfbgeis multi-directional and reciprocal
(Ogawa & Bossert, 2000) and influence between lesaaied followers flows both ways
(Spillane, 2006).

Leadership affects more than a person’s actiona{@gk Bossert, 2000).
Leadership entails influencing others through dantaraction (Harris, 2003; Owens &
Valesky, 2007) and it is highly contextualized (kaer & Heck, 2010; Spillane et al.,
2004). The situation influences leadership prastit.eithwood & Jantzi, 2000; Spillane
et al., 2004; York-Barr & Duke, 2004) as leaderskwwithin schools to influence others
(Ogawa & Bossert, 2000). Research that examirtesosconditions as well as
leadership tends to find significant effects ofdesship on student outcomes (Leithwood
& Jantzi, 2000). Therefore, the situation is aseasial component of distributed
leadership (Hallinger & Heck, 2011; Lambert, 2008uis & Wahlstrom, 2011) and the
situation cannot be separated from leadershiplégilet al., 2004).

By viewing leadership through influence and netvgask relationships, regardless
of position, the practice of leadership expandfi#omany resources available to all
members of the organization, and those resourcebeased to influence others to move
the organization forward (Lambert, 2003; Spillahale 2004). Palmer (2008) examined

the social networks in one high school to determaih&ch factors supported or hindered
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individual's opportunities to be influential in thechool. Findings in Palmer’s study
indicated the development of professional learmoigmunities best facilitate
opportunities for increased teacher leadership.

Yukl (2006) identified the ability to influence ats as power. Educators within
a school with different knowledge and skill setsymélize power and influence to
address different tasks (Owens & Valesky, 2007il&m@, 2006) and leaders emerge
from focusing professional interactions on sped#isks or goals (Spillane, 2009). Who
leads is dependent upon the situation, task, oarigctSpillane, 2006). The school
situation, leaders and followers interact to affgadent learning (Hallinger & Heck,
2010). Through these interactions, followers mawlsignificant factor in determining
who the leaders are (Harris & Spillane, 2008).

In a four-year longitudinal study on instructioheddership and interviews with
84 teachers in eight elementary schools, Spilleiaett, and Diamond (2003) found that
teachers constructed other teachers as infludatiders based on human, cultural, social,
and economic capital. Human capital refers to ®skills, knowledge, and expertise in a
certain area. Cultural capital refers to one’s whleing or interactive style. Social
capital refers to trust, connections, and relatiggss Economic capital refers to access to
materials and resources. Of these four typesmtaiacultural and social were used
most often to construct fellow teachers as infligntlt is through daily interactions that
leadership is constructed. When teachers perceiNeagues to hold valued capital,
leaders and influence emerge.

Influence and power within a school system affaetculture, initiatives, and

direction of the school system (Owens & Valesky)20 In 1959, French and Raven
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identified five categories of social power: rewatdercive, legitimate, expert and
referent (Yukl, 2006). Reward, coercive, and letgtte power are categorized as
position power and expert and referent power ategcaized as personal power (Yukl &
Falbe, 1991). How and when to use each type okpoov combinations of types of
power, is part of the art and skill of leadersh§ince teachers do not hold legitimate
authority over colleagues, influence to lead cofma® the respect and perceived
expertise they hold (Danielson, 2007). Therefai#hin teacher leadership, two types of
personal power, referent and expert, are most ofitned to influence colleagues
(Northouse, 1997). Referent power is employed whertarget person wants acceptance
or approval from the agent and expert power istioa when the target person conforms
or agrees because he or she believes the agespérEal knowledge about a subject or
how to perform a task (Yukl, 2006). Since educatave different knowledge and skill
sets, they may utilize power and influence to asldifferent tasks (Owens & Valesky,
2007).

Research has revealed that the use of influentieda@ries according to
profession and culture. Yukl, Seifert and Chaaf0g) identified 11 proactive influence
tactics used to influence peers. These tacticgatienal persuasion, apprising,
inspirational appeals, consultation, collaboratiogratiation, personal appeals,
exchange, coalition tactics, legitimating tacteusg pressure. Faeth (2004) compared the
use of Yukl's influence tactics among ordained Eydeaders in the Episcopal Church.
Regardless of formal or hierarchical position, Rdetind little difference in use of
tactics between the two groups. Collaborationsotiation, and rational persuasion were

used most frequently, followed by inspirational epls, ingratiation, and legitimating
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tactics. Conversely, in a cross-cultural study parmg American business managers
and Chinese business managers with companieshrcbantries, Yukl and Fu (2000)
found differing influence tactics based on natidgalRational persuasion and exchange
were more effective according to American managdtige coalition tactics, upward
appeals, and gifts were rated more effective byn€se managers.
Rationale for the Study

“Leading organizations is no longer a solo act”

(Maxfield, Wells, Keane, & Klocko, 2008, p. 11).

Influence has been studied in doctoral dissertatiorthe fields of business,
health, education, and the ministry. Barbuto(1897) and Adeyemi (1999) studied
influence tactics in business. Lewis (1993) Mmaktin (1996) studied influence tactics
among nurses. Dimeo (1996) studied influence hehmamong adult students, and
Faeth (2004) studied influence tactics used bydesaoh the Episcopal Church. Because
of the role influence plays in teacher leadersiiis, necessary to understand leadership
as a network of relationships with multidirectiosakial influences and more flexible
role definitions (Helterbran, 2010; Murphy & Loulk999; Ogawa & Bossert, 2000;
Timperley, 2005; Scribner et al., 2007; Spillanalet2004). However, no study exists
that examines influence tactics used among teagtteza all teachers are expected to
lead.

Understanding how leadership happens is esseotmbvide useful knowledge
for school leaders (Spillane, 2006; Spillane, Caml&ulLewis, 2006). What is known
about distributed leadership (Spillane, et al.,8Gthd teacher leadership (York-Barr &

Duke, 2004) is primarily through small-scale caselies. Few studies are large-scale,
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guantitative research designs and there is linriéedarch on the practice of school
leadership, especially on informal leadership (8pé et al., 2004). Principal leadership
has been the primary focus of leadership in sch@pdlane, et al., 2006; Hallinger &
Heck, 2010), and little is known regarding how tess influence each other in school
leadership (Leithwood & Jantzi, 1999). Brosky (2D6tudied six influence tactics and
political skills of 149 teachers in Michigan andifal the political skills used most among
teacher leaders in a formal leadership program s@c&l astuteness, interpersonal
influence, and apparent sincerity. Palmer (20@8)rened the social networks in one
high school to determine which factors supportelindered individual’s opportunities
to be influential in that school. Continued regsbaon teacher leadership and its
incorporation into practice is needed (Mangin &&btoga, 2010). More research is
needed to examine leadership through interactioreng personnel within organizations
(Ogawa & Bossert, 2000; Robinson, 2008; Scribnat.eP007; Spillane, 2009) and
leadership among all staff (Leithwood & Mascallp8Pnot only a few teacher leaders
(Lindahl, 2008).

To understand leadership in the school conteid,necessary to examine
interacting components of leaders, followers amdsituation (Ogawa & Bossert, 2000;
Robinson, 2008; Spillane, et al, 2004). Spilla2@0E) stated it is necessary to examine
leadership practice at the collective level andya@ahow leadership is stretched over
leaders. Since the degree of social influencedlowlti-directionally throughout the
organization (Ogawa & Bossert, 2000; Scribner gt28107), it is important to examine
the interactions of individuals in both formal antbrmal roles (Harris & Spillane,

2008). Research that extends beyond focusing sigrited leaders shows that teachers
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also lead in schools (Spillane, 2006). Spillan@n@urn and Lewis (2006) studied the
methodological and epistemological trade-offs afrfapproaches to study how
leadership is distributed in schools. Finding$eddd when studying the school as
designed, by formal leaders, versus studying thedas lived, including informal
leaders. When studying the school as a lived dzgdaon, many informal leaders
emerged, and the efforts of some formal leaders Vemis influential.

Historically, teachers have been viewed to hate limfluence outside of the
classroom (Beachum & Dentith, 2004). Egalitariannms within schools, that all
teachers are equal, have hindered teachers frapistginto leadership roles (Murphy et
al., 2009). Changing leadership practices in N@dholina require all teachers to
demonstrate leadership in the classroom, in theaichnd in the profession (North
Carolina Professional Teaching Standards, 2008pirBon (2008) stated, “A critical
research agenda for researchers in distribute@itshiph involves the study of the
conditions under which teachers, especially thasleowt positional authority, succeed in
influencing their colleagues in ways that bendfidents” (p. 254). Setting this study
apart from other studies on leadership in schaolkat it focuses on all teachers as
leaders. Although not all teachers lead in theesauays, in North Carolina, all teachers
are expected to lead. As schools move toward argions where leadership is
distributed among all educators, it is useful tarame teacher leadership behaviors and
how teachers use influence while leading withinostt
Overview of the Study

Because of changing professional standards foh&ea@nd school executives in

North Carolina, principals are expected to engagelters in leadership roles (North
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Carolina Standards for School Executives, 2006)aingachers are required to
demonstrate leadership in the classroom, in theadchnd in the profession (North
Carolina Professional Teaching Standards, 2008)pricipals are expected to
distribute leadership, and teachers assume greatership roles, the challenge for
educators will be to redefine roles that have Westorically hierarchical. In the 2010-
2011 school year the NCSBOE, through its profesditeaching standards, mandated
that all teachers demonstrate leadership. No ghddi study exists that examines
proactive influence tactics used by teachers, andhNCarolina provides a unique
context because of its new teaching standardsinga/voice to teachers while
examining leadership behaviors and proactive imitgetactics among teachers in North
Carolina will inform educators regarding the chaxggpractice of leadership.

The purpose of this research was to examine tedéeaaership behaviors and
proactive influence tactics practiced among teacheNorth Carolina public schools.
As multiple educators work together to lead pubtibools, an understanding of teacher
leadership behaviors and proactive influence tactan help educators navigate through
their interactions to improve teaching and learnifig focus exclusively on the hav
teacher leadership, this study examined teacheadelrship behaviors and proactive
influence tactics when teachers are both leadet$adiowers. This study answered five
important research questions:

1. What leadership behaviors do teachers enact indioand informal

situations?

2. What behavioral influence tactics do teachers pegce used on them?

3. What behavioral influence tactics do teachers use?
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4. What patterns of influence among teachers are egedavith teacher

leadership behaviors in formal and informal sitoiasi?

5. How does principal support influence teacher lestuipf?

This study used a correlational, cross-sectiorsdarch design. The population
for this study consisted of employed classroomiteecin North Carolina public schools
in the 2011-12 school year. A cluster random samg@pproach was used to survey
public school teachers throughout North Carolibata were collected through a survey
guestionnaire at the commercial website, Qualtridse survey consisted of a Teacher
Leadership Behavior Questionnaire designed bydkearcher, the target version of
Yukl's Influence Behavior Questionnaire (IBQ-G) datine agent version of the IBQ-G.
The questionnaires were combined into one survegdse of administration.

Definitions

The following terms have specific meanings usedhiwithe context of this study.
The definition of leadership is varied throughcegearch. For the purpose of this study,
| have selected Yukl's (2010) definition of leadeps

Leadership- “The process of influencing others to understand agree about
what needs to be done and how to do it, and theepsoof facilitating individual and
collective efforts to accomplish shared objective4dikl, 2010, p. 8).

Distributed Leadership A framework that views leadership practice “...as the
product of the joint interactions of school leadéoiowers, and aspects of their situation
such as tools and routines” (Spillane, 2006, p. 3).

Power— “The capacity of one party (agent) to influenoethaer party (target)”

(Yukl, 2006, p. 146).
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Influence tactic- “The type of behavior used intentionally to ughce the
attitudes and behavior of another person” (YukD&(. 164).
Assumptions
This study makes the following assumptions:
1. Leadership is not limited to formal position.
2. Leadership is distributed among principals andheexin North Carolina
schools.
3. The concept of teacher leadership is a changingipea
4. Teachers will answer survey questions honestly theid collective answers
will provide an accurate description of teachedbrahip behaviors and
behavioral influence tactics.
Delimitations
The following delimitations bound this study:
1. The concept of teacher leadership is multi-facefBais study addresses
teacher leadership through a blend of Spillaneyétabn, and Diamond’s
(2004) distributed leadership perspective, YukZ8(Q6) proactive influence
tactics, and teacher leadership behaviors.
2. The sample is limited to certified teachers emptbiye2011-12 in North
Carolina school districts, selected through cluséanpling methods.
3. This study only examines the behavioral influerasits of teachers.
Examining the influence tactics of all stakeholdsrseyond the scope of this
study.

4. School culture plays a role regarding the extenthah teachers are able to



lead and, therefore, influence others while leadiAg examination of

participants’ school cultures is beyond the scdphise study.

29
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CHAPTER 2: REVIEW OF LITERATURE
“...the issue of how educators are treated withinrtbesn school walls needs to be
resolved if we are to have lasting, significantimpea in schools”
(Glickman, 1990, p. 69).
Purpose and Organization
The concept of teacher leadership is multi-facefBais study addresses teacher
leadership through a blend of Spillane, Halversma Diamond’s (2004) distributed
leadership perspective, Yukl’'s (2006) proactivéueahce tactics, and teacher leadership
behaviors. When examining leadership in schob&scbncepts and practices of
distributed leadership, teacher leadership, aridente are distinct, yet overlapping.
This review of literature synthesizes peer-reviewditles and research on

distributed leadership, benefits of distributedd@hip, and criticisms of distributed
leadership. Teacher leadership is introducedmBiband informal teacher leadership,
barriers to teacher leadership, supporting theldpugent of teacher leadership, and the
role of principals in promoting teacher leadersdnip discussed. An explanation of
teacher leadership in North Carolina, principatexship in North Carolina, and the
situation provide the setting for this study. Hyaesearch regarding how power and
influence are used to affect leadership behaviodsamalyzing proactive influence tactics
in organizations is examined. This review of hitteire concludes with a description of
the conceptual framework for this study: A blendspillane, Halverson, and Diamond’s
(2004) distributed leadership framework, Yukl's @B) identification of 11 proactive
influence tactics, and teacher leadership behavidhss framework provides insight into

how teachers lead in schools using proactive inffegactics through the interactions of
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leaders, followers, and the situation when teacaerdoth leaders and followers.

Distributed Leadership

“Distributed leadership cultivates collective owséip of both successes and problems,
as well as responsibility for results” (Neuman &®nons, 2000, p. 9).

Leadership is the product of interactions amonddes, followers, and the
situation. Distributed leadership is a framewarkuhich leadership practice is stretched
over multiple leaders in the school (Spillane, 2008s external demands on public
schools increase, schools are moving away fromadmgratic command and evolving
more into organizations with collaboration and mlistted leadership perspectives
(Lambert, 2003; Owens & Valesky, 2007; Louis & Wathdm, 2011; Spillane et al.,
2004). Learning and leading are mutually suppoatettbns and leadership emerges as
adults learn together and engage in reflectiveodia in a learning community (Lambert,
2003).

The practice of distributed leadership requiresnf@rleaders to involve other
competent staff members in leadership, regardiiegesition, so that stakeholders have a
voice in decision-making (Spillane et al., 2008owever, distributed leadership is more
than delegating additional responsibilities to tess so that the administrative workload
is shared (Elmore, 1999). Distributed leadersbgidrs community, ownership,
engagement, more manageable workloads (Spillai®¥®)28nd shared accountability
(Hallinger & Heck, 2010; Maxcy & Thu Su'o'ng, 200@)istributed leadership increases
school capacity (Hallinger & Heck, 2010) and infiges student achievement (Louis &
Wabhistrom, 2011). For collaborative leadershigvtok, educators must trust each other,

be willing to collaborate, have common goals, agica that the process is continuous
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(Weingast, 1980). Leadership must be distributedugh planned, intentional strategies
(Mascall, Leithwood, Straus, & Sacks, 2008).

Leadership is an influence process (Spillane, 200}, 2006) comprised of
social interactions through “...networks of rolesttb@amprise organizations” (Ogawa &
Bossert, 2000, p. 53). In the distributed leadprélamework developed by Spillane et
al. (2004), leadership emerges through the interacf leaders, followers, and the
situation. This framework provides insight intoshteaders accomplish tasks and into
the interdependencies among multiple leaders réggrdf formal position, followers,
and the situation. Effective distributed leadgugbriactice engenders reciprocal
accountability among those acting as leaders (ktgh & Heck, 2010; Maxcy & Thu
Su'o'ng, 2006) and followers within the contexaddituation (Robinson, 2008; Spillane
et al., 2004). Individuals in schools may be leade followers depending on the
situation (Spillane, Camburn & Lewis, 2006).

Benefits of distributed leadership. There are many benefits of distributed
leadership. Teachers are brought out of isolgtiohnson & Donaldson, 2007) and the
end result is that the quality of leadership pracexceeds the sum of each individual’s
leadership ability (Spillane et al., 2004). Teadeaders can provide leadership in areas
in which they specialize (Camburn, Spillane & Seilaas 2010). Teachers report being
more committed to the school if they have influeimcdecision-making and when their
knowledge and expertise is valued (Hulpia & De&f,0). Principals report they have
more influence on instruction when teachers ar@aged in decision-making because
teachers and principals are working closer togeahdrphilosophies and decisions shared

while collaborating transfer to the classroom (Bri2010). When teachers plan,
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coordinate, and execute professional developmethiein schools, decisions affecting
school reform are more successful (Margolis, 2008),e sustainable (Kellogg, 2006),
and protected against personnel changes (Robi@808). In addition, collective
decision-making reduces the chance of error framgle leader with limited
information (Leithwood & Mascall, 2008).

Perhaps the most important impact made by disetblg¢adership, however, is
the positive effect on teaching and learning (End®99) and student achievement
(Barth, 2001; Leithwood & Mascall, 2008; Louis & Wstrom, 2011). In a 4-year study
of 198 elementary schools, Hallinger and Heck (20a0nd a positive correlation
between distributed leadership and school improvem8chool improvement was
positively related to growth in reading and maktallinger and Heck’s findings
“...provide empirical support for the premise thadt@als can improve learning outcomes
regardless of their initial achievement levels harmging key organizational processes
such as leadership and school improvement capgpityf04).

In a 4-year study on distributed leadership andestt achievement in New
Zealand, Timperley (2005) found that distributeaidership affected student
achievement, although student levels of successdiaileachers’ expectations of
student achievement increased and different aeswtere developed to address student
under-achievement. Similarly, Foster (2004) coteldi@a case study examining the
relationship between leadership and school sucdésster found that competent
administration and teacher leadership contributexthool success.

Skeptics of distributed leadership. Not all educational researchers advocate for

distributed leadership in schools and some reseesdite concerns about the practice of
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distributed leadership. One significant problenuimderstanding distributed leadership is
that distributed leadership has many differentrdtfins (Harris & Spillane, 2008;
Robinson, 2008). Lakomski (2008) stated confugiaunderstanding distributed
leadership because the concept is demonstratetferedt behaviors, practices, and
policies. Fitzgerald and Gunter (2008) contendhed eadership tasks and responsibility,
not power, are distributed in schools. Distributssblership is a practice that impacts
organizational reform decisions often made aboeesthool level. By using terms such
as teacher leadership, bureaucracies manipulatieetssato accept additional
responsibilities without additional compensatidturthermore, Fitzgerald and Gunter
contested the role of teachers is to teach. Tbezgthere is no need to change the
language to include leadership in the professierpkctations of teachers.

Gronn (2003) acknowledged the “obviousness” (p.) 288listributed leadership:
that all principals use distributed leadershipdme extent to accomplish the myriad of
tasks within a school, however, principals are ldding the organization. By extolling
the concept of distributed leadership, Gronn (20@8gd there is a propensity to identify
every initiative and responsibility of teachers gmuhcipals as leadership. Furthermore,
Timperley (2005) warned, “Distributing leadershigo more people is a risky business
and may result in the greater distribution of inpatence” (p. 417). In a study on
facilitating principals’ support for instructiontdacher leaders, Mangin (2007) found
principals who are highly supportive of teachedkrahip experienced greater success in
their schools as they worked with instructionattesr leaders. However, since
sustaining teacher leadership requires direct stifjoon the principal, additional work

may be added to the principal’s responsibilities.
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Finally, Leithwood and Jantzi (2000) argued thatributed leadership, although
used to improve the status of teaching, might devtie profession. Advocating that
everyone is a leader diminishes the role and impiciiie concept of leadership.
Teaching is an honorable profession in most cudtui suggest that teachers must also
be leaders implies the art and skill of teachiregraot sufficient.

Teacher Leadership
“Teachers can find a wealth of opportunities toesx their influence beyond their own
classrooms to their teaching teams, schools, astlickis” (Danielson, 2007, p. 14).

The term “teacher leader” is defined in many waysugh a combination of traits
and actions. Traits of teacher leaders includegoperceived as excellent teachers and
being respected by their peers. Demonstrating lettye of excellent instructional
practices, understanding the school culture, andthpakills to lead colleagues are traits
of successful teacher leaders (York-Barr & Duké&f0 Danielson (2007) said,
“Teacher leaders call others to action and enetyeen with the aim of improving
teaching and learning” (p. 16).

In a study of teacher leadership in North Carolsunerintendents stated that
teachers should be leaders outside of their classpbe influential among their
colleagues, and be able to provide professionalitigafor their peers (Jones, Smith, &
Von Dohlen, 2010). Silva, Gimbert, and Nolan (20@8serted, “...teacher leaders
navigate the structures of schools, nurture retah@s, model professional growth, help
others with change, and challenge the status quaibyg children’s voices” (p. 779).
Many teachers desire to have a wider influencéeir fprofession, although they do not

aspire to be administrators (Danielson, 2007).risl@and Muijs (2003) said, “Teacher
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leaders lead within and beyond the classroom, ittheytify with and contribute to a
community of teachers and influence others towanpkoved educational practice” (p.
40).

As indicated by definitions of teacher leaderschea leadership is also defined in
many ways. York-Barr and Duke (2004) defined teadbadership as “...an umbrella
term that includes a wide variety of work at mu#ifevels in educational systems,
including work with students, colleagues, and adstiators and work that is focused on
instructional, professional, and organizationaledlepment” (p. 288). Teacher leadership
is “...a fluid, interactive process with mutual indloce between leader and follower”
(Anderson, 2004, p. 100). Teacher leadership ksi@s the democratic ethos of
reflective thinking and independent decision-maki@gppen, 2005).

Formal and informal teacher leadership. There are recognized formal
positions of teacher leadership that are oftentified by the principal (Patterson &
Patterson, 2004) such as department chairs, leatldes, mentors, instructional coaches
(Dozier, 2007; Harris, 2003; Lambert, 2003; Leitloga Jantzi, 1999), members of
curriculum committees (Patterson & Patterson, 2084l union representatives
(Leithwood & Jantzi, 2000). Through these formasifions, teachers advocate for
teachers’ work (Leithwood & Jantzi, 2000).

Teachers also lead informally (Ackerman & Macken2i@06; Harris, 2003;
Lambert, 2003). Teachers lead informally by bmgginnovative ideas to the school,
working on projects, sharing professional expertissthwood & Jantzi, 1999),
volunteering for new projects (Leithwood & Jan2000) working on curriculum,

mentoring colleagues, encouraging parent and cortynarolvement (York-Barr &
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Duke, 2004), and influencing colleagues to impregtacational practice by leading in
learning communities (Halverson, 2003; Harris, 2088rris & Muijs, 2003; Lattimer,
2007; Leithwood & Jantzi, 1999; Louis & Wahlstrod@11). By actively planning their
school’s professional development plans, teachetrsmly lead, they enhance the
chances of successful outcomes on school init&ijVeachers Network Leadership
Institute, 2005). Leonard and Leonard (1999) foteathers considered informal
leadership to evoke change more than formal cotith@ leadership.

Teachers demonstrate leadership as they set agevalasoward shared goals,
encourage creativity, and build strong relationshyith other teachers and leaders
(Printy, 2010); and as teachers work collaborayivigleir educational practices improve
(Printy, 2008). When schools function as learmaogimunities, teachers develop strong,
trusting relationships, which in turn, promote stgger teacher-student relationships
(Louis & Wahlstrom, 2011).

Barriers to teacher leadership. Teacher leadership is hindered for a number of
reasons. Teacher leader roles are often unclelangdn & Donaldson, 2007) and
teachers are often asked to assume leadershipomkep of their instructional duties,
without compensation or release time (Lindahl, 2008 addition, although charged to
lead, a barrier to teacher leadership is that eraabften lack (Lord & Miller, 2008;
Sherrill, 1999) or perceive that they lack effeetleadership skills to lead adults
(Katzenmeyer & Moller, 2009). Teachers are seladi@red opportunities to develop
leadership skills (Dozier, 2007). Dozier (2007)rid of 179 teachers surveyed, 82% had
not received professional training for the fornaes for which they have been charged.

In a study of the role of superintendents in suppgiteacher leadership in North
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Carolina, Jones, Smith, and Von Dohlen (2010) &sdetif NCDPI and administrators
expect teachers to serve as leaders in their sslandl beyond, they must provide
training in the skill sets needed to achieve tljis"8). Teachers are often expected to
already possess the necessary leadership skitis,amquire these skills on the job
(Lattimer, 2007; Katzenmeyer & Moller, 2009); howeyvieading colleagues is not the
same as working with students (Danielson, 200 )ortler for teachers to lead,
leadership training is needed (Danielson, 2007;i&p2007; Lattimer, 2007; Lindahl,
2008). As teachers take on additional responséslitraining, recognition, and time
should be offered to them (Teachers Network Ledgedsstitute, 2005).

Another barrier to teacher leadership is that wieachers begin to work
collaboratively, tensions arise among colleagugaglng differences of opinions and
educational philosophies to the surface (Glickni®90). However, when members of
learning communities understand their own philosegphnd those of their colleagues,
educators can better realize why individual teaxinealy disagree on teaching strategies
and school policies. Acknowledging individualsffdrences and commonalities leads to
better understanding and improved working relatigus (Katzenmeyer & Moller, 2009).

Supporting the development of teacher leadershipThe shift from developing
teaching skills to developing leadership is a digant change from what teachers have
historically experienced (Harris, 2003; Helterbra@10). Just as teachers have been
trained to teach, now teacher leaders must besttidmlead (Dozier, 2007; Lord &
Miller, 2000; Sherrill, 1999). In a study of 17&ssroom teachers from 37 states that
had received awards for excellence in the classy@mnier (2007) found teacher leaders

want new leadership roles to expand to policymaking teacher recruitment, and
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teachers want more training so they can be moeetefe and engaged in policymaking.
Teachers must improve their confidence in the wiaidgpand recognize themselves as
experts in their field, in order to act as leaderheir schools (Harris, 2003). As teachers
grow as leaders, they are able to expand theirenfte beyond their classroom walls to
affect teaching and learning within their scho#atgenmeyer & Moller, 2009, Phelps,
2008; Danielson, 2007).

Leadership can be cultivated from the beginninteathers’ careers (Hummel,
2009). In order to lead, teachers must underdtagmdselves, their educational
philosophies, and their strengths. Educationdbpbphies influence why teachers do
what they do, and are the basis for decision ma@hglps, 2008). When teachers
examine their beliefs, they are then able to amah@wv congruent their actions are with
those beliefs (Katzenmeyer & Moller, 2009) and grape that teaching and learning are
joint endeavors (Hummel, 2009). Teachers shaheg educational belief systems
through collaboration can encourage other teadbaraderstand and refine their own
educational philosophies (Phelps, 2008). As taacwerk to align their beliefs with
their actions, the result is the development afrgjrleaders who have a greater ability to
influence others (Hummel, 2009; Katzenmeyer & MoIg009). When leadership is
conceptualized as professional growth that ementpes educators are engaged in
learning communities, all professionals in the aigation can share the responsibility
for leadership, success, and failure (Lambert, 28@8lane, 2009).

Katzenmeyer and Moller (2001) developed a modeldachers to become
leaders by understanding one’s own educationabpbiihies, assessing one’s readiness

to lead, and understanding the school’s cultureachers can be trained as leaders
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through university coursework and district-levebfessional staff development (Hickey
& Harris, 2005). Following a similar developmensalquence as formal training might,
mentoring by administrators and performing job-eddssl leadership tasks also develop
teachers as leaders (Taylor, Yates, Meyer & Kias@011; York-Barr & Duke, 2004).

The role of principals in promoting teacher leaderkip. Acknowledging that
leadership stretches beyond that of the schootipahdoes not limit the important role
of the principal. Distributed leadership simplkaowledges the collective endeavor of
leadership practice within schools (Spillane, 200B)e role of principals in supporting
teacher leadership is essential (Dufour, 1995;ddetain, 2010; Huffman & Jacobson,
2003; Hulpia & Devos, 2010; Lambert, 1998; Murphyak, 2009; Spillane, 2009; Steel
& Craig, 2006). For principals to foster distribdtleadership and support teacher
leadership, they must change the historically burestic way they have interacted with
teachers (Steel & Craig, 2006; York-Barr & DukeD2Q Principals must release
authority (Lambert, 1998; Louis & Wahlstrom, 2014yt distributed leadership does not
negate the important role of the principal to pdavieadership, it simply allows for other
leaders to emerge in leadership situations andites (Spillane, 2009).

The responsibility to actively engage teachergadeérship lies in the hands of
principals (Dufour, 1995; Helterbran, 2010), anis ihot sufficient for the principal to be
a passive supporter of teacher leadership (Johfagdonaldson, 2007). Crowther,
Kaagen, Ferguson and Hann (2002) claimed, “Wherbave seen teacher leadership
begin to flourish, principals have actively suppdrtt or, at least, encouraged it” (p. 33).
Principals’ support of teacher leaders influendbgioteachers’ receptiveness to teacher

leaders (Mangin, 2007) and helps teacher leaddmstoprofessional relationships with
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colleagues in order to facilitate teacher-to-teatd@dership (Johnson & Donaldson,
2007).

Bureaucratic leadership has been engrained intouttere of schools, and the
failure or success of schools rests on the shaalofathe principal (Spillane, 2009).
Principals sometimes resist distributed leader@Haris, 2003; Lindahl, 2008);
however, the demands on school administrators tadayearly impossible to meet
(Beachum & Dentith, 2004; Danielson, 2007; Man@®Q7; York-Barr & Duke, 2004).
Principals today are expected to be visionariestructional leaders, and managers.
Principals must answer to boards of education, rsueadents, teachers, parents,
community stakeholders, and federal and state atability requirements while trying
to meet the needs of students (Beachum & Denti@4 2Danielson, 2007; Mangin,
2007). With the increasing complexities in edumatino single individual possesses all
of the knowledge or skills to lead a school withdistributing leadership responsibilities
(Hulpia & Devos, 2010).

Principals who practice distributed leadership haggeater opportunity to
develop teachers as leaders in their school (Crevehal., 2002Huffman & Jacobson,
2003). Distributing leadership can share the bmafdeading schools, but expecting
principals to accept distributed leadership regug@me principals to transform their
styles of leadership (Murphy, et al., 2009), antidge confidence in their own leadership
skills (Helterbran, 2010). Many principals suppedcher leadership because they
realize the necessity of teacher leadership innipeovement of teaching and learning
(Ackerman & Mackenzie, 2006). However, some ppats may lack skills regarding

how to best support higher levels of teacher leddpr(Lattimer, 2007; York-Barr &
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Duke, 2004). The more knowledge principals hagaming the benefits of teacher
leadership, the more likely they are to supporthealeadership (Mangin, 2007).
Principals often make the assumption that sincehteya lead students in the classroom,
they can also lead adults in the profession. Hawnedhere are exceptional teachers who
lack leadership skills outside of the classroomrdL& Miller, 2000) and at times,
teachers seeking to lead beyond their classrooensiat by power struggles with
principals (Silva et al., 2000).

Principals support teacher leadership through piiogitime and space, as well as
providing financial, material, and emotional suggbrough affirmation of teacher
leaders’ work (Mangin, 2007). By distributing lemship, principals influence teacher
learning as they guide teachers’ collaborative waté support teachers’ efforts (Printy,
2008). Itis important for principals to have cdehce in teachers’ professional
judgment, and recognize teachers’ contributiondigldu& Devos, 2010; Steel & Craig,
2006). Principals must be aware of the relatior@dlire within schools, reduce teacher
isolation, and trust teachers. Giving feedbacleothan criticism is essential for
establishing trusting relationships. Finally, tppport teacher leadership, principals
should support teachers as learners and encowadership beyond the classroom
(Louis & Wahlstrom, 2011; Spillane et al., 2004e&8t& Craig, 2006).

Teacher Leadership in North Carolina

Educational organizations and schools have higtlityibeen hierarchical in
structure (York-Barr & Duke, 2004). However, ndvat all North Carolina teachers are
expected to demonstrate leadership, the practigadérship in North Carolina public

schools is compelled to change. North Carolinaois nalling on all of its teachers to
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expand their skills to become leaders in the ctassr in the school, and in the
profession (North Carolina Professional Teachiran8ards, 2008).

With the adoption of new professional teaching déads in North Carolina,
teacher leadership is expected by all, not onlyddyntary teacher leaders. Barth (2001)
asserted just as all students can learn, “...alhe@ccan lead. Indeed, if schools are
going to become places in which all students amlag, all teachemnustlead” (p.
444). In congruence with this vision for leadepsfiihe North Carolina State Board of
Education directed NCDPI to initiate a new vision teaching. In 2010-2011, NCDPI
implemented a new, statewide teacher evaluatidrume&nt to meet the demands for
education in the Zicentury. The new standards for teacher leadeeskiplefined in
Table 1. All North Carolina teachers must dematstteadership in the classroom, in
the school, in the profession, and advocate foo@ishand students. Descriptions for
each standard are presented. Teachers are rapgthbipals as developing, proficient,
accomplished, or distinguished on each of the lestuile standards (North Carolina

Professional Teaching Standards, 2008).
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Table 1

North Carolina Teacher Leadership Standards

Standard Description
Teachers lead in their Create a culture that empowers students to cotiddand
classrooms become lifelong learners.
Teachers demonstrate Work collaboratively with school personnel to ¢deea
leadership in the school professional learning community.

Provide input in determining the school budget ianithe
selection of professional development that meatsideds of
students and their own professional growth.

Participate in the hiring process and collaborath their
colleagues to mentor and support teachers to inepitoy
effectiveness of their departments or grade levels.

Teachers lead the Strive to improve the teaching profession.

teaching profession Contribute to the establishment of positive workiogditions
in their school.
Actively participate in and advocate for decisioakimg
structures in education and government that takargdge of
the expertise of teachers.
Promote professional growth for all educators avithborate
with their colleagues to improve the profession.

Note. Adapted fromNorth Carolina Professional Teaching Standardsy’North
Carolina Department of Public Instruction, 2008.

Although the NCSBOE has mandated that all teaatemsonstrate leadership,
there are no specific statewide professional dgvent initiatives to support teacher
leadership or to help teachers to become leadestsergthen leadership skills.
Therefore, supporting or building teacher leadgrshihe responsibility of district level
administrators and, primarily, principals. Murpétyal. (2009) stated it is administrators
who set the stage for distributed leadership aadher leadership to occur.

Principal Leadership in North Carolina

At a time when stakeholders are calling for refoand school improvement,

principals increasingly seek the knowledge, expeyrtand leadership of teachers

(Ackerman & Mackenzie, 2006; Hulpia & Devos, 201M).North Carolina, it is not only
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suggested that principals change their understgrafiteadership, it is required; and
standards for school executives are charging atgito create structures to support
distributed leadership (North Carolina StandardsSichool Executives, 2006).

The philosophy of education for North Carolina $Slamls for School Executives
(2006) clearly articulates expectations regardimgphilosophy of school leadership that
educators should hold. Excerpts related to leagersclude:

e Leadership is not a position or a person. Itfsactice that must be
embedded in all job roles at all levels of the sdlbstrict.

e The work of leadership is about working with, fordathrough people. It
is a social act...people are always the medium fetdhder.

e Leadership is not about doing everything onesdlfitaa always about
creating processes and systems that will causgtbirg to happen.

e The concept of leadership is extremely complexsstiemic in nature.
Isolating the parts of leadership completely miskegpower of the whole.

e Leadership is about setting direction, aligning amativating people to
implement positive sustained improvement (p. 1).

Each of the seven standards for North Carolina &8darecutives makes some
reference to distributed leadership and a more deatio ethos of leadership in schools
(North Carolina Standards for School Executive€60 Table 2 identifies some of the
elements within the standards that indicate Nodlo{ina expects its public school
administrators to move beyond a hierarchical stmecand involve teachers and other

stakeholders in leading North Carolina public sdsoo0
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Table 2

North Carolina Principal Leadership Standards Rel&to Distributed Leadership

Standard Description

Strategic Leadership Creates processes to disdribadership throughout the school.

Instructional Leadership Creates an environmepracticed distributive leadership and
teacher empowerment.
Creates processes and schedules that facilitatotiadorative
team design, sharing, and evaluation.

Cultural Leadership Creates a collaborative warkirenment predicated on site-
based management that supports the “team” as #ie Unait of
learning and decision-making within the school praimotes
cohesion and cooperation among staff.

Emphasizes a sense of community.
Empowers staff to recommend creativé' 2&ntury concepts for
school improvement.

Human Resource Creates processes for teaches to assume leadanshifecision
Leadership making roles within the school that foster theireeat
development.

Managerial Leadership Creates processes to iglemtd solve, resolve, dissolve, or
absolve school-based problems/conflicts in a é@mocratic
way
Designs scheduling processes and protocols thatizxstaff
input.

External Development  Creates systems that engage all community staketsoiid a
Leadership shared responsibility for student and school swces

Micropolitical Leadership Creates an environment and mechanisms to ensuntestial
stakeholder voices are heard and respected andrages
people to express opinions contrary to those diaity.

Note. Adapted fromNorth Carolina Standards for School Executivdsy’North
Carolina Department of Public Instruction, 2006.

Distributed leadership promotes reciprocal accdilityaamong those acting as
leaders (Hallinger & Heck, 2010; Maxcy & Thu Sun'2006). An end result of
distributed leadership can be that the qualityeaflership practice exceeds the sum of

each individual’'s leadership ability (Spillane &t 2004). By examining the situation in
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the execution of leadership tasks, the purposeaufdrship is acknowledged (Robinson,
2008; Spillane et al., 2004).
The Situation

The school setting is an essential component trildiged leadership (Hallinger
& Heck, 2011; Lambert, 2003; Louis & Wahlstrom, 20&and the context of the school
cannot be separated from leadership (Spillane ,2@04). School and classroom
conditions mediate the influence of school leadersfihe school setting influences
leadership practices (York-Barr & Duke, 2004) asdkrs work within schools to
influence others (Ogawa & Bossert, 2000), and jpads support distributed leadership
(Spillane, 2009). Distributed leadership combitiesefforts of many individuals in
which the sum is greater than the parts and tla¢ioakhip between the individual and
social structure is inherent (Woods & Gronn, 2009).

Empirical research supports the concept that lsageand school situation
cannot be separated. In a review of research #880-1995 exploring the relationship
between principal leadership and student achieveriiatiinger and Heck (1998)
identified four school conditions that leadersimifiuences: purposes and goals, school
structure and social networks, people, and orgéioiza culture. In a study exploring
the effects of principal and teacher leadershigtadent engagement with school,
Leithwood and Jantzi (2000) identified five schoohditions that are mediating
variables among leadership and influence: purpasdgoals, school planning,
organizational culture, structure and organizatsong information collection and

decision making.
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Purposes and goals are school conditions that ésenpchool stakeholders’
understanding of the direction of the school. $tiptanning entails the process of
creating the mission and goals of a school andddegiwhat actions need to be taken to
accomplish these goals (Leithwood & Jantzi, 200l)e generation of ideas, actions
taken, and reflection on success or failure islecive endeavor based on the
understanding, beliefs, and commitment of the grigoris, 2003; Spillane, 2009).

Organizational culture consists of the mutuallyredanorms, beliefs, values, and
assumptions that shape decision-making, actiomspeactices within a school
(Leithwood & Jantzi, 2000). Cultural norms are eegsions of virtues that are used to
educate (Von Dohlen, 1997). Teachers play a sagmf role in shaping the school
culture as they use common values and beliefs t& Wavard common goals (Huffman
& Jacobson, 2003; Jerald, 2006). Teachers aredaeddn the context of the school and
they have the ability to shape the school cultwerttme (Lindahl, 2008).

Structure and organization refers to the relatiggpeshmong school stakeholders
(Leithwood & Jantzi, 2000). Schools are constaatignging human organizations,
consisting of an interdependent web of relationsiiigettig, 2004). Information
collection and decision making involves the quatitynformation used to make
decisions in the school, how information is usedi the extent that members within the
school are included in making decisions (Leithwd&odiantzi, 2000).

One way to sustain collaborative information cdil@e and school-wide
decision-making is to institutionalize distributeadership (Lambert, 1998) through the
development of professional learning communitidsqQ$, Halverson, 2003; Harris,

2003; Lattimer, 2007; Louis & Wahlstrom, 2011).h8ols that sustain PLCs foster
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leadership (Halverson, 2003). A doctoral studyPlaymer (2008) examined the social
networks in one high school to determine whichdessupported or hindered
individuals’ opportunities to be influential in thechool. Findings in Palmer’s study
indicated the development of PLCs best facilitggpastunities for increased teacher
leadership. Through dialogue, reflection, and inqurofessional learning occurs,
teachers are brought out of professional isolatima, the school situation improves
(Danielson, 2007; Halverson, 2003; Lambert, 200®Ips, 2008; Louis & Wahlstrom,
2011). Opportunities emerge for teachers to leaahlly and informally (Printy, 2008)
to influence school initiatives (Halverson, 2008tause through PLCs teachers work,
learn, and act collaboratively to ensure schoolrowement and student achievement
(Buffum & Hinman, 2006; Bullough Jr., 2007; HarrZ)03; Huffman & Jacobson, 2003;
Louis & Wahlstrom, 2011).
Power and Influence

“Influence seems to be an infinite resource in $860 The more those in formal

leadership roles give it away, the more they acagjuir
(Leithwood & Mascall, 2008, p. 529).

The terms power and influence are often used ingamgeably when examining
leadership in organizations. Power and influenmeeoaerlapping yet distinct concepts.
The following section disentangles power and infleee French and Raven’s power
taxonomy (1959) is discussed, followed by an anslgEpower in organizations. Then,
an analysis of research in influence in organizretieads to an explanation of this

study’s use of Yukl’'s (2006) 11 proactive influerteetics.
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Power is part of leadership because “power icépacity or potential to
influence” (Northouse, 1997, p. 6). Leadershipamprised of more than a person’s
actions (Ogawa & Bossert, 2000); it entails inflcieg others through social interaction
(Harris, 2003; Owens & Valesky, 2007) and it ishihygcontextualized (Hallinger &
Heck, 2010; Spillane et al., 2004). Yukl (2006jinked power as “...the absolute
capacity of an individual agent to influence thédogor or attitudes of one or more
designated target persons at a given point in tifpel46). Power and influence within a
school system affects the culture, initiatives, dimdction of the school system (Owens
& Valesky, 2007). French and Raven (1959) ideatdlifiive categories of social power:
reward, coercive, legitimate, expert and refer@rable 3 defines these types of power
that continue to guide research on power and inflaen organizations more than 60

years later.
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Table 3

French and Raven Power Taxonomy

Type of Power Definition

Reward The target person complies in order to nbtawards controlled by the
agent.

Coercive The target person complies in order tadapanishments controlled by
the agent.

Legitimate The target person complies because éédslieves the agent has the right

to make the request and the target person hadtigation to comply.

Expert The target person complies because he/diegdmethat the agent has
special knowledge about the best way to do somgthin

Referent The target person complies because hadshiges or identifies with the
agent and wants the agent’'s approval.

Note. Quoted from “Power and Influence” by G. YUuX006,Leadership in
Organizationsp. 148,Copyright 2006 by Pearson Prentice Hall.

Analyzing power in organizations. French and Raven’s (1959) five social bases
of power can be applied in any organization wheteractions between people occur.
Power and influence have been studied in busisebsols, hospitals, prisons, and
families (Tauber, 1985b). Each of French and Rauwgpes of power can be classified
as personal power or position power (Yukl & Falb@91). Power is derived from one’s
formal position in an organization, or by one’sat@nships with others in the
organization (Yukl, 2006). Personal power consi$tsersuasiveness and charisma and
is derived from “...task expertise, and potentialuahce based on friendship and
loyalty” (Yukl & Falbe, 1991, p. 149). Position\er consists of influence originating
from “...legitimate authority, control over resourcasd rewards, control over
punishments, control over information, and contnegr the physical work environment”

(Yukl & Falbe, 1991, p. 149). Sometimes these types of power are used
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simultaneously, making it difficult to distinguisietween them (Yukl, 2006). Personal
power is more influential than position power retlass of lateral or downward relations
within a hierarchy (Yukl & Falbe, 1991).

Successful leaders utilize components of eachaypewer to move an
organization forward. How and when to use eack tfgower, or combinations of
types of power, is part of the art and skill ofdeeship (Owens & Valesky, 2007).
Northouse (1997) explained there are two main tgfhg®wer within organizations:
position and personal power. Position power reffi@rank within an organizational
hierarchy. For example, principals have more pwspower than teachers. Personal
power is related to respect that followers haveaftgader. A leader may be a good role
model, act in ways that are important to the fokosy or be considered to be highly
competent (Northouse, 1997).

In the school setting, how principals are perceiteexercise power over teachers
influences how teachers exercise power over stadéauber, 1985a). Tauber (1985a,
1985b) examined teachers’ use of power in the ass. Teachers, like managers, use
each of French and Raven’s power bases to managel#ssrooms (Tauber, 1985b).
Teachers do not get their power from only one sa(fauber, 1985b), and teachers have
the obligation to use each of the power sourcesctfiely (Tauber, 1985a).

Teachers do not hold position power over each othberefore, teachers use
personal power to influence others when leadingthMW/teacher leadership, two types of
personal power, referent and expert, are most ofitned to influence colleagues
(Owens & Valesky, 2007). Since teachers do nadl kegditimate authority over

colleagues, influence to lead comes from the resget perceived expertise they hold
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(Danielson, 2007). Referent power is employed whertarget person wants acceptance
or approval from the agent. The target person ichaytify with or admire the agent and
imitate the agent’s behaviors and attitudes. Tbheseteachers with strong interpersonal
skills or likeable personalities may be more likeybe strong leaders within schools.
Expert power is in action when the target persarfaons or agrees because he or she
believes the agent has special knowledge aboutjactior how to perform a task. To
utilize expert knowledge, the target person mustgiee the agent to have expertise. In
fact, perceived expertise is more influential thaal expertise (Yukl, 2006).

Analyzing influence in organizations. Although power and influence are not
synonymous, the use of power means to exercisgeimte (Tauber, 1985b). This section
examines studies of influence that were built cenEh and Raven’s (1959) five bases of
power, leading to Yukl’'s (2006) 11 proactive inflwe tactics used in this study.

In 1980, Kipnis, Schmidt, and Wilkinson developkd Profiles of Organizational
Influence Strategies (POIS). The POIS testedpetsional influence in organizations.
There were eight identified influence tactics: asgeness, ingratiation, rationality,
sanctions, exchange of benefits, upward appeatkislg, and coalitions (Kipnis,

Schmidt, & Wilkinson, 1980).

A decade later, Schriesheim and Hinkin (1990) exachiKipnis, Schmidt, and
Wilkinson’s (1980) influence subscales by condugfiour studies. Schriesheim and
Hinkin’s research refined the original 58-item s=y\o 27, 21, and 18 item surveys.
Findings indicated a reduction in survey items@ased content validity. Findings also

indicated a need for future research regarding dimployees influence their peers.
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Yukl and Falbe (1990) sought to replicate Kipnish®idt, and Wilkinson’s
(1980) findings through different methodology andktend research by including
additional types of influence that were not incldde the 1980 landmark study. In 1990,
Yukl and Falbe created the Influence Behavior Qaestire (IBQ). Yukl and Falbe
included “...six of the eight scales in the Kipnisaétstudy: assertiveness, rationality,
ingratiation, exchange, upward appeals, and coasti(p. 132). Sanctions and blocking
were removed because of infrequent use and twamfévwence tactics were added:
inspirational appeals and consultation. Througtitaxhal research and factor analyses,
nine proactive influence tactics used to influeockeagues were identified. The IBQ
was revised again and currently includes the llienice tactics shown in Table 4 (Yukl,

2006; Yukl, Seifert, & Chavez, 2008).
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Yukl's Proactive Influence Tactics and Examples

Influence Tactic Definition Example

Rational The agent uses logical arguments and Provides information or

Persuasion factual evidence to show a proposal or evidence to show that a
request is feasible and relevant for proposed activity or
attaining important task objectives. change is likely to be

successful.

Apprising The agent explains how carrying out a Describes benefits you
request or supporting a proposal will could gain from doing a
benefit the target personally or help task or activity (e.g., learn
advance the target person’s career. new skills, meet important

people, enhance your
reputation).

Inspirational The agent makes an appeal to values and Makes an inspiring speech

Appeals ideals or seeks to arouse the target or presentation to arouse
person’s emotions to gain commitment enthusiasm for a proposed
for a request or proposal. activity or change.

Consultation

Collaboration

Ingratiation

Personal Appeals

Exchange

Coalition Tactics

The agent encourages the target westi)g  Asks you to suggest
improvements in a proposal or to help things you could do to
plan an activity or change for which the help him/her achieve a
target person’s support and assistance are task objective or resolve a
desired. problem.

The agent offers to provide relevant Offers to show you how
resources and assistance if the target will to do a task that he/she
carry out a request or approve a proposed wants you to carry out.
change.

The agent uses praise and flattergrieef Says you are the most

or during an influence attempt, or gualified person for a task
expresses confidence in the target's that he/she wants you to
ability to carry out a difficult request. carry out.

The agent asks the target to catrg Asks you as a friend to do
request or support a proposal out of a favor for him/her.

friendship, or asks for a personal favor
before saying what it is.

The agent offers an incentive, suggests anOffers to do something for
exchange of favors, or indicates you in the future in return
willingness to reciprocate at a later time if for your help now.
the target will do what the agent requests.

The agent seeks the aid of ottters Mentions the names of
persuade the target to do something, or  other people who endorse
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Influence Tactic Definition Example
uses the support of others as a reason for a proposal when asking
the target to agree. you to support it.
Legitimating The agent seeks to establish the Says that a request or
Tactics legitimacy of a request or to verify the proposal is consistent with
authority to make it by referring to rules,  prior precedent and
policies, contracts, or precedent. established practice.
Pressure The agent uses demands, threats, frequeriRepeatedly checks to see
checking, or persistent reminders to if you have carried out a

influence the target to carry out a request. request.

Note. Adapted from “Power and Influence” by G. Y, 2006,Leadership in
Organizations 166-169 Copyright 2006 by Pearson Prentice Hall.

Schriesheim and Hinkin indicated studies using Yard Falbe’s (1990)
influence scales are potentially beneficial to agtand refine Kipnis, Schmidt, and
Wilkerson’s research regarding influence in orgahans (Schriesheim & Hinkin, 1990).
Since 1992, these 11 proactive influence tactie® lb@en used and revised to research
influence in organizations. There are two versioithe IBQ that are used most
frequently, the IBQ-R and the IBQ-G. Each of thgaestionnaires has a target and an
agent version. The IBQ-R is used for longitudirtadges to compare respondent ratings
overtime. The IBQ-G is used to examine proactnflience tactics at one point in time
(Yukl, Seifert, & Chavez, 2008).

Influence in organizations has been examined bynmether than the IBQ as
well. In a four-year longitudinal study on instienal leadership and interviews with 84
teachers in eight elementary schools, Spillaneeaand Diamond (2003) found that
teachers constructed other teachers as infludatiders based on human, cultural, social,
and economic capital. Human capital refers to ®skills, knowledge, and expertise in a
certain area. Cultural capital refers to one’s whgeing or interactive style. Social

capital refers to trust, connections, and relatiggss Economic capital refers to access to
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materials and resources. Of these four typesmtala45.2% of teachers constructed
other teachers as influential based on human ¢af®a5% of participants constructed
other teachers as influential based on culturata&laps50.0% of teachers constructed
other teachers as influential based on social @apdnly 27.4% perceived other teachers
to be influential based on economic capital. thi®ugh daily interactions that
leadership is constructed. When teachers perceiNeagues to hold valued capital,
leaders and influence are created.

Since leadership occurs through interaction, imfageis multi-directional and
reciprocal (Ogawa & Bossert, 2000). Educators withschool with different knowledge
and skill sets may utilize power and influence ddrass different tasks (Owens &
Valesky, 2007) and leaders emerge from focusinfepsional interactions on specific
tasks or goals (Spillane, 2009). Who leads is deget upon the situation, task, or
activity (Spillane, 2009); and school situatioraders and followers interact to affect
student learning (Hallinger & Heck, 2010).

By viewing leadership through influence and netvgask relationships, regardless
of position, the concept of leadership expand&¢omany resources available to all
members of the organization, and those resourcebeased to influence others to move
the organization forward (Lambert, 2003; Spillahale 2004). As teachers grow as
professionals, they are able to expand their infteebeyond their classroom walls to
affect teaching and learning within their scho#atgenmeyer & Moller, 2009, Phelps,
2008; Danielson, 2007). Unless teachers sharekhewledge with other educators,
they are not utilizing the influence embedded witthieir role as a teacher (Ackerman &

Mackenzie, 2006).
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Conceptual Framework

The conceptual framework for this study (Figuresla blend of Spillane,
Halverson, and Diamond’s (2004) theory of distrdauteadership, Yukl’'s (2006)
identification of 11 proactive influence tacticeather leadership behaviors (North
Carolina Professional Teaching Standards, 2008)) panfessional standards for
principals (North Carolina Standards for School &xeres, 2006). This framework
provides insight into how teachers lead in schaslag proactive influence tactics
through the interactions of leaders, followers, #redsituation when teachers are both
leaders and followers. The following section exagsiresearch that supports the
conceptual framework. The situation frames whddeand who follows. As leaders and
followers, teachers influence each other usingedzfit proactive influence tactics, and
principal support for teacher leadership impacts leadership happens in schools.

In the distributed leadership framework developg&pillane et al. (2004),
leadership emerges through the interaction of lesad@lowers, and the situation.
Teachers construct colleagues as influential lesldased on human, social, and cultural
capital (Spillane et al., 2003). Leadership practs the product of interactions among
leaders, followers, and the situation stretched awdtiple leaders in the school,
regardless of formal position (Spillane, 2006)feEfive distributed leadership practice
engenders reciprocal accountability among thosages leaders (Hallinger & Heck,
2010; Maxcy & Thu Su'o'ng, 2006) and followers witthe context of a situation

(Robinson, 2008; Spillane et al., 2004).
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Figure 1

Conceptual Framework for the Stt

Situation
Teachers’ ; _ Teachers®
Behaviors Proactive Influence Tactics Behaviors
as Leaders [ as Followers

Principal Support

Figure 1. Conceptui&ramework for the Stu«. Adapted from Spillane, J.P., Halvers
R., & Diamond, J.B. (2004). Towards a theory oflleship: a distributed perspecti
Journal of Curriculum Studies (1), p. 11. Also adapted frotfPower and Influenceby
G. Yukl, 2006,Leadership in Organizatiol, p. 166-169Copyright 2006 by Pearsc
Prentice Hall Teacher Leadership Behaviors are taken fronNorth Carolina
Professional Teaching Standa (2008). Principal Support is taken from ‘North
Carolina Standards foSchool Executive(2006).

Building on Spillane et al.’s (20C distributed leadership framework and Spill
et al.’s (2003) construct of teacher influencehuanan, social, economic, and cultt
capital, this study examines Yukl's (2006) 11 ptoacinfluence tactics: ration
persuasion, apprising, inspirationapeals, consultation, collaboration, ingratiati

personal appeals, exchange, coalition tacticstitegiing tactics, and pressur

Leadership occurs through interaction and influaacaulti-directional and reciproci



60

(Ogawa & Bossert, 2000). Teacher leadership is fluid, interactive process with
mutual influence between leader and follower” (Arsd&, 2004, p. 100). Since teachers
do not hold legitimate authority over colleaguefiuence to lead comes from these
proactive influence tactics. Different teacher demonstrate leadership and employ
differing sources of power and influence tacticpateling on the situation.

The third part of the conceptual framework for thtisdy examines teachers’
leadership behaviors. New professional standaréirth Carolina require teachers to
demonstrate leadership in the classroom, in theaichnd in the profession (North
Carolina Professional Teaching Standards, 2008acfers lead in formal ways
(Lambert, 2003; Leithwood & Jantzi, 1999), andnformal ways (Leithwood & Jantzi,
1999; York-Barr & Duke, 2004) in each of theseiagt. Who leads is dependent upon
the situation, task, or activity (Spillane, 2008ducators within a school with different
knowledge and skill sets may use influence to axtdde#ferent tasks (Owens & Valesky,
2007) and leaders emerge from focusing professiateactions on specific tasks or
goals (Spillane, 2009).

Finally, principals create and support the condgit which teachers can
demonstrate leadership behaviors and use influgcties. Principals who practice
distributed leadership have a greater opportupityetvelop teachers as leaders in their
school (Crowther et al., 200Ruffman & Jacobson, 2003). Therefore, principads/@n
essential role in supporting teacher leadershigqi 1995; Helterbran, 2010; Huffman
& Jacobson, 2003; Hulpia & Devos, 2010; Lamber8Murphy et al., 2009; Spillane,
2009; Steel & Craig, 2006). In fact, the respottigyito actively engage teachers in

leadership lies in the hands of principals (Dufdi@95; Helterbran, 2010). Principals are
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expected to utilize distributed leadership and gegaachers in leadership roles. In
North Carolina, standards for school executivesgdharincipals to create structures to

support distributed leadership (North Carolina 8gads for School Executives, 2006).
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CHAPTER 3: METHODOLOGY
This chapter will describe the purpose and resegquelstions for this study.
Research design including participants and sampdimgyey instrument, pilot testing,
data collection procedures, and data analysis duoes will be described.
Purpose and Research Questions
The purpose of this research was to examine tedéeaaership behaviors and
proactive influence tactics used among teacheionth Carolina public schools. As
multiple educators work together to lead publicagdh, an understanding of teacher
leadership behaviors and teacher behavioral infle¢actics can help educators navigate
through their interactions to improve teaching Baining. An important goal of this
study was to explore essential constructs withacher leadership at a time when North
Carolina public schools are required to move toar@mocratic structures. This study
answered five research questions:
1. What leadership behaviors do teachers enact indioanmd informal
situations?
2. What behavioral influence tactics do teachers pegce used on them?
3. What behavioral influence tactics do teachers use?
4. What patterns of influence among teachers are egedavith teacher
leadership behaviors in formal and informal sitoias?

5. How does principal support influence teacher lestuipf?
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Research Design

This study used a correlational, cross-sectiorsdarch design. Correlational
research is used to examine relationships betweet more variables, analyze a single
group at one point in time, and interpret or dranaiusions from the statistical test
results (Creswell, 2005)This study makes the assumption that teacher Ishigeis
changing. Although standards set by the North [Ber&tate Board of Education
mandate that teachers demonstrate leadership olab&oom, in the school, and in the
profession, very little is known at this time abtedcher leadership behaviors and even
less is known about teacher proactive influencedsic Collecting descriptive data
through a correlational design allowed for an asialpf the relationship between teacher
leadership behaviors and teacher proactive infle¢actics at the present time.
Participants and Sampling

The population for this study consisted of emplogledsroom teachers in North
Carolina public schools in the 2011-12 school yeachers working in non-
administrative yet supervisory or leadership ralgsh as instructional or literacy coaches
were not included in the sample. Similarly, otbertified educators such as school
counselors, media coordinators, and school so@akevs were not included in the
sample. Currently, educators in the aforementiontzs are not evaluated using the
same criteria as classroom teachers, and the iaolo$ all non-administrative educators
was beyond the scope of this study.

A cluster random sampling approach was used tegypublic school teachers
throughout North Carolina. Cluster sampling iscusden the population is “extremely

large” (Creswell, 2005, pp. 148-149). NCDPI repdra total of 99,098 classroom
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teachers in North Carolina public schools in th8&09 school year, which is the most
recent year for which data are available (Northolima Department of Public
Instruction, 2011).

North Carolina has 115 public school districts @uat divided into eight
NCSBOE regions. To ensure representation fromsadiwmrth Carolina, and to access
the greatest possible number of participants, ¢thed district from each region with the
largest number of classroom teachers was purpdgstlected to participate in this
study (North Carolina Department of Public Instroicf 2011). This sampling method
allowed me to select the school district from eaegion with the largest population of
classroom teachers, and have participant repreégenthroughout North Carolina.
School districts were assured that no identifymgjuidual, school, or school district
information would be provided in this study.

The North Carolina Public Schools Statistical Rea2009) was used to identify
school districts by region. Then, the Experientaus of School-based Instructional
Personnel (2011) was used to estimate the numlasdgroom teachers in each school
district. The superintendent in each of the eggiiool districts with the largest number
of classroom teachers was contacted by email taexine study. Superintendents were
asked to approve of their teachers participatintgpenstudy, and were asked to provide
email addresses of all certified teachers in thisitricts (Appendix A). | followed each
school district’s research approval process. Sogserdents granted approval to contact
teachers for participation via email or by an appfdetter generated by them.

If no response was received from superintendestsinder emails were sent.

When any of the eight superintendents did not ned@dter being contacted two times,
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or if superintendents declined to have their teexparticipate, the school district within
the region with the next largest number of classré@achers was contacted via email.
Phone calls were also made to some school dista@acourage participation. This
process continued until one school district fromeseregions agreed to participate in the
study. In the remaining region, every school distwvas contacted by email or phone
and asked to participate. None of the superintatsda the remaining region agreed to
participate, or superintendents did not respondyaequests. The rationales for
reluctance to participate cited by some superirdetsdwere that teachers were
overwhelmed with job responsibilities and mandatexdessional development, the fact
that the request came just prior to statewidertgsand that the school district had
already participated in other educational reseezcantly.

Participating regions included school districtsos student enrollment ranged
from 3,000 to over 50,000. Over 200 schools iraarlsuburban, and rural settings were
represented. Since all teachers in North Car@meaequired to demonstrate leadership,
all classroom teachers from selected school distwere invited to participate in this
study. The sampling frame consisted of currerdsttzom teachers in North Carolina.
The original projected sample size was Krejcie Biodgan’s (1970) recommended
sample size of 384 for a population of 100,000e @btual sample size was 493
respondents. See chapter four for more informatlmyut the sample.

Survey Instrument

The survey consisted of a Teacher Leadership Beh@uestionnaire designed

by me, the target version of Yukl's Influence Beloauestionnaire (IBQ-G), and the

agent version of the IBQ-G. The questionnaireseveembined into one survey for ease
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of administration (Appendix B) and each sectiondugdive-point Likert scale with
varied anchor descriptors.

Teacher leadership behavior questionnaire.The Teacher Leadership Behavior
Questionnaire included five demographic questiegsurding teachers’ age, gender,
years of experience, and level of school (elemgntarddle or high), and school setting
(urban, suburban, or rural). Twenty-two surveynisewere related to leadership
behaviors found in the North Carolina Professidredching Standards (North
Professional Teaching Standards, 2008) and defieedreviewed literature. Items
derived from the North Carolina Professional Teagl$tandards include those
addressing professional learning communities, boHation, school improvement plans,
positive work relations, and professional growtlpagunities. Survey items related to
teacher leadership behaviors from reviewed liteesitaclude influencing colleagues,
bringing innovative ideas to the school, sharingfggsional expertise with colleagues,
encouraging parent and community involvement, afiécting on one’s teaching
practice. This part of the survey instrument usé&dpoint Likert scale and the following
labels: never, very seldom, occasionally, modeyaitten, and very often. A low
likelihood of socially desirable responses wascpdited due to anonymity of all
responses.

In addition, the evaluation instrument used forphafessional teaching standards
is a growth model, not a proficiency model. Footyears, North Carolina teachers have
used this assessment tool to conduct self-assetssagewell as conference with peers
and principals regarding their ratings on thismmstent. In addition, two survey items

were related to principal leadership behaviorseseitwo survey items used a 5-point
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Likert scale to rate respondents’ perceptions cétivér their principals give teachers
opportunities to lead and whether their princiatganize the school to maximize
opportunities for teacher collaboration. Respomsdlese survey items were used to
answer research question five: How does principgpert influence teacher leadership?

The Teacher Leadership Behavior Questionnaire wasldped by me and had
not been used or tested prior to this study. Aveedpanel of 9 North Carolina principals
classified each of the 22 leadership behaviorserneacher Leadership Behavior
Questionnaire part of the instrument to providedrsl evidence. Survey items were
categorized using a 3 by 2 matrix, identifying fyvtems as leadership in the
classroom, in the school, or in the profession;laading in formal or informal
situations. Coders individually categorized edemiaccording to the scales on the 3 by
2 matrix. Coders indicated if an item fit morertane scale equally well or if an item
did not fit any of the scales well. Items werane¢d only if 75% of the coders classified
them in the same way and if items were not croassdied onto 2 scales. One item was
deleted because it did not fit the criterion.

Based on the sample, a Cronbach's alpha of inteamsistency reliability of the
6-item measure of informal leadership in the classr was .694. Seven items measured
informal leadership in the schoal € .596). Four items measured formal leadership in
the school ¢ = .600), and three items measured formal leadeistithe professiono
=.652). One item measured formal classroom lehdeand one item measured
informal leadership in the profession. A letteetgert panel members and an expert
panel feedback form are found in Appendix C. Swuitems for each of the six scales are

found in Table 5.
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Items in the Teacher Leadership Behavior Scales

68

Situation  In the Classroom In the School In theféssion
Formal | create lessons that | participate in | serve on a curriculum
require students to developing the school committee in my
collaborate. improvement plan. district.
| lead in professional | participate in
learning community. developing policies and
practices to improve
student learning at the
state level.
| am a formally | seek opportunities to
designated mentortoa  lead professional
new teacher. development activities
in my school district,
region, or state.
| seek opportunities to
lead professional
development activities
in my school.
Informal | create a classroom | collaborate with | promote positive

culture that
empowers students to
collaborate.

| evaluate student
progress using a
variety of assessment
data.

| create and maintain
a safe and supportive
classroom
environment.

| analyze student data
to guide my
instruction.

| can provide
evidence of student
learning in my
classroom.

colleagues to improve
the quality of learning
in the school.

working relationships
through professional
collaboration within my
school district.

| participate in
professional learning
community.

| volunteer to work on
new projects and
initiatives in my school.

| lead an extracurricular

activity.

| informally mentor
new teachers.
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Situation  In the Classroom In the School In theféssion
| reflect on my | actively encourage
teaching practice. parent involvement.

| actively encourage
community
involvement.

Influence behavior questionnaire (IBQ). Since 1992, the IBQ has been used
and revised to research proactive influence taaticsganizations. There are two
versions of the IBQ that are used most frequelttly IBQ-R and the IBQ-G. Each of
these questionnaires has a target and an agerarvefbe IBQ-R is used for longitudinal
studies to compare respondent ratings overtime IBR-G is used to examine proactive
influence tactics at one point in time. Therefdhés study used the IBQ-G.

Academic research using the IBQ abounds. YuklFaide (1990) and (1991);
Yukl and Tracey (1992); Yukl, Kim, and Falbe (1998ukl, Seifert, and Chavez (2008);
and Seifert and Yukl (2010) are some of the marbfiplied, peer-reviewed studies
using, analyzing, and revising the IBQ. Early vans of the IBQ have been used in
doctoral dissertations in the fields of businessltin, education, and the ministry.
Barbuto Jr., Fritz, Matkin and Marx (2007) used B® to study the use of influence
tactics based on gender, age, and education. ®albu(1998) and Adeyemi (1999) used
the IBQ to study influence tactics in businesswisg(1993) andVartin (1996) used the
IBQ to study influence tactics among nurses. Dirfl&96) studied influence behaviors
among adult students, and Faeth (2004) studiedendle tactics used by leaders in the
Episcopal Church.

The target and agent versions of the IBQ-G arellpaveith the exception of

minor wording changes. The IBQ-G consists of 4 that analyze 11 influence
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tactics that targets indicate have been used aon byepeers. The 11 influence tactics
are: rational persuasion, apprising, inspirati@apeals, consultation, collaboration,
ingratiation, personal appeal, exchange, coalitaatics, legitimating tactics, and
pressure. The agent version of the IBQ-G analffz@same 11 influence tactics, but
asks the respondent to indicate which influencedsathey use on peers (Yukl & Falbe,
1990). In this study, in the target version, resjents were asked to think of proactive
influence tactics one effective teacher leaderusasl on them in the past year. In the
agent version, respondents were asked to repatfve influence tactics they have used
in the past year, but these influence tactics wetealirected at one single individual.

The target version of the IBQ-G version has undeegbe most analyses and
validation evidence is based on the dyadic vengibim a single agent (Yukl, Seifert, &
Chavez, 2008). Therefore, respondents in thisystteite asked to respond with one
specific teacher leader in mind. The agent versidhe IBQ-G has been used to provide
feedback to managers, comparing how they percheie influence behaviors with how
their behaviors are perceived by others. Becaliselreporting, validation evidence
from the target version of the IBQ-G cannot be dfamred to the agent version of the
IBQ-G (Yukl, Seifert, & Chavez, 2008). Use of thgent version of the IBQ-G in this
study did not provide individual feedback to respems and all responses were
anonymous. Therefore, there was a low likelihobespondents answering with
socially desirable responses.

Yukl, Seifert, and Chavez (2008) tested the validitd reliability of the 11
influence tactics in the IBQ-G. Each tactic sdas four items derived from findings in

descriptive research. Each item has five responsies indicating how often the
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proactive influence tactic is used: | can’t rementiien/her ever using this tactic with
me, he/she very seldom uses this tactic with mby @mce or twice a year), he/she
occasionally uses this tactic with me (several §raegear), he/she uses this tactic
moderately often with me (every few weeks), helstes this tactic very often with me
(almost every week or more). Scale scores for &atfc are the means of the item
scores. Possible means range from 1 to 5. Theeutised four different studies with
different samples. Sample one consisted of 2Gfetaubordinates and 229 target peers
from four financial service companies. Sampl@@sisted of 70 evening Masters in
Business Administration (MBA) students in a nordtean university with full-time jobs
rated their immediate supervisors. Sample 3 iredudll subordinates and 75 peers rated
the influence tactics of 26 middle managers ina@ry chain, and sample 4 included 45
subordinates and 65 peers rated the influencesaoti9 middle managers in a
manufacturing company in the northeastern UniteteSt In Sample 2 the alpha values
all exceeded .80. In Sample 3, all alpha valuegened .80 except for coalition tactics
that had an alpha value below .70. In Sample % @f7the alpha values exceeded .80
and no alpha was less than .70. A confirmatortofagnalysis showed a strong
Goodness of Fit Index (GFI =.90). The Compasmafit Index compared the data to a
null model with no relationships among variable&I(€ .94). Yukl et al. found the
guestionnaire to measure influence tactics withimeceptable degree of accuracy when
targets are subordinates or peers.

The agent version of the IBQ is parallel to thgéawversion with a few minor
wording changes (Yukl et al., 2008), and it hasnbesed with managers to compare their

perception of their influence tactics with the pgttons of their subordinates or peers.
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Yukl and Falbe (1990) used the agent version ofBigewith a sample of 197 evening
MBA students who were employed full-time. This vensof the IBQ consisted of eight
influence tactics. Respondents were asked talmateown influence attempts.
Consultation, personal, and legitimating tacticsensedded in later revisions of the 1BQ.
Scale reliabilities computed using Cronbach’s alfgndahese eight influence tactics
ranged from .61 to .79. Scale reliabilities wamilar to those found in the Kipnis et al.
(1980) study.

Validation research on the IBQ-G is based on tleeafigll 44 items. Yukl,

Seifert and Chavez (2008) stated when researchoagpve influence tactics in
organizations, it is important to examine the wrggectrum of influence tactics. Itis
necessary to understand which tactics are useahiath tactics are not used. Therefore,
all 44 items in both the agent and target versadribke IBQ-G were used in this study.
Survey items were arranged in random order, waimg for each tactic being represented
in the beginning, middle, and end of the questimenaNo wording changes were made
to any items.

An exploratory factor analysis (EFA) was perfornoedthe responses for 44
proactive influence tactic items for both the targed agent versions of the IBQ-G. A
principal component analysis using Varimax rotatioth Kaiser normalization was
conducted to reduce Yukl's (2006) 11 proactiveuafice tactic items into dimensions.
Yukl's (2006) 11 proactive influence tactics didtisbow up in my sample. The EFA did
not yield Yukl’'s (2006) 11 proactive influence tastin my sample. In both the agent
and target versions, influence tactics loaded twimunique factors based upon

demonstrated eigenvalues of greater than 1.0 aasidagion of each factor loading in



73

light of reviewed literature. Two scales were fedrwhen using .45 as the minimum
criterion for meaningful factor loading: pressurglanon-pressure. The pressure items
appeared to reflect Yukl's definition of pressumetics. In the agent version, three items
cross-loaded. These items were included in thie sgghin which they were most
strongly associated. In the target version, gm# cross-loaded. Again, these items
were included in the scale within which they wereststrongly associated. The factors
were combined into two variables for both targetd agents: pressure and non-pressure
tactics.

Pilot test of the electronic survey instrument.Pilot studies for electronic
surveys can increase the response rate of thel atiidg by assessing survey access
issues, item confusion, and how well the formadath collection aids in data analysis
(Dillman & Smyth, 2007; Fan & Yan, 2010). The TkacLeadership Behavior
Questionnaire, the target version of the IBQ-G, #redagent version of the IBQ-G were
combined into one instrument for ease of admirtistna The final instrument was
electronically pilot tested by 48 classroom teaslwertside of the sampling frame for this
study. Pilot study participants were sent a laetteremail with a link to the survey
(Appendix D). Participants completed the pilot &ectronically and were given a
hyperlink to print a paper copy of the pilot stddgdback form (Appendix D). There
were no suggested modifications to address iterfus@m or bias on the Teacher
Leadership Behavior Questionnaire section of tmeesu For the IBQ-G, | received
feedback indicating there was no confusion or peeckebias, and some feedback that
was minor or irrelevant to the topic of this studyherefore, items from the agent and

target versions of the IBQ-G were not modified.
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Data Collection Procedures

Data were collected through a survey questionraditee commercial website,
Qualtrics. The use of an electronic questionndloaved me to contact participants in a
timely manner and facilitated the ability to sentddw-up reminders at two-week
intervals (Creswell, 2005). An initial mass emith a link to the survey was sent to
participants. The email contained a statememfofimed consent that by accessing the
survey, participants were consenting to particigampendix E). Two weeks later, a
second email and survey link was sent encouragingrespondents to participate. After
another two weeks, a third and final email and sutink was sent enabling data
collection to conclude in six weeks (Creswell, 2005

Electronic surveys are increasingly being usedg@ed, 2005) to measure
employee perspectives and workplace effectivenésnhe target respondents are
internet users (Dillman & Smyth, 2007; Huang, 2006he use of email is required
among teachers, so an electronic questionnairawasfective way to reach all
participants within the sample. Some benefitssafig electronic surveys are that large
samples can be collected within a short timefraHey¢lett & Wildemuth, 2004; Huang,
2006), electronic surveys cost less than printeys\(Hayslett & Wildemuth, 2004), and
respondents can complete the survey in the workplaat home (Chizawsky,
Estabrooks & Sales, 2011; Hayslett & Wildemuth,£200n addition, analyses of print
versus web surveys have found no significant déffiees in responses, and participants
who use the internet regularly have reported edeatrsurveys were easy to use and less
time consuming than print versions (Chizawsky, Bisiaks & Sales, 2011; Huang,

2006).
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There were no known risks for participation in thigdy. Anonymity was
maintained by blocking identifying information sua IP addresses and email addresses
on the data collection website. No identifyingamhation was accessible to me.
Informed consent was obtained by blocking participdrom beginning the survey until
they have read and selected “yes” to the infornmatsent feature. Institutional Review
Board approval was obtained from Western Carolinavéfsity prior to the
commencement of this study.

Data Analysis Procedures

Statistical analysis was conducted using SPSSfafMac. Demographic data
were analyzed using descriptive statistics inclgdrequencies and percentages. To
answer research question one, 22 teacher leaddrshgviors were classified into six
situational variables: informal classroom, formlalssroom, informal school, formal
school, informal profession, and formal professi@escriptive statistics including
frequencies and percentages were used to anabaeeteleadership behaviors at the item
level in each of the six situations. Descriptitatistics including means, medians,
standard deviations, and interquartile ranges aks@ used to analyze the use of
proactive influence tactics when teachers wereetargf influence (research question 2),
as well as when teachers were agents of influaesedrch question 3).

To answer research question four, the 44 proaatilieence items were reduced
to two variables for both the target and agentivassof the IBQ. The factors were
combined into two variables for both targets anelnég; pressure and non-pressure
tactics, as described previously. Pressure anepressure variables were analyzed

separately based on the ways the variables welgedef The original pressure
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distributions were turned into categorical varigbldhe use of pressure and non-pressure
tactics by respondents as agents and targets wesgt@bulated to create 4 new groups:
e agent/target no pressure - respondents did nginessure tactics as either agents
or targets of influence
e agent pressure only - respondents only used peetsttics as agents of
influence, but they did not have pressure tactsesiion them
e target pressure only - respondents had pressurestased on them, but they did
not use pressure tactics on others
e agent/target pressure - respondents both usedupedsstics and had pressure
tactics used on them

| then checked assumptions to assess equal ‘ayiaeross groups and
skewness. A multivariate analysis of variance (MANA) was performed to analyze
differences based on the four pressure tactic grang six teacher leadership behavior
scales. A Tukey HSD post-hoc test was used taméte which of the four groups
differed from each other.

To examine the patterns of non-pressure tactiddeacher leadership behaviors,
the pattern of influence was first operationallyined as the deviation between an
individual's agent and target non-pressure tactesscores, with target non-pressure
tactic score subtracted from agent non-pressutie saore. The research question was
then answered by correlating positive values ofpi@ssure tactics that reflected greater
frequency of use as an agent than perceived us¢aaget. The deviation variable was
then correlated with teacher leadership behavicakscores. Since the non-pressure

deviation variable had a restricted range, andatget non-pressure means and agent
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non-pressure means were highly correlated, | dddioleorrelate target non-pressure
tactics and agent non-pressure tactics separateddtion to teacher leadership
behaviors.

To answer research question five, descriptivestiesi were used to analyze the
association of principal support and teacher lesdprbehaviors. Two survey items
were crosstabulated based on the distributionsgfareses: principal gives opportunities
for teachers to lead and principal maximizes opputies for teacher collaboration.
Principal support was dichotomized to create a wafiable with two groups: a high
level and low level of support for teacher leadgrgbee Chapter 4). Then, using
principal support for teacher leadership as thepemdent variable, a MANOVA was
performed on the six dependent variables of tedelaelership behavior: informal
classroom, formal classroom, informal school, fdraghool, informal profession, and
formal profession. Univariate tests were thengrentd to examine the association

between principal support and teacher leaderstp\bers.
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CHAPTER 4: RESULTS

The purpose of this research was to examine tedéeaaership behaviors and
proactive influence tactics practiced among teacheNorth Carolina public schools.
As multiple educators work together to lead pubtihools, an understanding of teacher
leadership behaviors and proactive influence tactsn help educators navigate through
their interactions to improve teaching and learnifig focus exclusively on the ha
teacher leadership, this study examined teacheadelrship behaviors and proactive
influence tactics when teachers are both leadetdadiowers. The research questions
were:

1. What leadership behaviors do teachers enact indioand informal

situations?

2. What behavioral influence tactics do teachers pegce used on them?

3. What behavioral influence tactics do teachers use?

4. What patterns of influence among teachers are egedavith teacher

leadership behaviors in formal and informal sitoias?

5. How does principal support influence teacher lestuipf?

Chapter four will present the data collected fraubl school teachers across
North Carolina, including demographic informatiswveell as responses to survey items
that addressed the five research questions. Asayeach research question will be
presented in order.
Demographic Information of the Sample

An email with a link to the survey instrument vt to approximately 5,700

educators in school districts in seven out of eGSBOE regions. Educators working
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in non-administrative yet supervisory or leadersbilps such as instructional or literacy
coaches were not included in the sample. Simijlatlyer certified educators such as
school counselors, media coordinators, and sclomidlsworkers were not included in
the sample. Individuals in these roles were rootgdf the survey through the first
survey question that asked if respondents wer@gtictassroom teachers. The original
projected sample size was 384, following Krejcid &organ’s (1970) recommended
sample sizes for populations of 100,000. Of the éducators who started the survey,
493 were currently classroom teachers. Thus, vepfgoximately 11.2% of the
sampling frame started the survey, the estimatggbrese rate for eligible respondents
was 8.9%.

Five demographic survey items included genderragge, years of teaching
experience, type of school, and school settingolelr& summarizes respondents’
demographic characteristics. There were consitierabre female (83%) than male
(16%) teachers responding. Respondents were egqiegsrelatively evenly in the
characteristics of age range, years of teachingrexmce, and type of school. Among the
characteristic for school setting, suburban (38.8#@) rural (56.8%) teachers were

represented more often than urban (4.7%) teachers.
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Table 6

Respondent Demographic Characteristics (N = 493)

Characteristic n %
Gender
Male 79 16.2
Female 408 83.8
Age Range
22-26 59 12.0
30-39 116 23.6
40-49 148 30.1
50-59 141 28.7
60+ 28 5.7

Years of Teaching Experience

0-5 88 18.0
6-10 96 19.6
11-15 99 20.2
16-19 67 13.7
20+ 140 28.6

Type of School

Elementary 200 40.7
Middle 125 255
High 166 33.8

School Setting

Urban 23 4.7
Suburban 189 38.5
Rural 279 56.8

Question One: What Leadership Behaviors Do Teacheisnact in Formal and
Informal Situations?

Respondents were asked about their teacher legoléedtaviors. Twenty-two
survey items were related to leadership behavarad on the North Carolina Teacher
Evaluation Instrument (North Carolina Professioh@hching Standards, 2008) and

derived from reviewed literature. The twenty-tveac¢her leadership behaviors were
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categorized into six different variables as desatilm Chapter 3: informal classroom,
formal classroom, informal school, formal schoofprmal profession, and formal
profession. Table 7 shows the descriptive stasisif each of the 22 teacher leadership
behaviors, classified according to each of thesgiations.

Whether formal or informal, leadership in the ctassn had the highest reported
frequency among all situations. Within informas$room leadership, creating and
maintaining a safe and supportive classroom enmiort had the highest reported
frequency (94.3% very often), while analyzing studdata to guide instruction had the
lowest reported frequency (59.5% very often). hia tlassification of formal classroom
leadership, 62.6% respondents indicated they viéeey @reate lessons that require
students to collaborate.

Within the classification of informal school leadkip, respondents indicated
collaboration with colleagues to improve the quatit learning in the school as the most
frequent leadership behavior (53.5% very oftenpn¥rsely in that same classification,
respondents recorded they actively encourage cortyrionolvement very often only
23% of the time. The lowest reported frequencleaflership behaviors fell in the
category of formal profession. Only 15% of respemtd indicated they participate in
developing policies and practices to improve stutEarning at the state level
moderately or very often, and 58.3% said they newngage in this leadership behavior.
Similarly, 60.8% said they never or very seldonmksggportunities to lead professional

development in their school district, region, @tet
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Table 7

Frequency Distribution of Teacher Leadership Bebes/by Situation

Never Very Occasionally Moderately  Very Often
Seldom Often
Situation n % n % n % n % n %
Informal Classroom
| create a classroom culture that empowers 0 0 1 2 31 6.3 98 20.0 361 735
students to collaborate.
| evaluate student progress using a variety of 0 0 1 2 28 57 96 195 367 74.6
assessment data.
| create and maintain a safe and supportive 0 0 2 4 3 .6 23 4.7 462 94.3
classroom environment.
| analyze student data to guide my instruction. 12 . 7 14 42 8.6 148 30.3 291 595
| can provide evidence of student learninginmy O 0 2 4 19 3.9 84 17.2 383 78.5
classroom.
| reflect on my teaching practice. 1 2 3 .6 22 54 89 18.1 376 76.6
Formal Classroom
| create lessons that require students to 1 2 9 1.8 36 7.4 136 27.9 305 62.6
collaborate.
Informal School
| collaborate with colleagues to improve the 5 1.0 14 29 60 12.2 149 304 262 535
guality of learning in the school.
| participate in professional learning 7 1.4 11 2.3 63 129 146  30.0 260 53.4
community.
| volunteer to work on new projects and 10 2.1 67 13.8 140 28.8 147 30.2 122 251
initiatives in my school.
| lead an extracurricular activity. 116  24.1 71 7114 55 114 66 13.7 174 36.1
I informally mentor new teachers. 88 18.1 78 16.1 100 20.6 107 221 112 231

| actively encourage parent involvement. 2 A4 26 .3 5 107 21.9 170 34.8 183 375
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Never Very Occasionally Moderately  Very Often
Seldom Often
Situation n % n % n % n % n %
| actively encourage community involvement. 17 35 93 191 141  29.0 124 255 112 23.0
Formal School
| participate in developing the school 65 133 141 28.8 148 30.2 71 145 65 13.3
improvement plan.
I lead in professional learning community. 174 94 194 96 19.8 100 20.7 110 227
I am a formally designated mentor to a new 277 58.2 54 11.3 39 8.2 18 3.8 88 185
teacher.
| seek opportunities to lead professional 85 174 123 25.2 140 28.7 86 17.6 54 11.1
development activities in my school.
Informal Profession
| promote positive working relationships 6 1.2 32 6.5 113 231 135 27.6 204 416
through professional collaboration within my
school district.
Formal Profession
| serve on a curriculum committee in my 153 31.3 91 186 109 223 70 143 66 135
district.
| participate in developing policies and 287 58.3 80 163 51 104 36 7.3 38 1.7
practices to improve student learning at the
state level.
| seek opportunities to lead professional 186 38.1 111 227 97 199 60 12.3 34 70

development activities in my school district,
region, or state.
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Collaboration in the school, in the classroom, enithe profession included
teacher leadership behaviors in which respondepisited high levels of frequency. In
the classroom, 91.7% of respondents reported ngekgssons that require students to
collaborate moderately or very often. In the s¢h®8.9% of respondents indicated they
collaborate with colleagues to improve the quadityearning moderately or very often.
In the profession, 69.2% reported they promotetp@sivorking relationships through
collaboration within their school districts modedgtor very often. When collaborating
within professional learning communities (PLCs),438 reported participating
moderately or very often, and 43.4% reported leqdi?LC moderately or very often.
When leading by mentoring new teachers, 45.2% teganformally mentoring
moderately or very often, although 58.2% reporteden being a formally designated
mentor to new teachers.

When items were combined into scales, informalsttaam leadership had the
highest average frequenayl £ 4.69,SD = .364), followed by formal classroom
leadershipM = 4.50,SD=.731) and informal leadership in the profesgidn= 4.01,SD
=1.01). Formal leadership in the schddl£ 2.72,SD=.921) and formal leadership in
the professionN] = 2.24,SD= 1.01) had the lowest average frequencies. Tableows

descriptive statistics for each teacher leaderghif@ble in each of the six situations.
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Table 8

Descriptive Statistics of Teacher Leadership BatraScales and Situations

Situation N M SD Mdn IQR
Informal Classroom 484 4.69 .364 4.83 4.50
Formal Classroom 487 4.50 731 5.00 4.00
Informal School 462 3.72 .628 3.85 3.28
Formal School 468 2.72 921 2.75 2.00
Informal Profession 490 4.01 1.01 4.00 3.00
Formal Profession 486 2.24 1.01 2.00 1.33

Question Two: What Influence Tactics Do Teachers Reeive Are Used on Them?

Behavioral influence tactics were measured bydihget version of the IBQ-G,
which uses 44 items representing 11 proactive émite tactics. The 11 influence tactics
identified on the IBQ-G are: rational persuasiqprésing, inspirational appeals,
consultation, collaboration, ingratiation, persomapeal, exchange, coalition tactics,
legitimating tactics, and pressure (Yukl & Falb@9@). Using the target version of the
IBQ-G, respondents were asked to think of an effe¢eacher leader that they work
with or have worked with in the past year. The&spondents were asked to describe how
much this teacher leader (agent) used each typetavior in an effort to influence the
respondent (target). Table 9 shows descriptivitssitas from respondents’ perspectives
as targets of influence.

The proactive influence tactic used most frequeoti teachers is when the agent
uses facts and logic to make a persuasive caseréajuest or proposal (61.1%

moderately or very often). Praising past perforoeaor achievements when asking to do
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a task or favor (48.2% moderately often or vergwftis the next most frequent influence
tactic used on respondents. Proactive influendgctadescribing a clear, inspiring vision
of what a proposed project or change could accainplias used on respondents 39.0%
moderately or very often. Praising one’s skilkabwledge (38.3% moderately or very
often) and encouraging a colleague to express contieey have about a proposed
activity or change (38.3% moderately or very oftee)e also used on respondents with
great frequency compared to other proactive infteeractics.

Proactive influence tactics that used pressure weportedly used the least often
on respondents. Demanding to carry out a requastrgportedly used moderately often
or very often by 7.5% of respondents, although %003 respondents reported this
influence tactic was never used on them or theydcoot remember a time when it was
used on them. Similarly, being pressured to cautya request was only reported by
4.1% of respondents moderately or very often, wh&% indicated this influence tactic
has never been used on them or they could not réereantime when it was used on

them.



Table 9

Target Use of Proactive Influence Tactic
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Can't Seldom Occasionally Moderately  Very Often
Remember Often

Proactive Influence Tactic n % % n % n % n %
Uses facts and logic to make a persuasive case for48 10.0 21 4.4 117 245 175 36.6 117 245
a request or proposal.
Asks you as a friend to do a favor for him/her. 9018.8 91 19.0 146  30.5 97 20.3 54 113
Praises your past performance or achievements 61 12.8 60 126 125 26.3 149 314 80 16.8
when asking you to do a task for him/her.
Offers to do a specific task or favor for you in 145 30.5 86 18.1 106 223 95 20.0 44 9.2
return for your help and support.
Makes an inspiring speech or presentation to 97 20.4 98 20.6 154 324 83 174 44 9.2
arouse enthusiasm for a proposed activity or
change.
Says you are the most qualified person for a task 107 22.5 76 16.0 139 293 108 22.7 45 9.5
that he/she wants you to do.
Demands that you carry out a request. 334 70.3 as.7 40 8.4 23 4.8 13 2.7
Says that a request or proposal is consistentavith 266 56.4 83 17.6 73 155 38 8.1 12 2.5

pl’iOl’ agreement or contract.
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Can't Seldom Occasionally Moderately  Very Often

Remember Often
Proactive Influence Tactic n % % n % n % n %
Offers to do something for you in the future in 209 441 100 211 98 20.7 48 101 19 4.0
return for your help now.
Explains how the task he/she wants you to do 208 44.0 98 20.7 83 175 61 129 23 4.9
could help your career.
Explains why a proposed project or change would115 24.2 97 204 131 27.6 83 175 49 10.3
be practical and cost effective.
Invites you to suggest ways to improve a 92 19.5 90 19.0 135 28.5 101 214 55 11.6
preliminary plan or proposal that he/she wants.
Describes a clear, inspiring vision of what a 66 14.0 72 153 150 31.8 114 242 70 148
proposed project or change could accomplish.
Consults with you to get your ideas about a 55 11.7 65 13.8 142 30.1 129 27.3 81 17.2
proposed activity or change that he/she wants you
to support or implement.
Explains why a proposed activity or change would 93 19.7 89 18.9 124  26.3 112 238 53 113
be good for you.
Says that a request or proposal is consistent with 118 25.0 97 20.6 135 28.6 78 16.5 44 9.3
prior precedent and established practice.
Says a proposed activity or change is an 76 16.1 72 153 155 32.9 103 21.9 65 13.8

opportunity to do something really exciting and
worthwhile.
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Can't Seldom Occasionally Moderately  Very Often

Remember Often
Proactive Influence Tactic n % % n % n % n %
Uses threats or warnings when trying to get you to403 85.9 35 7.5 16 3.4 9 1.9 6 1.3
do something.
Says that his/her request or proposal is consistent181 38.7 101 216 90 19.2 61 13.0 35 7.5
with official rules and policies.
Says he/she needs to ask for a favor before telling254 53.9 98 20.8 74 157 31 6.6 14 3.0
you what it is.
Repeatedly checks to see if you have carried out 274 58.5 120 25.6 54 115 12 2.6 8 1.7
request.
Provides information or evidence to show thata 95 20.4 97 20.9 141 30.3 90 194 42 9.0
proposed activity or change is likely to be
successful.
Offers to provide resources you would need to do 74 15.8 78 16.7 141 30.1 107 22.9 68 145
a task for him/her.
Gets others to explain to you why they support a 236 50.3 95 203 79 16.8 36 7.7 23 4.9
proposed activity or change that he/she wants you
to support or help implement.
Offers to provide any assistance you would need 68 14.6 66 14.2 127 27.3 122 26.2 82 176
to carry out a request.
Explains clearly why a request or proposed change74 15.8 88 18.8 125 26.7 115 246 66 14.1

is necessary to attain a task objective.
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Can't Seldom Occasionally Moderately  Very Often

Remember Often
Proactive Influence Tactic n % % n % n % n %
Verifies that a request is legitimate by referriag 167 35.6 98 209 104 22.2 65 13.9 35 7.5
a document such as a work order, policy manual,
charter, bylaws, or formal contract.
Says you have the special skills or knowledge 89 19.0 89 19.0 128 27.4 118 25.2 44 9.4
needed to carry out a request.
Mentions the names of other people who endorse 176 37.8 108 23.2 110 23.6 53 114 19 4.1
a proposal when asking you to support it.
Talks about ideals and values when proposinga 98 21.2 78 16.8 134 28.9 101 218 52 11.2
new activity or change.
Praises your skill or knowledge when asking you 88 19.1 72 157 124 27.0 125 27.2 51 111
to do something.
Offers something you want in return for your help 275 5.9 82 176 61 13.1 34 7.3 13 2.8
on a task or project.
Tries to pressure you to carry out a request. 3678.6 7 53 11.3 28 6.0 11 2.4 8 1.7
Asks someone you respect to help influence you 318 68.1 7.4 15.8 42 9.0 22 4.7 11 2.4
to carry out a request or support a proposal.
Encourages you to express any concerns you may 83 17.8 73 157 131 28.2 108 23.2 70 151

have about a proposed activity or change that
he/she wants you to support or help implement.
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Can't Seldom Occasionally Moderately  Very Often
Remember Often

Proactive Influence Tactic n % n % n % n % n %
Offers to show you how to do a task that he/she 108 23.3 89 19.2 125 27.0 88 19.0 53 114
wants you to carry out.
Offers to do something for you in exchange for 246 53.1 97 21.0 68 14.7 37 8.0 5 3.2
carrying out a request.
Appeals to your friendship when asking you to do 265 57.0 78 16.8 62 13.3 42 9.0 18 3.9
something.
Describes benefits you could gain from doinga 130 27.7 102 21.7 125 26.7 80 171 32 6.8
task or activity.
Asks for your help as a personal favor. 220 47.0 211 259 60 12.8 49 105 18 3.8
Explains how a proposed activity or change could 172 36.8 86 184 126 27.0 59 126 24 5.1
help you attain a personal objective.
Offers to help with a task that he/she wants you t0103 221 97 20.8 116 249 110 215 50 10.7
carry out.
Brings someone along for support when meeting 302 64.3 76 16.2 48 10.2 33 7.0 11 2.3
with you to make a request or proposal.
Asks you to suggest things you could do to help 124 26.4 77 164 123 26.2 96 20.5 49 104

him/her achieve a task objective or resolve a
problem.
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Question Three: What Behavioral Influence Tactics @ Teachers Use?

Respondents were asked to think of different whgy try to influence
colleagues. When an individual is trying to infhee another person, they are the agent.
The person being influenced is the target. Thatagersion of the IBQ-G uses the same
44 items and 11 proactive influence tactics addhget version of the IBQ-G, with minor
wording changes. The agent version of the IBQ3 #se respondent (agent) to indicate
which influence tactics they use on peers (targel$e target version asks respondents
to report proactive influence tactics that havenbesed on them (Yukl & Falbe, 1990).

The proactive influence tactic respondents indt#tey used most frequently on
peers is using facts and logic to make a persuasise for a request or proposal (55.0%
moderately or very often). Offering to provideiatmnce to help a peer carry out a
request was used moderately or very often by 4@&Peéspondents, and offering to help
with a task you want a peer to carry out was usedarately or very often by 42.8% of
respondents. Encouraging a peer to express amgimabout a proposed activity or
change was used moderately or very often by 45 6%teaespondents.

A majority of respondents (87.9%) said they nevamadnd or can’t remember
ever demanding that a peer carry out a requeske \@timall percentage of respondents
reported demanding that a peer carry out a reBe% moderately or very often).
Similarly, 84.4% of respondents reported nevergisinnot remembering using pressure
to get a peer to carry out a request. Howeveswaréspondents did report using pressure
to get a peer to carry out a request (4.9% modgratevery often). Table 10 illustrates
descriptive statistics of responses to all 44 preaenfluence tactics that respondents

reported using on peers.



Table 10

Agent Use of Proactive Influence Tactic
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Can't Seldom Occasionally Moderately  Very Often
Remember Often

Proactive Influence Tactic n % % n % n % n %
Use facts and logic to make a persuasive case for &1 6.7 35 7.6 141 30.7 141  30.7 112 243
request or proposal.
Ask him/her as a friend to do a favor for him/her. 92 20.1 156 34.1 134 293 60 13.1 16 3.5
Praise his/her past performance or achievements 75 16.3 83 18.1 140 30.5 108 235 53 115
when asking him/her to do a task for you.
Offer to do a specific task or favor for him/herin 155 34.1 102 224 114 25.1 b5 121 29 6.4
return for his/her help and support.
Make an inspiring speech or presentation to arous&39 30.5 101 221 112 246 63 13.8 41 9.0
enthusiasm for a proposed activity or change.
Say he/she is the most qualified person for a task 109 23.9 100 21.9 130 284 80 175 38 8.3
that you want him/her to do.
Demand that he/she carries out a request. 399 87.9 24 53 17 3.7 9 2.0 5 11
Say that a request or proposal is consistent with a265 57.9 89 194 65 14.2 23 5.0 16 3.5
prior agreement or contract.
Offer to do something for him/her in the future in 169 37.1 121 265 102 224 45 9.9 19 4.2

return for their help now.




94

Can't Seldom Occasionally Moderately  Very Often
Remember Often

Proactive Influence Tactic n % % n % n % n %
Explain how the task | want him/her to do could 205 45.2 97 214 91 20.0 45 9.9 16 3.5
help his/her career.
Explain why a proposed project or change would 108 24.2 82 18.3 121 27.1 96 215 40 8.9
be practical and cost effective.
Invite him/her to suggest ways to improve a 74 16.3 77 16.9 131 28.8 116 255 57 125
preliminary plan or proposal that | want.
Describe a clear, inspiring vision of what a 63 13.9 68 15.0 137 30.3 125 27.7 59 13.1
proposed project or change could accomplish.
Consult with him/her to get ideas about a 48 10.5 64 14.0 146  31.9 136 29.8 63 13.8
proposed activity or change that | want him/her to
support or implement.
Explain why a proposed activity or change would 94 20.7 114 251 115 253 91 20.0 40 8.8
be good for him/her.
Say that a request or proposal is consistent with 154 34.0 96 21.2 107 23.6 67 14.8 29 6.4
prior precedent and established practice.
Say a proposed activity or change is an 77 17.0 86 18.9 139 30.6 102 225 50 11.0

opportunity to do something really exciting and
worthwhile.
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Can't Seldom Occasionally Moderately  Very Often

Remember Often
Proactive Influence Tactic n % n % n % n % n %
Use threats or warnings when trying to get 416 91.4 16 3.5 10 2.2 7 15 6 1.3
him/her to do something.
Say that my request or proposal is consistent with 204 45.1 111 246 74 164 45 10.0 18 4.0
official rules and policies.
Say | need to ask for a favor before telling him/he 243 53.4 110 24.2 56 12.3 32 7.0 14 3.1
what it is.
Repeatedly check to see if he/she has carried out 269 59.0 123 27.0 41 9.0 18 3.9 5 1.1
request.
Provide information or evidence to show that a 82 18.1 88 195 161 35.6 76 16.8 45 10.0
proposed activity or change is likely to be
successful.
Offer to provide resources he/she would needto 69 15.2 65 14.3 126 27.8 123 27.1 71 15.6
do a task for you.
Get others to explain to him/her why they support 205 454 107 23.7 81 17.9 40 8.8 19 4.2
a proposed activity or change that | want him/her
to support or help implement.
Offer to provide any assistance he/she would need 49 10.9 47 104 146 324 118 26.2 90 20.0
to carry out a request.
Explain clearly why a request or proposed change 69 15.3 58 129 145 32.2 111 246 68 15.1

iS necessary to attain a task objective.
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Can't Seldom Occasionally Moderately  Very Often

Remember Often
Proactive Influence Tactic n % % n % n % n %
Verify that a request is legitimate by referringato 159 35.2 79 175 115 254 54 1109 45 10.0
document such as a work order, policy manual,
charter, bylaws, or formal contract.
Say he/she has the special skills or knowledge 99 22.0 83 184 135 299 96 21.3 38 8.4
needed to carry out a request.
Mention the names of other people who endorse al80 39.8 113 25.0 91 20.1 52 115 16 3.5
proposal when asking him/her to support it.
Talk about ideals and values when proposinga 102 22.7 75 16.7 125 27.8 99 220 48 10.7
new activity or change.
Praise his/her skill or knowledge when asking 84 18.7 84 18.7 128 28.5 104 232 49 10.9
him/her to do something.
Offer something he/she wants in return for his/her 221 49.7 94 21.1 75 16.9 37 8.3 18 4.0
help on a task or project.
Try to pressure him/her to carry out a request. 3784.4 34 7.6 14 3.1 15 3.3 7 1.6
Ask someone he/she respects to help influence 286 64.0 88 19.7 40 8.9 21 4.7 12 2.7
him/her to carry out a request or support a
proposal.
Encourage him/her to express any concerns he/sheb8 12.9 60 134 126 28.1 133 29.6 72 16.0
may have about a proposed activity or change that
I want him/her to support or help implement.
Offer to show him/her how to do a task that | want 79 17.7 75 16.8 123 27.6 102 22.9 67 15.0
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Can't Seldom Occasionally Moderately  Very Often
Remember Often

Proactive Influence Tactic n % % n % n % n %
him/her to carry out.
Offer to do something for him/her in exchange for 203 455 113 25.3 68 15.2 38 8.5 25 5.6
carrying out a request.
Appeal to his/her friendship when asking him/her 255 57.0 91 204 52 116 35 7.8 14 3.1
to do something.
Describe benefits he/she could gain from doing a 114 25.6 112 25.1 102 229 87 195 31 7.0
task or activity.
Ask for his/her help as a personal favor. 226 50.9 114 25.7 56 12.6 35 7.9 13 2.9
Explain how a proposed activity or change could 150 33.6 99 221 111 248 66 14.8 21 4.7
help him/her attain a personal objective.
Offer to help with a task that you want him/herto 63 14.1 69 154 124 27.7 121 271 70 157
carry out.
Bring someone along for support when meeting 260 58.8 91 20.6 52 1138 28 6.3 11 2.5
with him/her to make a request or proposal.
Ask him/her to suggest things he/she could doto 81 18.2 79 17.8 118 26.6 99 223 67 15.1

help me achieve a task objective or resolve a
problem.
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Question Four: What Patterns of Influence Among Teahers are Associated with
Teacher Leadership Behaviors in Formal and InformalSituations?

To analyze the use of pressure and non-pressttrestdy respondents the agent
and target pressure variables (as described int@€h3dpwere crosstabulated to create 4
new groups: agent/target no pressure £59), target pressure only £ 93), agent
pressure onlyn(= 23), and agent/target pressune=(60). The four groups were
compared on their means of teacher leadership bkaccording to situation: informal
classroom, formal classroom, informal school, fdraghool, informal profession, and
formal profession (Table 11).

The greatest difference in mean frequencies aldeship was between the
agent/target pressure and agent/target no pregsaups in formal profession and formal
school situations. In formal profession situatiadhe mean frequency of leadership was
.52 greater for the agent/target pressure grivup £.67,SD=1.21) than for the
agent/target no pressure groiyp £ 2.15,SD=.992). In formal school situations, the
mean frequency of leadership was .33 greater Bagent/target pressure groly £
3.00,SD= 1.08) than for the agent/target no pressureg@l= 2.67,SD=.910).

Mean frequencies of leadership differed the laasbng groups in formal and
informal classroom situations. In formal classrogitnations, the mean frequency of
leadership for the agent/target pressure grdip ¢.48,SD=.770) was only .06 greater
than the mean frequency of leadership for the digegét no pressure groul € 4.54,
SD=.705). Ininformal classroom situations, thewes only a .12 difference in the mean
frequencies of leadership between the agent/tprgssure group and the agent/target no

pressure group. However, the mean frequency delsaip was higher for the
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agent/target no pressure groly £ 4.73,SD= .317) than the agent/target pressure group

(M = 4.61,SD= .451).

Table 11

Association of Pressure and Non-Pressure GroupsSituhtions

Situation N M SD
Informal Classroom
Agent/Target No Pressure 254 4.73 317
Target Pressure Only 91 471 318
Agent Pressure Only 23 4.67 .380
Agent/Target Pressure 60 4.61 451
Formal Classroom
Agent/Target No Pressure 259 4.54 .705
Target Pressure Only 92 4.50 .687
Agent Pressure Only 22 4.54 .670
Agent/Target Pressure 60 4.48 770
Informal School
Agent/Target No Pressure 241 3.69 .608
Target Pressure Only 90 3.82 573
Agent Pressure Only 23 3.70 .675
Agent/Target Pressure 56 3.76 127
Formal School
Agent/Target No Pressure 249 2.67 910
Target Pressure Only 90 2.70 .862
Agent Pressure Only 23 2.98 .960
Agent/Target Pressure 54 3.00 1.08
Informal Profession
Agent/Target No Pressure 259 3.97 .984
Target Pressure Only 92 4.14 978
Agent Pressure Only 23 3.82 1.07
Agent/Target Pressure 60 4.18 947
Formal Profession
Agent/Target No Pressure 258 2.15 .992
Target Pressure Only 93 2.29 .956
Agent Pressure Only 23 2.20 1.09
Agent/Target Pressure 58 2.67 1.21

With the use of Wilks’ criterion, the new group idale was statistically

significantly associated with teacher leadershipaveors,
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A =.914F (18, 1064) = 1.91p = .012. Univariate tests found statistical sigaifice in

the association between pressure tactic groupsoamal school leadershig-(= 3.10,df
=3,p=.027% = .024) and between pressure tactic groups andaigsmfession

leadershipk = 3.99,df = 3,p = .008,% = .031; Table 12).

Table 12

Statistical Significance of Pressure Tactics andcher Leadership

Situation F df p 0

Informal Classroom 1.454 3 227 .011
Formal Classroom .343 3 794 .003
Informal School 1.206 3 .307 .009
Formal School 3.104 3 .027 .024
Informal Profession 1.202 3 .309 .009
Formal Profession 3.998 3 .008 .031

Post-hoc comparisons using the Tukey HSD test faustgtistically significant
difference in the means of teacher leadership bhetselietween the agent/target no
pressure group and the agent/target pressure @t -.380,SE=.144),p = .043
[95% CI -.752, -.008] in formal school situatiods@ble 13). These findings indicate
teacher leadership among the agent/target pregsaup was statistically significantly

greater than the agent/target no pressure group.
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Table 13

Comparison of Groups and Tactics in Formal Schaigfions

Target Pressure  Agent Pressure Agent/Target

Group Only Only Pressure
Agent/Target No Mp= -.068 Mp- -.381 Mp - -.380
Pressure SE =.119 SE =.207 SE =144
p=.940 p =.257 p =.043
Target Pressure Only Mp - -.313 Mp - -.312
SE =.223 SE =.165
p =.497 p=.236
Agent Pressure Only Mp = .001
SE =.237
p>.99

Post-hoc comparisons using the Tukey HSD test famudher statistically
significant difference in means between the agagét no pressure group and the
agent/target pressure groly= -.542,SE=.159),p =.004 [95% CI -.952, -.131] in
formal profession situations (Table 14). Simiathe findings in formal school
situations, these findings in formal professionlations indicate teacher leadership
among the agent/target pressure group was statigtsignificantly greater than the

agent/target no pressure group.
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Table 14

Comparison of Groups and Tactics in Formal Professsituations

Target Pressure  Agent Pressure Agent/Target

Group Only Only Pressure
Agent/Target Mp=-.177 Mp - -.098 Mp--.542
No Pressure SE =.131 SE =.229 SE =159
p=.534 p =974 p =.004
Target Pressure Only Mp - .078 Mp =-.365
SE =.246 SE =.182
p =.989 p=.191
Agent Pressure Only Mp - -.443
SE =.262
p =.329

To analyze the relationship between the pattemoofpressure influence tactics
and teacher leadership, a non-pressure deviatioabl@ was operationalized by
subtracting target non-pressure tactics from agentpressure tactics. The non-pressure
deviation variable was then correlated with teadb@dership behaviors. When the non-
pressure deviation variable was correlated witbherleadership scales, analysis
revealed there were no strong correlations. T siatistically significant correlation
was between the non-pressure deviation and forohalod leadershipr(= .163,n = 314,

p =.004). The values of the non-pressure deviatasiable hovered around zero,
indicating a weak correlation between the non-pnessariable and formal school
leadership. Figure 2 shows a scatterplot of thepressure variable and formal school
leadership. Among the other five leadership sca@leselations were not statistically
significant and ranged from informal school leatdgygr = .100,n = 314,p = .076); to

formal profession leadership£ .007,n = 314,p = .901).



Figure 2

Non-pressure Variable and Formal School Leadership
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| then analyzed target non-pressure means and agefjiressure means and

found they were highly correlated395) = .776p = .01. Since the non-pressure

deviation variable had a restricted range, andarget non-pressure means and agent

non-pressure means were highly correlated, | dddidl@nalyze target non-pressure

tactics and agent non-pressure tactics separatedjdtion to teacher leadership
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behaviors. Therefore, the results no longer shattems of influence, but rather agent
non-pressure tactics and target non-pressure $aejgarately. When correlated
separately with teacher leadership, target nonspredactics and agent non-pressure
tactics were both statistically significantly assted with teacher leadership in all
situations except informal and formal classroomatiobns. Correlations were positive,
although they were not very strong. Target norsguee was statistically significantly
correlated with informal schoot € .260,n = 382,p < .001); formal professiomn € .259,
n=394,p <.001); and formal schoal € .225,n = 379,p < .001) situations;
respectively. Target non-pressure was also statilst significantly correlated with
informal profession situations € .203,n = 396,p < .001).

Agent non-pressure tactics were statistically sigantly correlated with school
and profession leadership, although again, thecaggms are not very strong. Agent
non-pressure tactics showed positive correlatiaitis fermal school (= .349,n = 362,p
<.001); informal schoolr(= .334,n = 355,p < .001); and formal profession£ .285,n
= 373,p < .001) situations; respectively. Although nohaghly correlated, agent non-
pressure tactics were also statistically signifigacorrelated with informal profession
situations (= .173,n = 373,p < .001; see Table 15).

Positive correlation coefficients indicated the smfrequent the use of influence,
the more frequent teacher leadership behaviors iwenéormal school, formal school,
informal profession, and formal profession situasio So, although the associations are
not very strong, there is statistical significamdeen associating non-pressure influence

tactics with teacher leadership in the school artthé profession. In addition, agent use
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of influence tactics showed stronger correlatiortt wchool leadership than target use of

influence.

Table 15

Correlation of Teacher Leadership Behaviors and {gogssure Tactics by Targets

and Agents
Target Agent

Non-Pressure Non-Pressure
Situation n r p n r p
Informal Classroom 392 .029 571 369.067 197
Formal Classroom 395 .045 377 372.099 .056
Informal School 382 .260 <.001 355.334 <.001
Formal School 379 225 <.001 362.349 <.001
Informal Profession 396 .203 <.001 373.173 .001
Formal Profession 394 259 <.001 373285 <.001

Question Five: How Does Principal Support Influenceleacher Leadership?

Respondents were asked two survey questions tessidrincipal support for

teacher leadership in their schools. Most respotsd®9.1%) indicated their principal

often gives teachers opportunities to lead. Siigil®2.1% of respondents said their

principal often organizes the school to maximizparfunities for teacher collaboration.

Descriptive statistics of principal support ford¢bar leadership are shown in Table 16.
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Table 16

Principal Support for Teacher Leadership

Never Sometimes Often
Support n % n % n %

My principal gives teachers opportunities23 4.8 175 36.2 286 59.1
to lead.

My principal organizes the school to 42 8.7 190 39.3 252 521
maximize opportunities for teacher
collaboration.

These two survey items were crosstabulated andipahsupport was
dichotomized to create a new variable with two gowa high level and low level of
support for teacher leadership. Principals rarfeéen” in both survey items were
combined into the high level group. Principalsketh“never” or “sometimes” in at least
one of the survey items were combined into a loppsut group. The rationale for this
grouping is that there should be consistent sugpoteacher leadership by the principal
for him/her to rank as having a high level of suppdable 17 shows 219 out of 483
respondents (45%) indicated their principals offeaw support in both ways. These
respondents were rated as having principals witigla level of support for teacher
leadership while the remaining 264 respondents wategl as having principals with a

low level of support for teacher leadership.
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Table 17

Crosstabulation of Principal Support Questidihs= 483)

Teacher Collaboration

Never Sometimes Often
n % n % n %
Teachers Lead Never 13 2.6 9 1.8 1
Sometimes 22 45 122 25.2 31 6.4
Often 7 1.4 59 122 219 45.3

A multivariate analysis of variance (MANOVA) wasnformed on the six
dependent variables of teacher leadership behamformal classroom, formal
classroom, informal school, formal school, informpedfession, and formal profession
The independent variable was principal supportthWie use of Wilks’ criterion,

principal support was statistically significantlysaciated with teacher leadership,
A\ = .956,F(6, 418) = 3.19p = .004.

Table 18 shows principal support was statisticsiliyificantly associated with
formal and informal leadership in the school arfdnmal leadership in the profession.
Univariate tests found statistical significanceha association between principal support
and formal school leadership € 14.2,df = 3,p < .001,5° = .033); between principal
support and informal school leadership<9.09,df = 3,p = .003,5* = .021); and
between principal support and informal professeadershipKk = 8.58,df = 3,p = .004,

n? = .020).
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Table 18

Relationship between Principal Support and Teadtsdership

Situation F df p n

Informal Classroom 3.15 3 .076 .007
Formal Classroom 1.78 3 .183 .004
Informal School 9.09 3 .003 .021
Formal School 14.2 3 <.001 .033
Informal Profession 8.58 3 .004 .020
Formal Profession 3.73 3 .058 .008

In all six situations of teacher leadership behgutre mean frequencies were
higher when principal support was higher (Table IB)e greatest differences in means
occurred in formal school leadership and infornrafgssion leadership. In formal
school leadership, teacher leadership was .31egredien principal support was high (
= 2.89,SD=.953) than when principal support was Idw£ 2.58,SD=.884). In
informal profession leadership, teacher leaderglaip .28 greater when principal support
was high M = 4.17,SD = .943) than when principal support was ldw+£ 3.89,SD=
1.03).

The mean frequencies of classroom leadership didfdre least when associated
with high and low levels of principal support. Timean difference of informal
classroom leadership was .07 when principal suppasthigh M = 4.73,SD= .354)
rather than lowNl = 4.66,SD= .371). The mean formal classroom leadershipevalas
.10 higher when principal support was high£ 4.56,SD = .716) rather than lowM =

4.46,SD= .730).
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Table 19

Mean Frequencies of Teacher Leadership Behavigréeglvel of Principal Support

High Low
Situation n M SD n M SD  95% CI (H-L)
Informal Classroom 216 4.73 .354 260 4.66 .371 [.006,.132]
Formal Classroom 218 456 .716 261 446 .730 [-.025,.235]
Informal School 206 3.83 .612 248 3.64 .627 [.072,.302]
Formal School 205 2.89 .953 255 258 .884 [.141, .479]
Informal Profession 219 4.17 .943 264 3.89 1.03 [.109, .466]
Formal Profession 216 2.36 1.06 262 214 964 [.037,.402]

Summary of Findings

A total of 493 current classroom teachers in pufiticools across the state of
North Carolina took the survey for this study. Tiyetwo teacher leadership behaviors
were categorized into six different groups basedariext: informal classroom, formal
classroom, informal school, formal school, informedfession, and formal profession.
On average, informal classroom leadership was the& frequent teacher leadership
behavior reported, followed by formal classroondkxahip, and informal leadership in
the profession. Formal leadership in the schodlfarmal leadership in the profession
were the least frequent teacher leadership belgvkindings in this study showed
statistical significance, however, small effecesiare cautionary about over-interpreting
or placing too much emphasis on these findings“asiaersal truth”.

Whether teachers were targets or agents of infljghe most frequently used
proactive influence tactic was using facts andddgimake a persuasive case for a
request or proposal. Whether targets or ageritdfloénce, proactive influence tactics
that used pressure were reportedly used the |&ast dWhen analyzing patterns of
influence, respondents were classified into fowugs: agent/target pressure, target

pressure only, agent pressure only, and agentitargesure. There was a statistically
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significant difference in means between the agagét no pressure group and the
agent/target pressure group in both formal schodlfarmal profession situations. When
analyzing agent non-pressure and target non-peesactics separately, both were
statistically significantly associated with inforhszhool, formal school, informal
profession, and formal profession teacher leadeiséihaviors.

Higher levels of principal support were associatét higher levels of teacher
leadership behavior in all six situations. Theelexf principal support was statistically
significant when associated with formal and infofs@hool leadership, and informal
profession leadership. Means of leadership behaki@red the least when principal

support was associated with formal and informatsi@aom leadership.
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CHAPTER 5: SUMMARY, CONCLUSIONS AND RECOMMENDATIONS

Chapter four presented the analysis of data dellieo the study of teacher
leadership behaviors and the use of proactiveentte tactics among teachers in North
Carolina public schools. Chapter five presentsrarsary of the study and conclusions
drawn from the data. The strengths and limitatiointhe study and implications for
research and practice are also presented.

The purpose of this research was to examine tedéeaaership behaviors and
proactive influence tactics practiced among teacheNorth Carolina public schools. To
focus exclusively on the howf teacher leadership, this study examined teathers
leadership behaviors and proactive influence taeticen teachers are both leaders and
followers. This study answered five research qoest

1. What leadership behaviors do teachers enact indioand informal

situations?

2. What behavioral influence tactics do teachers pegce used on them?

3. What behavioral influence tactics do teachers use?

4. What patterns of influence among teachers are egedavith teacher

leadership behaviors in formal and informal sitoias?

5. How does principal support influence teacher lestuipf?

With the increasing levels of accountability aneand@ds for student achievement
in K-12 public schools, the distribution of lead@pamong all educators in our nation’s
schools is needed (Neuman & Simmons, 2000; OgaBassert, 2000; Scribner,
Sawyer, Watson, & Myers, 2007). All stakeholdershie school community benefit

through distributed leadership (Leithwood & Masca008; Miller, 2008) because
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leadership responsibilities are shared among at&drs (Leithwood & Mascall, 2008;
Lindahl, 2008; Robinson, 2008).

Examining the practice of leadership (Spillanelgt2z®04) and the relationships
and influence throughout organizations providegmsregarding how educators outside
of formal positions lead (Helterbran, 2010; Murghay.ouis, 1999; Ogawa & Bossert,
2000; Timperley, 2005; Scribner et al., 2007). igtributed leadership perspective
combines the efforts of many individuals in whibtle sum is greater than the parts and
the relationship between the individual and sastialcture is inherent (Woods & Gronn,
2009). Leadership is stretched over many memideremrganization (Spillane, 2006).
A distributed perspective of leadership importsititeractions of individuals in both
formal and informal roles (Harris & Spillane, 200&ducators are assuming new roles,
forging new relationships, and working within nenarhes of reference (Leonard &
Leonard, 1999). When leadership is defined basedmnal roles and responsibilities,
teachers often do not identify themselves as Isaddowever, when leadership is
defined as a broad, inclusive, participatory precésachers sense their purpose in
leadership (Lambert, 2003). By practicing disttédzlileadership according to the
situation, all educators can be leaders (Harri®32Qambert, 1998; Neuman &
Simmons, 2000; Phelps, 2008; Spillane et al., 206@4ause decisions emerge from the
collaborative efforts of many individuals (Lambet®98; Scribner et al., 2007; Spillane
et al., 2004).

Influence within a school system affects the ceéfumitiatives, and direction of
the school system (Owens & Valesky, 2007). Spdlatallett, and Diamond (2003)

found that teachers constructed other teacherslasntial leaders based on human,
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cultural, social, and economic capital. Leadefisi@mce others through social interaction
(Harris, 2003; Owens & Valesky, 2007) in highly textualized situations (Hallinger &
Heck, 2010; Spillane et al., 2004). Since leadprsbcurs through interaction, influence
is multi-directional and reciprocal (Ogawa & Boss000). Educators within a school
with different knowledge and skill sets may utilizewer and influence to address
different tasks (Owens & Valesky, 2007) and lea@engrge from focusing professional
interactions on specific tasks or goals (Spill&889). Who leads is dependent upon the
situation, task, or activity (Spillane, 2009); asthool situation, leaders and followers
interact to affect student learning (Hallinger &dke2010).

Findings of the Study

Question one: What leadership behaviors do teacheenact in formal and
informal situations? The North Carolina State Board of Education requakteachers
to demonstrate leadership in the classroom, is¢heol, and in the profession (North
Carolina Professional Teaching Standards, 2008sp8nhdents were asked about their
teacher leadership behaviors. Teacher leadersthigviors were categorized into six
different variables of leadership: informal clagsm formal classroom, informal school,
formal school, informal profession, and formal gsdion.

Leadership in the classroom, whether classifiebasal or informal, had the
highest reported frequency among all situationse [Eadership behavior within informal
classroom leadership with the highest reportedugaqy was creating and maintaining a
safe and supportive classroom environment.

Analyzing student data to guide instruction wasl#aelership behavior with the

lowest reported frequency. In professional disicunssrelated to using data to drive
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instruction over the past several years, | havadahe very term “data” pushes many
teachers beyond their comfort zones. Overwhelngjrighchers associate data with
statistics and analyses from standardized tegtaved spoken with a number of teachers
who use a variety of forms of data to guide thestriuction, though do not identify what
they do regularly in their teaching practice adymag student data to guide instruction
because they have not conducted statistical arsatys¢he data. It is possible that
analytical teachers are unintentionally downplayimgr practice. Through discussions,
when | have pointed out and named the ways thgtaleeusing data to guide their
instruction, it is apparent that they have neventdied their analysis of student learning
and then modified their instruction as “analyzingdent data to guide instruction”.
Within formal leadership in the school, participatin a professional learning
community was the behavior with the greatest reabitequency. This finding aligns
with Lambert’s (2003) assertion that leadership rgge® as adults learn together and
engage in reflective dialogue in a learning comryuni he leadership behavior in the
school with the lowest reported frequency was abtfiencouraging community
involvement. This finding is not surprising sire@couraging community involvement is
not a primary focus when discussing, researchingupporting teacher leadership in the
school. Collaborating with families and signifitaaults in the lives of students to
ensure the academic success of students is onerglefra professional standard on
which teachers are evaluated in North Carolina {iNGarolina Professional Teaching
Standards, 2008). However, beyond that, teachensat evaluated on encouraging
community involvement. Stereotypically, elementseirools, and therefore elementary

teachers, demonstrate more community involvement thiddle and high school
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teachers. Encouraging community involvement, tloeeg is a teacher leadership
behavior that could vary significantly based ondle level of students.

In the classification of leadership in the professirespondents reported enacting
informal leadership more often than formal leadgrsiithin the classification of
informal leadership in the profession, a majorityespondents reported they promote
positive working relationships through professiotallaboration within their school
district. Within the classification of formal leaship in the profession, very few
respondents indicated they participate in develppwlicies and practices to improve
student learning at the state level. These firglgwypport research by Dozier (2007) who
found teacher leaders want leadership trainingcpaed so they can be more effective
and engaged in policymaking. With new professiatahdards requiring teachers to
demonstrate leadership in the profession, it wbeldoove the NCSBOE and teacher
training programs to focus efforts on building f@alnteacher leadership skills in
developing policy and in leading in the professiatside of school walls.

The ability to collaborate with others is paramo(Dénielson, 2007). As
teachers collaborate, influence becomes an eskeotmponent of leadership (Yukl,
2006) and educational practices improve (Print@80 Therefore, collaboration is a
teacher leadership behavior that can influenceomgd teaching and learning in the
school and school district. Across classificatiohkeadership in the classroom, in the
school, or in the profession, teacher leadershiyaiers involving collaboration had
high levels of frequency. Collaboration is a leatig behavior that can occur in formal
and informal situations, which might explain thghhfrequency teachers reported in this

study. In the classroom, respondents reportediogel@ssons that require students to
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collaborate. In the school, respondents repotted tollaborate with colleagues to
within professional learning communities. In thefpssion, respondents reported they
promote positive working relationships through abbration within their school districts.
The implementation of PLCs, emphasis on collabonatnd bringing teachers
out of isolation with the aim of improving teachiagd learning has been a movement for
several years in North Carolina. Although the iempéntation of PLCs varies by schools
and school districts, collaboration with othersadsv a commonly understood norm in
education. The findings in this study documentenftrteacher leadership behaviors of
collaboration in the classroom, in the school, enithe profession across North Carolina
that would have been less several years ago, apdendifferent several years from
now. Currently, providing time for collaboratiosmthe responsibility of individual
principals and teachers themselves, within theinesfof an already full schedule.
Question two: What influence tactics do teachers peeive are used on them?
Leaders and followers interact to affect studeatriang (Hallinger & Heck, 2010), and
through these interactions, followers may be aiiggmt factor in determining who the
leaders are (Harris & Spillane, 2008). Respondevese asked about their perspectives
as targets of influence. The proactive influerazgit respondents reported being used on
them most frequently was the use of facts and ltmginake a persuasive case for a
request or proposal. This finding supports Yuk?806) research that expert power is in
action when the target person conforms or agreesuse he or she believes the agent has
special knowledge about a subject or how to perfatask. The next most frequent
influence tactic used on respondents was praisasg gerformance or achievements

when asking to do a task or favor. This findingmarts Spillane, Hallett, and Diamond’s
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(2003) research regarding how teachers constrbet ¢dachers as influential leaders
based on human capital: one’s skills, knowledgd,expertise in a certain area, as well
as social capital: one’s connections and relatimssh

Proactive influence tactics that used pressurelmatbwest frequencies reported
by respondents. A majority of respondents repafegdanding to carry out a request
was an influence tactic that was never used on thretimey could not remember a time
when it was used on them. Similarly, being presguo carry out a request was reported
often by only 4% of respondents. Pressure tastazdd be best used with position
power. Itis possible that the absence of pospiawer is one reason why pressure
tactics were used with the least frequency amoachters.

Since teachers do not hold legitimate authorityr @adleagues (Danielson, 2007),
it Is not surprising that using pressure to inflceepeers was not a frequently used
influence tactic among teachers. Furthermore, légtian norms among teachers
potentially limit the use of pressure tactics thuaence others. Teachers are accountable
to the demands of principals, state testing, boaf@slucation, parents, and students. If
teachers are able to keep the demands of colleagley, it stands to reason they would
do so. Further explanation of the use of non-prestactics rather than pressure tactics
is discussed in research question three.

Question three: What behavioral influence tactics d teachers use?.eaders
emerge from focusing professional interactionsmecHic tasks or goals (Spillane,
2009). Who leads is dependent upon the situatask, or activity (Spillane, 2006). The
most frequently reported proactive influence tastgpondents reported they used on

peers was using facts and logic to make a perseiaase for a request or proposal. This
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finding is identical to the most frequently reparfaroactive influence tactic respondents
reported was used on them. Therefore, havinglihiéyao present facts and logically
articulate the need for a request or proposalmpoitant skills when leading in schools.
The NCSBOE purports the use of data to drive iesivn. This finding supports the use
of data to lead in schools. As both agents argktarof influence, teachers use facts and
logic to lead in the classroom, in the school, emntthe profession.

When teachers perceive colleagues to hold valupitiatdeaders and influence
emerge. Cultural capital refers to one’s way ohger interactive style, and social
capital refers to trust, connections, and relatigrss (Spillane et al., 2003). These forms
of capital may be present in the next three mesjufently reported proactive influence
tactics: offering to provide assistance to helgargarry out a request, offering to help
with a task you want a peer to carry out, and eraging a peer to express any concerns
about a proposed activity or change.

Similar to the findings of respondents’ perceptiohproactive influence tactics
that are used on them, a majority of respondepisrted never using or not remembering
using proactive influence tactics involving pregsan peers. Only 5% reported using
pressure tactics often. Congruent with this figdsthat a majority of respondents said
they never demand or can’t remember ever demartkdai@ colleague carry out a
request. Only 3% of respondents reported usirgitifiuence tactic moderately or very
often.

Whether agents of influence or targets of influgnice use of pressure tactics had
the lowest reported frequency. This finding magniafy an unspoken “truce” among

colleagues. With all of the external demands awhers today - state-mandated
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professional development, principal directivesutagelectronic communication with
parents, teacher websites, training and incredbmgse of instructional technology,
supervisory duties, demonstrating student growtktandardized tests, and so forth -
teachers may choose to not use pressure tacticBuence one another because of
perceived rebuttal and ineffectiveness. In otherds, an abundance of external pressure
that already exists in education may influenceube of non-pressure tactics over
pressure tactics as teachers lead teachers wghooks. Again, though unspoken, there
may be a culture within education that does naddtariother organizations, where
teachers refrain from using pressure tactics oh e#tter because they are influenced by
pressure from so many other professional requirésnen

Question four: What patterns of influence among teehers are associated
with teacher leadership behaviors in formal and inbrmal situations? Teacher
leaders influence many aspects of the organizékianris, 2003; Beachum & Dentith,
2004). There was a statistically significant agstoan between pressure tactics and
formal school leadership. Similarly, there wasaistically significant association
between pressure tactics and formal professioretshg. The agent/target pressure
group showed greater leadership in formal schodlfarmal profession situations when
compared to the agent/target no pressure groupreidre, teachers who use pressure
tactics and have had pressure tactics used ontiaeenhigher levels of leadership in
formal school and formal profession situations.edénfindings indicate that in order to
lead with greater frequency in formal school angirfal profession settings, teachers

need to be willing to use and respond to pressutecs. Conversely, these findings
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indicate that teachers who do not use pressuriegamthave not had pressure tactics
used on them are less likely to be leaders in¢hed and in the profession.

Agent non-pressure tactics and target non-presaaties were both statistically
significantly and positively associated with infahschool, formal school, informal
profession, and formal profession situations. @hly situations non-pressure tactics
were not statistically significantly associatedhaitere informal and formal classroom
leadership. Since classroom leadership primagky/Wwith individual teachers, it is not
surprising that non-pressure influence tactics weitestatistically significant when
associated with leadership in the classroom. Tty that the use of non-pressure
tactics was statistically significant in leadingtie school and in the profession indicates
that teachers can lead by influencing others, evi#hout the use of pressure tactics.
Agent use of influence tactics was more stronglyetated with leadership in the school
than target influence tactics. The greater theofisafluence indicated a greater
frequency of teacher leadership behavior.

These findings may have implications beyond Noréinoina. For example, the
preference for non-pressure rather than presstloeinte tactics has not been previously
documented. These findings may reflect a fundaatelifference in proactive influence
tactics used among teachers versus other profestfianhhave been studied using Yukl’'s
(2006) 11 identified proactive influence tacti¢®espondents who were both agents and
targets of pressure tactics showed greater leagdarsformal school and formal
profession situations when compared to respondembswere neither agents nor targets
of pressure tactics. This finding indicates amease in the use of pressure tactics among

educators may positively associate with greatetdeship in our schools and profession.
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The findings that teachers use non-pressure taetiber than pressure tactics to
influence peers, but pressure tactics were politagsociated with greater leadership in
the school and profession begs the question: witatld teachers be learning to do
differently in the way they use pressure tacticoone another? | speculated earlier that
there could be an unspoken truce regarding thefuseessure tactics between teachers.
However, with new state mandates that all teaatemsonstrate leadership in the
classroom, in the school, and in the professionfiNGarolina educators may experience
an increase of pressure tactics as agents andsafgefluence as teachers seek to rise to
the highest levels of ratings for teachers: accahptl and distinguished. It is possible
that these new professional standards may promipicaease in the use of pressure
tactics among educators in North Carolina.

Question five: How does principal support influenceaeacher leadership?
Principals play an essential role in supportinglea leadership (Dufour, 1995;
Helterbran, 2005; Huffman & Jacobson, 2003; HukiBevos, 2010; Lambert, 1998;
Murphy et al., 2009; Spillane, 2009; Steel & Cr&l§06). Principals’ support of teacher
leaders influences other teachers’ receptivenessather leaders (Mangin, 2007). In
schools where only the principal assumes formaldeship, teacher leadership is stifled
and sporadic (Katzenmeyer & Moller, 2009). A latlkprincipals intentionally
developing teacher leadership has inhibited theldgment of teacher leadership
throughout the profession (Helterbran, 2010). himc¢urrent study, the level of principal
support was associated with teacher leadership/i@haeans according to situation. In
all six situations, teacher leadership mean fregesnvere higher when principal support

was higher. The three situations statisticallysigantly associated with high principal
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support were in formal leadership in the schodgnmal leadership in the school, and
informal leadership in the profession. These fiugdisupport current literature that
principals need to develop and support teacheelsagp.

Principals develop and support teacher leadershgpmyriad of ways. Teachers’
perceptions of leadership may mirror the perspeativthe principal. For example,
teachers are more likely to identify their behasias “leadership” if it is acknowledged
as “leadership” by the principal. Identifying leadhip behaviors as leadership may
increase awareness of teacher leadership and pearistter understanding of what
constitutes leadership in our schools. Principalsd to be aware if the same teachers are
repeatedly being asked to lead. A conscious effostretch leadership responsibilities
across the school will allow principals to capitalion individuals’ strengths, foster
teacher leadership in the whole school, and leadrding to the North Carolina
Standards for School Executives (2006).

With new professional standards requiring teacteedemonstrate leadership in
the classroom, in the school, and in the professind professional standards for
principals to develop and support teacher leaderdtorth Carolina educators may see
more focused professional development pertainirdjsivibuted leadership. Currently,
the NCSBOE has not implemented training or disaumssf the practice of distributed
leadership to coincide with these new professistaidards. Without such professional
development, North Carolina can expect leaderstaptiges to evolve more slowly.
However, with focused professional developmentgieirig to these new leadership
standards, the rate and successful implementatidistoibuted leadership in our schools

may increase.
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Strengths, Limitations, and Delimitations

This study has several strengths. The samplensized93 current classroom
teachers in North Carolina completing the survélis sample size far exceeds original
projected sample size of 384, following Krejcie aidrgan’s (1970) recommended
sample sizes for populations of 100,000. Inclugagicipation from seven of eight
NCSBOE regions assisted in results being genelddéiza teachers throughout North
Carolina.

Another strength of this study is the direct liokthe North Carolina Professional
Teaching Standards (2008) and North Carolina Stasdar School Executives (2006).
By mandating that all teachers demonstrate leagensihe classroom, in the school,
and in the profession, the NCSBOE is attemptinghtange leadership practice in North
Carolina public schools. With new professionahdt&rds for teachers and for principals,
educators in public schools across North Caroliag experience a shift in their
thinking, interactions, and purpose as their faexygzands from students and self to
colleagues and leading the school. Understandimgtbachers lead better informs
educators as teachers assume greater leadershgpstributed leadership practice. An
understanding of the use of proactive influencéidaavhen teachers are both agents and
targets of influence provides meaningful informatregarding how leadership happens
in schools.

There were some limitations to this study. While demographics of the
respondents were generally representative of tiehiteg population in North Carolina,
some of their characteristics may have impacteditidéngs. Types of teacher
leadership and frequency of teacher leadershipvaaydepending upon school level,

gender, and setting. Of the respondents in thidysB84% were female, 57% taught in



124

rural settings, and 41% taught in elementary schoS8tereotypically, one would not
expect pressure tactics to be frequent behavi@d asong rural, elementary, female
teachers. In addition, it is possible that thisxdgraphic group leads, but that they do not
necessarily identify themselves as “leaders”. ®@oald also not expect this
demographic group to demonstrate frequent leademstdeveloping policy at the state or
professional level. However, a majority of schaal®lorth Carolina are elementary
schools in rural settings. Furthermore, a majasftteachers in North Carolina are
females (North Carolina Department of Public Instian, 2011). Therefore, if females
do not rise to develop policy and influence othiersnprove education in our state, then
who? Further analysis of respondents at the elEngmiddle, and high school levels
may reveal differences across grade levels in txdeladership behaviors and the use of
proactive influence tactics.

Finally, the largest percentage of respondent%jdtad 20 or more years of
experience. Teachers with more than two decadespgrience are perhaps more likely
to respond to a survey on teacher leadership bed¢hay, quite possibly, already view
themselves as teacher leaders. Therefore, the@saf this study may best reflect the
phenomenon of teacher leadership among more erpeddeachers. Interestingly,
respondents with 16 to 19 years of experience antpunted for 13% of the sample,
while the other 3 lower ranges of experience eaphesented 18% to 20% of the sample.

There were some limitations to this study thatiddireaten the internal and
external validity. One threat to the internal dai of this study was that the data
collection instrument had not been tested previjousb address this limitation, an

expert panel of 9 North Carolina principals classifeach of the 22 leadership behaviors
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on the Teacher Leadership Behavior Questionnaiteop#he instrument to provide
validity evidence. Survey items were categorized scales using a 3 by 2 matrix,
identifying survey items as leadership in the ¢lags in the school, or in the profession;
and leading in formal or informal situations. R#esting the data collection instrument
and making appropriate changes prior to the statata collection also potentially
addressed this limitation. Cronbach's alpha siegisndicated acceptable reliability
coefficients for the four of the teacher leaderduples. Two of the teacher leadership
scales: formal classroom and informal professiorevsengle items. Therefore, these
scales may be less reliable.

One potential threat to external validity is ttie# Teacher Leadership Behavior
Questionnaire consisted of elements from the NGetolina Teacher Evaluation
Instrument. Therefore, results may not be gersgiale when examining teacher
leadership behaviors for states that define tedelaelership differently.

The potential for response bias existed since sza@nswered questions
regarding their own leadership behaviors and uspsoactive influence tactics. Pilot
testing and making survey items as specific anéwehal as possible may have
mitigated the potential for response bias. Alssueing the confidentiality of
respondents, schools, and school districts addte¢lsepotential for response bias.

This study had some delimitations. One delimitaté this study is that this
study used a cross-sectional research design. Wnbe concept of teacher leadership
and the practice of distributed leadership are temtly changing. Therefore, the results
are specific for a certain period of time. An ursending of the practice of teacher

leadership and the use of proactive influencedagét the inception of new professional



126

teaching standards that require teacher leadeirsihiyg classroom, in the school, and in
the profession provides a baseline for future eration of how the practice of
leadership is evolving in public schools.

Yet another delimitation in this study is that teexs working in non-
administrative yet supervisory or leadership raigsh as instructional or literacy coaches
were not included in the sample. Similarly, otbertified educators such as school
counselors, media coordinators, and school so@akevs were not included in the
sample. Educators in the aforementioned roles wetrecluded in this study because
they are not evaluated using the North CarolindgBsional Teaching Standards.
However, leadership behaviors, the practice ofifisted leadership, and the use of
proactive influence tactics is not limited to oclgssroom teachers.

Finally, a delimitation of this study is that thesspondents’ school cultures were
not examined. School culture may affect how leslgeris distributed, and may play a
role regarding the extent to which teachers are &blead. School culture may also
affect the use of proactive influence tactics ety of influence tactics used while
leading within schools.

Implications for Research

New leadership standards in North Carolina recalireeachers to demonstrate
leadership in the classroom, in the school, arttlemprofession. As schools become
organizations where leadership is distributed anahgducators, understanding teacher
leadership behaviors and how teachers use influehie leading within schools may
help teachers to be more effective leaders.

Continued research on teacher leadership andcibsporation into practice is
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needed (Mangin & Stoelinga, 2010). Specificallynitnued research on how teachers
lead other teachers is needed. The use of preadfiuence tactics in any or all of the
six situations in this study could be examinedneader depth. Furthermore, since this
study is a cross-sectional research design, aNalip study at a later date could provide
meaningful information to educators when teacheakelworked for a longer period of
time under the professional standards that alhte@scmust demonstrate leadership in the
classroom, in the school, and in the profession.

Whether agents of influence or targets of influertike most frequently used
proactive influence tactic was using facts andddgimake a persuasive case for a
request or proposal. This finding merits furtheamination of how egalitarian norms
within schools, that all teachers are equal (Murehal., 2009) may correspond with
more or less frequent use of certain proactiveierite tactics. A follow-up analysis of
differences between the use of influence tacticem@ing to level of school, years of
experience, school setting, and gender would peowidight into types of proactive
influence tactics used based on teacher demogmapmth this information, we may
learn ways to further the development of teachedéeship behaviors.

Understanding how leadership happens is esseotmbvide useful knowledge
for school leaders (Spillane, 2006; Spillane et2§106). Since principal support is
associated with teachers’ leadership behaviors stiidy has implications for school
administrators who are responsible for fosteriragler leadership. An examination of
principals’ leadership behaviors for supportingctesr leadership would provide valuable
information regarding the practice of distributeddership in North Carolina schools. In

addition, a study on teachers’ use of proactivieigrfce tactics on principals may provide
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meaningful information regarding how leadershipgeys in schools. Similarly, a study
on principals’ use of proactive influence tactiosl @heir impact on teachers’ use of
influence tactics on students may reveal assoasti@tween the use of influence tactics
and student learning.

Finally, more research is needed to examine lehgetisrough interactions
among personnel within organizations (Ogawa & Bas2000; Robinson, 2008;
Scribner et al., 2007; Spillane, 2009). Within gractice of distributed leadership, who
leads is dependent upon the situation (Spillara. e€2004). Examining the use of
proactive influence tactics by teachers comparequdactive influence tactics used by
principals may provide greater insight into thegbicee of distributed leadership in
schools.

Other research questions to consider are: Whatpveanfluence tactics do
principals use on teachers? How are principaldestdp behaviors associated with their
use of proactive influence tactics? What proadtifleience tactics do support personnel
(media coordinators, counselors, school social etsikspecialists, etc.) use as they lead?
Recommendations for Practice

The NCSBOE has mandated that all teachers demte&ealership in the
classroom, in the school, and in the professiorith e increasing levels of
accountability and demands for student achieveinekit12 public schools, the
distribution of leadership among all educatorsun mation’s schools is needed (Neuman
& Simmons, 2000; Ogawa & Bossert, 2000; Scribnawyger, Watson, & Myers, 2007).
However, teacher leadership has yet to be fullyatpmnalized in our nation’s public

schools (Beachum & Dentith, 2004; Helterbran, 2K&zenmeyer & Moller, 2009;
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York-Barr & Duke, 2004). This study may serveniéorm the practice of distributed
leadership and specifically, teacher leadershipyedkas increasing what is known about
the evolution of leadership in K-12 public school® better support teacher leadership,
the NCSBOE and school districts may consider piiagitime and resources to

maximize collaboration outside of individual scheolAdditionally, knowledge of
influence opens new paths for understanding hodeleship happens in schools. These
results can inform educators regarding how to dgvetachers as leaders to successfully
lead other teachers.

In the classroom, it is validating to know thatdieers focus on maintaining safe
and supportive classrooms, and encourage collaboratnong students. However,
newer to the expectations of teaching and learimirige 2£' century is the analysis of
data to guide instruction. These results indicadee focus and perhaps professional
development needs to be devoted to analyzing stuld¢a and using that data to guide
and improve instruction.

In the school, viewing leadership from a distrilslkeadership perspective may
assist in increasing the levels of teaching andhlag as principals support teacher
leadership. Understanditigat teachers influence one another when leadinghamd
teachers influence one another when leading, m&igtas achieving school
improvement initiatives with teacher buy-in througlinership in the decision-making
process. Most importantly, in the school, undeditag that teachers are both leaders
and followers depending on the situation, and tlo@gnsity for teachers to use non-
pressure influence tactics rather than pressulgeinée tactics when leading provides a

much greater understanding of how leadership hapipetihe school.
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In the profession, this study found that few teaslseek opportunities to lead
professional development activities in their schaistrict, region or state. Similarly, few
teachers participate in developing policies an@fras to improve student learning at
the state level. Just as teachers have beendrarteach, now teacher leaders must be
trained to lead (Dozier, 2007; Lord & Miller, 2008herrill, 1999). It is possible as well,
that teachers need to be trained to identify leddproehaviors. For example,
participating in a PLC at the school or districtdeis leading, and assisting or training
colleagues in the use of instructional technolagthe classroom is leading. It is
possible that teachers still see leadership assmperather than a behavior, and it is
likely that teachers engage in leadership behaWatsthey do not recognize as such.
The NCBOE has mandated that all teachers must denata leadership. However, this
new professional standard has been set withoupaowding training in leadership, or
discussion of what teacher leadership entailsfeBstmonal development offered by the
NCSBOE is needed in order for teachers to readiftyieneet the demands of the
NCSBOE.

This study highlights the need for professionaledepment for principals as well
as teachers. The NCSBOE has mandated that priscippport teacher leadership.
While the role of principals in supporting teackeadership is essential (Dufour, 1995;
Helterbran, 2005; Huffman & Jacobson, 2003; HukiBevos, 2010; Lambert, 1998;
Murphy et al., 2009; Spillane, 2009; Steel & Cr&l§06), the change in professional
standards for principals to practice distributeatliership was implemented without
professional development for principals. This gtidorms school principals regarding

how to better support teacher leadership throughnaerstanding of how influence is
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used in teacher leadership and how teachers aterteand followers depending on the
situation. Principals must release authority (Lanibl998; Louis & Wahlstrom, 2011),
but distributed leadership does not negate the iitapbrole of the principal to provide
leadership, it simply allows for other leaders toeege in leadership situations and
activities (Spillane, 2009).

Perhaps the greatest contribution this study mak#se field of education is the
integrated examination of how teachers use proaatiluence tactics as leaders and
followers in the classroom, in the school, ancha profession. Findings of this study
indicated respondents who were both agents andttaod pressure tactics had greater
mean frequencies of leadership in formal schoolfandal profession situations.
Respondents who were neither agents nor targgiessure influence tactics had lower
mean frequencies of leadership in formal schoolfandal profession situations. If the
use and acceptance of pressure tactics when leed@uyication increased, North
Carolina public schools may experience an increaige number of teachers leading in
our schools and profession.

Conclusion

| embarked upon this study for a few different oeess | was a classroom teacher
for two decades, prior to moving in to adminiswati During those 20 years, |
considered myself a teacher leader. Through mymaveonal experience, | knew that
my leadership was supported by my work experieacésprofessional development, but,
primarily, | felt | had attained my leadership $kivithout any poignant effort from
school systems | had worked in. Sometimes | wapatied by other teacher leaders and

followers, and sometimes | was supported by priasip However, when the North
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Carolina Board of Education mandated that all teemust demonstrate leadership in
the classroom, in the school, and in the profesaitimout any training or even discussion
about what “leadership” entails, | began to pondeat is really meant by teacher
leadership in the 2century, and how teacher leadership actually hagpe

An analysis of teacher leadership behaviors bgxaert panel was a first step to
categorize leadership as formal or informal, antheclassroom, in the school, or in the
profession. Then, collecting data from teacherssacthe state to document frequencies
of leadership behaviors according to the situgiavided a baseline of knowledge we
did not previously have. Findings indicate itneumbent upon the NCBOE, local school
districts, principals, and teachers themselvedget@lop leadership skills among teachers.

Data related to teacher leadership behaviors, amedbwith an analysis of
proactive influence tactics with teachers as bgéné and targets of influence, provided
insight into how teachers lead in our classroomisosls, and profession. Understanding
that a majority of teachers are neither agentdargets of pressure tactics, but that the
use of pressure tactics is statistically signiftbaassociated with leadership in formal
school and formal profession situations, furthéorims the field of education regarding
how leadership happens. It is incumbent upon &ado increase their use of pressure
tactics to influence colleagues and impact teachmgjlearning.

Finally, the role of principals in supporting teactheadership is essential
(Dufour, 1995; Helterbran, 2005; Huffman & Jacohs2003; Hulpia & Devos, 2010;
Lambert, 1998; Murphy et al., 2009; Spillane, 208&el & Craig, 2006). The level of

principal support is statistically significantlysaxiated with teacher leadership
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behaviors. Therefore, it is incumbent upon priatsgo have a high level of support for
distributed leadership and teacher leadership.

In summary, teacher leadership has yet to be &gbrationalized in our nation’s
public schools (Beachum & Dentith, 2004; Helterhr2®10; Katzenmeyer & Moller,
2009; York-Barr & Duke, 2004). School districtsedeto provide leadership training to
teachers. Principals need to support teacherighigle And, teachers need to increase
their use of proactive influence tactics to leathwi the classroom, school, and

profession.
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APPENDIX A
LETTER TO NORTH CAROLINA SUPERINTENDENTS
Dear Superintendent (name):

| am conducting research on teacher leadershipnthNCarolina public schools. In
short, | would like to send an email to your classn teachers to invite them to
voluntarily participate in an electronic surveytthall take about 20 minutes of their time
if they choose to participate. | would need soneeloom personnel or technology to
send me an Excel or .CSV file of teachers' emaltesses. Neither individual nor school
district identities will be revealed. In fact, &Ve blocked the survey from gathering any
identifying information.

Please read below for a detailed description ostagy. | thank you for your
consideration.

Heidi B. Von Dohlen

Purpose of Study

| am conducting research for my doctoral dissertsitn Educational Leadership through
Western Carolina University, Teacher Leadershipa@airs and Proactive Influence
Tactics in North Carolina Public Schools. | amtimg to you to ask for your approval

for me to survey classroom teachers in your sctimiict. | have selected several public
school districts across North Carolina.

As you know, the North Carolina State Board of Eatiam, through the new Teacher
Evaluation Process, has mandated that all teacm@ssdemonstrate leadership in the
classroom, in the school, and in the professioowéver, not much is known empirically
about how teachers actually lead. This researttiaaded to inform the field of
education by surveying teachers regarding teaeagiership behaviors and teachers’ use
of influence tactics when leading.

Description of Participation

There are no known risks to teachers’ participatsord the researcher will ensure
privacy and confidentiality of all participantsdeintifying data such as IP addresses and
email addresses will be disabled on the data dmleevebsite. No identifying personal,
school, or school district information will be catted. Although there is no personal
compensation to you or your teachers for partiaymain this study, | will be happy to
provide an electronic copy of a summary of the ltesipon request.

For your review, | have attached the letter of infed consent that will be sent to each of
your teachers, informing them of the study andrtheiuntary participation. If you agree
to have your school district participate in thigdst, | will need a listserv of your

district’s classroom teachers in order to distitlte information about the survey via
email.



149

If you have any questions or concerns about allgwwur teachers to participate in this

study, please contact me at ***-**x_x** gr @catamount.wcu.edu. You may

also contact my dissertation chair, Dr. Meagan Kaen, at ***-***.**x gr
@email.wcu.edu.

| thank you for your consideration of my requeBtease "REPLY" to this email and

answer the following questions to allow your teashe participate in this study of

Teacher Leadership in North Carolina.

Yes, | approve of teachers in my schoolididiv be contacted and invited to
voluntarily participate in this study.

AND

| will provide the researcher with a listsefimy district’'s classroom teachers so
the researcher can send survey information dirécttgachers.

No, | do not consent to my district’s pagdation in this study.

Again, thank you for your consideration.
Sincerely,

Heidi B. Von Dohlen
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APPENDIX B
SURVEY INSTRUMENT
Teacher Leadership Behaviors and Proactive Influene Tactics
Please provide the following information about ysmif.
Are you currently a classroom teacher? Yes No
(If participant answers “No”, a screen will pop tiganking them for their willingness to
participate but explaining that only teachers st@dmplete this survey.)
What is your gender? Male Female

What is your age range? 22-29 30-39 40-49 50-59 60+

How many years have you been employed as a teaxdhading this year?
0-5 6-10 11-15 16-20 20+

In which type of school are you currently employed2lementary Middle  High
How would you describe the setting of your school®@rban  Suburban  Rural
Instructions: Please answer the following questiagabout leadership behaviors you

use and do not use (within the past school year)t is not expected that all teachers
lead in all ways.

Never

very seldom (only once or twice a year)
occasionally (several times a year)
moderately often (every few weeks)
very often (almost every week or more)

apbh wnN Bk

| evaluate student progress using a variety ofssssent data.

| participate in developing the school improvemglan.

| create a classroom culture that empowers studertisllaborate.

| serve on a curriculum committee in my district.

| participate in developing policies and practitegmprove student learning at
the state level.

| participate in professional learning community.

| lead in professional learning community.

| collaborate with colleagues to improve the qyatit learning in the school.
| create and maintain a safe and supportive classenvironment.

10 | volunteer to work on new projects and initiativesny school.

11.1 analyze student data to guide my instruction.

arwnPE

© 00N
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12.1 volunteer to work on projects that involve thergaunity.

13.1 am a formally designated mentor to a new teacher.

14.1 informally mentor new teachers.

15.1 can provide evidence of student learning in nasstoom.

16.1 promote positive working relationships througlofessional collaboration
within my school district.

17.1 reflect on my teaching practice.

18.1 create lessons that require students to collabora

19.1 lead an extracurricular activity.

20.1 seek opportunities to lead professional develagraetivities in my school.

21.1 seek opportunities to lead professional develagmaetivities in my school
district, region, or state.

22.1 actively encourage parent involvement.

23.1 actively encourage community involvement.

Instructions: Now, think of an effective teacheader that you work with or have
worked with in the past year. Please describe tmowh the teacher leader you indicated
uses (or used) each type of behavior in an effortftuence you. For each behavior
item, select one of the following response choices.

| can’t remember him/her ever using this tactic with me

He/shevery seldomuses this tactic with me (only once or twice aryea
He/sheoccasionallyuses this tactic with me (several times a year)
He/she uses this tacticoderately oftenwith me (every few weeks)
He/she uses this tactiery often with me (almost every week or more)

g wnN -

If an item does not apply to your situation, thee the #1 response. Please try to avoid
letting general impressions of the teacher leader your answers.

This teacher leader...

____ 1. Uses facts and logic to make a persuassefoa a request or proposal.

2. Asks you as a friend to do a favor for hien/h

___ 3. Praises your past performance or achieveswdren asking you to do a task for
him/her.

4. Offers to do a specific task or favor fouyno return for your help and support.

____ 5. Makes an inspiring speech or presentati@ndose enthusiasm for a proposed

activity or change.

____ 6. Says you are the most qualified person faslkthat he/she wants you to do.

____ 7. Demands that you carry out a request.

____ 8. Says that a request or proposal is consisiéma prior agreement or contract.

____ 9. Offers to do something for you in the futureeturn for your help now.

____10. Explains how the task he/she wants yowtoodld help your career.

____11. Explains why a proposed project or changeavbe practical and cost effective.

____12. Invites you to suggest ways to improvesdirpinary plan or proposal that he/she
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wants.

___13. Describes a clear, inspiring vision of wharoposed project or change could
accomplish.

____14. Consults with you to get your ideas abqutoposed activity or change that
he/she wants you to support or implement.

____15. Explains why a proposed activity or chawgald be good for you.

___16. Says that a request or proposal is consistéh prior precedent and established
practice.

____17. Says a proposed activity or change is aortynity to do something really
exciting and worthwhile.

___18. Uses threats or warnings when trying toygatto do something.

___19. says that his/her request or proposalnsistent with official rules and policies.

___20. Says he/she needs to ask for a favor btsthireg you what it is.

___21. Repeatedly checks to see if you have chotéa request.

___22. Provides information or evidence to shoat ¢hproposed activity or change is
likely to be successful.

____23. Offers to provide resources you would rteatb a task for him/her.

___ 24. Gets others to explain to you why they suipg proposed activity or change that
he/she wants you to support or help implement

____ 25. Offers to provide any assistance you waoelkedl to carry out a request.

____26. Explains clearly why a request or propasexhge is necessary to attain a task
objective.

____27. Verifies that a request is legitimate dgméng to a document such as a work
order, policy manual, charter, bylaws, or formattract.

___28. Says you have the special skills or knoggetkeded to carry out a request.

____29. Mentions the names of other people who rsedm proposal when asking you to
support it.

__30. Talks about ideals and values when progasimew activity or change.

___31. Praises your skill or knowledge when askimgto do something.

____32. Offers something you want in return forrybelp on a task or project.

__33. Tries to pressure you to carry out a reques

____34. Asks someone you respect to help influgnago carry out a request or support
a proposal.

____35. Encourages you to express any concernmgglthave about a proposed activity
or change that he/she wants you to support orihgfement.

____36. Offers to show you how to do a task th&hewants you to carry out.

____37. Offers to do something for you in exchafogecarrying out a request.

___38. Appeals to your friendship when asking todo something.

___39. Describes benefits you could gain from g@irtask or activity (e.g., learn new
skills, meet important people, enhance your repriat

____40. Asks for your help as a personal favor.

____41. Explains how a proposed activity or chacmeéd help you attain a personal
objective.

____ 42, Offers to help with a task that he/she waoti to carry out.

_____43. Brings someone along for support when mgetith you to make a request or
proposal.
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____ 44, Asks you to suggest things you could doelp him/her achieve a task objective

or resolve a problem.

Now, think of differentways you try to influence colleaguesPlease describe how much
you use (or have used) each type of behavior effant to influence colleagues in the
past year. For each behavior item, select onkeofdllowing response choices.

| can’t remember ever using this tactic with colleagues

| very seldomuse this tactic with colleagues (only once or enacyear)
| occasionallyuse this tactic with colleagues (several timesar)y

| use this tactienoderately oftenwith colleagues (every few weeks)
| use this tactiwery often with colleagues (almost every week)

abrhwnN -

If an item does not apply to you, then use thegsponse.

As | lead, I...

. Use facts and logic to make a persuasivefoas request or proposal.
. Ask as a friend to do a favor for me.
. Praise a colleague’s past performance oeaaiments when asking him/her to do

a task for me.

. Offer to do a specific task or favor for Her in return for his/her help and

support.

. Make an inspiring speech or presentati@ardaase enthusiasm for a proposed

activity or change.

. Say he/she is the most qualified persoa task that | want him/her to do.

. Demand that he/she carries out a request.

. Say that a request or proposal is consistiimta prior agreement or contract.
. Offer to do something for him/her in theufetin return for their help now.

: 10. Explain how the task | wants him/her tacdald help his/her career.
___11. Explain why a proposed project or changeldvbe practical and cost effective.
____12. Invite him/her to suggest ways to improyeediminary plan or proposal that |

want.

___13. Describe a clear, inspiring vision of wagtroposed project or change could

accomplish.

____14. Consult with him/her to get ideas aboutogp@sed activity or change that | want

him/her to support or implement.

____15. Explain why a proposed activity or changeil be good for him/her.
___16. Say that a request or proposal is consistiém prior precedent and established

practice.

____17. Say a proposed activity or change is aomppity to do something really

exciting and worthwhile.

___18. Use threats or warnings when trying tohgether to do something.
___19. say that my request or proposal is comgistegh official rules and policies.
___20. Say | need to ask for a favor before tglhim/her what it is.

____ 21. Repeatedly check to see if he/she hasdautit a request.
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____22. Provide information or evidence to showt tharoposed activity or change is
likely to be successful.

___23. Offer to provide resources he/she wouldineelo a task for me.

24, Get others to explain to him/her why theyport a proposed activity or change
that | want him/her to support or help implement.

____25. Offer to provide any assistance he/shedvoekd to carry out a request.

____26. Explain clearly why a request or propodehge is necessary to attain a task
objective.

____27. Verify that a request is legitimate by refg to a document such as a work
order, policy manual, charter, bylaws, or formattract.

____28. Say he/she has the special skills or krdiyeleneeded to carry out a request.

____29. Mention the names of other people who esedamproposal when asking him/her
to support it.

___30. Talk about ideals and values when propasingw activity or change.

___31. Praise his/her skill or knowledge whenragkiim/her to do something.

____32. Offer something he/she wants in returrhisther help on a task or project.

___33. Try to pressure him/her to carry out a estju

___34. Ask someone he/she respects to help irdubim/her to carry out a request or
support a proposal.

____35. Encourage him/her to express any concerisbiér may have about a proposed
activity or change that | want him/her to supparhelp implement.

____36. Offer to show him/her how to do a task thadnt him/her to carry out.

____37. Appeal to his/her friendship when asking/her to do something.

___ 38. Describe benefits he/she could gain fromgla task or activity (e.g., learn new
skills, meet important people, enhance his/hertegpmun).

___39. Ask for his/her help as a personal favor.

____40. Explain how a proposed activity or changdd help him/her attain a personal
objective.

____41. Offer to help with a task that | want hie/ko carry out.

____42. Bring someone along for support when mgetith him/her to make a request
or proposal.

___43. Ask him/her to suggest things he/she cdaltb help me achieve a task objective
or resolve a problem.

____ 44, Offer to do something for him/her in exapafor carrying out a request.

My principal gives teachers opportunities to lead.Yes No

My principal organizes the school to maximize oppoities for teacher collaboration.
Yes No
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APPENDIX C
EXPERT PANEL LETTER
Dear fellow administrators,

| am currently working on my dissertation titléiteacher Leadership Behaviors and
Proactive Influence Tactics in North Carolina Pub8chools | am writing to ask for

your professional expertise and feedback on partyo$urvey questionnaire. | need
administrators trained on the North Carolina Tea&haluation Instrument to review
survey items related to teacher leadership behavior

| simply need you to look at each of the survesngeand classify each survey item as
formal orinformal ; and leadership in th@dassroom in theschool or in theprofession
Please make a note if an item fits more than otegyoay equally well or if an item does
not fit any of the categories well.

For example:

1. Ilead in decision-making processes in my schodlhis item demonstrates
formal leadership in thechool

This should take yoless than 10 minuteto complete and responses from this expert
panel will provide validity evidence and help mectorect issues prior to launching my
study.

Your time is valuable. | appreciate your willingseo help me in this way. Please
return your responses to me by Wednesday, Mar2@17Z2. Please contact me at
or at ***-***_x%*x if you have any questions or cacerns.

Sincerely,

Heidi B. Von Dohlen
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EXPERT PANEL FEEDBACK FORM

Based on your training of the North Carolina Teadheluation Instrument and your
professional experience and knowledge, pleaseifgldse following teacher leadership
behaviors atormal orinformal ; and leadership in th@assroom in theschool or in
the professionin the table below.

Teacher Leadership Behavior  Formaljor Classroom, Comments or
Informal School, or wording
Profession change

suggestions

Example: | lead in decision-
making processes in my school. Formal School none

1. | participate in developing th
school improvement plan.

D

2. | create a classroom culture
that empowers students to
collaborate.

3. I serve on a curriculum
committee in my district.

4. | participate in developing
policies and practices to improve
student learning at the state level.

5. | evaluate student progress
using a variety of assessment
data.

6. |lead in professional learning
community.

7. | collaborate with colleagues
to improve the quality of
learning in the school.

8. | create and maintain a safe
and supportive classroom
environment.

9. | volunteer to work on new
projects and initiatives in my
school.

10. | analyze student data to
guide my instruction.

11. Ivolunteer to work on
projects that involve the
community.

12. 1 am a formally designated
mentor to a new teacher.
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13. linformally mentor new
teachers.

14. | can provide evidence of
student learning in my
classroom.

15. | promote positive working
relationships through

professional collaboration within
my school district.

16. | reflect on my teaching
practice.

17. | create lessons that requir
students to collaborate.

D

18. |lead an extracurricular
activity.

19. | seek opportunities to lead
professional development
activities in my school.

20. | seek opportunities to lead
professional development
activities in my school district,
region, or state.

21. | actively encourage parent
involvement.

22. | actively encourage comm
involvement.

1. Do any items fit into more than one category equak!l?

2. Do any items not fit well into any category?

3. Through your professional experience and educasianthere any teacher
leadership behaviors that are not included amoesgtisurvey items that should
be?

Thank you again for sharing your time and expertise | greatly appreciate it!!
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INVITATION TO PARTICIPATE IN PILOT STUDY
Dear (name of schools) Teachers,

You are invited to participate in a pilot study thwctoral research exploring teacher
leadership in western North Carolina. Interesyingtsearch on teacher leadership is
seldom from the perspectives of teachers. Theares is intended to inform the field of
education by giving a voice to teachers regardéaglier leadership behaviors and
teachers’ use of proactive influence tactics wieaaling.

Description of Participation

As a pilot study participant, you will complete iadividual survey that asks
demographic questions, questions about your lehigelbghaviors based on the North
Carolina Teacher Evaluation Instrument, and behlaviofluence tactics that you use
with colleagues. Completing this survey will td&es than 30 minutes.

Voluntary Participation and Anonymity

Your participation in this pilot study is completeloluntary, and you may choose to end
it at any time. There are no known risks to yoantigipation, and the researcher will
ensure anonymity of all participants. Identifyidgta such as IP addresses and email
addresses will be disabled on the data collectiebsite. No identifying personal or
school district information will be collected.

Feedback

Attached is a feedback form. Pilot study feedbfack. Please use it to provide your
insights regarding survey items in the first sectd the questionnaire. Your responses
will be used to make necessary changes to theypna to launching this study. Thank
you for participating in this pilot study. | apprate your time, your thoughts, and your
professional perspective. Please feel free toambmbe at @catamount.wcu.edu if
you have any questions, concerns, or additionalhcents.

Please click on the link below to consent to pgréite and access the pilot study.
Thank you again for your time and input!
Heidi B. Von Dohlen

Follow this link to the Survey:
${l://SurveyLink?d=Take the Survey}

Or copy and paste the URL below into your intetretvser:
${l://SurveyURL}

Follow the link to opt out of future emails:
${1://OptOutLink?d=Click here to unsubscribe}
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REMINDER INVITATION TO PARTICIPATE IN PILOT STUDY
Hi (name of schools) teachers,

Thank you so much to those of you who have comgbligte pilot study survey! | so
appreciate your time and input!!!

This is a gentle reminder to those of you who hasteyet completed the survey. If you
are willing to participate, | need surveys done teeek. Many folks are saying it takes
approximately 20 minutes to complete.

Of course this is completely voluntary! There esvmay for me to know who does the
survey or what anyone's responses are. If you bawenents you would like to give me,
please complete the Pilot study feedback fand email it or print a hard copy for

me. The data you provide me with will help meiteftune my final survey for the
actual study.

Thank you all so much for your help, your time, godr perspective!
The suvey link is below.
Heidi

Follow this link to the Survey:
${l://SurveyLink?d=Take the Survey}

Or copy and paste the URL below into your intetretvser:
${l://SurveyURL}

Follow the link to opt out of future emails:
${1://OptOutLink?d=Click here to unsubscribe}
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FEEDBACK FORM FOR TEACHER LEADERSHIP BEHAVIOR PILOSTUDY

This research is intended to inform the field afieation by giving a voice to teachers
regarding teacher leadership behaviors and tedals®a®f proactive influence tactics
when leading.

Please answer the following questions after cormmehe survey.

1. Which, if any, items on the survey were uncteayou?(Please explain.)

2. Which, if any, items did you find difficult tonawer?(Please explain.)

3. Approximately how long did it take you to comel¢he survey?

4. This survey uses a five-point scale.

Never

very seldom (only once or twice a year)
occasionally (several times a year)
moderately often (every few weeks)
very often (almost every week)

abh wnN Bk

While completing this survey, did you feel thislecadequately allowed you to express
your opinion?If not, please explain.)

5. In your opinion, which, if any, items on the sy display a bias on the part of the
researcher?

6. Please provide any additional comments you whkedio make.

Thank you for participating in this pilot study. Y our time and thoughts are greatly
appreciated.
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INVITATION TO PARTICIPATE AND INFORMED CONSENT FORM-OR STUDY

PARTICIPANTS

Dear North Carolina Teacher,

You are invited to participate in doctoral disseoiaresearch exploring teacher
leadership in North Carolina. Interestingly, resbaon teacher leadership is seldom
from the perspectives of teachers. This researgfiended to inform the field of
education by giving a voice to teachers regardéagher leadership behaviors and
teachers’ use of proactive influence tactics wiealing.

Description of Participation

As a participant, you will complete an individuargey that asks demographic questions,
guestions about your leadership behaviors basédeoNorth Carolina Teacher
Evaluation Instrument, and behavioral influencditadhat you use with
colleagues.Completing this survey will take approximately 20 ninutes.

Voluntary Patrticipation and Anonymity

Your participation is completely voluntary, and ymay choose to end it at any

time. There are no known risks to your participatiand the researcher will ensure
anonymity of all participants. Identifying datacbuas IP addresses and email addresses
will be disabled on the data collection websino identifying personal, school, or

school district information will be collected.

The data from all collected surveys will be anatyrethe dissertation, which will be
presented to doctoral faculty at Western Carolinavétsity. The dissertation may be
published or presented in professional literaturacademic settings. Although there is
no personal compensation for your participatiothia study, | will be happy to provide
an electronic copy of a summary of the resultoif gend an email to the address below.

If you have any questions about my study or yole a3 a participant, please contact me
at Frx_rek_ekkk gp @catamount.wcu.edu You may also contact my dissertation
chair, Dr. Meagan Karvonen, at ***-**x_*x** gp @email.wcu.eduFinally,

any questions or concerns regarding your role@etécipant can be directed to the
Western Carolina Institutional Review Board at = ****,

Thank you for your time and your valuable perspectve. Please give consent to
participate and access the survey by clicking erlitik below.

Follow this link to the Survey:

${l://SurveyLink}
Or copy and paste the URL into your internet brawse
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FIRST REMINDER
Dear North Carolina Teacher,

This is a gentle reminder that you have been idvibeparticipate in educational research
exploring teacher leadership in North Carolinatetestingly, research on teacher
leadership is seldom from the perspectives of t@chlf you have already completed
the survey, THANK YOU! If you have not yet takdretsurvey, please do so.
Completing this survey will take approximately 20 ninutes.

Voluntary Participation and Anonymity

Your participation is completely voluntary, and ymay choose to end it at any

time. There are no known risks to your participatiand the researcher will ensure
anonymity of all participants. Identifying datachuas IP addresses and email addresses
will be disabled on the data collection websiio identifying personal, school, or

school district information will be collected.

The data from all collected surveys will be anatyrethe dissertation, which will be
presented to doctoral faculty at Western Carolinavétsity. The dissertation may be
published or presented in professional literaturacademic settings. Although there is
no personal compensation for your participatiothia study, | will be happy to provide
an electronic copy of a summary of the resultoif gend an email to the address below.

If you have any questions about my study or yole a3 a participant, please contact me

at Frx_rek_ekkk gp @catamount.wcu.edu You may also contact my
dissertation chair, Dr. Meagan Karvonen, at ***-*x**
or @email.wcu.edirinally, any questions or concerns regarding yole as

a participant can be directed to the Western Qaadhstitutional Review Board at ***-

*kk_kkkk

Thank you for your time and your valuable perspectve,
Heidi B. Von Dohlen
Please give consent to participate and accessithieysby clicking on the link below.

Follow this link to the Survey:
${l://SurveyLink}

Or copy and paste the URL below into your intetretvser:
${l://SurveyURL}

Follow the link to opt out of future emails:
${I://OptOutLink?d=Click here to unsubscribe}
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FINAL REMINDER
Dear North Carolina Teacher,

This is a final reminder that you have been invite@articipate in educational research
exploring teacher leadership in North Carolinaydii have already completed the
survey,THANK YOU ! If you have not yet taken the survey, pleassadoCompleting
this survey will take approximately 20 minutes.

Voluntary Participation and Anonymity

Your participation is completely voluntary, and ymay choose to end it at any

time. There are no known risks to your participatiand the researcher will ensure
anonymity of all participants. Identifying datachuas IP addresses and email addresses
will be disabled on the data collection websiio identifying personal, school, or

school district information will be collected.

The data from all collected surveys will be anatyrethe dissertation, which will be
presented to doctoral faculty at Western Carolinavérsity. The dissertation may be
published or presented in professional literaturacademic settings. Although there is
no personal compensation for your participatiothia study, | will be happy to provide
an electronic copy of a summary of the resultoif gend an email to the address below.

If you have any questions about my study or yole &s a participant, please contact me

at *xkFkx_xkkx gr @catamount.wcu.edu You may also contact my
dissertation chair, Dr. Meagan Karvonen, at ***-txx**
or @email.wcu.edudrinally, any questions or concerns regarding yole as

a participant can be directed to the Western Qaadhstitutional Review Board at ***-

*kk_kkkk

Thank you for your time and your valuable perspectve.
Heidi B. Von Dohlen
Please give consent to participate and accessithieysby clicking on the link below.

Follow this link to the Survey:
${l://SurveyLink?d=Take the Survey}

Or copy and paste the URL below into your intetretvser:
${l://SurveyURL}



